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a b s t r a c t

Changes in the conceptions of extension and rural innovation, as well as the persistence of diffusionist
extension approaches, require rethinking training strategies for rural extensionists. Drawing upon con-
ceptual insights pertaining to the theory of action, the social learning theory, and the communities of
practice framework, in this paper, current training and educational strategies for extensionists will be
critically reflected upon, lessons learnt will be extracted, and proposals will be generated. Amongst them,
the need for expanding and reframing what we understand ‘training extensionists’ to be, overcoming the
traditional transfer-of-knowledge approach, focusing on the reflection on practice process, supporting
the horizontal exchange of knowledge and experiences, and facilitating the development of extensionist
communities of practice, are highlighted. Finally, it is argued that there is a need for advancing the
conceptual discussion, systematizing innovative training practices, and researching trainings for exten-
sionists and their impact.

© 2017 Elsevier Ltd. All rights reserved.
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1. Introduction 2010); and communication methods (Christoplos et al., 2012;
Over the last few decades, the conception of rural extension (RE)
has changed enormously and increased in its complexity (Leeuwis,
2004; Leeuwis and Aarts, 2011; Sæther, 2010), which requires
rethinking and updating contents and strategies for training rural
extensionists (Christoplos et al., 2012; Kahan, 2007; Sulaiman,
2012). Thus, in this paper, we will reflect upon rural exten-
sionists’ in-service training processes from a critical and complex
perspective, contributing to the articulation of a transdisciplinary
theoretical framework in order to address them.

Three changes in the conception of RE may be highlighted. The
first is from approaches aimed at a linear and hierarchical trans-
ference of technologies to horizontal, interactive and participatory
ones (Knickel et al., 2009; Landini, 2016). Second, from approaches
centered on the practitioner-farmer relationship, to others of a
territorial or interinstitutional character (Aguirre, 2012; Klerkx
et al., 2012; Moschitz et al., 2015; Selis, 2012). And third, from a
conception of innovation attached to the diffusion of predefined
technologies, to innovation as a non-preestablished co-construc-
tion that occurs in the interaction between social actors with
different experiences, types of knowledge, and capabilities
(Leeuwis and Aarts, 2011; Sæther, 2010; Wauters and Mathijs,
2013).

In consequence, we assist a process of multiplication and
diversification of the types of knowledge, competences and even
attitudes that extensionists need in order to do their job effectively
(Aguirre, 2012; Landini, 2013; Sulaiman and Davis, 2012), even
when most of them have backgrounds in agricultural sciences
(Landini and Bianqui, 2014a). Thus, it is to be expected that, over the
last years, numerous authors and institutions have highlighted the
importance of educating and training extensionists in order towork
within the current extension paradigms (Ardila, 2010; Preissing
et al., 2014).

A second element that leads to rethinking extensionists' training
is the persistence of institutions and practitioners that use diffu-
sionist assumptions in order to understand their practice
(Chowdhury et al., 2014; De Lelis et al., 2012; Faure et al., 2013;
Landini, 2012a, 2015; Landini and Bianqui, 2014b; Minh et al.,
2010; Pav�on, 2014; Turij�an et al., 2012). Thus, the challenge of
creating training strategies aimed not only at developing knowl-
edge and capabilities for RE, but also at undoing the diffusionist
approach that a technical education impresses upon practitioners
and even RE institutions emerges (Landini et al., 2009; Bocchicchio,
2013). In consequence, there is a broadening of factors to rethink,
given they do not only include the development of new types of
knowledge and competences, but also the process of learning
through reframing, including complex subjective changes (Landini
et al., 2013a; Rogers, 1996), which are intertwined with exten-
sionists’ identities as well as with more ample socio-institutional
frameworks attached to them.

Hence, changes are needed in extensionists’ training regarding
three issues. Firstly, the expansion of the technical-productive
knowledge needed to fulfill their job, depending on the context
of action (Ragasa et al., 2015). Secondly, a diversification of the
types of contents to be considered, including now not only tech-
nical knowledge but also other types that stem from an array of
areas such as commercialization, marketing and agribusiness
(Christoplos et al., 2012; M�endez, 2006; Ragasa et al., 2015;
Sulaiman and Davis, 2012); group work and bonding with
farmers (Cuevas et al., 2014; Landini, 2007; Swanson, 2010);
participation and facilitation of social processes (Christoplos et al.,
2012; Leeuwis, 2004; Ortiz, 2009; Thornton and Cimadevilla,
Cuevas et al., 2014; Mulder, 2012), among others, all of which is
an invitation to think of RE in terms of interdisciplinarity (Carballo,
2002). And thirdly, the development of reflective capacities
(Bocchicchio, 2013) and of critical analysis of their own conceptions
and practices (Cerf et al., 2011; Landini et al., 2013a) with regards to
their conceptions of RE and professional identities.

However, despite the clear importance of extensionists’ educa-
tion and training (Kahan, 2007; Ragasa et al., 2015; Ryan et al.,
2012), current training programs, at least in Latin America, “do
not seem to be solid enough to train extensionists in the needed
capabilities to face the challenges raised” (Aguirre, 2012, p. 46).
Even worse, not only do these training programs appear to be solid
enough to tackle the needs that emerge from practice, but they also
tend to reproduce traditional training models that focus on the
diffusion of contents and not on the development of capabilities to
manage complexity (Rogers, 1996).

Undoubtedly, there are publications that address the issue with
certain detail, such as the systematization of training experiences
carried out by FAO (Kahan, 2007), or the analysis of competences
and training needs conducted by Bocchicchio (2013) and Landini
(2013). Also academic works on the evaluation of alternative
training strategies can be found, such as the participatory, internet-
based strategy implemented by the University of Caldas in
Colombia (Parra and M�endez, 2005) or the reflexive training con-
ducted in Paraguay with practitioners of theMinistry of Agriculture
and Husbandry (Landini et al., 2013a). Nonetheless, it is clear that
the available scientific literature on the topic is still scarce and
disperse, in contrast with the multiplicity of papers on topics such
as training for farmers, or learning and innovation processes that
occur in the articulation between different social actors, amongst
others. At the same time, it also draws attention the lack of
consideration paid to current developments within the area of
education and learning for rural development and innovation, such
as social learning (Morgan, 2011; Moschitz et al., 2015) or com-
munities of practice, in order to address the issue of extensionists'
training. Thus, as was argued previously, in this paper we will
reflect on extensionists’ training processes from a critical and
complex perspective, contributing to the construction of a trans-
disciplinary theoretical framework that allows us to think about
them in the context of the institutional and social frames wherein
extension practices take place.
2. Knowledge, learning and the limitations of traditional
trainings for extensionists

Before addressing training processes for rural extensionists, the
concepts of ‘knowledge’ and ‘learning’will be discussed, in order to
generate a solid base for the analysis.
2.1. The notions of ‘knowledge’ and ‘learning’

The concepts of ‘knowledge’ and ‘learning’ have diverse mean-
ings depending on the perspective used to address them. In order to
organize this diversity, different conceptual contrasts will be pre-
sented and unfolded.

In general terms, a first distinction refers to the contrast be-
tween behavioral and constructivist theories. Behaviorism un-
derstands teaching and learning processes in terms of the
transference of knowledge from experts to apprentices, assuming
that the latter are passive subjects in the process of learning
(Boghossian, 2006). In RE, the behaviorist approach supports
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traditional diffusionism, wherein knowledge is generated by re-
searchers and transferred by extensionists to farmers (Aguirre,
2012), who are expected to passively adopt technologies devel-
oped by experts (Landini, 2016; Sulaiman and Hall, 2002). In this
context, knowledge is understood as a mental content or as the
right capacity for doing certain things (that is, unique and not
subjected to a diversity of perspectives) which can be linearly
transmitted from experts to laymen, while learning is conceptual-
ized as a passive adoption process.

In contrast, constructivism is in line with an actor-oriented
approach (Long, 2001), that considers those who learn (for
instance, farmers or extensionists) to be active builders of knowl-
edge (Moschitz et al., 2015; Rogers, 1996; Parra and M�endez, 2005)
in the process of making sense of their experiences (Boghossian,
2006). From this perspective, knowledge is acknowledged as the
result of a fundamentally social processes of construction (Ib�a~nez,
2001; Leeuwis, 2004), which tends to undermine the traditional
relationship between ‘knowledge’ and ‘truth’. Thus, learning is seen
not as the result of a process of adopting externally generated
knowledge, but as the consequence of the individual and collective
process of lending meaning to ones' experiences and to the sur-
rounding world.

In the context of Latin American RE, the constructivist approach
may be seen in Paulo Freire's (1973) contributions, which propose
the construction of a dialectical type of knowledge that stems from
the dialogue between farmers and practitioners. On a global level,
constructivism is also at the foundation of social learning theory,
which is conceived as the result of interactive processes among
individuals, actors and institutions with different experiences and
types of knowledge (Morgan, 2011). As Moschitz et al. (2015)
argued: “the central proposition of social learning theory is that
knowledge is acquired in interaction. […] During those learning
interactions they co-create new meanings.” (p. 3).

