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PREFACE

Dear Reader,

Educational organizations at all levels are currently facing radical challenges. Demands of the
knowledge-based and networked society force individuals and organizations to consider and
develop their competence, innovativeness and capability to anticipate change in the future.
Organizations need to continuously build and renew their structures and knowledge base to
strengthen their functionalities and competitive advantage.

The discourse on competence and competence management requires active interaction with
educational organizations and working life. Stakeholders both in higher education and vocational
education and training are involved in this societally important action. Common forums for
discourse and development work provide platforms for gaining mutual understanding and
objectives. We believe that theory precedes good practice and good practice creates theory.
Research provides theories and evidence to build new practices and understanding of as complex
issues as competence, foresight and innovations.

The Innovations for Competence Management conference, held in Lahd in May 2011, was
designed to be an interactive platform for stakeholders of educational organizations and working
life. The aims of the conference were to promote networking and stimulate discussions on how
to increase innovativeness and foresight work in educational organizations and how to evolve
their role in innovation systems.

Moreover, one of the goals was to distribute the latest results of research and development work
related to the topics of the conference. The keynote presentations and paper sessions succeeded
in disseminating good practices and models for human resource development and competence

foresight.

Educational Organizations as Actors in Innovation Systems (KIT) project had the main
responsibility for organizing the Innovations for Competence Management conference. The
project is run by Lahti Region Educational Consortium in cooperation with HAMK Professional
Teacher Education Unit, University of Tampere Research Centre for Vocational Education, Trade
Union of Education in Finland, Rectors' Conference of Finnish Universities of Applied Sciences
and the Association of Vocational Education Providers in Finland and working life. The project
is funded by the Centre for Economic Development, Transport and the Environment of North
Ostrobothnia and European Union through the European Social Fund.

The key objectives of the project are to create new mechanisms to increase innovativeness in
educational organizations and to connect them to the innovation system. One of the main
activities of the KIT project was to organize this international conference for representatives
of educational organizations and working life to promote and strengthen the objectives of the
project.



We are most grateful that nearly 200 enthusiastic and innovative experts attended the conference
with over 50 presentations and posters. We want to thank all the speakers at the conference and
especially Professor Martin Mulder for his inspiring key note speech at the conference as well
as for his article in this publication.

This publication combines chapters which represent the various and highly interesting themes
of the conference. We also thank all the writers and editors whose excellent work has made this
publication possible.

On behalf of the organizers we want to thank everyone who participated the Innovations for
Competence Management conference in Lahti 19 — 20 May, 2011.

The Educational Organizations as Actors in Innovation Systems (KIT) project

Lena Siikaniemi Soili Saikkonen Pirjo Tuusjirvi



Seija Mahlamaki-Kultanen & Ilona Torniainen
FOREWORD

This collection of refereed chapters centres on what innovation and competence mean for the
future. Sponsored by the Educational Organizations as Actors in Innovation Systems (KIT)
project the book is intended for and celebrates vocational teachers and professionals as they
anticipate the nature of competence and practice in the future.

We in the conference organization were delighted to receive such a high volume of quality
proposals and presentations. All abstracts were refereed anonymously by two members of the
scientific group. The referees provided comments and suggestions for the authors who then wrote
the conference papers. This volume consists of the finest among them, the ones that contribute
the most innovation-in-practice and contributions to the literature.

One of the targets was to get many kinds of actors involved and to make especially the development
work done in the secondary level vocational education visible. This target exceeded our expectations.

In the first chapter, Professor Martin Mulder explores the far corners of the thorny concept
of competence. The investigation provides us with needed parameters and definitions for our
deliberations. Prof. Mulder provides an historical account of the so-called competency-based
movement and presents the viewpoints of both advocates and critics of it. He concludes that if
used well, competence development is a blessing.

The goal of innovation pedagogy is to ensure that students acquire sufficient innovation
competence during their studies. Liisa Kairisto-Mertanen, Taru Penttili and Johanna Nuotio
address the finer point of innovation pedagogy developed and implemented in Turku University
of Applied Sciences. The basis for this work is the division of innovation competence into three
scales: individual, community, and network scale.

The concept of collective competence is a novel approach in competence management. As the
research in the field has concentrated in France, the majority of the literature is in French and
not available in English. Gustavo Silva de Salles reviews the theoretical framework in the field
presented in French literature. Co-operation, commitment to common goals, as well as building
and sharing common knowledge have been found to be key elements of collective competence.

Heidi Paju describes research in which Estonian vocational education and training (VET) teacher
students evaluate their competence when compared to the competence of an ideal VET teacher. There
are distinct challenges ahead before we can reach the full innovative potential of vocational institutions.

In Chapter 5, Kotonen et al. analyze the skills and competence needed in Finnish logistic centres
now and in the future. They find the most important requirements are related to logistic skills;
in addition, the managerial relationships and interpersonal skills are also seen to be critical at
all organizational levels.

In his qualitatively based literature review, Hannu Salakari investigates the limits of simulation
learning effectiveness, especially the learning of certain skills, the transfer of learning in simulated



training, and how simulated learning environments correspond to learning in real world. Well-
defined goals, continuous evaluation, and selecting the suitable learning environment are
important issues when striving for the desired learning outcome.

The grain cluster is a network of different parties operating in the cereal processing industry in Lahti
region. Jari Hautamiki presents the processes and some methods of the foresight work implemented
in the co-operation of the grain cluster and the regional development network of adult education.
Hautamiki also studies the leadership models that have been represented in the processes.

Current societal change awakens new challenges to the creative industries. Kristiina Soini-Salomaa
presents images of the future seen by experts and students in the field. Sustainable design,
evolution of production, and designed well-being are issues of increasing importance and must
be taken into account when planning future education in craft and design.

In Chapter 9, Piivi Sihvo, Arttu Puhakka, and Katja Viyrynen present a development project
¢OSMO, in which competence management solutions for four social and health care service
organizations have been developed. Communities of practice were found to be useful tools in
developing knowledge management. In organizations without separate HR-units the communities
of practice continue to prepare the plans for organizational competence management.

The present-day nurse education in Finland provides students with practical skills that mostly
fulfil the needs of the future. However, there is a need to change the emphasis of the contents of
the curriculum. Here emphasis is placed on the increased importance of professional growth and
learning skills in the future. These and other results from a foresight project are presented by
Raili Hakala, Sirpa Tahvanainen, Tiina Ikonen and Annemari Siro in Chapter 10.

A novel method, potential mapping, was used to study the integration of sustainable development
issues in the curriculum in Lahti University of Applied Sciences. Erja Katajamiki and Janne
Salminen present the study and conclude that as a tool to help us determine how to make
sustainable development more systematic, potential mapping is worthy of teachers’ consideration.

In Chapter 12, Maria Erss concludes that curriculum reform is not what it is intended to be,
at least by the state. Certainly reform occurs, but it may happen years before it is enacted by
the Ministry. The approach to the argument is to consider factors that bring about and affect
curriculum reform. Curriculum reform is a matter of change and uncertainty, different educational
organizations and different individuals cope with it with different strategies, depending on the
culture of the organization and the hopes and fear of an individual teacher.

The new residential area Suurpelto in Espoo, Finland, has been a Living Lab for many development
projects. Soile Juujdrvi and Kaija Pesso analyse networking in innovation processes among several
actors. In the Koulii project, the teachers and students from a local vocational educational
consortium, and a university of applied sciences, have co-operated to create innovative services
for the residents as well as an R&D model based on service design.

Hopefully the discussions started during the conference will continue long into the future.
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Martin Mulder

1. THE CONCEPT OF COMPETENCE: BLESSING OR CURSE?

Introduction

The concept of competence has inspired organizational (Prahalad & Hamel, 1990), psychological
(Bartram, 2005) and educational professionals (Mulder, Gulikers, Biemans & Wesselink, 2009;
Biemans, Wesselink, Gulikers, Schaafsma, Verstegen & Mulder, 2009) to a great extent, and
simultaneously it has been the object of severe criticism.

Advocates of the concept (Dubois, 1993; Spencer & Spencer, 1993) have stressed its powerful
function in debates about competence development, critics have pointed at the negative properties

like standardization (Hyland, 2006) and lack of measurability.

While both parties have a point in case, it cannot be denied that the concept has a long and
strong history (Mulder, 2007), and that it has achieved a solid position in common language,
professional practices and institutional regulations (Mulder, in press).

Historical Accounts

Nowadays the concept ‘competence’ is used a lot in daily language and refers to for instance an
aircraft type license, an approved medical officer, an accredited laboratory, a competent authority,
a competent witness, a judge entertaining jurisdiction, a licensed teacher, or a qualified person.

The earliest accounts to the concept known until now date back to the Persians in the 17th century
BCE. In the Code of Hammurabi this ruler was named a competent King, which was translated in
French and English as a capable, rightful and wise King. Via Greek and Latin the concept entered
various languages. Competence and competent entered the French, English and Dutch language
in the 16th century. More recently, in a report of a delegation of Reading University which visited
the United States of America and Canada to review the developments in agricultural education
the concept was used several times, referring to the competence of farmers, teachers and even
educational institutions (Childs, 1910). Half a century later White (1959) published his paper in
which he defined competence as basic motivation, a need of young children and adults to master
certain skills, like walking and speaking. This view became popular in later psychological research
on performance-motivation. During the next decades a lot has been written about competence
in various contexts, such as in testing, selection and placement (McClelland, 1973), performance
improvement (Gilbert, 1978), management development (Boyatzis, 1982), conflicting values,
management roles and team competence (Quinn, Faerman, Thompson & McGrath, 1996),
training and development (Zemke, 1982), professional standards and self-assessment (McLagan,
1983), work-process related competence (Nordhaug, 1993), the development of professional
knowledge (Eraut, 1994), critical success factors in organizations (Lucia & Lepsinger, 1999),
competence in work settings (Sandberg, 2000), cross-cultural competence (Hampden-Turner &
Trompenaars, 2000), and vocational and professional education (Biemans, Nieuwenhuis, Poell,
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Mulder & Wesselink, 2004; Du Chatenier, Verstegen, Biemans, Mulder & Omta, 2010; Lans,
Biemans, Mulder & Verstegen, 2010; Mulder & Gulikers, 2010; Sturing, Biemans, Mulder &
De Bruijn, 2011).

Competence as Capability to Perform Effectively

The meaning of the concept is mostly defined as being able to perform effectively. For instance:
can a car mechanic change summer to winter tires according to the standards in the car
maintenance sector? That does not only imply the right knowledge and skills, but also the
right professional attitude. The same holds for traders at auctions, entrepreneurs who want
to develop their business, forensic researchers who need to make DNA profiles of evidence in
crime scene investigations. Important characteristics of competence statements are that they
are situation-specific and have social meaning, they represent core responsibilities, are oriented
towards performance, but also development-orientated, are dynamic and role-oriented. So they
do not represent generic characteristics of professionals, since such competence statements (like
‘flexibility’ or ‘communication’) can mean very different things in different contexts. The meaning
of competence is social because there are different stakeholders involved who can have different
views on what desired performance, and thus related desired competence entails. Competence
statements need to be limited in number and address core components of jobs or professions,
since long over-detailed lists with competency specifications are being generated which are
not instrumental for designing competence development trajectories. Competence needs to be
related to performance because the use of skills, knowledge and attitudes in professional action
expresses the possession of competence. Competence can also be developed, although the extent
to and costs at which this can be done is different for competence domains and personal general
abilities and talents. The development of numeracy skills in persons who have no affinity with
numbers is time-consuming and expensive, and organizations which have to hire workers for
jobs with high levels of numeracy skills tend to select on these skills rather than try to develop
these. Competence statements are robust for dynamic change because they are related to roles
of people instead of to static functions. Large job frameworks (sometimes referred to as function
buildings), are a big obstacle in realizing improvement, change and transformation, because
typical responses in change processes in these inflexible structures are stemming from feelings
of (false) security specific job descriptions give.

Competence as Legal Authority

The concept of competence has a second meaning that is also included in the education system.
This meaning refers to authorization, certification or licensure. Educational institutions are
authorized to provide graduates with proofs of successful completion of programmes, also referred
to as proofs of competence or capability. These official diplomas can imply certain rights or
licenses to perform. This is most visible in the occupations and professions with high risks for
people, the environment and goods. These risks, for instance in health professions, the nuclear
industry and engineering, were the reason for many professional associations, such as medical
specialists, to develop standards for professional practice and the mastery of specific knowledge
and skills (Frank, 2005). This is serious business. When human errors are made or calamities
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happen, insurance companies in certain lines of business, such as the airline industry, check
whether the persons involved did have current and approved licenses to perform.

Competence Defined

Given the considerations described in the previous section we define competence as:

¢ the set of integrated capabilities

¢ which consist of content-related clusters of knowledge, skills, and attitudes,

¢ which are conditional for sustainable effective performance (including problem solving,
realizing innovation, and creating transformation)

* in a certain context, profession, organization, job, role and situation.

Three Perspectives of Competence

As said, the concept of competence entered the professional literature during the last century.
As mentioned as well, there were all kinds of aspects of competence that were elaborated in the
literature. To create a bit of structure in the use of the concept of competence we distinguish
three perspectives on competence. These are: 1. Behavioural functionalism; 2. Integrated
occupationalism; 3. Situated professionalism.

1. Competence as behaviouristic functionalism means that competence fields are de-
composed in detailed competency-formulations, often referred to as ‘competencies’.
These competencies are trainable skills and knowledge elements, which were used in
education and training programmes, such as in teacher training. For instance, in the
field of classroom-management a competency could be that teachers should attract
attention from students by walking up and down in front of the classroom, or when
explaining subject-matter problems to not stand with the back to the class. It appeared
that this competence-movement was no particularly successful because training
results did not have lasting effects, because they were not related to the professional
epistemologies of teachers, which have a much stronger influence on teaching
practice. This approach, which was popular during the 1970s and 80s in the USA was
difficult to maintain in education as it was too fragmented, and actual behaviour of
professionals did not really change when they were trained in very many isolated skills.

2. Competence as integrated occupationalism means that competence is seen as the
integrated capability of persons to achieve results. It comprises of knowledge, skills
and attitudes. All these three elements of competence need to be present in an
integrated view on competence, and there needs to be balance between the elements.
Educational programmes which are based on a competence-based education philosophy
often overemphasise the self-managed application of skills whereas the introduction
to accompanying or prerequisite knowledge or the attention to essential attitudes for
performance are disregarded. An example of a competence statement from an integrated
occupationalistic perspective is the following. A forensic laboratory assistant has to
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make a DNA-profile of a piece of evidence which was found at the crime scene. The
person has to have the knowledge about the content of the work, the procedures, the
materials and the instruments which are used, the skills to make the profile (handling
artefacts and instruments), and the attitude to do this accurately, efficiently, reliably
and with integrity. This approach is very popular amongst educational policy experts
who want to warrant that the outcomes of education are up to the current standards
as defined in national competency-based qualification frameworks. Pushed to the
extreme this perspective leads to performatism, which means that all competence
development is linked to performance targets, neglecting that there is a lot of valuable
competence development which is not directly related to performance standards.

3. Competence as situated professionalism means that competence only gets meaning in
a specific context, in which professionals interact which each other. It is closely related
to the theories and practices of professional development which show that personal
epistemologies have a stronger influence on professional behaviour than isolated skills
training. It also touches upon the notion that competence is heavily influenced by
what important stakeholders expect of the professional in terms of wishful professional
action. As said, professional associations (such as associations of medical specialists or
pilots), but also local players (such as hospital directors, chefs de clinique, and airline
executives) have a strong influence on the desired competence fields and the extent to
which the professionals need to be proficient in these fields. An example of competence
as situated professionalism is that an accountant can make a financial report for a specific
hospital that has budget challenges, heterogeneous quality levels between clinics and
specialists, and tensions in the executive board. Making such a report in a context like
this is more than a mere technical routine. It requires a combined set of knowledge, skills
and attitudes which can be applied in this specific situation to make the job a success.

Five Levels of Competence

Competence as defined in this contribution is related to effective performance. The effectiveness of the
performance is often judged by a professional community, clients, colleagues, and other stakeholders.
For instance, a car mechanic repaired a flat tyre, fixed it to the car in the proper way, and explained
what he did to the client. After the repair, the pressure of the tyre is good and there is no imbalance
in the tyre when driving. Or a social worker has analysed a problem situation in a broken family and
has identified the necessity of deprivation of parental authority. She has done this according to the
protocol for these situations, thereby respecting the interests and possibilities of the different persons
involved and has reported the analysis properly. Many of the vocational or professional work processes
are like these. There are guidelines, regulations or agreements by which certain work has to be done,
and the worker needs a minimum level of competence to do this work well.

Seen in this way, competence is a level of mastery of performance requirements, i.e. knowledge,
skills and attitudes. This is nothing new, since in education and performance appraisal there
is always an assessment of performance, which implies the judgement of the level of mastery
of competence, since competence itself is invisible; it gets visible and measurable in actual
performance.

14



Much has been written about the stages of development of competence, professional knowledge
or expertise. Dreyfus & Dreyfus (1982) have differentiated levels of mastery. We place the concept
of competence on the continuum of ignorance of novices to brilliance of stars.

5. Brilliance — great talent of superb performance; star

4. Excellence — delivering outstanding performance; expert/specialist
3. Competence — capacity of independent work; professional

2. Nascence — work under guidance; apprentice

1. Ignorance — work by instructions; novice

The competence level is thus the middle level of professional expertise, which defines the
minimum level of mastery of knowledge, skills and attitudes of workers in real practice. This
level of expertise should enable acceptable level of job performance. As is clear there is large
room for further professional development beyond competence, which is related to excellent or
outstanding performance. Excellent performance exceeds competent performance in that certain
problem situation may require knowledge and skills levels which go beyond the expected or
agreed mastery level of certain job holders. Still, individual may be able to solve those problems,
which differentiates them from the ‘average’ workers. Brilliant performance is performance at the
highest level which is only reachable for those individuals who have a strong talent in the given
field, such as in performing arts and sports, but also in for instance science. Brilliant performers
are often known in their community or even by the public (at local, national or international
level, depending on the levels of performance).

Incompetence

It is interesting to note that the term incompetence is also often used. In May 2011 a Google
search on incompetence yielded 22,1 million hits ... The meaning of incompetence is of course
the opposite to competence, and the equivalent of ineptitude. It is the inability to perform,
lack of ability or lack of power. There are quite some hilarious quotes on the internet regarding
incompetence: ‘He’s two raisins short of a fruitcake’; ‘Having him show up is like having two
good men call in sick!’; ‘A Forest Killer — Somebody’s who’s able to produce paper, but no
answers’; ‘He must have donated his brain to science before he was done using it’; ‘Not only is
he not the sharpest knife in the drawer, but he is the spoon in the knife drawer’. And then there
is the notion of Lawrence Peter who stated that everyone rises to a level at which they will be
incompetent, which is known as the ‘Peter principle’.

Competence in Organizations

Many organizations have integrated competence management in their human resource (HR)
management repertoire. This is based on the findings from reviews of practice which showed
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that competence management pays systematic attention for life-long learning, it enables vertical
alignment of HR related policy processes as well as horizontal alignment of HR related instruments
and practices, yields flexibilization of HR Development, provides tools for HR Professionals
and helps in expectations management and assessment of job performance. There are various
strategies organizations use for competence management and development.

Core competency of the organization: core competencies are a limited set of key capabilities
of organizations which essentially represent their strengths in terms of production technology
or service provision. Core competencies are interwoven in all major business processes and
encapsulated in the know-how of the workforce. They deliver a significant part of the business
results and are difficult to copy by competitors.

Facilities for learning: facilities for learning are conditions and affordances for learning.
Organizations can create these facilities by budgeting resources for learning such as funds,
time and space. The kind or learning that is facilitated can be diverse, and range from formal
education and training to non-formal and informal learning. It can also comprise the smart
design of workplace as powerful learning places.

Personal development plans; personal development plans are documents in which employees
formulate activities to develop certain competencies. These activities can be participation in
various forms of education and training, coaching and mentoring, workplace learning, doing
learning projects or participating in learning networks. The personal development plans are most
often the results of performance and development interviews and approved by direct supervisors.

Competence profiles of job families: these are descriptions of competencies which are required in
groups of related jobs in organizations. These jobs have a large proportion of competencies which are
generic. Examples are competence profiles of production personnel, marketing and sales professionals,
engineers or quality controllers. For individuals jobs specific adjustments can be made, but in general
the competence profiles of these jobs are similar with those of the related jobs in the job family.

Competence based personnel management: this is a kind of management in which the department
of human resource management (or in small and medium-sized enterprises the officer who is
responsible for human resource management) provides competence profiles of all job categories
in the organization and assessment tools by which employees evaluate themselves or can be rated
by colleagues, supervisors, subordinates or internal or external clients. These assessments are
to be used in self-reflection about development or in performance and development meetings
with superiors. In these meetings agreements can be made about the development of certain
competencies which need not to be the weakest developed ones in a kind of curative way; on
the contrary, these meetings may also be concluded by agreeing to further develop already well-
developed competencies.

Competence profiles of job holders: these are competence profiles of individual employees in
the organization. In large organizations there are a number of similar or even identical jobs (see
job families above), but in specific work unit or teams an individual job can have tasks which
have a specific meaning in the given context. That implies that in certain circumstances it is
worthwhile to have individual job competence profiles like there are individual job descriptions.
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But also from a feeling of ownership individual competence profiles are important. Bottom-
up development and agreement on the specific competence profiles is raising the feeling of
ownership of the profile.

Competence centres: competence centres are units in organizations which have a specific field
of expertise. They can be IT service desks, sales teams, or procurement units for instance.
Competence centres may also have an external function and serve as a unit in a value chain
or as a service or even training centre. In the latter case organizations sometimes use the term
competence centre for these units for marketing reasons.

Competence assessment in selection process of new employees: employee selection has been and
still is an important function of human resource management. Costs of employee selection are often
high, not only because of the selection process itself, but also because of the period of subsequent
employment and the ultimate productivity of the candidate. Assessment of competence has come
in because of the value added in the selection process. The most elaborate form of competence
assessment is the assessment centre. This is a process which regularly takes a day (or two) in which
a candidate has to perform a series of simulated tasks which are as much authentic as possible. In
certain cases professional actors are involved in actual role plays. Task performance is observed and
analysed using specific behaviour dimensions. Feedback reports are given to the candidates, who
are the owner of the reports, but who may want to share the information with their supervisors.

Acknowledgement of informally acquired competence: this is also known as the accreditation of
prior learning. The process also comprises of an assessment of competence but for a different reason
as the previous instrument. In this case the result is being used to compose a study programme in
which the experience and prior learning is being taken into account to avoid overlap between the
expertise of the candidate and the content of the study programme. Using this instrument results
in more efficient study programmes for the participants. The final goal of the accreditation is that
candidates receive an official qualification of a certain education or training institute which gives
recognition to the candidate. This is especially rewarding for lower educated employees.

Competence assessment for employee evaluation: there are many different kinds of employee
evaluations. A very common method is the annual performance appraisal. This consists of
comparing last year’s performance with job descriptions and the attainment of results agreements.
The assessment of competence can be included in the performance appraisal cycle. This is regularly
done by self-assessment of competence, multi-rater feedback or 360-degree feedback.

Marketing products/services with competence on the label: this is done in advertisements
or other marketing expressions. There are countries in which it is not unusual to see lorries
with announcements of competence fields of the products being transported. The intention of
marketing products and services by using competence phrases in texts or other media presentations
is to suggest that the producer of service deliverer has a high level of expertise in the respective
field. This of course only makes sense if the product or service really is of high quality.

Coaches to employees for competence development: organizations can appoint or contract

coaches to assist employees to develop certain competencies. A basic level of motivation and
an open mind to development is required to make coaching effective. Coaches can confront
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employees with elements of their performance, behaviour or personal beliefs which may not be
productive or consistent with their core values and aims. Coaches may or may not participate
in work processes in which they can observe the employee.

Competence managers: organizations can also appoint special professionals who take care of the
assignment of certain employees to certain units, teams or working places. They are responsible
for the optimal management of competence of employees in organizations. This is regarded as
being important because general managers or supervisors may have competence management
responsibilities, but they are inclined to put more emphasis on short-term results of employees
and the retaining of very productive employees, regardless the more general interests of the
larger organization. Competence managers can avoid the disadvantages of competence usage in
work-unit related thinking.

Competence assessment in remuneration: fixed of variable salaries can partly be made dependent
on competence assessments. If competence development based on competence assessments and
agreed personal development plans yields a higher level of competence proficiency this can be
expressed in monetary rewards. Agreements can be made about the financial value of incremental
improvement of competencies. The implementation of competence-based remuneration goes
along with precise measurement of competence gain.

It is interesting to see which effects organizations report regarding the use of competence-based
human resource management and development instruments. In research which we carried out
in Europe in 2005 we distinguished various possible effects at organizational, human resource
management and training and development level. The results of this are depicted in tables 1, 2 and 3.

Table 1. Perceived effects of working with competence management and development instruments on
organizational factors (1=no effect; 5=strong effect).

Rank Organizational Factors Mean Sd N
1 Improvement of customer orientation 3.54 1.06 444
2 Improvement of quality management 3.53 1.12 435
3 Raising the level of customer satisfaction 3.45 1.09 434
4 Performance improvement of the organization 3.42 1.01 462
5 Improvement of efficiency 3.39 1.06 450
6 Improvement of communication 3.38 1.03 454
7 Increasing flexibility 3.33 1.13 437
8 Decrease in number of malfunctions 3.13 1.13 395
9 Improvement of corporate governance 3.1 1.13 425
10 Decrease in number of customer complaints 3.07 1.12 397
" Integrating cultural differences 3.05 1.20 419
Total mean 3.31
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Table 2. Perceived effects of working with competence management and development instruments on
human resource management factors (1=no effect; 5=strong effect).

HRM Factors
1 Improving performance of employees 3.45 1.06 441
2 Offering better development opportunities 3.45 1.10 442
3 Increasing motivation of employees 3.37 1.08 440
5 Improving assessment structure 3.35 1.12 423
4 Increasing employee satisfaction 3.32 1.15 438
6 Increasing employability of employees 3.27 1.13 422
7 Making expectations regarding employees more clear 3.27 1.19 432
8 Improving the integration of organization and personnel policy 3.25 1.16 407
9 Improving selection practices 3.24 1.17 422
10 Improving recruitment practices 3.15 1.17 420
" Alignment of personnel instruments 3.14 1.14 402
12 Improving career management 3.12 1.21 430
13 Reduction of absenteeism due to illness 2.51 1.18 388
14 Improvements in the structure of salaries and remuneration 2.43 1.20 432

Total mean 3.17

Table 3. Perceived effects of working with competence management and development instruments on
training and development factors (1=no effect; 5=strong effect).

Training and Development Factors
1 Improved added value of training and development 3.48 1.09 464
2 Improving learning culture in organization 3.45 1.12 458
3 Stimulating learning and development of employees 3.44 1.1 465
4 Better basis for selection of training activities 3.42 1.12 463
5 Improved basis for training and learning programmes 3.40 1.07 469
6 Better alignment with organizational strategy 3.40 1.10 468
7 Improved advice on participation in training 3.37 1.1 462
8 Improving employee willingness to learn 3.33 1.09 451
9 Better alignment with personnel management 3.32 1.1 464
10 Optimising the learning potential of the workplace 3.28 1.09 462
" Making better use of informal learning 3.25 1.16 449
12 Defining assessment criteria for result measurements 3.17 1.20 447

Total mean 3.36
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The results included in these tables are corrected for errors in the data analysis which was done
carlier (based upon which no publications appeared yet). The correction are that only data was
included for analysis from countries which had 20 or more respondents and from respondents
who stated that their organizations were working with competence management and development
instruments.

As generic model for competence management and development we developed a conceptual
framework which is presented in Figure 1.

COMPETENCE MANAGEMENT AND DEVELOPMENT

COMPETENCE PROFILES

\ \; \;

Personnel
instruments

Hiring & Assessment Training &
Selection and rewards Development

y

Person
Desired Results e Performance improvement
of Organisation’s e Increasing productivity and client satisfaction
HR Policies and * Reducing complaints and disturbances
Processes . -
e Increasing employability and career chances
* Increasing job satisfaction and motivation Organisation
¢ Reducing illness abseteeism

Figure 1. Generic framework for competence management and development in organizations.

The model expresses that competence management and development are aimed at realising desired
human resources results, which can be defined by the organization, and related to the organization’s
mission and strategic plan. There needs to be an alignment with the intentions of persons in the
organization to realise the achievement of targets and change. Competence profiles can be used as
a tool in the various personnel management domains, such as higher and selection, assessment and
reward systems, and training and development. Competence profiling is an art in itself. Various
organizations have developed generic competence frameworks (e.g. Bartram, 2005). Examples of recent
competence profile development studies can be found in Lans (2009) for entrepreneurial competence,
Du Chatenier (2009) for open innovation competence, and Karbasioun (2007) for extension.

The big advantage of having competence profiles as a basis for human resource management is

that the various HR instruments which traditionally are being used by different categories of
professionals (such as in selection, direct supervision and training) can be better aligned.
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Competence-Based Vocational Education

As mentioned above, there are strong advocates of the competence-based vocational education
philosophy, whereas there are also strong critics. Those who are in favour of this philosophy tend to
pointat the benefits for the linkage of educational programmes and labour market needs, the increased
relevance of education and training, the transversal nature of competences, the added value of learning
to apply knowledge and skills in practice, and the inclusion of the affective domain and emotions.

In many countries there are now competence-(or outcome-)based qualification structures.
Educational institutions however have been and are still struggling with the translation of these
qualifications structures in day-to-day education. Crucial planning levels in this process are
the institution curricula and courses. Staff of educational institutions is expected to make the
translation of the national frameworks to the institution’s programmes at various levels. This is
by no means easy to say the least. Furthermore, pressure on organizations and educational staff
is high and the risk is that stakeholders involved claim that they are implementing competence-
based education whereas that implementation may be only at the surface level, or even worse,
management and staff merely pay lip-service to the implementation of this educational philosophy.

To support the development and implementation process of competence-based education
we developed a so-called matrix of competence-based education, which can be used to assess
the actual level implementation of certain principles of competence-based education and to
decide on the ambitions regarding further or deeper implementation. We started to call this the
measurement of the ‘competentiveness’ of educational programmes, with which we mean the
extent to which educational programmes comply with, originally eight (Wesselink, 2010) but
now, ten principles of competence-based vocational education (Sturing, op cit).

The ten current principles of competence-based vocational education which emerged from various
theoretical and empirical studies are reworked into the following list (after Sturing, op cit):
1. The curriculum is based on core tasks, working processes and competencies (thus based
on a qualification profile);
2. Complex vocational core problems are the focal point of curriculum development.
3. Learning activities that are defined take place in different concrete, meaningful and
practical situations.
4. Knowledge, skills and attitudes are integrated around core tasks and learning tasks.
5. Students are regularly assessed by a mix of authentic, formative and summative
assessments.
6. Students are challenged to reflect on their own learning by which they further develop
their competence.
7. 'The curriculum is structured in a way that self-managed learning of students continuously
increases.
8. The educational programme is flexible.
9. Study and career guidance is adaptive to the learning needs and learning preferences
of the students.
The programme pays balanced attention to learning, career- and citizenship competence.
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Teams of educational staff members who are responsible for a certain programme can use these
principles to assess and discuss the curriculum of the programme by scoring each principle on
an elaborate rubric with five levels. This leads to two profiles: one for the perceived present
competentiveness of the programme and one for the desired competentiveness. By using
the matrix in this way it serves as an empowerment tool. Educational institutions and teams
themselves can decide on the policy regarding the desired competentiveness of the programme,
of course within the given national conditions.

Research of Wesselink (op cit) and Sturing (op cit) have shown that teachers and students
recognise the implementation of the principles to a certain extent and that they are pleased with
this. By participating observations we have learned that the matrix sparks interesting and in-
depth teams discussions about the programmes for which they are responsible.

Conclusions

What can we conclude based on the review of the innovations in the competence management
and development philosophy? Is the concept of competence a blessing or a curse?

First of all we should not forget that the competence-based education movement in the USA and
the 1970s went broke! Are we making the same mistakes that made this happen? Or are we smarter
and using the concept in a more intelligent way nowadays? It is obvious, the price is very high if
we fail to implement the competence-based management and development philosophy well. ..

First of all we saw that the concept of competence has a long history, and we could conclude
that there is nothing new in this respect. Thinking in terms of ‘how good” people are in what
they do is probably of all times. But new is the institutionalized use of the concept. Making the
competence-based development philosophy a corner-stone of educational policy and practice
makes the stakes even higher.

We have observed that there are (many) different definitions on competence. We have presented
ours, but other scholars and practitioners have their own understanding of what competence
entails. Where does that leave us? We argue that unless there will be more convergence of
definitions of competence, educational practice will be in even greater trouble implementing
competence-based education than it is already.

We have to take the further critiques on competence theory and research serious, although we
should not get stuck in negativism. On the contrary, there are various answers to problems that
have been raised (see e.g. Biemans et al., 2009).

We believe there is no real way back on the track. Especially in vocational and professional
education competence frameworks have been developed and legally approved at national level. A
lot of improvement is still needed in the practical implementation and disproportional attention
to certain elements (e.g. the overemphasis on skills application or independent problem-based
learning) needs to be redressed.
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A complicated issue is authentic competence-assessment, which is needed to do justice to the
principles of competence-based education. Research has shown that this is a big challenge for
educational staff and that it implies intensive professional development.

Authentic assessment is related to actual performance. We have seen that competence development
in organizations and educational institutions needs to be linked to intended performance results.
An important advantage of the competence development philosophy is that it stresses the
importance of focusing on the strengths of people and organizations. This notion is related to
the importance of core competence for defining the direction of development. It provides focus,
and can be used in educational programme and intervention development and implementation.

Therefore, our final conclusion is, if used well, competence development is fruitful and desirable
—and thus: a blessing,.
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2. DEFINING INNOVATION COMPETENCE - THE LEARNING
OUTCOMES OF INNOVATION PEDAGOGY

Abstract

In today’s world the mechanisms of creating competitive advantage are more complex than years
ago. There are special goals set for Europe of 2020 which concern the development of competitive
advantage based on innovations. The innovation pedagogy developed in Turku University of
Applied Sciences is challenging this by targeting to develop students’ innovation competence
as an outcome of their studies. This paper presents the issue of innovation pedagogy and the
process of developing three specific categories of innovation competence to be defined in the
strategy of the university. They are individual scale competence, community scale competence
and network scale innovation competence.

Keywom’s: innovation, competence, education, pedagogy

Introduction

Changes in society call for changes in the competence of employees and in the whole industry.
The mechanisms of creating competitive advantage are more complex than what they used to
be. Value is now created via productivity and innovation. The current trend in education is to
force the learners into creative and individual thinking and to bring the surrounding world
with its complex problems into the classroom. (Kairisto-Mertanen, Penttild & Putkonen, 20105
Kettunen, 2011.)

Smart, sustainable and inclusive growth is set as the targets in the communication from the
European Commission “Europe 2020”. In Finland the activities needed to boost this development
are defined in the innovation strategy given by the Finnish government. Organizations wanting
to be involved in producing successful innovations need employees who have the qualifications,
which are essential for participating in the different innovation processes of their organization.
These individual qualities can be called innovation competence. (Kairisto-Mertanen, 2011;
Kairisto-Mertanen, Kanerva-Lehto & Penttild, 2009; Nuotio, Kairisto-Mertanen & Penttild,
2010; Penttild, Kairisto-Mertanen & Putkonen, 2011.)

Research Questions

This paper aims to present the concept of innovation pedagogy and to form a comprehensive
review of the literature concerning the concept of innovation competence. Our aim is to describe
the exploratory process in Turku University of Applied Sciences (TUAS) concerning definition of

innovation competence to be used when stating the learning outcomes for the whole university.
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The paper starts by explaining the concept of innovation pedagogy and its theoretical framework.
We then explore the theoretical background of innovation competence and proceed explaining the
process and justification for choosing individual scale competence, community scale competence
and network scale competence as generic learning outcomes for Turku University of Applied
Sciences.

Theoretical Framework
Innovation Pedagogy

Innovation skills are learned gradually as new information is added to our knowledge structures.
Knowledge acquisition and application are critical components of learning innovation skills. Thus,
creating new services, products and organizational or social innovations — new added value —
requires both knowledge and skills, which are applied in an innovation process. (Gibbons et al.,
1994; Kairisto-Mertanen, Penttild, & Putkonen, 2010; Nonaka & Takeuchi, 1995; Nowotny
etal., 2001, 2003.)

Innovation can be defined in many ways. For example, Schumpeter speaks about innovative
entrepreneurship (Backhaus, 2003). It is an idea, practice or object which is considered new by
the people (Rogers, 20006) or a solution which brings economical benefits (SITRA, 2006). In
Finland’s national innovation strategy (2008), innovation is understood as competitive advantage
based on knowledge. Innovations are best born in a special culture which includes freedom to
think, equality and brotherhood. In the context of innovation pedagogy innovation is understood
as the process of constantly improving knowledge, which leads to new ideas, further knowledge
or other practices applicable in working life. (Nuotio et al., 2010.)

The role of education has traditionally been to give knowledge-based readiness, which later would
be applied in practice to various innovation processes in working life. Innovation pedagogy
introduces how the development of students' innovation skills from the very beginning of
their studies can become possible. In addition, the overall aim of innovation pedagogy is to
create real innovations during the learning process, and also to contribute to the development
of such learning outcomes (a.k.a innovation competence). (Kairisto-Mertanen, Kanerva-Lehto

& Penttild, 2009.)

Learning outcomes are broad statements of what is achieved and assessed at the end of the
course of study (Harden, 2002). Learning outcomes can be divided into components consisting
of cognitive, psychomotor and affective domains of an outcome to be achieved. According to
Spitzberg (1983), innovation competence as a learning outcome consists of knowledge, skills and
attitudes. They enable students to participate in innovation activities and contribute to creating
innovations (the ultimate target of innovation pedagogy). The methods applied and the way
how teachers and students interact constitute a base for learning and thus enable the forming of
innovation competence. The methods used also facilitate intuitive learning during the learning
process and make transmitting of tacit knowledge possible when dealing with working life.
Following this rationale innovation pedagogy is defined as a learning approach that defines in a
new way how knowledge is assimilated, produced and used in a manner that can create innovations.
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(Kairisto-Mertanen, Kanerva-Lehto & Penttili, 2009; Kairisto-Mertanen, Penttili & Putkonen,
2010; Nuotio et al., 2010.)

