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Abstract:

As the nation's largest nonformal youth development program, 4-H has been challenged to develop life
skills in young people to help them become self-directing, productive, and contributing members of
society. Professional 4-H faculty have often asserted that participation in the program results in the
development of life skills, yet research documenting such impacts is sparse. This descriptive research
study used both qualitative and quantitative methods to examine the 4-H experience from participants'
perspective. Three counties were randomly selected for study, and all 4-H clubs leaders in these
counties were administered an inventory to assess their orientation towards working with youth. Five
4-H clubs' were purposely selected for study based on leadership styles that were either more
control-oriented or more autonomy-oriented. Members in clubs led by autonomy-oriented leaders
reported that 4-H was. more fun, that they learned more life skills, and were more satisfied with their
club experience than members in control-oriented clubs. Characteristics of effective clubs are outlined
based on this research.
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ABSTRACT

As the nation’s largest nonformal youth develcpment
program, 4-H has been challenged to develop life gkills in
young people to help them become self-directing, productive,
and contributing members of society. Professional 4-H

 faculty have often asserted that participation in the

program results in the development of life skills, yet
research documenting such impacts is sparse. This
descriptive research study used both qualitative and
quantitative methods to examine ‘the 4-H experience from
participants’ perspective. Three counties were randomly
selected for study, and all 4-H clubs. leaders in these
counties were administered an inventory to assess their ,
orientation towards working with youth: Five 4-H clubs were
purposely selected for study based on leadership styles that
were either moreé control-oriented or more autonomy-oriented.
Members .in clubs led by autonomy-oriented leaders reported
that 4-H was more fun, that they learned more life skills,
and were more satisfied with their club experience than
members in control-oriented clubs. Characteristics of
effective clubs are outlined based on this research.




CHAPTER 1
INTRODUCTION

Introduction

Pick up aimost any newspaper or magazine today; and you
will undoubtedly find some export raisiﬁg the alarm abouf |
today’s youth crisis. Researchers, businessmén, human
- resource professionals, educators, and policy maksrs alike
almost‘oniversally bemocan the fate of today’s younger
generation (Carnegie Corporation/ 1988; Casey & Tucker,
1994; Dryfoos, 1990). Whether they be called "youth at
risk," chiidren without oonscience,‘puhks, "Generation X,"
or some other monikef, ooday’s authorities generally-agfeé
that young people, by and large, are not being equipped to
succeed in the present let alone to take on the
responsibilities of adulthood‘in the future (échorr, 1988).
As one well—knoﬁn youth authority put it, "You‘don’t have to
be a rocket scientist to'figure out that ail is notlwell on

the home front" (ﬁryfoos, 1995, p. vii). )
| | Certainly,ysuch concerns for the competencies of
Americsn youth are nothing new (Postman & Weingartnsr,
1969). Similar concerns were heard about hioh school

graddates shortly'after World War II (Newsweek, 1954). 1In
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thg 1950’s the launch of Sputnik seemed.to point anew to the
failures of American education, especiallf iﬁ the sciences.
In the21960's énd early 1970;5, policy mékers-blaﬁed
children and their blighted environments for thé failure to
develop the requisite skills to keep'Aﬁerica competitive.
During the 197d's, public'éddcation fdcuséd.on‘"back to
basics" and blamed the tééqhe;s for low academic achievement
of students. 1In the 1980’s parents were biaﬁed‘for failing
to suppoft‘edﬁCation)s goals‘ana to sufficiently monitor
homework assignments (Hamburg, 1990; Hechinger, 1992;
Lerner,‘1995). Yet, despite all the efforts at
accountability, the cry we continue to hear is that American
youth are not being prepared‘sociaily or academically for
- the modern world. Seemingly, the youth crisis has reachgd
eéidemic proportions,(Dryfooé, 1990; Lerﬁer, 1995).

| Just how bad is the current youth crisis? Of course,
it depends on who is asked. Soﬁe authorities maintain that
today all youth are born at high risk and are not developing
the skills to lead capable lives (Glenn & Nelson, 1988;
Schorr, 1988). A recent Carnegie Commission (1988)
estimated that about half of all youth are at risk and would
experience such negative outcomes és échool failuré, eariy
teen‘pregﬁancy, substance abﬁée.or delinquéncy;j'The'othéf
half (abopt 14 million youth) appear to_be'growing up
healthy, but "even tﬁese young people.are not immune to risk 

since most of them at the very least lack sufficient




problem-solving skills" (Hechinger; 1992, p. 22). Others
(Dryfoos,11990;‘Helge, 1950; Lerner, 1995; . Palmer, in press)
estimate that one-quarter of 10-17 yeér olds are at high
risk, and an additional 25% are at moderate risk. Helge
.(1990) suggests that rﬁral youth afe disproportionately at
risk fbr negative outcomes when compared‘to‘urban youth.

One aﬁthority assérted.that if action is not taken soon to
festore America’s precious human cépital, its dembcratid way
of life may be at risk (Brown, 1987).

What concerns many human service and‘educational
professionals is that today’s youth are at risk for failing
to develop the requisite skills'and abilities fo live full,_
productive 1iVes. Specifically, ﬁhese authorities believe
that youth‘aré not developiﬁg the léadershiplskills, self- -
confidence, social and basic écademic skills'té succeed in
the years ahead. Business leaders have also voiced their
concérns about spending millioné of dollérs on costly
remedial education and training‘programs for individua;s who
have graduated ffom high séhool put who are still ill-
equipped to éssume positions iﬁ‘the'modern workplace (Lacey,
1988).' Edﬁcation is failing to help young people develop
the necessary skills to live full, productive lives.

The most recent major wake-up call about the condition
of Ameriéan‘youth aﬁd our eduCatioﬁé; system‘waé sounded in

A Nation ‘At Risk (National Commission on Excellence in

Education, 1983). 'This report came as a result of
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then-Secretary of Education T.H. Bell’s concern about "the
widespread public perception that something is seriously
remiss in our‘educational system" (p. 1). What was required
was equivalent to a declaration of wér:

'If an unfriendly foreign power had attempted to

impose on America the mediocre educational :

performance that exists today, we might well have

viewed it as an act of war. ‘As it stands, we have

allowed this to happen to‘ourselves. (p. 5)

A Nation At.Risk challenged the U.S. to launch a reform

movement of bublic education lest the fﬁture of the nation
be in jeopardy; This commission claimed that bpblic schOois
were failing to prepare young people with the requisite
skills to make the successful transition tovadulthood‘and

enter the workplace. Yet, this commission’s recommendations

‘héd more'to do with thé structure of education than with
content: assigniﬁglmore-homework, lengthénihé the school
Jdéy, increasinq admission standards at colléges/ and
incfeasing graduation requirements, and giving ﬁore tests.
Significantly mofe\time should be given to foéusing on what

this'report called the “New‘Basics"-(p.‘29); The ﬁatidnal‘

goals proposed by The Nation at Risk report have been
criticized by'educators as unrealistic and wrong—headed
(Kamii, clark, & Dominick, 1994) -

Subsequent reports and commissions have echoed the

concerns expressed in A Nation at Risk but havé foered
different recommendations. Rather than emphasizing.a return

.to basics,; others have.spggested that education look at ways .
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to‘develop'lifelong learning skills in youth that will serve
them outside the confines of the classroom. "Our conclusion
is that these [problem—solving].skills are the foundation of”
rellable work hab1ts and behav1ors that will 1ncreas1ngly be‘
requ1red in the workplaces of the 21st century" (Lacey,

1988, p. 9).

Background to the Problem

While many commissions.and reports have placedgprimary
responsibility:on pnblic-schools for developing America‘’s
youth potential, few have recogniZed'the role that nonformal
education could play in this goal.. Even Postman and
Weingartner (1969)‘in‘their calf for radical changes in
.public schools belleved that schools had the singular
- responsibility for teachlng crltlcal thlnklng skills: "We
believe that‘schools must serve as the principal medium for
developing in‘youth the'attitudes and‘skills‘of social;
political, and‘cultural‘criticism" fp. 2). ‘Non—school
organizations.were notably ahsentvfrom their call for an
educational revolution. .

In A Nation AtrRisk,‘out-of—school youth programs are

-never mentioned nor does the report acknowledge the
contrlbutlons nonformal education could make in turning the
nation’ s‘youth:crlsls around (National Commission, 1983).
Yet; other studies-fCarnegie Qouncil_on Policy Studies in

Higher Education, 1979; Kleinfeld & Shinkwin, 1983;




6

President’s Science A&visory Committee, 1974; NétiOnal_Panel
on High Schools, 1976; Shiﬁkwih & Kleinfeld, 1983) haﬁé
argued for some time that nonformal youth groups‘can pfovide
many experiences that are lacking iﬁ formal education.
Specifically, monformal youth groups. provide:

--Closer contact for youfh with adults from the

communify;‘

~-Opportupities for actiVe,‘responsible roles

——Experienées in community service

—;Opportunities‘to leafn;practical,skiiis beyond

academié subjeéts.

of ail the federal commissions, only the‘National
.Commission for Employment Policy (Lacey, 19885'came~c105e to
fecognizing a role for agencies outside of public'schpolsr
"Essential resources throUgh.the‘COmmﬁni£y must be
mobilized, coéfdinated, and - focused on the needs of at-risk
youngsters" (p. 3). Others have Called for greater
cooperationkbetween public ahd‘nOn—Schoél youth
organizations to help éccomplish‘éémmoﬁ goéis (Palmer, in
press; Sesow & VanCleaf, 1985). |

Hisforically, public-education*ié perqeived.as.
fulfilling‘a more important role in the development‘bf.
critical thinking skills fhan‘honfofmal‘education, but
because of the‘lack‘of knowledgé'about the rolé Qf ﬁonformal
' edﬁcation it is not known what»céntfibutions ¢an be provided

by differing forms of education. In discussion about
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edncational reform‘to‘improve,ycuthvdevelopment, nonformal -
education is rarely considered.

After five decades cf‘failed reforms, nerhaps‘it is
time to look atathe complementary'ccntributiOn nonformal
eddcatidn-can make to national education gcals. Many of j
those who see the indispensability of nonformal learning
beyond ycuth do not see the necessity'cf'nonformal-learning
environﬁents'during youth (Beder, 1989). | '

Why should there begin to be a ‘consideration of the

- role of nonformal education to’help youth acquire the

critical skills needed for the future?
We cannot expect children to accept ready-made
values and truths all the way through school, and
then suddenly make choices in adulthood. (Kamii,
1991, p. 387)

Schools by themselves ﬁay not be able to-develop the kinds

of skills. in youth that they will need- ‘to succeed Research

~on the prevention of antl social behav1ors 1ndlcates that -

greater‘emphaSIS must be put on‘developlng one’s self-
concept and on the‘acquisiticn of‘life skilisfggth in formal
and in nonformal education (Palmer,‘in press; Shrum, 1987).
It is known from research that children who suCceed
academlcally and who also make the successful transitions to
adulthood are those who have partlclpated 1n a w1der array
of opportunltles beyond the school and the famlly These
community offerings include work experience, 4-H, scouting;

athletics; and a host of others (Heath &,McLaughlin,y1987;
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Heath' & McLahghlin, 1991; Steele, Millér, & Rai, 1993). 'As
one expert concluded: | | o
It would seem that the time is.right to attempt to
forge a partnershlp between formal and non-formal
education, in which the latter is . taken serlously,
provided with resources; and. held accountable for
the tasks undertaken. (Erickson, 1986, p. 23).

:Few people include nonformal education as anrimportant'
player in helping youth develop the necessary_skills to
succeed in the modern world. Yet) intuition sﬁggests that
experiential nonformal youth programs could be another
important contributor 1n the movement to help youth develop
such SklllS ‘Certalnlyﬁ famllles and schools are
fundamental for all youth, but a Variety7of community;based
proorams and organizations can provide youth With access to
- adults with a wide range of interests and perspeotive_ .8uch
- nonformal groups can also stimulate chilorenis motivation
for;academic learning as weli as help them learn skills'to
_adjustyand adapt in a changing world (Heath‘&‘McLaughlin,
1987) . Tyler (1961) acknowledged,the_beneficial roie~that
nonformal education could play and observed that 4-H was an
effectlve educational organlzatlon when compared to school
or extra-curricular activities. Moreover, nearly three—
fourths of 14-15 year olds part1c1pate in nonformal youth
,organlzatlons every year (Hafner, 1990) |

The Cooperatlve Extens1on Serv1ce Wthh 1ncludes 4 H

in. assoc1atlon w1th 1and grant un1vers1t1es has a 1ong

history of providing educational proqramS'and‘servioes to

>,
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American youth, families, and communities.. During‘previous
national emergencies--such as during the depfession and
during World War II, Extension.played a supportive role in
assisting with America’s response to these crises (Wessel &
Wesael, 1982). Howeve:,‘it_is nof'ciear if nonformal
educational programs today like 4-H are Wiliing and able to
respond to the cufrent yauth emergency. To what extent is
4-H willing to play a role in helping .youth develop the
critical skills needed to make the transition to adulthodd?
Some suggest that nonformal educatioﬁ mggg participate in
these effortsiif our naﬁion is to survive:

Whatever the solutiona‘may be to_thehyoﬁth‘crisis,

enlightened public policies, community service

based on quality research, and dedicated efforts

of professional and volunteer workers are all

essential ingredients to help youth reach their

potential. (Snider & Miller, 1991, p. 4).
The questidh is what role,‘if any, can the 4-H youth
development program play in helping'yquth dévelop the
leadership.life skills necessary in a changing world?
Perhaps nonformal education can supplement and complement'

other forms of education.

Statement of the Problem

In the 1970’s Cooperative Extension national report

called 4-H in Centurv IIT, 4-H was challenged with the gbal

of helping youngfpeople develop "life skills". that would

enable them to become self-directing, prodgctive,.and
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¢ o
contributing members of society (United States‘Department of
Agriculture [USDA], 1976). In order to meet the needs of a
changing society, the 4-H program should help youth develop
inquiring minds, learn how to apply sc1ence and technology
‘to their everyday lives, strengthen abllltles tommake
intelligent decisions, improve‘communication skills, develop
effective 1nterpersonal relationshlps, and "acqulre positive
lattltudes toward=self and a feellng of'selfeworth" (p. 3).
These skills.are the broad, generic problem-solving and .
leadershlp skills that should help youth assume leadership
roles in the future.

Since then, professional 4-H staff haVe:often asserted
that a wide variety of experierices in the 4-H program result
in the development of these kinds of skills, yet research .
documenting such impacts is sparse. Inifact, for an
organization that prides itself on the delivery of‘research—
based programs; the paucity of eupporting evidence of the
positive impacts on personal development skills is curious.
Little research hes-been,COnducted in the United States on
the effects of participation in nonformal‘youth groups like
4-H. | | . |

Although 1argely unknown‘prior to the41960’s, nonformel:..
education has begun to receive attention from the academic |
community.“SeVeral researchers have emphasized the
'importance‘of structured out—of—school-programe

(Bronfenbrenner, 1979; Cremin, 1976) and have SUggested that
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it is "now a likely subjecf for inquiry" (LaBelle,‘i981,
‘p. 313). ' | -

‘While thefe‘are numerous:étudies of student achievement
in public schools, few'studies]haVe investigated"participant
outcomes in nonformal yputh programs. For example, there
are onlyia'handfulvof studies on the benefits.of
participatiné iﬁ Girl.Scouts (éo;e,‘1984} Edwérds,‘1994r
Kleinfeld & Shinkwin, 1983; Ragoff ot al., 1995). only
slightly mOré‘studies of-Boys dﬁdAGirls Ciubs,'Big
Brofhers/Big Sisters,.YMCA'or YWCA can be fQundA(Bravérman &
d’Onofrio, 1986; Erickson, 1986; Frecknall & Luks, 1992;
Hémburg, 1990; Hines, 1§8é).‘ | -

There‘isﬁsoméwhat more research on de Scouté‘
(Kleinfeld and Shihkwin;_1983, 1984; Shinkwih & Kléinfgld,
-1983). Unforfunately, though, much‘of tﬁe research on Boy
Scoutsvhas dismissed thé organization as'an‘extremely‘rigid
institution aimedvat keeping boys‘oCcﬁpiéd in trivial
activities, or the research‘has'expiqred covert'éexual
themes in ali;malé‘SCOuting or ﬁas.ihvestigated'the social -
élaSS‘ideology:of scouting (Giliis; 1981; Hantover,;1978;
Hollingshead, 1975; Rett, 1977; Meéhling,~1978; 1980; 1981).
Kleinfeld & Shinkwin (1984) undertéok one of the few‘
defailed studies of the Boy écoﬁt experience'from.an
ethnological point of view. fet, tﬁgse‘researchérs
" hesitated to draw any conclusiéhs about the:effectiveness of

- leadership styles on member outcomes.
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Possibly because 4—Hhis sponsored by the Cooperative
Extension .Service in afflllatlon with land grant
unlver51t1es, the 4-H program. has been the subject of
s1gn1flcantly more research ‘studies (Abbott Sutton, JaCkson
& Logan, 1976; Banning, 1979; Boyd, 1991; Boyd, Herring, &
Briers, 1992; Brown, 1987; Ellis, .1990; Erickson, 1983;
Gottlieb & Lewis, 1974; Hall, 1991; Hanna, 1988; Heinsohn &
Cantrell, 1986; Kappa Systems, 1979; Kleinfeld & Shinkwin,
i983; Ladewig & Thomas, 1987; Mueller,ol989;“Risdon &‘Swain,
3,1990:_sawer, 1987; Schlutt, 1987; Steele &.Everson, 1978;
Steele & Rossing, 1981;:Suso,‘1984;‘Willians, $983). Only a
Afew of these studies have tried to learn more about_the
nature of the club experience from participants’ points of
view (Baker, 1991; Banning, 1979; Boyd, 1991; Cook, 1991;
Jeffiers, 1989) - Few have studled the youth partlclpants in
a hOllSth way focus1ng ‘on the club as a learnlng
environment (Fetsch et al,, 1993; Kleinfeld & Shlnkw1n,

1983; Waguespack, 1988).

Limitations of Previous Research

There is some question about whether participation in
nonformai youth programs provioes significant benefits to -
participantsu Research on partlclpants 1n the Big Brothers
program, for example, showed that. the big brothers’ self—
-esteem improved significantly but there was no improvement

in self-esteem for the little brothers (Hines, 1988).‘ In
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other cases, partic1pation in nonformal youth programs has
increased one s llkellhOOd of engaglng in rlsk behaviors.
For 1nstance, partlclpants in nonformal‘youth organizatlons
are more likeiy to use cigarettes.than their non-
participating peers kBraverman & d’Onofrio, 1986; Dewalt,
1992). In many instances, the claims of benefits for
participating in nonformal youth groups arepoften‘more
conjecture than substantiated (Cole, 1984 ; Erickson, 1983;
ﬁagoff et al., 1995). |

Since a greater number of studles on 4-H have been
_conducted and since these studles are usually more rigorous
by research’ standards, it seems appropriate to focus on the .
4-H program as a basis for investigating the impact of
participation in nonformal'youth programs. 4-H members
typically belong‘to a large community club which meets once
. a month. Monthly clubimeetings serue as a social gathering
for club members and thelr famllles and to teach skills in.
conducting meetingsv voting democratlcally, and doing publlc
presentations. In addltlon, members of 4-H clubs join one-
or more small project»groups that‘meet seueral times |
throughout the year.‘ These project groups focus on‘subjects
like raising'swine, learning photography, - woodworking,
,electricity,‘or learning.about foods,andmnutrition. Project
‘leaders are usually parents-of club members who have an
-interest or expertise in a particular area. Sometimes,

parents serve as 1eaders“for_several projects. ' The skills
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that are taughf in project,meetings are typically skiils
'that are not COmmoniy thought to be learned in school or at
home. The goal of‘project‘meetings‘is to teach specific'
" skills. ‘FQr example, in a foods proﬁect members learn among
other things how to cook nutritious foods. Through such
experiences, members are also believed to gain confidence,
develop an_intefest.in_iﬁquiry, learn how to make wise
décisions, develop empathy, and get élong with othefs
(Kleinfeld &‘Shinkwin, i983; Suso, 1984; Scriven, 1980;
Tyler, 1961; UsDa, 1976; Waguespack} 1988; Williams, 1983).

Over the years, efforts to assess the‘efféctivengss of
- the 4-H program have been rather limited and have reported
mixed results. ‘In fact, many evaluation efforts (e.qg.
| Bakker, 1994; Ellis; 1990;_Erickson, 1983; Forest, 1989;
Gottlieb & Lewis, 1974; Jones, 1969; Kapﬁa Systems, 1979;
Krietlow, Pierce & Middiéton, 1961} have foquéed on such
concerns as ‘the program’S'ability to‘reach increasing
numbers of participants without addressing the impact of 4—ﬁ
.prograﬁs on its participants. Evidéﬁce is needed concernihg‘
who benefits, by how -much, and what differenqe, if any, 4-H.
makes for individﬁal;lwho particiéate,

Whether membership in 4-H isibeneficial has beenl
examined in sevéral‘studies. So far,‘prévious stﬁdiés of
the impacts’ of 4-ﬁ membefship héve shown only weak resﬁlts
or mixed results. Generally, these studies can be divided-

into three categories: (a) those that indicate that 4-H may
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make a‘pésitive difference; (b) those that indiéate that 4-H
‘membership may not méke any difference; and (é) those which
exhibit methodélogical weaknesses so‘oﬁe cannot tell whether

4-H memberéhip makes a difference or not.

Studies Indicating Positive ReSuiﬁs:7

In the first cateéory of research studies, fhe most
~ comprehensive stud§ of those involved in informal
educational programs was fﬁe 4—ﬁ alumni study conducted by
Ladewig and Thomas (19875. Thisvnationally—supporfed study
looked at 4-H alumni, alumni of other youth organizations,
and aduifs who' did not parficipéte in any organizations as a
youth. After surveying a weighted fandom sample of more
than 16,000.participants, this‘studf concluded that, in
genera1, membership in youth deVelopment-programé did-make a
difference fof the participants. 'Specificélly, adulté'Who
had participated in any variety of youth programs
benefitted, and former 4-H membérs reported gfeater benefits
than alumni of 6ther youth qréups or adults who were never
nmembers of any youth group. The most useful expériences to
develop life skills were soéial cohtactsvwith‘other peopie
in the orgahization. Interestingly, 4-H alumni were less
satisfied than other youth group~alumni with their
opportunifies for‘leadership, and 4-H,aluﬁni indicated that
other organizationsjcontributed more to their_perédnai

leadership development and a sense of responsibility. -
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Length of membership and age of entry into the program Wefe
the most important variables in assessing life skill
development in 4—H,participants.

In their study of 4-H, Boy Scouts and Girl Scouts,
Kleinfeld'&"shinkwin (1983) found that 4-H "created the most
extensive network of relationships between young people and
adults" (p. 5). ‘In Girl Scouts, youth déveloped
relationships primarily with their own leaders. Boy Scouts’
specifically taught members to work with adults they did not
kn&w. In‘contrast} 4;H helped develop a broader sdcial
network between youth and adults. 4-H also taught the
' gréatest diversity of skills compared to other youth
progréms. 4-H was also found to eﬁphasize skill development
-more than SCouting and "the skills had less ideoidgical
overlay" (p. 9)¥ | |

Other resea£ch has examined the impact of special, -
short-term 4-H programs aimed at a particular audieﬁce.
Special 4-H programs targeted to at-risk youth could result
in the‘development of positive skills, attitudes, and
knowledge that also carried over into regular classroom
work. 4-H programs had a ﬁositive influence on ¢§mmunity_
service, leadership‘roles, task completioﬁ, self-esteem} énd
a number of otﬁer parameters (Valéntine, 1990) .
Participation in 4-<H also instilled a sense. of
responsibilify for task completion in young péople (Rollins,

Scholl & Scanlon, 1992; Scott, Clark, & Reagan, 1990)..
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Significant differences between 4-H and non-4-H members
were found in terms of life skills development (Boyd, 1991;

Boyd et al.} 1992). This study revealed that 4-H members’

‘perceptions of their development of life‘skills were
_significantly higher than the peroeptions of non-4-H youth
for all measurement scales. A Pennsylvania study of 4-H
members revealed that youth perceived themselves as having
developed "good" levels of leadership, communication, and
personal development skills (Heinsohn'& Cantrell, 1986).
4—ﬁ members participating inranimal projects have been
a spécial focus of some research-projeots 1ooking at the
impact of 4-H membership. ' Because .of their participation in
4- H members reported that life skllls were among the
highest rated sk111s 1earned by them, and the single most
"1mportant skill was respons1b111ty (Baker, 1991; Sawer,
"1987). In fact, life skills were mentioned as often as
knowledge-based skills (Sawer, 1987). Other highly rated
skills were making new friends, getting along with other
people; and helpind others. Less than half of these
respondents reported developlng communlcatlon or leadership
skills (Sawery 1987). Similar studles in three other states
have come to similar conclusions.about life skills
development among 4-H members (Drake & Baumgardner, 1978;

.Steele & Everson, 1978; Williams, 1983).
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Studies Indicatinq No Differences

In the second categofy of_research studies, a
preliminary global anelysis of nearly 1,000;4fH members‘and.
non—members found no evidence that ﬁarticipafion in 4-H
programe_increaSed self-competence ievels mere so than non-
participation (Fetsch et al., 1993). Similarly, Miller
(1991) was unable to find significant differences in the
life skills values of 4-H members as compare& to ether youth
who had nevef participated'in 4-H. Even the-USe‘of‘multiple
regfession was unable to eXplainkvery‘muchﬂof‘fhe‘Vériahce '
in life_skille valuee ef the two groups.

A four-year study in Kansas in wﬁichlparticipants were
categorized as 4-=H and non-4-H members feund.Similar non-
significant results from 4-H membership‘when compared to
non-members (Hanna, 1988). Tﬁie study ievolyed 1,516
‘students in gradee‘5—11 and found‘that.4-H mémbership had
only a slightly positive'effect.in 23 of 30 indiqators pfA'
life skill developﬁent. At best, fiﬁdings‘were hixed‘and
" yielded no strong correlation. 1In SOme cases, 4-<H members
reportedvlower leveIS‘ef self—eoncept than youth who had
never participated in 4-H. .Hahﬁa reported that the low
reliability estiﬁatesvof the research instruments‘may have
eontributed‘to these confoﬁnding results.

Using data collected by‘the UFSQ Office‘of Education -
NELS:88 Study, researchers‘aﬁ‘the Uni?erSify of Wisconsin

were able to make some generalizations ‘about 4-H
‘ ,
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participation‘ambng eighth‘gréders nationaily. For example,
_about one out of every six eighth graders‘haS‘ﬁartiCipated
in 4-H at some time during their lives, and these 4-H ; |
" members are like“averaée kids.inpmany respects. 4—ﬁ.d0es
not just work with the "cream of the crop" and includes
youth of varying abiliﬁies and'backgrounds; Yet, this study
too was un&ble to document that taking paft‘in’4-H progréms'
resulted in measurable advantagés in such aréas as grades,

self-concept, or future plans (Steele et al., 1993).

Studies with Methodological Flaws -

'In the third catégory of reseafch studies, Collins
(1984, 1986) found that 4~H members self—fepdrted developing
valuable life gkills‘through 4—H‘programé and'also reported
that pafents and 4-H VQlﬁnteer leaders wefe the most
.influential in the developﬁént of these-skills; However,
the val{dity and generalizability of her study suffers from
a number of methodological flaws. For instance,‘hef Study
used a systematic sample andfincludéd'only a‘4¥bqint Likert-
type scale for responses with no category for "don’t know"~
or "not sure". Her sample size was also much less than 10%
of the 4-H membership in the‘state.usuallyfexpected‘fpf T
statistical‘validity (Gay}‘1987). Finally, this stgdy did |
not‘inciude noﬁ-4fH meﬁbers as'a‘éomparison‘group (Collins,

1986).
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In a‘similar way, Bakker s (1994) study of Yo H

‘Fambassadors failed to use a. rellable and valld instrument.

The study did not 1nc1ude a comparison group, and he relied

upon a convenient'sample,‘

Implications of Previous Research

Formal educational programs‘are able to documentl
“impacts on their students in a number of arenas. For
Iexample, schools can .redadily point to student achievements
on standardlzed tests as .evidence that thelr students are
excelling in relevant areas, or they can p01nt to graduatlon“
rates or scores on the ACT or SAT. Nonformalveducatlonal
programs -1like 4-H, however, have been less successful in :
documenting imbacts on. their members. Standardlzed tests do
not.exist. Thus, it would be useful to know what factors
influence the de&elopment of llfe‘SkLllS in 4-H members and
Whether nembership in‘out;of—school programs like 4-H
contributes in significant ways to the development of life
skills;: | |

| A review of the previous'studies of the 4-H program
raises several concerns. First, 'éach of‘these‘studies |
relied exclu51ve1y on quantltatlve data collectlon None
involved 1nterv1ews or field observations of 4-H members as
.they participated_in their club‘environment. Naturalistic
technlques ‘'were never. utlllzed in these studles. PerhapS'a

mlxed des1gn using both quantltatlve and qualltatlve methods
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,would be more useful to fully understand the dynamics and

1mpacts of nonformal education in an ecological perspective

Second most of these studies failed to examine‘the

influence of the leadership style of the adult volunteer on

the experiences and development of life skills in 4-H

members; All of these studies lack a holistic view of 4=

H

as a social environment. Some studies simply survey 4-H

members, devoid of the context of the learning environme

. in which adult volunteers play a critical role and have

nt

great influence. ' Other studies (e.g. Jeffiers, l989)\have

asked the adults what they perceive members are‘learning

without'aSking the members themselves. Few studies have

included both leaders and.members in their‘analysis.

A consistent feature of all these studies is that
researchers try to study 4-H members dev01d of. their clu
context. Yet, 1nd1v1dual 4-H clubs are different and
provide a different experience.to members and adult
leadership is part of that.difference. In the previous
studies cited, all 4-H members were-pOOled together for
analysis‘purposes withoUt regard for the'differences in
"Kinds of clubs in'whichthev.participated. Thus, it is
difficult to differentiate between those members who
participated in learning environments that treated'them
resources and those who participated in learning
environments that treated them as objects or recipients.

Data analysis tends to eliminate the extremes and moves

b

data

the

as
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eVeryone to the average' For such studles, dlscrlmlnate
analy51s would be more approprlate for learning what
different club,env;ronments mean‘for‘A—H membersw
| Hence, 4-H participants should be studied in context ef
the club experience. Researchers sheﬁld.examine clubs as
- total learning environments in which leaders, parents, and
members all interact under a common set-of assumptions and
rules. Without this kind of complete picture,.it is little:
wonder that prev1ous studles have not been able to uncover
significant dlfferences between partlclpants and
nonparticipants in nenformal youth‘programs.'

Third, all of these studies were relatively short-term |
research projects--one time‘studies using pencii and paper
tests to measure impacts. What is needed is a project which
covers a signifieant‘period of,time usind‘several milestones
to chart changes.. Mdredyer, an‘approach'which-triangulates
various sources of dataVWQﬁld be‘usefui‘to unceverihg‘the
. significahce, if any, of the 4-H experience (Lerner, 1995},

Finally, none of these,studies have been able to
determine the ihfluence of the county agent’s attitude or
charaCteristics on the kihd of 4-H program dffered to young
peopie. While this influence maytbe small, itdhas never
. been adequately assessed (Baker,hl99i:aSchlutt 1987)-. ‘dne
research study suggested that 4 -H members 1nteract1ng with a
county Extension agent will develop coplng skllls, but the

strength of this influence is unclear (Schlutt, 1987) .
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"Others have questioned how much 1nfluence a’ couhty agent can‘
have on individual members, particularly younger members who
have few occasions to participate in county level activ1t1es:
(Miller, 1991). Does the . leadership orientatlon of the
county agent impact the quality of the program and/or the
kind of adult 1eadership that is delivered at the club
level? | ‘

4-H is‘a‘large program‘which has had hearly a century
of work with both youth and adults, but the research base oh
the impacts of part1c1pation are def1c1ent What‘meanlngs: |
do the members attach to their experiences?‘ How are their
experiences different from those they might-have in other
settihgs? What are the‘benefits_of 4-H participatiOn?"How_
does the 4-H club socialize young people to live in a.modern
society? | |

A new approach to research on 4;ﬁ is-needed,
Professional educators have defined mhat_youth and adults
should be learning and-gaihihg‘through their participation
‘in the 4-=H program, Professionals have framed'the meaning
of such experiences-in terms of "life skills;t thysome
cases, professionals have enumerated what skills are-
valuable and should be developed as a result of 4 H
part1c1pation. For example, many state programs have
identified specific life skills such as decision-making,
communications, contributory or helping skills, developing

" an inquisitive approach to issues, problem solving or
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others. Yet, there appeérs to be no firm connection between

' the goals of the 4-H program andﬂmechanisms‘or:procedures;fo"

develop such‘speCific skills;“Thé‘connection is merely

-‘assumed: by being involved in "good" 4-H programs, youth

will develop.lifelong skills in a variety of areas.

Féw'studieS’have‘been able to demonstrate that such
skill development is occurring or that 4-H members differ
significantlylin}such skills from.otherlyouth who do not
participate in 4-H programs (Evaluation of Economic and
Social Consequéncés; 1986; Hanna; 1988; Miller, 1991; Steele
et al., 1993).° Perhaps,.with_their over-emphasis on
quantitative methods, researchers have been taking the wrong
approach. Perhaps, too, résearchers haVe‘been asking the
wrong gquestions.

What is missing from the research literature is a
description of what experiences youth actualiy have in these
kinds of nonformal educational Orgaﬁizations and what young
people find important about belonging to such groups.
LaBelle - (1981) perhaps summarized the gaps which still exist
in research in his overview of nonformal youth groups:

We know very little, fdr example, about the kinds

of things that we take for granted when we talk

about school, like who are the actors, what is the

scope of their relationship and on what does the

nonformal education process focus. We also know

little about how nonformal education contributes

" to child .development, its relationship to family

‘socialization, or its effects on values, literacy

and numeracy, Or on a youngster’s problem solving

skills. Furthermore, we know little about what
adults and,youngsters-whq:live in different size
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communities.or reglons seek from nonformal
participation and whether it has agreed upon
1mpact. (p. 323)

The Role of ILeaders

An important and little—inVestigated feature of the 4-H

program is the adult volunteer leadership. 4-H is an
organlzatlon which relles on adult Volunteer leaders to
carry out the program.. Without these volunteer adults,
there would be no 4—H prOgram‘sinceAthe number. of salaried
staff in the natlon is actually qulte small.inhus,‘leaders
.play several important roles 1n‘4—H.‘ Indeed the three
major reasons‘for the failure of YOuth organizations are
absence of a leader, lack of commitment, and_need for leader
support (Erickson, 1983; Stephen, l983).‘_Some studies have
‘suggested that to be effective, adult'volunteers need
competence in effectlvely using 1ncent1ves and recognltlon
when worklng with’ youth (Treat,_1975), ' One study 1ndlcated
that the quality of adult leaders can be qulte 1nfluent1al
on whether members complete their 4—H'projects.(Scott et
al., 1990).

Despite limited evidence that the kinds of adult
leaders influence the quality of.a'youthfs‘experience) the .
,1nfluence and 1mpact of adult leaders and parents in non- |
formal youth programs has not been extenslvely researched
In most of the preceding research studies, members were

studied but not as a part of a particular club environment.
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‘Recent trends in research‘Would‘argueffor a more holistic
approach whiéh would study the club as é learning
environment.

| Such an ecological approach is rare. Even in 4-H
studies, there is a -dearth of research-based infofmatiOn
about how adult'leéders influence fhe’nrganizational culture
and values of youth groups. One exception to this situation
is é case study of two Scout troops in Alaska conducted over
a seven month peribd‘(ShinkWin'& Kleinfeld, 1983). While
the"researchers‘declinéd‘to,draw.any evaluative conclusions
'from'their.researCh, there‘ére.éome‘Ciear”pattefns which
emerged from‘their data.. First;‘a controlliné style Qf
leadership was beneficial td.boys in a downtown troop and
gave fhem.a sense of reéponsibiiity and strucﬁure, Second,
pafticipatibn of adults in youth'meetindé éan have a great
inflﬁence on perpetuating‘a gfoup’s dominant culture énd
| inculcating.the preferréa_ideology.‘1Third; the_frqop in
which‘leédership'roleé Qere diffuse among éll trooppmembers
was more effective in'de§éloping leadership abilities in
membérs;

Aé this study suggests, the orientation 6f 4-H leaders
may greatly influénce‘the kind ofVexperiences young people
have in the pfogram; :If leaders are‘autonomy;oriented‘in
their épproach'tn wbrking_with young peonle, tfeafing them
with dignity and respect, and helping thém.to‘assume some.

responsibility, young people could be-expected_to develop
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critical life skills and report a greater satisfaction w1th
the 4-H experience On the other hand young people ‘who
have leaders who are heteronomy—oriented controlling and
disempowering, and who take responsibility away from youth
may report less satisfaction with the youth group and might
report less skill development than youth with other kinds of
leaders. .As Lofquist (1983) has explained, adult leaders
tend to exhibit three basic orientations towards working
with young people: as objects, as recipients of adult wisdom
or as resources or partners. Which style resulte in greater
youth outcomes? The research on this gquestion is not

extensive.

Purpose of the Study

The purpose of this study was to investigate the
relationship betveen the leadership style of 4-H adult-club
leaders and 4-H member’s experiences in these clubs. This
relationship was described from a nultivariant perspective,'
Qualitative and.quantitative data were collected to
triangulate ohservations and develop a holistic view of the
club eéperiende as influenced by the adult’s leadership
etyle‘

Fregquency counts and percentages were used to describe
demographic data collected for the study.. Qualitative
analysis was used to interpret extensive field notes,

interview transcripts, and artifacts collected during‘the
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study. Flnally, statlstlcal procedures were used to explore
relatlonshlps between adult leadershlp styles and member

development of life skills and club satisfaction.

Research Questions

This‘study examined the 4-H club environment as
-revealed through the behavior of léaders, parents and
members and as revealed through the researcher’s
'nonpart1c1patory observatlons of clubs. The follow1ng
research questlons were formulated for this study

1. "Why are youth attracted to join the 4 -H program°'

2. What are the factors that keep youth involved 1n 4-H
: clubs? ' :

3. What is the effect of dlfferent adult leadership styles
on member satlsfactlon with the club env1ronment°

4. What skills do youth develop as a result of thelr
participation in 4-H? . .

5. What difference, if any, does the adult leader’s style
have on the skill development of youth? Are autonomy-
"oriented leaders more effective in helping yotuth
develop these .skills than control-oriented leaders?

6. Is there a relationship between the county agent’s
leadershlp style and the leadership style of adult 4-H
.club leaders in the same county?

7. What are the characteristics of effective 4-H clubs?

Definition of Terms

"Adult . Educatlon' "The process whereby persons whose major

soc1al roles are characterlstlc of adult status
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undertake sysfematic and suétainéd 1eérning activities -
for the pﬁrpose of bringing about changés in knowledgé,
attitudes, values, or skillg" (Darkenwald & ﬁerriam;
1982, p. 9). » .A | o

Autonomy; "The ability of a péfson to be self;goVernihg;
the ability to think for oneself and to decide between
right and wrong in the moral realm and between‘truth }
and untruth in the intellectual realm by taking all
rélevant_factors into accduptﬁ (Kémii, Clafk & 
Dominick, 1994, p. 575).-

Club: Fivévor'more~youth and atvleast one caring adult‘whb

serves as- the organizational leader in 4-H.

‘Controllinq Environment: "Events that pressure people
toward spécific dutcomes, thereby denying theﬁ.thé
éxperience‘of‘choice" (Deci,xSpiégei,‘Ryéﬁ, Koestner &
Kauffman, 1982, p. 852); o

‘Education: WThe‘deliberaté, éystemétic, and‘sustaiﬁed
effort to transmit, evoke, or acquire knoWlédgg,‘
attitudes,‘values or skilis"_(Dérkeanld_& Merriam,
1982, p;lz).

Experiential Learning: Participatory, hands-on engagement

in tasks and activities by learners outside the

classroom (Rose, 1989).

Facilitators: Those who assist rather than direct learners.
Resoufce peﬁsons,‘helpers who ére accepting of

iearners, have a high regard for learners’ self-
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‘,planning‘abilitiee(‘ére engaged in an equel'dielogue
'with learnere‘and are open to.ohenge and new
experiences (Brookfield, 1989).

Family: "A group in which people typlcally live. together in
a household and furiction as a cooperatlve unlt
particularly through the sharlng of economlc resources,h

" in the pursuit of domestlc;actlvltles" (Popenoe, 1993,
p. 529). | |

Fieldnotes: "The written account of what the researcher

hears}‘sees,/experiences, and thinks in the course:of
collecting and reflecting on‘the‘data in a qualitatiue
study" (Bogdan & Biklen, 1992; p. 107).

‘Formal Learning: "The institutionalized, chronologically

graded and hierarchically etructured‘educational
system, spanning lower primary schoolgana upper reaches
of the‘universityﬁu(Coombs &'Ahmed, 1974, p. 8).

4-H: The nonformal youth and adult education progrem
sponsored by the United States Department of
Agriculture,kland—grant universities, and county
governments

4-H Member: Any youth between the ages of 9 and 21 who has

been or is‘currently enrolled in a 4-H club.

Heteronomy: subjection to external controls and impositions,

especially a lack of moral freedom or self-

. determination.
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Informal Learning: "The lifelong process by which every
person acquires and.accumulates knowledge,fskills,
aftitpdes and‘insights from‘daily experiéncésvand
exposUre‘to'the environmentﬁ (Coombsv& Ahmed, 1974,
p. 8). Others (Verner & Bbéth; 1964) réfer.to informal
learning as nafural‘or'accidental learning;—such as
watching televiSion, reading‘and experienqi@g everydéyJ

life.

Key Informant: ﬁIndividuals.Who‘poéseSS special knoWledgé,'
status, or communicative skills and who are willing to
share that knowledge and skill with the researcher"

(Goetz & LeCompte, 1984, p. 119).

Leadership: "A process to maximize individual contributions

to organizations‘and societYﬁ'(OSbourne, 1984)g

Leaderéhipfstvle: A pervasive gquality of behavior that
persists even when the content changes (Fischer &

Fischer, 1979, p. 245).

Life skillsi ‘Skills,‘behaviors and abilities thdt are

useful for everyday liVing.n

Nonformai‘Learnind: "Organized,lsysteﬁatic teaching carried
oﬁ outside éf the formal, ﬁsualiy chronologically "
graded and hierarchically structured, school systen
that is intended to provide particulér types of
learning'to‘speéific populatiohs",(LaBelle,-1951,

p. 315).
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Socialization: "Activities that are deVoted'to the

1nculcatlon and e11c1tatlon of ba51c motivational and
cognltlve patterns through on901ng and spontaneous
lnteractlon-wrth parents( slbllngs, kinsmen, and other
members of the_Community" kCohen, 1971, p. 22).
‘Teaching: "The inculcation of standardized and-stereotyped
knowledge, skills, values, and attitudes by means of
Standardized and'stereotyped procedures" (Cohen, 1971,

p..22).

Limitations and Delimitations

L

This research study was llmlted to an examinatlon of
the leadershlp styles and 1mpacts of the 4-H experlence on
members in five randomly selected 4-H clubs.over a 12—month
period. The study‘involved:about‘zoo inoiviaualstdirectly
associated with 4-H clubs_in Montana.

The study was delimited to the state of Montana and the
4-H clubs w1th1n the state. Only officially chartered-4~H

clubs in‘Montana were eligible to.participate in this study.

Assumptions

During the course.of‘this'research project, the
researcher.operated from several assumptions. First[ it was
assumed that the presence of.an observer fromjthe'State 4-H
office-in,the‘clubs'would not influence the interactions of

members, leaders, and parents. Moreover, it was assumed
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that the presence of an observer would not alter the kind of .
-programminé ih which the club would normally éngage.
Second/ it was assumed that the presence of an observer did
not bias the kinds of fesponées received on the quantitati&e
instruments used in the reseafch. It was also assumed that
thé presence of an observer in the clubs would not inhibit
members from expressing their true feelings and
observations. |

Another assumption in this research study was that the
modifications to the original FACES III instrument did not
significantly cﬁange thé reliability and validity
coefficients obtained for the original instrument.

These assumpﬁibns are valid for several reasons.
First, the dﬁraéion of thé research éontinued ovef a twelée
month period. During this time, it woula be difficult if
not impossible for'inaividual 4-H clubs to artificially
alter their férmat‘of progfammiﬁg simply to impress an
observer; In addition, a review of club minutes from
meetings missed indicated that there were no changes in club
meeting formaté. Moreover, the observer assumed an.
unobtrﬁéive position at each club meeting‘ana did nof
participate in clUb.activifieé. Finally, during interviews
or observations, club members aﬁd leaders were not reticent
about expressing their views or functioning as they would

 without the presence of an observer. The duration of this
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study helped foster a sense of trusting and belonglng

between the clubs and the observer.
Summary

For:  decades, American pclicy'makers‘have expressed
concerns about the preparation"of young people to successful
assume adult roles in our society.. All tne previous
solutions--more testing, greater accountability, tougher
'graduation"requirements, new curricula, cnanged financing
‘stratecies, required participation of parents?-sharefa‘
common failing. These sclutions are all instrumental"
apprcaches that‘focus on the‘delivery system'of public
education and-merely attempt,to standardized all the
components to achleve more effectlve and -efficient educatlon
‘for-all‘chlldren, None of these solutlons start with a
- basic question of the function of educating, nurturing-and
~ supporting children.to'become competentvadults; Tinkering
~has failed. |

Solutlons to our educatlonal crisis can- -only be found
by looking beyond the scope of the schools by focusing on
more tban the individual component parts of the education'
matrix. If we are to address.America’s‘educational issuesr‘
we must include nonformal educatlonal programs llke 4~H in
any strategles or solutlons f 4-=H is an 1mportant part of N
the‘nat;on s educatlonal matrix and one part of the

community network that makes up a child’s envircnmentr
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Before turning'to nbnformal éducaéicn for.help, though/‘
we need to knOW‘more about thé kinds of environments which
resuit in positive outcomes for youth. An important feature
_ df these_environments,is the kind of leadership providéd by
adult Voluntéers. The impact of_adult.leadership styles onH,
,the\qUa;ity‘of the 4—H.membef's~ex§erience has not been
extehsively investigated. Members may experience 4-H in
different ways depending on the specific environment in
which they find themselves. These ehyironments'éfe |
:qrifically influencedjﬁy the adult leadérShip;selécted'to‘
lead each club. | | |

- This study attempted to exémine_the‘factofs.ahd

situations that combine to create the most positive learning
situations for 4-H members in club settings. Future
training and leader Selection‘may be;infiueﬁéed bf'ﬁhe

findings of this study.
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' CHAPTER 2

- LITERATURE REVIEW

Introduction

. In studying the leérning environment of 4-H clubéT
severaliissues'émerge as,imporéant,' First)‘the leadership -
 style of the adults who‘provideforganizational léadérship to
the club is Critical. To underétand the interaction bétWeen
leaders and members, a. firm understanding of leadership

'theory'ié needed. Second, since‘life skill develquent is
the‘avowed aim 6f.the 4-H program, an inquiry intO‘thé

‘ developmen£ of 1ife‘skiilsais‘central to'such.é.research
‘project, Undersfanding thé méaning of life skills
development is a pivotal part of‘understaﬁding the 4-H

experience. Third, sinceé 4-H is both a youth and adult

education program, an investigation of nonformal education--_

both youth and adult--is importaht to.understanding'the
totality of the 4-H“experience,. Finally, an undefétanding
of the socializing role played by nonformal youth groups in

society is,ﬁeeded.

3,
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The Role of lLeaders and Ieadership Style

- For well over a ceﬁtury, leadershipxhae been a mEjor
topic in social and organizational literature. Researchers
have investigated the influence of 1eadersh1p and teachlng
styles in the family, in schools, and - 1n the workplace.
While there‘are certainly other factors whrch affect‘the
fhteraetions of people in:all'these:settipgs,‘the potential
‘consequences_of a leader’s sfyle should not be
underestimaﬁed. |

Leadership can beiunderstebd ih‘many ways, but one
characterization defines 1eadership:ee’"a process to
maximiée individual COntributions to‘qréahizations and
sociery" (Osbourne, 1984, p. 8). Leaders have an importaﬁt
influence on the perforﬁance end satisfaction of
-subordinates. Leadere ean eontrol‘interpersonal end
material rewards or punishments that cen:impact‘ |
subordinates’ motivation,‘performaﬁce, ahd attitude.
Leadership styles‘can'a1s0vinfluence‘an ihdividualfs‘self-‘
image and competence. Moreover, leaders can iﬁpaet an
individual’s health and wellfbeihgﬁby Creating stimulatiﬁg
environments or'bf creetihg ones filled with stress end
tension: Just as a leader’s style can affect ihdividuals)
they can likewise affect total group perfbrmance;. |

| Whlle the connectlon between 1eadersh1p and, performance

‘has been w1de1y descrlbed in business and school settlngs,
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it has been less well described in nonformal'learning_
envitonménts. since leadership is so importént‘ih_WOpk
environments, it would beﬂfeaéqnable‘to assume that
leadership style also matters in‘nonformal‘educational‘
settings like 4-H clubs, but just how much and in what ways
is not clear.

4~H adult Voltnteers are qonsidered both leaders andr
teachers in  addition to tﬁeir biologicgl rQie‘asfﬁarents.
How 4-H VolﬁﬁtéerS‘function in‘élub:settingé isvinfiuenééd
by their perceptions about andlskills'in eacﬁ of these
roies. It would be important, thérefore, to underétand
something about-the theoretical foundatiqns of‘leadership,’

teaching, and parenting styles.

Leadership Theories in the Workplace

When thg‘concépt of'"leadership" is mentioned, many.
people immediétely think of how managers‘éna administrators
function in the business world. 1In fact, much.of the
-litefature on leaderéhip comesloﬁt‘of a‘workplaée cbnteﬁtf_

Leadérship theory‘has evolved ovér‘time nhot in a lihéar
fashion but in a‘broadening manner which has increased the
-séopé Qf.the concept. ‘Five‘theoretical approaches‘to'
understanding leadership- have been develQped; These fiQe
approaches are referred to aé‘tﬁé_trait,'behaVioral,

situationél-cbntingency, tranSactioﬁal,.énd attributional ° ’ ,h,i%
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dimensions. Each of these approaches has contributed to an

understanding of leadership qualities'and styles.

Trait Approaches. From the trait perspective,
leadership is defined as tﬁe influence one has on others.
Specific leaaer traits are considered to have certain
influences on followers. For.example, the trait of charisma
is thought to be a distinct‘charactéristic of leaders.

Trait reseérch has focused, then, on identifying those
.traits fhat distinguish 1eéders from followers and effective
leaders from iheffectiye_leaders. Stogdill (1974), fo:
example, réviewed.apprOXimately 280 studies of trait
 research and identified 6 key trai£s that are mosg often
associated with effective 1eadership;'AOthers have
criticized this approach and have suggested that no such
reliéble and conclusive pattern exists (Chemers, 1984;
Chemers, Hays, Rhodewalt, & Wysocki, 1985); ‘Others, such as
Bennis (1954, 1989), howevéf, have. concluded thét effective
leaders have certain known "competencies" which can be
discerned. Trait approaches to understanding 1eadership
‘'were one'pf‘the earliest schools of thought althqugh this

concept of leadership is no longer held in much currency.

