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News from the Editor: FJEM transforms into NJMR

The first issue of the Finnish Journal of Ethnicity and Migra-
tion was launched in December 2006. Since then two to three
issues have been published annually, and, including this one,
altogether eleven journals have seen the light. During the last
six years, FJEM has found its place as a central publication
in the field. The journal has remained loyal to its vision as an
open-access, peer-reviewed journal, and successfully so. As is
often the case in fields where permanent structures are few, it
takes a couple of maneuvers until equilibrium is found. It is
now time for such a transformation and to bring the journal to
the next level.

In the beginning of 2011, FJEM will merge with the Nor-
wegian Journal of Migration Research (Norsk tidsskrift for
migrasjonsforskning), to be published under the name Nordic
Journal of Migration Research. Also the main publisher will
change from the Finnish Society for the Study of Ethnic Rela-
tions and International Migration (Etmu) to Nordic Migra-
tion Research, a network of Nordic researchers in ethnic and
migration studies. The aim with this change is to strengthen

the journal and give Nordic research greater visibility in the
global arena. Etmu remains a key partner in this process.

The first issue of the Nordic Journal of Migration Research
will be published in summer 2011, and be followed by two
more in the autumn. From 2012 onwards, we aim to pub-
lish four issues per year. We are also taking another step to
improve the professionalism of the journal by launching co-
operation with Versita, a publisher specializing in open-access
academic journals. The new Journal will publish high-qual-
ity research in the areas of migration theory and empirically-
oriented analyses of migratory processes, integration policies
and intercultural relations. It will give high priority to Nor-
dic issues and comparative studies of integration in Nordic
and non-Nordic countries. It will occasionally publish guest-
edited Special Issues devoted to particular themes or theoreti-
cal problems.

Tuomas Martikainen
Editor, Finnish Journal of Ethnicity and Migration
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Schooling for Multiculturalism? The (ase of Finland

Nelli Piattoeva

Introduction

This special issue focuses on formal education in the ever-
more diversified and multicultural Finnish context. Multi-
culturalism, in this issue, implies various forms of personal
and societal diversity, from ethnicity to sexual orientation
and socioeconomic background (e.g. Paavola & Talib 2010),
though many contributors limit their perspective to the eth-
nic, linguistic and religious aspects. In addition to such a
descriptive understanding of the term, multiculturalism is per-
ceived as a contested political project of organising and man-
aging diversity, which can serve different and even conflicting
objectives (cf. Huttunen, Loytty & Rastas 2005, Saukkonen
2007). From these perspectives, the school is a central institu-
tion where diversity is both present, in the form of a diverse
student body, and governed, through political decisions, and
pedagogical and discursive practices.

The publication of this thematic issue could not be time-
lier, as the Finnish National Board of Education is currently
in the process of revising the curriculum guidelines for com-
prehensive education. The political and pedagogical discus-
sions underpinning this process will inevitably determine the
meaning of multiculturalism in the future curriculum and how
the multicultural dimension will be implemented in practice.
Thus, from a domestic point of view, it is just the right moment
to look back at what has been done and why, as well as to offer
research-backed perspectives for future paths.

From an international perspective, the Finnish experience
with multicultural education is rather unique. The relative
novelty of immigration coupled with a high degree of ethnic
homogeneity distinguishes Finland from countries like Swe-
den and Germany, or from the ex-colonial powers of Great
Britain, France and Spain. The Finnish comprehensive model
of schooling, based on the ideals of equality and uniformity,
could be perceived as an obstacle to the inclusion of diver-
sity, but also as a fruitful basis for a school system which
seeks unity and the demolition of boundaries between “us’ and
‘them’.

About the articles

An ethnographic study by Silja Rajander and Sirpa Lappal-
ainen, reported in the article “Expectations and Future Pros-
pects: The Language of the Cosmopolitan Child”, addresses
the intersection of the recent neoliberal school policies, which
promote choice, individual responsibility and competition,
and the production of difference and otherness in the con-
text of English-language learning in a Finnish kindergarten
and preschool. English has turned into one of the key com-
petences required for success on the rapidly internationalis-
ing job market. As a result, English proficiency is perceived
as a measure of academic success and a benchmark of a cos-
mopolitan worldview. The writers show that whereas the dis-
courses of internationalism and cosmopolitanism are widely
embraced, the educational provision initiated to promote
international and cosmopolitan skills and attitudes among the
younger generation is surprisingly reserved for children of the
Finnish majority. In other words, children of immigrant ori-
gin, whose everyday lives could be described as inherently
cosmopolitan and international, evident in their transnational
family ties and multilingual practices, are categorised as inca-
pable of reaching high academic standards and eventually pre-
vented from “forging identities that are interpreted as valu-
able”. In this vein, paradoxically, cosmopolitan and interna-
tional discourses participate in the construction of otherness
and lead to further marginalisation and racialisation of chil-
dren of immigrant origin.

Rajander and Lappalainen expose the impact of the recent
neoliberal ideology on the initial task of the comprehensive
school to promote equality, unity and social justice regardless
of students’ social background. The policy of school choice,
which enables parents to select a school outside their home
school district, supports diversification and specialisation
among schools. Schools, on their part, are keen to select stu-
dents with the most promising academic potential. However,
the testing of students for the specialised English classes, doc-
umented in the article, reveals that the selection criteria privi-
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lege children of ethnically Finnish, monolingual origin. There
is a danger that the policy of school choice and introduction
of entrance tests will lead to segregation among schools. This
development could further diminish the possibilities of the
children of immigrants, particularly those from a low socio-
economic background, to reach academic success. It should
be borne in mind that comprehensive school constitutes an
important arena for different worldviews, social backgrounds,
cultures etc. to interact. Thus, the erosion of the comprehen-
sive school, in the long run, might increase the gap between
different population groups, reinforcing old and establishing
new ethnic and socioeconomic divisions.

Language learning is thoroughly examined in Pdivi Jok-
inen’s review “Beginning Literacy of a Finnish Language
Learner in Instruction Preparing for Basic Education”. This
contribution is centred on the acquisition of Finnish language
by immigrant-background students in an increasingly mul-
tilingual and media-centred environment. Schools have to
adjust to both the increasingly diverse linguistic and academic
profile of their students, as well as to the changes in the larger
society, characterised by the growing role of media and the
presence of foreign languages, i.e. English, in the everyday
lives of the majority of students. Jokinen considers literacy as
a situational social practice. Her starting point is that learners
are socialised into certain linguistic, textual, social and cul-
tural meanings in the literacy practices of the school. From this
perspective, one of the main challenges for a Finnish learner
lies in learning to decode the written language simultane-
ously with learning to decode the cultural and symbolic mean-
ings of words and texts. The backgrounds of Finnish learners,
who usually start their school path in Finland in a preparatory
class, vary greatly. In addition to differences in age, and cul-
tural and educational background, students vary with respect
to their literacy skills. While some have already acquired liter-
acy in their native language, or even several languages in use
at home, others come to school without any knowledge of how
to read or write in their native tongue. The studies summarised
by Jokinen illustrate that literacy in one language assists in
acquiring literacy in another language. Thus, the latter group
of students has to cope with the uncertainties caused by immi-
gration along with the tremendous linguistic obstacles faced
in the school context.

In addition to its introduction of the existing national and
international research on literacy acquisition in the 2000’s,
Jokinen’s account raises many interesting questions and prob-
lematises several deep-seated assumptions. For instance,
while the Finnish curriculum for basic education relies on
the assumption that an immigrant-background student has
one native language (mother tongue) and uses Finnish as his/
her second language, Jokinen shows that the linguistic pro-
file of the students is often much more complex. Similarly, the
Finnish authorities still only register one language as mother
tongue, thus ignoring the reality of multicultural and multi-
lingual families. This narrow thinking is at the back of the
current educational arrangement, which provides lessons to
immigrant-background students in their mother tongue and in
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Finnish as a second language. However, mother tongue is not
easy to determine and the outcome will vary depending on the
applied criteria (home language/s, identity, proficiency or fre-
quency). At the same time, Finnish is not automatically a ‘sec-
ond’ language, in order, among all the languages used by the
student, as he/she might operate in several languages at home
and in the transnational family connections, as well as fol-
low English media on a daily basis. In this respect, Jokinen
asks whether the school has acknowledged the complexity of
the linguistic reality of the students and is able and willing to
adjust its teaching contents and pedagogical practices to meet
the needs of its multilingual population.

Saeed Warsame's article “School for All? — Home—School
Cooperation and School Development as Conditions for Sup-
porting Somali Children’s Learning” focuses on the views of
the Somali parents with respect to their children’s education
in Finland. Warsame is a Finnish Somali who conducted inter-
views with Somali families of different social and educational
backgrounds. This kind of insider- and research-based docu-
mentation has been lacking in Finland so far. Warsame’s arti-
cle sheds light on some important methodological and theo-
retical issues. It emphasises the heterogeneity and segmenta-
tion among the Finnish Somali community, which is divided
on the basis of several markers, e.g. clan affiliation, urban
or rural origin, educational background and religiosity (also
Alitolppa-Niitamo 2004). The author’s deconstruction of the
Somali community is important in breaking the ethnic unifor-
mity discourse that the media and even education policy doc-
uments adhere to when discussing matters related to differ-
ent cultural groups and individuals who identify with them.
Warsame shows that the Somali parents’ views on and knowl-
edge about their children’s education vary greatly. The author
points to the crucial impact of the parents’ educational back-
ground, language proficiency and level of integration in work-
ing life on both their knowledge about the Finnish education
system and the success of home—school cooperation. In this
respect, he suggests that better adult education and employ-
ment opportunities for the parents should be regarded as a
means to promote better education and thus social integra-
tion of the future generations, too (see also Kilpi 2010, Mark-
kanen 2010). Explicit attention to factors such as educational
background and unemployment means that the problems can-
not and should not be considered narrowly as consequences of
immigration or a particular cultural or religious background
alone. Neither should the problems of immigrants be blindly
separated from those encountered by the ‘majority’. Recent
studies have revealed strong correlation between the social
status and economic resources available to immigrant fami-
lies and the educational attainment of their children (e.g. Kilpi
2010, Markkanen 2010). These results are on no account lim-
ited to groups of immigrant origin.

Another important insight made by Warsame is that due to
inner heterogeneity and division, school represents an impor-
tant arena for members of the diverse Somali community to
encounter and interact with each other. In other words, it is too
simplistic to view the school as a meeting point of the ‘major-
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ity’ and the ‘minorities’ only. In methodological terms, Wars-
ame touches upon issues related to the collection of the data,
such as moral codes connected to interaction across genders
in interview situations and the potential difficulties of employ-
ing an impersonal questionnaire, which could be regarded by
the research participants as an insult, as well as leave illiterate
respondents out of the sample.

Many themes discussed in Warsame’s article are echoed in
other papers published in this special issue. One such theme
is the various levels of religiosity documented among the stu-
dents and their parents and the consequent differences in the
expectations of the families with regard to the role of reli-
gion and the implementation of religious education in public
schools. As Anna-Leena Riitaoja, Saila Poulter and Arniika
Kuusisto show in their essay “Worldviews and Multicultural
Education in the Finnish Context — A Critical Philosophical
Approach to Theory and Practices”, these discussions are not
limited to the adherents of Islam. The Finnish school system
with its secular Lutheranism — the authors’ term for the pecu-
liar fusion of Lutheran religion and secular humanism — rep-
resents an ambivalent place for confessional Lutherans, athe-
ists and representatives of other religions alike. As the authors
argue, Lutheranism is present in the everyday life of schools in
the celebrations and traditions promoted as part of the nation-
alistic task of public education or the so-called national social-
isation (Paasi 1998) which aims at the transmission of national
culture to the future generations.

The hidden religiosity of Finnish culture is visible to and
questioned by the followers of other religions and secular
worldviews, but is not recognised by the majority of secu-
lar Lutherans. The secular logic of public education is appar-
ent in the non-denominational character of religious educa-
tion available to different religious groups. As also Warsame
points out, some parents are not satisfied with lessons about
their home religion and would like religion to play a more
prominent role in the education of their children. The unques-
tioned dominance of the supposedly neutral secular Lutheran
and liberal worldviews leads to the perception of diverging
religious and non-religious worldviews as ‘other’ and ‘devi-
ant’ and thus further marginalises those who do not belong to
the secular Lutheran mainstream. These circumstances pre-
clude any possibility for the implementation of the so-called
critical multicultural education, which, instead of merely pro-
viding special educational arrangements for the ‘others’, aims
at fostering recognition of the value-basis of one’s own and
others’ worldviews, as well as power hierarchies and social
inequalities associated with or assigned to different world-
views.

At the centre of Riitaoja, Poulter and Kuusisto’s analysis
is a critique of the current definitions of multiculturalism and
multicultural education. Whereas in the prevailing political
and educational discourses the terms are usually interpreted as
co-existence of and special arrangements for mutually exclu-
sive and internally homogeneous ethno-cultural groups, the
authors proclaim that multiculturalism springs, first and fore-
most, from the diverse value-laden ways of perceiving the
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world and how these are accommodated in the educational
reality. These worldviews can be religious or non-religious,
but neither is neutral, value-free or acontextual. One of the
central questions addressed by the authors thus is what plural-
ism or multiculturalism mean in general and in the educational
context in particular. In this essay, the authors only scratch
the surface of this complicated issue. Hopefully, their open-
ing will be taken seriously and explored further by the Finnish
experts and civil servants who currently revise the curriculum
guidelines for comprehensive education.

Hanna Alasuutari and Katri Jokikokko are researchers and
teacher educators, who focus on intercultural learning in gen-
eral and within the initial teacher training in particular. Their
article — “Intercultural Learning as a Precondition for More
Inclusive Society and Schools” — looks at intercultural learn-
ing from a wider socio-political and ethical perspective. Inter-
cultural learning is far from a compact tool box to help a
teacher to face a student from a different cultural background.
Instead, lifelong intercultural learning is based on and aims
at ethical reflection and negotiation, which help to encounter
one’s own and others’ knowledge systems, values, beliefs and
assumptions, and their personal and social roots (see also Rii-
taoja, Poulter & Kuusisto, in this issue, for a similar discus-
sion). The authors state that at the core of intercultural learn-
ing and teaching profession is ethics. However, instead of
adhering to a pre-defined set of ethical rules, Alasuutari and
Jokikokko support the idea of reflexive ethics, which encour-
ages continuous and critical dialogue on ethical issues, and
points to the importance of assuming responsibility for the
implications of one’s ethical choices.

The authors reflect on two central preconditions for inter-
cultural learning — ‘significant others’ and emotionally pow-
erful experiences — suggested by former students of the Inter-
cultural Teacher Education Programme (ITE) programme at
the University of Oulu, Finland. ‘Significant others’ are those
teachers and students whose ideas have sparked the need
to understand and re-evaluate one’s own worldview. In this
respect, intercultural learning is both an individual and col-
lective process. The process is especially fruitful when par-
ticipants come from different backgrounds, ethnicity, socio-
economic status, gender, sexual orientation etc., thus foster-
ing recognition of how multidimensional diversity is. Alasu-
utari and Jokikokko emphasise the importance of a safe envi-
ronment (e.g. a longstanding relationship with a university
instructor), within which self-reflection and collective dia-
logue, but also open conflict, can take place. The environment
is also crucial in supporting the student in cognitive and emo-
tional transformations inflicted by various emotionally power-
ful experiences, such as exchange and study visits or trainee-
ships abroad.

One of the main challenges for intercultural learning is to
ensure that critical reflection and transformation get trans-
lated into actions, as well as to support interculturally ori-
ented teachers in their work in schools after the initial teacher
education. The third challenge that the writers point to is to
ensure that teachers do not equate multiculturalism with mere
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“celebration of diversity” or “encountering the other” in the
classroom. Rather, as critical multicultural education and crit-
ical pedagogy infer, the work of the teacher should become a
means to combat social inequalities in the wider society.

The centrality of ethics in scientific and practical debates
on multiculturalism and education is also examined in Katri
Kuukka's article “Head Teachers’ Leadership in a Multicul-
tural School”. Whereas ethical reflection has always been fun-
damental to education, recent diversification of the student
body has revived three key ethical questions: what is right,
what is just and what one is entitled to. In other words, diver-
sity has made problematic the existing status quo with respect
to the objectives, contents, methods and outcomes of teach-
ing and learning, as well as the nature of school leadership,
as it has further widened the range of interpretations given
to these matters. Kuukka’s article, based on qualitative inter-
views with head teachers, is concerned with the ethical ques-
tions caused by conflicting situations between the student, his/
her parents and the school staff. In these situations, ethics is
strongly intertwined with decision-making and thus the work
of the head teacher in the school.

Kuukka describes various dimensions of ethics to high-
light the complexity of the issue on both a personal and col-
lective level. In brief, head teachers’ ethical leadership is
based on a mixture of professional and personal ethical rules,
which necessitate continuous and conscious reflection. Such
reflection is not always possible in suddenly-arising situations
which often call for an immediate response. Ethical issues are
resolved in a community, and require dialogue among and
commitment on behalf of all parties. In such a context, the
head teacher functions as both a role model for and a mediator
between different ethical positions, value systems and perhaps
even worldviews. Kuukka’s interviews reveal that in conflict-
ing situations head teachers emphasised negotiation, and usu-
ally sought to reach a compromise between all parties. They
also took, as their starting point, the best interest of the stu-
dent. For instance, in conflicts related to special educational
arrangements on religious grounds, head teachers refused to
exempt Muslim students from art classes, arguing that separa-
tion from other students would increase the risk of marginali-
sation. In this respect, head teachers are restricted by and can-
not ignore educational legislation which stipulates obligatory
educational contents.

One of the ethical dimensions studied by Kuukka is critical
ethics, which implies critical evaluation of the existing ethi-
cal order within and outside the school, and realisation that
social inequalities and power hierarchies, often legitimated in
the legal system, infiltrate the school. From the extracts cited
in the article, head teachers appear unwilling to reflect on the
fairness of the system and question the existing societal order
from the perspective of multicultural students. Even though
the interviewed head teachers saw the school as an arena for
the wider integration of immigrant families, referred to the
school as a “school for all” and perceived diversity in a pos-
itive light as wealth and a means for self-development, their
main task seems to be in ensuring the smooth continuation of
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the educational process, without changing the system in any
particularly profound manner. Thus, whereas growing diver-
sity reveals the subjective nature of ethical and moral codes,
reflection and conflict inflicted by multicultural encounters
do not necessarily get translated into action and change (see
also Alasuutari & Jokikokko, in this issue, for a discussion on
reflection and action).

Looking back, looking forward; directions for
pedagogical changes and future research

The question mark in the title of this Editorial indicates the
ambiguity of the processes taking place within the school sys-
tem as a result and in the name of multiculturalism. Rauni
Résdnen (2005) writes that Finnish schools are primar-
ily focused on providing special educational arrangements
for children of immigrant origin, as well as ‘multicultural
events’ and ‘theme days’ typically organised on an extracur-
ricular basis (see also Lappalainen 2003). For the ‘majority’,
the school curriculum emphasises tolerance of the ‘other’,
which further reinforces the borderline between ‘us’ and
‘them’ (Suurpdi 2005). At the same time, recent studies have
shown that the school system is far from renouncing its orig-
inal national socialisation task. For instance, Lappalainen
(2006) has found that the Finnish curriculum guidelines for
pre-school education have re-emphasised the importance of
national Finnish culture. Also Piattoevas (2010, also lectio
praecursoria in this issue) study of citizenship education poli-
cies concludes that the national level still constitutes the core
of other, recently added identity layers (European, global).

As most of the articles in this special issue explicitly and
implicitly suggest, present measures are insufficient and even
counterproductive. To start with, public education should
acknowledge and break away from its nationalistic and eth-
nocentric past, its original task to forge national unity at the
expense of diversity. In order to achieve this, the school should
take multiculturalism as its core philosophy and intercultural
learning as a central cross-curricular teaching approach and a
key learning objective. Such a multicultural school will seek
to ensure that no ideology or worldview acquires a superior
position, provide meaningful educational contents and expe-
riences for an increasingly diverse student body, and present
children and youngsters with opportunities to critically reflect
on their values and beliefs, as well as those of others, in order
to understand how identities are constantly shaped by personal
histories and the wider national and transnational socio-polit-
ical contexts. Such a multicultural school would be an impor-
tant place where prejudice and xenophobia, on the rise in the
past few years, could be addressed and fought.

School and educational institutions more generally do not
exist in a vacuum. Thus, research on multicultural topics in
the school context should inevitably take into account the
impact of the wider education and integration policies, the
social and economic factors which determine the wellbeing
of students and their families, as well as the state of the initial



....................................................................................

and in-service education for teachers and other educational
professionals. In addition, research should avoid ahistoricity,
that is, it should not turn a blind eye to those political pre-
rogatives which have played a crucial role in the rise of, first,
state-controlled public education and, later, the uniform com-
prehensive school. These political projects have dictated the
objectives, contents and methods employed in schools, which
means that recent multicultural initiatives are implanted into
a system in many ways immune or even hostile to multicul-
tural thinking.

Studies in the field of education sciences are often inter-
twined with praxis, which is the reason why most of the arti-
cles in this issue end with normative suggestions. As a guest
editor, I sincerely hope that researchers, education profession-
als and decision-makers will find the articles interesting and
useful in their own everyday work.
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Abstract

Introduction

“Teaching needs to be based on a communitarian conception
of language: belonging to a community and participation in
knowledge are born out of learning to use a language in the
ways of the community. . . Teaching needs to take into con-
sideration that a pupil’s mother tongue is the foundation of
learning: language is both an object of learning and an in-
strument.” (extract from the objectives of Finnish as a Mother
Tongue, National Core Curriculum for Basic Education NBE
2004:23)!

Compared to many OECD countries, Finnish education pol-
icy has traditionally emphasised equal opportunities in edu-
cation (Sahlberg 2007:166). Children of all socioeconomic
backgrounds have had access to more or less similar compre-
hensive schooling (Whitty 2010:37). However, over the past
two decades, education policies related to language learning
in Finland have promulgated the neoliberal view of pupils
as independent, self-responsible choice-makers, while at the
same time seeking to come to terms with internationalisation
and linguistic diversity. As exemplified by the extract above
from the Finnish National Core Curriculum, central argu-

In this article, we explore the ways in which English language learning participates in constructing ex-
pectations of success and failure. Drawing on our ethnographic studies, one of a preschool and one
of a primary school in Finland, we analyse how constructions of nationed, ethnicised differences in-
tersect with the idealisation of particular children as able and confident in English language learning
contexts. In particular, we pay attention to how children, teachers and parents resist and appropriate
categorisations. Our analysis is informed by feminist post-structural theorizing that aims to decon-
struct the discursive practices that shape society and the processes of subjectification.

ments in language learning have included the importance of
language to cultural belonging and to participation in society,
and the importance of fluency in the Finnish language?, and
the definition of language learning as pivotal to all learning,
as “the foundation of learning” (NBE 2004:23). At the same
time, foreign language learning has become positioned as a
central subject, and has been identified as a central means for
responding to competing demands in education. These include
expansion of educational choice®, promotion of tolerance and
intercultural communication skills, and production of active
citizens capable of representing Finland in the international,
rapidly changing competitive fields of economy, politics and
culture. (cf. Harinen 2000:85, Nuolijarvi 2000, Rinne, Kivi-
rauma, Hirvenoja & Simola 2000:38-40) These demands have
favoured English language learning, producing fluency in
English as an indispensable skill and form of educational cap-
ital (cf. Phillipson 1992, see also Aro 2009, Lappalainen &
Rajander 2005).

During the past two decades, educational discourse in Fin-
land has shifted from promoting equality and social justice
to increasingly endorsing individual opportunity and market-
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based thinking in education (cf. Gordon, Lahelma & Beach
2003, Rinne et al. 2000, Rinne, Kivirauma & Simola 2002,
Seppénen 2006). While the official discourse of language
learning in Finland is premised on linguistic rights, individual
choice and increasing intercultural understanding (Rajander
2010), in this paper we look at how under the current neo-
liberal order, educational practices in preschool and primary
school unfold in ways that designate membership in minori-
tised ethnic groups as unfavourable to school success and to
successful participation in foreign language learning. We do
this by providing an analysis of the production of groups dif-
ferentiated by national, class and ‘racial’ categories in the con-
text of language learning in preschool and primary school,
focusing on the transitional stage when children enter primary
school.

The case studies

Our analysis draws on our separate ethnographic studies: one
situated in a primary school with bilingual (Finnish and Eng-
lish) classes, and the other in a Finnish preschool with chil-
dren representing many different nationalities. Our research
contexts are different as regards, for example, how children
came to participate in these educational environments. Every
six-year-old in Finland has the right to attend preschool*, such
as the Birch Park Kindergarten® where one of the case stud-
ies was located. Children participating in the bilingual classes
of the Sunny Lane School — the other research setting — were
selected through entrance tests. Being a ‘multicultural’ pre-
school class and a school with bilingual classes, both cases
adhered to a multicultural agenda that often manifested itself
in questioning the discourses of Finnishness (cf. Lappalainen
2003).6

The Birch Park Kindergarten was located in a district char-
acterised by a large proportion of families with children, and a
relatively large number of immigrant families. Approximately
one in four children in the preschool class came from an immi-
grant background. Income and educational levels were lower
than the city average. However, parents’ educational and pro-
fessional backgrounds varied: some parents were profession-
als, others had completed compulsory schooling and some
were more or less permanently unemployed. The kindergarten
had introduced an English language club for Finnish-speak-
ing children. The initiative for establishing this club had come
from the parents, and it was run by one of the teachers who
had received some special training related to foreign language
learning.

The Sunny Lane School, by comparison, was located in
an affluent district where most parents owned their homes
and had high educational levels. The student body consisted
mostly of ethnic majority pupils, and in the bilingual classes,
internationalism was connected primarily to English-speak-
ing families and ethnic majority pupils who had lived abroad.
Most ethnic minority pupils in the school lived outside the
school district. The introduction of bilingual classes had not
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originally been viewed very positively by the local parents,
some teachers explained, especially as the classes were open
to pupils across the municipality. Pupils were selected for
these classes through entrance tests. With the exception of two
bilingual teachers — minority language and religion teachers
in the Sunny Lane School — the staff in both the Birch Park
Kindergarten and the Sunny Lane School represented the eth-
nic majority.

We spent one school year in our ethnographic fields, col-
lecting a range of data on the official, informal and physical
dimensions of everyday life in preschool and primary school
(cf. Gordon, Holland & Lahelma 2000). We conducted inter-
views and collected written materials such as official docu-
ments, brochures and children’s drawings. We took field notes
of lessons, assemblies and sport activities, and of the cele-
brations, excursions, parents’ evenings and staff meetings
we attended. We spent time hanging around the corridors and
playgrounds, joining in informal activities and discussions
when invited to do so.

After the fieldwork and the process of transcribing the data,
we went through all our material by reading, coding and ana-
lysing different lines of action, similar processes, assumptions
and themes identified in the data. Our perspective was cross-
cultural in the sense that we focused on analogical incidents
in two different educational contexts with the aim of increas-
ing our theoretical understanding through the analysis of cul-
tural variation (cf. Lahelma & Gordon 2010:114). At first our
focus was on identifying, developing and modifying themes,
linkages and connections related to processes of inclusion and
exclusion, but gradually we moved towards a more focused
analysis on the complex ways in which a range of social fac-
tors such as gender, social class, ethnicity and ‘race’ influ-
enced the subject positions made available to and assumed by
research participants.

Our interpretation and analysis are informed by feminist
post-structural theorising that aims to deconstruct the discur-
sive practices that shape society and processes of subjecti-
fication (cf. Davies 1989, 1993, Adams St. Pierre 2000). In
comparison to a humanist account of individuality, post-struc-
tural theorising suggests that individuals are not self-consti-
tutive, they do not “invent themselves”, but are constituted
through shared discourses and social acts (Davies 2006:426-
427). Thus in this article we analyse how different identities
are interpreted and practiced in preschool and primary school.

The connections of cosmopolitanism to
nationality

Thomas Popkewitz (2001, 2003) has introduced the con-
cept of the “cosmopolitan child” to analyse how principles
of universal progress construct particular kinds of children
as being agents and empowered, at the same time constru-
ing ‘others’ as abject, as not embodying the characteristics
required to belong. The concept of the cosmopolitan child
refers to the demands that expect children to grow toward
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global citizenship, and is a scenario of the kind of subjectiv-
ity that is thought appropriate in a situation where the nation-
state’s agency is subordinated to the global economy (ibid.,
Lindblad & Popkewitz 2003:12-13). Children, Lindblad and
Popkewitz write, are categorised on the basis of “personal
traits, dispositions and social and cognitive competencies that
are thought of as necessary for the future” (ibid.:30). This cat-
egorisation functions as a system of reason that, through the
“overlapping networks of people and texts”, fabricates partic-
ular kinds of children as falling within and outside the ‘nor-
mal’ and the ’ideal’ (ibid.:15). Related to this, despite its sup-
posedly global references, the cosmopolitan child is discur-
sively produced within a national imaginary, and the admin-
istration and construction of the cosmopolitan child is har-
nessed to the educational project of raising citizens who are
cosmopolitan in orientation but embody distinctions and dif-
ferentiations that are decidedly national (Popkewitz 2001,
2003). One such distinction is that of language (Popkewitz
2003:52) that serves to differentiate between people on the
basis of their perceived resemblance to idealised notions of
the abilities, skills and linguistic preferences of members of
the ethnic majority (cf. Heller 2002).

As we have argued elsewhere (Lappalainen & Rajander
2005, Rajander 2010), foreign language learning in pre-
school and primary school in Finland favours pupils who are
signified as Finnish. We argue that this is connected to sev-
eral discourses. One is that of Finnishness, which is manifest
in the articulation of the primacy of Finnish culture to edu-
cation in Finland (Lappalainen 2003, Lappalainen & Raja-
nder 2005). Language and formal language education, which
include mother tongue- and foreign language learning, are
thus positioned as instruments for administering and defining
future citizens in the interests of the nation. Another discourse
is that of education as an investment, which is connected to
the shift to neoliberal and market orientated education policy
discourse (cf. Beach, Gordon & Lahelma 2003, Rinne, Kivi-
rauma & Simola 2002) and is reflected in the construction of
certain languages as particularly good to invest in, and in the
notion that some pupils are better equipped than others to par-
ticipate in specialised forms of education. As Beach, Gor-
don and Lahelma (2003) argue, such emphasis on the indi-
vidual reflects neocapitalist concerns for competition and edu-
cational standards that include a focus in educational gover-
nance on the evaluation of achievement.

First encounters: competition and differentiation

The construction of what it means to be a “professional pupil”,
Elina Lahelma and Tuula Gordon (1997) write, begins dur-
ing the first encounters between pupils and teachers in school,
and takes place in different ways in practices associated with
the official, informal and physical levels of school. In our data
the initial stages of school appear as a phase where children
put effort into positioning themselves favorably in relation to
the skills and abilities associated with school. Children’s posi-
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tioning of themselves as able and competent entailed a process
of differentiation, requiring awareness of principles concern-
ing how the ‘good pupil’ is constructed in school, such as an
understanding of which skills have high status in school, and
of the binary logic of good—bad, teacher—pupil (cf. Davies et
al. 2001, Laws & Davies 2000, Salo 2003).

In the Sunny Lane School, children were admitted into
the bilingual classes on the basis of their results in entrance
tests organised by the teachers. These tests incorporated tasks
designed to test children’s skills in Finnish and English, and
most of the children applying for the bilingual first grade had
attended a private English language kindergarten in the munic-
ipality. Before the tests, enrolling children for the entrance
tests of the bilingual classes was, for most parents and teach-
ers, their first encounter with each other. These initial encoun-
ters, as exemplified by the following extracts, often acted as a
site for the definition and appraisal of the identity of the ‘self”
about to commence his/her school career:

The 13th mother to arrive told the school staff, as she walked
to the front of the class where the enrolment papers were, that
“our starting point is to enroll her in the bilingual class”, and
went on to describe how “she has participated in teaching in
English” and that they might be moving abroad in the near
future.

Her daughter, standing next to her mum, speaks up: “My
teacher says I'm the best in our group!”

Kaisa, the teacher sitting next to me, smiles uncertainly.

The mother gives her daughter a smile and says “OK!” and
then continues her conversation with the teacher, asking what
papers she needs to fill in.

From their first days in school, pupils are routinely assessed
by their teachers, despite teachers’ claims to the contrary (cf.
Davies et al. 2001, Kasanen, Rity & Snellman 2003). As sug-
gested by our analysis and as exemplified by this extract, this
process begins before school and children are well aware of
the overall structure of schooling that puts teachers in posi-
tions of knowledge and power (cf. Laws & Davies 2000).
Referring to her kindergarten teacher the daughter’s comment
firmly situates her claim within a school context that privi-
leges teachers’ assessments over pupils’ assessments, and val-
ues specific types of pupils over others (cf. Kenway & Bullen
2003:137-141, Salo 2003). The daughter’s comment can be
seen as an appeal to the ‘one who truly knows’ and who is in
the position to legitimise the claim ‘I’m the best’.

The teacher in the extract above smiles hesitantly. Her
hesitance perhaps reflects her general uncertainty towards
the competitive atmosphere incited by the entrance tests, for
she was a teacher who often lingered in the corridors of the
school, chatting with pupils and teachers, and was described
by parents as “open-hearted”, “warm” and “caring”, for exam-
ple. There is reason to believe that the system of testing chil-
dren for school made her uncomfortable. In discussing the
entrance tests, she avoided using the word ‘tests’, preferring
instead to hand the ‘invitations’ that were printed onto brightly
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coloured paper and wishing the children ‘welcome to our little
school day’. Later, when addressing the parents and children
on the day of the entrance tests, looking at the parents she said:
“Perhaps some of you will not be accepted”. These statements
enact distancing or a refusal to engage with or take responsi-
bility for the introduction of testing and competition as nec-
essary parts of the process of being admitted into bilingual
classes, as producing “what it means to be a child at school —
what behaviours are required to get it right at school — what it
means to be not a child but a ‘pupil’, and preferably a ‘good
pupil’” (Laws & Davies 2000:210, see also Kasanen, Rity &
Snellman 2003).

As a transitory stage from preschool to school, school
enrolment in the Sunny Lane School was a stage during which
parents were frequently reminded and strongly advised of
their responsibilities for their children. The expectation that
pupils take an interest in schooling was also implicit in teach-
ers’ comments to parents, such as “they are ready to be pupils
now, this is a good place to start”, stated after an official ‘Visit
Day’ by a teacher to parents of prospective first-graders. At
the same time, parents were also told that their children “don’t
need to know how to read yet”. The construction of particu-
lar abilities, behaviours and characteristics of pupils-to-be as
favourable to school success were themes teachers preferred
to avoid, yet which were discussed as self-evident features of
schooling by children and their parents:

A mother, father and a daughter, who half-concealed herself
behind her mother's long coat, came to fetch the registration
papers. The mother told Maija, the teacher, that “our child
started English kindergarten one month before preschool and
now she speaks complete sentences! I was really surprised
when I heard her talking complete sentences. Just think, what
wealth! You don 't learn languages like that at this age!”
Maija listened quietly, without commenting, smiling.

The initial stages of school appeared as a phase during which
teachers and parents negotiated between two opposing dis-
courses — of school as an inclusive place, and of particular
dispositions and skills as being valuable in school. Like sev-
eral other ethnic majority parents, this mother’s praise of her
child’s skills, underpinned as it is by a discourse of the desir-
ability of acquiring proficiency in prominent international
languages such as English, establishes her child as having
proved her ability and potential to learn (Block & Cameron
2002, Phillipson 1992). While teachers refrained from simi-
lar emphases and their response to the parents’ descriptions
of their children’s exceptional skills or abilities was often
an uncomfortable silence, the practice of testing children for
bilingual classes made teachers also complicit in the reproduc-
tion of meanings and competitive practices that determined
‘who counts’ as an appropriate pupil in school through their
implementation of the process of selecting pupils. As we dem-
onstrate in the next section, in this process Finnish language
and culture were often positioned as being particularly benefi-
cial to school success.
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Immigrant background as problematic

As Thomas Popkewitz (2003:38) argues, the subject position
of the ideal pupil is constructed within a national imaginary of
cosmopolitanism and the cosmopolitan child. Laura Huttunen
(2002:288-289) has analysed different interpretations of cos-
mopolitanism. According to Huttunen, ideas concerning cul-
tural capital and privilege are often attached to a narrative of
the cosmopolitan person. However, while cosmopolitanism
has been used to refer to intellectuals pleading the cause of
worldwide equality, in everyday speech it often refers to peo-
ple who are at home everywhere, to global citizens. A cosmo-
politan is thus defined in relation to its opposite, the ‘local’,
who is strongly committed to the local community’s ways of
perceiving the world. (ibid.)

In our data, markers of Finnish identity, such as Finnish
language and Evangelical Lutheranism, often appeared as the
norm, and in establishing themselves as professional or ideal
pupils, children in preschool and primary school put effort
into being recognised in relation to such norms (cf. Lappa-
lainen 2003, Lappalainen & Rajander 2005). “Different-ness”
(Lahelma 2004) was often culturally defined by teachers and
children in preschool and in primary school. To speak flu-
ent Finnish was often interpreted as an embodiment of dis-
positions and characteristics favourable to success in school
and Finnish society, also by parents. Teachers applied a dis-
course of linguistic and religious rights and entitlements to
refer to home language and minority religion lessons during
school enrolment. Yet their adoption of this discourse had
limited effect on repositioning minority languages and reli-
gions as ‘normal’, or indeed ‘desirable’. In fact, some minor-
ity parents refused to identify their home language or religion
on the school enrolment forms. Bearing in mind that pupils
were being selected for these classes, one likely interpretation
is that these parents wanted to represent themselves as com-
pliant with the cultural and linguistic norms and expectations
of Finnish schools. Given the school’s expectation that bilin-
gual pupils have good skills in Finnish, it is also likely that
these parents did not interpret the identification of a minority
language as their child’s home language as a wise or advan-
tageous thing to do. As one immigrant father said, “Put Finn-
ish, put Finnish!” in response to the teacher’s question “Would
you like native language lessons for your child?”

In Finland as in most of Europe, English is by far the most
widely taught foreign language in school (Eurydice 2005).
This reflects national interests to build educational capi-
tal and secure economic profit (cf. Block & Cameron 2002,
Phillipson 1992, 1993), as it does individual interests to pur-
sue particular choices in education. In our data, knowledge
of English was constructed as a gateway to increased mobil-
ity and was connected to cosmopolitan identity. This iden-
tity was more readily available to ethnic majority children,
as participation in bilingual classes and in an English club,
introduced in the Birch Park Kindergarten to teach elemen-
tary English through play, favoured ethnic majority children.
In the Sunny Lane School, children with immigrant back-
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grounds often scored considerably lower points in Finnish in
the entrance tests, which lowered their likelihood of being
accepted into the bilingual classes. In the Birch Park Kinder-
garten, participation in the English language club was only
available to native Finnish speakers, regardless of the poten-
tial interest of children with bi- or plurilingual backgrounds,
as the following excerpt from one of the English club ses-
sions demonstrates:

Eeva: My name is Eeva, what is your name?

Riika: Riika.

Eeva continues by asking names. Mei Mei, who does not
belong to the club, hangs around the preschool class, goes
outside but stays near the open door.

Eeva: Please, close the door.

Eeva leads the group in telling their surnames, then she
turns to the club and tells them: There is a song about names.

They sing a ‘name song’.

Eeva: Ok. That was great. (She switches to Finnish) So if
you meet a foreigner sometime, you know how to say “Hello,
Iam” or if you go abroad sometime, if you re going on holi-
day, for example ...

Ella: We visit Tallinn sometimes.

According to Popkewitz (2001, 2003), the fabrication of the
cosmopolitan child functions to govern expectations of suc-
cess and failure and, specifically, of who is expected to suc-
ceed or fail. Particular kinds of pupils are imagined as embody-
ing competencies, abilities and dispositions that are deemed of
value to the nation (ibid.). The exclusion of children with an
immigrant background from the English language club was
argued on the basis that studying English would disturb the
children’s learning of their home-language and the Finnish
language. Children with diagnosed or supposed learning diffi-
culties were also excluded:

After the English club I wondered why Janne didn't partici-
pate in the club. Eeva (the teacher) explained to me that Janne
has enough difficulties in learning and this has been discussed
with his mother.

1 said: I just wondered how the children were selected, do
they volunteer, or?

Eeva continued by telling me: these bilingual children don t
participate.

A paradox was that some children with immigrant back-
grounds had relatives in many European countries such as
Britain. One could argue that knowledge of English would
have had special relevance for them. Yet children who spoke
minority languages at home were excluded from the English
club whether they were fluent Finnish speakers or not. This
exclusion was based on a homogenising discourse which con-
nected belonging to particular linguistic groups to the like-
lihood of difficulties with school-related learning. This was
reflected in how children produced hierarchical divisions in
their peer relations, such as that between ‘whole-day children’
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and ‘half-day children’, as the excerpt below from an English
club session demonstrates:

Eeva: So, then I have four cards here. They are with different
colours. Ella, what colour is it?

Ella: Vihree (Finnish for ‘green’)

Eeva: Its green. (She continues by asking the colours of
other cards)

Eeva: Then you can colour these balloons with yellow stars
... (she explains the same in Finnish)

Eeva (in Finnish): You have learned very fast, nobody has
learned as fast as you have.

Emma (in Finnish): It would take a lot more time for the
‘Whole-day’ children to do it.

In pre- and primary school, the desired subject position con-
structed in educational practices and pursued by children was
that of being knowledgeable and skilled in school subjects.
Emma’s comment illustrates the inner hierarchies at work in
the preschool class. “Whole-day’ children, who spent their
whole day at preschool because their day care was organ-
ised in the same kindergarten, were conceptualised as falling
behind the abilities of the ‘half-day’ children, who participated
in preschool activities for four hours every day, after which
their day care was organised by their families. Incidentally,
‘whole-day’ children often had an immigrant background or
were diagnosed as having learning difficulties or a history as
clients of child welfare.

The discourse commonly propagated by the teachers who
participated in our studies emphasised every child steadily
progressing at an individualised pace from one level of attain-
ment to the next. This liberal, inclusive discourse failed to
reconceptualise, however, the definition of what counts as
‘desirable’ performance in pre- and primary school, and
some children were interpreted as more or less permanently
unable to attain the desired level of school learning, despite
their knowledge and appropriation of dispositions and skills
deemed culturally worthy. This interpretation coincided with
the problematisation of the current policy of integration, as
reflected in Silja’s field notes below:

I walked together with Hanna (a teacher of the ‘Finnish’
class’) to the bus stop. When we were out of the school yard,
Hanna told me she was worried about one of the pupils in her
class, Adiva, who had siblings in the school and “none of them
seem to be doing very well in school”. Hanna continued, tell-
ing me that “I’ve always wondered about when these kinds of
pupils will notice that they re not quite the same as the oth-
er children in their class, now we have this policy of integra-
tion, and all. I wonder to what extent it [integration] is for the
best of the child. Take Adiva’s family, they re all a bit lost in
school, but their mum just goes on about how Farah [Adiva's
sister] will become a doctor and about how ‘Adiva reads all
the time, all the time — I can't stop her from reading, it’s get-
ting on my nerves, she reads everything, what'’s written on ce-
real boxes, the fridge door, everything!’”. Hanna continued:
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“Adiva is one of the slowest readers in my class. Her mum has
visited the school a couple of times, but she doesn't seem to
understand”.

Proficiency in Finnish reading was often mentioned by teach-
ers in the Sunny Lane School as a core skill in school and is
a central determinant in Hanna’s definition of Adiva’s inabil-
ity to perform as a pupil. Adiva’s inability is further under-
scored by her concentrated effort to acquire these skills, which
marks her as a “body out of place” (cf. Skeggs 2004). Integra-
tion, according to Hanna, falsely assumes that all pupils can
cope with the same level of demands that school requires, and
thus at some stage less able pupils are likely to realise their
deviance from ‘normal’ pupils. The implication is that parents,
such as Adiva’s and Farah’s mother, should guide their chil-
dren towards realistic desires concerning their future to avoid
misinterpretations of their abilities and experiences of failure
in the future.

As argued by Skeggs (2004:155), cosmopolitanism is intrin-
sically related to one’s class position. Thus it is fundamentally
concerned with “possessive individualism”, with having access
to and inscribing oneself with cultural resources of exchange
value as defined by the national and global elite (ibid.:157-
162). When cosmopolitanism was constructed in pre- and pri-
mary school, its orientation was extremely Eurocentric. In an
interview Sirpa had with Youssuf, he expressed his impression
that it was forbidden to speak his home language, Somali, at
preschool. This impression was probably based on a misunder-
standing. However, it illustrates that Somali culture was rela-
tively rarely seen in the light of being a resource for children
(see Lappalainen 2008). A similar understanding underpinned
the ways some parents discussed school choice in the Sunny
Lane School. As demonstrated by the following extract from
Silja’s fieldnotes of a Parents’ Evening designed to provide
parents with information on the foreign language options avail-
able at the Sunny Lane School, for some parents school choice
had less to do with the specialisation of the school in different
subjects than it had with an effort to find a school with a more
favourable ethnic composition:

1 sit down on a bench near the back. There is an ethnic ma-
Jority couple sitting in front of me. They turn around to smile
as I slide down behind them. I ask them if they are here for
the ‘school info’ (for next year's first graders’ parents) or for
the ‘language info’ (on the various foreign language options
available). They are here for the latter. I tell them who I am
and why I am here.

The mother tells me they would like to get both their chil-
dren into the same school, their oldest child was in another
school already. She describes her/his school: “There are
something like over thirty nationalities represented in her/his
school and there have been a lot of conflicts between the Finn-
ish children and other children. I guess there will continue to
be problems for as long as their parents don 't know any Finn-
ish. Often religion plays an important role, too, when they set-
tle their matters”.
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I: “So your decision to look into this school wasn't based
on just language choice?”’

Father: “No, no. It doesn't make any difference whether
they learn English or Swedish. . . These things are as clear as
day, if you want to do well and succeed in school. I'm ready
to drive my children to school every day if I have to. Probably
the teachers are better in a school like this, too. They proba-
bly have more teachers applying for jobs in schools like this”.

In this excerpt, the mother and father employ a discourse of
“cultural difference” that focuses on the cultural incompatibil-
ity of “others” to integrate (cf. Lentin 2004) into Finnish soci-
ety. This, they claim, results in conflicts between ‘the Finn-
ish children’ and ‘other children’ in their children’s school,
identifying sameness and otherness through identifiers such
as nationality, language and religion. This ‘us — them’ divi-
sion gains significance through inferences made to pupils’ par-
ents, and it is not just the child but the family that is defined
as needing to adapt®, as reflected in the mother’s suggestion
that the acquisition of Finnish skills by other parents would
possibly resolve the pupils’ inter-group conflicts. The mother
and father interpret immigrant pupils as potentially threaten-
ing the educational success of their children, and identify this
as the reason why they are looking for another school for their
children. “Other” children and their families are constructed
as adding “negative value” (Kenway & Bullen 2003:139) to
schools.

