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Abstract

The benefits of vocational education antbrespecifically the apprentic@aradigmfor
the individual, the employeandfor society as a whole kiabeenacceptedvidely
across many nation¥hese benefits have been delivered througtuectured
apprenticeshipvhich has persisted for centuries, evolving from the early Guild system
of indentured apprenticeship tfee moderrapprenticeshipnodelsoperatingn Japan
and Irelandon which this study has focusddis research examinése mechanics of
theapprenticeshipnodelin Japan anh Ireland, darting and analysinigow both
systemshaveevolvedandadaptedo economigpolitical and culturathallenges
exploringhow bothsystemdhaverespondedn very different wayswith some parallel
outcomesThefive themes explored in this research emerged &amitial literature
reviewof thetopic, these themeare echoed throughit thevarious chapterto offer a
multi-dimensional examination dfie apprenticeshipnodel These themes frantiee
key areas of investigatioexploredthrough interviewsvhich wereconductedn both
Japan and Irefal.

The volumeof extantreseach conducte@n apprenticeshipn each country wa®und
to besurprisindy low, considering the long tradition of these august systerhstim
Ireland and Japar\ mix of documentaryesearch and qualitative sestructured
interviewswereemployed to fully examine the paradigm of apprenticeship from an
objectivemacropolicy viewpointdownto themicro levelnarrative of those who had
direct experience wittheapprentteship modelThe sample consisted of educators,
apprentices, Masteraits people and industry representatives to reflect the variance of
views andexperience othe actors involved in the delivery of apprenticeship.

The main findings of the researdbmonstrated thalhe structure of thapprenticeship
paradigmwas not a fanidable,durable monolithwhich couldweather thainrelenting
march of progresthroughfuture generationshut, rather the researcheveakda
delicate and fragile lacework of stakeholders, each of whom contritoutkd overall
form and shape @trainingsystemembedded isocietesw h o dbrdidence in
vocational education hatianged quickly and without warning as the wind®diine
and tasténavechanged.

The recommendatiormutlinedoffer apotential new model dpprenticeshipvhich
reinforces the viewhat this important form of educatioequires careful and constant
curationthrough strongtewardshiguilt on uncompromising quality assurance

Apprenticeship can only exist witm activepublic appreciatiorof the tangible
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historical value ofpast practice which can incubatide development of the highest
levels ofcraft skills thatthe apprenticeshipnodel can deliveto a nationIn this way
the potentialeconomic valuef an idealise@pprenticeship model cédme realised to the
benefit of the apprentice, employer andsocietyfor centuries to come
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1.1Introduction
This introductory chager will outline the researchssbackgroundnotivation for

undertaking thi¢omparativestudy. The research framework outlines the aims and
methodology used in the research of education andrigafollowed by a thick
descriptionof apprenticeship and ifanctionin societythrough 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 mddei apedagogicaviewpoint This is
contrasted with a review of global trends in apprenticeship to view the potential
outcomes of either training systemireland and Japamookended with an economic
evaluation of the apprenticeship system to theviddal and to societylhe research
questionsare outlined along with a brieliscussiorof how the separate themehich
underpinthequestionsised in the questionnairelateto the statusnd valueof
apprenticeship in both soties

The tterramledd éafetusied 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 Certificatetitrada, which entitles a
newly qualifiedap pr ent i c e ¢ 1oa bt s halagaresedequivalems
moreunambiguousvi t h t hMa 4 ticanfeded updn any craftsperson with the
occasional WAg @ iuwdaenddbhteo woempardat e Ahetinst aft
the view ofthose interviewed for this researéhsummaryof the introduction to the

methods and current research discussediudes the chapter

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

Department of Education and Science in 2010 as;

A 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
craft s (Batess2011:12)

However the experiercof the researcher of apprenticeship from all aspects, revealed
that it is a much more complex and fragile interplay of characters and contexts that

12
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coalescédo form thatlearning experience of skills, knowledge and attitudkfsed by
Bates (2011)Theslow decline in the status of apprenticeship and of craft skills
generally in societywith an increase in theegativeperceptiortowardvocational
education (Meer, 2007:56bgcame an area of interest for the researchertiaath
relatively recenintroductionin Irelandof the Standards Based Apprenticeshifithin
one generatiom Irelandthe status of apprengship and vocational education generally
appeared to hawdeclined dramaticallyrelegated to the lowest rung of education
(Descy & Barabsch, 2014:22, Lee, 199862 O 0 H a r )eoften 2f@rdedto abk a
fidumping groundonly suitable for lonacademi@chievers in the view dhose
interviewed for this research and twe general publiéMcGuire, 2016:30

Murchadha, 2013:22DQ0n Laoghaire Further Education Institute, 2013: M)the same
time higher levekducatiordeveloped a reputation as@cure pathway intan idealised
professional caredMcCrone, 2014:3)Most surprisingly, this occurreasthe
apprenticeship modetiself hadevolvedfrom a time served model with no formal
examnationsto astructuredstandards based apprenticegtapadigmin 1993 with
mandatoryexamnatiors at the end of each of the seweguentiaphasegBuck &
McGinn, 2005:33)The StandardBasedApprenticeshignodel required an apprentice
to achevea passing grade skventy percerih each phaskefore the apprentice could
progress into the next phase.

A preliminaryexploration of the fundamental contributing pressurehisf
apparent padox focused initially orother culturesn Western Europthatenjoyeda
robust reputation of vocational pedagamablinga credible social status of industrial
heritagegenerallywhich potentiallyoffereda model tacontrastdissect and examine
Initially examining countriesuch assermanyand theScandinavian countries
progressing tand widening the parametenéo developed countries in Asaéd in
particularJapan. Thepprenticeship paradigm Germany provetb be toosimilar to
Ireland in twokey aspects, onghenewly establishedstandards Based Apprenticeship
was adopt ed fdways@nineorpdating @ mir of dithe-job and off
thejob training(See AppendiE and ) and secondsermanyhad a culture very similar
to Ireland andhadalsosuffered similachallenges in the recruitment of new entrants to
the apprenticeship systeimn 1990 the registration raté applicantavas70%, thisfell
to 62% in 2002 out of the 180 year old cohort (Steedman, 2006). Repetition of this
declinewasalsoobservedn Scandinavia countrieswhich also operatedvariant of
thedual training systemrhe Japanese culture and traditiorciaft knowledge and

skills transfer provided a distinct and independent anthropologsalirce for

13|
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comparisor(See Appendix D and HJaparhad astrong tradition otraft appreciation
through social, governmeand internationalecogrition of craft skillsthrough national
policies(Philip, 1989:54, Sarashima, 2013:148chas awarding idividual
craftspeopNatitdreal it i whichsdgggebtedeanspanvaorld
beworthy of detailed studto potentiallyoffer lessondor the Irish apprenticeship

system

1.3 Researchifamework

1.3.1 Aim of the sudy
The intention othe 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 systginasit proximal
contaminationanthropolgically speakingin the expectation of a comprehensive
understanithg of the character afachmodelindependentlyThis reductiorst approach

of both apprenticeship systems to their respective critical fundamental elevasnts
essential taevelopa greater understandingajcational educatiomethodologies
generally As outlined inmore detail irthe Literature Review chaptethe resarcher
investigate these practicefrom five different perspectives of structure, cultural vajue
user experiece, intermtional perspectives and potent@lportunities and challenges
which theapprenticeshipnodelhadweatheredn both countriesAn exploration of the
historicalevolution of the apprenticeship model offered a corttettie formation of the
character of an apprenticeslsiystem This atomisation and reconstitution of one of the
oldest paradigms of pedagjoal knowledge transfer revealttht regardless of the
diversity of culture, distance grincipleobjectives dapprenticeship that may isk

three fundamentalore elementhavedetermind the success or demisetb&industrial

training model that isgprenticeship

1.3.2 Methodology sed
The fundamental research framework of this thesisunderpinnedy the desire to

analy® two distinct systems of craft skills trainingdetermine deficits and solutions
which couldcontribute to a relevant and sustainable apprenticeship niibebf
context. heobjectiveexaminatiorof two independensystems wasonducted using

the samé&ey metrics to collect data objectivehcluding both documentary research as

14
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well as qualitative researctipm which meaningful conclusionsmaysuggest a
potential new model of apprenticeshpmy potential new model would have to be
founded on core plosophical tenets that could adapt and compliment the culture and
character of the country it operatedAncommon research method that vekediberately
avoided in this research wasdiectly comparethe content or objectives wbcational
edua@ationwith general education which Meer (2007) argued a source of contention
as it was notmabsoluteor fair comparisorifMeer, 2007:565)The centratifference
posited bythis argumentvas 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 nahe core focus of this research.
Established research methodologiesse ahered tahroughout the resear@mdcareful
triangulation of data was rigorously adoptBdcumentary analysisas employedo
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 lenmger t
trends within apprenticeship as it applies to both the Irish and Japanese apprenticeship
systems (Coheaet al, 2011:248)n the Literature Reviewndqualitativesemt
structured interiews were employed as the constituasfta recognise@thnographic
approachAn issue thabccurredn vocational education researgénerally,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, paid:4
of those who have publish&gutneret al (2000) warnegdthe standards of comparison
were inevitably characterised by the cultural backgrowhdise researcheBgeutneret
al, 2000:7)

Documentary analysisf apprenticeship systems in other counteramining
the factors that shaped those paradignesiucedhedistinctemerging themethat were
investigated during the interviews awerealso the guide bwhich candidates were
identified for semistructurednterviews The technique described were used to
factorisethe pars of the apprenticeshipodelunder five separate themegich were
examinedndividually before being reconstructéalgive a picture of the whole traimgn
systemactivelyavoiding the risk of missing the interaction of the parts within a system
(Cohenet al, 2011:29). The researcher wishes to arguettigastrength of the
ethnographic approach wthat it allonedflexibility in the study of the parts ohé

system (objective) but alsohasthe 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 systeifhe investigation of the Japaeeand Irish
apprenticeship programmawolved 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 Ersfjl and keeping the use of Japanese andlaigjuages

to a minimumlt must be recognised that concepts may be misinterpreted even when
reading English written research of Rénglish countries (Unwin, 2014:and the
baseline for research in apprenticeship vdri@® country to countryby regionandby
sector (Shoesmith, 2009:4).

1.3.30riginality
The study oWvocational educatiowas not new and considerable researcthis area

has beemlone in manyVesterncountries although the study of learning in the
workplace is a recent phenomenon vathincrease of research in this area expanding
from t he 199006 s.Manyvyanaticmdf apprenficedhifaveleisted
without a single agreed or accepted definition of what an apprenticshgdlyis
(Bridgford, 2013:12) The amounbf qualitativeresearcltonducted orthe Irish
apprenticeship systeand further educatiom Irelandwas extremelylow compared to
most Western countrigMcGuinnesset al, 2014:xii, Tierney& Clarke, 2007130,
McSweeney, 2013:§0The amount of empirical data of-the-job training in Japa by
private and public bodies waqually low (Kito, 2014:65) 'heabsence of research or
qualitative data in Englisbf theJapanesadustrial or traditional craft area was equally
apparentresearch into the Japanesecationalsystem by Western researchemls
extremely unusualThe reasons for this bena apparent when one atterghto
penetrate the frguage and cultural barrief Japanbeing anon-Japanesaativetrying
to engageavith Japanese peoplem the other side of the glolpeoved a great
challengeThese challenges afiulti-national research compawiss into apprenticeships
was described by Mazen@2l014)who attempted to compare FranE&land and
England (Mazenod, 2@17).

Vickerstaff (2003) stated that despite the long history of apprenticesmp
little has been written from the perspective of the apprentice (Vickerstaff, 2003t270).
beame apparent in thigsearch howniqueit wasto havecompared the Irishand
Japanese apprenticeships systems and thus this research is original in nature and content

and will add tahe general body of knowledge wfcational education.
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It is useful toprovidea contextial backgroundio current apprenticeship models
by reviewng their developmerdnd evolutiorin developed countries including both
Ireland and Japato understand how the methodologaslphilosophies of indusy,
societyand governmentsavechange and moul@dthestructure andltimate

objectives ofapprenticeship through successive generations.

1.4 The role ofapprenticeship in society
Apprenticeship haprevailedthrough the centuries aceedibleframework to develop

individuals,primarily young peoplgin a process of knowtige transfer and
undestanding inoccupational skills (Fuller & Unwin, 1998:158s thetradeguilds
regulated the stalards andhe numbersentering théradesfrom the twelfth century to
the latter half of the eighteentientury in many countriea standardized model of
apprenticeshippecameestablished across the developed worltke core purpose and
focus of apprenticeship vadgreatly from country to country asgddhe quality and it
wasinteresting tmotethe increased use of the te@uality apprenticeship i n
international reports (Smitét al, 2013v), government papeend in the medidn his
study of Ghanaian youthBoster (1965argued stronglyhat the returns on investment
in vocational education were a lot lower than the returns from general education and
thatvocational education should be restrictethdustry led training (Oketch,
2007:222).
Vocational education and apprenticesigsnaturallyanctored to industry and
assuchit wasdeveloped in a reactionary way in both Ireland and JHrsawthe
pendulum swingn the primary function of the apprenticeship model from education to
instructionand back agairin broad terms the Irish model of apprenticeship, which was
similar to those i n Wepsrteesrcrrinsgudtiormqresd, c o ul
Dore and Sako (1998) pdesaruislk ee@ane &8ako,fl arsme ¢
1998:4), since it was task oriented, rigid, formalized and easily described in term length.
Therewas a key and importawlistinctionb e t w lnstractiod®  aTreathindin
vocational pedagogical ainagcording tadGagnéet al (1992)thatwas cental to this
thesis Gagnéet al (1992) outlinedhe difference by asking
AWhy do we speak of instruction rathei
describe all of the events that may have a direct effect on the learning of a

human being, notjusth ose set i n motion by an i nc¢

And further addd
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fiThe purpose of designed instruction is to activate and support the learning of
the individual studem. (Gagneéet al, 19923-4)

Desgned instruction was more holistican thdesson planit included the learning
environment and the grop@and itincluded internal knowledge and external information
overalongterm The env hab hamads 6ti heskasddadheory developed
by Bourdieu (1990) which highlighted how lears learn in a periphenaiay from the
setting and context of the learning environment whether that be in a classroom or in a
workplaceThe | earner al socommuniety finelsentaga ot p ¢
which was a theory deloped by Lave and Weger (199) to demonstrate how
legitimate peripheral learning occurred within varying conteite linebetween
vocational training and vocational education in Western educatisroften blurred,
with an irregular focus beinglaced oreitherthe transfeof 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 educatiomhe Japanese pedagogical mogas a
reflection of the culture, based upon Zen principles of repetition of exercises in a
di fficult envisormént hefthemaeclatogiofte @ 06
internalizing information into knowledge enabling the novice totsatiscend to a
hi gher | evel of ¢ ognibtapiddescalbedbly Nonakaanda pr o «
Konno (1998).

In Ireland apprenticeshigvolvedin parallel tothe economywhich developed
from an agricultural to an industrial based econoNsw legislation wastroduced
constantly improving the educatial standardandthe structuref theapprenticeship
model From humble beginnings in the late nineteenth centwhere the standard of
education and training waxclusivelythe remit ofthe employerup untl therecent
model of theStandards Based Apprenticeshipich, as the name suggesteds based
on standardgegulated by the Stat@apan also developed its apprenticeship model in
reaction to military and industrial change that transformed an inwakdbBpoountry
into a moderrexportbasedeconomyadaptinghe apprenticeshipystemas it did so.
Formalregulatedapprenticeship lgan with the naval threat die United States of
Americain 1854,causing the JapaneG®vernmentwith the help of the Frenc¢ko set
up an apprenticeship school in the newly established bagain Edo Bay(Now
Tokyo Bay)in 1865 Apprenticeship was thene to adopand develomew
technologies inndustry in the early nineteen hundreds leadipgautthe Second World

18|



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

War. After the warapprenticeship became standardised and regulated by the Ministry
of Educatiomandwaslaterdilutedinto the Junior Hgh School systenThe attraction of
vocational education began to declaramatically in the gal y  InQd@pandith less
than 25% of studenthoosingvocational subjects high schools

As of 2013, hereweretwenty sevemecognised trades in Irelagd Murchadha,
2013:109) although the entire apprenticeship system unaertreviewin 2013 All
tradesinvolvedthe same constituengpresentativesf; an employer, apprentice,
training authority and an educational bpdly of whomworkedin social partnershipo
train a school leaver over a set number of years to prodyealified craftspeisn that
couldperform a particular rola industry In Japan thererereone hundred and twenty
five (2008)different tradesand twehundred and twentjwo recognised crafts (2015)
The variance in philosophies could be demonstrated using the exampte craft
Carpentry and Joinery. Ineland theravasone trade called Carpentry & Joinery and
another called Cabinetmakinghile in Japarthe tradition of specialization created
three sectors of craft aregd) Construction Sector, (2) Manufacturing Secénd (3)
Service Sector witivoodworking in two of the thregectorswith trades such as:
Carpentry, Lumbering Saw Setting, Maintenance of Woodworking Machines, Wood
Pattern Making, Mechanical Woodworking, and Bamboo Craft. Japanese vocational
trainingwas ypically begun in the last three years of secondary schodhtsutraining
was notnecessarilyelated to a specific craflob specific trainingvasdone usually but
not exclusively orthe-job with varying lengths of time and legalf achievement.
Qualficationscouldalso beachievedhrough correspondence but tikasmainlyin
written subjects. The Japanesgues oftKaizendor constanincremental improvement,
which hadderived from Confucian principlggermeated all aspects of Japanese industry
and wasommonlyrewarded througpromotion and bonus packagésut 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 Recentresearch in vocational ducation
The changing purpose of apprenticesigmeratec multiplicity and variance of

opinions and viewsncludingthe primary function of vocational educatias demands
changed at differing phases afconomic cyclesA review of recenacademic research

in apprenticeshipffered a cleabaseline otinderstandingjpon which was added to in
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amore comprehensive exploratiohthe subjecin the literature review chaptdrrough

the fivethemesof; (1) Sructure, (2) Cultural Value, (3) User Experience, (4)
International Perspectives and (5) Opportunities and Challenges facing apprenticeship.
The professional identity of apprenticeskiperged frona distinctset of conditions

which occurredn Japan andtrelandcharacterising similar models of apprenticeship,

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

Apprenticeship dructure

Theformal structureof apprenticeships regulated and documented by the Guilds in
Ireland and the bited Kingdomr e mai ned | argely ung¢hanged
howeverthe length of time requireih become a recognised craftspera@sreduced
from nine years, seven as an indentured ap@esand two as journeymarn 1563 to
four years by 1976 O6 Ha r e, McQuianksit a 2014:12. The experience of
apprenticeslso remained largely unchandedm themedieval period up to modern
timesaccording to a studgonducted by VickerstafMickerstaff,2003271).In Ireland
the apprenticeshiperiod was rediced from five to four yeais 1976andlater
progressed to a Standards Based System in 1992 (McGuetradsg01412). An
OECD report in 1995 stated that Ireland fared poorly in texfitise low emphasis on
vocational education and the lack of pedagogical training among instructors when
compared to other European Count(igleGuinnesst al, 2014:17) A model similar to
the Guild systenoperatednto modern time# Japan, Egypt ant@urkey where trade
organisations reguladehe apprenticeships (ILO, 2013:3aparhad a flowering of
craft skills during the building boom of the early sixteenth cerdmythe period from
the end of the sixteenth century to the middle of the nin#teentury wa sometimes
called thedGolden Age of Craftsbecause fothe high standards of craftsmship
achieved (Buntrock, 1998:72). Craft development was largely igrmyrtute
government of thdleiji Restorationof 1868which pushed Westernizatigrolicies
initially, followed bywar preparationsn the early twentieth centurit was not until
1959 that Japamtroduced a tional Trade Skill Testvhich wasmaintained by the
Government and implemented by privatrtor bodies (Nar2010160). Ittesed
applicants at differing levels or grades based on time served, although a number of

exemptions from these exams appliediuding;

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

i nstructor d&s qu al skilfverication).dor &radeB,as si ng |
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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 whileatstloio ( Ski | | Test |
Department in JAVADAJapan Vocational Ability Development Association),

2008)

Although none of the interviewees who took part in this research had takesh extim
by any government body and empirical research by the public sector iriteefin

training in Japamvas minimal (Kito, 2014:65).A 2004 Japanese Government White
paper on Skill Standards outlined the chaotic status of vocational qualifccatidepan

when they stated;

AfBesides, there are numerous public v
and business sectors, though they are not immediately intended for the

evaluation of vocational capabilities. Meanwhile, privagxtor companies have

their own abilitybased grade system andhouse certification for use in their

own evaluation activities, and a lot of privegector qualifications are available

as w@dpdnese Government White Paper, 2004:204)

Japanesecgietyin generahadevolvedand thecorecolumnoft he t r andstet i on all
apprenticérelationshipvasdeemedo be no longeviable in modern workplaces
(Gamble, 2001:185)rhat traditional modedf apprenticeshipadbeenunder reviewn

a number of countrieaccording td&Steedman (20Q5vho notedhat ithadbeen
fiexperiencing stregsaround the worldSteedman, 2005:21ln 2004, Japan introduced
a versibDuwa lof Siytdihe ecbddional educational sector with two days
weekin a training school and three daysveekonthejob called an irgrnship
education (Na, 2010:13), howavTakahashi (2010) statétht vocational education
wasnot included within the framework of postsecondary educatiomasdimed
primarily at youth unemployment (Takahashi, 2010:128)1The additional challenge
of a population in decline meathat Japanvas forced tavidenthe potential population
of vocational educationpplicantsasoutlinedin a public vocational training framework
documensubmitted bythe OECD(2012)as;

ATher ef or ¢antthatall the membarspbciety including the young,

women, the elderly, the disabled and smegular workers should pull up their
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productivity through their own effort such as receiving vocational training to
buildasustainald and vi br gYaduhire, 20d211@4ny . O

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 & Umw2008:19, Steedman, 201683, 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 iteéidnal standards in new
entrants to apprenticeship (Steedman, 2005T#)2013review of gprenticeship in
Ireland criticised the rigid structure and duration of the programvhéde being too
focused in one are#he construction sector (McGuinnessl, 2014:31).To diversify
and help change the image of apprenticeships in Ireland eighty six new apprenticeships
were proposed in 2016 in areas ranging frorarfiial services to information
technology, divided into twoategorie®f development, Cag@ry 1 applied to twenty
five apprenticeshiptSee appendix Rhat were more developeddaready for
deployment and Cagery 2 wereintheaer | y st ages of devel opme
2015:7).Although Descy an@arabasch (2014) poid out PIAAC datawhich had
recently shown that, across a number of countries, the skills level of younger
populationsvashigher than that of adults (Descy & Barabasch, 2014:5).

Steedman (2012) stated that &n apprenticeshimodelto have credibility it must
be managed by th@sial partners with a legislative framework democratically
determined (Steedman, 2012:7). This legislatiseework offeredsecurityand
transparencyo both partiesregulating and defining parameters such as status, term
length, rights and obligationSteedman2012:22)and the active participatiasf social
partnereencouragea legitimateframework for the apprenticeshipodelto remain
relevant and beneficial to both the apprentice and to inddstgrewerekey common
parameters to the structuretgpical European apprenticeshigs outlined by Descy
and Barabasch (2014);as
Havinga combination of workplace learning and school based learning.

Upon completion, apprentices recahan officially recognised certificate.

Apprentices hda distinct legl status and sigra contract with an employer.

w0 NP

Apprentices receiveremuneration typically at a percegeaof 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
modelof 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

devoidof challenges.

Cultural values that influenced apprenticeship

Apprenticeship cannot operate independent
norms have strongly influenced the perception and value of vocational education (Descy
& Barabasch, 20146). 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 skillsinthed i ni t nbangf bbe ciotheg ur al he
@onvention for the Safeguarding of the Intangible Culttta r i tdagnerd in Part

I, Article 2, Section 2, SuBect i on t(redd iwthiea rea lowas treatédt s ma n s
equally alongside preformingtar 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 theisbpartners (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 Cr@tiuncil of Ireland (2009) which detailed craft
education and training in Ireland at each step in the education pathway managed to
avoid tahpep rweorrtéh athef thénninptydix pages of the report. McGuinness
(2014)inter alia highlighted how thdurther 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 provisioMcGuinnesst 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 countryods a kall. Votayiondl educgtionomas orecelementnim

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 autiically delivering a pipeline of
employees as highlighted in a 2011 report by the OECD Skills Strategy unit;

AYet, skilled workers do not automati
skilled workforce guarantee sustained economic growth. In soméries,ip

to onethird of workers consider themselves osgkilled 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
Polandreported 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

t heir s k(DECD,sSchieichera2011:1)0

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. Snatlal (2013) described how differing areaf
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 (Smitbt 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 nodagsghose

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 greatlyexzhhanc
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;

ARA standing | abour f caftspegpleasfan asdetitdthee d ¢ «
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

t he e c ¢(Staoetn\2018:2)

In Ireland, the establishmeof SOLAS (An tSeirbhis Oideachais Leanunaigh agus
Scileanna, which translates &sirther 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. &memit 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 (McGuingtesis
2014:20). Bates (2011) stated thatréherere 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 OB@i» recommended that all VET trainers,
teachers and instructors should have had some pedagogical training (ReferNet,
2013:31). A recent initiativeo restore the reputation of apprenticeship in the United
Kingdom was the formation of the National Apprership Service in 2009 (Smiét

al, 2013:12). Fuller and Unwin (2007) described the perception of apprenticeship in the
Uni t ed Ki nhgddratenpatawayp awiit h compl eti on r ates
(Fuller & Unwin, 2007:22). Quality was at the heafrthe 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 dicaliion level (Rauneet 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;

AiThus, improved status was seen as falgvon naturally from enhancing the
quality and coherence of the sectod ( Mc Getdl P0h4e48)s

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 @femeagre 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 n@tnieir 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 cleargddsioh

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

Theeffect of vocational education on the individgaherate@n interestingperspective

in Japaese cultureccording to Terada (2008) whatlinedthe negativeheory of
specialized trainingopularised by Langevin in 19%®&mpared to liberal education,
believing that vocational education alleda human to be classifiettherebylimiting

the potentl of human expressioiihis example highlights the key misunderstanding of
general Western pedagogical thinking transposed upon Jasatfdsanscendence of

the individual which originated from Zen teachings but was encapsulated in the concept
o fb a@@onaka & Konno, 1998:40T.erada(2008)disputel the Western view by

emphasizing the cultivation of human character

AWhat i s necessary in Japanese vocat.
admit that there are both aims of economic means ancctea 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 vocatiojsic.] (Terada, 2008:3)

The succss or failure to attune the more liberal aims of human personal development
with the economic requirementstodining a competent technical employeas easily
judged by those who haemgagedvith tradespeople and craftspeoplen éxample of
thiswasoutlined by Crawford (2009) who explored the valom®netary and
metaphysicalpf practical work and the experience idhan the human character.
Crawford(2009)gavean example of a customer whahghthis motorcycle to a
mechanic for repair ana@findthe mechanito becompletely incompetent, as the
customer watchethis trained technician damage and break his bdlavetorcycle,
Crawford describethe failure of the apprenticeship modekT hfie r i se of t he
and positedhat whatwasmissng frommodern apprenticeship wanetacognitio,

thinking about your thinkingCrawford, 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 educateeded to progress beyond the mere
acquisition of information into the participation of a community (Sfard, 1998 bhiy.
perceptiorof a low emphasis in vocational education over traimimag also reported in
Ireland in the Irish Times newspaper whterviewed an employer about apprenticeship

and the perception it suffered, the employer commented that;
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AThere is a snobbery [relating to] ap]
be | ooked upon as Ogrease moimkeysod an:
difficult and dirty job. I believe schools could do a lot more to promote motor
technician apprenticeships, but I 6m ni
(McGuire, 2016:3)

To develop a training system that valuegher level analysis amatitical thinking, it
would be useful toeflect upon thenotivation andexperience of apprenticeship from
theuser centriperspectivef those who actuallgservedt h e i rinani me 6
apprenticeshipVickerstaff (2003)who interviewed thirty tradespeople about their
experience as an apprentice in the y&éars1980, revealedn experiencearallelwith
the experiencesf participantgecordedn this reseatu, in both Japan and Ireland
which demonstratethat apprentieship was a popular option but a difficult experience
Buntrock (1998) highlighted the fatttat a Japanese apprenticeshithe Edo period
generally took ten years and the qualified artisans were not generally well compensated
(Buntrock, 1998:72)The dtractionto a trade occupaticaccaoding to Vickerstaff
(2003, was that a trade qualification woutgtentuallylead to better prospects and that
surprisingly more Grammar School bagghe UnitedKingdom(about 20% in the late
195006s) wundertook apprenti c®iskarstgf, s t han mi
2003:271272). This perception hasaccording to Gopaul (2013nd McGuinness
(2014)recentlychangedn a negative sense a number of countries acrabe world
including Irelandwhere vocational educatiomaspercéved as a lower statugptionin
comparisorwith higher education (McGuinness al, 2014:38) andhe attainment of an
academic degree taaken greater prominence (Gopaul, 2013The careeroutcome
of an apprenticevasimportant to new entrantand ifqualification froman
apprenticeship offedincreased earningstableemploymentandgoodcareer
prospectsthen potential apprenticesowid accept lowetrainingwages and the status
of apprenticeship wuldrise (Steedman, 2010:22)he role of a craftspersdrasalso
changd themasteryof tasks andthe performancef high quality skills are no longer
sufficientasa skilled worker musalsomaster the work contextb achieve occupational
profile stability(Steedman2012:8).

