COURSE MATERIAL
COMMENTS
REPORTS 175

RESEARCH REPORTS

Anna Tonteri, Johanna Krappe, Irmeli Leino,
Terttu Parkkinen, Susanna Pyorre & Marja Susi (eds.)

MOVING ON!

Encounters and Experiences in Arts —
Working Multiprofessionally with the Youth

S’

TURUM AMMATTIKORKEAKOULU
TURKU UNIVERSITY OF APPLIED SCIENCES



COURSE MATERIAL
COMMENTS
REPORTS 175

RESEARCH REPORTS

ELRCPERM LMICH
EURCPERM BECITIGL. [IEAELOPFIENT FUMND
IHVESTING [N YOWA FUTURE

L] PH‘P ‘
¥ HTERRES 1 UNIVERSITY OF LI &

Anna Tonteri, Johanna Krappe, Irmeli Leino,
Terttu Parkkinen, Susanna Pyorre & Marja Susi (eds.)

MOVING ON!

Encounters and Experiences in Arts —
Working Multiprofessionally with the Youth

MIMO Project 2010-2013

MIM()

VING oy

S’

TURUN AMMATTIKORKEAKOULU
TURKU UNIVERSITY OF APPLIED SCIENCES

HUMAK. st X ) &y iy e

........... W it SEVCTS BN alliinik cibirs armbeiy
5 e e P



REPORTS FROM TURKU UNIVERSITY OF APPLIED SCIENCES 175

Turku University of Applied Sciences
Turku 2013

The content of the publication reflects the authors’ views and the
Managing Authority cannot be held liable for the information published
by the project partners.

Cover illustration by Kuisma Vdananen
from a photo taken by Stefanel Oey.

Articles by Johanna Krappe & Irmeli Leino;Anu Laukkanen; Juha Makkonen
& Marija Susi; Outi Arvola & Terttu Parkkinen; Ruut Kaukinen; Sari
Kallio-K&kks, Marjo Kolehmainen & Juha Sopanen; Minna Haapasalo;

Marja Kangas and Marja Susi are available also in Finnish in the electronic
version of the publication.

ISBN 978-952-216-427-8 (printed)
ISSN 1457-7925 (printed)
Printed by Suomen yliopistopaino — Juvenes Print Oy, Tampere 2013

ISBN 978-952-216-428-5 (pdf)
ISSN 1459-7764 (electronic)
Distribution: http://loki.turkuamk.fi

v)

wy

K owm*

729
Panotuate



CONTENTS

FOREWORD
Allan Kdhrik

MULTIPROFESSIONAL DEVELOPMENT FRAMEWORK

“A FRUITFUL CHALLENGE” — DESCRIPTION OF
MULTIPROFESSIONAL WORK IN THE MIMO PROJECT
Johanna Krappe & Irmeli Leino

(APPLIED) ART AND IDENTITY IN A MULTICULTURAL
WORLD — CONCEPTUAL NEXUS
Anu Laukkanen

THE CHANGING ROLE OF THE TEACHER AND CO-OPERATION
BETWEEN ORGANISATIONS IN THE MIMO PROJECT
Juha Makkonen & Marja Susi

THE MIMO PROJECT AS A MULTIPROFESSIONAL
LEARNING ENVIRONMENT FROM THE PERSPECTIVE
OF EDUCATIONAL DEVELOPMENT

Liisa-Maria Lilja-Viherlampi

TUAS STUDENTS LEARNING ART-BASED METHODS IN A
MULTIPROFESSIONAL LEARNING ENVIRONMENT
Outi Arvola & Terttu Parkkinen

STUDENTS AS PROVIDERS OF ART-BASED GUIDANCE
Ruut Kaukinen

33

45

69

71

95



EXPERIENCES OF MULTIPROFESSIONAL CO-OPERATION AT
SCHOOLS IN THE MIMO PROJECT [l
Sari Kallio-Kokko, Marjo Kolehmainen & Juha Sopanen

YOUNG PERFORMANCE ARTISTS EXPERIMENTING
INYOUTH WORK 127
Irene Hiitsi & KaiValtna

STUDENTS’ PERSPECTIVES ON MULTIPROFESSIONAL
WORK
Annika Lehtomaa 147

STUDENT INSIGHT INTO THE MIMO PROJECT’S PROCESS,
OUTCOMES AND FEEDBACK IN ESTONIA 149
Ebe Link & Liis Luumberg

REFLECTION OF TEACHING: AWAY TO LEARN FROM
PRACTICE 163
Anu Soot

GROUPWITHIN A GROUPWITHIN A GROUP — ONE ABM
STUDENT’S POINT OFVIEW 181
Satu Aalto

THE MIMO DANCE WORKSHOPS: STUDENTS ONTHE
FRONT LINE 201
David Yoken



EXPERIENCES OF MULTIPROFESSIONAL ART-BASED
WORKWITHYOUNG PEOPLE
Saana Rdisd

STREET OF HOPE | — CTM'STHEATRE CLUB FORYOUNG
PEOPLE TAKEN INTO CARE
Minna Haapasalo

“WE STILL BELIEVE:WE ARE POWERFUL”’ — EXPERIENCES
FROM THEATRE ACTIVITIES OF UPPER SECONDARY SCHOOL
STUDENTS

Marja Kangas

DRAMA AND GENDER SENSITIVE GIRLWORK AS PART OF
STUDYING THE IDENTITY OF AYOUNG PERSON
Marja Susi

CONTRIBUTORS
PHOTOS

THANKS

APPENDIX: ARTICLES IN FINNISH
- LIITE: ARTIKKELEJA SUOMEKSI

Johanna Krappe & Irmeli Leino

Anu Laukkanen

Juha Makkonen & Marja Susi

Outi Arvola & Terttu Parkkinen

Ruut Kaukinen

Sari Kallio-Kokko, Marjo Kolehmainen & Juha Sopanen
Minna Haapasalo

Marja Kangas

Marja Susi

217

219

243

261

273

278

280

286
306
317
336
358
373
387
409
425






FOREWORD

Allan Kdhrik
MIMO Steering Group member, University of Tartu Viljandi Culture Academy

MIMO is pretty much about discovering the other. The other needs to be
understood and met. At the same time, all the meeting partners carry with
them their preconceived opinions, understandings, but also prejudices and
fears. To bridge these different ways of seeing and interacting with the world
and the other always takes time and energy, and it demands a lot of good will
and readiness to step outside one’s comfort zone.

MIMO is about the meetings between people involved in art and youth work,
social work and health care. For an artist, their trade is about expressing human
existential questions, fears, blisses —art can be an end in itself, but more likely
it is a tool for discovering and building up oneself and existence. Youth work,
on the other hand, is about creating a space of possibilities for people to grow
and become more fully human in taking and carrying responsibilities and
freedoms, rights and tasks. In that sense, both art and youth work are about
supporting a person to grow into the fullness of their humanity.

From that perspective the sometimes perceived contradiction between art as
something good in itself and art as a method for social work and community
growth is not present at all. The contradiction lies in the minds of some artists
as well as youth / social and health care workers. The best way to overcome
these contradictory understandings is to really do something together — like
having an artist and a youth worker really meet and do something for and with
young people. I think in MIMO we have realised that there really are borders
in people’s minds and that these borders can be crossed — not so much by force
but by courage to let the other in. To let the other move in to one’s life so that
they can move on together in building up themselves and the community that
carries them.
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“A FRUITFUL CHALLENGE”

— DESCRIPTION OF
MULTIPROFESSIONAL WORK
IN THE MIMO PROJECT

Johanna Krappe & Irmeli Leino

ABSTRACT

This article describes the multiprofessional development group’s work process.
It is attached to the project’s operating environment and the theoretical
framework of multiprofessional work. We describe the multiprofessional
work process applied in the MIMO project, as well as the experiences and
challenges of the multiprofessional development group on the basis of the
evaluation conducted as part of the project. The MIMO project developed
multiprofessional, art-based work methods to support the well-being of young
people. The key theme in the project was the prevention of young people’s
exclusion from society, which is a relevant social challenge. The exclusion
of young people can stem from various reasons, such as challenging family
backgrounds, school, lifestyle, mental health or social interaction. In the
MIMO project, art-based work was targeted at issues that play a key role
in the well-being of young people. In conjunction with this, we were able
to support the young customers and offer them possibilities to analyse their
personal identity and the significance of their choices. With regard to culture
and art, young people value joy, experiences, success, creating something
new and expressing themselves. The MIMO project developed the process
of multiprofessional work in co-operation between different professions and
fields of activity. The multiprofessional encounters enabled the participants to
learn together and join forces to achieve a common goal. They also thought
about the theoretical and contextual prerequisites of collaboration with the
aim of establishing permanent new models of joint work.
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THE MIMO PROJECT AND THE IDEA OF
MULTIPROFESSIONALISM

“‘MOVING IN, MOVING ON” means youth gathering together to learn
and grow and having the skills for a positive impact on their home and school
environment also in the future. Professionals also “move in” to community
youth work and then “move on” to develop existing preventative youth work

methods. (MIMO project’s application 2010)

The MIMO project (Moving In, Moving On! Application of Art-Based Methods
to Social and Yourh Work) was created in response to the challenges of social
exclusion, on the one hand, and the need for new work methods and practices
among social and youth work professionals, on the other. The project developed
a model of multiprofessional art-based methods training and multiprofessional
work to support those working with young people. The work also resulted in
the production of four publications for professionals and students in these

fields.

The first publication, Moving In! Art-Based Approaches to Work with the
Youth (Krappe, Parkkinen & Tonteri 2012), dealt with the starting points,
assumptions and thoughts of the different fields involved in the project
(youth work, arts, social services and health care) at the beginning of the
multiprofessional art-based work process. This article collection, Moving On!
Encounters and Experiences In Arts — Working Multiprofessionally with the Youth,
is, in a way, a follow-up to the first publication, and it aims to guide the
reader along the art-based multiprofessional journey. It describes the methods
of teaching, learning and expressing the multiprofessional approach adopted
during the MIMO project, as well as the challenges and success stories
encountered along the way. The other two project publications are Zazvarar
taskuissa — Nuorten ryhmdohjauksen taidelihtiisii menetelmid, which features
over 50 exercises that can be utilised in youth work, and Experimenting
with Process Documentation in Social Media — A Case Study MIMO, which
describes our process documentation idea and ways to utilise social media in
documenting the development of one’s personal professional mindsets.
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The idea for the MIMO' project emerged after the school shootings that
took place in Finland in the late 2000s. The theme of the project, preventing
the exclusion of young people from society, was relevant in Europe at that
time, and the project received approximately EUR 2 million from the
European Union’s regional development programme. The key contents
of the project are the development and dissemination of art-based and
multiprofessional methods. Thanks to the received funding, the project
developed training for both current and future professionals, as well as
various methods for multiprofessional work. Approximately 500 workshops
and performances were arranged, through which over 5,000 young people
were met in Southern Finland and Estonia. Within the MIMO project,
methods of multiprofessional work were applied to preventive work in many
organisations, and the use of art-based methods in the prevention of young
people’s exclusion from society was promoted.

According to our understanding of multiprofessionalism, the sum of the parts
is always greater than the parts alone and, in the best case, the whole and
the outcome are even greater than the sum of their parts. In other words, it
was our assumption that multiprofessionalism is a notion worth pursuing.
In our publication, we describe and analyse the results, experiences and
challenges encountered by the multiprofessional development group and
other multiprofessional groups within the MIMO project, as well as those
encountered in art-based activities. This article describes the process of the
multiprofessional development group. It is attached to the project’s operating
environment and the theoretical framework of multiprofessional work. We
describe the multiprofessional teamwork process applied in the MIMO
project, as well as the experiences and challenges of the multiprofessional
development group on the basis of the evaluation conducted as part of the
project and offer further development suggestions. The process description
was produced according to examples of similar projects implemented over the
past few years® and the researchers of these projects. Experiences are always
personal in nature and, therefore, unique and special, but we nevertheless wish
to summarise and generalise the various experiences gained during the project

1 ‘The MIMO project is funded by the EU’s Central Baltic Interreg IVA 2007-2013 programme. The
funding is allocated for the period 1 Nov. 2010-31 Dec. 2013. The total budget of the project is
approximately EUR 1.9 million.

2 For example, a similar process analysis was created for the Zzika project and addressed by researcher
Pilvi Rantala (2011, 16-29) in her article Taidelihtoisii menetelmii tyoyhteisiihin: prosessianalyysi.
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into a bigger picture and vision. We hope that the process description and
experiences featured in the articles will be helpful for various organisations and
new projects that are about to start multiprofessional work.

THE PREVENTION OF YOUNG PEOPLE’S EXCLUSION FROM
SOCIETY AS A FRAMEWORK FOR MULTIPROFESSIONAL
ACTIVITY

Preventing the exclusion of young people from society and promoting their
well-being were key objectives of the MIMO project. They were listed as the
project’s goals in the planning phase, and all project operators were unanimous
about them, which was, indeed, a prerequisite for the multiprofessional
collaboration. There has been a lot of concern about young people who are
at risk of becoming excluded from society. The Nuorten elinolor yearbook
about young people’s living conditions and the Youth barometer paint a grim
picture about the uneven distribution of well-being among children and
young people in the 21st century (Myllyniemi 2008; 2009). Interrupting
education at an early phase is generally considered to be a sign of exclusion
risk. Approximately eight percent of young people do not continue studying
after the basic education, and these youngsters have particular difficulties in
finding a place in working life. Boys discontinue their education more often
than girls. Timo Purjo (2010, 180), who has studied the violent behaviour of
young people, explains that the exclusion of young people can be manifested
in the form of being left outside circles of friends and hobbies or school and
studies. The inability to continue studies due to poor school grades is often
a factor contributing to exclusion (Alatupa et al. 2007). In addition, the
risk of exclusion is also linked to one’s financial standing. Even though the
average wealth of the Finnish population is increasing, economic welfare is
distributed more unevenly (Karvonen et al. 2009, 21-27). The number of
cases of taking children or youngsters into custody reflects a lack of well-being,.
When the family becomes a customer of child welfare services and a child is
taken into custody, it has already gone through many turns of events that
have posed hazards and risks for the child. It has been stated that withdrawal
and submission are most commonly detected among children who have many
factors that lessen well-being in their lives. (Heino 2009, 210-211.)
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The family plays a key role in the well-being of children and young people. For
example, parents’ alcohol abuse impairs the well-being of children. Children of
parents with substance abuse problems are at risk of suffering from insufficient
care or mistreatment, which also increases the risk of the child developing a
substance abuse or mental health problem. Even when occasional, the heavy
use of alcohol by parents causes dangerous situations, negligence and feelings
of insecurity in youngsters. Fortunately, the consequences of being brought
up in a family with substance abuse problems are not always negative — well-
targeted support can promote the coping of children and youngsters. (Homila
etal. 2009, 104-105.) According to the A-Clinic Foundation’s survey entitled
Lasinen lapsuus (“Childhood in a bottle”), alcohol or drugs are used too much
from the child’s perspective in 25 percent of Finnish families. One factor that
came up in the survey as a factor protecting the child was getting enough
attention and time from at least one of the parents or from another adult. In
addition, the ability of the child to distance themself from the detrimental
elements of family life through, for example, hobbies or friends, was also
found to be a protective factor. (Ilva & Takala 2011.)

Research has shown that young people with habits of substance abuse suffer
from mental health problems more often than other youngsters, and the
heavy use of alcohol is connected to abundant psychosomatic symptoms.
In her dissertation (2012, 38, 100), Pirjo Kinnunen, Doctor of Health
Sciences, emphasises that mental health promotion work should take place
in the environments where children and youngsters live and spend their time.
According to Kinnunen, the development of a young person’s character and
identity should be supported by sharing their emotional experiences and
encouraging them to think about their values and choices independently. In
addition, guidance towards sobriety should be offered. School is a great place to
reach the majority of young people in their natural development environment.

Disputes between parents and children are a natural part of the phase of life
when youngsters are reinforcing their identity and establishing an increasingly
equal relationship with their parents. These disputes are connected to the young
person’s well-being: the more dispute there is, the more depressed the youngster
becomes. The most common sources of disagreement are household chores,
computer games and curfews. (Lammi-Taskula & Bardy 2009, 63.) Kinnunen’s
study indicated a connection between the quarrelsome relationship with one’s
parents at the age of 14 and mental health issues in the young person’s adulthood.
A natural part of growing up is seeking one’s role in the surrounding society. For
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young people with an immigrant background, differences between their native
culture and the culture of their new home country can disturb the formation of
a personal identity. Young people coming from different cultural backgrounds
have been found to suffer from emotional stress and self-destructive thoughts
more than their peers. (Kinnunen 2011, 27.)

Health-related habits are also an important well-being factor. Fatigue is the
most common psychosomatic symptom among young people. Unhealthy
eating habits, lack of sleep, insufficient physical exercise, as well as alcohol use
and smoking all contribute to fatigue. Continued fatigue has negative effects
on the young person’s ability to control their emotions, their school grades,
as well as the way they feel about going to school. Insomnia can be caused
by irregular sleeping habits, or insufficient or disturbed sleep. Furthermore,
insomnia can also be a stress reaction to feeling insecure or having problems
at school. For example, a connection has been discovered between bullying
and fatigue. (Pietikdinen et al. 2009, 116.) The school environment has a
major influence on a young person’s life and well-being. Kinnunen (2011, 46)
states that young people who are bullied or bully others have a more negative
impression of the school environment than other youngsters.

Target groups of the MIMO project included for example customers of youth
centres, school classes, children taken into custody, as well as young immigrants.
The children and young people who are at risk of becoming excluded were
usually met in groups in environments familiar to them. The use of art-based
methods offers numerous opportunities to support youngsters, share emotional
experiences and occasionally detach them from detrimental environments.
Activities were targeted at issues that pose major challenges with regard to the
well-being of children and youth: substance abuse, sexuality, healthy lifestyles,
accepting difference and self-knowledge. Satisfaction with yourself and setting
your sights on the future are significant factors promoting mental health. Art-
based activities can enhance people’s skills of self-expression and communication
both with themselves and with others. This also improves the potential for
experiencing well-being. Artistic activities influence one’s well-being at least
through two dimensions: self-expression and the creation of community
relations. Statistical materials of the Myrsky project, which also featured art-
based methods, indicate that the majority of young people who participated in
the project activities found the joint activity and good team spirit to be the most
important things in the project. (Siivonen et al. 2011, 78.)
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According to the Youth barometer survey (Myllyniemi 2009), the main
reasons why young people enjoy culture and art were joy, experiences, success,
creating something new, learning new skills, and expressing themselves. In
her dissertation dealing with art-based methods in child welfare work, Piivi
Kinkinen (2013, 34) notes that art-based activities are closely related to the
principles of sociocultural inspiration. Art-based activities represent functional
social work, whose practices focus on helping people by reinforcing their
feelings of inclusion and community spirit and by inspiring them to feel a sense
of experience and adventure. According to Siivonen, Kotilainen and Suoninen
(2011, 46), collaborative art-based activities can make a difference in such
areas of life that can alleviate exclusion experienced by young people. The
art-based workshops and events arranged within the MIMO project enabled
supporting young people in dealing with issues related to their identity and
growing up, and encouraging them to think about their choices.

THE FRAMEWORK OF MULTIPROFESSIONAL DEVELOPMENT

Katariina Pirnd completed her doctoral degree at the Department of Sociology
of the University of Turku in August 2012, and her dissertation was entitled
Kehittivi moniammatillinen yhteistyo — Lapsiperheiden varhaisen tukemisen
mahdollisuuder (“Developmental interprofessional collaboration as a process
— Possibilities for early intervention to support families”). Pirni (2012, 29)
divides multiprofessionalism into the organisation culture, professional,
conceptual, and practical levels.
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ORGANISATION CULTURE LEVEL
Description of the operating environment and context

PROFESSIONAL LEVEL
Analysis of the phenomeneonin light of its contents

CONCEPTUAL LEVEL OF MULTIPROFESSIONAL CO-OPERATION

Structuring and concretising the phenomenon

PRACTICAL LEVEL

Collaboration and development

FIGURE |. Theoretical framework of multiprofessional co-operation (Pirnd 2012, 29).

The organisation’s work culture defines the parties and methods of co-
operation. The conceptual level is where the multiprofessional co-operation
and its perspectives are analysed and structured. The contents of the co-
operation are defined at the professional level, whereas the practical level
contains the concrete perspective of implementing the co-operation and the
actual development task. Our publication follows the same division, and each
article deals with some of the levels defined by Pirni.

In the MIMO project, multiprofessional co-operation took place within
a project organisation that contained representatives of several different
professional fields and three training / education organisations, one in Estonia
and two in Finland. The differences between organisation cultures posed some
challenges for the joint development work. One key concept highlighted in the
project from the planning phase on was Multiprofessional Teamwork (MPT),
which was developed to serve the purpose of preventing the social exclusion
of young people through art-based methods and the development of training
and education. Development efforts took place within the multiprofessional
teamwork development group, which consisted of professional members, in
conjunction with the multiprofessional art-based training between teachers
and students, as well as in the form of small group work practised by students
among young customers.
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The development of multiprofessional training is described in the articles
written by Outi Arvola, Lecturer and Project Coordinator and Terttu
Parkkinen, Senior Lecturer of social services. The collaboration between
the two educational organisations that participated in the project and the
challenge of introducing new roles of teachers are addressed in the articles
written by Juha Makkonen, Senior Lecturer of organisation and youth work,
and Marja Susi, Senior Lecturer of puppet theatre. The Estonian perspective on
the training development is provided by Project Coordinator Irene Hiitsi and
Lecturer of dance theory and dance history Kai Valtna. Multiprofessional co-
operation taking place in schools is addressed by Lecturer Sari Kallio-K6kko,
Senior Lecturer of organisation and youth work Marjo Kolehmainen, and
Senior Lecturer of journalism Juha Sopanen. Senior Lecturer Ruut Kaukinen,
who specialises in interaction, describes the work with young people from
the counsellor’s point of view. Anu S66t, Senior Lecturer of dance pedagogy,
analyses Estonian students” experiences of working with young people. The
article written by the Finnish student Satu Aalto and the Estonian students
Liis Luumberg and Ebe Link deals with the work of multiprofessional
student groups. The article based on an interview conducted by Senior
Lecturer David Yoken also addresses the students’ views of multiprofessional
co-operation. Also included in the publication is an article by Researcher Anu
Laukkanen on the relationship between applied arts and personal identity, as
well as three descriptive analyses of theatre productions implemented within
the MIMO project: Lecturer of drama Minna Haapasalo writes about a
drama club arranged for children covered by child welfare services, Lecturer
of drama Marja Kangas describes an upper secondary school’s drama club
and its methods, and Lecturer of puppet theater Marja Susi writes about
the experience of theatre and gender sensitive work with girls in the theatre
project arranged in the Girls’ House of Turku.

Within the content framework of the MIMO project, at the professional
level, the wider social goals related to preventing young people’s exclusion
were shared, but visions on such issues as multiprofessionalism and the art-
based approach varied. The processes of developing multiprofessional co-
operation within the MIMO project meant that new goals were set alongside
the traditional ones. Consequently, this entailed a shift from the organisation
— and study field — centric mindset to a customer-centric approach, from solo
work to goal-oriented co-operation, from competing to learning together, and
from problem-centric thinking to resource orientation (cf. Pirnd 2012, 205).
The processual nature of the work was — and still is — a key element. The
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concept of process, as defined by Riitta Seppinen-Jirveld, Doctor of Political
Sciences (1999, 113-114), refers to the way things are done rather than to
what is being done. The implementation of the multiprofessional development
process in the MIMO project required a lot of resources from those who steered
the process. The concept of process expertise covers the initiation, running and
maintenance of the process. The steering and running of a process underlines
the importance of planning, understanding connections, and tolerating
failure and chaotic situations. In the course of its three-year existence, the
MIMO project has reached a state of fruitful co-operation, and most of the
development goals have been achieved.

According to Pirni (2012, 140-148), the start of co-operation always requires
the identification of a customer-based need, as well as a will to collaborate.
Further prerequisites for co-operation include building trust, identifying
benefits and seeing goal orientation as a notion that proceeds in the form of
a process. In this context, trust refers to trusting one’s own expertise as well
as that of others, and pursuing a common goal. Trust is also reflected in the
ability to tolerate insecurity, which increases in situations where only a short
time is available for advance preparation or the advance plans change. When
you trust your co-operation partner, you feel free to offer suggestions, delegate
tasks and accept tasks delegated by others. Trust releases resources for creativity
and enables new ways of doing things.

Multiprofessional co-operation is a joint learning process, and seeing the
concrete benefit of your work is a key element of it (Mddttd 2006, 587—
589). Multiprofessional co-operation requires will, crossing boundaries and
trusting others, as well as shared aspirations, enthusiasm about the work and
identifying the need for and benefits of the co-operation. The biggest difference
is whether you see co-operation as an additional resource or as a burden that
takes resources away from the basic work. In the best case, multiprofessional
co-operation adds new resources to benefit both the employee and customer,
and enhances competencies and the service structure. (Pirni 2012, 149-150.)
The resources should be allocated to creating something positive and focusing
on that instead of focusing on people who have difficulties in understanding
and accepting the common goal or the basic assumptions related to it.

Awareness of the process-like nature and multiple levels of goal orientation
in the activities is a paramount factor in co-operation. The goals are
reshaped during the process, as new perspectives emerge as the result of
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multiprofessional co-operation. It is important that the goals are concrete,
because they steer the co-operation process. Goals remaining at an abstract
level do not offer sufficient support for the planning of joint multiprofessional
activities. (Parnd 2012, 168.) Sociologist Mirja Miittd (2007, 14, 30, 48,
52) states that overly generalised goals, competing orientations within the
group, employee changes, and doubts of one sector having more power or
gaining more benefits than the others are factors that hinder co-operation.
Preventive work carried out in the form of multiprofessional co-operation
often faces high expectations. If the co-operation entails high expectations
but lacks sufficiently concrete goals or contents, there is a risk of frustration.
Unclear goal-setting can mean that the results are also difhcult to define or
perceive. It is crucial to understand the customer’s needs and place them
as the starting point of the co-operation (Pirnd 2012, 206). In the MIMO
project, it was not always easy to refine the general-level goal — preventing
the social exclusion of young people by means of multiprofessional work
and art-based methods — into concrete interim goals. The MIMO project
had several different goals; nationwide, regional, local, organisation-specific,
even personal ones. The multitude of goals posed challenges, and the link
between these goals and the overall objective of preventing young people’s
exclusion was sometimes slightly obscure. Such an extensive network project
is challenging for the Project Manager and development team leaders. Due
to the wide scope of the project, it was challenging to perceive all of its
activities (more than 500 activities) and their mutual relations (e.g. some
activities formed a sequence but some of them were renamed along the way).
Another challenging aspect in the MIMO project was defining the customer:
was it the young person at risk of social exclusion, the degree student,
the continuing education participant, the co-operation organisation, the
project’s own organisation or the project funder?

Multiprofessional co-operation is a process that involves shared resources,
responsibilities and competencies. Developing this process in co-operation
makes it easier to establish collaboration procedures and clarify the common
goal. Learning and development are closely related concepts. Especially the
collective build-up of knowledge and learning are connected to development.
(Seppinen-Jarveld 1999, 37-39.) Parni (2012, 39) emphasises that negotiation
is a core activity in multiprofessional co-operation. Encounters between
professions create situations in which different professional groups get the
opportunity to absorb influences or information foundation from one another.
This was also the aim in the meetings of the MIMO project’s multiprofessional
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development group. When multiprofessional co-operation is consciously
developed, it opens an opportunity to build new, shared knowledge and
practices (Parni 2012, 40).

At its best, multiprofessional teamwork is an engaging, enhancing and
communicative form of activity, whereby the group thinks about the
practical, theoretical and situation-specific foundations of its work. The start
of multiprofessional co-operation involves two opposite forces: the positive
expectations of co-operation on the one hand, and the desire to protect one’s
own professional competence and previous experiences of the challenges of
co-operation on the other. (Pirnd 2012, 132-133, 169.) Students also faced
the same challenges at the beginning of their multiprofessional co-operation,
which was part of their MIMO project studies. Depending on the stage
of professionalisation, quite strong feelings of protecting and limiting one’s
own field of profession were present when entering into the co-operation.
Different professional groups see the objective from slightly different angles,
and the knowledge base and practices of multiprofessional co-operation are
formed by combining these different views. Multiprofessional co-operation
can give rise to a reflexive working style and a multitude of perspectives.
Reflexivity means that the co-operating parties mirror their own thoughts
and practices to those of others and think about the underlying ethical and
ideological assumptions.

The learning and joint competence development that takes place in the course
of multiprofessional co-operation can be seen as the emergence of collective
expertise. According to Special Researcher Niina Koivunen (2005), who
has studied collective expertise, the skilled behaviour of experts consists of
practical professional skills and interaction skills. Expertise is manifested in
the ability to perform and apply specialist knowledge. Koivunen emphasises
that it is important to pay attention to practices in particular, because
collective expertise is most closely linked to them. By analysing activities, we
can see the development of collective expertise and practices learned jointly.
Stories and cases describing practical activities enhance understanding and
promote the transfer of silent knowledge. Koivunen notes that participants
of multiprofessional co-operation can develop a collective sense of rhythm, in
other words they understand the phase in which the process currently is and
recognise the suitable point for making joint decisions. This sense of thythm is
also connected to repetition. Important issues are addressed many times, until
the group finds them to be concluded. The group members must understand
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what needs to be done before the process can proceed. Furthermore, the sense
of rhythm is also related to seeing the big picture and knowing the organisations
involved in the co-operation.

DESCRIPTION AND ASSESSMENT OF THE MULTIPROFESSIONAL
DEVELOPMENT GROUP’S ACTIVITIES

The utilisation of art-based activities in the prevention of young people’s
exclusion from society was the starting point in the MIMO project planning
and the common desire of all partners. The Finnish partners had relatively
long experience of the art-based approach, whereas for the Estonian partners,
art-based youth work was a rather unfamiliar concept. Turku University
of Applied Sciences, the Youth Services of the City of Turku, and Humak
University of Applied Sciences wanted to take one step further and start
developing a new kind of multiprofessional operating model stemming from
the art-based approach. The need for multiprofessional art-based activities
came up from earlier project experiences. Representatives of three faculties
of Turku University of Applied Sciences — Health Care, Arts Academy and
Well-being Services — formed a multiprofessional development team, which
was also joined by the international affairs’ coordinator of the Turku Youth
Services and representatives of Humak University of Applied Sciences. The
composition of the group changed several times, but the group met regularly
during the project period from February 2011 to November 2013. A total
of 17 meetings were arranged, and 7 of these were joint meetings with the
University of Tartu Viljandi Culture Academy, Estonia, and the Von Krahl
Theatre from Tallinn. At the time of writing this article, in November 2013,
the final Finnish MPT meeting and the final meeting of the entire partner
consortium were still to be arranged.

Irmeli Leino (2012) described the methods applied in the meetings and the
progress of the co-operation during the first year in her first MIMO publication,
the article entitled “First Steps in Multiprofessional Teamwork within the
MIMO Project”. After the second year of the project period, the internal
project reviewer Anna Tonteri conducted an interim survey, the responses of
which are dealt in this article. During the third and final year of the project, we
described, for example, the multiprofessional art-based development process of
the MIMO project and discussed project-related topics with Katariina Pirna.
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The cycle of planning, implementation, evaluation and development plays a
key role in the multiprofessional teamwork process. Based on Pirn#’s division,
we saw the survey of operating environments as our first task, followed by
the opening of the professional level, planning the multiprofessional activities
and, finally, the practical implementation level.

- ook, consolidatingcompetences, o laing
- Dwilding expertise in o multiprofessionsl group, continuous open dialogus.

FIGURE 2. Framework of multiprofessional co-operation in the MIMO project
(cf. Pirnd 2012, 29).

During the three years of the MIMO project, we went through all these
levels in a process-like manner over and over again; after implementing an
activity, we proceeded to assessment and then returned to development. In the
MIMO project, the phases of multiprofessional group work attached to these
levels comprised finding common concepts and setting goals, clarifying our
personal special expertise and learning about the expertise of others, creating
a common competence for the group and transferring knowledge, finding
common multiprofessionalism, creating various multiprofessional learning
environments for students, multiprofessional work with young people, as well
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as reviewing and reporting our activities. The phases can also be described as
follows: convening, recognising a possibility for co-operation and seeing it
as an opportunity, desire to collaborate, finding motivation, perceiving the
need for co-operation, producing ideas, defining and describing joint and
individual goals, contributing to the emergence of trust, group spirit building,
emergence of appreciation and respect, understanding the multiple levels of
goals, and emergence of dialogue and multiprofessionalism. In other words,
the activities, phases and process of a multiprofessional group can be described
in many different ways.

The interim review conducted after the second year of the project addressed
the development group members’ expectations and advance thoughts about
the goals of the groups work, and reviewed how well these expectations
and goals were met during the two years. In the review survey, Tonteri also
included questions about the group members’ learning experiences, crossing
boundaries, establishing trust, building team spirit, and their possible interest
in multiprofessional work in the future. The responses (n=11) indicate that both
in terms of expectations and actual experiences, the development group was
seen as an important element in project organisation (the structured approach)
and a good place to share expertise (the content dimension). The most common
advance expectations were wishes about brainstorming, planning studies and
other project functions together, and learning about other members’ areas of
expertise, ideas, practices and values. Further expectations included networking,
creating a multiprofessional model, increasing one’s own expertise and gaining
an overall understanding about the MIMO project. One respondent came
to the group with an open mind without any expectations whatsoever. More
than one-half of the respondents stated that their expectations were mostly or
relatively well met during the first two years of co-operation. Some responses
indicated that a longer time or more intensive work would be required to
achieve the goals. This thought was supported by discussions in the group later.

As part of the interim review, the group members also listed their thoughts
about the goals of the group. The listed goals included the development of
students’ and employees’ multiprofessional skills, modelling multiprofessional
teamwork and utilising teamwork in the development of teaching, recognising
factors that promote or hinder multiprofessionalism, increasing the well-
being and empowerment of young people with the help of multiprofessional
teamwork and art-based methods, crossing boundaries, as well as developing
and increasing co-operation between different fields of study, different
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organisations and their parts. These goals were quite well in line with those
listed in the project application. Those involved in the activities can easily
see that the responses already reflect the work done thus far and offer further
specifications to the goals set initially. However, the group members had
differing opinions about reaching the goals. Some found that the knowledge
gained of others” professional competence was merely a scratch, and some were
concerned whether all members shared the same visions and objectives. Some
interpreted that, based on the feedback given by young people, the goals were
met and the teachers and students achieved their objectives, whereas some
had whether the students have achieved their goals and thought that further
development is needed among professionals, as well. Multiprofessionalism
was seen as “a fruitful challenge”, which is an expression that crystallises
the contradictory nature of multiprofessionalism, the added value gained
from possible success, as well as the potential problems that can arise when
representatives of several fields are collaborating. Some respondents believe
that the goals will be met later, as the project proceeds.

With the exception of one respondent, all group members were able to describe
learning experiences. Some felt that they had learned a lot from their colleagues
and also offered new perspectives to others, along with their full knowledge
and help. The Estonian participants felt that they learned from the previous
experiences of Finns, and Finns learned about Estonian society and culture.
Based on the responses, the multiprofessional work gave new insight into
project management and organisation, the importance of taking responsibility,
planning, being flexible and establishing a trustful environment, practices of
other organisations and cultures, co-operation skills and combining different
fields of expertise. One response emphasised how important it is that you are
also allowed to be wrong. The learning of expertise, work methods and values
was highlighted throughout the responses, even though one response stated
that a longer collaboration time would be needed in order to recognise the
competencies of other fields.

The group faced various challenges. The most commonly mentioned ones
were the changes in group composition and lack of commitment. The
interim review responses show that those who joined the group later felt
like outsiders: “I did not have a central role in the process creation work.” In
addition, different cultural backgrounds also posed challenges. Encountering
a new culture and operating environment in a new kind of collaboration
is challenging. Openness is a prerequisite for successful co-operation. Even
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though the project was implemented jointly between two countries, the MPT
development team usually met with only Finnish members present. Despite
the members’ solid English language skills, using one’s mother tongue proved
to be an important factor in explaining the concepts of different fields to others
and negotiating the forms and objectives of collaboration. In a discussion,
meanings can change like in the “Chinese whispers / broken telephone” game,
because certain terms can have different definitions in different fields and, on
the other hand, different terms can be used for the same concept in different
areas. Moreover, a term may have a really wide set of meanings, all of which are
not included in the English equivalent, and when translated into Estonian, it
may end up quite far from the original concept. One example of such a term
is “applied arts”.

The biggest challenge for co-operation was the lack of commitment, inability
to be open, cross boundaries and pursue the common goal. The lack of
commitment undermined trust and prevented the emergence of collective
expertise. Apart from attitudes, challenges related to scheduling and adjusting
practices hindered the crossing of boundaries and gave rise to the question of
how dissatisfaction within the group should be handled. Collaborating within
the MIMO project could potentially offer an opportunity to support the
inclusion and empowerment of young customers and students. However, with
regard to this, the challenge was in creating situations in which students and
teachers from different fields of study could come together with representatives
of working life, plan new operating models and share their expertise. It is
elementary that all participants find the collaboration to be beneficial in terms
of personal learning and not just resource-consuming. The mindsets and
motivation of the activity-leading teachers played a key role in this respect.
The management of multiprofessional competencies is an important aspect
that needs to be taken into account when working with customers — and also
when teaching. The teacher can only motivate, encourage and guide students
towards multiprofessional collaboration if they believe that it is effective and
significant for one’s personal professional development. When challenges
emerge in this area, it should be determined whether they are only on the
surface or at the structural level, or whether it is just an issue with a person
who sees the situation differently and has a different attitude towards it.
When the MIMO project’s MPT activities were discussed, Katariina Pirni
pointed out that resources should be allocated in supporting the good instead
of wasting them on group members who have difficulties in understanding
multiprofessionalism.
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The thoughts that came up in conjunction with the interim review were further
structured during the last year of the project, and the topics of awareness, goal
orientation and collaboration were brought to focus. As a result, issues that
are of key significance within the MIMO framework were summarised in a
different project description. Figure 3 contains an example of the process of
structuring and concretising goals.

FIGURE 3. 7he multiprofessional co-operation process in the MIMO project
(cf Pirnii 2012, 203).
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FURTHER DEVELOPMENT IDEAS

The first MIMO publication and this publication offer quite a comprehensive,
even detailed description of the multiprofessional work within the MIMO
project. In this article, our purpose was to describe the multiprofessional
group’s operating environment, as well as the experiences and challenges that
have come up based on the group review. These publications contain many
positive experiences to learn from, and even the negative experiences can
be seen as lessons learned. Next time, if we were to start multiprofessional
co-operation, we would strive towards long-term work instead of a limited
project. The group should work more intensively, establish routines and repeat
actions in order to learn from these. It would be good to have a documented
target status including detailed descriptions of interim milestones, which
should be reviewed on a regular basis. An activity calendar including interim
check-ups would be useful. While a clear structure is needed for the work,
the structures should nevertheless be loose. The use of external facilitators
and reviewers has periodically increased activity within the MIMO project,
but such elements could be used more often. All in all, the most important
element in multiprofessional teamwork is — as was noted by one respondent
in the interim review — interpersonal relationships. The group should focus
on team-building by means of various methods. Group members should be
chosen more carefully, and a strong commitment should be required of all
members and their organisations.

The majority of our development team members stated in the interim review
survey that they would like to participate in multiprofessional co-operation in
the future, as well. As long as the group members trust each other and pursue
a clearly defined common goal, multiprofessional co-operation works out well
and adds value to the group, its members and the target group of the activities.
Multiprofessional co-operation is a “fruitful challenge” worth taking on!
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(APPLIED) ART AND IDENTITY
IN A MULTICULTURAL WORLD -
CONCEPTUAL NEXUS

Anu Laukkanen

ABSTRACT

The goals of the MIMO project include promoting the use of applied art
methods in youth work and social work. In the MIMO project, inclusive
and creative theatre-based and dance-based group methods are believed to
encourage positive interaction, self-knowledge, interaction skills and local
awareness. In particular, goals related to self-knowledge, self-image and local
awareness serve to integrate issues related to identity into the foundations of
the project.

This article discusses the opportunities presented by various concepts of identity
in cultural studies for those using applied art or art-based methods in their
work. First, the article discusses the criticism of the concept of a consistent
identity and the significance of the concepts of continuously constructed,
narrative and performative identities for applied art research. Second, the
article examines conceptualisations of a diasporic identity in relation to
creative methods, particularly as they relate to forced migration. Third, the
article outlines identity as the foundation for political action, presenting the
impact of theatre as an example. Finally, the article examines opportunities in
applied art research through studies that deviate from the concept of identity.
Presenting a diverse description of the concept of identity, the article aims to
help those who use art-based methods in their work and whose work involves
issues related to identity gain an understanding of the foundations of their
work. The goals of art-based working methods include making participants’
voices heard and strengthening their self-image and identity, all of which
should be considered when planning and implementing activities.
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INTRODUCTION

The goals of the MIMO project include promoting the use of applied art
methods in youth work and social work. In the MIMO project, inclusive
and creative theatre-based and dance-based group methods are believed to
encourage positive interaction, self-knowledge, interaction skills and local
awareness. In particular, goals related to self-knowledge, self-image and local
awareness serve to integrate issues related to identity into the foundations
of the project. In terms of goals and implementation, the MIMO project is
related to many Finnish projects carried out using applied art or art-based
methods as well as research into these projects. For example, in her study on
multicultural art education projects, Tarja Piadjoki (2004) asks what types of
concepts of identity multicultural art education includes and in what type of
action the formation of the self and identity are manifested in artistic activities.

My article discusses the opportunities offered by various concepts of identity
in cultural studies for the research of applied art-based methods. First, I will
examine the criticism of the concept of a permanent and consistent identity
and the significance of the concepts of continuously constructed, narrative
and performative identities for applied art research. Second, I will present
conceptualisations of a diasporic identity in relation to creative methods,
particularly as they pertain to forced emigration. Third, I will outline identity
as the foundation for political action, presenting the impact of theatre as an
example. Finally, I will examine opportunities in applied art research through
studies that deviate from the concept of identity. By presenting a diverse
description of the concept of identity, the article aims to help those who
use art-based methods in their work and whose work involves issues related
to identity, to gain an understanding of the foundations of their work. My
intention is not to present some of these notions as being superior to others, for
each concept offers a unique and important perspective on the phenomenon
under discussion, emphasising different aspects and asking different questions.
The goals of art-based working methods include making participants’ voices
heard and strengthening their self-image and identity, all of which should be
considered when planning and implementing activities.
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NARRATIVE IDENTITY AND THE CRITICISM OF
ESSENTIALISM

At the moment, the prevalent — but not only — notion of identity in cultural
studies fields emphasises the social and cultural formation of identity. This
trend, also known as social constructionism, questions the idea of the stablility
and essentialism of identity. The criticism of essentialism is integral to this
broad paradigm of scientific thought. Essentialism refers to the idea of identity
having a fixed foundation. According to this view, which can also be called
the Enlightenment notion of subjectivity, human beings are born with a fixed
core of the self that is separate from others and remains essentially the same
throughout life (e.g. Hall 1999, 21). Proponents of social constructionism
emphasise the significance of language for the experience of social reality.
According to social constructionism, we are not able to enter pure “reality”
without language and the process of meaning-making.

Language affects the way in which we experience ourselves and the surrounding
world as gendered, for example. Key themes in feminist and poststructuralist
research include challenging our idea of experiences and the self as something
that is “true” or “authentic”. The self and our notion of the self are always
connected to normative notions in culture and society of men, women, boys
and girls. Of course, these notions are not stable, but they are always related
to other culturally and socially significant differences, such as age, colour
and sexual orientation. However, challenging the “realness” or truthfulness
of the self does not mean that we are particularly untruthful when defining
ourselves or that we cannot experience ourselves as coherent individuals. The
purpose of challenging the self is to show how we cannot escape our culture
and society even when we feel that we are being “our true selves”. This also
presents opportunities for change, which is often the goal when working with
those at risk of social exclusion.

For example, Johanna Barkman’s study (2003) on biographical methods
in child welfare work uses the concept of narrative identity, which focuses
on narratives of the self that are produced by means of storytelling. The
concept of narrative identity also offers an opportunity to change one’s
identity by telling its story in new ways. It is possible that our identity
is excessively based on cultural model narratives or stories told by others
about what we are. Narrative elements and the genre of a story are present
in many familiar art forms and popular and media culture. By using and
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critically examining narrative methods presented by art and culture, it is
possible to do identitety work — that is, perceive and shape the story of the
self in new ways.

The concepts of continuously constructed and narrative identity were key to
Main Character of My Life, a project carried out at Girls House of Turku
within the MIMO project. How is the self shaped and produced in theatre
work, for example, in relation to other popular narrative genres in our culture?
Autobiographical research is one of the fields where this construction of the
self has been studied (e.g. Kaskisaari 2000; Saresma 2007). Talking about
the self is a strong cultural convention, and in the current western world,
narratives of the self are marked by confessional culture, which is manifested
in everyday relationships and in the images and videos we share of ourselves
in social media, for example. This phenomenon has been characterised as the
intimisation of the public sphere (e.g. Giddens 1991). It could be interesting
to examine the methods of self-narration and self-expression used in artistic
projects with young people in relation to other familiar ways of self-narration,
such as Facebook profiles or the Finnish IRC-Galleria online community.

In her dissertation, Tarja Padjoki (2004) studied the strong tradition of self-
expressioninarteducationinrelation to multicultural arteducation projects. The
TAIKOMO project and the Zaimi (“Seedling”) project of the Marginalisation,
Inequality and Ethnic Relations in Finland (SYREENI) programme were based
on the narration and expression of identity and the self through art (ibid., 65),
including self-portraits. Padjoki (2004, 65) discusses the ideal of the tradition
of self-expression that emphasises modernist creativity, stating that self-
expression and the traditional notion of art — which stresses the separation of
the creator and the recipient — are culture-specific and do not necessarily work
in a multicultural context. Self-expression requires a technique and mastery
of the method of expression and is not innate expression of creativity. The
criticism presented by Padjoki serves as a reminder of how our notions of art
are bound by time and place. At dance workshops held at immigrant reception
centre, it could be interesting to study the notions of art and dance of young
people from various backgrounds: What significance does dance have for them
in relation to the self, self-expression or the community? How did they feel
about the dance workshop? What previous experiences did they have of dance,
and how did the MIMO project relate to these experiences?
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PERFORMATIVE IDENTITY

Defined by the feminist philosopher Judith Butler (1990/2006), the concept
of performative identity became a significant way of perceiving the gender
construction process in feminist research in the 1990s and 2000s. Simply
put, it means that identity — such as gender identity — is constructed through
the compulsive repetition of gender acts, gestures and words within the
heteronormative framework. These create an impression of an internally
coherent and fixed identity, even though they actually cover and hide the
performed and constructed nature of identity. Heteronormativity means that
gender is perceived and understood within a framework of complementary
notion of two sexes / genders, in which a certain type of body, gendered
expression and sexual desire are linked together.

The performative nature of gender does not mean that we can freely choose how
we perform gender through clothing, walking style or manner of speaking, for
example, or that it can be changed in a manner similar to changing costumes
in the theatre. Of course, gender can be consciously performed in many ways
for example in drag shows or other forms of performing arts, but even these
performances are always related to our everyday ways of understanding what it
is to be a woman or a man or a boy or a girl. According to Butler (1990/2000),
everyday expressions of gender also offer opportunities for change: expressions
of gender always fail to some extent, creating gaps and fissures in conventional
ways of understanding gender.

According to dance researcher Susan L. Foster (1998), the concept of
choreography could be used to define the relationship between gender norms
and individual acts. By choreography, Foster means a plan or a framework
of decisions that point at cultural ways of perceiving embodiment and the
representational conventions in dance, for example. Performing a dance
means performing these conventions, either enriching or repressing them. The
performer has an effect on what type of performance the choreography will
develop into, but the performance is always based on an idea of how dance
should be performed. The choreography is always related to the tradition of
dance, even if it breaks the tradition. (Ibid., 6-10, 16-17.)

Folklorist and performance researcher Helena Saarikoski (2009) uses Susan L.
Foster’s (1998) concept of gender choreography in her study on Spice Girls fan
culture. She uses the concept to clarify the interaction between the embodied
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fan practices of the girls participating in the study and the norms of girlhood.
Saarikoski studies actual fan practices, such as playing, collecting, dancing and
singing. She examines how the girls modified the global media message for
their own purposes and constructed their girlhood through the fan culture in
a specific historical and local situation.

According to Saarikoski, the roles assumed by the girls in their Spice Girls
performances did not differ dramatically from their everyday roles. The Spice
Girls dance act and other performances at the same event created a series
of performances about the girls’ everyday lives — that is, the transition from
childhood to adolescence — that also addressed competition between girls,
among other issues. The performances were gender choreographies in the
sense that they were consistent with the rules of expressing girlhood through
movement that are related to this particular performance genre, but every
performance and movement inevitably reproduces the rule in a new way and
potentially changes our notions of girlhood. (Saarikoski 2009, 54-59.) In this
case, the dance performance is not only about the dancer identifying with her
role, but specifically about the performance as the place of construction of a
gendered subject.

Perceiving gender as performative acts or a choreography can serve as an
interesting way to study the relationship between young people’s theatre or
dance performances and their experiences of living as gendered subjects. How
is a girl’s experience of playing a boy related to her experience of her own
gender? How does studying gender through theatre or dance affect young
people’s experiences of their gender? How gender is performed in new ways,
and how are normative notions of gender broken in art-based activities?

DIASPORIC IDENTITY

The MIMO project involved dance and movement work with young people
living at immigrant reception centre. The special status of these young people
when waiting for their asylum decision is related to broader discussions on
home, belonging and identity in a new environment. The concept of diasporic
identity has been used to describe the diversity, multilocality and positioning
of identity, particularly with regard to migration and immigration. Diasporic
identity refers to identifications created by forced mobility (such as being a
refugee), in which the cultural and political landscapes of different countries

38 Reports from Turku University of Applied Sciences 175



shape the experiences of home and belonging. The belonging and stability
that usually characterise identity are constantly questioned for those living in
diaspora. The home they left will not remain the same, even though it may serve
as a place of imaginary sharing and belonging. Their new place of settlement
is not coherent either and does not offer the feeling of belonging, because
of racism and other issues. For this reason, diasporic identity is characterised
by a constant dialogic relationship between similarity and continuity and
differences and rupture. (Hall 1999, 227-233.)

Artistic work may enable experiences of sharing and being accepted for young
people in challenging life situations. For example, the cultural and historical
significance of hip-hop in the context of the United States as a means of
expressing culture and marginalisation can create identification opportunities
even for immigrants in Finland. Non-verbal movement may break linguistic
and cultural barriers and create a common space for young people from various
backgrounds — but not necessarily, because encounters are always affected
by power relations among young people living in different circumstances as
well as the institutions providing the artistic activity. Helena Oikarinen-Jabai
(2008, 38) studied community art and multicultural projects in Finland and
Gambia for her dissertation. She writes about her notion of identity as follows:

In my texts, [ want to express that identities are changing and dependent on
the situation, and they cannot be placed only in the context of cultures or
traditions. Instead of identities, the feminist approach [---] should describe
moments, social constructions, subject positions and practices, and their
connection to colonisation and decolonisation, other structures creating
inequality as well as their interrelations. (Frankerberg & Mani 2001;
Viswesvaran 1994, 12.)

Paraphrasing Oikarinen-Jabai (2008), it could be stated that it is important
to take into account the relation of individual moments and the places of
agency created in those moments to power and inequality. The view that
emphasises power relationships also includes a notion of power as a productive
and enabling element: identities are enabled within power relationships, not
outside them. It would be interesting to examine what type of identifications
are enabled by dance activities at immigration reception centre and what type
of agency they produce. What aspects do dance activities conceal or reveal in
relation to power and differences? What types of relations to lost or future
homes and feelings of belonging do dance activities enable?
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IDENTITY ASVISIBILITY AND OBJECT OF RECOGNITION

In this section, I will discuss the understanding of identity as a political
concept. The anti-segregation movement in the United States in the 1960s
as well as the feminist movement and the promotion of sexual minorities’
rights are all related to issues of identity. In these endeavours, identity used
to be and continues to be the object of unification, visibility and recognition.
Identity politics was based on the marginalised status of certain groups in
society and culture. The purpose of the politics was to make visible the
discrimination experienced by members of the groups and the stereotypical
views they were subjected to. For example, second-wave feminists sought to
discuss discrimination against women by mirroring their experiences with
those of others in women’s awareness groups and shedding light on how
their experiences were connected to social structures. The notion of women
as a uniform identity-based group was challenged by discussing differences
between women, such as race and sexuality. Identity politics has been criticised
for the way in which it may overlook the intersections between a diverse range
of differences and emphasise a certain axis of differences at the expense of
others. In addition, identity politics may become normative, in which case
belonging to a certain group excludes belonging to others. For example, gay
and lesbian activism may favour only a certain type of white middle-class gay
or lesbian identity.

Identity as the foundation for political agency has been defined in new ways
since the notion of a permanent and coherent identity that is based on a
single category of differences has been dismantled. The postcolonial feminist
Gayatri Chakravorty Spivak (1987/1996) introduced the concept of strategic
essentialism in the late 1980s, which referred to an identity created for a specific
purpose in line with essentialism. For example, women can unite temporarily,
in spite of their differences, to promote and achieve certain political goals.

In the MIMO project, youth can be interpreted as an identity that also serves
as the foundation for political activity. In this context, politics refers to the
need and desire to make young people’s voices heard and present their views
of life instead of the views of those in power and the adults that define young
people. For example, a student of Turku University of Applied Sciences wrote
and produced the performance Haistattelundytelmdi — eli rakas paska maailma
(“The F*** You Play — a.k.a. Beloved Shitty World”) in collaboration with
students of Juhana Herttua Upper Secondary School. The purpose was to
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“make the participating young people think about what they would like to
influence and what they would like to change in this world” (Vihdniemi 2012,
25). This goal can be seen as political. The survey response of one of the young
people who participated in the project can be seen as a statement in favour of
strategic essentialism:

One of the greatest things I learnt was that we are much more different
than you could ever imagine. Theres no way we can be forced into the same
mould. But we can have a common purpose, goal, dream, message. Its
enough that everyone believes in the same thing. (Ibid., 26.)

The respondent had noticed that the project participants were not united by
an essential identity. Instead, the group and its power were based on a common
goal.

AFTER IDENTITY

The concepts of identity described above have been criticised in cultural
studies by representatives of the new materialist approach, which is based on
the concept of becoming human instead of identities. This is related to what is
known as the posthumanist turn, which seeks to rethink the central position of
humans and emphasises various connections between nature and culture, the
animate and inanimate. Instead of poststructuralist theories that emphasise
the critical examination of the boundaries between language, meanings and
knowledge, new materialist and posthumanist views focus at the level of
ontology and being on the connections of humans to other existing entities.
These views are characterised by the examination of a diverse range of affective
processes instead of an individual-centred approach. If the concept of identity
is characterised by sameness and difference, the post-identity era is marked by
continuous processes of differentiation and becoming human. The process of
becoming refers to processes that create or reinforce bodily forces. In this line
of thinking, the concept of connection is central.

In an ethnographic movement improvisation study carried out by dance
researcher Hanna Viitiinen (2009), disabled and able-bodied dancers were
connected through movements to concepts, one another, space, music and
chairs. In so doing, they were able to change the way in which, for example,
dance and disability are understood. Discursive notions of disability and
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gender are set in motion with the process of becoming in dance, a process of
continuous differentiation that escapes rigid and conventional understandings
of the relationship between a disabled person and a wheelchair, for example.
New materialist views do not focus on what something is or who someone is
(identity). Instead, they focus on everything that disability can be connected
to and what disability can become. These views have a strong, visionary
future orientation, but they can also be used to examine processes presently in
progress.

Identity politics seeks to focus on marginalised groups, whereas new materialist
research and politics seek to reinforce categories of action (Grosz 2005, 168,
cited in Vaitdinen 2009, 48). This action can be something that cannot
easily be categorised as dance, for example, but is something between existing
categories (Vaitiinen 2009, 54).

In the MIMO project, a new materialist perspective could mean examining
the full potential of the young people participating in workshops and
performances. How do encounters between young people and art and students
of social services shape notions of art, for example? What do the encounters
enable? What types of actors can be perceived in art projects if agency is
thought to also be related to actors other than humans? How is the materiality
of art manifested in the project?
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THE CHANGING ROLE OF THE
TEACHER AND CO-OPERATION
BETWEEN ORGANISATIONS

IN THE MIMO PROJECT

Juha Makkonen & Marja Susi

ABSTRACT

Universities of applied sciences are undergoing structural and administrative
changes that affect teachers’ duties and the content of their work. The reforms
related to funding, administration and operating licences have a practical
effect on teachers’ work. In addition to teaching, teachers increasingly carry
out work that resembles networking and includes multiprofessional co-
operation projects. How do teachers feel their work is changing when, for
example, RDI and project competence is given increasing emphasis? How
should the process of multiprofessional co-operation between various fields
and organisations be constructed? This article examines the changing work
of the teacher and co-operation between organisations through the MIMO
project. The project aimed to find permanent and common operating methods
for multiprofessional work with young people. The first section of this article
discusses RDI operations as part of the basic function of universities of applied
sciences. The following sections focus on project work and multiprofessional
co-operation in relation to the role of the teacher. In a survey carried out for
the MIMO project, respondents at Humak University of Applied Sciences
and Turku University of Applied Sciences responded to questions about
multiprofessional co-operation. Based on the responses, this article describes
the competence accumulated in the extensive project and its future effects.
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RDI OPERATIONS ASA DUTY OF THE TEACHER AND THE
UNIVERSITY OF APPLIED SCIENCES

In recent years, the roles of teachers working at universities of applied sciences
have changed rapidly, and the diversity of duties has increased. This article
examines co-operation between Humak University of Applied Sciences
(Humak) and Turku University of Applied Sciences (TUAS) within the
MIMO (Moving In Moving On! Application of Art-Based Methods to Social
and Youth Work) project. The focus is on the changing role of the teacher
in universities of applied sciences and its manifestation in the project. The
teachers who participated in the implementation of the MIMO project
modified their role in accordance with the new goal for universities of applied
sciences to integrate more RDI work into teachers’ duties. In so doing, they
also created multiprofessional co-operation with teachers representing another
field of education or university of applied sciences. The project has been a
learning experience, but the work has also presented challenges. Experiences
of the project staff are examined in a total of four educational programmes
in the fields of culture, health and well-being at TUAS and the fields of civic
activities and youth work at Humak. The article describes experiences of the
integration of project work into teaching as well as multiprofessional work and
the new role of the teacher.

With the changes in their statutory duties, universities of applied sciences
have increasingly become expert organisations, which affects the role of the
teacher and the nature of teachers’ work. According to the Polytechnics Act
(9.5.2003/351), universities of applied sciences carry out “applied research and
development that serves polytechnic education, supports the world of work
and regional development, and takes the industrial structure of the region into
account” as well as artistic activities. The general section of the most recent
target agreements for universities of applied sciences states that they reinforce
teaching related to working life, artistic activities and regional needs as well
as entrepreneurship and particularly research and development related to
product development and the development of companies, workplaces and the
third sector (Ministry of Education and Culture 2010a, Ministry of Education
and Culture 2010b).

According to the Programme of Prime Minister Jyrki Katainen’s Government
(2011, 34), “the legislation concerning funding and administration of
polytechnics will be amended”. Furthermore, “the licences of polytechnics will
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be renewed, placing emphasis on the quality and effectiveness of their activity”.
According to the Ministry of Education and Culture (2013), the reform will
strengthen the ability of universities of applied sciences to respond more
independently and flexibly to the changing development needs of working life
and society through high-quality teaching, research and development. As part
of the reform, the Government has proposed that the unit price that determines
funding for universities of applied sciences consist of funding shares based on
teaching and applied research and development, with education representing
85 percent and applied research and development representing 15 percent of
the funding (Government Bill 486/2013). In other words, external funding

for research and development will continue to play an important role.

At the launch of the MIMO project, Humak and TUAS had target agreements
for 2010-2012 with the Ministry of Education and Culture. The focuses of
the agreement for TUAS included Life-Long Well-being Services and Working
Life Based Approaches to Creative Arts (Ministry of Education and Culture
2010b). The target agreement for Humak focused on the development of co-
operation and innovation based on citizens' needs, particularly in terms of
social and cultural innovation and active citizenship (Ministry of Education
and Culture 2010a). The Humak strategy for 2010-2012 paid attention to
the integration of research and development into teaching, RDI operations
as a means to promote employment among students, leadership development
in RDI projects and the improvement of the national effectiveness of RDI
operations (Humak University of Applied Sciences 2010, 9). In the strategic
plan of TUAS, applied RDI operations were highlighted as an important
development need (Turku University of Applied Sciences 2010, 7). In the target
agreements of both Humak and TUAS, the performance indicators include
credits earned in RDI projects per the number of students in attendance.
At both of the universities, the total of credits earned was clearly below the
national average the year before (2009) the target agreements were made.
In light of the target agreements made with the Ministry of Education and
Culture, there is a clear need for enhancing the efficiency of RDI operations
at both institutions.

In accordance with the statutory duties described above, the basic duty of a
teacher at a university of applied sciences is composed of teaching, development
work and collaboration with working life. In practice, this means that a teacher
may move from one work culture and task to another several times during a
day. It can be said that work culture is becoming mosaic-like. Community
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and network competence is needed in addition to teaching competence.
(Miki 2012, 42, 63.) Preparatory documents related to the reform of the
Polytechnics Act also refer to this competence, stating that the goal is to create
internationally esteemed universities of applied sciences that educate experts
independently and responsibly, strengthen local competitive abilities, reform
working life and create innovations (Ministry of Education and Culture 2013).

In addition to the management of the organisation, work culture is shaped by
teachers and groups of teachers as well as project staff and external customers.
When staff participate in several projects and working groups, duties and roles
are changing constantly, and it is not always easy to define responsibilities. This
may cause uncertainties related to concepts, working methods and the division
of work. Teachers are required to have new types of expertise and an ability
to adjust. (Maki 2012, 46.) The change does not necessarily take place at the
same time and in a similar manner for all employees. Some teachers will focus
more on development and project competence, while others will feel more at
home in teaching and the traditional identity of a teacher.

At the level of an educational organisation, the challenge may lie in the fact
that some teachers — particularly those with a high level of experience —
identify strongly with teaching work. In addition, a major change may cause
opposition. (Miki 2012, 46.) The crossing of professional territories may
feel threatening, and new or surprising development needs may arise during
the work. When collaborating, the nature of the work includes the adoption
of new attitudes and working methods, and teachers are required to modify
and process their core competencies. Members of a group must know how
to contribute to the group’s competence while honing their own competence
and expertise. (Isoherranen 2005, 138.) In other words, traditional teaching
work related to a specific field will no longer be sufficient as the content of the
work of a teacher at a university of applied sciences. Working in a group with
representatives of other professions as well as shared development work across
fields and the related content are becoming key to the work and competence
of a teacher.
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CO-OPERATION INTHE PLANNING AND LAUNCH STAGES
OF THE MIMO PROJECT

Multiprofessional work requires the identification and creation of common
goals, trust and activities among the operators (Pirnd 2012, 50). Building
trust can be a process that develops and becomes deeper with time and with
experiences of inclusion and a sense of togetherness. However, trust can also
be built over a short period of time. According to Katariina Pirni (2012, 150—
151), this requires a common aspiration and inspiration to co-operate as well
as the identification of the need and benefits of co-operation and an ability
to see multiprofessional work as an additional resource. To make progress in
multiprofessional work, the competence and expertise of each member of the
group must be communicated clearly at the beginning of the work, along with
the purpose of the group (Isoherranen 2005, 114).

The MIMO project has created co-operation particularly between
organisations working with young people, higher education institutions
and schools in order to develop multiprofessional teamwork, among other
aspects (Krappe et al. 2012, 5). A multiprofessional approach to work has
been developed using a problem-based working method. This has taken
place in brainstorming workshops for representatives of various fields as well
as multiprofessional teamwork (MPT) involving professionals from a variety
of fields. In MPT, the purpose has been to define key concepts and operating
methods related to the instruction of young people and art-based work.
(Leino 2012, 7.) Generally, one of the starting points for multiprofessional
work is the identification of the needs of the target group. Each member of
a multiprofessional team seeks to define their professional competence as
accurately as possible in relation to the chosen target group (Isoherranen
2005, 14). In the MIMO project, the common development targets have
been communal learning related to the instruction of young people and
practices related to learning.

The project can also be seen as representing expansive learning between
organisations that includes re-evaluating operations and rebuilding operating
models. In other words, the participants will learn something that does
not yet exist. Learning of this type takes place through dialogue in cycles
and also includes conflicts (Engestrom 2004, 59-62). During the MIMO
project, learning has taken place in several ways in different stages of the
project, at the level of both individual teachers and groups. Challenges in
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multiprofessional co-operation include issues related to the development
of co-operation processes and the difhiculty of finding common time for
planning. According to Irmeli Leino (2012, 15), the structures supporting
collaboration within the MIMO project included regular meetings of
working groups, information and communication practices as well as the
utilisation of the document management and collaboration workspace. In
addition, the prerequisites for multiprofessional co-operation include the
identification of the expertise and competence of each operator and the
setting of common goals that are based on the target group. The purpose is
to find common operating models that are permanent and can be used in
multiprofessional work with young people in the future.

At the time of writing this article (autumn 2013), participants of the MIMO
project have already had an opportunity to evaluate, based on their experiences,
the achievement of the project goals as well as the level of success achieved
in multiprofessional co-operation and collaboration between organisations.
With regard to multiprofessional work, we carried out an email survey among
teachers who played a key role in the planning and launch of the MIMO
project. We received a total of 12 responses. The questions were related to the
formation of goals in the planning stage, the teachers’ roles in the project, the
organisational work and the evaluation of co-operation and multiprofessional
co-operation between universities during the project (Appendix 1). The project
has now continued for nearly three years, and we have valuable experiences of
what aspects should be taken into account in similar operations that combine

teaching with RDI work.

Respondents at TUAS reported the following goals for the planning stage of
the project: the creation of national and international co-operation networks,
the completion of a major funding application process, the securing of
external funding, the development of a multiprofessional approach, the
development of co-operation across sectors and the development of art-based
working methods. When planning the project, young people at risk of social
exclusion were selected as the target group. In addition, the goals included
the development of the content of teaching. The survey was submitted to a
small group of project participants, for which reason the quotes below do not
include any information that would make the respondents identifiable.

To begin with, there were differing views on how the content developed in the
project could be seen as part of permanent operations at TUAS:
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The subject matter and its processing were largely based on the interests of
the partners selected for the project. At the Arts Academy, the integration of
project work into teaching was a starting point in isself. However, at the
beginning of the application phase, the project group did not have a clear
idea of how it should be implemented.

All views were welcomed in order to bring diversity and enrich the project.
Interfaces for co-operation were also sought and identified, but it was
difficult to see what the collaboration would include in practice.

Topical development themes — such as young people at risk of social exclusion,
art-based methods and multiprofessional co-operation — were the clear
guidelines in planning, but the perspective of teaching was overlooked to
some degree at the beginning.

(TUAS, email survey, 7 November 2012)

In hindsight, respondents would have liked to see degree programme managers
participate more actively in the planning stage of the project. In addition, they
felt that it would have been beneficial to discuss with other teachers how the
content of the project was related to their work. However, the respondents
also felt that, in the planning stage, they had learned valuable ways to integrate
project work into teaching. On the scale of the Arts Academy and TUAS as a
whole, the MIMO project was a major project, and its organisation involved
many new aspects (TUAS, email survey, 7 November 2012).

According to respondents at Humak, significant aspects included the creation
of a co-operation network and an opportunity to participate in a major
international project, practically unprecedented at Humak. The project also
aimed at the overall development of the field of youth work by providing
students with new types of art-based methods. The inclusion of a youth work
approach in the project and the highlighting of the youth work profession
were important, as were the experiences gained of multiprofessional work.
(Humak, email surveys, 1 November 2012 and 25 January 2013.)

The goal was to lower the boundaries between art and youth work, so that
the related methods and our expertise in youth work could be used ro create
new models for the social empowerment of young people. (Humak, email
survey, 1 November 2012)
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Representatives of the degree programmes in cultural management and civic
activities and youth work at Humak participated in the planning stage. The
youth work project planner played a key role in the planning of the project.
The project planner reported to the director of education on the progress
of the planning work. The role of the Nurmijirvi campus of Humak was
emphasised in the project plan, because it is the campus closest to Turku that
offers education in youth work. In terms of successtul project planning, the
respondents thought it is important to reach a mutual understanding of what
each party could bring to the project and learn from the project. This was also
seen to be key in terms of making staff commit to the project. (Humak, email
surveys, 1 November 2012 and 25 January 2013.)

The division of work and areas of responsibility should also be clear. This
is also related to making staff commit to the project and having each
organisation use the same employees throughout the project, so that those
involved in the project will be able to keep up with its progress. (Humak,
email survey, 25 January 2013)

According to the respondents at Humak, the planning stage was clearly
executor-oriented. Although the beneficiaries — students and young people in
general — were also taken into account, their role and the effects of the project
on them were given less attention.

THE INTEGRATION OF RDI OPERATIONS INTO TEACHING IN
THE MIMO PROJECT

At TUAS, project work was integrated into teachers’ work in collaboration with
degree programme managers, RDI managers, teaching staff and the project
manager. In the early stages of the project, the inclusion of working hours
and the related content in teaching staff’s working time plans was primarily
made on an annual basis, partly because of the workload management system
already in use. The inclusion of prearranged content in teaching schedules was
not always seamless, because not all of the teachers involved in the project
participated in project planning or because the inclusion of project work in
teaching was new to them. Many changes of personnel took place during the
project, which must have slowed the progress of agreed and planned elements.
In addition, the content and implementation plans of many of the courses
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included in the project were not originally designed with project work in
mind. This required teachers to modify course content and implementation
plans, which added to the planning time needed for each course. Decisions on
new ways to implement courses were made very quickly at times, particularly
in the early stages of the project.

At the beginning of the MIMO project, the training of teaching staff on project
work was not systematic at TUAS. The overall planning and understanding of the
integration of project work into teaching and other aspects of project work varied
between degree programmes depending on the competence and motivation level
of teachers. The understanding of the nature and scope of project work and its
inclusion in teaching increased as the MIMO project progressed. This again
highlights the significance of systematic planning. Many employees developed
content to meet the project goals over a short period of time, which increased
their workload. The amount of planning work increased as well, which had not
necessarily been taken into account or resourced appropriately in advance or
could no longer be included in the working time plan. However, the participants
gradually became familiar with the operating method:

...in spite of the difficulties in the early stages [...] some teachers have clearly
adopted a new approach to integrating project work into teaching. (TUAS,
email survey, 7 November 2012)

Because teachers had the highest level of familiarity with the courses and their
potential, they made the decisions about integrating project work into teaching
in collaboration with degree programme managers and the project manager.
When combining project work with teaching, the degree programme manager
played a key role in decision-making in terms of the role of the teacher and the
division of work between the entire degree programme staff as well as finances.
In addition to teaching and counselling, teachers’ work in the project included
working with the target group, working as part of multiprofessional teams,
writing and editing articles, organising and participating in project seminars
and carrying out administrative duties.

At Humak, beginning at the planning stage, the integration of project work into
teaching was carried out with the course selection of the Nurmijirvi campus
in mind. At first, no detailed decisions were made about in which courses the
project would be included. The project involved a project coordinator working
in Turku and a lecturer responsible for the teaching of the adult student group

in Turku. At the beginning of the project, Humak had a separate group of
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adults studying to become community educators in Turku. However, it was
not possible to include this group in the project because of the individual
educational paths of adult students, among other reasons.

At Humak, the planning of teachers’ working time largely took place at the
level of the campus. To a great extent, lecturers and the regional coordinator
monitoring the implementation of work management were able to decide
independently on how and when project work related to the goals for the
academic year would be carried out. The plans were made within the
workplace community in collaboration with the RDI manager. The working
time plans were approved by the director of education (Humak, email survey,
1 November 2012). In other words, the working time planning was a long
process that involved many stages, and it was not possible to take any needs
for changes into account very well.

Tight working time plans were seen as a challenge at Humak: the plans for
the academic year 2010-2011 had been finalised in the autumn of 2010. In
terms of project implementation, geographic challenges also needed to be
considered. The transportation of student groups was regarded as difficult,
and it was not always easy for lecturers to move between locations because
of other teaching responsibilities and counselling work. The MIMO project
coordinator at Humak — whose tasks included ensuring that the perspective and
participation opportunities of Humak are taken into account — did not start
working until the beginning of March 2011. At the time, TUAS had already
made many decisions on the integration of project work into teaching, among
other aspects, and Humak was not able to keep up for practical reasons. The
project coordinator stayed away from work after a month, and the new project
coordinator did not start working until the autumn of 2011, when Humak had
to start its project participation practically from the beginning in some respects
(Humak, email surveys, 1 November 2012 and 25 January 2013). At the time,
most of the working time plans for the academic year 2011-2012 were already
near completion, and it was no longer possible to include a sufficient amount of
working hours for the implementation of the MIMO project.

The project was linked with teaching to a relatively high degree, but this
could have been done more systematically. Courses suitable for the inclusion
of project work in teaching have been created, and students have participated
in seminars and other activities. (Humak, email survey, 25 January 2013)
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In the early stages, the thin organisational structure of Humak clearly made
it more difficult for the university to join the project. Management and
operational steering could have been stronger, particularly in terms of staff
commitment and the division of duties. Had the project manager at TUAS
had a broader authority to operate beyond organisational boundaries, it might
have been possible to better respond to the challenges at Humak. The project
steering group could also have assumed a stronger role in this respect.

EXPERIENCES OF MULTIPROFESSIONAL CO-OPERATION

The survey also examined the level of success achieved in the integration of
project work into teaching in multiprofessional studies. In hindsight, the
aspects regarded as significant at TUAS included defining multiprofessional
work:

The areas of competence should be communicated more clearly and put into
words at the beginning of the co-operation, so that the parties know what
they can expect from one another and how to benefit from their experience.

An external facilitator would have been important in this process, or
attention should have been paid in the project planning stage to making
the work of this group of experts possible. Time was wasted on trying to
understand what the purpose was and why.

(TUAS, email survey, 7 November 2012)

The level of commitment among teaching staff varied, and a mutual
understanding of development was not always reached:

The views of many people on the multiprofessional approach have changed
and developed, but it proved impossible for some to break the boundaries of
their expertise. Not everyone is capable of thinking about the common good,

and some take much smaller steps than others.

For the most part, though, the project was successful. The difficulties were
related to finding a common goal for some co-operation events.

(TUAS, email survey, 7 November 2012)
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The responses emphasise that successful teamwork requires of the participants
an ability to break boundaries and accept different opinions as well as the will
and competence to work through conflicts. However, considerable progress
was made in multiprofessional work during the MIMO project, and common
expertise as well as operating and teaching methods that are close to becoming
established, have been developed within the project.

In my opinion, it was not until this project that multiprofessional teaching
was truly launched.

[ feel that the development work has been successful for the most part.
New co-operation has been created, some of which will probably continue
even after the project funding has expired. The views of many people on
the multiprofessional approach have changed and developed, but it proved
impossible for some to break the boundaries of their expertise. For some,
the changes have taken place slowly... There have been several structural
challenges, and the organisation and coordination of teaching have required
much more resources than was originally expected.

Students and teachers in various fields have learnt to know one another and
learnt about other professional fields. These experiences have also made it
possible to define what types of challenges are related to the multiprofessional
approach and its teaching.

(TUAS, email survey, 7 November 2012)

One way or another, something has changed in the mind and expertise of each

participant. In other words, MIMO has succeeded in breaking conventions,
presenting new and different methods and events in the traditional comfort
zone. People have had no choice but to rethink certain aspects, which I guess
was the goal... I'm sure this project has had an influence on everyone.

(TUAS, email survey, 9 February 2013)

At Humak, a multiprofessional approach has been integral to the curriculum
and the professional competence of community educators even before
the project (Humak University of Applied Sciences 2009, 33-34), so
multiprofessional co-operation within the MIMO project was a natural
addition to the educational offering. According to the respondents, the
collaboration of teachers and students with experts in other fields has been

56 Reports from Turku University of Applied Sciences 175



fruitful. The different approaches to co-operation have forced them to critically
examine their own ways of working. Humak participated in a limited number
of MIMO project functions and considered multiprofessional study module
Art-Based Methods II and international student meeting Summer Summit II
to be the most successful in terms of implementation. In addition, the training
in the digital storytelling method provided by a teacher of TUAS for Humak
students was regarded as beneficial for the promotion of the multiprofessional
approach (Humak, email survey, 25 January 2013).

Multiprofessional teamwork has enabled us to better realise how far apart we
sometimes are from each other’s worlds. More understanding and acceptance
are needed.

In my opinion, I have broken boundaries bravely on my part.

Teachers and students were required to collaborate with experts in other
fields. This provided them with many different ways of looking ar and
approaching the same things, also forcing them to critically examine their
own methods and approaches.

(Humak, email survey, 25 January 2013)

The matching of schedules proved to be a major challenge when integrating
multiprofessional educational content related to the MIMO project into
curriculum-based studies. Students have different schedules in different
degree programmes, and it was difficult to find common time for teaching.
In addition, the concept of multiprofessionalism is understood differently by
different parties. This has caused conflicts, but every effort was made to resolve
them constructively. From the perspective of multiprofessional work, co-
operation between different fields of specialisation, faculties and universities
of applied sciences seems to have been most successful in new study modules
involving specific courses and groups developed in the project.

Different study schedules as well as travelling made it more difficult for Humak
students to attend multiprofessional teaching in Turku. Humak responded to
the challenge by organising online courses. They attracted relatively low numbers
of participants, even though the numbers increased as the project progressed.
Multiprofessional education offered by TUAS and Humak could have been
marketed more effectively to students (Humak, email survey, 1 November
2012). The organisations use different electronic working environments,
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which presented challenges in working and studying. The adoption of a
common document management and collaboration workspace as a tool was

also challenging. The difference in size between the two organisations as well
as their different operational cultures enriched the project, but also proved
challenging in terms of project progress. Their different bases of experiences

and resources for project work added a distinct tone to the project.

Project expertise, the organisation of project work and the resourcing of
working time were at a highly advanced level at TUAS, as was the integration
of the project into teaching. Humak is less centrally managed, and people
have more freedom to operate independently, which sometimes caused them
to forget their commitment to common goals. Students were probably most
committed to the project and succeeded best in breaking boundaries.

Rigid structures caused considerable difficulty in the implementation of the
project. On the other hand, successful implementation ultimately depends on
a strong common will and the visibility of opportunities in different places.
All ro0 often, people get stuck in old ways of thinking and implementation.

Much has been dependent on a genuine desire to overcome obstacles and the
courage to inform external stakeholders about the project. Communication
could have focused much more on interaction between organisations.
Individuals and individual solutions were often highly successful and
able to respond rapidly, but finding solutions to major problems was more
complicated.

(Humak, email surveys, 1 November 2012 and 25 January 2013)

The responses also show a need for the systematic definition of common

terminology. At the beginning of co-operation, it is sometimes too easy for the

parties to think that they are talking about the same things, even though they
have done things differently in practice.
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Different types of organisations have contributed different approaches and
models, for which reason multilevel work with multiple methods would have
required different types of competence and organisation of work. Human
resource management would have been important in this respect. Project
management focused on good project administration rather than human
resource management.
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Planning together is important, so that everyone shares the same vision of
this extensive project. It is particularly important for different organisations
to find a shared view. In addition, it is essential that those who participated
in the planning also participate in the implementation, so that ideas are not
lost along the way.

We have built bridges with our partners, often to the point of frustration,
because of different operational cultures. After all, we will continue ro
collaborate with them after the project. However, for the MIMO project, the
MOST IMPORTANT perspective is that we succeeded in creating positive
changes related to our target group: young people, our students and everyone
who attended and witnessed the many events organised within the MIMO
project... in the front line when the encounters took place.

(TUAS, email survey, 9 February 2013)

Co-operation between operators from various fields, professions and cultures
inevitably presents issues that are difficult to plan or predict. Even though
common goals have been defined, views and interpretations of the goals may
differ. Promoting commitment and adopting tools that enable all parties to
speak the same language is challenging in such situations. The survey responses
indicate that distances and different operating methods presented problems
in defining and planning joint operations, but the results or the work with
the target group and events related to the project were often rewarding, and
project goals found a concrete expression in these contexts.

During the project, the universities of applied sciences in Finland were subjected
to strict cost-saving goals. Naturally, this has had an effect on their financial
and operational situations. These changes and the employee co-operation
negotiations at Humak affected staff motivation in the MIMO project.

THOUGHTS FOR THE FUTURE

The good experiences discussed in this article as well as the examination
of challenges and conflicts will certainly have positive effects on project
operations in both of the universities of applied sciences. Multiprofessional
work was new and challenging to many employees. Judging from the responses,
multiprofessional teamwork and co-operation projects in various fields of
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education have increased the understanding of the nature of multiprofessional
work. In addition, the work carried out with students — such as the Art-Based
Methods study modules and various courses that promoted dialogue between
students and teachers — are results of good co-operation. Teachers felt that they
had an opportunity to work in new ways and learn a great deal from successful
as well as challenging courses.

The survey responses emphasise the significance of common goals and
division of work in the planning stage between the organisations as well as in
smaller working groups within the organisations. Sufficient knowledge of the
operational culture and structures of the other organisation and motivation
for co-operation are necessary for successful joint operations. Could such
competence and support for the changing role of the teacher be strengthened
through common training or structured processes of familiarisation, for
example? Strong expertise in the construction of multiprofessional co-
operation and the related patterns is important when bringing various
operators together.

Changing duties require flexibility and an ability to rethink the goals of work
of all teachers participating in project work. Teachers should have an ability
to see their competence beyond the substance of their field of profession.
Multidisciplinary teamwork and identifying their expertise as part of project
and development work are important skills for teachers. Of the management of
universities, this requires the systematic development of the changing role of the
teacher and its inclusion in human resource management. A multiprofessional
approach to work is not only about coordinating co-operation, but also about
tools related to competence management. The clarification of roles in groups
and the identification of expertise and competence are key to multiprofessional
project work. Judging from the survey responses, getting to know the other
participants and gaining mutual trust in the planning stage are important in
terms of committing to the project later. In addition, group building after
personnel changes is a challenge.

RDI projects have been managed and staff have been trained in different ways
at universities. At the launch of the MIMO project, RDI operations were
one of the strategic functions of universities of applied sciences, but there is
considerable variation between communities and individuals in how this basic
function has been integrated into the organisation, the role of the teacher or the
everyday life of a student. For this reason, it may be discovered in joint projects
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between universities that the organisations have different ways of working and
implicit notions of what project work means as part of the role of the teacher.
The changing work of a teacher at a university of applied sciences and the
challenges related to this change are clearly evident in this respect. In addition
to the strategic duties of universities of applied sciences, financial issues will
increasingly affect the integration of RDI work into teaching. For this reason,
their combination must increasingly be taken into account in project planning
as well as curriculum work.

Experiences gained in the MIMO project indicate that the changing role of
the teacher and co-operation between organisations present challenges, but are
also highly rewarding. Both TUAS and Humak see the MIMO project as an
important trailblazer in shaping the future of teaching and RDI operations.

It has been rewarding to see development, inspiration and engagement as
well as the building of trust in spite of differences between people, even
considerable ones. Many have made great efforts to make things happen.

(TUAS, email survey, 7 November 2012)
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APPENDIX 1.

Email survey
| Planning of the MIMO project:
What was your role in the planning stage of the project?

In your opinion, what were the goals of the project in your organisation?

In your opinion, from what perspective was the project planned (such as
content, the integration of project work into teaching and the development
and increase of subject matter, teaching and competence)?

How were the tasks related to the project divided? Who made the decisions?
How were the decisions made?

In what way did the teaching staff in your organisation participate in the
planning of the project?

Based on this experience, what do you think is essential in project planning?

What did you learn about project planning?

2. Implementation:

In what way was the link between project planning and implementation
ensured / executed (for example, by ensuring that same people participate in

both stages)?

How was the project linked to teaching? What was the level of success in
creating this link in your organisation / degree programme?

Who made the decisions about integrating the project into teaching in your
organisation? At which point of the academic year were these decisions made?

3. Multiprofessional co-operation:

How did the project support multiprofessional teaching?

Did the project succeed in the development of multi-professional teaching and
co-operation? In which respects? Please also share any problems.
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How well did employees in your organisation succeed in breaking boundaries
between professional fields and organisational cultures?

4. Co-operation inside and between organisations:

TUAS and Humak have their own guidelines on RDI operations. How well
did these guidelines interact during the project?

Were there considerable differences in responsibilities and schedules that
hindered project progress?

Were the organisations flexible enough to make quick decisions, for example?
Why were they or why were they not?

Were you able to respond to problems rapidly? How?

Is there anything else you would like to share about the content mentioned
above?
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THE MIMO PROJECT AS

A MULTIPROFESSIONAL
LEARNING ENVIRONMENT
FROM THE PERSPECTIVE OF
EDUCATIONAL DEVELOPMENT






Liisa-Maria Lilja-Viherlampi
MIMO Steering Group member, Arts Academy of the Turku University of Applied
Sciences

Multiprofessional co-operation is topical, very much so. Notions of working
life are changing in practically every field: old operating methods and models
are no longer sufficient, but challenged by various factors and phenomena
in society, some of which are severe. It seems to me that particularly the
health care and well-being sectors are undergoing a transition towards a more
comprehensive approach to customers — even towards a more holistic idea of
man. For example, the aspect of rehabilitation, and not merely treatment, is
more and more included in all work in the health sector.

Cultural well-being is a new, strong concept that has many levels: on the
one hand, it refers to culture as a value in itself, as part of humanity, and to
everyone’s right to participate in culture regardless of age, life situation, state
of health and other similar factors. On the other hand, it refers to instrumental
meanings carried by culture through which culture and art promote well-being
by providing people with tools that enable them to express themselves and be
heard and seen.

The building and implementation of multiprofessional co-operation involves
encountering boundaries and even walls. We must have the courage to identify
and acknowledge these and then set out to find the way to encounters. Dialogue
cannot be created by forcing or even by wishing hard. It requires sufficient
time to familiarise with another, otherness and different types of discourse and
to respect them and create communication, a common language.

The MIMO project has succeeded in questioning these boundaries and breaking
them and even breaking down walls in places. Moving in the right direction
has been essential. A large number of experiences have been gained, and each
experience can be a significant learning opportunity if we have the will and
courage to see what it offers. To be successful, multiprofessional co-operation
between the cultural, social services and health care sectors requires that the
competencies of multiprofessionalism be defined, both as shared competencies
and from the perspective of each sector. Educational organisations play a key
role in building systematic and comprehensive education and new types of
career paths that produce the required expertise for the needs of working life.
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TUAS STUDENTS LEARNING
ART-BASED METHODS IN A
MULTIPROFESSIONAL LEARNING
ENVIRONMENT

Outi Arvola & Terttu Parkkinen

ABSTRACT

In this article, we describe the 10-credit Art-Based Methods (ABM) study
module developed in the MIMO project and executed three times during
the project. We compiled the material for the article in 2011-2013 by
interviewing students who participated in the ABM education after the end
of each study module. The study module was completed by 50 students, 33
of whom participated in the group interviews. In the article, we describe the
structure of the ABM training as well as students’ learning experiences with
regard to multiprofessionalism and the application of art when working with
young people. As a result, it can be stated that the contribution of the ABM
study module to the development of education and training was significant.
We formed multiprofessional teacher and student groups and were able to
lower the barriers between different faculties and degree programmes. We
combined RDI activities, teaching and working life in a manner that increased
the teaching capabilities of the personnel participating in the project as well
as the professional competence of the students for guiding and supporting
young people with art-based methods. Both teachers and students learned
multiprofessional skills and gained insight into the opportunities offered by
multiprofessionalism.
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LEARNING MULTIPROFESSIONALISM IN AWORKING LIFE
ORIENTED LEARNING CONTEXT

The MIMO projectisan example of working life oriented research, development
and innovation (RDI) activity that has influenced the development of teaching
and the creation of a multidisciplinary education model at Turku University
of Applied Sciences. The underlying factors include the desire of Turku
University of Applied Sciences to develop teaching with a multidisciplinary
approach and the need to build new types of learning environments and to
engage in more extensive co-operation across faculty and degree programme
boundaries. The MIMO project has genuinely supported the need to reform
teaching and multidisciplinary work and also helped in the development of the
professional skills and professional image needed in working life by students of
universities of applied sciences. In the project, we have successfully combined
the professional competencies in the fields of well-being, health care, art and
culture within Turku University of Applied Sciences. Furthermore, we have
increased co-operation among higher education institutions both nationally
and internationally by developing teaching together with Humak University
of Applied Sciences and University of Tartu Viljandi Culture Academy.

In the operating environments of future working life, adaptability and
multiprofessional working skills are part of an employee’s basic skill set, and
the ensuring of one’s own competence requires constant self-development.
Teaching and education that is based on the concept of constructivist learning
emphasises the learner’s active role in processing and interpreting information.
Learning is the ability to reflect and the attachment of personal meaning
to different matters and phenomena. The linking of learning and teaching
with practical working life situations and the development of a student’s
metacognitive skills is considered important. (Penttild et al. 2009, 19; Kelo et
al. 2012, 9.)

The execution of the statutory duties of universities of applied sciences and the
adaptation to changes in structural and funding models require universities
of applied sciences to co-operate more closely with working life. With new
operating models, teaching and the role of teachers undergo a transformation,
and in students’ opinion, there is clearly demand for this transformation, too
(Toytdri 2013). The operations of an educational organisation is modified
by linking teaching and RDI activities more closely together, which enables
students to learn more often in authentic learning contexts in working life
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(Kelo et al. 2012, 13). Working life oriented learning supports learning of
new skills and information as the needs of working life change. Working
life orientation refers to various methods based on co-operation between
education and working life that improve the opportunities of graduating
students to find employment and ensure that education corresponds with the
future needs of working life in the best possible manner (see Tynjild et al.
2004, 6-7; Salonen 2010, 16). The working life oriented approach emphasises
that it is the duty of education and training to review current working life
operating models even critically and to develop and transform them actively
(Salonen 2010, 16). Working life oriented learning can also be structured
with the aid of innovation pedagogy implemented at Turku University of
Applied Sciences. Innovation pedagogy combines learning and the generation
and application of new knowledge. Learning and teaching are viewed from a
working life based perspective with an emphasis on research and development
expertise. According to Juha Kettunen (2009), Rector of Turku University of
Applied Sciences, innovation pedagogy can be defined as an operating model
that is based on the concept of sociocultural learning and that supports the
operations of universities of applied sciences as part of regional competence
networks. Applied research and development activities are linked with
multidisciplinary teaching and they support regional development and the
generation of innovations in working life. According to Penttili et al. (2009,
11), elements of innovation pedagogy include innovative teaching and learning
methods, the surrounding working life and innovations that may be related to
products, services, processes or teaching methods. Innovation pedagogy aims
at launching a cycle of continuous development the parts of which are in active
mutual interaction

In its report and development guidelines, an expert group of the European
Commission emphasises closer integration of teaching with working life. In the
future, Europe needs more flexible practices for co-operation between employees
and educational organisations. Such practices may include, for instance, co-
operation across curriculum boundaries and the increase in opportunities for
experiential learning. (New Skills for New Jobs 2010.) Typical features of
current working life include an emphasis on strong professional competence
and an increasing need for cross-sectoral working. As concepts, professions and
multiprofessional co-operation are closely interlinked: multiprofessional co-
operation is part of the development process of professions. In this process, the
tasks of occupational professions change and the significance of competence
and applied knowledge increases. Traditionally, strong subject-matter expertise
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and commitment to the organisation’s values and norms have been considered
important. As network-like organisations become more common, wide-

ranging expertise, multipotentiality and flexibility have emerged as significant
skills. (Pirnid 2012, 40—48.)

The education and training of new professionals emphasises versatile interaction
skills needed in working life, the ability to adapt to changes and skills required
for handling problems arising in co-operative situations. In the modern way
of working, strong professional core competence is no longer enough but the
crucial factor is the ability to integrate it into the whole and to apply it in co-
operative situations and in a changing operating environment. (Uhmavaara et
al. 2005, 7.) The expert group that prepared the “New Skills for New Jobs”
(2010) report for the European Commission emphasises that in addition to
traditional qualifications, one needs transversal skills, such as learning to learn,
reflection skills, digital competence, interaction skills and cultural awareness.

In collaborative learning related to the crossing of boundaries, there are two key
concepts: shared understanding and shared reality. These concepts can be used
in modelling situations in which common learning occurs. The foundation
for working is the definition of common targets. In development situations,
the working group members can share their ideas, which obligates everyone
to review their own knowledge. Ideas expressed aloud by others challenge the
members to review the theme being developed critically together. (Leinonen et
al. 2006, 141-144.) Situations in which the members of the work community
have a genuine opportunity to participate and be heard often yield good
learning results. Inclusion in dialogue is a key factor in learning. (Toiviainen
& Hinninen 2006, 16-21.)

The core competencies of each profession are proven in multiprofessional
working. Encounters between professions create situations in which different
professional groups get the opportunity to absorb influences or information
foundation from one another. When multiprofessional teamwork is consciously
developed, it opens an opportunity to build new, shared knowledge and
practices. The advantages yielded by multiprofessional teamwork must be
perceived from the point of view of the customer’s best interests, not from the
point of view of protecting one’s own profession; this requires trust. Katariina
Pirnd (2012, 40, 216), PhD (Soc.Sc.), states that multiprofessional teamwork
demands a will to co-operate, identification of a customer-oriented need for co-
operation, crossing of professional boundaries and joint building of expertise.
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The definition of targets is a process that continues throughout the working
period. Joint planning, execution and assessment provide the structure for co-
operation, and training sessions offer opportunities to deepen professional
competence.

DESCRIPTION OF THE ABM TRAINING DEVELOPMENT
PROCESS

In the MIMO project, we carried out three Art-Based Methods (ABM) study
modules (hereinafter “ABM training”) in 2011-2013. The ABM training
was organised for students who were interested in experimenting with and
learning the utilisation of applied art working methods when working with
young people and also in other customer service, as applicable. During contact
lessons, the students were provided with concrete tools for their future work
with young people and learned to apply art in their work. As a part of their
studies, the students guided groups of young people as multiprofessional
teams.

We started the planning of the ABM training in spring 2010 when drafting
the MIMO project plan. After receiving a positive funding decision for the
project in autumn 2010, we began curriculum work with teachers of social
services, dance and theatre. In the early phases of the process, we mapped out
key characteristics of different professions and outlined central themes that
we wanted to include in the ABM training. We chose experiential learning
and practical working as the key methods to be utilised in the training. Our
aim was to increase awareness, trust and dialogue among different professional
groups as well as to provide interfaces for encounters among both personnel
and students. We developed the ABM training according to the principle of
continuous development. After each execution of the training, we assessed the
success of teaching and made necessary adjustments to the content of the next
curriculum. This development process was carried out three times in 2011—
2013. The development process is illustrated in Figure 1.
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CURRICULUM TEACHING, CURRICULUM TEACHING. CURRICULUM TEACHING,
ASSESMENT ASSESMENT ASSESASENT

SPRING 2011 SPAING- SPRING 2012 EPRING- AUTUMN 2012 AUTUMN 2012-
AUTUMN 2011 AUTUMW 2012 SPRING 2013

FIGURE |. ABM training development process.

When drafting the project plan, we already decided to divide the training into
four parts. The first two parts, A and B, focused on the explanation of theoretical
perspectives and activity-based method work. The most essential aim was to
provide the students with information on encountering young people, guiding
groups and methods that they can utilise in group guidance in the experiential
Part C. The practical guidance of a group of young people, i.e. Part C, was
the phase in which multiprofessional working was concretely carried out with
young people and the lessons learned in Parts A and B were applied to practice.
We also offered the students an optional Part D in which they were given
the opportunity to participate in teaching of various degree programmes with
regard to a certain theme. Training was organised for increasing knowledge of
target groups and deepening methodological competence, for instance.

Although the basic structure of the ABM training was identical every time
it was executed, we modified the content according to the needs of each
group. The main differences between executions were in Part A. We built the
theoretical and information foundation in a different manner each time: In the
first execution in 2011-2012, the theoretical and activity-based parts were of
equal extent and included information on young people, their needs and art-
based methods. In the second execution, we expanded the theoretical part due
to the degree programmes from which the students came (inclusion of nurse
and community educator students) and included health promotion and youth
work theory. In the third execution, which consisted of continuing education,
the proportion of art-based methods was more extensive than that of theory in
line with the students” wishes.

The participants in the training were 50 students from different educational
backgrounds: performing arts (dance teacher, drama instructor), artist, social
worker, occupational therapist, nurse and community educator. More detailed
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information on the study modules is compiled in Table 1. The first two ABM
training sessions were aimed at degree students and the third one was offered
as continuing education for well-being and art professionals.

TABLE 1. Summary of the ABM study modules.