Similarly to the differences noted between behaviorism and
constructivism, a contrast between knowledge as truth versus
knowledge as interpretation or assignation of meaning, can also be
identified. The traditional conceptualization of knowledge con-
ceives it as a ‘truth’, in opposition to the idea of ‘ignorance’
(Leeuwis, 2004). In line with a positivist epistemology, from this
perspective and stricto sensu, knowledge tends to be equated to a
universally valid scientific knowledge that is independent from its
context (�Alvaro, 1999; van Beek, 1997). Here, there is no diversity of
kinds of knowledge, but only one, true knowledge.

In contrast, there exists a different way of framing knowledge,
tied to the individual and collective action of lending meaning to
our experiences and to the world around us. As Long (2015) argues:
“knowledge is conceptualized […] in terms of the different mo-
dalities through which individuals respond, interpret and give or-
der to the world.” (p. 86). Understood in this way, knowledge does
not appear as true or universal, but as something that emerges
from, and is dependent on, the context wherein it is generated
(�Alvaro, 1999; Brown and Duguid, 1991, 2001; Ingram et al., 2014;
Long, 2001), as well as being something that is useful for practice.
In this sense, the idea of the existence of multiple types of
knowledge, including local ones generated by different actors in the
context of their practice, remains open (Sæther, 2010; Moorea et al.,
2014). At the same time, this conception establishes a direct link
between knowledge and identity (Brown and Duguid, 2001;
Moschitz et al., 2015), given that the latter emerges as the results
of the interiorization of socially constructed frames of meaning
(Landini, 2012b).

The contrast between explicit knowledge, generally associated
to what is discursive, and implicit knowledge, generally linked to
practice, is also of interest to this article. This differentiation re-
sembles the distinction between ‘know that’ and ‘know how’
(Brown and Duguid, 2001). Leeuwis (2004) clarifies this distinc-
tion: “discursive knowledge refers to knowledge that we are aware
of, have reflected upon, and can easily capture in language […]
Practical knowledge, however, is something we know and apply,
but find it difficult to talk about” (p. 97).

Brown and Duguid (1991) argue that, in our society, abstract
knowledge (here similar to discursive knowledge) receives much
more acknowledgment than practical knowledge: “the education,
the training and the design of technology generally focus on ab-
stract representations, in detriment, even the exclusion, of real
practice” (p. 40). This is particularly important when acknowl-
edging that discursive training contrasts with ‘know how’, which is
more related to abilities, expertise, competences, beliefs and values
(Brito et al., 2012), that, due to being integrated into concrete
practices in specific contexts, are much more difficult to address
during training processes that are usually detached from practice.
In this sense, Rogers (1996) highlights that “unless that new
knowledge [generated in the context of training] is made part of a
person's life, it will be useful only for the performance of me-
chanical tasks rather than for creative problem-solving, which is
the real purpose of learning.” (p. 89). Thus, the author points out an
essential element to be considered in the context of training pro-
cesses for extensionists: how to develop know-how in the context
of training processes that are usually based on discursive strategies.

2.2. Trainings for extensionists found in scientific and institutional
literature

As argued previously, there is ample consensus regarding the
critical relevance of training extensionists in order for them to carry
out successful interventions (Aguirre, 2012; Christoplos et al., 2012;
Kahan, 2007; Ragasa et al., 2015; Sulaiman and Davis, 2012;
Wanjiku et al., 2010). Nonetheless, numerous authors highlight
existing limitations in extensionists’ education as well as in the
strategies used to train them (Aguirre, 2012; Christoplos et al.,
2012; Rogers, 1996).

Firstly, several authors point out that trainings tend to focus on
technical and productive issues, leaving out content relevant to RE
practice (Landini, 2013; Ragasa et al., 2015; Rivera, 2011). This leads
to the claim for the inclusion, within the curricula, of content,
abilities and competences that are generally not taken into
consideration (Sulaiman, 2012; Sulaiman and Davis, 2012), partic-
ularly those aimed at facilitating and managing group and social
relationships (Cerf et al., 2011; Kahan, 2007; Ragasa et al., 2015;
Sulaiman and Davis, 2012).

Along with pointing out limitations with regards to content,
training methodologies have also been criticized. On the one hand,
the need for a more practical and less theoretical education/
training (Kahan, 2007;Wanjiku et al., 2010), has been pointed out, a
characteristic which Sulaiman (2012) describes in terms of shifting
from ‘training’ to learning ‘by doing’. At the same time, the tradi-
tional, hierarchical, and barely flexible character of training stra-
tegies has also been identified (Rogers, 1996). Thus, the need for
“new and unconventional approaches to learning” (Sulaiman and
Davis, 2012, p. 13) becomes apparent, as well as the need for
“alternative forms of training design and delivery” (Kahan, 2007, p.
58).

Taking into account the reflections put forth above, the
following diagnosis may be drafted. Firstly, there is a clear limita-
tion with regards to the scope of the content covered in trainings
for extensionists, given that they are mainly aimed at addressing
productive issues and not the array of areas implicated in their
practice.

Likewise, traditional training formats seem to be prioritized,
which leads to twomain consequences. On the one hand, discursive
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training is emphasized, leaving out the development of capabilities
and practical competences in areas such as group facilitation and
co-construction of knowledge, to name a few. Thus, conceptual
knowledge is prioritized over practical knowledge. On the other
hand, trainings tend to be based on a behaviorist or diffusionist
pedagogy wherein valid knowledge is always in the hands of those
who train, and extensionists are expected to simply ‘adopt’ the
knowledge being transmitted. In this context, Rogers (1996) argues
that, “trainees learnmore fromhow they are taught than fromwhat
they are taught” (p. 92). Thus, the following question arises: How
can extensionists trained according to these parameters facilitate
horizontal processes of co-construction of knowledge when all the
training they have received has been conducted using the opposite
rationale? How will they be able to generate participatory dy-
namics when the structure of the training they received was
hierarchical?

Thirdly, training strategies for extensionists seem to lose sight of
the existing relationships between knowledge, RE approaches, and
identities. The value of ‘truth’ that extensionists give to their
technical knowledge, coupled with the idea of knowledge under-
stood as being a scientific truth, does not only constitute a way of
framing knowledge, but also of providing the identity of the owner
of said ‘true’ knowledge. Additionally, this also shapes the way in
which farmers' local knowledge, and RE work in general, is
conceptualized as a mere transfer of technology, despite the fact
that participatory methodologies are valued on a discursive level.
Undoubtedly, changes in these conceptualizations and practices are
not going to be achieved by intervening only at a cognitive level or
by simply helping develop capacities for establishing different
types of relationships. Greater changes are required with regards to
extensionists' worldviews, identities and sources of self-esteem,
which have to be taken into consideration when developing
training strategies (Cerf et al., 2011).

Lastly, traditional training frameworks for extensionists
centered on the trainer's eusually considered an ‘expert’e figure,
tend to persist without the acknowledgment of the existence of
alternative methodologies that focus on the facilitation of reflective
processes or the horizontal exchange of knowledge and experi-
ences, some even without the presence of experts or external
facilitators.

In brief, there is a general consensus amongst authors that
transforming, broadening and strengthening extensionists’ training
is needed. However, there is no clear agreement on a specific,
innovative training alternative to do so. Thus, in the following
sections, different conceptual proposals are going to be analyzed in
order to contribute to building approaches that could potentially
overcome these difficulties.

3. Agency, reflection on practice and the theory of action

3.1. The theoretical framework of the theory of action

When reflecting upon the training received by rural exten-
sionists, the emphasis tends to be predominantly placed on the
transfer of conceptual knowledge. However, the inquiries carried
out above led to the recognition of the limitations of such an
approach, particularly when it is clear that a significant portion of
practitioners' learning and expertise is based on their practice and
on the relationship with their peers (Brown and Duguid, 2001; Yeo,
2008), which in this case consists of other extensionists. In this
context, the Theory of Action (Argyris, 1991) provides a potentially
interesting conceptual proposal for articulating training content
with the abilty to resolve practical problems (Peixoto and Pereira,
2013) and, furthermore, for the broadening of what we under-
stand by ‘education’ or ‘training’ of rural extensionists.
The Theory of Action conceives people as being subjects aimed
at achieving ends, subjects that execute specific actions in order to
reach desired goals (Peixoto and Pereira, 2013). In a manner similar
to constructivism and to an actor-oriented approach (Long, 2015) it
focuses on human agency, assuming that people are capable of
constructing knowledge, generating ways of making sense of their
environment, and taking action so as to reach objectives.

In this line, one of the Theory of Action's basic premises is that
people build theories to organize actions aimed at ends (Houchens
et al., 2012), theories which may be defined as frameworks of
meaning, beliefs, assumptions, guidelines and action rules that
allow for the interpretation and explanation of how the world
functions in specific areas of practice. Thus, these theories allow
people to design and implement strategies in order to reach their
goals (Houchens et al., 2012).

Argyris and Sch€on (1974) argue that there are two different
types of theories of action. However, it is more precise to say, like
S�anchez and Rojas (2005) write, that theories of action have two
different ‘dimensions’. The explicit dimension of a theory of action
refers to the set of beliefs, assumptions and action rules that a
person is conscious of having, can verbalize when is asked about
them, and believes that it guides their behavior in a specific area of
practice. In contrast, the in-use dimension of a theory of action
refers to the set of beliefs, assumptions and action rules that a
person actually uses to guide and organize what he or she does,
regardless of whether they are conscious of using them or not.
Contrary to the explicit dimension, the in-use dimension of a the-
ory of action is inferred externally through the observation of
people's behavior.