Promotion ofthe craft industriebas noprevented the decline in the status of
the artisann Japaese society asaditional crafts have been promoted since 18fide
the number of new apphnts continued to declif&akiuchi & Takeuchi, 2014:14)

However,when a clear career patlasled to a recognisedccupational profile, even in
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the UnitedKingdom the demandavassignificant.WhenBritish Telecom offered 80
places on thir apprenticeship programm&s,000 applications were received
(Steedman, 2008:1The reasons for choogrthe craft career path hatdanged,
typically it was hereditary but recently media has played a role in the career choice of
young peopleln Asian coutriesgenerally 27% of students cited television as an
influence on their choice of vocational education as a career pathwaysttic 86%
in Republic ofKorea (Terada, 2009:52)he increasg number entering third level
education ughtwith it unforeseen consequenaaiza skills mismatchas students
who could notfind employment to match their education lekatllower job
satisfaction, lower motivation and productivity abdhadeit increasingly difficult for
those with little or no education to find any employment, apprenticeshgone
potential solution to skills mismatch (Descy & Barabasch, 2014:6).

Factors such as a clear structbodt upon unambiguous pedagogical mogdals
positive and quality experience as well as a definite professional career pathway valued
by a society could potentially change the perception of apprentic@stigobegs the
question of what wathe effect ocharacter oapprenticeshigducationn other

countries whe some or all of these factors reeabsent.

International perspectives

Rauneret al (2012 statel that the imppropriate use of the wofdpprenticeship o r
fidual VET c o redto a fdise éxpectation and confusion amongst polidyensa
Thisfalse expectation was reflectedthin societycreating the perceptidhat
apprenticeshipvasan irrelevant veteran, an outmoded or historical educational system
that hal no place in a modern digital knowledge econoRguneret al, 2012:56). The
coremandateof apprenticeshigzvasand always has been buffeted by the vicissitudes of
political and ndustrial demands meanisgrious questions regarding the curriculum,
pedagogy and assessment of MlErefrequentlyraised(Fuller & Unwin, 1998:155).
Although according to McGuinnesst al (2014) the Irish model of apprenticeshiplha
been seen to offer lessons to thateld Kingdomwhere aprenticeships were rebranded
asd@lodern Apprenticeshgp McGuinnesset al, 2014:xii). In theresearch conducted by
the International Labour Organizati¢2013),it was found that there was confusion
arourd the use of the word apprenticeship as it was interchangeable with terms such as;
traineeship, artisan, learnghip, journeymasmnd internshipwhich all relate to work

based learning (Gopaul, 2013:8he 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 apprenticesiagan indication of the modern
decline in thestatus of apprenticeship many countriesThisdevaluation was

especially evident whecompared to thé&avourable statusnjoyed by the

apprenticeship modeluringthe time of théradeGuilds in the thirteentbentury, 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, 19292&nd that
continuedup until the late twentieth century when thereawmore yung men then

there wereapprenticeships availablith the confidencé¢hat an apprenticeship would

lead to better prospects (Vickerstaff, 2003:2RB)han (2013) statkthat European
countries with strong apprenticeship programmaesktiha lowest youth temployment

rates, the exception being Ireland due to the concentration of trades in one industry,
construction (Nyhan, 2013:9Ylazenod (2014) stated that in the United Kingdom,
apprenticeship was chosen by less than ten percent of-tt yidar old cohar

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, McGuineées$ 2014:vii). Fuller and Unwin

(2007) pointed out that the United Kingdom was a good example of an apprenticeship
in troublecompared to its European counterparts and has been for the pastfinenty
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 witnessebefore,in North Americawhere apprenticeship began to decline from

the middle of the nineteenth century and effectively disappgatéch may have

resulted from the fact thatrtbughout North America there weme guilds or formal
certification procesm any craft (Hamilton, 2000:1),ith therecentapprentice

population in the United States at 0.3% of the working population (Sn&h2013:5).

The economic and social value of the apprenticeship paradigm varied with each country
which has led to newariants 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 pprenticeship

The perception and experience of thedernapprenticeship system in the Whss
gonethrough difficult times due tthe nature oSupply ledapprenticeship being tied
directly to economic cycles (Steedman, 2012:B8ntrock (1998) statkthat there
wereseveral factors required for crakills and tacit knowledgm thrive: a large lower
labour class, discerning customers, political stability, liméeckess to outside

technology omaterials and a loose training system tieguiredan individual to faus

on technological developmerfthesefactors which have contributed to the craft trades

in Japarhavingachievedunique levels of abilityhavechangd as many of these

factors no longer exigBuntrock, 1998:7473). Most industries categorized as creative
havedeclinal, despite the fact that creative industimesrestrong in value creation
compared to all industrig&akiuchi & Takeuchj 2014:19). In Ireland, the collapse of

the construction industry which employad @/erwhelming number of apprentices,
revealed the weakness of having such a narrow focus in the field of apprenticeship and
it also exposed the cost of tHaal system as being one of the most expensive in Europe
(Nyhan, 2013:3)The largedecline in thenumber ofapprentice$4,514 in 2006 to 222

in 2012 a 95% decling(Bridgford, 2013:16)¢created a crisis that forceke

introduction in 2008 of the Employer Based Redundant Apprenticeship Rotation
Schemeo facilitate apprentices who hadshort time remaining in their apprenticeship
to finish their training in a training cC:
A counterpoint tdhe agument of expense against the dual system of apprenticeship
was the real valudelivered to an employer by minimisiagotentialskill mismatchas

well asbenefiing from a contribution to the business néw ideasith better quality of
services and products (Descy & Barabasch, 2014:16).

The traditional labour progression pathway of scticahingjob haschangdand

many young peopleho enteedthe workforce changkemployers and careers several
times during their working live#\pprenticeshipvastrying to be relevant wite locked

into the prescriptivéramework of an apprentice engagedysically but not mentiy in

doing or making some artefact thvedsnot actually required in the outside world

(Bates, 2011:13Buntrock(1998)offeredthis potential pathwafor sustained growth

in craft skills by;

fiBy recognising those factors which supported the develdpmheraft and
concentraing on what should not be lespecific technologies, proficiency with

certain materials, broad versatility, an openness to innovatiand 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
per haps even HBuntrock il99&745)gor at ed. 0

So while peopldaveneecda certain set of skills to begin employmeheyhavealso
neeadthe ability to change and adapt their knowledgd thinkingto incorporate ew
technologies and innovationshi§ changevasreflected in the changing nature of
apprenticeshignd innumerate reviews/ith new apprenticeships in technology and a
blurring of the lines between third level edtica andapprenticeship training
programme$ave beemproposed in many developed countmdsch suggests that the
future of the Irish and Japanese apprenticeship models can expect uncertain
progressions from theaditional apprenticeship model.

1.5 Research gestions andthemes
From the preliminary research into the area of apprenticeship of both Ireland and Japan,

five clear themes became apparent thatitedfurther investigation, these were;

1 To determine théundamental policies and partnerships that created the
structures for an applicant to becoenqualified craftsperson witlfocus on
the mechanicand quality assuranad the apprenticeship system

1 To investigate the cultural influencasdsocialchangeghat have affected
the value obpprenticeshifn societyand how thelifferent culturesnay or
may nothaveprejudical themethodologies used the transfer of tacit
knowledge.

1 To examinghe experience of those whodhgone throughgr were goig
through the apprenticeship systeim,order to discover whethervtas of
valug how much time was given to the transfer of skills and knoveedgd
how therelationship between an employer and an apprefuicaioned?

1 To explore the experience of ethapprenticeship models around the world
in orderto identify common core elementbwmcational educatiothat have
usedboth positive and negatiy@actices

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

apprentice in both countries addtermindf they were equipped with the
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skills necessary to become a successful independent craftspeasapidly

changing world

These themeformed 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 dvowselsshops

of the Japanese artisans and in the workplace of the Irish participants using a
Dictaplone,with the recorded interviews transcribed into a word docunasialysed

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 chaptemtroduced the nature and thation of the researchs well as how this led

to the framingof the research conducted. The aims of the study were outlined including
the methodology used to achieve thebgctives An outline ofthe paradigm of
apprenticeshipracing thehistorical ineage whictcreated the bedrock principles of
apprenticeshiphatevolved and developed over timereaction tesocial and industrial
trendswas exploredThe outlire of the research conducted watsoducedncludingthe

five themes of the research whishmore fully developed and investigated in
succeedinghapters where a detailed loaklae developmentfdhe apprenticeship

model evolved in each country and how the current systarevalued in each
society.Wha vocational education meatat those involved and the international
perspectiveon apprenticeship offerad also explore@longwith the current challenges

and opportunities facing apprerd@ghip in Ireland and Japan
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Chaptleirt e2r at ur e Re
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2.1 Introduction
The first theme explorei this chapters 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 démdevolution 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
influencedthe apprenticeship model ahdw Asian cultires especially Japamave
been misrepresented in research and characterizations for generations leading to
common misconceptions of Japanese practices. The third theme ekplereague
definitions of the terms used in apprenticeship education has émhfused aims and
pedagogical modelss well as key educational concelpése influencear could
influencethe content and focus of the training and education of apprentices in both
countries. The fourth theme reviews the wider global perspectivactiges 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, eitheepwsitiv
negative.

Observed from a macro leydgpan and Ireland appear sharea number of
characteristicsbothwere island nations on theirfige of respective continents, kge
deeply intertwined with the culture of their nearest neighbours and yehdabtbtained
distinct identities, such amaintahing a unique language. Each natiod baltivateda
strongcraft tradition as demonstrated by the Book of Kells circa 800 AD in Ireland and
by the sword making skills of kBizen Masatsune late %0 early 11" centuryJapan
(Takaiwaet al, 2006162). Although there wee similarities that existd betweerthe
two nationsfrom a craft perspectivéheyhadalsoshownthemselveso be quite
differentin the fundmental philosophies that fram#uk ideologiesof apprenticeship in
both countries
Forexample Japaneseulturecontainsa  w kaizdrd 6t hat raoughyess| at e d
¢&ontinuoudncremental mp r o v @nngle) 2000:1)but it was more than a woridt,
was also a philosophgerived from Zen teachings that focused on the development of
the individual by the efforts of the individyal philosophyhat hadho direct equivalent
in Irish culture. Toshio Odat{d 984) who wasa TateguShokuninor Mastersliding

door maker, bestadcribedhis Japanese attitude as follows;

34|



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

OWhil e returning home from a seminar |
shokunin came to mind. This Japanese word is defined by both Japanese and
Japanes&en gl i sh di cti onar i es batsuchaditeralf t s ma
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 .&Odae 9&ii)dom wr i tten

An artisan who creates their own design or is a first generation artist/artisan are
designated a spe g ewhkiacoht iateltaen Ssanmpddowvarssn r @
st at u ss htohka(Philiri980:47) The Western perspective of apprenticeship
was merelythe instruction of adequatechnical proficiencyUnwin and Fullei(2004)
wrote, the general understandingagpenticeship wathat ofa journey of develpment

in which abeginner grew and learnéa become an expert in a particular field of
knowledge This radition or process was reflexive centrith the primary aim of
information transfer as opposed to the development of the individual seen in Eastern
culturesand theknowledgeand practicewerepassed on to the next generation of
learner whichcreaeda continuity within the community of practi¢Buller & Unwin,
200495). This chapter explores tlievelopmentglourney of apprenticeship by
factorising the paradigrof apprenticeship into the five &g

1. The evolution and structuid the statutory apprenticeship in Ireland and
Japarthrough the centurieg® understantiowthe characteristic deficits of

each systerbecame part of the DNA of each apprenticeship model

2. The altural values that influencedraft skills associeties and economies
changedand the role quality assuraniceeach apprenticeship systgmayed

in thedevaluatedturrency of societal creditability.

3. Thedefinition of terms onnwclveasusv owvatc
trainingdéd to reveal how a | ack of cl
pedagogical models used in apprenticeship as well axgerience of
apprenticeip fromtheuse s & per spect itheemedevalgi nni ng

period up to ecent times.

4. The international experienead attitude on apprenéship and vocational

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

Japanese apprentgtep models

5. Theeconomicchallenges that werfaced by the modern apmticeship
model and how iadapted or not tohangingdemographics and

technologies

Each element contributed a more holistic and comprehensive understanding of an
area of educatiowhich has weathered millennandpotentiallyoffered society more
than the sum of its parts. The chamencludes with a summary of thesearch

examined in this section

2.2 Apprenticeship gructure

Understanding the different paths takenttwy social partnengsponsible fothe
implementation and governance of appieaship in Ireland and Japan wateresting
as direct comparisons and similar timelines of statutory evolution eméygeohtrast
of the two systems to other and old@prenticeship systems suchtlagsewhich
operated in medieval Europiésplayeda fractal pattern in the structure of vocational
training in many culturesAn examination of each apprenticeship sysseparately
revealed a clear distinction the philosophical tenetsf each modeloffering a more
complete nderstanding of the charactertive paradigmknown as apprenticeship
within Japan and Irelandhe complete narrativef howapprenticeship hagown and
decayeds explainedby thechanging demandsf industry and Governmeit Europe

and Japafrom the early days of the Guilds to recent times.

2.2.1 Historical background to gpprenticeship
Apprenticeship wasecognised as the oldest form of vocational educdRauneret al,

2012:3), known to have existed before 3000 EEGn Mesopotamia (Ryan, 2000:25)
with a revival in recent years primarily as a solution to yautbmploymentBut,
apprenticeship deseméo be treated with more respgoging one of the most
established forms of education and certainly the oldest form of industrial educatio
recognised by society (May$95214-15). Lave and Wenger (1991) statdut;
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fAiThe historical significance of apprenticeship as a form for producing

knowledgably skilled persons has been overlookedyelieve, for it does not

comt orm to either functionalist or Mar x
both traditions appreticeship has been treated as a historically significant

object more than most educational phenormiebat only to emphasize it

anachronistic irrelevance6 [ sic.] (Lave & Wenger, 1

Bates (2011) identifiethree broad phases of apprenticeship development over the past
800 yearsn Great Britain and Irelandbeginning with(1) the guild system which
introduced the formatontractuabpprenticeship, this operated from the twelfth to the
fifteenth centuryfollowed by(2) a statutory apprenticeshgoverned by the

Elizabethan Statute of Artificers of 156Bhis Actmandated the entry into skilled

trades through apprenticeship lasting seven years or longer, terminating at age twenty
four or older (reduced to age twerdge in 778) (Elbaum & Singh, 1995:596). This
statutory period lastedhtil the nineteentleenturywhich was then replaced 6§) the
voluntaryindustry regulatedpprenticeship which began in 184ith therepeal of the
Statute of ArtificerdAct (Bates, 2011:3Minns & Walllis, 2013:33Y. Though,

apprenticeship did not just appear with the formatioGoflds, it existed informally for
generations, with parents passing slaligo their children in many craftés a method

of teaching and Erning, apprenticeship stretchieaick to the Iron Ageas 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 intamorerigid hereditary oksocial and economic stratification

the typical practice in craft arebecameahe hereditary pattwith sons following in the
footsteps of the father.

0 éthroughout antiquity the tendency toward the inheritance of a trade from
father to ®nis quite markedl ( Wat er man, 1974:610) .

This tradition ofhereditaryknowledge transfeeven to those who may have been

adopted by araftsman intanapprenticeship wasaid to be common long before it
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was first recorded in 1230.B. as a normal cusimin Western cultureaccording to a
history of apprenticeship by Thomas (1929:31) Wrashington State Department
(2015).Although Ben Zeeet al(2015) stated that in Britain, the incidence of young

boys being apprenticed to their fathers was fairly low (Ben 2eal 2015:4)while in

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

introduced (Brown, 1989:23This hereditary traditionwasalso referred to by Plato;

AAnd surely i f a craftsman because of
requisites for the trade, the work will be rather poor and his sons or others

whom he may be teaching will be poorly tatlgbrkmen @Vestermann,

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 (2282242 BC.E);

filf an artisanhas 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 nur sl i mg (sJhoalnls , r elt9ulrs

Theissue ofguality and status of appreng@ship wasiot a modern phemeenon
and t hlea nwa wasuséddy Westermanii1914)when speaking aboutdlcraft
area;
fié this was the idea that all forms of manual labour and retail trade were
i b a n a.dsci] (Bvéstermann, 191801)

Westermanr§1914) wrote thathis pejorative term wsaused by Socrates and Plato
because it was believed that agriculture kept a man fit for battle where a retail trade did
not (Westermann, 191801).Plato was not the first to criticise the craft area with
referencdo the issue o credible quality assurance systeftencontributing toward a
negative perception of the craft skills in society through the cent@ihesstatutes of

guild regulation for the Weers of Toulouse, France devotdost twathirds of the
document to issues of quality control (Wolek, 1999:405). Even in 1B&1ssue of

guality assurancgvas a source of concemegulated by th&#ayor and Commune in
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Londonwhereo n |l y Magd @ d sdoadineci@it an apprentice for a period of
no less tlan ten years (Thomas, 1929:32).

The discovery of papyri indenturesndenturéderived its name from the
English practice of tearing indexibns or notches in duplicate copies of apprentigesh
forms (Washington State Departme2®15)) in thetombs and ancient rubbish dumps
of Egypt substantiates the existence of a forncaftractuabpprenticeshipalso
known as a pactong thenearliest dating frain the year 18 EECalmost
identical with thecontractual apprenticeships Medieval EuropgWestermann,
1914.:604) A slatetabletdiscovered in Springmounto. Antrim, currentlyhoused in
the National Museurof Ireland wa inscribed with an apprenticeskupntract dating
back to 628 A.D it setout the terms of an apprenticeskopgast 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)e Springmounivax tablets from
Ballyhutherland, CoAntrim, were interpreted as being used intiianing of
apprentice scribes because two hands were frequently represented on the tablets, one
much more competent than the oth&he writing surface was waxen @recessed
space on the tablet anduld be reused repeatedly for purposes of teactinignts
who may have been serving some variaihdpprenticeshipalthough the content of
these wax tablets weeeclesiastical in the majority of cag€¥ Meadhra, 19793).
Records of apprenticeship memeagre in the early part of the Christian eradandot
reappear until the growth of the city states during the closing years of thetbleve
century when Guildemergé as an organised political, economic and social force in
industrial trainingp s t h e tKn astdictura evaposated id the new industrial age
(Ryan, 2000:29)

Guilds were a group of local craftsmen who formed local monopolies partly to
allow their crafts to surviv the face of competition withroducts coming in from
other areas and countriesdapartly to ensure standards of workmanship (Epstei
2008:158) GuTwaedoderdveéd from t hgeltbudarc h wo
@ildad w h isa@ hefleatian of its economic underpinnings (Brockmuller, 2008:68).
Apprenticeshipn Europereacleda peak insocial status and recognitidairing the
middle-agesfrom the %' to the 1% century,as a method of achievirge vaunted
position ofa qualifiedskilled crdtsman Of t en a fPeree, mikespeihn as ¢
by the potential apprentice or theamfily to become an apprentifinns & Wallis,
2013:336)as it was seen a social step up in stgtassonal security and an assurance of

a reasonable livelihood (Wolek, 1999:40Bhis knowledge possession acting as a
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passport into certain social positiowas a model that was observed in modern times by
Sfard (Sfard, 1998:8Premiums charged by Masters varied on the prestige of the guild
ranging from nothing for Plasterslagksmithsand Butchersto a few months wages for
aStonemason or @avert o a vy e dor tiheshighes gestgye trades of Grocer or
Bookbinderwhich equated to £12 for an unskilled building sector worker in provincial
England(Minns & Wallis, 2013:343)This economic andgocial elevation was

conferred upon the apprenticdve s uc c e s s f urladteypieg@r @d u ceird f a C«
standard t o bec enfranchesedarestotbaeyrof the tihdmes, o6
1929:2).By the early 18 century in London, an apprentice had to be enrolled by his
Master into the register of ti@&ty 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 iapprenticeship contracts in the United Kingdom until the
19506s although it was by then28)ssenti all
Thomas (1929) statdtat up to the yearsf 12991300there existed multiple laws and
regulations and was understood by all the stakeholdérsolvedthat apprenticeship

must not be degraded into some form of child labour and that an apprentice was being
inductednot onlyinto themasery of his/her craft but also intavic participation

(Thomas, 1929:3Minns & Wallis, 201338). In the epoch of protindustrialisation
apprenticeship was a social phenomenon of an exclusive town society like the City of
London, regulated by the GuildBhe Guild structureegulated thstandards of

workmanship and itgovemning 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 whoalsolegislated andeagulated apprentice numats (Epstein, 2008:162). There

was debate as to whether or not they stifled or encouraged development and efficiencies
in their respective areas but thereswgeneral consensus that Guilds ensured the quality

of the products they pduced (Brockmoller, 2008:68\though Guilds in Britain were

much weaker thathe Guilds in Europe (Ben Zeest al, 2015:3).The Guildsdid

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

and by imposindnigh standards of workmanship;

Mpprenticeship is |Iisted as one of th

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 comypetdetrs and
proud members of r @wgkmeoter,2008:60)r ade gr ou|

Abuses began to appear in thaild systemin the seventeenth and early eighteenth
centuryand increased with times did the number of apprentices who got their
contracts cancelled by the city of Londol
according to Minngnd Wallis (Minns & Wallis, 2013:338)The enforcement of
apprenticeship contracts was still an issue in 2%1Bighlighted by the European Trade
Union Confederation (Steedman, 2012THe attainment of master craftsman status
became more difficult for journeymen not favoured by the senior Guild members.
Another issue with th&uildswas that theylid notshowconcern for the welfare of
apprentices and did not prevéhé physical abuseaflicted by Masters on apprentices
and did not introduce any regulation when it came to Masters not explaining to
apprentices how their practices worked, insisting anlyacqusition model of training
(Sfard, 1998:4) with an emphasis imitationf or ci ng t hestealphpr ent i c ¢
k n o wl d@elbgrataly preventing or encouraging apprentices to think independently
or adapt new technologies (Wolek,999410). While the guilds developed malpractices
and rigidities, majoeconomic changes were occurrimgth the shift from local to
national economy in the form of increased international tnadeh struck deep at the
roots of the Guildsystem. Wolek (199 highlightedthe 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 perfectionat Volek,
1999:404). A interesting correlation betenmodern Japanese craftsmen and women
of the twentyfirst century and the members of thikedievalguilds was how the
Japanese crafts people hadhégotiate with wholesalers to achieve a sustainable price
for their craft goodswith the exampleelated ly Epstein who statetthat the Guilds
objected to contractual changes in the mid sixteen hundreds imposed by the merchants
citing the example ahe Wildberg Guildvhichwas very much undehe thumb of the
Calw merchant¢Epstein, 2008:16364).

The traditons, structures and control of the Guildghe United Kingdom and
Irelandbegan to decline in the mid-late eighteenth century (Epstein, 2008: 1&éh
the repealing of the Statute of Artificers in 1814 and the passage of the Municipal
Corporation Acbof 1835 which deregulated the controls of thel@u(Elbaum &
Singh, 1995:594). The governance of the Guilificially ended in Ireland with an act
of parliament in 1846 (Ryan, 2000:4w)their role of discouraging dishonesty, defining
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standards of acceptability atrdining apprenticeaccording toNolek (Wolek,
1999:411) This responsibilitypecame the remit of Governments aweavly emerging
CraftUnionswhichin Irelandevolved intathe Irish Trade Union Congress in 1894
(Ryan, 2000:4), while specialisation in industry reduced the need for apprenticeships
in theprocessing industries (Epstein, 2008:161).

In Japan, the artisan stratum of society also declined albeit a century later with
the modernization and industrialization of Japathe Meiji Restoratiorof 1868
enactedh 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 tospre skilled employees leaving
employers during a skills shortage (Nagata, 2007:40) but wasdatgred 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 (@tkyt£998:73)On the other side of
the globe, the modern framework of apprenticeghipeland washammered and

shaped by political and economic forces.

2.2.2 The evolution of the Irish apprenticeship structure
The rich archaeology of Ireland has shawat an apprenticeship of some kind operated

in the Iron Agewhich existed from 600 B.E. to 400 A.D. with apprentices or learners
using antler bonéSee Appendix Jr the long bones of cattle to practice designs before
using these designson expengivetals t hese practi cetriapi eces
pi eocensodt i f (@ Meadheasl678). The earliest mention af formal
apprenticeship in Irelandeferred teasd o0 s t ewasreg@did ira document of

ancient Irish Law, known as the Brehon Laws compiled aroundticeritury A.D.

(Ryan, 2000:3248). During this periodapprentices wereequired to perform all kinds

of menial tasks for the Master, includjimgaping his corn and feeditgs pigs (Ryan,
2000:42).Largely unchangenhto modern timeshe Irish apprenticeship system was
based toinmea hsmetnaditiendl@uild model which begaafficially in Dublin

1192 under a charter granted by Prince, Lord Joimichattempted t@xcludenative

Irish applicantgRyan, 2000:48)this became official policy following the Refoation

with the introductiorin 1692 of a law that specifically banned Catholics becoming
Freemen of the citywhich guild members were designateteaning thCatholics

could not hold office, bear arms or become Aldermen (Hill, 1997 t®&re were few
safeguards aguality assurancehecks on the competency of the master or apprentice as
he pogressed through his trainingad Common Council loosely regulatany
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deviation of standard by opening the trade to all if proper standards were not met
(Webb, 1917:50608 Ryan, 2000:48 It was thisframework that was established
under the Guild system which remainadglace for centuries.

Ireland adopted thislosed guild system wiei under AngleNorman rule (Ryan,
2000:43 and despite several reviews, training bodies and statutory changaised
largely unchanged unt credibility crisis of vocational trainingulminated in 1987
when the imperativeo fundamentally changthe focusand update vocational training
and education in Ireland became obvitlkbwing a meeting of the Government, Trade
Uni ons and Training Aut ISorcii tail e g€anniagnfeir sida |
2007:6). It was felt that more fair systenthat offeredaccess to atindinvolved a
greater interaction between employers anctational bodies was needed; the result
was a statereqgulat&lt andar ds Based Apprenticeship (
This radical change of traimg ideologywasintendedo offer better quality assurance
and an improved education for apprentices in a new apprenticastig based on
standards rather than time served

In Ireland the old timeserved apprenticeship evolveedm the preindustrial
practices of te Guilds whdixed the apprenticeship terms#ven years lonigp 1573
(Ryan, 2000:44). The apprentice liveith his employer throughout thatrte,being
required to producan@ p p r e n t iatthe eng of kidseeapprenticeship which
demonstrated hiserskill to be approved by the members of the local Glilds
allowedthe apprentice tprogress into the final phase of training which walsdcome
a @ourneymanfor typically threeadditionalyears (Berry, 1905:324harking the
formal end of the training periodpprentices of this time were alsapected to defend
the city, remnants othis could still be seen in recent times with the Apprentice Bbys
Derry march (Ryan, 2000:45).

18981 1950Proto-modern apprenticeship

As theagricultural system beoze more mechanisethe need for labour in agriculture
declinedand a focus on industrial production resulted in the state intervening more and
more in education and traininigeland experienced a late introductiorrégulated
vocational education compared to thaitédKingdomand Japanargely because of

the agricultural dependence, the low status of manual work ai@hthelicChurcto s
emphasis on academic education (McGuinet¢sd 2014:9).A commission on

Technical Training begaa review of apprenticeship in 1926 whichiminated in the
passing of the first Apprenticeshict of the Irish Free Stata 1931. Thel931
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Apprenticeship Act was designed to address some of thetdefieated Y the earlier

1898 Act which wascriticisedfor the academic focusf the curriculumat the expense
of the needs of industicGuinnesst al, 2014:9)

AUnder t he Algahnical instruction @relaadict, 1898, the

powers of the Departmentith 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 havealised 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 theerang

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 (McElligott, 1966113)

Theearlier1930 Vocational Education Act did allow training faids to be developed

over

the foll owing twenty dywalr ss ydtaggmén g

apprenticeship, combining time spent in a training college as well as on tfid¢ob.

priority of using apprenticeship to servite needs ohdustryput agrenticeship

under the control of the Minister for Industry and Commerce and not Edudatias

howeveran important step toward complete Government oversight and regulation of

the apprenticeship modil Ireland

The most importarfeatures of the 193ApprenticeshipAct 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 ApptieeshipCommittees relating to:

a.
b.
C.
d.

Designation of trades.
Duration of apprenticeship.
Wage rates for apprentices.

Maximum working hours of apprentices.

3. Individual Apprenticeship Committees were empowecgethéke rules relating

to:
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Entry qualifications
Age limits of hose wishing to enter an apprenticeship.

The training of apprentices within the District.

o o o

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 withoustoof pay at courses of technical

instruction.

