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The technological order, which today threatens spiritual freedom and even 
human existence by the unlimited powers which it puts at the service of the 
human passion and will, loses all its terrors as soon as it is subordinated to a 
higher principle. Technology, that is freed from the domination of individual self-
interest and the mass cult of power, would then fall into a place as a providential 
instrument in the creation of a spiritual order. But this is impossible, so long as 
our society remains devoid of all spiritual aims and is intent only on the 
satisfaction of its lust for power and the satisfaction of its selfish desires. A 
change can only be brought by the radical reorientation of culture to spiritual 
ends. This is an immense task, since it means a reversal of the movement which 
has dominated Western civilization for the last two or three centuries. 

Christopher Dawson (1965) 

The proper time to influence people's way of life is about a hundred years before 
they are born! 

Anonymus (1995) 
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PREFACE 

This is a liber amicorum to honour Professor Dr. Jaap van Bergeijk who has served 

Wageningen Agricultural University and especially the Department of Agricultural 

Education for more than 30 years. This book is about professionalism in education. The 

book is as kaleidoscopic as the group of authors who, together, make up the Department 

of Agricultural Education. The wide range of subjects discussed in this volume reflects 

in a certain way the width of Jaap van Bergeijk's academic interest. It also mirrors Van 

Bergeijk's firm personal credo that teaching and learning can only be studied in a wider 

meso- and macro-educational context. This conviction has created the basis for the very 

specific way in which agricultural education is being studied at Wageningen Agricultural 

University: holistic, close to praxis and integrated. 

Professor Van Bergeijk was born on October 7, 1933 in Waddinxveen. At the age of 22 

he became a teacher at a primary school for disadvantaged children. He proved to be a 

born teacher who invested heavily in the pedagogical part of his profession. Next to his 

job he studied pedagogics at the Free University in Amsterdam and in 1971 he formally 

completed his academic training with a PhD at Wageningen Agricultural University. His 

thesis was titled 'The act of teaching. A preliminary study of the practical training of 

student teachers'. His dissertation reflected his great interest in teacher training as well 

as his creativity and motivation in expanding and innovating teacher training within 

Dutch academia. 

He worked at several places and different professional levels in education and in 1964 

he started his academic work at Wageningen Agricultural University. He was appointed 

associate professor in 1972 and, subsequently, full professor of education and head of 

department in 1980. He refused to see his work at the university as his one and only 

mission. For a long time he was chairing the editing board of one of the leading Dutch 

scientific educational journals (Pedagogisch Tijdschrift). He was very active in the 

'Onderwijsraad', the main advisory council of the Dutch Minister of Education, just to 

mention a few of his additional activities. For many years he has contributed to the 

innovation of primary education at the Netherlands Antilles and he taught as a visiting 

professor at the University of the Netherlands Antilles. At Wageningen Agricultural 

University he initiated and chaired the Standing Committee for Teacher Training and he 

served as a member of the Committee of Deans. 



Professor Van Bergeijk was and is an eminent writer who published widely in several 

books and journals. His writings are not only of a high academic standard; his strikingly 

imaginative and creative use of language and the philosophical undertones of his 

publications give them attractiveness and added value. Throughout his working life he 

has done his utmost to stimulate others to strive for the same high standard of academic 

writ ing. His professional and personal advice was always wrapped, however, in courtesy 

and respect for the specific individual qualities of his associates. 

Now, Jaap van Bergeijk has retired and he has found his well-deserved oasis of peace 

and tranquility in Drenthe, one of the most beautiful provinces of The Netherlands. He 

is still active in supervising PhD-students and he has now more time for study and 

reflection. We do remember him with genuine affection and respect and we hope that 

he will enjoy the fruits of our work, brought together in this book of friends. 

In honouring Professor Jaap van Bergeijk, we honour a man who was and will continue 

to be our friend, teacher and scientific companion. 

Wout van den Bor 



INTRODUCTION 

These days educational institutions face many problems to solve, but they also are 

confronted with challenges. Consequently, high professional standards are needed of 

their managers and teachers. With educational institutions we mean all levels and all 

types of schools, including colleges and universities. In this book the emphasis is on 

agricultural schools or agricultural education. What follows reflects research topics, 

courses and current interests of many people working at the Department of Agricultural 

Education of Wageningen Agricultural University. 

The following contributions emphasize different aspects of professionalism in education, 

but can be grouped under the following headings: (1) socio-economic influences and 

schools' responsiveness, (2) teaching, learning and curriculum and (3) innovation and 

school policy. Consequently it was decided to divide this book into three parts, though 

it was not always easy to choose the right part for each article. Several articles, namely, 

deal with aspects that fit in two and sometimes even in all the three parts. In these 

cases we based our choice on the most important starting point of each article. What 

follows now is an overview of the book by giving a brief description of the topics of 

each article. 

Part 1: Socio-economic influences and schools' responsiveness 

This part consist of five articles all dealing with external influences on (agricultural) 

education. Most articles particularly emphasize the ways schools cope with these influ­

ences. They describe and analyze changing demands which have strong repercussions 

for the organisation and content of education, including staff and managers of schools. 

W. van den Bor explores the consequences of rural restructuring for agricultural 

education and training. Due to this process of restructuring, agricultural education 

institutions have to make fundamental choices. These choices should be based on 

labour-market developments, but also on what educational institutions themselves 

consider as challenging. The article strongly concentrates on curriculum reform to be 

realized by interactive and democratic procedures. 