Innovation pedagogy contributes to the development of new generation of professionals whose
conceptions of producing; adopting and udilising knowledge make innovative thinking and
creating added value possible. (Kairisto-Mertanen, 2011; Putkonen, Kairisto-Mertanen &
Penttild, 2010.) This is an important target mentioned in the Finnish National Innovation
Strategy (2008), which integrates applied research and development, entrepreneurship and
flexible curricula to meet the multi-field customer needs in regional and international networks
(Kettunen, 2011). The core idea in the application of innovation pedagogy is to bridge the gap
between the educational context and working life. Learning and teaching processes are developed
so that they provide improved competence for the students and enable personal and professional
growth. Learning is deeper when the previously gained knowledge is continuously applied in
practical contexts. (Penttili, Kairisto-Mertanen & Putkonen, 2011.)

Innovation Competence

Ruohotie (2003) defines competence as an individual quality, which causally explains efficiency
defined by certain criteria, or success in duties and tasks in work situations. Competence can
consist of motivations, characteristics, self-concepts, attitudes, values, knowledge or cognitive
and practical skills — any individual qualities, which can be reliably measured and assessed.
(Ruohotie, 2003.) Innovation competence can be defined as those capabilities, which are needed
for a successful innovation (Forsman, 2009). They are needed when an organization wants to be
involved in innovation creating activities. Organizational competence identifies an environment
where innovations can easily be developed, identified and encouraged. Individual competence
identifies an individual person’s capabilities of being involved in the different innovation processes
of the organization. Organizations are made up by people so it is essential that the people are
capable of being innovative and producing something new, the learning of the organization is
directly related to the learning of its employees. (Appelbaum & Reichart, 1997; Kohli, Shervani
& Challgalla, 1998.)

Customers’ participation, interaction and networking with external environment, such as
universities and suppliers, seem to have a positive effect on innovativeness. Also deliberate actions
are important for improving regional innovativeness. (Rondé & Hussler, 2005.) Organizations
ability to network in a transparent way is shown to contribute to its innovation success. The
most valuable advantage derived from networking is acquisition of new customers, improving
special competence and mental wellbeing. (Forsman, 2009; Ritter & Gemiinden, 2004.) The
networks are not only formal ones but also informal, and provide good opportunity to access
resources, new customers and government funding (Tucker, 2001).

Organizational learning is a requirement for achieving sustainable competitive advantage. (Baker
& Sinkula, 1999; Slater & Narver, 1995.) It is vitally important that an organization, when
wanting to continuously maintain its competitive advantage, also makes sure that the conditions
for organizational learning exist. Sharing information and building trust are crucial parts of
enhancing the innovation capability of organizations (Manley, 2008; Sdenz, Aramburu & Rivera,
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2009.) Generative learning, which pursues on-going radical innovation calls for the members
of the organization to continuously question their beliefs and behaviour. (Sinkula, Baker &
Noordewier, 1997.) The primary reason for implementing organizational learning is to enable
organizations to adapt to change and remain competitive (Scott-Ladd & Chan, 2004). It has
been argued that the rate at which organizations learn may become the only sustainable source
of competitive advantage for them. (Grey, 2004; Senge, 1990; Senge, 1992). An organization
has to possess such a skill that it is able to produce actively such information, which cannot be

bought anywhere.

Social competence and adaptive networking become important when considering the personal
innovation skills of employees as it is important to be able to work together in different kinds
of teams and cope with different situations in order to build the best possible atmosphere for
innovation work to succeed within the organization. (Tucker, 2001.) A capability of solving
problems and an ability to think independently are also needed in order to participate in
innovation work (van Kleef & Roome, 2007).

The production of innovations relies on solid knowledge and expertise about the subject
matter one is working with, thus it is important that the members of an organization share the
same vision of the organization’s aspirations and future. Personal mastery is a situation where
organizational members possess proficiency or skills that they have acquired through continuous
learning so that they have the capacity to produce desirable results. Mental models are deeply
ingrained assumptions or generalizations that individuals hold about the world. Combined
all these attributes promote team learning whereby team members contribute to each other’s
development and capacity to achieve positive results. (Senge, 1992.) Knowledge generation in
both individual and organizational level results from the interaction of acquired information
with existing mental models because all actions taken are ultimately based on some decision
having been made about the cause of a problem and the perceived outcomes of any actions taken

to correct the problem. (Argyris & Schén, 1974; Friedman, 2004; Grey, 2004; Senge, 1990.)

In order to create something new and innovative it is essential to share the knowledge and
expertise. It is also of utmost importance for the people to find their job meaningful. When the
vision is concrete and discussed and the present state of art known then there are good changes
that people understand the different measures taken and there is enough space for innovative
thinking. (Kairisto-Mertanen, 2005.)

Methods

The concept of innovation pedagogy was first brought up in Turku University of Applied Sciences
(TUAS) in September of 2009. The whole process of developing innovation pedagogy in TUAS
is a process where the problem of improving the whole educational process of the university
is tackled through action research. Action research aims to contribute both to the practical
concerns of people in an immediate problematic situation and to further the goals of social
science simultaneously. Thus, there is a dual commitment in action research to study a system
and concurrently to collaborate with members of the system in changing it in what is together
regarded as a desirable direction. Accomplishing this twin goal requires the active collaboration
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of researcher and client, and thus it stresses the importance of co-learning as a primary aspect

of the research process. (Lewin, 1946; Trist, 1979.)

In 2010 started the university wide process of defining innovation competence with a
comprehensive theoretical review of what has already been discovered in the previous studies
regarding the competence needed for successful innovation. The work continued by organizing
workshops aiming to gather ideas how to define innovation competence, which were to be part of
TUAS strategy. Members from different faculties were involved in the process, which guaranteed
that ideas from different fields of education were heard. Several seminars and a special innovation
forum were organised where ideas were shared between students, local companies and faculty
members and ways to implement innovation pedagogy were demonstrated. These events served
the purpose of creating commitment and sharing ideas.

After gaining full understanding about the concept of competence, the workshop started to list
elements that were considered to be most vital in innovation work. During the selection process,
it was decided that they should fit into the concept of innovation pedagogy and that they should
contribute to the formation of innovation capacity in the individuals.

The extensive development process started in 2009 and is still going on with an aim to proceed
from the definition of the concept to its development. By now there are several individual
papers and jointly produced publications on the topic. In this paper, we describe a sub process
within the development of innovation pedagogy and present the results where three categories
of innovation competence were defined to be the ones TUAS is targeting for.

Results

The contribution of innovation pedagogy is to provide the students, once they are ready to enter
the working life, with innovation competence which includes defined knowledge, skills and
attitudes needed when being involved in diverse innovation processes. Innovation competence
consists of skills and knowledge that students in all fields should be acquiring, belonging to
the category of so called generic skills. The framework for this development process in TUAS
included especially European Qualifications Framework (EQF), the OECD’s AHELO process
as well as national guidelines such as National Qualifications Framework (NQF) and Arene’s
(Rectors' Conference of Finnish Universities of Applied Sciences) recommendations for generic
competence.

As a result of the development work in TUAS three categories of innovation competence were
defined: 1) Individual scale innovation competence, 2) communal scale innovation competence
and 3) network scale innovation competence. The defined innovation competence cover generic
individual competence, and also generic communal and networking competence, following the
guidelines presented by EQF, NQF and Arene. The detailed contents of the three categories of

innovation competence are shown in Table 1.
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Individual scale innovation competence include independent thinking and decision-making; target-
oriented and tenacious actions; creative problem-solving and development of working methods;
and self-assessment and development of own skills and learning methods. The student is able to
self-assess and develop his/her own skills and learning methods

Communal scale innovation competence focuses on the ability to co-operate in a diversified team
or working community; ability to take the initiative and to work responsibly according to the
targets of the community; ability to work in research and development projects by applying
and combining knowledge and methods of different fields; ability to work along the principles

of ethics and social responsibility; and ability to work in interactive communication situations.
Network scale innovation competence covers the ability to create and maintain working connections;

ability to work in networks; ability to co-operate in a mulddisciplinary and multicultural
environment; and ability to communicate and interact in an international environment.

Table 1. The Innovation Competence Categories.

e The student demonstrates an ability to think
and make decisions independently

e The student shows target-oriented and

Individual scale innovation competence tenacious actions

e The student demonstrates creative problem-
solving and is capable of developing used
working methods

e The student is able to co-operate in a diversified
team or work community

e The student demonstrates ability to take the
initiative and to work responsibly according to the
targets of the community

e The student demonstrates ability to work in

Communal scale innovation competence research and development projects by applying
and combining knowledge and methods of
different fields

e The student agrees to work along the principles
of ethics and social responsibility

e The student shows competence to working in
interactive communication situations

e The student demonstrates ability to create and
maintain working connections

e The student is able to work in networks

Network scale innovation competence e The student is able to co-operate in a
multidisciplinary and multicultural environment

e The student is able to communicate and interact
in an international environment
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These three categories of innovation competence are set as goals in every study program in TUAS.
They are believed to produce added value to the graduate students’ different innovation processes
of their future working life possessions.

Discussion

According to the principles of innovation pedagogy, TUAS currently emphasizes the development
of students’ innovation competence. The competence categories chosen to be part of TUAS
strategy must be relevant from the viewpoint of the working life. However, the needs and
expectations in working life are dynamic and under a constant change. Therefore the measured
learning outcomes should focus especially on the three generic competence areas in order to
meet the developing working life expectations.

During the development process it has become obvious that a measuring tool — innovation
barometer — is needed for the measuring of learning outcomes. A research group — control group
setting is used in the piloting phase in order to evaluate how the aim of developing innovation
competence succeeds when education is research and development work based. Our aim is to
confirm our belief that through this kind of learning, compared to more traditional lecture based
learning, innovation competence are reached better than earlier. The development work is done
together with several European universities in order to ensure the appropriateness of the tool
for all European higher education institutions.

The development process in TUAS currently is not focusing only on the definition and assessment
of innovation competence but also emphasizing critical reflection of the definition, framework and
implementation of innovation pedagogy. New learning and teaching methods are also constantly
applied by the TUAS faculty, and their usefulness is tested once the innovation barometer is defined.
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3. ATHEMATIC REVIEW OF THE LITERATURE
ON COLLECTIVE COMPETENCE

Abstract

Recently a new perspective in the field of competence research has appeared in management
studies, the collective competence. Despite its novelty, the ideas behind collective competence are
rooted in some well-known concepts such as knowledge management, organizational learning
and core competence. This literature review presents some of the concepts that constitute the
theoretical framework on this issue and some definitions of what collective competence are.
Some elements are present in most works: cooperation and commitment to group goals; building
and sharing of a common knowledge; the influence of the management style and the Human
Resources (HR) policies.

Keywords: collective competence, learning, commitment, cooperation, common goals,
management style

Introduction

In Human Resources Management, the concept of individual competence is fundamental for
most HR practices such as recruitment, assessment and promotion. In practice, decisions in all
these areas are usually made by comparison between what is expected from the person in terms
of the required competence for the job and what is actually measured from the worker (Zibell,
2007). That's why a very large theoretical and practical expertise has been developed to handle,
evaluate, manage, plan, and reward individual competence.

However, in the last decade, a new perspective in the field of competence has appeared in
management studies, the collective or group competence. Although this approach is new, the ideas
that support it are rooted in other important concepts on management studies such as: knowledge
management; team management; Organizational Learning and core competence. Therefore one
aspect that motivated these studies is the assumption that organizations exist as collective bodies
as well as the fact that even individual competence is influenced by social conditions.

The purpose of this paper is to present and discuss the point of views of some authors that have
been working on the subject of collective competence. Our goal is to understand what are the
main concepts that constitute the theoretical framework for collective competence.

The first part of the paper presents a theoretical framework that introduces the main concepts
relating to collective competence. The second part shows the results of a brief literature review,
discussing the critical points of current knowledge on collective competence The search was
performed on two databases, EBSCO and AGRH (Association Francophone de Gestion des
Ressources Humaines). It was limited to papers written in English or French and containing
the colloquial expression, ‘collective competences’ (or compétences collectives for the French
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database) in their title, abstract or keywords. We conclude this paper by presenting summary
and discussion of findings.

Theoretical Framework

The concept of collective competence is grounded in some other issues studied in the research
field of Human Resources Management. Next we will identify and discuss the main subjects
that support this concept.

Learning

Studies about team management and collective competence usually make references to learning
cither as a component or as an outcome. Earlier references in management literature refer
to double-loop learning (Colin & Grasser, 2009). Some recent articles also make the same
reference, presenting learning as an important element in the process of formation of the collective
competence. The core of this discussion is about the process of learning to learn, which is broader
than the perspective of seeing learning simply responding to stimuli. In single-loop learning
individuals, groups, or organizations modify their actions according to the difference between
expected and obtained outcomes. In double-loop (or second-order) learning they question deepest
levels of understanding such as values and policies that orientate the actions in the first place.

The dynamics of how working teams learn is an important dimension of group work; the
knowledge of individual group members (or even other members of the organization) should be
incorporated in order to achieve an excellent performance level (Katzenbach & Smith, 1994).
This is, according to Senge (1990), one of the four disciplines that learning organizations must
take to achieve systemic thinking. Yet the process that leads to this learning must be accompanied
at all times by management, which cannot neglect its role in accompanying this process at the
risk of failure.

This shows that learning is a concept that can be found in many discussions about collective
competence. Sometimes it appears as an income and in other approaches as an outcome, of the
established competence.

Commitment

Commitment is for some authors a precondition for collective competence to exist (Krohmer,
2005); it is essential to create a conducive environment for the development of collective
competence. Commitment is also considered to be a constitutive element of group cohesion
and a stimulator to behaviour leading to group loyalty. According to Schermerhon et al. (2006),
these behaviours are indicators of maturity of the group (ability of a group to achieve optimal
performance).
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Cooperation

Cooperation and its role in group dynamics is exhaustively studied in the research fields of sociology,
social psychology and management. In this paper the concept is defined as voluntary action by the
actors to work together to develop a whole space of intersubjectivity and mutual understanding
on issues to be addressed and to develop knowledge (Retour & Krohmer, 2006). It is almost a
consensus among the authors who study collective competence that cooperation is one of its main
sources (Boreham, 2004; Le Boterf, 2004; Retour & Krohmer, 2006). In some studies its relevance
is explained by stating that cooperation should be an important element enabling groups to combine
sometimes conflicting dimensions — individual and collective (Picq, 2008) — and manage the
contradictions existing between the individual and the collective logics (Bichon, 2007).

Individual Competence

Collective competence can be understood as a complex element that is the result of a combination
of individual competence. These individual competence are cited as a source of collective
competence (Retour & Krohmer, 2006), which means that if the individuals who compose the
team are not competent it will not be possible to expect the presence of any collective competence.

Common Goals

The real high-performance teams have shared goals (Katzenbach & Smith, 1994) as well as intermediate
objectives supporting the higher ones. It is the existence of objectives that provides a working scheme
for the team. The importance of having milestones along the way of a project is an idea also presented
by Le Boterf (2008). He emphasizes the importance of having intermediate goals as an element of
the “being able to cooperate” dimension of his model for explaining the competence.

Collective Memory

A group that works together and develops an expertise on its area usually generates some kind of
common knowledge base that is shared by its members. It is not always structured and formally
established, but it is an essential element to generate collective competence (Retour & Krohmer,

2006; Zibell, 2007).

Management Style

Management style is also an important factor, as managers have power to direct resources to a
specific collective competence at the expense of others. Their decisions are based on the needs
and interests of the organization in a given time. Krohmer (2005) emphasizes this point when
making a difference between the so called institutionalized competence (framed by management)
and the emerging competence (emanating spontaneously within working group). Our opinion
is that organizations benefit most from institutionalized competence.
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The growing importance of collective competence may even lead to the creation of management
tools that are consecrated to develop them. In some cases this development does not serve to
"drive" them, but may possibly foster their development (Colin & Grasser, 2009). The role of the
manager in the development of collective competence is considered very significant because he
is the one who is supposed to create the best environment for individuals to voluntarily express
their competence and to be engaged in a common project (Dietrich, 2008).

Results - Concept of Collective Competence

One of the most widely known references on the subject of competence is the French author Guy
Le Boterf. He states that collective competence are more than the simple addition of individual
competence and presents two entry points: the first is that the collective aspect of the individual
competence relates to the social environment. For example, if the external resources do not exist
or are of poor quality, the person could lose his or her capacity to perform competently. The
second relates to cooperation: for every work situation that a person must manage, there are
some key cooperative relationships that need to be put in place. Furthermore, he also says that
to enhance a group capacity it would be necessary to have a group: knowing how to cooperate;
being able to cooperate; wanting to cooperate.

Boreham (2004) has proposed a three dimensional analysis model to explain which elements can
make collective competence emerge on a given group. The model contains three dimensions: 1)
making collective sense of events in the workplace; 2) developing and using a collective knowledge
base; 3) developing a sense of interdependency.

Krohmer (2005) states that for an organization to have collective competence, it is necessary to
create interdependencies among the members of the group, allow the group time to implement
a collective competence by themselves and frame the boundaries of the autonomy of these
groups. The essential characteristics that underlie collective competence according to her are
cooperation, trust and commitment.

Michaux (2005) analyses the collective competence in terms of performance and proposes that
the group contribution to the organizational performance should be taken as the main goal of the
group. It is necessary to implement good internal communication policies as well as to develop
opportunities of knowledge exchange either in a formal or informal way.

Retour and Krohmer (2006) have proposed a comprehensive analysis model of the collective
competence that contains three dimensions: 1) attributes of the collective competence; 2)
individual sources; 3) collective sources. They further divide each three dimensions into four
elements.

Attributes of the collective competence:
* Having a common reference for decision making;
* Developing a shared language;
¢ Building and using a collective memory basis;
* Expressing commitment.
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These attributes might be observed in all groups that possess a collective competence (Retour
& Krohmer, 2006). The other two dimensions contain elements that foster the appearance of
collective competence.

Individual sources:
* Individual competence;
* Informal relationship;
o Affective relations;
* Cooperation.

Collective sources:
* Team composition in order to maximize complementarities;
* Management style;
¢ Formal relations;
* Human Resources policies.

Theoretical concepts presented so far provide only preliminary view to the concept of collective
competence. These authors were selected for this theoretical analysis due to relevance of their
developments and/or high citation index of their publications.

Conclusions and Discussion

The main findings of this literature review about collective competence were that even if there
is not a consensus on this issue, a certain number of elements appear in most works about
this subject. They are usually related to aspects of the individual attitudes, cooperation and
commitment to group goals. The sense of interdependence and building and sharing of a common
knowledge (even if it is informal and non-structured) were also mentioned as facilitators to
these attitudes.

Some authors state that the organizational characteristics may influence the development of
collective competence, especially those related to the management style and how the organization
shows its interest on the development of competence. This expression is done mainly through
the Human Resources policies such as recruitment, assessment of collective goals instead of only
individual ones and mainly throughout a training policy that broadcasts the company values
and guiding principles enabling people to cooperate and build collective competence. Another
finding was that at this moment, the majority of the studies on collective competence have been
conducted in France and are usually available only in French.

In terms of applicability of the concept, we think that as organizations usually strive towards
better use of their human resources (and to take advantage of all they can offer), research in this
field might produce some relevant knowledge to support managers” decisions. Nevertheless it
is still necessary to work on the development of a consistent framework that could be validated
in different organizational contexts to provide a reliable analysis of the current state of the
development of the collective competence in the organization. As a result, it is important to
provide a clear overlook of the strengths and weaknesses of the organization on the subject.

38



The main purpose of this paper was to sum up some of the main points of view on the subject
in order to share the knowledge on it and to stimulate other researchers to consider this level of
analysis of collective competence on their further studies. We acknowledge that a clear definition
of collective competence is still missing, but we could assume that it involves the expertise of a
collective group in a particular area which belongs to this group and cannot be attributed to one
or a few of its members. In any case, it must be the result of combining the individual skills of its
members. This competence is complex and in its origin there are several elements of individual
and organizational levels that contribute its creation and development.
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4. RECONCEPTUALIZING COMPETENCE:
SELF-EVALUATION AS A MODEL TO ASSESS TEACHERS’
COMPETENCE

Abstract

What is the best way to evaluate teacher competence? And who is in the best position to
know? The purpose of this study is to investigate innovative measurements regarding vocational
education and training (VET) teachers in training, including students’ self-evaluation of their own
competence based on a comprehensive teacher expertise model. Indeed, the model was piloted
in this study as a competence measurement tool. Owing to the fact that the investigations called
for examination of meaning, a qualitative research schema was employed. Specifically, data were
collected from 16 students using open focus-group interviews. The context investigated was an
Estonian public university. Results show that in order to use the teacher expertise model as a
self-evaluation tool for VET teacher students, it needs further development and more detailed
explanation, as students tended to assess their actions rather than their competence or knowledge.
Research findings contribute to better understanding of how we can better investigate teacher
competence, illuminating options for selection, training, and standard-making for VET teachers.

Keywords: VET teacher competence, development of competence, self-evaluation, holistic teacher
evaluation model.

Introduction

Competence and its evaluation have become important issues specifically in the theory and
practice of vocational education as well in world of work in general. But what exactly do these
terms mean and how can we define and use them better? Since the 1930’s schools represent work
life rehearsal stations, where students absorb the norms and values of business and industry to
become competent soldiers of production. (Kincheloe, 2000; Grubb et al., 1991.) In vocational
education the overt curriculum focuses on skill and professional training while the covert
curriculum includes such items as obedience, punctuality, and competence, the very values one
needs on the job. The public accepts such goals of vocational training and especially with its
incumbent strong link to job placement. New challenges arise due to changing markets. During
an age of occupational uncertainty vocational education becomes increasingly important. At the
same time the demand for continual development of teacher’s competence becomes more and
more relevant. We expect more from contractors and hence more from vocational education.
Contractors and skilled tradesmen are not merely blue-collar workers, labourers, or as Plato calls
them, men of bronze. These days workers across the board need to master their professions,
be able to keep up with technological changes and provide recommendations for consumer
purchases, investments, and ideas for development. The curriculum for VET training has evolved
throughout Europe to meet such a rigorous agenda.
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The two-part purpose of this research was to learn how students who learning to be vocational
education teachers evaluate their own competence and how they view the competence profile of
skilled vocational teachers. Research questions of this research were: 1) how vocational teacher
students see the profile of the ideal vocational teacher; 2) how vocational teacher students assess
their own competence; and 3) can we use the teachers’ expertise model as tool which enables
vocational teacher students evaluate their own competence.

Review of Terminology

There are many definitions of competence. The most commonly used definition by European
Centre for the Development of Vocational Training (CEDEFOP) is the ability to apply learning
outcomes adequately in defined contexts. (CEDEFOR, 2008, 47.) The problems with this
definition is that it focuses on learning outcomes, it is non-personal and accordingly depends
more on learning outcomes than on persons’ characteristics. In this chapter the argument is made
for a more personal approach; competence is defined as an individual’s demonstrated capacity
to perform, i.e. the possession of knowledge, skills and personal characteristics needed to satisfy
the special demands or requirements of a particular situation (VOCED, 2006) and it refers to
professional’s overall suitability for the profession in the guise of communication, knowledge,
technical skills, reasoning, emotions, values and reflection in practice (Epstein & Hundert, 2002).

Professional competence is context dependent, it starts with training and becomes a life-long process
of (Leigh et al., 2007). In the context of this chapter VET teachers” professional competence is
his/her vocational or occupational competence.

Theoretical Framework

For this study Estonian VET teachers” professional standards (Kutsekoda, 2011) were combined
with teacher’s expertise model (Helakorpi, 2009): the four competence domains of teacher’s
expertise model were juxtaposed with the knowledge and skills of VET teachers’ professional
standards and the latter were divided among the four domains. The four competence domains
in teacher expertise model are pedagogical domain, substantive domain, organizational domain
and developmental and research domain. (Helakorpi, 2009.) Each domain is divided again into
two units of competence. The pedagogical domain consists of pedagogical skills and mastery of
educational process; this domain is related to the role of educator, it includes theoretical and
practical skills needed for teaching as well as skills to support learners. 7he substantive domain is
divided into professional know-how and competence of working life and it includes professional
know-how needed at work as well as theoretical and practical skills and knowledge to fulfil the
requirements of the work (ibid.). This domain also includes knowledge about the broader rules
of working life. 7he organizational domain is divided into know-how of teamwork and network
and know-how of economy and administration of education. The organizational domain covers
cooperative, financial management skills and the ability to work in teams and networks. This
domain requires ability to plan and implement economically profitable education events and
training programs, the ability to participate in project, developing community and cooperate
with international teams. (ibid.) 7he developmental domain is divided into self-education of
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know-how and developing of occupational practice (ibid.). This domain requires an ability to
conduct academic research, recognise problems and to find solutions.

According to Estonian VET teachers’ professional standards the importance of the competence
described in teachers’ expertise model described above varies across different levels. Estonian
qualification system has five levels; lowest level is I, highest V. In terms of formal qualification,
the lowest level does not necessitate any amount of formal education. VET teachers’ professional
standards have three levels: ITI, IV and V. The highest, level V corresponds to master degree,
level IV to bachelor degree, and the lowest, level I, to secondary education (Kutsekoda, 2011).
Comparison of these two frameworks show that on undergraduate level the substantive and
pedagogical domains are more important; on master level the developmental and research domain
and organizational domain acquire more significance than on lower levels.

According to VET teachers” professional standards the undergraduate VET teacher students’
points of competence are (1) creating and developing a positive teaching-learning environment;
(2) planning and analysing learning-process; (3) analysing and assessing students’ learning
outcomes; (4) knowledge of school and its organization as a working environment; (5) self-
reflection and self-development through life-long learning; (6) supporting students’ development
on their way to life-long learning, and (7) development of occupational practice. The first three
points correspond to the pedagogical domain, as well as competence of supporting students’
development. Knowledge of the learning environment as a working environment corresponds
to the organizational domain and self-reflection and self-analysis skills correspond to the domain
of development and research.

A VET teacher’s work environment is not limited only to the classroom, it also includes contextual
demands of the school organization, professional networks and society-at-large. According to
Carioca etal. (2009), VET teachers and trainers operate in four main impact areas: learning space,
organization, community/ society and professional teams. A model for this study was created on
the basis of these three contextual frameworks and can be seen in Figure 1. Accordingly, VET
teachers’ working tasks, competence required to fulfil these tasks and working environment were
assembled for our review and use.
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Figure 1. VET teacher’s competence areas and working environment.

To measure profundity of VET teacher student’s competence a holistic model of professional
competence was used. According to Cheetam & Chivers (1996, 1998) five dimensions
of competence are: (1) cognitive competence — including theory, concepts and informal tacit
knowledge gained experientially; (2) functional competence — things that a person who works in
a given occupational area should be able to do and to demonstrate; (3) personal competence —
defined as a ‘...characteristics of a person causally related to effective or superior performance
in a job’ (Spencer & Spencer, 1993); (4) ethical competence — defined as ‘the possession of
appropriate personal and professional values and the ability to make sound judgments based
upon these in work-related situations’ (Cheetam & Chivers, 1996, 24); (5) meta-competence —
concerning the ability to cope with uncertainty, as well as with learning an reflection (Brown,

1993; Nordhaug, 1993).
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Methodology

The methodological approach was carried out in basis of open group interview. The group
interview was conducted within a group discussion format of 16 second year undergraduate VET
teacher students with teaching experience up to two years. These participants were recruited by
describing the study to a class of VET teacher students in a large urban university in Estonia. All
participants were informed of the voluntary nature of the study and of their right to withdraw
at any time during the study. The data were collected in such a way so that the responses were
anonymous and their identity kept confidential. The average age of focus-group participants was
36 years, and the representation of specialties ranged from service areas and creative professions
to production and the military. The make-up of the group included 9 males, 7 females.

Procedure and Data Analysis

In this study VET teacher students were asked to assess themselves against an ideal teacher’s
competence profile that was constructed by the same students. The VET teacher students” ideas
of an ideal competence set for the VET teacher were constructed by group discussion, managed
by researcher. Students were asked first to describe ideal VET teachers” profile independently,
after which a group discussion was conducted. All keywords were written on the board. During
this process keyword’s which were not clear or caused questions, were elaborated or explained.
Finally all group members agreed the model depicted the ideal VET teachers profile. The model

then served as the basis for the ensuing self-evaluation.

Using the ideal VET teachers’ competence profile as a base, responants described their own level
of competence. Specifically they created individual competence profiles after some self-reflection.
The scale was used by students to assess sub-competence, ranging from 0 — not competent to
10 — competent.

To avoid misunderstandings, all domains of teacher’s expertise model, competence of VET
teachers’ professional standard and their relation with VET teacher working environment fields
were explained before conducting the group discussion. Individual competence profiles were
also described and explained in the same group. To ensure there was sufficient time for the self-
evaluation exercise they agree to meet again after a two-week period. The same participants
attended the second group meeting. In the second meeting students were asked to describe
their individual competence profile and process, how they reached the result. Descriptions and
competence profiles were given also in written form to the researcher for further research and data
analysis. For the purpose of data analysis both documents were marked with same pseudonym.

If needed, during explanation of competence profile, the researcher asked additional questions in
order to obtain detailed information about the self-evaluation process. Students’ oral presentations
of their descriptions and additional questions were recorded. Recorded data were transcribed.
Transcription and written description by students were compared for triangulation purposes. After
that a complete set of data of each student’s competence and evaluation process were combined.
Combined sets were codified according to the themes of the teachers” expertise models” domains.
Additional analysis according to the five dimensions of the holistic model of competence was
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made to ensure content validity. Data were entered into the computer and handled with NVivo
7, and a data analyse plan was carried out in three stages based on Creswell’s (2008) qualitative
data coding principles. For data reliability a comparison of description composed by students
and discussion records were used.

Results

In the process of mapping the ideal VET teacher’s competence profile, it became evident that
novice teachers expect extremely high competence from themselves, even higher than it is required
by the professional standards.

As a result of the research, the most important domain of skilled teacher competence reported by
the novice teachers was the substantive domain and especially professional know-how. The second
most important domain was the pedagogical domain. All interviewees agreed that it is more
important to master teaching methods rather than knowing learning theories and educational
paradigms. The skills of coping and managing different target groups is also important, specially
the skills to communicate with students with different cultural and sub-cultural backgrounds.
According to student-respondents, the domain of research and development may or may not
exist. Although they acknowledged that research and developmental work is important in general,
the student-respondents did not report that this domain was important to them. From the
organizational domain the know-how of teamwork and network was reported to be important but
here the concept of teams was limited to close community at home school or region and did not
include (inter)national teams or working in larger networks or even cross-organizational teams.

Similar patterns appeared in individual competence profiles — the highest scores were on
professional know-how (7.6) and competence of working life (7.0). Data analysis showed that in
this domain student competence covers mostly first four levels (cognitive, functional, personal and
ethical competence). High results were also in pedagogical skills (6.1) and mastery of educational
process (5.6). The students understood the process of mastery of educational mostly in the terms
of “survival” in the classroom and ensuring basic discipline. The level of competence was limited
by functional and personal considerations. From the organizational domain the highest was
know-how of teamwork and network (5.67). From the interviews it appeared that know-how
of teamwork means skills to cooperate with colleagues in a shorter time-period and competence
level reaches functional competence. The remaining three sub-competence units: know-how of
economy and administration of education, developing occupational practice and self-education
of know-how were lower, respectively 4.8, 4.4 and 4.0. Here the level of competence was mainly
cognitive.

It appears, then, that the ideal VET teacher described by the participants is a teacher who
masters high-level professional know-how and pedagogical methods as well as knows how to
manage “difficult” scudents. Taking under consideration that novice teachers worry more about
their substantive skills and knowledge (Eisenschmidt, 2006) rather than mastery of educational
processes, these results are quite predictable. During the reflection interview it appeared that
students evaluated almost all competence on the basis of their own actions — it means that
they consider first if they have had any experience of doing something in this field or not
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(teamwork, classroom management etc.) instead of reflecting their knowledge and attitudes.
Students understand teams rather a part of tribal cultures, which connect specialist (Garrat,
1987), than as a part of micro culture (organizational level) or mega culture (national level).
The fact, that not all students understand equally well what is meant by pedagogical skills or
mastery of educational process, a sign that there is something lacking in teacher training, as
second year teacher students should already know learning theories and have a more complete
overview of teaching processes.

Conclusions

During this research the most problematic area of Estonian VET teacher training was placed in
context, most VET teachers receive professional training at the same schools where they teach.
(Tallinn University, 2011.) Is there a risk that the general level of professional competence
is declining rather than rising? This problem is recognised also in European level — both the
Maastricht Communiqué (European Commission, 2004) and the Helsinki Communiqué
(European Commission, 2006) underline the importance of highly qualified VET teachers
and trainers who undertake continuous professional development. The European Trade Union
Committee for Education (2008) suggest that VET teachers need a high level of competence
in their professional occupation as well as in pedagogical occupation. In strategy ET 2020
(European Council, 2009) we see the same goal. It means, that on one hand issues of VET
teachers professional growth are extremely important, while on the other hand, there remain
shortcomings along these lines.

What is the best way to guide learners from competence-based training towards competence-
based learning? While competence-based training focuses on an individual’s immediate job-
related needs and short-term response to an existing problem, competence-based learning focuses
on an individual’s longer-term, often future job needs. Such a stance toward learning need
not be difficult as meta-cognitive powers are continuously strong within the vocational arena.
(Shandler, 2000.) Competence-based training, modular curricula and assessment of learning
outcomes in vocational and higher education have not solved the problem of how to ensure
quality in VET teacher training and maintain a balance between professional and pedagogical
competence. Perhaps a change is required away from the complex and bureaucratic outcomes
based on assessment models to a teacher-centred self-evaluation model. This demands changes
not only in assessment methods but also in our mode of thought — VET teachers would transfer
from measurable subjects to equal partners trusted by the system.

As a result of this study we may conclude that students generally feel quite competent in
substantive domains and less competent in pedagogical domains. On the other hand, very few
recognise the need of developing competence in the developmental and research know-how and
organizational domains. The teacher’s expertise model with more detailed explanation of each
domain can be used as a self-evaluation tool for novice teachers and/or for mapping teacher
student’s knowledge. But one’s ability to recall and describe one’s actions in the classroom
is but one step in the reflective process. In addition, one would be well served to be able to
critically analyse practice in light of one’s knowledge and understanding of theory and national
competence. Competence assessment is not as straightforward as performance assessment as
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it cannot observe under a given situation as easily as performance (Gonzi et al., 1993; Eraut,
1994). However poor performance is not an indicator of competence (Chomsky, 2006; Eraut,
1994) as students’ competence might not be accurately revealed due to certain factors that affect
behaviour (Thilakaratne & Kvan, 2006, 321). Procedures for the assessment of competence
should involve self-assessment starting early training, backed up by external assessment (Roberts

etal., 2005, 357).
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5. SKILLS AND COMPETENCE REQUIREMENTS
IN FINNISH LOGISTICS CENTRES

Abstract

The logistics discipline has changed and grown over the recent decades. This has also meant
changes in knowledge, skills, and competence needed in different logistics functions (Dischinger
et al., 2006; Mangan & Christopher, 2005; Murphy & Poist, 2007). This paper analyses the
current and future skills and competence requirements in logistics functions in logistics centres
in Southern Finland. The paper is based on the empirical data on current skill and competence
requirements collected from various employees working in 35 Southern Finnish logistics centres.
According to the research, the most important competence of all organizational levels include
various logistics skills. Beside logistics skills, interpersonal skills (general working-life skills) and
personal skills are seen as parts of general competence in all organizational levels. In addition,
the ability to take care of the internal and external customer and stakeholder relationships as
well as the sustainability issues is emphasized. In the managerial level, the management skills,
including operational planning and controlling, are highlighted. The findings can be used to
develop competence of the people involved but also to develop logistics education at universities
and other educational organizations.

Keywords: skills, competence, logistics, supply chain

Introduction

The logistics sector has continuously grown over the last few decades. The sector plays a crucial role
in transforming the economy into a knowledge-based economy as it is closely linked with other
key sectors such as the information and communication technologies (Prolog, 2008). Therefore, it
is crucial to understand the importance of logistics both in the levels of the individual firm and the
total economy, because it influences not only costs but also services and service quality perceived
by the customers. This is noted also in the National Logistics Survey (Ministry of Transport and
Communication, 2010), because companies consider it essential for competitiveness, level of
customer service, and profitability.

The purpose of this paper is to analyse the current and future skills and competence requirements
for people working in different logistics functions in various Southern Finnish logistics centres. The
logistics centres addressed in this study are defined as logistics nodes where material, information,
recycling, and capital flows are connected. We use the term as a general term including, for
example, all kinds of distribution centres, central warehouses, ports, and freight terminals. This
definition is broad enough and covers logistics service companies as well as companies from
different branches, for example, brewery, furniture, and textile service companies. In all our
case companies, logistics plays an essential role and therefore they can be called logistics centres.
We use the terms logistics management and supply chain management (SCM) interchangeably,
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despite the fact that these two are not synonymous (Lambert, Cooper & Pagh, 1998). According
to Christopher (2011), SCM is a broader concept than logistics, and Van Hoek (2001) sees
logistics as a subset of SCM. Logistics can be defined as the planning and management of physical
and information flows through the organizations, whereas SCM extends this concept to a wider
network of the organizations' suppliers and customers. As such, supply chain managers not only
need to be equipped with the skills and knowledge to manage logistics, but they must also be
relationship managers (Mangan & Christopher, 2005). Based on the rapid development and
evolution of industry and the need of broader understanding and management of relationships
and processes, we also include the concept of SCM in our study. A supply chain is then not only
a chain but a network of multiple companies and relationships (Lambert et al., 1998). Then
we can analyse the nodes or hubs in these kinds of supply chain networks as “logistics centres”.

In this chapter, we will use the term logistician as a generic description of all people involved in
the supply chain and doing activities related to logistics. Various logisticians, logistics managers,
supply chain managers, purchasers, forwarders, warechouse employees, and so on will all be called
logisticians despite the existing definitional and practical differences between their tasks and
duties. Instead of sticking to the traditional logistical professions, the paper focuses on quite
many professions employed in the logistics centres.