The 1931 Apprenticeshipct becane more of a voluntary codénan any law enforced

and as a lt it achieved very little;

AUnf ortunately, the intention of the .,
Committee the making of a rule requiring employers to train and instruct
apprentices empl oyed Db(McEligote 1866l14) a S p e

It was becoming apparent that thhedelof apprentteship needed reform and so the
secondApprenticeship Acbf 1951passed into layoutliningtheaims in the

introduction;

AAN 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 poweasd duties, to repeal the apprenticeship Act
of 1931, and to provide for other matters connected with the matters afotesaid.
(Irish Statute Book, 195%/1967 ss.7 (1) (3),49)

In Section 39, Subsection 2, paragraphfa)ot he Act e ¢ hhieasesedd d o6
without any qualifying conditions such as those set out in the ApBfienticeshipAct

in relationto an apprentice attending a college course appropriate to hisThed&959
ApprenticeshipAct marked an important step in the quality of the structure of
apprenticeship asimhade the attendance of dffe-job training mandatory, notice of
which was senin writing to the employer and the apprentice and the Act also stated
that the apprentice muiseé paid by the employer while attending-tsifé-job education
(Irish Statute Book, 1959).
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19581993The modernization of goprenticeship

The 1969ApprenticeshipAct wasmuch more comprehensive in the educational

governance of apprenticeshijyilding uponthe 1959 Act by creating a dedicated body

charged with the management and development of thertppeship area. THE969

ApprenticeshipAct createdAn Chomhairle Oiliina (AnCQA national training

authority) and its duties incluake

1.
2.

Provide for theraining of persons for the purposes of any activity of industry.
Promote, facilitate, encourage, assistpedinate and develop the provision of
such training.

Provide or secure the provision of such courses or other facilities for the training
of persos.

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

10.
11.

12.
13.

the attainment by persons employedn activity of industry or intending to be

so employed of any standards recommended by An Chombhairle and award
certificates of the attainment of those standards.

Assist persons in finding facilities for being trained for employment in an
activity of industry.

Carry on or assist persons in carrying on research into any matter relating to
training.

Pay maintenance and travelling allowances to persons attending courses
provided or approved by An Chomhairle.

Pay fees to persons providing further education.

Grant scholarships to such persons as An Chomhairle selects in such manner as
it considers appropriate.

Award prizes to such persons employed in an industrial activity.

Pay allowances to persons employed in an industrial activity or intending to be
so emplged 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

Chombhairle considers appropriatiish Statute Book, 1967)

This wasthe professionalization of apprenticeshmipgthe pedagogidaense by making

educationyesearcland promotiora core part of AnCOs purpodéwas 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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itsaims.This was recognized from the start bg #dministration of AnCO whichaied

in its first annual repothat

AThe kind of training given to the ap]|
a large extent the degree of skill and craftsmanship which he will develop in his
trade. The trainingorovided offthejob 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 gAngLhoennairle Qilieral®683p2p .

The focus was now shifty backto the development of an individuas 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 Committeies were

an early form of social partnership in charge of monitoring and developing the
apprenticeshipnodel Members oftie Industrial Training Commiteewere comprised

of employes, trade unios and educational group& subcommittee was set up to

make recommendations they considered necessary to improve the apprenticeship model,
at the same timénCO carried out an independent survey on apprenticeShissue

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
qualificationso f i t s 6 tthateaisdd gquesgions abatlte fedagogical

competence of AnCO instructors who were highly skilled craftsmen with industrial
experiek e but | acked third | eveThecgmbmddieffoit c at i
of these initiatives should have led to greater improvements in the apprentiggktap

strong emphasis on vocational education as well as vocational trhirtingsulted ira
divergence of opinion betwedie two group®f industry and educationalistslurphy,
197410).

In 1986 a Government White Paper was published on Manpower Rolalysing the

role of the various stakeholders in training and employment. It statetth¢hat
apprenticeship system needed to be revised and modernised with a view toidgwelop
Standards Based Apprenticeship (SBA) to ensure a balance between cost and quality. It
also proposed that employers should have primary responsibility for the grafnin

employees with government assistance in the fdrgranmts. 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 CE®Rich translates as Hotel
Catering and Tourismijhis single authorityit was suggesteghould be called the
Nationd Manpower Authority but became FABdras Aseanna Saothair, which
translates as thEraining and Employment Authoritylinder the Labar ServicesAct

1987 (Garavaet al, 199576).

This marked a key change policy for apprenticeship in Ireland with the aim of ending
the last vestiges of the oftimed serve@pprenticeshipwhich began officially in 1192
being completelyeplaced by the Standard Based Apprentigesheaning that
apprentices were requiréal pass state exanrsaddition to serving a minimum training
durationto become qualified crafts personn the expectation déetter quahied and
more skilled trademen

The Labour Sevices Act (1987) established FAS which would subsém&O, the
National Manpower Service and the Youth Employment Agency but not CERT who
argued through the Tourism Board that they should reseparate. The key duties of
FAS as sebut 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.

= =/ 4 4 -

Collect research and publish information relating to training and empiaym

The Board of FSwas made up of various social partners headed up by a chairperson
appoirted by the Minister for Labour. The Chairperson of FAShaged a board
comprised ofour representatives of ICTU (Irish Congress of Tradehk), four
representives ofemployers and two workelirectors from the staff of F& The new

body introduced many new initiatives including a review of apprenticeship in 1988
called®pprenticeship A New Aproactd(Garavaret al, 199579).

In 1992 the Culliton report eitied A Time for Change: Industrial Policy for the 1980s
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 bymployers anthat a greater proportion of BAresources should

be directed toward thoseoking for employment as well as thaseemployment

(Culliton, 199289). In 1999, the Qualifications (Education and Training) Act was

passed into law and creatediagée national qualifications framework for all
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educational levels all areas and levels of education including vocational education,
further education and higher educat{@uck & McGinn, 2005:10).

19931 2013The Standards Based Apprenticeship

The statutechangefrom the old timeserved basedpprenticeship modelith

intermittent offthe-job training undertaken kthe majority ofapprentice®ccurred in

1993 althoughit wasdifficult to state exactly how many apprentices did not or could
not atend Technical Colleges but it wastimated that between 12.20% of

apprentices did not attenddap | oc k r e |l e203383). Th®imkaamcesar |,
the system meant that some apprentices received the full syllabus while others did not,
some employerpaid their apprentices and some did not. Employers were supposed to
pay into a special training fund but again this was not tightly regulated and leddo an
hocsituationwith n apprenti ceshi p is(ackd@doncedor , 2003
regulation and paaquality controlweretheimpetus for thentroduction of the

Standard Based Apprenticeship in 1998Ithough it proved noto be the robusand
complete solution expectetthe StandarslBased Apprenticeship becanmeeffecta mix

of t himesoelrdsgdd ® e m a nsdt atnhdea r ndgstenb@im eadghaire
Further Education Institut013:14)with a completion rate of 67% (Steedman,
2010:28) Apprentices t#ll had to serve a certain term length apprentices, four years,
but in addition had to meet certain competence metrics. The new apprentiosstigb

was based oGermary sdaalsystem(See Appendix E and §nd in many respects
matchedhe best European provision (Steedman, 2010:28) incliuden@German model
(Nyhan, 2013:2)It had seven phases divided betweesitmrob training and ofthe-

job training.Phases 1, 3, 5 and 7 were spent with the employer and the apprentice was
expected to perform certain specific taskghe-job as laid out in the curriculupwith

the even numbigphases 2, 4 and 6 delivered itva&ining centre or Institute of
Technology The Standards Based Apprenticeship divided a four year apprenticeship
into seven phasem a ratio of 19% ofthe-job and 81% o+the-job for twenty five of

the twenty seven regoised trades. The two exceptions were Print Media and
Floor/Wall Tiling which had five phaseBntry requirements were low, a pasarkin

five subjectsm the Junior Certificate typicalbaken by fifteen year old studenisa

student did not achieveven this low academic level, alternate entry pathways were
available through interviews or preparatory training (Buck & McGinn, 20057303

basic entry standabntributed to the perception that apprenticeships were the only
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optionfor low academi@chievers (Dun Laoghaire Further Education Instjtute
2013:16).

Each phase had a distingtiform, prespecified, industry agreexyllabus with a
specific set of key learning outcom&stten by subject matter experts approved by the
Social Partners (Buc& McGinn, 2005:3). Each phaseasalsodesignated as either
@nthej o Wwhére time was spent exclusively with an employer and it was a typical
wor ki ng offitheg ko WithPhade two delivered in a FAS Training Centre while
Phases four and six webbased in a College of Further Education (CFErdnsttute
of Technology (loT). It wasluring these college based phaskfur and sixthat
apprentices receiveimore academic curriculuim theory and practical subjedtsa
habitusthat was entirgl educational, covering topitlsat ranged from mathematics,
geometry, building legislation, conservation antbimationTechnologyin an
environment centred on | earning and devel
The mechanics of the new StandaBa@sed Apprenticeship were a detailed structured
format in each phase as demonstrateithé example of Carpentry and Joinevpere
Phase one began with a signed fgesremployment contract between an employer and
a prospective apprentice atis phasdasted 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 rpin the employer for a simnonth period thatonstituted?hase
threeon-the-job training, where an apprentice was required to successhiitplete
certainpracticaltasks in roofinginternal second fixing and tHabrication of a
carpenters stodiefore progressing into Phase fadf-the-job training which wa ten
weeks in durationEach of the ten weeks wettgrty five hours long with an even mix
betweerpractical kinetiovorkshopclassesandacademicheory classed here were
two setsof exams in Phase four, the first seegimsbeing taken at five weeks into the
Phasewhichexamiredboth practical and theoretical knowledge learned by the
apprentice and the second set of exanwurredn week tenagain examining
theoretical angbractical knowledge and skillé. pass marlof seventy percent was
required to pass this Phasddre an apprentice coufgrogress into Phase fivBhase
five wassix months longn-thejob trainingand again similar t®hase three, the
apprentice was required perform certaird e a | tastisro la gréset standard
invigilatedand corrected by the employer before the apprentice beutdcepted into
Phase sixff-the-job training Phasesix wassimilar in time and structure to Pdefour

with the main difference being there wady one set of final exams in Theory,
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Drawing and Practical subjects. A pass narkeventy percent or above wouallbow

an apprentice to spend theal Phase sevenwith the employer which wakree moths

in duration.Phase seven ethe-job training fad aconstruction focus with feyoinery
tasks on the syl Imamu shmengénas pedphase, anappremtice t h
wastos at i sif me a sequiremerd a@f 208 weeks (4 years x 52 weeks) registered
employment. On that basis, the splie t we eabn dof theGob periods was68

we e b aadmd 4 0 o W Bpdrkssiccessful completion of the required 208 weeks
registered employment in addition to successfully passing the mandatory examinations
of Phases 2, 4, and 6, apprentice wadeemed eligible for the award of the National
Craft Certificate. This awandas an Advanced Certificate and whsrefore placed at

Level 6 on the National Framework of Qualifications (NFQ) (Oréhadha2013:23).

Level 7 on the NFQ was an Ordinary Degrieevel 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 hajreatenon the
National Framework of Qualifications as theras in theUnited Kingdom Equally

there was no direct path from a Level 6 apprenticeship National Craft Certificate to a
Level 7 Or di n ar gvailébke tolamplerdicd®usk &DVe@im.e e

2005:36).

Phase 4 anBhase 6 createah interesting dynamitom 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 participats described by Sfard

(1998:5,6 asthe curriculum was$o bedelivered by people who weeglucatimalists

but themanagement adpprenticeship wathe remit oftraining authority There was
constant tension between the two ideologies as to what the focus bhwelieni.e.
practical training of manual 8ls or the development of higher cognitive ability

( @odnnor,200335). Some concerns about the quality of education received by
apprentices was publ i she deamingforoesOBEDD i n
Reviews Vocational Education and Trainimge | avhiat idighlighted the need fall

those involved in the educati@amd traning of apprentices to have credilpedagogical

training;

AAs a means of enhancing the competen:
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, traine@sn companies. Encourage convergence in the qualification

requirements for teaching in different sectors of the VET sy&{ghis, 20107)

An earlierOECD report in 1995ad already highlighted holseland fared poorly in
terms of the low emphasis on aional education and the lack of pedagogical training
among instructors when compared to other European Countries (McGuatiadss
2014:17).Thisreoccurringveakness of pedagogy reflectbeé fragmented ethad a
training systenoperatedy a Training Authority which involved kegcademighases

of full time education.

In June 2008, the leader of the Opposition Partyai Breann (Government
House) announced an investigatiatoithe spending practices of BAThis
investigationrevdae d t hat 0643, 000 had been spent
period, the Director General resigned am@911 it was announced by theridter for
Educatim that FAS was to be dismantled and that the training element would become
the responsibilit of the VEC (Vocational Educational Committees) (Quinn, 20Tke
Qualifications and Quality Assurance (Education and Training) Bill, 2011 also
amalgamatethe national authoritiesesponsible fofurthereducatiorand higher

education

2013lIrish apprenticeship review

The establishment of SOLAS (An tSeirbhis Oideachais Leaigh agus Scileanna,
which translatd as Further Education and Training Authority) in 2011 by the Minister
of Education and Skills marked thext significantreform of vocational education
governancén Ireland. The remit of SOLAS was to oversee the funding, planning and
coordination of a wide range of training programmes with responsitalityigh-

quality further education and training into the next cenfMgGuinnesst al,

2014:20).In Ireland, the collapse of the consttion industry which employed the
majority of apprentices, revealed the weakness of having such a narrow focus in the
field of apprenticeshigvhere two sectors construction and electal made upver

80% of all apprentices (Steedman, 2010:23Iso exposed the cost of the dual system
as being one of the most expensive in Europe (Nyhan, 20T8&Xxrisis in vocational
training triggered a review of the Standards Based ApprenijiceasR013 by the

Minister of Education and SkillfRuairi Quinn to determine if the SBA model should

be reténed, adapted or replaced byaternative model of vocational education and
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training.An independent review group of the social partners, athdéyekevin 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% oithe-job training and should be governed by a contoac
apprenticeshipather than the previous contract of employm&he Review Group
envisaged a more flexible mode of apprenticeshipgr oupi n ¢ atmi dhdtes 6i nt
could potentially lead to any qualification from level 5 upwards on the National
Framework of Qualifications (Department of Education & Skills, 20E5). ¢ Hamilg

of T rwasitebe Geviewed every five years and the curriculum would be publically
available to allow all the stakeholders involved to understand the part each constituen
phase playeth the overall apprenticeship programme (Review Group, 2013[h3).

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 grooptrades.
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 reviewthe Apprenticeship Implementation Plan wsest out by the Irish
Governmenand itincluded animplementation timetable @ictionsdivided into three

phasesvhich are given in detail in Appendix K.

The syllabus review of the first five trades was completed in 8@ttbminor changes

to the structure or conterthe most significanthangesvere;

1. The reduction of the pass mdrim 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 we#ks

4. The inclusion of seltlirected study of Common Modules in:

1 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

Communicéion

= = =4 -4 -a -

Team Leadership

5. The introduction of new requirements for those delivering apprenticeship

training:
(a). Staff who delivexd off-the-job Phase 2 training were required to:

Have qualified as a craftsperson.
Have five years posipprenticeshigxperience.

Hold a recognised assessor qualification.

= == =4 =4

Each instructor undergoes further development in

training techniques.
(b). Staff who delivexd Phases 4 and 6 training were required to:

1 Hold a degree or its equivalent in the subject area or have
gualified as a craftsperson.

1 Have three years relevant pgsaduate experience.

1 Hold a recognised assessor qualification Support Services.

The newly fomed Apprenticeship Council wasmprised of the social partners with
representation from Business an@dde Unions, SOLAS, Higher Education Authority,
Department of Education & Skills, Quality and Qualifications Ireland, the Further
Education Sector and the Higher Education Sector. The reté¢edghat
apprenticeships shoultke industry led and a detaileglview of the standards of the
curriculum was required by the Quality and Qualifications Ireland regulatory body.
Initial analysis of submissions recommended that 64% of thaseyedn the

Catkegory 1i Advanced Development&ye(trades who were furthest along the
development pathyere in favour of an apprenticeship being a minimum of two years,
the largest cohouf the trades family was in Category Early Development Stagef
which 33% of those involvelelieved that appragiceship 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,
2015:1213). The review representauhe of the most fundamexttchanges 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 effiej ob t r ai ni ng ( Os$y8mhthatwas, 2 0:
described aad hoc( O6 Co n n o r hefor2 heir@roddcBon of the Standards

Based Apprenticeship in 199Greater diversity of workplace experience was required

as highlighted by McGuire (2016) who reported tir@iand hadhe highestevel of

students progression infdird Level education within the OECD area ant4@%

were in occupations that diebt match their qualifications (McGuire, 2016:Bhe

success of the review of the Standards Based Apprenticeship model will recthiee fur
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 keyegislativesignposts 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 fauthieulum

which was to be the focusd 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 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 twa#® 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 mo@svenment policy began moving

toward a complete Standards Based Apprenticeship model in 1987 with the Labour
Services Act and in consultatiodualwi t h t h
s y s tSeamdérds Based Apprenticeship was implemented. This yhtehs of on and
off-thejob training was adopted from the German model and it was intended to address
the shortfal-bervédodhmodetd byi mecreasing
protocols and setting out a complete standardised syllabus for ehehtaknty 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-siten

quality assurance, narrow focus of crafts and the high cost which &thgeaeview in

2013 which broadened the number and sectors that could operate an apprenticeship as
well as includingopics such as Teamwork and Communication into the sylldihese

key developments have taken an industry regulated training system\bédneval

period into a modern Government administered structured educational model with a
standardized syllabus and quakitssurance protocols withowasing its core purpose of
skills transfer.

The Irish apprenticeshimodel adopted the German dual egsbf a structured
training that included a clefnamework to include delineated curriculum in both the
onrthejob phases and the dthie-job phasesninimizing the risk outlined by Sfard
(1998) where a process of learning without clearly defined coantel@grmined the
entire direction and form of the teaching and learning experience (Sfard, 1998:10). The
character of the Irish Standards Based Apprenticagagovery Western in its
philosophiesvhere the focus was omaeasurableystem, a system that peibeda
clearrole andidentity for the apprenticghe employer and educator and reducing
Eastern philosophy on the individual 6s |
Konno, 1998:42). fie focusof the Irish apprenticeship modehsalsotoo 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 wifécult to judge at the time of this
research

2.2.3 The evolution ofthe Japanese gprenticeship stru cture
The Japanese apprenticessyptem inthetraditional craftsarea had many paralleis

theearlyEuropearguild apprenticeship system Ireland and in Europe (Wolek,
1999:410). This was due to the fact that Guilds had operated successfutigmnnudail

the Meiji Restoration in 1868 (Sasaki, 2008:6&5aditionallyin Japanthe apprentice

lived with his employer performing basic household duties in the house and workshop
while the wife of the Master craftsman educated the apprentice inrbadiag, writing

ard arithmetic. he apprenticevould watch in silenceoften at a discreet distanas his
Master workedin the hope oNusumigeniko(stealing the knowledge/skill) over

period ofseven tden years (Buntrock, 1998:72)ith the complabn of the training

period, he 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,

2007:3743).Ben Zeewt al(2015)wrote of an apprenticégxperiace within the
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British Guild system where learning took place through observation, internalisation and
repetition rather than through structured learning or direct instryctieaning the
apprentice had tésteal with their ey@svhich mirrored the Japanese methods exactly
(Ben Zeewet al, 2015:6 Wolek, 199:410. 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 yearseaftjualification to repay the employer
forthet r ai ni ng, this s e rhvwikdestopwas seemiBritaia,s Kk n o\
where an apprentice who had completedhleistime was expected to remauith the
employer as a Journeyman or servant to ctheecost othetraining (Ben Zeeet al,
2015:6). AlthoughSingleton (1989) stated that the demandarmapprentice in Japan

were intrirsically 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,
200740). 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 y#aesapprentice woulthenbe
shown all aspects of the business, a system that loosely continues in corporate Japan
today (Nagata, 2007:43\s Japan bexne more industrialized, a separation between
crafts and manufacting grew in methods and structuguntrock (1998) outlined the
divergent path ofeparation betwednaditional crafts and industry as the craft area

declined with the increase in manufacturing of everyday items;

fiLacking pervasive industrialization, most materials of daily life are handmade.
Manufacturing thus usurps 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, appretices are also less ablto rely on mundane work to
develop basic skills. Furthermore, the natural education of consumers,

developed through interactions with crafters, is weakene@d ( Bunt r oc k ,

As the separation between traditional crafts addistrial processes grew, vocational
training evolved into two very distinct areas, with the traditional craftspeople continuing

their long traditionsn highly specialized individual processes of piece waré
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industry taking the remaining share of vacaal education and training with little input
from the national Government, leaving concrete statistics available on industrial

vocational educatiom Japan(Yan, 2007:18).

Pre 1603Japan: First contact with Western cultures

Japan as a country hadvalys remained distinct and independent without any real need

to integrate with surrounding nations, despite Japan being influencezidghbouring

cultures like the pottery skills of the Répic of Korea and the writing system i
Peopleds Republic of China (Walsh, 2009:"°
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 asamsnglish,

meaning that Japan probably faces a greater language barrier than any other major
national group (Reischauer, 1981:8). These cultural examples demonstrated how the
Japanes 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 seond 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
thesixtent h century, Japan was stildaiamgobl e
domains when the first Europeans arrived on Tanegashima, an island of the coast of
Kyushu Japarin 1543 (Varley, 1984:127, Reischauer, 1981:74). It was the matchlock
musket gas that drew the attention of the native populatwamo 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 latesixteenth centyr(Reischauer, 1981:75). The Japanese began tradtimghe

Portuguese who becama mbaobda tahse ron Buadddriagrthisa n's 6 ,
time the newy formed Jesuit order were activeJaparwi t h t he or der 6s f
Francis Xaier working in Japan from 1549 to 1551 and contributed to the Japanese
culture in a limited wayvith Western forms of technology, culture and general
knowledgeremainingconfinedmainly to Nagasaki (Varley, 1984:127, 12€orton,

1973:114. The Kyushu danyo, which included the port of Nagasaki observed how the
Portugueséollowed in the footsteps of the Jesuisdered the population to join the
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new religion and for a while everythimprtuguesavas fashionabléMorton, 1973:114)
albeitat a cost foBuddhistsects 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 @stian religion begawith the Buddhistswvho saw it as
undermining the development of unified rule culminating in a ban on Christianity by
Hideyoshi in 158%vhere the Christians were given twenty days to leave the country and
a more final edict in 1597 salted in thecrucifying nine missionaries arsgventeen
converts hung on upside down crosses (Varley, 1984:128, Mason & Caiger, 1972:168,
Morton, 1973:114),The arrival of the Franciscan friars with tBpanishfrom the
Philippinesin 1592, the Protesta®utchin 1609 and the English in 1613 demonstrated
that religion was not a requirement foternationakrade (Reischauer, 1981:88, Mason

& Caiger, 1972:169Morton, 1973:118 What started as a suppression of Christianity,
including the death of ovehttee thousand people, with less than seventy of them being
European, developed into a setfforced isolation policy in Japan under the control of
the Tokugawa Sh$®alkonketadn | knrgkwrd faos 1683tumtily 6
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 tRertuguesén 1639 leavingonly the Dutch

who were confined to the small island of Deshima in the harbour of Nagdsakon,
1973:126) Western culture was so thoroughly expunged from Japanese culture-by mid
seventeenth century that little evidenceambanculture could be founf\Varley,

1984:135, Mason & Caiger, 1972:154). Even the Japanese people were prohibited from
traveling abroad or ifalreadyabroad were banned frore-enteringJapan in.636
(Reischauer, 1981:88, 89). Although, isolated, Japan continued to deuelo@

stability andgovernancestructures (Morton, 1973:127)ith 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.

16037 1868Pre-industrial Japan i from the Edo Period to the Meiji Restoration
Japanese society had been structured accordinggs, eith the Emperor at the top,

followed byWarlords, FarmersCraftsmen, Merchants and peasantha bottom (Dore
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& Sako,199844). The freedom to choose your profession was not available until the
Meiji Restoration when the traditional systemeofagingapprentices approved only by
the guild comgetely collapsed (Sasaki00865). The classtructure 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 Pering incidentallyhad developed an
apprenticeship systein the United States Navigrced Japan to open its lo@rs under
the threat of cannon artkde Japanessho had no naval experience or comparable
weaponry relented arglvotedthe countrytowardWesten trade and influence and
markeda keypoint in Japaneseulture and history ibecoming Westernizetirough
deliberate government policin the Meiji periodthec onc eprnt a otf i da l busi
was developed from h e i pireac toif ¢ aneanisgthaibdisiness @ production
and distribution in the real world. The Enlightenment thinkeicki Fukuzawa(1835
1901)gave great importance to the idea of practical business and ¢edlstiitly of

pr act i ¢ aVocatonabEdwatiadand adontributed to the development of
vocational education in Japan. The government factories and mines were the first to
invite outside expertise. Eanycational educatiolacked any credible pedagogical
framework or principles amgas simplya transpsition of the traditional apprenticeship
system ofwatching the master and thinitating himin an industrial settin¢Sasaki,
200863-65).

Theexperience with Commodore Perry highlighted to the Japanese the
immediate need to develop a navy of their owd strengthen the national defences
resulting in the subsequent side effect of initiatiegulated statutoryocational
training in Japan. The plan for developing a naval arsenal in Ed¢kBayn today as
Tokyo Bay)was outsourced to the French underdinection of French naval engineer
Leonce Verny who was on assignment in thepEenof China (Horiuchi2008275).

Verny established the systehthe inc 0 mp & rt \h dabtéadhing and learning in

the Yokosa Kousya Dockyard in January 18@6r{uchi, 2008:275) This wasbelieved

to beone of theearliestexamples of the Western modelaicationaleducation in

Japan. Thisnewmetdo of t r ai ni n g Koosy@eduredionklTheqpreposah s 6
was to adopt the curriculum and regulations of the French naval fdregsng

potential new engineers from the samurai class of Japanese society. The school would
offer a three year course to students who passed a basic Franclmex entry level

sciences. The students wold trained using the dual systenmspe&nahg the mornings

in the factory and the afternoons learning technical drawing, mechanics, geometry and

science. From t he be yastemMechgi shdd aot merely wa s |
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or e ¢ h n i. omesnbgebts that would not be taught included metallurgy,
fortification, gunnery and textile science. Verny did not consider this a simple
transpositiorof paradigmsut a redesigned school model suited to the growing
industial needs of Japan (Horiuchi, 2008:276

I n t h eandtt&7séhbéosto train engineers was set up in Kogakuryo by
Scottisheducators, Hawy Dryer, a mechanic fror@lasgowand Dr. W.J.M. Rankine, an
engineer from the Universif Glasgow Scotlandunder the Ministry of Public
Works. Dryer drew up the 1874 Kogakuryo Cuutian and Statutes which statint
for the first two years of the four year course, studeet® required tgpend the first
six months at school and the ramiag six months ofhe year were to bgpenton site,
the last two years were to bpent entely on site (Horiuchig008276). This variation
of the dual system demonstrateeé difference in apprenticeship model®lving in
nineteenth century Japaihe French masl whee pedagogy and industry veepart of
the daily learning experience and the British mMadgere pedagogy and industry wer
consideredwo distinct areas of learning. The other key diffeewa the
specialization of skillsn areas such as civil engineagyjimechanical engineering,
communications, architecture, field chemistry, mining engineering and steel casting
from the beginning of the curriculummaking the Kogakuryo school much moreaof
Technical College modelled on the University from where mosteotaff came from

rather than aindustrialtraining centre (Horiuchi, 200377).

18727 1958 Protemodern apprenticeship
The establishment of the modern school systec a me Widtult att h émndé Code 6

1872, but this was not to coveocational training as that area of education lay outside
theremit of theMinistry of Education during the Meiji period of 188812. To address
thi s, Etd bheati ocohl880 wab entroducedbringing full scale vocational
education within the jurdiction of the Ministry of Education. It was under the
Education Order that the Tokyo School of Mechanics was created with the following
aims;

To remedy the existing apprentstep system.

To train teachers.

To create a model for other schools.

To teach tk principles of industrial management.

To counter poverty in the general public.

o gk wbhPE

To restore industry.
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The Tokyo school was set up by senlapaneseivil servants who studied similar

schools inthe United Kingdom, Genany and France (Horiuct2008277). The
curriculum consisted of one yearo6s prepal
and comprised of both workshop and-céfmpus field practice. In 189the school

became the Tokyo School of Texlogy 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 indudttgr{uchi, 2008:27Y.

In 1894, the Miniter 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, 2008:63Althought he Ve c ant i6 0 n a lwasendra commonly n 6
referredtoagpr act i c al b u thé Yoeatosal Schibal Order was enéacted
in 1899 stating that all schools whidlfered vocational education such as technical
schools, apprentice schools, cosme schools, agriculture schools, fisheries schools,
andmercantile marine schools were todfécially designatedocational schools. As
Japan adopted more and more modern Western technology and inthestrged to
introduce new skills in areas suchealectricity became necessary and the vocational
schools fulfilled this need with 70% of graduates from vocational schools getting
employment in their respective are&agaki, 2008:63 The curriculum was not written
for vocational schools specificallyather they used general subjects such as history,
mathematics and physidsolting on whatever relevant practical skills were required by
a particular industrysimilar to a common entry apprenticeshipdel The Ministry of
Education did not set a stamdaurriculum or have standard textbooks for vocational
educationwhich resulted in an extremely diverse curriculum with each vocational
school having distinct methods and topiSagaki, 2008:64 The development of in
company training began to developthe 1920s as labour turnover decreased and
permanent employment became the estaddistiay in large companies-tompany
vocational training was an effective way of holding on to skilled employees who could
be moved wthin the company (Sasaldp0866). In the 1930sas Japan began to build
its military capabilitiesa shortage of master mechanics arose and courses were
provided in public vocational training institutions altlgh these were few in number.