H.J. Pierik starts with a description of the present crisis in agriculture after years of 

being very successful. He argues that agricultural education did not react adequately to 
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the many changes in agriculture until a new qualification structure was introduced. 

Among other things, this new structure in agricultural education attempts to improve the 

relationship between this type of education and agricultural trade and industry. The 

implementation of this innovation, however, appears to be rather problematic. 

J.M. White emphasizes the relationship between socio-economic changes and education 

provision. Her article is based on a study of agricultural colleges in England and Wales. 

In responding to external changes, curriculum adaptation is fundamental. In this respect 

schools should pay more attention to staff development. White discusses several staff 

development problems and offers some possibilities for improvement. 

A. Ph. de Vries reflects on the structure and content of higher (agricultural) education. 

Focus of attention are changing thoughts about professionalism and student training. 

According to De Vries the nature of initial university and college education is changing 

from a completed training into the start of a process of lifelong learning. From these 

perspectives he discusses the relevance of the existing binary system, i.e. the present 

distinction between universities and colleges in The Netherlands. 

A. Leeuwis describes problems and perspectives of higher education against the 

background of government policies. He argues that new challenges for higher education 

are hindered by retrenchment measures. He emphasizes new or other forms of student 

learning. 

Part 2: Teaching, learning and curriculum 

This part focusus on the micro-level of education. More than in the past it is impossible 

now to strictly demarcate this level from the meso- and macro-level. Due to many chan­

ges and new professional demands, of which some are described in part 1, these levels 

are strongly connected as will be illustrated by the following articles. 

V.M.C, de Vries reports on her research on conceptions of education of experienced 

secondary school teachers. Against the background of numerous developments in 

research on teaching, she based her research on a multi-methodical approach. Teachers' 

conceptions of education demonstrate some interesting patterns, differences and even 

inconsistencies. 

D. Beijaard discusses problems and perspectives of teacher assessment. The 

development of an adequate assessment system should start wi th a reality-based 

definition of teaching and agreement on what should be assessed, including the function 



it has to serve. A great number of methods and procedures for teacher assessment are 

available. Beijaard prefers the use of portfolios. 

A.E.J. Wals and A.H. Alb/as emphasize learning activities that move students from 

passive detachment to active involvement. They relate this issue to environmental 

education. The position they take has consequences for the way they see research on 

environmental education. They suggest an action research-based model which is in line 

with their agenda for environmental education research. 

J.J.Chr. Blom reports on research regarding the teaching of plant production. The 

involved knowledge and skills prove to be complex. The related objectives are 

integrative: an integration of multiple objectives in an purposive enterprise. Teaching 

plant production implies the use of schemes that consist of such purposive entreprises. 

In this respect the research clarifies a distinction between practice-oriented and 

academic-oriented teaching. 

B. Brinkman starts with a description of new demands to be met by professional 

development workers in foreign countries. This has consequences for the curriculum and 

the organization of practical periods for students of Wageningen Agricultural University 

who want to go abroad or build up an international career. She also pays attention to the 

role and professional skills of supervisors of these students. 

M. Zonneveld reports on students' learning outcomes who participated in project studies 

at Wageningen Agricultural University. These outcomes appear to reflect the goals of 

project studies. In addition, she writes about the relevance of project studies for 

students in view of their future profession. 

M.E. Tjallingii reflects on a course in study career planning for students of Wageningen 

Agricultural University. The topics or skills practised in the course positively influence 

students' study career planning. It is argued that the course also anticipates new 

developments on the labour-market. 

Part 3: Innovation and school policy 

Many of the articles mentioned above describe issues which, more or less, are related 

to innovation and school policy. The authors of the articles below, however, do this in 

a more explicit way. 



A.R.M. Hermsen highlights some relevant instruments for internationalization in (agricul­

tural) education. This topic has always been important in the agricultural sector, but 

according to Hermsen there is ample room for improvement. Therefore it is essential to 

make visible the value which internationalization adds to one's study or one's profession 

and to educational institutions in general. 

Q.H. Kools discusses the position of girls in agricultural education. Against the 

background of her research activities Kools concludes that in secondary agricultural 

schools still much work needs to be done to put emancipation issues on the agenda, 

with a view to improve the position of girls and women on the labour-market. 

J.P.M. van den Hoogen presents a case-study on institutional development in Botswana 

where he was seconded for a period of three years. At the Botswana College of 

Agriculture he established a new centre for in-service and continuing education. Realizing 

an adequate system for further training appears to be a complex process. Several topics 

related to this process are described and illustrated. 

Some of the above-mentioned articles are mainly reflections on personal interests, 

experiences or courses offered to students. Others are based on thorough research 

activities. This book is first of all a liber amicorum but it also wants to stimulate critical 

discussions on issues of professionalizing education, particularly agricultural education, 

at the macro-, meso- and micro-level. This collection of papers is compiled in honour of 

Prof.Dr. Jaap van Bergeijk, who in his didactical work and scientific writings has always 

emphasized that professional teaching is in the first place a result of individual human 

motivation and expertise but should also be analyzed against the background of profes­

sional institutional structures and conducive macro-educational policies. 