ABMI Part &: frewe doyn 18 & pariceming arts B ® Livis College ]
14 March 3011 Part B thies days [dance teacher, thautre] @ Tobos Wocatonal Insorule:
—15 December 2001 | Part C sxecuted 5 ten # socisl worker preparatony oocupstionsl

sktinng of 1.5 bears ® peouparonal therspin eralning, profeidonal sudies

cptionsl studes & Panpic reception centre

[Finnih Red Crods)

ABM I Part A frvi davi 1 & pariorming arti L] & Livis Collmge i
5 March 2013 Part B three days [psoppet theatre) » Turlos Yocatonal Institube:
=5 December 2012 | Purt C: executed i ten ® Hing drti praparitany sccupstional

seions of 1.5 houwrs » social vorker training

eptionsl ibudien & Auree # i childnen's hame

» oLy sdulator

ABMIm Part &: free dayn 16 professionals: B & children'y homae units 51
B October 2002 Part B thies days ® paychalogha # Tulos Unbversty of Appled
I8 May 2013 Part C: executed &5 ten & youth worker Schences
continuing sducatian | ouiend of 15 e » counielor 0 B # Turku Wocatonal Insttute:
optionsl studes children'y ke warkhop sctivithes
# refabiltaton counsellon # youth houses of the Ciey af
& profenional puppet Turku
thealis workei

= arfist
& prafiidonal theatie werker

The scope of Part A, “Theoretical background information on youth, exclusion
and art-based methods”, encompassed five days of full-time studying. During
these days, the students were provided with information on young people
as a customer group and had the opportunity to experiment with art-based
working methods, such as improvisation and visual and physical expression. In
addition, we introduced the targets and activities of the MIMO project to the
students. In Part B of the study module, “The experience of being a member
of an art-based group” the students participated in art-based work in groups
and learned the nature of such work through their own experience. Guidance
of exercises was also experimented with. In Part C, “Group guidance”, the
students worked in multiprofessional teams of 2—3 persons and guided a group
of young people by utilising art-based methods. On average, each of these
groups guided by the students met ten times, each time for approximately
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1.5 hours. Altogether 17 groups of young people were formed during the
three ABM training sessions. A total of 133 young people participated in the
groups; approximately 120 of them (depending on the interpretation) were in
danger of becoming excluded from society. The young people in the groups
were 16-25 years of age. Each multiprofessional student group prepared a
work plan with regard to group guidance and wrote a final report. In addition
to the three parts (A—C) that were common to all students, the students could
freely choose other available MIMO studies (Part D), such as MIMO project
seminars, Summer Summit camps in Estonia and Finland, drama and physical
expression courses, puppet theatre workshops, digital storytelling studies,
health promotion courses and online courses in youth work. The structure of
the studies is displayed in Figure 2.

FIGURE 2. 7e structure of the Art-Based Methods study module.
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We collected feedback on the training by interviewing the student groups
that participated in the ABM training sessions. Altogether 50 students were
invited to group interviews but 17 of them could not participate, for various
reasons. The interviews of the students participating in the first ABM training
session (6 groups) were performed in December 2011, those of the students
participating in the second ABM training session (3 groups) in December
2012 and those of the students participating in the third ABM training
session (5 groups) in May 2013. In the third ABM training session, the
students guided seven groups of young people; however, in the interviews,
groups operating within the same organisation were combined into one
group. Consequently, 14 groups, i.e. 33 students, were interviewed. The
interviews were performed at the end of the group guidance phase by the
following MIMO employees of Turku University of Applied Sciences: Anna
Tonteri, Terttu Parkkinen and Outi Arvola.

Group discussion was chosen as the method to be used because a joint discussion
facilitated the achievement of a multiprofessional point of view and because,
as a method, group interview made the reflection of the members’ shared
experiences possible. The interviews were performed at the locations where the
guidance of groups of young people was carried out or at the premises of Turku
University of Applied Sciences. On average, the recorded interviews lasted
1.5 hours. With our interview questions, we looked into what the students
felt they learned at the ABM training, how the training should be developed
in the future and what the students felt they learned about multiprofessional
working.

In a qualitative study, researchers themselves have to actively form their own
analysis and interpretation of the material. The aim of the analysis of qualitative
material is to bring clarity to the material and thus provide new information
on the issue being studied (Eskola & Suoranta 2005, 137). In our study, we
utilised content analysis with which we aimed to summarise the material
without losing any of the information. The starting point for a content analysis
may be the material or theory — in this study, it was the material. According
to Principal Lecturer Jorma Kananen (2008, 94), a content analysis aims to
describe the material verbally and concisely at a general level. The objective
is to produce a clear verbal description of a matter or a phenomenon, which
requires the material to be converted into a new form.
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The processing of the material started with the transcription of the interviews,
which yielded a total of 225 pages of text. We looked for any themes emerging
in the transcribed material and categorised the responses under the theme
or question which we considered them to pertain to. On the basis of this
categorisation, we performed an analysis and recorded the results. As the codes
for the quotations from the interviews, we have used the number of each ABM
training session (ABM I, ABM II, ABM III) and the number of the group
interviewed (G1-G7), in order to make it possible to distinguish the responses
of different groups from one another.

STUDENTS” EXPERIENCES OF LEARNING IN A
MULTIPROFESSIONAL ENVIRONMENT

According to the students, the ABM study module of the MIMO project
offered an excellent way to utilise different training and professional skills.
They felt that everyone not only had something to contribute to the group but
also learned new information about group guidance by observing the working
methods of others. Although multiprofessionalism was considered to be the
best asset that the ABM training offered, it was sometimes challenging to work
in a multiprofessional team.

Well, at least that it has confirmed how important multiprofessional work
is, that it is so important that though you feel your own issues are important,
you feel that there are so many important things that you dont know or
remember. (ABM 1, G3)

In a way, I have that kind of feeling that now we heard other groups, too,
that the idea came true. That both learned from each other, but so that it
still felt like an entity to that group member [the member of a group of young
people]. (ABM 111, G2)

The students considered it very important that students from different
professional fields already meet during their studies as later in working life they
work together in the interests of customers. They emphasised the significance
of creating a safe atmosphere in a multiprofessional guiding team. It is part
of an employee’s professional competence to get along with colleagues from
different professional backgrounds and with different points of view.
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So, stupid that we are the TUAS and... sort of like that we should really use
much more those... other fields of study and co-operate and like do so and
Just that in a way think about your own professional identity, that how just

that, that it really comes from sort of reflecting it to others, gives really a lot.
(ABM 1, G3)

The students commented that the background of each student had an impact
on their guidance work. Due to the short period of time that the students
had for learning to know one another, they sometimes had difficulties in
distinguishing which part of the working-related background originated from
professionalism and which part originated from the person’s personality. The
students hoped that multiprofessional guiding teams would be formed at the
beginning of the ABM training so that the team members had time to get
to know one another and one another’s professions well. It was considered
important that the personal chemistry among guiding team members worked
well, although it was understood that in working life one must get along with
everyone.

...that now it was so that though you were in a multiprofessional team
youd hope that you had time to sort of get into synch... but that synch still
needs to be that you can work, but of course not when youre working in
multiprofessional groups, I can’t choose who I work with. Like you need to
get along with everyone. (ABM 11, G2)

...bur one thing was this personal chemistry that could be seen in the
Jeedback, that surely it comes across to the group [of young people] how the
guiding team members... and the group started to become tighter then...
really quickly. (ABM 111, G2)

The competencies of different professions were considered significant. Many
of the student groups felt that before starting multiprofessional working, it
is important to know the competencies of one’s own field of study as well as
the framework from which one views the world. According to many groups,
multiprofessional working is not suitable for first-year students; instead,
students must already have the foundation required for the development of
professional identity.

You think really a lot about what is my role and my professional
[framework, I have really tried to bring that. It surely can be seen if you
sort of compare me and an art professional, for instance, she thinks that
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“So this is the exercise and well, now it’s done” but I start to ask so many
questions, like “What did this feel like?” and “Did you like it?”. (ABM 1,
G5)

Furthermore, the students considered it important to have the skills foradapting
working methods according to the situation and for changing activities on the
basis of the needs of the young people. During the ABM training, the students
themselves participated in art-based teamwork, by many of them felt that the
exercises used in the teamwork were not suitable as such for groups of young
people. Consequently, the students needed to learn to modify exercises for
these groups.

We are professionally at such a stage that we are able to adapt things, we
don’t do everything literally... We come up with ideas, or when you suddenly
realise that activities or tasks don’t go as you thought they would, then you
Just... ok, so lets change it like this. (ABM 1, G4)

Sort of like, or generally so that this is difficult for me to understand, things
that aren’t very concrete, because after all theyre young, their thinking is
perbaps not going at such a level, what makes this difficult... So how this
could be sort of brought more to their level, you know. (ABM 1, G3)

The students considered multiprofessionalism rewarding. It helped them
structure their own professional identity and understand the views and
job content of different fields. According to the students, it was difficult to
determine differences between competencies required in occupational therapy;,
social services and youth work as the methods in these fields were similar in
many aspects. Despite this, differences could also be found. For instance, the
students reported that they had noticed that a student of occupational therapy
approaches issues through activity and its significance and that the strengths
of a social worker or a community educator include organisational skills,
competence related to service systems, pacing and skills related to customer
encounters. The competencies of art students stood out more clearly from
those of representatives of other fields.

However, this multiprofessionalism is like that, because in my opinion, it
[Jeels like there are so few of those in the core studies, to really find out what,
which field’s professionals you are and how do you look at things and so on.
(ABM I, G4)
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The students of health care and well-being felt that they could draw artistic
understanding from the representatives of arts, and similarly the art students
felt that through multiprofessional working they understood the importance
of encountering the customer and adapting activities better: in art-based
working, the working process may be more important than the outcome.

.1 can say that as for me, T've learned from x, from x5 professional skills
and from these methods that x uses, and they have been really interesting
and my opinion was that those discussions were important for me, too, and
that sharing of experiences was also very rewarding for me. How could I say
it somehow specifically what I learned from x, sort of difficult to say clearly
now what that is... Surely ['ve learned a lot and been very satisfied that [ve
taken part in this group. (ABM 111, G2)

The interviews highlighted the importance of dialogue, discussion among
equals and learning from others. When guiding groups of young people, the
students noticed how one thing can be understood in many different ways.
As a result, they considered joint discussion and review of ideas essential. The
students felt it to be important that they had been able to give and receive
feedback on the guidance of groups of young people. Giving and receiving
feedback required them to gain a certain level of trust as well as courage to
give and receive constructive development suggestions. Many thought that
a common target is a prerequisite for successful activities. All groups felt that
they had received new perspectives for guidance of young people from one
another.

And then we have tried... you see, in my opinion, the young people haven’
been told that this here is a youth work professional and here I am... instead
it is like we do this together and weve got a clear pattern here... Its gone
really well... And yeah, I feel that its gone through a sort of dialogue all the
time, that weve been able to plan quite a lot together, too. .. always and you
know, theres been no need to do so. (ABM 111, G5)

It was just like that, different strengths and different abilities, we surely gave
Jeedback to each other, not really a lot, you see, it wasn’t like we continued
discussing or something, but just that there was still that if you forgot to say
something, the other person was there and still gave room... No-one was
offended by feedback, we had such an atmosphere that one could do it well.
(ABM I, G5)
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In multiprofessional teamwork, the guiding team member’s own courage to
let go and join in common activities is important. Many of the interviewees
considered improvisation and application skills essential.

...that you should let go like this, like we make do with what weve got...
that when you have noticed that improvisation worked there. .. just go with
the flow right away, theres no need for a definite structure or plan... after
all, they have lived. .. of course here, too, but partly its that creativity and

being artistic, that you can in that situation catch what would be required
and suitable here. (ABM 1, G3)

The art students sometimes felt that the representatives of other fields were
stiff and not able to let go sufficiently. In their opinion, when you work with
young people, you should sit on the floor or on the table, not by the table as
they felt the students of social services and health care do. The students of
health care and social services felt they are professionally close, whereas they
admired and sometimes wondered at the creativity and different approach of
the representatives of arts.

So, when you are with young people, you dont have arms folded across
your chest, but you are relaxed, you just hang out... you try to be more
open physically, too, not blocking it right away at the first meeting. (ABM
11, G2)

And then again, when there are nurses and me, we are so close to each other
that we are at a personal level and not like hiding behind occupations or
fields of study. Actually, we were there like persons then. Theyre so close, but
then you notice that when you work with x, x is in totally different spheres
than me... I was sometimes there with my mouth open, like I wasn’t able to
think in that way at all, you clearly see that x is a bohemian and I'm not,
that instead I am. .. Like this visual side of things and such, they are torally
out of my reach, you see. (ABM 11, G2)

In the guiding team members opinions, working went well when the
professional boundaries were blurred and when they could guide the group
so that the young people did not think of the guiding team members as
representatives of different professional fields.

I don’t know, during this process you and I have also talked about this
multiprofessionalism, it sort of feels that things have integrated quite well,
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that we are in this together and we have really well taken responsibility so
that it’s not at all like there was a youth worker and an artist but that theres
two people working together. (ABM 111, G1)

In my opinion, its been really fine that even though we have taken those
work roles a bit differently, everyone has taken others into account really
well, in my opinion... I feel that everyone respects each other professional
skills, that theres been no thinking like “What is that all about then?”
(ABM I, G5)

STUDENTS’ LEARNING EXPERIENCES AND DEVELOPING THE
ABM TRAINING

According to the students, the best things about the ABM training were
multiprofessionalism, increased knowledge of art-based methods, the practical
approach, as well as working with young people and, consequently, gaining
better group guidance skills and experience. The degree students in particular
found the above-mentioned matters to be important for their personal
learning, but the participants of continuing education also thought that the
new kind of multiprofessional approach and application of art-based methods
in the guidance of groups of young people were very useful. All groups saw the
study module as a positive learning experience.

The guidance of groups of young people, which was included in the ABM
training, proved to be rather challenging at times, but all groups also
experienced many successful elements. The aim of the MIMO project was to
support young people who are at risk of becoming excluded from society, and
the difficult conditions and special needs of these people require the special
expertise of the leader. The organisation and flawless implementation of
group activities called for dialogue with representatives of the young people’s
background organisations, but scheduling posed some challenges in this
respect. Examples of successful work included well completed exercises, getting
the young participants enthusiastic about the task at hand, and achieving a
good atmosphere in the group.

Many students felt that the desire to participate in the ABM training is proof
of courage and enthusiasm to apply art-based methods in practical work with
customers. The students learned art-based methods and multiprofessional
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co-operation through experience — by doing, experiencing, practising. They
understood that one needs to personally experience a certain exercise or
method before it is possible to apply it to guiding others.

Yeah, doing is important here, and surely also that we have gotten to know
each other, I mean, it would be quite wild to start guiding without having
these activity days first. (ABM 111, G2)

That you knew how it feels to you, like, here too it was important that you

first had the sessions where you were a student... and tried those things and
only after that started guiding others to do them, I mean, otherwise you
couldn’t possibly know how they can feel. (ABM 1, G3)

The students would have liked the ABM training to include more information
about the guidance of young people in practice. Hearing grass roots-level
experiences helped the students understand how groups of young people work.
The students felt that the background studies must include theory to some extent,
but that should also be approached from the practical perspective. Lectures and
PowerPoint presentations were not found to be good teaching methods. Moreover,
the MIMO project was the first activity-based project for many students, and some
of them wished to include information about project work in their future studies.

Yeah but somehow, I don’t know precisely, but something abour what it’s
like to work with young people and what kinds of things, like we have in
our training, what kinds of things they are going through and what kinds of
things have an impact, and what the leader should take into account... Like
quite concrete-level information about how to act... (ABM 1, G5)

But it was interesting, the visit by the youth outreach people, because they
had, they told us examples of how, you know, things can go well or badly
with these young people who are at risk of becoming excluded. (ABM 1, G6)

... I often have those kinds of young people with special needs in my groups,
so I would have liked to have more some kind of a guidance for that, and
that maybe was what I was hoping for. (ABM 111, G2)

Some students saw the exercises conducted during the contact teaching mainly
as exploring the opportunities of various art-based methods. Due to the limited
time available, some methods could only be learned by participating in the
optional studies or independently.
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Some particular exercises... And from what we heard from other groups,
some particular exercises, so yeab... there were things I would have liked
to learn more about, such as writing and photography, those are really
interesting topics. But well, so... it was such a short and small scratch, so you

don’t really know how to use them in your work then. Maybe some kind of
application, yeah... (ABM 111, G2)

Students of health care and well-being felt that they learned a lot about art-
based methods. Some art students would have liked to get more information
about the target group and more background information to support working
with customers, but most of them found it interesting to learn about new art
genres and methods.

It was, like, nice, and you took it, like... well as therapy or, you know, you
got to do dancing and stufff, but then at some point it started to feel a bit,
like, it felt like it was made for the social and health care people, so that
they get tools for their work and they can use these methods, too, and, like,
1 spoke about this with someone, someone from photography, that what are
we getting, like, in return from the social and health care sector. (ABM
111, G4)

The professional artists who participated in the continuing education
thought about the benefits they gained from the multiprofessional art-based
work. The emergence of new work opportunities through the application
of art was an important point for them. Projects such as MIMO create new
working life contacts for artists, and they hoped that this aspect would be
considered in the future, as well. The optional study modules were brought
up as a development target in the ABM training, because different optional
modules were offered in different years of implementation. Furthermore,
the students noted that more attention could be paid to the marketing of
these studies and that the course offering could be further diversified by, for
example, adding contents from the fields of social services and health care or
courses that deepen method skills.

Then again, another possibility, which could, you know, add value somehow
is that we could go through issues like finding work in the field of applied
arts, in general more extensively than... although, on the other hand, it is
of huge value that we go into these places though and probably, you know,
someone can have direct opportunities to find work, then, directly through
these projects, but you know it can’t go like that for everyone... so maybe if
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we would go through the scene of applied arts more extensively, like what
could be the... or the scene of applied arts targeted at young people, like
which directions could be the ones where we could seek jobs in the future.
(ABM 111, G1)

Its what T've been saying that what I missed was that we, us artists, could
have gotten more acquainted with your work tasks and, like, gotten to
understand your world better, cause, you know, it is quite a strange world
Jfor many of us, even though many of us have worked in different places... So
if this is done in the future, there could be an optional course about the social
services and health care. (ABM 111, G2)

The majority of students stated that contents of the type that were featured
in the ABM training had previously been very scarce in their studies. More of
such contents were desired, particularly in the social services and health care
education. Students believe that both method and guidance skills are required
in these sectors.

Like quite clearly the methods or, at least I am like, I want to open the
toolkit where I can put the methods and take them and, like, use them, so
those are clearly needed and here you would have them. (ABM 1, G3)

And one thing I've noticed myself is that if I had thought of some kinds of
exercises and then I noticed, when I saw the youngsters, that you could never

do such a thing with them... not even as a group... (ABM 11, G2)

In the interviews, the students expressed that they were pleased with the
enhancing of their group guidance skills. Apart from group guidance
skills, working with groups of young people also reinforced their abilities
to meet customers and employees with different cultural backgrounds and
experiences. The students felt that they learned from each other in the role
of a group leader and were able to support one another. They stated that they
can utilise these skills in their future professional studies or in working life.
The ABM study module was a good addition to the professional studies in
different fields of study and enabled practical training of the acquired skills.
In particular, the degree students felt that they gained valuable experience of
working in the role of an authority and reinforcement for their professional
identity as leader.

88 Reports from Turku University of Applied Sciences 175



Weve divided the tasks so that everyone guides something, a little according
to our own areas of strength, and who got the idea, of course you guide the
part that you know best. So you didn’t need ro guide things you don’t really
know yourself, because then the guidance would be a bit like... but I think
that the guidance was divided really equally. (ABM 1, G5)

One group’s ABM training lasted approximately eight months, but the first
two groups training was interrupted for summer holiday. Some students
felt that this break had a negative impact on committing to the training,
establishing a team spirit and building a cohesive team. Various art-based
work methods were found to reinforce the team’s internal process and feeling
of togetherness.

At least for me it was that getting to share in the big group, as it was ours...
in the small group, one experience, and then hearing about others’ processes
and the lovely people... at least I think it made me more part of the group.
Like, it was a nice year, I met wonderful people. (ABM 111, G1)

Nearly all interviewed students stated that the ABM training could have
lasted longer and been more intensive. The establishment of dynamics within
student groups and the building of trust and knowledge between members
of multiprofessional counsellor groups would have required more time than
was available in the ABM trainings piloted as part of the MIMO project. On
the other hand, the coordination of schedules even in the current scope of the
training proved to be challenging for both degree students and participants
of the continuing education; many students had other studies or work that
overlapped with the ABM contact teaching or group activities. Mandatory
attendance of the main degree programme’s lessons hindered degree students’
participation in ABM studies.

Almost all student groups valued the aspects of learning from others and sharing
experiences. In the future, when planning training such as the ABM training; it
might be useful to add group meetings between the sessions of guiding groups
of young people. This would enable the students to see more of each other and
exchange experiences during the field work. The students had the opportunity
to read everyone’s reports, but they nevertheless felt that face-to-face interaction
and meetings would be the most useful way to exchange information.
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But [ think that indeed the group building and co-operation development
should have started earlier. [referring to the multiprofessional student teams]
(ABM 111, G1)

Otherwise it was sufficient, the beginning... but, yeah, really you learn so
much by listening to others’ experiences of guiding teams, that the time for
that was too short. Sure, we can see the reports from Optima [referring to the
study platform system] but its a different thing reading... (ABM 111, G2)

I am really pleased, though, but the process should be even longer, clearly.
(ABM 111, G4)

All participants stated that the ABM study module was worth taking. The
further customisation and commercialisation of training such as the ABM
module was supported, and the students also recommended the addition
of similar courses to degree programmes. The professional artists who
participated in continuing education also found the training to be useful
and fruitful.

..this has been quite fruitful. And I have thanked my employer, said

thanks for letting me participate in such a training, so that... yeah, I would
recommend it. (ABM 111, G3)

IN CONCLUSION

Multiprofessional working skills are part of an employee’s basic skill set today
and, particularly in the operating environments of future working life, and
the ensuring of one’s personal competence requires constant self-development
(Penttild et al. 2009, 19; Kelo et al. 2012, 9). Educational organisations should
revamp their operating models to correspond to the requirements of working
life. Turku University of Applied Sciences has determinedly developed its
education provision by modifying the traditional methods of operation and
establishing closer connections between teaching and RDI activities. This
allows students to learn in authentic working life contexts.

The teachers and students involved in the ABM training had the desire to
conduct multiprofessional co-operation and the enthusiasm to adopt new ways
of doing things. We saw the co-operation as an opportunity to support young
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people, and we wanted to apply art-based methods in this work. Based on the
interviews conducted to support the development of this training, we can state
that the “collision” of professionals from the fields of arts, social services and
health care resulted in sharing and exchanging information. Participants of the
ABM training found the experiential learning and practical orientation to be
effective learning methods. The students felt that the ABM training gave them
better facilities to cope in the work with young people and taught them new
art-based methods, which they can apply in their future work.

The foundation for working in the multiprofessional student teams was the
definition of common targets. Defining concrete targets and setting interim
milestones were essential factors. In their groups, the students had to think
about what kinds of skills they would like to build to support their work with
young people and how these skills could be obtained. An important point
for the leaders of the groups was to recognise the diversity of goals, as the
key element in all groups was to get the young customers included in society
and reinforce their life management skills and self-esteem with the help of
art-based methods. The goal was to combine the experiential nature of art
with the observation, identification and modification of the young people’s
mindsets and attitudes. In many groups, the targets were further specified
during the process and achieved in small steps. The selection and application
of methods required constant reflection and adaption. The students worked
in small groups with members representing arts as well as social services,
health care and youth work. The students saw the ABM training group,
as well as the multiprofessional teams within the training programme as
important frameworks for interaction and learning. The students felt that
they gained new knowledge and understanding of the co-operation and
dialogue of people representing different professional backgrounds from
each other. Art students and professional artists were slightly concerned
about teaching professionals from other fields to apply arts, which will not
improve artists’ employment opportunities. However, the MIMO project
does not aim to transfer methods to new fields but to promote working
together, and guiding a group jointly with an artist is totally different from
merely utilising an art-based method.

The groups were able to establish a spirit of mutual trust that promoted
reciprocal sharing and dialogue. Leinonen et al. (2006) point out that in the
best case in development situations, the working group members can share
their ideas, which obligates everyone to review their own knowledge. The new,
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shared knowledge is produced through joint participation. We can state that
the goals of multiprofessional learning were excellently met and dialogue was

successfully established in the ABM training.

The ABM training pilot gave a good foundation for the development
of education. During the three-year pilot period, we combined RDI
activities, teaching and working life in a manner that increased the
teaching capabilities of the personnel participating in the project as well
as the professional competence of the students for guiding and supporting
young people with art-based methods. The teachers learned to create
multiprofessional learning environments and new types of working life-
oriented teaching. The students learned also from each other and saw the
new kinds of opportunities offered by multiprofessionalism, as well as the
importance of dialogue. However, the most important element in all of
this was working together to help the young people by offering them new
insights into themselves and their lives.
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STUDENTS AS PROVIDERS OF
ART-BASED GUIDANCE

Ruut Kaukinen

ABSTRACT

This article is based on a need to examine what types of experiences of guidance
work students participating in the multiprofessional Art-Based Methods (ABM)
study module gained during the project. Three student groups participating in
the ABM II course — a total of eight students from various fields — were used
as research subjects. The members of these multiprofessional student groups
instructed groups of young people using art-based methods.

Recorded interviews — which have been transcribed in part — have been used
as research material. The author of the article did not participate in the
interviews. As a lecturer specialising in issues of inclusion and collaborative
guidance work, the author was particularly interested in examining the
challenges and opportunities that students associate with their guidance work
in this context. Based on the material, it can be stated that the guidance work
was strongly affected by the development of a sense of community in the
group as well as interaction, dialogue, emotions and support for individual
growth.

Key results include students finding the multiprofessional approach to be
significant for guidance work. The groups instructed by the students were
demanding, for which reason the students considered the approach to be
beneficial. Many of the students were new to guidance situations and felt
that they would have benefitted from an opportunity to consult a supervisor,
particularly in their work with challenging groups.

Moving On! 95



MIMO — AN OPERATING ENVIRONMENT FOR THE
APPLICATION OF ART

For me, the MIMO project was a very good experience in terms of
strengthening my professional identity and improving my skills and
knowledge. In addition, the project served as an excellent platform for
multiprofessional work and networking. (Feedback from a participant)

Methodologically, the MIMO project focused on the application of art-
based methods to working with young people. The diversity of the art-based
methods in the project offered the participants interesting opportunities
for growth and learning. In my article, I will examine various perspectives
on guidance work in experiential learning in general and art education in
particular. Art education is not a focus area of the MIMO project, but was
strongly evident in the students” experiences of guidance work and has thus
affected the choice of perspective for this article. By guidance work I mean
choices related to both methods and counselling in the guidance situation.
This article pays special attention to students” experiences of guidance work
in the Art-Based Methods (ABM) study module organised in conjunction
with the MIMO project. Multiprofessional education (10 credits) brings
deeper expertise to art-based work with young people. The training consists
of theory and work with a group of young people. The ABM students who
responded to the survey instructed young people in multiprofessional groups.
Multiprofessional work is essential to the MIMO project and, judging from
this material, to the students as well.

Particularly in conjunction with experiential learning, it is important to pay
attention to choices and ethical issues related to counselling in addition to
guidance methods. Experiential learning is based on traditions of learning,
such as Kurt Lewin’s action research model, John Dewey’s philosophy of
pragmatism in the 1930s, Jean Piaget’s theory of cognitive development
and David Kolbin’s process of experiential learning. (Risinen 2000, 10.)
Philosopher and educator John Dewey (2010) defined his basic questions in
education more than 100 years ago, but his thinking is still current. Inspired
by Dewey, the Learning by Doing method continues to be applied in teaching
that focuses on a holistic approach and action. Action is prioritised, and new
meanings assigned to experiences through success and error are emphasised
in Dewey’s philosophy of education. According to Dewey, an ability to apply
what has been learned to new contexts is essential in learning. Experiential
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learning sees learning as a natural process that is based on human needs, such
as experiences of social interaction, the need to explore and discover, the need
to create and engage in action and the need for artistic activity (Monkkénen
2008, 17). If we think of the need-focused approach described above in the
context of experiential learning, it is clear that the significance of supporting
individual growth is emphasised in guidance work.

The operating methods in the MIMO project are largely experiential, art-
based and communal. For this reason, it is justified to speak of experiential
learning as well as experiential art education in conjunction with the project.

ART AS AN INDIVIDUAL AND GROUP EXPERIENCE

The goals of the MIMO project include applying art in a manner that improves
the participants’ self-knowledge. Its key goals are not related to learning and
education; in my opinion, however, its objectives resemble the general goals of
art education. As Doctor of Arts Marjo Risinen (2009, 13) puts it:

Art means the ability to transform experiences into images that enable
individuals to see things in a new way through interpretation. Even though
the creation of art requires skill, we cannot speak of true art until it involves
cognitive action — that is, observations, emotions and thoughts.

Art education comprises numerous trends. To begin with, it must be defined
what is art and what is not art — in other words, it must be decided how
art is defined. In a pedagogic framework, Professor Inkeri Sava (1993) of the
University of Industrial Arts Helsinki (now Aalto University School of Arts,
Design and Architecture) has defined art as follows:

In artistic-aesthetic learning, the meaning of sensory and emotional
experiences — which are important in themselves — is connected to increased
awareness and understanding as well as qualitative development in relation
to oneself, other people, culture and nature.

Art education researchers and teachers agree on the general objectives of art
education defined by Ken Robinson, which are summarised in an article by
Kanerva (1997, 14-15). According to Robinson, the purpose of education
is to develop the entire sphere of human intellect, creative thinking and
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action as well as sensitivity and the expression of emotions and to encourage
participants to reflect on their life values, help them understand multicultural
differences and changes and develop their skills and abilities to make
observations.

According to Risinen (2009, 48—49), experiential art education is based on
thinking that particularly emphasises the existence of senses, observations and
emotions as well as the cultural dimension of experiences. Furthermore, art,
skills and knowledge create an inseparable whole in arts, crafts and physical
education. In terms of learning, this “holistic concept of learning” places equal
significance on thought and action, and the outcome and the process.

In other words, in experiential learning, knowledge is created through the
participant’s self-knowledge and world of experiences. The participant’s relation
to the self is key and deepens with the process of internalisation, making it
possible to create knowledge and a personal understanding through processes
of interpretation. (Risinen 1993, 13-14.) The significance of pedagogical
methods for the inner growth of an individual has been strongly present in the
pragmatic philosophy of education for decades.

Art as an instrument of self-examination makes it possible to experience that
everyone is entitled to self-realisation. In addition to self-knowledge, social
interaction plays an important role in the creation of knowledge. Social
interaction creates understanding that explains the factors guiding action
(Risinen 2000, 15). Experiential art education stresses the significance of
communality and social interaction and in so doing, deviates and breaks
free from the popular cognitive-constructivist trend in art education. In the
background material for this article, this perspective of experiential learning
is clearly evident as a specific challenge as well as an opportunity in guidance
work.

MULTIDISCIPLINARY GUIDANCE WORK IN ABM TRAINING

Within a multiprofessional framework, the MIMO project aims to increase
understanding between professionals working with young people. This is
reflected in joint study modules organised by the project parties, providing
multidisciplinary student groups with networking and information sharing
opportunities in their fields of specialisation. In the following, I will examine in
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more detail the operating environment of the ABM study module and students’
experiences of working as workshop instructors as part of multidisciplinary co-
operation.

Art-Based Methods study module was organised as part of the MIMO project
to develop in-depth expertise for art-based work with young people. The
leading principles of ABM education include understanding opportunities for
multidisciplinary co-operation and participating in practical guidance work as
part of multidisciplinary co-operation between instructors. This article focuses
on the second ABM study module, where the participants included students
of community education, occupational therapy, health care, social services,
puppet theatre and visual arts.

The theory section of the ABM module was organised in the spring of 2012,
and the students began working as instructors of groups of young people
in September 2012. The students felt that the long summer break between
theoretical studies and practical work presented problems in terms of planning,
organisation and the cohesion of the group of instructors. For this reason,
they suggested that contact teaching be offered in the autumn in future ABM
modules and that the workshops for young people be organised in the spring
as a natural continuation. Based on the feedback, the practical section of the
ABM module offered in the autumn of 2012 was organised in the spring of
2013 as part of an unbroken process.

Three of the workshop groups consisted of young people in need of social
support. Most of their members participated in the workshop as part of their
daily duties in preparatory vocational education groups. The group for young
people within child welfare was voluntary, and the participants and their
number varied greatly. Only a few participants had expressed an interest in
art activities. In other words, from the perspective of the students serving as
instructors, the guidance situations were challenging in terms of motivation.

My article is based on interview material collected by Project Planner Anna
Tonteri and Lecturer Outi Arvola. The students who were interviewed
represented various fields and participated in multiprofessional groups.
Themes strongly evident in the material included the development of a sense
of community in the group as well as interaction, dialogue, emotions and
support for individual growth. These perspectives are also related to the general
goals of increasing social interaction and supporting the growth and emotional
recovery of individuals.
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The approach to group work was largely experiential. Young people were
encouraged to try different arts. Visual arts and puppet theatre were most
frequently used as methods in the workshops. General methods of inclusion
and collaboration were also used to some extent, mainly group building and

feedback tools.

EMOTIONAL COMPETENCE

In the following, I will describe guidance work in a creative process in more
detail and analyse the students’ experiences of guidance work. In arts, learning
processes are seen as cyclical, changing and multilayered. The feelings and
emotions of the learner have a significant effect on the learning experience.
The instructor and the group create a whole that is constantly shaped by
interaction and can be interpreted in many ways. Of the instructor, this type
of work requires flexibility and a readiness to re-evaluate his or her views as the
learning process progresses. The workshops included in the material for this
article were challenging in terms of interaction, and the interviews indicate
that the instructors felt that the process of interaction between them and the
participants was particularly difficult at times.

Professor Anna-Lena @stern (2011, 6), who has carried out research into
drama and theatre in education, uses the concept of an in-between state to
describe the diversity of the creative process, referring to learning experiences
that are created between different arts and made possible by emotions and
thought processes. She specifies that diversity in a creative process is based on
the semiotics and symbolic meanings of different arts and their interpretation
can lead to a broader understanding of meanings. In this context, semiotics is
understood as non-verbal communication, that is, sign systems outside verbal
communication. I agree with Ostern that the management of non-verbal
communication in guiding creative processes is a demanding skill. Awareness
of this dimension is of primary importance in guidance work because of its
significance. Risinen (2009, 48) emphasises that an understanding of the
nature and meanings of non-verbal communication is one of the starting
points of experiential art education, which stresses the significance of the
senses. From the perspective of guidance work, the inclusion of the elements
described above in a creative learning process requires diverse skills related to
guidance methods as well as counselling choices that support learning.
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According to the holistic approach, the emotional life of humans is layered
and includes a physiological, psychological, social and spiritual dimension.
Emotions are significant for learning because of their comprehensive nature.
Emotions regulate, protect and guide the individual. (Saaristo 2011, 76.)
According to Anne-Maria Saaristo (2011, 71-72), who works with children
and young people in need of special support as project planner at Save the
Children Finland, constant change and the hectic nature and diversity of
society have given rise to the concept of an affective turn in the fields of
humanities and social sciences. The concept refers to more emphasis being
given to identifying emotions and taking emotions into account in human
activities.

The interviewed students served as instructors in groups where most of
the participants were in need of special support. Emotional competence is
required of instructors in order for them to recognise the need for support
and provide support. As a concept, emotional competence has its roots in
social pedagogy. According to Britt-Marie Perheentupa (1995, 62), an expert
in social pedagogy, emotional competence consists of emotional expertise,
interactive awareness and experiential learning. She further specifies the
concept by dividing it into five dimensions: emotional awareness, emotional
expertise, awareness of interaction, interaction skills and experiential learning.
In emotional education, an instructor must have a particularly strong self-
image and self-identity in order for the instructor to understand the uniqueness
of another (Ojanen & Lauriala 2005, 88). According to Saaristo (2011, 71),
emotional competence is presently the most significant area of development
for professional educators.

Because the participants in the groups can be defined as young people in need
of special support, working with them requires the instructors to be particularly
sensitive in terms of interpreting expressions of emotions and guiding the
regulation of emotions. The instructors reported that the participants expressed
negative feelings in the early stages when the goals and purpose of the groups
were not clear to the young people. In one of the groups, the instructors
felt frustrated by the young people’s lack of motivation to participate and
their negative attitude towards the work. On the other hand, the interview
material indicates that the instructors had relatively strong expectations of low
motivation to participate on the part of the young people before they started
working with the groups.
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Because the children had negative feelings towards the activities, the goal
was to keep them in the group [...] When someone showed up at the first
meeting, it felt like a victory. (Group 1 = G1)

Huge resources were invested, and then no one shows up. (G3)

Instructors can use art-based methods to guide participants in facing their
emotions and social reality (Heikkinen 2002, 84). Art-based methods offer an
opportunity to process emotional experiences that cannot be processed in the
real world for some reason. This type of work may lead to a situation where
emotions that have not been processed in the real world are targeted at the
instructor. Of the instructor, this requires an ethical ability to read, observe,
receive and store emotions triggered by someone else. (Ojanen & Lauriala
2005, 85, 88.) Because emotions and ethics are intertwined elements of the
relationship between the instructor and the participant in guidance work, it is
justified to speak of ethical sensitivity in this context, paraphrasing Professor
of Education Pdivi Atjonen (2005, 65). The instructors’ concern about their
work with the groups being short-term was evident in the interview material.
They wanted to inform the participants of the short duration at the very
beginning to prevent unrealistic expectations of the continuity of the groups
and the relationship between the instructor and the participants. Some of
the instructors wanted to work with the group for a longer period of time.
This would have given opportunity for the better development of pedagogic
relationships from the viewpoint of both parties.

It like eating a spoonful of chocolate, and then you have none left. (G3)
It felt unfair that we just disappeared. (G1)

In addition, according to the instructors, the adoption of the art-based method
and the related learning require sufficient time.

It was quite difficult to connect with the children, to exchange even a couple
of words. (G1)

It takes at least six months before methods from my field (puppet theatre) can
be introduced. Group building takes time. (G2)
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INTERACTIVE GUIDANCE SITUATION

In the field of speech communication, interaction in guidance work has
been studied particularly from the skill perspective in order to discover how
interaction is manifested in guidance situations, among other issues. What
types of interaction skills facilitate a successful guidance experience? To make
interpretations of interaction in a guidance situation, it is essential to examine
listening in the guidance situation as well as the participation of individuals
and instructors in activities, the sign systems of non-verbal communication
and the linguistic expression of things. Naturally, the content of activities also
affects interaction in a guidance situation. For example, in experiential art
education, theatre as a method requires self-expression and an ability to listen
to others to a greater extent than visual arts, in which non-verbal sign systems
and symbols are emphasised.

The group also has an effect on the quantity and quality of interaction. The
instructors described all of their groups as quiet. The participants presented
few ideas and were “comprehensively passive”.

Is it a Finnish trait that people don’t express themselves, that no one says
anything? (G1)

The instructors sought to break the ice by selecting venues that were not familiar
to the participants. Some of the groups also sought to establish common rules,
including rules for communication. Some operated freely, and the instructors
allowed participants to answer their mobile phones and chat with one another
during the meetings. It may be that the groups of young people in need of
special support would need clearer rules for the activities as well as a practical
understanding of what is expected and what is not expected of them in
guidance situations. Particularly in experiential learning, it is significant to
create rules for activities to enable the instructors and participants to commit
to common rules. This allows for safe engagement in the creative process. In
terms of teaching, it is essential that the participants are aware of their duties
and goals at all times, so that they can act independently and proactively.
(Mikkola 2006, 112-121.) The instructors who established rules for the
activities with the participants found it to be significant for the establishment
of new goals in terms of content.
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It would be important to discuss what the children are allowed to do and
what they are not, and what they should and shouldn’t try to do through
art. (G1)

We established common ways of working for the group with the participants
and hung our rules on the classroom wall. (G3)

Most of the interviewed students stressed the significance of inspiration and
encouragement for the creation of interaction. The material shows that, in
their groups, it was particularly important to encourage participants to engage
in art-based work. On the other hand, the respondents felt that simply giving
time and listening to the participants was meaningful for the participants.

These pupils enjoyed that someone had the time and patience to just sit there
and listen to them. (G3)

Encouragement is required. They claim they cannot do something and then

produce wonderful things. (G3)

In experiential learning, the focus is on both personal and shared experiences.
Based on this, it can be stated that the related guidance situations usually require
the instructor to be supportive. From the perspective of speech communication,
support can only be provided in a process of interaction. According to Terrance
L. Albrecht and Mara B. Adelman (1984, cited in Mikkola 2006, 112),
researchers of social support, supportive communication means verbal and non-
verbal communication between the provider and the recipient of support that
changes the learner’s emotional and intellectual states and behaviour. Leena
Mikkola (2006, 112-121), Lecturer in speech communication, explains in her
article that supportive communication can be emotional, intellectual, evaluative
of the situation or concrete by nature. Emotional support — that is, an ability
to listen and offer encouragement to the other party — is an essential interaction
skill for an instructor and part of emotional competence. Human relations work,
such as the work of an instructor, is at the core of interaction professions. It is
particularly important for instructors to have an ability to identify otherness and
different guidance needs and comprehensively serve the growth of the recipients
of guidance. (Atjonen 2005, 62.)

In the best case, a dialogic state of shared observation is achieved in
interaction. A dialogic state emphasises reciprocality and encounters between
people in interaction situations. John Shotter (1993, cited in Ménkkénen

104 Reports from Turku University of Applied Sciences 175



2008, 33—34) states that a dialogic state is about a shared understanding as
a result of interaction. For the instructors, this means that they must explore
the boundaries of their skills and acknowledge their development needs as
part of the dialogic relationship. Paolo Freire’s (1974, 41-52) pedagogy of
liberation in education stresses the significance of dialogue in interaction
between people. According to Freire, dialogue presupposes equal reciprocality
that enables both parties — the instructor and the participants — to learn
and grow. However, dialogue does not only take place between two people:
dialogue is interaction between all of the members of a group. Interaction
skills and a sense of community find concrete expressions through learning
in a group. The general principles of radical education include the ability of
people to increase empathy and respect through interaction when working
together (Suoranta 2005, 219).

A GROUP OF INDIVIDUALS

The groups under examination in this article had very different starting points
in terms of dynamics and life cycles. Some of the groups were created at the
workshops, while others had been working together for a long time.

Group building is a key goal. (G2)
There is no team spirit, they don’t trust each other. (G3)

The participants talk much more with each other now and have the courage
to help members of other small groups in the classroom. (G2)

No one interrupted anyone — they were like a family and supported one
another. (G1)

No one is bullied or ridiculed. They all respect each other. (G2)
No sense of togetherness, they don’t trust one another. (G3)

Working in groups was generally key in the implementation of the MIMO
project. Supervising a group requires of the instructor an understanding of
group processes and dynamics. The basic duties of the instructor include
ensuring that each individual has equal opportunities to participate in the
discussion and activities of the group. Supervising the discussions requires of
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the instructor an ability to respect the participants and empathise with them. In
practice, this means listening to the participants and adjusting the instructor’s
own actions based on the needs arising in the guidance situation. Respecting
the participants may sometimes require the instructor to distance his or her
emotions from the situation and emphasise the importance of focusing on
facts. (Pasanen 2000.) For example, instructors of cultural small groups —
which include groups using art-based methods — are required to have an ability
to create conditions that enable the group to develop a sense of community.
Creative action is a process that is parallel to the communal process of the
group and the self-knowledge, self-expression and agency processes of each
individual. (Jaakola 2012, 15.) The interview material shows that the groups
developed a stronger sense of community as their work progressed. According
to the instructors, the participants gained courage to express their opinions
and work together.

The participants talk much more with each other now and have the courage
to help members of other small groups in the classroom [...] has improved
their social skills. (G2)

Gaining trust takes time and is not possible within this timeframe,
particularly in child welfare where young people find it difficult to trust
anyone in the first place. (G1)

They didnt let their guard down at any point, but compared to the first
meeting, the group became more open. (G1)

In summary, it can be stated that emotional competence and interaction skills
in relation to the group and individuals constitute the foundation for guidance
work in the supervision of ABM workshops.

MOVING ON! — OBSERVATIONS ON GUIDANCE WORK FOR
FUTURE OPERATIONS

This article is based on the experiences gained from three multidisciplinary
groups of instructors in the ABM study module of the use of art-based
methods in guidance work. In terms of participants, the guidance situations
were demanding and required diverse expertise in arts and supervision. For
many instructors, this was the first time they had supervised participants in

106 Reports from Turku University of Applied Sciences 175



need of special support. For some, this was their first experience of serving
as an instructor in a group. With regard to this, it can be stated that the
multidisciplinary nature of the student groups could be taken even more
accurately into account in the future, so that each group would have sufficient
expertise in art-based methods and social services as well as competence that
increases inclusion and a sense of community. Key goals of the MIMO project
include strengthening the identity and self-esteem of young people at risk
of social exclusion through art-based methods. This brings us close to Leena
Kurki’s (2010, 202-205) view on social pedagogical youth education, where
the most significant aspect is to value individuals as unique and irreplaceable
personalities and encourage them to learn from their experiences. Paraphrasing
Kurki, I believe that this is most possible in communities, when working with
others under the safe supervision of an inspiring instructor.

From the perspective of this article, it is interesting to examine what type of
added value the different backgrounds of instructors and participants bring to
learning. The discussion could be continued by studying what kinds of abilities
students in the ABM study module had to encounter and manage diversity
and how these abilities could be strengthened when necessary. Experiential
art education involves ethical and aesthetical value considerations and stresses
that information must be examined in a cultural context (Risinen 2000, 15).
Consequently, the need for intercultural expertise must also be identified and
acknowledged in guidance work.

From the perspective of supervision, the workshops with young people
within the ABM study module were carried out with demanding groups and
sometimes under demanding circumstances. The interview material indicates
that students need more professional supervision to support their work in the
future. On the other hand, according to the overall feedback, an opportunity
to work independently and resolve practical challenges facilitates professional
growth.

I have learned a lot and had an opportunity to experience success. At the
moment, I don’t think I fully realise how much I've learned, but I'm getting
there! (Feedback from a participant)

Wonderful project, many new experiences and operating models and valuable
experience in the supervision of a group. (Feedback from a participant)
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EXPERIENCES OF
MULTIPROFESSIONAL
CO-OPERATION AT SCHOOLS
IN THE MIMO PROJECT

Sari Kallio-Kokkd, Marjo Kolehmainen & Juha Sopanen

ABSTRACT

This article discusses opportunities for multiprofessional co-operation at
schools through two examples from the MIMO project: the Ir Is OK to Stay
Sober event and digital storytelling. Art-based methods developed in the
MIMO project are based on processing emotions and developing independent
thinking in young people. Factors of social change are reflected in young
people and have challenged the school system as well as youth work and social
and health care to jointly seek new ways of encountering young people and
supporting their growth. The acknowledgement of young people’s interests
and experiences supports their activity and agency.

Substance abuse is a major factor jeopardising young people’s health and
well-being. This has created increasing pressures in substance education. The
experiential /¢ Is OK to Stay Sober event provided students with health education
concerning substance abuse and an opportunity to discuss issues related to
alcohol use and their attitudes. Digital stories serve as a highly accessible
means to promote media education goals and make use of the expertise of
various professionals at schools.
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SCHOOL REFORM SHIFTS THE FOCUS TO YOUNG PEOPLE

For young people, school is a significant place of becoming something. Young
people spend most of their day at school. Everyone attends school, and school
is a key element in young people’s lives. For many of us, the best memories
of school are those of moments and break times shared with friends as well as
events and excursions that enabled us to contribute. We were able to participate
and feel included. Such moments consist of discussions and encounters with
teaching staff and friends. School should allow more time for such moments
and the processing of thoughts and emotions. These facilitate well-being at
school and later attitudes towards school.

In international comparison, Finnish young people enjoy school to a low
extent. Well-being at school is significant in terms of enjoying school. Well-
being at school means being heard and included, and it also means equality
and non-discrimination. In addition, it refers to enabling peer relationships
and positive interaction between all operators. (Harinen & Halme 2012, 69—
72.) The rapid changes in today’s society are strongly reflected in young people
and their everyday lives. Changes challenge us to examine established practices
at school and create well-being through multiprofessional co-operation.

The promotion of mental health in everyday life prevents young people from
being excluded from education after comprehensive school, for example.
Opportunities to share emotional experiences, develop independent
thinking and reflect on the effect of values and choices on life strengthen
young people’s mental health. (Kinnunen 2011, 6.) The prevention of social
exclusion among young people requires broad-based co-operation between
experts. The MIMO project developed art-based methods for the prevention
of social exclusion among young people. The goal was to increase young
people’s well-being through the use of multiprofessional co-operation and
art-based methods. This article presents the Iz Is OK to Stay Sober event
and digital stories that address bullying, healthy diets and energy drinks
as examples of methods used in the project. Art-based methods developed
in the MIMO project are based on processing emotions and developing
independent thinking in young people.

The statutory duties of school include providing young people with
information and skills for life and society, and helping them develop into
adulthood and active agency. School continues to have a strong status as a
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provider of information and certain skills, but the teaching of emotional
and social skills presents challenges. Factors of social change are reflected
in young people and have challenged the school system as well as youth
work and social and health care to jointly seek new ways of encountering
young people and supporting their growth. (Pohjola 2011, 10-11.) The
regulatory and legislative backgrounds of the fields mentioned above
present common goals and duties for supporting young people’s growth.
These unifying factors include participation and making young people’s
voices heard.

In response to the factors of social change in the 2000s, school has expanded
its intellectual duty in the direction of social skills, community and
participation. Social change is manifested in young people as a need to share
and talk about their lives in different growing environments. Young people
are building their self-image, which requires continuous social interaction.
Teaching has changed, emerging from young people’s experiences, attuned
to their needs. The focus has shifted from learning supervised by teachers or
other adults to interaction and discussion with young people. Knowledge
and learning have become more comprehensive, which has called for changes
in the operational culture of schools towards youth-focused thinking. Many
competencies are needed when facing challenges resulting from social
development. This requires the combination of multiple competencies in the
learning process, where professionals in various fields must have an ability
to re-examine their duties and the boundaries of their expertise. (Kiilakoski

2012, 10; Pohjola 2011, 9-10.)

The acknowledgement of young people’s interests and experiences supports
their activity and agency. Art-based methods open the mind and senses, which
makes it possible to create experiences and emotions for young people. The
methods are activity-based, offering young people opportunities to participate
and feel included, such as the /¢ Is OK to Stay Sober substance education event.
They are good examples of multiprofessional co-operation that supports the
educational and teaching duties of school as well as the goals of the professional
teams using the methods.
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IT IS OKTO STAY SOBER —A PREVENTIVE SUBSTANCE
EDUCATION EVENT

Substance abuse is a significant factor jeopardising the health and well-
being of young people, which has created increasing pressures in substance
education. Preventive substance education seeks to prevent and decrease
substance use by affecting young people’s knowledge and attitudes. Preventive
substance education at schools consists of promoting young people’s healthy
growth and development and promoting a safe learning environment as well
as multiprofessional co-operation in student welfare and co-operation with
other professionals and organisations within the local network of preventive
substance education. (Pylkkinen et al. 2009, 9-10.) Issues related to substance
use are addressed in health education and included in the curricula of Finnish
schools. Health education concerning substance abuse is also included in the
teaching of other subjects. If deemed necessary, schools can complement their
health education with events organised by external experts.

Examples of such events include the 7z Is OK to Stay Sober events organised at
lower secondary schools in Salo as part of the MIMO project in 2011, 2012
and 2013. The purpose was to provide students with substance education and
an opportunity to discuss issues related to alcohol use and their attitudes. In
addition, the events served to promote self-approval among young people. The
goal was to enable the participants to refuse future offers of alcohol and feel a
responsibility towards themselves and others.

Over a period of three years, all seventh-year students in Salo — more than
1,000 students — participated in a fr Is OK ro Stay Sober event. The events
were organised in multiprofessional co-operation with substance misuse
workers, lower secondary school teachers, and health care students of the Salo
campus and theatre instructor students and teachers of the Arts Academy of
Turku University of Applied Sciences. The students formed a working group
that planned and organised the event. They were supervised by theatre and
health care teachers and substance misuse workers. The students had two
days to plan the content of the event together. In addition, theatre instructor
students attended a lecture on issues related to young people’s mental health
and substance abuse counselling, and a drama workshop was organised for
health care students. During a school day, all seventh-year students of a lower
secondary school participated in the event in groups of 20 to 25. One lesson
was scheduled for theatre performances and discussion in small groups. At the
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beginning of the lesson, three short plays were performed for the young people.
All of the plays took place at a party at someone’s home. In the first play, a
girl did not have the courage to tell a boy about her feelings. She resorted to
alcohol and humiliated herself in front of her crush and friends. The second
play was about a young man’s drunken bravado. He jumped off a balcony,
became paralysed and had to spend the rest of his life in a wheelchair. In the
third play, a girl was killed in an accident after riding on a scooter driven by
her drunken big sister.

After the performances, the pupils were divided into small groups of two to four.
In the interactive section of the event, they discussed the emotions, experiences
and observations provoked by the plays with the students. The young people’s
participation was essential in these discussions. Teachers were excluded from the
discussions, which were confidential. The discussions also made it possible to
ensure that the young people had comprehended the content of the information
provided to them. Instead of lecturing, the purpose was to affect the young
people’s attitudes, make them reflect on their choices and make them aware of
their responsibility for their own choices. At the conclusion of the event, the
pupils chose one of the three stories and wrote a happy ending.

The performances dealt with young people’s lives and experiences. Their
topics were based on substance misuse workers’ experiences of substance abuse
and its consequences among young people. Feedback was collected from
participants (n=817) after the event. The truthfulness and emotional impact
of the performances were particularly evident in the feedback. The pupils
described the performances as interesting and much more captivating than
lectures, for example. In addition, many respondents found that the theatre
performances made the risks and disadvantages of alcohol use more concrete,
comprehensible and conceivable. Activity-based, experiential and interactive
methods are a useful addition to the provision of information at schools and
can be used to complement and enliven teaching.

“more memorable than a video or something”
“more interesting than some lecture on why you shouldnt use alcohol”
“it depicts real events, something you can’t necessarily learn from books”

“the performance caught their attention and if someone in the audience had
talked, no one would have listened”
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Most of the respondents reported that the event made them think about issues
related to alcohol use. Two-thirds of the respondents felt that they had received
important information on the disadvantages and risks of alcohol use to a very
high or high degree. Clearly more than half of the respondents stated that
the event affected their opinions on the effects of alcohol at least to some
degree. In their open answers, young people hoped that similar events would
be organised about smoking and drugs.

“it is the best way to show what damage drugs can do”

‘the event affected my opinion on alcohol use”

The event had an effect on my opinion
about drinking alcohol
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FIGURE |. Pupils’ (n=817) opinions related ro alcohol use afier the It Is OK to
Stay Sober event.
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During the day, | got important information
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FIGURE 2. Pupils’ (n=817) opinions after the It Is OK to Stay Sober event on the
information they received related to the risks of alcobol.

The goal of the students who organised the event was to gain experience
in the use of art-based methods in the promotion of young people’s well-
being. One of the purposes of the event was to provide the students with
an opportunity for multiprofessional co-operation. In addition, the goal
was to motivate them to engage in similar co-operation in working life
in the future. Theatre instructor students as well as health care students
regarded the multiprofessional co-operation as successful and meaningful.
Collaboration between students from various fields was seen as a valuable
opportunity. All of the parties brought their strengths and expertise to the
event. Collaboration made them appreciate each other’s competence. Health
care students felt that they had learned group counselling skills and openness
from theatre instructor students and gained the courage to fully engage in
the work. Co-operation enabled them to accomplish something that might
have been difficult to achieve alone.

At times, however, collaboration proved challenging. Some students found
it diflicult to understand different ways of working. Occasionally, there
were considerable differences of opinion, which were resolved through
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open discussion. A common goal was essential — without a joint purpose, it
would have been difficult to organise a successful event for young people.
The opportunity to share thoughts and experiences with other professionals
was seen as significant for professional development. Many of the students
who participated in the event would like to engage in multiprofessional co-
operation in their future role as a professional.

A multiprofessional role works for me. I greatly enjoyed working with the
theatre people’. They brought colour to the event and provided young people
with memorable art experiences. They offered experiences for me as well. 1
learnt how to be more open and fully engage in my work. I now have a little
more courage than before. (Health care student)

In the opinion of lower secondary school teachers and substance misuse workers,
truthful performances and the related discussions in small groups proved to
be practical and inclusive and a highly efficient way to provide preventive
substance education to young people. The performances make young people
think about the consequences of their choices without unnecessary scare
tactics, which can cause anxiety.

Multiprofessionalism is always a good thing, and co-operation projects
are an established practice in my work. You always learn something
new. The projects require a great deal of work, and we couldnt have
organised anything like this on our own. Collaboration with students is
an excellent way to make some of your visions of illustrative performances
and new approaches come true. It makes your work a little easier, as the
students have the main responsibility for planning and implementation,
and you can just observe what they are doing. On the other hand, the
students gain valuable experience for their future work. (Substance
misuse worker)

Professionals find projects of this type to be laborious, and their planning
and implementation calls for close collaboration. Co-operation divides the
responsibility for organising the event between various parties and brings
new perspectives, efficiency and importance to the issues to be processed.
Professionals felt that co-operation projects provide students with particularly
valuable experience for working life, but they also felt that they learned
something new when working with students. Competency requirements
change constantly in working life, and customer-focused thinking, creativity
and co-operation skills as well as an ability to tolerate diversity and insecurity
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are needed in addition to expertise. The purpose of combining teaching,
research and development with co-operation with working life is to respond
to future competence requirements.

MULTIPROFESSIONAL CO-OPERATION BENEFITS YOUNG
PEOPLE

Comprehensive school is steered and regulated by the Basic Education Act and
the national core curriculum of basic education. The Act presents requirements
and opportunities for increasingly multidisciplinary and multiprofessional
co-operation in issues related to student welfare as well as the construction
of an operating culture. Multiprofessionalism means sharing expertise and
combining strengths of experts in various fields for the benefit of the child.
Operating cultures at schools must promote openness and interaction, and
education must be seen as a collaborative effort. (Kontio 2010, 8—9; National

Board of Education 2004.)

Multiprofessionalism is collaboration between professionals in various fields
to achieve a common goal. Carried out in accordance with the subjects of the
national core curriculum of basic education, multiprofessional work promotes
the goals of student welfare at schools. The key goals of student welfare include
creating a safe and healthy learning and school environment, protecting and
promoting mental health, preventing social exclusion and promoting the
well-being of the school community. Student welfare includes individual and
communal support for young people. The subjects of education and teaching
at comprehensive school include growing as a human being, communication
and media skills, active citizenship, entrepreneurship and responsibility for
well-being. The goal is to develop critical and independent thinking in young
people, so that they can evaluate their lifestyles and make choices and take
actions that help them achieve their goals for the future. (Kontio 2010, 8;
National Board of Education 2004.)

In the MIMO project, students from various fields learned from one another.
Becoming an expert requires learning from professionals in various fields and
developing forms of communal thinking. Collaboration within the MIMO
project involved health care, media, social services and theatre instructor
students and their supervising teachers as well as lower secondary school
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teaching staff and health and social care staff. In addition, students of civic
activities and youth work — future community educators — participated in the
co-operation.

When young people have an opportunity to make their voices heard, they
have a great deal of information on school operations and issues important
to them as well as suggestions for the development of operating cultures
at schools. Their opinions and experiences should be given more emphasis
in multiprofessional operations and co-operation structures. Their own
experiences of their psychological well-being at school are important from the
perspective of mental health in the prevention of social exclusion (Kinnunen
2011, 6). At school events in the MIMO project, such as Iz Is OK to Stay Sober,
young people were asked to provide feedback on the method based on action
and interaction.

Pressures for change are clearly evident in the current discussion on the
Finnish comprehensive school system and educational institutions in general.
It is increasingly noted that school has remained basically the same while
the surrounding society, how people experience the world, the requirements
of working life and our entire culture have undergone profound and
comprehensive changes. For the time being, we are faring well in learning
results in international comparison, but the situation is less flattering in terms
of enjoying school and well-being at school.

We are in a situation where children and young people must ignore natural
ways of thinking, acting and learning when they arrive at school and operate
in school. In their free time, school is not connected to informal learning
environments in a natural way. Cultural researchers speak of digital natives
when referring to young people born in the late 1990s and later who have been
familiar with the Internetand digital media as operating environments and tools
since their early childhood. Of course, this is not related to technology alone,
but also to ways of learning and operating in a broader sense. In new learning
environments, young people are motivated, inventive and creative learners.
School should be able to use this potential as well, without compromising its
broad-based education and learning goals.
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LOW-THRESHOLD DIGITAL STORIES

Media education can be regarded as having a long tradition in Finland, but
its position remains fairly unclear. In short, the purpose of media education
is to promote media literacy — that is, abilities to critically process media
content and actively participate in media through the mastery of media skills.
At times, there have been plans to establish media education as a separate
subject at schools, but it has been included in the national curriculum as a
multidisciplinary topic for a long time now, and its goals are promoted across
subjects. It would be difficult to establish the learning of media literacy and
media skills as a separate subject, as media content and media environments
are present in practically all human activities. The present status of media
education as a multidisciplinary topic has resulted in media education being
provided in varied ways at schools. In some schools it is an integral part
of learning and schoolwork in various subjects, while it is practically non-
existent in others. Many obstacles to the more profound establishment of
media education have been identified at schools: insufficient expertise among
teachers, lack of media devices, lack of learning materials, vague goals and
a shortage of financial resources. The mystification of media education is
common as well, even though small experiments and small practical measures
and the ensuing experiences of success would well suffice to achieve change
and launch development.

Digital storytelling offers opportunities for new types of learning and
schoolwork. These opportunities were discussed in an article by Pirita Juppi
(2012) in an earlier MIMO project publication. Digital storytelling is one of
the art-based methods used in the MIMO project, and students at partner
universities have been provided training in its application. Digital storytelling
has been adopted globally as a method, adjusting traditional storytelling, one
of our natural skills, to our digital world. A digital story is a short story, a few
minutes in duration, that combines various media elements: sound, image and
text. Digital storytelling already has a history of a few decades. Originally,
the term referred to personal stories narrated in the first person in the voice
of the storyteller, and the production and presentation of digital stories was
considered to have therapeutic dimensions. With time, however, the name of
the method has developed into a description of a way of working, the result
and the context, and digital storytelling has become a tool that can be used in
a diverse range of situations to achieve a variety of goals.
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The trends of digital storytelling include combining digital stories with goal-
oriented learning. This method can be used to reflect on what has been
learned or launch a process of exploratory learning by presenting practical
problems or phenomena. A variety of learning objectives can be connected
to the production process of a digital story, such as linguistic abilities, self-
expression, presentation experience and practical media skills. In addition,
digital storytelling offers much-needed opportunities for affective, intuitive
and holistic learning to balance the excessive focus on cognitive skills. Digital
storytelling has the potential to offer experiences of success to students who
have difficulty with traditional ways of learning at school. Its strengths include
its suitability for the development of self-image and the exploration of identity,
and it almost naturally turns the learning environment of a school into a
learning space that allows for diverse voices to be heard. Even though digital
stories are personal projects in principle, their production and particularly
their sharing can be experiences that strengthen a sense of community.

In the school context, the method can also be used in groups, where learning
objectives can also include taking the opinions of others into account and
creating an atmosphere of mutual understanding as well as other traditional
dimensions of working in a group. As in media education in general, the
process of production is at least equally important as its result. However, the
potential of digital stories for making students’ voices heard should not be
underestimated. This creates space for a new type of dialogue in the school
community.

The inclusion of digital storytelling in schoolwork does not set unreasonable
requirements for technology or teachers expertise. With the rapid
development of media technology, everyone has access to the tools needed
to produce digital stories. The Internet offers a large number of examples of
digital stories, technical instructions and application ideas as well as theoretical
perspectives on digital storytelling. In many cases, students have previously
gained expertise and experience in the processes of digital storytelling, such
as photography and editing, through informal learning environments. The
newest experiments in digital storytelling focus on producing digital stories on
tablets and smartphones.

Several digital storytelling courses were offered at Turku University of Applied
Sciences and Humak University of Applied Sciences during the MIMO project
between 2011 and 2013. The participants included communal pedagogy, social
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services, health care and media students, among others. Typically, the basic idea
of digital storytelling courses has been to familiarise students with the method
by having them produce a digital story of their own. This experience, the
theoretical background information and previous expertise combine to create
the competence to make use of this method as part of professional expertise
and activities in the future. It is hoped that the school environment will make
increasing use of the competence of professionals with broad-based expertise.

In reflecting on learning and providing feedback on courses, students have
been asked to think about the opportunities the method will offer in their
future work and present new practical applications. The potential of digital
storytelling in multiprofessional work in the school environment is evident
in the feedback. The application ideas are related to health education, group
building processes, co-operation between home and school, school democracy
and tolerance education. Professionals in various fields can find uses for this
low-threshold method that will help them achieve the goals of their work.

The production and presentation of digital stories bring an authentic dimension
and subjective perspectives to learning and links the results of learning to
the surrounding environment in a practical manner. People and images for
the stories must be sought and found even beyond the immediate school
environment. Stories provoke thoughts and emotions in a different way than
more traditional learning materials. Digital stories serve as a highly accessible
method to promote media education goals and make use of the expertise of
various professionals at schools and as an additional tool for work to prevent
social exclusion.

MULTIPROFESSIONAL OPPORTUNITIES AT SCHOOL

In the MIMO project, multiprofessional co-operation at schools was carried out
by organising events and producing health promotion materials for schools. In
this co-operation, it is essential to take the needs and opportunities of all parties
into account. The creation of openness, trust and appreciation is a prerequisite
for successful co-operation. In the MIMO project, multiprofessional co-
operation at schools has enabled professionals to learn from one another.
Successful co-operation has been based on a genuine ability to listen and see
the world through the eyes of others, which has encouraged participants to try
new operating models creatively.
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Multiprofessional work can be used to promote young people’s well-
being and health in the school community. It is in the best interests of
young people that professionals in various fields jointly seek solutions and
practices for the promotion of young people’s well-being and participation.
In all multiprofessional co-operation, the basic principles include commonly
agreed practices and open interaction. The competencies of professionals in
various fields are combined to achieve common goals. Of the participants,
multiprofessional co-operation requires commitment, enthusiasm and
resources as well as the desire to collaborate, encounter diversity and adopt
new attitudes, practices and operating methods.
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YOUNG PERFORMANCE ARTISTS
EXPERIMENTING IN YOUTH WORK

Irene Hiitsi & Kai Valtna

ABSTRACT

This article is the first attempt to summarise the activities of the MIMO
project that were implemented by the University of Tartu Viljandi Culture
Academy. The article provides an overview of the workshops of performing
arts that were guided by the students of the Departments of Performing Arts
and Culture Education of the University of Tartu Viljandi Culture Academy.
The workshops took place in the schools and youth centres of small Estonian
towns during the academic year 2011-2012. The workshops of performing arts
involved 150 young people aged 13—18. The article provides an overview of
the preview, process and outcomes of the project. It also includes an overview
of the feedback of the participants in the workshops. The article analyses the
stage performance Selfish Giant by the youngsters of Tarvastu Gymnasium
and the students of the Department of Performing Arts. In describing the
nature of arts, the aim is to answer the question “How can arts be useful in
youth work?”. The article concludes that co-operation is necessary, possible
and useful in case the essence of art prevails.
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MIMO PROJECT AT THE UNIVERSITY OF TARTU VILJANDI
CULTURE ACADEMY

The MIMO project (Moving In, Moving On! Application of Art-Based Methods
to Social and Youth Work) was launched in January 2011 in the University
of Tartu Viljandi Culture Academy (UT VCA). The project included the
Departments of Performing Arts and Culture Education of UT VCA.
The principal activity of UT VCA in the MIMO project was to organise
workshops of performing arts during the academic year 2011-2012 for
young people aged 13-18.

The first part of the article covers the organisational side of the performing arts
workshops and provides an overview of the preview and results of the process.
The second part of the article has been devoted to the analysis of the outcome
of one group, the stage production, and to finding the common elements of
arts and youth work.

The interest of UT VCA Department of Performing Arts in participating in
the MIMO project was greatly mission-related — on the one hand, to offer
youth a possibility to discover the world of performing arts together with
students in the speciality, and to provide the students with an experience of
working with young people on the other. We saw the MIMO project as an
ideal possibility to slightly change the world — we wished to involve young
people who conventionally do not have any possibility to deal with performing
arts. The low personal satisfaction level, low appreciation of school, and school
bullying of contemporary Estonian youth is the wider social background in
which we wanted to foster change by means of the performing arts.

The whole process started with finding co-operation partners in January
2011. This meant negotiations with different youth centres and schools.
The process was conducted by PW Partners, one of Estonian partners in the
project. We decided that the workshops should take place outside major cities
and county centres. We wanted to visit places where young people have little
or no possibilities to be engaged with performing arts. Due to the fact that
the workshops were to be conducted by the students, we had to take into
consideration that the students would have to be able to reach the place of
workshop and return to Viljandi within one day. As a result, we faced our first
obstacle of wanting to execute the workshops in smaller places. On several
occasions it turned out to be impossible to reach the locations within one
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day from Viljandi. Therefore, we had to be guided by the accessibility and
schedules of bus and train traffic. Finally, our co-operation partners for at
least the first half-year included four youth centres and six schools from seven
counties in Estonia: Ardu Hobby Centre (Harju County), Lihula Youth Club
(Liine County), Tiiri Youth Centre (Jirva County), Paide Youth Centre (Jirva
County), Keila School (Harju County), Tarvastu Gymnasium (Viljandi),
Kilingi-Nomme Gymnasium (Pirnu County), Vindra Gymnasium (Pirnu
County), Puhja Gymnasium (Tartu County) and Rapla Vesiroosi Gymnasium
(Rapla County).

The workshops in Rapla Vesiroosi Gymnasium took place for half a year from
September to December 2011; due to the small number of participants the
activity was stopped. In January 2012, a new group was formed in Rapla
Culture Centre. The workshops took place once every two weeks on Fridays.
Here the second obstacle arose — Fridays were chosen as the day for workshop
by the workshop organisers, but it definitely was not the best day for the
participants (people were tired, wanted to spend time with their families at the
end of the week, etc.). Another problem arose with the time of day — young
people who lived further away were entirely dependent on school or public
transportation, and were therefore not able to fully attend. Several groups
changed the timetable for their workshops so that it suited them better by
meeting more frequently and making the workshops longer, especially in the
latter phases of the project. The length of one workshop was planned to be
three hours. Longer workshops or camps of seven hours took place during

school holidays.

The workshops were conducted by the students of UT VCA Departments
of Performing Arts and Culture Education. In addition, two students of
traditional music from the Department of Music joined the project. We formed
production teams that included students from different specialities — altogether
ten groups, and each youth centre or school had a specific group of students.
Students from the following specialities were included: leisure time manager-
teacher, dance teacher, actor, director, amateur theatre director, light designer,
multimedia specialist, props and stage designer, stage manager and traditional
musician. In forming the production teams, we followed the principle of
making all the teams as versatile as possible. We made sure that each team
consisted of students of the speciality of leisure time manager-teacher, and that
the scope of arts students was in balance with other specialities. There were
also some exceptions — the groups from Lihula and Kilingi-Némme did not
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have any students from theatrical studies, but the Lihula group was the only
group that included two students of traditional music. The groups consisted of
five to seven students and this enabled the students to share the workload, the
danger of which was dispersion of responsibility. There were also groups that
participated completely (e.g. Rapla).

In connection with responsibility and devotion, there were problems and
obstacles that can be raised also regarding the participants. The students were
often in trouble with the participation of the youngsters — it ranged from
the number of youngsters (10 participants in one workshop, while only 3 in
another) to the composition (the youngsters who participated in one workshop
were replaced by new ones in the next). The participants in some workshops
were youngsters who were already actively involved in different hobby groups
and it was impossible to match MIMO workshops with their schedules. This
was the reason behind the break-up of the Rapla group by the end of the first
half-year, and the group started with new participants and rules from January.
Almost all of the teams were in trouble with group formation and fixing rules,
especially at the beginning of the period. The best co-operation could be seen
in situations in which the whole class was involved in MIMO (e.g. Kilingi-
Nomme). Also, the inactivity and slackness of some youths turned out to be
a problem in several groups. The aim of the students was to develop ideas and
find activities together with local youth according to their interests.

In reality, they were often faced with silence and indifference, which, on the
one hand, reflects the insufficient preparation of the students; how likely is it
that a young person knows exactly what their want? The task of the students
should have been to show the participating youth different possibilities and
to induce their imagination. On the other hand, the inactivity and slackness
of the youngsters reflects the lack of dialogue in Estonian schools, as young
people are not even expected to express their own opinions. This in turn proves
that there is a need for similar projects in the school environment.

The aim of workshops and production teams was to attain a certain artistic
outcome in co-operation with local youngsters. Each production team had to
decide what kind of outcome it would be — a play, a movie, an exhibition, a
concert, a performance, etc. As the project included a wide scope of performing
arts specialities (drama, movement, light, sound, props, multimedia), we
decided that the students should have a possibility to freely explore, test and
integrate the different fields in co-operation with the local youth. The dividing
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of roles was also left to the production team; there were no specific appointed
leaders or producers. In the case of the majority of groups, the roles were
divided according to the specialities as well as according to need. The leisure
time manager-teachers were mainly responsible for the introductions, getting
acquainted, creating a trusting atmosphere, and feedback. In the case of
groups that did not include students of acting or production, the leisure time
managers also applied their knowledge of different theatrical forms (forum
theatre). The observing of youngsters as well as general group dynamics and
being a connecting bridge between the pupils and the art students was mainly
the focus of students of leisure time management.

The students of theatre, dance, props and light introduced the youngsters with
their speciality-based knowledge — starting from different dance styles to the
introduction of the lighting desk. The tasks of multimedia students included
the recording of the process as well as introducing the pupils to different
technical possibilities. The greatest challenge for the project was definitely the
visual technology students, whose study does not include pedagogical practice

and who guided young people for the first time.

The beginning of the process was difficult for a number of reasons — several
members of the student teams did not know each other and did not have
any teamwork experience. So, they had to guide the pupils and get to know
each other at the same time. As the project included students of very different
specialities, it was also difficult for the students to find a suitable time to
make preparations for the workshops. Therefore, the time the students spent
together while driving to the workshop was often very valuable. The process
was organised so that at first the students introduced the pupils to different
spheres of performing arts and afterwards decided together how to move on.
Some groups divided the workshops thematically so that certain workshops
were attended by the students of specific specialities. There were also cases
in which the youngsters were divided into speciality groups according to
their spheres of interest (Tarvastu), and parallel workshops took place. The
first half of the year was mainly spent on getting to know the youngsters and
different spheres of art, the second half of the year on working towards the
outcome. Several groups brought the youngsters to Viljandi once in a while
and conducted the workshops in the Culture Academy. A summer camp for all
groups took place in Mooste, Pélva County, 27-29 June 2012.
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The majority of artistic outcomes of the youth groups were plays and movies. The
groups from Lihula, Paide, Tarvastu and Rapla produced plays, three of which
(Tarvastu, Paide, Lihula) were staged during the summer camp in Mooste. The
play by Rapla was performed in the Black Box of UT VCA, and the rest of the
participants could watch the video version of the play at the summer camp.
The play Selfish Giant by the Tarvastu group was performed both at Tarvastu
School and at the summer camp. The movies and plays showed that the initial
idea of the project to visit smaller places also reached the final outcomes in a
certain way. Several movies and plays expanded upon the topic of living in
smaller places — the Vindra group organised performances in different public
places in Vindra and observed the reaction of the locals to the out-of-the-
ordinary behaviour of the young people. The group from Paide acted out on the
basis of their location already from the beginning of the project — new aspects
of the town were discovered through different creative activities. The play was
accompanied by a photo exhibition in which the pupils showed their visions
of their hometowns. The groups from Keila (movie Fareful Baltic Herring),
Kilingi-Nomme (7he School of Horror) and Puhja experimented in the horror
genre. The pupils from Kilingi-Nomme wrote a movie script together with their
supervisor and spent the night filming at the school. The group from Ardu also
acted out on the basis of their location — as they felt that nothing interesting
was going on in their hometown they decided to organise a party to change
the situation. Preparations for the party, e.g. choosing costumes, making pop-
corn and designing the poster, were recorded as a movie. In addition, the Ardu
group organised an art activity at the summer camp. Each group designed a
piece of veneer and the painted expressions of each group were formed into a
colourful map of Estonia representing the MIMO groups of different regions.
The Rapla group originated from the stories of personal importance of all the
pupils and expressed it through photographs. Improvisation and storytelling
made up a play that provided each pupil with a possibility to solo on stage. The
Lihula team connected the different exercises and etudes of the whole year into
an integral play. Their play left an emotional and bright impression and had an
exceptional effect on other presentations.

In conclusion, several different methods of approaches can be seen and
divided into three categories. Firstly, the research-based method that was
best represented by the plays performed by Paide and Rapla. The students’
managing capabilities and ways of thinking were most clear in the case of these
two works. It can be assumed that the plays were formed step by step on the
basis of the gathered material. Secondly, the plays and movies, the content of
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which was provided by local pupils and the form by students — Selfish Giant,
the movies of Keila, Kilingi-Nomme and Puhja. And thirdly, the recorded
method, in which the events (performance, party) took place earlier and the
recorded material was presented as the outcome.

MIMO workshops were preceded by a cycle of studies. During the studies
representatives of different creative specialities introduced the students to their
experience and methods in creating art with young people. In spring 2011,
the following groups conducted workshops at UT VCA within the MIMO
project: United Dancers of Zuga (contemporary dance), Playback Theatre,
Improvisation Theatre and Reigo Ahven (workshop of rhythm). The seminar
of dance didactics was conducted by Eeva Anttila from Theatre Academy
Helsinki and the workshop cycle of contemporary arts was conducted by the
artists of the Mooste Guest Studio. The aim of the workshops was to inspire
the students and introduce them to the variety of possibilities in dealing with
young people and making art. Also to prepare them for real life.

Each group had a mentor outside the Culture Academy — a professional with
experience in a certain field of art as well as in co-operating with young people:
Anu Vask (Rapla), Renate Valme & Henri Hiitt (Keila), Jarmo Karing (Ardu),
Evelyn Miiirsepp (Paide), Tanel Kadalipp (Tiiri), Annika Viibus (Kilingi-
Noémme), Luise Sommer (Vindra), Kardo Ojassalu (Lihula), Ruben Roos (Puhja)
and Ele Viskus (Tarvastu). The role of the mentors was to supervise the work of
the production teams according to their professional competency. Most of the
mentors work as teachers and have long-term experience in the field. UT VCA
provided the process of the project with lecturers on the specific specialities.

Actually, the process obviously involved too many parties, which made the
division of roles and tasks more complicated. Also, co-operation between the
mentor and the group was rather dissimilar within different groups — there
were groups in which the mentor took total responsibility for the whole
process in case of need, but there were also groups in which the mentor stayed
mainly in the background. The factor of time definitely played a great role
in the communication process — the communication of students of different
specialities as well as their communication with their mentors was problematic
and inadequate often due to different timescales. Different kinds of meetings in
UT VCA took place in addition to the current communication with mentors
and lecturers. In the autumn semester the meetings of production team contact
persons took place. During these meetings the students exchanged their
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experiences and impressions, and lecturers and students helped to solve different
problems. In December 2011 and May 2012 mid-term seminars took place.
During these seminars the participants analysed what they had done during the
last half-year, and each member of the group had a chance to speak.

FEEDBACK FROM YOUNG PEOPLE

About 150 young people aged 9-18 took part in the MIMO workshops of
performing arts. The majority of workshops included participants of different
age groups, except for the Kilingi-Némme workshop, which included almost
the entire 6th grade of the local gymnasium. Feedback was received mostly at
the end of each workshop. At the end of the project the young people were

asked to answer three questions in writing:

1. What has MIMO given you?
2. What did / did not you like about MIMO?
3. How has MIMO changed / developed you?

In answering the question “What has MIMO given you?” the improvement of
one’s skills was mentioned — the ability to co-operate, communication skills,
or acquiring new skills, such as acting and dancing skills. Several participants
said that both their performing courage and the courage to be oneself had
improved. They also mentioned the increase and improvement of self-
confidence, self-expression, creativity, inspiration and willpower. In giving
answers to the question “What did / didn’t you like about MIMO?” the pupils
mentioned as positive aspects of the project that the supervisors were friendly
and cool, ‘they know what they are doing”, “even senseless things seemed sensible”,
and that they had a chance to spend time in good company. Positive activities
included acting, making a movie, dancing, playing games and lighting. The
night spent at school left the pupils of Kilingi-Néomme Gymnasiun with an
unforgettable experience. It was also mentioned that “you never had to make
too much effort, because everything was always kind of casual and home-like’.
Negative aspects of the project included that the workshops could have taken
place more frequently, and that the project was almost ending. It was also
mentioned that ‘the workshops didn’t take place when necessary, very often pupils
skipped the workshops” and that “workshops were sometimes too long”.
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In answering the question “How has MIMO changed / developed you?” it
was mentioned that MIMO workshops have changed their world view and
attitude towards different things. It was also mentioned that workshops have
expanded their thinking, developed “the understanding of deeper meaning”
and changed their attitude towards the theatre and the making of theatre.
The MIMO project has changed its participants so that they have become
more tolerant and positive. This question also included statements that the
participants have more courage (“/ am less afraid of public presentations”, “I dare
to have more courage”), that they are more capable of expressing their opinions,
and that they have more self-confidence and feel less restrained. The comments
expressed regret that the MIMO workshops lasted only for one year and that
the project should definitely continue and also take place in other locations.

SELFISH GIANT TARVASTU WAY

The youngsters have generally provided the workshops with positive feedback.
One possible explanation could be that the students were able to actually
listen to the youngsters and view the world through their eyes. One example
of such co-operation would be the production of the Tarvastu group that
changed the text of world literature into a play that really speaks to the youth
of the contemporary world. Oscar Wilde’s Se/fish Giant is a sad and thought-
provoking story about children and a selfish giant who failed to communicate
properly, resulting in an endless winter in his garden. Recently increasing
concern has been expressed in various contexts in Estonia over the cessation of
communication between the state and society, a so-called “first” and “second”
Estonia, Tallinn and the rest of the country, different generations, as well as the
lack of dialogue between artists and society.

The timeless tale of the great author has not been mentioned here as a random
example. The Selfish Giant story was used by the Tarvastu MIMO group
in co-operation with local upper secondary school pupils to create an apt
stage production that was successfully premiered to fellow-pupils and peers
at the MIMO summer camp in Mooste. The makers of this play must have
instinctively realised not just the importance of the short tale in modern-day
Estonia but also its timeless power — something that turns an ordinary work of
art into an excellent one. I am going to call this special ingredient “the ability
to touch”.
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It [ART] reaches people more profoundly and insidiously than any rational
proposition [...] For it strikes us with two terrible weapons, Intuition
and Beauty, and at the single root in of all our energies, reason and will,
imagination, emotions, passions, instincts and shadowy cravings. The

question is [...] how not to strike lower than the heart. (Maritain 2012,
46.)

A good text is no guarantee of a good stage production: you must make the
written word come to life “here and now”. The tasks are to concretise time and
space, or to leave them in an abstract state, by using theatrical tools: words,
movements, sounds and lights. Creating such an expressive wholeness allows
the work of art to influence, to “strike at the heart”. The details, when viewed
separately, can be trivial or even boring, but using a good method to connect
the details will ensure an artistic effect of live performance. An important skill
of an artist is the ability to create metaphors to deliver the message. This is
shown in a symbolic tale written in the 19th century and transferred by the
young people of the Tarvastu MIMO group into a play about the life of school
pupils in Estonia at the beginning of the 21st century.

The setting of the original Selfish Giant story has been integrated into the
modern-day school environment, a bullying environment, a problem sadly
all too familiar to young Estonian people today. The play stimulates thinking
about the nature of rejection mechanisms and their causes in society. Who
ends up being pushed away and why? The object of bullying in the stage
production of Tarvastu group is a school handyman, rather slow and big and
not very smart. On stage he acquires the dimensions of King Kong due to
the masterfully developed and implemented visual effects. This hapless man
is bombarded with all sorts of derogatory names: bastard, poofter, fatso, jerk.
These expressions are an accurate illustration of those types of people who are
not supposed to fir into the modern-day equalised concept of Estonian “success”.
The cruel irony is used to symbolise the random and arbitrary essence of the
selection process (us v them). Members of the audience are invited on stage and
asked to assume different poses, analysed caustically from head to toes, and so
on. It is clear that the people who came up did not feel comfortable. Then the
inspector shakes their head and sends the people back into the auditorium. The
selection criteria and the factors contributing to ineligibility remain unclear,
perhaps there are none at all and probably none can exist.
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One reason behind the success of the Tarvastu play is the choice of the stage
production means to communicate the idea in accordance with the abilities
of the young actors. The play relies on simple activities (familiar movement
games, spraying graffiti, etc.) that all contribute to the necessary level of
generalisation. Almost completely abandoned are words and the text as means
of relaying the activities but as a result the play becomes only more plausible
and integral. These actors lacking special training might even deem it unnatural
if they were expected to merely recite. Involvement of the audience was well-
planned and served to amplify the effect of the stage production. At the end
of the performance the audience and the actors played an elimination game
based on reaction speed: to win you had to be the most aggressive, focused and
combative. Unfortunately, for young people in Estonia today it might not be
just a game, but part of everyday life: the “winner” is someone who is really
aggressive, focused and combative.

Atthe same time, the stage production of the Tarvastu youth group demonstrates
why it is difficult to reduce art to a method. Art speaks through imagery, not
through slogans, it does not “cure”, solve problems or offer “recipes”. The way
art functions, by emitting imagery, is also the only justification for its existence.
According to Juri Lotman (2006b, 24-25), prominent Soviet literary scholar,
semiotician and cultural historian, human nature is sufficiently practical in its
survival strategies to abandon any form of communication if it is unjustifiably
complicated. Art is complicated for a reason. The aspects of content and form
are inseparable in art. “Art is needed to prevent us from spiritual degradation
and depression in the reality comprising generic shopping centres, retail
chains, commercial radio stations, TV quiz shows and advertisements. It serves
to remind us that all things can be viewed differently, tackled differently and
understood differently. Through art we can understand that the world is a very
diverse place that contains other dimensions in addition to the dominating
reality with its production-consumption cycles and sporadic movements,” says
Rael Artel (2013, 17), the new Director of the Tartu Art Museum and the
Artistic Director of the Art Ist Kuku Nu Ut festival of modern art.

How can this specific form of existence be implemented in youth work? The
only way forward is to find educational content in the very essence of art, in its
natural functioning. In a nutshell: to see pedagogy in art, you must see how art
is made. The condition is that the process should affect the makers just like the
result affects the audience. Ernst Cassirer (1999, 208) remarked that “[...] artis
simultaneously expressive and formative. An idea, the artist’s inspiration, is not
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enough in itself — this intuition must be embodied in a particular material.”
Art is a combination of intuitive and expressive actions. At first you must really
exercise your imagination and then together, as a team (for performing arts),
make that imagination bear fruit and come alive on stage. In the case of the
Tarvastu stage production this meant joint efforts aimed at transforming the
literary material into a (game) play.

FIRST EXERCISE: USING YOUR IMAGINATION AND MAKING
AN EFFORT OR CREATING A GAME

It is no coincidence that the word for the main activity in childhood is the same
as the word for what is done in theatre. [...] The exercise of the imagination
is much the same in the childs creation of play and in the creation of theatre.
Even the same means and conventions are used. And most vitally the same

human needs are satisfied. (Davis 1981, 1 cited in Swartz 2003, 198.)
Juri Lotman (2006a, 159-161) noted that:

[...] @ game is a simultaneous implementation of practical and conditional
behaviour. Players know that they have shifted from reality into a
conditional world of the game. But the players are experiencing the emotions
that correspond to the actual situation. The skill of playing thus amounts to
the mastery of two-tiered behaviour achieved through practice. Gameplay
is one of the mechanisms shaping creative consciousness that is not content
with passive adherence to a given programme: it is well-oriented in the
complicated and diverse continuum of opportunities.

In this respect the artist and the child are very much alike. The active nature
of playing prevents the participants of the process from becoming divided
into spectators and doers. All present are involved in the game. The Tarvastu
MIMO play was derived from playful improvisational sketches that demanded
everyone’s spiritual and physical presence to create the game (room), perception
of one’s partners and comprehension of the situation for the game to continue,
as well as the courage for self-expression and self-overcoming for the purpose
of intensifying the game and achieving solutions. Performing arts, unlike
many other art types, require the artist and the spectator to be in the same
place at the same time. The notion of presence is one of the fundamental
characteristics of contemporary theatre in the theatrical theory of today. For
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theatrical theorist Eugenio Barba (2002/2003, 7) it means active filling of
one’s own space and making oneself necessary. “Be present (whether liked or
disliked). Awake interest even through irritation. Even when you want to be
unobserved, fill your own space, making yourself necessary. Presence is a discrete
quality emanating from the soul. It radiates and imposes itself.”

I am becoming increasingly convinced that presence is the pre-condition for
emergence of any kind of comprehension. Rein Raud (2005, 11), Estonian
writer and professor at the Universities of Helsinki and Tallinn, stresses the
importance of distinguishing between understanding and comprehension.
Understanding for him is

[...] such grasping of information when new sentences are placed into the already
accepted network of concepts and assertions, and this is done by following
certain rules. Most of what we are taught in school requires our understanding
and as we constantly understand new things we also regularly acquire new
rules helping us understand next new things. But one can understand
something without comprehending it. We can understand what a sentence
means without comprehending what is said in it. Through comprehension we
add to our world something that did not belong there previously and did not
have a prepared logical place where it would fit in. Comprehension is internal
and empirical while understanding is external and rational. In understanding
we can clearly distinguish between the person who understands and the object
of understanding but in comprehension the border between the person who
comprehends and the object of comprehension becomes blurred and only their
contact makes it possible to experience comprehension.

In art we seek more such contact situations than we do understanding.
Due to this possibility of “becoming one with the material” art serves as an
irreplaceable teacher of life comprehension.

SECOND EXERCISE:TEAMWORK OR DIALOGUE

Each stage production is always the result of collective and goal-oriented
activities. It would be impossible to achieve otherwise. A stage production is
an effort of a multiprofessional team. But what if the roles were not designated
from the start, the goal is quite vague and there is just a group (not a team from
the outset) of people moving towards it. All MIMO groups were formed from
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a random selection of students of different specialties from the departments
of performing arts and cultural education, and so was the Tarvastu MIMO
group. Eventually it comprised three leisure time manager-teachers, dance
teacher, actor, amateur theatre director, theatrical multimedia specialist and
two lighting designers. The appointed group mentor was Ele Viskus, an alumna
of the Viljandi Culture Academy who now teaches contemporary dance in
Viljandi and is also a freelance choreographer. The various specialties taught
at the UT VCA naturally offer very different types and degrees of motivation
for working with children and young people. The curricula of the mentioned
specialities contain a substantial volume of theoretical and practical pedagogy,
while theatrical visual technology curricula understandably do not. So for
some of the students, working with young people will be an integral part of
their daily life while for the others it will have no relevance.

Performance artists and leisure time manager-teachers also display different
attitudes towards art: for the former it is the purpose and for the latter it is a
tool. We can therefore assume that the people engaged in such practice do not
treat it with the same reverence for various reasons. But when can such a group
of people with different expectations and levels of preparedness evolve into a
team? When will each member begin to perceive their place and responsibility
in the “big picture”? The knowledge that I am supported by the team is
accompanied by the realisation that I do not have to know and do everything
— it suffices for me to know and do something that is of use to the team. In
the first six months the Tarvastu MIMO group functioned via workshops,
employing the different specialty-related skills of the students (acrobatics,
dancing, lighting design, camera operation, forum theatre, group perception,
voice and speech). The strategy that emphasised our differences was successful.
As the final goal was determined, in addition to all the specialty-related skills,
the team also possessed an understanding of personality traits, abilities, stress
resistance and other qualities of the members.

The general identifier of human life is its fundamental reliance on
dialogues. We become full-fledged doers, capable of self-comprehension and
determination of our identity when we acquire meaningful languages of
expression [...] But a language can only be acquired by communicating
with others. [...] So the human consciousness evolves not as an individual

monologue but dialogically. (Taylor 2000, 40—41.)
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Juri Lotman (2001, 14) points out the paradoxical essence of the communication
process:

The pre-condition for normal communication between people and especially
for a normally functioning language is a lack of identity for both the speaker
and the listener [...] we could say that the mutually ideally suited sender
and recipient comprehend one another but they have nothing to talk about.

“The model of ideal comprehension is unsuitable even for a person’s inner
dialogue” (ibid), such a system is incapable of creating new information as it
requires the presence of a meaningful other object. “A dialogue in this context
is not just harmonious mutual comprehension. Self-determination sometimes
entails fighting against identities that others want to impose on us” (Taylor
2000, 41). The constant relocation of another in relation to myself makes myself
capable of dialogue. The activities in the MIMO project on the whole can be
viewed as the constant relocation of myself'in relation to constantly changing
another.

In community art the differences between dialogue-makers are usually
connected with their affiliation with art and artistic activities (professionals or
amateurs). The 14 young people from the Tarvastu Gymnasium participating
in this project had no prior profound involvement in performing arts. At the
same time, most of the students did have prior involvement in youth work.
As the language of dialogues was the language of art, it would appear that one
of the sides was at a disadvantage. Here we should recall the duality of art. It
is simultaneously expressive and formative, requiring co-operation between
imagination and rational logic for the work of art to be completed. Just like
any other kind of teamwork, the task of creating a work of art demands not
only professional skills, but also the ability to get along with other like-minded
people. It is certainly easier to just understand our life’s fundamental reliance
on dialogues than to comprehend it. This comprehension is especially difficult
to attain for a 15-year-old who lives in a society that glorifies individualism —
or even for the “proper” artists who for many centuries have kept themselves
at a certain distance from society in the context of Western culture. That is
why any such essential joint undertaking is invaluable and educates the young
people involved, whether they are artists or not.
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CONCLUSIONS

Participating in the MIMO project was a very important experience for us.
It can be said that the major lessons were gained from cross-speciality co-
operation, both on the level of the students as well as the lecturers. From
the students’ perspective, the sustainability of the project mainly consists of
everybody’s personal experience — what was done, what was learned, and how
the gained experience will be used in the future. The students of all specialities
certainly understood that, in addition to professionalism, it is also important
to communicate and understand others. Especially because the students had to
step out of their comfort zone and co-operate with fellow students, youngsters,
mentors and leisure time managers or youth workers. Despite all the obstacles,
it can be said that they stayed in the background and the youngsters who
participated in the MIMO project received a positive experience that fulfilled
its aims. This can be certified by the fact that the schools and youth centres that
partnered in the project are willing to continue co-operation. The message of the
students to the youngsters who participated in the MIMO project throughout
the year is to grab the initiative themselves and proceed with what they are doing.
One of the biggest doubts is definitely the continuation of the started activities.

The project team of UT VCA Department of Performing Arts has a plan to
establish a possibility for joint MIMO practical work within the curricula of
Culture Education and Performing Arts. The aim of the joint subject is to
offer the students a possibility of specialities-based co-operation and to test the
practice with the youngsters — in schools and youth centres. On the basis of
the MIMO project experience, the biggest threat in joining youth work and
performing arts is the fact that they might just take advantage for themselves.
In order to avoid the threat and foster co-operation, it is important to accept
each other, be able to come out of one’s field, and believe that the co-operation
would produce qualitatively better results than acting alone.
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Annika Lehtomaa
student of occupational therapy, Turku University of Applied Sciences

In the work supporting the inclusion of young people, the combination of
various perspectives and practices from the fields of arts and well-being enables
a comprehensive understanding of the youth. At its best, multiprofessional
work accumulates the strengths of the fields involved and creates new forms
of working. The MIMO project enabled such an experience by providing an
opportunity for the co-operation between two dance instructor students and
myself, an occupational therapy student. We led a dance improvisation group
for young asylum seekers in 2012.

Our co-operation was open, and our mutual interest towards expanding our
professional competencies laid a foundation for a successful outcome. A clear
vision of the need of our work and the goals of the dance improvisation group
formed through the combination of the views of dance and occupational
therapy. The group guidance provided us with strong experience that dance
and occupational therapy as fields of activity support each other. The
multidimensionality of the group guidance was inspiring and it made us
interested in expanding the co-operation.

