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Abstract

Experiential learning continues to play a vital role in agricultural education and
mechanization laboratories (Shoulders & Myers, 2013). An essential component of experiential
learning is critical reflection. Critical reflection helps students process and construct meaning
from laboratory experiences. A study conducted by Shoulders and Myers (2013) revealed that
only 15.4% of the agricultural educators the researchers interviewed incorporated reflective
practices laboratory experiences. The purpose of this study was to evaluate the effect of critical
reflection on students’ achievement following five agricultural mechanization laboratory
activities. The results from this study revealed that critical reflection had a consistently positive
effect on immediate cognitive achievement but not delayed cognitive achievement among the
participants of this study; however, the results for delayed cognitive achievement were mixed.
Recommendations include further research into effective practices for helping students increase

long term learning from laboratory instructions.
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Chapter I
Introduction

Over the years, laboratory experiences have played a critical role in secondary and
postsecondary education (Forcino, 2013; Shinn,1987; Hofstein, 2004; Johnson &
Schumacher,1989). Shinn (1987) commenting on the importance of laboratory experiences noted
that one-third of course instructional time is allocated to laboratory activities. The National
Research Council (2009) expresses similar sentiments by stating that high school science
students spend at least one class period a week participating in laboratory experiences. With the
amount of time allocated to laboratory activities, laboratories have secured a prominent place in
education, and today, all across the nation, high schools and universities are utilizing laboratories
to provide students with the opportunity to develop scientific skills and apply and understand the
theory learned in lectures.

Laboratories, however, did not always hold such a prominent place in education.
Historically, scholars have agreed that laboratory instruction was not adopted into higher
education until the 1800s when American institutions decided to replicate a German model of
research and training (Rudolph, 2005). Before that time, higher learning intuitions were heavily
reliant on rote memorization and classical styles of education (National Research Council, 2009).
Nevertheless, in the latter part of the 19 century, universities became more interested in the
methods of science, and with several universities already adopting the German model of
advanced research, other institutions such as high schools followed suit in adopting various
scientific methods that implemented laboratory instruction (Rudolph, 2005).

By the turn of the 19" century, laboratory instruction became common, and prominent

figures in the progressive education movement like John Dewey became major proponents of the



nature and pedagogy of the scientific method and laboratory instruction (Hofstein & Lunetta,
1982). Such interest in methods of science and laboratories continued throughout the 20™
century; especially during the Second World War and the Cold War (Hofstein & Lunetta, 1982;
Rudolph, 2005).

Fast forward to the 21 century, there continues to be an interest in laboratory instruction.
In the discipline of agricultural mechanics education, laboratories are utilized to provide students
with experience in obtaining skills that reflect the agricultural industry (Ewing, 2005). Warner,
Arnold, Jones, and Myers (2006) noted that agriscience laboratories allow students to process
complex and abstract scientific concepts by engaging students with meaningful laboratory
experiences or materials. Students have the chance to directly interact and apply what they have
learned in a lecture by simply participating in laboratory activities.

The time spent in laboratories is also indicative of the importance of agricultural
laboratories. Johnson and Schumacher (1989) indicated that the majority of the instructional time
in agricultural mechanics education courses is spent in agricultural mechanization laboratories.
Shinn (1987) also made a similar observation and noted that one-third to two-thirds of
instructional time in agricultural courses is usually devoted to agricultural mechanics instruction
(as cited in Johnson, Schumacher, & Stewart,1990).

Need for the Study

Considering the significance of agricultural mechanics laboratories in educational
programs today, it is important that laboratories offer quality educational experiences, managed
efficiently and are grounded in relevant pedagogical practices (Ewing, 2005; Johnson &

Schumacher, 1989; Schlautman & Silletto, 1992; Shinn, 1987; Shoulders & Myers, 2013).



Students will learn best when laboratories are well organized and can facilitate the transfer of
knowledge.

Experiential learning theories have long been considered as a paramount and effective
pedagogical practice that can be applied to agricultural laboratories in order to facilitate and
transfer learning (Baker, Robinson, & Kolb, 2012; Shoulders & Myers, 2013; Shoulders, Wyatt,
& Johnson, 2014). Abdulwahed and Nagy (2009), have also suggested that implementing a
proven pedagogical theory known as Kolb’s experiential learning theory can help improve
learning outcomes in laboratories.

In addition, the National Research Council has also challenged agricultural educators by
indicating that traditional approaches of lecture in the discipline of agriculture may not be as
effective as “tutorials, laboratories, field-based learning experiences and problem-based
learning” (National Research Council, 2009, p. 35). The research agenda of the American
Association for Agricultural Education (2016) has also challenged agricultural educators to
implement problem-based and student-centered learning into their instructional practice
(Roberts, Harder, & Brashears, 2016). To put it simply, the National Research Council and the
American Association for Agricultural Education are challenging educators to adopt teaching
practices that will actively engage students in learning by doing.

Statement of the Problem

With such recommendations, it is imperative that educators take the responsibility to
address the importance of experiential learning and effective laboratory experiences in
agriculture. Roberts (2006) and Mazurkeqicz, Harder, and Roberts (2012) have echoed similar
sentiments and have noted that experiential learning merits more attention in the discipline of

agricultural education in order to ensure effective teaching and learning. However, limited



consideration has been given to its importance in “the permanent agricultural education literature
base” (Baker, Robinson, & Kolb, 2012, p. 1). Shoulders and Myers (2013) have also pointed out
that even though some literature exists regarding experiential learning and agricultural education,
agricultural educators have “not yet mastered” the theory of experiential learning (p.104).

In addition to that, researchers have suggested that a holistic approach that takes into
account all the essential components of experiential learning in laboratory learning is needed
(Abdulwahed & Nagy, 2009; Shoulders & Myers, 2013). A study conducted by Shoulders and
Myers (2013) revealed that only 15.4% of the agricultural educators the researchers interviewed
employed reflective practices, a critical component of experiential learning, into their
laboratories. This study will attempt to address such challenges by adding to the existing
literature on experiential learning in agricultural mechanization laboratories.

Purpose of the Study

The purpose of this study was to evaluate the effect of critical reflection on students’
achievement following an agricultural mechanization laboratory activity. The primary research
question was: What effect does critical reflection have on students’ laboratory performance
compared to the laboratory performance of students who do not critically reflect? The specific
research objectives were to:

1. Determine if there is a difference in immediate cognitive achievement in
selected agricultural mechanization topics by the main effect of reflection (no
reflection, individual or group reflection).

2. Determine if there is a difference in delayed cognitive achievement in selected
agricultural mechanization topics by main effect of reflection (no reflection,

individual or group reflection).



This study was conducted in two separate agricultural mechanization courses at the
University of Arkansas Fayetteville, the first being Electricity in Agriculture (AGME 3173) and
the second being Small Power Units/Turf Equipment Laboratory (AGME 3101L). The accessible
population was sixty students (N = 60) enrolled in the courses listed above.

Limitations

Because an entire population was selected for this study, the results may not be
generalizable to other groups. Moreover, students were initially randomly assigned to either a
control group (no reflection) or one of two experimental groups (individual or group reflection).
Once students were assigned to one of these groups, they remained in that group for the
remainder of the study. The number of treatments employed during the duration of this study
may also be another limiting factor to this study.

Terms and Definitions

The following terminologies were used throughout this study:

1. Cognitive Achievement: a measure of student’s performance based on scores

received on posttests (Newsome, 2004 ).

2. Experiential Learning (EL): acquiring knowledge through “doing” or interacting with

external subjects in order to understand or comprehend a given subject (Koch, 2010).
3. Delayed Cognitive Achievement: a measure of student’s performance on posttest two
weeks after the initial interaction with laboratory activity (Newsome, 2004 ).
Assumptions

As this study was conducted, the following assumptions were made:

1. The instruments utilized were valid and provided reliable questions that measured

student’s cognitive achievement.



Those who participated in this study were honest when responding to posttest and
delayed posttests.

The participants who underwent the study had little to no prior knowledge of the
laboratory activities in Agricultural Electricity and Small Power Units.

The treatments were sufficiently different to produce or result in difference on the
immediate and delayed posttests.

. No diffusion of treatments occurred between students in the three groups.



Chapter II
Theoretical Framework

The focal point of this chapter will be to provide a theoretical framework and a review of
literature that currently exist on critical reflection, experiential learning and cognitive learning
theories. A large portion of this chapter is devoted to understanding reflection and its relevance to
experiential learning.

Conceptual Framework

Experiential learning continues to be a hallmark of agricultural education. Historically,
scholars have argued that agricultural education in the United States of America has always had
experiential learning as its pedagogical foundation (Baker, Robinson, & Kolb, 2012; McKim,
Greenhaw, Carla, Redwine, & McCubbins, 2017). Such a statement can be supported by simply
examining the different legislation that has influenced the establishment of agricultural education
in the United States.

The Morrill Act of 1862 will be considered first. The establishment of formal agricultural
education at the collegiate level can be traced back to the establishment of land-grant universities
through the passage of the Morrill Act of 1862. Section four of the Morrill Act states,

To teach such branches of learning as are related to agriculture and the mechanic arts, in

such as the legislatures of the States may respectively prescribe, in order to promote the

liberal and practical education of the industrial classes in the several pursuits and
professions in life (as cited in Flower & Haddad, 2014, p. 198).

The Morrill Act of 1862 called for instruction in agriculture to be taught as an applied subject
that would aid in educating the American populace about the science and the application of
agriculture. It is important to note that even though the Morrill Act was one of the blueprints for

agricultural education in America, non- formal and formal agricultural educational initiatives



were undertaken years before the Morrill Act was ever established; such initiatives came in the
form of agricultural societies, fairs and private colleges (True, 1929).

A second influential legislation was the Smith-Lever Act of 1914 that established
cooperative extension services. The Smith-Lever Act ensured education in agriculture remained
experiential in nature. Agricultural extension education services were established to promote the
dissemination of practical scientific principles of agriculture (Hillison, 1996). Seaman Knapp, a
pioneer in agricultural extension education ingrained the philosophy of “learning by doing” into
extension education (Knobloch, 2003). Knapp made a concerted effort in his day to challenge
agricultural educators to provide instruction through the practical means of on-farm
demonstrations and community-based education (Surls, 2014). Seaman Knapp once said, “what a
man hears, he may doubt; what he sees, he may also doubt, but what he does, he cannot doubt”
(as cited in Knobloch, 2003, p.28). The fundamental legislative and philosophical foundation of
agricultural extension education provides unambiguous proof that learning by experience was to
play an integral part in the life and application of extension education.

The Smith Hughes Act (Public Law No.347, 64" Congress 703) provides further proof of
the experiential nature regarding the founding of education in agriculture. The Smith Hughes Act
of 1917 established vocational education at the secondary level, and at its pedagogical
underpinning was applied and experiential (Newsome, 2004). The Smith Hughes Act ensured
industrial education was promoted at the high-school level, but it also ensured agricultural
educators at the secondary level were equipped to train students in learning how to perform a
skill or trade (Graham & Craig, 2018; Newsome, 2004; Shelley-Tolbert, Conroy, & Dailey,
2000). A central tenant of the Smith Hughes Act would be the Supervised Agriculture

Experience (SAE) program. Section ten of the Smith Hughes Act of 1917 defines SAE as,



supervised practice in agriculture, either on a farm provided for by the school or other farms, for
at least six months per year (Newsome, 2004). Fundamentally, the Smith Hughes Act
encouraged agricultural educators to provide a practical and applied learning experience in
secondary education. Overall, practical and applied instruction are the universal language used in
the in the Morrill Act of 1862, Smith-Lever Act of 1914 and the Smith Hughes Act of 1917. This
legislation has played a crucial role in the development of the pedagogy that is seen in the
discipline of agriculture today.
Development of Experiential Learning Theory

Experiential learning has and continues to occupy a significant role in agricultural
education. Experiential learning (EL) can be defined as an instructional or educational theory
which asserts learning occurs through the interaction of discovery and experience (Deslauriers,
Rudd, Westfall-Rud, & Splan, 2016; Shoulders, Wyatt, & Johnson, 2014). The underlying
principle of EL is that learning occurs from reflecting on a given experience or observation
(Cano, 2005). It is important to note that EL is much more than simply “doing,” rather; it
requires a continuous reflection on the “doing” or experience. In traditional methods of learning,
the teacher or educator is typically seen as the expositor transferring knowledge to their pupils.
However, in experiential learning, the teacher takes the role of a facilitator who is constantly
engaging and guiding students in learning (Knobloch, 2003). This results in students taking a
more active role in learning by allowing students to utilize experiences and skills to analyze,
interpret and self-reflect on different information which results in students grasping new
concepts. The fundamental components of experiential learning as described by Kolb (1984) are

perception, involvement, cognition, and behavior.