Wageningen, November 1995 

D. Beijaard 

W. van den Bor 

A. Ph. de Vries 



PART 1 

SOCIO-ECONOMIC INFLUENCES AND SCHOOLS' 
RESPONSIVENESS 



RURAL RESTRUCTURING AND ITS CONSEQUENCES FOR 
INSTITUTIONAL INNOVATION IN AGRICULTURAL EDUCATION 

W. van den Bor 

Introduction 

Agriculture in Europe is in a state of dynamic change. In earlier publications we analysed 

this change (Van den Bor, 1993a and 1993b). We argued that this change leads to a 

distinct sort of dichotomization in rural entrepreneurial activities in Western Europe and 

to a total restructuring of the agricultural sector in Eastern- Europe (Van den Bor et al., 

1994). On the one side there will be fewer but bigger and 'modern' farm holdings. On 

the other side, a growing number of farmers will decide to take up or intensify an already 

existing pluri-active way of rural business (Fuller, 1990; Muller, 1991; Muller et al., 

1989). The group of pluri-active farmers is growing steadily and income sources from 

outside the farm are increasingly important as Mackinnon et al. (1991) have indicated. 

Pluri-activity as a holding-related manifestation of dichotomization is highly regional 

specific (Campagne et al., 1990). The process of dichotomization is a realistic 

perspective, generating a whole range of questions as far as the generation, transfer and 

utilization of rural development related knowledge is concerned. 

The changing demands for rural education, training and information have strong 

repercussions for the old institutional set-up of agricultural research, extension and 

education. They will have to adjust to a fundamental change in the division of tasks be­

tween them. In this article we will look at institutional change from within the institu­

tions themselves. 

We would like to address a number of problem areas in institutional re-orientation, 

notably the process of institutional goal-setting which presupposes a rather clear insight 

in professional needs and changing demands. More than ever, management of institu­

tions for agricultural education and training is confronted with the need to make choices 

with regard to content of communication, didactical orientation and the organization of 

the process of choice making itself. This prioritizing process is heavily influenced by the 

ever increasing claims put upon educational organizations. We will discuss different sets 



of claims and we will try to relate these external and internal claims to institutional goal-
setting. 

This will lead to a new approach of curriculum restructuring. Recently, approaches to 

curriculum development have changed from a more or less linear, top-down approach to 

an interactive way of planning. We will briefly explore this changing paradigm and we 

will also mention some other important aspects that constitute new approaches to 

curricular innovation. This will lead to the formulation of a set of important principles 

underlying the re-thinking of curricula of institutions for rural communication. 

A substantial part of this paper is devoted to a discussion of the requirements and 

realities in institutional management. We will look subsequently at modes of delivery, 

subject matter characteristics, network positioning, professionalization and material 

conditions. 

Changing demands and new institutional objectives 

If an existing institute for agricultural education or training takes the challenges of a 

changing rural environment seriously, it needs to get as much concrete information as 

possible about the character of change. This calls for participatory approaches to needs 

assessment and 'market' surveying. The exploration of manpower demand and social 

demand can be organized in a formal and/or in a non-formal way. 

There are different informal possibilities to collect information or to organize a network 

through which the institution is ' fed' with the necessary information. Staff members 

have their regular contacts with practice, as they are involved in supervising students 

who do practical work on farms, in agricultural industries and in all kinds of rural 

institutions. Directors have their external contacts as well. A very important source of 

information are students, especially those who come from a farming background or 

whose families are involved in (restructured) rural activities of some kind. Also, 

agricultural unions exert their influence (in)formally through their participation in 

committees, schoolboards and other (informal) fora. These different informal sources of 

intra-institutional information have to be systematically tapped. Recently, Engel and Van 

den Bor have explored new participatory approaches that could be of help in 

participatory needs assessment (Engel and Van den Bor, 1995). 

It is important to keep in mind that there are different sorts of external demands, howe­

ver, related to different interests of varying (groups of) stakeholders. The next step is 
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to manage a process of choice making within the institution. This process has at least 

three sides. First it should be content directed, second it has to do with the educational 

and especially the didactical orientation of the institution and third, it relates to the 

organization of the process of choice making. 

As far as content is concerned, we feel that institutions should first address the 

normative and ethical side of goal-setting. It makes a big difference whether an 

institution wishes to follow rather autonomous economic developments in the region or 

formulates a sort of statement of principle. If the school cannot afford or does not want, 

for whatever reason, to make this choice, it could at least try to train students to look 

critically at specific local and regional developments. 

A second content related choice concerns the width of the professional area to be 

served and, consequently, the width of institutional goal-setting. Does the institution 

make the choice for training professionals in the agricultural sector in the narrow sense 

or is the institution convinced of the necessity to contribute also to the professional 

preparation of those who will try to find meaningful employment in new professional 

fields of rural activity? If the second choice can be made by the educational institution, 

the question arises as to how this new professional field can be translated into 

institutional goal-setting. 

A third and very practical content related choice in the process of goal-setting has to do 

with the available expertise within the institution. The institution can depart from the 

assumption that a certain amount of expertise is available and that overall goal-setting 

has to be tuned to what does exist in terms of staff qualifications. Another approach 

would be to make an inventory of the kind of human expertise that would be needed as 

a consequence of the first two choices in order to see how existing qualifications could 

be updated through re-training or how new expertise could be contracted. 

