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Abstract:

Throughout North America, there is a growing movement of community-based youth farm and garden projects. Young people are participating in the transformation of their communities, as well as themselves by growing and distributing healthy, organic vegetables. The involvement of young people in farms and gardens is not a new phenomenon, and examples of their participation on farms, and in schools and organizations such as the 4-H club are examined within this major paper. However, it is also demonstrated that the organizations that use farms and gardens as a youth development venue are somewhat different from these previous movements, in terms of their goals, their approaches to education as well as their focus on food security issues.

Within the holistic education field, theorists have argued for the need for educational approaches that focus both on personal development issues, as well as critical thinking and acting skills. In particular, holistic educator John Miller has developed a model that is helpful as a means of looking at different approaches to education. Miller distinguishes between three approaches to education, which he labels “transmission”, “transaction” and “transformation”. Focusing in particular on the efforts of “The Food Project”, a youth organization out of Boston, Massachusetts, I examine how these youth garden and farm sites can be used in a “transformative” manner. Drawing on my experiences as a staff person with this organization, interviews conducted with six of their youth as well as their co-director, as well as my participation in “Rooted in Community”, a yearly conference for youth and their adult allies involved in this type of work, I examine the development, the goals and educational approaches adopted within this movement.       
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Preface:


As a student in the faculty of Environmental Studies at York University, my studies have revolved around the use of gardens and farm sites and food production activities as catalysts for social change. My area of concentration is entitled “Education for Social Change Through Agriculture”. I have focused on the work of theorists from a wide range of fields, to support my contention that horticultural and agricultural activities can be important tools through which transformational education can occur.


This paper is the culmination of these studies, and brings together work from various fields that I have focused my studies within. My three components within my plan of study include:

1. People/plant relationships

2. Organic agriculture/horticulture

3. Education for social change

This major paper draws from each of these components, relating the work of theorists from each of these fields, to my findings on the youth farm and garden movement. This paper allowed me to fulfill three objectives within my plan of study that had not yet been completed.


Within the people/plant relationships field, I have focused on theorists from fields such as eco-psychology, landscape architecture, horticultural therapy and community gardening. Of my objectives within this component, this paper fulfills the following:

Objective 1.1:To examine some of the ways that agricultural and horticultural activities can be beneficial for both individuals and communities (i.e., horticultural therapy, community economic development projects, environmental education), in order to become a better-informed advocate for these types of projects. 


During my studies at York, I have researched and written papers on topics such as horticultural therapy, the community economic development projects undertaken by Foodshare (a Toronto non-profit organization that runs several food-related projects), and children’s gardening projects. This paper allowed me to apply the work of people/plant theorists such as Charles Lewis, and Rachel Kaplan to an area that has been largely ignored by this group. Through these efforts, I was able to fulfill the objective within this people/plant component. 


Within my second component (organic agriculture/horticulture), one of the objectives that I sought to complete was:

Objective 2.3: To familiarize myself with a variety of farm and garden projects throughout North America that focus on various aspects of community development, skill development, and environmental and critical education, in order to have a greater understanding of the possible uses of gardens and farms as community development and educational projects.


I have been fortunate during my time at York University to have the opportunity to visit, speak with, and work with a variety of organizations involved in different aspects of community-based food production. This paper further allowed me to familiarize myself with youth projects within this field. I was particularly pleased to have the opportunity to attend the Rooted in Community conference in Detroit in the summer of 2001, where I was able to learn more about the activities of youth organizations from throughout the United States. During these past months of research and writing, I have been able to learn about, speak with, and write about a wide variety of programs that I would not otherwise be aware of.


Finally, within my “education for social change” component, this paper gave me the opportunity to fulfill the following objective:

Objective 3.2: To investigate how transformational education can occur through agricultural and horticultural activities, in order to support an argument for the need for farm and garden projects of this sort.  


While at York, I have taken several education classes through which I became familiar with the work of holistic, environmental, experiential, and critical educational theorists. This paper gave me an opportunity to apply the theoretical work of these theorists to the field of youth farm and garden projects.

Growing Sites: Pulling it together


This research paper gave me an opportunity to focus the work I have undertaken during the past two years. Through my examination of the youth farm and garden movement, I was able to draw on, and relate the work of theorists from all three of my components, and begin the important task of documenting the development of this dynamic and powerful movement. 
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Introduction:

Youth and Agriculture- Educational Opportunities


During the summer and fall of 2000, I had the opportunity to work with a youth development organization called the Food Project. Located in Boston, Massachusetts, the Food Project uses agriculture as a tool to bring together teenagers of different backgrounds to grow food for a variety of communities, while learning about food systems, environmental and social issues around food and hunger, as well as themselves. During the time I spent at the project, I was continuously surprised and impressed by the young people in the organization. The level of maturity, commitment and energy with which they approached their daily work and learning was noted by the constant stream of visitors and volunteers who spent time at the rural farm and city food lots. Within a society where teenagers are too often unfairly associated with drugs and crime or dismissed as lethargic or self-absorbed, these young people demonstrated that, when given the opportunity, what an amazing community resource teenagers can be. 


As a student of environmental studies with a strong interest in educational approaches and methods, I began to wonder if there was something particularly significant about the use of farming and gardening as tools with which to work with young people. Within my education classes, I was most interested in educators who focused on experiential education and action learning within a holistic framework (Hammond, 1996, Weston, 1996). These educators believe that learning is not necessarily something that should take place primarily through reading and writing, and should have meaning to students.  It seemed to me that gardening and farming, particularly where there was a focus on hunger issues, could serve as a useful medium through which this work could occur. 

From my own research on various uses for gardening and agriculture, I had come across theorists who wrote about the usefulness of plants and gardening within a number of different settings. Horticultural therapy for instance, the use of plants within therapeutic settings involving various communities of people, ranging from the elderly, to prisoners, is a topic which has been receiving a great deal of attention lately. Children’s gardens and community gardens, which have been around for a long time, are finally beginning to receive recognition for the important roles they play in the provision of settings for meaningful community building, educational and recreational purposes (Warman, 1999, Lewis, 1996). What I did not find, however, was documentation of garden or farm programs for teenagers. Through my work at the Food Project, I knew that there were a number of organizations throughout the United States that used agricultural, horticultural and other food programming as a means to work with young people. While program objectives and structures varied widely, there was a shared commitment to involvement of youth in food production. I decided that I would like to examine more closely these organizations, looking somewhat at the roots of the movement, the reasons for the use of food production within the organizations, and what some of the benefits of using food production within youth development and/or educational settings might include. 

From an educational standpoint, I am interested in the work of holistic educators who emphasize the need for learning processes that involve a wide range of teaching methods, that make connections between different subjects and activities and between students and teachers. Holistic educators focus on the development of the whole person. Within these circles, I am particularly interested in the work of John Miller (1993, 1996), a holistic educator from the University of Toronto, who writes about the need for a “transformational” approach to education. From his perspective, education should focus both on social change as well as personal development. Emphasizing the need to balance these objectives; Miller suggests that educating for social change often focuses on either the personal aspect, or the larger social structure (Miller, 1991). I share an equal commitment to this type of educational approach, and my feeling is that agriculture and gardening is a medium that lends itself well to this perspective. While some holistic and environmental educators have noted the benefits of using farm and garden settings for this type of work
, this remains a fairly under-researched area that would benefit from further examination. Within this paper, I will look at the ideas of Miller, and other holistic, critical and environmental educators, arguing that farm and garden settings deserve greater attention by these theorists, as important  transformational educational venues.
While gardens and farms are arguably important sites for a wide variety of groups, I have decided to focus on teenagers. This stems in part from my experience of working with the youth at the Food Project, but also from my personal interest in young people, and their involvement in their communities. Teenagers are too often undervalued and overlooked as important community members and resources. Their involvement in community development should be promoted as a benefit both for the neighbourhoods, as well as the youth themselves. As one youth development expert asserts, this type of engagement is the best way for young people to commit to the “building and rebuilding of themselves, their families, their communities, and the larger institutions that shape the quality of American life” (Pittman, in Lakes, 1996, p.13). Garden and farm projects seem like a viable way to involve young people in important community development initiatives. By creating and maintaining gardens, the work is an example of important neighbourhood revitalization efforts. By growing food, they are supporting the local food system in a tangible manner. The results of these efforts are easily measurable, through pounds grown, numbers of people provided with food, as well as the visual addition of gardens or farm systems.

As an avid organic gardener who has worked on a variety of organic farms in various parts of Canada and the United States, I have a personal interest in organic agriculture and horticulture. I believe that growing food and plants can have a significant impact on people. Beyond my own experiences in gardens and farms, I have seen and discussed this effect with a wide range of friends, farmers and fellow gardeners. There seems to be something about growing plants, of watching seeds sprout and emerge from the soil, and being involved in the caring, and harvesting of fruits and vegetables, that can be of tremendous value for people. This effect is something that is discussed amongst community gardeners, landscape architects, ecologically minded planners and others (Kaplan, 1984, Lewis, 1996, Warman, 1999). It is a phenomenon that is difficult to measure, or document, but it is something that I will touch on. Holistic educators emphasize the importance of focusing on self-actualization and personal development while simultaneously learning about social, political and environmental issues. I wonder if garden and farms are settings that might enable this process?

Methodology


I spent 7 months working for the Food Project as a grower’s assistant. At their suburban 21-acre farm site, I worked closely with their farm manager, and was involved both with the production side of the farm, as well as the youth and public outreach aspects of the farm. In the spring and fall, I worked with the youth employed in their academic year program on Saturdays, and occasionally after school during the week. During the summer months, the youth were on the farm Monday through Friday, and I had the opportunity to work closely with the various “crews”. I taught food systems and agricultural classes each Monday, and took them on field trips to various farms most Fridays.  Many of the ideas that I present in this paper are a direct result of my interactions with Food Project participants and observations during this period. At that time, I also visited farms that were involved with other youth educational ventures, and spoke to various people involved in projects that shared similar goals
. New England has a variety of farm and garden projects that involve educational components, ranging from private schools that are on farms and involve agricultural curriculums (such as the Mountain School in Vermont), to community farms that involve local youth in the production systems (such as Land’s Sake community farm in Weston, Massachusetts). 


In the spring of 2001, I returned to the Food Project, and conducted audio-recorded interviews with six of their youth. I asked them questions about why they became involved with the Food Project, what they liked and disliked about the organization, and how or whether their involvement has impacted them. The youth I interviewed were between the ages of 15 and 18. Three were representative of the suburban population that the Food Project works with, and three were urban youth. Four were female, and two male. Their identities will be concealed with the use of pseudonyms within the paper.  

During this week, I also spent time at the farmer’s markets and worked in the fields with the youth, and spoke to them informally about my paper and interests. I feel that my prior involvement in the project was advantageous, as the young people knew me, and seemed comfortable with my questions, and eager to share their own stories and perspectives. These interviews are supplemented by an interview I conducted the previous year with Greg Gale, one of the Co-Directors of the Food Project. In July of 2001, I attended the Rooted in Community (RIC) Conference in Detroit, Michigan. The RIC conference is for teenagers involved in food security and food production initiatives. There I had the opportunity to talk to some of the youth and adults involved in the 22 organizations that were in attendance
, as well as participate in workshops on youth activism in food security and organizing. The conference was particularly helpful, as the last day focused on how the youth would like to see the movement  grow and develop. Their insights on the possibilities of a youth-centred food network, were extremely helpful in shaping my paper. Finally, I have also conducted informal interviews over the phone with people involved in these types of projects, both through contacts made at the RIC conference, as well as other sources. These formal and informal interviews, workshops and conversations are the basis of my findings.

My Goals and Objectives:


My purpose within this paper, first and foremost, is to begin to document the important work that is transpiring within the variety of organizations that use food production as a means to work with young people. While touching somewhat on the history of this movement, and looking at how these 

organizations came about, I will focus mostly on the organizations that currently exist- their philosophies, approaches, objectives and strategies. The projects that I am mostly interested in include non-profit organizations that are using food production, either on a garden or farm scale within a youth development setting. By youth, within this paper, I am referring mostly to teenagers. While I have come across a number of schools that involve gardening or agriculture as part of their curriculum, my intention is to focus mostly on projects that exist outside of the school system, as I will outline in my first chapter, this is due to my belief that this is an important realm within which to work with youth. 


Beyond the documentation of this movement, I also hope to demonstrate how farms and gardens have been, and can be used as important settings for transformational education purposes. Drawing on literature within the fields of holistic, critical, environmental and experiential education, I will highlight how these projects lend themselves well to these types of educational strategies. Through the exploration of this work, I hope to address whether and how holistic educational theory is being applied within this field. 


Finally, this paper represents a personal desire to “revisit” the Food Project. My employment at the Food Project gave me an opportunity to be immersed in this intergenerational and racially diverse community, and gave me an understanding of the organization that I would not have had as an observer. While I was involved with daily conversations about the organization both with youth and staff during my time there, I was interested in sitting down with some of the youth, and talking further with them, about their experiences and thoughts about the Food Project, and their involvement in agricultural and horticultural activities.


While an important aspect of documentation of this movement involves research on organisational structure and funding, this is not included in this paper. Restricted by space, the enormity of this important aspect could not be sufficiently addressed within this paper. For further information on organisational structure at the Food Project, I would recommend contacting the organisation. They are in the process of creating a series of instructional manuals detailing the different aspects of their work. These sources would best explain the intricacies of their structure.  


The first chapter of this paper will look at educational theory, and youth development. Focusing on the work of holistic educators as well as critical, environmental and experiential educators, I will argue for the need for meaningful educational work opportunities for young people. 


My second chapter will focus on youth garden and farm projects. I will look at the roots of the development of this field, focusing in particular on the writings and schools of Maria Montessori and Rudolph Steiner, as well as the development of organisations such as the 4-H club. I will focus mainly on the movement today, looking at different examples of projects and organizations, as well as the variety of philosophies, strategies and objectives on which they are structured.


Within the third chapter, I will use the Food Project as a more detailed case study of what these organizations are capable of doing. Relying heavily on my interviews and conversations, this chapter will highlight what the Food Project has meant to some of its young participants. In particular, this chapter will reflect a number of themes that came out during the interviews such as: meaningful work, the environmental, economical and political perspectives of the youth, their thoughts on growing food, and how growing food contributed to the creation of community within this organisation. 


My final chapter will synthesize the findings of the previous chapters. It will offer a means of interpreting youth farms and gardening projects as unique educational and youth development sites, through which transformational education is enabled. While recognizing that farm and garden projects do not necessarily represent transformational education, my emphasis will be on the potential for this type of work to transpire within these sites.


Finally, the addition of a matrix listing various youth farm and garden projects within an appendix will hopefully facilitate the research of others interested in these themes, and also be useful to organizations looking for contact information for these projects. 


By illuminating community-based farm and garden youth projects and focusing in particular on the educational potential of these realms, I hope to illustrate the important work that is transpiring amongst the plants and weeds of some particularly interesting food production sites. Our young people need opportunities for engagement in community development initiatives. This paper will show how these educational sites can provide supportive spaces for meaningful involvement, critical thinking skills and personal growth.    

Chapter 1

Transforming Lives Through Agriculture

“The world does not need more rootless symbolic analysts. It needs instead hundreds of thousands of young people equipped with the vision, moral stamina, and intellectual depth necessary to rebuild neighbourhoods, towns, and communities around the planet”



David Orr, Earth in Mind

When I was sixteen, some friends and I started an environmental group at school. Unclear of our goals, we shared a common belief: the environment was “in trouble”, and we wanted to do something about it. As we struggled to pinpoint particular issues to focus our efforts on, and then devise strategies to tackle these topics, I believe we all shared an overwhelming sense of hopelessness- the problems were too huge, what could we do about it? Around the same time I began attending demonstrations and meetings of a peace activist group. While I appreciated the exposure to information and strategy planning I acquired through the group, I was also very conscious of my age and inexperience. I found it difficult to feel that I could make a meaningful contribution to the movement. Most of the members were adults with years of practice in this field, and I found that speaking my mind, and participating in the planning of events, was challenging. These experiences, I think, are not unusual amongst teenagers. Adolescence marks a significant period of consciousness development, questioning and the formation of belief systems. How can we best support and facilitate the process of engagement in social action? 

Theorists who focus on education for social change often write about the need to combine a theoretical understanding of social and environmental problems, with the practical skills to accomplish social change (Arnold et al., 1991, Adams et al., 1997). Ideas on how to best accomplish this vary widely, and encompass theorists who identify with a wide spectrum of pedagogies, ranging from such fields as experiential education, critical and popular education, environmental education to anti-racist, queer, humane and feminist education. All of these fields offer legitimate and useful ways of looking at and formulating education approaches. Certainly most social change educators strive to incorporate a number of pedagogical approaches within their practice. One orientation that I have found particularly useful within the realm of social change education is holistic education. Holistic educators stress that efforts to educate for social change must occur alongside efforts to develop the personal self. They call for the development and education of the “whole person”, addressing the intellectual, emotional, social, physical creative, aesthetic and spiritual needs of people (Miller, 1996). As one theorist explains, it “is not any one technique or curriculum” (Miller, 1996, p.2), it includes a range of educational approaches. What is most significant within this field, is the shared belief that education must

nurture the development of the person; that learning about and addressing

ecological, social and political issues, must occur alongside the conscious engagement of participants in journeys of self-discovery. Holistic educators also write about technical styles, and advocate for the inclusion of a variety of teaching techniques. They argue that conventional curriculums and standardized

testing are not necessarily useful learning tools for many people, and that teachers must strive to include a range of teaching tools and formats, in order to

create a learning environment that works for all students. 

One model within the holistic framework that I have found particularly helpful, in terms of thinking about how to best support young people as agents of change, is “The Three T’s” model, created by John Miller, a holistic Educator

with the University of Toronto. This model focuses in part on the technical aspects of education, but is particularly useful as a means of identifying how worldviews shape educational frameworks, and how to identify and understand the implications of working within different frameworks. An examination of this model will illustrate its usefulness as a tool for creating an educational vision that 

is applicable to the youth development field. 

The Three T’s: Thinking about Education 


In his book, The Holistic Curriculum, John Miller(1996) identifies three

orientations to teaching, which he labels: Transmission, Transaction, and Transformation. Stressing that no educational style can be pigeon holed, Miller

emphasizes that teachers can use techniques that belong to all of these 

approaches together and sometimes separately, in a holistic manner. 


The transmission approach described by Miller is similar to what critical pedagogist Paulo Freire (1970) defines as the “banking” system of education. Learning is a one-way process; education is acquired by the student, from the teacher or text. Information is generally presented in an apolitical fashion; facts are memorized and there is little room for analysis. This approach to education is 

reflective of a worldview in which the universe is perceived as a series of unrelated, “small, reducible units” (Miller, 1993,p. 54). Miller points to the “back

to basics” movement within the educational system as an example of transmission learning. Proponents of this movement believe that the “3 R’s” approach to learning is the best way to teach our young people. Subjects should be taught in isolation, standardized testing deciphers students’ abilities to retain and relay “facts”. When applied to the field of education for social change, the

implications of this orientation mean that students are presented with

information in an apolitical and “factual” manner. There is no emphasis on interpretation, or problem-solving. Miller identifies the philosophical foundations

of this movement as falling within the fields of analytic philosophy, behavioral

psychology and laissez-faire economics (Miller, 1993, 1996). Analytic philosophers believe that the world is made up “of isolated segments, that may

or may not be related to each other” (Miller, 1993, p. 55). Because of this

credence, analytic philosophers therefore focus on the study of science,

measurable “facts and figures”. They believe that the domains of art, beauty, ethics and other similar areas are unrelated spectrums, and should be dealt with

separately. Miller asserts that the influence of this school of thought is still evident within the current school system (Miller, 1993). He points to such things

as the structure of classrooms (students sitting in rows with the teacher at the

front), the dependence on text book and lecture learning, and evaluation

systems that are based on the recitation of information as indicators of the

influence of this philosophical foundation.  