Many have attributed the development of experiential learning, as it is known today, to
the work of John Dewey in (1938) (Baker, Robinson, & Kolb, 2012; Deslauriers, Rudd,
Westfall-Rud, & Splan, 2016; Kayes, 2002; Knobloch, 2003; Mowen & Harder, 2005; Marlow
& McLain, 2011; Roberts, 2006; Shoulders, Wyatt, & Johnson, 2014). Dewey (1938) posited
that learning is the result of students’ interaction with their environment, which he defines as an
experience. Such experience is affected by factors that are internal to the student such as the
students “attitudes, beliefs, habits, prior knowledge, and emotions” (Carver & Enfield, 2006, p.
56).

The second proposition of Dewey is that every experience continually builds on past
experiences, and these past experiences influence the quality of future experiences (Dewey,
1938). Dewey defines both of these phenomena as the principle of interaction and continuity, and
it is these two principles that govern the quality of an educational experience (Carver & Enfield,
2006). Dewey believed no learning can occur unless an individual is changed by their experience
(Deslauriers, Rudd, Westfall-Rudd, & Splan, 2016). To put it simply, Dewey’s educational
ideology is that students acquire knowledge through physically interacting with concepts or
activities, and when students interact with a given concept or activity, they begin to formulate
attitudes, beliefs, habits, and emotion toward the activity. In addition to that, prior interactions
contribute to the forming of the internal factors of attitudes beliefs, habits and emotion.

It is imperative to note at this point that Dewey never claimed that traditional forms of
education do not contain experience, rather, he is saying that traditional education does not take a
holistic approach taking into account individual backgrounds and their former interaction with a
given subject matter or activity. As Dewey (1938) explained:

It is a great mistake to suppose, even tacitly, that the traditional schoolroom was not a
place in which pupils had experiences. Yet this is tacitly assumed when progressive

10



education as a plan of learning by experience is placed in sharp opposition to the old. The
proper line of attack is that the experiences, which were had, by pupils and teachers alike,
were largely of a wrong kind. How many students, for example, were rendered callous to
ideas, and how many lost the impetus to learn because of the Way in which learning was
experienced by them? How many acquired special skills by means of automatic drill so
that their power of judgment and capacity to act intelligently in new situations was

limited? How many came to associate the learning process with ennui and boredom? (p.
9).

Kolb’s Experiential Learning Model

Following Dewey, there have been several other educators and philosophers that have
written about experiential learning. For instance, Jean Piaget, Lev Vygotsky, Peter Jarvis, Kurt
Hahn, Paulo Freire, and David Kolb are all known for making historical landmarks regarding
experiential learning (Marlow & McLain, 2011). However, Kolb (1984) is best known for his
writings on learning by experience, and it said that he has produced the most efficient and logical
framework that explains experiential learning (Abdulwahed & Nagy, 2009; Cano, 2005; Roberts,
2006; Salavastru, 2014). In addition to Kolb’s model being regarded as the most comprehensive
model of learning by experience, it has been the most prominent in the agricultural education
literature (Roberts G. T., 2006).

Kolb (1984) experiential learning model (KELM) posits that learners go through four
stages which he describes as, Concrete Experience (CE), Reflective Observation (RO), Abstract
Conceptualization (AC), and Active Experimentation (AE); learning can be activated at any one
of the stages and does not have to occur in order. Kolb asserted that Concrete Experience is when
learners are directly involved or introduced to an activity or subject matter. At this stage, learners
are said to be grasping information through the process of apprehension, and students use their
senses of hearing, touch or sight. The stage that follows is reflective observation. When learners
move to this stage, they begin to think and reflect on the previous experience they just had. At

this stage, learners transform their experience by internally processing and cognitively breaking

11



down the previous experience. The Abstract Conceptualization stage follows where students
grasp the experience through comprehension by turning the previous experience into theories,
generalizations, and hypotheses. The last stage is Active Experimentation, and this is where
learners apply the knowledge they gained from their interaction with the subject matter or
activity. Figure 1 below provides a graphic that summarizes Kolb’s model of experiential

learning.

Concrete
Experience

(Continum)

Active Reflective
Experimentation Obervation

(Processing) (Continum)

Abstract
Conceptulisation

(Preception)

Figure /. (Kolb, 1984) Kolb’s Model of Experiential Learning
Abdulwahed and Nagy (2009) posited “the optimal learning takes place when learners
have an adequate balance of these four stages during their learning experience” (Abdulwahed &
Nagy, 2009, p. 284). Baker et al. (2012) also echoed similar sentiments stating that learning
occurs when a student undergoes all four modes. Often, not all four stages are employed when
students are engaged in experiential learning, especially when students are being instructed in
laboratories. For example, lab activities can regularly create an environment where students are

gaining hands-on experience (Concrete Experience and Active Experimentation) by working on
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a practical activity (Miller & Hilaire, 2018). However, rarely do labs allow students to critically
think, connect past experiences (Reflective Observation) or to grasp and generalize such
experience (Abstract Conceptualization).

Critical Reflection

Although the phrase critical reflection is commonly mentioned in higher education, a
proper and clear definition is often lacking or absent in higher education literature (Atkins &
Murphy, 1993; Bubnys & Zydziunaite, 2010). Nguyesn, Fernadez, Kartsenti, and Charlin (2014)
have considered that the lack of a consistent definition has impeded the development and
understanding of reflection. Nevertheless, much of the literature that does properly define critical
reflection defines it as, an intentional internal cognitive process of analyzing, assessing,
reframing and deeply considering a previous experience in order to add meaning or to learn from
a given experience (Bubnys & Zydziunaite, 2010; Louise, 2010; Nguyen, Fernandez, Karsenti, &
Charlin, 2014).

The phrase critical reflection is often synonymously used with the phrase critical
thinking. However, critical reflection is more than just critical thinking, although critical thinking
plays a significant role in the reflection process (Nguyen, Fernandez, Karsenti, & Charlin, 2014).
Sanders (2009), states the “metacognitive process” known as reflection can occur either before or
after an experience, and it is simply a process that helps individuals understand experiences so
that future “encounters” with that experience can be influenced (Sandards, 2009, p. 685). The
underlying purpose of reflection is to help an individual process or comprehend an action or
experience.

The most comprehensive literature review on critical reflection was completed by

Nguyen, Fernandez, and Charlin (2014). The authors identified five key components that form
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the conceptual framework of reflection. The first is thoughts and actions (TA); the second is
attentive, critical, exploratory and iterative process (ACEI); the third is conceptual framework
(CF); the fourth is view of change (VC), and the fifth is self (S).

The thoughts and actions component of reflection is considered as the content, experience
ideology an individual should be thinking of in order to process an experience or situation. For
example, in the case of a laboratory setting, this component would require laboratory students to
think about the content or the theory that supports the laboratory activity. Authors such as Dewey
(1910) posited that reflection should be done carefully and in an insistently:

Reflection is turning a topic over in various aspects and in various lights so that nothing

significant about it shall be overlooked almost as one might turn a stone over to see what

its hidden side is like or what is covered by it. Thoughtfulness means, practically, the
same thing as careful attention; to give our mind to a subject is to give heed to it, to take
pains with it. In speaking of reflection, we naturally use the words weigh, ponder, and
deliberate— terms implying a certain delicate and scrupulous balancing of things against
one another. Closely related names are scrutiny, examination, consideration, inspection—
terms which imply close and careful vision. Again, to think is to relate things to one
another definitely, to “put two and two together” as we say. Analogy with the accuracy
and definiteness of mathematical combinations gives us such expressions as calculate,
reckon, account for; and even reason itself— ratio. Caution, carefulness, thoroughness,
definiteness, exactness, orderliness, methodic arrangement, are, then, the traits by which
we mark off the logical from what is random and casual on one side, and from what is

academic and formal on the other ( p.11).

Dewey’s words of careful, logical, scrutiny, examination, consideration and inspection provide
unequivocal evidence of Dewey’s thoughts on the reflection process and how it should be
effectively used in experiential learning.

The conceptual framework component of reflection is concerned with analyzing the
different concepts that govern an experience and questioning the validity and the relevance of the
given concepts. The primary concern of this CR component is understanding a problem rather

than trying to solve a problem. The fourth central component of critical reflection identified is

view on change (VC). This component deals with the transformative dimension of reflection.
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Individuals must understand that reflection helps them understand and transform a learning
experience. The fifth critical component of reflection is self-component. One of the defining
aspects of reflection is how it incorporates or engages individual reflection. The self-component
allows the individual to reflect on why they performed a given action during a learning
experience.
DEAL Reflection Method

The DEAL (describe, examine and articulate learning) reflection model has been chosen
for this study. The DEAL method prescribes an effective process to encourage reflection during
an experiential learning experience (Ash & Clayton, 2009). The first step in the DEAL model is
to describe the experience. The second step requires students to examine their experience from
an academic/theory point of view (Ash & Clayton, 2009). The last step to the DEAL reflection
model is to articulate learning. This step allows students to state what they have learned overall.
At this stage, students are able to express how they can apply what they have learned to solve
future problems (Ash & Clayton, 2009). The authors of the DEAL reflection method originally
designed the DEAL method to allow students who participate in a service-learning project to
reflect on a given experience they encountered during their service learning activity; however,
the authors believe that the DEAL methods can be adopted and implemented in other academic
contexts as well (Ash & Clayton, 2009).

Theoretical Framework

Cognitive constructivism, a cognitive learning theory, is the fundamental theory that
undergirds this study. Cognitive constructivism asserts that learning occurs when individuals
reconstruct or cognitively represent what truly exist (Roberts, 2006). It is a theory that places the
student at the center of learning and takes the position that true learning occurs when internal
cognitive mechanisms are used to manipulate and transform real-world experiences to learning

15



(Doolittle & Camp, 1999; Koch, 2010; Martin & Sugarman, 1997). Cognitive constructivism
makes use of individual and group thinking processes, such as memory, depictions, attitudes,
schemas and mental models (Kayes, 2002).

Such theoretical framework can be traced back to Jean Piaget who identified two main
principles of acquiring knowledge, for which he termed the first process of learning as
“assimilation” and the other “accommodation” (as cited in Dole & Sinatra, 1998). What Piaget
means by this is that learning is built (assimilation) on information that already exists and then
modified or changed (accommodation). New information is being reinterpreted by the individual
based on previous information; the individual then re-represents this information in their mind in
order to understand a given concept.

Cognitive learning theory asserts that learning begins when individuals interact with the
external world (Reed, 1996). This information from the outside world is then transformed and re-
represented by the individual’s cognition (mental functions) in order to process and make sense
of the external world (Rekart, 2013). After new information is transformed and recognized, it is
either temporarily or for longer periods of time (Aben, Stapert & Blokland, 2012). The storying
of new information is known as memory. Scholars believe memory can be classified as short-
term memory (STM), working memory (WM), or long-term memory (LTM) (Aben, Stapert &
Blokland, 2012; Cowan, 2008; Reed, 1996; Rekart, 2013; Willingham, 2009).

Short-term memory is described as the “cognitive system” that holds sensory events and
new information for a short period of time (Aben, Stapert & Blockland, 2012, p.1). New
information that is stored in short term memory, if not rehearsed, may be forgotten in seconds

(Alloway & Copello, 2013). STM is used to store information such as lab instructions, phone
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numbers, and names. If information is not processed through working memory and then
transferred to long-term memory, the new information will be lost or forgotten.

Working memory refers to the information that is actively being processed and
manipulated (Aben, Stapert & Blockland). Rekart (2013) considers working memory as thinking
“ about what to do next,” or engaging in reminiscing (p.55). When individuals reason or
problem-solve this process occurs in working memory. Before information can be sorted for
longer periods of time, it must first be channeled through STM and WM.