To conclude; the language of the cosmopolitan
child

In preschool and primary school, language learning acts as
a site for categorising children and their families. Teachers,
parents and children participate in this process, which takes
place within a national imaginary that connects different edu-
cational needs, abilities and future prospects to children rep-
resenting different groups in society. Despite the rhetoric of
individual freedom and self-fulfilment present in preschool
and primary school, and despite discourses of cosmopoli-
tanism that underpin foreign language education, our analy-
sis suggests that discourses and educational practices circu-
lating in preschool and primary school rely heavily on ide-
als of Finnishness. This emphasis participates in consolidat-
ing an understanding of the fundamental differences between
linguistically and culturally inscribed groups. While our data
includes instances of teachers taking account of and empha-
sising the positive value of linguistic diversity, the discursive
practices evident during the initial stages of school operated
in relation to minority ethnic pupils, to exempt these pupils in
implicit and explicit ways from academic expectations related
to school and to foreign language learning. The “language of
the cosmopolitan child” in our title thus refers to the pursuit of
language learning as a vehicle to maximise individual educa-
tional opportunity; the idealisation of particular languages and
language learners in preschool and primary school; and the
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identification of particular children for participation in edu-
cational activities associated with cosmopolitanism. While
minority children often endorse cosmopolitan identifications,
we suggest that language learning discourses and practices

Bibliography

Aro, Mari (2009) Speakers and Doers. Polyphony and Agency
in Children's Beliefs about Language Learning, Jyviaskyla:
Jyviskyléd Studies in Humanities 116, University of Jyvis-
kyla. http://urn.fi/URN:ISBN:978-951-39-3532-0

Adams St. Pierre, Elisabeth (2000) ‘Poststructural Feminism
in Education: An Overview’, Qualitative Studies in Edu-
cation 13 (3): 477-515.

Beach, Dennis, Tuula Gordon & Elina Lahelma (2003) (eds.)
Democratic Education: Ethnographic Challenges, Lon-
don: The Tufnell Press.

Block, David & Deborah Cameron (2002) ‘Introduction’,
in David Block & Deborah Cameron (eds.) Globali-
zation and Language Teaching, London & New York:
Routledge.

Davies, Bronwyn (1989) Frogs and Snails and Feminist Tales:
Preschool Children and Gender, Sydney: Allen & Unwin.

Davies, Bronwyn (1993) Shards of Glass: Children Reading
and Writing Beyond Gendered Identities, Sydney: Allen &
Unwin.

Davies, Bronwyn (2006) ‘Subjectification: the Relevance of
Butler’s Analysis for Education’, British Journal of Soci-
ology of Education 27 (4): 425-438.

Davies, Bronwyn, Suzy Dormer, Sue Gannon, Cath Laws,
Sharn Rocco, Hillevi L. Taguchi & Helen McCann (2001)
‘Becoming Schoolgirls: The Ambivalent Project of Sub-
jectification’, Gender & Education 13 (2): 167- 182.

Eurydice (2005) Key Data on Teaching Languages at School
in Europe, Brussels: Eurydice (The Information Network
on Education in Europe).

Goldberg, David (1997) Racial Subjects: Writing on Race in
America, New York & London: Routledge.

Gordon, Tuula, Janet Holland & Elina Lahelma (2000) Mak-
ing Spaces: Citizenship and Difference in Schools, Chip-
penham, Wiltshire: Macmillan Press Ltd.

Gordon, Tuula, Elina Lahelma & Dennis Beach (2003) ‘Intro-
duction. Marketisation of Democratic Education: Eth-
nographic Challenges’, in Dennis Beach, Tuula Gordon
& Elina Lahelma (eds.) Democratic Education. Ethno-
graphic Challenges, London: The Tufnell Press.

Harinen, Paivi (2000) Valmiiseen tulleet. Tutkimus nuoruud-
esta, kansallisuudesta ja kansalaisuudesta, Helsinki: Fin-
nish Association of Youth Research.

Heller, Monica (2002) ‘Globalization and the Commodifica-
tion of Bilingualism in Canada’, in David Block & Deb-
orah Cameron (eds.) Globalization and Language Teach-
ing, London & New York: Routledge.

15

normalise and naturalise the inability of these children to suc-
ceed in preschool and primary school, in effect preventing
minority children from forging identities that are interpreted
as valuable.

Huttunen, Laura (2002) Kotona, maanpaossa, matkalla:
Kodin merkitykset maahanmuuttajien omaeldmdnkerr-
oissa, Helsinki: SKS.

Kasanen, Kati, Hannu Réty & Leila Snellman (2003) ‘Learn-
ing the Class Test’, European Journal of Psychology of
Education XVIII (1): 43-58.

Kenway, Jane & Elizabeth Bullen (2003) Consuming Chil-
dren. Education — Entertainment — Advertising, Maiden-
head, Philadelphia: Open University Press.

Lahelma, Elina & Tuula Gordon (1997) ‘Learning to Be a
‘Professional Pupil”, Educational Research and Evalua-
tion 3 (22): 119-139.

Lahelma, Elina (2004) ‘Tolerance and Understanding? Pupils
and Teachers Reflect on Differences at School’, Educa-
tional Research and Evaluation 10 (1): 3-19.

Lahelma, Elina & Tuula Gordon (2010) ‘Comparative and
Cross-Cultural Ethnography’, in Jaakko Kauko, Risto
Rinne & Heli Kynkéddnniemi (eds.) Restructuring the
Truth of Schooling — Essays on Discursive Practices in the
Sociology and Politics of Education, Jyvaskyla: Finnish
Educational Research Association.

Lappalainen, Sirpa (2003) ‘Celebrating Internationality: Con-
structions of Nationality at Preschool’, in Dennis Beach,
Tuula Gordon & Elina Lahelma (eds.) Democratic Educa-
tion: Ethnographic Challenges, London: The Tufnell Press.

Lappalainen, Sirpa & Silja Rajander (2005) ‘Maailmankansa-
laisia ja muuta véked’, in Reetta Mietola, Elina Lahelma,
Sirpa Lappalainen & Tarja Palmu (eds.) Kohtaamisia kas-
vatuksen ja koulutuksen kentilld, Helsinki: SKS.

Lappalainen, Sirpa (2008) ‘School as ‘Survival Game’: Rep-
resentations of School in Transition from Preschool to Pri-
mary School’, Ethnography and Education 3 (2): 115-127.

Laws, Cath & Bronwyn Davies (2000) ‘Poststructuralist The-
ory in Practice: Working with ‘Behaviorally Disturbed’
Children’, International Journal of Qualitative Studies in
Education 13 (3): 205-222.

Lentin, Alana (2004) ‘Racial States, Anti-Racist Responses:
Picking Holes in ‘Culture’ and ‘Human Rights”, European
Journal of Social Theory 7 (4): 427-443.

Lindblad, Sverker & Thomas Popkewitz (2003) ‘Compara-
tive Ethnography: Fabricating the New Millennium and
Its Exclusions’, in Dennis Beach, Tuula Gordon & Elina
Lahelma (eds.) Democratic Education: Ethnographic
Challenges, London: The Tufnell Press.

NBE (2004) National Core Curriculum for Basic Education,
Helsinki: National Board of Education.



FINNISH JOURNAL OF ETHNICITY AND MIGRATION VOL. 5, NO. 3/2010

........................................................................................................................................................................

Nuolijérvi, Pirkko (2000) Muuttuva maailma ja yksilon kie-
lelliset oikeudet: Tapaus suomi’, Kieliviesti 3/4: 4-11.
Phillipson, Robert (1993) ‘Human Rights and Foreign Lan-
guages’, in Kari Sajavaara, Sauli Takala, Richard D. Lam-
bert & Christine A. Motfit (eds.) National Foreign Lan-
guage Planning: Practices and Prospects, Jyviskyl:

Institute for Educational Research.

Phillipson, Robert (1992) Linguistic Imperialism, Oxford:
Oxford University Press.

Popkewitz, Thomas (2001) ‘Rethinking the Political: Recon-
stituting National Imaginaries and Producing Difference’,
International Journal of Inclusive Education 5 (2/3): 179-
207.

Popkewitz, Thomas (2003) ‘Governing the Child and Ped-
agogicalization of the Parent: a Historical Excursus into
the Present’, in Marianne N. Bloch, Kerstin Holmlund,
Ingeborg Moqvist & Thomas Popkewitz (eds.) Governing
Children, Families and Education. Restructuring the Wel-
fare State, New York: Palgrave.

Rajander, Silja (2010) School and Choice: an Ethnography of
a Primary School with Bilingual Classes, Helsinki: Finn-
ish Educational Research Association.

Rinne, Risto, Joel Kivirauma, Piia Hirvenoja & Hannu Simola
(2000) ‘From Comprehensive School Citizen Towards
Self-Selective Individual’, in Sverker Lindblad & Thomas
Popkewitz (eds.) Public Discourses on Education Govern-
ance and Social Integration and Exclusion: Analyses of
Policy Texts in European Contexts, Uppsala: Uppsala Uni-
versity.

Rinne, Risto, Joel Kivirauma & Hannu Simola (2002) ‘Shoots
of Revisionist Education Policy or Just Slow Readjust-
ment? The Finnish Case of Educational Reconstruction’,
Journal of Education Policy 17 (6): 643-658.

Sahlberg, Pasi (2007) ‘Education Policies for Raising Student
Learning: the Finnish Approach’, Journal of Education
Policy 22 (2): 147-171.

Salo, Ulla-Maija (2003) ‘Becoming a Pupil’, in Dennis Beach,
Tuula Gordon & Elina Lahelma (eds.) Democratic Edu-
cation: Ethnographic Challenges, London: The Tufnell
Press.

Seppédnen, Piia (2006) Kouluvalintapolitiikka perusopetuk-
sessa — suomalaiskaupunkien koulumarkkinat kansain-
vilisessd valossa, Turku: Turku: Finnish Educational
Research Association.

Skeggs, Beverly (2004) Class, Self, Culture, London & New
York: Routledge.

Whitty, George (2010) ‘Matketization and Post-Marketiza-
tion in Contemporary Education Policy’, in Jaakko Kauko,
Risto Rinne & Heli Kynkéddnniemi (eds.) Restructuring
the Truth of Schooling — Essays on Discursive Practices in
the Sociology and Politics of Education, Jyvaskyld: Finn-
ish Educational Research Association.

16

Authors

Silja Rajander

PhD, Researcher

Institute of Behavioural Science
Siltavuorenpenger 20 R

P.O. Box 9

00014 University of Helsinki
tel. +855-12300971

Email: silja.rajander@helsinki.fi

Sirpa Lappalainen

PhD, (title of docent) Post doctoral Researcher
Research Unit of Cultural and Feminist Studies in
Education

Institute of Behavioural Sciences
Siltavuorenpenger 5 A

P.O.Box 9

00014 University of Helsinki

tel. +358-0505851567

Email: sirpa.lappalainen@helsinki.fi

Notes

1
2

Translated by the authors.

Finland is officially a bilingual country and speakers of Finn-
ish and Swedish have equal constitutional rights. Swedish-speak-
ing Finns have a school system of their own and Swedish as a
mother tongue assumes a parallel position to Finnish in the cur-
rent Core Curriculum (NBE 2004). Linguistic minorities such as
Sami, Roma, sign language users and immigrants are addressed
in a separate section of the curriculum. (NBE 2004)

Possibilities of choice have been expanded by diversifying for-
eign language options available to pupils through the introduc-
tion of specialised foreign language programmes and foreign lan-
guage clubs, and through the identification of foreign language
options as one criterion on the basis of which pupils can apply to
schools outside their school district, for example.
Approximately 95 % of children in Finland participate in pre-
school education, which is most often organised in kindergartens
administered by the Ministry of Social Affairs and Health.

This is a pseudonym, like all the names of the research partici-
pants in this article.

Our studies are sub-studies of the research project “Inclusion and
Exclusion in Educational Processes” directed by Professor Elina
Lahelma and funded by the University of Helsinki and the Acad-
emy of Finland.

Teachers, pupils and parents applied the term ‘Finnish classes’ to
those classes in the Sunny Lane School where instruction took
place in Finnish.

This, we suggest, is also related to a general inclination to con-
struct pre/school pupils as still in a process of becoming and thus
as incapable of being ‘really bad’ or ‘racist’, for example. This
was also apparent in inferences made to how “small” or “inno-
cent” primary school children “still are” in the Sunny Lane
School.
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Abstract

dren’s education.

Introduction

This article is based on my Master’s thesis (Warsame 2009)
which examined Somali parents’ views on their children’s
education, multicultural education and integration in Finland.
The results of the study reveal that Somali youth would need
a lot of support in continuing or beginning their educational
paths in a new society. Home—school cooperation and the role
of the parents in supporting their children’s education were
considered essential by the Somali parents interviewed for this
study. However, it is very important to ask how the Somali
minority and the school staff in Finland could cooperate. And
in what ways could the education system take diverse pupils
into account? Thus, the study discusses whether multicultural
education is a mere dream or whether it could be a reality.
This article proposes that both the school and parents play an
important role in home—school cooperation and emphasises
that teachers and parents should aim at mutual encounters and
reciprocity. Both teachers and Somali parents should engage
in a process of lifelong ethical, intercultural learning, if mutual
encounters and reciprocity are the goal.
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This article discusses the challenges and possibilities of home-school cooperation in supporting
the learning of Somali children in Finnish schools. It is based on the author’s Master’s thesis (Wars-
ame 2009) which focused on Somali parents’ views concerning their children’s education and inte-
gration in Finland. The article reflects on the situation of the Somali minority in Finland and discuss-
es the crucial role of teachers and parents in supporting the learning of Somali children. The article
emphasises the importance of home—school cooperation that aims at mutual encounters. The need
for school development and intercultural teacher education is also noted. The final part of the article
shows how the education and employment of Somali parents affect their ability to support their chil-

In this article, I first present the context of the study by
briefly introducing the Somali minority in Finland. I then out-
line the research process and the aims of the research. The
second part of the article examines the crucial role of teach-
ers at school and in school development. The article suggests
that Somali parents would need a lot more support in their
own educational and professional development in order to be
able to support their children accordingly. Finally, I emphasise
the roles and responsibilities of the Somali parents in mutual
encounters, which I perceive as preconditions for successful
home-school cooperation.

The Somali minority in Finland

As a researcher and a Somali, who migrated from Somalia to
Finland in 1990, I have firsthand experience of being a refu-
gee and of the process of acculturation that is always a very
personal one. Migration to a totally different society and com-
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munity causes many challenges. Globalisation, according to
Hudson and Slaughter (2007), refers to a process that wid-
ens the scale of social life, and therefore increasingly involves
processes which operate across borders at multiple scales. The
Somalis living in Finland fit into Hudson and Slaughter’s idea
about globalisation. They are part of many global networks
that widen the scale of social life beyond the national borders.
Somali culture is based on a nomadic life-style — relocation
might take place several times during one’s life, and this con-
tinues in diaspora. However, one faces many challenges when
living in diaspora between many cultures and not necessarily
belonging to any.

Berry (2008:335) points out that in addition to the ini-
tial benefit of examining the concepts of ‘acculturation’ and
‘globalisation’ together, the opportunity now exists to further
explore (both conceptually and empirically) how intercultural
contact can lead to greater interconnectedness across nation-
states and ethno-cultural groups within states, while not inev-
itably leading to cultural loss and psychological assimila-
tion. This kind of intercultural interconnectedness discussed
by Berry (2008) is usually a reality for people living in dias-
pora and it can support the start of becoming a citizen of a
new society. Some might never want to become an integral
part of the new society. Others might integrate quickly, but
tend to lose their position in the Somali community as a result
(see Fangen 2007:78). Identity negotiations (see e.g. Salakka
2005) and intercultural learning (see Alasuutari & Jokikokko
in this issue) are necessary in this process. These processes
might be easier for the Somali children than for their parents.
However, both Somali children and their parents need to be
active agents in the acculturation process in order to succeed
(see e.g. Alitolppa-Niitamo 2004). Somali parents cannot just
maintain, for example, the traditional Somali family structure
in Finland — in a society that is very different from Somali
society (see e.g. Tiilikainen 2003). In the case of the Somali
minority in Finland, successful integration would require hard

Secular
members of
the community

Somali
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work both on the part of the Finnish society and the Somali
community. It is important to recognise the challenges that the
Somali community faces in the process of acculturation and
integration into Finnish society and to discuss the roles of dif-
ferent Somali institutions in this process. The Somali institu-
tions are presented in Figure 1, below.

The Somali community in Finland is not a homogenous
group, as, for example, clan affiliation, gender, rural and urban
background shape individual Somali identity within the com-
munity. One of the most challenging issues that the Finnish
Somali community is facing is the lack of cohesion as a com-
munity (see also Alitolppa-Niitamo 2004). As Figure 1, below,
indicates, the Somali community in Finland is divided into
four subgroups: tribal elders, tribal based associations, reli-
gious group and secular members. Each subgroup is briefly
discussed below.

The tribal elders are active agents. However, their role
in diaspora is limited to organising tribal-based meetings,
spreading tribal news and maintaining the community’s link
to the homeland. According to Bjork (2007:103), the Somalis
who arrived in the early 1990s organised themselves accord-
ing to clan affiliation. The clan elders still play a role in shap-
ing the Somali communities in Finland, even though their role
is no longer very significant!. Traditionally, the duties of the
clan elders include solving domestic problems and inter-clan
conflicts. The social structure among the Somalis in Finland is
changing and therefore clan elders are no longer in control of
their clan members. Hence, clan members have infiltrated into
religious communities and there is a widespread belief that the
clan practice is continuing in the form of religion.

The Somali associations are a direct result of tribal affili-
ation and are based purely on clan membership. The associa-
tions are not transparent or accountable to the Somali commu-
nity. The associations are also used as a clan institution, and
there is no cooperation among different associations. There are
over forty clan-based Somali associations registered in Finland.

Tribal elders

Finnish

community

society

Associations

Figure 1: Somali institutions in Finland (Warsame 2009:28).
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Most members of the Finnish Somali community do not profit
from these associations; only a few individuals who run the
associations derive a benefit. Hassan and Robleh (2004:141)
state that Islam is consolidating its position at present, as peo-
ple turn to the strict Muslim moral code to give them a sense
of direction. In the case of the Somali community in Finland,
the majority feels that the mosque is the institution that could
unite and play an active role in solving community problems.
While I was conducting research interviews with the Somali
parents for my study (Warsame 2009), almost every issue I dis-
cussed with them was related to the mosque. The mosque has
become an institution that cannot be overlooked when dealing
with Somali issues in Finland. However, there is a fear that ele-
ments of extremism may capitalise on this situation and turn
the mosque from a religious institution into a brain-washing
site to promote extremism and anti-integration.

The secular members in Figure 1 are the most progressive
members of the Somali community in Finland. They comprise
the first arrivals — the educated young Somalis who represent
the urban set in Somalia. In Somali society, urban versus rural
identity plays a significant role. Geographical location or ori-
gin (Northern or Southern Somalia) is also an important fac-
tor within the Somali community. People with an urban back-
ground often associate with each other. It is easy for the secu-
lar members of the Somali community to integrate into a new
society, and they usually do not have good relationships with
the other subgroups of the Somali community, as they are
rather neutral in religious and tribal matters. Thus, it is prob-
ably difficult for the secular members to belong to the Somali
community; however, respectful cooperation between differ-
ent institutions within the Somali community could support
the goal of further integration.

School is a place where the Somali community has to
encounter itself and the Finnish mainstream, as all children
between 7 and 16 years of age have to go to school. The edu-
cation sector could provide possibilities for fruitful cooper-
ation between the different parties, if these possibilities are
seriously analysed (Warsame 2009). This approach could sup-
port the education of the Somali pupils in the best possible
way. I argue that it is important to find out what kind of con-
ditions could support more fruitful cooperation and encoun-
ters between the Somali community and the Finnish educa-
tion professionals from the perspective of the Somali parents.
In order to be able to discuss this, it is important to understand
and analyse ‘Somaliness’, including clan structure, language,
traditional and social institutions and the role of religion in
diaspora. It is also important to know about educational devel-
opment in Somalia so as to understand the background of the
parents. I discuss these issues further in my research report
(Warsame 2009:6-21), reflecting on recent research in the area
of Somali studies both internationally and in Finland (see e.g.
Hassan & Robleh 2004, Fox 2000, Manger & Assal 2006,
Degni 2004, Tiilikainen 2003, Alitolppa-Niitamo 2004).

The following section of this article presents the focus of
the research, its methodological approach, data collection and
analysis, and the results of the study.
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The aims of the research and research
methodology

In my earlier study (Warsame 2009), I wanted to find out the
perceptions of Somali parents with respect to their children’s
education in Finland. There have been some previous stud-
ies which focused on the education of the second generation
of Somalis and their wellbeing (e.g. Alitolppa-Niitamo 2004).
However, issues related to adult education, integration, inter-
cultural encounters, home—school cooperation and parents’
views about their children’s education have not been exam-
ined earlier in the Somali context. This is the reason why I
decided to concentrate on how parents perceive their chil-
dren’s education in Finland.

The following research questions guided my study:

What are the Somali parents’ views about the Finnish
education system and Finnish schools?

What are the Somali parents’ views about supporting their
children’s education?

What kind of barriers have the Somali parents
experienced in the Finnish school system?

What kind of changes should be made in Finnish
education from the perspective of the Somali parents?

The perspective adopted in the research was that of the Somali
parents, and the research data was collected by interviewing
them about their views and experiences. This qualitative study
used phenomenography as its methodological approach. The
research aimed at finding out different meanings and ways of
experiencing and perceiving the phenomenon related to edu-
cation and migration from the perspective of the Somali par-
ents in Finland. This provided a way of looking at the collec-
tive human experience of the phenomena holistically, despite
the fact that the same phenomena may be perceived differently
by different people and under different circumstances (Aker-
lind 2005).

A total of eight parents, two from Oulu and six from the Hel-
sinki area (where the vast majority of the Somalis in Finland
live) were interviewed for this study. The criteria for select-
ing the respondents were that they had at least two children
enrolled in Finnish schools and that they had lived in Finland
for a minimum of 5 years. The parents interviewed for this
study belonged to the first generation of immigrants and repre-
sented both genders. In some cases, both parents were present
during the interviews. As the Somali wives cannot meet with
a strange man without the presence of their husband, or sin-
gle mothers without the presence of at least one male relative,
all interviews with female informants were carried out in their
homes. Each of the respondents was interviewed once, and the
interviews lasted between 40 and 90 minutes. The geographi-
cal differences were not considered significant in my data col-
lection and analysis, as the phenomenographic research aims
to explore the range of meanings within the sample group as
a group, as opposed to a range of meanings among individu-
als within the group.
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The interview method was the only possible approach I
considered for collecting the data for my research. Being a
Somali myself, I was aware of the fact that the informants
were most probably going to be cooperative only if they were
approached personally and respected. Sending a questionnaire
by post or by e-mail could have been considered an insult.
It could have also been ineffective, as there could have been
illiterate people among the potential informants. Somali cul-
ture has many taboos, illiteracy being one of the major ones
that people prefer not to discuss openly.

The research interviews were carried out in Somali. The
research data was also transcribed and analysed in Somali. The
quotations used in this article have been translated into Eng-
lish by the author. When analysing the data, I read through all
the interview transcripts in Somali several times. I then coded
the data in order to find relevant meaning units based on my
research questions. I found similarities and differences from
the meaning units that led me to group them into the catego-
ries that include qualitatively different meanings. These activ-
ities constituted the first level of description. Categories of the
first level of description are the following: role of teacher and
teacher education, school as a meeting ground, home—school
cooperation, responses to cultural diversity, religious educa-
tion, functioning bilingualism, family setting, Somali parents’
educational background and employment. The next step in the
data analysis sought to find similarities between the catego-
ries in the first level of description categories and to re-formu-
late them into the second level of description categories which
are school development, responsive curriculum and support-
ing the Somali community in Finland. After that the aim was
to enter the third level description category that the title of
the study describes and to offer a general interpretation of the
entire data set (Warsame 2009:49-50).

The following section of the article discusses the results
of the study. The crucial role of teachers in school develop-
ment is discussed first. Then, the challenges and conditions
for mutual encounters and reciprocity between Somali parents
and Finnish education professionals are outlined. Next, I con-
centrate on the questions whether or not there is education that
is sensitive to diversity in Finnish schools. Supporting Somali
parents’ educational and professional paths is discussed at the
end of the article as a means of supporting Somali pupils in
Finnish schools.

School development: teachers as key actors

Teachers play a key role in school development, along with
the schools’ leadership. Teachers are highly respected in the
Somali society. All parents interviewed for this study expressed
their respect for the teaching profession. However, some of the
respondents have questioned teachers’ ethical responsibility
concerning their children’s education. A respondent in Fam-
ily 7, who is a Somali language teacher and has been working
in this capacity for more than ten years in the Finnish schools,
thinks that the perception of some Finnish teachers is not in

20

line with the ethical code of teachers, especially when work-
ing with children from an immigrant background. The conver-
sation about this issue between the research subject (I) and the
researcher (R) went as follows:

— I I have conflicting feelings about the Finnish teachers.

— R: Could you explain what you mean?

— I You know, I work as a teacher in different schools. 1
watch teachers’ performance from a close distance. I am not
claiming that all the Finnish teachers are the same, I actually
believe that the majority of the Finnish teachers are respon-
sible and hard-working teachers. But there are teachers who
actually harm immigrant children’s progress, they have these
stereotypes about some particular nationalities.

— R: What nationalities are stereotyped?

— I Generally African pupils and particularly the Somali
children. You see, Somalis are the biggest community with Af-
rican background in Finland. Somali children are labelled as
lazy, trouble makers and special-need pupils. This marginal-
isation happens in schools where there are more immigrant
pupils. Sometimes I wonder if the teachers are aware of their
actions. I also wonder if they realise what psychological ef-
fect their stereotyping might have on children’s educational
progress. As a teacher I understand that this profession is full
of stress, but stereotyping and marginalisation should not be
part of a teacher s contribution to education.

Résdnen (2000:171) states that although including all teach-
ers in the process of developing intercultural sensitivity and
studying the professional code of ethics is not easy, it is the
goal to aim for. It is the educators’ responsibility to deal with
these issues, and the practices of marginalisation and ste-
reotyping must not be tolerated. There is a need to set strict
rules to prevent such practices from taking place in the Finn-
ish schools. Teachers’ sensitivity towards diversity and inter-
cultural learning are crucial elements of the teachers’ code
of ethics (see Jokikokko 2005, Ridsdnen 2005a, Alasuutari &
Jokikokko in this issue).

Conditions for mutual encounters and reciprocity
between the Somali parents and the teachers at
Finnish schools

Most of the respondents agreed that the Somali parents can
help teachers overcome challenges in intercultural encounters,
as they entail a “two-way process”. A respondent from Fam-
ily 6 noted that cooperation between the Somali parents and
the school staff requires intercultural competence and mutual
learning:

— I We Somalis like to blame others for our failures. Inter-
cultural communication requires mutual dialogue on both
sides. It is fair to say that as parents, we need to take respon-
sibility for our children’s education. We cannot expect the
school to raise our children, as parents we are responsible for
our children’s social development, control of our childrens
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behaviour, respect for the school rules and teachers. It is al-
so our obligation to maintain good working relationships with
the school and teachers. When parents are active participants
in their children’s education, the school will cooperate and
that cooperation is vital for the success of children’s school-
ing in Finland. I am not denying that the there are fundamen-
tal differences between Somali parents and the school staff in
Finland, but it seems that the parties are not willing to make
concessions. But one factor that I know is that the Somali par-
ents do not have enough knowledge about Finnish culture and
the Finnish education system. Somali parents are physically
present in Finland, but mentally adjusted to the Somali sys-
tem. (Family 6)

Students and teachers sharing the same school may come from
a broad range of cultures and socio-economic backgrounds
(Husu in Talib 2006:85). The Somali children who attend
Finnish schools are part of the change which is shaping Finn-
ish society. Somali parents interviewed in the study pointed
out that when discussing their children’s schooling, teachers
always remind them that in Finland things are done differently
from Somalia and that they have to obey the Finnish system
as long as their children are part of the Finnish system. In this
regard, the Somali parents expect teachers to be cooperative
and open minded. The parents also believe that the teachers
could help to prevent children from dropping out of school by
recognising individuals with learning difficulties in classroom
situations. Early intervention by teachers was one of the issues
suggested by the Somali parents when children lose interest
in school.

Teachers’ communication skills are essential in opening up
the communication channels in the cooperation between the
school and home. According to the National Core Curricu-
lum (NBE 2004:17), the learning environment must support
interaction between the teacher and the pupil, and among the
pupils themselves. It must promote dialogue and guide the
pupils in working as members of a group. The majority of the
respondents in this study felt that teachers’ cooperation skills
are at the centre of their children’s education in Finland. Cul-
tural influences can be found in interactional or communica-
tion styles, i.e. the ways individuals interact with one another
and the message they send intentionally or unintentionally in
their communications. Clayton (2003:99) states that speak-
ing reveals how we view ourselves and our relationship to
the person with whom we speak. This also shapes our inter-
actions with others. Most of the respondents in this study
reported that they were in a regular contact with the teachers
of their children. However, not all of the respondents were
able to communicate with the teachers properly. Respondents
able to communicate in either Finnish or English were in con-
stant contact with their children’s teacher. Those with little
knowledge of either Finnish or English had limited contact
with their children’s teachers. When I asked parents about
their relationship with the school staff, the responses varied
and mainly depended on the parents’ linguistic proficiency
and education.
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I do not intend to overemphasise the role of the respon-
dents’ educational background, but it does constitute an impor-
tant factor which contributes to communication between par-
ents and teachers. All of the respondents who had attained an
education in their home country or in Finland and can commu-
nicate in either Finnish or English had received enough infor-
mation about the educational progress of their children. The
following quotations are from the respondent in Family 3 who
had completed secondary education in Somalia and a respon-
dent in Family 5 who had completed a university degree in
Finland. The difference in how parents communicate with
their children’s teachers is clear.

— R: Do you receive enough information from the school or
teachers concerning your children s education progress?

— I Receiving adequate information depends on the way
teacher and parents communicate. In our case, teachers are
very kind to us and are willing to communicate, but the prob-
lem is the language. When we have a meeting with the school,
all the parties have to rely on interpretation. Sometimes it is
not possible to find a Somali interpreter, and therefore we have
to communicate through the little Finnish language that we
know. (Family 3)

Language is an important tool for communication. A respon-
dent from Family 5 agreed that without the knowledge of other
languages, parents will struggle to get hold of enough infor-
mation about their children’s educational progress in Finland.

— I The education system in Finland is clear. If the parents
know Finnish or at least English, it is easier to follow their
children’s educational progress from Ist grade to grade 9. 1
personally receive enough information concerning my chil-
dren’s education progress. I have established a good working
relationship with the teachers, I even contact teachers by e-
mail. Sometimes I make surprise visits to school and witness
myself how things are functioning. There are very few situa-
tions where we have misunderstandings between our family
and the school. (Family 5)

Educating for diversity in Finnish schools?

Teachers play a key role in supporting home—school cooper-
ation and in encountering the Somali pupils and their parents
(Warsame 2009). However, the parents interviewed for this
study identified the need for structural changes in the educa-
tion system in Finland to overcome misunderstandings and
provide learning opportunities for pupils with various back-
grounds.

There are approximately 4,000 Somali-speaking children
in Finnish schools. The majority of Somalis live in the Hel-
sinki metropolitan area (see Statistics Finland 2007). Most of
the respondents from the families interviewed in this study
indicated that their children were born and grew up in Finland.
However, Somali families also reside in other major cities in
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the country. The Somali children are part of the Finnish cur-
riculum. The National Core Curriculum (NBE 2004:12) states
that comprehensive education is part of fundamental educa-
tional security. There is an increasing number of immigrants
who have relocated to different parts of Finland, and these
families can face great challenges in education because of
local variations in the curriculum. Local educational author-
ities make decisions regarding the educational and teaching
tasks of comprehensive education, and the objectives and con-
tents specified in the national core curriculum (ibid.). Some
municipalities are only now starting to recognise the need for
a diversified curriculum. Multicultural education is one of the
aspects that should be addressed.

The Somali parents interviewed in this study often felt that
the curriculum was not that diversified and that their children
faced great difficulties in overcoming challenges. Although
their children had been mostly born in Finland, they contin-
ued to struggle with language difficulties. When parents were
asked about their hopes regarding the Finnish schools, most
expressed satisfaction with the system. However, when asked
for specific details about the curriculum, the majority of the
parents struggled to understand the curriculum and its con-
tents. Below are some quotations from the respondents in
Family 1, who were not familiar with the curriculum, and
Family 6, with a full understanding of the Finnish curriculum.

— I Before I moved to Finland I was not sure what to think
about the Finnish education system.

— R: What is your perception now about the Finnish educa-
tion system?

I: I think it's ok

— R: You believe that the Finnish curriculum is diversified?
— I Idon 't know what the contents of the Finnish curriculum
are, could you please specify your question.

— R: Do your children learn something about their culture?

1: I don t think so.

R: Do they learn Somali language?

— I Yes, two hours a week. I feel our children are forced to
learn music and swimming which are against our will.

— R: Why?

I: The Finnish authorities know that we are Muslims, and

things that are against our religion should not be part of our
children’s education.

— R: What would you change/should be changed?

— I Our religion has always been part of our culture and our
schooling system always based on cultural values. I person-
ally wish that religion learning would be part of the curricu-
lum. (Family 1)

A respondent from Family 6, who had a different view, said:

I: For the last two decades the immigrant population in
Finland has been steadily increasing. I suppose the education
system has changed from what it was in the 1990s. Personal-
ly, I believe that the system is not fully diversified, but Rome
was not built in one day. I understand the concern of the So-
mali parents, but I don't know what has changed since I left
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Somalia. I did my comprehensive and secondary education in
Somalia and we had physical activities, music and drama as
part of the curriculum in Somalia. The issue that the Somali
children cannot participate in music etc. is a new phenomenon
to me. A Somali proverb describes it: “The cry is bigger than
the bull”. Children are children whether they swim together
or play together. The problem lays with the parents and the
teachers, not the children.

According to the Finnish National Board of Education (NBE
2008:20), immigrant children of pre-school and compulsory
education age with insufficient understanding of the Finnish
or Swedish languages may be offered instruction which pre-
pares them for comprehensive education. The Somali parents
interviewed in this study believed that if their children were
born in Finland they would not require preparatory classes.
The Somali parents’ perception about preparatory and special
needs education was often negative. The majority who partic-
ipated in this study felt stigmatised about the idea of special
needs. However, some parents expressed their appreciation of
this effort. They believed that parents overreacted to the issue
of special needs and preparatory classes without even know-
ing the advantages and disadvantages of these initiatives. The
respondents from Families 2 and 6 showed different opinions
when asked about the advantages and disadvantages of Finn-
ish education and school system.

— I I personally don t understand much about the education
system; however, I believe that children are not making tan-
gible progress.

— R: Do you mean that they are not learning anything?

— I I think that they are learning something, but not to our
expectations. They are attending this ‘erityisopetus’ (special
education). When I asked other Somalis about the meaning,
they told me it is a bad thing if the child is in ‘erityisopetus’.
Other parents believe this is to segregate the Somali children
from the rest of the school.

— R: Did you ask the school why they came to this solution?
— I: School is part of this conspiracy and I don t need their
clarifications. Why are only Somali children treated like dis-
abled?

— R: Do you think special education is only for disabled chil-
dren?

— I: We know its meaning is to limit our children’s education-
al progress. Our children have been here for some time now
and they are sharing the class with disabled and newly arrived
children. (Family 2)

Research conducted by the Finnish National Board of Educa-
tion (Kuusela e al. 2008:81) states that reliable assessment
is the basis for studying Finnish or Swedish as a second lan-
guage. The Somali parents interviewed in this study raised
concern about language support. There was a widespread
belief among the Somali parents that this arrangement would
further separate their children from the mainstream education
in Finland. However, some of the parents thought that children
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would benefit from this arrangement. A respondent from Fam-
ily 6 reacted like this:

— I As parents we have to be ambitious about our children’s
educational achievements. Realistically though, we have to
appreciate all the support our children can receive from the
school. Unfortunately, Somali parents do not know yet, and
they become reluctant when their children are offered extra
support. Sometimes I doubt if the parents know what is good
for their children.

— R: Why do you think so?

— I The majority of Somali children join pre-school educa-
tion only at the latest stages. One of the major reasons could
be the parents’ employment situation, lack of awareness about
the importance of the child’s linguistic development, and most
of all economic reasons.

— R: Why do you think there is an economic reason?

— I The welfare system in Finland is generous, due to lack of
employment, the Somali parents have learned ways to exploit
the system. For example, if the mother stays with the children
at home, she is entitled to the mother-care allowances. That
encourages the Somali mother to stay at home and receive the
benefits rather than participate in any language courses. The
child, on the other hand, will not develop social or language
skills other than that of the home setting. That is why there
are generations of Somali children born in Finland who have
Jjoined pre-school education very late. The child will face an
uphill struggle when starting school. That is why Somali chil-
dren have difficulties, regardless of the time they have lived in
Finland. (Family 6)

The respondents believed that the cultural setting at home and
the school environment were mutually conflicting and often
confusing for the children. When I asked the parents about
their children’s participation in school events, they reacted
differently. Some parents were totally against their participa-
tion in any celebrations that took place in the school. Oth-
ers claimed that the children’s participation in school events
promotes social cohesion, tolerance and respect. In general
though, the majority of the respondents observed that their
own cultural themes were not visible in the current school
environment. The respondents from Family 3 and Family 7
answered:

— I If the school events are based on religion, I will not per-
mit my children to take part.

— R: Do you believe all the events are based on religion?

— I Most of the events unfortunately have a religious basis.
Whether it’s Joulu (Christmas) or Pddsidinen (Easter). If the
school is sincere, why don t they celebrate our religious events
such as Eid? If the school is not accommodating all the other
religious festivals, then let each religion celebrate its own fes-
tivals separately. (Family 3)

A respondent from Family 7 with a teacher background
responded:
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— I I think some of the events are difficult for some of the
parents to accept. Their children do not take part in whatev-
er events that the Finnish people organise. I think the school
should organise alternative events for those children and chil-
dren must feel that they are not being left behind.

— R: Do you believe that the school should be inclusive and
celebrate all the different events?

— I That happens; I have seen that some of the schools pro-
mote the organisation of culturally based events and forbid re-
ligious events, to maintain harmony. My opinion is that all the
religious celebrations can be celebrated freely, but outside the
school environment. That will be a strong statement from the
school, for that minority on each side that is promoting on-
ly their religion. The school-organised events have to include
everyone in the school. (Family 7)

Girls’ education is a subject that divides opinions, especially
when discussing the education of girls with a Muslim back-
ground. However, most of the parents who participated in
this study agreed that girls’ education is as important as that
of the boys. The respondents represented both genders, and
this study found no major differences by gender in attitudes
toward children’s education.

— I I somehow believe that girls’ education is more impor-
tant than boys’ education. Girls are future mothers and ensur-
ing their education is essential. They are responsible for rais-
ing and educating future generations. It is very important for
girls to reach higher level of education and attain a profes-
sion. (Family 5)

In the Somali family structure, children are regarded as
a future investment for their parents and society. All of the
Somalis interviewed in this study expressed their desire for
children to attain higher education and professions that could
lead to employment in Finland. Parents also believed that their
children had a better opportunity for educating themselves
than their parents. Even though the Finnish education system
is becoming more flexible in terms of exempting Muslim girls
from participation in sports (e.g. swimming), playing musical
instruments and taking part in some of the school festivities,
the majority of the interviewed parents would like to further
restrict girls’ participation in school activities. Parents justi-
fied their attitude by saying:

— I Physical education is important for child development.
This is a very cold country and sports activities are very im-
portant. Our children do take part in sport activities. My wish
is that girls and boys must be separated, especially when they
have swimming sessions. Otherwise I cannot allow my daugh-
ter to be in the same swimming pool with strange boys.

— R: But the school exempts the Muslim girls from partici-
pating in the swimming sessions.

— I Yes, but I don't feel comfortable about only girls swim-
ming either. The best solution would be a swimming session
for the Muslim women only. (Family 3)
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Alitolppa-Niitamo (2004:105) states that Islam plays a
major role in the way of life of the Somali speakers. How-
ever, this study finds that more educated parents have a bet-
ter understanding and willingness to permit their daughters to
participate in school activities. Alitolppa-Niitamo agrees that
in this regard one should be aware of the danger of generalisa-
tions, since there are numerous interpretations of Islam among
the immigrants.

— I I think physical exercise is important. Because whatev-
er we are doing physically, affects our physiological, social
wellbeing. Children of school age need more physical activi-
ties that will help them to concentrate and be active during the
lessons. (Family 5)

The learning of religion in a state-run school is an issue that
might spark misunderstanding and eventually turn into mis-
trust. The Somali parents interviewed in this study, with the
exception of two parents, had raised concerns about the idea
of the Finnish history teachers teaching their children Islamic
studies based on Islamic history, Islamic law and theology
studies. The parents’ view was that such contents should not
be taught in history. They would have preferred religious edu-
cation to discuss the Quran doctrine (i.e. not just the religion
but the doctrine and Islam as a faith) instead of history. How-
ever, the Finnish educational authorities’ view is that reli-
gious education in the sense of teaching Quran as a doctrine
is not the role of the state-run schools. In addition, the educa-
tional authorities face difficulties in finding qualified teachers
to teach Islam at school. The majority of the Somali parents
interviewed had a different view from the education providers
in terms of the teaching of Islam.

— I Islamic religion is the basis of our culture. Muslim chil-
dren have equal rights of learning about their religion
Finnish children learn about their religion, why is that right

not given to the Muslim children? (Family 5)

Another concern that the Somali parents shared was about the
religion teachers’ professionalism:

— I Islamic teachers are not professionals; they simply have
a little knowledge about Islam. As a mother I had a bad ex-
perience with the Quran teacher s attitude towards females...
... I visited the Islamic centre in Pasila to observe my chil-
dren’s Quran learning. I really felt that the teacher was teach-
ing irrelevant issues and when I questioned the teacher, his re-
sponse was that this is not a place for females to question an
Islamic teacher, let your husband come and talk to me. Since
that day I decided my children will learn the Quran at home.
(Family 3)

The teaching of religion in Finnish schools is an issue that
can be expected to spark heated debates between the Mus-
lim communities and the education authorities. Religion could
be taught in school to avoid extremism and radical religious
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movements and disintegration. Finding qualified Islamic reli-
gion teachers is crucial in this respect. The teachers of Islam
need training in order to be qualified for intercultural learning,
which engenders sensitivity to how to teach Islam to the Mus-
lim children in Finland and how to meet the requirements of
cultural dialogue, mutual respect and reciprocity.

Supporting Somali parents’ education and
employment opportunities

Somali families are often comprised of many members. The
families interviewed in this study were not an exception.
However, there are challenges in finding sufficient accommo-
dation, a calm home environment for the children to study and
enough time for each child, in order to support his/her edu-
cational progress. Gonzalez (2005:12) claims that immigrant
families tend to be poorer and larger than the native families
and that the children are often expected to work in order to
help to support the family. This is the case with the Somali
parents interviewed; while I was interviewing a parent, older
children looked after the small ones; there was a sense of
togetherness within the family setting. However, it was not
the aim of this study to find out how children spend their free
time at home; this research concentrated on the parents’ per-
ceptions regarding their children’s school education.

The responsibility for the initial training of adult immigrants
was transferred to the Ministry of Labour in 1994 in order to
develop a coherent and flexible training programme for adult
immigrants (Matinheikki-Kokko & Pitkédnen 2002:62). Issues
related to, for instance, the legal aspects of compulsory edu-
cation should be part of the training of immigrants. The par-
ents of Somali children can support their children’s schooling
only if they are familiar with the education system in Finland.
However, Somali parents are struggling to understand the
school system in Finland. Although they are ambitious about
the education of their children, those who attained an educa-
tion either in their home country or in Finland have a differ-
ent view and understanding about their children’s educational
opportunities in Finland.

According to Gonzalez (2005:18), the lower educational
attainment of the immigrant adults could translate into lower
educational attainment for their children. The present study
outlines that education and employment experiences play a
significant role in how the parents perceive the importance
of education in general and gender equality in particular. In
order to support the learning of Somali children, the situation
of their parents has to be acknowledged and supported.

Discussion

The aim of the article was to give a voice to Somali parents
and to hear their views about the Finnish education system
and about the possibilities of supporting their children’s edu-
cation in Finland. The goal was to analyse the position of the
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Somali children and their families in a wider perspective in
Finnish society. Many strategies and the Finnish national cur-
ricula support the idea of multicultural education and intercul-
tural learning. However, what takes place in reality is differ-
ent. There are good practices and experiences that should be
utilised. For instance, the good experiences and knowledge
of teacher education (Rdsdnen 2005a, 2005b, 2007a, 2007b,
2009) or multicultural leadership (Kuukka 2009) should not
be left to the margins. These ideas should be part of every
teacher education and leadership training programme, and
support should be given to the professionals working in dif-
ferent areas of education. The results of the study suggest that
the process of building a school for all, including the Somali
pupils, would require changes not only in the school but in the
entire Finnish society and the Somali community.

My work experience as an interpreter has led me to carry
out this research on the views of the Somali parents about their
children’s education in Finland. When working as an inter-
preter I often experienced that interpreting the words of the
Finnish-speaking teacher to the Somali-speaking parent was
not enough. It did not improve the situation, as often after
some time [ was interpreting in a similar situation with the
same people again. There are gaps in the communication and
information flow between the school and the Somali families,
which easily create misunderstandings or mistrust and chal-
lenge communication and cooperation (Warsame 2009). The
Somali proverb describes challenges of communication in the
following way:

— Hadal gofna si u yiri qofna si u qaaday
(A statement made by one person is understood
differently by another)

The teachers and the Somali parents have to be able to encoun-
ter each other in a way that helps them evaluate whether the
encounter is as useful as possible and make sure that every-
one understands what is meant. Theories and approaches of
intercultural learning (see Alasuutari and Jokikokko in this
issue) can provide tools for better understanding between
the Finnish education professionals and the Somali parents.
It is essential that intercultural competence and learning
are included in teacher education, as, for instance, Résidnen
(2000, 2005a, 2005b, 2007a, 2007b), Jokikokko (2005) and
Jokikokko, Lamminmaéki-Kérkkdinen and Résdnen (2004)
assert. The multicultural and international reality is not easy
for teachers, as it is not the only change and challenge they
are coping with (Résdnen 2000). However, teachers are
expected to be ethical professionals and transformative intel-
lectuals who have internalised the ideas about educational
human rights, even if the surrounding society is not always
ready for changes. Prejudices, generalisations and marginali-
sation are issues that could have a harmful effect on the estab-
lishment of intercultural dialogue. Both teachers and Somali
parents need to learn from each other and teachers’ pre- and
in-service education and the training of immigrants should
support this dialogue.
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The Somali community should become active members in
Finnish society. Somalis should re-organise themselves and
move away from tribal and religious ideologies towards com-
mon goals. The tribal and religious ideologies have caused
the marginalisation of the Somali community in the last two
decades in Finland. There is a great need for community-based
initiatives that would encourage Somalis to reach a common
voice, a goal and a common agenda to address, among other
issues, the education of Somali children, adult education and
active female participation and employment possibilities. As
long as Somalis are divided, Finnish society will not be able to
assist them effectively in educational matters.

