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EDITOR’S COMMENTS

Completing the Cycle

By Ep OSBORNE

Dr. Osborne is associate pro-
fessor and program chair of
agricultural education at the
University of lilinois at
Urbana-Champaign.
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xperiential learning is not commonplace

in secondary and postsecondary agricul-

tural education programs. What? But we
live by hands-on experience in our programs,
We provide students with firsthand and second-
hand experiences in many areas that we teach
in agriculture and agricultural education.
Experienced-based learning is an icon for agri-
cultural education, Yet, I would argue that true
experiential learning is seldom practiced in
high school and postsecondary agriculture pro-
grams and university agricultural education
programs. We often provide hands-on experi-
ence for students, but we rarely complete the
full cycle of experiential learning.

Experiential learning (EL) is a cycle consist-
ing of four to six stages, depending upon which
model is followed. In agricultoral education we
often only complete two stages of experiential
learning. Further, agricultural educators strive
to intentionally provide hands-on experiences
for students, but few agricultural educators
place these learning experiences in the context
of experiential learning.

One model of experiential learning that has
gained widespread acceptance is the Kolb
model. This model consists of four stages:
direct experience, reflection and cbservation,
abstract conceptualization, and active experi-
mentation (Kolb, 1984). A quick review of
these four stages reveals why agricultural edu-
cators often fall short in their teaching and how
they can complete the cycle of experiential
learning on a regular basis.

Stage one, direct experience, requires first-
hand, personal involvement with the phenome-
non under study. In essence, this means that if
students are studying grafting, they begin to
learn grafting by performing a trial graft. They
have a direct encounter with the area of study.
Experiential learning is a nataral {it in agricul-
tural education, because what we teach is teem-
ing with opportunities to provide students with
direct encounters, genuine experiences that are
personally meaningful and relevant.

Stage two of the experiential learning cycle
requires that students undertake guided reflec-
tion about the just-completed experience.
Reflection is the key element in experiential
learning; it transforms experience into new
knowledge.

The third stage, abstract conceptualization,
is the inductive stage of the cycle. In this stage,

students continue in an inquiry learning mode
by developing generalizations about the area of
study. In the grafting example mentioned earli-
er, students would attempt to identify general
principles that explain how and why certain
grafting techniques result in a successful graft.
These principles conld relate to instruments,
materials, procedures, and maintenance of the .
new graft.

Finally, in stage four, active experimen-
tation, students are provided opportunities to
test their generalizations about the topic, Thus,
additional grafting experiences are provided,
ideally until students’ skills and knowledge of
grafting reach a mastery level.

According to Kolb’s model, agricultural edu-
cators fall short of true experiential learning in
two fundamental ways. First, the starting point
in much of our teaching is in stage three of the
cycle, rather than stage one. Many teachers
begin by giving students the whats and hows of
the topic at hand. In other words, many teach-
ers would begin to teach grafting by telling stu-
dents when grafting is used, why it is used, and
how it is done. This mistake places agricultural
educators alongside most other educators who
have a subject matter orientation to their teach-
ing. These teachers start with the facts and
information first, and any experiences provided
follow sometime thereafter. So much for prob-
lem-based learning.

When teachers follow an experiential learn-
ing model, student learning begins with direct
experience, which immediately places the
learning in a real-world, problem context,
Dewey (1960) felt strongly that all learning
should be problem based, and that to set up
problems that do not grow out of actual sitna-
tions is busy work.Teaching through the expe-
riential learning cycle is about as close to pure
problem solving teaching as we can get. '

Agricultural educators also fail to provide
true experiential learning because they stop
short on the four-stage cycle, usually never get-
ting to stage four, active experimentation. In
fact, much of our teaching consists of only two
stages of the experiential learning cycle: direct
experience and abstract conceptualization,
Further, these are usually addressed in the
wrong order, by leading off with a discussion
of the facts and information, followed by direct
experience. But by starting the learning cycle

(continued on page 11)
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By Gary LESKE, THEME
Epiror

Dr. Leske is director of
graduate studies in the
Department of Vocational
and Technical Education at
the University of Minresotd,
St. Paul.

Experiential
"heory for |

he education component of the knowl-
edge base for the agricultural education

d profession is not a common topic of dis-
cussion at our conferences and conventions.
Indeed, we do show and tell about successful
practice, and the literature of our profession
does an excellent job of recording how we
practice. In fact, a great deal of our professional
literature is basically a number of sets of
approved practices. Those of us who are “older
than the rest of you” may remember all those
approved practice bulletins and books that
often were not appropriate for our community’s
agriculture. Not surprisingly, approved practice
lists have been found to be useful, but lacking
when situation-specific decisions must be
made. Should we be surprised that many agri-
cultural educators have found that practicing
the way others have done is not the most effec-
tive process for them? I do not think so. What
is normally missing in approved practice lists is
the theory or framework that supports the prac-
tice.

‘Why should we be concerned? A profession
by definition has a unique body of knowledge,
and professionals practice using their unique
knowledge to benefit their clients, An expected
part of our unique educational knowledge is
focused on the processes of facilitating stu-
dents’ learning. We are expected to have theo-
ries which explain why we do what we do to
members entering the profession and to those
who question why we practice as we do.
Perhaps more importantly, we need theories to
allow us to critique oor own practice and make
decisions when facing new challenges in our
practice. To paraphrase the saying, there is no
good practice untested by good theory, and
there is no good theory untested by good prac-
tice. Theory and practice interact, testing each
other, to generate our professional knowledge
base.

Another concern that I have when I read our
agricultural education literature is that we keep
turning on ourselves, I realize that most of what
we know is learned by interaction with our
immediate environment or culture. This indige-
nous knowledge is important and useful, but it
also limits us to our own experiences. We may
become isolated and lose sensitivity to our
changing environment, or as some say, become
victims of our own experience and trapped in
the past. The SAE literature is a good example.
‘What has been written about the theoretical
basis for what we do in facilitating students’
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SAEs? I asked myself this question a few years
ago and found that we seldom, if ever, question
our practice, particularly with theories and
knowledge from outside our own literature,
Should we wonder why the quality-enhancing
components of our programs, labs, SAEs, and
FFA contests are challenged by those who do
not practice as we do?

% é_..we seldom, if ever, ques-

tion our practice, particularly
with theories and knowledge
from outside our own litera-
ture.9 9

“Hands-on learning” is a norm for good
practice in agricultural education. It is common
in FFA and discussions. This catch phrase is
used to sell our programs. It works. But what
does it really mean? For some it means active
involvement of the learner or doing projects.
For others it means this is the place for individ-
vals who are good with their hands. Too fre-
quently, mental processes are not recognized as
important or being used when the “hands-on”
terminology is used.

Because I believe that we need to talk and
write about the educational theories that sup-
port our practice and we need to look cutside
our own field to improve not only our practice,
but how others perceive us, I suggest that we
move [0 new terminology and a conceptual
framework without the limitations of “hands-on
learning.” Experiential education is the frame-
work that I recommend.

Experiential education inclides “hands-on
learning” and emphasizes the mental involve-
ment of the students. There are a number of
theories and models of experiential learning
and education that have been tested and are
continuing to evolve. The work on advancing
the experiential education framework did not
stop with John Dewey’s passing.
Metacognition researchers currently are con-
tributing new insight. A body of literature
focused on experiential education exists, and
the National Society for Experiential Education
provides opportunity for educators from a vari-
ety of fields to meet and work on improving

our understanding of experiential education.
—h
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éToo frequently, mental processes are not rec-

ognized as important or being used when the
“hands-on” terminology is used. 99

‘We can benefit from the work of others who
value learning through direct involvement and
reflection.

An example of reflection using experiential
theory may illustrate my point. Kolb (1984), a
frequently cited advocate of experiential educa-
tion, has developed a model of experiential
learning that involves four stages: concrete
experience, reflective observation, abstract con
ceptualization, and active experimentation.

Before we feel too good about our active
learning strategies, we need to note Kolb’s
reflective observation and conceptualization
stages. Not surprisingly, the major criticism of
most experiential education programs is that
the focus is the activity itself, not on the learn-
ing which is sought. The agricultural education
student has an SAE agribusiness placement—a
real world experience, but your friendly school
board member asks, “How is this experience
different from the experience of all the other
students with part-time jobs?” According to
experiential education theory, a key part of
your response should be that the students are
required to reflect on what has happened during
their experience by writing or orally presenting
what they have learned, what worked and what
did not work, what knowledge or skill they
applied, what they need to know and do tc be a
better employee, what they like and do not like
about the job, and so on.