Combining different fields of activity in the work with young asylum seekers
was a new experience for us students. We only met a couple of times before
starting the work, so the co-operation took its form through practical activity.
An open-minded, unprejudiced attitude was important, and it ensured a
valuable experience of co-operation across professional boundaries. I hope that
students and professionals from the fields of arts and well-being will continue
to bravely develop practically oriented co-operation and, hence, increase
awareness of the opportunities the co-operation has in different fields of work.
In the best case, practical experience of multiprofessional co-operation serves
as a strong driver for the creation of new forms of preventive work.
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STUDENT INSIGHT INTO THE MIMO
PROJECT’S PROCESS, OUTCOMES
AND FEEDBACK IN ESTONIA

Ebe Link & Liis Luumberg

ABSTRACT

This article presents an insight into multiprofessional teamwork in applying
art-based methods in Estonia. Throughout the MIMO project, a number of
University of Tartu Viljandi Culture Academy’s (UT VCA) students carried
out their internship in Creative Activities Supervision Practice, which took
place during one year, starting from September 2011. During the practice,
multiprofessional teams prepared and conducted arts workshops for youth
groups. The authors of this article, Ebe Link and Liis Luumberg, also took
part in the project, during which they both were students in the speciality of
Leisure Time Manager-Teacher. The article is based on the authors’ personal
experiences, observations and study during the MIMO project. In addition
to their own experiences, they reflect on and analyse feedback gathered from
the young people who participated in the workshops. The article’s aim is to
offer both theoretical and practical knowledge on multiprofessional teamwork
and on the importance of teamwork in general. Relying on the authors’
experiences in the MIMO project, the article offers recommendations which
can be applicable in the future when preparing working with the youth, team-
building and applying multiprofessional teamwork in art-based methods.
Chapter 1 has been written by Ebe Link, chapters 2 and 3 by Liis Luumberg,
and chapter 4 has been written together.
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THE IMPORTANCE OF TEAMWORK

Fasterand faster developments in economics and in society in general create more
and more complicated tasks which need co-operation of different specialists
to be solved. These kinds of changes also affect young people. Therefore youth
workers are facing new challenges in working with young people. When
solving complex tasks, the knowledge and skills of the individual are not
enough because diverse analysis and creative solutions can be provided only by
well-organised teamwork. One of the aims of the MIMO project is to develop
multiprofessional teamwork (MPT) and its education in addition to practical
tools of art-based methods for preventive social and youth work (Krappe et
al. 2012, 5). The term teamwork is fundamental here. If multiprofessional
teamwork fails, then we will also not have other outcomes — its education
and practical tools. When considering using teamwork “extensive studies have
shown increasing results in client service, motivation and in the results of work
itself” (Brooks 2008, 100). The most important factor in achieving success
is the motivation level of the team members. In companies, which has been
switched partly or completely to teamwork and in which workers have good
team skills, productivity has increased in 77 percent of the companies surveyed,
and 72 percent of the surveyed companies claimed to have increasing quality
(Teichmann 2000). This effect could be successfully used in youth work.

A collective works better if the members see themselves as a team. If e.g.
school teachers and the board, youth workers, leisure time managers and
social workers see themselves as a team which has one common mission — the
well-being and development of a child — they carry out more co-operation
to achieve this goal. In schools, teachers could also support each other, give
advice, and help to solve some problems that one can have with a child. Even
more, they can develop a common strategy, which means the work would be
more consistent and effective. The highest form of teamwork Virovere et al.
(2005, 112) has named is synergic co-operation. The meaning of synergic co-
operation is increasing the individual effect through mutual empowering. That
makes the team stronger and more innovative. (Teichmann 2000.) Crebert
et al. (2011, 6-7) claim that “the ability to work in a cross-disciplinary team
is the most prized workplace attribute according to a study of new graduates
already in the workplace”. They also refer to the ability to work in teams, not
just one team but the ability to ‘team hop’ from one to another according to a
particular function, as a crucial attribute. This means two things. First, a team
of professional competencies are field-wide in the sense that they do not depend
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on a particular area that team works in or type of team (Teichmann 2000).
Second, it is essential to teach teamwork skills to youngsters. Teamwork skills
are necessary for the successful operation of a team and teamwork. Cooke et al.
(2000, 152) describe the influence of teamwork skills on teamwork as follows:
“Similarly, a team’s understanding of a complex and dynamic situation at any
one point in time (i.e. team situation awareness) is supposedly influenced by
the knowledge that the team posesses.”

Teamwork skills, which include a mix of interactive, interpersonal, problem
solving and communication skills, are needed by a group of people working
on a common task, in complementary roles, towards a common goal
whose outcomes are greater than those possible by any one person working
independently (Crebert et al. 2011, 5). Baker et al. (2005, 238-239) divide

teamwork competencies into three groups:

* Core Knowledge Competencies. The core team knowledge
competencies are considered as prerequisites to skill execution.
These knowledge competencies are critical components of each
team skill (i.e. they comprise the knowledge part of the skill).

* Core Attitude Competencies. These attitudes are brought to
the team setting by individuals and can influence the nature of
teamwork within a team.

*  Core Team Skills. These are communication, interpersonal relation
and group decision making / planning skills. Communication
involves the exchange of clear and accurate information and the
ability to clarify or acknowledge the receipt of information.
Interpersonal relations is a broad area that encompasses co-operation
and dealing with conflict within the team. Group decision making
/ planning is defined as the ability of a team to gather and integrate
information, use logical and sound judgement, identify possible
alternatives, select the best solution, and evaluate the consequences.

During our work in the MIMO project we sensed strongly how important these
skills are. This group work differed from previous group works on its duration.
In this case during a year we held different workshops — acting, dancing, games,
video — and finally we had a common outcome, a movie. Therefore, we had to
learn how to draw up schedules, how to make a connection between different
specialties, and how to set goals and build inner group relations.
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I think at first the most difficult part was to set a common goal, a common
outcome. At the very beginning, it was not very clear what the expectations of
us were. What was the final outcome that was expected from us? But we had to
put into practice everything that has been taught to us at university, so we had
to figure out something that could include all of our specialties. At this point
the communication and group decision making skills were essential. One of
the things that made us stronger was that we included the young people in the
process. We made a plan that in the first half of the year we would do different
activities with youngsters and introduce the possibilities that the art-based
methods gave us, and in the second half of the year we had to come up with a
common outcome for which we could use everything learned in the first half
of the year. In this part of the process we actively included youngsters and
encouraged them to discover an idea of what they would like to do, and we
were more in a guiding role. In this way we made the young people become
a team. That made them more motivated than before because previously they
had rather passive roles as receivers of the activities that we had planned for
them, but now they were in very active role and had to start thinking for
themselves.

Every time when people work in a group, and especially if they do not know
each other personally beforehand, personalities start to “play”. That means
that people have to get to know each other, how one reacts, how not to be too
dominant but still share your opinion; how to be honest but not offensive, and
so on. Therefore, here the interpersonal relation skills are essential. A group
has to find a way for good co-operation in spite of the personal differences
and suitability. Also, people from different specialties may have a different
understanding and thinking. For example, if a youth worker performs exercises
connected with art, the priority for him/her is the educational side — what it
develops in a child. But if an actor performs exercises connected with art, the
priority for him/her is the art itself — the technical side, the messages of the art,

the beauty of it.

The knowledge and competencies should not be kept to oneself, but passed
on to young people. It is very important that nowadays, when youngsters
interact more with computers than with people, it is essential to focus on
teamwork skills in both formal and non-formal education. Therefore people,
such as youth workers, social workers and teachers, who work with the young
people must be capable of developing teamwork skills among them. A few
group projects per year is not enough. This should be more perceived among
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the people working with youth. A strong theory and practice basis can be
performed in schools but also outside of schools — leisure time activity centres,
youth centres, etc. People working with young people should have knowledge
of what teamwork skills are and have targeted activities for developing them.
One option is also to use different games and art-based methods. It is easy to
see this affecting not only a young person’s future relations and capability at
work as a professional but also personal relations when creating a family and
long-term relationships. Therefore, it has a much bigger effect on society than
one might think.

APPLYING MULTIPROFESSIONAL TEAMWORK AND ART-BASED
METHODS IN YOUTH WORK

Multiprofessional teamwork in applying art-based methods is a new
and innovative approach to working with youth. The main purpose of
multiprofessional teamwork in the MIMO project was to bring together
specialists and students from different fields such as arts, youth work, health
care and social work. This is beneficial because specialists and students from
different fields have their own unique approaches on many topics concerning
youth. Bringing them together in work with youth enables young people to
get to know different professions and learn something new in a professionally
diverse environment. This offers them the opportunity to broaden their
minds, get experience of multiprofessional instruction and methods. When
youngsters have an opportunity to get to know different fields and try different
art methods by themselves, they might be inspired to start working and
learning to improve in something specific. Liis’s study about the feedback from
the young people who participated in the workshops also shows that a young
person will quite probably find something they are really good at and what
they want to develop in the future.

These kinds of successful experiences are motivating and work as a strong
force for future developments and ideas, and personal and social growth. To
professionals, multiprofessional teamwork is a strong way to create either
temporary or long-term co-operative relationships. Multiprofessional co-
operation gives the opportunity to see how other professionals approach
certain specific problems or how they work with youth in general. It
broadens the mind and is a good source for ideas and inspiration. It also gives
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professionals an opportunity to learn from each other and help each other by
sharing their knowledge and experiences. The first obviously implies that the
multiprofessional team is well prepared and that they have a common goal.
All the members must be aware of who they are going to work with and what
are the character traits in the age group that they are going to work with. Self-
development and learning through multiprofessional teamwork predicates an
active and experiential approach. It is important that the work process is open
for sharing ideas, giving and receiving feedback, and comparing and asking
questions in order to create something new.

The multiprofessional team in Rapla, Estonia, consisted of eight students
from the following specialities: Leisure Time Manager-Teacher (2), Actor (3),
Dancer-Choreographer (1), Multimedia Specialist (1) and Stage Management
(1). From Rapla there were nine youngsters from the ages of 14 to 19 years.
With this specific group the students’ team worked for a half a year instead
of the whole year. That was because the co-operation with the first group of
youngsters did not succeed so the students decided to form a new group. They
invited the members from the former group to continue, and one did. The
basic problem was finding a good time for everyone. Trying to learn from
mistakes, the team decided to act differently this time: after coming to an
agreement with the participants about meeting once a month on a Saturday
in a long workshop, the students set a fixed timetable so that everybody could
take it into consideration when making other plans.

The division of tasks was rather simple: every student was responsible for the
activities considering their field. For example, theatre students instructed
etudes, dance students prepared some exercises connected with sensing the
body and rhythm, students of visual arts taught some simple methods on
how to make a short movie, and students of leisure time manager-teacher had
a connecting role between the target group and students and also between
different activities. In many groups, leisure time manager-teachers also had an
administrative role. This division of work was decided by consensus and was
acceptable for everybody. It was reasonable because the other multiprofessional
group members and the participants could be confident that the instructors
knew what they were doing.

In addition to concentrating on one’s own specific field, the group members
often found ways to connect and combine their ideas and methods. An
important aspect here is getting together with the group before starting the
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workshops and talking about the aims and ideas for the upcoming workshop.
In those meetings, in addition to planning the workshops, there was also an
important part in talking and getting to know each other in general. As a result,
there were many delightful surprises during the workshops when the members
did not even need to say anything or ask for any help, but another member was
alert and so concentrated on the process that they understood when to offer a
helping hand or when to take over the current task. Teaching each other in a
multiprofessional team is an important part of the process. The team members
pick up hints, advice and ideas from each other. It is also necessary to stress
that multiprofessional guiding needs to stay on a rather professional level and
one should not rely on advice from mere impressions, but above all on their
own professional experiences and knowledge from school and practice.

In Rapla’s group, sometimes when one of the students was guiding, the others
were participating with the youngsters. Sometimes several group members
participated and sometimes nobody from the students participated, apart
from the leader. These decisions were sometimes spontaneous, sometimes
not. When the current instructor wanted only the youngsters to participate,
then the instructor was the one to decide this. On the one hand, when the
other team members participated, it was supporting, but on the other hand,
the participating students could have ruined the exercise because of not
understanding the aim of the exercise and still wanting to act as teachers and
not participants. These kinds of misunderstandings are likely to happen and
the teams must be prepared for them. In most cases the students were free
to decide whether they wanted to participate or not. There were times when
students who were not instructing at the time stepped aside. That gave more
opportunities for the target group to develop their own group relations. But
participating with the target group helps to develop a more easy-going and
trusting relationship with the participants. So it is good to have both — activities
together with the target group and also letting them work themselves.

The outcome of using art-based methods in the workshops was to prepare
some kind of performance. The aim of the activities and methods that the
students chose was to encourage the adolescents to try different ways of self-
expression, to concentrate on their personal stories and deliver their message
in a creative way. In addition to trying different art methods and learning
something new, the group enabled the participants to show and use their skills
and abilities from former hobbies and interests.
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FEEDBACK FROM THE PARTICIPANTS OF THE MIMO RAPLA
GROUP

The aim of Liis’s study on the participants’ feedback was to examine how
the MIMO project’s aims were realised in the MIMO Rapla group as an
example of the results of the project in Estonia. In order to explain how
the MIMO Rapla group’s work helped the youngsters to identify and
realise their abilities, needs, skills and interests through applying art-based
methods, Liis considered the aims of multiprofessional teamwork and
those art-based methods which were used in the Rapla group’s activities.
The research was conducted in November 2012 amongst the participants
of arts workshops in Rapla. Liis composed a questionnaire for all nine
participants with questions about how they feel about being instructed by a
multiprofessional team, were art-based methods rather new or not to them,
what did they learn and how, in their own opinion, did they improve in
something during the project. Liis prepared an overview of the group of
youngsters she worked with.

According to the feedback from the participants, using multiprofessional
teamwork in guiding gave the participants a positive, interesting, mind-
broadening and diverse experience. They pointed out the following as the
most important:

* To see how students from different fields work — both together and
individually.

* To see how the group members work together and exchange
knowledge and experience actively.

* The chance to try different art methods.

* It was clear that guiding and the work process were in unison with
the aim of the project.

The participants thought that using art-based methods in work with youth is
necessary, interesting and motivating. Participants saw that art-based methods
improve creativity, trying methods and exercises from different fields make it
interesting to continue with a new art-based hobby and combining different
methods offered new ideas and opportunities for personal development.
Workshops gave the youngsters a chance to participate in art-based extra-
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curricular activities. Art-based methods broaden the mind and help to sense the
environment in a new way,” said one of the participants. Seven out of nine
respondents in Liis’s study developed an interest in continuing with some of
the activities they tried during the project.

MULTIPROFESSIONAL TEAMWORK AS A FUTURE METHOD
AND RECOMMENDATIONS

In what follows, you will find a list of benefits that we regard as valid
concerning multiprofessional teamwork. They are gathered from our own
experiences, from the impressions and opinions of other students that worked
in a multiprofessional team during the MIMO project and from Liis’s study
amongst Rapla’s young participants.

Benefits

*  Specialists from a wide range of fields that work with young people
have a chance to learn a lot from each other’s experiences in order to
offer something new to youngsters.

* Collaboration through multiprofessional teamwork is richer in
results than it would be when working separately.

* Applying art-based methods in multiprofessional guiding and
teaching young people offers a wide range of opportunities for self-
expression in a safe environment. This enables young people to
identify their abilities, skills, needs and interests and to realise them
both individually and socially.

* Relying on the feedback from the participants, being guided by a
multiprofessional team gave the participants a positive, interesting,
mind-broadening and diverse experience.

Now that we have had the chance to learn and work in multiprofessional
teams for a year in the MIMO project, we would like to point out some
observations and recommendations which we realised both during and after
the project, when analysing the process as a whole. The recommendations
can be applicable in the future to improve multiprofessional teamwork both
in the preparation phase and during the work process. From our point of
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view, as leisure time manager-teachers, it is necessary that before starting to
work with a group of youngsters, multiprofessional teams should prepare as
follows:

Basics of pedagogy. This includes teaching and guiding. As a professional in
a multiprofessional team, one must be able to explain tasks and also formulate
the aim of them to the youngsters and to the other multiprofessional team
members, especially when teaching something new. Instructing and teaching
something new requires the ability to express oneself clearly and comprehensibly,
while being able to approach the situation creatively.

Basics of developmental psychology. As an instructor, one must know who
they are working with, and what are the main special traits of this certain age.
Characters are never 100 percent defined, and again the ability to approach
situations creatively is significant. Instructors must be careful and considerate
so that they do not accidentally hurt anyone’s feelings in the process. This could
cause someone to lose motivation and even quit the process. Methods that one
uses must be age-appropriate. Of course, on the other hand, challenges are also
necessary in all ages every once in a while.

Team-building. We find it highly necessary that the instructors have to
develop into a team before they start working with youth groups. They should
develop their inner-group relationships, get to know each other’s strengths and
weaknesses and take them into consideration. To create a safe environment for
young people, first of all, the communication between the instructors has to
be safe. Safe communication could be understood as sharing ideas, trusting
each other and behaving professionally and carefully in difficult situations.
Therefore a preparation period to learn to know each other and how the co-
operation works, before starting multiprofessional teaching, is essential. The
group should "practice” open communication and every member must have
the chance to explain their preferred work methods which he or she would
like the others to follow, and agreements on these things should be reached.
An important aspect in building a strong team is that every member knows
their own and other members’ roles in the current project. When working in a
multiprofessional team, it is encouraging to know that if one has a problem or
an idea that requires knowledge about another represented field in the group,
one has the opportunity to ask for advice from a professional and also give
advice as a professional, in order to be more confident in cooperating with
different professions.
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Diversity in groups.

¢ When the professional team consists only of female instructors,
it does have an impact on different group processes. At a certain
age it is necessary for boys to also have a male instructor as a
role model for them. More so because most pedagogical staff
in Estonian schools are women, but there needs to be a balance
between male and female role models in schools and in work
with youth in general. Boys need examples of men and girls need
examples of women. They also need to learn how to relate to the
opposite gender. Women are typically comforting, protective and
emotional. Men tend to be challenging and encourage taking
risks. Young people need the balance of protection and reasonable
risk taking.

* Representatives of one speciality should not dominate the
others numerically. It is mostly unavoidable that if one specialty
dominates in the group, the underrepresented specialty falls into
the background. This causes a situation where the outnumbered
speciality’s representative(s) might not be able to present their
valuable skills and ideas when working with youngsters.

CONCLUSIONS

Throughout their practice within the MIMO project Ebe and Liis experienced
the importance of teamwork skills. Bringing together specialists from different
fields through multiprofessional teamwork is beneficial, because specialists
and students from different fields have their own unique approaches to many
topics that concern youth. Learning as a specialist through multiprofessional
teamwork predicates an active and experiential approach. It is important that
the work process is open to sharing ideas, giving and receiving feedback, and
comparing and asking questions in order to create something new. Before
starting to work with a group of youngsters, a multiprofessional team should
be prepared in the basics of pedagogy and developmental psychology. The team
must be prepared to work together as a team before they start to work with a
group of youngsters. This includes having different genders and specialities
represented in the multiprofessional group.
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According to the feedback from the participants of the MIMO arts workshops
in Rapla, using multiprofessional teamwork in instructing offers a positive,
interesting, mind-broadening and diverse experience. Using art-based
methods in work with youth is necessary, interesting and motivating. The
main benefits of using multiprofessional teamwork are that it is a good way
for different specialists to learn from each other and each other’s experiences.
Collaboration through multiprofessional teamwork is richer in results than it
would be when working separately. Applying art-based methods in instructing
and teaching youth offers a wide range of opportunities for self-expression in
a safe environment.
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REFLECTION OF TEACHING:
A WAY TO LEARN FROM PRACTICE

Anu Soot

ABSTRACT

Developing students’ capacity to reflect on their learning and behaviour is
currently one of the major learning goals in higher education.

The present article analyses the teaching experiences of the students from the
University of Tartu Viljandi Culture Academy. The analysis is based on the
reports of the students of theatre and dance art curricula of the Department of
Performing Arts and the students of leisure time manager-teacher curriculum
of the Department of Culture Education who participated in the MIMO
(Moving In, Moving On! Application of Art-Based Methods to Social and Youth
Work) project in 2011-2012. The materials are analysed based on the model
of core reflection.

The students received essential teaching experience, team work experience,
and experience of time management. They learned to take and share
responsibility, and to better express themselves to young people as well as to
each other, including also communications with their mentor and their local
contact person during the MIMO project. According to the requirements of
the university, i.e. reporting requirements, they also learned how to position
the acquired experience in a larger scope, make generalisations, and analyse
their activities. The interim reports gave a possibility to share and analyse the
experience, after which it was possible to continue teaching with the new
acquired knowledge. The experience was said to be essential in their future
work as teachers of children and young people.
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INTRODUCTION

This article analyses the teaching experience of the students of University of
Tartu Viljandi Culture Academy who participated in the MIMO (Moving
In, Moving On! Application of Art-Based Methods to Social and Youth Work)
project in 2011-2012 on the basis of the model of core reflection. Developing
students’ reflection on their learning and behaviour is currently one of the
major learning goals in higher education. Today’s students need to be prepared
to function in the rapidly changing world of professional practice. In line
with the above, reflection is currently also a key concept in teacher education.
According to Rodgers (2002), reflection is a systematic and disciplined way
of thinking that comprises the following phases: spontaneous interpretation
of an experience, naming the problems and questions that arise out of
the experience, generating possible explanations for the problems posed,
developing and testing the explanations, and efforts to sort out, or live with,
the problems posed. Korthagen & Vasalos (2005) distinguish between two
concepts: reflection and core reflection. While reflection can be understood
as a systematic way of improving one’s practice, core reflection involves
questioning and reframing a person’s deepest levels of functioning such as
identity and mission. Core reflection aims at more durable changes in a person
in comparison to reflection. These levels of reflection and core reflection were
also found in the answers of Viljandi Culture Academy students” work in the
MIMO project.

REFLECTION IN TEACHER EDUCATION

Reflection is defined as a cognitive process carried out to learn from experience.
Reflection allows the creation of knowledge about one’s own cognition and
regulation of that cognition. Reflection is facilitated in teacher education
programmes to allow student teachers to become conscious of and thoughtful
about their actions, as opposed to using trial and error to deal with confusing
and problematic situations. The teacher training at the University of Tartu
Viljandi Culture Academy includes pedagogical traineeship, one part of which
is reflection. This means support, understanding, discussion and the drawing
of conclusions.
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The students saw the MIMO project as a pedagogical traineeship, the aims of
which remained the same:

* gaining experience in applying art methods when working with
young people

* exciting and maintaining interest when working with young people

* gaining teaching experience — setting aims, planning workshops,
preparation and execution

* gaining team work experience when working as a production group
* claborating the production concept
* developing analysis and reflection skills

* fixing the acquired theoretical knowledge, applying the knowledge
in practice and developing skills for independent work.

The “onion model” in Figure 1 provides a framework for the reflection. It
shows various levels which can influence the way a teacher functions. The
idea behind the model is that the inner levels determine the way an individual
functions on the outer levels, but that there is also a reverse influence (from

outside to inside) (Korthagen & Vasalos 2005).

The onion model contains six levels which can influence the functioning
of a teacher. These levels are: the environment that refers to everything that
is outside of the person; behaviour that refers to a person’s behaviour (both
effective and ineffective); competencies that include different competencies of a
person; beliefs that include different beliefs of a person; identity that refers to the
self-understating of a person; mission that refers to callings and inspirations of
a person. Moreover, Korthagen distinguishes between two concepts: reflection
and core reflection (Korthagen & Vasalos 2005). When reflection extends to
the two deepest levels in the onion model, it is referred to as core reflection.
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behaviour
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beliefs
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mission

FIGURE 1. 7he onion model describes the different levels at which reflection can
take place (Korthagen & Vasalos 2005).

Characteristic of core reflection is the attention to core qualities in people,
such as empathy, compassion, love and flexibility, courage, creativity,
sensitivity, decisiveness, and spontaneity. These are indeed essential qualities
for teachers, qualities seldom appearing on the official lists of important basic
competencies. Consciousness for core qualities helps the beginner teacher to
better handle critical situations. Directing attention to core reflection during
their professional preparation can help prospective teachers to become more
aware of the core qualities of their pupils, so that they will be better able
to guide these children in their learning, and help them mobilise their core
qualities, in school and in their future lives (Korthagen & Vasalos, 2005).

In core reflection, the focus is much more on (re)establishing this contact, and
on creating room for new possibilities. Therefore, the following questions are

helpful:
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1. What is the ideal situation — the situation the teacher wants to
bring about?

2. What are the limiting factors preventing the achievement of that

ideal situation?

Directing attention to core reflection during their professional preparation can
help prospective teachers become more aware of the core qualities of their
pupils. Core reflection, like ordinary reflection, is of crucial importance for
teacher educators, teachers, and pupils, and may lead to a shift in our thinking
about education, a shift concurring with the shift towards positive psychology
(Korthagen & Vasalos 2005).

EXPERIENCES OF MIMO WORKSHOPS

A problematic situation analysis survey was conducted for students on the
basis of relevant literature (Korthagen et al. 2001; Korthagen & Vasalos 2005,
2009; S66t 2010).

* description of the problematic situation

* wishes, actions, thoughts / ideas and feelings of me and the
youngsters in such a situation

* ideal solution for the particular situation / incident

* limiting factors (what prevented the achievement of the ideal
situation)

* self-dependent limiting factors
* others-dependent limiting factors
*  how to keep away from limiting factors
* meaning of the situation for me personally and for me as a teacher
* meaning of the incident in a more general teaching context.
The main aim of the survey was to find out what kinds of problematic

situations students face in their practical teaching and what levels of activity
they include in solving these problems. The differentiation between levels of
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activity of beginner teachers was based on the six levels of the onion model of
Korthagen & Vasalos (2005): environment, behaviour, competencies, beliefs,
identity and mission. The analysis is based on the reports of the students of
Theatre and Dance Art curricula of the Department of Performing Arts and
the students of Leisure Time Manager-Teacher curriculum of the Department
of Culture Education of the University of Tartu Viljandi Culture Academy
that passed the MIMO project in 2011-2012.

The students conducted performing arts-related workshops in ten different
schools and youth centres. One group consisted of five to seven students from
the aforementioned specialities, i.e. mixed groups of different specialities
were formed. The workshops of dance, play, movement, acting, physical self-
expression, improvisation, music and many others that support the creative
self-expression of youth were conducted. The practical and pedagogical
questions of students were solved by mentors; organisational questions were
answered by local contact persons. The role of the university, i.e. University of
Tartu Viljandi Culture Academy, was to mainly co-ordinate the activity rather
than directly intervene with the supervision process.

Two interim report seminars took place, during which students analysed their
work as a team. In the third, individual report, the students analysed their own
activities within the project as well as one problematic situation. Mentors took
part in the seminars and the analysis. The analysis was based on 34 individual
reports.

The following problematic situations were brought out in answering the
first question What kinds of problematic situations do the students encounter in
practical teaching?

* children’s / youngsters’ irregular participation in workshops, being
late, leaving early, being absent (mentioned seven times)

* pupils’ and students’” lack of motivation (mentioned five times)
* problems with a local contact person (mentioned five times)

* my inadequate experience of teaching / giving explanations
(mentioned four times)

* unprepared workshops (mentioned three times)

* tension within groups of pupils (mentioned two times)
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* misunderstanding / incomprehension with mentor; excessive
initiative of the mentor (mentioned two times)

*  pupils’ lack of interest (mentioned once)

* pupils’ shyness and lack of initiative (mentioned once)

* accident in a work group (mentioned once)

* problems with rooms necessary for workshops (mentioned once)
* working out the final product (mentioned once)

* different expectations of pupils and students (mentioned once)

e students lack of time (mentioned once).

Here I will discuss a few examples of problems that occurred most
frequently. These might be useful in the future for those who are planning
such activities.

Children’s / youngsters’ irregular participation in work groups, being late,
leaving early, being absent (mentioned seven times). Example:

At some point of time, I supervised a workshop of forum theatre that was
supposed to take place twice. At the first time only one youngster said that she
wouldn’t be able participate in the second workshop. The solution was very
easy — one girl had to manage two roles, one in her own group and the other
in the second group. The participants were supposed to meet during the two
MIMO weeks and practice their forum story. The meeting was supposed to
be especially easy due to the fact that the participants in one group went to
the same school. After two weeks, when the MIMO meeting took place, more
youngsters were absent. Namely, the author of one story as well as the main
character of the same story were not present. Secondly, as it turned out, they
had not found time to practice. It was very difficult to continue in such a
situation. I felt that there were two options — skip the stories or present only
the story of one group, as there were more people present.

Students’ and pupils’ lack of motivation (mentioned five times). Example 1:

We gave students [referring to youngsters] a home task. We asked them to
raise their hands if they have Christmas lights, flashlights or table lamps
at home. Everybody did. Whose parents would allow them to take these
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items to school? Again everybody raised their hands. Who would take one of
these items along the next time? Everybody raised their hands. The following
time nobody had brought anything with them. So, we asked them to bring
the items along the next time. The following time only one of them had
brought the item along. We asked them again to bring the items for the
next meeting, and again, only one girl had brought the item. When I asked
them to honestly say why they had failed to bring the items with them, they
confessed that they couldn’t be bothered.

Example 2:

[ started encountering problems in the middle of the year. All the students of
our group were having busy times and nobody had very much time to deal
with MIMO, but you cannot leave students waiting. I felt that nobody was
devoted enough and started feeling unmotivated myself.

Problems with a local contact person (mentioned five times). Example:

When we went to conduct a long workshop during the school holidays of the
first half of the year, the main doors of the school were locked. So we tried
to enter through the back door, but we were not allowed to go in due to the
Jact that the school floor was being waxed. In addition, nobody seemed to
understand what MIMO was and why the students of Culture Academy
wanted to get into the building. Eventually, we were let in and guided to a
safer place. So, we called our contact person who didn’t pick up at first, but
when she finally did, her sleepy voice promised to come to meet us. When
she arrived, her co-workers were very angry at her as she had not informed

them. Although, of course, she told us that she had.

My inadequate teaching / explaining ability (mentioned four times). Example:

170

It was May and we had started to turn our production into a play. The pupils
and the production team had put rogether a list of games according to the
original material and the first game was supposed to be about shouting jeers
at the main character. As we had not agreed upon the specific words, I asked
the pupils to form a circle and start yelling different abusive words. They
were quite reluctant and withdrawn and just stood there with their arms
crossed. I tried to make them speak for about 10 minutes. Their attitude
[frustrated me to a point that I was tempted to leave.
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Unprepared workshops (mentioned three times). Example:

The problem was mainly due to the things we left undone and our slow
reactions, meaning that we were supposed to be rather creative (improvise)
in conducting the workshops. Of course, there were times when we had
not prepared well enough, but the main problem was that, due to certain
circumstances, we couldnt — or didn’t want to — follow the plan.

The problematic situations grouped thematically:
Odurselves, i.e. problems related to organising students:

* lack of motivation of pupils and students

* my inadequate teaching / explaining ability

* unprepared workshops

* misunderstanding / incomprehension of students with mentor
* accident in a workshop

* working out the final product

* different expectations of youngsters and students

e Jack of time.

Problems related to participating pupils:

* children’s / youngster’s irregular participation in workshops, being
late, leaving early, being absent

* pupils’ and students’ lack of motivation
* tensions within groups of pupils

* lack of interest

*  pupils’ shyness and lack of initiative

* accident in a workshop

* working out the final product

* different expectations of youngsters and students.
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Problems related to mentors:

* misunderstanding / incomprehension of students with mentor;
excessive initiative of the mentor.

Other problems related to contact persons and workshop venues.

The majority of problems were brought out in connection with oneself, i.e. the
students, and the target group, i.e. the pupils. Although there seemed to be
quite a lot of problems with mentors and contact persons within the project,
the reports did not reveal it as frequently. Problems with a contact person
were most frequent within one specific group in connection with the contact
person’s unprofessional behaviour.

In conclusion, it can be said that the students honestly brought up problems
and bottlenecks in the project. One reason behind the problematic situations
was definitely the long and diffuse teaching period. Meetings took place
once every two weeks throughout the year. The variation in participation of
different students and pupils did not benefit the project. Participation in the
project activities was mainly voluntary and therefore pupils took part in the
events rather infrequently. They did not see MIMO activity as a regular hobby
group but as a group in which they could choose whether to take part or not.
Although each group agreed upon certain rules of behaviour and participation,
it did not always work as planned. Students were quite frequently absent or
late. Although many of the cases had reasonable explanations, such as problems
with public transport, it still interrupted work. The students of different
specialities had different levels of motivation and time resources to take part in
the project. Despite the problems, all work groups reached their final outcome
and presented them at the MIMO summer camp. It was mentioned several
times that the work should continue. Now they know how things should
be done: how better to organise the tasks, how to make better contacts with
youngsters, and how to better co-operate as a team. However, as a conclusion,
everybody was satisfied with the gained experience.

EXPERIENCES BASED ON THE ONION MODEL

Below are some observations of the position of the accentuated problems in
the onion model.
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Beliefs level category (N=132) included idea units in which beliefs, convictions,
principles and values were mentioned. It was perceivable that students have
many clear beliefs about teaching and teaching-related aspects. The students
have not had that many possibilities to implement their beliefs into practice.
In describing solutions to problematic situations, the students reached several
beliefs that have occurred during the solving of such a situation:

Firstly, the situation taught me that you should not rush. Hurrying and
presenting new games all the time is not a solution. Maybe I was afraid
that the students [referring to pupils] would become bored. I don’t know,
but teaching should be clear and composed. Secondly, it is important to take
time to get used to the students you haven’t seen for a long time — understand
who they are today, and how they are feeling, talk to them. Every new room
also requires time to get used to.

The organisers of another workshop, where one participant ended up with a
broken arm, concluded:

We realised the importance of teachers” as well as students attention, and
how a lack of attention can result in the wrong understanding of an exercise,
which in turn can lead to accidents.

Personal opinions were brought out:

[ personally consider the teaching / raising of children through control and
obtrusion resentful; punishment and revilement are definitely not good, but
maybe reasoning with just enough austerity is?

While answering the question “What is the meaning of the situation in a
roader context of teaching?” the following opinions were brought out:
broad text of teaching? gop g

As a teacher you are responsible for the children, and this is the case even
if it is somebody elsés turn to conduct a workshop. It is said that shared
responsibility is nobodys responsibility — so, it is smarter to secretly take
responsibility yourself, and be happy if somebody else has also done the
same — it is definitely a much better option than taking no responsibility
at all.

A truly masterful teacher is not entirely dependent on the planned material
— she will not lose herself in case her materials ger lost, or the place or
students [referring to pupils] are changed. She is capable of conducting a
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remarkable lesson even in the middle of the forest with no electricity, she feels
comfortable even if she is outside her comfort zone, because everything can
bring up something inspiring.

Environment level category (N=105) included idea units that were mentioned
outside the scope of oneself, including rooms, pupils and their actions, mentor,
contact person and influences of the environment — aspects related to others’
behaviour and restrictions of the environment. The behaviour of pupils within
the level of environment was most frequently brought up:

They couldn’t understand why they should study one and the same dance

several times.
The lack of youngsters’ viewpoints:

Young people were rather indecisive. It is possible that at first they didn’t have
the courage to state their wishes out loud... the only thing they were sure abour
was that they didn’t want to perform on stage but preferred making a video.

The level of environment was connected with problems related to infrequent

workshops:

1 believe that it didn’t foster the project that we met them only twice a month
and that they probably dealt with the project only during these meetings.

Problemswith contact persons were brought up within the level of environment:

[ didn’t understand the contact person for our team. She found for us the
youngsters — very good — but they were the school activists who the leisure
manager had direct contact with. (The pupils were the sub-organisation of
the student representative board). The latter meant, however, that they were
the busiest students of the school and we were the least important thing on
their list of activities. It appeared that the internal climate of the school was
very tense and they couldn’t even pretend in front of us. It was obvious that
the leisure manager of the school had problems with other employees.

Also, mentors were mentioned:

The methods of the mentor were just different; as soon as the mentor saw
that we were achieving results with the pupils, the mentor also started to feel
more at ease.
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Behaviour level category (N=80) included idea units that were mentioned
related to the behaviour of oneself or of others. The level answered the following

questions: “What did I do?”, “How did I behave?”, “What were my models of
behaviour and factors limiting behaviour?”. For example:

Therefore, I decided to ditch studying the plan and do something that

required less concentration.
Behaviour of oneself was brought out as a self-dependent limiting factor:

I could have previously checked if the students [referring to pupils]
remembered to bring the items along, and, in case they didn’, I could have
reminded them, for example, by e-mail, by phone or by letting the leisure
manager remind them of it.

Behaviour that was found as a solution to the problematic situation with a
non-functioning group of pupils:

Therefore, we cancelled our work with the group and continued with new
people from the beginning of the next half-year, at the same time offering the
old group a possibility to join us.

Competencies and skills level category (N=53) included idea units that
discussed competencies and skills — the ones that were already mastered
as well as the ones that were not. The category involved competencies and
skills that were mentioned due to gained experience, new knowledge and the
mobilisation of one’s strengths. Work group in which the initial work failed
and a new group was formed:

We managed to find an alternative and continued with the slogan ‘new year,
new swing” [...] together we finished the project and gained really good results.

Also, the lack of competencies and skills were limiting factors when the initially
planned activities failed to succeed:

1 am actually not sure whether it was due to our lack of ability to inspire [...]
it was obvious that the pupils were bored and we felt absolutely incapable of
offering them anything new. Everybody was stuck and we were out of ideas.

Fortunately, I came up with the idea of giving a little pep talk [...] in a short
while we started talking again and tried to re-explain the notion and our
plan from another perspective.
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Identity level category (N=21) included idea units on how did students
perceive and determine themselves as teachers as well as personally:

Maybe it is personal, but I had real difficulties in communicating with the
pupils in case there was somebody judging me from a few metres away.

New knowledge of what had been perceived about oneself during the process
was mentioned:

Now I know that I am able to get hold of myself in a difficult situation and
[find aspects that would make me act in a motivated way. I learned that I am
able to help myself out in a critical situation and I am very happy about it.

It is very characteristic for me to feel good in a situation in which everything
is thoroughly prepared and I am fully aware of what can be expected. I hate
situations in which my plans fail or take a new course, and I feel that I let
myself be affected by it. Even if I act properly in such a situation, I still do
not feel sure about myself any more.

Mission level category (N=3) included idea units that discussed one’s role in
the production team:

1 was strongly influenced by the fact that I am a leisure manager, not dance
teacher, and my everyday activities didn’t include working out dance moves.

The role of the group was discussed:

The pupils perceived themselves as a team, and I believe that this was the
main key for a successful process and outcome.

CONCLUSIONS

This article has explained what kinds of problematic situations the students
experienced while conducting the workshops, and what they wrote in their
personal reports. What kinds of solutions did they find to the situations? On
what levels of the onion model could they be placed? Finding solutions to the
problematic situations showed that reflections were made on all levels of the
onion model. The most frequent level of reflections was the level of beliefs,
followed by environment, behaviour, competencies, identity and mission.
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The idea units of the most frequent level of reflection (beliefs) indicated the
clear viewpoints, principles and opinions, i.e. awareness of the ideal situation.
The mentioned beliefs can be said to be on the level of the beginner teacher
— their ideal picture of teaching methods, relationship with students and the
environment, but also what they do not consider acceptable. The students
perceived self-dependent limiting factors and realised on several occasions that
limiting factors can be reduced by applying one’s strengths. Ideal teaching
situations are definitely easier to achieve by getting more experience; lack of
teaching experience is often the greatest limiting factor.

The second most frequent level of reflection (environment) indicates
beginner teacher’s relatively strong level of attention towards the surrounding
circumstances. The level of environment included idea units that described
everything on the outside — pupils, contact persons, the behaviour of the
mentor, also problems with the venues. Although the level of environment was
mentioned rather frequently, it is very positive that discussion on the levels of
mission and identity also took place. It shows the movement of reflection from
outside to inside as well as the other way round, which in turn is in accordance
with the viewpoints of Korthagen & Vasalos' (2005) onion model. People
do not only see external problems but also connect them with their mission,
identity, behaviour and competencies. Korthagen & Vasalos (2005) state the
importance of core reflection in connecting all the levels, which fosters the
professional development of a teacher on the basis of the teacher’s inspiration
and strengths.

In conclusion, despite the focus of the present article, i.e. shifting attention
from problematic situations to the interpretation of experience and learning,
it can be said that the students participating in the project mainly verified
the positive side of their acquired experience. The experience provided them
with knowledge about themselves. They learned to find solutions in difficult
teaching situations, analyse questions and problems that arose during their
activities and make conclusions. The aim of the project was not to find problems
but to learn to analyse oneself as well as the situation. One of the aims in the
MIMO project was to teach students. The students received essential teaching
experience, team work experience, and experience of time management.
They learned to take and share responsibility, communicate better with the
young people as well as with each other. According to the requirements of
the university, i.e. reporting requirements, they also learned how to position
the acquired experience in a larger scope, make generalisations, and analyse
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the activities. The interim reports gave a possibility to share and analyse the
experience, after which it was possible to continue teaching with the new
acquired knowledge. The experience was said to be essential in their future
work as teachers of children and young people.

REFERENCES

Korthagen, E; Kessels, J.; Koster, B.; Lagerwerf, B. & Wubbels, T. 2001. Linking practice and
theory: the pedagogy of realistic teacher education. Mahwah New Jersey: Lawrence Erlbaum.

Korthagen, F & Vasalos, A. 2005. Levels in Reflection: Core reflection as a means to enhance
professional growth. Teachers and Teaching: theory and practice. Vol. 11, No. 1, 47-71.

Korthagen, E & Vasalos, A. 2009. From reflection to presence and mindfulness: 30 years of
developments concerning the concept of reflection in teacher education. Paper presented at the
EARLI Conference, Amsterdam. An adaptation of this paper is published in Lyons, N. (ed.)
Handbook of reflection and reflective inquiry: mapping a way of knowing for professional
reflective inquiry. New York: Springer.

Rodgers, C. 2002. Defining reflection: Another look at John Dewey and reflective thinking.
Teachers College Record. Vol. 104, No. 4, 842-866.

So6t, A. 2010. Suunatud siigava refleksiooni roll algaja tantsuépetaja professionaalses arengus.
Magistrit6. Tartu: Tartu Ulikool.

178 Reports from Turku University of Applied Sciences 175









GROUP WITHIN A GROUP WITHIN
A GROUP — ONE ABM STUDENT’S
POINT OF VIEW

Satu Aalto

ABSTRACT

The aim of this loosely ethnographical article is to study (as much as it is
possible to do a ’study’ with this amount of time and a limited number of group
gatherings) one art-based methods (ABM) group’s inner and outer relations
within the MIMO project. In other words, how does a multiprofessional
(MP) group work as itself, how do the MP group and the youngsters work in
relation to each other and how do the “instructors” fit in to it all? The aim is to

offer an insight into one the MP group’s work, that is, what actually happens
in the field?

Our MP group is all about providing the possibility to consume culture without
feeling pressured to do so. We aim to work as a trigger towards something
without offering anything directly. In other words, we will not hand out ready-
made ideas.

This article’s main focus is on youngsters and the workshops they participate
in. In addition, I will pay attention to how much we will end up altering the
“ready set” ideas of doing and consuming culture and art, and on whose terms
this will be done. Questions such as “Will we succeed in what we aim to do?’
and “What was the aim to start with?’ will be tackled throughout the text in a
manner that should also leave some space for the reader’s interpretation.

Moving On! 181



INTRODUCTION

The arts are increasingly being used in healthcare and related research to
learn about the experiences of care workers and recipients, to gain access
to marginalised voices, and to communicate research findings to a wider

audience. (Ledger & Edwards 2011, 313.)

The MIMO project offers a good example of this type of development, and it
is here I wish to state that when exploring and writing about the project and
those of us involved in it, I find it does not serve the right purpose to stick
with strictly traditional academic writing. I fully confess that I did take some
(artistic) liberties, and what is more these occurred both in the writing and
the actual project. Furthermore, I wish to add that what is about to follow,
as expected, is merely my perspective, both as an ABM student and as an
ethnographer.

As part of our ABM studies our MP team had chosen to work with a children’s
home. We believed that not only would it offer a versatile and challenging
setting but it would also offer ideal circumstances for using art-based methods
within work with young people. It will later become evident how widely it

really is possible to understand the idea of ABM.

I heard about the MIMO project by chance, and was immediately intrigued.
The whole concept seemed to be just what I was looking for and, coincidentally,
a few months on an opportunity for me to start studying in the ABM studies
occurred. It looked like this programme should give me the right tools to
combine my earlier studies within photography, art history and social sciences,

3 Small word list to help get through the text:
the directress = the head of the children’s home
instructor—caretaker = What is in-between? Earlier in Finnish one used caretaker and now it should
be instructor. In my opinion, neither of these words really works in English, especially when we are
talking about people who are both living and working with youngsters. Terminology is tricky. Pri-
marily caretaking guardian? Caretaker? Caregiver? In the end, I chose to use instructor, neverthe-
less I shall use it in quotation marks.
multi-professional team = MP team
youngsters = prime participants
“instructors” = secondary participants
MP team = indirect participants
workshop givers = indirect participants
workshop = where youngsters, art and culture are present
ABM = art-based method
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mainly social anthropology and journalism, and really do something that
requires a hands-on approach. Originally, I was meant to be part of the MIMO
project’s continuing education group; however, I ended up in a so-called basic
examination ABM course. I would argue that this worked in my favour as
I ended up getting the whole experience of what being a student in today’s
world really is like.

Asasocial anthropologist, I feel that there does not exist a more natural approach
for me to write and collect data than provided by ethnography. Furthermore,
also being a photographer, I consider that (participant) observation is an
inbuilt quality of mine: the observation of one’s surroundings has always been
of great interest to me, and this time was no exception. However, I feel it is
of extreme importance to emphasise that this article is only loosely based on
ethnographical methods (consisting, for instance, of participant observation
illustrated in paragraphs stating the participant’s words, my own feelings and
“readings” of situations). Within this time frame, it was not possible to really
get in-depth with the subject concerned and therefore conducting a full length
study is not realistic. As a result, the aim is to get a brief insight of an MP team
and how they work together, both with each other and with youngsters, and
how the youngsters and their “instructors” perceive the MP team’s work.

Similar to Maritta Térrénen (1999, 21), whose field of study considers
youngsters living in a children’s home, I also find it more beneficial to focus on
interpreting the people’s ways of behaving in different situations and locations
rather than merely aiming to give an exact description of the circumstances
per se. In my opinion, naturalism serves me and my field of study more than
relativism. In brief, naturalism proposes that, as much as possible, the social
world should be studied in its “natural” state, undisturbed by the researcher.
The primary aim should be to describe what happens in the setting, how the
people involved see their own actions and those of others, and the context in
which the action takes place. A key element of naturalism is the demand that
the social researcher adopts an attitude of “respect” or “appreciation” towards
the social world. (Hammersley & Atkinson 1995, 6.)

As stated above, in truth, the initial idea really was to create a somewhat
traditional academic article, but after meeting with the youngsters I came to
the conclusion that it is in everyone’s interests that I concentrate on describing
our actions and feelings instead of comparing scientific articles and high-
volume referencing. In addition, I have also spent a lot of time thinking about
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what is the most beneficial way to present this article when it comes to the
style of writing. In the end, I came to the conclusion that for a reader it is more
enjoyable to read about the actual workshops in “episode” mode — in other
words, meeting after meeting. This makes it also possible for those workshops
to stand out better from the rest of the text. As a result, auto-ethnography and
self-reflexivity were also present. (See for instance Ellis 2004, Marcus 1998.)

THE MPTEAM

Once upon a time there was a nurse, an artist, and a social scientist /
photographer. What roles did they stick with and how do these occupations

mix together?

It was quite clear from the beginning that in our group the approach would
be quite hands-on and conversational. In this case, conversational means really
listening to what young people have to say and honouring their wishes and
ideas. We all felt that even though games, “icebreakers”, have their positive
sides it was not something that would be for us to do. As fun as it was to
participate in our ABM Helsinki day’s activities, which included several
icebreakers and different kinds of flash mobs, none of us felt to be at our best
in those situations. In this particular case, trying to do something that would
be out of our comfort zone would not benefit anyone. If anything, it would
perhaps increase the awkwardness. So the original idea was to get to know the
youngsters in a “natural way”.

The idea of our group was to provide the possibility to consume culture
without feeling pressured to do so. It is good that there is already a lot cultural
things for youngsters to do but, at least in some cases, you need to be “in
culture circles” in order to participate. In other words, it might be hard to get
a start with it if you do not have a clue what is going on. I would argue that in
a way the connector between the place and the youngster is missing. Although
it is important to notice that, it is equally possible they are just not interested
in doing anything which is even remotely related to culture or art. We aimed
to work as a trigger towards something and not to offer anything directly. The
point was to present ideas, not concrete things or solutions. Ideally we would
stir up something.
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From the beginning, we decided that we would not allocate different
responsibilities to certain people, but would take care of the budget and other
things together. However, it became evident that this division into different
task mastering did emerge naturally and, as a result of our rather different
backgrounds, we all ended up having our own special fields. During the late
spring we managed to meet up twice, once with all of us present. In addition
to that, we kept in touch with occasional emails.

After the long summer break, it was somewhat hard to orientate again. Ideas
that we had during the spring time had already either lost their edge or
somehow felt old and no longer fresh. Perhaps we had also forgotten some of
them. In any case, the main idea still stayed the same: our group was definitely
more about showing the different possibilities of doing than doing per se. Most
of the workshops aimed to provide a peek behind art and culture, offering
participants a view to what is going on behind the scenes, how things come to
be, and how many people and phases are involved in the process of creating.

First meeting
What have I voluntarily involved myself in?

Two of us were able to go to the first meeting with the client, which had been
scheduled already before the summer, and had required a reasonable amount of
emailing from both parties. Our task was to convince them that what we were
planning was a good thing for all. The directress and three “instructors” were
present and the gathering took place in the day-room. It went well, although
initially there was some obvious hesitation. As expected, they were not able
to promise us anything specific — for example, that the youngsters would
love to participate in the first place. Passivity was mentioned more than once.
Nevertheless, we did set a date for us to come and show-case our ideas directly
to the youngsters, who, after all, were our target audience. It was important
for both sides to have the opportunity to talk and really just meet each other,
however briefly it was, before taking our ideas to the youngsters. The number
of “instructors” working and youngsters living there was 30—40.

A lot of questions came up, for instance “Will the “instructors” take part in the
workshops and, if so, how often?” and “How will it change the atmosphere, if
at all?” In my opinion, they seemed to be interested in taking part. And this
seemed like a good thing. It remained to be seen how well that show-case went.
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Beforehand I must admit having high hopes; however, the reality might very
well have been that none of those youngsters would get involved. That said, it
felt that if we managed to reach even one of them, that would already be a lot.

Second meeting: With the Clients

Can 1 leave now? — Yes, umm... I mean no. Just hold on a little bit longer,
at least try to hear what they have to say.

The first meeting with the youngsters and the “instructors” was quite nerve-
racking, even though we were somewhat prepared. Perhaps the problem
was that in reality we were not quite sure what we were preparing ourselves
for. Luckily, this time we were all able to participate. When we got to the
children’s home, already while hanging up our coats we heard a boy’s voice
asking if he could leave already. He was told that it was not an option. Once
we got to the common area, there were several moments of confusion when
no one seemed to know what to do or what was about to happen, and yet
somehow we were basically faced with a brick wall. My theory is that they
were still waiting for some people to attend, and no one seemed to know
who was still about to arrive. As the MP team, we were staring at each other
somewhat nervously.

Eventually, and mainly since no one else looked as if they would take the
initiative, I realised it was time to start talking. Hearing my own voice
going on and on about endless possibilities in the field of art and culture in
general, and how pretty much anything can be considered as culture, made
me think that even I myself would not like to attend anything I was talking
about. Every now and then I did stop and ask whether there was anything
specific they would like to do within art. This question was every time aimed
directly at the youngsters, and not once did we get an answer back from
them. Nevertheless, it was interesting to notice that no one talked over me
or with each other, they were all actually listening. Some of the youngsters
came along during our 15 minutes of fame, and they were immediately
hushed by those who were already there. This suggested that they really were
listening, although they were not attending the occasion. The only activity
was between our MP team and the “instructors”. We learned that there was
at least one boy who, according to the “instructors”, has an interest in art,
especially illustration.
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It still remained to be seen whether they would take part in the end. We were
really clear about the fact that taking part is not obligatory; on the contrary,
it is something they should do freely. Not taking part at all in the workshops
is also fine; saying that, however, this type of approach also contains a higher
risk and therefore it leaves more room for “failure”. The “instructors” asked if
it was OK that the group would only consist of maybe two youngsters and one
“instructor”. Our response was and still is: even one youngster is enough. The
meeting was not exactly what one could describe as easy. As a result, we now
have at least a hint of an idea of how hard it really is to activate these kinds of
groups. However, it is a challenge we are more than willing to accept, as long
as they are willing to participate.

Afterwards I thought whether it would have been better to admit that we
were probably as nervous as the young people. Would it have undermined
the last bits of possible authority? Or better yet, would it actually have added
to that authority? Also, it had become clear that we were facing the reality,
where instead of having enthusiastic participants and a ready-set programme
to follow, we had nothing like that at all.

Later, the three of us went to the nearest restaurant to have a few refreshments
and to “reflect” on what had just happened. It is a process to get to know each
other as well as the young people participating, although the young people
will only be taking part 7 to 10 times for approximately two hours. With
this kind of work it would be beneficial if the group holding the workshops
would be really familiar with each other. If the group participating already
knows each other well, the group who’s guiding them should do so as well.
Patrick Lencioni argues that “trust among participants is a foundational
requirement for success in all types of groups. He calls the kind of trust
needed for group success “vulnerability-based trust”, a situation in which
each member of a group readily admits his or her own limitations and with
good grace acknowledges the strengths of others. (Strober 2011, 128.) In my
opinion, we managed to accomplish just that. Starting from that occasion we
discussed our feelings and strengths and limitations all the way through the
project. As stated earlier, we all found our places within the group. However,
while this was beneficial for us, the same did not work with the group of
youngsters.
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FIVE OUT OF SEVEN

The first workshop: Image Transfer
Total number of participants: 5
One youngster, three MP team members and one “instructor”

Is anyone coming?

We were all having mixed feelings about what we would be facing, thinking
that no one would show up. Nevertheless, I thought it was a positive sign
that no one had contacted me before or during the day. Someone must be
coming, since it would be universally impolite to not to inform us that no
one is interested in the workshop. In the end, one boy and one adult showed
up. So, all in all, we formed a group of five, three MP team members, one
“instructor” and one youngster. The boy was the same boy the “instructors”
had mentioned last time who had an interest in drawing and who we really
hoped would take part in this first workshop.

In the room where the artistic-action took place we had arranged some soft drinks,
sweets and background music — it became clear that it was an excellent thing to do.
What was somewhat unrelaxed soon became quite laid back. To begin with, the
boy appeared very hesitant. I am not suggesting that he became completely OK
with us, but it was evident that towards the end he was less nervous. We were really
hoping that he would participate again and perhaps even tell other youngsters
something positive about us. That would be the best possible promotion for us.

Once again, we were told that the initial answer to pretty much everything
in this particular place is “no way, I can’t be asked”. It is extremely difficult
to inspire them. It had been so with this boy as well. Originally, he had said
there’s no way he would participate; however, here he was, and seemed to
actually like what he was doing. In my opinion, for him to be in one place
for almost two hours indicated that he wanted to be there. In the end, we all
produced a piece of art and everyone took their creations with them. I would
argue that this also indicates a successful event.

It was a really well working mix of people in the end, and he was certainly
getting attention. Also, I think us being as unknowledgeable about the actual
Image Transfer technique made us all even more cohesive as a group. We were
all at the same level, all learning at the same pace. I did notice that we were
being watched. But not in a bad way, more like out of curiosity. To start with
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we had problems opening the jar of gesso, and the boy politely asked if he
could help, and in the end he was the one who managed to open the jar. To
clarify, this was not done on purpose to make him feel “falsely appreciated”.
It might have been a small thing, but it was definitely something that had an
impact on the whole experience. Equally, the fact that both the youngster and
the “instructor” succeeded with their artwork definitely worked in our favour,
especially when thinking about the upcoming workshops.

From the beginning we had said that even one person is enough, and it really was
so. It felt extremely good afterwards. We had managed to create a group where
everyone seemed to be equal in the sense of learning and experiencing, and the
awkwardness, which was pretty much always present during the first meeting,
was gone. I think as group-leaders being “clueless” about what we were doing
helped. Saying that, it is important that there is at least one authority figure at
every occasion. Also, at this point, I wish to make an important observation: it
is vital that the importance of social responsibility is acknowledged within the
group at all times. It should be built-in with the ABM.

This time it worked as a benefit that there was an “instructor” with the boy.
Whether it would be the same with the rest of workshops remained to be seen.
Also, the fact that none of us was really familiar with the place where we held
this first session seemed to have its own meaning. It was new to all of us, and
this is an important feature to have when forming groups and the dynamics in
them. Come to think of it, all those places we were going to visit were new to
us, so even in that way there was a definite common factor for all of us. (See
for instance Levi 2011, Forsyth 2010.) In my opinion, it is unquestionably a
good thing to have these meetings outside their normal zone. In a way, to leave
familiar surroundings is already an achievement on its own.

After the first meeting, it looked as if we managed to create a programme that
was suitable for both young people and adults (including us). I thought it
might be good for everybody to get outside their normal daily routines. The
whole evening felt natural, nothing was forced, just a bunch of people doing
stuff. Even the introduction happened by chance. Consequently, this matches
my conscious decision to use, at the beginning of each chapter, the total
number of participants without any differentiation. However, that number
will be explained later.
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The third workshop: Camera Obscura
Total number of participants: 5
Two youngsters, two members of the MP team, and a photographer

Will our MP team be complete?

They phoned me around one o’clock from the children’s home and asked
me about the address, and also they wanted to make sure that we were still
informed of at least two participants. The address they had was for the
previous workshop and no one had confirmed any participants, but it was
great news that someone was actually coming. She apologised and reassured
me that from now on things will be different and that this kind of mix
up was completely out of character for them. This time the “instructor”
did not stay with the youngsters and it was fine like that. Altogether our
group consisted of two youngsters, two members of the MP team, and a
photographer who ran the workshop. Though initially I was a little annoyed
that our MP team was not complete, it soon became evident that this time
it worked for our benefit. Our group would have been too crowded with
adults. So far, we or they had made the right decisions what it comes to
participation. It still seemed that it worked to our benefit that as an MP team
we were all equally clueless about both the places the workshops take place in
and about the actual workshops. Even if I am a photographer myself, I did
learn new things from the camera obscura workshop. In my opinion, all of
us acting as learners was the best way for a group to work. It made it possible
for everyone to be at the same level — then, for a short amount of time, the
ready set roles possibly stop existing.

This was truly a learning process, and it was equal for everyone. Information
mishmash seemed to happen every time, and it was due to the fact that there
are so many people involved. This was something we needed to be aware of,
especially when the whole idea was an MP team. The youngsters, this time there
was two of them, seemed to like the workshop, or the very least they did not
seem unhappy. It was not completely what one could call a smooth ride, but
that is how things normally go, especially with art. Nothing is set in stone, so
to speak. One of the can-cameras, for instance, was missing the photographic
paper, which was noticed when we had already taken the pictures. It was not a
sunny day; it had been raining for three weeks in a row, so the exposure time
was more than 30 minutes.
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To be honest, a fair amount of improvisation was involved, and it seemed to
lighten up the atmosphere. Again things happened naturally. Hopefully, we
managed to offer them some sort of an experience about how photography
works, what a darkroom looks like and what existed before the digital era and
mobile phone cameras — a peek behind the curtains. These two youngsters
should be participating again, and that is definitely something.

The fourth workshop: Street Art
Total number of participants: 8
Three youngsters, two MPs, the artist and two “instructors”

Is there room in your group for me too?

Once again I sent a notification email to the youngsters and “instructors”
so that they would actually remember to show up. However, this time I
sent it on the day, and not before like I have done on previous occasions.
This was partly due to my own forgetfulness. They phoned me about three
hours before the meeting to inform us that at least two youngsters were
coming, probably even three. In the end, it was three youngsters and two
“instructors”, two MPs and the artist, and it worked well like that. Although
it was evident that a couple of the youngsters were a bit restless it was not like
they were annoyed or felt uneasy. One of the “instructors” seemed to have
a lot of questions, which was good. It made the situation somewhat more
interactive. The evening was more like a showcase of what kind of street art
the artist is doing and he did offer to give a hands-on course if anyone would
be interested. It still remained open but I hoped they would show some
interest in that as well. This time there were two new young people and one
from a previous workshop. Again it seemed that they were really listening,
although there was not that much actual doing involved this time. Snacks
proved to be a hit, once again. Consequently, in the end, the artist, who is
also a member of the ABM course, asked if he could join our MP team, since
his is not active. We did not see any problems with that.

It seems that the communication in the children’s home still had some
problems, mainly to do with the fact that there were so many people involved.
The main thing, however, was that the youngsters came this time as well and
that there were three of them. Undeniably there had been progress every
time. This really seemed to work as a group effort. It seems evident that
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this type of doing provided an experience for each and every one of us.
Youngsters, “instructors”, the artist, our MP team, we were all learning from
each other. In my view, this wass the essence of true multiprofessional team
work.

Just like this article, the concept of the workshops might have altered from
what they originally were meant to be, but as long as it worked and as long
as we were offering something that was worthwhile showing up for and,
most importantly, not to leave in the middle of, I would argue we had most
definitely accomplished something. It was equally essential to be able to adjust
to circumstances than to understand that art (-based methods) do alter and
evolve. Just like art-based researchers are not “discovering” new research tools,
but rather they are carving them (Leavy 2009, 1).

The fifth workshop: City Theatre
Total number of participants: 10
Four youngsters, four MPs, a tour guide and one “instructor”

Will we get to see the costume storage? I really do hope all the others are as
excited as I am...

For the first time since our first meeting the original MP team was complete.
Also, there were four youngsters (two new ones and two old ones), one
“instructor”, who this time stayed with us, and the tour guide. To start
with, I noticed once again that the participants were all in good time. My
interpretation of this was that they did respect us. There was some time
to spend before the tour and the “instructor” mentioned that one of the
youngsters really is a hardcore theatre enthusiast, so it was only natural
for me to ask whether she was familiar with the concept of one particular
independent theatre in town — it turned out that she was not. I explained to
her that it is an autonomous theatre group that welcomes everyone on board.
I myself used to be a member of a group that made backdrops for them
during the late 90s. She seemed really interested in it, so I promised to send
her the contact details during the same day. This type of thing is exactly what
we were aiming for, a trigger effect — as an added bonus, it came naturally. I
would argue that we were all equally excited about the possibility of looking
behind the curtains, especially so while we were in the costume storage.
An equally positive sign is that after the behind the scenes tour two of the

192 Reports from Turku University of Applied Sciences 175



younggsters were really keen on seeing the play they have on at the moment.
The “instructor” seemed to be really pleased and mentioned that it is good
to have something else to think about and be able to consume culture, to be
out of the “house” and routines, so to speak. It seemed that what we were
doing appreciated, in the end.

The seventh workshop: Cultural Bowling underneath the Concert Hall
Total number of participants: 8%2-10
Four or two and a half youngsters, four MPs and two “instructors”

Bowling by myself?

This time, after sending more than one email, I eventually phoned them to
ask whether someone is coming to today’s activities. They had forgotten to
ask the youngsters but at least one should be coming, maybe even more. In
the end, there were, depending how one likes to count, four or two and a
half youngsters (one of them came late and with a friend, and decided not
to take part after all) and two “instructors”, one of them a student doing her
practical training. We were given the impression that she was also interested
in experiencing the project. Equally it was nice to see that the whole MP team
was present, so altogether six adults and three young persons and the rest of
the bowlers. We divided into two lanes, one consisting of two MPs and three
youngsters and the other had two MPs and two “instructors”. The whole event
took pretty much an hour, so it was quite quick. The youngsters seemed to
enjoy it, at least at the beginning. However, at the end it seemed to be quite
hard for them to stay put.

Yet again it was mentioned that it was hard to get them excited about things,
and earlier on the phone they asked if it was OK if only one came or did we
have a minimum. Once more I answered that even one was enough. There
seemed to be a constant misunderstanding or, at the very least, a mix up in
the information flow. Typical for a project with a large number of people: to
start with our MP team consisting of four people and there was almost 20
“instructors” in this children’s home, not to mention the youngsters. So it did
not come as a surprise that not all of the information reached everyone. This
was something to take into consideration when going forward. It truly was a
team effort that we were dealing with here. I was not sure what to think about
this evening afterwards — whether or not it was a success. At least we were
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trying. Later on I heard that one of the youngsters had told our street art artist
that he and his friends had gone to see at least one of his works to make sure
he really was telling the truth. His understanding was that the boy might have
come to the bowling workshop just to tell him this. It was the same boy who
showed up late.

The second and sixth workshop: Music Studio and Art Museum
Total number of participants: 0

No one is coming. This is one of the definite downsides when giving the
[freedom to choose whether or not to show up. By saying it is not obligatory,
this is what one gets, every now and then. But then with these youngsters
one should not force them either, so its a catch-22 situation. You just end up
hoping for the very best. The most annoying part is that there are so many
other people involved with this, and they do so freely, and I am left to inform
them that their favours are not needed, after all.

In the end there were two events that ended up being cancelled: a visit
to music / recording / mixing studio and a visit to an art museum with
the possibility of a peck behind the fagade. The first event ended up being
cancelled three hours before it was due to start, and the second event two
days before. With both of these events, we asked whether the cancellation
was due to a lack of interest and then offered to reorganise the date to be
more suitable for them. Especially with the first cancellation they seemed to
be interested to reorganise; however, they never came back to us with new
scheduling ideas. We made a request more than once. Cancelations were
something we were expecting, yet with these particular cases it remained
uncertain whether they were purely due to no interest from the youngsters.
This was especially the case with the studio. It also made me think that
perhaps the type of museum in question was not of interest to the youngsters
or the adults. Maybe it would have been more beneficial to replace this type
of event with, for instance, a smaller gallery.

Places where we met and held the workshops were different each time, and
this was done on purpose. They were never at their home after the first initial
meeting.
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AFTERWORD

What just happened or did something actually just start?

Combining art-based methods and youth work really is possible to understand
widely. I would go as far as to argue that there actually is no wrong or exactly
right way to use these methods. However, it is important to notice that the
end result might alter, even drastically. In addition, in my opinion, there is not
a solid concept of what actually would count as being an art-based method.
Art is a really flexible concept. For instance, when one thinks about our team
and how we ended up doing our “workshops”, the baseline was to offer a
consistent group of people (the MP team) who then would offer different
types of art-related experiences either by directly guiding those themselves
or by truly being a part of the group under artistic guidance. The latter also
seemed to be an effective method when it came to building up trust between
us and the youngsters; in addition, it definitely helped with the “instructors”
as well. From the beginning the idea was to transact through concrete doing
and experiencing.

Also, we learned from the first phase “introduction event” and we aimed
consciously to keep the group unified so that no one would rise above or apart
from anyone. This made taking part easier.

Furthermore, it was equally evident that this group would be more about
experimenting and seeing different ways and sides of art and culture rather than
starting a long term artistic project and talking about its impacts afterwards. It
was meant to be an effortless experience from the very beginning.

In the end, there exists both abstract and concrete sides in the way how this
group was meant to function. The plot consisted of versatility, triggers and
long-term inspiration with the possibility to jump in at any point.

First, the art and the culture were experienced by concrete doing and seeing.
These actions were meant to trigger a thought or an idea in the participants to
carry on with further interest towards art activities — it could be described as
planting a seed. This would then lead towards the ultimate goal: the movement
from passive to active. Which, coincidently, is my interpretation of what the
MIMO project stands for.
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More than once we heard “our youngsters are really passive”. However, we also
heard “it is really nice to get out of the norm”, though this occurred not nearly
as often. Unarguably, unmotivated behaviour was definitely an issue we were
dealing with throughout the project. As illustrated earlier, we did end up having
groups within groups within groups and lack of motivation was an issue that
occurred equally in each of these. Youngsters, the MP group and “instructors”
all suffered from it from time to time. Vallerand’s term “amotivation” appears
to be suitable here.

People see no relation between their actions and the consequences of those
actions ... In such a situation, people have no reason, intrinsic or extrinsic,
for performing the activity, and they would be expected ro quit the activity
as soon as possible. (Cowie & Sakui 2012, 208.)

It is important to make sure that all the actions, in this case workshops, still
have a meaning and that the participants are aware of that meaning; although
it is important to notice that the meaning might differ from group to group.
What for one person might appear like a classic lesson of street art, might for
another represent grouping, and for a third person a possibility to escape the
routine, and so on.

Based on this ABM group’s experience, it was a positive sign to involve the
“instructors” in doing. This type of thing works perhaps best when everyone
takes part and is equally “clueless” about the topic in question each time. As
stated earlier, it strengthens the group spirit. In relation to that, the whole
idea of us being a group did definitely not come together as it was originally
supposed to. Then again, this might be a result of not having completely
clear ideas at the beginning. For instance, one of our own (an MP) ended
up cancelling four times out of seven. Continuity on this person’s part was
somewhat missing. However, it is hard to match several people’s timetables to
fit. Regardless of the reasons, at least two questions arose: How would we be
able to expect persistence and drive from the youngsters if one of our “own”
does not seem to see this as worthwhile effort? and Is it too much to have more

than two people guiding this type of ABM team?

In the end, this project involved a total of four MPs, more or less ten
youngsters, seven “instructors’ and several workshop givers, both professionals
and students. When one thinks about the starting point when no one seemed
to be interested in doing anything, I would argue we managed to accomplish
our aim. To get half of those seemingly uninterested youngsters to take part
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is definitely an achievement. We aimed to customise the workshops to fit the
youngsters interests in the best possible ways; though due to a short amount
of time we were not able to go into extensive measures. Had the project
been longer we would have visited the children’s home several times, asking
specifically what they would like to do — as it was, now we were left to assume
what types of things they would be interested in.

It takes time to get people really involved and motivated. So even though we
offered the possibility for them to influence the content of the workshops,
within this short amount of time it would have been highly unlikely for them
to do so. Also, it is worthwhile noticing that frequent emails and phone calls
are extremely important when dealing with not only a large number of people
but also with people who are constantly changing. Information has to flow.

The concept of Moving in, Moving on! represents, in my understanding, an
aim to provide something that, in best possible scenario, might be lasting and
evolving. However, it takes time to build up trust. Consequently, I would
argue that this particular ABM project would offer an excellent starting point
for something “bigger”, for something more long term. A need for such
projects without doubt exists. Furthermore, places and youngsters need to be
connected even more, but one cannot force this to happen. It has to come
somewhat naturally. Arts influence, regardless of methods.
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THE MIMO DANCE WORKSHOPS:
STUDENTS ON THE FRONT LINE

David Yoken

ABSTRACT

This article presents a discussion and dialogue between students engaged in
creative movement workshops that took place at the Pansio Group Home of
the Finnish Red Cross Turku Reception Centre during spring and summer
2012. The students from Dance Specialization at Turku University of
Applied Sciences, Jennifer Joffs and Ilona Salonen, and Well Being Services
student, Annika Lehtomaa, developed creative improvisational movement
material which they offered in the context of weekly workshops for the young
asylum seeking youth at the Pansio Group Home. The exchange of ideas and
experiences with a unique target group within the MIMO project is the main
direction of this article. These three students focused upon movement based
studies for the young group of people attending their workshops. Bypassing
language barriers through the use of movement, the youth were able to express
their own personal perspectives on their lives, their challenges, their joys, etc.,
without linguistic boundaries.
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INTRODUCTION

The following article is based upon a dialogue regarding the MIMO project.
The interview was conducted on August 1, 2012, with dance students Jennifer
Joffs and Ilona Salonen and occupational therapy student Annika Lehtomaa.
The focus of the interview was on the MIMO dance workshop experiences
the students had during the spring and summer 2012. The MIMO students
led workshops in creative movement and improvisation targeting the asylum
seeking youth at the Pansio Group Home of the Finnish Red Cross Turku
Reception Centre.

Since the implementation of the MIMO project’s art-based methods to youth
and social work and health care launched in the spring of 2011, there have
been memorable moments at that specific “flash point”, the interface between
students and the target youth groups. Students from all participating study
programs have worked with a wide range and diverse groups of young people.

The Dance Specialization at Turku University of Applied Sciences (TUAS)
is not training dance therapists. Although community dance is addressed in
the teaching practice dance students do in day cares and elementary schools,
the education’s main focus is the overall creative development of a dance-
artist teacher (performer, choreographer and pedagogue), and not specifically
towards a community arts facilitator. However, the creative tools and skills
from dance composition and improvisation, that are the basis for the dance
students” overall education, have proven to be the source for the contribution

they have made to the goals and objectives of the MIMO project.

WHY DANCE FOR MIMO?

The internationally recognized choreographer and community arts activist,
Royston Maldoom, best known for his Rhyshm Is It! project with Sir Simon
Rattle and the Berlin Philharmonic, speaks about prejudice and issues of
language, group dynamics and negotiations, trust, and the overall holistic
aspects of dance.

[...] speaking for dance, I think it is, first of all, we engage very much
physically and it is very hard to remain prejudiced, to have a prejudice against
people with whom you have physically worked to find solutions to problems.
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Secondly, you can work outside of the language of prejudice, because so much
of our spoken and written language has prejudices within. And so we can
move away from that and work in a new language where that prejudice
isnt, doesnt have a language.

It is nonverbal communication which is very strong, body language,
touching; and it is that, when we dance together, we are negotiating space,
we are sharing time, we have to be very aware of others situations in the
room or in the place when we are all on stage. It is quite sophisticated in
social terms: we have to trust, very often, we are lifting, supporting. [...] It
is physical, social, emotional and cognitive, and so it is actually preparing us
to be a complete human being. (Zepter 2009, 494.)

In the MIMO project, the Dance Specialization has focused upon both
the immigrant and asylum seeking youth target groups, where one cannot
expect Finnish or English to be the youth participants’ functional language.
Bypassing language barriers through the use of movement as a medium of
communication, the asylum seeking participants have been able to express
their own personal perspectives on their new lives, their challenges, their joys,
etc., in a way that has led to an open dialogue and sharing of experiences, but
without linguistic boundaries. The main goal in the dance activities has been
to create a positive atmosphere amongst the participating young people.

The focus upon multiculturalism and the specific immigrant and asylum
seeking youth target groups is consistent with the policies of the Finnish
Ministry of Education and Culture (2013):

The Ministry of Education and Culture seeks to secure equal opportunities
Jfor language and cultural minorities and special-needs groups to participate
in culture and express their creativity. In preparing and drafting legislation,
the Ministry takes special care to guarantee equity and equality. The Ministry
supports projects and activities geared to improve access to cultural provision
and services, also subsidising cultural activities provided by disability
organisations and the production of easy-to-read literature.
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PREPARATION OF WORKSHOPSWITH RED CROSS STAFF

The idea to work with the specific and unique group of asylum seeking young
people developed in the late fall of 2011. The Red Cross was interested in
having dance workshops for the young people at the Pansio Group Home.
This was a great opportunity for the students and in the line with project’s
objectives. A multiprofessional student team was created to answer to the

needs of the Finnish Red Cross.

The students met face to face for the first time when travelling to the Pansio
Group Home. It was an important moment for the students when they, for the
first time after all the lectures, discussions, and preparations, met directly with
the target group. This interface and immediate contact with the youth target
group is the most important, the most fragile, and the most challenging aspect
of the MIMO project.

Once they arrived at the Pansio Group Home, they were met by Red Cross
staff members responsible for the dance workshops. In the ensuing discussions
the students asked a number of pertinent questions, including “What is the
overall profile of the group with whom we will be conducting the workshops?”,
“Where do they come from?”, “Do they travel from war zones or violent areas
of the world?”, “In what kinds of spaces will we be teaching and what kinds of
sound systems (to have music played) are available?”

The MIMO students wanted to know as much as possible about these young
people before they began the workshops. During these discussions the students
realized that all the pre-planning had hardly prepared them for what would
actually happen in the dance and movement workshops, because the concept
of the dance workshops was new for the Red Cross staff and alien from the
activities they have had previously at their premises.

In preparing for their first workshop, the students met and developed a
number of movement ideas they would use, who would teach each of these
studies, but most importantly the goals they hoped to achieve with the young
participants. They found it quite easy to work with each other within the trio.
There seemed to be a natural feeling and balance that all three of them were
able to contribute to the material, and then during the actual workshop, they
were also able to assist the one who was leading the study: clearly, team work
was a component of their success.
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They also developed plans and structures for the workshops, which allowed
them to be able to spontaneously change to something else if they felt the
need. They felt they also had a clear and open level of communication both in
the planning stages and also during the actual class workshop time.

Once the workshops started the staff at the Pansio Group Home were
extremely supportive and enthusiastic and also participated in the workshops.
The staff members were very responsive now that they had gained a deeper
understanding about the dance workshops. Reflecting upon the initial meeting
with the Red Cross staff, the students felt that it would have been beneficial to
have some preparatory workshops and discussions at the Arts Academy’s dance
studios with the Red Cross staff members. A lesson learned: any organization
cooperating with artists or students providing art-based methods to their
clients should give their staff members a chance for hands on workshops to
share the experience of dance or any other chosen art form. This has now
been articulated after the experiences with both the spring 2011 Youth Dance
Project (a MIMO dance performance that focused upon the theme of youth
exclusion and toured to over 1,000 Turku area teenagers at local high schools)
and the spring 2012 dance workshops.

Pre-workshops for the Red Cross staff would have been excellent, because they
are the ones promoting the workshop and telling the youth about the project.
It is very important how the information is presented to young people. It
would be ideal that staff involved has an insight into movement and dance as
well as to the overall context of a dance workshop. The students pointed out
that in the future the posters announcing the workshop in the native languages
of the asylum seeking youth would be appropriate. However, they felt that the
best advertisement was in fact when by word of mouth the information spread
among the young people of the Pansio Group Home.

The students found the overall arrangements with the Red Cross Reception
Centre and their relationship with the staff involved positive. After observing
the first workshops one of the staff members had commented: “Okay, you're

doing good things here. This is good for the youngsters.”
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IMPLEMENTATION OF THE DANCE WORKSHOPS AT THE
GROUP HOME

For their first workshop, the students were pleased to find ten young
participants. All the planning and discussions, e-mails, and phone calls leading
to this moment, now had arrived.

I just remember being a bit nervous because this was the first time, and we
had not worked together before I knew that llona and Jennifer had done
some teamwork, but [ was “How is this going to work?” But it worked that
first time!

We introduced ourselves to [Red Cross staff members] who were there to greet
us. And then the young people all introduced themselves, and, yes, that's how
we started every session by everyone sitting in a circle on the floor saying
their names.

(Lehtomaa 1.8.2012)

The students’ two main goals were that they would not force anything upon
the participants and that they would create an atmosphere in which the young
people felt safe and comfortable.

Knowing the participants’ names, or then remembering them, was a challenge
because from each workshop to the next the participants kept changing.
Therefore the students created an opening study to address this, and also so
that all the participants were able to introduce themselves.

With their names, we all wrote our names on paper and then created
physical sculptures or statues with our bodies. Then the others should copy
our statue based on our name. We had five or six different possible opening
exercises but usually we started with the name study as in: “Hi, I'm llona”
and then we made this movement by using our name or sometimes just your

feeling. (Jofts 1.8.2012)

Another used opening exercise was “Call and Response” where each
participant said their name and made a specific personal movement phrase.
The others were then encouraged to interpret it (not to copy) their own
way. Other warm up studies included having the young people write their
names in the air with different body parts they wanted to use, or standing
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in a line and each person created a letter shape of the person’s name. They
also gave specific body parts (e.g. elbow) that were writing the letters of
their names.

It was important to repeat all the instructions for each exercise or study each
week, either as a reminder for those who had previously attended or then as
information for those who were participating for the first time. There was
never a sense of quizzing the young people to see if they remembered anything
from the previous week.

The students created exercises that were not accumulative, but were fresh in
each class. Yet at the same time, for those who had previously attended they
were able to build on what they had experienced. The students spent plenty of
time considering the best methods to be able to move forward, yet also allow
the first timers to participate fully. Continuation and building upon previous
session’s material to the following session was easier during the dance workshops
in summer 2012, when the workshops were organized more frequently.

We were able to keep some materials from each session going forward to the
next session. We added new exercises so that if there were the same people
the next day, then they had some kind of idea of that we were progressing to
new material based on the older material. These persons then were able to
help the ones who had not been in the previous session. They could help their
peers to understand what had been done the previous session and that in
turn helped us to be able to develop the materials over the more continuous
sessions. (Joffs and Lehtomaa 1.8.2012)

CULTURAL OBSERVATIONS DURING WORKSHOPS

Concerning the background of the workshop participants, there was a mix
of young people from Somalia, Kurdistan, Afghanistan, and a number of
other countries. The students found that the students who spoke English or
Finnish helped the others by translating to their mother tongue. They also
understood that when the young people were talking to each other this was
not out of boredom or lack of interest but in fact this discussion in their
own language was interpretation of given instructions. The nature of dance
and movement solved the general problem that would have perhaps been a
challenge concerning other workshop structures where language is so deeply
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embedded into the process. The challenge normally associated with different
languages melted away the moment the young people started to work on the
group and their own personal related movement materials.

When observing the workshops, the students found a unique atmosphere
concerning physical contact with regard to the improvisational studies being
explored by the participants. In the Finnish or Western context of dance,
young teenage males often build a barrier around themselves where touching
and physical contact are avoided if not completely excluded. Finnish boys will
most likely not want to be touching each other or be in close physical contact.
However, in the workshop setting the three MIMO students found that there
was never an issue or problem when a young man was touching another young
man or even when these young men were moving together: it was actually
quite beautiful to see. The Western physical barrier did not seem to be an issue
between these young men.

[ think we were quite careful in the beginning not to have exercises where
they would touch or be paired up or anything like that but then we realized
this was not an issue or problem. (Jofts 1.8.2012)

Concerning another setting, the students also found a very positive interaction
between the active participants and some of those who would drop out and
observe the others. If one of the participants did not want to partake in one
of the exercises and sat on the side, their friends would talk to them, engage
them, have dialogue with them encouraging them to join in, and just make
everyone feel, whether they were active or passive, that they were actually part
of the whole group experience.

It would be wonderful to see this type of positive group dynamic with
Finnish youths, when they are that age in Finland. I would never think
that in Finland, in a dance class or another class, if there are people who do
not want to participate that their friends would say “Do you want to join
in?” and then include them in the group. This was truly amazing for us to
observe. (Salonen 1.8.2012)

In the atmosphere described above, the MIMO students very rarely had to
spend time and energy on the typical classroom disciplinary actions that are
part of a Finnish teen (and especially teen boys) teaching environment. The
youths themselves created this inner self-governing.
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It is interesting to compare this experience the students had to an interview
with Royston Maldoom in the documentary film Rhyshm Is It. He comments
on discipline in the Western sense of the word in the work he has experienced
with young people.

Today, I thought I was very easy with them, compared to how hard I can be,
because I really care about discipline. We may try to pretend that discipline is
unimportant, but this is not fair to them, because in life we need discipline,
whatever we think about it. Very often it begins by coming from outside
imposed and then it must become our own discipline. Without it, none of us

has any kind of future. (Rhythm Is It 2004.)

The following example from the dance workshops demonstrates that non-
traditional learning is perhaps an alternative to the traditional Western
approach to classroom discipline.

One time when we were trying to engage the group, we realized there was
one boy who maybe did not speak English or Finnish. So then we thought
that maybe he is just having fun to watch us because he was not interrupting
the class or doing anything annoying. He was just sitting quietly. And then
after the workshop session, he came to thank us for the workshop! So we
thought that maybe he got something valuable by just sitting and watching.
(Lehtomaa and Salonen 1.8.2012)

The students were sensitive to observing the young people sitting on the side.
In a traditional situation, an insecure teacher could very well think: “He or she
doesn’t like the class.” Yet learning occurred, although the observers were not
physically participating.

At the Red Cross Pansio Group Home there were more young men than
women participating in the workshops. In a separate MIMO dance initiative,
workshops held at Vimma (Turku City Art and Activities Centre for Youth),
it became clear that, for example, in Somalia boys and girls from Islamic
families do not have any kind of physical education and if they had any kind
of movement education the boys and girls would be separated.

One cultural contextual point experienced in the workshops is the need of
belonging and participating in the dance and movement and the confusion when
suggested that you should watch when others perform: “Why do we have to sit?
What are we doing and, why are we watching? We should be a part of this!”
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When they had made movement studies or small compositions and we split
the group in half, so one group could watch the other group’s material, they
really did not understand the point why they would sit on the side and warch
the other group. For them, this is not the way they are accustomed to work or
learn. So they understood with all the movement materials and exercises that
they were part of the larger group ... that they were a group and dancing
together and seeing the group in the picture together was important, but
what someone else sees outside the group does not matter. Maybe it is part of
their cultural background because I think they are used to being in a group
when one dances ... The point of dancing is to be together, that everybody
is gathering in a group to be together. And that this was definitely not a
performance in the way we think of as a performance. This may also be
the reason they even thought the entire workshop was a bit strange. (Joffs
1.8.2012)

FINAL WORKSHOPS AND REFLECTIONS

In the final spring term dance workshop at Pansio Group Home there were
ten participants: one young woman and the rest were young men. After the
workshop the students proposed an open discussion so that those who were
there could share their experiences. They also showed photos taken during
the earlier workshops as part of the project’s process documentation. The
participants thoroughly enjoyed looking at the photos of themselves.

First, we decided that maybe it would be better not to express feedback
verbally that much because there is the language barrier. But from this
limitation concerning language we have developed some ideas and methods
in ways to give feedback in a manner we had previously not been thinking.
The main concept about this is that the participants can reflect their
feelings and thoughts about the exercises and studlies they have experienced.
(Lehtomaa 1.8.2012)

During the summer of 2012, the students continued offering movement
workshops upon the invitation of the Red Cross staff. This was a concentrated
period of two weeks where they hoped to focus upon a deeper development
by meeting more often and with a returning group of the asylum seeking
youth. Because the young people were now on a more relaxed summer
schedule, it was challenging to engage them. So the three MIMO students
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simply gathered as many interested young people as they could each time they
arrived at the Pansio Group Home. They also learned that traditional methods
of disseminating and distributing the workshop information and schedules,
primarily through posters or flyers, did not function in the manner they had

hoped.

The youth are not used to having calendars, organizing their time as we
think in Finland or in the West how we organize time. So the numbers, the
dates, they did not mean a thing ro the young people. (Lehtomaa 1.8.2012)

One of the dangers in all project work is that the workshops exist, the
experience happens, and then the question is: ”What happens when the project
has ended?” The EU funding for the MIMO project will end towards the end
of 2013. Therefore it is critical that a footprint” is left. A major question
for the three students was “How do you continue going forward with all the
experience and information you have developed?”

We were just yesterday speaking about the future, our continuing co-
operation. We have been growing together, getting new ideas all the time.
After every workshop session we are talking and thinking “and then we
could do this and then we could expand it there”. (Lehtomaa 1.8.2012)

One of the students is even planning to suggest an on-going position at the Red
Cross Reception Centre to be able to develop further the workshop materials
created during the MIMO activities.

Executing the dance workshops and the gained feedback from the young
participants and the Red Cross staff has given the students many new ideas and
thoughts to be processed after the dance workshops. They were also strongly
of the opinion that having just one person from the host organization’s staff
with a passion and commitment to the provided dance workshops makes their
efforts worth their while.

I feel very positive about this project and the work we have now completed.
[ think I have learned a lot from them. Yet it is often frustrating not being
able to tell them how well they are doing, how amazing they are, what
amazing things they do and how attentive they are to each other. But from
the feedback that we received from them I think they understand that they
are doing something good and they have gotten something positive out of the
experience. (Joffs 1.8.2012)
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The students have been able to create an environment of honesty and trust
impacting in a positive manner upon the youth participants’ otherwise rather
unstable lives. They have been on the front line, they are the interface between
the MIMO project and the young people with everything they do.

Im so happy every single time I come back to work with the kids, it
indescribable! I think some of those participating or hopefully all of them
are also getting something positive out of this because I saw one of the
youth participants written interview Annika has done in English with the
group in Pansio. One young girl from the Pansio Group Home, an asylum
seeking youth, wrote about her experience in the MIMO dance workshops.
Paraphrasing what she said: “In these dance workshops, it was one of the first
times in the past number of years that I could think about who I am now
and my future, not about my past...” I think that’s the most incredible type
of feedback we can receive... and also how remarkably positive an impact
our work has had upon these young people. (Salonen 1.8.2012)

To conclude, there are always challenges in creating new art-based methods.
However, the creative work, the youth participants making wonderful
movement exercises, the improvisational group works and the positive group
dynamics are worth the effort. The creative level of what the asylum seeking
youth were doing was so honest, even from a strictly performance point of
view.

REFERENCES

Finnish Ministry of Education and Culture 2013. Cultural diversity and access to
culture. Website. Accessed on 25.3.2013 at http://www.minedu.fi/ OPM/Kulttuuri/
monikulttuurisuus/?lang=en.

Rhythm Is Tt 2004. FILMZITATE | FILM QUOTES. Accessed on 25.3.2013 at http://
www.rhythmisit.com/en/content/downloads/interview_PDFs/RHYTHMISIT _int_kids_
filmzitate.pdf

Zepter, A. L. 2009. Dancing for Learning Skills?: An Interview with Royston Maldoom. The

International Journal of Learning, Vol. 16, No. 2, 494. Accessed on 25.3.2013 at http://www.
worthaus.com/Worthaus_ NEU/Dancing%20for%20learning%20skills. pdf.

212 Reports from Turku University of Applied Sciences 175









EXPERIENCES OF
MULTIPROFESSIONAL
ART-BASED WORK WITH
YOUNG PEOPLE






Saana Radisd
MIMO Steering Group member, Raisio Family Support Centre, Child Welfare
District of South-Western Finland

From the perspective of alternative care in child welfare, multiprofessional
work is essential to high-quality child welfare work. Co-operation between
professionals creates conditions for new ways of working with children and
young people. Working with individuals as well as groups — such as those
created for the MIMO project — offers an opportunity to process emotions
and experiences, even in difficult life situations. Art-based methods often
work in situations that could be difficult to express or put into words in
other ways. Diverse knowledge and skills, methodological competence and
the combination of social care and arts produce good results in working with
groups. Feelings of belonging are important for children and young people in
child welfare. The support of the group, strong team spirit and mutual trust
serve each member of the group. New methods are always welcome in the
supervision of peer support groups, for example.

The situations of families and the goals of rehabilitation are increasingly
diverse and challenging, which can make new collaboration within different
frameworks very fruitful. Professionals of social services often have good
psychosocial abilities to make use of their expertise for instance when working
with young people with special needs. Art professionals are familiar with
art-based methods and the fundamentals of creative work. In my opinion,
the ideal way of working in pairs is based on combining competence in art-
based methods with expertise in working with the target group. At its best,
collaboration of this type results in a shared understanding of the work as a
creative process and goal-oriented action. Working with young people calls for
an ability and the courage to openly face their world.
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STREET OF HOPE | — CTM’S THEATRE
CLUB FOR YOUNG PEOPLE TAKEN
INTO CARE

Minna Haapasalo

ABSTRACT

This article discusses a theatre club for young people in care that was organised
as part of the MIMO project in 2011. It presents the background and goals of
the club as well as its ways of working, focusing on successes and challenges in
an art-based project. The article includes excerpts from the instructor’s notes
and the play Zoivolantie 1 (“Street of Hope 17). In addition, the process is
evaluated from the perspective of the employees who participated in organising
the club, and the article also presents observations on working with young
people in child welfare. The article highlights background factors that are
important to take into consideration when planning and organising theatrical
activities for children and young people in child welfare. Of the prerequisites
of a successful art-based project, the article focuses on the careful planning of
operations, group routines, the creation of positive experiences, sufficiently
small groups, co-operation with employees of the partner organisation and
the role of instructors in enabling the work. Finally, the article provides a list
of suggestions for instructors of art-based groups working with children and
young people who have been taken into long-term care.
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Pena: Number one Street of Hope — an ordinary building in an ordinary
town in Finland.

Kyllikki: Or it may appear so. ..

Tero-Anneli: ... but its not, for something strange is going on in Apartment
13.

Susan: Theres no name on the door. ..

Pena: ... but the lights are on.

Rasse: You can hear the door, but you can'’t see anyone.
Pena: You can hear strange noises from the apartment.
Kyllikki: Is it a man?

Susan: Or a woman?

Tero-Anneli: Young?

Rasse: Or old?

Kyllikki: Human?

Rasse: Or animal?

Susan: Dead or alive?!

Tero-Anneli: All this will be examined by the Street of Hope investigation

unit.

EVERYONE: TEAM HIGH HOPE!
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STARTING POINTS

A theatre club with the goal of producing a performance was organised in
the MIMO project in collaboration with CTM Social and Health Services
during 2011. CTM is a private company providing child welfare services that
runs four small group homes for children and young people in south-western
Finland. The children and young people in the small group homes have been
taken into long-term care. Seven of the residents of the CTM small group
homes participated in the MIMO theatre club for young people in child
welfare. I wrote the following introduction in early 2011:

A Very Official Introduction to the Club

In the club, young people take part in self-expression exercises using their
voice and body as well as in role-playing and performance exercises. They
learn and develop self-expression skills and abilities and create backgrounds
for their characters. The club will produce and rebearse the play Streer of
Hope 1. The participants will contribute to the creation of the content of
the performance. The play will be performed ar Koysiteatteri, the theatre
of the Arts Academy of the Turku University of Applied Sciences. It will be
performed for guests invited by CTM on 24 November 2011. The second
performance will take place at the “Night of Disappearing Art” event at the
Vimma Art and Activity Centre for Youth on 2 December 201 1.

Art and cultural activities have been proven to affect well-being in ways that
construct identity and strengthen a sense of community (Liikanen 2003,
2010). In child welfare, art-based activities have been proven to prevent social
exclusion and encourage participation (Bardy 2002, 10-14; Paananen 2004;
Savolainen 2007; Liukkonen 2010). Actualised participation means that an
individual has a sense of belonging, being understood and having an impact
on matters related to his or her life. As an activity-based method of expression,
theatrical expression can encourage participation and reinforce individual
and communal experiences. In addition, participating in theatrical activities

can change the participant’s outlook on reality and life in a broader sense.
(Hikimies 2005, 148; Liukkonen 2010, 115-116.)

Participation in theatrical activities is often a therapeutic experience for the
provider of the activities as well as the participant and the spectator who
experiences the performance (Komulainen & Sutinen 2011). Therapeutic
experiences are healing experiences that can take place in relation to the self,
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other participants and the world. However, theatrical and dramatic work are
not therapy. They become therapy only if an instructor with therapeutic or
psychotherapeutic training consciously works with a group or an individual
client in accordance with therapeutic goals. In such cases, dramatic methods are
used to increase the client’s self-understanding, process the client’s experiences or
create healing experiences. (Hikidmies 2005, 153.) The latest theatre production
related to child welfare in Turku that attracted publicity was the play LVR — How
to Survive an Institution, which was performed at Turku City Theatre as part
of the Myrsky project in the autumn of 2012. Each art project is a journey of
exploration where the effects and the achievement of goals cannot be predicted.

In my experience, theatre as a form of activity is well suited to working with
children and young people in child welfare. With this target group, the elements
of theatre can be explored just as with any other group. In practice, however,
instructors are required to have an understanding of the special features of this
target group. The well-being and environment of children and young people
in child welfare differ from those of average children and young people. They
have often been neglected, and it may be difficult for them to trust an adult.
They are often severely traumatised, which lends special features to theatrical
activities. Most children and young people in child welfare come from families
where they have experienced many sudden changes in relationships, places of
residence and everyday environments. Their circumstances have often been
marked by poverty, unemployment, domestic violence and substance abuse as

well as various psychological and social problems. (Paananen 2004, 58; Taipale
2006, 168-169; Heino 2009, 61-63.)

Before Street of Hope, CTM had participated in the Zzika project, which
modelled the adoption of art-based methods in workplace communities. The
company was interested in continuing and developing art-based activities after
the Taika project. In other words, the foundation for co-operation had already
been laid, even though the participants — both adults and children — changed
in part. For me, the theatre club in the Zaika project had offered positive
and educational experiences of working with children and young people in
child welfare. As a result of that process, I had the courage to state with Jussi
Sutinen that art-based methods can have therapeutic effects in child welfare
(Komulainen & Sutinen 2011). Compared to the previous project, I sought to
limit the number of participants in the theatre club in the MIMO project. In
addition, I developed the process by carrying out more planning and writing
before the first rehearsals.
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From the very beginning, the participation and strong interest of CTM’s
highly motivated employees in art-based activities played a key role in the
operations of the club. I met our contact person before the process began,
and we agreed on the general guidelines and talked about the content of the
performance. At our meeting, we decided that the activities of the club should
be goal-oriented and the participants should take the work seriously. After
the play project in 2010, some young people had hoped that they would be
given more lines than the performance included. I took these concerns into
account when planning the implementation of the club. At our meeting, we
also agreed that I and my assistant would be responsible for producing the
play, because we were theatre instructors by training, and CTM employees
would be responsible for the members of the group. In other words, they
would be responsible for providing discipline and addressing any disruptive
behaviour in practice.

The idea presented by Hannu Heikkinen (2005) of multilevel learning and
growth through theatre and drama was reflected in the ambitious goals of the
club. I wrote down the goals at the beginning of 2011.

Our Very Ambitious Goals

Learn through theatre and drama:

*  Improve participants’ self-knowledge and self-esteem

*  Improve participants’ ability to concentrate

»  Improve participants’ social skills (listening skills, group skills)
Encourage participants to express themselves

Learn from theatre and drama:

»  Learn and develop vocal and bodily expression abilities

»  Learn about being a spectator and a performer

*  Learn about being in a role

o Learn about the performance production process
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The careful planning of the group’s work produces the boundaries and
structures necessary for the development of a sense of security in the group. Key
concerns include regular meetings and a prearranged timeframe for the work.
(Savolainen 2007, 162.) The CTM theatre club was intended to meet five
times during the spring and 13 times during the autumn of 2011, including
performances. Each meeting lasted for 1.5 hours. In the autumn, the group
met on a weekly basis, and a little less frequently between March and May. All
of the planned meetings took place. In addition, a meeting for the instructors
and employees was held at the beginning and end of the spring and autumn
seasons. The two seasons differed in terms of focus and duration. In the spring,
the focus was on group building and familiarising the participants with the
world of the play and the basic premise of the play. In addition, the goal was
for the participants to create content for the script. In the autumn, the goal
was to rehearse the play for performance.