Long-term memory is considered as the long term storage of “factual information” for
later use (Willingham, 2009, p. 14). Scholars have divided LTM into two categories known as
non-declarative and declarative (Squire & Zola, 1996). Non-declarative is considered as a
memory that occurs through the action of doing or performance (Squire & Zola, 1996).
Declarative memory, however, is considered as the capacity to intentionally recall information
such as facts and previous events in order to display learning (Rekart, 2013). All information
regarding long-term memory is stored and organized cognitively and maybe used to support
working memory.

The primary difference between short-term memory and long-term memory is duration
and capacity (Cowan, 2008). Long-term memories are stored cognitively over a period of time.
Rekart noted that long term memory is, “the ability to recall information in the long term,
meaning hours, days, years, and even decades after something has occurred or a concept was
learned” (p.71). In regards to capacity, more information can be stored and retrieved in long-term
memory than short term memory. Scholars agree that there is a limit to how much information
can be stored in short-term memory compared to long term memory (Squire & Zola, 1996;

Willingham, 2009).
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In addition, some cognitive theorists believe that how humans learn to perform different

activities can be summarized by the information-processing model (Sharit & Czaja, 2018). The

information processing model describes how humans acquire, store and retrieve information
(Reed, 1996). Figure 2 presents a graphic that Reed (1996) developed to describe the different

stages in the information processing process. This model describes how individuals are first

introduced to new information and how they eventually transform that information for later use.
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Figure 2. (Reed, 1996) The information-processing model.

The first stage Reed (1996) presents in the information-processing model is the sensory

store. At this stage, information from the external world (Reed, 1996) is gathered from the senses

and 1s stored temporally (Sharit & Czaja, 2018). The new information is then filtered and passed

to the pattern recognition stage. At this stage, the information from the sensory store is identified

or recognized as a pattern if individuals can use previous information stored in memory to
recognize familiar patterns. If the pattern is not familiar to the individual, the individual takes

additional measures to store or discard that pattern (Reed, 1996). After the information is

recognized, the information is entered into short and then transferred to long term memory. The

short term memory has a time and capacity limit of how much information can be retained and
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stored, however, long term memory does not. The filter stage filter deciphers how much
information can be recognized at any one time, and the selection stage limits the volume of
information that can be stored into memory (Reed, 1996).
Summary

Experiential learning continues to play a critical role in agricultural education. The
underlying principle of experiential learning is that learning occurs by doing. In addition, Kolb
(1984) suggested that optimal experiential learning occurs when individuals are introduced to the
four stages of experiential learning: concrete experience, reflective observation, abstract
conceptualization, and active experimentation. As reviewed in the literature, reflection continues
to be an essential component of experiential learning fundamentals, and in order for effective

learning to take place, reflection must be employed.
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Chapter III
Methodology

In this chapter, the overall procedures of how this study was undertaken will be presented.
Careful consideration was given to the statement of the problem, purpose of study, design of the
study, population, sample, and statistical analysis.

Statement of the Problem

In order to meet the growing demands of a complex agricultural industry, agricultural
educators across the country are being urged to update their curriculum to incorporate effective
learning strategies that are supported by proven pedagogical approaches (Deslauriers, Rudd,
Westfall-Rudd and Splan, 2016; National Research Council, 2009). Educators now have a
responsibility to respond to such challenges by exploring and implementing tested pedagogical
approaches into their curriculum; educators in the discipline of agricultural mechanization are
not exempt from this challenge.

To respond to the National Research Council challenge, this study sought to explore the
benefits of critical reflection on students’ cognitive achievements in two agricultural
mechanization courses taught at the University of Arkansas. Shoulders and Myers (2013)
conducted a study evaluating experiential learning in agricultural laboratories and the study
revealed that only 15.4% of the agricultural educators employed reflective practices into their
laboratory activity. It is the hope of the researcher to contribute to the existing literature on the
effects of experiential learning in agricultural education laboratories by exploring what effects

experiential learning has on student performance and retention.
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Purpose and Objectives

The purpose of this study was to evaluate the effect of critical reflection on students’
achievement following an agricultural mechanization laboratory activity. The primary research
question was: What effect does critical reflection have on students’ laboratory performance
compared to the laboratory performance of students who do not critically reflect? The specific
research objectives were to:

1. Determine if there is a difference in immediate cognitive achievement in
selected agricultural mechanization topics by the main effect of reflection (no
reflection, individual or group reflection).

2. Determine if there is a difference in delayed cognitive achievement in selected
agricultural mechanization topics by main effect of reflection (no reflection,
individual or group reflection).

Research Design

A simple randomized subjects design was chosen for this study (Christensen, 1984). The
independent variable had three levels reflection, no reflection, individual and group reflection.
Students were randomly assigned to either a control or experimental group. Once students were
randomly assigned to their respective groups, students remained in those groups for the
remainder of the study. The researcher used the random function in Excel™ to randomly assign
each student to a group of no reflection, individual and group reflection. The no reflection group
was coded as one, individual reflection group coded as two and group reflection coded was
coded as three.

After students completed their respective laboratory assignment, students received

instructions about the study and were told if they were in group one, two or three. Students in
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group one, the no reflection group, received an immediate posttest and left the laboratory when
they had completed the posttest. In contrast, students who were assigned to group two, the
individual reflection group, received a reflection treatment and was prompted to reflect on the
previous laboratory experience for 10-15 minutes. After each student individually completed the
individual reflection module, they were given an immediate posttest.

Similarly, students that were randomly assigned to group three, the group reflection,
received a reflection treatment after they had completed their respective laboratory activity.
Students in group three were prompted to first individually reflect, and then directed to discuss
what they had individually reflected on as a group. The reflection discussion groups comprised
of three to four students. In addition, students in group one, two and three all received delayed
posttests two weeks following each initial immediate posttests.

Internal Validity of Experiments

According to Campbell and Stanley (1963), the simple randomized subjects design is
considered as a true experimental design. Such design controls for eight all eight threats that
often threaten the internal validity of true experimental designs (Campbell & Stanley,1963). The
eight threats are history, maturation, testing, instrumentation, statistical regression, selection,
experimental mortality, and selection-maturation interaction. Campbell and Stanley (1963) stated
that if these threats to validity are not “controlled in experimental design, they might produce
effects confounded with the effect of the experimental stimulus” (p.5). In other words, if the
threats to internal validity are not controlled for, the researcher cannot be certain the observed
differences are due to the experimental treatment. With this in mind, each of the eight threats to

internal validity will be listed and discuss below:
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History is considered as specific events that subjects may encounter between
measurements that are not intended to be a part of treatment or the experimental study
(Flannelly, Flannelly & Jankowski, 2018). The simple randomized subjects design
controls for this because posttest is usually delivered as one natural and single package
(Campbell & Stanley, 1963). All students in this study were measured during the same
laboratory period and no time lapsed between measurements.

Maturation is considered as the change over time that may exist in the subjects during the
duration of the experiment (Koch, 2010). For instance, if participants become older,
hungry or fatigued (Flannelly, Flannelly, & Jankowski, 2018). Maturation was controlled
for by immediately conducting the study after the laboratory activity was completed by
students. In addition, the reflection treatments only lasted 10-15 minutes and each
posttest had comparable completion times. Thus, the study tested 20-30 mintues.

Testing is known as the measurement effects that may be influenced by taking a pretest
and then taking a posttest (Campbell & Stanley, 1963). Simple randomized subjects
design controls for this because only a posttest is administered after the treatment is
administered.

Instrumentation is when changes in the dependent variable occur because of some
external or internal change of the instrument (Campbell & Stanley, 1963). To control for
this, the format and instructors administering the treatment remained the same.
Statistical Regression is considered as a tendency of some participants having very high
or low mean test scores (Flannelly, Flannelly, & Jankowski, 2018). Simple randomized

subjects design randomly assigns all participants into the various control and
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experimental groups; thus, the simple randomized subjects design controlled for the
threat of statistical regression.

Selection is referred to as the difference that may exist between the control and
experimental group that are not intended to be a part of the experimental study (Campbell
& Stanley, 1963). Simple randomized subjects design controls for this because groups are
comparable and all subjects are randomly assigned to both the control and experimental
group (Christensen, 1984).

. Experimental mortality is the differential losses of respondents between the control and
experimental group (Campbell & Stanley, 1963). However, this threat was controlled for
by removing students from the delayed posttest analysis if they were not present for the
immediate posttest.

Selection-maturation interaction refers to the different maturation rates that may exist
among participants of an experimental study (Koch, 2010). Simple randomized subjects
design controls for this because individuals were randomly assigned to each group, so
those who were commonly absent were equally distributed among the control and

experimental groups.

Population

The accessible population (N = 60) for this study was all students enrolled in two

agricultural mechanization courses taught at the University of Arkansas. The first course that was

targeted for this study was Electricity in Agriculture laboratory (AGME 3173). The total number

of students enrolled in this course was 24 at the start of the semester. The second course targeted

for this study was Small Power Units/Turf Equipment laboratory (3101L), and the total number

of students enrolled in Small Power Units/Turf Equipment was 36. Moreover, two students
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withdrew from AGME 3173L five weeks after the course began, which left the total number of
students enrolled in Electricity in Agriculture to 22. One student also withdrew from Small
Power Unit/Turf Equipment six weeks after the course began which reduced the student
population to 35. As a result, the accessible population was reduced to 57 students.

The majority of participants in this study were male (93%) with the remainder of the
participants being female (7%). Student classification varied from freshmen, sophomores,
juniors, and seniors. In Electricity in Agriculture, freshmen (n = 1) accounted for 4% of the total
students; sophomores (7 = 5) represented 21% of the total students; juniors (n = 11) represented
46% of the total students; and seniors (rn = 7) represented 29% of the total students. In Small
Power Units/Turf Equipment, freshmen (n = 1) accounted for 2% of the total students;
sophomores (n = 8) represented 23% of the total students; juniors (n = 10) represented 26% of
the total students; and seniors (n = 17) represented 49% of the total students.This study was
reviewed by the Institutional Review Board Committee at the University of Arkansas and
approved on January 24, 2019, IRB protocol # 1809145873.

Instrument

The instruments used to measure immediate and delayed cognitive achievement were
developed by the researcher. Cozby and Bates (2015) suggested five indicators that ensure
construct validity. Face and content validity were assessed for the instruments used in this study.

1. Face validity was addressed for each instrument by comparing each posttest question

to the lesson objectives of each respective laboratory activity and subject matter.
Questions that did not adequately measure the specific laboratory objectives were

dropped from the posttests.
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2. Content validity was accounted for by a panel of experts in the Agricultural
Education, Communications and Technology department at the University of
Arkansas. After each instrument was developed for Electricity in Agriculture, the
professor reviewed the instrument to ensure it appropriately reflected the instructional
objectives of each laboratory activity. Similarly, the instructor of Small Power
Units/Turf Grass Equipment reviewed each instrument for content validity.

The Posttest used for experiment one contained 10 multiple-choice questions each and
was administered as unannounced pop-quiz in Electricity in Agriculture. Students were required
to recall information regarding AC resistive circuits. The immediate posttest had a coefficient
alpha of .72. In addition, the delayed posttest was given two weeks after the immediate posttest
was administered, and contained seven multiple choice questions. The delayed posttest was
administered to students as an announced quiz. The delayed posttest had a coefficient alpha of
.65.

The second experiment was conducted in Electricity in Agriculture. The immediate
posttest had 10 multiple-choice questions. Students were required to recall information regarding
AC circuit analysis. The posttest was administered as an unannounced pop-quiz, and the
coefficient alpha for the immediate posttest was .67. Due to a scheduled hourly examination in
Electricity in Agriculture, delayed posttest one and two were administered on the same day. The
delayed posttest was a modified version of posttest one and two. Due to time constraints, three of
the original items were deleted from immediate posttest two. This reduced the total number of
items on posttest two to seven. The delayed posttest in experiment two was announced one week

prior and then administered at the beginning of the laboratory.
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The posttest used in experiment three contained eight-items because of the length and
content of the Small Power Unit/Turf Grass Equipment laboratory. The posttest required students
to recall information about carburetors systems in small power units. The immediate posttest had
a coefficient alpha of .53 and was administered as an announced pop quiz. The delayed posttest
was a modified version of the immediate posttest and was administered as a pop-quiz two weeks
after the initial posttest was given. The delayed posttest used in experiment three had six
multiple- choice questions and the coefficient alpha was .29.