Behavioral Approaches. Like the previqus school of

thought on leadership, behavioral research on leaders places
great emphasis on influence; but this influence is thoﬁght

to come from a leader’s particular behaviors and not from
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personality traits. Thus,. behavioral research in'leadership‘

has tried to~identify‘those behaviors‘that are most
effective for leaders. Those who have‘investigated
behavioral approaches to understanding leadership Were
initially-disillusioned‘with the trait_research and began to
look at what leaders actually do. -

| The initial research on leadership behavior was
conducted in Iowa, Michigan, and Ohio. The Iowa research
(Lewin, Lippitt, & White, 1939) classified leaders as either
authoritarian} laissez;faire, or~denooratic Eventually, B

this three -part conceptualization of leadership led to

thinking about leadership on a continuum. A linear model of

‘democratic—authoritarian styles was popularized‘by‘
Tannenbaum‘and Schmidt (1957, 1984) Leaders, it was
believed, could be located along some pOlnt of this
continuum which would claSSify their preferred leadership
style. This linear approach is still discussed in husiness
circles today. |

The Ohio State and Michigan studies (Katz, MacCoby,ﬁ
Morse, 1950, Stogdill & Coons, 1957) resulted in a more
compleg model_ofileadership behaviori Leadership was
defined as having two broad components: consideration .
‘(employee—orientation) and initiating structure (production-
'orientation).‘ These two dimensions are sometimes called |
.'prooess and broduct.orientations.‘ The distinguishing

feature of these two research studies on leadership was that
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‘these dimensions were concepfually‘distinct and separate and
were not eithér/or ends of a continuum. .In other wordé,
 1eaders are not one dimension or the other but rather ére a
combination of the two. Re;earch wés diredtea at trying to
identify the obtimal combination of styles.
This séarch for the "one best style" formed the basis

-of Blake and Mouton’s (1964, 1978) managerial grid. This

model suggested that there is one best style. for all

situations--one that is high structure or task consideratidn'

and high people or process chsiaeratioﬁ. Blake and Mouton -
(1981, 1982) cite numerous studiés to demonstraté that?there
is only one best leadership style, regardless of the
situation. |

"As one can imagine, this modél has received much
criticism. Some have suggested‘that‘different situations
demand differen# leadership styles. Others-have criticized
the model on the-baSis fhat it is superficial'and‘ignores‘
belief and value systems of both 1eéderé and followers.
Finally, others have.ériticized the model’On,the basis that
" there may be other variables that aré important”in
leaderéhip behavior rather thaﬁ just the two dominant
dimensions postulated by Blake‘and Moutoﬁ. ﬁissatisfaction
Qith thié model led to the evolution of another school‘of

thought .identified as "situational-contingency" leédership.
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Situational—Contiﬁqech:Appfoaches, Situationai—
contingency research‘on‘leadérs still posits influence. as
the central defining element‘of 1eadefsﬁip, but this
‘influence”is affecfed‘by the context of the situétion 
(Fiedler, 1967; Fiedlér & Chemers, 1974). Leader'sltraits
and behaviors, then, are affected by the specific situation
and must change according1y. Research‘ih this area hés
focused on traits.and behayiors that are most effective in
particular céntexts (Fiedler & Chemers,.1984). This |
leadership paradigm is cufreﬁtly much in vogue and numerous
reseérch_studies are.being‘conducted on this orientation.

NWithin sithational—contihgéncy research, £here‘aré‘
several spécific approaches. Contingency theory (Fiédier &
Chémers, 1974) suggested that effectiveness of 1eaderé
- depends on the interaction between a éiﬁgie personality
trait and the faVorableness of a situation. ‘Léadership
‘behavibr”is iikenéd'tO‘specific traits that ére not variable
and transitory but rather are permanent and fixed.  Thus,
leaders should'be matched to thosessitdations that are most
favorable to their particular_t?aits.in order‘fo be
"effective; If this is hof‘pbssible, the'situationfshould.be.‘
changed to'fit the leadér‘s~orienﬁétiona~ According to this
school it is presumably‘éasier to change‘the situation
rather thaﬁ the leader.

Andther‘apprdach within thiS«Sand catégdrf‘éf‘.

situational=-contingency leadership is called the "leader
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match theory." This approach suggests‘that leadérs analyze
~their épecific leadership style or orientation and fit their
style to fit certain'éituation Variabies (Fiedler, Chemérs &
Mahar, 1977). In this category, leédefs are provided with
specific.behaviors they daﬁ adopt to change their leédership'
style to best fit the circumstances.

Path?goal theory is yét another way_oflunderstanding
this kind.of leadership (House & Baetz,.l979). This theory
suggesfs thaﬁ leaders can increase follower satisfaction and -
performance by helping them achieve their goals by steering |
them along the right paths‘ahd/or by providing rewérds for
goal achievement. qur_types of leader behavior are |
considered in this model: supportive, directive, |
participative, and aéhievémént—oriented.'jSevefal research.
studies have indicated that certain of tﬁése leadership
styles are éffectiveuih certain situations. For example, in
ambiguous task situatibns,‘a directive_leadership style has
been shown to be effective and‘incfeased motivatioﬁ apd
satisfaction. When the task is stressful, frustratiﬁg, or
boring; a supporfive leadership style hés been shown to be
more effective. o

The normative decision theory or the Vroomeettoh
(1973) model also falls within the sitﬁatiohal—contingehCy
model of leadership. This model is prescriptive in thét is
suggests how leaders should make decisions in certain"

circﬁmstances. According to this thepry,‘the effectiveness
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of a decision is impacted by three things: its quality, its
- acceptance by others, and the time required to‘make it
{(Vroom & Yettoﬁ, 1973). This model ipcludes.five leadership
styles on aAcontihuum'which.range from autccratic Yno )
lfolcher participation) to partiCipative (foilowers and.
leaders decide together). In order tc choose the best style
for a particular situation, a 1eader'needslto know the
- expected support‘of followers for a‘decisioﬁ;”the amount‘of
tinfOrmationsavailable tc the leader relevant to the
decision,‘and'the time‘available to make the decision.
Chemers (1984)'outlined seven rulessto guide a 1eader’s
cHoice cf‘style, but his basic recommendation is that if all
things'are‘favoraple, use the‘autocratic style‘becacse it is
less tiﬁe‘consﬁmihg‘and therefore:the‘most efficient. A
recent study (Heilman, Hornstein,'Cage, &‘Herschlag, 1984)
found that followers always vieWed'participative‘gecision—
making at least as effective as the autocratic style and
always rated participative beharicr of leaders as‘effective
(eveh when not. prescribed by the py'the‘modelj. Thus,
Iparticipative decision-making is‘mcre effective and'creates
greater follower‘satisfaction‘thap‘the'mcdel‘Suggests.

' Of all the contingency theories, situational leadership
is possibly ‘the most well—known‘withinlthis'approach tc
‘understandinggleadershiplstyiesu zThis theory suggests that
.the most effective style (with["effective" connotiﬁg

increased production)_depends"cn the followers’ maturity
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level.. Hersey and Blanchard (1982) are considered the
founders of this theorefiCal model although it shares
certain characteristics with other models. Situatiohal
leadership ié,viewed as an extension of the Blake ahd Mouton
ﬁanagerial gfid. Like the Vroom-Yetton model, situational
leadership is.élso prescriptive, specifying which behavibrs'
are most effective_in particular.situatipns, but it is more
flexible than, the manégerial‘grid. Thps,-situational
leaderéhip iﬁcorpofates features of‘previously‘developed\
models of leadership. |

As in-the managerial grid, only two leadership
behaviofs.are deemed important--task behavior (simiiar to
structural considerations)'and relationshib behavior
(similar to process considerations). However, flexibility
of style is.empﬁasized, As followers beéome more mature
" (meaning the‘ability to do the work and Willingness'or
confidende‘to do it), leaders should modify their style
.accordingly. The model is prescriptive in tﬁat when a
worker’s maturity increases, the leader must change his/her
task behavior'frqm high-to low and increase relatidﬁship
behavior from low to high. In this model, maturity only
describes the level of a worker’s ability to compléte
certain tasks without the need of close supervision. This
model,.while‘quite popular in business circles, has been
criticized forqits lack of suppértiﬁg'reseaféh,jnarrOWhéss,

and conceptual clarity (Beck, 1982; Yukl, 1981) .
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”Transactional Approaches. All of the foregoing

approaches have been "leader centered" in that leaders are
con51dered the primary repository of certain tralts, skills,
behaviors, or attributes that are a source of influence on
follower performance_and satisfaction. Transactional‘
.leadership, on the other hand, looks at the mutual 1nfluence
of leaders and followers, and thus research has. focused
primarily on thé interaction between leaders and followers.
Thus, in this view, there is a mutual 1nfluence between
leaders and followers in an exchange process Research in
this area has focused on the nature of the 1nteractlon
between leaders and followers‘and has focused on‘what‘klnds
of relationships are most effective and how these
relationships might change over time and in_particular

situations (Hollander, 1961, 1978) .

.Attributional Approaches. Finally, the attributional

perspective of leadership suggests that every person-has
certain conceptions about leadership and certain |
expectations about'how effective leaders should behave
-Thus, leadershlp is not so much a personal trait or behav1or‘
but is a measure of how others perceive the competence of a
leader in a certaln ‘situation. Effectlve leaders are those
who are. percelved by others as effective . Leadership cannot
“be deflned because it is a relatlve concept (Calder, 19763

Pfeffer, 1977) . In this-fleld, research ‘must focus-on
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indiVidual perceptions or beliefs about leadershipzsiﬁce
leadership is a social construct of reality. This approach -
has.also.been_labelled the "emerging paradigmﬂrin léadershiﬁ

research (Hunt, 1984).

A major elemént in the ehvironment affecting motivation
and préducﬁivity is 1eade;sﬁip. ‘Thejrélationship between
leader behavior énd subordinate motivation appears to be
most prevalent in.research‘concefning the path-~goal theory
of 1eadership (Hdﬁse, 1971; House & Mitchell, 1974).
However, most of this research involves a busiﬂess or work
context and not an educational setting. 'Moreover, studies
of leédérship have avéided thé bési¢ quéstibns of social
cléss;'inequalities of power, fhe influeﬁce of hierafchial
control, and the impact of ideology. Many léadership
theories have emphasized only coﬁtrol and manipulation for
increasea output‘(Watkins, 1986)~ 'As a result, much of this
- research has not enjoyed Wide applica£i9n,beyohd workplace
contexts. | i | |

‘Tﬁese theories éosit that to the éxtentqthat a,pérson
feels that a leader is directive, that person will feel leés'
influence'ovef the léader or supervisor. To the degree that
a person feels.less-inflgenqe,7then the peréon also feels
less self—detéfmination oVér‘events and subsequently‘less'

intrinsically motivated. Thus, there is a,relatibnship
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‘between self-determination and self-competence.' Self-
. competence is hypothésized to have a direct effect on
:1ntr1n51c motivation and as an indirect effect through
_1ncrea51ng self determination.g This‘is an important
finding. |

Leadership style has been found to affect motlvation
and product1v1ty in env1ronments than the workplace. For
example, leadership style or orientation affects motivation
in educational env1ronments (Dec1 & Ryan, 1985; Ferris & |
Rowland, 1981, Klimonski & Hayes, 11980). But this influence
is not one—Sided. .Deci and Ryan_(l985) suggest that-how a
person. interprets a-leader’s behavior is'also contingent
upon characteristics of the subordinate, which are
influenced_by the person’s selffesteeﬁ‘and locus of control.
Thus, perceptionsvof a work enwironnent are a result of the
-person and the environment; Leaders who provide information
to subordinates rather than trying to exercise control are
more effective in increasing intrinsic motivation (Tretrick,
1989). However motivation is also 1nfluenced by one s
perceptions of psychological 1nfluence and the subordinate s
perception of role clarlty - These perceptlons (role clarity
and 1nfluence) are 1nfluenced by one’s - perceptions of self—
determination and self—competence ‘as well as the leader s
1nformational behav1ors (Tretrick 1989)

Controlling behav1ors are those which are coerc1ve or’

" disciplinary in nature, Coercive behaviors have‘been found
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to reduce role clarlty by promptlng 1nd1v1duals to questlon
whether they understand what is to be done Controlllng
behav1ors can also create amblgulty by generatlng confllct
between what an individual thinks should be dohe and what
thé leader expects to be done (Frost 1983)'

While all these theorles and approaches to
understandlng leadership have received wide_attention in the
business and management world, their application.to other ‘
settings is not certain.- Clearly, relationShips‘between
superv1sors and subordinates are not the same as those
between a teacher and studéent or the same as thdse between a
parent and chlld. For a greater understanding of these
relatlonshlps,_a rev1ew of relevant research about teachlng .
styles in school settlngs and parentlng styles in famlly

settlngs is needed.

. Teaching Styles in the Classroom

Teachersfand students‘interact in different kinds of
ways than do managers and employees in workplace settlngs
Teachers' prlmary roles are not as managers or
admlnlstrators but rather as educators. Teachers arefoften'
in a role of encouraglng students to develop 1ntr1ns1c'
_motlvatlon to learn rather than increasing productlon
Unllke managers or superv1sors, teachers‘have‘relat1Vely few

coercive strategies they can use on students to exact
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compliance. Thus, mest teachihg situatiens inVolVeuae
interaction characterized by persuasion and give-andefake,

~ The question of a leaders/teacherés style in
| 'educational’Settings‘is.critical beeeuse”most researchersey
conclude fhat the particular sﬁyle will‘impect the level of
learning. and sfudent achievement in such settings. Indeed,
several research‘etudies have foundﬁa‘direct correlation
between teaching style and student achievement (Alexaﬁder;‘

1991).

Teaehinq Style and Andradgogy

In the field of adult education, teaching stfie has
received a great amount ef attehtion,‘particularly iﬁerecent
years. .While "the‘field of adult‘education has evolﬁed a
vocabulary poesibly‘unparalleled in‘its'COnfusion" (Peterson .
and Associates,‘l979,_p. 13), teaching'style usually refers
to a pervasive quality of teachingubehavior that persietS'
.eVen‘wHen the content changes (Fischere& Fischer,e1979, p;
245f. Knowles (1970) elso suggested that teacher 'style is
the most important Vafiable Which,influencee‘the climate of
learning.‘.Kuehinskas (1979).affirmed‘this view and
‘eencluded that "the moet‘fevealing'thingnin the‘clessfeom
was the‘everwhelming effect of the teacher'S‘sty1e on
everything and.eQerybody elee" (p. 270). Gregorc (1979)
concluded that "teaching eéyle is more than a methedoleéy,

It places subjective demands on the leérnef‘Whé'may or may
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not have abilities fo match such demands" (p. 236).
Brookfield (1959) chooses to employ the concept of.
facilitation rather than.teachiﬁg‘style.

In bqth.adult and youth edﬁéatibn, a méjbr focus in
recent years has been on the interaction of. teaching and
learning styles. While many investigations have looked only
at teaching style'in a descriptive manner (Smith, 1982),
‘more recent research has begun to look at learner outcomes
rather than“éChool iﬁputs asla measure‘of téaching style
effectiveness (Confi, 1984; Green‘&nFoster, 1986; Wiley, .
1986).

"Teachers differ widely in their individuai practices in
the classroom. Brobkfield (1986) suggests that adult' ‘
educators éfe nqt‘just paésive facilitators servicing adults
but rather are acfive leaders who bring épecific values and
needs to a learning environment and who therefore influence
the teaching—learning interaction. An effective facilitator -
of adulﬁ.education is readf and willing to chalienge
learners with contradictions‘and ambiguities rather than act
merely as-a customer serﬁice ménager (Brookfield/‘i989).

Vérious researcherslhavé referred to these'bractides in
different ways, but Darkenwald and Merriam (1982) suggest |
that control and respdnsiveness are "key common denominators
that can be empiricélly démonstrated" (p. 203). Others
(Deci & Ryan, 1987, 1994; Green‘& Foster, 1986) Charactefize

a teacher’s style as supportive of either éutonomy or
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control in the;classrdemj Like previous lee&ership‘theories
in the world of wofk,fDeci and Ryan (1987) ceuceptualize
teaching style'as a continuum. Darkénwald end Merﬁiam'
(1982) suggest that while teaehers mey theoretically engage
’in both styles during.the‘course of their'instruction; “tﬁis
event is quite unlikely" (p. 203). Deci and Ryan (1987)
agree that a teacher engages'in‘one style.or another and a
teadher QOes‘not vacillate.between_styles.e‘ -

.Beder and Darkenwald (1982) found_that‘teechers teach
‘adults differently from the way they teach youth, and that
these differences ih teaching;orientation result primarily
from the teacherfs perceptions of adults’ intellectual
curiosity, openness, and.degree of self— directiorm.
Darkenwald (1982) suggested that s1nce dlfferent teachlng
styles result in dlfferent kinds of actlons from students,
students probably achieve at different rates wheu exposed to
each style,' Thus, the key question for adult educators
revolves around the issue of what‘is the ﬁost appropriate
style for teaching adults. | |

Acsording to Roseushine aud Furst (1973), teacher
effectlveness should ultlmately be measured in learner
growth s1nce "1t is now becomlng recognized, that focus1ng on
dlmen51ons of‘pupll‘behav1or will probably reveal far more
about the effectiveness of teaching than directly studying
. the teacherﬁ (Bennett, 1976, p. 103). The_importance of the

- student in the leatning process has only recehtly been -
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acknowiedged by educators;‘ Ames (1984) and Ames and Archer
(1988) reported that student achlevement is affected by a
student's expectations, affects, goals and attributions.
Another factor of particular importance'across a;l levels'of
education‘is the person's perceiyed level of cOntrol
| Students with a higher sense of percelved control

think, feel, and respond differently when faced

with academlc challenges than students with a ‘

lower sense of perceived control._(Perry, Menec, &

Struthers 1996, p. 80) ‘ ’

Thus, the extent to Wthh students feel a sense of. mastery
and control over outcomes 1nf1uences achlevement.

‘American adult educatlon has tended to support, the goal
of 1nd1v1dua1 self-actualization as well as personal and
social improvement.  These are learner outcomes rather than
teacher outcomesy and this‘represents_a "C0pernican Shift“
as Wedemeyer (1981, lp‘ 78) termed it" Thls fundamental
;Shlft is characterlzed as a move: away from an emphas1s on
what schools and teachers put_lnto education and toward the
outcomes of learning for the learners (Kidd, 1976; Rose,
1989); |

In the adult educatlon llterature, a‘collaboratlve,
model of teachlng/learnlng tends to be favored. The roots
of thlS model extend‘back to the wrltlngs of Lindeman (1926,
1961) and are linked to the writings of Dewey (1916,ui938)
~ who advocated for-participatory learning The goal of .

educatlon should be to apply subject matter to 1nd1v1dual

needs and interests at the time (Wiley, 1986) .
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Bergevin (1967) stressed that education should be
democratic in nature and not unlike a,coopefative3 |
relationship in which the teacher and learner"are.fuil
partners. Learning is a personal endeavor, and the
teacher’s role is to help‘learners identify problems, set
goals, locate resources, and evaluate the outcomes. Thus,
learners are put ahead of subject matter content or the
curriculum. In much the same vein, Kidd (1976) supported
experlence-based learning in. which the needs of the learner
superseded‘the needs of the teacher. The teacher’ s.role_waS'
to foster a‘stimulating, supportive‘environment.in‘which
learners oould begin to assume more responsibiiity for their
own learning. | .

. As one might expect, the effeotiVeness ofda partioular
teaching style‘depends on the iearning envifonment and
qualities of the 1earnersfthemselves (Brookfield 1989;
Rose, i989) - For example) research has shown that there is
a relationshlp between student achlevement and teaching
style (Conti, 1984, 1985; Munroe, 1983). 1In fact, adult'
edUcation is often viewed as-a "Sociopsyohological-process;
neither subject- or student-oentered,'but interaction
centered" (Courtney, 1989, p. 19). Teaching style may.need
to he modified to fit the learning goals‘and learning stylesﬂ
of.the students.

‘Different approaches‘will be called for.depending

on the class, ethnicity, cultural conditioning,
and personality characteristics of learners. The
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demands of the context within which learning is
occurring is paramount. (Brookfield, 1989, p. 207)

The necessityifor different approachés-in adult

- education have been demonstrated invsevetal arenas. For
example, differences in student achievement‘as related‘to
teaching style have been found in ABE (Adult Basic
Eduéation) courses. While adult education literature
suggests that the collaborative style is the most effective
in adult education settings, Conti (1984, 1985; Conti &
‘Wellborn, 1987; Darkenwald, & Valentiné, 1985) found that
certain kinds of students learned more'in‘a‘teacher-centéred
environment. Conti suggested that this may be becauée
General Education Degree (GED) students are very goal-
oriented and are focused primarily on the short—term task of
passing an examination and getting a certificate. In these
' 51tuatlons, task achlevement is well defined and 1mmed1ate,
and the goal is clear.‘

In English as a Second Languaée (ESL) settings and
basic level English education, however, a different strategy
may be naceésary (Conti, 1984, 1985); In these‘settings,
the goal is much more long-term and relates to a gradual
improvement in skills. Moreover, tné skills‘needed by these
‘'students are strongly related td self-image and sélf—
concept, requiring a different kind‘of learninguenvironment
than in GED courses; "Risk taking for personal-explOration'

requires a supportive environment" (Conti, 1984, p. 48).
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Hence, students in- this Settiﬁg were learﬁing both sﬁbject
mafter'information and deveioping,interpersonai"skills.
Conti- suggested that in this setting, a,safe‘iearnihg
environment was required for student learniﬁg, and hence a k|
different teaching styie.was fequired to‘buildfaﬁ epen,
‘supportive and warm reletionshipfbetWeen teacher and
student. Thus, situational specificity and-learner‘-
characteristics may be an important Variables in discerning
what kind of teaching stYle is most effective in terms of
iearner outcomes,—_cher etudies.have corroborated this
finding (Bloome, 1976; Benham,.l989; Hayes, 1989).

Research (Conti, 1985; Conti & Wellborn, 1987) also '
_suggests that student characteristids must also be |
consideredlwﬁen'evaluating the effeetiVeness‘of the
-teaching—learhing encounter. For example, studente differ
in maturity level; Leadership theory refers to this kind of
metutityeas "the level of‘achievemeht—motivation and
experience of an individual or group" (Hefsey & Blanchard,
1982, p. 28). In the use ef this term, maturity is not_a‘
value-laden concept bﬁt ratﬁer‘a'measure to determine the .
type of leadership needed by a group (pp.: 28~29). 1In low—
maturity groups, leadership‘autherity muét be high; in high-
matUrity greups, leadership aUthorify‘Caﬁ‘be low.

Teaching sty1e.is a'criticel factor in learning .
situatioﬁs“ebﬁt the effeetiveﬁess of‘tﬁeeteacher’s‘stfle

does not operate in a vacuum. Rather, the characteristics

>
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of the students are just as critical in knowing what style:
will enhance learner eutcomeé (Conti, 1985; Centi &
Wellborn, 1987).

Throughout adultleducation'litefature, some common.
themes emerge. Thé curriculum should be learner-centered;’
learning should be experieﬁce—based; the learnef should
identify problems, set goals, and evaiuate outcomes; and the
teacher should serve more-as-a facilieator than-ee a
fountain of knowledge (Brookfield,‘1989; Kidd, 1976;
Knowles, 1970).‘ |

:Some have suggested‘using the concept of "educatienal
' brokerﬁ ferlthe kind of person describea in‘adult.edueation
literatufe as a te&cher. The concept of a broker begins
with the premise that "the'needs and interests of sﬁﬁdents
take precedence evef those of instifutioﬁs, agencies and
staff" (Heffernan, Macy, & Vickers, 1976,f§; 2).
Accordingly, an edudational broker helps the learne;‘to
define goals, set objectives, select the appropriate |
learning experiencee to develop their competencies, and
access resources and learning opportunities (Heffernan,

1981).

Teaching Stvle and Pedadgqoqy '’

-Since‘the‘beginnings_of public education, observers
have. been interested in the link between teaching style and

student achievement. Dewey (1916) was one of the first
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people to suggest that more collaborative, participatory
styles of teaching were better for students than didactic
approaches. |

In a_study of three leadership styles, Apps (1967)
found that the'majority of rural youth, regardless of SOcio—
economic status, preferred teachers who‘exhibited a
democratic style of leadership rather . than dlsplaylng an
authoritarian or laissez-faire style.

Theulnfluence of teachers has been shown to‘be'
especially influential when teachers felt respons1b1e for
their students' performing up to standards of 1earn1ng and
thus adopted a much more controlling style of teaching than
those who dld not feel such a respon51b111ty (Ames, 1984,
Deci et al., 1982). When teachers are told that they are
responsible for the learnlng of their students, these
teachers tend to "lecture and explaln more, and they give'
children less choice and 1ess opportunlty for autonomous
learning”" (p. 854). Such behavior had a negative impact on
children’s intrinsic motivation (Ryan, 1982). Moreover;
children who have controlling teachers have lower self-_
esteem.and intrinsic motivation than those whose teachers
support their ability to make choices (Deci, Schwartz,
Sheinman, & Ryan, 1981).

In contrast, children in classrooms with autonomy-
oriented teachers‘saw their teachers are more supportive of

autonomy, were more intrinsically motivated, and had higher
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 perceived 1eve1s of competence than~children in ciassrocms
with controllihg-teachers (Deci et al., 1981).. Teacher
orientation also correlated with children’s‘general.feelings
of self—worth | | '

However, nelther-extreme style may be best for
fostering student outcomes. Several studies (Brophy, 19#3;
Halperin, 1976; Prawat & Nickerson, 1985f suggest that
teachers who use small groups yet who also provide a good
‘deal of‘structure and quidance‘for students may help
students aChieve higher‘cOQnitive and affective outcomes.
Teachers with different goals‘and‘Values‘create different
classroom environments (Halperin, 1976). |

fnla qualitative study of classroomﬂteacher styles
(Halperin, 19765,‘the researcher'examined.the‘differences in
student‘achievemeht'and satisfactioh as related'tofeither‘

- strict or permissive,teaching.styies.‘ Strict teachers were
defined as those Whose goals were primarily on controliing"
children. Strict teachers spent‘aulot of tiﬁe discussing

| classroom rules and had a low toierance for"ﬁoise.‘f
Permissive‘teachers, ou the cther‘hand, Wereymuch more
toleraut of noise and were mcre likely to give,children a’-
choice of‘classrcom activities. o |

ThlS study found that children in classes taught by
strlct teachers decreased in llstening more than chlldren
' who were taught by more permissive 1nstructors. In:fact,

children in strict'classroom‘had significantly higher
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incidences of non—attending behaviors such.as ignoring the
teacher, talking to other_children,-and moﬁing around the |
room. Strict teachers also imposed more rules, rarely
explained such rules, and spent less.time trying to involve
students in a participatory way. Children in classroons-
taught by more permissive teachersiactually‘decreased‘the
frequency of non—attending behaviors and were‘invoived.by
the teacher in ciassroomuactivities‘(Halperin, 1976). This
research suggests that strict, controi-oriented teachers in
fact:produce results contrary to their goals of order and
‘control A teacher emphas1s on structure and dominative
behav1ors is counter- productive to creating a pos1t1ve
learning environment and instead  increases chaos and non-
attending behaviorsQ

Just as with the c1assroom'teacher,ithe orientation of -
adult leaders is a criticalchmponent'in understanding'the»‘
deuelopment of life or interpersonal skills in youth.
Teachers who are controlling, distant disempowering, and -
who feel personally respon51ble for the performance of their
students use more control in learning s1tuations and thus
1nh1b1t 1ntrins10 motivation. Qn-the other hand, elementary‘
school students demonstrated higher self-esteen’and_a
greater sense of academic competence in situations where‘the‘
teachers enhanced their.sense of seif—determination and -
fostered_adaptation‘and‘adjustment iniclassroomlsituatiOns

(Harter, 1983; Kleinfeld, 1970; Lepper & Greene, 1975;
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Prawat & Nickerson, 1985; Ryan, 1982; Ryan & Grolnick,
1986) . |

Ryan (1982) suggests' in his extension of:cognitiVe
‘evaluation‘theOrf that individuals perceive evehts in the
environment as either controliing or infofmational.
Controlling events are those the individual interprets as
attempts to coérce certain behaviors whereas informational
events are tﬁsSe pfoviding relevant information without
pressuré towproduCe certain behsvioral outcomes. If an
event is'percéived‘as controlling, it affects one’s
perception of self—determinstiqn whish in turn affects ocne’s '
intrinsic motivation. 1In the same way, if an event is
perceived as informational, iﬁ influences one’s pefception,
of‘self—combetence whish.in turn affects‘onsfs intrinsic
motivation.A"Teashers who are invoivea with their students.
and supportive‘of student autonomy improve academic outcomes
for these students'(stiller.& Ryan, 1991). In- fact, one
study suggested that students of

hlghly facilitating teachers missed fewer days,

had increased self-concept, made greater academic

gains, presented fewer discipline problens,

committed less vandalism, increased scores on IQ

tests, made gains in creativity scores, were more

spontaneous,. and used higher level thinking.

(Winzer & Griggs, 1992, p. 402)

From other studies (Brophy & Good, 1970;‘§osenthal &
Jacobson, 1968) 1t is known that teachers’ different

expectatlons of students often influence their achlevement

levels leading to self-fulfilling prophesies in the




62

ciassroom. ‘Teachers'demand better performance from those
children whom they had higher;expectations'and were.more
likely to praise such performance when it occurred whereas
they were more llkely to accept poor performance from those
'for whom they held low expectatlons and were less llkely to‘
praise good performance from these students when it
occurred. |

There is some research that suggests that a balanced
approach to teachlng is more effectlve than elther extremes
on a continuum. Prawat and Nickerson (1985) found that
high~affective teacherslwere less successful than mixed
style teachers in promoting affective outcomes in students.
,The researchers suggested that valuing one.outcome
(affectlve education) to the exclusion: of another (cognltlve
skllls) may be detrimental to both. Interestlngly, this
same research indicated that cooperatlve learnlng was more
successful in env1ronments where teachers ‘were more
dlrectlve (in terms of what work was to. be done and who
| would work together) than teachers.in more informal settings
Where students could define these parametersa- Teacher
superv151on and d1rect10n appeared to enhance the quallty of
1nterpersona1 1nteractlon in the classroom i These
researchers suggest that a balanced approach whlch 1ncludes
both cognltlve and affective goals is optimal for student

" motivation and achievement (Prawat & Nickerson, 1985).




63

Finaliy, for some youth, some fesearch suggesﬁs that
teachers can have a greater impacf-on a young persén's self-
, concept than‘even parents. .For‘Africaanmeriéan'students,
teacher’s perceived evaluation of students Was'mofe‘strongly-
related to the student’s académic seif—concept (Kleinfeld,
1972). The strength of this relationship was especially
‘strong for black feméles, and the influence was stronger for
~teaChers_than\parehts; .Fof_white'students, parent’s
. evaluation of. student’s abilities Was‘stronger‘than the

teacher’s evaluation.

Parenting Stvles in Familv‘Settinqs

Since the_publication of Coleman’s et al. (1966)
controversial conclusions that family background and social
context are the‘primary influences for sfudent‘achievement,
a number of researchers have tried to investigate the
connection between home and school. Recently,.studies have
begun to sﬁow a relationship between specific attributes of
parent‘style.or behavipr to child'aéhievement éhd,adjustment
to school (Danbusch,'Ritter,’Leidefman, Roberts, &
Fraleiéh,'1987).

Relationships between parental styles and school
achievement have Been the subject of several key studies.
Grolnick and Ryan (1989) investigéted those parenté; styles
| that were believéd to have significance on fhe.child's

development of autonomy and competence in school. Parenting
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styles that fostered and supported child autonomy were
positively correlated with self-requlation, cempetence and
adjustment in children. Yet, the correiational nature of
this research leaves open other 1nterpretat10ns° The flrst
_ explanatlon is that by fostering autonomy in’ chlldren,
parents better prepare their children for an education
environment which requires independent nastery and self-
regulation for success. Another possibility is that
children who eXhlblt llttle autonomy and self-regulation
stimulate parents to exercise external control and
punltlveness. .

A growing body of research has also shewn the
differential influence of parents on the deveiopment of
control and autonomy in school settings. More involved
mothers had children who were both betterladjnsted according
‘to teachers and who evidenced higher aChievenent (Grolnick &
Ryan, 1989). This finding is consistent with studies of
younger children and toddlers (Belsky, 1979; Russell & h
Russell, 1987). ' A' o

In their analysis of studies of preeschool, primary,
and middle-school‘children, Hess and Holloway (1984)
identified five processes linking‘famiiy and school
achievement:'(l)‘verbal interaction‘between mother and
children; (2) expectation of parents for achievement; (3)
positive affective relations between harents and_children;

(4) parental beliefs and attributions about the child; and
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(5) discipline and¢cohtrol'strategies. The fifth‘process-—
discipline aﬁd control strategies——appears to have a major
influénce on schooi achievement (Baumrind, 1971, 1973;
Marjoribanks, 1979). In fact, éuch”famiiial'féatures tend

. to develop a greater relianée‘in childfen‘for‘extfinsic
motivators and cpntributé to lower academic'aéhievement.
(Ginsburg &. Bronstein, 1993).

Baumrind’s (1971, 1973) pioneering stUdies.of.fami;y
relationé revealed three primary.pérenting.stylesr-"
authoritative, authofitarian and permiSSiQe--fhat'have
donsequences for the develépment of cognitive and social
' competenceviﬁ children. Authoritarian parentind is defined
"as being high in demandédness‘on.the part of parenﬁs and low
in parental responsiveness to the child.. Authoritarian
parents a£teﬁbt to shape,'contrbl;;and eva1uate thé behaviof
and attitudes of their‘children‘agcordihg to absolute
standards. 1In additioﬁ, authoritarian parents demand
Qbedience; respect for authority, work, and traditidn,.and
there is an emphésié-on order andAStability. Hef-résgarch-"
on such.parenting stYleé with pﬁe-sbhpoi childféh feVealed
‘low-levéls of independénce and social fespoﬁéibiiity in
 children of.aufhoritérian parénts (Baumrind, 1971,\1973).

By ages 8 and 9, Baumrind found that girls from -
authoritarian families Were>more-socially assertive than the

boys. Moreover, for both sexes, childfen from authoritarian
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families sho&ed lower cognitive competence (éinsbﬁrg &
Bronstein, 1993; Lambofn, Steinberg & Dornbusch, 1990).

“Auﬁhoritative ﬁéfgﬁts,‘in contfast,‘tend to.éxpec£
maturé‘béhaﬁior from their children énd éet clear rules and
standards for their children. Authoritative parents also
~engage in firm ;nd éoﬁsistent.enforcement of the rules and
stan@ards,’uéing sanctions Whéh,neCessafy; They éncpﬁrage
independence, individﬁalityT openléommunications and
recognize thé rights of both children ahd parents. = Female
children of authoritétive parents tended to bé more socially
responsible and independent than other children raised under
other‘parenting.styles, ‘Malé qhildrén were as_ihdépenaent
and more socially rgsponsible-compared to other childrén,
By ages 8 and 9, such‘childrén were also higher in social
and cognitive competence than children faised under(other-
.pareﬁtihg styles {(Dornbusch et:al.; 19$7),

Permissive parénting is‘characterized by toleranée.aﬁd
acceptance of a cHild’s impulses, minimal use of punishment
strategies,'few demands for mature’behavior; and reliance on
self-regulation by the child. -Pgrmissive‘parents‘;end to be .
immétufe, 1a¢kéd impulsi&e controié'énd self—reliancé,‘and
lacked a sense of social‘résponsibility‘of indepenaencé;‘ By
ages 8-and 9, children of permissive‘parenfs were low in
bofh social and cognitive competenée compared to-other
chiidren (Béﬁmrind, 1973;~GinSbufg,&~denstein;‘1993;;‘

Lamborn, Steinberg & Dornbusch, 1990).
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Dornbusch et al. (1987) extended these concepts to
adolescent children and s1m11arly found that children from
families with mixedvparenting styles did less well in
school. In additioﬁ, children from families that were high
in‘authoritarian or permissive styles‘tended toddo less'well
in school. ‘on the other hand,:children raised in -
authoritative families ‘got highet grades'in-school
(Stelnberg, Elmen, & Mounts; 1989). Children from
neglectful'ot indulgent hodseholds~similarly'did’less well
inlschool than‘children from other types of parentind styles
- (Lamborn, Steinberg & Dornbusch, 1990).

HoWever, it is important to point out that this :
typology of parentlng styles was, primarily developed for
.studies of mlddle class white famllles. Perm1ss1ve_and
authorltatlve parentlng‘are not as conslstently related to
grades across ethnic lines’(Dofnbusch*et al., 1987). ‘For._
ekample; résearCh‘shoWs that the success}of‘Asianjchildren
in publiC‘schools cannot be“adequately7explained by"d
reference to parenting styles (Chao, 1994; Dornbusct et‘al.'
1987). There also may be dlfferences in parentlng style and
academlc success in Natlve Amerlcan famllles (Sterllng,'
.1992), Flnally,-authorltarlan patterns‘of.parentlng also
appear to negatively affect Hispanic feﬁales-more than it
affects Hispanic malesL(Dorhbusch et al., l987).

Parental.lﬁvolvement‘is also directly_relatedytojsocio—

economic status. This finding suggests,that'economio'
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factors ‘allow certain pareﬁts, particularly mothefs} to
spend more time with their childrén. Interestingly;'it is
not maternal work status or the number of hours spent at
home that make the differencé,'but:féther it is just‘the
dgreater évailability-to intefact‘ﬁith‘a child’s school
(Grolnick & Ryan} 1989). | |
| The most relévaht finding for our purposes .was in the
- amount of structure provided'at home and how that affected a
child’s ability to self-regulate in the acadenmic domain.
Home‘environmentsﬂﬁwhere there‘éfé‘ciear‘and consistentiy
applied expectations and rules" help a cﬁild khoWihow to
deal with controi in the school and guard against a sense of -
helplessness when the'path to success is not clear (Grolnick
& Ryan, 1989, p. 152). However,-the presence of structure -
" was not difeétly'related to other“ihdiceé of child.éélf—
regulation or competénce,‘and there was not a linear
relationship between structure‘and,aCademic success.
Indeed, the reiéfionship was more curvilinear "such that
imoderate levels of structure appeared optimal" (Grqlnick*&
Ryan, 198§,'p; 152). However; theSe‘résults‘only'épplied t§
‘two-pafent families since single parént families were not:
included in the .study. | |
The inner resources that mighf be expeéted to be
influenced by‘pérents are those inﬁolvingsself-reguiétbry
and self—evaluativé.capacities;‘ One of the méét(impqrtant.
'goals of affective eaucétion is.ﬁhe_capécity to be self-

'
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régulating or autonomous in the’learniﬁg‘process éna in
one’s own behavior (Deci & Ryan, 1985} Kamii, 1991;
Krathwohl, Bloom, &vMasia; 1974) . -

A secohd goal of affective eduqétion is'self~competence
"-in relation to learning and achievemeﬁt, The sense of
competence in school is reflected in the child's knowledge
concerﬁing control over academic Qﬁtcomes and in the belief
‘that one is able to influence such outcomes. Harter (1983)
‘referred to this internalized belief as "perceived
competence." In formal school settings, self9r¢gu1ation and
competence outcomes can‘be measured by examining'such things
as grades‘or scores on standérdized tests. These measures
are not available in nonformal educational programs like
4-H, Boy Scouts, and Girl Scouts. Other means must be used

to gauge self-regulation and self—competence.

Teaching and Leadership Styles in Nonformal Settings

4~H is an organization which relies on adult volunteers
leadefs to carry out the program. Without these volunteer
adults, there would be no 4-H program.since the numbef of
salariéd staff in the nation is actually quite small. in
.1995, there were approximately 1.2 miilion_adult volunteers
compared to only 3,000 paid 4-H faculty. Thus, adult:
Qolunﬁeer'leaders play an important role in the delivery and

implementation of the 4-H.
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Adult leadership is critical inrnonformal youth |
programs like 4-H because these leaders interact with youth
on a regular; sustained basis. In fact the three major .
reasons for the failure of youth organizations are absence
of a leader, lack.of commitment,,and need for leader support
(Exrickson, 1983;_Stephen,‘1983). Whether paid or unpaid,
leadership "is consistently named,as a central issue,
perhaps the central issue, in strengthening programs for
young adolescents" (Hechinger, 1992, p. 204).

Moreover; to be effective, adult volunteers need.
competence in effectively using 1ncent1ves and recognition
when working with youth (Treat, 1975). Adult leaders have
~also been found to be quite influential for members
completing their 4-H projects (Scott et al., 1990{.

' HOWever, some ev1dence exists that county Extens1on agents
may be even more 1nfluent1al in members' prOJect completion
However, research has not been able to find a strong
relationship between~characteristics of the county Extension
agent and . the youth 1nvolved in the program (Baker,‘1991)

‘The 1nfluence and 1mpact of adult leaders and parents
in non—formal youth.programs has not been extensively
researched. In fact, outside of a handful of 4-H studies,
there is a-dearth of research on the influence;the
organizational culture and Values of youthvgroupsQ A réview
of research 1nd1cates that leaders of nonformal youth groups

affect the organizational milieu in several ways.
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ofganizaﬁiqnai content, trust, comhunication, youth
involvement;‘and use‘df‘iﬁeentives and aﬁarde (Gibb & Gibb,
1967; Palmer, in press).

‘One hotable excepfion to this”situation is a case etudy
of two Boy Scout troops'in Alaskalcenducted.ovef e'sevenj |
month period (Shinkwin & Kleinfeld, 1983); Although.each
troop fellowed the official scout progrem and formal
organizatiohal etrqcture, the scoutmaster and other involved 
fadults set the tene‘fof a;scout trooﬁ’s ideology and thus‘
infernced greatly the kinds . of learning experiences of
members. While the researchers were unwilling to describe
‘one‘t;oop as "better"vthan the'other,'there Were‘marked
differences inihow the two troops'operated. For example, in
the "uni&ersitY"‘ffoop, the’scoﬁtmester projected a
benevolent image to his‘boys'and‘meetinge Qefe raucous and‘
full of joking and horeeplay{: In this troop, the
scoutmaster selected boys'te‘lead the troop-and led the
planning meetings. 'Leadefship amoﬁg the boys was clearly
cehtrelized, and*assistanﬁs were-often not expected to be
involved,' Adult partieipation.in the troop‘ﬁas very low,
and if'adults did atteﬁd~t;oop‘meetings, they often Went
into another room tovdiscuSS issues away froﬁitrOOp members.
Adults’ biggest edntributions were inemoney'rether fhanein
time since the leader felt that écouting sheuld be "funﬁ
. father than requiring members te_speﬁd a lot of time on .

fund-raising.
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By contrast, 1n the "downtown" troop, more formal roles
were assigned to‘all.boys. Everyone had a chance to lead.
. something, and assistants.were‘often as involved as the
‘primary'boy leaders. ‘Boys in the downtown troop elected
their leaders, and there -was more rapid turnover in
leadership'positions so that everyone had a chance-to lead.
. Thus, 1nforma1 respons1b111t1es were more. dlffuse in the_'
odowntown troop Yet the scoutmaster malntalned a
no-nonsense approach to the troop and imposed hlgh standards
and expectations on members. There weré clear rules and
‘expectations that applied toreveryone, and these could not
bewchanged Challenges to the rules were dealt with through
angry outbursts from the scoutmaster who gave clear s1gnals
that there was a right and wrong way to do things. Youth
dmembers were involved as resources; but the meetings were
quite structured and did not 1nvolve horseplay or much
joking. ' The scoutmaster in th1s troop maintained a dlrect
controlllng style of leadershlp. Adults who partlclpated 1n
the meetings‘supported.this style and also took a more
active role in troops meetings.and.activities. “Adults oftenp
sat withttroop‘members’during meetingssand interacted
frequentlijith them, giving guidance‘and‘advice. Adults
gave more of their time than money sinCe‘the scoutmaster
believed that memhers should be actively involved in.fund-

"raising projects.
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This case study revealed that differences between:the
two troops derived primarily from'three,sources:f

(1).gthe degree of differentiation of the‘leadership
structure; e}g., the nunber of boysrholding leadership roles
in each troop; | |

(2) the way youth and adults 1n‘formal leadership
pos1tions actually performed their roles,

.(3) the.- operatlon of an 1nformal system of adult. roles
in‘each troop.

~ While these researchers declined to draw any evaluative
conclus1ons from their research, there are some clear
patterns which emerged from thelr data..‘First, a:
controlling style of leadership‘was beneficial to boys in
the downtownltroop and‘gave them a sense of‘reSponsibility
and structure. Second participation of adults in‘youth
‘meetings can have a great 1nfluence on perpetuatlng a
group’s dominant culture and 1nculcates the preferred
ideology. Third, the troop in which leadership roles were
diffuse among all troop members was more effective in
developing leadership abilities 1n members.

Other researchers have come to s1m11ar conclusions
about effectlve work groups (Glbb & Gibb 1967; Palmer, in
press). The des1gnated leader of any group 1mpacts to a
very dgreat ‘extent the product1v1ty and flavor of a group
(Glbb & Gibb, 1967). In fact, research 1ndlcates that there

are four critical elements influenc1ng group product1v1ty;.
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leadership style, mutual trusti open communlcations, and the,
"abillty of group members to set goals and organlze |
themselves to achleve these goals (Gibb & Gibb, 1967) . A
follow—up correlational study found that the‘leader’s stvle
influenced group morale and that:the leader’s style could
help or hinder a group's'goals andiactions (Palmer, in

press). .

Summary

The impact of the orientation and style of adults in
leadership and teaching p051tlons should not be mlnimlzed
Studies. from bus1ness, schools, adult education, ﬁamllles,
and volunteer organlzatlons 1nd1cate that the approach taken
by those in leadershlp or brokering pos1tlons is quite
important to outcomes.

‘Because‘most of the studies cited above have -been
| conducted in work or school settlngs, the results may not
apply to a 4-H context or other nonformal youth programs.
There are several explanations for this lack of
applicability. First, although many experimental studies
have shown that excess“control‘can‘undermine motivation to
engage in'interesting'tasks (Deci & Ryan, 1987) , 4-H leaders
do not engage inithe kinds of controls studied in the
- research. Second, although recent‘studies (Eghrari &‘Deci;
1986) have suggested that surplus control may undermine

internalpregulation and motivation for.nonintrinsically
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motivating tasks, 4-H programs are voluntary and typically
do not involve many tasks that would be considered

nonintrinsically motivating except perhaps record ‘kKeeping.

Life Skills

Background

Nearly every\YOuth organization has.a misSion'statemént
replete with lofty statements about the the ultimate purpose
of participaﬁion in the agency’s programs; Overwhelﬁiﬁgly,
.the goals of youth organizatidns are remafkably'similér:
enhancing communications between youth and adults;
strengthening the family; fostering phyéical, intélléctual,
social, emotibnal, and moral developmeﬁt;‘devéloping a
concern for others; developing 1eadership‘skills‘and
responsibilities; providing opportunitieé fof communify
service; and'increasing self-esteem (Erickson,:1983;
Scriven, 1980) . Regardiess of the speéifics, tﬁé
development of these‘kinds‘of‘skills form the core of each
group’s purpose.

since its inception, 4-H has hédhas_its‘purﬁosé the
development of lifelohg/'praqtical skills in younghpeople.'
The‘goal”of_the 4-H‘prograﬁ has‘been‘to develop not only the
te&hnical subject-based knowledge needed to solve practical .
everyday prbblems, but also the intrapersoﬁal and

interpersonal skills to make effective use of such
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_knowledge. These are the Skilis that'aré'considefed‘to be
eSsential'for success in later life (USDA, 19567 1983); C

‘These more pérsonal_gqals were thé basis for the
deVglopmeﬁt of the 4-H name and emblem. As early as 1893
" Buisson and later in 1905 Presidéﬁt Beardshear of Towa State
College afgued.for building'dhafaétér in youth not through‘
the 3-R’s but rather through the three H’s--head, heart, and
hands (Reck, 1951). 1In this way, youth coﬁid‘become
- competent for "self;government, self-control, self;heip;‘a
living, thinking being" (Reck, 1951, p. 26). |

By 1911, the notion of adding ‘a fourth H wésﬁadvaﬁced
by O. H.’Benson, former superiﬁténdent of schools in Wright
County, Iowa, who héd just been séiected‘to head up
demonstration work for the U.S. Department of Agricﬁlture.
‘According to Benson, a 4-H perSoh.would 5e "a 1eader'with a
hegd traiﬁea‘to think;'plan, ahd‘reasbn# with heart trained
to be true, kind, and sympathetic; and with hands trained to .
be useful, helpful, and skillful; and the hustle to render
ready service, to develop health and Vitality“‘(Reck, 1951,
PP- 96—97). ‘Latef that same year, "health" was‘officially
added‘§s thé fourth H.' Téday,'4FH‘sténds for ﬁéad,'heért,
hands, and health symbolizing the faﬁr—fold development of

well-rounded young people.
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_ 4-H_as Youth Development

From the beginning, then, the 4-H program ‘was conceived
as a nonformal, out-of-school youth development program

designed to enhance the character and well-belng of rural

o youth. The goal was personal growth through practlcal

real-life experiences relevant to the’ needs of rural
residents (Forest, 1989; Reck 1951; Wessel & Wessel, 1982)
Today, this goal of personal growth is often referred to as
youth development In thls v1ew, ‘young people are: more
important than the subject matter or the prOJect. |
Draw1ng‘upon a definition of' developmental education
- from Mosher (1979), 4-H can'best be understood as a program
that‘emphasizes education'of the whole person by stlmulatlng‘
_cognitive or intellectual growth, moral reasonlng and
action, emotional growth, social skllls, vocatlonal
competencies, and a sound body. Others (Boyd, Apps, and
‘Associates,,l980) have discussed such‘development and growth:
ln terms of‘"thedprogressiVe movement'towards the solution
- of problems and the development of abilities to encounter
similar future problems with greater competenc1es" (pp lo—
11). Hence, the youth development goals of the program are .
intentional rather than acc1dental or merely the result of
'some haphazard process. '
| The curriculum‘of)4-H is focused on the twin missions
- of personal growth'asgwell as knowledge and technical‘skill

'dewelopment. ‘The challenge comes ih measuring theé program’s
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success‘in‘developing these tWo skill areas. As a'matter of
_fact this is a challenge faced by most nonformal youth
programs. Erickson (1983) observed that definitive data on
organizations’ success‘in meeting,these‘goals is scarce and
often just‘anecdotal in nature, .

On the one hand, technical skill development is
relatively'easy to assess and eValuate, Like various
‘aspects of'formal education, - objective qualitative_measures
can be developed for such?skills‘asrthe‘ability to read,
make accurate computations, balance a budget shoe a horse,
or construct a functional lamp In these examples, there is
a tangible, material product or outcome that can be assessed
against a‘known.standard (Scr1ven,\l980).

On the other hand,‘though, measuring personal growth is
not so easy nor direct. For example, it.is often difficult
‘ to determine to what extent participation.in an out-of-
school program has helped a young person.i What'factors
contributed most to the development of a particular bellef
attitude, or value? 1In other cases, the effects of
- participation may not appear until later‘in life, long after
participation in the program,has ended;‘ In part, the

difficulty-of measuring personal growth comes in identifying

the indicators (Erickson, 1983; Scriven, 1980).
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Life Skills

The specific 1nd1cators uhlch comprlse personal growth
are often referred to u51ng the concept of "life skills."
Unfortunately, the prec1se meanlng around the concept Mlife
skllls" is rather confused and depends on a partlcular
context. Some authors ‘(Corak, 19877_Darkenwald & Valentine,
1985;.Kohl, 1982) refer to "basic‘skillsﬁ and tend to mean

those basic academic skills necessary  for employment and

family functioning (What Work Requires‘of Schools, 1991).
The concept of basic skills has'also been used‘to refer
- to those skills requlred by handlcapped or dlsabled people‘
trying to make the trans1tlon into malnstream life (Cummlns,
Polzin, & Theobald,_1990; Hamre-Nletupskl, Nletupskl, &
Strathe, 1992; Kirkham'&‘Schilling, 1989' May, Gazda, Powell,
& Hauser, 1985) . Others (e g., Hamburg, 1990) use the concept
of "life skill training" (LST) and generally refer. to the
cuitivation‘of‘self—protection.skills.for young children._
Still others describe "life management.skills“ as-the
'day—to—day social skills of holding a job, making the. bed,
us1ng a telephone, and buylng grocerles (Amato & Ochlltree,
1986, Hyndman & Evans - 1989). In a study of Australlan
_ chlldren, younger chlldren s social Sklll competence (here
defined as such skllls as making the bed, using a telephone,
or washing dishes) was,significantlyhassociated with |
parental'attention,vparental‘loss,‘and whether the‘mother‘

was employed outside the home.‘ Adolescents’ life:management




skill competenceHWas affeCted hy the frequency of family
.activities; family‘siie, the level of parental educatioh,
and again whether the mother was employed outs1de the home
- (Amato & Ochlltree, 1986) .

Desplte-these dlfferlng_interpretatlons,lmost'
authorities agree that.life,skills are different from
academic skllls which are primarily learned and applied in
school settlngs (Palmer, in press; Schlutt 1987;'Scrlven,
1980)A Most of these authors would concede that life
skills——which are useful in all avenues of livingifare
“rarely taught directly in schools. These life skillsf
include (1) competency skills such.as‘problem;solvihg,
,decision—making,-responsihility'for choiCes; (2) coping
skills; and (3) ¢contributory skills such as teamwork,
leadership, inter-, and 1ntra-personal SklllS (Palmer, in
press; Rollins,.Scholl & Scanlon, 1992; Schlutt, 1987;
Shrum, 1987;’USDA, 1986)u A recent Carneoie'Couhcil on
‘Adolescent'DeQelOpment suggested that llfe skills training'
can be "oonceptualized.as the formal‘teaohing of the
requisite-skills'for'surviving, living with others‘and
succeedlng ih a complex'society" (Hamburg, 1990 p )f BY
~ connection, life skllls training is part of the
socialization- process for chlldren and youth (Ballyn, 1962;‘
. Brophy, 1977).

