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The Pitchfork. 

Of all implements, the pitchfork was the one 

That came near to an imagined perfection: 

When he tightened his raised hand and aimed with it, 

It felt like a javelin, accurate and light. 

 

So whether he played the warrior or the athlete 

Or worked in earnest in the chaff and sweat, 

He loved its grain of tapering, dark-flecked ash 

Grown satiny from its own natural polish. 

 

Riveted steel, turned timber, burnish, grain, 

Smoothness, straightness, roundness, length and sheen, 

Sweat-cured, sharpened, balanced, tested, fitted. 

The springiness, the clip and dart of it. 

 

And then when he thought of probes that reached the farthest, 

He would see the shaft of a pitchfork sailing past 

Evenly, imperturbably through space 

Its prongs starlit and absolutely soundless – 

 

But has learned at last to follow that simple lead 

Past its own aim, out to another side 

Where perfection – or nearness to it – is imagined 

Not in the aiming but the opening hand. 

 

by Séamus Heaney, (1999, p. 662)  

  



xii 
 

Abstract 

This Commentary brings together a collection of peer-reviewed research publications focused 
on human-centred engagement in education and in the workplace. It integrates these insights 
into the development of a Model for Apprenticeship and Vocational Education, addressing the 
central research question: How can imagination and the senses be restored to apprenticeship 
and vocational education? 

Apprenticeship—arguably the oldest form of practical education—is presented as a treatise on 
the vocational education system. It explores its role within the philosophy of education by 
drawing on secondary research from key theorists whose work has shaped contemporary views 
on forms of knowledge, educational practice, curriculum design, and the role of imagination in 
the development of human societies worldwide. 

Advancements in Artificial Intelligence, digital technologies, medicine, and science have been 
widely embraced, particularly as the world recovers from the global Covid pandemic. However, 
sustaining progress also requires ongoing human ingenuity and creativity—something that 
science alone cannot provide. A resilient, adaptable workforce committed to lifelong learning is 
essential. This begins with education, which itself must evolve, embracing new methods and 
ways of thinking to meet the demands of a rapidly changing world. 

Fostering imagination calls for immersive and diverse educational experiences that recognize 
the importance of engaging all the senses—not just to learn how to do, but also how to be. 
Education should go beyond teaching how to earn a living; it should inspire a love of learning 
and support a system dedicated to the holistic development of the whole person.  

The Commentary presents a philosophy that integrates sensory engagement into the 
development of personal and civic responsibility, suggesting that when applied through the 
Model for Apprenticeship and Vocational Education, it can support policies and educational 
programs aimed at building a sustainable future for both the planet and humanity. 
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Chapter 1 - Introduction 
1. Purpose 
The aim of this Commentary is specifically directed towards the research question of ‘how to 

restore the senses and imagination to apprenticeship and vocational education’. When 

combined with the body of publications it outlines my engagement in researching and reporting 

on the links between education, the world of work and society.  

1.2 Rationale for the inclusion of Published Works 
The selected publications from my body of work focus on human-centred learning within 

industry and vocational education, covering themes such as diversity and creativity in teaching, 

action research-led programme design, project-based and problem-based learning (PjBL and 

PBL), sustainability in workplace learning, and the interdisciplinary integration of science with 

the arts. A unifying theme across these works is the exploration of innovative, future-focused 

teaching methods that shape learners into independent, participatory, and socially responsible 

individuals who are active contributors to a sustainable future through the creative use of all 

human senses. The theoretical foundation for these studies is detailed in Chapter 2 (Literature 

Review), while the links between the publications and theorists are displayed in Chapter 3 (see 

Table 6). 

The publications reflect a personal and professional commitment to fostering essential human 

skills aligned with the vision of the European Commission’s Industry 5.0 which outlines an 

evolution in digital transformation to integrate human creativity with emerging technologies 

such as Artificial Intelligence (AI), the Internet of Things (IoT), cloud computing, robotics, big 

data, and blockchain (European Commission, 2025). In this context, the role of vocational 

education—particularly in apprenticeships—is crucial. Teaching and learning must evolve to 

foster key skills such as critical thinking, creativity, adaptability, communication, collaboration, 

and problem-solving.  

My research is conducted both independently and collaboratively with colleagues from diverse 

disciplines (computer science, engineering, education, business, humanities) as part of the 

INSYTE (INformation SYstems and TEchno Culture) research team at South East Technological 

University (SETU), Ireland. We contribute to national and international projects and are active 

participants in the TECIS subgroup of the International Federation of Automatic Control (IFAC), 

connected to the Institute of Electrical and Electronic Engineers (IEEE). This global network 
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spans industries from aerospace to education, sharing a common mission: to promote 

sustainable, human-centred learning systems that are adaptable, inclusive, and future-ready. 

This selection highlights examples of my research on human-centred learning, focusing on 

topics such as mentorship and interdisciplinary collaboration. The work includes suggestions 

and models for vocational education designed to support both learners and educators in 

achieving personal and economic growth (see Appendix 9 for full details of publications). 

 

 

 

 

 

Table 1: List of Publications, type and year of publication 

• The Global Apprentice: Adaptable, Versatile and a Lifelong Learner 

Publication 1 explores how education systems must evolve to meet global challenges such as 

climate change and biodiversity loss. It emphasizes the need for adaptable, lifelong learners 

capable of working across disciplines. The transition from Industry 4.0 (focused on 

digitalization) to Industry 5.0 (where human and technological skills combine) is highlighted, 

calling for a human-centred, flexible, and values-driven workforce. 

Drawing on the European HUMAN and INCLUSIVE projects, the paper proposes a new 

educational framework that aligns macro- and micro-credentials. It promotes shared 

responsibility among learners, educators, and industry stakeholders in fostering innovation and 

societal progress. Practical solutions include blended learning, micro-credentials, and 

supportive learning environments (mentoring, financial and time supports). The paper 

concludes with a strong call for policy reforms and a global vision for a cooperative, inclusive, 

and sustainable workforce. 

• The Development of a Novel Educational Model to Upskill Technical Workers for Industry 
5.0: Ireland Case Study 

Publication 2 addresses the need for upskilling technical workers who as a result of Industry 4.0 

have been replaced by automated robots and data-driven processes significantly reducing 

human intervention or action in routine tasks. It recognises the need for workers to become 

learners capable of co-working with intelligent systems and engage in innovative, creative and 
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sustainable practices whilst acknowledging that traditional education providers are not 

sufficiently equipped to meet the unique and diverse learning needs of adult workers. The paper 

draws on the established concepts of Andragogy and Learner Centred Design theorists such as; 

Knowles, Biggs, Gardner, Bruner and Vygotsky in support of a new interdisciplinary and 

educational model.  The new model is academically robust, flexible and responsive to varied 

learner needs and backgrounds informed by real world primary research conducted by one of 

the paper’s authors in Irish manufacturing companies. The paper proposes the need for a review 

of outdated training models and proposes a novel educational model providing practical, 

scalable solutions for the development of a future-ready technical workforce. 

• Mentorship in Engineering: Women, Inclusivity and Diversity – A Challenge for Our Times 

Publication 3 stresses the need for STEM-driven solutions to the global threats surrounding our 

planet and highlights the ongoing underrepresentation of women and minorities in STEM 

careers despite women making up almost 50% of EU doctoral graduates (European 

Commission, 2021). Key issues include low entry rates, poor retention, and lack of leadership 

representation. The central research question explores how formal mentoring can support 

women and minorities in STEM through education and role models. Grounded in Vygotsky’s 

socio-cultural theory and supported by further research mentoring is shown to improve career 

success, self-efficacy, and retention. The paper identifies mentorship qualities, barriers, and 

the role of visible role models in challenging stereotypes and presents the concept that while 

society needs diverse talent in STEM to solve global challenges it is not using its full quotient of 

human capital namely women and minorities. It concludes by calling for policy reforms aligned 

with UN Sustainable Development Goals to embed mentorship into systemic change for a more 

inclusive STEM future. 

• Interdisciplinary Approaches in Engineering Education: Preparing Young Minds for 

Complex Challenges 

Publication 4 continues my research into interdisciplinary education by exploring the integration 

of science, arts, and humanities. Co-authored with Austrian colleagues, it documents an 

international STEAM project where students and lecturers collaborated on creative initiatives 

like Rainbow Cocoa Creations and EduFungi Constructs. These projects used biomimetics and 

artistic inquiry to engage learners in solving complex scientific problems. 

Grounded in the theories of Vygotsky, Kolb, and Bloom, the paper promotes education that 

transcends disciplinary boundaries. It emphasizes developing key competencies such as 
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empathy, creativity, collaboration, and adaptability, and calls for education that blends 

scientific rigor with the human insights provided by the arts and humanities. 

• Harnessing the Benefits of Micro-Credentials for Industry 4.0 and 5.0: Skills Training and 

Lifelong Learning 

Publication 5 addresses the increasing demand for reskilling and upskilling in response to 

rapidly evolving technologies. In both education and employment, learners must develop new 

competencies that support human-machine collaboration and personalized, human-centred 

solutions. The paper presents micro-credentials as a flexible, modular approach to lifelong 

learning, offering short, targeted learning pathways that are portable and stackable. It explores 

the essential role of digital accreditation, standardization, and transparency in ensuring trust, 

recognition, and value. The research demonstrates how educational institutions are embedding 

micro-credentials across disciplines, and how collaboration between stakeholders—learners, 

educators, and employers—is critical to ensuring quality assurance, interoperability, and 

industry alignment. This paper underlines the centrality of micro-credentials in building 

adaptable workforces and engaged adaptable students of all ages and from all parts of the 

globe. 

The research conducted in the preparation of these papers on a range of interconnected topics 

has strengthened my belief in a human-centered approach to vocational education and inspired 

me to present a new model in this Commentary. 

1.3 Rationale for the Commentary 
The literature reviews, methodology and discussion in this Commentary focus on one of the 

oldest modes of learning, apprenticeship, and are presented here as a treatise for the research 

into the creation of a new model for vocational education.  By choosing apprenticeship as a 

learning model focused on preparing individuals for employment the bridge between education 

and work can also be seen as a bridge to active participation in society. Throughout the papers 

supporting this Commentary, apprenticeship is used as a key example that embodies the core 

principles of Vocational Education. Billet (2016, p. 614) states, ‘there is no separate and distinct 

process of learning that humans engage in other than that which arises through their construing 

from experience and constructing what they know, can do and value through and from that 

experience.’. This premise, together with the works of diverse theorists introduced and 

discussed in the Literature Review section, underpins all my published work and forms the 

foundation of this Commentary. The importance of lived experiences, shaped through all the 

senses, not only facilitates immediate learning but also contributes to ongoing new learning as 
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individuals grow and integrate into communities where their trade, craft or skill is valued and 

needed.  

The Commentary explores and critically discusses the foundations of philosophical thought on 

our understanding of what it is to be a member of society. Discussion across the Commentary 

spans the work of both ancient and modern philosophers and how the senses played a part in 

the creation of educational practices; how the false division of mind and body arose; and how it 

is now imperative that acknowledgment of the part played by the senses and imagination is 

restored to educational practice. The literature discussed presents how practice pedagogies, 

curriculum practices and a personal epistemology have been incorporated into the new model, 

presented in this Commentary, as a contribution to new knowledge, which views education as a 

human-centred, life long journey of learning with our fellow humans. My argument is that this 

journey must essentially involve engagement with modern technologies but must also be 

mindful of creating conditions in vocational education and other educational context which 

nurture and protect the organic cohabitation and sustainability of the lives and resources on our 

planet for future generations. A guiding principle in all my work is that this can only be achieved 

through the innovative, imaginative creation of a society of humankind introduced to a 

vocational system designed to involve and embrace all of the human senses. 

Maxine Green (2005, p.165) describes imagination as having the power to summon up ‘visions 

of a better state of things, an illumination of the deficiencies in existing situations, a connection 

to the education of feeling and a part of intelligence.’   Imagination is therefore not solely found 

in vocational education in the form of facts and figures, statistics and graphs but by the creation 

of critical and perceptive minds; the fostering of creativity involving the human senses; and by 

engaging in the communication of different perspectives to solve complex problems 

collaboratively and cooperatively; inventing novel concepts; sharing the belief that there is more 

than one way of doing things, while remaining mindful that as fallible human beings there is 

always the  possibility that we might be wrong. While no system is perfect, every system is open 

to re-imagining or improving as progression and development are seldom achieved by 

eradicating the current version. The creation of this new model of apprenticeship and vocational 

education, presented in this Commentary, will almost certainly involve new learning and evoke 

resistance from outside and inside the existing system. However, it is my hope that, as with all 

models, it will in time be better than the ones that went before, involve new learning from the 

best and present a view of what ought to be done in the present and in the future. 
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1.4 Scope and Limitations of Model 
The Model for Apprenticeship and Vocational Education (see figure 2) is presented as a 

foundation for developing new curricula in educational institutions and as a template for 

creating mentorship programs in the workplace, with the aim of promoting the apprentices’ 

personal growth and development rather than preparing them for a specific workplace 

initiatives or new technologies. 

 A limitation of the study is that it does not serve as a direct strategy for attracting apprentices or 

learners to apprenticeship programs. However, it is hoped it will inspire the development of new 

curricula that offer a more holistic educational experience—one that engages all the human 

senses and, over time, appeals to a broader and more diverse group of individuals seeking 

skills, upskilling, or reskilling for employment and personal growth. The primary aim is to 

enhance existing vocational education and mentorship systems. 

1.3 Crafts and Trades - Distinction 
At this point it is necessary to differentiate between the trades and crafts. The crafts of 

sculpting, drawing, art, pottery and a myriad of other ‘hand crafts’ involving the use of artistic 

expression can now be studied not only in VETs but in universities and art and design 

institutions and from certificate to degree or doctoral level. When degrees are attained the 

students can then serve internships under professional mentorship, by one or more individuals, 

in workshops, studios or design centres. The word apprenticeship is now more commonly 

attributed to the ‘trades’ of plumbers, electricians, engineering technicians, information 

technologists and other trades which are evolving as technology requires human-centred 

involvement with robots and Artificial Intelligence (AI). Overall, skills and crafts and the arts are 

to be found in practice. Sennett (2009, p.10) describes craftsmanship (encompassing all forms 

of craftsmanship) as the, ‘enduring, basic human impulse, the desire to do a job well for its own 

sake……craftsmanship focuses on objective standards on the thing in itself’. Sennett continues 

to describe the development of skills with two arguments: ‘first, that all skills, even the most 

abstract, begin as bodily practices; second, that technical understanding develops through the 

powers of imagination’ (ibid, p. 10). 

In view of the above, it can be argued that craft, and the system in which it developed to form 

apprenticeship, was rooted in the demands of civilisation and the growth of a society striving to 

improve its progress successfully through the generations. Despite civilisations being separated 

by huge distances, languages and cultures, the system of learning from a more skilled expert 

crafts person has evolved, grown and perpetuated into modern times.  
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1.4 Apprenticeship in the 21st century 
The etymology of the word ‘Apprenticeship’ is based on two concepts one of which dates to 

ancient times from the Latin ‘appraehendere’ meaning ‘to lay hold of or grasp’. The second 

derives from Old French ‘Apprentiz’ meaning to ‘teach or learn’. Ryan (1993) chronicles how 

apprenticeship can be dated to pre-Christian times, circa 628 BC, evidenced by small unbaked 

clay tablets outlining a contract for apprenticeship lasting two years and five months for a fee of 

two shekels of silver, which is legally binding on both parties and holds a penalty clause if the 

contract is broken.  Apprenticeship in the 21st century retains some similarities and is defined 

as a young person (or older)’ learning a trade or craft with another more experienced person’ 

(Oxford English Dictionary, 2024).  However, the practice of apprenticeship training differs from 

one country to another and in an effort to achieve a unified definition of apprenticeship The 

European Centre for the Development of Vocational Training (CEDEFOP, 2024) has recognised 

the term as being constitutive of ‘workplace learning environments combined with Vocational 

Educational Training institutes (VETs)’.  

The Council of Europe (2018) recommended criteria to help member states align economic 

growth with human capital and social development by ensuring quality vocational education for 

youth and adults through the following: 

 

Table 2: Council of Europe (2018) Criteria for Vocational Education 

Stating the acknowledged criteria of an apprenticeship does not account for the multitude of 

different and diverse connotations of how VETs, employers and apprentices embark on the 

apprenticeship route; progress through the different timeframes involved; have access to 

progression within the workplace environment or continue in further and higher education. The 

heterogeneity of the apprenticeship sector is a factor in its definitive description. The continuing 

expansion of the use of the term is further exacerbated with the inclusion of new 

apprenticeships as new disciplines are added to what was historically known as a ‘craft’ term 

and which is diversifying to include workers for ‘green technologies’ and ‘robotic’ and Artificial 

Intelligence (AI) systems as the world evolves and replaces some apprenticeship systems with 

others. It can be argued that this is the very reason why the system of apprenticeship has 
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survived millennia. It is constantly changing with the socioeconomic, environmental, 

educational and cultural demands of humanity and the rapid changes in technology with the 

introduction of AI systems. The origins of contemporary vocational systems, to include 

apprenticeships, are usually found in the creation of modern nation states in partnership with 

industry as means to overcome skills deficits, sustain occupational preparation, to serve 

particular purposes guided by regulated bureaucratic means, societal and cultural sentiments 

and institutional arrangements (Billet, 2026, pp.616-617). 

1.5 Examples of Apprenticeship Systems 
As discussed above, different countries have different arrangements with industry partners in 

formulating apprenticeship schemes. The following outlines some of the more traditional 

outlines of the dual system of time spent in the workplace and time spent in the educational 

setting. 