This generated a public discussionlwow a mastemechanic should be trained to meet

demand, should a mechanic be makilled or singleskilled?

62|



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

In 1938 the National Mobilization Law was enactedder which the
government established the Skilled Technicians Training Order for Factory
Establishments tich 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 collapsedaetid of the war (SasaRQ0866).

Post World War II
Sasaki(2008)statedthatafter World War listandard textbooks were published tfoe

major subjects of vocational educatwhich contributed greatly to the improvement

and unification of standards in instual education (Sasaki00864). The \ocational

schools were amalgamated into the Junior High Schools and compulsory edueation w
extended to the age of 15axcational subjects became an option for those interested.

In 196Q the number of students attending a vocational course was apptelyid@dq

by the 199006s t hi s thani29u(BasaklbOB@Y). ldhboorpped t o
relations were democratized at the command of the occupation forces introducing many
new trade unionesho demonstratedttle 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 waksth@reby

ensuring common ground with the High Schools. In 1948 Hasegawa publishedwe
curricu | um g ui d eShokaggosBunseddladectod a téanslation of American
professor, Ver ne @lraddandyJ&bl AnalygdsSEconded@tione wo r k
printed in 1947which introduced new and unfamiliar educational methodspan,

such as teachinfor understanding (Fryklund,947121) and fractionalizinghe

education of an apprentice into scheduled list of tasks, each one building on,the last
making it a more prescribextquisition mode of informatiomansfer Fryklund(1947)

also proposethat trades hou | d b e Bdiova kiseédicétradesoblodk

trades were tasks that medargely repetitive and blocks can be built up to form an

overall complextrd e wh & I @rad@sw@e repair and servicing type trades that
involve corstant problem solving and as such needed a different type cditezhal

focus (Fryklund,1947.89). The Official Curriculum Guidenes of 1951 defined the

t e rTrade®as an area of education and training around which a cooue be

created (Tered2008:332). 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 Communcations to disintegrate. The Allied forces also introduite
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concept of TWI (Training whin Industry) through the work of Fryklund and others
where the idea of a foreman or front line supervisor was introducechjpandse
industry (Sasaki00866).

The 1951 Industrial Education Promotion Law, later followed by the Noca

Training Law of 1958 waenacted marking the epoch of vocational trainingitoaiso
expanded the facilities and equipment available to High School Vocational courses
where the percentage of students attending was betwe@dbthis increased tver
90% by 1973 (Sasak200864).

The 1958 Vocational Training Law
The 1958Vocationa Training Law,was the first independent law concerning

vocational training in Japaand itcombined two existing laws; the Employment
Security Law and the Labour Standard Law (Yan, 2007:23) whiclhesillowing
effect;

1 It shifted the focus of vocatiahtraining from being a solution to

unemployment to being a method of education.

1 It actively promoted ircompany training.

1 It established aationalstate standard of examining skills.
Thestandrds for the training courses weset by the Ministry of Labour ardsystem
of national testing of technical skil{See appendix Gyasestablished in accordance
with the Vocational Training LaSasaki200867). The National Trade Skill Test
which started in 1960 with 5 trades&Yy,2007:35) was createthy the Government
under he 1958 Vocational Training Laand implemented by privatector bodies
(Nara, 2010:160). The National Trade Skill Test exammegdp | i abiktiestts 6
differing levels or grades based on time served, ath@a number of exemptions from
these examwere availablePassing onot passing practical exams ddt directly
restrict business or employmnt prospects. \Age rates weneot linked to technical
skills exams due to objections frddmions and companiesd the skill test was not
mandatoryin orderto be accepted or operate as a craftsfhhare werdwo types of
public vocatioml training schools, one which waun by I@al governments and the
second wa funded by unepiloyment insurangéut both hadtandards set by the
Ministry of Labour Sasaki, 2008:67
IN1 961 Cdaohred idn at i wasint®guset ia which learning achievements at

specific accredited vocational training institutions were credited asipeor
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correspondence courses in Highh8als. Large companies in particular, with in
company training schemespecially benefitefom this coordinated system.

In 1976 a new wave of Specialised Training Schdelgelopedseparate from the
typical classificatiorof vocational schools which wereferrel to in Japan as

dni s c e | |whinheneamtshat vocational training was carried out in a more
systematic and organised mannerithh this group of specialised trainingreols
another subsection existedlled Professional &ming Schoolsthese schools were
distinctive by the fact that they acce@tHigh School Graduates. However all these
training schools, specialised and profesalpwereprivate and demonstratedreturn to
government policy of letting industry regulate the vocaticeator in Japan (Sasaki,
200867).

In 1985 the Vocational Training Law was reorganised into the Human Resources
Development Promotion Lag¥an, 2007:35with an emphasis on career change
trainingadopt i ng LifeH @ ngl d gamrpudicvagdional training
institutionsbeingrenamed human resource development institutions. SE48)
reflectedthis shift in policy;

AThe transitions of the courses offer.
and 2000s show that the training for nevaduates has been reduced, and the

training for career change more than doubled, and the training for those
currently employed rapidly (Gasakiw t o si
2008:68)

Japanese vocational training begainthe age of 15 wherupils of varyingabilities

werest reamed i nto appropriate lemseacBhésnl1e98 edu
for example, he top tier of studeatwith marks of 55% or above wegacouraged by

teachers and parentsdon for a universiy educationwhere competition was fierce and

the prestige wagreat, this cohort of students represeiml.6% of the total, this level

wasc a | General Gourses, High School (Upper Secondary Sahiaol) Pu pei | s i n
lower half of the spectrum weencouraged to entan alternative stream known as
dv/ocational Courses, High School (Upper Satamy Schoolhdepending on their

respective ability, 24.9% of students eatHhis stream with the remaining 3.5% going

to special colleges, training schools or directly into the labour forceCohemercial

Technical Schools wergtended predominately by girls aimdiustrial Technical

Schools werentered into mainly by boys. Thettomrung of academic achievement
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wasthe Agricultural and Fisheries Vocational Schools. After graduating from these
three year vocational schools, 4.2% of students attespkcalists training schools
which were private4.5% enteeduniversity throud) special access programmes, or as
16.4% of vocational studentgddenter employment directly where furthieining in a
specialist area wgsovided at the expense of the employéris investment waseen
as worthwhile by enlpyers as lifetime employnmeé waspart of Japan&sculture (Dore
& Sako,199828-30).
The subjects covered in the vocational schools induakchinery, electricity,
electronics, architecture, civil engineering, automobile repair, metalwork, textiles,
interior furnishings, desigmyrinting, precision machinery, radio communication, and
welding. Just as society in the Tokugawa period was structured samurai, farmer,
craftsman, and merchant, taeademic ater wasggeneral courses, commercial courses,
industrial, andagricultural(Dore & Sako,199844). The format otthe vocational
courses werdivided into halfgeneral studies of maths, Japanese, Engiishand half
spent on practical topics, semof this practical education weso noe-thej o Wwhére
possible for examplein catering and nursindput it varied froncourse to courseow
much practical experience was gained. Two subjects eaengulsory to all Technical
High Schools{1) Foundations of Industry an@) Industrial Mathematics to help all
students understandgblems faced by industry. The students prefatmpractical tasks
and were assessed on: a shepbrt, attendance, behaviour and the results of a practical
exercise. At the end of the yegle student wagiven a rating on a scale of 1 to 5 ool
10 dending on the school and the mark deterhimbether or not the student could
progress to the next year.

After graduating from @cational school a person entefell time employment
in their respective area of training whegidepending on the requiremeifisthe
occupationa further two years of training was undertaken, this vdireah employer to
employer An example of a good employess the NEC Corporation which héd own
training school recognised by the Ministry of Educatibime NEC school anniig
selectedseventy five craftsmen/technicians from carefully chosen high school graduates
for their intensive training schemEhe two year intensive course wadigided into

Cl as sk eamdimrga catleetniragl 6

Table 2.1: Distribution dfraining 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
Equivalenttime in weeks 49 44.8

This didnot necessarily mark the end of a craftstinamining as Japanese culture

expectedh person to constantly improve themsel{{sizer) for their own benefit but

al so for t he

companyo6s

b e emplbyees may besar e

regulatory requiremerfDore & Sako,1998102103). NEC also hd mid-career
training which wagormal off-the-job training for craft and technical workers used

partly for upgrading basic training and partly foitr@ningin preparatiorfor a change

in the organisatio. This midcareer training tooB48 hours or 21.2 weeks, but in reality

training periods nevenfmally enetd(Dore & Sako,1998109).

Vocational trainingpost second lest educationyas categorized inttwo types

accordng to Yan (2007);

1. Long Term Vocational Training Courses

2. Short Term Vocational Training Courses

Long Term Vocational Training Coursd&l not have fixed training staadds or

curriculums but participantsererequired to do a minimum of 1,400 training hopes

year, of those 80Q,000 weraequired with the remaining 66800 hours arranged on a

flexible basisShort Term Vocational Training Courses whinbludedthe trade skill

test couldnclude examinatiosbut these werappraised on experience and ability as

much as a finaéxam. The short term courses in generahdithave standard

curriculums or standards as these were decided locally (Yan, 200@r&2)xception

to this was the Trade Skill Test St which had four grades from Special Grade at the
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top to Grade 3 for novice workerBrades covered e Trade Skill Test System were
administered by the Ministry of Health, Labour and Welfare, Prefectural Governments,
Japan Vocational Ability DevelopmeAssociation and Prefectural Vocational Ability
Development Associations, all of whom worked together to conduct trade skill testing
ard certification {fang & Yorozu, 2015:29an, 2007:37). In the steel industry, a

survey had been conducted which fodinat all steel manufacturers haddompany

training but offthe-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 setuptomeedth compani es6é particular ne
Japanese vocational trainingsttaifted almost completely under the camitof industry

and statistics we scarce due to any lack of applicable official regulagiotthe

complex nature of Japanese voma&l educabn madat difficult to understand from an

external viewpoint (Yan, 2007:3.3

Establishment of theDen-San Act 1974
As Japan shifted to a more Westemniustrializedmodern nationn the early twentieth
century manufacturingvasfocusedon the traditional crafts area where maehmade
art and crafts objectsere churned out for export to increase revenue. A reactionary
movementwh i ch began wit h tnhien dogMadagt Soaetsyimof t he
1918 and formalised on a retreatioyai nt oMit rhgee i6 M@EolkeCoiteiralt 6
Movement) in 192€Singldon, 1989:15)and it was comparable to the Arts andf@&ra
movement seen at the same time in Wedkemopearcultures.Mingeiobjected tahe
mass production of art objects, suppdrbyBernard Leach and potteaytists such as
Muneyoshi Yanagi and $bji Hamada. Tiey established the ideabé-no-Bi
(Functional Aesthetics) to demonstrate the beauty and figurative simpliobjects
that exemplifieda handmade character creatgdcshkilled artisans (Sarashima,
2013:149). This resulted in an awareness that traditional crafts shonéchtsel
differently than industrial rgoroductionsas the traditional crafts weseenas having
cultural value an@s a resuttwo separate lawemerged frona policy ofsafeguarding
traditions gnce 1950 (Sarashima, 2013:138);

1. The Law for the Protection of Important Intangible Cultural Property (PIICP)

regulated by thégency for Cultural Affairs

68|



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

2. The Law for the Promotion of Traditional Craft tries Dentotekirkogethin
Sangyeno Shinkgknown as the DeBan Law) enforced by the Ministry of
Economy, Trade and Industry (MET]I).

The Law for the Protection of Important IntangilCultural Property, created in 1950

wasa government level designai system that awarded craftspeople and preforming

artists the title ofHolders of Importat | nt angi bl e ar@whenthis a l Pr

was launched to the press, a reporter asked if these exceptional people could be referred

to asNingennKokuho(Living National Treasures) and the phrase quiekliered

common usagéSarashima, 2013:1490he Law for the Promotion of Traditional Craft

Industries ad Traditional Craft Products was creabsdthe Minister of Economy,

Trade andndustryin 1979, following tke introduction of théVlingerSangyqFolk

Craft Industry) policy of 197%hich aimed at stemming the depopulation of rural Japan

to urban centres and to help popularise traditional productdwithkey aimsof the

1979 DenSan Act wago formally promote traditional crafts and protect traditional

production methodat a national leveDapan haa variety of inherited itemfor daily

life that wereshapecby t he countryés particular hi st

crafts manufactured through draional methods andhaterialshavefaced challenging

economidimes due to various factors such as changing lifestyl¢rerdevelopment of

new raw materialg-or a craft item to be designated a Traditional Craft Product under

the Law for the Promotionfdradtional Craft Industries, it was requiredgatisfy

criteria including regular use, handmade, established provenance of one hundred years

or more and mustavebeenabove a certain scalé louman capital. ltems which were

not craft poducts themsges, but which werandispensable for the production of a

Traditional Craft Poduct, and satisfiedll the criteria apart from (&@egular Usewere

categorized as Traditional Craft Tools and Craft Matedatsgnated by the Minister of

Ecoromy, Trade andhdustry, andverepromoted in the same way as Traditional Craft

ProductsCrafts persons o wereapproved under the Desan law wereallowed to

use the official logo (& AppendixH) on correspondence dpackaging. The logo

designatedraditional Craf$ officially recognized by the Ministry of Economy, Trade

and Industry as Traditional Craft Riacts, and guarantedéuht a piece lthpassed the

rigorous quality control testing of the |
While the traditional craft area persistedriadition and methodscluding the

formatof the traditional Japanes@prenticeshipnodelalbeit with a mor@Vestern

participation influence in the transfer of tacit knowledidpe many factorsespecially
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economic onesgequired to support a robLartisan class no longer exastin Japan

(Buntrock, 1998:73)The long traditional meth@dof training crafts peopleas been

almost completely dismantled in favour of universal standardized education designed to
produce office workers (Brown, 1989:30yade organizations have attempted to

educate the middielass and foreign tourists but the decline continued. The next
generation chose work that in coangonto traditional crafts wee more profitable,

very few of those interviewed in this research hattidn that followed them into their
trade.

2.2.4 Contrasting the philosophies of vocational ducation in Ireland

and Japan
Reflection orhowthe different philosphies haveevolved within the same relative

industrialtraining frameworlkandwith thesameultimate goal of producing master
craftspeopleprovided useful insightA central dichotomy expressed in f&estern
cultural philosophy of vocational education was defined in tHeChtury writings of
John Ruskin whauccinctlyframedthetwo fundamatal paths available te@ocational
educators and industry as;

fiYou must either make a tool of the ©cr
b o t (Ruskin, 1853:161)

The emphasis of an out sY aisbhdkeydiferenae astim i n e
Japanese culture, only the individual can transform themselves, typically through
dedicated repetitive tasks to internalize the information into knowl&dgedivergence

of ultimate aimsn the Westwhich hasbeendescribech sr ets t rdrex@ae 8 i ve 0
andcquisiti ampgmamét apgh prad (Safrd, 1998 4varpbksd r 6
demonstratech Western cultureby the British tradition of individual development,

leading to individual wealth, with little interest in g&al education compared to the
moreEuropean goal of making students part of society, preparing them for social
prosperity and general education for citizenship (Kelly, 2001 T%.core Japanese
philosophy was based on Zen learning principles, whereyleags of apprenticeship

allowed an apprentice to understand the ways of thinking and feeling of others in the

first step of seltranscendence that could lead the dedicated apprentice to knowledge
creat i on bwaf@mndwork(Ndndka & Konno, 19984
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This distinction offered a clear lens to assess the two apprenticeship wiodels
Japan and Irelangsing a set of metrics that exjed to a final outcome whicivould
impacton the individual and society as a whole. The Japanese traditional taggsiaip
model wasa more extreme version of company trainimgerms of conditions,
obligations and the length of time served, butuhienateaim of selftranscendence
could still be traced imdustrial company ihouse trainingdNonaka &Konno,
1998:45)of which empirical research by the publecsor into o-the-job training n
Japan was low in volumgito, 2014:65).From a Western perspectivhgtJapanese
traditional apprenticeshimodelwas designed to conditigpotentialcraftspeop to
produce a certain specialised product, a product with unique design elements but
essatially a single product typeg. a piece of pottery. Okamoto (2011) set out the aims
of thetraditional apprenticeship in Japan under the tutelage of a Messtgypottery as
the example. Okamoto (201fdinted 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 learrsibgnice
(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 takeoff in Japanasthe Japanese saw ability as transitting, important
thing was to focus on the task at hand (Lauglo, 1993:53). It was a cultural infthahce
hadderived from Buddism, Confucianism and Shinto which plaaggeéat importance
i mgamburd , whi ¢ h meanmgaf adtersity thmwwugle diligence and
perseverance by an individuahich potentially led ultimately ttranscendengevhich
was respected in Japanese society (Lauglo, 1998dr#aka & Konno, 1998:4¥ang
& Yorozu, 2015:12

The respecshown by Japanese artisdosthe materials useand the tools used
to shape those materiasohad 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 derivétie apprentice and craftsman were
expected to do the work quickly, skilfully and without wastek n own ite Japan
t hr e e (BMwund 19&D:23Pringle, 2010:l The contract of understanding between

an apprentie and his trade were carefully spelled, owat in monetary terms alone but
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just as importantlyin respect for the environment and in the materials udleaf, a
which combi ned skil sef(Browm 138923 Comparedto heze
broad social European airmEcommunityresponsibility 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);

i éby learning an occupation the individual becomes socially integrated and is
in a position to develop a stableselfonf i dence é we think t
i's more than a t ¢auglo, 19934D) qual i fi cati ol

The idea of displaying mistakes was alte Western idealsf good workmanship,
whereaslapanesartisandelieval that to hide your mistakes or worse, to destroy
timber and start again, demonstrageldck of respect to the tree that was sacrificed to
produce that timber (Odate, 1984.viii).i$meverence of materials may have developed
through restrictive laws preventing importation of goods enforced from-1868

which in turn may have caused subsequefbrestation and generalecological

collapse in Japan (Buntrock, 1998:72). Okamotd {2@uoted a Japanese student who

said

fGod is feldt c I-hoesaer tiend Onkoirnka wias. oHuatl fo f
(Okamoto, 2011:170).

Okamoto spoke about tlieeauty of us@being a fundamental strength of what

craftsmen created (Okamoto, 2011:469F 0 ) . Even the treat ment
demonstrated a divide between both cultures. For instance, traditionally, in Japan it was
considered disrespectful to stepoverymm w, or t o touch anot het
caused offace (Landis, 1987:152)nlreland, tool shops sold what veeknown as

di s p o s @hbolwAwawSra wisabcould nobe resharpeneds each tooth was
hardenedEqually the display of an actual treefinished work in Japan was celebrated

by having a natural tree trunk, often stripped carefully of bestalledin a teahouse for
example, usually about eight to ten inches in dianmatgart otheliving room décor.

The function of which was to conctewith nature in an interior setting as a mark of

respect to the earth from where the materials came from (Henrichsen, 20T4i§5).

ideawould be araesthetic curiosity in Western culture and was more typically
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associated with rustic livindgeringle (2@.0) outlined the ugjue respect that the

Japanese ga to elements of the manufacturing process by stating that;

fJapanese Shinto religion celebrates an appreciation and reverence for things
animate and inanimate. Japanese businesses show this appreeasiticell. 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 ceremoniedinking prototyping materials for their service in the

devel opment of products. Recognition
particularly interesting kcause they never got to futfileir destiny of being

made into products sold on the market anged by customersd6 ( Pr i ngl e .
2010:1)

The clear divergence ghilosophiebetween th&Vestern systematic
measurablérish apprenticeship modeindfocus on seltranscendence through
hardshipfor the apprenticef theJapanesapprenticeship moddéighlightedthe
ideologicaldifferences of two systems with similar final objectives. Byapping out the
key developments of statutory apprenticeshipoth Japan and Irelanitiwas revealed
as the two apprenticeship models matured over centuriesviieyalmost perfectly
alignedin terms of structure while remaining distinct philosophicatil the late
twentieth entury where the two models of apprenticeshyerged radically. In Ireland
the time span between governménéxiews of apprenticeshipecane shoter while in
Japan, regulation wgancreasingly left to private industry which can be explained when
the philosophical originand influences of both systemsreeeviewed. However,
apprenticesip and vocational education did rayerate in perfect isolation as a review
of the cultural influencelemonstrates, cultural values and credibdigyived from a
crediblequality assurance system were also a strong factbesuccess of vocational

training within a society.

2.3 Cultur al values that influenced apprenticeship
Before looking at the cultural vals¢hat have influenced apprentibgsand how that

phenomenology wareflected in the context ebciety it was importanto review and

understand whatvea me ant  bCyu | tt e hetvdearyg résearch theories
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view the concept of cultureontributing toa better understanding of how
apprenticeship and fisalues related to the wider influencesf a particular national

character

2.31 Definition of culture
The notionof culture can be a very fluid conceptfering differing aspects with a

single study of elements actions and interactions of groups and socieBeswn et al

(1989) assertethatthe activities of commurnigs were unknowable unless theyreve

viewed from within the culture (Brown, Collins & Duguid, 1989:36). Citing the

example of how carpenters and cabinet makerdwsed chisels differently, Browin s

et al (1989)statementlemonstrateé how a deficit of understand of a particutaiture

can bemisread as carpentsrand cabinet makeetuallyuse chisels in the same way,

however they do use different chisélxlley et al (2003) highlighted howeulturehas

influenced the choice of profession taken by individyalbe r e a suenali bift ¥
for various careers we constructedrom social and cultural cu¢€olley et al,

2003:477) Alfred Kroeber and Clyde Kluckholins ( B @ & R ) Culturel £ d 0
Critical Review of managedte Istt164 definitbns Df¢he termi t i
culture. Cultures are of course comprised of individuals bustéde stated that there

was no single concept ddelbthat could be applied across all cultufesfstede,

199869). Geertz (1993) wrotthat if an accrate understanding of culture wasjuired

then the researcher must looiad the hearts and minds of men (Geertz, 1993:11)

Hofstede (2010) reinforckthis idea of examining the mind of a people to truly see

unfiltered culture within a societgffering this definition of culture;

filt is the collective programming of the mind that distinguishes the members of
one group or category of people from othérs ( H o ét al 2041@6e

This maysuggest tharaminganymeaningful or fixed definitiomf culturewould have
beena pointless ompossible exercesand yetdifferent cultures havleeen recognised
by characterigts and social constructs thatneecontained within political borders but
only in vague termgHeineet al, 2002:907)

Oyserman (2006) reminders of thepotentialethnographic hazaraddg assuming
that the psychological modelswddoped in the West we universal and crossultural
psychologists have drawn our attention to the limits of models grounded in the Western
experiencas well as the sampling of populatidnsm 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 societ@yserman, 200852).Geertz (1993) conceded that culture
wasa humarparadigm that dieshot offer anyfixed regulationbut couldallow discovery

in meaning througkhe understandingnd studyof practicedy those directly engaged

in the tasknavigating the webs of significance that he himself has created, these webs
which were significant to the indivichl wasculture (Geertz, 1993%).

To studycultural relativism in detail, wato study how individuals act in daily
activity and how thehavelearredfrom previous generations, this wasi®a lot more
productive than to study collectiveayips at anacro level. As peoplgrew and
developedhey learedsocial habits, protocols and valuesh evseeb 6 of si gni f
werenot automatic or innate and auch can changheut still, weredistinct from the
biological developments such as physical ab@ristics and genetic makg (Hofstede
et al, 2010:6). Cox (1993) identifiefhctors suclas visible characteristicgender and
race to create cultural diversit€ox, 1993:10)Other examples of dulral identity
differences havencludd traditions, relgion, mannerisms and languagdl,of which
havebeenused as diversity labels to help with anthropological classification.

Bennett (1998Yifferentiatel between these two perceptionscofture
explaining that Culture speltwit a c¢ a p i t adthe physical m&itutens ofe d
culturewhichhet e r meodb j aesc t & vQultue gpeltwutrhre 6a | ower cas
however, wasudbdg ect i anedferaadd psychodgical aspects of
different groups of people. Bennéi998) continud to define this subjective culture as
the learned and shared patterns of beliefs, behaviours and ealiresips of interacting
people (Bennett, 1998). Banks andicGeeBanks (1989) reinforced thdfinition,
describing culture ae various valuesymbols, perspectives and personal
interpretations that could be webs of significa or character that identifiedthe person
from another (Bnks & McGeeBanks, 19892).

Reflection upon these definitions of cultumayylead one to the supposition that
two cultures canotbe compared with useful validity. Heieeal (2002) outline the
inherent challenges that veepart of a crossultural comparison system likke Likert
Scale. Heineet al (2002)outlinedtwo explanations for divergences in tesponses

from participants otultures from opposite sides of the globe;

AFirst, they sugge slmght betopeeating. dhatdse pr i v a

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 (MasV, 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 seteéported values. For example, Chinese evaluate
themselves in comparison with other Chinese, whereas Americans evaluate
themselves with reference to other Americans. We term this the refgrenge
effect, and the present article examines this confound in-crdagal

c o mp ar i(Heineetsal 2002904)

While crosscultural comparisons may have additional hazards for the
ethnographer, théHabitusbaccording to Collet al, (2003)wentbeyond the notion of
identity to include additional factors such as class, race and gehubér wereuseful in
acompari® n o fiieldowhieh wés a term taclude the sets of influences within
particular learning sites and social relatibcharacteristics (Collegt al, 2003:477).
T h e c¢ o nhcaebpi wasash@loped by Bourdieu in his eséayellectual Fiet and
Creative Projedbin 1966 which built upon the ideas bfe v i Strausbés stru
Piagetds concept of practical action and
Bourdieu (1990) definedabitusas;

fié systems of durable, transposable d&sfons, struatired structures

predisposed tauihction 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 aimemgisior

an express mastery of the operations necessary in order to attain them.
Objectively O6regul ated and 6éregul aré
obedience to rules, they can be collectively orchestrated without being the

product of theorganinig act i on o (Bouaiew; WO0bBI)ct or . 0

These elementdothhabitusandfield createl a holistic approach in theudy of
apprenticeshiphat Colleyet al, (2003) concludedjeecdto be studied as social,
cultural and emotional influencagich producel the unwritten and hidden curricula
that contributd to the success or failure of vocational education and training systems
(Colleyet al, 2003:493).Brown et al (1989) criticizel didactic education which

assumd a definitive separation between knowledge and théezbim which that

learning toolkplace (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 eledthin which werecontained further
structures of seven phases which could be further classified into separate learning
outcomes within twalistincthabituscontexts of learningyff-the-job school based
environment and the etlhe-job work based enviranentwhich combine to anchor the
knowledge within a valid contexCompared to the very singular Japanese traditional
apprenticeship system with a singlbitusof work based learning and no structured
learning curriculum. Lizardo (2004) outlined the #heteps 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 titzaisforms or responds to the
environmental situation (Lizardo, 2004:38@)ich was in line with the tasks as set out
in thecurriculumin the Standard Based Apprenticeship model for the apprentice to
exerciseand demonstrate their acquired knowledgsdive problems durindné onthe-
job phases as they @@ This structured structure of learning deliberately iraratpd
in the apprenticeship model waot demonstrated as clearly in the Japanese

apprenticeship model divatch,learn, try,a n d r .dipasda (R0D4) stated that;

AThe primary purpose of knowledge acci
consequently change and transformation as well as the conservation of

previously acquired cognitive structutes ( Li zar do, 2004: 384)

The variance in ctiires ofboth training systems we revealed itboth thehabitusof

the learning context arttie cognitive emphasis of each apprenticeship model
respectivey, where the Irish apprentice waxpected to work independently during the
onrthejob phasesvithin a structiredhabitus itself within a structuredield of the
workshop or sitethe Japanesmsgnitiveobjectiveswereless clearly defingdvhich

createdh more challenginpabitusfor the learnewithin an austeréeld.

