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ABSTRACT
ENGAGING YOUTH AS MEMBERS OF A FOOD ENVIRONMENTS COMMUNITY
OF PRACTICE: AN ACTION RESEARCH STUDY ON FACILITATING
PARTICIPATION AND LEARNING
By
Katherine Nault

The purpose of this study was to explore the theory and practice of youth
engagement in the context of food systems and minority health disparities in order to
develop, implement, and evaluate a unique youth engagement project. There is a dearth
of knowledge on our capacity to produce new forms of understanding on health
disparities and food in collaboration with minority youth. I sought to build knew
collaborative through the inclusion of youth as members in what I refer to as a “food
environments community of practice” where together we collected and analyzed data on
their local food environment. By systematically and iteratively exploring the role of
participation and collaborative learning with the use of action research methods, this
study attempts to understand how to best engage youth in process of inquiry in order to
include youth perspectives to the practices of this field.

Valuable outcomes include insights into how youth perceive health and food
systems research tools and practices, as well as how relevant these practices were to the
lives of teens. Overall, this project was very limited in creating a greater shared
youth/adult understanding on how environmental factors impact minority diet-related
health disparities or the larger system in which. these disparities are embedded. It also
raises important questions about forms of participation, especially youth participation in

all aspects of research design and analysis.
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1. INTRODUCTION

The diet-related health of Americans remains at the forefront of public awareness.
The increased prevalence of obesity continues to gain the attention of both policy makers
and educators, and the resources put towards interventions are growing in sum and
diversity. Many look to our nation’s young citizens as a forewarning of an impending
public health crisis. A special report from the CBS Evening News series, Where America
Stands on Obesity (Doane, 2010), illustrates this concern. One scene shows a Houston
middle school gymnasium with children dressed in paper gowns atop examination tables
surrounded by health professionals and cardiac diagnostic equipment. These children are
being tested for abnormal heart functioning and other predictors of coronary heart
disease. According to the U.S. Centers for Disease Control, the prevalence rates for
childhood obesity have increased by over ten percent in the past thirty years (2008). This
puts these children at a much greater risk for major metabolic and cardiac problems as
adults. It is no surprise then that a large portion of current interventions are targeting the
eating attitudes and behaviors of children and young adults.

What is telling from the CBS news story mentioned above is that the problem is
not only related to the individual eating behaviors of children but also their home, school,
and community environments (Doane, 2010). An early focus of this news story was to
communicate the human experience of this so-called “crisis” through individual
interviews with children that explore the tough personal and emotional impacts of
childhood obesity. Out of fear and hope for a better future, each child in the segment
makes the conscious effort through large strides to make major diet-related, health and

life changes. Evidence that is possible for young people to make such a change for



despite their vulnerability puts the viewer at ease. But wait! Is it up to the child alone to
change his or her outlook on life in order to make change diet and health behavior
changes? Does this put an excessive amount of blame and responsibility on a child?

The scene then pans over a computer generated aerial view of a dense urban
locale and zooms in on a single block covered in fast-food restaurants and convenience
stores. The visual illustrates how this particular community has six of these types of food
retail outlets for every one place that sells groceries. An obesity expert from Yale
University states, “If you go to McDonalds today you can buy a quarter-pounder with
cheese meal, that means with the large drink and the large french fries, for less than it
costs to buy a salad and a bottle of water. There’s something wrong with that picture”
(Doane, 2010). The second half of this news segment echoes an increasingly popular
perspective that looks to factors in a child’s environment and community as having a
strong influence on their diet-related health. It also alludes to that notion that larger
structural and cultural factors are also at play.

We can no longer look to individual citizens as both the cause and solution of
diet-related ill health. America’s First Lady Michelle Obama takes a more environmental
health perspective in her national public campaign against childhood obesity. Let’s
Move, sets the tough goal of “solving the epidemic of childhood obesity in one
generation” and does employ personal responsibility change strategies through efforts
like creating better consumer labels for parents and encouraging children to exercise

(http://www.letsmove.gov/). But beyond individual educational approaches, this public

awareness campaign is also intended to bolster federal, state, and local initiatives that



give parents and children better access to affordable healthy foods in schools and
neighborhoods.

Healthy retail food options and their proximity to neighborhoods vary from
community to community. The spatial location and density of certain types food retail
outlets in neighborhoods and communities continue to be explored by scholars as
potential environmental factors contributing to healthy or unhealthy eating behaviors
(Morland & Evenson, 2009). It has been suggested that such differences may also be
connected to the distinct economic and ethnic concentrations of these places (Block &
Kouba, 2006; Powell, Slater, Mirtcheva, Bao, & Chaloupka, 2007) .

There may be connections between a lack of healthy food available in certain
communities and the disproportionate prevalence of diet-related disease of minority
populations living there (Sloane, D., Diamant, A., Lewis, L., Yancey, A., Flynn, G.,
Miller Nascimento, L., McCarthy, W., Jones Guinyard, J., & Cousineau, M.,2003).
African-American and Hispanic children experience higher rates of obesity, asthma, and
type 2 diabetes than white children (Centers for Disease Control and Prevention, 2008).
Therefore, focusing on the interrelationships among food, health, and society are central
to conceptualizing solutions to childhood obesity and diet-related health disparities. The
nature of such a problem is complex and change is not only difficult to achieve but also
difficult to measure when the desired outcomes include changing people’s knowledge,
behaviors, body mass index, as well as changing human service systems, policy, and
social structures.

In the U.S. today, we are witnessing an increase in educational and programmatic

interventions targeting these minority youth. Despite the increasing attention paid to



environmental factors, better education as a prevention strategy for the diet-related health
problems of minority youth continues to be the dominant focus of many policy makers
and experts. These youth food and health education programs, (which I will refer to as
“youth and food programs” from here on) seek to transform a child’s relationship with
food in some way. Programmatic approaches represent a broad spectrum of educational
and change goals. Some programs promote individual change by methods such as
sharing nutrition information and assuming that the learner obtains and chooses to use the
new knowledge (Rabe, Ohri-Vachaspati, & Steer, 2006). Whereas other programs
attempt to achieve more holistic transformations by re-engaging youth with food through
specific action and learning experiences (Clark & Foote, 2004).

The former approach is problematic because it reduces food and eating to narrow
nutritional and behavioral components instead of conceptualizing minority diet-related
health disparities as existing within environmental, economic, social, political, and
cultural systems that interact and are interrelated. It also reduces the conception of youth
and health as an existing deficiency in individual knowledge instead of taking a more
strength-based approach to youth education where youth are seen as rich with assets and
talents in need of nurturing. Youth should always be considered as competent citizens
with valuable critical perspectives on the world they live in. When we situate current
evaluations of youth and food programs within the theoretical literature on youth and
human development we can see the strengths and weaknesses of particular approaches in
our attempt to support the growth of young people into well-rounded, healthy and

resilient adults.



Some newer youth and food programs that focus on individual youth development
but also incorporate environmental, ecological, and systems perspectives are adopting the
language and strategies of the so-called alternative agrifood movement (Kinder, 2008;
Lautenschlager & Smith, 2007). This requires ﬁs to take our more integrated youth
development framework a step further by including it in a conversation about
collaborative ways to we are trying to create healthier food systems. In other words, as
we witness the growth of youth and food programs that seek individual, environmental,
and food system change it is important to gain a better understanding of how these
programs fit into larger attempts to alter the ways we produce, process, distribute,
purchase, eat, and think about food.

This comprehensive approach is also significant because it seeks to answer a
growing call for researchers, educators, practitioners, and citizens to work
collaboratively. The best way to truly understand the systemic nature of complex health
and environmental problems in order to guide deliberative action towards change requires
diverse stakeholder partnerships that maximize co-learning, co-teaching, co-collecting,
co-constructing processes. (DuPuis & Goodman, 2005; Hamm & Bellows, 2003;
Hassanein, 2003, 2008). Community-based participatory research models which include
traditionally marginalized community members in the inquiry and decision making
processes are becoming more common in projects that explore environmental and health
disparities (Block & Kouba, 2006; Sloane et al., 2003). Some scholars note that
problems still lie in the particular research tools and perspectives we use to measure

community diet-related health and environments and that the purpose of including those



most affected should change how and what we measure (Oakes, Masse, & Messer, 2009;

Odoms-Young, Zenk, & Mason, 2009).

1.2 Background to the study

Community practitioners and researchers who work on complex social problems
are forced to rethink the traditionally distinct roles and methods in producing, sharing,
and using knowledge. But how do we best go about achieving such feats? More
importantly, how do traditionally marginalized youth fit into the picture? This thesis
attempts to contribute to larger discussions that explore the theory and practice of youth
engagement and development in the context of food systems and minority health
disparities. By exploring the literature on youth food and health education, the food
retail environments of minority communities, as well as scholar activist perspectives on
social justice and civic participation, we begin to highlight gaps in our strategy to
promote sustainable systems change. There is a dearth of knowledge on our capacity to
produce new forms of knowledge and understanding on health disparities and food in
collaboration with minority youth. The act and ability to do is assumed to be the
teaching and learning method by which transformative change is influenced. The overall
objective of this thesis is to test that assumption through the creation, implementation and
evaluation a specific youth and food engagement project.

This thesis describes a university-community partnership project intended to
transform the traditional research, teaching and learning roles of experts and youth in
order to provide meaningful opportunities for youth to participate in inquiry and

contribute to the knowledge and practices of this field. I sought to do so through their



inclusion as members in what I refer to as a “food environments community of practice”.
Drawing from theories on systems thinking, youth development, sociocultural learning,
and food environments, I have developed, facilitated, and evaluated an engagement and
research approach that introduced youth to the cultural practices of research practitioners
in areas of community food security and food environments. The goals of this project
were to:

1) Develop, implement, and describe an approach that attempts to effectively engage
youth as partners in learning about their local food environment and community
food security issues.

2) Evaluate my ability to engage the youth’s interest and attention as well as
facilitate social learning.

3) Document the youth’s unique perspectives on community food security discourse
and practices.

Therefore, this study both describes and evaluates a specific approach to a community-
based research project. Since my intention was to study my practice, action research
(AR) provided the most logical research method. I employed an AR method commonly
used by teacher researchers to evaluate the levels and forms of sociocultural learning and
participation that my approach supported, measure change, and adjust my plans and
approaches throughout the project to maximize project goals and learning objectives.
My youth partners were provided many diverse opportunities to gain knowledge
and skills through participation in the cultural practices of research including surveys,
field observations, data analysis and displays. This project was successful at including
youth in activities they are traditionally excluded from and sought to build both common
assets of good community research practitioners and those competencies needed to assist

youth in the healthy transition into adulthood. My approach required a shift away from

of our traditional adult and child roles as active teachers and passive learner into more co-



teaching and co-learning responsibilities. My personal learning and transformation was
most impacted by participation in this project. Valuable outcomes of this project include
insights into how youth perceive issues on health and the food system especially with
what tools and practices common to this field the youth find relevant to their lives and to
their community.

On the other hand, my results show that this project was very limited in creating a
greater shared youth/adult understanding on how environmental factors impact minority
diet-related health disparities or the larger system in which these disparities are
embedded. Thus, there is little evidence that this project promoted much civic
development for my youth partners. Future projects should probably employ more
dominant themes and concepts of existing structural inequalities and citizenship in the
design of learning objectives and experiences. Results also show that the predetermined
and hi ghiy structured nature of the food environments research model used limited the
participatory nature of this project which requires critical reflection for me and others
interested in facilitating these types of projects with youth. I also discovered that the
sheer scope of my planned learning and development objectives were much too large for
the short time span of this project. I tried to fit too many and too broad of learning
experiences into a two month time frame which limited my ability to facilitate more in-
depth learning on the topics and content my youth partners found most relevant.

This study concludes with a further reinforced notion that traditional education
alone is not enough to promote community food security and solve the diet-related health
disparities among minority youth. Our approaches must seek to transform the traditional

roles of all participants, engage with those traditionally marginalized, in ways that



successfully integrate multiple forms of knowledge and perspectives. Such inclusive and
participatory approaches are not without fault but can progress towards more ideal forms
when the users increase their capacity to effectively understand and modify the types,
applications, and outcomes of participatory processes. The results from this study make a
valuable contribution for researchers and practitioners interested in developing future
participatory food environments activities that better resemble interactive forms of
participation. A major lesson learned for others interested in engaging youth in CFS and
food environments is to ensure more meaningful opportunities for youth partners to make
shared decisions on project development from the start including a project’s research

topics, questions, methods and purposes.



2. LITERATURE REVIEW
Even the most comprehensive and inclusive youth and food programs represent a

fraction of what is needed to transform the systemic nature of minority food and health
disparities. The Center for Disease Control and Prevention indicates that the problem of
minority youth health disparities is a social justice concern and a systemic problem
reaching far outside the confines or responsibilities of the individual. Their online feature
on minority youth health disparities draws our attention to the multiplicity of factors
facing the lives of minority youth and the different structural and sociocultural contexts
that influence them. The website reads:

Health disparities are preventable differences in the burden of disease, injury,

violence, or opportunities to achieve optimal health experienced by socially

disadvantaged populations. These disparities are inequitable and directly related to

the historical and current unequal distribution of social, political, economic, and

environmental resources. In addition to race and ethnicity, health disparities also

exist on the basis of sex, age, income level, geography, sexual orientation,
disability, and special health care needs

(http://www.cdc.gov/Features/HealthDisparities/).
A good place to start is by broadening our ability to explore and understand the system in
which diet-related health disparities are embedded and recognize the potentially endless
complexities of such a quest. This will provide a more comprehensive analytical

framework to evaluate current youth and food intervention strategies.

2.1 Systems thinking
What is a system and how does one go about taking a systems approach to
thinking? A system is a whole comprised of interworking and interdependent parts.

Both the system and its parts must be explored in relationship to the system’s

10



composition, purpose, and function (Midgley, 2000). Accordiﬂg to Foster-Fishman,
Nowell, & Yang (2007), changing the system is “an intentional process to alter the status
quo by shifting and realigning the form and function of a targeted system” (p. 1). These
authors also claim that most attempts at systems change have failed because we often
employ a linear schema from problem construction to intervention to pre-determined,
prescribed outcome. Conversely, systems work requires a process by which a partnership
of diverse stakeholders construct “the problem that should be target for assessment and
intervention” and define “who and what is contained within the system given the targeted
problem” (Foster-Fishman et al. 2007, p. 202).

Therefore, a fundamental strategy in systems thinking and change is the concerted
effort to include the worldviews of as many stakeholders in exploring the system. The
major challenge in process is that each stakeholder within it perceives its composition,
function, purpose, and problems differently. Food is technical, environmental, biological,
economic, historical, social, political, and cultural. A farmer might be much more
familiar and concerned with the production node of the food system where as a
nutritionist is more knowledgeable on the consumption node. This information must be
synthesized in a critical way that develops a better understanding of where the
perspectives are analogous and where they diverge in order to comprehend how each can
be utilized in the organization of knowledge and interventions (West, 2004). For some
scholars, systems thinking is about both participation and learning (Foster-Fishman et al.,
2007; West, 2004), or as Bawden (2005) puts it “learning about learning” and “knowing
differently” (p. 169). For example, a nutritionist might determine that the problem of

minority youth health disparities is related to a lack of important vitamins and minerals,
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or an abundance of harmful chemicals, fat, or calories, which can be solved through
adequate nutrition education and behavior change. Unfortunately, this reductionist view
may only represent an aspect of a larger problem because it is blind to other factors of
causality and does not view health as a complex problem nested within a system.

Systems thinking and learning requires one to move from such simple skills to the
capacity to understand and use more complex cognitive tools. Through inclusion and
participation, this perspective posits that stakeholders practice intellectual development
that evolves from a dualistic or “absolute” knowledge state, to the exploration of
experiential and perceptual knowledge, and ultimately leads to an evaluative and
thoughtful stage of knowing (West, 2004, p. 64). As mentioned before, systems thinking,
learning, and change necessitates a transformation in the traditional roles, capacities, and
practices of all stakeholders. In other words, all people must develop socially and
intellectually as a foundation for systems approaches. There is evidence that such
inclusive and participatory approaches are occurring however we are still rather limited in
how we understand systems and construct tools to produce knowledge on complex
problems. Let us now take a look at some of the ways in which the problem of minority

health disparities is being constructed.