       While on its own, the limits of this type of educational approach are obvious, transmission learning can be useful as we begin to develop certain skills. Miller emphasizes this by using the example of driving a car- to prepare for our driving exam; we memorize the rules of the road (Miller, 1996, p.6). In the garden, we need to be able to recognize the difference between the weeds and non-weeds. From this perspective, it is apparent that this approach to education

has its purpose, though its limits are equally evident.


Transactional education offers a more student-centred approach to education. Certainly there is a level of dialogue between the teacher and student that is not practiced within the transmission orientation. As well, teachers also stress the complexity of systems- the attempt to break structures down into understandable units; a practice that characterizes the transmission position; is not used within this approach. While analysis and discussion however are significant aspects of this position, transactional education asserts that solutions to problems will be found mainly within standard scientific discourse. Rationality is a central tenet of this approach; the development of cognitive thinking skills is emphasized. Within this perspective, the student is no longer perceived as a non-participant, in terms of engaging with the curriculum. Indeed the student is encouraged to think critically, and make decisions. The basis of these decisions,

however, is the scientific method. Belief in the adoption of various scientific

methods to analyze and solve problems, is a central tenet of this teaching approach. This structure is based on Dewey’s conception of problem-solving, and

laid the basis for curricular reform in the 1960s, through which inquiry-based

models began to surface within educational circles (Miller, 1993) 
.

Critics of this type of educational approach argue that students are taught that solutions to world problems lie in the adoption of managerial/technocratic attitudes (Orr, 1992). Environmental problems, for instance, are discussed in terms of resource management issues, “while insights from other disciplines are more readily welcomed, science is still considered most helpful in achieving these goals and hence scientific discourse remains dominant” (Russell, 1999,p. 106). The inference of this type of approach, is that problems are always “fixable”, and

that we only need to find the most fitting solution. The problem is not the

behavior, but only the lack of solution. In terms of environmental issues, it is obvious what some of the shortcomings of this type of approach might entail. In 

a later section of this chapter, we will look more closely at the work of some

environmental educators, and how their work shares similar viewpoints with

those of John Miller. 

One of the goals of the transformation approach to education is to move beyond this narrow, modernist framework of understanding world processes, and to involve students in developing a more personal worldview. To achieve this, students are encouraged not to give up cognitive thinking, but rather to synthesize thinking and feeling. A central tenet of transformative learning is the importance of focusing on the development and questioning of self. Personal growth is seen as a component of social change. Without understanding ourselves, our influence on the outside world will be limited. The aim, then, within this educational approach “is the development of the whole person” (Miller, 1998, p.7). Equally important, is that the learning focus simultaneously on the development of the person and their understanding of social structures, environmental issues, oppressions and linkages between these topics. One area cannot be privileged over another. Miller (1991) argues that within the holistic educational field, there has been a tendency by practitioners to focus either on

personal growth, or social change. Workshops on personal growth and development are available, as are programs that encourage involvement in community action. What is needed, then, are programs that integrate these two concepts, connecting personal growth to the larger picture of social change. As educators Madhu Suri Prakash and Leonard Waks (in Russell, 1999, p.107) state:

In the age of the global village, the nuclear threat, and ecological imbalances, self-actualization without social responsibility is an illusion. How can we regard individuals as self-actualized if they lack the motivational structure and skill to bind together to contend effectively with the threats of war, poverty, or pollution. 

The transformation of neighbourhoods and communities, the solutions to ecological problems, race and ethnic conflicts and poverty; these are feats that require not only cognitive skills and abilities, but an understanding of ourselves, and others that will come only through a commitment to learning about our inner selves. Of course, moving beyond this level of personal understanding to engage

in collective action is equally important. 

This transformational position has its roots in the “perennial philosophy” (Huxley

in Miller, 1996, p. 12) field, which is based on the examination of connections between:  individuals and their inner selves, individuals and the universe, and the development of intuition to further enhance and understand

this unity. The underlying belief of this philosophical approach, is that when these connections are realized, the outcome is “social action designed to counter

 injustice and human suffering” (Miller, 1993, p. 61). Within this framework, transformational educators also “recognize the connections between racism, sexism, classism, heterosexism, agism, ablism, and anthropocentrism and work

towards social and environmental justice” (Russell, 1999, p.108). Through the

development of these connections, people will develop a deepened sense of

responsibility to each other and the planet.  

The inclusion of spirituality as a central tenet of this position, is an element that marks an important distinction between this approach to education 

and the transmission and transaction approaches. Within holistic circles, spirituality as a component of education is a common theme. Holistic educator Ron Miller, pinpoints it as “probably the single most essential characteristic of holistic approaches”, and goes on to define spirituality within this context as “a reverence of life- a deep appreciation for the natural, spontaneous unfolding of life” (Miller, 1991, p.357). He clearly explains that while this may take the form

of religious practices, spirituality can be expressed through a myriad of ways,

and has more to do with “the desire for beauty, simplicity, humility, connectedness and peace” (Miller, 1991, p. 358). 

It is important to note that Miller is not the only educational theorist who refers

to transformative education, and that critical educators also use this term in similar ways. Throughout his book Youth Development and Critical Education, Richard Lakes (1996) refers to this term frequently, other critical educators such

as bell hooks (1994) also talk about transformative education. While the meanings that these theorists give the word are very similar, Miller’s (1996) work is lacking, in that he does not explicitly address the need for an anti-racist, sexist and classist pedagogy within a transformative approach. Though he would likely suggest that this is implicit within his model, it is a shortcoming that he does not

directly address these issues. In an article using Miller’s (1996) model as a means of examining environmental education, Connie Russell (1996) writes about the need for attention to these pedagogies within the transformative model. I share this belief, and continue to use Miller’s model because I do see it

as a useful way to examine approaches to education.   


Miller’s purpose for creating this model, was to encourage educators to think about their own educational practices, how they are informed, and what the implications of their beliefs and approaches are. He believes that processes of breaking down and interpreting belief systems and world views is “crucial to building an educational vision” (Miller, 1993, 53). Within the holistic education field, the goal is to broaden the perspective of learners and teachers, to include alternative ways of viewing the world, and to focus ultimately on the connections

between learners and the universe.


What are the implications of this model on a practical level? Critics of holistic education argue that the movement is too focused on “process”, and not enough on “content” (Kesson, 1993). Miller’s model, I believe, is a useful tool for

illustrating patterns within educational curriculums. It is helpful as a means of

understanding the relationship between process and content, as well as

The  implications of both process and content. 


Perhaps what is most important about Miller’s model, is that he encourages readers to look for different ways that these orientations can be diagrammed and included within holistic educational approaches.  His goal, in this sense, is to allow our notion of holistic education to “change and evolve” (Miller, 1993). While holistic educators have been criticized for not seeking out alliances with educators from other backgrounds (Kesson, 1993), in fact I believe

that there is a sincere interest amongst holistic theorists to look for these alliances, as well as a commitment to ensuring that the holistic framework is an evolving structure. An example of this is the inclusion by John Miller, in his newer addition of The Holistic Curriculum of a chapter on earth education. Miller looks at the work of environmental educators such as David Orr, and argues that in his

previous edition, he had mistakenly overlooked the importance of focusing on

relationships with the earth (Miller, 1993). 


In formulating educational models with which to work with young people,

 there is room within the transformational model to include theoretical and practical applications from other fields of education. In particular, I believe that fields that can be loosely defined as “environmental education”, “experiential

and “service learning” education, and “critical” education, offer important elements to be included within a transformational setting. An examination of the philosophies and applications of these movements highlight how they fit within the transformational model, and why they should be included within educational

 programs for youth that focus on social change.

Ecological Literacy


Miller’s decision to include a chapter on earth education, and its role within the holistic curriculum in his 1992 edition, is understandable. Earth, or environmental education, has become an increasingly popular area of interest, not surprising considering the current state of the natural environment. Environmental educators, however, are a varied crew, with numerous and often conflicting perspectives on the subject. 


One of the leading scholars in this field, who is also referenced by Miller, is David Orr. Orr’s (1992) work has focused greatly on the need for what he has

 labeled “ecological literacy”. Amongst people of all ages, but within circles of young people in particular, there is a need, he feels, to reconnect with nature; to understand the ecological consequences of our collective and individual actions as humans, and to refamiliarize ourselves with the wonders and beauty of the natural world. Orr (1992) points to E.O Wilson’s  term “biophilia”, a love for the living world, as another way of explaining this literacy. 


Along with a number of other environmental educators (Bowers, 1996, Robottom, 1991) Orr critiques the technocratic approach that many environmental education programs adopt. The “resource management” approach to environmental education, for instance, suggests that the living world consists of resources to be protected and used for human use. This results in the loss of the simple wonder of nature, a blind faith in reductionist science as savior, and the suggestion that the living world is there for our use is an important aspect of this perspective. 


The assumption within this technocratic position, is that “the acquisition by students of an ecological concept would forestall environmentally damaging actions on their part, and develop in them an informed concern for the environment” (Robottom,1991, p.20). The environment, however, continues to suffer, and levels of commitment to environmental work varies widely. One of Orr’s suggestions, is that we need to engage in conversations with nature. He argues that:

The use of words such as “resources”, “manage”, “channelize”, “engineer” and “produce” makes our relation to nature a monologue rather than a conversation. The language of nature includes the sounds of animals, whales, birds, insects, wind, and water- a language more ancient and basic than human speech. (Orr, 1992, p.91)

What is needed, if we are to develop within ourselves a sincere commitment to the environment, is not a scientific approach, but the forging of a relationship, or connection with the living world. Anthony Weston, in an article about “deschooling” environmental education, argues that, while children are born with what Rachel Carson has labeled “the sense of wonder”, this sense dissipates, as children are brought in from the outside world, sat down in rows at desks, and taught a curriculum that they play no role in creating (Weston, 1996).  We need to re-engage with the outside world. Likewise, Orr himself argues that environmental awareness needs to occur, in a large part, outside of the classroom, where students can not only speak and learn, but engage in practice based on this awareness.


This description of ecological literacy is brief, and also only partial. Orr focuses on much more then simply the engagement of young people with the natural world, and outlines a number of aspects that he feels are important. This connection however, plays a central role in his thesis. This theme of connection obviously fits well with the work of John Miller and other holistic educators. The technocratic approach to environmental studies that Orr critiques falls within what Miller labeled a transactional educational orientation. Ecological literacy, as Orr describes it, fits within the transformation approach, in that it focuses on our relationship with the earth. In his later edition of The Holistic Curriculum, Miller echoes Orr’s ideas when he calls for “an environmental education that centres on a sense of the sacred and how we are deeply embedded in the natural processes of the earth” (Miller, 1992, p. 155).

Experiential Education and  Action Projects


Another group of educators who focus greatly on direct interaction and hands-on learning, could be loosely labeled as Experiential Educators. Within this group, I include environmental educators such as William Hammond, who focuses on the role of action, and students’ involvement in environmental projects. I am also interested in the field of “service learning”, a movement closely tied to experiential education, and one that has been growing steadily since the early 1980’s when service programs began to appear on college campuses across the United States. Experiential educators are committed to “process”, and believe in steering education (to various degrees) away from a “product” focus (Joplin, 1995).


The field of experiential education is grounded in a large part in the work of John Dewey, who argued for “reflective experience” within the field of education. According to Dewey,  “every place in which [people] meet- shop, club, factory, saloon, church, political caucus- is perforce a schoolhouse, even though not so labeled” (Dewey in Devits et al, 1998, p.9). While Dewey believed that all social problems could be studied and solved through the application of scientific inquiry, and advocated for experiential education as a means of promoting this perspective, today’s experiential educators and advocators of service learning have a broader vision of the implications of this type of hands-on learning. William Hammond (1996) for instance, argues that “action” projects, that is, students’ physical involvement in environmental projects, are supportive of a postmodern vision. He believes that most environmental programming within schools remains at the periphery of the curriculum, because schools remain firmly entrenched in a modernist framework, emphasizing “homogeneity, specialization, compartmentalization, competition, hierarchy, paternalism, and objectivity wedded to scientism and technology” (p. 209). Action learning, he feels, moves the curriculum into the realm of a postmodern vision, and while this does not require the complete rejection of the scientific framework, it also includes the integration of a more holistic framework where other factors such as “diversity, inclusion, cooperation, integration and synthesis, harmony between genders and a more holistic view of the universe, community, and human life” (p.209). Within this article, Hammond identifies different curriculum models for action learning, some which are based on practical skill development, and some that emphasize bonding with nature
 over skill development. While some experiential educators remain committed to Dewey’s belief in a scientific approach to problem solving, many are moving beyond this perspective, looking for different ways of combining cognitive skill development with the development of a deeper connection to the issues at hand.


“Service Learning” advocates promote another important aspect of experiential learning- the personal insights that can be gained through participation in service projects. This inner dimension of service learning is important for “learning about yourself, your motivation, your values” (Sawyer in Kinsley et al., 1995, p.1). A 1992 case study on the effects of service learning on middle school students in Springfield, Massachusetts found that “as students learned more about the community, they gained a stronger sense of themselves” (Kinsely et al., 1995, p.7). Service learning advocates assert that the involvement of young people in community projects is important not only for community renewal efforts, but for the young people as well. There is also a commitment within this field to focus on a reflective aspect within service learning. Like Dewey, there is an understanding that involvement in service work does not necessarily infer a positive learning experience, and that critical and personal reflection of the projects is a necessary aspect of these programs. 


Within Miller’s “3 T’s model”, experiential education involving action projects and service learning, falls both within the Transformation as well as the Transmission positions. Depending on the perspective of the teacher, emphasis may be placed more on cognitive skill development, rather than personal development. These projects, however, are examples of education that are potentially transformational. Within the right contexts and structures, these kinds of projects can effectively support students as they learn about themselves; their mental and physical abilities and as well as their motivations, beliefs and values. This movement is also a useful way of highlighting the manner in which  Miller suggested that the “Three T’s” can overlap within a holistic framework. Cognitive skill development is an important aspect within holistic education, as long as it is not based wholly on a scientific approach. What is important, is that it demonstrates the social and historical forces that influence structures, and how these are constructions that can be changed. For instance, a project that involves students in the cleanup and transformation of a vacant lot should encourage students to ask questions about why the lot was in the condition, and whether similar lots exist in all neighbourhoods. In his book on youth development and edcation, critical educator Richard D. Lakes (1996) suggests that this type of critical education is an essential aspect of any youth development initiatives. This type of critical thinking can, and should be involved in the “Three T’s” framework.  

 Critical Education

The central goal of critical education is praxis; the uniting of theory and practice in order to give people the theoretical and practical tools for dismantling social and political constructions that are oppressive and surmountable (Adams et al., 1997).  Teachers using a critical education approach encourage their students to ask questions about social structures and how they impact their own lives both through dialogue and by creating a safe learning space that is open to a variety of perspectives. One of the founding figures of this movement is Paulo Freire. Within his writing on liberatory education, Freire (1970) is perhaps best known for his critique of the “banking approach” to education, an approach that would fit within the transmission orientation identified by Miller. Freire argues that teachers need to engage their students in meaningful dialogue, both by posing thought-provoking questions, as well as encouraging their students to do the same. Critical educators believe that this use of dialogue “transforms the teacher’s unilateral authority by putting limits on his or her dominating voice and calling on the students to co-develop a joint learning process” (Shor, 1992, p. 90). Classrooms are sometimes set up in circles, to remove the metaphor of the teacher at the head of the classroom, and the implications that result from this. There is an emphasis on “safe” space, the idea that within the walls of the class, students should feel comfortable to express their opinions and ideas. Efforts are made to ensure that everyone is an equal participant. 


Critical educator Richard Lakes (1996), argues that successful youth development programs use critical education techniques as a means of “shaping democratic praxis from the bottom up” (p.12). He believes that the implementation of this type of educational framework is an essential aspect of all community development initiatives. Certainly, the need for a critical analysis within these types of projects, is clear- but what role do they play within a holistic framework?


Because the focus by critical educators and theorists is mainly on economic and other ideological factors, this approach is not, by itself, what Miller would call transformational. Holistic educators, however, do see the potential within this approach, and theorists such as David E. Purpel (1989) have argued that the inclusion of a critical analysis within a holistic framework, will result in a more powerful curriculum (Purpel, 1989).  Critics have suggested that the holistic framework is lacking in critical analysis, portraying it as “a somewhat amorphous activist movement that tends to be nontheoretical and relatively acritical, but which has an almost magical faith in the cultural transformation that will result when sufficient numbers of people experience a “shift” in consciousness.” (Kesson, 1993, p.96). Educational theorist Kathleen Kesson (1993), a self-labeled “friendly critic” of holistic education, argues that, while the focus by holistic education on various aspects of experience is an important and neglected aspect within other approaches, holistic educators often concentrate too much on this dimension, at the expense of developing an approach that balances both personal as well as social, economical and political dimensions. She argues that holistic educators wrongly dismiss rational thinking as a tool of “liberal enlightenment”, and that the development of these types of cognitive skills are an essential aspect of any educational programming. She points to periods in the past, where people became swept up in movements that had no rational argument- citing the spread of Hitler’s Nazism as an example.

must be a part of educational frameworks, I think this critique is somewhat unfair, and feel that holistic educators such as Miller have clearly argued for an approach that balances personal transformation with critical analysis. It does seem, however, that a closer alliance between these schools of thought, would be beneficial to both camps. Holistic educators should turn to critical educators While Kesson is correct in her assertion that rational and critical thinking skills for lessons in approaches and methods of including this type of analysis. Likewise, those critical educators that focus on socio-economical analysis without addressing personal development issues, could benefit from an adoption of a more holistic approach. Miller’s (1993) model is useful in that it can be employed as a means of helping educators to recognize how their values and beliefs shape their curriculum, and demonstrates how to achieve a balance of the development

of critical thinking and action skills, alongside a focus on self-actualization. Miller’s framework shows what transformational education should look like on a theoretical level, demonstrating the necessary elements, and how they work together to create a complimentary and comprehensive educational framework.

Moving Forward: Transformative Education in Practice
We cannot place the full responsibility for rebuilding communities, restructuring unfair socio-economic constructions and dealing with environmental problems on the shoulders of our young people. However, the fact remains that

they are inheriting a planet in crisis, and problems that clearly require new energy and new thinking. This is not a simple task, and as adults, we need to action. One of the ways to do this is by adopting a holistic framework based on find ways to support and facilitate the engagement of young people in social Miller’s transformation approach, while also incorporating certain aspects of the transmission and transaction approaches. By creating an educational space where personal development is emphasized alongside critical reflection, and 

where young participants are invited to take part in the planning and implementation of important community-based initiatives, we can at least equip

our young people with some of the tools and vision necessary for this

undertaking.


On a practical level, examples of this type of approach to education are hard to find. Holistic educators focus a great deal of their writings on the need for a more holistic approach to education within the formal school system (Miller, 1997, Miller, 2001), they point to alternative schools like the Waldorf and Montessori movements as examples of what a holistic curriculum might look like. Ron Miller (1997), one of the leading figures in the holistic education movement, has acknowledged that Miller’s transformation orientation has had far less influence on educational practice within the formal school system than that of educational theorists using a transmission orientation. Outside of the school system, however, there is perhaps more opportunity for organizations working with school age youth to adopt this type of orientation. Indeed, Critical educator Richard D. Lakes (1996), in his book on youth development and critical education, writes about a number of organizations throughout the United States where adults and youth are using educational models that would likely not be applied within the more conservative school system. Lakes looks at a diversity of

projects involving children and teens, from the operation of a credit union and 

running small cooperative businesses, to gardening, street performance and dance groups. While he focuses on critical education, and its role within these organizations, the book is important as it highlights the range of important work that young people are engaged in throughout the country, and how adult allies are adopting educational frameworks that stretch far beyond the confines of the

conventional school system. 