2.3.2 Individualism versusCollectivismi a comparison of two cultures
Comparisons due to thieeferencegroup effeddHeine(2002) admitted, shiftethe

standards of comparisons especially vgiibjective Likert scales whickierenot
context free or reliable, especially with diverse cultural groups such as East Asians and
North Americans. Accoilidg to Takahashet al (2002454) to date, the largest and most

popular study on crossultural comparison frameworks between Easternvdasdtern
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cultureswas the IndividualisCollective comparisons developed by Hofstede (1980),
although Triandis (1995) informagsthatwhile attempts to define Individualism
Collectivism became populavith English political philosophs in the eighteenth

century, thestudy of individualism was started in America withe writings of Alex de
Tocquevlle in 1835 (Triandis, 1992: 0 ) .  H onfore teeedt andlosnprehensive

work mapped fiftythree countries on a continuum of four dimensions (palistance,
masculinity-femininity, individualismcollectivism and uncertainty avoidance) from a
survey of onéhundred and seventeen thousand employett®dBM corporation

between 1968 to 1972. The impact and successdttidy which Beilmann (201208)
called a mitifaceted and ambiguous construptpmpted misconceptions and inaccurate
stereotyping of national characteristics especially of the United States and Japan as
examples of an individualistic nation and a typical aiile nation respectively. It was
interesting to note thdndividualismi Collectivism wagust one of four areas that
Hofstede sidiedbut became the most discusseds&arch demonstratéuht

Individualism and Collectivism wemrthogonal to each other and nedtb be

observe separately@yserman2006:354). TakanandOsaka (199pPstatel that

guestions irthe Hofstede questionnaire whigkeda high loading factor had a remote
relation to the ordinary definition of Individualism/(Bactivism (Takano & Osaka,
1999:319) Hofstede himselfhadtried to clarify the findings by pointing out that Japan
came in at a shared twerdgcond and twerdthird position on the individualist side
putting Japan on the lower end of the scéleotiective nations. Takahas(2002
cautionedhat direct corparisons between cultures sometimes misled researchers to
simplified conclusions regarding cultural differences between nations, especially when
Western developed assessments wamtly applied to African or Aan cultures
(Takahashet al, 2002:455) Hofstede (200Lacknowledgedhis concernstating clearly
that the research was Western, as it was created by Western minds, andskanghr
without cultural bias wasnpossible; there will always be a researcher eftdofstede,
2001:352) As an examg@ of this general misled acceptance of cultural characteristics,
research into the character of individuals by Yamagishi (1998) shioove Japanese
peopleacted more individualistic then their American counterparts when separated from
the group and with ckiced sanabns incurred. Oysterman, Coon akemmelmeier
(2002) remindedis that Hofstede carefully pointed out tHas country wide analysis

of individualism could not explain individual behaviour and that Hofstede regarded this
as a theoretically distct problem asindividual attitudes changeover time depending

on economic circumstances (Oysterneaial, 20026). Voronov andSinger (2002)
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pointedout in the opening paragraph of their critical review of Individualism

Collectivism that;

fiWhen awhole culture or society is pigeonholed in dichotomous categories

(e.g., masculindeminine, activgpassive, or looséight), subtle differences and
qualitative nuances that are more characteristic of that social entity may be
glossed over. Such descrigilabels evoke unduly fixed and caricatlike

mental impressions of cultures or societies rather than representative pictures of
t hei r c o foromwx& Singee 300Z61)

Takano andDsaka (1999) supped this view having conductedreview of ffteen

studies finding that fourteen of those studies found Japanese people more Individualist
then American peopl Research by Schwal994)confirmed that the United States
wasnot a highly individualistic nation but Wesh Europeamations wergSchwartz,
199436). Voronov (2002) stateithata critical review of the Individualiss€ollectivism
research providelittle empirical evidence buttwas a useful mechanism of explanation
(Voronov & Singer, 2002:62). Helpfully, Voronov (2002) didffer an alernative
interpretation referencing Bond (1994) on IndividsiatCollectivism which wa to

view it in terms of Individualism agist another name for modernifjhis suggested

that Collectivism wa a historical concephatalloweda societyto evolve beyond
Collectivismandinto Individualism. This evolutioof a societyfrom Collectiism into
Individualism was outlined in the conceptéhe Theory of Trué{Yamagish, 1986)

in which Voronov 2002 described how people bena nore individualstic in respect

of their own long term goals and only contribdite t oin-g rh e ifi ipiv@s inline with
thesdong term goal¢Voronov & Singer, 2002:471)In-g r o uwers dosely bound
individuals that distrust do u6t s iambeemasnéd closedtopple o ut sim-de t he
groupd  w h i scdmmueareommunity characteristin East Asian societies compared
to communities irthe United States thatere open to people not from the immediate
community, a practice categorizedWgronov(2002)asa universalistic sociefyvhere
bondswere formed across familgthnic or business lines but wexrg a resujtess
stable(Voronov & Singer 2002473). Voronov (2002) gavehe example of a rice
merchant versus a rice growterdemonstrate how a perscmange from Collective to
Individualistic depending on the changing environmbuat a compardb example of

theeconomic conditions can change t hie- soci
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groupdai ¥er s al greup occurreshahe crafttangd® European cultures
with thetransition fromGuild systento the modern construction company structure

The medievaGuilds wereerclosed and tightly bound, this natuyaineant that
it was not in thdong term interesof the craftspesonto defraud awy of theirpeersand
resulted in a very stabkystem of apprentishipand skills development to very high
standards. Congpe this with the modern equivaleftsubcontractorsn the
construction industrin Ireland a groupwho benefiedonly in the short term as they
got work on the basis of prigarimarily, with reputation coming a distant second. This
contributedto the decline oftandards and skills trainirags there were no effective
quality assurance protocols employed which in added taa decline irpublic
perception of the craft aréa society

Beilmann (2012) recognisebat the IndividualisrCollectivism paradigmvere
at polar opposites at a culali level, at an individual level the two constructs have been
found to be orthogonal to eaother(Beilmann, 2012:208)Voronovet al (2002)
concludedhis critical review of IndividualisaCollectivism theory by sayintipat
IndividualismCollectivism wa too reductionist to capture the complexities of human
behaviour, a single dimensiarview o any complex social structure waot enough
(Voronov & Singer,2002476). Takahashet al (2002)did not dismiss the
IndividualismCollectivism theory copletelyconcluding that the Individualism
Collectivismoffered a useful but experimental framework when comparing cultural
comparison of close relationships betwdapanese and Americaisit it was too
monolithic and inadequate to describe deeper complexitiagtofes(Takahashet al,
2002:462) Beilmann (2012) uskthe subgenreshat include; family members
(Familism), peers Companionship and societyRatriotism). Shavittet al (2006
endorsedhe value of crossultural studies in the field of consumesyphology at least,
in that it generategarallel effects on prominent goals, information proicesand
persuasiorShavittet al,2006:326) Shavittet al (2006)did qualify thisendorsement
by saying thathere were limitations dhe results generatdxy anybroad focus and
new insights mape generated by a more precise or detailed approach to research into
the interactions between culture and consur{havitt, Lalwani, Zhang, drelli,
2006326). A useful example of this refinement of the brakginition d
IndividualismCollectivism waghe Horizontal/Verti@al dimension offered by Shavét
al (2006, wheno mpar i ng t wo d ondii esti idikesBiithireokthelcldée d
United States of America (Verticdhdividualist) with cultures ofhe Scandinavian

(Horizontalindividualist) countries; where in Britain people teddo be concerned
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about improving their individual status, people in the Scandinavian countriedtaim
be equal to others. Further refinement of these categories sutjgesidgthe potential
to enhance greater undensding and accuracy of cultural descripti¢Bbavittet al,
2006:3(@B-304). Takano andsaka (1999) dismisseddividual T Collective studies
almost entirely listing three major issues with broad coossiral studies by stating
that;

fiFirst, the specifics of those constructs are not consistent across studies.
Second, I/C as multidimensional constructs lose #féicacy as analytic tools
in scientific investigation. Finally, I/C as multidimensional constructs make

crosscultural comparisons arbitrary 0 ( Tak ano &318)s ak a, 199¢

Oyserman (200anter alia suggestdthat a narrow definition of Individualism
Collectivismin terms of the core elements weeguired to act as a benchmark or
datum to measure Individualis@ollectivismresearclwhich would havebeenmost
beneficial to this area of stug@yserman, 2006:356, Schwartz, 1994:40)

When comparing two cultas in broad terms, one must be aware of the
limitations ashighlighted byMarkus andKitayama (1991 thatexistwithin any culture
asindividualsvaryin the extent to which they coule described as good or accurate
cultural representativeglarkus & Kitayama, 1991:226). Markus aidtayama(1991)
offeredan insight into the typical cultural characteristics usually portrayed at opposite

ends of the cultural scale througirnacular phraseology

il n America, fAthe squedlypyawhedlt hgetnait

stands out gets pounded down. o0 Amer i c.

their children to eat their suppers al
i n Ethiopia, and appreciate how | ucky
Japmmese parents are |likely to say AThi.
to produce this rice for you; if you i
wi || have (Markus& KitayamaaldoR2s)

The use of popular phrases were also ligetlakano an®saka (1999) to demonstrate
the Individualist nature of the Japanese people in their papeh strongly argued

against the stereotype of a complicit and uniform, collective people, quoting;
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filf you make the first move, then you will doaténothers (Sakinzureba hito o
seisu), compared to a Western sdoaoverb
(Takano & Osaka, 199313)

While these sayings could ne¢ comprehensive evidence of cultural dichotomies and
may in fact, highlight how culturatdnslations 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 tfesgent
problems are created becalmeguagef i xcenseptsaccording to Philipgt al (2014
and can lead to migpresentations gheaning Languagéhasoftengiven an insightinto
the mentat o n s t coranaohlyof@und in each country and the values that hlasg
engendeedto the nexgeneratior(Philips & Schweisfurth, 2014:114pysermaret al
(2002)began theipaper on the evaluation of Individualism andl€aivism research

by statingthatto Americansbeing an individualistvas a god and a very American
trait, traang the individual characteristic of Ameriesto the French Revolution
(Oysermaret al,2002:3) buttheir research conclusion adtei thatthey were not
aware of any scientific process that demonstratsdEuropean Americans were
anymore individualistichtanany other culturéOyseman, Coon & Kemmelmeier,
20024). Oysermaret al (2002) suggestithat individualism and collectivism should be
conceptualized as worldviews that dig#drin the issues they made noticeable. This did
not make the Hofstede 198igy irrelevant; it merely suggestdidat we should note
that the Hofstede questionnaire was focused on work satisfactionToialydis (1995)
outlined the difficult birth of clarification betweemmdividualism and Collectivism when
the promotion of thendividual was placed above the collective by John Loke, an
argument countered by Jedacques Rousseau who argued that the individamfree
only by submitting to the general will, which could also be a description of Western
democracyat all levels (Trandis, 1995:9).

With a comparative study between a Western apprenticeship modet and a
Eastern apprenticeship model, it would be tempting to follow cultural preconceptions
and assign all attributes to these existingdigliHowever the review of oo the most
widely regardedind comprehensiverosscultural studieslemonstrates 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 Japanesalture
Esyunetal (1985 carefully explainedhe origin of Western misconceptions of

Japanese culture througldissection ofhree of the most popular theoren(k)
Benedictdos BQNamenedheovegrti c@Dos@mbdety t he
theory which werénherently flawel in the opinion oEsyunet al(1985)because

Western scholars didot fully explain a number of phenomena that eedsh Japanese
cultureand this lack ohuancedunderstanding wasvercome by blunt theories deemed

to beuniqueto Japar(Esyunet al, 1985:291) Reischauer (1977) madeclear that

despite the common view of a conagl uniform society; the fact vethat all of

Japanese history contradicts thisreotype (Reischauer, 191%9). Although

Miyamoto (1994) wrote an entir@bk giving innumerate exam@®f how Japanese
bureaucracy wasollective in the extreme. Westeresearchers westudying a culture
fromancticdcor out si der s 8 v iGmidpronsidets perspettiltee r t h ar
(Reischauer, 1977:182his limitationhadalways plagda pat in crosscultural

research and it veaimportant to recognise this reality as many of the influential early
researchers such as Ruth Benedict who wrbgeChrysanthemum and the Sword

(1946) or Lowell,The soul oflte Far Eas{(1888) Benedictdid not spend any time in

Japarand Lowell was there fqust over a year) set the template of cultural
misunderstandings for dades (Takano & Osaka, 19992).Esyunet al (1985)gave

t he e x ashamé @ilr cedés 6s et out i n Benedictds boc
WestermresearchergEsyunet al (1985)explained that in China where it originated,

shame wa not simply a public regulator but an internal autonomous motivator;

AAccording t o S aokedthapossiBlgyrithatdniashameo ver | o
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 originatedesismthe

i nverse of name (honour) is thought t
people from evil to good. o6 Hence, say:
a strong external force, punishment, while the notion of shame is an internal
ethicalconsci ousness which is fostered by
Mori and Benedict perceive inversely the internality and externality criteria
associated wit (eEsysnatalm@5282)d gui |l t . O
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With this clarification, it wasnteresting to revw the sayings of parents given to
children at meal times given earlier in this chapter, viewed thrtheglens that shame
and guilt werenot mutually &clusive in Japanese culture. It whe Japanese ability

and practice of moderating desire (a Confu@ancige) according to Yayoi (1976

that wasso fundamentally opposite to the Western attituddaad v i n gwhicht al | 6
separatedhe two cultures mogtyayoi, 1976:172) The East Asian preoccupation with
the importance of interdependence asftlimdation of any stable societiems from
Confucianism which hatds strongest influence ithe Republic oKorea (500 years),
the Peopl ebds drdmplaphn (250 yeard) asGapaseddo the emphasis on
individualism in theWestern cultures (Ym, 1988375 Yang & Yorozu, 2015:1Q

Yum (1988) capturethe kernel of interpersonal communication ideologies and their

divergence in the abstract of her paper on communication patterns in East Asia;

Al't 1 s argued that Ea sdifferAaen trose ofdNorthmu n i
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 /81 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, ledi$ferentiatel linguistic codes, direct
communication emphasis, and sendee nt r ed confYumni cati on.
1988374)

Markus anKitayama(1991)stated that the Japanese avarost fully human only in

the context bothers(Markus & Kitayama, 1991:227), this concept wasrted

dJ b u nbly théZulu in AfricaAdditionally, Markus andKitayama (1991) reinforak

this distinction of culturatontextualizednind sets with the Chinese example of
synthesizing any problem into its constituent parts and treating each individual part as
an essential part of the wholghich can be traced backttwe Confucian emphasis of
interrelatedness and kindness) and eaphrs¢e piece can only be understood as an

interconnected part difie whole This holistic view wasn direct opposition to the
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Western thinkig in which the self waseparate from the natural worll&rkus &
Kitayama, 1992227). These Asian principles atiteimportance upon empathy with
others wereseen in Japan, (where it svarucial not to disturb th& w,a6harmonious
ebb and flow of interpersonal relationshipscause if people thougbf themselves as
pat of a larger entity then it wamportant br them to be sensitive and knowledgeable
about others who make up the constituent parts of the entire vistatkus &
Kitayama, 1992231). The induction of the importance of harmony,pemsity and
hierarchy begam early childhood where much ofehnteractions with children wert®
reinforae these ideals (Hendry, 1983). This outward priority ofoncernfor the group
above the individual itseltid not automaticallymakeJapanese society collectivigt
carefulstudy of the Japanese langudyeHasegawa andHirose (2005) revealetthat far
from being ollectivist, Japanese people weeparat from each other, each with an
inner selfconsciousness (Hasegawa & Hirose)2048). This difference of perception
of oneself in relation to the rest ofcsety translatd itself into different work habits
which wasdemonstrated by thexperiencsof research ethnographer Dorinne K.
Kondo(1990) As aJapanesé&merican in JaparKondo (1990Yyelated howthe
reciprocal culture became suffocating and compthaimu this to her friend who

replied

iNi honjin wa ne, jibun o taisetsu ni s
themselves as important, do they? That is, they spend time doing things for the
sake of maintaining good relationships, redi@ss ot hei r &éi n)her & f e
(Kondo, 199(22).

Interestingly Kondo knew it was time to leal@panwhen she heard herself say the

phrase;

ALet me escape befor e (Kobdo 189@&Mpl et el y 1

This statement revealedvery individualist featMarkus andKitayama(1991)pointed
out that seHenhancement or sgbiromotion wergerceived quite negatively in Japanese
culture while the American attitude wés confidently displayandexprs s oned s
strengthavhichwas viewed positively inAmericansociety.

There wasa philosophy in Jap&seb u r e a u ¢ r a cnye sksnhoi arnh oakso 66

self-sacrifice for the sake of the group; where saying no to something like voluntary
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overtime would mean atehvery leastooking for another jol{Miyamoto, 199420).
T h e vhoorkdaagain reflected in this research throtigdresponses of Japanese
Masters who recountedheir apprenticeshipxperienceat the end othich, 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 andirigenim, this year of
servicewa k n o twp k Bh& tradiscened into labour unions which weebasd on
membership of an organization first and by indusgpe second (Hendry, 19842).
This culture of reciprocal service was seen inttamagement stylesf the Japanese
whop r e f e fatheeldi kmeréwho wa interested in workers persad mattes and
as a result the workers feftore motivated to work hagedfor that benevolent employer.
This wasthe very format of the Japanese apprentigesystem where an apprentice
was taken into ta family of the Master who lookeafter all of the needs olfi¢
appretice and the Master also decidetien the apprenticeald achieved the standard
necessary to become a qualifiedftsman. The American culture wer®re focused on
the clear achievement of a task, or goal oriented |elaigefiglarkus & Kitayama,
1991242), which was comparabletize Irish Standardsded Apprenticeship system
which wastask oriented, brokeimto seven phases, each phase fuather broken down
into separatéasks which the apprentice needeadbieve to a predetermined standard
for an employer, educator and examimeorder to become a qualified craftsperson
Blunt or thick descriptiosiof naional character and cultures wexrevelt
travelledroad fraught with potential errors andisnnderstandings. It could be argued
that thetwo cultures of Japan and Ireland nealifferent but only irvery specific ways
which couldchange depending on the parametensnsandreferences of theresearch
conductedTo deliver a more mukdimensional understanding of both appresghip
systemsan examination warequired of thealuesin both cultures ofapprenticeship
andhow the role of quality assurankas contributed to the status of the apprenticeship

model in societyfree from any one particular cultural stereotype

2.34 The value ofa skilled craftsperson in ®ciety
Despite the heterogeneity of skjllsoth apprenticeship systems in Ireland and Japan

faced uncertain future®kamoto (2011) informeds that theractices of skiland
knowledgetransferwerein crisis and that many practical avikich required high skill
levelshaveceasd to exist in modern Japan due to the latkuccessors (Okamoto,
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2011158 Manpower, 2015) Brown (1989) related the view of a Master Temple

Carpenter on the decline thfe value of his craft by saying that;

AAcademics can be very foolish, 0 he sa
them difficultéJdJapanese society today
credentials, with the lamentable result that other equally wahgs of learning

are being forgotten, even though they
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

ofour culture, not just i(Browa 098%N2BO)ect ur e

It is not uncommon to value something only witeis lost and apprenticeship
was no exception, many countries hasadledfor the return of an appnticeship based
on gualitativestandards, only when their systems were revealed to have been degraded
beyond usef ul2004:873. Payr@ §200d)temabarcancludedhat after
studying the various revisions and training initiatives in the United Kingdom throughout
the eightis and early nineteen nightjése one common goalasthe need to tackle
youth unemployment rather th&ocus on the growingkills gap (Paynet al, 200161,
Fitzenbergeet al, 2015:14Qresulting in low academic performers choosing vocational
educatiorwhich devalued the traditional apprenticeship in the eyes of the public (Descy
& Barabasch, 2014:22yith eviderce in the OECD area that it dibt achieve the aim
of solving youth unemployment (Brunello, 2009:23)

While it may be argued that high prices for quality work, whethead in
ceramics or timber, haalways ensumikthe herditary of a craft, this economic
imperative may not sustain an entire apprenticesiggfinitely, especially if customers
havenot fully appreciatd the skill required to produce ditg products. The Japanese
realised this antlaveactively recognisgand promotd crafts peopleboth in
manufacturing athin traditional crafts. Therewa a wo r dMoi nno za@dchi abn 6
mean dmaking hings i blunt terms, howeverithaal mor e s u bt theart, me ani
science and craft of madnditreflectdaninibagve ofi n t h
the Japanese government to promote the high standards ofskpaareufacturing and
skilswhichhad been holl owed out after the fin
2010Q1).

Another way of reflecting the cultural value of traditional craftdl skills was

therecognition of thenighly skilled artisanss Living National Treasures as dgsmted
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by the Agency for Cltural Affairs asoutlinedby Philip (1989 with factors such as
linage and skill used to judge the worthise$ anindividual to receive the designation
It was not given to anyone who svaelftaught regardless of skill, alsle way of
emphasizing the need for apprenticesRkpiljp, 1989:162 Therewas no equivalent
honour in Ireland for calified craftspeople but there waignificant respect for the
apprenticeship model both in Ireland and internationally. For instance, we may note that
therewas a bi enni al gl od&ale MNompet iSki,dbh se Ctoimip
somet i mes rTehfee rOl eydnpti ac savdoef@dapprerdides fror8 &llioved s 6
the world who have womational tittesc o mpet e f o Wotr h &€ n¥dalsz ¢ sdf
at the levels of gold, silver or bronze (Worldskills, 2008)Sao Paulo in August 2015
there were fifty countrieeho competéd in forty-five skill areas over four days, with the
aim of inspiringfuture generations of high quality skilled professionals as well as
promoting crafts and apprenticeships globallye competition had significant
history, having begun in Spain in 1950 and bhaen hosted twice by Ireland and three
times by JapanWorldskills, 2009. Nonetheless, one may ask whether such events are
enough to maintain structured apprenticeships into the future. For indtent@de of
printing hadonly two apprentices andettrale of book binding hadnly one apprentice
(FAS, 2010) in the same country that produlbedks of the highest standards of their
time in Europe includinghe Book of Kell§c.750 AD), the Book of Durrow (c.600
AD) and the Book of Kildare (Ryan, 2006)3

The promotion oWalue inhigh quality workand the economic benefits created
by having skilled artisans within a regiproduced by a quitative apprenticeship
system waessentiafor anapprenticeship model to retain value within a culture.
Companies who valued and promoted premium quality relied more on skilled labour
andas a resultyalued apprenticeship as a means to acquire that skilled labour (Descy &
Barabasch, 2014:21A study on the economic valwé 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 aridenholt (2008) did reveal in their resead#tailsof
thehistoric town of Rgros, Norway whetge cultural heritag of the town contributed
7% to the overall employment tife region (Bowitz & lbenholt, 2008:7A study by
Ecorys(2010) reported that creative and cultural sectors incluti@beritagesector
was estinated to be worth 2.6% of EU GDP as of 20B80ofys 2010:7)

The common perception of gational training was that it offeréthep er f ect 6

solution to improve the opportunities for youths who &blesources, sks or
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motivation to continue intbigher education (Eichhorst al, 20121). In the economic
crisis, more young people in Europe were made redundant than any other age cohort
between 2007 and 2009 (Tamesberger, 2015:2@)(2009) arguethat vo@tional
education and training wsa

fié also inclusive of a social issue, alleviation of poverty, through increases in
empl oy a(lbee, 200964y . 0

While Tamesberger (2015) showed that young people benefited from strong vocational
training structurebsy having a lower likelihood of becomingenployed

(Tamesberger, 2015:2Berlia (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 originaim of apprenticeship butlbecame the sole
purposeof vocationaleducation and trainingmphasised by the economic crisisich

led to a devaluing of all tecloal education globally andamaged the quality of the
apprenticeshims countri es Dma Vv e styafull StatedGomtrelledd
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 in stark terms;

AThe widespread failure of diversifiei
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

b e h av i(Casfo; 1992147)

Lee (1998) highlightethe key issas that vocational education hadovercome in

Mexico including high costs, lack of clear objectives, shortage of suitably qualified
teachers and the low status of vocational subjects as viewed by stk tive
community. Leg1998)outlinedthe trends in 1978vhichshowedhata steady

decrease itheenrolment of voational training programmes wese to the perception

by parents and students that technical and manual jobs, hence technical andalocatio
education werénferiordto 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 (Led,9982-6). Connell (2004) highlighted the results of rasHh
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that showed workers in countries with general etion such as Ireland and the United
Kingdomwere more likely to engage in work related training than those from countries
such as Germany which had a highly stratified school systestise employees of

general education had to compensate for a lack of specialisation in initial education
(Connell, 2004:6).

Culture and traditionbave also exerted a strong influence on the perception of
apprenticeship in socie(Knight, 2012:9)Knight (2012) and Meer (200 tatel that
vocational education and training svaredominantly associated with spimfessional
occupations even though fifty years ago, an apprenticeship in abywas availablén
Australia (Knight,20129, Meer, 2007:58 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 trairasghat 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 thg diithe state to inform the
employer about the benefits that a recognized qualification in vocational training could
offer (Gormaret al, 2008:393)Elbaum and Singh (1995) demonstrated how the
completion of an apprenticeship in the late nineteenth ary teventieth century
preformed the same role as a degree does in modern times, i.e. acting a basic filter for
job applicants (Elbaum & Singh, 1995:618)thoughthat connection may not have
been broken completelgsin 2015 the University Vocational Awards Council in the
UnitedKingdomreleased a guide on the newly approved Higher Apprenticeship
Degree Apprenticeshgwhich were available in areas such as; Chartered Surveying,
Construction, Aerospace Engineergmgong others (University Vocational Awards
Council, 2015:13)While Kahyarara andleal (2008) stated that the evidence of higher
education offering better returns than vocational education was inconclusive (Kahyarara
& Teal, 2008:2224)The Mexican expeence demonstrated thabpmotion of an
apprenticeship halittle value unless it was built upon a credible and accountable model

with rigorous quality assurance protocols.

2.35 Quality Assuancei the currency of societalvalue
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 beirg tbcharge a greater premium
fromapprentices who whed to learn from the Master (Minns & Wallis, 2013:348).
Moderndayapprentices in Ireland wetke s i g n at eedmpd so arseetsndog 6
consi dei @d et oas ey w@eirdbother countries that opetéte Dual
System of apprenticeship (Steeah, 2010:27)often causing a lack of quality
assuranceontrols in enterprises (Tamesberger, 2015:Bhis created an inbuilt

conflict of ideologiesn Irelandbetween industrial trainingndfurther educatiowersus
thedevelopment of an indivighl asbeing the primary purpos# anapprentieship
between the stakeholders withive National Training Advisory Committee who
advised the Minister of Education on issues relating to vocational educitimneality
for apprentices in Ireland was that thecational apprenticeship higher certificate did
not b egameanardd Higher Education (English & Collins, 2010Many
providers within the vocational educational system found that the implementation of
quality assurance was a challenge (Tigr&eClarke, 2007:136hot just in Ireland but
across Europe (EU Commission, 2QiD): Bates (2011) stated that there were no
effective quality controls within the Standards Based Apprenticeship system (Bates,
2011:68)06 Connor (2004) porton of @mptoyers tid net adtually h p r
carry out any assessments of apprentices but returned a result merely on the
presumption of abi,lthistssue of r@iablity aces€Competedd@ 0 4 : 4 |
Assessment Programmesas not uncommoas it was unclear if the programmes were
designed to tegor informationor were a tesdf knowledge(Baartman, 2007:119)
Further education and trainimg Irelandsuffered from a lack of accountability and
transparency (Steedman, 2010:27) with litégional focus and an inconsistent quality
of provision (McGuinness, 2014:i)ii This question of quality control by those
responsible for the implementation was cited as a concer@0aGreportby the

OECD who recommended that all VET trainers, teacaedsinstructors should have
had some pedagogical trainirg{ Commission, 2014;EU Commission, 2012:11
ReferNet, 2013:31Unwin, 2014:17Tierney & Clarke, 2007:138The lack of

empirical evidence regarding vocational training in Japan suggesssrtiar issues

may exist (Kito, 2014:64)l'he issue of teachers who lacked pedagogical training but
were responsible for delivering the theory based elements of apprenticestigjoff
educatiorwas not a new problem agyhlighted in Ireland by the Imgm Commission

in 1926 (Ryan, 2000:281A contributing factor was highlighted by tikECD (2010)

in areportwhich stated that some employers rapdrthatapprentices 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 (O6Hare, 2013:14).

The concerns over qlity 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 perceptins of wak-based learningh Europe(ETUC, 20129, Brunello, 2009:2)L
The European Parliament also set up the European Quality Assurance Reference
Framework for Vocational Education and Train{(BQAVET) in June, 2009 which set
out a systematic approach to quattirough internal and external evaluation and
reviews of vocational education in all EU member states (EU Commission, 20&4:3).
the Canadian province of British Columbia, a survey of 2,750 apprentices was
conducted in 2010 in which 16% complained alibatquality of instruction
experienced in their apprenticeship (Industry Training Authority, 2010&#phin and
Lanning (2011) described the move by thated KingdomGovernment to move away
from provider based apprenticeships which was understood by both employers and
young people to have been of poor quaditglgenerated a low status of vocational
education in England @phin & Lanning, 2011:12-228). This negativeexperience
warned DolphirandLanning (2011)should be taken into account in other countries
against increasing quantity to the detriment of iqpalks poor quality training haabt
benefited anyos (Dolphin & Lanning, 2011:128Yhe International Netwd on
Innovative Apprenticeship stated that ebenefitanalysis of training showed how
higher quality training increased the return on investment in training (Ratiakr
2012:12) Although Tabbron anang (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, 1997:3233urvey conducted in 2011 by
the European Commission into thé&tades towards vocational education and training
showed a correlation between peopl eds ov
whether they think it offers highuality learning (Eurobarometer, 2011:33).