2.2 Constructing diet-related health problems and solutions
2.2.1 The construction of food access disparities

One approach to problem construction that is recdﬁng increasing attention by
researchers is focusing on the built food environment and how this context impacts a

neighborhood or individual’s ability to access a healthy diet. Food access can be defined
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by a number of factors such as race, socioeconomic status, geographic location, and
transportation. Recent research on the relationship between diet and health has focused
on food access in an attempt to better understand potential barriers in realizing a healthy
diet (Morland & Evenson, 2009). Food access is often considered to be the interaction
between external factors and the act of procuring food. These external factors include
economic resources of monetary, credit, or entitlement benefits; the geographic proximity
of corporate, private, and co-operatively owned food stores; and the specific modes of
transportation used to travel to and from these stores. Powell et al. (2007) found that
nationally, lower income neighborhoods had half as many supermarkets as whiter, more
affluent neighborhoods, but were twice as likely to have many more small grocery stores
and convenience stores. Other community based studies have shown similar correlations
between race, income, and the type of available food sources (Block and Kouba, 2006;
Sloane et al. 2003). Morland and Filomena (2007) found that predominantly white
neighborhoods had four times as many supermarkets as a neighboring African-American
community. Such findings suggest that race is an integral variable in food access.
Access to transportation is one of the most significant concerns in food access
inequality (Shaw, 2006). Automobiles allow “for more choice in where and when” to
shop and provide the opportunity for a person to “save money, find better quality foods”
and purchase in bulk (Clifton, 2004, p. 407). According to a Minnesota study on food
environment and access perceptions, Garasky et al. (2004) found that transportation was
their research subjects’ dominant concern. Those without a car not only pay more for
groceries when they shop in the non-chain or small stores within their communities, they

are faced with added transportation costs if they chose to shop elsewhere. Clifton (2004)
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also discusses that people who do not own a car must spend extra amounts of time and
energy using public or other forms of transportation. Those who walk or utilize public
transportation are usually forced to make more frequent trips to the grocery store due to a
limited amount of personal “carrying capacity” (Shaw, 2006, p. 232)

High concentrations of poverty, limited access to supermarkets, and poor
transportation allude to the possibility of high rates of food insecurity. Morton et al.
(2005) defines food insecurity as the “limited or uncertain availability of nutritionally
adequate and safe foods or limited or uncertain ability to acquire foods in socially
acceptable ways” (p.102). When people cannot access food in such acceptable ways, due
to the lack of economic resources or transportation, they often turn to emergency food
sources such as the local food bank. Food distributed by food banks is often of
questionable nutritional quality, and is only seen as supplementing ones diet since the
rations rarely provide enough to feed a family over an extended period of time (Tarasuk
& Eakin, 2003). Other supports for food security include food stamps and WIC food
benefits. There is a growing concern that many food insecure Americans qualify for
these benefits but do not participate in these programs. In a Minnesota study, only one
third of food bank users utilized food stamps (Garasky, Morton, & Greder, 2004). In
some cases, these benefits only lessen the severity of food insecurity and do not
necessarily solve the problem.

These approaches to constructing the problem of diet-related health disparities
provide considerable evidence that points to differences in environmental characteristics
that act as barriers to achieving a healthy diet. There is strong support that the spatial

location and density of food retail outlets are potential contributors to these disparities
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(Morland & Evenson, 2009). Conversely, some researchers show concern that due to the
very complex nature of this problem, food environments research frameworks and tools
still fall short in developing solid conceptual and theoretical models (Oakes, et al., 2009).
Without methods that are cultural relevant to the lives of minorities we fall short in
honing in on the interdependence and interrelationship of environmental, behavioral and
social variables affecting health disparities. In other words, food environments and food

access research must still evolve to take a more systems approach.

2.2.2 The community food security perspective
Hamm and Bellows (2003) support this environmental, food access perspective in
their discussion on a Community Food Security (CFS) framework and its implications for
diet-related health interventions. Community food security is defined as:
A situation in which all community residents obtain a safe, culturally acceptable,
nutritionally adequate diet through a sustainable food system that maximizes
community self-reliance and social justice (Hamm and Bellows, 2003).
They argue that barriers to accessing a healthy diet are not only factors of physical
environments and an individual’s economic resources but that food and health problems
are embedded within larger structural inequalities we have yet to truly understand. For
example, Allen (1999) explains how CFS is situated within the historical context of
federal food welfare programs for low-income people but that CFS pushes for a shift
away from emergency food sources which are not believed to embody food “self-
reliance” strategies (p. 119). She notes that the “key feature[s]” of CFS is “empower[ing]

people” and promoting “self-determination” through such things as community economic

planning and development (Allen, 1999, p. 119). Allen (1999) notes:

15



Community food assessments of the food and agriculture system provide an
opportunity for people to understand the forces that enable or constrain their
access to resources... Democratic participation is merely formal without this type
of understanding. Community food security offers the opportunity of developing
a deep and democratic understanding of and action around food access, quality
and control (120)
For a number of practitioners in the field of community food security (CFS), this
represents a very complex, systemic problem which cannot be fixed with one solution
and requires the “integrating or synthesizing [of] diverse data and opinion” (Kitchener,
1983 p. 223). Approaches to CFS research and practice should support a holistic and
multi-dimensional view of food and health that is embedded within social, economic, and
environmental realities (Allen, 2004). Some scholars have noted that this approach is
dependent on the inclusion of those populations most affected, therefore these
populations should be partners in the construction of community food security values and

strategies (Allen, 1999). The question remains, how can we support more inclusive

forms of CFS? What is the best way to include youth?

2.3 Integrating CFS into youth and food programs
2.3.1. Is more CFS education the answer?

Education, learning, and developing a greater shared understanding among
diverse stakeholders seem to be fundamental strategies in the CFS approach. Webber and
Dollahite (2008) explored the attitudes of low-income “food heads of households”, they
found that their research subjects did in fact have some views in common with CFS
practitioners (p. 188). This included an awareness of existing disparities in quality and
availability of fresh fruits and vegetables and the potential economic and social benefits

of supporting local food production and consumption. On the other hand, they found a
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lack of knowledge and concern for issues related to sustainability and non-market, value-
based food economies that are believed to be imperative to attaining CFS. In response,
they recommend that nutrition education efforts include these concepts as important
learning objectives in conjunction with traditional approaches (Webber & Dollahite,
2008).

This is similar to the conclusion arrived at by Bissonnette and Contento (2001)
who studied youth food attitudes and behaviors. These authors argued that adolescents
are at the stage where they start forming their belief systems, therefore youth should be
considered as the most important target community for food system education. They also
suggest that the purpose of education should support youth in “developing solutions” to
current and future food systems (p. 72). The authors used a psychosocial theoretical
framework and a survey to understand youth’s perspectives of the environmental impacts
of food production to determine if their beliefs impacted their food choices. More than
half of the youth surveyed claimed they ate fruits and vegetables, cooked their own foods,
shopped for themselves on a regular basis, and shopped for their family. This supports
the view that youth do have considerable influence over their personal healthy eating
behavior and that of their families (Bissonnette & Contento 2001). The youth believed,
abstractly, that organic food and local foods are better for the environment, however most
stated that they did not intend to purchase these foods. Ideally, they believe that these
foods should be available to all and labeled to promote healthy bodies and a healthy
environment but “they did not feel it was their responsibility personally to purchase

organic or local foods in order to improve the health of the environment” (p.78).
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Since most did not have well-established beliefs related to socially just or
environmentally sustainable food production practices, the authors conclude that
education with the purpose of including youth as “problem solvers” must better inform
them so that they understand not only their rights but also their responsibilities as food

consumers (Bissonnette and Contento, 2001, p. 76).

2.3.2 Food democracy and food citizenship

There is little doubt that education is very important in dealing with health
disparities and community food security. However, is education the only answer to
supporting the inclusion of those traditionally marginalized in CFS initiatives? Or, as
Hamm and Bellows (2003) suggest, do participatory, holistic, and systems approaches to
problem construction and the development of long term solutions require a major shift in
the roles and practices of educators, researchers, practitioners, and community members?
This approach necessitates. This suggests that youth development efforts must focus on
building youth’s capacity to become conscious, motivated, and effective systemic change
agents. The traditional model of education and service provision maintains the dominant
role of the expert in assessing the problem and developing the necessary intervention
strategies, and the passive role of the target population as learners who are expected to
take on personal responsibility for behavior modification. Hamm and Bellows’ (2003)
CFS framework requires that practitioners take on a more facilitative role where they
engage with communities in such a way where the practitioner and community are co-

learners and co-producers of knowledge. Of course this assumes effective and successful
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group collaboration is possible despite traditional power inequalities found in diverse
stakeholder groups.

The emerging concepts such as “food citizenship” and “food democracy” attempt
to deal with such power inequality problems through critical action and reflection, as well
as by embracing the unavoidable nature of conflicting values and agendas in
collaborative work (DuPuis & Goodman, 2005; Hassanein, 2003). Food citizenship is,
on one end, the embodiment an idealized new form of food personhood in a new civic
food culture where an individual knows their rights and exercises their responsibility to
the common good (DeLind, 2002). On the more pragmatic end, food citizenship can be
the mere practice and participation in the process of “food democracy” (DeLind, 2002;
Hassanein, 2003; Hassanein, 2008). All in all, these ideas represent the ways in which
people re-engage in the action of gaining control over the agrifood system and resituating
food in values in ways that exist outside the traditional market economics (DeLind,
2002). Food citizens are often expected to reject both the commidification of food and
the binary roles of producer/consumer. However, this is extremely difficult since such
binary, hands off thinking has structured our relationship and understanding of food for at
least an entire generation.

Constructing a new food personhood is no doubt an intensely value rich process.
A true “reflexive politics” (Dupuis and Goodman, 2005, p. 359) of food democracy
requires the continual contestation and recreation of our conceptualizations of such things
as “scale”, “local”, “place”, “community”, and “access” that are embedded in particular

contexts, histories, and narratives. Like systems approaches, Hassanein (2008) explains

the essential components of food democracy and food citizenship to include:
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“Collaborative action” or coalition building among differing interests and the
“meaningful participation” of all collaborating stakeholders in “governing and shaping
their relationship to the food system”. She emphasizes that such political efficacy
requires opportunities to produce and acquire knowledge on the depth and breadth of
agrifood systems as well as the multiple roles food plays in our lives. Occasions for
dialogue and deliberation around ideas and possible alternatives are also necessary to
align and direct “toward the community good” that includes ethics of care for both human
and non-human realms (Hassanein, 2008, p. 291). Production of knowledge in this sense
supports “open-ended inquiry into particular real-life problems” that is dependent on the
inclusion and participation of diverse citizens (Hassanein, 2003, p. 84). Again, the

question remains as how do we best include youth?

2.4 Youth Development

Strengths-based, person-centered, and ecological perspectives of youth
development dominate most youth programming in the United States today, especially
among out-of-school informal education projects. Positive Youth Development (PYD)
theories contribute to the most accepted approaches in youth programming and shift the
focus towards youth’s current and future abilities instead of attempting to remedy their
perceived defects or shortcomings (Perkins & Borden, 2003). As explained by Pittman
and Irby (1995), youth must have opportunities to gain skills, knowledge, and healthy
attitudes, through capacity-building within all of the diverse domains commonly referred

to as competencies by youth development scholars. These domains of competence
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include: a) physical competence, b) emotional competence, c) cultural competence, d)

employability, €) intellectual competence, f) civic competence, and g) social competence.

2.4.1 Youth and food programming

Situating youth and food programming in a PYD perspective provides a very
basic guidepost that is helpful as we start to organize broad examples of learning
objectives and experiences, as well as different evaluation approaches and measurements.
Some of the first lessons we learn from using this theoretical framework are that
disseminating nutritional information alone shows little effectiveness in supporting
attitude and behavior change (Rabe et al., 2006). Instead, programs need to be
experiential and engaging. We also learn how a narrow focus on the promoting the
individual physical health of children limits our ability to build comprehensive youth
assets that help youth be healthy and resilient throughout childhood and adulthood.
Using PYD as a guidepost also highlights the need to deeply reflect on the purpose and
nature of learning for healthy development. On other hand, PYD falls short in helping us
to conceptualize how to situated environment causes of health disparities, social justice

and CFS into youth and food programming.

2.4.1.1 Problematizing reductionist forms of youth and food programming

Early youth food programs that targeted health disparities often employed
simplistic pedagogies and learning objectives. For example, (Rabe, et al., 2006)
evaluated the effectiveness of Youth Expanded Food and Nutrition Education Program

(EFNEP) curriculum in 3™ and 4" grade classrooms in Cleveland Ohio public schools.
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They note the importance of this study since Youth EFNEP programs had not been
evaluated since the 1970’s. According to Rabe et al. (2006), these federally funded
programs are:
...designed to provide nutrition education to disadvantaged urban youth. [EFNEP]
is offered through schools as an enrichment of the curriculum, in after-school
programs, through 4-H EFNEP clubs, day camps, residential camps, community
centers, neighborhood groups, and home gardening workshops (1).

The learning objectives these authors evaluated were intended for youth to gain
knowledge on the “Food Guide Pyramid, Food Groups and Nutrients, Planning and
Choosing Nutritious Meals and Snacks, Nutrition Labels, and Food Safety” (Rabe et al.
2006). To test the curriculum, the authors used a self-administered survey which
measured knowledge and self-reported behavior prior and following the intervention on
both an experimental and control group. They discovered statistically significant changes
in the youth’s knowledge about the Food Guide Pyramid but no change in their self-
reported behavior on food choices. The authors’ note that these youth were only exposed
to four sessions of nutrition education over a two to four week period which was most
likely a major limiting factor. They also speculate that such limited content and the
assumption that behavior change will immediately accompany the acquisition of new
knowledge is unlikely to support lifelong changes.

Many in-school and out-of-school youth food programs seem incongruous with
PYD theory because they employ a much too narrow focus on individual development
within the physical health domain. These food and nutrition education programs attempt
to modify the food attitudes and behaviors of youth but fail to influence important

ecological factors such as a student’s emotional or psychosocial health, as well as
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interpersonal and community aspects (Ozer, 2007). For example, much of the literature
on after-school garden programs considers these initiatives as intended to increase access
to fresh fruits and vegetables and the predominant measurements of significant change
are restricted to the program’s capacity to increase participant’s fruit and vegetable
preferences and intake (Hermann, Parker, Brown, Siewe, Denney & Walker, 2006;
O'Brien & Shoemaker, 2006), or the demonstration of nutritional knowledge (Poston,
Shoemaker, & Dzewaltowski, 2005). This approach is problematic because it reduces
food and eating to narrow behavioral and nutritional components instead of seeing food
as existing within environmental, economic, social, political, and cultural systems that
interact and are interrelated. It also reduces the conception of youth and health to a
pathology or deficiency in individual knowledge.

A more in-depth approach to conceptualizing youth development can be found in
Benson’s (2006) 40 developmental assets. The domains of competence in PYD are
valued, however this perspective supports the view that in order for youth to become
healthy, resilient, and capable adults, the more 40 developmental assets they acquire, the
less likely they are to engage in unhealthy risk taking behavior and are more likely to
thrive despite challenging environments and situations (Benson, 2006). These
developmental assets are divided into two main types, external and internal assets.
External assets exist outside the youth and are often built through relationships with
adults and the community. External assets are broken down into the core categories of
“support”, “empowerment”, “constructive use of time”, and “boundaries and
expectations”. Internal assets exist in or are actualized by the individual but are

dependent on positive relationships with adults. The categories of internal assets include
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“commitment to learning”, “positive values”, “social competencies” and “positive
identity” (Benson, 2006).

Instead of illustrating each of the forty assets within these categories, I would like
to draw the reader’s attention to some of the specific developmental assets that lacking in
youth today. In 2003, the Search Institute surveyed 150,000 youth on attitudes and

behaviors related to forty developmental assets (http://www.search-

institute.org/research/assets/assetfreq). About half reported experiencing external support

from adult relationships. Around the same number of youth had values related to caring,
and equality and social justice, positive identities that include the assets of personal
power, self-esteem, and sense of purpose. As for social competencies, about half
experienced cultural competence, interpersonal competence, and conflict resolution and
resistance skills. What is even more alarming is that less than 30 percent of youth
experienced external support in the form of positive family communication, caring
neighborhoods, caring schools, adult role models, and parental involvement. The
majority of these youth did not feel empowered by their community as valuable resources
and had few opportunities for creative activities within their environments. Also, less
than one third had a sense that they acquired planning and decision making abilities.
When considering both of the previously described youth development
perspectives, change must occur at more than just the individual level to include
development at more structural and cultural levels. It shows the need to build youth’s
confidence and social values, providing youth more opportunities for creative learning

and purpose driven activities. We also need to work much harder at creating positive
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intergenerational relationships, integrating youth in their neighborhoods, and youth voice

in decision making and planning.

2.4.1.2 Examples of youth and food programs that build assets

There is some evidence that youth and food programs can support multiple
domains of youth competence and building the needed assets for health. For example,
the incorporation of leisure and recreational activities that is necessary to support youth’s
emotional competence, or their ability to cope with emotional and environmental
stressors can be found in many youth and food programs. Building emotional capacity
can also be seen as an effective strategy to promote competence within the other domains
because youth are more likely to be engaged in and participate in programs that they find
fun. If youth enjoy gardening as a leisurely and recreational hobby, there is no doubt
that they are simultaneously improving their physical health through exercise. Fun and
engaging programs can also enhance learning. For example, Clark & Foote (2004)
evaluated a popular daylong workshop called “Kid’s Chef School” intended to teach
basic living skills such as cooking and food safety. According to the children
participants, they enjoyed the opportunity to prepare and eat food along with the
physically active games used to reinforce the programs content knowledge and skills.
They reported liking the pencil and paper activities the least. The authors suggest the
hands-on and fun experiential learning influenced the 69 percent increase in the youth’s
food preparation knowledge (Clark & Foote, 2004).

Teaching youth to think of food as a system is also starting to be a more common

learning objective in these programs. Kinder (2008) discussed how Extension educators
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and camp planners enhanced the food system education for 4-H youth who had little to
no agricultural connections from family or community. These food system workshops
were intended to explore food “production, management, and by-products of a specific
product or commodity, coupled with a fun activity” (p.1). Similar to other workshops,
these planners saw the importance of engaging youth in something they would enjoy and
reinforcing learning with hands-on activities. One of the main learning objectives was
for the youth to gain a foundational understanding of food and agriculture as a holistic
system comprised of production, processing, distribution, and consumption nodes. Their
approach to systems thinking included exploring the various roles humans play in
transforming and moving food through these sub-systems. The youth were required to
identify the various ingredients of trail mix, locate where the raw form of these
ingredients were grown and then map the life of trail mix from the field to the processor,
to the grocery store, to their home (Kinder, 2008). This activity and the use of trail mix
in particular represents a useful teaching method in introducing youth to food system
concepts because it aids the youth in visualizing how food is transformed from a raw
commodity into an attractive and marketable food product. It also helped them to
visualize how the process is dependent on diverse actors with specialized responsibilities
in making the product as well as how nodes in the agrifood system are often located in
particular geographic places because those places either have the appropriate growing
conditions or processing and distribution resources.