Lakes (1996) also focuses a great deal of attention on how the pedagogical model employed “becomes a vehicle for transformative learning; students are engaged in understandings which challenge comfortable taken-for-granted  assumptions about self and society” (p.134). He refers to the work of holistic educators, and, while he identifies himself as a critical education theorist, his views on education are not far removed from those of John Miller and other

holistic writers. 

While Lakes’ focus on a range of organizations, it is his inclusion of organizations that involve young people in food production activities that are of

interest to me. During my involvement with the Food Project, in Boston, Massachusetts, I became very interested in the way that the organization incorporated a variety of educational styles and approaches, while addressing a number of environmental, socio-economic and political issues. Equally important within the Food Project curriculum, was the focus on personal development and

awareness. It seemed to me that the learning approach used by the

organization, mirrored Miller’s description of the transformation orientation.

Outside of the Food Project, I became aware of a number of other youth development organizations that were using food production as a medium through which they focused their work with youth. While literature on these projects was limited mostly to local newspaper articles and writings produced by the organizations themselves, I was impressed by the breadth of organizations engaged in this type of work, and the enthusiasm about their commitment to the use of food production as a medium through which they could apply innovative

educational models. 


Within the field of holistic education, I also found it interesting that two of the most renowned founding figures of this movement, Maria Montessori and Rudolph Steiner, are both responsible for the creation of schools that recognize the important role that agriculture can play within education
. Today, while most of the schools based on the principles of Montessori and Steiner do not include a formal horticulture or agriculture element, there are schools that do involve these activities as an important part of their curriculum; the next chapter will

focus in part on two of these schools.   


Outside of holistic pedagogy, I have come across work by theorists from a range of fields who write about the benefits of being around plants and being involved in food production. Environmental educators such as David Orr (1994) have called for the inclusion of an agricultural component as part of a complete liberal arts education. Creation Theologian Mathew Fox (1994) has argued the benefits of involving young people in small-scale organic farms, focusing on how meaningful this type of work can be. Biodynamic farmers have written about the educational benefits of agriculture, arguing for a closer alliance between small farmers and their communities (Groh and McFadden, 2000). Horticulturalists such as Diane Relf (1992) and Charles Lewis (1996) have written extensively about the benefits that plants provide for people. In particular, they have focused on the physiological benefits of being around plants. While there is not yet a comprehensive body of work on the use of agriculture and horticulture as educational tools, writers from various fields have touched on the subject. 


In the following chapters, I will explore the development and current state of the use of agriculture as an educational medium within youth development organizations. Looking mostly at organizations involving teenagers throughout the United States, I will look at how and why they are using food production as an educational tool and as something to organize around. My focus is mainly on non-profit organizations, rather than schools that incorporate agriculture or horticulture within their curriculum. The next chapter will, however, include an examination of the development of farm schools, the 4-H club and other movements which I feel have contributed to the development of community-based youth projects that incorporate a food production element. My focus on organizations outside of the school system, is due to my belief in the importance of meaningful work and educational opportunities for young people in their communities.  I share Richard Lakes’ (1996) view that “youth development practices…work best when kids and adults engage in participatory decision makings and practical democratic actions away from schools. Nonprofit organizations are best suited to attracting students voluntarily, willingly, and noncoercively” (p.134). While school teachers, perhaps, have a greater ability to reach a larger number of youth, and can use their positions to also engage young people in meaningful community work and critical analysis, they are bound by curricular obligations and to the wishes of their principles and school boards in a manner that I think most non-profits are not. These obligations perhaps explain why alternative pedagogical models have made greater inroads in areas outside of the mainstream schools system.


Sheldon Berman (1997), an educator who has written about teaching social responsibility to children and youth, cites a number of studies from which he has come to the conclusion that today’s young people:

do not see community participation as necessary for good citizenship, that they speak of their personal rights but not of the common good, that their notions of democracy are vague at best and often border on advertising slogans, that nationalism and authoritarian values are often preferable to democratic values, and that the only way they plan on participating in public decision making is through voting” (p.5). 

To say that these opinions and values are far from those I encountered amongst the young people involved in the Food Project, and other similar projects, is an understatement. These young people are committed to their work as food activists and youth leaders. They are active participants in their communities, with strong opinions about environmental, social and political issues. How important has the role of food been in creating a setting where youth could engage in meaningful work and educate both themselves and others? Does this medium offer a particularly useful means of integrating a transformational education element? During the remainder of this paper, we will explore these spaces, and how these organizations have employed food as a holistic tool for

educating youth for social change.

Chapter 2:

Youth Farms and Gardens

“Perhaps the purpose of farms and gardens is not solely to produce food, but also to serve as multi-dimensional focal points for a society to maintain the productivity and fertility of land and culture. Within the construct of a garden there is room for a blending of aesthetic and productive environments that provide for contemplative moments, scientific discovery, inspiration, philosophic discussion and space for people to live, learn and work” 

University of California Santa Cruz, Centre for Sustainable Food Systems

The involvement of youth in garden and farm projects is hardly a new phenomenon. Historically, youth have played important roles as active participants in their family’s farms, working alongside their parents in the fields. With the onset of industrialization and urbanization, there have been several movements in which efforts have been made to reintegrate agriculture and horticulture into the lives of young people. The current North American movement that this study focuses on is unique in terms of the political slant that it combines with food production. This chapter will describe some of these projects, and compare them to similar movements of the past and present, with which they do share a number of similarities. In particular, it will focus on the development, and current state of Rooted in Community (RIC), a nation-wide based network of youth farm and garden projects in the United States. It will also highlight the ways that these movements have adopted educational methods that fit within Miller’s (1996) Transformational model, using agriculture as a means of addressing personal and political issues of social change. 

What are Youth Farm and Gardens?


I have chosen to focus in particular on non-profit organizations that are closely aligned with the community gardening movement. In some cases, these organizations do not necessarily focus solely on youth, but incorporate a youth element within their broader missions. An example of this is Growing Power, a Milwaukee organization that does extensive urban agriculture, vermiculture and aquaculture work, and includes within its mandate a youth focus. Their youth coordinator runs programming for their young interns; teenagers from low-income families who make 150$/month working in their greenhouses and urban lots, as well as doing landscaping work. They try to attract young people, at 12 or 13 years of age, and keep them on board throughout their high school years.


Other organizations, such as ¡Cultiva!, located in Boulder, Colorado work specifically with youth. ¡Cultiva! runs a youth garden project, involving teenagers in the production and distribution of their organic vegetables to a homeless shelter and at their farmer’s market. While it can be argued that an organization that focuses solely on youth development differs greatly from one that includes this aspect as a component of a larger mandate, my understanding of the work of organizations like Growing Power, is that their youth component is a comprehensive, and integral aspect of their organization. I therefore include both types of organizations within my research. 


Not all youth agriculture and horticultural initiatives take place within the non-profit sector. Schools are also becoming increasingly involved in these types of projects. Historically, there are a number of schools with an agricultural component that have been established throughout the United States. Their reasons for the inclusion of an agricultural component include missionary purposes, lower tuition costs, and a belief in the educational value of meaningful work through agriculture (Coward, 1998). These schools will be examined more thoroughly in a later section.  Presently, the creation of school gardens, is one of the most common ways that food production is included in the curriculum. The push for the creation of gardens is increasing. When I was in California in 1998, for instance, the government made a commitment to work towards the creation of a garden in every schoolyard throughout the state. 

Beyond school gardens, there are a number of examples across North America of staff and teachers developing and incorporating integrative food production, preparation and distribution initiatives.  Perhaps the best-known project of this kind, is The Edible Schoolyard. This Berkeley-based project involving Alice Waters, an acclaimed chef and organic food advocate involves middle-school children both in the production of vegetables in their schoolyards, as well as preparing the food for consumption in the school cafeterias. On the other side of the country, at Medomak Valley High School in Waldoboro, Maine, the horticultural classes manage an heirloom seed project, growing and saving seeds from several hundred varieties of open-pollinated, local seeds. The youth produce a seed catalogue (illustrated by one of the art classes), and sell their seeds alongside information sheets that instruct the purchasers on how save their own seeds
. 

While it is exciting to note that schools are beginning to incorporate these types of projects into their curriculum, I have decided to focus my attention on projects outside of the school system, within the non-profit sector. This is in part due to my greater familiarity with these types of projects, but mostly because of my belief that youth development and education projects that take place outside of schools are distinctively different. While school-based programming has an advantage in that the majority of young people attend school, as well as a greater ability to perhaps reach a wider audience, students are not necessarily there because of a particular interest; they are there because they are meant to be in school. As well, red tape and bureaucracy can restrict a teacher’s ability to implement these types of programs. Curriculums are becoming increasingly rigid and teachers are somewhat limited to teaching particular subjects, and fulfilling externally-defined curricular objectives. School projects are a great way to reach out to young people who may receive a high level of satisfaction from gardening or farming projects, but might not otherwise become involved. It is still my sense, however, that school-led initiatives are entities that are somewhat different from youth projects outside of the school system, with different goals and priorities, and should therefore be examined separately
.


Within this field of youth garden and farm initiatives, an important similarity shared by these projects is the clear commitment to a youth development strategy that involves practical and social skill development, as well as personal development. Durham Inner-City Gardeners (Dig), located in Durham, North Carolina, is one such project, which describes itself as:

A youth-driven urban market farm and landscaping business. We empower ourselves by learning all we can about organic gardening, healthy business practices and responsible leadership. We break down racial and cultural barriers through communication and understanding within our diverse crew (DIG info sheet)

The terms that DIG has chosen to describe their activities, are not unique amongst these youth farm and garden projects. While organizations differ greatly in terms of how they fulfill these objectives, and the priorities given to each, terms such as “empowerment”, “responsible leadership”, and “diversity”, come up often in program descriptors, as well as in the conversations I have had with program staff and youth. Other priorities include environmental awareness and social and political analysis of food issues. Certainly the level of priority given to each of these objectives varies greatly, and in particular one of the biggest distinctions lies in whether organizations perceive their activities to be job skill training incentives, or a youth development program. While it seems that most of these organizations see their work as fulfilling both of these objectives, the degree to which they identify as one or the other obviously influences the structure of their programming. This distinction will be examined later in the chapter, when we look more closely at The Rooted in Community conference, and the organizations involved with this network.


Finally, I would like to clarify that, while the majority of the projects mentioned in this paper and/or listed in the appendix are a part of the Rooted in Community (RIC) Network, I do not mean to suggest that these are the only youth farm and garden projects undertaking this kind of work. The development of RIC is an on-going process, and was undertaken in part as a means of creating linkages between organizations involved in this type of work. While the yearly growth of the conference is evidence that this objective is becoming increasingly fulfilled, the organizing committee continues to seek out the numerous other organizations working in this field.     


The projects that I have looked at most closely, are non-profit groups involved in organic food production, either on a garden or farm scale. They have a strong youth development component, and participants use food production as a means of educating themselves about environmental, social and political issues, as a means of becoming involved in their communities, and as a skills development project. Empowerment of the individual through these actions is a priority, and reflective of a youth development approach to their work. While in some instances these projects exist within organizations with mandates that extend beyond youth work, others are focused solely on youth. Finally, I would also like to add that, within these organizations, the young people must play important roles in an organizational capacity. Clearly, their level of involvement at this level is also something that varies between projects and organizations, but in some respect, there needs be a commitment to youth voices and a recognition of the importance of developing their leadership within this movement. 


The development of this field, in some respects, is quite new. The projects that I describe are reflective of a new movement within the community gardening/ sustainable agriculture education field. In particular, the political work that is undertaken by project participants is something that has not been seen before, to the level that it currently exists. These youth farm and garden projects are much more that food production outlets, their educational mandates stretch far beyond “agricultural education”. There is a clear commitment amongst organizations involved in this work, to look at issues of environmental justice, food security, and community development. In this respect, it would seem that the influence of the community gardening movement, and its commitment to food security, has influenced the creation of these organizations. In some ways, however, this movement is a continuation of historical efforts by young people and adult allies in food production systems. Youth are not newcomers to the field of food production. Their involvement in agriculture is as old as this livelihood itself. The roles they have played in family farms, as well as within the darker aspects of North American history; as labourers and slaves on other people’s farms, is well-known.  Throughout the history of North America, there have also been a number of movements through which agriculture and gardening have been employed as a means of working with young people. A brief look at some of these movements, including the development of the 4-H club, farm schools and city farms, highlights some of the historical developments that have contributed to the current state of youth farm and garden projects.

The 4-H Club


Around the turn of the 20th century, individual 4-H programs began to appear throughout the United States. Developed first as a response to the need for a “better agricultural education”(online: www.4hcentennial.org) for young people, the programs were committed to engaging youth in educational programs that emphasized “learning by doing” (www.4hcentennial.org)
. Emphasis was on developing rural skills amongst young people, and the improvement of rural schools. This period also marks the beginnings of the “Country Life Movement”, which consisted of a group of individuals who worked on the promotion and preservation of rural communities (Kirkendal, 1987). Ironically, the majority of members of this movement were urban dwellers, with rural roots. Concerned about the migration of rural dwellers to urban centers, and the accompanying decline of farmers, the Country Life Movement pushed the government to create support systems for the farming community (Kirkendall, 1987). In 1914, the government passed the Smith-Lever Act in response to the mounting pressure from both the Country Life movement as well as other rural and urban sources. Designed to procure support for the family farm, this act resulted in the creation of the Cooperative Extension Service. The service was established as a third part of the still-existing land grant college complex, which includes the Colleges of Agriculture, established in the mid and late 1800’s, as well as the State agricultural experiment stations, extablished in 1887 with the purpose of conducting agricultural research in partnership with the colleges (Hightower and Demarco, 1987). Designed to act as the “outreach arm” of this land grant complex, the Extension Service has been heavily criticized for its consistent lack of support to family farmers, and their bias towards agribusiness concerns (Vogeler, 1981, Kirkendall, 1987). According to its mandate, the Service was meant to help farmers “identify and solve their farm, home, and community problems”(Vogeler, 1981, p.199). While much of its resources have, since its inception, been directed to production issues relating to big businesses, and not to the average family farmer, it did become a major supporter of the 4-H club. The 4-H club, in fact, became part of the system, and remains today as a youth education branch of this organization.  


During the early decades of the 4-H club, programs centred mainly around agricultural and domestic skills. In 1902, for example, a Clark county program established a boys’ and girls’ agricultural club, with activities that included growing corn, planting a garden, testing soil and holding club meetings (online:4hcentennial.org/decade1/index.asp). In 1910, Marie Cromer in South Carolina organized the state’s first canning club. The USDA provided forty-six young women with materials to plant one-tenth of an acre each of tomatoes that they would later can (online: 4hcentennial.org/decade1/index.asp). During World War I, participants in the programs did their part for the war effort, growing and canning food, and holding demonstrations on preserving food. During this period the club grew quickly, as “wartime incentives probably introduced club work to more youth and adults than did anything else up to that time” (online: 4hcentennial.org/decade2/index.asp). During the 1920’s, the club expanded its mandate, and became interested in leadership development and volunteerism. Since this time, the organization has continued to expand its realm of activities, and programs now include subjects such as earth sciences and environmental education, community service and fine arts. It has also developed an International 4-H Youth Exchange program, designed to offer participants an opportunity to “live with host families in other countries to increase global awareness, develop independent study interests, and improve language skills” (online:4hcentennial.org). Celebrating its 100th anniversary in 2002, the 4-H club in the United States has grown to include 6.8 million young members, as well as over 600,000 youth and adult volunteers. The club has also expanded in terms of the populations it serves, the club’s literature and websites point out that currently more than 35% of their members are urban youth, and that the organization “impacts youth from all ethnic, racial and socio-economic backgrounds who live in rural, suburban and urban communities” (online: 4hcentennial.org).


While the 4-H club shares a number of similarities with the non-profit organizations involved in youth garden and farm projects, it would appear that it does differ greatly in terms of its approach to food security issues. The organization remains firmly entrenched in its commitment to “civic commitment and pubic service” (online:4hcentennial.org), and it would seem that political and social analysis of food issues is not a focus of the organization. This said, the 4-H club does exemplify the hands-on approach to learning embraced by these organizations. Experiential education is an important aspect of its programming. It also demonstrates a commitment to youth involvement in program design and implementation through the involvement of youth board members, staff and interns at the State and National levels.   

The Development of Farm Schools


Around the same time as the development of the 4-H club, there is evidence that within the field of education and schooling, teachers and other professionals were becoming increasingly interested in the benefits of agriculture within schools. While some focused on the creation of an agricultural component within school curriculums, in other cases, educators argued for more integrative programming, where agriculture was not simply an add-on, but a central component of the school. 


In Canada, school gardens began to appear on the grounds of rural schools during the late 1800s, and early 1900s. Advocates of this movement believed that this “learning-by-doing” approach to education would result in the development of “well-educated, patriotic citizens” (Quayle, 1989, p.18). As well, a push for the creation of these gardens came from the “Nature Study movement”, which consisted of passionate naturalists who sought to include the study of nature within curriculums (Quayle, 1989). Financial support for these gardens came from both the public and private sector; philanthropist Sir William Macdonald for instance, created a “rural schools fund”, geared to support the creation and maintenance of gardens. While reports from this period indicate that the gardens were well-received, with students voluntarily maintaining their plots during the summer months, the movement was short-lived. While much of the support for these gardens came from the urban center (much like the country life movement in the United States), rural parents became frustrated with what they perceived to be less academically rigorous instruction within rural schools. Schools felt a push from parents to engage their children in scholarly activities that would prepare them for university, college and well-paying careers in urban centers (Quayle, 1989). Gardens, they felt, would not help them achieve these goals.


Former Harvard Divinity student Marjorie Coward (1998), in her Master’s thesis on the farm school movement in the United States, looks at the development of farm schools in the 19th and 20th centuries, by tracing the histories of 6 current U.S schools and colleges that, in 5 of the 6 cases, continue to incorporate a farming program within their school
. Focusing on schools that were created around farms, integrating farm activities into the everyday processes of the school, Coward notes that the farm schools of the 19th century, were based on principles markedly different from the latter conceptions. The 19th century schools that Coward writes about, all began as Christian institutions, and were created with the purpose of educating underpriviledged youth. By setting up the schools as part of an operating farm “these missionaries could create self-sustaining communities, reducing the cost of education for their students, most 

of whom already knew how to farm” (p.9). It was also believed that the farm aspect would also help to create “Christian citizens who were strong in spirit, mind and body” (p.9).


While the emphasis amongst these schools was on tuition reduction and instilling a Christian work ethic, there was a recognition by some of these educators, of the educative value of farm work. At Oberlin College in Ohio, for instance, the mission statement of the Manual Labour Department (written in 1834) stated that “this department is considered indispensable to a complete education”(Fairchild in Coward, p.11). The statement goes on to describe the “intimate sympathy between soul and body” (p.11), and speaks of their students as “compound beings” (p.11). Manual farm labour was used as a means of facilitating an educative process that stretched beyond facts and figures. As Coward herself points out, the educational philosophy of the founders of this school, are in some ways, very much in line with those of today’s holistic educators.


The 20th century schools investigated by Coward leave behind the missionary approach to education, and focus mostly on the educational value of farm work. No longer interested in the farm as a means of lowering tuition, the private schools described in Cowards’ paper cater to students with little or no farming experience, and the farm is used as a means of creating a strong community and to engage students in “meaningful work” (Lloyd in Coward, p. 16). These schools have also been greatly influenced by progressive educators such as John Dewey, and sought to introduce youth to agrarian society and structures that he admired (Coward, 1998). Many of the students that attended these schools (and continue to attend today) were city-dwellers, and unfamiliar 

with the ways of the farm. In a newsletter produced by the Manhattan Country School, one of the schools investigated by Coward, they explained that “the founders of the school understood activities such as caring for chickens and maple sugaring to provide exposure to both practical and abstract concepts, and to transcend the traditional, artificial boundaries of subject matters” (Southern in Coward, p. 20). This description is again reflective of a holistic approach to education. Farming activities have been embraced as a means of creating a curriculum that unites the physical and the academic, the body and the mind.