The results of my study suggest that the majority of Soma-
lis in Finland are not benefiting from adult education and
training. In order to support the education of Somali children,
their parents’ situation should be seriously considered, as the
parents in general and the mothers in particular play a cru-
cial role in supporting their children’s education. They should
not only be integrated into Finnish society, but included in it
(see Alasuutari & Jokikokko in this issue). The better the par-
ents are educated, the better they are able to support their chil-
dren’s education and future.
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son but is often the eldest among the members living in that coun-
try. If there is a person in Finland who is closely related to a clan
leader in Somalia, that person automatically becomes a leader
among his clan members. The female elder member of the com-
munity can perform as a representative only for another female
and among females.
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Abstract

Introduction

As a result of migration and increasing global contacts soci-
eties are now more diverse. This is driving a need to question
and revise ethnocentric policies, practices and theories. In Fin-
land, this objective has not yet been reached. The rhetoric in
the area of ethnic relations and migration does not view immi-
grants as a natural part of society, and the fact that society is
never static but continuously changing is often ignored. New-
comers are expected to simply integrate into the new soci-
ety and change themselves. If this phenomenon is analysed
through the theories of inclusion and integration, it means that
the newcomers have to integrate into a system that is unable
to transform (Mikinen, Nikander, Panzar & Saari 2009:18).
Inclusion, on the other hand, means acknowledging that the
system, too, should change in order to incorporate and truly
respond to the diversity of all citizens, including immigrants.
Education plays a key role in any process of change. In Fin-
land everyone goes to school for at least nine years, usually
much longer. Teachers often spend more time in a day with
children and young people than parents do. Thus, teachers can
have a tangible effect on students’ awareness, attitudes and
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The article discusses intercultural learning as a precondition for mutual and equal encounters when
aiming towards a more inclusive and equal society and education system. The article analyses the
theoretical premises of intercultural learning and highlights three significant aspects in this process:
ethics, encountering otherness and reflection. The second part of the article elaborates on how
teacher education could support teachers’ intercultural learning, based on the experiences from the
Intercultural Teacher Education Programme (ITE) in Oulu, Finland. In particular, two preconditions for
intercultural learning within teacher education are discussed: the meaning of ‘significant others’ and
learning through dialogue and conflict caused by emotionally powerful experiences.

actions, as well as the practices and procedures in use within
schools.

This article suggests that lifelong intercultural learning
that is based on ethics is one of the conditions for mutual and
equal encounters when aiming at inclusive society and educa-
tion (Alasuutari 2010, Alasuutari & Résdnen 2007, Jokikokko
2009, Résdnen 2007). The process of intercultural learning
should be part of the professional skill set of any person work-
ing in a multicultural context, not least in the education sector,
including teachers, principals, educational planners, adminis-
trators and teacher educators. There is an expectation that edu-
cation professionals can support the intercultural learning of
others, and that is why their role is crucial in the process of
attaining a more inclusive society.

This article is divided into two parts. The first part begins
by introducing some theoretical perspectives on the process
of intercultural learning. The ethical aspects of intercultural
learning are discussed next. The following chapters elaborate
on the two significant preconditions for intercultural learning:
otherness and reflection. The second part of the article exam-
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ines how teacher education can support intercultural learning
among those studying to be teachers.

Intercultural learning

Intercultural learning has been studied from different perspec-
tives and with different approaches depending on how culture,
learning and the learner are understood. Some studies (e.g.
Taylor 1994) utilise transformative learning theory (Mezirow
1991) to illustrate the process of intercultural learning. Other
studies (e.g. Terds 2007) approach intercultural learning
through applying cultural-historical and sociocultural theo-
ries of learning (Séljo 2001, Wells & Claxton 2002). Inter-
cultural learning has also been analysed through the phenom-
enological approach. For example, Bennett’s (1993:24) phe-
nomenological developmental model of intercultural sensitiv-
ity concentrates on an individual’s growth away from ethno-
centrism — through various stages — toward a greater under-
standing of and sensitivity to differences (Rédsdnen 2007:24,
Alasuutari 2010).

Some studies in the field of intercultural learning focus on
analysing rather short-term pedagogical interventions such as
study units, online courses (or other forms of using informa-
tion technology), exchange studies and internships (e.g. Helm
2009, Jackson 2009, Munro 2007, Terds 2007). Intercultural
learning has also been discussed in the field of second lan-
guage education (e.g. Atay 2005) and communication (e.g.
Salo-Lee 2007).

Bennett (1993) and Taylor (1994) base their theories of
intercultural learning on situations where encountering ‘the
other’ occurs in a place and culture different from one’s own
origin. As Résénen (2007:25) points out, Bennett and Taylor
concentrate on situations where learners stay in contact with
another culture for a longer period of time and experience the
need to change in order to survive and cope within that con-
text. In addition, Bennett and Taylor’s theories emphasise
the role of culture shock in intercultural learning (Alasuutari
2010). Culture shock can be an important learning experience
in the process of intercultural learning and can lead to decon-
struction (Spivak 1999, Andreotti 2010) and identity negotia-
tion (Salakka 2006), which are important aspects of intercul-
tural learning.

In this article intercultural learning is seen as a lifelong
learning process that includes various experiences, phases
and processes that can be analysed from the perspective of
different learning theories such as transformative, experien-
tial and sociocultural theories (Jokikokko 2009, 2010). The
article concentrates on the role of teacher education in Fin-
land in this lifelong process and suggests that transformative
learning theory (Mezirow 1991, Mezirow & Taylor 2009) pro-
vides useful tools for supporting intercultural learning, espe-
cially when dealing with adult education in Western societ-
ies. It also argues that when discussing the process of intercul-
tural learning and ways of supporting it, it is important to anal-
yse the learning process with more lenses including issues of
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power and social justice, and thus utilise theories of post-colo-
nial approach (e.g. Spivak 1999, Andreotti 2010). Although
we acknowledge the individualism and western-centredness
of Mezirow’s theory, we argue that careful discussion of indi-
vidual processes is also important in order to understand how
the process of intercultural learning could be supported, for
instance, in the context of teacher education.

Encountering ‘otherness’ and the process of reflection are
crucial in transformative intercultural learning, thus making it
necessary to discuss these concepts in this article. In addition,
we understand intercultural learning as a process based on eth-
ics. Therefore, the ethical dimensions of intercultural learning
are addressed in the next section.

Ethical dimensions of intercultural learning

Bredella (2003:47) suggests that in order to avoid ethnocen-
trism there is a need for a flexible model of intercultural under-
standing'. We contend that the process of intercultural learn-
ing invites learners to an ethical discussion that allows them to
meditate on relativism and ethnocentrism (see ibid.). We argue
that intercultural learning cannot be based on ethnocentrism,
or aim at relativism. Yet the process of intercultural learning
encourages continuous ethical reflection and negotiation in
order to encounter one’s own and the other’s knowledge sys-
tem? (see Andreotti & de Souza 2008) and acknowledge that
identity negotiation is continuous and dynamic rather than
static. Intercultural learning aims at encountering and analys-
ing one’s own values, beliefs and assumptions as well as those
of others. This process of learning also endeavours towards
awareness of the power structures and other issues related to
power on both macro and micro levels. The learning process
should not occur merely at the level of thought, but should be
translated into actions.

How can we then define the direction of intercultural learn-
ing? What are the values behind intercultural learning? The
report of the World Commission on Culture and Develop-
ment, Our Creative Diversity (UNESCO 1995:36-38), dis-
cusses possibilities for global ethics as one of its main themes
in considering the conditions for intercultural cooperation. We
argue that ethics should be considered and negotiated in the
process of intercultural learning, avoiding cultural supremacy?
and aiming to encounter one’s own and the other’s knowledge
system/s.

Researchers of European origin in the area of global eth-
ics consider human dignity the key concept in achieving a
responsible orientation in an international world (e.g. Pietild
2003, Sihvola 2004, Rasdnen 2005:22). Referring to Imman-
uel Kant, Sihvola (2004) states that the basis for a global eth-
ics lies in respect for humanity, which presupposes treating
everyone as a subject and an aim instead of suppressing peo-
ple to the position of an object or a means for gaining some-
thing (Alasuutari & Réasdnen 2007). Sihvola (2004:12) con-
tends that global citizenship based on the idea of human dig-
nity requires appreciation of the many dimensions of human-
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ity: the perception of human beings as thinking, feeling, act-
ing and purposeful creatures. It further requires commitment
to a world order in which it is possible to construct humanity
in spite of state or cultural borders or ethnic, religious, social
class or other background factors.

However, the ethical dimension of intercultural learn-
ing should be negotiated, as life situations are different and
unique. Sticking to the ‘right’ ethical principles may eas-
ily lead to ethnocentrism. Andreotti (2010:11) writes about
reflexive ethics which would seek not to “suggest what peo-
ple ought to be, what they ought to do or what they ought
to think”. Instead, we should keep all possibilities open and
engage critically with each possibility to listen and to negoti-
ate ethically with others, and to analyse and take responsibil-
ity for the implications of our ethical choices.

A commitment to dialogue which aims at mutual learning
is considered essential to the process of intercultural learn-
ing (Jarveld 2005). This commitment challenges us to eval-
uate issues, experiences and encounters from new perspec-
tives and to widen our horizons and scope for caring. Com-
mitment to a mutual learning process, to dialogue, to pursuing
equity, and to a continuous identity-negotiation process (see
for instance Eriksson-Baaz 2002, Salakka 2005) are essential
elements of ethically sensitive intercultural learning (Alasuu-
tari 2010, Alasuutari & Risdnen 2007, Rasanen 2005).

Experiencing otherness in oneself and the other

It has been disputed whether encountering or understand-
ing the other is possible in the first place. As Bredella (2003)
points out, there are philosophers who claim that we are
always ‘prisoners’ of our own culture and unable to achieve
a critical distance from it, and that is why understanding the
other is impossible. However, we argue that understanding
and encountering the other are important in the process of
intercultural learning. Kristeva (1992), for instance, states that
one way to learn to recognise and understand diversity is to
understand otherness as a part of one’s own identity (see also
Lehtonen & Loytty 2003, Rastas 2007). In this article, expe-
riencing otherness is considered in a broad manner as encom-
passing experiences of otherness in oneself and in the other
person (Alasuutari 2010).

Encountering oneself and the other can occur in one’s own
place of origin and culture (see e.g. Jokikokko 2009, Résénen
2007). Sometimes it might even be more difficult to encounter
the other in the culture one is more familiar with — for exam-
ple, a different worldview or sexual orientation. That is why
it might be easier to deny existing differences and stay in the
denial stage that is one of the ethnocentric stages in Bennett’s
model of intercultural sensitivity (see Bennett 1993, Banks
1999, 1988).

Lamminmaki-Karkkdinen (2002) and Risdnen (2002) dis-
cuss the role of microcultures in the process of identity nego-
tiations (see also Salakka 2005, 2006). As Lamminmaki-
Karkkainen (2002:75-76) points out, shared microculture can

29

support the process of encountering the other and result in
experiences of similarity. Many scholars claim that one can
encounter the other if one has first encountered plurality and
otherness in oneself (Alasuutari 2005, Eriksson Baaz 2002,
Kristeva 1992, Lamminmaéki-Kéarkkdinen 2002, Rastas 2007).
However, sometimes meeting the other might be the start-
ing point for facing oneself (Alasuutari 2005:172, Alasuutari
2010). This aspect is also discussed later in this article, when
analysing the meaning of ‘significant others’ for student teach-
ers’ intercultural learning.

Encountering ‘otherness’ constitutes a crucial part of inter-
cultural learning. However, as Abdallah-Pretceille (2006:476)
emphasises, any excessive focusing on the characteristics of
others leads to exoticism as well as to cultural dead-ends
through overemphasising cultural differences and enhanc-
ing, consciously or otherwise, stereotypes or even prejudices.
Lehtonen and Loytty (2003:8) state that the discourse of “tol-
erating differences” is still very common in our society and,
for example, in immigration policy. This idea is problematic
because it is based on the notion of the “fundamental” dif-
ference of others, it considers otherness as something which
is given, not something which is socially constructed (ibid.:
12). Furthermore, in this ethnocentric discourse otherness is
determined from the perspective of our ‘own’ group and the
others are seen as deviants who need to be tolerated. From
the perspective of intercultural learning, equality and willing-
ness for mutual learning are necessary conditions for encoun-
tering the other. Moreover, questioning one’s identity in rela-
tion to others (Abdallah-Pretceille 2006:476-477) and one-
self is integral to the process of intercultural learning (Ala-
suutari 2010).

Intercultural learning through reflection

The ability to reflect on one’s experiences and actions for the
purpose of transformation is decisive in the process of inter-
cultural learning. We have analysed intercultural learning as
a transformative learning process, and particularly the role of
reflection in that process, building mainly on Mezirow’s trans-
formative learning theory (1991, 1995, 2000, Mezirow & Tay-
lor 2009).

According to Mezirow (1991), reflection is the central
dynamic involved in problem-solving, problem posing and
transformation of meaning schemes and meaning perspec-
tives. Meaning schemes refer to those beliefs, attitudes and
emotional reactions that are transformed during a lifetime
(Mezirow & Taylor 2009, Taylor 1998:13). Meaning schemes
work together to generate one’s meaning perspective. Meaning
perspectives refer to “one’s overall worldview” and changes
in them occur less frequently. Mezirow believes that change
in the meaning perspectives is usually triggered by a major life
transition, although it may also result from an accumulation
of transformations in meaning schemes over a period of time.
We may reflect on the content or description of a problem (or
a problematic meaning scheme), or the process or method of
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our problem-solving of the premise(s) upon which the prob-
lem is predicated (Mezirow 1991:117).

Mezirow (ibid.:99) suggests that in the process of creat-
ing meaning through reflection, we realise how our percep-
tion of reality has been shaped by our cultural and anteced-
ent circumstances rather than by an understanding of his-
tory as an impersonal account of the past. As Mezirow (ibid.)
points out, reflection in the process of transformative learning
requires individual and collective awareness of the influence
of our own history and biography. We understand transforma-
tive reflection processes in intercultural learning as bi-level
processes that are both individual and collective (Freire 1972,
1994, Taylor 2009).

Mezirow (1991) has divided reflection into three catego-
ries: reflection, critical reflection and critical self-reflection.
While reflection makes conscious one’s own ways of percep-
tion, thinking and experience, critical reflection goes further
to the validity-testing of these premises, their sources and
consequences. According to Taylor (2009:8), critical reflec-
tion refers to an examination of the presuppositions that
underlie our knowledge of the world. Critical self-reflection
includes evaluation of one’s meaning perspectives and ways
of questioning them (Jokikokko, Lamminmaéki-Kéarkkédinen &
Résdnen 2004:334, Mezirow 1991:1-14, Salakka 2002:202).
Critical self-reflection also invites an identity negotiation of
one’s own microcultures, personal history, background and
biography. Andreotti and de Souza (2008) describe the pro-
cess of self-reflection as “unpacking one’s rug sack™ (see Spi-
vak 1999). This process has also been described as identity
negotiation (e.g. Salakka 2005).

Transformative intercultural learning is a process that indi-
viduals experience by themselves. In other words, transforma-
tion of one’s meaning perspectives and schemes is not pos-
sible without the individual’s commitment and participation.
However, in the transformative process of an individual’s
experience of intercultural learning, the meaning of signifi-
cant others (Jokikokko 2009) is very crucial. This aspect will
be discussed further in the second part of this article.

Mezirow (1991:117) outlines that we can change (elabo-
rate, create, negate, confirm, problematise, transform) our
meaning schemes through content and process reflection
and transform our meaning perspectives through premise
reflection. The process of transformative intercultural learn-
ing in particular requires both the transformation of meaning
schemes through content and process reflection, and the trans-
formation of meaning perspectives through premise reflection.
As meaning perspectives are created during primary socialisa-
tion, it is difficult to influence or change them. For more pro-
found changes to take place, it is important to acknowledge
that the reformed system of meanings creates an emotional
conflict and may, thus, also lead to a re-orientation on emo-
tional levels, which are often the last ones to change in more
profound transformations (Jokikokko, Lamminmaéki-Kark-
kiinen & Résédnen 2004:335). As has been suggested, reflec-
tion on a cognitive level is not enough, the emotional level,
too, should be considered in the process of perspective trans-
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formation (Jokikokko 2009, Jokikokko, Lamminmaki-Kérk-
kdinen & Rasdnen 2004). In intercultural encounters people
often need to question the values, beliefs and assumptions that
they have considered ‘right’ and ‘normal’. Perspective trans-
formation entails understanding that there are issues and con-
cepts that might be understood in a variety of ways, as well as
making visible what affects and has affected one’s own con-
struction of meaning perspectives.

Supporting intercultural learning processes
among teachers

This article now turns to discuss the intercultural learning of
teachers and the role of teacher education in supporting the
learning process. When discussing intercultural learning it can
be argued that education and teachers play a key role in this
process, as they can affect the thinking and actions of younger
generations. Teachers can also shape the practices and proce-
dures, and even the whole culture and ethos of a school, if they
have the skills and support to do so. It is not enough for teachers
themselves to be capable of intercultural learning; they must
also foster intercultural learning processes in their students.
Teachers have the opportunity to influence students’ aware-
ness, open up the world for them, and provide them with tools
to critically analyse global phenomena and to act for a more
equal and sustainable world. This part of the article begins
by analysing what teachers should learn in order to become
professionals who are able to work successfully in intercul-
tural contexts. Next, it describes and analyses those aspects of
the Intercultural Teacher Education Programme (ITE) that stu-
dents in the programme have experienced as significant in their
own intercultural learning. The chapter especially focuses on
two aspects that have been found important in intercultural
learning: the meaning of other people and emotionally pow-
erful and significant experiences. This chapter offers a sum-
mary of various evaluations and research results (Alasuutari
2005, 2010, Alasuutari & Réasidnen 2007, Jokikokko & Waris
1999, Jokikokko 2005a, 2005b, 2009, 2010, Jokikokko, Lam-
minméki-Kérkkédinen & Résénen 2004), focusing on intercul-
tural encounters and learning in the field of education in gen-
eral and the ITE International Teacher Education Programme
in Oulu University in particular.

What should teachers learn to become
professionals able to work in multicultural
contexts?

It has been increasingly recognised that intercultural learning
is important for all teachers and that multicultural issues must
be an essential part of both pre- and in-service teacher educa-
tion in Finland (Jokisalo & Simola 2009, Luukkainen 2004).
The Teacher Education 2020 memorandum by the Finnish
Ministry of Education suggests that the competence of all
teachers to work successfully in multicultural contexts needs



HANNA ALASUUTARI & KATRI JOKIKOKKO

........................................................................................................................................................................

to be strengthened by providing teachers with academic stud-
ies in and practical experiences with multicultural issues. This
objective should also be clearly incorporated into the curricula
of teacher education programmes. (Opettajankoulutus 2020
2007:45) From this perspective, it is relevant to ask how we
can support the intercultural learning processes of teachers.

When discussing teachers’ intercultural learning it is
important to consider how we understand the nature of teach-
ing. Do we see it as a combination of skills with certain didac-
tic abilities playing a central role (Résénen 2007)? If we look
at teachers’ intercultural learning from this perspective, the
central task of teacher education would be to provide teach-
ers with teaching strategies and ‘didactic packages’ for diverse
classrooms. However, if we consider teachers as autonomous
reflective professionals who constantly evaluate and develop
themselves and their work (Luukkainen 2004), intercultural
learning means something different. Our understanding of
teachers’ intercultural learning relies on the latter idea of a
teacher’s profession, although it is acknowledged that teach-
ers need many practical intercultural skills as well. However,
in multicultural classrooms teachers should constantly reflect,
for instance, whose knowledge, culture and ideas they are
transmitting to the students. Ideally, school would support the
identity and culture of all students and create a safe and equal
learning environment for all, not just for those who belong to
the so-called mainstream.

Teachers require intercultural learning to enter into a gen-
uine dialogue with others, give a voice to the students, and to
allow them to help shape the content, processes, style and lan-
guage used in the classroom. Still, according to critical ped-
agogy (Freire 1998, Giroux & McLaren 2001, Nieto 1999,
2002), this is not sufficient. Teachers also need to broaden
their own and their students’ cultural and global awareness and
take a critical and responsible view of global issues and, espe-
cially, power questions (see also Andreotti 2010). Schools and
teachers are often considered independent actors that transmit
‘neutral’ knowledge and values to the students (May 1999:30,
Résdnen 2009:6, Tomperi, Vuorikoski & Kiilakoski 2005:16).
However, as Réasdnen (2009) points out, schools have cre-
ated and strengthened prejudices, stereotypes and one-sided
ideas and images, both consciously and unconsciously. Crit-
ical pedagogy emphasises that knowledge taught at school
often serves the interests of those who hold the power (Nieto
1996:310-321, Vuorikoski & Kiilakoski 2005:310). On the
basis of the above, we argue that from the perspective of inter-
cultural learning, one of the main tasks of teacher education
is to increase students’ awareness of and sensitivity towards
diversity, as well as global and intercultural issues, social jus-
tice and questions of power.

Finnish teacher education is responding to growing mul-
ticulturalism and globalisation in various ways. Typically,
teacher education curricula contain only one or few sepa-
rate courses on multiculturalism. However, the intercultural
Teacher Education Programme (ITE) at the University of
Oulu founded in 1994* is based on the idea of holistic inter-
cultural education and learning: it is not enough to have sep-
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arate courses or study units on multicultural education, but
intercultural perspectives need to be integrated into vari-
ous studies during the entire five-year programme. The pro-
gramme emphasises global and multicultural perspectives in
education and aims at providing prospective teachers with
skills that they will need as teachers or educational profes-
sionals in an increasingly multicultural society and world. In
this programme, global issues, critical pedagogy (e.g. Freire
1972, May 1999, McLaren 2001, Nieto 2005, Rédsédnen 2007,
Sleeter & Grant 2006) and perspectives supporting intercul-
tural learning are integrated into all the courses in educational
sciences and other subject areas.

The meaning of ‘significant others’ in the process
of intercultural learning during teacher education

As mentioned earlier, teachers’ intercultural learning is a
sociocultural process, (e.g. Lave & Wenger 1991, Silj6 2001)
strongly affected by other people (see also Jokikokko 2009,
Terds 2007). It is not only that other people affect our learn-
ing, but as collaborative and situational learning (e.g. Lave &
Wenger 1991, Kaartinen & Kumpulainen 2002, Rogoff 2003,
Wells 1999, Wells & Claxton 2002) suggest, two or more peo-
ple can actually learn and create something together and thus
turn learning into a mutual construction of new knowledge
and shared experience. By ‘significant others’ we mean the
people whose values, thinking or behaviour have somehow
affected a teacher’s intercultural learning. The most obvious
significant others in teacher education are other student teach-
ers and university instructors whose importance for students’
intercultural learning is discussed further in the following.

When selecting students for the ITE programme, one start-
ing point has been to form study groups that are as multicul-
tural as possible, as a diverse student-teacher group is in itself
seen as an important resource in the learning of prospective
teachers. Students of different backgrounds and with differ-
ent experiences offer various perspectives and bring their own
viewpoints into the discussion (Jokikokko 2009, Risdnen
2007). However, it is important to emphasise that multicultur-
ality does not necessarily refer only to ethnicity, but also, for
example, to gender, age, social, professional and religious dif-
ferences (Gollnick & Chinn 1998). Thus, we argue that diver-
sity should be seen broadly. As a ‘difference’, ethnicity, for
instance, only represents one aspect of someone’s identity,
while certain other microcultures (e.g. profession, social class,
religion, sexual orientation) may be more significant for that
person’s identity. Moreover, the significance of various micro-
cultures will vary during one’s lifetime.

One criterion in the entrance exams of the ITE programme
has been an applicant’s interest in global, political and soci-
etal issues, an open and critical attitude towards world issues,
as well as academic and pedagogical potential. The pro-
gramme includes students with diverse life experiences,
previous careers and studies, as well as students who came
directly from high school. Many of the former ITE students
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have reported that they have found ‘soul mates’ in this par-
ticular group (Jokikokko 2009). They also have experienced
their group of peers as a caring and supportive environment
for negotiation, which means that they have been able to share
ideas, learn from each other, and discover a common interest
in intercultural issues. As many students come from different
parts of Finland or from abroad, and do not necessarily know
many people in Oulu where the programme is based, for many
the study group becomes almost like family.

Current and former ITE students often talk about the ‘spirit’
of the programme, referring to the general atmosphere among
the group as one of relatively strong idealism and willing-
ness to take action for a more equal school and society. Con-
cepts such as equality and hope as necessary preconditions for
change (e.g. Freire 1994) are discussed and studied from vari-
ous perspectives during the studies. Many ITE students have
also followed the ideas of Giroux and McLaren (2001), who
emphasise that teachers and educators should combat inequal-
ity and marginalisation outside the school by actively working
in various voluntary organisations, for instance. During their
studies in the ITE programme students are encouraged to par-
ticipate in various informal, non-formal and formal activities
which support their intercultural learning.

Although the “spirit’ described above encourages and pro-
vides conditions for intercultural learning, there is a danger
that a group of peers becomes a community where every-
one has to think and act in the same way, and where different
opinions and voices are not welcomed or even heard. There is
also a possibility that the group becomes a closed community
which feels either superior or inferior to other groups. This is
something that the ITE programme has tried to recognise and
avoid. It has been emphasised to the students that group mem-
bers do not have to agree on everything. An open and safe
learning atmosphere enables lively discussions and debates on
various issues. Attempts have also been made to encourage
cooperation and mutual learning between the ITE group and
other teacher education groups, as well as to offer the special
ITE courses to other students in the Department of Education.

Former student colleagues have remained important for
many teacher education students after graduation. As some
former ITE students have faced many challenges and prob-
lems in working life, for example, prejudices, stereotypes
or ignorance towards multicultural issues, former ITE stu-
dents feel that they receive support from their former student
colleagues who share a similar value basis and orientation
towards their work (Jokikokko 2005c).

In addition to other students it is important to discuss the
role of university instructors in the process of intercultural
learning within the ITE. The programme regularly invites vis-
iting teachers and lecturers from various countries, cultures
and groups. This enables students to get first-hand informa-
tion concerning various contexts and learn about different aca-
demic cultures and ways of teaching. Although students appre-
ciate university teachers with various types of expertise, they
find it important to have at least one long-term teacher-student
relationship to support their intercultural learning (Jokikokko
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2009). It is important for the students to have a familiar per-
son who both supports and challenges them throughout their
entire study career (ibid.). This particular teacher knows their
individual backgrounds and needs, and is thus able to support
their personal growth and learning. As mentioned earlier, cre-
ating a safe and open atmosphere in which everyone has the
courage to express their ideas seems to be important to inter-
cultural learning. The group’s tutor plays an important role in
creating the kind of environment and ‘spirit’ described above.
If we want student teachers to establish a caring and trusting
relationship with different students in their future work, we
have to provide them with models of these relationships in
teacher education.

Learning in dialogue and in conflict through
emotionally powerful experiences

When considering intercultural learning from the perspective
of transformative theory and reflection (Mezirow 1991, 2000,
Mezirow & Taylor 2009), the challenge for teacher education
lies in providing students with challenges, dilemmas, con-
flicts and even crises without traumatising them. According
to Nieto (2000:339), becoming a multicultural teacher means
making a dramatic shift in our worldview that also affects our
practices. A vital question is what kinds of experiences make
students not only aware of intercultural issues, but also help
them translate their knowledge into action. Taylor (1998:51)
writes that conflicts between group members may offer real
learning opportunities by providing an excellent medium for
exploring differences. A challenge for teacher education is to
provide students with intercultural conflict situations in a way
that guarantees safety, trust and openness within the group and
between group members and teachers.

Earlier research (Jokikokko 2009, Mezirow & Taylor
2009, Malkki, Lindblom & Ylénne, forthcoming) has shown
that emotionally powerful experiences play a significant role
in the transformation process, meaning that mere cognitive
reflection and reasoning are not sufficient. For the ITE stu-
dents emotionally strong turning-point experiences that con-
tributed to their intercultural learning were above all experi-
ences of culture shock during exchange studies, internships
(especially abroad) and excursions. Study abroad for a min-
imum of one semester constitutes a compulsory part of the
programme. In addition, many students choose to complete
their internships outside Finland. Most of the ITE groups have
made excursions to different parts of Europe and other conti-
nents. Students find it essential to have enough time and pos-
sibilities to reflect on these experiences afterwards. A support-
ive and dialogical learning environment and various social
networks where everyone feels safe to reflect on their expe-
riences are vital for dealing with these transformative experi-
ences (Jokikokko 2009).

On the other hand, many students also reported that they
learnt a lot through various studies, and formal and informal
discussions with teachers and other students in Oulu. However,
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students found it difficult to point out one single course or event
that especially affected them or changed their thinking. Inter-
cultural learning is not only a formal process. Former students
emphasised that it is actually very difficult to evaluate how uni-
versity education has affected their intercultural learning, as it
is impossible to separate it from other life experiences. This
supports the idea that intercultural learning is a cumulative and
gradual process affected by various experiences.

Despite the fact that the programme has succeeded in creat-
ing an ‘intercultural spirit’ and in supporting the intercultural
learning process of its students, some questions concerning
multicultural issues require more reflection and remain chal-
lenging and sensitive to some of the students. For example,
when discussing differences and diversity, it is important to
consider whether certain types of diversity are more difficult
to appreciate than others, and where this perception originates.
As mentioned earlier, the programme is based on ethics and
continuous ethical negotiation. Research has shown that for
some ITE students it is very easy to appreciate, for instance,
ethnic diversity, whereas religious differences or differences
related to sexual orientation may be more difficult to han-
dle. In these cases, it is important that students are challenged
and encouraged to look at issues from different cultural, soci-
etal, and religious perspectives, as well as the perspectives of
human rights (Jokikokko 2009).

Bearing in mind the fact that intercultural learning is simul-
taneously a formal and informal process which includes
many everyday life experiences, students in teacher education
should be provided with possibilities to reflect on their inter-
cultural learning as a lifelong process. They should be encour-
aged to become aware of the process by asking what has influ-
enced their attitudes, awareness, knowledge and skills and
how their living environment and culture have affected them
and, at the same time, limited their way of understanding other
perspectives.

Reflective learning and teaching methods are applied in the
ITE programme in various ways. One starting point is that
teachers in the programme are also learners: they listen to the
students’ views, experiences and feedback in order to reflect
and develop their actions and teaching. The teachers try to
encourage students to question and reflect on their knowledge
as well as to check the sources of knowledge production. They
also try to support and inspire students in their critical and
analytical thinking and research work. In evaluation, reflec-
tive methods, such as study journals, open-book exams and
group exams are frequently applied.

Discussion: the challenges and possibilities of
intercultural learning and intercultural pedagogy

On the basis of the experiences of the students and teach-
ers, the ITE programme has supported students’ intercul-
tural learning in many ways. Former students have spoken
of an ‘intercultural philosophy’ that affects their thinking and
actions, and they have noted that once they have acquired cer-
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tain (intercultural) perspective and values, these inevitably
affect everything they do and say in the classroom (Jokikokko
2005b:79). Former ITE students also generally emphasised
the appreciation of diversity as a central value in their work. In
fact, many former students mentioned that they would not like
to work in too homogenous an environment, as work could
then become routine and unsurprising. This is an interesting
finding, as in some of the earlier studies related to teachers’
views about teaching immigrants, diversity and differences
were often seen as a deficiency, problem, challenge or burden
(Miettinen 2001, Talib 1999). It seems logical that teachers
who see diversity as a resource do not get tired of working in
a multicultural classroom as easily as those who primarily see
diversity as a burden. However, there are also challenges that
should be considered.

From the perspective of critical pedagogy (Freire 1972, 1994,
Giroux & McLaren 2001, Hooks 1994, McLaren & Kinche-
loe 2002, May 1999, McLaren 2007, Nieto 1999, 2005, Sleeter
2001, Sleeter & Grant 2006), intercultural education should
be about reworking existing power arrangements and not just
about the presentation and celebration of cultural diversity. Crit-
ical pedagogues (e.g. Freire 1994, 1998) emphasise that teach-
ers should teach students the ability to look at society critically
and provide them with tools to affect and change societies. Sim-
ilarly, Sleeter and Grant (2006) argue that schools should be the
institutions in which democracy can be cultivated by providing
students opportunities to develop and participate in the dem-
ocratic life of schools. Research has shown that teachers who
graduated from the ITE programme discuss questions of power
mainly at the level of teacher-student relationship, illustrated
by the fact that they emphasise issues such as the importance
of learning from their students, dialogical relationships and car-
ing for their students (Jokikokko 2010). However, from the per-
spective of critical pedagogy, this idea of intercultural learning
is rather limited to the area of encountering the other.

Lack of deeper reflections on societal and structural
inequalities is a surprising research finding, given the curricu-
lum and content of the ITE programme, which includes rela-
tively many study courses on global education, human rights
and other topics which deal with the issues of social justice.
As teachers in this programme, we have noticed students’ fas-
cination with these issues, as they have become aware of soci-
etal and global aspects of education and learnt greatly about
social justice through the courses. Moreover, as pointed out
earlier in this article, former students have emphasised the
‘intercultural orientation’, ‘hope’ and ‘spirit’ developed in the
course of their teacher education. This leads us to an inter-
esting question: what happens to the process of intercultural
learning and societal awareness after graduation, when work-
ing in the school system? In open-minded transformative
institutions these virtues can develop further and strengthen.
But what about institutions which carry strong traditions and
are overburdened with performance pressures and resistance
to change? On the basis of earlier research (Jokikokko 2005a),
it seems that former ITE students acknowledge some of the
unequal structures and practices in schools and are even aware
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of the need for change. However, in practice, it often turns
out to be too difficult to influence these issues as an individ-
ual teacher. Some of the newly graduated teachers pointed to
the low status of young, newly graduated teachers. Others said
that as a recently graduated teacher they have to concentrate
on ‘survival’ during the first years in working life and that
later on it would, hopefully, become possible to really start
to develop intercultural perspectives in teaching, as well as
to view the curriculum and teaching contents from a broader
intercultural perspective (Jokikokko 2005b:79).

On the basis of the above it is obvious that teachers require
support and in-service training in order to sustain their inter-
cultural learning processes after their initial education. Teach-
ers may face various challenges in their work, and their work
community does not necessarily share similar views about the
significance of diversity and multicultural issues. This is what
some of the former ITE students have realised when entering
working life. Some have felt that they have left the ‘bird’s nest’
and have entered a cruel reality with little or no support. Former
ITE students were shocked to encounter the unequal attitudes
and practices in schools. In these situations, it would be neces-
sary for teachers to get support in the form of in-service educa-
tion, for instance. Otherwise there is a danger that ‘intercultur-
ally oriented’ teachers will end up ‘going with the flow’ and for-
saking their ideals. However, in-service training should be care-
fully planned and sufficiently lengthy. As we have highlighted
in this article, intercultural learning is a long-term process, and
a separate course on multicultural issues does not necessarily
raise awareness and influence actions in a meaningful way. At
worst, it may only strengthen stereotypes and prejudices.

Another considerable challenge for teacher education lies
in finding ways to avoid ethnocentrism and one-sided Western
perspectives in education. As Jarveld (2010:147) writes, the
Western academe has always considered itself as a supreme
source of knowledge (see also Andreotti & de Souza 2008:24).
However, when educating teachers to work in a multicultural
environment — a reality in most societies today, including Fin-
land — it must be asked whether a one-sided Finnish or Euro-
pean perspective is at all relevant in this context.
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Notes

1 Ethnocentrism in this article is understood as a perspective that
assumes that the value system, conditions and habits of one’s
own people or group are better than those of others, or that the
other perspectives, value systems or habits are wrong.

From the perspective of epistemological pluralism there are mul-
tiple ways of knowing that can be equally valuable, and inte-
grating this plurality results in a more thorough understanding of
complex systems. E.g. the Western knowledge system represents
only one way of knowing amongst many (Andreotti 2010).
Cultural supremacy in this article is understood as the projec-
tion of one’s own values as superior to those of others. It refers to
the projection of European epistemology as universal (Mignolo
2000).

The name of the programme was Master of Education, Interna-
tional Teacher Education (M.Ed.) programme in 1994-2009. In
2010 the name was changed to Intercultural Teacher Education
(ITE).
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Rehtorin eettinen johtaminen monikulttuurisessa Roulussa

Abstrakti

Artikkelissa tarkastelen monikulttuurisen koulun eettisté johtamista. Eettisten dilemmojen ratkaise-

misessa tai niihin vastaamisessa on kyse paatoksenteosta, jolloin rehtori koulun hallinnosta vastaa-
vana virkamiehena ja pedagogisena johtajana on usein avainasemassa. Kuvaan rehtorien kohtaa-
mia eettisia dilemmoja ja heidan etiikoitaan niiden ratkaisuissa tai niihin vastaamisessa. Niin ikaan
tarkastelen rehtoreiden méaaritelmia monikulttuurisuudesta ja sen haasteista ja rikkaudesta. Rehto-
rien puheissa monikulttuurisuus maarittyi etnisyyden tuottamaksi erilaisuudeksi, suomalaisuuden ja
maahanmuuttajien moneudeksi sekd moneuden arkipaivaisyydeksi. Sen ulottuvuudet ilmenivét nor-
mittavana, kriittisena ja kunnioittavana vastavuoroisuutena ja erojen inklusiivisuutena. Monikulttuu-
risuuden rikkaus ilmaistiin valittdmina ja kauaskantoisina, kouluyhteis66n ja sen ulkopuolelle ulottu-
vina hydtyina. Haasteet liittyivat oppimiseen ja opetussuunnitelman tavoitteiden saavuttamiseen, et-
nis-kulttuurisiin tulkintoihin ja vuorovaikutukseen. Dilemmat liittyivat edella kuvattujen lisdksi myds
integraatioprosesseihin. Tutkimuksessa sovelletussa monidimensionaalisessa mallissa kuvattujen
eettisten l&hestymistapojen liséksi rehtorit lahestyivat ongelmia pragmaattisesti ja tilannekohtaises-
ti reflektoiden. Oppilaan etu paatdksentekoa ohjaavana prinsiippiné oli keskeinen, samoin opetus-
suunnitelman perusteissa esitetyt perusopetuksen tavoitteet. Tutkimustulosten perusteella voi tode-

siivista toimintakulttuuria.

Johdanto

Suomalaisen yhteiskunnan monikulttuuristumista (monikult-
tuurisuudella tarkoitetaan tdssd maahanmuuttajataustaisen vé-
eston madrin kasvua) on tarkasteltu viime aikoina aktiivisesti
ja monelta suunnalta. Myds suomalaisen koulun monikulttuu-
ristuminen ja sen erilaiset vaikutukset ja seuraukset ovat olleet
esilld sekd tutkimuksissa (ks. esim. Laaksonen 2007, Soila-
mo 2008) ettd mediassa. Monikulttuurisuuden mukanaan tuo-
ma tulkintojen kirjo kasvatukseen ja opetukseen liittyvistd ja
niitd sivuavista kysymyksisté on tuottanut koulun sisdlld poh-
dintoja, joissa on vahva eettinen pohjavire. Niiden taustalta on
hahmotettavissa perustavanlaatuiset eettiset kysymykset siiti,
mika on oikein, mikd on oikeudenmukaista ja mihin kenelld-
kin on oikeus. Monikulttuurisessa koulussa eettiset pohdinnat
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ta, etta rehtorin tyd on perustaltaan vahvasti eettistd. Monikulttuurisessa koulussa tarvitaan paitsi
vahvaa eettista johtamista, myds demokraattista ja autenttista johtajuutta seka kykya kehittaa inklu-

ovat monesti seurausta haasteellisista kdytdnnon tilanteista,
jotka koulun arjessa vaativat nopeaa reagointia. Niiden ratkai-
semiseksi on l0ydettéva keinoja tulkintojen ja arvojen yhteen-
sovittamiseksi sekd kompromissien 16ytdmiseksi, jotta koulun
perustehtédvé toteutuisi. Dilemmojen ratkaisemisessa tai niihin
vastaamisessa on kyse myos padtoksenteosta. Talloin rehtori
koulun hallinnosta vastaavana virkamiehend ja pedagogisena
johtajana on usein avainasemassa.

Tassa artikkelissa tarkastelen monikulttuurisen koulun eet-
tistd johtamista aiempaan tutkimukseeni perustuen (Kuukka
2009). Tavoitteenani oli analysoida rehtorien kohtaamia eetti-
sid dilemmoja ja heidén soveltamiaan etiikoita niiden ratkai-
suissa tai niihin vastaamisessa. Dilemmojen kuvauksissa tu-
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lee esiin myds rehtoreiden médritelmid monikulttuurisuudes-
ta ja sen haasteista ja rikkaudesta. Lopuksi esitdn aiempaan
ja omaan tutkimukseeni nojaten ajatuksia johtamisesta moni-
kulttuurisessa koulussa.

Monimuotoistuva koulu ja sen johtaminen

Koulu on mikrokosmos; moninaisten palveluiden tarjoajana ja
ainakin yhtd moninaisten odotusten ja vaatimuksien kohteena
oleva “’kaikkeuden keskus” (Jauhiainen 1988:471—473, Hell-
strom 2004:2). Samalla se on osa yhteiskuntaa ja sen muu-
tosprosesseja (ks. esim. Rasdnen 2005:89, Sahlberg 2007:28).
Koulu heijastelee niitd joskus reaktiivisesti, toisinaan myos
edelldkévijand heikkoja signaaleja aistien. Ndiden muutospro-
sessien liséksi suomalaisen koulun muuttumiseen ovat vaikut-
taneet ja vaikuttavat yhd enemmaén my6s maamme liittyminen
kiinteimmin osaksi monimuotoistuvaa Eurooppaa ja maail-
maa. Maailma on maailmanlaajuistunut ja samalla paikallis-
tunut. Globalisaatio, maailman ja Maan muuttuminen ovat he-
rittdneet entistd pysyvdmmin etiikan ja arvojen ydinkysymyk-
set, joihin haetaan vastauksia myos koulun kontekstissa. Glo-
balisaation yhteisollisyyttd lisddvan ulottuvuuden ohella pu-
hutaan modernin yhteiskunnan murroksesta, tiedon pirstaloi-
tumisesta, subjektin ylikorostumisesta ja jopa hajoavasta ajas-
ta (esim. Bauman 1996, Niemi 1998, Kallio 2005, Lapino-
ja 2006). Talldkin on vaikutuksensa paitsi koulutusjérjestel-
madn, my0s yksittdiseen kouluun, sen perustehtividn ja pe-
rustehtdvén johtamiseen.

Yhteiskunnan muutosta ilmentid myds se, etté eri sidosryh-
mien vaatimukset ja tarpeet suhteessa kouluun ja koulutuk-
seen ovat moninaisempia kuin ennen. Kansainviélisten tutki-
musten mukaan rehtorin tehtdvit ovat muuttuneet vihemman
odotuksenmukaisiksi, vihemmén strukturoiduiksi ja enem-
mén konflikteilla, myds arvokonflikteilla, ladatuiksi. Konsen-
suksen saavuttaminen kasvatuskysymyksissi on yhi vaikeam-
paa. My0s sensitiivisyys eri toimijoiden, kuten huoltajien, ar-
vo-orientaatioiden suhteen on yhi tdrkedmpi ominaisuus reh-
torissa. (esim. Begley 2001:354, Begley & Wong 2001:295,
Shapiro & Stefkovich 2005:4, Blackmore 2006:181.) Arvoi-
hin, etiikkaan ja moraaliin liittyvét kysymykset ovat aina kie-
toutuneet keskeisesti kasvatukseen ja opetukseen (esim. At-
jonen 2004:9, ks. myos Kansanen 1992:71-77) ja siten myds
niiden johtamiseen (esim. Foster 1986:33). Kuitenkin nimen-
omaan yhteiskunnan monikulttuuristuminen on haastanut uu-
della tavalla ndimé kysymykset opettamisessa ja johtamisessa.
Koulun institutionaalisen tehtdvén vuoksi niiden pohtimisella
on laajempi yhteis6llinen ulottuvuus.

Monikulttuurisuuden mukanaan tuoma tulkintojen kirjo
kasvatukseen ja opetukseen liittyvistd ja niitd sivuavista ky-
symyksistd on nostanut ja nostaa koulussa esiin pohdintoja,
jotka voivat olla seurausta haasteellisista kdytdnnon tilanteis-
ta, jotka koulun arjessa vaativat nopeaa reagointia. Eettisik-
si muodostuessaan ne tuottavat esimerkiksi kiistoihin, paatok-
sentekoon, perusteluihin tai velvoitteiden ristiriitaan liittyvaa
pohdintaa (vrt. Pietarinen & Launis 2002). Téll6in niistd voi-
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daan puhua dilemmoina. Dilemma mééritelladn yleisesti va-
linnan vaikeudeksi kahden epétyydyttavéan vaihtoehdon vélil-
14. Monikulttuurisen koulun eettisissd dilemmoissa on kuiten-
kin useimmiten kyse keinojen etsinnista tulkintojen ja arvojen
yhteensovittamiseksi sekd kompromissien 10ytdmiseksi. Niis-
sd haetaan kolmatta tietd tilanteissa, joissa ei valita ensisijai-
sesti oikean ja vddrdn vaan kahden oikean vililld. Taustalla
voi tdlldin olla yhti lailla arvossa pidettyjen arvojen ajautu-
minen konfliktiin (vrt. Kidder 1995:16) tai tilanne, jossa ai-
emmin omaksuttujen ja uusien, ainakin periaatteessa omak-
suttavien arvojen yhteensovittaminen aiheuttaa jénnitteitd ja
ristiriitaa.

Koulu ei voi toteuttaa perustehtdviédnsa, jos kdytdnnon on-
gelmista tai eettisistd dilemmoista ei 16ydetd jonkinlaista ulos-
paasyd. Kulttuurien vdlinen viestintd sindnsé voi olla vaikut-
tamassa asioiden ja tilanteiden muuttumiseen haasteellisiksi
(ks. esim. Tiittula 2005, Hammar-Suutari 2006, Brewis 2008),
mutta erilaisista viestintdkulttuureista ja esimerkiksi toisen
osapuolen kielitaidon tasosta huolimatta ne tiytyy pyrkia rat-
kaisemaan. Jos konsensusta ei voida saavuttaa, ei puhutakaan
perinteisestd ongelmien ratkaisusta vaan niihin vastaamises-
ta (Begley 2004). Viime kiddessd on kyse vuorovaikutuksesta
ja dialogista, joiden tulee tavoitella ainakin yhteisymmarrysté,
vaikkei yksimielisyyteen paéstiisikdan (vrt. Karkama 1998).

Dilemman ratkaisemisessa tai sithen vastaamisessa on ky-
se my0s paitoksenteosta. Télloin rehtori koulun hallinnosta
vastaavana virkamiehend ja pedagogisena johtajana on mo-
nesti avainasemassa. Hén todentaa pditdksenteossaan paitsi
pedagogista johtajuuttaan ja omaa eettistd ajatteluaan, myos
koulunpitoa raamittavaa lainsdddantod ja opetussuunnitel-
maa. Rehtorin eettinen johtaminen kytkeytyy siten sekd hinen
omiin arvoihinsa ettd sidfddospohjan ja opetussuunnitelman
taustalla oleviin arvoihin. Padtoksenteko on johtamisen kes-
keinen elementti. Etiikka puolestaan voidaan ndhdd paitok-
sentekoa tukevana taitona. Eettisille kysymyksille luonteen-
omaista on se, ettei niihin ole selkeitd ja yksiselitteisid vasta-
uksia, jolloin etiikka ilmenee juuri arjesta nousevien kysymys-
ten ja vaittdmien kautta (Clarkeburn & Mustajoki 2007:22).