This raises th question of competencetbbseresponsible for thgaining
apprentices; educators, instructors and employers and of the quafifieehticesit the
end of their training perioddshworth and Saxton (1990) stdtthat competence is a
quality possessed by an individual as a direstilt of learning and that performance is
an expression of that learned competence (AshwibiBaxton 199010). Mitchell
(1990) argued that competence was the abilipetdormto predefined standards

expected in industry and was best examined through the osga@hgassessment to
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offer highest validity (Mitchell, 1990:61%fard (1998) stated that competence meant

being able to repeat what was required to repeat while aigangdiat needed to be

changed (Sfard, 1998996 Connor (2003) argued that <co
t h @ w @ érought to his/her profession enabling that person to deliver higher order
performance in their respective duteO 0 C o0 n n o.rfBaatnfarfeDaB20G/Y )

stated that education hbscome more increasingly learner centnad competenee

basedand offeed a description afompetencén actionas;

fié consisting of connected pieces of knowledge, attitudes and skills that can be
used toadequatelys o | v e a (Raartnbnkt al,rA008115

Winter (1995) outlined research into competence based learning that reflected differing
standards applied to academic and work based leaainohgpundly condemned the lack

of intellectual rigour invocational education in the United Kingdom (Winter, 1995:2).
However Baartman and de Bruijn (2011) recognised that vocational learning was
thought to belifferent from learning in academic settingtating the difference as;

Al n vocat i onraihg addbssesadndrepeafessidnataaks, taking
place in the workplace or inside vocational schools. As vocateshatation
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 prat | (Baartman & de Bruijn, 2011:126)

With the move otountriesn almost every part of the world moving toward a

competency based vocational education (Gonczi & Hager, 2010:403) it raises the

critical importance of eactonstituenparticipant responsible for thielivery of

apprenticeship model. The questions raised surround the quality of the those responsible
for the delivery of apprenticeship training in Ireland and in Japaiphin & Lanning,
2011:128, Kito, 2014:64, EU Commsisn, 2014:3EU Commission, 2012:11,

ReferNet, 2013:31, Unwin, 2014:17, Tierney & Clarke, 2007:$88pestedhat for an
apprenticeshipo be a competence based apprenticeship mdglired higher

qualifications of those deliverinipe syllabusand beter quality assurance gozols of

onthejob training.
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A clarificationin the language used to describe apprenticeship as well as a
commonly acceptedefinition of apprenticeship would usefully inform the first
principles and purpose @bcationaleducation througthose who have chosen werk
based learning as a route to professional developtmestablisha sustainable and
credible apprenticeship model as weldaselopinghe human factor in vocational

education

2.4 User eperience
A usercentic phenomenology dapprenticeship and ttsystems emplyed by different

countries revealekley insightsand experiences both positive and negdtive ft ihel @6
within thehabituscontext ofthe user8perspectivavhich indicated elements thaain
contribute to a successful apprenticesBimwn 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, apprenticésp 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 niddelggh firsthand
accountsthe efficacy ofthe exising training systeraweredescribedbut kefore
exploring the personal developmental journey of appresitisrough their training, it
may beinformative to examine therigin of the language surrounditite delivery of
apprenticeshifncluding the key difference betweeacationaleducatiorand

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 baatenturiegreveal its scope, structure and purpose. Words like

@i lmMeadni ng mo npy e mnwhiBhshéddobe paid to a master reflect

the economic forcesi adeéenograeadshavwd@atraent i c e
formalized structure has existed f@nturies and even the word apprentice itself

originated fromthd at i n a pport e hoevimold meaesdo seize, or lay a hold of

asthe apprentice seizes informatiand skills throughout the term of apprenticeship
(O06Connor , 2003:36) reflect the pedagogi «
The word apprentice is derived framh e Ol d Fa p p c énedningsdmedne
learning, but the word for appréce used in contracts by the Guilds that were written in
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L at i ndiwsacsi, agtudantsBrockmuller, 2008:69, O Murchadha, 2013:10, Bates,
2011:2) suggests a social aspect to the role of an employer toward the apprentice as the
apprentice was guidedrtbugh the knowledge acquisition process although the actual

wo rap por e did notampéar in English documents until 1660, although the word

@ r e nwais aseddrom about 1330 (Ryan, 2000:39).

2.4.2 Defining apprenticeship
There was nainglefixed ddinition of apprenticeship as apprenticeship was subjected

to varying policies from countrptcountry (O Murchadha, 2013:1dazenod2014:1,
Gopaul, 2013:% Steedman (2005) explained apprenticesisig formalised system;

fié in which the apprentice acquires the skills and knowledge required of the

skilled worker technicianor professional practitionero ( St eed man, 20

Theuseok ey wor dkarrsu calecgaire® i n t he definition
apprenticeship revealed thener academic expectations of technical education when
compared to liberal education as outlined by Unwin (2014ii8)so reflected the

historical roots ofpprenticeship as an instructionabdel based oacquisition

metaphors (Sfard,998:5) A definition that covered the key aspects of the

apprenticeship system was set ouD®scy andBarabasch (2014) as;

Aln this article, the term apprentice:

education and training (VET) in which learning at twerkplace alternates with

learning in a schoobr training centre. Apprenticeship is fully part of formal

education and training and upon successful completion, learners receive an

officially recognised certificateApprentices usually have a distinct leégtatus.

They have signed@ntract or formal agreement with the emploged receive

remuneraton The apprenticesd wage i s typic
employee, thus accounting for their lower productigifgic] (Descy &
Barabasch, 2014:8)

This definition underlined, literallythe core principleghat formed thererequisites to a
credibleandformalisedapprenticeship frameworKhe use of the wordormald

highlights the importance of a recognised structure of an apprenticeship model that
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facilitated an identity and character to this moddtahing which separated
apprenticeship from other types of vocational training or further educ&iénCo nn o r
(2007 argued that

fi élegitimate 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
otherso( O6 Connor, 2007:749)

What was nobbviouswas adistinctionbetweerscholarlyvocational education and
vocationaltraining activitieswithin the structure of an apprenticeship model. A clear
distinctionbetween vocational training and vocational educationld inform the
separate aims of each phase of learning within the paradigm of apprenticeship.

2.4.3 Separatingvocational education and vocationaltraining
Theliterature from a number of countrisgggestedhat vocational educational training

was used as a catch all phrase to cover everything froracademic subjects in
schools to any type of industrial training including apprenticeships and up skilling
traineeship®f company employees. Lauglb993) highlighted the key difference

betweenvocdaional education and vocatiahtraining as;

AVocational training refers to deli bel
learning as a preparation for work tasks in designated occupations or clusters
of kindred occupations. As such, it implicitly aimmsrmprove the productivity of

labour. Traditionally, the term applies to preparation of crafts and skilled

i ndustri altechnaiarkk , | dowvd lodv. 6Conceptual ly ¢
di ffers slightly from &évoc aftvdcationall t r ai
skills, i1t aims to(Lpuglo,iR93d)e gener al ed:

The sepawaoacta toino noaf f réevdoucoaattii oonnadlay have laeenn i n g 6
missed by many but it hadajor implications in the fundamen&ims of

apprenticeships undegview in a changing industriahvironment. This key variance

was again emphasised biawley (2006 who quoted UNESCO and ILO (2003) for a

more technical definition;
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ATechni cal and vocational education i
referring to thosespects 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 sectorsafe nomi ¢ and soci al T
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 geneddrtical education

is provided at a higher level then vocational education, although this is not a

si mpl e (Hawlay,200610) . o

Adamset al(1992) set out the copurposein board termsof technical vocational
education and vocational trainiag a system that by design sviatended torgender
or develop skills that we applicable in a specifmccupation (Adamst al, 1992128).
Astumbeet al (2014)gavea more succinct definitioof technicalvocationaleducation
as education thatdeto the acquisition of practical skills underpinned by a basic
scientific knowledgéAstumbeet al, 201456). In his paper on partnerships with
industry, Lee (2009)xlarifiedt h e e ®fsSI'€ET byestating that;

ATVET encompasses prpagswahmsldlls, pnowledged i ng
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 i nMlLed,200@39 soci ety. o0

The use o fesponkilde citizabbyd se (2D09Wwas a sentiment echdby the
Guilds who saw apprenticeshipan important step in thgevelopment of a young

person nobnly into mastery of his/her craft but also into civic participation (Thomas,
1929:37 Minns & Wallis, 2013:338)Knight (2012)highlightedthe fact that een the

t e ranp p& e n thada gendric nppeéning consisting of both on affethe-job

training and should have bemrgulated and recognised by goveent and industry
(Knight, 20129). While Gormanet al (2004)noted that much of what wsalabelled as
ontthejob training wa not effective training practice antlahot lead to significant
gainsfor the individual(Gormanet al, 2004387, O6 Co n n O.fThiscéhfosiod : 4 8
was reinforced byauthors with a different lens on vocational education and training as

demonstrated by Foster (1992) in a paper for the World Bank;

97|



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

AMi sunderstandings about this iIissue si
educators speak of vocational training they thimkarms of a curriculum with

an industrial, agricultural, or possible commercial content, but for the

economi st a o6vocational 6 curriculum i
[sic],whether measured with respect to increased income or possibly enhanced
oppot uni ti es f or(Fostenl®92850. mobi | i tyo

The lack of definitive claritgurrounding apprenticeshiyocational education and
vocationaltraininghasadded to the confusion of the core purpose of industrial based
training systemsA clear line ofdemarcatiorshould be madeithin the paradigm of
apprenticeship to highlight the phases that are focused on vocational training, within the
Irish standards based apprenticeship model wWagese 1,2,3,5 and 7 while the focfis o
vocational education were the Phases 4 and 6 where more general education topics
such as Leadershipnd Communication we deliveredut a clear progression is not

visible through the progressive phadgsth vocational training and vocational

education are required within teducational 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 technicahd social skills within @aradigmof 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 edtional theories were divided into two metaphors,

whi ch s hfc quwirgnetdi cam ektadipaignMe t & pwittothednore
historical former concept which treatkdowledge as a possession to be acquired while
the lattermore modermtoncept suggeed that knowledge could only be fully developed
within the participation of a community (Sfard, 1998:518)e apprenticeship model
included elements of both knowledge acquisition in respect of certain technical
processes and practices but also includathingthatincluded several elements as set
outby Wenger (2008) such aseaning, practice, community and identail of which
combined and i rtoermaumti & dy (dEngép@08&S) ave and

Wenger (1991) defined a community of practice as;
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fié asystem ofelationships between people, activities, and the world;
developing with time, and in relation to other tangential and overlapping
communi ti es(Lavef& Wengarclf91:8e . 0

The key characteristics of an effective community of practice as reviewed by Amin and
Roberts (2007:354) outlined fourteen elements that coubdtagorizednto the four

basic elements set out above that revealed how the Irish model of structured
appenticeship 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 apprenti@@mmunication between the members of a community
was an imprtant factor in the effectivenestanorganizationa factornot explicitly
practiced in the traditiomdapanese apprenticeship modtdwever Akhavanet al

(2015) concluded that six factors were required for communities of practice to succeed,
including; organization, interactionsyfrastructure support, strategy and overall
organizational support (Akhavaat al, 2015:202210. A mix of learningmodes wikin

a single modetdo include elements of knowledge acquisition padicipation(Tynjala,
2008:131)which wasoffered to the individuahpprentice withirthe kish apprenticeship
systempffered the apprentidie contexto participate within a community of practice
with a strongdentity during theon-the-job phases while theff-the-job phases focused

on the acquisition of key skills and concejfsan environment that wasithentic and
conducive to learningegulatedhe potentialnegative effects of either metaor (Sfard,
1998:11) This authentic learning environmewhenreinforced with strong leadership
andsupportthrough social partnershipnsure the training wa varied and o

standardthat would develop the experience of the learner in the slathmtiextualised
reasoning, leading tanowledge creatiofFaizal Amin Nuret al, 2015:158 Tynjala,
2008:133. The traditional Japanese practice of spending the entire apprenticeship with
asingle Master from whom the knowledge had to be staleinot 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 &dwerse

effects on both the practice and theory of learning and teaching (Sfard, 19B&wn

et al(1989) believed that when educators act as practitioners to tease out key concepts
to solve real world problemthe process may seem informal but is an authentic process
that can be deepinformativefor the learne(Brown, Collins & Duguid, 1989:37),

t heaswt e nt i everaexdrciseih the iofethe-fdb phases of the Irish
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apprenticeship system, wherepagntices were tasked with making a model piece of a
real world item or installing some piece of equipment or infrastrutiaterequired
numerous opportunities of problem solving with the support of educators and peers
while in a training centrer college Thus the problem, the solution and dagnition

were combined and embedded within the mind of the leavntleithe successful

completion ofeach task (Brown, Collins & Duguid, 1989:4Zhechallenges that

emerged despite the gence of these preragites wereexpresseah the experiences of
apprenticesurveyedn lIrelandRes ear ch by O6Connor (2004)
showed that they found the dfie-job phases became more difficult as they progressed
through the phases but 94% stated that the Standard Based Apprenticeship was either
@k @ @oadré edr y (g@boCGopp004048) Wenger (2008) stated that human
engagement in the world generaligs 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 mreadifficult 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 experieneghich lacked the scaffolding of a nationally agreed structure
such as the dual system but was perfect example ofhakiatand Wenger (1991)
described as a fundamental contradiction where the newcomer was being trained to
replace heold-timer, setting up an inherent conflict within a narrow community of
practice(Lave & Wenger, 1991:57Dkamoto (2011) outlined the difficult
methodologies athetraditional apprenticeship for an apprentice in Japan under the
tutelageof a Mastelwsing pottery as aexample, 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 silencéOkamoto, 2011:161Pringle (2010) describeal particularly
Japanese concepttime key principleo f 8 h Kl which wasan attitude to work
practices and methods that the appremias expected to learn peripherdligm the

Master, these thrg@incipalswere outlined as;

ATraditional Japanese nebydrimmsegawayshdi p ¢
i 3 M wariis 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 doesndt addmwenrentseshow anheeonomy af nation 6
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 | eadi ndPrirngle,20ltld ven resultso

According to Tyjala (2008) this method of covert learning was criticised by Billett

(2004) ashidden concepts or knowledge that werat seltevident requirealose

interaction between the novice and the more experienced artisat®utanale these

hidden concepts me assessable (Tynjala, 2008:135ve and Wenger (1991) stated

that conditions for newcomers that weawversarial or essentially involuntary servitude
partially or conpletely distorted theonditionsfor 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)f h e t r a stdaling tloerknowlédgedas in direct
conflict with t Ha Jaampramnas en gc a hroelip@hthisafl ad (
conceptwhich was an intensely Japanesgiantof Vy got sky 6s ( 1z28ne8) i
of pr oxi mal(Tydaay2008d42Mygatskyd1978) defined the zone of

proximal development as;

Al't is the distance between the actual
independent problem solving and the level of potential development as
determinedhrough problem solving under adult guidance or in collaboration

with mor e c @ygatikl 07888 er s. 0

The key differencebdadmntdwe/eg gy ohdsokpyodimal de pt 0 |
developmer@t satlze guidance of theaeher or instructor that creatdok conditions

for the student to develop their knowledge from what they can achieve amdhei

may potentially achieve with the correct scaffolding of support. Vygotsky (1978) also
highlighted a study of primates by Kéhler in 192Bieh Vygotskycited toarguehow a

primate can learn through training by using its mental and mechanicabskitise

primate cannot be made more intelligent, that isannot solve advancgutoblems
independentlyit could not turn useful information into new knowledyggotsky,

1978:39) Wass and Golding (2014) clarified that the scaffolding created by tedsica

within the zone of proximal development assisted the learrempletingtasks but at
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the same time enabled the student to learn from the experience, thatéke a
consci ous di ssttirnucctti uora miseu i aadsrikidally
analysingataskb ( Wass & Go |l Aminragd,Rob2r® (2@07)6ecognized
that craftfaskbased activity occurred within a community thasveharacterised by
hierarchy but thathese hierarchical communities ieeopen to new entrants lasig as
the newcomers are willing to engage (Amin & Roberts; 2007:359)

The use of asvoafdfsGlsdiiarbgaéa die d g @ erdveakdo n e 6
theWestern philosophical belief in external systemifin educational theory that \ne
not transposd eaily onto Eastern ideasf selftranscendengean internal
transformation that was beguns i ng t h e b p Nomdkd amd Konno (fL998)
begin theexplanatioro fb ab§ stating that itvas originally developed by the Japanese
philosopher Kitaro Nishida and further developed by Shiraizli explaiedit as;

fé ba can be thought of as a shared s
space can be physical, virtual, mental or any combinagichem. 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 transcendeyeedpective

integrates alinformation needed. Ba may also be thought of as the recognition

of t he gNohaka &Kannoa1998:4®)

Nonaka and Konno (1998) further expladtthat when knowledgeas separated from

t hle aitibecameexternaldnformatiorbo re xd |, it bedarmedtangible, transferable,
however when the informatiamas internalised by an individual it wé&ransformed into
&nowledgéo r b etc acaneltcd@ild be used to generkimwledge creationB a 6

can be ampl dommuaity of practicddvinre na i & blae ddrdlbws 6

an individual tatranscenane&d Bmited perspectiveor 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@thshares a parallel with

Vygot skyds ( 129o/me) a fd epar ooxfi, theatkedifteence | o p me n t
within the paradigm of apprenticeship between the two conceptexpastation on the

appr ent i cleatide dpprentcalgnewasexpected ttake explicit information

and internalize 1t i npureexgerencéofaskaned wl edge 1
environment rather than through written or verbal instrudtiom an experstthis is

kernel of the duaepahienseg rcddihe@& pmewlddd@ed Muobd
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(Brown, 1989:23, Pringle, 2010Qkamoto, 2011:16Whereexercise®f repeated

patterns and reflection were the focus rather than analysis or explatiai@m of

which was designed to develegternaltechnical skills as well asternalhigher

cognitive skills such as ideals, values, mental models, beliefs and schemata (Nonaka &
Konno, 1998:42) hat was encapSthodlataikideddp py Oddiee t i t |
(Odate, 1984.viiiand described in detail by Brown (1989) as;

Al mder to maintain continuity with th
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 througobservation 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 analyisigs 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 thgrfdhé
carpenter has his ori gilsic(Broan; 19898h s c o |
32)

A hybrid of the two concepts discussed above was proposed by Kaiser and Fordinal
(2010) , vtoe ramenbenathie@pportunity of selfanscendence woultke
available with structured support (Kaiser & Fordinal, 2010:934).

In both apprenticeship modethe engagement with education and learning, a
display of willingness in personal growth and metacognition were crireabnditions
to the selftranscendete 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, 2008:13Vygotsky, 1978:36Kaiser & Fordinal, 2010:933For a
craftsperson who did not idefytthemselves with their craft was a mere spectator, this
ethical and cognitive failure of the craftsperson made them, in the view of Crawford
(2009), anidiotd a person who was not involved, the problem at hand was not his/her
concern (Crawford2009:9798, 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 developmebtt if properlyorganizedlearning resulted in mental
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development (Vygotsky, 1978:40)enger (2008) believed that participation meant
that the individual was required to engage and contribute to the practices of their
communities (Wenger, 2008: Nlullins (20095 believed that n@ne could teach a
person who did not want to learegardless of the modef teaching that education of
every kind began with an implicit contract between the student and the teacher, with
each accepting that what they were erghig wa a meaningful activityMullins,
2005:157158) 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 mponounced as the role of the
d@ e ¢ h nchanged and new and additional skills that included communication,
analytical thinking and teamwork were required by the employment market (Garavan,
2011:8, Baartman, 2011:130)hese new demands of the appiegghip 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 (20ilifee apprentice painters and decorators
outlined the resistandbat existed in the work based environmerthaskng of
guestions anthe practicing ohew or key skillswhile the opposite was found in the
off-the-job phase¢Bates, 2011:38ha positivehabitusof inquiry was believed by
Unwin andFuller (2008) to addin expansive element to apprenticeshipglér &
Unwin, 2008:8) Asking questions antbeing given thespace to practice skills were
encouraged i n the aforldedyoem (Batds A0Ee38Bthée r e w
Surveys in Canada (Industryaining Authority, 2010:34) n Ireland, research had
shownthat in the opinion of the apprentice, the time spent in a college was too short and
should have beenincreasfe® Mur chadha, 2013ThérkedfoD6 Har e
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 unpredictableareer paths (EU Commission, 2012'RB)is 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 andie leadershipThe Japanedeadition of apprentice
education automatically includedphysical, social and philosophical engagement of the
craftspersonthis philosophy was reflectea the word for master craftsmen defined by
Odate (1984) as;
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i T Raanese 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 seldomtwt en d o wn
(Odate, 1984.viii)

The transfer othe spirit of the curriculum as well as the letter of the curriculum was
also a concern highlighted in tBhift in emphasis from ethejob 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 e mhpempadanc ofcdritiGeco nnor , .
engagement vaequal to kinetic abilityn skill acquisition characterizdaly Nokes
(2010)into three equal parts: the cognitive (reflecting on mistakes made), associative
(repeated practice afskill) and automatic (the skill has dmme interalised and
requiredlittle cognitive resources) stages, all thveere required to master a skill

(Nokes & Schunn, 2010:270)he engaged &ner apprentice not only learnidm

more experieced craftspeople but also learr®dteaching other apprentices in the
situated learning context, an element that wasnafiverlooked by educational
ethnographers (Her & Unwin, 2002:5).

Bruijn andLeeman (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 ofsptéasks to be
completed to a certain standard, these task oriented training systechomitted the
higher level competencie&onczi and Haggi2010) agued wereflawed (Gonczi &

Hager, 2010:405)The effet was a reduction istatus of the apprewcgship from a
century earlier in 1925, where dtfi@d crafts people were amortige high paid elite of
British workers and were expected to work autonomously with minimal supervision
(Elbaum & Singh, 1995:598,611). This decay also emergdteimplicit educational
contract between thepprentice and the employeeyvealed through theriticism of the
ontthejob training bythose interviewedThe intervieweesegarded the lack of etne-
job regulation and quality assurance as the main weakness of tdarf8&aBased
System ( Ob6 Co rAswvey by Bjalg2008}and Virtanen (2005) revealed
that respondents learned independence and vocational skills mosbat #iey also
learned negative things as well, including bad practices and how tdfshiirkluties
(Tynjala, 2008:134).
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An examination of the various theories of education and methodologies of
learning show that the Irish apprenticeship md@el movedn partto the more modern
participation metaphor while still retaining sets of tatbieg 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 phasegressed, the final phase, Phase 7
returned to a series of basic tasks to be completedegob. A clear identity in the aim
and structure of the Irish apprenticeship model should demonstrate the various stages of
learner development from vocational tiagto 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 participatioretaphor with full participation in a
community of practice. The Japanese apprenticeship model was intended to allow a
learner travel along a personal journey of-selhscendence, typically through a
di fficult setxepaelriinegn ctethee Nanom stluctute grdide limit on
this journeybut with the development of new educational methodologies and cultural
changes it has become out mdbdmaynolongeribé e t h
tolerated by modern apprentideslapanit 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
t hat e nc o nbpaadsls rose obpximdl development is required to sustain

the traditional skills into the future.

2.4.5 The benefits of the apprenticeship model to the apprentice
There wee many primary and sendary benefits to a person whondertookan

apprenticeship (Descy & Baralta014:15), benefits which were as a consequence

rather than a prime objective in the curriculum as set out by Unwin (2014) including;

fiHuman Capital: Knowledge, skills and competences.
Social Capital: Networks and connections.

Cultural Capital: Wider kowledge beyond the immediate occupational field.

== == =4 =2

Identity Capital: Character attributes including selbnfidence and self
efficacy 6 (Unwin, 2014: 9)
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Apprenticeship also contributed in the development of entrepreneurship in the younger
generations andnsured the continuity of craft, trades and small to medium size
enterprisesiernerj 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 (uited 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 exparces of apprentices were varied but not without
patterns emerging across time and geography. Research by Vickerstaff (2003) of former
apprentices from 1945980 showed that apprenticeship was a popular option for young
men throughout this period (Vickea$t, 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 thosgorking-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 thearctederal 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 nurobé&ades 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 leygrs meant many could not enter into a
formal apprentieship (O Murchadha, 2013:15teedman (2005) informed us that the
dualsystem apprenticeship in Austria, Germany and Switzerland provided training to
more than half of all their young people, everliese countries there were not enough

employers offering apprenticeship places in certain sectors (Steedman, 2005:21).

2.4.6 The negative experience of an apprenticeship
Apprenties in the mid sixteenth centurgcountedlifficult experiences which had

someparallels to the modern apprenticestegarding their vocational training
Apprentices of guildsvere tightly regulated in appearance and conduct, with
punishment for crimes such as long hair or pilfering from the Masterirgsulta
flogging at the local Guildhall in the presence of other apprentices (Ryan, 20001é4).
industrial setting waseftena difficult one for thevulnerableapprentice, whevere
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typically just out of school but had to adjust to the culture shock ofbeag in an

adult world where systemghysicalbullying of juniors occurrednd verbal abuse was

the norm(Vickerstaff, 2003:27279, Fuller & Unwin, 2008:12 This behaviouwas

both experienced anglitnessedy this researcher on a number of occasdmgg his

time as an apprentice and as a -fisr aftsman
century The general belief of policy makers tlilag school to work transition was

linear and smooth wamisguided as it waactuallyquitefractured and chaotia the

actual experience of young people (Smith, 2004:2839. social conditions in a work
environment caontribute to structuredognition (Billet, 2013:134) and the negative
experiences of apprentices may have informed their view of education anialgtiai

the long termEven relatively modern apprentices complained of being asked to
conduct repetitive work or tasks that we]
2004:49).

The apprenticeship experience remained largely unchanged until recent times,
the focus was oformalinstructionusinga prescriptive model ohformationtransfer
with little concern for quality assurance standards or the raw experience of young
people in apprenticeship. Recent trends sdiwat the needs of employers have
progresed beyond the traditional modélaxquiring a specific skill whickould be
employed throughout the entire career of the craftspe® newsymbolicanalytic
servicemulti-role ofthe graduate and ttegprenticeshipvasnow requiredby industry
as demonstratealy the example outlined in@oss border internationaase study of
three German compasien the United Statesf America(Aring, 2014:54) The study
focused on qualitynstructionandanadaptive curriculunthat generated a successful
model for the apprentice, employer and educational institutes invdWa@ and more
studies into workplace | earning have gr o
(2008) that have shown how mondhe] gim@ duat e
not in third level education where the skills they learimedollegedid not transfer to
the work environment (Tynjala, 2008:131h)is level of skills mismatctvasreported to
beat 40% in Ireland (McGuire, 201%:

A review of the various vocationatlucational 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 Antasto demonstrated a an overall trend in

vocational education and vocational training globally
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2.5International p erspectiveson apprenticeship and
vocational training systems

The Japanese and Irish apprenticeship system$awaghare similar origns, butthey
have evolved into very different paradigmbich refleced thedifferent cultural
influencesthathave permeated down throutjie centuries old process tdcit
knowledgedeliverybetweerthe Master and ggprentice However, hey weae not the
only versionsextantand the experiens@f other countriesn apprenticeship has
demonstraté important lessonsiboth thesuccess and failure grious types
apprenticeship mode(tave & Wenger, 1991:63hat wee useful in e study of
vocationaleducation andrainingto determine the potential outcomes and futurea for

competence baseystem of skills transfen Ireland and Japan

2.5.1 International overview of apprenticeship models
With the advance of technology and the increaggalfalization over the past twenty

years the ability to openly compare vocational educational training systems has
increasedThe coordination and establishment of organisations like the Asian Academic
Society for Vocational Education and Training, thedpean Network of VET
researchers and the International Network on\matige Apprenticeship (INAP) have
demonstrated the move to ateirmational level of quality vocational training
developmengenerally that would includapprenticeshipfRauneret al, 2010:19)In
theglobalskills deficitnotedby the Manpower Grou(2015) the most chronally
probdematicsectors wereecordedn the trade areasollowed bysalessecond and
engineeringhird, with the greatest shortage faced by Jagi&®1%- 83%from 2012/
2015,with Ireland at theopposite end of the skills deficit spectrun2@-11%in the

same periodFor these reasonise need for coordination and development of the next
generation of pprentices waalready a pressing issue for maowyntries (Manpower
Group, 2012:52015:4. A study by the International Labour Organization on the
apprenticeships of eleven countries stated that apprenticeship could offer solutions to
youth unemployment and povertytiife apprenticeshipnodelwas a mae attractive and
efficient pathway to a productive career (Smith, 2013)sview wascontradicted by
Brunello (2009) with evidence in the OECD area that it did not achieve the aim of
solving youth unemployment (Brunello, 2009:23)eedman (2011) higighted
Switzerl and alsalsbyesi tthegmmadindthppreoticds gpn a@oeseutrd
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basis (Steedma2011:103)Lee (2009) summarisétie most common criticisms

levelled against vocational education as follows:

fié poor quality, very high costraining not suited to actual socieconomic
conditions, disregard of the infor mal

market and of the high unemployment rate among gradiiates Le e, 200 9:

Poor quality vocational training highlightedather cacern globallywhich wasa lack

of quality assuranckeading to a discredited system in socigtg concerns increased
whenvocational trainingvas divored from government regulatigddamset al,
1992:134)Young people voted with & feet as GopauRQ13) statedhat in most
countries including Germany, young peoplere choosing the academic route over the
apprenticeship route (Gopaul, 2013:7)

The informalor nonstructuredapprenticeship was widespread in a number of
countries including the G2€buntries, where thapprentice or apprenticeship wex
governed or protected by legal statutes (Steedman, 20TBete existdessentially
three basic methods of learning new skills for industrial purpekesh Eichhorstet al
(2012) classifiednto three distinctvocational education and training systeisschool
based, (ii) a dual apprenticeship system canlgi school training with an industry
based approach, and (iii) informal based (Eichhetrsd, 20121). Thisoverly
generalisedlefinition may have been too broadd amorerefined anduseful
descriptionwas offered by Koudahl (2010):as

(@  The Market Model: Found in the United Kingdom, North America and in

Asia, including Japanwhere taining wa 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 traininghich led toanuneven supply of skilled

people andhe quality was inconsistent with a narrow focus in the

curriculum.