Other educators from the early part of the century who helped create the foundations of today’s holistic education field, have also had a strong influence on the creation of schools that include an agricultural or horticultural element. In particular, Maria Montessori and Rudolph Steiner are two of the best-known educators that have argued for agriculture and nature studies as important aspects of a holistic curriculum. In the early 1900s, Montessori wrote extensively about sensorially-based pedagogy, and its role in the “healthy formation of the physical, mental and spiritual qualities that are latent in the human being” (Kane, 1993, p.160).  Montessori created schools as well as teacher-training centers based on her ideas about child-centered educational strategies. In regards to the education of adolescents, Montessori argued for the creation of “erdkinders”
; 

rural retreat centers where teenagers could experience the creation and maintenance of a self-sufficient community (Kane, p. 162). In her book From 

Childhood to Adolescence, Montessori argues that “work on the land is an introduction both to nature and to civilization and gives limitless field for scientific and historic studies” (Montessori quoted online: www.montessorifarm.org).


While very few examples of Montessori’s “erdkinder” exist, there have been attempts amongst the 3000 Montessori schools that exist throughout the United States to implement some of the goals of this model. In Ohio, one group has created a school that models very closely Montessori’s vision. The Hershey Montessori Farm School, located on 97 acres in Concord township in Ohio, has created a scholastic program with a “work and study process that emerges from direct contact with the land” (online:www.montessorifarm.org). While the school stresses that the syllabus is not limited to academic extentions of farm work, their website states that “the farm activities and their features are the point of departure for formal studies” (online). Like with the other examples of farm schools, the intrinsic educational value of agriculture is recognized as an important means of learning various subjects. The farm helps to draw connections between different subjects, as the:

farm activities lead the students to a scientific study of water and soil in relation to farm science; a study of land management and ecology in relation to the farm grounds; a functional use of biology and chemistry in relation to watersheds and rivers; the use of the mathematics of measurement, accounting and geometry in relation to most farming and building operations; and the study of civilization, economic systems, physics, energy, environmental issues, and technology” (online).


Across the country on the West coast of the United States, near Sacramento, California, another farm school is attempting to achieve similar goals, this time through the application of the educational philosophy of Rudolph Steiner. Like Montessori, Steiner played an important role in the development of the holistic education movement. Setting up his first school in a small town of his native Germany in 1919, Steiner began to write about the need for education of the whole child (Trostli, 1992). While the subjects that Steiner wrote about during his lifetime extended far beyond the realm of education, the spread of “Waldorf Schools” in 45 countries throughout the world are evidence of the legacy of his educational philosophy. Steiner was keenly interested in agriculture, and wrote extensively about farming, fathering the birth of the “biodynamic” approach to farming. In his schools, Steiner encouraged the inclusion of gardening activities, alongside a curriculum heavily influenced by the arts and music. Most Waldorf websites mention gardening as an aspect of their curriculum, though this activity is emphasized mainly as an elementary school activity
. In particular, children in their third grade of studies focus greatly on gardening, harvesting, and preparing foods. 

At the Sacramento Waldorf School, students work alongside a full-time garden instructor, maintaining the ½ acre vegetable garden, as well as the orchards that surround the school. Garden instructor Leslie Goldberg explained to me that, for the younger, elementary-level students, the emphasis is on “learning-by-doing”; lessons mostly involve hands-on garden activities- scything the cover crop in the spring, planting and maintaining the vegetables, and harvesting in the fall (conversation with the author, June 2001). Craft projects are also often centred around the garden, with students decorating gourds, and using herbs and flowers for different projects. At the higher levels (middle to high school), there is more emphasis on making connections between farming and broader social issues. For instance, students help out with soil tests and talk about the environmental issues around soil health and maintenance.


From Steiner, Montessori and other progressive educators, to Christian missionary educators, there is clearly a strong legacy within the public and private education systems of the employment of agricultural and horticultural activities. While the reasons for these adoptions vary, it is evident that the majority have seen agriculture as a tool for integrating physical and academic learning, as a means of educating both the mind and body. In this way, they are reflective of holistic education, with a strong emphasis on experiential learning. These programs also share a number of characteristics with their non-profit counterparts. It is not surprising that within this movement, there are a number of examples of non-profit organizations working in partnership with schools, such as the earlier cited example of Milwaukee’s Growing Power. Aside from the use of agriculture within schools, and early programs like the 4-H club, today’s youth farm and garden projects have also been influenced by other movements. In particular, the community gardening and community farm movements have also played important roles in their formation.

Community Farm and Garden Movements 

In Massachusetts, legislation that was passed in the 1950s and 60s to form conservation commissions spurred the creation of community farms (Donahue, 1999). These farms were more than just an attempt to protect agricultural land from the growth of suburbs. As Brian Donahue (1999) explains, in his description of the philosophical origins of Land’s Sake community farm, the larger task at hand was not “merely to foster ecologically sound land use methods”, but “to bring about a cultural transformation…people needed to develop a deeper sense of place, a deeper engagement with place” (p.43). From the beginning, the community farm movement was about making connections with community- and young people were recognized as important members to reach out to. During the period that I was working in Massachusetts, I saw many examples of community farms working to engage young people in the farm activities. In Europe, the city farm movement is another example of this. Many of these predominantly urban, community farms that began to appear in the 1970s focus on youth participation and education, not only engaging young people in agricultural activities, but also training them in a range of subjects and technical fields (online:www.farmcity.org). 


 On the urban front, the community gardening movement has also played an important role in the creation of programs geared to young people. Urban gardening and community gardening has been around in different forms since the inception of industrialization. However, since the 1970s, the present-day form of the community gardening movement has taken off, and while it still struggles for legitimacy in the eyes of city planners and officials, it has become a relatively well-documented and supported movement. The growth of this movement has also played an important role in the creation of youth projects. With the success of community gardening projects, organizations began to explore new ways of using this venue. In California, the San Francisco League of Urban Gardeners (SLUG), began more than a decade ago with the purpose of “fostering the preservation and development of community gardens in the city” (www.sfslug.org). Today, the organization’s mandate has widened, with youth development being one of its biggest foci. They run a youth farm, and employ a large number of youth in various departments of their organization. SLUG is one of many organizations that started as an urban gardening organization that later incorporated a strong youth focus.

 In North America, the American Community Gardening Association (ACGA) acts as an umbrella organization for the wide variety of gardeners, academics, and organizations involved in gardening projects of all kinds. One of its main focuses is mentorship, and in 1995 the ACGA developed the  “From the Roots Up” (FTRU) program to provide documents and training in the field of community gardening (online:www.ACGA.org). The ACGA has also played a central role in the creation of RIC, working with the Food Project to initiate the first conference in Boston three years ago, and co-sponsoring the event every year. At this year’s conference in Detroit, a representative from the ACGA expressed the organization’s hope that RIC would also develop into a mentorship program, offering guidance to other organizations starting youth programs.

Finally, further support for these types of initiatives is available through the community food projects competitive grants program (CFP), a grant program established by the USDA in 1996. The CFP was designed to “increase food security in communities by bringing the whole food system together to assess strengths, establish linkages, and create systems that improve the self-reliance of community members over their food needs” (online: www.reeusda.gov/crpam/cfp). While this description does not specifically address youth, many of the recipients of the grant have been youth organizations, or were for programs that involved a youth element. Of the sixteen grants awarded in 2000, for instance, ten included a youth or child component (online). At the Detroit conference, Kami Pothukuchi, a professor at Wayne State University in Detroit who assists with proposal evaluations for the grant, told RIC participants that most of this year’s applications included a youth element, and that the USDA, within this program, was very supportive of youth projects. In a later conversation, Pothukuchi told me that the grant program was unique within the USDA, in terms of its commitment to community development initiatives. She said that from the onset of the program, they recognized the important role that young people play in many community development activities, and that they were interested not only in youth involvement, but in how youth were involved. Youth leadership, youth capacity-building, and involvement of young people in several different aspects of the food system are some of the features that the evaluators look for (conversation with the author, Aug, 2001). 

From the community gardening and farming movement, to the school system, with roots in the rural, suburban and urban sectors, there is a strong, though under-documented legacy of youth involvement in farm and garden projects. An examination of the RIC conference provides us with a closer look at some of the current non-profit organizations involved in this kind of work.  While RIC does not encompass all of the organizations engaged in this type of work, it does include a large number. While some of these groups are quite new, many others are well-established programs. It is also a useful way of looking at how many of these organizations function. The conference is organized by youth and adults from a variety of organizations, and the workshops offered, the style of teaching that is encouraged, and the approach to youth-adult relationships that is invoked, are reflective of the processes and structures within the individual organizations. While the extent to which individual organizations follow these models likely vary, the underlying philosophy appears to be one that was shared by participating groups. An examination of this conference, and the organizations involved provides insight into the structures of these types of organizations, and the their ability to engage in transformational learning.

Rooted in Community- Young people cultivating change


On the closing day of the 2001 RIC conference in Detroit, participants divided themselves into different groups where they used various media and presentation styles to describe what they would like to see the movement become in the next 10 years. One group chose to write an article that would appear in the New York Times in the year 2010. This is what they came up with:





“RIC Hits Puberty”

Anybody who thinks youth are lazy obviously hasn’t heard of RIC. Since the first conference in ’98, RIC has spread like wildflowers. If you have not heard of RIC, it is an organization designed to enhance youth/adult partnerships, but in reality it does much more than that. For the past decade this movement has been teaching youth and adults about issues such as food security, community, organizing, self-sustainability, and a deeper sense of environmental issues that effect us globally. RIC has become the largest landowner in most major metropolitan regions, bringing the economic vitality of urban agriculture to communities which had been subjected to disinvestments. As we head into the future, RIC’s objective is to set up global programs where youth and adults work together to reach out and make a difference.

The article sums up well the energy and optimism that existed at the conference. Certainly the level of interest and commitment to issues seemed to vary amongst the youth, but on the whole, the conference was demonstrative of the accomplishments of this movement, and its potential to both further engage young people in meaningful work and learning experiences, as well as make powerful changes in their communities. Finally, the conference was also important in that the processes used in both the planning and execution of RIC, are reflective of an approach that could be labeled transformational. The conference workshops offered a balance of critical analysis around food security issues, with the practical skill development necessary to undertake work around these issues. Finally, the conference also focused greatly on creating an atmosphere of community. On the last day of the conference, one of the organizers referred to the yearly event as a “family reunion”, forging connections between participants was an equally important aspect of this event. 


In 1999 The Food Project (of Boston) and the ACGA, worked together to create the first RIC conference. Held in Boston, the conference, while slow to attract participants until a last-minute campaign by The Food Project, was a success. Participants were eager to see the conference grow and continue, and the next year it was held in San Francisco, under the coordination of a group called Literacy for Environmental Justice (LEJ), and San Francisco League of Urban Gardeners (SLUG), working in collaboration with The Food Project and the ACGA. This past year, the Detroit conference was organized by two Detroit organizations; The Front Porch, and The Detroit Agricultural Network, working again with all of the previously involved organizers, with the exception of SLUG. All of the conferences have been organized by teams of youth and adult allies, and in fact, creating youth leadership through the involvement of teenagers in the planning and implementation of the conference, is a priority of the conference (online:www.thefoodproject.org). 


The Detroit conference included a wide range of workshops, though there was a substantial focus on skill development. These topics included such things as public speaking, community organizing, fundraising and photography. Youth from The Food Project led a workshop on the food system that examined how buyers’ choices can impact the system. A panel discussion on community food security gave various youth presenters an opportunity to talk about their community issues, and how their organization was working towards improving their community’s level of food security. Teenagers from Austin, Texas, for instance from The Sustainable Food Center talked about a grocery bus that drives people to grocery stores that are located far from their neighborhoods. An organization called Nuestras Raices, located in Holyoke, Massachussetts that works with the Hispanic community, spoke about how their community has food production knowledge, but lacks access to land. The panel illustrated the diversity of issues facing communities throughout the United States, and also demonstrated the wide variety of ways that these organizations are involved in improving local food security. 

Other workshops included hands-on formats such as water testing and building landscape models. Clearly, one of the focuses of the conference was the development and refinement of technical skills amongst the young people present. Almost all of the participating organizations were involved in gardening and/or farming, and all were engaged in some sort of action project around food security issues. The experiential approach adopted in many of the workshops was reflective of this, and was geared to further enhance the youths’ abilities to engage in these types of activities. 

One of the most important areas of concentration within the weekend workshops, was on youth-adult relationships. On Friday night, the adults were separated from the youth, and there was a discussion about expectations from adult participants. While some of this discussion focused on being responsible for their youth, much of the conversation focused on being conscious of youth voices, and as a reminder that the conference was for the young people. This conversation set an important tone for the conference, and while I saw examples of adults dominating conversations throughout the weekend, there was a conscientious effort on the part of the majority to step back and listen. On Saturday morning, the adults were again separated from the youth, and both groups were led through a workshop on youth-adult partnerships where we looked at barriers and challenges, and ways to overcome these difficulties. The workshop culminated with the groups reuniting, and sharing their ideas about how to improve youth-adult partnerships. 

The focus within the conference on this aspect of intergenerational alliances, is of the utmost importance, and demonstrates the level of commitment to democratic decision-making practices. While the comments by the youth about adults “not listening” or, “not taking us seriously”, show that there is still need for improvement, it is clear that adults are trying to listen. The fact that the conference was organized by young people working in partnership with adults, and that within the conference, the workshops were mostly lead by young people from a variety of organizations speaks to this. Within the community gardening movement as a whole, empowerment is an aspect that is often remarked upon. Perhaps it is because of this commitment within the larger circle of community gardening, that a serious attempt at democratic decision-making and leadership is being sought within the youth field. 

Another key aspect within the RIC conference, was the wide usage of learning tools and presentation styles. The strong emphasis on interactive workshops and participant involvement meant that a number of different educational tools were used. On Friday night, in a workshop on public speaking, role-playing and acting were used as a means of getting people involved in the activities. After a brief introduction on photography and its role in documenting the stories within gardens, participants were given disposable cameras, and sent off to take portrait photos of other participants. On Sunday, in the workshop on visioning RIC in ten years time, participants used dance, drama, writing and singing to illustrate the variety of ways the movement could move and grow. In a workshop on community organizing, participants were given cards that depicted a variety of community problems, and were asked to create a strategy on how to tackle the problem. People presented ideas on using everything from public meetings and surveys, to press releases and demonstrations. Within the conference there was a strong focus on using a variety of creative ways to engage participants, as well as to encourage them to think of different ways of expressing themselves. 

Also encouraging within the conference, was the diversity of participants involved. While a wide range of ethnicities was represented, the majority were African-American, followed by whites and Hispanics. This spread is somewhat representative of the general community gardening community, but quite different from the historical movements involving youth. This is likely to do with the degree of urban representation at the conference, and also because of North America’s racist past. Beyond ethnic identities, the conference youth came from a diversity of other backgrounds as well. While the majority of the organizations were urban-based, the size of these urban centres varied. While large cities like New York, San Francisco and Detroit were represented, a number of smaller cities and suburban centres were also present. Organizations also varied in terms of the communities of youth they worked with. One organization from Ohio worked strictly with youth who had to participate in community service projects as an aspect of their parole sentence. While there are organizations within this movement that work with “at-risk” teens, others are simply interested in working with teenagers who are interested in working with them. The organization Nuestras Raices, worked specifically with Hispanic youth. While the youth came from a variety of backgrounds, the emphasis on community-building that was embraced by RIC, seemed to work. 

Throughout the weekend, “community” was brought up time and again, games and ice-breakers helped with getting to know each other, but probably the shared passion and interest in food issues was the most important aspect of creating a comfortable space in such a short period of time. The comments received the year before about what youth liked most about the San Francisco conference, included many references to interacting with people working on similar issues (online: thefoodproject.org/RIC). Interestingly, in a conversation I had at the conference with Food Project director Greg Gale about the lack of rural attendance, he told me that there had been a stronger presence at the first conference, and that the urban youth at that conference had been less accepting of them. Whether this was an occurrence particular to the one conference is impossible to tell, due to the lack of representation of rural organizations at the last two conferences. Gale expressed his interest in re-involving rural youth in the conference (conversation with the author, July, 2001); it’ll be interesting to see how they are accepted into the movement.

A final emphasis within the conference, was the push to move RIC beyond the yearly symposium, and to create a true national network, with organizations working more closely together. Sunday morning was spent working on this aspect, with organizations presenting different visions and possibilities for the development of RIC. It was at this point that Darone Comerchero, the youth representative from the ACGA, spoke about how the ACGA would like to see the network develop as a mentoring project. The Food Project spoke about how they were interested in developing exchanges with other organizations, so that youth could spend time with other groups, learning new skills, and seeing other ways of doing things. Literacy for Environmental Justice (LEJ from San Francisco) spoke about the trip some of them had made to Kenya the year before, and stated that they would like to see the movement become an international phenomenon. After these initial suggestions, individual organizations worked through a series of questions about how RIC is useful for them and how they would like to see it develop. Finally, individuals formed groups and used various creative methods (such as The New York Times article) to describe what RIC would look like, ten years down the road. The inclusion of this half-day forum demonstrated a level of commitment of the organizing committee to group decision-making. The ideas presented by different groups will be posted on-line, at the Food Project website, within the “final report” section of the conference. It will be interesting to see how the organizing committee uses these suggestions, and continues to include other groups in the next stages of the building of the coalition. This October, RIC is planning its first National Day of Action; various groups have committed to organizing public demos, displays, and events around various food issues.

What was most exciting about the RIC conference, was the effort taken to create a conference that was youth-driven, with an emphasis on community-building and skill development while incorporating a number of presentation styles and forms, through which this could take place. Throughout the presentations, participants could choose from a variety of modes of expression. While skill development and learning about food security issues was a priority, the organizers were equally interested in creating a community where youth felt comfortable sharing their thoughts and feelings. Personal as well as political issues were addressed. While the conference organizers acknowledged that the event did not run as smoothly as they would have liked, the interest and energy demonstrated by both the youth and adult participants indicated that the conference was a success. 

The processes adopted by the organizers of RIC I sense, is reflective of those used within the participating groups. While the extent to which individual youth participated in the conference varied, they appeared comfortable with the structure of events. I believe this is demonstrative of their familiarity with this type of learning environment. While the extent to which these events reflects each individual organization varies, there seems to be a general consensus about youth development practices within the movement, which are in line with this transformational approach to education.

From 4-H to RIC, forging new directions

From the earliest efforts to include agriculture within educational institutions and programs, there is evidence of the recognition of the holistic value of its inclusion. Coward’s (1998) research on the 19th and early 20th century development of the farm school movement reveals the belief by educators that physical involvement in farming activities helps to reunite the mind and body, and bring subjects to life. The founders of community farms focused in part on the ability of these spaces to forge community connections. The fact that the 4-H’s stand for head, heart, hands and health is demonstrative of this organization’s work to unite issues on all of these different levels. The level of understanding of these various institutions about the value of agricultural and horticultural education shows that the philosophical legacy of the current youth farm and garden movement is rooted in a long history. What is significant, however, is that the work undertaken by organizations such as those involved in the RIC network to tackle social, environmental and economic issues around food.