For the purposes.of 4-H, ‘llfe skllls are generally

understood as the non-academlc skllls,,knowledge, attltudes;
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and behaviors which must be learnedAfor‘future success;
héppiness, and leadership functions in real life (Forest,
11989; Hoopfer, 1981; Miller, 1987; Palmer, in press;
Rollins, Scholl, & Scénion, 1992; Sawer;‘1§87; Schiutt,
1987). They consist of the‘skills by wﬂich people aaépt'to.
and master their life situationé, which are ihdispensablé
and fundamental for most other 1life functions, which give
‘ipdividuals a. frame of referenée for perceiving and -
respondiﬁgfto,life situations, and which enable them to
achieve an inner contentment to get joy out of life (Cist &
George, 1985; Rubin, 1975).

Used since the early 1970’s to describe the outcomes of
. 4-H participa'tion' (Forest, 1989; USDA, 1976), this -
connotation of life skills has been descfibed‘in a variety
of ways by a number of authors. Kohl (1582), for example,
defined them as i'basic'ski_lls needed to_bé effective
citizens in American society and are dfaWn‘from the.
 fundamental.ideas of democracy"‘(p. 106). Others havé
described five basic life skills (Rubin, 1975; Scales,. i985)
necessary for successful living while others fefer"to'the
"significant‘seven" skillé of capable people (Glenn‘d
‘Nelson, 1989). A few people in nonformal education call
these critical skills "leadership life skills" (Boyd,'1991;
Hoopfer, 1981; Mﬁeller, 1989; Palmer, iﬁ press; Sawver,
1987) . Even the business world has acknowledged the

importance of these kinds of skills with the pdpularization




82

of Covey’s Seven Habits of Highly Effective People (1989).

Note the subtle transition from what began as a learned
skill to what in today’s business world should be an
acquired hébit. | |

Unifying all these divergent threads is the concept
that life skills are more important than the technical
subject métter expeftise required in any particﬁlar setting.
'Certainly,‘life skills are much more than the physical
skills of sewing or grooming an animal for show for which
4-H is best known (Scriven, 1980). Life skills are a
combination of acting, thinking, and feeiing. Several -
experts refer to these as higher order_thinking.skiils
(Cole{ 1990; Hamburg, 1990). vaej'(1989) prefers to define
such "habits" as the "intersectibn of knowledge, skill and
desire"™ (p. 47). ’

Whether habits or skiils, these éttributes help people
function as competent, contributing people ih soéiety '
(Erickson, 1983; Miller, 1991; Waguespack, 1988; Weatherford
& Weaﬁherford, 1987). Life skills should enable a pérson to
(1) perceive and respond to significant life events iﬁ
pdsitive ways, (2) liﬁe in an interdependent sogieﬁy, (3)
.léad a satisfying life, and k4) function,effectivély-in an
ever-changing world. These are skills that éveryone . needs,
regardless of age, sex, race, income, or residence (Hamburg,

1990) .
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Limitations of Previous Research

In the past two decades, the development of llfe skills.
through experlentlal learning has become the avowed
cornerstone of 4-H youth programmlng - In fact the
development of life skllls in 4-H programs has recelved a
considerable amount of verbal support although Steele et al._
. (1993). feels that the emphasis has‘waned in recent'years.
Through participation in 4;H programs and‘activities, youhg
people are,supposed'to develop critical life skills,such'as
the.ability to communicate, 1nqu1re and learn how to learn,
solve problems, make de01s1ons and take respons1b111ty for-
choices, plan and organize, deal with and adapt‘to‘change,
respond and relate to other people in positiye-ways, and
acquire a sense of community cOmmitment (UsDA, 1976, 1983;
Wessel & Wessel, 1982), | H | -

‘ Unfortunately,.little research exists on the
effectiveness of experiential, nonformal programs like 4-H
to enhance such skills. From a research standpoint, such
outcomes are more suggestiue than‘definitiue,j In fact, a
review of research revealed the pervasive lackmof-hard life
skill impact evidence from‘a Variety.of‘experiential |
education programs (Conrad, 1979; Conrad & Hedin,ii981a;
1981b). A recurring'theme, in'fact,-in experientialh
" programs is the paucity of empirical“data to support its

continuation and~supportr(Richards, 1994; Sakofs, 1991).
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Proponents for experiential programming often claim
that there is a transformation that occurs in partlclpants
“and that this 1mpact lasts beyond the length of the actual
program (Stremba, 1989). Others (Weatherford & Weatherford
1987) have implied that by bringing together the cognltlve,
affective, and psychomotor domalns of learnlng, experlentlal
educatlon 1s more effectlve than other approaches.' Such
bellefs are generally lacklng in supportlve research
although there is llmlted ev1dence that skills and attitudes
formed durlng youth carry over 1nto adulthood (Ladewig &
Thomas, 1987). Alumni of youth-serving organizations
lconsietently reportﬂthat theiriparticipation in such
organizatiohs oontributed significantly to their personal
developmeht (Hechinger, 1992; Ladewig & Thomas, 1987{
Sohlutt, 1987).h Whether the formation of theSe skills and
attitudes were direotly attributable to_a particular
program,dhowever, has been difficult to‘substahtiate '
(Erickson, 1983). One youth worker commented that perhaps
"our touch . is too light" (Erickson, 1983, p. 55 -bn‘the |
.other hand, a 1986 Louis Harrls poll of alumnl of Boys Clubs
\
of Amerlca reported that the program had contrlbuted to
the1r success in later years (Hechinger; 1992); ~Similar
testimonies can be found for 4—H (Ladewig & Thomas, 1987;l.
Schlutt;‘1987) and Boy Scouts (Erickson, 1983; Hamburg,

1990) .
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There have been some limited efforts to evaluate the
effectiveness of experlential education programs with
respect to spec1f1c life skllls such self esteem, self—
concept, and problem solv1ng skllls in ‘young people (Gray &
Patterson, 1994; Mueller, 1989;‘Rollins, Scholl & Scanlon,
1992; Sawer, 1987; Waguespack, 1988; meath,erford & -
Weatherford,. 1985). Research on participants in extended,
mandatory outdoor education have shown that such programs
can 1mprove overall self- esteem, particularly among males
(Kolb,_l988), but the evidence is far from conclusive and‘
quite sparse.

‘ Others have attempted to compare life skllls and’
leadership development in 4-H youth w1th other non- 4-H youth
(Boyd, Herring, & Briers, 1992; Heinshon & Cantrell, 1986;‘
Ladewig & Thomas, 1987;‘Rockwell Stohler, & Rudman, 1984'
Schlutt, 1987) Participants in Texas 4-H programs self-
‘reported 51gn1f1cantly h1gher levels of Sklll development on
scales of working‘with groups, understanding oneself,
communicating, making decisions,,and leadership.than‘non—4—H
club members. However, other studies (Fetsch et al.,_1993;
Miller, 1991) have failed to show‘any significant
differences-in life skills between.é—H and non-4-H youth.

In two Pennsylvania studies,.4—H members perceived
themselves as having "good" levels of leadership,
'communication, and personal development,skills (Heinshon‘&

' Cantrell, 1986; Susou‘l984). However,_in these studies no
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comparison groups were used and researohers relied on .self-
reports of respondents to assess life Sklll development and
the 1mpact of the 4-H program on such skill development As
can be expected,_4—H was attrlbuted by‘these,respondents to
have been the major influence on their abilities to conduot
meetings, perform officer‘duties,.demonstrate skills to
 others, take responsibility for a group,_partioipate in?
community affairs and perform communityvservice.

4+H was not the major factor, though in helping
.members learn how to set goals, develop self—confldence, be
1ndependent make career de01s1ons, prepare for college,‘
plan for the future, develop pride in oneself, or appre01ate
competition (Heinsohn & Cantrell 1986, "Respondents felt.

- that home or school were more 1mportant 1nfluences 1n the
development of these skills Similar results have been
found in Nebraska (Rockwell et al,,-l984),

In a study of cognitive'skill development, 4-H -
participants weré below -national norms in four out Of;five
skill areas (Rollins et al.,‘l992), In the one area where
4-H members were above national norms, the differenoes_were
not great. Although this study indicated thatiﬁfH
| participants are.lacking in cognitiVe skill areas,:4—H'
members were more willing to work at a difficult‘task until
completed or without adult supervision. 4-H members‘were |
also found to be more willing to verbalize and state

opinions even if others disagreed with theém. Researchers
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concluded that 4-H ptoérams needed to do mors to help youth
develop cognitive skills to help youth learn how to think
(Rollins, Schcll & Scanlon, 1992; Steele et al.'l993)}

A limited number of studies have tried to asSess‘the
_impact_of experiential programs on decision-making
abilities, intcllectual curiosity, social rssponsibility,
and interpersonal skills (Cray & Patterson, 1994;'Hanna,
1988; Sawer, '1987; Seevers & Dormody, 1995;‘Va1entine/
1990).‘-Whilc results are mixad, scme.evidence'suggests that
participation in certain types of activities are more
effective at developing such skills than other types of
activities. Direct involvement infleadership‘rcles appears
to bé a key element for life skill‘enhancement‘(Seevefs &
Dormody,.19§5; Valentine; 1990). |

Participants in 4-H animal prcjéctsiappear to develop
both subject matter knoWledge ana life skills (Sawer,-1987;
Williams, 1983). 1In a stratified sampling design in.Oregon)
nearly two-thirds of respondents reported learning a:lot
about accepting'responsibility, getting-along With others,
and making decisions (Sawer, 1987). 'In fact, déveloping
responsibility and_relating to others have surfaced in at
least six different studies as the most important skills
learned by“4—H membersl(Sawer, 1987). Less than half of the
Oregon participants reported gaining leadership or effective
communications skills as a result of ‘their participation in

4-H kSawer, 1987). Yet, "when asked to identify the ‘two
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most impo?tant things they had leafned in 4-H, members gave
life skill résponses about as often as they,gave;animal
science responses" (Sawer, 1987, p. 27). These studies‘did
not examine the leadership stylés of the adult 4-H leaders
with whoﬁ these youth worked.

These kinds of research results are rare, however.
There are a number of reasons for this dearth 6f résearch on .
life skill development. First, it is often difficult to
find a comparison gfoup to include,in the study; Second, it
is often easier to simply ask participants about their
perceptions about.prngam impacts.than to construct
}igorous, 1ong—term studies'to assess impacts more
objectively. Third, méasuring life skill development is
difficult at bést and problematical at the very least. For
example, there are few agreed-upon, reliéble‘and valid
measurement tools for self-esteem or decision¥making. For
example,uKohn (19945 pointed out thét therg ére nearly 200
instruments which purport to measure self-esteem, few of
which are comparable.

In addition, there is wide disagreement in the field
about Qhefher self-esteem is generic'or domain-specific |
(Poole & EVans} 1989). ‘There is also some evidence to
suggest that self-esteem varies according to experience,
gender, age, and other role-defining conditions
(Coopersmith,‘1981; Poole & EVans, 1989) with females

consistently underrating their own competence. Finally,
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other than - asking people about their own perceptions,-it’isy..
difflcult to know how to measure one’s ability to make
decisions, communicate, investigate, and other-life‘skills
except through direct observation. A major problem for
research on life skills 1s the need for more adequate
measurement tools (Hamburg, 1990) ., Qualitative methods may
hold the best hope for discerning the impact of nonformal

‘youth programs on the development of life-skills;

Summary .

Life skills are critical to effective functioning in
life for all people, yet What s1tuations lead to the
development and extension of life skills is not clear.
Intuitively, it is'believed that those~situati0ns wherein
.‘youth‘learn to take leadership, make decisions, practice
communication skills, participate in group activities,
.perform community service act1v1t1es, 1nvest1gate and solve
problems, and learn how to seek out resources should enhance
life skills acqu1s1tions (Hamburg, 1990 Weatherford &
‘Weatherford, 1987) . Experiential programs-that include
cognitive, affective, and psychomotor Skill”development
should enhance life!skills‘development,'but hard research
data is lacking.

Piaget (Kamii, Clark . & .Dominick, 1994) suggested that
adults helped. youth develop autonomy by refraining from

using rewards‘and punishments ‘and by instead exchanging




| O SO S W 7 S ) ")

.90
points ‘of view with children thrOughjdialogue and
'collaboration; Yet,.there‘is little research to.
substantiate these intuitions. |

Life skills programs‘have been:shoWn to be’effective
-when they are soundly designed‘and Well—implemented
-(Erickson, 1983) Comprehens1ve programs have been shown to
be more effectlve than those that have more limited core
elements. Involvement of parents and .community persons and
~ agencies also appear t0'enhance program effectiveness.
Finally, putting ‘young people in leadership'positions can
help them cultivate the skills needed to solve everyday
problems (Hamburg, 1990; Schlutt, 1987; Suso, 1984)

Much of’ the extant research on the effectlveness of
nonformal youth programs has focused on late adolescents or
program alumni. While some pos1t1ve attributes have been
'reported,‘there'remain~significant gaps and gray areas in
-our understanding of the 1mpacts of participation in |
nonformal‘youth programs.v Many ‘research studies have only
included self-report data and are ex-post-facto in nature.
As one researcher summed it up; "Though the 1iterature
suggests that the overall impression of‘4—H is favorable,‘
little is known concerning the relative effectiveness of the
'many unique and different 4—H programs" (Miller, 1991,

p. 28).

There is a growing consensus that societal changes have

weakened the‘traditional‘role of family and‘community in
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educating_children‘anafadoleseents for life skilis;- For e
51zeable portlon of chlldren and youth ‘in Amerlca, ‘the lack
of opportunlty to dependably acqulre necessary soc1al
competence and llfe‘skllls puts them at risk of failure to
aehieve many valued health‘énd social outcomes (Pittman,

1991). 4-H, along with other nonformal youth programs,

could play an impbrtant role in helping all youth succeed in

later life;

Future fesearch needs to investigate'the relationship
between specific 4-H activities and life skill development
in youth. What”activities and WhatileVel of partieipation
(length and intensity)'contribute ﬁore'to‘the develoﬁment»of
such skills? What are the factors‘which eontribﬁte to the
deveiopment of life skills? What specific kinds'ef
activities or pregrams are beet at develeping life skills?
Answers to Such‘queétions‘can'help inedesigninq‘more.
effeetive learning experiences for yoﬁth.. Man& questions -

remain.

Nonformal and Formal -Education

Introdﬁction.

| Nonformal education has been‘arOund‘as long as
- societies have existed. Tribal pubefty rites, religious
ceremonies and instructien,’and‘occupational apprenticeships
all represent very‘old forms of nenfprmal education}_eMany :

new varieties of nonformal education have appeared on the




92

scene in the past century. Some'examples include
agricultural ektension services; farmer training centers and
cooperatlves, various technlcal skill tralnlng schemes,
- adult llteracy classes, school equlvalency courses, women’s
programs in home economics, child care, health, nutrltlon,
or famlly planning; university extens1on programs, and of |
course a myr1ad of Voluntary groups for youth. -

,Today, nonformal youth organlzatlons rank second only
to public schools 1nlthe number of young people they serve
. (Hechinger, 1992). Results from the National Education
Longitudinal Study (NELS) of 1988'revealed‘that 71% of
'eighth graders."participate in sOme‘type'of organized
activity outside of school" (Hafner, 1990, p,l54). Many of
these sameayoung people participate in more than.oneyout—of—l
school youth group. . |

Judith Erickson (1986), author of the Directory of

American Youth Organizations, estimates that there are more
thah 400 national youth organiiations The fifteen largest”
groups in the United States serve about 30. mllllon young
people.per.year. Of the leadlng natlonal youth
organiéations,'4—H is the largest overall and 1nvolves over
5 million participants nationwide (Hechinger, 1992). The
experience of young people in such organizations is of
interest, partlcularly as. related to the kind of learnlng

that is occurrlng‘w1thln such programs.
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Learning is a humah activity that occurs without
prompting (Bloom, 1976). Howevér, léafning doesvnot‘ensure
that learners'acquire the skills and‘infdrmation that
éociety, employers, téachers, or educators desire.
Therefore, learning opportunities "are constructed to create
a framework for the transfer of knowledge that is more
commonly viewed as ‘education’" (Heimlich, 1993, p. 3).
o Most‘definitions’of learﬁing center around the issue of
who holds cohtrol-over‘thé_inputs and outcomes of the
learning exchange (Heimlich, 199’3)‘° Mocker and Spear (1982)
- provide one taxonomy to distingﬁish between four types of
leafning:distinguished by‘who controls the:objéctivés or the
means of education. What is being taught; or the content,
does not determine whether the type of education is formal,
nonfofmal; informal, or seif-directed. fhe type of .
‘education is determined by other factors. Seaman and-
Felleﬁz (1989), for examble, suggest that content can,often
be dictated by a number of factors that have noth%ng to do
with who controls the objectiVves or the means of education.
There are other, more ﬁeaningful ways to aistinguiSh between
formaliand nonformal education. |

In a discussion of noﬁformalgeducation, several
questions immediately surface. What is the differeﬁce
between.nonformal and formal education? Do nonformal and
formal education compete with or complement one another?

What is the difference between nonformal education for youth
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and nonformal education for.adults? ‘Sincé 4-H is a program
which involves both youth and adults in learning, an |
examination of educational theory is,important fo

understanding the nature of the 4-H experience.

"Pedagogy to Andragoqgy

The concept of adult education was first introduced in
1924 and was used as a generic‘conCept'to describe a Wholev
group of unrélated activities (Courtney, 1989); Eduard
Lindeman, an early leader in adult educatioh;.never provi@ed
a succinct definitiqnlof adult education,'but he recognized
that adult education was indeed unique "because adulthood, |
maturity defines its limits® (Lindeman, 1926/1961, p. 6).
Others have taken an approach similar to Lindeman’s by
denoting that any activity is adultveducétion‘"when it is
part of a systematic, planned instructional program,for
-adults" (Verner & Booth, 1964, p. 1-2). Identifying the
.audience by age may be the clearest way‘to distinguish adplt
education from.youth‘éducation. | |

Malcolm Knowles (1970) is perhapé most well-known for
his broposition that adult education is different from the
education of‘youth,'and helproposed the térm "andragogy" tq
make the distinction clear. The debate‘over"the concept of
andragbgy has been going on eVer‘since‘(Beder, 1989; Beder &
Darkenﬁald, 1982; Delahaye, Limerick, & Hearn,.1994; Merriam .

& Cafferella, 1991). Authorities have. not reached consensus
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about‘whether andragogy refers fo a theory, method, .
technique, or set of assumptions. There.seeﬁs'td‘be little
agreement about how.much‘it might.différ from pedagogy. .In
fact, Rachal (1983) obsérved that "we overSimplify and
ultimately mislead ourselves if we tfeat the -two approaches
.as neatly dichotomous and mutually‘exclusive" (p- 15);
Brookfiéld (1986) and others have even challenged the
empirical soundness df KnoWles’s concept-of andragogy ana
questioned whether. there is a difference‘between the way‘We
teach adults and children (Merriam & Caffarella, 1991).

| Indeed, in discussions about the distinguishing
features of qdult edddation, few gifferenéés‘(other than the -
age of the participants) can be detected from nonformal
youth education. For exampie, in-1955‘nine_weli—knownvaduit'
educators attempted‘to_provide a working definitiQn(of adult
'.education that would distinguish it from other levels of
education ("Whét is Adult Education?", 1955). what all
.definitions held in common was the voluntary naﬁure df
learning, the commitment to 'growth, aﬁd the deliberate
structuring of‘activitiesr(Courtney, 1989).. Yet, these same
elemenﬁs,are also fundamental in nonformal YOuth éducation
(Erickson, 1983).

Other characterizations 6f adult eduéation are equally

less definitiVe@ Bailyn (1962) defined adult eduqation as
the "entire pfbcess by which a culture transmits itself

across the generétions" (p. 14). Beder (1989) attempted to
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draw a distinction between adult and youth nonformal
education by focusing on goals. He argued that that adult
education had four basic purposes: " (1) tolfacilitate change
'in a dynamic society: (2)‘to Suppbrt-and‘maihtainAthe goba
social ordér;-(3) to promote productivity; and (4) to
enhance personal growth" (p. 39). fet nohe of these -
characterizations successfully help distihguish'between
adult and youth'education,iAThese same fou£‘goéls are just
as important;in nbnférmal Yéuth programs._

Currently, most educators have abandoned the andragogy-
pedagogy dichotomy that claims that téaching adults is
significantly'different frbm the teaéhing of youfhs.‘
Eventually, even Kﬁowles admifted that*the twolCOhcepts may
be two ends of a'céhtihuum (Mérriam & Cafferelia, ;991);
although this conceptual model stfikes séme‘as still too
simplistic@ An orthogonal model tq‘explaiﬁ the relationship
betWeén iearnefS‘and'faqilitafors appears to.be:qainihg some
currency.in adult learning (Délahaye, Limerick & Hearn,_ |
1994) . ' |

‘Theré seems to be agreement that if is difficultito‘
distinéuiéh between the methods uséd‘té teach‘adu;ts‘énd .
‘yoﬁth (Gorham,‘1985$.‘ Most authorities agree that ‘adults
*learn differently from youth largely because of their '
greater weaith of experience. Beyond this acknowledgement,
;there seems td‘pé‘little3tb‘distinguish-bétween the léarhing

strategies,tﬁat are effective with'éither‘youth or adults.




With both youth and adults, it appears that using different
' strategies‘is appropriate at different times in different
situations;’ Strategles and technlques for teachlng youth

and adults are not neatly d1st1nct just because of age.’

Formal and Nonformal. Education.

In just the past tWo decades, nonformal education--
regardless of the age- of the learners--has flnally achleved
legltlmacy as a serious fleld for 1nqu1ry " Largely unknown
in our vocabulary untll the 1960’s, nonformal education at
one time‘Was used‘to‘refer to "socialization in kin-based
societies in which the family is the dominant 1nst1tutlon"
(LaBelle, 1981, p. 314). In- contrast, formal educatlon was .
corisidered to be more standardlzed and appeared only in
social systems in which non-kinship and universalistic
values were primary. | |

3Today,;howéver, nonfornal eduoation refers broadly to:
~ the "organized, systematlc teachlng carrled on out51de the“
formal, usually chronologlcally graded and hierarchically-
structured! school system that is intended to provide
particular types of‘learning to specific‘populationsﬁ

(LaBellef-1981,.p; 3155.- Although it is relatiVelyoeasj to
-distinguish betWeen formal and nonfornal education, it is’
important not to lose slght of.the fact that they have a
complementary relationship.’ Overlookiné this‘complementarity

will limit‘one's‘understanding‘of'the‘interrelationships
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between formal and nonformal education. For example,

1gnoring the 1nterre1ationsh1p between the two denies the

'_dynamic 1nfluence that occurs.when children move from the

formal school setting where children are educated -and when

they move . to nonformaf programs that s1multaneously |
s001alize them 1n behaviors appropriate to other settings.

At the same time, nonformal education is not just
another avenue to provide schooling to .children nor is it an
alternative aelivery system for‘SChooling. Nonformal
education programs are not schools because they.do no
receive or deliver the same medium of exchange-—credits,
grades,‘and diplomas—fthat are recognized and sanctioned by
the society’s most legitimate and formal system of teaching
and learning (Cremin, 1976). Teachers ofvnonformal'
education typically do not need certiflcation or entry
requirements beyond an interest in people‘and_the subject.
In fact, because of the stricthres'around formal educatiOn,
some have labelled .it as “corporate‘schooling" and‘definea
it as "a certified teacher'teaching‘a standardized;‘ |
curriculum'topic tova‘registered-student in an accredited‘ ‘ :'j

school" (Pohiand, 1987, p. 9). Freire (1970) described this

- as bankinq education. o - ' -

Nonformal education is not a system in-the"sense that
‘formal-education‘is a system., Nonformal education is*merely
a convenient label to;describe‘an‘assortmentfof organized-

educational activities outside the formal system. Nonformal
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education is intended to serve identifiable learning. needs
-.of particular "subgroups in any given population--children,
youths, or'adults; males or femeles; farmers;,merchants;(or
- craftsmen; affluent or poor" (Coombs, 1976, p; 282).

Since the learning needs of these groups are diverse
and demanding, nonformal education is most often
distinguished from formal education.by‘its flexibility,
adaptability, and versatility. LNonfofmal education purports
to meet the diverse leafning needs of virtually any
clientele, and it can change as the needs change (Forest,
1989). While some programs may fail to live up to this
unique‘potential, enough fulfill the basic desCription.to‘
warrant the generaliéation.

Paradigms of nonformal education include
apprenticeships, agricultural extension nrograms, ane ﬁhe
health education activities of China’s "barefoot doctors"A
(Grandstaff, 1976). As in the very beginnings of 4-H and
Extension work, nonformal education was designed not as a
-competitor to formal education but rather as a.supplement,to
it. -Concerne& about fhe crisis in formal educetion, |
nonfornal‘strategies were designed to attack problems
relating to family income, living'standards-in rurel areas,
nrban migration from the countryside, food supplies, rural
unemployment, and poverty (Coombs, 1976; Reck, 1951; Wessel

& Wessel, 1982).
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Another major distinction is that‘planning of nonformal
programs must be decentralized and'broughtvae close to the-
scene of action as~poesible (Coombs, 1976;.C00mbe & Ahmed;
1974). ‘The voluntary nature of nonfermal programs is also
unique when compared to formal educatien. People enly turn
out and participate and stick with the program if they are
convinced it is worth'their time. There are no "captive
audiences" as in formal‘edncation. Nonfornal.edUCatienal
.programs must also be as concerned with fostering-learninq'
as they are with creatiné opportunities to transfer and
apply what is learned (LaBelle, 1976, p. 328).

‘Nenformal education should aiso be.understooa in terms s
of its role'as‘a_vehicle for social change and- its influence
on social stratification. LaBelle (1981) believes that
nonformal youth education in the U. S. is'based on
.assumptlons that youth need structured act1v1t1es to prevent
“1d1eness.". "Adults are expected to be at the center of
control, and the emphas1s is on the application of adult
authority"l(p. 328). Not surprisingly, many nonformal youth.
programs in the U.S. began rlght at the time of rap1d
1ndustr1a11zat10n and urbanlzatlon.‘ $oc;a1 reformérs were
worrled‘about the 1ncreased leisure time available to youth
in cities (Charles, 1993; Erickson, 1983) .

Nonformal education can either reinforce or dismantle
social stratification by 1initing or facilitating social

mobility. TLaBelle (1981) suggested that nonformal education
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may actually reinforce a sense of group cohseiousness and
thus contributes to the maintenanee of one;s socioeconomic
status if the group is compesed'ef\people‘from‘similar
backérounds.  For example, children from low—inceme families

are more likely to participate in public or free activities

whilewchildreh from upper-income families are more likely to

'participate in programs which require some fees or dues.
Chlldren from low—lncome families are more frequently
1nvolved 1n sports act1v1t1es whlle chlldren 1n upper—lncome
famllles are more llkely to partlclpate in fine arts
activities (Rubin & Medrlch, 1979) . Prlvate, for-profit
programs are even more socially stratified. “Ihese programs
typically perpetuate and_hold inﬁcommon a netﬁork ef.
individﬁals‘who share the same socioeconomic and ethno-
reliéious‘backgrounds (Rubin & Medrich,‘1979; Steele' et al.,
.1993). | |
Regardless ef‘its type, the‘major miscenception‘about

nonformalieducation is that it ﬁrovides the equivalent ef
regular- school subjects - and SklllS through out-of- school
channels for the benefit of the unfortunates Who were .
deprlved of real schooling earlier 1n thelr lives. 1In faet,
nonformal education can meet the‘extremely_dlverse‘and‘real
learning needs of people. Nonfermal educatienfsan extend(
and broaden the goalS‘of-formal education;

| What makes nonformel yoﬁth éreUps different frqm

schools? Although“diverse in many‘respects,ﬂa11‘nenformel

-
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‘youth organlzatlons tend to reflect certaln-common elementS°
‘a commitment to the character development of young people;
strengthenlng family life through the support of core
values, an emphasls on experlenced based educatlon, reliance
on small group activities under thetguidance of committed .
adult leaders (usually volunteers) so that‘youth and adults
work collaboratively; providing experiences in democratic
decision-making; expanding'horizons through new experiences;
and the engaoement of participants in the process‘of“
cooperative learning coupled with competitive reward systems
(Erickson, 1983; Hamburg, 1990). The most successful .
 programs link youth with the community andhinvolve parents
and other‘siqnificant adults‘in mentor‘roles with young

people (Hamburg, 1990).

The Important Role of Nonformal
Youth Programs .

Desplte the 1ncrea51ng tendency of researchers (e. g.,
Bronfenbrenner, 1979 Werner & Smith, 1992) to employ an
-ecological approach to understanding human development, them’
.impact of participation‘in nonformal youth groups at the
communlty level has not been given‘much consideratlon.‘-Yet,‘
recent research has revealed that in spite'of numerOUS‘risk‘
factors that may exist at the individual and family levels,
having a caring, supportlve relatlonshlp with another adult
~outside the home-can be a protectlve factor for young people

and may help them overcome the other advers1t1es in thelr
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life (Schorr,‘1988; Werner, 1992; Werner‘& Smith :1992), In
fact the avallablllty of an 1nforma1 network of kin to help
with Chlld -rearing was one of the Varlables that
dlstlngulshed between vulnerable chlldren who grew up‘as‘
competent adults and those who did not (Werner & Smith,
1992). As one social act1v1st put 1t.,

’The supports that improve- 11fe for young chlldren.‘

are those which convey the message that one is not

alone in carrying out one’s child-rearing

responsibilities. (Schorr, 1988, p. 153)"

Hence, nonformal youth groups canfplay a critical role in
enhancing“youth resiliency to negatiVe.outcomes by‘proViding
a‘suppOrt system‘to youth at risk for negative outcomes
(Erickson, 1986, Heath & McLaughlln, 1991{

Another 1mportant role of nonformal youth groups is in
the re-v1tallzatlon of Amerlca S soc1al capltal The
presence of many voluntary assoc1atlons can serve to enhance
‘ the quality of llfe in communltles.- In fact, research |
1nd1cates that s0c1a1 trust and c1vic_engagement are
strongly correlated. "The greater the density of
asSociationallnembership_in.a.society,‘the more trusting its
citizens"‘(Putnam; 1995, p. 73). Putnam points out that'thes
establishment of the Cooperative‘EXtension system is just
one 1llustratlon that the . government can actively encourage
the formation of v1ta1 soc1al capltal . T

However,,the results‘of participation in nonformal

youth programs may not always support the dominant ideology.
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Consequently, children who particinate in nonformal YQnth
groups‘maydekperience a senSe of social dissonance,
‘ especialiy if the content .of the nonformal education is at
odds w1th or om1tted from formal educatlon. If the state
allows such content to be the sole respon51b111ty of the
family or community, it may provide substance for what will
emerge as the local communlty ’s nonformal education
'act1v1t1es

In.other cases, the state may actlvely try to restrlct
what local groups may provide for nonformal education unless
it serves to maintain or enhance the\goals of‘the state.
"Even when the state does not monopollze nonformal
educatlonw however, 1t may be a major sponsor of such
activity to extend the influence of the state beyond the
formal school"™ (LaBelle, 1981, p. 317) 'However, just as. .
' schools‘cannot do it alone, neither can nonformal educatlon
Nonformal education 1s not a panacea.

To suppose that nonformal educatlon has mystlcal

powers to banish the economlc constraints, the

bureaucratic snags, and the humanh frailties that

have kept the schools and adult education out of

balance with the real needs of those they were

- supposed to serve would be simply to set the stage

for another later crop of dlsapp01ntments.v

. (Coombs, 1976, p. 286)

A final feature‘of_both nonformal‘and formai education
that needs to be mentioned is the concept of the "hidden
curriculum." This term refers‘to'allfthe unintended aspects

‘of the educational experience. Specificaliy} the hidden




105
curriculum can refer to pafticipant’s learning how to "work
the system," or their socialization into the‘lore,
traditions, rituals, perceptions of time and sbace; dealing
with bureaucracy, learning of sexfrele‘stereetyped behavior,
and many ther kinds of learning that are not part of the
6fficially-defined curriculum; Much of the leerning that
occurs with the hidden curriculum subverts the formally-
expressed goals of the educational prograﬁ although they are
not formally acknowledged as existing. The hidden
~curriculum in nonformal education has not been investigated
by many researchers (Casey &‘Tucker, 1994). .

The gaps in oﬁr undersfanding of nonformal youth
ofganizations are still great. Little is known about
nonformei youth organizatiOns as iearning environments. A
need exists to know, for example, what klnds of experlences
in youth organlzatlons lead to p051t1ve outcomes and life
skill development for the pert1c1pants. How do nonformal
youth organizations ‘supplement family environmeﬁts?' What .
role are nonformal youth programs .playing in the
socialization process for pre- adolescents and adolescents’

. As one expert on nonformal youth groups observed:

At their best, [nonformal youth organizatione]‘

- provide access to interesting and concerned adult’
friends, social and technical resources, and
meaningful roles in the broader community--all

difficult for youths to obtain readlly on their
own. (Erickson, 1986, p. 23).
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Socialization-and Training in Youth;Groups

Introduction

America is a culture of jOlners. -From the colonial
‘period to the present, Amerlcans have actlvely formed soc1a1
groups——clubs, commlttees, lodges, fraternltles,
associations, troops, and societies-~-to foster camaraderle‘
and a spirit of‘fellowship, find strength in numbers, |
strengthen community cohesion, build a common identity, and
inculcate members to a unique culture the group could call
its own.” These nonformal groups play a central role in
American socrety,‘ The 1deology of a55001atlonallsm, ‘as one
observer has called this, permeates American history and
finds it expression in‘both adult'and youth groups, male and
female‘(Charles, 1993; p. 47). Clubdom is a distinctly
Amerlcan 1dea (Grlffln, 1983; Lynd & Lynd, 1929).'oAs-one
observer ‘of American life commented, "For most‘of‘usf‘groups
are important elements in the structure of our culture"
(Gibb & Gibb, 1967, p. 161).

However, nonformal social‘groups;also play.a 1arger
‘role in our.society beyond the local7level. Nonformal
groups haue been important transmitters of culture‘and have
served as a basis for‘sustaining'national values and
cohesion (Erlckson, 1983; LaBelle, 1981, Lee, 1996) In
fact the natlonal character and close tles to government

fundlng for many nonformal youth groups suggest some 1arger
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national interests "The result is often‘a close bond‘
between dominant group symbols and goals and the national
1nterest" (LaBelle, 1981, p. 327). Even when nonformal
groups emphasize local autonomy, local groups may be
‘reétricted tofchoosing‘from‘a limited number of'available
‘pre—packageduoptions'that areycoordinated and administered
nationally. Thus,'local groups can also funCtion,as
extensions of some national ideology,

‘Asva‘part of‘this.tradition of nationallyesponsored'
nonfOrnal_youth groups, 4-H clubs have formed a‘distinct and
unique subculture within American society. Why this culture
has not receiyed more attention is.not clear. Certainly,
ethnographers‘studying a culture would be juStifiably
curious about an educational organization that co-existed
outside the formal education systen; that actively recruited -
children whofhad not yet reached puberty; that reinforced
and celebrated its core values through a unique set of
.oaths, pledges, mottos, and rituals; and:that featured
exotic 1n51gnias, symbols, and uniforms in small groups led.
by adult mentors, Describing such a culture Would take,on
‘great significance and meaning, perhaps suggesting to
outs1ders that cr1t1cal needs w1th1n the domlnant culture
were not being met by traditional formal educational
‘ 1nstitutions.‘ Yet, 4-H clubs play justrthis kind‘of'role

(Lee, 1996).
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What niche do these kinds of out-of-school groupe fiil?
What distinguiehes themﬁfromifofmal education? Why did\they
arise and what hiéterical forces were behind their creation
and perpetuation? The answere'to these questions may_help
us understand more about the socializing influence‘of
nohformal grOups-in our‘society.

The Historical Context of
Nonformal Youth Groups

Certainiy, befere_thegadvent of the tWentieth éentury;‘
there are numeroue‘examples bf‘nonforﬁal adult and yeuth
groups. In the U.S., nonformal youth organizations did not
begin in earnesf until the 1830’s when schools began to
replace in-home end on-the~job training fer adult roles
(Erickson, 1986; Griffin, 1983). Mahy adult‘organizatiens
formed youth brahChes which were desiqnee to caffy out the
social goals ef groﬁps like ?he Woman’s Christian‘Temperance
Union, the‘Knights of Labor, the Fermer‘e,Alliance,_and the .
Loyal Temperance Legiohe‘(Ericksbn;‘l933, 1986; Griffin,
1983; Stubblefield & Keane, 1989). Commonly, these
~ofganiza£ions sought to make older'values seem fresh and
contemberary‘to‘the new younger‘generation'(Griffin,‘1983)f
However, it was not untii theedawn of the 1900’s that
“voluntary youﬁh grpupseame inte full‘development,

During the 1890)s;‘America was experiencing prefound
and fundamental‘changes-—eemmunibations had improved

creating a‘national‘economy, tfansportationvsystems'linked
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all areas of the country, inter-urban railroads were
bringing farmers to the city to trade and conSUme,
1ndustr1allzatlon.had created urban centers and an
1ndustr1al work force, and rural areas were losing
populatlon _Great social upheavals-were characterlstic of
this period--the rise of ponulism, huge labor strikesr
‘jagrarian unrest, and the,Great Depression of 1893.

In the 52 years between the passage of the Morr11 Act
of 1862 (whlch established the college land—grant system)
and the Smith- -Lever Act of 1914 (whlch established the -
Cooperatlve,Extens1on Serv1ce), profound chahges in
"education were taklng place as a result of these other '
Achanges in Amerlca The ideal 1ndependent rural famlly
‘economlc productlon unlt was be1ng replaced by an urban-
dwelling consumption unlt. Women and chlldrenywere being
taken:oﬁt of‘the home and placed into‘the industrial
workplace. Many urban families no longer‘produced-the
| majority of day—to—day_commodities that they would need.
People no longer worked on their-owncprOperty but rather
worked for someone'else sOmewhere‘elsel In fact the 1920
census showed that for the first time in the U S. more .
people lived in urban areas than llved 1n rural areas.
Increa51ngly, young people who had learned the make the
transition tO'adulthood;by working and learning alongs1de; 'y:'{ 
their narents'were‘being compelled;to spend more time in

schools. America was changing, and many people looked for
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ways to‘re—create connections and foster‘the.cohesionoand
interdependency once known in'rnral American-life.

out of these profound changes, Progress1ve reformers
nurtured nonformal youth groups’ as a way to bridge the
widening gaps between home and school and work (Griffin,
.1983). In addition, adults began‘to‘be more concerned about‘
~how young people, particularly 1n c1t1es, spent their time
_free from the soc1al controls of small town life (Kett
1977; Kleinfeld & Shinkw1n, 1984).. Adults felt a compelling
need to regulate and structure their free time outside of
school‘in sex—segregated,actiVities, ~(This was thewend of
the'Victorian age after ail.) Leisure time was a new‘ :
commodity for youth that had not‘existed'to a great degree
in pre-industrial America, and there Was'"widespreadrCOncern
about the development of the-character of'youth".(Errckson,
1983, p. 2). .

At the same time, colleges and universities began to
exert.control over the extracurricuium‘for‘sports, dramatic.
clubs, debatiné societies, fraternities,'and religious‘
organizations kLaBelle, 1981). ‘At universities, manylmore
people‘were being exposed to a belief in the primacy of
‘science‘and'scientific efficiency. ‘With»an,almost
'unqnestioning'acceptance of SCienCe,‘many'people began'to
believe that they -could "direct social‘change to rational
purposes" (Griffin, 1983, p.,167). Progressive‘reformers'

- especially believed that people could translate~socia1
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ideals of the eimple virtueSvof small-town America into
reality in a world of large-scale organizatiehs‘(Griffin,
'1983). In fact, one centemporary during the Progressive era
remarked that "government is the moet potenf'facter in
" social uplift and that inefficient administration can’
manufacture more eocial ills thaﬁ a generation of social
programs can remedy" (Griffin, 1983, p. 15;7Q .If social
problems were'to be overcome, scientifie investigation and
efficient administration were the remedies.' Effieieney,,in
this view, demanded an eﬁphaeis onlplanning; on grass—roete
control, on practrcality, on decentralized power, and on the
encouragement‘of indi?idualisﬁ (Griffin, 1983)._‘ ' ”
' Progressives believed that a new Vision of democracy would
.emerge which would perfect the small-town notions of
"neigﬁborliness" (Griffin, 1983, p. 175); Hence, a
proliferation of local groups fit well in this‘image of-
renewal and reaffirmation. '

During this period, then, it is'no coincidence that_‘
" most of the majqr ﬁonsectarian adult and youth groups
- emerged between 1904 and 1920. In a single decade, between
1910 aﬁd 1919, eight of today’s largest national youth
groups were officially established (Erickson, 1983).
Something wae‘going on, and it was no mere coincidence.

Membership in all-male clubs and fraternal orders
(following the strict gender separation of V&ctorian,ideals

at the time) was also at an all time high during this period
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of history (Erickson, 1986) For example Rotary, Lions,
Kiwanis, Elks, Moose and other male societies emerged at
this time (Charles, 1993).

'Women!s‘auxiliaries were also proliferating‘at this
time. 1In 1905, for examble, "Chicago was home to more than
one hundred women’s clubs, two-dozen charitable societies,
eighteen social settlements, and a.dozen civic betterment
clubs"L(Charles, p. 42). All these organizations offered
members a sense of togetherness and mutuality, a refuge from
turbulent tlmes through recreatlon‘and relaxation, and a way °
to demonstrate self-sacrifice and stewardship through
community service. Moreover, they fit into the
ProgressiVe’s notions of'creating a social order in which
all men_and women could develop to their full potential
(Griffin, 1983) .

Several of the adult and youth groups at the turn of
the century drew its members from numerous‘existing,
moribund groups. The Elks, for example} had begun in the
1860’s as a drinking cluo of actors called "the Jolly Corks"
but soon attracted businessmen to its ranks (Charles, 1993).
The Boy Scouts were created by combining a number of older
youth groups which included the Sons of Danlel Boone the
Knights of King Arthur, and Seton’s Tribe of Woodcraft
Indians (Leslie, 1984). Other middle-class servicevclubsi
drew from-such organizations as the Knights of Pythias, the

Dramatic Order of Knights of Khorassany The Sons of Malta (a
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fake order), the Maccabees, Royal Arcanum, and the Anc1ent

Order of United Workmen (Charles, 1993)

Oriqins of Youth Work

Orlglnally relegated to . the work of women’s
aux1llar1es concern about youth began to_domlnate
dlscus51ons among‘male cluhs about-l910;_ Many‘of these
origlnalvadult organizations soonsored youth groups as a
part of their dedication to the ideal.of service and social
responsibility as well as out of a ooncern for boys as "men
in the making™" (Charles,‘199$;‘Kett} 1977) . ‘The Elks, for
example, sponsored Boy Scout troops and the Salvation Army.
Lions .Clubs also sponsored Boy Scout troops. " Rotary
isponsored YMCA groupsQ The government sponsored 4-H.

Support to such groups was not w1thout controversy,
however, and revealed a hidden connection between urban
fraternal organlzatlons and loyalty to bus1ness. Boy Scouts
were a partlcular target of both the labor and the s001allst
movement in Amerlca. The Amerlcan Federatlon of Labor, for
1nstance, refused to recognize the Boy Scouts until they
modified their "pledge of loyalty to employers" that was
borrowed from the Brltlsh (Leslle, 1984, p. 469).'~Ch1ef
‘SCQut Ernest‘T.lseton‘was removed from‘histOffioe in 1915
'for.hls supposed socialistyleanings which offended business
and middle-class interests; Even in the 1920’s radical

1ntellectuals voiced the1r susplclons that scoutlng was "a
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capltallst plot to traln a new generatlon of arned
strikebreakers" (Kett, 1977, P. 224).: Mechllng (1984) has
repeated the charge in modern times. |

| Interestingly, scouting explicltly "advertised itself
at a substitute for the'farm and.frontier" (Kleinfeld.&
Shinkwin, 1984, p. 4). - Writing in one of the early
histories of‘Boy.Scouting, Daniel. Carter Beard wrote in
1914: | |

The w11derness is gone the buckskin man is gone,

the painted Indian has hit the trail over the

Great Divide, the hardships and privations of

pioneer life which did so much to develop sterling

manhood are now but a legend in history, and we

must depend upon the Boy Scout movement to produce

the MEN of the future. (cited in Hantover, 1278,

p. 193)

Howeuer; other groups«sponsored "boy's'work" sinply to\;‘
join in an organlzational movenentﬁfocused on‘YOufh that.had
.been developing since the late 1800’s.‘ Women’s groups had
existed for years and had been formed for the dual purposes
of self- culture and defense of home and communlty (Charles
1993). The emphasis in club meetlngs was on eff1c1ency
(maklng sure to run businesslike meetlngs follow1ng strlct
parllamentary procedure) and on 1nculcat1ng scientific -
housekeeping and chlld‘care methods. By the l880’s,.over
900 women’s groups.had formed in communities all over
.America”(Charles, 1993). :‘ o |

| For men's‘Servicesgroups; boy’s work provided the least

controversial endeavor of service club activities. The
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~ Moose organization,‘for exampie, launched a children’s
project for orphans called "Mooseheart " During thelr 1916
conventlon, Rotarlans‘app01nted a standlngvcommittee on

- "Work Among Boys." Other-organiZatfons,followed these
,ftrends A central purpose was to protect chlldren from the
ev1ls of city life and help poor chlldren (Kett, 1977).

While these adult clubs were primarily'located in urban
areas, similar efforts were emerging in rural areas,
However, the_impetusffor creating youth groﬁpspin rural
areas would be left to others besideshbusiness interests or
the middle class; most notably the Federal and state.
governments. ‘

Businessiclubs'did not completely ignore the‘needs‘of
prural areas,.however.. Anxieties:about’the situation of
youth growing up amid all the'temptations of the early
twentieth century, and business interest in tapping the
economic resources of‘rural areas solidffied interest in
connecting with rural popuiations. Adult clubs_in.urban
‘areas, for example, condncted goodwill tours "to see crops
and build good—felloWship;" sponsored product fairs and‘gave
prizes to the boy or glrl who grew the best crops, and held -
‘"Buy Our Town" days with special dlscounts for farners'
(Charles, 1993 p. 74). The constructlon of the 1nterurbans
'-(spe01al short rall lines) were des1gned to lure rural
residents into. nearby 01t1es on the weekends. Many of these

efforts were almed prlmarlly at maklng economlc galns for

i
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the bu51ness classes located in urban areas and not in

organizing youth groups

4-H as Nonformal Education

Like other‘youth groups, 4-H emerged atia time in
American history When‘the‘popuietion washshifting from rural
to urban areas and‘a‘niddle class was just_emerging; During
the period of 1900-1910, farm prices were rieing and there
was"a growing rural prosperlty in the natlon, but the
:agrarlan unrest of the 1890’s was not yet forgotten. As-a
result, |

It was as though the conscience of the nation had

suddenly been awakened to the thought that rural

- children had been neglected, that the drift to the

city had gone too far, and that it was time

something was done about it. (Reck, 1951, p. 23)

Although it is impossible to pinpoint ite exact
beginnings, 4~H began in the eariy 1900’'s fromnthe desire of
" ‘formal educators to improve the conditions in rural schoois.
Student morale was low[ the school curriculum seemed |
unrelated to real life in the countrys1de, few farm boys
went on to high school, and only one in flve hundred went .on
to eollege (Reck, 1951; Wessel &.Weesel, 1982). Rural |
schools were deteriorating from the 1eck‘of_an adequate
‘property tax base to keep up withftherneceesary repairs.

L; H. Bailey, e naturalist.at Cornell Uniﬁersity, took
a speoial interest in rural life. Bailey was particularly

disturbed that rural schools wére not teaohingrrural‘younq
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.people about the environment ali.around them. - Moreover,
most school subjects‘had little connectieneto‘rural young
people’s everyday experiences er problens.

At about the same time, A.B. Gfaham, a‘county.
superintendenf of schools in Springfield, Oﬁio, wanted to
find a way to improve{the interest and participation of
rural yoﬁth in schools by revitelizing the curriculum; itl
was not until 19i8 were compulsory education laws enacted in
all 48 states. His notion was to forﬁ a boyé’.and‘girls’
experiment club. Since he was not sure hie school board
would approve, he decided to hold the meeting in an old
warehouse on a Saturday afternoon when the youth’s pafents
would be in towh ehbppiné (Reck, 1951). This'meeting took
place in 1902. |

Graham. was a convert to the primacy.ef,SCience and
wanted rural youth to appfeciate how scieﬁce‘ahd efficiendy
- could improve their standard of living. .- Graham’s first
lesson was to teach his young students how to use litmus
. paper to test their farﬁ soil at home. Later, he promised
to help them‘select the‘best‘COrn froﬁ their family’s crop
and to.plant experimental plots.

It was fortuitous that Ohio State University’s
experiment -stations were looking fer a way to disseminafe
- their new-found information out to rural groups. With the
help of  a eollege‘agricultural student orgahization, Graham

was able to make the connection.  With a cadre of college
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students, Graham travelled in rural areas generat1ng
enthusiasm and 1nterest in s01ent1flc agrlculture Young
people were instructed to gather the largest ears of corn on
their family farm‘and save the‘hernels. Then, these young
people_were.instructed in how to plant experimental plots.
Initially, young people would compare their yields to the
yields of their-fathers. The inteht here was to show young
people how they could apply science to thelr everyday llves
and how science would help them become more efficient in
'ra1s1ng crops (Reck, 1951).

Within a year of his first“Saturday morning meeting,
Graham had formed 13 clubs in 9 Ohio counties——all of them
directed by the local county school superlntendent. All“of
these clubs elected youth offlcers kept‘records, and‘met
more or less regularly. Graham’s work was noteworthy enOUgh‘
that he was'hired away to the Ohio State ﬁniversity College
'of‘Agriculture as the flrst‘superintendent of Extension
(Reck, 1951).

This pattern was repeated in many other states. In all‘
instances,‘county superlntendents ofVSchools were the
impetus behind the'genesis of what would become eventually
become known.as 4;H¢ From the beginning, 4-H was created as
one avenue to helpfyouth‘in rural areas learn about their |
environment, to learn how to'apply scientific‘practices in
agriculture, and to foster positive self-image among rural

youth. "Learning by doing" reflected the Progressive notion




-of unity of miﬁd ahd bbdy. At the time, it was believed
that "physical action actually shaped pfactiéal~mo§als"
(Mrozek, 1983, p. 36).

However, like fhe youth groups sponsored by middle-
class urban adult groups, 4-H groups shaféd a hiddén‘
_ecdnomic motive. County superintendents were instrumental
ih_the beginningssof 4-H because they saw improved
agricultural production-as a key to-bettér.schools and an
improved tax‘base. County superintendents were well aware
| that low—income farms‘coﬁid ﬁot'supﬁort é g¢od‘school system
or prbvide‘thefnecessafy finaﬁqial basé‘to kéep scﬁbdis‘
'modefn..

It has been démonstrated that our éoil is capable

of -producing one hundred bushels of corn to the °

acre, yet our average production is.less than

~ twenty bushels per acre....We have the best

pasture and corn lands, but we are bringing our

meat and corn from the West. (Reck, 1951, p. 49)
Others ghared this view. Rurai‘areas‘badly'heeded higher
farm incomes. Something needed. to be done to make farm life
more attractive aﬁd ﬁo‘make farﬁing‘more pfofitabie; 

A majof obstacle in improving rural economies was the
reluctance and disinterestedness of rural adults. Few had
any motivation to iearn. .Eewef'had any mQtiQation to
change.  Traditioh waé“the'teachef. In part because
educatién was cénsidered to be restriéted to schooling and
thefefofé to-be‘the_province only bf'childhééd, manyygdults

avoidéd‘any education‘(Beder,‘1989),“Yet in the early "
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1900’s, for‘the first time in a long while, there was
something nem to teach in agriculture. AdVancements in
scientific understanding, partlcularly new methods developed
"at the Agricultural Experiment Stations, could help change ‘
product1v1ty levels on family farms.' 801ence and eff1c1ency
were the watchwords of the day, yet adults seemed to take
little notice. Some felt that adult motivation might be
stimulated through a challenge from their children.

In fact' in an early attempt at rural adult education,
Will B. Otwell president of the Farmer’ 'S Institute in '
Macoupin County, Illinois, sent out personal 1nv1tations to
adult farmers'in‘1898. 'He hoped to show them some 1mproved
methods ‘which would increase their production and yields.
When the doors opened, only the officers of the Farmer’s -
Institute and a chaplin entered. When other attempts
yielded similarly low‘turnouts; Otwell decided.to ignore
parents and concentrateton the boys. .As one person phrased
'it: If you can’t teach an old dog newytricks, "then next
year we’ll try the pups" (Reck, 1951, p. 57f. |

The superintendent’s.work‘with boys resulted'in a-
_similar push for an organization formgirlsQ The first
Girls’ Home Culture club was‘organized in 19Q3I(Reck, 1951),
Other groups soon followed' ‘Like boy;s clubs;‘the goals
were the same——how to apply science and eff1c1ency to result

in better management practices and improved farm income.




o imm El |

.'121.