1.5.1  Ireland 
The Irish apprenticeship system is based on the dual system of time spent in the workplace and 

time spent in FE or VET colleges. It can also have places in Technological Universities where the 

attainment of a Level 6 qualification from the National Qualification Framework of Education 

allows candidates to progress to ordinary degree Level 7 and onwards in specific subjects (see 

Appendix 3). For example, the system for apprenticeship in Ireland to become a state certified 

carpenter or joiner is to be accepted by one of the Irish Government agency ‘SOLAS’ (solas is 

the Irish word for ‘light’) approved apprenticeship providers who will register the apprentice with 

SOLAS, who in turn will register the apprentice with a Department of Further Education institute 

to engage with formal class work.  

The programme spans four years consisting of 7 phases with phase 4 and 6 being completed in 

educational facilities for periods of 10-11 weeks duration.  The internationally recognised award 

for Craft – Carpentry and Joinery is at certification Level 6 on the National Framework for 

Qualifications (SOLAS, 2024).  The apprenticeship pathway for electricians e.g. employed by the 

Electricity Supply Board (ESB) Networks is similar with network training provided in a 

specialised site operated privately by the ESB (see Fig. 2). 
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secure a work placement and register with an FE college for collaborative training in line with 

the Qualifications and Credit Framework (see Appendix 4). 

1.5.4  France and Germany 
In Appendix 5 the Dual Vocational system of education in Germany is outlined which bears 

similarities to the French model shown in Appendix 6. Both countries continue to offer subjects 

from the general academic curricula comprising of mathematics and literature studies to 

students following the vocational route and the general academic route. These are offered in 

conjunction with the specific vocational or technological subjects under study in the vocational 

sections possibly to a lesser degree due to time constraints but nevertheless the arts and 

sciences are included in both sectors of education. 

1.5.5   Innovative new Apprenticeship 
In recent years Sweden and Denmark have begun apprenticeships that are ‘school based’. The 

apprentice is a student based in an educational setting and attending workplaces but 

fundamentally remaining a student and not an employee. In Norway an apprenticeship system 

now exists of a 2+2 model consisting of two years in a vocational college and two years in 

employment (Billet, 2016, p. 617).  

1.6 The Reciprocal Link between Apprenticeship and Industry 
Changing educational systems that are already in existence can be fraught with discontent and 

opposition as Dunne writes in ‘What’s the good of Education’ when reviewing the possibility of 

schools in Ireland defining an agenda of their own which would only in part respond to the 

needs of production but not serve them wholly. Consequently, they would face resistance as 

this direction would cause them to ‘be casualties of the tie broken from the other direction; 

because of their ceasing to feed the goose there would no longer be the golden egg which feeds 

themselves’ (Dunne, 2005, p. 149). 

Apprenticeships still reflect the enduring and reciprocal link between education, production, 

and the economy. Improving any education system is challenging and relies on building a 

collaborative community with a shared sense of purpose and commitment to sustainable 

development. The structure of educating pupils/students/apprentices for participation in the 

economy workforce has been described by Joseph Dunne (2005, p.149) as the, ‘interlocking of 

education and the economic sphere’ and, ‘rendering problematic the ideal of a humanistic 

education without utilitarian purpose’. He continues to state that the motivation to succeed in 

education is now dependent on the rewards or what is on offer at the end of the term of 
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education and not what is occurring during the journey. The ‘external’ rewards are higher pay, 

easier working conditions or a ‘soft’ job with benefits of health insurance, pensions and a 

perceived higher status in society. Dunne is cognisant of the fact that these incentives are 

attractive to all members of society but attainable by only a select number who want and 

achieve the highest grades from a system which often does not serve the ‘intrinsic good ‘of 

education but provides it with an educational currency in a competitive market culture. By 

putting these factors or end rewards, as primary motivators in an educational system it, ‘has in a 

sense gained the world, but in doing so has lost its own soul’ (ibid, p. 150). What then are the 

‘goods’ internal to any system including apprenticeship with its dual system of both 

employment and education? Dunne (2005, pp. 152-153) explains his interpretation of the word 

‘good’ to be confined to the context of a ‘practice’ in which a person is engaged and which 

consists of,  

‘…a coherent and invariably quite complex set of activities and tasks that has evolved 

cooperatively and cumulatively over time. It is alive in the community who are its 

insiders (i.e. its genuine practitioners), and it stays alive only so long as they sustain a 

commitment to creatively develop and extend it’.   

Sennett (2009. P.175) refutes the concept of routine and industrial labour, as depicted by Adam 

Smith as mindless and that a person doing something over and over goes missing mentally, by 

stating that hand skills are rhythmic and can be stimulating and the emotional payoff of one’s 

experience in doing is always constant and the skilled craftsman has extended rhythm to the 

hand and the eye. He quotes Emmanuel Kant (in Tallis, 2003) of casually remarking ‘The hand is 

the window on the mind’. Dunne (2005, p. 155) observes how (young) people can be educated 

through the practice of woodwork, metalwork and music as engaging in the development of a 

practice it frees a person from ‘the tyranny of the ego’ as it focuses on ‘goods’ or practices that 

help people to realise themselves in fulfilling ways. He notes that such drives are not only 

rooted in the past but also present and alive in current society. They are valued and just because 

they are rooted in the body (incarnate) that they, as well as being forms of intelligence with the 

capacity to avoid, ‘technocratic control and become instrumental in bringing about conditions 

that make our social and personal lives more just or fulfilling’ (ibid, p.156). Dunne (2005, p. 145-

160) refers to learners not only as, ‘recipients of instruction’ but also as, ‘participants in 

conversations’ and ‘apprentice practitioners’. These names, as opposed to pupils/students, 

signify the active participation and character of their learning in practice. The attainment of the 

skill of understanding, questioning, making mistakes and beginning again can benefit the 

‘apprentice practitioners’ throughout life.  
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need for knowledge, practical experience, qualifications, learning whilst earning, societal 

integration and a pathway to further knowledge are presented as likely or reasonably likely to be 

a required feature of embarking on an apprenticeship. The last category of requirements seeking 

extra support for disadvantaged people and an external professional body to monitor training 

can be viewed as representing a minority of those taking part in the research. However, the fact 

that the case of minorities has appeared in the research is indicative of the need for these to be 

included in a future framework for apprenticeship training where all are represented and given 

equal, diverse and inclusive (EDI) opportunities to engage in educational progression and 

societal advancement. 

In view of these research findings the question vocational educational institutions should be 

asking is: Can vocational education be re-imagined where apprentices are provided with the 

opportunity to create their own identities through exploration of new content in curricula 

outside their prescribed ‘job related’ skills? Can the Arts be introduced through subjects such 

as Communication Studies? Can Reflective Practices and Project Based Learning activities 

bring forward creativity and team building learning opportunities. I now turn to my Model for 

Apprenticeship/Vocational Education, which emphasizes both learning how to ‘Do’ (Savoir-

Faire) and learning how to ‘Be’ (Savoir-Être). This holistic educational approach aims to develop 

the skills needed to become a constructive, critically thinking member of society, with abilities 

cultivated through engagement of all the human senses.  

The Literature Review explores the foundational philosophy behind the creation of the model, 

drawing on the knowledge, practices, curriculum design, imagination and insights of both 

ancient and contemporary philosophers and educational theorists. It sets the stage for 

understanding how these influences shape the model’s structure and purpose. 
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Chapter 2 – Literature Review 

2. Introduction 
The following literature review presents the philosophies, methodologies of practice and 

development of curriculum design which have informed my life’s work. One of my strongest 

beliefs is in the power of the human spirit and the use of human imagination to create; to create 

a better world for our children and to create a sustainability which will protect our planet’s 

resources and beauty as it faces an existential climate change crisis. But what is knowledge and 

how do we attain it? 

2.1 Knowledge 
The processes surrounding the acquisition and attainment of different forms of knowledge have 

prompted centuries of theoretical discussions from ancient Greek philosophers to the present 

pedagogic practices of teachers, trainers and mentors across the spectrum of settings in which 

education is currently conducted. Competing contributions from the philosophy of education 

represent attempts to explain the origins of educational theory and the relationship to practice 

including how and why educational theory is developed and by whom. These issues continue to 

frame the parameters of educational discourses in the humanities, arts, sciences as well as 

across the field of vocational education. It is generally accepted that education will begin and 

end a process of attaining different forms of knowledge and develop aspects of a person’s 

character to include virtues and values. However, this raises a number of questions including 

the nature and different forms of knowledge and what it means to say that someone knows or 

does not know something and in what way? What is the reach of knowledge, how much can be 

known based on reason, imagination, the senses and the words and works of others.  

2.1.2 The Ancient Philosophers 
In the Western philosophical tradition, the most influential account of knowledge derives from 

the classical Greek scholars, Socrates, Plato and Aristotle. According to Winch and Gingell 

(1999, p.125) the ancient philosophers decreed that for something to be ‘an item of knowledge it 

must satisfy three conditions. Firstly, it must be believed. Second, there must be a good reason 

for the belief – to distinguish a real knowledge claim from a mere lucky guess. Third, whatever is 

claimed as knowledge must in fact, be true.’  This concept of knowledge is generally accepted 

as the basis of continuing debate amongst philosophers and according to the above authors the 

consensus is to, ‘somehow rescue the account rather than repudiate it.’  and ‘Coming to have 

knowledge, on this account, is a process of acquiring rationally justified true beliefs’ (ibid p. 
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126). This traditional model has come to form the bedrock of educational policies and practice. 

However, this model has been contested, expanded and developed in philosophical circles 

from the beginning of the 20th century until the present. The study of knowledge in philosophy is 

known as ‘epistemology’ coming from the Greek word ‘episteme’ (knowledge, understanding or 

acquaintance) and ‘logos’ (account, argument or reason), (Stanford Encyclopaedia of 

Philosophy, 2024).  Epistemologists are concerned, for the greater part with propositional 

knowledge – as opposed to procedural and acquaintance knowledge.  According to Hogan 

(1995) the writings of Plato and Aristotle have led the field in the provision of educational aims 

and provisions but it was the actions of Socrates (found in Plato’s writing as Socrates refrained 

from writing his own words) which form the essence of philosophy’s teachings to be about, 

‘wisdom and truth and the greatest improvement of the soul’ (Apology, 29-30, in Hogan, 1999). 

Hogan continues to emphasise the actions and teachings of Socrates, recorded in Dialogues, to 

be his life’s work, his ‘telos’, (aim or end). Hannah Arendt (in Sennett, 2008, p. 7- 8) in her book 

The Human Condition (1958) notes that, ‘A life without speech and without action is literally 

dead to the world.’  According to Hogan (1999, p.25), ‘the significance of Socrates’ work for 

education lies essentially not in any method, but rather in a particular kind of conviction’. His 

conviction was that by dialogue, discussion, conflict, actions and questioning, humans could 

learn to understand their lives and their places in the world, seek to improve their conditions of 

life and work, and learn how their lives ‘ought’ to be lived.  

Sennett believes that humans have the ability to change their lives and their world ‘if we better 

understand the making of things’ (Sennett, 2008, p. 8).  Plato, the student of Socrates and the 

writer of the dialogues of Socrates, shared his mentor’s belief that the main aim of education is, 

‘to produce a corps of philosopher rulers in whose hands the supreme power of the polis would 

be placed’ (Hogan, 1999, p. 33). However, both philosophers differed in their views regarding 

how this should be attained. Socrates believed in liberal personal quests whilst Plato believed in 

‘obedience to the prescriptions of the philosopher rulers….to attain an unblemished vision of 

the Good’. In Plato’s, theory of Forms, also known as the theory of Ideas, Plato introduces his 

denial of the reality of the material world and the view that it is only a copy of the real world 

consisting of two kinds of things; the apparent world of material objects which can be grasped 

by the senses and is constantly changing (variable) and the unchanging (invariable) and the 

unseen world of Forms comprehended by reason. In his most famous work Republic, Plato 

establishes himself as an accomplished provider of a ‘grand doctrine, which includes theories 

about the human soul, the nature and purpose of the arts,’ (Hogan, 1999, p.34). Plato argues 

that such understandings are all attained through metaphysical theoría (a way of being 
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concerned with eternal principles) and written in his ‘Forms’. Plato advances metaphysics as 

‘the highest form of knowledge’ and attests that through it humankind will attain the ultimate 

truth. He sought to present humanity with ‘a fully adequate account of the nature of human 

beings, of knowledge, of justice, of politics, of art, of religion and, not least, of education.’ 

(Hogan, 1999, p.34). Plato contributes three main facets to Western concepts of knowledge 

which are: 

‘[Firstly] a hierarchical division of knowledge into a higher and spiritual world and a lower 

sensual world, secondly the claim that the higher of the two worlds was one of changeless 

truths while the lower was one where illusions and unworthy arts featured largely among 

the accepted cultural pursuits; thirdly the claim that the higher truths whose source was 

the changeless Idea of the Good were attainable only by the strictly disciplined and 

properly tutored ‘eye of the soul’. (Hogan, 1999, p.36). 

According to Plato ideas, or idealism, represent reality and that there is an ‘objective truth’ held 

in the unchanging world of the Forms. For both Socrates and Plato ideas are an innate part of 

the human psyche and physiology and ideas can be drawn out and developed by discussion and 

guiding questions. In many ways the ancient concept of apprenticeship follows this path as a 

guiding mentor or master craftsman will lead, guide, inspire and evoke an apprentice to develop 

their own craft knowledge as they become their ‘own version’ of a skilled crafts person. Plato 

and Socrates, and later Descartes, concur when they argue that mental prowess is superior to 

physical activity.  Descartes’ theory of Dualism, the separation of mind and body, where mental 

activity is elevated above physical activity is premised upon the teachings of Socrates and Plato. 

Dunne (2005, p.155) is hugely critical of this division which he describes as, ‘the wholly 

distorting split between mind and body’. Dunne notes that this, ‘baleful influence of Descartes’ 

as being one of the main reasons for the lack of strong tradition in the Irish educational system 

in crafts and trades. Yet, despite their critics, the work of Plato, Socrates and Descartes 

continue to have their place in the development of the modern educational system in the 

Western world. Descartes’ ‘thinking and systematic doubt’ philosophy, where everything in the 

world has to be questioned until no doubt of its truth remains, leads the way for sceptical 

thinkers – the humans who question and do not accept a ‘truth’ until it can be proven. These 

traits can be either rebuked or revered in society today as ‘questions’ have the power to open 

doors to discussions and disagreements. They can acknowledge intellectual freedom of 

speech, query different ways of thinking and create a respect for new ways and means of 

arriving at solutions based on logical and predictive methods. Freire, (2004, p.37) refers to 

educands (learners) as ‘critical “significators”, as they come to realise through the acquisition 
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and developments of knowledge that they are ‘cognizing subjects, and not as an object upon 

which the discourse of the educator impinges’, arriving at this reasoning on the part of the 

learner is according to Freire, ‘the great political importance of the teaching act. It is the 

creation of a person who can now become an active participant in a political life – a personal life 

and a life of value’. Yet, their philosophies fostered many questions such as ‘how do we know 

what we know’ and ‘what is the role of the senses in the development of knowledge?’  

For Aristotle good practice stems not from a theory but from reflection on the characteristics of 

the practice itself, the combination of circumstances blended with the types of goodness which 

Aristotle advocates as goodness of intellect and goodness of character, ‘intellectual goodness 

is both produced and maintained mainly by teaching and therefore experience and time are 

required for it’ (Nicomachean Ethics, 11 i). From this teaching by Aristotle, Hogan (1999) draws 

attention to how the ancient philosophy of situation, beliefs, attitudes and practices to which a 

learner has been inducted is the formation of personal moral identity and ethos or ethical 

standing. Apprenticeship, situated in workshops or college classrooms delivers the same set of 

circumstances today as that which existed in ancient Greek discussions by providing education 

through practical engagement. However, in contrast to what Aristotle writes on the theory of 

practice, he believed in the hierarchical divisions of schooling to be followed by the youth of the 

polis, and states that there were certain things they should not learn such as the skills that 

require mechanical prowess as they have ‘a deleterious effect on the body’s condition’ (Politics 

V111, iii, in Hogan, 1999, p.39) and are unworthy of the dignity of a citizen of the polis. Aristotle 

gives a low standing to crafts and trades, referring to them as ‘necessary occupational subjects’ 

(ibid 1999, p.39).  Walsh (in Hogan, 1999, p.45) attributes this viewpoint to ‘Aristotle’s social 

position, rather than anything of philosophical principle’ as Aristotle fails to value, appreciate or 

merit the crafts and technical activities of the time, in contrast to Plato, who advocated the 

physical, the bodily and the material in his metaphysical Forms.  

However, Aristotle does mention techné and he holds that a different type of technical 

knowledge is required with crafts and trades. This is drawn from remarks in the Nicomachean 

Ethics (VI 4, in Mendelsohn, 2024) where he describes this knowledge as that required for the 

construction of a house (Nic. Eth VI 4, 1140a4). In this construction, a craftsperson begins with 

the form of a house in mind, has a desire to bring it about combined with the practical 

knowledge to build it until and ultimately arrives at the actual presence of a house. It follows 

that, even though he does not wish to have the elite of the polis perform the actual work, he 

acknowledges the presence of a specific knowledge in the ‘knowing how’ of the craftsperson 

which he qualifies by stating that a person with craft must know the ‘true prescription’ 
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pertaining to the practice (Nic. Eth. VI 4, 1140a21, in Mendelsohn, 2024). Such general truths 

would include items such as material required, order and design of the building and even if an 

experienced builder they may not have the character to bring about a house in the best or most 

positive way. Aristotle always seeks to identify the way in which a process leading to a better life 

ought to be lived – a view all of the ancient philosophers shared though each prescribed or 

advocated different means to achieve their goal of an improved society. 