Another learning objective of this workshop was to provide the youth with a
greater conceptual understanding of the importance of food system jobs to local

communities (Kinder, 2008) but the purpose and potential success of the methods used to
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achieve this objective is unclear. Agricultural industry professionals were invited to
speak to the youth in these workshops however there is no mention of exactly what they
discussed outside of the details of their job or how the youth responded to these speakers.
The youth were also required to discuss their parent’s jobs and how they thought that
these jobs were important to their community. Unfortunately, there is no discussion of
how this activity was connected to the influence of food system related jobs to local
community well being.

This workshop could however represent an attempt to support the PYD domain of
“employability” by exposing youth to occupations that are vital to providing them the
food they enjoy and need to sustain themselves. Youth need knowledge on diverse
employment possibilities in order to make informed decisions regarding occupations they
might excel at or jobs they would get pleasure from. Most importantly youth need to
know the necessary education, experience, and skills needed to attain certain jobs. There
also may have been a small attempt to support civic competence by highlighting the
connections between local jobs and community well being which, if successful, could
encourage youth to value the purpose of work as providing for the larger good (Huebner
2003). The importance of building assets for employability was a major motivation for
youth participating in the 2007 Michigan Youth Farm Stand Project (Brander, 2008).
The Youth Farm Stand Project is community-based program usually offered in after-
school settings that focuses on “nutrition education, entrepreneurship, and sustainable
local food systems” through the growing and selling of fruits and vegetables (Brander,

2008, p. 4). Brander (2008) found that Youth Farm Stand Project participants highly
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valued the opportunity to make money, learn about the vocation of agriculture, and gain

skills to prepare them for college.

2.4.1.3 What about the other competencies are needed for healthy development?
The majority of the previously reviewed studies only touch on one or two
domains of PYD and few explicitly consider youth food programs as supporting cultural,
social, or civic competencies. These domains are considered to be the most vital to
interpersonal and intrapersonal asset development because they provide opportunities for
youth to “work collaboratively with others for the larger good, and sustaining caring
friendships and relationships with others” (Huebner 2003, p. 345). It also requires that
youth practice planning and decision-making skills, empathy, and dialogue.
Latenshclager & Smith’s (2007) study provides one of the best examples of how
youth food programs can impact these social, civic, and cultural domains while also
supporting the perspective of food as a system with interrelated sub-systems. They used
focus groups to better understand food and gardening beliefs, knowledge, and values of
both a non-participating control group and those who were active in the Youth Farm
Market Project in Minneapolis/St. Paul. This informal out-of-school curriculum focused
on exploring nodes within the agrifood system, learning about stewardship, and ethnic
cooking by emphasizing the importance of experiential learning through hands-on
activities such as gardening or meal preparation. Latenshclager & Smith (2007)
discovered that those participating in this project were much more knowledgeable about
seasonality, gardening techniques, where food comes from, nutrition, and cooking skills.

YFMP youth also discussed how they were much more likely to try ethnic or different
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foods and that since one of the central tenets of the programs curriculum is “empowering
youth to respect others” the youth claimed that their favorite aspect of the program was
“meeting and socializing with others” and valued that everyone actively respected each
other despite any cultural or social differences (p. 253).

The previously discussed workshop, “Kid’s Chef School”, also provides an
example of attempting, although somewhat unsuccessfully, to support the social and
cultural domains of youth development since another important goal of this workshop
was for the youth to gain table manners and the belief that these were valuable life skills.
The youth learned how to arrange place settings and use the various types of dishes and
silverware in accordance with the etiquette of a formal dinner party. The program also
concentrated on other forms of formal and polite etiquette such as saying “please” and
“thank you”, how to politely pass food, and how to start conversations with people by
inquiring about their interests, hobbies, and family (Clark & Foote 2004).

Despite the fun and recreational approach to this workshop, the evaluation
showed only a 25 percent increase in the youth’s understanding of food manners (Clark
& Foote 2004). The evaluation of this workshop also helps draw our attention to our
limited understanding of how learning occurs as well as our narrow view of the ultimate
purpose or relevance of learning in these youth food programs. The authors suggested
that the successful impact on youth’s food preparation knowledge was because of the fun,
engaging, and experiential nature of the program (Clark & Foote 2004), there is no doubt
that this is an important factor of learning, however it is the form of knowledge and skills
that cooking embodies that contributed to its success. Food preparation knowledge and

skills cannot be understood outside the context of the kitchen or without opportunity to

29



practice measuring and combining ingredients or to observe the physical and chemical
transformation that occurs through cooking and baking. With food preparation, it is the
experience and context that reinforces the knowledge and skills.

The study showed that the workshop was not successful in significantly impacting
the youth’s knowledge on food safety or nutrition which is most likely due to the abstract
nature of this content and skill purposes. It is difficult to situate food safety in a context
that reinforces a youth’s experiential learning unless they actually experience or witness
the unwanted consequences of food safety failures such as injuries or cuts. It is even
more difficult to apply nutrition education in an experiential way since the effects of poor
diet are not often experienced until one’s later adult years. In order for this knowledge to
manifest as skills or attitude change it must be memorized therefore the content must be
continuously introduced and reinforced by adults. Bissonette & Contento (2001) heed
this concern when they conclude that communicating abstract ideas on the food system is
not enough to support behavior change and that youth need experiential and critical
learning opportunities to truly grasp the complex conceptual issues around fobd systems.
Adults cannot expect significant changes if they simply preach the food system to youth.

Here, we find support for the need to focus on building youth’s intellectual
capacity. Programs that focus on this domain within youth development are very hard to
come by in the literature on youth food programs. Some might consider school garden
programs that are intended to be used to teach other academic subjects such as literacy,
science, and environmental studies (Graham, Beall, Lussier, McLaughlin, & Zidenberg-
Cherr, 2005) as supporting intellectual development. However there is little known

evidence that school gardens are successful at enhancing academic performance. Ozer
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(2007) explains that the majority of evidence supporting these types of impacts is
anecdotal and only represents the perceived impacts according to teachers,
administrators, and practitioners. She suggests that longitudinal studies are needed to
assess test scores and grades to determine whether or not school gardens influence
students’ academic performance. Such a study makes sense and would be very valuable,
however I question the equivalence of academic competence and intellectual competence.
For example, it is possible for someone to excel at tests and get exceptional grades on
class assignments and lack what Huebner (2003) identifies as the intellectual abilities
such as critical thinking, creativity, problem-solving, and various “expressive skills” (p.
348). Youth are constantly bombarded with multiple messages on how they should live,
think, and act from family, friends, teachers, or the media. Therefore, youth need ability
to be critical of the information being disseminated to them because they.

I have illustrated some examples of youth programs that have expanded to include
agrifood systems education and how such a food systems approach provides more
opportunities to develop other domains of PYD including employability, civic, social,
and cultural competencies. I have also shown how the use of a PYD framework can be a
strategy when incorporating agrifood systems concepts into youth food programs.
Conversely, there is a critical component of youth development, food, and health missing
from these approaches. What if the most effective food systems teaching and
engagement approach that supports all PYD domains but does nothing to change diet-
related health disparities because “school and home environments” prevent youth from
putting “learned knowledge into practice and improve their dietary behaviors” (Rabe et

al. 2006, p.9)? Dealing with this dilemma lies in how we construct the ways in which
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youth make healthy transitions throughout their childhood and in the contexts of their
communities and cultures. From the literature we learn that youth need increased access
to empowering opportunities as well as various opportunities to directly participate in
their own growth and the positive transformation of their communities. This directly
parallels the idea of empowering young people through civic development to become

food citizens.

2.4.2 Integrating CFS and food citizenship into youth development

Youth empowerment and civic development are seen to go hand in hand. How
exactly do we go about integrating CFS and civic development with youth development
in a way that empowers youth? Education as means to change attitudes or values through
the communication of abstract ideas of youth’s rights and responsibilities within their
neighborhood or community is not enough to support civic competence or a “civic
identity” (Nicotera, 2008, p. 223). Instead, youth need to be included in the remaking of
what citizenship and meaningful change means to their lives.

Community Youth Development (CYD) perspectives provide striking parallels to
community food security and food citizenship. This more recent approach embraces the
stance of PYD that youth are resources to be developed but goes beyond its emphasis on
the individual to include an individual’s interaction with “the multiple levels of his or her
environment” (Perkins, Borden, Keith, Hoppe-Rooney, & Villarruel, 2003). Like
community food security, CYD forces us to rethink youth as capable and competent
citizens, not passive recipients of education or services. Engaging youth as partners in

“community evaluation research” has been shown to support their intellectual, social, and
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civic competence because it provides empowering opportunities for youth to participate
in organizational development and decision making (Chekoway, Richards-Schuster,
Abdullah, Aragon, Facio, Figuera, Reddy, Welsh & White, 2003). It also explicitly
requires us to reconsider our adult roles and responsibilities in order to effectively
facilitate the meaningful participation of youth in personal and community change

(Checkoway, et al., 2003).

2.5 Participation and sociocultural learning
2.5.1 The role of participation in learning and development

The concept of participation metaphor is essential to systems and CFS approaches
and is explicit in sociocultural theories on change. The sociocultural model asserts that
learning should not be conceived of as the accumulation of skills and disembodied
knowledge. Alternatively, development and learning is understood to be a
multidimensional process of transformation through participation (Rogoff, Baker-
Sennett, Lacasa, & Goldsmith, 1995). Many scholars support the notion that
development cannot be understood outside the particular contexts in which it takes place.
However, most approaches pay attention to either the individual or the context and not
the interdependence of the two throughout the change process (Rogoff, 1993). Also, the
focus is rarely on the individuals’ and groups’ participation within these contexts.

Sociocultural development takes place through participation in a cultural activity,
or a historically situated practice that embodies particular discourses, sets of tools, norms,
and values (Rogoff et al., 1995; Rogoff, 1993). Also, this approach posits that since

change is supported at multiple levels including the individual, interpersonal, and cultural
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or community “planes”, transformation must also simultaneously occur at all of these
levels (Rogoff et al., 1995, p. 46). These planes are considered to be mutually
constitutive in the development process, thus one or two planes cannot influence change
on another plane without simultaneously experiencing change.

Lave and Wenger (1991) discuss that participation is “situated learning” that
occurs within a “community of practice”, a group of people who are not always clearly
defined as a group or even closely connected. Communities of practice do however share
some sort of common understanding regarding the purpose and meanings of their actions
and are motivated to act and learn together. Rogoff (1993) notes that it is the activities
and events in which groups participate that should be the “unit of analysis”. Part of the
context for development is this community of practice, but it is also thé actual activities,
behaviors, meanings, and tools of that community that are often embedded within
historical, political, and economic contexts. Development occurs as participants

themselves change and change contexts by contributing to activities and practices.

2.5.2 Participatory approaches

Participatory research processes are gaining popularity as methods to include
various stakeholders in inquiry, natural resource management (McCall & Minang, 2005),
and educational and program development (Doyle & Krasny, 2003; Krasny & Doyle,
2002). Scholars note that such approaches are by no means the antidote to complex
social and environmental problems, and may add more complications and limitations than
traditional methods. The key is that these approaches are considered vital to human

development and to our progression towards democratic and social justice ideals
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(Cornwall, 2008). Ansley and Gaventa (1997) believe that the purpose of research should
be to “strengthen participation in civic life”, or that participatory and inclusive forms of
research are necessary in promoting a democratic society (p. 46). Their work shows how
common it has become for university and community institutions and stakeholders to
develop unique partnerships that produce both knowledge and practical change in the

name of “democratizing knowledge”.

2.5.3 Problems with participation

Again we see that intellectual, social, and civic capacities are essential for
participatory systems approaches. This is because such practices are contingent upon the
meaningful interaction of multiple stakeholders, dialogue and deliberation, critical
thinking, and empathy or understanding the experiences of others, in the continual and
iterative processes of constructing problems and solutions (Midgley, 2000). Therefore,
like inclusive CFS and CYD perspectives, learning as well as interpersonal and
community development are often considered necessary factors in more ideal forms of
participatory processes (Pretty, 1995). Despite the notion that participatory approaches
are more socially just and democratic, users have found many limitations to achieving
complete participation, as well as the common tendency for unintended complications to
arise from such approaches. A major crux in participatory approaches is that despite the
fact that the different types are guided by similar “normative assumptions”, they embody
multiple and diverse classifications and interpretations of what should be considered
adequate participation (Cornwall, 2008, p. 270). For example, is inclusion of community

members in consultative or informative roles considered participation because it is often
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one of the more pragmatic and accessible methods (Pretty, 1995)? Or are consultative
roles, as Arnstein (1969) suggests, a form of tokenism? Those who employ participative
approaches have also discovered complications when attempting to achieve true forms of
participation when balancing conflicting interests of funders, researchers, and participants
seems impossible (Krasny and Doyle, 2003). Another common barrier to participation is
time, money, and effort needed to build rapport and find mutually understandable and
relevant discourses and language among experts and community members (Jupp, 2007;
Miskovic & Hoop, 2006).

Although it is assumed that participatory processes are the most progressive
methods towards more ideal forms of democracy and social justice, it is also extremely
difficult to actually transform traditional power roles. Participatory attempts can end in
increased frustration by those involved when those in more dominant power roles fail to
take accountability for inequalities, further endangering the political efficacy of these
approaches (Kirshner, Fernandez & Strobel, 2002). Collaborative action does not
guarantee meaningful participation, even when diverse or underrepresented stakeholder
groups do come to the table. McCullum, Pelletier, Donald, Wilkins and Habicht (2004)
researched group dynamics and differing levels of participation during a community
based food security planning session in New York. They discovered that the traditionally
dominant group promoted the belief that the process was democratic, and yet
continuously “brush[ed] over” concerns made by some minority and low-income
participants (p. 214). Some also used “ideological language”, like “the poor are
apathetic” which had the effect of silencing further discussion by participants who could

have been considered poor (p. 216). Ultimately, the process of defining the group’s
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relationship to the food system, the problems faced by the group, and the potential
solutions was constructed by a select few empowered participants. In a follow up focus
group, the traditionally underrepresented participants did not feel as though their voice
was valued and that the desire for their inclusion was not genuine (McCullum et al.,

2004).

2.5.4 Dealing with barriers to ideal forms of participation

Cornwall (2008) suggests that the best solution to these complications is for users
of participatory methods to be increasingly competent in their ability to assess and clearly
articulate the forms, purposes, and applications of participatory approaches during and
after a particular project. Pretty (1995) provides a helpful typology intended to guide
users of participatory methods in analyzing the actual level of participation that a project

achieved against a sought after ideal. Table 1 describes this typology.