The work of the theatre club was followed by a documentary team of
three: a cameraman, sound recorder and director. With the director of the
documentary, we agreed that they would attend each meeting and that the
cameraman and sound recorder would not change, if possible. Overall, we
wanted to keep project staff turnover as low as possible. The material captured
by the documentary team was later made into a documentary for the MIMO
project. Each participant also received a copy.

WALKING ON STREET OF HOPE — GROUP BUILDING

When working with children and young people who have been taken into long-
term care, an instructor should be prepared for the participants being highly
dependent on the instructor for the entire life cycle of the group. They will need
constant guidance and support in order for the group to progress and not get
stuck in the early stages of the group building process. If the group does not
progress beyond the early stages, the participants will target their feelings of
attachment exclusively at the instructor or other adults instead of other members
of the group. In such cases, the group’s operations may be marked by a certain
feeling of insecurity throughout the process (Kopakkala 2011, 45-67).

In the early stages, it is always extremely challenging for the participants
to commit to the activities. After the launch, it may take a long time for

the group to become established. Aili Savolainen (2007, 163) describes her
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dramatic process as follows: “It was only after several months that the group
could be regarded as having become established: the meetings were attended
regularly by six girls, who began to develop something of a team spirit
and care about one another”. We also addressed issues related to making
a commitment and participating in a hobby at all of our meetings in the

spring.

In terms of the group building process, the meetings in the spring were marked
by the formation of the core group. A slightly different group of young people
and adults attended each meeting. Fortunately, some of the participants
attended all meetings, creating a sense of continuity. Some participants found
it difficult to concentrate on the exercises. With the exception of the last
meeting, a fair amount of energy was spent on ensuring peaceful working
conditions. When working with a restless and constantly changing group, an
instructor must support the group with his or her guidance and presence. The
instructor must have an ability to tolerate chaos and opposition on the part
of the participants. (Kopakkala 2011, 66.) Some of the participants may seek
to become very close with the instructor, looking for individual attention,
in which case the instructor must know how to divide his or her attention
between all of the participants.

Creating a safe operating environment is one of the elements of favourable
growth and development (Liukkonen 2010, 117). We sought to keep the
rehearsal space as similar as possible at every meeting in the spring and in the
autumn. In the spring, the furniture in the rehearsal hall was always organised
in the same way, with a picture of the Street of Hope 1 building drawn and
the opening line of the play written on the wall. The opening line was: “This
is number one Street of Hope. I live here.” We practised saying the opening
line of the play in different ways at our very first meeting. These exercises
eventually constituted the first scene.

The instructor’s duties include creating routines and setting boundaries.
Routine habits keep the group together. (Hikimies 2005, 149.) In the spring,
the participants were familiarised with the rhythm of theatre rehearsals. We
sought to always keep the rehearsals similar in terms of content: warm-up
exercises, improvisation exercises, scene rehearsals and closing. In the spring,
each meeting began with warm-up exercises, with the group standing in a
circle. We performed something each time. In other words, we served as
both spectators and performers, becoming familiar with watching and being
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watched. At the closing, we always sat in a circle with our backs facing the
centre and took turns in saying in one word what had been memorable about
that particular meeting,.

The goal for the first meetings was getting familiar with being in a group and
being filmed for a documentary as well as creating traits for our characters
and taking the first steps in developing self-expression abilities. At the first
meeting, I presented the topic of our play — that is, the fictional framework for
our work. I presented the idea of the play along these lines:

The name of the play is Street of Hope 1. You will be playing a group of
young people living in the building. The building appears to be ordinary,

but something strange is going on in Apartment 13. Your characters want
to find out what is going on there. They have a team of their own, TEAM
HIGH HOPE, which takes on the case. The play still needs an ending,

which you will help create. Today, your task is to decide what the name of
your character is, how old your character is and who he or she lives with. You

will also need to come up with one thing that your character likes. You can

change any of these during the spring, but today the idea is to write down

the first ideas that come to mind.

Rehearsals of Street of Hope I were set in motion during the five first meetings.
At the same time, we encouraged the young people to participate and
contribute to the content of the performance. At nearly all meetings, I had
them do exercises that would help them come up with ideas and details for
the script. Everyone came up with a name and created a background for his
or her character. At every meeting, we also read or rehearsed scenes that I had
written in advance. The participants were nearly always able to concentrate on
reading the scenes. However, beginning the rehearsals and warming-up proved
to be challenging. At first, I thought this was because some of the participants
changed at each meeting. Later, I discovered that the problems persisted even
when the group had remained unchanged.

I had usually planned more exercises for each meeting than we actually had
time for. At times, the exercises I had planned were more demanding than
the group was capable of. At each meeting, I varied some of the exercises on
the go to adjust them to the situation. From the beginning, the purpose was
to focus on the production of the performance through goal-oriented action.
On a few occasions, we had to stop all activities because of the participants’
behaviour. In these cases, we tried to pick up from where we left off as quickly
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and as smoothly as possible. At the first meetings, the goal was to make the
group work together through various exercises, encourage the participants to
use physical contact and help them become familiar with performing. In this
stage, | abandoned exercises that would have required the participants to move
individually in the space. I noticed that the participants found producing
movements without speech to be too abstract and unsafe. However, the
following exercises worked:

Moving in a space and responding:

* 'The participants recall what it means to be still. They are walking
freely in the space, here and there. When the instructor says “still”,
they freeze on the spot like an ice statue.

* The participants learn how to respond and collaborate. They are
walking in the space. When the instructor says someone’s name,
that person stops and the others form a line behind him or her as
quickly as possible.

* 'The participants learn how to listen and respond as a group. When
one of the participants stops, the others form a line behind him or
her without the instructor. Any member of the group can decide to
stop. However, two participants cannot stop at the same time.

From a line of statues into a performance:

*  'The participants form two mixed groups of children and adults. The
instructors are with the groups, providing guidelines. Each member
of a group is assigned a number: 1, 2, 3... This is the order in which
they will form a line of statues. Person 1 stops and assumes a pose.
Person 2 stops and assumes a pose in relation to person 1, with a
small or large area of his or her body touching person 1. Person 3
stops and assumes a position in relation to person 2, etc. The groups
form a line of statues for an audience. This exercise is similar to the
previous one, with the exception that the statues must be facing the
audience. One of the groups will perform, and the other one will
watch.

At its best, being in a role makes it possible to examine different perspectives
and operating models. Acting and speaking in a role creates a distance from the
self and makes it possible for the participant to expand his or her opportunities
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for action. Being immersed in various roles can also enable the participant
to experience his or her uniqueness and autonomy. (Hikidmies 2005, 155;
Liukkonen 2010, 120—-121.) At the theatre club, the actors in the main roles
created their characters and costumes. By the fourth meeting, everyone had
decided what his or her character would be like.

In an improvised scene, we ended up in a situation where Kyllikki, a comical
grandmother character, had a husband, whose clothes had been stolen.
Kyllikki insists that the young people in the building stole the clothes. The
young people are played by young people participating in the theatre club. In
the rehearsals, we created scenes where the characters tried to find out who had
stolen the clothes. When planning improvised scenes, I always made sure that
each participant was working with an adult, creating ideas and rehearsing the
scene. The scenes were performed to the others immediately. The improvisation
and scene exercises were usually intensive experiences. The participants serving
as the audience watched the scenes intently and were genuinely interested in
others’ performances. In this stage, the more responsibility the participants
were given and the more time to work with an adult, the more smoothly the
activities ran. Two of the scenes created by participants in the rehearsals were
included in the play unchanged. The first scene was created by an employee
and a participant playing one of the main roles:

Kyllikki and Rasse meet; Rasse has an alibi:
Kyllikki: (to the audience) This is Rasse. Hes a horrible hooligan.
Rasse: (to the audience) This is Kyllikki. She’s crazy.

Kyllikki: (to the audience) Rasse lives with Jonssi, and they make terrible

noise.

Rasse: (to the audience) Kyllikki makes unbelievable noise. Someone stole
her husband's clothes while I was skateboarding.

Kyllikki: Yes, you were, and you were making terrible noise when we walked
past with my husband Einari. I guess you didn’t steal the clothes, after all.

Rasse: Why were you blaming me, then?

Kyllikki: Because I know you have stolen something!
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Rasse: 1 will not listen to this. I'm out of here. (leaves)
Kyllikki: Hooligan! (leaves)

The second one was created by a young girl. In the spring, the other role was
played by an adult. In the performance, the role was played by a participant.

(Pena is “interrogating” Susan on the theft of the clothes of Kyllikkis late
bhusband, and it turns out that Susan saw the thieves.)

Pena: And your name is...?

Susan: You know my name. Susan.

Pena: Address?

Susan: Street of Hope 1, Apartment 24. You know that as well!
Pena: Pets?

Susan: Peppi. Totally unrelated!

Pena: Favourite colour?

Susan: Could we finally get to the point? I saw thieves carrying clothes out
Sfrom Kyllikkis apartment.

Pena: What did they look like?

Susan: One was bald, and the other one had long hair. Both had tattoos
and dirty clothes.

Pena: When did this happen?

Susan: Last night at eight.

Pena: Did anyone else see them?

Susan: I don’t know, because I didn’t see anyone else.
Pena: Thanks for this, Susan. You can go now.

Susan: Bye-bye.
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At the last meeting of the spring, we reviewed all of the scenes we had created
and started preparing for the autumn. At first, we acknowledged that four
participants who had attended the club sporadically would no longer continue.
A total of seven young people participated in the club in the spring with varied
attendance. We also reviewed what we had rehearsed by that point and read
the scenes we had completed. All of the participants were given the script for
summer reading. We also organised a little celebration with discussion and
delicacies. This time, the group worked well. We were even able to finalise one
scene and the related choreography. All of the participants were motivated and
enthusiastic. The theatre hobby could be expected to have an impact on the
remaining three participants. It was easy for them to engage in self-expression,
and their theatrical skills showed potential for improvement.

At the final meeting of the spring, it was discovered that there were still children
in the small group homes who would like to join the club. CTM wanted to
include as many children as possible. At the meeting, we agreed that new
participants would join the theatre club in the autumn and they would be
given less demanding roles as band members. They would meet the musician
who participated in the club before the first rehearsals in the autumn. The
documentary team added a distinct flavour to the work. At first, the participants
were a little nervous of the camera, which may have affected their ability to
concentrate. On the other hand, the camera crew contributed to the young
people’s feeling that someone is genuinely interested in them. This probably had
a positive effect on the young people who were strongly committed to the club.

STREET OF HOPE COMES TRUE — REHEARSALS, REPETITION
AND APPLAUSE

In the early autumn, three young people who were committed to producing the
play as well as two child welfare workers and a musician continued to attend
the club. Four new participants attended the fifth meeting of the autumn and
were cast as the band in the play. During the autumn, we rehearsed the play for
performance and performed it twice to different audiences at different venues.
The main goal for the autumn was making the performance as stable and finalised
as possible. A successful performance was a prerequisite for positive experiences.
In addition, the goal was to improve the self-expression abilities, concentration
ability and social skills of the participants through the rehearsal of scenes.
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The participants who had attended the club in the spring had contributed
to the content of the performance. In other words, they were familiar with
the world of the play, unlike the new performers. I had decided to write an
ending that would reflect the new situation: at the end of the play, it would be
discovered that a musician was practising with his band in Apartment 13. The
musician and the band would be included in the story and the final scenes.
This would allow them to participate to an extent they felt comfortable with
after their short learning period.

My plan for the autumn was to rehearse scenes intensively. At the same
time, we practised systematic long-term work as well as remembering and
repeating lines. We practised the lines and movements of each performer
in the order they would appear in the performance. Starting from the
beginning, we rehearsed a short part of the play and repeated it a few times,
even though the participants often found the repetitions to be tiresome. At
the first meetings, we did warm-up exercises using balls, but then decided
to start rehearsing the scenes right from the start of the meeting. In other
words, we began to solely focus on producing the performance. For the first
meeting of the autumn, my ambitious plan was to reflect on the part of the
play we had created and rehearsed in the spring. This was not possible, as
only one young participant was present at the beginning of the rehearsals.
This served as a reminder of reality: it is not always easy to go back to a

hobby after a long break.

At the second meeting, things ran more smoothly. All of the participants were
in attendance, and we were able to rehearse much more than I had planned.
We used two instructors, with one of them rehearsing a different scene in
another space at times. The group was able to focus, and the rehearsal and
review of new scenes took place relatively smoothly. We were able to achieve a
great deal and progress quickly. My goal was to enable the participants to get
an overall idea of the play as soon as possible. I thought that this would make
it easier for them to remember speech and actions. At the third meeting, we
rehearsed entirely new scenes and went through the entire play. At the fourth
meeting, we rehearsed scenes without the performers having the script in their
hands. A director student served as the prompter, helping the performers
remember their lines. We made progress, even though the participants had
some difficulty concentrating. Beginning rehearsals was difficult throughout
the autumn, and after a few moments of full concentration the performers
often began to have difficulty remaining focused. On the other hand, the
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repetition began to work as intended: the performers became familiar with
the performance as a whole and the order of events and gradually began to
remember their lines in conjunction with actions.

In mid-October, four new participants attended the rehearsals. The musician
had prepared simple accompaniment tasks for the band, and sounds had been
added to the music composed by the musician. The greatest challenge for
the band members was to produce sounds in the right places and otherwise
remain silent. I had intentionally placed the band to be seen on the stage, as if
they were in Apartment 13. We discussed how the band is present and visible
even though it is silent. The new participants were interested in the cameras
and enthusiastic about performing in front of them. It became evident that
participation was very important for the four new members of the club.

When the performances drew nearer, all means were used to ensure that the
performers would be able to rehearse the entire play and remember all of the
lines. The performers had to push their limits. The final scenes were among the
last scenes we rehearsed before the first performance, and the band members
were given new lines. The following is an excerpt from the final scene:

Band member 1: What is all the shouting about?

Band member 2: We are trying the practise here. Could you try to keep it a
little more quiet?

Pena: Practise what? Where?

Band member 1: In Apartment 13, at Rampes.

Band member 2: We're having band practice.

EVERYONE: APARTMENT 13!

Rasse: And who is Rampe?

Pena: And who are you?

Band members 1 and 2: RAMPE — someones here to see you!
(Rampe enters through the middle, as the others make way.)

Susan: What?!
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Pena: Thats what he looks like!

Rasse: Are you the criminal?

Rauno: What criminal? I'm Rauno Laine — call me Rampe. I'm a musician.
Pena: Oh... well... this... must be for you. (hands over a letter)

Rauno: Thanks! Its a fee for a gig. I've been waiting for it.

(The other band members approach.)

Band member 3: What' taking you so long?

Band member 4: We were jamming.

Rauno: Ob, yes, we were practising for a gig. A lot of gigs. The name of our
band is Rauno Laine and the Strange Noises. Have you heard?

Tero-Anneli: Yes, we have heard a lot of strange noises, but a band, in
Apartment 13... this is new.

Susan: This explains it all.

Pena: (to Tero-Anneli) Your goat went crazy because of band practice.
Rauno: Come and listen!

(goes behind the piano; the others gather around him)

The performances and the related elation were the most rewarding experience
for the participants and the element that most strengthened their self-esteem
in the process. On the day of the first performance, we briefly went through
the main points, and then a large group of guests invited by CTM filled
Koysiteatteri, the theatre of the Arts Academy of Turku University of Applied
Sciences. There were about 130 people in the auditorium: family members
of the young performers, social workers, therapists, doctors and teachers as
well as young people and employees from CTM’s small group homes. The
performance was an important event for the entire CTM community, offering
an opportunity to see familiar young people and employees on the stage. CTM
had arranged a Christmas meal after the performance, which made the occasion
even more festive. A small local newspaper covered the event, which was also
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attended by a journalist from Talentia, a national professional magazine. The
attention from journalists and the questions asked by them clearly boosted
the performers’ self-esteem. The huge applause after the performance was a
wonderful experience for the young people and adults alike.

A week later, the performers needed a great deal of support and motivation
from the instructor when preparing to perform the play at a new venue. The
second performance took place at the Vimma Art and Activity Centre for
Youth at the Night of Disappearing Art event in the centre of Turku. The event
was part of the MIMO project. We held two rehearsals at the new venue,
becoming familiar with the shape of the new space, which was different from
that of the first venue. The performance was a huge success in the opinion of
both the audience and performers. Significant encounters took place, with the
parents or grandparents of some of the performers being in the audience. After
the performance, the participants were awarded diplomas. The following is an
excerpt from one of the diplomas:

The theatre club engaged in various self-expression exercises and intensively
rehearsed a play. As one of the actors, you made a significant contribution
to creating content for the play. You created your character and wrote many
lines.

You showed special commitment and talent as an actor at the rehearsals and

performances. You learnt your role and adopted instructions very quickly.
You were able to surpass yourself even in difficult situations and conquer the
stage. You are a natural performer.

WHAT HAPPENED ON STREET OF HOPE? EMPLOYEES’
PERSPECTIVE

After the performances, we held one last meeting to discuss the process with
the CTM employees who participated in the theatre club. They brought up
the young people’s positive development and experiences of success during
the theatre club. They found it to be important that the young people became
visible in many ways and received positive attention at the club. According
to the employees, the theatre club was a significant experience for all of the
participants and strengthened their self-esteem.
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Inspired by the club, one of the young participants wrote and rehearsed a
performance for the Christmas celebration at a small group home. For this
participant, the club was a place that reinforced positive personality traits and
fostered natural talent. For the shyest participant, the theatre club was a place
for major development. The participant learned how to use their voice and
body in front of a large audience. The theatre club inspired the participant to
write a play for relatives. One of the participants sought less negative attention
after the project, after having received a great deal of positive attention at the
theatre club. The performers were praised and thanked for their wonderful
performance. Along with audience reactions, this made the young people
feel supported. The band members felt that their contribution was important
as well. Performing for parents and grandparents was significant for all of
the participants. However, some were disappointed not to see their family
members in the audience.

The adults who performed in the play received plenty of positive feedback
from young people who saw the play. The employees considered it to be
significant that the children and young people could see them in a different,
more relaxed role than in the small group home. The club allowed one of
the employees to spend more time with the young person whose personal
counsellor this employee was. Their common hobby served as a unifying
factor, bringing a new kind of communication to their relationship. The
presence of the documentary team seemed to make the club feel even more
significant. The participants soon forgot about the camera and behaved as if
it were not there. Based on the feedback discussion with the employees, it
can be stated that the theatre activities created experiences of being successful
and being seen, thus strengthening the participants’ self-esteem. In addition,
the club improved the participants’ self-expression skills. The training also
provided them with experiences of being supervised, acting in accordance with
instructions and working in a group. Young people in child welfare often have

difficulty developing these skills.

In my opinion, the successful completion of projects of this type requires
sufficiently small groups, a sufficiently large number of regular rehearsals
and smooth co-operation with employees of the partner organisation. It is
important that the employees are motivated to participate in the activities. At
their best, the activities can become the common hobby for the instructors
and the children, enabling them to interact in a different way than they do in
daily life at the small group home.
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DO THEATRE CLUBS GIVE HOPE? OBSERVATIONS ON THE
WORK

The background and conditions of children and young people within child
welfare must be taken into account when planning and implementing theatre
activities. Referring to a study by Daniel Hughes, Marjatta Bardy (2002,
10-11) provides a good description of how experiences during a child’s early
attachment relationship create the foundation for later life and the “position”
in relation to the self and the world. Insecurity related to the early attachment
relationship or a fragmented early attachment relationship can lead to social
exclusion. Exclusion prevents the child from accessing the resources within
him or her and in the community. Insecurity and exclusion are manifested
in many ways, such as low self-esteem, disruptive behaviour and inability to
accept positive feedback as well as emotional coldness. The child often seeks
to recreate familiar circumstances where he or she is mistreated. Above all,
according to Bardy, the child needs emotional recovery, where theatre and
other art-based activities can be useful.

Theatre activities make it possible for participants to experience various
emotions, and dramatic work can reinforce both positive and negative
experiences and emotions (Hikdmies 2005). For this reason, it is important to
create and reinforce feelings of accomplishment and focus on finding solutions
and shared experiences of recovery at the level of rehearsals and the content
of the performance. In addition, humour is an important element when
preparing scripts for rehearsals and performances.

The role of the instructor is to set boundaries and regulate chaos and control.
Setting boundaries and sticking to them creates safety. In addition, the
instructor must always seek to maintain a positive atmosphere and treat every
participant approvingly. (Paananen 2004, 64—65; Hikidmies 2005, 148—150.)
The instructor or the participating adults should have the main responsibility
for creating content and the form of content. For sections with the goal of
encouraging participation, it is good to prepare exercises that are easy to
understand and that allow the participants to create their own content. In
my opinion, the inclusion of traumatic events suggested by children in the
performance should be filtered, even if the ideas are presented and approved
in the rehearsal stage. Reproducing a traumatic event in a performance is not
necessarily therapeutic. In addition, it is important that the instructor selects
such elements from the material produced by the participants that does not
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reveal too much of a child’s personal experiences. The participants’ anonymity
must be protected at the level of the content of the performance. In this respect,
the nature of theatre and drama to create distance is a useful tool. Fiction is a
basic structure that creates a sufficient distance from the participant’s everyday

reality.

In this process, my purpose was to create a fictional performance that would
include problems and suspense, but also provide models for co-operation and
experiences of success, above all. A key element in dramatic activities, fiction
can enable changes to take place in a participant’s self-identity and world of
experiences. Constructing purposeful fiction for a group is one of the key tasks
of an instructor. Fiction enables participants to experience things that do not
seem possible in everyday life. Actions repeated in fiction — both in rehearsals
and in performances — can reinforce a sense of agency in the participants.
(Heikkinen 2002, 119-120; Hikdmies 2005, 152.) Focusing on the positive,
at least in the final scene, is important in my opinion. “Hopefulness” was a
conscious choice in the script for this performance, beginning with the name

of the play.

The starting point for an instructor’s activities is to determine the form
and goals of the work for the group and the instructor himself or herself.
The form of the work carries meanings in itself: a view on life and people.
(Hikdmies 2005, 146-147.) In the theatre club discussed in this article, goal-
oriented work aimed at a public performance was a strong wish of the partner
organisation. This does not always have to be the case. Art-based activities do
not always have to be targeted at the general public, and it is not necessary to
always create a whole, a coherent performance. Theatre and drama can also
be about exploration in a group and focus on topics and exercises related to
the group building process. This time, however, preparing a performance was
chosen as the way of working. Performing for an audience serves to strengthen
self-esteem. In addition, preparing a theatre performance also gave form to the
practice of many skills.

Theatrical activities provide an opportunity to learn self-expression, which at
its simplest means reading in a loud voice lines that have been created on the
spot or written earlier. Theatrical exercises force the participants to focus on
the present moment, to listen — at least with one ear — to what the other is
saying and doing. Rehearsing serves to teach patience, shifting the focus to
the long term: the participants learn to memorise and repeat things. Theatre
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makes the invisible visible and gives shape to shapeless things. Being watched

can be a healing experience for the performer: an experience of being seen

and heard. At best, theatrical activities improve self-esteem and co-operation

abilities. Rehearsing and repeating hopeful acts in the theatre can create and

increase hope in real life.
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Susan: Its all beginning to make sense!

Pena: The strange noises were created by the band that practised at strange
hours.

Rasse: Now that the case of Apartment 13 has been solved...
Susan: ...we can focus on a new problem.

Pena: Something seems to be terribly wrong in our neighbouring building,
don’t you think, Tero-Anneli?

Tero-Anneli: Yes, doors appear to open by themselves, and my goat is sensing
something unusual.

Kyllikki: Vandals! I have known for a long time that the people in that
building are horrible. They scribble on walls and loiter about and stand in
the middle of the pavement so that there is no room for old people to walk
by. We know how to behave, but those scoundrels... We should call a hotline.

Susan: Theres no need, Kyllikki. There are more of us now.

(They gesture to the band members to come to them, and they all stand in a
circle, whispering for a moment, then turn to face the audience.)

Pena: Have no fear, the solution is here:

EVERYONE: TEAM HIGH HOPE!

(They all make their signature gesture at the same time, then stay there
standing for a while. Then they give each other high fives and leave the stage
as a group.)
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TIPS FOR THEATRE INSTRUCTOR STUDENTS WORKING
WITH CHILDREN AND YOUNG PEOPLE TAKEN INTO
LONG-TERM CARE

Moving On!

Plan in advance. Do as much as you can before meeting the group
for the first time.

Be flexible. Be prepared to give up your plans in rehearsal situations,
if necessary.

Create a structure. Decide on a clear structure for rehearsals and
performances and on recurring elements. Create routines from the
very beginning, even if they may be broken later.

Organise the space. Keep the space as similar as possible throughout
the project. If possible, include all elements (props, sets, etc.) from
the very beginning.

Arrange for support. Ask another instructor or an assistant to join
you. Support is important for instructors, as is an opportunity to
discuss the process.

Focus on the positive. In the content, favour providing solutions,
giving hope and focusing on the positive. Make sure to always
follow any criticism with encouragement and positive feedback.

Protect the performers’ anonymity.

Make a commitment and ask others to do the same. Discuss the
significance of commitment with all of the participants. Include
as few people as possible who are not able to commit to the entire
project.

Remember the rules. Stick to jointly agreed rules.

Do not set the bar too high. Keep in mind that not missing rehearsals
may be a major achievement for a participant, and anything on top
of that is only positive.

Include experts. It is good to have adults present who are involved in
the participants’ everyday lives and participate in the activities. These
adults are child welfare experts and have the ultimate responsibility
for setting boundaries for the children.
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“WE STILL BELIEVE: WE ARE
POWERFUL’ — EXPERIENCES
FROM THEATRE ACTIVITIES OF
UPPER SECONDARY SCHOOL
STUDENTS

Marja Kangas

ABSTRACT

Thearticle discusses co-operation between Turku University of Applied Sciences
and Juhana Herttua arts-oriented upper secondary school, implemented
in the MIMO project in 2011-2012. The co-operation consisted of three
components, the first two of which were the planning and teaching of a course
on rapid action theatre in spring 2011, and the planning and implementation
of a course on collaborative script writing in autumn 2011. Both of these
courses were taught by the author of this article. The third component was
the rehearsal process of a performance called Haistattelundytelmi eli rakas
paska maailma (“The F*** You Play — a.k.a. Beloved Shitty World”) in the
2011-2012 academic year, the artistic thesis of Hanna Vihiniemi, a student
of drama instruction. The young people who participated in the performance
and the course on rapid action theatre were interviewed for the article.

The article describes the background of co-operation and the starting points,
goals and processes of the courses. A wealth of practical examples are provided
of exercises carried out during the courses, and the young people’s experiences
of the performance rehearsal process, in particular, are presented in their own
words. The performance addressed themes that are important and topical
to young people, such as bullying, gender identity and mental health. The
overriding theme was self-acceptance. The interviews show how much the
young people enjoyed theatre as a hobby and how important it was to them.
In conclusion, the author discusses the value of art.
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We are teens

We are the ones who hang about the town in scanty clothes
We have bad manners, we are noisy, impolite, criminals
For us, fuck is not a word, its a punctuation mark

We are marginalised, unhinged, forgotten

We are depressed and suicidal

We are the future of this country

(From the first scene of Haistattelundytelma)

“LIKE NEVER BEFORE” AND OTHER DEFINITIONS OF
CO-OPERATION

In this article, I discuss co-operation between Turku University of Applied
Sciences and Juhana Herttua arts-oriented upper secondary school,
implemented in the MIMO project in 2011-2012. The article focuses
particularly on the process of the Haistattelundytelma eli rakas paska maailma
performance (hereafter Haistattelu). Haistattelu was the artistic thesis of Hanna
Vihiniemi, Bachelor of Culture and Arts, which she put on with students
of Juhana Herttua upper secondary school. The script included pieces of
writing created by students in a course on collaborative script writing, and
students were also the actors and musicians for this energetic performance.
The performance addressed themes that are important and topical to young
people, such as bullying, gender identity and mental health. The overriding
theme was self-acceptance. I interviewed students of Juhana Herttua upper
secondary school who participated in both the performance and the course
on rapid action theatre in spring 2011. All quotations that are not followed
by a reference are from these students. Until spring 2012, I worked as a full-
time lecturer at Turku University of Applied Sciences and a part-time teacher
at Juhana Herttua upper secondary school. Consequently, I write from the
perspective of a teacher involved in the project.
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The co-operation with Juhana Herttua upper secondary school implemented in
the MIMO project consisted of three components: the planning and teaching of
a course on rapid action theatre in spring 2011, the planning and implementation
of a course on collaborative script writing in autumn 2011 and the thesis process
of Hanna Vihiniemi, student of drama instruction, in the 2011-2012 academic
year. Both courses were taught by me together with Vihiniemi, whom I chose
from among the students of drama instruction. Vihiniemi had the opportunity
to commit herself to all of the three components, but an even more important
criterion for her selection was her personal enthusiasm — or perhaps I should say
passion — for working with young people.

LNB (Like Never Before) is a term which is every now and then referred to in
theatre studies at the Arts Academy of Turku University of Applied Sciences. The
term was first used by director Eero-Tapio Vuori and performing artist Julius Elo,
who were involved in the founding of Reality Research Center, an experimental
performing arts collective, in the early 2000s in Helsinki. They taught at the Arts
Academy at the beginning of the millennium. Although the term feels fresh, I
find it to be based on the aims of the avant-garde movements of the early 1900s.
The objective of LNB exercises is to shake those models of thinking and doing
with which a student or artist has become stuck, perhaps unconsciously. LNB is
a good guiding principle for everyone interested in creative activities. Like Never
Before seems to run through all the components of the co-operation between the

MIMO project and Juhana Herttua upper secondary school.

The co-operation between the MIMO project and Juhana Herttua upper
secondary school can be mainly placed in the genre of community art.
Community art has been defined in a variety of ways, as has community theatre,
and a single, comprehensive definition is hard to find. Theatre teachers Marjo-
Riitta Ventola and Micke Renlund (2005, 12) note that the umbrella category
for community theatre is participatory theatre, in which the intention is to
involve the audience in a performance. Director Pieta Koskenniemi (2007,
11) divides the objectives of participatory theatre in educational, communal
and therapeutic objectives. Another umbrella term is applied theatre (Ventola
& Renlund 2005, 12). As the term implies, applied theatre is theatre that
is applied to various purposes, and the performance itself is not necessarily
the goal. The collaboration projects implemented with Juhana Herttua upper
secondary school merged goals of both participatory and applied theatre, but
usually the goal was the performance, performance-like demonstration or
public experiment.
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Lea Kantonen (2005, 50), a researcher / community artist working mainly
in the context of the visual arts, suggests that community art is “an art form
of doing together, a dialogue in which the participants talk about a subject
that they find important”. Koskenniemi (2007, 11) agrees, saying that in
community theatre, theatre is a tool for collective discussion. Discussion played
a key role in all projects of the MIMO project and Juhana Herttua upper
secondary school. Interaction was at the forefront in the process. Haistattelu
sparked discussion among the young people of the working group and, on the
other hand, the performance evoked intense feelings in spectators: every time
the play was performed, the audience gave a standing ovation, which is not
characteristic of Finnish amateur theatre.

Theatre researchers Susan C. Haedicke and Tobin Nellhaus (2001, 3) add
that community-based performances create an entirely new definition for a
text. The traditional idea of a playwright writing alone in his or her room
should be rejected, and other strategies for coming up with a text should be
developed instead. For Haistattelu, text was written collaboratively and using
the methods of devising, with both the participants driving the process and
under the guidance of the instructor, working on various assignments by
improvising or planning.

FOCUSING ON THE GROUP AND REDISTRIBUTING POWER
IN THE SPIRIT OF DEVISED THEATRE

With the establishment of universities of applied sciences, devised theatre
has also become more common in Finland. Since the creation of the degree
of Bachelor of Culture and Arts (drama instructor), alternative methods of
making theatre have been developed through curricula with a long-term view.
Devising is often regarded as the opposite of so-called traditional theatre,
although this kind of conceptual dichotomy should simply be seen as an aid
to thinking. Devised theatre is defined by three factors. First, the preparation
of a performance is usually based on something other than an existing script.
Traditional theatre generally refers to theatre in which the point of departure is
a dramatic work (faithful to Aristotelian dramaturgy) written by a playwright.
A director instructs the actors how to perform the text. In devised theatre,
the point of departure is something different: it can be a text, but usually
it is a subject, place, object, image or motion — actually, it can be anything.

246 Reports from Turku University of Applied Sciences 175



An existing play can also sometimes be used as the basis, but then the text is
not rehearsed to be performed in the traditional manner; instead, it is heavily
worked on during rehearsals. For example, only fragments of the text can be
used or new material can be written “over” the original text.

The second defining factor of devised theatre is the division of duties.
Traditionally, power can be mainly concentrated in the hands of the director,
but there are also other options for the distribution of power. In devised
theatre, the voice of the working group is central or at least emphasised when
making choices related to the performance. Decisions can be made collectively
— or by drawing lots, for example. The general understanding is that the third
characteristic of devised theatre is its emphasis on process, but then again,
so-called traditional theatre-making can also be seen as a process. Makers of
devised theatre stress collaboration, although traditional theatre can also be
regarded as collaborative. To my mind, this juxtaposition of traditional and
devised theatre should be seen as an aid to thinking, not as a strict division
actually manifested in reality.

The projects implemented with Juhana Herttua upper secondary school shared
a participatory approach to work. We instructors had chosen specific starting
points in advance, but we also developed ideas together with the young people.
For the course on rapid action theatre, we did not make any preliminary plans
for the interventions to be carried out in public space; ideas just arose as we went
along. Even though Hanna Vihiniemi and I had a clear authoritative position,
we also tried to distribute power. The young people involved in Haistartelu
emphasised Vihiniemi’s ability to approach them. In the interviews, she was
mentioned as a person who was a “big sister, mother figure, best friend” and
“on the same level as a human, but higher in the project”. Young people were
given space to use their creativity Like Never Before, but a direction and limits
were set for this creativity and the process had a clear leader.

The idea for a course on rapid action theatre occurred to me when I followed
the work of Kajaani-based director Eino Saari. Saari established the Rapid
Reaction Force (“Nopean toiminnan joukot”) at Kajaani Amateur Theatre
(“Kajaanin harrastajateatteri”) in spring 2009. Its objective was to examine
how art could react rapidly to what is going on in society. Usually theatre-
making takes time, since performances must first be planned and rehearsed
before they can actually be performed. For this group, “the guiding lights are
rapid action, topicality, direct action, the use of multiple art forms, going
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where people are and surprising performances”. (Kajaanin harrastajateatteri
2012.) This is art that follows in the footsteps of avant-garde, in the sense that
traditional venues are abandoned and new venues are created in public spaces.
Rapid action theatre is defined by going against the established ways of doing
things, which is characteristic of avant-garde — or at least questioning the sense
of the status quo.

Rapid action theatre is a combination of activism and art. Activist art is
a trend that has been on the rise in the 2000s. Activist art often looks for
ritualistic forms. It is characterised by works of art that can be easily repeated
and rapidly spread via the internet. One example of such art is Whirl-Mart
Ritual Resistance. It involves a group of people slowly pushing empty shopping
trolleys through the aisles of a supermarket. The group uses space dominated by
consumption (i.e. a shop) for symbolist, ritualistic action that is different from
the original purpose of the premises. This ritual was first performed in 2001,
and it has spread to communities around the world. The original founders no
longer own the activity; it is more like an idea that has been shared and has
taken on a life of its own. (Whirl-Mart Ritual Resistance 2012.) Activist art
entails involvement and dialogue: an artist’s autocratic skills are no longer at
the centre, but are replaced by working in the middle of a community and
interaction with local people.

The course on rapid action theatre at Juhana Herttua upper secondary school
addressed phenomena in the history of theatre that have contributed to the
creation of this type of theatre. Rapid action theatre or activist art have so far
been studied very little, but according to art researcher Helena Sederholm
(2007, 37-55), community art can be traced to the 20th century avant-
garde movements (such as Dadaism, Fluxus and Situationist International)
along with Bertolt Brecht, who is considered the father of political theatre.
The course was attended by 15 young people, and it consisted of 17 sessions.
A rapid process of preparing a performance was tried at once when the group
met for the first time: a performance had to be prepared in ten minutes at first,
and then in five minutes. We encouraged the young people to question the
concept of performance. The short preparation time and wondering about
the concept led to interesting performances structured around interaction
and a game, for example. We facilitated the process by providing ready-made
topics, which were as follows: “Nuclear power in Turku?”, “Homosexuality
—an illness?”, “Meat-free Juhis — rabbit food for everyone?” (Juhana Herttua
upper secondary school is dubbed ‘Juhis’ among the students) and “Should
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all ugly people go to plastic surgery?”. It was our intention to make the
students think, which is why we chose provocative subjects for the first
meeting.

One of the starting points of the course on rapid action theatre was that
teachers do not always have the answers. We wanted to encourage students
to view things from different perspectives — Like Never Before. We provided
questions, incentives and openings for discussion. An example of the tasks
given during the initial part of the course was to “use” the classroom Like Never
Before. The only rule was that no one — others or yourself — must be hurt and
the room must not be damaged. This task was felt to be very liberating — for
a moment, the room was filled with clanking and rattling when it was used
as an instrument, and the young people were hiding behind the curtains and
hugging the walls. We also tried LNB out in public: at a square near the school
and in a pedestrian street in the city centre. The task was very simple: “move
LNB”. After finding their own style of LNB, the young people taught others
to move in the same way, for example, “like a model” and in a “whatever” style,
which meant shouting “whatever” and making large, arrogant gestures. This
style was particularly popular. The “whatever walk” drew people’s attention in
the city centre.

Every now and then, we also offered ready-made formats on the course,
within which the students could think about their world views. Inspired
by performance artist Petri Taipale, we put on a Sign Jam. After ten years
of theatre work, Taipale began to ponder the opportunities of theatre to
influence society. Working inside a theatre building seemed restrictive, so
in 2005, he came up with an idea of a social “sign jam”: “In a sign jam, you
walk in the street carrying a sign that contains a message you find important
and making non-verbal contact with people. Everyone walks in a different
part of the town with their own message, knowing that, at the same time,
others are doing the same.” (Silde 2006, 13.) The format is thus similar to
a demonstration. The holder of the sign gives a body to the message, which
may be consciously political or is at least easily understood as such. One
of the young participants of the rapid action theatre course quoted Zen
Café, a popular Finnish rock band, and wrote on the sign: “You are human,
remember?” In the interview, she said that in the sign jam, she felt that she
was being herself, not playing a role as is usually the case in theatre, but
being “somehow naked”.
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A message becomes more powerful in public space when it is carried by a
private person, a body. It is possible that for a reader of the sign, the message
will transcend the level of advertisements, images or other messages displayed
in public space, and become a personal comment because of being held by a
living person. According to Taipale, being political is linked to the body: it
“has to do with how we treat, modify and present our bodies — all this conveys
our ideas of what it is to be human” (Koskenniemi 2007, 109). In the sign
jam, we teachers provided the format, which the young people filled with
their own ideas and bodies. The sign jam enabled them to work individually,
bringing a fresh change to the emphasis on teamwork that is typical of theatre.

Other tasks included the occupation of an area and declaration of love. In
the former, the idea was to take over a small part of the school premises and
declare it as a new area. During the occupation, a group that called itself
the Sun Party demanded that a new subject, “sun subject”, be included in
the timetable. Usually, a very clear order prevails in the school, and minor —
albeit harmless — testing of the prevailing situation quickly leads to reactions.
At Juhana Herttua arts-oriented upper secondary school, both teachers and
students are used to sometimes witnessing events that may be puzzling. For
the declaration of love, small groups were asked to write a text. The idea
was to pour out their love for things or objects to which love is not usually
confessed. Love poems for a public toilet and toothpaste echoed around the
school through the central radio.

UNHINGED WRITING FROM THE COURSE ON
COLLABORATIVE SCRIPT WRITING

One component of the collaboration between the MIMO project and Juhana
Herttua upper secondary school was the course on collaborative script writing,.
A playwright’s work is usually regarded as solitary, partly erroneously, since
the work often involves background research and even close interaction with
the rest of the artistic team. Nevertheless, authors tend to write alone. The
idea of the course on collaborative script writing was to write together. The
course was attended by seven young people: three boys and four girls. Most
of them had a background of writing as a hobby, and all of them had a basic
understanding of dramaturgy, since they had previously participated in a
dramaturgy course at the school. In addition to classroom meetings, the course
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included working online using Noodi. Helsinki City Theatre and Metropolia
University of Applied Sciences have developed the Noodi tool for collaborative
script writing. Noodi is an online script writing workshop that includes
a comprehensive collection of concepts related to script writing, guidelines
for instructors of writing processes and exercises for writers. What is most
important about Noodi is the sharing of texts and ideas.

The title of the course was “The protagonist of my own life”. The objective was
to reinforce the identity of each participant as a writer. Further goals included
familiarising the students with collaborative script writing and deepening their
dramaturgical skills. A concrete goal was to produce material for Vihdniemi’s
artistic thesis (2012), i.e. the performance of Haistattelu. We challenged the
young people to write about people and situations that would fall within
the limits of the possible. At the outset, a rule was created to avoid “texts
resembling coffee table discussions”, unless they involved major themes such
as life and death. In other words, the aim was to steer clear of mediocrity.

Writing is a process, and good text cannot be created when writing the first
draft. That said, Vihidniemi and I were often very surprised and delighted
by the ideas and quality of texts written as warm-up exercises. The course
introduced the students to the history of dramatic literature, mainly through
short lectures and warm-up exercises. Lysistrata, a comedy by Aristophanes
(411 BCE), was introduced through a comic strip by Ralf Konig. The
assighment was to be inspired by the theme, a character or a line of the play,
and write one’s own scene. In the play, Spartan and Athenian women decide
to abstain from sex with their husbands because they have had enough of
the war between the cities. William Shakespeare, perhaps the best-known
playwright throughout the world, was studied by reading out the famous
balcony scene from Romeo and Juliet, after which students were asked to write
a pastiche imitating the poetic style of Shakespeare. The subject was forbidden
love. Anton Chekhov, another world-famous playwright, was approached by
reading Nina’s monologue from 7he Seagull, in which she dreams about acting.
The assignment was to create a character the same age as the writer but in
some way very different. Students were asked to think of a situation in which
the character was experiencing powerful emotions. The text had to deal with
this character’s passionate calling. Minna Canth, a Finnish playwright, was
also chosen as a source of inspiration, for writing a scene on inequality in the
world of young people. The distancing effect emphasised by Bertolt Brecht was
tested by writing a scene for a choir.
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The basics of Aristotelian dramaturgy, with which all of the students were
familiar, were discussed in the early part of the course. After revision, the
group moved on to study so-called new dramaturgy. Since Vihdniemi already
had the idea that she wanted Haistartelu to have a critical approach to society,
Leipdjonoballadi (“Breadline Ballad”), a play by Emilia Péyhonen, was read and
analysed during the course. One of the forms of new dramaturgy is devising, or
producing material through action, on stage. In the course, several assignments
were given in which the body was used. For example, students gave improvised
speeches, and characters were improvised using a “hot seat” exercise.

Material was written in the classroom and online, and texts written by others
were analysed. Pieces of writing, characters and destinies were borrowed from
others. Towards the end of the course, every participant took on responsibility
for the development of a longer stretch of text. The outcome was seven pieces of
writing sharing the theme of being an outsider and the setting, which was a riot.
The collection of texts was called Unbinged, because they felt rough, unpolished
— and unhinged. The material was read to an audience at an open reading, and
Vihiniemi later used some of it in Haistattelu. Scenes that ended up in the script
depicted a gay boy called Nuutti studying to become a car mechanic, lonely
Kipa and Riku, who suffers the same fate, becoming friends, and the rioting
of a group of youngsters hanging out at a shopping centre. The material for
Haistattelu came about in various ways. In addition to text written in the course,
material was generated through a range of exercises that Vihiniemi asked the
young actors to carry out. She also wrote material for the performance herself.

HAISTATTELU SOUGHT THE SPIRIT OF PUNK AND
INCREASED UNDERSTANDING

Right from the start, the idea was for Haistattelu to capture the spirit of punk
and anarchism. Vihiniemi’s pedagogical objective was to encourage the young
people participating in the performance to think critically and become active
citizens. The young people I interviewed had different reasons for being involved
in the making of Haistattelu. One of them “had nothing better to do”. Some
knew Vihiniemi from the course on rapid action theatre, or because they
had been under her direction in an amateur theatre production. One young
person became interested in the punk and anarchism terms used in marketing
the play. A punk-spirited performance sounded different from typical theatre
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shows, since it was close: “Punk-spirited theatre — it sounded too good to be
true!”. The combination of the young people’s personal passions, theatre and
punk, was intriguing. The students had varying theatrical backgrounds. Some
mainly had experience of school projects, while others had been involved in
amateur theatre. The instructor’s personality was very important throughout
the process. As one of the interviewees put it: “I came on the course because of

Haba [Hanna Vihiniemi]”.

Theatre was of great importance to the young people who participated
in Haistattelu. Theatre as a hobby was seen as an opportunity for full self-
expression, since both the body and mind are used. In theatre, people do things
with their own bodies and often with others’ bodies as well, and touch each
other physically. According to the young people, this makes it possible to get to
know and become friends with each other more quickly. “In theatre, you can
be yourself,” said one of the interviewees. This is an interesting remark, since
the concept of role, i.e. the opportunity to be the Other, is an integral part of
theatre. The young people felt that — paradoxically — it is easier to get closer
to oneself when playing someone else. Playing different roles increases self-
understanding. The students who participated in Haistattelu were interested in
theatre because “there you can do everything to the fullest” and “not following
the norms is allowed”. They said that at school, classes are divided into “cool
and less cool people”, but this division is broken in theatre. Differences are
accepted there, and gender or age are not seen to matter. All the young people
interviewed emphasised how coming into contact with others increased their
understanding of differences.

At the beginning of the process, the young people had thoughts that are
typically related to a new group and a new production: What will the group
become like? Will I make friends? What if I don’t like the group? However,
with one exception, all the young people interviewed were convinced that the
group would work after having met only once. They stressed the importance
of being in a group. The Haistattelu group was felt to be safe.

Vihiniemi had the young people do personal — some might say dubious —
exercises, but this resulted in a lot of trust within the group. The performance
dealt with bullying, and playing at bullying was prepared for by carrying out
a comprehensive exercise. One person was the victim, and others formed a
circle around the victim. The bullies began their bullying and criticised the
victim’s appearance, for example. The bullying was immediately followed
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by a restoring exercise using the same format: the victim stepped into the
middle of the ring, and others said positive, personal things about the victim.
In addition, the exercise was discussed more freely afterwards. The exercise
was thought-provoking, since being bullied naturally felt very unpleasant. The
young people interviewed appreciated the instructor’s courage to assign hard
exercises. In a safe atmosphere, going to a personal level and stepping out of
the comfort zone was, in the end, felt to be empowering.

All the interviewees mentioned the “hot seat” exercise. This exercise is usually
carried out playing a role. In other words, a person goes to the seat and tries to
get into the skin of the character. Others ask questions, and the actor’s task is
to react and answer the questions as his or her character. The “hot seat” exercise
had been used in the course on collaborative script writing when developing
characters. Exceptionally, the young people involved in Haistattelu sat on the
seat as themselves. Others got to ask questions about the person’s world view,
lifestyle and opinions. The guideline was that if a question is asked about
something that is too sensitive, there is no obligation to answer. On the other
hand, the young people said that Vihiniemi encouraged them to be open and
bold. On the “hot seat”, the young people were given an opportunity to reveal
something of themselves and become visible as themselves. They emphasised
how the exercise enabled them to learn things about themselves through others:
“It’s such a big illusion that at school, someone is stronger than someone else.
It’s an illusion — everyone is weak.”

During the process, Vihiniemi herself was sometimes frustrated by group
dynamics exercises, such as the circles in which the young people talked about
how they were doing, since these took up much time. However, it is clear
that exercises and discussions that brought the group more tightly together
were instrumental in achieving the end result, a successful performance and
the trust formed within the group. One of the young people commented:
“All taboos were broken, there was nothing we couldn’t talk about”. The long
and confidential process could be sensed in the performance. Vihiniemi
established a professional, responsible and, at the same time, humane and
warm relationship with the students. It is clear that when personal matters
are shared in a safe atmosphere and individuals can be the size they are, the
group becomes more tightly knit. The young people spoke fervently about
how seeing another person’s vulnerability increased their understanding.
Facilitating discussion is thus probably one of the key tasks of those instructing
groups of young people, along with drama instruction.
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Haistattelu was an impressive performance. The title alone creates a strong
impression that young people’s own voice is present in the performance —
Huistattelundytelma eli rakas paska maailma (“The F*** You Play — a.k.a. Beloved
Shitty World”) is not the title of a pretty, nice or middle-aged performance, but
rather a cheeky expression of both hate and love. The spirit of punk was there
in the frenzy of the young people doing everything themselves. They played
instruments, sang and shouted, at times so loudly that their attitude and energy
affected the clarity of their oral expression. Vihiniemi said that shouting was a
pedagogical solution. Shouting, which is strong self-expression, was extremely
difficult for some of the young people. In the performance, pushing one’s own
limits became more important than articulation skills. To my mind, this was
in keeping with the nature of this punk-spirited performance.

An attempt can, of course, be made to define art and the genre of Haistartelu,
its typical features. As a concept, art is always open, and any attempts to define
it do not take us very far. Exploring instead the functions of art may provide
ideas more easily applicable to practice. Teemu Miki (2009), Doctor of Fine
Arts, has proposed the following four possible functions of art: pleasure,
sparking discussion, seeking wisdom and developing one’s emotional life.
The interviews revealed touchingly how enjoyable the process had been to the
young people. The fact that they could influence the end result was regarded
as important. They felt that they owned the performance. The group-focused
methods of working used in devised theatre had a major impact. However,
their pleasure did not come from easy or quick things, but rather from saying
difficult, personal issues aloud or from planning a hard scene and rehearsing
it perseveringly. According to Miki (2009), pleasure can be roughly divided
into two perspectives: on the one hand, pleasure can be derived from escapism,
and, on the other hand, facing reality may provide pleasure. Both are present
in art, and depending on the situation, one of them is winning. Haistattelu
offered the participants both: exercises that added some variety to school days,
i.e. a kind of escape from the day-to-day reality defined by strict schedules and
performance requirements. Then again, the exercises facilitated by Vihiniemi
provided opportunities for encountering others and oneself, reflecting on
major questions and thereby understanding the reality. All the young people
[ interviewed spoke about the development of their own emotional life: their
attitude towards other people and themselves was more open than before
Huistattely.
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Today, a work of art is no longer considered to be one-sided communication
from the artist to the viewer or observer. It is not thought that an artist’s
message could be conveyed unchanged to the recipient; instead, the meaning
of a work of art is created in the encounter. Consequently, it is not necessarily
an artist’s task to assert something, but rather to pose questions or wonder.
Miki (2005, 70) says that the purpose of art is to deal with difficult issues.
Art “asks: How to live? and Why live?”. Miki (2009) also ponders whether
discussion can be created through neutral means. Haistattelu did not remain
neutral or easily digestible. The performance contained strong and interesting
directorial choices. A scene at the end of the performance in which a school
shooter called Toivo gives a gun to a spectator was particularly interesting.
Toivo asks: “I'm going to say my last words and then bang, you just shoot me.
Okay. I just wanted to say this: Change the world, it needs it.” To my mind, this
school shooter scene challenges theatrical conventions: What kind of action is
allowed in theatre? Can a spectator be given a gun? Can a spectator be asked to
point at someone with a gun? The scene felt like a dangerous, courageous and,
at the same time, justified choice. Art, including art by young people, must be
allowed to address subjects that generate discussion and feelings.

According to Sederholm (2007, 37), the purpose of art is to offer experiences
that are not systematically controlled. Esa Leskinen (2012), a director, playwright
and artistic director of Ryhmiteatteri, defends the uselessness of art:

Art is not something that is consumed in order to have the strength to work
again. It is not the objective of art to contribute to the national economy,
polish Finland's image or make people feel good. Art is radically different
[from the field of sense and benefit in which our everyday world is situated.
Art does not make any sense. Art is of no use at all.

Nevertheless, Leskinen feels that art is “the most essential thing people can
do”. Leskinen’s thoughts could be seen as the mystification of art, but as I
understand it, he is speaking for the acceptance of the intrinsic value of art.

My interviews with the young people left me with a strong and clear feeling
that the project had been of major importance to them. Haistattelu had been
beneficial. For example, the young people mentioned that they had learned
to express their feelings, including negative ones such as hate or sorrow: “it’s
really okay to cry”. Haistattelu and the other projects implemented with Juhana
Herttua upper secondary school appear to have been useful processes in which

the goals of the MIMO project were more than achieved. Methods for working
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with young people have been successfully developed, and reasons for continuing
such activities — ones that perhaps also appeal to funders of similar projects —
have been identified. It is clear that theatre as a hobby has indirect monetary
value for society when it prevents the marginalisation of a young person and
keeps him or her involved. Every participant in Haistattelu emphasised the
importance of theatre in life: through theatre, they get to know other people,
learn to understand differences and gain tools for managing their lives.

Something essential has therefore been done. Nevertheless, I want to defend the
“uselessness” of the benefits of art, leaving it outside economic measurements.
The process of Haistattelu was characterised by a bold and unprejudiced way
of thinking and acting. Art must be allowed to be an uncontrolled, wild and
free activity in this beloved, shitty world.
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DRAMA AND GENDER SENSITIVE
GIRL WORK AS PART OF
STUDYING THE IDENTITY

OF A YOUNG PERSON

Marja Susi

ABSTRACT

This article discusses the significance and opportunities of drama and a gender-
sensitive approach in leisure activities targeted at girls as part of studying a
young person’s own identity. A drama group of young girls that met at the Girls’
House of Turku in 2011 under the direction of students of drama instruction
Anna-Sofia Sysser and Vilma Salmi is used as an illustrative example, along
with director Anna-Sofia Sysser’s experiences of the process. Interviews were
conducted with girls aged 12 to 15 who participated in Sysser and Salmi’s
theatre workshops regarding their experiences, and with Sysser in relation
to her Bachelor’s thesis process and instruction of drama groups. The article
explores possible similarities between drama work and work with girls in terms
of methodology when working with young people. Each of these approaches
makes use of both everyday and culturally familiar roles in identity work. How
well do these approaches support each other, and how does gender manifest
itself in a girls only group? Sysser’s written Bachelor’s thesis on the same subject
is also used as a source. The significance of theatre as part of identity work for
both individuals and communities is examined in relation to Augusto Boal’s
theatre theory, the general drama education tradition and the framework of
empowering art-making and work with girls.
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METHODS OF DRAMA IN SUPPORT OF PLAYING A ROLE

In a group process based on methods of drama and drama exercises,
experiential learning is of key importance. This way of working contributes
to the achievement of goals related to making one’s experience and awareness
of oneself whole. Drama exercises enable empathising with another person’s
position, testing one’s own limits and exploring one’s own actions and feelings
(Heikkinen 2004, 86). At their best, experiences of art can change and
rebuild one’s thinking and attitude towards oneself. As is usual in art-based
and art education work in general, in theatre, too, the language of art is a
connecting factor in the middle ground between the examination of one’s own
personality and experiences and the phenomena prevailing in the community.
Experiencing supports one’s involvement and challenges one to take a stand by
experimenting and emotionally. (Toivanen 2007, 123.)

Everyone has several personal everyday roles that can be used as material
in drama exercises. Using methods of drama, personal experiences can be
distanced and modified in order to be played by fictional characters. In a
drama process, what is personal can be interpreted as universal. In playing
a role, sets of meaning which are characteristic of theatre are created at the
interface between the self and the character. Being in a role enables acting both
as oneself and as the character. This can be called “aesthetic doubling”. (Ibid.,
124.) The examination of matters is made safe by studying roles and behaviour
in a fictional environment, in a mutually agreed place and using a mutually
agreed language. It is as if the matters existed, and they can be exaggerated or
modified through play and the language of art. Participatory theatre provides
a place where matters can be examined both seriously and playfully at the
same time (Korhonen 2007, 112). Dealing with one’s own experiences may be
facilitated by the fact that in art-based work, action is defined in accordance
with aesthetic and symbolic rules and meanings (Heikkinen 2004, 98). New
insights can be gained into and new meanings given for many matters when
they are handled using a different language than the one used in everyday life.

Methods of drama provide a good basis for studying the visible and hidden
value structures of both individuals and the surrounding community. For
example, exercises used in connection with forum theatre and process drama
give participants an opportunity to explore stereotypes and their own thinking
and to ask questions. (Rohd 1998, xvii-xviii.) Augusto Boal (2002, 167,
275) sees theatre-making as a kind of practice for reality. In theatre, we can
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go through real-life events and try out different attitudes and solutions for
them. Drama also enables the examination of stereotypes and the norms and
hierarchies prevailing in communities. Studying such norms and roles related
to various hierarchies and questioning or dismantling them can be a very
liberating experience for the participant (Korhonen 2007, 112). Role exercises
can be performed using phenomena and characters from popular culture,
pondering their significance in relation to one’s own identity. After studying
familiar phenomena, characters and icons, the group can go deeper towards
more personal issues (Boal 2002, 167). Roles made familiar by popular culture
are often easy to approach, particularly for young people.

Youth as a stage of development includes thinking about one’s own identity and
its adaptation. A key area related to this is the development of gender identity.
For young people, various roles and role models are strongly interwoven
with the theme of gender. Different attitudes, positions and styles are often
experimented with and changed, and comparisons are made between oneself
and others. Young people’s behaviour may be moody and insecure, and their
opinions may be very strict or borrowed from others. It is hard for them to
know what they should be like, how they should look and how much they
should agree with others. Before growing up, a young person may feel that
he or she is, in a way, a different person in different situations. Clothes, style
and attitudes towards the opposite sex and oneself are frequently discussed,
and answers to these issues are sought frantically. The body is changing, and
this may also cause feelings of shame. (Sandberg 2009, 141-142.) In today’s
culture, the cult of youth and of the body is perhaps even more emphasised
than before. For example, the phenomenon of young people looking at,
editing and sharing photographs of themselves on the internet has made their
roles and the superficial examination of the body more public and open to
criticism (Savolainen 2009, 220).

It is important that young people also have opportunities to explore roles as a
personal process detached from the criticism of others and social tensions, or
under the guidance of an adult. Instructor-led studying of roles on a “neutral”
ground through drama can provide an opportunity for safe detachment and
distancing oneself from the turmoil. A natural environment for this is theatre
targeted at or made together with young people. One’s own bodily existence
and physicality, which are topical and fashionable in the world of the young,
are also centrally present in theatre exercises. Examining roles through drama
can help young people to understand their own behaviour, generate discussion
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on their own and shared opinions and support them in building their identities
(Toivanen 2007, 124). Accepting and finding one’s own voice is a long and
hard process, in which art can be the mirror for oneself and others. Making
art in a group enables individual interpretations while sharing thoughts with
others. The instructor’s support brings a dialogue into the situation. An
opportunity to question and change one’s thoughts and attitudes is presented
when they are shared with others. (Korhonen 2007, 113.)

GENDER SENSITIVE GIRLWORK

As an illustrative example, I use in this article a drama process that studied the
opportunity of using drama and a gender-sensitive approach in theatre made
with girls only. The instructors’ own experience was that in amateur theatre
groups, gender roles may be reproduced in a very traditional manner, and
many classics contain stereotypical gender roles. Consequently, the instructors
thought that taking gender-related issues into account in a group of young
people could be a good idea. They felt that a gender-sensitive approach would
fit in well with theatre-making. (Sysser 2012, 14.)

In gender-sensitive work with girls, the objective is to dismantle gender-based
models of behaviour and support young people in exploring their gender
identities (The Finnish Federation of Settlement Youth Associations 2011).
Underpinning gender-sensitive work with girls are women’s studies along with
girls’ studies, which has been developed within women’s and youth studies.
Gender-sensitive work with girls is often carried out in groups of girls whose
activities are based on confidential teamwork. In general, it could be said that
a gender-sensitive approach requires both awareness and work on expectations
and attitudes of its user (Honkasalo 2011, 92).

Itisimportant to consider whose attitudesand needs are used as the basis of work.
Getting girls to join groups or maintaining their motivation can sometimes
be difficult. This may be the case particularly when instructors’ assumptions
about the participants’ needs do not coincide with the girls’ own expectations.
When this happens, the idea of what girls need or want to do and the way in
which activities are planned are defined from the instructors’ perspective. In
such a situation, girls might be defined as a homogeneous group — an adult
determines the “right” way of being a girl and a woman, and the participants’
opinions and needs are not fully heard. (Ibid., 212.) The development of work
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with girls was also contributed to by a practical observation that conventional
youth work usually draws more boys than girls (The Finnish Federation of
Settlement Youth Associations 2011). The youth work tradition also seems
to provide more support for boys’ activities (Honkasalo 2011, 107). Perhaps
unlike in other leisure activities for youth, theatre groups are often mainly
composed of girls. Sysser and Salmi also reflected on issues related to theatre as
a hobby being dominated by girls when they founded the group at the Girls’
House of Turku (Sysser 2012, 15).

SUPERGIRLS OF THE GIRLS’ HOUSE

Group-driven theatre or process drama refers to theatre created by the
participants, whose purpose is to study a specific real-life phenomenon or
life situation of the participants. The objective is to make the participants
work together with ambiguous matters. The idea is not to aim at a common
understanding, but rather to encourage the participants to see that there may
be several interpretations. Noticing that no one is “wrong” can be a relief to the
participants. (Korhonen 2007, 112.) In process drama, the primary goal is not
to produce a performance of high artistic quality, but to make the participants
think about and collaboratively create new interpretations of subjects that they
find important. The instructors of the theatre group of the Girls’ House of
Turku also focused more on the process, feelings and insights generated by
drama exercises than on the artistic outcome.

Students of drama instruction Anna-Sofia Sysser and Vilma Salmi completed
their practical training, which is part of their theatre studies at the Arts
Academy of Turku University of Applied Sciences, in a theatre group for
girls aged 12 to 15 at the Girls’ House of Turku. Girls’ House is a form of
social youth work, a home-like place for 12-28-year-old girls where they are
supported to grow up as women who can be who they are. Girls’ Houses in
Turku, Helsinki, Tampere and Oulu are part of the settlement movement,
in which youth work contributing to young people’s social well-being and
involvement is carried out. Girls House (“Tyttdjen Talo” in Finnish) is a
trademark registered by Kalliola Youth, and the concept is characterised by a
gender-sensitive approach, respectful attitude towards people, an atmosphere
that values womanhood, a focus on the community and multiprofessional
teams. (Eischer & Tuppurainen 2011, 12-13.)
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The young people’s theatre group was called Girls' Theatre. The instructors
set themselves the goal of studying work performed through gender roles in
the drama process, in particular. Gender-sensitivity as a term was new to the
instructors when they began their work. In what ways would working with
girls only affect the nature of the theatre process? Would specific “girl things”
or matters not talked about in a mixed group come up? In her written thesis,
Sysser (2012, 7) considers the following questions:

What shared values and goals do drama instruction and gender-sensitive
work with girls have? What kinds of distinctive features were encountered
in a girls only theatre group and what did the instructor need to take into
account? What was group-driven production of material like in a group
of girls — what kinds of characters did they create for themselves and what
subjects did the girls find interesting?

To the participants, the process was presented as a “girl thing”, but this point
of view was not imposed or forced on the girls.

They were not as conscious of the point of view [...] as we were. (Sysser, 30
August 2012)

The group-driven theatre process played the key role, and ideas of a gender-
sensitive way of working were assimilated into it. However, the instructors did
not want to continue consciously talking about girls’ point of view.

...it can also be a little tiring if you have to consider everything from a
gender perspective. (Sysser, 30 August 2012)

The instructors considered girls as a target group when choosing drama exercises
for the group, for example. Instead of traditional, extremely physical warm-up
or concentration exercises, they could pick dance-like exercises, for example.
When the specific point of view was work with girls, they also wanted this to
show in the nature of the activities.

You can’t have them do completely traditional theatre exercises. (Sysser, 30
August 2012)
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MANY ROLES IN THE PROCESS

The production of material for performances was group-driven. The starting
point for the first performance was the title 7he SuperGirls, which was agreed
with the participants. The girls were asked to think about what kind of dream
or super roles the making of a play would open up for them. As noted above,
drama may have other goals in addition to creating a performance. Salmi and
Sysser’s objective was for the project to also include goals for knowledge and
skills, such as hearing about different areas of theatre, learning the process
of preparing a performance and experiencing a performance and the act of
performing. They thought that goals of individual growth were embedded
in the process so that the way of working was very humane and emphasised
listening, and one of the aims was becoming visible as oneself by means of
making theatre. Methods of drama were also seen to support the development
of the young people’s ability to empathise and put themselves into someone
else’s shoes. (Sysser 2012, 15.)

Through roles, girls explore their own identities and ways of living everyday
life. The purpose of the theatre process was to build a SuperGirls performance,
for which everyone created “a goodie and a baddie character”. The characters
had to have a special talent. The instructors thereby enabled the young people
to study their own roles through a fictional story.

At this stage, I'm especially thinking about how these young people are in the
process of building their own roles. Theatre could help them in this. (Sysser,
30 August 2012)

Sysser considered the testing of “goodie and baddie characters” to be important
because by experimenting with polarities, one’s ability to emphasise and reflect
improves (ibid.).

The instructors were perhaps slightly surprised that the girls seemed to be
physically inhibited and frozen at first. Much time was needed to encourage
them to express themselves in the group and muster their courage. At this
stage, the instructors felt that their own example and role model were the key
sources of encouragement.

...when you showed yourself that you can blow it. You can look stupid. I'm
so used to using my body and exaggerating my moves that its hard for me to
see that it can be embarrassing.

Moving On! 267



Very often you had to clearly show what to do, that you should use big
gestures now, and you can look stupid or ugly when you're doing it. You don’t
have to be pretty or good-looking.

(Sysser, 30 August 2012)

For many gitls, the requirement for nice behaviour and being beautiful may
be a model that is difficult to break. Being mean or negative could also be felt
to be unnatural for girls.

1 don’t know if we said it that its okay to look silly, it was more like making a
Jool of yourself... that you can laugh at yourself... (Sysser, 30 August 2012)

In other words, the instructors became freshly aware of how the girls thought
of them as examples all the time. What was particularly needed was for them
to encourage the girls to be “open” in the group in a new way, to be ugly
and stupid and not to care about acting unconventionally. Gradually, the
participants gained more courage and daring to express themselves (ibid., 19).

Through the building of roles, the instructors could make observations
about what the girls were thinking about their identities. New perspectives
were found on everyday roles: in a survey, someone could describe herself
as quiet, although she was bold on stage. The girls discovered that they had
different sides and roles in hobbies, with their friends, at school and in their
families. The underlying goal of preparing a performance, that of creating
a link to the participants’ own lives, was brought out by letting the girls
build their roles from their own standpoint, thereby making things that are
important to them visible. The girls brought subjects from the school world
to improvisation exercises, and examples of other subjects were changes that
occurred in their lives during the process. Characters from popular culture,
such as vampires, TV series characters, celebrities or book characters could
influence their own characters or the genres chosen. (Sysser 2012, 22-23,
26.) At first, the gitls set out to build roles that were fictitious, but as the
process progressed, they “returned” closer to their own thinking (Sysser, 30
August 2012).

To an outside spectator, participatory theatre may seem clumsy or unfinished,
since participants are working on material fragmentarily from their own
standpoint, playing many roles, acting and writing a script at the same time.
In this way, they are given an opportunity to be someone other than who they
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are in their everyday lives and, at the same time, combine their experiences
with those of others through fiction. (Korhonen 2007, 112.) This results in
a collaboratively created performance full of meanings, in which those who
have not participated in the process can also recognise their experiences. The
instructors’ experience was that in the Girls’ Theatre, the participants enjoyed
exercises during which they could explore and build their identities.

Some of the gitls felt that they had gained more courage to speak their minds.

[ noticed it was easier for me to speak directly to my parents or that I was
like bolder after having been in this group. (A girl who participated in the
theatre group, 11 May 2012)

When asked about whether they found the group of girls a good form of
activity, the girls answered yes, although they did not point out anything
specific. A mixed group would have created more pressure, and would have
meant being under the gaze of others and having to prove oneself in a different
way than when working in a group of girls.

THE IMPORTANCE OF A GENDER-SENSITIVE PERSPECTIVE

Sysser found that it is important for an instructor applying a gender-sensitive
approach to be highly aware of their prejudices and thinking. The instructor
must also be able to leave room for the participants’ own interpretations.

[You should be aware of ] what stereotypes can be generally associated with
gender and whether you yourself represent them, and be as conscious about

gender as possible.

That you would not provide any ready-made answers, but tried to increase
the participants’ awareness. Probably the most important thing is to make
them think.

(Sysser, 30 August 2012)

The word “sensitivity” is used to refer to listening to others and giving a
participant a voice. Sysser sees it as important that it is the participants who
are mainly responsible for the production of material.
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[ believe that giving the girls an opportunity to contribute to the creation of
the performance was a major factor in the process. It was also important to
the girls that their own ideas, subjects or interests received attention. (Sysser

2012, 28.)

The girls who participated in the groups did not, perhaps, think that they
would be primarily making girls’ theatre, but they were aware of the Girls’
House being a place intended for gitls only, where girls do things together. The
theatre group was also marketed as being just for girls. Although the instructors
did not underline the girl or gender perspective, it was present right from the
beginning and throughout the process.

MERGING OF PERSPECTIVES

On the basis of the experiences of the instructors involved in the process, it
can be thought that the values of drama and a gender-sensitive approach are
largely the same and can be applied side by side. Anna-Sofia Sysser (2012,
29) notes in her Bachelor’s thesis that the exploration of a gender role and
theatre role share enough features to enable the examination of one’s own
gender role in everyday life through a character. A character also enables the
examination of playing the opposite sex, which is what the girls in the group
often wanted to try. It is possible that this may deepen understanding of the
opposite sex and clarify the limits of the characteristics of one’s own sex.
Perhaps because of their young age, the girls were unable to actively express
what the project meant to them. It can be assumed however, that they at
least had an experience of how their own roles can be safely dismantled
through theatre in an instructor-led process, and of how these roles can be
seen in many different ways. Multivoiced discussion of roles in the group
and the sharing of experiences and interpretations surely provided them with
tools for interpreting and challenging everyday roles. Perhaps the group also
improved their abilities to react to new or difficult situations taking place in
their communities.

The terms “gender role” and “theatre role” actually lend themselves naturally
to parallel examination. In theatre, matters are typically exaggerated and
dramatised, so the building and breaking of stereotypes are an integral part
of the theatre process. In the Girls' House groups, being a girl and a boy was
studied through physical exercises, by trying out different styles of walking
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and appearances for characters. Girls also often wanted to try and play the
roles of boys. In addition, roles were played using characters familiar from
mainstream culture. Working with girls only was felt to have a good impact
on the participants, mainly because it was possible to talk among girls and
work on one’s own things “in peace”. In a mixed group, similar themes could
surely be explored, but working in the group would inevitably lead to different
tensions and new models of behaviour between the roles. It would be good
to have same-sex instructors for both sexes in a mixed group. Could gender-
sensitivity also be applied in a group with both girls and boys?

Implementing a drama process with young people requires an instructor with
an ability for interaction and listening to others. Sysser felt that the culture of
being right or a mentality based on strict authority are not compatible with this
kind of group-based work. The instructors were ready to listen to the young
people’s own interpretations, and also made observations about themselves
and their own behaviour in relation to the girls involved. This is important
and one of the fundamental starting points in activities with young people in
which both drama and a gender-sensitive approach are used.
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CONTRIBUTORS

Satu Aalto’s educational background is a BA (hons) in Photography (Farnham,
UK) and an MA in Social Sciences (Tampere, Finland). In addition, she has
complementary studies in, for example, youth work and special pedagogy
(Turku, Finland). Her work history is wide, including work in factories,
galleries, restaurants, as well as freelance photography, project work, etc.
Currently, she works as a Youth Outreach Worker.

Outi Arvola, MA (Education) and Social Counsellor, works as a full-time
lecturer and Project Coordinator at Turku University of Applied Sciences.
She has worked in many national and international projects related to various
learning contexts. Previously she has worked as a kindergarten teacher and
specialises in special education and in studying lifelong learning. In the
MIMO project, Arvola has worked as one of the Project Coordinators in the
multiprofessional work and ABM training development processes.

Minna Haapasalo (née Komulainen), MA and Drama Instructor (Bachelor
of Culture and Arts), works as a full-time lecturer in the theatre specialisation
at the Arts Academy of Turku University of Applied Sciences. In particular,
she teaches group instruction and group- and process-based theatre methods.
Haapasalo has participated extensively in the execution of various projects that
use and utilise theatre-based methods. Her special areas of interest include
community arts, the impact of art on well-being and different applications of
theatre for different target groups.

Irene Hiitsi, MA, is the Project Manager of the Department of Performing Arts
at the University of Tartu Viljandi Culture Academy. She has been involved
in coordinating the activities of the MIMO project for the past three years.
She graduated from the former University of Tartu Viljandi Culture College
as a Dance Teacher / Choreographer and received a Master’s degree from the
Estonian Academy of Music and Theatre in Cultural Management.
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Sari Kallio-K6kké is a midwife and Master of Health Science (MHS). She
works as a full-time lecturer in the Degree Programme in Nursing at the Salo
campus of Turku University of Applied Sciences. For the past four years,
Kallio-K6kko has worked in various working life development projects. In
the MIMO project, Kallio-K6kkd has, together with students, executed
multiprofessional projects such as It Is OK ro Stay Sober (“Saa olla selvind”)
alcohol education event.

Marja Kangas, MA and Drama Instructor (Bachelor of Culture and Arts),
works as a full-time theatre teacher at the Turun klassillinen lukio arts-oriented
upper secondary school. She also is a part-time teacher at the Arts Academy of
the Turku University of Applied Sciences as well as in continuing education
at the Theatre Academy Helsinki and the Turku Summer University. She
teaches theatre teaching skills, 20th century theatre theory, devising theatre,
dramaturgy, directing and improvisation, for instance.

Ruut Kaukinen, MA and Drama Pedagogue, works as a senior lecturer
specialised in interaction at Humak University of Applied Sciences and
participates extensively in working life networks. She has worked as a trainer of
specialists who are employed in different education and counselling positions in
organisations and youth work, both in Finland and internationally. Kaukinen
has studied questions relating to the inclusion of young people and adults,
especially from the perspective of diversity, collaboration, interaction and art-

based methods.

Marjo Kolehmainen, Community Educator (Master of Humanities), works
as a senior lecturer at the NGO and Youth Work Unit of Humak University of
Applied Sciences and as a project manager in the national “Uusiutuva koulu
ja nuorisotyd” development project. The project develops youth work and the
role of youth workers at schools. Kolehmainen is interested in the professional
competence of community educators in multiprofessional co-operation,
particularly at schools.

Johanna Krappe, MA, has written and edited publications related to Finnish
literature, especially poetry. Lately, she has specialised in project management
and is now working as Project Manager at Turku University of Applied Sciences,
Arts Academy and Well-being Services. She currently works in the projects
MIMO — Moving In, Moving On! Application of Art-Based Methods to Social
and Yourh Work and eMedic — Developing New Practices for Teleconsultation and
Diabetes.
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Anu Laukkanen, PhD, has worked as a researcher and lecturer at the University
of Turku. She specialises in dance, cultural and gender studies with a special
focus on ethnography, research in emotions and affects, multiculturalism and
intercultural performances. Currently, Laukkanen studies the relationships
between art, culture and working life.

Irmeli Leino, M.Sc., is a Senior Lecturer in Health Care at the Salo unit of
Turku University of Applied Sciences. She has taken part in well-being and
health promotion projects in collaboration with the Salo local authority.
These projects have been aimed at developing multiprofessional teamwork
in order to reduce gaps in health and welfare. Some of the central objectives
of Leino’s work have been to prevent youth marginalisation, to promote
immigrant welfare, and to develop and establish multiprofessional teamwork
in Salo.

Ebe Link is a fourth year student at the University of Tartu Viljandi
Culture Academy in the specialty of Leisure Time Manager-Teacher.
Through the MIMO project she carried out her internship in Creative
Activities Supervision Practice. She is always interested to see what lies
beneath conflicts or any other situations that comes up in life. Therefore
she is very interested in different art methods which help us to open up and
see “behind” these situations. On the other hand, she is also very interested
in developing different skills through art-based methods. She is currently
working as a teacher and assistant teacher at a school for children with
special needs.

Liis Luumberg is newly graduated from the University of Tartu Viljandi
Culture Academy in the speciality of Leisure Time Manager-Teacher.
Currently, she is working as a leisure time manager. Through MIMO she
carried out her internship in Creative Activities Supervision Practice. She
is interested in writing and managing projects, using different creative
methods and media platforms, and working with disabled people. After
taking part in the MIMO project, she has been mostly interested in applying
multiprofessional teamwork and learning more about art-based methods in
order to continue working with similar projects in the future.

Juha Makkonen, MA, has worked as a senior lecturer of Civic Activities and
Youth Work at Humak University of Applied Sciences since 2007 and as the
regional coordinator of the Nurmijirvi campus in 2010-2012. During the
past few years, Makkonen’s main tasks have been related to the integration
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of teaching and RDI activities at both administrative and pedagogic levels.
In the MIMO project, Makkonen has participated first and foremost in the

multiprofessional development group.

Terttu Parkkinen, M.Sc., is a Senior Lecturer in Psychology within the
Degree Programme in Social Services at Turku University of Applied Sciences.
Parkkinen has a qualification as a psychologist. She specialises particularly in
working with children, adolescents and families, and teaches related subjects.
In addition to teaching, Parkkinen has participated in numerous national
and international projects. In the MIMO project, Parkkinen has coordinated
multiprofessional and ABM training development work.

Susanna Pydrre, MA, has been working as a project planner for several years.
Currently, she works in the Faculty of Arts Academy at Turku University of
Applied Sciences. Pyérre is responsible for communication in the MIMO
project. She has previously edited several project publications and other end
products.

Juha Sopanen is a Master of Arts (Education) and Bachelor of Culture and
Arts. He works as a senior lecturer in the Degree Programme of Journalism
at Turku University of Applied Sciences. Before entering the world of higher
education institutions, Sopanen worked as a youth counsellor, a part-time
teacher at schools and a trainer in media courses. The field of media education
has become familiar to him when working as a trainer in continuing teacher
education, an NGO employee and an instructor at a municipal media
workshop. In the MIMO project, Sopanen has carried out digital storytelling

training events.

Marja Susi, Psychologist and Drama Instructor, has worked as a senior lecturer
of puppetry at the Arts Academy of Turku University of Applied Sciences since
2009. During the past few years, she has worked especially in projects related
to cultural well-being. In her teaching, she seeks interfaces and points of
contact in particular with content and methods related to art and well-being.
In the MIMO project, Marja Susi has taught forum theatre and puppetry,
among other topics, and acted as one of the two counsellors in continuing
ABM education aimed at art, social and health care professionals.

Anu S66t, MA, is a lecturer in dance pedagogy at the University of Tartu
Viljandi Culture Academy. Her Master’s thesis focused on “The Role of Guided
Core Reflection in Supporting the Professional Development of Novice Dance
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Teachers”. She continues with the topic of reflection in her doctoral studies
at the Faculty of Social Sciences and Education. S66t is also the Chairman of
the Board of the Estonian Dance Organisation, and one of the authors of the
curricula for general education of school dance and dance motion.

Anna Tonteri, M.Soc.Sc., graduated from the Department of Political Science
at the University of Turku. She currently works as a project planner at Turku
University of Applied Sciences in the Faculty of Well-being Services. Tonteri
coordinates research and evaluation in the MIMO project. Before her current
assignment, Tonteri worked in national projects dealing with youth work,
youth involvement and multiprofessional teamwork.

Kai Valtna is the Programme Manager of Dance Arts and the Lecturer of
Dance Theory and Dance History in the Department of Performing Arts at the
University of Tartu Viljandi Culture Academy. She graduated from Cultural
Education at the former Tallinn Pedagogical University. She is a co-worker in
the MIMO project.

David Yoken (MA in Music) is a Senior Lecturer in the Degree Programme
in Performing Arts at the Turku University of Applied Sciences. He has
collaborated with composer John Cage, choreographer Carolyn Carlson and
many other recognised artists. He has worked as a cultural facilitator with
immigrant communities from Vietnam, Liberia, and Senegal in Southern
California, and political refugees in Sweden. Yoken is one of the creators of
the MIMO project. He has been actively involved as the arranger of the first
MIMO Seminar April 2011, and with dance activities during 2010-2013.
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THE MIMO PROJECT THANKS ITS
PARTNERS IN CO-OPERATION:

FINLAND

CTM Oy

FirstView

Helsingin nuorisoasiainkeskus

Infotori, Turun kaupunki

Irti Huumeista ry

Itdimeren alueen Terveet Kaupungit ry

Kahvila Arvonen / Itdharjun Prisma
Lounais-Suomen aluehallintovirasto
Lounaskahvila Lahtinen

Linsi-Suomen elokuvakomissio

Mannerheimin Lastensuojeluliiton Salon yhdistys
Mannerheimin Lastensuojeluliiton Kuntoutus- ja kehittimiskeskus Huvitus
Naantalin tuunaripaja

OCM - Varsinais-Suomi ry Comturia Turku
PAM - Ruissalon Lomakeskus ry

Ruissalon kylpyld
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MunSalo ry

Salon nuorisopalvelut

Salon perhe- ja sosiaalipalvelut

Salon seurakunta

Salon terveyspalvelut

Suomen Punaisen Ristin Turun vastaanottokeskus
Turun lapsi- ja nuorisotutkimuskeskus Cyri
Turun kaupunki, lastenkodit

Turun Kesiteatteri

Turun Kiinteist6liikelaitos

Turun Tyttéjen Talo

Varsinais-Suomen Lastensuojelukuntayhtymi

Varsinais-Suomen monikulttuuristen yhdistysten liitto - SONDIP ry

Ammattiopisto Livia
Armfeltin koulu, Salo

C.0O. Malmin koulu, Turku
Hakastaron koulu, Salo
Hermannin koulu, Salo
Juhana Herttuan lukio, Turku
Katariinan koulu, Turku

Klassikon koulu, Turku

Kotimien koulu, Littoinen
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Kupittaan koulu, Turku
Laurin koulu, Salo
Luostarivuoren koulu, Turku
Majanummen koulu, Turku
Martin koulu, Turku
Martinlaakson koulu, Vantaa
Meritalon koulu, Salo
Moision koulu, Salo
Naantalin lukio

Ollikkalan koulu, Salo
Pansion koulu, Turku
Pernién yhteiskoulu, Salo
Salon lukio

Salon seudun ammattiopisto
Suopellon koulu, Naantali
Topeliuksen koulu, Turku
Turun ammatti-instituutti
Turun Suomalaisen Yhteiskoulun lukio

Vaisaaren koulu, Raisio

ESTONIA

Ardu Huvikeskus

Keila Kool
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Kilingi-Nomme Giimnaasium & Noortekeskus
Kopli Kunstikool
Kultuurikatel

Laagna Giimnaasium
Lasnamie Vene Giimnaasium
Lihula Noorteklubi

Paide Noortekeskus
Pelgulinna Giimnaasium
Postimees

Puhja Giimnaasium

Rapla Kultuurikeskus

Rapla Vesiroosi Giimnaasium
Rocca Al Mare kool

Tabasalu kool

Tallinna Reaalkool

Tarvastu Giimnaasium

Tiiri Noortekeskus

Vindra Giimnaasium

And all others who participated in the MIMO project!

Moving On! 283






APPENDIX: ARTICLES IN FINNISH
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"HEDELMALLINEN HAASTE” — MIMO-
PROJEKTIN MONIAMMATILLISEN
TYOSKENTELYN KUVAUS

Johanna Krappe & Irmeli Leino

ABSTRAKTI

Tissd artikkelissa kuvaamme moniammatillisen kehittdimisryhmin proses-
sin. Kiinnitimme artikkelimme projektin toimintaympiristoon sekd moni-
ammatillisen tydskentelyn teoreettiseen viitekehykseen ja kuvaamme MIMO-
projektin moniammatillisen tydskentelyn prosessin sekd projektissa tehdyn
arvioinnin pohjalta moniammatillisen kehittdmisryhmin kokemuksia ja haas-
teita. MIMO-projektissa on kehitetty moniammatillisia, taideldhtdisid tyds-
kentelytapoja nuorten hyvinvoinnin edistimiseksi. Projektin keskeinen teema,
nuorten syrjaytymisen ehkiisy, on ajankohtainen yhteiskunnallinen haaste.
Nuorten syrjdytyminen aiheutuu monista eri syistd, kuten haasteista nuoren
perhetilanteessa, koulussa, elimintavoissa, mielenterveydessi tai sosiaalisessa
kanssakdymisessd. Taideldhtoistd tyoskentelyd on MIMO-projektissa suunnat-
tu nuorten hyvinvoinnin kannalta keskeisten asioiden kisittelyyn. Samalla on
voitu tukea nuorta ja tarjota nuorelle mahdollisuuksia kisitelld omaan iden-
titeettiin liittyvid asioita ja omien valintojen merkitystd. Nuorille merkitti-
vid asioita kulttuurin ja taiteen tekemisessi ovat ilo, elimykset, onnistumiset,
uuden luominen ja itseilmaisu. MIMO-projektissa on kehitetty moniamma-
tillisen tyoskentelyn prosessia yhteistyossa eri ammattiryhmien/-alojen kanssa.
Kohtaamisissa on opittu yhdessi ja toimittu yhteisen tavoitteen saavuttami-
seksi. Samalla on pohdittu yhteistoiminnan teoreettisia lihtokohtia ja kon-
tekstia, tavoitteena vakiinnuttaa uusia yhteisid toimintamalleja.
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MIMO-PROJEKTI JA AJATUS MONIAMMATILLISUUDESTA

“‘MOVING IN, MOVING ON” means youth gathering together to learn
and grow and having the skills for a positive impact on their home and
school environment also in future. Professionals also “move in” to community
youth work and then “move on” to develop existing preventative youth work

methods. (MIMO-projektin hakemus 2010)

MIMO-projekti (Moving In, Moving On! Application of Art-Based Methods to
Social and Youth Work) on syntynyt vastaamaan seki syrjdytymisen haasteeseen
ettd sosiaalialan ja nuorisotydn ammattilaisten keskuudessa vallitsevaan uusien
tyoskentelytapojen ja -menetelmien tarpeeseen. Projektissa on kehitetty mo-
niammatillisen taidelihtoisten menetelmien koulutuksen ja moniammatilli-
sen tydskentelyn mallia nuorten kanssa tydskentelevien avuksi. Kehittdmis-
tyon tuloksena on syntynyt myds nelji julkaisua ammattilaisten ja opiskelijoi-
den kiyttoon.

Projektin ensimmdinen julkaisu Moving In! Art-Based Approaches to Work with
the Yourh (Krappe, Parkkinen & Tonteri 2012) kisitteli projektissa mukana
olevien alojen (nuorisotyd, taide-, sosiaali- ja terveysala) liht6kohtia, oletuk-
sia ja ajatuksia moniammatilliseen taideldhtdiseen tyoskentelyyn lihdetties-
si. Kisissdsi oleva Moving On! Encounters and Experiences In Arts — Working
Multiprofessionally with the Youth -artikkelikokoelma on jatko-osa ensimmii-
selle julkaisulle, ja sen tarkoituksena on opastaa lukijaa moniammatillisella tai-
deldhtoiselld tielld. Julkaisussa kerrotaan MIMO-projektissa omaksutuista ta-
voista opettaa, oppia ja toteuttaa moniammatillisuutta ja niistd haasteista ja
onnistumisista, joita matkan varrelle on osunut. Projektin kaksi muuta julkai-
sua ovat lavarat taskuissa — Nuorten ryhmdohjauksen taidelihtoisii menetelmid,
jossa esitellddn yli 50 harjoitetta hyddynnettiviksi nuorten kanssa tehtivissi
tyOssd, ja Experimenting with Process Documentation in Social Media — A Case
Study MIMO, jossa kuvataan prosessidokumentointimme ajatusta ja sitd, mi-
ten oman ammatillisen ajattelun kehittymistd voi dokumentoida sosiaalisen
median tarjoamien mahdollisuuksien avulla.
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MIMO!-projektin idea syntyi Suomessa tapahtuneiden kouluampumisten
my6td 2000-luvun lopulla. Projektin teema, nuorten syrjdytymisen ehkiisemi-
nen, oli Euroopassa ajankohtainen, ja projektille mydnnettiinkin Euroopan
unionin aluekehitysohjelmasta noin 2 miljoonaa euroa nuorten syrjaytymi-
sen ehkiisemiseksi tehtivian kehittaimistyohon. Keskeisiksi sisalloiksi ovat
projektissa muodostuneet taidelihtdisten ja moniammatillisten menetelmien
kehittdminen ja levittiminen. Rahoituksen turvin projektissa on kehitetty
sekd tulevien ettd nykyisten ammattilaisten koulutusta ja erilaisia menetelmia
moniammatilliseen tydhon. Noin 500 tydpajassa ja esityksessd on kohdattu yli
5 000 nuorta Eteli-Suomessa ja Virossa. MIMO-projekti on soveltanut mo-
niammatillisen tydskentelyn tapoja useissa eri organisaatioissa ennalta ehkiise-
viin ty6hén ja pyrkinyt toiminnallaan lisidmiin taidelihtoisten menetelmien
kiyttod nuorten syrjaytymisen ehkiisemiseksi.

Kisityksemme moniammatillisuudesta on ollut, ettd osien summa on aina
enemmin kuin osat yksindin ja parhaassa tapauksessa kokonaisuus ja loppu-
tulos ovat enemmin kuin osiensa summa. Oletuksemme on siis ollut, ettd
moniammatillisuus on tavoittelemisen arvoista. Julkaisussamme kuvaamme
ja analysoimme moniammatillisen kehittdmisryhmin ja muiden MIMO-pro-
jektin moniammatillisten ryhmien seki taideldhtoisten aktiviteettien tuloksia,
kokemuksia ja haasteita. Téssd artikkelissa kuvaamme moniammatillisen ke-
hittdmisryhmin prosessin. Kiinnitimme artikkelimme projektin toimintaym-
paristd6n sekd moniammatillisen tydskentelyn teoreettiseen viitekehykseen ja
kuvaamme MIMO-projektin moniammatillisen tydskentelyn prosessin sekd
projektissa tehdyn arvioinnin pohjalta moniammatillisen ryhmin kokemuksia
ja haasteita sekd kehittimisehdotuksia. Prosessikuvaukseemme olemme otta-
neet vaikutteita viime vuosina toteutetuilta samantyyppisiltd projekteilta? ja
niissd toimineilta tutkijoilta. Vaikka kokemukset ovatkin aina henkilokohtai-
sia ja siten erilaisia ja erityisid, haluamme tiivistdi ja yleistdd projektin erilaisia
kokemuksia yhtendisemmiksi kuvaksi ja nikemykseksi. Prosessin kuvaus ja
artikkeleissa esiteltavit kokemukset toimivat siten toivoaksemme paremmin
apuna moniammatilliseen tyohon ryhdyttiessd erilaisissa organisaatioissa ja
uusissa projekteissa.

1 MIMO-projektin rahoitus tulee EU:n Central Baltic Interreg IVA 2007-2013 -rahoitusohjelmasta.
Projektin rahoitus on kohdennettu kaudelle 1.11.2010-31.12.2013. Projektin kokonaisbudjetti on
n. 1,9 milj. euroa.

2 Mm. Taika-projekti on tuottanut samankaltaisen prosessianalyysin, jota tutkija Pilvi Rantala (2011,
16-29) kisittelee artikkelissaan Taidelihtiisii menetelmii tydyhteisiihin: prosessianalyysi.
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NUORTEN SYRJAYTYMISEN EHKAISY MONIAMMATILLISEN
TOIMINNAN VIITEKEHYKSENA

Nuorten syrjdytymisen ehkiisy ja hyvinvoinnin edistiminen ovat olleet keskei-
sid tavoitteita MIMO-projektissa. Ne on kirjattu tavoitteiksi projektia suun-
niteltaessa, ja niistd on vallinnut projektitoimijoiden keskuudessa yhteisym-
mirrys, mikd onkin moniammatillisen yhteistyon lihtokohta. Syrjaytymisvaa-
rassa olevista nuorista on viime aikoina kannettu paljon huolta. Nuorten elin-
olot -vuosikirja ja Nuorisobarometri kertovat karua kieltd 2000-luvun lasten ja
nuorten hyvinvoinnin epitasaisesta jakautumisesta (Myllyniemi 2008; 2009).
Yhtend syrjdytymisvaarassa olemisen merkkini on pidetty koulutuksen var-
haista keskeyttimistd. Noin kahdeksan prosenttia nuorista jad pelkin perus-
koulutuksen varaan ja erityisesti heilli on vaikeuksia kiinnittyd tydelimain.
Pojista suurempi osa kuin tytoistd jattdd koulutuksen kesken. Nuorten syrjiy-
tyminen voidaan nuorten vikivaltaista kiyttdytymistd tutkineen Timo Pur-
jon (2010, 180) mukaan ymmirtdd syrjissi olemisena esimerkiksi kavereista,
ystavistd ja ldheisistd, harrastuksista tai koulunkiynnisti ja opiskelusta. Huo-
no koulumenestys ja tisti johtuva koulutuksen ulkopuolelle jiiminen ovat
usein nuorten syrjaytymisen taustalla (Alatupa ym. 2007). Syrjaytymisriski
on yhteydessi my6s taloudelliseen toimeentuloon. Vaikka suomalainen viesto
keskimiirin vaurastuu, taloudellinen hyvinvointi jakaantuu entistd epitasai-
semmin (Karvonen ym. 2009, 21-27). Lasten ja nuorten huostaanottoluvut
heijastavat pahoinvointia. Tilanteessa, jossa lastensuojeluasiakkuus alkaa ja jos-
sa paddytdin huostaanottoon, perhesuhteet ovat aiheuttaneet monia vaaroja ja
riskejd lapselle. On todettu, ettd useimmin syrjadn vetdytyvid ja alistuvia ovat
ne lapset, joilla on elimissian monia pahoinvointia aiheuttavia tekijoitd. (Hei-

no 2009, 210-211.)

Perhe on keskeinen lasten ja nuorten hyvinvoinnin tekiji. Esimerkiksi van-
hempien ongelmallinen alkoholinkiyttd on vahingollista lasten ja nuorten hy-
vinvoinnille. Vanhempien piihdeongelmat altistavat lapset eriasteisille huo-
lenpidon puutteille tai kaltoin kohtelulle ja lisddvit nuoren oman piihde- tai
mielenterveysongelman kehittymisen riskii. Myds vanhempien satunnainen
runsas alkoholinkidytto aiheuttaa vaaratilanteita ja laiminlydnteji sekid turvat-
tomuuden tunnetta nuoressa. Piihdeperheessi kasvamisen vaikutukset eivit
onneksi aina ole yhtd vahingollisia — oikein kohdistetulla tuella voidaan auttaa
lasten ja nuorten selviytymistd. (Homila ym. 2009, 104-105.) A-klinikkasdi-
tion Lasinen Lapsuus -gallupin mukaan lihes joka neljinnessi lapsiperheessd
kiytetadn lasten nikokulmasta liikaa pdihteitd. Yhteni lasta ja nuorta suojaa-

Moving On! 289



vista tekijoistd tuli esille huomion ja ajan saaminen ainakin toiselta vanhem-
malta tai muulta aikuiselta. Lapsen kyky irrottautua perhe-elimin haitallisista
elementeistd esimerkiksi harrastusten ja ystivien avulla todettiin suojaavan las-

ta. (Ilva & Takala 2011.)

Tutkimusten mukaan piihteitd kdyttavilld nuorilla on muita enemmin mie-
lenterveyden hiiriéitd ja runsas alkoholin kidytté on yhteydessid runsaaseen
psykosomaattiseen oireiluun. Terveystieteiden tohtori Pirjo Kinnunen (2011,
38, 100) korostaa viitoskirjassaan, ettd mielenterveyden edistimistydti tulee
tehdi niissi ympiristoissd, joissa lapset ja nuoret eldvit ja viettdvit aikaansa.
Kinnusen mukaan nuorten persoonallisuuden ja identiteetin kehittymistd tu-
lisi tukea jakamalla nuoren tunnekokemuksia ja kannustamalla nuorta ajatte-
lemaan itse arvojaan ja valintojaan. Lisdksi nuoria tulee ohjata paihteettomyy-
teen. Koulu on paikka, jossa voidaan tavoittaa suurin osa lapsista ja nuorista
heididn omissa kehitysympiristdissidn.

Vanhempien ja lasten viliset riidat kuuluvat tiettyyn ikdvaiheeseen, jossa
nuori vahvistaa identiteettiddn ja rakentaa tasavertaisempaa suhdetta van-
hempiinsa. Riidat vanhempien kanssa ovat yhteydessi nuoren hyvinvoin-
tiin: mitd enemmain riitoja on, sitd masentuneempi nuori on. Eniten eri-
mielisyyksid aiheuttavat kotityot, tietokoneella pelaaminen ja kotiintuloajat.
(Lammi-Taskula & Bardy 2009, 63.) 14-vuotiaan nuoren riitainen suhde
vanhempiin oli Kinnusen tutkimuksen mukaan yhteydessi mielenterveyden
ongelmiin aikuisena. Nuoruusikdin kuuluu oman roolin etsiminen siind yh-
teiskunnassa, jossa nuori elid. Maahanmuuttajanuorilla oman identiteetin
muodostumista voivat himmentdd oman kulttuurin ja uuden asuinpaikan
kulttuurin viliset erot. Vieraasta kulttuurista tulevilla nuorilla onkin todettu
olevan muita nuoria enemmin emotionaalista stressid ja itsetuhoajatuksia.