Thus, 4;H youth.groups began as a subVersive form of
adult education. In order to reach the parents unmotivated
to learn new techniques, the‘strategy now was to teach the
children, 4-H groups‘began as‘ways“to enhance'rural farm
incomes‘so the resident taxpayers could‘fund‘better schools.
Not surprisingly, club work owed its existence to school
superintendents (Reck, 1951, p. 121). |

. 4-H representedoa unique.unity of‘principles that had
not ekisted hefore‘in the U.S. Unlike the current |
‘situation, 4-H represented a partnership between formal and
nonformal education. 4-H became coeducational before any‘
other nonformal youth groups. 4-H had an‘avoWed aim of
improving practical skllls while also enhanc1ng life skllls
such as dec1s1on maklng, self —-concept, and'a spirit of
1nqu1ry . 4=H brought together a unlty that heretofore was
lacklng-—between formal and nonformal education and between
adult and youth educatlon. The‘same demonstration methods

used to teach youth‘were‘employed_to'teachuadults.

4-H Today

Today, 4-H is known as one of the major youth
' organizations. 4-H has become a w1dely recognlzed
‘1nst1tutlon in Amerlcan culture whose name and symbol the
green 4- leaf clover emblazoned w1th four white H’s,‘are well
known to many people. Mentlon_4fH today and a Norman

Rockwell-image of pastoral simplicity and docility is still
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evoked through images of animal husbandry, weekly‘meetlngs‘
in one-room schoolhouses, displays at fairs, and fund-
raising events such as‘bake‘sales.

One sees so much of thls agrlcultural 1mage from a’

bygone era in parodles of country life that one can fail to’
see that 4-H also creates new kinds of educational
opportunities‘for‘yoUng‘people‘and.adults (Kleinfeld &
Shinkwin, 1982). These experiences offer young people
oppOrtunitles to expand‘their‘relationships with youth of;“
dlfferent ages and w1th adults in the communlty and to
provide training in practlcal skills that are not avallable
from other communlty organlzatlons. Through 4-H act1v1t1es,
young people are able to assume actlve, respons1ble roles
that they rarely have in- school (Klelnfeld & Shlnkw1n,
1983) 4-H groups also offer parents an avenue to teach
the1r children and intensify parents’ role as teachers of
early adolescent children.

The appeal of 4-H has been so wide that the program now
reaches young people in every demographic area--farm, rural
non-farm, suburban, and central 01ty--and 1nvolves young
people of every race and creed. Today, -H:can also be
found'in over 80 countries worldvide. While many'people
believe that the modern 4-H program works only w1th whlte,
pr1v1leged mlddle- and upper class youth the NELS: 88 study
showed otherwise (Natlonal Center, 1988). _4—H ‘members are:

more likely to come from lower socio-economic status groups,
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exhibit‘several fiék factoré, have siblings who ha&e droppéd
out of school,_aﬁd‘comé from multi-ethnic families where
neither parent had éompleted high school (Steele et al.,
1993) . | -

As-qné bart of the Coopefative‘Extehsion Service, 4-H
is the youth component -of the state land-grant university
system staffed by tenured and adjuﬁct facqlty who are
charged with extending practical reéearch, ihformation, and

resources to the public. The Extension network includes:

Land-Grant Universities: 72 .institutions of
-higher'learning, including‘colléges of
agriculture, home econéﬁics, and,family‘life; and;
agricuituial research and experiment stations.

Professional Staff: 17,000 Extension agents,

based in over‘3,dOO‘COunties nationwide_.
_implementing brograms in 4-H, agriculfufe, home
economics, family living, communit§ resource r
- development, and natural resources.

Volunteers: Nearly 3 million volunteer leaders,

committed to deliveriﬁg Extension'sibrograms and
services. 4-H Qolunteers nationwidé contribute
more‘than.$1 billion annually'in terms 6f time,
ﬁraVel, and support;ifhis is far in excess of ‘the’
 total combined public and private dollars invested

in 4-H.
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- U.S. Department of Aqrioulture: The federal

partner, linked to all state land—grant
un1vers1t1es to support research and educational

outreach programs.

Nationa1,4—H‘Coun01i: iA.non-profit, private
educational_foundation established to.mobilize
resources to - support the work of the Cooperative
Extension System on behalf of youth and |
volunteers. Only about 20% of 4-H fundlng comes

from public sources with the remainder being
provided,by private sources.

Since its beginnings in the earlylzuthrcentury, 4;H has
" focused on the growth and development of,young people’using
a wide variety of hands -on pro;ects as the attraction for
attractlng them | For some 80, years, 4-H has‘espoused.as its
goal helping young people become mature, competent adults by
teaching skills through experiential methods that will be
.useful in adult life. . Many of the skills taught in 4-H are
‘particularly useful in civic organizations ‘and community
leadership ‘(Reck, 1951; USDA, 1986) .

However, 4~H is more than Jjust a youth program. As a
component of the 1and-grant university system;.4—H is also
an adult‘education program, involving hundreds_of thousands
of adults in teaching‘and leadership rolesa‘.Programs like
4-H that include parental and Community inyolyement have

been shown to improve the effectiveness ofmlife skills




S N Ll L

- 125
education. 'Moreover, linking youth-and adults is a hallmark
of successful programs (Hamburg, 1990). |
Like youth, adults develop skllls which can be used to

: enhance the quallty of their own llves as well as the well—
being of the communities in whlch'they live. ‘W1thout adult
volunteets, there could be no 4-H program. In Montana 4-H,
for example, the salaried staff of:about 90 field faCulty
are supported by a volunteer force of over 5,600 yolunteer
leaders. - o |

'The 4-H program remains one of the oldest. and' largest
nontraditionai.educatdonal:programs in the United States.
Enrollhent in 4-H during the 1960”s was_ at about'5 2
million. Membershlp decllned sllghtly dur1ng the 1970’s and -

has recently experlenced a resurgence in the 1980’s and

1990’s so that today nearly 6 million youth are 4-H members.

Mlsconceptlons about membershlp in the 4-H program
abound. Many cons1der 1t an exclus1vely rural program
teachlng only agrlcultural concepts. This 1mage is moref
stereotype than factual.‘ The NELS:88 study (National
Centet;‘1988) has been useful to deflne who partlclpates 1n
the 4 H program. While nearly 726‘Of all elghth gnaders
participate in .some outside of school activity, less than
one-ténth‘of eighth‘gradetS‘Were cutrrent members‘of%4-H.“
About-14% participate in scouting, almost 11%‘percentc
particioate in Boys/Girls’ Clubs,‘lé%‘oarticipate in

. YMCA/YWCA programs, and 33% participate in religious youth -

>
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groups (Hafner, 1990). However, the NELS:88 study revealed
_that 19% of all eighth grade girls and 15% of all eighth
grade boys had taken part in 4-H at some timegin their'lives

(Steele et al., 1993). Youth from rural areas are twice as

. likely. as ‘urban and suburban youths to’ part1c1pate in 4- H

programs. However, rural youth are also more likely to'
participate in religious youth groups;
Desnite conventional stereotybes, 4-H youth are not

just the “cream‘of the crop," and they instead_represent'the :
average of American youth in terms of academic achievement
and grades. Youth in. the lowest socioeconomic ‘status
quartile take part more often than‘those in the‘highesty
soc1oeconomic status“quartile in Boys'’ and Girls’ Clubs‘and
4-H clubs. 1In addition, over one-third of those who had
been in 4 -H were "at risk" in at least one area and one-
third of those WhOwtOOk‘part in 4-H for the first time in
the eighth grade were from families with incomes of less

than $15,000 (Hafner, 1990).

Clubs as Families

While nonformal youth-organizations continue their more
‘traditional roles of serving as eduoational, social, and
‘recreational.centers-for youth, ’increasingly they are
filling a void for children formerly filled by parents."In
the changing world of families, they also serve as

supplements for inoomplete or inadequate families who,cannot
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‘provide for their éhildfen’s neéds.”‘This new and emef@ingu
role for nonformal youth‘brganizainns is exciting but‘éiso;
dauntiné. ’ |
|  Policy makers and‘préctitioﬁeré_cohcerned With American
‘youth acknowledge the speciaiﬂandicritical contributioh of
cémmunity organizatiOQS'as resources that éxtend beyond
family énd‘schools. They recogni;e‘thg‘limitatidns_bf
today’s‘schoals and familiés. Schools as éoéiél |
institutions are inadequate.because fhey are built on
Outmoded‘assuﬁptiéns.about family and éommunity. "To6 many .
families simply lack the emdtiona1, financial; ekperiential;
or cognitive supports that.a dévelbping youngster requifes“'
(Heath & McLaughlin 1991, p. 6.24).“ ) |

A 4-H club~méy fﬁﬁétion as éléﬁrrogate family fér some
youth. This kind of relationship.hés never Eéen
investigatedqd, but the parallels are striking. _Liké a
.family) clubs are lea‘by adults th‘exerciéé contrél and
exact sanctions 6ver the behaviqr of‘members,‘-Membersvof
‘clubé have a Wide age range and abilitiés..‘4-H gréups
proﬁide:enyirbnments that‘hé&e rituals, tréditionéi a
.culturé, social networks, and supéort‘systemsfthat‘are thé
missing ingredients for some home envirOnmenté. Not
surprisingly,.Heath‘and McLanhlin assert»that.éuccessful
ybuth organiéations sharelmany qfifhe.featureé>"that in

earlier eras characterized family life" (p.. 625).
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Nonschool organizations provide multiple services

that sustain them [teens] in their family roles

and give them broad support for the1r 1dent1t1es

as teenagers (p. 624)

‘lee a famlly, then, there must be a balanoe between
adaptatlon to change and cohes1on in the face of the unknown
. within a club. Clubs can function as havens from a
turbulent, chaotic world. Out-of-school organiZationSVCan‘
dprovide a bﬁffer to the outside Wor;dland surround members
in a socializing environment that holds them accountable for
their own actions. .Memhers are aISo held accountable for .
the institution’s weli—beinq‘and for the actions of others
within the organization. |

The activities of these organizations, like the
idealized family lifé whose features‘they\refiect, structure
. fields for action, reflection, and constructive social
. interaction. . In'the.process, nonformal youth groups can
create social cohesion and bonding~that maY be absent Within.
“families. As in any cultnre, children‘may iearn‘how they ;
"should behaye,'grow, develop} think, feel and adapt" |
through participation in nonformal groups (Palmer, in press,
p. 52). | |

Recent research indicates that effective‘strategiesn
that‘promote'life skills development‘must help promote
attachment to schools and parents together w1th a commltment

to the conventlons of social order and the law (Hawklns &

Wels, 1980).
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The Social Development Model proposes that if the
primary units of socialization (families, schools,
peers and the community) are to influence youth

. away from delinquent act1v1ty, youth must have the
opportunity to be involved in conventional
act1v1t1es, have the skills necessary to be
involved successfully, and those with whom the
youth interact must con51stent1y reward desired
behaviors.
When their.experiences lead to the development of
a social bond of attachment, .commitment and
belief, young people are more likely to become
pos1t1ve, contributing members of their schools,
families, and communities. (Cuervo, Lees, & Lacey,
1984, p. 29) :

Summary

"A common featuredof the U.S. is a highly
speciaiized and complex society- in which'manx socialization
agents or'systems operate simultaneously and parallel to
each other and Without much coordination. Yet, these.
socialization institutionS'influenCe the'social develepment
of young people not eniy through the explicit and intended
educational geals but also by the way they are organized.andl
actually operate. These latter influences are by—pfoduCts,
sonetimes of anvunintended character. Yet, tney are just as
. important to understanding.the role df‘socielization agents
as'the'intended goals. | |

4-H clubs, like other mnonformal youth groups, need to
be understood as agents of.socialization. Whet‘rele they

play in this process is still not well understood. -
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CHAPTER 3

‘RESEARCH‘DESiGN

Introduction

This descriptive ethnographic study‘was_a mixed design
of qualitative and quantitative data-gathering research
methods. Typically, descriptive.research studies‘involve
"collecting data in order to test"hypotheses and to answer
questions concerning the current status of the subjects" or
programs (Gay,L1987; p. 189). . Case studies are a bounded
‘system wnich‘is "an examination'of ahspecific phenomenon
such as‘a'program, an event, a person;’a-processy an |
institution,:or a social group" (Merriam,_1§88, p. 10).

In'addition, descriptive research StudiesVare concerned
with.the Way things_are and as shcn‘are typically "concerned
with the assessnent of attitudes, opinions, demographic
information,‘COnditions and procedures" (Gay, 1992, p. 218);
Descriptive stﬁdies collect data throngh techniques such as
interviews, observations, or questionnaires..ﬂDescriptive
‘studieslattempt to desecribe things,as they are in the
present, not as theyﬂshould be‘or‘have been. This
‘descriptive study used a combination of ethnographic and

rationalistic procedures to collect data.
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Principles of,Ethnoqraphic Research

Ethnoqraphic research is not new‘to education In
fact, ethnographic research has proliferated in, recent years
as researchers have  accepted that s1ngle, rationalistic
approaches do not necessarily help in understanding the
world as 1t 1s ‘This‘kind,of research uses a-variety of..
research techniques to gather data and-does not rely only on
one source (Glaser & Strauss, 1967; WolCottL 1990) . The
multiplicity‘of data‘sources‘and the‘immersion of‘the
researcher with the participants‘are.unique characteristics
of such research designs, "providing a depth of
understanding oftenflacking in other approaches‘to,research"‘
(Goetz &‘LeCompte, 1984, p. 9).”lEthnographic research ‘is-
also holistic,-attemptinq to'construct.descriptiOnsAof‘total
phenomena within various contexts and then generating from
_these descriptions the causes and consequences that affect
human behavior (Goetz & LeCompte, 1984)f

Gaining an.understanding of the‘relationship between
:leadership styles and member outcomes requires a research
methodology deSigned to discover, model, and verify these
interactions.l This research model is inductive rather than
deductive, In deductive research;‘researchers hopecto find -
data to match a pre—conceived_theoryr Inductive'research,
by'contrast,‘begins with.the‘collection of data.and.huiids
theoretical propositionS'from the relationships discovered

in the data. The aim is to develop‘findinQS-that can be '
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compared and translated to groups not investigated rather
than outright transference (Goetz & LeCompte, 1984;
McMillan, 1996).

-Ethnography‘has an advantage over other research
methodologies because it provides the tools for focusing on
natural settings such as the club meeting, uses
participants’ constructs to structure the reSearch, and
describes in depth the participants’ perspectives and
experiences (Goetz & LeCompte, 1984). The primary
disadvantage of ethnography is that the data are difficult
to Verify. A challenge to all ethnographic researchers is
to be able "to enter unfamiliar settings without
generalizing from their own experiences to the new setting
and to enter familiar settings as if they were totally
unknown" (Goetz & LeCompte, 1984, p. 10).

As one‘way to deal with threats 'to Validity,
ethnographers have developed methods‘of"systenatic,
controlled elicitation and formal analytical procedures.
‘The primary strategy in minimizing threats to‘yalidity
involves alternating between direct observation and
systematic indirect questioning to discover logically
related principles used by individuals and groups to order
relevant phenomena. These techniques and strategies were
employed in this descriptive study to discover the influence

of club leadership styles on participants in 4-H clubs.
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To understand the essence of the 4-H program, lt was
necessary to use a des1gn which - allowed leaders, members,‘
and parents of the program to fully express their ideas and
_ reflectlons on the 4—H exper1ence.' Data were collected
through a variety of strategleS‘so'that eacn could be usedd
to cross—check the accuracy of the other.

Just as a surveyor locates p01nts on a map by’

triangulating on several slghts, SO’ an

- ethnographer pinpoints the accuracy of conclusions

drawn by triangulating with several sources of

data. (Goetz & LeCompte, 1984, p. 11)
In this research study,of 4-H.clubs, this trianqulatlon
technique was used to insure accuracy of observations. The
purpose of this educational ethnography was to provide a-
thick and rich‘description‘about*the contexts, activities,
and beliefs of participants in 4-H clubs. Tne.succeSS of
such an ethnographic study is if the result recapitulates
the cultural scene aCCurately.enough so=that readers
envision the same scene as witnessed by the.researcherl
(Goetz & LeCompte; 1984). Rather than seeking '
.generallzablllty or outrlght transference to groups that

were not investigated, qualltatlve research aims for

translatablllty,and comparablllty.(Goetz‘&‘LeCompte, 1984)[

Sample and Population

There are more than 10,000 4-H community club members
in the'state'of Montana who participate in approximately

1,000 organized clubs. Since the purpose of this research
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was to investigate the club experience, for the purpose of
this study the population ‘was all 4-H communlty club members
in the state of Montana. All counties in the state were
classified into one-of‘three categories:'urban, rural, or
‘frontier}A These_categories_Were,based on U.S. Bureau of the
Census Bureau (1993) data for numbers of:people per square-
mile. | |

| Countyvunits were selectedfas the basis'for this study
since, counties are the fundamental unit around which the
Cooperative Exten51on system is organized and administered;
County agents are hired to serve a county populatlon by the
county commissioners. Funding for the‘Cooperative-Extens1on
Service also relies, in part, on county monies. Counties
were also the logical unit of study Since 4-H clubs‘
part101pate in just one county’s Exten51on program and

cannot belong to two counties at the same time.

Definition of County Categories

The state of Montana has a total of 56 counties. For
the purposes-of this study, counties were divided into three
distinct groups. Urban counties were those with more than’

10.0 people per sdquare mile. There were 10 counties in this

category. They ranged from Ravalli COUnty with a density of

10.0 persons per square mile to Silver Bow County with 47.0

persons per sgquare nmile.
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Rural counties were those with a pdpulation density of“
less than 10 persons per square mile but more than 2.0
persons per square mile. Such éounties typically have a
populated center with many small toﬁns and rural farms |
elsewhere. There were 23 counties in this categofy.

Finally, frontief édﬁnties were thoSé.with 1éés than
2.0 persons per square miie. While such a ‘classification
may seem_npvel; this category Waé originally used by the
U.S. Bureau 6f the Censﬁs in the late‘i9th century to
designéte "unsettled" areas of the nation. Frontier areas
were those .areas considered below the thfeshold‘of
civilization. |

Today, over 100 years latér, there are still a total of
, l32_counties in 15 western states in the lower 48 states |
with a population density of less than 2.people.per square
milé. The overall population density for the U.S. is 71
people per séuare mile. Interestingly,.the 132 frontier‘
‘counties account fbr-nearly one-tﬁird of theltotal U.S.
contiguous land area. In Montana, 23 of the 56 counties
fall into the frontier category and one coﬁnty, Prairie
County; is the size of Connecticut (Duncan,.1993). Finally,
it is important to point éut that the number of homeless'. |
péople in the U.S. is greater by half than the number of
people who live in the‘conteﬁporéry frontier.

Thus, in the late 20th céntury, the frontier still

exists and accounts for an important cultural milieu in
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America which is con51dered in th1s research project. The
frontier prov1des a unique and significant variable for the

western experience, particularly related to 4-H clubs.

- Phase 1: Selection of €lubs for Research

- After classifying ali fifty-six Montana counties
kYelloWstone‘National Park was not included”since even the
Census Bureau admits that this‘is a jurisdictional ahomaly)
in one of these three categorles, one county in each
category was randomly selected u51ng a computer—generated
random number scheme for the purposes of this study. Lewis
& Clark‘(urban), Park (rural), and Liberty (frontier)

counties were selected.

Leadership Style Survey Instrument
Having randomly selected three study counties} all 4-H
club organizational ieaders ahd county Extension faculty
were administered an instrument designed to measure adult
.oriehtations toward fostering either control or'autonomy‘in
‘young people. This instrument, named the Deci iustrument
for its primary originator E. L. Deci of the University of
Rochester (New‘York),]reportedly provides "an internallyi
consistent, temporally stable, and externally valid" measure
of an adult’s basic orientation towards working with YOung E

people (Deci et al., 1981, p. 649). The Deci scale was
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developed from concepts developed in cognitive evaiuation"
theory.

After each person completed the survey instrument, each
individual received alscore Whieh can be interpreted on a
continuum‘of‘behavior——from hiéhly eontrolling (-18) . to
highiy~supportive of autonomy (+18). A.high, positive score
1ndlcates a high autonomy—orlented style whlle a low,
negatlve score indicates a hlghly control orlented style of
working with chlldren. Presumably, a score of zero
indicates a style that is neither highly'controiling ﬁor

highly autoﬁomous but midway in between.

Each individual’s score‘is believed to measure a
relatlvely stable orlentatlon in adults towards chlldren and
is belleved to reflect a. personallty varlable that does not
change over time (Deci et al., 1981). Scores from the Deci.
‘instrﬁment were_used‘torpurbOSely select ciubs forefurthe;un..

study.

.inStrument Reliability and Validitv

The Deci instrument usesra Variety of vigriettes whicﬁ
ask adults to indicate frpﬁ their perspective what
alternative courses'of_action‘would be ﬁost'apprqﬁriate in
each situation‘(see Appendix B). . In hlS descrlptlon of the
1nstrument Deci asserts that the 1nstrument eXhlbltS good

internal cons1stency in subscales and that‘lt is not




138

necessary to standardize.items before,combining them to
obtain subscale totals. | |

Reiiability coefficients for each of the'four subscales
range from .77 to. 82. The test?retest_reliability of fhe
fotal scale is .70, slightly lower than that of the-
,individual.subscales; In addition to temporallstability,
the instrument was externaliy Validated in two studies (Deci
et al., 1981). Permissioﬁ wes-granted to use this
instrument in this research etudy, |

The original instruﬁent without modifications or
changeS'was‘pilot4tested on selected adult 4-H volunteer
leaders in the‘fall of 1993. The instrument Qas found to be
useful and provided.an accurate-charactefization of‘adulf
orientations to youth since it was used onileadefe of known

orientations towards working with'yoﬁth. N

Administration

N

In the three randomly eelected counties, ali 4=H club
organizational ieaders as identified by the county Extension
agent were requested‘to complete the Deci instrument.‘ In
the urban county,'there were a total of 33 4-H clubs; in the
rural coﬁnty, tﬁere were 13 clubs; and in the frontier
county there were only 3 4-H cluips° In_each club, one
person is traditionally identified as the organiZational,-
leader, butvin those clubs where two-ieadefs were

identified,‘both were administered the Deci instrument.
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The Deci Adult Orientation'instrument was:distributed
and administered through a combination of personal‘visits by
the,reSearcher-cr thrOUgh'the'mail.: In some cases, a second
follow-up mailing was necessary to obtaln nearly complete
return‘rates. |

'In all cases, return rates‘Were_high.‘ From Lewis &
Clark County, 27 of the 33 club leaders completed‘and
returned the Deci instrument (82§ return rate) In Park )
County, 11 club leaders returned the completed survey (85%
return rate). In leerty County, all three leaders returned
the surveys (100% return rate),.fWhen all counties were
combined, a‘total‘Cf 41 of‘the 49 club 1eaders‘returned the
Deci'survey instrument {an oyerall return rate.of 84%) .

Initially, the research des1gn called for a purpos1ve
sample of clubs based on the leadershlp style and . ' ‘ t
orientation of the.club leader.“Thls:cr;terlcn—basedy.
selection proceSS was designed'to select 4—H clubs hased on
set criteria and attrlbutes that were assumed to be |
1mportant to the 4-H club experlence (Goetz & LeCompte,
1984). The de51gn called for selectlng a. total of six clubs
to study. three clubs w1th:1eaders scoring hlgh-on the Deci
instrument“for controlling behavior and three clubs With
leaders scoring high on the Deci lnstrument for autonomy—
supporting‘behavior; However,‘when the scores from the Dec1
instrument werercalculated, concerns developed that the

scores did notfaccurately descrlbe_each leader’s particular




140
style of working with youth. As a check, it was decided to
conduct a criterion-related validity check of each leader’s

style.

Criterion—Relateé Validity Check

Within the 4—H program,vthgre_is a lot of communication
~and contaét between progrém staff and Voiunteers, |
Therefqre, when results from the Deci instrument‘were
scored, several scores did not conform to what was believed
to be known about particular leaders. For ekample, some
leaders who were believed to exhibit high controlling
behaviors with children did.not score near this end of the.
continuum. In thé‘éame way,‘leadérs who-weré thought to
have a‘autonomy—oriehted‘approach did not score this way‘on
the Deci instrument. The data were re-checked and re-
tabulated to ensure that mistakes were not made in entering
of in calculating scores. 'No errors were-found. In faét;
it-was interesting to note that none of the 4-H leaders who
completed the Deci instrument scored below 73;0,‘ihdicating
few coﬁtroléoriented leaders. The highest score on thé
autonomy-oriented scale among - leaders was +12.0. Yet, these
numerical results did noﬁ.correlate well with what waé known
aboﬁt barticular leaders and their styles. Scores for
county agents also did not align with what was known about

their styles of leadership.
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Rather than proceed under faulty assuﬁptions,'it was
decided to survey each of the couhty agehts in the selected
counties to. solicit their personal evaluation of the
leadership style for all their club‘leadefsr This‘kind‘of
reality check would hopefully ensure that the study was not
being blinded by a rationalistic model of defining what is
knowable and allowing'numerical scores to dictate whathwas
feit to be contrary to what was believed to be true about
certain 4-H ieaders.

Using the definitions of-cohtrol and‘autonomy.presented
in Deci et al. (1981), county agents were sent a list of
their olub leaders and asked to rate them on a 10-point
scale with 1 indicating indicating a high control
lorlentatlon and 10 indicating a high autonomy orlehtatlon.
In addltlon, county faculty were given the option to
indicate "Don’t Know".for those leaders who were hot Weli—
khown to them (see Appendix A). Each rating was baSed.oh
pre—seleoted‘criteria known to be important in adult
interactions with yoﬁth.

Comparlsons of the Deci numbers -and the evaluatlons by
county agents 1ndlcated great discrepancies. Perhaps some
leaders were "test-wise" and gave responses that they felt
were approprlate. Others may have been defensive and given
erratic responses’to the vignettes. Perhaps, too,_the Deci.
instrument is not appropriate for use on Voluhteer leaders"

with no formal teaching experience or background, the Deci
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Ainstrument was developed for and-validated on classroom
teachers. Other factors may have influenced the results
obtained from tﬁe Deci'insﬁrument.

- Regardless df_fhe feasonS‘wh§ the.Deci results may not
“have been accurste,'it was decided to proceed with the study
based on the county agents’ personal evaluatlons of the
leadershlp styles of 4-H club leaders rather than the Deci
instrument scores. Based on evaluation results obtained
from the counfy Extension faculty, fiﬁe clubs were
eventually selected for study.. Three clubs wére‘selecﬁed
because the leaders of these clubs were perceived to be
highly control—orisnted, and. two clubs were selected because
the leaders were perceived by the county agent‘to befhiéhly
autonomy-oriented. ©Originally, there was to have been a
even baiance in number of clubs for each.extreme
orientation; howsver, this was not possible because of

schedulihg problems.‘ A third club with a high autonomy-
.oriented leader was not selected because of conflicting
meeting dates with previously selectéd‘clubs. Sihce each
club would be obsered by the researcher for a period‘qf
months;'clubs had to ﬁeet on different days. Clubs Qere

separated by as many as 450 miles.

Phase 2: Naturalistic Research

After each club was selsctéd based on the county

agent’s percéption of the club leader's‘oriehtation as
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either highly controlling or highly autonomous, the club ©
leaders were personally contacted‘and asked if they-would be
w1lllng to have thelr club partlclpate 1n this research
project. Organlzatlonal leaders were not specifically
1nformed about why they were selected nor were any of the
leaders told what their percelved leadershlp 'style- was——
elther from the Deci instrument or from the county agent'
evaluatlon

Fach club leader was asked if he/she would be w1lllng
to part1c1pate in a research project 1nvest1gat1ng the
1mpact .of the 4-H club experlence on llfe skills development
in 4 H members Each leader was-also told that the
researcher would be attendlng each of. their meetlngsnto
observe, record observatlons, review club,documents, take
notes and photographs, and occasionally lnteruiew members;
parents, and leaders over a period of‘months; The role of
_'the researcher was to be an unobtrusive nonpart1c1pant

observer'(Goetz & LeCompte, 1984).

Observations

The observations commenced in January 1995 and
'observatlons were conducted over 12 months, culmlnatlng in
the final collectlon of data 1n December 1995. " The intent
of collectlng 1nformatlon during th1s time perlod was, to
observe clubs over a‘conslderable amount‘of‘tlme. Moreoyer;

since the formal 4-H program year begins each Qctober‘l,
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. this period of observation would enable research to follow a
club from one program year . through its annual reorganization.
during the fall. Twelve months of observation are
considered to be adequate.for most qualitative Sstudies
(Bogdan & Biklen, 1992} Goetz &‘Lecompte, 1984) o

ThlS study used nonpart1c1pant observation to record
the kind and quality of interactions between youth and
adults in the selected clubs. Observations included the -
physical setting of the club meeting, signage (if
applicable), behaViors; language, and interactions between
leaders -and members. -Quasi-ethnographic research methods(
were employed‘(éoetz & LeCompte, 1984).

Because fieldnotes cannot include everything that
happens during a club meeting, there ex1sts a potential bias
in the selection of events to record. An attempt was made
”to overcome this and other possible biases through several
triangulation techniques;‘ Artifacts such as recordvbooks,_
'speechesq minutes of meetings, demonstrations, or award
applications were used to gather qualitative data related to
the 51gn1f1cance of the 4-H experience to members.

Following most observation periods, I also kept fieldnotes
of relevant interactions and‘impressions from each meeting.
All these sources of 1nformation were triangulated so that
the image reproduced is an accurate Verbal photograph of the

4-H club experience based upon a thlck and rich description
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provided by the participénts‘themsélves (Goetz & LeCompte;

'1982) .

Interviews

In addition to fhe obserVations,mthe:reséarCher‘w.
condﬁctéd‘inferviews to collect supporting data. Interviews‘
differed in their structure ahd formality, but all were
designed td-generate‘ahd tést‘hypbtheSes‘about thérnaturé'Of_-

the 4-H club experience.

Youth'IhterViews.5‘Key youth‘informants within each

-élub wére identified and interviewed using‘a'formal
interview pfotocol as a sfarting point; Key informants are
 those whom the reSearéhér‘observed'as haQing\inflﬁenée‘and_-
informal étatus among club members. In some casés,'these
key informants were the elected youth leéders, but in other
cases ﬁhey‘ﬁerehthcée who plaied more behind¥tﬁe—SCénes |
roles of inflﬁence in the club. . These key‘informants were-
interviewed.ﬁsing an interview protocol és a bésis for
guestioning (see Appendix C) Which was pilot—teétéd in‘fhe
fall'éf 1993. .

Férmal interviews were either audictape recorded or
transcribed‘by-hand by the‘fesearcher_for latér content
analysis. Aftér the first three.interviews, thé key
iﬁfOrmant pro£§col Was5revised‘and.refined; Formal
interviews served a hypothesis—testing situations in which |

hypotheses were developed and'tésted by subsequent ihterview
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. questions. The ihitiél interviews wére‘semi-structured.
Each interview began with a prepared introduction about the
general purposé of the interview,'assurances af anonymity,
‘and a request for permission to record the interview. The
interviews began with open-ended questions, suCh‘as:.Tell me
why you first gét involved in 4-H? What kinds of skills do

you feel you are developing through your 4-H experiencé?

Club Leader Interviews. 4-H club organizational

leaders in each of the five ¢lubs were aiso interviewéd
using a pre—desigﬁed interview protocol (see Appendix c).
This protocol was adép?gd from one used.in research by
Prawat and Nickerson (1985) énd has proven té'be useful in
determining whether adults'place priérities on cognitive or
affective goals for the youth with whomfthey work. .
Interviews indluded~open—ended questions such as: Of the
various things you do as a 4-H leader, which do you consider
to be most important? Every‘so often, 4-H leaders tell me
they have‘a really gooa meefing.' Could you tell me what a
really good ﬁeetinq is 1like for you? What happens?
Interviews lasted about 45 minutes, aﬁd each leader was
encouraéed‘to provide any additional information she Wan#ed

that was not asked during the interview.

 Parental Interviews. ‘Several pafents7df 4-H members
were also interviewed during this reésearch project although

they were not originally intended as a collection group.
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There was no formal protocol for 1nterv1ews, and the
researcher asked broad questions about their perspectlre on
the 4-H experience. Interviews with parents‘typically

occurred at county fairs or after 4-H club‘meetings.

Interview Environment. All interviews were conducted

only after five months of observations to ensure that
interviewees would feel more comfortablevand 6pen with the.
researcher and to minimize the potential bias of researcher
influence.‘ Interviews were conducted in a w1de Varlety of
settings from county falrs to club meetlng 51tes. A few
were;done by phoneJ All interviews were done privately.

Interviewees were asked a variety of'hroad, open-ended
questions‘to initiate discussion of their perceptions of
their 4-H experience.' Additional questiens were developed
during the course of the intérviews to probe harticular
salient poihts‘made by each interviewee.

Data were collected.over the 12 months df the research
study duriné 1995, Forty—eight hours'of interviewing and
nearly 200 hours of observatiohs were cOnducted over the
course.of this projecr. Geheral_ethnographical techniques,
including "grand tour" qhestions and wide-ranging |
observations of club meetings and other club getftogethers
were used.,

- On the basis of interviews and obserﬁatiohs, hypotheses .

concerning the 4-H club experience were built,'validated, .
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and/or altered as necessary. Alternating between
observatlons and 1nformal conversatlons w1th club
part1c1pants, the researcher gradually developed hypotheses
| about the 1mpact of the club leader s style on member
- outcomes. These 1n1t1al hypothéses were tested against the
leader’s observed behaviors and adjusted.as necessary.
Standards of validity and reliability were met by using -
nultiple methods of‘data‘collection and long-term
observation.‘ The influence of researcher bias waSpaccounted

for in the research design and assumptions.

Interview Analvsis .

‘The ahalysis of data began as soon as it is collected.
Goetz and LeCompte (1984) emphas1ze the crltlcal nature of
analyzing data as it is gathered. Data.analys1s, then; was
ongoing and constant. The constant comparlson method was - . :"y
.used throughout the course of thls research prOJect to | |
ensure accurate 1nterpretatlon of the-data.

Such an approach to data collectlon and analys1s has
been propounded by a number of. qualltatlve researchers
(Bogdan & Biklen, 1982; Glaser &.Strauss, 1967; Goetz &
,‘heCompte, 1984)‘ ' The constant comparison method developed
by Glaser and Strauss (1967) suggests using a process
whereby 1nformatlon is gathered and . class1f1ed into

categorles which emerge through the . entlre data collectlon

process. ThlS study was well- sulted to this kind of
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t process. Data were‘constantly heing reviewed and analyzed
while it was being collected to see what patterns mlght
emerge from the 1nformat10n. Hypotheses were_tested and |
re~tested based on additional infornation as_it was
_collected.

After all"inter§iews were completed and field notes -
assembled, the'researcher‘reviewed all the_data'once more.

Keywords and concepts began to emerge from the data and

these categories were listed. All .notes and transcripts of

interviews Were reviewed at least three times to get an

- overall sense for what the data was sayingi 'The key was to
look for patterns and trends whichfemerged natUrally from_

' the data rather than imposing patterns on raw data.

On the fourth reading of the data, a highlighter-pen

was used to begin to. mark off information that seemed to:l

support emerging patterns. Notes were made in thejmargins'

about what pattern each piece of data appeared tolsnpport;

With the information.now highlighted, fields_in a
WordPerfect file were developed to input the data according
to the larger patterns which were emerglng from the data.
Each plece of data was glven a keyword whlch 1dent1f1ed the
important concept expressed by the 1nformatlon

-Once’ the data input was completed a sort was run
according to the defined fields using WordPerfect file
‘sorting. A computer print‘out of these sorted fields by

club allowed for examination of the data according to




. 150
categories. As the quotes or infdrmation.were gfouped
together, patterﬁs revealed ﬁhemselves in the data and
speqific pieces of.information could be grouped in the
appropriate plaée. All data were finally manipulated ahd
sorted in this format. Comparisons were made between clubs
'since a primary burposé of the‘research waé to discern
differences between club leadership and the impact on youth
members.

Field nétes, réflecfions, photographs} and ‘artifact
analysis were also used-to help .create headings for the data
within each club. After the firét draft_of the text was
completed, it became abparent that additional refinement was
necessary since extensive small éategories tended to obstruct
a view of larger patterns and frends; In this final
refining pfoceSs, categories were merged;together‘and went
from the miérd to the macro view. Analysis of the data was

completed through a dynamic process of putting it inﬁo_text.

Phase 3: Rationalistic Research

At the close of the obser?ation and interview‘period,
all meﬁbers_of the clubs ihvolyed ih‘this-research_study
were 'asked fo complete one of two survey instruments. These
- instruments Qefe not administeréd until the end of the
observatidn period iﬁ order‘ﬁo ensure sa 1e§el of comfort
. With‘the presencé‘of the researcher‘and minimize the effecﬁs

of the presence of a résearcher. By this time,. most members
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were familiar with and comfortable with the presence of the
observer. ' |

The researcher administered the questionnaire in each.
club personally and prov1ded a unlform set of oral
‘1nstructlons. Only those members WhO had part1c1pated in
_ the club during the previous months comp;eted the research
instruments.‘.New members who had joined were excluded from
the survey.

Two instruments were administered'.(l) the Coopersmith
Self-Esteen Inventory (SEI), and (2) the Club Adaptablllty
and Cohes1on Evaluatlon Scale (CASES IV) 1nstrument° Since
a major focus of the research was the impact of 1eadershin
style on the deVelopment of life skills, all members of the
4-H clubs in this study completed the Coopersmlth self-
esteen 1nventory 'Because of the readablllty level of the
CASES IV instrument, only those 12 years of age and older

were instructed to complete this instrument.

Self-Esteem Inventory

All youth members of the 4~H clubs in. this study were:

requested to complete the Coopersmith inventory, The Ninth

Mental Measurements Yearbook (Mitchell; 1985) indicates that
this instrument is perhapsvone of the best tools for
- measuring the self-concept of'YOuth‘inﬂthe age,group common
in 4-H clubs (8-15 years). According to one of the

reviewers, "We find the Coopersmith self-esteem measures to
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possess enough_reliability and validity to recommend their
use in research" (p. 395). It was hoped that this
_instrument might provide a.useful comparison of youth in 4-H
clubs under dlfferent styles of 1eadersh1p.

The Coopersmlth Inventory was designed for use ‘with
children aged 8 through 15 and consists of 58 items-+=50
self-esteem items and 8 items that constitute 'the Lie Scale,
which is a measure of a youth’s defensiveness or test-
wiseness. According to the author,

The Coopersmith . Inventory was developed to measure

an individual’s evaluative attitudes toward self

in social, academic, family and personal areas of’

experience. 1In relation to the SEI, the term

"self-esteem" refers to the evaluatlon a person

makes, and customarily maintains of him- or

herself; that is, overall self-esteem is an

expression of approval or disapproval, indicating

the extent to which a person believes him- or

herself competent, successful, significant and °

worthy. (Coopersmith, 1981, p. 1-2).

The Coopersmith Self-Esteem Inventory (SEI) was developed
from extensive studies of self-esteem in young people and is
based on the belief that self-esteem is tied to personal
satisfaction and efficacy in everyday 1ife. All SET items
‘are short statements to which a person 1ndlcates that these
statements are e1ther "llke me" or "not llke me." An
example of an SEI item is "I am a lot of fun to be with."

Certainly, self-esteem may change-as a result of sudden
or drastic 51tuatlons Wthh mlght 1nflate or deflate self-

concept. Typlcally, however, a person’s self-evaluatlon

usually remains constant over a period of several years
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(Coopersmith, 1981). Other factors meyhdiminish the
usefulness of the SEI, but coupled With supplemental
observations such as'usedrin this reseérch study; the
instrument has proven valuable in-researoh (Coopersmith,

1967, 1981).

Reliability and Validity

While ail self-esteem measures share some common
‘drawbacks, the‘éooperSmith1Inventorthas chosen“because‘of
its strong theoretical base and‘extensivepuse over time.
‘This instrument has been used ‘in more than 100 studies
nationwide (Coopersmith. 1981). Moreover; unlike the Piers-
Harrls Chlldren S Self- Concept Scale, the Coopersmlth
instrument has been re-normed in recent years. The Piers--
Harrls instrument has not been re- normed since the 1960”’s
(Mitchell, 1985).

Test-retest rellablllty for the Coopersmith Inventory
ranges from .70 to .82. Through research studies, the‘,t |
instrument has,been demonstrated tO‘haveltemporal stabliityc
Finally, reliability coefficients (KR20s) for the'instrument
have been‘obtained for different‘grede‘levels: .31_f¢r grade -
5, .86‘for_grade 9, and .80 for grade.iz. Evenuhigher‘
reliability coefflclents have beéen reported when the SEI was
‘ used on other groups (Coopersmlth 1981) | '

The Coopersmlth Inventory results in a total score, and

1f des1red 'separate‘scores for four subscales: General
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Self—Esteem; Social Self—Esteem‘with peers; Home and
Parents; and SCheol or aCademdc self-esteem. The results
from a study of 7,600 school childrem from_grades‘4 through
8 "confirmed the construct validity of the subscales
proposed by Coopersmith as measuring sources of self-esteenm"
(Coopersmith, 1981, p. 13). Other studies have revealed low
concurrent validity (a coefficient of .30) and predictive
Valldlty of readlng achlevement based on the Coopersmlth SEI
(a coefficient of .33). F1nally, various studies have also
demonstrated fair conVergent validity for the SEI
instrument, generating coefficients of .44 with the Behavior
Rating Form (BRF) and .45 mith.the California Psfchological
Inventory (CoeperSmith, 1981). .In a comparison of the
Coopersmith SEI scale:with three other self—report'measures,
the Bledsoe Self-Concept Scale, the PierséHarris Children’s
Self-Concept Scale, and the Purdue Self-Concept Scale, "the.
requirement for convergemtlvalidity was met‘by the
significant correlations among the self-report instruments"
(Coopersmith 1981, p. 14). All thiS‘research data
indicated that the Coopersmith SEI would be a useful tool in
thls research project and would appropriately measure self-
esteem- 1n 4-H club members.

Adaptability and Cohesion:
The Circumplex Model

During the evolution of the research prOJect one

: pattern that emerged was how closely 4-H clubs resembled a
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kind of,family‘envirdnment; Affer‘all, the pafallelé are:
striking--a group héaded by adults who exercise various
levels of authority and contrdl over youth of VériQus ages
and abilities who function in close proximity and engage in
. a variety of activities and sharing common goals; Moreover,
the 4-H club is primarily family-baséd,dand fhe club wofk |
through families for its primary activities. The 4-H club
also brings together multiple family units in joint
experiences that is analogous‘to a family unit. Others'have
‘already noted the surrogate family role thatuclubs can play
' for some young peoble (Erickson, 1986; Heath & McLaughlin,_
1991). Hence, studying 4-H clubs as family ehvifonments
emerged‘és a possible avenue of inquiry which might yield
interesting results, especiélly,in ferms of leader
orientation and'member satisfaction, wheﬁ combined with

other data being collected.

The Circumplex Model. Various studies (Olson, 1986;

Olson, Portﬁer, & Lavée, 1985} Olson,'Sprenkle, & Russell,
1979; Russell, 1979) have-advaﬁced the notion that a
circumplex model of family functioning provides an
explénatory tool for analyzing the relative health of family
systems. This model suggests that family functioning can be
underétood by reference to two'dimensions: family cohesion
:and family‘adaptability. Moderate levels of these two

dimensions are believed to be more functional than either
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extreme. "Too much or too little of family céhesion or
family adaptability is detrimentai to family functioning" .
(Russell, 1979, p. 29). Research in education has similarly
indicated that a balanced appfoach isamare desirabie than
extremes or one-sided approaches (Bropﬁy, 1983; Brobhy &
Good, 1970; Deci, Nezlek, & Sheiaman,_1981;.Deci & Ryan,
1985; Deci & Ryan, 1994; Deci, Spiegel, Ryan, KoeétnerA&_
Kauffman, 1982; Kleihfeld & Shinkwin, 1984{ Prawat & |

Nickerson, 1985).

Adaptability. Olson (1986) and Olson, Sprenkle and

Russell (1979) suggested that balanced families exhibit
certain characteristics related to the two dimensions of

adaptability and cohesion. ' In the circumplex model, family

adaptability or flexibility is defined as "the extent to -
wﬁidh the family system is flexible aﬁd~able to change"
(Olsen, 1985,_p; 1) . Within thé family adaptability
_dimension, key elemants include assertiveness, contro;,
discipline,‘negotiation skills, roievdefinition, rules, and
_type'of communication feedback loops. Balapced'families are
firm feﬁ flexible, heither-extremely rigid nor |
dysfunctionally.chaotié. |

Feedback loops are a‘unique characferistic of the
 adaptability dimension in the circumplex ﬁodel. According
to Olsen et‘al. (1979),‘positive feedback loopé are’th6se

which amplify deviant brocesses. Positive feedback loops
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are those things that increase the deviafion ffomAa set of
norms. In contrast, negative feedback loops afe.those |
communicatien deviees in families which‘counteraet deviant
processes. Negatiﬁe feedback loops serﬁe te decrease |
deviatione from a set of norms,v Hence, more balanced
famllles would be characterlzed by 1nformal norms and
feedback systems which keep deviant 'behaviors in check--such
as a group norm that would expect respect, quiet, and

attention to family 'matters.

Cohesion. The other major dimension of the circumplex

model is cohesion. According to Olsen, family cohesion is
‘defined as the "degree to which family members are separated
.from or connected to their family" (Olsen, 1985, p. 1). The
cohesion dimension can be further-brokeh-down into seven key
elements- of independence, boundaries, eoalitiens, time,
space, friends, and decision-making. Balanced families have
moderate levels of EOﬁesion and are not extremely enmeshed
nor extremely separated.

According to OlSen-(l985), family communicaﬁion
facilitates movement on the eohesion and adaptability scales.
.‘Finally, family satisfaction is measured by obtainingia
perceived/ideal discrepancy score on the survey instrument.

Several studles have 1dent1f1ed cohesion, adaptablllty
and communlcatlon as sallent dimensions of family systems

(Olson, 1986; Olson, Portner, & Lavee, 1985; Oleon,
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Sprenkle, & Russell, 1979; Russell, 1979). The circumplex
model, developed by Olson, allows one to i1dentify sixteen
different types or three general types (i.e., balanced,
extreme, mid-range) of family systems by dividing the two
primary dimensions of cohesion and adaptability into four
levels (see Figure 1). These two primary dimensions are
curvilinear— families that fall into the very high or very
low ranges are considered dysfunctional while families that

are more balanced appear to function more satisfactorily

(Olson, 1986).

( ‘low— ” COHESION 1  high— y

D6£n G>GE€B S EM aTEO CO"ECTEO EnMfiSKO

STACTLRALLY

Figure 1. Circumplex Model: Sixteen types of family
systems.
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The FACES III instrument was the'latest version
developed.by.Olson, Portner, and Lavee (1985) to assess the
two prlmary dimensions of the c1rcumplex theoretlcal model.
The instrument was de51gned to be admlnlstered to famllles
across the life span from newly-wed couples wlth no children
to retired couples. The orlglnal 1nstrument was also
. designed to be admlnlstered to adolescents 12 years of age
and older. |

As previously indiceted, the instrument also inoludes‘a'
perceived and ldeal family‘functioning‘scale whiCh provides
an inverSe measure'ofufamily‘satisfaction . The 1nstrument
allows respondents to assess how they. see thelr famlly now
_(percelved) and how they would like it to be (ideal) (Olson,
>‘Portner & Lavee, 1985). This scale is 1mportant_s1nce it
provides information about how satisfied:femily members are
with their current family systen regardless‘of.where it |
falls ln the circnmplex‘model.' Olson,:Portner, &lhavee
(1985) have:developed an-alternetiﬁe‘hypothesis that extreme
types may not always be dYSfunotional,if all‘members.of the
family acoept that pattern: |

This hypothesis states that extreme types will

function well as long as all family members like

it that way. This is particularly relevant for

cultural groups that have norms that support

family behavior at the extremes (i.e., rigidly

enmeshed patterns in-Mormons, Orthodox Jewish, and

Amish famllles) (p. 6) ‘ A

Thus, within the‘01rcump1ex model, families serve as their -

' own norming scale, but it is necessary to measure overall
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family satisfactinn from each mémbet of the family unit.
Discrepancy scores can help undérstand whether all ﬁembers;
are satisfied with the families current patterns of
communication, cohesion, and adaptability.

With permission from Olson, the original FACES III
instrument was modified.and adapted for use in‘44H club |
settings., Minor changeslin wording by eliminating
referenaes to families and inserting "éiub" and in
| phraseology were made to.thetinstrument, 'The revised
instrument was subsequently pilot-tested on select 4-H clnb.“
nembers from the fiVe clubs in thisvresearch study.
Comments about unclear or ambiguous statementg were used .to
further refine the instrument. ‘After four revisions, tna"
revised instrument was named CASE IV, and it was ready for
use with 4-H clubs. |

Like FACES ITI, CASES IV uses a 2o—iten scale
containing 10 items related to cohesion and 10 items related.
to adaptability. There are two items fof_each of the |
following~éoncepts related to cohesion: emotional bonding,
supportiveness, club boundaries, time and friends, and a
fintereét‘in récreation. There are also two items for the
following éoncepts related to adaptability: leadership,
control,_and‘discipline._ Finally, there are four items for
the combinad concept of roles. and rules. Like the original

instrument, CASES IV was only administered to those who had
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been in the club for the past year of research and who were

at least 12 years of age.

Reliability and Validity

‘Olson, Portner and Lavee (1985) have‘AOne extensive
testing to‘oﬁtain statistical information on the FACES III -
instrument. In faét, several reliability and validity
studies have beeﬁ_done to increase fhe scientific rigor of
the scales. Face and content validity have been shown to be
very good. With'respect to construct validity, thé-
correlation between cohesion and adaptability have been .
reduced to nearly zero in FACES III (;=.Q3).i Test—retest
coefficients are .83 for coheéion and .80 for adaptability;

The reliability of FACES III) using Cronbach’s Alpha,
ranges from . 62 for adaptability to .77-f6r cohesion. The
total scale has a reliability coefficient of .68. Olson
~ reports that‘one reason for the lower reliability
coefficients("iS‘the large number of concepts used to
adequately represent the complexity and richness of the
adéptability‘diﬁension" (Olson, Poftner, & Lavee, 1985,

p. 24). |

Finally, FACES III was nationally normed with over
. 2,000 adults from across the life span. In additioﬁ, it wasl
normed with 412 adolescents and several types of problem

families. Research on a variety of families has validated
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that balanced family types are more functional than extreme

types (Olson, Portner, & Lavee, 1985).

' Data Analvysis

Quantitative data collected from both the Coopersmith
SEI and FACES IV were.ahalyzed using.SPSS; Both instruménté
were analyzed following‘the instructions by the instrument
originators. Raw data for each were entered‘intd-SPSS and
Coopersﬁith data were summed for each subscale, éubscales
were totalled and muitipliedjby two, and a 'final self-
concept number deriyed° Several individuéllanalysisgoff
variance (ANOVA) procedures was used to_determine‘if there
were.significant interactions between club leédership‘
styles, gender, and aQe on’self—esteem. |

For the CASES IV instrument, each sﬁatement included a
5—point Likert scale: 1= Almost NeVer; 2=Oncé in athile;
3=SOmetimesf 4;Frequent1y; and 5=Almost Always. 1.This |
5-point scale was used for both the ﬁembers’ reaétioné to
how the club is now as well as th fhey would like the club
to be. Cohesion and adaptability scores were obtained by
adding.the odd numbered statements for cohesion and-the e&en
numbered statements for the adapfabilitf scale. 7Discrepanc?
scores were obtained by comparihg the cohesion and
adaptability scores for‘both present and ideal; ‘The.total‘-
disgrepancy Sque was simply the two_sﬁbscale discrebancy .

scores added tbgether; ANOVAs were run to determine if
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there were significant differences between clubs as well as
determine if there were significant interactions between

club leadership style, age, and gender.

Summary

‘This study combines the mutual benefits of both
quantitativé and qualitative mgthods while also exéﬁining
members, leaders, parénts, and county Extension faéulty’s
attitudes toward youth develbpment education. Such research -
must be done in the field over an extended pefiod of time |
with the peopie one hopes to learn.more aboﬁt.

This descriptivé'reseérch‘prdjeét assesses the impact
of 4-H participation and adult leadership sfyles on life
skill development among 4-H club members.. Data were
collected through‘a vériety of means—-obéerVations,

' interviews, artifact analysis, and rationalistic surveys.
‘ColleétiVely, data collected through quantitative and
qualitative methods-were cémbined With official 4-H
documents and artifacts to present a picture of the
influence of 4-H on the devélopment”of life skills in young

people;
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CHAPTER 4
THE PARTICIPANTS
Introduction’

In a study which'plaqes the researcher in the role of a
nonparticipant obéerver, it is criticél to know Something
about thg background and sefting of the participants.
indeed, it would be difficult to fully grasp the
implications of this kind of naturaliStié research withouﬁ a
descriptién of the participants aﬁd the settingS‘in‘which
the observations occurred.