Interestingly, authors generally agree upon the fact that the
explicit dimension tends to not be consistent with the in-use one
(Peixoto and Pereira, 2013; Rodríguez et al., 2008; Rogers, 2004;
Tagg, 2010) of which the case of the extension practice is an
example, given that rural extensionists tend to describe their
practice as being horizontal and participatory and yet, despite not
being aware of their doing so, implement actions that are based
upon a diffusionist, in-use theory of action (van Beek, 1997).

When implementing different strategies to reach desired goals,
people evaluate their actions’ feedback (S�anchez and Rojas, 2005;
Tagg, 2010). Thus, in the context of the problems encountered in
practice (understood as those in which obtained results are un-
satisfactory), people seek to reshape and adapt their actions
(Crist�ov~ao et al., 2009). In these situations, authors identify three
types of learning: single, double and triple loop learning.

Single loop learning is a ‘trial and error’ learning method
(Houchens et al., 2012) wherein change is limited to modifying the
strategy used to reach a desired goal when previous attempts lead
to negative or unsatisfactory results (Kim et al., 2013). However,
when this type of learning does not lead to the expected results,
double loop learning is needed (Tagg, 2010). Double loop learning
does not takes place when only the strategies used to obtain
desired results are challenged and modified, but also instead, when
assumptions, premises, values and objectives that guide action
(that is, the theories of action themselves) are challenged as well
(Rodríguez et al., 2008). Interestingly, authors highlight that
reflection on practice and awareness of implicit in-use theories of
action play a fundamental role in fostering double loop learning
(Houchens et al., 2012; Leach and Leeuwis, 1997; Peixoto and
Pereira, 2013; Rogers, 1996; Yeo, 2008; Zuin et al., 2011). When
comparing these two types of learning, Schilling and Kluge (2009)
argue that the former consists of assimilating facts to previous
schema, while the latter of accommodating or reorganizing the
schemas (that is, theories of action) that guide practice.

Andersen (2004) points out some fundamental aspects of dou-
ble loop learning. Firstly, that its results are unpredictable, given



F. Landini et al. / Journal of Rural Studies 51 (2017) 158e167162
that they are based on a creative process of questioning previous
assumptions and paradigms, a process that Wu and Looi (2012)
describe as “thinking out of the box”. Secondly, because it chal-
lenges people's theories and assumptions (that is, their beliefs),
double loop learning also puts into question the person itself, their
identity and self-esteem, which leads people to feel frightened and
tend toward reacting defensively (Argyris, 1991).

Finally, different authors also mention a third type of learning,
named triple loop learning (also deutero-learning), which in gen-
eral terms refers to the process of ‘learning to learn’ (Wong et al.,
2008). As Tosey et al. (2011) argue, there is no clear agreement on
the definition of triple-loop learning. However, it tends to be un-
derstood as the process of reflection upon and understanding of
how learning processes occur and what motivates them (Yuthas
et al., 2004). Thus, triple-loop learning could be understood in
terms of the development of metacognitive skills that help us in our
own learning process (Barbat et al., 2011).

3.2. Contributions to the training of extensionists

The Theory of Action's contributions allow us to generate some
interesting reflections on extensionists' training. Firstly, Argyris and
Sch€on's (1974) proposal radically breaks the traditional idea of a
‘training’ or ‘instruction’ of extensionists characterized by a transfer
of knowledge process. Certainly, this does not imply denying the
relevance of such spaces, but it does imply allowing for a much
wider set of options. Thus, learning in contexts of real action and in
settings focused on problems that arise from concrete practice take
on a central role. Learning from experts or from those who know
more is not the only option; in fact, learning from experience and
reflecting on it is also an extremely fruitful process.

The Theory of Action also allows us to think in terms of different
types of learning. This leads to the acknowledgement of the
importance of double loop learning whenworking in changing and
complex environments and, in consequence, when attempting to
obtain better intervention results. Likewise, this perspective also
allows us to perceive the central role of change that is based on the
reframing of mental models or, in other words, of the assumptions
and beliefs that guide RE practice. Undoubtedly, this offers us a
solid conceptual framework with which to analyze why exten-
sionists change the models of RE that they utilize.

At the same time, double loop learning and its relationship with
extensionists' beliefs, assumptions and even worldviews, also
clearly demonstrate the link between RE practices and practi-
tioners’ identities. Thus, the relationship between the affective
dimension (associated to self-esteem), and double loop learning, in
this case a reference to the shift from vertical-hierarchical to
horizontal-participatory RE, becomes apparent.

In consequence, it becomes easier to understand the (mostly
tacit) subjective resistance and defensive attitude adopted in the
face of this type of change and the vital importance of taking into
consideration the emotional angle in these types of transformation
processes. As H€ockert and Ljung (2013) argue, the new RE models
require that extensionists distance themselves from their role as
experts when working with farmers. However, this is very difficult
to do when acknowledging that the legitimacy of such a role was
obtained through considerable time and effort (van Beek, 1997).

Finally, contributions from the Theory of Action also helped
recognize the importance of reflecting on practice and reflective
learning in extensionists’ work. Nonetheless, it is clear that RE in-
stitutions do not tend to support these kinds of processes nor
generate opportunities for reflection on practice (Cerf et al., 2011).

In summary, the conception and scope of training, instruction or
education for extensionists broadens, breaks and is reframed, but
without the appearance of a new, complete or definitive model
with which to approach it.

4. From individual learning to communities of practice and
social learning

The analysis of the individual or intra-psychic dimension of
learning processes was emphasized in the previous section. In this
section, we present contributions that allow us to think about its
interpersonal and social dimension.

4.1. Social learning

Over the last 20 years, there has been a growing interest in the
notion of social learning within the context of rural development
(Bailey, 2013; Cazorla et al., 2013; De los Ríos et al., 2011; Hurlbert,
2015; Morgan, 2011). Although there exist many definitions of
‘social learning’ (Bailey, 2013), none of them follow Bandura's
(1977) traditional behaviorist approach, which frames it in terms
of an imitation of others. Following the constructivist approach,
within the context of rural development, social learning is
conceived as that which takes place in the process of interaction
between different individuals and social actors with different types
of knowledge and experiences (Moschitz et al., 2015) when they
interact in order to overcome problems or to reach shared goals
(Bailey, 2013; Maarleveld and Dangb�egnon, 2002; Morgan, 2011).
In this vein, social learning is conceived as an interactive process
wherein knowledge is shared and co-constructed within in-
teractions, and not transferred by experts (Sæther, 2010). According
to Axelsson et al. (2013) social learning involves a process of
reflection on experiences, ideas and values, a search for a holistic
understanding of problems, an integration of scales and disciplines,
and a process of negotiation and collaboration in order to deal with
conflicts.

Thinking in terms of social learning allows us to generate new
approaches that address the learning processes and education of
extensionists. In order to delve deeper into this line of thought, we
will develop the communities of practice's (CoP) framework as a
way to operationalize social learning processes (Ingram et al., 2014;
Morgan, 2011).

4.2. Communities of practice

The notion of CoP was originally developed by Lave andWenger
(1991). Within the field of RE, the concept has been used often to
address learning that takes place among farmers, but not among
extensionists, which shows how the concept has been generally
underused (Ingram et al., 2014; Morgan, 2011).

Wenger and Snyder (2000) define CoP as “groups of people
informally bound together by shared expertise and passion for a
joint enterprise” (p. 139). Thus, in general terms, CoPs can be
described as informal and self-organized organizations (Morgan,
2011) of people who share the same task or practice (without
necessarily sharing the same profession), which allows them to
reflect jointly on it, thus developing competences and sharing and
co-constructing knowledge (Moura, 2009). In this sense, the
knowledge dynamics of CoPs tend to be structured in terms of
exchange and joint construction of knowledge with regards to the
problems that arise in a shared practice (Brown and Duguid, 1991;
Crist�ov~ao et al., 2009; Ingram et al., 2014), instead of the transfer of
knowledge from experts to apprentices (Morgan, 2011).

Morgan (2011) argues that in order to be a CoP, its participants
have to have a joint enterprise, build relationships and commit-
ments around it (mutual engagement), and share a repertoire of
routines, experiences, stories and ways of thinking and doing
things. In this process, the members of the CoP develop a shared
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identity (Brown and Duguid, 1991; Morgan, 2011) around this
common understanding of their practice (Brown and Duguid,
2001), which encourages the exchange of experiences and knowl-
edge within it.

One of the most important aspects of CoP is its great potential
for generating learning within the very process of solving problems
that arise in practice with great agility (Wenger and Snyder, 2000).
This makes CoP a fundamental tool for helping participants to act
proficiently in complex contexts (Gazzoli, 2012) through contin-
uous innovation (Brown and Duguid, 1991). In this line, Sulaiman
and Davis (2012) highlight the importance of benefiting from
extensionists' experiences and knowledge, creating the opportu-
nity “to experiment, reflect and share their learning while solving
real problems in the organizational context” (p. 14). Nonetheless, it
is clear that RE institutions, as well as extensionists themselves, are
aware of the importance of CoPs for their own learning and for
farmers’ learning.