A last content related choice of institutional goal-setting relates to how new external 

demands will be integrated in the existing programme of the institution. Will it be a 

question of slightly adapting the existing curriculum, is the institution prepared and 

allowed to overhaul the existing programme substantially or is the institution even 

prepared to start discussions with other institutions to arrive at proper inter-institutional 

programmes in order to meet the external demand optimally? This choice does concern 

the possibility and willingness of the institution to critically review its own programma­

tical strengths and weaknesses. 



Prioritizing is closely related to the educational and in particular the didactical orientation 

of the educational or training institution. Agricultural schools used to be preoccupied 

with a rather traditional educational organization, characterised by the year group 

system, separated disciplines, a discipline oriented curriculum, rigid exam requirements 

and detailed qualification requirements for teaching staff. Didactical approaches were too 

often oriented to the cognitive domain, teacher-centred and, again, discipline oriented. 

Teaching staff were evaluated in the first place by looking at the level of mastery of the 

subject matter and creative didactical initiatives were not very much stimulated. The 

organization of teaching and learning, in sum, was oriented towards a rather well defined 

set of occupational qualifications within the agricultural sector. 

Over recent decades, educational science has challenged this conception of formal 

schooling. Increasingly, researchers and educational support institutions have pointed to 

the need to critically revaluate current subject matter, to the desirability to see learning 

as a self-regulating learner-centred process and to the necessity of paying more attention 

to the personal and social development of learners (Fullan, 1992; Boekaerts and Simons, 

1993; Beijaard et al., 1993). The latter conception of the essence of education and 

training demands a drastic re-thinking of didactical arrangements. Later we will discuss 

this issue in more detail. 

Prioritizing in institutional goal-setting has an organizational side as well. Educational 

institutes are social communities. Such a community can only be truly functional if all 

actors concerned (directors, staff, students and their parents and users) are involved in 

processes of strategic planning. Prioritizing institutional objectives is one of the first 

steps in strategic planning. Hence, institutional goal-setting should be organized in a 

participative and open atmosphere. Moreover, as we will discuss later, the motivation 

of students and staff is very much dependent upon a sense of ownership of the 

institutional mission. 

Before discussing the different aspects of transferring general institutional goals into a 

programme or curriculum, it is necessary to analyse the recent external and internal 

claims laid to the (management of) formal institutions for rural education and training. 

Claims and aims 

Management of institutions for agricultural education and training can be approached 

from the point of view of general institutional aims but can also be discussed by looking 

at the different claims laid to such institutions. These claims have increased substantially 
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over the last few years. They are formulated by different actors and do vary in nature. 

Macro-educational policy makers, the 'general public', future employers and parents, all 

are putting pressure on (the management of) formal institutions of agricultural education 

and training. 

The first category of claims has to do with the content of the subject matter ana, hence, 

with the restructuring of the traditional curricula. Recently, we explored a number of 

these claims for a restructured system of senior secondary agricultural education in the 

Netherlands (Van den Bor, 1993a). Within a dichotomised system of agricultural 

activities, we distinguish at the one side a decreasing number of capital intensive, bigger 

holdings in the field of dairy-farming and animal production, horticulture under glass and 

on the other side an increasing number of labour intensive, entrepreneurial rural 

businesses of a pluri-active nature. Both types of rural entrepreneurship put different and 

rather new claims on agricultural education and training, as we indicated in the said 

publication. 

Apart from qualifications in the cognitive domain, both categories will need specific skills 

training and will have to cope with changing attitudinal demands and normative and 

ethical standards. The role of state as the sole regulating and norm-setting power has 

come to an end (Fullan, 1992). Priority is increasingly placed on building individual and 

institutional capacity to cope with these changing demands. 

A second category of claims has to do with the character of the subject matter. This 

relates to the functionality of what is taught or what is otherwise offered in formal and 

non-formal education and training. The societal relevance of the subject matter is at 

stake in two different ways in this respect. First, consumers of education and training 

will increasingly become very critical about the professional applicability of the subject 

matter. Second, societal relevance has to do with the relationship between what is 

taught and what consumers or consumer groups see as essential present and future 

societal developments. 

A third category of claims has to do with the personal, moral and social development of 

learners. Society at large, but also parents and learners themselves have high expecta­

tions of the pedagogical task of vocational training, especially in formal agricultural 

schools. Not only is it considered to be important to learn a ' trade' but also to become 

a responsible member of society, a 'world citizen' and a conscientious steward of the 

natural environment (Alblas et al., 1995). 
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In sum, formal institutions of agricultural education and training are considered by many 

as places where a conglomerate of personal and societal claims can be dropped. At the 

same time, as was stated rightly in a recent report from the Dutch Education Advisory 

Council, prioritizing in formal education and training is rather based on tradition than on 

prognosis. Consequently, there is not much space for the operationalization of presently 

ill-defined but potentially important new societal claims. And even if new claims are 

taken into account, it proves to be extremely difficult to 'translate' them into specific 

programmes (ARO, 1994). 

Educational restructuring is the outcome of a spiral and ongoing process of the 

confrontation of institutional possibilities, responsibilities and choice making on the one 

side and external and internal claims on the other. In order to manage this creative 

process, it is necessary to investigate the configuration of institutional realities and con­

straints. Before doing so, however, we will discuss the process of curriculum restruc­

turing, being an important responsibility of institutional management. 