All club meetings shared some siﬁilarities which can'bé
mentioned at the outset.u All clubs followed the same agenda
outline. Club meetings began with a call to order by the
club preéident, followed by the U.S. Pledge of Allegiance to
the flag and then the 4-H piedge. Small flag sets were
almost always on the officer table. In each caéé, members
led thé plédges. Then, foll call was done with-ﬁembers
usually answering according to some theme (ng., "Your
favorite sport.").

After roll call, the secretary réad the minutes of thé:
previous meeting, the treasﬁ;er gave a report of the club’s

finances, any correspondence received was read, and then old.
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and new business were handled, respeétivelyL in that order.
At the énd of each meeting were announcements, a motion to
adjourn was entertained by the president, and then the club.
enjoyed refreshments brought by some previously assigned
family or families.

Each club followed this general pattern with minor
variations. For example, demonstrations and‘spéeches
sometimes occurred in the middle of a meeting, in other
cases they occurred at the end. One club tried to start
each meeting with a song, led by an elected song leader, but
this was short-lived. One club initiated some get-
acquainted activities to help members get to know one
another better. Anothef club engaged in community service
activities aftér the official business meeting. Each club
put its own particular stamp of uniqueness on the overall
traditional club meeting structure.

| Beyond these similarities, every club was unique, in
part, because of its location and the participants who
comprised each of the clubs. 1In the following descriptions
of the participants, real names have been used to honor and
acknowledge  the people and clubs who made this study |
possible. 1In the rest of this manuscript, the clubs’ and
participanﬁsf anonymity has beeh protected.

Two clubs were selected for study in Lewis and Clark
county, a county which was randomly selected to represent

urban counties in Montana.




166

Last Chance Livestockj4—H,Club

The Last Chance L1vestock 4-H .Club is located in Lewis
and Clark County and met in an elementary- school about 10
‘miles north of Helena, the capital of Montana. The school
where the club meets is along the'Lincoln Road‘which is a
main route to the northern portions of the county and'runs
through a rural/suburban mix of. communities.‘ The club draws
1ts members from all over the Helena valley from as far away
as East Helena (15 miles). ~ . o .

Lewis and Clark county is one of the biggest counties
'in Montana with a total population of 47,500 peoplevand with
a population density‘of about 13 people per square mile. - Of
this total, 96.8% are white and Native Americans comprise
about 2.2% of the total,‘:The‘county’s youth potential
(those betWeen‘5—14 years of age) is about 16%, or 7,600
youth. | |

The club generally meets in the cafeteria and all-
purpose room of the school., There are no specific 4-H signs-
or posters. in the meeting spot since the club merely uses 1t
once a month for meetlngs durlng the school year In summer
months, when the school is closed, the club meets at the.
county falr grounds or in various members’ homes."Durlng
meetinqs; any member needlng to use the restroom must be .
accompanled out in the halls by an adult: since. the school

administration has very strict rules about unsupervised
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 .chi1dren in the building. Participation in club meetings
during the summer months is much less than during the other
months.

This club was qnly two years old when‘Observations
began. In its first year, the club was comprised of‘only
five members from tWo'families.  When observafiohs of this
club commenced, there were officially 26,membérs. At most
meetings, 23-25 members were in attendance. By the end df
observations, fhe club had grown to 35 members. Most are
under the age of 12 with only 17 members 12 years of age and -
older. | n

All members of the club are Anglo-American, and girls
outnumber boys about three to one. Parents are generally
middle-class and many work ih Helena for different
businesses or for state,governmént agencies, Many'ﬁave
small acreage lots“where a ménagerie of animals can be
raised. Livestock'projeéts are vefy popular with most
‘members. Typical 4-H projects in which‘membefs pafticipate'
are horse, rabbits, poultry, swine but others‘also~include
WOodwOrkiﬂg,_ieathercraft, éntomology; foods,\aﬁd,élothiné;

‘Dﬁring meetings, there were typically between 9-14
pérents present, mostly women. At most meetings, though,
there were usually one or twb malé parents prééént. Several
parents work for state agehcies like»the Department of
Agricu;turé. One parent is the managér‘of-the fair grounds

in Lewis and Clark County.
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There are three organizationai leaders for this club.

- Jolene Novak is the head organizational leader'and she has

two children in the club (another child is,not vet old
enougn). Paula Grossman and ViCkie'Stephanik‘are assistant.
organizational leaders and were present at‘every meeting
observed. These three women share organizational
responsibilities for the club. Thefe are several single-
parent families in-this club.

The physical set-up for club meetings was in part
dlctated by the tables used in the school cafeterla for
lunch--long tables with attached benches. The offlcers of
the club sat at a small table in front of and separated from
the rest of the members. Membets sat in one long row of

tables, and behind them in one long row sat the parents in

‘chairs (the tables were designed for elementary children,

not large aduits).

During the summer months, when the club met at the‘faif
grounds, the club meetings‘Were set un with ohairs in rows.
This time, parents were more 1nterspersed among the members-
and dld not all sit in the back of the room. At the final .
club observation, the club had grown in size so much that
the first 20 mlnutes of the meetlng were spent in a get-
acquainted activity so that,everyone could learn something
about everyone else; The club’s basic seating arrangement

had also changed from rows to a horse-shoe shaped design.
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Gold Nuggets 4-H Club

The Gold Nuggets'4-H C1ub met in Cléncy, Montaha, a
- part of Lewis and Clark County? .Clancy is about 8 miles
south of the Staté capital, Helena: While some consider
Cla#cy a bedroom community for Helena, a number of families
do not work in that city but rather work in local )
businesées. Clancy is located alongside Interstate 15 which
‘_runs throﬁgh A‘Valley bétween the Elkhorn and Bull Mountains
“south to Butte. Clancy is a town of Only about 300 people-
and is a former mining and logging community. Clancy is
surrounded by mining activity,. and thé‘nearby town of
Alhambra and various ghost towns are feminders éf Montana’s
mining history. |

The Gold Nuggets 4-H club met in a Gatholic‘churéh in
Clancy. This small church sits up on the hiil overlooking
the Valiey. Because the club‘meets in a church, the seating
arrangement is dictated by thé placement of the pews. A
small table is.éet in front of the altar for the club
officers who préside'at each‘meeting. Members and parents
sit together throughout the pews. Avgroup of‘boys éits
together up front on the left side while girls mainly sit on
the right side. ‘ .

This club officially had 26 members enrolled althouéh
at each meeting there were always‘slightlytless than this

because of conflicts with school acfiVities; ‘Nearly all
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members were Angio—American although one Hispanic family
. participated in éome_e§r1y meetings, but they were never
' present.agéin.' There 'is almost a even number 6f girls and ‘
boys in this club. | |
* The co-leaders of the clﬁb when observations began were
Donna and Wendy. Donna was giving up the’primary leadership
"role and turning it over to Wendy. _Wend§ has three childre#
enrolled in the club; and Donna has three aléd. Both
leaders are Anglo-American. Oné of them typically arrivéd a
few minﬁtes prior to the start of each meeting to work with
officers and discuss the-meeting/s_agenda.. Wendy”alwafs sat
out in the pews with membefs, but it was always near the
aisle since she got up on several occasions during meetings
to make announcements. |
At this club, éeveral men were usuéily in attendance,
although the adu;t women out-numbered men by 4 to 1. Only »
at the last meeting were a significant nuﬁber of adult‘mélés 
present--7 males and 9 females;' At this last meeting, too, .
the club had grown considerably and now included 33 members.
One man, é swine project leader, was at nearly every meéting
during:the cburse of observations and showed interest in
knowing how to assist thé‘ybuth enrolled in‘the swine
project.
Thé physical‘setéup for club meetings was always the

same--officers in front at a separate table and members in




[P N AN N ) Al U

171

the pews_sitting_with parents.. Most members always sat . in
the same place.’ |

| Meetings of this club‘were generally yery short
compared to other clubs. Most meetings never lasted more
than 30 minutes. Demonstrations or bublic speaking
presentatlons were always done after off1c1ally adjournlng‘
the bu51ness meetlngs. )

By the final observation, this club had moved-to the

local.school.cafeteria. Wendy explalned that the move was

"necessary "because the church really dian’t want us there

‘anyway" and because the school works better for such a large

“and growing club. The December 1995 meeting had 33 members '
and 16 parents in attendance in addition to the

oroanizational‘leader and "tag—along" siblings.

Prairie Pals 4-H Club

The.Prairie Pals 4—H‘Club‘was a part of the Liberty‘.“
County Extension program‘and represented a club from a
‘ frontier county. L1berty county is a part of what 1s known
as the "Hi-Line" in Montana where the Great . Northern Railway
'ran from Minneapolis to Seattle, In fact the local Chamber
of Commerce has posted a 51gn on the. outsklrts of the town -
announc1ng "Chester——Heart;of the Hi-Line." Liberty county

also prides itself onfbeing in the heart of the'"Golden

Triangle," an area of Montana renowned for its production of

winter wheat.
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leerty county is bounded on the north by Alberta
province, Canada, and includes one border—cross1ng station
at Whitlash. Liberty county is perhaps best known as the |
location of the Sweetgrass Hills, an island of mountains
that can be seen for miles on the prairies of north-central
Montana. Native Americans believe these mountains to be
sacred, but recently mining interests haye-been looking at
the hills for mineral production. There are only three
population centers in the ent1re county, although Whitlash
would not be con51dered a town by many people.

The Prairie Pals 4-H club met often during the. period
of observation in a Catholic church in Cnester, tne county
seat. Chester has a population of about 900 people while
the entire county has just over 2,200 people (density of 1.6
peopie per square mile). .Of the population, 99.3% are
white, and tne county—youth potential (those between 5 and
-14 years of age) is about 20%, numbering 443 youth.

Even though the club meets in Chester} it includes
members fromydistant‘points, some as many'as 30 miles away.
However, one of the distinguishing features of this club was
its tendency to meet in a variety of locales. The club met -
at member’s home; at skating rinks in another county; and at
- the fair grounds during the fair. The location aid not seem
important. What seemed important to this club was meeting

- regularly, but the venue was not critical.
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The Prairie Pals 4-H club officially included 25
members, but during the course Qonbservations, an average
of 20 members attended the ﬁeetings. The club héd one main
organizational leader and two assistants, all female. In
contrast to other clubs, many mére male adults}participated
on a consistent basis.in club meetings. This clﬁb also had
a more even balance of male and female members, and it was ‘
ébout evenly split between those over lzland those under iz
years of age. ‘

‘Members of the Prairie Pals‘club came fypicaily from
farm and ranch families who lived outside Chester. Many ﬁad
large acreage farms or ranches, and some eﬁen‘raised-
registered-livestock. The fespoﬁsibiiity for each monthly
meeting was éssigned to a-parficulaf family. The assigned
family was responsible forAdesignating;tﬁe‘meeting‘spot and
planning some sort of educational program. Ifithe-family '
had a large enough place at theirihome, the‘meetihgs weref
held there. If not, the Catholic church in Chester_was used -
for the meeting.:

During the year, too, this club held seyeral fun get~ 
togethers which were countea'as méetings. For example, each -
Januarf, tﬁevclub went.skiing‘toqether at a nearby ski area. -
Another time, the club held its meeting at fhe rallef |
skatihg rink in‘a town in a nearbf county. This‘club was
also the ohly club observed‘thaf held é ﬁeeting during the‘

county fair.
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At each meeting of this élub, the physical set-up
changed in part due to the changihg location of club
meetings. In most instances, the club sat in a.circle or
rectangle, and adults satfright with the members.

This club was not hesitant to change things. Although
the club followed the typical business meeting outline
followed by all clubs, this club did many other things that
were unlike any other club in the research study. While
meetings in other clubs- generally lasted no more than an
hour to an hour and a half, this club’s meetings lasted much
longer because they did so many other things. Community
service activities, parties, recreation--all were
incorporated as a part of club meetings. For example, here
is the outline for a average meeting for this club:
2:00--3:30 - Ice skating - -
4:00--4:30 - Work on record books--Bring a photo of yourself
4:30--5:00 - Meeting. Bring $5.00 for Senior Center instead
of a food item this month. ' . ' : N
5:15 - Eat potluck supper. . Bring a hot dish and a salad or
dessert.. ‘ ‘ -

6:00 - Project workshops. 1 hour on endahgered species; 1
hour on animal tracks. Hands-on demonstrations.

Hot chocolate will be provided. Otherwise, bring your own
beverage. . ‘ : E ‘

When meetings were held in homes, project work or work
on record books was frequently included; Each time the club

met, there was also some community service work. included.
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Paradise Experimenters,4—H Club

There were two clubs‘Selected for study'in the.county R
which represented a suburban county. The Paradise |
Experimenters 4~H Club is part‘of the Park County Extension
program and‘meets near- the town of Pray, which is.about
20 miles south of the county seat of Livingston. Park
County is so-named because its southern boundary is included
"w1th1n Yellowstone National Park. Park county s total
population is about 14,500 people and has a density of-about
five people per‘square mile. | |

lhere are‘several population-centers.within-the.county,
notably L1v1ngston, Gardiner, Wllsall Clyde Park, Emlgrant
Springdale, Pine Creek; Pray, and Jardlne. Park county
representsva suburban'county.'.Ninetyéseven percent of all
‘residents are whlte, and the county S youth potentlal
(children between 5-14 years of age) is about 15/ of the
total populatlon,‘or 2,180 youth.'.

The club meets at a locaI‘elementary school'whichfi
serves the dispersed ranch families in;the ParadiselValley
arOund.Emigrant and-Chico‘Hot-Springs;“This"Club’is-an old
club, celebrating 57 years of continuous membership@ Many
~of the parents in this club had been members of it when they
_.were‘young, In‘fact,;many members are second and third
generation famllies for the club The club’s h1story book

is a source of pride to many parents and some club members.
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The Paradise Experimenters.tfpically met on the' first
Sunday of each month in the evening at é:oo p.m. Parents
~interviewed mentioned that this was one time everyoﬁe‘could
get together, and they have Kept to this schedule time fof
several years; Also, parents mentioned that'the'meetings do
not last as long because "théy are on a Sunday nighﬁ énd
everyone wants to get home." Meetings took place in the
school cafeteria and éeating'was dictated by the shape and
size of the cafeteria tables. Because_the‘blub did not use
this space exclusively, there were no specific signs ér
posters felated to 4-H. | B |

Officially, this ciub had 30 members enrolléd, and
8 leadefs énd most members.USually showed ﬁp at the
meetings. The club membership is,ébout eveniy split between
males and females. All members are Anglé-American and
typically enroll in agricultural'projects since most come
from ranch families from the sufrounding area. Some parents
work as carpentefs, electricians, and business.peop1e in |
- Livingston. | | '

~ Sharon Malcolm is the organizational léader fof this

club aﬁd has been the leader for several years. Sharon
Malcolm has three children in the club, some of whom have
servéd as dfficers, At each meeting, between 5-12 adﬁlts“
are in attendance. About a third of tﬁosé wgre‘malés.

The set-up for each meeting-at the schbol_building does

not vary--one table in front for the officers and a
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recténgular shape for the other tables at which'members and
parents alike sit together. Not all meetings are held at
the school, however, and pafticularly during the suﬁmer
meetings are held in other iocations. For élub_animal
'weigh-ins and project tours, family homes "are used for
meetings. Some ﬁeetingSvare held at a church in Emigraht.i

The Paradise Experimenters club makes and sells salt
feedefs as a major fund—raisihg project. The ciub also isj
involved in cleaning tﬁrée‘miles of'highway in Paradise
Valley as a‘cqmmunity service project. ' In addition} the
club has a food concession stand each year at the Emigrant
Fair Turkey Shoot as a community service project. The club
participates each yéar in the July 4th parade in Livingston}

‘and their float often Wins first prize.

Dome Mountain 4fH‘Club‘

The sécond club in the suburban county category met
some 40 miles south of the Paradise:Experimenters. -The Dome
-Mbuntain 4-H Club meets in the town of Gardiner, Montana
(pop. 500), only a few yards from the boundary of
Yellowétone National‘Park and only abogt one mile from the
Wyoming 'state line. Gardiner is the location of the first .
and original entrance to Yellowétone National Pafk, and the
Roosevelt Arch is‘only a few blocks from the club meeting
site. During the winter, élk are,frequently:seen-in town,

standing on peopie’s front lawns or in motel parking lots.
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One loéal‘hotei(posts as sign indicatingvthat "children stay
for 1/2 price, elk stay free." 1In fact, each time the
researcher drove-to Gardiner, he almost struck wildlife on
the highway-into town. The Dome Mountain 4-H Club‘is in
~Park County, Montana, ‘and ié located 53 miles from the
county seat.

The club meets in Whaﬁwis.locally—known as the Scout -
House, an old log building USed primarily by é local Boy
Scout froop during.the winter months;  The building has no
restroom and only a noisy gas heater with é blower. During
the other half of the‘year, fhe,club meets at Point of Rocks.
Guest Ranch, owned by pérents of one of the families
involved in the club because the scoutsvare using the
building in Gardiner. |

The Dome MountathClub_was comprised officially of 43
members during the period of study. The vast‘majofity of
those were below the age of 12; and most were female. Girls
putnumbered boys about 4 to‘lf All members were Anglo-
American. Most‘meetinqs included bgtween 30-35 memﬁers
along with numerous younger siblings who were too young to
officiélly‘belong to the 4-H club. This often made for
raucous meetings. | |
| The organizational leader of the élub, Jodi Laney, qﬁit
prior to my arrival and another womén, ﬁebbie Demaree, had
taken her place since Debbie Wés the assistant

organizational leader the previous year. Since this new

-~
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leader fit the same leadership profile as the old leader,
the club-was still included in the stndyl‘ Debbie has twe ef
her own children in the club. She and her husband own.the
local and only grocery store in Gardiner. ‘The leader of the
club is an Anglo-American with‘no’formal‘teaching | |
experience. The leader typically arrived about 15 minutes
before the start of eacn meeting to,confer with the officers
‘and set up chairs and tables for the meeting |

' During meetings, there were few adult men in
attendance; in fact, except for the first meeting another
man was never present during my observations. This single
male parent attended that early meeting probably because his
daughter had just been elected president‘and this was the -
first year for his children to be in 4-H. Typically, tnerel
were about five women present to_provide support{and
assistance to the leader.

Members of the club come predominantly from two types
of families——families 1nvolved in ranching or families who
‘are employed in government service. With Gardﬁner?located‘”
on the fringe of Yellowstone National Park ‘a number. of -
famllies were employed by the federal government -as park
employees or with another federal agency such as the Forest
Service, Soil Conservation Service,lor Bureau of Land
Management. | | |

The physical set.up for elub meetings was always the

same. Upon entering the building, a small table for the
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officers was there right in front. Rows of ohairs were set
out for members with a couple of couches along one side of
the wall that were never moved. The leader sat off to one
side but up front with: the elected officers. With this 3e£
up, ahyone arriving late had to walk by the toble of
officeré and in front of evérYone in order fo find a seat..
On one occaSion, the leadef brought in an easel and wrote

out tho agenda for all to see. Those parents in attendance

usually sat in the back of the meetiﬁg room and not with the

members.
In the,summer,-when"the club met at the guest ranch,
they met in a large living room; and club members were

spread out in a variety of seating'arrangements, Parents

were more likely to sit with their own children during these

meetings than during the meetings at the'Scout house.

| By the,fiﬁal obsorvation period, the physical layout
fof club meetings had switched. Instead of the officers
sitting closest tolthe entry door, the‘meéting arrangement
was switched around 180 degrees from the prévious year.
Now; members arriving'iate could simply take a chair in‘theu
back of the building and not walk inﬁfront of everyone.
Otherwise, the rest.of the seating afrangement-had stayed

the same.
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CHAPTER 5
FINDINGS

Introduction

The purpose of this'reseafchiproject was to describe
the 4-H club.eXpérieﬁce from the participants’ point of view
and to assess‘the influehce of adult 1eadershi§ styles on
~youth life skills deveiopment.in‘4—H clubs. Specifically,
this‘étudy was concerned with the extent td which. different
leadership styles influenced 1life skills.such as self- |
concépt,vdeciéion—making, responsibility, communications
skills, and,getting along with others. Iﬁ addition,
members’ léyel of satisfaction wifh the club environment was
also assessed through‘bbth qualitétive and quantitétive
methods. Both methods were used to triangulate data and

provide for accuracy and consistency of the findings.

Research Methods

Leadership behaviors of 4-H adult club leaders were
measured'using the Deci instrument (Deci et al., 1981)¢
Life skills dévelopment was measured using both the
quaﬁtitative methods of the Coopersmith Sélf—Esteém

Inventory (Coopersmith, 1981) and qualitative methods of.
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interviews ana”observations. In addition, a modified "
version of the FACES III instrumént.déveloped by Olsen et
al. called GASES IV was used to measure club cohesion and
adaptability as well as members’ satisfaction with the club
environment. |

One countytwas randomly éelécted from each of the three
categories based'on population‘densiﬁy. Within each county,
all club leaders wére‘admihistered the Deci instrument.
From these results and from the subjéctiVe‘evaluations‘of
the county Extension agents, a pﬁrposive sample of five
clubs were selected for study--three clubs oétensibly ied'by'
control-oriented leaders and tWo‘clubs led by autonomy—.
oriented 1éaders. A third.autonomy—orientéd élub was
intended to be selected but was not able to be selected to
balance the study becausé‘of conflicting-club-méeting dates.
4-H clﬁﬁs often meet just once per month and'meéting dates
are rather limited.

" These five clubs were observed over a period of 12
‘months,‘from January 1995 through December 1995. In7total,
more than 160 hours were spent in observing the clubs;°
ObservétionS‘were made at monthly club meetings, at project
meetings, during community service activities,.at training
workshops, at spéech and demonstration contests, and‘dufing
the county fair. A total:of 53 people were inﬁerviewed,
including all 7 4-H club organizatioﬁal leaders/ selecf

parents and project leaders, and 27 4-H members identified-
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as key informants. In all, 45 hours-of interview
transcripts were transcribed and coded. In addition,
photographs were taken to capture significant eventé and
physical set-ups in each club. Finally, official club
records such as secretary’s books, publications, and award
applications were studied to corroborate other data

collection techniques.

The Participants

All 4-H club leaders in the five clubs were females.
Three clubs were led by single organizational leaders; two
clubs were led by two co-leaders who‘shared club leadership

responsibilities. Two clubs were initially identified by

county agents as led by more autonomy-oriented leaders while

three clubs were identified by agénts as led by more
control-oriented leaders. These five clubs were purposely
selected for‘study'based on the evaluatiohs of county '
agents.

After observation and further study, though, the Deci

‘scores of adult orientations towards working with youth

appeared more accurate. Thus, clubs were re-classified with

three as more autonomy—oriented and two as more control-

oriented. Although one of these latter clubs exhibited a
mix‘of the two stYles,‘it was included as a more control-
oriented club because the Deci scores were closer to the"

score of the other control-oriented club.
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In the five‘clubs‘selected for-stﬁdy, there were a
total-of 129 members. Of this total, 54% were female;,and
46% were male. All memhers were betWeen the‘aQes‘of 8 and
19 although in all clubs "tag;along" members who were.under_
thevage‘of 8 came to the meetings with siblings anduparents.
These "tag-alongs" were not included as a part of the study
and did not fully participate in club meetings or project, |
workshops. The average age of 4-H members was 12 years.

Quantitative instruments were only administered at the.
concldsion of the.study‘in order to minimize researcher
influence and toﬁmaximize the trust level between
participants and the researcher. Since all members do not
attend every meeting, only 100 members (78%);completed the
Coopersmith Self- Esteem Inventory Since CASES IV was only
designed to be admlnlstered to those 12 years of age or
older, 55 individuals (426) completed this instrument.

| Findings from this research study are discussed in

three areas highlighted in the‘iiterature reviews leadership
style, life skills development, and the role of the cluh as
ah agent of socialization. First, though, one must
understand from members themseives what.they'think of the
4-H experlence and why they jOlned the program as well as
why they contlnue in 1t. The f1nd1ngs begin with an
overview of the 4-H experience from the members’ and

leaders’ points of view.
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The 4-H Experience

Participants are in the best situation to describe to
'an‘observer what the 4—H experlence is llke from the1r p01nt
of view. What is it llke to be a member of a 4-H club7 How
do members characterlze the overall 4-H experience?

Several patterns or trends emerged from the data. 4-H
members were\quick to‘point out the positive;features'of the
pregram that -appealed to them. Several indicated that 4-H
was "heat," and that they were'drawn,to the program because
they thought it would be “fun.“ In all coﬁmunities studieq,
4-H was perceived by YOuth and:adults alike as a positive
program with many attractive features.

4-H is just one big experience that's all pretty
fun. (16 year old member, autonomy- orlented club)

Being ‘in 4-H is like being a member of a little
group. You’re all members of a group and all
doing the same thing. . (12 year old member,
control-oriented club)

Fieldnotes (1/17/95): At the close of. the 4-H
club meeting, I interviewed the only adult male in
attendance. He has two kids in this club. He
mentioned that they had been in Scouts, but this
year they switched. He mentioned that his wife
had been in 4-H in Michigan and believed it was a
more solidly supported program that was always
being improved. So, they gave their kids the
choice and' they decided to . try 4-H since their boy
especially never seemed to get into the Scout
program. They like the affiliation of 4-H with
"the land-grant university and the. Extension
Service support. His main concern was that in 4-H
we seem to thrust people into positions with
little training. His daughter is president of the
‘club this year. - B :
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. Kids hear it at school: "I brought my pig to the

fair and it was cool."™ Parents will say, "This is
really neat. I didn’t know kids could do this in
4-H." Parents are amazed at what kids can do in

4-H--1like the indoor exhibits at the fair.
(Leader, autonomy-oriented‘club)

‘Despite what some professionals assert about the image of
the program, 4-H is percelved pos1t1ve1y by the participants
in this’ study, and 4-H offers an attractive after—school

alternative to both youth and adults.

Reasons for Joining

Wnile turnover is natural in-any program, most.of‘the
4-H members interviewed in th1s study as key informants had
“been in the program for several years. Part of the reason:
they were selected-as key 1nformants_was because they had
the depth of experience to provide insights into the nature
and‘content‘of the program after several years'of
partioipation. o

This study'specifically‘tried to identify patterns for .
explaining why young people joined 4-H. In the_literature N
(Astroth,‘19847 Banning, 1979; Boyd, 1991; Cook, 1991;
| Krietlow, Pierce, & Middleton, 1961), one can read that
family or sibling participation is a major factor in’
deciding.to join. In this study, this sameé trend was
expressed by several members:‘ y

My mother was in 4-H all her life. She thought it

would be a good learning experience, and I fouhd

it fun after the first year. (16 year old member,
autonomy—oriented‘club)
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My brother was in it. He’s two years older than
me. He’d been in it for two years, and I was
jealous, and he always got to raise animals and
stuff, and my dad was in it when he was a kid.
(16 year old member, autonomy-oriented club)

My brother was in 4-H before I was, so I kind of

like hung around with him. And then when I was

9 years old, I joined. (15 year old member,

autonomy-oriented club)

Finally, some families have been-4—H members for
several generations, like this youngster from an autonomy-
oriented club:

My dad’s sister was in 4-H, she raised a steer,

and my grandpa was in 4-H also. My grandpa had a

steer named Frolic, and my aunt had a steer named

Frolic, and then [my brother] went on and has a

- steer named Frolic, so it kind of goes on down

through the family. (15 year old member, autonomy-

oriented club)

In addition, 4-H history was often mentioned during visits
to 4-H club meetings. One club, the Paradise Experimenters,
recently celebrated more than 50 years of existence, and it
was obvious that many adults in the club took spec¢ial pride
in the long history of the club.

Fieldnotes (8/28/95): A parent mentions that he

found some old secretary books from the 1950's.

He proceeds to read of the list of the club’s

members--some families who are still represented

today in the club or close neighbors. It’s

obvious that this instills a sense of pride in

their history and continuity for the club.

In fact, in an official county publication profiling
all the 4-H clubs in Park County, this publication
specifically pointed out that this is the 57th year for the

club. "A lot of our members are second and third generation
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families for the club" (Park County, Montana National 4-H
Week publication, October 1, 1995).

However, the tradition of 4-H membership as a reason
for joining is not nearly so universal as assumed. 4-H
participants reported other reasons for joining. Among |
those reasons was that 4-H had a reputation for béing "neat"
or. fun:

I joined for something to do. I thought it would

be neat. Other people were telling me how neat it

was. (12 year old member, control-oriented club)

I joined 4-H ‘cause it seemed like it was a lot of

fun, and you got to do a lot of stuff. (15 year

~ old member, autonomy-oriented club) ‘ o
4-H 1s a great way to heet friends, speék a lot
more, meet people, have fun, go on a lot of trips,

learn leadership. (18 year old member, autonomy-
oriented club) '

The opportunity to participate in the county fair, not
simply as a bystander but as a participant and an exhibitor,
appeared as a. major motivator for joining 4-H:

Well, I had a friend in 4-H, and she told me about

what she did at the fair, and I just wanted to

join it to be a part of the fair, not just to

watch. (13 year old member, control—oriented
~club) : : '

Another motivator for joining was word-of-mouth
advertising from friends, particularly in school:

I thought it sounded like a 1otuof fun, a lot of

kids you knew were in it, and I thought I would

try it out. (12 year old member, control-oriented

club) ' '

. I rode the bus with other kids who were in 4-H and
they talked about the fun, and so to be a part of
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it, I joined. (15 year old member, autonomy-.'
oriented club)

‘While some bemoan 4-H’s primarily agricultural'"cows &
‘plows" image, the opportunity to work with animals of all-
sizes and types is an important attractor for‘youth.“

I heard 4 H had thlngs to do with anlmals "and I
really like animals, and it would be a way I could
get an animal and do things with it. (12 year old
member, control- -oriented. club) i

We wanted some goats, and we knew a woman who used -
to be pretty big into goats, so-we went over and
got some goats from her and .she was a leader in.

the oOuts and Abouts 4-H ‘Club, we talked to her and
I joined up then. (17 year old member, control-
oriented club) o ‘ ‘

I had some friends in rabbits, and then my sister

went and got rabbits from them. They were, in the

4-H club, so we joined. (14 year old member,

control-oriented club) _

I bought a rabbit for a pet, and then joined 4-H

to learn about rabbits and how.to raise them. No

one really asked me to join. (14 year old member,

control-oriented club)

Friends—--my friends were in it. I joined just to

have some fun. I wasn’t looking for leadership at

the time. (18 year old member,. autonomy-oriented

club) ‘
o Thus, young people are attracted to the 4-H program for
:a Varlety of reasons: past parental part1c1patlon, 1nfluence
of friends, the opportunity to learn about live animals, the
opportunity to part1c1pate in the county falr, and'the
ablllty to part1c1pate in a youth program out51de of - school
-that has a reputatlon for fun. This 4-H member perhaps sums

it up best:
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I told my other friends that it’s fun,
1nterest1ng, and you learn a lot. You get to go
to fairs, win prizes and money and other stuff.
(14 year old member, control-oriented club)

‘,Stavinq In-

After 301n1ng a 4-H club, what.keeps members 1nterested
and - motlvated to stay 1n°L‘Aga1n, there are as many reascns.~
for staying involved in 4-H as there are for 301n1ng A
frequently mentioned reason 1s fun:

My cousins were in it (my parents never were) and
so I went to a couple of meetings. It was fun--
that’s why I stayed in. (15 year old member, :
autonomy-oriented. club)

4-H is a lot of fun and YOufcanalearn gquite a bit
of stuff, especially if you do work with animals.
(17 year old member, autonomy-oriented club)

It’s a lot of fun. We do a lot of fun thlngs,.
(15 year old member, autonomy-orlented club)

I think I’ve stayed in it because it’s a really

great opportunity and you meet a lot of people and

learn a lot of new things. (15 year old member,

autonomy—oriented‘club) o e

Another motivation for staying in'is the county fair.
The attraction of .the county fair emerged as.a ccnsistentl'
trend in the data and was often a topic a conversation in
club meetings*

The. best thlng about 4-H is the falr.‘ I love the
fair. (14 year old_member, control oriented club)

Coming to the fair is the best--I look forward to_
it every year. (17 Year'old‘member,uautonomy; .
oriented club) ‘ ‘ ‘ o L

I like‘going to the fair. That’s the funnest, and
that’s why I’m in 4-H, so I can take animals to
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the fair and raise them all year, show them; and
sell them. (15 year old member, autonomy-oriented
club) '

Another major motivatioﬁ for remaining in 4-H is the
money that Can be earned through 4-H projects, particularly

‘through the market livestock sale at the county fair.

I’m in it for the money. That’s why I keep coming
back. (12 year old member, autonomy-oriented club)

The big kicker is that you get money, too, in 4-H.
That’s what everyone likes about 4-H. You get
money. But it’s also a lot of fun, and they’d
find out, even if you didn’t get the money, it’d
"still be worth it. (16 year old member, autonomy-
oriented club) ‘

Through 4-H, you can get money, especially for
steers. 4-H has the only rabbit shows you get paid
for--a definite keeper. (14 year old member, '
control-oriented club)

The money we get from selling our animals is

pretty appealing. (16 year old member, autonomy-

oriented club)

You make a lot of money--in most things you do at

least. My sister and I have been raising steers

. for three years, and we put the money together in

our college fund. (15 year old member, autonomy-

oriented club) A :

Money, while a significant attractor for youth and
parents, is not the only reason youth continue in the
program. Many members mentioned more altruistic reasons for
continuing to participate in 4-H. Primary ambhg‘such'
reasons was the ability to serve in mentoring‘and helpership
roles to younger kids.

You learn so much from other people and what they

do, and I like that a lot about 4-H, and I like
that you help other people. Like the nursing
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home. I 'like doing community things like that.
Cleaning up the highway. It makes you feel proud

- of yourself. (15 year old member, autonomy-
oriented. club) - :

Helping is the fun part. (16 year old member,
autonomy-oriented club)- .

‘The thing I like most about 4-H is being able to
help out.  Being able to do things for my
community. (15 year old member, autonomy-oriented
club) T :

Just being around all these nice little kids and
stuff. And when I was a little kid, being around
all those big kids and getting the opportunity to

- talk with a big kid and thinking these people are

so cool because they’re so big and now I’m one. of
-the big kids, and thinking back to how that was,
and how these little kids must be thinking the.
same about me. It’s kind of like a--almost like a
" friend. (16 year old member, autonomy-oriented

- club) ‘ -

4-H is so géod—;helping little kids and‘ﬁéiﬁg é

role model. (15 year old member, autonomy-oriented
club) .

‘During the course of oﬁéervations aﬁd interviews, 4-H .
- members cited a number of reasons why they continued to be
involved with the program: fun, friehds, opportunity to earn
money, participate in the4fair, and help others‘and serve as
a positive-role model. ‘This study‘did not interview any
members who had quit 4-H during the observation peripd,‘so“

knowing why members quit was beyond the scope of this study.

Leadership Style

All seven club leaders completed the Deci instrument
which purported to measure an adult;s‘orientation‘tp either

control or autonomy-oriented behavior in working with young .
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people. The Deci instrument provides a composite range of

scores from -18 (highly control-oriented) to +18 (highly

autonomy-oriented) . Scores for each leader are given in the
Table 1. ,
Table 1. Deci orientation scores for 4-H club leaders,

October, 1994.

CLUBS AND DECI SCORE AGENT
LEADER(S) RATING
Club 1. | | '
~ Leader ' ‘ —1.12 7.0
Ciub 2 | | .
_Leader 1 o -0.50 7 4.0 .
Leader 2 | +0.63 3.0
club 3 |
Leader 1 3.13 3.0 7
 Leader 2 3.25 | 5.0
Club 4 ‘ L
Leader 7 6.00 7.0
Club 5>
Leader 6.38 | 3.0

Initially, there were.concefns about the accuracy of
the Deci instrument in describing each club leaderﬁs
particular orientation to eitheér control- or autonomy-
oriented behaviors with youﬁg people. In order to conduct.a

criterion-related validity check, county agents in each of
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the three‘countiesawere asked to rate all their 4-H club
organizational leaders on a scale of control versus
autonomy. For s1mp11c1ty,'a scale of 1 (highly controlling)
to 10 (hlghly autonomous) was used. County aqents also had
the option of indicating "Don't Know" for each leader with
whom they may have'been unfamiliar. |

County Extension agents in each of.the three counties
provided ratings for these club leaders. ;Agent‘ratings
appear in Table 1. | |

As a‘comparison of these numbers reveals, county
agents, tor the most part, characterized 4-H club leaders as
much more controlling than indicated by the Deci instrument.
Only one club leader (in club four) was confirmed by both
the Deci instrument and the agent evaluation as consistent.
This leader was evaluated as being‘more autonomy-oriented.
One club exhibited a mixed score: one positive and one
negative. Although this club could have been classified as
a mixed style club it was considered a more control-
oriented club since the scores tended to this end of the
Decli continuum.' Thus, clubs 1 and 2 were categorlzed as
controi-oriented clubs while clubs 3, 4, and 5 were
categorized asvautonomy-oriented clubs.

Observations of each club and interviews with both
leaders and members uncovered"the inaccuracy of the agent(s

ratings and instead confirmed the validity of the Deci
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scores. . In three of the five clubs,; few instances of .

controlling behavior were observed.

Leaders' Perceptlons of Their Role

How do 4-H ¢lub leaders themselves describe tbelr role
in working with young people’ Desp1te~actual practlces,
iwhen asked about their partlcular leadershlp style, all
" leaders 1ndlcated a preference for an autonomy—orlented
approach and phllosophy' |

An 1deal leader should help the kids become
independent, be able to think on their feet,
express their ideas. (Leader, control- orlented
club) '

I try to develop a relatlonshlp w1th the kids. I
know all the kids personally, I think they respect
‘and like me, and I think you have to develop that
to work with kids. I try to be a good role model
in the .things that I do. (Leader, autonomy—
oriented club)

Fieldnotes (1/15/95): The leader .of this club is
only slightly .involved. Adults participate just
to add corrections, to correct, to 'guide, or to.
.coach. They make suggestions to help the process
along. (Autonomy-oriented club)

Fieldnotes (2/12/95): At one point, when the club
is struggling with how to decide an issue, the
leader suggests: "Maybe you should form a ‘
committee to learn more about this."™ (Autonomy—
orlented club)

'Another leader commented about her goal as a club leader:

"So, one of my big goals is just to keep my mouth
shut and let the kids conduct their meeting, but
‘when I have to interject something, then go ahead
and. do it. But I think it’s important that ‘they
run their own meeting and they don’t feel llke us
adults are -doing it. (Leader, autonomy-oriented
club) . :
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- Consistently, adult’leaders’expreSsed a preference for
an autonomy-oriented style of leadershlp even though they
found it~ hard to "walk the talk." As .might be expected,
leaders who ranked higher in autonomy behav1or on the De01
scale were more often observed pract1c1ng such a style, the
more control- orlented leaders more often lapsed back into -
controlllng behav1ors that tended to dlrect and dictate to
youth.

Members’ Perceptions of the
Club _Ieaders

4-H club members also expressed that an autonomy-
oriented approach, not a controlling approach, was the ideal
situation for the club:

I think the ideal leader would be somebody who
sits back and has everything we need to talk about
in a meeting, in order, and knows what’s going on
"at all times. And at the beginning of the
"meeting, just throw out a subject or a topic that.
we need to talk about for a while, just say,
"Well, we need to talk about this," and then just
sit back and let us talk about it and come to a
conclusion. The best leader is like an overseer,
or somebody that stand back and watches us do what
we can do to the best of our ability, and to help
us every once in a while make decisions. (16 year
old member, autonomy-oriented club) ‘ ‘

The best leaders in 4-H are the one that wanted to
be there. The ones that would help out with you.
And I actually got to do a lot of the work with
thema (17 year old member, autonomy—oriented club)

~If I wanted to recruit somebody who'’s older into
our club, I would tell them how they get to voice
their opinlons in a meeting without being _
ridiculed or being told, "That’s dumb!" by other
people. (16 year old member, autonomy-oriented
club) : ‘
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This club is a lot of fun. I mean you can come
here and relax. You can have fun w1th your
‘friends, and your ideas count. (15 year old
member, autonomy-oriented club) . -

Several members in both autondmy—briented and in control-
oriented clubs observed that adults should minimize their
‘role or influence in club meetings and in club affairs. .

All the adults make too many decisions about what
we can or can’t do. Adults should consult with
kids before deciding rules and making decisions--
-especially at the county level. I feel this way
about my own club. Adults should be in their own
room some times. Adults shouldn’t be able to
speak sometimes at club meetings. (18 year old
member, autonomy-oriented club) .

" The problem in our -club is too many leaders.
Everyone wants to be in charge. But then that’s
probably the way it is in country clubs. (Parent,
autonomy-oriented club)

I’ve noticed throughout the years as I’ve went
through 4-H that it’s the adults sort of taking
over, and the adults are making the- changes and
stuff like that, especially at the county level.
" (15 year old member, autonomy-oriented club)

4-H is for the kids, and you kind of get sick and
tired of parents belly-achin’, you know. (17 year
. 61d member, control-oriented club)

Poor 1eadefs are those who want to have their own

way--all the ideas have to be their own or it

isn’t right. (15 year old member, autonomy—

oriented club)

44H members are also pretty clear about the kinds of
leaders that they find less desirable. The woret‘kinds of
leaders are those who are never around or who do not provide

support or assistance when needed:

The worst leader was a person I never saw. He -
never provided any help, wasn’t around. He didn’t
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care--just said, "Did you get it done?" (15'year
old member, autonomy-oriented club)

The worst leaders I’ve had didn’t allow any input
from the kids. . The adults would make the agenda,
and the kids would have to read it off. (15 year

old member, autonomy-oriented club)

My first year in cooking--which I didn’t finish=--
the leader was always doing something else so we
couldn’t ask questions. She was never in the
kitchen, so we never got any help or guidance.
(13 year old member, control-oriented club)

A caring attitude is often cited as an important
characteristic:

My sheep leader was one of the best--he never put
anybody down and always helped people. Everyone

got equal attention no matter how many people were
there. (13 year old member, control-oriented club)

Really good leaders took the time to help me.

They didn’t say, "Here’s your work and get to it."™’
They’re caring and they knew what to do to help me
learn. (12 year old member, control-oriented club)

4-H leaders themselves recognize the importence of a caring
attitude as a hallmark of an effective leadér:

Really good leaders are ones who are honestly
interested in you. Good leaders care about kids,
get down and work with them. They’re real
conscientious people.. They want to see whoever
they’re working with succeed, follow through.
(Leader, control-oriented club)

We have some kids from split families and they
don’t have the guidance that my kids have. I
would like to see those kids benefit from 4-H like
my kids. I have a soft spot for these klds
(Leader, autonomy -oriented club)

When I see kldS standing off on the edge of a ,
crowd, I’11 go grab them and bring them into the
group. I like making sure kids aren’t left out,
making kids feel okay when they haven’t done so
well--it all builds self- esteem. (Leader, control-
orlented club)
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Youth members said they liked adult leaQerszho were
knowledgeable, who were caring and supportive, who were

Y

organized, and who pushed and challenged them.

Importance of Order

Both leaders and members were asked about the

‘charactéristics of some of the best leaders they have haa.

The purpose of these questions was to solicit from

participants themselves what common themes emerged firom

- their experience as the best or ideal leaders witﬂ'whom they

have worked. '4-H membgrs wére effectivg at describing the

charactéristics of their best leaders:

| The best leaders I have had iistened to me, were
organized. They let us have input. There were

regular officers meetings before the regular

meeting. Good leaders know what’s going to go on.

(15 year old member,”autonomy-qriented'club)

The circumplex model of family functioning indicétesl
that a balanced family is’flexible yet not chaotic. 1In the:
same way, it was hypothesized that effective 4-H clubs would
be those that were neither chaotic nor extrémely‘rigid.
Effective‘clubs, like balancea families;‘would éxpress some
balancé in the variables of adaptability and cohesion. This
hypothesis was confirmed in observétions and interviews with
club leaders and participants. All were ciear that clubs
. ‘need to have sdme‘order and should not devolve.into chaos:
The best leédefs know what they;re doing;-it’s

just really organized. (15 year old member,
autonomy-oriented club)
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A really good meeting is one where the business
gets done, but anyone who wanted to say something
had that chance. There can be fun, giggling,
joking, but the meeting gets done. It’s not so
strict by Robert’s Rules that no one has fun, but
not so loose that it’s chaos. (Leader, control-
oriented club)

Our old leaders, they weren’t very strict. When
you made a motion, someone would second it, and
someone would third it, and so on. Now, you know,
the leaders are strict, but they’re not overly
strict. You can have fun, but there was a certain
line. That’s the way it should be. (16 year old
member, autonomy-oriented club)

Our meetings are fun, but we should have more
order, rules. It would make our meetings more
efficient, people would remember more about what
they’re supposed to do. (15 year old member,
autonomy-oriented club) '

Our club is pretty successful--it’s run pretty
good, there’s order, it’s a group thing. (18 year
old member, autonomy-oriented club)

These sentiments were echoed by some of the parents. For
example,  fieldnotes from an autonomy-oriented club indicated
the following:

Fieldnotes (1/15/95): One parent told me that she
travels with her children all the way from Shelby
(which is in another county) to participate in
this club because "they know what they’re doing
here." She mentioned that she tried a club in a
neighboring county, but the kids wanted to come
back to this club. for 4-H because they’re doing
things that are fun. "The adults get out of the
way and let kids go." She mentioned that they get
involved with community service, get photos in the
paper, and the older kids show the younger kids..
what to do.

Maintaining order and minimizing confusion is a theme

that emerged in interviews with the more highly
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control-oriented leader. The more control-oriented club

leader observed:

A successful 4-H meeting is where you get all your
business done, the kids are at a dull roar, not
too crazy. We as leaders have agreed that we’re
not going to have real organized, quiet meetings
for several years because of the age of the kids.
We just want to keep them at a dull roar.

Members of this club were also concerned about the’
confusing and chaotic nature of club meetings:

Personally, I don’t think our club is that
organized, and we need to get it together and be
more organized. (12 year old member, control-
oriented club)

Poor leaders are those that sit back and let
others run the meeting, when they’re not running
it in order, and people are screaming and yelling.
(12 year old member, control-oriented club)

An older member, expressed obvious frustration with the
chaotic nature of the club’s monthly meetings:

The thing I like the least are the little kids--

the ones that are misbehaving at the meetings. I

can’t stand them. I would tell them to be quiet--

I'd make them stick their nose in a corner!

(14 year old member, control-oriented club)

Still, more autonomy-oriented leaders recognized that a
certain noise level was indicative of an involved, thriving
club. More than just a "dull roar," these leaders want kids
to be actively involved in every meeting.

The best meeting is where kids are participating,

giving ideas, dialogue, throwing out ideas,

getting involved. You can tell by the noise
level. (Leader, autonomy-oriented club)
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Satisfaction

The CASES IV instrument provided a way to assess
members’ safisfaction with their club. All club members
12 years of age and older were administered this instrument
" in November or December 1995. A total of 55 useable
’instruments were obtaiﬁed. Frequency totals for each club

are.listed in the table‘below:

Table 2. Responses and mean discrepancy scores for members
completing the CASES IV 1nstrument by club,
November 1995.

CLUB NUMBER NUMBER OF MEAN
| RESPONSES -

Club 1 . 13 | -15.9
Club 2 9 | -10.3.
club 3 . 15 | -6.6
Club 4 . 7 |l -e6.0
club 5 | 12 _ 6.7
TOTAL/MEAN 55 9.4

The CASES IV instrument provides a response for members to
reflect on how the? perceive their clubvcurrently‘and a
second response for how‘they would like their club to be.
Twenty statements are listed, and responses can renge from
1 = Never to 5 = Always. Appendix D-includes a copy of this

instrument.
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Adapted from the FACES III instrument (Olsen et al.,
1985), the ideal—percéived discrepancy score is an indirect:
measure of club satisfaction. Specifically, the greater the
ideal-perceived discrepancy, the less the satisfaction with
the club environment.

Several analysis of variance (ANOVA) tests revealed
that there were significant differences between club
member’s satisfaction scores between clubs. Post-hoc
analysis using Duncan’s test revealed that club members’
satisfaction in the control-oriented Club 1 differed
significantly from club members’ satisfaction scores in ﬁhé
autonomy-oriented clubs 3, 4, and 5 (F = 2.76; df = 4/54;

p = .0373). Club members in the control-oriented club
reported a significantly higher level of dissatisfaction
than members in these three other c¢lubs. In fact, a
frequency count revealed that,there.wgre nearly twice as
many dissatisfied members in this club compared to éatisfied
members. Numbers of dissatisfied meﬁbers were much lower in
all other clubs. There were no significant differences
between club members’ satisfaction scores between the
control-oriented Club 1 and control-oriented Club 2. In
addition, there were no significant differences based on the
number of years a member had been in 4-H or gender.

These quantitative results also supported the
qualitative data related to club satisfaction. Several

members of the control-oriented Club 1, as well as the
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leaders, reported in interviews that the club was:
disorganized and needed more order. What is surprising
about this state of disorder is that this club is ruﬁ by‘the
more control-oriented leader. Yet, club members commented
on the chaotic nature of the club environment in Club 1:

I kind of would like to have more things to know
what’s going on; they’ve changed dates on me and I
don’t know what’s going on. (13 year old member)

The best leaders are those who speak loud enough
S0 you can hear them, and run the meetings in
order. (12 year old member)

Poor leaders are those that sit back and let
others run the meeting, when they’re not running
it in order, and people screaming and yelling. (12
vear old member)

Pergonally, I don’'t think our club is that
organized and we need to get it together and be
more organized. (12 year old member)

This last individual, who was president of the club during
most of the time observations were conducted, had one of the

highest discrepancy scores on CASES IV of any club members
surveyed (-36).
My observations of this club confirm this state of

disorder and lack of cohesion which is indicative of a

chaotic club type.

Fieldnotes (2/21/95): 1In the discussion about
changing the date of next month’s meeting, the
club is rather loose and chaotic. Nobody--
especially the kids--seems to know what is going
on. The same thing happens with the discussion
about holding a Tupperware dance. More chaos.
One parent remarks aloud, "This group is not
mature enough to put on something like this."
There is endless negotiation about this until an
adult finally makes a motion.
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Fieldnotes (2/21/95): At the end of this meeting,
there was no formal motion to adjourn; 1t just
dissolved.

Fieldnotes (3/12/95): After the chaotic meeting
last time, I noticed that the leader had obtained
an easel and flip chart and put up the order of
business for all to see. ‘

Fieldnotes (11/25/95): There were no minutes of
the previous meeting, but the secretary tried to
give a verbal report. And they all got a lecture
from the club leader about what officers are
. supposed to do. There is a lot of noise and hub-
-bub. The president raps the gavel (loudly) to try
and gain order. It even startles me.

Fieldnotes (11/21/95): When it comes to voting on
- whether to plan a Senior Citizens’s Christmas
dinner, the president speaks so softly that it’s
difficult to hear over the roar of the heater in-
the building. A motion is made, seconded, and
then the- president calls for a vote. One parent
in the back interjects: "Shouldn’t there be some
discussion here?" There is chaos--kids don’t
really know what they’re voting on. The president
raps the gavel again and shouts, "Order!"™ Details
.for the senior citizen dinner are discussed, with
. the club leader directing the discussion and other
parents participating. In the middle of all this,
the secretary decides to read off the roll call.
Finally, the club leader asks, "Do you.feel the
Senior Citizen dinner is planned out alright?"
But there is still a lot of chaos, so the
. president raps the gavel again. One kid in the
<club yells out, "You must really like that thing!"
Others laugh.

Life Skills

A primary focus.of this research study was to assess
the influence of leadership style on the dévelopment of life
skills. A secondary focus was to determine what life skills
4-H participation specificaliy helped develop in its

participants.
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Self—Esteem

- The Coopersmith Self-Esteem Inventory (SEI) wés
employed as one tool to assess life skill development. This
instrument provides a overall self—éstéem score as well as
subscale_scores in four areas: general self—ésteem
(26 points possible); social self-peers (8 points possible):

- home-parents. (8 points possible); and school-academic
(8 points possible). A "lie scale" consisting of 8 items
purports to measure test defensiveness or test second-
guessing. A . higher lie scale score suggests that the
individual’s other scores may be questionable.
One hundred 4-H club members were administeréd‘this
instrument. Frequencies and totél SEI scores for each club

are given in Table 3.

Table 3. Self-esteem totals from Coopersmith SEI, 1995.

CLUB NUMBER | RESPONSES | MEAN SEI
club 1 28 73.1
Club 2 17 . 78.9
club 3 23 78.9
Club 4 10 74.0
Club 5 22  7 . 75.5

TOTAL/MEAN . | 100  76.0

Several one-way ANOVA tests of the Coopersmith results

found that there were no significant differences between
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clubs in the self-esteem scores on any of the subscales or
in total scores. 1In addition, there were no significant |
differences based on age ofvgendér. Levene’s test for
homogeneity of variances revealed that there was no‘evidencé
that gfoup variances were unequal. Individual SEI‘éﬁbscales

scores follow in Table 4.