As described in the first chapter of this paper, Holistic educators have been criticized for creating programs that are too focused on individual development, at the expense of critical thinking and acting skills. If some of the earlier movements (such as the beginnings of the 4-H club and 19th century farm schools) were subject to this phenomenon, today’s examples, are clearly not. While these organizations are using food production as a means of addressing personal development issues, they are equally vigilant in their efforts to use this subject matter as a means of enhancing critical analysis skills, introducing practical skills in both the food production realm as well as more general community development skills
. The activities and format of the RIC conference in Detroit exemplified this commitment. In the next chapter, we will further 

examine the effects of this type of programming on a group of youth at the Food 

Project. Drawing on interviews with youth and co-Director Greg Gale, this next chapter will highlight the ways in which the organization has created a learning environment indicative of John Miller’s educational philosophy.    

Chapter 3:

Cultivating Change Through Action and Agriculture: The Food Project

“I learned more about the land this season than I have in my whole life. Farming is the only way in which we truly connect with the land because we depend on it to feed us. The land also depends on us to take care of it. Farming brings us in touch with our ancestral backgrounds”

-Caitlin, past Food Project participant (from Food Project Postcard)
It’s a typical chilly April morning in Massachusetts. The farm is quiet; while it is located in a small town, it’s Saturday, and residents are taking their time waking up. Soon, however, the farm will come alive, as a van transporting a dozen sleepy teenagers from the city and suburbs will arrive. After the weekly check-in, the group will go through the events of the day. Those that are leading the introduction to the group of volunteers that arrive each week, practice their speeches, and prepare a warm-up game. The others walk out to the fields, going over the days’ activities with the agricultural staff. Today there are raspberry canes and strawberries to be transplanted. The youth will be leading the volunteers, and it is important that they understand the process, and know the order that the varieties are to be planted in. After a morning of working in the fields, the group convenes for lunch, and gears up for an afternoon of “straight-talk”, a feedback session that allows youth to give and receive feedback about their work in the crew. The group may also participate in various community-building, leadership training, or agricultural lessons. At the end of the day, they head back to the van, ready to make their way into the city. They will be back the next week, there’s an acre of potatoes that need to be planted, and a new crew of volunteers to lead. For the youth of the Food Project, it’s all in a day’s work. 

About the Food Project  

Initiated ten years ago as a three year self-funded pilot project on a piece of land owned by the Massachusetts Audubon Society, The Food Project has developed into a nationally-recognized youth development organization, with offices and food production sites in both Lincoln and Boston, Massachusetts. Founder Ward Chaney, a man with experience in both organic agriculture as well as youth development work, “had a vision of young people from the city and the suburbs working side by side on the land producing food for the hungry and learning together” (Gale, 2001, p. 9). While Cheney left the organization within its first few years, his vision has been realized through the hard work of staff and youth. The Food Project has grown immensely, moved away from the Audubon Society to become and independent organization, developed and published comprehensive education curriculum, increased its land leasings and food production systems, and created a community within which youth can “re-create themselves” (Gale, 2001, p.9).

The organization leases a twenty-one acre piece of land from the town of Lincoln (located half an hour from Boston), and also manages two urban food production sites in Roxbury, a low-income neighbourhood of Boston. This past year, the organization grew over one hundred and forty thousand pounds of organic food that was distributed to a one hundred member CSA (community supported agriculture project)
, a low-income farmer’s market, as well as various shelters, food pantries and soup kitchens throughout the Boston area. In accordance with the organization’s mandate, a minimum of sixty percent of the food grown is distributed to low-income people.

For the Food Project, however, agriculture is about much more than just food production. These agricultural sites are used as important educational arenas through which their vision of  “growing together and creating change through a shared commitment to land, food and community” (online: thefoodproject.org) can occur. Each summer, the organization hires 60 youth between the ages of 14 and 17 to work at its rural and urban sites. Two thirds of these youth are from inner-city neighbourhoods, while the remaining third are from suburban areas. For many it is their first job, for which they receive 150$/ wk, as well as a transit pass to allow them to get out to the farm, or to the city garden lots. Beyond the mandate of hiring two thirds of their youth from inner-city neighbourhoods, the organization does not target particular groups of youth for their positions. Young people apply for the positions and go through a hiring process. Advertising for the positions is mostly through schools, community bulletin boards, and youth publications. There are no social workers on staff, and while some of the youth may fall into a category that some would label “at-risk”, the group tends to consist of youth who are most simply interested in acquiring their first job. 

The youth are divided into 6 crews, with a crew leader (usually a college student) and assistant crew leader (usually someone who worked in the summer program the year before). Together with their crew, they work in the fields, planting, tending and harvesting vegetables. They also work one day a week in one of the shelters that receive Food Project produce. The emphasis is both on learning about, and working in community service, while also being involved in the complete cycle of food production- from field to table. Along with this experiential learning approach, the youth participate in several workshops during the week, focusing both on agricultural and food system themes, as well as topics such as race, gender and community building. The staff includes both people with experience and training in the fields of sustainable agriculture, as well as education and youth development. They work together to present a comprehensive and integrated program that runs Monday through Friday, for an 8-week period.

During the academic year, the organization also runs a program called DIRT (Dynamic, Intelligent, Responsible Teenagers), through which they hire between 15 and 18 youth from the summer program. These participants continue to work in the field and at the farmer’s market, transitioning into shelter work for the winter, and then back in the fields to prepare the ground in the springtime for the next harvest. At the shelters during the winter months, youth help to prepare, serve and clean-up after meals. Within the academic year program, leadership development is a primary goal, and the youth take turns leading groups of volunteers who come out on Saturday mornings. Their afternoons are spent evaluating their work, looking for ways to improve their public speaking and volunteer coordination. The young people in this program also continue to participate in agricultural workshops, and during the winter they become involved in planning, and then executing a garden design. 

Upon completion of this program, there are opportunities for the young people to join the Food Project in other roles, as interns in various departments of the office, as community educators, assistant crew leaders in the summer program, or in various board capacities. There is a conscious effort on the part of the organization to create new opportunities and challenges for the youth, based on their needs and abilities. The Food Project also encourages young people to design their own internships and jobs. This past summer, for instance, they hired one of the DIRT crew as a farmer’s market assistant. She had been particularly interested in the market, and submitted a proposal and job description outlining a position through which she would work with the farmer’s market manager. In the coming year, they plan to turn one of the urban lots over to a crew of interns, working alongside a staff person to plan and manage an enterprise lot. During my interview with Co-Director Greg Gale, he emphasized that the organization is committed to change and trying new things, stating “it keeps it very alive. I don’t know how else you keep things alive unless they are always changing. Who gets energized by the same old thing? It’s been an interesting challenge to learn that in a way, and retain the best of what you’ve done”. 

Through conversations with some of the youth, as well as Gale, a number of key themes came up, highlighting the manner through which the organization engages in transformative education, creating a learning community experience through food production and engagement in community food security initiatives. The following sections illustrate these themes, the interconnections between them, and the way that, as a whole, they reflect a transformative approach to education. 

Meaningful Work


One of the key ideas emphasized at the Food Project, is that the work that the young people engage in is important. The work is physically demanding, it can be dirty and a lot is expected of them; the job, however, is also purposeful. The necessity and impact of their work is emphasized through the workshops, their involvement in the farmer’s market and shelters, and daily reminders by staff and crew. 

For many of the youth, their initial motivation to get involved with the Food Project is employment. The Food Project is a first job, their first paycheque. As Rachel
 put it “I think that at first I was really just interested in having a work experience, you know just getting a cheque that would come to me- I just thought that was really interesting”. This idea was echoed by other youth as well. A couple of them also stated that their parents were encouraging them to find their first job. Alicia told me that her “mommie was like, looking through the books for something for me to do last summer, cuz’ she said I was old enough to work now, and at that time I was 14, and she didn’t want me sitting in the house all summer”. While some of the youth said they thought that the program sounded interesting, and two of the suburban youth were drawn to the organization because of their interest in gardening and community work, for the majority, they mainly appear to be interested in securing a job. As soon as the youth enter the program, however, they begin to see that the hours spent in the hot sun, lugging crates of carrots, potatoes and other vegetables to the washing station, preparing the vegetables for distribution, selling vegetables at the farmer’s market and cooking and serving food at the shelters has meaning beyond their personal needs. Devon told me that:

When I first came to the Food Project, what I first thought about was, money, money, money. Because it was my first job, and I wanted to know when was my first paycheque. And I know that’s what most kids think about. Like when do we get our paycheque? And then as the summer wears on you start to realize, well, I shouldn’t think about this as a paycheque, because I’m doing this for a better cause and I’m helping out the homeless. So I’m like “let’s think of it in this way, what if I’m not doing this for money, I’m just volunteering for them. I’m here to help”. And actually it does and that usually works well and like, we harvested over 100,000 lbs, and you sit back and think about that and you’re like “Wow, look at how much I helped the world today”. It’s really great.

This process of transformation was remarked on by most of the youth interviewed. Alicia told me about her first impressions of the farm: 

The first day I showed up like, we came to Lincoln first and I looked out on the field and it was all big and gleaming in the sun and it looked like it was going to be such hard work! But it was really fun, and I was like, ”Oh, this isn’t going to be so bad”. And then when you start the program, you start to like it more, more, more each day. 

When I asked Rachel what she thought of the farm and the work when she first started at the Food Project she also spoke of being overwhelmed by the farm, and told me that: “My first day going out there, walking out onto the land at Lincoln. Just seeing it, I was like- I just started wiping away the sweat! Getting all hot, it just wasn’t my place…it just wasn’t for me”, Later in the interview she talked about “learning to deal with it”, and while she has “no love for labour”, that:

Learning the purpose for it, actually working in the shelter and at the farmer’s market and actually seeing the people come and consume the food that just gives you a whole other perspective. Like, especially going to the shelters and you’re seeing all these people who would not normally have this healthy organic food, but because you go and bring it and you serve it to them, just seeing how excited they are…and just actually having a person say “Oh thank you for bringing this today”…It really makes a difference. 

The food produced by the organization is distributed through a variety of means. While 60% is either donated to shelters and food banks or sold at a low-income farmer’s market at prices that are on par with the local Stop and Shop, the remainder is consumed by Community Supported Agriculture members from the Lincoln area. The youth interviewed distinguished between these two streams, emphasizing that they felt it was important that the food was getting to people who “needed it”. Rachel told me that she thought that: 

The shelter part is more important than the CSA part. Like, I think its way more important than Community Supported Agriculture because I think that the people who are part of our CSA have no problem finding food, or buying food. Like I think I can tell that just by amount of money they pay at the beginning, like it’s no problem-and just by where they live…I think it’s really important that we give food to the shelters and sell it here (at the Roxbury Farmer’s Market) because otherwise people in the city, here in this neighbourhood, wouldn’t get this kind of food.

Heather, another youth that I interviewed said that: 

There’s something nice about selling something and there’s something even better about seeing people who really need it, get it…Wednesday was a really good day and I worked with the Red Cross and we could always see produce that we picked the day before. And it’s nice because we get feedback about it, it makes it even better because people are really, really grateful for it. 

From the conversations I had with the youth, it was apparent that they all felt that the work they were doing was important, that it did impact the community and that this was significant for them. Their work became much more than a job and a paycheque, as Heather told me, “I am really, really grateful. I can’t believe I get paid to do what I do”. During her interview, Alicia, whose mother wanted her out of the house and doing something for the summer said that “tf doesn’t feel like it’s just a job; it seems like it’s so much more than that”.


The work that the youth do at the shelters and farmer’s market is of particular significance in that it reinforces the importance of their fieldwork. Workshops on hunger and homelessness are one thing, service work that physically exposes youth to these issues, is another. As well, being a part of the final journey of the food grown and harvested gives participants an opportunity to be involved in all aspects of the food cycle. The references made by the young people to this aspect of the program illustrate the significant role it plays.  I asked Evan what he thought about the shelter work, and he said “I liked the shelter work a lot, because there was no sun bothering you, and you were helping people- you cooked your food, and then served it to other people, so, you know, it’s good”. When I asked one of the youth (Brenda) if she felt that her involvement in the Food Project had increased her awareness of social and political issues around food, she told me that, while she felt that she entered the program with a “pretty clear understanding of those issues”, it: 

increased my awareness a little. Just working in the soup kitchen-well we were actually in a food pantry, and just seeing people talking in Russian, and trying to explain- and they would only speak a few words of English. Trying to explain what dehydrated green beans were for, it makes the problem a little more real to me. 

The literature on service learning also emphasizes that what is most significant about this type of work, is the value of experience, in terms of deepening our understanding of issues (Kinsley and McPherson, 1995). They point to experiential educators such as John Dewey who argued that learning is a social exercise that best takes place through activity, rather than lectures or books. Brenda’s comments about her work in the food pantry are reflective of this process. While her knowledge of hunger issues was in place prior to her involvement, her active participation at the food bank increased her awareness. 


Proponents of service learning are adamant about the necessity of critical analysis and reflective exercises around service:

We cannot use the community for service learning without actually addressing significant issues. Programs need to enable youth to examine real problems in meaningful ways and to grapple with policy and social justice issues. Through service learning activities, students can explore ways to prevent problems rather than perpetuate the need for direct service. (Kinsley and McPherson, 1995, p. 116)

At the Food Project, there is a conscientious effort on the part of the staff to ensure that the service experiences of the young people are reflective of this type of approach. In a video produced by Food Project youth, Carline Dorcena, a former staff person explains that within the academic year program: 

What we really try to do is not only have them work there (in the shelters) every Saturday, but bring them into a deeper level and really get them to analyze why are people homeless, what are some of the situations involved and what are some of the responses that they could form. (DIRT video)

Of equal significance, the Food Project is involved in food security initiatives that extend beyond emergency food responses. The organization works for instance with local gardeners in Roxbury, educating them about lead contamination, and health and environmental issues around pesticide use.  These gardeners also have the opportunity to become involved with the farmer’s market, selling their own vegetables alongside the organization’s booth. The establishment of an organic  farmer’s market in a low-income neighbourhood, catering to food stamp and WIC 
 sources is another example of a food security initiative that is empowering and demonstrative of a community development approach to food issues. The work that the organization does around these issues in Roxbury is significant, in that it demonstrates that the Food Project is committed to long-term food security, and pushes the youth to also think about the implications and consequences of relying solely on food banks and soup kitchens as a response to hunger and poverty alleviation.

The nature of farm work- tasks that are physically demanding, a workplace environment that can be hot and dry, or wet and cold, and consisting of repetitive and sometimes monotonous jobs is also a significant factor that effects the programming at the organization. In his book The Unsettling of America Wendell Berry (1992, p.12)) discusses the devaluation of physical work. Berry writes “the growth of the exploiter’s revolution on this continent has been accompanied by the growth of the idea that work is beneath human dignity, particularly any form of hand work. We have made it our overriding ambition to escape work, and as a consequence have debased work until it is only fit to escape from”. Physical labour is looked down upon in North American society. How many kids hear from their parents that they should continue with schooling in order to escape this type of employment? We are taught that law, medicine and business are the most worthwhile pursuits- farming and other occupations that involve physical labour are not frequently held up as examples of worthwhile occupations. Organizations like the Food Project debunk these myths. In a newly published guide book of Food Project activities, Greg Gale (2001, p.16) writes:

Hard, meaningful work is a painful and precious gift to deliver to young people. It is not something people of any age usually ask for or seek, and yet, accomplishing a challenging task teaches a fundamental set of lessons. It lets us know we are capable and strong of mind. It gives us a way to participate in something larger than ourselves and our concerns. Meaningful work gives us purpose and helps us know we are needed. At its core, work connects us to things essential. It takes our life energy and hones it to a laser-sharp point, letting us direct it to our most important goals.

For the youth at the Food Project, these lessons appear to be getting through. While the response to my questions about what they did not like about the Food Project usually involved a reference to working in the hot sun, there were also a number of indications that the youth saw the importance of hard work, and the benefits of their involvement. In the DIRT crew video, one past participant explained it this way: “Basically I came out every single day, weekends off, and worked the whole summer, did not miss one day, and I came home every day when my friends were just lounging around, and I knew I was doing something good” (DIRT video). During the interviews, the physical aspects of the work came up often, with references to the personal and community-building consequences of these activities.

Farming and Gardening


As mentioned in the first chapter of this paper, there are a number of theorists within the fields of environmental education and theory who argue that the scientific, or Cartesian approach to understanding the world and solving problems is one of the root causes of the environmental crises we face today. As environmental theorist Neil Evernden (1993, p. 103) has put it “even to speak of problems and solutions predisposes us to a particular stance in the world”. He refers to Schumacher who has argued that through the adoption of this type of world view “we attain objectivity, but we fail to attain knowledge of the object as a whole” (Schumacher in Evernden, p.103). The overriding dependence on science and objectivity in the Western hemisphere as the sole basis for looking at the world has resulted in a flat and partial understanding. 

Theorists such as David Orr (1994, p. 23) have attributed many of our societal problems to this approach, arguing that it has resulted in a “fragmented” perspective. Orr believes that this perspective is embedded in the school system, and results in “students graduating without knowing how to think in whole systems, how to find connections, how to ask big questions and how to separate the trivial from the important”.  One of the solutions that he has proposed, is the development of “ecological literacy”, by which he means that what is more important than a scientific understanding of the natural world, is the development of a relationship based on respect and wonderment which can occur through exposure and contact with natural environments (Orr, 1992). 

While in his earlier work, John Miller’s views on transformative education did not focus on environmental education, his newer edition of The Holistic Curriculum (1996) as well as his newest book entitled Education and the Soul (2000) both include substantial sections dealing with these same ideas. Also critiquing the technocratic approach adopted by many environmental educators, Miller argues about the need for an educational approach very much in line with Orr’s theory of ecological literacy. Because of Miller’s holistic approach to education, and specifically the focus within this pedagogy on relationships, this shared perspective is not surprising. 


Theorists such as Orr have argued that agriculture and gardening offer an important means of developing this literacy. In his book Earth in Mind, Orr argues that agricultural education should be included in Liberal Arts Degree programs. Arguing that the “sharp decline in the number of farms and the shift toward industrial farming has had serious consequences for our collective ecological intelligence” (Orr, 1994, p.117), Orr believes that agriculture is a valuable educational tool:

Farms did what no other institution has ever done well. They taught directly, and sometimes painfully, the relationship between our daily bread and soil, rainfall, animals, bio-diversity, and natural cycles, which is to say land stewardship. They also taught the importance of the human qualities of husbandry, patience, hard work, self-reliance, practical skill, and thrift.  (Orr, p.117) 


Orr’s perspectives on the important role agriculture can play in educational systems is not unique. In her paper on Farm schools, Marjorie Coward (1998) talks about a lecture given by agrarian historian Victor Davis Hanson at the North American Montessori Teachers’ Association Conference. Hanson argued that the inclusion of an agrarian philosophy within our school systems would help children develop a better understanding of the universe. As Coward (p.34) explains his position: 

Within the context of endeavouring to grow vegetables, or to raise chickens, children will inevitably bump up against natural forces beyond their control. Sometimes it does not rain when you need it to, sometimes a fungus infects your crop, or a virus hits your livestock. These are circumstances which humans can neither predict nor always control…the lessons available in these situations are crucial to a student’s developing understanding of the world around her, her place in it, and the forces which affect that place.

In one of the interviews I conducted with Food Project youth, Devon talked about how his efforts to organize his work were impacted by outside factors. He talked about the rural agricultural manager instructing him and another youth to weed a number of beds. While they felt that there were too many to do, they tried to figure out a system to get it all done:

I can’t remember how much it was, but he said: “Let’s do this amount of weeds and see how much we get done”, and I said “ok”, and we keep on talking and weeding and bang! We’re almost done a bed and we’re like, ok, let’s get started with the next one, which we almost did, but it started to rain, um, so I guess we have to go in- darn! But the weeding almost got done with us just trying to organize.