Rehtorin etiikat

Viitoskirjatutkimuksessani (Kuukka 2009) tarkastelin rehto-
rin, etiikan ja johtamisen suhdetta monikulttuurisessa kou-
lussa keskittyen dilemmoihin, joita koulun monikulttuurisuus
nimenomaisesti tuottaa. Koulun eettinen johtaminen on toki
muutakin kuin ongelmien ratkaisua ja monikulttuurisuus tuot-
taa muutakin kuin ongelmia. Kuitenkin eettinen johtaminen
tai eettinen ajattelu ylipddtddn manifestoituu selkeimmin ti-
lanteissa, joissa tiytyy tehdd padtoksid ja antaa suuntaa. Sik-
si tarkastelin tutkimukseni empiirisessd osassa monikulttuu-
risen koulun rehtorin eettistd johtamista nimenomaan dilem-
mojen kautta. Niissd ollaan oikeudenmukaisuuden, oikeuden
ja oikein toimimisen kysymysten adirelld, siis etiikan ja arvo-
jen ytimessd. Empiirinen aineisto koostui Helsingin kaupun-
gin suomenkielisten peruskoulujen rehtoreille (»=25) vuonna
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2004 tehdyistd haastatteluista. Viitdskirjan varsinaisena tut-
kimustehtdvéand kuvasin rehtorien kokemia monikulttuurisuu-
teen liittyvid dilemmoja ja niiden ratkaisuja tai niihin vastaa-
mista. Tutkimustehtdvén taustoittamiseksi tarkastelin rehtori-
en nikemyksid monikulttuurisuuden kisitteestd ja sen rikka-
us- ja haasteulottuvuuksista. Véljana tulkintakehikkona kéytin
amerikkalaisten koulun eettisen johtamisen tutkijoiden Robert
Starrattin (1991, 1994), Joan Poliner Shapiron ja Jacqueline
Stefkovichin (2005) sekd Gail C. Furmanin (2003) teorioiden
pohjalta luotua monidimensionaalista eettisten ldhestymista-
pojen mallia, joka siséltdd kriittisen, oikeudenmukaisuuden,
huolenpidon, professionaalisuuden ja yhteison etiikan niko-
kulmat oppilaan edun ollessa keskeinen l&htdkohta. Dilem-
moja tarkastelin suomalaisten soveltavan etiikan tutkijoiden
Juhani Pietarisen ja Veikko Launiksen (2002, ks. myos Raik-
k& 2004) kiistoihin, padtdksentekoon, perusteluihin ja velvoit-
teiden ristiriitaan liittyvien eettisten ongelmien jaottelun poh-
jalta.

Starratt (1991, 1994) painottaa koulun eettisen johtamisen
teoriassaan nimenomaan eettisen toimintaympdristén luomis-
ta, jolloin etiikka on ndhtdvé laajemmassa kontekstissa kuin
pelkkdna yksilollisend padtoksentekona. Eettistd toimintaa, jo-
hon aina liittyvit henkil6iden viliset suhteet, yhtddltd tukevat
ja toisaalta rajoittavat ne olosuhteet ja asemat, joissa ihmiset
ovat. Eettisesti toimiminen edellyttdd sensitiivisyytté ja herk-
kyyttd suhteessa toiseen ihmiseen kulloisissakin olosuhteissa
ja kontekstissa. Koulun johtaminen on néhtéva hallinnoinnin
lisdksi moraalisesti vastuullisena eettisen ympariston luomi-
sena koulun perustehtdvés, kasvatusta varten. Eettisen johta-
misen viitekehykseksi kdytdntéd varten Starratt (mts.) yhdis-
taa kriittisen etiikan, huolenpidon etiikan ja oikeudenmukai-
suuden etiikan nédkokulmat. Toisiaan tdydentdmaélla ne voivat
hinen mukaansa antaa kdyttokelpoisen vilineen eettisten va-
lintojen tekemiselle ongelmatilanteissa. (mts. 1991:186-187,
1994:34-35.)

Kriittisen etiikan Starratt (1991) pohjaa ensisijaisesti Frank-
furtin koulukunnan filosofien edustamaan kriittiseen teoriaan
ja viittaa myos kriittiseen pedagogiikkaan ja sen edustajiin.
Rehtoreille kriittinen etiikka tarjoaa Starrattin mukaan mah-
dollisuuden siirtyd naiivista “the way things are” -ajattelus-
ta tietoisuuteen siité, ettd sosiaaliset ja poliittiset areenat hei-
jastelevat valtaa ja etuoikeuksia, intressejé ja vaikutuksia, jot-
ka on legitimoitu oletetun rationaalisuuden, lakien ja tapojen
perusteella. My0s koulu voi heijastella esimerkiksi epaoikeu-
denmukaista resurssien jakoa ja vallan véarinkéayttoa. Kriit-
tisestd ndkokulmasta minkéddn organisationaalisen jarjestelyn
ei koulussa tarvitse olla kuten se on, vaan se on avoin uudel-
leenjérjestelylle kouluyhteison jdsenten oikeudenmukaisuu-
den intressin nimissé; sama koskee myos koulutuspolitiikkaa.
Keskeinen haaste on luoda ympéristd, jossa kasvatus tapahtuu
eettisesti, joten rehtorin sosiaalisen vastuun tulisi ulottua yksi-
164 ja ammattia laajemmalle. (mts.:189—-190.)

Oikeudenmukaisuuden etiikka tarjoaa perustan sddddspoh-
jalle ja lain ideaaleille. Tahan ulottuvuuteen liittyvit myds tasa-
puolisuuden, yhdenvertaisuuden ja oikeudenmukaisuuden ka-
sitteet. (Stefkovich & O’Brien 2004:199.) Starratt (1991:191)
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liittdd oikeudenmukaisuuden etiikkaan hallinnan, erityisesti it-
sehallinnan késitteen. Hinen mukaansa kohtelemme toisiam-
me jonkin oikeusperiaatteen mukaan, jota sovellamme kaikis-
sa ihmissuhteissamme. Oikeudenmukaisuuden etiikan taustal-
ta 16ytyvat sekd yksilokeskeisyytta ettd yhteisdd ydinkompo-
nenttina painottavat koulukunnat. Ensin mainitussa yksiloé on
keskeinen ja sosiaaliset suhteet ndyttdytyvit yhteiskuntasopi-
muksina, joissa yksilo jarkeddn kayttden luopuu joistakin oi-
keuksistaan yhteiseksi tai oikeudenmukaisuuden hyvéksi. Jal-
kimmaisesséd koulukunnassa yhteiskunta on etusijalla ja oikeu-
denmukaisuus nousee yhteisollisestd ymmarryksesté. (Starratt
1994:50, Shapiro & Stefkovich 2005:11.) Koulun kontekstissa
kumpaakin ldhestymistapaa tarvitaan, koska yksildllisid valin-
toja tehtdessé tiedostetaan ainakin jossain méérin yhteisolliset
valinnat ja toisaalta kouluyhteison valinnoissa taustalla on tie-
toisuus yksildiden valinnoista. Keskustelun jatkuvuus oikeu-
denmukaisuuden eri ulottuvuuksista ja ristiriidoista on oleellis-
ta, koska vain sen avulla voidaan tuottaa eettistd ymmaértamys-
td. (Starratt 1991:193.)

Huolenpidon etiikassa méadrddvid tekijoitd ovat myota-
tunto ja empatia. Téssd Starratt viittaa erityisesti Carol Gil-
liganiin (1982) ja Nel Noddingsiin (esim. 1984, 2005). No-
ddingsin (1984:2) ajattelussa huolenpito merkitsee olemista
suhteessa, jota luonnehtii vastaanottavuus (receptivity), liit-
tyminen (relatedness) ja syventyminen (engrossment), jois-
ta viilme mainittu tarkoittaa tietoista ja motivoitunutta huo-
mion kiinnittdmista toiseen. Gilligan (1982:100) maéérittelee
huolenpidon vastuuna tajuta ja lievittda todellista ja tunnis-
tettavaa ahdinkoa maailmassa. Huolenpidon etiikkaa sovelta-
essaan rehtori painottaa paitoksenteossa ihmissuhteita ja yh-
teyksid mieluummin kuin hierarkioihin liittyvid tekniikoita
ja saantdja (Stefkovich & O’Brien 2004:199). Huolenpidon
etiikka edellyttdé luottamusta ihmisiin ja halukkuutta tunnus-
taa heiddn autenttisuutensa (Starratt 1991:195). Shapiron ja
Stefkovichin (2005:17-18) mukaan huolenpidon etiikan so-
veltaminen eettisessd péadtoksenteossa vaatii tarkastelemaan
rehtorien valmiutta siihen, eli onko rehtorilla kykyé kuunnel-
la eri ddnid paitoksentekoprosessissaan. Huolenpidon etii-
kan elementtejé rehtorit joutuvat tulkintani mukaan sovelta-
maan my0s reflektoidessaan normatiivisesta nidkokulmasta
oppilaan edun ja hyvinvoinnin ja toisaalta huoltajan lapsensa
parhaaksi toimimisen perusteiden ristiriitaisuutta. He voivat
soveltaa sitd my0s selvitellessddn koulun ulkopuolelta kou-
luun siirtyneiden konfliktien syitd ja etsiessddn ratkaisua nii-
hin kuuntelemalla esimerkiksi eri maahanmuuttajataustaisten
huoltajien selityksid konfliktin taustoille. Huolenpidon etiik-
ka liittyy ylipddtdan my0s ajan ja tilan antamiseen dilemmo-
jen ratkaisuprosesseissa.

Starrattin (1994:57) mukaan kuvatut ldhestymistavat kyt-
keytyvit toisiinsa ja eettinen tietoisuus, joka ei nditéd kytkento-
jé née, kapseloituu joko sentimentaalisuuteen, rationalistiseen
yksinkertaistamiseen tai sosiaaliseen naiiviuteen. Huolenpi-
don etiikassa tulee kiinnittdd huomio myos sosiaaliseen jarjes-
tykseen ja oikeudenmukaisuuteen. Kriittinen etiikka tarvitsee
huolenpidon etiikan nidkdkulmaa vélttddkseen pelkdn kyyni-
sen tyytymaéttdmyyden, ja oikeudenmukaisuuden etiikka vaa-
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tii syvéllistd kriittisen etiikan tuottamaa analyysia rakenteelli-
sesta epatasa-arvosta. (Starratt 1991:198.) Shapiro ja Stefko-
vich (2005) toteavat, ettd Starrattin malli ei sellaisenaan anna
riittdvad kuvaa niistd tekijoistd, jotka rehtori eettisessd paa-
toksenteossaan joutuu ottamaan huomioon. Néitd ovat seké
ammatille tyypilliset eettiset dilemmat ettd rehtorin jatkuvasti
kasvava oman etiikan ja ammatillisen etiikan reflektointi. Sik-
si nimenomaan professionaalisen etiikan paradigma antaa nel-
jannen kokoavan ndkokulman dilemmojen tarkasteluun. (mts.
11, 19.) Shapiron ja Stefkovichin mukaan professionaalinen
etilkka on aiemmin nihty oikeudenmukaisuuden etiikan osa-
na — syyn juuri sdannot, standardit ja periaatteet, joilla sitd
ilmaistaan. Namaé, usein ammattijarjestdjen asettamina, eivét
vélttamattd anna tukea rehtorien péivittdin kohtaamiin dilem-
moihin. (mts. 21.)

Vaikka suomalaiset ammatticettiset sddnnét poikkeavat
amerikkalaisista, on myos meilld todettu niiden tuen riittdmét-
tomyys (vrt. Himéldinen yms. 2002). Shapiro ja Stefkovich
(2005) maédrittelevitkin professionaaliseen etiikkaan kuulu-
viksi paitsi oikeudenmukaisuusetiikkaan liittyvit eettiset pe-
riaatteet ja koodit, myds kriittisen ja huolenpidon etiikan né-
kokulmat seké lisdksi ammatillisen arvioinnin ja paatoksente-
on. Heiddn mallissaan Starrattin kuvaamat ulottuvuudet eivit
siis ole eksplisiittisesti ilmaistuina. Shapiro ja Stefkovich né-
kevit professionaalisen etiikan dynaamisena prosessina, jossa
rehtori kehittdd sekd henkilokohtaisia ettd ammatillisia séédn-
tojaan. Henkilokohtaisten sdéntdjen kehittdmisen tulisi poh-
jautua oman eldmén ja sen merkittivien tapahtumien (critical
incidents) reflektointiin, omien ammatillisten sddnt6jen kehit-
tdmisen puolestaan kokemuksiin ja odotuksiin tydsté ja henki-
l16kohtaisten sadntjen huomioon ottamiseen.

Taman prosessin, jossa rehtori on painiskellut oikeudenmu-
kaisuuteen, kriittisyyteen ja huolenpitoon liittyvien kysymys-
ten parissa, Shapiro ja Stefkovich ndkevit tarkeéksi erityises-
ti monimuotoistuvassa koulussa. He korostavat arvoprosessi-
en merkitystd rehtorin toiminnan ja eettisten koodien pohjana.
Viime mainittuja muovaavat sekd ammatillisen yhteison etta
tyOyhteison sdéinnot, mikd tuo malliin myds yhteisén etiikan
ulottuvuuden sekd ammatilliset standardit. (mts.:22-23, ks.
myo0s Begley esim. 2004.) Gail C. Furman (2003) liittd4 Star-
rattin sekd Shapiron ja Stefkovichin malliin yhteison nakokul-
man. Hanen mukaansa johtamisen kiytintdjd ohjaava etiik-
ka ja johtamisen moraalisen padmédrin saavuttaminen on yh-
distettdvd. On siis pohdittava, edesauttaako vallitseva eettinen
viitekehys tehokkaasti johtamisen pddmaéérdn saavuttamista,
joka 21. vuosisadalla koulujen oppilasaineksen monimuotois-
tuessa merkitsee oikeudenmukaisuutta, yhdenvertaisuutta ja
kaikkien lasten oppimista. (Furman 2003:3—4.) Furman méaa-
rittelee yhteison etiikan kasvattajan moraaliseksi velvollisuu-
deksi osallistua yhteisollisiin prosesseihin, jolloin yhteiso yk-
silén sijaan on moraalisen toiminnan keskidssd. Toisin kuin
monet yhteisollisyydesté kirjoittavat Furman (mts.:4) méaarit-
telee yhteison prosessuaaliseksi (kursivointi Furmanin). Yh-
teison merkitys rakentuu ennen kaikkea vuorovaikutuksel-
le, kommunikaatiolle ja dialogille kuin ”jaetuille arvoille” tai
”jaetulle padtoksenteolle”. Yhteison etiikka syntyy tdmén pro-
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sessuaalisuuden ymmaértdmisestd. Eettisen johtamisen tulisi
pohjautua ennen muuta ihmissuhde- ja ryhmaétaitoihin, pyrkia
jatkuvaan dialogiin sekd luomaan foorumeita, joissa kaikki-
en déni saataisiin kuuluviin. Yhteison etiikan ollessa keskios-
sd rehtori ymmartéa moraalisen paddmairin hyvéksi toimimi-
sen yhteisollisend velvollisuutena, ei “transformationaalisen”
johtajan visiona”. Furman siis nékee yhteison etiikan puut-
tuvana linkkind oikeudenmukaisuuden, kriittisen, huolenpi-
don ja professionaalisen etiikoiden soveltamisen ja moraali-
sen padmaddrin, siis oikeudenmukaisuuden, vililld. (mts.:1-8,
ks. my0s Stefkovich & O’Brien 2004:200.)

Suomalaisessa koulukontekstissa Furmanin kuvaama yh-
teisollisyys voi avautua koulun johtokunnan, vanhempain-
toimikuntien, oppilaskuntien ja koulun kanssa toimivien l&-
hialueen sidosryhmien seka ylipaétaan kodin ja koulun yhteis-
tyond. Furmanin yhteison etiikkaan liittdmid ihmissuhde- ja
ryhmétaitoja ja dialogia tarvitaan maahanmuuttajataustaisten
huoltajien kanssa toimittaessa myds silloin, kun arvot eivét
ole jaettuja. Shapiro ja Stefkovich (2005:24-25) toteavat, ettd
keino ratkaista erilaisten eettisiin koodeihin ja niiden sovelta-
miseen liittyvat ristiriidat esimerkiksi henkildkohtaisen ja am-
mattietiikan, rehtorien, rehtorin ja koulun tai muun yhteison
valillad on oppilaan edun (best interest of the student) ymmér-
tdminen. Se on heiddn mukaansa profession johdonmukainen
selkéranka ja siten keskeinen moraalinen imperatiivi missé ta-
hansa koulun johtamisen paradigmassa. Stefkovich ja Begley
(2007:212) tdsmentdvdt médrittelyn viittaavan tietoisesti yk-
siloon: jos yksittdistd oppilasta kohdellaan reilusti, oikeuden-
mukaisesti ja vélittdvdsti, on se viesti toisille oppilaille hei-
dan kohtelustaan samalla tavalla ja viesti heille kohdella toi-
siaan samoin. Oppilaan etu méirittyy oppilaan edun oikeuk-
sien, vastuun ja kunnioituksen kasitteiden kautta. Oikeuksiin
kuuluvat muun muassa universaaleiksi tulkittavat ihmisen pe-
rustavaa laatua olevat oikeudet, kuten YK:n ihmisoikeuksi-
en julistus ja Lasten oikeuksien julistus, seka lisdksi kansalli-
sessa perustuslaissa méadritellyt oikeudet. Vastuun nakékulma
nahdédn oikeuksien ndkokulmaa taydentdvana kultaisen séédn-
non soveltamisena. My6s kunnioitus voidaan mairitelld kul-
taisen sddnnon kautta. Liséksi se on mydnteistd vuorovaiku-
tusta ja ohjaa oppilaita kohtelemaan myds toisiaan kunnioit-
tavasti. (Stefkovich 2005, Stefkovichin & Begleyn 2007:215—
220 mukaan.)

Koska edelld kuvatut oppilaan etuun liittyvit ulottuvuudet
edustavat universaalia etiikkaa, ovat ne yhtenevid suomalaista
perusopetusta madrittdvien tavoitteiden ja arvojen kanssa. Si-
ten oletin oppilaan edun nikyvian myos tutkimuksessani reh-
torien eettistd johtamista ja padtoksentekoa ohjaavana keskei-
send ldhtokohtana. Liitin etiikoiden tarkasteluun Pietarisen ja
Launiksen (2002:50-51) kiistoihin, paitoksentekoon, perus-
teluihin ja velvoitteiden ristiriitaan liittyvan luokituksen, jota
muokkasin rehtorien ndkdkulmaan sopivammiksi: Pidin kiis-
toihin liittyvind ongelmina dilemmoita, joissa rehtori kokee
maahanmuuttajataustaisen — ja puheista riippuen myos kan-
tavdestoon kuuluvan — oppilaan tai huoltajan teon, toiminnan
tai kdytdnnon hyvéksyttdvyyden (moraalisesti) kyseenalaisek-
si. Pddtoksentekoon liittyvit ongelmat ndin dilemmoina, jois-
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sa rehtorin ja laajemmin koulun (tarkoittaen opettajia tai oppi-
lashuoltoa) oli vaikea ratkaista (moraalin kannalta) parasta ta-
paa toimia. Néissi tilanteissa ei vélttdmatti ollut kyse rehtorin
oman ajattelun sisdisestd konfliktista, omien eettisten periaat-
teiden tai vakaumusten vélisestd ristiriidasta (vrt. Pietarinen
& Launis 2002:50) vaan rehtorin mieltimén oppilaan edun
ja huoltajan vakaumuksen vélisestd ristiriidasta. Perustelui-
hin liittyviksi ongelmiksi katsoin dilemmat, joissa rehtori ko-
ki oppilaan tai huoltajan kisityksen tai mielipiteen perustelun
ongelmalliseksi suhteessa esimerkiksi opetuksen tavoitteisiin
tai koulun arvoihin. Velvoitteiden ristiriitaan liittyvad ongelma
oli dilemma, jonka suhteen rehtorin tdytyy toimia oman néke-
myksensd mukaan eettisesti epatyydyttavasti.

Monikulttuurisen koulun dilemmat rehtoreiden
puheissa

Rehtoreiden esiin tuomien dilemmojen tarkastelun aluksi on
syyté tuoda esiin muutamia seikkoja, jotka painottuivat rehto-
rien puheissa heidén kuvatessaan dilemmoja. Ensinndkin val-
taosa rehtoreista painotti ongelmia ja haasteita olevan myds
(kanta)suomalaisten oppilaiden tai huoltajien kanssa. Toinen,
edelliseen liittyva ilmi6 dilemmojen kuvaamisessa oli tapaus-
ten luonnehtiminen yksittdisiksi. Lahes kolmasosa rehtoreis-
ta korosti, ettd heiddn kuvaamansa tilanteet eivit koskeneet
kaikkia maahanmuuttajia. Naméa tdhdentdmiset liittyvét tul-
kintani mukaan ensinnékin siihen, ettd pyysin rehtoreita haas-
tatellessani konkreettisia esimerkkejd nimenomaan haasteelli-
sista tilanteista. Painottamalla myos kantavdestoon kuuluvien
oppilaiden aiheuttamia ongelmia ja maahanmuuttajataustai-
sia oppilaita koskevien ongelmatapausten yksittdisluonnetta
rehtorit halusivat ehké vélttada leimautumista stereotyyppises-
ti ajatteleviksi tai tiettyjd etnisid ryhmié leimaaviksi. Télldin
voidaan pohtia my0s sosiaalisen suotavuuden (ks. esim. Lin-
deman & Verkasalo 1995) osuutta rehtorien puheissa. Oman
nidkemykseni mukaan kyse oli selkeésti yksittdisten haastei-
den reflektoivasta kuvaamisesta. Lisdksi monissa puheissa ko-
rostettiin toimivaa yhteistyotd — ensisijaisesti huoltajien kans-
sa — sen ajoittaisesta haasteellisuudesta huolimatta.

On todettava ettd kaikista rehtorien kuvaamista haasteista
ei ollut 16ydettévissd ’ensisilmaykselld’ etiikkaa. Rehtorit jou-
tuivat vastaamaan moniin dilemmoihin kdytiannon ratkaisuil-
la, ”perstuntumal ja talonpoikaisjérjelld”, kuten erds rehtori
asian ilmaisi. Néin ollen dilemmat tulivat esiin myds empiiri-
sind ongelmina, joiden alkuna saattoi olla véarinkésitys tai asi-
an puutteellinen ymmartdminen. Joitakin ongelmia oli ratkais-
tava vélittdmasti ja taustalla oleva mahdollinen eettinen poh-
dinta oli siirrettdvd myohemmaén reflektoinnin kohteeksi. Lii-
tin timédnkaltaiset haasteet kuitenkin mukaan tarkastelemiini
kokonaisuuksiin, koska niiden kuvauksessa rehtorit implikoi-
vat osin myds eettisid ulottuvuuksia. Rehtorit eivit dilemmo-
ja ja haasteita kuvatessaan tuoneet niitd esiin mahdottomina
tai ylitsepddsemittomind. Dilemmoja ei siis alleviivattu. Té-
ma kertoi ennen muuta rehtorien useissa tapauksissa pitkasta
tyokokemuksesta ja siihen liittyvéstd professionaalisuudesta.
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On myds huomautettava Pietarista ja Launista (2002:51)
seuraten, ettd heiddn esityksensd mukaiset ongelmatyypit ja
tarkasteltavassa aineistossa myos itse dilemmat olivat monella
tavalla yhteydessa toisiinsa ja niiden ratkaisuyritykset saattoi-
vat synnyttid uusia ongelmia, jotka periaatteessa olisivat siir-
taneet kuvatun dilemman toiseen “luokkaan”. Luokittelut ja
lokeroinnit paitsi pyrkivit yli reunojensa ja kietoutuivat toi-
siinsa, olivat myo0s toistensa syité ja seurauksia. Rehtorien ku-
vaamat eettiset dilemmat on esitetty kuviossa 1, jossa on myds
kuvattu joitakin keskeisié rehtorien puheissa esiin tulleita ja
esimerkkeina olleita jénnitteita.

Vuorovaikutukseen liittyvid dilemmoja olivat huoltajien
impulsiivinen kdyttdytyminen, joka ilmeni joskus myos epi-
vakautena, maahanmuuttajataustaisten oppilaiden keskindiset
konfliktit, keskindinen syrjintd ja rasismi sekd neuvottelutilan-
teisiin liittyvdt haasteet yleensd, kuten huoltajan riittdméton
kielitaito ja neuvotteluihin kuluva aika. Huoltajan epédvakaan
tai impulsiivisen kayttdytymisen toi esiin runsaat puolet reh-
toreista. Sen ddrimmadinen ilmentyma oli rehtorin integritee-
tin uhkaaminen:

— RI3M: No tilanne oli, ettd hinen [oppilaiden isin] kaksi
wtdrtddn oli huomattavan vikivaltaisia tyttirid, ja tosi suu-
ria ongelmia heiddn vikivaltansa ja koko kdytéksensd kohdal-
la, kielenkdytostd puhumattakaan. Ja sen jilkeen me joudutti-
in selvitteleen nditd asioita tddlld, ja tdssd yhteydessd sitten..
H: Sd olit kutsunu hénet tinne?

— RI3M: Olin kutsunu hdnet ja hdnen vaimonsa tdnne, ja
aikasemmin oli sitten tyttdret ollu mukana tdssd ja asia oli
selvitetty. Sitten kun tyttdret poistu, niin isd sitten huomatta-
van selkedsti ilmotti ndin, ettd tieddtké kuule, ettd mitd tdstd
voi seurata, ettd kaikille voi kdydd miten tahansa.

H: Johon sind totesit, ettd?

— RI3M: Md kysyin sitten, ettd uhkailetteko minua. No ei
héin nyt sitd sano.

H: Miten se tilanne eteni sitten?

RI3M: Tilanne eteni, md sanoin, ettd se on ihan hyvd. Ja
kylld me kéytiin kaks tai kolme neuvotteluu isdn kanssa, ja
tieddn nyt sitten myéhemmin, ettd hdn on huomattavan kii-
hked mies ollu.

— H: Mutta pddttyiké ndd neuvottelut sitten johonkin myon-
teiseen lopputulokseen?

— RI3M: No ne pddty siihen mydnteiseen tilanteeseen, ettd
seuraamme tilannetta, palaamme asiaan kahden viikon kulut-
tua ja katsotaan, mitd on tapahtunut.

Lainauksessa ilmenee rehtorin nopea reagointi huoltajan
uhkaukseen, mika implikoi tulkintani mukaan sit8, ettd mikéli
huoltaja olisi todella mydntinyt uhkaavansa, rehtori olisi ollut
valmis viemddn osaltaan tilanteen eteenpdin, oikeudenmu-
kaisuusetiikkaa noudattaen. Niin ikddn esimerkistd kdy ilmi
my0s edelld kuvattu neuvottelutilanteiden luonne ja ajan
antaminen. Impulsiivisesti kdyttaytyvien huoltajien aiheuttama
dilemma oli luonnehdittavissa ensisijaisesti kiistaksi, koska
rehtorit kokivat huoltajan kayttaytymisen hyvaksyttdvyyden
kyseenalaiseksi. Rehtorit vastasivat timéantyyppisiin haastei-
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Integraatio-
prosessi

EETTISTEN DILEMMOJEN JANNITTEITA
impulsiivisuus <> tunteiden hallinta
vakivaltaisuus <> vakivallattomuus

kostaminen ja kunnia <> sovittelu, anteeksianto
keskinainen syrjinta <> yhdenvertaisuus
poikkeavuuden hapeda <> erityisen tuen tarve
suorittaminen <> oppiminen
ops:n valikoiminen <> ops:n velvoitteet

Vuoro- naisen eriarvoinen asema <> tasa-arvo Etnis-
vaikutus- ruumiillinen kuritus <> koskemattomuus kulttuuriset >
tilanteet yhteison asiat <> koulun asiat tulkinnat

virheelliset oletukset <> oikea tieto
pitkat poissaolot <> oppivelvollisuus
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KAYTANNON HAASTEITA
neuvotteluihin kuluva aika
opetusjarjestelyt
opetuksen resursointi
puutteellinen tieto

Oppiminen ja

opetussuunnitelman
tavoitteiden

——

saavuttaminen

~

Kuvio 1 Eettiset dilemmat ja kaytdnnon haasteet

siin yhtéaltd oikeudenmukaisuusetiikan kehyksessé erityis-
esti heidén integriteettiiéin uhkaavissa tilanteissa, mutta pada-
siassa heilld oli professionaalista valmiutta neuvotella tilan-
teen selvittdmiseksi ja antaa ensin aikaa sen rauhoittamiselle,
mink4 voi katsoa viestivan huolenpidon etiikasta ja toisen ase-
maan asettumisesta.

Oppimiseen ja opetussuunnitelman tavoitteiden saavutta-
miseen liittyvisti haasteista keskeisimpini rehtorit toivat esiin
erilaiset opetuksen mielekkédseen toteuttamiseen ja resurs-
sien riittdvyyteen liittyvit pulmat. Huoltajien suhtautuminen
erityisen tuen tarpeeseen oli myos aito, rehtoreita puhuttanut
eettinen dilemma. Osittain tdmén voi ndhdd myds etnis-kult-
tuuriseen tulkintaan liitettynd haasteena, koska rehtorit néki-
vét sen olevan seurausta tietynlaisesta kulttuurista. Joidenkin
rehtorien puheissa dilemma kytkettiin laajemmin suhtautumi-
seen mielenterveyteen liittyviin asioihin, kuten seuraavassa
esimerkissa.

— Mutta et esimerkiks jonkun verran semmosta suhtautu-
mista on vendldisissd vanhemmissa ndkyny. Mut toisaalta
vendldiset on suurin ryhmd, mitd meilld on muutenkin, ettd sit
tapauksiakin tulee esille. Mut et heilld esimerkiks tietynlain-
en tdmmonen erityisopetus tai apu.. Tulee ehkd mieleen, ettd
heiddn kulttuurissaan varmaan pitkdsti on ollu se, ettd se on
jotenkin hépedllistd, et jos ei esimerkiks tavallisessa koulus-
sa pdrjdd, ettd luokitellaan sitten tavallaan jo toisen luokan
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kansalaiseks tai vammaseks, jos on jotain tarvetta erityispal-
veluihin. Et hyvin tavallaan pitkdsti saa perustella ja tehdd
tyotd vanhempien kanssa, ettd se hyviksyttdisiin. (RO6N)

Erityisen tuen tarve, oli sitten kyse varsinaisista mielenter-
veyspalveluista, erityisluokalle siirrosta tai vain eriyttavista
opetusjérjestelyistd, koettiin rehtorien puheen mukaan paitsi
esimerkin mukaisesti suoranaisena hipednd, my0s leimaa-
vana ja huoltajaan itseensé kohdistuvana loukkauksena. Lain-
auksesta kdy ilmi, ettd rehtori pyrki tarkastelemaan asiaa eri
nékokulmista, karttoi lopullisia johtopditoksid ja tiedosti
jélleen ajan antamisen tdrkeyden. Luonteeltaan dilemma
liittyi 1&hinnd pddtoksentekoon, koska useimmissa tapauk-
sissa oli tehtdvd konkreettinen péatds erityisestd tuesta jos-
sain muodossa. Siihen kietoutui kuitenkin rehtorin ja useissa
puheissa myds oppilashuollon nidkékulmasta riittdméttomien
tai suomalaisen koulun kontekstissa kestdméttomien peruste-
lujen ndkokulma. Dilemmaan vastaamisessa rehtorin ja kou-
lun keinona oli jdlleen neuvottelu, jossa lahtékohtana oli oppi-
laan etu ja siten huolenpidon etiikka, toki my0s oikeudenmu-
kaisuusetiikka siind mielessd, ettd oppilaan yhdenvertaiset
mahdollisuudet saada tukea toteutuisivat.

Etnis-kulttuurisiin tulkintoihin yhdistetyissd haasteissa
useimmin kuvatuiksi dilemmoiksi nousivat uskonnolliset tul-
kinnat liittyen opetukseen ja koulun toimintaan osallistumi-
seen, suhtautuminen naisiin ja tyttoihin sekd lapsen ruumiilli-
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nen kuritus. Huomattakoon, ettd rehtorit eivét esimerkiksi kyt-
keneet dilemmoja suoraan uskontoon, vaikka heidén puheis-
saan kuvaukset esimerkiksi kantaviestoon kuuluvaan nais-
opettajaan suhtautumisesta ja tyttdjen koulunkdynnin merki-
tyksellisyydesti yhdistyivit pddosin muslimitaustaisiin oppi-
laisiin tai huoltajiin. Etnis-kulttuurisiin tulkintoihin liittyvia
dilemmoja ratkottiin myds lasten tasolla, mitd seuraava lai-
naus kuvaa:

— R25N: — — Sitten just ndd, yllittdvdd kylld uskontokysy-
mykset, ettd meil tuli kaks kongolaista lasta, jotka on kristit-
tyjd ja sitten tossa oli jo ison somalijoukon kanssa riita siitd,
et kuka on muslimi ja kuka on kristitty ja kuka on Allah ja niin
edelleen, vaikkei heil ollu suomen kielen sanoja, heil oli tdm-
monen skaba tuola.

— H: Miten se ratkes tai mihin asti se meni?

— R25N: No meidn erityisopettaja kdvi kertomassa, ettd ndd
on semmosia yksityisasioita, joista ei ruveta riitelemddn ja
antoi heille sitten listan sanoista, joita ei nyt kdsitelld eteen-
pdin mutta mielenkiintosta. Siin oli puhetta et toi maahanmu-
uttajataustainen koulunkdyntiavustaja ranskan avulla jatkaa
véahdn sitd. Mut tds [rehtorin kanslian vieressd] on kakkonen
ja kolmonen, niin lapset istuu tos pukemassa, kun tos on valm-
istava luokka, niin tota noin niin ettd.. Ai oletko sind kurdi,
joo. Oletko sind muslimi, en. No sind et pddse taivaaseen kun
et ole muslimi. Niinku kieltd ei oo ja sit tammdsii, et pikku
lapset riitelee uskontoasioista, et se on suomalaiselle koulun-
pihakulttuurille kyl aika vierasta.

Niitten sekd kiistoihin, pddtoksentekoon ettd perustelui-
hin liittyvien dilemmojen ratkaisemisessa olivat rehtorien
kaytossd useat eri eettiset ndkokulmat. Totaalista kieltdy-
tymistéd esimerkiksi taito- ja taideaineiden opetuksesta ei sal-
linut kukaan rehtoreista, mutta puheissa painottuivat keskuste-
lut ja neuvottelut, joissa rehtori vetosi joko kaupungin tason
linjauksiin tai opetussuunnitelmaan, mikd viittaa oikeuden-
mukaisuusetiikkaan. Huolenpidon etiikka tuli esiin puheissa,
joissa rehtori esimerkiksi ilmaisi huolensa oppilaan itsensa
kokemasta syrjddn jadmisestd. Neuvotteluissa ei pyritty valt-
tdméttd saamaan ’viimeisti sanaa’ vaan padseméin joustavaan
ratkaisuun, 10ytdméaén ’kolmas tie’. Tdmé toimintatapa viit-
taa tilanne-etiikkaan. Etnis-kulttuurisiin tulkintoihin liitetyt
dilemmat nostivat rehtoreissa esiin myds emotionaalisia reak-
tioita, joiden taustalta voi hahmottaa rehtorin intuitiivista
moraalista suhtautumista perusteettomaksi kokemaansa kayt-
tdytymiseen tai perusteluun.

Neljannen kokonaisuuden muodostin niisti ongelmista,
jotka liittyivét selkedsti maahanmuuttajien integroitumisen
haasteisiin. On itsestddn selvdd, ettd kaikissa edelld kuvatuis-
sa kokonaisuuksissa on osaltaan myds kyse integraatioon liit-
tyvistd prosesseista. Rehtorien puheiden perusteella dilemmat
kumpusivat kuitenkin ensisijaisesti muualta kuin kouluyhtei-
sOstd, mutta toki heijastuvat myos kouluun. Téllaisia dilem-
moja olivat perheen sisédiset ongelmat, kuten eri syista johtu-
vat rooliristiriidat ja arjen hallinnan vaikeudet, huoltajien tai
oppilaiden tiedon puute ja virheellisten olettamusten mukaan
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toimiminen, asuinalueella syntyneiden konfliktien ulottumi-
nen kouluun seka oppilaan pitkét poissaolot. Koulun ulkopuo-
listen konfliktien ulottaminen kouluun tuli esiin joka viiden-
nen rehtorin puheessa. Namé dilemmat kytkeytyivét luonnol-
lisesti my0s vuorovaikutuksen haasteisiin. Seuraava esimerk-
ki kertoo tdméntyyppisistd ongelmista.

— RISM: — — Et timmdsid jopa pihapiiripulmia on tuo-
tu ikddn kuin tdnne ja ja.. Sanotaan nyt kiusaamistilanteita
et toi Mohammed kiusaa Sergeitd (vehtori kdyttid nimid ku-
vaamaan oppilaiden taustoja yleensd, ei tiettyjd maahanmu-
uttajia) tai pdinvastoin. Ja kun nditd asioita on ldhdetty po-
htimaan ja saatu vanhemmat tdnne oppilashuoltoon niin sit-
ten tulee ilmi ettd tietylld alueella pihoilla on jumalaton riita
meneillddn.

— H: Niinku vanhempien kesken?

— RISM: Vanhempien kesken presiis, juuri ndin ja se heijas-
tuu taas tdnne. Ja tuleeko se vanhempien riita, onks se ldht-
eny vanhempien vdliltd vai onks se ldhteny siitd ettd muksut
ovat keskendidn nahistelleet. Se ei oo ihan selkedd mutta ihan
selvdsti timmostd vellovaa riitatilannetta on tuolla kylilld.

— H: Joo ja sit koulu on kuitenkin se joka tuota tavallaan ot-
taa sen..

RISM: . Kylld.

— H: Tietyl lailla niinku kantaakseen..

— RISM: .tietylld tavoin kantaakseen, siltd osin kun mikd
mitd se kouluun viittaa.

— H: Onks se sun mielestd ookoo niin?
— RISM: Ei todellakaan, mua ottaa hirveesti vdlilld pddhdn
se ettd ne yrittdd ikddn kuin saada koulua jonkinlaiseksi selvi-

tysmieheksi, vilimieheksi, jopa tuomariksi ndissd asioissa.

Lainauksessa tulee esiin koulun rooli “kaikkeuden keskuk-
sena”, mihin viittasin artikkelin alussa. Rehtorien tiukka
suhtautuminen koulun perustehtdvian ulottamiseen “valim-
iechen” tai “tuomarin” rooliin koskien sen ulkopuolelta ldht-
eneitd konflikteja heijastelee yhteison etiikan ndkdkulmasta
haluttomuutta toimia ainakaan eri maahanmuuttajaryhmien
viliseen integraatioon tai saman ryhmén sisédiseen integraa-
tioon liittyvien dilemmojen késittelyn ensisijaisena fooru-
mina. Toisaalta rehtorit kuvasivat myos yhteison etiikan suun-
taisesti koulun osallisuutta alueellisessa yhteistydsséd. Inte-
graatioprosessiin liittyvien dilemmojen luonne liittyi osal-
taan velvoitteiden ristiriitaan. Ne vilittyivat kouluun ja vaati-
vat rehtoreilta sekd oikeudenmukaisuuteen, huolenpitoon etta
kriittiseen etiikkaan liittyvad vastaamista. Ndiden tulkinnalli-
sessa kehyksessd kuvattujen etiikoiden liséksi rehtorit ldhes-
tyivit ongelmia pragmaattisesti ja tilannekohtaista reflekto-
intia osoittaen. Siten tilanne-etiikka' ja siihen liittdméni cop-
ing eli tilanteen aiheuttamista vaatimuksista selviytyminen
(ks. Westerholm 2007) voidaan ndhdé yhtend eettisend ulot-
tuvuutena.

Professionaalisuus Shapiron ja Stefkovichin (2005) esitté-
méissd muodossa oppilaan edusta ldhtevéni rehtorin toimin-
taa ja paitdksentekoa ohjaavana prinsiippind oli keskeisesti
esilld eri dilemmoihin vastaamisessa, samoin opetussuunni-
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telman perusteissa esitetyt perusopetuksen tavoitteet. Rehto-
rien puheista vilittyi myos se, ettd suomalaisen opetussuunni-
telman perusteissa esitetyt perusopetuksen tavoitteet ja arvo-
pohja koettiin keskeisiksi. Tyypillistd oli dilemmojen toisiin-
sa kietoutuminen ja erityyppisten eettisten ongelmien niky-
minen niissd. Riippumatta kdytettyjen etiikkojen soveltamis-
tilanteista, jarjestyksesta tai padllekkdisyydestd johdonmukai-
suus dilemmoihin vastaamisessa tai niiden ratkaisuissa sii-
lyi. Johdonmukaisuutta ilmensivét edelld mainittu oppilasléh-
toisyys ja siihen liittyen perustehtdvétietoisuus. Kumpaankin
liittyi monissa puheissa eksplikoitu perusajatus koulusta kaik-
kien kouluna. Tdmé voidaan ndhd4 myds rehtorien toimintaa
ohjaavana perusarvona, vaikka arvoja ei itseisarvoisena tee-
mana haastatteluissa késiteltykéaan.

Tutkimuksen rehtorit eivit puheissaan edustuneet ensisijai-
sesti velvollisuuttaan suorittavina ja maahanmuuton prosessia
hallinnoivina managereina vaan pedagogisina johtajina. Joi-
denkin puheista kulttuurin késite vilittyi enemmén pysyvéni,
erilaisia traditioita siséltdvind ja yksilon kayttdytymisessa il-
menevénd. Haluttaessa ndmé puheet voidaan siis ndhdd maa-
hanmuuttajataustaisten oppilaiden ja huoltajien kulttuureita
essentialisoivina. Haastateltujen rehtorien dilemmapuheet ei-
viét kuitenkaan tdysin tukeneet timénkaltaisia padtelmid. Sen
sijaan niissd reflektoitiin monikulttuurisuuden mukanaan tuo-
mia dilemmoja jénnitteessd, joka on osaltaan yhteneva Sauk-
kosen (2007) kuvaamien etnisesti ja kulttuurisesti monimuo-
toistuvan yhteiskunnan ristipaineiden kanssa. Saukkonen to-
teaa, ettd symbolisen yhteiskunnan tulisi samanaikaisesti sekd
heijastaa sosiaalisen todellisuuden kirjavuutta ettd pitdd huol-
ta yhteenkuuluvuuden tunnetta ylldpitdvien perinteiden jat-
kuvuudesta. (mts.:227.) Monikulttuuriset koulut toki voivat,
joutuvat ja haluavatkin haastaa monet traditiot ja kéyténteet.
Koulun sosiaalisen todellisuuden kirjavuuden kunnioituksesta
huolimatta tutkimuksen kouluissa haluttiin rehtorien puheiden
perusteella myds pitdd kiinni yhteenkuuluvaisuuden tunteen ja
yhteisollisyyden vaalimisen jatkuvuudesta.

Monikulttuurisen koulun uudet
johtamiskertomukset

Tutkimuksessa kuvaamani dilemmat ja rehtorien vastaamiset
ja ratkaisut kertovat osaltaan suomalaisen monikulttuurisen
koulunpidon todellisuudesta. Huomattakoon, ettd tutkimuk-
sessa kuvatut dilemmaattiset tilanteet olivat sellaisia, joissa
rehtori oli itse ollut mukana. Yleisesti rehtorien puheista vé-
littyi kuitenkin se, etti opettajat hoitavat kohtaamansa ongel-
matilanteet ensisijaisesti itse ja se oli myds seki rehtorin et-
td opettajien oletusarvoinen menettelytapa. Tédstd huolimatta
rehtorin rooli koulun eettisesséd johtamisessa on keskeinen ja
sitd on syytd pohtia. Monikulttuurisessa koulussa rehtorin teh-
tavd on ndhddkseni myos kasvattajan tehtdva. Liitdn kasvatta-
juuden rehtorin toimintaan arvojohtajana ja koulun keskeise-
nd moraaliagenttina. Toisin sanoen rehtorin tulisi ohjata kou-
lun eettistékin suuntaa ja seisoa “edessd” sen puolesta. Tamén
suunnan ja sithen kytkeytyvén arvopohjan tulisi ndkya paitsi
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rehtorin toiminnassa erilaisissa moraalisia kannanottoja vaati-
vissa tilanteissa, myos koulun toimintakulttuurissa ylipaataan.

Monikulttuurisen koulun toimintakulttuurin kannalta on
hyodyllistd huomioida Banksin (2008) kuvaamat kulttuuri-
sen deprivaation ja kulttuurierojen paradigmat. Ensin maini-
tun mukaan maahanmuuttajataustaiset oppilaat epdonnistuvat
koulussa kasvukulttuurinsa vuoksi, jolloin syy ndhdédin oppi-
laan kulttuurissa, ei koulun kulttuurissa tai tehottomassa ope-
tuksessa. Tamaé ajattelu johtaa monikulttuurisuuden eristdmi-
seen omaksi haasteekseen eiké koko koulua ndhdd muutoksen
yksikkona. Kulttuuriero-ajattelun mukaisesti oppilaat voivat
epédonnistua siksi, ettd heidin kulttuurinsa eroaa koulun kult-
tuurista, jota arvostetaan enemmin tai siksi, ettd oppilaan op-
pimisstrategia poikkeaa vallitsevasta. (mts.:53—55.) Banksin
(2004:6, 20-21) monikulttuurisen kasvatuksen mallissa yksi
dimensio on juuri valtauttava koulukulttuuri, jonka kehittdmi-
nen vaatii oppimisympaériston ja toimintakulttuurin kokonais-
valtaista uudistamista. Muutos puolestaan ulottuu koulun teh-
taviin, normeihin ja eetokseen institutionaalisella tasolla. T4-
hén liittyy myds inklusiivisuuden késite. Inklusiivista koulu-
kulttuuria rakentavat ja yllapitavdt rehtorit kiinnittavat huo-
mionsa kaikkia oppilaita osallistaviin rakenteisiin ja ulottavat
osallisuuden my6s koulun ulkopuoliseen kontekstiin, kuten
huoltajiin ja yhteisdihin. Keskeistd on johtamisen merkityk-
sen tiedostaminen ja vastuullinen reflektointi sekd monimuo-
toisuutta tukevien rakenteiden luominen, kuten esimerkik-
si selkedt toimintatavat rasismia ja syrjintdd vastaan. (Walker
2005:12—13.) Valtauttavassa koulukulttuurissa eri etnisiin ja
sosiaalisiin ryhmin kuuluvat oppilaat voivat tulla kuulluiksi ja
arvostetuiksi ja kokea kunnioitusta, osallisuutta ja rohkaisua
(Banks 1993, Parks 1999, Walkerin 2004:12—13 mukaan, ks.
my0s Ryan 2006).

Monikulttuurisen koulun sanotaan tarvitsevan johtamisen
uusia kertomuksia (vrt. Lumby & Coleman 2007). Uutena
kertomuksena monikulttuurisen koulun toimintakulttuurin ja
oppimisympériston kehittdmisessd voidaan ndhda ensinnékin
uudenlainen vahva johtajuus. Se on haasteellista ja vaatii reh-
torilta proaktiivista otetta (esim. Blair 2002:184—185, Walker
2005:5). Blairin (2002) mukaan monikulttuurisissa kouluis-
sa tarvitaan radikaalia transformationaalista johtajuutta, jot-
ta koulun tuloksellisuus toteutuisi sekd hyvinid oppimistulok-
sina ettd sosiaalisena hyvinvointina ja yhdenvertaisuuden to-
dentumisena. Rehtorin on johdettava *edestd’, jotta yhdenver-
taisuus toteutuisi kdytdnnossa ja esimerkiksi antirasistiset oh-
jelmat vaikuttaisivat koulukulttuurin muuttumiseen. Saman-
aikaisesti hinen pitdé kyetd neuvottelemaan ndiden ohjelmi-
en kiytdnnon toteutuksesta laajasti opettajien, muun henkil6-
kunnan, opetusviranomaisten, huoltajien ja oppilaiden kanssa.
Blair esittddkin, ettd vahvan johtajuuden késite on maaritelta-
vd monikulttuurisessa kontekstissa uudelleen:

Vahva ei vilttimdttd implikoi diktatorista tai autoritddristd
ldhestymistapaa, vaan vahvuutta pitdd kiinni “visiosta” ja ro-
hkeutta tutkia ja soveltaa tdtd visiota kdytinndssd, huolimatta
toisinaan voimakkaasta vastustuksesta tai vihamielisyydestd.