37



-poddns Jo jjomoureyy Surqens ue 3plroid SOON Pue SJUIURLSAOS J1 pealds ued UOHEZIIqOW-JRS PIsN
aI8 SHOMOSII MOY JA0 [OUOS UTBJRI NQ “IIIAPE [BIWI33] PUB SIOMOSII JOJ SUOHNIISUI [BULI)XI YJIM SJOBJUOD
dopasp Loy “suwisAs a8uey> 0) suOHMYSTY [BWLIXS JO Ajjuepusdepur sanenl Burye; Aq srednmed sjdosg

UOHBZIIQOW-JPS
‘soonoeid pue samjonys Surmejmew
W 9IS & 9ARY 57 08 ‘PIsn 3Ie SIOIMNOSIT MO JUIULIP PUB SUOISIIAP [BI0] JO [OXIOS e} SdnoI8 Sy "$ISSd
-301d SuruIes] paIMIonIs pue JJEWISAS JO IsN AW pue sIARsdsd ajdynw }9s 18y sarSojopoyow Kieurd
-PSIPRIU SIAJ0AW S, S80S 109f01d 3A9M 08 0} SUBSW © isnf jou JySu & S8 BI3s S1 uonedioned “SUOHNINSTY uorgedioged
1890 Jo SurnoySuons pus uoneuLIo} 3y Jo ‘suejd uonss Jo JuewdopAdp ‘sisATeue Jmof uy aednmd sjdodg 3 >_«.“5. B
S[808 [BWIITXD IARS 0] p31do-0 3q ABu 3jdoad BoO] |s10M
IV sjuage [SWRXs £q Ipem U39q Apeae 2AsY SUOISIIP Jofew Y A[uo Isue 0f SPUS) Inq ‘Vulew UOISIXP
PAJBYS JUIOS IA[OAUI PUB JARIBIIUI 3q ABUI JUIURAJOATL Yong Jo3f0id 3Gy 03 p3te[al s9A[RIqo pauuRppIsd voredpgrd
199mw o} aedioned Aew ajdosJ °speoS 359fo1d aaamoR 0} Suesw SE SIAOUITE [BUWPIXI Aq pasn s uoljedioned _S.ouo::.m
‘spud uonesuadiiod ayy e ssonoead ay) SmBuojoid uy axe}s Ae saey jou op 3jdoad jnq uon SOAIEIIUI
-edionred pafres siy) 39S 0] DOURDIOD AA ST “Sutumed] Jo uonEIUIRGXI AR W pIAjoAUt Jou s sjuediogeg _acs.ue uou.
*SIATJUDOW [BLISTBIE YO JO YSBS POOJ JOJ WIMAI Ul J0gE| St [Ins $32Mosas Junquyuod £q sredoiped sjdoad :om-&og d
‘smalA 8,3[doad preoq uo axe} 03 UOIESRQO Ou JIpUN Ik SEUOISSIJoId pus ‘BUINBW UOISIOIP
U 3JBYS AR IPIAU0D J0U SIOP §89501d IANBINSUOO 8 YonS "SISA[BUB [ONUCO 08 PUB ‘SIs83901d Sutyies uonsw uoreymsuo) £q
-Joyuw pus suR[qoid sugap sjusTs [BuIXy ‘suonsanb Vuumsue £q 1o paymsuos Suwq Aq sjedidied sjdoag ._8_:&0_:- d
‘spadxs [eurgxs 3y) 03 Ajuo sBuopq pareys
8maq uonsuLIoyuT 94 I, "suoimdo s,auoAe SwpnOUT MOYNM JuswIFeuRw JO UOTJRNSIUNIPE Aq SUSWIOUNOU uonedionrg
-Ue [BX UM SaAjoAw J] ‘pauaddey Apease seq 1o pIPIIP BRQ seq Jegm pjo) Fukq £q ajednmed sjdoad aaIsseg
uonedionrd
‘9mod [BNJOR OU 9ABY JNQ STOUNOI 10 SPIeoq U0 PIJuIsaIdal am ajdoad -asusjeud e st uonedioged aarendruepy
3d£) yawa Jo apspinmrsy) (Sopod4],

uopedppred jo {BojodL1 (S661) 5.Ana1d °1 JqEL

38



Interactive and self-mobilizing types of participation better support normative
assumptions on how to achieve social justice and empowerment. Functional types of
participation promote collaborative efforts but still run the risk of exploiting marginalized
partners. Unlike the passive and consultative forms of participation, exploitation is more
covert and often unintended. Understanding the nature of this is very important when
engaging in adult-child collaborations. Hart (1992) refers to this exploitation as
“tokenism” and it occurs when project claims to be participatory by including the voices
of youth but never have the opportunity to choose how their voice is used. In the worst
cases of tokenism, youth voice is often manipulated to push an adult agenda (Hart, 1992).
How do we avoid tokenism and less empowering forms of participation? Checkoway
and Richards-Schuster (2003) assert that "[s]Juch negative consequences of participation
might be reduced by preparing young people and their adult allies more effectively for

their roles in the process...” “but education and training are only one approach" (p.7).

2.5.6 Participatory learning in a community of practice

A sociocultural approach to learning and development provides an excellent
framework conceptualized how systemic change occurs through participatory process as
well as a model for evaluating the effectiveness of these processes in the field. Let us
take a closer look at how sociocultural development works. Within a community of
practice, individual change takes place as newcomers participate more and more in the
community’s activities, master its practices and are better prepared to engage in similar
activities in the future (Lave and Wenger, 1991; Rogoff, 1993). Interpersonal and

community change occurs because learning through participation is also a process of
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negotiation and meaning making between ‘oldtimers’ and fellow ‘newcomers’ (Lave and
Wenger, 1991). Rogoff (1993) asserts that progressive sociocultural development is
dependent of the meaningful interaction between these different roles within the
community and notes that these roles most often include the more knowledgeable
expert(s) or adult(s), the less knowledgeable apprentices, and their peers. Existing
knowledge and abilities are shared between the participants, and through participation,
new forms of knowledge, new tools, and new practices are created. But, how can we
measure such a complex type of change?

Sociocultural development perspectives force us to rethink our conceptualization
of time and knowledge when measuring change and learning. Rogoff et al. (1994) draws
our attention to our assumptions of time when we view that learning and development
occurs through acquisition of knowledge and skills:

The notion of acquisition rests on the assumption that time is segmented
into past, present, and future, which are treated as separate. This yields problems
of accounting for relations across time- problems that are often handled by
assuming that the individual stores memories of the past, which are somehow
retrieved and used in the present, and that the individual makes plans in the
present and (if plans are stored effectively executes them in the future) executes
them in the future. (p. 55)

This suggests that traditional evaluation methods such as surveys or focus groups that
collect measurements of peoples’ current abilities and knowledge for comparison at the
pre- and post-intervention stages are inappropriate. Instead, time should be considered as
a more intrinsic feature of continuous events. Rogoff et al. (1994) argue that with a

different view of time, we refocus our notions of how knowledge exists and its purpose in

development:
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[a]ny event in the present is an extension of previous events and is directed
toward goals that have not yet been accomplished. As such, the present extends
through the past and future and cannot be separated from them. When a person
acts on the basis of previous experience, that person’s past is present. It is not
merely a stored memory called up in the present; the person’s previous
participation contributes to the event at hand by having prepared it. The present
event is different than it would have been if previous events had not occurred
(55).

Therefore, time is understood as cyclical as that we only retrieve past knowledge to

accomplish tasks and events in the present and for the future.

2.6 Measuring and observing change
2.6.1 What exactly should we measure?

Measuring learning and development within this construct of time and knowledge
is more difficult than it is linear, cause and effect assumptions about time where
individuals as passive recipients of knowledge. Thus, it would be unsuitable to expect
that distinct forms of knowledge or distinct perspectives can be easily retrieved by
individuals and captured in any standard and clearly representable fashion. This is
exactly what Jupp (2007) found in her study that engaged youth in creating
intersubjective meanings on public spaces. By including youth as partners in the practice
of research, she hypothesized that together they would create a new shared understanding
of “place”. Central to her approach was the stance that in order to empower youth we
must value their unique knowledge on place. In order to try to capture this existing youth
knowledge she began the project through participatory mapping and dialogue activities.
To her surprise this activity failed to engage the youth in any rich dialogue and they often

gave “monosyllabic and extremely negative responses” to her questions (Jupp, 2007, p.
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2835). This event led her to question whether or not a collective and distinct form of
local youth knowledge in fact existed and was not something waiting to be discovered or
articulated by the youth.

Blending ethnographic field methods to implementing and evaluating her
participatory research approach, it became clearer that she had not yet developed the type
of rapport needed to engage youth in intersubjective meaning making. Greater forms of
trust developed and she began to shift her focus on the knowledge that emerged from her
participant observations, her interactions with the youth, and their interactions with other
community members. This shift exposed Jupp (2007) to a multiplicity of knowledge that
seemed to be more tacit than abstract. She concluded that the youth in fact did have many
values around “place” through observable evidence in the activities and interactions that
took place community house as opposed to exact statements provided by the youth. It
clearly an important place they had to themselves to “joke”, talk, and “cultivate
friendships” away from home and the streets (Jupp, 2007, p. 2839). She also observed
the youth taking many opportunities to help out with other community members in the
community house like making tea, pushing wheelchairs and helping out with small
children. She discovered that these particular forms of knowledge are embodied and
emergent from the every day activities of individuals and the interactions of groups. Her
study illustrates how creating new forms of knowledge both necessitates and is positively
reinforced by interpersonal development. Calling for even greater critical and reflective
thinking by the experts, Jupp (2007) continues to question to what extent is power truly
transformed through participatory processes considering that this knowledge was

interpreted by her alone. Instead, more intersubjective meaning making in knowledge
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production could be harnessed to support greater collective action to improve the the

community.

2.6.2 Participatory appropriation
This notion of meaning making is fundamental to the role of the expert
practitioner in a sociocultural approach to learning and development. Rogoff (1993)
summarizes how through “guided participation” the more knowledgeable adult in the
case of youth development should actively facilitate the meaning making process:
In guided participation, the notions of active participation and communication are
central. Novices are active in their attempts to make sense of activities and may
be primarily responsible for putting themselves in the position to learn. At the
same time, their more mature partners can often more easily find effective ways to
achieve shared thinking that stretch the less skilled partner’s understanding. The
process of communication requires people to seek a common ground of
understanding from which to proceed, with extensions form the common ground
requiring adjustments or growth in understanding (135).
Intersubjective meaning making also requires what Rogoff (1993) calls “participatory
appropriation”. This concept includes the propensity for a newcomer to value and use
practices in the future but goes further to highlight that that change also occurs when they
“make the process their own” and modify it for greater relevance and use to the broader
community Rogoff, 1993, (p. 141). Guided participation and participatory appropriation
are essential to all sociocultural learning processes within communities of practice.
Fusco’s (2001) study included youth in “practicing a culture of science learning”,
where youth are engaged in the same learning communities as scientists and educators

who negotiate among multiple meanings and constructions of reality (p. 861). She

diverges from both traditional teaching and research roles and states, “I was not interested
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in teaching science knowledge or in researching what students knew in science in the
absence of creating a practice in which science and method were produced” (p. 864). In
other words, it was important for her to develop shared meanings or purposes around
shared behaviors for producing knowledge. Through dialogue and collages, Fusco
(2001) guided the youth through dialogue on things in their lives that concerned them the
most which included AIDS, adult stereotypes about black youth, and urban violence.
From these discussions, the youth were able to brainstorm and plan ideas for helping their
community to change what they believe were negative realities. Through the practice of
research they explored the physical space and developed collective meaning around a
neighborhood vacant lot. The youth recorded data and observations and shared oral
histories of things that happened in that place in order to develop the most likely options
for using that space. They also invited professional adults to speak and share knowledge
and ideas which provided “access to a variety of professional discourses” and tools that
the youth were able to further appropriate to their own research and planning.

Rahm (2002) uses this framework to focus her participatory evaluation on the
emergent learning potential of out-of-school, informal youth garden education program.
The main purpose of the garden was to provide a context that becomes the “source” “of
learning and development”, as well as multiple observable and interactive experiences
where “science is not simply absorbed through ‘contemplation’ but instead comes into
being through gardening” (p. 166). Like Fusco (2001), Rahm’s (2002) approach to
emergent learning helps to prioritize those forms of expert knowledge that are to be
transmitted to youth novices. Specific content and topic areas of interest emerge from

interactive participation and can be situated within things that the youth find relevant.
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These two studies represent valuable examples of how participatory learning and research
projects focus our attention to the ways in which youth find meaning and relevancy in
scientific and community development practices, thus beginning to bridge disconnects in
discourse and language. Where these cases fall short is providing evidence for change
that transforms traditional forms of power and cultural practices at the community level.

Kirshner et al. (2002) employed participatory appropriation to their analysis of the
empowering affects of youth engaged in a community of practice. As novices or
newcomers master a communities tools and when they appropriate these tools for future
use, it is believe that their social position changes from the margins to a more central and
important role in the community (Lave and Wenger, 1991). Through the use of
“interview with youth researchers, observation of program activities, and analysis of
youth artifacts such as youth’s written work and research documents” these authors
discovered that the youth used research and critical thinking to question general
assumptions about youth (p. 8). The process of participatory appropriation was in-fact
empowering. It better situated youth to enter into “new avenues for individual
participation in a social group” (Kirshner et al., 2002, p.4) as they gained more credibility
from adults.

Krasny and Doyle (2002) evaluated The Garden Mosaics program by exploring
learning communities in six U.S. cities that were comprised of university researchers,
Extension educators, youth, and community gardeners. Extension educators learned
Participatory Rural Appraisal (PRA) methods and facilitated youth in using these tools.
The objective was to collect of information on the gardening practices of “ethnic

minorities and recent immigrants in urban community gardens” with the intention to use
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the data to further participatory methods with the youth and gardeners in the creation of a
locally responsive action plan for the gardens (Krasny and Doyle 2002, p. 2). Their
qualitative evaluation included data from interviews, focus groups, observations, field
notes, and artifact review which included “educator reports, youth journals and essays,
and e-mail communications” (Kransy and Doyle 2002, p. 3).

This approach is dependent on engagement which is consistent with the CYD
construct which situates youth in particular social and environmental contexts that both
influences and are influenced by them. In alignment with CFS approaches, it also
supports adult practitioners as educators, facilitators, and co-learners. Also, this
evaluation provides a richer picture of how this participatory approach transformed each
member’s role and perceptions. For example, educators viewed the purpose of the
project as providing youth the opportunity to be “scientists” which shifts the perceived
role of youth as passive recipients of services to competent researchers (Kransy and
Doyle 2002, p. 5). Adult educators and community gardeners also reported that they
developed stronger and more meaningful relationships with youth. Participation in the
project also provided some educators with what they viewed as helpful strategies to more
effectively coordinate and evaluate relevant programs supporting the notion that the
increased efficacy of learning communities could transform the traditional practices of
program development and implementation (Krasny and Doyle, 2002).

Conversely, the program was intended to target and benefit the youth stakeholders
more than other stakeholder group, however they are not understood to be the main
beneficiaries in this case. The authors discovered the results were not very relevant to

youth and actually disproportionately benefited the university researchers and garden
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activist. This brings us back to the need to evaluate what level or form of participation is
needed to meaningfully engage youth in community food security learning and practice

that supports transformational change on multiple levels.

2.7 The objective of this study
2.7.1 Understanding needs

From the literature we find that major learning needs of youth participating in
community food programs include a greater knowledge about food as existing within a
system, as well as increased civic, sociocultural, and intellectual capacities. This means
that youth need practice in systems thinking in order to explore the agrifood system as
made up of smaller components that are interrelated and interdependent in creating a
larger functioning whole. They also need practice in inductive and deductive reasoning
as well as dialogue for logical and critical argumentation. As for their civic development,
youth should have values or attitudes that problematize the current food system and diet-
related health disparities in relation to their own lives and their community. It also means
that youth need to gain a concerted interest in acting to change this system.

I have established that sociocultural theories on change and development have
shown the most formidable and practical methods for engaging youth in participatory
learning. These theories assert that development must occur on multiple levels of the
individual, interpersonal, and community. Also, it is theorized that this type of systemic
change is dependent on learning through participation in a community of practice. On an
interpersonal level, youth and adults need to develop stronger relationships in order to

share knowledge and abilities. Through building rapport, adults can effectively guide
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participation and provide opportunities for youth to appropriate cultural tools and
discourses in ways that support intersubjective meaning making. Also, these processes
should allow for a greater understanding of the unique perspective of youth in order for
more knowledgeable experts to situate knowledge within what youth find relevant. It is
assumed that engaging youth in a community of practice should change its cultural
practices and traditional power structures because there is no doubt that the youth will
make meaningful and innovative contributions through their participation, and move
from the margins of society to more central roles.

I would like to now highlight the potential of food environments research as a
way to engage youth in a community of practice and subsequent sociocultural
development. As mentioned previously, some food environments and health behavior
research is beginning to attend to the need for a greater understanding of how particular
food environments influence the lives of African-Americans (James, 2004) by including
citizens as partners in community-based research and intervention strategies around
healthy food access (Block & Kouba, 2006). Despite its shortfalls (Oakes et al. 2009),
food environments research does provide a promising model and research tools for
engaging youth in community evaluation activities such as mapping food environments.
These maps often display the density and spatial distribution of food retail outlets and
guide inquiry into their qualitative and contextual characteristics that may enable or
constrain residents’ access to healthy food. Market basket surveys are commonly used
in food environments research to explore the cost and availability of healthy food items

that is often used to compare different neighborhoods and communities.
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2.7.2 Project goals and research questions

My approach asserts that instead of simply educating traditionally marginalized
communities in the entirety of CFS concepts, the attainment of a socially just and
sustainable food system that optimizes the physical health of all people depends on the
continued increasing capacity of all those involved to engage in and facilitate
participatory forms of inquiry and program development. Accordingly, I have developed,
implemented, and evaluated a community-based research project that engages youth in a
food environments community of practice. I hypothesized that a sociocultural approach
would be most effective at supporting ideal forms of participation. Also, it was assumed
that an integrated CFS, CYD, and food environments framework would be successful at
promoting the types of social, civic, and intellectual learning that would ultimately
contribute to individual, interpersonal, and community change. At this point it is
necessary to restate the goals of this project:

1) Develop, implement, and describe an approach that attempts to effectively engage
youth as partners in learning about their local food environment and community
food security issues.

2) Evaluate my ability to engage the youth’s interest and attention as well as
facilitate social learning.

3) Document the youth’s unique perspectives on community food security discourse
and practices.

In order to understand if these goals were achieved and identify gaps in my
practice I tried to both measure and influence multiple forms of change occurring within
various individual, interpersonal, and community domains I concentrated on the
following research questions:

1) In what ways did my approach to research, learning, and development engage the

youth’s interest and attention? How did it enable or constrain multiple forms of
learning and change for myself and my youth partners?
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a. What was the role of emergent learning and was is effectively supported?
b. What practices do they find relevant?
2) What was my capacity to facilitate ideal forms of participation?
a. What was the role of dialogue in participation and learning?
b. Is their evidence of participatory appropriation?
c. What type of meaning-making came from this experience?
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3. METHODS
This chapter will explore the methods for achieving the aforementioned needs
through carefully planned learning objectives and experiences, and employing an Action
Research (AR) approach for implementing and evaluating learning, practice, and change.
It also explains the methods by which I evaluated the process and practices in order to
understand the roles and forms of participation and capture the unique perspective and
contributions of my youth partners. First, it is necessary to introduce the reader to the

study.