Table 4, Subscale self-esteem scores, Coopersmith SETI,
November-December 1995. ,

CLUB TYPE | GENERAL HOME SCHOOL, SOCIAL

Il Autonomy- . 19.70 | '5.90 | 5.20 6.20
oriented club ‘ ‘ ‘

Autonomy- 19.09 6.32 ‘ 5.54 6.77
oriented club 1 - ‘

Control- | ©20.65 |  6.71 5.58 6.53
oriented club :

| contro1- | 18.85 | 6.20 | 5.57 | 6.04
oriented club ' ; : A

Autonomy- 20.65 6.27 ‘ 5.74 6.83
oriented club . o R

(| AVERAGE 19.70 6.27 | 5.57 4 - 6,48

These quantitative results were verified by‘thé_

qualitative data. 1In interviews with key informants, 'only a
few members mentioned the impact that 4-H had specifically

had on their self-concept or self-esteem.

In 4-H, you learn self-confidence. (12 year old
" member, control-oriented club)

I’'m probably the same, but I believe in myself a
little more. (13 year old member, control-oriented
club) '
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4-H has affected me quite a bit--I can’t say
~exactly how, but it has changed who I am. (15 year
old member, autonomy- oriented club) e

4-H has been respon51ble for a lot of the changes
that have happened in my life and who I am now.

It really builds character. (15 year old member,
autonomy-oriented club)

While the impact of 4-H on self-concept is not often
cited by many 4-H members, helping youth have positive
experiences that would help them belie&e in themselves is .
often an expressed geal of the leaders. Several.club
leaders mentioned that in 4-H, they hoped to be able to help
youth develop'a stroné sense of‘self; |

A successful club is where all the kids feel.
wanted and important--it develops good self-
esteem. Everything I do comes back to that. "I
can’t" is one of my least favorite phrases. My
response to them is "I can’t never did nothln’
(Leader, control- orlented club)

The best leaders are those who can teach kids
self-respect, self- esteem. (Leader, control-
oriented club)

I don’t want a child to feel put down because
maybe they had a white ribbon on their lambs, or
their lambs weren’t good enough to go to the falr.
I want that child to feel good about their
project, no matter what it is. Be proud of what
you did, and feel that you, inside, have
accomplished something and learned something and
grown a little bit with what you did. (Leader,
-autonomy-oriented club)

The findings from this study ihdicate that self-esteem
is neither enhanced nor harmed by the kina of club |
1eadership style practieed adults. MQreover,’self-eoncept.<
appears to depend on a number of variables. As sﬁggested in

much of the literature on self-esteem, overall self-esteenm
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may be more global in nature,; and it is diffiqult to
idenﬁify specific contributors to an individual’s self-
concept (Coopersﬁith, 1967, 1981; Harter, 1983;‘Wy1ie,

1961) .

Leadership

In a youth develobﬁent program like 4-H that emphasizes
leadership development, it is not surprising that youth
would report that this is a primary benefit of their
participation. Indeed, many.youth members cited this area -
as a major outcome of their participation in the program.

I think it’s made a lot of difference in my

leadership abilities. Leadership is a big part of

4-H. 4-H prepared me for the FFA. (16 year old

member, autonomy-oriented club)

I’ve developed léédership'skills'in 4-H. (15 year
old member, autonomy-oriented club) -

4-H had helped me a lot in the leadership area.
(15 year old member, autonomy-oriented club)

My observations also support this outcome of 4-H
participation.- 4-H members are typically asked to.assume .
léadership positions for various tasks such_as chairing
”comﬁittees, organizing special_eyenté, or coordinating
‘groups‘of people for a special event. Duriné one meeting, a.
- youth officer asked: "Who would like to chair this
committée?" hot,"Would‘anYone like to éhair-this committeg?ﬂ
The difference in language is suggestive. |

In clubs 1ed~by‘autonomyforiented leaders, members wéré'

given more opportunities to participaﬁe_ih the meeting than
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-in control-dominated ¢lubs. Club officers ﬁere weil-trained
to call on various‘members'at each meeting to give reports
‘about recent events. This practice not only got members
invoived.in the meeting, but it also gave youth practice. in
public speaking. |

Autonbmy—oriented leaders were also qﬁite consistent in
ensuring that members take on meaningful leadership roles in
the club.“The mofe autonomy-oriented leaders ﬁere insistent
about gettiné youth involved'in leadership opportﬁnities.
Club members were expectéd‘to volunteer for committee

assignments ‘and chairmanships.

Communication Skills

Many people would say that through their participation

in 4-H they learned speaking skills. Through demonstrations,.

speech contesté, and reports of committee;éssighments;‘4-H
members have pﬁmerous opportunities to practice and hone
public épeaking skills. |

4-H members aften cited their improved speaking
abilities as one of the benefits of their aSsoCiatidn with
the program. Through 4—H:£hey 1éarnéd how to commﬁnicate |
with others énd speak in public as well as meet other
people, particularly people who were not well known tb them.

" Before, I had a hard time speaking in front of -

groups. But in 4-H, I’ve learned speaking SklllS

and leadership skllls. (15 year old member,
autonomy-oriented club)
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- When I wasn’t in 4-H, I don’t think I was getting
as good of grades as I do now. I didn’t have as
many friends as I do now. It’s just influenced my
life quite a bit, and I don’t really know what it
would be like without 4-H. (16 year old member,
autonomy-oriented club)

Probably knowing how to speak so well is one thing
I got out of 4-H." I took my first public speaking
class in college, and I can.do so well. Other
kids don’t do so well. I wouldn’t be so social"’
either. Heck, I talk with anyone anymore.

(18 year old member, autonomy-oriented cilub)

I’ve learned how to télk to people, negotiate,‘how
to keep your cool within. (12 year old member,
- control-oriented club)

I’ve learned to be sociable with other people, to
make friends. (14 year old member, control-
oriented club)

Even leaders expressed the importance of being able to speak
in public.

Successful people are those who can speak in
public, so they. should learn to be able to do it
in front of their buddies. (Leader, control-
oriented club) :

Several'young people readily distinguished the benefits

of their participation in 4-H from more formal typéé7bf

«

education.. This youngster provided an exaﬁplé:

If I were going to try and recruit kids to join
4-H, particularly younger kids, I would tell them
its a great way to meet friends, speak a lot more,
meet people, have fun--unlike school where you sit
at a desk--[in 4-H you] go on a lot of trips, and
learn leadership skills. (18 year old member,
autonomy-oriented club) : :

Other 4-H members also expressed similar perceptions.
'4-H is so good--you develop speaking abilities,

responsibility, being able to get up in front of
people, leadership skills, and helping little
c
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A lot of the adults are just kind of like one of
us. They joke around with us, you know, and that
helps a lot because its not like having a teacher
stand over you all the time. (15 year old member,
autonomy-oriented club)

The skill of speaking in public to groups of people is

a commonly cited outcome of the 4-H program. Not
surprisingly, all clubs had an expectation that members
would make at least one public presentation to the entire
club each year. Of course, how this expectation was
communicated distinguished control-oriented from autonomy-
oriented clubs. The most control-oriented leader from
Club 2, for example, simply announced one evening:
"Everyone must do a demonstration during the year." This
declaration was given in such a way to exclude debate or
discussion.

In an autonomy-oriented club, though, the leader went

about this another way. Rather than simply stating that

everyone was expected to do a demonstration or public speech

at some club meeting during the year, she had two members do

the following:

Fieldnotes (11/17/95): At the end of the meeting,
two members get up and announce that they’re going
to show everyone how to do a demonstration. They
say that the club would like everyone to do at
least one demonstration during the coming year,
and since some kids may not know what a good
demonstration is like, they’re going to role model
one. They say they were the county winners last
year who got to represent the county at the state
4-H congress and learned a lot about giving a good
demonstration. '
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4-H congress .and learned a‘1ot‘abbut~giving1a good

demonstration.
In this aufonomy-oriented club, then, the leader involved
two young people in showing-eVeryohe how to give a
demonstration and passing along the expectation that'
everyone would do such a preSehtation at somé‘time during
the year. Thése ﬁembers-covered the do’s and déﬁ’ts‘of a
gooa demonstration and tried to help other members think
about‘topics.they could ﬁresent to the club,“

Autonomy-oriented clubs were distinguished‘by'how they
involved officers in gettingvmembefs involved in the ¢lub
action. These clubs used several means to get engaéeﬁent:

(Fieldnotes 1/10/95) Several clubs used reports
to involve members in public speaklng Often, the
club officers would call upon various members who.
had participated in some event to give a report of
what it was like. The emphasis was not so much on
an accurate or complete report, but rather on
getting the youngster to stand up and speak in
front of the entire group. In other cases, the
club president would specifically ask certain
members to make a motion durlng the discussion of
proposals.

Many participants élso said~thét they were guite shy at
one time, but 4-H had helped them overcome this‘early‘
reticence.-

I thlnk in 4=H I’ve learned how to speak in front
of people. I’m a. pretty shy person. I ‘couldn’t
even talk in front of anyone a couple of years
ago. Now I.think I’ve gotten the courage so I’'m
not as nervous when I get in front of people. I’m
able to stand up and talk and it’s a lot easier.
(15 year old member, autonomy-oriented club) ‘

I think I’ve learned to be kind of a "people"
person, you know. It’s made me more sociable,
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too. If you’d have been trying to do this
[interviewing] four or five years ago, it would’ve
been like one word answers. (17 year old member, .
control-oriented club) ‘

I’ve learned how to work with people in 4-H, se
I’'m not so shy or unsure of myself anymore.
(12 year old member, control- orlented club)

Even the adults acknowledge that helping kids become more
outgoing and social is a big benefit of 4—H participation.

Serving as an officer really brings kids out of
being shy--like my daughter. (Leader, autonomy-
oriented club) -

The kids start out real guiet and shy and not
wanting to do much, or come forward, but by the
end of the year, the kids are more self-confident
and put out more as a club member. (Leader,
autonomy- orlented club) '

Responsibility
| Responsibility is another Skill~commonly mentioned as a

beneficial outcome of 4-H participation. However,
responsibility is not a skill that is directly taught like
public speaking. Instead, this attribute is learned through
the process of being involvedfinfthe various- projects
offered by 4-H. Responsibility is a skill youth learn
‘through project work.

4-H is kinda teaching me to be more responsible in

handling rabbits and guns. It teaches you to be

more responsible for things you’re in, to be on

time and such. (13 year 0ld member, control-

oriented club)

4-H taught me a lot about responsibility. I

wasn’t like that four years ago. (13. year. old
member, control-oriented club) o
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4-H’s 1mpact on my life is mainly in public

speaking and responsibility. They both carry over

to school. (15 year old member, autonomy-oriented

club)
Many members cited learning to be more responsible as an.
outcome of their 4-H experience. By impliCation, members
also acknowledged that they were learning to take personal
responsibility for their.choices and actions. Members
learned that their actions had consequences--if the rabbits

wereh't fed, they would go hungry'apd no one else would do

the feeding for them.

Practical -Skill Development
| In addition to the‘lifé’skills‘of se;f—confidence,~
decision-making, communications, and respbnsibility, 4-H
members .and leaders observed that 4-H alsé taught youth.
practical skills and knowledge #hat they'cah ﬁse fhroughout"
their lives. In addition; hands-on learning is stressed so
that young people develop appropriate motor skills. -Perhaps
more importantly, 4—ﬁ provides a wide range df.acfivities.
and projects so that youth can choose what kinds of“things
they want tO”leafn about rather than having the curriculum
dictated to them.

When you do something -in 4-H, you don’t have to do

. it. And your friends are in it, too. (17 year old

member, .autonomy-oriented club)

4-H is not a whole lot different than school. I

learn a little bit about different things, though.

It’s more fun and you get to choose what you want

to learn. (17 year old member, autonomy-oriented
club) : :
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I told my other friend that it [4-H] is fun,
interesting and you learn a lot. (14 year old-
member, control-oriented club) '

-I’ve taken woodworking and photography and range
management and rabbits and breeding beef. 1In 4-H
there’s a lot of variation. I don’t just do one
thing and stick with it. I kind of like to get.
some variety in. (17 year old member, control-
‘oriented club) ~

In 4-H, you learn something new every day.
(16 year old member, autonqmy-oriented club)

In addition to the vériety, 4-H members report -that
through these projects they acquire lots of useful knowledge
, ‘ ‘ o ‘
and skills that they can apply to their projects to help
them improve;
If I hadn’t joined 4-H, I wouldn’t be.where I am
now with my rabbits. I have 12 rabbits now and am
a professional breeder with a pedigree. I’m now
considered a professional breeder, and a judge
taught me everything I know. ©Now I can go to any
other show and be professional. (14 year old
member, control-oriented.club) '
In 4-H, I’ve learned how to work with leather, and
how to feed a steer properly to get him to a
certain amount of weight in a certain number of

days, and how to get him to lose weight. (15 year
old member, autonomy-oriented club)

Observations of clubs support the.strength of 4-H clubs in.
helping youth develbp practical.skillé. fAt‘nearly every |
club meeting, several membefs gavé demonstrations or
speeches on topics such as.hpw td properly clean a gun,
making an origami crane, making a "dream catcher," and
cooking.c These presentations serve not only to help youfh

develop public speaking skills, but they also serve as one
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way to instruct others in the procedures;neéessary to
accomplish some specific goal.

At the same time, because of 4-H’s emphasis on
competition and evaluation, 4-H’ers may learn more than
technical-skills as this parent attested:

The fair has béen‘especially hard on my son

because he only got reds and whites [ribbons], not

blues and purples like -his older sister. All my
son learned out of the fair is that he hated

leatherwork and wasn’t going to do that agaln.
(Leader, control-oriented club) .

Influence of the County Extension Agent

One of the areashinVeétigated.by this study was
‘influence‘of the county Extension aéent on the leadership
style of clubrleéders. Each of the three Extensibn agents-
in‘the‘seiected counties completed the Deci instrument.
Individual scores were: Park County agen£, -2.0; Lewis aﬁd
Clark county.agenth 4.5; Liberty county agent, 1.5

Tﬁére was no relatiohship between'the‘county-agent’s
écore and the leadershlp style of the club leaders
Moreover, qualitative analy51s failed to detect any dlrect
influence from the county agent on club structure or
functioning. In no interviews was the county agent’s name

ever mentioned as a factor in how the club operated.

The Club as an Agent of Socialization

America is a culture of joiners. From the colonial

period to the present, Americans have actively formed social
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groups-—clubs, lodges, fraternities, associations, troops,
and societies~~to foster camaraderie and a spirit of
fellowship, find strength in numbers,‘strengthen‘community
cohesion, build a common identity, and inculcate members to'
‘a unique culture the club could'call their own. -The ideology
of asSociationalism, as one observer has called this,
permeates American‘history and finds it expression in both
adult and youth groups of both sexes (Charles, 1993, p. 47).
Clubdom is a.distinctly American idea (Lynd & Lynd 1929).

At the same time, though, American culture has also
fostered a value for self-sufficiency and 1ndiv1dua11sm.
From the Revolutionary war with Britain to the Civil war to.
the "Me Generation,™ American society has romanticized the
individual who adopts the "go-it-alone" approach.
"Throughout American history,(there_is'evidence ofta'struggle
between those who strive to preserve a sense of indiﬁidual
significance in a mass society. American culture reveres
the "rugged individualist" who can stand alone w1thout the
crutch of a mass society. Yet, as Frederick Jacksonmlurner
observed, "The tendency is anti—social, It produces an
anti-pathy to control® (Potter, 1954, p. 152). As a result,
1nd1v1duals felt little need to be cared for by soc1ety and
also had a minimum tolerance for control by that s001ety..‘

These dual‘tendencies—;a desire to be a part and yet -
”apart——are evident in many facets of'American society, and

the 4-H club movement is no exception. 4-H clubs, a central
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and unique creation of American‘soqiety in the early 20th
century, carriee with it this cultural dichotomy.- As e
result, 4-H clubs serve as both,agencieSmof change and
independence and agencies of socialization and belonging for
_YOung people. Within each club there is an emphasis on
stability, predictability, order, traditipn and "¢lubdom,"
yet at fhe same time there*is a‘value placed on personal
change, individual improvement, and personal advancement.
‘In the 1nteractlon between these contradlctory tendencies,
confllct,:and stress can result. Understanding the dynamice
that operate mibhim clubs between leaders, members, and
parents, then, is 1mportant to know1ng what 1mpacts are
occurring for members. What are the features of the "club"
environment?

4-H clubs perform many functions. 4-H clubs- can be
effectlve at teaching life skills and at helplng youth
acquire technlcal and practlcal skllls 4-H clubs also
.serve as community agents'of'socialization, helping
inculcate youth withbnotions of how to behave, act, feel,
and deveiop. Several members, in fact,‘made‘ﬁhis kind of
observation about their experiences in‘4-H:

They teach you aboub how to be around’people, and

you know, how to act. (15 year old member,

autonomy-oriented club)

I gotta try and be a positive role model, they
say. (17 year old member, control-oriented club)

And now we’re the older kids, and we need to show
the younger ones a good example--how we act and
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stuff like that. (15 yeer old member, autonomy-
oriented club) .

In addition, 4-H dlubs teech members about civic
responsibility, reciprocity, equality, delayed
~gratification, and-the importaﬁce of docﬁmentatioh for
future reference. While all of these vaiues are taught,
some are incorpofated and learned more than others° The
discrepancy demonstrates the‘dynamid'tension which exists in
4-H clubs between adults who would like to direct the
program toward Certain outéomes ahd empowered youth who
would like to have more control o&er the direction and

content of the program. Several important patterns which

emerged from the qualitative data related to this.

Civic Responsibility

An impdrtaht fprmelly-stated goai of‘tﬁe 4—ﬁ program is
to teaqﬁ youth tp care for their community aﬁd_to
_participate in its betterment. 4-H also treins youth to be.
able to function in a democratic society. Every‘clﬁb, for
exemple, began its meetings with the U.S. Pledge of
Allegiance and the 4-H pledge—-even‘when ho flags were
available. Every meeting followed the same‘geherei format
as. well, adhe:ing closely to the order of business suggested.

in Robert’s Rules of Order. All votes were by simple

majority, and only youfh members were allowed to vote.

Adults never participated in voting although they often

J

influenced the way their children voted. The formal process
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of making a motion was common in all clubs.' A subtle but
important part of the 4-H expeérience is tra1n1ng youth to be
able to functlon in c1v1c organlzatlons in the future,

Leaders often expressed that one of the1r goals was

)
helping members learn how to_conduct well—organlzed
meetings.

You have to go to meetings for the rest of your

life, -and 4-H can help you learn how to run

meetlngs. (Leader, autonomy-oriented club)

HoWeverV 4-H members‘themselves saw this development as an
important result of their 4-H experience.

In 4-H, I’ve learned totbe sooiable‘with other

people, make friends, learned about rabbits, about

buying them, and parliamentary procedure and

stuff. (14 year old member, ~control - orlented club)

"One of the skills I’ve developed in 4-H is my
parliamentary procedure and speaking skills.

(18 year old member, autonomy—oriented club)

Perhaps the most‘important‘aspectlof'the‘club
experience, though, is service to one’s community.
Community service is an openly avowed value in 4-H and is
touted as one of five essential life skills‘developed

through the 4 H experlence. Several leaders supported thls_
"goal and were qulte vocal about 1ts 1mportance to their
club.

An ideal 4-H member is one that’s involved in the

community, where they’re active in doing things

for others in the community. 4-H operates a lot

on volunteer work and donations, and the club

needs to give that back to the community. (Leader,
control-oriented club) ‘
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‘The ideal member loves to ao citizenship and

community service, and even if it’s a task they

don’t like, they still try to do their best at it.

(Leader, autonomy-oriented club)

The importance of community service is also a view
frequently shared by members.

I like that you help other people. Like the

nursing home. I 1like doing community things like

-that. Cleaning up the highway. It makes you feel

proud of yourself and I like things like that.

(15 year old member, autonomy-oriented club)

Being able to help out is one of the best things

about 4-H. Being able to do things for my .

community. (15 year old member, autonomy-oriented

- club)

Every club was involved, to varying degrees, in
community service activities--from donations to the local
food bank, to decorating the local nursing home, to cleaning
up a section of highway. 'Training members to contribute to
their community through voluntary efforts is a major

function of 4-H clubs.

Connection Between Effort and Outcomes

Through their‘parfiéipation in 4-H, the‘club teécheé
youth the connection between effort and outcomes. 4-H
membefs learn that in ordef to reap certain payoffs, a
certain amount 6f time and effort must be deaicated{

The work is actually worth it because at fhe ena

it all pays off. 1It’s hard work during the whole

time. (16 year old member, autonomy-oriented club)

It’s hard work, but it pays off in the end.
(15 year old member, autonomy-oriented club)
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You dldn’t do a lot of work, but you d1d .your fa1r
share. (18 year old member autonomy—oriented
club)

In 4-H, you ve got a lot of responsibility, but
"~ the work is fun. It’s not just work to do work.
(12 year old member, control-oriented club)

Opportunities

As a socializing agent, 4-H clubs help youngsters
become aware of wider opportunities that are avallable to
them.' Thesé .opportunities help expand their horizons and
get‘beYOnd tneir local environments. Leaders are clearly
aware that this is a major function they perform in helplng
develop the young‘people 1n.their charges.

I have to remember to let them know there are all
these opportunities, that they can go on. That’s
part of my job as an organizational leader.

" (Leader, autonomy—oriented club)

Fieldnotes (2/14/95): I arrived right at 7:00 PM.
There is a noisy atmosphere with adults and kids
spread out in the one-room church building. The
president of the club raps the gavel at 7:05 PM.
"This meeting will now come to order." Most kids
sit up front in the first two rows while the
adults sit in back rows. During the discussion of
the Grand Foods event, the adult leader encourages
members to participate in this event, saying it is-
good experience. The leader then circulates and
asks individual kids what they’re making for Grand
Foods--not if. .She encourages participation.

~ (Autonomy-oriented club)

Fieldnotes (6/13/95): The leader hands out the
county fair books at this meeting and gives an
example of how to fill out an entry tag. It
strikes me that this is training in how to deal
with forms. Then she makes the announcements--
rattling off a whole series of dates.and events
that I can’t even keep up with. (Autonomy-oriented
club) ‘
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A major benefit of participating in 4-H is having wider
opportunities to experience things outside one’s own
community. 4-H clubs‘can encourage youth to participate in

these wider opportunities.

Empowerment

By focusing on and develbping leadership skills in
young people, 4-H assists the process of helping youth
become empowered. This result can only happen when adults
view youth as resources rather than as objecté or recipients
(Lofquist, 1988). Autonomy-oriented clubs are more
effective at developing empowered youth than control-
oriented clubs. While youth participants do not frame this .
as empowerment, autonomy—orientéd 1eaders are clearly aware
of their central role in helping youth become self-
sufficient and self-directed.

I want the kids to look at me as their leader, but
more as a resource for ideas when they want to
expand on something. Not telling them how to do
something. We’re not to that point yet, but
that’s my goal. I don’t want to tell them how to
do everything. (Leader, autonomy-oriented club)

I tell parents that it’s not a parent’s club--it’s
your kids’ club. I like to have the kidg do it
themselves. No rescuing. The leaders have to be
informed in order for the club to know what’s
going on and what options they have, but kids have
the decision-making power. (Leader, autonomy-
oriented club) : '

I encourage kids that their opinion matters. It
does not have to agree with the judge. 1It’s not
wrong. (Leader, autonomy-oriented club)
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I think to be able to work as a group is one of my
goals. I think that’s a real important goal for
them--to be able to work as a group and see how
things function with a president and a treasurer
and with members. (Leader, autonomy-oriented
club)

What our club strives for is: we don’t want to

tell these kids what to do. It’s their club.

It’s their choice what they do. We’re here as

leaders to advise them and sort of show them the

way, and then they take the road and go. (Leader,

autonomy-oriented club)

Making sure that youth feel that they are in control
and have influence over the direction of the club emerged as
a common theme in interviews with more autonomy-oriented

leaders.

Interviews with the more control-oriented leader never
produced these kinds of observations. Helping youth become
gself-sufficient and independent was not mentioned during
these exchanges. Skills in project work, resppnsibility,
and public speaking were more often emphasized.

By comparison, autonomy-oriented leaders wanted youth
fo assume more leadership and decisioﬁ—making authority in

the 4-H club.

Kids are doing the business, not the leader.
Leaders are there to present the facts. Leaders
have to be informed in order for the club to know
what’s going on and what options they have, but
kids have the decision-making power. If we get
off track, the leaders get together and discuss
what the goal is. (Leader, autonomy-oriented club)

Another leader shared this view:

A successful club is when the leaders put forth
some suggestions and then the kids decide what
they’re going to do. It’s not the leaders telling
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the kids what to do--it’s the kids listening to
what we advise and then making up their own minds.
I like the fact that the kids are so involved. It
gives the kids a lot of skills that they’1l need
later on, like leadershlp (Leader, autonomy-
orlented club)

Record-Keeping

Talk to anyone in 4-H, and quite early in the:
conversation you'arelbonnd to hear about record books.
Record books have perennlally been the bane and nemesis of
4-H members and the crusade of 4-H leaders. 4<H clubs, as
‘socializing agents, try to train members to compete in the
"paper chase" world of records and documents. In fact,
.paperwork is more than a priority in the 4—H'program; it has
achieved the level of primacy. Reports, attendance records,
enrollment cards, health forms, llablllty forms, and record
books get some mention at nearly every 4-H gathering., 4-H
is a program that is paper-intensive and requires extensive‘
record keeping;—from the national to the state to the county
and to-the local club level. ‘ | | - |

The importance that leaders attach to record books
emerged early as a pattern in,the data: |

I keep coming back to this and.I’ve had‘people

come down on me for this, but record books are an-

important life skill. It teaches kids how to

write letters, file thlngs, keep chronological

track of things. ‘It teaches what we will all be

doing forever--check books, anythlng (Leader,

autonomy-oriented club)

One of my immediate goals that I‘d like to see for
the members is that I’d really like for them to do -
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a 1ot better on their record books. (Leader,'
autonomy oriented club)

During several observed meetings, record keeping was the
major educational program presented by either the adult
leaders or former club leaders.

Fieldnotes - (1/15/95) Mary (a former 4-H leader

- and member) is the guest speaker at today’s
meeting and gives a session on keeplng records.
With records,‘"you realize the benefits of all the
hard work you’ve put into 4-H." She emphasizes
‘cause and effect-—how did you grow, what did you
learn, how did it benefit you? She also tries to
help members understand why good record-keeping
skills are important--for jobs, scholarship, state
and national awards. She even talks about how
learning how to keep good records helped her get
her current job--a .loan officer.at the Federal
Land Bank. ‘

Fieldnotes (12/10/95): This meeting was supposed
to start at 4:00 PM but bad weather kept everyone
from arriving on time. Record books was the ‘
subject of this meeting--how to fill out, etc.
The leaders explain how to fill out-the forms and
that they will be judged this year so it will be
important to fill them out. One leader says to
me: "Maybe they’ll keep it up--that’s the hope."
The leaders mention various events that should be
included--"if you worked the auction sale, that
counts as community service. The same if you
decorated windows for national 4-H week. Put in
the awards you got at Achievement Night this
year." . The work is aimed mainly at younger kids.
The older boys leave the room after a few minutes
and go into the living room. Only one male parent. -
comes in to check on his son--to see how the
record book is being done. Otherw1se, no other
parents come in during this work session.

The importance and centrality of record keeping is not

shared by all leaders. 1In fact, a fair amount of ambivalence

was observed about the role and importance of record keeping
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in the 4-H program. One leader recognized that it might be
something best reserved for older members:

Keeping journals is really important--but it’s an
older kid project. Younger kids don’t understand
why they should do it. (Leader, control-oriented.
club) o

Some see it as less important than the development of the
young person:

Record books are not really a life skill--it’s the
interpersonal skills that are most important.
Record books, yes, are nice, but you need other
skills. (Leader, control-oriented: club)

Still another leader saw record books as one way of.
" developing important life skillss

I'm really hard on kids about record books because
I think it teaches them responsibility and
financial record keeping. (Leader, autonomy-
oriented club) ' :

Youth members themselves‘felt;strongly about this
subject and were pretty clear about records and how they
felt about themn:

"They have to be done, but I don’t like them.
(15 year old member, autonomy-oriented club)

One of the things I like the least about 4-H is
doing the journals--just the fact of having to do
them. I don’t like them because you may forget to
write something down, and it screws the whole
thing up. (13 year old member, control-oriented
club)

I like the record books least in 4-H. Cody and I
were donated by my dad all the feed for our steers
because it’s our donation for our college fee. So
we don’t have to pay that back, but then we have
to--in our record books--act like we bought all
that because the forms have all this stuff about -
how much feed they had and what it cost--so it’s
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how much feed they had and what it cost--so it’s

kind of a pain. (15 year old member, autonomy-
oriented club)

Competition

In addition to record books, competition is another one
of the most discussed features of the 4-H program. 4-H
began using competition aé a motivator for youth to excel
from its earliest bgginnings. Corn clubs and cooking c¢lubs
often competed to see who could raise the most corn per acre
or can more food the fastest.

Today, competition remains a central fixture in the 4-H
program. However, there is not universal agreement on its
place or usefulness in motivating youth to excel. Clubs
used competiﬁion in a variety of ways to try and motivate
members. The club led by a more control-oriented leader
used awards and prizes to try‘and get youth to pay attention
and be polite during demonstrations. Another club used
prizes as a part of the clubs’s recreation activity——at.
Thanksgiving, for example, through guessing the number of
feathers on a turkey.

Leaders who were autonomy-oriented did not rely on
competition or extrinsic incentives to motivate members in
their club although all of them saw competition as an
important part of the 4-H program, particularly at the fair.
Ag with records, interviews with both leaders and members

revealed the ambivalence towards competition that exists in
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competition, but they oftén elevate other values above
winning.

The ideal member would be a youth who isn’t so

heart set on winning that the personal side is put

aside--someone who’s willing to help other kids,

teach 6ther kids all she knows. (Leader, control-
oriented club)

My main goal is to help the kids become confident

enough to feel good about themselves whether they

- receive a white ribbon or purple rlbbon._ If you

try your best, that’s the best you can do and try

not,to‘compare yourself to other people. (Leader,

control-oriented club)

Competition is most prevalent at the county fair, and
while many members said that the fair is one of the most
important reasons they jOln or stay in 4-H, the competitive
part of the fair can. prov1de challenges to developlng
positive youth potentlal.

The fair is not the goal, but it seems to be the

showplace where everyone gets together and says:

"This is what I’ve done all year." I like the

ribbons, and I don’t like the. ribbons. The fair

should be 'a showplace, but not competition--
especially for younger kids. (Leader, control-
oriented club)
Yet, it is‘interesting to note that this vefy same leader
used competition and rewards as a method of exercising
control over the members of the club. On her Deci
instrument, she wrote: "I love bribery--it works!"

Members share some of these views about the 1mportance
of competltlon. When asked to thlnk about the most
51gn1flcant experlence they had had in 4-H, many members

mentloned w1nn1ng the top de51gnatlons at the county fair.




Some

they

231

The most. memorable thlng was last year at the 4-H
fair. It was my first year at the fair, and I won
two grand champlons (13 year-old member, control-
orlented club) ‘ : ‘

I got reserve grand champion, and that was my
first year. That was the most significant thing I
remember. (12 year old member, control-o6riented

club)

Last year in the speech contest was my most
meaningful experieéence in 4-H. I won the contest
and because of that I got to be the master of
ceremonies at the 4-H achievement night. (15 year
old member, autonomy-oriented club) '

members defined their club as successful by how well
did in competitive activities at the fair:

I think we’ve done really good. This year in
animals we’ve all done good. We’re improving.

One boy won grand champion. We got purple
ribbons. I think our club’s been really
successful. (15 year old member, autonomy-oriented
club) ‘ : ' .

Other members, however, do not place as muCh_emphasis on

winning:

I’m not really concerned about grand champion. I

just want to do good. (17 year old member,

autonomy-oriented club)

I had a horse for two years, and then I just
decided that I’d rather do different things with
my horse besides showing, so I gave it up..

(15 year old member, autonomy-oriented club)

. 4-H’s emphasis on competition, even using a Danish

judging system in which exhibits are awarded ribbons based

on objective standards of excellence, can undermine some the

life skills.goals of the program.

The fair has been especially hard on Larry because
he only got reds and whites [ribbons], not blues
and purples like his older sister. All my son
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learned out of the fair is that he hated
leatherwork and wasn’t going to do that again.
(Leader, control-oriented club)

This same leader, though, expressed some of the ambivalence
about competition and life skills development that exists in
the 4-H program.

Most of what they’re learnlng won’t even show up
until much later. They won’t trot off to third
grade and say I’m a better kid this year because I
was in 4-H last year. That won’t even show up
until high school when they decide not to go out
and drink and such stuff. We came home from the
fair with ribbons up the ying-yang, and it was a -
real moralé booster for most kids. We were
successful from that perspective. (Leader,
control-oriented c¢lub) o A

Despite this eoneern with the destructive effects of
competition,'this leader used rewards on a consistent basis
to try and reinforce‘certain desired behaviors in her 4-H
.club members. Not surprisingly, then, this club was
‘ characterlzed by occasions where rewards and brlbes were
used by the leader to try and gain cooperatlon from the
members. |

Fieldnotes (1/17/95) After the club leader hands
out member project award pins to those who weren’t
at the county award banquet, she announces that
any kid who can recite the 4-H pledge will get a’
coupon for a free soda pop.

Fieldnotes 3/12/95): "After the announcements, the
club leader says that there will be awards glven
to members who can do certain things.

Certificates for the local video store will be
given to those with the three best record books.
‘Certlflcates will also be given to those who can
say the 4-H pledge

Fieldnotes (11/21/95): A parent suggests that the
club use awards to reinforce good listening skills
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for the members since they were so noisy during
Emma’s talk on her rabbits. The club leader has
prepared. for this, and announces that she will
give a prize to anyone who can answer a gquestion
from Emma’s speech. When questions are asked,
many kids raise their hands even though they don’t
know the answers--they just want to participate
and try for a prize.

A leader in another club shared her perspective about
the impbrtance of just winning ribbons and awards:

And if they can come home with those ribbons, even
if they’re a red ribbon or a white ribbon, not a
blue ribbon, they’re proud of it, and they know
that they did a good job. (Leader, autonomy-
oriented club) | -

Of course, another leader within. the same club expressed- a
slightly different perspective‘on winﬁing'awards:

And it’s nice to go to the county level or more
than the county level and do your things at the
fair and win your awards and things like that.
But I don’t necessarily think that should be the

- goal. I don’t know that if you took that away

- from the members in our club if we’d have as many
people in.it, but I know that they’d enjoy being
here. Otherwise, they’s just do what was required
and go to the fair. (Leader, autonomy-oriented
club)

Still another leader in another club saw the role of ribbons
quité differently.
I want the child to feel good about their project,
no matter what it is. And to me it doesn’t matter
whether you get the grand champion or you have the
white ribbon one. Be proud of what you did, and
feel that you--inside--have accomplished something
and learned something and grown a little bit with
what you did. (Leader, autonomy-oriented club)
This notion of receiving external validation fpf

personal effort is a common theme in 4-H and is perceived to

provide motivation to members. Members liked winning, but
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did not talk about competitien as particularly motitating.
Losing was never mentioned during the interyiews or during
the club observations. The recognition received from
competitive outcomes seemed most valuable to those receiving

it rather than the actual cempetition.

Completlon and Follow—Throuqh

Adults con51stently commented that a major goal of
theirs was to help young people learn'how to set goals,
aehieve them and complete them.,_Perseverance, completion,
and follow—througﬁ, even on unpleaeant tasks, ﬁas a trend
which emerged in the-data.

I think it’s most important that kids learn
skills--lifelong skills--such as communication and
being able to get up in front of a crowd. Also,
to start something, to see it through to the end.
I think if they can learn this now,: they’re going
to have it easier in their adult life. They can
maybe see the end result from being in 4-H.
(Leader autonomy-~oriented club)

4-H teaches people to complete things to the end,
to stay w1th thlngs. (Parent, autonomy-oriented
club) ,

In 4-H, kids learn not only how to complete
something, but also to apply it to other areas of
life. They’ve learned by completing a project it
was something to be proud of, that we all have to
do things that we don’t get rewarded for. (Leader,
control-oriented: club)

My goal for members is just . to. take projects and
complete them. An ideal 4-~H member follows.
through on a lot of things. Finishing,
completion--I’m big on that. (Leader, control-
oriented club) L "
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In discussions with 4-H leaders and parents,. the notion
-of project completion is often mentioned. In fact, many.
people will ask what needé to be ddhe by a member to
complete a project.

.At the same time, leaders are willing to keep project
completion in perspective of what youth members are capable
of doing. Leaders recognized that youth haVé varying
abilities and that they need to acknowledge this.

The other leader is an over-achiever and really

gets her kids into everything. They finish it

perfect. ©Not me--they finish it, but not perfect.

If a white ribbon was to the best of their

ability, then that’s fine. If not, I ask them

what they are going to do about it. (Leader,
control-oriented club) ‘

Developing Social Networks

Like many social groups, an important component éf'the
4—ﬁ experience is the development of social contacts and
friendships‘with others--both of the.éame ége and with
others of aifferent ages. A common theme in all interviews
was the friendships and sociai contacts that 4-H helped
yéung people develop.

I have a lot.moré friends from other placeé—-like

Livingston--because of .the fair. (12 year old.

member, control-oriented club)

The best part of 4-H is getting to meet other
kids. (12 year old member, control-oriented club) .

I like the fair and sociéliziﬁg with friends. -
(15 year old member, autonomy-oriented club)

The thing I like most about 4-H is the friends.
The socializing part mostly. You get to meet new
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friends;-new people.  (16 yeér old member,
autonomy-oriented club) '

I think I’ve stayed in 4—H.because4it's a really
great opportunity and you meet a .lot of people and
learn a lot of things. (15 year old member,
autonomy-oriented club)
The best thing about 4-H is probably the friends I
meet and the things we get to do. (15 year old
member, autonomy-oriented club)
4~H provides another avenue for young pepple‘to.establish
'ffiendships and relations with other people of different

ages and backgrounds.

Notions of Success

Dufing the coﬁfse of this research projeéﬁ, it became
evident that each club felt in its own Wéy that it was
successful. ‘1In fact, thié sense of success on the part of
each club is one of thé sigﬁificanf findings from this’
" study. The 4-H program'prbvides ehough avenues for
recognition and achievement that every club had developed a
belief that'they were successful as.a‘group. This belief in
" their own success and échieveﬁent emerged as a consistent
pattern in the data. |

Notions of sucéess were particularly evident in the
interviews Qith members. Key iﬁformahts Were‘specifically
asked what they would characterize as a successful 4-H club

and then if their club met such criteria.
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Participants in clubs led by more autOnomy—oriented
leaders clearly expressed their convictions that thelr club
was a model of success for a- Varlety of reasons.

Ours is pretty successful——lt’s run pretty good
there’s order, everybody has a different job.

It’s a group thlng Everybody helps. You see
different people at different things. (18 year old
member, autonomy-oriented club) , :

- We have almost 30 members in our club, and we all
. get along and there’s no fighting. -We’re also the
richest club in the county at this point in time,
which shows that we get out and do stuff. We have

. fund-raisers, and we sell fruit, and we clean
‘roads. .We’re here to have a good time and the B K
kids enjoy that a lot. (16 year old member, - o _ i
autonomy-oriented club) - ' =

We don’t just meet every month we do all kinds of‘
stuff. I mean there’s gotta be at least, at least
two things that this club does each month on
average. We go all over, even with our meetings.
We’re really original in the way we have our
meetings. (16 year old member, autonomy—or;ented
club) ' ' .

I think I would describe my club -as successful.
When I first started, there was not, very many kids , t
in it. 1It’s grown a lot. I bet 15-20 people have |
added onto it in just a year, and I think that’s :
been really successful. (15 year. old member,
autonomy-oriented club) .

While‘the.members‘tended to-define‘success in terms of‘
organlzatlonal characterlstlcs——number of members, 51ze of
~ the club treasury,‘absence of 1nflght1ng——leaders couched
snccess in other ternms. |

Our club’s successful because there’s second or
third generations coming back. That says -
something about the experience mom and dad had in
the club. And then especially where some kids
want to come back and help the younger kids.
That’s a point of success. (Leader, autonomy-
oriented club) -
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A successful club helps kids learn but yet have
them do it themselves and have: fun doing it.
Everyone should be. treated equally on their
knowledge and availability of time. (Leader,
‘control -oriented club) ’ ,

Even members of the most chaotic club felt their club
was successful although the importance of‘ofder and
organization surfaced again as a common theme.

A successful club is one that can be organized and

run meetings smoothly; do things, not necessarily

do them well, but everyone is a good sport and

participates. (12 year old member,. control-

oriented club) '

A successful club is one where people‘like each

other, get along, there’s organized meetings, and

people aren’t in conflict. (12 year old member,

control-oriented club) ‘

A successful club is one that’s always on top of

things--has the journals done, knows what they’re

going to do next year, and does fun activities. I

think our own club is successful--in ways.

(12 year old member, control-oriented club)

A successful club is when everybody feels good

about what they did and how they did it. Yes, our

club is successful--pretty much. (13 year old

member, control-oriented club) ' .

During the observations of all five clubs, it was
evident that members of each club took collective pride in .
the individual accomplishments of various members. If there
was only one person enrolled in the.dég‘project,'for
example, when that person attained any level'of excellence
as judged at the county fair, the entire club took pride in

that fact and were sure to let others know how well one of

their own had done.
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In the same way, clubs_reﬁelled in their Collectivei
achievements, particularly at' the ene of the year, and they
. would list off all the distinguishihg accomplishments of
'their‘members. Every\club regardless of leadershlp style

or history, felt themselves to be successful.

The Club as a Family

During the course of this research, club environments E }
began to closely resemble that of a family. After all,
clubs are led by adults working with a group of young people
spanning several ages, dedicated to working eooperatively‘
toward some mutually—agreed goals. This theme of the club
as a.family emerged continually during the interviews and
observations.

4-H is a wonderful program——lt glves kids a great

sense of family and life. (Leader, autonomy-

oriented club) :

We want to create one big family——we’re-a team;

we’re Worklng together. (Leader, control-oriented

club)

4-H is like a family project. (Parent, autonomy-
oriented club)

Like families, theugh, Clubs ean>be either balanced,
extreme, or mid-range types accordiné to the circumplex
model of family functioning. Using the CASES Iv 1nstrument
all members over‘the age of-12 years were admlnlstered thlS
tool to obtain a measure of club satisfaction and a
description of the club type. As Olsen (1985),suggested,

communication patterns facilitate movement on the twin
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dimensions of adaptability and cohesion. Thus,
communications. can- reveal something of the club’s type
related to the circumplex model. |

When separated by the adult’s oriehtation towards
control or autonomy in workiﬁg with children; clear
differences were evident. Tﬁe more control-oriented leader
and other pérents iﬁ this club uséd more language that was
disrespectful and discounting than the more autonomy- |
oriented leaders. )

Fieldnotes (1/17/95): The club is full of little -
kids with just a couple of older kids. The radio
is blaring rock-n-roll music--Lynard Skynard I
believe. The club is all abuzz. The gavel is
rapped to bring order to the meeting. The leader
yells out: ."Turn that radio off!"

Fieldnotes (2/21/95): During the discussion of
the dance, a parent sitting in the back states:
"This group is not mature enough to  put on
something like this.™ The club leader chimes in:
"My advice is you’ll fall flat on your face if you -
do a dance." , S .

Throughout the meeting, the adults "shhish"
the kids when they’re out of control or unruly.
Finally an adult makes a motion, and a kid seconds:
it. The leader intervenes and says: "Call for a
vote" to the president. There is lots of
confusion and voting. No one’s really sure what
they just voted on.

Eventually, someone in the club'says: "I
move we get on with the meeting." The leader
says: "I second it." . '

During this meeting, the leader also
announces an attendance policy that they’ve
established for club members: (1) members must

" attend eight out of eleven meetings; (2) members
must attend two community service activities;
(3) members must call if they are going to miss a
meeting; (4) if a member misses more than three
meetings, they are dismissed from the club and
cannot show at the fair.
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My observation of this club is that the
adults are struggling with their role in 4-H which
is supposed to be "for the kids." They want to be
able to give some direction without taking over,
but don’t know how.

Fieldnotes (3/12/95): After the chaotic meeting
last time, I noticed that the leader had obtained
an easel and flip chart and put the order of
business up for all to see. A parent sees four
boys coming in to the meeting rooms and says: "Oh
sure, you guys showed up just so you wouldn’t have

to calve!" Implying that they only came to the
club meeting to get out of work on the family
farm.

After the meeting is officially called to
order, lots of late kids come into the room. One
parent says: "It starts at 2:00, folks!" to no one
in particular. Another parent moves to discipline
a kid who is talking by pinching his shoulder--
hard. )

During the discussion of doing a fund-
raising activity, a parent blurts out: "They won't
go for a slave auction--it’s too much work!"
However, the kids eventually vote for this.

The slave auction wins and now the club
decides they need to set a date for this. The
kids suggest waiting until the next meeting--big
sighs from a couple of the adults. The leader
says they’ll come up with a format for the slave
auction so they’re not traipsing off with some
stranger. At this point, another parent blurts
out: "We sell you off--for good!™

Fieldnotes (11/21/95): At the end of the meeting,
the leader mentioned that all club members are
required to give one speech and one demonstration
during the club year. "This i1s not an option!"

Adults who perceive that kids are out-of-
line use physical sanctions (pinching, grabbing)
to straighten them up.

The observations from other, more autonomy-oriented
leaders in a couple of other clubs present a sharp contrast
to the control-oriented club.

Fieldnotes (1/8/95): There is a infbrmal, politel

atmosphere in this club. No adults even spoke
until 10 minutes had passed, and then it was only
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to give information and ﬁrovide.an‘update on
training workshops. The adults raise their hands
to be recognized by the club president.

Fieldnotes (1/10/95): The leader was working with
the officers in advance of the meeting to plan out
the agenda. All the officers are girls I notice.
This appears to be a young club by appearances--
lots of little kids. When a group of kids come in
later, the leader says: "Alright! Look who’s
here!™ 1In this club, the adults raise their hands
to speak. ‘

Fieldnotes (2/5/95): A new member is introduced
at this meeting--and everyone claps for him.
After the meeting, I interview a parent who says
that he thinks the club has gotten better because
"more responsibility has been turned over to the
kids." ‘ '

Fieldnotes (8/16/95): During this meeting,
members of this club are asked to stand up qnd
tell what they took to the county fair last month
and what placings they received. Everyone claps
after each kid speaks.

' During this meeting, the leaders also pass
out an evaluation form for the members .to critique
the club. "This is your club" a leader says. '"We
need your suggestions and ideas how it could be
better for you as well as what you liked."

Fieldnotes (8/28/95): One of the parents says

that this year, the kids really pitched in the

most on the July 4th float so leaders had to do

the least. 'This was the best year in his memory

and compliments the kids in the club.

The language differences between leaders who are
control-oriented and leaders who are more autonomy-oriented
is marked. Autonomy-oriented leaders defined their role
mainly as informational and procedural. They also saw
themselves as needing to provide‘more positive feedback to

youth for their work and efforts. Autonbmy—oriented leaders

strived to provide support and guidance to youth members as
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they‘learn how to-cohduct and direct their own affairs.
' Autonomy-oriented leaders geve respect and expected it in
return. Such leaders used a language that did not crltlclze

or belittle club members for short-comings or mlstakes.'

H

Autonomy—orlented leaders were not always successful in
playlng these roles, but they were more apt to assume the
posture of a "guide on the 51de" than the leaders who were
more. control-oriented. For example, the follow1ngA;n01dent o
illustrates mhen a leader, who scored between control‘andp-
"autOnomy, felt a need to become more control- orlented.

‘Fleldnotes (2/1/95) Durlng the dlscu551on of
fund-raising events, there is some momentary »
confusion, but no one gets upset. It’s not clear
who made a motion. The .leader asks: "What’s going
on?" as a way to get the club members to re-focus.
The problem solv1ng process continues to flounder.
There is no experience to guide the group--
everyone is so young. The officers-talk among
themselves. The leader intervenes to get the .
president to have an open discussion with the
club, not just among themselves. There is
patience on the part of the adults, even with
repeated questions around the same issues.

One of the leaders intervenes again to keep
the process on track--you have to have a motion on
the floor, etc. Chaos still ensures, frustration.
The leader cuts in: "This is your club. and you
can make your own decisions, but I don’t think you
know what you’ve just voted .on. ‘You’re mumbling,
every kid is mumbling, and no one can hear. I’m
going to step in here at this time and do what I’m
here to do as the organizational leader which is
leadership. What I’d like to see is...." The
v1ce—pres1dent makes the recommended motlon.

In contrast, leaders who are more-control-orlented
tended to be more concerned about directingpeach meeting and,

ensuring quiet and order through physical and coercive .
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‘means. ‘Ironically, leaders who were more control-oriented
presided over more chaotic club situations than the
autonomy-oriented leaders. This finding could be related to
: lack of internal loci of control among members, age of
members, or lack ofﬂfelevancerto the meeting.

Leaders of 4-H clubs who were more control—oriented in
their dealings with youth used belittling language, physical
sanctions and discipline strategies,‘and rigid;'explicit
rules. Clubs dominated by control-oriented leaders‘eften
shifted between authoritarian leadership and a cemplete.lack
of leadership. For’example, during an interview,‘the more
control- orlented club leader made the follow1ng observatlon.

One parent told me I butt in too much. At‘flrst,

parents told me I needed to control meetings more.

Now they tell me I butt in too much. (Controlé

oriented club)

Youth members in such clubs‘exhibited passive-
aggressive behaViof,and had come to require external
incentives for their compliance to the leader’s standards.

Fieldnotes (11/21/95): At 8:10 p.m., at the end

of this meeting, someone makes a motion to

adjourn. The president announces the méeting is

over, but a parent says: "You should pick someone

'to second it." Some kid in the group shouts out:

"Who cares!" ‘ : - ‘

Fieldnotes (3/12/95):f During this meeting, the

club discusses a commuhity service activity for |

Easter. Everyone will need to meet together the

day before to stuff Easter egg baskets. One kid .

asks: "If we miss this meeting, will it count
towards the number of meetings we can miss?"
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Ironically, clubs dominated.by more gontfol—ériented
leaders were less orderly, wére characterized Ey endless
negotiations and discﬁssions and frequeﬁt outbursts from
members and leéders'alike, and were less fun for the
members. In the club led by the more control—orienfed
leéder,.only one membef‘eVer mentioned fun as a descriptive'
characteristic of the club. Rather, members of such clubs
mehfioned the skills that COuld:be learned, opportuhities tq‘i
be with friends, and the chance to participate in the couﬁty ,

fair. Fun was not something that readily came to mind.
: : b

Summary

Twelve months of research on five 4—H.ciubs in Montana
revealed a number of findings. Club environments take on
certain uniéue charaCteristics‘baséd on fhe club. leader’s
orientation and style. 1In addition, clubs affect the life
skill and technical skill development of young.peoplé‘in
complex ways. Finally, clubs also serve as%é sociéliZing‘
agént, training young people how to function in a modern;
democratic society run by rules, documentation, and.
teamwork. Ciubs, like families, exhibit certain
characteristics ﬁhich‘can‘help or hinder the development O?.

autonomous behavior.
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CHAPTER 6

CONCLUSIONS

Introduction

The purpose of this research projectiwas to‘describe the
4-H club experience from the perspective of the participants.
This inquiry into the 4-H experience focusea on two areas.
First, ‘this inquiry soﬁght to describe‘the'day—to—day
experlence in 4-H programs and what members found meanlngfulj
about thelr experlence Second, this study sought to
determine the infiuencelof adult leadership Styles on the
skill development of young people 1n 4-H clubs. - Thls
descrlptlve research project which utilized a mixed de51gn of
qualltatlve and quantltatlve methods. This research~pr03ect

1

.explored such aspects of the 4-H experlence as 1ts appeal to
e P T

PR

youth and parents, satisfaction w1th the club env1ronment

ideal characteristics of 1eaders, develepment'of llfe
‘ A R LR
skills, as well as other features of the 4-H experience.

‘Results and Conclusions

Appeal to Youth

Why are youth who have many choices and opportunities

available to them attracted to the 4-H pregram? As a
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voluntary,; after-school youth progfam with a focus on
education, what niche does 4-H fill in young people’s lives?

From this research study, several important answers emerged.

4-H is Fun and Friends. 4-H is perceived by members

‘and parents as an appgaling after—school activityi Those
”interviewea mentioned fun, the opportunity to be with and
make new friends, and the ability to participate in events
and activities both within and outside tﬁeif community as

ﬁ important attractors for them. Among current members, these
factors were both appealing reasons to'enréll in 4-H as well
as cbmpelling reasons for staying involved.