(Kinnunen 2011, 27.)

Terveystottumukset ovat keskeinen hyvinvoinnin tekiji. Visymys on nuor-
ten yleisin psykosomaattinen oire. Epiterveelliset ruokailutottumukset, valvo-
minen, vihiinen litkunta seki alkoholinkiytto ja tupakointi ovat yhteydessd
nuorten visymykseen. Jatkuvalla visymykselld on kielteisid vaikutuksia tuntei-
den hallintaan, koulumenestykseen ja koulussa viihtymiseen. Unettomuuden
syitd ovat epdsadnnolliset nukkumistottumukset ja riittimiton tai hdiriintynyt
uni. Unettomuus voi olla my®s stressireaktio turvattomuuteen ja koulunkiyn-
nin ongelmiin. Esimerkiksi kiusaamisen on todettu olevan yhteydessi visy-
mykseen. (Pietikdinen ym. 2009, 116.) Kouluympirist6lld on suuri merkitys
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nuoren eliméin ja hyvinvointiin. Kinnusen (2011, 46) mukaan nuoret, jotka
ovat kiusattuja tai kiusaavat toisia, kokevat kouluyhteison negatiivisempana
kuin muut koululaiset.

MIMO-projektin kohderyhmii ovat olleet esimerkiksi nuorisotiloissa kiyvit
nuoret, koululuokat, huostaan otetut lapset ja nuoret sekd maahanmuutta-
januoret. Syrjdytymisvaarassa olevia lapsia ja nuoria on kohdattu useimmi-
ten ryhmissi heiddn omissa ympiristdissddn. Taideldhtdisten menetelmien
kiytolld voi monin tavoin tukea nuoria ja auttaa heitd jakamaan tunnekoke-
muksiaan ja padsemain irti haitallisista ympiristoistd. Toimintaa on suunnat-
tu lasten ja nuorten hyvinvoinnin kannalta keskeisiin teemoihin: piihteisiin,
seksuaalisuuteen, terveellisiin elimintapoihin, erilaisuuden hyviksymiseen ja
itsetuntemukseen. Tyytyviisyys itseen ja tulevaisuuteen suuntautuminen ovat
merkittdvid mielenterveyttd tukevia tekijoitd. Taideldhtoisen toiminnan avul-
la voidaan harjaannuttaa ilmaisutaitoja ja ihmisen kommunikaatiota itsen ja
toisten kanssa. Samalla mahdollisuudet hyvinvoinnin kokemuksiin lisadnty-
vit. Taiteellinen toiminta vaikuttaa hyvinvointiin ainakin kahdella ulottuvuu-
della, jotka ovat itsen toteuttaminen ja yhteisollisten suhteiden rakentuminen.
Taideldhtoisia menetelmid hyodyntineen Myrsky-projektin tilastollisen aineis-
ton valossa juuri yhdessi toimimiseen ja hyvdin ryhmihenkeen liittyvit seikat
ovat olleet enemmistdlle Myrskyyn osallistuneista nuorista tirkeimpid asioita.
(Siivonen ym. 2011, 78.)

Nuorisobarometri-kyselyn (Myllyniemi 2009) mukaan nuorille tirkeimpid
syitd kulttuurin ja taiteen harrastamiseen ovat ilo, elimykset, onnistumiset,
uuden luominen, taitojen oppiminen ja itseilmaisu. Taideldhtoisistd menetel-
mistd lastensuojelussa vuonna 2013 viitelleen Piivi Kinkdsen (2013, 34) mu-
kaan taidelzhtdinen toiminta on ldhelld sosiokulttuurisen innostamisen peri-
aatteita. TaidelihtSinen toiminta on toiminnallista sosiaalityotd, jossa autta-
misen kidytinndissi painottuvat osallisuuden ja yhteisollisyyden kokemusten
vahvistaminen sekd kokemuksellisuuteen ja elimyksiin innostaminen. Siivo-
sen, Kotilaisen ja Suonisen (2011, 46) mukaan yhteisolliselld taideldhtoisel-
l4 toiminnalla on mahdollisuus vaikuttaa niilld eliminalueilla, jotka pystyvit
lieventimdin nuorten kokemusten mukaan syrjaytymisti. MIMO-projektissa
toteutetuilla taideldhtoisilld tydpajoilla ja tapahtumilla on voitu tukea nuorta
timin kisitellessi omaan identiteettiin ja kasvuun liittyvid asioita sekid saada
nuoret ajattelemaan omia valintojaan.
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MONIAMMATILLISEN KEHITTAMISEN VIITEKEHYS

Elokuussa 2012 Katariina Pirni viitteli Turun yliopiston sosiologian laitok-
sella aiheenaan "Kehittivi moniammatillinen yhteistyo — Lapsiperheiden varhai-
sen tukemisen mahdollisuudet”. Pirnin (2012, 29) mukaan moniammatillisuus
voidaan jakaa organisaatiokulttuuriseen, Kisitteelliseen, professionaaliseen ja
praktiseen tasoon. Organisaatiossa vallitseva tyokulttuuri miirittelee, keiden
kanssa ja miten yhteistyotd tehdddn. Kisitteellisen tason avulla jisennetdin
moniammatillista yhteisty6td ja sithen liittyvid nakokulmia. Yhteistyon sisil-
I6lliset asiat liittyvdt professionaaliseen tasoon. Praktinen taso puolestaan si-
siltdd yhteistyon toteuttamiseen ja varsinaiseen kehittimistehtdvain liittyvin
konkreettisen nikokulman. Julkaisumme noudattelee samaa jaottelua, ja kus-
sakin artikkelissa sivutaan Pirnidn mainitsemia tasoja.

ORGANISAATIOKULTTUURINEN TASO

Teimintaympdristén kuvaus ja konteksti

PROFESSIONAALINEN TASD

[Irmian sisallallinen tarkastelu

MONIAMMATILLISEN YHTEISTYON KASITTEELLINEN TASO

[lmign j@sentdminen ja konkretisointi

PRAKTINEN TASO

Yhteistniminta ja kehittdminen

KUVIO 1. Moniammatillisen yhteistyon teoreettinen viitekehys (Pirnd 2012, 29).

MIMO-projektissa moniammatillista yhteistyotd on tehty projektiorgani-
saatiossa, jossa mukana on ollut useita eri ammattialoja ja kolme koulutus-
organisaatiota: yksi Virossa ja kaksi Suomessa. Organisaatiokulttuurien eri-
laisuus on asettanut haasteita yhdessi tehtiville kehittamistyélle. Projektissa
keskiossd on suunnitteluvaiheesta lihtien ollut monien muiden toimintojen
ohella Multiprofessional Teamwork (MPT) eli moniammatillisen tiimityds-
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kentelyn kehittiminen nuorten syrjiaytymisen ehkiisemisen tavoitteen ym-
parille taideldhtdisin menetelmin ja koulutusta kehittden. Kehittdmistd on
tehty moniammatillisen tiimitydskentelyn kehittdmisryhmissi ammattilais-
ten kesken, moniammatillisessa taidelidhtoisessd koulutuksessa opettajien ja
opiskelijoiden kesken seki opiskelijoiden pienryhmityoskentelyssd nuorten
parissa. Moniammatillisen koulutuksen kehittdmistd kuvaavat artikkelissaan
tuntiopettaja ja projektikoordinaattori Outi Arvola ja sosiaalialan lehtori
Terttu Parkkinen. Kahden projektissa yhteistyotd tehneen koulutusorgani-
saation viliseen yhteistyohon ja uuden opettajuuden haasteeseen pureutuvat
tarkemmin artikkelissaan jdrjesto- ja nuorisotyon lehtori Juha Makkonen ja
nukketeatterin lehtori Marja Susi. Koulutuksen kehittaimistyéhon virolaista
nikokulmaa tuovat projektikoordinaattori Irene Hiitsi ja tanssin teorian ja
historian lehtori Kai Valtna. Kouluissa tehtyd moniammatillista yhteistydtd
tarkastelevat tuntiopettaja Sari Kallio-Kokkd, jarjestd- ja nuorisotydn lehtori
Marjo Kolehmainen ja journalismin lehtori Juha Sopanen. Nuorten parissa
tehtyd tyotd ohjaajien nikokulmasta kuvaa vuorovaikutukseen erikoistunut
lehtori Ruut Kaukinen. Tanssipedagogian lehtori Anu S66t analysoi virolais-
ten opiskelijoiden kokemuksia tyoskentelystdin nuorten kanssa. Suomalai-
nen opiskelija Satu Aalto ja virolaiset opiskelijat Liis Luumberg ja Ebe Link
tarkastelevat artikkeleissaan moniammatillisten opiskelijaryhmien toimin-
taa. My®s lehtori David Yokenin tekemddn haastatteluun pohjautuva artik-
keli paneutuu opiskelijoiden nikemyksiin moniammatillisesta yhteistydstd.
Julkaisu sisiltdd myos tutkija Anu Laukkasen artikkelin soveltavan taiteen
ja identiteetin suhteesta sekd kolme kuvailevaa analyysia MIMO-projektin
teatteriproduktioista: teatterin tuntiopettaja Minna Haapasalo kirjoittaa las-
tensuojelunuorten teatterikerhosta, teatteritaiteen tuntiopettaja Marja Kan-
gas lukion teatterikerhosta ja sielld kiytetyistd menetelmistd ja nukketeat-
terin lehtori Marja Susi teatterikokemuksesta ja tyttotyostd Turun Tyteojen
Talossa toteutetussa teatteriprojektissa.

MIMO-projektin sisdllollisessd viitekehyksessd, professionaalisella tasolla,
nuorten syrjaytymiseen liittyvistd laajemmista yhteiskunnallisista tavoitteista
on oltu yhtd mieltd, mutta esimerkiksi nikemykset moniammatillisuudesta
ja taideldhtdisyydestd ovat vaihdelleet. Moniammatillisen yhteisty6n kehitti-
misen prosessit ovat MIMO-projektissa merkinneet uusien tavoitteiden aset-
tamista perinteisten tavoitteiden rinnalle. Ne ovat merkinneet siirtymisté or-
ganisaatio- ja koulutusalakeskeisyydesti asiakaslihtoisyyteen, yksintydskente-
lystd tavoitteelliseen yhteistoimintaan, kilpailevuudesta yhdessi oppimiseen
ja ongelmaldhtdisyydestd voimavarasuuntautumiseen (vrt. Pirnd 2012, 205).
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Olennaista tissd tydssd on ollut — ja on edelleen — sen prosessiluonne. Pro-
sessi-kisite viittaa valtiotieteen tohtori Riitta Seppdnen-Jirveldn (1999, 113—
114) mukaan enemmin siihen, miten asioita tehdiin kuin miti tehdiin.
Moniammatillisen kehittdimisen prosessin lipivieminen MIMO-projektissa
on vaatinut sitd ohjanneilta runsaasti voimavaroja. Prosessiasiantuntijuuden
kisite kattaa prosessin kdynnistimisen, kuljettamisen ja ylldpitimisen. Pro-
sessin ohjaamisessa ja kuljettamisessa korostuvat suunnitelmallisuus, asioiden
vilisten yhteyksien ymmartdminen seki epdonnistumisen ja kaoottisten tilan-
teiden ja kritiikin sietiminen. MIMO-projektissa on kolmen vuoden aikana
paisty jo hedelmilliseen yhteistoimintaan ja suurin osa kehittimistavoitteista
on saavutettu.

Yhteistyon kdynnistyminen edellyttdd Pirnin (2012, 140-148) mukaan aina
asiakaslihtdisen yhteistydtarpeen tunnistamista ja yhteistyotahtoa. Edellytyk-
sid yhteistyolle ovat luottamuksen syntyminen, yhteistyon hyddyn tunnista-
minen ja tavoitteellisuuden hahmottaminen prosessimaisesti eteneviksi. Luot-
tamus ilmenee tissd yhteydessd luottamuksena omaan ja toisen osaamiseen ja
sithen, ettd pyritddn samaan asiaan. Yhteistydssid luottamus nikyy myos epi-
varmuuden sietokykyni ja sen kasvuna esimerkiksi tilanteissa, joissa ennak-
kovalmisteluun on vain vihin aikaa tai suunnitelmiin tulee muutoksia. Kun
toiseen luottaa, on uskallusta tehdd ehdotuksia, antaa tehtdvii toisille ja ottaa
tehtivid toisilta. Luottamus vapauttaa resursseja luovuuteen ja antaa mahdol-
lisuuden tehdi toisin.

Moniammatillinen yhteistyd on yhteinen oppimisprosessi, jossa tyén konk-
reettisen hyddyn nikeminen on keskeisti (Mddttd 2006, 587-589). Moni-
ammatillinen yhteistyd edellyttdd tahtoa, rajojen ylittimisté, luottamusta seka
yhteistd pyrkimystd, innostusta tyohén ja yhteistyon tarpeen seki yhteistyostd
saatavan hyodyn tunnistamista. Keskeistd on, suhtaudutaanko yhteistyohon
resurssina vai siten, ettd se vie voimavaroja ja resursseja perustydstd. Parhaim-
millaan moniammatillinen yhteistyd antaa voimavaroja seki asiakkaalle ettd
tyontekijille sekd kehittdd osaamista ja palvelurakennetta. (Pirnd 2012, 149—
150.) Voimavarat kannattaa suunnata hyvin rakentamiseen ja sithen keskitty-
miseen sen sijaan, ettd keskitytddn niihin henkil6ihin, joiden on vaikea sisiis-
tdd ja hyviksyd yhteistd tavoitetta tai sithen liittyvid perusoletuksia.

Toiminnan tavoitteellisuuden prosessinomaisuuden ja monitasoisuuden tie-
dostaminen on keskeistd yhteistydprosessissa. Tavoitteita muotoillaan yhteis-
tyon aikana uudestaan, koska moniammatillinen yhteistyd synnyttdd proses-
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sin edetessd uusia niakokulmia. Tavoitteiden tiytyy olla konkreettisia, silld ne
ohjaavat yhteistydprosessia. Liian abstraktille tasolle jddvi tavoite ei tue riittd-
visti moniammatillisen yhteisen toiminnan suunnittelua. (Pirni 2012, 168.)
Sosiologi Mirja Middtidn (2007, 14, 30, 48, 52) mukaan liian yleisluonteinen
tavoite, ryhmin sisalld kilpailevat orientaatiot, tyontekijéiden vaihtuvuus ja
epdilys toisen sektorin saamasta vallasta ja hyddysti estivit yhteistydtd. Mo-
niammatillisesti toteutettuun ehkiiseviin tyohon asetetaan usein suuria odo-
tuksia. Turhautumisen vaara on yhteistydssi, jolle on asetettu suuria odotuk-
sia, jonka tavoitteet eivit ole riittdvin konkreettisia tai jos tyélle ei 16ydy si-
siltod. Episelvin tavoitteen myotd my6s tulosta voi olla vaikea madrictdd tai
hahmottaa. Keskeistd on asiakkaan tarpeen ymmirtiminen ja sen asettaminen
yhteistydn lihtokohdaksi (Pirnd 2012, 206). MIMO-projektissa yleisen tason
tavoitetta, nuorten syrjiytymisen ehkiisemistd moniammatillisesti taidelihtoi-
sin menetelmin, ei ole aina ollut helppo konkretisoida osatavoitteiksi. Muita-
kin tavoitteita on MIMO-projektissa ollut: ne ovat olleet kansallisia, alueelli-
sia, paikallisia, organisaatiokohtaisia ja ehkid my6s henkilokohtaisia. Tavoittei-
den moninaisuus on aiheuttanut haasteita ja niiden suhde nuorten syrjiyty-
misen ehkdisemiseen on toisinaan himirtynyt. Laaja verkostoprojekti asettaa
haasteita projektipaillikélle ja kehittimisryhmin vetdjille. Projektin laajuus on
tehnyt haastavaksi hahmottaa my6s kaikki aktiviteetit (yli 500 toimintoa) ja
niiden keskiniiset suhteet (joitakin toimintoja on ollut esim. sarja, mutta niitd
on saatettu nimetd uudelleen projektien kuluessa jne.). Haasteellista MIMO-
projektissa on ollut myos mairitelld asiakas: onko asiakas nuori, opiskelija,
tiydennyskoulutuksen opiskelija, , yhteistydorganisaatio, oma organisaatio vai
projektin rahoittaja?

Moniammatillinen yhteistyé on prosessi, joka sisiltdd resurssien, vastuun ja
osaamisen jakamisen. Kun prosessia kehitetddn yhteistyossd, se helpottaa va-
kiinnuttamaan yhteistyokiytintdjd ja selkiyttimiin yhteistd tavoitetta. Oppi-
minen ja kehittdiminen ovat lihelld toisiaan. Erityisesti kollektiivinen tiedon
rakentaminen ja oppiminen liittyvit kehittimistyohén. (Seppanen-Jirveld
1999, 37-39.) Pirni (2012, 39) korostaa, etti neuvottelut ovat keskeisii mo-
niammatillisessa yhteistydssd. Eri ammattiryhmien kohtaamisissa syntyy tilan-
teita, joissa voidaan omaksua toisen ammattialan vaikutusta tai tietoperustaa.
Tihin on myds MIMO-projektin moniammatillisen kehittimisryhmin ta-
paamisissa pyritty. Kun moniammatillinen yhteistyén kehittiminen tapahtuu
tietoisesti, se antaa mahdollisuuden rakentaa uutta yhteisti kiytint6i ja tietoa

(Parni 2012, 40).
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Parhaimmillaan moniammatillinen yhteistyé on osallistavaa, kehittidvid ja
kommunikatiivista toimintaa, jossa ryhmi pohtii oman toimintansa kiytin-
néllisid, teoreettisia ja eri tilanteisiin kiinnittyvid lahtékohtia. Moniamma-
tillisen yhteisty6n aloittamiseen liittyy kaksi vastakkaista voimaa: toisaalta
yhteisty6n positiiviset odotukset ja toisaalta oman ammattiosaamisen suo-
jaaminen ja aikaisemmat kokemukset yhteistyén haasteista. (Parnd 2012,
132-133, 169.) My®és opiskelijat ovat kohdanneet samat haasteet ryhtyes-
sddn moniammatilliseen yhteistydhon osana MIMO-projektin opintojaan.
Opiskelijoiden professionalisaation vaiheen mukaan suojautuminen ja oman
ammattialan rajaaminen voivat olla hyvinkin voimakkaita yhteisty6hén ryh-
dyttdessd. Eri ammattiryhmit tarkastelevat tavoitetta hieman eri nikokul-
mista, ja moniammatillisen yhteistyon tietopohja ja kiytinté muodostu-
vatkin niitd nikékulmia yhdistimilli. Refleksiivinen tydote ja moniniko-
kulmaisuus voivat kehittyd moniammatillisessa yhteistyossd. Refleksiivisyys
merkitsee sitd, ettd yhteistydssd peilataan omia ajatuksia ja toimintatapoja
toisten ajatuksiin ja toimintatapoihin sekd pohditaan niiden taustalla olevia
eettisid ja ideologisia oletuksia.

Moniammatillisessa yhteistydssd tapahtuva oppiminen ja yhteisen osaamisen
kehittyminen voidaan nihdi kollektiivisen asiantuntijuuden kehittymiseni.
Kollektiivista asiantuntijuutta tutkineen erityistutkija Niina Koivusen (2005)
mukaan asiantuntijoiden taitava toiminta koostuu kdytinnén ammattiosaa-
misesta ja vuorovaikutustaidoista. Asiantuntijuus tulee esille kyvyssi toimia ja
kdyttad asiantuntijatietoa. Koivunen korostaa, ettd on tirkedd tarkastella juuri
toimintatapoja, koska niihin kollektiivinen asiantuntijuus on sidoksissa. Toi-
minnan tarkastelun avulla saadaan nikyviksi kollektiivisen asiantuntijuuden
kehittyminen ja yhdessi opitut kiytinnét. Kiytinnon toteutusta kuvaavat ta-
rinat tai tapaukset kehittdvit ymmirrystd ja edistivit myos hiljaisen tiedon
siirtymistd. Koivusen mukaan moniammatilliseen yhteistydhon osallistuville
toimijoille voi kehittyd kollektiivinen rytmitaju eli kisitys siitd, missd vaiheessa
prosessia ollaan menossa ja milloin yhteisid pddtoksid voidaan tehdi. Rytmita-
juun liittyy my6s asioiden toisto. Tdrkeitd asioita kiyddin monta kertaa lipi,
kunnes ne ovat ryhmin mielestd valmiita. Ryhmin jisenilld pitda olla kisitys
siitd, mitd pitdd tehdd ennen kuin voidaan jatkaa eteenpdin prosessissa. Ryt-
mitaju liittyy my6s kokonaisuuden hahmottamiseen ja yhteistyohon liittyvien
organisaatioiden tuntemiseen.
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MONIAMMATILLISEN KEHITTAMISRYHMAN TOIMINNAN
KUVAUS JA ARVIOINTI

Taideldhtdisen toiminnan hyddyntiminen nuorten syrjiytymisen ehkiisyyn
oli MIMO-projektin suunnittelun lihtékohta. Se oli kaikkien partnerien yh-
teinen toive. Suomalaisille partnereille taideldhtdisyys oli tuttua verrattain
pitkiltd ajalta, kun taas virolaisille taidelihtoinen tydskentely nuorten kans-
sa oli vield pitkilti kartoittamaton alue. Turun ammattikorkeakoulu, Turun
kaupungin nuorisoasiainkeskus ja Humanistinen ammattikorkeakoulu halu-
sivatkin astua askeleen pidemmille ja ryhtyd kehittimiin taideldhtdisyyteen
kiinnittyvia uudenlaista moniammatillista toimintamallia. Moniammatillisen
taideldhtoisen toiminnan tarve nousi esille aiempien projektien kokemuksista.
Yhteen moniammatilliseksi kehittdmisryhmiksi kokoontuivat Turun ammat-
tikorkeakoulun kolmen tulosalueen eli Terveysalan, Taideakatemian ja Hyvin-
vointipalveluiden edustajat yhdessi Turun kaupungin nuorisoasiainkeskuksen
kansainvilisten asioiden koordinaattorin seki Humanistisen ammattikorkea-
koulun edustajien kanssa. Ryhmi muutti muotoaan useamman kerran, mutta
se kokoontui sdinnollisesti projektin aikana helmikuusta 2011 marraskuuhun
2013. Tapaamisia oli kaikkiaan 17 kertaa, joista yhteisid tapaamisia Tarton
yliopiston Viljandin Kulttuuriakatemian ja tallinnalaisen Von Krahl Teatterin
kanssa oli 7. Tétd artikkelia kirjoitettaessa syksylld 2013 viimeinen suomalais-
ten MPT-ryhmin tapaaminen ja viimeinen koko partnerikonsortion tapaami-
nen on vield edessi.

Ensimmiisen vuoden aikana tapaamisissa kiytettyji tydskentelymenetel-
mii ja yhteistyon etenemistd on kisitellyt Irmeli Leino (2012) ensimmaisessd
MIMO-julkaisussa artikkelissaan ”First Steps in Multiprofessional Teamwork
within the MIMO Project”. Projektin toisen vuoden jilkeen projektin sisdinen
arvioija Anna Tonteri toteutti véliarviointikyselyn, jonka vastauksia avaam-
me tissd luvussa. Viimeisen, kolmannen vuoden aikana olemme kuvanneet
MIMO-projektin moniammatillisen taideldhtoisen kehittimisen prosessin ja
kiyneet muun muassa keskustelun Katariina Parnin kanssa. Moniammatilli-
sen ryhmitoiminnan prosessissa keskeistd on suunnittelun, toteuttamisen, ar-
vioinnin ja kehittimisen sykli. Ensimmdiseni tehtivini olemme Pirndd mu-
kaillen nihneet toimintaympirist6jen kartoittamisen, toisena professionaali-
sen tason avaamisen, kolmantena moniammatillisen toiminnan suunnittelun
ja neljintend toteutuksen tason.
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KUVIO 2. Moniammatillisen yhteistyon viitekehys MIMO-projektissa (mukaillen
Pirni 2012, 29).

Nimi tasot on MIMO-projektin aikana prosessinomaisesti kuljettu ldpi kol-
men vuoden aikana aina uudelleen niin, ettd on palattu toiminnan toteut-
tamisen jilkeen arviointiin ja uudelleen kehittimiseen. Moniammatillisen
ryhmityoskentelyn vaiheita MIMO-projektissa ovat ndihin tasoihin kiinnit-
tyen olleet yhteisten kisitteiden etsiminen ja tavoitteiden asettaminen, oman
erityisosaamisen ja asiantuntijuuden kirkastaminen ja perehtyminen toisten
osaamisalueisiin, ryhmin yhteisen osaamisen rakentaminen ja osaamisen siir-
timinen, yhteisen moniammatillisuuden 6ytyminen, erilaisten moniamma-
tillisuuden oppimisympiristdjen rakentaminen opiskelijoille, moniammatil-
linen tydskentely nuorten parissa, toiminnan arviointi ja siitd raportoiminen.
Vaiheet voidaan kuvata myos esimerkiksi seuraavasti: kokoon kutsuminen,
yhteistyon mahdollisuuden tunnistaminen ja yhteistyén nikeminen mahdol-
lisuutena, halu tehdi yhteistyotd, motivaation syntyminen, yhteistydtarpeen
hahmottaminen, ideointi, yhteisten ja kunkin omien tavoitteiden mairittely
ja avaaminen, luottamuksen syntymiseen vaikuttaminen, ryhméytyminen, ar-
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vostuksen ja kunnioituksen syntyminen, tavoitteiden monitasoisuuden hah-
mottaminen sekd dialogisuuden ja moniammatillisuuden synty. Mahdolli-
suuksia hahmottaa moniammatillisen ryhmin toimintaa, vaiheita ja prosessia
on siis useita.

Projektin toisen vuoden jilkeen toteutetussa viliarvioinnissa arvioitiin ke-
hittimisryhmin toimijoilla olleita odotuksia ja kisityksid toiminnan ta-
voitteista sekd odotusten ja tavoitteiden toteutumista ensimmiisten kahden
vuoden aikana. Tonteri kysyi myos ryhmin jisenten oppimiskokemuksista,
rajojen ylittdmisestd, luottamuksen syntymisestd, me-hengen syntymisestd
seki siitd, olisivatko he edelleen kiinnostuneita tulevaisuudessa tydskentele-
miin moniammatillisesti. Vastauksista (n=11) ilmenee, ettd ryhmii on pi-
detty sekd odotuksissa ettd toteutuneen perusteella tirkedni projektin or-
ganisoitumisen tapana (rakenteellinen lihestymistapa) ja asiantuntemuksen
vaihdon paikkana (sisillollinen lihestymistapa). Odotuksissa nousivat esille
erityisesti toiveet brainstormingista, opintojen ja muiden projektin toimin-
tojen yhteisestd suunnittelusta sekd toisten asiantuntemukseen, ideoihin,
toimintatapoihin ja arvoihin perehtymisestd. Lisiksi odotuksiksi mainittiin
verkostoituminen, moniammatillisen mallin luominen, oman asiantunte-
muksen kasvattaminen sekd kokonaiskuvan saaminen MIMO-projektista.
Yksi vastaajista tuli aivan avoimin mielin mukaan ryhmin toimintaan ilman
mink3dinlaisia odotuksia. Yli puolella vastaajista odotukset tdyttyivit kahden
vuoden yhteistyon jilkeen pddosin tai verrattain hyvin. Muutamissa vastauk-
sissa ilmeni, ettd pidempi aika tai intensiivisempi tyoskentely olisi tarpeel-
lista tavoitteiden saavuttamiseksi. T4td ajatusta ovat tukeneet myshemmiit
ryhmin keskustelut.

Viliarvioinnissa ryhmin jdsenet kirjasivat nikemyksidin ryhmin tavoitteista.
Tavoitteiksi oli kirjattu erityisesti moniammatillisten taitojen kehittiminen
opiskelijoille ja henkilostolle, moniammatillisen tiimityoskentelyn mallinta-
minen ja tiimityoskentelyn hyédyntiminen opetuksen kehittimisessd, moni-
ammatillisuutta edistdvien ja estivien seikkojen tunnistaminen, nuorten hy-
vinvoinnin ja voimaannuttamisen lisidminen moniammatillisen tiimitydsken-
telyn ja taideldhtoisten aktiviteettien avulla, rajojen ylittiminen sekd yhteis-
tyoén kehittdminen ja lisidminen eri koulutusalojen ja organisaatioiden seki
niiden osien vilille. Nimi tavoitteet noudattelevat pitkilti projektihakemuk-
sessa kirjattuja tavoitteita. Toiminnassa mukana olleet voivat helposti havaita
vastauksista, ettd ne sisdltdvit jo reflektiota tehdysti tydstd ja ovat tismenty-
neet alun tavoitteista. Ryhmin jasenilld on kuitenkin tavoitteiden toteutumi-
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sesta eridvid mielipiteitd. Osan mielestd toisten ammattitaidosta saatu tieto on
vain pintaraapaisu tai vastaajia epdilyttdd, onko kaikilla samansuuntainen ni-
kemys ja tavoite. Osa tulkitsee nuorten palautteiden perusteella tavoitteiden
tdyttyneen ja opettajien ja opiskelijoiden saavuttaneen tavoitteet. Osa epiilee,
ovatko tavoitteet opiskelijoilla toteutuneet, ja nikee, ettd kehittimistd on ta-
pahduttava vield ammattilaistenkin tyoskentelyssi. Moniammatillisuus nih-
tiin myds muun muasssa ~hedelmaillisend haasteena” ja ilmaisu kiteyttdakin
hyvin moniammatillisuudessa piilevin ristiriitaisuuden, onnistumisen mah-
dollisuuden tuottaman lisdarvon ja monien alojen kesken tehdyn ryhmityon
mahdolliset ongelmakohdat. Joidenkin mielestd tavoitteet saavutetaan vasta
myShemmin projektin edetessi.

Oppimiskokemuksia pystyi nimeimiin yhti poikkeusta lukuun ottamatta jo-
kainen ryhmiliisistd. Osa koki oppineensa kollegoiltaan paljon ja antaneensa
my0s toisille uusia nikokulmia seki kaiken tietonsa ja apunsa kiyttoon. Viro-
laiset kokivat oppineensa suomalaisten aiemmista kokemuksista, suomalaiset
virolaisesta yhteiskunnasta ja kulttuurista. Moniammatillinen tydskentely oli
vastausten perusteella opettanut projektijohtamista ja organisointia, vastuun-
ottamisen, suunnittelun, joustamisen ja luottamuksellisen tydskentely-ympi-
ristdn tirkeyttd, toisten organisaatioiden ja toisen maan kulttuurin toimintata-
poja, yhteistydtaitoja ja eri alojen yhdistdmistd. Yhdessd vastauksessa korostet-
tiin, ettd on tirkedd saada olla my9s viirissi. Erityisesti vastauksissa nostettiin
esille asiantuntemuksen, tyoskentelymenetelmien ja arvojen oppiminen, vaik-
ka yhdessd vastauksessa nousi esille tarve pitempiaikaiselle yhteistyélle toisten
alojen kompetenssien tunnistamiseksi.

Haasteita ryhmille on aiheuttanut usea asia, arviointiaineistossa korostuvat
eritoten henkilévaihdokset ja sitoutumattomuus. Viliarvioinnin vastauksissa
nikyy myShemmin mukaan tulleiden kokemus sivullisuudesta: "En ole ollut
keskeinen prosessin rakentumistyossid.” Ryhmaildisten erilaiset kulttuuritaus-
tat ovat aiheuttaneet myds haasteita. Toisen kulttuurin ja toimintaympiriston
kohtaaminen uudenlaisessa yhteisty6ssi haastaa osallistujia. Yhteisty6n onnis-
tuminen edellyttdd avoimuutta. Vaikka projektia toteutettiin kahden maan vi-
lisend yhteistyond, MPT-kehittimisryhmamme tapasi padosin vain suomalais-
ten kesken. Hyvistd englannin kielen taidosta huolimatta omalla didinkielelld
toimiminen osoittautui tirkedksi avattaessa kunkin alan kisitteitd toisille ja
neuvoteltaessa yhteistydn muodoista ja tavoitteista. Keskusteluissa merkitykset
saattavat muuttua “rikkiniisen puhelimen” tavoin, silli samoilla termeilld voi
eri aloilla olla erilaisia merkityssisiltojd ja toisaalta samasta asiasta voi olla kiy-
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tossd eri termejd eri aloilla. Termi voi my®os kattaa liian laajoja sisiltoji eikd vas-
taavia merkityksid vilttdimittd sisilly englanninkieliseen termiin, eikd se edel-
leen kddnnettynd esimerkiksi viron kielelle vilctdimattd vastaa endd ollenkaan
alkuperiistd kisitettd. Tallaisesta rikkiniisestd puhelimesta hyvi esimerkki on
kisite "soveltava taide”.

Suurin haaste yhteistyélle on aiheutunut muutamien henkildiden sitoutu-
mattomuudesta, kyvyttdmyydestd avoimuuteen ja rajojen ylittimiseen seki
yhteiseen tavoitteeseen kiinnittymiseen. Sitoutumattomuus on osaltaan hor-
juttanut luottamusta ja hidastanut kollektiivisen asiantuntijuuden syntyi.
Rajojen ylittdmistd on vaikeuttanut asenteiden lisiksi aikataulujen ja kiy-
tinteiden yhteen sovittamisen haasteet ja samalla uudeksi pohdittavaksi on
noussut, miten kisitelli tyytymittomyyttd ryhmin sisilld. Yhteistoiminta
MIMO-projektissa on voinut antaa mahdollisuuden nuorten ja opiskelijoi-
den osallisuuden ja voimavarojen tukemiseen. Haasteena on ollut, miten
saada luotua sellaisia tilanteita, joissa eri alojen opiskelijat ja opettajat seki
tyoelimin edustajat voivat yhdessd suunnitella uusia toimintamalleja ja yh-
distdd osaamistaan. On keskeistd, ettd osallistujat nikevit timin yhteisen
tyoskentelyn hyddyttivin myos heidin omaa oppimistaan eiki vievin heiltd
jotain pois. Téssd pohjatydssd ohjaavien opettajien omat asenteet ja motivaa-
tio ovat keskeisessi asemassa. Moniammatillisen osaamisen johtaminen on
tirkedd huomioida asiakastydssd — samoin kuin opetustydssd. Jotta opettaja
pystyy motivoimaan, kannustamaan ja ohjaamaan opiskelijoita moniamma-
tilliseen yhteistydhon, hinen tulee myos itse uskoa sen voimaan ja merki-
tykseen oman ammattiosaamisensa kehittymisen kannalta. Tillaisia haastei-
ta kohdattaessa on syytd pohtia, onko kyseessd pintatason tai rakenteellisen
tason haaste vai vain eri tavoin tilanteen kokeva ja sithen suhtautuva henkilo.
Keskusteltaessa MIMO-projektin MPT-toiminnasta Katariina Parni kehotti
kdyttdmidn panokset hyvin rakentamiseen eikd niihin henkil6ihin, joiden
on vaikea sisdistid moniammatillisuutta.

Projektin viimeisen vuoden aikana niitd véliarvioinnista kummunneita aja-
tuksia on jisennelty edelleen ja keskitytty miettimdin tietoisuuden, tavoitteel-
lisuuden ja yhteistoiminnallisuuden teemoja. Sen pohjalta olemme koonneet
yhteen MIMO-projektin viitekehyksen kannalta keskeisid asioita toisenlaisen
prosessin kuvaukseen. Kuviossa 3 on kuvattu esimerkki tavoitteiden jisenti-
misen ja konkretisoinnin prosessista.
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KUVIO 3. Moniammatillisen yhteistyon prosessi MIMO-projektissa (mukaillen
Pirni 2012, 203).

KEHITTAMISAJATUKSIA

MIMO-projektin moniammatillisesta toiminnasta saa MIMO-projektin en-
simmiisen julkaisun ja timin julkaisun my6tid varmasti laajan ja osin yksityis-
kohtaisenkin kuvauksen. Olemme tissd artikkelissa pyrkineet kuvaamaan toi-
mintaympiriston, jossa olemme toimineet, sekd niitd kokemuksia ja haastei-
ta, joita moniammatillisen kehittimisryhmin arvioinnin pohjalta on noussut
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esille. MIMO-projektin hyvistd kokemuksista voi oppia paljon julkaisuistam-
me, mutta olemme nostaneet esiin myos huonoja kokemuksia, jotta niistakin
voi oppia. Seuraavaan moniammatilliseen yhteistyohon ryhtyessimme kehit-
tdisimme toimintaa edelleen siten, ettd tydskentely olisi pitkdjinteisempid eikd
vain projektiluonteista. Ryhmin olisi hyvi tydskennelld intensiivisemmin, ja
sen pitdisi muodostaa rutiineja ja toistaa asioita niisti oppiakseen. Ryhmilld
olisi hyvi olla yhteinen kirjoitettu tavoitetila osatavoitteiden tarkkoine mairit-
telyineen ja niihin olisi syytd palata sddnnéllisesti. Toiminnalla tulisi olla kalen-
terisuunnitelma vilitarkasteluineen. Rakenteiden olisi hyvi olla 16yhid, mutta
toiminnalla pitidisi olla kuitenkin selked rakenne. Ulkopuolisten fasilitaatto-
rien ja arvioijien kiyttiminen on pitinyt MIMO-projektissa toimintaa ajoit-
tain vireimpind, mutta titd voisi hyddyntid enemmin. Kaikkein tirkeimpi-
nd moniammatillisessa tiimitydskentelyssd kuitenkin ovat, kuten viliarviointi-
vaiheessa yksi vastaajista totesi, henkildiden viliset suhteet. Ryhmaytymiseen
pitdisi panostaa, ja siind olisi hyvd kiyttad erilaisia menetelmid. Huolelliset
henkilovalinnat ja taustaorganisaatioiden vahva sitoutuminen luovat pohjan
onnistuneelle moniammatilliselle yhteistyolle.

Kehittimisryhmistimme valtaosa vastasi viliarviointivaiheessa haluavansa
tehdd moniammatillista yhteistyotd tulevaisuudessakin. Jos ryhmiliisilli on
luottamus toisiinsa ja selked yhteinen tavoite, moniammatillinen tyoskentely
toimii ja tuo lisdarvoa ryhmille, sithen osallistuville ja toiminnan kohderyh-
mille. Moniammatillinen yhteisty on "hedelmaillinen haaste”, johon kannat-
taa tarttua!
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(SOVELTAVA) TAIDE JA IDENTITEETTI
MONIKULT TUURISESSA MAAILMASSA
— KASITTEELLISIA KIINNEKOHTIA

Anu Laukkanen

ABSTRAKTI

MIMO-projektin yhteni tavoitteena on edistid soveltavan taiteen metodien
kiyttod nuoriso- ja sosiaalityossd. Osallistavien ja luovien teatteria ja tanssia
hyddyntivien ryhmimenetelmien ajatellaan MIMO-projektissa edistivin po-
sitiivista vuorovaikutusta ja itsetuntemusta, vuorovaikutustaitoja sekd paikal-
lista tietoisuutta. Erityisesti itsetuntemukseen, omakuvaan sekd paikalliseen
tietoisuuteen liittyvdt tavoitteet nivovat identiteettid koskevat kysymykset
osaksi projektin peruslihtokohtia.

Artikkelissa pohditaan, millaisia mahdollisuuksia erilaiset kulttuurintucki-
mukselliset identiteettikisitykset tarjoavat soveltavan taiteen tai taidelihtdis-
ten menetelmien kanssa tyoskenteleville. Ensinndkin artikkelissa kisitellddn
yhtendisen identiteettikisityksen kritiikkid sekd jatkuvasti rakentuvan, nar-
ratiivisen ja performatiivisen identiteetin kisitteiden antia soveltavan taiteen
tutkimukselle. Toiseksi artikkelissa pohditaan erityisesti pakotettuun maasta-
muuttoon liittyvin diasporisen identiteetin kisitteellistyksid suhteessa luoviin
menetelmiin. Kolmanneksi artikkelissa hahmotellaan identiteettid poliittisen
toiminnan lihtékohtana esimerkkini teatterin vaikuttavuus. Lopuksi artikke-
lissa kartoitetaan soveltavan taiteen tutkimuksen mahdollisuuksia identiteetin
kisitteestd irrottautuvien taidetta koskevien tutkimusten kautta. Artikkelin ta-
voitteena on tarjota moninainen kuva identiteettikisitteestd ja auttaa taide-
lahtdisten menetelmien ja identiteettikysymysten kanssa tyoskentelevid hah-
mottamaan oman toimintansa lihtokohtia. Oman 4inen kuuluville saaminen
sekd omakuvan ja identiteetin vahvistaminen ovat kaikki taidelihtdisen tyos-
kentelyn tavoitteita, joita on tirkeii reflektoida toimintaa suunniteltaessa ja
toteutettaessa.
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JOHDANTO

MIMO-projektin yhteni tavoitteena on edistdd soveltavan taiteen menetel-
mien kidyttdd nuoriso- ja sosiaalitydssi. Osallistavien ja luovien teatteria ja
tanssia hyodyntivien ryhmimenetelmien ajatellaan MIMO-projektissa edis-
tdvin positiivista vuorovaikutusta ja itsetuntemusta, vuorovaikutustaitoja seki
paikallista tietoisuutta. Erityisesti itsetuntemukseen, omakuvaan seki paikal-
liseen tietoisuuteen liittyvit tavoitteet nivovat identiteettid koskevat kysymyk-
set osaksi projektin peruslihtokohtia. Tavoitteiltaan ja toteuttamistavoiltaan
MIMO-projektilla on yhteyksid moniin Suomessa toteutettuihin soveltavaa
taidetta tai taideldhtdisid menetelmid hyodyntiviin projekteihin ja niiden tut-
kimukseen. Esimerkiksi Tarja Padjoki (2004) kysyy monikulttuurisia taidekas-
vatusprojekteja kisittelevissd tutkimuksessaan, millaisia identiteettikisityksid
monikulttuuriseen taidekasvatukseen sisiltyy ja millaisena toimintana minuu-
den ja identiteetin rakentaminen taiteellisessa toiminnassa niyttiytyy.

Pohdin artikkelissani, millaisia mahdollisuuksia erilaiset kulttuurintutkimuk-
selliset identiteettikdsitykset tarjoavat soveltavan taiteen tai taidelihtoisten
menetelmien tutkimukselle. Ensinnikin kisittelen tissd pysyvin ja yhtenii-
sen identiteettikisityksen kritiikkii seki jatkuvasti rakentuvan, narratiivisen ja
performatiivisen identiteetin kisitteiden antia soveltavan taiteen tutkimuksel-
le. Toiseksi esittelen erityisesti pakotettuun maastamuuttoon liittyvin diaspo-
risen identiteetin kisitteellistyksid suhteessa luoviin menetelmiin. Kolman-
neksi hahmottelen identiteettid poliittisen toiminnan lahtokohtana esimerk-
kini teatterin vaikuttavuus. Lopuksi pohdin soveltavan taiteen tutkimuksen
mahdollisuuksia identiteetin kisitteestd irrottautuvien taidetta koskevien tut-
kimusten kautta. Artikkelin tavoitteena on tarjota moninainen kuva identi-
teettikisitteestd ja auttaa taideldhtdisten menetelmien ja identiteettikysymys-
ten kanssa tyoskentelevid hahmottamaan oman toimintansa lihtokohtia. Tar-
koituksenani ei ole esittdd jotain niistd kisityksistd toistaan parempana, silld
kukin kisite avaa sindnsi tirkedn ja omanlaisensa maiseman tarkasteltavaan
ilmioon ja nostaa esille erilaisia seikkoja ja kysyy erilaisia kysymyksia. Oman
ddnen kuuluville saaminen, omakuvan ja identiteetin vahvistaminen ovat kaik-
ki taideldhtoisen tyoskentelyn tavoitteita, joita on hyvi reflektoida toimintaa
suunniteltaessa ja toteutettaessa.
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ESSENTIALISMIN KRITIIKKI JA NARRATIIVINEN IDENTITEETTI

Tilld hetkelld esimerkiksi kulttuurintutkimuksessa vallitseva — vaikka ei ainoa
— kisitys identiteetistd painottaa identiteetin sosiaalista ja kulttuurista rakentu-
mista. Tdmd suuntaus, jota kutsutaan myos sosiaaliseksi konstruktionismiksi,
purkaa ajatusta identiteettien pysyvyydestd ja olemuksellisuudesta. Olemuk-
sellisuuden eli essentialismin kritiikki on olennainen osa tité laajaa tieteellisen
ajattelun paradigmaa. Essentialismiksi kutsutaan ajatusta siité, ettd esimerkiksi
identiteetilld olisi pysyvd perusta, jonka pohjalta se syntyy. Tdssd nikemyk-
sessd, jota voidaan kutsua myos valistuksen subjektikisitykseksi, ihmiselld on
syntymdsti saakka pysyvi ja muista erillinen minuuden ydin, joka pysyy ole-
mukseltaan samana koko yksilén elimin ajan (esim. Hall 1999, 21). Sosiaa-
lisen konstruktionismin puolestapuhujat korostavatkin kielen merkitysti so-
siaalisen todellisuuden kokemuksessa. Heidin mukaansa meilld ei ole padsyi
puhtaaseen “todellisuuteen” ilman kieltd ja kieleen liittyvdd merkityksenannon
prosessia.

Kieli vaikuttaa tapaamme kokea itsemme ja ympir6ivd maailmamme esimer-
kiksi sukupuolittuneena. Yksi feministisen tutkimuksen ja myos jalkistruk-
turalistisen tutkimuksen keskeinen teema onkin ollut haastaa kisitystimme
kokemuksesta ja minuudesta "totena” tai “autenttisena’. Minuutemme ja ki-
sitys itsestimme ovat aina kytkoksissd kulttuurissa ja yhteiskunnassa vallitse-
viin normatiivisiin kisityksiin miehistd, naisista, pojista ja tytoistd. Kisityk-
set eivit tietenkddn ole vain yhdenlaisia, vaan ne liittyvit aina myds muihin
kulttuurissa ja yhteiskunnassa merkittdviin eroihin, kuten ikidin, ihonviriin
ja seksuaaliseen suuntautumiseen. Minuuden “aitouden” tai totuudellisuuden
haastaminen ei kuitenkaan tarkoita, ettd olisimme jotenkin erityisen valheelli-
sia kertoessamme itsestimme tai ettemme voisi kokea itseimme koherenteiksi
yksiloiksi. Haastamisen tarkoituksena on ollut osoittaa, miten emme voi astua
ulos kulttuurista ja yhteiskunnasta silloinkaan, kun koemme olevamme ”omia
itsejimme”. Téssd piilee myos muutoksen mahdollisuus, jota usein myds ta-
voitellaan syrjiytymisvaarassa olevien kanssa toteutettavissa projekteissa.

Esimerkiksi Johanna Barkmanin (2003) tutkimuksessa elimikerrallisten me-
netelmien kiytdstd lastensuojelutyossi hyodynnetddn narratiivisen identitee-
tin kisitettd, joka keskittyy kertomalla tuotettuihin mindtarinoihin. Narratii-
visen identiteetin kisite antaa mahdollisuuden myds muuttaa omaa identiteet-
tiiin kertomalla tarinaansa uudelleen eri tavoin. Voi olla, etti oma identiteetti
muotoutuu liikaakin kulttuuristen mallitarinoiden tai toisten kertomien ta-
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rinoiden mukaan siitd, millainen "mind” olen. Tarinallisuus ja kertomuksen
muoto toistuvat monissa taidemuodoissa ja my®s kaikille tutuissa populaari- ja
mediakulttuurin ilmiissd. Taiteen ja kulttuurin erilaisia kerronnallistamisen
tapoja hyodyntimailld ja niitd my6s kriittisesti tarkastelemalla voidaan tehda
”identiteettityotd” eli hahmottaa ja muovata omaa minitarinaa uusilla tavoilla.

Jatkuvasti rakentuvan ja kerronnallisen identiteetin kisitteet voivat avata
MIMO-projektin Turun Tyttojen Talon teatterikerhossa tehtyd ty6td, jonka
teemana oli Oman eliminsi piihenkils. Miten minuus muovautuu ja tuot-
tuu vaikkapa teatteritydssd suhteessa muihin kulttuurissamme tuttuihin ker-
ronnan tapoihin? Esimerkiksi omaeldmikerrallisuuden tutkimuksessa titd mi-
nuuden tuottamista on tutkittu (esim. Kaskisaari 2000; Saresma 2007). Itsesti
puhumisella on vahvat kulttuuriset konventiot, ja esimerkiksi televisiosta ja il-
tapdivilehdistd tutusta tunnustuksellisuudesta on tullut linsimaista nykykult-
tuuria leimaava itsestd kertomisen tapa, jota voidaan toteuttaa jokapdiviisis-
si ihmissuhteissa tai vaikkapa jakamalla kuvia tai videoita itsestd sosiaalisessa
mediassa. Tdtd ilmiotd on luonnehdittu myds julkisuuden intimisoitumiseksi
(esim. Giddens 1991). Voisikin olla kiinnostavaa pohtia nuorten kanssa toteu-
tettujen taiteellisten projektien ja niissi hyddynnettivien omasta elimasti ker-
tomisen ja esittimisen tapojen suhdetta muihin tuttuihin itsestd kertomisen

tapoihin, kuten vaikkapa Facebook-profiileihin tai IRC-galleriaan.

Tarja Padjoki (2004) pohtii viitoskirjassaan taidekasvatuksessa vahvana vaikut-
tavaa itseilmaisun perinnettd suhteessa monikulttuurisiin taidekasvatusprojek-
teihin. Kisiteltivissi 7ZAIKOMO- ja SYREENIN (Syrjiytyminen, eriarvoisuus
ja etniset suhteet Suomessa) Zzimi-projekteissa lihtokohtana oli “oman identi-
teetin ja minuuden kertominen ja ilmaiseminen taiteen keinoin” (emt., 65) ja
toimintoihin liittyi muun muassa omakuvan tekemistd. Padjoki (2004, 65) tuo
esille itseilmaisun perinteen modernistista luovuutta korostavaa ihannetta ja esit-
tdd, ettd itseilmaisu ja taiteen tekijin ja kokijan erottamista korostava perinteinen
taidekdsitys ovat kulttuurisidonnaisia eivitki toimi valttiméittd monikulttuuri-
sessa kontekstissa. Itseilmaisu vaatii tietynlaisen tekniikan ja ilmaisutavan hallin-
taa, eiki se ole sisdsyntyistd luovuuden toteuttamista. Pidjoen esittima kritiikki
muistuttaakin aina taidekisitystemme aika- ja paikkasidonnaisuudesta. Vastaan-
ottokeskuksessa jirjestetyissd tanssityopajoissa voisikin olla kiinnostavaa tutkia,
millaisia taide- ja tanssikisityksid eri lihtokohdista tulevilla nuorilla oli. Mika
tanssin merkitys heille oli suhteessa esimerkiksi itseen, itsensd ilmaisemiseen tai
yhteis66n? Miten he kokivat tanssitoiminnan? Millaisia aiempia kokemuksia
heilld oli tanssista ja miten MIMO-toiminta suhteutui niihin kokemuksiin?
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PERFORMATIIVINEN IDENTITEETTI

Feministifilosofi Judith Butlerin (1990/2006) hahmottelema performatiivinen
identiteettikisitys tuli 1990- ja 2000-luvulla merkittaviksi tavaksi ymmartia
sukupuolen rakentumisen prosessia feministisessd tutkimuksessa. Yksinker-
taistettuna silld tarkoitetaan identiteetin, esimerkiksi sukupuoli-identiteetin,
rakentumista toistamalla pakonomaisesti heteronormatiivisessa kehyksessi
ymmirrettdvid sukupuolitekoja, eleitd ja sanoja. Nimi teot luovat kuvan si-
sdisesti ehedstd ja pysyvistd identiteetistd, vaikka ne itse asiassa peittdvit ja sa-
laavat identiteetin tehdyn ja tuotetun luonteen. Heteronormatiivisuus viittaa
sithen, ettd sukupuolta luetaan ja ymmarretddn kahden, toisiaan tiydentivin
sukupuolikisityksen kehyksessd, jossa tietynlainen ruumis, sukupuolen ilmai-
sun tavat ja seksuaalinen halu kytketdin yhteen.

Sukupuolen performatiivisuus ei tarkoita sitd, ettd voisimme vapaasti valita,
miten esitimme sukupuolta esimerkiksi vaatteilla, sopivalla kivelytyylilld ja
puhetavalla ja ettd se olisi vaihdettavissa kuin roolivaatteet teatterissa. Suku-
puolta voidaan toki tietoisesti esittdd varsin monin tavoin, kuten esimerkiksi
drag—show’ssa tai muunmuotoisessa esittivissi taiteessa, mutta nimikin esi-
tykset suhteutuvat aina niihin arkisiin tapoihimme ymmirtdi, millaisia naiset
tai miehet, tytot ja pojat ovat. Arkisessa sukupuolen performatiivisuudessa pii-
lee Butlerin (1990/2006) mukaan my6s muutoksen mahdollisuus: sukupuo-
len esitys epdonnistuu aina jollakin tavalla ja tuottaa sir6jd konventionaalisiin
sukupuolen ymmarryksen tapoihin.

Tanssintutkija Susan L. Foster (1998) on ehdottanut performatiivisuuden sijaan
koreografian kisitettd luonnehtimaan sukupuolta koskevien normien ja yksit-
tdisten tekojen suhdetta. Koreografialla Foster tarkoittaa suunnitelmaa tai valin-
tojen viitekehysti, joka osoittaa kulttuuriseen tapaan hahmottaa ruumiillisuutta
ja esittimisen konventioita esimerkiksi tanssissa. Tanssin esittiminen on niiden
konventioiden esittimistd niitd rikastaen tai tukahduttaen. Tanssin esittdjd voi
vaikuttaa sithen, millaiseksi esitykseksi koreografia muotoutuu, mutta taustalla
on aina tietty ajatus siitd, miten tanssia tulisi esittii. Koreograﬁa on aina jossain
suhteessa tanssin perinteeseen, vaikka se sitd rikkoisikin. (Emt. 6-10, 16-17.)

Folkloristi ja esitystutkija Helena Saarikoski (2009) kiyttad Susan L. Fosterin
(1998) sukupuolikoreografian kisitettd Spice Girls -fanikulttuuria koskevassa
tutkimuksessaan. Hin selventii kisitteen avulla vuorovaikutusta tutkittavi-
en tyttjen ruumiillisten fanikdytintdjen ja tyttdyted koskevien normien vilil-
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l4. Saarikoski tutkii konkreettisia fanikiytint6jd, kuten leikkimistd, keriilyi,
tanssimista ja laulamista, ja kysyy, miten tytdt muokkasivat omaan kiytt66nsa
globaalia mediaviestii ja rakensivat tyttdyttd faniuden vilitykselld tietyssi his-
toriallisessa ja paikallisessa tilanteessa.

Saarikosken mukaan tyttojen esityksissddn ottamat Spice Girls -roolit eivit
eronneet jyrkisti tyttdjen arkiroolista. Spice Girls -tanssiesityksestd ja muis-
ta samassa tilanteessa esitetyistd ohjelmanumeroista koostui esityssarja, joka
kertoi tyttdjen samanaikaisesta elimistd, toisin sanoen vaiheesta, jossa siirry-
tddn lapsuudesta nuoruuteen ja johon liittyi muun muassa tyttdjen vilisen
kilpailun kisittely. Esitykset ovat sukupuolikoreografioita siind mielessd, ettd
ne noudattavat tihin esityslajiin liittyvid tyttdyden liikkeellisen esittimisen
sddntdjd, mutta jokainen esitys ja liike vilttdmaittd toistavat toisin tuota sddn-
tod ja siten myds potentiaalisesti muuttavat kisityksidamme tyttoydestd. (Saari-
koski 2009, 54-59.) Tanssiesityksessi ei ole tissd tapauksessa kyse (pelkistdan)
tanssijan identifioitumisesta esittimiinsi rooliin vaan nimenomaan esitykses-
td sukupuolitetun subjektin tuottamisen paikkana.

Sukupuolen hahmottaminen performatiivisina tekoina tai koreografiana voi
toimia kiinnostavana tapana tutkia vaikkapa nuorten teatteri- tai tanssiesitys-
ten suhdetta heidin omiin kokemuksiinsa sukupuolitettuna subjektina eli-
misestd. Miten vaikkapa tyton kokemus pojan roolin esittdmisestd suhteutuu
tyton kokemukseen omasta sukupuolestaan? Miten sukupuolen tutkiminen
teatterin tai tanssin kautta vaikuttaa nuorten omiin kokemuksiin sukupuoles-
taan? Miten taideldhtdisessd toiminnassa sukupuolta toistetaan toisin ja mur-
retaan normatiivisia sukupuolikisityksi?

DIASPORINEN IDENTITEETTI

MIMO-projektissa on hyddynnetty tanssi- ja liiketyoskentelyd vastaanotto-
keskuksessa asuvien nuorten kanssa. Niiden nuorten erityinen asema turva-
paikkapiitostd odottaessa liittyykin laajempiin keskusteluihin kodista, kuu-
lumisesta ja identiteetistd uudessa ympiristossd. Erityisesti siirtolaisuudesta
ja maahanmuutosta puhuttaessa on kiytetty diasporisen identiteetin kisitet-
td kuvaamaan identiteetin moninaisuutta, monipaikkaisuutta ja paikantunei-
suutta. Diasporisella identiteetilld viitataan pakotetun liikkkumisen (esim. pa-
kolaisuuden) synnyttdmiin identifioitumisiin, joissa maasta toiseen vaihtuvat
kulttuuriset ja poliittiset maisemat muokkaavat kokemusta kuulumisesta ja
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kodista. Yleensi identiteettid luonnehtiva kuuluminen ja pysyvyys ovat di-
asporassa eldvilld jatkuvasti kyseenalaistettuna. Koti, josta he ovat lihteneet, ei
pysy samana, vaikka se voikin olla kuvitellun jakamisen ja kuulumisen paikka.
Uusi paikka, johon kotinsa jittineet ovat asettuneet, ei ole sekiddn yhtenidinen
eikd tarjoa kuulumisen tunnetta muun muassa rasismin vuoksi. Diasporista
identiteettid luonnehtiikin jatkuva samankaltaisuuden ja jatkuvuuden seki
erojen ja murtumien dialoginen suhde. (Hall 1999, 227-233.)

Taiteellinen tydskentely saattaa antaa hyviksytyksi tulemisen ja jakamisen ko-
kemuksia varsin haastavassa elimintilanteessa eldville nuorille. Esimerkiksi
hiphopin kulttuurinen ja historiallinen merkitys yhdysvaltalaisessa konteks-
tissa vihemmistéjen kulttuurisen ilmaisun ja marginalisoiduksi tulemisen ko-
kemusten vilineend voi luoda identifioitumisen paikkoja myos Suomessa asu-
ville siirtolaisille. Sanaton liike voi ylittdd kielellisid ja kulttuurisia eroja ja luo-
da yhteisti tilaa eri taustoista tulevien nuorten vilille, mutta ei vilttimartd,
silld kohtaamisia kehystivit aina myos valta-asetelmat erilaisissa oloissa eld-
vien nuorten vililld seki instituutiot, joiden osana taidetoimintaa harjoitetaan.
Yhteisotaide- ja monikulttuurisia projekteja Suomessa ja Gambiassa tutkinut
Helena Oikarinen-Jabai (2008, 38) kirjoittaa viitoskirjassaan identiteettikisi-
tyksestddn seuraavasti:

[-..] haluan teksteissini ilmaista, etti identiteetit ovar muuttuvaisia ja ti-
lanteesta riippuvaisia, eikdi niiti voi sijoittaa vain kulttuureibin tai tra-
ditioihin. Feministisen, ilmiditi yhteen kytkevin lihestymistavan tulisikin
identiteettien sijasta kuvata hetkid, sosiaalisia rakennelmia, subjektiposi-
tioita ja kdytintdji ja niiden yhteytti kolonisaatioon/dekolonisaatioon,
muibin epdtasa-arvoa tuottaviin rakenteisiin sekd ndiiden keskindisiin sub-
teisiin. (Frankenberg & Mani 2001; Viswesvaran 1994, 12.)

Oikarinen-Jabaita (2008) mukaillen voisi ehdottaa, etti taidelihtdisii mene-
telmid sovellettaessa on tirkedd huomioida yksittdisten hetkien ja niissi ra-
kentuvien toimijuuden paikkojen suhdetta valtaan ja epitasa-arvoon. Valta-
suhteita painottavaan nikemykseen kuuluu nikemys vallasta myos tuottavana
ja mahdollistavana: identiteetit mahdollistuvat valtasuhteissa, eivit niiden ul-
kopuolella. Olisi kiinnostavaa pohtia, millaisia identifioitumisia vastaanotto-
keskuksessa tapahtuva tanssitoiminta mahdollistaa ja millaista toimijuutta se
tuottaa. Millaisia valtaan ja eroihin liittyvid seikkoja tanssitoiminta peittid tai
paljastaa? Millaisia suhteita menetettyihin tai tuleviin koteihin ja kuulumisiin
tanssitoiminta mahdollistaa?
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IDENTITEETTI NAKYVYYTENA JA TUNNUSTUKSEN
KOHTEENA

Tissd luvussa kisittelen ymmirrystd identiteetistd poliittisena kisitteeni.
1960-luvulla alkanut rotuerottelun lopettamiseen tihtddvd kansalaisoikeus-
litke Yhdysvalloissa, naisliike ja seksuaalivihemmistdjen oikeuksien ajaminen
liiteyvit kaikki identiteettikysymyksiin. Niissd kamppailuissa identiteetti oli ja
on edelleen yhteenliittymisen, nikyvyyden ja tunnustamisen kohteena. Iden-
titeettipolitiikan lihtokohtana oli tiettyjen ryhmien marginalisoitu asema yh-
teiskunnassa ja kulttuurissa. Politiikan tavoitteena on tehdd nikyviksi ryhmien
jasenten kokemaa syrjintdd ja heihin kohdistuvia stereotyyppisid nikemyksia.
Esimerkiksi toisen aallon feministit pyrkivit nostamaan naisten tiedostamis-
ryhmissi esille naisiin kohdistuvaa syrjintid peilaamalla omia kokemuksiaan
muiden vastaaviin kokemuksiin ja tuomalla esille niiden kytkostd yhteiskun-
nallisiin valtarakenteisiin. Kisitystd naisista yhteniisend identiteettiin perus-
tuvana ryhmini haastettiin tuomalla keskusteluun naisten vilisid eroja, ku-
ten esimerkiksi rotua ja seksuaalisuutta. Identiteettipolitiikkaa onkin kritisoitu
tavasta, jolla se saattaa hdivyttdd moninaisten erojen kytkeytymistd toisiinsa
ja korostaa tiettyd eron akselia muiden kustannuksella. Identiteettipolitiikasta
saattaa tulla myds normatiivista, jolloin tiettyyn ryhmian kuulumisesta tulee
poissulkevaa. Esimerkiksi homo- ja lesboaktivismi voi muodostua vain tietyn-
laista keskiluokkaista ja valkoista homo- ja lesboidentiteettid suosivaksi.

Identiteettid poliittisen toimijuuden lihtokohtana on hahmotettu uusilla ta-
voilla sen jilkeen, kun kisitys pysyvistd, yhteniisestd ja yhden eron katego-
riaan perustuvasta identiteetistd on purkautunut. Esimerkiksi jilkikolonia-
listinen feministi Gayatri Chakravorty Spivak (1987/1996) otti 1980-luvun
lopulla kiyttoon strategisen essentialismin kisitteen, jolla hin tarkoitti tiet-
tyd tarkoitusta varten hahmotettua olemusajattelua hyédyntivid identiteet-
tid. Tiettyjen poliittisten tavoitteiden ajamiseksi ja saavuttamiseksi esimerkiksi
naiset voivat liittoutua viliaikaisesti yhteen eroista huolimatta.

MIMO-projektissa voidaan hahmottaa nuoruutta identiteettini, joka toimii
myos poliittisen toiminnan lihtokohtana. Politiikalla ymmarrin tdssd esimer-
kiksi halun ja tarpeen tuoda nuorten ddntd kuuluviin ja tuoda esille heidin
omia kisityksiddn elimisti valtaapitivien ja heitd midrittelevien aikuisten si-
jaan. Esimerkiksi Turun ammattikorkeakoulun teatteri-ilmaisun ohjaajaopis-
kelija kisikirjoitti ja toteutti yhdessid Juhana Herttuan lukion oppilaiden kans-
sa esityksen Haistattelundytelmi — eli rakas paska maailma, jonka tavoitteena
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oli ”saada mukana olevat nuoret pohtimaan, mihin he haluaisivat vaikuttaa ja
miti he haluaisivat muuttaa tissi maailmassa” (Vihiniemi 2012, 25). T4t ta-
voitetta voidaan luonnehtia poliittiseksi. Erddn projektiin osallistuneen lukio-
laisen kyselyvastausta voidaan lukea kannanottona strategisen essentialismin
puolesta:

Yksi hienoimpia asioita miti opin oli se, ettid me ollaan vield enemmdn
erilaisia kun vois ikind kuvitella. Meiti ei saa mitenkddin samaan muottiin.
Mutta meilli voi olla yhteinen piimiiri, tavoite, unelma, sanoma. Se, etti
kaikki uskoo yhteen ja samaan juttuun riittdd. (Emt. 2012, 26.)

Vastauksen kirjoittaja oli huomannut, ettd projektiin osallistuneita ei yhdistd
jokin essentiaalinen identiteetti, vaan ettd ryhmi ja sen voima muodostuivat
yhteisestd tavoitteesta.

IDENTITEETIN JALKEEN

Kulttuurintutkimuksessa on esitetty kritiikkid edelld mainittuja identiteetti-
kisityksid kohtaan. Uusmateriaaliseksi lihestymistavaksi nimetty suuntaus on
ottanut lihtokohdakseen identiteettien sijaan tulemisen kisitteen. Tami liittyy
niin sanottuun posthumanistiseen kiénteeseen, jossa ihmisen keskeistd asemaa
pyritdin ajattelemaan uudella tavalla ja jossa korostetaan monenlaisia kytkok-
sid luonnon ja kulttuurin, elollisen ja elottoman vililld. Kielellisyyttd, merki-
tyksid ja tietdimisen rajojen kriittistd pohdintaa painottavan jilkistrukturalisti-
sen teoretisoinnin sijaan uusmateriaalisissa ja posthumanistisissa nikokulmis-
sa painotetaan ontologian ja olemisen tasolla muun muassa ihmisen kytkok-
sid muuhun olevaan. Niitd nikékulmia luonnehtii yksilokeskeisyyden sijaan
moninaisten vaikuttumisten prosessien tutkiminen. Jos identiteetti-kisitettd
luonnehtivat samuus ja ero, postidentiteettien aikaa mairittad jatkuvat erilais-
tumisen ja tulemisen prosessit. Tuleminen tarkoittaa ruumiin voimia lisddvia
tai vahvistavia prosesseja. Téssi ajattelussa kytkeytymisen kisite on keskeinen.

Tanssintutkija Hanna Viitdisen (2009) etnografisessa litkeimprovisaatiotut-
kimuksessa vammaiset ja terveet tanssijat kytkeytyvit liikkeilldin kisitteisiin,
toisiinsa, tilaan, musiikkiin ja tuoleihin. Niin he saavat aikaan muutoksia sii-
nd, miten esimerkiksi tanssi ja vammaisuus ymmirretidn. Vammaisuutta ja
sukupuolta koskevat diskursiiviset kisitykset lahtevit liikkeelle, kun tanssissa
tapahtuu tulemista, jatkuvaa erilaistumista, joka pakenee totunnaisia ja kaava-

314 Reports from Turku University of Applied Sciences 175



maisia ymmirryksid esimerkiksi vammaisen ja pyorituolin suhteesta. Uusma-
teriaalisissa nikokulmissa ei olla kiinnostuneita siitd, mitd jokin on tai kuka
jokin on (=identiteetti), vaan siitd, mihin kaikkeen esimerkiksi vammaisuus
voi kytkeytyi ja millaiseksi se voi tulla. Talld nikemykselld onkin vahva visio-
nairinen tulevaisuusorientaatio, mutta sitd voi hyddyntidd myds timinhetkis-
ten kdynnissid olevien prosessien tutkimiseen.

Identiteettipolitiikan sijaan, jossa pyritidn kiinnittimian huomiota margina-
lisoituihin ryhmiin, uusmateriaalisessa tutkimuksessa ja politiikassa pyritdin
vahvistamaan toiminnan kategorioita (Grosz 2005, 168, sit. Viitiinen 2009,
48). Tami toiminta voi olla sellaista, joka ei helposti lokeroidu esimerkiksi
tanssiksi, vaan on jotain olemassa olevien kategorioiden vilisti tai rajalla ole-

vaa (Viitiinen 2009, 54).

MIMO-projektissa uusmateriaalinen nikokulma voisi tarkoittaa esimerkiksi
sen pohtimista, mihin kaikkeen tyopajoihin ja esityksiin osallistuvat yksilot
pystyvit? Miten kohtaamiset taide- ja sosiaalialan opiskelijoiden sekid nuorten
kanssa muovaavat vaikkapa taidekisitysta? Mitd kohtaamiset mahdollistavat?
Millaisia toimijoita taideprojekteissa voidaan hahmottaa, jos toimijuuden aja-
tellaan liittyvin myos muihin kuin ihmisiin? Miten taiteen materiaalisuus il-
menee projektissa?
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MUUTTUVA OPETTAJUUS JA
ORGANISAATIOIDEN VALINEN
YHTEISTYO MIMO-PROJEKTISSA

Juha Makkonen & Marja Susi

ABSTRAKTI

Ammattikorkeakouluissa toteutetaan parhaillaan rakenteellisia ja hallinnolli-
sia muutoksia, jotka vaikuttavat ammattikorkeakoulujen opettajien tyon si-
siltoon ja tydtehtdviin. Hallitusohjelmassa nimettyjen rahoitusta, hallintoa ja
toimilupakdytint6jd koskevien uudistusten vaikutukset nikyvit kdytinnossi
opettajan tydssi. Opetustyon ohella tehddin yhi enemmin verkostomaista
tyotd, joka ulottuu my6s muiden ammattialojen kanssa tehtdviin yhteistyo-
projekteihin. Miten opettajat kokevat tyonsid muuttuvan, kun esimerkiksi tut-
kimus-, kehittdmis- ja innovaatiotoiminnan (TKI) ja projektiosaamisen pai-
noarvo kasvaa? Miten eri alojen tai organisaatioiden vilisen moniammatillisen
yhteistyon prosessia olisi hyvi lihted rakentamaan? Artikkelissa tarkastellaan
opettajan tyén muutosta ja organisaatioiden vilistd yhteistyotd monialaisen
MIMO-projektin kautta. Projektin tavoitteena on ollut loytdd pysyvid, yh-
teisid toimintamalleja nuorten kanssa tehtivdin moniammatilliseen tyohon.
Artikkelin alussa kisitelliin TKI-toimintaa osana ammattikorkeakoulujen
tehtivdd. Seuraavat luvut kisittelevit projektityotd ja moniammatillista yh-
teistydtd suhteessa opettajan tyonkuvaan. Artikkelia varten tehdyssi kyselyssi
MIMO-projektiin osallistuneet henkilt Humanistisesta ammattikorkeakou-
lusta ja Turun ammattikorkeakoulusta vastasivat monialaista yhteisty6td kos-
keviin kysymyksiin. Vastausten perusteella kuvataan laajassa projektissa kerty-
nyttd osaamista ja sen vaikutuksia tulevaisuuteen.
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TKI-TOIMINTA AMMATTIKORKEAKOULUN JA OPETTAJAN
TEHTAVANA

Ammattikorkeakoulussa tyoskentelevien opettajien tydnkuvat ovat viime vuosi-
na muuttuneet nopeaan tahtiin, ja erityyppisten tyotehtivien kirjo on kasvanut.
Tissi artikkelissa tarkastellaan Humanistisen ammattikorkeakoulun (Humak)
ja Turun ammattikorkeakoulun (Turun AMK) yhteisty6td MIMO (Moving In
Moving On! Application of Art-Based Methods to Social and Youth Work) -pro-
jektissa. Muuttuva opettajuus ammattikorkeakouluissa ja muutoksen nikyvik-
si tuleminen projektissa ovat artikkelissa erityisen huomion kohteena. MIMO-
projektin toteutukseen osallistuneet opettajat ovat projektin alkaessa soveltaneet
tydnkuvaansa vastaamaan ammattikorkeakoulujen uutta tavoitetta integroi-
da opettajan tydhon entisti enemmin TKI-ty6td. Samalla he ovat rakentaneet
moniammatillista yhteisty6td toista koulutusalaa tai ammattikorkeakoulua edus-
tavien opettajien kanssa. Projektista on opittu paljon, mutta tydskentelyyn on
liittynyt myos monia haasteita. Henkilokunnan kokemuksia projektista tarkas-
tellaan neljan mukana olleen koulutusohjelman osalta. Turun AMK:n koulutus-
aloista keskitytddn kulttuuri-, terveys- ja hyvinvointialoihin ja Humakin osalta
kansalaistoiminnan ja nuorisotyén koulutusohjelmaan. Kirjoituksessa kuvataan
MIMO-projektissa saatuja kokemuksia projektitydn ja opetuksen integroinnis-
ta, moniammatillisesta tyostd ja uudenlaisesta opettajuudesta.

Lakiin kirjattujen ammattikorkeakoulun tehtdvien muuttumisen myotd kor-
keakouluista on tullut entistid selkeimmin asiantuntijaorganisaatioita, ja timi
vaikuttaa my®os opettajien tyonkuviin sekd tydtehtivien luonteeseen. Voimassa
olevan ammattikorkeakoululain (9.5.2003/351) mukaan yksi ammattikorkea-
koulujen tehtivistd on harjoittaa ammattikorkeakouluopetusta palvelevaa seki
tydelimid ja aluekehitystid tukevaa ja alueen elinkeinorakenteen huomioon ot-
tavaa soveltavaa tutkimus- ja kehitystyotd seki taiteellista toimintaa. Ammat-
tikorkeakoulujen kanssa viimeksi tehtyjen tavoitesopimusten yleisessd osassa
todetaan, ettd ammattikorkeakoulut vahvistavat tydelimidn, taiteelliseen toi-
mintaan ja alueellisiin tarpeisiin kytkeytyvid opetusta, yrittdjyyttd seki erityi-
sesti tuotekehitykseen seki yritysten, tydyhteisdjen ja kolmannen sektorin ke-
hittédmiseen liittyvad tutkimus- ja kehitystydtd (Opetus- ja kulttuuriministerié
2010a, Opetus- ja kulttuuriministerié 2010b).

Jyrki Kataisen hallituksen ohjelmaan (2011, 34) on kirjattu, ettd ammattikor-
keakoulujen rahoitusta ja hallintoa koskeva lainsdddint6 sekd ammattikorkea-
koulujen toimiluvat uudistetaan korostaen toiminnan laatua ja vaikuttavuutta.
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Opetus- ja kulttuuriministerié (2013) on linjannut, ettd uudistuksella vah-
vistetaan ammattikorkeakoulujen edellytyksid vastata nykyistd itsendisemmin
ja joustavammin tydelimin, muun yhteiskunnan ja alueiden muuttuviin ke-
hittdmistarpeisiin laadukkaalla opetuksella ja tutkimus- ja kehitysty6lld. Osa-
na uudistusta hallitus on esittdnyt, ettd ammattikorkeakoulujen toiminnan
rahoittamista ohjaava yksikkéhinta muodostuu koulutuksen seki soveltavan
tutkimus- ja kehitystyon perusteella médrdytyvistd rahoitusosuuksista. Yksik-
kohinnat on vastedes médrdttavi siten, ettd kaikkien ammattikorkeakoulujen
rahoituksesta koulutuksen perusteella miirdytyvd osuus on 85 prosenttia ja
soveltavan tutkimus- ja kehitystyén osuus on 15 prosenttia (HE 486/2013).
Niin ollen tutkimus- ja kehitystoiminnan ulkoinen rahoitus on vastedeskin
kiistaton osa ammattikorkeakoulujen rahoitusta.

MIMO-projektin alkaessa Humakilla ja Turun AMK:lla oli opetus- ja kult-
tuuriministerién kanssa vuosiksi 2010-2012 tehdyt tavoitesopimukset. Tu-
run AMK:n tavoitesopimuksessa mainittiin painoaloina muun muassa hy-
vinvointipalvelut eliminkaaressa ja taidealan tyoelimilihtoinen osaaminen
(Opetus- ja kulttuuriministerié 2010b). Humakin sopimuksessa painotet-
tiin kansalaisten tarpeista lihtevii innovaatiotoimintaa ja yhteistyn kehit-
timistd, ja painoaloiksi nimettiin sosiaalisten ja kulttuuristen innovaatioiden
ja aktiivisen kansalaisuuden edistiminen (Opetus- ja kulttuuriministeri6
2010a). Humakin strategiassa vuosiksi 2010-2012 kiinnitettiin huomiota
tutkimus- ja kehitystoiminnan ja pedagogiikan integrointiin, TKI-toimin-
taan opiskelijoiden tyollistymisen edistdjind, TKI-projektien johtamisen ke-
hittdmiseen sekd TKI-toiminnan valtakunnallisen vaikuttavuuden paranta-
miseen (Humanistinen ammattikorkeakoulu 2010, 9). My6s Turun AMK:n
strategisessa suunnitelmassa soveltava TKI-toiminta nostettiin tirkedksi ke-
hittimisen alueeksi (Turun ammattikorkeakoulu 2010, 7). Seki Humakin
ettd Turun AMK:n tavoitesopimusten tavoitteisiin on kirjattu yhdeksi seu-
rattavaksi mittariksi TKI-projekteissa suoritetut opintopisteet lisnd olevia
opiskelijoita kohden. Molempien ammattikorkeakoulujen opintopisteto-
teumat ovat olleet sopimustentekoa edeltidvini vuonna (2009) selvisti alle
ammattikorkeakoulujen keskiarvon. Opetus- ja kulttuuriministerion kanssa
tehtyjen tavoitesopimusten valossa on siis selvii, ettd TKI-toiminnan tehos-
tamiselle on ollut tarvetta kummassakin ammattikorkeakoulussa.

Edelld mainittujen lakisddteisten tehtdvien mukaisesti ammattikorkeakou-
lujen opettajan perustehtivd muodostuu opettamisesta, kehittdmistydstd ja
yhteistyostd tydelimin kanssa. Tami tarkoittaa kdytdnndssi sitd, ettd yhden

Moving On! 319



tyopdivin aikana opettaja saattaa siirtyd useasta tyokulttuurista ja tyoteh-
tdvistd toiseen. Voidaan sanoa, ettd tydkulttuuri on muuttumassa mosaiik-
kimaiseksi. Opetusosaamisen rinnalle tarvitaan yhteisé- ja verkosto-osaa-
mista. (Miki 2012, 42, 63.) Tihin osaamiseen viitataan myds ammattikor-
keakoululain uudistamista koskevissa valmisteluteksteissi, joiden mukaan
tavoitteena on ammattikorkeakoulu, joka on kansainvilisesti arvostettu, it-
sendinen ja vastuullinen osaajien kouluttaja, alueellisen kilpailukyvyn ra-
kentaja, tydelimin uudistaja ja innovaatioiden kehittdja (Opetus- ja kult-
tuuriministerié 2013).

Ty6kulttuuria muovaavat organisaation johdon ohella opettajat ja opettaja-
ryhmit, projektihenkilostd sekd organisaation ulkopuoliset asiakkaat. Kun
henkil8sté on mukana monissa eri projekteissa ja tydryhmissi, tehtivinku-
vat ja tyoroolit vaihtuvat koko ajan eikd omaa tai toisten vastuualuetta ja teh-
tivid ole aina helppo hahmottaa. Tilloin voi syntyd episelvyyksia tyonjaosta,
kisitteistd ja tydtavoista. Tdmi edellyttdd opettajilta muuntautumiskykyi ja
uudenlaista osaamista. (Miki 2012, 46.) Muutos ei tapahdu vilttdmated sa-
maan aikaan ja samalla tavalla kaikilla tydntekijoilli. Osa opettajista profi-
loituu enemmin kehittdmisen ja projektiosaamisen suuntaan, kun taas osa
kokee tyonsi olevan enemmin sidoksissa opetukseen ja perinteiseen opetta-
jan identiteettiin.

Koulutusorganisaation tasolla haasteena saattaa olla se, ettd etenkin pitkdin
opetustyotd tehneet opettajat identifioivat itsensd vahvasti vain opetustyohén.
Iso muutos saattaa aiheuttaa vastustusta. (Miki 2012, 46.) Reviirien ylitti-
minen voidaan kokea uhkana. Joustavuutta tarvitaan jatkuvasti muuttuvassa
tyossd. Kun tehddin yhteistydtd, tydn luonteeseen kuuluu uusien asenteiden ja
tydtapojen omaksuminen sekd oman ydinosaamisen muokkaaminen ja proses-
soiminen. Samalla kun ryhmin jdsen kirkastaa omaa osaamistaan ja asiantun-
tijuuttaan, hinen tulee osata rakentaa ryhmin yhteistd osaamista. (Isoherranen
2005, 138.) Perinteinen omaan alaan liittyvd opetusty ei siis endd riitd am-
mattikorkeakoulussa tydskentelevin opettajan tyon sisilloksi. Tyoryhmityos-
kentely muiden ammattikuntien edustajien kanssa ja oman alan rajat ylittivi
jaettu kehittdmistyd ja sithen liittyvit sisdllot ovat muodostumassa keskeiseksi
osaksi opettajan tyotd ja osaamista.
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YHTEISTYO MIMO-PROJEKTIN SUUNNITTELU- JA
KAYNNISTAMISVAIHEESSA

Moniammatillinen tydskentely edellyttdd yhteisten tavoitteiden, luottamuk-
sen ja yhteisen toiminnan tunnistamista ja rakentamista eri toimijoiden kes-
ken (Pirni 2012, 50). Luottamuksen syntyminen voi olla ajan kuluessa ke-
hittyvi ja syventyvi prosessi, joka kasvaa osallisuuden kokemusten ja yhteen-
kuuluvuuden tunteen syntymisen myotd. Toisaalta luottamus voi syntyd myds
hyvin nopeasti. Timin edellytyksend on Katariina Pirnin (2012, 150-151)
mukaan yhteinen pyrkimys ja innostus yhteisty6hon, yhteistyon tarpeen ja
hy6dyn tunnistaminen sekd moniammatillisen tyon nikeminen lisiresurssina.
Jokaisen ryhmin jisenen osaaminen ja asiantuntijuus ja ryhmin tehtivi tu-
lee tuoda selkeisti esille tyon aloitusvaiheessa, jotta moniammatillisessa tydssd
pddstddn eteenpdin (Isoherranen 2005, 114).

MIMO-projekti on luonut yhteisty6td erityisesti nuorten parissa toimivien jir-
jestdjen, korkeakoulujen ja koulujen vilille kehittadkseen muun muassa moni-
ammatillista tiimitytd (Krappe ym. 2012, 5). Moniammatillista tySotetta on
lahdetty rakentamaan ongelmaperustaista tyotapaa kiyttden. Tamd on tapah-
tunut yhteisissd eri alojen edustajien vilisissd ideariihissd ja MPT (Multiprofes-
sional Teamwork) -tyoskentelyssd, jossa on ollut mukana eri alojen ammattilai-
sia. MPT-tyoskentelyn yhteydessd on pyritty mairittelemain keskeisid nuorten
ohjaamiseen ja taideldhtdiseen tyoskentelyyn liittyvid kisitteitd ja toimintatapo-
ja. (Leino 2012, 7.) Yksi moniammatillisen tyoskentelyn lihtokohta on yleensd
kohderyhmin tarpeiden tunnistaminen. Kukin moniammatillisen tiimin jisen
pyrkii madrittelemain mahdollisimman tarkasti oman ammatillisen osaamisensa
suhteessa valittuun kohderyhmiin (Isoherranen 2005, 14). MIMO-projektissa
yhteiseni kehittimisen kohteena on ollut nuorten ohjaamiseen liittyvi yhdessi
oppiminen ja oppimiseen liittyvien kiytinteiden kehittiminen.

Projekteissa voidaan puhua my®ds erddnlaisesta organisaatioiden vilisestd ekspan-
siivisesta oppimisesta, jossa toimintaa arvioidaan uudelleen ja toimintamalleja
rakennetaan uudelleen. Opitaan siis jotakin, mitd ei vield ole olemassa. Tillai-
nen oppiminen tapahtuu dialogin avulla sykleittdin, ja oppimiseen kuuluvat
myds erilaiset ristiriidat (Engestrom 2004, 59-62). Myds MIMO-projektin ai-
kana on oppimista tapahtunut eri tavoin projektin eri vaiheissa, sekd yksittdis-
ten opettajien ettd ryhmien tasolla. Moniammatillisen yhteistyén haasteina on
nihty muun muassa yhteistyoprosessien kehittimiseen liittyvit kysymykset ja
vaikeus 16ytdd yhteistd aikaa suunnittelulle. Irmeli Leinon (2012, 15) mukaan
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MIMO-projektissa toimivaa yhteistyotd tukevat rakenteet ovat koostuneet tys-
ryhmien sdidnnollisistd kokouksista, tiedotus- ja viestintikdytinnoistd seki sih-
koisen ympiristdn hyddyntimisesti. Moniammatillisen yhteistydn edellytyksid
ovat my6s kunkin tahon asiantuntijuuden ja osaamisen tunnistaminen seki sel-
keiden, yhteisten kohderyhmisti ldhtoisin olevien piamairien asettaminen. Ta-
voitteena on 16ytdd pysyvid, yhteisid toimintamalleja, joita voitaisiin tulevaisuu-
dessa kiyttdd osana nuorten kanssa tehtdvdi moniammatillista tyoti.

Tidtd artikkelia kirjoittaessamme MIMO-projektiin osallistuneilla henkil®illa
on jo ollut mahdollisuus arvioida projektin tavoitteiden toteutumista sekd mo-
niammatillisen ja organisaatioiden vilisen yhteistyon onnistumista projektista
saatujen kokemusten perusteella. Teimme moniammatillisesta tyostd sihko-
postikyselyn, joka lihetettiin opettajille, joilla oli keskeinen rooli MIMO-pro-
jektin suunnittelussa ja kdynnistimisessd. Kyselyyn vastasi 12 henkilod. Kysy-
mykset koskivat suunnitteluvaiheen tavoitteiden muotoilua, opettajan omaa
roolia projektissa, tyon organisointia sekd projektin aikana tapahtuneen kor-
keakoulujen vilisen yhteistyén ja moniammatillisen yhteistyon arviointia (liite
1). Nyt projektin jatkuttua jo lihes kolme vuotta on saatu paljon arvokkaita
kokemuksia siitd, mitd seikkoja olisi hyvid ottaa huomioon vastaavanlaisessa
opetusta ja TKI-tyotd yhdistdvissd toiminnassa.

Turun ammarttikorkeakoulussa sihkdpostikyselyyn vastanneet henkilst kuvaili-
vat projektin suunnitteluvaiheen tavoitteiksi muun muassa seuraavia: kansallis-
ten ja kansainvilisten yhteistyoverkostojen luominen, ison rahoitushakemuksen
hakuprosessin ldpivieminen, ulkoisen rahoituksen saaminen, moniammatilli-
suuden kehittdminen, yhteistyon kehittdminen yli sektorirajojen ja taideldhtdis-
ten tydskentelymenetelmien kehittdiminen. Projektia suunniteltaessa toiminnan
kohderyhmiksi valikoituivat syrjdytymisuhan alla olevat nuoret. Myos opetuk-
sen sisiltojd haluttiin kehittdd projektissa. Koska kysely tehtiin vain pienelle jou-
kolle projektiin osallistuneista henkiloistd, artikkelissa olevista lainauksista on
anonymiteetin siilyttdmiseksi jitetty vastaajiin viittaavat numeroinnit pois.

Siitd, miten projektissa kehitettdvit sisillt voitaisiin nihdé osana pysyvii toi-
mintaa, oli Turun AMK:ssa aluksi erilaisia kisityksia:

Hankkeessa kebitettiviksi otetut asiasisillot ja niiden késitteleminen muo-
toutui hyvin pitkille valittujen kumppaneiden omien intressien mukaises-
ti. Taideakatemiassa opetukseen integroiminen oli jo itsessiin lihtokohta,
mutta hakuvaiheen alussa siitd, miten se toteutettaisiin, ei hanketyoryhmdl-
li ollut kdsitysta.
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Kaikki kukat saivat kukkia, hankkeeseen haluttiin monipuolisuutta ja rik-
kautta. Yritettiin loytid myos yhteistyon pintoja ja niitd tunnistettiin ole-
van mutta oli vaikeaa hahmottaa, miti konkreettisesti tullaan tekemdin

yhdessa.

Ajankohtaiset kebittimisteemat: syrjdytymisvaarassa olevat nuoret, taide-
liahtiiser menetelmit ja moniammatillinen yhteistyo olivat suunnittelun
selkedt linjat, mutta opetuksen nikokulmaa ei tiysilli osattu alussa ottaa
huomioon. ..

(Turun AMK, sihképostikysely 7.11.2012)

Jalkikiteen vastaajat nikivit tirkedni sen, ettid etenkin koulutuspaillikoe olisi-
vat olleet tiiviimmin mukana jo projektin suunnitteluvaiheessa ja ettd projek-
tin sisdllon limittyminen omaan tydhon olisi mietitty yhdessi muun opettaja-
kunnan kanssa. Vastaajat kokivat, ettd suunnitteluvaiheessa oli tapahtunut pal-
jon arvokasta oppimista siitd, miten projektityd integroidaan opetustydhon.
MIMO-projekti on ollut Taideakatemian ja koko Turun AMK:n mittakaavas-
sa suuri projekti, jonka toiminnan organisoimiseen on luonnollisesti liittynyt

paljon uusia asioita (Turun AMK, sihkdpostikysely 7.11.2012).

Humakin vastaajien mukaan oman ammattikorkeakoulun nikékulmasta tir-
kedd oli yhteistyoverkoston luominen ja osallistuminen isoon kansainviliseen
projektiin, jollaisesta ei Humakissa ollut aiemmin juurikaan kokemusta. Pro-
jektilla pyrittiin myds nuorisotoimialan yleiseen kehittimiseen tarjoamalla
Humakin opiskelijoille uudenlaisia taidelaht6isia menetelmid. Nuorisotyélli-
sen otteen vieminen projektin ajatteluun ja nuorisotyon profession kirkasta-
minen olivat tirkedssd asemassa, kuten myos kokemuksien saaminen moniam-

matillisesta tyostd. (Humak, sihkdpostikyselyt 1.11.2012 ja 25.1.2013.)

Tavoitteena oli saada taiteen ja nuorisotyon raja-aitoja madallettua siten,
etti kyseisten menetelmien ja meilti tulevan nuorisotyoosaamisen kaut-
ta pystytiin luomaan wusia malleja nuorten sosiaaliseen vahvistamiseen.

(Humak, sahkopostikysely 1.11.2012)

Suunnitteluvaiheessa Humakista oli mukana edustajia sekd kulttuurituotan-
non ettid kansalaistoiminnan ja nuorisotyén koulutusohjelmista. Keskeisim-
missi roolissa projektin suunnittelussa oli nuorisotyén hankesuunnittelija,
joka raportoi suunnittelutyon etenemisestd koulutusjohtajalle. Projektisuun-
nitelmassa korostui Humakin Nurmijirven kampuksen rooli, koska se oli Tur-
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kua lahinni sijaitseva kampus, joka tarjosi nuorisotyén koulutusta. Projektin
suunnittelutyon onnistumisen kannalta kyselyyn vastaajat pitivit tirkeini yh-
teisymmirryksen saavuttamista siitd, mitd kukin osapuoli voisi tuoda projek-
tiin ja oppia siitd. Tétd pidettiin keskeisend myos henkilokunnan sitouttami-
sen kannalta. (Humak, sihkopostikyselyt 1.11.2012 ja 25.1.2013.)

Tyonjaon ja vastuualueiden pitiisi myos olla selvia. Tihdn liittyy myos se,
etti saadaan henkilokunta sitoutumaan hankkeeseen ja etti jokainen or-
ganisaatio kdiyttid samoja henkiloiti lipi koko hankkeen, niin etti heilld,
Jotka ovat osana hanketta, siilyy selked visio siitd, miten hanke on edennyt.
(Humak, sahkopostikysely 25.1.2013)

Humakista kyselyyn vastanneiden mukaan suunnitteluvaiheessa korostui sel-
visti toteuttajalihtoisyys. Vaikka hyodynsaajia — opiskelijoita ja nuoria ylei-
sesti — mietittiin my®s, jii heiddn roolinsa ja heihin kohdistuvat vaikutukset
vihemmalle huomiolle.

OPETUKSEN JATKI-TOIMINNAN INTEGRAATIO MIMO-
PROJEKTISSA

Turun ammattikorkeakoulussa projektityotd integroitiin opettajien tydaikaan
yhteisty6ssd koulutuspaillikoiden, TKI-paillikoiden, opetushenkildkunnan ja
projektipdillikon kesken. Projektin alkuvaiheessa tyotuntien ja niihin sidot-
tujen sisiltdjen sovittaminen opetushenkildkunnan tydaikasuunnitelmiin py-
rittiin tekemiin kalenterivuosittain — osittain kiytossd olevan Tilipussi-jirjes-
telmin vuoksi. Ennalta sovittujen sisiltdjen sovittaminen opetusaikatauluihin
ei ollut aina saumatonta, koska kaikki projektiin osallistuneet opettajat eivit
olleet mukana projektin suunnittelutyssi tai projektityon liittiminen omaan
opetukseen oli heille uutta. Myds monet projektin aikana tapahtuneet henki-
16stovaihdokset varmasti osaltaan hidastivat sovittujen ja suunniteltujen asioi-
den etenemistd. Monien projektiin mukaan otettujen opintojaksojen sisiltoja
tai toteutussuunnitelmia ei ollut alun perin mietitty sovellettavaksi projekti-
ty6hon. Tama edellytti opettajilta opintojaksojen ja niiden toteutussuunnitel-
mien uudelleen muokkaamista ja lisisi kuhunkin opintojaksoon kiytettivia
suunnitteluaikaa. Varsinkin projektin alussa tehtiin vililld nopeitakin padtok-
sid joidenkin opintojaksojen uusista toteutusmuodoista.
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Opetushenkilokuntaa ei koulutettu jirjestelmillisesti projektitoimintaan
MIMO-projektin alkaessa Turun AMK:ssa. Kokonaissuunnittelu ja ymmarrys
muun muassa projektityon eri puolista ja opetukseen integroimisesta vaihteli
koulutusohjelmien vililld ja opettajien oman osaamisen ja motivaation mu-
kaan. Projektityon luonne ja laajuus seki sen kiyttd osana opetusty6td muo-
dostuivat MIMO-projektin aikana koko ajan ymmarrettdvimmiksi. Téssd pe-
rusteellisen suunnittelutyéon merkitys nousee jilleen esiin. Monet tyontekijit
kehittivit sisdltoja projektin tavoitteiden suuntaisiksi nopeasti, mikéd varmasti
joidenkin kohdalla lisisi tyon kuormittavuutta. Myos suunnittelutyon maird
lisddntyi, ja titd ei vilttdmittd pystytty ottamaan huomioon tai osattu resur-
soida etukiteen tai se ei ollut endd tydaikasuunnitelman puitteissa mahdollista.
Toimintatapa tuli kuitenkin vihitellen tutuksi:

...alun haasteista huolimatta, ja hankkeen aikana osa opettajista on selvis-
ti omaksunut uudenlaisen ajattelutavan opinnollistamiseen. (Turun AMK,
sihkopostikysely 7.11.2012)

Koska opettajat tunsivat parhaiten meneilldin olevat kurssit ja niiden sovelta-
mismahdollisuudet projektityohdn, he tekivit padtokset opinnollistamisesta
yhdessd koulutuspéillikdiden ja projektipdallikon kanssa. Sidottaessa projek-
tity6td opetukseen koulutuspdillikon rooli oli padtoksenteossa keskeinen seki
opettajan tyonkuvan ettd koko koulutusohjelman henkilskunnan tyénjaon ja
talouden kannalta. Opettajien tydhon projektissa kuului opetuksen ja ohjauk-
sen lisiksi kohderyhmin kanssa tyoskentelyd, tyoskentelyd osana moniamma-
tillisia tyéryhmii, artikkelien kirjoitus- ja toimitustydtd, projektin seminaarien
toteutusta ja niihin osallistumista seki hallinnollisia tehtévii.

Humakissa opinnollistamista rakennettiin koko ajan projektin suunnittelu-
vaiheesta alkaen Nurmijirven kampuksen opetustarjontaa ajatellen. Aluksi ei
tehty tarkkoja pddtoksid siitd, mihin kaikkiin opintojaksoihin projekti tultai-
siin liittimddn. Projektiin oli sitoutettu Turussa tydskentelevi projektikoor-
dinaattori sekd Turun aikuisryhmin opetuksesta vastaava lehtori. Humakis-
sa oli projektin alkaessa Turussa yhteisopedagogiksi koulutettavien aikuisten
erillisryhma. T4td ryhmii ei kuitenkaan pystytty ottamaan mukaan projektiin
muun muassa aikuisopiskelijoiden yksilollisten opintopolkujen vuoksi.