3.1 Background to the case

Our community of practice consisted of university researchers and outreach
specialists who focus on a diversity of food system and food related community
development activities. The university researchers and outreach specialists were
previously engaged in a food environments study that sought to map the entire retail food
environment of the city I have named Riverton. In 2000, this mid-sized, Midwestern city
has a little over 100,000 residents, about 35 percent of which are considered ethnic
minorities (U.S. Census, 2000). Thirteen percent of Riverton families were below the
poverty level which was four percent higher than the national average and half of those
people were African-American (U.S. Census, 2000).

Features of the larger study explored thematic maps created with Geographic
Information Systems on neighborhood demographic compositions such as ethnicity,

education, and homeowners showing that neighborhoods located towards the western
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edges of the city had higher concentrations of ethnic minorities, as well as lower rates of
homeownership and education. That study also documented all the different varieties of
fresh produce and sugary drinks available in Riverton stores in order to explore any
connections among neighborhood composition, health disparities, and the spatial
distribution of healthy food. The study discussed here is a component of the larger
study. This thesis describes the outreach and engagement project with youth in order to
explore their unique perspectives and facilitate their participation in food environments
research in order to develop ways for us to educate/engage with adult community
members on local food environments.

I partnered with nine African-American youth ages 12 to 16 that attend “The
West Riverton Community Center” (WRCC). Most of these youth live in multifamily
housing and in neighborhoods with percentages of low-income ethnic minorities that are
about forty percent higher than those in the adjacent suburban neighborhoods (U.S.
Census, 2000). The WRCC is a neighborhood-based organization dedicated to
promoting programs for youth and other community members. The purpose of the
WRCC is to provide educational programs, job training, life skills, and recreational
opportunities for the youth and community members. The board and staff at the WRCC
have been interested in starting youth gardening activities for a number of years and have
been unsuccessful in sparking the interest and engagement of the youth that regularly
participate in other youth programs. Since other youth programs are related to social
justice issues like youth leadership, health, peace, community service and change, I saw a
good fit for food environment research situated in the context of health and social

disparities. Program leaders often saw the greatest value of the program as providing job
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experience because of the $100 incentive offered to each participant upon completion of
the project. These youth were recruited by their youth program leader who chose

potential participants based on those who did not already have a summer job.

3.2 Action research: ontological and epistemological foundation

My various roles in this study included education, facilitation and research,
therefore an action research (AR) methodology was identified as the most appropriate
research and evaluation approach. This methodology is grounded in the ontological
position that knowledge is socially constructed. It also takes a critical theory approach
which posits that these constructed realities are also embedded within different political,
cultural, economic, ethnic, and historic contexts, and that for some, socially constructed
realities and situations can be pathological or problematic if it supports and reinforces
unjust power structures (Guba & Lincoln, 1994). Research is therefore intended to
support an increase in the collective consciousness about such socially constructed and
systemic realities so that they may be transformed and re-constructed (Guba & Lincoln,
1994). Research that is grounded in more critical approaches is often collaborative, like
aforementioned participatory approaches and systems approaches, in that it seeks to
include marginalized groups in stages of the research process that are traditionally
excluded.

These forms are sometimes considered quasi-experimental because one purpose
of research is to directly intervene in the system to both understand the system and to
change the system (Kemmis & McTaggert, 2000). Positivist and other traditional

research methodologies that seek scientific rigor and validity in objectiveness are
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inappropriate for such critical forms of social research because the intervention process
by the research practitioner must also be a central piece of inquiry. The nature of
knowledge and how knowledge can be known is rather different in these forms because it
comes into being and is transformed through the act of practice, therefore a rigorous
structure is needed to guide the researcher in connecting thought and action in a way that
corresponds with systems thinking. Action research is believed to do exactly that.
Greenwood and Levin (1998) describe how action research and systems epistemologies
are linked:
Both rely heavily on a holistic view of the world. Humans are understood to exist
only within social systems, and these systems have properties and processes that
condition human behavior and are in turn conditioned by that behavior. Social
systems are not mere structure, but are processes in continual motion. They are

dynamic and historical. They are also interlinked, intertwining the individual social
structures and the large ecology of systems into complex interacting macrosystems

(71).
Not only are the individual, social, objective, and subjective elements of knowledge and
reality constantly transforming, but they also exist in a dialectical or mutually constitutive
relationship (Kemmis & McTaggert, 2000). Humans interact with, come to know, and
are impacted by the world around them just as this world is influenced and impacted by
humans. Ideally and in theory, when an objective reality is changed, the subjective
interpretation of that reality should shift and visa versa. Action research is intended to
help make these systems more open in order to re-engage people in their systemic nature
through more democratic processes (Flood, 2001; Greenwood & Levin, 1998) which is
consistent with the previously described community food security and community youth

development perspectives. It also provides the most appropriate methodology for these
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forms of research because its central tenet is to integrate these various dimensions in a
dynamic and “reflexive” fashion (Kemmis & McTaggert, 2000 p. 578)

There are many different traditions and definitions of AR, this study draws mostly
from AR done by teachers and educators and is defined as: the systematic inquiry
conducted by stakeholders in “teaching/learning environments” to produce practical
knowledge, and “develop reflective practice” (Mills, 2007 p. 5). These types of action
research systematically and iteratively “test a particular intervention based on a
prespecified theoretical framework” (Berg, 2004, p. 203). Most AR scholar practitioners
describe the research process as continuous cycles or spirals. These steps are always
influenced by what Kurt Lewin (1952) referred to as “reconnaissance” or as Kemmis
(1998) called the “field of action” (as cited in Mills, 2007, p. 16). This field of action
includes the general conceptual focus and purpose of the intervention, what is already
known about the context and the problem, the specific desired outcomes, as well as the
most appropriate means by which the desired outcomes are thought to be achieved. The
field of action is also where the prescribed theoretical framework is situated. The AR
process continues with the planning of the initial intervention strategy and methods by
which data is to be collected. Planning is followed by action where the research
practitioner not only intervenes to promote the desired change outcomes, but also collects
observations and data.

The next stage, reflection and evaluation, provides the research practitioner with
the opportunity to analyze the data against the field of action which then influences any
revisions in the next stage of planning and the cycle continues. Accordingly, AR allows

its users to effectively connect theory and practice in an iterative and emergent fashion in
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order to evaluate change efforts and better understand the particular social system which
they intend to influence. It was throughout these cycles, particularly in the reflection
stages, where analysis of my individual learning experiences occurred and was measured.

But before I discuss analysis methods I must explain the planning process.

3.3 Methods for planning
3.3.1 Learning objectives

I employed Tyler’s (1949) classical approach to curriculum and instruction to
structure and review my planning process. This approach posits that detailed learning
objectives must include both the intended behavior changes of the learner as well as the
content area in which these behaviors should occur. Tyler’s (1949) two dimensional
chart is useful for displaying both these dimensions and identifying exactly where
learning is intended to take place. The left-hand column of these charts outlines specific
content where new knowledge is shared or learned. The top row describes the general
intended behavioral changes to occur at a particular level. “X’s” identify whether or not
the content and behavior represent an intended learning objective. Since my desire was
to promote multiple forms of learning on multiple individual and interpersonal levels
three different charts were developed to help me understand the scope of my approach.
The first chart in Table 2 is concerned with the intellectual and civic development of
youth on an individual level. The second chart in Table 3 displays individual learning
objectives for developing a reflective practice for me as an adult expert/facilitator.
Finally, the third chart in Table 4 explains the social learning that is intended for the

group on an interpersonal level.
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3.3.2 Learning experiences

According to Tyler’s (1949) model, once you have mapped out learning
objectives you can start to develop potential strategies for actually accomplishing
learning through “learning experiences”. There are five general principles for learning
experiences as means to achieve the learning objectives. These principles are very
similar to the theories on learning presented in the literature. Table 5 shows these

principles.

Table 5. General Principles for Learnmg Expeniences

1 Leamers need to practice the actual behavior that represents the intended
change

2 | The learner must find pleasure and fulfillment from practicing the behavior

3 | The behavior must be appropriate for the current ability of the learner

4 | Multiple experiences can achieve the same objectives

5 | Specific leamning experiences can achieve several objectives simultaneously

Tyler (1949)

Therefore, these principles were taken into consideration when developing our specific
learning experiences. First, it is necessary to situate the learning experiences within the

contexts and methods of the larger study on the local food environment. The general
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purpose of this sub-study was to engage the youth in community-based research on the
following questions:
1) What fruits and vegetables would West Riverton residents prefer to buy for eating
and cooking?
2) Where can we find these items and how much do they cost?
3) Are there differences in the cost and availability of these items and differences
between the stores in West Riverton and the adjacent suburb?
4) If we are able to answer and share these answers with West Riverton residents,
what would they think?

I met with the youth three times a week for a month before the school year began
and then approximately once a week for a month and a half after school was in session.
Since guided participation requires advance forms of communication in order to develop
shared understanding and meaning making, dialogue was a central method to my
approach. Therefore, evaluating the role of the practitioner in effectively facilitating
dialogue was also important. The results of discussions were often recorded on large flip
charts and individual note taking.

The youth were introduced to food systems, community food security, and food
environment concepts through lectures, visuals, and hands on activities for the first week
of the project. The “Inquiring Minds List” was used as visual to describe steps in the
food systems including: growing, harvesting, storing, transporting, changing
(transforming or processing), packaging, marketing, retailing, preparing, and consuming
(adapted from Wilkins & Eames-Sheavly, 2003). The youth were informed about the
project and that we would be concentrating on doing research in the marketing, retailing,
and consuming nodes of the system. In order to illustrate basic concepts on

interdependence within the food system we examined the packaging of orange juice and

string cheese and discussed any place names on the labels as well as the different
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ingredients and the potential locations and form of these ingredients as they move
through the food system. Another exercise explored the hidden energy costs of food by
calculating the actual price of food by multiplying the retail purchase by a certain number
(Cincera, 2005). Thematic GIS maps of the city of Riverton which included ethnic
composition, home ownership, and retail food outlets created by project colleagues were
used to introduce the youth to the larger food disparities study. I also showed the youth
how to create thematic maps using the internet software program Google Maps, and had
them identify and label the nineteen retail food outlets located within the geography
boundary constituting Riverton’s” “Westside”, as well as those located within
approximately 2 miles south of the Westside in “Franklin”, an adjacent suburb .
Decision-making on exactly where the Westside boundaries were located was a
collaborative effort between the youth and the adult facilitators. This Google Map was
also used by the group in the field to locate each store on our survey.

Next, the youth surveyed adult friends and family members to identify the top
eleven fresh produce items adults would be most likely to purchase from a long list of all
the different varieties of fresh produce available in Riverton. We called this our “Ideal
Produce Checklist”. We used these eleven items to create “The Fresh Produce Survey”

displayed in Figure 1.
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Figure 1. Fresh Produce Survey

Store Name and Address:

Store Type (Supermarket, Grocery, Convenience, Other):

Item

1)Price/To

2) unit
price (one
apple)

3) Price/
volume

4) Other

Final
Cost

Yellow Banana

Green Grape

Omion (cheapest)

Apple (cheapest)

Sweet Potato

K

Blueberry

Strawberry

Blackberry

Red Tomato

Green Beans
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These surveys were stapled to homemade cardboard clipboards for ease of use. This tool
was used to collect data on the availability and cost of these foods at nineteen local
supermarkets and convenience stores. Price per pound was used as the unit of analysis
for cost comparisons across stores. Since not all prices are labeled per pound, the survey
required the youth to practice multiplication and division as well as some volume and
weight conversions. This is explained further in the results because this activity provided
experiences for dialogue and social learning. The Fresh Produce Survey also engaged
youth in the practice of hypothesizing some observable factors that might contribute to
food access or health disparities or any other observable information that would be useful
to our study. We collaboratively developed a list of observational questions to guide our
qualitative data collection. These questions were stapled to the opposite side of their
cardboard clip charts. The questions I provided included:
What is the quality of the food?

1) Isit easy to get to the store by walking? By bike? By car?

2) What does the surrounding area look like? Does it look safe? Is it on a busy

street? Is it a commercial area or a residential area?

These questions introduced the youth to some environmental characteristics commonly
used in the field of community food security. The youth followed my lead and added the
following questions:

1) Is the store clean?

2) Where is the food located?

3) Is the food stocked?
4) What types of things does the store advertise?”
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The youth were also encouraged to include any extra observations they discovered during
our research they thought would be important. The group split into two smaller groups
and each visited separate stores in the interest of time. When all of the data were
collected, two of the facilitators compiled it and created various displays for the youth to
analyze during one, two and a half hour analysis session. Following a thirty minute
individual analysis process, I guided a collaborative analysis activity using several
different techniques used in facilitation and participatory workshops (Chambers, 2002;
Rees, 2005), including concept mapping and a sticky wall for data organization, and
drawing conclusions. From these results, the youth created various displays during our
next two and half hour meeting and presented the results at a community forum. This
analysis session, displays, and community forum will be explained in greater detail in the
Results chapter. A final wrap-up workshop was held with the youth at the end of the
project in order to engage the youth in reflections on the process and their experiences, as
well as to go further in-depth into and validate some of my findings regarding their
perceptions. This was accomplished using a recorded focus group, a questionnaire, and a

sticky wall activity.

3.4 Methods for evaluation and analysis

These events and activities represented the units of analysis and were evaluated in

an on-going, iterative and systematic process through the use of the Action Research
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methodology described earlier. Throughout the acting and evaluation stages of each
cycle I reflected on the following research questions:

1) In what ways did my approach to research, learning, and development engage the
youth’s interest and attention? How did it enable or constrain multiple forms of
learning and change for myself and my youth partners?

a. What was the role of emergent learning and was is effectively supported?

b. What practices do they find relevant?

2) What was my capacity to facilitate ideal forms of participation?

a. What was the role of dialogue in participation and learning?

b. Is their evidence of participatory appropriation?

c. What type of meaning-making came from this experience?
The specific methods used to answer these questions included participant observation,
artifact analysis which included all of the documents produced individually by the youth
or as a group such as surveys, work journals, flip charts, sticky wall, and concept maps.

Data from field notes, artifacts, questionnaire and transcribed focus group were

systematically analyzed, coded for common and reoccurring themes, and triangulated
throughout each AR cycle of the project. This data was also triangulated with the help
from project colleagues and the youth programs leader. As evidence emerged I attempted
- to revise and improve my conceptualization of needed behavior changes and content
areas (learning objectives), as well as the tools and approaches that were most effective
for engagement, facilitating dialogue, and producing different forms of knowledge.

Therefore, a detailed description of the process is summarized and situated within the

Results section.

66



4. RESULTS

This chapter presents the findings from my research. I tried to both influence and
measure multiple forms of change occurring within various individual, interpersonal, and
community domains. The goals of this project were to:

1) Develop, implement, and describe an approach that attempts to effectively engage
youth as partners in learning about their local food environment and community
food security issues.

2) Evaluate my ability to engage the youth’s interest and attention as well as
facilitate social learning.

3) Document the youth’s unique perspectives on community food security discourse
and practices.

Each event and activity represents a unit of analysis which was measured in the context
of the aforementioned research questions. It is not appropriate to describe each event and
its evaluation since the ultimate purpose of my research questions and methods is to look
at the interdependence of questions and situate the results within a larger framework.
Iterative cycles of analyzing data from fieldnote observations, artifact review, the final
wrap-up workshop and consultations with adult project peers structured my learning and
behavior change.

The first part of this chapter examines the effectiveness of research practices and
tools in engaging youth’s interest and attention in order to promote learning. By
systematically measuring engagement, I was able to gain a better look at the likelihood
for a particular tool or practice in supporting learning such as emergent learning
opportunities or through participatory appropriation. Most of the tools, practices, and
approaches that positively impacted engagement and learning were reinforced and were

further developed if possible. As I discovered those practices that were least effective in

engaging my youth partners throughout the project, I tried to modify my approach or
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simply let them fall from project priority in favor of tools and practices that were more
successful at engaging the youth’s interest and attention. Successful tools also were
useful in framing my teaching. It may become increasingly evident to the reader that one
of the main limitations of this project was that the scope of learning and participation
objectives was too large for the length of the project, and that objectives were not in
balance with planned learning experiences. I will show how this limitation represents a
major theme that cuts across my results in various ways.

The second section of this chapter explores how the continued evaluation and
enhancement of dialogue played a large role in our interpersonal learning and was an
influential factor in promoting an increased capacity for us to engage in meaning making
activities. My own personal learning and role transformation was more significantly
impacted than my youth partners. This section of results describes these valuable insights
I gained into how youth perceive the tools and practices of food environments and
community food security. Specifically, I learned that my approach was limited in its
ability to effectively communicate concepts related to health disparities and social justice.
I also learned that the youth’s main motivation for participating in this project was the
monetary compensation we provided. How the youth attributed meaning to work sheds
light on new youth and food system relationships and raises questions on how to best
promote civic development.

The third section describes my evaluation on the nature and forms of participation
this project supported in comparison to my ideal of “interactive participation”. It also
examines the role that participation played in how we developed shared knowledge on

the local food environment. The final section of this chapter examines ways in which
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community food security and food environments research can be made more relevant to
the lives of youth and highlights their critical perspective on the field’s tools and
practices. Anything that is in quotations is an actual spoken or written quote from the
youth retrieved from the youth’s work folders, data collection material, flip charts,

questionnaires, or focus group transcription.

4.1 Individual and interpersonal learning
4.1.1 The use of food environments research practices as tools for learning and
engagement

I found that the youth were much more engaged and interested in the project when
I was leading more hands-on activities than when I lectured. This suggests that food
environments research tools such as maps and field note observations can be helpful in
promoting learning. The nature of this project provided many opportunities for
experiential learning but not all instances were successful in engaging youth’s interest.
For example, some of the more complex hands-on tools like the demographic maps were
too difficult for the youth to understand the first time they saw them.