4.3. Social learning and communities of practice in the training/
education of rural extensionists

Developments in the area of social learning and, more specif-
ically, of CoPs offer some interesting reflections on the training and/
or education of rural extensionists. Similarly to the Theory of Ac-
tion, social learning's and CoP's frameworks also break the
assumption that training processes (in this case for extensionists)
always have to be organized in terms of transferring knowledge
from experts to apprentices, which brings forth the possibility of
thinking and imagining new alternatives and strategies. Likewise,
social learning and CoPs also show the importance of reflection on
practice and on practical problems as ways of learning and con-
structing new knowledge for RE work.

Moreover, these new theoretical contributions bring additional,
interesting reflections to this area of work. Firstly, social learning
theory helps to identify the importance of the exchange between
extensionists and other social actors such as farmers, businessmen
and public servants, among others, as a way of learning and
generating a more ample and complex understanding of the
intervention scenario. This is interesting, given it usually only tends
to be seen as part of extensionists’ work, without acknowledging
that it is also important tool for learning.

Developments on CoPs also generate awareness of the funda-
mental role played by extensionist groups within the horizontal
exchange of knowledge, the encouragement of reflection on prac-
tice processes, and the construction of alternatives for action. Here,
the exchange of perspectives and points of view plays a central role
given that extensionists, as members of a CoP, may incorporate
them as part of their repertoires for daily actions, thus increasing
their capacity to choose the best action or intervention for each
context. Likewise, reflection on practice, facilitated in the context of
RE groups (Jørgensen and Lauridsen, 2005), allows practitioners to
synergistically co-construct new alternatives for action drawing
upon the experience and innovative capacity of the CoP's members.

Thinking in terms of social learning and CoP also helps
acknowledge the situated character of knowledge and learning. The
mere transmission of expert knowledge tends to distance itself
from the territorial and social contexts wherein it has to be applied.
In contrast, knowledge that emerges from the exchange among
extensionists with regards to the problems found in their practice
intrinsically fits contextual specificities, thus making it more
operative.

5. From the individual and group to the social and complex

Theory of action, social learning, and CoPs have provided tools to
analyze learning processes that take place during instances of
reflection on practice and exchange and co-construction of
knowledge among extensionists. Nonetheless, its individual and
group focus has tended to obscure the institutional and social
frameworks wherein these learning processes take place. Addi-
tionally, some reflections also have implicitly introduced a linear
and evolutionary assumption with regards to learning processes,
which leads to the conclusion that that which is ‘learnt’ is always
better than that which was believed previously, and that it can
never be ‘unlearnt’, all of which has to be put up for discussion.
Thus, a set of reflections will be presented in this section in order to
broaden the proposed approach.

5.1. The influence of institutional frameworks

The institutions and organizations wherein extensionists work
delineate, facilitate, and limit the learning that can occur in the
context of practice, in twoways. On the one hand, actions entrusted
by institutions to their practitioners generate fields of experience
wherein learning may occur. Likewise, institutional frameworks
also exert influence over the possibilities for horizontal exchanges
of experiences and/or for reflections on practice processes among
extensionists.

5.2. The social framework of practice

The Theory of Action conceives double loop learning as a change
in the theories, assumptions or premises that guide action. The
processes of reflection on practice that take place in CoPs constitute
a privileged space for such learning. However, in order to fully
understand the complexity of this process it is imperative to
address the social and subjective embedment of the theories of
action.

The way in which human beings understand and give meaning
to the surrounding world is the result of a process of social con-
struction (Burr, 1999; Ib�a~nez, 2001). Hence, in order for people to
keep their ‘subjective reality’ (that is, their way of understanding
reality), they need a set of relationships and social bonds that
legitimize and validate that specific way of understanding the
world (Berger and Luckmann, 1972). Thus, when reflecting upon
double loop learning, the origin of the new frames of meaning
generated or acquired in order to guide RE practice (that is, the new
theories of action) would have to be identified, as well as the set of
social relationships wherein the new theories of action on RE
practice are legitimized, discussed or even rejected within a dia-
logue with other actors, particularly with the members of the CoP
of which the rural extensionists are part.

In this way, theories of action generated by extensionists indi-
vidually or incorporated into certain spaces, such as postgraduate
courses, will not be able to be subjectively maintained if they are
not validated (that is, acknowledged) by the extensionists' social
context. What's more, it is possible for a new theory of action to be
incorporated into the context of new social relationships, but that
later the old theories are reinstalled due to not finding enough
support from peers in the context of practice.

Hence, in order to fully understand the dynamics of double loop
learning in the area of new RE approaches or models, the process
needs to be situated in its complexity. This should include, at least,
an understanding of subjective change on an individual level, the
interpersonal dialogues that take place jointly within extension
practice (particularly in the context of CoPs), the institutional
frameworks wherein extensionists implement their actions, prac-
titioners’ educational trajectories (Cerf et al., 2011), and the wider
social frames where the different perspectives on the status of
knowledge, science and development are disputed and contested.
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In brief, the various levels in which different conceptions of RE are
reproduced, discussed and, potentially, transformed (Gergen, 1993)
will have to be taken into consideration.

5.3. Conceptions of extension and subjective embedment

Argyris (1991) points out the existence of defensive attitudes
when one's own theories of action are contested. If theories of
action about RE, shared in the context of the CoPs, constitute an
essential aspect of extensionists' social identity and extensionists'
self-esteem, any criticism of such theories will not only be
perceived as an intellectual fact, but also as a threat.

Likewise, it also has to be acknowledged that theories of action
cannot be conceived as independent entities given that they are
entangled with much wider social assumptions, beliefs and frames
of meaning. For instance, a diffusionist theory of action implicitly
assumes the supposition of the superiority of scientific over
empirical knowledge, the preeminence of expert over lay people,
and the idea that innovation is a predefined productive technology
that has to be transferred and adopted. Thus, the act of contesting
an orientation towards the diffusion of technologies, characteristic
of this RE theory of action, and suggesting a horizontal and
participatory alternative instead, will generate a contradiction with
this wider set of assumptions, including the extensionist’ identity
as well as the value that he assigns to his own person and knowl-
edge (Landini et al., 2013a). Hence, the incorporation of a new
theory of action with regards to RE or to any of its dimensions,
cannot be thought of as a onetime change, but as the introduction
of a subjective contradiction that could lead to different outcomes,
such as the questioning of some aspects of his/her own worldview,
a progressive abandonment of the new perspective, a denial of the
existence of these contradictions, or a combination of all of the
above. As a research conducted in Paraguay on conceptions of RE
suggested (Landini et al., 2013b), extensionists may have different
and even contradictory conceptions of RE that co-exist simulta-
neously (for example, a diffusionist and a horizontal-participatory
conception), which may be activated differentially depending on
the material or social context wherein RE practices are to be
implemented (Landini, 2012b).

5.4. Learning and complexity

In brief, extensionists’ learning processes and the reflective
dynamics of CoPs, particularly those referred to changes in the core
assumptions of the theories of action, have to be examined in a
much wider and complex context than the individual one proposed
by the Theory of Action, or the group one characteristic of CoP.
Despite the fact that deepening this complexity exceeds the aims of
this paper, the articulation and entanglement that exists between
subjective and identity embedments, learning processes, institu-
tional dynamics, and wider disputes regarding social meanings and
power have at least been displayed.

6. Individual learning and institutional innovation

Usually, when seeking to improve rural extensionists’ education
and training, the problem tends to be framed in terms of the
extensionists, the training processes, and the knowledge that
extensionists are expected to acquire. Hence, the articulation be-
tween learning and institutional dynamics is neglected.

However, on the one hand, institutional frameworks may facil-
itate as well as hinder extensionists’ learning. For instance, the
existence of defensive attitudes on an institutional level (Bain,
1999), or limitations in terms of sharing experiences among field
staff will limit the possibilities for thinking, experimenting and
implementing new action strategies. In contrast, organizations
geared toward sharing information (Fitzpatrick, 2006), that are
open to new ideas and willing to learn from their mistakes
(Sulaiman, 2012), will tend to facilitate the learning of their staff.

At the same time, being aware of the opposite process, that is,
the importance and usefulness of extensionists' learning processes
within the dynamics of the organizations in which they work, is
also fundamental. In this vein, Brown and Duguid (1991) argue that
the CoPs that make up an organization are an essential part of their
dynamism and their capacity to rapidly adapt to changes in its
environment. Fitzpatrick (2006) highlights that in order for orga-
nizational learning to take place, individual learning has to be
incorporated into the organization. This, in general terms, would
lead to changes in the organization's own theories of action (Kim
et al., 2013), which would generate continuous impacts on orga-
nizational routines and structures (Rodríguez et al., 2008; Schilling
and Kluge, 2009).

Thus, it becomes apparent that extensionists' learning processes
cannot be understood without considering the institutional
frameworks wherein they take place. Likewise, and even more
importantly, when addressing extensionists’ in-service training, its
potentiality for generating organizational learning as well as
institutional innovation will have to be taken into consideration. In
many senses, different individual and group learning processes will
not be able to be put into practice if certain aspects of the institu-
tional dynamics are not modified. And conversely, an organiza-
tional use of such learning processes could encourage institutional
innovation processes.

7. Strengthening learning and institutional innovation
processes

Having established the argumentations and reflections of the
previous sections, several ideas and proposals with regards to the
strengthening of rural extensionists’ learning and the facilitation of
innovation processes in the context of RE institutions will be pre-
sented. Thus, the crucial importance of the following is highlighted:

- To be aware of the significance of rural extensionists' education,
training and learning processes, support the systematization of
innovative initiatives, and support research on the topic. This
also includes that extensionists, as well as their institutions,
have to think about their experiences, mistakes and successes in
terms of potential learning, in order to benefit from them.