(Blair 2002:186.)
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Monikulttuurinen koulu tarvitsee my0s autenttista johta-
juutta (Walker & Shuangye 2007:191). Begleyn (2001) mu-
kaan autenttinen johtajuus on metafora professionaalises-
ti tulokselliselle, eettisesti kestdvélle ja jatkuvan reflektoin-
nin alaiselle johtamiselle. Autenttinen johtaminen on tietope-
rustaista, arvotietoista ja taitavasti toteutettua. Innovatiivise-
na ulottuvuutena Begley nikee autenttisessa johtajuudessa ni-
menomaan arvojen ja arvoprosessien omaksumisen ja sovel-
tamisen nidkdokulman, jotta hallinnon tavoitteet tulisivat ym-
marrettivimmiksi, velvoittavammiksi ja saavutettavammik-
si. (mts.:353.) Han kuitenkin korostaa, ettd arvoprosesseihin
siséltyy enemmén kuin etiikka, joka ei kata kaikkea ihmisen
kéyttaytymistd eikd kulttuurista johdettuna ole aina soveltu-
va ldahtokohta pédatdksenteolle, varsinkaan kulttuurisesti mo-
nimuotoisissa tilanteissa. Arvoprosessien tarkastelussa tulisi
Begleyn mukaan ottaa huomioon sekd prosessin ymmartami-
nen ettd eettisiin dilemmoihin vastaaminen, mikéd valaisee mo-
tivaation ja toiminnan vilistd yhteyttd. Hallinnollisessa kon-
tekstissa tulisi ottaa huomioon paitsi yksilolliset, myos ryh-
mén, ammatin, yhteison ja organisaation arvot. (Begley 2004:
4-6.)

Walker ja Shuangye (2007) nékevit nimenomaan interkult-
tuurisen koulun kontekstin autenttisen johtamisen ympéristo-
né. Tuloksellinen johtaminen téllaisessa koulussa vaatii au-
tenttista ymmartdmisti ja siitd seuraavaa toimintaa; keskeis-
td on siis jatkuvasti oppiva johtajuus. (mts.:186.) Autenttiseen
johtamiseen liitetddn myds demokraattisen johtamisen kisi-
te. Demokraattinen johtaminen painottaa jokaisen merkityk-
sellistd osallistamista. ’Perinteinen’ jaettu johtajuus taas téh-
tdd dominoivien pddmaddrien ja arvojen todentamiseen, jol-
loin demokratia vilineellistetdén ja epépolitisoidaan. (Woods
2004:4.) Collard (2007:741-742) esittdd, ettd rehtorin tulisi
vallitsevan johtamiskulttuurin passiivisen vilittimisen sijaan
mieltdd itsenséd oppijana ja konstruoida ja rekonstruoida herk-
kyyttadn kulttuuristen nyanssien suhteen, toisin sanoen kehit-
tad dialogista integriteettii reflektoidessaan, kyseenalaista-
essaan ja ratkoessaan erilaisten arvojen soveltuvuutta koulun
toimintakulttuuriin (Shields 2002, Collardin 2007:742 mu-
kaan).

My6s sosiaalisen oikeudenmukaisuuden ndkdkulman joh-
tamiseen (esim. Bates 2005, Cambron-McCabe & McCarthy
2005) voi liittdd osaksi johtamisen uusia kertomuksia. Téllin
on syytd mainita Fosterin (1986) oikeudenmukaisuutta ja yh-
denvertaisuutta painottava nédkokulma, jonka mukaan koulun
johtajien tulee olla kriittisid humanisteja: humanisteja siksi,
ettd he arvostavat eldmén tavallisia ja epatavallisia tapahtumia
ja sitoutuvat kehittiméin, haastamaan ja vapauttamaan ih-
missieluja; kriittisid siksi, ettd he ovat kasvattajia eivatka sik-
si tyytyvdisid status quohon, vaan haluavat muuttaa yksiloi-
td paremmiksi ja parantaa kaikkien koulutusmahdollisuuksia.
Johtamisen tulee olla kriittisesti kasvattavaa: ”Sen ei pida kat-
soa vain nykyisiin olosuhteisiin, joissa elimme, vaan péaattaa
myo0s, miten niitd muutetaan.” (mts.: 17-18, 185.)

Monimuotoisuuden johtamista késitellessdén eettisen joh-
tamisen brittitutkijat Jacky Lumby ja Marianne Coleman
(2007:79) toteavat, ettd yhteisiin arvoihin ja konsensukseen
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tahtdadvit johtajuusteoriat ovat suosittuja, koska jo psykolo-
gisesti on helpompi dkkiseltddn tehdd tyotd yhdessd saman-
kaltaiseksi oletettujen kanssa. Liséksi kyse on vallanjaosta.
Lumbyn ja Colemanin mielestd monimuotoisuuden tukemi-
nen johtamisessa voi johtaa vallan lopulliseen uudelleen ja-
kamiseen, josta ei ole paluuta. Vaikka normatiivisesti voidaan
olettaa, ettd kaikki johtajat ilman muuta tukevat monimuotoi-
suutta, voi tilanne poliittisesti tarkasteltuna olla toinen. Lum-
by ja Coleman ndkevit oikeudenmukaisuuden voimakkaim-
pana moraalisena tekijdnd ja viittaavat Begleyyn (2004), jon-
ka mukaan oikeudenmukaisuus ei ole jérin vahvoilla koulun
johtajien etsiessd ratkaisuja moraalisiin dilemmoihin. Moni-
muotoisuutta tukeva johtaminen vaatisi rehtoria omaksumaan
epamukavan ja vaikean aseman, joka kaiken lisdksi olisi py-
syvé, koska siind valtaan ja maailmankatsomukseen liittyva
kamppailu yksiliden ja ryhmien vilill olisi pysyvéi. Ongel-
mallista Lumbyn ja Colemanin mukaan on se, ettd koulun joh-
tamisen teorian ja kouluttautumisen markkinat eivét halua tél-
laista haastavaa uutta teoriaa. (Lumby & Coleman 2007:79.)

Tutkimuksessani rehtorin eettisind eviind painottuneet op-
pilaan edun, huolenpidon, oikeidenmukaisuuden ja yhdenver-
taisuuden ndakokulmat voidaan siis nekin haluttaessa haastaa
yksipuolisesti ja valtakulttuurista kdsin méairittyvini. Voidaan
my0s kyseenalaistaa ylipdatddn viranomaisen oikeus puut-
tua maahanmuuttajataustaisten lasten ja nuorten kasvatuk-
seen. Relativistisesti tai multikulturalistisesti ajateltuna rehto-
rin tyon taustalla oleva kansainvélinen ja kansallinen sdados-
pohja ja niiden tulkinta ovat aina neuvottelukysymyksid. Yk-
sittdisen virkamiehen ndkokulmasta lait ovat kuitenkin hdnen
toimintaansa sddtelevid normeja, joita ei jokaisessa dilemma-
tilanteessa voida sopia uusiksi (vrt. Hannerz 2003). Uskoakse-
ni jokainen haastattelemani rehtori voi ymmartiad esimerkik-
si ruumiillisen kurituksen tapana, jota ei tietyissad yhteisoissa
pideté vahingollisena — ovathan he itse varttuneet yhteiskun-
nassa, jossa lakia on tarvittu nimenomaan kieltiméan yhtei-
son vakiintunut kasvatustapa. Virkamiehin he kuitenkin jou-
tuvat nojaamaan siithen, mitd laki kulloinkin méarda suhtees-
sa heidén velvollisuuksiinsa. Lumbyn ja Colemanin (2007)
vaihtoehto nykyjohtamiselle on humaani ja pitkdjénteinen uu-
delleenneuvottelu suhteista ja toimintatavoista, jotka voivat
muuttaa asenteita, valtasuhteita ja rakenteita. Myds lainséa-
danto ja normit voivat olla muutoksen tukena. Liséksi tarvi-
taan itsestd ldhtevdd muutosta ja oman potentiaalin ndkemis-
td muutoksen johtamisessa kohti suurempaa yhdenvertaisuut-
ta ja inkluusiota. (mts.:79-83, 96, 122.)

Ovatko edelléd tarkastellut monikulttuurisen koulun eetti-
sen johtamisen ulottuvuudet nekin pelkkda retoriikkaa vai jo-
tain aivan muuta? Tutkimuksessani mukana olleet rehtorit oli-
vat jo joutuneet tiedostamaan eriarvoisuuden, syrjdytymisen
ja toiseuden kéytdnnosséd. He eivit suhtautuneet niihin retori-
sella moraalilla. Jaettu johtajuus oli kdytdnndssd nimenomaan
vaikeiden asioiden jakamista yhteisesti ja moniammatillises-
ti, misté rehtorien puheet heidédn omasta tuestaan ja toimin-
tatavoistaan konfliktitilanteissa kertoivat. Myds oppiva joh-
tajuus todentui rehtorien puheissa, mistd yhtend esimerkki-
nd ovat heidén painottamansa monikulttuurisuuden rikkauden
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maédrittelyssé esiin tulleet oma henkilokohtainen ja ammatilli-
nen kasvu. Voidaan my6s kysyé, hyvéksytaankd suomalaises-
sa koulunjohtamiskulttuurissa rehtorin eettisen esikuvan roo-
lia vai hylataanko se vetoamalla esimerkiksi etiikan kulttuuri-
sidonnaisuuteen tai moniarvoisuuteen? Onko eettisesti kesté-
vélle johtajuudelle koulussa aikaa ja tilaa ja jos on, miten laa-
jasti sen perusta tulisi tulevaisuuden monimuotoistuvassa ja
maailmanlaajuistuvassa koulussa mééritelld? Joka tapaukses-
sa johtamisen uusia kertomuksia tulee tarkastella aiempaa sy-
vemmin ja samaan aikaan kulttuurisista isomorfeista tietoise-
na, kun suomalaisten koulujen toimintaymparistdé monimuo-
toistuu.
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Notes

1 Situaatioetiikan eli tilanne-etiikan mukaisesti eettisesti oikea rat-
kaisu on mahdollista 16ytdd ainutkertaisesta tilanteesta itsestddn
tutkimalla sen erityispiirteitd ja ottamalla ne huomioon (esim.
Launonen 2006:107). Tilanne-etiikka yhdistetddn Fletcherin
(1966) kehittdmaan kristilliseen tilanne-etiikkaan ja agapismiin,
rakkauden ensisijaisuuteen padtoksenteossa.
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Introduction

This article will examine the pressures on contemporary dem-
ocratic societies during a period of contradictory changes.
There are pressures for localisation on the one hand as well
as those of centralisation at national and regional levels. In
contemporary terms the rise of religiosity in many contexts
is also perceived to present particular problems. The devel-
opment of multicultural policies in many European coun-
tries (including Britain, Netherlands and Sweden) is criti-
cised by many as privileging issues of particular group iden-
tities and ignoring the larger question of inequality in soci-
eties. The article deals with these complex issues by focus-
sing on educational dimensions in relation to citizenship edu-
cation. Firstly, it addresses the question of multiculturalism
and intercultural education and points the way forward in
educational terms. Secondly, it addresses the challenges for
developing ‘communities of development and hope’, through
active citizenship at grassroots and local levels. Thirdly, it
deals with the institutional challenges at the public level for
developing features of transparency and good governance
through joined-up intercultural agendas which lead to greater
levels of equality through social and public policy measures.
This article argues that intercultural public and social policies
are a step in the direction of actualising a cosmopolitan and
social democratic polity. Education of citizens at formal and
informal levels and greater levels of educational equality of
outcomes, which can be reflected, for instance in examination
results within a state are important for enhancing peace and
stability in modern polities.

The following discussion on education and democracy
takes as its premise the position that issues of multicultur-
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alism pertain not only to the contemporary aspects of diver-
sity based on linguistic, religious, nationality and social class
grounds but also to historical diversities in society. There are,
however, changing topographies of contemporary and histor-
ical aspects of difference and diversity, and they raise in their
wake various complex issues for many societies around the
world.

Multiculturalism

Social diversities evident in the European context are also evi-
dent in most other societies. In some of the ex-colonial Euro-
pean countries the experience of decline of imperial power
and external colonialism and the distance from them allow
the members of the polity/polities an opportunity to reflect on
the dominant nature of historical ‘internal colonialism’. This
reflexive distance can provide an opportunity to ‘see them-
selves from the perspective of the defeated in the questionable
role of victors who were called to account for the violence of
an imposed and disruptive process of modernisation’ (Haber-
mas 2007).

In this article the term ‘multiculturalism’ is used as a
descriptive term and refers to aspects of social and cultural
differences in institutions, communities and societies. How-
ever, in many English-speaking countries the term ‘multi-
cultural’ is used as a policy term and has led to interminable
debates about ‘political correctness’. In many European coun-
tries and other societies these multicultural policies are also
perceived to have consequences for ‘“Western’ and ‘Enlight-
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enment values’, which are perceived by the critics as being
undermined by ‘the others’ and especially by Muslims in
Europe. These tensions between the religious and the secu-
lar have been highlighted by Ian Buruma and other contem-
porary writers (Buruma 2010). Another writer, Gilles Kepel,
argues that multiculturalism, as used by the British and the
Dutch, carries echoes of the old colonial practices of indirect
rule through organised religious and ethnic communities, and
that this ‘communal’ approach prevents the successful inte-
gration of Muslims and other immigrants in Europe (Kepel
1997). These issues of immigration, integration and the role
of Islam are also raised by other authors, as are the dilemmas
that have resulted from them for policy makers in most Euro-
pean societies (Caldwell 2009, Anderson 2009).

Another, rather strong critique of the use of multicultur-
alism as a policy term is that it tends to obfuscate the much
bigger questions of social inequalities. It tends to legitimise
economic inequality and diverts attention away from the
deeper issue of class politics in societies like the United States
(Michaels 2007). Worse still is the way in which conservatives
in many societies try to underplay the importance of equality
for all groups in society. Richard Wilkinson and Kate Pick-
ett’s research and book on ‘evidence-based politics’ received
praise from British Conservatives but soon after assuming
power they have used their right-wing think-tanks to rubbish
the evidence used by the authors (Wilkinson & Pickett 2009),
The Guardian 14 August 2010:3). However, Wilkinson and
Pickett claim that where inequality exists in socially diverse
communities, ‘ethnic divisions may increase social exclusion
and discrimination, but ill health and social problems become
more common the greater the relative deprivation people
experience — whatever their ethnicity’ (Wilkinson & Pickett
2009:178). Where there are class differences, people nearer
the bottom of society almost always face downward discrim-
ination and prejudice. Where there is also racial discrimina-
tion, there is a greater social division and greater levels of dis-
crimination which may impede the processes of intercultural
understandings through educational and other social and pub-
lic policy measures.

There is also another argument about the need to break
from the national container of history and to develop a
‘transnational memory’. This would enable societies to
reflexively modernise by institutionalising a cosmopoli-
tan civil society, having learnt lessons from the Holocaust,
imperialism and colonial history. This normative cosmopol-
itanism would need to correct the democratic deficit of the
public institutions and create levels of institutional equal-
ity and interdependence. These measures would lead to cos-
mopolitan integration both internally and externally, by re-
interpreting the creative tension between unity and diversity.
Beck and Grande state that this is ‘a paradigm shift resting
on the principle that diversity is not a problem but a solution’
(Beck & Grande 2007:242). They recognise, however, that
living together can be explosive and therefore necessitates
enhanced capacities for intercultural interaction (ibid.:249).
The school curriculum and the learning process have an
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important role to play in giving substance to enhancing inter-
cultural understandings.

The difficulty of living together is most pronounced for
groups that are viewed as very different by those who are set-
tled and consider the norm to be nationally sovereign terri-
tories with boundaries. They view groups that are nomadic
as not having the same rights, and there are huge tensions
between settled and nomadic communities, like the Roma and
Traveller communities in Europe. The French Government
has recently deported 1,000 members of this community to
Romania and Bulgaria and has been forced into a defensive
stance by the European Union’s Justice Commissioner, Vivi-
ane Reding, who cited the action as a violation and a denial
of the fundamental right of freedom of movement. The Sar-
kozy government may land in the European Court in Luxem-
burg for this violation (The Guardian, 15 September 2010:17).
The constitutional, human and social rights of these groups are
ignored and the education of their children is generally of a
very low standard. This issue presents one of the greatest chal-
lenges for intercultural education in democratic societies and
schools within them.

Within the British context, the devolution of Scotland,
Wales and Northern Ireland is an indication of the political
acknowledgement of the historically multinational nature of
British society. This historical legacy presents ongoing chal-
lenges. Wales has a functioning Assembly but in Northern Ire-
land the Assembly has functioned sporadically, while Scotland
has a Parliament which has greater powers than an Assembly.

The complex processes of devolution, centralisation and
integration are simultaneously taking place within many
socially diverse societies. It is important to reflect on the fea-
tures of democracy, citizenship and public and social policy
in most societies generally. There is also a need to educate
young people about the multicultural nature of societies and
the importance of democratic features and cosmopolitan citi-
zenship within such complex societies and regions. The mul-
ticultural contexts in historical and contemporary terms are
dynamic and not static. There are also trans-cultural cross-
ings, shifts and leaps which can result in dissensus, since the
dominant group may attempt to undermine consensus in order
to remain dominant. There is an ethical imperative to engage
in a dialogue with issues of difference in society. While the
need for grounding by many groups can be understood, it can
be temporary and changing, and based on critical reflection.
Grounding and uncertainty can go together and open up pos-
sibilities which are not necessarily relativist in nature. It can
open up in pedagogical terms, where dissensus and consen-
sus can be seen to be contingent on changing circumstances.
In Raymond Williams’ terms this would require the unlearn-
ing of the ‘inherent dominative mode’ (Williams 1958:376).
This sort of perspective can form the basis for intercultural
dialogue and intercultural education.

The liberal market economies have deepened the divide
between winners and losers, but the elites continue to use
the political rhetoric and conventions of compromise. They
try not to allow the basis of discontent and opposition to
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‘respond energetically or imaginatively to new challenges’
(Judt 2010:157). While democratic societies provide constitu-
tional protection for dissent, there is a general swing towards
conformity, and the minority dissenters may find themselves
as outcasts. Neither at the level of citizens nor of contempo-
rary intellectuals are there informed discussions about pub-
lic policy issues, which are undertaken by policy specialists
and ‘think-tanks’. In the U.S. the mantra of holding taxes to
a minimum and ‘keeping the government out of our affairs’
is further strengthened by the demagogy of keeping ‘social-
ism’ out of government. In Switzerland a referendum banned
the building of minarets by Muslims; in Britain citizens have
accepted high levels of closed-circuit television monitoring
and intrusive policing, and in most European countries citi-
zens find it difficult to challenge economic policies. The edu-
cation systems bear part of the responsibility for not educating
young people to be well-informed, critical citizens, and allow-
ing them to remain apolitical. Young people are more likely
to join single-issue interest groups instead of engaging in ‘the
management of public affairs’ and the development of strate-
gies for dissent within the law. This can happen if young peo-
ple develop a new language of politics which recasts public
conversation (ibid.:156-173). This is partly the result of young
people not being taught history properly, and of the absence of
understanding of who ‘we’ are and who the ‘others’ are. A crit-
ical reading and knowledge of the past can help young people
to refine their analytical skills to understand the complexity of
contemporary societies. At the underlying level, the absence
of the study of history may add to the failure of citizenship
education to deal with issues of dissensus.

A consideration of such a pedagogic practice is necessary
because most states face similar pressures on the political,
economic and social systems. At this level contrasting valu-
ations can be placed on politics and the market, and reinforce
‘confidence in the civilising power of a state that they expect
to compensate for “market failures” (Habermas 2007:47).
There are pathological consequences of capitalist moderni-
sation which require an ongoing political evaluation in order
to promote citizens’ ‘awareness of the paradoxes of progress’
(ibid.). This could serve as the basis for bringing together dif-
ferentiated regions in most continents, in order to develop cos-
mopolitan strategies beyond national boundaries.

Education has a powerful role to play in strengthening
democracies and making them more inclusive. It can also
enable young people to understand their rights, obligations
and responsibilities as active citizens within most complex
democratic societies. This presents educational institutions
with the challenge of bridging divides by providing diverse
groups with access to social goods. They can also assist in nur-
turing conversations which can lead to the creation of shared
values within the public domain and public institutions. How-
ever, educational processes should not only be seen as taking
place in the formal school system, but should also include the
use of visual media and a critical reading of media messages.

There are also some elements of diversity which can be
counterproductive if they conflict with citizenship and lib-
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eral democratic principles. Given that there are deep divisions
caused by historically derived ‘hidden hatreds’ and uneven
development, what can be done to develop new friendships
and creative imaginations? There is already a legacy of exclu-
sive and negative imaginations of racism, xenophobia, chau-
vinism and sexism. These issues pose complex challenges to
teachers of citizenship in trying to bridge these divides, not
easily dealt with in rational discussions. While at the class-
room level these issues present pedagogical challenges, they
also present institutional challenges. In democratic educa-
tional institutions, intercultural and anti-racist policies dis-
allow negative behaviours. These policies can also be used
to provide greater levels of access to knowledge, skills and
shared values through institutional initiatives. Hence, while
there have been genocides and holocausts of particular groups
and peoples, the role that educators, along with other public
and social policymakers, have to undertake is as builders of
solidarities and commonalities between and within these dif-
ferent groups at transnational levels. The issue at this level is:
without losing sight of the particularities of a loss by different
groups, what can be done to bridge the divides between the
different groups?

To ensure that young people do not accept binary divides
but adhere to their rights, obligations and responsibilities, the
political culture has to have a broad basis. It cannot be based
on the narrow national, dominant group or on the acceptance
of simplistic ethnic divides. Young people need to develop
notions of inclusivity which symbolically and substantively
are based on inclusive good values from all groups and which
capture the imagination and enchant the disenchanted young
people, especially those from subordinated and marginalised
communities. The cosmopolitan constitutional and human
rights principles and other progressive and democratic strug-
gles can also form part of this teaching and learning process.

Amongst many young people the notion of being part of
and belonging to complex localities is important. Hence, the
acceptance of territorial belongingness which is not exclu-
sive but shared is worth exploring within schools and youth
clubs. There is a need to develop non-exclusivist neighbour-
hoods which are not no-go areas for others but are, as Book-
chin has called them, “confederal communities”. This entails
turning biological affinities into social affinities (Bookchin
1992). Such communities would be based on shared resem-
blances which are neither racist nor patriarchal. This necessi-
tates the revamping of the old Greek concept of “paideia” or
the German notion of “Bildung” to develop their interactive
and intercultural aspects within complex and socially diverse
schools and communities. These goals of the educational pro-
cess ought to ensure that they are enablers of citizens in con-
tributing to the life of communities and social institutions.
These confederal values ought perhaps to give a new mean-
ing to an intercultural ‘paideia’ or an intercultural ‘Bildung’.
Chinese and Indian civilizations also embody similar notions
which can lend strength to developing intercultural, shared
value systems which strengthen social affinities within multi-
cultural polities in Europe.
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Communities of development and hope

Processes of devolution, national or regional integration, and
mass migration place complex pressures on national educa-
tional systems to engage in teaching democratically at local
levels while recognising the centralisation of power at national
or supra-national levels (Baumann 2008). Democratic schools
and socially diverse classrooms can organise teaching and
learning which enable young people to understand complex-
ity of societies and develop shared understandings. Provision
for lifelong learning and informal education can also form the
basis of inclusive learning communities which have collective
voices and cut across communal divides. Education systems
need to create public spaces so that whole democratic com-
munities at the local level can influence educational and pub-
lic policies in general. This type of learning within modern
cities and rural areas has to be connective, since both of these
contexts are at the intersection of the local, national, regional
and global; and also since there are intersections of perceived,
conceived and lived space. As David Harvey (1989) stated,
there is a need to maximise learning within limited space and
time which is not restricted to formal or informal surround-
ings but situated also in the contexts of the family, community
and the workplace. Hence, both rural and urban communities
become ‘learning communities’ through active learning strat-
egies that are sustainable.

Such developments can contribute to the rebuilding of com-
munities and establishing of a connection with what Judith
Green calls “communities of development and hope” (Green
1998:431). Individuals and groups need a sense of agency as
the citizens of a democratic society that moves beyond the
merely institutional basis and engages with issues of exclusion
within diverse communities. It allows for what Green refers
to as the deeper democratic features of diverse and complex
modern societies. These features include a critical understand-
ing of intercultural issues highlighted by indigenous or immi-
grant minorities. In some contexts such groups are defined as
“the others” and demonised. However, these diverse commu-
nities also present the possibilities of complex interactions at
individual and community levels to form a basis for finding
resemblances and fraternities across group divides.

Hence, deep democracy has dynamic and imaginative fea-
tures which draw upon and connect one’s own stories and
those of the community. One’s personal knowledge confers
the confidence to deal with issues and to contribute to pub-
lic life and public institutions with greater competence. It
also has the potential of initiating and helping to shape pub-
lic and social policy from a local context. Such a develop-
ment of a collective critical consciousness would contribute
to re-building the “public square”, as discussed by Cornel
West (1994). The public square includes public institutions
and the need to engage with issues of deep divisions, demo-
cratic and intercultural relations, and turning exclusions into
inclusions. Schools and other civic institutions which have
greater levels of autonomy need to be supported to facilitate,
as Green writes,

52

...public discussions, coalition development and multinational
community building ... fostering deeply democratic attitudes
and by offering opportunities to develop skills and capacities
that active democratic citizenship requires. (Green 1998: 437

Small beginnings at grassroots and community levels are one
way of initiating involvement with deep democracies. They
use experience as a basis of active citizenship, which can form
the beginning of developing broader analysis and conceptu-
alisation of citizenship engagement, not necessarily based on
established political parties or machines. An impressive recent
British pioneer in this field, the Novas Scarman Trust, spon-
sors small self-help projects in run-down communities. These
projects are not just temples of democratic talk but are of the
“can-do” mentality which leads to practical action at the local
community level, using the community’s own capacities and
initiatives. They have included turning a derelict rubbish dump
into a small park, re-opening and running a closed-down vil-
lage shop on which the community depended, and enabling
a group of jobless youngsters to acquire the house they were
squatting in — to renovate it as a hostel, and then go on to ren-
ovate other derelict properties. It also includes the provision
of practical skills, job training and invigorating local econo-
mies through micro-economic projects (Scarman Trust 1999).
The way into the instrumentalist initiatives mentioned above
includes the generation of interest in the creative faculties of
those who are marginalised in society and engaging them by
using their imaginations and imaginative faculties. In short,
they are a way of using community assets to reduce inequali-
ties and bridge group divides.

Transparency and good governance

There are numerous hurdles in developing community involve-
ment and transformative institutions in the present context
because

[p]ersistent fundamentalism and differentiation in religious,
ethnic and national identities are juxtaposed with increasing-
ly interpenetrated cultures. It is a context of global economic
competition along with global consciousness of disparities of
wealth and well being. (March & Olsen 1995:7)

What makes divisions based on the above issues particularly
threatening to the prospects of deep democracy is the suc-
cess of appeals to ethnic, gender, religious and racial identi-
ties which undermine confidence in reason and the Enlighten-
ment. Coupled with the pessimism engendered by the uncer-
tainties and introspection during the early years of the New
Millennium, they may have led to a decline in confidence not
only in democracy but in good governance. At this level it is
particularly important that governments in democratic poli-
ties are transparent. The pressures of an economic urban and
rural underclass, rising population pressures and depleting
resources are a major challenge which most states need to
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confront. These pressures can lead to greater divides through
pressures of economic globalisation.

Institutions in society have an educative role, to foster sac-
rifice not selfishness, and self-discipline through cooperation
(March & Olsen 1995:49). Invoking the consciousness of the
civic and the collective develops notions of the common good
and requires the shaping of an inclusive solidarity based on a
sense of security and belonging. Specific personal identities
need to be shaped to that of being a citizen, so that the private
self is confirmed in the public domain through critical con-
versations and evaluations. This requires the state to provide
a framework within which the social and cultural pluralism of
multiethnic and multicultural societies can establish a sense of
inclusive and collective solidarity.

March and Olsen write:

Part of the craft of democratic governance is developing in-
stitutions that simultaneously accommodate the ideals of plu-
ralism and diversity, institutions that are capable of maintain-
ing trust and mutual affection within a polity while simulta-
neously accommodating enduringly in constituent subgroups
demands based on family ties, religion, ethnicity, language or
personal affinity. That craft involves strengthening identities
based on broad and long term conceptions of a community of
citizens and a concern for others in that community, including
future citizens and unborn generations, and developing insti-
tutions that encourage both solidarity and civility. (March &
Olsen 1995:55)

The state-craft entailed in cultivating this community of cit-
izens, who are defined by a bundle of rights, duties and
responsibilities, should be an essential aspect of diverse pol-
ities where the ethos of civic virtue is absent. Nevertheless,
introducing a civic education which critically informs young
and adult learners in diverse polities of their roles in society
is a complex task. It entails an involvement in critical public
debate based on insights which acknowledge the legitimacy of
multiculturalism and is able to accept both conflict and oppo-
sition as aspects of the knowledge required to deal with the
complexities of life, not only on a national level in society but
within the larger and developing cosmopolitan polity.

This kind of political life assumes that young citizens have
a set of identities rather than one dominant or singular iden-
tity. It also assumes that good governance will empower the
positive experiences of key political identities. It entails the
management of conflicts as well as of inconsistencies. Deep
democracies, however, also need to deal with seeds of deep
conflict, also the simpler ones of self-interest and public inter-
est which are in continual tension. Education for democratic
citizenship entails the learning of rules that are needed to
negotiate reasonably in situations of complex conflicts and to
become active citizens in complex communities.

Establishing processes which are acceptable to learners
requires both teachers and learners to understand the difficul-
ties of teaching and learning in diverse polities, and the dif-
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ficulty of resolving conflicts through deep conversations and
mediation of differences. In many cases there can also be an
agreement about what constitutes ‘the common good’. In a
democratic context, teaching and learning demand accepting
a commitment to the democratic processes, even when dif-
ferences and contradictions remain unresolved. The power-
ful rules governing democratic negotiation and civility are not
only difficult to teach but also to learn. Nevertheless, knowl-
edge, skills and competence can be acquired and sharpened
through education and democratic learning experiences in
democratically organised schools and institutions.

Democratic engagements are more complex in societ-
ies with higher levels of inequality and social differentia-
tion. Hence, greater levels of equity between rights, resources,
competencies, knowledge and organisational capacity would
help the chances of democratic accommodations and solutions
being worked out.

The objective may include not only education into the obliga-
tions and rights of the key identities of the policy, but also the
establishment of widespread agreement on the main substan-
tive purposes and ends of the policy, a sense of common good
and common destiny. A key objective is to produce a politi-
cal community within which citizens can discuss political is-
sues in an atmosphere of mutual trust, tolerance and sympa-
thy. (March & Olsen 1995:244)

The absence of these measures and the inability to strengthen
cohesive democratic cultures may lead to the fragmentation of
such polities or to alternative models of authoritarian govern-
ment (Dahl 1998:145-65).

Most contemporary societies embody complexities, par-
adoxes, contradictions and a deepening of differences, as a
result of high levels of socio-economic inequalities. These
contradictions need to be addressed in forthright ways in all
areas of public, social and private lives for aspects of deep
democracy to be forged. At a community level, there needs
to be more interaction between enablers and can-doers who
in many countries around the world are the active citizens.
Some of the community activists in England have managed to
develop micro-economies using assets within the community.
In the absence of these engagements, the linguistic, cultural,
religious and nationality divides can become deeper and cre-
ate exclusive imaginations of difference. Hence, it is critical
that educational measures are instituted to ensure that separa-
tised groups do not ‘bowl alone’ but ‘bowl together’ (Putnam
2000, Putnam & Feldstein 2003).

Schools, universities and civil society

Schools, universities and institutions of lifelong learning have
an important role in uncovering the hidden and ignored pasts
of most European societies, in order to build a more inclu-
sive notion of the polities. Such a critical understanding of the
complexity of societies can be acquired through work within
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individual academic disciplines as well as inter-disciplinary
studies by teachers and learners.

Schools and universities can also assist education systems
in devising the intellectual basis of inclusive policies which
can assist in making contemporary societies more socially
just. These include the asymmetries resulting from social-eco-
nomic inequalities. In the absence of integrative or inclusive
policies which the governments need to develop and imple-
ment, progressive forces can become galvanised and rein-
force singular identity politics and strengthen singular iden-
tity-based organisations and activities. In the new millen-
nium the schools and higher education system also confront
the more complex task of having to use the very specific con-
cerns expressed by identity-based organisations, as well as the
intensification of the issues of race-, ethnicity- and gender-
specific politics, which challenge the possibilities of recon-
structing a more inclusive and shared basis of knowledge as
part of the mainstream educational curriculum.

Yet, as Peter Kwong writes:

The objective of defining identity should not be an abstract
theoretical exercise. In fact, the original mission of ethnic
studies and Asian American studies was to end racism in the
spirit of the larger struggle for equality and social justice.
(South End Press Collective 1998:65-6)

Deepening democracy means strengthening the institutions of
civil society, especially the so-called non-governmental sec-
tor. However, this raises another problem, because the civil
society sector is stronger in the more democratic societies, and
weaker in the less democratic polities, and where the ‘narcis-
sism of small differences’, as Freud stated, can fragment com-
munities and societies.

Identity-based movements or single-issue politics need not
necessarily lead to balkanisation. Forging overlapping inter-
ests can allow the development of a movement with a broader
base of popular support and political power which can help
to establish frameworks and influence state institutions to
become more just, inclusive and democratic. Here, the issue
of human rights is particularly important in the demands for
greater justice for socially excluded groups. Those who have
worked around these issues are also able to see the connec-
tions between them and develop agendas on a broader front,
based on these interconnections. However, this joined-up glo-
balisation is not yet a reality, partly because of the demo-
cratic deficit in national, regional and international institu-
tions. However, unfortunately neither the Council of Europe,
the African Union nor the UN system have developed coher-
ent policies or action-oriented approaches to deal with these
complex sets of issues. It is possible that national education
systems can develop effective strategies to deal with some of
these broader issues and act as enabling agencies in this pro-
cess. Organisations like UNESCO have developed agendas
for Education for All, the Convention for Cultural Rights and
for providing Universal Primary Education, yet the issues of
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equality do not feature very prominently within them or their
schools.

Over the years the Council of Europe, which started as a
political institution based on levels of mutualities, has devel-
oped increasingly into a norm-based organisation involving
itself not only in conflict resolution but also in asserting issues
of human rights within democratic contexts to develop values
of democracy, diversity and human rights among young peo-
ple. Yet, as its membership increased after the fall of Commu-
nism, these progressive initiatives have been undermined by
the new member states on very narrow nationalistic grounds.

Many of the European and post-colonial ideals of demo-
cratic states, formulated in the post-World War II period to
avoid the catastrophes of inter-state violence, have been
negated. There is also growing evidence of these becoming
more institutionalised in an effective manner, not between but
within many countries. In Europe, the devastation and ethnic
cleansing in South-East Europe occurred fifty years after these
abominable ideas were defeated in WWIIL. Moreover, a multi-
cultural and multilingual Europe is a powerful counterweight
to other regional organisations which do not embody the vast
elements of social diversity. The same is the case for countries
on other continents where ethnic cleansing has taken place.
These differences, when channelled through appropriate edu-
cational initiatives, can lend strength to developing greater
levels of fraternity and unity.

Citizenship and difference

The challenge for citizenship is the moulding of one out of
the many and constructing appropriate educational responses
to difference and diversity within modern societies. Anti-rac-
ist or multiculturalist education policy initiatives which are
merely directed at immigrants or indigenous minorities with-
out including the dominant groups or majority populations
may not be useful. In some contexts the essentialist rhetoric
of some of these policies has led to “the othering” of groups
and created binary oppositions (e.g. majority/minority; belon-
gers/non-belongers; black/white). Given these divides and
the varying level of inequality the state also tries, as Marshall
states, to initiate a “tendency towards equality” (Marshall
1977) through citizenship by creating basic conditions that
lead towards social equality. It is also a dynamic and an active,
not passive, concept. Hence, social equalities can be achieved
by removing hindrances like institutional racism, exclusion-
ary practices including ‘glass ceilings’, whereby women or
minorities never reach the top of institutions or organisations.

Education systems also confront the challenge of helping to
build inclusive polities along with other social and public insti-
tutions by accommodating notions of difference and also cre-
ating conditions of belongingness of diverse groups. In educa-
tional institutions such initiatives can be a ‘creative moment’,
since notions of citizenship can be utilised to develop inte-
grative mentalities by reducing inequalities and differences
between groups.
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Equality and democratic engagement

How can there be a framework for universal norms that can
encompass particularistic demands and establish solidarities?
Citizenship as a modern concept is realisable only in the con-
text of a democratic and constitutional state. Modern citizens
have rights which have been acquired after long struggles
and cannot be easily ignored or denied. One of these rights
is access to social institutions, particularly relevant for girls,
women and vulnerable groups. In some cases it is not the state
but the patriarchal or particular community which may deny
women their right to education or employment.

The conferring of citizenship rights entails opposing par-
ticularistic practices which would deny girls equality in edu-
cation or employment. At this level, public institutions need
to distinguish which values of the various communities are
acceptable and do not violate the universality of the rights of
girls, women and vulnerable groups. There are fairly serious
issues about public and private domain among groups with
few shared political identities and fears that their legitimate
religious, traditional and familial rights could be infringed
and lead to the homogenisation of the minority communities
and their cultures. There are three important ways of ensur-
ing that this does not happen: (i) the modern constitutional
principles used by the state are universalistic and cosmopoli-
tan and not purely those of the dominant nation of the shared
descent and culture; (ii) the secular notions are reviewed to
ensure that they are not oppositional to faith and religion, but
carry an interpretation which ensures protections to all groups
to believe or not to believe, and that protect legitimate pri-
vate rights; (iii) the asymmetries in socio-economic terms are
reduced between majorities and minorities and issues of fair-
ness, equality, mutualities, reciprocities and social justice are
seriously dealt with. Hence, the institutional and structural
bases of exclusivities must be removed.

If citizens are excluded or marginalised within the educa-
tion system, then does the state stay neutral or does it inter-
vene? In other words, is the state fair or is it impartial? Rawls,
using the difference principles, would argue that the better-
off should not do better than the “worst off” (Rawls 1971:60,
124, 132, 199). So, to accord equity, the state is “fair” but
not impartial. In a democratic context a citizen is entitled to
access to education and knowledge in order to equalise his or
her chances in life. Hence, the state has a role in creating level
playing fields and in educational terms, it can do this by inter-
vening. This is especially true where marginalised or excluded
minorities are subordinated by dominant or majority groups.

Contemporary societies also currently face a dilemma
because old solidarities and mutualities have been destroyed,
especially as the younger generation are divided into winners
and losers. (Teaching and learning about citizenship during
the period of economic globalisation is difficult because the
winners and losers do not feel that they have any obligations
to each other.) The notion of citizenship education during a
period of economic globalisation the losers owe nothing to the
winners is a difficult but critical issue. Habermas writes:
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Today, as the nation-state finds itself challenged from within
by the explosive potential of multiculturalism and from without
by the pressure of globalisation, the question arises of wheth-
er there exists a functional equivalent for the fusion of the na-
tion of citizens with the ethnic nation. (Habermas 1998:117)

Constitutional principles, human rights declarations, and pro-
gressive and democratic struggles can also form part of this
teaching and learning process.

Deep citizenship

Within most contexts internationally, the narrow, nationalistic
and destructive power a government can unleash needs to be
restrained. As Habermas writes about Europe:

A culture that has over the centuries been torn apart more
than any other by conflicts between city and country, ecclesi-
astical and secular power, the competition between religion
and science, and the struggles between political authorities
and antagonistic classes, had to learn the painful lessons of
how differences can be communicated, oppositions institu-
tionalised, and tensions stabilised. The recognition of differ-
ences, the mutual recognition of others in their otherness, can
become a distinguishing mark of a shared identity’ (Haber-
mas 2007:44-5).

Notions of how to develop deep democracy based on deep so-
cial participation and citizenship require urgent attention be-
cause the private market has no public obligations and the role
of mixed economies becomes more important. The role of so-
cial capital amongst citizens is now also recognised by the
World Bank.

Deep democracy demands deep citizenship. The activation
of civic values in public and private domains puts into place a
new non-traditional understanding of citizenship. Here, deep
democracy can be facilitated by eliminating the previous pri-
vate/public divide:

The fundamental change in the way in which the partic-
ular and the universal are related to the public and the pri-
vate is to admit the civic virtues to wide areas of life: most
generally wherever one can act towards the universal, therein
lie the civic virtues and therein lies deep citizenship. (Clarke
1996:118)

Some future directions in education

European education systems need to seriously re-examine
the earlier history of the Mediterranean region. This involved
interactions between Greeks, Egyptians and Phoenicians,
amongst other people, in a very complex region. These inter-
actions have left a legacy of intricate knowledge which has
been largely ignored by northern European historiography
of the 18" and 19" centuries. Greece has been viewed as the
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‘pure childhood’ of Europe and thus set a basis for eurocen-
trism in construction of knowledge about this continent. This
issue needs to be re-visited to form a much more inclusive
basis of knowledge within the European education systems.
For instance, during the 11" and 12 centuries, Muslim, Jew-
ish and Catholic scholars formed an intercultural basis of con-
structing knowledge inherited from ancient Greece, laying the
foundation for knowledge leading to the Renaissance.

These earlier historical aspects of intercultural intellec-
tual collaboration in European history can form the basis for
a non-Eurocentric and transnational curriculum for schools in
the 21% century. For instance, a transnational history curricu-
lum can lead to friendships across national boundaries by de-
limiting triumphalism and militarism.

Measures to reduce educational inequalities are needed
to enchant disenchanted young people through the reinstate-
ment of the power of education and not merely ‘schooling’
young people, which replicates the existing socio-economic
roles and divides. The exciting task of educating young people
to improve their life chances requires interculturally educated
teachers who are not merely ‘trained’ but also ‘educated’.
These teachers need to understand the theory and practice of
learning and teaching as well as the rich, diverse and complex
underpinnings of the society and communities reflected within
the curriculum and functioning of the school in question.

The divides within many communities in European cities
can be bridged through common state school systems which
are provided by accountable and democratically elected local
authorities. Good, comprehensive educational measures to
ensure that the common and shared curriculum, which draws
on both the broader intercultural pool of knowledge, is a basis
for the official school curriculum. This ought to build on the
subjectivities of knowledge which young people bring to the
school, to lay the basis of developing common and shared
public, democratic values.

In many European countries, concepts of the ‘secular’ and
the ‘religious’ are perceived as oppositional. The reality in
most polities is that secular constitutional democracies pro-
tect the private rights of groups to believe or not to believe;
to attend or not to attend the church, mosque or temple. The
patriarchal dimensions of faith may restrict the citizenship and
human rights of girls and women, but in the public domain and
institutions, rights should remain inviolable, Private institu-
tions may ‘instruct’ believers about the faith. The role of edu-
cational institutions is not to instruct but to inculcate the criti-
cal faculties amongst the learners and to educate young people
across particularistic group divides based on singularised iden-
tities. The school cannot afford to ignore the multiple, hybrid
and mestizo identities of many young people. In this respect
the educational institutions may choose to educate learners
about secular societal values and inter- and multi-faith issues.

A number of countries follow the neoliberal economic model
in judging school performance by publishing by ‘school league
tables’ and setting narrow performance targets. This process
entails an inspection system where there is no space for inter-
cultural and anti-discriminatory policies and practices which
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regulate behaviours. Perhaps European schools can follow
the system in Finland, which allows schools to evaluate them-
selves. The evaluation ought to contain an important dimension
of the absence of racist and xenophobic behaviours and mea-
sure the state of intercultural understandings within the school.

A democratic school practice can help to provide a direct
experience of democratic engagement, and contribute to the
learning of citizenship and human rights values which are then
translated by young learners into active citizenship values
and engagement within their communities and society gener-
ally. This in turn can form the basis of creating safe and sta-
ble inclusive communities of ‘development and hope’. It also
provides a basis for protecting the rights of the new as well as
the old minority groups such as the Roma and the Sami peo-
ple in Europe.

Conclusion

This article is intended to initiate a more informed and ratio-
nal political and policy dialogue which can lead to evidence-
based research; intercultural public and social policies. It is
anticipated that these can help in meaningfully tackling some
of the underlying challenges which are laced with social and
class divides. The current tokenistic and rhetorically oriented
multicultural policies only help to strengthen superficial, sim-
plistic and identity-based politics and feed to sustain essen-
tialised identities. The secular state has the duty to protect
the autonomous and private religious and traditional identi-
ties of groups. However, state support and funding of such
schools and other institutions represents an intrusion into the
private domain. It also helps to entrench particularistic and
singularised group identities which diminish the broader inte-
grative powers of the state. The state therefore, has an even
greater obligation to strengthen inclusive public institutions,
and protect the constitutional and human rights of all citizens.
This necessitates the enhancement of public spaces for across-
group conversations, which are necessary to build reciprocity
and trust across divides in multicultural communities, which
are also divided on the basis of class.

The narrowly based policies of the state also obviate the
development of politically creative and imaginative capacities
of citizens to help in the process of revitalising statutory and
civic institutions and cultures. These citizen initiatives can
genuinely help the state resolve some of the underlying causes
which feed narrow nationalism, xenophobia and racism.

Conversely, the political cultures and many institutions on
the European continent have the capacity to remove democratic
inequalities and deficits. This capacity draws upon past and con-
temporary struggles of the under-classes, and of subordinated
and oppressed groups to acquire democratic and citizenship
rights. Seeds of these experiences are reflected in many com-
munities, localities, regions and nation-states. To enhance cos-
mopolitan citizenship, the European Union and the Council of
Europe provide the constitutional and institutional basis for help-
ing to build a stable, peaceable and diverse European continent.
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Minna LahteenmaRi

Turvapaikanhakijaperheiden RoRemuksia pakomatRalta

Abstrahti

Johdanto

“Miettii, ettd miksi en ole kotona. Miksi minut on heitetty pois
kotoa. Miettii, ettd miksi minut on karkotettu. ’En ole tehnyt
mitddn pahaa, ettd joudun olemaan kotoa pois.” Miettii, ettd
miksi olen muuttunut nukkeksi! "Voi onpas ihana, ettd nyt olen
nukke.’ ... Toisessa kéidessd on haava. Siitd tulee verta, koska
héin kaatui ja sitten itki. Ensin hdn ajatteli, ettd minun ei tar-
vitse itked, koska diti tulee vihaiseksi. Mutta sitten miettii, ettd

kylld pitdd itked. Jalassakin

ettd hdin on poika. Hdn on tytté. Hdinen nimensd on Nacime.
Punainen syddn on sinisen syddmen diti.”

(Nacime', 4 vuotta, tulkin kd&nnos?)

Suomeen saapuvien turvapaikanhakijaperheiden maaran kasvu merkitsee myods ihmissalakuljetuk-
sen lapsiuhrien sek& sodan ja pakomatkan kokeneiden lasten méaran kasvamista maassamme.
Tassa artikkelissa kerrotaan turvapaikkaa hakeneiden lasten ja heidan mukanaan tulleiden perheen-
jasenten kokemuksista pakoon lahtemisestd, pakomatkalla oloajasta ja Suomeen saapumisesta ih-
missalakuljetuksen kontekstissa. Metodologiselta I&hestymistavalta tutkimus kuuluu etnografisen
lapsuudentutkimuksen alaan. Keskeisena tavoitteena on lasten kokemuksellisuuden esiin tuleminen.