Skills and Competence Requirements
for Logisticians

Companies renew their strategies continuously in order to achieve sustainable competitive
advantage. During the past decades, strategic thinking and strategic management have evolved,
and currently there are also more alternative approaches to analyse this area than in the past.
Barney and Hesterly (2006, 130-131) pointed out that because previous strategic management
paradigms cannot totally explain the differences between companies and their performance, it is
suggested to take into account also the firms unique resources and capabilities. Human resources,
including skills, capabilities, and knowledge are all also included in these resources (Wernerfelt,
1984). Therefore, this paper mainly uses a resource-based view (RBV) of an organization. Thus,
skills and capabilities are important pieces in current strategic management thinking — and those
are strategic resources. Developing them in human resources management (HRM) processes has
thus a significant link to the company’s strategy (Bratton & Gold 2003, 316).

According to Peltola (2008, 18), the terms competence and capability are used interchangeably
in the literature, but Armstrong (1998) suggests that competence describes what people need to
be able to do to perform their jobs well, and we prefer to use the first term in this chapter. We
understand competence as a demonstrated ability including knowledge, skills, and attitudes to
perform a task successfully according to the standards.

According to the Ministry of Transport and Communication (2010), the logistics competence
level in Finnish companies is quite high. Three main logistics competence development issues
in Finland are demand & supply planning, purchasing, and distribution strategy. Senior-level
logistics managers need to be proficient in three categories: management skills, logistics skills,
and business skills. The importance of good communication skills for today’s logisticians is
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also emphasized, both upward and downward communication within the organization as well
as the ability to communicate across functions and organizations and to coordinate SCM.

(Gammelgaard & Larson, 2001; Mangan & Christopher, 2005; Murphy & Poist, 2007.)

Because business processes are the means by which customer value is created in any business,
there is a strong logic in arguing that process management rather than functional management
should be the basis for organizational design (Mangan & Christopher, 2005). The implication
of this re-orientation is that the supply chain manager of the future will require a “T-shaped”
skills profile, which means that effective process management requires significant cross-functional
skills, and managers have to have in-depth expertise in one discipline combined with enough
breadth to see the connections with others. The key business transformations and implications
for management skills are presented in the Table 1. The most relevant issues for our study are

highlighted.

Table 1. The key business transformations and implications for management skills (Christopher, 2004;
Mangan & Christopher, 2005).

BUSINESS TRANSFORMACTION LEADING TO SKILLS REQUIRED

From supplier to customer-
centric

From push to pull

From inventory to information

From transactions to
relationships

From “trucks and sheds”
to end-to-end pipeline
management

From functions to process

From stand alone to network
rivalry

The design of customer-driven
supply chains

Higher levels of agility and
flexibility

Capturing and sharing
information and real demand

Focus on service and
responsiveness as the basis for
customer retention

A wider definition of supply
chain cost

The creation of cross-
functional terms focused on
value creation

More collaborative working
with supply chain partners

51

Market understanding,
customer insight

Managements of complexity
and change

Information systems and
information technology
expertise

Ability to define, measure and
manage service requirements
by market segment

Understanding of the “cost-
to-serve” and time based
performance indicators

Specific functional excellence
with cross-functional
understanding. Team-working
capabilities

Relationship management and
win-win orientation
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Appendix 1. An example of competence chart: Competence chart of warehouse management.
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Hannu Salakari

6. AREALISTIC APPRAISAL OF THE PRACTICES AND THE
DELIMITATIONS OF SIMULATION-BASED TRAINING:
WHAT SKILLS AND TOWARD WHAT ENDS?

Abstract

Simulation-based training makes it possible to learn skills and knowledge that earlier could be
learned only in the workplace. The purpose of this chapter is to address thorny and often neglected
questions such as, “what skills can be learned using computer simulations and simulators and
what cannot be learned well that way” and, “what benefits are the most appealing to educators
in terms of learning theories?” Simulators are not a panacea for all that is wrong with education.
However, some learning objectives can be met and even differentiated in simulator-based learning.
The development of advanced psychomotor skills can be addressed very well from high-fidelity
simulators, while the development of procedural and intellectual skills can be learned with more
assurance using real-life scenarios and well-designed training even on a personal computer. The
optimal simulator learning depends upon well-defined goals and continuous evaluation.

Keywords: simulation-based learning, skills, skill and knowledge transfer, learning environments

Introduction

Simulation-based education is on the rise especially in human resource and onsite workplace
education. Improved technological development in the field of simulation training makes it
possible to learn such skills and knowledge which earlier could be learned only in workplaces
while working. Information technology, advanced graphics and skilfully compiled scenarios open
new kinds of possibilities to education. For example, in the field of medicine the new possibilities
offered by simulations are revolutionary as cardiac and thoracic surgeons, and others, learn their
crafts without risk to human life. (Riva, 2003). Computer simulations (educational games or
simulation environments such as Second Life) can be used to learn decision making or practical
operational models, such as advanced research techniques, and simulators that resemble authentic
physical environments, though expensive can be used to learn demanding psychomotor skills such
as piloting jet aircraft or attending to a simulated emergency at the control board of a nuclear power
plant. As the diversity and use of simulation-based environments increases, it is necessary to analyse
what can be learned what cannot be learned. It is equally unwise for educators to become overly
optimistic about simulation-based learning as it is for us to ignore the potential. What is the best way
to strike the balance to determine proper use? One way is to examine learning theories for answers.

Learning in simulation-based environments can be considered relative to the tripartite cognitive
classification of the skills pursued for in learning, analysis of the features of the learning
environments or transfer of learning. (Roscoe et al., 1980; Tendick et al., 2000). Roughly
speaking, simulation-based learning can be bifurcated into low fidelity simulations, such as
what we might find on a personal computer, and high-fidelity simulations, or what we might
find in elaborate military training. Of course there are more types than this, but the two-part
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model tests the point. What skills are best addressed with what kind of simulator? For a start it
is possible to match the tripartite classification of skills to the type of simulation The following
illustrations elaborate the point.

Computer 3D simulations and simulators (Figures 1 and 2):

Figure 1. Computer simulation (low-fidelity simulation). Gaming technology is used for interactive
military training.

Figure 2. Simulator (high-fidelity simulation). Tactical Operation Flight Trainer is used for helicopter pilot
training in U.S. Navy. (U.S. Navy photo by Mass Communication Specialist Seaman Michael C. Barton).
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Skill Learning in High and Low Fidelity Simulations

Accordingly, tripartite skills are learned in different ways. What can be learned in simulation-
based environments depends on the characteristics of the environment and the skills to be learned.
Fidelity, or how much the simulation environment resembles the real world, is a dimension to be
studied for answers to the questions regarding suitability of use. Fidelity can be divided into two
parts: physical and psychological (Teikari & Vartiainen, 1985). There is a goodness of fit regarding
fidelity type and the nature of the learning. 1) The development of psychomotor skills requires
simulators and underlying simulation models in which physical actions function largely in the
same way as in the real world. In order for a learner to learn to drive a car based on simulator
training, for example, the simulation models and user interface of the simulator must work
similarly to a real vehicle. 2) It is possible to learn procedural skills using PC simulations, even
though the physical fidelity is missing. One can learn operational principles using simulations
with low physical fidelity. For example, the United States Army uses PC war games that are
also on commercial sale in their basic soldier training, such as when a military group simulates
a coordinated assault (see Figure 1). Piloting an aircraft serves as another outstanding example.
Engineering a train, servicing computers, repairing street lights, fighting fires, animal husbandry,
and electrical repair of down high tension lines are other examples. The learning environments
that can be created on the Second Life platform can be used to teach procedural skills, e.g. in
a virtual hospital the principles, procedures and operations of nursing. 3) Intellectual skills can
be learned using low-fidelity simulations. However, the scenarios and exercises have to include
features that develop intellectual skills, such as problem solving or numeracy. (Connolly et al.,
1989; Gagné et al., 1992; Kommers, 2003; Navair Training Systems Division, 2004; Stark, 1999;
Stewart et al., 2001; Throne & Burnside, 2003; Toups et al., 2011).

Allen etal. (2011) carried out a research study of auto driving skill learning using different kinds
of simulators. One group was trained in a high-fidelity simulator, a real car cab with a three
channel projected image, and another group was trained in a desktop computer simulator with
a single monitor display. When the crash rates of the two groups in real traffic were compared
after the training, the group trained in car cab simulator performed better: Their crash rate was
0.2 %, while the rate of those trained in desktop simulator was 0.6 %. The results strengthen
the assumption that psychomotor skills training requires high-fidelity simulations. The skills
needed to drive a car are psychomotor in nature and are best learned in high-fidelity simulation
training. This is especially true because the skills learned in a simulator are well transferred to
the real world.

As for low-fidelity PC simulations, best for procedural and intellectual learning objectives, what
is needed to make them most efficient? It is not the physical or the technical fidelity of the
simulation environment but some characteristics of the learning tasks and training arrangements
that best highlights optimal use. Learning objectives, conditions and measures must be planned
carefully to ensure efficiency in any simulation.

Darwars is a computer-based low-fidelity simulation environment for the training of combat skills
(MacMillan et al., 2005). The objective “operate vehicle in a convoy” may have sub-objectives
“observe, assess, prepare for ambush.” The conditions describe the specific configuration of a
training system with many implications for learning. For instance, within a flight simulator
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training system the weather conditions and number of players may vary. Actions are behaviourally
anchored, observable measures within the training system that can be calculated and linked to
a particular objective to demonstrate the mastery of a task (or competence, knowledge, skill).
In this way, the objective is operationalized. The objective being met is defined by the measures
employed. The measures must clearly relate actions to objectives. In flight simulator training,
the objective may be to master takeoffs and landings. In this case, a trainees’ progress for the
objective is the number of successful takeoffs accomplished (MacMillan et al., 2005).

Ku & Mahabaleshwarkar (2011) carried out a research study of Second Life training in
occupational safety in construction education. The students modelled building construction
workflow, such as building scaffolds, in order to learn safe working practices. The researchers
list advantages of 3D training, mainly deeper understanding of construction through their own
building. Moreover, this way the students are contributors of open learning environments, which
benefits not only themselves and their peers, but also the community of the construction students.
The challenges consist of some unrealistic features not well structured, such as physical properties
that conflict with safety training scenarios. The soil does not have realistic mass properties and
avatars (the online image of students) can fly. The ability to import 3D CAD models into virtual
world applications is limited at this point. The researchers list typical challenges for all simulation-
based training: Detailed role playing scenarios, with diverse levels of scenario complexity, are
required to adequately address the needs of different sized classes. Often simulations must be
customised for students. Second Life is not a goal or end oriented video game; proper feedback
systems that assess and guide learners” abilities should be integrated into the Second Life sessions.
This can be facilitated through on-screen dashboards, text messages, and automated agents, to
name a few techniques. The level of details in construction work requires careful coordination
when simulating labour or equipment-based procedures. Sometimes neither productivity rates nor
activity durations are realistic and, thus, such activities must be tempered during scenario design.

Toups etal. (2011) showed that a zero-fidelity simulation-based training programme, a game really,
improved team coordination among fire emergency responders. The research group developed
measures of team coordination, communication efficiency and cooperative effectiveness. Team
coordination skills can be defined as procedural and intellectual skills, the learning of which
requires well-designed learning tasks instead of high-fidelity simulations. Communication
efficiency was evaluated through a new speech/action coding scheme that quantified the content
of team communication and in-game action. Cooperative effectiveness was calculated directly
from game log data. The students learned skills that can easily be transferable to other domains.
Meeting procedural and intellectual skill training does not require high physical fidelity but
real-life scenarios and well-designed training with well-defined goals and debriefing (see Figure
1). Feedback in debriefing is important and, as a bonus, the simulation system can compile any
number of measures and offer feedback to learners and to programme planners.

Simulation-Based Environments Emulating
Real World Situations

The extent to which a simulation-based environment resembles the real world as a physical,
technical, didactic, psychological or social environment informs us of what and how well can
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be learned in a simulation environment. PC simulation environments are not physically similar
to the real world, but in a psychological sense they are up to a certain point. It is quite easy to
assess physical or technical similarities but not as easy to assess psychological or social similarities.
A simulation environment as a didactic environment often differs substantially from the real
world. Teaching methods and a teacher’s actions are totally different. In any case, at least certain
operational methods can be learned also in low-fidelity simulation-based environments. However,
is it also possible to learn work culture using PC simulations? Of course, even when simulation
environments differ substantially from the real world. (E.g. Dennis & Harris, 1998; Flexman &
Stark, 1987; Gonzalez Vega, 2002; Jentsch & Bowers, 1998; Koonce & Bramble, 1998; Salas,
Bowers & Rhodenizer, 1998).

Transfer of Learning

Transfer of learning is an essential concept connected to all learning. We learn most of our skills
under different conditions and in different contexts from those where we apply them. Therefore,
it is important to know what enables learners to apply the skills in a new context. Haskell (2001,
4-5) states that successful transfer is problematic in all learning; transfer of learning seldom occurs.
Learning is usually evaluated in training conditions, in the same conditions where learning occurs.
However, it is crucial that a learner apply the learned skills and knowledge in other contexts.

Successful transfer of learning depends on several factors, including how much the simulation
environment resembles a real one. Simulator properties often limit transfer of learning. Also
many other factors have an effect on transfer, such as the actions of the instructor. It is possible to
analyse the relation between how things work similarly or dissimilarly in a simulation environment
compared to the real world. The amount of practice, especially in diverse and varied situations,
facilitates transfer (Haskell, 2001; Salakari, 2007).

It is also important to recognize the skills that cannot be learned well in a simulation environment.
Simulator validity and thereby the transfer of learning must be considered task dependent. In one
task learning and transfer occurs but in another task it does not. (Allen et al., 2011). Transfer of
learning is fostered if 1) the skills to be learned are practiced in circumstances similar to those in
which they will be used later, 2) the skills are practiced in versatile conditions, 3) explanations
and connections between tasks are provided, 4) rules and principles between skills are provided,
and 5) metacognitive skills are learned. Instructors enhance their practice when they understand
and upon knowledge of transfer as a phenomenon.

Transfer of learning has been widely investigated in simulator training research but more work
needs to be done. The reason for this is that transfer is regarded as one of the main problems
in simulator training. Previously, transfer of training was regarded as primarily dependent on
simulator fidelity. Nowadays transfer is regarded as being dependent on many factors, for example,
instructional design as a whole and many factors connected to student learning profiles. (Salakari,
2007).
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Figure 3. Simulator training fosters learning (Salakari, 2011).

Conclusions

The use of simulations, simulators or other simulation-based environments in instruction has
recently become more common in various fields. With simulations, it is possible to practice various
situations under circumstances that closely resemble reality. With simulations, it is possible to
learn skills by doing, using equipment or a system interactively in different situations. When
simulations are applied in training, it is essential to plan for pedagogical implementation.

The main argument posed here is that simulation-based training requires profound planning.
Objectives and conditions, as well as measurements to evaluate proficiency, must be defined well
in advance and must appear in the training design (Macmillan et al., 2005). Simulation-based
training especially requires a well-executed design to be effective. Salakari (2011) lists the success
factors of simulator training in high-fidelity simulations as follows: well-designed scenarios,
well-defined learning objectives, well-developed mental models of learning goals, learner-based
approaches, learning tasks built appropriate to a learner’s skills level, high motivation of learners
and instructors, appropriate evaluation of learning, promotion of the transfer of learning,
application of the simulator pedagogy principles, three-phase briefing-practice-debriefing,
simulator fidelity appropriate to the skills to be learned, taking into account the learning context
factors, connection to the entire training program and managerial level support for the training.

The same principles can be applied to all simulation-based training, but the importance or
application of single items varies. For instance, the learning objectives must be defined in all
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training but their application is different. In team coordination skills that are learned in PC
simulations, the evaluation must be mostly qualitative, while the learning of psychomotor skills
in a simulator can be assessed quantitatively and more precisely, such as average speed.

While simulation environments cannot totally replace learning in the real world, they can partly
replicate it. PC simulations have a growing role. Learning objectives can often be reached faster
with simulation-based training. (See Figure 3.) However, what is learned and what is not learned
should be analysed. Since the use of games and simulations as a learning method is growing
rapidly, more resources than currently allocated should be directed to research on learning
occurring with simulations, and especially its possibilities and limitations.

Simulation as a learning method is becoming increasingly popular but it requires a lot of training
designers and teachers. Building large high quality simulation-based learning environments
requires subject matter experts, engineers and behavioural scientists. Perhaps without such a
multi-disciplinary approach, optimal results cannot be achieved. However, with the correct
combination of learning technology and training design, excellent learning results can be attained.
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Jari Hautamaki

7. OSAAMISTARPEIDEN KLUSTERIENNAKOINTIA
ALUEELLISISSA KEHITTAJAVERKOSTOISSA

Abstrakti

Timi autoetnografinen tutkimus hahmottaa Piijitc-Hidmeessd toimivan maakunnallisen
aikuiskoulutuksen suunnittelu- ja kehittimisverkoston ja Piijit-Hidmeen viljaklusterin
ennakointiyhteistyon prosesseja sekd siind ilmenevid johtajuutta. Osaamistarpeiden
klusteriennakoinnin toteuttaminen alueellisen kehittdjiverkoston ja viljaklusterin
yhteiskehittelyni on prosessi, jossa kehittdjiverkostoille syntyy pitkin aikavilin tietimysti
uusien ja innovatiivisten, yhteisten kehityspolkujen hahmottamiseksi. Kehityspoluissa voidaan
huomioida klusteriennakoinnin nikyviksi tekemii, tulevia ilmiditi ja trendejid. Ennakoinnin
aikana toteutunut monipuolinen vuorovaikutus ja avoimen innovaation henki ovat kiihdyttineet
tiedon luomisen, oppimisen ja innovaatiotoiminnan toteutumista kehittijiverkostoissa. Yhteiseen
kehittimisvisioon pyrkiminen on tuonut verkostoissa esiin transformationaalisen ja generatiivisen
johtamisen tunnusmerkkeji.

Avainsanat: verkostot, ennakointi, oppiminen, innovaatioympiristd, johtaminen

Johdanto

Klusteriennakoinnissa osaamisen ennakoinnin fokus pyritiin kohdistamaan klusterisoituvien
yritysten keskiniisen yhteistyon, liiketoiminnan ja muuttuvien asiakastarpeiden ennakoimiseen.
Piijit-Hidmeessd klusteriennakointia toteutetaan aikuiskoulutuksen ja vilja-alan verkoston
yhteistyoni.

Maakunnallisen aikuiskoulutuksen suunnittelu- ja kehittimisverkosto MASU on perustettu vuonna
2006 Piijat-Hameen aikuiskoulutuksen jirjestidjien, oppilaitoksien, aluchallintoviranomaisten,
aluekehitysorganisaatioiden sekd tydmarkkina- ja yrittdjijirjestdjen yhteistydrakenteeksi.
Verkoston tehtivini on ollut aikuiskoulutuksen kysyntilidhtoisyyden edistiminen ja toimiminen
yhteisend aikuiskoulutuksen kehittimisfoorumina. Vuonna 2003 perustettu Piijic-Himeen
viljaklusteri on viljaketjuun kuuluva edellikivijiklusteri. Se koostuu alueen viljan tuotannon,
elintarviketeollisuuden, vihittdiskaupan seki ravintola- ja cateringalan muodostamasta logistisesta
ja ketjumaisesta verkostosta. Koulutus, tutkimus ja alueelliset kehittimisyhtist pyrkivit tukemaan
klusterin toimintaa, jonka painopistealueiksi klusteri on miiritellyt mm. vilja-alan imagon
parantamisen, litketoimintojen kehittimisen sekd osaavan henkil8ston saannin.

Niiden kahden kehittdjiverkoston ennakointiyhteistydn pidimiirini on helpottaa yritysten
henkiléston osaamisen kehittimisen suuntaamista ja uuden henkildstdn rekrytointia. Tavoitteena
on, etti koulutusjirjestelmi kykenee huomioimaan osaamistarpeet koulutuksen sisillissi ja
yhteistoiminnan uusien muotojen kehittimisessi.
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Lahden ammattikorkeakoulun hallinnoima ja Opetushallituksen osarahoittama Osaamistarpeiden
klusteriennakointi viljaketjussa (ESR) -projekti (Leveilahti & Jirvinen 2010) toteuttaa
klusteriennakointia MASUn, valtakunnallisten asiantuntijoiden seki Piijit-Himeen viljaklusterin
yhteistyoni. Projekti kuuluu Opetushallituksen koordinoimaan Koulutus- ja osaamistarpeiden
ennakointi-ohjelmaan (Opetushallitus, 2007), jossa kehitetddn hyvid ennakointimalleja tydelimin
laadullisen muutoksen ymmirtimiseksi ja koulutuksen kohdentamiseksi.

Tutkimuskysymykset

Tissd artikkelissa pohditaan, millainen prosessi osaamistarpeiden klusteriennakointi on
alueellisten kehittijiverkostojen nikékulmasta. Artikkeli perustuu vuonna 2006 kiynnistyneeseen
viitdstutkimukseen, jossa mallinnetaan Piijic-Himeessd toimivan maakunnallisen
aikuiskoulutuksen suunnittelu- ja kehittdmisverkoston prosesseja sekd tutkitaan alueellisessa
kehittdjiverkostossa ilmenevii johtajuutta. Artikkeli on suunnattu kehittéjiverkostoissa toimivien
koulutuksen, aluekehityksen ja yritysten asiantuntijoiden seki johdon kiyttoon.

Teoreettinen viitekehys

Nykyiin alueita kehitetdin verkostojen viliselld yhteisty6lld, jossa verkostojen vaikuttavuutta ja
sosiaalista prosessia ohjataan uudella tavalla (vrt. Kickert & Koppenjan, 1997). Verkostoituminen
voidaan nihdi vastavuoroisena, ei-hierarkkisten vuorovaikutussuhteiden merkityksen kasvuna,
toimijoiden lisidntyneend keskindisriippuvuutena, timin riippuvuuden oivaltamisena ja
hyviksymisend sekid organisoitumisena yhteisten intressien ympirille (Doz, Olk & Ring
2000; Linnamaa, 2004; Hautamiki, 2009b). Tulevaisuudessa kilpailukykyisimpii ovat
verkostot, jotka ennakoivat ympiriston muutoksia tehokkaimmin ja joilla on selkeit yhteiset
tavoitteet. Jatkuvaa parantamista ja uudistumista tukeva yhteistydverkostojen toiminta haastaa
yritykset avoimeen vuorovaikutukseen toimintaympiristén kanssa uusien innovatiivisten
litketoimintamahdollisuuksien 18ytimiseksi. (Valkokari, 2006; Linnamaa, 2004.)

Toimijat verkostoituvat keskeniin sosiaalisissa verkostoissa, joissa erilaiset yhteydet sitovat
henkiliti toisiinsa. Yhteistoiminta perustuu luottamukseen, yhteisiin tavoitteisiin ja kdytintoihin.
(Granovetter, 2005.) Yhteistyon tavoitteena on uudistaa asiakkaille tarjottavia palveluita, kasvattaa
sopeutumista joustavasti muuttuvaan ympdristdon ja suunnata toimintaa nopeasti uusien
mahdollisuuksien suuntaan (ks. Kostiainen, 2008; Sotarauta & Mustikkamiki, 2008). Tamin
tueksi tarvitaan tulevaisuustietoa ja avointa innovaatiota tukevaa toimintaa (Chesborough, 2003),
silld valtaosa uusista tydpaikoista on syntymissi osaamis- tai tietointensiivisiin palveluihin (mm.
Kautonen, 2008; Raunio, 2008). Lisiksi yrityskentin klusterisoituminen tuottaa uusia, erilaisten
kompetenssien pohjalta rakentuvia tuotteita ja palveluita (mm. Raunio, 2008), joten erilaisten
kompetenssien innovatiivinen yhdistiminen on tulevaisuudessa tirkedd (vrt. Alkio, 2008; af

Heurlin, 2008).
Rochet, Keramidas & Bout (2008) esittivit, ettd uuteen tulevaisuuteen siirtymisessi avaintekijini

on oppiminen. Oppimisen ja keskustelujen pohjaksi on luotava uutta tietimysti ja tietoperustaa,
joten piisy erilaisiin tietovirtoihin on keskeisti tulevaisuudessa (kts. Boschma & Sotarauta, 2007;

64



Castells, 1996). Tihin viittaavat myds Gray ym. (2003), joiden mukaan verkostoissa jaetaan
tietoa, ratkaisuja ja tuetaan oppimista. Jaettu tieto edistid oppimista, miki tekee mahdolliseksi
uudenlaiset ja avoimet ratkaisut. Tdmin vuoksi tiedon, oppimisen ja innovoinnin tulisi olla
avainasemassa yritysten ja alueiden vilisessi kilpailussa. (vrt. Todtling & Trippl, 2005; Kautonen,
2008.) Varsinaiset innovaatiot nihdiin vuorovaikutteisten oppimisprosessien tuloksena, jolloin ne
syntyvit erilaisen tiedon ja osaamisen uusista yhdistelmistd (mm. Kautonen, 2008; Harmaakorpi,
2008; Asheim & Coenen, 2005; Dodgson & Bessant, 1996).

Alueellisen innovaatioympiristén voi luonnehtia sisiltivin alueellisen tietoperustan ja uuden
tiedon luomisen prosessit, verkostot ja klusterit sekd muut yhteistydti edistivit kumppanuudet,
eri tahojen vilisen kommunikoinnin ja vuorovaikutuksen, vilittdvit mekanismit seki yhteistd
oppimista tukevat rakenteet (mm. Kautonen, 2008; Raunio, 2008: Hautamiki, 2007).
Verkostojen vilisen kiytinnén yhteistyon kanavoimiseen tarvitaan erilaisia kehittimisalustoja
(mm. Harmaakorpi, 2004; Boschma ym., 2007; Kosonen, 2008.), jotka kokoavat vahvoja
yhteyksii ja suuntaavat yhteistid kehittimistd (vre. Kautonen, 2006; Sotarauta ym., 2008).

Verkostoissa ja verkostojen vililli kehittimistyd tapahtuu usein yhteiskehittely-prosessin
avulla. Yhteiskehittelyn kisite kuvaa verkostomaista, monella eri tasolla tehtivii, yhteistd ja
vastavuoroista kehittdmistydtd (mm. Engestrém, 2004; Spangar, Arnkil & Vuorinen, 2008). Sitd
tehdddn moniammatillisesti asiantuntijoiden viliseni yhteistydni, jossa kokemusten jakaminen
tukee oppimista ja mahdollistaa sitoutumisen uusiin toimintatapoihin sekd uusien ideoiden
ja innovaatioiden syntymisen (mm. Haho, 2002). Yhteiskehittelyn prosessit ovat toisiinsa
kietoutuneita ja toisiaan muokkaavia, jolloin oppiminen on tiedon luomista jokapiiviiseen
tydhén osallistumalla (mm. Fenwick, 2008). Yhteiskehittelyssi pyritdin 16ytimiin dialogin
keinoin yhteisii kisityksii sovittamalla yhteen erilaisia nikdkulmia ja tulkintoja tietoperustasta.
Oleellista on erilaista ajattelua edustavien tahojen osallistuminen, asiantuntijoiden ja asiakkaiden
keskindinen vuorovaikutus, ongelmalihtsisyys seki erityisesti kiytinnén tydhén liittyvin hiljaisen
tietimyksen nikyviksi tekeminen (mm. Orlikowski, 2002; Polanyi, 1997). Samalla pyritiin
tiyttimidn “alhaalta ylos” ja “ylhiilti alas” -ajattelun vilisti kuilua (vrt. Sotarauta & Kautonen,
2007).

Yhteiskehittelyyn osallistuvat tahot luovat tietoperustasta uusia merkityksii. Merkitysten
antaminen on prosessi, jossa toimijat havainnoivat toimintaympiristdiin ja suhteuttavat
havainnointinsa tuloksena syntynytti tietoa omiin toimintoihinsa tai kiinnostuksen kohteisiinsa
(vrt. Douglass & Moustakas, 1985; Sotarauta ym., 2008). Jos uudet merkitykset muuttavat
vuorovaikutukseen osallistujien asenteita ja perusolettamuksia niin tilldin voi olla kysymys
uudistavasta oppimisesta (Beairsto & Ruohotie, 2003; vrt. Mezirow, 2000), jolloin osallistujat
alkavat kehittdd uudenlaisia prosesseja, menetelmii ja mentaalisia malleja, joilla on vaikutusta
arjen toiminnan viitekehyksiin ja toimintojen identiteettiin (Argyris, 1999; Beairsto ym., 2003).

Alueen kehittiminen on vuorovaikutteinen kehittdjiverkostojen vilinen prosessi, jossa johtaminen
on jaettua (Ropo ym., 2005.) Tavoitteena on vaikuttaa muiden toimijoiden ajatteluun seki
toimintaan kiynnistimilli ja johtamalla kehittimisprosesseja (Sotarauta, Kosonen & Viljamaa,
2007; Ropo ym., 2005.) Johtajuus miirittyy siis toiminnan eiki omistajuuden tai aseman kautta,
joten johtajuutta ilmenee muuallakin kuin johtaja-alaissuhteissa. Toimintaa johdetaan ja ohjataan
yli organisaatiorajojen. Jacttu johtajuus keskittyy visioiden ja muutosten sosiaaliseen tuottamiseen.
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Niiden tuottaminen tapahtuu yksilétason sijasta yhteisesti, jolloin vahvan johtajahahmon tilalle
nousee kuunteleva ja muille tilaa antava jaettu johtajuus.

Generatiivisessa johtajuudessa toimijat pyrkivit johdattamaan toisiaan uuden synnyttimiseen,
luovuuteen ja uusien polkujen etsimiseen. Toimijoilla on nikemyksid tulevaisuudesta, joita
kiytetdin visioiden tulkitsemiseen kdytinnon toiminnaksi. Kysymys on vaikutusvallasta, joka
on taivuttelevaa ja jolla voidaan muuttaa toimintamalleja, asenteita ja uskomuksia. (Sotarauta
ym., 2007; Kiveld, 2009.) Generatiivinen johtajuus pyrkii kohdentamaan yhteisti ajattelua ja
vaikuttamaan kehittimissuuntien hahmottumiseen. Pidmairini on, ettd yhteisty6 toimintatapana
juurtuu alueellisen yhteistoiminnan mekanismeihin (Sotarauta ym., 2007). Niin saadaan aikaan
ratkaisuja, jotka nousevat dynaamisista prosesseista ja ovat riippuvaisia tilanteista ja konteksteista

seki sen harkinnasta, miki on mahdollista ja miki ei (Stoker, 1997).

Transformationaalisessa johtamisessa on keskeistd yhteisen tavoitteen ja tahdon synnyttiminen
seki tietoisuuden tason nostaminen tirkeissi asioissa (Bass, 1997; Bass, 1998). Johtamisen
ulottuvuuksia ovat Bassin (1997) mukaan osaamisesta huolehtiminen, toimijoiden keskiniisen
luottamuksen rakentaminen, ihmisten aito kohtaaminen seki inspiroiva motivointi ja ilyllinen
stimulointi. Johtamismalli niikee johtamisen vahvasti merkitysten, arvojen ja visioiden maailmaan
kuuluvana ilmiéni, miki edellyttidd Beairsto ym. (2003) mukaan my®s itseluottamusta, sisdistd
onnistumisen halua seki oikeiden ja hyvien ratkaisujen arvostamista.

Menetelmat

Tutkimusta toteutetaan toimintatutkimuksena (mm. Bradbury Huang, 2010), jossa
kiytetdin autoetnografisia menetelmii (mm. Anderson, 2006; Hammersley, 2006).
Toimintatutkimuksen rungon muodostavat useiden kehittijiverkostossa toteutettavien
ESR-projektien kehittimistavoitteet ja toimenpiteet. Niistd projekteista yksi on timin
artikkelin fokuksena oleva ennakointiprojekti. Autoetnografiassa nojataan fenomenologiseen
lihestymistapaan, joten tutkimuksessa syntyvi tieto perustuu projektien toiminnasta saataviin
kokemuksiin. Hermeneuttisen ymmirtimisen metodina on tutkijan omien ja kehittdjiverkoston
avainhenkildiden kehittdjiverkostossa saamiensa kokemusten tuottamien merkitysten tulkinta.

Tutkija ja projektien avainhenkildt muodostavat vuorovaikutteisen fokusryhmin (vrt. Davis
& Ellis, 2008). Tutkimuksen laadullinen raaka-aineisto muodostuu havaintoina erilaisista
mielipiteistd, tapahtumaketjuista, kisityksistd, uskomuksista, ilmidistd ja kiyttdytymisestd
(Metsimuuronen 2009; Gadamer, 2004). Varsinainen tutkimusaineisto muodostuu raaka-
aineiston tulkinnasta. Fokusryhmiin jisenten kanssa kiytivit reflektiiviset ja pohtivat keskustelut
liitedvit verkoston arjen tapahtumat osaksi kehittijiverkoston prosessimaista kehittymisti.
Tutkimusaineistoa hallitaan jatkuvalla sisillon analyysilld. Autoetnografisen tutkimuksen luonteen
mukaisesti aineistoa kirjoitetaan nikyviksi yhi uudelleen ja uudelleen tieteellisten artikkeleiden,
esseiden, raporttien ja arjen tarinoiden muodossa.
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Tulokset

Osaamistarpeiden klusteriennakointi on projektin aikana yhdistetty asiakasprosesseja ennakoimalla
klusterin ja klusteriyrityksen osaamisen kehittimisen prosesseihin. Kehittimistoimintaan on
osallistunut viljaklusterin keskeisten yritysten ja koulutuksen asiantuntijoita ja johtoa, viljan
terveysvaikutuksiin ja kulutuskiyttiytymiseen kytkeytyneitd kansallisia tutkimustahoja,
maaseudun kehittimistd ja rakennemuutosta ennakoivia projekteja, maakunnan strategisesta
kehittimisesti ja yritysten toiminnan edistimisestd vastaavia organisaatioita sckd monentyyppisid
kuluttajia. Monet yhteyksisti ovat olleet melko epityypillisid (innovatiivisia), mutta yhteistydhon
on osallistunut my®s pitkiin keskiniisti yhteistydti tehneiti tahoja. ESR-projekti on tarjonnut
mahdollisuuden erilaisten osaamisten kohtaamiseen ja resurssien kohdentamiseen.

Ennakointia on tehty olemassa olevissa tydryhmissi (esim. johtoryhmi ja kehittimisryhmit)
sekd uusissa, olemassa olevia yhteistyorakenteita tiydentivissi organisoitumismuodoissa
(esim. innovaatiosessiot, tulevaisuustydpajat, messutoiminta). Yhteistyotahoille on pyritty
16ytimdin mielekkiitd toiminta- ja osallistumismuotoja seki mahdollisuuksia tunnistaa ja
saavuttaa hydtyji oman toiminnan kehittimiseen. Ennakointiasiantuntijoiden roolina on ollut
kulutuskdyttiytymisen muutoshaasteiden ja trendien tutkiminen ja nikyviksi tekeminen.
Kehittijiverkostojen vilinen yhteistyd on vihitellen voimistunut, kun eri tahojen yhteiset intressit
ovat alkaneet hahmottua, keskindinen luottamus ja avoimuus ovat kasvaneet ja toiminta on
saanut uusia, kysyntilihtdisempid muotoja. Motivaatio toiminnan kehittimiseen on osallistujien
mukaan kasvanut, vaikka kehittijiverkostojen yhteistyon kidynnistyminen on ollutkin alussa
melko vaikeaa ja hidasta mm. verkostojen vilisen luottamuksen vihyyden ja konkreettisten
hydtyjen abstraktisuuden vuoksi.

Ennakointiprosessissa on kiytetty tulevaisuudentutkimukselle tyypillisia menetelmii kuten
Future Scanning, Delfoi- ja innovaatiosessio- ja skenaariomenetelmii seki sosiaalisen median
monitorointia. Kyseisten menetelmien kokeilut ovat muodostaneet kehittijiverkostojen
vilisen, alueellisen yhteiskehittely-prosessin, jonka eri muotoihin johdon edustajat,
kansalliset ja alueelliset asiantuntijat sekd kuluttajat ovat osallistuneet. Menetelmii on pidetty
mielenkiintoisina ja innovatiivisina. Menetelmii ja niiden keskiniisii rooleja on kuitenkin
pitinyt merkittivin paljon hioa ja riitiloidi klusteriennakointiin soveltuviksi. Yhteiskehittelyyn
osallistuneet tahot ovat osoittaneet korkeaa aktiivisuutta ja sitoutumista erityisesti yhteiséllisiin
menetelmiin perustuvissa menetelmissi ja tydvaiheissa. Yhteiskehittelyn lisiksi valtakunnallisten
asiantuntijoiden ja koulutuksen edustajien kanssa on kiyty henkilskohtaisia keskusteluja ja
pohdintoja osaamiskvalifikaatioiden luonteesta ja tulevista osaamistarpeiden muutoksista. Tilld
tavoin on pyritty proaktiivisesti vaikuttamaan oppimisympiristdjen kehittimiseen ja edistimiin
ennakointitietojen juurtumista jo ennen kuin varsinaiset ennakointitulokset ovat lopullisesti
valmistuneet.

Tulevaisuudentutkimuksen tydkaluilla on kyetty nostamaan esiin uusia, kulutuskiyttiytymisen
muutokseen liittyvid nikékulmia, joiden avaamisen yhteydessi on 18ydetty valtava midri uusia
kysymyksid. Kysymysten ratkaiseminen on tapahtunut yhteistoiminnallisesti, mikd on avannut
mahdollisuuden hahmottaa monien eri tahojen yhteistyoni uudenlaisia nikemyksii tulevaisuuden
ilmidistd ja vahvistuvista trendeisti. Skenaariotydssi eri tahojen yhteisid intressejd, pidmaarid
ja nikemyksid on sovitettu yhteen. Yhteiskehittelyn tuloksena kehittdjiverkostot ovat luoneet
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valtakunnallisen viljaketjun pitkin aikavilin tulevaisuuskuvat, jotka on yhdessi muunnettu
yritystasoisiksi tulevaisuuden osaamiskvalifikaatioiksi. Erityisesti niissi ovat korostuneet
normatiiviset ja innovatiiviset kvalifikaatiot (Suontama, Hautamiki & Leveilahti, 2011).
Osaamiskvalifikaatiot tullaan myshemmin muuntamaan tyontekijitasoisiksi osaamistarpeiksi
eri kehittdjitahojen vuorovaikutusta ja dialogia yhdistivilli menetelmilla.