The youth were introduced to the larger study by examining thematic GIS maps.
This activity was not very engaging because the maps were not appropriate to the
developmental abilities of my youth partners. We spent approximately one hour working
with these maps which proved to be an inadequate amount of time since these entire city
scale maps were rather complex and difficult for most of the youth to read and
understand accurately. They had trouble orienting census blocks or groups of blocks

shaded to identify ethnic compositions to specific geographic locations known by the
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youth such as places and streets. In other words, it was difficult for the youth to use the
map as a representation of real places. Due to the inadequate amount of time, the
complexity of these maps, and the youth’s lack of interest in these particular maps, I do
not believe that they were useful in helping illustrate differences in ethnic and income
compositions in the city of Riverton. The youth did however become more
knowledgeable and proficient with maps later in the project through the use of Google
maps, therefore it may be beneficial to reintroduce these maps and concepts in a more
youth-centered or user friendly way.

I found that the youth were more interested and engaged in more developmentally
appropriate hands on activities like the Google Maps and “going out into the community
to do research”. Google Maps allowed the youth to quickly learn and use different
labeling and features like zooming in and out on specific locations which made it much
easier for them to understand and use the map as a representational tool. For example,
the youth chose different symbols to label the different types of food retail stores in the
area and also chose to input any text or price data into each food retail location on the
map. From our final map, we could identify certain neighborhoods where residents are
required to travel the longest distances to reach supermarkets and convenience stores.

We also could visualize even greater distances from locales and the specific supermarkets
with superior cost, availability, and quality. Most of the map’s content was created by
the youth without adult influence, however this content was limited and narrowly situated
within the conceptual framework of cost and availability of fresh produce that was

chosen by the adult facilitators.
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Certain tools provided practical opportunities to reinforce the use and
transferability of skills which is believed to influence the youth’s capacity to appropriate
these abilities in the future. The youth applied existing knowledge and abilities to novel
activities and gained new knowledge at the same time. It is also important to highlight
that through the collaborative act of exercising skill sets, the youth simultaneously
contributed to the learning of other youth and adult facilitators by sharing and teaching.

The Fresh Produce Survey is an excellent example of collaborative learning and
illustrates how diverse abilities or knowledge positively contribute to the group. In
reference to Figure 1 on page 63 of this thesis, there are multiple columns included to
document various types of price displays likely to occur to supermarkets and convenience
stores. This served the function of saving time since they were not slowed down by
trying to do the math in the store as a group. Apples provide a good illustration of why
this is necessary, for example in a supermarket you can find loose apples variably priced
per pound and bagged apples variably priced by package. The youth were required to
record the cheapest price of each apple buying option and any pertinent information
about each buying option including the net weight of the different bags or the size of
loose apples. At convenience stores it was more common to find apples that were
singularly priced. In this case, the youth were instructed to record if the apple was small,
medium, or large in order to use our price per pound conversion formula related to
individual apple size.

We returned to the car after we filled out this survey in the store and the group
compared the data they recorded and collaboratively calculated the final cost of each

item. Some of the youth were exceptionally good at figuring out how to convert and
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calculate cost using weight and volume equations. Most times, these youth were much
faster and more accurate than the adult facilitators. The youth who were more limited in
their math skills appeared to improve throughout the survey process or continued to rely
on others to figure it out. Almost all of the youth improved their ability to correctly and
consistently fill out the necessary information on the survey and the in-car conversion
and calculation sessions went smoother the more stores we visited. On one occasion, two
youth who were less skilled at math contributed a different form of knowledge to the
activity through their ability to understand and articulate the rationale for how these math
skills would be important in grocery shopping on a budget.

Some might argue that the Fresh Produce Survey data collection activity only
instrumentally supported skill development which is partially true when simply
multiplying or dividing numbers. On the other hand, the complex conversion process
was dependent on the youth’s ability to comprehend its theoretical and conceptual
practices, situate these concepts in the context of food retail prices and packaging, and
employ or appropriate these practices in order to find the final cost. This type of
intellectual capacity is the same form of higher order thinking needed in advanced

mathematics and systems thinking.

4.2 Intersubjective meaning making

4.2.1 The role dialogue in early emergent learning and meaning making
Emergent learning was dependent on improving dialogue throughout the entire

process and played an important role in our collective individual and interpersonal

experiences. Developing dialogue required me to be critically aware of the changing
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rapport I had with my youth partners and challenging the ways our roles traditionally
interacted and communicated with each other. The learning objectives and experiences
during first two weeks of the project focused more on content-based knowledge via
lectures. In other words, our roles took on the more traditional roles of passive student
and active teacher. Evaluating engagement forced us to observe and respond to the ways
youth communicated their responses to us. For example, it was not uncommon for three
to six of the youth to completely disengage at any given time during the first days of the
project. They would put their heads down, color in their notebook, whisper to a
neighbor, or text on their cell phones. There were also reoccurring moments when a
youth would communicate in a more obvious fashion through body language like eye
rolling or verbal groans and sighs which I believed were intended to tell us that they were
annoyed or uninterested. These non-verbal and behavioral forms of communication were
addressed by us as much as possible during group discussions and embraced to promote
emergent and more relevant learning opportunities.

A fundamental area of content knowledge in my approach dealt with health and
social justice issues in order to support civic development. Many of the initial activities
and lectures were framed around neighborhood ethnic compositions and diet-related
health disparities. I found that the learning experience did not adequately provide
understandable, relevant evidence or ways to illustrate these connections. In
contradiction to my intent, some of the initial learning experiences had the potential to
influence harmful assumptions that reinforce racial stereotypes and social injustice. One
of the youth hypothesized that diet-related health disparities were caused by African-

American traditional foodways when she stated the possibility that “black people just
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want”, or choose to “eat more junk food than white people, like chips and fried chicken”.
I tried to use probing questions to transform these statements into a discussion starter but
I was unable to get this youth or others to contribute or expand on this statement. It
almost seemed as if they accepted this as matter of fact, were hesitant to discuss it further,
or were simply annoyed by the discussion, so much so that I offered the youth the option
to end the day’s work on that note and they quickly agreed that that is what they wanted.

This instance deeply concerned me since it is a potentially harmful message that I
felt needed to be either dispelled or explored. During the evaluation step of this AR
cycle, I found this to be a very complex subject that raised more questions regarding
appropriate content, tools, and methods than answers. This youth’s perception of the
existence of unhealthy A frican-American traditional foodways, or differences in junk
food preference among African-Americans highlights the fact that there are still many
unknown causal factors potentially contributing to diet-related health disparities.

This example also exposes the time and scope limitations of this project. Because
I only had two months with the youth and pressure to produce an end product, I often
found myself rushing through activities and missing many opportunities to take
advantage of valuable emergent learning opportunities. The previous comments provide
a valuable learning opportunity that could be explored as one single participatory
research project where we took a more in-depth exploration into the “why” of one single
take on health disparities.

Because of time and resource constraints, I often responded to emergent learning
early on with more traditional forms of transmitting content knowledge which limited

both dialogue and participation. For example, in response to the aforementioned
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discussion, I tried to reinforce popular health, food and social justice work through
websites of social justice and race focused youth food programs like The Food Project of

Boston (http://thefoodproject.org/ ). I also showed a short YouTube video on the

People’s Grocery (http://www.youtube.com/watch?v=61QKiquFrmA ) which explored
food access and health disparities in Oakland California through interviews of African-
American residents and programs leaders. I hoped that these tools would effectively
engage the youth and reinforce my continued reiterations that other factors such as
poverty, access to education or health care, and even the changes in our national food
system which makes less nutritious foods more available and attractive to all Americans,
could be contributing to diet-related health disparities. I also tried illustrating how some
people think it is an issue of fairess but that no one knows all of the causes for sure
which is why good research is so important. To my surprise, the youth were observably
uninterested in this video since they needed frequent redirection by the facilitators for
talking, sleeping, or simply not paying attention. The youth were not eager to participate
in subsequent discussions and the only two reactions to the film were “The music was

distracting” and “I didn’t know it got that cold in California”.

4.2.2 Motivations and the meaning of youth work and monetary compensation

It became apparent to us early on that the youth were primarily motivated to
participate in this project because of the monetary compensation that was offered. This
topic emerged after adult facilitators challenged the youth’s silence and resistance to
participating in early project tasks by actively seeking their reasons for not wanting to

engage. In other words, youth non-engagement turned into participation when the right
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forms of dialogue opportunities were presented. In fact, discussions on this topic were
the first that effectively engaged the youth in any sort of in-depth dialogue and they
centered on the aspects of work that they valued. The following paragraphs describe the
emergence and progression of this topic.

It was extremely difficult to get the youth focused and participating in our review
of the results from our Ideal Produce Checklists in order to identify the top eleven items
we would survey in the stores. The youth appeared to be very tired and many of them
had their heads down on the table, or were talking with each other. I tried to keep the
activity going but after giving them several reminders to focus and contribute I decided to
stop that activity to ask the youth directly why they did not want to participate. Some
claimed it was too early in the morning. Others very honestly admitted that they just did
not want to do it or did not see the importance. At this point, I could see the possibility
that I failed to adequately communicate the purpose of the project and the importance of
their role. When I asked others if they understood what they were doing and what their
role was, some noted that they understood that they were collecting data for someone
else, which provided them a job and they needed a job and that was the extent of it. When
I reinforced that they were in-fact employed as research assistants and asked if they
valued the opportunity to work. To my astonishment, one youth asked who they were
working for and when I told them that they were Michigan State University Junior
Research Assistants, they acted surprised. Some expressed that when their friends asked
where they worked they would tell them “MSU” and they thought this was really cool.

Alarmingly, this suggested to us that the youth had not read and understood the consent
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process and had been tuned out for a large portion of the first week of the project. On the
other hand, it also showed us that they valued jobs that were considered cool.

I chose to re-frame some discussions around the food system and youth
employability when other topics did not engage the interest of the youth. I found that,
according to my youth partners, the most accessible job opportunities for teens in West
Riverton are in food service, particularly fast food restaurants and supermarkets. The
youth often considered these to be the least desirable jobs because they were “greasy”,
“dirty”, and “make my face break out”. Youth preferred jobs in other youth dominated
social spaces like malls, clothing stores, or with children but were believed to be willing
to work in retail food jobs because they paid well and which was the most highly valued
aspect of work. Most of the youth agreed that they and other teens care about “making
money” and “buying everything [they] want”. When I asked why, they explained that it
was a “particular lifestyle”, and one youth agreed this was especially the case when they
were in school “because you have to have all of the shoes and clothes”.

The more I encouraged in-depth discussions on this topic and reviewed my
fieldnote observations I found only a few examples of what could be evidence of the
youth connecting civic values to youth work. One youth told us that in addition to being
monetarily compensated he was motivated to participate because he was “A good
Samaritan”. For example, on many occasions I observed some of the youth stepping in
to help the adult volunteers and staff discipline, comfort, and teach the very young
children attending WRCC after school activities. This suggests that despite their
preoccupation with money, the youth did care about working to help others for nothing in

return.
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4.3 Participation: ideal vs. results
4.3.1 The role of participation in producing shared knowledge on the local food
environment

Community youth development theorists stress that youth should be full partners
in the development of programs which exposes another weakness of this project. We, the
adult experts, chose the project’s conceptual model including the research questions,
focal areas, and methods prior to any contact with the youth. This conceptual model
which situated health disparities and social justice in the context of retail food
environments, and the stance that new knowledge on the spatial distribution of available
and affordable fresh fruits and vegetables would provide meaningful information for all
stakeholder groups. According to the ladder of young people’s participation provided by
Hart (1992), this project could be considered “participatory” but one of “assigned”
participation by adults where the youth’s role was more informative and consultative.
This was especially evident in the maps activities where expert definitions and
constructions of the problem and analysis tools limited youth input.

Considering that the rigid structure of the map activities did not support a high
level of ideal participation and did not effectively engage the youth in health and social
justice issues, I decided to look for research tools that were more flexible and open in
permitting the youth to contribute what data they saw as valuable to our research project.
In my review and analysis of observational data which was conducted by the youth in
conjunction with our survey on produce cost and availability, I discovered that the youth

predominantly focused on variables and characteristics related to the perceived

78



environmental quality of food retail stores. Some common variables that the youth
thought were relevant to our research included characteristics that appealed to or
offended their senses such as the physical appearance of a stores exterior and interior, if a
store was “very cold”, or if it “smelled bad” and “had leaking trash” by the entrance.
Other variables included the quality of the fresh produce. The youth were quick to point
out when fruits and vegetables looked “nasty” if they were rotten or moldy. The youth
also documented instances where certain types of produce were “well stocked” which, to
the youth, indicated that a store either provided adequate or limited ability for a shopper
to choose the best product. One of the more unique ways the youth perceived the food
environment and store quality included positive examples of customer service and
particular amenities that were either provided by the store or were located nearby such as
gas stations, strip malls, and even fast food restaurants. These variables greatly impacted
the youth’s interpretation of the combined data during the concept map and sticky wall
analysis activities.

The intellectual performance by the youth during the analysis activity was
impressive considering the amount of data we collected, the very short amount of time
we had to analyze it (two and half hours), and major distractions from the ten or more
small children running around the community center and occasionally jumping on the
laps of the youth for comfort and attention. It is from this activity where we really see
how by doing science, it is made relevant.

Each youth, primarily on their own, attempted to make meaning out of a large
amount of raw information that included the compiled data displays in order to develop

the content and materials for a community forum intended to share our findings and
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engage adult community members in a related discussion. From a review of each youth’s
data analysis materials following this activity, such as highlighted data, or written notes
on raw data displays and separate pages I learned how some youth chose to focus on only
one form of data such as the compiled final costs of Fresh Produce Survey, whereas
others combined two forms like observational data with the graphs displaying the cost
and availability of one produce item across all stores.

Following this individual analysis activity, I facilitated a collective analysis
activity with the use of a mind map and sticky wall. Most of the youth contributed at
least one thing they learned from their individual analysis session. The mind map
illustrated the process and tools of data collection how “What We Did” translated into
“What We Learned”.

The concepts and themes that emerged from the mind map and dialogue were
then written on large post it notes by one of the facilitators and randomly stuck on the
wall for the youth to organize in rows, groups, or columns in order to help them theorize
or draw some conclusions on possible connections among diet-related health disparities,
differences in food cost and availability, and differences in the built environment. For
example, the youth concluded that someone might choose a store in Franklin because
these stores are cleaner, newer, and provide more available quality produce than stores in
West Riverton. Positive characteristics of west Riverton stores were found in the many
amenities offered near these stores including bus lines, gas stations, and fast food
restaurants. It was clear for us as adult experts to interpret this as evidence of a disparity
between the food environments of these two communities however, despite our attempt

to start such a conversation, the youth did not view this as an inequality or social justice
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issue. Instead, the youth decided to present our results on the cost and availability of
fresh produce between West Riverton and Franklin in an objective fashion by situating
the data in the context of hypothesized consumer shopping preferences based around their
observations on the quality of the built food environment.

At this point in the project time was running short, the youth appeared to be
growing tired and increasingly disinterested in participating, therefore I did not further
encourage critical dialogue regarding the findings from our analysis session. These
findings provide an excellent opportunity to support deeper reflection on what causes
differences in the built food environment and engage the youth in questioning whether or
not those differences are fair and just? It also provides an opportunity to discuss how
youth perceive the idea of consumer preferences and consumer driven markets. Instead,
emergent learning took a back seat or funding deliverables and we were forced to spend
our time planning and preparing to share our data with adult community members.

We held the community forum to present our results at the WRCC during
weekday evening hours. Forum participants included: parents and extended family
members; other youth not involved in our project; WRCC’s executive director; WRCC
staff; and university faculty members involved with the larger food disparities study.
Data on cost and availability was described by the youth with the use of poster size bar
and line graphs that they created in conjunction with the spatial data provided by their
Google map. They also used a poster which explained the research process and included
photos of the concept map and sticky wall analysis activities since the youth’s
conclusions on shopping preferences were predominantly drawn from their observational

data during that analysis session. This presentation immediately triggered a discussion
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amongst the adult community members; they agreed that the majority of West Riverton
stores are of poorer quality, have less available quality produce, poor customer service,
and it is because of these factors that they are willing to travel longer distances and pay
more money for food at stores located in the suburb of Franklin. This discussion evolved
to explore how these preferences and behaviors reinforce existing economic disparities
because much-needed local dollars are spent outside the community. This was the only
time that social justice issues were brought up by people other than the adult facilitators

during our study.

4.3.2 The changing social position of youth through participation

As I became better skilled at facilitating opportunities for the youth to make
decisions, my approach more closely resembled the ideal of “interactive participation”.
The observational data activities provided the youth the ﬂexibility to contribute their own
reflections on the built food environment. Since they were able to use this data in our
analysis session, they were able to attain greater control over what type of results they felt
were relevant and should be integrated into the food environments model chosen by the
adult experts. This collaborative form of knowledge production was positively reinforced
by adults at the community forum because they responded directly to the models and
hypotheses the youth offered. It suggests that the youth’s perspective better represented
the actual food environments of West Riverton and Franklin, as well as how the residents
interacted with this environment. For example, the food retail environment in this
community is rather different from other inner-city core neighborhoods which were more

drastically affected by post WWII development including the relocation of the white
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middle class and the redlining of inner-city supermarkets (Eisenhauer, 2001). The
landscape of this part of Riverton is characteristic of the recent shift in land use practices
that separated commercial from residential zoning. West Riverton is the city’s home to
the first “big box” stores and strip malls. But what is interesting and clearly observable
by the youth are disparities in the poor physical and environmental quality of these stores
versus the newly built stores in the adjacent suburb. Dramatically aging commercial
retail districts as embodying potential factors in the decline of community health are
fairly unexplored contexts in the field of community food security and food environments
(Eisenhauer, 2001). Recall that the adults at our community forum were very conscious
of the fact that they spend most of their money outside of their community despite the
diversity of supermarkets located near their neighborhood. It is possible that a
participatory research project that follows the money trail of a family’s grocery spending
could be highly significant and interesting to communities, especially if such capital
flight is contributing to retail blight.