The following is an explanation of the key terms and Greek words used by the ancient 

philosophers to describe the different forms of knowledge such as Poiesis, Praxis and Theoria 

which in turn have corresponding words of Techné, Phronesis and Sophia. 

Poiesis, from ancient Greek means the process of emergence of something that did not 

previously exist or a ‘rational goal directed activity of making’ in circumstances where the 

desired end is known (Stanford Encyclopaedia of Philosophy, 2024). Crafts and trades have a 

significant place in poiesis as they engage with a type of knowledge called techné which is 

concerned with things and principles of production.  Heidegger (1977, p.4) states that, 

‘according to ancient philosophy, ‘the essence of a thing is considered to be what the thing is’   

and by means of an example of poiesis, uses the four causes inherent in poiesis, to show the 

essence of a silver chalice as follows:  

(1) The causa materialis, the material, the matter out of which for example, a silver chalice 

is made; (2) the causa formalis, the form, the shape into which the material enters; (3) the 

causa finalis, the end, for example, the sacrificial rite in relation to which the chalice 

required is determined as to its form and matter; (4) the causa efficiens, which brings about 

the effect that is the finished actual chalice, in this instance, the silversmith. (Heidegger, 

1977, p.6) 

From this example of poiesis Heidegger arrives at the conclusion that techné is a mode of 

revealing and has a place in making the finished work present. He continues to call creative 

action a ‘bringing forth’ a ‘Her-vor-bringen’ (Heidegger, 1977, p.10). In this philosophical view all 

art, crafts and trades can be viewed as being modes of revealing beginning with raw materials 

and producing or bringing into being something that previously did not exist. Heidegger 

continued to uncover the primal nature of ‘Being’ and he uses the German word for ‘existence’ 

which is ‘dasein’, to form Heidegger’s ontological concept of ‘Dasein’. A concept which 

describes the event of a person who is constantly engaged in the world, cares for the world and 

through their projects are part of Being-in-the-world. Heidegger says, ‘We have to clarify for 
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ourselves what it signifies that man has a relation to the works that he produces.’ (Heidegger, 

1995, p.117). 

Praxis, is the process by which a lesson, theory or skill is enacted, embodied, realised or 

applied. Praxis may also refer to the act of engaging, applying or practising ideas. It is the 

process of using a theory or something learned in a practical way (Cambridge Dict., 2024). 

Freire (1972, p. 52) describes praxis as, “reflection and action upon the world in order to 

transform it”. He argues that it is not enough for people to study the world, they also have a 

responsibility to act to create a better world. 

Theoria, from the ancient Greek word for thinking is assigned with Poeisis (making) and Praxis 

(doing). The activity of theoretical wisdom is what Aristotle calls contemplative study (theoria); 

he has in mind the study of subjects such as metaphysics, mathematics and natural science. In 

his view, the activity of contemplating these subjects is the finest activity for a human being. It is 

the activity of the most divine element or part of a human being  

Phronesis: Aristotle uses the word phronesis to describe the type of wisdom or intelligence 

concerned with practical action. It is distinct from the production of goods or the formulation of 

a product as it is based on good judgement and excellence of character and habits. Practical 

wisdom, or phronesis, requires a person to have all the virtues so as to be sensitive to the 

demands of not only the end goal but the means to achieving it with virtue (Nic. Eth VI 13, 

1145a1-2, in Mendelsohn, 2024). It calls for the person to have the ability to navigate between 

what is right and what is right under the prevailing circumstances which may result in two 

distinct and separate actions. It is a higher form of wisdom, rising above the actual achievement 

of attaining a goal, but in so doing brings together the good and ethical ideals of a good and 

virtuous life’. Carr (2005, p. 39)  places Aristotle’s two modes of non- theoretical reasoning as 

follows: a) Techné (technical reasoning) containing Poiesis – ‘the value free ‘means-end’ 

reasoning where the end can be clearly specified in advance of and hence known prior to and 

practical means to produce it’, and b) Phronesis (practical reasoning) or how to act in a morally 

appropriate way when presented with situations where the action itself is called praxis. 

Phronesis is a ‘moral intellectual virtue rooted in a natural human capacity’ which is ‘to do the 

right thing in the right place at the right time in the right way’ (McIntyre, 1981:141, in Carr, 2005, 

p. 39).  Gaining phronesis requires experience, according to Aristotle who wrote that: 

...although the young may be experts in geometry and mathematics and similar branches 

of knowledge (sophia), we do not consider that a young man can have Prudence 
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(phronimos). The reason is that Prudence [phronesis] includes a knowledge of particular 

facts, and this is derived from experience, which a young man does not possess; for 

experience is the fruit of years. (Aristotle, VI. 8-5 1142). 

2.1.3 The Modern Philosophers 

The demise of the Greek and classical traditions of practical philosophy and the beginning of 

modern philosophy can be attributed to the rejection of Aristotle’s philosophies in the 

seventeenth century and the rise of ‘Descartes’ search for the a priori foundations on which 

certain knowledge could be erected’ (Carr, 2005, p.40). Descartes brought about a change in 

thinking away from the concepts of the ancient Greeks, and in doing so he brought philosophy 

back into the realm of Western thought creating debate, acceptance and opposition to his 

writings and theories but achieving active engagement in the pursuit of keeping philosophy alive 

and pertinent to the human search for improvement in many fields of the sciences, 

environment and culture of humanity. In his philosophical essay Discourse on the Method 

(1637) Descartes devises a method for discovering truth in any situation by his methodological 

stripping down of its component parts and assembling them together again but if there is doubt 

at the final conclusion then the entire concept is rejected. This became known as Cartesian 

Doubt and methodological scepticism. His famous theory was based on the Mind-Body Duality 

problem where he believed that the mind and body were closely linked but were distinct 

entities. Descartes’ theories are rejected by many philosophers today, including Joseph Dunne 

(2005, p.155) as mentioned earlier, who blames Cartesian theories for the ‘baleful influence’ on 

the lack of practical craft skills teaching in Irish schools. However, Descartes put forward 

theories which prompted debate and led to the foundation of many schools of thought within 

philosophy in later decades. As the conversation grew so too did the fields of thought 

surrounding practical philosophy such as Idealism, Positivism, Empiricism and Pragmatism 

and more, all leading to establishing a place for philosophy in the sciences, law, medicine and 

education. 

One of the most important influences on the philosophy of education and the pursuit of 

knowledge in the 20th century was John Dewey, the philosopher, psychologist and educational 

reformer. Dewey was a leading proponent of the American school of thought known as 

Pragmatism and in his letters to the humanist, Corliss Lamont in 1961 in Columbia University, 

he describes himself as follows: 
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"I have come to think of my own position as cultural or humanistic Naturalism…….. Since it 

is a philosophy in question and since philosophers from the time of Aristotle-and before-

have used the word 'Nature' in a fundamental sense.’ (Lamont, 1961). 

Dewey rejected the dualistic theories of Descartes and those of modern philosophy in favour of 

the view that showed knowledge as being an active collaboration between humans and their 

environments. This interaction and active collaboration are not done passively or merely from 

an observational standpoint but requires the mind and body to combine, using all the senses, 

to negotiate a path through life, sometimes manipulating the environment in order for the 

human organism, involving action, to proceed.  Dewey, wrote extensively on education and 

many other social issues of his time, especially in popular publications such as the New 

Republic. However, the main focus of Dewey’s philosophical work was centred on the ‘theory of 

knowledge’ or ‘epistemology’. The latter term he rejected and preferred the terms ‘theory of 

inquiry’ and ‘experimental logic’ relating to his own work. ‘Dewey’s approach understood 

thought genetically, as the product of the interaction between organism and environment, and 

knowledge as having practical instrumentality in the guidance and control of that interaction 

which he termed ‘instrumentalism.’ (Field, 2024).  

Field (2024) describes the five phases in a pattern of inquiry in human problem solving 

originating from Dewey’s Analysis of Reflective Thinking (1933) which includes emotion and 

reason beginning with; the feeling of something amiss or a doubt  the problematic situation 

where the human organism is prevented from continuing the fulfilment of a need or a desire, the 

reflective phase engages with the cognitive elements of inquiry (ideas, suppositions, theories 

etc.) are imagined as hypothetical solutions to the problem, the process involves the use of 

reason to isolate the subject matter surrounding the initiation of the situation and can be 

iterative and the final phase is the employment of the solutions through action. Dewey’s inquiry 

pattern is not linear, or to be followed exactly but it does provide a schema of how thinking 

unfolds in the rational empirical sense (Hildebrand, 2024). The process when reconstructed is 

no longer human thought but is part of the existential circumstances of human life. Dewey 

viewed the ‘arc’ as ignoring pre-determined aims and showed the fallibility of looking at results 

without first looking at the other components of human conduct such as instinct, curiosity, 

perceptions, emotions and conscious thought and as a pragmatist Dewey accepted the 

fallibilism which was characteristic of this field of philosophy. This viewpoint argues that any 

proposition deemed to be ‘knowledge’ is provisional and is accepted only upon its basis in 

providing relevant understanding of the world as the foundation for human action (Field, 2024). 
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In How We Think (1910, p.67) he wrote of truth as a statement of things, ‘as they are’ not in a 

void but in a shared progressive experience such as a friendship or having things in common 

with fellow humans. He suggests that ‘genuine freedom, in short; is intellectual; it rests in the 

trained power of thought, in ability to ‘turn things over’, to look at matters deliberately, to judge 

whether the amount and kind of evidence requisite for decision is at hand, and if not, to tell 

where and how to seek such evidence, (Dewey, 1910, p. 66-67). In today’s world we would refer 

to this process as a problem-solving technique and one which can be fostered and learned. 

2.1.4 Experience and Mind 
Throughout his life’s work Dewey developed the concept of ‘experience’ showing that it was 

fundamental in rebutting subjectivism in psychology and was central to his accounts of 

existence and nature. In his book Experience and Nature (1929) Dewey contends that the ability 

to control the dynamics of a situation or process when ‘mastered in actual experience 

constitute tools, techniques, mechanisms etc. Instead of being foes of purposes, they are 

means of execution; they are also tests for differentiating genuine aims from merely emotional 

and fantastic ideals’ (Dewey, 1929, preface iv). He believes that social interaction affected by 

communication, through language and other tools, does away with the ‘alleged necessity of 

dividing the objects of experience into two worlds, one physical and one ideal’ (ibid, preface iv). 

This is Dewey’s rebuttal of the Cartesian separation of mind and body and is also a criticism of 

past metaphysical quests for certainty and the appearance of reality.  He states that the 

‘character of everyday experience which has been most systematically ignored by philosophy is 

the extent to which it is saturated with the results of social intercourse and communication’ and 

that the, ’Mind is seen to be a function of social interactions, and to be a genuine character of 

natural events when these attain the stage of widest and most complex interaction with one 

another.’ (ibid, preface iv). He constantly stresses the importance of recognising the value of all 

aspects of human experience and viewed knowledge as arising from an active adaptation of the 

human organism to its environment.  

As Dewey’s theories on education and human knowledge acquisition spread, a similar growth in 

phenomenology was being fostered by philosophers such as Martin Heidegger and Edmund 

Husserl in their study of the objectivity and reality of the world as it impacted on human lived 

experience. Amongst the most prevalent phenomenological philosophers of the 21st century 

was Maurice Merleau-Ponty and his main contribution to philosophy is his theory of the role 

played by human perception and how it contributes to knowledge and how humans experience 

the world. Merleau-Ponty engages with the sciences, especially psychology and cognitive 
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science, and through their scientific experiments on humans, often brain damaged e.g. the 

Schneider case, emphasized his theory that the body is the primary source of knowing the world 

(Toadvine, 2023). For Merleau-Ponty, this function lies at the existential heart of becoming 

human — it is only when we project the world following our various intentions (e.g. practical, 

cognitive, aesthetic) that the world and its objects take on meaning, ‘as a perceptual 

consciousness, as the subject of a pattern of behaviour, as being-in-the-world or existence’ 

(Merleau-Ponty, 2005, p.409). This theory is in direct opposition to the previously long held view 

of philosophy that places consciousness as the source of knowledge and opposed Descartes 

‘cogito’ (from cogito, ergo sum – I think, therefore, I am.) to be replaced by the body subject (le 

corps propre) where the essences of the world are existential and mutually engaged with each 

other (at grips – prise) and dynamic. He is placing the body as a mediator between 

consciousness and the external world denying the ‘I think’ in place of ‘I can’ as the locus of 

intentionality and the primacy of perception where he states, as my own existence is carried by 

my body, that knowledge-acquiring apparatus.’ (Merleau-Ponty, 2005, p. 409). 

Merleau- Ponty argues that through human involvement or ‘being in the world’ the perceiver 

tacitly experiences all the perspective the object has to offer within the framework of its 

environment along with potential perspectives. John Locke, in his essay Essay Concerning 

Human Understanding, had stated ‘there is nothing in the mind which was not first in the 

senses’ (Smith et al., 2004) to which Merleau-Ponty argued that perception was not the causal 

product of atomic sensations but it was an active dimension of itself a ‘third genus’ (Merleau-

Ponty, 2005, p.408). Throughout his later works Merleau-Ponty portrays the style of artists as 

not merely subjective but as historical means of expression that begins with perception. In his 

final essay ‘Eye and Mind’ he says it is ‘by lending his body to the world that the artist changes 

the world into paintings’ (Merleau-Ponty, 2007, p. 16/353, in Toadvine, 2003). In these words he 

depicts the artist’s perception of the embodied world and how they ‘see’ through their 

treatment of colour, depth, line and movement. In the ‘Prose of the World’ he notes how 

language is derived from a more primordial function which was ‘genuinely creative, expressive 

and communicative’ and in ‘Visible and Invisible’ described literature, music and the passions 

as ‘the exploration of an invisible and the disclosure of a universe of ideas’ (Merleau-Ponty, 

2007 P. 196-149, in Toadvine, 2003).  

The above philosophers Socrates, Plato, Aristotle, Locke, Dunne, James, Dewey and Merleau-

Ponty and many more, differ in their views on what constitutes human knowledge and how it is 

attained and retrieved from the mind for active participation in the real world. History can be 
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interpreted by humankind, the oppressed and the oppressor, from different and opposite views 

and perceptions, so too can philosophers’ views and theories. The philosopher Daryl Koehn, in 

reply to Richard Rorty’s views on Plato and the inevitable historicity of human life, states, ‘all we 

can ever see and 'know' are shadows cast by an inherited worldview,’ (Rorty, 2006, p. 209). 

However, Rorty’s views follow Dewey in his belief that human progress is achieved by, ‘realizing 

that we are better informed and more imaginative than our ancestors’ and can ‘be freer and 

happier if we think of ourselves as imaginative self-creators rather than as striving to discover 

the way things really are in themselves.’ (Rorty, 2006, p.210).  

2.2 Practice   
Joseph Dunne defines the term ‘practice’ in his work ‘What’s the good of education?’ (Dunne, 

2005, pp. 152-153) as follows: 

 ‘… a coherent and invariably quite complex set of activities and tasks that has 

evolved cooperatively and cumulatively over time. It is alive in the community who 

are its insiders (i.e. its genuine practitioners) and stays alive only so long as they 

sustain a commitment to creatively develop and extend it – sometimes by shifts 

which at times may seem dramatic and even subversive’. 

According to Dunne (ibid.) there are standards of excellence within a practice which are 

in constant states of ‘redevelopment and redefinition’ by both current practitioners and 

those who aspire to become practitioners in the future. Dunne includes in his range of 

practices many examples extending from cabinetmaking to rearing a family, from farming 

to chess and from soccer to weaving. In this way he illustrates the full range of human to 

human interactions in all walks of life and in everyday ventures within society that 

warrant description as a practice. Dunne goes on to point out that engagement fully 

within a practice requires the tasks of the practice to challenge and benefit the 

practitioner not only in the successful competent completion of the process but also in 

the acquisition and development of the moral qualities that transcend it. The striving to 

attain the best outcome within a practice, for Dunne, embodies the moral qualities of,  

‘honesty, and humility (in admitting the shortcomings of ones’ attempts) as well as 

patience and courage in sticking at a task……and a sense of justice and generosity in 

cooperating with others in projects that require a kind of partnership which overrides the 

rivalries of individuals’ (Dunne, 2005, p.153). Dunne calls these qualities the, ‘internal 

goods’ of a practice and distinguishes them from the external goods which overlap 

practices such as, ‘money, status [and] reputation’. Dunne credits his definition of 
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practice on the work of McIntyre’s After Virtue (1981) and Carr’s ‘What is an Educational 

Practice?’ (1987). Richard Smith (1995) in his review of Dunne’s 1993 book ‘Back to the 

Rough Ground: 'phronesis' and 'techné' in modern philosophy and in Aristotle’ quotes 

Dunne as describing a practitioner as someone who, 'is constituted through the actions 

which disclose him both to others and to himself as the person that he is' (Dunne, 1993, 

p. 263, in Smith, 1995, p. 213).  