Vaikka uutisoinnissa turvapaikanhakijoiden Suomeen tuloa kuvataan usein numeeristen maéreiden
ja ongelmalahtdisten mielikuvien kautta turvapaikanhakijoiden saapumista voidaan lahestya myds
muulla tavoin. Turvapaikanhakijat itse kuvaavat tata aikaa pitkalti toimintaan liittyvien termien ja ka-
sitteiden avulla. Antamalla turvapaikanhakijalapsille ja heidan vanhemmilleen mahdollisuus kertoa
omakohtaisia ja monesti hyvin tunnepitoisia tarinoita, mahdollistetaan heidan pakokokemusten esiin
tuleminen ongelma- ja uhrilahtdisyyden sijaan toiminnan ndkékulmasta.

Artikkelista tulee esiin pakomatkan aikana koettujen tapahtumien linkittyminen valta- ja auktoriteet-
tisuhteisiin ja valta-asetelmiin lasten ja aikuisten valilla. Lapsen ialla ja sukupuolella sek& matkan pi-
tuudella ja raskaudella, kaytossa olleilla kulkuvalineilld ja piilossa olemisen tarpeella ja kestolla sekéa
mukana olevan vanhemman voinnilla ja kyvylla auttaa lasta on merkitysté siihen, miten lapsi pako-
matkan aikana voi. Vaikka lapsi paallisin puolin vaikuttaisikin padasseensa helpolla pakomatkallaan,
matkan teko on kuitenkin kaikille lapsille raskasta aikaa.

on haava ... Vitsailin kun sanoin,
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Tamén sadun neljavuotias kurdityttdé Nacime kertoi minulle
ja tulkkiharjoittelijalle ensimmdiselld tapaamiskerrallamme.
Emme olleet tytolle aiemmin tuttuja ja meilla oli aluksi vaike-
uksia saada lapsi ymmartdmaén, etti toivoimme hinen kerto-
van meille itse keksityn sadun. Nacimen tarinoinnista ei tah-
tonut tulla mitdén. Vastaanottokeskuksessa sijaitsevan asun-
non lattialla tulkkiharjoittelijan kanssa istuen yritin saada ty-
ton puhumaan anelemalla, leikin avulla, jopa konttaamalla ha-
nen perdssddan huoneesta toiseen. Lopulta han sai piirustuspa-
perin ja kynid eteensd. Nacime ryhtyi heti piirtdméén ihmis-
hahmoa, muttei suostunut kertomaan muuta kuin, etti piirros
esitti poikanukkea. Kysyessdni puhuuko nukke, vastasi lap-
si: "Ei! Ndethdn, ettd suu on kiinni.” Sitten kysyin héneltd,
miettiiko nukke mitddn. Nacime katsoi suoraan silmiini, piirsi
suun avonaiseksi ja kertoi tarinansa.

Nacimen satu on osa tdmén artikkelin pohjana toiminees-
ta viitoskirjatutkimusaineistosta, joka tuotettiin kahdessa suo-
malaisessa vastaanottokeskuksessa, yhdelld valmistavalla luo-
kalla ja yhdessé iltapdiviakerhoryhméssd vuosina 2005-2006.
Etnografis-narratiivisia lapsi- ja aikuishaastatteluja (12), kent-
tapdivakirjamuistiinpanoja seka lasten itsensd keksimié ja ker-
tomia satuja (59) ja tuottamia piirustuksia (38) sisdltavastd ai-
neistosta artikkelissa keskitytdén lasten ja ndiden vanhempien
kertomiin pakomatkatarinoihin.

Tarkastelen artikkelissa turvapaikanhakijalasten ja heidén
ditiensd kokemuksia pakoon ldhtemisesti ja pakomatka-ajas-
ta. Kysyn, miten lapset ja didit kuvaavat pakomatkan aikais-
ta uhkaa ja pelkoa? Onko pakomatka heidin kertomuksissaan
vain vaarallinen, vai onko se my0s traumatisoiva? Kiinnos-
tuksen kohteena on lisdksi se, miten ihmissalakuljettajien tar-
joamaan apuun turvaudutaan sekéd millaisia matkavalmistelu-
ja pakomatkalle 1dhteminen perheiltd edellyttdd. Lopuksi mie-
tin, mistd lasten pakomatkan aikaiset pelon ja tuskan aiheet
johtuvat.

Edelld oleva satu on yksi esimerkki siitd, miten turvapai-
kanhakijalapsi voi ldhestyd omasta kodista tai kotimaasta pa-
koon ldahtemistd. Turvapaikanhakijoiden kertomat tarinat ovat
varsin erilainen tapa ldhestyd hakuprosessiin liittyvdéd tema-
tiikkaa kuin miten yleensé turvapaikanhakijuudesta julkisuu-
dessa puhutaan. Uutisoinnissa kdyty keskustelu niyttiytyy
pitkalti erilaisina lukuina, prosentteina ja kustannuslaskelmi-
na sekd graafisina tilastoina, joissa usein keskitytdan hakijoi-
den taustojen ja ongelmien esittelyyn. Mediassa pakolaiset ja
turvapaikanhakijat esitetddn monesti sosiaalisena ongelmana,
joiden maahan saapumista tarkastellaan mieluusti luonnonka-
tastrofeihin viittaavien metaforien kautta, kuten kaaosmaisena
pakolaistulvana tai valtavana turvapaikanhakijoiden virtana.
Uutisoinnin luoman késityksen mukaan turvapaikkamenette-
lyn vaikeudet Suomessa liittyvét ldhinna tulijoiden saapumi-
sen hallitsemattomuuteen ja liiallisuuteen sekéd viranomaisten
hallinnollisiin ongelmiin, kuten vastaanottokeskuksen tilojen
riittdmattomyyteen ja tilanteen hoitamiseen kohdennettujen
voimavarojen véhaisyyteen (Horsti 2005:86, 124, 136).

Uutena ongelmana suomalaisessa mediassa on nostet-
tu esiin maamme sosiaaliturvan epdoikeudenmukaisuus, mi-
k& antaa “liian hyvdn” toimeentuloturvan turvapaikanhakija-
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perheille hakuprosessin aikana ja houkuttelee sen vuoksi néi-
td ldhteméddn matkaan (esim. MOT 8.2.2010). My®os pakomat-
katapaan suhtaudutaan usein ongelmalédhtoisesti, koska se yl-
lapitaa jarjestiytynytté rikollisuutta (Hignett 2007, Kleemans
2009). Turvapaikanhakijoiden henkilokohtaisten tarinoiden
ja muistojen todellisuus on kuitenkin toinen. Turvapaikanha-
kemiseen ja -hakijoihin liittyvien numeeristen mééreiden se-
ki ongelmaldhtoisten mielikuvien sijaan, he kuvaavat pakoon
lahtemistdén, paossa oloaikaansa ja turvalliseen maahan saa-
pumistaan usein tekemiseen liittyvien termien ja kisitteiden
avulla.

Metodologisia lihtokohtia

Artikkelissa kdyttdmani tutkimusmenetelma liittyy metodolo-
giselta ldhestymistavaltaan etnografisen lapsuudentutkimuk-
sen’ alaan. Katson, ettd turvapaikanhakijaperheiden pakomat-
kakokemusten esiin tuleminen mahdollistuu kun kéytettavak-
si valitaan sellainen metodologia, jossa lasta ei késitetd pel-
kaksi tutkimuskohteeksi, josta halutaan tietoa, vaan vakavasti
otettaviksi oman eldmaénsé tuntijaksi (vrt. Alanen 2001:169).
Etnografisen lapsuudentutkimuksen avulla pystytddn tavoitta-
maan uudenlaista tietoa lapsesta, hdanen ajatuksistaan, késityk-
sistddn, tarpeistaan ja toimintatavoistaan. Sen soveltaminen
mahdollistaa my0s sellaisen tiedon hankinnan, jota muiden
tutkimusmenetelmien avulla on mahdotonta saavuttaa. (Ks.
myo0s Karlsson 2003:41, 79, James & Prout 1997:4). Etnogra-
fiseen lapsuudentutkimukseen soveltuu hyvin etnografis-nar-
ratiivisten haastattelujen ja sadutusmenetelmén kaytto ja néi-
hin liittyva havainnointi, josta edelld kerrottu Nacimen tarina
ja sen tuottamisprosessi ovat esimerkki.

Etnografiassa, samoin kuin uudessa lapsuudentutkimuk-
sessakin, on entistd enemmaén kiinnitetty huomiota erilaisilla
yhteiskunnallisilla kentilld esiintyviin erojen tekoihin ja ulot-
tuvuuksiin. Nykytutkijoita ovat myds kiinnostaneet ne tavat,
joilla erot kietoutuvat toisiinsa. (Lahelma & Gordon 2007:23.)
Etnografisen lapsuudentutkimuksen avulla on mahdollista
tuottaa yhteiskunnallisesti merkityksellistd tutkimusta teke-
maélld ndkyvéksi erilaisia eroja tuottavia, poissulkevia ja las-
ten toimijuutta rajoittavia kdytantojd. (Lappalainen 2007:14.)

Eris tapa paljastaa ja analysoida eroja ja valtasuhteita ai-
kaansaavia ja yllapitimid prosesseja pakomatkan aikana on
kriittisen, feministisen etnografian kdyttdminen tutkimuk-
sen teon apuna (Lather 2001:261, 479, Hakala & Hynninen
2007:220, 224-225). Itse paadyin soveltamaan titd tutki-
mustapaa, silld sen avulla on mahdollista nostaa esiin las-
ten marginaalinen asema turvapaikanhakuprosessin ja pako-
matkan aikana. Vaikka valtaa ei pitdisikddn nédhda sellaise-
naan ylldpidettdvand absoluuttisena totuutena, lapsen, saa-
ti sitten pakomatkalla olevan lapsen, on vaikea ottaa se vas-
taan muuten kuin itsestddnselvyytend. Vanhempien valtaan
liittyy my0s lapsen ja vanhemman vililld oleva tunnesidon-
naisuus, joka vaikuttaa lapsen syntymistddn saakka koke-
maan perusturvallisuuden tarpeeseen ja luottamukseen sen
toteutumisesta.
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Feministisen etnografian ohella tdssd artikkelissa ldhesty-
tadn tutkittavia kriittisen, sosiologisen lapsuudentutkimuksen
nikokulmasta, silld se sopii hyvin sellaisiin tutkimuksiin, joi-
den kohteena ovat lasta ldhelld olevien verkostojen keskindi-
set suhteet ja yhteisdjen toiminta (ks. myos Kallio 2006:126).
Tavoitteenani on hahmottaa lapsen pakomatkan aikaista toi-
mintaa oman perheyhteisonsd osana ihmissalakuljetuksen
kontekstissa. Nostan tarkemman tarkastelun kohteeksi ién ja
sukupuolen. Pohdin muun muassa miten ikd merkityksellis-
tyy lapsen ja hédnen &itinsd pakomuistoissa ja miten sukupuo-
li ndkyy perheenjésenten keskindisisséd suhteissa pakomatkan
aikana.

Etnografiseen lapsuudentutkimukseen kuuluu keskeisend
ajatus, ettei lasten kokemusten tdydellinen saavuttaminen ole
mahdollista. Lapsen ajatukset on sidottu hdnen aiempiin ela-
ménhistorioihinsa, eiké tutkija voi niitd historioita milloin-
kaan tdysin oppia tuntemaan. Vaikka onkin tdrkedi ottaa tote-
na ja vakavasti se, mité lapset ja heidén ditinsé kertovat pako-
matkan aikaisista tapahtumista, on myds oltava tietoinen, et-
td ihmiset puhuvat valikoivasti. He voivat olla ottamatta pu-
heeksi, unohtaa tai kertoa vdirin” joitakin asioita tai tilan-
teita.

Téssé artikkelissa pyrin pikemminkin tulkitsemaan ja ym-
martdmadn lasten ja heidédn aitiensd tapoja merkityksellistda
pakomatkan aikaista todellisuutta kuin ettd hakisin aineistos-
ta yleistettivissé olevaa tyypillisyytté tai totuutta. Silld ei ole
merkitystéd, ovatko tapahtumat todella tapahtuneet juuri niin
kuin tutkittavat asiansa esittdvdt. Sen sijaan merkityksellistd
on se, miksi lapsi ja hdnen vanhempansa kertovat juuri néis-
td asioista, millainen merkitys niilld on heidin eldmaélleen, ja
millaista ymmarrystd nédiden tarinoiden kautta pystytién ra-
kentamaan pakomatkalla olevien ihmisten eldméstd. (Ks.
myo0s Huttunen 2002:36.)

Keskeinen osa artikkeliin liittyvén tutkimusaineiston ana-
lyysié on ollut tirkedksi kokemieni huomioiden keskindinen
vertaileminen ja niiden suhteuttaminen aiempaan tietovaran-
tooni. Néiden vertailujen varaan perustuvasta tiedosta olen
luonut tulkintoja turvapaikanhakijaperheiden ldpikdymien pa-
komatkojen ominaispiirteistd. Ndmai tulkinnat eivit todenné-
koisesti kestdisi positivistista tarkastelua, mutta niiden ei tar-
vitse sithen kyetdkadn. Tavoitteenani on ollut selvittdd, mi-
td tutkimukseen valikoituneet perheenjdsenet kertoivat haas-
tatteluissa perheen pakomatkan aikaisista tapahtumista ja ve-
tad ndistd tapahtumista tekemieni huomioiden pohjalta joita-
kin johtopdatoksid lasten eldmistd tuona aikana. (Ks. myds
Geertz 2000:133-142.)

Tapani ldhestyd tutkimusaineistoa on ominaista etnografi-
selle tutkimukselle, silld Clifford Geertzin (1973, 2000) mu-
kaan etnografiset viitteet ovat semioottisen kulttuurin késit-
teen mukaisesti jo olemukseltaan kiistettdvissi. Etnografisen
tutkimustiedon epitdydellisyys ei kuitenkaan merkitse sité,
ettei saavutettu tieto voisi olla totta. Etnografisen tarkastelu-,
kasitteellistimis- ja analysoimistapojen avulla on mahdollista
luoda syville luotaava kuvaus kulloinkin tutkittavana olevas-
ta kohteesta. Se auttaa kohteen tarkempaan ja syvallisempaén
ndkemiseen aivan kuten silmaélasit auttavat heikkonédkdista
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nikemédn selkedmmin omaa ymparistédan. (Geertz 1973:12—
17, 29, 448-453, myos Geertz 2000:133-142.)

Lapsiperheiden pakomatkoihin liittyvaa tutkimusta on teh-
ty varsin véhin. Tehdyt tutkimukset osoittavat, ettd perheet
joutuvat yksittéisten pakoon ldhtijéiden tapaan turvautumaan
laittomiin keinoihin, kuten ihmissalakuljetukseen tai vaéren-
nettyjen asiakirjojen hankintaan, pédstikseen turvalliseen
maahan (esim. Cyrus 2007:177, Spencer 2006b:12). Vaikka
aikuisten pakomatkoihin liittyvdd tutkimustietoa onkin 16y-
dettdvissd, vain harvoissa tutkimuksissa kuvataan matkan te-
koa ja kohdemaahan tuloa ihmissalakuljettajien avustama-
na, huolimatta timéin rikosmuodon yleisyydestéd (esim. Jandl
2007:292, Zhang 2007:xi). Yleensd ihmissalakuljetustema-
tiikkkaa on tutkimuskirjallisuudessa ldahestytty ihmisoikeudel-
lisesta (esim. Claude-Valentin 2004, Frelick 2008), ladketie-
teellisestd (esim. Craig ym. 2006, Wilson & Drozdek, 2004)
tai rikosoikeudellisesta nékokulmasta (esim. Hignett 2007,
Kleemans 2009). Vihemmain aiheesta on tehty sosiologises-
ti suuntautunutta (esim. Portes & DeWind, 2007), saati sitten
lapsil@htoistd tutkimusta.

Myo6s suomalainen ihmissalakuljetukseen ja turvapaikan-
hakijoiden maahantuloon linkittyva tutkimus on pitkalti kri-
minaalipoliittisesti (esim. Junninen 2006, Spencer 2006a) tai
ladketieteellisesti (esim. Pirinen 2008, Sourander 2003) suun-
tautunutta. Turvapaikanhakijoiden pakomatkoja sosiologi-
sesta tai sosiaalipoliittisesta nidkdkulmasta késin ovat omis-
sa tutkimuksissaan kisitelleet muun muassa Laura Huttunen
(2002), Riitta Jarvinen (2004) ja Marja Pentikdinen (2005).
Naistd Pentikdinen on perehtynyt jonkin verran myds lasten
salakuljettamiseen. Suomalaisten evakkolasten pakomatka-
kokemuksista 16ytyy tietoa muun muassa Sari Néreen ja Jen-
ni Kirveen (2007), Atte Oksasen (2007) sekd Ritva Sorva-
lin (2004) kirjoituksista. Anne Kuorsalon ja Iris Salorannan
(2010) toimittamassa teoksessa Sodan haavoittama lapsuus
kerrotaan muun muassa suomalaisten evakkolasten ja nykyis-
ten pakolaislasten yhtenevistd pakomatkakokemuksista. Kir-
jassa on useita esimerkkejéd lasten sopeutumisen ja luopumi-
sen pakosta sekd valittamatta olemisen valttimattomyydesta
pakomatkan aikana ja sen jilkeen (esim. Arajarvi 2010:24-25,
Klefstrom 2010:190, Kuorsalo & Saloranta 2010:9, Lihteen-
méki & Tiilikainen 2010:285).

Kiinnostukseni turvapaikanhakijalapsia koskevaa tutki-
musta kohtaan alkoi tydskennellesséni liki kymmenen vuo-
den ajan maahanmuuttajaperheiden parissa. Kdytdnnon tyos-
sé sosiaali- ja jirjestdalalla huomasin, etteivét kohtaamani en-
tiset turvapaikanhakijalapset muistaneet tai halunneet kertoa
paljoakaan aiemmasta eldméistién. Erityisesti sota- ja pako-
kokemuksista kertominen vaikutti olevan hankalaa ja niistd
vaiettiin. Tutkimuksen tekoa suunnitellessani ajattelin aiem-
min hankkimastani sairaanhoitajakoulutuksesta ja tyokoke-
muksesta lasten pdivystyspoliklinikalta olevan apua kentélla
mahdollisesti eteen tulevissa emotionaalisesti raskaissa koh-
taamistilanteissa. Uskoin taustani myos helpottavan usein vai-
keista olosuhteista sodan keskeltd tai muusta kriisitilantees-
ta lahteneiden lasten ja heiddn vanhempiensa tilanteiden ym-
mArtamista.
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Eettisyyden ehdoilla

Tulkin saamisen oli keskeinen tekijéd, miké vaikutti tutkimuk-
seen osallistuvien valintaan, silld en pystynyt jarjestimiéin
henkilokohtaista tulkkausta kaikkia niitd kielid varten, joi-
ta vastaanottokeskuksissa kirjoilla olevissa perheissid puhut-
tiin. Kielen liséksi tutkittavien valintaan vaikutti lapsen ika.
Toivoin heidédn olevan 4—12-vuotiaita, silld halusin tavata lap-
sia my0s ilman vanhempia. Koin sen onnistuvan helpommin
hieman vanhempien lasten kohdalla. Lasten ja aikuisten tutki-
miseen liittyvien lupapaperien allekirjoittaminen tapahtui jo-
ko tutkimuksen esittelyd varten jarjestetyissd informaatioti-
laisuuksissa tai henkilokohtaisten kdyntien aikana perheiden
asunnoissa. Kaikissa ennalta sovituissa tapaamisissa turva-
paikanhakijalasten ja -vanhempien kanssa mukanani oli joko
tulkki tai tulkkiharjoittelija.

Harriet Strandellin (2005) mielestd suuri osa lapsuuden-
tutkimuksessa esiin nousevista eettisistd kysymyksistd liit-
tyy valta- ja auktoriteettisuhteisiin ja hierarkioihin lasten ja
aikuisten vélilld seké lasten alisteiseen asemaan lapsuuden in-
stituutioissa. Vaikka lapsiin liittyvien tutkimusten eettiset ky-
symykset ovat pitkélti samoja kuin aikuisia koskevissa tutki-
muksissa, on olemassa my0s asioita, jotka koskevat vain lap-
sia. Lapsia ei muun muassa tule johdatella osallistumaan sel-
laisiin lasten edun nimissi kéynnistettyihin tutkimushankkei-
siin, joissa heilld ei ole vaikuttamismahdollisuuksia. Haastat-
teluissa kéytettdvien késitteiden valinnalla on niin ikd&n mer-
kitystd, silld niiden avulla on mahdollista lieventdd haastatel-
tavan ja haastattelijan vélistd auktoriteetticroa. Esimerkiksi
ulkomaalaistaustaisen lapsen yksilohaastattelutilanteessa ai-
kuishaastattelijan ja lapsihaastateltavan vililld vallitsee mo-
ninkertainen valtaepétasapaino. Siiné ei ole kysymys vain idn
ja kokemusmaailmojen viélisisti eroista, vaan myds valta- ja
vihemmistokulttuurien vélisen eriarvoisuuden mukana olosta.

Monet kisitteet eivit mydskéddn ole valtasuhteista vapaita
tai neutraaleja, vaan ne ovat pikemminkin asiantuntijavallan
madrittdmid. Siksi tutkijan tulisi kayttdd lapselle tuttuja ké-
sitteitd. (Strandell 2005.) Kasitteiden valinta edellyttdd herk-
kyyttd tunnistaa muun muassa lapsen kehitystaso, eldménti-
lanne, kielitaito, vointi sekd kulttuuristen ja uskonnollisten
taustojen mahdolliset vaikutukset. Myos tulkkauksen kaytto
asettaa tutkimuksen teolle omat haasteensa. Yksi kdyttaméni
tapa kaventaa valtaeroa oli kiayda kisitteisiin liittyva keskus-
telu tulkin kanssa ennen lapsen kohtaamista ensikertaa.

Erds konkreettinen ja tirked keino huomioida tutkimuk-
sen teon eettiset periaatteet on ollut tutkimukseen osallistunei-
den anonymiteetin varjeleminen tutkimusprosessin ajan. Tés-
sd artikkelissa tutkittavien anonymiteetti on suojattu jattamat-
td kertomatta osallistujien henkil6tietojen liséksi vastaanotto-
keskusten sijaintikuntien nimid tai sijaintia. Haastatteluihin
osallistuneiden nimet on muutettu tai jatetty kokonaan kerto-
matta. Lisdksi mahdolliset murreilmaisut on vaihdettu yleis-
kielen mukaisiksi.

Ennen kuin pyysin lasten vanhemmilta luvat tutkimuk-
sen teolle, varmistin kohteena olleista vastaanottokeskuksis-
ta sen, ettd tutkimukseen mukaan lupautuneet henkildt olisi-
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vat saaneet vastaanottokeskusten sijaintikuntien terveyden-
huollon ammattilaisilta apua, mikali tdhan olisi ilmennyt tar-
vetta aineiston hankinnan aikana. Avun saannin varmistami-
nen oli tirkeéd, silld ahdistavista ja tunteisiin vetoavista asi-
oista kertominen, mitd usein esimerkiksi pakokokemuksiin
runsain méairin sisiltyy, voi aiheuttaa tutkittavissa reaktioita,
jotka vaativat nopeaa pddsyd psykiatrisen avun piiriin. Monet
vanhemmista olivat jo valmiiksi asiakassuhteessa paikalliseen
mielenterveystoimistoon tai vastaavaa psykiatrista apua anta-
van tahon kanssa. Myos jotkut lapsista olivat saaneet aiemmin
niiltd tahoilta apua psyykkisiin oireisiinsa.

Vaikka etnografisen lapsuudentutkimuksen avulla on mah-
dollista saada varsin yksityiskohtaista tietoa muun muassa las-
ten menneisyydesté, voi se my0s johtaa kehittdiméaén keinoja,
joilla kontrolloida ja ohjata lapsia aiempaa kurinalaisemmin.
Tutkimustietojen julkistamisesta saattaa seurata myds muita
negatiivisia seuraamuksia turvapaikanhakijalasten ja -perhei-
den elamalle. Tété artikkelia kirjoittaessani jouduin muun mu-
assa miettimiédn voivatko lapsilta ja vanhemmilta saadut tie-
dot perheiden omakohtaisista ihmissalakuljetuskokemuksista,
tieto siitd, ettd ndma ovat tulleet maahan salaa tai vddrennet-
tyjen matkustusasiakirjojen avulla, aiheuttaa heille my6hem-
min ongelmia. Voivatko ndma tiedot jopa heikentdd yksittéi-
sen perheen mahdollisuuksia saada hakemukseensa myontei-
nen pditds? Entd jos media raportoi asiasta ja tuottaa uutisia,
jotka eivét ole turvapaikanhakijaperheiden kannalta myontei-
sid tai joissa heihin suhtaudutaan rikoksen tekijoind?

Pohdittuani nditd mahdollisia seuraamuksia pdddyin kui-
tenkin pitdimadn parempana lasten ja perheiden omakohtais-
ten kokemusten esiin tuomisen, silla toivon niistd olevan hyo-
tyd turvapaikanhakijaperheiden vastaanottamiskaytintdja ke-
hitettédessd. Padtokseeni vaikutti myos se, etteivit haastattelu-
jen aikana saamani tiedot olisi voineet vaikuttaa haastattelui-
hin osallistuneiden perheenjdsenten tilanteisiin, silld he olivat
jo saaneet paatokset omiin hakemuksiinsa artikkelin julkaisu-
vaiheessa.

Etnografis-narratiivinen haastattelu

Artikkelin analysoinnin kohteena oleva etnografis-narratiivi-
nen haastatteluaineisto kerattiin kenttityovaiheen loppupuo-
lella kevaalld 2006 toisessa tutkimuksen kohteena olleista
vastaanottokeskuksista. Vaikka kaikissa haastattelutilanteis-
sa oli mukana tulkki, joitakin osuuksia néistd yhdesti neljaén
tuntia kestdneistd haastatteluista kdytiin suomen kielella.

Haastatteluissa lapset ja aikuiset kertoivat kokemuksis-
taan tarinoiden ja muistojen avulla. Lapsihaastatteluiden aluk-
si kerroin, etté tavoitteenani oli kuulla kertomuksia heidén eri
elaménvaiheistaan: menneisyydestd, nykyisyydestd ja tulevai-
suudesta. Aikuisille esitin samantapaisen toivomuksen sellais-
ten muistojen tai tarinoiden kertomisesta, jotka koskivat lap-
sen menneisyyttd ldhtdmaassa ja pakomatkalla, nykyisté elé-
méié vastaanottokeskuksessa seké kuvitelmia lasten tulevasta
eldmésta. Johdattelin haastatteluja eteenpéin néitd kolmea eld-
ménvaihetta seuraten.
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Etnografisessa haastattelututkimuksessa tutkijan ja tutkit-
tavan vilinen vuorovaikutus eroaa muista haastattelutavoista,
silld tilanteeseen osallistuvat ovat aiemmin ehtineet luoda ki-
sityksen toisesta osapuolesta. Téhén ei perinteisessé haastatte-
lumenetelmassé ole yleensd mahdollisuutta. Koska tein haas-
tattelut useita kuukausia kestidneen kentilld oloajan loppu-
puolella, ehdimme tutustua haastateltavien kanssa toisiimme
edeltdkasin. Tapasimme useita kertoja ennen haastattelujen te-
kemistd. Tutkimukseen osallistuneilla lapsilla oli enemmén
mahdollisuuksia tutustua minuun kuin aikuisilla, silld kohta-
sin lapsia etukéteen useammissa paikoissa ja pidemmaén aikaa.

Kaytossé ollutta haastattelutapaa voisi kutsua myos etno-
grafiseksi haastatteluksi. Keskeistd télle metodille on Barba-
ra Sherman Heylin (2002:369) mukaan haastatteluun kaytetty
aika, aineiston hankintavaiheen pitkékestoisuus ja kontaktien
tiheys tutkittavien kanssa. Menetelmén avulla on mahdollis-
ta hankkia rikasta ja yksityiskohtaista tutkimusaineistoa suo-
raan niiltd henkil6iltd, jotka ovat osallisia tutkimuksen koh-
teena olevaan ilmi6on. Haastattelijan ja haastateltavan véli-
selld vuorovaikutussuhteella on merkitystd tutkimusteemojen
ja -kysymysten ldhestymistapoihin, eli sithen miten niista tee-
moista ja kysymyksistd neuvotellaan, miten niihin reagoidaan
ja vastataan sekd misti haastattelun aikana luotujen yhteisten
merkitysten rakentumisessa on kyse. (Emt.:369, 379.)

Vanhinta tutkimukseen osallistuneista turvapaikanhaki-
jalapsista, 12-vuotiasta irakilaispoika Mahiria, olin tavannut
ennen haastattelua lukuisia kertoja koulussa ja vastaanotto-
keskuksessa. Koen, ettd vilillemme muodostunut mielesté-
ni avoin ja luottamuksellinen suhde vaikutti siihen, ettd poi-
ka oli halukas jakamaan pakomatkaansa liittyvid kokemuksia
kanssani. Sen sijaan etenkdfn nuoremmat lapset eivét tahto-
neet tai pystyneet jakamaan omia pakomuistojaan muiden ih-
misten, ei minun, ei tydntekijoiden, eikd edes omien vanhem-
piensa kanssa turvapaikanhakuprosessin aikana. Jotkut heistd
sanoivat, etteivdt he muista matka-ajasta mitdan nuoren ikén-
sd vuoksi: "En mind tiedd. Oon ollut silloin pieni.” Mahirin
liséksi kaikki haastatteluihin osallistuneet didit halusivat kéyt-
tad aikaa aiheesta kertomiseen.

Mabhirin ja hénen 4itinsé kertoman haastatteluaineiston yk-
sityiskohtaisuuden ja laaja-alaisuuden vuoksi keskityn tissa
artikkelissa heiddn perheensd pakotarinaan, vaikkakin myds
muiden perheiden kertomukset kulkevat tekstissd mukana.
Monien perheiden kokemusten niputtaminen yhdeksi tarinak-
si olisi pakottanut jattdmadn artikkelista pois suuren mééran
Mabhirin ja hénen &itinsa kertomasta rikkaasta ja sensitiivises-
td haastatteluaineistosta ja siten mielestéini heikentanyt liiaksi
pakomatkaan liittyvien herkkien tuntemusten esiintuloa. Yh-
den perheen tarinan kautta néiden tunteiden kirjo on parem-
min esiin tuotavissa kuin lahestymaélld aineistoa useiden per-
heiden ndkdkulmasta.

Pakoon ldhdon perusteista

Haastatteluihin osallistuneiden mukaan perheiden kotimaas-
ta pakenemiseen vaikuttivat 1dhinnd pakoon léhtohetkelld tai
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lahiaikoina koetun sodan tai etnisen selkkauksen seuraukset
perheiden elamédn (ks. myds Pentikdinen 2005:97). Sodan li-
séksi John W. Berryn ja David L. Samin (1997:309) mukaan
turvapaikanhakijat ovat kokeneet usein myds kidutusta, nélén-
hitdd ja ndyryytysti sekd kollektiivisesti laaja-alaista yhteis-
kunnasta poissulkemista tai alistamista. Poliittisesti vainottuja
ja pidétyksen tai vangittuna olon aikana kidutetuiksi joutunei-
ta turvapaikanhakijoita tutkineen Jarvisen (2004:94) mieles-
td kiduttamista tapahtuu yleisesti vankiloissa, pidatyksissd ja
sotatilanteissa ympari maailmaa. Namé kokemukset kosketta-
vat kidutuksen kohteeksi joutuneen lisiksi myds huomattavaa
madraa siviiliviestod, erityisesti uhrin perheenjisenié.

Haastatellut kertoivat ldhtdsyiden liittyneen myds per-
heenisén ammattiin, poliittiseen toimintaan tai timén vangit-
semiseen. Tdmén vuoksi eldmén jatkaminen kotimaassa ko-
ettiin vaaralliseksi ja kaikkien tai yksittdisten perheenjisen-
ten pakoon ldhteminen vélttdméttoméksi. Myos Pentikdisen
(2005:91) tutkimuksesta selvidd, ettd perheenisien poliittisen
aktiivisuuden ja oppositioaseman mukanaan tuomat vaarate-
kijét voivat olla syynd miehen tai koko perheen pakomatkalle
lahtemiseen esimerkiksi Somaliasta.

Pakomatkan aikaan kymmenvuotiaan Mabhirin isd katosi
pojan ja tdman didin mukaan Irakin sodan alkamisen jélkeen.
Mies oli aiemmin toiminut armeijassa upseerina. Aseistautu-
neet miehet olivat vikivaltaisesti hakeneet isdn kotoa perheen
ollessa nukkumassa.

— Aiti: "Kaikki oli nukkumassa. Kello seittemin aamulla
se (oli). Ne michet tulee sinne poliisivaatteet pddlld. Yhtdik-
kid ne on isdn ja minun edessd, lasten edessd ja heittdvdt
Kalyn nurkkaan ja vievdt isdn. [...] Kaikki huutaa ja itkee.
Mindkin kanssa. En mdkddn (pysty) juttele(e). En md voinut
tehd mitddn. Alotin itkee. Koko perhe itki yhtd aikaa.”

Perheelld ei ollut useisiin kuukausiin tietoa miehen olinpai-
kasta. Muutama viikko tapahtuman jélkeen isén sanansaatta-
jana toiminut mies toimitti perheen kotiin viestin, josta Mahir
kertoi seuraavaa:

—  "Mun isdn kaveri toi kirjeen meille, jonka isd oli allekir-
Jjoittanut. Kirjoitti: "Menkdd pois tddltd Irakista!” Emme tien-
neet missd se oli. Joku (mies) toi kirjeen minun didille: 'Vie
lapset ja mene pois tddltd’ [...] Isd kirjoitti: "Jollette lihde
sieltd pois, ne tappavat teiddt.””’

Vaikka Mahirilla oli tieto perheen paon syysté, aina lapsille
ei valttimattd haluta kertoa, miksi heidén tdytyy ldhted pa-
koon omasta kotimaastaan, eivdtkd ndma kykene tai halua ot-
taa asiaa myohemmin puheeksi. Nukketarinan kertonut Naci-
me mietti my0s syyti sithen, miksi nukke oli karkotettu omas-
ta kodistaan. Nukelle syytd ei ollut kerrottu. Vastaavanlaiseen
tilanteeseen joutui myds moni suomalainen evakkolapsi tal-
vi- ja jatkosodan aikana. Monelle heistd ei missédén vaihees-
sa perusteltu syytd evakkotaipaleelle ldhtemiseen. Vanhem-
mat pitivdt parempana olla puhumatta niille sodasta ja sen
vaikutuksista, silld lasten ajateltiin olevan liian hauraita ym-
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martdmadn tapahtunutta. (Klefstrom 2010:190, Nére & Kir-
ves 2007: 7-9.)

Yhteydenpito kotimaasta paenneisiin sukulaisiin ja ys-
tdviin motivoi joitakin haastatelluista ldhtemdén matkaan.
Maantieteellisesti usein hajallaan olevien sukulaisverkosto-
jen on tutkimuksissa todettukin selittdvén jossain méérin maa-
hantulijoiden méirén ja myos ihmissalakuljetuksen lisdénty-
mistd monissa maissa (esim. Staring 2007:176). Kaikilla haas-
tatteluihin osallistuneilla oli Suomessa sukulaisia. Se vaikutti
rohkaisseen perheitd toteuttamaan oman pakomatkansa. Toi-
sinaan myds muilta ihmisiltd kuin sukulaisilta kuullut hyvat
kokemukset, kuten késitykset kohdemaan hyvasti terveyden-
huollosta, saattavat vaikuttaa paatoksentekoon.

Joskus jo kerran pakomatkan kokenut perhe joutuu ldhte-
madn uudemman tai jopa useamman kerran pakoon omasta
maastaan (esim. Pentikdinen 2005:75). Uudelleen pakoon lah-
teminen oli tuttua my0s suurelle joukolle suomalaisia evak-
koperheitd. Sodan paédttyminen ei vélttdmattd merkitse tilan-
teen rauhoittumista sotatoimialueella, silld paossa eléneet ja
takaisin palanneet perheet voivat joutua vainon kohteeksi po-
liittisista tai muista syistd. Sotatoimet voidaan myds aloittaa
uudelleen niin kuin Suomen sotahistoriasta on todettavissa
(esim. Eskola 2003). Pakomatka saattaa my0s epdonnistua,
jolloin perhe voi pédtyd ldhtemdéin toistamiseen pakomatkal-
le, mikéli se on edelleen taloudellisesti mahdollista.

Pakomathan valmistelut

Monet turvapaikanhakijaperheet saapuvat Suomeen ihmis-
salakuljetusverkostojen avulla. Thmissalakuljetus on yleinen
turvapaikanhakijoiden kayttdmé keino siirtyd turvattomasta
maasta turvalliseen maahan. Arviot sen uhreista vaihtelevat
paljon. Euroopan Unionin maihin tulleista sadoista tuhansis-
ta ilman laillisia matkustusasiakirjoja matkanneista tulijoista
suurimman osan ajatellaan saapuneen alueelle salakuljettajien
avustamana. (Jandl 2007:292.) IThmissalakuljetus liittyy usein
jarjestdytyneeseen rikollisuuteen ja sen on arvioitu yhdessa
ihmiskaupan kanssa olevan kansainvélisten rikollisjérjestojen
litketoimintaa viime aikoina eniten kasvattanut varainhankin-
tamuoto (Sisdasiainministerio 2008:5).

Ihmissalakuljettajilla on monia laittomia tapoja avustaa ih-
misid maiden rajojen yli. Helpoin tapa on hankkia heille len-
tolippu kohdemaahan sekéd vadrennetyt asiakirjat sinne paa-
semiseksi. Vaarallisempi vaihtoehto on turvautua maareittei-
hin, jolloin salakuljetettavien on usein piilouduttava rekka-
ja kuorma-autoissa olevan rahdin joukkoon tai heidat kulje-
tetaan paketti- tai henkildautoihin kétkettyind. Koyhimmille
lahtij6ille saatetaan tarjota merimatkaa, joka usein paityy jol-
lekin syrjdiselle seudulle tai pahimmassa tapauksessa aluksen
uppoamiseen. (Hignett 2007:295.)

Perhe ja suku néyttiytyvét tirkeind tuen ja informaation
antajina sekd motivoijina pakomatkan suunnittelussa ja jér-
jestdmisessd etenkin silloin kun isdi ei ole tai hin ei voi olla
syysti tai toisesta mukana ndissd suunnitelmissa. Maissa, jois-
sa ldhisuvun merkitys on suuri, perhe-eldmé perustuu kollek-
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titvisempaan ajatteluun kuin ydinperhekeskeisissa tai yksilol-
lisyyttd korostavissa yhteiskunnissa. Tama nakyy kaikkien 14-
hisukuun kuuluvien perheenjidsenten auttamisena seka luotta-
muksena omilta sukulaisilta saatavaan avunantoon. (Pentikéi-
nen 2005:103-104.)

Sukulaisten antama apu voi nékyd esimerkiksi rahallise-
na tukena. Perheen maasta pakeneminen edellyttdd monesti
pitkdaikaista sddstdmistd, suuria investointeja ja usein myos
poikkeuksellisia taloudellisia uhrauksia omalta perheelta ja 13-
hisuvulta. Vanhemmat tutkimukseen osallistuneet lapset tun-
tuivat ymmartineen ndiden uhrausten merkityksen. Mitéi suu-
remmasta lahtijdjoukosta on kyse, sitd enemmén rahaa matkaa
varten on varattava. Usein matkaan ldhteminen edellyttdd ra-
han lainaamista ulkopuolisilta tai omaisuuden kiinnittdmista,
panttaamista tai myymistd. (van Hear 2006:134.)

Kaikki haastattelemani lapset saapuivat Suomeen A&itin-
sd kanssa ilman isd4, jolloin tukea matkan jérjestelyihin saa-
tiin isovanhemmilta ja muilta sukulaisilta. Yhteyden ottamisen
salakuljettajiin hoiti yleensi isoisé tai joku muu sukulaismies.
Mahirin &iti sai perheen omaisuuden myyntiin ja alkumatkan
jarjestelyihin kiinteistovalittdjén liséksi apua omilta sisaruksil-
taan ja michensa veljeltd. Turkkiin padstyaan ihmissalakuljetta-
jien 16ytdmisessd ja matkan jarjestelyistd sopimisessa hantd aut-
toi serkun mies, joiden luona perhe Istanbulissa ollessaan asui.

Hyvin véérennetyt matkustusasiakirjat helpottavat ja no-
peuttavat pakomatkan sujumista ja niilli on keskeinen rooli
maahantulon onnistumisessa (Kleemans 2009:414). Siksi en-
nen matkan alkua on matkaa suunnittelevien usein otatettava
itsestddn passikuvia, joita ihmissalakuljetusverkostot tarvitse-
vat védrennettyjen dokumenttien, kuten passien ja viisumien,
hankkimista varten. Pakomatkojen maksamistavoissa esiin-
tyy suurta vaihtelevuutta. Yksi tapa on maksaa matkasta puo-
let 1ahtomaassa ennen matkaan 1dht64 ja puolet kohdemaahan
saapumisen jilkeen. Mahirin perheen matkan maksaminen ta-
pahtui siten, ettd lasten diti antoi kunkin kuljetusosuuden paét-
teeksi siitd vastanneelle kuljettajalle tille kuuluvan summan.

— Aiti: "Se (salakuljettaja) sano mulle: "Nyt si annat mun
omat rahat, silld toin sinut tanne. Tdmd (mies) vie sinut (eteen-
piin). Ali anna sille rahaa niin kauan kunnes ndéet pakettiau-
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ton. Sd silld pakettiautolla (jatkat matkaa) .

Matkan tekoa ihmissalakuljettajien avustamana

Haastatteluihin osallistuneet toteuttivat pakomatkansa omana
ryhménéddn omien perheenjidsentensi kanssa. Mahirin seuru-
eeseen kuului &iti, perheen tyttiret Amal ja Kaly, jotka oli-
vat tuolloin kuusi- ja kolmevuotiaita, seki ldheisen ystévéper-
heen aikuinen tytér. Perheenditi oli halukas maksamaan pako-
matkasta normaalia enemmén siksi, ettd hin ei halunnut per-
heensd matkaavan suuremmassa ryhmaéssé ja hédn toivoi hei-
déin péaédsevian matkaan mahdollisimman nopeasti: ”(Mun) di-
ti sano: "Makso mitd makso.’ Aiti halusi pois sieltd nopeasti.”

Pentikdisen tutkimukseen osallistuneiden vietnamilaisten
pakolaisten mukaan pakomatkalle oli vain harvoin pystytty
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lahtem&dn kokonaisina perheind. Tahdn vaikutti salakuljetta-
ville maksettavien suurien palkkioiden lisdksi se, ettd pakomat-
koilla kaytettyihin kuljetusveneisiin mahtui vain pieni joukko
matkustajia. Salakuljettajat ottivat veneisiin mieluummin lap-
sipakolaisia, silld pienen kokonsa vuoksi heitd mahtui useampi
samaan veneeseen. Koska lasten matkakustannukset olivat pie-
nempid kuin aikuisten ja koska perheilld ei yleensd ollut varaa
paeta kaikkien perheenjdsenten voimin, on Pentikédisen mieles-
td varsin ymmadrrettdvis, ettd moni vietnamilaisvanhempi 18-
hetti lapsensa yksin matkaan. (Pentikdinen 2005:76.) Tekemés-
séni tutkimuksessa oli mukana ainoastaan sellaisia lapsia, jotka
olivat tulleet Suomeen huoltajansa seurassa.

Kreikan ja Turkin vélisen rajan kautta tuleminen on nykyi-
sin yleisimmin kéytetty ihmissalakuljetusreitti Eurooppaan.
Yhdeksén kymmenesti laittomasta maahantulijasta tulee EU-
alueelle Kreikan kautta. (MTV3 23.11.2010.) Kuljetustoimin-
ta on pitkalti salakuljetusverkostojen hallinnassa. Tavoitteena
on yleensi toimittaa Euroopan unionin maihin haluavat ensin
Kreikkaan ja sieltd edelleen muualle Eurooppaan. (Claude-
Valentin 2004:25.) My6s Mabhirin perhe kaytti tatd reittid 1dh-
tiessddn ensimmadiselle pakomatkalleen Irakista. Ensin perhe
matkusti virallisten matkustusasiakirjojen avulla naapurimaa-
han Turkkiin, missé he oleskelivat istanbulilaisen sukulaisper-
heen luona kunnes pakomatkavalmistelut oli saatu tehdyksi.
Perheen kuljetuksesta vastaavien henkildiden alkuperdisend
tavoitteena oli viedd heidit ensin Kreikkaan ja sieltd muiden
samaan salakuljetusverkostoon kuuluvien avustamana eteen-
pdin Suomeen, missi perheen &idin veli asui.

Perheen matka suuntautui ensin henkildautolla Turkin ja
Kreikan vilisen rajan tuntumaan, ldhelle Edirnen kaupunkia,
mistd he jatkoivat kahden salakuljettajan seurassa matkaa ké-
vellen. Mikéli salakuljettajat lapsen nuoren iéin tai muun syyn
vuoksi katsovat timén haittaavan pakomatkan etenemisti lii-
kaa, he saattavat kayttdd hyvin kyseenalaisia keinoja, kuten
lapsen vaientamista tai tainnuttamista l4dédkityksen avulla hel-
pottaakseen matkan sujumista. Saadakseen perheen nuorim-
man lapsen, Kalyn hiljaiseksi salakuljettajat antoivat télle rau-
hoittavaa lddkettd juuri ennen patikoimisen alkua.

— Aiti: ”Antoivat lidkkeen Kalylle, ettd hiin ei reagoi(si) eikd
puhu(isi), koska se(n) piti olla oikein hiljaa matkan ajan.”
Minna: "Se nukahti.”

— Aiti: ”Se nukkui kaks pdivid. Salakuljettaja antoi sille
lddkettd. Sammu koko tytté. Kaks pdivid (nukkui). Ajattele
tttoo, sit ku se herdsi. Ei se tiennyt, millanen hdnen diti on.
Koko ajan (huusi): "Mis on diti?’ Md sanoin: "Tds on diti.’ Ei
se tuntenut minua. Ei muista(nut).”

Kreikan ja Turkin vilisen rajan ylittdminen ilman virallisia
asiapapereita edellyttdd joko Egeanmeren lahden tai Evros-jo-
en ylittdmistd salaa veneen avulla tai uiden (Frelick 2008: 27).
Raja ylitetdén yleensd pimednd aikana ja mieluusti sumun tai
vesisateen turvin. Kummankin edelld mainitun reitin kaytta-
minen on vaarallista ja rajanylitysyritykset ovatkin vaatineet usei-
ta kuolonuhreja (United Nations, Economic and Social Coun-
cil 2004:3.) My®6s Mabhirin perhe koki vaaroja raja-aluetta ylit-
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tdessdadn. Kéveltyddn pimeyden turvin neljan tunnin ajan, he
saapuivat Evros-joen rantaan. Joki ylitettiin salakuljettajien
mukanaan kantamien puhallettavien kumiveneiden avulla.
Erityisesti seuraavat kaksi tuntia joen toisella puolella olivat
matkalaisille raskasta ja pelottavaa aikaa.

— Aiti: "Tdd oli pelottava paikka, minne me menimme. Oli
puita joka paikas ja todella hiljaista. Pimee paikka, niin ku
verhon takana taivas (olisi ollut). Todella pelottava paikka
oli toisel puolen. Se alue oli jannd. Oli todella sumu(ista).
Et ndhnyt mitddn edessd. Tiesit, et se ole metsdalue. Todel-
la sumuinen (alue). Joka paikassa myos oksat 10i. Puun oksa
101 silmdcdn, [6i niskaan, vaikka sanoin kesken (matkaa): "Nyt
varokaa silmdd. Menee (oksa) silmddn.’ (Salakuljettajat sa-
noivat:) "Menkdd vain eteenpdin.’ Kaks tuntii me kdvelimme
eteenpdin.”’