The adults’ response during the community forum also suggests that a change
occurred in the status of the youth, at least according the youth perspective. Through the
youth’s discussion on this forum, we see evidence that suggests the youth’s participation
in this process supported a shift in their social position away from the margins into a
more central and empowered role. Prior to the community forum, a two hour session was
allotted for planning logistics including plans for food and who would lead what
presentations. This session was particularly frustrating for us as facilitators since it was
very difficult to engage the youth’s interest and participation in planning. In retrospect, I

discovered that the youth were not motivated to present our results to a room full of
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adults because they themselves did not see the relevance or usefulness of our study.
Following the presentation, the youth noted that to their surprise that, like our study, the
adults chose to “compare and contrast” the quality of local food stores. They also said
that they enjoyed this experience because “so many people could understand what we
were relaying to them” and that “they were actually interested and asked us questions”.
Participation in research tools and practices provided the youth with a greater
understanding on how knowledge is legitimized. I assumed that this allowed the youth to
see that even adults do not have all of the answers.

This evidence of the changing role of the youth contributed to enhanced
interpersonal learning as well as development and change at the community level. I was
able to integrate the youth’s views on youth work, money, and consumer behavior into
our food disparities study during a final wrap-up workshop discussion. In this activity, I
guided the youth’s reflection on how some adults at the community forum also focused
on the concern that money is leaving their communities. As you will see from the
dialogue below, the youth’s usual WRCC youth program leader, saw an emergent
learning opportunity from this discussion. This is important because it represents the

only time that she contributed to our activities and discussions (referred to as Y Leader).

Yl: Yeah, and we in a recession.
Facilitator:  So what does that mean for jobs for teens?

Y1 They [jobs are] leaving but they coming back because I trust
Obama

Facilitator: How do you hope that he will help [create] teen jobs?

Yl: Well maybe only jobs for over 18.
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Y Leader:

Y Leader:

Facilitator:

Y Leader:

Things are really changing because of the fact that there are so
many adults out there that don’t have jobs. It’s going to adults that
get those jobs unless there is a problem with those adults, if there
are not adults that can’t pass the drug test or whatever the issues
may be preventing them from getting those jobs, and that is the
only way those teens are going to get those jobs. If you got teens
that are in high school, or you know, the thing with high school
diplomas, but yeah they get these jobs but if they don’t have their
high school diplomas by like 19, they can’t move up.

Or you gotta get your GED.

That is what I found so interesting with this topic, as I said before,
there are more opportunities for teens to start these projects and not
as much with adults.

Especially for non-profits, a lot of our money comes to run
programs for teens, like the one we just got that is to pay me to be
able to stay at the center is for them. Yeah, I’m getting paid, but if
it wasn’t for them being in the center, we wouldn’t be able to get
the money.

We tried to guide the conversation to job creation and youth having a more central

role in making decisions on developing opportunities for youth work. On the

other hand, the value of money and payment dominated the rest of our discussion.

Facilitator:

Yl1:

Facilitator:

So my question is to [the youth], if there were more food programs
coming, would you all want to be a part of developing those types
of programs or would you just want someone to come in and say
here’s what we’re going to do...

I’d rather be a part of it, but what ya’ll did, you didn’t just come in
and said this here is what we’re going to do, but ya’ll gave us some
background and we didn’t just jump right into it. Ya’ll did ok.

Thanks. What about the garden project? That wasn’t your idea
and you guys didn’t want to do that.
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Y Leader:

Y3:

Facilitator:

Y3:

Y Leader:

Y3:

Y Leader:

Y2:

I think that if the garden project actually paid them, they would be
out there. Well some of them. I would say some youth. If
somebody were to come in and say hey...

It depends how much they payin.

How much would they have to pay you?

It depends how long they going to have me working.

If someone was going to come to me and say “I can pay 10 teens to
get your garden up and running so that we have fresh fruits and

vegetables. And we’re going to pay them a stipend of $50 a
week”, or maybe not that much.

For that I would do it.
See. If they had something like that, they probably would do it.
We just don’t have the means or the time to do it. Like I told them,

I don’t do gardens that’s just me.

I would do it.

This provides more support for the notion that these youth were primarily motivated by

monetary compensation. It also draws our attention to the critical need to identify,

encourage, and reinforce non-monetary values and motivations for participation, work,

and the nurturing of youth food citizens.

4.4 Making food environments research relevant

4.4.1 The relevance and appropriation of research tools

Increased rapport, more advanced dialogue skills and more relevant discussion

topics provides evidence that the youth gained greater knowledge on research and its

uses. When I asked the youth during the final wrap-up workshop how this project

changed the way they thought about research in general, their responses included, “you
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don’t always have to use a computer for research”, “it showed me how to gather
information”, and “the more that you learn the more you pass on to other people”. The
youth experienced a full process of inquiry thereby participating in phases of asking
questions, using tools to collect information, and engaging in forms of dialogue and
collective meaning making. Most of the final wrap-up workshop consisted of audio
recorded dialogue and these discussions were by far the most rich and interactive. These
discussions allowed me to observe how the culmination of experiences and interpersonal
development influenced our reflections and new forms of knowledge. The following
examples of this dialogue show that the youth did in fact gain a greater understanding of
the role of research and that they were capable of appropriating these methods in the
future if they chose to do so. They told me that they enjoyed the opportunity to go out
and collect data in the community and some stated that they would have preferred to do
more of this. Some also mentioned that if we included stores in other suburban
communities it would have made the study stronger. “I think that it was more store
orientated, like, if we went to more stores and talked about it, it would’ve been better”,
one youth stated. He continued to describe how if we surveyed stores in an adjacent
college community:

Y1: we could see where people, who are not too much older than us but not as

old as the people who shop on the [Westside], so we could see what they
was buying and what they was more interested in.

This youth identified age and market demographics as an important variable when

studying food environments. Marketing and advertising research was also brought up by

other youth. One youth thought it might be interesting to explore the type of advertising
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outside of stores in order to see if it was connected to what people actually purchased or
how it influenced people’s shopping preferences. Another youth further speculated on
the role of advertising and purchasing behavior on people of different ages:

Y3: Everybody, you know we could be too busy, adults might know
more than us, but maybe not because they just have to make sure
that people have food to eat. So what ever looks better on the
commercial then they might just get that.

In response to this statement, a girl highlighted the differences between supermarket

commercials and what we observed in the actual stores.

Y2: They be trying to make look it all good [on TV] and it’s all nasty at
the grocery store.

I noted to the youth how this would be a totally different type of project which would
require different tools. Content analysis approaches to exploring food advertisements and
commercials could be an engaging and interesting project. But, instead of exploring what
these tools might be, a couple youth brought the conversation back to the way we used
research tools to measure the spatial distribution of food stores and the cost and
availability of certain items. One stated that we should try the exact same study with
another group of youth in another city, whereas other suggested we try it again but focus
on things other than fruits and vegetables like “meat”, “junk food”, or “greasy food”.

In order to further explore participatory appropriation during our reflection
activities, I wanted to learn more about how research could be used in a way that was
more relevant to the lives of teens. I encouraged the youth to explore different content

areas where research might be useful outside food for this discussion. My youth partners

where part of a larger WRCC youth group that met weekly during “Teen Scene” where
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they followed 4-H and “Peace Jam” curriculum on other task- and project-based
activities. I knew that they were currently writing short plays on teens dealing with tough
issues like drugs, drinking, and sex so I attempted to start the discussion around
connecting research and 4-H projects. Below is what unfolded:
Facilitator:  So thinking about your 4-H projects and the plays that you are
writing. Are there ways that you can use research to do various 4-
H projects or to help you write this play?
Yl: We have been doin research. On like why, like questions to ask,
but not make them questions in the play, but how to turn it into a
scene. We putting, most of the stuff in the play is education stuff
so like we acting out but it’s like we teaching at the same time.
With this 4-H project, the youth think up potential real life scenarios or interactions youth
may have with their peers or adults. This youth linked the learning and teaching parts of
acting and playwriting as a response to the assumed needs of their peers which includes
the new knowledge on how to best respond to pressure from others to engage in risky or
unhealthy behavior. This young person further connects the plays to research by noting
that they are hypothesizing particular questions their peers may have and responding with
providing them knowledge. Although it was not explicitly discussed, I hope that
continued reflection by these youth on their experiences in this project over time may
influence the future appropriation of research concepts and practices in ways that enhance
their everyday informal education activities at WRCC.
As I encouraged deeper discussions about making research relevant to the lives of
teens, the youth focused primarily on teens using research because they “want to change
the rules”, “[e]specially with the schools”. The following dialogue illustrates the youth’s

perception that they do not have the power to change rules in their school but also

explores the potential support of research.
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Facilitator:

Yl:

Y2:

Facilitator:

YI1:

YS:

Yl:

Facilitator:

YI1:

Facilitator:

Y1:

Y6

Facilitator:

Y1:

YS:

Do you think kids feel empowered to change the rules at school?

They can, they could go to the board and they got that thing on
Channel 21 where you can go and voice your opinions.

But it is rare.

Do you think research could make that different?

Sometime you can change the rules by getting enough signatures.
A petition.

Yeah, you know for certain issues it gotta be like a certain amount.
So [a petition] is one tool for getting information for change. Are
there research questions that you could ask and answer with a
petition?

You have to have a good reason why you want to change the rule
and then the reason why the rule was put in place.

So there is knowledge that you have to get. What about with other
teens, are there some ways to gather information or to ask teens,
could you go out and ask other teens how they felt about the rule?

That would help too.

[If] there was more than one voice, and maybe that more people
would believe and want to change.

Or you might find different opinions. You might find teenagers
that might think that rule is good.

At my school, they don’t have the hour lunch any more and some
students think it’s good and some don’t.

I don’t think it’s fair.

4.4.2 The role of advanced dialogue in further emergent learning

Advanced forms of dialogue, rapport, and more relevant discussion topics also

supported more emergent learning opportunities by allowing us to share my CFS
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knowledge in a way the youth found more interesting. The dialogue below illustrates
how participatory appropriation and dialogue helped us to situate CFS issues and topics
into discourses relevant and understandable to the youth. It also shows how throughout
participation and learning, the youth became better versed in the CFS language and were
able to critique some of the field’s discursive practices such as food safety policy and
popular notions of whole, farm fresh foods as being healthier than other foods.

Our discussion turned back towards a focus on CFS topics when one youth asked
about food licenses and we discussed the fact that farmers do not have to have a license
to sell food if they do not cut it, cook it or change it in any way. Licenses are required
and important for people that process or change raw products. This evolved into a
discussion on food safety and rules when one youth expressed disbelief that any company
or store would actually sell unhealthy food and one youth asked, “Is there a law against
dangerous foods?”. This youth equated food contributing to diet-related ill health as
“dangerous”. We discussed how some states are banning the use of trans-fats, which
required us to explain what trans-fats were and what they do to the human body. I felt
this provided an opportunity to reinforce some public concerns regarding the current food
system and food security.

Facilitator:  There are some people who believe that there a lot problems with

the food that we eat. I think someone mentioned not being able to
drink regular milk, and someone else mentioned hormones in the

milk.
Y6: No I just drink a lot of milk.
Y2: Are you lactose intolerant?

Facilitator: ~ There are a lot of extra things companies do to food, to make more
of it and sell it.
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Y6:

Facilitator:

YS5:

Facilitator:

I can’t even have a whole bunch of regular milk but I can have
organic milk.

Are you allergic to it?
You eat cheese.

But cheese is a different form of milk.

This youth was not able to articulate why she could have organic milk and consume

regular cheese but not large amounts of regular milk. This could have been because she

was uncomfortable sharing any details but it also highlights the complexity and

controversial nature of food safety.

Y3:

Facilitator:

Yl1:

Facilitator:

Y1:

Facilitator:

YS5:

Facilitator:

What'’s the hormone thing?

Some people think that the hormones that they inject...

To make the cow produce milk

They’re similar to woman’s hormones that help us develop so they
wonder if milk is connected to young girls developing too soon
like at the age of 7

Estrogen

It’s like estrogen.

[Early development] comes from drinking milk?

They don’t know. That’s the thing, people are talking about these

connections to food and health but we have to do the research to
know for sure.

This shows evidence that some of the youth had heard about the public concern regarding

hormones and milk but that the issue was still confusing.

Y2:

They try to make it where they don’t have to kill cows?
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Facilitator:

Y3:

Facilitator:

YS:

Facilitator:

YS5:

Yl1:

Y6:

Facilitator:

Yl1:

Facilitator:

YS:

They want to make more and sell it. They’re trying to make more
produce for cheaper money and some people think that it is a big
problem with food security... Thinking about the rules, people are
trying to change those to make it a rule that you have to label that
milk and say what you injecting into those cows. But we have to
go through these research processes to find out that is the truth.

But do the cows need it?

Some people think they do and some don’t. Without the hormones,
it would take longer to produce more milk and it could make milk
more expensive. Which then causes a problem, because milk is
believed to be good for us.

Milk is already expensive.

So that is why research, like asking people’s their opinions. Like if
we did know a lot about these hormones, would we still want it?

What do the hormones do to us?
What about men, what does it do to us?

But you don’t have female parts so you don’t have to worry about
it.

Actually, men have estrogen in their bodies and us women have
testosterone. We just have the right amount and balance for one or
the other.

That is what I’m saying, what if men are getting too much estrogen
in their bodies.

No, milk won’t make you a woman. [group laughs] I don’t want to
scare you guys. I think that some people are more concerned about
connections between milk hormones and cancers. But again, much
of the public doesn’t feel like they know for sure if it harms us or
not. Some might think that the overall benefits of milk outweigh
any bad.

I think this is interesting.

This conversation progressed into topics on recent food safety scares brought up by the

youth including the E coli contaminations of peanut butter, spinach, and tomatoes. This
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allowed us to discuss the centralized control of the food system and how a very few
companies have control over much of the food production in the U.S. The youth were
very intrigued to learn that the same batches of crushed peanuts are used to make
different brands of peanut butter.

The evidence from this discussion also suggests that while youth are
knowledgeable about some public concerns regarding food safety, they may be receiving
complex or mixed messages from the media or their parents that impedes their ability to
make sense out of them. This further supports a growing need for a greater capacity for
youth to be critical of information they receive. Youth need to be able to identify the
assumptions, logical fallacies of arguments, as well as alternative perspectives. My
approach to engaging youth in learning and development that included them as partners
in a food environments community of practice supported such opportunities for exploring

and facilitating the development of a critical youth perspective.

4.4.3 Critical perspectives of the youth

In contrast to the perceptions of the adult facilitators, the youth found the general
research questions that focused on the cost and availability of fresh produce to be
uninteresting and irrelevant to lives of teens. One participant expressed how the fresh
produce aspect had the least influence on her motivation to be involved in the project, “I
don’t care about no fruits. I wouldn’t think about studying no fruits”. The youth also
questioned whether or not people in their community actually wanted better access to

fresh fruits and vegetables. This influenced suggestions by many of the youth that this
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project might be more appropriate for adults since they were the ones responsible for
grocery shopping.

As mentioned previously, ongoing participation in the various practices of food
environment research also enabled the youth to become more knowledgeable in and
better versed in community food security concepts and discourses which they used to
take a more critical perspective of some of the field’s research and outreach practices.

On one occasion, a participant questioned the definition and reasoning behind the use of
word “fresh” as an indicator for better quality food. Since these comments directly
followed a reference to the small farmers market sponsored by the community center, and
my knowledge that it is very common for community-based farmers markets to claim that
locally grown food is fresher and therefore better, I assume that our group discussions
provided an opportunity for this youth to challenge a discursive practice that she

experienced outside of this project.

Y2: Alright, so fresh produce that is in the grocery store is not really
fresh produce because it’s picked from the ground and later put in
the store?

Y4: It’s fresh produce.

Y2: So it’s just produce, it’s not fresh.

Another example of youth criticism of community food security discourse is
illustrated by the following conversation that emerged during our final wrap-up
workshop. It is regarding some of the youth’s views on the ethical implications of food

and health research.
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Y1:

Facilitator:

Yl1:

Facilitator:

Y2:

Y4:

Facilitator:

Y2:

I think that you shouldn’t take it [research and
education] so far...that it might change the way
somebody eat.

You don’t think that would be a good thing?

No, because that could be their favorite food but you
show them the bad stuff about it then they stop eating,
but that might, that is the only thing they used to eat.
That would be bad.

Good. You brought up the importance of ethical
issues that we need to be conscious of. How do you
others feel about that? Like, when people come to
you and talk about good food and bad food.

I don’t like it.

I don’t like it when people tell me what I can and
cannot eat. What if that was the last thing on earth?
Like, I know what food is not good for me but I like
eating it.

Thinking about health. Do you think that ....
I think that, like if it is something that is affecting

something real bad and they just keep on eating, you
should break it down for them and tell them.