The Posttest used for experiment four contained 12 multiple-choice questions each and
was administered as unannounced pop-quiz in Small Power Units/Turf Grass Equipment.
Students were required to recall information regarding battery and ignition systems in small
power units. The immediate posttest had a coefficient alpha of .60. In addition, the delayed
posttest was given two weeks after the immediate posttest was administered. The delayed
posttest was administered to students as an announced quiz. The delayed posttest had six
multiple-choice questions and had a coefficient alpha of .50.

The immediate posttest for experiment five had 10-multiple-choice questions. Students
were required to recall information regarding electrical motors in agriculture. The posttest was
administered as an unannounced pop-quiz, and the coefficient alpha for the immediate posttest
was .74. The delayed posttest was a modified version of the immediate posttest, and it had six
multiple-choice questions. The coefficient alpha was .48. In addition, the delayed posttest in
experiment five was an announced pop quiz.

Treatment
The treatments for this study were developed by the researcher. Each reflection treatment

was based on the laboratory objectives and was based on the DEAL reflection model (Ash &
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Clayton, 2009). The DEAL model requires students to describe their laboratory experience and
examine the specific information relevant to the previous experience. Students were prompted to
articulate what they had learned in the laboratory by giving clear descriptions of the concepts of
what they had previously learned during the laboratory (Ash & Clayton, 2009). The reflection
treatments typically contained six to nine items. The same reflection treatment was used for both
experimental groups.
Data Collection Procedures

Data obtained in this study were collected in laboratory sections of two junior-level
agricultural mechanization courses at the University of Arkansas during the spring 2019
semester. The two courses were Small Power Units and Turf Equipment and Electricity in
Agriculture. The Small Power Units and Turf Equipment laboratory provided students practical
experiences in testing, evaluating and maintaining small engines, hydrostatic power transmission
systems commonly used in turf and landscaping industries. The Electricity in Agriculture
laboratory provided students practical experiences in applying the principles of electricity,
wiring, and selection and use of electric motors and controls in the broad field of agriculture.
After students completed the laboratory activity, they were randomly assigned to either a no
reflection, group or individual reflection group. Once students were initially randomly assigned
to either a no reflection, individual or group reflection group, students remained in these
respective groups for the remainder of the study. . Those who were assigned to the no reflection
group were given an immediate posttest and left the laboratory once the posttest was completed.
Experiment One: AC Resistive Circuits

Experiment one was conducted in Electricity in Agriculture under the subject matter of

AC resistive circuits. The AC resistive circuit’s laboratory required students (n = 22) to learn
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how to use a multimeter, record electrical measurements such as voltage, electrical current, and
resistance in resistive circuits

Moreover, students in the individual reflection group (n = 8) was given a reflection
treatment that contained eight reflection items. Each reflection treatment took 10-15 minutes.
After each student assigned to the individual group reflected individually, they were given an
immediate posttest. The individuals assigned to the group reflection (» = 7) were instructed to
first individually reflect followed discussion in a group reflection. Because some students
completed their laboratory activity before others, some groups were reduced to three or two.
After each group completed their discussion, they were then given a posttest. The control group
had seven students, and once each student in the control group completed their laboratory, they
were given a posttest. After two weeks, the delayed posttest containing 10-items was
administered to all of the students (n = 22).

Experiment Two: AC Circuit Analysis

The second experiment was conducted in an Electricity in Agriculture laboratory under
the subject matter of AC circuit analyze. Students (n = 21) that participated in the laboratory
were required to identify resistive, inductive, and capacitive loads in AC electrical circuits.
Students were then required to determine the total impedance (Z) in an AC circuit and divide
reactance circuit loads into resistive and inductive components. Those in the control group (n =
7) received a posttest and subsequently left the laboratory after the posttest was completed. On
the other hand, those in the experimental groups received a four-item reflection treatment. The
reflection treatment lasted 10 minutes for students who reflected individually (r» = 7). Similarly,
the group reflection (n = 7) lasted for 10-15 minutes. Students in the experimental groups
received a posttest following the reflection treatment. Instead of administering the delayed

posttest two weeks after the study was initially conducted, the posttest was administered a week
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earlier because of an hourly exam that was already scheduled in Electricity in Agriculture. Three
students were absent when this experiment was conducted. This resulted in a reduced sample (n
= 21) of twenty-one; those that were absent were not included in the delayed posttest analysis.

Experiment Three: Carburetor Systems

The third experiment was conducted in Small Power Units/Turf Grass Equipment
concerning the subject matter of carburetor systems. Students (n = 27) were required to identify
the types of air filters and carburetor used in small power equipment. Students were also required
to learn how to service air filters according to manufacturer’s recommendations. After the
students were done with the laboratory activity, each student was randomly assigned to a control
(no reflection) or experimental groups (individual or group reflection). Once students were
initially randomly assigned to either a no reflection (z = 11), individual (n = 7) or group (n =9)
reflection, students remained in these respective groups for the remainder of the study. Students
in both the control group and experimental groups received an eight-item multiple-choice
posttest that was based on the lab content. The reflection treatment lasted for 10-15 minutes.

On the day this experiment was conducted, nine students were absent, reducing the
sample (n = 28) of thirty-seven to twenty-eight. The delayed posttest was administered two
weeks after the initial study (experiment three) was conducted. Those students (n = 2) who were
absent were not included in the delayed posttest analysis.

Experiment Four: Principles of Electricity in Small Power Equipment

The fourth experiment was undertaken in Small Power Units/Turf Equipment laboratory.
The laboratory content for experiment four was the principles of electricity, battery and ignition
systems as it relates to small power units. Each student was required to learn how to use a
hydrometer to determine the condition of an automotive-type battery, test alternator conditions

using an ohmmeter, identify the components of ignition system and perform an ignition test to
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determine if spark quality is adequate. Students assigned to the control group (n = 12) received a
posttest after they had completed the laboratory. Conversely, the two experimental groups (n =
20) received an eight-item reflection treatment. After students in the experimental groups were
done with the reflection treatment, they received a 12-item multiple-choice posttest regarding the
laboratory content. The reflection treatment lasted for 10-15 minutes. Students that were not
present for the immediate posttest were not included in the delayed posttest analysis.

Study Five: Electric Motors in Agriculture

The final experiment was conducted in Electricity in Agriculture laboratory. The subject
matter for experiment five was electric motors types, uses, and wiring as it relates to agriculture.
The laboratory activity required students (z = 19) to identify common types of motors, identify
types of motor enclosures, interpret electric motor nameplates, and interpret electric motor
wiring diagrams for both low and high voltages. Participants in the control group (n = 5) were
simply given a 12-item multiple choice posttest and after each student completed the posttest,
they left the laboratory. In contrast, the experimental groups (n = 14) received an eight-item
reflection treatment, and after they were done with the reflection, they were given the same 12-
item multiple choice posttest. The reflection treatment lasted for 10-15 minutes. The delayed
posttest was administered two weeks after the initial study was conducted.

Statistical Analysis

Students’ responses to each posttest were all collected at the same time, graded, and
responses to each item were recorded in Excel. The responses of the students were coded as one
if students selected the correct answer and coded zero if students did not select the correct
answer. The SAS 9.4 statistical package was used to organize and examine the data for each
experiment. Because this was a population study, descriptive statistics were used to summarize

the results of each experiment. Means and standard deviations were reported to summarize the
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immediate and delayed posttest results. Eta Squared (Cohen, 1988) was calculated and used to

quantify any observed effect of the treatment on group mean scores.

Summary

This study was conducted to determine the effects of reflection on students’ immediate

and delayed cognitive achievement in two agricultural mechanization laboratory courses. Five

experiments were conducted in the two courses during the spring 2019 semester using a

randomized subjects design. Table 1 summarizes these five experiments.

Table 1

Summary of Experiments, Laboratory Content and Posttest Reliability

Experiment Course Subject Matter Students Test Rel.iability
(Coefficient alpha)
One AGME 3173L  AC Resistive Control (n=17) Immediate posttest (a.=.72)
Ind. Reflection (n = 8) Delayed posttest (o = .65)
Circuits Group Reflection (n = 7)
Two AGME 3173 L AC Circuit Analysis  Control (n =7) Immediate posttest (o =.67)
Ind. Reflection (n = 7) Delayed posttest (o = .64)
Group Reflection (n = 7)
Three AGME 3101L  Carburetor Systems  Control (n =11) Immediate posttest (a.=.53)
Ind. Reflection (n =7) Delayed posttest (o =.29)
Group Reflection (n =9)
Four AGME 3101L  Small Equipment Control (n =12) Immediate posttest (o= .60)
Electrical and Ind. Reflection (n =9) Delayed posttest (o = .50)
Ignition Systems Group Reflection (n =11)
. . Control (n=15) Immediate posttest (o =.74)
Five ~ AGME3173L Ciectrical Motorsin g s heoction (n=8)  Delayed posttest (@ = .48)

Agriculture

Group Reflection (n = 6)
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Chapter IV

Results

The focal point of chapter four is to present the research findings regarding the effect
reflection methods (individual and group reflection) have on students’ cognitive achievement
when completing agricultural mechanization laboratory activities. The results are organized by
individual experiment. The data presented in this chapter were collected during the spring
semester of 2019. Five experiments were conducted in laboratory sections of two agricultural
mechanization courses taught at the University of Arkansas; Electricity in Agriculture
Laboratory and Small Power Units/Turf Equipment.

Population

The accessible population (N = 60) for this study was all students enrolled in two
agricultural mechanization courses taught at the University of Arkansas. The first course targeted
for this study was Electricity in Agriculture laboratory. The total amount of students enrolled in
this course was 24 at the start of the semester. The second course targeted for this study was
Small Power Units/Turf Equipment laboratory, and the total number of students enrolled in
Small Power Units/Turf Equipment was 36 students.

During the course of the semester, several students withdrew from Electricity in
Agriculture and Small Power Units/Turf Equipment laboratory. Two students withdrew from
AGME 3173L five weeks after the course began, which left the total number of students enrolled
in AGME 3173L to 22. One student also withdrew from AGME 3173L six weeks after the
course began which reduced the student population in AGME 3173 L to 35. This resulted in the

accessible population being reduced to 57 students.

33



Summary of Methodology

Each laboratory began, students were given an overview of how this study would also be
a part of their laboratory activity. Once students completed their laboratory experience, each
student was randomly assigned to one of three groups, no reflection, individual or group reflection.
Students who were assigned to the control group (no reflection) was given a posttest, and when
they had completed the 10-item posttest, the students in the control group left the laboratory.

Students in the group reflection were required to first individually reflect, and then
discuss their results in groups of three or four. The individual reflection group was instructed to
individually reflect using the reflection treatment. After each student or group were done with
the reflection treatment, they were given a 10-item immediate posttest. Two weeks after the
immediate posttest was administered in Electricity in agriculture, a delayed posttest was given to
all the students who participated in experiment one.

Experiment three and four were conducted in Small Power Units/Turf Grass Equipment
(n = 37) laboratory. After each student completed their laboratory activity, students received
instructions regarding the study and were given a consent form to sign if they agreed to
participate in the study. After students were given additional instruction about the study, they
were randomly assigned to one of three groups, no reflection, individual or group reflection.
Students who were assigned to the control group (no reflection) were required to complete a
posttest and when they completed the 10-item posttest, students left the laboratory.

The individual and group reflection groups in Electricity in Agriculture and Small Power
Units/Turf Grass Equipment first received a reflection treatment that was model based on the
DEAL reflection method (Ash & Clayton, 2009). Students in the group reflection were required

to first reflect individually, and then reflect in groups of three or four. Students assigned to the
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individual reflection group were instructed to individually reflect by using the reflection
treatment. After each student was done with the reflection treatment, they were given a 10-item
immediate posttest. Two weeks later, a delayed posttest was also administered.

Experiment One

In order to measure immediate cognitive achievement regarding the lab content, the
researcher developed a 10-item multiple-choice test (coefficient alpha = .72). A modified version
of the initial 10-item posttest was used to measure delayed cognitive achievement (coefficient
alpha = .45). However, deleting items one, five, and seven resulted in a reliability of .65;
therefore, the delayed posttest scores were calculated on the reduced, seven-item test. The
coefficient alpha reliability of the 10-item post-test was .49; however deleting items one, five,
and seven increased the reliability to .65.