Perheenjésenet patikoivat pimeéssa ja sumuisessa sddssé kai-
ken kaikkeaan kuuden tunnin ajan: ensin neljd tuntia Turkin
puolella, sitten kaksi tuntia Kreikan puoleisella rajavyohyk-
keelld. Aidin mukaan Amal kiveli kuuliaisesti koko matkan
ajan kasi kddessd matkaseurueeseen kuuluneen naisen kanssa
ilman, ettd olisi valittanut kertaakaan: “Amal oli sellanen ai-
ka hiljanen. Ei sanonut sanaakaan. Koko matkan kéveli, eikd
vastustanut. Ei mitddn. Than vaan kdvelemdcdn Ildhti.” Mahir
kertoi joutuneensa patikoinnin aikana kantamaan vuoronpe-
rddn tainnuksissa olevaa pikkusiskoaan ja perheelld mukana
ollutta kassia: “Me vaihdoimme (kantamuksia) aina sielld re-
issussa. Koko ajan sulla oli jotain kannettavaa.”

Yleensd salakuljettajat palaavat vélittomésti Evros-joen
ylittdamisen jdlkeen Turkin puolelle. Ennen paluutaan he pyr-
kivdt antamaan asiakkailleen neuvoja, kuinka ylittdd Kreikan
puoleinen raja-alue kiinnijaidmétti (Triandafyllidou & Marou-
kis 2008:66). Mahirin perheen tapauksessa salakuljettajat oli-
vat kuitenkin péittidneet jatkaa matkaseurueen mukana vield
joen ylittdmisen jalkeen.

Kiinnijddmisen seuraukset

Koko salaa tapahtuneen rajanylityksen ajan perheenjdsenet
pelkdsivit kiinnijaamistd: “Koko ajan oli pelko perdssd. Ko-
hta jddmme kiinni. Mietin sitd koko ajan.” Niin lopulta tapah-
tuikin, silld rajavartijat tavoittivat perheen kaksi tuntia Krei-
kan puoleiselle rajavydhykkeelle saapumisensa jélkeen.

—  Mahir: “Yksi koira ndki, kun me olimme piilossa. Koira
huomasi (meiddt). Se teki: "Hau, hau!’ Miehet lampun avulla
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katsoivat meitd. He nopeasti soitti poliisille.’

Vaikka kiinnijadminen onkin varsin yleistd etenkin talld ra-
ja-alueella (Triandafyllidou & Maroukis 2008:67), ei tarkko-
ja tietoja kiinnijdéineiden méaéréstéd ole. Vuonna 2007 Kreikan
poliisi kirjasi kaikkiaan 112 369 ilman tarvittavia asiakirjo-
ja maahantuloon tai maassaoloon liittyvéad pidétystd valtion
rajojen sisédlld. Tdma on kuitenkin todenndkoisesti vain jaa-
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vuoren huippu, silld monia, ehkd suurinta osaa, raja-alueel-
la tapahtuvista pidatyksisté ei rekisterdidd lainkaan. (Frelick
2008:3, 20.)

Kun salaa maahan tullut jai kiinni Kreikan rajalla, saa hin
usein osakseen julmaa ja uhittelevaa kohtelua pidatyksesti
vastaavilta viranomaisilta. Usein titd vékivaltaista kdyttay-
tymistd on perusteltu pyrkimykselld tunnistaa heti rajalla sa-
lakuljetuksesta vastaavat henkil6t kiinnijddneiden ryhmaésta.
(Frelick 2008:32, 67, Triandafyllidou & Maroukis 2008:71.)
Mabhirin perhetti saattaneet salakuljettajat osasivat olla varuil-
laan ja he ehtivét paeta ajoissa paikalta: “Salakuljettajat tie-
si, ettd me jdimme kiinni ja (ettd) ne soittaa poliisille. Ne lihti
karkuun. Ne juoksivat. Ne ldhti sumuun.”

Kreikan rajaviranomaisten tekemén esikuulustelun jalkeen
kiinnijdéneet siirretddn poliisiviranomaisten valvontaan, jot-
ka suorittavat viralliset kuulustelut ja valmistelevat tarvitta-
vat asiakirjat. Kuulustelujen tarkoituksena on selvittdd maa-
han saapuneiden henkil6llisyys ja alkuperdmaa seké saada tie-
toa salakuljetuksessa avustaneista verkostoista. (Triandafyl-
lidou & Maroukis 2008:67). Kun Mahirin ditid kuulusteltiin
poliisiasemalla, joutuivat lapset odottamaan koko nelja tun-
tia kestdneen kuulustelun ajan ulkona yon kylmyydesti huoli-
matta. Edes rauhoittavien lddkkeiden vaikutuksen alaista Ka-
lya ei padstetty poliisilaitoksen sisélle huolimatta 1dékitykseen
liittyvistd riskeista.

— Aiti: "Kaks tai kolme autoo tull, poliisiautoo. Ja ne veivit
meidt poliisiasemalle. Kun poliisit veivit meiddt sinne, se oli
todella kylmd yé. Kello kahdesta kuuteen piti olla poliisiase-
malla. Ne (muut perheenjisenet) ulkona odottelivat. Vain
minut kaskivdt sisdlle, koska ne halusi haastatella. "Miks sd
tulet? Mistd sd tulet?’ Lapset pienet oli ulkona kylmdlld.’
— Minna:” Ja Kaly nukku sielld (ulkona)?”

—  Aiti:” Sillai ku md kerroin, ettei se tiennyt mistddn mitccin.
Se ei pystynyt puhumaan, koska se oli toisessa maailmassa.”

’

Poliisikuulustelun jédlkeen Evros-joen alueella kiinnijdén-
eet kuljetetaan joko johonkin paikallisen poliisilaitok-
sen yllapitdmistd seitsemdstd pidatyskeskuksesta tai heidat
viedddn jompaankumpaan alueelle tdtd tarkoitusta var-
ten perustetuista sdiloonottokeskuksista (Council of Europe
2008:9). Perhe siirrettiin toiseen niistd sdiléonottokeskuk-
sista. He viettivat sielld seuraavat kymmenen vuorokautta.
Keskuksessa olleessaan lapsia pelotti didin mukaan ennen kai-
kkea toisten kiinnijaéineiden huudot, joista osa johtui siité, ettd
heité pahoinpideltiin.

Mahir: ”Ne hakkasivat ihmisid sielld. Mutta ei ne hakan-
nut meitd. Hakkasivat afganistanilaisia, (niitd) jotka olivat
Jjddneet kiinni.”

—  Minna: "Mites Mahir ja Amal koki tin ajan?

— Aiti: ’Kylli ne kuulivat paljon huutoja ja nékivit. Me
panimme Amalin korvat todella tiukasti kiinni, ettd hdnen ei
tarvinnut kuulla nditd ddanid, huutoddnid.”

Minna: “’Sindko laitoit kéitesi hinen korvilleen?”
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— Aiti: "Juu. Mind koko ajan itkin heiddn takia, koska ndin
omin silmin. (Ovi)ikkuna oli liian matala. Meidn (oven) taka-
na lyé(tiin). Me katottiin, kun ne l6ivit kepilld. Mut oli hyvdi
silleen, md olen tyytyvdinen siksi, ettd ne ei hakannut minua,
eikd mun lapsia.”

Euroopan neuvoston alaisen kidutuksen vastainen komitean
CPT:n (Committee for the Prevention of Torture and Inhu-
man or Degrading Treatment or Punishment) valtuuskun-
nan mukaan (Council of Europe 2008) Kreikan lainvalvon-
taviranomaiset syyllistyivdt vuonna 2007 ilman laillisia
asiapapereita maahan tulosta piditettyjen henkildiden huo-
noon kohteluun. Pahoinpiteleminen oli etupddssd potkim-
ista, lyomistd sekd patukoiden avulla iskemistd. Mahir, joka
hakkaamiseen liittyvien ddnten kuulemisen lisdksi néki omin
silmin kun muita pidétettyjd hakattiin, tunsi pitkddn pelkoa
vieraita ihmisid kohtaan. Aiti ei suojellut hiintd siiloonot-
tokeskuksessa olemisen aikana samalla tavoin vékivallan
nikemiseltd ja kuulemiselta kuin tyttiriddn.

—  Minna: “Néikiké Mabhir, ku ndd vartijat 10i silld pampulla?
Ndkiké Mahir? Ymmdrské hén sitd?”

— Aiti: ”Kylli se néiki.”

—  Minna: ”Onks héin puhunut (siitd)?”

Aiti: ”Héin oli tietonen. Ei osannut sanoa mitddn. Silld oli

todella pelko. Se ndki, mitd tapahtui. Pelkdsi, kun ndki aikui-

>

sia thmisid. Nyt on paljon parempi verrattuna siihen aikaan.’

Ilman tarvittavia asiapapereita maahan tulleet eristetddn
kreikkalaisiin pidétys- tai sdiloonottokeskuksiin korkeintaan
90 pdivin ajaksi. Maan yllapitdmid keskuksia on arvosteltu
muun muassa niiden ahtaudesta ja epésiisteydesti. Niissé ei
ole erityisid sddnnoksid naisia ja lapsia varten ja ilman huol-
tajaa olevat alaikdiset lapset ohjataan usein samoihin selleihin
vieraiden aikuisten kanssa. Keskusten lddkintdhenkildstolla ei
yleensd ole tarjota apua tarvitseville kuin reseptivapaita 1adk-
keitd ja vain harvoissa sairaustapauksissa piddtetty on ohjattu
sairaalahoitoon. (Triandafyllidou & Maroukis 2008, 67.) Per-
heen nuorimmainen, Kaly, koki keskuksessa ollessaan kovaa
kipua satutettuaan korvansa saamansa rauhoittavan ladkityk-
sen vaikutuksen heikennettya.

— Aiti: "Kun Kaly seuraavana pdivilli kunnolla herisi, se
nousi ja saman tien kaatui takaisin. Se oli sellainen beton-
ilattia, (jossa oli) pienid kivid. Ei ollut siled. Suoraan kaatui
oikealle korvalle. Se turposi ja yhtdkkid (oli) ihan mustana. Ei
tullut verta ulos, vaan veri (jdi) sisddn. Todella musta oli. Md
pyysin apua sille. Ei mitddn (saatu apua).”

Keskuksessa tyoskenteleva asianajaja ryhtyi palkkiota vas-
taan selvittiméin perheen asioita. Aiti ilmoitti tille, ettei per-
heen tarkoituksena ollut Kreikkaan jidminen vaan he halusi-
vat matkustaa hinen veljensé luo Suomeen. Muutaman paivin
kuluttua heille annettiin paperi, minka siséllostd Mahir ker-
toi tdhén tapaan: “Ne sanovat: 'Teilld on yks kuukautta aikaa
mennd pois tddltd maasta.’” Sen sijaan, ettd Kreikan viran-
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omaiset aloittaisivat ilman matkustusasiakirjoja maahan saa-
puneiden henkil6iden turvapaikkamenettelyn tai maasta kar-
kottamisprosessin, on maan tapana pidittdd maahantulijat ja
vapauttaa ndimd myohemmin. Vapautuksen yhteydesséd heil-
le annetaan Mahirin perheen tapaan ilmoituspaperi jossa ker-
rotaan, ettd heilld on 30 pdivdd aikaa poistua maasta. TAma
maasta poistumispakkoa koskeva ilmoitus, joka paremmin
tunnetaan “valkoisena paperina”, on kirjoitettu kreikankie-
lelld, minkd vuoksi useimmat paperin vastaanottaneista eivit
ymmérrd sen sisdltod. (Frelick 2008:33).

Aidin mukaan hinen lapsensa pitivit Turkin ja Kreikan vi-
lisen rajan salaa ylittimistd, rajalla kiinnijddmisté ja séiloon-
ottokeskuksessa vietettyi aikaa ennen kaikkea pelottavana ko-
kemuksena. Lasten kohtelu niin poliisiasemalla kuin s&il66n-
ottokeskuksessakin oli kyseenalaista. Myos YK:n pakolaisjar-
jestdo UNHCR on kiinnittdnyt huomiota salaa tai vddrennetty-
jen asiakirjojen avulla maahan tulleiden epdinhimilliseen koh-
teluun. Jérjestd kehottikin elokuussa 2008 eri maiden halli-
tuksia lopettamaan Dublin-palautukset Kreikkaan siksi, ettd
ilman vaadittavia matkustusasiakirjoja maahan saapuneiden ja
turvapaikanhakijoiden olosuhteet ovat epdinhimilliset ja hei-
dan todelliset mahdollisuutensa hakea turvapaikkaa ovat 14-
hes olemattomat. (UNHCR, 2008.) Suomi keskeytti turvapai-
kanhakijoiden kdénnyttdmiseen Kreikkaan tammikuussa 2011
(Maahanmuuttovirasto 2011).

Salaa Suomeen

Suomeen suuntautuu laitonta maahantuloa etenkin Venéjil-
td, Kaukoidastd ja muualta Euroopasta. Maantieteellisen etéi-
syyden merkitys on vdhentynyt ja Suomen houkuttelevuus ih-
missalakuljettajien avustamaan maahantuloon kaukaisemmis-
takin maista on voimistunut litkkkumisen lisddntymisen ja lii-
kenneyhteyksien kehittymisen myo6td. (Sisdasiainministerio
2008:7.) Parantuneista yhteyksistd huolimatta monen maahan
pyrkivdn on usein turvauduttava eri tavoin toteutettuihin ra-
jan ylitystapoihin, silld maitse Suomeen saapuminen edellyt-
tdd yleensd useamman kauttakulkumaan lapi matkustamista
joko piilotettuna tai laittomia tai laillisia matkustusasiakirjoja
néyttdmalld. Yleisempid tapoja Euroopan Unionin alueella on
ylittdd maiden rajoja joko maitse omin jaloin tai moottorikayt-
toisen ajoneuvon kyydissa tai vesiteitse veneiden tai laivojen
avulla. (Prezelj & Gaber 2005:30.) Suomeen saavutaan usein
myos junalla itdrajan ylitse tai lentden (Junninen 2006).
Haastatteluihin osallistuneiden perheiden salakuljettami-
sessa Suomeen turvauduttiin erilaisten ajoneuvojen, laivan ja
lentokoneen tarjoamiin kyyditysmahdollisuuksiin. Lasten ja
heidén perheidenséd pakomatkojen aikana heité avustaneet sa-
lakuljettajat ja kulkuvélineet vaihtuivat moneen kertaan. Eri-
tyisesti Mahirin perheen tekeméén toiseen, tilld kertaa onnis-
tuneeseen pakomatkaan kuului monilla erilaisilla ajoneuvoil-
la matkustamista. "'Sit seuraava salakuljettaja, en tiedd minne
vei, mut se vei rekan kontissa. Monta pdivid meni silleen,
et rekka(a) vaihdoimme. Kolme, nelji (kertaa) vaihdoimme
(rekkaa).” Pojalla, niin kuin ei monella muullakaan turvapai-
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kanhakijalapsella, ollut tarkkaa tietoa, mité kautta hin oli Suo-
meen saapunut.

Autoilla matkustettaessa perheet piileskelivét joko koko ajan
tai osan aikaa kuorma-, rekka- tai pakettiautoissa salamatkusta-
jia varten erikseen kyhétyissé ahtaissa salakomeroissa tai -laa-
tikoissa: “Sinne (tavaraosaan) joku pieni kaappi oli tehty. He
pistivdt sinne sisdlle. Siel takana oli paljon pahvilaatikoita.”
Naméd komerot olivat yleensd pienid, valottomia kopperoita,
joissa ei ollut tilaa maata ja joiden sisdédn padsi kylmyys ja kos-
teus etenkin silloin kun auto oli pysdhdyksissd. Pakettiautoi-
hin kyhétyissd istuinlaatikkokétkdissd pakomatkalaisia saattoi
maata useita samassa tilassa: “Se oli aika jannd paikka, (jon-
ka) ne (oli) rakentaneet. Mind, Kaly ja Amal (olimme) yhdel-
ld puolella ja sitten Mahir ja toinen nainen oli toisella puolel-
la laatikossa.” Aina pakomatkalla ei ole tarvetta piiloutua erik-
seen rakennettuihin kétkopaikkoihin, vaan tarvittacssa voidaan
piiloutua auton istuinten alle ja jalkatiloihin. Aitien mukaan lap-
set oppivat salakuljettajien piiloutumiskaskyt nopeasti, vaikka
eiviat muutoin ymmartineet ndiden puhumaa kielta.

Salakuljetettavana olemiseen saattaa liittyd myds pidem-
pikestoisia pysdhdyksid pakomatkan aikana. Matkan jatku-
mista voidaan joutua odottamaan kulkuvilineeseen piilotet-
tuna useitakin pdivid. Kiinnijadmisriskin takia tutkimukseen
osallistuneiden tuli ndiden pyséhdysten aikana olla tdysin hil-
jaa. My0s Mahirin perheen toiseen pakomatkaan liittyi pyséh-
tyneissd kulkuvilineissé piileskelyd. He muun muassa viet-
tivit kahdeksan tuntia piilossa kuorma-auton salakomerossa
matkatessaan laivalla. Toisella kerralla heidédn tuli olla rek-
kaan piilotettuna aivan hiljaa sen seistessd kolme vuorokautta
erddlld parkkialueella Vendjalla.

Joskus salakuljetettavat joutuvat viettimddn osan aikaa
pakomatkasta salakuljettajien osoittamissa asunnoissa. Mo-
nissa maissa on tarjolla motellihuoneita ja yksityisten ihmis-
ten omistamia taloja ja huoneistoja, joita salakuljettajat voi-
vat kéyttdd asiakkaidensa piilottamiseen tai paikoillaan pi-
tamiseen. Yleensd nditd tiloja kdytetddn silloin, kun odote-
taan seuraavan matkaosuuden alkamista tai edellisen mat-
kaetappimaksun saapumista. (Zhang 2007:97, ks. myds Jandl
2007:14.) Haastatteluihin osallistuneet perheet oleskelivat sa-
laisissa asunnoissa muun muassa Turkissa, Vendjilla ja Suo-
messa. Asunnoissa piileskellessdén perheenjisenet eiviat Ma-
hirin mukaan saaneet avata asunnon verhoja, ikkunoita tai
ovea kiinnijadamisriskin vuoksi. Heiltd edellytettiin myds tdy-
dellistd hiljaa olemista ndiden pyséhdysten aikana.

Aiemmin turvapaikanhakijat saapuivat Suomeen yleen-
sd maan itdrajan eteldosassa sijaitsevien raja-asemien kaut-
ta (Junninen 2006). Baltian maiden aloitettua Schengen-so-
pimuksen tdysiméérdisen soveltamisen 21.12.2007 sd&nnol-
liset rajatarkastukset Suomen ja Viron vililld lakkasivat. Si-
sdasiainministerion selvityksessd (2008:7) kerrotaan, ettd tar-
kastusten loppumisen myota laiton maahantulo Viron kautta
on viahitellen yleistynyt. Samaisen selvityksen mukaan ilman
laillisia matkustusasiakirjoja maahan pyrkivét yrittavat ylittaa
maan rajan yleenséd joko véirennettyjd matkustusasiakirjoja
nédyttdmalla tai henkiloliikennettéd kdyttdvien joukkoon piilou-
tumalla. Sen sijaan tavaraliikenteeseen piiloutumista ja Veni-
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jan ja Suomen vilisen rajan ylittdmista jalkaisin pidetddn har-
vinaisena ja jopa mahdottomana rajanylityskeinona. Suurim-
pana esteend patikoinnille rajan yli pidetdéin rajaseudun vaati-
via luonnonoloja ja erdmaiden laajuutta. (Emt, 7.) Téstd huo-
limatta erds tutkimukseen osallistunut perhe ylitti maiden va-
lisen rajan patikoimalla.

Mabhirin perhe saapui Suomeen Vendjén kautta pakettiau-
toon piilotettuina. Aidin mukaan he makasivat kolme tuntia
auton takaosassa sijaitsevissa ahtaissa penkkilaatikoissa, joi-
den péélle oli kasattu auton varaosia.

— Aiti: Siel oli auton tavaroita sisdlld. Renkaita ja niitd.
Ku me tultiin pois, md ndin mitd kaikkee renkaita ja auton
osia ne olivat laittaneet meiddn pddlle.[...] Kolme kertaa ne
pysaytti auton. Kaks kertaa ne avasivat oven. Md huomasin
sen, kun ne avasivat (oven). Keskenddn ne keskusteli. Kova
meteli (oli). Than ku (ne) olisi tapellut keskendicin. Md en ym-
mdrtdnyt, mitd kielii ne puhuivat, mut kova riita oli heiddin
valilld. Avasivat oven kaks kertaa, mut kolmas kerta ne vaan
vaihto sanoja (keskenddn).”

Suomen puolelle padstyddn haastatteluihin osallistuneet per-
heet jatkoivat matkaa joko rajan ylityksesséd auttaneiden sa-
lakuljettajien tai omien sukulaistensa kanssa. Mahirin ja té-
mén perheenjésenet salakuljettajat paastivét ulos istuinlaati-
koista miltei heti rajan ylityksen jilkeen: "Kun se (salakuljet-
taja) avasi oven ja avasi meiddn (laatikoiden) kannet, sanoi:
"Tulkaa pois maan alta. Nyt olemme Suomessa.’ Sit sen jdl-
keen tdd kaveri (sanoi): 'Nyt ei oo (endd) pelottavaa. Voitte
istua ihan normaalisti.””

Perheen matka salakuljettajien avustamana jatkui vield seu-
raavaan péivaan. Rajalta matkaa jatkettiin tunnin ajan, minka
jélkeen heidét ohjattiin yopymaién erddseen kerrostaloasuntoon.
Ihmissalakuljetussopimukseen saattaa kuulua, ettd salakulje-
tettavat on vietdvd kohdemaassa poliisiasemalle saakka, mis-
sd he voivat jattaa turvapaikkahakemuksensa. Néin oli sovit-
tu myds Mahirin perheen kohdalla. Seuraavana aamuna matka-
laisia odotti henkildauto, joka kyyditsi heidét poliisiasemalle.

Pelon ja tuskan aiheet

Lapset tuntevat pakomatkan aikana ennen kaikkea pelkoa. Ai-
dit kertoivat lastensa peldnneen jonkun pahan kuvitteellisen
asian tapahtumista itselle tai muille mukana oleville ja sala-
kuljettajien uhkaavaa kéytostd. Kuljettajat pelottelivat muun
muassa kiinnijddmiselld ja tien paélle jattamiselld. Myos suo-
malaisten evakkolasten on tutkimuksissa todettu pelédnneen
pakomatkan aikana. Heidén pelkonsa liittyi 1ahinnd kokemuk-
seen tulevaisuuden epdvarmuudesta (Oksanen 2007:78-81).
Haastatteluihin osallistuneiden ditien mukaan heidédn lap-
sensa pelkdsivit myos liian kovaa ajamista. Niilld lapsil-
la, jotka ylittivét rajoja jalan, kiinnijadmisen pelko korostui
hankalan maaston, pimeyden ja muista jilkeen jd&dmisvaa-
ran vuoksi. Karjalaislapset pelkésivit evakkotaipaleella niin
ikdan omasta didistddn eksymistd (Sorvali 2004, 7-8). Vaik-
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ka turvapaikanhakijalapsilta itseltddn edellytettiin hiljaa ole-
mista matkan aikana, tunsivat he usein pelkoa aikuisten ja
etenkin salakuljettajien huutaessa. Joskus ndmé pelottelivat
kyydissi olijoita tahallaan. Mahirin perhetté peloteltiin muun
muassa ulkona piilevistd vaaroista, kuten Vendjalla liikuske-
levista jadkarhuista.

Salakuljettajat pitdvat usein kyyditettdvind olevien matkus-
tusasiakirjat ja joskus myos heidén rahavaransa itsellddn niin
kauan kunnes matka on ohitse ja loppusumma maksettu. Télla
keinolla he estédvit kyyditettavid pakenemasta kesken matkan
ja varmistavat sen, ettd saavat matkan péétteeksi koko kulje-
tussopimuksessa sovitun summan. Rahojen ja henkil6paperei-
den pois luovuttaminen on omiaan lisddmédin perheiden tur-
vattomuuden tunnetta pakomatkan aikana.

Minna:
(sinulle)?”
— Aiti: "Niin. Salakuljettaja sanoi: "Minne s haluat (men-
nd), md voin viedd sinut. Md voin (tulkki napauttaa kdidet ker-
ran yhteen) missd vain (sinut).” Muistutti, ettd hédn on pystyy
tehd ithan mitd vain (minulle).”

"Ne (salakuljettajat) ei antanut sitd passii

Pakomatkan aikana lapset tunsivat ajoittain nalkdd: “FEi ollut
mitddn kunnon ruokaa.”; “Meil ei ollut rahaa. Kaikki mitd
meilld oli, annettiin niille ihmisille ja he sitten armolla anto-
ivat meille jotain syomistd.”

Myos Pentikdisen (2005:92-93) tutkimukseen osallistuneet
vietnamilais- ja somalialaispakolaiset kertoivat kokeneensa
nélkéd ja janoa pakomatkan aikana. Mahirin perheen kohdal-
la ravinnon hankinta tuntui olevan hyvin jarjestetty, silld 14-
hes kaikki heitd auttaneet salakuljettajat huolehtivat matkaa-
jien ruokahuollosta, vaikkakin niille tarjottu ruoka oli hyvin
yksinkertaista. Viimeistd Moskovasta Suomen rajalle tapah-
tunutta matkaosuutta lukuun ottamatta kuljettajat pyséayttivit
auton sadnnollisin véliajoin tarjotakseen ruokaa kulkuvéli-
neessd piileskeleville perheenjésenille.

Lapset kérsiviat myos kylmyydesta talviaikaan viimeistdén
ainakin siind vaiheessa, kun perheiden pakomatkat etenivét
Pohjois-Euroopan alueelle. Mahirin perhe saapui Venéjille
keskelld talvea, eikd heilld ollut pakkassddhdn sopivaa
vaatetusta: "Oli tosi kylmd ja lapset olivat kylmissdcdn ja (oli)
ithan kauheata.”; "Kylld oli kylmd. Koko ajan oli miinus kak-
skymmentd, kakskytkaks.”

Tarpeiden tekeminen automatkan aikana tuotti niin ikdan
hankaluutta. Vanhemmallakin lapsella saatettiin kayttaa vaip-
poja pakomatkan aikana, jotta tdmi ei tekisi vahingossa al-
leen. Vaipanvaihto pimeissd salakomeroissa ilman juoksevaa
vettd oli hankalaa.

— Aiti: ”Meidn piti laittaa Amalille (vaipat). Kalyllekin vield
kaiken lisdksi (piti) vaihtaa

vaipat sielld (komerossa). Tosi pieni ja tosi ahdas paikka
(se) oli.

— Minna: Oliks Amalilla vaipat vield silloin?”’

—  Aiti: ”Oli pakko matkan tihden (laittaa)?”
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Alkumatkasta Mahirin perheen kuljettamisesta huolehtineet
salakuljettajat padstivit piilokomerossa olevat salamatkusta-
jat sddnndllisesti ulos autosta tarpeilleen, mutta perheen 14h-
dettyd Moskovasta kohden Suomea, he eivit voineet poistua
autosta kolmeen vuorokauteen.

— Aiti: (Salakuljettaja) antoi meille pussin, roskapussin
(ja) sanoi: 'En missddn nimessd voi pysdyttid matkan var-
rella. Tds on pussi teille. Tdd on teidn vessa. Elikkd tonne ne
tarpeet (laitatte), kaikki mitd teilld on.’ Pussi annettiin. Roska-
pussi.”

Pohdintaa

Suomeen saapuvien turvapaikanhakijaperheiden maéran kas-
vu merkitsee ihmissalakuljetuksen lapsiuhrien seké sodan ja
pakomatkan kokeneiden lasten méérdn kasvua maassamme.
Turvapaikanhakijalasten ja -perheiden kotimaastaan pakene-
miseen liittyviéd asioita voidaan tarkastella ongelmaldhtdisen
lahestymistavan sijaan my0s hakijoiden toiminnan ja olemas-
sa olevien toimintamahdollisuuksien kautta, silld mielekkaak-
si koetun tekemisen avulla on mahdollista vilttdd rankoissa
oloissa eldmisen muuttumista karsimykseksi (Krok 2009:31).
Omissa pakomatkatarinoissaan turvapaikanhakijalapset ja -&i-
dit kertovat tapetuksi tulemisen uhasta, kaipuusta, vaikenemi-
sesta ja vaientamisesta, alistumisesta, vélinpitdméttomyydes-
td, vékivallan todistamisesta ja siltd suojautumisesta, avutto-
muudesta, piiloutumisesta, néldstd, kylmyydestd, kivusta, pe-
losta ja matkan paittymisen jélkeisestd helpotuksen tunteesta.
Naistd pakokertomuksista on 16ydettavissd kokemuksia eri-
laisista vallankéyton ja toimimisen mahdollisuuksista mutta
myo0s niiden puutteesta.

Pakomatkan kokeneet ovat matkan aikana moninkertaises-
sa marginaalissa kulttuurisesti, sosiaalisesti ja poliittisesti alis-
teisen asemansa takia. [lman laillisia matkustusasiakirjoja hei-
dan lailliset oikeutensa ovat véhiiset. Riippuen perheen edus-
tamasta kulttuurista ja etnisesté taustasta heihin saatetaan suh-
tautua kauttakulkumaassa véhittelevisti, jopa rasistisesti. Per-
heet ovat lisdksi usein taloudellisesti riippuvaisia salakuljet-
tajien hallinnassa olevista rahavaroista, ja siten my06s nédiden
antamasta ruoasta. Lasten valtaa vihentda liséksi koulutuksen
puute, salakuljettajien puhumien kielten osaamattomuus ja ai-
kuisuuteen liittyvien vallan kdytén mahdollisuuksien puut-
tuminen. Valtasuhteet ja -hierarkiat lasten ja aikuisten vélil-
14 ovatkin monitasoisessa ja keskeisessa roolissa lasten paossa
olon ja mydhemmin myds turvapaikanhakuprosessin aikana.

Ne lapset jotka omista pakomatkakokemuksistaan kertoi-
vat, puhuivat my0s niiden aikaisista peloista ja vaaratilanteis-
ta. Jotkut dideistd pelkésivat néilld kokemuksilla olevan trau-
matisoiva vaikutus lapsiin. Riippuen lapsen idstéd ja voinnista
hénen osallisuutensa matkan onnistumiseen vaihteli. Yleensi
jo pienetkin lapset auttoivat matkan onnistumista totteleval-
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la kayttdytymiselld, kuten piiloon menemiselld ja hiljaa ole-
misessa aina kdskettdessd. He myos alistuivat mukisematta
pitkékestoisiin, rankkoihin kédvelyosuuksiin ja hiljaisuudessa
eldmiseen pitkiksikin ajoiksi.

Vanhemman lapsen rooli pakomatkojen onnistumisessa né-
kyi esimerkiksi vastuunottamisena pienemmistd sisaruksis-
ta ja perheen matkatavaroista. Mitd vanhempi lapsi oli, sitd
enemman héneltd edellytettiin fyysisid ponnistuksia pakomat-
kan aikana. Toisaalta ndiden ponnistusten kautta lapsi saattoi
kokea itsensé tarkedksi ja ne antoivat hdnelle myds mahdol-
lisuuden aktiiviseen toimimiseen passiivisen tekemittomyy-
den sijaan. Salakuljettajat saattavat myos kéyttdd hyvin ky-
seenalaisia keinoja, kuten lapsen tainnuttamista ldédkityksen
avulla tai tdmén uhkailua ja pelottelua, helpottaakseen mat-
kan sujumista.

Myos lapsen sukupuoli saattaa vaikuttaa sithen, mita tal-
td odotetaan pakomatkan aikana ja missd méérin mukana ole-
va vanhempi pyrkii suojelemaan titd matkan aikaisilta trau-
maattisilta kokemuksilta. Tyttolapsen sukupuoli saattaa suo-
jella lasta jossain médirin pakomatkan aikaisten rankkojen ta-
pahtumien kohtaamiselta, silld monet etenkin ei-ldnsimaista
tulevat vanhemmat pyrkivit toteuttamaan matkan aikana koti-
maassaan omaksumaansa tapaa suojella tyttdja ikéviltad koke-
muksilta poikia enemmaén (esim. Palomurto 1992:160, Almas-
pour 2005:103).

Erés tapa, jolla vanhemmat ajattelivat suojelevansa tytto-
lapsiaan néiltd kokemuksilta, oli pidelld lapsen kasvoja omaa
kehoa vasten tai laittaa kiddet timén korvien peitoksi. Toinen
keino oli kieltdytyd puhumasta tyttdlasten kanssa ikévisti ko-
kemuksista myohemmaéssékadn vaiheessa. Mahirin diti ker-
toi pyrkivansé suojelemaan tyttaridén kieltamalld néiltd rank-
kojen pakomatkan aikaisten kokemusten olemassaolon. Hian
kertoi useaan otteeseen sanoneensa ndille “se oli vain unta, ei
niin ole meille tapahtunut” aina, kun lapset toivat esiin jonkun
ikdvan muiston. Néin vaientamalla tyttdrensa diti kieltdytyi ja-
kamasta elettyjd kokemuksia ndiden kanssa oman henkilokoh-
taisen suojelutarpeensa vuoksi.

Idn ja sukupuolen lisdksi pakomatkan pituus ja raskaus,
kaytetyt kulkuvélineet ja piilossa olemisen tarve ja kesto seké
mukana olevan vanhemman vointi ja kyky auttaa lasta vaikut-
tavat sithen, miten lapsi pakomatkan aikana voi. Vaikka lapsi
paéllisin puolin vaikuttaisikin pddsseenséd helpolla pakomat-
kastaan, matkan teko on kuitenkin kaikille lapsille niin hen-
kisesti kuin fyysisesti raskasta aikaa. Turvapaikanhakijalasten
ja heidén éditiensd kertomukset auttavat ymmaértimain sodan
ja pakomatkan kokeneiden lasten vaikenemisen ja pahanolon
taustoja. Nama taustat nayttiytyvét pitkdlti samanlaisina kuin
mitd suomalaiset evakkolapset sodan ja oman pakomatkansa
aikana ja vilittdmaésti sen jdlkeen tunsivat. Vaikeneminen ja
vaientaminen ndyttdvit olevan yhteisid sodan haavoittamille
lapsiperheille riippumatta siitd missd pdin ja missé ajassa ti-
lannetta tarkastellaan.
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Notes

1 Lasten nimet on muutettu tunnistamisen estdmiseksi

2 Kaikki tdssd artikkelissa esitetyt aineistoesimerkit ovat tulkin
kaantamia.

Puhun artikkelissa lapsuudentutkimuksesta, silld mielestini tdma
kiésite korostaa lapsen térkeyttd ja merkittdvyyttd paremmin kuin
lapsuustutkimuksen késite. Ikévaiheajattelussa lapsuus monesti
ymmirretddn kronologisuuteen perustuvana ikdvaiheena, joka
johdattelee erottamaan lapsen muun muassa aikuisesta. Jos tar-
kastelun keskiGssd on lapsen eroavaisuus aikuisesta, voidaan
aikuisuuden helposti ajatella olevan tavoittelemisen arvoista ja
lapsuus jotakin mistd on luovuttava ja mika siksi ei ole yhtd arvo-
kasta.
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Suomenoppijan alkavat luku-, Rirjoitus- ja tekstitaidot
perusopetukseen valmistavassa opetuksessa

Abstrahti

Johdanto

Koulujen oppilaat ovat yhd monikielisempid ja kielitaitoi-
sempia. Vaikka Suomessa on aina puhuttu useita didinkielid
ja kaksikielisyyskysymyksié on pohdittu pitkédan, didinkielten
moninaisuus kouluissa on monille uudenlainen tilanne. Suo-
men tai ruotsin kielen kéytto didinkieleni ei enié ole itsestddn
selvdd, kun maahanmuuttajataustaiset kielenoppijat muuttavat
koulujen totuttuja kdyténteitd. Monikielisyys ja monikulttuu-
risuus tulevat niakyville myds luku-, kirjoitus- ja tekstitaitojen
oppimisessa: kiclenoppija omaksuu tekstitaitojen ohella uutta
kieltd ja kulttuuria. Erityisen haasteen edessd ovat perusope-
tukseen valmistavaan opetukseen osallistuvat lapset ja nuo-
ret, joiden suomen tai ruotsin taito on vasta alussa: alkavan
luku- ja kirjoitustaidon omaksumisen edellytyksend on kie-
litaito (Bialystok 2007:45). Korkeatasoinen kieli- ja lukutai-
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Suomenoppijan koulupolku alkaa usein perusopetukseen valmistavassa opetuksessa, jonka tavoit-
teena on tukea maahanmuuttajataustaisen lapsen kehitystéa ja kotoutumista suomalaiseen yhteis-
kuntaan seké antaa lapselle valmiuksia perusopetukseen siirtymista varten. Opetussuunnitelmas-
sa painotetaan suomen tai ruotsin kielen seka luku- ja kirjoitustaidon oppimista. Koska lukemaan
oppiminen edellyttda kielitaitoa, asetelma valmistavan opetuksen ryhmassa on opetuksen kannal-
ta haastava. Tassa katsauksessa tarkastelen suomenoppijan alkavia luku-, kirjoitus- ja tekstitaito-
ja perusopetukseen valmistavassa opetuksessa. Tutkimusala on verrattain uusi, mika nakyy taman
katsauksen lahestymistavassa: esitan kysymyksia sen sijaan, etta vetdisin varmoja johtopaatoksia.
Aloitan kuvaamalla perusopetukseen valmistavaa opetusta osana koulun opetusjarjestelyja. Ta-
man jalkeen tarkastelen kaksi- ja monikielisyyteen liittyvia kysymyksia seka funktionaalisen kaksikie-
lisyyden tavoitetta. N&en luku-, kirjoitus- ja tekstitaidot situationaalisina sosiaalisina kayténteina: kou-
lun tekstikéytanteissé oppijat sosiaalistuvat tiettyihin kielellisiin, tekstuaalisiin, sosiaalisiin ja kulttuu-
risiin merkityksiin. Multiliteracies-kasitteen kautta hahmottuvat uusien luku-, kirjoitus- ja tekstitaitojen
kaksi erityista ulottuvuutta: kielten ja kulttuurien seka uusien medioiden monimuotoisuus ja ylirajai-
suus. Kuvaan Ehrin viisivaiheista mallia lukemaan oppimisesta seka Tealen ja Suzbyn ajatuksia su-
keutuvasta lukutaidosta, jossa painottuu lukemisen merkityksellisyys. Yhdistaékseni eri ndkdkulmia
esittelen tuloksia aiemmista tutkimuksista sek& niiden kautta esille nousevia haasteita, jotka liittyvat
suomenoppijan alkaviin luku-, kirjoitus- ja tekstitaitoihin. Lopuksi pohdin néiden teoreettisten nako-
kulmien vaikutuksia kouluun: miten voimme opettajina ja kasvattajina taata, etta niin luku-, kirjoitus-
ja tekstitaitojen opetus kuin koulun paivittaiset tekstikaytanteetkin aidosti tukevat oppijoiden kasvua
2000-luvun maailmankansalaisina?

to ndhdadn nykyisin perusedellytyksend kansalais- ja tietoyh-
teiskuntaan osallistumiselle (Luukka ym. 2008:17), ja onkin
olennaista huolehtia, ettd kaikille koululaisille kehittyy kou-
lun alusta alkaen yhdenvertaiset mahdollisuudet kasvaa aktii-
viseen osallisuuteen elimin eri osa-alueilla koulussa, vapaa-
ajalla, tydeldmaissa ja yhteiskunnassa. Koulun lukemisen, kir-
joittamisen ja tekstien kdyton kéytinteet voidaan ndhda sosi-
aalisena toimintana (Barton & Hamilton 1998:6), jonka my&ta
valmistavaan opetukseen osallistuvat lapset ja nuoret omaksu-
vat luku-, kirjoitus- ja tekstitaitojen ohella kulttuurisia merki-
tyksié ja toiminnan tapoja.

Tamain katsauksen keskiossd ovat alkavan luku- ja kirjoi-
tustaidon sekd tekstitaitojen oppimisen kysymykset lapsen
suomenoppimisen alkuvaiheessa erityisesti perusopetukseen
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valmistavassa opetuksessa. Miten kaksi- tai monikielisyys
vaikuttaa lukemaan oppimiseen? Millainen on suomenoppi-
jan lukemaan oppimisen prosessi? Millaisia vaatimuksia ny-
kyajan kielellinen ja tekstuaalinen toimintaympéristd asettaa
niille luku-, kirjoitus- ja tekstitaidoille, joita suomenoppijat
ovat oppimassa? Ndiden kysymysten kautta pohdin monikie-
lisyyden koululle asettamia haasteita: Miten turvata lukemaan
opettelemisen mielekkyys, jos sanan dekoodaamisen oivalta-
minen ei palkitsekaan tekstin merkityksen oivaltamisella? Ja
miten lukemaan oppiminen suomenoppimisen alkuvaihees-
sa ohjaa kohti 2000-luvun monimediaisia luetun ymmaértami-
sen ja tekstin tulkitsemisen kompetensseja? Millaisia haasteita
koulun monet didinkielet ja suomenoppijoiden kasvava méaa-
rd asettavat opettajien tydlle ja opettajankoulutukselle? Kos-
ka monikielisten ja erityisesti maahanmuuttajataustaisten op-
pijoiden alkavien luku-, kirjoitus- ja tekstitaitojen kysymykset
ovat suomalaisessa tutkimuskontekstissa uudehko alue, timén
katsauksen pyrkimyksend on pikemminkin asettaa kysymyk-
sid kuin pystyd tekeméién luotettavia paidtelmid. Myos kayt-
tdméni suomenkielinen kisitteistd on osittain vield muotou-
tumassa: muun muassa suomenoppija- ja literacy-Kasitteiden
kéyttdd pohdin hieman téssé katsauksessa.

Kéytin katsauksessani nimitystd suomenoppija vastaavas-
ti kuin englanninkielisessd kontekstissa kéytetddn nimitys-
td English Language Learner (ELL). Perustelen téta silla, ettd
toisaalta ndkokulmani keskidssd ovat nimenomaisesti kieli ja
sen oppiminen. Toisaalta nimitykset *maahanmuuttajaoppilas’
tai ’maahanmuuttajataustainen oppilas’ kiinnittdvit oppijan
sellaiseen prosessiin, joka osan kohdalla on saattanut tapah-
tua jo ennen heidén syntymaéénsa. (Ks. esim. Latomaa & Aalto
2009, Vaarala 2009). Toisaalta esimerkiksi valmistavan ope-
tuksen kohdalla voidaan ajatella maahanmuuton olevan viela
niin ajankohtaista oppijan eldmissi, ettd siihen viittaaminen
on mielekéstd. Maahanmuutto sinélldén on kuitenkin tapahtu-
ma, joka ei ndhdékseni voi automaattisesti leimata oppijaa ko-
ko hénen eldméinsa ajan.

Taméd katsaus pohjautuu tekeilld olevaan tutkimukseeni,
jossa tarkastelen lukemaan ja kirjoittamaan oppimista sosi-
aalisena toimintana maahanmuuttajien perusopetukseen val-
mistavassa opetuksessa. Katsauksessani pohdin monikielisten
oppijoiden alkaviin luku-, kirjoitus- ja tekstitaitoihin liittyvén
tutkimuksen soveltamista suomalaiseen tutkimuskontekstiin
— koska alue on kehittyvé, tarvitaan paljon tutkimusta, johon
pohjautuen koulujen toimintaa ja opettajankoulutusta voidaan
kehittd.

Esittelen ensin suomenoppijoiden kielen seké luku-, kirjoi-
tus- ja tekstitaitojen oppimisen jérjestelyjd perusopetukseen
valmistavassa opetuksessa. Funktionaalisen kaksikielisyyden
tavoitteen kautta késittelen didinkielen ja toisen kielen mer-
kitystd oppimiselle. Tarkastelen /literacy-kasitteen maédritel-
mié sekd kisitteen asettamia vaatimuksia kielitaidolle seka lu-
ku-, kirjoitus- ja tekstitaidoille. Alkavan lukemaan ja kirjoit-
tamaan oppimisen tutkimusta tarkastelen ensin didinkieleen
perustuvien mallien valossa, minké jilkeen esittelen joitain
monikieliseen lukemaan oppimiseen liittyvid kansainvélisen
tutkimuksen tutkimussuuntauksia ja tuloksia. Lopuksi pyrin
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esittelemieni tutkimuskirjallisuuden nakdkulmien kautta poh-
timaan alussa esittdmidni kysymyksid sekd tekemédn joitain
johtopaitoksid koulun ja opettajankoulutuksen kehittymistar-
peista: mistd puhumme, kun puhumme suomenoppijoiden lu-
ku-, kirjoitus- ja tekstitaitojen oppimisesta, ja miten pystym-
me vastaamaan 2000-luvun globaalien, multimodaalisten ja
monikielisten tekstikdytdnteiden vaatimuksiin suomenoppi-
joiden opetuksessa.

Kielen oppimista valmistavassa opetuksessa

Suomeen muuttava esi- ja perusopetusikdinen lapsi aloittaa
usein koulutiensd valmistavassa opetuksessa. Opetussuunni-
telman mukaisesti valmistavan opetuksen painopisteitd ovat
erityisesti suomi tai ruotsi toisena kielena -opinnot sekd luku-
ja kirjoitustaidon vahvistaminen. Tilanne valmistavassa ope-
tuksessa on haasteellinen niin oppijalle, opettajalle kuin muul-
lekin kouluyhteisolle. Tavoitteena on antaa tarvittavat valmi-
udet perusopetukseen siirtymistd varten, ja oppiaineissa so-
velletaankin perusopetuksen opetussuunnitelmaa. Omakielis-
td opetusta ja tukea pyritddn antamaan mahdollisuuksien mu-
kaan, jotta oppilas voisi edistyd opinnoissaan ja kotoutumis-
prosessissaan suomen tai ruotsin kielen taidoista riippumatta.
(OPH 2009, OPH 2004). Vuonna 2008 perusopetukseen val-
mistavaa opetusta sai 1 663 oppilasta. 62:sta opetuksen jér-
jestdjéstd 4 oli ruotsinkielisid. (Omana didinkielend opetetut
kielet ja opetukseen osallistuneiden mdcdrdt vuonna 2008).
1.8.2009 jalkeen voimaan tulleiden opetussuunnitelman pe-
rusteiden mukaan valmistavaa opetusta annetaan 6—10-vuoti-
aille oppilaille vahintdén 900 tuntia ja titd vanhemmille va-
hintdén 1000 tuntia (OPH 2009:4) eli noin lukuvuoden verran.

Valmistava opetus on tarkoitettu lapsille ja nuorille, joiden
suomen tai ruotsin kielen taito ja / tai muut valmiudet eivét
riitd perusopetuksen ryhmaissé opiskeluun. Opintojen padpai-
no on toisen kielen opinnoissa. Oppilaalle laaditaan oma opin-
to-ohjelma hianen yksildllisten tarpeidensa mukaisesti, ja hén
opiskelee kaikkia perusopetuksen oppiaineita henkilokohtais-
tetusti. Opetuksen siséllot tukevat arkitilanteista selviytymista
ja kotoutumista sekid edistivét opiskelijaidentiteetin kehitty-
mistd. Valmistavasta opetuksesta oppilas siirtyy yleisopetuk-
seen pikku hiljaa yleensi taito- ja taideaineiden kautta. Op-
pilas on valmis siirtymédén yleisopetukseen, kun hénen kieli-
taitonsa vastaa eurooppalaisen viitekehyksen perustason kie-
lenkayttdjin taitoja (A1.3—-A2.1). (OPH 2009, Euroopan Neu-
vosto 2003). Toiminnallisen kaksikielisyyden kehittymiseksi
myo0s valmistavan opetuksen aikana on mahdollista osallistua
oman #idinkielen opetukseen. Aidinkielen opiskelun on tar-
koitus edistdd oppimistaitoja sekd vahvistaa kulttuurista iden-
titeettid ja aktiivista osallisuutta kahdessa kulttuurissa. (OPH
2009:6, Korpela 2005:29).