Humakissa opettajien tydaika suunniteltiin hyvin pitkille kampustasolla. Leh-
toreilla ja tydn johtamisen kdytinnon toteutumista seuraavalla aluekoordinaat-
torilla on ollut paljon vapauksia siind, miten ja milloin lukuvuoden tavoitteissa
miiritelty projekteihin liittyvi tyo tehdddn. Suunnitelmat on tehty tySyhtei-
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son kesken yhteistyossd TKI-piillikon kanssa. Lopulliset tydaikasuunnitelmat
hyviksyi koulutusjohtaja (Humak, sihképostikysely 1.11.2012). Tydaika-
suunnittelu oli siis melko monivaiheinen ja ajallisesti pitkd prosessi, eiki siind
pystytty ottamaan kovin hyvin huomioon mahdollisia muutostarpeita.

Haasteena Humakissa pidettiin tydaikasuunnitelmien tiukkuutta — suunni-
telmat lukuvuodelle 2010-2011 oli lyoty lukkoon jo syksylld 2010. Projektin
kiytinnén toteuttamisen kannalta myds maantieteellisid haasteita jouduttiin
pohtimaan. Opiskelijaryhmien kuljettamista pidettiin hankalana, eiki lehto-
reidenkaan liitkkuminen ollut aina helppoa muiden opetus- ja ohjaustéiden
aikataulujen vuoksi. Humakin MIMO-projektikoordinaattori, jonka tavoit-
teena oli tuoda etenkin Humakin nikokulmaa ja osallistumismahdollisuuksia
projektiin, aloitti tydnsd vasta maaliskuun 2011 alussa. Téssd vaiheessa Tu-
run ammattikorkeakoulun puolella oli tehty jo paljon pddtdksia muun muassa
opinnollistamisen suhteen, eiki Humak kiytinnon syistid ehtinyt ndihin kovin
hyvin mukaan. Projektikoordinaattori jii pois jo kuukauden tydn jilkeen, ja
uusi aloitti vasta syksylld 2011, jolloin Humak joutui aloittamaan projektiin
osallistumisen jossain méirin alusta (Humak, sihképostikyselyt 1.11.2012 ja
25.1.2013). T4lléin uuden lukuvuoden 2011-2012 tydaikasuunnitelmat oli
taas jo tehty hyvin pitkille, eikd niihin saatu mahtumaan riittavisti MIMO-
projektin toteuttamiseen vaadittavia tyStunteja.

Hanketta on kytketty opetukseen subteellisen paljon, mutta timd olisi voi-
nut olla suunnitelmallisempaa. On luotu kursseja, joita on voitu opinnol-
listaa, ja opiskelijoita on osallistunut seminaareibin ja muihin aktiviteettei-

hin. (Humak, sihkopostikysely 25.1.2013)

Humakin osalta organisaation ohuus vaikeutti selvisti projektiin mukaan lih-
temistd alkuvaiheessa. Johtaminen ja toiminnan ohjaaminen olisi voinut olla
vahvempaa etenkin henkildiden sitouttamisen ja tydtehtdvien jakamisen suh-
teen. Jos Turun AMK:ssa toimineella projektipallikélla olisi ollut vahvemmat
organisaatiorajat ylittdvit valtuudet, olisi Humakissa ilmenneisiin haasteisiin
voitu kenties reagoida paremmin. My&s projektin ohjausryhmi olisi voinut
ottaa vahvemman roolin tissi tilanteessa.
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KOKEMUKSIA MONIAMMATILLISESTAYHTEISTYOSTA

Kyselyssd kysyttiin myos, miten projektin ja opetuksen integrointi on onnis-
tunut moniammatillisissa opintojen toteutuksissa. Jilkikiteen Turun ammat-
tikorkeakoulussa nihtiin tirkedksi muun muassa moniammatillisen tydsken-
telyn méirittelyn tirkeys:

Osaamisen alueet tulisi tuoda selkedmmin esiin ja sanallistaa jo yhteistyon
alussa, jotta eri toimijat osaavat kéiyttid toistensa osaamista ja toisaalta
myos tietdvit, mitd toiselta voi odottaa.

Ulkopuolinen fasilitaattori olisi ollut tissi prosessissa tirked tai sitten jo
hankesuunnitteluvaibeessa olisi pitinyt kiinnittii huomiota timdén asian-
tuntijatyoryhmdn tyoskentelyn mahdollistamiseen. Nyt turhaa aikaa on pa-
lanut siihen, ettd on yritetty edes ymmdrtid, mibin tdssi pyritéiin ja miksi.

(Turun AMK, sihképostikysely 7.11.2012)

Myés opetushenkildkunnan sitoutuminen oli vaihtelevaa, eikid yhteistd kisi-
tystd kehittdmisestd aina 16ytynyt:

Monien nikokannat moniammatillisuutta kohtaan ovat muuttuneet ja na-
kemys kehittynyt, mutta on myds joitakin, joille omien rajojen ja oman
osaamisen rajojen yli astuminen ei ole onnistunut... Yhteisti hyvii eivit
kaikki osaa ajatella, ja kehittiminen on toisilla huomattavasti pienempii
askelia kuin toisilla.

Suurimmaksi osaksi on onnistuttu. Hankaluutena on ollut joissakin yhteis-
tyotapahtumissa loytid yhteisti tavoitetta.

(Turun AMK, sihképostikysely 7.11.2012)

Vastauksissa korostuu se, ettd hyvi tiimityoskentely edellyttdd osallistujiltaan
raja-aitojen ylittdmistd, erilaisten mielipiteiden hyviksymistd sekd tahtoa ja
osaamista ristiriitatilanteiden tydstimiseen. Moniammatillinen tyd on kuiten-
kin kehittynyt MIMO-projektin aikana paljon ja sen puitteissa on kehittynyt

yhteistd osaamista seki vakiintumassa olevia toimintamuotoja ja opetusta:

Mielestini vasta timén hankkeen myitd on pédisty moniammatillisessa ope-
tuksessa kayntiin.
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Koen, ettii kehittimisessi on pddosin onnistuttu. Uusia yhteistyokuvioita on
syntynyt ja osa niistd jidnee elimdin hankerahoituksen loputtua. Monien ni-
kokannat moniammatillisuutta kohtaan ovar muuttuneet ja nikemys kebit-
tynyt, mutta on myos joitakin, joille omien rajojen ja oman osaamisen rajojen
yli astuminen ei ole onnistunut. Muutos on toisten kohdalla hidas... Raken-
teellisia haasteita on ollut useita ja opetuksen jirjestiminen ja koordinointi
ovat tarvinneet paljon enemmidin resursseja kuin alun perin odotettiin.

Eri alojen opiskelijat ja opettajar ovat tutustuneet toisiinsa sekdi oppineet rois-
ten ammattialasta. Niiden kokemusten avulla on myos voinut hahmottaa,
minkdilaisia haasteita moniammatillisuuteen ja sen opettamiseen liittyy.

(Turun AMK, sihképostikysely 7.11.2012)

Jokaisen osallistujan omassa mielessi ja asiantuntemuksessa on varmasti lii-
kahtanut jokin eri tavoin eli MIMO on onnistunut tulemaan kapulaksi
rattaisiin, erilaiseksi tavaksi ja tapahtumaksi perinteiselle mukavuusalueel-
le. Jotakin on ollut pakko ajatella toisin, halusi tai ei, ja kai se on ollut ta-
voitteenakin. .. Jokaiseen tilli toiminnalla on ollut muutosvaikutus. Siiti
olen varma. (Turun AMK, sihkopostikysely 9.2.2013)

Humakissa moniammatillinen tydote on opetussuunnitelmankin mukaan
kiinted ja luonnollinen osa yhteisdpedagogien ammatillisuutta (Humanisti-
nen ammattikorkeakoulu 2009, 33-34), joten MIMO-projektin moniamma-
tillinen yhteisty6 esittdytyi luontevana lisind tarjottavaan opetukseen. Kyse-
lyyn vastanneiden mukaan seki opettajien ettd opiskelijoiden tekemi yhteis-
tyd muiden alojen osaajien kanssa on ollut hedelmillisti. Yhteistydssi esiin
nousseet erilaiset lihestymistavat ovat pakottaneet tarkastelemaan kriittisesti
omaa toimintaa. Humak on osallistunut rajalliseen mairain MIMO-projektin
toimintoja, ja ndisti Art-Based Methods II -opintokokonaisuus ja Summer
Camp ovat olleet Humakin nikokulmasta onnistuneimpia kiytinnon toteu-
tuksia. My6s Turun AMK:n opettajan Humakin opiskelijoille ohjaamaa Digi-
tal Storytelling -menetelmiopetusta on pidetty hyvini moniammatillisuuden
edistimisessi (Humak, sihkopostikysely 25.1.2013).

MPT-tysskentely on avannut ymmdirrysti siitd, kuinka kaukana vilil-
li olemme toistemnme maailmoista. Ymmdrrysti ja hyviksyntidi tarvitaan
enemmdn.

Omasta puolestani olen mielestini ylittinyt raja-aitoja rohkeasti.
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Seki opettajakunta etti opiskelijat ovat joutuneet tekemdin yhteistyoti
muitten alojen osaajien kanssa. Timdin kautta on tullut esille monta eri
tapaa katsoa ja libestyi samoja asioita, jolloin on myds joutunut kriittisesti
tarkastelemaan omia menetelmid ja lihestymistapoja.

(Humak, sihképostikysely 25.1.2013)

Silloin kun MIMO-projektiin liittyvit moniammatilliset opetussisillot on in-
tegroitu opetussuunnitelmien mukaisiin opintoihin, aikataulujen yhteensovit-
taminen on muodostunut isoksi haasteeksi. Opiskelijat noudattavat eri kou-
lutusohjelmissa omia lukujirjestyksiddn, joten yhteistd opetusaikaa oli vaikea
jarjestad. Myds moniammatillisuus on ymmarretty eri tahoilla eri tavoin. Ris-
tiriitatilanteita on syntynyt, mutta niistd on yritetty p4dstd rakentavasti eteen-
pdin. Moniammatillisen tyoskentelyn nikokulmasta yhteistyd eri suuntautu-
misvaihtoehtojen, tulosalueiden ja ammattikorkeakoulujen vililld lienee par-
haiten onnistunut projektissa kehitetyissd uusissa opetuskokonaisuuksissa, joi-
ta varten on muodostettu oma kurssi ja oma ryhma.

Organisaatioiden erilaiset opintojen aikataulutukset ja vilimatkat vaikeutti-
vat Humakin opiskelijoiden osallistumista Turussa jirjestettyyn moniamma-
tilliseen opetukseen. Humak yritti vastata vilimatkahaasteeseen jirjestimilld
verkkokursseja. Niiden osallistujamiiri olisi voinut olla suurempi, vaikka se
onkin projektin kuluessa kasvanut. Sekd Turun AMK:n ettd Humakin tarjoa-
maa moniammatillista opetusta olisi voinut markkinoida opiskelijoille parem-
min (Humak, sihkdpostikysely 1.11.2012). Organisaatioiden toisistaan eroa-
vat sihkoiset tydympiristdt ovat myds aiheuttaneet tydskentelyyn ja opiske-
luun haasteita. Yhteisen sihkoisen tydympiriston omaksuminen tyovilineek-
si oli hankalaa. My®s organisaatioiden kokoero ja erilaiset toimintakulttuurit
ovat olleet rikkaus, mutta ne ovat myds hankaloittaneet asioiden edistimista.
Erilainen kokemuspohja ja erilaiset resurssit projektitoiminnassa ovat antaneet
projektissa tyoskentelylle oman lisivirinsa.

TUASin [Turun AMK:n] hankeosaaminen ja hanketyiskentelyn organi-
sointi sekd tyoajan resursointi ja myis hankkeen opetukseen integrointi ovat
olleet hyvin kehittyneelli tasolla. Humakissa asiat eivit tapahdu niin kes-
kusjohdetusti vaan ihmisilli on paljon enemmdin vapauksia toimia, mikd
on aiheuttanut vililli unohduksia yhteisiin tavoitteisiin sitoutumisessa.
Ebki opiskelijoiden kohdalla sitoutuminen ja raja-aitojen ylittdminen on
toteutunut parhaiten. (Humak, sihkopostikysely 25.1.2013)
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Kylli toteutukser hankaloituvat jihmeiden koneistojen takia aika taval-
la. Toisaalta kiytinnon toteutusten sujumiseen tarvitaan viime kidessi
vahvaa yhteisti tahtoa ja mahdollisuuksien nikymisti eri paikoissa. Liian
usein jaddidin omaan vanhaan toteutukseen ja ajattelutapaan kiinni.

Paljon on ollut kiinni aidosta halusta péisti esteiden yli ja robkeudesta
viedd viestid hankkeesta ulospdin. Tiedottamisessa olisi voinut panostaa or-
ganisaatioiden viliseen vuoropuheluun paljon enemmdn. Yksittiiset henki-
lot ja yksittiiiset ratkaisut ovat usein olleet nerokkaita ja nopeita, mutta jos
kyseessi on “isompi ongelma’, on ongelmanratkaisu ollut mutkikkaampaa.

(Humak, sahkopostikysely 1.11.2012)

Vastauksissa nikyy myos se, ettd yhteinen kisitteistd pitdisi madritelld perus-
teellisesti. Yhteistyotd aloitettaessa on joskus liiankin helppo luulla, ettd puhu-
taan samoista asioista, vaikka kiytinndssi asiat on eri tahoilla tehty eri tavoin.

Erityyppiset organisaatiot ovat tuoneet erilaisia lihestymistapoja ja malleja
mukaan, joten monentasoinen ja -tapainen tyoskentely olisi vaatinut osaa-
mista ja organisoimista eri tavalla. Tissi henkilostojohtaminen olisi ollut
tirkedd. Hankkeessa hallinnointi on jotenkin keskittynyt hyviin hankebal-
linnointiin, mutta ei niinkddn henkilostohallinnointiin.

Yhdessi suunnittelu on tirkedd, etti kaikilla on sama nikemys tisti laa-
Jjasta hankkeesta. Erityisesti eri organisaatioiden yhteisen nikemyksen loyty-
minen on tirkedd. Keskeisti on myos se, etti suunnittelussa mukana olleet
ovat mukana myos toteutusvaibeessa, etteivit ideat huku matkan varrella.

Olemme rakentaneet siltoja yhteistyokumppaneittemme kanssa usein tur-
hautumiseen asti jobtuen erilaisista kulttuureistamme, jatkammehan kui-
tenkin tulevaisuudessakin yhteistyoti heidin kanssaan. Kuitenkin, TAR-
KEIN nikiokulma MIMOn kannalta on, etti olemme onnistuneet luo-
maan positiivisia muutoksia koskien kohderybmddimme nuoria, opiskeli-
Joitamme ja kaikkia, jotka ovat olleet seuraamassa ja todistamassa monia
MIMOn tapahtumia. .. "etulinjassa” kohtaamisten hetkelli.

(Turun AMK, sihkopostikysely 9.2.2013)

Useiden eri aloja, ammattikuntia ja kulttuureja edustavien tahojen yhteistyo
tuo vaistimaitti esiin asioita, joita on vaikea suunnitella tai arvata etukiteen.
Vaikka yhteisid tavoitteita onkin madritelty, nikemykset ja tulkinnat niistd
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saattavat erota. Haastavaa tillaisessa tilanteessa onkin se, miten virittdd yhtei-
nen sitoutumisen aste ja vilineet puhua samaa kieltd. Vastauksissa nikyy se,
ettd vilimatkat ja erilaiset toimintatavat ovat aiheuttaneet vaikeuksia yhteisen
toiminnan mairittelylle ja suunnittelulle, mutta lopputulos tai kohderyhmin
kanssa tehtdvi tyo ja projektiin liittyneet tapahtumat ovat usein olleet palkitse-
via ja projektin tavoitteet ovat konkretisoituneet hyvin niiden kautta.

Projektin aikana Suomen ammattikorkeakoulut ovat joutuneet kovien siis-
totavoitteiden kohteeksi. TAmi on vaikuttanut kaikkien ammattikorkeakou-
lujen taloudelliseen ja toiminnalliseen tilanteeseen. Muutoksilla ja Humakin
yt-neuvotteluilla on ollut luonnollisesti vaikutusta henkiléston jaksamiseen

MIMO-projektissa.

AJATUKSIA TULEVAISUUTEEN

Tissa artikkelissa esiin nostetuilla hyvilld kokemubksilla ja my6s haasteiden ja
ristiriitatilanteiden tarkastelulla on vastedes varmasti myonteisid vaikutuk-
sia_ kummankin ammattikorkeakoulun projektitoimintaan. Moniammatil-
linen ty6 on monelle tydntekijille uutta ja haastavaa. Vastausten perusteella
seki MPT-tiimin tyoskentely ettd eri koulutusalojen yhteistyoprojektit ovat
lisinneet ymmirrystd moniammatillisen tyén luonteesta. My®os opiskelijoiden
kanssa tehty tyo, kuten ABM-opintokokonaisuudet ja erilaiset opintojaksot,
joissa saatiin eri alojen opiskelijoiden ja opettajien kesken aikaan hyvii dialo-
gia, ovat olleet hyvin yhteistyon tuloksia. Opettajat ovat kokeneet tydskennel-
leensd uudella tavalla ja oppineensa paljon niin onnistuneista kuin haastavis-
takin opintojaksoista.

Kyselyn vastauksissa korostuvat yhteisten tavoitteiden ja tyonjaon tirkeys
suunnitteluvaiheessa sekid organisaatioiden vililld ettd niiden sisilld pienem-
missd tyoryhmissi. Toisen organisaation kulttuurin ja rakenteiden riittdvin
hyvi tuntemus ja yhteistyohén motivoituminen ovat vilttimattomii edelly-
tyksid yhteiselle toiminnalle. Voitaisiinko tillaista osaamista ja tukea muuttu-
vaan opettajuuteen vahvistaa yhteisilld koulutuksilla tai esimerkiksi strukturoi-
duilla "tutustumisprosesseilla”> Monen erilaisen toimijan yhteen saattamisessa
on tirkedd vankka asiantuntemus moniammatillisen yhteistyon rakentumises-
ta ja siihen liittyvistd lainalaisuuksista.
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Muuttuvat tydtehtivit edellytavit kaikilta projektitydhon osallistuvilta opettajil-
ta joustavuutta ja kykyi ajatella tyon tavoitteita uudelleen. Opettajien tulisi nih-
di oma osaamisensa oman ammattialan substanssiosaamista laajempana. Moni-
alainen ty6ryhmity6 ja oman asiantuntijuuden tunnistaminen osana projekti- ja
kehittdmisty6td ovat tirkeitd taitoja. Korkeakoulujen johdolta edellytetdan muut-
tuvan opettajuuden tavoitteellista kehittdmisti ja sithen paneutumista henkilos-
tojohtamisessa. Moniammatillinen tydote ei ole pelkistidn yhteistyon koordinoi-
mista, vaan siind tarvitaan osaamisen johtamiseen liittyvid tyokaluja. Roolien sel-
keyttiminen ryhmissi ja asiantuntijuuden sekid osaamisen tunnistaminen ovat
keskeisia moniammatillisessa projektityossd. Kyselyn vastauksista voidaan péitel-
14, ettd projektin suunnitteluvaiheessa tutustuminen ja sen my6td saavutettu kes-
kindinen luottamus ovat tirkeiti mychemmin sitoutumisen kannalta. Mys hen-
kilostovaihdosten aiheuttama uudelleen ryhmiytyminen on haaste.

Korkeakouluissa TKI-prosesseja on johdettu ja henkilostd koulutettu eri ta-
voin. MIMO-projektin alkaessa TKI-toiminta on ollut strategisesti yksi am-
mattikorkeakoulujen tehtdvistd, mutta se, miten timd perustehtivi on tihin
pdivdidn mennessi muotoutunut osaksi organisaatioita, opettajien toimenku-
vaa tai tavallisen opiskelijan arkea, vaihtelee suuresti eri yhteisojen ja henki-
16iden vililld. Tamin vuoksi korkeakoulujen yhteisissd projekteissa saatetaan
tormitd sithen, ettd organisaatioissa on toisistaan eroavia tekemisen tapoja ja
ddneen lausumattomia kisityksii siitd, mitd projektityd osana opettajan tydn-
kuvaa tarkoittaa. Tdssi nikyvit selkedsti ammattikorkeakoulun opettajan
muutoksessa oleva tyd ja tihin muutokseen liittyvit haasteet. Ammattikor-
keakouluille asetettujen strategisten tehtivien lisiksi taloudelliset seikat tulevat
vastedes ohjaamaan opetustyon ja TKI-tyon integraatiota entistd enemmin.
Sekid projektien suunnittelussa ettd opetussuunnitelmatydssd on otettava ny-
kyistd vahvemmin huomioon niiden yhteensovittaminen.

MIMO-projektissa saadut kokemukset osoittavat, ettd muuttuva opettajuus ja
organisaatioiden vilinen yhteistyd on haastavaa, mutta my6s hyvin palkitse-
vaa. Sekd Turun ammattikorkeakoulussa etti Humanistisessa ammattikorkea-
koulussa nihdidin, ettd MIMO-projekti on ollut tirked edellikivija muotoil-
taessa tulevaisuuden opetuksen ja TKI-toiminnan suuntaviivoja.

Kehityksen, heittiytymisen ja luottamuksen kehittymisen nikeminen hyvin-
kin erilaisten ibmisten vilille on ollut palkitsevaa. Monet ovat tehneet iso-
Jakin ponnistuksia saadakseen asioita toteutumaan. (Turun AMK, sihko-
postikysely 7.11.2012)
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LITE 1.

Sahkopostikysely
[. MIMO-hankkeen suunnittelu:
Miki oli oma roolisi hankkeen suunnitteluvaiheessa?

Mitka olivat omasta mielestisi hankkeen tavoitteet organisaatiossasi?

Misti nikokulmasta/nikokulmista hanketta mielestisi lihdettiin suunnittele-
maan (sisiltd, opetukseen integroiminen, asiasisdltojen ja opetuksen sekd osaa-
misen lisidminen ja kehittdiminen jne.)?

Miten hankkeeseen liittyvit tydtehtdvit jaettiin? Kuka teki padtokset tissd?
Miten péitdkset tehtiin?

Milld tavalla oman organisaatiosi opetushenkilokunta oli mukana hankkeen
suunnittelussa?

Mikid on timin kokemuksen perusteella mielestési olennaista hankkeen suun-

nitteluty6ssi? Mitd opit hankkeen suunnittelusta MIMOn perusteella?

2. Kaytannon toteutus:

Milli tavalla yhteys hankkeen suunnittelun ja toteutuksen vililld varmistet-
tiin/toteutettiin (oliko esim. samoja henkil6itd mukana)?

Miten hanke on kytkeytynyt/kytketty opetukseen? Miten hyvin timi on orga-

nisaatiossasi/koulutusohjelmassasi onnistunut?
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Kuka on tehnyt pidatokset hankkeen opinnollistamisesta ja missd vaiheessa lu-
kuvuotta omassa organisaatiossasi?

3. Moniammatillinen yhteistyo:

Miten hanke on tukenut moniammatillista opetusta?

Onko moniammatillisen opetuksen ja yhteistyon kehittdmisessi onnistuttu?
Miltd osin? Kerro myos mahdollisista eteen tulleista ongelmista.

Miten oman organisaatiosi tyontekijit ovat onnistuneet ylittim4in ammacti-
alojen ja organisaatiokulttuurien vilisid raja-aitoja?
4. Organisaatioiden sisdinen ja vdlinen yhteistyo:

Molemmissa ammattikorkeakouluissa — TUAMK ja HUMAK - on omat oh-
jeistuksensa TKI-toimintaan liittyen. Miten hyvin ne ovat keskustelleet keske-
niin hankkeen aikana?

Onko esim. vastuukysymyksissd ja aikataulutuksissa ollut sellaisia poikkea-
vuuksia, ettd ne olisivat olleet haitaksi hankkeen etenemiselle?

Loytyyko organisaatioista sellaista joustavuutta, jota esim. nopeiden pddtdsten
kohdalla tarvitaan? Miksi tai miksi ei?

Oletteko pystyneet reagoimaan nopeasti esille tuleviin ongelmiin? Miten?

Onko muuta, mitd haluaisit tdssi kirjoittaa/kertoa edelld mainittuihin sisdleoi-
hin liittyen?
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AMMATTIKORKEAKOULUOPISKELIJAT
OPPIMASSA TAIDELAHTOISIA
MENETELMIA MONIAMMATILLISESSA
OPPIMISYMPARISTOSSA

Outi Arvola & Terttu Parkkinen

ABSTRAKTI

Tissd artikkelissa kuvaamme MIMO-projektissa kehitetyn ja projektin ai-
kana kolme kertaa toteutetun 10 opintopisteen Art-Based Methods (ABM)
-opintokokonaisuuden. Olemme kerinneet artikkelin aineiston vuosina
2011-2013 haastattelemalla koulutuksiin osallistuneita opiskelijoita kunkin
opintokokonaisuuden pidttymisen jilkeen. Opintokokonaisuuden suoritti
yhteensd 50 opiskelijaa, joista ryhmihaastatteluihin osallistui 33. Artikke-
lissamme kuvaamme ABM-koulutuksen rakenteen ja opiskelijoiden oppi-
miskokemuksia moniammatillisuudesta seki taiteen soveltamisesta nuorten
kanssa tydskenneltdessd. Tuloksina voimme todeta, etti ABM-opintokoko-
naisuuden anti koulutuksen kehittimiselle oli merkittavi. Muodostimme
moniammatillisia opettaja- ja opiskelijaryhmii ja pystyimme madaltamaan
raja-aitoja eri tulosalueitten ja koulutusohjelmien vililld. Yhdistimme TKI-
toimintaa, opetusta ja tydelimai siten, ettd projektissa toimineen henkilos-
ton opetusvalmiudet lisddntyivit ja opiskelijoiden ammattitaito nuorten oh-
jaamiseen ja tukemiseen taideldhtoisin menetelmin kasvoi. Sekid opettajat
ettd opiskelijat oppivat moniammatillisia taitoja ja saivat oivalluksen moni-
ammatillisuuden mahdollisuuksista.
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MONIAMMATILLISUUTTA OPPIMASSA TYOELAMALAHEISESSA
OPPIMISKONTEKSTISSA

MIMO-projekti on yksi esimerkki tydelimiliheisestd tutkimus-, kehittdmis-
ja innovaatiotoiminnasta (TKI-toiminta), joka on vaikuttanut Turun ammat-
tikorkeakoulun opetuksen kehittdmiseen ja monialaisen koulutusmallin luo-
miseen. Taustalla ovat Turun ammattikorkeakoulun tahto kehittdd opetusta
monialaisesti seki tarve rakentaa uudenlaisia oppimisympiristoji ja tehdd laa-
jemmin yhteistydtd yli tulosalue- ja koulutusohjelmarajojen. MIMO-projekti
on aidosti tukenut opetuksen uudistamisen tarpeita, monialaista tyoskentelyd
sekd auttanut kehittimdin ammattikorkeakouluopiskelijan tydelimassd vaa-
dittavia ammatillisia valmiuksia ja ammattikuvaa. Projektissa olemme onnis-
tuneesti liittineet yhteen hyvinvointi-, terveys-, taide- ja kulttuurialojen am-
mattiosaamista Turun ammattikorkeakoulun sisilli. Olemme myos lisinneet
korkeakoulujen vilistd yhteisty6td sekd kansallisesti ettd kansainvilisesti ke-
hittdimilld opetusta yhdessi Humanistisen ammattikorkeakoulun sekd Tarton
yliopiston Viljandin kulttuuriakatemian kanssa.

Tulevaisuuden tydelimin toimintaympiristdissd muuntautumiskyky ja mo-
niammatillisen tydskentelyn taidot ovat osa tyontekijin perustaitoja, ja oman
osaamisen varmistaminen edellyttdd itsensi jatkuvaa kehittdmistd. Konstrukti-
vistiselle oppimiskisitykselle perustuvassa opetuksessa ja koulutuksessa koros-
tetaan oppijan omaa aktiivisuutta tiedon prosessoijana ja tulkitsijana. Oppi-
minen on reflektointikykyi ja henkilokohtaisen merkityksen antamista asioille
ja ilmidille. Oppimisen ja opetuksen liittdmistd kdytinnén tydelimin tilantei-
siin sekd opiskelijan metakognitiivisten taitojen kehittdmistd pidetddn tirkei-

nd. (Penttild ym. 2009, 19; Kelo ym. 2012, 9.)

Ammattikorkeakoulun lakisditeisten tehtivien hoitaminen seki rakenne- ja
rahoitusmallien muutoksiin sopeutuminen edellyttivit ammattikorkeakou-
lulta aiempaa tiiviimpad yhteistyotd tydelimin kanssa. Uusien toimintamal-
lien my6td opetus ja opettajuus uudistuvat, ja uudistumiselle onkin selvisti
tilausta myos opiskelijoiden mielestd (Toytdri 2013). Koulutusorganisaation
toimintaa muokataan nivomalla opetusta ja TKI-toimintaa vahvemmin yh-
teen, jolloin opiskelijoiden oppiminen mahdollistuu yhid useammin autent-
tisissa oppimiskonteksteissa tydelimissd (Kelo ym. 2012, 13). Tydeldmali-
heinen oppiminen tukee uuden oppimista tydelimin tarpeiden muuttuessa.
Ty6elimilaheisyydelld tarkoitetaan koulutuksen ja tydelimin yhteistyohon
perustuvia erilaisia toimintatapoja, joilla parannetaan valmistuvien opiskelijoi-
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den tydllistymismahdollisuuksia ja varmistetaan, ettd koulutus vastaa parhaal-
la mahdollisella tavalla tulevia tydelimin vaatimuksia (ks. Tynjild ym. 2004,
6—7; Salonen 2010, 16). Tyoelimailiheisessd lihestymistavassa painotetaan,
ettd koulutuksen tehtivini on tarkastella jopa kriittiselld otteella tydelimin
nykyisid toimintamalleja sekd kehittdd ja uudistaa niitd aktiivisesti (Salonen
2010, 16). Tyoelimilaheistd oppimista voidaan jasentdd myds Turun ammatti-
korkeakoulussa toteutettavan innovaatiopedagogiikan avulla. Innovaatiopeda-
gogiikka yhdistdd oppimisen sekd uuden tiedon tuottamisen ja soveltamisen.
Oppimista ja opetusta tarkastellaan tydelimilihtdisesti painottaen tutkimus-
ja kehittimisosaamista. Turun ammattikorkeakoulun rehtori Juha Kettusen
(2009) mukaan innovaatiopedagogiikka voidaan mairitelld sosiokulttuuriseen
oppimiskisitykseen perustuvaksi didaktiseksi toimintamalliksi, joka tukee am-
mattikorkeakoulujen toimintaa osana alueellisia osaamisverkostoja. Monialai-
seen opetukseen nivotaan soveltava tutkimus- ja kehitystoiminta, jolla tuetaan
aluekehitysti ja innovaatioiden syntymistd tydelimassi. Penttilin ym. (2009,
11) mukaan innovaatiopedagogiikan elementteji ovat innovatiiviset oppimis-
ja opetusmenetelmit, ymparoivd tydelimi sekd innovaatiot, jotka voivat olla
tuotteisiin, palveluihin, prosesseihin tai opetusmenetelmiin liittyvid. Innovaa-
tiopedagogiikassa pyritddn kidynnistimiin jatkuvan kehittdmisen kehd, jonka
osat ovat aktiivisessa vuorovaikutuksessa keskendin.

My®és Euroopan komission asiantuntijaryhmi painottaa selonteossaan ja kehit-
timisohjeissaan opetuksen tiiviimpai yhdistimistd tybelimiin. Euroopassa tar-
vitaan tulevaisuudessa entisté joustavampia kiytintojd yhteistydhon tyontekijoi-
den ja koulutusorganisaatioiden vililld. Niitd voivat olla esimerkiksi yhteistyo
yli opetussuunnitelmarajojen ja kokemuksellisen oppimisen mahdollisuuksien
lisaaminen. (New Skills for New Jobs 2010.) Tyypillistd timin ajan tydelimissd
on vahvan ammatillisen osaamisen korostaminen ja lisddntynyt tarve ylisektoraa-
liseen tyoskentelyyn. Professiot ja moniammatillinen yhteisty6 liittyvit kisittei-
nd ldheisesti toisiinsa: moniammatillinen yhteistyd on osa professioiden kehit-
tymisen prosessia. Ammattiprofessioiden tehtivit muuttuvat tissd prosessissa, ja
osaamisen ja soveltavan tiedon merkitys kasvaa. Perinteisesti tirkeini on pidetty
vahvaa substanssiosaamista ja sitoutuneisuutta organisaation arvoihin ja normei-
hin. Verkostomaisten organisaatioiden yleistyessd tirkeiksi taidoiksi ovat nous-
seet laaja-alaisuus, moniosaajuus ja joustavuus. (Pirnd 2012, 40-48.)

Uusia ammattilaisia koulutettaessa painotetaan tySelimissi tarvittavia moni-
puolisia vuorovaikutustaitoja, kykyi sopeutua muutoksiin ja taitoja kisitelld
yhteisty6tilanteissa syntyvid ongelmia. Modernissa tavassa tehdi tyotd ei endd
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riitd vahva professionaalinen ydinosaaminen, vaan ratkaisevaa on sen liittdmi-
nen kokonaisuuteen ja kyky soveltaa sitd yhteistydtilanteissa ja toimintaym-
pariston muuttuessa. (Uhmavaara ym. 2005, 7.) Euroopan komission New
Skills for New Jobs (2010) -asiakirjan laatinut asiantuntijaryhmi korostaa, ettd
perinteisten kvalifikaatioiden lisiksi tarvitaan transversaaleja taitoja, kuten op-
pimaan oppimisen ja reflektoinnin taitoja, digitaalisia taitoja, vuorovaikutus-
taitoja ja kulttuurista ymmirrysti.

Rajanylityksiin liittyvissd yhteisollisessi eli kollaboratiivisessa oppimisessa on
kaksi keskeistd kisitettd: jaettu ymmirrys ja jaettu todellisuus. Niiden kisit-
teiden avulla voidaan mallintaa tilanteita, joissa yhteistd oppimista tapahtuu.
Tyoskentelyn perustana on yhteisten tavoitteiden méirittely. Kehittimistilan-
teissa tyéryhmin jdsenet kertovat toisille omista ajatuksistaan, miki velvoit-
taa jokaisen tarkastelemaan omaa tietoaan. Toisten d4neen esittimit ajatukset
haastavat kehitettdvin teeman yhteiselle, kriittiselle tarkastelulle. (Leinonen
ym. 2006, 141-144.) Sellaisten tilanteiden oppimistulokset ovat usein hyvii,
joissa tydyhteison jdsenilld on aito mahdollisuus osallistua ja tulla kuulluiksi.
Osallisuus dialogiin on keskeinen oppimisen tekiji. (Toiviainen & Hinninen
2006, 16-21.)

Kunkin profession ydinosaaminen todentuu moniammatillisessa tyoskente-
lyssd. Professioiden kohtaamisissa syntyy tilanteita, joissa eri ammattiryhmit
voivat omaksua vaikutteita tai tietoperustaa toisiltaan. Kun moniammatillisen
yhteistydn kehittdminen tapahtuu tietoisesti, se antaa mahdollisuuden raken-
taa uutta yhteisté tietoa ja kiytint6ji. Moniammatillisen yhteistyén hydty on
nihtivi asiakkaan edun, ei oman profession suojaamisen kautta, ja timi edel-
lyttdd luottamusta. Yhteiskuntatieteiden tohtori, kehittamispaillikko Katarii-
na Pirnd (2012, 40, 216) toteaa, ettd moniammatillinen yhteistyo edellyttia
yhteistyotahtoa, asiakaslihtoisen yhteistydtarpeen tunnistamista, ammatillis-
ten rajojen ylittimisti ja asiantuntijuuden yhteistd rakentamista. Tavoitteiden
midritteleminen on prosessi, joka etenee koko tyoskentelyn ajan. Yhteinen
suunnittelu, toteutus ja arviointi jasentdvit yhteisty6td, ja koulutukset antavat
mahdollisuuksia syventdd ammatillista osaamista.
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ABM-KOULUTUKSEN KEHITTAMISPROSESSIN KUVAUS

Toteutimme MIMO-projektissa kolme ABM-opintokokonaisuutta (jiljem-
panid ABM-koulutus) vuosien 2011-2013 aikana. ABM-koulutus jirjestettiin
opiskelijoille, joilla oli kiinnostusta kokeilla ja oppia soveltavan taiteen tyome-
netelmien kiytt4d nuorten kanssa tehtivissi tyossi sekd soveltaen myds muus-
sa asiakastydssd. Lihiopetuspidivien aikana opiskelijat saivat konkreettisia vili-
neitd tulevaan tydskentelyynsi nuorten kanssa ja oppivat soveltamaan taidetta
tyoskentelyssi. Osana opintojaan opiskelijat ohjasivat nuorten ryhmii moni-
ammatillisina tiimeina.

Aloitimme ABM-koulutuksen suunnittelun keviilli 2010 laatiessamme
MIMO-projektin suunnitelmaa. Saatuamme projektille mydnteisen rahoitus-
paitoksen syksylld 2010 aloitimme opetussuunnitelmatydskentelyn, jossa oli-
vat mukana sosiaalialan, tanssin ja teatteri-ilmaisun opettajat. Tyoskentelyn
alkuvaiheessa kartoitimme eri professioiden keskeisii piirteitd ja hahmottelim-
me keskeisid aihealueita, jotka halusimme sisillyttdd ABM-koulutukseen. Kes-
keisiksi toimintatavoiksi opetuksessa valitsimme kokemuksellisen oppimisen
ja kdytinnonliheisen tydskentelyn. Halusimme lisitd ammattiryhmien kes-
kindistd tuntemusta, luottamusta ja dialogisuutta sekd antaa tilaa rajapinta-
kohtaamisille niin henkilokunnan kuin opiskelijoidenkin kesken. Kehitimme
ABM-koulutusta jatkuvan kehittimisen periaatteen mukaisesti. Jokaisen to-
teutuskerran jilkeen arvioimme opetuksen onnistumista ja teimme tarvittavia
muutoksia seuraavan opetussuunnitelman sisilt66n. Tamin kehittdimisproses-
sin toteutimme kolme kertaa vuosien 2011-2013 aikana. Kehittdmisprosessi
on havainnollistettu kuviossa 1.

ABM I: ABM 1 ABM 12 ABM II: ABM INI: ABM 111;
ARVIINTI ARVIDINTI ATVIONNTR

KEVAT= KEVAT- - SVESY 2012-

R Svesy 2011 EESLa S¥RSYI082 ke KEvAT 2003

KUVIO |. ABM-koulutuksen kehittimisen prosessi.
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Pidtimme jo projektisuunnitelmaa laatiessamme, ettd jaamme koulutuksen
neljddn osaan. Kaksi ensimmaistd koulutusosiota, A ja B, keskittyivit teoreet-
tisten nikokulmien avaamiseen ja toiminnalliseen menetelmityoskentelyyn.
Olennaisinta oli antaa opiskelijoille tietoa nuorten kohtaamisesta, ryhmien
ohjaamisesta ja niistd menetelmistd, joita opiskelijat voivat kiyttdd ryhmien
ohjaamisessa kokemuksellisessa C-osiossa. Kiytinnonliheinen nuorten ryh-
min ohjaaminen eli C-osio oli se vaihe, jossa moniammatillista tyoskente-
lyd toteutettiin konkreettisesti nuorten kanssa ja sovellettiin osioissa A ja B
opittua. Tarjosimme opiskelijoille mys vapaavalintaisen D-osion, jossa he sai-
vat mahdollisuuden osallistua eri koulutusohjelmien tiettyi teemaa koskevaan
opetukseen. Koulutusta jérjestettiin esimerkiksi kohderyhmituntemuksen li-
sidmiseen ja menetelmillisen osaamisen syventimiseen.

Vaikka ABM-koulutuksen perusrakenne oli kaikilla toteutuskerroilla saman-
lainen, muokkasimme sisdltod kunkin ryhmin tarpeiden mukaan. Eniten eroa
koulutuksien vililld oli A-osion toteutuksessa. Rakensimme teoria- ja tietopoh-
jan kokonaisuuden jokaisella kerralla eri tavoin: ensimmaisessd toteutuksessa
vuosina 2011-2012 teorian ja toiminnallisuuden osuudet olivat yhti laajat ja
sisilsivit tietoa nuorista ja heidin tarpeistaan seki taidelihtoisisti menetelmis-
td. Toisessa toteutuksessa laajensimme teoriaosuutta opiskelijoiden koulutus-
ohjelmataustojen (sairaanhoitajat ja yhteisdpedagogit tulivat mukaan) vuoksi
kisittimaddn myds terveyden edistimisen ja nuorisotyon teoriaa. Kolmannella
toteutuskerralla, tiydennyskoulutuksessa, taidelahtdisten menetelmien osuus
oli opiskelijoiden toiveiden vuoksi teoriaosuutta laajempi.

Opintoihin osallistui yhteensd 50 opiskelijaa seuraavista eri koulutuksista: esit-
tdvd taide (tanssinopettaja, teatteri-ilmaisunohjaaja), kuvataiteilija, sosionomi,
toimintaterapeutti, sairaanhoitaja ja yhteisopedagogi. Opintokokonaisuuksi-
en yksityiskohtaisemmat tiedot on koottu taulukkoon 1. Kaksi ensimmiistd
ABM-koulutusta oli suunnattu tutkinto-opiskelijoille ja kolmas koulutus oli
tiydennyskoulutusta hyvinvointi- ja taidealojen ammattilaisille.
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TAULUKKO |. Yhteenveto ABM-opintokokonaisuuksista.

Opintojen A-osio “Teoreettista taustaa nuoruudesta, syrjaytymisestd ja tai-
deldhtoisistd menetelmistd” oli laajuudeltaan viisi tdyttd opiskelupdivdd. Pdi-
vien aikana opiskelijat saivat tietoa nuorista asiakasryhmini ja paasivit ko-
keilemaan taideldhtdisia tydmenetelmid, kuten improvisaatiota, kuvallista
ja kehollista ilmaisua. Perehdytimme opiskelijat myés MIMO-projektin ta-
voitteisiin ja toimintaan. Opintokokonaisuuden B-osiossa ”Kokemus taide-
lihtdisen ryhmin jiseneni olemisesta” opiskelijat osallistuivat taideldhtoi-
seen tydskentelyyn ryhmissi ja oppivat oman kokemuksensa kautta, mil-
laista tydskentely on. Myos harjoitteiden ohjaamista kokeiltiin. C-osiossa
"Ryhmien ohjaus” opiskelijat tydskentelivit 2-3 hengen moniammatillisina
tilmeind ja ohjasivat nuorten ryhmii taidelihtdisid menetelmid kiyttden.
Opiskelijoiden ohjaamista nuorten ryhmistd jokainen kokoontui keskimii-
rin 10 kertaa, noin puolitoista tuntia kerrallaan. Nuorten ryhmii muodos-
tettiin kolmen ABM-koulutuksen aikana yhteensd 17. Ryhmissi oli yhteen-
sd 133 nuorta, joista eri tavoin syrjidytymisvaarassa olevia nuoria tulkinnan
mukaan oli noin 120. Iiltddn ryhmien nuoret olivat 16-25-vuotiaita. Jokai-
nen moniammatillinen opiskelijaryhmi tysti nuorten ryhmien ohjaukseen
liittyvidn tydsuunnitelman ja kirjoitti loppuraportin. Kolmen kaikille kuu-
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luvan opinto-osion (A-C) lisiksi opiskelijat saivat valita vapaasti muita tar-
jolla olevia MIMO-opintoja (D-osio), kuten MIMO-projektin seminaareja,
Summer Summit -leirejd Virossa ja Suomessa, teatteri-ilmaisun ja kehollisen
ilmaisun opintojaksoja, nukketeatteritydpajoja, digitaalisen tarinankerron-
nan opintoja, terveyden edistimisen opintojaksoja ja nuorisotyon verkko-
opintoja. Opintojen rakenne on nihtivissi kuviosta 2.

KUVIO 2. Art-Based Methods -opintokokonaisuuden rakenne.

Kerisimme koulutuksen palautteen haastattelemalla ABM-koulutuksiin osal-
listuneita opiskelijaryhmid. Kaikki 50 opiskelijaa kutsuttiin ryhméhaastatte-
luihin, mutta 17 opiskelijaa ei piissyt eri syistd osallistumaan. Ensimmdiseen
ABM-koulutukseen osallistuneiden opiskelijoiden haastattelut (6 ryhmii) to-
teutettiin joulukuussa 2011, toiseen ABM-koulutukseen osallistuneiden opis-
kelijoiden (3 ryhmai) joulukuussa 2012 ja kolmanteen ABM-koulutukseen
osallistuneiden (5 ryhmii) toukokuussa 2013. Kolmannessa ABM-koulutuk-
sessa opiskelijat ohjasivat 7:44 nuorten ryhmid, mutta samassa organisaatiossa
toimineet ryhmit yhdistettiin haastatteluissa yhdeksi ryhmiksi. Haastateltuja
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ryhmii oli siis 14 ja heissd opiskelijoita 33. Haastattelut tehtiin nuorten ryh-
mien ohjaamisen pddttyessd, ja haastattelijoina toimivat Anna Tonteri, Terttu
Parkkinen ja Outi Arvola Turun ammattikorkeakoulusta.

Menetelmiksi valittiin ryhmikeskustelu, koska moniammatillinen nikokulma
oli helpompi tavoittaa yhteisessi keskustelussa ja koska ryhmihaastattelu mene-
telmind mahdollisti ryhmien jisenten yhteisen kokemusten reflektoinnin. Haas-
tattelut pidettiin nuorten ryhmien ohjauksen toteutuspaikoissa tai Turun am-
mattikorkeakoulun tiloissa. Nauhoitetut haastattelut kestivit keskimairin puo-
litoista tuntia. Haastattelukysymyksillimme selvitimme, mitd opiskelijat olivat
kokeneet oppineensa ABM-koulutuksesta, miten koulutusta tulisi vastedes ke-
hittdd ja mitd opiskelijat kokivat oppineensa moniammatillisesta tyoskentelysti.

Kvalitatiivisessa tutkimuksessa tutkijan on itse aktiivisesti tyostettivi aineistos-
ta oma analyysinsa ja tulkintansa. Laadullisen aineiston analyysin tarkoitus on
luoda aineistoon selkeytti ja siten tuottaa uutta tietoa tutkittavasta asiasta (Es-
kola & Suoranta 2005, 137). Kiytimme tutkimuksessamme sisillonanalyy-
sia, jonka avulla pyrimme tiivistimain aineiston kadottamatta sen sisdltimia
informaatiota. Sisillonanalyysi voidaan tehdd aineisto- tai teorialdhtdisesti —
tissd tutkimuksessa se tehtiin aineistoldhtoisesti. Yliopettaja Jorma Kanasen
(2008, 94) mukaan sisillonanalyysilla aineistoa pyritian kuvaamaan sanalli-
sesti tiiviisti ja yleiselld tasolla. Tavoitteena on tuottaa asiasta tai ilmiosti sel-
ked sanallinen kuvaus, ja timin vuoksi aineisto on laitettava uuteen muotoon.

Aineiston kisittely alkoi haastattelujen litteroinnilla, joka tuotti yhteensd 225
sivua tekstid. Litteroidusta aineistosta etsimme esiin nousevia teemoja ja ja-
ottelimme vastaukset sen teeman tai kysymyksen alle, johon ne mielestim-
me liittyivdt. Jaottelun perusteella teimme analyysin ja kirjoitimme tulokset.
Haastattelulainausten koodeina olemme kiyttineet ABM-koulutuksen nume-
roa (ABM I, ABM II, ABM III) ja haastatellun ryhmin numeroa R1-R7, jotta

eri ryhmien vastaukset voidaan erottaa toisistaan.

OPISKELIJOIDEN KOKEMUKSIA OPPIMISESTA
MONIAMMATILLISESSA TOIMINTAYMPARISTOSSA

Opiskelijoiden mielesti MIMO-projektin  ABM-opintokokonaisuus mah-
dollisti erinomaisella tavalla eri koulutus- ja ammattialojen osaamisen hyo-
dyntimisen. Opiskelijat kokivat, ettd jokaisella oli jotain annettavaa ryhmil-
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le, mutta jokainen osallistuja my6s oppi uutta ryhmien ohjaamisesta toisten
tyoskentelytapoja seuraamalla. Vaikka moniammatilllisuuden koettiin olevan
koko ABM-koulutuksen parasta antia, moniammatillisessa tiimissi tydskente-
leminen oli ajoittain haasteellista.

No ainaki, et se on vahvistunu, kuin tirkeet on moniammatillinen tyo, et
se on niin tirkeet, et vaiks kokee oman asian tirkeeks, ni kokee et niit on
nii paljo tirkeitd asioita, joita ei osaa tai tiedd tai muista, et kyl se on ollut.

(ABM I, R3)

Mulla on semmonen olo jotenkin, nyt ku me kuultiin muitakin ryhmia, et
tds toteutu se idea. Et kumpikin oppii toiseltaan, mutta niin, etti se kuiten-

kin sille ryhmiliiselle [nuorten ryhmin jisenelle] tuntuu kokonaisuudelta.
(ABM III, R2)

Opiskelijat pitivit erittdin tirkednd, ettd eri ammattialojen opiskelijat kohtaa-
vat jo opiskeluaikana, silli myshemmin tydelimissd toimitaan yhdessi asiak-
kaiden parhaaksi. Turvallisen ilmapiirin syntymisen tirkeyttd moniammatilli-
sessa ohjaajatiimissd korostettiin. Osa ammattitaitoa on, ettd tydntekiji tulee
toimeen sellaisten tyotovereiden kanssa, joilla on erilainen ammattitausta ja
erilainen nikokulma.

Et holmoo, kun me ollaan Turun AMK ja... jotenki ihan, et meidin pi-
tdis kylli rodella paljon enemmdn hyodyntid niinku. .. toisii koulutusaloja
ja olla yhteistyis ja niinku tehdi niin ja just sitd, et tavallaa miettiin siti
omaa ammatti-identiteettii, et miten sitd just, sehin tulee just siti kautta,
ku peilaa toisiin sitd ja niin, antaa tosi paljon. (ABM 1, R3)

Opiskelijat totesivat, ettd jokaisen opiskelijan tausta vaikutti hidnen ohjaus-
tyoskentelyynsd. Opiskelijoiden keskindisen lyhyen tutustumisajan takia hei-
din oli vililld vaikeaa erottaa, miki oli ammatillisuuden ja miki taas persoo-
nan tuomaa taustaa tydskentelyyn. Moniammatilliset ohjaajatiimit toivottiin
muodostettavan jo heti ABM-koulutuksen alussa, jotta ohjaajat ehtisivit tu-
tustua hyvin toisiinsa ja toistensa ammatteihin. Ohjaajien henkilokemioiden
yhteen sopiminen nahtiin tirkeini, vaikka ymmirrettiinkin, ettd tydelimassi
on tultava toimeen kaikkien kanssa.

...et nyt oli se, et vaikka oli moniammatillises ni roivois, etti olis aikaa
niinku saada synkkaan... mut se synkka tarvii kumminkin olla niinku
se, ettd pystyy tekemddn toitd, mutta eihin se tietenkddn sitten, ku ollaan
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tydskentelemds moniammatillisissa ryhmissd, ni enhin md voi valita, ke-
nen kans md tyoskentelen. Et kaikkien kans tiytyy tulla toimeen. (ABM
II, R2)

...mut yks oli tid henkilokemia, miki sielt palautteista tuli, et kyllihin se
vilittyy [nuorten] rybmiin, miten objaajilla. .. ja ryhmd alko sit ryhmdy-
tyd... tosi nopeasti. (ABM 111, R2)

Eri ammattien kompetenssit niyttdytyivit merkityksellisini. Moni opiskeli-
jaryhmi koki, ettd ennen moniammatillisen tydskentelyn aloittamista on tir-
kedd tuntea oman koulutusalansa kompetenssit ja viitekehys, josta kisin itse
tarkastelee maailmaa. Monen ryhmin mielestd moniammatillinen tyoskentely
ei sovi ensimmiisen vuoden opiskelijalle vaan opiskelijalla on oltava jo perus-
teet oman ammatillisen identiteetin kehittymiseen.

Etti tosi paljon miettii sitd, ettd mikd on mun tehtivi ja mun ammatilli-
nen viitekehys, niin oo yrittiny kylli siti tuoda. Ettd kylli se silleen ndikyy,
Jos vertaa nyt mua ja vaikka taidepuolen ammattilaista, niin hin ajattelee,
ettd tissi on nyt harjote ja no niin se on siind, mutta sitten md rupeen kau-
heesti kyselemdidn, ettd milti tid nyt tuntu ja tykkdisitteko. (ABM 1, R5)

Opiskelijat pitivit tirkeind myos taitoa soveltaa tydmenetelmii tilanteen mu-
kaan ja muuttaa toimintaa nuorten tarpeiden mukaisesti. ABM-koulutuksen
aikana opiskelijat osallistuivat itse taidelihtoiseen ryhmitydskentelyyn, mutta
monet opiskelijat kokivat, etteivit ryhmityoskentelyssd kokeillut harjoitukset
sopineet sellaisinaan kiytettdviksi nuorten ryhmissd. Tamin vuoksi opiskeli-
joiden piti oppia muokkaamaan harjoitteita nuorten ryhmalle sopiviksi.

Olemme ammatillisesti siini vaibeessa, etti onnistuimme soveltamaan
homman, emme tee kirjaimellisesti... Heitdmme idean sitte, tai ku huo-
maaki yhtikkii, et toiminta ei menekdin sillee tai tehtivi ei lihdekdin

sujumaan silleen, ku on sen aatellu, niin sit vaan... no vaihdetaas niin.
(ABM I, R4)

Sen tyyppist tai sitten niinku yleensi muute siti sellast, et tid on mulle vai-
keeta ymmdrtid néin, nii tillasta asiaa, miki ei oo niin kauheen konk-
reettista, koska he on kuitenki nuoria, heijin ajatus viel niinku ehki kulje
sellasel tasolla, et siti ei mikd tekee tiist nyt vaikeeta... Et miten tin vois sit
tavallaan tuoda niinku heidiin tasolle ehki enemmidin. (ABM 1, R3)
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Moniammatillisuus oli opiskelijoiden mielestd palkitsevaa. Se auttoi jdsen-
timidin omaa ammatti-identiteettid ja ymmirtimiin eri alojen nikemyksia
ja tydnkuvaa. Toimintaterapian, sosiaalialan ja nuorisotyon osaamisen eroja
oli opiskelijoiden mielestd vaikea mairittdd, silld toimintatavat olivat monel-
la tapaa samanlaisia. T4std huolimatta my®s eroja loytyi. Opiskelijat kertoivat
esimerkiksi huomanneensa, etti toimintaterapiaopiskelija lhestyy asioita toi-
minnan ja sen merkityksellisyyden kautta ja ettd sosionomin ja yhteisopedago-
gin vahvuuksia ovat organisointikyky, palvelujirjestelmdosaaminen, asioiden
“rytmittiminen” ja asiakkaan kohtaamisen taidot. Taidealojen opiskelijoiden
osaaminen erottui selkeimmin muiden alojen edustajien osaamisesta.

Must siis tidki moniammatillisuus on niin, koska niit on mun mielest tun-
tuu et niit on perusopinnoissa niin vihdin, et oikeesti ottaa selvid, et miti,
minkd alan ammattilaisia te ootte ja miten te katotte asioita ja ndin pois
piin. (ABM 1, R4)

Terveys- ja hyvinvointialojen opiskelijat kokivat ammentaneensa taidealojen
edustajilta taiteellista ymmirrystd, ja vastaavasti taidealojen opiskelijat kokivat
moniammatillisen tydskentelyn kautta ymmirtineensd paremmin asiakkaan
kohtaamisen ja toiminnan mukauttamisen tirkeyden: taidelihtoisessd tyos-
kentelyssd tydn prosessi voi olla tirkeimpi kuin lopputulos.

Voin sanoa, et oon oppinu sit taas x:ltd, hinen ammattitaidostaan ja niisti
menetelmistd, mitd hin kéiyttid, ja ne on ollu tosi mielenkiintosia ja md
tykkdsin itse, et mulle oli tirkeiti ne keskustelut myos itselle ja se jakami-
nen omista kokemuksista oli tosi antoisaa myos itselle. Miten md nyt osaisin
sit sanoa jotenkin spesifisti, ettd mitd md oon oppinu x:ltd, jotenkin vaikee
nyt yksiselitteisesti sanoa, et mikd se juttu on... Oon oppinu kylli paljon ja
ollu tosi tyytyvdinen, etti oon ollu mukana tissi ryhmdssa. (ABM 111, R2)

Dialogisuuden, tasavertaisen keskustelun ja toisilta oppimisen tirkeys nousi
esiin haastatteluissa. Nuorten ryhmii ohjatessaan opiskelijat olivat huoman-
neet, miten saman asian voi ymmartid eri tavoin. Tamin takia he pitivit yh-
teisti keskustelua ja ajatusten tarkastelua olennaisena. Opiskelijat kokivat
tirkednd sen, ettd he olivat kyenneet antamaan ja saamaan toinen toisiltaan
palautetta nuorten ryhmin ohjaamisesta. Palautteen antaminen ja saaminen
edellytti tietyntasoisen luottamuksen saavuttamista sekid rohkeutta ottaa vas-
taan ja antaa muille rakentavia kehittimisehdotuksia. Monen ryhmin mielestd
yhteinen pdamiiri oli onnistuneen toiminnan edellytys. Kaikki ryhmit koki-
vat saaneensa toisiltaan uusia nikékulmia nuorten ohjaamisen tarkasteluun.
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Ja sit me ollaan koitettu. .. ku mun mielesti niinku nuorillekaan ei oo vili-
tetty sitd, et md oon nyt nuorisoalan ammattilainen ja tissi nyt olen... vaan
sillain, et me vedettiin yhes tid juttu ja meilli on selvi se kuvio siind. .. On
kyl menny tosi hyvin... Niin ja tuntuu, etti se on mennyt semmoses dialo-
gis koko ajan, ettd aika paljon ollaan pystytty myis yhdessi suunnitteleen. ..
aina ja silleen, etti ei 0o tarvinu silleen. (ABM 111, R5)

Just semmost se oli, et eri vahvuusalueit ja eri taval pysty, et kyl me annet-
tii palautet toisillemme, ei nyt sillee hirveesti, ei me jidty silleen keskustele-
maan, mut just se, et oli se kuitenki, et just, jos unohti sanoo jotain, niin se
toinen sit oli ja silti anto tilaa... Kukaan ei ottanu itteensi palautteest, siis
et oli semmonen ilmapiiri et pysty hyvin. (ABM 1, R5)

Moniammatillisessa ryhmityoskentelyssd ohjaajan oma uskallus heittdytyd ja
lihted mukaan tekemiin yhdessd on tirkedd. Improvisointi- ja soveltamisen
taidot olivat useiden haastateltavien mielesti oleellisia.

...et pitdd heittiytyy ndin, et nyt mennddn ndilld mitd on... et kun on huo-
mannu, et se improvisointi siin kohtaa on toiminu. .. et heti vaan, ku heit-
taytyy, ni ei tartte olla sellasta vahvaa runkoa tai suunnitelmaa. .. vaan ne
on eliny sit kuitenki. .. et totta kai tissiki mut se on osaks siti luovuutta ja
taiteellisuutta, et si pystyt siit tilanteest nappaa sen, miti tis ehkd vaadittais
ja olis soveliast. (ABM 1, R3)

Taidealojen opiskelijat kokivat ajoittain, ettd muiden alojen edustajat ovat

jaykkid eivitkd osaa riittavisti heittdytyd tilanteeseen. Heiddn mielestddn nuor-
ten kanssa tulee istua lattialla tai pdytien pailld eikd pdydan ddressd, kuten he
kokivat sosiaali- ja terveysalan opiskelijoiden tekevin. Terveys- ja sosiaalialan

opiskelijat kokivat olevansa ammatillisesti lihelld toisiaan, kun taas taidealojen
edustajien luovuutta ja erilaista lihestymistapaa ihasteltiin ja vililld ihmetel-
tiinkin.

348

Et sillon, ku ollaan nuorten kanssa ni ei olla kéidet puuskassa, vaan niinku
ollaan rennosti, etti ollaan. .. yritetiin olla myos kehollisesti avoimempia,
et ei blokata siti heti ensimmditteks alkutapaamisessa. (ABM 11, R2)

Niin, ku sit taas... ku sairaanhoitajat ja mind ni me ollaan niin lihelli toi-
siamme, et sit ollaan jo persoonatasolla eiki ammattien tai niinku opiskel-
tavien alojen takana. Et me oltiin niinku persoonina sitten oikeestaan siind.
Et ne on niin lihekkdin, mut sit taas tissd huomaa, ku x:n kans toubuaa,
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ku toi kulkee ihan eri sfidreissa, ku mda... ma jiin aina vililld suu auki,
et md en ollu osannu ajatellakaan tuota tolla ravalla, etti selvisti huomaa,
ettdi hin on boheemi ja mind en, et md oon taas... Ja niinku just tid vi-

suaalinen puoli ja ndd, ni ne on niinkun taysin mun ulottumattomissani.
(ABM 11, R2)

Ohjaajat kokivat tydskentelyn sujuneen hyvin silloin, kun ammattien rajat hi-
mirtyivit ja kun he pystyivit ohjaamaan ryhmai siten, etteivit nuoret ajatel-
leet ryhmin ohjaajia eri ammattialojen edustajina.

En mi tid, myos ollaan tds prosessin aikana pubuttu sun kaa siiti niinku
moniammatillisuudesta, etti tuntuu, ettii meilli on aika hyvin tavallaan
sulautunu se, etti me ollaan yhdessi ja tosi hyvin niinku ottanu tonttii sii-
nd, ettd ei 0o mitenkddn silleen ettd ois nuoriso-objaaja ja taiteilija vaan, et
on vaan kaks tyyppii tekemds sitd yhteistd. (ABM 111, R1)

Mun mielest se on ollu just hyvd, et vaik onki vihin eri taval otettu noit
tyoroolei ni just se et kaikki on mun mielest nihny tosi hyvin sen toisen. ..
must tuntuu et kaikki arvostaa sitd toisen ammattitaitoo, et ei 0o tullu yh-
tidn sellast et mitd toiki nyt on... (ABM 1, R5)

OPISKELIJOIDEN OPPIMISKOKEMUKSIA JA ABM-
KOULUTUKSEN KEHITTAMINEN

Opiskelijoiden mielesti ABM-koulutuksessa parasta olivat moniammatillisuus
ja taideldhtdisten menetelmien tuntemuksen lisddntyminen, kidytinnonlihei-
syys, nuorten kanssa tydskentely ja sen myotd ryhminohjaustaitojen ja -koke-
muksen lisadntyminen. Etenkin tutkintoa suorittavat opiskelijat kokivat edelld
mainitut seikat tirkeiksi oman oppimisensa kannalta, mutta my6s tiydennys-
koulutuksessa olleet opiskelijat pitivit nuorten ryhmien ohjauksessa kertynyt-
td uudenlaista moniammatillista otetta ja taideldhtdisten menetelmien sovelta-
mismahdollisuutta erittdin tarpeellisina. Kaikki ryhmit kokivat opintokoko-
naisuuden mydnteisend oppimiskokemuksena.

ABM-koulutukseen sisiltynyt nuorten ryhmien ohjaaminen osoittautui ajoit-
tain melko haasteelliseksi, mutta kaikissa ryhmissi koettiin runsaasti myos on-
nistumisia. MIMO-projektin tavoitteena oli tukea syrjidytymisvaarassa olevia
nuoria, ja nuorten vaikeat elimintilanteet ja erityistarpeet vaativat ohjaajalta
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paljon osaamista. Vuoropuhelu nuorten ryhmien taustaorganisaatioiden edus-
tajien kanssa oli ryhmitoimintojen organisoimisen ja toiminnan sujumisen
kannalta tirkedi, joskin hankaluudet aikataulujen yhteensovittamisessa vai-
keuttivat toimintaa ajoittain. Osoituksia onnistumisesta olivat esimerkiksi hy-
vin sujuneet harjoitukset, nuorten innostuminen ohjatusta tehtivisti ja ryh-
min hyvi ilmapiiri.

Monet opiskelijat kokivat, ettd halu osallistua ABM-koulutukseen osoittaa,
ettd opiskelijalla on uskallusta ja innostusta kiyttdd taideldhtdisid menetelmii
asiakastyossi. Taideldhtoisten menetelmien ja moniammatillisen yhteistoimin-
nan oppiminen tapahtuivat opiskelijoiden mielestd kokemuksellisuuden kaut-
ta — itse tehden, kokien, harjoitellen. Vasta sitten, kun oli saanut oman koke-
muksen tietystd harjoituksesta tai menetelmisti, oli mahdollista kiyttdd sitd
muiden ohjaamisessa.

Et kyl se tiissi se tekeminen on téirkeetd ja toki se, et me ollaan tutustuttu, et
olis aika hurjaa lihtei ohjaamaan, jos ei ois ollu nditi toiminnallisia paii-
vid. (ABM 111, R2)

Et sen ties, milti se itsest tuntuu et niinku tdissiki on ollut tirkeeti et on ollu
ensin ne kerrat, missi me ollaan oltu niit oppilaita... ja kokeiltu niit juttu-
ja ja sit vasta alettu ohjaamaan niit muille, et ethin sd muuten voi tietid
et milt ne vois ees tuntuu. (ABM 1, R3)

Opiskelijat toivoivat, ettdi ABM-koulutukseen olisi sisiltynyt enemmin tie-
toa nuorten ohjauksesta kiytinnossi. Erityisesti ruohonjuuritason kokemus-
ten kuuleminen auttoi opiskelijoita ymmartimain, miten nuorten ryhmissi
toimitaan. Opiskelijat olivat sitd mieltd, ettd taustoittavissa opinnoissa pitdd
olla jonkin verran teoriaa, mutta sitdkin olisi hyvi kisitelld kiytinnonlaheiselld
otteella. Luennointia ja PowerPoint-esityksii ei pidetty hyvind opetusmenetel-
minid. Monelle opiskelijalle MIMO-projekti oli myos ensimmiinen toimin-
nallinen projekti, jossa opiskelija oli mukana, ja osa toivoikin opintoihinsa
vastaisuudessa kuuluvan tietoutta projektitydskentelysta.

Niin mut jotenki ehki emmi osaa sanoo tarkemmin, mut siti et millast se
on se nuorten kans tyoskentely, ja miti asioit sit sellases ku meilliki on kou-
lutuksen puolest sitd, er millasii asioita ne kdy lipi elimdssiin ja millasii
asioit vaikuttaa, et mitd sit taas ohjaajan pitdis ottaa huomioon. .. Et aika
semmosel konkreettisel tasol sais olla et miten toimitaan... (ABM 1, R5)
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Must se oli ihan mielenkiintoinen, kun kivi ne etsivin nuorisotyon ihmiset,
koska niilliki oli sitte, etti ne kerto esimerkkeji siitd, ettd miten nditten
syrjaytymisvaarassa olevien nuorten kanssa niinku asiat voi sujua tai ei su-

jua. (ABM 1, R6)

...mulla on ryhmissi monesti sellasia erityisnuoria, et siihen olisin kaivan-
nut ehkd enemmdn semmosta opastusta ja se oli ehki mun toiveenakin.
(ABM 111, R2)

Osa opiskelijoista oli sitd mieltd, ettd lihiopetuspdivind tehdyt harjoitteet oli-
vat lihinni tutustumista erilaisten taideldhtoisten menetelmien mahdollisuuk-
siin. Rajallisen ajan vuoksi tiettyyn menetelmidin saattoi syventyd ainoastaan
osallistumalla vapaasti valittaviin opintoihin tai itse opiskellen.

Joitain tiettyji harjoituksia... Ja sit muilta ryhmiltd me kuultiin jotain
tiettyji harjoituksia, etti onhan se... ettd ois joihinkin asioibin halunnut
syventyd enemmiin, esimerkiksi kirjoittaminen ja se valokuvaus, etti ne on
tosi mielenkiintoisia aibeita. Mutta tota noin, et.. se oli kuitenkin niin ly-
hyt ja pieni raapaisupinta, etti ei niit oikein osaa vilttimdtti ottaa sithen
omaan tyohonsi. Ehkd jotenkin soveltaen, joo... (ABM 111, R2)

Hyvinvointi- ja terveysalojen edustajat kokivat oppineensa paljon uutta tai-
deldhtoisistdi menetelmistd. Osa taidealojen edustajista olisi halunnut saada
enemmin tietoa kohderyhmistd ja taustatietoa asiakastydskentelyd varten,
mutta enemmiston mielestd oli antoisaa tutustua itselle vieraampiin taide-
alueisiin ja -menetelmiin.

Sillain oli niinku mukavaa ja ne otti tavallaan ihan niinku... no tera-
piana tai silleen, et pidsi tekemdidn tanssijuttuikin tai muuta, mutta sitten
Jossain tuli sitten vaan vihin, et aatteli, et ne on niinku tehty niitd sosiaali-
ja terveysalan ihmisid varten, etti ne saa vilineitd siihen tyohonsi ja ne voi
nditikin keinoja kayttii ja niinku oli jonkun kanssa pubettakin, valoku-
vausalan ihmisenkin kanssa, etti miti me sitten saadaan niinku taas sitten

sosiaali- ja terveysalan puolelta. (ABM 111, R4)

Taydennyskoulutukseen osallistuneet ammattitaiteilijat pohtivat haastatteluis-
sa, mitd hyStyd he saavat moniammatillisesta, taidetta soveltavasta tyoskente-
lystd. Tdrkedni haastatellut pitivit uudenlaisten tyomahdollisuuksien avautu-
mista taiteen soveltamisen kautta. MIMOn kaltaisissa projekteissa taiteilijat
saavat uusia tyoelimikontakteja, ja tihin nikékulmaan toivottiin myds vas-
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taisuudessa kiinnitettdvin huomiota. Yhdeksi ABM-koulutuksen kehittimi-
sen kohteeksi ehdotettiin opintojen vapaavalintaisia osuuksia, joiden tarjonta
oli koulutuksen eri toteutusvuosina erilaista. Opiskelijat huomauttivat my®s,
ettd opintojen markkinointiin voisi vastedes kiinnittdd enemmin huomiota ja
opintotarjontaa voisi monipuolistaa esimerkiksi lisaidmailld sosiaali- ja terveys-
alaan liittyvid sisdlt6jd tai menetelmiin syventivii taitoja antavia opintojaksoja.

Sitten tietysti toinen mabdollinen, mikéi vois tuoda taas silleen lisiarvoa
Jotenkin se, ettdi voitais sit kiydd just lipi jotenkin timmésti tyollistymisti
soveltavan taiteen alalla, et ylipddtidin laajemmin kun. .. vaikka toisalta on
kauheen iso arvo, et sitten mennddin ndiihin paikkoibhin ja varmaan niin-
ku joillakin voi olla suoria tyollistymismabdollisuuksia sit suoraan niiden
projektien kautta, mut et kaikkien kohdalla se ei voi toteutua niin. .. niin
sitten jotenkin ehkd kdydi laajemmin soveltavan taiteen kenttiii lipi, et
mithkd vois olla niinku niit... tai sit nuorille suunnatun soveltavan taiteen
kenttiid, et mitki kaikki mahdolliset suunnat vois olla niitd, joista hakea
sitd tyotd sit jatkossa. (ABM 111, R1)

Sitid md oon sanonutkin, ettd oisin kaivannut siti. et me oltais saatu enem-
mdn taiteilijat tutustua sit taas teidn toibin ja tyotehtiviin ja niinku ym-
mdrtid enemmdn siti maailmaa, et se on kuitenkin meille aika vieras mo-
nelle, et vaikka toki moni on tehnyt tiiti erilaisissa paikoissa... Et jos jat-
kossa on timmaonen, ni vois olla vapaasti valittavina opintoina joku sem-
monen sosiaali-terveysalan juttu. (ABM 111, R2)

Enemmist opiskelijoista oli sitd mieltd, ettdi ABM-koulutuksen kaltaisia ope-
tussisiltdjd on tihin mennessd ollut omissa opinnoissa erittdin vihin. ABM-
koulutuksen tyyppisid sisiltojd kaivataan etenkin sosiaali- ja terveysalan koulu-
tukseen lisad. Niilld aloilla tarvitaan opiskelijoiden mielestd sekd menetelmi-
ettd ohjaustaitoja.

Et sit just ihan selkeesti niiti menetelmid tai ainaki mul on semmonen, et
md haluun se tyokalupakin auki, mibhin mdi voin niit menetelmii laittaa
ja md voin sielt sit ottaa ja niinku kiyttid ni niit, tarvii selkeesti ja tis on

niinku niit sitte. (ABM 1, R3)

Ja sit on itekin huomannu, et jos on ollu jotain semmosia harjoituksia mie-
les, ni sit on huomannu, ku on nihny noi nuoret, et ei noille vois ikind teh-
di téllast néin. .. ei edes ryhmi pystyis siihen... (ABM 11, R2)
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Opiskelijat toivat haastatteluissaan esille tyytyviisyytensd ryhminohjaustai-
tojensa kehittymiseen. Ryhminohjaustaitojen ohella nuorten ryhmin kanssa
tydskentely vahvisti taitoja kohdata kulttuuri- ja kokemustaustaltaan erilai-
sia asiakkaita ja tyontekijoitd. Opiskelijat kokivat oppineensa ohjaajina toisil-
taan ja pystyneensi tukemaan toinen toistaan. He kertoivat voivansa hyodyn-
tdd oppimaansa joko tulevissa ammattiopinnoissaan tai suoraan tyoelimissi.
ABM-opintokokonaisuus tiydensi hyvin eri koulutusalojen ammattiopintoja
ja mahdollisti opittujen taitojen harjoittelun kiytinnossi. Etenkin tutkintoa
suorittavat opiskelijat kokivat saaneensa arvokasta kokemusta auktoriteettina
toimimisesta ja vahvistusta ammatti-identiteetilleen ryhmin ohjaajana

Me ollaan jaettu niiti tehtivid siten, ettd jokainen ohjaa jotain, vihin sit-
te omien vahvuusalueiden mukaan ja kenelti ne ideat on tullut niin sitten
tietenkin ohjaa sen minkd osaa parhaiten. Ettei oo tarvinnu objata sellasta,
mistd ei oikeesti tiedd, koska sitten se objaus on sellasta vihbin. .. mutta tosi
tasapuolisesti on mun mielesti ohjauskerrat menny. (ABM 1, R5)

Yhden ryhmin ABM-koulutus kesti noin kahdeksan kuukautta, mutta kah-
della ensimmiiselld ryhmailld opetuksen katkaisi kesitauko. Joidenkin opiske-
lijoiden mielestd tauko vaikutti kielteisesti opintoihin sitoutumiseen, ryhmai-
hengen muodostumiseen ja ryhmin koheesioon. Erilaiset taidelihtoiset tyos-
kentelytavat koettiin ryhmien sisdistd prosessia vahvistavina ja yhteenkuulu-
vuutta lisddvina.

Kyl se mulle ainakin tuossa isossa rybmdssikin jakaminen, ku tid on se
meidn. .. pienes ryhmiis yks kokemus ja sit on kuullu siti muittenkin prosessia
Jja ihania ihmisid. .. mun mielesti ainakin on tullu mukaan siihen rybmiidn.
Et sillain niinku kiva vuosi, tavannu ibania ibmisid. (ABM 111, R1)

Lihes kaikissa haastatteluissa tuotiin esille, etti ABM-koulutus olisi saanut olla
pidempi ja intensiivisempi prosessi. Sekd opiskelijaryhmien dynamiikan ra-
kentumiseen ettd moniammatillisten ohjaajaryhmien keskinidisen luottamuk-
sen ja tuntemuksen rakentamiseen olisi pitinyt olla enemmain aikaa kuin mitd
niissi MIMO-projektissa pilotoiduissa ABM-koulutuksissa oli mahdollista
tarjota. Toisaalta timinkin pituisessa koulutuksessa aikataulujen yhteensovit-
taminen osoittautui haasteelliseksi niin tutkinto-opiskelijoille kuin tdydennys-
koulutukseen osallistuneillekin: monilla opiskelijoilla oli opintoja tai tydti sa-
manaikaisesti ABM-lihiopetuksen ja ryhmitoimintojen kanssa. Pakolliset l4s-
niolot oman koulutusohjelman opinnoissa hankaloittivat tutkinto-opiskeli-
joiden osallistumista ABM-opintokokonaisuuteen.
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Lihes kaikki opiskelijaryhmit pitivit tirkedni toisilta oppimista ja kokemus-
ten jakamista. ABM-koulutuksen tyyppisid koulutuksia kehitettdessd voisi olla
perusteltua lisitd ryhmitapaamisia nuorten ryhmien ohjauskertojen vilille
niin, ettd opiskelijat voisivat tavata toisiaan enemmin kenttityoskentelyn ai-
kana ja vaihtaa kokemuksia. Vaikka opiskelijoilla oli mahdollisuus lukea tois-
tensa raportit, he kokivat, ettd aito vuorovaikutus ja tapaamiset olisivat antoi-
sin tapa vaihtaa tietoa.

Mut mun mielesti just siti rybmdytymisti ja yhteistyon rakentamista olis

pitiny alottaa aikasemmin. [tarkoitetaan moniammatillisia ohjaajatiime-
ji] (ABM 111, R1)

Muuten riittivid se alku... mut et tosiaan tis oppii niin paljon tdssd, ku
kuuntelee muitten ohjauskokemuksia, et se jii turhan lyhyeksi. Toki me
néhdddn raportit Optimasta, [koulutuksessa kéytetty oppimisalusta] mut et
se on sit than eri lukea... (ABM 111, R2)

Mii oon kylli tosi tyytyviinen, mut tin prosessin tiytyis olla viel pidempi,
selvdstikin. (ABM 111, R4)

Kaikki osallistujat olivat sitd mieltd, etti ABM-opintokokonaisuus oli koke-
misen arvoinen. ABM-koulutuksen tyyppisen koulutuksen riitilsinti ja tuot-
teistaminen nihtiin kannatettavana, ja samoin opiskelijat suosittelivat timin-
tyyppisten opintojen lisdimistd tutkinto-opiskelijoiden opintoihin. Tiyden-
nyskoulutukseen osallistuneet ammattilaiset pitivit koulutusta hyddyllisend ja
antoisana.

....tdd on ollut hyvinkin antoisa. Et kylli oon kiitoksenkin tyonantajallekin
antanut, et kiitos kbun sai osallistua tidmmdseen koulutukseen, et tota. .. suo-

sittelen. (ABM 111, R3)

LOPUKSI

Moniammatillisen ty6skentelyn taidot ovat jo nyt, ja varsinkin tulevaisuu-
den tydelimaissd, osa tyontekijdn perustaitoja, ja oman osaamisen varmistami-
nen edellyttdi itsensi jatkuvaa kehittdmistd (Penttild ym. 2009, 19; Kelo ym.
2012, 9). Koulutusorganisaatioiden tulee uudistaa toimintamallejaan tydeld-
min vaatimusten mukaisesti. Turun ammattikorkeakoulussa opetusta on ke-
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hitetty mairitietoisesti muokkaamalla perinteisid toimintatapoja ja nivomalla
opetusta ja TKI-toimintaa vahvemmin yhteen. Kelon ym. (2012, 13) mukaan
timi mahdollistaa opiskelijoiden oppimisen autenttisissa tydelimin oppimis-
konteksteissa.

ABM-koulutuksen opettajilla ja opiskelijoilla on ollut halu tehdd moniamma-
tillista yhteisty6td ja innostusta heittdytyd kohti uudenlaisia toimintatapoja.
Olemme nihneet yhteistyon mahdollisuutena tukea nuoria, ja tydskentelys-
si olemme halunneet kiyttdd apuna taidelihtoisia menetelmid. Kehittdmis-
tydtimme varten suoritettujen haastattelujen perusteella voimme todeta, ettd
taide-, sosiaali- ja terveysalan ammattilaisten “yhteentormiyttiminen” on syn-
nyttinyt yhteisti jakamista ja tiedon vaihtoa. Kokemuksellinen oppiminen ja
kiytinnonliheisyys ovat olleet ABM-koulutukseen osallistuneiden opiskelijoi-
den mielestd hyvid tapoja oppia uutta. ABM-koulutuksesta opiskelijat ovat
kokeneet saaneensa lisid valmiuksia nuorten kanssa tyoskentelyyn sekd uusia
taideldhtoisid menetelmii, joita he voivat vastedes soveltaa omassa tydssdin.

Moniammatillisten opiskelijaryhmien tydskentelyn perustana oli yhteisten ta-
voitteiden miirittely. Oleellista oli tavoitteiden konkretisointi ja osatavoittei-
den asettaminen. Opiskelijat joutuivat pohtimaan keskenddn, millaisia taitoja
he haluavat kehittdd nuorten ohjaukseen ja miten se tehddin. Ohjaajien ryh-
missd oli tirkedd tiedostaa tavoitteiden moninaisuus, silld kaikissa ryhmissa
keskeistd oli nuorten osallistaminen sekd eliminhallinnan ja itsetunnon vah-
vistaminen taideldhtoisid menetelmii hyddyntien. Tavoitteena oli yhdistdi tai-
teen kokemuksellisuutta ja nuorten omien asenteiden ja ajatusten havainnoin-
tia sekd tunnistamista ja muuttamista. Monissa ryhmissi tavoitteet tarkentui-
vat prosessin aikana, ja ne saavutettiin pienin askelin. Menetelmien valinta ja
soveltaminen edellyttivit jatkuvaa reflektointia ja muuntautumiskykyi. Opis-
kelijat toimivat pienryhmissi, joissa oli sekd taiteen ettd sosiaali- ja terveys-
alan ja nuorisoty6n edustajia. Opiskelijat nakivit seki ABM-opiskelijaryhmin
ettd sen sisilld toimineet pienemmit moniammatilliset tiimit tirkeind vuo-
rovaikutus- ja oppimisympiristdind. Opiskelijat kokivat saaneensa toisiltaan
uutta tietoa ja ymmirrysti ammattitaustaltaan erilaisten henkildiden viliseen
toimintaan ja keskindiseen vuoropuheluun. Taidealojen opiskelijat ja taiteili-
jat olivat ajoittain huolissaan siité, ettd taiteen soveltamista opetetaan muiden
alojen edustajille eiki taiteilijoiden tyollistyminen parane. MIMO-projektissa
kyseessi ei ole kuitenkaan menetelmien siirtiminen toiselle ammattikunnalle,
vaan yhdessi tekeminen ja yhdessi taiteilijan kanssa ohjaaminen on aivan eri
asia kuin pelkki taideldhtéisen menetelmin kiytto.
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Ryhmit onnistuivat luomaan luottamuksen ilmapiirin, jossa vastavuoroinen
jakaminen ja dialogisuus toteutuivat. Leinonen ym. (2006) toteavatkin, ettd
parhaimmillaan kehittdmistilanteissa tydryhmin jisenet kertovat toisille omis-
ta ajatuksistaan ja tydskentely pakottaa jokaisen tarkastelemaan omaa tietoaan.
Jaettu uusi tieto tuotetaan yhteisesti osallistumalla. Voimme todeta, etti ABM-
koulutuksessa moniammatillisen oppimisen tavoitteet tdyttyivit erinomaisesti
ja dialogissa onnistuttiin.

Koulutuksen kehittimiseen ABM-koulutuksen pilotointi antoi hyvii eviiti.
Saimme kolmen vuoden ajan yhdistdd TKI-toimintaa, opetusta ja tyoelimai
siten, ettd projektissa toimineen henkilostén opetusvalmiudet lisddntyivit ja
opiskelijoiden ammattitaito nuorten ohjaamiseen ja tukemiseen taidelihtoisin
menetelmin kasvoi. Opettajat oppivat rakentamaan moniammatillisia oppi-
misympirist6jd ja uudenlaista tydelimalidheistd opetusta. Opiskelijat oppivat
toisiltaan ja nikivit moniammatillisuuden uudenlaiset mahdollisuudet ja dia-
login merkityksen. Térkeintd oli tietenkin, ettd me kaikki yhdessd saatoimme
toimia siten, ettd kohderyhmini olleet nuoret hydtyivit saadessaan uudenlais-
ta ymmarrystd itsestddn ja elimistdin.
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OPISKELIJAT TAIDELAHTOISTA
OHJAUSTYOSKENTELYA
TOTEUTTAMASSA

Ruut Kaukinen

ABSTRAKTI

Artikkeli on syntynyt tarpeesta selvittdd, millaisia ohjauskokemuksia moni-
ammatilliseen Art-Based Methods (ABM) -koulutukseen osallistuneilla opis-
kelijoilla on projektin aikana syntynyt taideldhtdisestd ohjaustyoskentelysti.
Artikkelissa on kiytetty tutkimusaiheistona ABM II -koulutuksen kolmea
opiskelijaryhmai, joissa tydskenteli yhteensd kahdeksan eri alojen opiskelijaa.
Moniammatilliset opiskelijaryhmit ohjasivat nuorten ryhmii taideldhtdisid
menetelmid hyddyntien.

Tutkimusaineistona on kiytetty nauhoitettuja haastatteluja, jotka on osittain
litteroitu. Kirjoittaja ei ole itse osallistunut haastattelutilanteisiin. Osallisuus-
kysymyksiin ja yhteistoiminnalliseen ohjaustydskentelyyn erikoistuneena leh-
torina artikkelin kirjoittaja halusi erityisesti selvittdd haastatteluaineistosta niitd
haasteita ja mahdollisuuksia, joita opiskelijat ohjaustyoskentelyynsi kyseisessd
kontekstissa liittdvit. Aineiston perusteella voidaan todeta, ettd ohjaustydsken-
telyyn vaikuttivat vahvasti ryhmin yhteisollisyyden kehittyminen, vuorovai-
kutus, dialogisuus, yksilon kasvun tukeminen seki tunteet ohjauksessa.

Merkittivind tuloksena voidaan pitdd esimerkiksi sitd, ettd opiskelijat koki-
vat moniammatillisuuden ohjaustydskentelyssd merkitykselliseksi. Ohjattavat
ryhmit olivat luonteeltaan vaativia ja ndin ollen moniammatillisuus koettiin
hyddylliseksi. Ohjaustilanteet olivat monille opiskelijoista ennestdin vieraita ja
asiantuntijan ohjausta tydskentelyyn kaivattiinkin eritoten haasteellisissa ryh-
missi.
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MIMO —TAITEEN SOVELTAMISEN TOIMINTAYMPARISTO

Irselleni timi MIMO-hanke oli erittiin hyvi kokemus oman ammatti-
identiteetin vahvistamisen ja omien taitojen seki tietojen kartuttamisen
subteen. Lisiksi MIMO toimi loistavana alustana moniammatilliselle tyos-
kentelylle ja verkostoitumiselle. (Osallistujan palaute)

MIMO-projektin menetelmillisessi keskiossd on taideldhtéisten menetelmien
soveltaminen nuorten kanssa tydskenneltiessd. Projektin toimintojen vaihte-
leva taideperustainen menetelmikirjo on tarjonnut osallistujilleen mielenkiin-
toisia oppimisen ja kasvun kokemuksia. Tarkastelen artikkelissani eri niko-
kulmia ohjaustydskentelyyn yleisesti kokemuksellisessa oppimisessa ja erityi-
sesti taideoppimisessa. Taideoppiminen ei varsinaisesti ole MIMO-projektin
keskidssd, mutta se nousi vahvasti esiin opiskelijoiden ohjauskokemuksista ja
on niin ollen vaikuttanut mys timin artikkelin nikokulman valintaan. Oh-
jaustyoskentelylld tarkoitan tissd artikkelissa sekd menetelmillisid ettd ohjauk-
sellisia valintoja ohjaustilanteessa. Erityisen kiinnostuksen kohteena ovat
MIMO-projektin yhteydessd toteutetun ABM (Art-Based Methods) -koulu-
tuksen opiskelijoiden kokemukset ohjausty6skentelystd. Moniammatillinen
koulutus (10 op) antaa nuorten kanssa tehtiviin taideperusteiseen ty6hon sy-
ventdvid ammattitaitoa. Koulutus koostuu seki teoriaopinnoista etti nuor-
ten ryhmiohjauksesta. Kyselyyn vastanneet ABM-opiskelijat ohjasivat nuo-
ria moniammatillisissa ryhmissi. Moniammatillinen tyoskentely on keskeistd
MIMO-projektille ja timin aineiston perusteella my6s opiskelijoille.

Erityisesti kokemuksellisen oppimisen yhteydessi on ohjausmenetelmien rin-
nalla merkityksellisti huomioida ohjaukseen liittyvid valintoja ja eettisid ky-
symyksid. Lihtokohtansa kokemuksellinen oppiminen ammentaa oppimi-
sen traditioista, kuten Kurt Lewinin toimintatutkimusmallista, John Deweyn
1930-luvun pragmatismista, Jean Piaget'n kognitiivisen kehityksen teoriasta
sekd David Kolbin kokemuksellisen oppimisen prosessista. (Risinen 2000,
10.) Kasvatusfilosofi John Dewey (2010) on miiritellyt merkittdvimmat kas-
vatuksen peruskysymyksensi jo yli sata vuotta sitten, mutta ajattelu on edel-
leen ajankohtaista. Deweyn innoittamana Learning by Doing -metodia sovel-
letaan edelleen sellaisessa opetuksessa, jossa holistisuus ja toiminnallisuus ovat
keskiossd. Deweyn kasvatusfilosofiassa korostuvat toiminnan ensisijaisuus sekd
onnistumisten ja erehdysten kautta kokemuksille annettavat uudet merkityk-
set. Keskeistd oppimisessa on Deweyn mukaan kyky soveltaa opittua uusissa
konteksteissa. Kokemuksellisessa oppimisessa suhtaudutaan oppimiseen luon-
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nollisena, ihmisen erilaisista tarpeista johtuvana asiana. Nditd tarpeita ovat
muun muassa sosiaalisuuden kokeminen, tutkimisen ja keksimisen tarve, luo-
misen ja tekemisen tarve sekd taiteellisen toiminnan tarve (Monkkénen 2008,
17). Jos ajatellaan edelld esitettyd tarveajattelua kokemuksellisessa oppimisessa,
on selva, ettd ohjaustyoskentelyssi korostuu erityisesti yksilon henkilokohtai-
sen kasvun tukemisen merkitys.

MIMO-projektin toimintamuodot ovat pddosin kokemuksellisia, taideldhtoi-
sid ja yhteisollisid, ja ndin ollen projektin yhteydessid on perusteltua puhua
kokemuksellisesta oppimisesta ja osittain my6s kokemuksellisesta taideoppi-
misesta.

TAIDE YKSILON JA RYHMAN KOKEMUKSENA

MIMO-projektissa tavoitellaan taiteen soveltamista muun muassa osallistujien
itsetuntemuksen lisadmiseksi. Projektin keskeiset tavoitteet eivit tihtdd oppi-
miseen ja kasvatukseen, mutta nikemykseni mukaan siind on samankaltaisia
paamairid kuin taidekasvatuksen yleistavoitteissa. Kuten taiteen tohtori Marjo
Risinen (2009, 13) mairittelee:

Taiteella tarkoitetaan kykyd muuntaa kokemukset kuviksi, joiden tulkinnan
kautta yksilo voi nihdi asioita uudella tavalla. Vaikka taiteen tekeminen
siis vaatii taitoa, voidaan todellisesta taiteesta pubua vasta, kun siihen liittyy
myds kognitiivista toimintaa eli havaintojen tekemistd, tunnetta ja ajattelua.

Taidekasvatus sisiltii lukuisia eri suuntauksia. Ensinnikin on miiriteltivi,
miki on taidetta ja miki ei eli se, miten taide miiritelldin. Pedagogisessa viite-
kehyksessi taideteollisen korkeakoulun professori Inkeri Sava (1993) on mii-
ritellyt taidetta seuraavasti:

Taiteellis-esteettisessi oppimisessa  sindnsd  tirkeiden aisti- ja tunne-
elamysten merkitys kytkeytyy tietoisuuden ja ymmidrryksen lisddntymiseen
sekd laadulliseen kehittymiseen subteessa itseen, toisiin ihmisiin, kulttuuriin
ja luontoon.

Taidekasvatuksen tutkijat ja pedagogit ovat yhtd mieltd Ken Robinsonin tai-
dekasvatuksen yleistavoitteista, joita Kanerva (1997, 14—15) referoi artikkelis-
saan. Taidekasvatuksen tavoitteena hinen mukaansa on kehittii inhimillisen
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dlyn koko kenttii, luovaa ajattelua ja toimintaa, tunneilmaisua ja herkkyyttd,
kannustaa osallistujaa pohtimaan omia eliminarvojaan, auttaa ymmartimiin
monikulttuurisia muutoksia ja eroja seki kehittdd taidollisia kykyji ja taitoa
tehdi havaintoja.

Kokemuksellinen taideoppiminen tukeutuu Risisen (2009, 48—49) mukaan
ajatteluun, jossa korostetaan erityisesti aistien, havaintojen ja tunteiden ole-
massaoloa sekd kokemusten kulttuurista ulottuvuutta. Hinen mukaansa taide-
ja taitoaineissa taide, taito ja tieto ovat kokonaisuus, jonka osia ei voi erottaa
toisistaan. Tdmid “kokonaisvaltainen oppimiskisitys” asettaa ajattelun ja toi-
minnan seki tuotteen ja prosessin oppimisen kannalta yhtd merkityksellisiksi.

Kokemuksellisessa taideoppimisessa tieto rakentuu siis osallistujan oman it-
seymmarryksen ja elimismaailman kautta. Keskeistd on osallistujan suhde
omaan itseensi, mikd syvenee sisdistimisprosessina ja mahdollistaa tulkinta-
prosessien kautta tietimyksen rakentumisen ja persoonallisen ymmarryksen.
(Risinen 1993, 13-14.) Taideldhtdisten pedagogisten menetelmien merkitys
yksilon sisiiselle kasvulle on ollut vahvasti esilld pragmatistisessa kasvatusfilo-
sofiassa jo vuosikymmenien ajan.

Taide yksilon itsetutkiskelun vilineend mahdollistaa kokemuksen siitd, ettd
jokaisella on oikeus toteuttaa itsedin. Itsetuntemuksen lisiksi sosiaalisella vuo-
rovaikutuksella on tirked rooli tiedon rakentumisessa. Vuorovaikutuksessa
saavutetaan ymmirrystd, jolla selitetddn toimintaa ohjaavia asioita (Rdsinen
2000, 15). Kokemuksellinen taideoppiminen korostaa juuri yhteis6llisyyden
ja sosiaalisen vuorovaikutuksen merkitysti ja eroaakin siind omalle linjalleen
taidekasvatuksen tyypillisesti kognitiivis-konstruktivistisesta suunnasta. Tima
kokemuksellisen taideoppimisen nikdkulma nousee selvisti esiin my®s artik-
kelin tausta-aineistosta erityisend ohjaustyoskentelyn haasteena ja toisaalta
my6s mahdollisuutena.

MONIALAINEN OHJAUSTYOSKENTELY ABM-KOULUTUKSESSA

Moniammatillisessa viitekehyksessi MIMO-projektin tavoitteena on lisi-
ti ymmirrystd nuorten parissa toimivien eri ammattiosaajien vililli. Tama
on huomioitu projektin toteuttajatahojen yhteistyossd jirjestimini yhteisini
opintokokonaisuuksina, joissa puolestaan on hyddynnetty esimerkiksi monia-
laisten opiskelijaryhmien mahdollisuuksia verkostoitumiseen ja tiedon jaka-
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miseen oman asiantuntemuksensa alalta. Tarkastelen seuraavaksi lihemmin
ABM-koulutuksen toimintaympiristod ja opiskelijoiden kokemuksia tydpajo-
jen ohjaamisesta monialaisessa yhteistyossa.

Art-Based Methods -kurssi on MIMO-projektin osana toteutettu opintokoko-
naisuus, joka kehittdd syventivii ammattitaitoa nuorten kanssa tehtiviin tai-
deldhtoiseen tyohon. Yhteni keskeisend ajatuksena ABM-opinnoissa on ollut
monialaisen yhteistyon mahdollisuuksien ymmartiminen seki kdytinnon oh-
jaustyoskentely monialaisessa ohjaajayhteistydssi. Tdssd tarkastelussa olevalle
toiselle ABM-opintojaksolle osallistui opiskelijoita yhteisopedagogi-, toimin-
taterapeutti-, terveydenhoitaja-, sosionomi-, nukketeatteri- ja kuvataideopin-
noista.

ABM-koulutuksen teoriaosuus toteutettiin kevialld 2012, ja nuorten ryhmien
ohjaus aloitettiin saman vuoden syyskuussa. Opiskelijat kokivat pitkidn ke-
sitauon teoriajaksojen ja kdytinnon tydpajaohjausten vililli ongelmalliseksi
muun muassa suunnittelun, organisoinnin ja ohjaajaryhmin koheesion niks-
kulmasta. Kehittimisehdotuksena esitettiinkin, ettd mahdollisessa jatkototeu-
tuksessa ldhijaksot sijoittuisivat syksylle ja nuorten kanssa tyoskentely toimi-
si ndin ollen keviilld kontaktiopetuksen luonnollisena jatkumona. Palautteen
perusteella syksylld 2012 alkaneen ABM-koulutuksen kiytinnon osa toteutet-
tiinkin kevailld 2013 ja ndin ollen prosessi jatkui keskeytyksetta.

Kolme tarkastelun kohteena olevaa ryhmiai koostui nuorista, jotka olivat so-
siaalisen tuen tarpeessa. Suurin osa ryhmildisistd valikoitui tyoskentelyyn osa-
na pakollista pdivittdistd toimintaansa ammattistarttiryhmissi. Lastensuojelun
piirissd olevien nuorten kanssa toteutettu ryhmi oli luonteeltaan vapaachtoi-
suuteen perustuva ja niin ollen my®ds osallistujamairin ja henkildiden suhteen
vaihteleva. Osallistujista vain muutamalla oli mainittu olevan omachtoista
kiinnostusta taiteelliseen toimintaan. Lihtokohdiltaan opiskelijoiden ohjaus-
tilanteet olivat siis osallistujien motivaation nikdkulmasta haasteellisia.