€6 we simply must make time for our students
to reflect on their experiences if we believe
in experiential education. § §

SEPTEMBER, 1994

A reflection stage is central to experiential
learning, It resulis in learners connecting the
elements of the experience to their current
knowledge system. Facilitation of this process
makes our curriculum effective and valuable.
We can argue that we all are reflective, but the
public sharing and testing of our own conclu-
sions, which some call our espoused theories,
validates our learning. Why has our approved
practice list included student reports? There is a
sound educational rationale for records and
journals that is more important than document-
ing earnings and activities for awards. There is
rationale for class time not focused on the
{eacher’s lesson plan, but the students’ ques-
tions and conclusions evelving from reflection
upon concrete experience. We do help each
other gain insight and learn.

Unfortunately, our approved practice lists do
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not say much about facilitating the reflection
(debriefing) activity in experiential education.
Some argue that all homan beings are reflective
and that it is a natural process, so why take the
time to structure reflection? Experiential educa-
tors make the strong case that it is a matter of
lIearning efficiency. The move toward authentic
assessment may help us come to understand the
importance of reflection. We simply must make
time for our students to reflect on their experi-
ences if we believe in experiential education.

In an effort to illustrate the utility of experi-
ential education theory, a nutber of your col-
leagues have written theme articles about
aspects of their programs vsing Joplin’s model
of experiential education (see back cover) as a
model for thinking about iheir work. Joplin’s
(1981) model was developed to help teachers
reflect on their efforts to provide experiential
learning opportunities for students. I have
found this model very helpful in thinking about
what we are trying to do to help our students. 1
hope it will be a useful tool for you.

References

Joplin, L. {1981). On defining experiential education.
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THEME ARTICLE

Experiential Learning and
School-to-Work Transition

By James R. Stone I
Dr. Stone is associaie profes-
sor of vecational and techni-
cal education af the
University of Minnesota, St.
Paul.

e United States is currently in the throes
i of yet another educational reform move-
ment. Unlike most of the past move-

ments, the school-to-work transition movement
offers real hope for change. And in this change,
real hope is offered for three-fourths of stu-
dents—those who will never earn a four-year
college degree.

We find many models of school-to-work
transition (STWT) discussed at the policy and
implementation levels: youth apprenticeship,
internships, mentoring programs, cooperative
vocational education, and school-based enter-
prise, to name a few. One comnmon element for
each is the importance of learning through real,
lived experience. It seemns reasonable then, to
consider what we know about experiential
learning in the context of school-to-work tran-
sition, :

Experiential Learning: What is it Really?

Experiential learning has its roots in the ear-
liest thought on what it is “to know” (Leske &
Zilbert, 1989). Aristotle first espoused the idea
that knowledge comes from experience. This
was in contrast to Plato’s position that knowl-
edge comes through the reasoning process, not
through one’s senses, While modern science
has largely adopted the empirical view
{Axistotle) for the definition of knowledge, the
rational view (Plato) is dominant in the frans-
mission of knowledge. Formal schooling is
largely a rational process of mastering theories
which often are seen as unrelated to the “real”
world. Dewey (cited by Kolb, 1983) believed
that textbook problems most often were not real
problems to students and that school learning
should be an experientially active, not passive,
affair. He supported learning experiences in
which learners are directly in touch with the
realities being stadied, rather than simply read-
ing about, hearing about, or talking about these
realities. When experiential learning techniques
are used as contributors to the creation of a
learning environment that maximizes learners’
skills in learning from their own experience,
the full potential for learning can be realized
(Kolb & Lewis, 1986). With more possibilities
to connect to the continuum, experiential edu-
cation has distinct advantages.

Is all experience educational? Dewey (1938)
stated that the belief that all genuine education
comes about through experience does not mean
that all experiences are genuinely or equally
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educative. For some, experiences are mis-
educative. A mis-educative experience is any
experience which has the effect of arresting or
distorting further growth. Only when experi-
ence can be expressed as new ideas, when the
lessons of experience can be drawn, articulated,
and acted upon, will development have taken
place (Whitham & Erdynast, 1982),

Creating the educative environment requires
an understanding that (a) environmental factors
influence learning; (b) not everyone learns in
the same way; and (c) learning is vltimately
self-directed, an individual matter, and it occurs
best when individuals are self-motivated
(Association for Experiential Education, 1984).
Dewey (1938) saw teachers as having a prima-
ry responsibility for shaping experiences which
would fit learners and lead toward growth. This
suggests two major responsibilities for educa-
tors. First, learners should be provided with
appropriate experiences, and then, teachers
should facilitate learners’ reflections on those
experiences (Joplin, 1981),

For vocational educators, it is not sufficient
to merely place students in work situations and
assume that learning will occur. A critical task,
then, is the design of learning environments
and strategies which (a) allow for differences in
learning styles; (b) enhance the intrinsic inter-
ests of learners; and {c) provide opportunities
for reflection.

Since development proceeds from stage to
stage in an invariant sequence, according to
‘Whitham and Erdynast (1982), experiential
education programs can promote development
only by carefully promoting “optimal matches”
between their students and situations that chal-
lenge them at a level with which they can suc-
cessfully struggle. Too small a challenge will
not provide motivation to change and to leam,
Too great a challenge may invoke self-protec-
tive responses such as regression, rebellion, or
discouragement. If optimal matches are not
found and students are not able to actively
grapple with experiences to which they are
exposed, programs may “frain students to func-
tion in certain roles or to perform certain tasks,
expose them to a wealth of new people, situa-
tions, and ideas, even provide them excitement
and enjoyment, but they will not foster devel-
opment” (Whitham & Erdynast, 1982, p. 8).
While several models of experiential learning
have been developed, Kolb (1984) suggested a

widely accepted model or cycle of expericntiai y

SEPTEMBER, 1994. .

- SEPTEMRER, 1994

" leaming (presented here as adapted by Doherty,

Mentkowski, and Conrand, 1981).

In this model, concrete experiences in specif-
ic situations happen. These experiences are
then refiected upon revealing the “theory in
use.” This leads to generalizations about the
relationship between and among the elements
of the experience and the results of the activity
that lead to the experience, This, in turn, leads
to abstractions, “new theories,” about the expe-
rience which are then tested in the real world of
every day life. For most of us, the cycle of
learning described here operates at a subcon-
scious level. The educational value of this cycle
lies in teachers bringing this to the conscious
level for their students. Only then does learning
QCcur.

Concrate
Expariances

Testing Espoused Observation
Theeries in and
New Situations Reflaction
Espousad Theory
Theory . InUse

Figure 1. Experiential learning model (adupted from Kolb,
1984).

This model has profound implications for
how vocational educators use work-based
learning as part of STWT. If this model has
value, its value lies in instructing us as to the
importance of completing the cycle. It is impor-
tant that students are guided to complete the
cycle regularly rather than just having an expe-
rience without some form of disciplined reflec-
tion. Equally important is the development of a
range of experiences for students that will
allow them to move from carrying out assigned
responsibilities to autonomous responsibility-
taking; from engaging in essentially self-orient-
ed activities to taking on sustained responsibili-
ties for the welfare of others (Whitham &
Erdynast, 1982).

Beginning with a real, lived, work-based
experience, the learner must be provided the
opportunity for structured reflection on this
experience. Reflection is the critical examina-
tion of an experience so as to understand its
implications for a general conceptual model of
the phenomena. Joplin (1981) described reflec-
tion as the process of examining an experience
and transforming it into a learning experience.
This concept of critical examination of experi-
ence through reflection is a focal point of much
of the current work in experiential education. It
is often during this process, referred to as an
“action-reflection cycle,” that individuals make

a connection between their experience and their
continunm (Dewey, 1938). Dewey referred to
the initial, immediate experience as the “prima-
ry”’ experience. He considered the reflective
experience to be the “secondary” experience.
Dewey stated that reflective experience takes
the gross, macroscopic, and crude materials
furnished by primary experience and seeks to
make it precise, microscopic, and refined. It is
during this secondary experience that individu-
als link experiences to their continuom.

The theories discussed here and others in the
literature suggest a framework for constructing
STWT experiences. Without this framework as
a basis, these activities become nothing more
than a job—an experience that is as likely to be
mis-educative as it is to be educative. As
Willard Wirtz, former United States Secretary
of Labor (cited in WTGF, 1988), observed,
“There are not two worlds—education and
work-—one for youth, the other for maturity.
There is one world—life.” Indeed, experiential
learning (i.e., learning by active participation,
trying, making errors, and gradually narrowing
the margin between failure and success) should
be at the heart of our educational perspective,
Instead, the invaluable educational laboratories
offered by community institutions—youth
organizations, civic groups, and the work-
place—are often overlooked, underfunded, and
under-used,

Learning About Work
Through Experience

Typically, work experience programs spon-
sored by high schools and two-year colleges
involve an in-classroom component and a work
component, and are jointly and cooperatively
supervised by school personnel and worksite
personnel (Pataniczek & Johansen, 1983).
These programs typically include all experi-
ences whereby students learn as participants in
organizations, through actnal work, observa-
tion, or projects. Students, employers, and
school representatives usually enter into formal
arrangerents that spell out the nature of the
relationships and various responsibilities
required of each party.