Carr, (1997, p.164) describes how the modern version of an educational practice begins 

with the recognition that, ‘our contemporary concept of educational practice is the end-

product of an historical process through which an older, more comprehensive and more 

coherent concept has been gradually transformed and changed. Ryle presents an 

argument stating that since one cannot ‘know that’ something is the case unless one 

already ‘knows how’ it stands that ‘knows how’ is prior to ‘know that’ and as Ryle states 

‘practice is not the step-child of theory’ but is the reverse and is shown as, ‘efficient 

practice precedes the theory’ of it. (Ryle, 1949, in Carr, 1987, p.165). 

Carr argues that ‘practice’ has such a plethora of meanings that the search for criteria 

which can provide a concept of educational practice with a definitive meaning 

presupposes it has unity and simplicity which it does not have as practice is not defined 

by its relationship to theory and that practice is not a ‘stable and static concept where 

any philosophical analysis of it meaning, its history, will only be of incidental or 

antiquarian interest’ (Carr, 1987, p.166).  

2.2.1 A view from History 
With reference to ‘antiquarian interest’ Carr argues that it is only through history that an 

appreciation of why education in now construed as a ‘practice’.  The Greek word ‘praxis’ 

he notes, does not completely translate to our term ‘practice’ as its conceptual structure 

puts practice as a distinctive way of life – a life devoted to right living through the pursuit 

of the human good. It was different from a life devoted to ‘theoria’ – the contemplative 

way of life of the philosopher or scientist. The ancient Greeks used the terms praxis and 

theoria (practice and theory) not just as a means of distinguishing knowledge and action, 

thinking and doing, ‘knowing that’ and ‘knowing how’ but as two different socially 

embedded human activities. However, good deliberation is dependent on phronesis or 

practical wisdom, the most valued and supreme intellectual virtue of knowing, the 

knowing ‘when’ and ‘how’ to apply phronesis in a particular situation demands the 

experience and knowledge of a wise practitioner.  Phronesis is the combination of good 
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judgment and action. Dunne (2005a, p. 375-376,) in ‘An Intricate Fabric: Understanding 

the Rationality of Practice’ outlines the key features of phronesis that have to do with, 

 ‘… its role, a role as an action-orientating form of knowledge, its irreducibly 

experiential nature, its non-confinement to generalised propositional knowledge, its 

entanglement (beyond mere knowledge) with character, its need to embrace the 

particulars of relevant action-situations within its grasp of universals, and its ability 

to engage in the kind of deliberative process that can yield concrete, context-

sensitive judgements.’ 

Dunne refers to his deliberations as ‘neo-Aristotelian’ in his argument against the use of 

technical rationality in the course of creating good educational practice. He emphasises 

that ‘significant human goods are not achievable by any system, bureaucratic or 

otherwise’ (Dunne, 2005a, p. 382) and that the practice of education is not just a view of 

‘the practitioner’ constructing the practice but ‘there is a stronger sense in which the 

practice constructs the practitioner’ and where the collective goods and standards of 

other practitioners set ‘the horizon’ and ‘establishes the practice as a collective and 

communal space’ (Dunne, 2005a, p.382). Dunne’s love of philosophy, the philosophy of 

education and the human spirit is evident in his appeal against bureaucratic statistical 

research in education stating that the stories, the characters, the significance of 

episodic engagements, the communications, the sense of belonging to a community 

within education and practice is in itself a fount of knowledge where successes and 

failures of projects and schemes can be utilised for further development of policies and 

direction. He concludes his writing on practice as follows: 

‘It was Aristotle himself who long ago suggested in the Poetics that drama and story 

can instruct and move us precisely because, in their depiction of particular cases 

and characters, they reveal – without necessarily stating or explaining – universal 

themes. And in this, as in much else, perhaps contemporary theory of the practical 

can still learn from ‘the Philosopher’ (Dunne, 2005a, p.386). 

Following on from Dunne’s vision of educational practice being a, ‘collective and 

communal space’ Kemmis and Grootenboer (2008, p. 2) state in ‘Situating Praxis in 

Practice’ that, ‘The relationship between the individual and a state, society, culture or 

class is one of mutual constitution: ……..[and] as human beings and especially as 

persons with human agency, we are constituted through our relationships with others – 

culturally, socially and economically.’  Amongst others we find our ‘selfhood’ where we 
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share language (sayings), activities and practices (doings) and we become part of 

groups, families, and occupations (relatings). These ‘sayings’, ‘doings’, and ‘relatings’ 

constitute our lived relationships others, become ingrained in our experiences and we 

adapt to fit into a, ‘cultural, discursive, social and material world’ as if it was waiting for 

us to participate in its development (Kemmis and Grootenboer, 2008, p2). The authors 

continue to outline how teaching practitioners, as individuals, and as part of the 

educational practice should have dispositions following Aristotle’s teachings and be: 1) 

well informed (episteme) and put knowledge into practice by theories (theoria); 2) have 

the technical skill to achieve educational aims by appropriate means (techné) which are 

put into practice by action (poiesis) and 3) aim to act prudently (phronesis) with practical 

action (praxis). Kemmis and Grootenboer added another disposition to the three 

mentioned above which they refer to as a ‘critical disposition’ or ‘knowledge constitutive 

interest’, guided by the telos (aim) of overcoming irrationality, injustice, suffering where 

the subsequent action is referred to as ‘emancipatory action’. 

2.2.2 Society, Economics and Culture 
These good intentions, and actions drawn from them, are not enough to constitute a 

good educator as Karl Marx said in his ‘Theses on Feuerbach’ (in Kemmis and 

Grootenboer, 2008, p.3.), ‘changed men are products of changed circumstances and 

changed upbringing, …… that it is men who change circumstances and that the educator 

must himself be educated’. The educator, teacher or mentor in this view is seen as a 

product of their own circumstances and experiences which has come about by others’ 

circumstances and experiences in the evolution of policy, theory, conformity or 

constraints on the individual’s practice. These properties have arisen from the collective 

knowledge of groups, professions, and many other types of groups, and are ‘codified in 

the form of theories and traditions’ and ‘carried in culture and discourses’ within the 

groups through time (Kemmis and Grootenboer, 2008, p.4). Learning through encounters 

with experienced individuals (as in apprenticeship) leads to the development of the 

dispositions above and occurs in a ‘sea of discourse’ (ibid, p.4) where the world is offered 

to the educator and the educand through everyday language, through the specialised 

discourses of different fields of science and the arts and through continuous shaping 

and reshaping of problems old and new with new technologies, ideas and skills.   

The dispositions of episteme, techné and phronesis are continuously being developed 

and formed through cultural and discursive activities such as reading, writing, speaking, 

listening and all forms of interactive communication in physical proximity or through 
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language is part of the ‘game’ of understanding and agreement between people. He 

based his view on practice through his observations of the Shaker religious sect’s 

preparation of herbal medicine and its division of time, space and labour in a social 

milieu. (Mahon et al., 2008). 

2.2.3 Communities of Practice 
The singular element necessary for discourse within a practice is that participants must 

share a sufficiently common background knowledge of a topic to be able to agree about 

something in words. This knowledge is the essence of learning a skill or serving an 

apprenticeship in any field of expertise or educational setting from medicine to carpentry 

and from science to the arts. The common language within a practice is learned through 

experience, listening and watching more experienced others and by emulating the rules 

and constraints of the practice evolved through envelopment in its history, settings and 

time.  Another view of practice is based on the individual in the form of Lave and 

Wenger’s concept of how individuals develop knowledge and identity in communities of 

practice. Cognitive anthropologists Jean Lave and educational theorist Etienne Wenger 

coined the term “community of practice” when studying apprenticeships (apprentice 

tailors) as a learning model in their 1991 book Situated Learning. The term referred to the 

community that acts as a living curriculum not only for an apprentice but also for those 

surrounding them. Learning occurs in a ‘participation framework’ not only in the mind of 

the participant but also as part of the community. The learning occurring in the 

community of practice is dynamic and inclusive based on three main characteristics of: 

Domain, Community and Practice. ‘Communities of practice are groups of people who 

share a concern or a passion for something they do and learn how to do it better as they 

interact regularly’ (Wenger-Traynor, 2024). Writing this definition Wenger-Traynor has 

effectively posited three interlocking features of a community of practice in one 

sentence: ‘share a concern’ is ‘Domain’, ‘something they do’ is ‘Practice’ and interact 

regularly is ‘Community’. Their relationships are built on their willingness to share and 

help each other and their caring for their domain. Artists, writers, architects, plumbers, 

electricians may not work together, and often work alone, but within a community of 

practice they will meet to share their experiences and knowledge; Practice: members of 

a community of practice are not just interested in talking about their experiences or work 

but are practitioners who share their experiences through stories, materials and tools 

and are involved in a shared practice which is continuous and dynamic. It contributes to 

a collective sharing of knowledge and practices, sometimes informal, but always 
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continuous and a source of learning. Lave and Wenger (1991, p. 94, In Kemmis and 

Grootenboer, 2008, p. 8) put forward a ‘decentred’ understanding of education where the 

learner actively participates in a community of practice. They state that, ‘understanding 

that mastery resides not in the master but in the organization of the community of 

practice of which the master is a part’. This statement would support the fact that a 

framework of collaboration and co-operation is essential for a healthy and progressive 

apprenticeship training system to be re-imagined in modern times and to include the 

participants and masters as active agents in the discursive process.  It is a system which 

is inclusive of the practices’ aspirations of craft and trade mastery apprentices are 

introduced to practices and become worthwhile and valued participants of society. 

Nielson (2010) presents specific features of learning processes which occur in an 

apprenticeship as:  learning in a community of practice, learning through participation in 

practice, bodily learning and imitation and learning through assessment of practice. 

The fact that apprenticeship is referred to as a ‘dual’ framework where sites of learning are 

spread over two distinct environments (the educational institute and the worksite, office, studio, 

factory etc.) is not conducive to the fact that an apprenticeship is a ‘singular state of learning’ 

for the apprentice.  

2.2.4 Learning through Participation and Imitation 
Apprenticeship learning in the ‘dual’ system of workplace and educational institution requires 

the apprentice to become part of two communities of practice. Each dealing with the 

relationship between different forms of knowledge and concepts of practice in different ways. 

a) In the workplace, which is usually an area totally dedicated to the production, 

maintenance, servicing, creation or preparation of materials and goods, the apprentice 

learns to complete tasks within a multigenerational workforce with its own particular 

rhythm and language where the main purpose is the successful continuation of 

production or service. The education and training of the apprentice may often fall to one 

mentor or instructor to demonstrate tasks and over time there can be a variety of 

mentors if the apprentice is working in a large facility with different departments, 

materials and resources.  

b) In an educational environment the emphasis is on the learner, situated in classes or 

designated work areas, with peers at equal stages of learning, where course work is 

presented in a structured, scaffolded format with professional educators and a 

curriculum designed for purpose. Both communities of practice have different social, 
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environmental and educational methods with varied means and modes of presenting 

the learner with the opportunity to engage in the process. 

Learning through participation in practice occurs in the workplace when tasks are presented to 

the learner on a daily basis until learning occurs. The practice is often initiated by instruction, 

without the necessity of a theoretical background, and is often different from an educational 

institution where theory and principles are, for the most part, learned first before the learner is 

required to put the learning into practice. Nielson (2010) emphasises the role played by 

‘responsibility’ in the workplace environment as the apprentice takes ownership of the 

completion of the tasks assigned and by doing so becomes part of the larger workforce who will 

come to rely on the apprentice’s success and engagement in the finished process. The learning 

process is complete when the apprentice demonstrates competence in fulfilling the assigned 

task and is assigned more complex tasks on a ladder of increasing responsibility. This usually 

involves tacit implicit knowledge as each stage demands more skilled and responsible actions 

from the apprentice in what Lave and Wenger (1991) described as a ‘learning curriculum’.  

Bodily learning and imitation in apprenticeship is most often based on daily routines which 

become part of the apprentices actions as they become familiar with their bodies interaction 

with tools, materials and machinery. The body is the source of learning. The movement 

throughout the workplace, the position of tools and equipment (from pens to drills) on 

workstations, the placing of objects within reach for easy and safe access, are all part of the 

apprentice’s bodily learning which is founded in the mind-body or embodied mind theory which 

totally refutes the beliefs of Descartes’ theory of mind-body dualism where the mind and body 

exist in separate categories. Gilbert Ryle in his 1949 book The Concept of Mind states that 

Descartes made a’ big mistake…a category mistake’ (Ryle, 2009, p.6) as the body and mind are 

intertwined and inseparable. He refers to the theory as follows: ‘Such in outline is the official 

theory. I shall often speak of it, with deliberate abusiveness, as ‘the dogma of the Ghost in the 

Machine’.’ (Ryle, 2009, p.5). The term has evolved to become synonymous with science fiction 

and the possibility of an emerging consciousness within computers but was coined by Ryle as a 

critique of Cartesian mind-body dualism. Lakoff and Johnson, (1999, p, 17) in their book 

Philosophy in the Flesh, argues: 

“These findings of cognitive science are profoundly disquieting in two respects. 

First, they tell us that human reason is a form of animal reason, a reason 

inextricably tied to our bodies and the peculiarities of our brains. Second, these 

results tell us that our bodies, brains, and interactions with our environment 
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provide the mostly unconscious basis for our everyday metaphysics, that is, our 

sense of what is real…….. Our sense of what is real begins with and depends 

crucially upon our bodies, especially our sensorimotor apparatus, which 

enables us to perceive, move, and manipulate, and the detailed structures of our 

brains, which have been shaped by both evolution and experience.” 

Sennett (2008) in his book The Craftsman devotes separate but interlocked chapters on The 

Workshop, The Machine, The Hand and Arousing Tools. The chapters are rich in philosophical 

histories and stories of human engagement with the world through the senses of smell, taste, 

touch, hearing and sight and the part played by the raw materials of the earth, when in the 

hands and minds of humans, are transformed into wonderous (and sometimes terrifying) feats 

of creation and invention. From substances such as clay, stone, wheat and uranium, humans 

have created a world of glass making, cooking, sculptures and atomic power. From small 

workshops and common tools the embodied human mind has used its power to create beauty 

and danger – its own Pandora’s box.  

The engineer and writer Mike Cooley (2013) remembers the images of craftsmen working in the 

small Irish town of Tuam in Co. Galway, his birthplace, in his poem ‘The Grand Tour, Images of 

Craft Skills in 1940s Tuam’. He evokes the sense of embodied mind as the ‘artists/craftspeople’ 

used their ‘embodied knowledge’ in the lines: 

 

Figure 4: Excerpt from 'The Grand Tour, Images of Craft Skills in 1940's Tuam' by Mike Cooley (2013) 

The final part in an apprentice’s learning journey is the learning through assessment of practice. 

It is the time before becoming a ‘master’ or ‘journeyman’ where assessment of skills, acquired 

over time, are frequently assessed to gauge progression and completion in line with acceptable 

‘It was a place of unselfconscious artists/craftspeople 

whose embodied knowledge is that marvel, human 

skill 

which causes inert tools to spring into life as biddable 

extensions of the knowing hand, producing art concealed 

as work which always revealed the hand of the 

maker. 

Where tools and materials supported those, skilled with 

talents fine-tuned over centuries 

and whose tacit knowledge and sense of quality 

lurked in unpretentious work spaces.’ 
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standards. Sennet (2008) adds three human’ expressive directions’ to the arrival at the point 

where the undertaking of a task/craft/apprenticeship is reached – where the use of expressive 

tools have guided the craftsman to reach or attain a goal (not necessarily the end of the road) 

but a stage or step on the ladder and these are, ‘sympathetic illustration, which identifies with 

the difficulties a neophyte encounters; scene narrative which places the learner in a strange 

situation; and instruction through metaphor, which encourages the apprentice to reframe 

imaginatively what her or she is doing’. He stresses the use of ‘imagination’ in the ‘use of tools’ 

and ‘in labor, as in love, progress occurs in fits and starts.’ (Sennett, 2008, p.238). The progress 

of learning in an apprenticeship is varied especially if the apprentice is ‘serving two masters’ 

which can often occur within the workplace and in the dual system between the workplace and 

the educational institution. Sennett (2008, p.238) offers wise words when frustration and failure 

loom in the pursuit of a craft and skill, he says, ‘we are complex organisms’ and it is through 

perseverance, practice and observance of the expressive tools, ‘the more that person will gain 

the craftsman’s emotional reward, the sentiment of competence.’ 

2.3 Curriculum 
In a vocational education context, where the design and development of a meaningful 

curriculum for apprenticeship requires collaboration between educational institutions and 

employers, there is a danger that the vocational courses are reduced and commodified focusing 

narrowly on producing a specific skill set for particular jobs or single employers. This 

reductionist positioning of knowledge and training are seen as modes of capital and result in, 

‘commodifying the potential of human beings’ (Duckworth & Smith, 2018, p.  530).  Hyland in his 

work, Theory, practice and performance in teaching: professionalism, intuition and jazz (2002, 

p.5), raises awareness of ‘the commodification of professional knowledge’ and the 

‘marketisation’ of education with ‘the rise in prominence of competence and outcome-based 

strategies’. While Duckworth and Smith discuss skills training at the apprenticeship level in 

further education and Hyland focuses on the professional development and training of teachers 

at higher education level they are all concerned about the commodification of knowledge 

purposely built for ‘employability’. The above authors highlight the fact that these ‘market value’ 

strategies overlook the importance of human value and virtue and do so without consideration 

to the main aim of education which is, through the instrument of the curriculum, to create and 

enhance the human condition and lived experiences of humanity within a structured caring 

society.  With these human values in mind, the central question becomes: how should a 

curriculum for apprenticeship be designed and developed? To address this I now consider 

critically how curriculum theory and design have been defined, evolved and been adapted in 
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educational settings and in particular how the future development and implementation of 

vocational curriculum content can be enhanced by the inclusion of the Arts, modern 

educational technologies and practical real world teaching methods of project and problem 

based learning activities. 