Tarkasteluni pohjautuu haastatteluaineistoon, jonka ovat kerdnneet projekti-
suunnittelija Anna Tonteri ja padtoiminen tuntiopettaja Arvola. Haastatelta-
vat ovat eri alojen opiskelijoita, jotka toimivat moniammatillisissa ryhmissa.
Ryhmin yhteisollisyyden kehittyminen, vuorovaikutus, dialogisuus, yksilon
kasvun tukeminen seki tunteet ohjauksessa nousivat teemoina aineistosta vah-
vasti esiin. Edelld mainitut nikékulmart viittaavat myos kaikkien mukana ollei-
den ryhmien tydskentelyn yleisiin tavoitteisiin sosiaalisuuden lisidmisestd seka
yksilon kasvun ja eheytymisen tukemisesta.
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Ohjattavien ryhmien tydskentely perustui pitkilti kokemuksellisuuteen. Nuo-
ria ohjattiin kokeilemaan eri taiteen lajeja. Nuorten ryhmissi menetelmivalin-
noissa korostuivat kuvataide ja nukketeatteri. Jonkin verran kiytettiin myds
yleisid osallistamisen ja yhteistoiminnallisuuden menetelmid lihinni ryhmiy-
tymisen ja palautteen antamisen vilineind.

EMOTIONAALINEN AMMATTITAITO

Seuraavassa kuvaan yksityiskohtaisemmin ohjaustydskentelyd luovassa proses-
sissa ja analysoin haastateltavien kokemuksia ohjaustyoskentelystd. Taideainei-
den oppimisprosessit nahdain syklisind, muuttuvina ja monikerroksisina. Op-
pimiskokemukseen vaikuttavat keskeisesti oppijan omat tunteet ja tuntemuk-
set. Kyseessd on siis yhdessd ohjaajan ja ryhmin kanssa tydstetty, jatkuvasti
vuorovaikutuksessa muotoutuva kokonaisuus, jota voidaan tulkita eri tavoin.
Ohjaajalta timinkaltainen tyoskentely edellyttdd joustavuutta ja valmiutta
tarkistaa omia nikemyksidin oppimisprosessin edetessi. Aineistossa mukana
olevat ryhmit olivat vuorovaikutukseltaan haasteellisia, ja haastatteluaineis-
to osoittaakin, ettd ohjaajat kokivat juuri vuorovaikutusprosessin ohjaajien ja
ryhmiliisten vililld vaikeaksi.

Draamaa ja teatteria kasvatuksessa tutkinut professori Anna-Lena @stern (2011,
6) kuvaa luovan prosessin monimuotoisuutta kisitteelld in-between-tila ja tar-
koittaa niitd tunteiden ja ajatusprosessien kautta mahdollistuvia oppimiskoke-
muksia, jotka syntyvit eri taidemuotojen vilissi. Han tarkentaa, ettd monimuo-
toisuus luovassa prosessissa rakentuu juuri eri taidemuotojen semiotiikasta ja
symbolisista merkityksistd, joiden tulkinta voi johtaa laajempaan merkitysten
ymmirtimiseen. Semiotiikka ymmarretdin tdssi yhteydessi verbaalisen viestin-
nin ulkopuolelle jadvinid merkkijirjestelmind eli nonverbaalisena viestintini.
Yhdyn Osternin viitteeseen siitd, ettd nonverbaalisen viestinnin hallinta luovan
prosessin ohjaamisessa on vaativa taito. Koska kyseinen ulottuvuus ohjauspro-
sessissa on kuitenkin merkityksellinen, on sen tiedostaminen ohjaustydskente-
lyssi ensiarvoisen tirkedd. Myos Risinen (2009, 48) korostaa sité, etti erityisesti
nonverbaalisen viestinnin luonteen ja merkitysten ymmartiminen on yksi aiste-
ja korostavan kokemuksellisen taideoppimisen lihtokohdista. Edelld kuvattujen
elementtien toteutuminen luovassa oppimisprosessissa edellyttidd ohjaustydsken-
telyn nikokulmasta monipuolisia ohjausmenetelmillisid taitoja sekd sen kaltaisia
ohjauksellisia valintoja, jotka tukevat oppimista.
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Holistisen ihmiskisityksen mukaan ihmisen tunne-elimi on kerroksinen ja sisdl-
tdd fysiologisen, psyykkisen, sosiaalisen ja henkisen ulottuvuuden. Kokonaisval-
taisuutensa perusteella tunteet ovat merkityksellisia oppimisessa. Ne sadtelevit,
suuntaavat ja suojaavat yksilod. (Saaristo 2011, 76.) Erityistd tukea tarvitsevien
lasten ja nuorten parissa tydskentelevi Pelastakaa Lapset Ry:n hankesuunnittelija
Anne-Maria Saaristo (2011, 71-72) esittdd, ettd yhteiskunnan jatkuva muutos,
hektisyys ja moninaisuus ovat synnyttineet humanistisella ja yhteiskunnallisella
alalla kisitteen "affektiivinen kiddnne”, jolla tarkoitetaan tunteiden tunnistamista
ja huomioimista ihmisen toiminnassa aiempaa painokkaammin.

Haastateltavat ohjasivat ryhmii, joissa suurin osa osallistujista oli erityisen
tuen tarpeessa. Jotta tuen tarve voidaan tunnistaa ja tukea voidaan sen perus-
teella antaa, edellytetddn ohjaajilta emotionaalista ammattitaitoa. Kisitteend
emotionaalinen ammattitaito juontaa juurensa sosiaalipedagogiikasta. Sosiaa-
lipedagogiikan asiantuntija Britt-Marie Perheentupa (1995, 62) miirittelee
sen muodostuvan emotionaalisesta osaamisesta, vuorovaikutuksellisesta tietoi-
suudesta ja kokemuksellisesta oppimisesta. Hin tarkentaa kisitettd edelleen
jakamalla sen viiteen eri ulottuvuuteen, jotka ovat emotionaalinen tietoisuus,
emotionaalinen osaaminen, vuorovaikutustietoisuus, vuorovaikutustaitoisuus
ja kokemuksellinen oppiminen. Tunnekasvatuksessa ohjaajalla on oltava eri-
tyisen selked kisitys itsestddn ja omasta identiteetistddn, jotta voidaan ymmir-
tdd toisen ihmisen ainutlaatuisuutta (Ojanen & Lauriala 2005, 88). Emotio-
naalinen ammattitaito on Saariston (2011, 71) mukaan timin hetken kasva-
tusammattilaisen keskeisin ammatillisen osaamisen kehittimiskohde.

Koska nuorten ryhmien osallistujia voidaan luonnehtia erityisen tuen tarpeessa
oleviksi nuoriksi, heiddn kanssaan tydskentely edellyttdd ohjaajien emotionaa-
lisessa ammattitaidossa erityisesti sensitiivisyyttd tunneilmaisujen tulkinnassa
ja tunnesditelyyn ohjaamisessa. Ohjaajat raportoivatkin osallistujien negatii-
visista tunteista toiminnan alkuvaiheessa, kun toiminnan tavoitteet ja mer-
kitys eivit olleet nuorille vield selvid. Yhdessd nuorten ryhmissi osallistumis-
motivaation puute ja kielteinen suhtautuminen toimintaan koettiin ohjaajien
puolelta turhauttavana. Toisaalta haastatteluaineisto osoittaa, ettd ohjaajilla oli
melko vahva ennakko-oletus alhaisesta osallistumismotivaatiosta.

Tunteet olivat negatiivisia lapsilla subteessa toimintaan, joten tavoitteena
oli saada lapset pysymdin toiminnassa mukana... oli onnistuminen kun
ensimmiiiselli kerralla joku tuli paikalle. (Haastatteluryhmi 1 = HR1)

Hirveet resurssit ja koneisto ladattu, sit ei tuukkaan ketdiin. (HR3)
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Taideldhtoisilli menetelmilld ohjaaja voi johdatella osallistujia kohtaamaan tun-
teitaan ja sosiaalista todellisuutta (Heikkinen 2002, 84). Taideldhtdisten mene-
telmien mahdollisuutena onkin kisitelld tunnekokemuksia, joiden Kisittely re-
aalitodellisuudessa ei ole syystd tai toisesta mahdollista. Tdminkaltainen tyos-
kentely voi johtaa sithen, ettd reaalitodellisuudessa kisittelemittomaksi jadneet
tunteet kohdistuvat ohjaajaan. T4lloin ohjaajalta edellytetddn eettistd lukutai-
toa, kykyd havaita, vastaanottaa ja sdilyttdd toisen ihmisen herdttdmii tunteita.
(Ojanen & Lauriala 2005, 85, 88.) Koska tunteet ja etiikka ovat toisiinsa ko-
konaisvaltaisesti kietoutuvia ohjaussuhteen elementteji, voidaan kasvatustieteen
professori Pdivi Atjosta (2005, 65) mukaillen tissid yhteydessd puhua eettisestd
sensitiivisyydestd. Haastatteluaineistosta vilittyi ohjaajien jakama huoli siitd, ettd
yhteinen toiminta ryhmin kanssa on lyhytaikaista. Tyoskentelyn kestosta halut-
tiinkin kertoa heti alussa, jotta toiminnan jatkuvuudelle ja ohjaaja—osallistuja-
suhteelle ei asetettaisi epirealistisia toiveita. Osa ohjaajista olisi itse toivonut oh-
jaustydskentelyn jatkuvan pidempéin. Niin pedagogisen suhteen kehittyminen
olisi mahdollistunut paremmin molempien osapuolten nikokulmasta.

Kuin suklaata sois yhden lusikallisen ja se loppuki jo. (HR3)
Tuntuu epireilulta, etti kadotaan yhtikkii. (HR1)

Myés itse taideldhtdisen menetelmin sisdistiminen ja sen mahdollistama op-
piminen edellyttid ohjaajien mukaan riittdvisti aikaa.

Aika vaikea saada kontaktia lapsiin, etti sais edes pari sanaa vaihdettua.
(HR1)

Tarvitaan ainakin puoli vuotta aikaa ennen kuin voidaan mun alaa (nuk-
keteatteria) tuoda, ryhmdyttiminen kaipaa aikaa. (HR2)

VUOROVAIKUTTEINEN OHJAUSTILANNE

Puheviestinnin alalla vuorovaikutusta ohjauksessa on tutkittu erityisesti tai-
tonikokulmasta pyrkimyksend vastata esimerkiksi kysymyksiin, miten vuo-
rovaikutus ohjaustilanteessa ilmenee? Millaiset vuorovaikutustaidot edistivit
onnistunutta ohjaustilannetta? Jotta voidaan tehdi tulkintoja ohjaustilanteen
vuorovaikutuksesta, on keskeistid tarkastella kuuntelemista ohjaustilanteessa,
yksiliden ja ohjaajien osallistumista toimintaan, non-verbaalisen viestinnidn
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merkkijirjestelmid sekd asioiden kielellistd ilmaisemista. Ohjaustilanteen vuo-
rovaikutuksellisuuteen vaikuttaa luonnollisesti myds toiminnan sisilto. Esi-
merkiksi kokemuksellisessa taideoppimisessa teatteri-ilmaisu tydskentelyn vi-
lineend edellyttdd itseilmaisua ja toisten kuuntelemista huomattavasti enem-
min kuin kuvataide. Télloin puolestaan korostuvat sanattomat merkkijirjes-
telmict ja symboliikka.

Vuorovaikutuksen mairdin ja laatuun vaikuttaa myos kyseessd oleva ryhma.
Ohjaajat kuvailivat kaikkia ryhmidin yleisesti vihapuheisiksi. Ryhmaliiset ei-
vit antaneet juurikaan ideoita yhteiseen tekemiseen vaan toimivat "kokonais-
valtaisen passiivisesti”.

Onko suomalaista se, etti ei ilmaista itteensi, etti kukaan ei sano mitéidin.
(HR1)

Ohjaajat pyrkivit murtamaan puhumattomuutta esimerkiksi toimimalla
muissa kuin osallistujien tutuissa tiloissa. Osa ryhmistd pyrki luomaan toi-
minnalleen yhteisid sddntojd, myos viestinndn sidntdjd. Osa ryhmistd taas toi-
mi hyvin vapaasti, ja ohjaajat sallivat osallistujille esimerkiksi puhelimeen vas-
taamisen ja keskindisen jutustelun. Saattaa olla, ettd erityistd tukea tarvitsevien
osallistujien ryhmit olisivat kaivanneet selkeimmait raamit toiminnalle sekd
konkreettisen kisityksen siitd, mitd ohjaustilanteissa heiltd odotetaan ja edel-
lytetddn ja mitd ei. Erityisesti kokemuksellisessa oppimisessa yhteiselle toimin-
nalle on merkityksellistd luoda sidinnét, joihin jokainen ohjaaja ja osallistuja
voi sitoutua. Niin luovaan prosessiin voi heittiytyd turvallisesti. Oppimisen
kannalta on keskeistd, ettd ohjattava on jatkuvasti selvilld tehtivistddn ja ta-
voitteistaan, jotta hin voi sen perusteella toimia itseohjautuvasti. (Mikkola
2006, 112-121.) Ohjaajat, jotka loivat yhdessd ryhmaliisten kanssa toimin-
nalle raamit, pitivit sitd tirkeind my®6s sisill6llisten tavoitteiden lisadmiseksi.

Olisi tirkedd késitelld, mitd lapset saa tehdi ja miti ei, miti kannattaa
tehdd ja mitd ei taiteen toteuttamisella. (HR1)

Luotiin yhteisesti rybmdin toimintatavat ja ne on sielli luokan seindlli. (HR3)

Suurin osa haastateltavista nosti esiin innostamisen ja kannustuksen merkityk-
sen vuorovaikutuksen syntymisessi. Aineisto osoittaa, ettd kyseisissd ryhmis-
s oli erityisen merkityksellistd kannustaa osallistujia taideldhtoiseen tydsken-
telyyn. Toisaalta vain ajan antaminen ja kuunteleminen koettiin osallistujille
merkityksellisend.
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Niisti oppilaista on kiva, et joku jaksaa istua sielli ja kuunnella niiti
heiin juttuja. (HR3)

Vaatii kannustusta, sanovat, etteivit osaa, mut sit tekevit vaikka kuin hie-
noja juttuja. (HR3)

Kokemuksellisessa oppimisessa keskeisid ovat sekd henkilokohtaiset ettd jaetut
kokemukset. Tdmin perusteella voidaan esittdd, ettd kyseiset ohjaustilanteet
edellyttivit useimmiten myos ohjaajan supportiivisuutta. Puheviestinnin ni-
kokulmasta tuki voi toteutua vain vuorovaikutusprosessissa. Sosiaalisen tuen
tutkijoiden, Terrance L. Albrechtin ja Mara B. Adelmanin (1984, Mikkolan
2006, 112 mukaan) mukaan supportiivinen eli tukea antava viestinti tarkoit-
taa sanallista ja sanatonta viestintdi tuen antajan ja vastaanottajan vililld, mika
muuttaa oppijan tunteellisia ja tiedollisia tiloja ja kdyttdytymistd. Puhevies-
tinnin lehtori Leena Mikkola (2006, 112—-121) selvittdi artikkelissaan, etti
supportiivinen viestintd voi olla luonteeltaan emotionaalista, tiedollista, tilan-
netta arvioivaa tai konkreettista tukea. Emotionaalinen tuki eli taito kuun-
nella ja rohkaista ohjattavaa on keskeistd ohjaajan vuorovaikutusosaamista ja
my6s edelleen emotionaalista ammattitaitoa. Ihmissuhdety, kuten ohjaajan
tyo, onkin vuorovaikutusammattien keskiossi. Erityisesti korostetaan sité, ettd
ohjaaja kykenee tunnistamaan erilaisuutta, erilaisia ohjaustarpeita ja olemaan
kokonaisvaltaisesti ohjattavien kasvun palveluksessa. (Atjonen 2005, 62.)

Parhaimmillaan vuorovaikutuksessa saavutetaan yhteisen tutkimisen tila ja dia-
logisuus. Dialogisuudessa korostetaan vastavuoroisuutta ja ihmisten vilistd koh-
taamista vuorovaikutustilanteissa. John Shotter (1993, Monkkosen 2008, 33—
34 mukaan) esittdd, ettd dialogisuudessa on kysymys jaetusta ymmirryksestd,
mikd syntyy vuorovaikutuksen tuloksena. Ohjaajalle timi tarkoittaa sité, ettd
hin joutuu tutustumaan omien kykyjensi ja tietimyksensi rajoihin ja hidnen on
myonnettidvd omat kehittdmiskohteensa osana dialogista suhdetta. Mys Paolo
Freire (1974, 41-52) korostaa vapauttavan kasvatuksen filosofiassaan dialogi-
suutta ihmisten vilisessid vuorovaikutuksessa. Edellytykseni dialogisuudelle on
Freiren mukaan tasa-arvoinen vastavuoroisuus, jonka tuloksena molemmat osa-
puolet, seki ohjaaja ettd osallistujat, oppivat ja kasvavat. Freiren mukaan dialo-
gisuudessa ei ole kuitenkaan kyse vain kahden henkilon vilisestd vuoropuhelusta
vaan vuorovaikutuksesta kaikkien ryhmin jasenten vililld. Ryhmissd oppimises-
sa vuorovaikutustaidot ja yhteisollisyys konkretisoituvat. My6s yksi radikaalin
kasvatuksen yleisperiaatteista on, ettd ihmisilld on kyky yhdessi toimiessaan lis-
td empatiaa ja kunnioitusta vuorovaikutuksen vilitykselld (Suoranta 2005, 219).
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YKSILOITA RYHMANA

Lihtokohdiltaan tarkastelun kohteena olevat ryhmit olivat hyvin erilaisia ryh-
min keskindisen dynamiikan ja elinkaaren suhteen. Osa ryhmistd muodostui
vasta tyOpajatyOskentelyssd, ja osa ryhmistd oli toiminut jo pitkddn yhdessa.

Ryhmdiytyminen on keskeinen tavoite. (HR2)
Ei ole olemassa mitidn rybmifiilistd, eivit luota toisiinsa. (HR3)

Rybmiiliiset keskustelevat jo paljon enemmiin toistensa kanssa ja uskalta-
vat luokassa mennd myis muiden pienryhmien ihmisii auttamaan. (HR2)

Kukaan ei pubunut péille — olivat keskendin kuin perhe ja tukevat toi-
siaan. (HR1)

Ketiin ei kiusata eiki mollata, kaikki kunnioittaa toisiaan. (HR2)
Ei olemassa yhteisti rybmifiilistd, eivit luota roisiinsa. (HR3)

MIMO-projektin kiytinnon toteutuksessa korostuu yleisesti ryhmityosken-
tely. Ryhmin ohjaaminen edellyttdd ohjaajalta siis kisitystd ryhmiprosesseis-
ta ja dynamiikasta. Ohjaajan perustehtdviin kuuluu huolehtia, ettd jokaisel-
la yksil6lld on tasavertainen mahdollisuus osallistua keskusteluun ja ryhmin
toimintaan. Keskustelun ohjaaminen edellyttdd puolestaan ohjaajalta kunni-
oitusta ja empatiakykyi. Kiytdnnossd timi tarkoittaa osallistujien kuuntele-
mista ja oman toiminnan mukauttamista tilanteessa esille nousevien tarpei-
den mukaisesti. Ryhmin jisenten kunnioittaminen saattaa ajoittain edellyttdd
my6s omien tunteiden etddnnyttimistd tilanteesta ja asiakeskeisyyden korosta-
mista. (Ks. Pasanen 2000.) Esimerkiksi kulttuurisissa pienryhmissi, jollaisina
taideldhtoisid menetelmid kdyttdvid ryhmid voidaan pitid, ohjaajalta edellyte-
tddn kykyd luoda sen kaltaiset olosuhteet, ettd ne mahdollistavat ryhmin yh-
teis6llisyyden kehittymisen. Luova toiminta on prosessi, jonka rinnalla kulke-
vat my6s ryhmin yhteiséllinen prosessi seki jokaisen yksilon itsetuntemuksen,
itseilmaisun ja toimijuuden prosessit. (Jaakola 2012, 15.) Haastatteluaineisto
osoittaa, ettd ryhmissd tapahtui toiminnan jatkuessa muutoksia yhteisollisem-
pddn suuntaan. Ohjaajien kokemusten mukaan osallistujat rohkaistuivat esit-
timidn mielipiteitddn ja toimimaan yhdessi.
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Paljon enemmidn roistensa kanssa keskustelevat ja uskaltavat luokassa men-
nd myds muiden pienryhmien ihmisii auttamaan |[...] kehittinyt sosiaali-

sia taitoja. (HR2)

Luottamuksen saaminen kestid ja se ei ole mitenkdiin mahdollista téssi
ajassa, eiki varsinkaan lastensuojelussa, jossa on muutenkin vaikea luottaa

mihinkddn. (HR1)

Muurit eivit olleet poissa myohemmillikiin kerroilla, mutta libtitilantee-
seen néihden huomasi, etti ryhmi kebittyi avoimemmaksi. (HR1)

Yhteenvetona voidaan todeta, etti emotionaalinen ammattitaito seki vuoro-
vaikutustaidot suhteessa ryhmiin ja yksil66n muodostavat keskeisen perustan
ohjaustyoskentelylle ABM-tyopajojen ohjauksessa.

MOVING ON! — HUOMIOITA OHJAUSTYOSKENTELYSTA
JATKOA AJATELLEN

Timian artikkelin tausta-aineistona on kiytetty ABM-koulutuksen kolmen
monialaisen ohjaajaryhmin kokemuksia taidelihtoisten menetelmien hysdyn-
timisestd ohjauksessa. Ohjaustilanteet ovat olleet osallistuja-aineksen suhteen
vaativia ja edellyttineet monipuolista osaamista niin taiteesta kuin ohjauk-
sesta. Monille ohjaajille kyseessd oli ensimmiinen kerta, kun he kohtasivat
erityisen tuen tarpeessa olevia osallistujia, ja joillekin ohjaajista kerta oli yli-
padtddn ensimmiinen kokemus ryhmin ohjauksesta. Voidaankin todeta, ettd
opiskelijaryhmien monialaisuutta voitaisiin projektin jatkovaiheissa huomioi-
da vield tarkemmin niin, ettd jokaisessa ryhmissa olisi riittdvisti taidelahtois-
ten menetelmien osaamista, sosiaalialan osaamista seki yhteisollisyyttd ja osal-
lisuutta vahvistavaa osaamista. Keskeinen MIMO-projektin tavoite on vahvis-
taa syrjdytymisvaarassa olevien nuorten itsetuntoa ja identiteettid taidelahtois-
ten menetelmien avulla. Tdssd tullaan lihelle Leena Kurjen (2010, 202-205)
nikemysti sosiaalipedagogisesta nuorisokasvatuksesta, jossa merkityksellisintd
on arvostaa yksilod korvaamattomana persoonana ja tukea ja rohkaista hinti
oppimaan kokemuksistaan. Kurkea mukaillen uskon, ettd timi on parhaiten
mahdollista yhteisossd, toisten kanssa toimiessa, innostavan ohjaajan turvalli-
sessa ohjauksessa.
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Kiinnostavaa timin artikkelin nikékulmasta on se, millaista lisdarvoa oppi-
miseen tuo ohjaajien ja myds osallistujien erilaisuus. Keskustelua voitaisiin
jatkaa siitd, millaisia valmiuksia ABM-koulutuksen opiskelijoilla on kohdata
ja ohjata moninaisuutta ja miten niitd valmiuksia voisi tarvittaessa vahvistaa.
Kokemuksellinen taideoppiminen sisiltdd eettisid ja esteettisid arvopohdinto-
ja ja korostaa, ettd tietoa on tarkasteltava kulttuurisessa kontekstissa (Risinen
2000, 15). Niin ollen my&s interkulttuurinen osaamistarve tulee ohjauksessa
tunnistaa ja tunnustaa.

ABM-koulutukseen liittyvi tydskentely nuorten kanssa toteutettiin ohjauksen
nikokulmasta vaativissa ryhmissi ja osin vaativissa olosuhteissa. Haastatteluai-
neisto osoittaa, ettd opiskelijat kaipaavat vastedes enemmin ammatillista oh-
jausta tyoskentelynsd tueksi. Toisaalta itsendinen tydskentely ja konkreettinen
ratkaisujen etsiminen kidytinnon haasteisiin tekivit koulutuksen kokonaispa-
lautteen mukaan erityisen ammatillisen kasvun mahdolliseksi.

Olen oppinut paljon ja saanut onnistumisen elimyksii. Kaikkea oppimaa-
ni en varmaan edes vield tajua, mutta ajatukset ovat lihteneet kypsymdiin!

(Osallistujan palaute)

Hieno hanke, monia uusia kokemuksia, toimintamalleja ja arvokasta ryh-
mdnohjauskokemusta. (Osallistujan palaute)
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MONIAMMATILLINEN YHTEISTYO
KOULUSSA — KOKEMUKSIA MIMO-
PROJEKTISSA

Sari Kallio-Kokko, Marjo Kolehmainen & Juha Sopanen

ABSTRAKTI

Artikkeli kisittelee moniammatillisen yhteistydn mahdollisuuksia koulussa
MIMO-projektin esimerkkien kautta. Esimerkkeind projektissa sovelletuista
menetelmistd tissd artikkelissa esitellddn Saa olla selvini -tapahtuma ja digita-
rina. MIMO-projektissa kehitetyt taideldhtoiset menetelmit perustuvat tun-
netydskentelyyn ja nuoren oman ajattelun kehittdmiseen. Nuorissa heijastuvat
yhteiskunnalliset muutostekijit ovat haastaneet niin koulujirjestelmin kuin
nuorisoty6n ja sosiaali- ja terveydenhuollonkin etsimiin yhdessi erilaisia ta-
poja nuorten kohtaamiseen ja heidin kasvunsa tukemiseen. Nuorten omia in-
tresseji ja elimysmaailmoja mukaan ottamalla tuetaan nuorissa olevaa aktiivi-
suutta ja toimijuutta.

Piihteiden kiyttd on yksi suurimmista nuorten terveytti ja hyvinvointia vaa-
rantavista tekijoistd. Tamd on lisinnyt paineita pidihdekasvatuksessa. Koke-
muksellisen Saa olla selvini -tapahtuma tarjosi oppilaille piihdetietoutta sekd
mahdollisuuden kisitelld alkoholin kiyttoon liittyvid kysymyksid ja omia asen-
teitaan. Digitarinat puolestaan tarjoavat helposti lihestyttivin tavan media-
kasvatuksen tavoitteiden edistimiseen ja erilaisten ammattilaisten osaamisen
hyddyntimiseen kouluissa.
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UUSIUTUVA KOULU NOSTAA NUORET KESKIOON

Koulu on nuorille merkittivi joksikin tulemisen paikka. Nuori viettid ison osan
pdivistadn koulussa. Koulussa ovat kaikki nuoret, ja koulu on jokaisen nuo-
ren elimin keskiossd. Parhaimpia koulumuistoja monilla meistd ovat koulussa
vietetyt hetket ja vilitunnit kavereiden kanssa seki tapahtumat ja retket, joissa
saimme olla itse mukana tekemissd. Saimme osallistua ja tunsimme osallisuutta.
Hetket rakentuivat keskusteluista ja kohtaamisista yhdessi opetushenkilston ja
kavereiden kanssa. Koulussa pitdisikin olla enemmin aikaa edelld kuvattuihin
hyviin hetkiin ja omien ajatusten ja tunteiden kisittelyyn. Niilld rakennetaan
nuorten kouluhyvinvointia ja my6nteisempid kouluasenteita.

Kansainvilisten vertailujen perusteella suomalaiset nuoret viihtyvit koulussa
huonosti. Kouluhyvinvoinnilla on merkitystid koulussa viihtymiseen. Koulu-
hyvinvointi tarkoittaa esimerkiksi nuorten kuulluksi tulemista ja osallisuutta,
yhdenvertaisuutta ja syrjimidttomyyttd, vertaissuhteiden mahdollistamista ja
myonteistd kaikkien toimijoiden vilistd vuorovaikutusta. (Harinen & Halme
2012, 69-72.) Nyky-yhteiskunnan nopeat liikkeet heijastuvat voimakkaasti
nuoriin ja siten my9s heiddn arkeensa. Muutos haastaa tarkastelemaan koulun
vakiintuneita toimintatapoja ja rakentamaan kouluhyvinvointia moniamma-
tillisella yhteistyolla.

Nuorten mielenterveyden edistiminen arjessa ehkiisee syrjdytymistd esimerkiksi
peruskoulun jilkeisestd koulutuksesta. Nuoren mielenterveyttd vahvistavat mah-
dollisuus jakaa tunnekokemuksia, kehittdi omaa ajattelua sekd pohtia arvojen ja
valintojen vaikutusta oman elimin rakentumisessa. (Kinnunen 2011, 6.) Nuor-
ten syrjdytymisen ehkiisy vaatii laajaa eri asiantuntijoiden vilistd yhteistyotd.
MIMO-projektissa kehitettiin taideldht6isia menetelmid nuorten syrjaytymisen
ehkiisyyn. Projektin tavoitteena oli lisitd nuorten hyvinvointia moniammatil-
lista yhteistyotd ja taideldhtoisia menetelmid hyodyntien. Téssd artikkelissa esi-
merkkeind projektissa sovelletuista menetelmistd ovat Saa olla selvini -tapah-
tuma ja koulukiusaamista, terveellisti ruokavaliota ja energiajuomien kiyttod
kisittelevit digitarinat. MIMO-projektissa kehitetyt taidelihtoiset menetelmit
perustuvat tunnetydskentelyyn ja nuoren oman ajattelun kehittimiseen.

Koulun lakisddteinen tehtidvd on opettaa nuorille elimissi ja yhteiskunnassa
tarvittavia tietoja ja taitoja sekd kasvattaa nuorta kohti aikuisuutta ja aktiivista
toimijuutta. Koulun asema tietojen ja taitojen vilittdjind on edelleen vahva,
mutta haaste on tunne- ja sosiaalisten taitojen opettamisessa. Nuorissa heijas-
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tuvat yhteiskunnalliset muutostekijit ovat haastaneet niin koulujirjestelmin
kuin nuorisotyon ja sosiaali- ja terveydenhuollonkin etsimain yhdessi erilaisia
tapoja nuorten kohtaamiseen ja heidin kasvunsa tukemiseen. (Pohjola 2011,
10-11.) Edelld mainituilla ammattialoilla on siddds- ja lakitaustoissaan loy-
dettivissd yhteisid tavoitteita ja tehtdvid nuorten kasvun tukemisessa. Yksi yh-
distdvi tekijid on nuoren oman dinen kuuleminen ja osallisuus.

Koulu on 2000-luvulla laajentanut yhteiskunnallisten muutostekijéiden myd-
td tiedollista tehtivdinsi sosiaalisen osaamisen, yhteiséllisyyden ja osallisuu-
den suuntaan. Nuorissa on nihtivissi sosiaalinen muutos, joka nikyy nuorten
tarpeena jakaa asioitaan ja puhua elimistidn eri kasvuympiristoissi. Nuoret
rakentavat mindkuvaansa, miki edellyttdd jatkuvaa sosiaalista vuorovaikutus-
ta. Opetus on kidntynyt nuoria kuulevaksi ja heidin kokemuksistaan kum-
puavaksi, jolloin opettaja- tai aikuisjohtoinen opettaminen on antanut tilaa
vuorovaikutukselle ja keskustelulle yhdessi nuorten kanssa. Tieto ja oppimi-
nen ovat muuttuneet kokonaisvaltaisemmiksi, mikd on edellyttinyt koulun
toimintakulttuurin muuttumista nuoresta lihtevid ajattelua korostavaksi. Yh-
teiskunnallisesta kehityskulusta seuranneiden haasteiden kohtaamiseen tarvi-
taan monia kompetensseja. Tami edellyttdd useiden osaamisten yhdistimistd
oppimisprosessissa, jossa eri alojen ammattilaisten on kyettdvdi muuttamaan

rajojaan ja tehtdvimiirityksiddn. (Kiilakoski 2012, 10; Pohjola 2011, 9-10.)

Nuorten omia intresseji ja elimysmaailmoja mukaan ottamalla tuetaan hei-
din aktiivisuuttaan ja toimijuuttaan. Taideldhtdiset menetelmit avaavat aistit
ja mielen, jolloin voidaan synnyttidd kokemuksia ja tunteita nuorille. Menetel-
mit ovat toiminnallisia, nuorta osallistavia ja osallisuuden kokemuksen anta-
via, kuten MIMO-projektissa kokeiltu elimyksellinen paihdekasvatustapah-
tuma Saa olla selvind. Menetelmit ovat hyviid esimerkkeja moniammatillisessa
yhteisty6ssd toteutetuista kokonaisuuksista, jotka tukevat koulun kasvatus- ja
opetustehtivid seki toteuttavien ammattiryhmien tyon tavoitteita.

MONIAMMATILLINEN ENNALTA EHKAISEVA
PAIHDEKASVATUSTAPAHTUMA SAA OLLA SELVANA

Piihteiden kiyttd on merkittivd nuorten terveyttd ja hyvinvointia vaarantava
tekiji, mikd on lisinnyt myds paineita paihdekasvatuksessa. Ehkiisevd piih-
detyd on toimintaa, jolla pyritddn ehkiisemiin ja vihentimiin piihteiden
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kiytt6d vaikuttamalla nuorten piihteitd koskeviin asenteisiin ja tietoon. Kou-
lujen ehkiisevi paihdety6 koostuu muun muassa nuoren terveen kasvun ja ke-
hityksen tukemisesta ja turvallisen oppimisympiriston edistimisestd, oppilas-
huollon moniammatillisesta yhteistydstd seki yhteistyostd muiden paikalliseen
ehkiisevin paihdetyon verkostoon kuuluvien ammatti- ja jirjestdtoimijoiden
kanssa. (Pylkkdnen ym. 2009, 9-10.) Piihteisiin liittyvid asioita kisitelldin
terveystiedon opinnoissa, ja ne ovat osa suomalaisen koulun opetussuunnitel-
maa. Piihdetietoutta sisiltyy myos muiden oppiaineiden opetukseen. Koulut
voivat halutessaan tiydentidd opetustaan ulkopuolisten asiantuntijoiden jirjes-
timilld paihdekasvatustapahtumilla.

Tillaisesta ulkopuolisten asiantuntijoiden jirjestimistd paihdetapahtumasta
on esimerkkini Salon kaupungin ylikouluissa osana MIMO-projektia vuosina
2011, 2012 ja 2013 toteutettu Saa olla selvindi -tapahtuma. Kokemuksellisen
tapahtuman tarkoituksena oli tarjota oppilaille piihdetietoutta sekid mahdolli-
suus kisitelld alkoholin kiyttoon liictyvid kysymyksid ja omia asenteitaan. Sa-
malla tapahtumalla haluttiin tukea nuorten oman itsensi hyviksymisti ja ar-
vostamista. Tavoitteena oli, ettd tapahtumaan osallistuneet nuoret pystyisivit
vastedes kieltdytymiin heille tarjotusta alkoholista ja tuntisivat vastuuta sekd
itsestddn ettd muista ihmisisti.

Kolmen vuoden aikana tapahtumaan osallistuivat kaikki Salon seitseminnen
luokan oppilaat, yhteensd yli 1 000 oppilasta. Tapahtuma jdrjestettiin moni-
ammatillisessa yhteistyossi terveyskeskuksen piihdetydntekijoiden, ylikoulun
opettajien sekd Turun ammattikorkeakoulun Salon toimipisteen hoitotyon
opiskelijoiden ja Taideakatemian teatteri-ilmaisun ohjaajakoulutuksen opiske-
lijoiden ja opettajien kanssa. Opiskelijat muodostivat tydryhmin, joka suun-
nitteli ja toteutti tapahtuman. Teatteri-ilmaisun ja hoitotydn opettajat seki
pdihdetyontekijit toimivat opiskelijoiden ohjaajina. Opiskelijoilla oli kaksi
yhteistd tyopidivad tapahtuman sisdllon suunnitteluun. Lisdksi teatteri-ilmai-
sun opiskelijat osallistuivat luentoon, jossa Kkisiteltiin nuorten mielentervey-
teen sekd piihdehuoltoon liittyvid asioita, ja hoitotydn opiskelijoille jirjestet-
tiin draamatydpaja. Saa olla selvini -tapahtumaan osallistuivat koulupiivin
aikana kaikki ylikoulun seitsemisluokkalaiset oppilaat 20-25 oppilaan ryh-
missi. Aikaa teatteriesityksille ja pienryhmikeskustelulle oli varattu yksi op-
pitunti. Tunnin aluksi nuorille esitettiin kolme lyhyttd niytelmii, joista jo-
kaisen tapahtumat sijoittuivat kotibileisiin. Ensimmiisessi tarinassa tytolld ei
ole riittdvisti rohkeutta kertoa tunteistaan ihastuksensa kohteelle. Niinpa hin
turvautuu alkoholiin ja humalluttuaan néyryyttid itsensd ihastuksensa ja ys-
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tiviensd edessd. Toisessa tarinassa kerrotaan humalaisen nuoren uhosta, joka
saa timdn hyppdimain parvekkeelta. Hypyn seurauksena poika halvaantuu ja
joutuu pyérituoliin. Viimeisessd niytelmissd pikkusisko menehtyy skootteri-
onnettomuudessa lihdettydan humalaisen isosiskonsa kyytiin.

Esitysten jilkeen oppilaat jaettiin 2—4 pienryhmiin. Vuorovaikutteisessa osi-
ossa opiskelijat purkivat oppilaiden kanssa ndytelmin niissd herdttdmid tun-
teita, kokemuksia ja havaintoja. Oleellista oli nuorten osallisuus pohdinnoissa.
Keskustelutilaisuudet olivat luottamuksellisia, eivitkd edes opettajat osallistu-
neet niihin. Keskustelut antoivat myos tilaisuuden varmistaa, ettd nuoret oli-
vat ymmirtineet tarjotun tiedon sisdllén. Lisiksi haluttiin valistamisen sijaan
vaikuttaa nuorten asenteisiin ja saada heidit pohtimaan omia valintojaan sekd
korostaa heidin omaa vastuutaan valintojen tekemisessi. Tilaisuuden péit-
teeksi oppilaat valitsivat yhden kolmesta tarinasta ja “kisikirjoittivat” sithen
uuden, onnellisen lopun.

Esitykset kisittelivit nuorten omaa elimii ja kokemusmaailmaa. Niytelmi-
en aiheet nousivat paihdetydntekijoiden kokemuksista, jotka koskivat nuor-
ten piihteiden kiyttod ja sen seurauksia. Tapahtumien jilkeen oppilailta
(n=817) kerityissi palautteissa korostuikin erityisesti esitysten todentuntui-
suus ja koskettavuus. Oppilaat kuvasivat esitystd mielenkiintoiseksi, ja sitd
jaksaa heidin mukaansa katsoa ja kuunnella paremmin kuin esimerkiksi lu-
entoa. Lisiksi monen mielesti alkoholinkiyton riskit ja haitat ymmairtdd te-
atteriesityksestd paremmin, ja se on nuorten mielestd myos helppo tapa ottaa
tietoa vastaan. Tiedon jakamisen lisiksi opetuksessa kiytettdvit toiminnal-
liset ja elimykselliset, aktiiviseen vuorovaikutukseen perustuvat menetelmit
ovat hyddyllinen lisd koulun omaan tarjontaan, ja niilli voidaan tiydentid
ja elavoittdd opetusta.

“enemmdn mieleenpainuva kuin jokin video tai jotain”

“se on mielenkiintoisempi kuin joku saarna siitd, miksi alkoholia ei kan-
nata kéiyttii’

“koska siind ndikee oikeita tapahtumia, eiki sellasta vilttamdtti opi
kirjan kautta”

“esitystd seurattiin, jos joku olisi vain pubunut harva olisi kunnellut”
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Valtaosa nuorista ilmoitti, ettd tapahtuma sai heidit miettiméin alkoholin-
kiyttoon liittyvid asioita. Kaksi kolmasosaa nuorista koki saaneensa erittdin
paljon tai paljon tirkeidi tietoa alkoholinkiyton haitoista ja riskeistd. Selvisti
yli puolet nuorista vastasi, ettd tapahtuma vaikutti heiddn mielipiteisiinsi al-
koholin vaikutuksista vihintdin jonkin verran. Avoimissa vastauksissa toivot-
tiin vastaavanlaista tapahtumaa myds tupakasta ja huumeista.

“sen avulla on tehokkainta osoittaa, miti péibteet tekevit”

“tapahtuma vaikutti mielipiteeseeni alkoholin kiytostid”

Tapahtuma vaikutti mielipiteeseeni
alkoholin kdytosta

e
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ei ollenkaan wain vihin jonkin paljon erittiin

Verran paljon

KUVIO 1. Oppilaiden (n=817) mielipiteet alkoholin kiytosti Saa olla selvini
-tapahtuman jilkeen.
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Sain paivan aikana tarkeda tietoa
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KUVIO 2. Oppilaiden (n=817) mielipiteet saamastaan alkoholin riskeji koskevasta
tiedosta Saa olla selvini -tapahtuman jilkeen.

Tapahtuman toteuttaneiden opiskelijoiden tavoitteena oli saada kokemus-
ta taidelihtdisen menetelmin kiytosti nuorten hyvinvoinnin edistimisessi.
Heille haluttiin tarjota myds mahdollisuus moniammatilliseen yhteistyohon.
Lisiksi heitd haluttiin motivoida jatkamaan tillaista yhteistyotd tulevaisuuden
tydelimissi. Sekd hoitotydn ettd teatteri-ilmaisun ohjaajakoulutuksen opiske-
lijat kokivat moniammatillisen yhteistyén onnistuneeksi ja mielekkdaksi. Yh-
teistyo eri alojen opiskelijoiden kesken koettiin arvokkaaksi. Jokainen osallis-
tuva taho toi tapahtumaan omat vahvuutensa ja osaamisensa. Yhdessi tyds-
kentely opetti myds arvostamaan toinen toistensa ammattitaitoa. Hoitotyon
opiskelijat kokivat oppineensa teatteriopiskelijoilta ryhminohjaustaitoja, avoi-
muutta sekd uskallusta heittidytyd ty6hon. Yhteistyd mahdollisti asioita, joita
olisi voinut olla yksin hankala toteuttaa.

Yhteisty6 osoittautui ajoittain myds haastavaksi. Osalle opiskelijoista toisten
erilaisten tydskentelytapojen ymmirtiminen oli vaikeaa. Asioista oli hetkit-
tdin isojakin nikemyseroja, joita ratkottiin avoimella keskustelulla. Keskeistd
oli toiminnalle asetettu yhteinen tavoite, jota ilman olisi ollut vaikea lihted
toteuttamaan onnistunutta tilaisuutta nuorille. Ajatusten ja kokemusten jaka-
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minen eri ammattilaisten kesken koettiin ammatillisen kehittymisen kannalta
merkityksellisend. Moni tapahtumaan osallistuneista opiskelijoista haluaisi jat-
kaa moniammatillista yhteistyotd tulevassa ammatissaankin.

Moniammatillinen tyonkuva sopii minulle. Pidin erittiin paljon "teatteri-
laisten” kanssa tyoskentelysti. He toivat tapahtumaan oman virinsi, ja an-
toivat nuorille taiteen kautta varmasti pitkidn muistettavia eldmyksid. He
antoivat eldmyksid myos minulle. Opin teatterilaisilta avoimuutta ja heit-
tiytymisti tyohon. Uskallan nyt hieman enemmdn. (Hoitotydn opiskelija)

Ylikoulun opettajien ja pidihdetyon ammattilaisten mielestd todentuntuinen
esitys ja sithen pohjautuva pienryhmikeskustelu tuntuivat olevan osallistavuu-
tensa ja kiytinnonliheisyytensd vuoksi erittdin tehokas tapa nuorten ehkiise-
vin piihdetydn toteuttamiseen. Se saa nuoret todella miettimidan omien valin-
tojensa seurauksia ilman turhien kauhukuvien luomista, joka saattaa ahdistaa
nuoria.

Moniammatillisuus on aina hyvi asia ja yhteistyoprojektit ovat omassa tyis-
sini jo vakiintunut kaytinto. ltsekin oppii aina uutta. Projektit ovat tyo-
lditd ja omin voimin emme voisi mitidn vastaavaa toteuttaa, siksi yhteis-
16 opiskelijoiden kanssa on loistava tapa saada toteutettua omia “haavei-
taan” havainnollistavista esityksisti ja uudenlaisista lihestymistavoista. Se
helpottaa omaa tyoti kun opiskelijoilla on suurin vastuu suunnittelusta ja
toteutuksesta, itse voi vain seurailla nuorten tyiskentelyi. loisaalta myos
opiskelijat saavat yhteistyoprojektien kautta arvokasta kokemusta omaan
tulevaan tyohonsi. (Piihdetyontekijd)

Ammattilaisten mielesti tillaiset projektit ovat tydlditd ja niiden suunnittelus-
sa ja toteutuksessa tarvitaan tiivistd yhteistyotd eri tahojen kesken. Yhteistyo
jakaa tapahtuman jirjestimis- ja toteuttamisvastuuta ja tuo erilaisia nikokul-
mia, tehokkuutta ja painoarvoa Kisiteltiviin asioihin. Ammattilaiset kokivat
yhteistydprojektien antavan erityisesti opiskelijoille arvokasta kokemusta tyo-
elimdd varten, mutta he oppivat myds itse uutta tydskennellessidn opiskeli-
joiden kanssa. Tydeldmissd vaadittava osaaminen muuttuu koko ajan, ja asia-
osaamisen lisiksi tarvitaan muun muassa asiakasldhtoistd ajattelua, luovuutta,
yhteistyotaitoja seki erilaisuuden ja epivarmuuden sietokykyi. Yhdistimalld
opetusta, tutkimus- ja kehitystoimintaa sekd yhteisty6td tydelimin toimijoi-
den kanssa pyritddn vastaamaan juuri niihin tulevaisuuden tydelimin osaa-
misvaatimuksiin.
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MONIAMMATILLINEN YHTEISTYO ON NUORTEN ETU

Peruskoulun toimintaa ohjaavat ja siitelevit perusopetuslaki ja perusopetuk-
sen opetussuunnitelman perusteet. Laki mahdollistaa entistd enemmin mo-
nialaisen ja -ammatillisen yhteistyén niin oppilashuollollisissa asioissa kuin
toimintakulttuurin rakentamisessakin ja velvoittaa sithen. Moniammatillisuus
tarkoittaa eri alojen asiantuntijoiden osaamisen jakamista ja vahvuuksien yh-
distimistd lapsen edun mukaisesti. Koulun toimintakulttuurin tulee edistda
avoimuutta ja vuorovaikutteisuutta, ja kasvatustyo tulee nahdi yhteistoimin-
nallisena. (Kontio 2010, 8-9; Opetushallitus 2004.)

Moniammatillisuus on eri alan ammattilaisten toimintaa yhdessi yhteisen ta-
voitteen saavuttamiseksi. Moniammatillisessa tyossd toteutetaan opetussuun-
nitelman perusteiden aihekokonaisuuksia ja edistetdin koulun oppilashuollon
tavoitteita. Oppilashuollon keskeisid tavoitteita ovat luoda terve ja turvallinen
oppimis- ja kouluympiristd, suojata ja edistdd mielenterveyttd, ehkiistd syr-
jaytymistd sekd edistdd kouluyhteisén hyvinvointia. Oppilashuoltoon sisiltyy
sekd yhteisollistd ettd yksilollistd tukea nuorille. Peruskoulun kasvatuksen ja
opetuksen aihekokonaisuuksiin kuuluvat esimerkiksi ihmiseni kasvaminen,
viestinti ja mediataito, osallistuva kansalaisuus ja yrittdjyys seki vastuu hyvin-
voinnista. Aihekokonaisuuksien tavoitteena on nuoren oman ajattelun kriitti-
nen kehittyminen, jotta nuori osaa arvioida elimintapaansa seki tehdi valin-
toja ja tekoja, jotka johtavat hinen tavoittelemaansa tulevaisuuteen. (Kontio
2010, 8; Opetushallitus 2004.)

MIMO-projektissa eri alojen opiskelijat ovat olleet oppimassa toisiltaan. Jot-
ta kehittyisi asiantuntijaksi, eri alojen ammattilaisten on opittava toinen toi-
siltaan ja yhteisollisen ajattelun muotojen pitdd kehittyd. MIMO-projektissa
yhteistyossd ovat toimineet ammattikorkeakoulun hoitotyd-, medianomi- ja
sosionomiopiskelijat sekd teatteri-ilmaisun ohjaajakoulutuksen opiskelijat yh-
dessi heitd ohjanneiden opettajien, ylikoulun opetushenkildston seki sosiaali-
ja terveysalan henkildston kanssa. Lisiksi yhteistyossd on ollut mukana mydos
kansalaistoimintaa ja nuorisoty6td opiskelevia tulevia yhteisopedagogeja.

Nuorilla on paljon tietoa koulun toiminnasta ja heille itselleen tirkeistd asiois-
ta seki kehittimisehdotuksia koulun toimintakulttuurin rakentamiseen, kun-
han heille vain annetaan mahdollisuus tuoda d4nensi kuuluviin. Nuorten mie-
lipiteitd ja kokemuksia voisi huomioida enemmin ja hyodyntid moniamma-
tillisissa toiminnoissa ja yhteisty6rakenteissa. Nuorten oma kokemus psyyk-
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kisestd hyvinvoinnistaan koulussa on tirkedd mielenterveyden nikokulmasta,
kun halutaan ehkiistd nuorten syrjaytymistd (Kinnunen 2011, 6). MIMO-
projektin koulutapahtumissa, kuten Saa olla selvini -tapahtumassa, on kysyt-
ty nuorten palautetta toiminnallisuuteen ja vuorovaikutukseen perustavasta
menetelmisti.

Seuraamalla ajankohtaista keskustelua suomalaisesta peruskoulusta tai oppi-
laitoksista laajemminkin voi havaita selkein muutospaineen. Yhi useammin
lausutaan ajatuksia, joissa esitetidn ympiroivin yhteiskunnan, ihmisten ko-
kemusmaailman, tydelimin vaatimusten ja koko kulttuurimme muuttuneen
tyystin toisenlaiseksi koulun siilyessd kutakuinkin entisenlaisena. Oppimis-
tuloksissa parjidmme toistaiseksi, mutta koulussa viihtymisen ja kouluhyvin-
voinnin suhteen tilanne on vihemmin mairitteleva.

Olemme tilanteessa, jossa lasten ja nuorten on kouluun saapuessaan ja koulus-
sa toimiessaan sysittivi syrjiin oppimiaan luontevia ajatus-, toiminta- ja op-
pimistapoja. Koulu ei kytkeydy vapaa-ajan informaaleihin oppimisympiristoi-
hin luontevasti. Kulttuurintutkijat puhuvat diginatiiveista, joilla tarkoitetaan
viime vuosituhannen loppupuolelta alkaen syntyneiti nuoria, joille verkko ja
digitaalinen media ovat olleet itsestddn selvid toimintaympiristoji ja tykaluja
jo varhaisesta lapsuudesta saakka. Kyse ei tietenkidin ole pelkisti tekniikasta
vaan laajemmin oppimisen ja toiminnan tavoista. Uusissa oppimisympiris-
toissd toimiessaan nuoret ovat motivoituneita, kekseliditd ja luovia oppijoita.
Tétd potentiaalia tulisi koulunkin osata hyddyntdd, luopumatta kuitenkaan
omista kokonaisvaltaisista kasvatus- ja oppimistavoitteistaan.

MATALAN KYNNYKSEN DIGITARINA

Mediakasvatuksella voi katsoa olevan Suomessa jo pitkit perinteet, mutta sen
asema ei vielikdin ole kovin selked. Lyhyesti ilmaistuna mediakasvatuksella
tavoitellaan kriittistd mediasisiltojen vastaanottokykyi eli medialukutaitoa ja
aktiivista toimijuutta mediavilineiden haltuunottamisen avulla, toisin sanoen
mediataitoja. Mediakasvatusta on aika ajoin haluttu omaksi oppiaineekseen,
mutta jo pitkddn se on ollut kirjattuna opetussuunnitelmaan eri aineet lipai-
sevini aihekokonaisuutena, jonka tavoitteita on tarkoitus edistdd yli oppiaine-
rajojen. Olisikin vaikeaa pyrkid erottamaan medialukutaidon ja mediataitojen
oppiminen omaksi erilliseksi saarekkeeksi, kun koulun ulkopuolella mediasi-
sallét ja mediaympiristot ovat ldsnd kaikessa inhimillisessd toiminnassa. Me-
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diakasvatuksen nykyinen asema poikkileikkaavana aihekokonaisuutena ope-
tussuunnitelmissa on myétivaikuttanut siihen, ettd mediakasvatusta toteute-
taan hyvin vaihtelevasti eri kouluissa. Toisissa kouluissa se on luonteva osa
eri aineiden oppimista ja arkista koulutydtd, toisissa se loistaa poissaolollaan.
Mediakasvatuksen juurtumiselle on nahty monenlaisia esteiti: opettajien osaa-
mattomuus, mediavilineiden puuttuminen koulusta, oppimateriaalien puute,
tavoitteiden hahmottomuus ja rahapula. Yleistd on myos mediakasvatuksen
mystifiointi. Pienet kokeilut, pienet konkreettiset toimet ja niistd syntyvit po-
sitiiviset onnistumisen kokemukset riittdisivit hyvin saattamaan muutosta ja

kehitystd alkuun.

Monia mahdollisuuksia uudenlaiseen oppimiseen ja koulutyéhén tarjoaa di-
gitaalinen tarinankerronta (Digital Storytelling), jonka hyodyntimismahdolli-
suuksia on esitelty aiemmassa MIMO-projektin julkaisussa Pirita Jupin (2012)
artikkelissa. MIMO-projektissa digitaalinen tarinankerronta on ollut yksi kiy-
tossi olleista taideldhtdisistd menetelmisti, ja sen soveltamiseen on koulutettu
suomalaisten partnerikorkeakoulujen opiskelijoita. Digitaalinen tarinanker-
ronta on maailmanlaajuisesti levinnyt menetelmi, joka piivittdd meille ihmi-
sille niin luontaisen tarinankertomisen tavan digitaalisen ajan maailmaan so-
pivaksi. Digitaalinen tarina, tai tuttavallisemmin digitarina, on lyhyt, muu-
taman minuutin kestdvi tarina, jossa yhdistellddn erilaisia mediaclementtej:
dantd, kuvaa ja tekstid. Digitaalisella tarinankerronnalla on jo muutaman vuo-
sikymmenen historia. Alun perin termilld tarkoitettiin nimenomaan omakoh-
taisia, omalla dinelld ja minimuodossa kerrottuja tarinoita, joiden tuottami-
sella ja esittimiselld nihtiin olevan terapeuttisiakin ulottuvuuksia. Menetelma
on kuitenkin ajan mittaan kehittynyt pikemminkin ty6tavan, lopputuloksen
tai toiminnan kontekstin yleisnimitykseksi, ja digitaalisesta tarinankerronnas-
ta on tullut tyoviline hyvin monenlaisiin tilanteisiin ja monenlaisten tavoittei-
den saavuttamiseen.

Yksi kehityssuunnista on ollut digitarinaty6skentelyn yhdistiminen tavoitteel-
liseen oppimiseen. Menetelmilld voidaan reflektoida opittua, tai se voi toimia
tutkivan oppimisen prosessin alkuunpanijana esittelemilld konkreettisia on-
gelmia tai ilmidicd. Digitarinan tuottamisprosessiin voidaan kytkea hyvin mo-
nenlaisia oppimistavoitteita. Kehittdmisen kohteena voivat olla muun muassa
kielelliset valmiudet, itseilmaisu, esiintymisrohkeus ja konkreettiset mediatai-
dot. Digitarina tuo kouluun my®és paljon kaivatun mahdollisuuden kognitii-
visten taitojen ylikorostamisen rinnalle nousevasta affektiivisesta, intuitiivises-
ta ja holistisesta oppimisesta. Tydskentelytapa saattaa tarjota onnistumisen eli-
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myksid niillekin oppilaille, joilla on vaikeuksia koulun perinteisten oppimista-
pojen kanssa. Vahvuutena voidaan pitid digitarinan soveltuvuutta minikuvan
kehittimisessd, identiteetin tutkimisessa ja koulun oppimisympiristén muut-
tumisessa kuin luonnostaan monidiniseksi oppimisen tilaksi. Vaikka digitari-
nat lihtkohtaisesti ovat henkilskohtaisia yksilotditd, niiden tuottamisprosessi
ja varsinkin valmiiden tarinoiden jakaminen voi olla yhteisollisyyttd vahvistava
kokemus.

Koulukontekstissa menetelmid voidaan soveltaa myds siten, ettd tarinat toteu-
tetaan ryhmitoind, jolloin oppimistavoitteisiin voi lisdtd my®s toisten mielipi-
teiden huomioimisen, yhteisen ymmarryksen synnyttimisen ja muita ryhmai-
tydskentelyyn perinteisesti liitettyja ulottuvuuksia. Kuten mediakasvatuksessa
yleisestikin, tekemisen prosessi on oppimisen kannalta vihintddnkin yhti tir-
ked kuin tuloksena syntyvi lopputuote. Ei kuitenkaan kannata viheksyi val-
miiden tarinoiden potentiaalia tuoda oppilaiden oma ini kuuluviin. Timi
luo tilaa uudenlaiselle dialogille kouluyhteisdssi.

Digitarinan tuominen mukaan kouluty6hon ei vaadi paljoa tekniikalta tai
opettajan osaamiselta. Mediatekniikka on kehittynyt huimaa vauhtia, ja vi-
lineet, joita digitarinoiden tuottamiseen tarvitaan, ovat kaikkien ulottuvilla.
Verkosta 16ytyy paljon esimerkkeji digitarinoista, ohjeita tekniseen tydskente-
lyyn, ideoita erilaisista sovelluksista ja teoreettisempaakin pohdintaa menetel-
min ominaisuuksista. Oppilailla on usein jo informaalien oppimisymparist6-
jen tuomaa osaamista ja kokemusta digitarinatuotannon osaprosesseista, ku-
ten valokuvaamisesta ja editoimisesta. Uusimmat kokeilut digitarinoilla kes-
kittyvit tarinoiden tuottamiseen tableteilla ja dlypuhelimilla.

MIMO-projektin aikana, toimintavuosina 2011-2013 on jérjestetty useita di-
gitarinaan liittyvid koulutuksia Turun ammattikorkeakoulun ja Humanistisen
ammattikorkeakoulun opiskelijoille. Koulutuksiin on osallistunut muun mu-
assa yhteisopedagogi-, sosionomi-, sairaanhoitaja- ja medianomiopiskelijoita.
Tyypillisesti digitarinakoulutusten perusajatuksena on ollut tuoda menetelmi
tutuksi siten, ettd opiskelijat ovat itse tuottaneet oman digitarinan. Tamin
kokemuksen, teoreettisen taustatiedon ja oman aikaisemman osaamisen yh-
distelmistd syntyy kompetenssi hyodyntdd titd menetelmii tulevaisuudessa
osana omaa ammatillista osaamista ja toimintaa. Toivottavasti myds kouluym-
piristd avautuu yhi enemmin hyddyntimiin monipuolisten ammattilaisten
osaamista.
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Oppimisen reflektoinnissa ja kurssipalautteissa opiskelijoita on pyydetty poh-
timaan menetelmidn mahdollisuuksia omassa tulevaisuuden tydssi ja esittd-
miin menetelmistd uusia konkreettisia sovelluksia. Saadusta palautteesta voi
nihdd digitaalisen tarinankerronnan menetelmin potentiaalin moniamma-
tillisessa tyossd kouluympiristossd. Sovellusideoissa kisitellddn digitarinoiden
mahdollisuuksia terveyskasvatuksessa, osana ryhmiytymisprosesseja, kotien
ja koulun vilisessd yhteistyossd, kouludemokratian edistimisessd ja suvaitse-
vaisuuskasvatuksessa. Jokainen oman alansa tuleva ammattilainen voi 16ytai
oman hyodyntimistapansa tille matalan kynnyksen menetelmille ja edistdd
ndin oman tyon tavoitteiden toteutumista.

Digitarinoiden esittiminen tai niiden tekeminen tuo oppimiseen autentti-
suutta, subjektiivisia nikékulmia ja liittdd koulussa opittua konkreettisella ta-
valla ympiréividin todellisuuteen. Tarinoiden kuvia ja henkiloitd on etsittivi
ja loydettivd muualtakin kuin vilittdmastd kouluympiristostd. Tarinat puhut-
televat eri tavoin kuin perinteisemmin jisennetyt oppimateriaalit. Digitarinat
tarjoavat helposti lahestyttdvin toimintatavan mediakasvatuksen tavoitteiden
edistimiseen ja erilaisten ammattilaisten osaamisen hyddyntimiseen kouluis-
sa ja tarjoavat ndin yhden tydkalun lisdd syrjaytymisen ehkiisyyn tihtddvain

tyohon.

MONIAMMATILLISUUDEN MAHDOLLISUUDET KOULUISSA

MIMO-projektissa moniammatillinen yhteistyd kouluissa on toteutettu jir-
jestimilld erilaisia tapahtumia ja tuottamalla terveyttd edistivid materiaaleja
koulujen kiyttoon. Tirkedd yhteistyossd on huomioida kaikkien osapuolten
tarpeet ja mahdollisuudet. Avoimuuden, luottamuksen ja arvostuksen synty-
minen ovat onnistuneen yhteistyon edellytyksia. MIMO-projektin moniam-
matillinen yhteisty6 kouluissa on mahdollistanut ammattilaisten oppimisen
toinen toisiltaan. Yhteistyén onnistumisen lihtokohtana on ollut aito kuunte-
leminen ja toisen silmien lainaaminen, jotta on uskallettu lihted kokeilemaan
uudenlaisia toimintamalleja luovasti.

Moniammatillisella ty6lld voidaan edistid nuorten hyvinvointia ja terveyttd
kouluyhteisossd. On nuorten edun mukaista, ettd eri alojen ammattilaiset et-
sivat yhdessi ratkaisuja ja menettelytapoja nuorten hyvinvoinnin tukemiseen
unohtamatta nuorten osallisuutta. Kaikessa moniammatillisessa yhteistydssd
perusperiaatteina ovat yhdessi sovittavat menettelytavat ja avoin vuorovaiku-
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tus. Toiminnassa yhdistetddn eri ammarttilaisten osaaminen sovittujen tavoit-
teisen saavuttamiseksi. Moniammatillinen tydskentely vaatii toimijoilta sitou-
tumista, innostuneisuutta, voimavaroja ja halua toteuttaa yhteisty6td, kykyi
kohdata erilaisuutta sekd muutosvalmiutta uusien asenteiden, kiytintdjen ja
toimintatapojen oppimiseen.
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MATKA TOIVOLANTIELLA — CTM
OY:N TEATTERIKERHO HUOSTAAN
OTETUILLE NUORILLE

Minna Haapasalo

ABSTRAKTI

Artikkeli kertoo huostaan otettujen nuorten teatterikerhosta, joka toteutet-
tiin osana MIMO-projektia vuonna 2011. Artikkelissa esitellddn teatteriker-
hon lihtokohdat tavoitteineen seki kerhon tydskentelyn vaiheet ja tuodaan
esiin taideldhtoisen projektin haasteita ja onnistumisia. Mukana on lainauksia
ohjaajan muistiinpanoista seki teatterikerhossa tehdystd naytelmastd Zoivolan-
tie 1. Prosessia arvioidaan my®s teatterikerhon toteutuksessa mukana olleiden
tyontekijoiden nikokulmasta, ja esitellidn havaintoja lastensuojelun piirissd
olevien nuorten kanssa tydskentelystd. Artikkeli nostaa esiin niitd lastensuoje-
lun piirissd olevien lasten ja nuorten lihtokohtia, jotka on tirked huomioida
teatteriharrastusta suunniteltaessa ja toteutettaessa. Taideldhtoisen projektin
onnistumisen edellytyksistd artikkelissa painottuvat muun muassa toiminnan
huolellinen suunnittelu, ryhmissi toistuvat rutiinit, positiivisten kokemusten
rakentaminen, riittdvin pieni ryhmikoko, yhteistyén toimiminen kumppa-
niorganisaation tyontekijéiden kanssa ja ohjaajien rooli toiminnan kannat-
telijoina. Artikkelin lopussa annetaan tiivistetty lista vinkkejd pitkdaikaisesti
huostaan otettujen kanssa tydskenteleville taideryhmin ohjaajille.
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Pena: Toivolantie yksi — tavallinen talo tavallisessa suomalaisessa kaupun-
gissa.

Kyllikki: Tai silti se ulospdin saattaa néytti...

Tero-Anneli: ...mutta ei ole, silli asunnossa kolmetoista on jotain outoa.
Susan: Asunnon ovessa ei ole nimed. ..

Pena: ...mutta sisilli palaa valot.

Rasse: Ovi kolahtaa, mutta ketiidn ei ndy.

Pena: Asunnosta kuuluu outoja dinia.

Kyllikki: Onko se mies?

Susan: Vai nainen?

Tero-Anneli: Nuori?

Rasse: Vai vanha?

Kyllikeki: Thminen?

Rasse: Vai eliin?

Susan: Eldvi vai kuollut?!

Tero-Anneli: Tamin on pédttinyt selvittii Toivolankadun tutkintayksikko

KAIKKI: TIIMI TEHOTOIVO!
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LAHTOKUOPAT TOIVOLANTIELLE

MIMO-projektissa toteutettiin vuoden 2011 aikana esitykseen tihtddvi te-
atterikerho yhteistyossi CTM Oy:n kanssa. CTM Oy on lastensuojelupalve-
luja tarjoava yksityinen yritys, jolla on nelja pienryhmikotia Varsinais-Suo-
messa. Pienryhmikodeissa asuu pitkiaikaissijoitettuja huostaan otettuja lap-
sia ja nuoria. Lastensuojelun piirissd olevien MIMO-teatterikerhoon osallistui
seitsemidn CTM:n pienryhmikodeissa asuvaa pitkdaikaisesti huostaan otettua
nuorta. Seuraavan lyhyen kerhoesittelyn kirjoitin vuoden 2011 alussa:

Wirallinen Kerhoesittely:

Kerhossa tebhddin ilmaisubarjoitteita omaa ddinti ja kehoa kiyttien, rooli-
harjoituksia sekd esiintymistehtivid. Kerhossa opetellaan ja kebitetidin jo-
kaisen osallistujan ilmaisuvalmiuksia ja -taitoja ja tuotetaan taustoja kun-
kin esiintyjin roolihenkilolle. Kerhossa harjoitellaan esitys “Toivolantie 17,
Osallistujat ovat mukana esityksen sisillon tuottamisessa. Esitys néihddidn
Turun AMK:n Taideakatemian Koysiteatterissa. CTM Oy:n kutsuvieras-
yleisolle esitys on 24.11.2011. Toinen esitys on osana "Katoavan taiteen il-
lan” ohjelmaa Nuorisokeskus Vimmassa 2.12.201 1.

Taide- ja kulttuuritoiminnan on todettu vaikuttavan hyvinvointiin muun
muassa identiteettid rakentavalla ja yhteisollisyyttd vahvistavalla tavalla (Lii-
kanen 2003, 2010). Lastensuojelun piirissd taideldhtdisen toiminnan on to-
dettu ehkiisevin syrjdytymisti ja vahvistavan lapsen osallisuutta (Bardy 2002,
10—14; Paananen 2004; Savolainen 2007; Liukkonen 2010). Osallisuuden to-
teutumisella tarkoitetaan sité, ettd yksilo kokee kuuluvansa johonkin ja tule-
vansa ymmirretyksi ja voivansa vaikuttaa omiin asioihinsa. Teatteri-ilmaisu
yhteni toiminnallisena luovan ilmaisun menetelmini voi luoda osallisuutta ja
vahvistaa yksilollisid ja yhteisollisid kokemuksia. Teatterin tekeminen voi laa-
jemminkin muuttaa osallistujan suhtautumistapaa todellisuuteen ja elimain.

(Hikimies 2005, 148; Liukkonen 2010, 115-116.)

Teatteritoimintaan osallistuminen on usein terapeuttinen kokemus sen tekijil-
le, kokijalle ja siihen osallistujalle (Komulainen & Sutinen 2011). Terapeutti-
suus merkitsee eheyttivid kokemusta, joka voi syntyi suhteessa itseen, toisiin
osallistujiin ja maailmaan. Teatteri ja draamatydskentely eivit kuitenkaan ole
terapiaa. Terapiaksi tyoskentely muuttuu vasta, jos terapeuttisen tai psykotera-
peuttisen koulutuksen saanut ohjaaja tydskentelee tietoisesti ryhmin tai asiak-
kaan kanssa terapeuttisten tavoitteiden mukaisesti. T4lldin draaman menetel-
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mid kiytetddn esimerkiksi tarkoituksena lisdtd itseymmirrystd, kisitelld asiak-
kaan kokemuksia tai luoda korjaavia kokemuksia. (Hikiamies 2005, 153.) Vii-
meisin julkisuutta saanut lastensuojeluun liittyvi teatteriprojekti Turussa oli
Myrsky-hankkeen syksylld 2012 Turun Kaupunginteatterissa esitetty ndytelmi
LVR — kuinka selviti laitoksesta. Jokainen taideprojekti on aina oma tutkimus-
matkansa, jonka vaikutuksia ja tavoitteiden toteutumista ei voi ennalta tietdd.

Kokemukseni mukaan lastensuojelun piirissd olevien lasten ja nuorten kans-
sa toimittaessa teatterin tekeminen toiminnan muotona sopii kohderyhmille
hyvin. Teatterin perusteita voi tehdd samalla tavoin kuin minki tahansa har-
rastajaryhmin kanssa. Kdytinnossd ohjaajilta vaaditaan kuitenkin ymmirrys-
td ryhmin erityispiirteitd kohtaan. Lastensuojelun asiakkaiden hyvinvointi ja
kasvuolot poikkeavat siitd, mitd ne ovat kasvuikiisilld keskimairin. Lapsista ei
yleensd ole huolehdittu riittdvin hyvin, eikd heiddn ole vilttimittd helppoa
luottaa aikuiseen. Lapset ja nuoret ovat usein vaikeasti traumatisoituneita, ja
timd tuo omat erityispiirteensi myos teatteriharrastukseen. Valtaosa lasten-
suojelun asiakkaista tulee perheistd, joissa on ollut monia #killisid muutoksia
ihmissuhteissa, asuinpaikoissa ja arjen kasvuympiristdissia. Usein kasvuoloja
on leimannut kéyhyys, tydttomyys, perhevikivalta, paihteet tai erilaiset psyyk-
kiset ja sosiaaliset ongelmat. (Paananen 2004, 58; Taipale 2006, 168-169;
Heino 2009, 61-63.)

Toivolantie-matkalle lihdettiessi CTM:n kanssa oli jo yksi kokemus takana,
silli ennen MIMO-projektin teatterikerhoa timi yhteistyokumppani oli ol-
lut mukana 7zika-projektissa, jossa mallinnettiin taidelihtdisten menetelmien
kiyttoonottoa erilaisissa tydyhteisoissd. Yritys oli kiinnostunut jatkamaan ja ke-
hittdimain toimintaa projektin jilkeen. Tausta yhteistyolle oli olemassa, vaikka
osallistujat, sekd aikuiset ettd lapset, osittain vaihtuivatkin. Zzika-projektissa to-
teutetusta teatterikerhosta olin saanut positiivisia ja opettavaisia kokemuksia las-
tensuojelulasten kanssa tyoskentelystd. Tuon prosessin tuloksena uskalsin Jussi
Sutisen kanssa viittid, ettd taideldhtoisilli menetelmilld voi olla terapeuttisia vai-
kutuksia lastensuojelussa (Komulainen & Sutinen 2011). Edelliseen prosessiin
verraten pyrin MIMO-projektissa rajaamaan teatterikerhoa pienemmalle osallis-
tujamadrille. Lisaksi kehitin ty6td edelleen muun muassa viemilld suunnittelu-
ja kisikirjoitustyén pidemmille ennen harjoitusten alkua.

Yrityksen motivoituneiden tyontekijoiden osallistuminen ja vahva kiinnostus
taideldhtoiseen toimintaan oli alusta saakka ratkaisevassa roolissa kerhon toi-
minnan kannalta. Tapasin yhteyshenkilomme ennen prosessin alkua, sovim-
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me kerhon suuntaviivoista ja puhuimme esityksen sisillostd. Palaverissa pdi-
timme, etti toiminnan tulisi olla tavoitteellista “tosissaan tekemisti”. Vuonna
2010 tehdyn niytelmiprojektin jilkeen jotkut nuoret olivat toivoneet enem-
min repliikkejd kuin esitys sisilsi. Otin toiveet huomioon kerhon toteutuk-
sen suunnittelussa. Tapaamisessa sovimme my®ds, ettd teatteriohjaajina mini ja
assistenttini vastaamme niytelmin tekemisestd ja CTM:n tyontekijit ryhmin
jasenistd. Kdytinndssd he siis vastasivat kurinpidosta ja hiiriokdyttdytymiseen
puuttumisesta.

Kerhon kunnianhimoisessa tavoitteiden asettelussa nikyy Hannu Heikkisen
(2005) ajatus teatterissa ja draamassa tapahtuvasta monitasoisesta oppimisesta
ja kasvamisesta. Tavoitteet kirjasin vuoden 2011 alussa.

Warsin Kunnianhimoiset Tavoitteet

Oppia teatterin ja draaman kautta:

*  parantaa osallistujan itsetuntemusta ja itsetuntoa
»  parantaa osallistujan keskittymiskykydi

*  parantaa osallistujan sosiaalisia taitoja (toisten kuunteleminen, ryhmi-

tyotaidot)
*  rohkaista osallistujaa itseilmaisuun
Oppia teatterista ja draamasta:
*  oppia ja kehittii dinen ja kehon ilmaisuvalminksia
*  oppia katsojana ja esiintyjind toimimista
*  oppia toimimaan roolissa, kuin joku muu
*  oppia esityksen valmistamisprosessia

Ryhmin toiminnan huolellinen valmistelu tuottaa tarvittavia rajoja ja raken-
teita ryhmin turvallisuudentunteen kehittymiselle. Yksi avainasia on tapaa-
misien sidnnollisyys ja ennalta sovittu ajanjakso ryhmin toiminnalle. (Savo-
lainen 2007, 162.) CTM:n teatterikerho suunniteltiin kokoontuvaksi viisi
kertaa keviin aikana ja esityksineen yhteensi 13 kertaa syksyn 2011 aikana.
Yksi harjoituskerta oli aina puolentoista tunnin mittainen. Syksylld tapaamisia
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oli viikoittain, keviilli maalis-toukokuun aikana hieman harvemmin. Kaik-
ki suunnitellut kerrat toteutuivat. Lisiksi sekd kevit- ettd syyskauden alussa
ja lopussa jdrjestettiin ohjaajien ja mukana olevien tyontekijoiden yhteinen
palaveri. Kerhon kevit- ja syyskaudet olivat painotuksiltaan ja pituuksiltaan
erilaisia. Keviilld tavoitteena oli saada ryhmi muotoutumaan seki tutustuttaa
osallistujat ndytelmian maailmaan ja sen perustilanteeseen. Lisiksi tavoitteena
oli saada osallistujilta sisalt6d kisikirjoitukseen. Syksylld ndytelmi harjoiteltai-
siin valmiiksi esitykseksi.

Teatterikerhon toimintaa seurasi kolmen hengen dokumenttiryhmi, johon
kuului kuvaaja, ddnittdja ja ohjaaja. Dokumentin ohjaajan kanssa sovimme,
ettd he olisivat jokaisella harjoituskerralla lisni ja ettd mahdollisuuksien mu-
kaan kuvaajina ja d4nittdjind toimisivat aina samat ihmiset. Toiminnassa mu-
kana olevien ihmisten vaihtuvuus pyrittiin pitimian mahdollisimman vihii-
send. Kuvatusta materiaalista on myShemmin koostettu MIMO-projektille
dokumentti, jonka my®&s teatterikerholaiset ovat saaneet itselleen.

KUKA KULKEE TOIVOLANTIELLE? — RYHMAN
MUOTOUTUMISTA

Lastensuojelun piirissd olevien pitkiaikaisesti huostaan otettujen kanssa tyos-
kenneltdessd ohjaajan on hyvi valmistautua siihen, ettd osallistujat ovat koko
ryhmin elinkaaren ajan voimakkaasti riippuvaisia ohjaajasta. He tarvitsevat
jatkuvaa ohjeistusta ja kannattelemista, jotta ryhmi ei jad muotoutumisen ja
alkamisen vaiheeseen, vaan pidsee toiminnassa eteenpdin. Talloin kiinnittymi-
seen liittyvit tunteet kohdistetaan vain vetdjain tai muihin aikuisiin eikd mui-
hin ryhmin jiseniin. Ryhmissi voi siilyé jonkinasteinen turvattomuuden tun-
ne tillaisessa tapauksessa toiminnan alusta loppuun (Kopakkala 2011, 45-67).

Alkuvaiheessa toimintaan sitoutuminen on usein iso haaste osallistujille.
Kéynnistimisen jilkeen voi kulua pitkd aika ryhmin vakiintumiseen, kuten
Aili Savolainen (2007, 163) kertoo omasta draamaprosessistaan: ~Vasta kuu-
kausien kuluttua ryhmin voitiin tulkita vakiintuneen: pysyvisti kuusi tytt6d,
joiden kesken alkoi orastaa me-henki ja keskinidinen huolenpito.” Sitoutumi-
seen ja harrastukseen osallistumiseen liittyvien kysymysten ddrelld olimmekin
kaikkien kevidin tapaamiskertojen aikana.
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Ryhmiprosessin puolesta kevain harjoituskerrat olivat ydinryhmén muodos-
tumisen aikaa. Jokaisella kerralla harjoituksissa oli mukana hieman erilainen
kokoonpano nuoria ja aikuisia. Kaikeksi onneksi osa osallistujista oli aina pai-
kalla, eli jatkuvuuttakin saatiin syntymiin. Osalla osallistujista oli vaikeuksia
keskittyd harjoituksiin. Viimeistd kertaa lukuun ottamatta energiaa meni mel-
ko paljon tyorauhan hakemiseen. Levottoman ja muutoksessa olevan ryhmin
kanssa ohjaajan pitdd kannatella ryhmai ohjeistuksella ja lisndolollaan. Ohjaa-
jan tulee kestad kaaosta ja erilaista toiminnan vastustusta osallistujien taholta.
(Kopakkala 2011, 66.) Osa osallistujista voi toisaalta tulla hyvin lihelle ohjaa-
jaa, hakea paljon ldheisyytti ja yksil6llistd huomiota, jolloin huomiota on osat-
tava jakaa kaikkien osallistujien kesken.

Turvallisen toimintaympiriston rakentaminen on yksi suotuisan kasvun ja
kehityksen rakennusaine (Liukkonen 2010, 117). Kerhon harjoitustila py-
rittiin jirjestimdin aina mahdollisimman samankaltaiseksi niin kevailld
kuin syksyllikin. Kevddn harjoituksissa harjoitussalin kalusteet oli jirjestet-
ty samalla tavoin, seinilld oli piirrettynd Toivolantie 1 -talo sekd kirjoitettu
repliikki ”Tdmi on Toivolantie yksi, mind asun tdilla”. Timi repliikki avasi
ndytelmin ja sitd harjoiteltiin sanomaan eri tavoin heti ensimmaisissi harjoi-
tuksissa. Erilaisista harjoituksista timin repliikin kanssa muodostui esityk-
sen ensimmiinen kohtaus.

Rutiinien luominen ja rajojen asettaminen on ohjaajan tehtivi. Totutut tavat
pitdvit toimintaa kasassa. (Hikiamies 2005, 149.) Kevailld kerhossa totuteltiin
teatteriharjoituksen rytmiin. Sisill6llisesti harjoitusten rakenne pyrittiin pité-
miin samankaltaisena. Tapaamiskerroilla toistuivat limmittelyt, improvisaa-
tioharjoitukset, kohtausharjoitukset ja lopetus. Kevailld kerho aloitettiin rin-
gissd toteutetulla limmittelylld. Jokaisella kerralla esitimme jotakin. Toimim-
me siis sekd esiintyjind ettd katsojina ja opettelimme niin katseen kohteena
sekd katsojana olemista. Harjoituskerran lopetuksessa istuimme aina ringissi,
selit keskustaan piin, ja kaikki saivat vuorollaan yhdelld sanalla sanoa, miti
kerrasta jii mieleen.

Ensimmiisten kerhokertojen tavoitteena oli ryhmissd olemiseen ja kameraan
totuttelu, oman roolihahmon piirteiden keksiminen seki ilmaisuvalmiuksien
ensiaskeleiden kehittiminen. Ensimmaiselld kerralla esittelin tulevan niytel-
min aiheen eli sen, millaisessa fiktiokehyksessi litkutaan. Esitysidean esittelin
suurin piirtein ndin:
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Niytelmdin nimi on Toivolantie 1. Toivolantielli asuu joukko nuoria, joita
te esititte. lalo vaikuttaa tavalliselta, mutta siind on jotain outoa: asun-
nossa 13 tapahtuu jotain kummallista ja teidin roolibenkilot haluavat sel-
vittid, miti se on. Heilli on oma “jengi” TEHOTOIVO, joka pdittiid
selvittiia asiaa. Néytelmin loppuratkaisu on vieli keksimittd, te autatte
sen keksimisessi. Tinddin te keksitte omalle roolibenkilollenne nimen, iin,
kenen kanssa hin talossa asuu ja jonkin asian, misti henkilo pitid, kevidn
aikana voitte vield muuttaa ideoitanne, mutta nyt papereille ensimmdiset
ideat, mitd tulee mieleen!

Viidelld harjoituskerralla saatettiin alulle 7oivolantie 1 -ndytelmin harjoitte-
leminen. Samaan aikaan kannustimme nuoria osallistumaan ja vaikuttamaan
esityksen sisiltoon. Teetin osallistujilla lihes joka kerralla harjoituksia, joil-
la pyrin saamaan ideoita ja yksityiskohtia esityksen kisikirjoitukseen. Kaikki
keksivit omalle roolihenkil6lleen nimen ja taustan. Joka kerralla luettiin tai
harjoiteltiin myds etukiteen kirjoitctamiani kohtauksia. Kohtausten lukemi-
seen nuoret keskittyivit lihes aina. Harjoitusten aloittaminen ja limmittely
puolestaan oli haastavaa. Ajattelin aluksi, ettd timi johtui osittain siitd, ettd
osallistujien kokoonpano vaihtui joka kerralla. Myohemmin huomasin, ettd
aloittaminen oli hankalaa my6s samalla porukalla kokoonnuttaessa.

Harjoituksia olin yleensi suunnitellut enemmin kuin harjoituskerralla ehdit-
tiin tekemdin. Osittain tehtdvit olivat suunnitelmassa myds vaativampia kuin
mihin kulloinkin koolla oleva ryhmi pystyi venymiin. Jokaisella kerralla so-
velsinkin joitain tehtivid lennosta tilanteeseen sopiviksi. Tarkoitus oli alusta
asti toimia niin, ettd tavoitteellinen esityksen tekeminen olisi keskiossi. Kun
toiminta muutaman kerran keskeytyi nuorten kiytoksen takia kokonaan, py-
rimme jatkamaan mahdollisimman jouhevasti ja nopeasti. Ensimmiisilld ko-
koontumiskerroilla oli tavoitteena saada ryhmi toimimaan yhdessi erilaisten
harjoitusten avulla, rohkaistumaan fyysiseen kontaktiin ja tottumaan esiinty-
miseen. Téssd vaiheessa hylkisin harjoituksia, joissa osallistujat olisivat joutu-
neet omachtoisesti yksin litkkumaan tilassa. Huomasin, ettd itsendinen liik-
keen tuottaminen ilman puhetta oli osallistujille liian turvatonta ja abstraktia.
Seuraavat harjoitukset kuitenkin toteutuivat ja toimivat:

Tilassa lilkkkuminen ja reagointi:

*  Muistellaan, mitd on still eli paikoilleen jihmettyminen. Kivelldin
tilassa sikin sokin. ”Still”-sanasta jokainen jahmettyy paikoilleen
kuin jddpatsas.
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* Harjoitellaan reagointia ja yhdessid toimimista. Kivellddn tilassa.
Kun ohjaaja sanoo jonkun nimen, henkil pysihtyy ja muut mene-
vit mahdollisimman nopeasti timin perdin jonoon.

*  Kokeillaan koko ryhmin kuuntelua ja reagointia. Yksi henkilo py-
sihtyy ja muut menevit jonoon hinen taakseen ilman ohjaajaa.
Kuka tahansa joukosta voi pysihtyd. Kaksi ei voi kuitenkaan pysih-
tyd yhtd aikaa.

Patsasjonoista esitykseksi:

*  Muodostetaan kaksi sekaryhmii lapsista ja aikuisista. Ohjaajat
ovat eri ryhmien luona ohjeistamassa. Sovitaan ryhmissd numerot
1,2,3... Tdmi on jirjestys, jossa menndin patsasjonoon. Jonossa yk-
konen ottaa jonkin asennon ja pysihtyy paikoilleen, kakkonen aset-
tuu pieneen tai isoon fyysiseen kontaktiin suhteessa ykkdseen, ottaa
jonkin asennon ja jihmettyy paikoillaan jne. Tehddin patsasjono
suhteessa yleisoon. Tehdddn sama uudelleen niin, ettd pitdd asettua
uuteen asentoon aina “kohti yleis6d” ja ottaa erilainen asento kuin
edelliselld on. Toinen ryhmi katsoo, toinen esittda.

Rooleissa oleminen mahdollistaa parhaimmillaan erilaisten nikokulmien ja
toimintamallien tutkimisen. Rooli etddnnyttdd toiminnan ja puheen omasta
itsestd ja mahdollistaa omien toimintamahdollisuuksien laajentamisen. Eldy-
tymiselld eri rooleihin voi my6s kokea oman ainutlaatuisuuden ja autonomi-
an. (Hikimies 2005, 155; Liukkonen 2010, 120-121.) Teatterikerhossa pai-
ndyttelijit keksivit ja puvustivat omat roolihahmonsa. Neljinnelld tapaamis-
kerralla oli lopullisesti tiedossa, millainen kunkin itse kehittelemi roolihahmo
tulisi olemaan.

Yhdessd improvisoidussa kohtauksessa paddyimme siihen, ettd koomisella Kyl-
likki-mummolla on mies, jonka vaatteet on varastettu. T4std varkaudesta Kyl-
likki syyttad kiivaasti talon nuorisoa, jota teatterikerhon lapset esittivit. Har-
joituksissa keksimme kohtauksia, joissa henkilot koettivat selvittdd, kuka vaat-
teet varasti. Suunnittelin improvisoidut kohtaukset aina niin, ettd nuorella oli
tyoskentelyparinaan aikuinen, jonka kanssa kohtausta ideoitiin ja harjoiteltiin.
Kohtaukset esitettiin heti toisille. Yleensd improvisaatio- ja kohtaustehtivit
toimivat intensiivisesti. Katsojina osallistujat olivat keskittyneiti ja kiinnostu-
neita toisten esiintymisestd. Tdssd vaiheessa toiminta pysyi sitd sujuvampana,

Moving On! 395



mitd enemmin ryhmildiset saivat vastuuta ja kahdenkeskistd aikaa aikuisen
kanssa. Kaksi osallistujien keksimad kohtausta péityi lopulliseen esitykseen

tismilleen sellaisena kuin ne harjoituksissa syntyivit. Alla ensimmiinen, jossa
ndyttelivit tyontekiji ja yksi padosia esittineistd nuorista:

Kyllikki ja Rasse tapaavat, Rassella on alibi.
Kyllikki: (yleisolle) Tissi on Rasse, hirvee nuorisohuligaani.
Rasse: (yleisolle) 1issi on kamala Kyllikki, joka on hullu.

Kyllikki: (yleisolle) Rasse asuu Jonssin kanssa ja be pitivit aina ihan juma-
latonta metelid.

Rasse: (yleisolle) Kyllikki pitii ihan tajutonta metelia. Silli aikaa, kun
joku varasti Kyllikin miehen vaatteet, md olin skeittaamassa cubella.

Kyllikki: Niin kylli olit, pidit siellikin ihan jumalatonta metelid, kun Ei-
nari-miehen kanssa obi kiveltiin. Et siis niiti vaatteita tainnut varastaa.

Rasse: No mitis sitten syyttelir?
Kyllikki: Kuitenkin oot jotain muuta varastanut!
Rasse: Ma lihen nyt haneen, md en jaksa tollasta kuunnella. (menee)

Kyllikeki: Huligaani! (menee)

Toinen puhtaasti osallistujien keksimi ja esityksessd nihty kohtaus oli koko-
naan nuoren tytdn keksimi. Keviilld toisena niyttelijani oli aikuinen tydnte-
kija, esitysversiossa toinen nuori.

396

(Pena lkuulustelee” Susania Kyllikin miesvainaan vaatteiden varkaudesta
Jja paljastuu, etti Susan on nihnyt varkaat.)

Pena: Ja nimi oli...?
Susan: Susan, kyllihin sind sen tiedit.
Pena: Osoite?

Susan: Toivolantie yksi, asunto 24, tiedir kylli senkin!
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Pena: Lemmikkieldimet?
Susan: Peppi, eikd liity tihin asiaan mitenkdidin!
Pena: Lempiviri?

Susan: Pidstiisiinkd nyt asiaan? Mind ndiin, kun jotkut varkaat kantoivat
vaatteita Kyllikin asunnosta.

Pena: Milti he néyttivit?

Susan: Toinen oli kalju ja toisella oli pitki tukka. Molemmilla oli tatuoin-
teja ja likaiset vaatteet.

Pena: Mihin aikaan timi tapahtui?
Susan: Eilen illalla kello kabhdeksan.
Pena: Nikiko joku muu sinun lisiksesi?
Susan: En tiedd, kun en nihnyt muita.
Pena: Kiitos tistd Susan, voit mennd.
Susan: Moi moi.

Viimeisessi keviin tapaamisessa kertasimme kaikki siihen asti tehdyt kohtauk-
set ja rakensimme siltaa syksyn harjoituksiin. Aluksi todettiin osallistujatilan-
ne: neljd satunnaisesti harjoituksissa ollutta nuorta ei enii tulisi mukaan. Ker-
hossa kivi keviilld yhteensd seitsemin nuorta, jotka olivat vaihtelevasti ldsn.
Tapaamisessa kidvimme ldpi sithen asti harjoiteltua ja luimme siind vaiheessa
valmiina olleet kohtaukset ldpi. Kaikki saivat kisikirjoituksen mukaansa ke-
sin aikana luettavaksi. Jirjestimme myds pienet juhlat ja juttelua herkkujen
ddressd. Tilld kerralla ryhma toimi hyvin. Yhdelle kohtaukselle saatiin valmiik-
si jopa lopullinen esitysmuoto koreografioineen. Kaikki osallistujat olivat mo-
tivoituneita ja innostuneita. Oli odotettavissa, ettd harrastuksella voisi olla vai-
kutusta ndihin kolmeen nuoreen. Heidén oli helppo heittiytyi itseilmaisuun,
ja vaikutti siltd, ettd teatteritaitojenkin oli mahdollista kehittya.

Keviin loppupalaverissa kivi ilmi, ettd pienryhmikodeissa oli vield lapsia, jot-
ka halusivat mukaan. CTM Oy halusi saada mahdollisimman monta lasta mu-
kaan toimintaan. Palaverissa sovimme, ettd syksylld mukaan tulisi uusia osal-

Moving On! 397



listujia, joille rédtilditdisiin kevyempi ”bindin jisenen” rooli ja joita mukana
oleva muusikko tapaisi jo ennen varsinaisiin ndytelmaharjoituksiin saapumis-
ta. Oman lisinsd toimintaan toi tietenkin dokumenttiryhmi. Kameran lds-
ndolo aiheutti alussa hieman jinnitysti ja saattoi olla osaltaan vaikuttamassa
nuorten keskittymiseen. Toisaalta kameraryhmi lisdsi nuorten tunnetta siité,
ettd heistd ollaan kiinnostuneita. Sitoutuneiden nuorten kohdalla vaikutus oli
todennikoisesti positiivinen.

TOIVOLANTIE TOISTETAAN TODEKSI -
KOHTAUSHARJOITUKSIA JA PALKITSEVAT APLODIT

Teatterikerhoa jatkoi heti alkusyksystd kolme keviilld niytelmiin sitoutu-
nutta nuorta, kaksi lastensuojelun tyontekijdi ja muusikko. Syksyn viiden-
teen harjoitukseen mukaan tuli nelji uutta nuorta niytelmin bandiksi. Syk-
syn aikana harjoittelimme niytelmin valmiiksi, ja se esitettiin kaksi kertaa eri
yleisdille eri esitystiloissa. Syksyn harjoitusten paitavoitteena oli esityksen val-
mistaminen mahdollisimman varmaksi ja valmiiksi kokonaisuudeksi. Esitys-
ten pitiisi sujua, jotta kokemus olisi positiivinen. Lisiksi tavoitteena oli jokai-
sen ilmaisuvalmiuksien, keskittymiskyvyn ja sosiaalisten taitojen kehittiminen
kohtausharjoittelun kautta.

Keviilli mukana olleet ndyttelijit olivat osallistuneet esityksen sisdllon tuotta-
miseen, joten heille esityksen maailma oli tuttu, toisin kuin uusille esiintyjille.
Olin péittinyt tehdd tarinaan tilanteeseen sopivan loppuratkaisun. Naytel-
min lopussa paljastuu, ettd asunnossa nro 13 harjoittelee muusikko bindei-
neen. Esityksen lopussa muusikko ja bandi otettiin mukaan tarinaan ja kaikille
yhteisiin loppukohtauksiin. Niin heillekin saatiin niyttimétoimintaa, mutta
vain sen verran kuin oli mahdollista oppia lyhyessi ajassa.

Olin suunnitellut syksyn tiiviisti eteneviksi kohtausharjoituksiksi. Samalla
harjoittelimme pitkidjinteistd tyoskentelyd, muistamista ja toistoa. Kunkin
esiintyjan kulkureitit ja repliikit harjoiteltiin siini jirjestyksessd, kuin ne esi-
tyksessikin olisivat. Teimme aina pitkin esitystd nidytelmin alusta alkaen
ja toistimme sitd muutamia kertoja, vaikka toisto olikin usein tuskallista
esiintyjille. Ensimmiisilld kerroilla teimme alkulimmittelyd palloilla, mut-
ta varsin pian harjoituksissa kiytiin suoraan kisiksi kohtauksiin. Toimin-
ta muucttui siis muodoltaan pelkistidn esitykseen tihtddviksi harjoitteluksi.
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Olin suunnitellut kunnianhimoisesti, etti ensimmaiselld kerralla muisteltai-
siin koko keviilld harjoiteltua ja keksittyd ndytelmiosiota. Tami ei toteutu-
nut, koska paikalla oli harjoituksen alettua vain yksi nuori osallistuja. Tami
muistutti toiminnan realiteeteista; harrastuksen aloittaminen pitkin tauon
jalkeen ei ole aina helppoa.

Toisella harjoituskerralla alkukankeus unohtui. Kaikki osallistujat olivat pai-
kalla ja harjoittelimme paljon enemmin kuin olin suunnitellut. Kiytimme
hyviksi kahta ohjaajaa siten, ettd toinen ohjaajista harjoitutti vililld eri tilassa
toista kohtausta. Ryhma pystyi keskittymiin ja uusien kohtauksien harjoittelu
ja lipikdyminen tapahtui melko sujuvasti. Saimme paljon aikaiseksi ja teim-
me nopeasti valmista. Pyrin siihen, ettd kokonaisuus hahmottuisi mahdolli-
simman pian osallistujille. Ajattelin, ettd sekd toiminnan ettd puheen muista-
minen helpottuisi, kun kokonaisuus olisi tiedossa. Jo kolmannella harjoitus-
kerralla harjoittelimme aivan uudet kohtaukset seki teimme koko niytelmin
lipimenon. Neljinnessid harjoituksessa kokeilimme kohtauksia ilman, ettd
esiintyjilld oli kisikirjoitukset kisissian. Opiskelijaohjaaja toimi kuiskaajana ja
auttoi repliikkien muistamisessa. Harjoittelu eteni, vaikka pientd keskittymis-
vaikeutta jatkuvasti olikin. Harjoituksen aloittaminen oli vaikeaa koko syk-
syn ajan, ja muutaman keskittyneen hetken jilkeen toistaminen alkoi usein
puuduttaa ndyttelijoitd. Toisaalta toisto alkoi my6s toimia tarkoitetulla tavalla:
esiintyjdt tiesivit kokonaisuuden, tapahtumien jirjestyksen ja alkoivat vihitel-
len muistaa my®s repliikkejd yhdessd toiminnan kanssa.

Lokakuun puolessavilissi niytelmaharjoituksiin tuli neljd uutta osallistujaa.
Muusikko oli tehnyt bindille yksinkertaisia sdestystehtdvid, ja ddnet oli lisdtty
hinen suunnittelemaansa ja siveltimiansi musiikkiin. Bindin jisenten suu-
rin haaste oli tuottaa dnid oikeissa paikoissa ja pysyd muuten hiljaa omil-
la paikoillaan. Olin tarkoituksella sijoittanut biandin nikyviin lavalle, ikdin
kuin ”asuntoon nro 13”. Kivimme lipi, kuinka biandi on katsottavana ja esilld,
vaikka onkin hiljaa. Kameroiden lisniolo kiinnosti uusia osallistujia, ja kuva-
usryhmi sai innokkaita esiintyjid kameran eteen. Kivi selviksi, ettd mukana
oleminen oli hyvin tirkeidi niille neljille soittajalle.