Table 2 presents the descriptive results for students (n = 22) who participated in
experiment one. On the day this experiment was conducted, two students were absent, and were
not included in analysis of the delayed posttests.

Table 2

Summary Results for AC Resistive Circuit Analysis Laboratory by Treatment of No, Individual and
Group Reflection

No Reflection Individual Reflection Group Reflection
Achievement M SD n M SD n M SD n
Immediate 571 243 7 6.25 249 8 7.42 253 7
Delayed 5.00 2.38 7 5.13 1.64 8 586 .90 7

Maximum score possible was 10 for the immediate posttest and 7 for delayed posttest.
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The results in Table 2 indicated that the students who were prompted to reflect as a group
scored slightly higher on the immediate and delayed posttests compared to the students who
reflected individually. The group reflection also had a higher posttest score than that of the no
reflection group. The eta squared 0.08 indicated that 8% of the total variance found in immediate
posttest scores in study one can be accounted for by reflection group (Laken, 2013). The Eta
Squared of 0.08 indicated that reflection had an overall medium effect (Cohen, 1988) on
immediate posttest scores. In comparison, the eta squared of 0.05 indicated that 5% of the total
variance found in delayed posttest scores can be accounted for by reflection group (Laken,

2013). Additionally, the eta squared of 0.05 indicated that reflection had a small effect (Cohen,
1988) on delayed posttest scores.
Experiment Two

The immediate posttest used in the second experiment was a 10-item multiple-choice test
that was based on the laboratory content. The immediate posttest has a coefficient alpha of .67. A
modified version of the initial 10-item immediate posttest was used to measure delayed cognitive
achievement. The original delayed posttest had a coefficient alpha of .26; however, in order to
increase the reliability of the delayed posttest in the second experiment, items 3 and 6 were
deleted. As a result, the coefficient alpha increased to .64. Three students were absent when this
study was administered. This resulted in a reduced sample of 21; those that were absent were not
included in the delayed posttest analysis. Table 3 highlights the results yielded from the

statistical analysis.
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Table 3

Summary Results for AC Circuit Laboratory by Treatment

No Reflection Individual Reflection Group Reflection
Achievement M SD n M SD n M SD n
Immediate 5.71 1.97 7 743 1.67 7 8.00 1.19 7
Delayed 4.00 0.00 7 3.14 121 7 3.57 .79 7

Note. Maximum score possible was 10 on the immediate posttest and 4 on the delayed posttest.

The results presented in Table 3 indicated that students who were prompted to reflect as a
group scored slightly higher on the immediate posttest compared to the students who reflected
individually or did not reflect. However, on the delayed posttest, students in the no reflection
group had slightly higher scores than those in the experimental groups. The eta squared of 0.25
indicated that 25% of the total variance in immediate posttest scores in experiment two can be
accounted for by reflection group. Moreover, the eta squared of 0.25 also indicates that reflection
had an overall large effect (Cohen, 1988) on immediate posttest scores In contrast, the students
in the control group scored higher in the delayed posttest score than students in the experimental
group. The eta squared of 0.16 indicated that 16% of the total variance in the delayed posttest
scores can be accounted for by reflation group. The eta squared also indicated that there was a
large difference (Cohen, 1988) between the control and experimental group delayed posttest
scores.

Experiment Three

The instrument utilized to measure immediate cognitive achievement in the servicing and
repairing carburetors laboratory had an initial coefficient alpha of .48. In order to increase the

reliability of the immediate posttest, items one, five, and eight were removed from the
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instrument. This resulted in an increased reliability with a coefficient alpha of .53. A modified
version of the immediate posttest was used to measure delayed cognitive achievement in study
three. The original coefficient alpha was .14, however, in order to increase the reliability of the
delayed posttest, item two was deleted. As a result, the coefficient alpha increased to .29. The
delayed posttest was administered two weeks after experiment three was first conducted.

Students who were absent were not included in the delayed posttest analysis. On the day
this experiment was conducted, a total of nine students were absent, reducing the sample 27.
Table 4 presents the descriptive statistical results for the third experiment conducted in the
servicing and repairing carburetor systems laboratory.

Table 4

Summary Results for Servicing and Repairing Carburetors Systems by Treatment

No Reflection Individual Reflection Group Reflection
Achievement M SD n M SD n M SD n
Immediate 3.55 1.15 11 4.57 73 7 4.22 1.13 9
Delayed 3.10 .88 10 333 82 6 2.63 1.06 8

Note: Maximum score possible was 5 on immediate posttest and 4 on the delayed posttest.

The results presented in Table 4 indicate that the students who were prompted to reflect
individually scored slightly higher on the immediate posttest compared to the students who did
not reflect or students that reflected as a group. On the delayed posttest, students in the individual
reflection group scored slightly higher than group reflection or no reflection students. The eta
squared of 0.14 indicated that 14% of the total variance found in immediate posttest scores in
experiment three can be accounted for by reflection group. Thus, the eta squared of 0.14

indicated that reflection had an overall large effect (Cohen, 1988) on immediate posttest scores.
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In comparison, the eta squared of 0.09 indicated that 9% of the total variance found in delayed
posttest scores w accounted for by reflection group. The eta squared of 0.09 indicated that
reflection had a medium effect (Cohen, 1988) on delayed posttest scores.
Experiment Four

The instrument used to measure cognitive achievements in the battery and ignition
systems in small equipment laboratory had an initial coefficient alpha of .40. In order to increase
the reliability of the instrument, items one, two, three, six, eight and 10 were deleted, leaving six
items analyzed for the posttest (coefficient alpha = .60). A modified version of the immediate
posttest was used to measure delayed cognitive achievement in experiment four. The original
coefficient alpha was .16, however, to increase the reliability of the delayed posttest, items two
and four were deleted, leaving four items in the delayed posttest (coefficient alpha = .50). The
delayed posttest was administered two weeks after the initial study was conducted in Small
Power Units/Turf Grass Equipment. When the delayed posttest was administered, three students
that were present during experiment four were absent. Table 5 presents the descriptive statistics
for the students who participated in experiment four.
Table 5

Summary Results for Battery and Ignition Systems by Treatment

No Reflection Individual Reflection  Group Reflection
Achievement M SD n M SD n M SD n
Immediate 242  2.07 12 378 120 9 3.73 1.42 11
Delayed 2.50 1.31 12 3.00 .93 8 2.89 .93 9

Note. Maximum possible score was 6 on the immediate posttest 4 on the delayed posttests.
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The results presented in Table 5 indicate that the students who were prompted to reflect
individually scored slightly higher on the immediate and delayed posttests compared to the
students who did not reflect or reflected as a group. The eta squared of 0.02 indicated that 2% of
the total variance found in immediate posttest scores in study four can be accounted for by
reflection group. In addition, the eta squared of 0.02 indicates that reflection had a small effect
(Cohen, 1988) on immediate posttest scores. In comparison, the eta squared of 0.03 indicated
that 3% of the total variance found in delayed posttest scores can be accounted for by reflection
group. Additionally, the eta squared of 0.03 indicated that reflection had an overall small effect
(Cohen, 1988) on delayed posttest scores.

Experiment Five

The instrument used to measure cognitive achievements in the electrical motors in
agriculture laboratory had an initial coefficient alpha of .64. However, to increase the reliability
of the instrument, items two, four, six, seven, eight, and were removed from the data analysis. As
a result, the coefficient alpha was increased to .74. On the day experiment five was conducted,
one student was absent which resulted in only 21 participants. Two students were dropped from
the data analysis because one of the students was assigned to the control group but mistakenly
took part in the experimental group. The other student took part in a group reflection when he
was randomly assigned to an individual reflection group. This resulted in both students being
removed from the analysis which reduced the sample 19.

A modified version of the immediate posttest was used to measure delayed cognitive
achievement in experiment five. The original coefficient alpha was .16; however, to increase the
reliability of the delayed posttest, items two and four were deleted. As a result, the coefficient

alpha increased to .48. The delayed posttest was administered two weeks after the initial study
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was conducted in Electricity in Agriculture. Table 5 presents the descriptive statistics for those
students who participated in study five.

Table 6

Summary Results for Electrical Motors in Agriculture Laboratory by treatment

No Reflection Individual Reflection Group Reflection
Achievement M SD n M SD n M SD n
Immediate 3.60 1.67 5 375 212 8 4.17 1.94 6
Delayed 3.00 1.00 5 263 141 8 3.50 .55 6

Note: Maximum score possible was 6 on the immediate posttest and 4 on the delayed posttest.

The results presented in Table 6 indicates that the students who were prompted to reflect
as a group scored slightly higher on the immediate posttest compared to the students who
reflected individually. However, students in the group reflection scored slightly higher on the
delayed posttest compared to the students who individually reflected or who did not reflect. The
eta squared 0.02 indicated that 2% of the total variance found in immediate posttest scores in
study five can be accounted for by reflection group. The eta squared of 0.02 indicated that
reflection had a small effect (Cohen, 1988) on immediate posttest scores. In comparison, the eta
squared of 0.12 indicated that 12 % of the total variance found in delayed posttest scores can be
accounted for by reflection group. Additionally, the eta squared of 0.12 indicated that reflection
had an overall medium effect (Cohen, 1988) on delayed posttest scores.

Summary

This chapter reported the results of five experiments conducted to determine the effects

of reflection on immediate and delayed cognitive achievement in two university agricultural

mechanization laboratory courses. The students in the two reflection groups had higher mean
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immediate cognitive achievement scores in all five experiments compared to students in the no
reflection groups. The eta-squared effect size measures ranged from .02 (Experiments four and
five) to .25 (Experiment 2), indicating the effects of reflection on immediate cognitive
achievement ranged from small to large (Cohen, 1988). However, the results varied for the
delayed posttest scores. The control group scored higher on the delayed posttest than the
experimental groups in experiment two, and in experiment three the control group had higher

mean score than group reflection, and in study five, the control group scored higher than the

individual reflection group. The eta-squared effect size measures ranged from 0.05 (Experiments

one) to 0.12 (Experiment 5), indicating the effects of reflection on immediate cognitive
achievement ranged from small to medium (Cohen, 1988). Table 7 presents a qualitative

summary of the findings for all five of the experiments.
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Table 7

Qualitative Summary Assessment of Posttest Scores for All Five Experiments

Experiment

Lowest

Intermediate

Highest

Experiments One
Immediate Posttest
Delayed Posttest
Experiments Two
Immediate Posttest
Delayed Posttest
Experiments Three
Immediate Posttest
Delayed Posttest
Experiments Four
Immediate Posttest
Delayed Posttest
Experiments Five
Immediate Posttest

Delayed Posttest

No Reflection

No Reflection

No Reflection

Group Reflection

No Reflection

Group Reflection

No Reflection

No Reflection

No Reflection

Individual Reflection

Individual Reflection

Individual Reflection

Individual Reflection

Individual Reflection

Group Reflection

No Reflection

Group Reflection

Group Reflection

Individual Reflection

No Reflection

Group Reflection

Group Reflection

Group Reflection

No Reflection

Individual Reflection

Individual Reflection

Individual Reflection

Individual Reflection

Group Reflection

Group Reflection
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Chapter V
Summary, Conclusions, Implications, and Recommendations

Experiential learning continues to play a vital role in agricultural education and
mechanization. Although experiential learning has been discussed in detail in agricultural
education literature (Shoulders, Wyatt, & Johnson, 2014), little research exists regarding critical
reflection. The purpose of this study was to evaluate the effect of critical reflection on students’
achievement following an agricultural mechanization laboratory activity. The primary research
question was: What effect does critical reflection have on students’ laboratory performance
compared to the laboratory performance of students who do not critically reflect? With that
understanding, several conclusions and recommendations regarding the findings will be
presented in this chapter.
Conclusions

The overall results revealed that reflection had an effect on immediate cognitive
achievement among students in Electricity in Agriculture and Small Power Units and Turf
Equipment. However, the findings from this study seemed to indicate that reflection had no
effect on students delayed cognitive achievement. Each experiment will be summarized by each
objective of this study.
Objective 1

The first objective of this study was to determine if there was a difference in immediate
cognitive achievement in selected agricultural mechanization topics by the main effect of
reflection (no reflection, individual or group reflection). The results from experiment one
indicated that students who were prompted to reflect as a group scored slightly higher on the

immediate posttest compared to the students who reflected individually or who did not reflect at
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all. The results also revealed that students in the experimental groups (individual and group
reflection) had higher posttest scores than the control group (no reflection). The reflection
treatment in experiment one accounted for 8% of the total variance found in immediate posttest
scores which represents a medium effect (Cohen, 1998).