(b) The State Controlled Model: model was used in France, &en 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 iy $student were not the ones required

by industry and created a potential skills mismatch.
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(c) The Cooperative Model : ThDusalwaSsy shteesn:
which operated in Germany, Switzerland, Austria, Denmark and Ireland.
This socialpartnershipnodel, where industrylrade Uhions, educatorand
government work together to a nationally agreed standard in bdtregob
and offthe-job training this method wasmore expensivi® the tax payer
than the Market model but cheaper than the State @matrmodel.
(Koudahl, 201@90119(2)

According to Hawley (2006)he cooperative model was operated most successfully in
Ger many, Homal®as ad budviEadit@n expensive method and difficult

to replicate in other countries including E&srmany (Hawley, 2006:3Respite the
success of the German modgleedman (2005) highlighted the declin&ierman
apprenticeship numbers of 8% over twelve years (Steedman 13 and Smith

(2013) showed that only the manufacturing industries &tndocreasing number of
apprentices while other areas struggled to attract any new apprentices (Smith, 2013:8).
The State controlled modefas regulated completely by a government body as in

Mexico as well as in the Ndic countries where school basedrtnag suffered the
perception of a low status among studemtd in the labour market due to the poor

quality of educational standards (Koudahl, 2010:1908¢ market modelaspopular

with industryin Asia, many countries in Staharan Africa, Middle B4, and North

Africa and wa largelyexercised in the United StateSAmericg asit gave industry full
responsibility forvocational training but ihadmixed results in qualityThis type of
trainingbelonged tdhe category finfoomatBased VE®  at was difficult to frame

in a unified sense (Eichhorst al, 2012:28. Berlia 012) outlinedsix different

approaches to vocational educatiom om a second | evuwsihgtet uden

following casedrom around the world;

1. Japari simplest degn with no streamingeliedon industry for vocational

education.

2. French systern students weg streamed into either vocational courses or

humanistic scientific streams.

3. Germanand Irishsystemi based on a long tradition of apprenticeship using the

@ud systend .

4. Latin American systerm ahybrid of the French and German system.
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5. Australian systerii alowed transition between vocational and tertiary education

systems.

6. North American systern usedno streaming and relileon short term courses for
vocational educatio(Berlia, 2012:221).

Berlia (2012)inter alia highlighteda problem faced by many countrieghat adgting
any one paradigm for any countmpuld be unwise and unworkable as all the systems
mentioned havevolved over decades and have been influenced by cultural, political
and economic demands lBerlia (2012)did recommendhe sociapartnership
structureas the best course forward for vocational@dion in any country setting up or
adopting a vocation@&ducational programm@erlia, 201221, Aring, 2014:1 Smith,
2013:).

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 ira community opartnership 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 technoleg (Atsumbeet al, 2014:56). The reason behind

the partnership mod&las more than just a transfer of tacit knowledgeas also to

create a technological culture in Europe (Castro, 1992il#% curriculum of

vocational educatiowasto remainrelevant (EU Commission, 2012:13)eland too,

had a systenof social partnership wheredustry provided training that functioned
partnership with colleges, a system that emerged from the traditimeaserved
apprenticeshifnto the Standards BaségprenticeshipThiswas developed under
reforms in 1993, fOor mal $sgyrsvheed® rt @ dbuahem Gtelr
s y s tofeappéenticeship training, but for that traininghtve valueoutside of a

company it needed toe regulated and accréetil by an approved government body as

part of a National Qualification Framewoikee (2009) arguetthat a two part objective
wasrequired in partnership deliveof vocational education. It shoudgtnerate a
tangibleshared understanding of the varyinglskequired by societgnd provide

proper training to the benefit of all the stakeholders (Lee, 2009:41). Rublate
partnerships were important tfee credibility of high quality vocational education

because of the ability of the different partiegalved to regularly discuss issuand

develop policies that madestronger and more relevant vocational educational system
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(Hawley, 2006:2). Hawley (2006) pointed out that the most important |éssiored
was that companies must believe that activég@pation in vocational education was in
their best interests before they would hire graduates of vocational education
programmes (Hawley, 2006:2i countries wheréhere was no tradition of partnership
andthe commitment t@apprenticeship training wadsw, a declinewvas shownn the
number of talented young people whash theapprenticeshipoute (Steedman,
2005:7).This was one of the key aspectn t he s udwels sshpwsdt ermée 6
Germany hd exported to coutries such as; Austridgreland Switzerland, Egypt, Benin
and Mali Interestinglyin Germanythe apprentice had a special trainee status defined
in 1969 and was not an employee as occurred in Ireland (Steedman, 2011:96)
Apprenticeshipenjoyed credibilityin societyonly when the entire programme
had the following elements as outlined by Eichhetsil (2012)

T AThe acceptance of apprenticeship coni

trade unions;

1 The willingness of many employers to provide training, not primarign
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;

9 The support from the governntém not only providing vocational schools and
teachers but also preparatory training for young people failing to enter

apprenticeships;

1 The acceptance of VET by young people and their parents as a solid alternative
t o academi ¢sicpHEdnhoratet al, @012:24)

Eventhe much vaunte@ermansystem hasaced challenges in the recruitment of new
entrants to the apprenticeship syst&sthe registration ratfdl from 70%in 1990to

62% in 2002n the 1620 year old cohortA similardecline in apprentices also occurred
in Switzerlandout hadlevelled off in Austria (Steedman, 2005:16). Smithet al

(2013) described how differing areas of German industry gexlatéterent results
between industry, crafts and trades with large comgs receiving huge interest from
prospective apprentices, whiaenployers in less attractive tradike butchers and
bakers struggled teecruitany apprentices (Smittt al, 2013:8).The German system

suffered a further issue where demand outstripppglyg of training places certain
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sectormnd si nce tdeleeresfalrapprentideShipghiredywithin a
vocational school system, although this was not supported by industry due to the poor
quality of the syllabusand lack of input into theocational training content from
industry (Koudahl, 2010:1903yhe shiftins t udent sd pref erence tc
education after the introducon ofshorter university degree coursedeading nations
such asGermanyhadresulted in a lowering dheaverage ability levels of applicants
into apprenticeships akemonstrated bguccessive international tests of ealional
standardsadding to the difficulty of recruitment of suitable applicants for employers
(Steedman, 2005:13)he variance of duratioand types of apprenticeshipa Germany
may alschavebeena factor in declinén support fromindustry support andtudents of
vocational training who cachoose tde apprenticed in 320 areas ranging from Ice
cream maker (24 Months), Banker (36 Montl#)usekeeper (36 Months) or Bicycle
Mechanic (42 Months) (Fitzmaurice, 2015:40). In contrast, th&wiss experience of
higher entry requirementsised the quality of the apprenticeshggmnerallyand
reduced the training costs (Steedman, 2011 B®du a | s whigh haswoperated
in Ireland,Germany, Austria and Switzerland walsoconsidered expensiweith the
employer incurring all the esite training costs and the government paying for the off
site training costéHawley, 2006:3, Eichhorsgtal, 2012:20, Nyhan, 2013; Bteedman,
2011:95.

However,a more expensive version of vocational educatiasexisted in
Finland where the cost of apprenticeshigsentirely incurred by the government,
offering compensation to employers who engaged irkWwased training (Mazenod,
2014:6).Finland was notable in one key respect, it achieved full equality of male/female
appreatices in 1998Viinislao, 2000:22)In France, the Netherlands and in Denmark
apprenticeship was not part of tt@eDNA of industial training andhis hascreated
beteer vertical intgration,which allowed students to progress easily from vocational
education intdiigher educatiorreducingthe need for a rigid apprenticeship system
(Steedman, 2005:20n Denmark a key featuréhat echoedhetraditionalJapanese
apprenticeshipyasthe length of tne served by an apprentisasdeterminegnot by
any national standard but college between the apprentice and the teacher and could
last anywhere from half the academic year to teigh mortts, the employer vgpaid
compensation while the appresgs studied in college (Shoesmi#®09:3).France
offered a complex range of varyitgpes of qualifications at all levels achesl/through
day release ofthe-job training all of thesegualifications couldoe achieved through

full time study in school based or higher education institutes as a direct alternative
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(Mazenod, 2014:7Steedman, 2010:19Sweden had a strong vocational rahig was
entirely based within thechool system, ihad no apprenticeship provisiercept for
chi mney <Skoestensfejarmar ( & o r 20@060)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 sholdl develop a unified approach to skills development and asked Member

States to step up efforts in;

1 AnDevel op-lasgvooatmmal education and training to raise the
quality of vocational skills.

1 Promotingwork based learning includinguality traineeships,
apprenticeships and dual learning models to help the transition from

learning to work.

1 Promoting partnerships between public and private institutions (to

ensure appropriate curricula and skills provision).

1 Promoting mobility through the proped Erasmus for All programmme 0
(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

apprenticeshipsegulated by the Guildsould bediluted to what Payne (2001)

described as;

i éa somewhat fragmented system that has led toaequate supply of
l abour with inter med(Payriestal ROONSE| vocat i

The primaryaim of apprenticeship became a vehitddackle youth uemployment
rather than to closthe skills gap (Paynet al, 2001:6).Regular reviews of
apprenticeship occredat Government levegndthe first modern discussidyegan
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with the Crowther Report of 1959, teove to a more participatory model with the
introduction ofgy e n e r isco fcto okpkobl@misatvidg, communication, numeracy
etc.at the expense of manual dexterity using the velatthe Tawney paradigm
(1922), where the benefits of apprenticeshvpee deliveredhot just to the individual
butto society as a whol@ 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:¥&nter (1995) outlined research
into competence based learning that reflected differing standdids applied to
academiclearningand work based learningbundly condemingthe lack of intellectual
rigour in vocational education in thnited Kingdom(Winter, 1995:2)Fullerand
Unwin (2007:21)described the pere pt i on o f a ptlprd-rate gathweag s hi p
andpointed out that th&/nited Kingdomwas a good example of an apprenticeship in
troublewhencompared to its European counterpaitee apprenticeship wakosen by
less than ten percent of the-18 year old cohorih theUnited Kingdomcompared to
sixty-six percenof a similar cohorbf whom were engaged in apprentibgs training in
Germany and fifty percem Switzerland (Stedman, 2008: ) more recengffort to
restore the reputation of apprenticeship ininted Kingdomwas theformation of the
National Apprenticeship Service in 2009 (Snettal, 2013:12) A new version of
apprent i c e sCognpve Apprenticeship indtrectiodal Methias odlined

by Maigida and Ogwo (20)3or automobile mechanic apprentices in Nigenay be
what the British system was aiming for. The authors outline the model as based on the
traditional apprenticeshigtructurecombined with modern pedagogical practice of
engaging studestvith contextual problems based on real world experiencessit
aimed at facilitating the acquisition of mulével thinking skills wher¢he principles
underpinning eachction at every level werexplained by an expert (MaigidaQ2330-
31). Although, according to McGuinness al (2014) the Irish Standards Based
Apprenticeship was seen potentially to offer lessons tditited Kingdomin a recent
reform cMoldleerdn tApep imthalnited Kirgdom(pld@suinness
2014:xii). Recognising the need to adapt and develop the mudatised traditional
apprenticeship in thenited Kingdom the government through the University
Vocational Awards Council developétigher Apprenticeshipand Degree
Apprenticeshipwith the difference between these new apprenticestmngghe

traditional apprenticeshigeflected in the language used in each definjtion

(a) TheUnited Kingdons Government definition of apprenticesltflpevel 23)

was:
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AAn apprenticeship is a job, in a ski/l
and sustainedaining, leading to the achievement of an apprenticeship

standard and the devel opment of trans:

(b) TheUnitedKingdons Government definition of Higher apprenticeship (Level

4-7) was:

fiHigher apprenticeships are national vkebased 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 woekforc
devel opment and enhan dUninegsityb/acatiomale ss p e |
Awards Council, 2015:3)

The emphasis was clearly on vocational training with the aim of giving workers the
required information to perform in a competent manner degpiatention of the

Higher Apprenticeshipso introduce vertical integration that would allow an apprentice

to attend college or university via day release or block relghsgd wasto be decided

by the employers and univeiss. The key development watheability of the

apprentice to progress along a predefined educational pathway through the levels up to
Ma s t [RegréeqUniversity Vocational Awards Council, 2015:¥).additional

avenue of development in England wasdktablishmenbdf Creative Apprenteshipsat

Level 2 and Level 3YnitedKingdom), launched in September 200hely were

designed exclusively for thereative and cultural industri@s Endand, including craft,
cultural heritage, design, literature, music, preforming arts and visudledictered by

the National Skills Academy (Cliffordt al, 2011:9).In 2013 the Department for

Business, Skills and Innovation in England produced a number of redaransesult of

t h Richard Review of Apprenticeships i n with & rho2e toward industmegulated

andf unded apprentTrcaishbthesewemr exdmplaremplogers

who delivered quality apprenticeships with the expectation that from 2017/2018 all new
Apprenticeship starts will have adopted thisreew s t € mT u& ii In lgdadiage r s 6
the end of Government funded apprenticeship in England (Dept. of Business, Skills and
Innovation, 2013:5pringing apprenticeship in the United Kingdom full cirtdea

modern version of the Guild system of sed§ulaton, 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 teraécurity of tenure in society,

despite having used a formal apprenticeship model for centuries.

2.54 The Americas
An independent vocational educational competence based systethendtim ofhigh

standardshat would bevalued by industry delivered entirely by avgonment body
was attemptedy Mexicoin Central Americaln December 1978, the Mexican
government set up a new vocational and technical education system called the Colegio
National de Educacion Profesional Tiaca (CONALEP) to address the shortfalls and
inefficiencies of the old vocational education system which suffered from insufficient
educational output, poor qualitydmanagement issues (L4©983). The new
training programme vgathree years long was a preservice course for adolescents
aged between 180 years of agevho hadto pay annualees to participate. Training
was deliveredoy experts from industry who coudahly teach part time up to twenty
hours maximum and has proven itself in termswoféased numbers of applicants and
the success in their graduates getting work dtdrighan 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 Mekiave been influentiah many
Latin American countries (Gonczi & Hager, 2010:40Mjhough it was reported that
even at the height of thidobal economicrisis in 2009, more than 40% of employers in
Mexico reported having difficulties in finding worlsawith the appropriate skills
(OECD, Schleicher, 2011:1).

In Brazil the National Industrial Apprenticeship Service (SENAI or SENAC in
Brazil and SENA in Colombia)as funded by the Brazilian Confederation of Industries
with the aim ¢ establishing standards and/or sharing costs (Addralk 1992:134).
The rest of Latin America including Chile, Argentina, Uruguay, Paraguay, Peru,
Colombia, the Dominican Republic and Venezuela began with a systelar$o the
Brazilian SENAIL hthea r | y theOBgafil@arssystermoved to a second phase of
vocational education that targeted the under privileged sectors of society, this was called
t h&o v eor ¥atbProgrammes, which were run by industry who also set the
curriculum but it was ragated by government. This new demand led version of
vocational adiwad a telpmsent eftha@khssraomdraining followed by
an internship and has proven to be quite successful, espéaiailgmen in terms of
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higher employment and wages tbose in the lower socieconomic strata of society
(Eichhorstet al, 2012:21).

A similar system was set up in the state of Califonmihe Uhited States of
Americg with the enactment of legislation which creatled California Employment
Training Pankin 1982sinceapprenticeship was not a standardised, uniform institution
in the United Statesf America(Wonacott, 1992:3). This state sponsored panel was
charged with providing funding for training in companies but nppsing actual
training. TheEmployment Training Pan&las a complex system with an independent
panel, central administration, regional offices, a wide range of contractors and
subcontractors. Its focus was to provide industry witicstiredquality on-the-job
trainingin vocationaltraining (Gormaret al, 2004:39). It was interesting to note that a
number of attempwbal t agasdthe bdted Sates ot Americad
failed due to the inability of employer organisations to coordinatetiemg training
plans and a flure of the federalist government to adopt a national framework of
qualifications (Eichhorset al, 2012:24).In fact, structuredapprenticeship in North
America began to decline after the 1812 War between tiitedStates of Americand
Great Britain, vimen Master Craftsmen declined to sign appresitigecontracts due to
the dfficulty of enforcing theseontracts, 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 taontrolthe most valuable and least powerful workers
(Lave & Wenger, 1991:64)Another factor in the declinef formal apprenticeshipmay
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
popuktion in the United States at 0.3% of therking population (Smitlet al, 2013:5
Elbaum & Singh, 1995:593The first legislation in the United StateEAmericato
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 resignificantlegislation in he
United States ofAmericawas the Fitzgerald Act of 193vhich 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

representationf employers and labour, plus a representative of thiteStatesOffice
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of Education (Washington State Departm@tl5). A judgement of theémerican
apprenticeship systemasdelivered by industry when three German companies, VW,
BMW and Siemens r a n s p | Bualis ¢ ¢ tftein@erntany 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 iafpem existing
system without the support of all the social partners to offer a sustainable and credible

apprenticeship system.

2.55Asia
Asiahad a mix of countries at varying states of ecaocatavelopmat and this was

reflected in tleir respective vocational educational systewith the most deeloped
countries such as Japdocusedon higher skills and specialist areas, with Cambodia at
the other end of the spectrumavingno secondaryocational schools (Na, 2010:3n
example of aountry in transition was the RepublickKbrea where vocational schools
were in decline compared t oeta)20094a).Asl scho
the Republic of Koredeveloped, specialised vammal training schools were branded
Gecondclass educatiodand were considereiiitable only for academically inferior
students (Rho & Lee, 2008:12. general, Asian countries followed the Nordic model
of streaming young people into specialist voaaicschoolsand then industry clse
applicants from these schools.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 forraining in the workplacehts was asuccessful initiativgrimarily

for smaller size enterprises (Eichhoestl, 2012:20).This system allowed vocational
schools to move up the value chain to become technical schools, leaving industry to
train dlue collaBprofessions that used to be the remit of the vocational schools.
Japan, alistinct evolution occurred between the traditional apprenticeship and industrial
training with the rise of mass production which organized into a division of labour
systenmrequring only workers with few skills but a high level of industrigdpline
(Adamset al, 1992128). This occurred in other Asian countries such as; Taiwan, the
Republic of Kor@, Hong Kong and Singapomgheretheinvestment in general

education allowedhem to transform from lovincometo highincome countriess

specific skills were left to industry to praa and regulate (Fostdi992152). This

industry led trainingpolicy produced hybrid system of vocational education which
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became known as Human Reurce Development (HR) or what Hawley (2006)

referredto asdhe third way whichwas the combination of education and training of
individuals for the improvement and growth of both the individualtardrganization
(Lee,200950-51). In Eastern Asiathe influence of Confucianism typically meant that
citizens valued harmony, within family, community and sogiebyvever changes and

gl obalicealt i omnalor c bausadaskift ircattimdesg tewards the

individual especially as companies @buot afford to train employees asitie, self

directed learning beaae the norm (Yang & Yorozu, 2015:12). With the rapdtbption

of social modernisation policiesinh e Peopl eb6s ,B®quaonl i ¢ of C|
vocational education revealed a skills shget and the first of a number of reviews

began in 1988vhen 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 wallished in 1999t identified 1,838 job

species t he Vocational Education Law of the
on May 19", 1996(Yan, 2007:61). Vocational trainingtinh e Peopl eds Repu
Chinawas divided into low, medium or seniewvels, with the majority of vocational

training delivered in technical schoasnilar to the Scandinavian modsince the
establishment of national occupational qualification certification system in &894,
Peopl eds Re phaslgiVen eccupainal qlialificatians a statutory status. In

1995t he Peopl eds XRlepw bbh e ga rGHira iCatidnal @kill Geahd 6
Awardd f or 1 ONasokal Skill Grackemadid{sic.] for 100 participantplaces

(Yan, 2007:62).

The documentary reaech 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 educationtime minds of students looking toward future career

paths.

2.5.6 Russia
The role of Guilds in the past to regulate the qualitg number of entrantgas

reintroduced in a modern format, that of the Enterprise or Company Associations in
Russia. The Russiddnion of Entepreneurs and Industrialists haekr 328,000
members from across vaue enterprises in Russia whischdcommittees focused on
standards and quality of vocational ediaraand training (Hawley20068). The

Russian review of vocationaltrei ng i nvol ved the introduct
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Funct i on atbreview ahatycard skils existed and what core skills were
required and would be requitéy industry (Oleynikova200778). This system wa a
basic parof theeducational review #t fedinto the key learning objectives in the
partnership modelt was alsoa reaction of economic fortunes which saw the use of the
60dual befgretheerangition to free market capitalism which markedhhgpt
endtot he e x deaas$ i sngfavdureohilte current industry demand led model
(Eichhorstet al, 2012:2Q.

The Russian example highlighted how quickly tbeunes of apprenticeship
can changewithout warningshowing the fragility of the apprenticeship model even in

a large socialist country.

2.57 Australia
In Australia, a bilateral systeevolved from the early British system of indentured

apprenticeship at the time ofloaisationin 1788to a shift in foastowards

d r ai n eirel985 with s further change of thiecational progression pathway
the front loaded 2+2 modgl vocationalschools in1996. In this modethe first two
years of apprenticeshiperedelivered while an apprentice watill atschool,with the
remaining two yearspent with the employer that included on andtbé&job training
(Knight & Karmel 2011:106)Known as schodbasd apprenticeshipshey were
introduced to industrin 1998marking the end of the timgerved model ta
competencdasednodelwhich allowedthe removal of the rigid struates that
regulated the intakef applicants to accommodate the changing needs adtgand
industry (Knight,201210). A distinctionevolved in the nomenclature of vocational
training i n tAruasitmreasaicdhievel - an the Nabonal
Qualification Frameworkelongedonont r ade occ wpptriecins caemsd i @
which wereat Levels 3-4, referredexclusivelyto tradeoccupationsBoth levelswere
regul atcedit by cd wii€h specifiad the irightg @nd responsibilities of
the major partiesalthough there were no penalties for braking the contract and
completions rates were 52% for Traineeships and 45%gprenticeshipgKnight &
Karmel,2011:106).Unlike Europe, apprenticeships did not represemitajor part of
vocational education with just over ofith of applicants engaged in vocational
education that led to a recognised qualification and less than 10%l6&fyi&ar olds
were taking part in aapprenticeshipalthough demand increastamporarilyas the
number of apprenticeshfincreasedSteedman, 2010:8). 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 tmt#thaumber of apprenticeships
declinedas a result of technological change or because the products produced no longer
neecdthe same amount of repair or manmance (Knight & Karmel011:108)The
management and regulation of the Australian apprenticeship systedehvased
through aragmentedinfrastructureof state, semstate and private bodies including;
Australian Apprenticeship Centres, Skills and Training Information Centres, Registered
Training Organisatins, Further Education Colleges d@bup Training Companies
with funding avdable from State and Federal sources (Steedman, 2@8)0iVhile the
Australian apprenticeship system was highly regarded, the need for change received
little support from the stakeholders who were satisfied with thesstaio (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, econmic 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 globencluding developed nations in Western Europe, developing natidksan

and South Americeevealed some key patterns in the delivery of vocational education
and training. Culture was an integral element in the choice and method

apprenticeship deliveryhe exemplar apprenticeship paradigms occurredumtries

such as German, Austria, Sgpétland and Australi@ith a high regard for technical
knowledge and skillmaintaining a robust vocation@hiningtradition offering clear

pat hways through a countryédés educational
enough to prevent the dewdi inpotential vocationahpplicantsvho selected general
academieducation ovethe apprenticeship route. The move towgederalacademic
educatiorand away from vocational educatiby prospective students increased with
each count r y 0 pmesetandtniswas seeanfoeea aslwell as countries

with highly regarded apprenticeship modglgh as Germany. It was also shown in

North America and Russia how the absencsoofal partnership between governments,
educators, employers and tradeams wasssentiglcombined with a tightly regulated
quality assurance process makeup two of thekey pillars in any successful

apprenticeship systewalued by society and supported by industrielp prevent

sudden shocks to the systeflhe move globlly 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 modelstir@duture Without industry support,
appreticeship cannot exist in any meaningfdy, but industry is synchronized to
economic fortunesationally and internationally which can produce opportunities and

challenges in equal measure, determiningvthbility of any apprenticeship system.

2.6 Opportunities and challenges for apprentices and
apprenticeship

Traditionally,completon of an apprenticeship did noiark the end of araftspersons
training it was the opposite, but whats the potentialeward for the yeardedicated
to perfecting a skiland how wee newly qualified apprenticedfected by economic
events outside the realm afaft trainin@ The craft area wanot independent or
protected from economics was generally industry leandtightly bound withthe
economic cyclesvhichtriggered reviews of the apprenticeship model in various
countries with preferenceswinging in emphasigom vocationalto general education
and back agairBut despite the numerous crises faced byagpenticeship model, it
continued to persist, largely unchanged into modern timksland and Japarthe
reasons for this may be that it offered benefits to both the employer and apprentice that
outweigredthe costs (Elbaum & Singh, 1995:620).

2.6.1 The economics ofapprenticeship
Apprenticeship was once a protectionist device employed by Guitdgitate

competition but it was also a contributing factor that facilitatké industrial revolution
in Britain (Ben Zee\et al, 2015:3). The supply of skilled mechanical apprentices
facilitatedthe technological conditions for industrial advancemehtch fuelledthe
industrial revolutiona cyclethatmay be repeated as the world emerges from a global
economic decline and thewhand for skilled workers in theaditionalcraft areaas well
as new areas such as services afatinationTechnologyincreasgManpower Group,
2015:4) Theconditions forarenewed importancef the role theapprenticeshipnodel
within an economy werpotentiallyavailable withthe development afew and adapted
forms of vocational learning structuresch as Degree Apprenticeshipsailable in the
United Kingdomthatofferedclear progression pathwaygo higher educatianrhis
pathway of educational development was important as it potentially addedtealu
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human capital investmeasthe economic investment in apprenticeslufiered a loss

in areas such as manufacturing or at best were cost neutral in craft or seascwar
empoyers (Mohrenweiser, 2008:19)h& single exception being Switzerland where a
return on apprenticag was shown ithefirst yearfor threeyearapprenticeships and

in year two in four year apprenticegh (Wolter & Ryan, 2011:5227s countries

around the world develeg at variousrates & economic growth, the need to employ
differing types of apprenticestggvas demonstratedhe costand qualityof these
progammes of knowledge transfer were a kagtor in their long term succees

failure. In well-establishediual apprenticeships, companieslachieved longerm

returns even when the training costs of apprenticeship in théxosyears exceeded

the investment costs 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, 2029). Steedman (2011) pointed out that Switzerland was
t he duats y s thhatimdined apprentices on a cosutral basigSteedman

2011:103 Wolter & Ryan, 2011:522 One contributingeason for the economic

success of the Swiss model may have beentd the practice of compani@&haringd
apprentices as required (Koudahl, 2010:19G4untries withotia strong vocational
structure have sufferddgher unemployment rates especially among tha4lgear old
age group compad to countries such as Adatand Finland which enjoyeelatively

low youth unemployment during the economic recesdiatacollected intwelve
European countries from 198897 showed that a 1% increase in aggregated
unemployment led to a youth unemployment rate increase of (T.8&tesberger,
2015:2728). Benefits to the employer were examined by Cliffetcl (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 (Cliffoed al, 2011:3639).

2.6.2 Market conditions; supply and demand
The fortunes oéll supply led apprenticestggncluding the Irish apprenticeshiwas

directly linked to the economyasthe first conditiorof an Irish apprenticeship was to
sign afour year employmertontract withan employer. Tis principle functioned well
when the new Standards Basepipfenticeship was implementedli@93 aghe Irish

economy wast thebeginningof a longrise in economic fortuneseaningthe need for

apprentceswasamplifieddue to the economyecomingalmost entirely dependent on

125



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

construction (Kis, 2010:21). The total nber of apprentices in twengeven

recognised trade®gistered in Irelan{iSee Apendix Filuring 2006 was 8,461 by 2010
this number was reduced to 1,264G, 2010:9)py 2011 only 2% of school leavers

entered an apprenticesi{ipTBI, 2013:5). More and more apprenés became

redundant to the economy, literally, resulting in 7,409, apprentices in 2010 being

officially recorded as having no employer and unable toHithgir gprenticeship

(FAS, 2010:9) Thiscreated a ripple effect throughout vocational edunaied training

inlreland.h  t he r esear cher s 0thecewerder aakskseg e

Carpentry and Joinepprentices in 2008 theacademic year of 2012013, that

number was reduddo zero. Thisabruptdecline resulted inew discussiosion the

f

development and progression of apprentices into different areas of exjrediggh the

acquisition oftransversal skilleducation suchsaRainwater Harvesting, Farforestry,

Rural Tourism etc. (F&, 2010:17s0mething many apprentices mayt have

considered previously

At the same time in Japan, the economy wag@ssing quietly witthe GCP
per Capita in US$ in 1998 growirigpm 23,966 to 34,132 in 2008 a forty two per cent

or

increaseby comparison ifreland in 1998 the equivalent figure was 23,996 and rose to
41,493, a seventy three percent increase isdahe time period (OECR20103).