However, one cannot assume that such pro-
grams automatically promote significant learn-
ing. While the potential for learning is great, it
does not occur automatically. To ensure that
actual learning occurs, Mulcahy (1984) urged
educational planners to incorporate the basic
philosophies of experiential education into their
PrOgrams.

Macala (1986) expanded this argament by
suggesting that such programs be designed to
broaden intellectual, social, and political aware-
ness through the experiencing of ideas and self
in real-world settings. These programs should
also provide opportunities for career explo-
ration and the development of useful and mar-

ketable skills, _ s
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The key to ensuring that learning actually
occurs is providing the structured reflective
opportunities that many argue ought to be part
of any work experience program (Conrad &
Hedin, 1981; Moore, 1983). Reflection during
the work experience is also vital to an individ-
ual’s success in an experiential learning situa-
tion. As instructive as it may be to know that
experience should be accompanied by reflec-
tion, it is not practically useful without precise
information regarding how best to structure,
guide, and encourage such reflection (Conrad
& Hedin, 1981).

One strategy for guiding reflection is a “con-
trol” class that is conducted concurrently with
the work experience to provide an opportunity
for reflection. Students may attend this class
weekly, bimonthly, or in another timeframe to
discuss their work experience. The motivation
generated by work experience programs often
transfers back to classrooms as students recog-
nize the need for more extensive theoretical
background. If properly guided, students infer
and conclude certain truths from their experi-
ences, often creating critical teachable
moments.

A great amount of reflecting or “processing”
can and should occur while students are at
field-placement locations. Processing can be
achieved through those activities in which stu-
dents are monitored and receive feedback on
their performances on tasks. This allows for
reconstructing the problem and designing a
new approach (Moore, 1983). Personal journals
have proven an excellent technique for record-
ing reflections.

Conrad and Hedin (1981), in a national study
evaluating field-based programs in secondary
vocational settings, reviewed various program
features and concluded that the presence of a
formal {(and at least weekly) seminar was the
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Figure 2. Structured work experience model.
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single strongest factor in explaining positive
student change. The clearest and most signifi-
cant conclusion of this study was that experien-
tial programs are powerful educational vehicles
for promoting personal and intellectual devel-
opment and can do so more effectively than
classroom instruction.

Although a variety of training strategies are
available for work experience learning in the
United States, the most popular program for
both academic and vocational students is coop-
erative education (Glover & Shelton, 1987,
Hartley, 1983; Worthington, 1984). This is true
in spite of all of the press about youth appren-
ticeship.

However, which of these is the best mode of
work experience learning still remains the sub-
ject of some debate, Very few researchers have
conducted comparison studies among the work
experience sirategies in terms of their coniribu-
tion to productivity, job performance, and
vocational attitudes of students.

Regardless of the particular STW'T strategy
used, all share the common element of real,
lived experience as the basis for learning how
to make the transition from school to work.
Incorporating the theories drawn from previous
research, a model of experiential learning is
proposed for connecting school-based learning
to work-based learning (see figure 2).

In this model, the job experience is carefully
designed in response to the students’ cognitive,
occupational, and relational needs. This is fol-
lowed by structured reflection using either (or
both) a control class or a journal. Each activity
can provide support and still challenge the stu-
dent simultaneously. The feedback from
employers and teachers will help the students
evolve theories about the workplace that should
lead to suggestions for changes in behavior or
knowledge. These, in turn, should be incorpo-
rated into the working document (often called a
training plan) that defines the direction of the
work-based learning. It is a simplé concept that
requires the educator to intervene at the job
experience level (to ensure that the placement
is appropriate), at the structured reflection level
(to ensure that reflection occurs in a positive
way and connects to the “continuum”), and at
the training plan level. The employer must also
intervene and cooperate in the learning process
at each level.

Those of us who have worked in the vine-
yards of STWT in the past know the value of
experience. What we may not have known is
how to structure that expetience to ensure that
learning occurs. The model proposed here, built
on what we know of experiential education,
provides that structure.
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Science Fair Projects: A Hidden

nity for Experiential Educators

sometimes hidden opportunity to help

students reach their full potential.
Student experiences gained through experien-
tial education are often overlooked as a means
of helping students reach their goals. Science
fair projects are an excellent experiential edu-
cation vehicle.

ﬂ gricultural educators must capitalize on a

An assumption of this article is that all learn-
ing is experiential. For true learning to oceur
the student must “experience” the subject by
significantly identifying or seriously interacting
with what is to be learned. Much of the teach-
ing that is dooe under the mask of education
does not involve learning because it does not
significantly involve the student! This article is
designed to explain those stages of experiential
education which are deliberately planned and
discuss how they can be used by an agriculture
instructor in the classroom.

Two concepts guide the design of experien-
tial education programs: providing an experi-
ence for the learner and facilitating reflection
on that experience, The experience by itself
cannot be called experiential education; it is the
reflection process which transforms the experi-
ence into experiential education.

A five-stage model was developed by Laura
Joplin to explain an experiential action strategy
for teachers to plan courses (see back cover).
The purpose was to empower teachers to more
consciously design courses of an experiential
nature, The model is organized around a central
hurricane-like cycle, which represents direct
learner experience in a challenging situation
requiring decisions and action. A focusing
stage begins the cycle, but it does not provide a
complete process outline for the students to
simply follow in robotic, habit fashion. A
debriefing step follows the action event and
uses various reflection techniques. Support and
feedback make up the other two stages, which
occur during the entire process. The five stages
make up one complete learning cycle, which
allows a student to move directly into another
cycle as soon as the first cycle is complete.

The science fair project is an excellent tool
for providing the focus and challenges for
experiential education. The core of the science
fair project is the scientific method, consisting
of;

1. Identifying the Problem;

2. Reviewing the Literature;

3. Developing a Hypothesis;

4. Designing an Experimental Procedure;

5. Conducting the Procedure;

6. Drawing Conclusions and
Recommendations; and

7. Preparing a Display Board and Written
Summary.

Agriculture students at St. Charles have been
using the scientific method to solve problems
for the past six years. The Joplin experiential
education framework helps me focus on creat-
ing the right environment to challenge students
of all abilities.

The instructor’s role in each step of the sci-
entific method is explained by the Joplin
Model, as follows.

Joplin Model Scientific Research Method
Focus Identify the problem
{Support - Feedback)

Action Review the literature
(Support - Feedback) Develop a hypothesis

Design an experimental
procedure

Conduct an experiment

Debrief Draw conclusions

(Support - Feedback) Prepare a report;
Present and respond to
peers, instructor, judges

Focus is the first stage of the five-stage
Joplin Model. This stage involves presenting
the task and isolating the attention of the learn-
er for concentration. The subject of the study is
chosen. Students identify problems about
which they individually wish to learn more. —

Close observation is an important part of experiential
learning through science fair projects.

THE AGRICULTURAEL EDUCATION MAGAZINE 9




The public presentation of science fair project results and conclusions can be challenging.

There is real satisfuction in being able to answer the professor’s questions.

10

A key to this critical first step is to focus on the
students’ interests as they recognize problems
to be solved related to current lives and future
goals,

The hurricane stage of the model is the
action stage, Here the student completes steps
two through five of the scientific research
method. Learners are placed in a stressful situa-
tion where they are unable to avoid the problem
presented. Action involves the smdents with the
subject. The students must develop a hypothe-
sis and design and conduct an experiment. This
stage occupies much of the student’s attention
and energy in sorting, analyzing, applying, and
distinguishing. The action stage gives the learn-
et great responsibility. The student must be
allowed to struggle with this stage. This strug-
gling results in the learner’s brain being “turned
On.”

Recent brain research provides the most
accurate description of action as it relates to the
brain’s operations. The brain is really function-
ing or “on” when it is choosing, analyzing, and
making decisions. The brain is not “on” when a
teacher is pouring information into it. In our
agriculture classrooms students must be give
the opportunity to turn on their brains.

The decision by the teacher to allow students
to be responsible to turn on their brains also
provides students the freedom to fail. Without
that freedom true learning is stifled. A teacher
who leads students through a highly structured
process has not given students responsibility
for the action stage. The problem selected by
the stuzdent in the focus stage should challenge,
but not be beyond the student’s capacity or
background preparation. The teacher is respon-
sible for helping students to be thoughtful about
the problem so it is appropriate for them, yet
students are responsible for carrying out the
steps in the action stage.
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Using this type of approach to student
responsibility requires belief in the student’s
ability to complete the work. Most educational

“situations in schools are not designed to rely on

student responsibility to this extent. Typical sit-
uations do not go beyond Bloom’s knowledge
and comprehension levels. This level of respon-
sibility forces the student to interact seriously
with what is to be learned, taking the learner to
Bloom’s higher level thinking skills.