Yhteisollisten menetelmien avulla on luotu uutta tietoa, joka on samalla mahdollistanut
osallistujien oppimisen. Oppimisprosessin avulla on samanaikaisesti seki kasvatettu ettd
kyseenalaistettu eri tahojen tuottamia ennakointituloksia. Oppimisessa on tihditty asiakas- ja
kuluttajalihtdisempien kiytintdjen innovoimiseen ja tuottamiseen. Titd on tuettu rakentamalla
foorumeita erilaisten osaamisten kohtaamiseksi, jolloin on pidsty samalla rakentamaan eri
kehiccimiskerroksien vilisid yhteyksid. Yhteistydhon on saatu erilaisten yhteis6llisten mekanismien
avulla liitettyd kansainvilisid, valtakunnallisia, alueellisia ja organisaatiotasoisia nikékulmia.
Keskeisimpini mekanismina on ollut sosiaalisten verkostojen luominen eri kehittimiskerroksien
ja uusien verkostojen vilille. Verkottamisessa on kiytetty hyviksi mm. sosiaalisen median
sovelluksia ja liittymistd erilaisiin henkildtason kehittimisverkostoihin. Keskiniisen luottamuksen
paraneminen ja oppimisorientoituneisuus ovat luoneet osallistujille edellytyksii tuottaa ja
arvioida ennakointituloksia. Samalla on luotu edellytyksii ennakointitietojen monipuolisempaan
hyddyntimiseen. Timi on kannustanut verkoston kehittimistydryhmii ja yksilditd yhd parempien
uusien kiytintdjen ja ratkaisujen innovoimiseen.

Johtopaatokset

Ennakointitydssi on todettu, ettd nykyhetken edellikivijikuluttajien kiyttdytyminen muuttuu
vihitellen kuluttajien valtavirran kiyttdytymiseksi. Timi perustuu mm. innovaation diffuusion
vaikutukseen (Rogers, 2003). Tistd nikokulmasta ennakoinnissa on pyritty tunnistamaan niitd
prosesseja, joiden myéti tuotannon, jakelun ja kulutuksen organisoituminen muuttuu ajan
kuluessa (Boschma ym., 2007) ja korostamaan ennakointimenetelmissi asiakkaiden osallistumista

(vrt. af Heurlin, 2008; von Hippeln, 2005).

Klusteriennakointi voidaan nihdi alueellisena kehittimisalustana (mm. Boschma ym. 2007),
jonka innovaatioympiristén vilittivit mekanismit tarjoavat viljaklusterin ja muiden verkostojen
kiyttoon uusien kehityspolkujen hahmottamiseksi. Téssi tapauksessa vilittdvini mekanismina
toimii kolmivuotinen ESR-projekti. Kehittimisalusta-lihestymistapa mahdollistaa uusien,
yhteisten kehityspolkujen hahmottamisen, jolloin viljaklusteri saa mahdollisuuden huomioida
asiakkaiden kulutuskiyttdytymisti ohjaavat uudenlaiset ilmict ja trendit. Tdmi avaa klusterille
erittdin laajan kehittimisikkunan meneilldin olevaan muutokseen ja tulevaisuuden tarpeisiin.
Tistd nikokulmasta klusteriennakointi sijoittuu innovaatiojirjestelmin tietoa tuottavaan osaan.

(vrt. Tédding ym., 2005.)

Ennakointiprosessin aikana on saatu luotua yhteiskehittelyprosessin (mm. Engestrom, 2004;
Fenwick, 2008) avulla valtakunnallisesti merkittivi tietoperusta viljaklustereiden kehittimisen
tueksi. Yhteiskehittelyprosessissa on kiytetty monipuolisia yhteiséllisii metodeja, monikanavaista
viestintdd ja vuorovaikutusta seki dialogista vuorovaikutusotetta. Sosiaalisen piioman kasvu
on edistinyt verkoston toimintaan osallistuvien henkildiden oppimista (vrt. Blomgqvist,
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2002). Tdmi on tarkoittanut pienimuotoisten kehittimisryhmien rakentumista seki erilaisten
ryhmien ja ihmisten kohtaamista tukevien ympiristdjen aktivoimista, joissa vapaamuotoinen
“tulevaisuuspérind” ja kasvokkain tapahtuva yhteistyd on mahdollistunut (vrt. Asheim,
Coenen & Vang, 2007; Bathelt, Malmberg & Maskel, 2004). Vuorovaikutussuhteet ovat olleet
monikerroksisia ja verkostomaisia yksittiisten ihmisten, yritysten, klusterin, kehittijiverkoston ja
valtakunnallisten asiantuntijoiden keskiniisid yhteyksid. Niiden ansiosta verkoston yhteistoiminta
on voimistunut muodostaen jatkuvasti uusia vuorovaikutus- ja oppimisrakenteita (Doz ym.,
2000; Hautamiki, 2009a).

Ennakointitiedon luominen on mahdollistanut monipuolisen kuvan saamisen tulevaisuuden
muutoshaasteiden vaikutuksista. Tietoperusta on syventynyt prosessissa, jossa on sovitettu
yhteen osallistujien erilaisia osaamisia ja lihtokohtia. Tilloin on saavutettu verkostomainen,
kiytedjilihtoinen ja avointa innovaatiota (Chesborough, 2003) edistivi yhteistydprosessi (vrt.
Harmaakorpi, 2008; Stihle & Sotarauta, 2003). Kysymys on ollut ns. absorptiivisen kapasiteetin
(Harmaakorpi, 2008) luomisesta eli uuden tiedon hankinnasta viljaklusterin ja koulutuksen
kiyttdon, sen sulauttamisesta molempien kehitysnikymiin, muuntamisesta osapuolten
kannalta kiyttokelpoiseen muotoon ja lopulta sen hyddyntimisesti osaamisen kehittimisessi ja
yhteistydmuotojen laajentamisessa.

Klusteriennakoinnin toteuttamisessa on tullut nikyviksi verkostomaisen kehittimistyon
ja prosessien syklisyys. Klusteriennakointi on osoittanut, ettid tiedon luomisen, oppimisen
ja innovaatiotoiminnan prosessit muodostavat verkoston arjen toiminnassa vihitellen
voimistuvan, keskindisen syklisen mekanismin. Kyseiset prosessit ovat itsessidnkin syklisid
prosesseja. Tiedon muuttuminen implisiittisestd eksplisiittiseksi edellytcdd syklistd ihmisten
vilistd vuorovaikutusprosessia. (mm. Nonaka & Takeuchi, 1995; Polanyi, 1997.) Oppiminen
verkostossa tapahtuu syklisissi prosesseissa kokemuksellisesti (mm. Kolb, 1984) ja ekspansiivisesti
(mm. Engestrém, 2004). Lisiksi innovaatioprosessit ovat muuttuneet kiyttdjilihtdisemmiksi
(von Hippeln, 2005) sisiltden toistuvia konseptoinnin, tuotekehityksen, kaupallistamisen
ja tuotteistamisen sykleji. Tdssi kokonaisuudessa saattaa olla kysymys transformaatiosta,
jossa uudistava oppiminen (mm. Beairsto & Ruohotie, 2003; Mezirow, 2000) on tuottanut
ennakointitiedosta (tiedon luominen) eri tahoille uusia merkityksid (oppiminen), jotka ovat
vaikuttaneet uusien ratkaisujen vilitykselld (innovaatiotoiminta) toiminnallisiin muutoksiin.
Uudistava ja yhteisollisyyteen perustuva oppiminen on ndyttinyt edistivin tilli tavoin
absorptiivisen kapasiteetin kasvamista. Uudistavan oppimisen voimakas yhteys viljaklusterin
yritysten arvonluontiin on sitouttanut ja voimaannuttanut klusterin johtoa ja asiantuntijoita
uudistavien toimenpiteiden suunnittelemiseen. Lisiksi se on vauhdittanut yritysklusterin sekd
koulutusta ja tutkimusta edustavien tahojen keskindisen yhteistyon rakentumista.

Osaamistarpeiden klusteriennakoinnin toteuttaminen kehittdjiverkostojen yhteiseni
prosessina on synnyttinyt pitkin aikavilin osaamista uusien ja innovatiivisten kehityspolkujen
hahmottamiseksi ja toteuttamiseksi. Ennakointitietojen luomisessa ja oppimisessa on kyetty
luomaan uusia merkityksid, joiden avulla kehittdjaverkostojen toimijoille on avautunut uusia
kehitysnikymii. He ovat tarkastelleet toimintaympiristoddn ja suhteuttaneet havainnointinsa
tuloksena syntynytti informaatiota omiin toimintoihinsa tai kiinnostuksen kohteisiinsa. (vrt.
Sotarauta ym. 2008.) Kehitysnikymii on kiytetty innovaatiotoiminnan kiihdyttimisessi, jossa
on voitu huomioida klusteriennakoinnin nikyviksi tekemid, kulutuskiyttiytymistd ohjaavia

69



uudenlaisia ilmiditi ja trendeji. Monipuolinen vuorovaikutus seki avoimen innovaation henki
ovat edistineet oppimista. Klusteriennakoinnin avulla viljaklusteri on samanaikaisesti liictynyt
yhi vahvemmin alueen evolutionaariseen kehittymiseen (mm. Kostiainen, 2008; Lester, 2006;
Sotarauta, 2007), jolloin toiminnan luonne on alkanut muistuttaa ns. Oppivan talouden mallia.
(Kautonen, 2008; Lundvall, Johnson, Andersen & Dalum, 2002; Morgan, 1997.)

Jaetulla johtamisella on kyetty tukemaan toisilleen vieraiden verkostojen, yritysten ja
koulutusorganisaatioiden sekd eri tahojen asiantuntijoiden vilisti oppimista yhteisilld
kehittimisareenoilla. Sen tehtivini on ollut verkostomaisen ja innovatiivisen kehittimistydn
vahvistaminen ja yhteiseen kehittimisvisioon pyrkiminen. (vrt. Sotarauta & Mustikkamiki,
2008.) Klusteriennakointi on osoittanut, etti verkostojen tulee kyeti hahmottamaan
tietimys- ja informaatiovirtoja (Castells, 1996), jotka ovat olemassa klusterin, koulutuksen
ja tutkimuksen seki aluekehitystahojen vililli. Uudenlaisella yrityskentin, koulutuksen ja
aluekehitystahojen viliselld yhteistyolld on etsitty uutta, tunnistettu heikkoja signaaleja, arvioitu
villien korttien toteutumista ja kytketty titi kokonaisuutta nykyisyyteen antamalla olemassa
oleville asioille uusia merkityksid. Alueellisten kehittdjiverkostojen tehtivini on ollut luoda
edellytyksid uusien merkitysten nikyviksi tekemiselle. Kehittdjiaverkostoa uudistava toiminta
ndyttdd syntyvin syklisessi, alueellisessa prosessissa, joka voimistuu vihitellen uudenlaisen
ennakointitiedon luomisen, merkityksii tuottavan yhteiséllisen oppimisen ja kiytintolihtdiscd
innovaatiotoiminnan vaikutuksesta. Kyseisen prosessin tuloksellisuuteen voidaan ratkaisevasti
vaikuttaa transformationaalisella (mm. Bass, 1998; Beairisto ym., 2003) ja generatiivisella (Kiveld,
2009; Sotarauta ym., 2007) johtamisella, miki tapahtuu vahvan vuorovaikutuksen, avoimuuden,
keskiniisen luottamuksen ja kunnioituksen hengessi.

Pohdinta

Ennakoinnin vaikuttavuuden parantamiseksi on pyritty 18ytimain yhteisesti sovittuja, jatkuvia
verkostojen vilisid mekanismeja jo varsinaisen klusteriennakoinnin aikana. Yhteinen matka
ennakointituloksina tuotettuihin viljaklusterin tulevaisuuksiin on siis kiynnistetty jo projektin
aikana. Ennakointityd ja sen tulokset ovat vahvistaneet kehittijiverkostojen yhteisen tekemisen
kulttuuria ja yhteistd tahtotilaa. Ennakoinnin jatkuminen kehittdmispuheena ja kehittimistekoina
uusissa klusterimaisissa yhteistyorakenteissa voisi jatkossa tukea alueellisen innovaatioympiriston
muodostumista ja muotoutumista ja vahvistaa kehittijiverkostojen tiedon luomisen, oppimisen
ja innovaatiotoiminnan prosesseja. Systemaattisemmalla jaetulla johtamisella voitaisiin parantaa
kyseisten prosessien toimivuutta mm. kiyttimilld yhteisollisida menetelmii verkostojen omissa
oppimisrakenteissa ja hahmottamalla keskeisid tietimys- ja informaatiovirtoja yritysten,
koulutuksen ja tutkimuksen seki aluekehitystahojen vilill.

Suureksi haasteeksi on muodostumassa kyky luoda piijithimildisessi innovaatioympiristossi
moninaisia foorumeita, kehittimisalustoja ja prosesseja. Ne ovat vilttimittdmid erilaisten
osaamisten kohtaamiseksi ja kombinoitumiseksi. Timi on oleellinen kysymys myds Piijic-
Himeen viljaklusterille, joka voi tiydentii omaa osaamistaan innovaatioympiristén toisten
toimijoiden osaamisella niin, ettd tuloksena voi syntyd uutta huippuosaamista. Tistd on
muodostumassa menestymisen perusedellytys lihitulevaisuudessa, kun viljaketjun tulee uudistua
kuluttajalihtoisesti. Haasteena innovaatioympiristén nikékulmasta on kyetd tunnistamaan oma
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osaaminen ja 18ytdd sellaisia kumppaneita, joiden osaaminen yhdessi oman osaamisen kanssa
luo pohjan prosesseille, joissa erilaisuuden kohtaamisen tuloksena syntyy uutta tietoa, oppimista
sekd innovatiivisia tuotteita ja palveluita.

Klusteriennakoinnin p#dtavoitteena on ollut uusien ennakointimenetelmien kehittiminen,
osaamisen kohtaannon parantaminen ja viljaketjun tulevaisuuden osaamistarpeiden miirittely.
Klusteriennakoinnin toteuttaminen kehittijiverkostojen viliseni yhteistydni on tuonut esiin
my®s monia uusia, alueellisia osaamistarpeita. Tehokkaat, yhteiskehittelyd tukevat menetelmit
edellytcivit sitd, ettd verkostoilla on kiytettivissd resursseja ja osaamista yhteiséllisen oppimisen,
kiytintslihtdisen innovaatiotoiminnan ja eri tahojen johdon ja asiantuntijoiden kohtaamisen
toteuttamiseen. Kyseisid taitoja tarvitaan erityisesti kehittimisalustoilla toimivissa vilittdvissd
mekanismeissa. Vilittivissi mekanismeissa kohtaavat tahot tarvitsevat verkostoitumis- ja
yhteistydosaamista, jossa korostuvat vuorovaikutukselliset ja viestinnilliset osaamiset. Niiti taitoja
tarvitaan erityisesti silloin, kun verkostoissa ennakoidaan erittdin monimutkaisia ja nopeasti
muuttuvia globaaleja ilmiditd ja pyritdin 18ytimain niiden merkitykset yrityksien ja koulutuksen
toiminnan kehittimisessi. Lisiksi vuorovaikutus- ja viestintitaidot ovat tarpeen, kun ohjataan
verkostoituvaa liiketoimintaa ja kumppanuussuhteita seki hyddynnetiin monimutkaisia ja
avoimia tilanteita luovan jinnitteen lihteend. Tillaiseen verkostojen viliseen yhteistoimintaan,
tulevaisuuden hahmottamiseen ja muutosten sosiaaliseen tuottamiseen tarvitaan erityisid
johtamistaitoja — jaettua johtajuutta.
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Kristiina Soini-Salomaa

8. IMAGES OF THE FUTURE OF CRAFTSMANSHIP
Abstract

This study focuses on alternative images of the future of craftsmanship and the craft and design
professions. The main research question is as follows: what are the possible alternative futures
for the craft and design field in the eyes of students and professionals? This question is examined
through interviews, workshops, narrative storytelling and a Delphi panel. The aim of the study
is also to provide new information for vocational education. The results challenge educators to
pay more attention to the future as well as to changes in the operational environment. Further,
in design education, a transition should be made from the current product-oriented model to
a process-oriented one.

Keywords: images of the future, craft, design, entrepreneurship, competence

Introduction

The creative industries are rising in importance in today’s economy. Particularly in the craft and
design field, many surveys and development projects have be been implemented in Finland
in recent decades (e.g., The Finnish Craft Organization, 1998, 2001; Johnsson & Ayviiri,
1996; Kilvidinen, 2005; Lidh ,2005; Luova Suomi, 2010; Luutonen & Tervonen, 2008, 2009;
Luutonen & Ayviri, 2002; Ministry of Education and Culture, 2010; Ministry of Trade and
Industry, 2006, 2007; Ruoppila, 2007).

Craft and design are creative industries. Resulting from the ongoing transformation of the
creative sector, the field of craft and design is looking for new activity models. The growth of
the experience economy, as well as welfare and leisure services, is engendering new customer
needs. The craft and design field requires partners, networks and innovative professional models,
in order to respond to these needs. Further, the transition from a product-oriented model to
process-oriented and customer-oriented models will require novel professional skills.

A craft entrepreneur’s success depends on personal skills, the craft products and mastery of the
whole craft process. On the other hand, craft entrepreneurship is limited by exiguous economic
and personal resources. According to a number of researchers (Fillis, 2004, 2008; HKU, 2010;
Luutonen & Ayviri, 2002; Reijonen & Komppula, 2007; Simpson, Tuck & Bellamy, 2004;
Walker & Brown, 2004) the motivation and success factors in craft and design entrepreneurship
are based on factors different from those in other business sectors. Well-being and a better
opportunity to manage one’s own career seem to be appreciated more highly than economic
success.
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The future of craftsmanship is intertwined with current wide-ranging social change. Certain
megatrends are inevitably influencing the development of the field, but the essential factors are
the actors’ own decisions and ability with respect to responding to rapid change. On the other
hand, the long tradition of craftsmanship can hinder radical new innovations — yet it can ensure
survival in an unpredictable future (Fry, 2011; Fuad-Luke, 2009).

Research Questions

What will craftsmanship be in the future? How will the professional identity of craft and design be
reconstructed? And how will craft and design education respond to these challenges? The research
objective is to investigate alternative developmental paths that might spell a desirable future for
the craft and design sector. Because the future is dependent on choices made in the present,
determining what choices may lead to a desirable future is essential. Another aim of the research
is to motivate individuals to evaluate values and aims, in order to make innovative decisions.

Theoretical Framework

How might we understand the future? How can we envisage the craft and design professions
in the future when our imaginations are restricted by the present? The essential ontology of
future studies’ is based on the question of how we understand the future in relationship to the
present and the past. The pre-eminent issue is how we understand possible world situations
and how today’s complexity is producing new entities. Ontology means conceptions of reality.
Epistemology means a theory of knowledge about how we are able to acquire information about
the world and understand it. The main epistemological question of future studies’ focuses on the
specific nature of knowledge about the future and its relationship with other traditions (Bell,
2000; Kamppinen, Malaska & Kuusi, 2003).

When the future is not determined in advance, future studies have an emancipation-like task.
Instead of passively following ongoing developments, we should assume the role of ‘makers of
the future’ and try to change society. So the emancipation task of future studies can be related to
design studies (Fry, 2009; Fuad-Luke, 2009). In this context, Niiniluoto (2009) sees designing
as an action or activity in which optimal intentions and outcomes are explored using systematic
methods. The intention can involve a material artefact such as a work of art, craft product,
machine or building, etc. This kind of activity is value-related, as the purpose is desirable to
some interest group (Kamppinen, Malaska & Kuusi, 2003; Masini, 1993; Niiniluoto, 2009;
Rubin, 2000).

Images of the future are based on an understanding of the present and the past, as well as
related interpretations, observations, beliefs, expectations, values, hopes and fears. Images of the
future have a strong influence on human and societal decision making. A positive or negative
appreciation of images of the future stimulates the making of personal and social choices and
decisions. The effect is dialectic and contrasting: decisions made in the present influence the
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quality of the future, and the quality of the image of the future influences the content of the
choices (Ono, 2003; Rubin, 2003).

According to Rubin (2000), the images of the future direct individuals” choices and motivate them
to fashion their own futures. At their best, they provide ways to react to present challenges; on
the other hand, they can diminish the ability of individuals to affect their own lives. Individuals’
thoughts and expectations concerning the future more or less qualify present frames of mind
(Rubin, 2000; see also Ono, 2003; Seppinen, 2008).

In this paper, alternative images of the future were explored from four viewpoints: (1) operational

environment, (2) professional competence, (3) operational model, and (4) professional identity.
Changes in the operational environment are the most important drivers. Professional competence,
operational models and professional identities are strongly related to the alternative operational
environments of the future.

e N
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Figurel. Theoretical framework.

Methods

Images of the future were examined through expert interviews, workshops, futuristic storytelling
and a Delphi panel. The data was collected by interviewing experts in the creative industries (n
= 3), through a workshop involving experienced entrepreneurs in the Kulta project (n = 20),
collecting the views of students in vocational, polytechnic and university levels (n = 72) and
through the Delphi panel of experts (average n = 37). The expert interviews took place in 2008,
the workshop in 2009, and the gathering of students’” data and Delphi project in 2010.

Most of the respondents answered the questionnaire during gatherings organized at educational
institutes in Southern Finland, where thinking about the future and its importance to one’s
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professional future was the theme. The questionnaire was anonymous, and background variables
such as age group, gender, education and working experience were enquired about. The participants
composed narrative stories about their envisioned professional working situation in 2020 based
on the four preceding viewpoints. The data was coded and analysed using an Atlas.ti content
analysis programme. Content analysis of the data was carried out as a theory-based analysis.
The classification was structured on the theoretical framework’s themes and research questions.

The vocational upper secondary education and training student participants were following
artisan-level courses such as home decoration and textiles, clothes-making, guitar-making and
gun-smithing. The polytechnic students were pursuing a University of Applied Sciences Master’s
Degree in Design (glass, ceramics, textile and clothing). The university-level participants were
graduating with a Master of Arts (textile design) or Master of Education (craft teacher). The data
was reflected in the designer students’ (n = 30) and vocational craft students” (n = 31) stories.
Most of the respondents (n = 50) were aged 20-29 years. Female respondents (n = 61) were
more Numerous.

The Delphi panel was designed on the basis of previous research results and foresight information.
Altogether 53 experts comprised the Internet panel representing different national expertise
in the creative industries. The three-round panel was divided according to the four research
viewpoints. The enquiries included 26 statements about the future, which were evaluated by
the expert panellists (see figure 2). Probability, desirability and notability were evaluated on a
7-point Likert scale and by verbal argumentation. Feedback and iteration were essential in the
process. All results were returned to the panel after each round.

23
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MAKER ECONOMY - 62.16%
- QUALITY FROM
FATHER TO SUN
PROBABILITY
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Maker economy in 2025, 5| 03 5
where the consumption is - 11”/3 13,51% []Aw 13,51%
based on the products of 0 0 0
0 0 2,70%
sustainability and good 0l _0.00% 0.00% Z70%] I M
quality. -3 -2 1 0 1 2 3
29
80,56%
29
DESIREBILITY
6| 03
1 16,67% | 01
0 0 0 0 A
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Figure 2. Example of statement about the future from the Delphi panel.
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Results

The results of all respondent groups reflect the transition process taking place in the creative
industries. The same issues emerged throughout the data, but the focus, attitudes and operational
models varied. Attitudes were strongly related to working experience. The students’ accounts of the
future described the hopes and fears of newcomers in the field — the future presents opportunities
but also threats. The spectrum of opportunity was felt to be wide, which complicates making
decisions. In addition, the need for security, the pressure to succeed and balancing different life
roles were pervasive in the background.

A strong entrepreneurial spirit was evident, which is quite natural. Although the students’ dreams
were related to fame, this seldom occurs. For them, the basic operational model might be a small
business in local and global networks. Standing out was seen as essential in the current conditions
of tightening competition. Unemployment is a distinct threat in the craft and design sector.

Sustainable Design

A number of global megatrends clearly emerged in the data. Changes in manufacturing in
Finland were seen as posing an essential risk. Automation and production in cheap-labour
countries were also perceived as a threat to design and craft production in Finland. The main
professional model was focused on specialized know-how and alternative design and production
practices. New ecological values were highly appreciated and it was hoped that the notion of
sustainable development would confirm the value of individualized craft products. Redesign,
recycling and vintage fashion were considered as an operational model especially by students in
clothing design and production.

Sustainable design was also seen as highly desirable by the Delphi expert panellists. If self-
sufficiency and the de-growth economy strengthen in the future, a lack of manufacturing resources
will force the creation of new operational models. The whole recycling system should be designed
and organized in a new way. In this connection, the designers’ responsibility in developing
recycling innovations was highlighted. Further, innovations in marketing, retail and delivery
were considered necessary.

Local and Global Working Environments

Local production networks were seen more probable than international ones. The students
saw employment opportunities in Finland as uncertain and noted that global production
might concentrate in Asia. However, willingness to work far from home was low. The need for
professional internalization seemed to be recognized but orientation towards the future appeared
more traditional. Previous surveys have revealed the difficulties that emerge when small businesses

internalize (Fillis, 2004, 2008; Lidh, 2005; Luutonen & Tervonen, 2008, 2009; Ruoppila 2007).

The students’ working environment descriptions related strongly to working in one’s own studio,
workshop or boutique. Many believed that a global sustainable development policy would support

79



local production and self-sufficiency (Forum for the Future, 2010; Knowledge Works Foundation,
2009). The idea was to combine work and family life or to be freer to engage in artistic work. Very
few students described working with the Internet or working in virtual collaboration networks.

The Delphi panel viewed local design clusters based on self-sufficiency as relevant but not very
probable. The experts were more willing to invest in managerial systems in the creative industries.
Concerning the development of international manager networks in the future, it was felt that
design education should concentrate on business skills, managerial know-how and collaboration
competence, and that the new professional guilds could facilitate the internationalization processes
by using new learning environments, social media and global networks. The master-apprentice
tradition in craft and design education was seen as valuable, but it was thought that the operational
models in formal education should change according to future needs. This development also
challenges teachers in terms of expertise and competence in vocational education.

Evolution of Production

The students’ descriptions of future design and production followed the traditional models
of craft manufacturing. The students envisioned the production of tailored or custom-made
clothing, home decorations and instruments. Small-scale collections and art pieces would also
be designed and produced. Manufacturing and craft skills as well as material expertise would
be important as well. The future designing process was not described in detail or in terms of
collaboration with other designers or customers: this was portrayed as an individualistic artistic
process. Noteworthy was the fact that technological innovations in design and production such
as 3D scanners and printers were not emphasized.

The Delphi panel experts were united about the revolution which is expected to change design
and production practices as well as customer behaviour. Switching to the user’s perspective,
enabled by the new design and production technology, means questioning the roles of designer
and customer. Innovative tools such as 3D printers and body scanners were predicted to change
the operational models of consumer practices. These imminent changes should be taken seriously
into account in design education. It was felt that designer expertise should broaden to include
service design, customer consultancy and collaboration competence.

Designed Well-Being

Welfare orientation was distinctly emphasized in the students’ views of the future. One’s personal
welfare was seen as very important, and craft entrepreneurship was considered a good option in
this regard. Craftsmanship and the craft identity were equated with freedom to make choices,
particularly concerning time use and lifestyles. Welfare orientation as a business model was poorly
recognized while craft and do-it-yourself activities were more popular. Pro-amateurism and do-
it-yourself movements are widely evident on the Internet and in social media at the moment.

The experts saw welfare orientation in a larger context, and connected welfare and well-being
services with tourism and health care. Challenges were seen regarding new innovations where
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the well-being business and therapy practices exploit art and craft activities. This development
means the necessity of a transformation in product and service design: the operational model
must change from a product-oriented to a process-oriented one (see also Kotro et al., 2005;
Kilvidinen, 2005). The customer will be the creator and the maker, and the added value of the
process becomes a customer’s experience and embodied knowledge.

Conclusions

The methods used provided different perspectives on images of the future. The workshop, aimed
at primarily stimulating participants into thinking about the future, highlighted the latest opinions
of today’s experienced entrepreneurs, while the narrative storytelling of the students opened up
images of what the future might be for newcomers. The data suggested interesting challenges and
developmental tasks for educators to undertake. The Delphi panel resulted in synthesized TOP
10 future thesis, that represented the most essential drivers for the future. The Delphi panellists
were pleased about the Delphi process and felt that their contribution to the results was important.

'The role of sustainable development is the most essential question when it comes to alternative
futures. The concept of sustainable development brings to the fore the challenges facing the craft
and design field. Changes in collective and individual values are driving consumer behaviour.
The success of the field depends on the ability to respond to these remarkable changes in the
operational environment.

The designing and manufacturing of items has been the purpose of craftsmanship over its
history. Tomorrow we may see a situation in which new craft products are no longer needed.
The alternative futures challenge us to redesign the design. The images of design and craft must
change. According to Fry (2011), craft must be seen in terms of the quality of things in the
future, rather than as a past practice. It needs to become intrinsic to the economy and culture
of the future. Re-crafting may bring craft into an antagonistic relationship with the existing
economic paradigm. The volume of what is manufactured and acquired must be dramatically
reduced while its quality has to improve. Moving to a quality-based economy does not imply
an economic collapse, although it would mean a reduced standard of living by current measures

but a higher quality of life (Fry 2011; Fuad-Luke, 2009).

How do the expectations of craft and design students and professionals align with the demands
of the future operational environment? The experts see limited possibilities if the field cannot
redevelop the operational models and secure new collaboration with other creative industries.
The future of the craft and design sector is replete with opportunities, but also threats. The
preconditions for a desirable future must be created today. Focusing on tomorrow’s professionalism,
the responsibility of design educators is to reconstruct the domain’s operational models.

Discussion

The creative and culture industries are growing. However, the problem is that current education
does not match with the labour markets (Ministry of Education and Culture, 2010); in the craft
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and design field the reason for this can still be seen as product-oriented education. As well, a
demand for new services might exist in the welfare and tourism sector, adapting craft and art
for new activity innovations that strengthen human’s natural desire to create things manually.

The young persons’ expectations and visions concerning education do not necessarily match
the reality in the labour markets either. The strong trend towards individuality has supposedly
strengthened the attraction of craft and design education (Ministry of Education and Culture,
2010), and the students strongly emphasized images of personal creativity and self-fulfilment.
The Finnish market can employ only a limited number of designers and craft entrepreneurs.
Innovative operational models are needed to ensure employment in Finnish design. On the other
hand, can the solution be found in small-sized local production? The need for ‘next door’ services
and customized products can strengthen regional and local craftsmanship and therefore small
business. The challenge is to create interesting, sustainable products and services.

The results challenge educators to pay much greater attention to the future and to ongoing changes
in the operational environment. As well, in design education the product-oriented model should give
way to a process-oriented one. The global ecological situation is strongly affecting production and
consumption, and the need for sustainability is redeeming the philosophy of craftsmanship. New forms
of design are needed, and the present combinations of professionalism and entrepreneurship must
be reformed. A new craft identity is emerging and the profession of craft-maker is in full transition.
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Paivi Sihvo, Arttu Puhakka & Katja Vayrynen

9. 0SAAMISYHTEISOT JA OSAAMISEN HALLINNAN
KOKONAISMALLIN KEHITTAMINEN

Abstrakti

eOSMO-hankkeessa! kehitettiin osaamisen hallinnan ratkaisuja neljiin sosiaali- ja terveysalan
organisaatioon. Kehittimisen perustana olivat seuraavat olettamukset: osaamisen hallinta perustuu
strategiaan, sen tulee olla osa toiminnan ja talouden johtamista, osaamista tulee tarkastella koko
osaamispddoman nikdkulmasta ja osaamisyhteisotydskentelyd voidaan hyddyntid uuden tiedon
ja osaamisen tuottamisessa. Tuloksena syntyi nelji erilaista osaamisen hallinnan toimintamallia
ja niihin liictyvit tyovilineet. Osaamisen hallinnan kehittimisen suurin hyéty on siitd viridvi
yhteinen keskustelu organisaation tulevaisuudesta, tavoitteista seki organisaatiossa tarvittavasta
osaamisesta, osaamisen kehittdmisestd, uudistamisesta ja hyodyntimisesti. Osaamisyhteisd on
toimiva tapa kehittdd osaamisen hallintaa sosiaali- ja terveysalan organisaatioissa.

Avainsanat: osaamisen hallinnan kokonaismalli, osaamisyhteisd, osaamisen johtaminen,

innovaatiokyvykkyys

Johdanto

eOSMO-hankkeessa kehitettiin osaamisen hallinnan ratkaisuja neljiin sosiaali- ja terveysalan
organisaatioon. Kehittimisen perustan muodostivat seuraavat teoreettiset olettamukset seki
tutkimustulokset.

Viitalan (2007) mukaan osaamisen johtaminen (knowledge management) voidaan miiritelld
kaikeksi tarkoitukselliseksi ja suunnitelmalliseksi toiminnaksi, jonka avulla organisaation
strategian edellyttimii osaamista uudistetaan, vaalitaan, kehitetddn, jactaan, hyddynnetidn ja
hankitaan. Osaamisen johtaminen voidaan mairitelld myds oppimisen nikékulmasta. Tiedon ja
osaamisen johtaminen on strategisten tavoitteiden mukaista, suunnitelmallista tiedon ja osaamisen
hallinnan sekid oppimisen prosesseja yhdistivii ja edistivid toimintaa organisaatioissa ja niissd
vallitsevissa kulttuureissa (Kivinen, 2008).

Osaamisen hallinta sisiltid strategisen osaamisen miirittelemisen, mittaamisen ja kehittimisen.
Osaamisen hallintaa ja johtamista voidaan tarkastella osaamispiioman nikékulmasta.
Osaamispddoman johtaminen tarkoittaa henkils-, rakenne- ja suhdepiioman johtamista (Otala,
2008). Rakennepiioman avulla yksildiden osaaminen muutetaan organisaation osaamiseksi. Niin
ollen osaamisen hallinnassa ja johtamisessa tulisi ottaa huomioon my®ds siti tukeva infrastrukeuuri.

1e0SMO, Osaamisen hallinnan uudet innovaatiot kehittyvien sosiaali- ja terveyspalvelujen tukena -hanketta
rahoittavat Euroopan sosiaalirahasto (ESR], Pohjois-Karjalan ja Eteld-Savon ELY-keskukset sekd hankkeessa
mukana olevat Pohjois-Karjalan sairaanhoito- ja sosiaalipalvelujen kuntayhtyma, Joensuun kaupunki, Liperi-
Outokumpu yhteistoiminta-alue ja Heindveden kunta. Hanketta toteuttavat Pohjois-Karjalan ammattikorkeakoulu
(hallinnoija), Itd-Suomen yliopiston koulutus- ja kehittdmispalvelu Aducate ja Pohjois-Karjalan Aikuisopisto.
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Viitalan (2002) mukaan osaamisen johtaminen sisiltid myds seuraavat elementit: suunnan
antaminen, tuen antaminen oppimiselle, johdon antama esimerkki ja oppimista tukeva ilmapiiri.
Osaamisen hallinnan merkitys organisaatiossa tapahtuvalle paitoksenteolle korostuu, kun asiat
monimutkaistuvat. Osaamisen hallinta tulisi kytkeid pddtoksentekoon asioissa, jotka riippuvat
monialaisista osaamisvoimavaroista tai vaikuttavat niihin voimakkaasti. Osaamisen hallinta
edellytcdd myds tietojen kerddmisti ja osaamisen analysointia seki yhteniisti ajattelumallia, jossa
korostuu osaamisen ja strategisen menestyksen vilinen yhteys (Boudreau & Ramstad, 2010).
Timi edellyttid osaamisen hallinnan nostamista talouden ja toiminnan johtamisen rinnalle (vrt.
STM, 2010) seki integroimista osaksi organisaation johtamisjirjestelmii ja luonnolliseksi osaksi
organisaation toimintaa (vrt. Uotila ym., 2010).

Sosiaali- ja terveydenhuollon toiminnan luonne edellyttid uudenlaista ja kokonaisvaltaista tiedon
ja osaamisen johtamisen lihestymistapaa ja toimintamalleja organisaation osaamisen johtamiselle.
Siind suuri paino on uuden tiedon ja osaamisen syntymisen, yhdistimisen ja hyddyntimisen
edistimisessi (Kivinen, 2008; Oikarinen & Pihkala, 2010). Kivisen (2008) tutkimuksessa
havaittiin, ettd uuden tiedon ja osaamisen eteneminen organisaatiotasolle jii osittain toteutumatta
horisontaalisten, tasavertaisten tictovirtojen ja dialogissa syntyneiden yhteisten tulkintojen osalta.
eOSMO-hankkeessa osaamisen hallintaa kehitettiin organisaatiotasolla, jonka vuoksi Kivisen
esittimi haaste pyrittiin ratkaisemaan osaamisyhteisdjen avulla.

Kiytintoyhteisd, tissi tutkimuksessa osaamisyhteisé (community of practice), on ryhmi
henkilsiti, jotka haluavat jakaa tietonsa, oppia yhdessi seki luoda ja kehittdd uutta tietoa
ja osaamista yhteisten arvojen puitteissa (vrt. Hakkarainen ym., 2003; Wenger, 2006).
Korkeatasoinen osaaminen ja uudet ideat syntyvit ja vilittyvit juuri tillaisten yhteisojen kautta.
eOSMO-hankkeessa osaamisyhteisot olivat tietoisesti rakennettuja yhteissji, joiden jisenet
valikoituivat oman mielenkiinnon mukaan ja edustivat organisaation eri tasoja ja ammattiryhmia.

Kehittamistyon tarkoitus ja kysymyksen asettelu

eOSMO-hankkeessa kehitettiin osaamisen hallinnan kokonaisuutta neljissi kunnallisessa
sosiaali- ja terveyshuollon organisaatiossa: sairaanhoidon ja sosiaalipalveluiden kuntayhtymi,
kaupungin kotihoito ja sairaala, kahden kunnan sosiaali- ja terveydenhuollon yhteistoiminta-
alue seki kunnan peruspalvelut.