2.3.1 Curriculum Design and Development Definition 
The word ‘curriculum’ is derived from its Latin roots meaning ‘a running’, ‘a race’ and ‘a course’ 

with secondary meanings of a ‘racecourse’ or a ‘career’ (Egan, 1978, p.66). Egan describes how 

the Roman statesman and philosopher, Cicero, used the word curriculum to describe both 

‘content’ and ‘temporal’ meanings in his writings. Slattery (2017, p.184) defines, ‘curriculum as 

a process rather than simply an object’, which is constantly evolving and never a static 

phenomenon. This view of fluidity and continuum is supported by Gardner who notes that every 

period of history has its own foremost statements or principals of explanation (Gardner, 2011, 

p.14) and the subsequent links to the past are eloquently described by James Joyce in his novel 

A Portrait of the Artist as a Young Man (2000, p. 273) when he states, ‘The past is consumed in 

the present and the present is living only because it brings forth the future’.  Eisner, (1979, p. 34 – 

35) expands on the term ‘course to be run’ (currere), by stating the perception of the course 

infers obstacles and tasks to be completed and includes a marked beginning and an end. He 

uses the metaphor of the racetrack to show how education is a, ‘preplanned series of 

educational hurdles and an entire range of experiences’. However, Stenhouse (1975, p. 105) 

prefers to define curriculum as, ‘the curriculum problem’ and as such the problem becomes 

one of, ‘relating ideas to realities, the curriculum in the mind or on paper to the curriculum in the 

classroom’.  Ornstein and Hunkins (2018, p. 26) state that defining the curriculum is important 

to provide, ‘scope and diversity’ within an educational system. They offer several practical 

definitions of curriculum viewing it as a field of study, a map or a plan of content and timings, a 

planned and unplanned presentation of experiences and as a selection of subjects offered in 

specific groups or professions. They present the view of achieving, ‘success’ in curriculum 

development as having a, ‘plethora of meanings: attaining standards, liberating minds, 

indoctrinating, opening intellectual horizons, scoring high on tests, [and] knowing the mores of 

particular cultures.’ (ibid, p. 210). The ultimate challenge confronting curriculum designers 

therefore is to encompass philosophical, social and political views of a contemporary society 

together with those of the individual learner and groups of learners.  Biesta (2009, p. 3) delves 

further into the concept of a successful or  good education by stating we must question the 

content choice placed in a curriculum and question the effectiveness of these choices by 

asking, ‘Effective for what? – and given that what might be effective for one particular situation 
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or one group of students but not necessarily in another situation or for other groups of students, 

we also always need to ask, ‘Effective for whom?’. Young (2014, p. 7) in a speech at Cambridge 

titled, The Curriculum and the entitlement to Knowledge, asked the following: ‘What has 

happened to the Enlightenment idea that knowledge is the only real source of freedom– 

freedom from being trapped by one’s own experience- freedom as the sociologist Basil 

Bernstein put it, ‘to think the unthinkable and the not yet thought’.  Evolving from these 

questions it appears that the first requirement of either design or development of a curriculum 

is to determine its purpose before assembling and evaluating the content, teaching materials, 

timetables and matching the aims of the original curriculum design to the practicalities of 

delivering educational programmes for the betterment of society whilst remaining cognisant of 

the needs of humans to pursue their own goals, satisfy their own curiosity, develop their own 

talents and foster the development of each individual’s creativity and imagination. Each 

individual entrant to apprenticeship education comes from a unique and diverse background 

and it is essential to recognise that the dual system of apprenticeship contains properties that 

can be enhanced and developed further providing a more inclusive framework that supports not 

only the whole apprentice as a human being but also all stakeholders involved in the 

apprenticeship system.  

2.3.2 Language and Place 
The starting point I present here is founded in the theory of language code researched and 

developed by the sociologist Basil Bernstein in the 1970s through his work in socio-linguistics, 

social organisation and education. His work is of particular relevance in apprenticeship 

education as he developed a theory of how the language people use in everyday conversation, 

from their home life to their working life and all the conversations in between, reflects and 

shapes their identity and their belonging to a certain social class and cultural group.  He asserts 

the existence of a direct relationship between language and societal class. In his book Class, 

Codes and Control (2005), Bernstein presents two types of language code which are elaborated 

and restricted codes and, ‘that forms of spoken language in the process of learning initiate, 

generalize and reinforce special types of relationship with the environment and thus create for 

the individual particular dimensions of significance.’ (Bernstein, 2005, p.58). He attempts to 

understand why children of working classes often struggle to learn language based subjects as 

opposed to middle class children who are successful in attaining higher grades in these 

subjects. However, the working class child’s ability to learn mathematics was on a par with 

children from middle classes. He deduced that the language of their environments had shaped 

their learning needs as working class children needed more explicit elaborate coded language 
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to fully understand, participate and belong in the conversation. A feeling of belonging in a place, 

speaking the same language, adopting the same speech tone and even accent to those of a 

learner’s peers is of paramount importance to the learner as they strive for successful 

completion in a programme of study. Bernstein notes in his study that middle class children 

could relate and understand both codes but working class children deciphered easily the 

elaborated more explicit code but were at a loss when restricted code was used in teaching 

materials and methods of teaching.  Bernstein described a curriculum as a collection of 

scientific discourses where the vertical discourse is explicit with ‘specialised symbolic 

structures’ (Bernstein, 1999, p.161) such as those found in, ‘the specialised criteria for the 

production and circulation of texts’ (ibid, p.159) and the horizontal discourse as, ‘local, context 

dependent’ and ‘typified as every day or common-sense knowledge’ (ibid, p. 159).  

However, there is a part of Bernstein’s theory that particularly interests me. If, when exposed to 

a ‘new’ language of mathematics, the working class and middle class children performed 

equally well, it would lead me to believe that people from all socio-economic walks of life or 

‘classes’ have equivalent intelligences when introduced to new experiences in the correct 

manner and to the same extent. This raised the question of whether, the middle class children 

were exposed to different learning content in their homes and if this content was unintentionally 

pre-supposed in the teaching materials and methods devised by the school curriculum? The 

question could then be asked, are all students beginning from the same baseline. The challenge 

then is to choose content and methods of experiential learning and assessment that can be 

understood providing knowledge and skill to the apprentice and value to all the stakeholders 

involved in the apprenticeship process.  

The Scottish philosopher David Hume, In A Treatise on Human Nature (1739-1740), asserts that 

decisions made about the direction of education are, ‘always and necessarily engaged in value 

judgements – judgements about what is educationally desirable.’ (in Biesta, 2009, p. 2). In other 

words he opened up the ‘is-ought’ debate regarding what is actually occurring in education and 

what ought to be happening. 

2.3.3 The Workplace Learning Environment 
The rigors, formalities and expertise of any profession or skill are gradually learned over time 

from immersion into the deep end of discovery and by successfully completing the tasks and 

learning opportunities presented by more skilled masters. Apprenticeship places responsibility 

on the apprentice to complete the specified tasks with knowledge and skill, not only for their 

own benefit, but also in scenarios where others are dependent on the apprentice’s 
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or it can involve a large number of individuals who are master craftsmen or are fellow 

apprentices at different levels of apprenticeship within a large company or organisation. In large 

organisations a mentoring ladder, based on Vygotsky’s Zone of Proximal Development, and 

known as a Progressive Mentoring Model proposed by Santora et al. (2013), as shown in Fig. 4. 

This model allows for individuals at all levels to become part of the mentoring process. It 

projects a ladder which goes up and down – not merely the top-down autocratic version usually 

portrayed by master/apprentice – and involves other apprentices at different levels of 

apprenticeship training to interact.  

A unique aspect of this model is that even the most junior apprentice can serve a valuable role. 

Mentoring is also role modelling and apprentices (and students) will often find it easier to model 

behaviour and practices that are close to, but just beyond their own competency and/or 

experience. Providing such a model allows for interaction between different apprentices from 

varied departments to interact and learn the language of their profession, the skills yet to be 

learned and the future progression from one stage to another – their projected road map.  

Another initiative which ought to be incorporated into apprenticeship learning is that a 

mentor/master would undergo short courses in apprenticeship teaching and learn how to 

develop the rapport necessary for teaching practices involving apprentices. Not all master 

craftsmen are good teachers. Not all teachers are master craftsmen.  

2.3.4 The Educational Institution Learning Environment 
Lawlor, (2018) in her study on vocational education and training systems in Germany, France 

and the UK outlines the dual system of apprenticeships in all three countries ranging from the 

ages of entry, subjects on offer in the curricula and routes to progression on completion of 

assessments. Lawlor accredits the success of the German and French industrial market in part 

to the success of their vocational educational system which in turn is founded on the strength 

of their school system as a whole, from primary to second level, and the provision of a 

vocational route or an academic route for students beginning in second level. In France the split 

into either an academic educational route or a vocational educational route occurs at 15-16 

whilst in Germany the split occurs at ages 11-12. The most valuable element in these splits is 

that both routes are deemed equally worthy and aim at giving the pupils an education best 

suited to their individual abilities and strengths. In both countries those taking the vocational 

route (even after age 16) are required to continue with a general education with subjects such as 

languages, maths, history, geography combined with the applied and theoretical specific skills 

subjects. Standards of excellence in vocational education are prized in both countries and entry 
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to third level higher education is available to vocational students by meeting specific college 

criteria. The basis for such entries to third level is founded on the rigorous standards of the 

vocational course, completed by the student, including its curriculum and assessment criteria. 

Vocational education in both countries is founded on the quality of the courses on offer, rather 

than the quantity, enabling students to develop individual potential and transfer to academic 

routes as they mature and develop competency and confidence in their skill and craft.  

Doll (2013, p.220) posits that creating curricular opportunities involves engaging in the 

conversation for meaningful educational programmes and urges people to, ‘to honour the 

localness of our perceptions and . . . to realize that our local perspectives integrate into a larger 

cultural, ecological, cosmic matrix’. In apprenticeship education the daily workload often 

consists of making errors, finding and solving problems and observing master craftsmen at their 

craft. Errors are expected.  They form part of the apprentice’s learning using all their senses e.g. 

touch for heat or cold, hearing for noise or silence.   

The current perspective of curriculum design, associated with numerous educational 

psychologists Behaviourists, Cognitivists and Constructivists since the 1920’s, has introduced 

various systems, frameworks and organisational theories which aim to transfer knowledge to 

learners in structured scaffolded formats. Recognising individuals as cognitive members of 

society was strengthened by the introduction  of Bloom’s scientific’ model  for curriculum 

design presented in the form of a Taxonomy in 1956 and re-imagined in 2001 when the nouns of 

the original domains of knowledge (Cognitive, Affective and Psychomotor) were replaced with 

action verbs designed to enable teachers to plan for a more predictable, controllable, dynamic 

and engaging learning environment for themselves and their learners in the practice of teaching. 

Whilst this method is prevalent in teaching and acts as a starting point for the design of 

curriculum content, it is important to note that this holds up only if a linear framework and 

predictable and controllable learning outcomes are accepted as being educationally desirable.  

In a world where curriculum development centres and lays emphasis on cognition and high 

grade achievement rather than human-centred education, on science and maths rather than art 

and music, on able bodied rather than those challenged physically, mentally or emotionally, on 

males rather than females and other genders and on youths rather than on older people or 

simply those wanting further education for societal progression and fulfilment, there is still a 

great deal of work to be done. The provision of activities and interdisciplinary engagements offer 

a development of the whole person, not just the cognitive dimension. The appreciation and 

participation in the arts and humanities is viewed as of equal importance to understanding 
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maths and science; where cooperative and independent learning opportunities are offered to 

promote communication and self-determined participation in problem solving with real world 

scenarios and where students and teachers have a voice that is effectively heard by curriculum 

developers and educating partners within a learning community governed by respect and dignity 

The sociologist and author Patricial Leavy’s book Method Meets Art (2020) advocates for a new 

perspective in research, based in the Humanities and Arts, named Arts Based Research (ABR). 

This new approach to curriculum research and development encompasses all disciplines 

including the sciences. In the opening pages the author makes a foundational statement 

claiming, ‘The arts can uniquely educate, inspire, illuminate, resist, heal, and persuade. (ibid p. 

ix).  

In educational institutions and in workplaces there is always a planned agenda for mentoring or 

a curriculum usually organised by groups of professionals to deal with content matter such as 

theories and methods in learning a craft or skill but there is also an unplanned curriculum which 

occurs naturally where the dynamics of the environment are open to adjustment. This hidden 

curriculum (Eisner, 1979) which evolves from interactions between students, between students 

and their teachers and especially between mentors and apprentices, utilises the power of 

narrative and storytelling in informing and educating those being newly initiated into the craft. 

These stories, surrounding the craft being learned, are usually about the mistakes, the ‘near 

misses’ or the ‘almost got it right’. They are not found in text books and often make deep lasting 

impressions which can be funny, engaging and educational. Narratives, according to Leavy 

(2020, p. 43), ‘have the potential to make us feel connected; open our eyes to new perspectives; 

stimulate the development of empathy, self- awareness or social reflection’. In essence it is our 

Humanity – it is what makes humans tick! 

2.3.5 The Online Learning Environment 
As the world of technology is fast and dynamic, the introduction of new learning and teaching 

methods and materials to keep pace with these new technologies is an ongoing challenge. The 

challenge to employers is to attract people with the ability to learn, to learn new skills, new 

techniques and to adapt to new means of production involving modern machinery, lasers, 

robots, chemicals and systems still under construction or not yet invented. With the rise of 

Artificial Intelligence (AI) new forms of learning have been introduced into education. The scope 

of AI covers many diverse areas such as problem solving, reasoning, knowledge representation, 

learning, planning and decision making. Natural Language Models (NLMs), such as ChatGPT 

(generative pre-trained transformer), is the much talked about chatbot developed by Open AI 

and launched into general circulation online in November 2023. It is not a ‘new invention’ as 
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developments began in the 1950s, but with the advancement in other technologies and the 

ability to create large datasets that generate text and respond to a human’s queries, feedback 

and prompts. ChatGPT, Claude and other models have made significant changes to how 

humans engage with non-human providers of information to include not only text but sound, 

video and graphics. Whilst the technology has benefits, it is free and easily accessible at any 

time in any place if connected to the Internet, it poses questions for an established educational 

system concerned with plagiarism. Learners can use ChatGPT to write their essays, solve their 

math problems and formulate their code. But if used correctly in education AI has the potential 

to create critical thinkers, students who learn to disseminate, de-construct and analyse the 

information received, teachers who use it for best practice and creativity in classroom 

discussions, workshops and practical and project based real world problem solving 

assignments. Concerns with copyright, bias, and other moral and ethical issues are of concern 

also as ChatGPT takes its data sources without permission from the authors, is not controlled or 

contained by truth or misinformation and it is not beyond making errors.  In this AI has ventured 

into the realm of moral and ethical argument. Hyland (2020, p. 324) quotes Warnock (1967, p. 

72) stating that a moral argument, like other arguments ‘offers reasons to people, and people 

are not always reasonable’. The question then is whether society should regulate and control AI 

systems and their use. Hyland (2020, p.325) concludes his essay ‘Telling Moral Tales…’ by 

stating that humans inherit an ancestral lineage as conscious beings which enables us, ‘to 

construct and maintain collective moral convergence and inter-subjective ethical consensus.’  

Hyland is correct in stating the fact that today’s governments and agencies throughout the 

world are attempting to arrive at an ethical consensus, however, he does not refer to the 

timeframe involved. It is a slow process in some parts a scramble to catch up with new 

technologies and put in place moral, ethical and legal regulations for good practice in using AI in 

all aspects of our lives from medicine to education and every human-technology scenario in 

between. The ethical guidelines from the European Commission (2022, p.6) are outlined under a 

series of headings which are listed below (see Fig. 5) all of which insists on human centred co-

operation between teachers, students and parents in the overseeing of use between AI and 

young students to ensure best practices in use. 
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learners seeking new skills or re-skilling, which is becoming more frequent in apprenticeship 

education, has been redefined in the language of policy documents from the Organisation for 

Economic Cooperation and Development (OECD) and the European Union (EU). New adult 

students to further educational institutions are now referred to as entrants to a ‘learning 

economy’ and the responsibility for learning has been placed on the learner. He further asks the 

questions, ‘who has the (democratic) right to define the agenda?’ and ‘Is it the learner, the 

government, (global) industry?’. The question of motivation is also posed as he asks why 

learners should engage with education ‘if they have no say in the content, purpose or direction 

of such learning?’. The ‘learning for earning’ imperative of the learning economy is not what 

education ought to be about as the learner is caught up in a struggle over the definition of 

learning, ‘a struggle over what counts as ‘real’ or ‘worthwhile’ learning.’ (ibid p.177). Biesta 

(2009, p. 5) in Good Education in an Age of Measurement: On the Need to Reconnect with the 

Question of Purpose in Education, continues his questioning on how the focus is on the learner 

and learning which he terms ‘the learnification of education’ and deems it an ‘ugly term’. He 

posits that whilst there are ‘emancipatory possibilities in the new language of learning’ which 

‘can empower individuals to take control of their own educational agendas’ there is also an 

inherent difference between learning and education. He warns that learning is an individualistic 

concept – engaged in alone even if ‘couched in such notions as collaborative or cooperative 

learning’ whilst education ‘implies a relationship: someone educating someone else and the 

person educating thus having a certain sense of what the purpose of his or her activities is.’  He 

also warns that learning is a process term and is as such empty or devoid of content and 

direction – it is open if not empty. In this new language of learning the questioning of content, 

purpose and direction of education becomes even more difficult with more hurdles and 

obstacles removing collaborative discussions and the important ‘recognition that it also matters 

what pupils and students learn and what they learn it for’. (ibid, p. 6). He further states that to 

speak about ‘education in terms of the acquisition of knowledge and skills is actually 

misleading, because skills …..never exist in a vacuum’ as ‘having skills or being skilful cannot 

occur without a subject’ (Biesta, 2020c, p. 102) and the subject (person) is unique with their 

own sets of desires, needs, wants and abilities – and the qualities of mind and character - of 

what it is to be human. The question, he argues, which is the most important element of a 

discussion on a good education, is whether we are measuring what we value, or whether we are 

just measuring what we can easily measure and thus end up valuing what we (can) measure 

(ibid, p.10). 
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2.3.7 Assessment – What are we measuring? 
One of the major problems with designing and developing a curriculum, apart from deciding 

which subjects should be taught or excluded, is to determine a means of assessment to gauge 

that the learning prescribed has been achieved by the learner. Assessments consisting of 

formative and summative assessments in programmes that can be norm referenced 

(subjective) or criterion referenced (objective) is a constant challenge in curricula design. 