- To widen and reframe extensionists' training, education and
learning. In this line, surpassing the traditional conception of
training as a transfer of knowledge process carried out by ex-
perts to apprentices based on a behaviorist pedagogy is essen-
tial, so as to consider extensionists' education and learning with
a much wider and more diverse perspective.

- To focus on the knowledge, capacities and attitudes exten-
sionists need to face in their practice, which exceed the merely
technical or productive content usually mentioned when
brainstorming topics for extensionists' training (Landini, 2013).
In this vein, we highlight the importance of valuing the devel-
opment of capacities to act in concrete, real contexts, vis-�a-vis
the focus on abstract or discursive training content. This un-
doubtedly includes the implementation of training initiatives
aimed at extensionists ‘knowing how’, but also at identifying
and operationalizing the practical implications of new types of
knowledge for the innovative resolution or surpassing of the
problems that arise in practice (Landini et al., 2013a). That is,
extensionists' training not only has to generate new knowledge
but, also, and especially, new ways of doing geared at facing the
problems faced in ‘situated practice’ (Rogers, 2004).
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- To acknowledge the critical importance of the extensionists'
trainer or educators' profiles with regards to their capacity to
put into practice alternative and innovative training strategies.
As Rogers (1996) argues: “many of the instructors in agricultural
colleges themselves are products of the traditional mould of
education and training and have much the same attitudes” (p.
100).

- That extensionists and their institutions recognize the funda-
mental role that the processes of reflection on practice and on its
problems, the horizontal exchange of experiences among
extensionists, and the CoPs play in practitioners' training and
learning processes. This implies that RE institutions support
these spaces and dynamics, generating an organizational culture
aimed at learning and innovation, “that focuses on experimen-
tation, openness to new ideas, reporting and learning from
mistakes, regular staff reflection, incentives for good perfor-
mance, and guidelines for staff assessment” (Sulaiman, 2012, p.
215). In this context, we have highlighted the importance of RE
institutions valuing horizontality (Brito et al., 2012), as well as
the freedom of field level staff to experiment with new ap-
proaches (Sulaiman and Davis, 2012). Likewise, Moschitz et al.
(2015) also have pointed out the crucial importance of
enabling these processes through proper facilitation.

- To understand that the most valuable lessons do not correspond
with the incorporation of new knowledge but to the reframing
of extensionists' RE theories of action, which have been
analyzed in terms of double loop learning. In this context, a
fundamental double loop lesson is that of surpassing the diffu-
sionist RE theories of action that implicitly guide many practi-
tioners' interventions. As argued above, these learning
processes are highly complex, given that these theories of action
are closely linked to extensionists' identity and self-esteem, as
well as with institutional and wider social frameworks.

- To encourage and help extensionists and other RE institutions
members learn about learning and, particularly, how each ones'
learning works (Leach and Leeuwis, 1997). Of course, this does
not mean teaching about ‘learning theories’, but supporting
triple loop learning processes (that is, learning how we learn),
which will facilitate learning in general terms.

- To generate innovation systems within institutional dynamics
that recover, circulate and make use of field staff's knowledge,
experiences and proposals, particularly those that arose in the
context of extensionists' CoPs.
8. Final reflections

In this paper, the education and training of rural extensionists
was critically and reflectively approached, with emphasis placed on
the limitations and problems of current training strategies for
extensionists that attempt to address the complexity of their
practice. Thus, different theories and approaches, such as the
Theory of Action, the social learning framework and the CoP
approach, were presented in order to contribute to the construction
of a theoretical framework that allows us to generate alternative
training and learning strategies. In this context, reflection on
practice, double loop learning, the change of RE conceptions, the
relationship between learning and the problems of practice, and
institutional innovation, amongst others, appeared as key elements
for reshaping training strategies for extensionists.

In the academic literature reviewed, three proposals were
highlighted: the participatory training experience presented by
Rogers (1996), the action learning approach (King et al., 2001;
Sulaiman and Davis, 2012) and reflective training conducted
recently in Paraguay (Landini and Bianqui, 2013; Landini et al.,
2013b), all of which draw upon processes of reflection on practice.
In general terms, this paper shows the existence of an inter-

esting consensus on the need for generating alternative strategies
for extensionist training in order to effectively approach the context
of complexity within which they work and the new requirements
presented by their practice. However, this will does not seem to
have translated into a consolidated proposal or framework. In fact,
what appears to be lacking is a new paradigm for thinking about
extensionists’ trainings and learning processes. In this vein, this
paper contributed to this end through the articulation of different
theoretical conceptualizations into one, guiding thread. Nonethe-
less, it is clear that our contributions are aimedmore at opening the
discussion than at presenting a completed proposal. In conse-
quence, it seems necessary and imperative to continue the con-
ceptual discussion, systematizing innovative training/learning
practices, and researching on training practices and their results.
These are the tasks that await us.

Acknowledgement

This work was supported by the Agencia Nacional de Promoci�on
Científica y Tecnol�ogica (PICT-2015-0692) and the University of La
Cuenca del Plata, Argentina (160/16).

References

Aguirre, F., 2012. El nuevo impulso de la extensi�on rural en Am�erica Latina. Sit-
uaci�on actual y perspectivas. Red Latinoamericana para los Servicios de
Extensi�on Rural, Santiago, Chile.

�Alvaro, J., 1999. Entrevista con Jos�e Luis �Alvaro. Estud. Psicol. 4 (1), 161e172.
Andersen, H., 2004. Different personal skills and competencies which local agri-

cultural advisers can use to co-create change in management procedures: a
case-study of Danish dairy farmers and advisers. J. Agric. Educ. Ext. 10 (4),
151e162. http://dx.doi.org/10.1080/13892240485300171a.

Ardila, J., 2010. Extensi�on rural para el desarrollo de la agricultura y la seguridad
alimentaria: aspectos conceptuales, situaci�on y una visi�on de futuro. Inter-
American Institute for Cooperation on Agriculture, San Jos�e, Costa Rica.

Argyris, C., 1991. Teaching smart people how to learn. Harv. Bus. Rev. 69 (3), 99e109.
Argyris, C., Sch€on, D., 1974. Theory in Practice: Increasing Professional Effectiveness.

Jossey-Bass, San Francisco.
Axelsson, R., Angelstam, P., Myhrman, L., S€adbom, S., Ivarsson, M., Elbakidze, M.,

Andersson, K., Cupa, P., Diry, C., Doyon, F., Drotz, M., Hjorth, A., Hermansson, J.,
Kullberg, T., Lickers, H., McTaggart, J., Olsson, A., Pautov, Y., Svensson, L.,
T€ornblom, J., 2013. Evaluation of multi-level social learning for sustainable
landscapes: perspective of a development initiative in Bergslagen, Sweden.
AMBIO - A J. Hum. Environ. 42 (2), 241e253. http://dx.doi.org/10.1007/s13280-
012-0378-y.

Bailey, A., 2013. Once the capacity development initiative is over: using commu-
nities of practice theory to transform individual into social learning. J. Agric.
Educ. Ext. 20 (4), 429e448. http://dx.doi.org/10.1080/1389224X.2013.846871.

Bain, W., 1999. Application of theory of action to safety management: recasting the
NAT/HRT debate. J. Contingencies Crisis Manag. 7 (3), 129e140. http://
dx.doi.org/10.1111/1468-5973.00106.

Bandura, A., 1977. Social Learning Theory. Prentice Hall, Englewood Cliffs, United
States.

Barbat, G., Boigey, P., Jehan, I., 2011. Triple-loop learning: theoretical framework,
methodology & illustration. (An example from the railway sector). Proj./
Proy�ectica/Proj. 8e9, 129e141. http://dx.doi.org/10.3917/proj.008.0129.

Berger, P., Luckmann, T., 1972. La construcci�on social de la realidad. Amorrortu,
Buenos Aires.

Bocchicchio, A., 2013. Perfil profesional en el �area de extensi�on y desarrollo rural. In:
Feito, C., Battista, S., Coria, L., Landini, F. (Eds.), Contribuciones internacionales al
desarrollo local y rural: Hacia una agenda de investigaci�on. National University
of La Matanza, San Justo, Argentina, pp. 184e188.

Boghossian, P., 2006. Behaviorism, constructivism, and socratic pedagogy. Educ. .
Theory 38 (6), 713e722. http://dx.doi.org/10.1111/j.1469-5812.2006.00226.x.

Brito, L., Oliveira, P., Castro, A., 2012. Gest~ao do conhecimento numa instituiç~ao
pública de assistência t�ecnica e extens~ao rural do Nordeste do Brasil. Rev. Adm.
Pública 46 (5), 1341e1366.

Brown, J., Duguid, P., 1991. Organizational learning and communities of practice.
Toward a unified view of working, learning, and innovation. Organ. Sci. 2 (1),
40e57. http://dx.doi.org/10.1287/orsc.2.1.40.

Brown, J., Duguid, P., 2001. Knowledge and organization: a social-practice
perspective. Organ. Sci. 12 (2), 198e213. http://dx.doi.org/10.1287/
orsc.12.2.198.10116.