Tissi artikkelissa keskitytddn kuvaamaan kehitettyji osaamisen hallinnan kokonaismalleja seki
osaamisyhteisdtydskentelyid uutta osaamista ja innovaatioita synnyttivini tydskentelytapana.
Artikkelin kirjoittamisessa on hyddynnetty hankkeen aikana kerittyi itsearviointitietoa ja
kehittimistydssi syntyneiti kokemuksia. Artikkelin kirjoitusvaiheessa osaamisen hallinnan
toimintamallien kiyttdénottaminen oli kesken, jonka vuoksi tutkimustietoa ei ollut vield kiytdssd
ja tulokset ovat alustavia tulkintoja. Hanke sisilsi myds muuta osaamisen hallintaan liittyvii
kehittdmistydtd, joka on rajattu tdmin artikkelin ulkopuolelle.
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Kehittamistyon toteutus

Kehittimistyotd toteuttivat erilaiset omassa organisaatiossa osaamisen hallinnan tydvilineitd
kehittdvit osaamisyhteisdt ja organisaatioiden johtoryhmistd koostuvat organisaatiokohtaiset
innofoorumit.

Osaamisyhteisdjen tydskentelyd osaamisen hallinnan kehictimiseksi tuettiin vuoden kestivilld
valmennusprosessilla, joka sisilsi yhteisti ja organisaatiokohtaista valmennusta. Valmennuksessa
hyddynnettiin tydotetta, jossa korostui dialogin kautta syntyvi yhteinen ymmarrys kehitettivisti
asiasta. Valmennuksessa ei tarjottu valmiita ratkaisuja, vaan osaamisyhteissille esiteltiin
eri vaihtochtoja ja kehittimistydtd tuettiin voimauttavien ja suuntaavien kysymyksien
avulla. Kehittimistyossd sovellettiin yhteiséllisid innovaatiokyvykkyyted lisddvid ja ideointia
tukevia menetelmid kuten Brainstorming, Learning Cafe, Open Space, Metaplan, Akvaario,
Innovaatiokively, Kuusi ajattelun hattua ja Kaukaiset ajatusmallit.

Osaamisen hallinnan kehittiminen alkoi innofoorumissa (organisaation ylin johto) mirittelemilld
organisaation strategiset ydinosaamiset ja osaamisen hallinnan kehittimisen tavoitteet. Timin
tydskentelyn lihtokohtana olivat organisaatioiden strategiset tavoitteet ja sosiaali- ja terveysalan
ennakointitieto. Muodostuneet organisaatiokohtaiset osaamisyhteist jatkoivat tyoti kehittimalld
osaamisen hallinnan tydvilineitd. Niitd tydvilineitd olivat mm. osaamiskartta, yksilo- ja
ryhmiosaamiskeskustelut ja osaamisen kehittimissuunnitelmat seki niihin liittyvit toiminta-
ja menettelytapaohjeet.

Kehitettyji osaamisen hallinnan tydvilineitid pilotoitiin eri tydyhteisdissi. Monipuolisten
pilotointikokemuksien pohjalta innofoorumi miiritteli osaamisen hallinnan kokonaismallin.
Miirittelyn apuna kiytettiin osaamisen hallinnan dynaamista palapelii, joka koostuu useasta
eri tavalla yhdisteltivisti palasta. Palat kuvaavat osaamisen hallinnan kokonaisuutta (ks. kuvio
1). Innofoorumit rakensivat palasista organisaationsa tarpeisiin, strategisiin tavoitteisiin ja
rakenteisiin sopivan osaamisen hallinnan kokonaismallin. Timin jilkeen osaamisen hallinnan
malli kuvattiin kirjallisesti ja siihen liitettiin prosessikuvaukset ja vuokaaviot. Prosessikuvaukset
sisilsivit osaamisen hallinnan perusprosessin. Prosessikuvauksissa huomioitiin osaamisen
hallinnan, henkildstosuunnittelun seki talouden ja toiminnan vilinen yhteys. Toisin sanoen
osaamisen hallinnan malli integroitiin organisaatioiden johtamisjirjestelmiin. Niin osaamisen
hallinta ei ole erillinen osa organisaation toimintaa, vaan se luo osaltaan pohjaa, perusteita seki
suunnan toiminnan ja talouden johtamiselle (ks. kuvio 2).
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hankkiminen ,
kehittdminen ja
hyédyntédminen

Organisaation oppimisprésgssien
hallinta

Uudistumista ja oppimista
edistavan kulttuurin Iuominen/

Oppimista edistava esimiestyo

Tyo-
hyvinvointi

Kuvio 1. Osaamisen hallinnan ja johtamisen kokonaisuus eOSMO-hankkeessa.

|
‘ Osaamisen hallinta ja johtaminen
|
|

Toiminnan ja talouden johtaminen

Kuvio 2. Osaamisen hallinta ohjaa osaltaan toiminnan ja talouden johtamista.

Mallien valmistuttua suunniteltiin myds mallin kiyttéonotto ja jalkautuminen koko
organisaatioon tai toimialueelle.
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Tulosten kuvaus
Osaamisen hallinnan ja johtamisen mallit

Kehittimistydn kuluessa havaittiin, etti osaamisen hallinnan kokonaisuus on monitahoinen ja -tasoinen
ilmié, jonka kuvaaminen oli haasteellista (vrt. Uotila ym., 2010). Téstd huolimatta olemme yrittineet
kuvata osaamisen hallinnan kokonaisuutta eOSMO-hankkeen nikdkulmasta (kuvio 1). Osaamisen
hallinta sisiltdi osaamisen johtamisen perusprosessin. Sen avulla saadaan tietoa millaista osaamista
sekd miten vaikuttavuutta arvioidaan (vrt. Viitala, 2006; Otala, 2008). Témin lisiksi organisaatiossa
tulee ratkaista, miten ennakoidaan tulevaisuudessa tarvittava osaaminen ja miten osaamisen hallintaa
toteutetaan arjessa osana toiminnan ja talouden johtamista. Organisaation kulttuurin ja rakenteiden
on mahdollistettava uuden osaamisen ja innovaatioiden syntyminen ja oppiminen organisaation eri
tasoilla. (vrt. Viitala, 2006; Oikarinen & Pihkala, 2010.) Kuviota 1 ja siitd johdettua dynaamista
palapelid hyddynnettiin osaamisen hallinnan kokonaismallien kehittimisessi.

Kehittimistydn tuloksena syntyi neljd erilaista, kunkin organisaation tarpeista ja tavoitteista
lihtevid osaamisen hallinnan ja johtamisen toimintamallia, jotka liitettiin osaksi organisaatioiden
toiminnan ja talouden johtamista (ks. taulukko 1). Osaamisen hallintaan ei ole yhti valmista
ratkaisua, vaan osaamisen hallinta rakentuu organisaatiokohtaisesti ja kehittyy toimintaympiristén
ja organisaation strategian mukaan.

Kehitetyissi osaamisen hallinnan malleissa on hyvin paljon samanlaisia elementteji, miki saattaa selictyi
organisaatioiden yhteiselld valmennuksella, valmentajien ja ohjaajien yhteneviiselld nikemykselld
osaamisen hallinnan lihtdkohdista ja sisillosti seki samoilla kiytetyilld valmennuksen apuvilineill
(esimerkiksi dynaaminen palapeli). T4std huolimatta malleissa on organisaatiokohtaisia eroja, jotka
mielestimme voidaan selittdd erilaisilla lihtokohdilla: organisaatiot poikkeavat toisistaan tavoitteidensa
ja kokonsa puolesta, ja niiden osaamisen hallinnan periaatteet ja kiytettivissd olevat osaamisen hallinnan
infrastruktuurit ovat erilaisia. Osaamisen hallinnan mallien suurimmat erot ovat infrastruktuurissa.
Isoilla organisaatioilla on kiytdssi sihkdiset HR-jirjestelmit, jotka tukevat osaamisen hallinnan
toteutumista. Pienemmissi organisaatioissa kdytettiin sihkoisid kyselyiti osaamisen kartoittamisessa
seki verkkokansiota, jonne dokumentit ja osaamisen kartoittamisen tulokset tallennettiin. Tamai
ratkaisu teetti tutkijoilla hieman enemmin manuaalista ty6ti, jotta vastaukset saatiin kisiteltyd ja
ryhmiteltyd tuloksien analysointia varten.

Osaamisen kartoittamisessa hyddynnettiin eri menetelmii. Jokaisessa organisaatiossa oli kiytossi
osaamiskartta osaamiskyselyn muodossa, henkilokohtainen kehityskeskustelu seki ryhmikehitys-
ja ryhmiosaamiskeskustelu. Kehitys- ja osaamiskeskusteluissa kisiteltiin osaamiskartoituksen
tuloksia ja niitd peilattiin mm. tychyvinvointi- ja asiakaspalautekyselyjen tuloksiin. Tami
mahdollisti laajemman nikékulman osaamisen arvioimisessa.

Mallit sisdledvit osaamisen kehittimissuunnitelmien laatimisen organisaation eri tasoilla
(vksild, ryhmi/yksikko, organisaatio). Osaamisen kehittimissuunnitelmat sisillytettiin
organisaatioiden olemassa oleviin kiytinteisiin. Esimerkiksi kehityskeskustelu, tiimisopimus ja
toimintasuunnitelmat olivat tuttuja kiytintdji organisaatioissa. Henkilokohtainen osaamisen
kehittimissuunnitelma tehtin kehityskeskustelun yhteydessi. Tiimin tai yksikon osaamisen
kehittdmissuunnitelma liitettiin tiimisopimukseen tai toimintasuunnitelmaan.
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Taulukko 1. Osaamisen hallinnan toimintamallit.

Osaamisen
hallinnan l&h-
tokohta

Osaamisarkki-
tehtuuri

Osaamisen
hallinnan
infrastruk-
tuuri

Osaamisen
kartoittaminen

Osaamisen
kehittamis-
suunnitelmien
laadinta

Osaamisen
hallinnan mal-
lin kuvaamin-
en

Yhteys toimin-
nan ja taloud-
en johtamis-
een

Kuntayhtyma

Strategialdhtdinen
(organisaation strategia)

Organisaation ydinosaami-
set, joiden pohjalta laadittu
kaikille yhteiset osaamiset
ja klinikka/yksikkékohtaiset
substanssiosaamiset. Ta-
voiteosaamiset rooleittain.

HR-jarjestelma, jonka avulla
toteutetaan osaamiskartoi-
tus, kehitys/osaamiskeskus-
telut, kehittamissuunnitel-
mat ja koulutusten hallinta.
Ohjeet HR-jarjestelmassa ja
Intrassa. HR-yksikko koor-
dinoi.

Osaamisen kartoitus
HR-jarjestelman avulla.
Henkilokohtainen kehi-
tyskeskustelu joka toinen
vuosi. Vuosittain tiimisopi-
muksen laatiminen yhte-
ydessa.

Yksild: kehityskeskuste-
lu. Yksikko: ryhmaosaa-
miskeskustelu. Klinikka-
taso: kokoaa yksikkdjen
osaamisen kehittamis-
suunnitelmien pohjalta.
Organisaatiotaso: henki-
6stoyksikko kokoaa kli-
nikkatason suunnitel-

mat ja laatii organisaation
osaamisen kehittamis-
suunnitelman johdon
asettamien linjausten
pohjalta. Arviointi osana
klinikan toimintakerto-
musta ja koko organisaati-
on osalta toiminta- ja hen-
kilostokertomuksessa.

Kuvio ja kirjallinen kuvaus
osaamisen hallinnan ko-
konaisuudesta. Prosessi-
kartta, kirjalliset proses-
sikuvaukset ja vuokaaviot
(strategisen osaamisen
maarittaminen, osaami-
sen kartoitus ja kehitta-
missuunnitelmien laadinta,
osaamisen kehittdminen ja
vaikuttavuuden arviointi).

Yksikot/klinikat: osaami-
sen kehittamissuunnitel-
mien kasittely vuosineu-
votteluissa ja sisaltyminen
toimintasuunnitelmiin. Or-
ganisaatiotaso: vuosikello,
talousarvio, toimintasuun-
nitelma; henkildsts- ja toi-
mintakertomus. Valtuus-
to: paattaa talousarvion ja
toimintasuunnitelman, saa
tiedoksi toiminta- ja hen-
kilostokertomuksen.

Kaupungin kotihoito ja
sairaala

Strategialahtéinen (so-

siaali- ja terveystoimen

strategia, yksikoiden tu-
loskortit)

Kaupungin yhteiset (pe-
rusjosaamiset, yksikko-
kohtaiset substanssiosaa-
miset. Tavoiteosaamiset
rooleittain.

HR-jarjestelmd, jonka avul-

la toteutetaan osaamiskar-

toitus, kehityskeskustelut ja
koulutusten hallinta. Ohjeet

HR-jarjestelmassa ja Intras-
sa. HR-yksikkd koordinoi.

Osaamisen kartoitus
HR-jarjestelman avulla.
Henkilckohtainen kehi-
tyskeskustelu joka toinen
vuosi. Vuosittain tiimisopi-
muksen laatiminen yhte-
ydessa.

Yksild: kehityskeskuste-
Lu. Tiimi: tiimisopimuk-
sen laadinnan yhteydessa
kdytava tiimiosaamiskes-
kustelu .Kotihoito/Koti-
lahden sairaala: Toiminta-
suunnitelma. Osaamisen
kehittamistarpeet valite-
taan kaupungin henkilds-
toyksikkdon. Arviointi tii-
meittain.

Ohjeet osaamisen kartoit-
tamiseen, tiimisopimuk-
sen laadintaan. Kirjallinen
prosessikuvaus ja vuokaa-
viot strategisen osaamisen
maarittelemisesta, osaa-
misen kartoittamisesta ja
kehittamisesta.

Tiimi: tiimisopimus. Yksik-
ko: toimintasuunnitelmat
ja tuloskortit seka vu-
osikello.

Yhteistoiminta-alue

Strategialahtdinen
[yhteistoiminta-alueen
palvelustrategia)

Strategialdhtdiset ydin-
osaamiset, joiden pohjal-
ta laadittu kaikille yhteiset
osaamiset ja vastuualue/
yhteisokohtaiset sub-
stanssiosaamiset. Tavoite-
osaamiset rooleittain.

Sahkoinen osaamiskartoi-
tus ja ohjeet verkkoase-
malla. Ohj-osaamisyhteiso
koordinoi.

Osaamisen kartoitus sah-
koisesti ja ryhmaosaamis-
keskustelut parillisina vuo-
sina. Parittomina vuosina
ryhmaosaamiskeskustelut.
Lisdksi henkilokohtaiset
kehityskeskustelut yksi-
koiden omien aikataulujen
mukaisesti.

Yksild: kehityskeskustelu.
Yhteis6: ryhmaosaamis-
keskustelu. Yhteistoimin-
ta-alue: ohj-osaamisyhtei-
so valmistelee yhteistjen
esittamien kehittamis-
painopisteiden pohjalta ja
johtoryhma paattaa. Lii-
tetdan osaksi henkilds-
tésuunnitelmaa. Arviointi
koko organisaation osalta
kayttésuunnitelman laa-
dinnan yhteydessa.

Kuvio ja kirjallinen kuva-
us osaamisen hallinnan
kokonaisuudesta. Ohjeet
seka kirjalliset proses-
sikuvaukset ja vuokaavi-
ot strategisen osaamisen
maarittelemisesta, osaa-
misen kartoittamisesta,
kehittdmissuunnitelmien
laatimisesta ja toteutta-
misesta.

Yhteis6: osaamisen ke-
hittamissuunnitelma
huomioidaan toimin-
tasuunnitelmassa. Yh-
teistoiminta-alue: kayt-
tésuunnitelma sisaltaa
henkilostosuunnitelman.
Kayttosuunnitelma on osa
talousarvioita. Valtuusto:
paattaa talousarvion.

Kunnan perusturva

Strategialahtdinen
(kunnan strategia ja
tulevaisuuden haasteet)

Perusturvan yhteiset osaa-
miset, esimiesten osaami-
set, yksikkokohtaiset osaa-
miset. Tavoiteosaamiset
rooleittain.

Sahkdinen osaamiskar-

toitus OHJ -mallin ja oh-
jeet verkkoasemalla. Ohj-
osaamisyhteist koordinoi.

Parittomina vuosina sah-
kdinen kysely, ryhmake-
hityskeskustelut yksikoit-
tain. Parillisina vuosina
sdhkdinen kysely, henkild-
kohtainen kehityskeskus-
telu, ryhmakehityskeskus-
telut yksikoittain.

Yksild: kehityskeskuste-
lu. Yksikkd: ryhmakehity-
skeskustelu. Perusturva:
ohj-tyéryhma valmistelee
yksikdiden suunnitelm-
ien pohjalta ja johtoryhma
paattaa.

Kuvio ja kirjallinen kuvaus
osaamisen hallinnan koko-
naisuudesta. Toiminta- ja
menettelytapaohjeet seka
kirjalliset prosessikuva-
ukset ja vuokaaviot stra-
tegisen osaamisen maa-
rittelemisesta, osaamisen
kartoittamisesta, kehitta-
missuunnitelmien laatimi-
sesta ja toteuttamisesta.

Yksikko: osaamisen kehit-
tamissuunnitelmat sisal-
lytetty toiminta- ja talous-
suunnitelmiin valille.
Perusturva: vuosikello,
toiminta- ja taloussu-
unnitelma. Lautakunta

ja valtuusto: kasittelee

ja paattaa toiminta- ja
talousarvion.



Ryhmiosaamiskeskustelujen pitiminen oli mukana oleville organisaatioille uusi asia. Niiden
tavoitteena oli luoda yhteistd ymmirrysti tulevaisuudesta, strategiasta, tavoitteista seki niiden
mukaisesta osaamisesta. Keskusteluissa kisiteltiin osaamiskartoituksen tulokset, nostettiin esille
osaamisvahvuudet ja osaamisen kehittimistarpeet seki laadittiin osaamisen kehittimissuunnitelma.
Kokemukset keskustelujen pitimisesti olivat erittiin positiivisia ja henkildstéd voimauttavia.

Organisaatiotason osaamisen kehittdmissuunnitelmien laatimista varten tehtiin toiminta- ja
menettelytapaohjeet seki tarvittavat lomakkeet. Ohjeiden avulla varmistettiin, ettd yksikdiden
osaamisen kehittimistarpeet huomioidaan koko organisaation osaamisen kehittimissuunnitelmaa
laadittaessa. Osaamisen kehittimissuunnitelmissa korostettiin strategisia tavoitteita ja priorisointia,
koska useaa asiaa ei voida kehittdi samanaikaisesti. Lisiksi kehittimissuunnitelmissa huomioitiin,
kuinka edellisen vuoden tavoitteet oli saavutettu.

Osaamisen hallinnan sekd toiminnan ja talouden johtamisen vilille rakennettiin silta (vrt.
Boudreau & Ramstad, 2010). Osaamisen kehittimistarpeiden seki osaamisvahvuuksien
hyddyntimiseen tarvittavat resurssit padtettiin kirjata yksikdiden ja organisaation toiminta- ja
taloussuunnitelmiin, ja osaamisen hallinnan prosessi liitettiin toiminnan ja talouden vuosikelloon.
Kunnissa valtuusto pdictdd yksikoiden vuosittain kiytettivissi olevat resurssit yksikoiden
laatimien toiminta- ja taloussuunnitelmien pohjalta. Osaamiskartoituksien tuloksien ja osaamisen
kehittimissuunnitelmien sisillyttiminen toiminta- ja taloussuunnitelmiin antaa paittijille
selkeitd perusteita, miksi ja mihin resursseja tarvitaan. Niin organisaation ylin johto saa tietoa
pidtoksiensi tueksi.

Osaamisen hallinnan liittiminen toiminnan ja talouden johtamiseen mahdollistaa osaamisen
hallinnan vaikuttavuuden arvioimisen. Timi edellyttds, ettd organisaation osaamisen
kehittimissuunnitelmiin sisillytetiin vaikuttavuuden arvioinnin mittarit. Vaikuttavuutta voidaan
arvioida organisaation strategisten mittareiden avulla — kuinka organisaatio saavuttaa tavoitteensa.

Osaamisyhteisot ja uuden tiedon tuottaminen

Kokemuksien perusteella voimme todeta osaamisyhteisdjen olevan toimiva tapa toteuttaa
kehittimistyotd sekd tukea yhteisollisti oppimista. Osaamisyhteisét olivat moottoreita, jotka
mahdollistivat organisaatioissa yhteisen keskustelun tavoitteista, tulevaisuudesta, tarvittavasta
osaamisesta ja osaamisen kehittimisesti. Osaamisyhteisét koostuivat eri ammattiryhmien
edustajista, jotka tyoskentelivit eri yksikdissd organisaation eri tasoilla. Ne toimivat oppimisen ja
kehittimisen yhteisdini, joiden jisenet oppivat ja kehittivit organisaationsa osaamisen hallinnan
kokonaisuutta ja tydvilineiti soveltaen tyoskentelyssidn erilaisia ideoinnin ja innovoinnin
menetelmii ja pyrkien ylittimiin nykyisten toimintakiytintdjen rajoitukset. Niin eOSMO
hankkeen osaamisyhteisdistd voidaan puhua innovatiivisina osaamisyhteiséini (vrt. Hakkarainen
ym., 2003). Tydskentelyssi korostui yhteinen monidininen dialogi, jossa eri nikemyksistd
monidinisen ja monimuotoisen vuorovaikutuksen kautta muodostettiin yhteistd tulkintaa ja
ymmirrystd. Tdmi mahdollisti laajan nikékulman ja eri henkildiden osaamisen yhdistimisen
uuden tiedon ja osaamisen tuottamisessa (vrt. Limsi, 2008). Organisaatioissa, joissa ei ole
erillisti HR-yksikkd, osaamisyhteisdtydskentely jatkuu hankkeen piityttyd. Osaamisyhteisoilld
on selkei rooli ja tehtivi osaamisen hallinnan mallin toteuttamisessa. Ne valmistelevat jatkossa
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organisaatiotason osaamisen kehittdmissuunnitelman ja niiden jisenet toimivat osaamisen
hallinnan tukihenkil6ini organisaatiossa.

Osaamisyhteisdtydskentelyn aloittaminen sosiaali- ja terveysalan organisaatioissa ndyttid
edellyttavin osallistujien valmentamista osaamisyhteisén ideologiaan ja tydskentelyyn.
Osaamisyhteisdtydskentelyssi tulisi korostaa osallistujien tasavertaisuutta asiaa kehitettiessd, luovaa
ongelmanratkaisua ja monipuolisten innovointimenetelmien hyddyntimistd. Luottamuksen
merkitys korostuu yhteisen dialogin tekijini. Niin ollen osaamisyhteison jisenien nimeimisen
tulisi perustua henkildiden kiinnostukseen ja suorastaan intohimoon kehitettivid asiaa kohtaan.

Osaamisen hallinnan kiytinnslliseni tavoitteena on saada osaaminen osaksi arjen toimintaa
ja ongelmanratkaisua. Tamin takia hankkeessa kehitettiin inno-osaamiskukka ja sitd testattiin
kiytinnossi (kuvio 3). Inno-osaamiskukassa on kuvattu luovan ongelmanratkaisun prosessi:
kehittimishaasteen tunnistaminen, ajattelun rajoituksista luopuminen, kehittimishaasteen
tarkentaminen, eri ratkaisuvaihtoehtojen tuottaminen, pditds parhaaksi arvioidusta ratkaisusta
ja suunnitelma tdytintddnpanosta (vrt. Syddnmaalakka, 2009). Kuvion ulkokehin tarkoituksena
on varmistaa, ettd osaamista tarkastellaan yhteni tirkedni kehittimiseen vaikuttavana tekijini.
Niin kehitettivi asia tukee organisaation tavoitteiden saavuttamista, organisaatiolla on osaamista
kehittimisen tueksi ja organisaatiolla on tarvittavaa osaamista valitun ratkaisuchdotuksen
toteuttamiseksi ja tdytdntéon panemiseksi.

6 Vie asia

kdytant66n — 1 Maédrittele
sovi vastuista ja kehittimista
toimeenpanoon tarvitseva asia —
liittyvistad ennakoi

asioista. tulevaisuuden
n \ haasteita

5 Karsi ja yhdistel, \ N
eri vaihtoehtoja. Tee
paitos, mikd on paras
ratkaisu vision
saavuttamiseksi.

2 Ideoi ja kuvaile
= ihanneratkaisu-
. vaihtoehtoja, kun
kaytossisi on rajattomat
resurssit. Luovu ajattelun
rajoitteista.

4 Ideoi yhdessa
muiden kanssa

3 Tarkenna visio

erilaisia — kuvaile
vaihtoehtoja, miten tiivistien haluttu
visio voidaan tavoite.

saavuttaa.

Kuvio 3. Pilotoinnissa kaytetty luonnos inno-osaamiskukasta. Kukkaa kehitetaan vield hankkeen
loppuvaiheessa.
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Johtopaatoksia

Osaamisen hallinnan kehittdiminen on onnistunut eOSMO-hankkeessa hyvin. Tissi vaiheessa
on liian aikaista arvioida, kuinka osaamisen hallinta jii elimiin hankkeessa mukana olleisiin
organisaatioihin. Osaamisen hallinnan mallien kiyttoéon ottamiseksi on laadittu suunnitelmat,
ja osassa organisaatioita jalkauttaminen on kiynnistetty. Mielestimme johdon ja esimiesten
rooli jalkauttamisessa on keskeinen, ja on hyvi pohtia, miti menestyksellinen osaamisen hallinta
edellyttid ylimmiled johdolta ja esimiestydlti ja miten mahdollistaa uutta tietoa ja osaamista
luovan toimintakulttuurin (vre. Viitala, 2002; Kivinen, 2008). eOSMO-hanke valmistelee
osaamisen hallinnan opasta johdon ja esimiesten tueksi.

Osaamisen hallinnan mallin kdyttd6notto niytdiisi edellyttivin kehictimistydn kokemusten
perusteella seuraavia asioita: osaamisen hallinnan liittimistd kiinteiiksi osaksi toiminnan ja
talouden johtamista, johdon ja esimiesten sitoutumista, oman organisaation osaamisen hallinnan
syvillistd sisdistimistd ja tavoitteellista oppijohtajuutta organisaation eri tasoilla. Osaamisen
hallinnan sisdistiminen edellyttdd omakohtaista osaamisen hallinnan merkityksen reflektointia,
kehitettyjen tydvilineiden kokeilemista omassa organisaatiossa seki siten osaamisen hallinnan
ja johtamisen kokonaisuuden hahmottamista. Timin takia osaamisen hallinnan kehittiminen
edellyttid pitkid aikajinnettd — ymmirrys osaamisen hallinnasta kasvaa prosessin edetessi.

Uuden asian kiytt66n ottamista helpottaa, jos kehitettivi asia voidaan liittdd olemassa oleviin
Y] J

kiytinteisiin ja toimintatapoihin. Osaamisen hallinnan malliin liittyvit prosessikuvaukset, ohjeet

ja lomakkeet ovat hyodyllisid, koska ne tukevat osaamisen hallinnan ja johtamisen merkityksen

ja mahdollisuuksien sisdistimistd. Kuten HR-jdrjestelmit, niin mydskdin ohjeet ja lomakkeet

eivit korvaa yhteisti keskustelua. Osaamisen hallinnan kehittimisen suurin hy8ty on siitd viridvi

yhteinen keskustelu, osaamispuhe, tulevaisuudesta, tavoitteista ja osaamisesta.

Osaamisen hallinta niyttiisi edellyttivin ns. osaamisen hallinnan perusprosessin ja sen
tydvilineiden kehittimistd ja hallintaa seki niiden integroimista olemassa oleviin rakenteisiin ja
kiytinteisiin. Osaamisen hallintaa voidaan toteuttaa myds edelld kuvattua kevyemmilld tavalla.
Kiytinnossi timd voisi tarkoittaa yhteisti keskustelua tavoitteista ja osaamisesta ilman massiivisia
osaamiskyselyiti. Timi tosin edellyttdd varsin kehittynytti kehitys- ja osaamiskeskustelukulttuuria
sekd osaamisen dokumentointia tavalla tai toisella. Osaamisen hallinnan ns. perusprosessin
kehittiminen niyttiisi lisdiviin ymmirrystd osaamisen hallinnasta ja siten mahdollistavan
osaamisen hallinnan kevyemmit ja moniulotteisemmat ratkaisut.

Osaamisen hallinta on ajattelun ja toiminnan viitekehys, jonka avulla organisaatio voi paremmin
hallita sielld olevaa tietoa ja osaamista niin yksils-, tydyksikko- kuin organisaatiotasolla ja sen
verkostoissa (ks. kuvio 1). Osaamisen hallinta ja sen kehittimisprosessi tulee nihdi laajana
kokonaisuutena, ei pelkistiin tekniseni osaamisen mallintamisena ja kartoittamisena. Sen
avulla voidaan luoda uutta osaamista ja tietoa yhdistelemilld eri alueiden asiantuntemusta sekd
paremmin innovoida ja tuoda esille uusia ideoita. Organisaation osaamisen hallinta tulee kytked
saumattomasti organisaation strategiaan seki toiminnan ja talouden johtamiseen.
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Tulosten sovellettavuus

Hankkeessa kehitetyt osaamisen hallinnan mallit eivit ole sellaisenaan mekaanisesti siirrettivissi
muihin organisaatioihin. Jokaisen organisaation tulee kehittdd ja rakentaa strategiaansa,
tavoitteisiinsa ja toimintaansa sopiva malli. Osaamisen hallinnan mallin kehittimisessi tulisi
kuitenkin huomioida, kuinka se liitetddn osaksi strategista toiminnan ja talouden johtamista.
Kehitettivit osaamisen hallinnan tydvilineet ja -menetelmit tulisi liictdd osaksi nykyisid
olemassa olevia toimintamalleja ja -tapoja, miki tukee osaamisen hallinnan kiyttd6n ottamista.
Kehitettivien tyovilineiden ja -menetelmien tarkoituksena on tukea ja mahdollistaa organisaatiossa
yhteinen osaamispuhe. Osaamisen hallinnan kuvio 1 ja dynaaminen palapeli ovat osoittautuneet
toimiviksi apuvilineiksi osaamisen hallinnan mallin kehittimisessi ja sen integroimisessa osaksi
organisaation toimintaa.

Organisaatioissa on epivirallisia osaamisyhteis6ji, mutta mielestimme tietoisesti muodostetut
osaamisyhteisdt ovat organisaatioiden kiyttdimitén voimavara. Osaamisyhteisotydskentelyd voi
soveltaa organisaation sisiiseen kehittimistydhén kuten organisaation strategisten osaamisten
kehittdmiseen sekid verkostomaiseen yhteistydhén muiden organisaatioiden kanssa.
Inno-osaamiskukkaa voidaan hyodyntid esimiestyossi kohdattavien ongelmien ratkaisemiseen ja
kehityskeskustelun toteutukseen. Inno-osaamiskukka edellyttid kiyttdjaltiin verrattain syvilliscd
osaamisen hallinnan sisdistimisti ja ideointimenetelmien hallintaa, miki todettiin pilotoinnin
yhteydessi. Pilotoinnista saadut kokemukset olivat rohkaisevia. Pilotointiin osallistuneet
kokivat, ettd inno-osaamiskukka mahdollistaa monipuolisemmat ja luovemmat ratkaisut. Inno-
osaamiskukkaa voidaan myds hyddyntid palveluiden kehittimisessid. Timi edellytcdd, eccd eri
vaihtoehtoja kuvataan ja niiden vaikutuksia arvioidaan (esim. IVA) paitoksenteon perustaksi.

Sosiaali- ja terveydenhuollon palvelurakenteiden ja palveluiden uudistaminen haastaa organisaatiot
kehittimistydhon. Kehittdmistyon valmistelu- ja suunnitteluvaiheessa tulisi myds arvioida, mitd
uutta osaamista ja minkilaisia uusia osaajia tarvitaan tulevaisuuden palveluiden tuottamisessa,
unohtamatta myoskéin asiakkaiden ja potilaiden osaamispotentiaalin hyddyntimisti ja kehittimisti.
Niin osaamisen hallinta parhaimmillaan tukee sosiaali- ja terveyspalveluiden uudistumista.
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Raili Hakala, Sirpa Tahvanainen, Tiina lkonen & Annemari Siro

10. 0SAAVA LAHIHOITAJA 2020

Abstrakti

Sosiaali- ja terveysalan perustutkintokoulutuksen strategiatyossi pyrittiin osaamistarpeiden
ennakoinnilla tuottamaan tietoa lihihoitajan tulevaisuuden osaamistarpeista, osaamisen
painopisteiden muutoksista, uusista osaamisalueista ja tydelimin tarvitsemista uudenlaisista
osaamiskombinaatioista. Tutkimusaineisto kerittiin asiantuntija-arviointiin perustuvin
menetelmin. Tarkoituksena oli selvittid, millaisia ovat tulevaisuudessa lihihoitajan laaja-alaisen
ja erikoistuneemman osaamisen tarpeet ja miten nykyisen tutkinnon perusteen mukaisen sosiaali-
ja terveysalan perustutkinnon tuottama osaaminen niihin vastaa.

Ennakointitulosten mukaan lihihoitajan perustehtivini siilyy asiakkaan tai potilaan paivittiisissi
toiminnoissa tukeminen siten, ettd tulevaisuuden tyon lihtokohtana on asiakkaan tai potilaan
tarpeiden arviointiin perustuva, suunnitelmallinen terveyden ja hyvinvoinnin edistiminen.
Osaamistarpeissa painottuu laaja-alaisuus. Perusosaamista erikoistuneemman osaamisen
tarpeet miiriytyvit asiakas- ja toimintaympiristdkohtaisesti. Nykyiset tutkinnon perusteet
mahdollistavat tulevaisuuden osaamistarpeiden huomioimisen. Koulutuksen toteuttamisessa
on tarvetta sisillllisten painotusten muutoksiin.

Avainsanat: osaamistarpeiden ennakointi, Delfoi, sosiaali- ja terveysalan perustutkinto

Johdanto

Sosiaali- ja terveysalan perustutkintoon johtavaa lihihoitajakoulutusta on jirjestetty vuodesta
1993, jolloin yhdistettiin kymmenen sosiaali- tai terveysalan toisen asteen tutkintoa yhdeksi
ammattitaitovaatimuksiltaan laaja-alaiseksi tutkinnoksi. Tutkinnon laajuus on 120 opintoviikkoa,
mistéd yhteensi viiden, erillisen ammadillisen tutkinnon osan osuus on 90 opintoviikkoa. Niistd
tutkinnon osista kaksi on tutkintoa suorittavalle valinnaisia. Niilld tutkintoon sisillytetiin
erikoistuneempaa osaamista yhdelti sosiaali- ja terveydenhuollon osa-alueelta. Tutkinto voidaan
suorittaa ammatillisena peruskoulutuksena tai niyttétutkintona. Nykyiset tutkinnon perusteet
ovat tulleet voimaan elokuussa 2010. (Ammatillisen perustutkinnon perusteet. Sosiaali- ja terveysalan
perustutkinto, lihihoitaja, 2010.)

Sosiaali- ja terveyspalveluiden toimintaympiristé muuttuu globalisaation, teknologiakehityksen
ja digitalisoitumisen, palvelujentuottajien verkostoitumisen, viestén ikdintymisen ja
monikulttuuristumisen seki sosiaalisen eriarvoistumisen seurauksena. Kunta- ja palvelurakenne on
murroksessa. (Palvelut 2020 — Osaaminen kansainvilisessi palveluybteiskunnassa, 2006; Hiilamo, Kangas,
Manderbacka, Mattila-Wiro, Niemeld & Vuorenkoski, 2010.) Toimintaympiristdn muutos on tehnyt
tarpeelliscksi tarkastella lihihoitajan tulevaisuuden osaamistarpeita ja tutkinnon tydelimévastaavuutta.

Opetushallitus kdynnisti vuoden 2008 lopussa sosiaali- ja terveysalan perustutkintokoulutuksen
kehittimisstrategiatydn tutkinnon tydelimivastaavuuden kehittimiseksi. Strategiatydn toteuttivat
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Tampereen ammattiopisto ja Oulun seudun ammattiopisto Sote-strategia 2009-2010 -hankkeena.
Tarkoitus oli ennakoida lihihoitajan tulevaisuuden osaamistarpeita vuoteen 2020 sosiaali- ja
terveysalan eri toimintaympiristdissi. Ennakoinnin tulosten perusteella tuli miiritelld sosiaali-
ja terveysalan perustutkintokoulutuksen kehittdmisen strategisia linjauksia.

Tutkimuskysymykset

Tutkimuksen tarkoituksena oli kuvata lihihoitajan tulevaisuuden osaamistarpeita. Sote-strategia
2009-2010 -hankkeen ohjausryhmi miiritteli osaamistarpeiden ennakoinnin aikahorisontiksi
kymmenen vuotta, vuoteen 2020. Tutkimuskysymykset mairiteltiin Opetushallituksen
toimeksiantoon perustuen seuraavasti:
* Millaisia ovat tulevaisuudessa lihihoitajan laaja-alaisen osaamisen tarpeet?
* Millaisia ovat lihihoitajan erikoistuneemman osaamisen tarpeet perusterveydenhuollossa,
erikoissairaanhoidossa, sosiaalialan tydssi ja kuntoutusalan tydssi?
* Miten sosiaali- ja terveysalan perustutkinnon tuottama osaaminen vastaa tulevaisuuden
osaamistarpeisiin?

Teoreettinen viitekehys

Osaamisella tarkoitetaan tyon vaatimien tietojen ja taitojen hallintaa ja niiden soveltamista
kiytinnon tydtehtiviin. Se ymmirretiin monesti laajempana kisitteeni kuin ammattitaito.
Osaaminen on yksildllistd ja yhteiséllistd, formaalin koulutuksen ja informaalin kokemisen
ja kehityksen tulosta. Se ei ole vain tietimistd vaan laajempaa tekemisen hallintaa, jossa
sosiaalinen vuorovaikutus painottuu. Osaaminen on joustavuutta, epivarmuuden sietoa ja
muutoshalukkuutta seki jatkuvaa arviointia ja kehittimisti. Se on kontekstisidonnaista, ja sen
arviointi on arvosidonnaista ja yhteydessi toimintakulttuuriin. (Helakorpi, 2005; Helakorpi,
2009.)