Towards an alternative approach of curriculum restructuring 

Ultimately, the confrontation of institutional aims and priorities and external claims 

should lead to the restructuring of the curriculum. The question is, how this restructuring 

process could be realized. 

Basically, curriculum development is a planning process involving different actors. This 

process of planning can be realized in a strongly linear, top-down and rational way but 

can also be organized in a more interactive way (Adams, 1988; see also Schamhart and 

Van den Bor, 1994; Van den Bor et al., 1994). 

Kessels (1993) formulates these different approaches to planning, and thus to curriculum 

planning, in a slightly different but related way. He distinguishes the systematic 

approach and the relational approach to curriculum design. The systematic approach 

"...implies the logical design sequence of orientation, design, development, implementa­

tion and evaluation". This approach makes use of needs assessment techniques, 

instructional objectives, learning strategies, training materials, guidelines for trainers and 

teachers and evaluation instruments. The relational approach "...provides activities that 

challenge actors to become involved in the design and implementation process, and that 

reveal their perceptions of the ideal curriculum". Mutual perceptions have to be made 

explicit, and can then be modified and made compatible. The relational approach 
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stimulates different actors to partake in the process of curriculum restructuring (Kessels, 

1993, 5-6). 

As far as consistency of curricula is concerned we can make a distinction between 

internal and external consistency. The internal consistency of a curriculum refers to the 

requirement that curricula should be consistent in itself, meaning that the proposed 

subject matter is based on a clear perception of objectives and that those who have 

completed the proposed programme are indeed capable of performing properly in the 

perceived working environment. External consistency means that there is a communis 

opinio between the different groups of interest (teachers, parents, employers, learners) 

about the learning content and the didactical principles included in the curriculum 

(Kessels, 1993, 4-5). 

Another important notion has to do with the involvement of different participants in the 

curriculum planning process. Curriculum innovation demands a 'moral commitment' by 

lecturers and other actors in the planning process, expressed in a sense of ownership 

and mastery of commonly accepted concepts (Lillis, 1985, 90-93). This holds in 

particular for the teaching staff, as Montero-Sieburth (1992) has pointed out. 

In view of our previous analysis of aims and claims, we feel that the re-thinking of 

curricula should be guided by the following principles (Schamhart and Van den Bor, 

1994). 

Curriculum reform should be looked upon in the first place as an interactive process 

of planning as the social context is very important. The future of the rural sub-

society is uncertain, the present rural restructuring is not yet well understood and, 

thus, the need for genuine participation of all actors involved is unquestionable. 

A systematic approach to curriculum reform is also important but should follow 

instead of precede the application of relational or interactive design standards. 

External consistency could be a logical outcome of interactive curriculum planning. 

It would be unrealistic, however, to expect external consistency if the interests of 

different actor groups vary widely. Hence, external consistency should provide a 

sense of direction rather than being considered as an absolute pre-condition. 

Once interactive planning has resulted in common views about the main aspects 

of the curriculum, internal consistency is a leading principle for those who develop 

the actual curriculum. 

Curriculum reform should be realized within the context of regional needs, 

indigenous cultural learning patterns and should take account of local initiatives to 

promote rural communication. 
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As a consequence of the need to plan the curriculum in an interactive, dialogical 

way the voice of different groups of interest should be heard. This holds in 

particular for the teaching staff of the institution who will have the ultimate res­

ponsibility to organize the teaching-learning process through which the new curricu­

lum has to be realized. 

This alternative and participative approach to curriculum development will probably meet 

with opposition. It will also provide possibilities, however, to tune formal agricultural 

education and extension to the new realities of rural life and to integrate new ways of 

informal learning into existing patterns of rural communication. Institutional goal-setting, 

the critical but open minded consideration of external claims and the different 

approaches to the restructuring of curricula will put high demands upon the management 

of existing institutions. We will explore these demands in more detail by looking at 

requirements and realities of present-day institutions for agricultural education. 

Requirements and realities in institutional management 

As we have seen, institutional management of formal institutions for agricultural 

education and training is increasingly challenged by external claims. These external 

claims change continuously and 'clash' with traditional institutional goals and curricula. 

Institutions who want to be more than distant followers of rural developments and their 

societal implications have to react timely and adequately to these developments by re­

setting their goals, restructuring their curricula and by creating new 'platforms' of 

agency (Röling, 1994; Engel and Van den Bor, 1995). In doing so they might even create 

possibilities to anticipate societal developments by training people who are either able 

to carve out a special 'niche' in the rural labour-market or to enter the rapidly changing 

labour-market in a flexible way. The need to change institutional policies has to be 

operationalized by institutional management in terms of new requirements. This 

management of change will be confronted with existing realities and problems. We will 

now explore these requirements and realities in the field of: modes of delivery, subject 

matter characteristics, network positioning, professionalization and material conditions. 