Burr, V., 1999. An Introduction to Social Constructionism. Routledge, London.
Carballo, C., 2002. Extensi�on y transferencia de tecnología en el sector agrario

http://refhub.elsevier.com/S0743-0167(17)30133-X/sref1
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref1
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref1
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref1
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref1
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref1
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref1
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref2
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref2
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref2
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref2
http://dx.doi.org/10.1080/13892240485300171a
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref4
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref4
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref4
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref4
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref4
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref4
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref4
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref5
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref5
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref6
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref6
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref6
http://dx.doi.org/10.1007/s13280-012-0378-y
http://dx.doi.org/10.1007/s13280-012-0378-y
http://dx.doi.org/10.1080/1389224X.2013.846871
http://dx.doi.org/10.1111/1468-5973.00106
http://dx.doi.org/10.1111/1468-5973.00106
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref10
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref10
http://dx.doi.org/10.3917/proj.008.0129
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref12
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref12
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref12
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref13
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref13
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref13
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref13
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref13
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref13
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref13
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref13
http://dx.doi.org/10.1111/j.1469-5812.2006.00226.x
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref15
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref15
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref15
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref15
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref15
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref15
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref15
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref15
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref15
http://dx.doi.org/10.1287/orsc.2.1.40
http://dx.doi.org/10.1287/orsc.12.2.198.10116
http://dx.doi.org/10.1287/orsc.12.2.198.10116
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref18
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref19
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref19


F. Landini et al. / Journal of Rural Studies 51 (2017) 158e167166
argentino. University of Buenos Aires, Buenos Aires.
Cazorla, A., de los Ríos, I., Salvo, M., 2013. Working with people (WWP) in rural

development projects: a proposal from social learning. Cuad. Desarro. Rural 10
(70), 131e157.

Cerf, M., Guillot, M., Olry, P., 2011. Acting as a change agent in supporting sustain-
able agriculture: how to cope with new professional situations? J. Agric. Educ.
Ext. 17 (1), 7e19. http://dx.doi.org/10.1080/1389224X.2011.536340.

Chowdhury, A., Hambly, H., Leeuwis, C., 2014. Transforming the roles of a public
extension agency to strengthen innovation: lessons from the National Agri-
cultural Extension Project in Bangladesh. J. Agric. Educ. Ext. 20 (1), 7e25. http://
dx.doi.org/10.1080/1389224X.2013.803990.

Christoplos, I., Sandison, P., Chipeta, W., 2012. Guide to Evaluating Rural Extension.
Global Forum for Rural Advisory Services, Lindau, Switzerland.

Crist�ov~ao, A., Ferr~ao, P., Madeira, R., Tib�erio, M., Raínho, M., Teixeira, M., 2009.
Circles and communities, sharing practices and learning: looking at new
extension education approaches. J. Agric. Educ. Ext. 15 (2), 191e203. http://
dx.doi.org/10.1080/13892240902909122.

Cuevas, V., Baca, J., Cervantes, F., Aguilar, J., Espinosa, J., 2014. An�alisis del capital
humano proveedor de la asistencia t�ecnica pecuaria en Sinaloa. Regi�on Soc. 59,
151e182.

De Lelis, D., Coelho, F., Dias, M., 2012. A necessidade das intervenç~oes: extens~ao
rural como serviço ou como direito? Interaç~oes 13 (1), 69e80. http://dx.doi.org/
10.1590/S1518-70122012000100007.

De los Ríos, I., Cadena, J., Díaz, J., 2011. Creaci�on de grupos de acci�on local para el
desarrollo rural en M�exico: enfoque metodol�ogico y lecciones de experiencia.
Agrociencia 45 (7), 815e829.

Faure, G., Penot, E., Rakotondravelo, J., Ramahatoraka, H., Dugu�e, P., Toillier, A., 2013.
Which advisory system to support innovation in conservation agriculture? The
case of Madagascar's lake Alaotra. J. Agric. Educ. Ext. 19 (3), 257e270. http://
dx.doi.org/10.1080/1389224X.2013.782169.

Fitzpatrick, P., 2006. In it together: organizational learning through participation in
environmental assessment. J. Environ. Assess. Policy Manag. 8 (2), 157e182.
http://dx.doi.org/10.1142/S1464333206002463.

Freire, P., 1973. ¿Extensi�on o comunicaci�on? La concientizaci�on en el medio rural.
Siglo XXI, Buenos Aires.

Gazzoli, P., 2012. Comunidades de pr�atica enquanto viabilizadoras de projetos
comuns em ambientes turbulentos: uma abordagem crítica. Rev. Adm. Con-
temp. 16 (6), 806e826. http://dx.doi.org/10.1590/S1415-65552012000600004.

Gergen, K., 1993. El movimiento del construccionismo social en la psicología
moderna. Sist. Fam. 9 (2), 9e22.

H€ockert, J., Ljung, M., 2013. Advisory encounters towards a sustainable farm
development. Interaction between systems and shared lifeworlds. J. Agric. Educ.
Ext. 19 (3), 291e309. http://dx.doi.org/10.1080/1389224X.2013.782178.

Houchens, G., Hurt, J., Stobaugh, R., Keedy, J., 2012. Double-loop learning: a
coaching protocol for enhancing principal instructional leadership. Qual. Res.
Educ. 1 (2), 135e178. http://dx.doi.org/10.4471/qre.2012.08.

Hurlbert, M., 2015. Learning, participation, and adaptation: exploring agri-
environmental programmes. J. Environ. Plan. Manag. 58 (1), 113e134. http://
dx.doi.org/10.1080/09640568.2013.847823.

Ib�a~nez, T., 2001. Psicología Social Construccionista. University of Guadalajara,
Guadalajara, M�exico.

Ingram, J., Maye, D., Kirwan, J., Curry, N., Kubinakova, K., 2014. Learning in the
permaculture community of practice in England: an analysis of the relationship
between core practices and boundary processes. J. Agric. Educ. Ext. 20 (3),
275e290. http://dx.doi.org/10.1080/1389224X.2014.887756.

Jørgensen, U., Lauridsen, E., 2005. Environmental professional competences. The
role of communities of practice and spaces for reflexive learning. Greener
Manag. Int. 49, 57e67.

Kahan, D., 2007. Farm Management Extension Services: a Review of Global Expe-
rience. FAO, Rome.

Kim, H., MacDonald, R., Andersen, D., 2013. Simulation and managerial decision
making: a double-loop learning framework. Public Adm. Rev. 73 (2), 291e300.
http://dx.doi.org/10.111/j.1540-6210.2012.02656.x.

King, C., Gaffiiey, J., Gunton, J., 2001. Does participatory action learning make a
difference? Perspectives of effective learning tools and indicators from the
conservation cropping group in north Queensland, Australia. J. Agric. Educ. Ext.
7 (4), 133e146. http://dx.doi.org/10.1080/13892240108438821.

Klerkx, L., van Mierlo, B., Leeuwis, C., 2012. Evolution of systems approaches to
agricultural innovation: concepts, analysis y interventions'. In: Darnhofer, I.,
Gibbon, D., Dedieu, B. (Eds.), Farming Systems Research into the 21st Century:
the New Dynamic. Springer, Dordrecht, The Netherlands, pp. 457e483.

Knickel, K., Brunori, G., Rand, S., Proost, J., 2009. Towards a better conceptual
framework for innovation processes in agriculture y rural development: from
linear models to systemic approaches. J. Agric. Educ. Ext. 15 (2), 131e146. http://
dx.doi.org/10.1080/13892240902909064.

Landini, F., 2007. Pr�acticas cooperativas en campesinos formose~nos. Problemas y
alternativas. Rev. la Fac. Agron. 27 (2), 173e186.

Landini, F., 2012a. Problemas en la extensi�on rural paraguaya: modelos de extensi�on
en la encrucijada. Cuad. Desarro. Rural 9 (69), 127e149.

Landini, F., 2012b. Peasant identity. Contributions towards a rural psychology from
an Argentinean case study. J. Community Psychol. 40 (5), 520e538. http://
dx.doi.org/10.1002/jcop.21479.

Landini, F., 2013. Necesidades formativas de los extensionistas rurales paraguayos
desde la perspectiva de su funci�on, sus problemas y sus intereses. Trab. Soc. 20,
149e160.
Landini, F., 2015. An�alisis de la extensi�on rural salvadore~na a partir de la mirada de
sus extensionistas. Interaç~oes 16 (2), 455e464. http://dx.doi.org/10.1590/
151870122015219.

Landini, F., 2016. Concepci�on de extensi�on rural en 10 países latinoamericanos.
Andamios 13 (30), 211e236.

Landini, F., Bianqui, V., 2013. Reflecting on practice. Farming Matters 29 (3), 34e36.
Landini, F., Bianqui, V., 2014a. Socio-demographic profile of different samples of

Latin American rural extensionists. Ciência Rural. 44 (3), 575e581. http://
dx.doi.org/10.1590/S0103-84782014000300030.

Landini, F., Bianqui, V., 2014b. La extensi�on rural en Ecuador desde el punto de vista
de sus extensionistas. Rev. la Fac. Agron. 31, 433e454.

Landini, F., Bianqui, V., Russo, M., 2013a. Evaluaci�on de un proceso de capacitaci�on
para extensionistas rurales implementado en Paraguay. Rev. Econ. Sociol. Rural
51 (Suppl. 1), s009es030. http://dx.doi.org/10.1590/S0103-
20032013000600001.