The results from the second experiment revealed that students who were prompted to
reflect as a group scored slightly higher on the immediate posttest compared to the students who
reflected individually or who did not reflect at all. The control group had the lowest mean score
compared to that of the experimental groups. The reflection treatment in experiment two
accounted for 25% of the total variance found in immediate posttest scores which represents a
large effect (Cohen, 1998).

In addition, the results from the third experiment revealed that students who were
prompted to reflect individually scored slightly higher on the immediate posttest compared to the
students who reflected as a group or who did not reflect at all. The results also indicated that
students in the experimental groups (individual and group reflection) had higher posttest scores
than the control group (no reflection). The treatment of reflection in experiment three accounted
for 14% of the total variance found in immediate posttest scores. The reflection treatment in
experiment three accounted for 14% of the total variance found in immediate posttest scores
which represents a medium effect (Cohen, 1998).

Similar to experiment three, the results from the fourth experiment revealed that students who
were prompted to reflect individually slightly higher on the immediate posttest compared to the
students who reflected as a group or who did not reflect at all. The control group had the lowest

mean score in comparison to that of the experimental groups. The reflection treatment in
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experiment four accounted for 2% of the total variance found in immediate posttest scores which
represents a small effect (Cohen, 1998).

The last experiment, experiment five revealed that students who were prompted to reflect as a
group scored slightly higher on the immediate posttest compared to the students who reflected
individually or who did not reflect at all. The control group had the lowest mean score compared
to that of the experimental groups. The treatment in experiment two accounted for 2% of the
total variance found in immediate posttest scores which represents a small effect (Cohen, 1998).
Objective 2

The second objective of this study was to determine if there was a difference in delayed
cognitive achievement in selected agricultural mechanization topics by main effect of reflection
(no reflection, individual or group reflection). The results from experiment one revealed that
students who reflected as a group scored slightly higher on the delayed posttest that was
administered two weeks after the initial experiment was conducted. The control group possessed
the lowest delayed achievement mean scores in experiment one. Moreover, the reflection
treatment accounted for 5% of the total variance found in delayed posttest scores which
represents a small effect (Cohen, 1998).

In addition, the delayed posttest was administered a week following the initial posttest
that was administered in experiment two. The results revealed that students in the controlled
group scored slightly higher on the delayed posttest in comparison with the experimental groups.
The reflection treatment accounted for 16% of the total variance found in delayed posttest scores
which represents a large effect (Cohen, 1998).

The results from experiment three revealed that students who reflected individually

scored slightly higher on the delayed posttest that was administered two weeks after the initial
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experiment was conducted. The no reflection group had a higher mean scored than that of the
students who were prompted to reflect as a group. Moreover, the reflection treatment seemed to
account for 9% of the total variance found in delayed posttest scores which represents a medium
effect (Cohen, 1998).

The results from study four revealed that students who reflected as a group scored
slightly higher on the delayed posttest. The no reflection group had the lowest delayed posttest
mean. The reflection treatment accounted for 3% of the total variance found in delayed posttest
scores which represents a small effect (Cohen, 1998).

The final delayed posttest was administered in study five. The results revealed that
students in the control group scored slightly higher on the delayed posttest in comparison with
the experimental groups. The reflection treatment accounted for 12% of the total variance found
in delayed posttest scores which represents a medium effect (Cohen, 1998).

Limitations

This study was limited to the population (N = 60) of Electricity in Agriculture and Small
Power Units/Turf Grass Equipment and should not be generalized beyond this population. In
addition, once students were randomized in the first study, students remained in their respective
groups throughout the duration of this study. Although this study did not seek to comprehensively
measure all variables that could have affected student performance, such variables could be taken
into account. Such extraneous variables might include, students’ background in the subject matter,
distractions, or other factors.
Implications for Practice

Agricultural education and mechanization researchers have often reported the importance
of experiential learning in agricultural education and laboratories (Johnson, Wardlow &

Franklin, 1998; Shoulders & Myers 2013). A critical component of experiential learning is
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critical reflection, however, research has indicated that reflection is often not implemented in
experiential learning experiences in scientific and agricultural laboratories (Abdulwahed &
Nagy, 2009; Shoulders & Myers, 2013). The results from this study revealed that incorporating
reflection into the laboratory experiences of students enrolled in Electricity in Agriculture and
Small Power Units can be beneficial to immediate achievement. The findings also indicated that
reflection was beneficial in helping students activate and store laboratory content in short term
memory. Agricultural education and mechanization educators may seek to incorporate such
reflective practices into their respective laboratories and lesson plans to see if the same effects
are observed.

In addition, the results revealed that students who reflected as a group in this study had
higher immediate posttest mean scores more often compared to the students who individually
reflected. Practitioners who are interested in implementing experiential learning into their
laboratory activities should look into employing group reflection into such laboratory
experiences. Each reflection treatment in this study was formatted and modeled using the DEAL
reflection model (Ash & Clayton, 2009). This model seemed to provide students with clear
instruction and format on how to reflect after a laboratory experience. Practitioners may also
look into implementing the DEAL reflection method into their experiential learning laboratory
activities or instruction.

Implications for Further Research

Although in each of the experiments, immediate posttest scores were higher in the
treatment groups (individual or group reflection), this was not always true for three of the
delayed posttests. In experiment two, three and five, the statistical analysis yielded the control

group scoring higher on the delayed posttest scores compared to those who had received a
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reflection treatment. Given the results from the data, reflection seemed to have no to small effect
on students’ delayed cognitive achievement overall. Newsome (2004) indicates that students
possess different levels of knowledge; the different levels or the ability to retain knowledge may
be one of the variables that could possibly explain the variation that exists between the control
and experimental groups regarding delayed cognitive achievement.

Further, another explanation of the variation observed between the delayed posttest
scores can possibly be attributed to Electricity in Agriculture and Small Power Units/Turf Grass
students’ ability to transfer short-term memories to long-term memories. The results seem to
indicate that reflection is beneficial to students” working memory, but does not affect long-
students term-memory. According to Willingham, (2009) such result may be attributed to
students’ cognitive limits or the complexity of the material.

Nevertheless, because there exists a discrepancy in the delayed posttest data, it is
recommended that additional research be conducted to determine how reflection consistently
affect students delayed cognitive achievement. Future research should focus on how critical
reflection can help transform information from short term memory to long term memory.
Summary

Overall, the results of this study provide some insights into the effectiveness of reflection
on students’ immediate cognitive achievement. The participants’ in the individual and group
reflection experimental groups possessed higher immediate posttest scores than those participants’
in the control group. In contrast, the results for the delayed posttests varied. In experiments two,
three and four had higher delayed posttest scores than did one or both reflection groups. Based on
the findings of this study, lab instructors and professors may find it beneficial to students’

immediate achievement if students are prompted to reflect after a laboratory experience. However,
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additional research is needed to further explore the effects of reflection on students’ delayed
cognitive achievement in agricultural mechanization laboratories. In addition, research is needed
to identify effective instructional practices that promote long term learning from laboratory and

other experiential learning activities.
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Appendix A
Institutional Review Board Letter of Approval

UNITVIERSITY OF

ARKANSAS

To Pattersan Perez Hilalre
BELL 4188
From: Douglas Jarnes Adams, Chair
IRB Committee
Date: 0112412018
Action: Exemption Granted
Action Date: 01/24/2019
Protocol #: 1809145873
Study Title: Evaluating the effects of different refiection methods on students cognitive achievement,

retention and atfitude in Agricultural Mechanization

The above-referenced protocol has been determined to be exampt.

If you wish fo make any modifications in the approved pratocol that may affect the level of risk to your pariicipants, you
must seek approval prior to implementing those changes. All modifications must provide sufficient detail to assess the
impact of the change.

If you hava any questions or need any assistance from the [RB, please contact the IRE Coordinator at 108 MLKG
Bullding, 5-2208, or irb@uark edu.

cc:  Donald M Johnsan, Investigator
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Appendix B

Experiment One
Individual/ Group Reflection Module For AC Resistive Circuits

AGME 3170L
Electricity in Agriculture
Individual Reflection Module

Instructions: The purpose of this reflection module is to help you describe and process your laboratory
experience. Take a few minutes to go through the reflection individually and provide honest feedback in the
space provided. Remember that this reflection will not affect your laboratory grade. This reflection module is
based on the D.E.A.L model which requires students to critically reflect through describing, examining, and
articulating what they leamed from a previous experience.

Question Response

Based on your lab, you know you
need a power source, a conductor,
and a load connected to a continuous
conducting path to form a circuit. In
the space provided, draw a
schematic that would represent a
circuit.

How can you use what you have
leamed in today’s lab in a real-world
setting?
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The picture below (Figure 1.) can be used as an analogy for the principles of electricity. How can the principles
of electricity relate to the pressure, flow, and restriction of water represented in the schematics below?

Pressure compares to

Flow compares to

Pipe Friction compares to Water flow Ia & pipe LL_f/ﬂ _—

Figure 1. (Gustafson & Morgan, 2004)

In the picture below, the lightbulb (loads) are connected in-line with the source and with each other. This type
of circuit is known as a series circuit. If this circuit is energized and a complete closed circuit is made, what
would happen to the circuit if one lightbulb is removed? What would to happen the other lights?

Figure 2. (Abdo, 2011)

Based on your lab experience, would each load have the same current flow (amperage) in the circuit above?
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I the parall=? coreant below electrons “splat” st the termmaiz and the thwee loadsand then recombime at the
second terminat and then flows back to the source: The voltage in this circuit remsams the.same and 12 aqusl
across 2ach load If you remave one lizhtbulb (load) from the corcuit below, what would happen to the other
lightbulbs {loads) if the cireust 1& fulky ensrgized ond opersting? What would heppen to the caroiit?

Paaulial giegun

————

Figare 2. (Abde, 2011)

An AGME student balow 1s miakine an electneal messurement i the circart pictured below. The nuster dial was
Tamed to the electrical symbel: O g the conductors'and load had to be diaconnected from the power source
Dlavron rameriber performme this procadire? What alectrical measuramant did vou record? Did vou have any
challenges i parfonming thes procedure?
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Appendix C

Experiment Two
Individual/ Group Reflection Module For AC Circuit Analysis

AGME3170L
Electricity in Agriculture
Group Reflection Module

Instructions: The purpose of this reflection unit is to help you describe and process your previous laboratory
experience. Take a few minutes to go through the module individually and then as a group, and provide honest
feedback in the space provided. Remember that this reflection module will not affect your laboratory grade.
Finally, this reflection module is based on the D.E.A.L model which requires students to critically reflect
through describing, examining, and articulating what they have leamned from a previous experience.

One of the principles of electricity state when current flows through a conductor (Figure 1), a magnetic field is
produced. With this understanding and your lab experience, describe the force being produced in figure 2. In
addition, briefly describe the electrical concepts that are causing the load to operate.

Magnetic
feid

Figure 1 (Abdo, 2011)

Figure 2 (Abdo, 2011)
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When an inductor (coil or motor) is introduced to an AC circuit, the inductor opposes current change in the
circuit. This “counterforce™ causes current to the voltage. The opposite is true for AC circuits with
capacitors. How can you use the acronym below to fill in the blank above? (hint: remember E= volts, I=amps).

ELI the ICE man

A student 1s describing a circuit. He says in an AC circuit, when elements such as a capacitors or inductors are
mtroduced, current and voltage become out of sync with each other (does not reach peak current and voltage at
the same time). He then says the degrees difference between the two is known as something he can’t remember
at the moment. The student performs the following calculations on two separate motors, A and B. Although
both motors have the same power ratings (apparent power kWA), he realize one motor uses power more
mefficiently than the other (reactive power kVAr). This means that one motor is using more power than it needs

(drawing more current and not actually using it). What is the word/concept the student could not remember?
What major factor(s) causes the difference in the efficiency in using power?