Modes of delivery 

As the educational needs of present and future learners are more differentiated and 

tuned to individual circumstances than ever, teaching and training methods will need to 

be more learner-centred. This calls for an interactive way of teaching, preferably in small 

groups or via computer assisted interactive learning, so that teachers can spend more 

14 



time on the individual needs of learners. This holds for both more specialized agricultural 

schools and for general rural business centres (Van den Bor, 1993a). More emphasis 

should be given to the specific individual learning styles of learners as the development 

of such a personal learning style will help learners to shape their professional life 

according to their specific personal talents. The reality of present-day teaching is quite 

different. Teaching still tends to be teacher-centred and top-down lecturing directed 

toward the capabilities of the 'average' learner. 

Discovery learning is increasingly important as future professionals in rural settings will 

have to find meaningful work through a process of exploration and discovery of existing 

and developing possibilities within a changing labour-market. Instead, traditional teaching 

in agricultural schools is based on consumption, repetition and memorization of a rather 

well-defined body of knowledge, presented by the teacher, trainer or extensionist. 

New modes of delivery for rural communication need to be much more dualistic in terms 

of the practice-theory ratio. This means that several shorter periods of practical 

orientation and learning should be included in the curriculum in addition to one longer 

period. A continuous practical orientation will help the learner to better shape his own 

ideas about present learning needs and his prospective professional outlook. Moreover, 

it improves the professional quality of teachers, both concerning content and didactical 

proficiency, as teachers and trainers have to keep themselves abreast of the most recent 

developments in rural practice. 

Increasingly, modes of delivery will have to be flexible and problem-oriented. As a 

consequence of very rapid and ongoing changes in the labour-market, training for well-

defined ' jobs' will most probably become less important. To be able to find a meaningful 

place in rural life, rural workers will need to be trained in such a way that they can 

distinguish, define and handle problems and exploit possibilities in a flexible and creative 

manner. One way of preparing these rural workers is to organize the subject matter into 

rather small modules. This necessitates a teaching-learning approach in which problem-

solving techniques, and thus interdisciplinary approaches, are important. 

Another requirement has to do with self-regulative learning. Self-regulative learning is 

considered as the mastering of certain learning techniques. In this sense, self-regulative 

is identical to 'learning to learn'. Self-regulative learning can also be considered as 'lear­

ning to become the architect of ones own (professional) l ife'. Both types of self-regula­

tive learning are increasingly important in an era in which knowledge and information 

becomes obsolete with an ever increasing speed and in which it is necessary for learners 

to learn to reflect on their personal professional career. Self-regulative learning in the 
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latter sense is more or less pre-conditioned by a proper choice of individual learning 

techniques and the mastering of general professional skills and attitudes. 

Modes of delivery will change further through the growing need to tap external sources 

of knowledge and expertise, especially by inviting 'outsiders' to participate in the 

teaching-learning process. This could be done in different ways. External professionals 

could be asked to teach modules, (parts of) courses, act as resource persons, participate 

in discussions, co-supervise students in practical situations. Also, one could go further 

and decide that students could follow informal courses or workshops outside the 

institution to earn credits within their individual teaching programmes. At present, such 

possibilities are not exploited very widely as education and training institutes used to be 

tied to formal qualification criteria established at the level of macro-policy. 

Modes of delivery should be adapted in such a way that high level learning objectives 

could be realized. Presently, teaching methods generally cater for knowledge accumula­

tion and some understanding. Realizing higher levels of cognitive learning, such as appli­

cation, analysis, synthesis and evaluation, presupposes more interactive and student-

centred teaching methods. 

In sum, as a consequence of the new demands put upon formal education and training 

for rural professional life, the organization of teaching and learning needs to change in 

at least the following ways: 

FROM TEACHER-CENTRED TO LEARNER-CENTRED 

FROM CONSUMPTIVE LEARNING TO DISCOVERY LEARNING 

FROM THEORY-DOMINATED LEARNING TO DUAL LEARNING 

FROM KNOWLEDGE ACCUMULATION TO PROBLEM ORIENTATION 

FROM CONTENT-ORIENTED LEARNING TO SELF-REGULATIVE LEARNING 

FROM INSTITUTIONAL STAFF BASED TO EXTERNAL HUMAN RESOURCE 

LEARNING INPUT 

FROM LOW LEVEL COGNITIVE LEARNING TO HIGH LEVEL COGNITIVE 

LEARNING 

Subject matter characteristics 

As was mentioned earlier, restructuring of traditional curricula should result in a more 

flexible package of subject matter. In view of the rapid changes, both in primary agri­

culture and in the wider rural arena, formal institutions have to re-think the ratio between 

core subject matter and optionals. Modularization of the curriculum will usually provide 

16 



more possibilities to replace certain subject matter units (modules or combinations of 

modules) than the traditional discipline and subject related learning programmes. 

We have argued that external human resource input could be very valuable. This means 

that the curriculum must be constructed in such a way that there is room for the 

(temporary) integration of externally produced subject matter. Also the curriculum should 

not only allow for external subject matter input but should also cater for the possibility 

that learners follow external modules or courses that replace the optionals, or in some 

cases, even parts of the core programme of the institutional curriculum. 

As stated in the previous section, modes of delivery should be tuned to problem 

orientation instead of promoting mere knowledge accumulation. This problem orientation 

can only be realized if the curriculum is not too rigidly constructed in terms of discipline 

oriented subjects. It is important that (groups of) learners, together with their supervisors 

or tutors can make rather specific decisions at the beginning of a learning period as to 

which theme they want to explore or study. This calls for a flexible and rather open 

curriculum. 