The Food Project summer program is very tightly structured and run, due to the amount of information that they attempt to cover. However, the nature of the work, dependent as it is on natural forces beyond its control, at times dictates last minute change of plans. Devon’s story is an example of this. Working in agriculture, participants learn to see the bigger picture, while this is not necessarily an explicit focus of the Food Project program, I think this is something that the youth pick up on. I asked Heather if she thought that the work the Food Project accomplished, could be done using different mediums, in place of agriculture. She had these very insightful comments to make:

I think that some people really need a specific medium- like art for example, but I think that, in general agriculture is really, really good…The Food Project does so much more than just farming so, there’s just that expansive aspect about it. There’s just so much, you gotta take a lot of it away. Like, there’s 120% of this stuff to learn, and you get 100%. My dad always says the best managers he has for his company are kids or people who grew up on farms, that they have a really good work ethic. In fact out of…he’s been doing this for maybe…18 years, 20 years, and he’s had 3, and 2 of them grew up on farms and they just understand that there are so many aspects you have to look at, that you can’t just be very narrow-minded, you can’t specialize, you just need to be generally, very, very good and I really discovered that to be true last summer, that I couldn’t, that you can’t just focus on one thing because if you do, everything else goes to waste.

Heather went on to state that she didn’t know if this aspect was directly taught within the program, but that she felt that kids picked up on it. Intrinsic to work in the field of agriculture, particularly within organic agriculture, is the importance of understanding the relationships between different factors: plant health is related to insect diversity and populations is related to soil health is related to fertilizer choices. This is particularly true within organic systems. Environmental Psychologist Rachel Kaplan (1984, p.152) has argued that organic gardeners are perhaps more deeply involved in their gardens because:

Organic gardening lacks the instant cures promised by the advertisers of garden chemicals and thus might be viewed as a lesser degree of control. It may therefore demand greater vigilance, more perceptive observation, and a deeper sense of participation in the process. 

Working on the Food Project farm and in the urban gardens, the youth have the opportunity to develop keen observation skills, and an important understanding of the linkages between subjects that is reflective of Miller and Orr’s views on education. Heather’s comments about how farms are good preparation for managerial positions in other fields, demonstrates that, for her at least, she has made the connection that farming education goes beyond agriculture. The skills and worldview that are instilled through an involvement in agriculture can be taken wherever the youth go. It is important to note that, while many of the youth do develop a great appreciation for farming and/or gardening, and that two of the youth I interviewed had or were pursuing agricultural experiences outside of the Food Project, the organization is not trying to train future farmers. For this reason, it is of particular importance that the lessons taught through agriculture, are transferable to other areas of their life. Agriculture becomes a metaphor. During the spring graduation ceremony of the DIRT crew this past year, Stacy Miller, the education director at the Massachusetts Audubon-run, Drumlin Farm and Food Project board member acknowledged this fact. Miller spoke about how through the process of knowing the land, working the earth and developing an understanding of the agricultural system the youth had developed an inner-strength that would prepare them to take on their future goals that would “probably not be in agriculture, but would be bigger than themselves”. 

  During our interview, Food Project Co-Director Greg Gale also spoke to this, telling me that prior to his work at the Food Project, he had been involved with Outward Bound, and felt frustrated by what he considered limitations of this type of programming, in terms of having participants make linkages between the experience to other parts of their life: “It’s a one-time thing, you parachute into some place and the relevance of what you’re doing is hard to relate to your life”. Gale feels that “The metaphors that are available through agriculture are just incredible”, and that youth do make these connections and take them away from the project. 

Perhaps the most significant metaphor that can be extracted from agriculture is the role of nurturing and care. Landscape architects, the community gardening community, horticultural therapists and others, have for some time been talking about this aspect of growing things. Gale also believes that this is a significant part of the program:

I think that agriculture is just incredible as a tool, or vehicle, or basket- the basket that holds all the work we do, and I think that what makes it so amazing is, actually I don’t know if you could have the same effect, it’s so much about fundamental relationships in life, like the fundamental relationships to other people, to food, to the earth, that is so easy to transmit, not easy, but can be transmitted through agriculture because it is such a life-giving act…I see young people understand the metaphor of growth through the farm and often they’ll talk about caring for a plant, it’s like caring for yourself, it’s like caring for a person. 


As a staff person, I also saw this understanding amongst the young people, and while I heard very little from the young people I interviewed about this aspect of gardening and farming, I do believe it is there. Many other metaphors within this field also exist. Horticulturalist Charles Lewis(1996, p.64), who writes extensively about people/plant relationships, believes that “gardeners, observing the repetition of natural rhythms, become aware that change need not be disruptive or feared”. Heather’s comments about learning to look at all of the components as a whole, is another example. Agriculture and gardening offers a rich and diverse number of important metaphors that can be easily translated to other parts of our lives. Interestingly, Miller (1996) identifies the use of metaphors as one of the techniques available to the holistic practioner for making linkages between subjects. He feels that their use can also help connect students to the material in a more meaningful fashion.


Another key aspect of the usage of farming and gardening is that it enables participants to become physically involved in a process that they are learning about. At the Food Project, learning is not only something that occurs as a mental process. The physical labour that is required of participants is valued as an equally important educational tool. Not only is this aspect of the program important as a means of involving the youth in an important action project (the growing of organic food for low-income people), but also it plays an important role in terms of connecting the body and mind. Not only are the youth becoming more familiar with issues relating to hunger and environmental issues about agriculture, but also they are able to physically connect to these issues through work.


Miller (1996, p.120) expresses the importance of the mind-body connection, stressing that in our present-day world, filled with distractions such as television, and other stimuli, it is difficult to focus on the significance of physical movements and actions. He refers to “mindfulness”, by which he means an awareness of our actions, as a way to reconnect the mind and body, arguing that this will ultimately “facilitate human wholeness”. 


While Miller uses dance and yoga as examples of movement exercises that can be used to promote this process, the fieldwork at the Food Project can be equally useful. As Greg Gale describes:


Because it is so physical, we are so connected to our bodies, giving a person a chance to move physically in an environment and the knowledge that someone will be eating that food… it’s incredible, for high school students especially who are so embodied, who haven’t left their bodies yet. I think for them it’s just such an expression of their whole being.

 Agricultural work requires a substantial amount of awareness, whether youth are harvesting a particular amount of carrots, or carefully weeding a young salad or herb crop, they must be conscious of the work they are doing. Without a high level of awareness, the salad crop might easily end up picked along with the weeds, picking too many carrots during one harvest morning, might mean there will not be enough left for the second harvest of the week. Along with many of the other youth, Brenda stressed how important it was that she was physically involved in growing the food that people were eating at the shelter: “Being able to give potatoes and to say to the person, ‘I grew these potatoes, I harvested these potatoes yesterday’. It was just, it was really cool- it made me feel so involved in the process”. Farm work reunites the mind and body, and results in a more comprehensive and involved level of understanding.


One final point to make about the agricultural element of the program is that the involvement of the Food Project in Roxbury, the neighbourhood where many of the youth are from, is of extreme significance, in terms of creating a transformative learning community. 

It has been argued that amongst some environmental theorists, there is a belief that appreciation of nature, and the development of environmental consciousness can occur only outside of city limits, amongst “pristine nature”. Critics have pointed out the classist and racist assumptions within this assertion, arguing that these types of experiences are not accessible to all (Ruffin, 1996). In a paper addressing the adoption of Miller’s transformation approach in environmental education, Education theorist Connie Russell (1997) has argued that, along with critical pedagogists, transformative educators recognize the importance of working in the spaces familiar to their “students”. Russell (p.38) argues that this is particularly significant in order to address the “relationship between environmental issues and gender, race, and class”. By creating urban food lots, and working within the communities where the majority of the young people live, the Food Project is both demonstrating its commitment to the community which is home to its youth, and giving the young people an opportunity to be involved in an urban renewal effort in their own backyards. It also provides an ideal local for examining food security issues. The Lincoln farm (located in a wealthy and predominantly white suburb of Boston) provides beauty, a greater ability to produce large amounts of food, and a chance to expose youth to an environment that many would not otherwise access. It is not, however, the ideal location for examining issues around urban food security. Addressing these issues needs to be done through a physical connection to the neighbourhoods that are dealing with these problems.

The urban lots also serve as a means of connecting many of the youth to their own neighbourhood. When I asked one of the urban youth if he preferred one of the locations to the other he responded: “Roxbury’s good, I liked Roxbury, but Lincoln is good too, I’m not dissin’ it, but Roxbury’s my place”. Horticulturalist Charles Lewis (1996) reminds us that this is one of the key elements of using horticulture as an environmental educational tool: “Young people who might want to connect with nature or pursue environmental training will no longer be forced to seek remote wilderness to learn the basics of their field. They can learn right where they live” (p. 72). While interviewing Boston gardeners about their experiences, historian Sam Bass Warner Jr.(1987, p.81) heard from one woman: “I mean, what’s the difference between a child living in the city and enjoying a butterfly flying around or a caterpillar or whatever and a child in the country? We’re entitled to those things too. Our children should see those things too and enjoy them”. The urban lots serve both as a reminder that the urban world need not be devoid of nature, and demonstrates to the youth that the organization is committed to community-building not only out in the wealthy suburbs, but within their own neighbourhoods. 

Community-Building


In her book on transformative education, bell hooks (1993, p.41) talks about the significance of community within the transformative classroom: “Working with a critical pedagogy based on my understanding of Freire’s teaching, I enter the classroom with the assumption that we must build “community” in order to create a climate of openness and intellectual rigor”. Transformative education cannot take place outside of an environment where all participants are comfortable, where there is a sense of a shared vision and commitment to each other, and where the standard teacher- student power dynamic is dismantled.


On the first day of the summer year program, Food Project staff talk about community, about supporting one and other, about issues of respect and diversity. Youth and staff pair off and talk about what one word describes what they feel is the most important part of creating a safe community. One by one, they take turns standing up before the group, they write their word on a flipchart, and briefly explain why they have chosen this word. In hooks’ (1993) view, active participation through words is an essential part of creating a transformative classroom, while acknowledging that not everyone wants to speak, she makes it an expected part of her classes because “to hear each other (the sound of different voices), to listen to one another, is an exercise in recognition. It also ensures that no student remains invisible in the classroom”(p.41). Within the multicultural classroom that hooks writes about, where students from vastly different backgrounds are coming together, this is of particular importance. At the Food Project, the use of this opening exercise within the Summer Year program sets an important tone, it begins the dialogue which will continue throughout the summer- how to build a strong, diverse community where all voices are heard, where everyone is a contributor. 

Community is one of the cornerstones of the Food Project vision, Marjorie Coward, who ran the summer year program for a number of years talks about it’s significance:

I think that what really gets me about the community at the Food Project is that it has a purpose, and I think that’s something that makes a community. When you feel like I’m part of this community because we are accomplishing this, and not only are we accomplishing this, but what we’re accomplishing is a really important thing, it’s really good and it’s giving back. To feel like you can do that with people from lots of different backgrounds, bring them all together and achieve a common purpose, I think that’s what makes the community at the Food Project so unique.  (DIRT video)

Within the organization, there is an explicit effort to create a tight-knit community amongst the youth at the Food Project. Community building games, for instance, which encourages cooperation, communication and fun, are used daily.  Weekly check-ins ensures that space is made for youth to get to know each other. Crew and assistant-crew leaders work to create close-knit crews. Social events, like a sleepover on the land, talent shows and a “family feast” all contribute to the development and fostering of a caring and supportive community. Devon commented on the importance of using strategic games to create this: 

People sometimes say, “Why do you play games? It sounds like you aren’t doing any work”, well you are doing work it’s just that it’s basically community building games, so it helps get your group going, and we did a lot of those, which helps get your day going, and made everything else fun. Plus…we did things; we did exercises in the morning before we worked and stuff. We did stuff, talked to other people, made a lot of friends and stuff. 


While the creation of community at the organizational scale is important, the creation of links between the Food Project community and the larger community is also a priority. Weekly “community lunches” which take place both on the farm and at the urban site allow for the neighbourhoods to familiarize themselves with the project, and get to know the youth involved. Through the CSA (Community Supported Agriculture) Project, members come out to the farm and spend time in the U-pick field. At the farmer’s market much of the clientele are weekly visitors who get to know staff and youth. The urban lots also attract community gardeners who maintain individual plots. 


For some youth who have completed the summer year program and want to work again for the Food Project, there are opportunities that allow for further participation within the community. During the past few summers, the Food Project has operated an internship for a handful of youth who worked with gardeners in the urban neighbourhood, doing educational work about organic growing and soil contamination and remediation, and working with gardeners in their own lots. One of the gardeners they work closely with is Sylvia Gaynor, a long-time resident of Roxbury, who sells her produce at the Food Project market. Sylvia acknowledges the relationship she has with the youth, stating that “I enjoy talking with the young people very much, I can pass on advice about growing vegetables to them” (in MacCullough, p.9). Involvement with the soup kitchens is another opportunity to make important community connections. Rachel told me that for her, the best part of working at the shelter was:

Getting to meet people and make relationships with people- like, you get to meet guests and talking to the shelter staff, and people get used to you, and you get used to them, and it’s cool that after a while you can walk into this place, where you don’t really work…and you go in and you’re just like “hi”, and they know you by name, and you’re like “so how are you” and you start talking about how things are going on a home and “hey! So how are your kids”, and it’s cool.


Another important aspect of the Food Project community, is the explicit effort to minimize hierarchal structures within the program. Through “straight talk” sessions, youth receive comments on their work from crew leaders, but they are also expected to give feedback to their leaders as well as the other members of their crew on their efforts. While crew leaders are able to dock pay for repetitive problems, crew workers can regain the pay by correcting the problem. As well, when a youth is fired (which happens once or twice a summer), they can reapply, and appeal to a group made up of youth from the program
. Efforts are made to transfer decision-making power to the teenagers. By setting up this type of structure, the Food Project not only sends out a message that they have the ability to affect changes within their own life and work experience, but also that it is committed to creating a community where all voices are treated equally. During my interview with Heather, we discussed her dislike of some of the workshops. I asked her if she felt that she could take up these issues with staff, and she responded that she had, that during her interviews for various positions she was able to give feedback about her experience.   


Building a community of such diversity is not without its challenges. During my interview with Brenda, she indicated that the diversity was both something she truly appreciated about the organization, as well as a personal challenge. When asked what she liked best about the program she mentioned, “Work(ing) with people from different cultures and backgrounds”. At another point, though, when we spoke about the differences between the summer and academic year (DIRT crew) programs she told me: “The DIRT crew is not as diverse as the summer program. The DIRT crew is mostly urban. So it’s been kind of weird for me trying to fit into the group, because well, most of the kids aren’t from Cambridge, they are mostly from the city”. I asked her if she felt that there had been attempts to deal with this issue within the DIRT crew, and while she acknowledged that they did “a little”, she did not feel that it had been a big focus. In contrast, during my interview with Alicia, one of the urban youth, she repeatedly referred to the close bonds she had made with the other youth in the program: “The DIRT crew, we’ve been together for like 9 months, and we’ve grown a lot together and we’re really good friends now, and everyone calls each other and goes places together outside of work and stuff”. When I asked her what she liked best about the program, like Brenda, she also mentioned:

Meeting the people cuz’ like a lot of the people I met are a lot different from me, and I have become closer and closer to them and learned more and more about them because I don’t think I would otherwise associate with them, or become good friends with them.

While Brenda’s comments bout her experiences within the DIRT crew indicate that the organization should focus even more on diversity and community-building, most of the comments I heard from the youth suggested that the Food Project’s efforts are working. Of particular interest, were the number of references the youth made about getting to know each other in the fields, and the role of field work in community-building. Brenda stressed that she felt that the use of agriculture was an excellent way to bring people together:

I think that farming, which is something that most of us would not do, and just bringing us out to the farm, and working in crews. I don’t know, I just thought that that worked really well, because over the summer you have to work with a certain group of people and they, in general, are not people you would usually know, not people you would usually talk to, and you become really close to these people, and it otherwise wouldn’t happen.


During his interview, Devon talked about how their responsibilities on the farm helped him and his work partner break down their communication barriers:

When we would have feedback sessions (during the academic year program) we would say “oh, and we’re going to have so much fun together” (working as a team during the summer), and then it comes to the first day and we’re like…(makes a face demonstrating a stony silence). So, but then we got used to each other, and we had to communicate together when we are deciding what we wanted to do with the crews and when we are telling the crew leaders what to do with the crews to make them work faster, and also talking about the irrigation- like “you do that and that and Ill do…” 

Devon and his work partner came from very different backgrounds and had personalities that were equally dissimilar. The work that they did in the fields and the shared responsibility of their positions played an important role in bringing these two together. While activities other than agriculture could likely achieve this, the farm creates an idyllic setting for this. I remember reading a Country Journal article about sustainable farming, and one of the people saying that it was “in the bean fields that you really get to know people”. While it is difficult to measure or prove, for people involved in these types of community farm or garden projects, there seems to be a level of agreement that these activities are useful community-building tools.

Self-Actualization

Farm work was also mentioned by the youth as a way that they learned more about themselves. During my conversation with Rachel, she talked a lot about how the workshops had been helpful for her, and when I asked “did you feel like it was mostly through the workshops that you learned about yourself? she replied:

Um, both the workshops and the field work. Like I didn’t really think field work would really help, but field work really did help the personal aspect of it, just by me talking to someone else in the crew or something, who’s going through the same things that I go through- like especially working with people who I would think would be really different from me. Like, maybe we come from different areas, or we have different backgrounds or something, and I used to think oh, we’re from two different worlds, but it’s not really like that. 

Again, her comment refers in part to community-building in the field, but she also relates this to personal development, making the connection between these two realms. The Food Project engages the youth in a number of workshops on various topics around identity, class, racism and gender issues
.  While the response from the youth suggest that the workshops had varying effects (the general consensus was that some of them were “boring”), they also had a number of positive things to say about the workshops as a whole. Brenda, for instance, spoke about the openness with which people addressed issues:

We did one related to…class, I guess they called it. It’s sort of hard to come up with a word that describes a…financial…being. But, it was really interesting, to be in an environment where you can really talk about issues honestly. I think that in many different places the Food Project has done that. We did a diversity workshop with the DIRT crew, where, I felt I learned a lot from the others, but I think this one in particular, it was great to be able to talk about something like class, which is something that people don’t normally feel comfortable talking about.

In other interviews, I heard from the youth that they felt that the most important part of the workshops was that they helped them to open up, without even realizing it. Rachel for instance told me that: 

I think that some of the things they’ve done really well are…workshops in things that force you to open up, without even really knowing that you’re being opened up… that’s one thing that I think they do really well, just getting people to play games and do workshops and people are opening up without actually knowing. So I think that’s really cool.

Devon spoke about his opinions and ideas changing without really realizing it:

I don’t know what I would be like without the Food Project, life without the Food Project would be very different…since I’ve been with the Food Project you have more opinions about the environment and stuff, and the homeless and different things, and community speaking and stuff. But basically homeless and environmental things you have a better opinion of, and you grow with these opinions, because they pop right into your head after you do these things, and it’s very interesting because you’re like “how did that pop up in my head?” I don’t know, let me think why I said that, but it sounds good and in the end you come up with these more um, smart ways of saying things. But it’s strong opinions and that’s why I stay with them, because that’s what I believe and usually it’s true.

Alicia suggested that the workshops were useful in that they encouraged participants to think about issues that they might not otherwise consider:

I think that was a good experience overall because I don’t think a lot of us, most of us like to stop and think about… “This is something I really believe in, or don’t believe in”, or really get a chance to voice our opinions about stuff, and the workshops were a really good way to find things out about our identities and talk about things we like about ourselves, and don’t like about ourselves, and what we want to change, helps us to actually realize it, because I don’t think a lot of us take the time to actually stop and think about…like this is something I like about me, or this is something I want to change about myself.