Output: 8kW

Voltage: 220 Voltage: 22
PF: .72 PF: 95
Motor A Motor B

Apparent power (kVA) = kW=PF
SkW+95=842kVA

Reactive Power (kVar)= VEVA-EW:
=\TITEVA-SEW’

=262 kVAr

Apparent power (kVA) = kW=PF

SkW =72 =11.11kVA

Reactive Power (kVar)= vEVA-EW.
=\TITIKVA-S KW’

=35.7kVAr
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Mark operates a small grain processing plant and has several of the motors listed above in operation at his plant.
Last week, Mark received a notice from his electrical producer indicting his electrical rate is going to increase
because of a transmission adjustment was made to accommodate the motors at his grain processing plant. Mark
wants to avoid this upcharge. What electrical component can Mark add to his electrical system to ensure his
system runs it little more efficiently and subsequently avoid this upcharge? Why? Would you advise him to
keep the same motors? Why?
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Appendix D

Experiment Three
Reflection Module for Carburetor Systems

AGME 3101L
service and Repair Carburetor Systems
Individual Reflection
Instructions: The purpose of this refisction module 13 1o help you describe and procsss your
previons faboratory sxperzence. Take z few mumies to go throuzh the module, and provide
yoursalf clear and honest feedback Femember that this reflection module will not affect your
{shoratory grade. This reflaction module i bazed on the D E AT model which requires students
te cratically reflact through dﬂpmhmg_ examimne and articufatme what they leamed from an
xperien

Question Response

“What 1= the purppze of a carburetor?

What do the ficat and mistpesdle
vaive do ma carburetor?
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A smdent makes the following statemvent (Box 1)about how a venturl works on 5 carburetor,
Evaluste the student's statement to see whether 1t 12 valid statement or not. (Provide reasons of
why the sindent may be right or wrong.)

dox |

“When there & o smaller area for air lo pos
through or & narowsd down section of a
passageway, the air burgater in spesd which
CmitEs & deceguse o pressure, amd i EofaE - "
docreate i pressurs it eawses fuel to be drawn lT
nta the high spesd air. When the fuel reachas the —
high speed gir, it aiomizes and is “sprayed” g TR S Tl
| the combustion chamber © [I____._._- — ]]

Figure 3 {(Abdo, 2011}



Your friand left ther lavmmawer over the winter in the shed and they forzat t drain the firel from
the tank end carbureter. As a result, the fiel “drew” moisture mto the carburetor and cloggad all
the carburetor jets. Your Siend decides o service the carburetor and has completely disassembled
it 25 pictured in fisura 4 helow. Vou friend wants to bnow fhia purpase of the choke, throttle, and
fioat o thew carburetor. Describe to your friend the purpose of these Listed components. Also.
you fneud i confsed on whiclsideth choke ad trotleshoul be nstalled o e corbartor
Explain to your frisnd which side is the “choke and throttle side™ of the carburetor,

-y
Figure 4 {Rody, 2004)
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Appendix E

Experiment Four
Individual/ Group Reflection Module for Ignition Systems

AGME 3101L
Ignition Systems
Group Reflection

Instructions: The purpose of this reflection unit is to help you describe and process vour previous
|sboratory experience. Take a few mimites to go through the module mdividusily and then a& a sroup,
and provide hotiest feedback in the space provided. Remember that this reflection module will not
-affect your laboratory grade. Finally, this reflection module 15 bazed on the DE A L mede! which

requires smdents to cntically reflect throurh deseribing, examining, and articolsting what they have

learned from 3 previous expenience.

Question Response

What iz the sole purpeis of an
tzmrton sysism]

List the components of a magneto
tirpe igmition Tystem.
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The picture below (Figure 1) can be used asan analogy for the prnciples of electniery. How can the
principles of elscmeity relate to hmﬁmtmﬂmdmammdmth
achamaties halow?

Presmmm]lﬁmtﬂ
W
Flow comperes to P e
Pipe Friction compares ta Water Bom s pite CIT} e

Figure 1 (Gustafson & Morgan, 2004)

Figure 2 is depicting an adjustment procedure for an ignitions system on a small power tnit. What

m@m&nmtﬁmkulmmgpﬁfam”% 12 thiz procedire important? What & the purpose of
the part lahal A7

Figure 2 (Tzchnical Publications: 1983)
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One of the prnciples: of electnicity siate when current flows throuzh & tonductor (Figmre 3), 2
magnetic field w2 produced. With this understanding and vour Izb experiance. desoribe the force being
produred m Sgure 4. How doss thiz relate to an 1gmtion system? What would the lisht represent m an
igmition system? What ignition component does this rotating magmet represent?

Figure 4 (Abdo, 2011}

A mimgles eylindar four stroke stoine that has an rpm of 2000 requirss: numbiarof spark per
revolunon In reality; however, the engine produces rumber of 2parks-at 2000 rpm’s.
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A friend ofvour was ot able t0 maka 1t fo foday’s Isberatory. Your fnend msconcdy wants fo koo the diffsrence
beima.bmil:ﬁrpmﬂ:gmhm gysiem and 3 =olid state. Agnmmsys.tm hmﬂamh&h}]mﬁnﬂd‘ma
h‘r_l:fdrjm:rptm ‘eomparmE mmd contrasting 3 breakss point: 1=mhon syziem and zolid siatz mmﬂuﬂr
ean your friend identif and distianizk between a bresker point and =olid state {znikon svstem?
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Appendix F

Experiment Five
Individual/ Group Reflection Module for Electrical Motors in Agriculture

AGME 31T0L
Electricity in Agrienlture
Groop Beflection Modole

Instructions: The purpose of thiz reflection unit 12 to help you deseribe and process vour
previous laborstory expenience, Take a few mimites to go through the module mdividually gnd
thren ak & roup, snd provide honeet feedback in the space provided Bemember that this
r=flection maditle wall not affect vour laboratory srade: Fimally. this reflection madule 14 bazsed
onthe D E A7 mods]l which requires stadents to eotieafly reflect through deseribing.
examining, and articulating wiat they higve l[ezmed from 3 previous experence.

What are zix preces of mformstion found on an electnical motor neme plate?

Premiature mintor fxilure is commen in agrimoitural spplications. What factor on the nameplate
mifitates the masmvum overload an elecinical motor can sustam” Give an sxmvplie from the lab,
and interpret the exampla (explain what 1t mesns),
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It 1z recommended that on & dual volteze motor that the motor should always be wired to the
higkest voltage when possible. What 15 the advantage of domg this?

A motor should oot be wred 1o & voltage source thet 12 Joawer than 1ts sted voltage: Wy 13-this
mmortant to repember? (hint: renzember the power watty fommuls).

Wiat would happen to & motor f the starbing windmes sre not dizconnected when the motor
reaches 7375 of its full spead?

The charactenistics of @ three-phase motor malee it mherently self-startimg. How do the sama
chmactenistics help im reversimg the rotstion of threz-phage metor?
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Exsmmie the diagram below, Is it posable to tell if the sckematics below represent 8 smgle-phase
or thres phess motor? How could veu t2li?

Is the motor pictured ahove wared for hugh orlow voltese?
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A friswd of vours has 2 baclyrd organic gram processing plant: His small businads 1s zrowing
and because of this, he wants to replare his hand crank sram processing machme with 2 motar
znd pulley syatem in order to procass sors ormin. He iy tving {o select p mator, and be nzeds
viour advice. What 2lechical motor and enclosurs type woitld you recemmend to vour Siend?
What 2dditional advice would vou give him ragarding motor selzction?
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Appendix G

AC Resistive Circuits Immediate and Delayed Posttests

AGME 3170L
Electricity in Agriculture
Laboratory Activity; Electrical Measurement
Paosttest

are the umit of measrement for thie flow of electrons in a ciromt.

z Volts
b Watts
o, Amperes
d  Eezstancs
zre the unit of measursment for the amount of electnical pressure.
& Volts
b Waits
¢. Ampares
d Fesistance
¢ A Circuit can be defined a4
2 aneleciromagnet mducms element with resistance
b. -an element that that resist the movement of elecirons
£ 2 closed contmupus conducting path
d ameasure of voltage across an electrical device

A series coreutit c#n be defined as:

a2 Acircult that hes the soures and resestove eléments jowed together inan ead to2nd anele loop.

b A circmt that kas two subzections between conductors and resistors.

. A crroutt that has s sources and rexistive elements jomed together between-a single pam of
termmals

d A curuit that has equal voltage armogs each load.

. A pamllel circuit can be defined as:
2 Aeeircult that hes the soures and resistrve cléments jowned together in2n ead to2nd anele loop.

b A circmt that kas two subzections between conductors and resistors.

. A coroult that has s sources and resstive elements jomed together between-a single pam of
termmals

d A cirenit that has equal voltege actoss esch losd

Currant {electron flow) is arross sach slement in 3 senes circmt

Indirectly Proportional
Directly Proportional

Ecqual
Dhiferent

B nogp
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7. A zenescirowt has three resiztors that tetels fo & combine resistance of 60 ohme: The ciromt also hasa
sourees voltage of 130w What 15 the cwrent (amperage) in gsch resastor”

a0
12

SRS

i |2t

8. Cuoele the stetement that 12 NOT one of the governing princples of 2 simple parallel circunt of ramstive
elementsT

3 Voltazs seross sach resistor are =gual

b, Curent (electron fow) divides at one termina] aed Tecombines af ths secomnd termmal

£. Currant flowy izthe samea m each Tesistor.

d. The reciprocal of total remstance iz equal to the sum of the reciprocals of each of the mdividual
TesIsianCas,

§  The first resistor in & paralle] circuit is 120 ohm, the second resiztor is 43 ohm and the third resistor is
3580 ohm. whats the tofal resistance?

523 olum

360 chm

30.chm

43 ohm

10. A et object must be de-energized m order to messure 7

pop oo

Violtaze
Hesistance
Current
Waits

Ponos o
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Appendix H

AC Circuit Analysis Immediate and Delayed Posttest

Mame:

AGME JITOL
Electricity in Agricnlture
Laboratory Activity: Electrical Measurement
Posttesi

1. Iman AC circuit thst only has purs inductance (negligible resistance). ong would expect ourrent
ta the voltage by 00

&) frequent
b.) lag

¢ lead

d.} match

2 Inen AC curewt that only hes pore capacitence the corrent the voltage by 2

a.) freguent
b) Ing

e} lead

d.) match

(FF]
h

Total mpedance can be definad a5

&) a vector sum of resistance indurtive Teactance and capacitive teactance Z=VE — [ -w]
b.) the-angle batween the resistors (R, and total impedance (Z).

£.) the total cument vanation of ona (1) emperse per 2ecomd.

d.) the optimum smount of power transfer 1n mn ac system.

4=

. When electrical cirent flow's throtizh a conductor, sfan i produzed.

2] electrical chargs

k. electromative force (emi)
¢} dielectric charzs

d.) maznetic feld

5 When 2 condustor 1= refatively moved throueh s magnetic fisld and crosses the lnes sf maznetic force
(T, p'an 15 mijucas mto the conductor,

= ) electrical charge

b.) electromotove force {emf)
.} dielectne charge

i} megnetic feld
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6. Robert Gustafeon made the following calenlations i the AC cironit picturs balow (Figure 1), What type
&) natural redctEnce
b} capacthyve resciance
.} imductive reactenes

d.} resistive reactance
Xp=TIafl
= [&a) {6l H (0 3 )
o3l 1031 e
S0Ha L= @3 HEHNRY
LB e
Xy LA mhem
108 A,

Figure 1. (Gustafeom & Morgan, 2004)

7: The-angie thet axme=t {Figure 2} between the pure resisisnce ij, and the total mpedance.- F 13 kmown.
as .

2 ) phase shift angle

b.} sinoular phaze angis
c.) cosine sngle
dIBLE bhertr anele

Figure 2. (Gustafzon & Morgan, 2004)
8_InTFirure 1 shove electrical cirrent in the cirenit is expectad to the voltage by 90

a.) mupply
b} impede

ciag
4.3 lead

8.4 Batdor Reliance elecorcal motor that 12 menufachred in-Arkensas 1= rated at 60Hz 1770 BPLLand has
power factor (p.£) .81, and s Dayton elecmeal motor :2 ated at 60Hz, 1723 EPM and haz a power factor (p.
70. Based on the mformation listed, which motor would be more efficiant inusing power [ & given circuii’

2 ) Baldor Reliance

b} Dayton

¢.) both Haldor Reltancs and Davton heve the 2ame power sfficiency
43 de net know:

10 can be added o elecrical cirenits and systems w dorect for owrent and voliese
displacements coused by cotfz-and mechings soch sx electice! motors.