The fun factor of the 4-H,pro§ram was especially
significant compared to Views about forﬁal-education.
Several members contrasted the 4-H experience as more fun
and practical than school settings where~youth.felt treated
as objects and mere pawns rather than regarded as
originatoré with their own. initiative and ideas. Yéung
people cdntrasted the fun and iﬁteraction of 4-H to school
as sitting in desks With adults looming over them and being
critical of their ideas or performahce.

In contrast, from the members’ perspective, 4?H‘
provided an avénué for them to exert some influence over the
coufse of events in which they were involved.. 4-H put youth
in chafge of meetingsjand various activities;- Youth |

opinions mattered, and they had fun. 4-H was, as ohe member
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put - it, a place where you "héve.fun ﬁnlike schooi where you
sit at a desk." This youngster also observéd‘thatlin 4-H
youth "get to voice their opinions in a meeting without
bginé ridiculed or being told, ‘That’s dumb.’"

Ié not this what all nonformal youth groups are‘like?
This is not necessafily sSo. - Thié finding about 4-H is
significant since Kleinfeld and Shiﬁkwin'(1984) reported
that they found little support for the "fun aﬁd friendsf in
Boy Scouté. While both Boy Séout and 4-H literatﬁre mentibn
fun as the lure to attract members, only in 4-H is fun |
mentioned és an aspect of participation. -Kleinfeld and
Shinkwin reported that

serious fBoy]-scouts were under COnsiderable

pressure to advance in rank and keep up with boys

in the troop. Nor was scouts a setting where boys

made new friends or particularly strengthened

" existing friendships. (p. 72)
Even the parents of scout‘members;did'not‘mention fun or
friends as an important benefit of scoutihg. Séouting is
hard work (Kleinfeld & Shinkwin, 1984), and fun was not -
necessarily an valued part of the program by members,
leaders, or parents.

In contrast, 4-H mémbers;_leaders{ and parenté all
mentioned fun and friends as important attributes of the 4-H
program. The environment in 4-H is fun for members in
autonomy-otriented clubs}_and youth made new friendé and

strengthened existing friendships. Friends were a major

reason for becoming involved in 4-H. Perhaps because 4-H
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has no rigorous advancement program like the one ih Boy
Scouts, 4-H’ers did not feel'preséure to excel or kéep up
with others in the club. 4-H appears more able to
accommodate the differing abilitieéwand interests of young
people and allows them to progress at their own rate.. In
‘addition, the 4-H program embodies fhe frontier spirit of
egalitarianism ana sociaiization’from the 19th centufy,
minimizing stratification‘and:"clasé conéciousnessﬁ between |
memberg.

6thér reseafch (Roseﬁholtz & Simpéon, 1984) has found
thaﬁ in environments‘where academic success is‘narrawly
‘defined (i.e. the ability to master a small set of specific
skills) strafification émong students increases based oﬁ
ability. Such unidimensional classrooms tend to adcentuafe
student self-concepts ofrability, and thé researchers
concluded that schools are, to a small degree, limiting
students’ perceptions of their own abilities to learn.
Multidimensional environments, by confrast, were morg.mellow
because academic ability was not sé narrowly defingd.
Students were ablé to excel in ways cphers than academics.
Such ciassrooms placedilittle importance on excelling in
acédeﬁic work and as a resul£ had fewer disciplihe‘pfoblems
(Rosenholtz & Simpson, 1984).

Like the multidimensional environments described by
fhese researchgrs, 4-H provides numerous ways'fcr yduth fo

excel. "Méking the best better," 4-H’s motto, implies
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competing agéinst yqursélf and trying to improVe on whatxybu‘
have done before.. Thé ﬁeaning of the mofto is not about
beating someone else or about keeping.up‘with everyone else
in the gfbub; It is about doing your best‘énd doing it
according to your ability. The broad'scopelof the 4-H
program and its lack of gmphasis on forcing everyone into a
narrowly defined, rigorous achievement program opené many
avenues for youth to find their niche and succeed. 4-H
appears more able to accommodate the differing abilities and _
interests of‘yoﬁng people and allows them to progress at
their own rate. 4-H appeals td yoﬁth because it provides
fun and camafaderie; |

Moreover, autonomy-oriented leaders created .
environments that were perceived as more. fun to 4-H membérs
than youth in blubs led by control-orienfed_1eaders; Youth
in the autonomy-oriented clubs were much more likely to
mention. fun as'an important feature of their ciub:than
others. These same participants also.felt‘less pressure to
excel or beat others. ‘4fH members in clubs directed by
autonomy—oriented leaders were aiSO'more likely to express

satisfaction with the club environment than other members,‘

The County Fair. Another important motivator for
joining and staying involved with 4-H is the fair and the
money that can be earned through premiums and ih'parficulaf

through the market livestock sale. Many members mentioned
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this asbect_of‘the prbgram‘as a uﬁique feature which
appealed to them. While some professional Extension faculty
bemoah the amountuqf'work and'fime the cgunty-fair‘COnsumes,
the fair is obviodsly‘important'for member recruitment and
member retentioh. This study has:shOWn that the‘fair should
be supported and enhanced as an impértaht complimenﬁ to thé‘
4-H program.

The county fair also serves as a community celebration
that once a year brings together divérse eleﬁents of the
community to socialize and interaét. As a community
celebfation, the fair aIloWs evéryone ﬁo showcase their
accoﬁplishments during the past year and learn from those
who excel. Far ﬁofe than simply a series Qf,competitions,‘
the fair provides an open learning laboratory environment
where_there,is‘a free exchange of ideas énd téchniques.
During the fair, young people work together‘codperafively to
.accomplish'tasks, they.sﬁpport one'another, andlfeach each
other skillé to succeed. Younger‘members learﬁ from older,
more ekperienced members th to present themselves tp a
judgef Many members citg the annual COﬁnty fair as the
highlight of their year in 4-H and look forward to it each
year. Like the 4-H program itself, the fair‘prqvideé youth.
with numerous opportunities for fun and'socializing fhat are
not found in other parts of their livés,

The county fair also serves as a valuable éociélizing

influence. The fair helps families connect with the larger
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community and social fabric, showing young people how they.
are part of a community. Many families use the county fair
as their time for a family vacation, hauling trailers 6nto.
the fair grouﬁdsgand camping out auring the entire length of
the fair. This intensive time togethér strengthené family
bonds énd.unity. | ' | |

During -the fai;, the 4-H club acts as an organizing
-unit to give.individual families a group identity -and sense

of cohesion. Thus,'the 4-H club serves to provide a larger

identity for community members. During the fair, -this group -

cohesion is further reinforced by'a-number of mechanisms.

. Clubs have designated'areas in barns for which they are
fesponsible.and which-they must keep clean. Various awards
are given to the club with the most aﬁtractiﬁe, neat, and
creative areas. Club- are also‘expected £b create an

attractive booth or display highlighting the various

accomplishments of club members and‘describing‘club‘members'

uniqﬁé contributions to the 4—H'program or local-community.
An important attraction about participating.in the
county fair was the possibility of earning money~frdm the

exhibits. While no parents or leaders mentioned this as an

important attribute of 4-H, many youth members Specifically-

cited this feature as attractive. &Earning ﬁoney from
pfemiums paid for the best exhibits,,particularly in the
market livestock projects, is important to youth.  Of the -

key informants interviewed who cited earning money from the
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fair as an important reason.for being iﬁvolved.in 4-H, all
indicated that the'money was put‘iﬁto'arsaVings acéount fér
 future educational néeds. All indicated a desire to go on
to college, and premiumé from fair entries'we;e providing
'some initial seed ﬁoney tb_achievé this goal;

Premiums. have réecently become a‘hotly'discussed issue“
Iin the 4-H program because of a?uses:which have béen  |
revealed at the large state fairs, particularly in the
Midwest. Revelations about cheating, physical alterations
of animals; and the use of illégal drugs to gain an edée_on
competitors have all fueled a movement to reduce or
eliminate premiums from 4-H exhibitions (éteel, 1995). Yet,
the possibility of earning such pfemiums is a significant .
attraction_to keeping 4-H members involved in.the program.
Any'movement to eliminate or reduce premiﬁms could affect

membership numbers in the long run.

An Ethic of Service. Another significant feature of

4-H that keeps young people coming back each year is tHe
opportunity for COﬁmunity servicé, In partiéular,'blder
teens mentioned the opportunities to be involvedvin
community service aétiVities ﬁy helping others less
fortunate ér in need as an‘attracfive‘feature of 4-H."
Helping others generated a feeling of pride in both

individual and collective self-worth that was long lasting
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enough to be mentioned in interviews months after the ,
original events.

Unlike Boy Scouts which emphasizes tne individual
nature of service, 4-H places value on group community
service aCtivities.. Kleinfeld. and Shinkwin (1983) pointed
‘out that Boy Scouts. expected young people to initiate and
carry out a community service project on their own. For
example, the Eagle Scout progrem requires a young man to
develop and impiement a community service activity.

4-H, on the other hand,eexpected youth to mork together
ae a group to carry out community service activities."These
club activities took a wide variety of forms, but all were
centered around contributing to the 1ocal community well-
being. These community service act1v1t1es also provided a
way for 1nd1v1dual and group sharlng -of prlde in
accomplishments. Typical prOJects included cleaning a
section of highway, cleaning or refurbishing a iocal park,
making clothes for thoSe in need, organizing a community
recfcling program, or other suoh:efforts, Commnnity service‘
activities;’performed as a club, were an‘attractive feature
- of the 4-H program for members and was‘often‘mentioned by
key informants as a reason to staying involved.

4-H: Learnlnq Env1ronments Where
the Bell Never Rings

_Not surprisingly, education is a major theme in

official 4-H literature. Even the organization’s
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watchwords, "Learning‘by doingyﬂ_ennhasize the educational
nature of the 4-H experience. 4;H can be fun, but its
educational nature is not hidden, glossed over,‘or
- disguised. Participants in 4—H'are‘expected to‘learn
something useful and to do it in a participatory way.

Youthimemhers of the program‘approached this
educational mission of the organization in'an‘almost casual
‘way.d While‘fun and friendshipsWare attractions'for youth, . .
- most accepted the educational nature of the program at face
value- and gave it little thought. Many youth indicated'that
the‘reason‘they became involved in 4-H Was tollearn‘a
practical skill they could not 1earn_anywhere‘else;
Learning was what 4-H was all about, and no one questioned
that goal although the extent of learnlng varled from |
individual to individual. Learnlng is an integral,
implicit, embedded characterlstlc of the 4-H program.

This emphasis on learnlng has led some to refer to
- nonformal youth groups. as a "third educatlonal env1ronment"‘
after the famlly and schools (Klelnfeld & Shlnkw1n, 1982,

p. 3). Yet, the small percentage of youth who part1c1pate

_in such programs raises. questlons about- why some youth

‘ partrc1pate whlle_others do not. The NELS:88 study

(National Center, 1988) revealed that among all eighth
- graders, only a small number participate in comﬁunity-based
youth programs like Scouts, 4—H,‘Boys & Girls Clubs, or

others (Hafner, 1990; Steele, Miller, & Rai, 1993). While
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nearly 80% of all eighth graders participate in:either
school or commuﬁity—based programs, the vast majority
participate in sports adtivities and not in eduéatidnal
programs. Religious groups involved more youth than 4;H,
scouts, .or other youth educatioﬁal programé.

Although the underlying phiiosophy of learning
permeates all of 4-H, the program attracts a wide variety of
people who see different things in the progfam. As a
result, then, this organiZationél goal receives little
critique or questioning. Totalipartiqipation wili always be
rather small since the purpose is educational rather than
recreatioﬁal. It was evident that parents see 4-H as a way
to develop their children into se1f—direéted learners. 4?H
is perceived as one way for children to learn ékills that
afe not taught iﬁ schools. Yet, these_g&als'are,little
discussed between parents and childreﬁf In 4-H families,
there is a tacit and unquestioned agreement about the value
of educationai experience that is 4-H.

The‘reason that the léarnihg‘aspect of 4-H is not
discussed is because leafning is the process that.éarriés
eVerything‘else in 4-H. Leaininq is what makes all of the .
other things in 4-H work. Learning is the vehicle for fun,
friendships, responsibility, prpjects, qommunity service, |
aﬁd everything else. . This is trué_infOrmal learning.

‘When asked about the reasons for joining 4-H, both

members and parents described a rather casual process that
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belied the intense support the program enjoyed among some
‘ parents, especially in clubs nith a long histOry;' In these
clubs, membership was an expectation of each sibling in a
family. There was never a question that one sibling would
belong and another weuld net belong.- |

In families with no long history of membership in 4-H,
parentsgwere‘less inflnentialain the decision te participate
and let their children decide whether or not to partlclpate.‘
Few youth in these families perceived that they were
pressured to join by their parents

Young people talked more about fun, friendships,'and
the fair than education as a reason for jorning° Some
members mentioned‘that‘an‘older sibling had been 15‘4-H so
that when they attained the right age, they_just joined.

. Some nere aware that their parents snpported the progran,
but this seemed to be a minor censideration in their view.
A few members gave discrete responses about how parents had.
influenced their decision to join.

However, these are not always the same as the adults’
conceptshof why 4-H is important. Parents tended to‘
emphasize the practical'skills'that could be gained from the
‘ programf hLeaders‘and parents alike spoke often about
" "Jearning how to conduct meetings,ﬂ and "developing
responsibiiity," contributing through community service, or.

learning how to complete a project. For example,




tol L

258

observations and interviews ineludefthe,felloWing parent’s
comment : ' |

-Fieldnotes {2/12/1995) : The.reason our clnb 15

grow1ng is that there is ho home economics taught

in the local schools and parents want their kids

to learn these skills--how to prepare food etc.
However, not one club member interviewed mentloned thls as 'a
reason for 301n1ng or staying in 4-H. Parents typlcally had
one set of reasons why ‘they wanted thelr chlldren to
partlelpate in 4~H while chlldren empha51zed other reasons
for joining and etaying invoived. There did not appear.to
be much discussion between parents and children about these
differing reaeons or motivations for participation. Still,
beth parents and yonth find in the 4-H program things‘that
meet their.differing needs and interests. |

4-H parents saw 4-H as an 1mportant -avenue tozequip
their children with skills that were not being taught'in
schools; Practical, noncognitive skille were Vaerd by
these adults. 4-H also provided parents‘with the

opportunity to actively participate in the education and

training of their children.

Developing Life Skills

Several research questions which directed this study
inquired about the extent of life.skill and practical ekill
development in 4-H club members. While learning was not
“mentioned ae‘often as.a reason for joining, learning

practical skills and critical life skills were important
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' outcomes the program. Many youth membérs cited 1life skill

development as an outcome of their participation in the 4-H

program. As one member put it: "When I joined 4-H, I wasn't‘

looklng for leadershlp at the tlme," yet this was 1ndeed an
1mportant outcome for this young man.

Is 4-H more effective at developing some life skills
more than others? ‘Sd\far, something-is known about why
youth are attracted to the 4-H program and why some members
-continue to stay'involved,'but what kinds of skills do
members develop as a result‘of theif.participation in_thé‘

- program? What effecf do -different leadership styles of
adult ciub leaders ﬁave on the deVelopment df'these skills?
How does the type of club leadership style affect overail

- satisfaction with the club experience?

Self-Esteem. This study indicated that, despite the

orientation of adult 4-H club‘leaders towafds working with
youth, club member’s self-esteem was not positively nor

negatively impacted by different orientations. In fact, it

is.interesting‘that there were no significant differences in

the self-esteem of youth in any of the five observed clubs
despite the differing leade;ship'styles." Further anaiysis
showed that thefé were also no significanf differences baséd
' on age or gender.

These ;esults are differént from those found in

research results from others (Deci & Ryan, 1987; Deci &
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Ryan, 1994; Deci, Schwartz, Sheinman & Ryan, 1981; Deci,
Spiegel, Ryah, Kostner, & Kauffman, 1982); These studies
have found a positive relationship between autenomyhoriented
teachers ahd learner self-competence, motivetion and self-
worth. Several of these studies heve also found differences
'in self-esteem based on gender with females typlcally rating
themselves lower than males. This was not found to be true |
in this study, however. |

‘No relatiomship between leader style and self—eoncept
was found in this study. On. the contrary, self-esteem
appeared unaffected by the clut leader’s style amd
orientatiom. There are several pessible explanations for
this result. First, self-esteem of 4-H members may be quite-
resilient to.variouslleadership orientations, As Coopersmith
(1981) and Wylie (1961) have noted, self;esteem is a complex
attribute with meny influences. Club leadershlp styles may
not have any impact on an individualfs self-concept.
Despite research in other areas (e.g.; Decit& Ryan{ 1985),
there was not a strong relatiomship established in this
Stﬁdy between self-determination and self-esteem or self-
competence; | | |

.Moreover, as suggested in the self- esteem literature,
self- esteem is a complex phenomenon (Kohn, 1994; wylie,
- 1961). It is not clear what the antecedents to self—esteem
are or how overall self-esteem is ‘impacted by isolated

events in a person’s life. 4-H’s touch, as one observer
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noted, may be toe light ;5 make much impact on self-esteem
(ﬁrickson,\1983). . -

What - this finding suggests‘is‘that youth with either
hlgh or mid-range levels of self-esteem are not negatlvely
impacted by a control-oriented style of adult leaders. Thed
self-concept of the young people in these 4-H clpbs, it
appears, were relativelyuunaffected by leadership style.

Throﬁghout the interviews,tehough, a number of youth
members mentioned that as a result of their participation in
4-H, they now.felt more self-confident‘and self-assured.
Others speke of their increased abiiity to speak in bublic
settings and overcoming somedshynees which was
characteristic of earlier years. Members specifically
credited 4-H with helping them become more confident about
themselves. Yet, there was no difference between youth in
control—ofiented or autonomy-oriented clubé.. While the
_Coopersmith instrument failed to detect any significant'
hdiffefences in self-esteem between members in different
clubs, members themselves acknowledged the contribution fhat
their participation in‘4;ﬁ‘had made to&ard_improved
confidence and competence. This impact appeared to be
unaffected by leadership style.

There may be a couple of explanatlons why the
Coopersmith 1nstrument failed to detect any dlfferences in
‘ self-esteem between members in different club env;ronments.

First, the self-esteem instrument was only administered at
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one point in time. Trend analysis would provide better
evidence ef what might be occurring to each individual’s
self-concept. Coupled with long-term observations of the
club environment, this trend analysis may provide more
insight into the impact of various leadership styles on
individual self—esteem.‘Second, self;esteem is ‘a rather
complex attribute that is impacted by a myriad of events in
a person’s life. The impact of the 4-H‘experience.may be
too'light to'affect self—esteem. In:other respects, a
recent memorable event may have a disprqportionateiy
important infiuence on self-concept when the instrument is
administered. | | | 1

Finally, this study used only the Coopersmith Self-
Esteem Inventory as the instrument to assess self- —-concept.
However, other 1nstruments could be employed and compared.
All'self-esteem instruments seem to suffer from eertain
limitations and-flaws, and to evaluate self-concept based on
one quantitative tool is simplistic. As Kohn (1994)
.mentions, there are well over 200 instruments for measuring
self-esteem--few of which are comparable. Measuring self-

concept remains a problematic issue for social researchers.

.

Leadership. 4-H is quite effective at developing
leadership skills in 4-H members. This pattern consistently
emerged in the data, and’ nearly all those 1nterv1ewed spoke

about the ways that 4-H helped them learn leadership skills.
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4-H provides young people with syétematic skills in group
organizatioﬁ and the exercisé‘of leadership.

Through the 4-H experience, yoﬁng people effectively’.
learnxhow to lead as well as follbw; Leadership positioné
are chénged every fall, aﬁd‘in ah average club of’25:members,
a minimum of one-fourth serve in .some leadership qépacity
each year. By serving in such roles-—either"és an‘éffiéer
or committee chair--members learn how to conduct business
‘meetings, qevelop an agenda, plan a yearly pfogram‘qf
activities; run evénts and plan‘social aétivitiés, conduct
elections, appdint committees, and evaluate the success of .
their activities. vAli‘these activitiés‘are importaht for
training youth'to live in a democratic éociety and‘thus an
.importént part of the socialization process.

In the‘autonomy—oriénted clﬁbs, memﬁers held both the
formal leadership‘positions and also exeréised leadership
authority a1though some members still resehted the smaliest
- intrusions of adults into "theirﬁ pfogram. In these clubs,
youth were really in chargé of the meeting and were not
simply serving aé figure heads orlpawns.

In clubs led by more control-oriented leaders, members
simply held fOrmal-positions of leaderéhip,‘but‘they had
less actual authority.. In many inétances, their authority 
was usurped by thé leadefs'of the parents.- In these clubs,

officers felt little investment in the club meéting and
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consistently turned to the adults for direction_and'
leadership.

Responsibility, DecisionfMakind; and Other ILife Skills.

4-H is effective in de&eloping other life skil}s, Many
members mentioned developing more responsibility in 4-H,
learning how to make decisions, and learning to help -others.
Moreover, fhe adult's.stYle of leadefship impacté the extent
to which the development of such skills are’supported.
While leader style may not have~a discernible impact on
self-esteem, leader styie.did impact se1f4competence and
other learner outcomes.

Qualitative methods used in this research project
efféctivély elicited frqm members themselveé numerous
testimonies to the‘benéfits of their participation in the
program. Members in autonomy-oriented ciubs époke more
often aboﬁt iearning speaking skills, responsibility, and
social skills than membe?s iﬁ control-oriented clubs.
Members.in such clubs also meﬁtiohed their opportunities to
serve in 1eaderéhip roles and to serve as mehtofé to younger
members more than members in ébhtrol—oriehted clubs. As
others have found.(e.g., Confi,.1984; étiller & Ryan; 1991),
leaders-who establish an open, supportive environmeﬁt are

able to‘foéter student ;earhing and inferpérsonal skill
deyelépment more efféctively than those who maintain a
"closed environment. Learner outcomes improve in more

autonomy-oriented environments.
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As,Halperin reported in her research-on teacher’s
styles (1976), contro;—oriented leaders‘teﬁd_fo'be more
concerned about procedural rules and organizational goals
with youth development. Results ffom this study confirm
these observations. Control-oriented leaders described
their goals as focusiné on project COmpletibﬁ, prioritizing
tasks, keeping good records, and kéeping peace in the club.
Control-oriented leaders tended to be morevtask oriented.
The mére control-oriented leaders rarely spoke.bf enhancing .
interpersonal skills as a goal nor of fostering self-
directed iearning._ Theée.outcomeé weré viewed as off-shboté
of getting things done right:

Autonomy—driented leaders, ih contrast,‘were'mére
concerned with youth‘development outcomes—-deﬁeloping
positive self-concept and self-worth, teéching deéision-
making skills, developing young peoples’ communication
skills, and fostering a sehsé'of pride in accomplishment.

As Halperin (1976) discovered,‘this study found that:
autonomy-oriented leaders were not bothered by noise or
playfulness if they knew that youth were.leérhing-and having
fun in the process. For exémple} oné autonomy—oriented
leader made the folloWing'observation: |

| A really good meeting is a meefing whére the

business gets done, but anyone who wanted to say

something had that chance. There can be fun,

giggling, joking, but the meeting gets done. 1It’s

not so strict by Robert’s rules that no one has
fun, but it’s not so loose that it’s chaos.
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Control—oriented leaders were‘bothered by noise and
‘disruptivenese, and they eaw it as counter-productive to
reaching club goals. . Noise Wasbequated with lack of focus
or direction.' - | _ |

Others (Brophy, 1983; Brophy & Good, 1970; Prawat &
Nickerson, 19855 suggest that neither‘extreme style is
appropriete but rather that albalenoed,approach'With‘some
structure and some flexibility is more'appropriate to
enhancing yonth outcomes; This research study sUpports this
finding, and several 4—H.1eaders (such as the one aboVe) |
euggested that a firm yvet flexible approach to club meetings
was more appropriate. Even several youthlmembers mentioned.
the need for some structure and;order,'but they did not
‘ravor an overly striot environment.
It seems reasonable to ask at thlS p01nt if 4-H members
.are developlng llfe skills desplte the leadershlp-style of
the;r club leaders. Thls does not appear to be the case.
Yet, this study suggests that some youth members,are
‘sucoeesful et‘developing criticel life skills‘in'spite of
control-oriented leeders.‘ What is unknown ie to what extent
this develOpment‘iS'beingvhindered by‘such leeders. | |
HOWever, the ideology of youth involvement and‘leadership
development in 4FH“is‘strong‘enoﬁghvto‘reign‘in some of the
_overt tendencies'of‘control-oriented leaders'to take total
controlvof the club. In some respects, 1t is- evident that

the methodology of the club program is pervasive enough to
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subdue the 1nc11natlons of even highly controlllng leaders
so that young people are able to practice and enhance their
skllls 1n-1eadersh1p,‘dec151on—mak1ng, communications,
problem-soiving,'and“developing a sense of personal‘

responsibility.

Practical Skill Development

4-H also helps youth develop practlcal noncognitive
skills that they are not able to develop elsewhere. This‘
finding is con51stent with other studies (Evaluation of
'Economic‘andisocialfConsequences}‘léao; Kleinfeld &
Shinkwin, 1983; Sawer, 198?; Scott Clark & Reagan, 1990;
Williams, 1983). Members often 01ted 4-H’s opportunltles to
Work with animals as an important factor i joining and ‘
staying involved. One youngster mentioned having‘developed“
thehknowledge and abilities to become a;professional rahbit‘-
breeder;' Another mentioned raising cattle. One member
' learned how.to'train dogs. | |

‘However, as in the case of seif-concept, leadershib
orientation aoes not appear to affect‘the deveiopment of
these‘skills. In fact,las noted‘earlier; members in
control-oriented clubs mentioned this-kind of skillv
development just as often:as‘youth in autonomy-oriented
clubs. Evidently, despite a controlling leader, youth
members‘are able to‘seek out and develop-subject matter

knowledge that they can apply. Regardless of the kind of
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leadership exhibited by the olubvieader, youth reported the
development of these kinds of skills £hrough their ‘
parﬁicipation in 4-H. This kind of skiil deVelopment“was
not perceived.by either parents'or youﬁh as being developed
in schools. |

in 4-H, as in other noﬁformal_youth‘programs, youth
.have the unique opportunity to exert influence over the
success.or failure_of_various parts of the program; An
outsider entering a 4-H club meeting would be_immediately
struck by'the‘fact.that adolescent yoUth‘were presiding at
the meeting rather than the adults. Youth officers are
expeoted to'rUn'the meetings, set up an agenda, delegate
tasks, appoint committees, manage finances, maintain order,
and generally get the business of the meeting coﬁpleted

:while rrying to keep the group together..

Nonformal youth programs likee4—H are rare settings,
then, "where whet aitwelve— or thirteen year old does really
matters" (Kleinfeld & Shinkwin, 1984, p. 69). In these
programs, what youth do can infiuence the success or failure
of certain activities——a situation which is rare for youth
in schoois. In schools, only a very few youth cen hold any
positions of leadership,‘and most of the important decisions-
are made by the adults without'oonsulting‘youth. This
situation is particularly true in middle schools, the age
group of many of the participants‘in this study. Moreover,

in schools, the conseqﬁences of failure are too great to

A
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allow youth much influence over‘cﬁrriculum, school
activities)-moneﬁary disbursements, or other management
decisions. Yet -in 4;H clubs, young people ﬁéke these kinds
of decisions every time they meet. Because the impact of
such decisions is not éo critical, youth can be more-
involved in ﬁhe proéess of detérmining’dutcémes; Mistakes
‘are viewed asyoppqrtunities to learn. | |

In sum, 4-H iS'able to_téach those nonpognitive‘skills
that the SChéol is 'unable to teach precisely because of .the
volunfary and marginal nature of the nonformal youth
programs. Deadersucan allow members to floundef in:chaqs as
a learning éXperience beqauSé the end‘results are not
catastéophic. Moreover, memberé would rafher‘have‘these
experiences than‘be rescued by well-meaning adﬁlts.

Even highly controlling leaderé do not intervene as
much as they might prefer to because of the stréng i
preference to let youth run the program; Agéin;-it éppears‘
that‘thé‘philosoﬁhy’and methodology of "learning.by doing"
is stronger than the léader's controlling behavior.
 Obviously, autonomy-oriented leaders would praqtice
behaviors whiéh would enhance theée skills. ﬁowever;‘the
fact that youth in clubs. where leaders who were more
controlling also reported deﬁeloping these skills is -
curioﬁs. ApparéntIy, leadership style does not‘
-significantly affect yéuth’s abilities to deﬁelop‘these 

skills. This study did hot seek to measure differences in-
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the ievel‘of ékill developmént. Althbugh all‘youth reporféd
developing such skills,‘it is unknown tQ what extent |
control-oriented behaviors might impede the full potential
of developing such_skills.‘

Project leaders who were observed as a part of the
study tended to be less—céntrolling than club leaders. In
part, this may be due to the underlying philosobhy 6f the
4-H program to which all adults subscribe at least in theory
if not in préctice. ‘Project leéders, when ceonducting
workshops, put youth in teachihg"and Leadership roles and B
served pfimérily as coaches or as a resource persoh. Rérely.‘
did project leaders, even from control—oriented clubs, put
themselveé in diréctihg roleé with youth.  Bécauée‘the'
nature of project meetings was of interest to youth and
imparted practiéal information of immediété.value; youth
were more atfentiVe, and discipline or contfol was less of
‘an issue at project meétings. There was a felevance here
that did nof exist at the monthly;ciub.meetiﬁgs which tend
to be focused on organizational issues, monetary quéstions;
and policy issues. | | |

'The.4—H methodology is apparently capable of
overshadowing personal 1eadership styles. * Even adults who
treated youth as objects were not éble'tq affect them 1ong
enough and consistently enough to stop the development of

skills and talents.
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Identifying Leadership Preferences

Several methods were used to identify adult’s
orientation to working with young people. The Deci
instrument was used initially, and then.sunjectiue |
evaluations from county agents were fequested to further_
assess the-predominate leadefship style of 4-H club 1eader§;

Resulte frem observatiens and interviews.suggestvthat
the Deci instrument was a relatiVely more accurate measure
of an adult leader’s style of wofking with young people than
- the agents’ subjectlve'ratings. Partieipent observations'of
elub leaders in natural settinés seemed to'bear out the |
validity of the Deci ‘instrument. Several reasons for this
conclusion can be suggested.

First, county aéents may not be fully‘aware of how
their adult 4-H club leaders function with young people in
the club env1ronment County agents only rarely VlSlted
club meetlngs even when thelr chlldren were in a club
Hence, theee county agents probably only saw these adults
acting as leaders in activities With'dfher adults such as at
county 4-H councll meetings,‘fair‘board‘meetings, policy’
setting meetings and in which few youth participate. ‘How
these adults act and perform leaderéhip tasks would differ :
fromlthe orientation‘and style they exhibit during 4-H club
meetings.,'Yet if this is the primary basis for their- .
knowledge of the adult leader’s orientation as either

controlling or autonomous, their evaluation may be skewed.




272

Tﬁus, the results of this reséarch study suggest that .
the Deci instrument could be used as an inifial assessment
tool of an adult’s leaderShip style in Working with youth.
Clearly, other means of éssesSment should also be eﬁployed ”
especially quaiitative observations, but the Deci instrument
would be a useful initial intake instrument:to assess a new
leader’s orientation toward‘workiﬁg withtyouth. |

4-H Appeals to More Autonomy-
Oriented Adults

bfficial 4—H ideology and philosophy emphésizes youth
empowerment and "learning by doing" activities which
actively engage youth in.their own learning.. Perhaﬁs
because of this empﬂasis, fhe 4-H program may attract and
rgtain'adult leaders whOSé preference is for a stylé‘that is
more autonomy-oriented than controlrorieﬁtéd. Iﬁ this;
study, only a few leaders scored below zero (the midpoint on
the continﬁum) on the Deci scale, indicating that most
leaders in the thfee counties had a more autonomy-oriented
approach toward'working with youth. While the highest
positive score was 12, the loweét negative score was‘—3, ih
fact, 37 out of the 42 scores (88%) were above zero on the
- Deci scale,‘indicating a more autonomy-oriented apbroach.
Only two leaders in this study scored below the zero point. 

While leadership styies vary, the 4-H program appears
to attract adult 1eadérs who act largely from'an,autonomy—

oriented-stylé of working with youth. Highly control-
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oriented leaders would perhaps‘experience.high levels of
rrustration with the official and hidden curriculum of the
program aud would self—select out or find clubs where such
‘contrel was supported by a majority of‘partiCipants.‘

Olsen et al. (1986) recognized that an extreme style of
family relatlonshlps may be funct10na1 under some
conditions. Olsen observed that in highly;rigid
environments if enmeshment and rigidity are supported and
part of the famlly S norm, then this style may be just as |
effectlve as a more balanced approach. However, he '
suggested that thls would only be in cases where such
rigidity and extreme enmeshment Were the.uorm such as in
Mormon, Amish, and other religious communities. Olsen also
recognlzed that an extreme style may be approprlate under
spec1a1 c1rcumstances and in the short run only. For
instance, an extreme: family type may be functlonal‘after a
.family has experienced a crisis such as the loss of a family
member or after the birth of a‘chiid (Olsen, Sprenkle, &
Russell, 1979). Yet, Olsen et al. emphasized the short-term
nature of this relationship: | | N

For example, the extreme family type of being

rigidly enmeshed might be functional for taking

care of an infant, but would be less functional
when the child becomes an adolescent. (p. 18)

4-H club leaders who attempted to function in this way .
would experience considerable dissonance with the dominant

ideology of the 4-H program and would'be hard—pressed to
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reconcile the differences between thepry and practice.
Perhaps the 4-H prbgram ideélogy helps extremely control-
oriented leéders self-select out éf the program. This area
requires more investigation. | | |

In every meeting obsérved, youth conducted the buéiness
and were perceived by other youth as'largely in charge.
Adults coached from the sidelinés.“While ybuth officers and
some members were involved in planning-various parté of the ~
4—H(pro§ram, they Qere:not as involved as qfficiallideology 
suggesfed nor as much as ciub leaders intended.' In the more
control-oriented clubs, the adﬁit leader put together the |
written.agenda for each mbnthly meeting and simply told the
officers what to do. As a result, officers were observed to
feel lost, floundered,. and tgrned to the adult leader more
often for cﬁes and signals that they weréldoing alright.
Officers iﬁ such control-oriented clubs felt less influence
and experienced an external locus of control. |

In more autonomyéoriénted clubs, -officers hélped to
build the monthly clup meeting'agenda. In some cases, the
adult leader cbnfacted<officers as much as one week prior té
the actual méeting. In other cases,-the leader met with
officers in an executive session before each club meeting
and developed an agenda. Even if ﬁheSe leadérs had prepared
a typewritten agehda ahead of time, they still met with
officers to go through the agehaa and added thingésthe“'.

officers wanted to discuss or hear reports on. Officers in
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more autonomy—oriented clubs depended less on the adult.-
leader for cues‘and;defailed information. |

Future research in this area would do well to purposely
selecf highly controlling club leaders for stﬁdy. 'Whiie
this was an original intent of this research‘prqject,
ieaders with very high coﬂtrol—orientéd scofes could not be:
identified. It would also be useful if these control-
oriented'leaders had been club leaders for at least 3 years.
This length of blub leadership would provide enough
background so that a researcher could study how such a
leader performed in the club‘environmenf béyohd trying to

learn how to manage a club.

- satisfaction with the Club =
Environment

Club leadership style affects membefé’ satisfaction
with the\clﬁﬁ environment. Club mémbers in clubs where
'leaders were more autonomy;oriented were more satisfied with
‘the club and ménfioned the-fuﬁ aspécts of the club more
.often thén members in control-oriented clubs. Mémbers in
autonomy-oriented clubs had'consisténtly lbwér discfepancy
scores on the CASES IV instrument. In addition, these
members mentioned fun and other attractive feétures of their
4-H clubs on numefous occasions,'

By gontrast, club members in clubs where léaders were
more control-oriented indicated sighificantl? lowér levels

of satisfaction and were less likely to mention fun as a
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significant feature of the club. ' These YOuth were more
likely to describe the kinds of practical skills they were
learning, the'friends they could associafe with,'of‘the ‘
opportunity to participate in.the coﬁntylfair as attractive
features'of the 4-H program rather than they were fo mention
fun. These features, which members in control—dominated
clubs mentioned, are ‘all elements which are independent of
the ciub leader’s style. |

These results regarding leedership style support
research fesuits from other fields‘(Deei.& Ryan, 1985;
Ferris & Rowland, 1981; Klimonski’&.Hayes, 1980).‘ To the
degree that a leader is difectiVe and controlling,
subbrdinates.feel less influence over and less satisfaqtioh
with that pereon. In addition, internal motivation'alee
decreases under directive or control-oriented leadership.
This‘study supports these obsefvatiens ffoﬁ ther.fields.

Providing a Social Network
for Communities

Why do parents suppoft enroliing their children in 4—H?
Why do youth find the 4-H experience positive?‘f4-H ser&es
as an effective agency for building and enhancing the
informal sociai-network of local communities. ‘Throughout
the bbservatioﬁs and interviews, it became apparent that the
4-H experience brought together people with shared interests
and values who wanted to actively participate ih eommunity ,

life and who expected their children to share this value.




TR S A— )

277

~People involved in 4-H see this as a way to connect with the
social fabric of théir-community and. the lafger world.
Through.exchénge tripé, club outings, community service, and
other social events, 4-H clubs provide families with a
variety. of methods to connect to society outside the local

arena.

4-H Develops a Camaraderie

Participation in the 4-H experience creates a sense of
uniqueness among those involved. 4-H members feel special
and apart from those who do not. belong. ' Those who
participate in 4-H feel a special bond and connection which
does not exist with others in ‘the community who do not
participate in the program. Like an exclusive club,
membership -in. 4-H is held in high regard~and.imparts a
special status among those who participate.  Families feel a
special kinship that overcomes many obstacles to open
communication. Benjamin Barber perhaps framed this special
relationship which exists between people:

The point where democracy and education intersect

is the point we call community....If little

learning is taking place in American schools and

colleges it may be because there is too much

solitude and too little community among the

learners (and the teachers, too). (Barber, 1991,

p. 166) \ '

This sense of a special status permeates the local

community and helps generate support for 4—H in the market

livestock sale and other auctions or fund raisers.
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Community businesses are proud to sponsor 4-H fund ‘raising
efforts or contribute to 4-H events and activitieS‘because

of the positive ‘image of the program.

4-H Broadens Horizons

4-H often provides members with opportunities that are
- not available through other avenues in the local community.
Many memberS'mentionéd the attractiveness of the county fair
as an important reason for becoming iﬁvolved in 4-H. Others
mentioned tfips. For youth who live in particularly isolated
. locations, 4-H may be‘the.only avenue to'experiencing tﬂe
lérger world. This is éspeciallf‘trﬁe for youth wﬁo may not
excel in academic environments.

Adulfs were ﬁérticularly impressed withréhe range of
activifigs offered within the.é—H program. Despite its

1argeiy agricultural and rural image, parents‘described

their amazement at the breadth of optiohs avalilable to their"

children. They also expfessed surprise about the abilities
of youth to make and do things to the extent that they did.
Apparentiy, parents were unaware of the extent of the
talents and abilities of their own children, and through
‘participation.in 4-H, they were able to gain a fuller
appréciation for the skills of their own children Qhen‘
chailenged. | |
Kleinfeld and Shinkwin‘(l983) arrived at similar

' conclusions about the diversity and breadth of the 4-H
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‘pfogram especially when compared with Girl Scout and Boy
Scout programs. 4-H taught the‘greatesf variety of skills
‘compared to_scouting. These'reséarchers also identified
that 4-H was more effective than other nonformal youth
programs at mixing‘yduth of different ages and ﬁcreated the
most eﬁtensiVé'netWOrk‘of relationships between young péople
and adults" (p. 5). |

This réseargh project found_that 4-H was effective at
cross-age reiationships.both between yoﬁth of different ages
and between yodth éﬁd édults. ~4-H was also:effective,in
.putting youth in contact with civic;miﬁded adults whb were
concerned about youth and gave of.their‘time and energy. By
creating sﬁch opportunities, members learned the value of
service and volunteerism. Perpetuéting this sensé of
service, 4-H is able to endure as a viable community
'orgénization. |

However, since this study did nof survey progrém drop;
outs or those who had conscidﬁsly decided never to join, if
'__is unciear what the larger public‘perceptién of 4-H is among
these groups. Some studiés (Boyd, 1991; Ladewig & Themas,
1987; Warner & Christenson, 1984) have indicated that while
the public image of 4-H is positive, many people really know
very little that is specific about the program. The‘good
news is that the ﬁfogram does not have a negative image with

the general public.
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Training and Supporf

Club leaders want and need tralnlng on effectlve
strategles for worklng with youth in nonformal youth groups.
From this study, it is evident that club 1eaders are not’
receiving‘training or support for knowing how to work witn‘
youth in nonformal learning environments or for managing -
clobs. Several club leaders;_particularly those who were
more control-oriented, openly expressed their frustration
nith,fhe‘iack of orientation and training provided to them
as 4-H ciub-leaders from the local county Extension offioe.‘
They feit in many cases that they had been thrust into a
-role without any support or training, and when ﬁhings went
awry, ﬁhey had no support system to‘fali:back ubon while
having to shoulder all the blame.

Results from this study snggestAthaf in o;der to
maximize the positive outcomee.for youth partioipants in the
4-H program, adult leaders should receive tralnlng in ways
to increase. thelr autonomy -oriented behaviors w1th youth and.
to reduce their heteronomous behav1ors. Tralnlng brograms
which give leaders.specific skills in asking qﬁes%ions,
refraining from giving speoific, step-by-step inenructionsy
and providing support and enconragement would help leaders

who are struggling with how to manage a club.
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Influence of the Countvy Agent

One area that this study sought to investigaté was the
‘impact of the county agent’s personal orientation to working
with yguth on the total county 4-H program. Each county
Extension agent completed the Deci instrumeﬁf and results
were compared with all club leaders in each relevant‘county.

The county agent’s-leadership style.appears~to.have no
impact on the kind of leadership style practiced af the club
level. Counfy agents have only a tangential influence on:
club programs and activities. County égents’ leadership -
style or orientation to working with youth may be expresséd
at the county level, but appears not be a.factpr_within
local clubs. A more important influence on the club is the
dominant 4-H ideb;ogy contained in numerous official .
publicatioﬁs, documents, newsletters,‘and slogans (e.g.,

"learning by doing," or "to make the best better").

4-H as '‘an Agent of Socialization

A common feature of our hithy specialized and complex
‘society is that many socialization agents of systems operate
simultaneously and parallel to each other and without much
coordination. Still, these socialization institutions
influencé the social development of young people not only‘
through the explicit and inténded educational‘qoaIS‘butfaISO
by the way‘they are organized and actUally'operate. These

latter influences are by-products while are sometimes of an
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.unintended character, yet théy are just as important to
‘undefstanding the role of socialization agents as the |
intended goals.

”Socializatioh ﬁheory suggests thét the power of certain
settings to influence attitudes, values, and behavior depend
on a humber of factors. Factors in the_effectivenesé of
socialization include (1) the power to control valued
rewards; (25 the level of involvement of participants;

(3) the explicitness of normatiﬁe goals; (4) the extent to
which the experience is voluntary or self-chosen; (5) the
strength of the emotional bonds between parficipants; and
(6) the consisténcy of the particﬁlar sétting to other
settings in which the individual participates, or the degree
of congruity between settings (Brim & Wheeler} 1966; Cohen,
1971; Coleman, 1972; Mosher, 1979; Putnaﬁ, 1995; Régoff et _
al., 1995; Scott, 1965; Vreeland & Bidwgll, 1965).
h As a voluntary, nonformal youth program, 4-H is not as
powerful a socializafion agent by these criteria as somé
other elements of the community such as the family or formgl
education. To only a limited extent, 4-H provides awards
that are valued by relatively few adolescents. Participation
_in 4-H, while voluntary, is limited to a small amount of
time; 4-H club meetiﬂgs are held once a month over a period
of 12 months, and there are limited additional meetings for
project work and community service activities. Altogether;

these activities take up a relatively small amount of time.




S - - L | Lt Ll

283
However, the norms and values expressed through 4-H are
typically oonsistent with the‘normsfand~values‘of the
family. The norms of 4-H may not be consistent, however,
with the values of peer groups or schools. The 1nteractlon
between all these settlngs is 1mportant to understandlng the

s001allzatlon process.

4-H TIdeology. ‘This‘study demonstrateshthat 4-H serves
“as a agent of socialization, but its impact is morezcovert
‘than overt, more latent than blatantﬂ‘ Clubs,have consistent
norms and‘values‘which are inculcated in both‘yonthﬁand
adults. ‘There are many opportunities to practice skills
that reinforce these Valnes. Whilednuch or the orlginal"'
ideology about training youth‘to live in a‘democratic
society using scienoe and;effloiency are-still eVidentiin*,'
the 4~-H program, they are less powerful than.in earlier
 years. . | ' | |
| 4-H has matured and w1th thlS maturlty the 4-H program
has modlfled some of the ideological overlay Wthh
_characterlzed many. activities in the past.- For 1nstance, in’
the past, 'a young person learned how to cook ﬁsing the
latest science to make thelr household more efflclent and to
1mprove‘the1r famlly s nutrltlonal level. Today, a»young g
-person still learns how to cook, but . the emphasis on
learning is slightly chanded; Just learning how to cook is

valued in and of itself. ‘While‘efficiency is no longer as
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important an ideal as in the past;'the appiication of
- science and the importance of nutrition still adhere.
Members learn these skills to leafn What"is beét'by
following recommended practioes, but they also learn these
skills to learn some things about thomselves and toudevelopf“
- a sense of accomplishment. Still,‘on occasion, there are
instanoes when even the-pfinciples of science and nutrition
take a back seat to fad or expediency. In. several clubs,
demonstrations were given on making "Rice Crispy Treats,"

the nutritional value of which can be questioned. |

Mentoring. Socialization can occur in tﬁe interactions
botWeen addlts.and youth, in the interactions botWeen youth
and youth, and within groups that share a commoo sét of
norms and values. Ail of these instances were in evidence
in 4-H clubs. When parents actively participate with their
children in educational programs,ISOCialization influence is
even:stfohger (Kleinfeld & Shinkwin, 1984).‘ ﬁumerous |
examples'of-adult—youtﬁ interactions and within club
relations were found in this study. The socialization
process also occurs when youth work with ohe another.

An important aspect of socialization which occurs
between‘youth is from the fole modeling which older teens
are able to do with younger members. Oldor members are
gquite conscious of their position as méhtors, role models, .

and examples to younger members, and they try to serve in
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positive ways. . By involving'youth,from‘a.wide range of
ages, 4-H provides meaningful ways‘foerlder members to
serve as role models for younger children. Older‘members
‘are quite ‘conscious of the reality that younger members look
up to them and regard them with some awe and respect Older.
members felt such a‘role”gave‘themvstature and a‘sense of

importance in the 4-H club.

Dualism, Clubs represent the dual goals of progress

. and preservation. a creation of the Progress1ve era in

, American history, 4-H operates both as an agency of |
socialization and an agency of ohange, On the one hand, 4-H
strives to help educate and raise young people toiassume
leadership roles‘i_n‘societ‘y° On the other hand, it also
-attempts to develop in these‘YOung.people individual
initiative,'self—direction, critioal thinking skills, and
problem-solving and decision-making abilities which can lead
to discontinuities with the pest and with authority figures.‘
The dual nature of these tendencies often result in
controversy and oonflict.

Conflict comes as nolsurprise to those who work in 4-H.
While revelling in‘its'past and strong traditions,f4—H also
expanos young people’s horisons, oreates opportunities, and
develops in youth the sense that they can be whatever they
Want~to be. At‘times, the goals of youth may oonflict with

the goals of adults. This kind of dualism can give rise to
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conflict, stress, and dissonance in the program. While
adults maY‘be working to "stay the course," young people may
be puliing in another direction, using the skills of
leadership that_4—H.had helped them develop. How such
conflicts are resolved says a lot abdut thé'strength‘of the
program.

At the saﬁe time, young people are imbued with
- democratic prinéiples while fryind to co-exist‘in an
" authoritarian environment. This is particularly true in
clubs led by‘control-orienfed leaders. The irony of this
situation is not lost on older club:members who feel they
‘ éhould be in charge of the program but feel that adults keep
taking away their'powér and influénce, partiéularly at the

county level.

Summary; 4-H is an agency of'chanée, but it also has
its traditionalists who see change as a threat to the old
ways and as a subversion of the aduit leadership's
authority;_ Autonoﬁy-oriented leaders, hbwever, celebrate
this nascent self-direction aﬁd see.theif;rolé as stepping:u
back in order to allow youthito enter positions of
leadership and influence.

This study found that44—H is an important socialization
agent for young people. - It teaches_themvhow to cénduct |
meetings, speak in public, fill out paperwork, and deal With

bureaucracy. It also teaches them ppliteness and respedt
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and conveys poﬁmunity‘standards of behavior. Regafdiess‘of
the leader’s orientation, clubs effectively_trained youth in
the norms and expectations of the local community.
‘Autonomy-oriented leaders consistently spdke‘about‘their
'rales in helping youth take more responsibiiity for the
direction and leadership of the club. 'éontrol—oriented
leaders tended té_discount the abilities of youth to lead
and often snatched away opportunities before youth had a

chance to experience real leadership.

Recommendations

From the results of this stﬁdy, recommendations have
been formulated for three specific groups: County Extension
‘agents; 4-H‘club leaders, and state 4-H program faculty.

Recommendations to County
Extension Faculty

Include youth on county 4—H councils. 4-H is a program

for youth and should'matéh its official rhetoric with actual
practice. A major step in this direction would be including
" youth representatives of each éiub.on the COﬁnty-4-H
council. As the policy-making group for the céﬁnty 4-H
program, the 4-H. council needé to inclﬁde youth members who
have equal voting pfivileges with current adult
representatives..

In one couhty, each clublﬁas represented-by an adult

representative and a YQuth'represéntative. Youth were 50%
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of the council membership and had a voice in county
policies. No YOuth members‘interviewed in this coﬁﬁty
. voiced frustration with the lack of iﬁput‘on county-ﬁide
policies or rﬁleé; |

In those counties where youth were not-represented oh
the council, though, members voiced frustration with the
~amount of adult influence in the ﬁfbgram. As one mémber
bluntly put it: | |

| All the adults make too many decisions about what

we can or can’‘t do. (18 year old member, autonomy-

oriented club)
Others echoed this sentiment, and even members in aufonémy-
oriented‘clubS'felt'that at the ¢ounty level adults made too
many decisions without youth involvement. '4—H coundils

would be well-advised to include youth members as full

partners. .

Provide ongoing training to organizational leaders.

County Extension faculty should also provide training to
leaders on a regular, consistent basis. One-time training
a£'the beginning‘iS<not enough. Club leaders need periodic
updates and should be feceiving the most up-to-date training -
based on‘the results of research which reveal improved -
strategies for working with youth. | |

‘ - From the results of interviews and club observations,
4-H club leaders would like to reéeive mére*training and

ongoing support from the county Extension office. Several
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leaders expressed frustration that they mere put into
p051tions of leadership Without any training or guidance

In additlon the more autonomy oriented leaders were'
those who had attended 1n county and out of- county training
and were using ideas they had gained during various
' workshops. Seatino arrangements, for emample, mere‘
redesigned after a leader attended a workshop on different
strategies for club communications. Leaders benefit from
training and are willing to implement:new ideas, but
training must he‘made available and attractive to volunteer

Y
leaders.

Periodically and regularly, visit each club in your

county. Personal contact’ and observations of club leaders

are absolutely necessary to ensuring that the club program
is being implémented-according to the most up-to-date

research and methods. ‘This cannot be done from the county

office or impacted through newsletters. A personal tOuch‘is.

!

needed in this age of high—tech,

Develop an assessment process to qauqe the orientation N

and‘leadership style of potent1a1'4—H 1eaders. This study

indicated that there were evident differences and impacts
based on the 1eadershipistyleS‘of 4—H club leaders. While
this study failed to detect significant numeric differences
~in the self-concept of youth under Various leadership.

styles, there were obvious differences in other areas.
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Leaders who are oﬁerly controlling can create a negative
club atmosphere in thch eVeryone becomes frustrated.
Measures of club satisfaction were statistically siénificant
based on.ieadership style. In addition, youth membérs in
'ciubs led by autonoﬁy—oriénted leaders mentioned the
development of decision-making skills, problém-solying'
skills, communication skills, and‘othgr i%fe skills more
than members in control-dominated clubs. By trying to find
out what kind of style a leader might practice, the county
Extension staff can take steps to frain and orient leaders
toward using more aﬁtonomy4ofiented behaviofs and reducing
contrql—oriented‘behavibré. The focus shpﬁld be on 
influencing behaviors, not a peréon’s leédership style or
values. |

High levels of dissatisfaction can ﬁave several resuits
which should be of concern to county Extension faculty.
First, rigid or chaotic clubs resuit in high turnover and.
member attrition; Second, these-clubs can create
cbntrbverSy and probleﬁs ih which a significant portion of
ageﬁt time will be consumed trying to remedy it when it is a
personality style.