Rachel describes a similar experience, telling me that “I used to kind of avoid the race questions and things like that, and now, I don’t feel like I have a problem with it- and I’m actually kind of proud that I’m so (racially) diverse!”

While these comments demonstrate that the workshops are helpful for these youth, I did hear some criticism. One of the teenagers I interviewed told me that:

I had a hard time with some of the workshops, it was a little confusing to me that at one minute adults would be speaking to you like they were on the same level, and than the other minute adults, not so much condescending, but it felt sort of…I don’t like education to be passive in the sense that everything is so over planned that it is presented to you and there is, there is a response that they expect to get.

While this youth felt that the workshops did not work for her, she did say that she believed that the creation of internship positions, was one example of the Food Project trying to accommodate different needs and learning styles: “What I really like about the Food Project in the other sense, (is that) I think they understand that the workshops don’t work for everyone and that’s why they came up with the internships”. The youth also went on to clarify that “the workshops work for a lot of people, they just don’t work for me”. 


Learning about ourselves can also occur as we take on different responsibilities. For the youth at the Food Project, their level of participation in decision-making and action planning at the Food Project increases throughout the period they spend with the organization. Responsibilities are based on individual expectations within the summer and academic year programs. The youth sign a contract committing to the job, and it is expected that they will be fully participant in the program. If they remain with the organization, however, their responsibilities begin to change. The following summer they may become assistant crew leaders, taking on a leadership role within the summer year program. The urban education interns, who work with gardeners in Roxbury, help decide how they want to spend the summer; they devise strategies and goals, determining where they want to put their energy. Some young people begin to take on leadership roles within the organization. The organization has created a diversity board, for instance, which includes youth. Others help with the organization of conferences like Rooted in Community (RIC). The staff at the Food Project share the belief that “the skills and attitudes required to take constructive action, whether on a local, national, or global level, must be developed over time” (Fountain, 1995, p.297). This process is reflected in a program that ensures that youth are constantly being presented with new challenges and equipped with skills to create change.

 
Through the creation of an environment that supports young people as they explore their roles as social actors, space for self-discovery and growth is created. As youth encounter and deal with various challenges, they are learning not only about social change, but also about their own talents and abilities to deal with different situations. What is most important to note, however, is that this process does not focus solely on the development of cognitive skills, but personal development as well. The process of learning about ourselves is a continuous one, and the Food Project ensures that reflective exercises are a continuous part of their programming. The creation of a Diversity Board, for instance, gave some youth the opportunity to move from being workshop participants on issues around race and class, to workshop creators and facilitators. 


The emphasis that the Food Project places on self-actualization is significant, and it is the key element that clearly demonstrates that the educational approach they have adopted is transformative, rather than transactional. If the project focused on issues around food and poverty without simultaneously addressing personal change issues, it would not, by Miller’s definition, exemplify this transformative orientation. When I spoke to Devon, he told me that, in his recent graduation speech, he spoke about the Food Project, and the impact it had on his high school years. Devon not only mentioned how the organization helped him to see issues such as homelessness and hunger in a different way, and also helped with his public speaking abilities, but he emphasized how it helped him to see his “inner self” more. Much in line with the educational philosophy of holistic educators, Food Project staff strives to create a program that is as much personal, as it is political.

Transformative Learning through Agriculture


Central to Miller’s (1996, p.10) definition of transformative education, is the focus on “an awakening to the connectedness and interdependence of life”. Much of his writing focuses on the importance of making connections between domains that have sometimes become separated. Miller argues for instance that we must teach students cognitive skills, but simultaneously encourage them to listen to intuition based on personal knowledge and direct knowing. He pushes us to look at the mind-body connection, suggesting that we need to approach physical tasks with ”a mindfulness” that, within our present day, stimuli-filled world, has been lost. He stresses the need for teachers to demonstrate the connections between different subjects, and also argues on the importance of community within the learning environment. Finally, recognizing the role of personal detachment to the earth in the present-day ecological crisis, Miller includes relationship-building with the natural environment as an important part of transformative learning.  


While Greg Gale was unaware of John Miller’s model and perspectives, the Food Project curriculum and program that has been developed over the years, has become one that is reflective of Miller’s vision. Gale told me that the educational philosophy of the organization is not based on one particular orientation, but that: 

It’s just a compilation and I think that a lot of it comes from people’s different personal experiences, the one thing they did in an ecology class or a high school classroom that really touched them, and we essentially gleaned off from many, many people those really peak moments of insight, understanding, enjoyment and then really enfolded them into our program in a way to make them really fit and work. 

That the approach is based on a variety of experiences, learning styles and venues fitted together in a comprehensive manner is appropriate, and reflective of Miller’s perspective. The holistic approach is made up of many different schools of thought; a transformative educational program must take into account different educational theories, teaching styles and subjects, and demonstrate the connections between these different domains. The Food Project has done this very successfully. The organization has maintained a highly committed, and well-trained staff. While turnover is a challenge for the organization, particularly due to a fast-paced working environment, there is a core of long-term staff that help maintain and further the program. In particular, both co-directors Greg Gale and Pat Gray have been a part of the organization from it’s onset. 

While Gale stresses that the process of creating a good program is constant, and that the Food Project has not achieved a final goal, but is consistent in its efforts to improve and revise its approach, he acknowledges how far the program has come in terms of linking different goals. In the first years, he told me “We did (agricultural) workshops totally separate from the sort of social workshops, totally separate from straight talk, and the feedback we received from the leaders was that it was too compartmentalized and that these things weren’t speaking to one and other”.  While Gale feels that the program is “probably still, in a way, too compartmentalized”, it is clearly striving to make the connections that Miller talks about:

 Cognitive skill development occurs through workshops that push youth to decipher the root causes of hunger and poverty, food security, and environmental issues. While these critical skills are important, the organization stresses the importance of intuitive thinking and feeling, by involving the youth in these issues on a personal level.  

 
Clearly, the mind-body connection that Miller talks about is emphasized greatly at the Food Project. The physical work deepens their understanding of issues; their understanding of the issues gives their physical work greater value.


The Food Project strives to make connections between various subjects. The agricultural curriculum, for instance, focuses in part on how our choices as farmers and consumers affect the environment, our health, and the economy. Moving beyond technical agricultural topics, personal responsibility and the power of the individual is stressed.


In regards to Miller’s emphasis on the importance of making connections between the individual and the greater community, the Food Project excels. Central to the organization’s vision is the creation of community- both within the organization, as well as within the greater physical and social communities that surround the organization.


Many theorists from environmental, horticultural and agricultural fields have written about the how our involvement in the growing of plants and foods can impact our relationship with the earth. The Food Project’s commitment to sustainable agriculture, and the constant involvement of the youth in its ecological practices, helps strengthen relationships with the natural world.


Finally, as a youth development organization, the Food Project is obviously committed to strengthening the inner-self of the participants. Miller writes about the need to connect the self with the Self- meaning the development of a better understanding of, and relationship to our inner selves. The young people I interviewed stressed that this was occurring. In three of the interviews the teenagers used similar language, saying that, if they had not been a part of the Food Project, I would be interviewing very different people. They felt that the organization had had a very important impact on their development. 


The Food Project offers young people a unique opportunity to explore and impact issues around personal and social change. Through their involvement in food production and distribution, participants see the tangible results of hard work and effort. In workshops on food security, poverty and homelessness they develop a critical understanding of these issues. The service work, field work and workshops on personal development push them to develop a deeper awareness of themselves. While these results could likely be achieved through means other than agriculture, the interviews demonstrated that, for these youth, gardening and farming work incredibly well. While it is difficult to judge what the lasting impact of this type of programming is, many of the youth I spoke to seem to believe that the program had made a lasting, transformative impression. I asked Alicia whether she thought she would go on to work on these types of issues when she left the Food Project. She told me that “It is something I would definitely like to do ‘cuz after being here for a while…I don’t know, it kind of sticks with you, it kind of stays with you”. Obviously for her, the connections are being made.

Conclusion

“Since our break with nature came with agriculture, It seems fitting that the healing of culture begin with agriculture, fitting that agriculture take the lead.”

Wes Jackson, Becoming Native to this Place
While holistic educators have written about the need for education that focuses both on personal development as well as critical thinking and action skills, it has been suggested that, in actual practice, this movement places greater emphasis on self-actualization than the more concrete skills necessary for creating social change. Both at the Food Project in Boston, as well as through my limited exposure to the work of other similar organizations, it seems to me that many of these groups have successfully created programs that avoid this dichotomy. While these organizations may not necessarily label their educational approach as “holistic” or “transformative”, the youth involved are leaving with both the critical skills and understanding of themselves that holistic educators speak of. It also seems that, while this work could clearly take place through venues other than organic farming or gardening sites, the nature of this work lends itself well to this type of approach. While this type of setting does not necessarily imply a transformative approach to education, there are a number of characteristics about this type of work and space that are useful in terms of creating a holistic learning environment.


Of key significance within a transformative approach to education, is the emphasis on relationships. In The Holistic Curriculum (1996), John Miller distinguishes six areas that he feels that the fostering of relationships is particularly important. These include:

1. The relationship between linear thinking and intuition

2. The relationship between mind and body

3. The relationship between domains of knowledge

4. The relationship between self and community

5.
The relationship between individuals and the earth

6. The relationship between self and Self

Miller (1996, p.8) stresses the importance of making these connections so that the student “gains both an awareness of them and the skills necessary to transform the relationships where it is appropriate” (1996, p.8). Through the process of understanding how these relationships work and influence each other, students are more able to comprehend their world, and their place in it. Hopefully, this understanding will help prepare people to be ready to take action to better their surroundings. In his book, Miller looks at how these relationships can be forged through various mediums, focusing a great deal on different art forms, and particularly the use of art at Waldorf schools. To demonstrate how organic farming and gardening can be used as a means of creating and strengthening these relationships, we will look at each of these six areas and how they relate to sustainable agricultural and horticultural activities.

Linear Thinking and Intuition



Within this category, the teacher strives to create a balance between cognitive problem-solving skills, with a more personal, direct understanding of an issue. Miller defines intuition as “direct knowing” (Miller, 1996, p.96), and suggests that tools such as visualization and meditation be used as a means to develop this sense of understanding. Linear, or cognitive thinking, while an important aspect of preparing people for becoming agents of social change, is not enough. Combined with the development of intuitive thinking, these processes together can result in a deeper level of understanding, and a stronger ability to act. Miller (1996, p.105) describes the introduction of intuition into curriculum as a way to infuse it with “soul, life and vitality”.


People/plant theorists have written extensively about the transformative nature of gardening. Horticulturalist Charles Lewis (1996, p.63) has written that “people and plants are joined together in the garden, which is created with hands and back as well as head and heart, love, attention, and caring- all opportunities for deep personal involvement”. Planning, executing, and managing gardens and farms requires cognitive thinking skills but also seems to result in the development of deep relationships between the plants and gardeners. As Rachel Kaplan (1984) has suggested, I think this is particularly true in organic systems, where gardeners and farmers need to be particularly attentive to their garden’s needs.

Mind and Body


In chapter 3 of this paper, I talked about Miller’s (1996) focus on the mind/body connection, and the role it plays in the holistic curriculum. He Argues that the mainstream educational system has lead to the creation of a rift between mind and body, by overemphasizing cognitive development and by not working on the development of the body. Miller (1996, p.110) goes on to state that those physical programs that do exist, often reinforce this separation, and points to research that emphasizes the need for physical education that will “concentrate on developing a person’s body image or the ability to connect the body to our consciousness” (p.110).


While Miller focuses on dance, drama and “eurythmy”
 as means of reconnecting the body and mind, agriculture and gardening can have a similar effect. In particular, the activities undertaken are a useful way of promoting “mindfulness”, the process of focusing on particular activities in a thoughtful manner. Miller (1996) talks about the role of mindfulness in developing the connection between our body and mind, and points out that any activity, such as washing dishes or making tea, can be done with a level of awareness that encourages this. Farming and gardening, however, pushes participants to be mindful, because even the simplest tasks, require consciousness. In chapter 3, I pointed out that, without careful attention to detail, weeding a young crop may result in the loss of the desired plants, along with the weeds. Alternatively, the smaller weeds may be missed, requiring a second pass of the bed a week later. So many other tasks in the garden and farm require a similar level of awareness. These physical tasks connect the mind and body in ways that are similar to dance and drama. 

Domains of Knowledge


Integrating subject matter, and integrating the person with the subject matter, is another important relationship discussed by Miller. Within other educational frameworks, subject matter is often presented in neat categories; little discussion is made of how economics, history and English might be interrelated. Each topic is taught as an independent and separate entity. Within the holistic framework, the teacher strives to make links between topics, demonstrating the complexities of the issues being taught through an examination of the variety of forces that shape it. 


In a footnote in chapter 2 of this paper, I mentioned an organization out of Philadelphia called the Farmer’s Market Trust, which works with middle-school classes, helping them to set up small-scale agricultural enterprises such as salad greens businesses, greenhouse vegetables and salad bars in their school cafeterias.  At the 2001, Rooted in Community Conference in Detroit, I spoke briefly one of the organizers of this project. She emphasized that the organisation sought to demonstrate to students how the subjects they learned in school would be useful in the business world, as well as how the subjects were related. In creating their business plans, for instance, the students would need to use math skills, english skills as well as business and basic science skills to demonstrate how their project would work. Agricultural and horticultural activities require a wide variety of skills and domains of knowledge, this project by the Farmer’s market Trust demonstrates how one organisation is working to emphasize this interdependence. 


Other educators have focused on the use of action projects as a means of bringing subjects to life and “integrate learning from the various subjects in a meaningful way” (Fountain, 1995, p. 297). At the Food Project, the service aspect of their work reminded participants that their physical labour on the land had meaning. The workshops had a similar effect, and allowed for critical analysis of their involvement in food security work. The efforts made by this organization to integrate the workshops, field work and service work highlights another way that agricultural activities can be used as a means of integrating subjects, and connecting students to subjects. 

Self and Community 


Within the holistic tradition, there is also a focus on making links between the student and the community. The “community”, might refer to the student’s classroom, it could also be the school, and the community in which the school is located. The involvement of the student within this larger arena can be an important part of a holistic curriculum.


One of the main emphasises within the community gardening literature field is on the building of communities. Community gardens bring people together, gardeners “share their stories and their feelings, first about their garden and then about themselves. People begin to feel a part of the solution to environmental dangers and neighbourhood decay. When people bond and form associations the ultimate benefit of self-reliance can be realised” (Warman, 1999, p. 7). 


In the same way that the community gardening movement has successfully contributed to the building of stronger communities, the community-based youth projects that I have focused on, are similarly equipped to bring about these connections. By involving youth in community renewal efforts, by giving them the means with which to contribute to local food security initiatives, and by encouraging them to foster the creation of a community within the project of creating and maintaining garden and farm beds, these types of initiatives are able to foster the connections that Miller speaks of.   

Individuals and the earth

In her paper that links Miller’s transformative approach to the environmental education movement, Connie Russell (1997, p.37) points out that Miller’s attention to the need for connections between individuals and the earth is “unusual amongst general curriculum theorists”.  Russell (p.37) goes on to argue for the need for educators that “feel a deep connection with and reverence for all life, understand nature as Home, and teach and learn from a position where all life is seen to be interconnected and interdependent”. Russell believes that this is unusual amongst environmental educators, and that the majority work from a position that fits more closely within the transmission approach. From this perspective, emphasis is on teaching “stewardship”; “humankind is still considered separate from and superior to nature and must remain in absolute control” (Russell, 1997, p.36).

From a sustainable agriculture and horticulture perspective, teaching about connections to the earth could easily fall within a transmission approach. “Stewardship” is a popular term within these circles, and teaching from the perspective of “protecting the land for future generations” reinforces the perspective of nature as object. From a transformative perspective, gardens and farms take on a much deeper meaning. Instead of being viewed as sites of production, they are understood as places of meaning; interdependence and the interconnections of all life is emphasized. While a commitment to organic principles and practices is one step towards this realization, other efforts must be made to emphasize that food production sites are much more than a resource. At the Food Project, they use an exercise called “Nature Sit” (Gale, 2001, p.166) to help foster these relationships. In this exercise, individual youths find a quiet place on the farm and spend 45 minutes reflecting on the spot. Given a set of questions as a guide, they are encouraged to pay attention to the scents, sounds, and tastes around them. They are asked to think about animals that may have spent time at that spot, and how it may have looked 100 years earlier. A group discussion at the end of the exercise encourages participants to talk about how they felt during this exercise. In contrast to the weekly agricultural workshops that teach the basic principles of organic farming, this type of workshop reminds participants that the land is much more than a field for growing food.

Participation in sustainable gardening and farming does not necessarily reflect a transformative perspective. However, they do offer a unique setting and interesting opportunities for creating exercises that encourage the creation of meaningful relationships with the earth. Greg Gale of the Food Project told me that, at a recent DIRT crew retreat, one of the youth was talking “about how she now looks around differently at things…she realizes that she wants to look up at the sky and look for stars, or look at the trees around her”. Working at farms and gardens can be inspiring. They remind us of the natural world that is always around us.

self and Self


Ultimately, forging the types of relationships described in these different areas, requires an understanding of ourselves. In the Food Project book Growing Together, Greg Gale talks about learning “from the inside out”; the work undertaken by organizations such as the Food Project allow participants to learn about themselves through their involvement in hard, meaningful work, in a caring environment.


Advocates of service work write about how young people’s involvement in community projects affects their understanding of their inner-selves (Kinsley and McPherson, 1995, Devitis et al., 1998). This type of work may present individual challenges as participants are exposed to unfamiliar territory, new ideas and people. Of course, not all of the community-based youth farm and garden programs necessarily incorporate a service aspect. However, projects that promote community greening (through the establishment of gardens), contribute to community food security (through the vending or distribution of vegetables to the neighbourhood), or provide youth with an opportunity to explore micro-enterprise projects can also result in the creation of an self- reflective environment. Through these experiences, youth learn about themselves, their abilities, skills, values and beliefs.


Of course gardening and farming are not the only means to make these connections. In his book on youth development projects throughout the United States, Richard Lakes (1996) highlights a number of programs using a wide range of tools through which they create similar learning environments. Along with dance, art, micro-enterprises and other projects, food production sites deserve greater recognition for its potential as transformative education venues. Through their ability to address food security issues, they can awakens participants to socio-economic issues. Through their ability to beautify urban spaces, they can remind participants of the potential that lies not only within neighbourhoods, but within ourselves. Finally, because of the universality of food, they connect us with our neighbours. 

The need for Transformative Principles
While I hope this discussion has shown how agricultural and horticultural activities can be used within a transformational approach to education, I want to be equally clear that these sites do not necessarily guarantee that this type of approach is being undertaken. As within any classroom, project, or workshop, certain principles need to be in place to guarantee this model is being enacted. 


Perhaps one of the most important aspects of the transformational approach, is the beliefs and efforts of the teachers, facilitators and/or adult supervisors within these structures. As bell hooks (1994, p.21) has claimed: 

When education is the practice of freedom, students are not the only ones who are asked to share, to confess. Engaged pedagogy does not seek simply to empower students. Any classroom that employs a holistic model of learning will also be a place where teachers grow, and are empowered by the process. That empowerment cannot happen if we refuse to be vulnerable while encouraging students to take risks. 