Landini, F., Bianqui, V., Crespi, M., 2013b. Evaluaci�on de las creencias sobre exten-
si�on rural de los extensionistas paraguayos. Psiencia 5 (1), 3e14. http://
dx.doi.org/10.5872/psiencia.v5i1.100.

Landini, F., Murtagh, S., Lacanna, M., 2009. Aportes y reflexiones desde la psicología
al trabajo de extensi�on con peque~nos productores. INTA, Formosa, Argentina.

Lave, J., Wenger, E., 1991. Situated Learning: Legitimate Peripheral Participation.
Univeristy of Cambridge, Cambridge.

Leach, G., Leeuwis, C., 1997. Facilitating second-order learning: speaking with
farmers in Scotland. Eur. J. Agric. Educ. Ext. 4 (2), 83e96. http://dx.doi.org/
10.1080/13892249785300201.

Leeuwis, C., 2004. Communication for Rural Innovation. Rethinking Agricultural
Extension. Blackwell Science, Oxford.

Leeuwis, C., Aarts, N., 2011. Rethinking communication in innovation processes:
creating space for change in complex systems. J. Agric. Educ. Ext. 17 (1), 21e36.
http://dx.doi.org/10.1080/1389224X.2011.536344.

Long, N., 2001. Development Sociology. Actor Perspectives. Routledge, London.
Long, N., 2015. Acercando las fronteras entre la antropología y la psicología para

comprender las din�amicas de desarrollo rural. In: Landini, F. (Ed.), Hacia Una
Psicología Rural Latinoamericana, Ed. CLACSO, Buenos Aires, pp. 77e96.

Maarleveld, M., Dangb�egnon, C., 2002. Social learning: major concepts and issues.
In: Leeuwis, C., Pyburn, R. (Eds.), Wheelbarrows Full of Frogs. Social Learning in
Rural Resource Management. Van Gorcum, Assen, The Netherlands, pp. 67e84.

M�endez, M., 2006. Los retos de la extensi�on ante una nueva y cambiante noci�on de
lo rural. Rev. Fac. Nac. Agron. Medellín 59 (2), 3407e3423.

Minh, T., Larsen, C., Neef, A., 2010. Challenges to institutionalizing participatory
extension: the case of farmer livestock schools in vietnam. J. Agric. Educ. Ext. 16
(2), 179e194. http://dx.doi.org/10.1080/13892241003651449.

Moorea, K., Lamba, J., Sikukub, D., Ashilenjec, D., Laker-Ojokd, R., Nortone, J., 2014.
Multiple knowledges for agricultural production: implications for the devel-
opment of conservation agriculture in Kenya and Uganda. J. Agric. Educ. Ext. 20
(3), 291e307. http://dx.doi.org/10.1080/1389224X.2014.887758.

Morgan, S., 2011. Social learning among organic farmers and the application of the
communities of practice framework. J. Agric. Educ. Ext. 17 (1), 99e112. http://
dx.doi.org/10.1080/1389224X.2011.536362.

Moschitz, H., Roep, D., Brunori, G., Tisenkopfs, T., 2015. Learning and innovation
networks for sustainable agriculture: processes of co-evolution, joint reflection
and facilitation. J. Agric. Educ. Ext. 21 (1), 1e11. http://dx.doi.org/10.1080/
1389224X.2014.991111.

Moura, G., 2009. Somos uma comunidade de pr�atica? Rev. Adm. Pública 43 (2),
323e346.

Mulder, M., 2012. Interdisciplinarity and education: towards principles of peda-
gogical practice. J. Agric. Educ. Ext. 18 (5), 437e442. http://dx.doi.org/10.1080/
1389224X.2012.710467.

Ortiz, R., 2009. Evoluci�on de los servicios de extensi�on en Nicaragua. FAO, Rome.
Parra, J., M�endez, M., 2005. Pedagogía y educaci�on virtual en un programa de

extensi�on rural. Agron. Colomb. 23 (1), 171e182.
Pav�on, M., 2014. Revisi�on bibliogr�afica. Extensionismo en Cuba: estudios de caso.

Cultiv. Trop. 35 (1), 5e10.
Peixoto, A., Pereira, R., 2013. Discurso versus aç~ao no comportamento ambi-

entalmente respons�avel. Rev. Gest~ao Ambient. Sustentabilidade 2 (2), 71e113.
http://dx.doi.org/10.5585/geas.v2i2.48.

Preissing, J., Ardila, S., Buitr�on, J., Fern�andez, C., 2014. Nuevas inversiones en
extensi�on para la agricultura familiar. In: Salcedo, S., Guzm�an, L. (Eds.), Agri-
cultura familiar en Am�erica Latina y el Caribe: Recomendaciones de política.
FAO, Santiago, Chile, pp. 215e232.

Ragasa, C., Ulimwengu, J., Randriamamonjy, J., Badibanga, T., 2015. Factors affecting
performance of agricultural extension: evidence from Democratic Republic of
Congo. J. Agric. Educ. Ext. http://dx.doi.org/10.1080/1389224X.2015.1026363.
Online first.

Rivera, W., 2011. Public sector agricultural extension system reform and the chal-
lenges ahead. J. Agric. Educ. Ext. 17 (2), 165e180. http://dx.doi.org/10.1080/
1389224X.2011.544457.

Rodríguez, A., S�anchez, M., Rojas, B., 2008. La mediaci�on, el acompa~namiento y el
aprendizaje individual. Investig. Postgrado 23 (2), 349e381.

Rogers, A., 1996. Participatory training: using critical reflection on experience in
agricultural extension training. In: FAO (Ed.), Training for Agriculture and Rural
Development. FAO, Rome, pp. 86e103.

Rogers, T., 2004. Managing in the interprofessional environment: a theory of action
perspective. J. Interprofessional Care 18 (3), 239e249. http://dx.doi.org/10.1080/
13561820410001731287.

http://refhub.elsevier.com/S0743-0167(17)30133-X/sref19
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref20
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref20
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref20
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref20
http://dx.doi.org/10.1080/1389224X.2011.536340
http://dx.doi.org/10.1080/1389224X.2013.803990
http://dx.doi.org/10.1080/1389224X.2013.803990
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref23
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref23
http://dx.doi.org/10.1080/13892240902909122
http://dx.doi.org/10.1080/13892240902909122
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref25
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref25
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref25
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref25
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref25
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref25
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref25
http://dx.doi.org/10.1590/S1518-70122012000100007
http://dx.doi.org/10.1590/S1518-70122012000100007
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref27
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref27
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref27
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref27
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref27
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref27
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref27
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref27
http://dx.doi.org/10.1080/1389224X.2013.782169
http://dx.doi.org/10.1080/1389224X.2013.782169
http://dx.doi.org/10.1142/S1464333206002463
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref30
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref30
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref30
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref30
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref30
http://dx.doi.org/10.1590/S1415-65552012000600004
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref32
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref32
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref32
http://dx.doi.org/10.1080/1389224X.2013.782178
http://dx.doi.org/10.4471/qre.2012.08
http://dx.doi.org/10.1080/09640568.2013.847823
http://dx.doi.org/10.1080/09640568.2013.847823
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref36
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref36
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref36
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref36
http://dx.doi.org/10.1080/1389224X.2014.887756
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref38
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref38
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref38
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref38
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref38
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref39
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref39
http://dx.doi.org/10.111/j.1540-6210.2012.02656.x
http://dx.doi.org/10.1080/13892240108438821
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref42
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref42
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref42
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref42
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref42
http://dx.doi.org/10.1080/13892240902909064
http://dx.doi.org/10.1080/13892240902909064
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref44
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref44
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref44
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref44
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref44
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref45
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref45
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref45
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref45
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref45
http://dx.doi.org/10.1002/jcop.21479
http://dx.doi.org/10.1002/jcop.21479
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref47
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref47
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref47
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref47
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref47
http://dx.doi.org/10.1590/151870122015219
http://dx.doi.org/10.1590/151870122015219
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref49
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref49
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref49
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref49
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref49
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref50
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref50
http://dx.doi.org/10.1590/S0103-84782014000300030
http://dx.doi.org/10.1590/S0103-84782014000300030
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref52
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref52
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref52
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref52
http://dx.doi.org/10.1590/S0103-20032013000600001
http://dx.doi.org/10.1590/S0103-20032013000600001
http://dx.doi.org/10.5872/psiencia.v5i1.100
http://dx.doi.org/10.5872/psiencia.v5i1.100
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref55
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref55
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref55
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref55
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref56
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref56
http://dx.doi.org/10.1080/13892249785300201
http://dx.doi.org/10.1080/13892249785300201
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref58
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref58
http://dx.doi.org/10.1080/1389224X.2011.536344
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref60
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref61
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref61
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref61
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref61
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref61
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref62
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref62
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref62
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref62
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref62
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref63
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref63
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref63
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref63
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref63
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref63
http://dx.doi.org/10.1080/13892241003651449
http://dx.doi.org/10.1080/1389224X.2014.887758
http://dx.doi.org/10.1080/1389224X.2011.536362
http://dx.doi.org/10.1080/1389224X.2011.536362
http://dx.doi.org/10.1080/1389224X.2014.991111
http://dx.doi.org/10.1080/1389224X.2014.991111
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref68
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref68
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref68
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref68
http://dx.doi.org/10.1080/1389224X.2012.710467
http://dx.doi.org/10.1080/1389224X.2012.710467
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref70
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref70
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref70
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref71
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref71
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref71
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref71
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref71
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref71
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref72
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref72
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref72
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref72
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref72
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref72
http://dx.doi.org/10.5585/geas.v2i2.48
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref74
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref74
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref74
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref74
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref74
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref74
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref74
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref74
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref74
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref74
http://dx.doi.org/10.1080/1389224X.2015.1026363
http://dx.doi.org/10.1080/1389224X.2011.544457
http://dx.doi.org/10.1080/1389224X.2011.544457
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref77
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref77
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref77
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref77
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref77
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref77
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref79
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref79
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref79
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref79
http://dx.doi.org/10.1080/13561820410001731287
http://dx.doi.org/10.1080/13561820410001731287