Osaamistarpeiden ennakointi eli laadullinen ennakointi tuottaa tietoa tulevaisuuden
osaamistarpeista, osaamisen painopisteiden muutoksista, kokonaan uusista osaamisalueista ja
tydelimin tarvitsemista uudenlaisista osaamiskombinaatioista. Osaamistarpeilla tarkoitetaan
yleisesti tydelimin edellyttimii ammattitaitovaatimuksia. Koulutustarpeiden ennakoinnilla
tarkoitetaan miirillistd ennakointia, jossa ennakointityon keskeiset tulokset esitetdin pidasiassa
numeerisessa muodossa, esimerkiksi tulevaisuuden aloituspaikkatarpeina eri opintoaloilla ja
-asteilla. Osaamistarpeiden ennakointi ja koulutustarpeiden ennakointi kytkeytyvit tiiviisti
yhteen. Osaamistarpeiden ennakointi eroaa koulutustarpeiden ennakoinnista siten, ettd
tydelimin muutoksia voidaan ennakoida koulutuksen sisillsllisten muutostarpeiden kautta ilman
koulutustarpeiden mairillistd ennakointitietoa, mutta koulutus- ja opintoalojen aloittajatarpeita
ennakoitaessa tarvitaan aina myos laadullista ennakointitietoa ammattien ja toimialojen
sisillollisistd muutoksista. (Selvitys koulutus- ja osaamistarpeiden kehittymisesti sekéi ennakoinnin
tilasta ja kebittimistarpeista, 2008.)

Tutkimustehtidvini oli lihihoitajan osaamistarpeiden laadullinen ennakointi. T4ssi artikkelissa
erityistd huomiota kiinnitetiin myos ennakoinnin menetelmiin. Ennakointitiedon tuottamisessa
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ja aineiston analysoinnissa tutkimuskysymysten mukaisesti piépaino oli laadullisen tutkimuksen
menetelmissi. Siksi teoreettiseksi lihtdkohdaksi otettiin Maxwellin (1996) nikemys laadullisen
tutkimuksen suunnittelusta. Tutkimusasetelma miiriteltiin kuvion 1 mukaisesti.

TUTKIMUKSEN KASITTEELLINEN
TARKOITUS KONTEKSTI
> Lahihoitajan > Osaamistarpeiden ennakointi
osaamistarpeiden > Lahihoitajan tulevaisuuden
ennakointi vuoteen 2020 toimintaymparisto
> Lahihoitajakoulutuksen > Lahihoitajan osaamistarpeet

kehittdmisstrategia

TUTKIMUSKYSYMYKSET

> Millaisia ovat l@hihoitajan laaja-

alaisen osaamisen tarpeet 20207
> Millaisia ovat lahihoitajan

erikoistuneemman oaamisen tarpeet
2020 eri toimintaymparistdissa?

> Miten sote-perustutkinnon tuottama

osaaminen vastaa naihin

tarpeisiin?

METODIT LUOTETTAVUUS JA LAATU

> Delfoi-menetelma > Tutkimusasetelma

> Tulevaisuuspaja > Tutkimusprosessi

> Fokusryhméahaastattelu > Aineiston keruu

> Laadullisen aineiston > Aineiston analyysi
sisallonanalyysi > Aineistovastaavuus ja

tulosten varmentaminen
> Raportointi

Kuvio 1. Tutkimusasetelma (Maxwell, 1996).
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Olemassa olevan kirjallisuus- ja tutkimusaineiston perusteella tehdyssi taustaselvityksessi (Hakala
& Tahvanainen, 2009) lihihoitajan tulevaisuuden toimintaympiristdd tarkasteltiin APESTE-
analyysin viitekehyksessi. PESTE-analyysi on luokittelurunko, jonka avulla kartoitetaan
tulevaisuuden kannalta oleellisia tekijéicd (Meristd, 1991). PESTE-analyysi termini on
lanseerattu alun perin liiketoimintaympiristdn kartoittamiseen. Siind selvitetdin systemaattisesti
tulevaisuuden kannalta oleellisia Poliittisia, Ekonomisia, Sosiaalisia, Taloudellisia ja Ekologisia
muutostekijditd. Metsimuuronen (2005) on ottanut kiyttéén vield Asiakaskomponentin
tutkiessaan sosiaali- ja terveysalan tulevaisuutta ja nimittdd kiyttimaansi hahmottamisrunkoa
APESTE-analyysiksi. APESTE-kehikkoa kiytettiin mychemmin laadullisen aineiston
ensimmiisen vaiheen teoriaohjaavan analyysin lihtokohtana, josta piistiin aineistolihtoiseen

kisiteluokkien muodostamiseen (Richards & Richards, 1999).

Laadullisen tutkimuksen luotettavuutta ja laatua arvioidaan koko tutkimusprosessin
aukottomuudella ja tutkimusetiikalla. Tutkimuksen luotettavuuden ja laadun arvioinnissa
hyddynnettiin Lincolnin (1995) laatukriteeristdd, jonka mukaan arvioinnin kohteina ovat
tehtivin asettelu, tutkimusmetodien kuvaaminen, otosten tai niytteiden valinta, aineiston
syntymisen kuvaus, tutkimustulosten aineistovastaavuuden ja lipinikyvyyden arviointi sekd
tulosten varmentamisen kuvaus. Lisiksi laatua osoitetaan yksityiskohtaisella ja lipindkyvilld
raportoinnilla.
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Menetelmat

Tutkimusprosessin toteuttaminen suunniteltiin vaiheittaiseksi. Prosessin vaiheet on kuvattu

taulukossa 1.

Taulukko 1. Tutkimusprosessi.

Taustaselvitys
http://osaavalahihoitja2020.
wikispaces.com/1.
Asiantuntijakysely (n = 22
[ZEF-kyselyohjelma)

1. Asiantuntijakysely
[n = 22) (ZEF-kyselyohjelma)

Tulevaisuuspajat (2)

Opiskelijakysely (n = 596)
[ZEF-kyselyohjelma)

Kokemuskouluttajien (n = 8)
haastattelut

2. Asiantuntijakysely (n = 22)
[ZEF-kyselyohjelma)

Tulevaisuuspajat (2)

Aineiston analyysi, tutkimus-
prosessin ja -tulosten ra-
portointi

Kirjallisuuskatsaus,
APESTE-analyysi

Delfoi

Ennakointidialogi,

tulevaisuuden muistelu

Delfoin toisto

Focusryhmahaastattelu (2)

Delfoi

Learning cafe

Laadullinen
sisallénanalyysi

Strategian viimeistely ja tulokset

Raportti
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Tulevaisuuden
toimintaympariston
analyysi

Tulevaisuuden
osaamistarpeet

Delfoi-tulosten arviointi
ja tarkentaminen

Paattovaiheen
opiskelijoiden
tulevaisuusnakékulma

Asiakkaiden
tulevaisuusnakdékulma

Osaamistarpeiden
tarkentaminen

Delfoi-tulosten arviointi
ja tarkentaminen

Keskeisten kehittamis-
kohteiden ldytaminen




Tutkimusprosessi aloitettiin APESTE-analyysin (Metsimuuronen, 2005) viitekehyksessi tehdylld
kirjallisuuskatsauksella. Siini kuvattiin lihihoitajakoulutuksen historiaa ja sisillsllisia muutoksia,
tarkasteltiin lihihoitajan osaamistarpeiden ennakointia koskevia aikaisempia tutkimuksia
(Metsimuuronen, 2001; Vuorensyrji, Borgman, Kemppainen, Mintysaari & Pohjola, 2006) ja
erityisesti sosiaali- ja terveysalan toimintaympiristdssi tapahtumassa olevaa muutosta.

Taustaselvityksen pohjalta toteutettiin empiirinen ennakointitutkimus. Tulevaisuuden
osaamistarpeiden ennakoinnissa kiytettiin tulevaisuudentutkimuksen asiantuntijamenetelmistd
Delfoi-menetelmid (Mannermaa, 1999), joka tarjoaa hyvit mahdollisuudet kaikkien
koulumuotojen osaamistarpeiden ennakointiin (ks. Leveilahti, Jirvinen & Vesterinen, 2009).
Delfoi-paneeleita paitettiin toteuttaa kaksi, koska tulosten muuttuminen kahden kierroksen
jilkeen on todettu yleensi suhteellisen vihiiseksi (Mannermaa, 1999).

Delfoi-paneeleihin valittiin 22 sosiaali- ja terveysalan perustydti ja lihihoitajakoulutusta hyvin
tuntevaa henkil$i siten, ettd paneeli kokonaisuutena edusti lihihoitajan osaamisen eri osa-alueita,
maata alueellisesti, eri palvelujen tuottajia kuten julkista ja yksityisti sektoria seki koulutuksen
eri sidosryhmid mahdollisimman kattavasti. Mannermaan (2000) mukaan asiantuntijavalinnassa
on kiinnitettivd huomiota siihen, etti asiantuntijat yhdessi edustavat monipuolisesti tutkittavaa
aihepiirid. Yleensi 10-20 hengen asiantuntijapaneelia pidetéin riittivin suurena. Asiantuntijat
vastasivat kummankin Delfoi-paneelin kysymyksiin anonyymisti, milld pyrittiin siihen, ettd
kukaan ei vaikuta muiden mielipiteisiin (ks. Mannermaa, 2000). Delfoi-paneelien kyselylomakkeet
testattiin ennalta hankkeen valmistelevien tydryhmien jisenilld (opettajia, tydssi olevia lihihoitajia
ja lihihoitajaopiskelijoita). Ensimmiisen Delfoi-paneelin kysymykset koskivat lihihoitajan laaja-
alaisen osaamisen tarpeita ja toisen paneelin kysymykset erikoistuneemman osaamisen tarpeita
perusterveydenhuollossa, erikoissairaanhoidossa, sosiaalialan tydssi ja kuntoutusalan tydssi.

Kummankin Delfoi-paneelin tuloksia arvioitiin ja tarkennettiin kahdessa tulevaisuuspajassa,
joiden toteutuksessa hyddynnettiin tulevaisuusverstasta (Rubin, 2009) ja tulevaisuusstudiota
(Mannermaa, 1999) koskevaa ajattelua. Rubinin mukaan (2009) tulevaisuusverstas toimii
aivoriihen tavoin — osallistujia aktivoidaan lausumaan mielipiteensi ja ottamaan kantaa.
Ajallinen kesto miiriytyy kisiteltivin asian ja osallistujien tarpeen mukaan. Mannermaan (1999)
mukaan tulevaisuusstudiossa osallistujien tydskentelyd vahvistetaan ulkopuolisilla alustuksilla
tulevaisuudennikymistd. Tulevaisuuspajoihin kutsuttiin Delfoi-panelistit, alan tydelimin
edustajia, lihihoitajakoulutuksen opettajia ja opiskelijoiden edustajat. Tulevaisuuspajatydskentely
aloitettiin hanketydntekijéiden lyhyelli alustuksella tydn tavoitteista ja Delfoi-paneelin tulosten
analyysistd.

Tissd tutkimuksessa tulevaisuuspajat toteutettiin ensimmiisen Delfoi-paneelin jilkeen
ennakointidialogin menetelmilld (Seikkula & Arnkil, 2009), jossa keskeistd on vuoropuhelu,
puhumisen ja kuuntelun erottaminen. Ennakointidialogin lihtokohtana oli tulevaisuustarina
Lihihoitajana vuonna 2020, joksi ensimmiisen Delfoi-paneelin tulosten analyysi oli tiivistetty.
Tulevaisuustarina perustui ennakointidialogien tulevaisuuden muistelu -menetelmiin (Seikkula

& Arnkil, 2009).

Ensimmiisten tulevaisuuspajojen jilkeen hankkeen ohjausryhmin toimeksiannosta toteutettiin
opiskelijakysely ensimmiisen Delfoi-paneelin toistona. Kysely suunnattiin lihes 600:lle
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pidttdvaiheen opiskelijalle. Kyselyyn vastasi vain 32 henkil6d, mistd syystd opiskelijakyselyn
tulokset jitettiin huomiotta. Menetelmin epionnistunut kokeilu tuodaan tissi esille
tutkimuksellisena huomiona.

Ennen toista Delfoi-paneelia selvitettiin asiakkaiden tulevaisuusnikékulmaa lihihoitajan
osaamistarpeista haastattelemalla kokemuskouluttajia, jotka ovat kuntoutuneet vammautumisen
tai pitkdaikaisen sairauden jilkeen tai toimivat omaishoitajina, toimivat aktiivisesti asiakas- tai
potilasjirjestoissi ja kiyvit alan oppilaitoksissa kertomassa omista kokemuksistaan opiskelijoille.
Haastateltavat (8) valittiin sen perusteella, ettd heilli on omakohtaista kokemusta lihihoitajan
asiakkuudesta ja lihihoitajakoulutuksen tuntemusta. Haastattelut toteutettiin kahtena
fokusryhmihaastatteluna (Morgan, 2001). Asiakasnikékulma otettiin selvitettiviksi, koska
osaamistarpeiden ennakointia on kritisoitu siitd, ettd alan keskeisten asiakasryhmien nikemyksii
toimintaympiriston vaikutuksista heidin tuote- ja palvelutarpeisiinsa ei empiirisend tietolihteeni
juuri ole hyodynnetty (Selvitys koulutus- ja osaamistarpeiden kehittymisesti seki ennakoinnin
tilasta ja kehittimistarpeista 2008, 2009; Selvitys koulutus- ja osaamistarpeiden kehittymisesti seki
ennakoinnin tilasta ja kehittimistarpeista 2009, 2010).

Toisen Delfoi-paneelin jilkeiset tulevaisuuspajat toteutettiin learning cafe -menetelmilld, joka
on yheeiséllinen ja dialoginen oppimismenetelmi (Otala, 2008). Teemoina olivat lihihoitajan
tulevaisuuden erikoistuneemman osaamisen tarpeet. Teemat oli toisen Delfoi-paneelin
aineiston analyysin perusteella miritelty seuraaviksi: 1. Kliininen ja polikliininen hoitotyd, 2.
Kuntouttavan tySotteen erityisosaaminen, apuvilineiden hallinta ja vammaisten tukeminen, 3.
Varhaiskasvatus ja lastensuojelu, 4. Mielenterveys- ja piihdeasiakkaan tukemisen menetelmii ja
5. Vapaa sana. Teemaa Vanhusty6 oli Delfoi-aineistossa kuvattu niin laajasti, ettd se paitettiin
jattdd tulevaisuuspajatydskentelyn ulkopuolelle.

Laadullinen tutkimusaineisto analysoitiin laadullisen sisilldnanalyysin menetelmin soveltaen
hierarkkisen Kisiteluokittelun menetelmii (Richards & Richards, 1999). Tulosten tiivistimisessi
apuna kiytettiin kisitekarttoja, joiden avulla osaamistarpeiden kokonaisuutta hahmotettiin.
Metsimuurosen (2005) mukaan kisitekartalla voidaan selkiyttid suurta kokonaisuutta, kaikkia
sen osia ja osien vilisid suhteita yhtd aikaa sekd nostaa esille oleellisia ja epioleellisia seikkoja.

Sisillsnanalyysi toteutettiin viidessi eri padvaiheessa: ensimmiisen Delfoi-paneelin,
ensimmiisten tulevaisuuspajojen, fokusryhmihaastattelujen, toisen Delfoi-paneelin ja toisten
tulevaisuuspajojen jilkeen. Ensimmiisten tulevaisuuspajojen ja fokusryhmihaastattelujen jilkeen
aineisto ryhmiteltiin sekd taustaselvityksen APESTE-analyysissi etti ensimmiisessi Delfoi-
paneelissa, tulevaisuuspajoissa ja fokusryhmihaastatteluissa korostuneisiin neljiin piiluokkaan:
ammattietiikka, ammatillinen vuorovaikutus, ammatillinen kasvu ja oppiminen seki paivittdisissd
toiminnoissa tukeminen. Toisen Delfoi-paneelin ja toisten tulevaisuuspajojen jilkeen aineistoa
ryhmiteltiin uudelleen. Aineiston analyysin lopputuloksena miiriteltiin lihihoitajan perustehtivi
— asiakkaan tai potilaan piivittiisten toimintojen tukeminen eri toimintaympiristdissi terveytti ja
hyvinvointia suunnitelmallisesti edistien — ja sen osa-alueiksi muodostettiin ammatillisen kasvun
ja oppimisen, ammattietiikan, ammatillisen vuorovaikutuksen seki ekologisesti, sosiaalisesti,
kulttuurisesti ja taloudellisesti kestivii kehitystd edistidvin hoito-, huolenpito- ja kasvatustydn
pailuokat.
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Tulosten analyysia varmennettiin ja tarkennettiin tutkimusprosessin aikana seki tutkimusryhmin
keskindiseni triangulaationa ettid pyytimilli tuloksista palautetta alan opettajilta ja tydelimin
edustajilta. Palautteen perusteella aineiston analyysia tarkennettiin useassa eri vaiheessa. (Rowan

& Huston, 1997; Kankkunen & Vehviliinen-Julkunen, 2009; Maxwell ,1996.)

Tulokset

Tutkimuksen tulosten mukaan lihihoitajan osaamistarpeissa on paljon pysyvii. Lihihoitajan
perustehtivini siilyy asiakkaan tai potilaan piivittiisissi toiminnoissa tukeminen, mutta
tulevaisuuden tyon lihtokohtana on voimakkaasti asiakkaan tai potilaan voimavarojen ja tarpeiden
arviointiin perustuva suunnitelmallinen terveyden ja hyvinvoinnin edistiminen. Piivittiisten
toimintojen kisite on timin tutkimuksen aineistossa tulkictu laajasti siten, ettd se pitii sisilliin
piivitdiiset perustoiminnot, vilineelliset toiminnot, korkeatasoiset piivittiisen elimisen toiminnot
ja arjen hallinnan (vrt. Hurnasti, 20006).

Osaamistarpeiden nelji osa-aluetta ovat ammatillinen kasvu ja oppiminen, ammattietiikka,
ammatillinen vuorovaikutus seki ekologisesti, sosiaalisesti, kulttuurisesti ja taloudellisesti kestivid
kehitysti edistivi hoito-, huolenpito- ja kasvatustyd. Osaamistarpeiden kokonaisuutta kuvataan
kuviossa 2.

Ammatillinen

kasvu ja Ammattietiikka
oppiminen Lahihoitaja
paivittaisten

toimintojen tukijana

Asiakas
tai potilas
eldmankulun
eri vaiheissa

terveytta ja hyvinvointia
suunnitelmallisesti

S Ekologisesti, sosiaalisesti,
edistden

kulttuurisesti ja taloudellis-
esti kestavaa kehitysta edis-
tava hoito-, huolenpito- ja
kasvatustyo

Ammatillinen
vuorovaikutus

Kuvio 2. Lahihoitajan osaamistarpeiden kokonaisuus.

102



Tulevaisuuden osaamistarpeissa painottuu laaja-alaisuus. Erikoistuneemman osaamisen tarpeet
miiriytyvit asiakas- ja toimintaympiristdkohtaisesti. Niiti ei voida eritelld erikoistuneempaa
osaamista koskeneen tutkimuskysymyksen mukaisesti perusterveydenhuollon, erikoissairaanhoidon,
sosiaalialan tydn tai kuntoutusalan tydn osa-alueiden mukaisesti. Tutkimuskysymyksessi asetettu
jaottelu lihtee nykyisestd rakenteesta, sosiaali- ja terveydenhuollon palvelujirjestelmisti eiki
asiakkaan tai potilaan tarpeista. Tulokset tulevaisuudessa tarvittavasta osaamisesta painottavat
lihihoitajan osaamisen miirittelyd lihtokohdasta "asiakas on keskidssi” (Hakala, Tahvanainen,
Ikonen & Siro, 2011). Sosiaali- ja terveydenhuollon nihdiin toimintajirjestelmini yhdentyvin;
"sosiaali- ja terveysala libestyy ja on jo nivoutunut yhteen monellakin tavalla”.

Toimintaympiristé ja sen mukana toimintatavat muuttuvat. Lihihoitajan “rulevaisunden
toimintaympdrist on yhi enemmdin asiakkaan koti tai sitii vastaava”. Kunta- ja palvelurakenne
on voimakkaassa muutoksessa (Sosiaali- ja terveysministerion Tulevaisuuskatsaus, 2010).
Yksityisen palvelutuotannon lisidntyminen, palvelujirjestelmin monimuotoistuminen ja
samalla sosiaalisen eriarvoisuuden lisdédntyminen (Hiilamo ym., 2010) asettavat vaatimuksia
lihihoitajan ammattieettiselle osaamiselle. ”Lihihoitaja toimii sosiaali- ja terveysalan arvojen,
toimintaperiaatteiden, sidddsten ja suositusten mukaisesti seki asiakkaan tai potilaan asianajajana’.
Asianajajuus koostuu kolmesta tehtivisti: asiakkaan tai potilaan autonomian turvaamisesta,
hinen edukseen toimimisesta seki oikeudenmukaisuuden lisidmisestd sosiaali- ja terveysalalla

(ks. Bu & Jezewski, 2007).

Ammatillisen kasvun ja oppimisen taidot ovat tulevaisuuden osaamisessa keskeisid. On tirkedd
tunnistaa oma osaamisensa ja sen rajat. Nykyisti enemmin painottuu jatkuva kriittinen tiedon
hallinta. Tiedonhallintataidot pitivir sisilliin tiedon hankinnan taidot ja erityisesti tieto- ja
viestintiteknologiaosaamisen. Toimintaympiriston muutoksen painottuessa asiakkaan tai
potilaan kotona tehtiviin tydhén lihihoitajalta edellytetddn itsendisti ongelmanratkaisua ja
piitoksentekoa, vaikka tydntekiji toimii moniammatillisen tiimin jiseneni. Tulevaisuuden
lihihoitaja on aloitteellinen, vastuullinen, itseohjautuva ja osaamistaan jatkuvasti kehictivi —
sisdinen yritedjd (ks. Nurmio & Turkki, 2010). Lihihoitajan tulee kyeti myds ennakoimaan oman
osaamisensa kehittymisti; tarvitaan " osaamista tulevaisuuden ennakointiin”. Timin tutkimuksen
tulosten mukaan liiketoimintaosaamisen lihihoitaja hankkii vasta perustutkinnon suoritettuaan.

Tulevaisuuden asiakkaat nihtiin tutkimusaineistossa vaativina, yksilsllisid ja ridcilsityji palveluja
odottavina. "Asiakaskuntaa ei palvella yhdelli konseptilla”. Asiakkaan kuuleminen edellyttid
tydntekijiltd dialogisia vuorovaikutus- ja ohjaustaitoja. Dialogi on yhdessi tydskentelyd,
jonka tavoitteena on yhteinen ymmirrys (Aarnio, 2001). "Asiakkaan voimavaroihin tiytyy
uskoa. Lihihoitaja toimii hoito-, hoiva- ja kasvatuskumppanuuden periaatteella asiakastyissi,
moniammatillisessa tiimissi ja verkostoissa.” Kumppanuuden toteutumisessa keskeistd on
asiakkaan tai potilaan osallisuus, tasavertaisuus ja keskindisen luottamuksen saavuttaminen (ks.
Haahtela, 2003). Asiakkaan kanssa toimitaan kommunikaatioteknologiaa hyddyntien (Ahtiainen
& Auranne, 2007). Kulttuurien kirjo palvelujen kiyttijien osalta ja tydyhteisoissd lisidntyy.
Lihihoitajalta edellytetiin kulttuurienvilistd ymmirrysti. Kultcuurienvilinen osaaminen nihtiin
timin tutkimuksen aineistossa nimenomaan osana ammatillisen vuorovaikutuksen taitoja;
kulttuurienvilinen osaaminen on taitoa toimia seki ns. vieraita kulttuureja edustavien ettd mm.
eri ikiryhmid edustavien asiakkaiden kanssa.
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Lihihoitaja toteuttaa ekologisesti, sosiaalisesti, kulttuurisesti ja taloudellisesti kestivid
kehitysti edistivid hoito-, huolenpito- ja kasvatustyotd. Palveluohjaus, hyvinvointiteknologian
hyddyntiminen, tychyvinvointi ja turvallisuuden edistiminen korostuvat. Ty on asiakkaan
itsestd huolenpidon edistamisti. Tissid tutkimuksessa kestivi kehitys -osaamistarpeen marittelyn
lihtokohtana on, etti kaikki lahihoitajan tekemi ty6 edistdd kestiviid kehitystd. Tydn tavoitteena
on tukea asiakkaiden perustarpeiden toteutumista, yllipitii ja edistid heidin toimintakykydin
sen kaikilla osa-alueilla ja viime kiddessd pyrkid asiakkaan itsesti huolenpidon edistimiseen.
Palveluohjauksella lihihoitaja vaikuttaa tarkoituksenmukaiseen sosiaali- ja terveyspalvelujen
kiyttoon. Palveluohjausosaamisen tarve kasvaa palvelujirjestelmin monimuotoistuessa.
Elinympiristéd ja hyvinvointiteknologiaa hyddyntimilld lihihoitaja edistdd asiakkaiden
eliminlaatua ja kestivid kehitystd. Tydntekijoiden ja tydyhteisdjen hyvinvointi vaikuttaa
konkreettisesti tydssi jaksamiseen ja tyduran pituuteen.

Johtopaatokset

Voimassa olevat sosiaali- ja terveysalan perustutkinnon perusteet mahdollistavat tulevaisuuden
osaamistarpeiden huomioimisen. Perustutkinto tuottaa tydelimiin siirtymisen edellyttimin
ammattitaidon sekd laaja-alaisen osaamisen siten, etti lihihoitajalla on mahdollisuus
tyoskennelld vaihtelevissa tyotehtivissi sosiaali- ja terveysalan eri toimintaympiristdissi.
Tulevaisuuden osaamistarpeiden sisdistiminen kuitenkin edellyttid sitd, ettd koulutuksen
jirjestdjid opetussuunnitelman toteutuksessa selkeisti painottaa tutkimuksessa esille nousseita
osaamistarpeita.

Titd tyotd tukemaan Opetushallitus on kiynnistinyt syksylld 2010 Tampereen ammattiopiston
ja Oulun seudun ammattiopiston toteuttaman Sote-strategia kiyttén -hankkeen, jossa tulokset
levitetddin vuoden 2011 aikana valtakunnallisesti sosiaali- ja terveysalan perustutkintoa jirjestivien
koulutuksen jirjestijien, alan sidosryhmien ja alan tydelimin kiyttoon. Kevdin 2011 aikana
toteutuneissa eri oppilaitosten levitysseminaareissa on noussut esille tarve kehittdd opetuksen
toteutusta entistd toiminnallisempaan ja kiytinnonliheisempiin suuntaan seki lisitd tavoitteellista
yhteistydti oppilaitosten sisilld ja tydelimin eri toimijoiden kanssa koulutuksen toteuttamisessa.
Jatkossa selvitetiin vaikuttavuusarvioinnilla, miten strategiatyon tulokset on otettu osaksi sosiaali-
ja terveysalan perustutkintokoulutuksen toteutusta ja millaisia opetusmenetelmii on otettu
kiyttoon.

Pohdinta

Lihihoitajan tulevaisuuden osaamistarpeet ja voimassa olevan sosiaali- ja terveysalan
perustutkinnon perusteen ammattitaitovaatimukset ovat varsin yhteneviiset. Tutkinnon perusteen
toteuttamisessa on koulutuksen jirjestdjikohtaisia painotuseroja. Lihihoitajan tulevaisuuden
osaamista voidaan tarkastella kolmesta nikokulmasta: miki osaamistarpeissa on pysyvii, miki
muuttuu ja minkd toivotaan muuttuvan. Pohdinta perustuu timin tutkimuksen tulosten ja
voimassa olevan tutkinnon perusteen tavoitteiden vertailuun.
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Tutkinnon perusteen mukaan sosiaali- ja terveysalan toiminnan tavoitteena on asiakkaiden
toimintakyvyn yllipitiminen sekd osallisuuden, hyvinvoinnin ja terveyden kokonaisvaltainen
edistiminen (Ammatillisen perustutkinnon perusteet. Sosiaali- ja terveysalan perustutkinto,
lihihoitaja, 2010). Lihihoitaja tekee terveytti edistivii, ehkiisevid ja kuntouttavaa kasvatus-,
hoito- ja huolenpitotydti. Lihihoitajan ammattitaito muodostuu ammattieettisestd, tiedollisesta,
taidollisesta ja esteettisestd osaamisesta.

Tissd tutkimuksessa lihihoitajan perustehtiviksi on miiritelty asiakkaan tai potilaan piivittiisten
toimintojen tukeminen eliminkulun eri vaiheissa terveytti ja hyvinvointia suunnitelmallisesti
edistien. Tulevaisuuden osaaminen muodostuu neljistd osa-alueesta — ammatillinen kasvu
ja oppiminen, ammattietiikka, ammatillinen vuorovaikutus seki ekologisesti, sosiaalisesti,
kulttuurisesti ja taloudellisesti kestivid kehitysti edistivd hoito-, huolenpito- ja kasvatustyd.
Perustehtivissi on paljon pysyvii, mutta osaamistarpeissa korostuu nykyistid voimakkaammin
ymmiirrys asiakkaan tarpeista ja eliminkulusta. Piivittiisten toimintojen kisite on laajennettu
sisiltimiin myds arjen hallinnan ja arjen sujumisen tukemisen. Toimintakykyi yllipitivi ja
edistivi nikokulma on kirjoitettu sisidn kaikkeen lihihoitajan tulevaisuuden osaamiseen. Jotta
edelld mainittu toteutuisi, toivotaan koulutuksen jirjestdjin opetussuunnitelman toteutuksessa
sisillollistd painotuksen muutosta terveyden ja hyvinvoinnin suunnitelmallista edistimisti
painottavaan nikokulmaan.

Tutkinnon perusteen (emt.) mukaan ty6 edellyttdd lahihoitajalta halua huolehtia oman osaamisensa
jatkuvasta kehittdmisestd. Hin seuraa alansa kehitystd, piivittdd tietojaan ja osallistuu lisd- ja
tiydennyskoulutukseen oman osaamisensa piivictdmiseksi. Tutkinnon suorittanut lihihoitaja
voi tydskennelld myds itsendisend yrittdjind. Myds timin tutkimuksen mukaan lihihoitajan
ammatillinen kasvu ja oppiminen ovat tulevaisuuden keskeisti osaamista. Lihihoitajan
tulevaisuuden osaamistarpeissa korostui sisiinen yrittdjyys, mutta liiketoimintaosaaminen
hankitaan tutkinnon suorittamisen jilkeen.

Tutkinnon perusteen mukaan (emct.) lihihoitajan ty6td ohjaavat keskeiset periaatteet ovat elimin
ja ihmisarvon kunnioittaminen, itsemiiridmisoikeus, oikeudenmukaisuus ja tasa-arvo. Timin
tutkimuksen mukaan ammattieettinen osaaminen perustuu oman ihmiskisityksen tiedostamiselle.
Alan arvojen ja niihin perustuvien siddésten sisdistiminen on tie ammatilliseen itsetuntemukseen,
miti kisitettd voimassa olevassa tutkinnon perusteessa ei kiyteti. Syvintd ammattieettisti osaamista
on asiakkaan tai potilaan asianajajana toimiminen, joka on asianajajuutta yksilon ja yhteisén tai
organisaation tasolla. Yksilotasolla asianajajuus tulee esille tilanteissa, joissa asiakkaalla tai potilaalla
itsellddn ei ole voimavaroja. Yhteison tai organisaation tasolla asianajajuus on vaikuttamista
hoidon tai palvelun laatuun tuomalla esille asiakkaiden tai potilaiden tarpeita. Voimassa olevassa
tutkinnon perusteessa (emt.) asianajajuus-kisitetti ei kiiytetd; vain mielenterveys- ja piihdetyon
koulutusohjelman/osaamisalan ammattitaitovaatimuksissa todetaan, etti opiskelija tai tutkinnon
suorittaja “vahvistaa mielenterveys- ja piihdeasiakkaan asemaa”.

Sosiaali- ja terveysalan tydntekijoiltd on aina edellytetty hyvid vuorovaikutus-, ihmissuhde-
ja neuvottelutaitoja seki tydyhteisdssi ettd erilaisten asiakkaiden tai potilaiden kanssa (emt.).
Timin tutkimuksen mukaan ammatillisilla vuorovaikutustaidoilla tarkoitetaan vihimmilldin,
ettd lihihoitaja tuntee tydelimin pelisiinnét ja osaa tehdi asiakaspalvelutyotd. Parhaimmillaan
ammatillinen vuorovaikutus rakentuu hoito-, hoiva- ja kasvatuskumppanuuden periaatteelle.
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Voimassa olevassa tutkinnon perusteessa kumppanuus-kisite tuodaan esille verkostoyhteistyén
osaamisena; osaamistarpeena kasvatuskumppanuus mainitaan lasten ja nuorten hoidon
ja kasvatuksen koulutusohjelman/osaamisalan ammattitaitovaatimuksissa (emt.). Tissd
tutkimuksessa kumppanuus on asiakaslihtdisen toiminnan perustavoite ja kumppanuus-kisite
on ymmirretty laajemmin my®s hoiva- ja hoitokumppanuudeksi.

Kestivin kehityksen osalta tissi tutkimuksessa miiritellyt osaamistarpeet eroavat olennaisesti
voimassa olevasta tutkinnon perusteesta. Tutkinnon perusteen (emt.) mukaan kestivi kehitys on
yksi elinikiisen oppimisen avaintaidoista ja miiritelty siten, ettd opiskelija tai tutkinnon suorittaja
toimii kestdvin kehityksen ekologisten, taloudellisten, sosiaalisten sekd kulttuuristen periaatteiden
mukaisesti. Kestivin kehityksen osa-alueita ei ole tarkemmin avattu. Sosiaali- ja terveysalan
perustutkinnon ammattitaitovaatimuksissa kestivi kehitys mainitaan Hoidon ja huolenpidon
sekd Kuntoutumisen tukemisen tutkinnon osien ammattitaitovaatimuksissa ja koulutusohjelmien/
osaamisalojen arviointikriteereissi. Kestivin kehityksen periaatteiden mukainen toiminta on
niissi liitetty luontoa sidstidvien materiaalien, vilineiden ja menetelmien kiytté6n, energiaa
sddstiviin tyotapoihin seki taloudelliseen ja laadukkaaseen toimintaan. Tissd tutkimuksessa
kestivi kehitys -osaamistarpeen miirittelyn lihtokohtana on, etti lihihoitajan tyd — asiakkaan
itsestd huolenpidon edistiminen, palveluohjaus, elinympiristén ja hyvinvointiteknologian
hyddyntiminen, tydhyvinvoinnin ja asiakasturvallisuuden edistiminen — tukee kestivii kehitysti.

Tutkimuksessa toteutettua ennakoinnin menetelmien monipuolista kokeilua ja kiyttod
analysoidaan mydhemmin erillisessd julkaisussa.
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Erja Katajamaki & Janne Salminen

11. UNDERSTANDING ISSUES OF SUSTAINABLE
DEVELOPMENT AND THE LIMITS OF POTENTIAL
MAPPING IN HIGHER EDUCATION CURRICULUM PLANNING

Abstract

We tested a method for facilitating the integration of the subject of sustainable development
in two curricular areas of the travel industry in the Lahti University of Applied Sciences. The
research questions were: 1) To what extent can we fathom the potential of sustainable development
in the curriculum? 2) In what ways will effective identification of the potential of sustainable
development increase its effective integration in the curriculum? Teachers stated that potential
mapping method is too detailed, hypocritical and contradictory to be effective. On the other
hand, the method encouraged teachers to think about the challenges of sustainable development
more systematically.

Keywords: sustainable development, integrative pedagogy, generic, competence, potential mapping

Introduction

More than three decades of natural resources depletion, devastating social problems and pressures
on developing societies for more sustainability have shaped many global political debates
(Meadows et al., 2004). A few problems have been solved in Finland, locally or nationally,
due to the improvement and the use of technologies, e.g., waste water problems of the forest
industry (Finnish Forest Industries, 2011). Nevertheless, on a global scale armed conflicts, human
population growth, urbanization, extreme poverty and global change still exist as enormous
challenges (Kates & Parris, 2003). Obviously we have a long way to go.

Our goal was to investigate the potential of integrating the topic of sustainable development (SD)
into the curricula of the degree programmes of hotel and restaurant management and in tourism
management in Lahti University of Applied Sciences (LUAS). Globally and locally educators in
general, and in these programs in particular, are aware of the importance of SD actions in the
tourism industry (e.g. Swarbrooke, 1998, LAKES, 2009). Hence, extensive integration of SD
precepts in university studies seems both feasible and appropriate. The idea behind this study
was to encourage the degree programmes to add SD components to their curricular descriptions,
and of course, to actual educational practice.

In general, to the extent that it reveals the subject matter and the learning outcomes, text of a
curriculum can be seen as a map of a degree programme. Optimally curriculum content should
include possible strategic choices of the study area as well as the generic orientation of the whole
university. Hence, a curriculum may promote universities to reveal their educational mission and
profile. Conversely, without appropriate descriptions of the SD issues in the curriculum, quantitative
audits and reviews of curricula contents are truncated and lacking. (e.g. Lozano, 2010; Roorda, 2001).
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Research Questions

We make several assumptions, based on background information, regarding curricular contents
of LUAS and the integration of the SD components:
* Integrated SD issues are not visible in the curricula partly due to the brevity of the study
unit descriptions.
e There are professional study units in which sustainability and responsibility issues are
integrated and taught, but not highlighted in the SD context (McKeown, 2002).
¢ There are study units just for the SD education (proportion of a curriculum 1-2 %, i..
3-5 ECTS units strictly for the SD education).
e There is potential to promote the SD issues in the curricula, and this potential varies
among the degree programmes due to subject-specific missions of the profession (see

McKeown, 2002).

According to the above assumptions we set the following research questions:

To what extent can we fathom the potential of sustainable development in the curriculum?

In what ways will effective identification of the potential of sustainable development increase its
effective integration in the curriculum?

Theoretical Framework

Sustainable development has been recognized to be such an urgent need globally that it is now
imperative to integrate elements of it at the university level in as many curricula as possible.
There is a special need to improve skills of graduates to solve extensive, multidisciplinary, global
and frequently environmental originated problems (Clark, 2007; Geli de Ciurana & Leal Filho,
2006; Lynch & Hutchinson, 1992; Parker, 2009).