According to Eisner (1993, p.228)  

‘The challenge to assessment is to somehow create tasks that give students opportunities 

to display their understanding of the vital and connected features of the ideas, concepts 

and images they have explored. In short, the aim is to help students demonstrate that they 

have grasped ideas as a part of a larger field and as historically situated elements within a 

community of discourse.’ 

The simplicity of these sentences does not fully relate the complexity and diversity of human 

responses to learning criteria as each person will develop their own methods of expression to 

relate, relive or remember the learning experience. Biesta (2009) argues for the return to the 

purpose of education and a movement away from the over indulgence in measurement tactics 

for evaluating humans and creating league tables on achievements in academia. 

The coded language of reading, writing and maths can be problematic for some students. 

Maybe not all combined but whilst some people can speak and read they are unable to transfer 

their knowledge into words (code) on paper, others find it difficult to remember or apply the 

language of maths to different scenarios. They are not however, without intelligence but may 

have different methods of achieving their goals which may be linked to their bodily abilities as 

opposed to their coded use of ‘languages’.  They may have abilities in their hands which cannot 

be mirrored in coded writing or maths. They may have the imagination to create which cannot by 

captured in writing as Hannah Arendt says in her book, The Life of the Mind (1981, p.8), ‘Nothing 

we see or hear or touch can be expressed in words that equal what has been given to the 

senses’. 

 With this philosophical view, how is it possible to assess what is aesthetically felt by all our 

senses when we view a craft, a process, a masterpiece?  Barone and Eisner (2011, p.148) offer 

six general assessment criteria to evaluate work completed using the Arts Based Research 

methodology which can be assimilated and assigned to any work, project or problem based 

learning activity which includes the attainment of a skill or craft as follows (Table 3): 
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Table 4: The general assessment criteria to evaluate work completed using the Arts Based Research methodology 
Barone and Eisner (2011, p.148 

In a cultural artistic setting apprentices learning one craft, skill or trade can become part of 

communities where their talents, skills and creative abilities are entwined with those who 

possess other skills- where plumbers, carpenters, electricians, artists, IT specialists, singers, 

actors, scriptwriters and a myriad of other can unite. Interdisciplinary concepts involving 

projects that combine and meld one specific skill with another (as occurs in the real world) can 

be initiated in projects such as the design, building and creation of a film, a play or a concert – is 

it not then reasonable to include film studies, art and design or music into the curriculum 

programme of an apprenticeship?  Coffield (2008, p. 43) describes his attendance, as a visitor, 

to a Vocational Education class for 18-19 year old apprentice electricians in Germany whilst he 

was researching the ‘dual system’ of apprenticeship. In one class the students were reading 

aloud a piece of German literature, Goethe’s Faust. He asked a young apprentice later, what the 

significance of the literature study would have on his future career as an electrician and after a 

brief moment the student replied, ‘electricians have souls too, you know’. Combining the Arts 

into apprenticeship curriculum and assessing its results can be achieved through many 

techniques one of which includes the use of modern technologies. Blending disciplines is not a 

new concept as proposed by Harden’s Integration Ladder (2000, p. 555) where the first step is 

the teaching of a specific discipline in isolation based on its theory and practices, then moving 

upwards through, awareness, harmonisation, nesting, temporal co-ordination, sharing, 

correlation, complimentary, multi-disciplinary and finally inter-disciplinary. Apprenticeships 

begin with techniques and specifics but if initiated into other disciplines, along their 

educational journey, such as Arts and Humanities, there are no bounds to the imagination of the 

initiated 

Modern technology has a place in modern assessments such as the use of Virtual Reality (VR) 

and Augmented Reality (AR) technologies which have the potential to create environments 
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virtually which cannot be established in real time or space, either due to costs, space and 

environment, health and safety requirements or lack of specialised equipment in a designated 

learning environment.  Apprentices can now use these new technologies to learn how to use 

complex machinery, tools or materials safely and without danger in a virtual environment where 

mistakes can be made without actual real consequences and costs. Apprentices can now be 

assessed by video recording and presenting their narrative accounts of what they are doing as 

they are performing tasks and routines related to the acquisition and development of their skills 

and their craft. This includes their abilities in completing an assessment task, problem or 

project activity based involving hand eye co-ordination, hearing abilities, use of touch, taste, 

smell and all the senses. The apprentice can use an affixed body-camera or use a located 

camera to record their own bodily movements in completing the task in one session or over 

time. This method is not only an authentic and useful multimodal assessment technique but 

can also be used as a learning tool if viewed later as a reflection by the apprentice or if viewed in 

conversation and review with the teacher/mentor. Technology can help apprentices and those 

who assess their work to record the success of the task and also the mistakes being made, how 

they are remedied and the lessons learned. This method of recording and reviewing is often 

used in teacher/mentor training (Hidson, 2019) with the added benefit that perceived teaching 

‘gaps’ can be corrected or modified following review. 

2.3.8 Shifting Sands 
Giroux (1988, p.6), ‘calls attention to the shifting boundaries’ related to mass media and new 

technologies’, Rorty (2005, p. 371) believes that there is no absolute truth and what appears true 

in one generation has been proven to be false in others and requires a continuous 

‘conversation’.  Oakeshott (1962, p. 198) describes the value of such a discourse as a 

‘conversation of mankind’ where ‘the participants are not engaged in an inquiry or debate’ where 

‘there is no ‘truth’ to be discovered, no proposition to be proved, no conclusion sought. ….is not 

an enterprise designed to yield an extrinsic profit, a contest where a winner gets a prize, nor is it 

an exercise of exegesis; it is an unrehearsed intellectual adventure’. The rewards of which are 

that all voices are heard and, ‘voices which speak in conversation do not compose a hierarchy’ 

but instead have the propensity to show ‘facts’ as the possibilities which brought about their 

being, ‘certainties’ to be ‘combustible’ and ‘approximations are revealed between notions 

normally remote from one another’ (ibid, p.198). 

However, in recognising that time changes perceptions and it is important to move with the 

times there are also some ideals that are worthy of remaining as a bedrock of human ambition, 

anchoring it to its main purpose which should always be actions for the betterment of the 
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and literature, the creation of new art forms of video recordings and films, new designs of 

fashion and architecture, aesthetic performances by actors and singers, artistic creations of 

plays, poetry, art, music, songs, dance and many more human activities that have brought us 

pleasure and filled our senses – perhaps even our souls.  

Maxine Green (1982) in her presidential address in Columbia University titled, ‘Public Education 

and the Public Space’, raises the questions about the ability of education to do the job it was 

created to do. She notes how, ‘Almost never is there an expressed concern about the public 

realm: there is silence about renewing the common world and about what that common world 

should be’ (Green, 1982, p. 4). Greene proposes the idea that education should not merely be a 

means of, ‘maintaining a society of quiet ones, of mere 'job-holders' and consumers’ (Greene, 

1982, p. 5). She construes the curriculum as a possibility – as a form of imagination where it was 

possible to, ‘see imagination released and openings found in the arts, so that new languages 

can be explored and new perspectives opened, and so that young people will be enabled to look 

out beyond the actual and the given and summon into being alternative worlds" (Greene,1982, 

p. 9).  Padraig Hogan, outlines several features of what it is to combine cultural diversity in 

teaching and learning by stating that human efforts to understand are, ‘inescapably constrained 

by perspective’, where we will always,  ‘understand incompletely’ but  ‘to realise the best in 

ourselves as human learners is to become aware that we are the dialogue, whose possibilities 

can be taken up ever anew, or declined, or bypassed or even smothered’ (Hogan, 2005, p.93).  

Throughout the Commentary I attempt to graphically place Apprentices, Employers, 

Educational Institutions and Government into an encompassing Societal space where each is 

engaged in a ‘Conversation’ – similar to the one suggested by Oakeshott’s Conversation of 

Mankind (1962). In using the term conversation Oakeshott outlines the characteristics of a 

conversation where, ‘the participants are not engaged in an inquiry or debate’ and where, ‘facts’ 

appear only to be resolved once more into the possibilities from which they were made’ (1962, 

p. 198). He continues by stating the participants are engaged in a relationship which began, ‘in 

the primeval forests’ (ibid, p. 199) and which I believe should continue into our digital age and 

into our collective futures. In Appendix 7, I have devised a list of topics from each participant’s 

perspective and aligned them to the other participants in a circular formation as each 

participant converses, learns, reflects and hopefully listens with a view to organising changes or 

‘alternatives’ to their respective roles and participation in the conversation surrounding a 

successful programme of apprenticeship and vocational education. It involves all voices.  
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2.4.1 Ability and Learning to Learn 
According to Sennett, (2009, p. 268), ‘modern society sorts people along a strict gradient of 

ability’ and ‘the better you get at something the fewer of you there are’. This ‘sorting’ has 

advanced into academic and vocational education where there is a view that these two 

pathways should remain separate domains. On this I totally disagree. I believe knowledge, 

coming to know and ways of knowing, can be found in the actions and interactions of the hand 

and mind, in the ability to craft objects from metal, stone, clay and wood. I believe that 

apprenticeship is not only a vocational education but can and should include elements of 

academic arts and the full role of education is to allow the individual to experience through all of 

the body’s senses that which can contribute to their knowledge of ‘who they are’ and ‘what they 

can do’ to survive and thrive in our society and contribute to the advances necessary for the 

continuation of our earth and its inhabitants. I have come to see education as a voyage of 

discovery which involves the use of all the senses including imagination and the exercise and 

development of wise judgment in practice. Eisner, in his John Dewey 2002 address at Stanford 

University, states that the influence of psychology on education had the effect of creating an 

estrangement between science and the arts where, ‘science was considered dependable, the 

artistic process was not. Science was cognitive, the arts were emotional. Science was 

teachable, the arts required talent. Science was testable, the arts were matters of preference. 

Science was useful and the arts were ornamental’ (Eisner, 2002, p. 3).  Eisner argues, ‘the 

highest accolade we can bestow upon someone is to say that he or she is ‘an artist’ whether as 

a carpenter or a surgeon, a cook or an engineer, a physicist or a teacher’ based on their ability to 

develop ideas, have the imagination, skill and sensibilities, ‘to create work that is well 

proportioned, skilfully executed and imaginative regardless of the domain in which the 

individual works.’ (ibid, p. 5).  The qualitative relationship for any particular work, irrespective of 

disciplinary field, is progressed by studies in the arts and crafts as students learn how, ‘to act 

and to judge in the absence of rule, to rely on feel, to pay attention to nuance, to act and 

appraise the consequences of one’s choices and to revise and then make other choices’ to 

obtain ‘a rightness of fit’ (ibid, p. 6). Sennett portrays this view on qualitative judgement by 

presenting the two German meanings for the word experience, Erlebnis, meaning an event or 

relationship that makes an emotional impress) and Erfahrung, an event or relationship that 

turns outward and requires skill rather than sensitivity (Sennett, 2009, p. 288). Sennett believes 

that human beings need the constant, ‘inner monitor of Erlebnis, of ‘how it feels’ to avoid the, 

‘vice of instrumentalism’ and, ‘be trapped by means -and- ends thinking and acting’. Both 
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writers give breath to the idea that when sensibilities are engaged the learning process is 

enhanced and the student becomes more, ‘qualitatively intelligent’ (Eisner, 2002, p.6).  

Apprenticeship allows the student to engage with material consciousness as well as the 

opportunity to learn through all the senses that are engaged in the production of artefacts and in 

the attainment of skills using tools and also to learn how to form relationships and share 

qualities of mind and character in collaboration and co-operation.  According to Sennett, ‘the 

craft of making physical things provides insight into the techniques of experience that can 

shape our dealings with others’ (Sennett, 2009, p. 289). In addition to learning how techniques 

shape our relationships with others, I believe that learning a specific skill contains the basic 

ingredients and techniques in learning another skill – which is the ability to learn how to learn.  

Both Eisner and Sennett link ‘ability’ to the arena of ‘play’ in human cognitive development, as 

the child’s ability to ‘differentiate and form concepts and to represent these concepts reflects 

the use and growth of mind’ where ‘intelligence, in a sense, has to do with the competence or 

skill with which we conduct some activity’ (Eisner, 2002, p.24, Sennett, 2009, p.269). Learning 

how to learn, how to question, how to disagree, how to challenge the norm, how to create, to 

invent new alternatives, to bring about a new world of sustainability and growth, to protect our 

young and our planet and how to be brave enough to go against the tide is a worthy challenge to 

those in education and by extension to all of us in modern society today.  

This leads to the questions; would apprenticeship learning be enhanced by studies outside the 

specific range of topics now offered in relation to their own distinct fields of learning?  I believe 

they would and I agree with Pring, (2005, p.204) who describes education as, ‘a vehicle to allow 

young people to explore (in the light of evidence and argument) what it is to be human’ and that, 

‘such an exploration has no end’.  The explorative journey which combines the theoretical and 

bodily acquisition of skills, qualities of mind and knowledge in apprenticeship – possibly the 

oldest known form of education – the art of passing a learned skill on to the next generation – 

may be regenerated in an invitation to the Conversation of Mankind, where old meets new in 

recognition of the need to re-imagine the role and importance of the senses in education. I 

propose this can be achieved by including aspects from the arts, humanities and sciences into 

vocational and apprenticeship learning with the addition of subjects such as communication 

studies, computer literacy, film and drama studies, art appreciation and design, culinary arts 

and many more (see Fig. 8). 
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The International Labour Organization (ILO) in their report social perceptions of apprenticeship 

noted that other more financially rewarding employment opportunities are available ‘as the 

remuneration associated with apprenticeship is usually quite low’ initially (ILO, 2022, p.13) 

Other notable contributors to the field of apprenticeship include Simon and Clarke (2016) who 

conducted research on the low participation rates of women and girls in male-dominated 

careers in construction and engineering through vocational educational routes. They concluded 

that a greater focus is required in providing a ‘wider range of opportunities to “taste” a variety of 

careers’ (ibid,2016) which should be introduced at school level and proposed a collaboration 

with industry and community.  Pagnaccolo and Bertone (2021) state that the nature of skills 

developed in education has led ‘some employers to claim that young people are not ‘work 

ready’ and more choices for future employment opportunities would arise through the 

development of ‘Transferable generic skills such as teamwork, problem-solving and 

communication’. 

James, Garner and Husband’s (2021) final words, in their research paper on governance 

disparities in Further Education Colleges in the UK, is ‘to take ‘cultural’ elements as seriously as 

‘structural’ elements’ when refining guidance. These words of wisdom can also be attributed to 

the creation of novel curricula developments in vocational education and apprenticeships 

where the introduction of a variety of Arts based and cultural modules could be introduced into 

specific course content.  

This Commentary acknowledges that apprenticeship and vocational education face global 

challenges, which are further complicated by diverse, context-specific issues that vary not only 

between countries but also between regions and communities within a single nation. These 

challenges are reflected in the six key reasons outlined above, highlighting the need to harness 

the potential of skilled apprentices, retain them in the workforce, and equip them with the 

knowledge and confidence to pursue lifelong learning in an ever-changing world. Targeted 

funding for vocational education and financial incentives for businesses to hire apprentices are 

key strategies to boost vocational uptake, retain skilled workers, and support career changes or 

reskilling. 

However, the main focus of this Commentary is to answer the research question on how to 

restore imagination and the senses to apprenticeship and vocational education. It requires 

imagination and dedication from all invested participants. The model for Apprenticeship and 

Vocational Education stands here as a foundation for shaping curriculum development and 

design and mentorship programmes.  
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Chapter 3 – Methodology 
3.1 Ontological and Epistemological Position 
I would like to confirm my interpretation of knowledge as a belief that there are different forms 

of knowledge; that human beings develop knowledge through all of our senses, that experience 

is multisensory and not limited to cognitive functions. I believe that knowledge is based on 

experience, that mind and body, theory and practice are not separate but deeply connected. 

Coe et al. (2017, pp16-18) state that there are four questions which determine the basis of 

understanding the personal assumptions formed by researchers (including myself) in the 

adoption and use of specific techniques in data collection. The first queries the researcher’s 

Ontological perspective; What is the nature or form of the social world? My view can be seen 

through my professional experience as well as the research presented here. In creating the 

Model of Apprenticeship and Vocational Education, I drew on over 30 years of personal 

experience in teaching and learning across second- and third-level education. It is my 

understanding that lifelong learning, shaped by this journey, recognizes that education happens 

beyond the classroom—through varied techniques, methodologies and technologies.  