F. Landini et al. / Journal of Rural Studies 51 (2017) 158e167 167
Ryan, J., Ibrahim, H., Dakermanji, A., Aziz, A., 2012. Training and capacity building:
an essential strategy for development at an international research center.
Sustain. Agric. Res. 1 (2), 57e71.

Sæther, B., 2010. Agricultural extension services and rural innovation in inner
Scandinavia. Nor. J. Geogr. 64 (1), 1e8. http://dx.doi.org/10.1080/
00291950903557647.

S�anchez, M., Rojas, B., 2005. La teoría de acci�on y su incidencia en los niveles de
aprendizaje de la organizaci�on y de los actores en la escuela b�asica rural ven-
ezolana. Paradigma 26 (1), 137e168.

Schilling, J., Kluge, A., 2009. Barriers to organizational learning: an integration of
theory and research. Int. J. Manag. Rev. 11 (3), 337e360. http://dx.doi.org/
10.1111/j.1468-2370.2008.00242.x.

Selis, D., 2012. An�alisis de la institucionalidad asociada a los procesos de innovaci�on
tecnol�ogica en el sector hortícola del Gran La Plata. Mundo Agrar. 12 (24).
Retrieved from: http://www.mundoagrario.unlp.edu.ar/article/view/
v12n24a11/2228 (Accessed 6 January 2017).

Sulaiman, R., 2012. Extension plus: new roles for extension and advisory services.
In: Bank, World (Ed.), Agricultural Innovation Systems: an Investment Source-
book. World Bank, Washington, pp. 213e220.

Sulaiman, R., Davis, K., 2012. The “New Extensionist”: Roles, Strategies, and Ca-
pacities to Strengthen Extension and Advisory Services. Global Forum for Rural
Advisory Services, Lindau, Switzerland.

Sulaiman, R., Hall, A., 2002. Beyond technology dissemination: reinventing agri-
cultural extension. Outlook Agric. 31 (4), 225e233.

Swanson, B., 2010. Estudio mundial sobre buenas pr�acticas de los servicios de
extensi�on y asesoramiento agropecuarios en el mundo. FAO, Rome.

Tagg, J., 2010. The learning-paradigm campus: from single- to double-loop learning.
New Dir. Teach. Learn. 123, 51e61. http://dx.doi.org/10.1002/tl.409.

Thornton, R., Cimadevilla, G., 2010. Usos y abusos del participare. INTA, Buenos
Aires.

Tosey, P., Visser, M., Saunders, M., 2011. The origins and conceptualizations of ‘tri-
ple-loop’learning: a critical review. Manag. Learn. 43 (3), 291e307. http://
dx.doi.org/10.1177/1350507611426239.
Turij�an, T., Dami�an, M., Ramírez, B., Ju�arez, J., Estrella, N., 2012. Manejo tradicional e

innovaci�on tecnol�ogica en cultivo de maíz en San Jos�e Chiapa, Puebla. Rev. Mex.
Ciencias Agrícolas 3 (6), 1085e1100.

van Beek, P., 1997. Beyond technology transfer? Eur. J. Agric. Educ. Ext. 4 (3),
183e192. http://dx.doi.org/10.1080/13892249785300321.

Wanjiku, J., Mairura, F., Place, F., 2010. Assessment of professional training pro-
grammes in international agricultural research institutions: the case of ICRAF.
J. Agric. Educ. Ext. 16 (4), 413e431. http://dx.doi.org/10.1080/
1389224X.2010.515064.

Wauters, E., Mathijs, E., 2013. An investigation into the socio-psychological de-
terminants of farmers' conservation decisions: method and implications for
policy, extension and research. J. Agric. Educ. Ext. 19 (1), 53e72. http://
dx.doi.org/10.1080/1389224X.2012.714711.

Wenger, E., Snyder, W., 2000. Communities of practice: the organisational frontier.
Harv. Bus. Rev. 78 (1), 139e145.

Wong, P., Cheung, S., Leung, K., 2008. Moderating effect of organizational learning
type on performance improvement. J. Manag. Eng. 24 (3), 162e172.

Wu, L., Looi, C., 2012. Agent prompts: scaffolding for productive reflection in an
intelligent learning environment. Educ. Technol. Soc. 15 (1), 339e353. http://
dx.doi.org/10.1007/978-3-642-13437-1_92.

Yeo, R., 2008. How does learning (not) take place in problem-based learning ac-
tivities in workplace contexts? Hum. Resour. Dev. Int. 11 (3), 317e330. http://
dx.doi.org/10.1080/13678860802102609.

Yuthas, K., Dillard, J., Rogers, R., 2004. Beyond agency and structure: triple-loop
learning. J. Bus. Ethics 51, 229e243. http://dx.doi.org/10.1023/B:
BUSI.0000033616.14852.82.

Zuin, L., Zuin, P., Manrique, M., 2011. A comunicaç~ao dial�ogica como fator deter-
minante para os processos de ensino-aprendizagem que ocorrem na capaci-
taç~ao rural: um estudo de caso em um �org~ao público de extens~ao localizado no
interior do Estado de S~ao Paulo. Ciência Rural. 41 (5), 917e923. http://
dx.doi.org/10.1590/S0103-84782011005000054.

http://refhub.elsevier.com/S0743-0167(17)30133-X/sref81
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref81
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref81
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref81
http://dx.doi.org/10.1080/00291950903557647
http://dx.doi.org/10.1080/00291950903557647
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref83
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref83
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref83
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref83
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref83
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref83
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref83
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref83
http://dx.doi.org/10.1111/j.1468-2370.2008.00242.x
http://dx.doi.org/10.1111/j.1468-2370.2008.00242.x
http://www.mundoagrario.unlp.edu.ar/article/view/v12n24a11/2228
http://www.mundoagrario.unlp.edu.ar/article/view/v12n24a11/2228
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref86
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref86
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref86
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref86
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref87
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref87
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref87
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref88
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref88
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref88
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref89
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref89
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref89
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref89
http://dx.doi.org/10.1002/tl.409
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref91
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref91
http://dx.doi.org/10.1177/1350507611426239
http://dx.doi.org/10.1177/1350507611426239
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref93
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref93
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref93
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref93
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref93
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref93
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref93
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref93
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref93
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref93
http://dx.doi.org/10.1080/13892249785300321
http://dx.doi.org/10.1080/1389224X.2010.515064
http://dx.doi.org/10.1080/1389224X.2010.515064
http://dx.doi.org/10.1080/1389224X.2012.714711
http://dx.doi.org/10.1080/1389224X.2012.714711
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref97
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref97
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref97
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref98
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref98
http://refhub.elsevier.com/S0743-0167(17)30133-X/sref98
http://dx.doi.org/10.1007/978-3-642-13437-1_92
http://dx.doi.org/10.1007/978-3-642-13437-1_92
http://dx.doi.org/10.1080/13678860802102609
http://dx.doi.org/10.1080/13678860802102609
http://dx.doi.org/10.1023/B:BUSI.0000033616.14852.82
http://dx.doi.org/10.1023/B:BUSI.0000033616.14852.82
http://dx.doi.org/10.1590/S0103-84782011005000054
http://dx.doi.org/10.1590/S0103-84782011005000054

	Towards a new paradigm for rural extensionists’ in-service training
	1. Introduction
	2. Knowledge, learning and the limitations of traditional trainings for extensionists
	2.1. The notions of ‘knowledge’ and ‘learning’
	2.2. Trainings for extensionists found in scientific and institutional literature

	3. Agency, reflection on practice and the theory of action
	3.1. The theoretical framework of the theory of action
	3.2. Contributions to the training of extensionists

	4. From individual learning to communities of practice and social learning
	4.1. Social learning
	4.2. Communities of practice
	4.3. Social learning and communities of practice in the training/education of rural extensionists

	5. From the individual and group to the social and complex
	5.1. The influence of institutional frameworks
	5.2. The social framework of practice
	5.3. Conceptions of extension and subjective embedment
	5.4. Learning and complexity

	6. Individual learning and institutional innovation
	7. Strengthening learning and institutional innovation processes
	8. Final reflections
	Acknowledgement
	References