This discussion suggests that too much negative information on food can ruin the
personal enjoyment people experience when they eat food they like. It also highlights the
youths’ consciousness of the potential for food and nutrition outreach and engagement to
influence unjust stigmas or judgment of people based on their eating behaviors or
preferences. Making a person feel guilty is not fair. This discussion also provides great
potential for emergent learning that takes a more in-depth exploration of what people like
to eat based on taste, cost, and convenience. On the other hand, the final comment shows

that it might not only be acceptable to inform people about nutrition if their current eating
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behaviors are seriously hazardous to their health, but that it also may be our responsibility
to protect them.

My youth partners came to the final consensus that the disparities in fresh produce
cost and availability that we discovered on the Westside of Riverton as compared to the
adjacent suburb were not very significant and unlikely to be the cause of diet-related
health disparities. Therefore, in the perspective of the youth, fresh produce disparities did
not pose a legitimate problem in West Riverton that local food system projects could fix.
Instead, the youth conceived diet-related health to be a behavioral issue related to
individual choice. On several occasions many participants reiterated the opinion that
most people were in fact knowledgeable on foods that are healthy and foods that are
unhealthy, but that people would simply eat what they want to eat. In our final
workshop, one youth concluded that if an individual wanted to be healthy, they would do
whatever was necessary to travel to the supermarket and pay more money to eat and be

healthy.
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5. DISCUSSION AND CONCLUSIONS

This thesis has described a university-community partnership where youth
participated as members of a food environments community of practice intended to foster
the sociocultural learning and civic development needed for more systems approaches to
community food security initiatives that seek to promote the diet-related health of
minorities. My youth partners were provided many diverse opportunities to gain
knowledge and skills through participation in the cultural practices of research including
surveys, field observations, data analysis and displays. This project was successful at
including youth in activities they are traditionally excluded from which aligns with
systems thinking, CFS, and CYD perspectives. Also, in the spirit of the concepts of food
democracy and food citizenship, traditional adult and child roles were transformed and
different forms of learning and changed occurred. On the other hand, my results show
that this project was very limited in creating a greater shared youth/adult understanding
on how environmental factors impact minority diet-related health disparities or the larger
system in which these disparities are embedded. Thus, there is little evidence that this

project promoted much civic development for my youth partners.

5.1 The value of learning and participation
5.1.1 My personal learning through participation

I experienced the most influential learning and role transformation as a result of
my participation in this project. My approach forced me to continuously reflect on my
ability to build a different type of relationship with youth partners. This required me to

listen, observe, and patiently engage them in discussing their reactions and perspectives
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more than if I had simply taught these youth about community food security and food
environments. This knowledge that I gained from the youth is very valuable but it only
provides a small window into how youth perceive and are able to use the tools and
practices of food systems research. This type of knowledge mirrors other youth and food
studies that narrowly explore youth beliefs and motivations (Bissonette & Contento,
2001; Lautenschlager & Smith, 2007; Brander, 2008) or evaluate a program’s ability to
build youth’s diverse assets (Clarke & Foote, 2004; Kinder, 2008).

I learned that the youth were more interested and engaged in research and
learning tools or approaches that were hands-on. Fortunately, this project provided many
such instances. Some common tools employed in food environments research we used
like city-scale demographic maps were too complex for the youth to understand. Since
these demographic maps illustrated the particular economic and ethic composition of
their community, their inability to understand these maps severely limited my ability to
communicate food environments concepts and their relation to social justice. The
effectiveness of Google Map activities in engaging youth’s interest suggests that this
internet application is more user-friendly and developmentally appropriate for youth ages
12 to 16.

The use of Google Maps in youth and food programs that explore environmental
factors of health should continue to be explored and evaluated. If my project with these
youth were to continue, I see great potential for us to further collaboratively explore the
youth’s findings on disparities in the quality of the built environment through the use of '
Google Maps. It provides a learning opportunity to introduce the youth to concepts on

zoning and the historical and current contexts of commercial and housing development in
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their community. I assume that the more practice these young people have with using
maps as representational tools the better skilled they will be at understanding and
applying demographic data such as neighborhood economic and ethnic composition.
More studies on how youth engage with and learn through the visualization of geographic

food and health information would contribute to these types of youth and food programs.

5.1.2 Interpersonal learning through participation

My youth partners showed improved capacity for the social and intellectual
development common for community food security research practitioners as our
collective ability to dialogue and create shared meanings became more frequent. This
project and my AR approach to inquiry supported many forms of emergent learning
opportunities which, like similar projects (Rahm, 2002; Fusco, 2001), enhanced
knowledge sharing and made science more relevant to young people. By taking
advantage of as many emergent learning opportunities as possible, I was able to teach the
youth my knowledge on community food security and gain a greater understanding of
their views so I could situate content in ways that I thought would make the most sense to
the group.

The value of emergent learning and dialogue experiences was evident as the youth
became more and more interested and versed in the language and practices of community
food security as the project evolved. Sometimes the topics of our conversation strayed
from the content and behavioral learning objectives I planned from the beginning. Also,
they often left us all with more questions than concrete answers. Some miéht question

whether or not any of this knowledge ever truly solidified with the youth in any
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meaningful way which I agree is something I wish I could continue to measure over time.
But if traditional passive forms of knowledge sharing and assumed learner retention are
ineffective, such interactive and participatory forms of learning through conversation are
not common in classrooms or informal education settings and are worth exploring
further. These dialogue experiences showed me that my youth partners were critical of
food environments practices and were able to articulate such views. Therefore, if we
want youth to gain a greater capacity to critically question such things as advertisements
or media, they need frequent opportunities to practice those abilities (Pittman and Irby,
1995).

Similar to Brander (2008), my youth partners were highly motivated by money
and the opportunity to gain employment skills. Neither the youth nor I ever realized how
many of the most accessible and best paying jobs for teens are often in their local food
system before participation in this project. Jobs flipping burgers in fast-food restaurants,
bussing tables at diners, or stocking shelves at grocery stores were not considered to be
the most glamorous jobs to my youth partners. But since these jobs provided the
monetary compensation many U.S. teens so highly value, they were willing to do the
work. This may suggest that we take a closer look at the relationship between diet-
related health and the work environments and work culture of teens. The fact this project
was framed as a job opportunity and that participation provided a monetary incentive was
problematic and limited our ability to engage in discussions on values around collective
work to improve the common good. In retrospect, I wonder if I should have tried to
recruit and engage youth who had more established civic values to participate in the

project from the start. On the other hand, I believe that these findings reflect the reality
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of many youth today who are born into a culture of consumerism that collectively values
money and materialism. Such a reality poses a major challenge in supporting the
development of youth food citizens as partners in creating new forms of food personhood
and a civic culture that exist outside traditional market values.

Beyond a minor change in the social position of my youth partners after the
community forum where adult residents listened and reinforced their hypotheses, or the
mere act of including them as researchers, this project does not provide strong evidence
that the youth experienced or influenced transformative interpersonal or cultural change.
I recently was informed that the summer following this project the WRCC obtained
Federal Workforce Reinvestment Act funds to provide the youth paid or volunteer job
experience. I am unaware of the specifics of this program but it would be interesting to
learn if our project had any impact on those program development decisions. If it did,
that could suggest that this program supported forms of organizational change. All in all,
as other community-based participatory researchers, the project did little to make major
transformations in the knowledge, perspectives, and social position of my youth partners

(Krasny & Doyle, 2002; Kirshner et al., 2002).

5.2 Citizenship and participation

It is true that the youth were provided opportunities to make some decisions
regarding data collection, analysis, and how their voice should contribute to the larger
project. However, the time limitations and the fact that their participation occurred
within a context of predetermined objectives defined by expert stakeholders, I conclude

that the actual form of participation resembles more of a “functional” form than a true
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“interactive” form (Pretty, 1995). Interactive participation could have been better
supported if the youth were involved with the development of the research focus,
questions, methods, and purpose. The danger in functional forms of participation is the
likelihood of token involvement (Pretty, 1995). This occurs when a project claims to be
participatory but in actuality the youth are often not completely aware of the issues and
purpose of the project. They may provide their own voice but are not provided feedback
by adults or the opportunity to choose how their voice is used. In tokenism, youth voice
is often manipulated to push an adult agenda (Hart, 1992).

I discovered that using fresh produce cost and availability and data on
neighborhood ethnic compositions as possible variables contributing to health disparities
was not effective in engaging the youth’s interest in public health and social justice
issues. Instead, it appears as though this framing may have reinforced the popular
support of personal responsibility, individual choice, and individual behavior change
perspectives. More time for more dialogue and participatory learning activities is needed
to provide youth and adults opportunities to critically reflect and explore human
experiences with diet-related ill health and how we are hypothesizing causal
relationships. It is naive to think that we can transform the deeply ingrained and often
hidden social and cultural perspectives on food, health, and social justice in just a couple

months.

5.3. Conclusion

This study has both described and evaluated a specific approach to a community-

based research project. The goals of this project were to:
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1) Develop, implement, and describe an approach that attempts to effectively engage
youth as partners in learning about their local food environment and community
food security issues.

2) Evaluate my ability to engage the youth’s interest and attention as well as
facilitate social learning.

3) Document the youth’s unique perspectives on community food security discourse
and practices.

I employed an AR method commonly used by teacher researchers to evaluate the levels
and forms of sociocultural learning and participation that my approach supported,
measured change, and adjusted my plans and approaches throughout the project to
maximize project goals and learning objectives. Evaluating and enhancing both dialogue
and ideal forms of participation played a large role in this project.

My overall findings support that my approach to learning and engagement
positively promoted some social and intellectual development for both the youth and for
myself. Through participation in the cultural practices of research including surveys,
documenting observations, data analysis and displays, the youth gained new knowledge
and skills, but more importantly they applied existing knowledge and perspectives to
novel activities. One of the most positive impacts of this experience was that it provided
me with a greater capacity to facilitate learning, dialogue and embrace multiple forms of
knowing in action.

One of the greatest limitations of this project included time and resource
constraints which are common complications to achieving full participation. Because I
only had two months with the youth and pressure to produce an end product, I often
found myself rushing through activities. This constrained my ability to take advantage of

emergent learning opportunities that were relevant to the youth since they were not

considered a priority learning objective. The scope of this project and the types of
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learning and development objectives I sought to achieve were too broad and too large for
the time span of this project. My planned learning experiences were not able to
effectively balance all that I wanted to accomplish. According to theorists, quality
participatory youth development projects should last at least one year (Perkins and
Borden, 2003). If we were afforded more time and resources, I could have facilitated
these relevant emergent learning opportunities in order to better integrate the youth’s
unique ways of knowing in the field of CFS. I also could have promoted better forms of
participation.

These theorists also stress that youth should be full partners in the development of
programs. In this case, adult experts chose the project’s conceptual model including the
research questions, focal areas, and methods prior to any contact with the youth. This
conceptual model which situated health disparities and social justice in the context of
retail food environments, and the stance that new knowledge on the spatial distribution of
available and affordable fresh fruits and vegetables would provide meaningful
information for all stakeholder groups. According to the ladder of young people’s
participation provided by Hart (1992), this project could be considered “participatory”
but one of “assigned” participation by adults where the youth’s role was more
informative and consultative.

Traditional education alone is not enough to promote community food security
and solve the diet-related health disparities among minority youth. Our approaches must
seek to transform the traditional roles of all participants, engage with those traditionally
marginalized, and support the development of system thinking that integrates multiple

forms of knowledge and perspectives on the relevancy of research tools and discursive
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practices. Such inclusive and participatory approaches are not without fault but can
progress towards more ideal forms when the users increase their capacity to effectively
understand and modify the types, applications, and outcomes of participatory processes.
The results from this study make a valuable contribution for researchers and practitioners
interested in developing future participatory food environments activities that better
resemble interactive forms of participation. Therefore, I encourage others who are
interested in engaging youth in CFS and food environments to support more meaningful
opportunities for youth partners to make shared decisions on project development from

the start including a project’s research topics, questions, methods and purposes.
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6. APPENDICES

6.1 Compiled cost and availability data

Table A: Cost and availability data

Store 1 Store 2 Store 3 Store 4

Yellow Banana

0.441b 0.441b 0.441b 0.441b
Green Grape X X X X
Onion 0.55each=1.10 | 0.55each=1.10
(cheapest) 0.561b X b b
Apple 0.49 each=1.47 0.49 each= 0.49 each=1.47 | 0.49 each=1.47
(cheapest) Ib 1.471b b Ib
Sweet Potato X X X X
Kiwi X X X X
Blueberry X X X X
Strawberry X X X X
Blackberry X X X X

1.89 for 3/200z=
Red Tomato X X X 1.511b
Green Beans X X X X
Store 5 Store 6 Store 15 Store 18

Yellow Banana

0.441b 0.441b 0.441b 0.441b
Green Grape X X X X
Onion 0.55each=1.10
(cheapest) Ib 0.56 Ib 0.56 Ib X
Apple 0.49 each=1.47 0.49 each= 0.49 each=1.47 | 0.49 each=1.47
(cheapest) Ib 1.47 b b Ib
Sweet Potato | X X X X
Kiwi X X X X
Blueberry X X X X
Strawberry X X X X
Blackberry X X X X

1.89 for

1.89 for 3/200z= | 3/200z=1.51 1.89 for 3/200z=
Red Tomato 1.511b Ib 1511b X
Green Beans X X X X
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Table A: Cost and availability data (continued)

Store 11 Store 17 Store 13 Store 14
Yellow Banana
0.691b 0.691b 0.591b 0.451b
Green Grape 1.791b 1.791b 1.181b 1.241b
Onion
(cheapest) 0.66 Ib 1.241b 0.99 b 0.56 b
Apple
(cheapest) 1.99 lb 1.99 b 1.691b 1.09 Ib
Sweet Potato | 0.99 Ib 0.991b 0.991b
Kiwi 1.50 each 1.50 each X? 1.69°?
3.49 pint=4.65 Ib | 4.99 pint= 6.65 2.50 pint=3.33 |b | 1.99 pint = 2.65
Blueberry b Ib
Strawberry 4.991b 499 1b 2.001b X
Blackberry 11.401b 11.401b 5.001b X
Red Tomato 1.49 roma* 1.791b 1.991b 1.191b
Green Beans 1491b 1.49 |b 1.191b X
Store 12 Store 19
Yellow Banana X 0.791b
Green Grape X X
Onion (cheapest) X 0.99 b
Apple (cheapest) X 0.99 each=2971b
Sweet Potato X X
Kiwi X X
Blueberry X X
Strawberry X X
Blackberry X X
Red Tomato X X
Green Beans X X
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Table A: Cost and availability data (continued)

Store 7 Store 8 Store 9 Store 10

Yellow
Banana $0.59 $0.59 $0.57 $0.69
Green Grape

$1.77 $1.77 $1.59 $1.79
Onion
(cheapest) $0.99 $0.99 $0.43 $0.66
Apple
(cheapest) $1.33 $1.33 $1.66 $1.99
Sweet Potato

$1.49 $1.49 $0.69 $0.89
Kiwi $0.59 $0.59 | X $1.50
Blueberry $5.32 $2.50 | X $4.65
Strawberry $2.99 $2.99 | X $4.99
Blackberry $6.00 $6.00 | X X
Red Tomato $3.99 $2.99 $1.29 $1.79
Green Beans

$1.49 $1.49 | X $1.49

6.2 Combined physical environment observational data examples

Store 1:

Trash in bags on outside

By houses and busy roads

Easy and walkable (how?)

Four roads connect so people can get here and there is a highway near.
Leads off to a highway

Gas Station/it has gas pumps
Parking spots are available

A lot of advertisement

Leaking trash (where?)

Open bananas brown/old

Bugs (where? What kind?)
Neatly stacked except bananas
Gift cards (?)

Nice employees

Lots if snacks (like what?)
Canned green beans

Fruit is altogether in a refrigerator
Food is neatly stacked
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e Lots of ads on front of the store (ads for what?)

Store 2:
e Gas station
Lots of ads (what kinds)
Bigger (than what?)
More parking spots (than what? How many?)
Has other convenience stores around
It is located on the west
Surrounded by apartment complexes
Is coming off of a main road
Has no single bananas
Has canned fruits
More of the foods (?)
Less uncanned and nuts
It was pretty clean
Near a hut down rite aid
Walkable (how?)
Neatly stacked food
Canned Green beans are $0.99 to $1.49
Canned fruits
More packaged foods
A lot more open space (than what? QD 1?)

Store 3:
e School (where?)
Cormner store
Strip mall across street
Busy road
Not much advertisement
Coffee, cappuccinos
Outdated/small
Food is neatly stacked
A dirt trail (?)
Connected to another store
No ads
Has a slurpy machine
Medicine
It is very secluded
No gas station
By a lot of stores
Just like the last store as far as items but the layout was different.

Store 4:
®* On a busy street
e In aresidential area

e Tomatoes are not very red
e (Clean
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Prices not clearly marked

Staff did not know that they had apples
Food in a cool area

Not a lot of bananas

Prices seemed high

Store 5:

Really clean

More variety (than what?)

Staff told us they don’t have a produce aisle because of a lack of space.
Bananas are kind of rotten

Only had one apple

more variety of produce (like what? Green peppers, iceburg lettuce)

Store 6:

vary spacious

clean

more variety of produce like oranges, lettuce and carrots
you could see the produce at first.

Produce in corner not noticeable

Stocked better (than what?)

Food looked very nice

Very organized.
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