Support and feedback exist during all the
stages of the Joplin model. The student will
continue to try as long as adequate support is
provided, while feedback ensures that the stu-
dent has the needed information to move ahead.
Students’ willingness to take risks and to chal-
lenge themselves comes from teacher support,
which can be verbal, physical, or written, as
long as it demonstrates interest in the learner’s
situation. Having class members share individ-
ual frustrations helps members see that their
feelings are not unique. Providing information

" to students about what they have been doing is

essential. This feedback should be specific,
using examples to help clarify the meaning.

The fifth stage of the Joplin model involves
the debrief stage. In this stage, the learner
draws conclusions, makes recomumendations,
and presents work publicly. In this last stage,
the learning that has taken place is recognized,
articulated, and evaluated. Debriefing is the
sorting and ordering of the information by the
student. I find requiring a research paper and a
display board really helps students.

A student’s work may be made public
through group discussion, writing of themes or
summary papers, or making a class presenta-
tion. At St. Charles, these projects are present-
ed to classes, science fairs, and awards pro-
grams. In addition, students compete for prize
money at local fairs where their displays are
evaluated. The process of reflecting on the
work completed includes decisions on what
should be done next or how it could have been
done differently initially.

This model allows a student to continue from
debrief into focus to solve another problem.
'The next problem a learner takes on will likely
be a direct result of learning that occurred dur-
ing the first cycle.

This atticle explains the stages of experien-
tial learning as they provide a framework for
students completing agriscience research pro-
jects. Experiential education has been and will
continue to be very useful in challenging stu-
dents to become “true learners” by conducting
agriscience experiments.

Experiential education has worked extremely
well at St. Chatles in allowing me to challenge
students of various ability levels. Twenty-seven
St. Charles agriculture students with various
ability levels defended their research project R
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findings orally and in writing to professors at
the University of Minnesota College of
Agriculture Science Fair in St. Paul this past
March. Science fairs are excellent opportunities
for students to test their own understandings
and further develop their communication skills.

 Student incentives for conducting an experi-
ential education project using the scientific
research method are significant. For some, the
learning itself is a great reward; for others, the
Agriscience Student Recognition Program

sponsored by the National FFA Foundation has -

been a tremendous motivation. What else
would you expect? The Agriscience Student
Recognition Program has allowed studenis
from St. Charles to earn over $6,000 in the past
seven years. S
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Completing the Cycle .

(continued from page 3)

with direct experience, teachers provide expo-
sure to the topic, clarification of the perfor-
mance, increased student motivation (a felt
need to learn more), and a strong context for
reflection and application.

Agricultural educators have tradifionally
done an excellent job of providing hands-on
experiences for their students. However, the
extent to which we have used an experiential
learning strategy in our teaching is much less.
Providing experiential learning requires that
teachers consciously move students through
the four stages of the experiential learning
cycle. After beginning with direct experience,
students should ask themselves, “What hap-
pened?” (reflective observation). This is fol-
lowed by, “So what do I conclude?” (abstract
conceptualization}. Lastly, students should ask
themselves, “Now what do I do?” (active
experimentation).

When agricultural educators use true experi-
ential learning in their teaching, students will
(1) be better able to transfer their knowledge
and-skills to similar situations in the future; (2)
better understand the “problems” in agricul-,
turefagricultural education; (3) develop greater
self-confidence and less performance anxiety;
(4) be able to connect practice with underlying
principles; (5) improve their psychomotor
skills; (6) develop better problem solving,
interpersonal, ad communication skills; (7)
more fully retain the knowledge and skills they
learn; and (8) develop a greater interest in
learning. With these potential benefits in sight
but just out of reach, agricultural educators

must take the next step—not merely providing
hands-on experience, but true experiential
learning.
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he Romans taught their children that
nothing was to be learned sitting.

—Seneca

The concept of experiential learning is not
new-—in fact, its roots can be traced back to
ancient Greece and the debate between philoso-
phers Plato and Aristotle over rationalism and
empiricism. Rousseau, in the 1700s, stated that
the source of knowledge is experience. John
Locke, the English philosopher, penned that
experience is the basis of all knowledge and
can teach what reason alone cannot. American
educator John Dewey wrote in Experience and
Education that, “Education, in order to accom-
plish its ends for both the individual and soci-
ety, must be based upon experience—which is
always the actual life experience of some indi-
vidual.” According to James Coleman, an edu-
cational sociologist, effective education must
include: “...actions sufficiently repeated and in
encugh circumstances to allow the develop-
ment of a generalization from experience.” In
an experiential setting, the learner actually
takes responsibility for learning in each activi-
ty.

In recent years, experience-based learning
has become an essential human potential com-
ponent of corporate training. It is estimated that
corporations, government agencies, and other
organizations spend over $100 million annually
in this field. According to recent studies,
between 6.5% and 14% of all American organi-
zations use some form of experience-based
fraining activities.

Agricultural education and the FI'A have
always recognized the importance of experi-
ence-based learning. From laboratory settings
to SAE to FFA leadership training, the empha-
sis has been on the experience of doing—actu-
ally living the situation and applying skills to
real world settings. The FFA has a long history
of experiential leadership training through the
camp/conference setting.

FFA leadership camps provide an extraordi-
nary setting for experiential learning. While the
greatest challenge in a traditional lecture on
leadership or teamwork might be staying
awake, in an experiential setting the challenge
comes from personal involvement, the applica-
tion of previous experiences, and the develop-
ment of new skills. Experiential learning goes
beyond the typical limitations of language and

THE AGRICULTURAL EDUCATION MAGAZINE

words to a deeper level of meaning and appli-
cation. Tt forces students to apply their learning
and theory with personal experiences.

Words like respect, understanding, and coop-
eration may be used to describe how an effec-
tive team functions. It is more difficult to tell a
group or an individual how to put those words
into action to cause teamwork fo occur. The
“how to” is best learned through the experience
of team situations.

A leadership camp naturally provides a set-
ting for experiential learning. Basic compo-
nents include the time period, the camp envi-
ronment, and the interaction of participants
with leaders.

First, experiential learning takes time—time
for the student to process an activity and gain
knowledge from it. Unlike a classroom setting
where instructors have only limited time each
day, most camps range from a few days to a
week in length. When used appropriately, this
resource of time can facilitate real learning by
the student. Three days of focused experiential
learning in a camp setting can provide an
equivalent of one semester of periodic class-
room experiences. —>

cEh

As they cross the “Burma Bridge,” participants experience
difficuley as they move firther away from their value and
belief structure represented by the frees suspending the
cable.
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The “Spider Web” causes the group to experience planning and decision making while
demonstrating teamwork 1o transport the participants from one side of the web lo the other.

The environment, which takes students out
of their normal comfort zone, is another basic
component of most leadership camps. Beyond
the classroom, students at a leadership camp
have more opportunities to learn because of the
relaxed atmosphere, the interaction with nature,
and the reflective surroundings.

Interaction between students and
teachers/leaders provides the basis for teach-
able moments. This relationship is the third
basic component of camp settings, Classroom
settings command traditional interaction
between student and teacher, such as teacher-
led discussion, lecture or recitation. The camp
setting, however, uses the opportunity for per-
sonal one-on-cne encounters which build
respect and mutual trust between student and
teacher. Through their commitment of time and
their expression of concern for student success,
leaders demonstrate their personal investment
in students.

Using the time, the environment and the
interaction of participants, FFA leadership
camp settings have the resources necessary for
sound experiential learning. In its broadest
sense, experiential learning can take on many
forms: role playing, games, simulations, and

ﬂ projects, just to name a few. Laura Joplin,
director of learning designs for the Association
H for Experiential Education, has identified a

five-stage model to define experiential educa-
tion. FFA leadership camps can use this model
to effectively implement experiential compo-
nents in the training program.

FFA leadership camps must begin with
focus—a setting of the stage to encourage the
participants, create a safe learning environment,
and concentrate on the participants’ role and
responsibility needed for the challenging action
step. Ice breakers, eye openers, and acquainting
and disclosure activities initially break down
barriers and grant “permission” for the partici-
pants to get involved. An atmosphere of trust
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and mutual respect must exist among all partic-
ipants, including leaders. Camp leaders must
personalize their attention to demonstrate their
sincere interest in all participants.

The sequencing of activities is very impor-
tant. Begin with low risk, low touch activities
and progress to high risk, high touch and inter-

- action activities as the group builds trast and

comfort. Participants do not learn well when
they are anxious, tense, or uncomfortable with
their surroundings or their group. This safe
environment allows participants to lower their
guard and share openly in self-disclosure activ-
ities.