As we have seen, the mastering of technical and social skills and the discourse on 

attitudes is increasingly important in the preparation of rural professionals. Skills training 

refers to specific skills that are subject matter related, such as public relations 

management in case of training for rural leisure management but they also have a wider 

scope, such as information retrieval in order to find potential sources of EU funding for 

specific rural activities. This is closely related to attitudinal change. The reality of 

traditional formal agricultural education is, that very little attention is paid to the 

affective domain of the teaching-learning process. 

A last subject matter requirement to be mentioned here has to do with the interna­

tionalization of subject matter content. The future of rural development in Western 

Europe will be heavily based on the positive exploitation of regional and local assets, but 

always within the context of international comparison. Future rural professionals will 

have to ask themselves: are my short term plans to embark on promising regional or local 

activities also promising in a longer term international perspective? Traditional formal 

agricultural education and training does have an international outlook, at least in some 

cases, but this orientation is often rather static and rendered out of date by the latest 

international developments. 

In sum, the consequences of rural restructuring for the character and content of the 

subject matter can be formulated as follows: 
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FROM RIGID SCHEDULING 

FROM 'HOME MADE' SM 

FROM DISCIPLINE-ORIENTED 

FROM COGNITION-ORIENTED 

FROM INWARD LOOKING 

TO A FLEXIBLE PACKAGE 

TO USE OF EXTERNAL SM 

TO THEME & PROBLEM-ORIENTED 

TO MULTI-DOMAIN ORIENTED 

TO INTERNATIONAL ORIENTED 

Network positioning 

Network positioning has to do with institutional choices as concerns the character and 

place of a particular institution within wider vertical and horizontal networks of formal, 

non-formal and, indeed, informal institutions and groups. 

Increasingly formal institutions have to start 'strategic' alliances with other formal 

institutions within a national but especially in a regional context. This could be done on 

the basis of a functional division of tasks between these institutions. Network positio­

ning is essential, not only for reasons of efficiency and cost-effectiveness, but also 

because of the need to integrate indigenous knowledge, developed by individuals or 

informal study groups into new study programmes. Another and more commercial reason 

for networking is the need to be able to offer inter-institutional consultancy services 

which might combine different sorts of expertise. 

Another important reason for network positioning is the need for internationalization. 

Rural restructuring has different characteristics in different parts of Western Europe but 

there also are similarities which could be used to promote international inter-institutional 

curriculum reform and didactical innovations. International student and staff exchange 

is important to promote international understanding and to explore possibilities for 

graduates in foreign labour-markets. Networking is hampered in cases where institutions 

do have to position themselves commercially in such a way that their first concern is to 

attract as many regular students as possible and to promote commoditization of their 

teaching programme. This is one of the implicit contradictions of the macro-policy 

principle of 'remote governance'. 

A third aspect of network positioning is the requirement for formal institutions of 

agricultural education and training to develop contacts with institutions within other 

sectors. It could be advantageous for institutions who are increasingly involved in 

training rural professionals in for example leisure management to develop contacts with 

vocational training institutes across the boundaries of the own sector. In some cases this 

can become rather difficult, especially when different sorts of sectoral vocational training 
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have strong ties with different ministries at the national level, as is the case in the 

Netherlands. 

In short, network positioning is a viable and necessary requirement for institutional 

management in order to cope with the changing rural professional demands. 

Consequently, network positioning should change in at least the following ways: 

FROM INSTITUTIONAL ISOLATION TO LOCAL/REGIONAL NETWORKING 

FROM NATIONAL POSITIONING TO INTERNATIONAL NETWORKING 

FROM INTRA-SECTORAL POSITIONING TO INTER-SECTORAL NETWORKING 

Professionalization 

The whole institutional analysis sofar leads to the conclusion that institutions need to 

be professionalized in different ways and at different levels. Professionalization has to 

do with learning, teaching and institutional management. In order to become better 

learners, students need to acquire 'learning strategies' as we explained when we 

discussed self-regulative learning. Learning strategies have to be learned as well. Ideally, 

the mastering of adequate learning strategies is a function of the reflective capacity of 

teachers within the context of good teaching practice (Beijaard, 1990). It is doubtful, 

however, whether teachers know how to help their students to adopt proper learning 

strategies. It is too easily taken for granted that those who know can teach and, more 

specifically, that those who know can teach others how to learn (Boekaerts and Simons, 

1993). 

Another requirement of professionalization has to do with the professional quality of 

teachers. In order to conceptualize this professional quality one has to explore the 

professional profile of teachers, or better of the organizers of rural communication, in its 

specific conditional context. Professionalization of teaching staff has to do wi th, at least, 

three clusters of factors. First, it relates to the mastery of the subject matter to be 

taught. Second, professionalization of teachers concerns the didactical expertise of 

teaching staff. And last, professionalization is very much enhanced by the teacher's 

understanding of the character and configuration of the different factors that condition 

the context in which teaching and learning takes place. 

Professionalization does also refer to the management of the institution. Managers of 

formal institutions in a new restructured rural context will be confronted with a number 

of important questions, such as: how should my institution be positioned in a broader 

institutional network, what can I do to improve the professionalization and motivation 
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of the staff, how do I organize the necessary process of intra-institutional communi­

cation, how do I collect and disseminate the necessary information for my institution, 

how can I improve the material base of my institution? This calls for managers who act 

dynamically instead of statically, who think democratically instead of hierarchically and 

who act pro-active instead of re-active. 