Esityspdivien lihestyessi kaikki keinot olivat kiytdssd, jotta esitys kokonaisuu-
dessaan saataisiin harjoiteltua ja muistettua. Lihestyvi ensi-ilta pakotti kaikki
osallistujat venymdin osaamisessaan. Harjoittelimme niytelmin loppukohta-
uksia lihes viimeiseksi, ja bindin jasenillekin tuli lisityotd, kun piti harjoitella
repliikkejd. Téssd ote ndytelmin loppuratkaisusta:
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Bindildinen 1: Miti tiilli huudetaan?

Bindiliinen 2: Me yritetidin hei treenata, voitteko olla hiljempaa.
Pena: Treenata miti? Missi?

Bindiliinen 1: Asunnossa 13, Rampen luona.
Bindiliinen2: Meilli on harjoitukset.

KAIKKI: ASUNNOSSA KOLMETOISTA!

Rasse: Ja kukas tii Rampe on?

Pena: Ja keti te ootte?!

Bindildinen 1 ja 2 huutavat: RAMPE — sua kysytidn!
(Rampe saapuu keskeltd, kaikki antavat tilaa.)

Susan: Siis tih?!

Pena: Ton néikinen tyyppi!

Rasse: Oletko sind se rikollinen?

Rauno: Anteeksi kuinka, miki rikollinen, Rauno Laine — tai Rampe vaan.

Muusikko.

Pena: Tota noin.. .t ... on... sit varmaan sulle. (ojentaa kirjeen)
Rauno: Kauan odotettu keikkapalkkio, tosiaan, kiitos.

(Muut béindiliiset tulevat paikalle.)

Bindiliinen 3: Mihin te jiitte.

Bindiliinen 4: Meilli jii jamit kesken.

Rauno: Niin tosiaan, meilli on harjoitus pidilld, keikkaa pukkaa niin pi-
tdd treenata. Yhtyeemme nimi on Rauno Laine ja Oudot dinet, oletteko
kuulleet?
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Tero-Anneli: Outoja dinii on kylli kuultu, paljonkin, mutta etti tillainen
yhtye, asunnossa kolmetoista ... timd on ihan uutta.

Susan: Timd selittiii kaiken.

Pena: (Tero-Annelille) Sun vuohi on tullut hulluksi binditreenien takia.
Rauno: Tulkaa kuuntelemaan!

(menee pianon taakse, muut ryhmittyvit ympdrille)

Esitykset ja niihin liittyvid noste oli osallistujien kokemuksista palkitsevin ja
itsetuntoa nostattavin osuus prosessissa. Esityspdivini kertasimme vield niy-
telmin toiminnat, ja sitten valtava joukko CTM:n kutsuvieraita kansoitti Tu-
run ammattikorkeakoulun Taideakatemian K&ysiteatterin. Katsomossa oli
noin 130 henkilo4. Katsojina oli nuorten omaisia, sosiaalitydntekijoitd, te-
rapeutteja, ladkireitd, opettajia sekd nuoria ja tyontekijoitdi CTM:n pienryh-
mikodeista. Esitys oli koko CTM:n yhteisolle tirked tapahtuma, kun muut
pienryhmikotien asukkaat nikivit tutut nuoret ja tydntekijit lavalla. CTM
oli jirjestdnyt esitystilan aulaan jouluruokailun esityksen paitteeksi, miki li-
sisi tilaisuuden juhlan tuntua. Pieni paikallinen sanomalehti teki jutun esi-
tyksestd. Paikalla oli my6s valtakunnallisen ammattilehti Talentian toimitta-
ja. Toimittajien osoittama huomio ja kysymykset lisdsivit selvisti esiintyjien
omanarvontuntoa. Loppuhuipennuksena valtavat aplodit olivat upea koke-
mus sekd nuorille ettd aikuisille.

Viikon kuluttua esiintyjit vaativat paljon ohjaajan tukea ja motivointia uuteen
esitystilaan ja esitykseen valmistautuessamme. Toinen esitys oli Turun keskus-
tassa Nuorten taide- ja toimintatalo Vimmassa MIMO-projektin Katoavan
taiteen ilta -tapahtumassa. Esitystilassa pidettiin kahdet harjoitukset, joissa to-
tuteltiin erimuotoiseen tilaan. Esitys onnistui todella hyvin sekid yleison ettd
esiintyjien mielestd. Térkeitd kohtaamisia tapahtui, kun muutaman esiintyjin
vanhempi tai isovanhemmat olivat ldsnd katsomossa. Esityksen jilkeen nuo-
ret saivat todistukset kerhoon osallistumisesta. Tdssd ote erddstd todistuksesta:

Teatterikerhossa tebtiin erilaisia ilmaisubarjoitteita ja harjoiteltiin tii-
viisti ndytelmdd. Naiyttelijand olit hienosti mukana esityksen sisillon
tuottamisessa. Keksit itse esittimdsi roolihenkilon, ja kirjoitit useita rep-
liikkeji néytelmdin.
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Harjoituksissa ja esityksissi osoitit erityisti sitoutumiskykyd ja lahjakkuut-
ta nayttelijind. Omaksuit roolisi ja annetut objeet erittiin nopeasti. Pys-
tyit vaikeissakin tilanteissa ylittimdin itsesi ja loytamdin kyvyn valloittaa
nayttimo. Sinulla on luontaista ilmaisuvoimaa.

MITA TOIVOLANTIELLA TAPAHTUI? - TYONTEKIJOIDEN
NAKOKULMA

Syksyn lopuksi pidimme prosessin purkupalaverin mukana olleiden CTM
Oy:n tyontekijoiden kanssa. He toivat esille nuorissa tapahtuneen positiivisen
kehityksen ja onnistumisen kokemuksen teatterikerhon aikana. He pitivit tir-
kedni sitd, ettd nuoret tulivat kerhossa monella tavalla nikyviksi ja saivat po-
sitiivista huomiota. Kaikille nuorille kerho oli tydntekijoiden mukaan tirked
kokemus, joka vahvisti heidin itsetuntoaan.

Kerhon innoittamana yksi mukana ollut nuori kisikirjoitti ja harjoitteli oman
esityksen pienryhmikotinsa joulujuhlaan. Hinelle teatterikerho oli paikka,
jossa persoonallisuuden positiiviset osa-alueet piisivit esiin ja hin sai kan-
nustusta luontaisesta lahjakkuudestaan. Ujoimmalle esiintyjille teatterikerho
oli kenties suurin kehityksen paikka. Hin rohkaistui kdyttimain dantddn ja
kehoaan suuren yleison edessi. Kerhon jilkeen hin oli innostunut tekemiin
omalla ajallaan sukulaisilleen niytelmin. Yhdelld osallistujalla oli negatiivisen
huomion hakeminen vihentynyt, koska hin sai paljon huomiota teatteriker-
hossa. Yleison reaktiot ja monet kehut ja kiitokset hienosta esityksesti kantoi-
vat nuoria. Myos bindissd mukana olleet nuoret olivat kokeneet roolinsa tir-
kedni. Kaikille nuorille merkittavid oli vanhemmille ja isovanhemmille esiin-
tyminen. Joidenkin omaisten poissaolo katsomosta aiheutti harmia.

Aikuiset esiintyjit olivat saaneet esityksen nihneiltd nuorilta paljon komment-
teja ja kehuja. Tyontekijdt pitivit tdrkednd sitd, ettd lapset ja nuoret nikevit
heidit erilaisessa, rennommassa roolissa, kuin mihin pienryhmikotien arjessa
on mahdollisuus. Yhdelle tyontekijille kerho oli aikaa omahoidettavan nuoren
kanssa. Yhteinen harrastus toi heiddn suhteeseensa erilaista kommunikaatiota
ja toimi yhdistavini tekijini. Dokumenttiryhmin mukanaolo tuntui lisidvin
kerhon merkittavyyttd. Alun jilkeen kameran lisndolo myds unohtui nopeas-
ti, ja useimmat kiyttdytyivit kuin kameraa ei olisi ollutkaan. Tyontekijoiden
kanssa kiydyn palautekeskustelun pohjalta voi sanoa, ettd teatterin tekeminen
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loi onnistumisen ja nihdyksi tulemisen kokemuksia ja ndin vahvisti osallistu-
jien itsetuntoa. Teatterikerho lisisi my®s osallistujien ilmaisullisia taitoja. Pa-
laverissa todettiin, ettd harjoittelu kehitti ohjattavana olemista, ohjeiden mu-
kaan toimimista ja ryhmissid toimimisen taitoja. Nimi taidot ovat usein niille
nuorille vaikeita.

Tamintyyppisen projektin onnistumisen edellytyksid ovat mielestdni riittdvin
pieni ryhmikoko, riittdvin suuri mairi sddnnéllisid harjoituksia ja sujuva yh-
teistyd kumppaniorganisaation tyontekijoiden kanssa. On tirkedd, ettd tydn-
tekijit ovat motivoituneita toimintaan. Parhaimmillaan toiminta voi olla oh-
jaajien ja lasten yhteinen harrastus, jossa he paisevit erilaiseen vuorovaikutuk-
seen kuin pienryhmikodin arjessa.

LISAANTYYKO TOIVO TEATTERIKERHOSSA? — HUOMIOITA
TYOSKENTELYSTA

Lastensuojelun piirissd olevien lasten ja nuorten lihtékohdat on otettava huo-
mioon teatteriharrastusta suunniteltaessa ja toteutettaessa. Marjatta Bardy
(2002, 10-11) kuvaa hyvin Daniel Hughesin tutkimukseen viitaten, kuinka
lapsen varhaisessa kiintymyssuhteessa rakentuvat kokemukset luovat ihmiselle
perustan ja “asennon” suhteessa itseensd ja maailmaan. Varhaiseen kiintymys-
suhteeseen liittyvi turvattomuus tai pirstoutuneisuus voi johtaa lapsen syrjiy-
tymiseen. Syrjdytyminen estdd hintd padsemistd kisiksi voimavaroihin itses-
sddn ja yhteisossd. Turvattomuus ja itsestd syrjdytyminen nikyvit mm. heik-
kona itsetuntona, hiiriokiyttdytymisend, kyvyttdmyytend ottaa myonteistd
palautetta vastaan ja tunnekylmyytend. Lapsi pyrkii usein luomaan hinelle
tuttuja olosuhteita, joissa hintd kohdellaan kaltoin. Hin tarvitseekin Bardyn
mukaan ennen kaikkea emotionaalista toipumista, jossa taideldhtdinen toi-
minta, esimerkiksi teatteritoiminta, voi olla apuna.

Teatterin tekemisen my6td voi kokea erilaisia tunteita, ja draamatydskentely
voi vahvistaa seki positiivisia ettd negatiivisia kokemuksia ja tunteita (Haka-
mies 2005). Siksi harjoitusten ja esityksen sisillon tasolla on tirkedd luoda ja
vahvistaa onnistumisen tunteita, korostaa ratkaisujen tekemisti ja yhdessi sel-
vidmistd. Huumori on myos tirked elementti niin harjoitusten kuin esityksen-
kin kisikirjoitusta laadittaessa.
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Ohjaaja on rajojen asettaja, kaaoksen ja kontrollin siiteliji. Rajojen luo-
minen ja niistd kiinnipitiminen on turvallisuuden luomista. Tamin lisiksi
ohjaajan on aina pyrittdvd ilmapiirin mydnteisyyden siilyttdimiseen ja jo-
kaisen osallistujan hyviksyviin kohteluun. (Paananen 2004, 64-65; Hi-
kimies 2005, 148-150.) Sisillon tuottamisen ja muodon vastuu kannattaa
paidsiintdisesti olla ohjaajalla tai mukana olevilla aikuisilla. Erilaisia osallis-
tavia osuuksia varten on hyvi tehdi selkeitd tehtivid, joiden puitteissa osal-
listujat saavat keksid omia sisdlt6jadn. Lasten tuottamien traumaattisten ko-
kemusten mukaan ottamista esityksen sisilt66n pitdd mielestini suodattaa,
vaikka ideat nihtiisiin ja hyviksyttiisiin harjoitusvaiheessa. Traumaattisen
tilanteen toistaminen esityksessi ei ole vilttimittd terapeuttista. Ohjaajan
on myos tirkedd valikoida osallistujien tuottamasta materiaalista sellaiset ai-
nekset, jotka eivit paljasta liikaa lapsen henkilokohtaisia kokemuksia. Osal-
listujien anonymiteettia on suojattava myds esityksen sisdllon tasolla. Tdssd
teatterin ja draaman etddnnyttivi luonne on helppona apuna. Etddnnyttivi
perusrakenne on fiktio, joka on riittdvin kaukana osallistujan omasta arki-
todellisuudesta.

Pyrin tissd prosessissa luomaan fiktion, jossa olisi jannitystd ja ongelmia,
mutta ennen kaikkea yhdessi toimimisen malleja ja onnistumisia. Fiktio on
keskeinen draamatoiminnan rakenne, joka voi parhaimmillaan mahdollistaa
muutoksen osallistujan kokemusmaailmassa ja minikisityksessi. Ryhmille
tarkoituksenmukaisen fiktion rakentaminen onkin yksi ohjaajan keskeisim-
pid tehtdvid. Fiktiossa osallistujat voivat kokea asioita, jotka eivit arkimaail-
massa tunnu mahdollisilta. Fiktiossa, seki harjoituksissa ettd esityksissd, tois-
tetut teot voivat vahvistaa toimijuuden tunnetta osallistujassa. (Heikkinen
2002, 119-120; Hikimies 2005, 152.) Positiivisuuteen keskittyminen vi-
hintddnkin esityksen loppuratkaisussa on mielestini tirkedd. "Toiveikkuus”
oli tietoinen valinta timinkin esityksen kisikirjoituksessa esityksen nimestd
lihtien.

Ohjaajan toiminnan liht6kohta on selvittdd itselleen ja ryhmille tyoskente-
lyn muoto ja tavoitteet. Tyoskentelyn muoto kantaa jo itsessddn merkityksii:
jonkin kisityksen ihmisestd ja elimistd. (Hikdmies 2005, 146-147.) Téssd
teatterikerhossa yhteistyotahon toiveena oli vahvasti lopputulokseen, julkiseen
esitykseen pyrkiminen ja mahdollisimman tavoitteellinen tyoskentely. Niin ei
tarvitse aina olla. Taideldhtdistd toimintaa ei aina tarvitse avata suurelle yleis6l-
le, eikd yhteniiseen esitykselliseen kokonaisuuteen pyrkiminen ole vilttdimittd
tarpeellista. Teatteri ja draama voivat olla myds ryhmissd tapahtuvaa yhteis-
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td tutkimista, ryhmiprosessiin keskittyvid aiheiden kisittelyd ja harjoitteiden
tekemistd. Esityksen valmistaminen sai kuitenkin tilld kertaa olla tekemisen
tapa. Yleisolle esiintyminen toimi itsetunnon vahvistajana. Teatteriesityksen
tekeminen antoi myds muodon monien taitojen harjoittelemiselle.

Teatterin tekeminen opettaa ilmaisemaan itseddn: yksinkertaisimmillaan pu-
humaan lujaa ddneen itse keksittyjd tai valmiiksi kirjoitettuja repliikkejd. Te-
atteriharjoitus pakottaa olemaan lisni tdssi hetkessd, kuuntelemaan edes toi-
sella korvalla, mitd vastaniytteliji tekee ja sanoo. Harjoitteleminen opettaa
pitkdjinteisyyttd: harjoituksissa opetellaan muistamaan ja toistamaan asioita.
Teatteri tekee nikymittomistd nikyvii ja antaa hahmottomille asioille muo-
don. Katseen kohteena oleminen voi olla esiintyjille parantava kokemus: mi-
nut nihdddn ja kuullaan. Teatterin tekeminen lisid parhaimmillaan itsetuntoa
ja yhteistyokykyi. Toiveikkuus elimid kohtaan voi syntyi ja lisddntyd teatteri-
harrastuksen parissa toiveikkaita tekoja harjoittelemalla ja toistamalla.

Susan: Niin kaikki paljastui!

Pena: Outoja dinid pédstelikin bindi, joka treenasi kummallisiin aikoi-

hin.
Rasse: Nyt kun asunnon numero kolmentoista tapaus on ratkennut. ..
Susan: ...me voidaan keskittyi uuteen ongelmaan.

Pena: Naapuritalossa on nimittiin jotain pabasti vialla, vai miti Tero-
Anneli?

Tero-Anneli: Kylla, over néyttivit aukeavan ihan itsestiin ja minun vuo-
heni vainuaa selvisti jotain epdtavallista.

Kyllikki: Siellid asuu vandaaleja! Mind olen jo kauan tiennyt, etti tuo naa-
puritalon viki on aivan kamalaa sakkia, sielli toherrelliin ja maleksitaan
ja seistiiin keskellid katua vanhojen ibmisten tielli. Kylld meidin tralossa
osataan sentidn kayttiytyd, mutta nuo hulttiot, pitiisi oikein soittaa jon-
nekin palvelunumeroon.

Susan: Ei tarvitse Kyllikki, meiti on nyt entisti suurempi jengi.

(Vinkkaavat bindiliiset luokseen, kaikki yhteiseen “litkikehidn’, jossa su-
pisevat hetken, asettuvat sitten kohti yleisod ja huutavat yhti aikaa.)
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Pena: Toivolantien ongelmat ratkaisee:

KAIKKI: TIIMI TEHOTOIVO!

(1ekevit yhti aikaa jengiliikkeen ja jidvit hetkeksi paikalleen, lipsiyttivir
sitten “ylivitosia” keskenddn ja poistuvat lavalta yhtend joukkona.)

VINKKEJA HUOSTAAN OTETTUJA LAPSIA JA NUORIA
OHJAAVALLE TEATTERI-ILMAISUN OHJAAJALLE

406

Suunnittele. Tee mahdollisimman paljon asioita valmiiksi ennen
ryhmin kohtaamista.

Luovu suunnitelmista ja jousta harjoitustilanteessa.

Luo rakenne. Pddtd harjoituksiin ja esitykseen selked rakenne ja
toistuvat elementit. Luo rutiini alusta saakka, vaikka se rikkou-
tuisikin.

Jarjestd tila. Tee harjoitustilasta mahdollisuuksien mukaan aina sa-

manlainen. Jos mahdollista, ota jo alussa mukaan lopputuloksessa
olevat elementit (tarpeisto, lavasteet jne.).

Hanki tukea. Pyydd mukaan tyopari tai assistentti, hin on ohjaajalle
tirked tuki ja keskustelukumppani.

Keskity hyviin. Suosi sisdllossi ratkaisukeskeisyyttd, toiveikkuutta
ja positiivisuutta. Jatd pdillimmaiiseksi palautteeksi aina kannustus
ja positiivisuus.

Suojaa osallistujien anonymiteettid.

Sitoudu ja pyyda sitoutumaan. Sovi sitoutumisesta kaikkien muka-
na olevien kanssa, ota projektiin mukaan mahdollisimman vihin
vaihtuvia henkil6iti.

Muista sidnnét. Pidi yhteisesti sovituista sidnndistd myds kiinni.

Laske rimaa. Muista, ettd osallistujalle jo harjoitukseen saapuminen
voi olla suuri saavutus ja kaikki eteenpiin vievi toiminta sen jilkeen
on positiivista.
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*  Ota mukaan asiantuntijoita. Harrastusta on hyvi olla tukemassa
nuorten arkeen kuuluvia aikuisia, jotka ovat my®s paikalla ja osal-
listuvat toimintaan. Nimi aikuiset ovat lastensuojelun asiantun-
tijoita ja vastaavat viime kidessid lasten arkeen kuuluvien rajojen
asettamisesta.
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"SILTI USKOTAAN:

MEISSA ON VOIMAA” —
KOKEMUKSIA LUKIOLAISTEN
TEATTERITOIMINNASTA

Marja Kangas

ABSTRAKTI

Artikkeli esittelee MIMO-projektissa vuosina 2011-2012 toteutettua yhteis-
ty6td Turun ammattikorkeakoulun ja Juhana Herttuan ilmaisulukion vililla.
Yhteistyo Juhana Herttuan lukion kanssa koostui kolmesta osasta: nopean toi-
minnan teatterin kurssin suunnittelusta ja ohjauksesta keviilli 2011 ja yh-
teisollisen kisikirjoittamisen kurssin suunnittelusta ja toteutuksesta syksylld
2011. Molemmilla kursseilla opettajana toimi artikkelin kirjoittaja. Kolmas
osa yhteistyostd oli teatteri-ilmaisun ohjaajaopiskelija Hanna Vihiniemen
Huistattelundytelmd eli rakas paska maailma -opinniytetydn harjoitusprosessi
lukuvuonna 2011-2012. Haistattelundytelmdidn ja nopean toiminnan teatterin
kurssille osallistuneita nuoria on haastateltu artikkelia varten.

Artikkelissa kuvaillaan yhteistyon taustoja sekd kurssien lihtokohtia, tavoit-
teita ja prosesseja. Mukana on runsaasti kiytinnon esimerkkeja kursseilla teh-
dyistd harjoitteista sekd nuorten omin sanoin kuvailemia kokemuksia erityi-
sesti Haistattelundytelmdn prosessista. Esityksessd kisiteltiin nuorille tirkeitd ja
ajankohtaisia aiheita, kuten kiusaamista, sukupuoli-identiteettid ja mielenter-
veyttd. Kantavana teemana oli itsensid hyviksyminen. Haastatteluissa nousee
esiin, miten nautinnollisena ja merkittdvini nuoret kokivat teatteriharrastuk-
sen. Lopussa kirjoittaja pohtii taiteen arvoa.
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Me ollaan teineji

Me ollaan niitd, jotka notkuu kaupungilla vihissi vaatteissa

Me ollaan huonosti kiyttiytyvid, dinekkditi, epikobteliaita, rikollisia
Meille vittu ei ole sana vaan vilimerkki

Me ollaan syrjiytyneitd, kilahtaneita, unobdettuja

Me ollaan masentuneita itsemurhakandidaatteja

Me ollaan timéin maan tulevaisuus

(Haistattelundytelmin ensimmadisesti kohtauksesta)

”"NIIN KUIN EI KOSKAAN ENNEN” JA MUITAYHTEISTYON
MAARITELMIA

Esittelen tdssd artikkelissa MIMO-projektissa vuosina 2011-2012 toteutet-
tua yhteisty6td Turun ammattikorkeakoulun ja Juhana Herttuan ilmaisulu-
kion vililla. Artikkeli keskittyy erityisesti Haistattelundytelma eli rakas paska
maailma -esityksen (myoh. Haistattelu) prosessiin. Haistattelu oli teatteri-
ilmaisun ohjaaja Hanna Vihiniemen taiteellinen opinniytetyd, jonka hin
toteutti yhteistyossi Juhana Herttuan lukion opiskelijoiden kanssa. Hais-
tattelun Kisikirjoituksessa oli mukana lukion yhteisllisen kisikirjoittami-
sen kurssilla syntyneitd tekstejd, ja lukiolaiset toimivat energisen esityksen
ndyttelijoind ja muusikkoina. Esityksessd kisiteltiin nuorille tirkeitd ja ajan-
kohtaisia aiheita, kuten kiusaamista, sukupuoli-identiteettid ja mielenter-
veyttd. Kantavana teemana oli itsensd hyviksyminen. Olen haastatellut Ju-
hana Herttuan lukion opiskelijoita, jotka olivat mukana Haistattelun lisiksi
Nopean toiminnan teatterin kurssilla kevailla 2011. Kaikki lainausmerkeiss
olevat sitaatit, joiden perissi ei ole lihdeviitettd, ovat periisin lukiolaisilta.
Toimin kevidseen 2012 asti teatterin pddtoimisena tuntiopettajana Turun
ammattikorkeakoulussa sekd sivutoimisena tuntiopettajana Juhana Herttuan
lukiossa eli tydskentelin molemmissa oppilaitoksissa. Nikokulmani on siten
projektissa toimineen opettajan nikékulma.
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MIMO-projektin puitteissa toteutettu yhteistyd Juhana Herttuan lukion kans-
sa koostui kolmesta osasta: nopean toiminnan teatterin kurssin suunnittelusta
ja ohjauksesta keviilld 2011, yhteiséllisen kisikirjoittamisen kurssin suunnit-
telusta ja toteutuksesta syksylld 2011 seki teatteri-ilmaisun ohjaajaopiskelija
Hanna Vihiniemen Haistattelundytelmdi-opinniytetydprosessista lukuvuonna
2011-2012. Molemmilla kursseilla ohjaajana toimi lisikseni Vihiniemi, jonka
valitsin tyoparikseni teatteri-ilmaisun ohjaajaopiskelijoista. Vihiniemelld oli
mahdollisuus sitoutua yhteistyon kaikkiin kolmeen osa-alueeseen, mutta vield
tirkeampi valintaperuste oli hdnen henkilokohtainen innostuksensa nuorten
kanssa tyoskentelyi kohtaan — tai ehki pitiisi puhua jopa kiihkeydesti.

NKEKE - Niin Kuin Ei Koskaan Ennen on termi, johon Turun AMK:n Tai-
deakatemian teatteri-ilmaisun ohjaajaopinnoissa vililld viitataan. Termi on
saanut alkunsa ohjaaja Eero-Tapio Vuorelta ja esitystaiteilija Julius Elolta, jot-
ka olivat mukana perustamassa Todellisuuden tutkimuskeskusta, kokeellista
esitystaiteen ryhmittymad 2000-luvun alussa Helsingissi. He opettivat Taide-
akatemiassa 2000-luvun alussa. Vaikka termi tuntuu tuoreelta, nien sen poh-
jautuvan 1900-luvun avantgardeliikkeiden pyrkimyksiin. NKEKE-harjoittei-
den tavoitteena on ravistella niitd toimintatapoja ja ajatusmalleja, joihin opis-
kelija tai taiteilija on ehki tiedostamattaankin jumiutunut. NKEKE on hyvi
ohjenuora kaikille luovasta toiminnasta kiinnostuneille. Niin Kuin Ei Koskaan
Ennen tuntuu lipiisevin MIMO-projektin ja Juhana Herttuan lukion kaikki
yhteistyon osat.

MIMO-projektin ja Juhana Herttuan lukion vilinen yhteistyd sijoittuu ko-
konaisuutena lihinni yhteisotaiteen genreen. Yhteisotaidetta on méiritelty eri
tavoin, samoin yhteisGteatteria, ja yhtd kattavaa médritelmai on vaikea loytaa.
Teatteriopettajat Marjo-Riitta Ventola ja Micke Renlund (2005, 12) totea-
vat, ettd yhteisoteatterin kattokategoriana on osallistava teatteri (Participatory
Theatre). Siind pyrkimys on osallistaa katsojia esitystilanteessa. Ohjaaja Pie-
ta Koskenniemi (2007, 11) jakaa osallistamisen pyrkimykset kasvatuksellisiin,
yhteisollisiin tai terapeuttisiin pyrkimyksiin. Osallistavan teatterin rinnalla toi-
nen kattotermi on soveltava teatteri (Applied Theatre) (Ventola & Renlund
2005, 12). Soveltava teatteri on nimensi mulkaisesti teatterin soveltamista eri-
laisiin tarkoituksiin, eiki esitys ole vilttimittd pddmidrini. Juhana Herttuan
lukion kanssa tehdyissd yhteistyoprojekteissa oli sekd osallistavan ettd sovelta-
van teatterin tavoitteita, mutta useimmiten pidmairini oli esitys, esitysmai-
nen demonstraatio tai julkinen kokeilu.
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Pidasiassa kuvataiteen kontekstissa toimiva tutkija-yhteisotaiteilija Lea Kanto-
nen (2005, 50) esittdd, ettd yhteisotaide on “yhdessi tekemisen taidetta, dia-
logia, jossa yhteistyon osapuolet taiteen vilitykselld kiyvit keskustelua jostain
tirkednd pitimistddn aiheesta”. Koskenniemi (2007, 11) myétiilee ja toteaa,
ettd yhteisoteatteri on teatteria, jossa teatteri toimii kollektiivisen keskustelun
vilineeni. Keskustelu oli keskeisessd asemassa kaikissa MIMO-projektin ja Ju-
hana Herttuan lukion projekteissa. Vuorovaikutuksella oli prosessissa keskei-
nen merkitys. Haistattelu sai tydryhmin nuoret keskustelemaan keskendin, ja
toisaalta esitys heritti katsojissa voimakkaita tunteita: katsojat osoittivat suo-
siotaan jokaisessa esityksessd seisoen, miki ei ole tyypillistd suomalaisessa har-
rastajateatterissa.

Teatterin tutkijat Susan C. Haedicke ja Tobin Nellhaus (2001, 3) tismentivit,
ettd yhteisolihtoiset esitykset midrittelevit tekstin uudella tavalla. Perinteinen
ajatus ndytelmaikirjailijasta, joka kirjoittaa niytelmin yksin kammiossaan, on
hyldttivd ja sen sijaan kehitettdvd muita strategioita tekstin kehittelemiseen.
Haistattelussa tekstid tuotettiin yhdessi kirjoittaen ja toiminnallisen dramatur-
gian keinoin seki osallistujaldhtdisesti ettd ohjaajan johdolla erilaisista tehti-
vinannoista improvisoiden tai suunnitellen.

RYHMALAHTOISYYTTA JAVALLAN UUSJAKOA DEVISING-
TEATTERIN HENGESSA

Ammattikorkeakoulujen my6ti Suomessakin on yleistynyt niin sanottu de-
vising-teatteri. Teatteri-ilmaisun ohjaajan opetussuunnitelmissa on tutkinnon
perustamisesta asti kehitetty pitkdjinteisesti vaihtoehtoisia tapoja tehdi teat-
teria. Devising-teatteri nihdddn usein niin sanotun perinteisen teatterin vas-
takohtana, vaikka tillainen kisitteellinen kahtiajako onkin nihtiva oikeastaan
vain ajattelun apuvilineeni. Devising-teatteria méirittelevid tekijoitd on kol-
me. Ensinnikin lihtékohtana esityksen valmistamisessa on useimmiten jokin
muu kuin valmis ndytelmiteksti. Perinteiselld teatterilla tarkoitetaan useim-
miten teatteria, jonka lihtokohtana on niytelmikirjailijan kirjoittama valmis
(aristoteliselle dramaturgialle uskollinen) niytelmiteksti. Ohjaaja ohjaa teks-
tin ndyttelijoille. Devising-teatterin lihtékohta on jotain muuta: se voi olla
tekstikin, mutta useimmiten se on esimerkiksi aihe, paikka, esine, kuva tai lii-
ke — oikeastaan se voi olla mitd tahansa. Valmis niytelmitekstikin on joissain
tapauksissa devising-teatterin mahdollinen lihtokohta, mutta tekstii ei silloin
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harjoitella perinteiselld mallilla esitettdviksi, vaan tekstia muokataan harjoitus-
vaiheessa voimakkaasti. Tekstistd voidaan esimerkiksi kdyttdd vain fragmentte-
ja tai kirjoittaa alkuperiistekstin ”péille” uutta materiaalia.

Toinen devising-teatteria midrittelevi tekija on tydnjako. Prosessissa valta voi
olla perinteisesti pidasiassa ohjaajan kisissi, mutta myos muunlaiset vallanja-
kovaihtoehdot ovat mahdollisia. Yleensd devising-teatterissa tyoryhmin dani
on keskeisessi tai ainakin korostuneessa asemassa, kun tehdain esitykseen liit-
tyvid valintoja. Pddtokset voidaan tehdd ryhmin kesken — tai vaikka arpomal-
la. Yleinen kisitys korostaa kolmanneksi devising-teatterin prosessuaalisuutta,
mutta toisaalta niin sanotun perinteisen teatterinkin tekeminen voidaan nih-
dd prosessina. Devising-teatterin tekijit korostavat yhteistoiminnallisuutta,
vaikka my®os perinteinen teatteri voidaan nihdi yhteistoiminnallisena. Vastak-
kainasettelu perinteisen teatterin ja devising-teatterin vililli onkin mielestini
nihtivi ajattelun apukeinona, ei niinkéin konkretiassa sellaisenaan toteutuva-
na tiukkana jaotteluna.

Juhana Herttuan lukion kanssa tehtyji projekteja yhdistii osallistava tyosken-
telyote. Meilld ohjaajilla oli etukiteen valittuja lihtokohtia, mutta ideoita ke-
hiteltiin lisiksi yhteistyossd nuorten kanssa. Nopean toiminnan teatterin kurs-
silla emme suunnitelleet etukiteen, millaisia interventioita teemme julkisessa
tilassa, vaan ideat syntyivit matkan aikana. Vaikka minulla ja Hanna Vihinie-
melld olikin selked auktoriteettiasema, valtaa pyrittiin my6s jakamaan. Hais-
tattelun nuoret korostivat Vihiniemen kykyi tulla heiddn lihelleen. Ohjaaja
mainittiin haastatteluissa henkiloni, joka oli "isosisko, ditthahmo, paras kave-
1i” ja joka oli “ihmisend samalla tasolla, mutta proggiksessa ylempini”. Nuo-
rille annettiin tilaa toteuttaa omaa luovuuttaan Niin Kuin Ei Koskaan Ennen,
mutta toisaalta luovuudella oli suunta ja rajat ja prosessilla selked ohjaaja.

Nopean toiminnan teatterin kurssin idea syntyi Kajaanissa toimivan ohjaaja
Eino Saaren tyotd seuratessani. Saari kdynnisti Kajaanin Harrastajateatterissa
Nopean toiminnan joukot keviilld 2009. Joukkojen tavoitteena oli tutkia, mi-
ten taide voisi reagoida nopeasti aikaansa. Yleensi teatterin tekeminen vaatii
aikaa, silld esitykset on ensin suunniteltava ja harjoiteltava ennen kuin pads-
tddn varsinaiseen esitysvaiheeseen. Saaren luotsaamien joukkojen ”johtotih-
tind ovat nopea reagointi, ajankohtaisuus, suora toiminta, monitaiteellisuus,
jalkautuminen ja ylldctavit esitykset” (Kajaanin Harrastajateatteri 2012). Kyse
on sellaisesta taiteesta, joka askeltaa avantgarden jalanjiljissd esimerkiksi siind,
ettd perinteiset esitystilat hylitddn ja uusia ndyttdmoitd etsitddn esimerkiksi
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julkisesta tilasta. Nopean toiminnan teatteria méirittdd avantgardelle ominai-
nen asettuminen vallitsevia toimintatapoja vastaan — tai ainakin kyseenalaiste-
taan status quon mielekkyys.

Nopean toiminnan teatterissa yhdistyvit aktivismi ja taide. Aktivistitaide on
tendenssi, joka on ollut nousussa 2000-luvulla. Aktivistitaide etsii usein ritua-
listisia muotoja. Tunnusomaista on, ettd teokset ovat helposti toistettavissa ja
levidvit verkon vilitykselld nopeasti. Esimerkkind mainitsen Whirl-Mart Ri-
tual Resistancen. Siind ryhmi ihmisid tyontidd hitaasti tyhjid ostoskirryjd su-
permarketin kiytivien halki. Ryhmi kiyttdd kulutuksen hallitsemaa tilaa (eli
kauppaa) symbolistiseen, rituaalimaiseen toimintaan, joka poikkeaa tilan al-
kuperiisestd tarkoituksesta. Rituaali toteutettiin ensimmiisen kerran vuonna
2001, ja esitys on levinnyt eri puolille maailmaa. Alkuperiiset tekijit eivit
endd omista teostaan, vaan kyseessd on pikemminkin idea, joka on jaettu ja
joka on alkanut eldd omaa elimdinsi (Whirl-Mart Ritual Resistance 2012).
Aktivistitaiteeseen kuuluu osallistaminen ja dialogisuus: taiteilijan yksinvaltai-
nen osaaminen ei ole endi keskiossd, vaan sen tilalle nousee yhteison keskelld
toimiminen ja vuorovaikutus paikallisten ihmisten kanssa.

Juhana Herttuan lukion nopean toiminnan teatterin kurssilla kiytiin lipi te-
atterihistorian ilmioitd, jotka ovat vaikuttaneet nopean toiminnan teatterin
syntyyn. Nopean toiminnan teatteria tai aktivistitaidetta on tutkittu vasta vi-
hin, mutta yhteis6taiteen taustalla vaikuttaa taiteen tutkija Helena Sederhol-
min (2007, 37-55) mukaan 1900-luvun avantgardeliikkeiden (esim. dadais-
mi, Fluxus, Kansainviliset Situationistit) ohella muun muassa yhteiskunnal-
lisen teatterin isidnd pidetty Bertolt Brecht. Nopean toiminnan teatterin kurs-
sille osallistui 15 nuorta, ja kokoontumisia oli 17 kertaa. Heti ensimmiiselld
kokoontumiskerralla kokeiltiin nopeaa esitysten valmistamisprosessia: aikaa
esityksen valmistamiseen oli ensin kymmenen ja sitten vain viisi minuuttia.
Kannustimme nuoria heti kyseenalaistamaan esityksen kisitteen. Lyhyt val-
misteluaika ja esityksen kisitteen ihmettely tuottivatkin kiinnostavia esityksid,
joissa kiytettiin rakenteina esimerkiksi vuorovaikutusta ja pelid. Helpotimme
prosessia siten, ettd annoimme aiheet valmiiksi. Tehtdvinantoja olivat ”Ydin-
voimaa Turkuun?”, "Homous on sairaus?”, "Lihaton Juhis — pelkkad pupun-
ruokaa kaikille?” (Juhis on lukiolaisten yleisesti kiyttdimi lempinimi Juhana
Herttuan lukiosta) ja "Kaikki rumat kauneusleikkaukseen?” Tarkoituksemme
oli herdttdd ajattelua, siksi valitsimme provosoiviakin lihtokohtia heti ensim-
miiseen tapaamiseen.
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Nopean toiminnan teatterin kurssin yksi lihtokohta oli, ettd opettajilla ei ole
valmiita vastauksia. Tavoitteemme oli rohkaista tarkastelemaan asioita eri ni-
kokulmista — Niin Kuin Ei Koskaan Ennen. Tarjosimme kysymyksid, sytyk-
keitd, keskustelun avauksia. Kurssin alkupuolella tehtivini oli esimerkiksi
“kiyttdd” luokkahuonetta Niin Kuin Ei Koskaan Ennen. Sddntond oli, ettd
ei saa vahingoittaa itsed, muita tai tilaa. Tehtivi koettiin hyvin vapauttavana
— hetken tila kolisi ja rimisi, kun sitd kiytettiin instrumenttina, nuoret pii-
loutuivat verhoihin ja halailivat seinid. Kokeilimme NKEKE4 myos julkisessa
tilassa, koulun ldheiselld aukiolla ja keskustan kivelykadulla. Tehtivi oli hyvin
yksinkertainen: ”Litku NKEKE.” Oman NKEKE-tyylin loytymisen jilkeen
nuoret opettivat muut litkkkumaan omalla tyylillddn, esimerkiksi ”mallikédve-
lylld” ja "whatever”-tyylill3, jota toteuttaessaan piti huudahdella "whatever” ja
tehdi suuria, ylimielisid eleitd. T4mi tyyli sai suuren suosion. Keskustan kive-
lykadulla whatever-kively herdtti huomiota.

Vililld tarjosimme nopean toiminnan teatterin kurssilla my8s valmiita muo-
toja, joiden sisdlld opiskelijat pohtivat omaa maailmankatsomustaan. To-
teutimme Kylttijamir esitystaiteilija Petri Taipaleen innoittamina. Taipale
alkoi kymmenen vuotta teatteritditd tehtydin pohtia teatterin vaikuttamis-
mahdollisuuksia. Teatteritiloissa toimiminen tuntui liian rajoittavalta, joten
hian kehitti vuonna 2005 idean sosiaalisista kylttijameista: "Kylttijameissa
kuljetaan kadulla kantaen kylttid, jossa on kantajalleen tirked viesti, ja ote-
taan sanatonta kontaktia vastaantulijoihin. Kukin kulkee eri puolilla kau-
punkia oman viestinsi kanssa tietden, ettd samaan aikaan muut tekevit sa-
moin.” (Silde 2006, 13.) Muoto muistuttaa siis mielenosoitusta. Kyltin kan-
taja kehollistaa viestin, joka saattaa olla tietoisen poliittinen tai joka ainakin
ymmirretddn helposti nimenomaan poliittiseksi. Erds nopean toiminnan
teatterin nuorista lainasi Zen Café -yhtyeen laulun sanoja ja kirjoitti kylttiin-
sd: ”Sini olet ihminen, muistatko?” Hin kertoi haastattelussa, etti hin koki
kylttijameissa toimineensa itsendin, ei roolissa, kuten teatterissa normaalisti
toimitaan, vaan “jotenkin alasti”.

Viestin merkitys julkisessa tilassa tehostuu, kun sitd kantaa yksityinen ihminen,
keho. On mahdollista, ettid kyltin katsojalle viesti ei jd4 samalle tasolle kuin jul-
kisessa tilassa nakyvit mainokset, kuvat tai muut viestit, vaan siiti tulee henkils-
kohtainen kannanotto, koska sitd kantaa elivd ihminen. Taipaleen mukaan po-
liittisuus on kiinni kehossa: se “liittyy sithen, miten kohtelemme, muokkaamme
ja esitimme kehoamme — kaikki se kertoo kisityksistimme ihmiseni olemisesta”
(Koskenniemi 2007, 109). Kylttijameissa me opettajat annoimme valmiin muo-
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don, jonka nuoret tdyttivit omilla ajatuksillaan ja kehoillaan. Kylttijamit mah-
dollistivat henkilokohtaisen, yksiléllisen tyoskentelyn, mika toi raikasta vaihte-
lua teatterille tyypilliseen ryhmitydn painottumiseen.

Muita tehtdvid olivat esimerkiksi aluevaltaus ja rakkaudentunnustus. Alue-
valtauksessa pieni alue koulun tilasta piti vallata ja julistaa uudeksi alueek-
si. Aurinkopuolueeksi itsedin kutsunut ryhmi vaati valtauksessaan uutta op-
piainetta, aurinkoainetta, koulun lukujirjestykseen. Koulussa vallitsee hyvin
selked jirjestys ja pieni — tosin harmiton — vallitsevan tilanteen testaaminen
aiheuttaa nopeasti reaktioita. Juhana Herttuan ilmaisulukiossa sekd opettajat
ettd oppilaat ovat tottuneet sithen, ettd koulussa saattaa vililld tapahtua him-
mentividkin tapahtumia. Rakkaudentunnustuksessa pienryhmien tehtivini
oli kirjoittaa teksti. Siind piti vuodattaa rakkautta sellaisille asioille tai kohteil-
le, joille ei yleensd tunnusteta rakkautta. Keskusradion kautta rakkausrunot
julkiselle vessalle ja hammastahnalle kaikuivat koko koulun vielle.

KILAHTANEITA TEKSTEJA YHTEISOLLISEN
KASIKIRJOITTAMISEN KURSSILTA

Yksi osa MIMO-projektin ja Juhana Herttuan lukion yhteisty6td oli yhteisolli-
sen kisikirjoittamisen kurssi. Niytelmikirjailijan tydtd pidetddn yleensa yksinii-
send tyond, osin virheellisesti, silld kuuluuhan tydhon usein taustatutkimusta ja
titvistikin vuorovaikutusta muun taiteellisen tydryhmin kanssa. Yleensi kirjoit-
tajat kuitenkin kirjoittavat yksin. Yheeisollisen kisikirjoittamisen kurssin ldhto-
kohta oli kirjoittaa yhdessi. Kurssille osallistui seitsemin nuorta: kolme poikaa
ja neljd tyttéd. Suurimmalla osalla oli harrastustaustaa kirjoittajana, ja kaikilla
oli dramaturgisia perustaitoja, koska he olivat aiemmin kiyneet lukiossa drama-
turgian kurssin. Kurssilla tydskenneltiin tapaamisten ohella verkossa kiyttien
Noodia. Helsingin Kaupunginteatteri ja Metropolia Ammattikorkeakoulu ovat
kehittineet Noodi-tyokalun yhteisolliseen kisikirjoittamiseen. Noodi on verkos-
sa toimiva kisikirjoituspaja, jossa on kattava kokoelma kisikirjoittamiseen liit-
tyvid kisitteitd, ohjeita kirjoitusprosessien vetdjille ja harjoituksia kirjoittajille.
Tirkeintd Noodissa on tekstien ja ideoiden jakaminen.

Kurssin nimend oli ’Oman elimini padhenkiloni”. Tavoitteena oli vahvis-
taa kunkin osallistujan kirjoittajaidentiteettii. Kurssin tavoitteina olivat li-
siksi, ettd opiskelija tutustuu yhteisolliseen kisikirjoittamiseen ja syventdd
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dramaturgian osaamistaan. Konkreettisena tavoitteena oli tuottaa tekstima-
teriaalia Vihdniemen taiteelliseen opinniytetydesitykseen (2012) eli Hais-
tattelundytelmdin. Haastoimme nuoria kirjoittamaan tekstejd henkil®istd ja
tilanteista, jotka olisivat mahdollisuuksien rajoissa. Kurssin alussa luotiin
sadnto, ettd “kahvipdytikeskustelutekstejd” viltetddn, ellei niihin liity eld-
min ja kuoleman kokoisia teemoja. Tavoitteena oli siis keskinkertaisuuden
vilttiminen.

Kirjoittaminen on prosessitydtd, eikd hyvid tekstid synny heti ensimmiisel-
ld luonnostelukerralla. Olimme Vihiniemen kanssa usein kuitenkin hyvin
himmaistyneitd ja ilahtuneita jo limmittelyharjoituksina kirjoitettujen teks-
tien ideoista ja laadusta. Kurssilla tutustuttiin draamakirjallisuuden histo-
riaan, lihinni lyhyiden luentojen johdattamina sekd limmittelyharjoituksil-
la. Aristofaneen komediaan Lysistrate (411 eaa., suom. myds Lemmenlakko)
tutustuttiin Ralf Kénigin sarjakuvan kautta. Tehtivini oli inspiroitua niy-
telmin aiheesta, hahmosta tai repliikisti ja kirjoittaa oma kohtaus. Niytel-
missd Spartan ja Ateenan naiset paittivit olla harrastamatta seksid miestensd
kanssa, koska ovat saaneet tarpeekseen kaupunkien vililld vallitsevasta sodas-
ta. Maailman kenties tunnetuimpaan niytelmikirjailijaan William Shake-
speareen tutustuttiin lukemalla d4neen Romeo ja Julia -niytelmistd kuuluisa
parvekekohtaus, minki jilkeen tehtdvini oli kirjoittaa pastissi eli tyylimu-
kaelma Shakespearen runollista tyylid jiljitellen. Aiheeksi annettiin kielletty
rakkaus. Toista maailmankuulua niytelmikirjailijaa Anton T$ehovia lihestyt-
tiin lukemalla Lokki-ndytelmistd Ninan monologi, jossa hin unelmoi niytte-
lemisesti. Tehtivini oli luoda henkild, joka oli kirjoittajan ikdinen mutta jol-
lain tavalla hyvin erilainen kuin itse on. Henkil6lle piti miettid tilanne, jossa
hin on voimakkaassa tunnetilassa. Tekstin piti kisitelld henkilon intohimois-
ta kutsumusta. Myos suomalainen niytelmikirjailija Minna Canth valittiin
inspiraationlihteeksi. Canthin innoittamina kirjoitettiin kohtaus epitasa-ar-
vosta nuorten maailmassa. Bertolt Brechtin painottamaa vieraannuttamista
kokeiltiin kirjoittamalla kohtaus kuorolle.

Kurssin alkupuolella kiytiin ldpi aristotelisen dramaturgian perusasioita, jois-
ta kaikilla nuorilla oli tietimystid. Kertauksen jilkeen edettiin niin sanotun
uuden dramaturgian tutkimiseen. Koska Vihiniemelld oli jo tuolloin ajatus,
ettd hin haluaa Haistatteluun yhteiskuntakriittistd otetta, kurssilla luettiin ja
analysoitiin Emilia Péyhosen niytelmi Leipdjonoballadi. Yksi uuden drama-
turgian muodoista on toiminnallinen dramaturgia eli tekstin tuottaminen toi-
minnan kautta, niin sanotusti lavalta kisin. Toiminnallinen dramaturgia on
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devising-teatterin tyotapa. Kurssilla tehtiin useita tehtivid, joissa kiytettiin ke-
hoa, esimerkiksi pidettiin improvisoituja puheita ja improvisoitiin henkiloitd
’kuuma tuoli” -harjoitteen avulla.

Tekstejd kirjoitettiin kurssin aikana tunneilla ja verkossa, ja toisten kirjoittamia
tekstejd analysoitiin. Tekstejd, hahmoja ja kohtaloita lainattiin toisilta. Kurssin
loppupuolella jokainen osallistuja otti vastuulleen pidemmin tekstijatkumon
kehittelyn. Lopputuloksena syntyi seitsemin teksti, joita yhdisti ulkopuoli-
suuden teema ja mellakkatilanne. Kokonaisuuden nimeksi valittiin Kilahra-
neet, koska tekstit tuntuivat karheilta, rosoisilta — ja kilahtaneilta. Teksti lu-
ettiin yleisolle avoimessa lukutilaisuudessa, ja Vihiniemi kiytti myShemmin
osaa teksteistd Haistattelussa. Esityksen kisikirjoitukseen paityivit kohtaukset,
jotka kertoivat muun muassa ammattikoulun autopuolella opiskelevasta ho-
mopoika Nuutista, yksindisen Kipan ja kohtalotoveri Rikun ystidvystymisestd
sekd ostoskeskuksessa hengailevan nuorisoporukan mellakoinnista. Haistarte-
lun tekstimateriaali syntyi monin eri tavoin. Kurssilla kirjoitetun tekstin lisiksi
tekstid syntyi erilaisista harjoitteista, joita Vihidniemi teetti nuorilla niytteli-
joilld. Han myos kirjoitti itse tekstid esitykseen.

HAISTATTELUSTA HAETTIIN PUNKIA JA SAATIIN
YMMARRYSTA

Huistattelundiytelmén lihtokohtia olivat punkhenkisyys ja anarkismi; pedagogi-
sena tavoitteena Vihiniemelld oli, ettd esityksen toteutukseen osallistuvat nuoret
alkaisivat ajatella kriittisesti ja aktivoituisivat kansalaisina. Haastattelemani nuo-
ret lihtivit mukaan Haistatteluun eri syistd. Joku lihti mukaan, koska “ei ollu
parempaakaan tekemistd”. Osa tunsi ohjaaja Vihiniemen etukiteen nopean toi-
minnan teatterin kurssilta tai siksi, ettd he olivat olleet aiemmin hinen ohjauk-
sessaan harrastajateatteriproduktiossa. Erds nuori kiinnostui ndytelman markki-
noinnissa kiytetyistd punk- ja anarkismitermeistd. Punkhenkinen esitys kuulosti
erilaiselta kuin mihin hin oli teatterissa tottunut, silli se oli lihelld: "Punkhen-
kistd teatteria — se kuulosti lifan hyviltd ollakseen totta!” Nuorten omien hen-
kilokohtaisten intohimojen, teatterin ja punkin yhdistiminen kiehtoi. Aiempaa
teatterikokemusta nuorilla oli vaihtelevasti. Joillakin kokemusta oli kertynyt 13-
hinni kouluprojekteista, osa oli toiminut harrastajateattereissa. Ohjaajan per-
soonalla oli koko prosessin ajan erittdin suuri merkitys, kuten eris haastatelluista
totesi: “Lihdin mukaan Haban [Hanna Vihiniemen] takia.”
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Teatterin merkitys oli Haistatteluun osallistuneille nuorille suuri. Teatterihar-
rastus koettiin mahdollisuutena toteuttaa omaa itsedin kokonaisvaltaisesti,
koska keho ja mieli ovat molemmat mukana. Kun teatterissa tehddin asioita
omalla keholla ja usein my&s toisten kehojen kanssa, kosketetaan toista fyy-
sisesti, nuorten mukaan on mahdollista tutustua ja ystivystyd nopeammin.
“Teatterissa saa olla oma itsensi’, kuten eris haastatelluista totesi. Lausahdus
on kiinnostava, silld teatteriin sisiltyy olennaisesti roolin kisite eli mahdolli-
suus olla Toinen. Nuorten mukaan on — paradoksaalisesti — helpompaa péis-
td lihemmas itsedidn, kun esittdd jotain toista. Erilaisten roolinottojen myoti
ymmirrys itsestd kasvaa. Teatteri kiinnosti Haistatteluun osallistuneita nuoria,
koska ”sielld saa tehdi tiysilld” ja “normiton kiytos onkin sallittua”. Kouluti-
lanteessa vallitsee nuorten kertoman mukaan jonkinlainen luokkajako, "on ne
coolit ja vihemmin coolit”, mutta teatteriharrastus koettiin paikkana, jossa
tillainen jako rikkoutui. Teatterissa hyviksytddn erilaisuus eikd tuijoteta suku-
puoleen tai ikdan. Kaikki haastattelemani nuoret korostivat sitd, ettd kontaktin
my6td myds ymmirrys erilaisuutta kohtaan kasvoi.

Prosessin alussa nuorilla oli uuteen ryhmiin ja uuteen produktioon liittyvid
tyypillisid ajatuksia: pohdittiin, miten ryhmi tulee muotoutumaan, saako ys-
tdvid tai mitd jos ei pididkdan porukasta. Yhtd lukuun ottamatta kaikki haas-
tattelemani nuoret kuitenkin olivat vakuuttuneita ryhmin toimivuudesta jo
ensimmdisen aloituskerran jilkeen. Nuoret korostivat ryhmissi olemisen mer-
kitystd. Haistattelun ryhmi koettiin turvallisena.

Vihiniemi teetdtti nuorilla henkilokohtaisia — ja ehkd jonkun mielestd ar-
veluttaviakin — harjoitteita, mutta samalla ryhmiin syntyi valtavasti luotta-
musta. Esityksessd kisiteltiin kiusaamista, ja kiusaamisen esittdmistd poh-
justettiin kokonaisvaltaisella harjoitteella. Yksi henkils oli kiusattu, ja muut
muodostivat ringin uhrin ympirille. Kiusaajat alkoivat kiusata ja haukkua
vaikkapa ulkonikod. Heti kiusaamisen jilkeen tehtiin purkava, palauttava
harjoite samalla kaavalla: kiusattu meni ringin keskelle ja muut sanoivat po-
sitiivisia, henkil6kohtaisia asioita. Harjoitetta purettiin vield vapaamuotoi-
semmin keskustellen. Harjoite heritti ajatuksia, silld kiusattavana oleminen
tuntui nuorista luonnollisesti hyvin epiamiellyttivilti. Haastattelemani nuo-
ret arvostivat ohjaajan uskallusta teettdd rankkoja harjoitteita. Henkilokoh-
taiselle ja epdmukavalle tasolle meneminen turvallisessa ilmapiirissd koettiin
lopulta voimauttavaksi.
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Kaikki haastateltavani mainitsivat "kuuma tuoli” -harjoitteen. Harjoitetta teh-
dddn useimmiten roolissa, eli henkilé menee istumaan tuolille ja pyrkii eldy-
tymiin roolihenkil66nsi. Muut kysyvit kysymyksid, ja niyttelijin tehtivd on
reagoida ja vastata kysymyksiin roolihenkiléni. ”Kuuma tuoli” -harjoitetta oli
kiytetty yhteiséllisen kisikirjoittamisen kurssilla roolihenkilditd kehiteltdessi.
Huistattelun nuoret istuivat harjoituksessa tuolille poikkeuksellisesti omana it-
senddn. Muut saivat kysyd kysymyksid maailmankatsomuksesta, elimintavois-
ta ja mielipiteistd. Ohjeena oli, ettd jos jokin kysymys osuu liian arkaan asiaan,
siihen ei tarvitse vastata, mutta toisaalta nuorten mukaan Vihiniemi kannusti
olemaan avoin ja rohkea. "Kuumassa tuolissa” nuoret saivat tilaisuuden paljas-
taa itsestddn asioita ja tulla nikyviksi omana itsenddn. Nuoret korostivat sitd,
ettd harjoitteessa oppi toisten kautta asioita itsestd: “Kuinka suuri illuusio se
on, ettd koulumaailmassa joku on vahvempi kuin toinen. Se on illuusio — kaik-

ki on heikkoja.”

Vihiniemi itse koki prosessin aikana vililli turhautumista ryhmadynaamisiin
harjoitteisiin, kuten niin sanottuihin purkurinkeihin, joissa nuoret kertoivat
kuulumisiaan, silld ne veivit runsaasti aikaa. On kuitenkin selvi, ettd lopputu-
loksen eli onnistuneen esityksen ja ryhmiin syntyneen luottamuksen saavutta-
misessa ryhmii tiivistineet harjoitteet ja keskustelut olivat ehdottomasti viletd-
mittdmid. Erds nuorista totesi: “Kaikki tabut ratkes sielld, ei ollu asioita joista ei
ois voinu puhua.” Pitki ja luottamuksellinen prosessi oli aistittavissa esityksesta.
Vihiniemi loi ammattimaisen, vastuullisen ja samalla inhimillisen ja syddmelli-
sen suhteen nuoriin. On selvii, ettd kun turvallisessa ilmapiirissi jactaan henki-
l6kohtaisia asioita ja yksilo voi olla oman itsensi kokoinen, ryhmi tiivistyy. Nuo-
ret puhuivat kiivaasti sen puolesta, kuinka toisen haavoittuvuuden nikeminen
kasvatti ymmirrystd. Keskustelun mahdollistaminen lieneekin nuorten ryhmien
ohjaajan keskeisimpii tehtdvid teatteri-ilmaisun ohjaamisen lisiksi.

Haistattelundytelmd oli vaikuttava kokonaisuus. Jo esityksen nimestd syntyi
vahva mielikuva siitd, ettd nuorten oma ddni kuuluu esityksessi — Haistattelu-
ndytelmd eli rakas paska maailma ei ole nitin, kiltin tai keski-ikiisen esityksen
nimi, vaan viestii pikemminkin réyhkedsti yhté aikaa vihaa ja rakkautta. Pun-
khenkisyys toteutui siini, ettd esityksestd vélittyi raivokas itse tekemisen mei-
ninki. Nuoret soittivat, lauloivat ja huusivat, vililld niin tehokkaasti, ettd asen-
ne ja energia soivit puheilmaisun selkeyttd. Vihaniemi perusteli huutamista
pedagogisena ratkaisuna. Huutaminen, itsen ilmaisu voimakkaasti oli joillekin
nuorille hyvin vaikeaa. Esityksessd omien rajojen ylittiminen nousi artikulaa-
tiotaitoja tirkedimmaiksi. Mielestini se sopi esityksen punkhenkisyyteen.
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Taidetta ja Haistattelundytelmin genred, sen tyypillisid ominaispiirteitd voi-
daan tietysti yrittdd midritelld. Taide on kisitteend jatkuvasti avoin, eikd mii-
rittely-yrityksilld pitkille padse. Sen sijaan taiteen tehtivien pohtiminen saat-
taa tuottaa kidytint66n helpommin soveltuvia ajatuksia. Taiteen tohtori Teemu
Miki (2009) on esittinyt nelja taiteen mahdollista tehtivii: nautinto, keskus-
telun sytyttdminen, viisauden tavoittelu ja tunne-elimin kehittdiminen. Haas-
tatteluissa tuli koskettavasti ilmi, kuinka nautinnollisena nuoret olivat koke-
neet prosessin. Se, ettd he saivat vaikuttaa lopputulokseen, koettiin tirkedni.
He kokivat omistavansa esityksensi. Devising-teatterin ryhmikeskeisilld ty6ta-
voilla oli suuri vaikutus. Nautinto ei kuitenkaan syntynyt helpoista tai nopeis-
ta asioista, vaan esimerkiksi vaikeiden, henkilokohtaisten asioiden d4ineen lau-
sumisesta tai hankalan kohtauksen suunnitellusta ja pitkijanteisestd harjoitte-
lusta. Mien mukaan nautinto voidaan jakaa karkeasti kahteen nikokulmaan:
toisaalta nautinto voi syntyi eskapismista, todellisuuden pakoilusta, toisaalta
todellisuushakuisuus voi tuottaa nautintoa. Taiteessa molemmat ovat lisni, ja
tilanteen mukaan toinen nikékulma on voitolla (Miki 2009). Haistattelu tar-
josi osallistujille molempia: toisaalta harjoitukset olivat vaihtelua esimerkiksi
koulunkiyntiin, siis jonkinlaista pakoa siitd arjen todellisuudesta, jota marit-
tavit tiukat aikataulut ja suoritusvaatimukset. Toisaalta Vihiniemen vetimit
harjoitteet tarjosivat selkeitd paikkoja itsensd ja toisten kohtaamiseen, suur-
ten kysymysten ddrelld oleiluun ja sitd kautta todellisuuden ymmartimiseen.
Kaikki haastattelemani nuoret puhuivat oman tunne-eliminsi kehittymises-
td: muihin ihmisiin ja omaan itseen suhtauduttiin avoimemmin kuin ennen
Haistattelua.

Nykyiddn on hylitty ajattelu, jonka mukaan taideteos olisi taiteilijan yksipuo-
lista viestintdd taiteen katsojalle tai kokijalle. Ei ajatella, ettd taiteilijan viesti
voisi kulkea sellaisenaan vastaanottajalle, vaan teoksen merkitys syntyy koh-
taamisessa. Taiteilijan tehtdvini ei siis vilttdmittd endd ole viittdd, vaan pi-
kemminkin kysyi tai ihmetelld. Mien (2005, 70) mukaan taiteen tehtivi on
kisitelld vaikeita kysymyksid. Taide kysyy: "Miten eld4?” ja "Miksi eldd?” Maki
(2009) pohtii myds, voiko keskustelua saada aikaan neutraalein keinoin. Hais-
tattelu ei pysynyt neutraalina tai helposti nieltdvind esityksend. Esityksessd oli
vahvoja, kiinnostavia ohjauksellisia valintoja. Esityksen lopussa ollut kohtaus,
jossa Toivo-niminen kouluampuja antaa aseen katsojalle, oli erityisen mielen-
kiintoinen. Toivo pyytdd: "M4 sanon mun viimeiset sanat ja sitten vaan pam,
ammut mut. Okei. T4n mi vaan halusin sanoa: Muuttakaa maailma, se tarvit-
see sitd.” Kouluampuja-kohtaus kyseenalaistaa mielestini teatterin konventioi-
ta: Mitd teatterissa saa tapahtua? Saako katsojalle antaa aseen? Saako katsojaa
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pyytdd osoittamaan aseella? Kohtaus tuntui vaaralliselta, rohkealta ja samalla

perustellulta valinnalta. Taiteen, ja myds nuorten tekemin taiteen, tiytyy saa-
a menna kohti aiheita, jotka herattavac keskustelua ja tunteita.

d kohti aiheita, jotka h keskustelua ja t

Sederholmin (2007, 37) mukaan taiteen tehtdvind on tarjota kokemuksia, joi-
ta ei kontrolloida suunnitelmallisesti. Ohjaaja, ndytelmakirjailija ja Ryhmite-
atterin taiteellinen johtaja Esa Leskinen (2012) puolustaa taiteen hyodytes-
myytta:

Taide ei ole jotain, mitd kulutetaan, etti jaksaisi taas tehdi toitd. Taiteen
pddmdidri ei ole kasvattaa kansantaloutta, kiillottaa Suomi-kuvaa tai tuot-
taa ihmisille hyvéii mielti. laide on radikaalisti jotain muuta kuin se jir-
jen ja hyodyn kenttd, jossa meidin arkimaailmamme sijaitsee. Taiteessa ei
ole mitdiin jarked. laiteesta ei ole mitidn hyotya.

Leskisen mielesti taide on silti "oleellisinta, mitd ihminen voi tehdi”. Leskisen
ajattelua voisi kenties pitdd taiteen mystifiointina, mutta itse ymmirrin, ettd
hin puolustaa taiteen itseisarvon hyviksymista.

Kun haastattelin nuoria, minulle syntyi vahva ja selked tunne siitd, ettd pro-
jektilla oli ollut suuri merkitys. Haistattelusta oli hydtyd. Nuoret mainitsivat
esimerkiksi, ettd he olivat oppineet ilmaisemaan tunteitaan, myds negatiivi-
siksi koettuja tunteita, kuten vihaa tai surua: "On just okei itked.” Haistatte-
lu ja muut Juhana Herttuan lukion kanssa toteutetut projektit ndyttdytyvit
hyodyllisind, MIMO-projektin tavoitteet kirkkaasti saavuttavina prosesseina.
On onnistuttu kehittimddn tapoja nuorten kanssa tehtividn tyohén, ja on
16ydetty — ehkd vastaavanlaisten projektien rahoittajiinkin vetoavia — perus-
teluja tillaisen toiminnan jatkamiseksi. On selvii, ettd teatteriharrastuksesta
on vilillistd rahallista arvoa yhteiskunnassa, kun nuori ei syrjiydy, vaan pysyy
elimissd kiinni. Jokainen Haistattelun osallistuja korosti teatterin merkitystd
elimissi: teatterissa tutustuu toisiin ihmisiin, oppii ymmartimain erilaisuutta
ja saa vilineitd eliminhallintaan.

On siis tehty jotain oleellista. Silti haluan puolustaa taiteen hyodyn “hyodyt-
tomyyttd’, sen jictdmistd taloudellisen mittaamisen ulkopuolelle. Haistattelu-
ndytelmdn prosessia leimasi rohkea ja ennakkoluuloton tapa ajatella ja toimia.
Taiteen tdytyy saada olla kontrolloimatonta, villid ja vapaata toimintaa tissi
rakkaassa paskassa maailmassa.
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TEATTERI-ILMAISU JA TYTTOTYO
OSANA NUOREN IDENTITEETIN
TUTKIMISTA

Marja Susi

ABSTRAKTI

Artikkeli kisittelee teatteri-ilmaisun ja sukupuolisensitiivisen tyotteen mer-
kityksid ja mahdollisuuksia tytdille suunnatussa harrastustoiminnassa osana
nuoren oman identiteetin tutkimista. Havainnollistavana esimerkkini kiyte-
tddn teatteri-ilmaisun opiskelijoiden Anna-Sofia Sysserin ja Vilma Salmen to-
teuttamaa nuorten tyttdjen harrastajateatteriryhmii, joka kokoontui Turun
Tyttdjen Talossa vuonna 2011, sekd ohjaaja Anna-Sofia Sysserin omaa koke-
musta prosessista. Artikkelia varten on haastateltu Sysserin ja Salmen teatte-
rityopajoihin osallistuneita 12—15-vuotiaita tytt6jd heidin kokemuksistaan
sekd Anna-Sofia Sysserid hinen opinniytetydprosessistaan ja harrastajaryh-
mien ohjaamisesta. Kirjoituksessa pohditaan, mitd yhteistd draamatydsken-
telylld ja tyttotyolld saattaisi menetelmillisesti olla nuorten kanssa tydsken-
neltidessd. Kumpikin tyoote hyddyntidd sekd arkisia ettd kulttuurisesti tuttuja
rooleja identiteettitydssd. Miten hyvin nikékulmat tukevat toisiaan, ja miten
sukupuolisuus niyttdytyy pelkistddn tytoille tarkoitetussa ryhmissa? Lahtee-
nd kiytetdin myds Sysserin samasta aiheesta tehtyi kirjallista opinniytetydta.
Teatterin merkitystd osana identiteettityotd sekd yksilon ettd yhteison tasolla
tarkastellaan muun muassa suhteessa Augusto Boalin teatteriteoriaan, yleiseen
draamakasvatuksen perinteeseen sekd voimauttavan taidetyoskentelyn ja tyt-
totydn viitekehykseen.
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TEATTERI-ILMAISUN METODIT ROOLITYON TUKENA

Teatteri-ilmaisun menetelmiin ja harjoitteisiin perustuvassa ryhmiproses-
sissa keskeistd on kokemuksellinen oppiminen. Tyotapa edistdd tavoitteita,
jotka pyrkivit eheyttimdin kokemusta ja tietoisuutta omasta itsesti. Draa-
maharjoitteet mahdollistavat toisen asemaan eldytymisen, omien rajojen ko-
keilemisen ja oman toiminnan ja tunteiden kisittelemisen (Heikkinen 2004,
86). Taidekokemus voi parhaimmillaan muuttaa ja rakentaa uudelleen osal-
listujan ajattelua ja suhtautumista omaan itseen. Kuten taideldhtoisessi tai
taidekasvatuksellisessa tydskentelyssd yleensikin, myos teatterissa taiteen
kieli toimii yhdistdvini tekijini oman persoonan ja kokemusten tarkastelun
sekd yhteisdssi vallitsevien ilmididen vilimaastossa. Kokemuksellisuus tukee
omaa osallisuutta ja haastaa ottamaan kantaa itse kokeillen ja tunnetasolla.

(Toivanen 2007, 123.)

Jokaisella on omassa elimissdin useita henkildkohtaisia arkipdivin rooleja,
joita voidaan kiyttdd materiaalina draamaharjoituksissa. Teatteri-ilmaisun
keinoin henkilokohtaisia kokemuksia voidaan etidnnyttdd ja muokata fiktii-
visten roolihahmojen esitettdviksi. Draamaprosessissa henkilokohtainen voi-
daan tulkita yleiseksi. Roolityoskentelyssd minin ja roolihahmon rajapinnas-
sa syntyy teatterille ominaisia merkityskokonaisuuksia. Roolissa toimiminen
antaa mahdollisuuden toimia sekd omana itseni ettd roolihahmona. Titd voi-
daan kutsua esteettiseksi kahdentumiseksi. (Emt. 2007, 124.) Asioiden tar-
kastelu tehdéddn turvalliseksi tutkimalla rooleja ja kdyttdytymistd fiktiivisessd
ympiristossd, yhteisesti sovitussa tilassa ja yhteisesti sovitulla kielelld. Asiat
ovat ikddn kuin olemassa, ja niitd voidaan kirjistdd tai muokata leikin ja tai-
teen kielen avulla. Osallistava teatteri tarjoaa tilan, jossa asioita voidaan tut-
kia samaan aikaan seki vakavasti etti leikinomaisesti (Korhonen 2007, 112).
Omien kokemusten kisittelemistd voi helpottaa my®os se, ettd toiminta mai-
rittyy taideldhtoisessd tyoskentelyssd esteettisten ja symbolisten sddntdjen ja
merkitysten mukaisesti (Heikkinen 2004, 98). Useat asiat avautuvat uudella
tavalla ja saavat eri merkityksid, kun niitd kisitellddn eri kielelld kuin miti ar-
jessa on totuttu kidyttdmadin.

Teatteri-ilmaisun menetelmit tarjoavat hyvin alustan tutkia seki yksilon ettd
ympiroivin yhteison nikyvid ja piilotettuja arvorakenteita. Esimerkiksi fo-
rum-teatterin ja prosessidraaman yhteydessi kiytettdvit harjoitteet antavat
mahdollisuuden tutkia stereotypioita ja omaa ajattelua ja esittdd kysymyksii.
(Rohd 1998, xvii-xviii.) Augusto Boal (2002, 167, 275) nikee teatterin teke-
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misen erddnlaisena harjoituksena todellisuutta varten. Teatterissa voimme kiy-
did ldpi oikeassa elimissi tapahtuvia asioita ja harjoitella erilaisia suhtautumisia
ja ratkaisuja niitd varten. Draaman avulla voidaan tutkia myds stereotypioita
ja yhteisoissd vallitsevia normeja ja hierarkioita. Tillaisten normien ja erilaisiin
hierarkioihin liittyvien roolien tarkastelu ja niiden kyseenalaistaminen tai pur-
kaminen saattaa olla hyvin vapauttava kokemus osallistujalle (Korhonen 2007,
112). Rooliharjoitteissa voidaan kiyttid esimerkiksi populaarikulttuurista tut-
tuja ilmiditd ja hahmoja ja pohtia niiden merkitystd suhteessa omaan identi-
teettiin. Tuttujen ilmididen, henkilohahmojen ja ikonien kautta voidaan edeti
my6s syvemmille kohti henkilokohtaisempia asioita (Boal 2002, 167). Popu-
laarikulttuurista tutut roolit ovat usein helposti lahestyttivid etenkin nuorille.

Nuoruuteen kehitysvaiheena kuuluu oman identiteetin pohtiminen ja muok-
kautuminen. T4hin liittyy yhtend keskeisend osa-alueena sukupuoli-identi-
teetin kehitys. Sukupuolisuuden teemaan nivoutuvat nuorilla voimakkaas-
ti erilaiset roolit ja roolimallit. Usein erilaisia asenteita, positioita ja tyyle-
ja kokeillaan ja vaihdetaan sekd vertaillaan muihin. Nuoren kiyttdytyminen
saattaa olla ailahtelevaa ja epdvarmaa, mielipiteet voivat olla muilta lainattuja
tai ehdottoman jyrkkii. On vaikea tietdd, millainen pitiisi olla, miltd pitdisi
ndyttdd ja kuinka paljon pitdisi myotdilld toisia. Ennen aikuistumista nuori
voi kokea olevansa tavallaan eri ihminen eri tilanteissa. Pukeutumisesta, tyy-
listd, suhtautumisesta vastakkaiseen sukupuoleen ja omaan itseen keskustel-
laan paljon ja niihin asioihin haetaan vastauksia kuumeisesti. Oma vartalo
muuttuu ja siitd saatetaan kokea myds hipedi. (Sandberg 2009, 141-142.)
Nykykulttuurissa myds korostetaan ehki vield aiempaakin enemmin nuo-
ruuden ihannetta ja kehon palvontaa. Esimerkiksi nuorten omien kuvien kat-
sominen, muokkaaminen ja jakaminen internetissi on tuonut omista rooleis-
ta ja pinnallisesta kehon tarkastelusta entistd julkisempaa ja kritiikille alttiim-
paa (Savolainen 2009, 220).

On tirkedd, ettd nuorilla on mahdollisuus pohtia rooleja myds henkilskoh-
taisena, toisten arvostelusta ja sosiaalisista jdnnitteistd irrotettuna prosessina
tai aikuisen kanssa ohjatusti. Roolien tutkiminen ohjatusti ”puolueettomal-
la” maaperilld draaman parissa voi tarjota nuorelle mahdollisuuden irtautua
turvallisesti ja ottaa etdisyyttd myllerrykseen. Yksi luonteva ympiristd tihin
on nuorille suunnattu tai nuorten kanssa tehtivi teatteri. Oma kehollisuus ja
fyysisyys, jotka ovat ajankohtaisia ja pinnalla nuoren ajattelumaailmassa, ovat
myds teatteriharjoitteissa keskeisesti ldsnd. Draaman avulla roolien tarkastelu
voi auttaa jasentimiin omaa kiytostd, synnyttdd keskustelua omista ja yhtei-
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sistd mielipiteistd sekd tukea oman identiteetin rakentamista (Toivanen 2007,
124). Oman ddnen hyviksyminen ja 16ytiminen on pitki ja voimakas prosessi,
jossa taide voi toimia peilini itselle ja toisille. Taidetydskentely ryhmissd antaa
tilaisuuden omaan tulkintaan toisten kanssa yhdessid pohtien. Ohjaajan tuki
muodostaa tilanteeseen dialogisen katseen. Mahdollisuus omien ajatusten ja
kisitysten kyseenalaistamiseen ja muutokseen tarjoutuu, kun ne jaetaan tois-

ten kanssa. (Korhonen 2007, 113.)

TYTTOTYO JA SUKUPUOLISENSITIIVISYYS

Havainnollistavana esimerkkini tdssd artikkelissa kdytin draamaprosessia, joka
tutki mahdollisuutta kiyttdd rinnakkain sukupuolisensitiivistd tydotetta seki
draamaa pelkistidn tytedjen kanssa tehtivissi teatterissa. Ohjaajien oman ko-
kemuksen mukaan harrastajateatteriryhmissd saatetaan toisintaa sukupuoli-
rooleja hyvinkin perinteiselld tavalla, ja esimerkiksi monet klassikkotekstit si-
siltdvit stereotyyppisid sukupuolirooleja. Niin ollen ohjaajat ajattelivat, ettd
sukupuoleen liittyvien asioiden huomioon ottaminen nuorten ryhmassi voisi
olla perusteltua. Heistd tuntui siltd, ettd sukupuolisensitiivinen ty6ote sopii
hyvin kulkemaan rinnakkain teatterin tekemisen kanssa. (Sysser 2012, 14.)

Sukupuolisensitiivisessi tyttotydssd tavoitteena on purkaa sukupuolittuneita
kiyttdytymismalleja sekd tukea nuorta oman sukupuoli-identiteettinsid poh-
dinnassa (Setlementtinuorten liitto ry 2011). Térkeitd tekijoitd sukupuolisen-
sitiivisen tyttotydn taustalla ovat naistutkimus sekd nais- ja nuorisotutkimuk-
sen piireistd noussut tyttotutkimus. Sukupuolisensitiivinen tyttdtyd toteutuu
usein tyttoryhmissd, joiden toiminta perustuu luottamukselliseen ryhmityos-
kentelyyn. Yleisesti voisi sanoa, ettd sukupuolisensitiivinen tydote edellyt-
tdd harjoittajaltaan seki tietoisuutta ettd odotusten ja asenteiden tydstdmistd
(Honkasalo 2011, 92). On tirkedd miettid, kenen asenteista ja tarpeista lihtien
tyoskennellddn. Joskus tyttdjen mukaan saaminen ryhmiin tai motivaation yl-
lapitiminen saattaa olla vaikeaa. Niin voi olla erityisesti silloin, kun ryhmien
ohjaajien oletukset osallistujien tarpeista eivit kohtaa tyttéjen omien odotus-
ten kanssa. Kisitys siitd, mitd tytot tarvitsevat tai haluavat tehdd ja milli tavalla
toimintaa suunnitellaan, madrittyy tilloin ohjaajien nikékulmasta. Téllaisessa
tilanteessa tytdt voidaan siis mairitelli homogeeniseksi ryhmiksi. Aikuinen
midrittdd, minkilaista “oikea” tyttdys ja naiseus on, eivitki osallistujien mieli-
piteet ja tarpeet tule tdysin kuulluiksi. (Emt. 2011, 212.) Tytt6tyon kehittymi-
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sen taustalla on myos kiytinnén huomio siité, ettd tavanomainen nuorisotyd
useimmiten vetdd puoleensa enemmin poikia kuin tyttdjd (Setlementtinuor-
ten liitto ry 2011). My®6s nuorisotyon traditio tuntuu tukevan enemmin poi-
kien kuin tyttdjen toimintaa (Honkasalo 2011, 107). Ehkd muusta nuoril-
le suunnatusta harrastustoiminnasta poiketen teatteriharrastuksen parissa on
usein enimmikseen tyttdjd. Myos Sysser ja Salmi pohtivat teatteriharrastuksen
tyttovaltaisuuteen liittyvid kysymyksid aloittaessaan ryhmin Turun Tyttdjen
Talossa (Sysser 2012, 15).

TYTTOJEN TALON SUPERTYTOT

Ryhmilihtdinen teatterityd tai prosessidraama on osallistujien tekemai teatte-
ria, jonka tarkoituksena on tutkia jotakin tiettyd elimin ilmioti tai osallistu-
jien omaa elimintilannetta. Tavoitteena on saada osallistujat tyoskentelemdin
yhdessd moniselitteisten asioiden parissa. Tarkoituksena ei ole pyrkii yhteiseen
kisitykseen asioista, vaan paremminkin kannustaa osallistujia huomaamaan,
ettd tulkintoja voi olla monia. Havainto siitd, ettd kukaan ei ole “vairissa’,
saattaa olla osallistujille helpottava kokemus. (Korhonen 2007, 112.) Proses-
sidraamassa tavoitteena ei ole ensisijaisesti tuottaa taiteellisesti korkeatasoista
esitystd vaan pikemminkin saada osallistujat pohtimaan ja luomaan yhdessi
uusia tulkintoja heille tirkeistd aiheista. Myos Turun Tyttojen Talon teatteri-
ryhmissi ohjaajat painottivat enemmin prosessia, tunteita ja oivalluksia, joita
draamaharjoitteiden tekeminen mahdollisti, kuin itse taiteellista lopputulosta.

Teatteri-ilmaisun opiskelijat Anna-Sofia Sysser ja Vilma Salmi tekivit Turun
ammattikorkeakoulun Taideakatemian teatteri-ilmaisun ohjaajan opintoihin-
sa kuuluvan tyoharjoittelujakson Turun Tyttojen Talossa 12—15-vuotiaiden
tyttdjen harrastajateatteriryhmissi. Tyttojen Talo on sosiaalisen nuorisotyon
muoto, 12-28-vuotiaille tytdille tarkoitettu kodinomainen paikka, jossa tyt-
tojd tuetaan kasvamaan itsensi nikdisiksi naisiksi. Tytt6jen Talot Turussa, Hel-
singissd, Tampereella ja Oulussa ovat osa Setlementtiliikettd, ja niissd tehdddn
nuorten sosiaalista hyvinvointia ja osallisuutta edistdvdd nuorisoty6td. Tytto-
jen Talo on Kalliolan Nuoret ry:n rekisteroimi tuotemerkki, ja Tyttdjen Talo
-konseptille on olennaista sukupuolisensitiivinen tyote, ihmisen arvokas koh-
taaminen, naiseutta arvostava ilmapiiri, yhteiséllisyys ja moniammatillisuus.

(Eischer & Tuppurainen 2011, 12-13.)
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Nuorten teatteriryhmin nimeksi annettiin Zj#tdjen teatteri. Ohjaajat asettivat
tavoitteekseen tutkia erityisesti sukupuoliroolien kautta tapahtuvaa tydsken-
telyd draamaprosessissa. Sukupuolisensitiivisyys termini oli ohjaajille tyon al-
kaessa uusi. Milld tavoin pelkistddn tyttojen keskindinen tydskentely vaikut-
taisi teatteriprosessin luonteeseen? Tulisiko esille erityisesti “tyttdjen juttuja’
tai asioita, joita ei sekaryhmissi tuotaisi julki? Kirjallisessa opinndytetyossidn
Sysser (2012, 7) pohtii muun muassa seuraavia kysymyksii:

Miti yhteisii arvoja ja tavoitteita teatteri-ilmaisun ohjaamisella ja suku-
puolisensitiiviselli tyttotyolli on? Millaisia erityispiirteiti tuli vastaan ni-
menomaan tytoisti koostuvassa teatteribarrastusrybmdssd, ja miti ohjaajan
oli syyti ottaa huomioon? Millaista materiaalin ryhmdlibtoinen tuottami-
nen oli tyttorybmdin kanssa — minkdilaisia roolihahmoja he loivat itselleen
Jja mitkdi aiheet tuntuivat tytoille kiinnostavilta?

Prosessi esiteltiin osallistujille tyttdjen juttuna”, mutta tyttonikokulmaa ei
tuputettu tai pakotettu esiin.

Nikokulma [...Jei ollut niin tiedostetru heille kuin meille. (Sysser,
30.8.2012)

Itse ryhmilidhtdinen teatteriprosessi oli pddosassa ja sithen mukautettiin ajat-
telua sukupuolisensitiivisestd tyoskentelytavasta. Ohjaajat eivit halunneet kui-
tenkaan vikisin pitdi ylld tietoista puhetta tyttdjen nikékulmasta.

...v0i olla myos vihin raskasta jos kaikki pitii ajatella sukupuolinikokul-
masta. (Sysser, 30.8.2012)

Ohjaajat pohtivat nimenomaan tyttdjid kohderyhmini esimerkiksi valitessaan
teatteriharjoitteita ryhmille. Perinteisen, kovan fyysisen suorituksen kautta
tehtivin limmittely- tai keskittymisharjoituksen sijaan he saattoivat valita esi-
merkiksi tanssillisia harjoitteita. Tyttotyon ollessa erityisesti nikokulmana se
haluttiin ottaa huomioon myos toiminnan laadussa.

Ei voi vetid sellaista ihan niin kuin perinteistd teatteribarjoittelua. (Sysser,
30.8.2012)
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MONET ROOLIT PROSESSISSA

Esitysten materiaali tuotettiin ryhmalihtdisesti. Ensimmiistd esitystd lihdet-
tiin rakentamaan osallistujien kanssa sovitusti Supertytit-otsikon alla. Ryhmin
tytot saivat pohtia, millaisia haave- tai superrooleja ndytelmin tekeminen heil-
le avaisi. Kuten aiemmin todettiin, teatteri-ilmaisulla voi olla esityksen raken-
tamisen lisiksi muitakin tavoitteita. Salmi ja Sysser olivat pyrkineet siihen,
ettd projekti sisiltdisi myds tiedollisia ja taidollisia tavoitteita, kuten teatte-
rin eri osa-alueisiin tutustumisen, esityksen valmistamiseen liittyvin proses-
sin oppimisen seki itse kokemuksen esityksestd ja esiintymisesti. He nikivit
prosessiin sisidn kirjoitettuna yksilén kasvuun suuntautuvia tavoitteita muun
muassa sitd kautta, ettd tyotapa oli hyvin ihmisliheinen ja kuunteleva ja yh-
tend padmidrini oli nikyviksi tuleminen omana itsenddn teatterin tekemisen
avulla. Myds teatteri-ilmaisun menetelmit nihtiin nuorten eldytymis- ja em-
patiakyvyn kehittymisen tukena. (Sysser 2012, 15.)

Tytot tutkivat roolien kautta omaa identiteettiddn ja tapaansa toimia arkield-
missi. Teatteriprosessin tehtivini oli rakentaa Supertytit-esitys, jota varten jo-
kainen sai luoda "hyvis- ja pahishahmot”. Hahmoilla oli oltava jokin erityisky-
ky. Ohjaajat mahdollistivat ndin nuorten omien roolien tarkastelun fiktiivisesti
luodussa kertomuksessa.

Erityisesti ajattelen nuorten kanssa tissd vaiheessa, ettd oman roolin
rakentaminen on nuorilla kaikkein eniten kesken. Teatteri voisi helpottaa
tissd. (Sysser, 30.8.2012)

Sysser niki "hyvis- ja pahishahmojen” kokeilemisen tirkeinid nimenomaan
siksi, ettd kokeilemalla vastakohtaisia ddripditd oma eldytymis- ja reflektointi-
kyky kehittyy (emt. 2012).

Ehki hieman yllitykseni ohjaajille tuli se, ettd tytot tuntuivat aluksi fyysisesti
estoisilta ja lukkiutuneilta. Ryhmissi ilmaisuun rohkaisemiseen ja uskalluksen
kerddmiseen piti kdyttdd paljon aikaa. Téssd vaiheessa ohjaajat kokivat oman
esimerkkinsi ja roolimallinsa olleen keskeisid kannustimia.

...kun ndytti itse, ettd mind voin mokata. Mind voin olla tybmin nikoi-
nen. Kehon kéyttd ja kehon isosti kiytto on itsestiin selvid, enkd endd itse
tekijind tajua, ettd se voi olla noloa.
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Tuli paljon sellaista, ettd piti tosi robkeasti niyttiid eteen, etti nyt tehddidn
ndin isosti nimd liikkeet, ja etti voi tehdi ruman nikdiisesti tai tyhmdn ni-
koisesti. Ei tarvitse olla nitti tai hyvin nékdinen.

(Sysser, 30.8.2012)

Kauniisti tai kauniina olemisen vaatimus saattaa olla monille tytdille vaikeasti
murrettavissa oleva malli. My®6s ilkednd tai negatiivisena ndyttiytyminen saat-
toi tuntua asialta, joka ei ollut tytdille luontevaa.

En tiedi sanottiinko me sitd, etti on ok ndyttid hassulta, mutta etti
ennemminkin itse mokailee... etti voi nauraa itselleen... (Sysser, 30.8.2012)

Ohjaajat tulivat siis uudella tavalla tietoisiksi siitd, ettd he ovat koko ajan itse
esimerkkeind tytoille. Heiddn piti erityisesti kannustaa tytt6jd olemaan ryh-
missd uudella tavalla "auki”, olemaan rumia, h6lméji, olemaan vilittdimirtd
siitd, ettd he eivit kiyttdydy sovinnaisesti. Tdmin my6ti osallistujat saivatkin
vihitellen rohkeutta ja uskallusta itsensi ilmaisuun (emt. 2012, 19).

Roolien rakentamisen kautta ohjaajat saattoivat tehdd huomioita tyttdjen
omasta identiteetin pohtimisesta. Uusia nikokulmia omiin arkirooleihin 16y-
tyi: joku saattoi kuvailla itseddn kyselyssi hiljaiseksi, vaikka olikin lavalla roh-
kea. Tytot 16ysivit itsestddn eri puolia ja rooleja harrastuksissa, kaveripiirissi,
koulussa ja perheessi. Esityksen tekemisen taustalla kulkeva tavoite yhteyden
luomisesta osallistujien omaan elimiin haluttiin tuoda esille silld, ettd tytot
saisivat rakentaa roolin omista lihtokohdistaan ja niin tehdi nikyviksi heille
itselleen tirkeitd asioita. Tytot toivat improvisaatioharjoituksiin aiheita koulu-
maailmasta seki esimerkiksi elimdnmuutoksista, joita heille tapahtui prosessin
aikana. Myos populaarikulttuurista tutut hahmot, kuten vampyyrit, televisio-
sarjojen hahmot, julkkikset tai kirjojen henkil6t, saattoivat vaikuttaa roolihah-
moihin tai valittuihin tyylilajeihin. (Sysser 2012, 22-23, 26.) Aluksi tytot lih-
tivit tekemdin rooleja, jotka olivat kuvitteellisia ja fiktiivisid, mutta prosessin
kuluessa "palasivat” lihemmis omaa ajatteluaan (Sysser, 30.8.2012).

Osallistava teatteri voi vaikuttaa ulkopuolisesta katsojasta kdmpeldlti tai kes-
keneriiseltd, koska osallistujat tyostivdt materiaalia omista lihtokohdistaan
fragmentaarisesti ja toimien monissa rooleissa niytellen ja kisikirjoittaen sa-
manaikaisesti. Niin heille tarjotaan mahdollisuus olla yhti aikaa joku toinen
kuin arkipdivin elimissdin ja samalla yhdistdd fiktiivisesti omat kokemuksen-
sa toisten kokemuksiin. (Korhonen 2007, 112.) Ti4std syntyy yhdessi kaikkien
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muodostama, merkityksid tdynni oleva esitys, josta myds prosessiin osallistu-
maton voi tunnistaa omaa kokemusmaailmaansa. Ohjaajien kokemuksen mu-
kaan Tystojen teatterissa osallistujille mieleisid olivat harjoitukset, joissa omaa
identiteettiddn sai pohtia ja muodostaa.

Jotkut tytdistd kokivat saaneensa esimerkiksi lisdd rohkeutta puhua omista
mielipiteistddn.

M kylli huomasin, etti mun oli helpompi pubuu sillee vanhemmille suo-
raan tai ma olin niinku rohkeempi, ku mai olin ollur tiilld ryhmiissi.
(Teatteriryhmain osallistunut tyttd, 11.5.2012)

Kysymykseen siitd, kokivatko osallistujat tyttéryhmin hyviksi muodoksi, ty-
tot vastasivat myonteisesti, joskaan he eivit nostaneet erityisesti esiin mitdin
tiettyd seikkaa. Sekaryhmi olisi tuonut paineita ja eri tavalla katseen alla ole-
mista ja todistelua kuin tyttoryhmissi tydskentely.

SUKUPUOLISENSITIIVISEN NAKOKULMAN MERKITYS

Sysser niki tirkedni sen, ettd sukupuolisensitiivistd tydotetta noudattavan oh-
jaajan tulee olla mahdollisimman tietoinen omista ennakkoluuloistaan ja ajat-
telustaan. Samalla pitdd osata antaa tilaa osallistujien omille tulkinnoille.

Etti miti stereotypioita voidaan sukupuoleen liittid yleisesti ja edustaako
itsekin sellaisia ja mahdollisimman tietoisesti subtautuisi sithen sukupuo-
leen.

Etti ei antaisi mitdiin valmiita vastauksia, pyrkisi saamaan osallistujat itse
tietoisiksi. Tirkein on varmaan juuri se, etti saisi ajatuksia liikkeelle.

(Sysser, 30.8.2012)

Kun puhutaan sensitiivisyydestd, viitataan toisen kuuntelemiseen ja dinen an-
tamiseen osallistujalle. Sysserin mielestd on tirkedd, ettd osallistujat ovat itse
padosassa tuottamassa materiaalia.

Uskon, ettii tyttojen mahdollisuus vaikuttaa esityksen syntyyn oli merkittivi
tekijd prosessissa. Se, ettd tyttdjen omat ideat, aihepiirit tai kiinnostuksen
kohteet pddsivit esille, oli tytoille itselleenkin tirkedd. (Sysser 2012, 28.)
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Ryhmiin osallistuneet tytdt eivit ehkd sinidnsi ajatelleet tulevansa tekemiin
ensisijaisesti tyttdteatteria, mutta olivat kuitenkin tietoisia siitd, ettd Tyttdjen
Talo on vain tytoille tarkoitettu tila, jossa tytot tekevit keskeniin asioita. Teat-
teriryhmdd my6s markkinoitiin tyttdjen ikiomana teatterina. Vaikka ohjaajat
eivit alleviivatusti tuoneet esille tyttd- tai sukupuolinikékulmaa, se oli kuiten-
kin jo lihtokohdissa lisni tyoskentelyn alkaessa ja sen kuluessa.

NAKOKULMAT YHDISTYIVAT

Prosessissa mukana olleiden ohjaajien kokemuksen perusteella voidaan ajatel-
la, ettd sukupuolisensitiivisen tydotteen ja teatteri-ilmaisun arvot ovat pitkil-
ti yhteisid ja sopivat kuljetettaviksi rinnakkain. Anna-Sofia Sysser (2012, 29)
toteaa opinniytetydssddn, ettd sukupuoliroolin ja teatteriroolin tarkastelussa
on sen verran yhteisid piirteitd, ettd roolihahmon kautta omaa sukupuoliroo-
liaan voi tutkia arjessakin. Roolihahmon kautta on mahdollista tutkia myds
vastakkaisen sukupuolen esittimistd, mitd tytdt usein ryhmissd halusivatkin
kokeilla. Saattaa olla, ettd titd kautta ymmirrys vastakkaisesta sukupuolesta
voi syventyi ja oman sukupuolen ominaisuuksien rajat tulla esille selkeimmin.
Tytot eivit heidin ikdnsikdin huomioon ottaen ehki itse aktiivisesti osanneet
ilmaista sanoin projektin merkitysti itselleen. Voidaan silti olettaa, ettd he ai-
nakin saivat kokemuksen siitd, ettd omia rooleja voi teatterin avulla ohjatusti
ja turvallisesti purkaa ja ettd ne voi nihdd monella eri tavalla. Roolien yhdessd
monidinisesti pohtiminen sekd kokemusten ja omien tulkintojen jakaminen
antoi heille varmasti eviitd tulkita ja kyseenalaistaa arkipidivin rooleja. Kenties
ryhmi antoi heille my®s entistd parempia edellytyksii eldytyd omissa yhteisois-
sd esiin tuleviin uusiin tai hankaliin tilanteisiin.

Sanat sukupuolirooli ja teatterirooli sopivat oikeastaan luontevasti rinnakkain
tarkasteltaviksi. Teatterissa asioita tyypillisesti kirjistetddn ja dramatisoidaan,
joten stereotypioiden rakentaminen ja rikkominen on teatteriprosessissa jo
luontaisesti valmiina mukana. Tyttojen Talon ryhmissi tutkittiin muun muas-
sa tyttond ja poikana olemista kehollisten harjoitteiden kautta hakemalla roo-
lihahmoille kivelytyylejd ja habitusta. Tytot halusivat myds usein kokeilla ja
esittdd poikarooleja. Lisiksi roolityoskentelyi tehtiin valtakulttuurin tuttujen
hahmojen pohjalta. Se, miten pelkistiin tyttdjen kesken tekeminen vaikut-
ti osallistujiin, koettiin hyvini ldhinni siksi, ettd silloin oli mahdollista pu-
hua tyttdjen kesken ja tyostdd “rauhassa” omia asioita. Sekaryhmissi, jossa
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olisi mukana poikia, voitaisiin varmasti kisitelld jopa samankaltaisia teemoja,
mutta ryhmissd toimiminen toisi vdistimittd mukanaan erilaisen jinnitteen
ja uusia roolien vilisid kdyttdytymismalleja. Sekaryhmissi olisi myds hyvi olla
omaa sukupuolta olevat ohjaajat kummallekin sukupuolelle. Voisiko sukupuo-
lisensitiivisyys toteutua myos ryhmissi, jossa olisi sekd tytt6jd ettd poikia?

Ohjaajalta draamaprosessin toteuttaminen nuorten kanssa edellyttdd kykya
vastavuoroisuuteen ja kuunteluun. Sysser koki, ettd oikeassa olemisen kult-
tuuri tai jyrkkiddn auktoriteettiin perustuva ohjausmentaliteetti eivit sovi ti-
minkaltaiseen ryhmitydskentelyyn. Ohjaajat olivat valmiita kuuntelemaan
nuorten omia tulkintoja ja tekivdt myds havaintoja itsestidn ja omasta kiyt-
tdytymisestddn suhteessa osallistuneisiin tyttéihin. Tami onkin tirked ja yksi
perustava lihtokohta seki teatteri-ilmaisua ettd sukupuolisensitiivisti tydotet-
ta hyodyntivissi toiminnassa nuorten kanssa tyoskenneltdessa.
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