The challenging action step consists of an
activity with a specific purpose that accom-
plishes the mission, The activity must be ener-
getic and enthusiastic in order to encourage
participation. Conducting the activity in an out-
door setting provides the environment most
conducive to group interaction,

Once participants are comfortable within the
group, the leader identifies the situation of the
activity. Background information must be
given to create a scenario in which each partici-
pant can understand and take ownership. The
leader works in conjunction with the partici-
pants to define individual roles and group
responsibilities. ‘The leader must challenge the
group to accept the goals and objectives of the
activity. The leader sets forth the specific situa-
tion facing the group. Clear and concise direc-
tions must be given to eliminate confusion and
loss of focus on the activity’s objectives and
goals. Before proceeding, the leader must eval-
uate the group’s readiness to become involved
and their desire to succeed. As the leader con-
ducts the activity, participants are empowered
to select actions, react to situations, and make
decisions that affect individual and group suc-
cess.

Leaders cannot force the group towards suc-
cess or failure; they can only know that through
this freedom, the participants are allowed to
learn through experience.

Support and feedback must be available
through two perspectives—irom the leader and
from within the group. Leader-given support
and feedback is the ignition for group-given
support and feedback. Support from the leader
will reinforce positive individual and group
efforts which, in turn, motivate each to strive
beyond the current level of involvement.

Leader feedback provides self-evaluation for
the participants and the group. Feedback differs
from support in that support is meant to further
generate positive efforts, while feedback is
meant to stimulate the reasoning of the deci-
sion-making process. The success of experien-
tial learning depends not on the results of the
activity, but rather on the intensity and quantity

(continued on page 16}
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that experiential learning through pro-
jects and student leadership activities are
as important as ¢lassroom instruction in the
education of our students. To varying degrees
this has been reflected in the student assess-
ment process, both in how we evaluate student
performance and in the way we assign grades.
Student evaluation often consists of perfor-
mance-based tests of hands-on skills, or the
demonstration of competency in a whole range
of skills through projects and competitive
events. FFA activities, SAE, and related
instruction contribute 10% to 35% of a stu-
dent’s grade in most programs. It is now being
recognized that performance-based assessments
that are clearly related to real world activities
are better measures of student learning than
paper and pencil tests. “Authentic assessment”
may be a new buzzword for many, but it has
long been a byword in agricultural education.

a s agriculture teachers, we have long held

Of course, the degree to which performance-
based assessment has been incorporated in agri-
culture programs has varied. The portion of the
grade for FFA and SAE may often be subjec-
tive or poorly documented, with classroom
instruction assessed mostly by testing. In
California, a new assessment model is being
developed which makes all assessment more
performance-based. Separate programs have
been developed for the academic and career-
vocational programs in dur state. While agricul-
ture teachers are likely to adapt to the new
methods more easily than their academic coun-
terparts, teachers participating in the testing of
the Career Technical Assessment Program
(CTAP) have found that they and their students
have a lot to learn.

Components of CTAP

The goal of the new assessment program is
to provide an individual record of accomplish-
ment for every student. Career vocational edu-
cation students will be certified as having com-
pleted a program based upon three elements of
the assessment: (1} a portfolio of their worl;
(2) their response to a written scenario (essay
question) administered by an independent,
statewide testing agency; and (3) completion
and presentation of an assessment project.

Certification provides an opportunity to mea-
sure student mastery of the standards in the
area of agriculture (e.g., animal science) they
are studying. Certification will also provide a
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measure of accountability for teacher and pro-
grams, with programs being evaluated in part
on the basis of their ability to facilitate student
certification, It is further anticipated that stu-
dents who receive certification will be more
attractive to employers than those who do not.

All of the career vocational education pro-
grams in California have redesigned their cur-
ricula to support the new assessment process.

& 6Ar.;rt‘hem‘ic assessment n:;ay

be a new buzzword for many,
but it has long been a byword
in agricultural education. 99

Instruction and assessment are guided by a set
of performance standards and integrated perfor-
mance activities, Standards are learning objec-
tives wriiten in terms of higher-order thinking
and performance-oriented outcomes. Integrated
performance activities are authentic activities
developed for classroom use that reflect one or
more performance standards. These activities
are intended to provide instructors with exam-
ples of experiential learning activities to pro-
mote the attainment of a given standard or stan-
dards. Activities typically integrate multiple
arca-specific performance standards, as well as
general career standards and core academic
performance standards, hence the name inte-
erated performance activities.

The agriculture model standards and activi-
ties were first written in 1991 and were revised
by teacher/industry teams in 1993. We have
standards for a one- or two-year core in agricul-
tural science/agricultural mechanics and for
career clusters in agricultural business manage-
ment, agricultural mechanics, animal science,
forestry and natural resources, ornamental hor-
ticulture, and plant and soil science.

The assessments involved in career-technical
certification are very different from the tests
and quizzes commonly used to evaluate student
performance. They are authentic in the sense
that they pertain to real world experiepces and
problems. The assessments arc engaging and
relevant to the student. Students are allowed
access to information, calculators, and human .

resources in completing the assessment tasks.
There are no secrets about expectations, and ..
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the assessment criteria are clearly defined.
Most importantly, the assessment tasks include

self-assessment and reflection. They allow stu- -

dents to find their strengths and demonstrate
their skills and abilities.

Testing the Assessment Process

" Each component of the new assessment
model has presented challenges for the teach-
ers, students, and parents who have been
involved in testing it. Experience at Porterville
High School in the southern San Joaquin
Valley has shown that some aspects of the
process are more easily adopted than others.
For example, the required elements of the port-
folio include a letter of introduction, a job
application, leiter of recommendation, a
resume, four work samples, a research paper,
and a report on the student’s SAE program.
Because employability skills have long been a
part of the Porterville Agriculture Program,
many of these documents are already complet-
ed by students as part of leadership-related
instruction. Project reports and record books
were also easily integrated into the new frame-
work. The work samples and research papers, .
however, have led to changes not only in the
subject matter taught, but also in the way in
which instruction takes place.

Effects on Instruction

In order to provide four solid samples of stu-
dent work, the teachers at Porterville have
organized the advanced animal science class
around four, nine-week sessions of instruction,
each of which culminates in a work sample.
These samples develop through exploration of
different subjects through each session and
through the development of student projects.
Projects have been found to mesh well with the
new system. Research papers and work samples
are usually developed based on the SAE pro-
gram. The assessment process has also generat-
ed more interest in the FFA and SAE compo-
nents of the program, because they are seen as
avenues to meeting important course require-
ments.

Another change in instruction has been
greater cooperation between the agriculture
program and the English department. Students
must submit an outline and first draft of their
research project to their English teachers before
a final report may be produced and included in
the portfolio. Participation in the program by
the English department is seen as essential to
developing students’ written communication
skills and ensuring that reports and work sam-
ples are of high quality. During the current
school year, all sophomore agricuiture students
will be scheduled into the same English class in
order to better coordinate development of the
assessment products.

Effects on Parents and Teachers

Increasingly, teachers see themselves as
facilitators with a major portion of their activi-
ties focused on guiding student inquiry and
directing students to resources in the classrooin,
school, and community. Classroom files are
available to all students for reference purposes,
rather than as a source of information for teach-
ers’ exclusive use in preparing lessons.
Students go beyond the classroom gathering
imformation from every possible source, includ-
ing a phone, fax, and e-mail, Parents also
become a critical part of the process, and the
entire staff of teachers is seen as a valuable
resource for students.

Some students and parents have been con-
fused by the assessment process and the
changes it has brought to instruction. It is not
easy for traditional high school students to take
on part of the responsibility for directing their
own studies, Students who come from 4-H pro-
grams fit well into the program, as do students
who come from families which strongly sup-
port participation in SAE and FFA. Many stu-
dents, especially those accustomed to success
in the traditional curriculum, find that they
have been trained to follow directions, not to
write them. The skills required by the new
assessments involve being able to identify a
meaningful problem and determining what
questions need to be answered in order to solve
the problem. Creativity and questioning skills
become more important than the ability to
recite facts.

Parents who have not been used to participat-
ing directly in their children’s education have
generally responded positively to their new
roles as teachers and mentors. They do, howev-
er, require some education about the new
process. Parents need a copy of the course out-
line, the model curriculum standards, and
knowledge about the assessment tasks and what
they demand of students. In a few cases, par-
ents have complained about the cost of trans-
porting children to resource sites, such as the
library, cooperative extension office, and other
businesses in the community, Many others have
found the assessment tasks to be fun for the
whole family, often involving younger brothers
and sisters, who are, in turn, exposed to the
projects and the new assessment methods.

A Change of Image

One result of the changes at Portervitle has
been a new image for the agriculture program.
Both counselors and students now know that
students in agriculture will be accountable for
learning and that this requires significant effort

. on the part of the student. Agriculture students

must produce! Counselors do not place students
in agriculture classes just to fill out their sched-
ules. Likewise, students unmotivated to work

steer clear of agriculture at scheduling time. —
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66 Many students, especially those accus-

tomed to success in the traditional curriculum,
find that they have been trained to follow direc-
tions, not to write them. 9

There have even been cases of students bringing
in their parents to object to the scheduling of
agriculture in their program because it would
require too much work. It is too early to say for
certain, but the agriculture classes at Porterville
seem to be filling up with students who want to
work and produce in the classroom.