My career background in business coupled with an academic teaching and research 

background, (first-class honours degree in Information Communications Technology from 

Dublin City University and a first-class master’s degree in education from the South East 

Technological University, Ireland) inform my philosophy that education should endeavour to 

unlock human creativity by exposing students to diverse topics and holistic learning 

experiences that inspire lifelong learning and curiosity. Vocational education, therefore, should 

move beyond skill training for employment alone. It should integrate blended learning, emerging 

technologies, interdisciplinary projects, and multi-sensory experiences rooted equally in 

science and the arts. The goal is to foster learners who are not just skilled but also imaginative, 

critical, and capable of sustainable, human-centred innovation. I believe the form and nature of 

the social world is neither singular nor objective and each person can construct multiple 

realities based on their own experiences of living in the world. The second question is based on 

assumptions about Epistemology: How can what we assume to exist in the social world be 

known?  Influenced by a constructivist ontology my epistemological standpoint is interpretivist 

where how a constructed social world can be known is not based on direct knowledge of social 

phenomena but on the interpretation of observations and accounts of the world provided by 

indirect indications and interpretations of accounts of experience provided by others as well as 

my own. The third question is based on Methodology: What procedures or logic should be 
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followed? And the fourth question is based on Method: What techniques of data collection 

should be used? These last two questions are answered now in an analysis of my personal 

research methodologies and synthesis of data collected. 

3.2 Research Methodology 
The research methodologies presented across my Commentary and published works 

(Publications 1–10) incorporate both configurative and aggregative synthesis logic, as outlined 

by Zawacki-Richter et al. (2020), and are shown here as follows: 

 

 

Figure 10: Examples of Personal Use of Logic Types 

Both types of synthesis logic can be viewed as a mixed method approach lending depth and 

breadth to the topics under study often as follow-ups or extensions of previous studies. For 

instance, Publication 2 in this Commentary, The development of a novel educational model to 

successfully upskill technical workers for Industry 5.0: Ireland a case study, is a response to an 

earlier research project in a large pharmaceutical company, using primary research methods of 

interviews and focus group discussions, where on-site training in new technologies proved 

challenging (Costello et al., 2019). Doyle-Kent and Walsh Shanahan (2022) in the follow on 

paper propose a new programme based in a nearby third-level institution, combining practical 

classroom sessions with online and blended learning techniques to meet staff needs e.g. shift 

work and varying degrees of competency with new technologies etc. The programme is currently 

under development in collaboration with the college, the company and employee 

representatives, as funding is being sought nationally and internationally. 
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must still allow recognition of prior learning for health and safety reasons in their application 

and delivery especially where knowledge and experience of tools, machinery or chemicals are 

involved. These columns guide learners through stages of theoretical and practical knowledge, 

culminating in advanced engagement with creative disciplines and student-driven outputs—

such as portfolios, journals, video productions, podcasts or written studies of tools and trades 

from historical or narrative backgrounds, creative use of new technologies —demonstrating 

mastery and innovation within their vocational field. 

Under the Savoir Être section, the model emphasizes the development of human values and 

dispositions—such as care, pride, curiosity, and empathy—essential to vocational education. 

These qualities foster not only a deeper appreciation for one’s craft but also encourage lifelong 

learning and imaginative creative and societal ingenuity and engagement. The model is 

grounded in insights from educational philosophers and theorists, industry needs, and the 

evolving role of vocational education in curriculum design. The final row of the model is the 

proposed formation of a link between life and work through the creation of responsible workers, 

global citizens and a better life.  

3.5 Ethical Considerations 
The research conducted for the publications and Commentary have followed the ethical 

guidelines of an academic study. Participants were informed of all studies and the option to 

withdraw was always present for projects recorded in publications. The data confidentiality and 

anonymity of the participants remain confidential and the integrity of the research was 

produced with honesty and objectivity without fabrication or manipulation.  
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Chapter 4 – Discussion 
4. Introduction 

In the previous chapter I presented a synthesis (see Table 6) of the ties between my published 

work and the theorists and main concepts of a) Formation of knowledge, b) Curriculum Design 

and Pedagogy, c) Multi-sensory pedagogy and d) aesthetic and experiential. In this chapter I will 

discuss the ties and synthesis between my Commentary, the teaching methodologies in my 

published works and my model of apprenticeship and vocational education under the headings 

a) How it might be utilised and tested, b) Who might avail of its properties and c) the impacts on 

practice from the model. All of the theories in my literature review and the four pillars which 

form my synthesis, categorised above (a-d) inform my work and is evidenced through the multi-

sensory and aesthetic experiential nature of the model’s sections detailed below. 

4.1 How the model can by utilised in Educational Institutions 

 

Figure 12: Section of Model - Practical Reasoning and Workplace Learning 

The first two columns of the model, under Savoir Faire, contain essential specific learning 

criteria of the trade, craft or skill under study in the workplace or in the educational institution. It 

involves learning theory and attaining a knowledge of the tools used in the completion of the 

skill. In the second column the creation of teamwork is introduced where the skill is seen to be 

of a shared value and can be created in collaboration with other team members. Project based 

learning techniques can be utilised here requiring the individual to join a team, communicate 
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within the team, work on and complete a project or process and report its findings. The 

reporting of the findings could be presented to others for assessment by a number of means, by 

writing a report detailing the sequential stages of the teamwork, by PowerPoint presentation 

and/or Excel spreadsheet software, by video recordings of the process, by interviews recorded 

via a podcast or individual learning journals collected into a reflective journal of each 

participants part in the process. These are just a few of the ideas which could be used to 

introduce the ‘soft skills’ of communication, team work, use of technologies, critical thinking 

and problem solving skills now required in the workplace.  Under Savoir Étre the required 

employment and social aspects of critical thinkers, confident explorers, adventurous creators 

and informed participants have been developed in line with their new practical learning. 

 

Figure 13: Section of Model - Problem Finding, Problem Solving and Critique 

The third and fourth columns of the model expand on the new learning recognising a growth in 

the learning process and introducing a feeling of belonging to a trade or craft by introducing the 

past histories of the skill under study. This can be achieved by watching videos of old methods 

of craftsmanship, inviting guest speakers into classrooms or arranging visits to external 

workplaces to view the craft, trade or skill being performed.  



75 
 

Aligning traditional and modern methods and tools of production with the learner’s world can 

be achieved by allowing them to engage with both, utilise all their senses to feel the differences. 

They can critically assess how new technologies have advanced older techniques through 

innovation and creativity and explore how production methods vary across countries. For 

example, a documentary on the reconstruction of Notre Dame Cathedral, following the 2019 

devastating fire, shows how artisans had to relearn old, and sometimes forgotten, techniques in 

stone masonry, carpentry, plumbing, and architecture to replicate the original structure. The 

viewing of the documentary could be followed by a discussion on the labour-intensive nature of 

older tools and how human creativity drove advancements and still continues to do so with 

imagination. Under Savoir Étre the qualities of expressive communicators, effective listeners 

and collaborators, sensitive contributors and enthusiastic advocates are presented and 

potentially developed within the learner. The passion of others can be infective and influential in 

creating a love and pride in the skill under study.  

 

Figure 14: Section of Model - Qualities of Mind and Character 

The final two columns of the model involve a recognition of arriving at a complete or near 

complete mastering of the skill under study leading to the feeling of expertise and confidence in 

the learner’s own abilities. It is at this phase the learner can explore new methods of ‘doing’ as 

past failures and errors will have informed the expertise with a knowledge of what not to do and 
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how it can be done better. At this stage the learner is introduced to problem solving abilities 

perhaps by introducing a problem which could be a social problem from outside the classroom 

or workplace e.g. a charitable requirement, a need for the skill /trade/craft which is not easily or 

affordably available in the community or in a wider social context to be evaluated and results 

drawn from active participation in solving the problem. It would also introduce cross-

disciplinary engagement with other skills/trades/crafts working together to solve the problem or 

create possible solutions to alleviate it. Participation in the project or arriving at a solution 

would be an elective module, similar to a micro-credential, which could be included in the 

learner’s overall transcript of achievement and qualification, or as an extra credit, if all 

mandatory requirements of the programme of study are fulfilled.  The Savoir Étre of this final 

phase is the development of active collaborators, engaged citizens, reflective practitioners and 

independent and autonomous learners. 

The last two rows of the model outline the dispositions for learning fostered by adaptation of the 

model through the creation of humans who have a spirit of enquiry, a tolerance and 

understanding of all human and technological diversities and change but mostly possess an 

appreciation and pride in their skill and a love and willingness to engage with lifelong learning for 

their own betterment and for that of their earth and society itself.  

The processes above are not linear and can occur at many stages throughout the apprentice’s 

or vocational learner’s journey. It does require imagination on the part of the teacher, available 

funding for trips and a willingness on the part of all concerned to engage with new teaching 

practices leading to a fuller education involving all the senses. 

4.2 How the model can be utilised in the Workplace 

The workplace model can follow many similar steps to those in the classroom by incorporating 

mentoring and hands-on learning with skilled masters, sharing their stories of ‘how things were 

done in the past’ and insights on how skills have evolved. Modern techniques, such as robots 

and computer-controlled systems, have replaced manual labor, sometimes enhancing human 

work, other times reducing workers to mere overseers. This model bridges the gap between the 

workplace and educational institutions, where both contribute to knowledge sharing and 

problem-solving. As learners grow in competence, workplaces can engage them in developing 

new methods, fostering collaboration, and experimenting with innovative ideas, all while 

adhering to safety protocols. This collaborative, creative process plays a vital role in shaping 

skilled employees with a future in the company, within their chosen apprenticeship field, or 

extended into lifelong learning of new skills. 
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An example of this is the tradition at a crystal manufacturing plant, where upon completing an 

apprenticeship as a designer, the apprentice is given the opportunity to create a new design and 

see it brought to life—blown, cut, and polished—into a personal 'masterpiece'. This act 

symbolizes the culmination of their apprenticeship, offering a sense of self-achievement and 

pride in the creation of a new artefact, crafted with the combined skills of the apprentice and 

their colleagues. 

4.3 How the model could be tested as a Policy informant 

The aspirational application of the model lies in policy development, where the focus is on 

human-centred creation and development and is prioritized at every stage of the process to 

foster a more inclusive, equitable, and diverse society. This involves key stakeholders: 

employers providing input on required skills for production and progress, employees (via unions 

or advocacy groups) ensuring the protection of work-life balance, educational institutions 

guided by their Governing Boards and faculty, and government agencies overseeing 

apprenticeships and vocational education, aligning programmes and securing funding for 

further education and apprenticeships. 

It is hoped to utilise the model in future trials with teaching colleagues as they design new 

programmes, apply for funding for new programmes and portray the model as a step in the 

development of a human-centred vocational education. The model showcases a connection to 

real societal issues, fostering interdisciplinary collaboration across the arts and sciences while 

promoting a caring, human-centred approach to education. It emphasizes learning for its own 

sake, not just for economic gain, with the hope of attracting both young and mature learners to 

vocational education that evolves with society's needs. In an era of rapid advancements in 

Artificial Intelligence, it is crucial to preserve human skills, creativity, empathy, and, above all, 

our responsibility to care for the planet, ensuring a sustainable future for our children. 
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Chapter 5 – Conclusion 
 

It is a personal perspective that educating our next generation should not be borne of educating 

an individual with skills designed specifically for the world of work but that education should 

foster within an individual a love of learning which will generate critical thinking and creativity in 

collaborative and co-operative environments from educational settings to those of the 

workplace and society.  

History has taught us that the human spirit, if collectively gathered with one purpose, is capable 

of extraordinary acts of courage and creativity. Education offers a way forward to change, to 

imagine and to act. This will involve cumulative human actions to create and design new means 

of production of goods, food and medicines, to embrace new technologies with ethical and 

human centred involvement, to converse with all partners in our respective societies and above 

all to improve our quality of life and work with diversity and inclusivity for all of us who work for a 

living. It is a huge task – and it must begin with education. An education that is inclusive and 

diverse, with the full complement of subjects, engaging all the senses and introducing students 

to the arts and the sciences in apprenticeship and vocational learning.  

The Model for Apprenticeship and Vocational Education introduced here is an invitation to begin 

the conversation on our collective futures – ones not yet written - but alive in our imaginations 

awaiting the moment when the collectives combine to form an educational system where all 

the human senses are equally valued and utilised in our endless human pursuit of knowledge 

and the betterment of our world.  
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Appendix 3: Diagram showing the outline of the Irish Educational Vocational Training 
system 

 

 

Full Description of the framework may be found at: Cedefop; Vocational Education and Training 
Ireland System Description. Available at: 
https://www.cedefop.europa.eu/en/print/pdf/node/147516 
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Appendix 4: Diagram showing the outline of the UK's Educational Vocational Training 
system (subject to changes within England, Scotland, Wales and Northern Ireland) 

Description of the framework may be found at: Cedefop; Vocational Education and Training 
United Kingdom System Description.  Available at: 

https://www.cedefop.europa.eu/en/print/pdf/node/34117 
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Appendix 5: Diagram showing the outline of the French Educational Vocational Training 
system 

 

 

Full Description of the framework may be found at: Cedefop; Vocational Education and Training 
France System Description.  Available at: 

https://www.cedefop.europa.eu/en/print/pdf/node/156485 
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Appendix 6: Diagram showing the outline of the German Educational Vocational Training 
system 

 

Full Description of the framework may be found at: Cedefop; Vocational Education and Training 
Germany System Description.  Available at: 

https://www.cedefop.europa.eu/en/print/pdf/node/156363 
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• Full training on Health and Safety conditions and recommendations within the 

workshop/industry settings – including use of tools, machinery and protective clothing 

and equipment. 

• Opportunity to avail of a full time position with the local employer (or within the 

skill/craft organisation) on successful completion of apprenticeship. 

• Compliance by employer to release apprentice on agreed dates for attendance at 

educational institutions (enables apprentice to be included in a familiar group when 

attending college – part of a team and each on the same level of learning). 

 

With the Educational Institute would discuss: 

The assurance of a Full educational programme to include: 

• The provision of a programme of education to supplement and enhance the skill/craft 

under study – may also include provision of activities outside range of theoretical 

studies e.g. art and design, communications, information technology etc.  

• Entry to a full range of educational institution’s facilities e.g. clubs, societies, health and 

wellbeing providers, additional learning facilitators in college etc.   

• The assurance that the award for successful completion of the apprenticeship 

programme is nationally and/or internationally recognised and is on a National 

Framework of Qualifications (levels associated with specific qualifications). 

• The provision of a progressive ladder to Higher Education or Further Educational studies 

on completion of a specified standard of qualification for the programme under study. 

 

With the Government Agency For Apprenticeships would discuss: 

The assurance of Full State Registration of Apprenticeship to include: 

• State registration as an apprentice on a particular apprenticeship programme to include 

entry year, employer’s details, apprentice’s personal registration details etc. 

• State’s guarantee of provision of a placement with an educational institute near to 

employer’s location (payment of a subsistence allowance if apprentice has to travel or 

reside in another location to attend college). 

• Provision of a mediation service with professional providers for apprentice, employer 

and educational institute in cases of dispute over conditions of apprenticeship (all 

parties to be included in apprenticeship agreements). 
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• Full qualification registration on successful completion of apprenticeship programme of 

study. 

 

1. The Educational Institute – in conversation: 

With the Apprentice would discuss: 

• Full provision of theoretical and practical knowledge to inform and enhance the 

apprenticeship programme under study. 

• Provision of fully qualified lecturers/teachers/trainers to provide instruction, organise 

practical workshops, encourage critical thinking and develop individual growth along 

with group participation in project and problem based learning activities. 

• Offer full college facilities to complement apprentice’s learning – to include access to 

classes outside the range of the curriculum or to be included as ‘electives’ on the 

transcript of classes taken in college and eligible as a credit in accumulating credits for 

full qualification. (Credit accumulation of subjects studies would require Educational 

Institutes’ approval for inclusion in transcript for full qualification – but may still be 

added as an extra credit). 

• Offer a route to further learning or Higher Education on successful completion of 

apprenticeship programme – recognition of qualification on National Framework of 

Qualifications. 

• Provide a forum for meeting with other like-minded individuals studying for the same or 

similar qualification but in separate employments (provides a network and basis for 

inclusion in a community of learning). 

• Provide a forum for meeting and studying with individual outside the apprenticeship 

programme – other college students on campus from different disciplines. 

• Provide a forum for the transfer of ideas/problems/collaborations between the 

workplace and educational arenas and vice versa. 

• Provide the apprentice with a different educational experience from that of a second 

level school – encouraging critical thinking skills and self-development. 

• Provide the apprentice (wither young or mature student reskilling or upskilling) with a 

forum for growth at a level of education geared towards young adults and adults with 

prior work experience and maturity. 

• Provide the apprentice with a ‘Microcredential’ replacement for an element of study not 

within the student’s ability. This would be a substitute element which would be recorded 
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on the transcript of achievements on completion of the full course of study in place of 

traditional/normal modules. 

With Government (or Stage Agency for Apprenticeships) would discuss: 

• Registration with Stage Agency and agreement to provides the full range of skills and 

education necessary to comply with the standards required for completion of a 

successful apprenticeship programme (may require conversations with employers and 

others involved in setting the standards and topics/modules being designed – 

curriculum content and development). 