2 Inductors
b} Capacitors
c.) Hemstors
&) Amatures
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Appendix I

Carburetor Systems Immediate and Delayed Posttests

AGME 3101L
Service and Repair Carbureior Systems
Quiz
1 point each

What i the priary fimition of a carburetor?

& provide heat and fuel muxtura to the combustion chamber
b provide are-foel moxture to the combustion chamber

£ compresses air-fue! mixture for the combustion stroke

i converts energy to mechameal mohon

5 venturi can be defied 22

3. aresincton in & passage which causes a pressure drop and incresze m am velociy
b En mereasein 2 paszspe thet causes temperaturs to mize and fevel to nze

©. aresmchonine passage which canses 3 repuizon

d Tdon'thmow

Whit is ONE of the rizks of removing an air filter from a 6.73 hp Brisgs and Stratton

imgmz?
g ke throttle and cholee valve will be damaged

b dustor oot will be drewn inte the enmne cylinder

¢. &larpe e gap will form end damege the carburetar jet
d  carburetor njectors and adjustors will be damaged

The purpose of a closed choke valve when starfing s “cold™ engins ia to:

provide a nch awr-fizsl moxture mito the combeston chamber
open the mtake mantfold

close the mtske manifold

regulate the fie] adinstment needie

What i the pruntary purposs of 3 prmer dunng & “cold ™ star?
z. Farces ndditicisal fosl into the combiistion chamber

b: To creste 8 vacinon that cloges the choikes valve

£. Increaze oylinder prezsure _
d  Forcaz sdditiomal sir into the combustion chamber
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G What 1z NOT dne of the proper procedure to'gervice 2 Briggs and Stratton Oil-Foam Air
Filter {z= prescrbed by the 2003 Brigos and Stratton 2003)7

a. saturate foam (e filter) with engine ol and remove any excess oil
b, wash foam (air filter) element in liguid deterzent and water

¢. dryfoam (air filter] with kerozena solvent

d. wrap fosm in cloth and squeezs dry '

7. InSigure | pictured below, the carburetor component Jabeled: 13 i kmomm
a5 ;
a Cholie valve
b, Throttle valve
= Idleadjustment nesdle
d. Miain Jet

Fioure | (Roty, 2004)
8. In the carbursior pictured shiove (Figure 1), the amount of fiel that enters the fal bowl is

regulated by
primar repulsion
heat displasenent
the float level

& jet-needle har valve

Bon o
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AGME 318]IL
Bervice and Repair Carburetor Systems

1 point each

A ventus czn be defied g5

& areswmicton in a'passage which eansed a prefsure drop snd increate in am velocity
b. an mcrease in 2 passace that capses temperature to nze and lavel to nze

£ 2resiichon m & passase wiich causes a reprision

d. Tdon't kmow

What 15 ONE of the nsks of removing an ar filtér from = 6.75 hp Briggs-and Stratton
engmeaT

the throftle and choks valve will be damased

dust or gnt will be dravm i the engine cylindsr

z jarge air gap will form and damage the carburetor jet
carburstor injactors and adivstors will ba damaged

R

The purpoze of a closed choke valve when startnz 2 “celd” enmne 1= to;

& provide a rich air-fuel mixture imto the combustion chamber
k. open the miale manifold

¢ cloze the iniske manifald

d. regulate the fueel sdjustnant neadis

What 13 NOT one of the proper procedure to service a Briges and Stratton Oil-Foam Air
Filter (as prescribed by the 2003 Brigge and Stratton 200317

zaturats foam (air filter) with engme ol and remove any excess o1l
wiazh foam (air fiiter) element m ligmd detergent and wWiter

drv fasen (ar flter) with kerosene solvent

wrap foam in cloth and squeeze dry

e @
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3. Infigmre | pictored below, the carburetor component lsbeled 13 iadmovwm
2% :

z Chokevalve

Throttle valve

‘Idle adjmstrment neadle
. Do Jet:

oo

Fizurs | (Roth, 2004)
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Appendix J

Battery and Ignition Systems Immediate and Delayed Posttests

AGME 310IL
Iznition Systems
Posttest
L) moveE arToss spark plug air gaps in order {o produce a spark for the
comimstion cyels.
a.) cam blocks
b} electron:
c.) voltage
d.) maznets
. transforee low voliaze to ahizh volisze in an ionition systenm
&) rgvmton coil
b} battery
c.) hredker-pomts
d.)} fiywheel

3.} The clearance betiveen the armature “legs and the fivwheel 1= knovm 2s:

&) mapgnetic v Sap
1) breaker pomt leg ir gap
£} Zrmature ur gap
d) fywheel =T zap

4} zre the mmit of measurement for the amomt of elecincal pressure.

2) Vol
b} Watts

€.} Amperes
d.} Reststancs

3.) When electrical current flows through 2 conductor, 3/an 5 produzed

& ) elecinical charge

b.) electromotive force (amf)
c.) dielectne charge

d ) masmetic feld
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6.) When & conductor s moved relatively through a magnetic field and crosses the lines of magnetic
foree (fhx), aan is nduced into the conductor

& Jelegimical thargs
b.} slectromotive force (2mf)

) diglectnic charge
d.) mazn=he field

7.} What ismtion component 13 NOT part of a magmeto igmubon system?

£ condenzey _
b.) permanent magnets
¢ wpark phig

d.} battery

B AETS hp&jgg;mﬂﬁtﬂmmmummzﬂiﬁﬂmpm the mumer of spark per minute
needed to mainiain this speed would be

=) 1BO0 sparkaimin
b} 30 sparks'mm

g.) 7200 zparka/mm
i} 3600 sparlos'min

%) When an engine i nmning and the maonets on the Tywheel are passing h}'thamt:mﬂ.tmatm*e
the amount of voltaze mduced mto the iznition anmeture i3 determine by

a) condensers
b.) breaker pomts
€.) ERgInE 3pecd
d.} rectifier

141} The main purpose of an [gnibon gvestem 19 to:

2 ) provide aur-fusl mixture to the combustion chamber

b} increass pressme in the and cregie b vaouwmm in the combustion chamber

) provide 2 spark that ignites the zir-fuel micture that 13 the combustion chamber
o} maintain = predetermme voltage renge v a charzing system

11.) Which of the follpwing statements shout ignitions coils in small power equipment s NOT
corract™

a) The secondary windmgs m the coil &= connected to the spark plug

b.) The secondary windings contams more coils of wire than the primary windings
¢.) Ienmions syetema have two powear source options, & battery or AC generatar
d.} Magneto ipufions systems operate with & battery
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12) Figure | depicts an example of what type of ignition gyatem?’

2.) repulson iomition yutem

b} battery sgnition system

<) hﬂaki:rpmnngnmma}m
d} solid-stafe iemtion svitem
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AGME 31011

Igmition Systems
Postiest 2
;¢ are the wmit of measurenient for the amoomt of electnical preszure.
a2} Volts
b} Watts
) Amperes
d) Resirtance
2.} When electrcal cument flows tirough & conductor, 230 18 produced.

3} elecinical charge

b} electromotive force (emf)
] ‘dielectric charge

d] macmefic field

3.} What yzartion comporzent 13 NOT part-of 8 messeto Igniton systen

3] condemser

b} permanent masmeds
¢} spark plug

dl haHery

4.) When an engme 1 nmumg and the mapnets on the flywheel are passmg by the sqmibon annanre;
the amount of voltage induced mio the 1gnition armature is defermme by

@) condensers
k) bréaker points
£) @nhginespesd
d] rectifier
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3.} Whch of the following statements shout ignitions it cotls in small power equipment is NOT corect”

-8} Thesecondery windmezs m the coil 13 conmected to the spark plug

) The secondary windmes gontams more otz of wire than the primery windings
ci Ignitions systemns have two power source optione, & battery or AC generator

d) Mameto igmitions systems operate with a battery

6 Figure 1 depicts an example of whist tvpe of iznition system?

a) repulsion ignihion aystem
€} breaker point ignition system
¢ solid-state 1znition system

Fiome 1 (Technical Publications 1283)
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Appendix K

Electrical Motors in Agriculture Immediate and Delayed Posttests

S

pooa e

il e

L

AGME 3173

Elestricity in Azriculture
Laboratery Activity
Electric Motors: Types, Enclosures, Nameplates, and Wiring

An electnic motor bag 10 hp, 3600 RPM and 5F of 1.13 histed on its neme plate. What
iz the makomim comtmiinn: load the listed miotor can safely handla™

LIf

[, |
115
125

15 this 1stiar that siznifies the motore afarting requitement.

Power Factor
Service Factor
F!am&-Desipanun
Motor Code

What 12 NOT one of the factors that commonly confribute to electric motor Sailure”
loads that exceeds overload of motors

dual capacitors confipurations

exceszive cmrent Aow n motor windings

inadequats motar ventilanon

. The schematics of 4 dusbelinse motor s pichared below. Complete the circuit on the

schematic 3o thet the motor is wired for high-voltage operation

I L Cabfem

Cnein g
AT L Ty

B = v

87



5. Inan single phase electrical motor, a(an) i typreally wirad
in seriey with an starting windings in order to deactivate the startmz wmdings oncs the
has motor resched 73% of full speed. '

& cemtrrfizzal switch
b repulsion swiich

el

d,

DC switch
daits phase switch

6. What would happen to 2 smoie-pheze motor if the startimg windmss fziled to deactivate
when the motor reaches fufl speed?

i
b

B

o

R O

maotor will overhest
starfing windmgz will overheat

- premature motor fabure

2il of the shoye

The motor depicted below falls under which catepory of motor enciogures?

drip proof
open

tetally enclosed
Eqﬂﬂ?iﬂnpmqf

type of motore wauld be surted for damp areas but

AND chisty areas.

dnp proof
opm
explozion proof
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9. How would vour reverse the rotation of the three-phese motor below?

a2 ware ‘wild-lez” msenes to startng windings

b. wire ‘wild lez™ m paralls to any

c. reverse the connection of any two of the three power hnes
d. wire a centnfugsl switch m senes with the sarting windings

1% A sngle-phase motor that hag a rted operational voltaze of 230y wilt
draw current (amps) m the nomming windings 1f it connected to.a 208+
scarrce?

i molE
b, less
ifidefinite
d. contralled

'n

11 Which of the followmg 13 NOT a cheractenistc of a three-phase motor?
z inherentiy self-startine
b. possess an starime windmgs

. ‘motor current in 2ach winding are 120 degrees out of phasa with the other windings
d. three phase motor windimgs can either be wye or delis commectzd

12 When the mmnme windings of 2 motor are wired m senes ot i= wired
for voltage operation.

= high
b, low
£. =witch

d. forgoe
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Lid

A

AGAE 3173
Electricity in Agriculture
Laboratory Activity
Electric Motors: Types, Enclosures, Nomeplates, and Wiring

A electric miotor has 10 hp, 3600 RPDI énd SF of 1_13 listed onits name plate. What
1z the maxnnum contimsone boad the listed niotor can safely handls?

a) LIS

by 125

€ 115

4) 123

What s NOT one of the fictors that commonly copiribote to elacine motor Sxilura?
&) loads that exceeds mexmmum overload of motors

2.} dual ezpacitors confimrations

€. ) excessive ourrent flow in metor windinzs

i} imadeguats motor venhlaticn

In an smgle phose glectmeal motor, afan) iz typically
wired m seriee with an startmg wandings m order to dezctivats the starting windings
onoe the has meotor reached 7306 of fufl spesd.

o) centrifizoal switch
k) repulsion switch
ey DE sintch

d) deits phase svatch

How wuld yoor reverse the rotstion of the three-phase motor below?

&) wire Jwnld-leg” m zeriesto sarims windmoes:

b.) wire “wild lez” n paralfel to any

c.) reverse the connection of any two of the thres povwer hines
d.} wire a centrifugal switch in senes with the starting windings
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Which of the following iz NIOT a cheractenstc of a three-phass motor?

2z inherenth: selfstarting

b} poszessan startng womdines

=) mobor current m sach windme sre 120 desrees oot of phase with the other
windings

.} three phese motor windings can either be wye or delta connecied

Wken the maning windings of a motor are wired i senes, it wired
for voltage operation.

a) high

by low

c.) swich

d.} torgue
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