Young people may self-select over time and find the
club environment‘éhatvis right for'tﬁem. Yoﬁth desiring
more autonomy and self-direction may. gravitate toward a club
with more autonomy-oriented ieaderéhip. At the same time,

youth looking‘for external‘directién, who are motivated by
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extrinsic rewards and incantives,iwill,gravitafe tpWard*
clubs led by more controi*oriented leaders.

A final scénario may be that overly confrolling leaders
self-seleéf out of the‘4fH_prbqram all together beéause’of, -'u
{frUStrétion. ‘Given that such a leéaerShip style is af odds
with offidial dogﬁa and philosophy, such ieaders méy simply
leave fhe‘program. This ﬁay explainzwhy thé brépohderancé;
of leadership styles were on the autonomy-oriented side of
the continuum rather than'eVenly,distributéd‘on fhe‘Deci‘

scale.

Recommendations to 4-H Club Leaders

Pav attention to the seatianarranqemenﬁ;,‘Whilé the

- physical naturerf-each club meeting place'restricté what
cah realistically‘bé_doné, caréfui thought éhOuld'be given 
_to how best to maximize the potential of'theVmeetiné |
location. ‘Seétihg gnd,the‘physidal setup .of thérCIUb
meeting is-critical'to enhanciné éommuﬁicatibnfand
Ainteréctiqn. Physical arrangements may send‘out a
psychological mesSage‘about.whether peopie or thingslare
more important. Clubs that did not consciously think about
:éeating arrangement expe;ienced ﬁany mqre discip1ine :
pfobléms and diéruptionsg' As a-fesuit, éonﬁroleoriénted
‘leaders spentimore time lecturing and chastising members

than on education.
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Autonomy—oriented‘clubé kept exberimenting.with
different arraﬁgements until. they found -one that worked for
them. In one case, a club moved to a gifferenf meeting
place in order to‘be able to set uﬁ the cldb meeting
.differently; ‘Thispclub‘leader récognized that the physical

set-up was more important thén‘the‘location of the meeting.

Get rid of the gavel. At one time, it may have been
necessary”touplace-a gavel in fhe‘handS‘of‘ﬁﬁé‘presidenﬁlaé
a symbol of 1eédership ahd authority or even as a part.of
training. ‘However,’éffective‘clﬁbs have no use for a gavel.
In control—d#iented ciubs, the presidént resorted to banging
the gavel in frustration. Hammering with a gavel .only
confributes té the noise'levef and is not held in mugh‘-
esteem by club membefs. Other meéns of‘creéting order and

respect in the club environment can be found. .

Meet with club officers in executive sessions before

1

each‘clﬁb meeting. In clubs where club officers felt

empowered and in positions of real ieadership, it was due inA
part from clﬁb leaders who took the time to meet in advancé‘:
of each meetihg‘to diséuss the agenda, deécribe-critical
issues that needed to be discussed, and generally |
familiarize the ydufﬁ officers,with'thé-CoufSe of the

‘ meetihg before it oqcurred..

| Some éluﬁ leaders even cohtadted offiéérs in the week

prior to the club meétihg.to check signals and coordinate
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for the upcoming meeting; Even though it was obvious that
the adult‘leadervdid much of'thé preparatory w&rk for the
meeting (securing a meeting place, ehsuring that‘
refreshments would be there, or obtaiﬁing necessary
‘information),'during'thé aétuai meeting most'adﬁlf leaders

took a back seat so the officers could conduct. the meeting.

Develop a."buddv SVSteﬁ." - A buddy'systém-shoula be
developed to pair new,. younger membersjwith.oldef, more
experienced‘membérs.. In two bf the observed clubs, the
bﬁddy system was an effective method of helping new, younger
members feel some connection to:the‘club. Alﬁhough the
amount of interaction between "buddies" obviously depends on
" each individuél,_just'having‘the syStem in place created  a
sense of bonding for the younger members. They had someone
they could turn to for advice, aﬁd buddies often pfesented
gifts or other mementos on important occésions-—birthdays or

holidays.

Start each year with a group goal-setting session. 1In
‘clubs where trust is high and commﬁnication good, rules and
sanctions‘become less nééessary. To éolve-the problem of
‘1ack of commitment to group éoals, clubs often resort to
éxtrinsic‘motivators,‘COntests,“or‘merit systems to gain
éompliance or commitment. Instead, club leaders could
devote a special meeting for group goal setting‘and actively

involve all club members in determining what the club should
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do during the coming year. Such participatory involvement
is coﬁsistent with the ideology of the 4-H program and could
lessen the dependence.dn extrinsic motivators to gain' |

compliance or commitment.

Use group consensus rather than Robert’s Rules of Order

to arrive at decisions. There is an.interesting dichotomy
in the contemporary 4-H program. On the one hand, an
“important goal of 4-H is to train young people to live in a
democracy baséd on the principles of majority rule while
maintaining a respect for minority rights. On the oﬁher
hand, 4-H groups are designed to elicit involvement from all
members and develop a sense of trust and togetherness—;like
a family. Often, these two goals are in coﬁflict°

| Herein lies a paradox. A family, for example, does not‘
vote on whether to expel someone from the groﬁp due to that
‘pérson’s failure to meet minimum requirements for |
participation. Likewise, a famiiy does not only pian‘events
by majority rule. Yet, this‘is the approach most ;iubs take
" which use parliamentary procedure.

In essence, when examined closely, there is én
ambivalence about democratic rule in 4-H clubs. .In all
clubs, leaders did not vote alfhoﬁ?h, like lobbyists, they
had great influence over how their‘children did vote. .In
some cases, adults intervened to exercise veto power over

certain decisions, particularly where dates for certain
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activitiés were in quesfion; In other instanCes, adults
often ignored the officiél and unofficial bounds of ideology
and found themselﬁes‘introducing motions or even voting.
Understandably,:the adults probably nad a more complete
Iunderstanding of family commitments and familf schedules
than' did youth members of the club.  Yet, the point remains:
clubs are not run strictiy by democratic rule.

.From thié study, it became evident that the process of
, parliamentary procedure makes a full and open discussion of
various points of view aifficuit"if nbt impoéSibie. First,’
a motion must be made, and then seconded before -any debate
occurs. Often,'in the COnfusion, a club officer calls for a
vote before there is any discussion._ As a réSult, adults
feel compelled to step in and airect affairs for the club.
In other cases,‘Qery_young mémbers were éo anxious to
participate in any kinestnetic’way that tney would raise
their hands in favor of motions without understanding what
they weré voting on.

Another aspect of fhis parlianentary process is the‘
iﬁpact on youth involvement and confidence. Whoever
introduces a mofion that fails feels that they, too, have
somehow failed."childrén are not able to distinguish
‘between;a motion they have made and their own'integrity. A
defeat of théir_notion is perceiVed as a persbnal:rebuke.
Ovér time, younger members were reluctant to introducé or

make motions for fear of rejection. No one wants to be a
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X " loser, but everyone would like to think of themselves as a
winner; the parliamentary'prqcess.practiced‘in clubs is
undermining this intent.- o
It would be better if the discussion could occur first,
' and then after a group consensus had evolved, a motion could
be made, seconded, and agreed upon. In tnis way, there
would be few or no 1o$ers, and‘motions would not need to be.
made that stoed littie chance of being-abproved.

While the system of majority.rule and parliamentary
procedure have been used purportedly to train ydnth for'
living in a democratic society, .the elements of the precess
have become anlobstacle to effective group decision-making
and deliberation. Such rigidity is‘also an impediment to
training young people to 1iVe in a democracy. Parliamentary‘
procedure, which is followed to train members in its finer
precedural points, is an impediment to an open‘discussion of
critical issues and for gaining larger group consensus., Not

surprisingly,'Robert’s Rules of Order was written by a

military~general witn.an interest in restricting input and
open deliberations. 1In several clubs where close Votes{were
taken, the minority opinion obviously felt unappeased and
resentful at the outcome. Divisions were created and hard
feelings resulted. Had another procedure been used to
arrive at a solution, more peopleamay have feit vested in
and supportive of the outcome; Palmer recognized‘the

limitations of parliamentary decision-making processes:

__;i;i_______;____i_________________i_____;_________;__i__i_;;___________i
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If the groups leader’s views usually prevail but
are not strongly supported by a majority of the
members, morale may suffer and the commitment to
carrying out group goals will likely become the
responsibility of just the leader or a few of his
or her close supporters. (p. 95)

Work to create a sense of trust and communication

within the club. Supporters of control-oriented styles of
ileadership often-operate this way because of their |
experiences with low-trust groups hindered by‘distorted
communications. In other cases, control—oriented'leeders'
express a basic distrust in the abilitiesvof other people.
Membership requirements, attendence policies, parliamentary
prOCedﬁres that guarantee minimal opportunities‘for people
ﬁo talk, merit sYstems; cempetitiohe which createuartificial
motivation are all set up to deal with the lack of trust and
dysfunctiopal communications in groups. .However,‘"as groups
grow, the necessity for‘these formal control e§s£eﬁe
disappears" (Gibb & éibb, 1967, p..169). Realiy effective
groups shoﬁld be able to‘minimrze their’rules end.rheir.
dependencehon parliameﬁtary procedure. o

4-H clubs should make changee to be inclﬁeire rather
than exclusive. ‘Control-oriented club leaders were  much
more exﬁlicit about listing rules.and requiremeﬁte for
membership than autonomy-oriented'leadere. Members in
control-oriented clubs felt less‘welcomed and'lese informed

than members in autonomy—oriented clubs. The goal should be,
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to provide avenues of participation rather than barriers to
membership.

In his work to identify the characteristics of "quality
schools, " Glasser (1992) poihtS‘out that courtesy is a core
element of how effectlve leaders operate with others. 1In a
quality env1ronment there is no sarcasm or put downs.

' Quality schools and organizations also do not come to depend
‘on rules as the last bastion of defense against chaos. 1In
contrast, control-oriented leaders depend on rules énd when
they are in charge,i"fules tend to proliferate" (p. 123).

Boss-managers accept the cliché that werkers'do :

not want to work or that students do not want to

learn, and they depend on rules to keep them on

task. They do not realize that what workers and

students want is satisfying work.and that having

many rules, with a variety of punishments for

breaking them, makes work less satlsfylng

(p. 123)
This is not to say that effective teachers or managers do
not have any rules but rather that their rules are simple
and few. Moreover, rulee are developed collaboratively with

those in the organization. Such is the case with autonomy-

oriented.leaders as well.

Recommendations to State 4-H Program Faculty

Develop useful organizational leader support materials.

Club leaders are anxious for support materials--particularly
videos and audio tapes that they can use at their leisure.
The state '4-H staff can provide a useful function in

developing consistent, research-based leader support
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materials thét‘will help all leaders do their beét;: Even
control—oriénted leaders. expressed their frustration with.
what was.happeniﬁg in their clubs but did not know where to

turn for‘help.

Develop training‘pfograms foriéounty faculty to use

with their leaders. County Extension faculty have so many

responsibilities and issues‘puliing at their time that they -
do not have time to develop'tréining curriculum for their
leaders. Instead, state 4-H program faculty should be
developing training module; that coﬁnty égents can use with
their leaders. |

Another approach wtuid be to identify eiemplary club
leaders who have exhibited the kinds of traits identifiéd‘as
desirable in this study and use them as trainers. County
agents could identify kéy lgaderé who would take
responsibility for tfaining dther leaders within the county.

Finally, state 4-H program faculty should develop‘é
training program of autonomy—supporting teCﬂniques that
leaders can use in working with young people in 4-H
settings. In the-absence_of'techniques, leadets séemingly
resort to control strategies in 4-H groups. Developing
specific strategies and techniques'that all'iéaders.dauld
implement to enhance the autonomy-drientation of club

meetings would go a long way towardswchanging‘thé_internal
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dynamics of club meetings and result in better outcomes for

youth participants;

Identify tools to measure program outcomes more

-accurately. Several previous studies on nonformal youth

‘programs have not been able to identify the extent to.whiCh
life skills are enhanced‘by participatioh in the program.
.Intuitively, it makes seﬁse‘that‘leadershiﬁ stYle Would be
guite influential on the development of life skills in
youth, but measuring.the differences leadership style makes
this difficult. Tools or techniques are needed to assist
with this kind of evaluation.

This study has shown that moremautohomy—oriented
leadership styles affect life skills development ae well as
club satisfaction. However, there is a need to develop more
tools or instruments te measure these impacts more

effectively.

Train club leaders and adents in consensual decision-

making. Before parliamentary procedure can be replaced,

club leaders will need help in understanding what can be put
in‘itS'plaee. State 4-H program faculty are in the best
"position to help train beth field faculty and club leaders-i_
in consensual decision-making processes which will help |
clubs arrive at workable solutions that nearly everyone can

~ support. As it is now, 49% of the club members can disagreee
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with a club plan of action, but they have no way to change

the result.

Future Research Needs
Finally, this study has“resuited-in an awareness about

future research which can further elucidate the impact of

the 4-H club experience on members.

Include ability level as an independent'variable,

Future studies would do well to include youth ability levels
in the analyéis of the impact of leadership st&le,on'self—
esteem and other‘life skills. Previous research studies
have‘indicated that‘thié'may be an important definihg

variable in determining the impact of a control or autonomy-

~oriented leadership style.

Study leaders who are at the extremes. In order to

gain further insights into the‘impéct of leadership styles.
on 4-H member outpomés, future studies wpuld do well to
purposely select leaders who represent the véry far extremes
of contfql and autonomy as identified by the.Deci

instrument. y

Assess parenting style. Using the FACES IIIX instrument
developéd by Olsen et al., future reSeérch‘ought to include
an assessment of parenting styles to see if there is any

congruity between parenting style and club leadership style.,
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Focus on project leaders and parents. Future research

on the impact of the 4-H experience Qn_participantsAshould
includé a‘study of project‘leadérs'and parents who often
work more regularly with 4-H members. Community.ciubs meet
at most oniy orice a month, yet pfojéct groups may meet more
often for a specific périod of time.. Future research would
dé well to inguire info ﬁhe expefienées of youth in these

settings.

_Trénd analysis of self-esteem. Future research efforts

should try to measure self-esteem over a period of time
rather than only at one time. Perhaps trend'aﬁalysis of
self-esteem scores would provide more insight into the

effect of the 4-H experiende‘on participants.

Use a comparison group. Although it was beyond the

scgpe of this prpject, future'research should inqlude\youth
who participate in another nonformal youth group as well as
youth who do not participate in anyicommunity-bésed youth‘
organizations. The comparisons between these groﬁps Wéuld
provide useful insights into the impact of the experience. .

' Qualitative and quantitative methods should be used.

‘Collect‘demoqraphic'data. The NELS:88 study has

provided a detailed national description of 4eH families.
However, data is needed within.states to .determine hbw 

closely 4-H families resemble this national study. Future
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research efforts should collect more demographic information
about families who parﬁicipate ip 4-H. Usefui informétiqﬁ |
wouid'include income categories,'educatiohéi atfainment}

residence, race and community involvement.
- Summary

This research study'has'brovided a number of results
and a variety of recomméndatipné_for threé‘key audienceé-f
club leaders, County fxtensioﬁ féculty,.ahd state 4-H
program facplty. Thesé are bréught together in the final
chapter in a déScription of the traitsjof effécﬁive Yoﬁtﬁ

groups.
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CHAPTER 7

CHARACTERISTICS OF VIBRANT YOUTH GROUPS

| intfoduction‘-

étudigs of youth-orqaﬁizationé'have revealed.some
common elements of success (Erickson, 1984). First,
successful nonforméi yqﬁth‘programs "adop£ an approach that
is bdth fifm and flexible" (Health & McLaughlin, 1991, ‘
pu.625); Second, succesgful‘ér@anizations empower members

and view them'as_resources‘tb the‘prcgram raﬁher than

_treating members as infants, objects'qf'adult'wisdom, qr.'
reqipients of adult 1argess¢. Third,'successful.youth‘.f
programs are also c;ear about ﬁheir‘goals and their rulés 
for meﬁbership. Finallf[ successful yogth programs develop
in participants a_senSe‘that the drganization éan‘be a
fortfess‘against an often unfriendly outsiée_world—-a placé“
~ that is safe and conspructivé:where a teen can count on
knowing what would happen (Béath & McLaughlin, 1991). The
goal of such programs is to create a faﬁily—like atmqéphere
that fosters a sense of_mﬁtual supﬁort and loyalty.

Cerfainly,:this study supports some of thésg‘
charactéristics. However,‘others‘éurfaced as well. An

appropriate term for.these characteristics is‘ﬁibrancyf-the
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state of psychological health and well—being described by -

Pipher in Reviving Ophelia (1994). Vibrancy is a

characteristic of people whose psychological health is such
that "they accept themselves rather than waiting for.others‘
to accept them" (p. 37). Thié concept of vibrancy is
similar in many ways to that of autonomy.as developed by
Piaget and Kamii (1991). Vibraht ybUth groups are pulsating
with life, ‘vigor, and activity and help foster a senhse of
control ovér life’s events.réthéf than é submission to the
will and whims of othéré. |

While the language may differ, others  have also
recognized this uniqueness of health. Terry (1993) employed
the éoncépt of‘authgnticitY‘as a major defining .
‘characteristiC‘fpr effective 1eadership."AuthentiCity in
this view refers‘to "certain fulfilled cﬁaracteristics of an
action" (p. 110)% Authenticity is more than "gehuineness
and a refusal to engage in sélf—deception"‘(p. 12é).‘
Authenticity contaiﬁs within itself a drive toward change;
it impels one to’participate in lifé,_and_it_setsldirection
toward a desirable future. B

It the'samé way, vibrant youth groups are those which
share some of the characteristics of autﬁenticity identifiéd
by Terry. Vibrant groups are those which have achieved a
sense of genuineness and a.drive toward the future. This is
. not in éOme smug way‘but rather iﬁ a way that they believe

in themselves and have a sense of inner confidence. Vibrant
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YOuth groups believe in what they do, celebraté’their
commitments to action, and-express.a sense of hope and
courage for the youth and their role in‘the futuréj Vibrant
youth groﬁps develop a étrong sense of autonomy in young‘.
people. They are alive with activity, and visually vibrate
with life and energy. Vibrant youth groups exude vigor.
What are the characteristics of Vibraht yoﬁthlgroups? As a

result of this study, several éonsistent traits emerged.

Vibrant‘vouth_qroups change how they do things but not

what they do. In the language of‘previous research, vibrant

yotuith groups are thosé that are "firm yet flexible." The
two most vibrant clubs in this study met in many different
1ocations and did many different kinds of activities at
those meetings. Vibrént clubs Were those that expérimented‘
with seating arrangements until they foﬁnd one that worked
for them. Vibrant clubs tried new activities, new fund-
raisers, -and new ideas all the time. One member
specificélly mentioned that "our ciub ié really original ‘in
our meetings." |

At the same time, though, vibrant clubs‘brovided é
consistency and reliability on which members could count.
As Grblnick and Ryan (1989) found in.their‘study of
families, moderate levels of Strucfure weré characteristic
of healthy groups. Dates for meetings, for example, were

set far in advanceand rarely changed. Times for meetings
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were édhered to regardless of minér'conflicts with ofher
events. Vibrant clubs met regularly and consisténtly; In
addition, vibrant groups created their own unique
celebrations. Traditions, rituals, and ceremonies were used
to foster a sense of cohtinuity with the past and with an
organization larger than the local club. |

Less'effective clubs, on the other hand, were always
changing meeting times and dates, formats for.meetings
.varied from ﬁeeting to‘meeting, and the club rarely
functioned as a calm eye in the ceﬁter of the storm of
adolescence; Leés effective clubs Were characterized by
irregularity and incpnsistency. As a result, communications
were poor and often a source of concern among members and '

parents.

Vibrant youth groups work hard and‘plav‘hard.‘ Several
ciubs-scheduled many differenf kinds of activities
ﬁhrouéhout the year to ﬁrovidé variety and. fun. One club,
for example, plans an,annua1 ski‘trip, This same club also
has a roller skating party.aﬁd campground clean-up party as
a part of.qommunity service. ~Another ciUb.took a trip to a
nearby water slide. The cqmmén theme was-that clubs were
not meeting just to meet or just to conduct business. The
club meeting provided opportunities for_grqups to do things

together in a fun way.
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'While playing hard is a héllmark of vibrant youth
groups, hard work is also a commoh feature. Vibrant clubs
. were involved in community service activities gnd fund-
raisers that.spanned a wiéé Vériéty of intérests; these
included such diverse activities as cleaning up_a highwéy,
providing programs at the local nursing.home, and working at
a food booth at a Fourth of'July rodeo. Effective clubs get
involved and train members to be contributing members of |
their community. As ‘one youth put it, "It’s hard work, but

it’s worth it."

Vibrant youth groups "take time for training." A

common feature of the vibrant groﬁps in this studylwéS'the
concertéd'and.donscious effort tb set aside time to train
youth for the roles they will assume in aduithood.
Effective club leaders, for example; regularly'met with .the
club’s 6fficers before each méeting to ensure that:.everyone
knew what was goihg to happen and whét needed to be |
accomplished. Young people were involved as equal partners
in the process of planning, implementation;.and evaluationw‘
This deliberaﬁe action on thenpart of the adult leaders
is a key aspect of vibrancy. Reseérch has demonstrated that
well—functiéning groups do not just happen. Rathery_"they‘
result from consistent teacher efforts to create, maintain,
| énd (occasionally) ?estore cOnditions ﬁhat foster-effective

learning" (Brophy, 1983, p. 266).
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Vibrant youth groups empower rather than embalm youth.

Empowerment‘means "to authorize, delegate,<giVe:authority,‘
enable or permit a person to do something" (Palmer, in
press, p. 7). In‘short}-vibrant youth groups enabie‘youngln'
'.people to do what they are qualified“to‘doiv'Rather than try
and preserve young people in_some'child-like‘state, vibrant
youth‘groups empower members to develop responsibility.

Vigorous youth clubs focus on helping youth of -all ages
assume p051tlons of 1nf1uence and leadershlp rather than
trylng to keep them as ch11dren subjectlve to the whlms and
fancies of adult‘experts. Mistakes are madé, but the long-
range view of the‘process is uppermost in the minds of
leadersi Teens especially‘feel motiVated to stay active
because they can exert infiUence and a sense‘a control over .
the group that is absent in other arenas-of their lives.
Leaders of such groups'recognlze that the process is more
1mportant than the solutlon.ﬂ _

Vibrant youth groups helpmyoung‘people‘develop feelings -
‘of'autonomy or selfédetermination "to experience one’s
‘actions as emanating'from'the self" (Kohn, 1994,,p.'281).
This is possibly the most important attribute‘of vibrant.
youth'groups Such groups help young people develop a sense
of oneself as competent and effectlve as they functlon in a
supportive atmosphere were setbacksrare no blg deal and are
viewed as.opportunities to‘learn. By enCOuraging’young

people to work togéther to solve problems and take'action,
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4-H helps create what one person has called "a small
republic of tne intellect——dempcratic,‘perticipétory,
active" (Matthews, 1996, p. 102). |

As others have found (Kohn, 1994; Lofquist, 1983), when | K
young people getptogether to make decisions and solve
problems, they develop a positive sense of‘self.‘_Mdreover,
they learn that their voices matter and that they are not
merely at the mercy of fate, luck, or whimsy. Finally,
~ through the process of'actively‘participating in making
decisions that affect them, young people are able to sharpen
their reasoning and analyzing skills.

Atelear message from this research ie that when you put
young people in charge and get them involved in the‘
activities of planning,timplementing,‘and'evaluating
programs, they can overcome evennextreneiy poor leadership.
Simply by being engaged and committed, young peeple can rise
above controlling 1eadership and develop the requisite
skills necessary for success in lifeﬂ

Supportive envirenments helpﬂemp0wer yeuth and enhance
their skills to become contributing edults'later in life..
In_centrest, disempOwering environments try to keep young
‘people as_cnildren and dO‘not recognize of-accept the
processes of growth and development. 'Such‘enﬁironments try
to preservevyoung people as children who, like the |

characters in Peter Pan, never grow up.
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Vibrant clubs make the effbrt to communicate. Members

in vibrant.youth groups frequently mentioned that they feit
listened to, respected, and that Ehéif‘inpdf‘was valued. |
Vibranf youth groups make a conscious effortlto involve
‘mémbgrs in discussions. Effective groups also communicate
well with one another. . They keep members informed about
dates and locations of special meetings, énd help members
meet deadlines. | | |

Another importaﬁt feature of communicating is
listening, and vibrant youth groups-listen,to one another.
Such groups viewed communication and .leadership as a two wéy
process in which adults .and youth shafed responsibilities.
Young people in vibrant youth groﬁps felt listened towénd
included. Yopth members felt tha£ their ideas would be

considered fairly and not criticized or devalued. - I

Vibrant youth groups are able to achieve a balance

between chaos and rigidity. According to the circumplex

model of effective family‘fqnctioning (Olsen, Sprenkle &
Russell, 1979), a key element Qf‘a balanced familyfis
adaptability. Adaﬁtability is characterized by_the ability
of the family unit to change its power Structure,'folé
relatiénships, and relationship rulés'in‘respbnse-to some
outside stresses. A balanced family-unit‘is able_to'achievé
a stasis between chaos and rigidity. Balanced youth groups,

in the same way, have been able to achieve a harmony between
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too much chaos and too much rigiqity.' Wﬁen circumstancés
change, the club is abie to adapt by'makiﬁg'the necessary
changes in rules, power structures, or relatiqns to ﬁove on.
Ineffective groupS‘are devastated by change andhare so rigid
as to be unable to change to fit new-circumstaﬁces..

The circumplex model proposed by Olsen, Sprenkle and
Russell (1979) also suggests that cohesion is an important
variable thaf disﬁinguishes betWéen‘bélanced‘families and
extreme types. Tﬁe cohésion dimension ranges from enmeshed
(extremé bonding and limited individual auténomy) fo
disengagement .(low bondihg and high autonomy from the
groub){ In the same way, effedtive youth groups have alsﬁ‘
achieved this tenuous baiance betWéen providing too much
structure‘and not engugh. ‘ViSrant youth groups have a
powerful shared identity, buf'this‘identity,is not
constrictive. Members feel free to do:things with members .
of the group, bﬁt also enjoy the freedom to interact with
those not 'in the - -4-H club. |

Vibrant youth groups are chaordic. Chaordic groups are
able to maintain a balance between chaos and order, to
incofporate both elements and thrive. ‘Those groups fhat may
appear chaotic are really ordered in a way that is flexiblé

and enhances adaptability.

Vibrant youth groups affirm and support one another.

From_this research, it was evident that healthy youth groups
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celebréted the sucéeéses of ail'members‘and did not define
themselves by any singie accomplishment 6f theféroup.
Instead, they,took'pfiae’in‘and gelebrated fhe‘collective.'
efforts of all membérs. .During_the count? fair"season in o
pafticular, it was obvious that‘éach club felt a certain_.
pride in what variéus members of‘ﬁhéir élﬁb were1doing to
bring recognition and honor to their club by exéeiling in‘
specific fields. Qhé pafent‘commented that their goal’wés
"not necessarily to be‘the"best'put to do our best;" This
club supported each member. of the group and only asked each
member to~do‘the best to their.ability. The importénée of .
such affirmations hés‘beeﬁ advanced by Palmer'(in'press);

Peopletwill assume'increaSed responsibility - for

their own learning and education when they’re |

accepted and encouraged by significant others in

their lives as resources and partners in the

‘planning, implementation, and evaluation of

programs which are organized for their benefit.

(p. 114) ' ‘ -

' Adult:ieaders‘in Vibrantlyouth.gfoups‘encoﬁraQed
members with Specific,‘pésitive feedback. Discodragiﬁg
comments-werefrarely heard in vibrant youth groups‘whereas
discounting ahd demeaning comments were VQiCed.in control- -
oriented youth groups.

Fortunate;y,-4-H ié effective in‘heiping bro&ide-
-numerous forﬁs of récognition for the accomplishmentg of
‘membérs regardless of their areas of interest or abilities.
All the oppoftUnities for recognition are importqﬁt in 4-H

" and help provide numerous ways for clubs to celebrate their
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accomplishments. At yeér end, each club is able to feel
successful based on the various awards and recognitioﬁ
‘received. | |

Effective 4-H clubs take pride in the accdmplishments
of all ité members; and they exude a sense of succéss‘in _
which everyone shares. ‘Efféctive 4-H clubs all express that

they are "the best."

Vibrant youth groups use a mentoring system to

socialize newcomers into the club environment. Helping new
members feel welcomed into the club.is a hallmark of vibrant
- youth groups.; Such efforts help new members learn the
language and-traditions‘of the organization. Buddy systems
were commbn in‘two clubs where older members adopted younger
members and served as practicing role models for them.
Vibrant youth groups saw such mentoring system as a critical
feature for inculcating novitiates into the program but also
as a way to‘piacevolder'members in leadership,pbsitions."As
one leader said:

' I’d like to see the older kids works better with

the younger kids and really make the buddy system

work out. (Leader, autonomy-oriented club)
Mentoring systems like this were one of many tools vibraht
youth groups used to help the club function moré.effectiveiy

and keep youth involved.

Vibrant youth groups structure the physical environment

to _enhance learning. A particular interest during the
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course of research was to see how 4-H clubs set up their
seating afrangéments and why. ' The more effective clubs used
a semi-circu;ar or horseshoe style of seating so that all
members could see'each other. Rows--common in the
classroom—~-were hever used in vibrant clubs. élearl&,'clubé
are limited by the space and kind of facilities, bqt I was
struck 5y the ihgenuity and purposiveneés that leaders in
vibrant groups took to maximize thé space to énsure
participatioﬁ and eye Contact. Leaders of vibrant clubs had
a purpose in mind with their seating arrangements. |

Initially, rwhen we set up for the meeting, we
always put the chair in a line, in rows.. But at
the Leader’s Forum, I learned about putting them
in & circle, and we’ve tried that and it seems to
hold the kids’ attention. It works great!
(Leader, autonomy-oriented club) '

Well, our current seating arrangement was a
parent’s suggestion. ' We just met the first couple
of times and had the tables just next to the wall. -
I don’t know how to describe that, but it seemed
like it was a lot more chaotic. You couldn’t...
There were parents and kids all mixed together and-
.we could see parents kind of telling little kids
what and how to vote, so Bruce came up with the
suggestion to put the tables in a square--parents
on the outside and the kids on the inside.

(Leader, autonomy-oriented club)

We decided...this is something we just started
last year. And it works so much better--is to put
our officers at a separate table up front. They
sit up front, and then the rest of them are kind
of in a U-shape. If it’s ideal and a U-shape
around, they can see everybody, and everybody can
see them. That way, the officers have the full
attention of everyone. (Leader, autonomy-oriented
club) '
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Contrast these observations with those of this control-
oriented leader:

I didn’t even think about the meeting set up. thls

time~-the table was just there, and we put the

chairs in rows. . . ,
Effect1ve~youth groups make conscious decisions about how to
structure the environment for learning and know that this is.

IS
important.

_Vibrant.clubs are morerconcefned with weaning, not
winnihg..lKids ére the focus in‘vibranthclubs,. Effective
youth ngups help youngstefs deveiop a.sense that .they "own"
_the group. Young" people 1n such programs, partlcularly |
older members,_want to feel that the club is -theirs and Wént
adults to reduce their part in decision-making. Fun,
‘learning, growfhé—these are the important concerns in
vibrant clubs. fraininq youth ﬁo become independent,
thinking people isithe goél-of &ibrant groups.

Shinkwin and Kleinfeld (1983) discovered inltheif‘étudy
of boy scout troops that the troop in whiéh leadérship roles
were Spread'among all‘mémbers was more effective at
developing leadership skillsithan in the‘troép‘whére
leadership positions were held‘by adults and only a few
youth. Vibrant ?outh groups put young people in charge,
giving them both the'respOnsibility and the éuthbriﬁy. '

Less effectiyevgroups are focused on winningL Winning

awards, competitions, contests, numbers of ribbons, and

’
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"being the best!" are the greatest concerns in less effective

youth groups. Winning has become more important than the

_YOung people who are pawns in this contest of domination.

- One leader put it succinctly:

Even

more

We were in a club where winning was everything.
When we formed this club, we wanted the kids to
have fun and learn, ‘and that winning is not
everything. If you get a white ribbon, that’s
okay. We’re trying to get project leaders on the
same wave length now. We want them not to worry
about the competition and instead be doing fun
things with the project. (Leader, autonomy=
oriented club) ‘ ‘

the youth members in this club sensed that there is
than winning to their 4-H experience:

I”m not really concerned about gfand-champion. I
just want to do good. :

Vibrant,vbuth groups value and practice service to

others. Although ¢community service is a key;Vaiue in thel‘

4-H program,'vibrant youth groups actively practiced and

treasured community service. Community service was not

viewed in these groups as a requirement for a-charter or as

a program expectation, but rather community service was

valued as important in itself. Indeed, vibrant youth groups

perceived community serviqe as a part of the club’s

fundamental experiences. Membérs shared this commitment to

service and looked upon service as one of the more important

parts of their club experience.
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Finally, in vibrant youth groups, the whole is greater

than the sum of its individual parts. All the components of
vibrant‘youth groups work together to.foster a synergistic
rélationship. There is a synergy in vibrant clubs that
créates:an energy far in excess of the contributions of its
vafious individual components. Effective youth‘groups are
effective precisely because all thé various parts work in
harmony toward the larger goal of youth deVelOpment,‘ Palmer7
-(in press) described this kind of synergy as central to the
'empowermént,process:

Achieving sYnergistic results is the principle

goal of an integrated approach to empowerment

(p. 4). o ) | o
Synergy can be felt in these groups and docUmented-in the
wayé they approach tasks and activities. Synergy'ié.part Of

being a vibrant group.

Summary

What kiﬁds of youth’programs are best for youth? Fern
Marx lists four critical features of good prbgrams: children-
must have friends ih the program; the_activities must be of
.immediate'interest;‘the adults.in charge musf understand
youngsters; and they must allow them to develop a ﬁeeling of
autonomy (chhinger, 1992).
- 4-H shares many of ﬁheée characteristics, but as this
stﬁdyvhas shown, the degree to Which‘a club‘is effécfive in

providing a healthy environment for YOuth development
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depends to a large extent on the orieﬁtation and'style of
the adult leaders. Autondmy—ofientéd leaders bring certain
sets of skills and interesfs‘té yoﬁth_groups thaf maximize
youth potential‘for'healthy growth and aevelopment.
Control—driented leadersuiméede or at least slow this
development.

In the énd, effective youth programs that help.de§elop
life skills focus on develbping these skills in an
'educational-context. As Kohn observed, yoﬁth "acquire a
sense 6f‘significance from ‘doing significant things, from
being active participants.in their own education" (Kohn,
1994, p. 282). Real succéss\will mean doing a better'job'of
liétening to young people and sharing the leadership with

them.
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Wednesday, September 7, 1994

Dear Montana 4-H Organizational. Leader:

I am writing to you because I am conducting some research on
how 4-H clubs help young people learn and develop life
skills. In addition to being a specialist on the Montana
State 4-H staff, I have been working on my doctoral degree
in education for the past three years. My classwork is now
over, and now my research begins. I need you to help me.

Three Montana counties were randomly selected for my
research project, and your county was one of those. So,

it’s very 1mportant to me that I have your support and - :
participation in this prOJect if the results are going to be
useful.

Attached with this letter is a survey that I would like you
to complete. Your answers will be held in strict
-~confidence. No one else will see your responses except me,

. and you will never be identified by name in my research
dissertation or any other publications. I’ve asked for your
name, club and county simply to keep track of who has
responded as well as those who haven’t so I can be assured
of collecting complete information. I must have every club
organizational leader complete this survey in order for my
research to be valid. For a few of you, I may also need to
do some follow-up contacts, but that will depend on all the.
responses I receive in all three counties.

The survey is not long and is easy to complete. Please read
the instructions inside the cover and then answer each
question by c1rc11ng the appropriate number on the 7-point
scale. ’

I’ve enclosed a stamped, self-addressed return envelope for
you to return the completed survey to me. ‘Please take a few
minutes to complete this survey now and return it to me as
.soon as possible. Your quick response will speed ny
research prOJect along.
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Thanks in advance for your support of my research. T
'-antlclpate ‘that the results will 'be very useful to all of- us
in the Montana 4-H- program Please- feel free to contact me
if you have any questions or concerns about thls research

prOJect.

Best'W;shesL

Kirk A. Astroth’
Extension Specialist
4-H Youth Development




352

APPENDIX B

DECI INSTRUMENT




353

Name: ‘ - __ Club:

Date: » ‘ , ‘County:_

The Problems in Schools Questionnaire

On the following pages you will find a series of
vignettes. Each one describes an incident and then lists
four. ways of responding to the situation. ‘Please read each
Vignette and then consider each response in turn. ' Think
about each response option in terms of how -appropriate you
consider it to be as a means of dealing with the problem
described in the vignette. You may find the option to be
perfect, in other words, extremely appropriate, in which
case you would circle the number 7. You may consider the
response hlghly 1napprqpr1ate in which case you might
circle the 1. If you find the option reasonable, you would
circle some number between 1 and 7. So think about each.
option and rate it on the-accompanying scale. Please rate
each of the four options for each vignette. There are eight .
Vlgnettes with four options for each. |

There are no right or wrong ratlngs on these items.
People’s styles differ, and we are s1mply interested in what
you consider appropriate given your own style. - '

Some of the stories ask what you would do. 1f you were- a“
'teacher. Others ask you to respond as if you were giving
. advice to another teacher or to a parent. Some ask you to
respond as if you were the parent. 'If you are not a parent,
simply,imagine what it would be like for you in that
situation. | |

Please respond to each response ‘option by circling one

number on its rating scale.
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Jim is an average 4-H member who has been working at
his skill level. During the past two months he has
appeared listless and has not been participating durlng
club meetings. The work he does is accurate, but he
has not been completing assignments. A phone
conversatlon with his mother revealed no.useful
information. The most appropriate thlng for Jim’s 4-H
leader to do.is:

a. She should impress upon him the 1mportance of -
finishing his assignments, since he needs to learn
this materlal for his own good.

1 2. 3 4 5 6 7

very : : moderately - very

appropriate . . appropriate . approprlate_“

b. Let him know that he doesn’t have to finish all of
his work now and see if she can help him work out
the cause of the listlessness.

1 .2 3 4 5 6 7

very moderately ‘ very
appropriate appropriate . appropriate

o, Make him stay after school until that day s

a551gnments are done.

1 2 3 4 . 5 6 7

very - moderately . S very
appropriate ‘ appropriate . appropriate

d. Let him see how he. comparee with the other children
in terms of his assignments and encourage him to
catch up with the others. : :

1 ‘ | 2 3 ‘ 4 5 ’ 6 7
very a moderately . very
appropriate ' "appropriate - . appropriate
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At a parent conference last night, Mr. and Mrs. Greene

‘were told that their‘daughtery,Sarah,‘has made more

progress than expected since the time of the last
conference. All agree that they hope she continues to
improve so that she does not have to repeat the grade

-(which the Greenes have been kind of expecting since

the last report card). As a result of the conference,

I

a. Increase her allowance and promise her a ten—speed
if she continues to 1mprove. ‘

1 2 3 4 5 6 7

very , .. moderately ‘ . ' very
appropriate = - appropriate appropriate

" b. Tell her that she’s now d01ng as well as many of

"the other chlldren in her class.

1 L2 3 4 5 6 7

very ' : moderately | - ‘very

appropriate appropriate appropriate

c. Tell her about the report, léttlng her know that
they’re aware of her increased 1ndependence in
school and -at home.

1 2 3 4 5 6 7

very C - moderately . very

approprlate - appropriate appropriate

d. ' Continue to emphasize that she has to work hard to.
get better grades.

1 2 3 4 5 6 7

' very moderately ) very
appropriate _ appropriate. - appropriate .
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Donny loses his temper a lot and has a way of agitating -
other children. He doesn’t respond well to what you
tell him to do and you’re concerned that he won’t learn
the social skills he needs. The best thing for you to.
do with him is: : '

a. Empha51ze how important it 1s.for him to control
himself in order to- succeed in school and in other

51tuatlons.
1 2 ‘ 3 L 4 . 5 6 7.
. very . . moderately 5 - very

appropriate ‘ appropriate - appropriate

b. Put him in.a special class which has the structure
and reward contingencies which he needs.

o 2 3 4 5 6 7

very moderately . ' very
‘appropriate appropriate appropriate

c. Help him see how other children behave in these .
various situations and praise him for d01ng the

same.
1 2 3 7 4 5 6 7
very : . moderately C . very

" appropriate N appropriateﬂ : approprlate'

d. Realize that Donny -is probably not getting the
attention he needs and start being more respon51ve
to him.

1 2 3 a 5 6 7
very ‘ -moderately ‘ very
appropriate appropriate ~ appropriate
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Your son is one of the better players on his junior
soccer team, which has been winning most of its games.
;You are concerned, however, because he just told you he
- failed his unit spelllng test ‘and will have to retake
it the day after tomorrow You dec1de that the best
thlng to do is to: :

a. Ask him to talk about how he plans to handle the

situation.
1 2 3 4 5 6 L7
very ‘ moderately very

appropriate appropriate : éppropriate

b. Tell him he probably ought to decide to forego
tomorrow’s game so he can catch up in spelling.

1 2 3 - 4 s 6 7

very . ‘ moderately . very
appropriate appropriate C ‘apprdpriate

~C. See if others are in the same predlcament and
suggest he do as much preparatlon as the others.

1 2 3 : 4 5 6 7

very moderately ' very

appropriate appropriate appropriatev

. d. Make him miss tomorrow’s game to study, soccer has
been 1nterfer1ng too much w1th his school work.

1 2 3 4 s 6 7
very . moderately - ‘ - very
~appropriate . appropriate ‘ appropriate
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The Rangers spelllng group has been hav1ng trouble all
year. How could Miss Wilson best help the Rangers’

a. Have regular spelling bees so the Rangers will be
motivated to do as well as the other groups..

1 2 3 4 5 . 6 7

very - ' 3 - moderately T ' very ;

appropriate . ' appropriate - ‘appropriate

b. Make them drill more and give them spe01al
privileges for improvements. :

1 2 3 4 - 5 6 7

very : ’ moderately ‘ very

appropriate - appropriate ‘approprlate

c. Have each child keep a spelling chart and émphasiie‘
‘how important it is to have a good chart.

1 2 3 a5 . 6 7
very ‘ moderately : very

appropriate o appropriate . appropriate

d. Help the group devise Qays of léarning thé words
together (for eéxample, skits, games, and so on).

1 2 3 4 5 6 1
very moderately ‘ ‘ very
appropriate appropriate ’apprOpriate
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In your class is a girl named Margy who has been the
butt of jokes: for years. She is quiet and usually
alone. - In spite of the efforts of previous teachers,
Margy has not been accepted by the other chlldren.
Your w1sdom would guide you tO' ‘

a. Prod her into interactions and provide her with
much praise for any social initiative.

1 2 3 4 5 6 7

very . - moderately ‘ T very

appropriate . appropriate R approprlate

1

b. Talk to her and emphasize that she should make
friends so she’ll be happier. :

12 3 a4 s 6 g

very o ‘ - moderately . o very

appropriate ~~ _ appropriate = appropriate

c; Invite her to talk about her relatlons with the‘
other kids, and encourage her to take small steps
"when she’s. ready. ; ‘

1 2 3 S .5 6 7

very . moderately | ' very

appropriate = | appropriate . appropriate

‘d.‘ Encourage her to observe how other chlldren relate

and to join in with them.

1 2 -3 4 5 6 7

very moderately _ very

appropriate . appropriate - ' ‘approprlate~‘
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For the past few weeks, things have been disappearing
from the teacher’s desk, and lunch money has been taken
from some of the children’s desks. Today, Marvin was

.Seen by the teacher taking a silver dollar paperweight

from her desk. The teacher phoned Marvin’s mother and
spoke to her about this incident. Although the teacher
suspects that Marvin has been responsible for the other
thefts, she mentioned only the one and assured the
mother that she’ll keep a close eye on Marvin. The
best thing for the mother to do is: ' -

a. Talk to him about the consequences of stealing. and
what it would mean in relation to the other kids.

1 2 3 4 5 6 7

very ‘moderately very

appropriate appropriate appropriate

b. Talk to him about it, expressing her confidence in
him and attempting to understand why he did it.

very moderately ' wvery

appropriate appropriate ‘ appropriate

c. Give him a good scolding; stealing is something -
'~ which cannot be tolerated and he has to learn

that.
1. 2 3 4 5 6 7
very | moderately very
appropriate . ‘appropriate appropriate

d. Emphasize that it was‘wrong, and have him apologlze

to the teacher and promise not to do it again.

1 2 3 4 . -5 6 7

1 2 3 4 s 6 7.

very moderately 'very
appropriate . appropriate ‘  appropriate
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Your child has been gettlng average grades, and you’d

like to see her improve. A. useful approach might be
to:

a. Encourage her to talk about her report card and
what it means for her

1 2 - 3 4 .5 . 6 - 7

. very | ' " moderately - " very
-appropriate . - appropriate - appropriate.

b. Go over the report card with her, p01nt out Where
she stands in the class.

1T 2 3 4 5 6 7.

very moderately - S very:

appropriate : appropriate ' appropriate-

C. Stress that she should do better; she;ll neVer get
into college with grades like these.

1 2 3 4 5 6 7

- very . moderately : very
-appropriate . ‘appropriate = - - appropriate

d. Offer her a dollar for every A and 50 cents for
' every B on future report cards.

T 2 3 4 5 6 7
very moderately : very
appropriate ~ appropriate ; : approprlate
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YOUTH - INTERVIEW PROTOCOL

Introduction:

You know that I’m worklng on my dissertation which is
about 4-H. My research is going to be useful to people who
work with youth in 1nformal educational programs,6 like 4-H,
Scouts, and YMCA.

Your answers to the questions I’m going to ask w1ll help
these people understand young people better. No one will ‘
hear this tape except you and me. In my dissertation, all
the people whom I interview will be disguised so no one will
know which answers are yours. The answers from all the
people I interview, and I'm interviewing about 10 people,
will be combined into an overview of 4-H before anyone sees
what people said.. Nothing you say will ever be identified
with you personally

I’'m going to record our interview as well as take notes
as you talk to help me fully understand what you are saying.
Is that OK? As we go through the interview, if you have any
gquestions about why I’m asking some particular things,
please feel free to ask. Or if there’s anything you don’t
want to answer, just say so. We can turn off the tape
recorder any time you want.

As someone who has been in the 4 H program, you’re in a
unique position to describe what the program does and how it
affects people. And that what this interview is about: your
experiences,with the 4-H program and your thoughts about
those experiences. 'The purpose of this interview is to get
your insights about the program, how it operates, and how it
affects people.

This interview will take about an hour or so, but we
can take a break anytime you need to. Do you have any
guestions you want to ask me before we start?

[REMEMBER]: Identify who is being 1nterv1ewed date, time’
and location. ‘

INTERVIEW QUESTIONS
1. Think back and tell me about when you first got involved

in 4-H. How did you come to. jOln 4-H? What were the
.motivating factors for you’
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2. Describe to me a 4-H experience that has been espe01a11y
meaningful to you. What made this experience so important?

3. What kinds of skills do you think you ve gained from
your association with 4-H?

4. What improvements or changes would you llke to see made
in your 4-H program’ ’

5. Would you reconmend 4-H to your friends? Why or why
not? What specifically would you say that might be of
interest to them’

6. When you thlnk about the most 1mportant 1mpact of 4-H on
your life, what would it be?

7. What do you like most- about 4-H?
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8. What do you like léast?

9. In thinking about how you’ve changed over the past
several years, how much has 4-H caused those changes
compared to other things that we happening in your life?

10. What’s it like to be a member of your 4-H club?

11. Tell me about characteristics of 4-H adult leaders you
have worked best with. What gqualities do you appreciate in
an adult leader? Under what kind of leadership do you
flourish? ‘ -
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4-H CLUB LEADER INTERVIEW PRdTOCOL

Remember to begin by asking the leader to state her
name, the name of the club, and the number of years she has
been the club’s organizational leader.

1. Of the various things you do as a 4-H leader, which do
you consider to be the most important?

2. Every so often,‘4 -H leaders tell me they have a really‘
good meeting. Could you tell me what a good meeting is like
for you? What happens'>

3. Of the teachers or leaders you had yourself at one time
or another, which do you consider were outstandlng'> Could
you describe one of them to me?

4. How do you generally arrange the meeting space? Why do:
you use this particular setup? (Note: emphas1s here in on
reasons for the seating arrangement). ‘

Would you change it if you could? How might you do it
differently?

‘5. I want you to conjure up an image of an "ideal" 4-H
member. What would that youngster be like? Could youw
describe that youngster to me’ Co
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6. Next let me ask you if you have any goals for your 4-H
members, things you’d like to help them achieve. Tell me.
what some of them are. ’

7. We hear a lot about life skills development in 4- H. “How
do you go about doing that° Can you glve me some concrete
examples?

8. How would you describe the "ideal" 4- H club7 Could you
describe that kind of club to me? : : ‘ ‘ '

9. We also hear a .lot these daye about leadershlp styles. -
. How would you describe the role you play in thlS club as the
leader?
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‘Cases v

How you would ‘

describe your |

How you would
like your club.

" club now: TO BE:
I 3-’3 A %"’E S
DIRECTIONS: . PLEASEREADEACH SENTENCE AND PUT A CHECK | £ 1E | o | 5} Elis|E o .5’ S
N THE BOX THAT DESCRIBES YOUR 4-H CLUB NOW AND A CHECK | 2 | » E{EI=HI= |« TE| B[R]
IN THE BOX FOR HOW YOU WOULD.LIKE YOUR CLUB TO BE. 5 E.E & 3 HE )& g
S1E QB EpE8lgl &2
<|§) e [<18]. <

Club members ask each other for help.

[/ In solving.probiems, youth member's suggestions are 'followcd.

!l The adults in this club ‘épprove of most of my friends.

Members of the club have 2 say in the rules

I like to do things thh just the people in thxs club

Different people, not _]USt the elected leaders, part1c1pate in

leadershlp roles in our club. ‘ e '

'As club membe;s, we feel closer to-each other than to other
i people outside the ¢lub.

‘Our club changes its ways of ‘handling_ tasks.

Club members like to 'spend‘their free time \vith each other.

When someone in the club starts to act up and gets dirsuptive,
both the leader and the person discuss the problem and together
they agree about what should be done

Club members feel very close to each other. -

Youth members make the decisions in our club.

When our club gets together for activities, everyone is present.

Rules change often in our club

We can easxly think of things to do together as a club.

| Our club shifts club'responsibilities from person to persOn

{l The adults and youth members in our club consult with each .
|| othér before making decxsxons

11t i is hard to 1dennfy the leader(s) in our club.

{ Club unity is very important.

‘ When'thereis a job todo, everyone'pitches in and helps.‘"
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APPENDIX E

OBSERVATION INSTRUMENT
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NONFORMAL LEARNINGLOBSERVATION SCHEDULE

EVENT OBSERVATION AND ANALYSIS

Date: Time: _ Duration:
Type of Event: 7 7. Name of Event:
Setting: ‘

Context and Content of Event:

Number of Participants:
Type - ' :
Sex :
‘Ages ‘
Ethnicity
Residence
Roles

CATEGORIES OF. OBSERVATION

'PHYSICAL SETTING

VOICE QUALITIES OF LEADER(S)

OBSERVED CONVERSATIONS BETWEEN ADULTS AND YOUTH
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BEHAVIORS OF LEADER(S).

- o L # of Times
Behaviors which foster autonomy: — : Observed - -

o.NOn—directive/nonithrsatenihg"

¢ Empowering/Youth takevihitiativs.

¢ Heips youth fake responsibility for‘choices
o Encouiages non—threatening‘risk—taking

¢ Fosters percepﬁionSvof competence

¢ Supportive of autonomy behaviors

¢ Atmosphere is intrinsicailyfmotivating

¢ Puts emphasis on self-interests rather
than satisfying others

¢ Supportive of attempts at mastery
¢ Fosters curiosity/inquiry
¢ Encourages self-directed learning

¢ Demonstrates ease with relinquishing conﬁrsl

Behaviors‘whiCh foster control: =~ - # of Times

¢ Directive

¢ Discounts/Dismisses

¢ Need for excessive control of situatibhs
o Discourages attempts at mastery

¢ Relies on external conErols/rewards

¢ Discourages risk-taking

¢ Takes leadership role
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ROLE EXPERIENCE OF YOUTH

What roles do you occupy? . . # of Times/Duration

FUNCTION OF EVENTS

What are the'inténded and unintended‘donsequénces? ‘

IDEALS TRANSMISSION

:EducatidhalfRélationShips' o “‘; o “‘ ‘ )

OBSERVER COMMENTS :
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