Broader Application of the
Assessment Process

The new cwricula and assessment procedures
have significant implications for teaching and
learning, The curriculum has been organized and
sequenced around career paths with clear perfor-
mance standards leading students to entry level
employment, job advancement, entrepreneur-
ship, advanced education and training, and per-
sonal use. Instruction is performance-based and
integrates academic and technical knowledge
and skills that reflect current and emerging tech-
nologies and practices in business, industry, and
the home environment. The idea of teaching stu-
dents through active engagement in projects is
not new to agriculture teachers; what is new is
state support for teaching academic subject mat-
ter through such activities.

Teacher concern over depth of instruction is
particularly acute with respect to the written sce-
nario component of the assessment process. In
this component, students will be presented with
a written scenario representing a complex and
realistic problem from their vocational area.
They will have 45 minutes to respond in writing
to the written scenario prompt and will be
judged on their ability to apply content knowl-
edge to address the problem presented in the sce-
nario. The scenarios are based on the example
performance activities contained in the curricu-
lum documents, However, to address teacher
concerns, an implementation guide is being
developed to clarify learner expectations for
each standard.

é 6Counselors do not place students in agricul-
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ture classes just to fill out their schedules.
Likewise, students unmotivated to work steer
clear of agriculture at scheduling time.9 9

To quote Albert Einstein, “Imagination is
more potent than knowledge.” This has become
a maxim of the teachers involved in incorporat-
ing the authentic assessment tasks into instruc-
tion in agriculture. Flexibility is their byword as
they adjust almost daily to the needs of students
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for information. Students must also learn to be
flexible and use their imaginations to come up
with creative ideas for work samples, projects,
and research papers.

The testing of the authentic assessment meth-
ods began in the fall of 1992 in the animal sci-
ence career path cluster. During the 1993-94
school year, the process was tested in the agri-
culture basic core. Development and testing of
assessment procedures in the other areas of agri-
culture ares expected to continue over the next
several years. As with any innovation, it will
take time for teachers to adapt to the new cur-
riculum and teaching methods, However, greater
accountability for student learning is a major
step toward enhancing the educational process.

FFA Leadership Training . . .
(continited from page 13)

of thoughts and feelings disclosed by parfici-

pants, This is due primarily to the process of the

activity itself.

After each activity, the debriefing process is
vital. What worked? Why? What didn’t work?
Why? What specific behaviors did you see?
‘What behaviors were not exhibited? What did we
learn? What do you want to take with you? At
the conclusion of the activities, the group will be
celebrating success or be frustrated by failure. No
matter what the result, the learning opportunity is
‘enhanced by an effective discussion session
which examines the roles that participants played
and the understanding achieved and shared, The
underlying concept of experiential learning in a
leadership camp sefting is communicating the
need for the application of theoretical knowledge
to real world, practical situations.

A well-run experiential activity as part of an
FFA leadership camp will cause participants to
guestion self-imposed limitations and challenge
themselves towards future growth. Experiential
learning provides the framework for the lifelong
process of self-development. For more informa-
tion on specific experiential learning activities to
implement at FFA leadership camps, contact:

Project Adventure
Box 100
Hamilton, MA 01936

Association for Experiential Education
Box 249-CU
Boulder, CO 80309

References

Rohnke, K. (1989). Cowstails and cobras II. Hamilton, MA:
Project Adventure, Inc.

Silberman, M. (1890). Active iralning. San Diego, CA:
University Asscciates, Inc.

Joplin, L. “On Defining Bxperiential Education.” In R.
Kraftland, M. Sakof (Eds.), The theory of experiential educa-
tion {2nd ed.) {pp. 155-157). Boulder, CO: Association for
Experiential Education.

Snow, Harrison. (1992). The power of team building. San
Diego, CA: Pfeiffer & Company.

SEPTEMBER, (594

THEME ARTICLE

By DWAYNE WEBB AND
(GEORGE WARDLOW

Mr. Webb is an agriculfure
teacher at Lincoln High
School, Lincoln, AR, Dr.
Wardlow is an associate pro-
Jessor of agricultural educa-
tion at the University af
Arkansas, Fayetteville,

SEPTEMBER, 1994

= xperiential education is receiving a lot of
m gttention today. Much of the educational
Bz refOrm movement is built on this “new”
concept. However, agricultural education has
been based on expertential education since its
early beginnings. The FFA judging contests are
good examples of experiential learning.

Judging contests can be invaluable education-
al laboratories offered by the youth organization
to help members transition into life roles.
Contests can provide good work experiences
that can increase self-esieem and enhance per-
sonal growth. These experiences provide oppor-
tunities for interpersonal skill development,
intellectual challenges, life skills development,
and career exploration. Additionally, the value
of the enjoyment that students get from partici-
pating in these activities should never be over-
looked.

To achieve quality in judging contests as an
experiential laboratory, it becomes a critical
task to design a framework for structured expe-
rience. in training judging teams, application is
critical,

The first step is to set goals for the team and
for each individual. It is critical to help students
in this step to insure that these goals are relative
to the activity and to their interests. Students
will be motivated by the pursuit of their goals, if
the goals are challenging, yet not too great as to
lead to discouragement.

In working with judging teams as laborato-
ries, we should consider using the word “teach”
instead of the commonly used word “training.”
If we consider judging team work as teaching,
rather than training, each practice session needs
an educational or learner objective. What do we
want our students to know or be able todo as a
result of the day’s work? Examples may be, “to
improve our skills in sire selection,” or “to
improve our abilities to explain why we placed
animals as we did” {oral reasons). Fhis step is
vital to insure that students understand the pur-
pose of each practice and the learning expecta-
tions placed on them.

During practice, the instructor has the oppor-
tunity to do several things. First is the explana-
tion of the lesson and objective for the day. This
may be done with definitions, examples, or with
explanations relating to the subject. Second is
eliciting responses from the stadents,

The next stage is the experiences, which wiil
be the teaching tools. For example, we may

devote a practice to pedigree placing improve-
ment. Here we use activities such as sample
problems, definitions, or placing classes of pedi-
grees. After each of these activities, the students
are evaluated on their work. This may be com-
paring their placing to an official, or reviewing
the placings on their card.

After the activity phase, we summarize our
activities. This may be done as a
question/answer period, based on the day’s
activity. This feedback is most important,
becatise we can distinguish what the student has
learned through this process. Reviewing demon-
strates the areas that need more work for the
students. This time may also be used for encour-
agement and positive reinforcement. Each stu-
dent needs support regardless of success for the
day. Strong support will allow the students to
continue to work hard and improve their skills.

The day of the actual contest is very similar
to practice days. The main objective for contest
day is positive participation. This allows the stu-
dents to feel successful, regardless of the final
ranking for teams. Winning certainly helps to
reward and motivate students for more future
study. In most cases, a contest results in ranking
teams based upon the performances of team
members. Therefore, a good performance is
publicized and rewarded. The instructor must
remind other students that positive participation
and the attainment of skills were the major
objectives. :

Training judging teams may also help stu-
dents in a career. Former dairy judging contes-
tants now have dairy operations where they face
the same challenges of working with pedigrees,
sire summaries, and type evaluation for dairy
cattle. It is always hoped that others will benefit
from participating in these organized competi-
tions. These contests help students learn how to
win and lose with grace and develop higher
self-esteem. They provide experiences at setting
objectives in other phases of their lives.

Agricultural education is an “old hand” at
experiential education. Contest work has pro-
vided many hands-on experiences for students
throughout the history of the FEA. Students
enjoy this type of learning because they are
involved in the process and can see the resulis
of their hard work. We must always remember
that we all need to feel good about our perfor-
mance, and we must enjoy what we do in order
to do a good job. |
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its focus on student action and environ-

ment. Experiential education “is based on
the assumption that all knowing must begin
with the individual’s relationship to the topic”
{Joplin, 1981, p. 157). Creating an environment
which supports this assumption requires an
understanding that (a) environmental factors
influence learning; (b} not everyone leams in
the same way; and (c¢) learning is ultimately
self-directed, an individual matter and occurs
best when individuals are self-motivated.