While content is a significant aspect of Transformative education, process is equally important. Democratic principles need to be in place, staff need to recognize, and work to dismantle social orders and patterns. Bell hooks (1994) talks about the difference between a teacher speaking to her class from behind a podium, as compared to one who walks around, is in contact with her students. She believes this is one way to begin the process of creating a transformative educational space. If this is the case, I wonder what the significance is of a teacher or facilitator working next to their youth participants in the fields? Perhaps this aspect of these types of programs helps with the establishment of a different kind of educational arena. In any case however, it is important to note that, without a conscientious effort to create this type of learning environment, farms and gardens will not provide the type of educational opportunity of which Miller speaks.
Future Directions for Research:

Urban and Suburban: Interpreting Experience 


During my research and writing of this paper, a number of related questions came up that have not been addressed within this body of work. Limited by time and space, I was unable to look at many important issues. Of particular interest, is how and whether urban and suburban youth experience these types of programs differently. The youth at the Food Project are made up young people from a wide range of economic, racial, and geographical backgrounds. Within the interviews, both urban and suburban youth identified similar aspects of the program that they felt were important. In particular, the two themes that came up most often, were related to their appreciation of their involvement in what they felt was “meaningful work”, as well as their exposure to working with kids from different backgrounds. 


While these similarities were clear, there were a couple of interesting points that came up which differentiated the urban and suburban youth. Firstly, while in the case of the urban youth, the main motivating factor for their initial involvement with the project was to secure employment, with two of the three suburban youth, they described their interest in the program goals and structure itself. All of the suburban youth had volunteered on at least one of the Food Project sites prior to their employment with the organisation.  Secondly, with all of the urban youth, I noticed references to the size of the Lincoln fields. Their initial reaction to the space was described in terms quite different from those used by the suburban youth. While I did not pursue this line of questioning, it does raise the question of how the youths’ experiences of the land and farming vary, and whether their upbringings, familiarity with different landscapes, and other factors do or do not effect their responses to the land. This is of particular interest where we talk about “people-plant relationships”. 

Leading theorists in this field such as horticulturalist Charles Lewis have written about how responses to plants and gardens are affected by cultural and socio-economic backgrounds (Lewis, 1996), however, there is still a great deal of research to be done in this area. For instance, the comments made by Lewis (1996, p.110) that I referred to earlier within the conclusion, in which he spoke of the role of plants in developing “a deeper self understanding”; is this process universal? In a 1994 article detailing the creation of and research directions undertaken by the people-plant council, Diane Relf and Pete Madsen (1994) outline a number of different areas of research, but make no reference to the acknowledgement of how cultural backgrounds might impact experience. They compare horticulture to the growing awareness of the benefits of exercise- an activity beneficial to all. Why this may very well be true, it is my sense that there is a need for research that examines more thoroughly the differences between experiences, and the reasons and implications of these differences. To speak of “people-plant relationships” in a way that emphasizes only the universality of these experiences, and not the differences, is far too oversimplistic. Research into areas such as people-plant relationships is difficult, due to the subjective nature of these experiences. While researchers in this field employ a variety of qualitative and quantitative data collection methods, “proving” the benefits of contact with plants is difficult. To go further and look at the different benefits and how these are related to class, race and economic backgrounds, is an extensive undertaking, but one that I believe would be beneficial. Much of our understanding of these relationships is based on intuition and faith, and we need to continue to push ourselves to devise ways to gather information and measure these effects in a way that is sensitive to the complexities of these relationships. 

Canada and the U.S:

As a Canadian, who lives (mostly) in Toronto, but has worked in Masachusetts with the Food Project, and has spent time studying organic agriculture at the University of California in Santa Cruz, I have had the opportunity to familiarize myself to some extent with community-based food projects in both Canada and the United States. While within both countries there are examples of well-designed and creative initiatives, the U.S movement is clearly larger and more comprehensive in terms of the breadth and number of different programs that exist. Sean Cosgrove (1998) of the Toronto Food Policy Council has written about these differences within the community gardening movement, and argues that the United States has a fuller history due to the “greater challenges of disinvestment, urban decay, and poorly planned urban renewal schemes” (Cosgrove in Warman, 1999, p. 5). In terms of youth projects that focus on agriculture, Canada falls far behind the United States in terms of numbers and diversity of programs. Probably the best known programs are run by Foodshare in Toronto, Ontario, and Lifecycles, in Victoria, B.C. 
These programs focus on older youth, in their late teens and twenties. My research turned up very little in terms of programming for teenagers in Canada. 

 Differences between these two countries, both in terms of community agriculture projects in general, and youth programs in particular, is another area of inquiry that requires greater research. Differences other than those mentioned by Cosgrove may be attributed to the lack of available land in Canadian cities. While parkland is a possible source, any visitor to major Canadian and American cities could observe that Canada has not experienced the same urban migration out of city cores that results in vacant lots and transformable space. As well, it seems that governmental support for these types of projects may be greater in the United States. The establishment of the community food projects grant program by the USDA, for instance (referred to in Chapter 2), is demonstrative of the recognition within the department of the importance of urban agriculture. Such grants in Canada simply do not exist. Finally, in terms of general youth programming, while I have not researched the differences between these two countries, my observations are that programs for teenagers are far more extensive in the United States. While I would have liked to spend time looking into these issues in greater detail, there was not space within the body of this paper to do so. I hope that further studies into these issues will occur, and that the Canadian community agriculture and gardening movement will continue to flourish. Filled as it is with a talented and dedicated body of gardeners and farmers, community workers and policy analysts, my sense is that we will continue to see the creation of types of programs that currently exist in the United States.

Finally, I would also hope to see further research within the holistic education field into the benefits of using agriculture and gardening within their educational programs. Writers such as Miller (2001) have written about the need for “earth education”, and there is an alliance between educators within this field and environmental educators such as David Orr who have written about the benefits of including agriculture within curriculums (1996). Miller however, focuses in a large part on the use of the arts as a means of making the connections that are part of a transformative approach to education (1996). This paper has shown however, that agricultural and horticultural projects such as the Food Project exemplify many of the objectives that holistic educators speak of, and their attention to the work of these types of organisations would further their movement, and lend greater support to their arguments. As well, while I feel that the focus on school reform within the holistic education field is extremely important, and recognize that these types of programs are only available to a fraction of the youth that attend schools, I would hope that holistic educational theorists pay greater attention to the work being done at these alternative sites.     

John Miller (1996) concludes his book, The Holistic Curriculum, by describing his vision of the holistic school as a “complex living organism that is evolving- changing through a sense of purpose, collaboration, and a deep sense of inner direction” (p.182). Miller outlines a number of features that would be included in this school. I would like to conclude this paper by describing how we might use gardens and farms to create similar learning environments for young people. 

· In these gardens and fields youth are respected as contributing members to a shared vision and purpose of growing food. They play active roles in the planning and execution of food production and distribution projects.

· The creation of a strong sense of community will stem from this shared vision and work. The young people will develop ties to the communities with which they work and serve their food as their efforts impact these groups. 

· Food will be used as a means of tying together different subjects- as a way of showing how subjects are related to each other, as well as to the individual.  

· Youth will be encouraged to use both intuitive and cognitive thinking skills, through the instruction of technical agricultural skills but also by supporting the development of a relationship of appreciation and enjoyment of the garden or farm. 

· Through their involvement in mindful, physical work, the mind-body connection will be encouraged.

· Finally, The young people will develop a deeper sense of themselves as they encounter physical and mental challenges. Through physical work, and also within workshops dealing with food security and production issues, as well as diversity, gender, race and inequality issues a deepened sense of being and connection to the world around them will result.


Gardens and farms have long been recognised as valuable spaces for human culture. Beyond their practical necessity and aesthetic value, the growing of food, flowers and other plants has been linked to the creation of physically and physiologically healthy individuals, the creation of stronger and happier communities, as well as an important educational tool. The ways that gardening and farming have been used within the field of education has varied greatly over time, and continues to be used in a number of fashions. The development of the farm school movement, the 4-H club, as well as the growth of the community gardening movement have contributed to the creation of organisations like the Food Project that are providing important programs for young people. Through the production and distribution of organic fruit and vegetables, through the creation of caring and democratic learning and working communities built around farms and gardens, young people are offered an opportunity to involve themselves in their community, to learn about themselves and to reshape their world. Through gardening and farming, the connections that Miller (1996) refers to are addressed in a manner that seems to work for many. Through gardening and farming the possibilities for exploring the transformative approach to education of which Miller speaks, seem endless.

Appendix A: Listing of Organizations involved in youth farm and garden projects

The following list was compiled from information gathered at the 2001 Rooted in Community Conference (RIC) in Detroit, the Internet, and through various contacts. It is only a small listing of organizations involved in this type of work. I have tried to provide accurate and up-to-date contact and project description information, however, some of the information may be incomplete.

Organization/

Project
Contact Information
Project Description



Berkeley Youth Alternatives’ (BYA) Community Garden Patch
Berkeley Youth Alternatives

1255 Allston Way

Berkeley, California

94702

(510) 845-9010


BYA, a non-profit organization, started the Garden Patch project in 1993 as an employment venue for “at-risk” teens. The half-acre garden includes a community garden, a centre for gardening education and recreation, a children’s garden and an entrepreneurial market garden.  

Connecting Common Ground for Youth
Michigan Integrated Food and Farming Systems Collaboration

P.O Box 539

Lake City, Michigan

49651

(616) 839-3360
Information unavailable

Cottonwood Community Gardens- Youth Garden
Vancouver, B.C

www.vcn.bc.ca/eya/cotton

The Cottonwood Youth Garden staff works with youth groups in the downtown eastside of Vancouver to encourage gardening, urban restoration and nature in the city. 

¡Cultiva!
Boulder, Colorado

(303) 413-7248

info@growinggardens.org

www.growinggardens.org/
cultiva/cinfo.html


¡Cultiva! Is a youth garden project in Boulder, Colorado. At their 2-acre garden, culturally and economically diverse youth grow food a shelter for the homeless, and to sell at the farmer’s market.
The youth also develop and  participate in community service projects.



DAMAYAN: The Garden Project
1208 Carraway St.

Tallahassee, FL

32308

(850) 222-4825
Damayan  promotes environmental stewardship, nutritional awareness and helps to alleviate food insecurity through a number of initiatives.  They have recently become involved in projects with schools and clubs modeled after the Edible Schoolyard project in Berkeley, California.

Durham Inner-City Gardeners (DIG)

A project of SEEDS
SEEDS

807 W.Chapel Hill St.

Durham, NC

27701

(919) 683-1197

email: seedsnc@mindspring.com
A .75-acre youth-driven urban market farm and landscaping business, under the leadership of SEEDS, a non-profit community gardening organization.

Denver Urban Gardeners (DUG)- youth job training program
Denver Urban Gardens

1110 Acoma Street

Denver, Colorado

80204

(303) 592-9300
DUG operates a job-training program that pays a stipend for 20-50 interns between the ages of 8 and 18. The focus is on job skills training. 

Farmer’s Market Trust
1201 Chestnut St., 4th Fl.

Philadelphia, PA

(215) 568-0830

fmtrust@libertynet.org
The trust works with local middle schools, involving students in micro-enterprise food production projects.  

Food for Lane County- Grassroots Farm
Food For County Lane

255 Madison Street

Eugene, OR

97402

(541) 343-2822

food4laneco@earthlink.net
The Grassroots Farm is situated on 2 acres in Springfield, Oregon. The project employs “at-risk” youth, and aims to teach business and horticulture skills, teamwork and responsibility, build self-esteem, and to connect with the surrounding community in a positive way.

The Food Project
The Food Project

P.O Box 705

Lincoln, MA

01773

(781) 259-8621

www.thefoodproject.org
The Food Project has worked with Boston teens during the past 10 years, growing and distributing organic produce through various community initiatives. The youth also participate in numerous workshops on sustainable agriculture and personal and community development. The Food Project has produced manuals detailing the work they do with youth, and are available for ordering through the organization.

Focus on Food Youth Program (Field To Table- Foodshare)
Foodshare- Field to Table

200 Eastern Ave.

Toronto, Ont. Cda.

M5A 1J1

(416) 363-6441

www. foodshare.org
At their downtown warehouse, Foodshare periodically runs a program for 18-28 year old youth, involving them in the management of their rooftop gardens, greenhouse, sprouts operation, and good food box program

Growing Power
5500 W. Silver Spring Dr.

Milwaukee, WI

53218

(414) 527-1546

www.growingpower.org
Growing Power maintains a collection of five renovated greenhouses, a farm stand, vegetable garden, compost site and fruit orchard on a 1.7-acre site. Inner-city youth develop life skills 

through the cultivation and marketing of produce, and operating this community food centre.

Lifecycles
2175 Dowler Place

Victoria, B.C, Cda.

V8T 4H2

Linda Geggie/ Tim Ewanchuck

(250) 383-5800

lifecycles@pinc.com


Founded in 1992, Lifecycles is a community-based organization that runs youth development and education projects  (for youth in their 20s) through the creation and maintenance of community-based urban agriculture projects.

MAGIC community gardens- Youth Market Garden
P.O Box 168

Asheville, NC

28802

(704)299-8466
5000 square foot garden where youth grow food for needy families in their neighbourhoods. Business skills, natural gardening knowledge, and personal empowerment are acquired through their involvement in this project.

The Miracle Garden
Kristen Battafarano, 

Instructional Specialist

4-H Youth Development

University of Arizona Cooperative Extension

4341 E. Broadway Road

Phoenix, Arizona

85040-8807

(602) 470-8086 ext. 356

kbattafa@ag.arizona.edu
The Miracle Garden is a youth market garden established in 1994  in inner city Phoenix. Youth grow and sell produce for restaurants and stores. Youth have the opportunity to gain horticultural and entrepreneurship knowledge, while developing leadership and community building skills. 

NENA- Northeast Neighbourhood Alliance
1499-1501 Clifford Ave.

Rochester, NY.

14609

(716) 342-3230

nena@nena10.com
www.nena10.com
NENA works to revitalize Northeast Rochester through citizen empowerment and ownership. Their extensive program divisions include youth micro-entrepreneurship projects.

Monterey Youth Garden
Watsonville, CA

http://montereybaymg.ucdavis.edu/
Projects/YouthGarden.htm


Project for youth on probation that need to fulfill community service requirements. Volunteers instruct youth in organic gardening techniques.

Open Road of NYC
420 east 12th street, room 223

New York, N.Y

10009

(212) 260-1896

openroadPH@aol.com
Founded in 1990 to work with children and adults on outdoor environmental projects, Open Road involves participants in the design, development and management of garden, park and compost projects.

Protectores de la Tierra-Nuestras Raices
Nuestras Raices

329 Main St.

Holyoke, MA

01040

(413) 535-1789

www.nuestras-raices.org
Nuestras Raices runs several projects within the Hispanic community of Holyoke. They work with teenagers from this community as well, who grow and sell food at a local farmer’s market.

SAGE (Student Alliance Garden Entrepreneurs) 
3942 SE Hawthorne

Portland, OR

97214

(503) 233-8111
A youth-run garden business operating as part of Harry’s Mother Youth Shelter. Initiated in 1996, organizers believe that “gardening is a transformational process that nurtures life both in plants and humans”.

San Francisco League of Urban Gardeners (SLUG)
2088 Oakdale Ave.

San Francisco, CA. 

94124

(415) 285-SLUG (7584)

(415) 285-7586 fax 

www.sf-slug.org
A leader in the urban agriculture movement, SLUG maintains a youth department through which a minimum of 70 young people are provided with jobs and education possibilities. They also run the Alemany Youth Farm, and involve their youth in various enterprise projects.

Sustainable Food Center/ Austin Community Gardens
P.O Box 13323

Austin, TX

(512) 385-0082

sustfood@aol.com
Working with youth at-risk and low-income families, this organization manages several micro-enterprise urban ag. Projects, and runs a horticultural therapy program at a transition home for battered women and children.

Seattle Youth Garden Works
Margaret Hauptman

4321 9th Avenue NE

Seattle, Washington

98105

(206) 632-1528
A Market Garden which employs teens to grow and sell produce

Youth F.E.E.D (food employment and entrepreneurial Development)
Tacoma, Washington

http://www.pierce.wsu.edu/tfs/
youth.htm


Provides inner city youth with paid employment and an opportunity to learn about food systems, growing and selling vegetables as well as involvement in other related community projects.
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� David Orr (1994) has written fairly extensively on this, other educators such as William Hammond  (1996) and Richard Lakes (1996) have touched on this topic.


� These places include: Drumlin Farm (Lincoln, Mass.), Waltham Community Farm (Waltham, Mass.), Land’s Sake Community Farm (Weston, Mass.), and Shelbourne Farms (Burlington, Vt.). 


� In particular, conversations with staff from Growing Power (Milwaukee, WI), Green Thumb (New York, NY), SAGE (Porland, OR), The Sustainable Food Center (Austin, TX), Cultiva (Boulder, CO), Nuestras Raices (Holyoke, MA), and the NorthEast Neighbourhood Alliance (Rochester, NY), were helpful.


� Some of the models listed by Miller include: Thelen’s Croup Investigation Approach, Massailas’s Social Inquiry model and Schwab’s Scientific Inquiry approach.





� See for instance Michael Cohen’s “Project Nature Connect” as an example of this position (www.pacificrim.net:80/nature/ecotherapy.html) 


�  See for instance montessorifarm.org, for an example of a Montessori school based on a farm (This site also quotes sections of Montessori’s book From Childhood to Adolescence, as evidence of her support for farm-based schooling). In California, the Sacramento Waldorf School has an extensive agricultural program.


� For more information on this project, or to order a catalogue, see their website: � HYPERLINK "http://shakespeare.mvhs.sad40.k12.me.us" ��http://shakespeare.mvhs.sad40.k12.me.us� 


� It should be noted that many of the organizations that I am studying, also work with schools. Their involvement ranges from giving talks and leading tours of their gardens/farms for school groups, to working closely more closely with individual classes. In Philidelphia, an organization called the Farmer’s Market Trust works with middle school classes, supporting them as they create micro-food enterprises such as salad greens businesses. At Growing Power, they offer technical support and the facilities for classes to commit to 8-week projects.  For instance, a class can grow plants in their greenhouse, receive instruction in landscape design and then use the plants to create a garden at their school. These types of programs are a useful way to introduce a greater number of young people in these projects, and find participants for their programs. 


� The 4 H’s stand for : head, heart, hands, and health


� These schools include: Northfield Mount Hermon School, The Mountain School, The Putney School, Warren Wilson College, Manhattan Country School, and Oberlin College (which no longer incorporates farming into it’s program). Please see Coward’s paper for contact information for these schools.


� Translated into English, erdkinders means “earth children” 


� See for instance: � HYPERLINK "http://www.SanFranwald.org" ��www.SanFranwald.org�, and � HYPERLINK "http://www.sandpoint.org" ��www.sandpoint.org�, for examples of Waldorf schools that include gardening within their cuuriculum. 


� It is important to note that, in her paper on farm schools, Coward looks at some private farm schools that exist today that use a curriculum that focuses not only on agriculture, but the political and socio-economic issues addressed by these organizations.  While these schools offer tremendous programming, one of the drawbacks is the expense of these privately run institutions, which differentiate these schools from youth development programs that work with youth from a wide variety of socio-economic backgrounds.


� Community Supported Agriculture projects are initiatives in which consumers buy a “share” in a particular farm, paying a yearly sum in exchange for a weekly/bi-weekly amount of fresh vegetables from the farm during the growing season. These projects allow consumers to have a more direct link to their food, access to fresher produce, and support local growers.


� All names of youth have been changed.


� WIC (Woman, Infant and Child) is a food stamp program for low-income mothers; they encourage the purchase of fresh fruit and vegetables.


� See Greg Gale’s Growing Together manual for further information about this system.


� The Food Project has recently published a manual of the workshops they use with their youth called Growing Together. It is available for ordering through the Food Project (contact info in the appendix). 


� Used in Waldorf education, eurythmy involves the use of movement as a physical form of speech. Physical gestures imitate the movements of the larynx. Used primarily in the elementary years, it is used to encourage concentration, rhythm, and control of the body. 


� See appendix A for contact information and brief descriptions of these programs