• Design and development of exam schedules and arranging timetables and group 

numbers for inclusion in apprenticeship programmes in college for different levels of 

apprenticeship. 

• Act in conjunction with the agency to provide and facilitate the apprenticeship 

programme’s uniformity of subjects under study showing levels of progression from 

beginner to advanced. This would facilitate movement of apprentices between different 

work and learning locations if necessary. 

• Microcredential achievement in place of traditional/normal modules in study 

programme to be registered as acceptable for a full award on completion of study. 

With the Employer(s) would discuss: 

• As there may be a multitude of employers involved in different programmes of study the 

solution would be to offer an invitation to all employers to submit specific requests for 

educators to include modern operational instructions when developing apprenticeship 

programmes – the theories will always be constant but the techniques and tools in the 

real world may change and modernise (an area difficult for educational institutions to 

keep up with in view of the costs involved). However, networking and arranging classes 

by visiting lecturers in real workplace environments (as opposed to classrooms, or 

educational workshops) may resolve the problem and constitute a real working 

relationship between employer and educational institution. 

  

2. The Employer – in conversation: 

With the Apprentice would discuss: 

• A stipulation to abide by the rules and regulations of the apprenticeship programme 

especially with regard to health and safety requirements, timekeeping and diligent 



101 
 

attention to working in a team environment with projected deadlines and time 

constraints. 

• A request that on completion of an apprenticeship programme the apprentice would 

consider remaining with the employer for a specified period in order for the employer to 

recover the initial outlay of costs incurred in the apprentice’s training programme. This 

could be included into a contract for consideration in the final year of the programme. 

• The apprentice would participate in collaborative projects with the educational 

institution and the employer. This would facilitate new learning and work practices in a 

joint venture to improve working relationships between both and enhance the 

apprentices’ learning opportunities in both environments – project based and problem 

based learning. 

With the Educational Institute would discuss: 

• A consultation or outline on proposed curriculum content for the apprenticeship 

programme for their apprentices – to evaluate when and where to locate their own 

learning criteria and practice to coincide with the institutes programme. 

• An outline of times and dates to co-ordinate their own workforce to align with the loss of 

the apprentice (especially at higher levels of apprenticeship) when the apprentice is 

almost a fully trained employee and a necessary part of the workforce. 

• A request to work in tandem with the institute to solve problems in the workplace 

requiring the skill and professional development of the apprentice and to provide a 

working relationship with the institute. 

With the Government (agency) would discuss: 

• Allocation of funding to help in the provision of apprenticeship programmes – which are 

costly on the employer as they provide mentors who are skilled workers to take time 

from their own tasks to teach a new skill. 

• A request for funding to offer ‘part time’ programmes to their workforce through the 

educational institutes which would enable them to upskill or reskill qualified 

apprentices in specialised areas of training. 

 

3. The Government (agency for Apprenticeship) – in conversation: 

With the Apprentice would discuss: 
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• A commitment for the apprentice to complete the apprenticeship in a diligent and 

timely manner. 

• Would agree to support the apprenticeship programme by marketing and advertising the 

Government’s commitment to support apprenticeship programmes 

• Provide extra funding to support apprentices who may be employed by small crafts 

organisations in learning crafts and skills that are at risk of becoming obsolete. 

• Provide funding for individual apprentices who would have to travel and reside in 

locations away from their place of employment and/or educational institute 

With the Educational institute would discuss: 

• Provision of funding to purchase modern materials and equipment necessary for the 

teaching and learning of skills and crafts 

• Provision of funding to employ professionally qualified teachers (with necessary skills 

and teacher training qualifications). 

• Provision of advertising programmes to link apprenticeships with routes to Higher 

Education learning 

• Provision of apprenticeships in skills necessary for humanity’s future in areas of climate 

change, sustainability of the earth’s resources and many other areas where academic 

knowledge can be enhanced by hands on skills and human interaction and intervention. 

• Microcredential criteria for inclusion in apprenticeship programme. 

With employer would discuss: 

• Advertising and funding apprenticeship programmes in diverse areas – to include small 

businesses and crafts/skills necessary for future growth and development e.g. the 

inclusion of Artificial Intelligence in the workplace and the concept of symbiotic 

relationships with humans and machines. 

• The provision of funding for upskilling and reskilling of employees to cope with industry’s 

competitive markets if society needs the industry e.g. reliance on foreign manufacturing 

for paper masks during the Covid pandemic. 

• Re-imbursement of costs required to run apprenticeship programmes – some 

employers may be offered incentives to engage with apprenticeship programmes e.g. 

tax deductions, initial per capita imbursements for 1st year apprentices, etc. 
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Appendix 8: Screen snapshot of Excel spreadsheet outlining list of publications by Erica 
Smith and colour code for specific content location – example methodology 
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Publication 1 is offered here in full. Access to the publication is behind a paywall. 
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Abstract— The future of humanity itself depends on how we adapt to the existential crises we face such as global 

warming and the loss of biodiversity. Today's work environment demands high-performance teams comprising diverse, 

multi-disciplinary workers with lifelong learning skills that are educated in a manner that will equip them to 

understand and combat the crises we face.  These teams must be capable of adapting and solving present and future 

problems of our growing population while safeguarding our planet and its resources. This paper presents the findings 

of two European studies emphasising the importance of education and training in enabling current and future workers 

to engage with new technologies and new learning. It proposes an educational model based on collaboration between 

Higher Education institutions, Industry and Commercial companies and learners. It presents the skills required to 

ensure a successful transition to Industry 5.0 and defines how the four pillars of evolving education. a) Macro 

credentials, b) Micro credentials, c) Mentoring and Equality, d) Diversity, Belonging and Inclusion, hold specific 

characteristics designed to meet the challenges of the future workplace. 

 

 

Keywords— Education, Mentoring, Macro and Micro-credentials, Lifelong Learning, Global Apprentice, 
Industry 4.0, Industry 5.0. 

I. INTRODUCTION 

 

The need for climate action to reduce biodiversity loss caused by human environmental damage, the complex 

social inequalities causing poverty and the lack of inclusivity and diversity are recognised as the existential threats 

facing humanity in 2023 and beyond. These challenges are further intensified by widespread instability following 

the Covid-19 Pandemic. Consequently, society and the world of work has changed. Social, environmental and 

scientific advances have created different workplaces for employees, businesses, governments, educators and 

society and while some changes bring improvements there are also disruptions and losses to the jobs market where 

new skills are essentially required by the workforce. Today's work environment demands high-performance teams 

comprising diverse, multi-disciplinary workers with lifelong learning skills. These teams must be capable of 

adapting and solving present and future problems of our growing population while safeguarding our planet and 

its resources. 

Prior to the pandemic the European Union (EU) publication Breque et al. in 2021, described how inter-

connected the future of Industry 5.0 and emerging social trends will need to interact and co-exist as Industry 5.0 

complements and extends the hallmark features of Industry 4.0. It emphasises factors that are not just economic 

or technological in nature, but also have important environmental and social dimensions.[1] 

II. SMART MANUFACTURING AND INDUSTRY 4.0/INDUSTRY 5.0 

 

As Industry 4.0 and its inclusive technologies are connected to the Internet of Things (IOT) it follows that all 

the data that is being generated by connected sensors can be captured, processed and used to optimise processes 

and factories. One of the main goals of these developments is a “smart factory” being able to produce economically 

“Lot Size One”. This new smart way of manufacturing has become a revolution by the increasing levels of 

automation, cyber physical systems, digital twins and the intensive use of data analytics. [2] The synchronisation 
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of humans with robotic systems and the need for Science, Technology, Engineering and Maths (STEM) life-long 

learners, with a mixed disciplinary approach to learning, is now more urgent than ever.  

The Community Research and Development Information Service (CORDIS) is the European Commission's 

primary source of results from the projects funded by the EU's framework programmes for research and 

innovation.  They emphasise the importance of multifaceted approaches to learning from two studies coordinated 

in Norway by Sintef AS and in Italy by the Universita Degli Studi Di Modena E Reggio Emilia from 2016 to 2019 

[3] 

 

• The HUMAN study conducted in Norway emphasizes the importance of workers with specific skills, 

experience, competences, and flexibility in the successful adoption of automation solutions by European 

Union (EU) manufacturers. It acknowledges the need for a cooperative environment that effectively utilizes 

and nurtures workers' capabilities and knowledge. Integrating automation and robotics is crucial for 

achieving productive growth, but it must prioritize the safety of workers and value their cognitive and 

physical abilities. 

 

• The INCLUSIVE study, conducted in Italy, focuses on the complexity of modern automatic machines 

and robotic cells in production plants. With the increasing demand for faster production rates, Human 

Machine Interfaces (HMIs) have become essential tools for human operators, engineers, technologists, and 

scientists. However, the constant updates and intricate nature of these HMIs can present challenges for 

operators, especially when considering factors such as age and ability. The primary goal of the study is to 

investigate how the human-machine interface can be modified to accommodate the capabilities of the 

operators. This objective revolves around three main pillars: assessing operator capabilities, adapting the 

HMI accordingly, and providing training and support to operators. 

 

Both studies stress the crucial role of education and training in enabling workers to effectively collaborate with 

the rapid advancement of automation and robotics in production plants. A workforce that possesses the necessary 

skills and knowledge to operate and interact with these technologies is not only desirable but is essential for future 

economic growth and productivity.  

The imminent paradigm shift in manufacturing and production, known as Industry 5.0, is rapidly approaching. 

This new era is characterized by a focus on personalization and customization, the two key elements highlighted 

in the EU studies HUMAN and INCLUSIVE. The HUMAN study proposes enhancing human/computer 

interaction by educating individuals about system requirements, while the INCLUSIVE study suggests improving 

computer/human interaction by adapting software and mechanisms to human ergonomics. Both studies revolve 

around the central theme of new knowledge acquisition and training. 

 

 
 

Figure 1. Conceptual framework illustrating Industry 5.0 [4] 

 

 

In narrative terms, enhancing the above diagram, Doyle-Kent states: “Industry 5.0 is the human-centered 
industrial revolution which consolidates the agile, data driven digital tools of Industry 4.0 and synchronises 
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them with highly trained humans working with collaborative technology resulting in innovative, 
personalised, customised, high value, environmentally optimized, high quality products with a lot size one.” 
[4] 

 

III. THE GLOBAL APPRENTICE 

A key question in achieving a successful transition to Industry 5.0 is: "How can we effectively train and 
retain multi-skilled STEM workers, equip them with diverse learning abilities, and empower them to be 
lifelong learners with transferable qualifications?" In essence, the goal is to foster a mindset and create a 
"Global Apprentice". Becoming a "Global Apprentice" encapsulates the aspiration to be globally 
competitive, equipped with a diverse range of skills, and capable of applying knowledge in various contexts. 
It signifies a commitment to lifelong learning, adaptability, and the pursuit of excellence in an 
interconnected and rapidly changing world. 

To resolve the problem of attaining knowledge and training the approach outlined here draws upon 
theories from various fields such as education, business, engineering, and psychology. It proposes an 
amalgamation of Higher Education macro credentials, micro credential learning, mentoring programmes 
and an awareness of diversity, equality, belonging and inclusion (DEBI). This collaborative approach offers 
a solution that benefits humans, technology, robotics, economics, and society. It advocates for a threefold 
inclusive partnership among Higher Education institutions, Industry, and the Lifelong learner, each 
contributing unique strengths and values [5] The partnership involves: 

 

1. Higher Education and Training Institutes: The institutions that serve as providers of knowledge and 
skills. 

2. Industry and Commercial Companies: The competitive markets that deliver products and services 
through employment, social/environmental involvement and wealth creation. 

3. Employees/Learners: The individual members of society who earn a wage and strive for personal 
growth. 

 

Human capital, not financial, is the most important asset available to any successful company. A critical 
requirement of a modern manufacturing environment is to attract and retain top talent, to communicate 
knowledge and create an environment which nurtures growth and creativity. [4] The main problem requiring 
employees to return to education or to engage with new learning is often based in the way the ‘new training’ 
or ‘education’ is delivered or on the employee’s negative learning experiences of the past, time 
commitments or personal reasons for non-engagement. [6] 

 

IV.  CURRENT EDUCATIONAL MODELS 

 

In 1972 Malcolm Knowles developed the theory of Adult Learning on four main assumptions which are 
as important today as they were 50 years ago. Knowles’ four main assumptions on adult learning are: 
Changes in Self Concept, Role of Experience, Readiness to Learn and Orientation to Learning. Each of the 
assumptions has a place in new learning experiences and each holds personal value for the learner in 
various degrees of importance. [7] 
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showed that 2.6 million people engaged with non-qualification courses to meet industry requirements with over 

90% of the training market being provided by private companies without government assistance. [20] [5] 

  

C. Mentoring 

Traditionally, mentorship in industry has often involved ‘apprenticeships’ or ‘on-site’ learning following initial 

training. In this approach, a seasoned and knowledgeable mentor is assigned to guide and teach a younger or 

novice individual, imparting the skills required for the position. Through mentoring experiences, students learn to 

combine their foundational knowledge with shared or role-modelled experiences. [21] The following outlines an 

evolved version of the mentoring model to cater for evolving and dynamic work practices which can be passed 

up and down through the all-inclusive professional chain allowing new ideas, technologies, creative problem 

solving to be introduced at all levels. 

 

I) Mentoring Models: Mentoring can take different forms, and its effectiveness depends on the context and 

goals involved. One way to conceptualize mentoring is through a hierarchical model, where the primary emphasis 

is on achieving specific outcomes such as knowledge transfer, continued learning, and professional assimilation. 

This model is often observed in fields like medicine and scientific professions, where experienced individuals 

share their expertise with less-experienced mentees in a top-down manner. However, the collaborative model of 

mentoring values the contributions of both mentors and mentees. By embracing the collaborative model, 

mentoring becomes a two-way process that goes beyond the mere transfer of knowledge. It creates an environment 

that nurtures innovation, creativity, and the exploration of new ideas. This approach can be particularly beneficial 

in fields where multidisciplinary collaboration and adaptability are essential, as it encourages mentees to become 

active participants in their own learning and professional growth. [21] 

 

Warner presented a multi-level “Mentoring Ladder” where the influence of mentors drawn from higher levels 

to mentors trained and deployed at all levels. [22]. A working example of this model is seen in The University of 

Michigan’s College of Engineering Peer Mentoring Program which matches new students with mentors who are 

recruited from senior engineering students based on common interests. Santora, Mason and Sheahan presented 

the model, seen here in Fig.3, outlining the levels of mentoring intensity in operation between each student and 

mentor. [23]  

 

Mentees, regardless of gender, can experience objective and attitudinal benefits from mentoring. [24] Objective 

benefits encompass positive career planning, increased career involvement, higher income, and more promotions. 

Attitudinal benefits include job and career satisfaction, as well as career commitment. It is often noted that formal 

organizational mentorships can be less effective than informal ones due to factors like personality conflicts, the 

need for external support, and insufficient commitment from either party. Nevertheless, organizations have been 

implementing formal mentoring programs to match mentors and mentees, aiming to capture the qualities of 

successful mentoring relationships. It is important to note that, on average, formal mentoring programs tend to 

yield better results than having no mentoring at all.[25]  

 

Mentoring and gaining experience significantly increases the opportunities for the Global Apprentice to 

combine varied work practices with new technologies, remaining current and relevant in their professions within 

a diverse and inclusive workforce.  

 

 
 

Fig. 3. Progressive Mentoring Model [23] 
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D. Diversity, Equality, Belonging and Inclusion (DEBI) 

High performance teams working in all areas are required to address the global crises. It is widely accepted that 

an inclusive and diverse workplace inherently attracts top talent that outperforms homogenous teams. Women and 

other minority groups are often underrepresented in Science, Technology, Engineering and Maths (STEM) 

globally especially in key areas of engineering and manufacturing. [26] [27]. In 2022, Doyle-Kent and Kopacek 

wrote about Optimising Human Potential through Diversity and Inclusion. They wrote about the future of industry 

in Europe which incorporates three dimensions; the regenerative dimension, the social dimension and the 

environmental dimensions and state that “Traditionally equality, diversity and inclusion (EDI) was not seen as an 

important consideration in technological work environments. Engineering companies now realise that if they want 

to have a competitive advantage globally, then their employees need to be the brightest and best.” They conclude 

that to future proof the workplace ensuring the brightest and best can be recruited and retained, it’s critical that 

the workplace is, inclusive and equitable and that the employees will need to feel that they belong to thrive and 

reach their full potential. In turn this will bring the competitive advantage to the company and ensure long-term 

survival. [28] 

VI.  CONCLUSIONS 

 

The main goal for Industry 5.0 is founded on ‘human progress’ and the best possible pathway to achieving this 

is through education and training, attaining new skills, upskilling existing work practices and engaging in 

continuous lifelong learning. This paper is based on current international scientific research from both commercial 

and educational sectors and outlines the characteristics necessary for human engagement with new technologies 

and robotic interaction. The four pillars of dynamic lifelong learning are shown here to provide educational 

opportunities in creating the ‘Global Apprentice’ through engagement with macro credentials, micro credentials, 

mentoring practices and being aware of the sense of belonging which can be fostered by colleagues who are people 

of all genders, ages, race and diversity. The diverse interaction of human skills, practices and cultures has the 

potential to create a community of collaboration with shared goals, the ability to find sustainable solutions, and 

advance positive social impact.  Future education for the success of Industry 5.0 must include several facets to 

include industry-oriented curricula, mentoring relationships, micro credentials and a willingness from all parties 

to promote the sustainability of our resources and the regeneration of our planet for the following generations. 
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