Agricultural educators have defended the
benefits of experiential education for decades.
“Learning by doing” and “hands-on learning”
have been our labels. However, we roust look
at a model which addresses more than the
hands-on training which many claim to be
experiential education. To adequately defend
the experience component of vocational educa-
tion, the experience must reflect a broad range
of characteristics which are universally accept-
ed as contributing to learning and the develop-
ment of students, Integration of vocational cur-
ricula with general education, assessment of
student achievement, quality in the classroom,
and individualized learning are supported in
fully-developed experiential education. Joplin
(1981) has developed eight characteristics
which are reflected in experiential learning.
Differences found for experiential education
when compared to other education include:

1. Student-based rather than teacher-based.

The uniqueness of experiential education is

2. Personal, not impersonal, nature.
3. Process and product orientation.

4. Byaluation for internal and external rea-
SONS,

5. Holistic understanding and component
analysis.

6. Organized around experience.

7. Perception-based rather than theory-based.

8. Individual-based rather than group-based.

In practice, the Alexandria Technical
College “Women in Agriculture” program is
one example of a program which incorporates
the characteristics of experiential education.
The program was initiated at the College in
1988 at a time when farming in west-central
Minnesota was suffering from the impact of
previous years’ low commodity prices, the
drought of 1988, and the associated credit cri-
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sis. The program focused specifically on the
needs of women from families actively in
farming. The purpose of the program was to
develop skills which would be useful in sup-
porting production farming and which would
be transferable to non-farm employment. The
courses were credit-based and were transfer-
able into other majors at the College.

To explore the characteristics of experiential
education listed above, specific examples of
practice will be drawn from the Women in
Agriculture program.

1. Student-based rather than teacher-based.
In retrospect, the planning and development of
the program was more important than was
anticipated. From the earliest stages of plan-
ning, a group of individuals which represented
the college administration, agricultural exten-
sion, the Farm Business Management program
at the college, and farm women met to design
the program structure and curriculum. The
choice of using potential students in the plan-
ning process was different than using farm
women in an advisory role. The women
involved not enly provided excellent input into
the process, they literally owned the program.
The women on the planning team enrolled in
the program and became active supporters in
the community and at the college. The students
were challenging the system to provide the
excellence which they envisioned, rather than
the college having to challenge the students to
be involved. The planning team ensured that
the program addressed the needs of the stu-
dents and met the standards of the college.

2. Personal, not impersonal, nature. As non-
traditional students, the women in the program
represented a diverse set of experiences and —

Women in Agriculture class participants focused on per-
sonal experiences to develop understanding of different
perspectives on their current problems.
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Organizing workshops addressing agriculture topics provides opportunities to develop plan-
ning, coovdinating, advertising and fund-raising skills, New strengths were discovered,
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personal situations. Ages of the group ranged
from the mid-20s to 60. Some of the women
were involved in very successful farming oper-
ations, others were literally in the process of
bankruptcy. To accommodate the needs of
theése particular students, one component of the
curricalum was specifically directed at building
self-esteem, Learning as a cohort, the students
used team-building tools, such as personality
inventories, communications training, and self-
reflection, to develop trust and openness in the
classroom. The focus in the classroom support-
ed the individual contribution of each team
member as opposed to the autonomy of the
instructor.

3. Process and product orientation. Teaching
about farm lending and legal issues to the
women in the program involved very open dis-
cussion of the lending policies and legal
recourse of farm borrowers. No consensus was
developed on the best practices for lenders or
borrowers. However, individuals were chal-
lenged to reflect on the trauma of being
involved in lender collection actions and the
anger of lender debt forgiveness. Evaluation of
the learning reflected a broad understanding of
the borrower/lender relationship because of the
confrontation in the classroom. The processes
of learning became central to meeting the needs
of the students. The legal terminology is likely
forgotten at this time. However, the personal
growth and understanding from the discussions
changed students for life.

4. Evaluation for internal and external rea-
sons. The requirement of grading to ensure
financial aid and transferability of the credits
was met in the Women in Agricuiture program,
but it was not the most significant use of evalu-
ation, Student feedback and self-evaluation
were incorporated into each of the courses,
individually and jointly. Classroom assessment
was integrated into the daily teaching routine to
ensure student input. The personal eifective-
ness component of the program was particular-
ly focused on individual feedback.

5. Holistic understanding and component
analysis. Farming, like other industries, is
being faced with an unprecedented level of
complexity. In a sense, individuals and institu-
tions are learning to operate in an environment
which is ocut of control. Teaching management
to Women in Agriculture focused on interac-

. tions, as opposed to specifics. Learning new

skills which allow individuals to impact or
direct, as opposed to control, was supported in
the curriculum by integrating the development
of personal values with an understanding of
technology, general education skills, and
awareness, For example, farm record keeping
was integrated with an introduction to comput-
ers, and business communications was integrat-
ed with word processing.

0. Organized around experience. Direct
experience is the cornerstone of experiential
learning. From year o year, experience of stu-
dents and the agriculture environment required
adjustment of course content and delivery, if
the same outcomes were to be expected, The
relationship of student experiences to the
course content was reflected by the choice of
project involvement by different groups. To
facilitate the concepts of management, commu-
nications, and personal development, one group
organized and raised over $3,000 to fund a
women’s issues forum, which was heid at the
college. A second group assisted in the organi-
zation and delivery of an alternative enterprise
conference for farmers. Both situations
enhanced organizational skills, financial bud-
gets, promotion, and communication skills.
Each situation was unique to the experience
and current environment of the students
involved.

1. Perception-based rather than theory-
based. Over the school year of seven months,
the management component of the program
included farm record keeping, farm legal
issues, introduction to management theory, and
selected production topics which the students
chose, Because of time limitations, the program

‘was criticized by some traditional agriculture

instructors as being superficial and lacking in
theoretical basis. Acknowledging the criticism
in the context of experiential education, which
stresses knowing the subject from the ground
up and starting with students’ perceptions, an
overview of subject matter has real validity.
Women in the program had very well-defined
perceptions of farming as a business and a way
of life. Reality was not based on what any text
would say about how to file receipts; it was
based on pulling the slips out of the pickup
truck or the washing machine. T'o ignore that
perception was to simply undermine any teach-
ing of improved practice. Experiential educa-
tion focuses learning of individual students by
building a link from a present perception to a
future understanding that reflects awareness of

others’ views, (continued on page 22)
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he professional semester in agricultural

and extension education at the University

of Idaho is designed as the culminating or
capstone experience for those who have pre-
pared to become instructors of secondary
Agricultural Science and Technology. The pro-
fessional semester is infended to bridge the gap
from the world of academic to the world of
experience as a professional. Obviously, the
professional semester does not stand alone in
developing a quality instructor. Becoming an
instructor does not happen accidentally or
overnight. Among other things, dedication and
hard work by both the students and their pro-
fessors throughout the undergraduate experi-
ence are requisite. And perhaps, above all, the
development of a quality instructor takes time
and lots of it, both in academic preparation and
in the actual experience of being an instructor,
especially the professional semester and the
student teaching experience.

The semester begins right after Christmas
break with one week of early ficld experience
at the secondary school where the student
instractor will teach later in the semester. The
early field experience is followed by seven
weeks on campus, student teaching for ten
weeks, and finally a two-week wrap-up session
Oon campus.

The purpose of early field experience is to
provide a school setting context for the student
instructors. Specifically, the student instructors
become familiar with the students, program,
school, and community, Additionally, student
instructors become familiar with the curricular
focus, determine what they will be teaching
during the student teaching experience, and
complete two or three days of actual teaching
in a class with which they feel comfortable.
The early field experience provides a contextu-
al relationship for student instructors and their
student teaching center. In essence, it helps to
answer the question, “What is it really going to
be like being a student instructor?”

The seven weeks on campus consists of
accelerated agricultural education courses,
which include methods of teaching, program
planning, facilities organization and manage-
ment, and professional seminar. The seven
weeks are intense and focused toward the
upcoming student teaching experience. The
early field experience has given meaning and
created a felt need for the course work in which

]

Concrete experience is only the beginning of the experien-
tal learning eycle.

the students are participating. The student
instructors know that soon they will be partici-
pating in student teaching. The accelerated
coursework is designed to provide each student
the opportunity for snccess.

The ten-week student teaching period pro-
vides the opportunity to perform and achieve, to
put to test the skills and knowledge learned in
the academic setting, and to learn by doing
through experience as a professional. The stu-
dent instructor is supervised during this time by
a cooperating instructor who provides close
guidance and assistance. Progress is monitored
and feedback is given. The university supervi-
sor provides suppott and feedback to both the
cooperating instructor and the student instruc-
tor.

1t is extremely important that the university
supervisor, the cooperating instractor, and the
student instructor work together as a team.
Clear and precise communication between all
parties is essential to ensure that the learning
experience for the student instructor is maxi- —

Agriculture students have many experiential learning
apportunities.
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Student teaching and discussion in follow-up professional seminars can provide a strong
application of experiential learning theory.

mized. The actual student teaching experience
is perhaps the single most important activity of
the instructor preparation program. The student
instructor will look to the cooperating instruc-
tor as a model of exemplary teaching and pro-
fessional conduct. The careful selection of stu-
dent teaching centers and cooperating instruc-
tors is a high priority.