In addition, technical skills and knowledge of SD alone (including ecological, economic and socio-
cultural aspects) are necessary but insufficient to increase sustainability and the responsiveness of
the actions of nations and companies or behaviour of common citizens. Indeed, there is a need
to strengthen the skills of individuals to influence decision-making process of a company or of
a whole society. Also motivation for students to engage in problem solving exercises, or in the
building of innovation skills and attitudes, requires enhancement (Arbuthnott, 2009; Bereiter,
2002, 295-296; Lindgren et al., 2006; Rohweder & Virtanen, 2008; Tilbury & Cooke, 2005).
Such aims, though lofty, can be accomplished through collaboration on problem solving and
common team-oriented knowledge building (Scardamalia & Bereiter, 2006, 4-7).

The framework of expertise in higher education at the European level comes from subject-
specific and generic competence. In general, generic competence is defined as internalizing,
learning, practicing ethical behaviour, working within a community, and innovating. (Ellstrom,
1998; Eraut, 2007.) Evidently, such a combination of actions should have a specific role for
strengthening subject-specific and overall operational skills of a graduate to promote SD in the
working life and in society.
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The pedagogical strategy of LUAS is based on an integrated pedagogy that utilizes learning as a
research method, and combines various sub-sections of knowledge and expertise. The sub-sections
of expertise are conceptual, experimental and practical knowledge, and lead to development
of self-regulation of performance. Furthermore, focal points of the strategy are counselling,
developing assessment, and building flexible and authentic learning environments. Learning
emphasizes both learning of individuals within communities and learning of communities.
(Scardamalia & Betreiter, 2006; Tynjild, 2003.) In addition, expanding the role of SD education
is important throughout the curriculum development process at LUAS.

Methods

Our hypothesis is that SD subject matter components are lacking in course content but not in
spirit. So we adopted a potential seeking approach, known as potential mapping, to determine if
there are semblances of qualitative thinking on the matter. By doing this, we hoped to encourage
degree programmes to integrate sustainable development components into the programming and
to avoid possible instructional frustration among the teaching faculty. We adopted and modified
action research for the research approach (Kemmis & McTaggart, 2005). Together, with the
teachers, we discussed the implications of the observations and produced recommendations for
future development of the SD issues in the curriculum. A group of last year students evaluated the
SD situation in their degree programme in a questionnaire and revealed a number of important
themes. The methods are described in detail below.

Curricula

Study objective and learning outcomes in degree programmes are described below (Curricula
texts from LUAS www-site, November, 2010):

The student who has graduated from the Degree Programme in Hotel and Restaurant Management
knows the general and special features of the industry... manages the figures in the industry and
understands the importance of human resources in service sector... learns the international nature of
the industry either by working with incoming guests or learning other cultures. ..

The student who has graduated from the Degree Programme in Tourism Management understands
the growing economic significance of tourism and the possibilities the internationalization provides. ..
can create operable and feasible products, product groups and events tailored for various customer
groups and segments.... understands what creativity, personal activity and interpersonal skills mean
as a reinforcing factor in business.

Degree programmes of hotel and restaurant management and tourism management have
curricula of 12 modules in 42 study units in common for both programmes. In other words,
nearly 70 per cent of the curriculum is the same. The curriculum of the hotel and restaurant
management program has four subject-specific orientation modules and the curriculum of the
tourism management has five such specific modules. Orientated modules are six to 15 ECTS and
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they are composed of study units, which are three or five ECTS in size. There is a mandatory
SD study unit (3 ECTS) available in both curricula.

Potential Mapping

A new method was applied to evaluate the integration potential of the SD issues in the curriculum.
The approach was as follows: an SD expert evaluated potential options for teaching SD issues
in the curriculum. SD issues were adopted from themes recommended for higher education
by the United Nations Economic Commission for Europe (UNECE) (see Table 1) (UNECE,
2005). UNECE’s theme list was recently adopted for a reference “wish” list indicating various
components of SD issues that can be included in the curricula. Hence, the aim here was not to
promote teaching of those particular SD issues. The SD expert listed all phrases in the description
of the study units which may contain elements for potential integration of UNECE’s SD themes
and listed them in a potential map (Table 1.).

The potential map is a table listing the potential SD phrases found from study unit descriptions.
The phrases are listed in rows separately under the name of the study unit, and the UNECE’s
SD themes are in columns. In the grid, possible connections are scored by entering number
one (1) in the node or leaving the cell empty, meaning the phrase has no connection on that
particular UNECE’s theme. The criteria for integration potential were kept as wide as possible:
ecological, economic and socio-cultural aspects of SD, motivation for SD actions, and skills to
influence the decision-making were kept in mind in the curriculum evaluation. For example,
the UNECE’s theme of ‘democracy and governance’ earned high scores because the SD expert
concluded that particular phrases found in the unit description indicates broad discussion of
decision-making processes and operations of the business life and the whole society (see Table
1). Hence, it was judged that the integration of the SD orientated ‘democracy and governance’
issues on those particular study units should not be a complicated process.

Action Phase

A study unit list with phrases pointed out by the SD expert was given to teachers. The grid
was empty and no mention of items on the UNECE list was made. Teachers connected the
study units (and phrases) to UNECE’s themes by marking number one in the cell if a potential
connection exists according to their own way of thinking.

Quantitative methods, assisted by SPSS, were applied to analyse the potential maps. It should be
noted that further data analyses were based on the assumptions and definitions done by a single
SD expert (the phrase expression and basic matching of phrases on UNECE’s themes). Hence,
comparing the expert’s data to the professional teacher’s data indicate viewpoints of restricted
number of persons (see Figures 1 and 2).

Quantitative data were analysed and discussed with teachers (n = 3) in a group interview.

Discussion with the teachers was based on questions dealing with the potential mapping
method (Table 2). The interview protocol was delivered to the teachers one week beforehand.
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Table 1. Examples of SD related phrases pointed out by the SD expert in the curriculum of hotel and restaurant
management and tourism management. Potential matching of phrases on the UNECE's themes (hits) are also shown.

Potential matching of phrases on UN-

UNECE’s SD theme

Representation of SD
dimensions

Examples of phrases found in
curricula

ECE's SD themes (total number of hits

in the curriculum)

. Hotel &
Tourism
restaurant
) ‘General impression of conti-
Poverty alleviation Socio-cultural, Eco- nents as resort’, ‘Global tour- 21 18
nomical ism industry’
- . ) ‘Finnish way of life’, ‘Diversity of
Citizenship Socio-cultural customer concept in tourism’ 67 60
‘ Operations in crisis’, ‘Com-
Peace Socio-cultural munication and interpersonal 19 15
skills
Ethics Socio-cultural Knowledge of ethical responsi- 5, 2
bility’, Holistic planning
Responsibility in local Ecological, Economical, ‘Social networks’, ‘Local im-
. o 67 62
and global contexts Socio-cultural pacts of tourism
Democracy and governance Eco‘logmal, Economical, Conﬂ\ct Solut\qn , ‘Logic of na- 84 102
Socio-cultural tional economy
Justice Socio-cultural Togr\sm nglslatlon + Labour 51 54
legislation
Security Socio-cultural, Ecological Customerv safety’, Fire and res- 65 60
cue safety
‘Human resource manage-
Human rights Socio-cultural ment conflicts’, ‘Management of 38 35
change’
Health Socio-cultural Weliare of work community’, 5, 59
First aid skills
Gender equity Socio-cultural .Prmvc|ples i ,SD o (BRIl 26 25
tion in groups
Cultural diversity Socio-cultural SOCIO—(,:UHUF&L nspiring’, ‘Local 57 51
culture
Rural and urban develop- Ecological, Economical, ‘Geography of Finland’, Threat of 28 19
ment Socio-cultural climate change’
Economy Economical Eco.nor'n{cat proﬂtapmty and re- 78 77
porting’, ‘Budgeting
P_roductlon and consump- Bemamiiel, Sasio-aultiur] Prodgct ;ecur|ty , ‘Material 33 31
tion patterns choosing
- Ecological, Economical, ‘Managing of quality and effec-
Corporate responsibility Socio-cultural tiveness’, ‘Social responsibility’ 73 70
Environmental protection Ecological ‘Envwronmenta.l res.pon5|b|l|vty ' 67 65
Future of tourism industry
‘Processes of food production’,
Natural resource manage- . . . . : .
ment Ecological, Economical Expertise of operational environ- 25 19
ment and actors’
B‘|olog.\cal and landscape ealsies Value of mesh nature’, ‘Indica- 31 19
diversity tors of SD
. . ‘Evaluate environmental, social
Addressing such divers ) . S
. ; Ecological, Economical, and economic impacts of tour-
themes in ESD requires a . S : ; 16 10
L Socio-cultural ism’, ‘Comprehensive public re-
holistic approach T
lations
total 950 896



Additionally, a group of students from the previous year received general information regarding
their participation in the research. Specifically, the students (n = 9) evaluated the SD priorities
of their curriculum through a questionnaire. The questions were constructed according to earlier
discussion with the teachers (for questions, see Fig 3). We also asked the students: 1) Did they
read the curriculum text? 2) Did the curriculum text provide an accurate depiction of the
content of the studies? 3) Did their preconceptions of the content correspond to what actual
events? Due to the rather low number of answers, samples from two degree programmes were
pooled for further analysis.

Table 2. The inquiry protocol and questions for teachers.

Action research 1.9.2010-30.4.2011: Author’s names
Aim of the study: Visible integration of SD issues [in curricula texts)

Questions for the degree programmme of Hotel and Restaurant Management and Tourism Management
[two lectures and the principal lecturer were mentioned by name)

Couple questions for your professional and the degree program’s background (15 minutes):

1. Estimate your own knowledge level on challenges of SD in your business area.
2. Level of SD education at the moment in your curriculum (scale 1 to 5).
3. Is the level of SD education high enough at the moment?

Couple questions for the method (30 minutes):

1. Your opinions about the main question (increasing visibility of SD in the curriculum)
and the approach (potential seeking).

2. Did already pointed phrases (from study unit descriptions) and UNECE's themes [totally 20) help
you to quantify potential of study units for SD education?

3. Did the highlighting of SD issues inspired new ideas about the issue, e.g. did the approach arose
a need for make SD issues more visible or need to increase SD issues in the curriculum?

4. Which kind of thoughts comparative results presented today inspired in your mind?
[You will find data farther ahead (Table 1., Figures 1 and 2J; data will be gone through together
in the meeting ]

Together we will prepare three recommendations to increasing visible integration of SD
in curricula (15 minutes):

e For Tourism Management.
e For Hotel and Restaurant Management.
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Results
Potential Mapping

The SD expert found higher SD integration potential (numbers of curricula phrases matching
UNECE’s themes) in the curriculum of tourism management (950 positions) than in the
curriculum of hotel and restaurant management (896) (sign test: p = 0.003, n = 20) (Table 1).
The highest score was ‘democracy and governance’ theme followed by ‘corporate responsibility’
and ‘economy’. Less typical themes were ‘holistic approach for SD’, ‘peace’ and ‘poverty’. Although
the phrases were not equally dispersed over the UNECE’s themes, the overall coverage of the
dimensions of ecology, economy, and socio-culture seemed to offer wide coverage (Table 1).
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Figurel. Relationship between SD related phrases in a particular study unit pointed out by SD
expert and number of hits on UNECE themes in the study unit estimated by a professional. Linear
regression line and equation are included.
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There was a positive relationship between the number of the SD related phrases pointed out
by the SD expert in a particular study unit and a matching of this study unit in the UNECE’s
themes estimated by the professional teacher (Figure 1). The teacher of tourism management
estimated higher integration potential of UNECE’s themes in the curriculum than the teacher
of hotel and restaurant management (Figure 2).
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P <0.001
n=>55
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Figure 2. Spearman rank correlation between SD expert’s assumption and estimation of a
professional how many UNECE's themes potentially may be included in a content of a particular
study unit. Open squares for curricula of Tourism management (two cases included in module level,
value > 20) and grey triangles for Hotel and restaurant management. Dashed line indicates the
perfect match of an assumption and estimation.

Qualitative Measures of Potential Mapping Method in
Curricula Development

The teachers group considered themselves to be aware of SD issues, though in specialised ways,
such as aspects of economy or business. The teachers believe SD should be well-integrated in a
curriculum (4 on a scale of 1 to 5), and they indicated that SD education is better integrated in
LUAS than in Finnish tourism education in general. They also noted that SD holds a relatively
minor role in the curriculum and that there is an urgent need to increase its priority.

As for the technique of potential mapping, the interviewees believed it to be too detailed,
hypocritical and contradictory. They did, however, admit that the process illuminated the
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importance of a teacher’s SD orientation and prompted deeper thought about SD issues. Hence,
to answer the first research question, it seems possible to analyse the SD potential of a curriculum
through potential mapping.

One additional positive consequence of the method was mentioned; the high priority of SD in
the minds of teachers eliminates the need to make curricular changes mandatory because specific
inclusion of the SD curriculum would be done anyway. So, to address the second research
question, given the teachers” scepticism about the effectiveness of potential mapping, the signs
are negative; potential mapping cannot directly facilitate SD integration into curricula.

The final phase of the interview concerned general discussion items. The point was made that
the future of curriculum development includes many challenges. Fundamental considerations
were raised and are worth reporting here:

Clarification should always be made regarding why and for whom a curriculum is written.
How frequently should students acquaint themselves with the curricula contents?

How should students utilize the information in the curricula?

From the focus group the teachers expressed points of view regarding curriculum writing.
An exemplary curriculum description should be established on the foundational realities of
the pedagogical activities in the degree programme (including the SD issues). An adequate
description should be primarily directed to students and thus avoid unnecessary jargon used by
SD experts. One unsolved problem is how to describe all the learning processes of the required
objectives. This will also be a concern of national and international quality review teams when
evaluations include assessments of curricula descriptions. In the degree programme of hotel
and restaurant management and tourism management in LUAS this problem is partially solved
by the inclusion of a description of generic competence contents in the descriptions above the
separated study units. Construction of an extra implementation plan for a curriculum was also
highlighted as a platform for more detailed description of pedagogical solutions. One important
aspect for SD issues was brought into the discussion outside of the curricula development task:
the learning environment, such as the learning kitchen, should facilitate the adoption of SD
ideas. Outstanding examples include, but are not limited to, possibilities to test new operations
and measuring effects of these operations (e.g. testing a sustainable supply chain, and utilising
renewable sources of energy). Such facilities would directly increase the credibility of the strategy
of LUAS to a more sustainable future.

According to the answers of the last year students (n = 9), two of them had never become
acquainted the content of the curriculum. Those who had read the curriculum were mainly
satisfied with the preconceptions of the curriculum. One student stated that the descriptions
of the programs did not correspond to the actual studies. The students argued that they are
motivated to learn more about the SD issues, but the content of the studies seemed not to fully

satisfy this anticipation (Fig. 3).
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Figure 3. Result of the inquiry for last year students. Estimated level of SD situation (mean + SD, n
= 9) are shown. Questions indicating motivation of students for SD learning are shown as grey bars.
Statistical differences between levels of estimations were analysed with analysis of variance (F =
11.9, df = 4, p < 0.001) followed by Tukey's HSD test (different letter indicates significant difference
between statements at level p < 0.05).

Conclusions

The study revealed that it is possible to identify potential places in curricula to integrate aspects
of sustainable development. On further reflection, the complexity of the SD issue is a challenge
in curricula development (Clark 2007) because of the complex nature of SD subject matter,
and the number of themes involved. Consequently, it is difficult to implement SD components.
However, it seems possible to promote curriculum development with SD components included
by seeking places for straightforward integration of the SD issues. The teachers revealed that the
connection between the study units and the UNECE’s themes depends upon the background
of the teacher. Moreover, teachers tend to focus most on economic or environmental issues, at
least in the tourism education. (See also Lynch & Hutchinson, 1992.)

'The integration of generic competence is challenging because different fields of study have different
ways of absorbing the material into their unique curricula and presenting it in their syllabi. Hence,
teachers have quite a large role in the SD integration process. (Scardamalia & Bereiter, 2006.) The
challenge awaiting solution is, how and who will make curricula a useful as a source of information?

We learned that students want more SD related discussions. If the SD issues are broadly integrated
(as a generic competence-like learning objective) in the curricula of all professions, it raises two
important questions which should be carefully considered in the development process of the
curricula, as well as in the learning process:
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How much content is enough to produce the competence needed to meet the SD curricular
challenges?
To what extent will SD competence improve a graduate’s position in the competitive labour market?

(Willamo, 2005; Lindgren et al., 2006; Posch & Steiner, 2006; PwC, 2008; Desha et al., 2009.)

These questions may also be taken as suggestions for future research.

Metacognitive skills, for instance motivation, influences learning (Ellstrém, 1998, 41-45; Eraut,
2007, 5). According to our inquiry, students were motivated to learn more about SD. Therefore,
teachers should organize meaningful opportunities for connecting some perspectives of SD to
the learning of subject specific skills. Possibilities abound when interning or practising within
authentic working places, such as the learning kitchen. In such places students can solve real
SD-problems in teamwork fashion and connect the theory to practical challenges. Two benefits
accrue. The first is enhanced peer learning and the other is authentic learning from real life
problem solving (Scardamalia & Bereiter, 2006, 1-3).

The challenge that awaits curriculum planners at LUAS and elsewhere is to reconcile the trade-
offs between the subject specific and the generic learning activities and how to visualize them in a
balanced way for curriculum descriptions, student advisement and quality management practices.
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Maria Erss

12. THE CURIOUS DELIMITATIONS OF CURRICULAR
INNOVATION IN SCHOOLS

Abstract

Contrary to widely held positions in the literature, policy analysis and common sense, curriculum
reform is more belated reaction to changes in society than it is inside initiative. What are the
forces that make curricular change? Behind every change is the felt discrepancy between how
things are and how they should be. Perhaps some schools implement innovative practices before
they are introduced by national or EU curriculum initiatives. Others, however will not change
until they are forced to. Whether curriculum reform really means creating innovative practices
in schools depends on organizational strategy and personal choice. These issues are in need of
in-depth exploration in order for us to understand the extent to which schools are agents of
change and capable of designing their own innovative practices.

Keywords: curriculum reform, planning strategies, implementation, philosophy

Introduction

Hardly a year passes without public discussion about the need to reform education amidst a
changing society. Reform measures usually start with a school board or mayoral office review
of the current curriculum and continue with proposals for change. The changes generally
include a modification of educational and behavioural objectives in the curriculum, when such
objectives exist. Rephrasing or changing cross-curricular objectives and/or the subject matter,
with coincidental plans for revamping teaching methods and assessment, inevitably follow.

According to this description it seems that curriculum reform would have a strong impact on
the whole of school life. But is that really the case? How much does the national curriculum
really shape the daily work of teachers? The research that I recently conducted (May and June
2011) in two high schools and one primary school in Tallinn provide interesting answers to this
question. This research project is currently still in process in cooperation between University of
Tartu and Tallinn University and is funded by the Archimedes Foundation (founded in 1997
by the Estonian Government) within the framework of the Eduko Development Programme
for Education Sciences and Teacher Training. The data collection goal of the research project
is to interview approximately 100 teachers on different school levels in Estonia to obtain their
opinions and preferences about existing and past curricula. My part was to conduct seven
interviews with different subject matter teachers which involved foreign languages, geography,
biology and technology. The interviewees had different levels of experience working as teachers,
ranging from 4 years to 43 years, and three of them had also been involved in developing the
national curriculum of Estonia in either 2002 or in 2010. Two schools where the interviewees
work emphasise foreign languages and one stresses arts and foreign languages. The interviews
lasted between 42—-90 minutes each and were semi-structured.
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The following quotes illustrate the opinions of the interviewed teachers about working within
the curriculum and reveal the theme of this article.

Teacher A: "...and speaking about my subject it (the national curriculum) is for me ... let's
say it's like the bible. But of course it has been rewritten first and then remade in the style of
the school curriculum and from there comes my teaching plan. In my everyday work I draw
naturally from my teaching plan. Of course I would not look at this (national curriculum) every
day." (Interview 1)

Teacher B: "Although honestly speaking I have seen all kinds of changes within my long career
(43 years) and ... (laughing) I still do my own work, honestly speaking... and I don't change my
everyday style of work too much according to the new directions....not cardinally anyway..."
(Interview 2)

Teacher C: "No matter what is written in the national curriculum, we still have traditions how
we do things, what we do..." (Interview 3)

Teacher D: (The national curriculum has supported my work) "So I know what and how to teach,
especially what to teach. Because... nobody can control how one teaches anyway." (Interview 4)

Teacher E: "A curriculum as such does not disturb me. It does not interfere with my life. At the
same time I am happy that it exists. If I need something to lean on and I don't have any ideas
in my head, then I open it." (Interview 5)

Based on these comments one could say that the attitude of teachers toward curriculum varies
greatly. For some it is like a bible and is followed closely, some do not let themselves be "disturbed”
by it and some continue as they always have, in the spirit of tradition. However, a certain spirit
of independence is visible in each of these comments which leads me to believe that national
curriculum is interpreted by teachers in these three schools of Tallinn as a suggestion that
may be followed or not rather than a requirement. What implications does this have to the
implementation of the national curriculum? Does this mean teachers are not up to date on recent
developments in education? It may be so in some cases but quite often the required changes in
a reformed curriculum have been integrated in schools for years beforechand. Evidence suggests
that reform lags behind practice.

Research Questions

Curriculum reform can be studied on three different levels: the policy or the macro-level, the
institutional or the mid-level and the personal or the micro-level, such as teachers, administrators
and students. In this project we will not address macro issues but will instead focus on individual
and institutional themes. It should be noted though that the macro level is very important in the
case of large scale reforms, as was the case with the Estonian school reforms of the late 80's and
early 90's when Estonia emerged from the Soviet Union as a re-established independent country.
While it is critical to draw themes from that period of time, the scope of this project simply does
not permit in-depth research into the important democratic societal curricular policies that exist
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along these lines. Therefore except for providing an antecedent backdrop for current Estonian
contexts I limit myself in the following study with the two lower levels: the institutional level
and the micro-level. The research questions are as follows:

1.1 What strategies do the schools use to cope with change and uncertainty?

1.2 What strategies do the teachers use to cope with change and uncertainty?

2. What are the conditions that determine how curriculum reform will be implemented?
3. To what extent can curriculum reform create innovative practices in schools?

Curriculum reform, in its core, is a reaction to previous societal changes. Depending on the
aims of this reaction it can result in minor or major changes in the education system. Clearly
curriculum reform can induce, or be induced from, perceived social change and can have a
revolutionary influence on society as a whole. Estonian educational reforms from 1987-1989
included curricular reform and occurred during times of turbulent change. With the introduction
of perestroika in the Soviet Union it became possible to discuss sensitive issues more openly, thus
the opportunity for a public forum for education was created. The reform involved discussions
and forums with hundreds of teachers and varied intellectuals. The common goals of the reform
were to purify the general school education from the communist ideology (although not directly
stated as such), decentralizing the education and liberating it from the dictatorship of Moscow,
while emphasizing the humanistic, democratic and personality-centreed values. (Ruus, 2004.)
The collapse of the Soviet Union, and the regaining of Estonian independence in 1991, was
facilitated by Estonian curriculum reform. V. Ruus, who was involved with the reforms from
1987 onward, described Estonian curriculum reform as fundamental and revolutionary. (Ruus,
2004, 21.) However, none of this would have been possible if fundamental changes in the political
and social life had not already started to take place in Estonia in the late 1980's.

School curriculum, rarely planned in advance of societal development, is essentially a reaction
to ongoing societal processes. The fact is that the school system is one of the pillars of society,
charged with goals relating to the maintaining the balance of society in functionalist ways.
An important goal of the school system is to prepare young people for their future roles and
integrating them into the society. (Henry, 2001.) When disruptive societal changes upset the
balance, the educational system, sooner or later, will react. Later is most likely, because curriculum
reform and innovation processes take enormous amounts of time. The more democratic the
process, meaning the more stakeholders are involved, the less efficient the reaction and, hence,
the longer it takes. No one can argue that democracy is efficient.

Theoretical Framework

When curriculum theories evolved in the 1960's there was hope for reckoning curriculum
reform in a broader context. (McCullogh, 2002.) Kerr (1967) while serving as a professor at
Leicester University, thought that new curricula would bring a revolution in British education
on a practical and organizational level. (McCullogh, 2002, 109.) The curriculum reforms of
the 1980's and 1990's aimed, above all, at producing teacher-proof centralised curricula which
strictly prescribed the content and the methods of teaching. These changes intended to improve
the level of literacy and mathematic skills of the elementary school students. This way was chosen
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because in these years and even now the prestige of teacher's work was and has remained quite
low. Therefore, it was hard to attract the better students into teacher education programs. This
very rigidly centralised system was meant to prevent the undesirable initiatives of the teachers
and the possible mistakes due to these activities. Unfortunately, as a result the system became
even less attractive for more able students. (Machin & Vignoles, 2006.) Consequently, this kind
of rigid teacher-proof curriculum is not attractive to those students who would like, by learning
the philosophy of education, to "be freed from the stultifying effects of mere training or, worse
still, adaptation to teacher-proof curricula, because they are able to glimpse for themselves the
fundamental questions reflection on educational practice raises — the nature of the school, the
role of education in the lives of their students, what is worth learning, the moral education of
their charges, and so on." (Worsfold, 2001, 2.)

It is interesting, though, that the goal of improving literacy and mathematics skills of elementary
school students was achieved when strictly coordinated weekly literacy and math hours were
introduced countrywide in every British elementary school. (Machin & Vignoles, 2006.) One
doubts however that the effects of the new curriculum revolutionised anything on the larger
scale, as Kerr expected. On the contrary, since the introduction of this reform in 1988 it has
been deconstructed then heavily criticised by many curriculum theorists. (Crawford, 2000;
Hargreaves et al, 2011; Kelly, 2009; Philips, 1998.)

These examples illustrate how it may not be necessary to have very independently thinking
teachers but rather schools that fall in line to implement the curriculum, without school autonomy
and without teacher interference. However, teachers do think on their own and schools do act
independently. What exactly does that mean to the notion of a nationalised curriculum?

Method

The question, to what degree does curriculum reform influence a school, is related to the other,
to what extent does the content of learning depend on the practices of a particular school?
Here, parallels with the organizational theory can be found because schools have, like any other
organization, their own subcultures, norms, values and strategies toward the future. Generally
speaking, societal change, especially accelerating societal change, increases the uncertainty of
long-range forecasting. The success, and sometimes the very survival, of schools, depends on
the success of their visioning and realistic ways of achieving those visions. Therefore, I intend to
compare the strategies of schools regarding educational change and reforms with organizational
theory and to look at the philosophical background of these strategies. Not only will I analyse
the attitudes of the school towards curriculum reform on the organizational level but also on
the personal level, meaning the hopes, fears, and professional roles of teachers. The analysis of
teachers' attitudes towards curriculum reform is based on the typology of Rajakaltio (2011) and
my own observations conducting the above mentioned qualitative interviews with seven subject
matter teachers in the schools of Tallinn in the spring of 2011.
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Strategies on the Organizational Level

Here are four distinguishable strategies that are not just used by businesses but also by schools.
This analysis is also known as the Miles and Snow typology (1978, 20-23) and it presents the

following strategies: defenders, prospectors, analysers and reactors.

1) “Defender schools” are those with an historically evolved emphasis on solid core subjects. Their
motto could well be, “Let us continue to do what we do best.” Why change anything if the old
strategies are successful? The philosophy undergirding this stance is fundamental rationalism.
This philosophy assumes that certain arguments do not need proof. In education it could be,
for one instance, the claim that foreign languages and mathematics competence are worthwhile
stocks of knowledge for any individual, or, for another, that one of the purposes of schooling
is to develop an informed citizenry. Consequently many schools focus on the recognised core
subjects. Such a stance holds up until social change forces subject matter revisions, such as the
computer revolution and the triumphs of information technology.

2) “Prospector schools” are proactive enough to cause changes that others will follow. Instead of
being the fortune tellers they are the makers of future. The motto could be, “the future lies in the
province of human imagination.” If one wants to study the philosophy behind this approach one
could find some interesting ideas in Karl Popper's "A World of Propensities” (1995, 26) where
he says that we are not able to predict the future, yet we all hold visions and preferences. The
realization of new ideas depends on both accidents and preferences. "Our very understanding of
the world changes the conditions of the changing world; and so do our wishes, our preferences,
our motivations, our hopes, our dreams, our phantasies, our hypotheses, our theories.” (Popper,
1995, 17) At the same time our deeds may have unintended consequences as could be seen from
the example of the British education reforms. As Popper puts it: "And we have to learn from
our experimental mistakes that lead to unsatisfactory results: results are satisfactory only if they
can be repeated by will; and this happens only if we have learnt how to exclude the interfering
propensities.” (Popper, 1995, 24.) A prospector approach requires risk taking, bold initiatives,
and social leadership. But with strong convictions, constant efforts put in the development and
improvement of innovative practices, known in the organizational theory under the Japanese
word "Kaizen" and a minimization of unintended consequences, the stance pays off.

3) “Analyser schools” are built on the delicate balance between keeping tradition and promoting
innovation. Followers of this distinct philosophy search for the brightest and strongest threads of
success wherever they might be found. They emphasise creativity in developing and implementing
innovative practices while, at the same time, trying to continue the relevancy of traditional
practices. Analysers think of themselves as innovative but they are not the early adopters. One
waits to observe how successful a new project can be in other schools, and when it shows potential,
the idea is incorporated into their own structure. Their motto could be: "The early bird may get
the worm but the second mouse gets the cheese.” This pragmatic approach highlights the principle
of progressivism, Dewian style, wherein instrumentalism or usefulness and feasibility dominate
decision-making. One could explain the motives of analysers with John Dewey's comment
about what pragmatism meant to him. When Dewey was cighty he explained to a friend and
colleague, William Pepperell Montague, that he had not tried to “practicalize” intelligence as his
colleague claimed; rather he intended to intellectualize practice. (Eldridge, 1998, 5.) Accordingly,
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usefulness is not the only criterion of evaluating ideas. But practice could benefit by studying
ideas, since uninformed practice is mindless.

4) “Reactor schools” strive for homeostasis, continuing along as unchanged as possible, until
a new law, or another compelling force, stimulates change. Their motto might be, “If it isn't
broken, don't fix it.” Hegel has said that the source of every change is an inner felt discrepancy
(contradiction) which sets the world in motion. (Iber, 1990, 505.) Without a discrepancy there
is no need for a change. National school curriculum reform is intended primarily for reactor
schools. In their fear of change and inflexibility they would not last long in the competition of
schools. (I realise how strange it is to speak of competitive schools as though they are business
enterprises; however, this is very real in Estonia with its diminishing school age population.)
There is a recruiting struggle for every student and those schools that are not attractive enough
or do not score high in the yearly ranking list according to the centralised national exams must
fear reprisals. With such pressure, using the strategy of a reactor is not the wisest decision for a
school since their reactions come with too much recalcitrance and hence too late.

Strategies on the Personal Level

To what extent is it possible to investigate strategies of change on a personal level? The discussion
above reveals distinct organizational strategies for coping with change. However, an organization
is only as strong as its weakest member. Therefore an account of individual coping mechanisms is
essential. Specifically let us query the strategies of teachers and others who implement curricular
change. Of course there are many types of reaction to change on an individual level. Rajakaltio
has studied educational change in a secondary school in Tampere concentrating on the question
of how the professional identity of a teacher affects his/her attitude toward change. She presents a
whole scale of different teacher profiles from subject-matter teachers who teach just one subject or
those with a double competence to elementary school teachers. Logically, those teachers who have
just one competence and a small number of weekly lessons are leery of reforms that can threaten
their position even further, while teachers with a double competence or better, elementary school
teachers who teach all subjects, do not let themselves be overly concerned about reforms. Their
multi-faceted competence makes them more flexible when dealing with change than classical
subject specialists. (Rajakaltio, 2011.)

Perhaps anyone who has been in the teaching profession long enough to experience curriculum
reform (8 years in my case) recognises the constant anxiety some teachers exhibit about the
reduction of their subject-matter in the curriculum. Teachers are typically convinced that their
subject is the most important one and by reducing the number of lessons or decreasing the scope
of the productivity the school will soon decline. As an example, I can name the disappointment
of many language teachers in Estonia about the reduction of grammar in the language instruction
when a threat came from a new curriculum. Grammar tradition is still strong in Estonia and
it was taught thoroughly until recently. In some cases grammar became an objective by itself
instead being just a structural element of a language.

Another interesting group of teachers that Rajakaltio mentions are the union activists whose
main concerns about educational reform are the working conditions of the teachers and not
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the content of the reform. (Rajakaltio, 2011.) Although unions are not very strong in Estonia,
this attitude is also widely spread, based on resource and gain analysis. Accordingly, a reaction
might be, "you want me to implement this? Alright, where are the resources?" In fact, I know
from experience and the interviews that I conducted that working conditions can really be a big
problem without involving union activists. The technology teacher that I interviewed mentioned
that he was unable to implement many things in the curriculum because his classroom lacks the
right environment and equipment such as proper ventilation and enough space and equipment
for the demanding work techniques required in smithing. Therefore his curriculum depends on
given resources more than the national curriculum. (Interview 6) When one compares suggestions
about technology and learning environment in the Estonian national curriculum with the real
situation in many schools then there is a visible gap.

Other than the above mentioned profiles, Rajakaltio also describes the opposing stances of radicals
and conservatives. Radicals tend to welcome change and may even criticise instigators for not being
fundamental enough while conservatives seck long periods of little or no change. (Rajakaltio, 2011.)
Of course there are more than merely two groups of people with opposing ideas. Nevertheless,
indications are that more experienced teachers represent the latter position, resembling the above-
mentioned “defenders” on the organizational level. Their attitude can be described best with a
comment from a British teacher, "They can write many things in the curriculum but once I close
the door of my classroom I am alone with my class..." Or as teacher E said: "It (curriculum) does
not interfere with my life."” (Interview 5) For them the autonomy of the teacher is worth protecting.

Based on this research I would like to add an additional typology item, another group of stakeholders:
the curriculum developers versus curriculum users. It was clearly noticeable that teachers who had
been involved in developing the national curriculum had a more positive attitude towards curriculum
reform than those who were merely handed the curriculum for implementation. Developers seemed
to think that the national curriculum leaves the teachers free hands to be creative. The quote above
about curriculum not interfering with the life of teacher E originates, by the way, from a developer
of the national curriculum. Another comment of hers is: "If so much money and effort has been
spent to develop the national curriculum, why not use it? Why reinvent the bicycle?" (Interview
5) It is clear that the personal involvement in the process of making the curriculum creates a more
favourable attitude towards it. At the same time there are those who do not wish to be involved in
this like teacher D who says: "I feel that I want to be the user of curriculum rather than making it
myself (referring to the obligation of teachers to develop the school curriculum). Not developing it
all the time... because the average teacher who works at school is in constant lack of time anyway
and to spend her (sic) precious time for constant development of curriculum... this is another job,
really.... and this should be financed from additional resources."

Conclusions

Curriculum reform can be reviewed on different levels with the macro-, institutional- and micro-
level being one way to understand it and the intended, implemented and received curriculum
another way. In this article I focused mainly on institutional level and micro-level and analysed
the difficulties with implementing the intended curriculum. The received curriculum is entirely
a different matter and requires further investigation with a different approach.

128



Curriculum reform usually implies change and evokes uncertainty. Therefore an analysis of the
strategies that are used to cope with change and uncertainty by schools was addressed above in this
paper. On the organizational level one could name four different strategies, defenders, prospectors,
analysers, and reactors. Which strategy a school will adopt depends extensively on the culture
and mission, even the vision within that particular school. But the strategic decision making is
not just the matter of which philosophy the school leadership has adopted but it also depends on
their resources — physical and extensively, human resources. Schools are complex organizations
and therefore full implementation of a new curriculum is accompanied by tumultuous upset.

On the micro-level the hopes and fears of the people involved in curriculum change must not be
underestimated, therefore an open dialogue with the stakeholders is recommended. Until all teachers
are convinced that reform would have positive consequences for all interested parties, or if failure
to adopt curriculum reform will have deleterious effects for all stakeholders, implementation will
be difficult. Also, the curriculum is interpreted differently by different parties, depending on the
personal involvement in the curriculum development, the job security of teachers as well as their
personal convictions and motives. As the excerpts from the interviews showed, the willingness of
respective teachers to implement new ideas in the curriculum is very different. We cannot assume
that teachers do not reflect on the innovations before they implement them. On the contrary, most
teachers are reflective practitioners. Reflection means also interpretation, therefore we cannot expect
that the curriculum will be implemented exactly like it was intended.

Even in totalitarian societies that hold education and the school system in a firm centralised
grip, such as the Soviet Union, some teachers refused to implement new curriculum when asked.
Instead, they managed to scrape down the thick layer of ideology in the teaching materials and
concentrate instead on the humanitarian message, especially where literature or history was
concerned. Of course, the received curriculum was still another matter since students were
already critical about what they heard at school. However, it is amazing how the ability of
"reading between the lines" and registering every little detail out of the normal, ideologically
correct behaviour was developed. Many students paid attention to what was said in the hope of
discovering little hints of dissident thought. As a result, the sensitivity for hidden meaning was
increased to the extent where people acted like seismographs to every distant rumble. I believe
that the hidden curriculum flourishes best in situations of total control. Therefore, we have to
be careful with the modern curricula being dominated by centralised testing. There are various
ways of developing hidden curricula as an unintended consequence.

As for the last research question to what extent can curriculum reform create innovative practices
in schools one could say that it is possible but innovations take time, especially in organizations
which are not inclined to development and innovation but rely mostly on traditional methods.
This again is related to the readiness of teachers to think outside of the box and their general
attitude toward reform. I believe that there are organizations that encourage creativity and
innovation and reward their teachers for it while others make the life of innovative teachers
difficult. Therefore it is no wonder that creativity is drawn by similar qualities and there are
schools whose practices are more innovative than the national curriculum could ever be.