However, whilst the Japanese may have enjoyed or suffered the consequences of a

c onst rbubbt,ithéinterdst in the cradireaas a wholen Japarhadslowly

declined with many trades and crafts facing extinction (Henech004:6Philip,

1989:48 as the conditions required for a sustainable craft culture no longer existed

(Buntrock, 1998:7473). 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, 198B8ljstics

from the Association for the Promotion of Traditional Crafts (2016) in Japan recorded a

decline inthe in the craft areas follows:

Billions of Yen in 1983

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 ¥104 ¥540r -80%

Table2.1: Decline in Craft Area Employment in Japan
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The Japanese Governmeaspondedo the long terndecline by enacting the De®an

Act in 1979 to promote traditional crafts and protect production methods at a national
level. This included thestablishmenof the Association for the Prastion of

Traditional Craftawhich set up a retail websitenyw.kougeihin.jp in 2009 which

allowed crafts people to sell their goods directly to customers domestically and

internationally.

2.6.3 Emerging trends in goprenticeship
The challenges faced by vocational education generally was summarised by McCrone

(2014) for the National Foundation for Eztional Research as;

(a) festablishing sustainable structures and funding systems
(b) providing highquality vocational qualifications

(c) addressing entrenched views that academic routes are bettgr Mc Cr o n e,
2014:2).

McCrone (2014yevealedhe public perception of apprenticeship stating, tinat
England;

fi65% of Teachers would rarely or never advise a student to take an

apprenticeshipfithey had the grades requirear fUniversity entry
Only onequarter ofp a r ejudgedvacational education to be silowhile.

Approximately on¢hird of 14 to 15 yeaolds sid they were quite happy to do
an apprenticeship, but by 19 to 20 years old, amnlgtenth had actually done
an appreniceshipo (McCrone, 2014:3)

This negative perceptiotoward apprenticeship wassoevidentin Ireland, where
apprenticeship has a serious image problem (McGuire, 2016:1) as well @ope,

with the European Commission (2012) reporting that education and training systems
were falling short in providing the right skills fdrereality of the working

environment, which created a skills mismatch (EU Commission, 200/&2%10% of
empbyees reporting in 2015 that they were not working in the area theyekad b
educated in (McGuire, 2016:3
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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 dtmain benefits
being;

1 Providing instruction in specific fields that requitechnical skills over a

general academic education.
71 It allowed students to develop an expertise in a specific career.

1 It provided flexible programmes that were available fronarety of sources
(Mouzakitis, 2010:3916).

A review of therecentresearchnto possible trends anal warning signalsn the
ecology of Japanese skillidsorevealedhegativeindicatorsas identified byOkamoto
(2011) who warnethatcrafts were at &ey turning point in the history of Japanese
traditional skills(Okamoto, 2011:158 Dkamoto(2011)came to this conclusicafter
studying closely the master craftsmen of pottery in Okinawexrevthe lack of
successors meatitat many artsvhich requiral a high degree of skill wengot being
passed on to the next generatarmdthree key aspectsere identifiedhat have brought

Japarto this critical point in the Japanesdture of craftsmanship;

1) AiThe ast oundi n ginfanatordisoijutine systemahat alvins
information through research on the internet, making it unnecessary to ask

masters and mentors for guidance;

2) The mastestudent relationship has a lower value since it is a strong
hierarchical relationship, andhis paternalism is not so much respected today.

3) An adverse effect of mass democracy where the wise and igaceait
e g u ddkamnto,2011158

The second and third points are interconnected with individual cultures becoming
homogenised, a system kiwoh a particular cultural tradition was always going to have

an uncertain futurédne of theactorsthatmay havecontribuedto the perceived

demise of apprenticeship in traditional craft areas in Japan may have been as a result of
the actual training ethods themselves, where a studert s e x p stealtthed t o 0O
k n o wl feoth ghe Master rather than adster instructing an apprentice the best
practices of a particular skillp e r h a p s iinformationdsi sntew bdu the on sy

traditional method fwa& c h a mstructioaradmov@d to the Internet as
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suggested by Okamo{@011) TaharaStubbs (2014) reported that in Japan the

dwindling population and severe labour shortage due to large projects such as the
reconstruabn of the NorthEast region of Japan following the earthquake of 2011 and
the 2020 Tokyo Olympics meantthatdap 6 s const r uc ashorthallaf ndu st
230,000 workers in 2015 and the Japanese Government began to seek workers from
other countriegven though only 12% of the Japanese population found this option
acceptable (Tahat@tubbs, 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 thedome 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 schang. Two reasons were offered, the first was that the
vocational schol curriculum was too narrow meaningwly graduated students could

not adapt to newer technologies used by industry and the second was that education was
used as a filter by employershwsaw students with ability in school having the

potential to be valued employees (Lyau & Liu, 201680%. This weakness in

vocational education was recognised by Na (2010) who highlighted the change in
developed Asian countries to reform their respectiocational education and training
systems to meet industriiemand for creative and intelligent workers with abilities in
science and technology (Na, 2010@huang 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 amdigemsolving (Chuang &'sai,2010:74).

The general shift from knowledge domdiased to criteriased qualifications that

Allais et al (2009) stated was an emerging trend, created an inherent conflict between

vocational education and higher education;

A é idirhportant to raise questions about how far the qualitiearningcan

be guaranteed without the stipulating content that is specific to different
occupational sectors and without recognizing that the learning opportunities in
college are different frorand cannot be equated with those offered by

workplaces and viceersad ( Al | ai s, Raffe & Young,

The lish system of apprenticeship had ajeme through major structural changes

to remain relevant to all the stakeholders involved, while maintai credible
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standard. Hawley (2006) outlinégloe major stages in Irish vocational education policy

with a fundamental change to a more formal vocational structure to include

accaintability of standards. Major change occurred after a severe econorsis ¢n

the 1970s1980s which marked the birth of Social Partnergrggrammes that would

i nvolve government, industry, trade uni ol
policiesincluding educational policies to promote Bomic prosperity (Hawley,

200613). It was from thisystem of partnership in 1993 that the newrapticeship

model was created, whig¢bok thetraditional apprenticeship from a time served model

to a standards based model that included distinct phases divided between the employers
ard vocational education provideiBhe view of the Education and Training Boards

Ireland (2013)vas thathangesvereneeded to sustain apprenticeship in Ireland into

the futurethe ETBI proposed

1 Expanding the range of career areas covered by appreigicesh

1 Changing the curriculum to include key areas such as creativity, technology,

communication, innovation and science where appropriate.
1 Raising the basic entry requirements into apprenticeship.
1 Offering exit qualifications for each stage of tygrenticeship completed.

1 Expanding the levels of qualification on the National Framework of

Qualifications up to Level 7.
1 Having varying lengths of apprenticeship terms.
1 Greater interconnectivity between apprenticeship and higher education.

1 More and betteuse of modern information technology to delivertbi-job

training.

91 Develop a more balanced apprentice recruitment policy to minimise skills
shortages(ETBI, 2013:616)

In Irelandthe establishmentf Skillnetsin 1999 as an independent body made fuph®

social partnersvas charged with the responsibilityresponéhg to the critical need for
up-skilling the workforce in small and medium size enterprigdsch would lead ©

enhanced skills, employability and competitivenéss n d e d by o¥e2ndnen 4 m |
grants (Berlia201219). Foster (1992) outlined how general education was preferred by
the World Bank over vocational education in the economic developshéntd world

countries;
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ANow, we are informed thateltithe Bank p
assistance to vocational and technical education and increase its support for
improvement in the quality of general education at the primary acmhsary

| e v (Edster,1992152).

Although the European Commission (2012) stated that;

il nv e sntedoeatioh and training for skills development is essential to

boost growth and competitiveness; skil
increase productivity. In the loAgrm, skills can trigger innovation and growth,

move production up the value chastimulate the concentration of higher level
skills in the EU and s(Buaopean Gommaissibnut ur e
2012:2)

One possible explanation for the shift away from vocational edudayitre World
Bank wa based on the evidence that genedaication offered the population of a
developingnationmore opportunitghan vocational educatiomould, especidy when
government resources veenot available to set upgh quality training cengs with
recognised standardso that parents weractirg completely rationally by choosing
general education over voaatal education (Fostet992150).

Mclintosh (2007) showed that the costs of training incurred by employers using
the Moden Apprenticeship in thenited Kingdomin five different areagcluding;
Construction, Engineering, Business Administration, Retail and Hospitality were out
weighted by the value returned to themoyer once the regular wagesresubtracted
(MclIntosh, 2007:31)In Ireland, a comparison of costs was done compahiegihit
cost of delivery for laboratory based courses in Institutes of Technologies for
Engineering studentghichwered 1 0, 233 whil e the Average N
apprentice was U4, 705 iTimeis6 df dost (n Facdtidnana u r i
education was a recurring one, it sva factor behind the rise of public private
partnershp modes in vocational education that wed edma n d adnr dnaxkdt n 6
o r i e,metumidgdvocational education and traintogts roots (Oleynikova,
200775).

But the original industrial landscape where the indentured apprentice would pay

the master for his training and the master would be responsible fovd¢agonal and
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general education of the apprentice throughout the seven years of the apprenticeshi
(Knight, 20129) had itself become obsolete. ddern economies requaéndividuals
with transferable skills who we flexible, adaptable and mobile within the labour
marke to be effective (Kelly200121). A study by Fitzenbergeat al (2015) showed
tha apprentices who moved to a new employer suffered a wage lossh0%3or a
period of up to 7 years, however a change of occupation within a firm resulted in a wage
increase of 12% (Fitzenbergetral, 2015:149), which showed that transversal skais c
have a financial benefit to a qualified apprentice but only if they resdaiith the
same employer. With thequiremenbf the individualto be mobile and transferablée
made it unlikely that firms woulthvest in long and expensive forms of traofital
apprenticeshiprainings u ¢ h d 8 at h sayddhe wilimgness of firms to inge
in apprenticeship training was an essential element isubtees®f skills training
(Eichhorstet al, 2012:15).

In the long termhowever, the evidence showkdw the benefits of such a rigid
structued system of training dissipatger time Eichhorstet al, 201223). In
developing economies the trendsstawardentrepreneurship or to work unrelated to the
occupations learneaks shown by the Gambian experiemdgch ran the National Youth
Service Scheme in the 1990s (Eichhetsdl, 2012:26).Payneet al (2011)defined the
key metrics in assessing the overall value of modern apprentices witlniea U

Kingdomcontext but it could be applied to all modeypprenticeships

AFirst, tA&ModdmfApprenticesHips]bh individuals. If individual
productivity is not affected by participation in MA compared to a counterfactual
involving nonparticipation, 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
participantsisvey s mal | i n relation t(Rayneehe agg
al, 201160)

A review of the benefits to the individual who successfully completdddern
Apprenticeshipdemonstrate that a graduate oflaevel 3apprenticeshigarned 29%
higherincomethanan individual with the higher qualification devel 2 (MciIntosh,
2007:17).The same research showed the Net Present Value of a Level 3 apprenticeship

per poundsterlingof state funding in the tited Kingdomwas £17 and the Internal
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Rate of Return wal5% (Mclintosh, 2007:35)So if the economics of a traditional
standar@ based apprenticestppoduced positive financial returns but the content was
outmodedachange in the learner outcomesswaquired, referred to as transversal
skills or a transienceurriculum as outlined by Mouzaakitis (202M@hich 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 mineset and (5) worleffectively in teams (Mouzaakitis, 2010:3916) which
was very different tohe principles oftraditional vocational ediation, especially in
Ireland where the 193Apprentice Actwas designed to address some of the deficits
created by the earlier 18%&t which was criticisedor the academic nature of the

curriculum (McGuinnesst al, 2014:9).

2.6.4Potential sectors for gprenticeship development
The economic crisis in Ireland eroded the monolithic cornerstone of the economy that

was the constructioimdustry to reveal the value of the RepMaintenance and
Improvementvorksof buildingstoc onst ructi on f i r ms. l rel an
structures and built heritagedafault legacy giftrom colonial timescreated the

statuary obligation not tendanger these kmble architectural structures, contributing

in real terms to the tourism and richness of the Irish Landséaqoeys 2010:68). A

study by the National Trust in the United Kingdom demonstrated the value of the built
heritage to b2.6%0f Sc ot | an dstAsded\alae; Ja9%%lof Welsh&Y and

in Europe the value dheHeritage, Creative and Cultural sectors generated 2.6% of EU
Gross Domestic Product in 200Bdprys 2010:7,8). In 2010, the Office of Public

Works in Ireland wasesponsible for twentgight historic properties but there were

124,066 National Monuments and 3&4otected structures recorded, with 175,000
surviving buildings, approximately 11% of the total building stock within the Republic

of Irelandwhich werebuilt before 1919 Ecorys 2010:11) Potentiallythe repair of this

heritage stock could creat&,921 jobs in the support of the built heritage construction
sector, worth 0775 million or A4Ec@yy of t h
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;

1 Retrofit insulation installation

1 Lead sheet working
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1 Thatching
1 Slating
1 Lime mortar and pldsring (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 twentyfive hotels across Ireland reportéxht 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 (Fitzmauris,5:2930). The Education and

Training Boards of Ireland called for apprenticeship programmes to expand into areas
such as retall, financial services, health care, child care, office administration, ICT,
personal services, technical and operative ses\sailar to the Northern European

models (ETBI, 2013:6)The majority of the new twenty five apprenticeships developed

in 2016 covered these areas (See appendirfalysis of job vacancies in 2011 found

that the highest number of vacancies were in healfe services, sales and clerical

workers, with these three areas of employment alone accounting for over one half of the
96,000 vacancies advertised that y&wéeney, 2013:51The view was that medium

to low skills wouldplay an important role in glath 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 populatibroken down into 50% with
medium skills and 15% with low skills (ETBI, 2013;IFtzmaurice, 2015:3).

2.6.5Apprenticeship comes full circle
The apprenticeship model has faced many criz@heconomic and existentidRyan

(2000) outlined the format of apprenticeship in Ireland in 1926 which was reviewed by
the Ingram Commissioon 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 Technologwhich 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)e same system was proposed in the England
in 2001, called a Programnhed Apprenticeship (PLAxNd already existed in

Denmark and the Netherlands (Fuller & Unwin, 2008:16)leff andUnwin averred

that the Programme Led Apprenticeshmijiative reduced the paradigm of
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apprenticeship to a form of work experience Hrelbet apprenticeship model w#he
dual sppentieeship as operated in Germany, Austria, Switzerland and Ireland
(Fuller & Unwin, 2008:19)Des pi t e t he hdugly sit @ga®dnod f or t
immune to economic cyclesd Koudahl (2010) outiedhow it was under pressure
with young peoplaot being able tdinalise their training as the numbertcdining
placesavailabledeclined withthe continuedeconomiccrisie nd as adunlesul t |
sy s t meadéd revision to avoid a skills crisis (Koud@010:1901)With the increase
in globalization which has been marked by technological innavatiemographic
shiftsas well as increased competition across boradessand adaptable skills we
required, withthe growing belief that aeduction in theyap between vocational and
academic education was required to produce rskilied, adaptable andezative labour
(Mouzakitis,2010:3915) just as a supply of skilled mechanical apprentices contributed
the conditions for a technological advance that aldfor the Industrial Revolution in
Britain (Ben Zeewet 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 théheritage 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 appreticeship can condemn it to history.

2.7 Summary of chapter

This chaptehasexplored some of the recamisearchn vocational education and
apprenticehip under the five headings that emerdg&dm the origins othe Guilds
through to the currerxamplesof apprenticeship in several countries that revealed
concentric patterns of reviewmghich witnessed the pendulum of opinion to swing from
core kinetic skills and processto general educatigifrom specific narrow technical

training to general émsversal skills.

Apprenticeship Structure

The reviewof the apprenticeship structure showed how two systems can have similar
originsand strong parallelsut can be moulded and changed by the windsiibfireand
economesover time meaning that appréoeship wa rot a fixed or rigid form but has

beesncut and resewn to meet the needs of Government and economic demands which
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can change dramatically as demonstrégdlobal 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 wa to define in concrete teamany aspectfa culture
that wa nd untainted by pri@diced mental constructsespecially a Western bias on
Eastern culture typified by theterpretation of research yofstede(19671973)

which cautioned against usirggricatures in crossultural studieslt was useful to
examine the key elements thagre required to establishcredible training system,

with the most significantlement being qualitgssurancat every level of an
apprenticeshipvhich determinedhe status and credibility of an apprenticeship system

within society

User Experience

The terms applied to apptaeship 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 fronemaly 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 creatidpprentices havbad comparable experiences
through the centuriethese standds have variedepending on the cultural context in
general terms. However, the experience of apprentices in each country has been shown
to be a difficult one unchanged sirtbe time of the guilds. The importance afving

an apprenticengaged with the contragt learning can predict the quality the
craftspersonvho will be responsible for transferring the skills and professional

standards onto the next generation.

International perspectives on apprenticeship and vocational training

The formatof apprenticeship in other countries around the waelshonstratethat not

all apprenticeshipgere created equal and mawgre seen as a solution to a particular
problem of acertain skills shortage or youth unemploymehis created a negative

spiral of new entrant ability and the active avoidance of potential students away from
vocational education and toward general educatfitwe rise or decline in the status of
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the tradearea was also examined with the importance of involving all the stakeholders
in a partnership environment being critical to the success of vocationahdydint

education of the public vgaalso a key element that can determine the long term success
of apprenticeshipnd craft skills Oneaspect of vocational training that became

apparent wathatonce an apprenticeship system was lost, it requiredya éffort to re

establish it and restoits credibility in society.

Opportunities and challenges forapprenticeship

As apprenticeship veadirectly linked with industry anthe economyenerally, the

employment prospects of apprenticesevairecty impacted by the economics of that

country. The research revealednahtine training of young people waegatively
affected by the si gddlfisyawdtheviha siggerealf oper
review with uncertain outcomesda general acceptance that as countries develop, they
outgrow vocational education in generatless that vocational systemas of the

highest quality as in Switzerlapglseconomiesnove 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/apprenticemstap with

some positives and negativgsnerated.

In the next chaptehe 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 conductinghis 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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ChaptMet B3odol ogy
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3.1 Introduction
This chaptedescribes the tools and protasoised to conduct the researchtfos

study. The process of disaggregating paradigm of apprenticeship in objective terms
and subjective terms is outlined usirgtbqualitative and documentary reseasteka to
give a more comprehensive view of apprenticeshipeland and Japafheactual
mechanics of attaining the interviews in both countries and the culttfexkdices
experienceavill also be outlinedvith reference to attainindatathat can be presented
and analysed in a direct comparison of both systems of apprenticeshifear
narrativeframework Ethical considerations afendamental tohe validity of
ethnographic research and the policies employed by the researcheraldbigon and
management dhedata isalso outlined with the chapter endiwith a summary of the

methodologies employed

3.2 Conceptualframework
The basis for this ethnographisearch at a fundamental levelsreacomparison of two

training systemshat have evolved uttigrisolated from one anothar the petri dish of
their respectiveultures. Deanscombe (200%efinedethnography as a description of
peoples or calires(Deanscombe, 2005:84owever culture isthecombination of
many separatparts contained withithe termitself, according to Puncf2005) it was
importantto understand the context of behaviour within a culture regardless of the
specific focus of the research conducted (Punch, 2005 TB2Yesearcher offered a
context of heapprenticeshipnodelthrough thehemes ohistorical evolution, the
cultural values that influenceapprenticeship, the user experienmgexamining
differing models in various countri@sd investigating the economic factors that
directly impacedapprenticeshipn the Literature Revieythese themes formed the
areas of investigation in the sestructured interviewsonducted in Ireland and Japan
The broad definition of Culture offered by Punch (2005) suggéiséecny
examinatio or studyinvolving humans wouldall within the domain of ethnography.

Brewer(2000) offered a morfacuseddefinition of ethnographws;

irThe study of people in naturally occur
collection which capture their social meags 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 externallp.(Brewer, 2000:6)

Theconceptual aradigm of this researehcreased the probabilithata comparison of
two independensystemsvould be conductedsing metrics as similar as possible to
collect data objectively in order to highlight any differenoeparallels leading to
conclusions with the aim of contributing to the epistergglof apprenticeship. To
produce a valigirounded theorycaretil triangulation of data wgsaramountincluding
documentaryesearchand qualitativanethodologieswhich revealed central
phenomenaommon to both paradigms of training. These parameters vgglieeto
whom should be identified for serstructured interviews and revealed the themes that
deserved to be investigateddatail thougtthe narrative inquiry of participants engaged

in appraticeship at differing levels and aspects

3.2.1 Research pproach used in this study
Theresearchechniques explored in this chapéenphasised interpretation and

flexibility (Liamputtong, 2010:18) dissecthe partof the apprenticeship paradigm in
orderto be viewed individually before beingo@nstituted 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 researchargues thatthis was the strength dhe ethnographic
approach irthat it allowedflexibility in the study of the parts of the system (objective)

but alsohadthe rigour to reveal the relationship of the parts to the whole (subjective) in
cultural termswvhich allowed comparisons to be made by those not directly involved in
that particular system.

Adopting the Narrative Inquiry approaaliowed for a thematic analysis
(Creswell, 2013.92) whichemerged from thaitial Literature Review and informed
thethemes to bexplored inthe questionnairthat facilitatedthe analysis to focus on
t hw h a@spoien duringlata collection

To achieve a holistinnderstanithg of a subjegtRobson 2002 suggested that
multidimensionalmethodsof research gavealuable scope foriangulation(Robson,
2002:190) to this end the researcher employgdhlitativesemistructured interviews
concertwith documentary research to reflect the long traditions and historical practices
exercised in several countries to developutidimensional understanding of the

influences which have shaped apprenticeship in both Ireland and Japan
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3.2.2Qualitative and documentaryresearch in an ethnographic study
Matsumoto and Jones (Z)Ccautioned of the greatest danger inherenjuialitaive

research which was the operationalization of a culture that could support a particular
bias rather than offeavalid contribution to ethnography (MatsumotaJ&nes,
2009324).Cohenet al (2011) also highligrgdthat virtual documents, that is primary
documents stored electronicalfre valuable to the researcher but they can lose their
immediacy of the original document that they represent (Cehah2011:250).
Silverman (2009) quiedDenzin and Lincoln (200) who statd thatthe benefit of
qualitative researclvasthat qualitative researchers belidibat theycouldget closer

to ahtep®s8pective through tihnet ewasootewd, t hi
available taresearchers who relieh remotejnferential data from which to draw
conclusions (Silverman, 2009:382. The researcher found that thealitativedata

gained in Japan in particuldrom the semstructured interviews revealetth personal
detailed accounts not achieved using documentary reseatblods aloneespecially as
documentary research on apprenticeship experiences were difficult to.source
Quditative methods werespecially useful when comparing tweflexivity basd

systems that evolved in very different cultuf@ecumentary analysisolleced by
international bodiealso offeedgreater triangulation of information, minimizing the
potentialaxiological constructs that may have béetd by the researcherlegentiry
positivismelements of analysis woulthveprovided limited new knowledge on their
own, but triangulatedith the interpretivist method of sersiructured interviews
produced a multidimensional analysistioé two apprenticeship systems.

Documentary reearch 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 an&ysf primary documents to outline or examine an
event or process (Cohemnal,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, ecomic and patical aims ofapprenticeshigystems in a number of
countries at differing levels of development and cultural diverSityerman (2011)
argued thattat less focus should be placed on the mode of research and more on
rigorous and critical standards redjass of the methods employed (Silverman,
2011:2425).
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Qualitative research has been employed by researchers in the study of the human group
since its introduction by the Chicago schoothe 1920s and 1930s (Denzanal,

2003:]). Qualitative research ethodsalsohadits critics within epistemology as well as
those who savihe value and uniquenessich qualitative research can bring to a

unique research project that is human interaciimmscombe (2003) stated that

qualitative data that produced womsimages were the product of a process of

interpretation (Denscombe, 2003:268).

3.2.3The researcher as inside@searcher
It was the acceptanag acknowledgement of threle of theself as a factor in

interactionist research that can deliver conssxd a valid grounded theoty

i nformation that is found principally fr.:
the researcher hasperience in that area of study (Denscombe, 2003: B38)ising

et hnographi c qual ithickedesc v ¢ tondetalédmdmrmativtbag i e s a
progressively explores each stage of the apprenticeship expes@énbelp the

understanding and comparison of epistemology and methods of tacit knowledge
transference used in training and education that may not baald@se not directly

involved. This may raise concerns of reliability in the reseeoctductedto this end

three principle as described by Denscon{2603)were employed by the researcher

when making initial requests for interviews that outlit@the potential participarits

AiThe aims of the research and itsd bas
How the research was undertaken

The reasoning behind key decisions made (e.g. in relation to sandpling)
(Denscombe, 2003:274).

Bogdan and Taylof1975)argueal that the methods by which we study people aéfect
how we vievedthem. They adelddthat, wherpeople are reducdd statistical
aggregates we lose sight of the subjective nature of human behaviour. Qualitative
methods, allowdus to know people personaiyndto see them as they develeir
own definitions of the world. We experience what they experience in their daily
struggles with their society (Bogdahal, 1975:37). There we concerns about the
interpretatio of qualitative data as Miles aftliberman (1994)asled
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ABut the analyst faced with a bank of
for protection against sellelusion, let alone the presentation of unreliable or
invalid conclusions to scientific or poliepaking audiences. How can we be
su e that an fAearthy, 0 Aundeniabl e, 0 f:
wrong® ( Mil es & Hubermann, 1994: 2).

BickmanandRog (1998) outlined/laxwelld s posi t i osmo typolagy indit her e
which qualitative research coubé put into, but that athodels we eonedlirectional
sequences of steps whi ¢ h f o r ondedfor tohdecting theg differant parts of
a study(Bickman & Rog, 1998:69)The subjectivaature of qualitative research was an
issue that requiredareful cognisance as Bryman (200@8tlined onhowr e s ear c her ¢
findingsreledt oo much on the researchewad®s unsys:
important as well as being difficult to replicate because of the unstructured nature of
interviews and théad thatinterviews can be reliant on the ingenuity of the researcher
(Bryman, 2008:391)To minimiseany particular unconscious leaning of the researcher,
a broad and comprehensive documentary analysis of the apprenticeship model as
operated in many counéi$ over centuries was conducted, revealing both positive and
negative experiencekvale 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 cdacted (Kvale & Brinkmann, 2009:74jlitchcock and
Hughes (199Pexplained hovihe reliability of structured interviewsan be distorteds
the actual process of coding the raw material of qualitativedisttartedwhat that
phenomenologwactually meanto the person who experiencedHiitchcock & Hughes,
1999:159)

Hitchcock and Hughed 999) expandethe point by saying that steys and
structured interviews we not commensurate with the nature of the socialdytrese
research instruments veenotsensitive or flexible enoudior the problems of recording
experiencegHitchcock& Hughes, 1999:159]t was this interpretividiexibili ty May
(2001) posited, that gavpialitative research its primary advantage enabling the
resarcher to consider homeaning wa developed and employed (May, 20(83)
which can add colouto the monochrome numerical or documentiata. Bryman
(2008) arguedhattherewas no necessary reason why research using qualitative
precepts could not be recruited to investigaspexific problem in resear¢Bryman,
2008:393) One rebuttal tthe chargehat the creditabilityf qualitative research
sufferedfrom a lack of replicability came froi&clhofield (1993)who opined thathe
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goalof qualitative researcivas not to producaset of resultshat could be replicatedt
was to contribute a coherent and illuminatpeyspective of a context that sva
consistent witha detailed study of the situatig®chofield 1993:202)

3.2.4Cross-cultural studies and omparative research
Crosscultural studiehave considerable appdalt Bryman (2008warnedthatthey

increasd the cultural ethicalconsiderationand barriersipon the research@ryman,
200858, 299). Kvale (2007) cautioned on the difficulty in cressltural studies of

being aware of the multitude of cultural factors that affect the relationship between the
interviewer and the interviewee (Kvale, 2007:88yman, 2008:50 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, 2009:174)s was the approach adopted
by the researcher wremployeda translator who was a Japanese native and a full time
trarslator for the interviews conducted in JapAeaufordet al (2009) stated thathile
crosscultural research vganeeded to meet the growing thirst for global exchamgay
research methods were designed in English speaking countries but culturalisensitiv
deeper understaimdy and respect were required if valid translations of coostiral
research was to be achieved (Beaufrdl, 2009:77)Being crossculturally literate
increased the chances of ethically appropriate methods (MagsBaitten, 2003:140).

As advised by Kvale (2007) a researcher shaildmise any potential offendarough
cultural misunderstandings (Kvale, 2007:68) anthsoresearcher studied Japanese
culture and learned that Japanese culture, it w&onsidered aggssive to maintain

eye contact, in the Western culture this can interpreted as sincdrevang agenuine
interest in the person who is speaking. Other cultural diffesafiseovered by the
researcher werthat in Japan, shoes must be removed in thednaof private houses,
sofootwear with laces we aninconvenienceadditionally,if a Japanese person leaves
their front door open by 535 mm it was a sign that you veeexpected and to enter
without the needo wait for your host. There wadsoarigorous ceremony around the
exchange of business cards which must be exchanged at the beginning of the meeting,
using both hand® offer yourbusinesard ando receive the other persons caad,

giving a Japanese person your business cagdtorith one hand suggesda lack of

careor appearetbo casualPunctuality wa very important to the Japanese, wlaah

add a level of stress when onénis strange city, usingxis or public transport to

travel betweemnterviews in differing locations ding the day.The Japanese tradition
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