The final two weeks of the professional
semester are spent on campus in a structured
and deliberate wrap-up or debriefing session.
The session provides an opportunity for student
instructors to reflect on their experiences. To
facilitate reflection, questions are asked of the
student Instructors pertaining to lesson planning
and preparation, classroom management and
discipline, student motivation, and other topics.
Students reflect and interact in group settings
and discussions about both their positive expe-
riences and the experiences that were not nec-
essarily positive. The student instructors
attempt to clarify their philosophies and beliefs
and learn from their experience. Reflection and
self-examination create opportunities for self-
directed change in the student instructors’
action of teaching practice and interactions
with students, parents, and colleagues,

The emerging professionals who reflect and
self-examine learn to monitor and adjust their
own professional growth, The public interac-
tion with peers through the group process is an
important part of a snccessful growth and learn-
ing experience, not only during student teach-
ing. The process further prepares the future
instructor to successfully enter the classroom.

The question by now may be, “How does the
professional semester at the University of 1daho
model experiential education?” In order to
answer that question, it may perhaps be best to
review a model of experiential education at this
point, and then determine the relationships of
the model and the aforementioned description
of the professional semester,

Perhaps the most clearly defined model of

experiential education is presented by Joplin
(1981) in her article, On Defining Experiential
Education. Joplin presents a five-stage mode}
generalized from reviewing the processes and
components of programs calling themselves
experiential. With Joplin’s model of experien-
tial education in mind, Iet us consider how the
model’s components of fecus, action, support,
feedback and debrief fit the professional
semester in agricultural and extension educa-
tion at the University of Idaho as described
above.

The semester is designed around the student
teaching clinical experience. The focus compo-
nent includes the early field experience and a
concentrated seven weeks of formal course-
work in methods of teaching, program plan-
ning, facilities organization and management,
and professional seminar.

The early field experience is an integral com-
ponent of the professional semester because it
gives the student instructors an opportunity to
undesstand and develop some of the context in
which they will be studying and working. The
field experience is critical to the concentrated
seven weeks of study in the formal classes prior
to the student teaching experience. During the
eatly field experience, the student instructors
have an opportunity to (1) visit and observe the
sites at which they will Tater be working; (2)
gather information about the subject matter
they will later be teaching; and (3) meet the
high school students with whom they will later
be working, This information can then be used
as context during the seven weeks of class
preparation.

Were it not for the early field experience, the
students instructors, during the seven weeks,
would have to study in a much more simulated
context — a less than desirable focus. The stu-
dent instructors are required to prepare teaching
plans, both curricular and daily, based on the
situation in which they will be working and the
subject matter they will be teaching. Since an
important component of the focus stage
includes activities that are predicated and
dependent on what is to follow, it seems that
the early, field-based experience is critical in
giving the student instructors some of the con-
text in which they will be working.

The action phase of Joplin’s model, as it
relates 1o the professional semester, is the actu-
al student teaching clinical experience. Student
teaching places the student instructor in a situa-
tion where he/she cannot avoid the problems
and/or tasks presented. In addition, since the
student instructors cannot be prepared for each
and every situation they may encounter, student
teaching will most assuredly require additional
new skills or the use of new knowledge. The
student teaching component of the
professional semester provides the student
instructor with significantly greater responsitzl;
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ity than many other learning environments,
because this environment has fewer controls
than would a classroom atmosphere. The stu-
dent instructor is given greater responsibility
for learning and developing competence.

While university faculty do everything possi-
ble to prevent failure on the part of the student
instructor, the possibility for failure does
indeed exist, and it is a possible and viable out-
come. However, in planning the professional
semester, the faculty have spent significant
time and effort in matching student instructors
and their capabilities with the problems and
tasks that may exist at a particular student
teaching center, including the style of teaching
and personality of the cooperating instructor.

In planning the professional semester, the
faculty choose student teaching sites on many
criteria; however, significant weight is placed
on the ability of a cooperating instructor to
mentor a particular student instroctor. Each stu-
dent instructor receives at least two full days of
supervision from a university faculty. And, in
addition, the student instructors meet in a work-
shop format at least twice during their student
teaching experience.

Throughout the experience, suppert and
feedback are constant, both from the cooperat-
ing instructor and the university faculty, The
procedures for reporting progress are designed
to require interaction between the student
instructor and the cooperating instructor at least
once a week for an in-depth review of progress.
During supervision by university faculty, the

_reporting system requires that this review of

progress be completed jointly with the student
instructor, the cooperating instructor, and the
university faculty.

Moreover, each student instructor is required
to complete a portfolio of his/her student teach-
ing experiences via a daily diary, a series of
self-evaluations, a compilation of all instruc-
tional materials used, and a recording of per-
ceptions developed through observation of
other teacher, the cooperating instructor, and
interviews with administrators of the school.
The purpose of the portfolio is two-fold. The
portfolio becomes a part of the support and
feedback, and secondly, it becomes the basis of
information for many of the activities invelved
during the debrief phase.

The professional semester requires two
weeks of time with student instructors in what
Joplin labels as the debrief stage. The empha-
sis in the professional semester on the debrief
stage is on the amount of time and variety of
approaches to the debriefing.

Incidentally, a unigue feature of the profes-
sional semester debrief stage is that each facul-
ty member involved in the professional semes-
ter does not necessarily supervise the student
instructors during their student teaching.
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Therefore, during the debrief with faculty who
have not supervised the student teaching, the
student instructors must bring back significant-
ly more information than would be required if
all faculty had observed.

The activities of the debrief stage of the pro-
fessional semester require that each student
instructor participates fully, and the perceptions
and philosophy of each student instructor are
gauged against the experiences and perceptions
of their peers and also against the theoretical
model presented as a recommended practice, by
both the university faculty and the cooperating
instructors,

Lastly, and perhaps most importantly, the
most important considerations during the
debrief stage are the implications for the stu-
dent instructors, if and when they accept a posi-
tion after graduation. Another cycle of expeti-
ential education begins after signing that first
contract.
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Management Instruction . . .
(continued from page 19) .

8. Individual-based rather than group-based.
The individual development of women in the
Wonien in Agriculiure program has been
stressed. Upon completion, each individual was
required to move from the classroom into a
unique set of challenges and opportunities.
Preparation for continuation in the farm busi-
ness rale or off-farm employment was accom-
ptished by supporting the unique strengths of
each student, as opposed to molding a replica-
tion of a predetermined model. In the process, a
universal set of skills was developed which met
requirements for the college and for training
objectives.

The Women in Agricultute program at
Alexandria Technical College was a rewarding
experience for both students and teachers. This
conclusion was documented in focus group
research conducted by outside evaluators and
by the student evaluations. Duplicating the suc-
cess may not be easy. However, using the
model cutlined above provides clues which
were not clearly articulated as the program was
initially developed. Education, not vocational
education only, can be improved through
reflecting on one’s personal practice using
experiential education theory.
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Youths Make An Impact
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outhful achievement inspires a feeling
Yof exhilaration — particularly when an

accomplished high school FFA mem-
ber expounds on a given topic or issue. I
believe most people stand in awe when an
FFA member is speaking; I sense a feeling of

exhilaration and pride present in the audience.

It has been my privilege to solicit FFA
members to testify before the Illinois General
Assembly House and Senate Committees in
support of funding for agricultural education
programs. A young person speaking to a leg-
islative committee commands respect and
attention unparalleled with that given busi-
ness leaders and other accomplished speakers.
There’s just something overwhelming about
wanting to see potential leaders excel.

At one recent hearing at the Capitol in
Springfield, a state FFA president delivered
such powerful testimony that a burst of
applause broke out at its conclusion. The
chairman of the committee holding the hear-
ing stated, “I doubt if this committee has ever
heard a public testimony so well thought out
and presented as this young man has deliv-
ered here today.” Very few people who testify
trust themselves to speak without notes and
ook directly at each listener they are address-
ing; few receive the undivided attention of
their audience throughount the presentation as
did this young man.

1 once heard the National FEA president
introduce President George Bush at the
National Convention. In my estimation, the
introduction far surpassed the President’s
speech. Undoubtedly that was due in large
part to that young person’s outstanding intro-
duction. I can still hear that meticulous, artic-
ulate opening, though T have no recollection
of President Bush’s speech.

We must tap this valuable resource to
inform our legisiators of the importance of
agricultural education and the industry of
agriculture in general. In agricultural educa-
tion, it is imperative that we make better use
of this precicus commodity of outstanding
communications ability. Successful speaking
techniques used by these unique individuals
should be duplicated in our schools’ curricu-

la. Granted, not every FFA member has this
talent, but there are plenty of talented mem-
bers to use at many opportune times. Others
in agricultural industry and education simply
cannot have the same impact on leaders. &

A New Look In October. . .

Thanks to the involvement of
one of our key supporters in
agricultural education, The Agri-
cultural Education Magazine will
have a new look in October. The
experimental design of next
month’s issue will bring us one
step closer to making permanent
improvements in the quality and
appearance of our professional
journal. Let us know what you
think! Drop a note to the Editor,
one of the Editing/Managing
Board members, or your regional
editor.
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