A fully implemented curriculum reform on all stakeholder levels in a school (the administration,
the activities of teachers and the learning results of the students) depends on many factors. The
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organizational culture, the mission statement of the school and personal values of the people
involved all play a major role. Finally, one of the important factors is certainly the perceived
need to change. Everything begins with an individual who acknowledges the discrepancy of a
situation as a problem and wants to change it.
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Soile Juujarvi & Kaija Pesso

13. INNOVAATIOTOIMINNAN VERKOSTOITUMINEN
KOULII-HANKKEEN ALKUVAIHEESSA

Abstrakti

Timin tutkimuksen tarkoituksena on kuvata ja selittdd innovaatiotoiminnan verkostoitumista
Koulii-hankkeen alkuvaiheessa. Koulii-hanke on Laurea-ammattikorkeakoulun ja ammatillisen
koulutusyhtymid Omnian yhteistyohanke, jonka keskeiseni tavoitteena on kehittdd
palvelumuotoiluun perustuva T&K&I-toiminnan malli. Suurpellon alue Espoossa toimii
hankkeen Living Lab -ympiristoni. Kohdejoukkona ovat opettajatiimit ja niiden verkostot.
Tutkimuskysymyksini ovat (1) miten tiimien toiminta on kehittynyt ja (2) millaisia kontakteja
on syntynyt tiimin ja alueen muiden toimijoiden vililli hankkeen alkuvaiheessa. Opettajista
muodostui yhteisen kehittimisidean ympirille 3-5 hengen ydinryhmii. Opiskelijat olivat
kehittdjind tiimin ulkopiirilli, johon kuului myés alueen muita toimijoita kehittijind ja
kiyttdjind. Verkostossa oli toimijoita mahdollistajan ja hyddyntijin rooleissa. Tulosten mukaan
innovaatiotoiminnan verkostoitumisen malli (Taatila, 2009) sopii hankkeen ohjelmateoriaksi.

Avainsanat: aluekehitys, arviointitutkimus, kiytintélihtdinen innovaatiotoiminta,
verkostoituminen, yhteistoiminnallinen oppiminen

Johdanto

Laurea-ammattikorkeakoulu ja ammatillinen koulutusyhtymi Omnia kehittivit toisen asteen ja
ammattikorkeakoulun yhteistydti seki uusia tapoja tuottaa palveluja Suurpellon alueella Espoossa.

Euroopan Sosiaalirahaston rahoittaman Koulii — Koulutuksen Innovaatio ja Integraatio -hankkeen
(2010-2012) keskeiseni tavoitteena on kehittid palvelumuotoiluun perustuva T&K&I-toiminnan
malli Laurean ja Omnian aluekehitystyohon. Hankkeessa opettajat ja opiskelijat suunnittelevat
Suurpellon palveluja yhdessi alueen asukkaiden ja toimijoiden kanssa. Suurpelto on voimakkaasti
kasvava asuinalue, jonka suunnittelua on ohjannut Espoon kaupungin, rakennuttajien ja
maanomistajien visiotydskentely. Suurpellon suunnittelussa tavoitellaan palvelujen liheisyyttd,
perheen, tyon ja vapaa-ajan yhdistimistd sekd ekologista kestivyytti. Ensimmaiset asukkaat
muuttivat Suurpeltoon syksylld 2010.

Innovaatiotoiminta on perinteisesti liitetty yliopistojen ja tutkimusorganisaatioiden tieteelliseen
toimintaan, jolle on tyypillisti asiantuntija- ja tiedelihtoisyys seki selked ongelmanratkaisuprosessi.
Kuitenkin Euroopassa innovaatioista 96 % syntyy kiytintolihtdisesti (ks. Harmaakorpi, 2009).
Tiedelihtdinen ja kiytintslihtdinen innovaatiotoiminta edustavat Gibbonsin ym. (1994) mukaan
kahta erilaista tiedontuotannon muotoa eli moodia. Moodissa 1 (tiedelihtdisyys) tiedontuotannon
lihtskohtana on homogeeninen teoriapohja ja tieto siilyttid prosessin aikana perusluonteensa.
Moodissa 2 keskitytidin kiytinnon ongelmanratkaisuun, jossa yhdistellddn hajanaista, vihitellen
ilmaantuvaa tietoa eri lihteisti. Harmaakorpi (2009, 110) maiiritteleekin kiytintslihtdisen
innovoinnin ”innovaatioprosesseiksi, joiden ongelma-asettelu saa alkunsa kiytinnonliheisissi
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konteksteissa ja jotka ovat leimallisesti tiedontuotantoa epilineaarisissa sekd monitoimijaisissa
ja monitieteellisissi innovaatioverkostoissa.”

Koulii-hanke kidynnistyi elokuussa 2010 toisen asteen ja ammattikorkeakoulun yhteistyona.
Koulutusasteiden yhteistyd on ollut tihin asti satunnaista, mutta nyt hanketydskentelyn kautta
tarkoituksena on luoda toimintamalli toisen asteen ja ammattikorkeakoulun yhteistydlle, joka
mahdollistaa yhteiset opinnot, kehittimishankkeet ja oppimispolun ammatillisen toisen asteen
opinnoista ammattikorkeakouluopintoihin. Tdmin vuoksi verkostoitumisen merkitys on Koulii-
hankkeessa erityisen korostunut. Tdmin artikkelin tarkoituksena on kuvata innovaatiotoiminnan
verkostoitumista hankkeen alkuvaiheessa eli syksyn 2010 aikana.

Teoreettinen viitekehys

Koulii-hanke edustaa kiytintslihtoisti innovaatiotoimintaa, jossa tavoitteena on rakentaa
heterogeenista monitoimijaista verkostoa yhteisen pdimiirin, Suurpellon kehittimisen,
ympirille. Suurpelto palvelee Koulii-hankkeen ja useiden muiden innovaatioverkostojen ns.
Living Lab -ympiristdnd, jossa tavoitteena on toimijoiden osallistuminen tuotteiden, palvelujen
ja sovellutusten kehitysprosessiin reaalimaailman olosuhteissa (Luotonen ym. 2011). Living Lab
-toiminta edellyttdd onnistuakseen yhteistydti erilaisten toimijoiden kesken, minki vuoksi jo
kiynnistysvaiheessa on tirkedd tunnistaa keskeiset toimijat ja kunkin tavoittelema hydty (Fred,
Kortelainen & Leminen, 2011). Living Labin keskeiset toimijat voidaan jaotella seuraavasti:

1. Kiyredjit, jotka ideoivat, kehittdvit ja testaavat palveluja ja tuotteita omassa ympiristossain
Jat J y
ja antavat rehellisti palautetta (ns. tavalliset ihmiset)
2. kehittdjit, jotka tarjoavat toteuttamiseen tydkaluja, resursseja ja menetelmii (tutkimus-
Jat ) y )
ja kehittdmisorganisaatiot)
3. hyddyntijit, jotka haluavat kehittid palveluitaan tai tuotteitaan kiyttdjilihtoisesti
(yritykset, julkiset toimijat ja yhdistykset)
4. mahdollistajat, jotka luovat infrastruktuurin, mutta eivit yleensi itse osallistu aktiivisesti
J ¥
toimintaan (rahoittajat) (Orava, 2009).

Living Lab -toimintaa voidaan kuvata hammasrataston metaforalla, jossa kaikkien rattaiden tulee
py6rid samansuuntaisesti. Rataston pydrittiminen edellyteid myds sitd, ettd joku toimijoista ottaa
vastuun toiminnan kidynnistimisestd, eteenpiin viemisesti ja koordinoinnista (Fred, Kortelainen
& Leminen, 2011).

Suurpeltoon kohdistuu monen tyyppisti Living Lab -toimintaa. Espoon kaupungin Suurpelto-
projekti edustaa mahdollistajavetoista Living Lab -toimintaa, jossa piipaino on Suurpellon
alueen pitkin tihtdimen kehittdmisessi ja joka houkuttelee mukaan kehittdjid (korkeakoulut)
ja hyddyntijid (yricedjic). Koulii-hankkeessa toimijuus on puolestaan kehittimisvetoista;
tavoitteena on uudenlaisen toimintatavan kehittiminen. Suurpellon ympirille kehiteyville
innovaatiojirjestelmille on tyypillistd yhteiskunnan eri sektoreiden edustus, vuorovaikutuksellisen
oppimisen korostuminen, lukuisat alaverkostot ja pyrkimys toimintojen koordinointiin (vrt.
Harmaakorpi & Niukkanen, 2007). Koulii-hankkeen onnistuminen edellytti sitd, ettd mukana
olevat koulutusorganisaatiot, Laurea ja Omnia, saavuttavat tunnustetun aseman ja toimijuuden
osana paikallista innovaatiojirjestelmi.
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Menestyksekkiin innovaatiotoiminnan edellytyksend on sitd tukeva sosiaalinen verkosto:
kiytinnossd innovaatiot ovat aina useamman henkilon tyon tuloksia (Taatila, 2009). Tavanomaisen
kehittimisverkoston rakentumiselle on tyypillistd ns. vahvojen sidosten muodostuminen
henkiloiden vilille. Vahvoille sidoksille ovat ominaisia tiiviit yhteydet ja yhteiset normit,
suuri luottamuksen miiri, yhteiset tavoitteet ja samankaltainen viestintd. Menestyksekis
innovaatiotoiminta edellyttid kuitenkin my®s toisenlaisia, ns.

heikkoja sidoksia. Ne edustavat kontakteja toimijoiden kesken, joilla on keskeniin erilaiset
tavoitteet ja kulttuuri. Heikkojen sidosten on havaittu olevan tirkeitd innovaatioiden syntymiseksi,
koska niiden kautta virtaava tieto on uudempaa (Granovetter, 1973; 1985). Burtin (2004) mukaan
innovaatioita syntyy nimenomaan tiheiden verkostojen rakenteellisissa aukoissa. Toimijalla, joka
ylittdd rakenteelliset aukot, on suurempi mahdollisuus uusien ideoiden oivaltamiseen, koska hin
joutuu valikoimaan ja syntetisoimaan erillisten ryhmien tietoa. Innovaatiotoiminnan verkostossa
tarvitaan sekd heikkoja ettd vahvoja sidoksia, koska sidosten tulisi mahdollistaa sekd uuden
tiedon hankkiminen ja sulauttaminen ettd hankitun tiedon muokkaaminen ja hyddyntiminen
organisaatioiden kiyttoon (ks. Melkas & Harmaakorpi, 2008). Innovaatioprosessin kannalta
hedelmillinen on sellainen verkoston rakenne, joka sisiltdd pienempid, keskendin samanlaisia
soluja kommunikoinnin helpottamiseksi, ja samalla kokonaisverkostossa on laaja kirjo erilaista
nikemysti ja osaamista (Rodan, 2002).

Taatila ja kumppanit (2009) tutkivat tarkemmin verkostoitumista suomalaisissa ja amerikkalaisissa
yrityksissd, jotka olivat kehittineet taloudellisesti hyvin menestyneitd innovaatioita (N = 17)
(ks. kuvio 1). Verkostoille oli ominaista joko keskushenkil tai 2-3 hengen ydinryhmi. Jos
innovaation toteutuksesta vastasi keskushenkils, hinen tukenaan toimi aina my®s pieni sisipiiri.
Sisdpiiri kisitti 28 jasenen ryhmin, joka tuki innovaation kehittdmisti kokonaisuutena. Tutkitut
ydinryhmit ja sisipiirit olivat varsin yhteniisid koulutukselliselta ja kulttuuriselta taustaltaan.
Sisdpiirille oli ominaista vahva sisiinen luottamus ja jatkuva myonteinen vuorovaikutus.
Ydinryhmin/sisdpiirin ympirille muodostui #/kopiiri, johon kuuluvien henkildiden osaamista
tai resursseja tarvitaan viliaikaisesti ja jotka ovat mukana vain oman osaamisalansa puitteissa.
Sisipiirin jisenilld on laajat verkostot, joita kiytetiin tarvepohjaisesti hakemalla osaamista tai
muita resursseja projektiin sopivalla hetkelld. (Taatila, 2009.)

oSisdpiirin jasenten
Verkosto henkilokohtaiset suhteet
Ulkoniiri eResurssit ja osaaminen
P valiaikaisesti kdytossa
Sisapiiri eKeskushenkil6 tai ydinryhma
(2-8 h) (2-3 h) + tukiryhma

Kuvio 1. Tuloksellisen innovaatiotoiminnan verkosto.
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Siltala (2009) tutki samoja menestyneitd innovaatioyrityksid yhteistoiminnallisen oppimisen
nikokulmasta ja havaitsi, etti menestyneille innovaatioyrityksille ovat tyypillisid yhteistoiminnallisen
oppimisen perusajatukset, kuten positiivinen riippuvuus, avoin ja monipuolinen vuorovaikutus
sekd yksilon vastuu. Yhteistoiminnalliseen oppimiseen oli yrityksissi kuitenkin pikemminkin
piddytty tiedostamatta kuin tietoisesti ryhdytty, mistd voidaan piitelld sen olevan luonnostaan
ominaista tulokselliselle innovaatiotoiminnalle. Tekemilli yhteistoiminnallinen oppiminen
tietoiseksi valinnaksi voidaan innovaatiotoimintaa paremmin ohjata tulokselliseen suuntaan.

(Siltala, 2009.)

Tarkastelemme seuraavaksi yllimainittuja yhteistoiminnallisen oppimisen osatekijéiti lyhyesti
tiimitoiminnan nikokulmasta. Muita yhteistoiminnallisen oppimisen periaatteita ovat sosiaaliset
ryhmitaidot seki tiimin toiminnan ja oppimisen arviointi (Johnson & Johnson, 2003).

Yhteistoiminnallinen tiimityd edellyttid avoimen vuorovaikutuksen kehittymisti ja yhteisten
pidmiirien etsimistd. Ideoiden luova tuottaminen edellyttid avointa ja hyviksyvai ilmapiirid.
Tiimin jisenten tulee pystyi tuntemaan olonsa turvalliseksi, koska varuillaanolo johtaa
puolustautumiseen, omaan nikékulmaan juuttumiseen ja ajattelun kapeutumiseen. Hyviksyvi
ilmapiiri mahdollistaa sen, ettd jisenet uskaltavat esittid epitavallisia ajatuksia ja ideoita sekd
haastaa toistensa ajattelua ja nikokulmia (Johnson & Johnson, 2003). Riittivin haastava yhteinen
tavoite puolestaan synnyttii positiivista riippuvuutta, kun kukaan ei voi yksin paisti tavoitteeseen
ja jokainen joutuu laittamaan osaamisensa likoon. Koska tiimin jisenet ovat riippuvaisia toistensa
osaamisesta, on myds mahdollista, ettd yksittdinen tiimin jisen tuottaa tiimille enemmin haittaa
kuin hydtyid. Luottamus innovaatioryhmiin jiseneni ansaitaan pitevyyden perusteella: jisenen
tulee osoittautua riittivin osaavaksi tekemiin oma osuutensa ja tiyttimiin paikkansa projektissa
(Taatila, 2009). Yksiléllinen vastuu puolestaan merkitsee sitd, etti jisen sitoutuu kantamaan
“oman kortensa kekoon” yhteisessi toiminnassa.

Taatilan ym. (2009) tutkimuksessa tuli esiin keskushenkildn tai sisipiirin tirkei rooli innovaation
toteuttamisessa; tutkituissa innovaatioprosesseissa ideoiden kehittdjit myds toteuttivat
innovaation. Syyksi tutkijat arvelevat sitd, ettd idean kehittiminen herdttid ”emotionaalisen
intressin” sen konkretisoimiselle, jolloin ideasta on vaikea luopua tai siihen liittyvdi intoa
siirtdd toiselle ryhmille. Keskushenkildilld oli myds tavoite tulla yrittdjiksi, jolloin he etsivit
aktiivisesti monenlaisia yritysmahdollisuuksia sekd uusia ratkaisuja nikemiinsi ongelmiin.
Innovaatioprojekteissa tulisi huomioida henkildkysymykset heti alusta alkaen, koska henkiliden
siirtyminen pois projektista kesken kaiken tai vidrit henkildvalinnat aiheuttavat suuria ongelmia,
joiden ratkaiseminen viivistyttid aikatauluja. (Taatila, 2009.)

Tutkimuksen tarkoitus ja tutkimuskysymykset

Timin tutkimuksen tarkoituksena on kuvata ja selittdd innovaatiotoiminnan verkostoitumista
Koulii-hankkeen alkuvaiheessa. Tutkimuskysymykset ovat (1) miten tiimien toiminta on
kehittynyt ja (2) millaisia kontakteja on syntynyt tiimin ja muiden alueen toimijoiden vililla.
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Menetelmat

Tutkimuksemme menetelmillinen lihestymistapa on arviointitutkimusta edustava realistinen
evaluaatio (Pawson & Tilley, 1997), joka sopii hyvin sellaisten hankkeiden arviointiin, joilla on
selkeit tavoitteet. Realistinen evaluaatio sisiltdd niin tulosten vaikuttavuuden kuin my8s prosessin
arvioinnin, jossa keskitytiin interventioiden ja toimenpiteiden tutkimiseen ja arvioimiseen.
Keskeisti realistisessa evaluaatiossa on ns. ohjelmateorian luominen, joka sisiltid perustelut ja
taustat hankkeen toimenpiteille seki keskeiset ideat siitd, miten hankkeen tavoitteisiin padstdin.
(Anttila, 2007.) Perinteisestd tieteellisesti paradigmasta poiketen realistisessa evaluaatiossa ei
pyriti tiedon yleistettivyyteen vaan spesifiointiin: miki toimii, kenelle ja missi olosuhteissa.
Tarkastelun kohteena on niin vaikutuksen mekanismi, konteksti kuin tuloksetkin. Ohjelmateoria
voi saada aineksia erilaisista tieteellisisti teorioista, tydhypoteeseista tai asiantuntijatiedosta, ja se
tarkentuu empiiristen havaintojen pohjalta (Pawson & Tilley, 1997).

Anttilan (2007) mukaan realistisessa evaluaatiossa hyddynnetiin ns. abduktiivista pdittelyd, jossa
tutkijoiden empiiriset havainnot ja pyrkimys teoreettiseen ymmirtimiseen vuorottelevat. Tutkijan
ajattelua ohjaa teoreettinen johtolanka, jota arvioidaan ja tismennetiin empiiristen havaintojen
pohjalta. Téssi tutkimuksessa teoreettisena johtolankana ja hypoteettisena ohjelmateoriana toimii
edelli mainittu Taatilan (2009) malli tuloksellisen innovaatiotoiminnan verkostoitumisesta seki
malli Living Lab -toimijoiden rooleista (Fred, Kortelainen & Leminen, 2011), joihin saatuja
tuloksia peilataan. Tutkimuksen empiirisen aineiston muodostavat hankkeen neljisti seminaarista
ja viidestd tydpajasta kuvattu videoaineisto (yhteensi noin 7 tuntia) ja muu osallistujien tuottama
aineisto. Aineisto kiy tarkemmin ilmi tiimien muodostumisprosessin kuvauksesta.

Aineiston analyysimenetelmini ovat sisillon erittely, teemoittelu ja kvantifiointi (ks. Eskola
& Suoranta, 2003). Aineistoa on eritelty sekd aineistolihtdisesti (osallistujien tuottamat
kehittdmisideat) etti teorialdhtdisesti (yhteiskumppanien luokittelu Living Lab -toiminnan
rooleihin). Videoaineiston perusteella muodostettiin  kolmivaiheinen kuvaus tiimien
kehittimisintressin kehittymisesti. Analyysin luotettavuus on pyritty takamaan siten, ettd
luokittelua on ollut tekemissi useita henkilditd tai sen on tarkastanut toinen tutkija. Tiimien
kehitysti koskevat kuvaukset on esitetty tiimien jisenille, jotka ovat vahvistaneet niiden vastaavaan
heidin omia kisityksiiin.

Tulokset
Hankkeen organisointi

Hanke on organisoitu siten, etti mukana olevat 32 Laurean ja Omnian opettajaa ovat muodostaneet
yhteisen kehittimisintressin ympirille seitsemin tiimii, joissa on 3-8 jisentd. Tiimien tavoitteena
hankkeessa on toteuttaa palvelujen kehittimispilotti palvelumuotoilun prosessin mukaan. Tiimit
ottavat kehittimistoimintaansa mukaan opiskelijoita ja yhteistySkumppaneita suunnitelmansa
mukaisesti. Syksyn 2010 aikana Koulii-hanke on ohjannut tiimien muodostumista, jirjestinyt
palvelumuotoiluun ja innovaatiotoimintaan liittyvid koulutusta seki toteuttanut verkostoitumista
edistivin seminaarin (13.12.2010), jossa ryhmit esittelivit kehittdimissuunnitelmiaan mahdollisille
yhteistyokumppaneille ja verkoston jisenille.
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Opettajien tyoskentely ja tiimiytyminen

Hankkeen aloitusseminaarissa 4.10.2010 esiteltiin Koulii-hanke mukaan tulleille Laurean ja
Omnian opettajille. Timin lisiksi Espoon kaupungin Suurpelto-projektin ja yritystoimintaa
suunnittelevan K2-projektin johtajat kertoivat Suurpellosta ja sen kehitysnikymisti. Opettajia
pyydettiin kirjaamaan luentojen aikana virinneitd kehitysideoita liimalapuille (N = 58), jotka
luokiteltiin samankaltaisuuden perusteella luennon jilkeen. Opettajat jacttiin syntyneen
luokittelun perusteella kuuteen ryhmiin, jotka kukin tutustuivat Suurpellon alueeseen kivellen,
kirjaten havaintoja ja keskustellen havainnoistaan ja kehittimisideoista. Ryhmit esittelivit ideansa
muille ja niistd kiytiin yhteistd keskustelua.

Tydpajassa 11.10.2010 opettajat jatkoivat edelleen ideointia Think Tank -ohjelman avulla.
Ideariihi tuotti 151 ideaa, jotka projektitydntekijit istunnon jilkeen edelleen ryhmittelivit
32 teemaan. Niistd teemoista kukin opettaja valitsi kaksi kiinnostavinta ennen seuraavaa
tydpajaa. 25.10.2010 seminaarin aiheina olivat palvelumuotoilu ja innovaatiotoiminta, ja
opettajat jatkoivat kehittdmisideoiden tydstimistd ryhmitdissi. Tydpajassa 1.11.2010 opettajat
muodostivat pilottiryhmit eli tiimit valitsemiensa kehittimisteemojen ympirille oman
kiinnostuksensa perusteella ja lihtivit konkretisoimaan innovaatioideaansa visuaalisin keinoin.
Tillsin muodostui kahdeksan tiimii, joissa oli 3—5 jisenti. Muodostuneista ryhmistd kolmessa
oli jisenii kummastakin oppilaitoksesta, kolmessa pelkistiin Laureasta ja kahdessa pelkistiin
Omniasta. Syksyn aikana kaikki tiimit muodostuivat sekaryhmiksi yhti lukuun ottamatta.

Seuraavassa kahdessa tydpajassa (8.11.2010 ja 22.11.2010) tiimit kehittivdt innovaatioideaansa
edelleen erilaisin menetelmin (kuvakollaasi, palvelutuotekuvauksen laatiminen) ja esittelivit
tydskentelynsi tuloksia muille tiimeille. Joihinkin tiimeihin tuli lisid uusia opettajia ja Laurean
opiskelijoita mukaan tydskentelyyn. Seminaarissa 29.11.2010 tiimit jalostivat edelleen
innovaatioideaansa brinditydskentelyn keinoin. Tydpajassa 7.12.2010 tiimit valmistelivat
esityksen omasta pilotistaan yhteistySkumppaneita varten.

Yhteistydseminaariin 13.12.2010 osallistui 29 opettajan lisiksi 40 nykyisti tai mahdollista
yhteistydkumppania sekid 35 Laurean ja Omnian opiskelijaa. Seminaarin alussa tiimit esittelivit
pilottinsa ns. hissipuheen avulla, jonka perusteella yhteistydkumppanit valitsivat pilotin
ryhmitydskentelyd varten. Hissipuhe on lyhyt, iskevi ja positiivisen mielikuvan herittivi puhe
tuotteesta tai palvelusta, ja sen voi pitid ylldttivissi tilanteissa nopeasti, kuten matalahkon talon hississi
(Spinno, ladattu 17.6.2011). Pilottisuunnitelmaa tydstettiin esittelyn jilkeen eteenpdin ryhmissa.
Seminaaripdivin piitteeksi jirjestettiin yhteinen rituaali, jolla mahdollisia yhteistydkumppaneita
ja opiskelijoita sitoutettiin mukaan toimintaan. Kullakin tiimilld oli oma nimikkopuu, johon
osallistujia pyydettiin ripustamaan oma hedelmi. Hedelmiin he kirjoittivat oman nimensi ja
sen, mihin sitoutuvat Koulii-hankkeessa. Kukin osallistuja esitteli itsensi ja hedelminsi toisille.

Ideoiden kehittyminen osana tiimiytymista
Ensimmiisessi seminaarissa kerdtyn aineiston perusteella opettajien kehittimisideat jakautuvat

kolmeen teemaan. Teemassa opiskelijoiden oppimisen kehittiminen korostui opiskelijoiden
mukaan ottaminen hankkeeseen. Miten opiskelijat ja heidin oppimisensa voitaisiin linkittiid
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hankkeeseen ja alueen palvelujen kehittimiseen? Esille tulivat opiskelijavetoisuus, opiskelijayrittdjyys ja
opiskelijaosuuskuntatoiminta. Koulii-hankkeen tulisi mahdollistaa opiskelijan ryhtymisen palveluiden
tuottajaksi jo opiskelun aikana. Yhteistyd toimija- ja yrittijiverkostojen kanssa toisi uudenlaista
oppimista. Oppimiseen ja opetukseen tarvitaan rakenteiden uudistamista. Opetuksen tulisi vastata
asiakkaiden muuttuviin tarpeisiin. Myds ammatillisen osaamisen kehittiminen tuli esille.

Teemassa Suurpellon kehittiminen alueena tuotiin esille seuraavia alueen toiminta-ajatuksia
)

ja arvoja: esteettisyys, turvallisuus, identiteetti, yhteisdllisyys, kestivi kehitys, taide, kulttuuri

ja parempi ympiristd. Alueen skenaarioita ja tulevaisuutta tulisi pyrkii hahmottamaan. Tulisi

luoda yhteisty6ti eri toimijoiden kanssa seki interaktiivista yhteisollisyytta.

Teemassa palveluideat Suurpellossa korostui yhdessi tekeminen alueen asukkaiden ja toimijoiden
seki opiskelijoiden kanssa. Palveluiden tulisi jalkautua lihelle asukkaita ja niici tulisi toteuttaa
yhteisollisesti. Palvelut kohdistuisivat eri-ikiisiin ihmisiin. Niiti toteutettaisiin kotona, alueella,
palvelukeskuksissa seki virtuaalisina palveluina. Palveluissa korostuivat luonnonmukaisuus,
luomutuotanto, terveellisyys tai muu ideologinen nikdkulma.

Kehittimisideoiden jatkokehittelyssi hyddynnettiin Think Tank -ohjelmaa. Ohjelman avulla
osallistujat voivat kommentoida toistensa ideoita nimettdmini reaaliaikaisesti, jolloin ideat
laajenevat ja syvenevit. Tydskentelyn tuloksena syntyi 151 ideaa, jotka myshemmin luokiteltiin
32 teemaan. Niistd opettajat valitsivat kaksi kiinnostavinta. Kiinnostavimmat ideat luokiteltiin
kvantitatiivisesti (ks. Kuvio 2), ja niiden ympirille alettiin muodostaa tiimeji. Syksyn aikana
seminaareissa ja tyopajatydskentelyssi ideat konkretisoituivat ja tiimit ryhmiytyivit muodostaen
seitsemin tiimid (ks. Kuvio 2). Pilotin pidmiirin ja tavoitteiden selkiyttiminen ohjasivat tiimin
tydskentelyid ja ryhmiytymisti.
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IHAN
PIHALLA

Viherterapia (1)

Opiskelijoiden

IHMISET
TEKEVAT osaamisen
SUURPELLON kehittaminen
Oppilaitososuuskunta Toimintamalli
Opiskelijavetoinen toiminta Koulii-hankkeessa (1)
Kulttuuri (1) Yrittajyys (6)

K2-yritysalue (4)

Palveluideat
Suurpellossa

Paikallisradio (2)
Suurpellon

kehittaminen
alueena
Yritystoiminta Kotipalvelu (1)
Asukasyhdistys (1] Yhteisbllisyys Palvelut
Yhteistyo

Alueidentiteetti
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S
-
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MEDIA KEIDAS

Kuvio 2. Ideoiden kehitys tiimeiksi.
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Verkostoituminen opiskelijoiden ja
yhteistyokumppaneiden kanssa

Opettajat toivat esiin jo ensimmiiseni seminaaripiivini, etti opiskelijoiden saaminen mukaan
hankkeen varhaisessa vaiheessa on vilttimitontd. Ensimmiiset opiskelijat tulivat hankkeen
toimintaan mukaan vajaa kaksi kuukautta myshemmin opintojaksojen kautta, ja 13.12.2010
seminaariin heitd kutsuttiin sankoin joukoin tutustumaan pilotteihin.

Yhteistydkumppaneiden kanssa yhteistyd kiynnistyi varsinaisesti edelld kuvatussa seminaarissa,
jonne osallistui noin 50 yhteistydkumppania. Seminaariin osallistuneet luokiteldiin pilotille
antamiensa sitoumusten perusteella Living Labin kiytedjiin, kehittdjiin, hyddyndijiin ja
mahdollistajiin. Suurimman ryhmin muodostivat kehittijit (24), joista opiskelijoita oli 13. Muut
kehiteijit edustivat Suurpellon muita toimijoita, Espoon kaupunkia, oppilaitoksia ja jirjestdji.
He sitoutuivat konkreettisen toiminnan kehittimiseen, kun taas opiskelijakehittdjit lupasivat
“tuoretta asiantuntemusta ja realistista asennetta’, uutta nikokulmaa ja ideointia. Mahdollistajat
(13) edustivat Espoon kaupungin Suurpelto-projektia, muita korkeakouluja sekid Laurean ja
Omnian henkildstéd. Mahdollistajat lupasivat tuoda tukea, kumppaneita, verkottumista,
osaamista ja yhteistydmahdollisuuksia. Hyddyntdjiin kuului alueen kolme keskeisti toimijaa, jotka
sitoutuivat antamaan toimeksiantoja, aikaa, tukea ja verkostoja seki yhteisollisyytti sosiaalisten
yritysten avulla. Kiyttdjid oli mukana kolme, joista kaksi jo asui alueella ja yksi oli potentiaalinen
muuttaja. Asukkaat lupasivat luoda yhdessi toimintaa ja rakentaa "konkreettista uuden ajan
toimintamallia” perheiden palveluihin. Sitoutuneet toimijat jakautuivat epitasaisesti pilottien
kesken. Yksi pilotti sai verkostoonsa vain mahdollistajia ja yksi pelkistiin kehictdjid. Toisaalta
mikéddn pilotti ei saanut sitoutumista neljilti erityyppiseltd toimijalta.

Johtopaatokset ja pohdinta

Innovaatiotoiminnan ytimessi tulisi olla tiimi, jolle on tyypillistd keskindinen suuri luottamus ja
hyvi yhteistyd ja joka vastaa innovaatiotoiminnan kiytinnén toteutuksesta (Taatila, 2009). Timin
mukaisesti opettajien tydskentely Koulii-hankkeessa on rakennettu tiimitydn ja yhteistoiminnallisen
oppimisen varaan. Yhteistoiminnallisen oppimisen periaatteista tirkeimmiksi on nihty yhteinen
pidmairi ja sithen kytkeytyvi jisenten positiivinen riippuvuus. Tulosten perusteella tiimin jisenten
henkilskohtainen kiinnostus kehittdmisideaan on tirkein tiimii rakentava tekiji. Opettajat pitivit
kiinni omasta kiinnostuksen kohteestaan erilaisten ideointivaiheiden lipi ja hakeutuivat samaan
tiimiin saman kiinnostuksen kohteen ja osittain saman koulutustaustan jakavien kanssa. Tiimeisti
muodostui Taatilan (2009) kuvaamia 2-5 hengen ydinryhmii, joille on tyypillistd ns. vahvojen
sidosten ominaisuudet, kuten yhteinen kieli ja yhteiset tavoitteet seki avoin vuorovaikutus.

Vaikka opettajat korostivat opiskelijoiden mukaan ottamista hankkeeseen jo sen kiynnistyessi,
he ottivat opiskelijat mukaan vasta sen jilkeen, kun he olivat itse ryhmiytyneet ja selkiyttineet
kehittimisideaansa. Opiskelijat asettuivat luontevasti innovaatiotoiminnan verkoston ulkopiirille:
heidin resurssejaan ja osaamistaan hyddynnetéin viliaikaisesti (ks. kuvio 1). Opiskelijat sitoutuivat
hankkeeseen, kun se esiteltiin heille kokonaisuudessaan ja heidit otettiin tasavertaisesti mukaan
tydskentelyyn. Niytedd sildd, ettd opiskelijat sitoutuivat hanketydskentelyyn silloin, kun se on
integroituneena opintoihin ja opintojakson tavoitteisiin.
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Yhteistydkumppaneista kehitedjit ja kiyttdjic asettuvat innovaatiotoiminnan verkoston
ulkopiirille, kun taas mahdollistajat ja hyddyntijit ovat osa laajempaa verkostoa. Sisipiiri
voi henkilokohtaisten suhteidensa kautta hyodyntdd heitd tarvittaessa. Vaikka hedelmillinen
innovaatiotoiminta edellyttid myos heikkoja sidoksia, niiti ei ole vield havaittavissa alkuvaiheen
verkostoitumisessa. Mahdollisesti verkostoituminen heikkojen sidosten vilitykselld edellytti sitd,
ettd oma innovaatioaikomus on riittivin vahva ja selkei. Toisaalta selittivi tekiji voi olla se, ettid
tiimien jisenten luontaiset verkostot eivit ole riittivin laajoja alueellisesti. Jatkossa verkostoissa
tarvitaan my®s heikkoja sidoksia, jotka tuovat hankkeeseen uutta ja erilaista tietoa, nikemyksii
ja osaamista (Granovetter, 1985).

Tulosten mukaan Koulii-hankkeen alkuvaiheen verkostoituminen painottuu kehittdjiin ja
mahdollistajiin, kun taas hyddyntijien ja kdyttijien osuus jad vihiiseksi. Living Lab -toiminta
edellyttdd onnistuakseen erilaisia toimijoita jo kiynnistysvaiheessa (Fred, Kortelainen & Leminen,
2011). Tdmi on ollut Koulii-hankkeelle haaste, koska ensimmiiset asukkaat muuttivat alueelle
syyskuussa 2010 ja yritysten houkutteleminen alueelle on ollut vaikeaa (Salmela, 5.4.2011).
Koulii-hankkeen yhteni tavoitteena on, etti kiyttijit saavat hyddyn kehittimistoiminnasta, jonka
vuoksi verkostoitumiseen asukkaiden kanssa tulisi panostaa. Vuoden 2012 lopussa Suurpellossa
arvioidaan asuvan noin 2000 asukasta. Tiimit ovat onnistuneet saamaan verkostoihinsa alueen
keskeisid toimijoita, joiden kanssa on kidynnistynyt tiivis yhteistyd. Verkostoitumisen yhteydessi
on tullut ilmi, ettd Suurpelto on Living Lab useille hankkeille (Espoon Suurpelto-projekti, K2-
hanke, Opinmiki-hanke), joiden kannattaa tehdi keskeniin yhteisty6td uuden asuinalueen
kehittdmiseksi.

Olemme valinneet yhdeksi hankkeemme ohjelmateoriaksi Taatilan (2009) kehittimin
innovaatiotoiminnan verkostoitumisen mallin. Ohjelmateoriaa tulee arvioida sen perusteella,
miki siind on toimivaa, kenelle se toimii ja missi kontekstissa (Pawson & Tilley, 1997).
Johtopiitdksemme on, ettd tiimityd on lihtokohtaisesti hyvi tydskentelymuoto, kunhan
huolehditaan sen rakenteellisista tekijoistd, kuten yhteisestd riittivisti ajasta, aikataulusta,
yhteisisti tiloista ja muista resursseista. Innovaatiotoiminnan verkostoitumisen malli toimii silloin,
kun toteuttajilla on vahva, emotionaalisesti latautunut suhde kehittimisideaansa, jolloin ideasta
pidetidn kiinni, sithen kiinnitytdin ja sitd lihdetdin kehictimain. Toimijoilla tulee olla vapaus
verkostoitua samasta piimiiristd kiinnostuneiden ja samanlaisen taustan omaavien toimijoiden
kanssa myds monialaisissa hankkeissa.

Koulutusasteiden vilisessid yhteistyossd tulisi kiinnittdd huomiota mielekkiisiin tiimin jisenten
rooleihin ja tyonjakoon. Koulutusasteiden vilisti yhteistydtd innovaatiotoiminnassa voidaan
toteuttaa myds siten, ettd toisen koulutusasteen edustajat toimivat ydinryhmini ja toisen
edustajat ulkopiirissi. Ongelmia voivat tuottaa tiimin jisenten kotiorganisaatioiden erilaiset
oppimiskulttuurit ja kisitykset aluekehitystydstd. Jos nikemyksii ei tiimissi tySstetd, ne voivat
hidastaa tai pysiyttdi tiimin tyoskentelyn. Ammattikorkeakoulun aluekehitystehtivi on siddetty
laissa ja on osa vakiintunutta toimintaa. Toisen asteen ammatillisessa koulutuksessa aluekehitys
hakee vield paikkaansa, vaikka tydelimin kehittiminen kuuluu lakisiiteisesti myds toisen
asteen ammatillisen koulutuksen jirjestdjien tehtdviin. Living Lab -toiminta tarjoaa luontevan
mahdollisuuden asteiden viliselle yhteistyélle.
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The Innovations for Competence Management conference was held in Lahti, Finland, in May
2011. The conference was designed to be an interactive platform for stakeholders of educatio-
nal organizations and working life. The aims were to promote networking and stimulate discus-
sions on how to increase innovativeness and foresight work in educational organizations and
how to evolve their role in innovation systems.

Moreover, one of the goals was to distribute the latest results of research and development
work related to the topics of the conference. The keynote presentations and paper sessions
succeeded in disseminating good practices and models for human resource development and
competence foresight. Especially, the objective of bringing out the development work done in
the secondary level vocational education was achieved beyond expectations.

This publication combines chapters which represent the various and highly interesting themes
of the conference. Prof. Martin Mulder begins by defining the concept of competence. The follo-
wing chapters discuss perspectives of learning, innovations and foresight.

Hopefully the discussions started during the conference will continue long into the future.
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