The whole professionalization issue in terms of better teaching and improved institutional 

management can be summarized as follows: 

FROM KNOWLEDGE TRANSFER TO DIDACTIC COUNSELING 

FROM STATIC, HIERARCHIC, TO DYNAMIC, DEMOCRATIC, 

RE-ACTIVE MANAGEMENT PRO-ACTIVE MANAGEMENT 

Material conditions 

The financial and material conditions that regulated traditional agricultural education and 

training are in a state of flux. This relates to the financial resource base of these 

changing institutions, the physical infrastructure, the learning materials and the reward 

system for the professionals working in these institutions. 

In most Western European countries, the traditional institutions for formal and non-

formal agricultural education and training were predominantly financed by government. 

This is changing rapidly. In the Netherlands, the national extension service is partly 

privatized and the financial mangement of formal agricultural schools is increasingly 

decentralized. There is a strong tendency toward market orientation, commoditization 

of services and the growth of a commercial attitude among institutional management. 

This forces institutional managers to formulate the educational mission of the institution 

rather strictly without frightening off potential external donors. The institutional manage­

ment has to adapt its 'financial security' attitude to a 'priority - resource base balance' 

approach. 

The present accommodation of schools and training institutes could be used more pluri-

functionally and frequently. This has consequences for the running costs, including the 

writing off, warding, cleaning and maintenance of these buildings. In principle, these 

extra costs have to be borne by the new users of the physical infrastructure. These new 

user groups will most probably be short of financial means. This is a potential problem 

which has to be solved by management in good co-operation with user groups. 

Institutional management will have to change from traditional 'shop minding' to creative 

stewardship of physical infrastructure. 
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Curricula will become more flexible, open and adaptive. As a consequence, existing 

learning materials such as textbooks, manuals and other written materials will become 

obsolete and will have to be adapted to new learning needs and objectives. These chan­

ging requirements will be locally or regionally defined which implies that commercial 

production of these materials at a wider scale will become increasingly problematic. 

Institutions will have to produce their own materials that fit the specific needs of the 

educational demand or use modules that have been produced by others (trading of 

modules). 

Traditional institutions will develop into open, flexible learning environments with 

different roles for the existing staff and an increasing input from external human 

resources. This could have rather serious consequences for the reward system of these 

new types of educational workers. Salaries of existing staff will probably no longer be 

based on the number of hours taught. External staff input has to be financed as well and 

internal staff wi l l , in some cases, be challenged or stimulated to work externally, for 

example through consultancies or by rendering services to other institutions. This 

demands a complicated but necessary review of the existing reward system. 

In sum, the changing internal and external material conditions of institutions for rural 

communication will force institutional management to change its policy in different ways: 

FROM FINANCIAL SECURITY TO BALANCING PRIORITIES AND 

MANAGEMENT RESOURCES 

FROM TRADITIONAL 'SHOP MINDING' TO CREATIVE STEWARDSHIP OF 

PHYSICAL INFRASTRUCTURE 

FROM 'OFF THE PEG' LEARNING TO 'TAILOR MADE' LEARNING 

MATERIALS AIDS 

FROM SALARY ADMINISTRATION TO REWARD SYSTEM 

MANAGEMENT 

Conclusions 

In this article we have explored the consequences of rapid rural restructuring for the 

existing institutions for agricultural education and training. We have seen that it is 

essential for these institutions to make fundamental choices. This process of priority 

setting is not only based on a survey of the labour-market but also on what these institu­

tions themselves consider as a challenging area of activities. 
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This process of choice making is hampered by the enormous amount of internal and 

external claims put upon the organization. These claims should be balanced with the 

strategic goals of the institution in an ongoing spiral process. This is the only way to 

create a sound fundament for curriculum reform via interactive and democratic 

procedures. 

The implementation of an innovated curriculum presupposes a distinct set of require­

ments as concerns modes of delivery, subject matter characteristics, network positio­

ning, professionalization of staff and management, and material conditions. We have 

indicated that these new and changing requirements cannot always be met as the 

realities of present institutional characteristics cannot be changed overnight. 

Consequently, institutional management is confronted with the difficult question: how 

can we create an atmosphere of creative dynamism in our school or training centre? 

We feel that Peter Senge (1990) in his book on what he calls the 'learning organization' 

has mentioned a number of essential managerial disciplines which could promote the 

needed institutional change. In developing these disciplines, Senge contributes to recent 

discussions about soft systems thinking (Checkland, 1989) and the re-thinking of 

management strategies (Mintzberg, 1989). The importance of this new 'school' of 

management thinkers lies in their creative way of bending our minds towards new ways 

of human communication in institutional contexts (see also Röling, 1994). The question 

is, however, how we can 'translate' these valuable notions into concrete actions for 

institutional management in the realm of rural communication. One possible way of 

coming closer to rather concrete sets of action for change is to look at how different 

actors or actor groups (staff, students, parents, young farmers, et cetera) perceive their 

present and future role in a restructured rural arena in general and in the process of 

communication for rural action in particular. The human factor in rural communication 

appears to be of vital importance in bringing about institutional innovation in agriculture. 
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