Oppilaiden taustat valmistavassa opetuksessa ovat moni-
naisia. Oppilas voi saapua Suomeen minka ikdisend hyvén-
sd. Perheilld voi olla monia syitd muuttaa Suomeen. Valmista-
va opetus onkin osa kotoutumisprosessia, ja lapsen tai nuoren
kasvua yhteison tdysivaltaiseksi jdseneksi pyritddn tukemaan
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taysipainoisesti. (Korpela 2005:26-30). Opiskelun ja hyvin-
voinnin tukeen kiinnitetddn erityistd huomiota: kodin ja kou-
lun yhteistyd on keskeisessé asemassa, jotta oppija saa tukea
kasvulleen ja jotta perhe oppii suomalaisesta koulujarjestel-
maésti. Oppilashuolto turvaa oppilaan hyvén psyykkisen, fyy-
sisen ja sosiaalisen jaksamisen ylldpitdmisen. Oppilaanohja-
uksen asema on tdrked niin oppimisvalmiuksien kehittymi-
seksi kuin eldméansuunnittelun ja jatko-opintojenkin edisty-
miseksi. (OPH 2009). Perusopetusasetuksessa (1998/10 §, 14
§) sdddetdén, ettd oppilaan arviointi toteutuu perusopetukseen
valmistavan opetuksen opetussuunnitelman mukaisesti.

Kielen oppiminen on yksilllinen prosessi, ja valmistavan
opetuksen suomenopintojen tavoitteet ja toteutus suunnitel-
laan aina oppijan omista 1&htdkohdista. Suomi toisena kiele-
nd -opetuksen tavoitteena on toiminnallinen eli funktionaali-
nen kaksikielisyys, milld tarkoitetaan oppijan didinkielen ke-
hityksen tukemista toisen kielen opetuksen rinnalla (OPH
2004:96-98, Dufva ym. 2009:36-37). Kielitaidon osa-alueik-
si médritellddn puhumisen ja puheen ymmartdmisen rinnalla
kirjoittaminen ja luetun ymmaértdminen (Euroopan Neuvosto
2003). Luku-, kirjoitus- ja tekstitaitojen omaksuminen onkin
tiiviisti sidoksissa kielen oppimiseen, mitd kisittelen seuraa-
vassa luvussa.

Lukemaan ja Rirjoittamaan oppiminen
valmistavassa opetuksessa

Valmistavan opetuksen opetussuunnitelman perusteissa yk-
si korostettava painopiste on lukemaan ja kirjoittamaan oppi-
misessa (OPH 2009:6). Koska valmistavaan opetukseen osal-
listuu esi- ja perusopetusikdisid lapsia ja nuoria monenlaisis-
ta taustoista, oppimisen edellytykset ovat hyvin vaihtelevia.
Vuosiluokkien 0-6 ryhméssé alkavia luku-, kirjoitus- ja teks-
titaitoja voivat samaan aikaan harjoitella 6-vuotias, aiemmin
esiopetukseen osallistunut lapsi ja 11-vuotias vasta maahan
muuttanut varhaisnuori. Vuosiluokkien 7-9 ryhmaéssé alkavaa
luku- ja kirjoitustaitoa voi harjoitella jo ldhelld oppivelvolli-
suusidn tdyttymisti oleva nuori. Opetuksen toteutuksen ja op-
pimisen ohjaamisen kannalta tilanteet ovat erittdin yksilollisia
ja edellyttivét opettajalta hyvin monipuolista osaamista.

Jos oppilas ei osaa lukea ja kirjoittaa Suomeen saapues-
saan tai jos hinen luku- ja kirjoitustaitonsa on heikko, néitd
taitoja painotetaan hinen henkildkohtaisessa oppimissuunni-
telmassaan. Taitojen oppimiseen my0s varataan riittavasti ai-
kaa, ja yleisopetukseen siirtymisen aikataulu laaditaan huolel-
lisesti. Tarvittaessa oppilas voi jatkaa valmistavassa opetuk-
sessa pidempédn tai hédnelle turvataan muutoin riittdvat tuki-
toimet. Oman &idinkielen opintojen avulla voidaan vahvistaa
opiskelutaitoja ja kulttuurista identiteettia (OPH 2009:6). Kéy-
tannossd erityisesti yldkouluidssd saapuvat nuoret ovat usein
todella haastavassa asemassa. Peruskoulun jilkeiseen nivelvai-
heeseen tarvitaan erityisid jarjestelyji ja tukitoimia, jotta nuo-
ret eivét jisi koulutusjirjestelmén ulkopuolelle ja joutuisi syr-
jdytymisvaaraan. Opetushallituksen selvityksen (Kuusela ym.
2008:185) mukaan maahanmuuttajataustaiset jadvat selvis-
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ti kantavdestod useammin toisen asteen koulutuksen ulkopuo-
lelle, vaikka ammatillisessa koulutuksessa heitd jatkaakin sa-
man verran. Sarsaman ja Nissildn valmistavaa opetusta koske-
van selvityksen (Sarsama & Nissild 2008:8-9) mukaan maa-
hanmuuttajataustaisten oppilaiden koulutusta jérjestdvit kun-
nat ovat erityisesti huolissaan perusopetuksen loppuvaiheessa
Suomeen muuttavien nuorten oppimisesta ja opinnoissa etene-
misestd. Osalla nuorista ei ole lainkaan koulutaustaa. Oppivel-
vollisuusidn loppumisen vuoksi nuoren hyvinkin alkanut kou-
lupolku saattaa keskeytyé, jolloin peruskoulun paittdtodistuk-
sen hankkiminen vaikeutuu. (Mts.). Perttula (2010:19-24) ku-
vaa luku- ja kirjoitustaidottomien nuorten koulutuksen jérjes-
tdmisen haasteita nostaen esille ohitetut oppimisen herkkyys-
kaudet, identiteettiin liittyvét muutospaineet sekd ldheisiin ja
luottamuksellisiin ihmissuhteisiin liittyvét tarpeet. Nuorten
joukossa on yksin maahan saapuneita turvapaikanhakijoita (ks.
esim. European Migration Network 2009), joiden erityistarpei-
siin vastaaminen koulutuksessa on suuri haaste.

Vaikka valmistavassa opetuksessa luku- ja kirjoitustaidot-
tomina opintonsa aloittavien nuorten tilanne on aivan erityi-
sen haasteellinen ja edellyttdd paljon kehittdimistoimenpitei-
td niin tutkimukseen, opetuksen jarjestdmiseen kuin opetta-
jankoulutukseenkin liittyen, tdmén katsauksen nédkokulma
keskittyy 2000-luvun uusien luku-, kirjoitus- ja tekstitaitojen
(new literacies) méidrittelyihin seké alkuopetuksen vaiheessa
toteutuvasta alkavan lukutaidon oppimisesta tehtyihin tutki-
muksiin. Saatavilla olevan tutkimuskirjallisuuden nakokul-
ma ei kuitenkaan sulje pois sitd merkittavad seikkaa, ettd yhta
lailla nuoruus- ja aikuisidssdkin maahan muuttavat tarvitsevat
monipuolisia, joustavia ja monimediaisia tekstien tulkitsemi-
sen taitoja. Pelkkd tekninen luku- ja kirjoitustaito ei yleensa
riitd sellaiseen yhteiskunnalliseen ja kulttuuriseen osallisuu-
teen, jota esimerkiksi koulutus, ty6eldma ja viestinten seuraa-
minen edellyttévét. Tarvitaan paljon tutkimusta ja koulutuk-
sen kehittdmistd, jotta kaikkien Suomessa asuvien oikeus kou-
lutukseen ja osallisuuteen saadaan turvattua.

Oppijoiden monikieliset toimintaymparistot

Kieli rakentaa sosiaalista maailmaa, jota subjektiivisesti tul-
kitsemme (Siljander 2002:207). Gee (1999:10) maédrittelee
kielen tarkoituksen kahtalaisesti: toisaalta kieli tukee sosiaa-
lista toimintaa ja toisaalta kulttuureihin, sosiaalisiin ryhmiin
ja instituutioihin kuulumista; kieli paikantaa toimijoita ja ja-
sentéd sosiaalisia suhteita (Fairclough 1995:10). Monikulttuu-
risuudesta puhuttaessa kielen merkitys on monin tavoin kes-
keinen, kun kielten viliset suhteet ja eri kielten monipuolinen
osaaminen madrittavdt osallisuutta ja toimintaedellytyksid yh-
teisoissd ja yhteiskunnassa.

Suomi on aktiivisen fennomanian ajoista tavattu mieltda
monokulttuuriseksi, vaikka kielellinen ja kulttuurinen diver-
siteetti onkin aina kuulunut suomalaisuuteen. Globalisaation
edetessd Suomessa puhutaan yha useampia didinkielid ja toi-
saalta englannin keskeisyys eri medioiden kielend lisdéntyy.
Monikielisyys ei rajoitukaan pelkéstdan maahanmuuttajataus-
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taisten tai kielellisten vihemmistdjen kdytanteisiin. (Luukka
ym. 2008:21). Koulujen luku-, kirjoitus- ja tekstikdytinteiden
kannalta muutokset yhteiskunnassa ja oppijoiden toimintaym-
paristdssé ovat suuri haaste: monenlaisista taustoista tulevil-
le, eri kielid puhuville lapsille pitéisi kehittyd yhdenvertaiset
mahdollisuudet osallisuuteen. Monimediaisuus ja viestinnin
multimodaalisuus haastavat koulun tekstikdyténteitd, kun op-
pijat kasvavat tietokoneiden ja ubiikkiteknologian kayttéjik-
si jo varhaislapsuudessaan. Muutokset asettavat kysymyksid
myos esi- ja alkuopetukselle: Millainen lukutaidon harjoittelu
motivoi lapsia? Miten koulun lukemaan oppimisen kayténteet
vastaavat lasten todellisuuden tarpeita? Tarkastelen tarkem-
min néitd kysymyksid mydhemmin tdssd katsauksessa (luvus-
sa Multiliteracies: luku-, kirjoitus- ja tekstitaitojen monimuo-
toisuus 2000-luvulla); aloitan pohtimalla didinkielta seka kak-
si- ja monikielisyytta.

Koulun monet didinkielet

Monikielinen lapsi kasvaa ympaéristdssd, jossa eri kielid kdy-
tetddn erilaisissa tilanteissa erilaisiin tarkoituksiin. Talla het-
kelld Suomessa puhutaan noin 150 eri didinkieltd (Dufva ym.
2009:36). Aidinkieltd pidetiin ajattelun, tunteiden ja identi-
teetin kielend (Nissild 2010b:79), ja aidinkielen hyvén hal-
linnan ndhdédan luovan edellytyksié toisen kielen oppimisel-
le ja muulle toisella kielelld tapahtuvalle oppimiselle (OPH
2009:7). Kielenkdyttdjan &didinkieltd ei kuitenkaan ole aina
helppo médrittdd. Monilla puhujilla on useita didinkielid, jol-
loin ympéristossé kdytettdva suomi saattaa olla kolmas tai nel-
jis oman ympiristdn kieli. Aidinkielen mérittimisessi voi-
daankin péétyd noudattamaan jérjestyskriteerin sijaan identi-
teettikriteerid (Latomaa 2007:38), jonka mukaan puhujan &i-
dinkieli tai didinkielid ovat ne, jotka hén itse kokee didinkie-
lekseen. Aidinkieli voidaan médrittdd taitokriteerilld sen mu-
kaan, mitéd kieltd henkild osaa parhaiten, tai méadrékriteeril-
14 eniten kédytetyn kielen perusteella (Nissilda 2010b:79). Toi-
saalta didinkielen virallinen méérittdminen on tarpeellista 14-
hinn4 tilastoinnin kannalta; Suomessa rekisterdiddan vain yk-
si didinkieli, miké ei tue myohdismodernin yhteiskunnan tai
monikielisen yksilon todellisuutta. Toisen sukupolven maa-
hanmuuttajilla eri kielet voivat myds sekoittua ja muodostaa
omia, hybridisid kielimuotoja. (Latomaa & Suni 2010:152,
158, 160). Monikielisen lapsen kielelliset kontekstit tuovat
koulujen kielelliset ja tekstuaaliset kéyténteet uudenlaiseen
valoon. Perustellusti voidaankin olettaa, ettd lapsen monikie-
linen ympéristd vaikuttaa oppimisprosessiin jo lukemaan op-
pimisen alkuvaiheessa.

Oppijoita tulee kouluun monenlaisista taustoista ja 18hto-
kohdista, ja kielellinen moninaisuus on haastanut koulut uu-
denlaisiin opetusjarjestelyihin. Perustuslain (Suomen perus-
tuslaki 1999/17 §) mukaan jokaisella Suomessa asuvalla on
oikeus omaan kieleen ja kulttuuriin. Maahanmuuttopoliittisis-
sa asiakirjoissa painotetaan oman &idinkielen ja kulttuurin yl-
lapitdmista: esimerkiksi Opetusministerion maahanmuuttopo-
liittisissa linjauksissa (OPM 2009:12—13) todetaan, ettd maa-
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hanmuuttajien oman didinkielen ja kulttuurin merkitys kotou-
tumiselle on tdrked. Aktiivisten toimenpiteiden avulla voisikin
olla mahdollista, ettd toisin kuin monissa perinteisissd maa-
hanmuuttomaissa, Suomessa maahanmuuttajien kieli ei vaih-
tuisi ympariston valtakieleen kolmen sukupolven aikana. (La-
tomaa & Suni 2010:151, 160-161). Tama kuitenkin edellyttda
eri didinkielten arvostusta seka eri kielten kehittymisen edisté-
mistd aktiivisesti my6s koulun arkikdytdnnoissa.

Perusopetuslain (1998/12 §) mukaan oppilaalle voidaan
opettaa didinkielend suomea, ruotsia tai saamea mutta huol-
tajan valinnan mukaan myds romanikielts, viittomakielté tai
muuta oppilaan didinkieltd. Vuonna 2008 kouluissa opetet-
tiin 55 muuta didinkieltd albaniasta viroon ja amharasta viet-
namiin (Perusopetukseen valmistavaan opetukseen osallis-
tuneet 2002-2008). Talla hetkelld perusopetuksessa maahan-
muuttajien oman didinkielen opetus on perusopetusta tdyden-
tdvdad opetusta, jota annetaan erillisen valtionavustuksen tur-
vin ja jonka suositus opetussuunnitelmaksi on perusopetuk-
sen opetussuunnitelman perusteiden liitteend (OPH 2004, Iko-
nen 2007:44). Perusopetukseen valmistavan opetuksen oppi-
laille erillistd valtionavustusta oman &didinkielen opetukseen ei
kuitenkaan voi hakea, mutta kunnan on mahdollista jarjestda
opetusta valmistavan opetuksen rahoituksella. Vaihtoehtoises-
ti valmistavan opetuksen oppilaat voivat mahdollisuuksien
mukaan osallistua samoihin ryhmiin perusopetuksen oppilai-
den kanssa oman &idinkielen tunneilla. (Ojutkangas 2010:81).
Youssef (2007:376) pohtiikin maahanmuuttajien oman &didin-
kielen opettajan ndkdkulmasta opetuksen kehittdmistarpeita:
jotta oppilaat hahmottaisivat oman didinkielensd yhta arvok-
kaana kuin ympériston valtakielen, opetussuunnitelman pi-
tdisi saada omat perusteet ja oppiméérin pitdisi saada viral-
linen asema koulussa. Myds kielikoulutuspoliittisen tydryh-
mén loppuraportissa (Haméldinen ym. 2007:112) suositetaan
oman didinkielen opetuksen nostamista oppijalédhtdisen kieli-
ohjelman 1dhtdkohdaksi: oppijoiden kotona kéytettavien kiel-
ten tunnustaminen osaksi suomalaisen koulun arkea tukisi op-
pilaiden osallisuuden kokemusta. Luku- ja kirjoitustaito omal-
la didinkielelld avaa mahdollisuuksia oman kieliyhteison kir-
jalliseen viestintdén osallistumiselle, median seuraamiselle ja
transnationaaliselle yhteydenpidolle ympéri maailman. Oman
didinkielen tukeminen lukemaan ja kirjoittamaan oppimisen
prosessissa on tirkedd, vaikka ensimmaéisend luettavana kie-
lend olisikin suomi tai ruotsi. Kouluyhteiséille olisi suuri etu,
jos maahanmuuttajien oman #idinkielen opettajat saataisiin
mukaan luku- ja kirjoitustaitojen oppimisen prosessiin. Tar-
kastelen tdméan katsauksen myohemmissd luvuissa (Alkavi-
en luku-, kirjoitus- ja tekstitaitojen oppimisesta, Nikokulmia
alkavien luku-, kirjoitus- ja tekstitaitojen oppimiseen kahdel-
la kielelld) lukemaan ja kirjoittamaan oppimista didinkielelld
ja toisella kielella.

Toiminnallisen kaksikielisyyden jaljilla

Jotta suomenoppijan alkavien luku-, kirjoitus- ja tekstitaito-
jen oppimista olisi mahdollista tarkastella osana kielenoppi-
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mista ja oppijan kielitaitoprofiilia, on syytd pohtia, mité toi-
sen kielen kasitteelld sekd kaksi- ja monikielisyydelld tarkoi-
tetaan. Perusopetuksen opetussuunnitelman perusteissa (OPH
2004:90) suomenoppijoiden oppimistavoitteeksi asetetaan
toiminnallisen kaksikielisyyden saavuttaminen: didinkieli ja
toinen kieli kehittyvét rinnakkain, tukevat toisiaan ja tekevit
mahdolliseksi funktionaalisen kielitaidon, jonka avulla kie-
lenkayttdja pystyy hyddyntdmaian kielenosaamistaan eri tilan-
teiden vaatimalla tavalla (ks. esim. Aalto ym. 2009:407). Toi-
sen kielen kisitteen maérittelemisté voi ldhestyd monella ta-
valla. Sajavaaran (1999:75) mukaan kaikkia ensikielen omak-
sumisen jélkeen opittavia kielid voidaan kutsua toisiksi kie-
liksi riippumatta ymparistosté, jossa oppiminen tapahtuu. Toi-
saalta toisella kielelld tarkoitetaan usein ympériston kaytta-
maéd kieltd, joka on muu kuin oppijan didinkieli. Talldin erote-
taan toisistaan toinen ja vieras kieli: vieras kieli opitaan muo-
dollisen opetuksen tuloksena kieliympariston ulkopuolella.
(Mts.). Lehtinen (2002:16—17) kisittelee toisen kielen méérit-
telemisen vaikeutta ja nostaa esille kaksikielisyyden lukuisat
yksilolliset tilanteet: esimerkiksi simultaani kaksikielisyys,
jolloin kaksi kieltd opitaan yhtd aikaa ennen kolmen vuoden
ikéd, on erilaista kuin myo6héinen kaksikielisyys, jolloin toi-
nen kieli on opittu lapsuuden jalkeen. Edwards (2003:55-56)
pitdé kaikkia thmisié kaksikielisind: hdn uskoo jokaisen hal-
litsevan véhintddn sanan tai pari muulla kuin &idinkielelldan.
Talloin huomio kiinnittyy kaksikielisyyden asteen médritti-
miseen: kaksikielisyyttd voidaan tarkastella jatkumona, jonka
toisessa padssd muulla kuin omalla didinkielelld osataan sanoa
c¢’est la vie, kun taas jatkumon toisessa padssd molempia kie-
lid hallitaan ldhes tiydellisesti (mts.). Yha globaalimmissa ja
transnationaalisemmissa sosiaalisissa verkostoissa on huomi-
onarvoista havainnoida monikielisid koodinvaihtoja.

Lasten 2000-luvun kielellisid toimintaympéristdjd tarkas-
teltaessa voidaan pohtia, onko englanti nykyisin lasten ja
nuorten eldméssé toisen kielen asemassa: sitd puhutaan ja kiy-
tetddn tivhaan verkkoympérist6issa ja medioissa, joissa perus-
kouluikdiset ovat jo varhain tottuneet suunnistamaan. Lapsen
isén didinkieli voi olla esimerkiksi Eteld-Sudanissa puhuttava
dinka ja &idin nuer, ja vanhemmat keskenédén puhuvat arabi-
aa. Koulussa ja kaveripiirissd lapsi oppii puhumaan suomea,
ja peleissd ja internetissd hdn kommunikoi englanniksi. Van-
hemmat ovat lisdksi voineet toivoa lapsen opiskelevan kou-
lussa vieraana kielend esimerkiksi ranskaa. Onkin kenties ris-
tiriitaista puhua suomesta lapsen toisena” kielend, vaikka sen
asema ympadriston kielend on keskeinen.

Suomenoppijoiden luku-, kirjoitus- ja tekstitaitojen oppi-
misen kannalta toisen kielen maiirittelytavalla on merkitys-
td, kun halutaan ymmartéd, millainen on lapsen kielitaitop-
rofiili ja kielenoppimishistoria. ’Suomenoppija’ nimitykseni
viittaa hyvin heterogeeniseen ryhméén: esimerkiksi didinkieli
tai -kielet, kulttuuri, koulutausta ja perheen maahan tulon syy
ovat jo ldhtokohtaisesti monenlaisia (Ikonen 2005:10); yksi-
16lliset muuttujat ja taustatekijét, kuten ikd, motivaatio, lah-
jakkuus, asenteet ja oppimisstrategiat moninaistavat oppija-
ryhméé edelleen (Sajavaara 1999:89-93). Suomessa synty-
neen toisen polven maahanmuuttajan kielelliset tarpeet ovat
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hyvin erilaisia kuin vasta maahan muuttaneella. Olisi kui-
tenkin tdrkedd pystyd tarttumaan tutkimuksellisesti erilais-
ten oppijoiden ldhtokohtiin, jotta opetusta ja oppimisen oh-
jausta voitaisiin suunnitella oppijaléhtdisesti. Niin kielelliset
kuin tekstitaidollisetkin kompetenssit vaikuttavat osallisuu-
teen yhteiskunnassa ja kulttuurissa. Pidempiaikaiset koke-
mukset muualla Euroopassa ovat esimerkiksi osoittaneet, et-
td toisen polven maahanmuuttajilla on erilaisia tarpeita kieli-
taidon ja koulutuksen suhteen kuin ensimmaéisen polven lap-
silla (ks. esim. Latomaa ja Suni 2010). Suomi toisena kielend
-opetuksen kannalta on hyvin keskeisti ldhted liikkeelle op-
pijoiden tarpeista ja yksilollisisté tilanteista. Koulun merkitys
kielellisen, kulttuurisen ja sosiaalisen padoman kerryttdmises-
sd on yhteiskunnallisesti keskeinen, ja on tirkedd kiinnittda
huomiota siithen, miten koulun kdytdnteet tekevat mahdolli-
siksi tasa-arvoiset jatko-opiskelumahdollisuudet ja yhteiskun-
nan jaseneksi kasvamisen (ks. Alitolppa-Niitamo 2004:58,64—
68, Reiman & Mustonen 2010:144, 152).

On todettu, ettd kaksikielisyys kasvattaa kielellistd péa-
omaa: siitd voi olla oppijalle etua. Se voi helpottaa muiden
kielten oppimista. On havaittu, ettd kaksikielisilld ajattelu voi
olla luovempaa ja joustavampaa kuin yksikielisilld. Kieleen
liittyvid oppimisvaikeuksia kaksi- ja monikielisilld on saman
verran kuin yksikielisilld; diagnosoiminen on kuitenkin haas-
teellisempaa, koska diagnosoinnissa kéytettévit testit on laa-
dittu suomea didinkielenéén puhuvien tarpeisiin. (Dufva ym.
2009:36). Esittelen myohemmin téssé katsauksessa (luvussa
Ndkékulmia alkavien luku-, kirjoitus- ja tekstitaitojen oppim-
iseen kahdella kielelld) tutkimuksia, joissa on tarkasteltu kak-
sikielisyyden vaikutusta lukemaan oppimiseen.

Kielen oppiminen on pitkédllinen prosessi, eikd noin vuo-
den mittainen valmistavan opetuksen jakso ole enempéé kuin
hyva alku. Cummins (1986:152-153) tarkastelee kielen osaa-
mista ja tekee jaon keskustelun kielitaitoon (basic interper-
sonal communication skills BICS) sekd akateemiseen kieli-
taitoon (cognitive/academic language proficiency CALP). Ja-
ottelun taustalla on pyrkimys tehdé nékyvaksi se, miten kog-
nitiivisesti haasteellisista tehtdvistd suoriutuminen voi edel-
lyttdd vuosien kielenoppimista; yhi usein péétellddn suo-
menoppijan puhekielen pintasujuvuudesta kielitaidon taso
huomattavasti todellista kielitaitoprofiilia edistyneemmak-
si. Akateemisen kielitaidon omaksuminen vie joidenkin ar-
vioiden mukaan viidestd seitsemdidn vuotta, kun keskuste-
lussa tarvittava kielitaito voidaan oppia kahdessa vuodessa
(Cummins 1996:62). Lukemaan ja kirjoittamaan oppiminen
on kognitiivisesti haasteellinen prosessi, joka edellyttdd mer-
kitysten tulkitsemista vield kirjoitetun tekstin dekoodaami-
sen jalkeen: suomenoppijan on tulkittava samanaikaisesti se-
ki Iukemaansa tekstid koodin tasolla ettd luetun merkitysta.
Kun kielitaito valmistavan opetuksen vaiheessa on usein vie-
14 alkavan peruskielitaidon tasolla, luku-, kirjoitus- ja teks-
titaitojen omaksuminen on suomenoppijalle moninkertaises-
ti haasteellinen tehtdvd. Cumminsin kuvaaman akateemisen
kielitaidon tason saavuttaminen vie vuosia. Miten siis ohjata
suomenoppijaa yhteen kietoutuneessa kielen ja lukemaan op-
pimisen prosessissa koko prosessin ajan? Miten tukea kielen
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oppimista funktionaalisesti niin, ettd lapsesta kehittyisi toi-
minnallisesti kaksikielinen? Valmistavan opetuksen ympéris-
tossd kielen osaaminen on alkavalla keskustelun kielitaidon
tasolla. Tdméa korostaa opetussuunnitelmien perusteissakin
(OPH 2009, OPH 2004) esille nostettavia painotuksia yhteis-
tyon ja opetuksen jatkumon kannalta. Yhteistyd valmistavan
ryhmén ja oppijan yleisopetuksen luokan vélilld on keskeis-
td, jotta kielen ja tekstitaitojen oppiminen tapahtuu turvalli-
sessa ja mielekkédssd ymparistossa ja rakentaa jatkumon. Li-
séksi yhteistydssd ovat mukana koulun suomi toisena kielend
-opettaja, erityisopettaja, eri aineiden opettajat ja muu henki-
l6kunta, kuten koulunkdyntiavustajat. Valmistava opetus oh-
jaa lasta oppimisprosessin alkuvaiheessa ja asettaa suuntavii-
voja kielenoppimisen sekd luku-, kirjoitus- ja tekstitaitojen
oppimisen seuraaviin vaiheisiin.

Suomenoppija Rielten ja kulttuurien
konteksteissa

Ihmisen didinkieli kehittyy koko eldmén ajan: sanasto tdyden-
tyy ja uudenlaiset viestintétilanteet vaativat uudenlaista kie-
lenkdyttod. Toisen kielen oppiminen on maailmassa samalla
tavalla inhimillistd kuin ensikielenkin omaksuminen: ihminen
oppii didinkielensd vuorovaikutuksessa muiden yhteison ji-
senten kanssa, ja siten my0s yhteison kulttuuri on kytkoksissa
opittavaan kieleen. Kulttuurin erottaminen kielestd on mahdo-
tonta. (Sajavaara 1999:73) Toisen kielen oppimisesta puhutta-
essa viitataankin usein niin kutsuttuun Sapirin ja Whorfin hy-
poteesiin, jonka mukaan kieli ja kulttuuri yhdistyvit toisiin-
sa ainutlaatuisella tavalla: jokainen maailman kieli hahmottaa
maailman yksilollisesti. Kieli ohjaa puhujan ajattelua, havain-
nointia ja oppimista. (Hakkinen 1998:67, Dufva 2002). Siten
uuden kielen oppiminen olisi aina myds uuden ajattelutavan ja
kulttuurin omaksumista. Niin ajatellen oppiessaan kieltd lu-
ku-, kirjoitus- ja tekstitaitojen rinnalla suomenoppija sosiaa-
listuu suomen kielen kielellisiin, kulttuurisiin ja tekstuaalisiin
kéaytanteisiin.

Sosiokulttuurisesti tarkasteltuna maahanmuuttajataustai-
nen suomenoppija on mielenkiintoisessa kontekstissa. Kou-
lussa ja kotona puhutaan eri kielid, ja my0s tekstuaalisissa
kéyténteissd voi olla merkittdvid eroja. Valmistavan ryhmén
kaytanteet poikkeavat niistd, joita oppija omaksuu omassa
yleisopetuksen luokassaan, johon hin on integroitumassa. Li-
séksi lapsi voi osallistua iltapdivékerhon toimintaan ja harras-
tuksiin sekd viettdd aikaa kavereidensa ja naapureidensa ko-
deissa. Sdhkdisten ympéristdjen kautta perheelld voi olla yh-
teys sukulaisiin ja ystdviin entisessd kotimaassa ja eri puolil-
la maailmaa. Kielell on intersubjektiivinen tehtéva: sen avul-
la saadaan aikaan sosiaalisia yhteyksié ja toimitaan vuorovai-
kutuksessa (Alanen 2002:210-211, 218). Eri konteksteissaan
oppija sosiaalistuu erilaisiin kielellisiin toimintakulttuurei-
hin, ja on mielenkiintoista pohtia, miten ndma kielelliset ym-
paristdt vaikuttavat luku-, kirjoitus- ja tekstitaitojen omaksu-
miseen. Kun seka kieli ettd lukeminen ndhddén sosiokulttuu-
risina konstruktioina, oppimista tutkittaessa voidaan kiinnit-
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tdd huomio myos yksilon kognitiivisia prosesseja laajemmal-
le. Tarkastelenkin seuraavaksi, millaisia ovat ne 2000-luvun
sosiaaliset luku-, kirjoitus- ja tekstitaidot, joiden oppiminen
valmistavassa opetuksessa kéynnistyy.

Literacy moniRielisessdi maailmassa

Suomessa luetaan paljon. Aleksis Kiven Seitsemén veljestd
pakenevat heille lukemista opettavaa lukkaria vuosiksi met-
sddn asumaan, kunnes lopulta lukutaidon hankittuaan veljek-
sistd tulee yhteisossddn hyviksyttyjé ja he voivat menné nai-
misiin. Korkeamiki (1996:16) tulkitsee veljesten lukemaan
oppimisen prosessia suomalaisen lukemisen symbolina: las-
ten odotetaan oppivan lukemaan viimeistddn koulun alka-
essa, ja hyvéd lukutaito on avain koulutukseen, sosiaaliseen
hyviksyntdédn ja yksildlliseen menestykseen. Lukeminen on
siis Suomessa erittdin arvostettua. 2000-luvun tekstiympéris-
tot ovat Kiven ajoista muuttuneet: aapinen on vain ensiluok-
kalaisen vilietappi elinikdisesséd ja eldminlaajuisessa luku-,
kirjoitus- ja tekstitaitojen oppimisen prosessissa. Koululai-
set viettdvat merkittdvén osan ajastaan sdhkdisten viestimi-
en parissa ja moninaisissa uusmedioissa. Tietotekniikan so-
vellukset ovat muuttaneet kirjoitetun ja puhutun kielen suh-
detta (Tarnanen, Junttila & Westinen 2009:176), ja muutto-
liikkeitten myota kaikki kommunikaatio on yhé ylirajaisem-
paa ja monikielisempdé sekd yhd useammin séhkoistd. Muu-
tokset asettavat lukemaan ja kirjoittamaan oppimiselle seka
yksilon tekstitaidoille aivan uudenlaisia vaatimuksia. Ndiden
muutosten keskelld ovat usein juuri suomenoppijat, joiden ar-
kitodellisuudessa monikielisyys ja eri medioiden avuin hel-
potettu transnationaalisuus voivat olla 14sné péivittdin. Olisi-
kin tarkedd, ettd kouluilla olisi valmiuksia vastata oppijoiden
arjen tarpeisiin.

Literacy-kasitteen kiyttd suomeksi on ndhddkseni hieman
ongelmallista. Suomalaisessa alan kirjallisuudessa on viime
aikoina puhuttu sosiaalisesta lukemisen tutkimuksesta (New
Literacy Studies) (Pitkdnen-Huhta 2000:122—-123). Vaara-
la (2009:25) toteaa suomenoppijoita késittelevassd vaitostut-
kimuksessaan, ettd literacy-kasitteen suomenkieliseksi vas-
tineeksi alkavat tutkimuksessa vakiintua “tekstitaidot”. Suo-
malaisessa tekstitaitojen tutkimuksen suuntauksessa ei erote-
ta selvisti toisistaan kirjallista ja suullista esitystd, vaan lu-
keminen ndhdéddn ihmisten vilisend sosiaalisena ja kulttuu-
risena toimintana (mts.). Lahtokohtana ovat tilanteet, joissa
tekstid tuotetaan tai kdytetdéin. Lukeminen on siis aina tilan-
teeseen sidottua sosiaalista toimintaa, joka tapahtuu yksiloa
ympérdivissd sosiaalisissa, kulttuurisissa ja institutionaali-
sissa konteksteissa. Lukeminen vaihtelee eri tilanteissa kon-
tekstien mukana. (Pitkdnen-Huhta 2000:122—123). *Luku- ja
kirjoitustaito’ mielletdéin yhé arkikielesséd tekniseksi taidok-
si, jota lapset harjoittelevat esi- ja alkuopetuksessa. Lerk-
kanen (2003:9) toteaa, ettd suomalaisissa kouluissa lukutai-
to ymmarretiddn yleisesti tdsmaélliseksi, sdantdihin perustu-
vaksi kyvyksi tunnistaa sanoja alfabeettisia strategioita kayt-
tden. “Taito” sindnséd on késitteend ongelmallinen, silld ky-
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seessd ovat pikemminkin kielen ja tekstien kanssa toimimi-
sen kéytinteet kuin taito tai kyky (ks. Vaarala 2009:24, Duf-
va ym. 2009:42-43). Kéytan luku-, kirjoitus- ja tekstitaitoja
yhdistettyné kasitteend siksi, ettd pidan térkeédnd ndhda alku-
opetuksen lukemaan ja kirjoittamaan oppimisen vaiheet osa-
na laajojen tekstitaitojen kehittymistd; toisaalta koska néko-
kulmani liittyy erityisesti alkavaan luku- ja kirjoitustaitoon,
pelkistd tekstitaidoista puhuminen voisi olla lukijan kannal-
ta himmentavaa.

Literacy sosiaalisena toimintana

Pohdin seuraavaksi, miten literacy-kisitettd voitaisiin nyky-
tilanteessa ldhestyd koulun ja opetuksen kehittdmistarpeiden
nakokulmasta siten, ettd suomenoppijoiden mukanaan tuomat
muutokset tulisivat huomioiduiksi. Esittelen ensin lahestymis-
tavan, jossa literacy niahddén sosiaalisena toimintana, minka
jélkeen kuvaan tdmin vuosituhannen asettamia lukemisen so-
siaalisia haasteita multiliteracies-kisitteen kautta. Jatkan ky-
symaélld, miten koulun alkavien luku-, kirjoitus- ja tekstitaito-
jen oppimisen kdytdnteet vastaavat lasten ja nuorten toimin-
taympériston muutoksiin.

Lankshear ja Knobel (2006:7) kuvaavat, miten vield pa-
rikymmenti vuotta sitten formaalin koulutuksen piirissa ké-
site /iteracy oli hyvin harvoin kiytetty. Sen sijaan puhuttiin
psykolingvistiikkaan perustuvasta lukemisesta (reading),
jolla viitattiin koululaisten johdattamiseen kirjoitetun kie-
len dekoodaamiseen ja sen ymmaértimiseen. Ennen 1970-lu-
kua literacy-termid kaytettiin 1ahinnd non-formaalin aikuis-
koulutuksen piirissd luku- ja kirjoitustaidottomista (illiter-
ate) puhuttaessa. Sen sijaan nykyisin Jiteracy on keskeinen
koulutuspolitiikan, opetussuunnitelmatyén ja koulun kay-
tanteiden késite. (Mts.) Sosiokulttuurinen ndkokulma /iter-
acy-kasitteeseen on tuonut uusia tulkintoja. Késite on van-
hastaan maéritelty selkeédrajaiseksi osaamiseksi tai kehityk-
sellisesti médrittyvaksi joukoksi taitoja, kontekstista ja tilan-
teesta riippumattomaksi ja ensisijaisesti kognitiiviseksi. So-
siokulttuurisesti ndhtyné /iteracy on sen sijaan paljon enem-
méin kuin luku- ja kirjoitustaito: siithen vaikuttavat sosiaali-
set, kulttuuriset, poliittiset ja taloudelliset tekijit, se muut-
tuu tilanteittain, ja se kytkeytyy monitahoisesti sosiaaliseen
vuorovaikutukseen. Literacyn tarkasteleminen sosiaalisena
toimintana on angloamerikkalainen tutkimussuuntaus, jo-
ka tunnetaan kansainvélisesti nimelld New Literacy Studies.
Lihestymistavan juuret ovat antropologiassa, etnografiassa
sekd sosiologiassa. (Hirsiaho ym. 2007:94, Street ja Lefs-
tein 2007:41, Pitkdnen-Huhta 2000:122—123, Garcia, Bart-
lett ja Kleifgen 2008:207). Suomalaisessa terminologiassa
kayttoon otettu tekstitaitojen kisite siirtdd samalla tavoin na-
kokulmaa psykolingvistiikasta sosiaaliseen suuntaan. Suo-
menoppijan oppimisprosessin kannalta sosiaalinen nakdkul-
ma tekee mahdolliseksi sosiokulttuurisen ympariston tar-
kastelemisen kognitiivisten prosessien rinnalla. Valmistavan
opetuksen oppilaan ldhiympériston muutokset ovat usein ol-
leet merkittivid, ja huomion kiinnittyminen oppijan koko-
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naistilanteeseen takaa laaja-alaisen ja kokonaisvaltaisen tu-
en oppijan yksilollisille tarpeille.

Bartonin ja Hamiltonin (1998:3) mukaan liferacy sijoittuu
tilaan ajattelun ja tekstin vélille ja on ensisijaisesti sosiaalis-
ta: kaiken inhimillisen toiminnan tavoin se syntyy ihmisten
vililla. Erilaiset liferacyt liittyvét elamén eri alueille tietyssa
kulttuurissa (mts.:9). Sosiaalista lukemisen tutkimusta ldhes-
tytddn kdytanteiden (practices) ja tapahtumien (events) kautta.
Kéytédnteet ovat kulttuurisidonnaisia tapoja kéyttda kirjoitet-
tua kieltd. ”[T]avallaan [ne] muodostavat sillan itse lukemisen
ja kirjoittamisen (tai tekstin) sekéd niiden sosiaalisten raken-
teiden vilille, joihin nimé& toiminnot ovat upotettuina ja joita
ne ovat osaltaan muovaamassa.” (Pitkdnen-Huhta 2000:123—
124). Bartonin ja Hamiltonin (1998:6) mukaan kéyténteiden
havainnoiminen on vaikeaa, koska niihin liittyy myds arvo-
ja, asenteita, tunteita ja sosiaalisia suhteita. Tapahtumat puo-
lestaan ovat toimintoja, joihin /iteracy liittyy. Usein kysees-
sé on kirjoitettu teksti, joka on toiminnan keskidssé. Tapahtu-
missa korostuu /iteracyn situationaalinen luonne: toiminnalla
on aina sosiaalinen kontekstinsa. Monet tapahtumat ovat sdén-
nollisid ja toistettuja toimintoja, joiden kautta tutkimuksessa
voidaan ldhted liikkeelle: hyvéna esimerkkind toimii koulu.
(Mts.:7-8) Tapahtumia on mahdollista havainnoida, silld ne
ovat tilanteita, jotka liittyvat kirjoitettuun tekstiin. “Tapahtu-
mat ovat tavallaan ikkunoita kiytanteisiin: yksittiisié tilantei-
ta tarkastelemalla voidaan 16yt erilaisia toistuvia toiminta-
malleja, jotka puolestaan kertovat vallitsevista kéyténteistd.”
(Pitkdnen-Huhta 2000:124).

Valmistavan opetuksen lukemaan ja kirjoittamaan opet-
tamisen kannalta koulun lukemisen tapahtumat ovat edellad
kuvatun kaltaisia ’ikkunoita’ lukemisen kayténteisiin. Aapi-
sen asema lukemaan oppimisessa on suomalaisessa koulus-
sa vahva. Luultavasti jokainen Suomessa lukemaan oppinut
lienee tutustunut aapiseen jossain koulunkdyntinsd alkupo-
lun vaiheessa. (Griinthal 2002:312). Perusopetukseen val-
mistavassa opetuksessa luku- ja kirjoitustaidon hankkimi-
nen ja kehittdminen ovat keskeisié tavoitteita, mutta valmis-
tavaan opetukseen tarkoitettuja oppi- ja tukimateriaaleja on
toistaiseksi niukasti (ks. esim. Jokinen ym. 2009). Oppima-
teriaaleja laadittaessa olisi kiinnitettdvd huomiota siihen, et-
td luku-, kirjoitus- ja tekstitaitojen harjoittelu kytkee oppi-
jat sosiaalisiin ja kulttuurisiin merkityksiin. Koulussa on tér-
kedd tiedostaa se, mitd ndma merkitykset ovat, seké pohtia,
miten niihin suhtaudutaan. Valmistavan opetuksen tekstikay-
tanteitd tutkimalla on mahdollista saada uusia nékdaloja sii-
hen, millaiseen kieleen ja kulttuuriin suomenoppija koulus-
sa sosiaalistuu.

Multiliteracies: luku-, Rirjoitus- ja
tekstitaitojen monimuotoisuus 2000-luvulla

Eldmén eri alueilla toimitaan ja ollaan ihmisind eri tavoin. Lu-
keminen ja kirjoittaminen eivit merkitse samaa online-kes-
kustelussa, koululuokassa, feministisessd lukupiirissé tai us-
konnollisessa seremoniassa: erilaisissa sosiaalisissa tilanteis-
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sa luetaan ja kirjoitetaan eri tavoin. (Lankshear & Knobel
2006:13, Barton ym. 2000:1). The New London Group nos-
ti 1990-luvun puolivélissé esille tarpeen laajentaa vallinnut-
ta literacy-késitysta seka siihen kytkeytynyttd pedagogiikkaa.
Tahén ryhmé nidki erityisend syynd yhteiskuntien jatkuvan
globalisoitumisen sekd niiden kulttuurisen ja kielellisen mo-
ninaistumisen. Globalisaation kautta mullistavan muutoksen
olivat aiheuttaneet myds monimuotoiset uudet kommunikaa-
tiokanavat ja mediat. (The New London Group 1996:1-2, Co-
pe & Kalantzis 2000:3) Nama muutokset muuttivat myos niité
tietdmiseen liittyvid vaatimuksia, joita oppijoihin kohdistuu:
huomattiin tarvittavan uusia kulttuurisia ja toimintaa ohjaavia
tietoja, jotta opitaan niité kielid, joiden avulla paéstd arjen uu-
denlaisiin tyon, vapaa-ajan ja kansalaistoiminnan kdyténtei-
siin (Lankshear & Knobel 2006:16). Uudenlaisten vaatimus-
ten mukana syntyi joukko uusia késitteitéd ja lukutaidon ihan-
teita kulttuurisesta kriittiseen lukutaitoon: sosiokulttuurises-
ta ndkokulmasta tarkasteltuna ndma /iteracy/t sisiltévit valta-
vasti tietoa (mts.:14—15). Multiliteracies-kasitteella halutaan-
kin korostaa sellaista merkitysten rakentumisen monimuotoi-
suutta, jossa tekstit liittyvat visuaalisuuteen, auditiivisuuteen,
tilaan, kéyttdytymiseen, medioihin, multimedioihin ja sédhkoi-
seen viestintdén. Uudet mediat uudistavat tapoja, joilla kiel-
ta kdytetddn. Multiliteracies viittaa my0s nykytodellisuuteen,
jossa paikallinen moninaisuus ja globaalit yhteydet ovat ldsna
yhté aikaa. Vuorovaikutuksessa ylitetdén jatkuvasti kulttuuri-
set, kielelliset, yhteisolliset ja kansalliset rajat. Monenlaisis-
sa alakulttuureissa hallitaan yhé laajemmin erityisalojen re-
kisterejé ja kielen situationaalisia variaatioita, mink& seurauk-
sena kielen oppimisen pohjimmainen merkitys on muuttunut.
(New London Group 1996:4.) Viidessétoista vuodessa New
London Groupin multiliteracies-kisitteelle asettamat vaati-
mukset ovat tulleet hyvin todellisiksi, vaikka niiden pedago-
ginen soveltaminen ei kenties ole edistynyt yhté nopeaa kuin
globaali murros itse.

Tarve monimuotoisille luku-, kirjoitus- ja tekstitaidoille on
ajankohtainen kaikkien oppijoiden kohdalla. Tietotekniikka
kaikkine sovelluksineen on muuttanut kirjoitetun ja puhutun
kielen suhdetta: esimerkiksi internetin keskustelupalstoilla ja
chateissd on nikyvisséd, miten kirjoitettu kieli monin paikoin
on ottanut puhutun kielen tehtévén (Tarnanen ym. 2009:176).
Kress ja Jewitt (2008:1-7) kuvaavat tekstitaitojen multimo-
daalisuutta eli tulkittavien tekstien muutosta kirjoituksesta
esimerkiksi kuviksi, katseiksi, eleiksi, litkkeiksi, musiikiksi,
puheeksi ja daniefekteiksi: merkityksen ymmartdmiseen ei rii-
td pelkka kieli. Maahanmuuttajataustaisten kohdalla uusmedi-
at ovat luoneet mahdollisuuksia uudenlaiseen yhteydenpitoon
sekd kulttuuriseen, kielelliseen ja sosiaaliseen transnationaa-
lisuuteen. Tulkintani mukaan on olennaista pohtia, miten mo-
nikulttuurinen koulu reagoi uudenlaisiin elinikdisen lukemaan
oppimisen vaatimuksiin. Ovatko koulun arjessa lasna sahkoi-
set uusmediat ja niiden tulkinta? Millaisia ovat ne ’tekstit’,
joita koulussa luetaan, tulkitaan, kiytetddn ja tuotetaan? En-
td millaiseen kielelliseen sosiaalistumiseen esimerkiksi aapi-
sen lukeminen johdattelee? Taustoiltaan monikieliset, moni-
kulttuuriset ja sdhkdisten medioiden kayttoon kasvaneet lap-
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set ja nuoret ovat usein mielenkiintoisella tavalla multilitera-
cies-ajattelun ytimessé: he saattavat eldd jokapdivdisessd ar-
jessaan 2000-luvun monimuotoisuutta ja vuorovaikutteisuut-
ta. Onkin mielenkiintoista kysyd, miten néité lasten ja nuorten
vahvuuksia voitaisiin hyodyntid opetuksen suunnittelussa ja
toteutuksessa sekd koulun kéyténteissé.

Pohdin seuraavaksi lukemaan oppimista ja alkavaa lukutai-
toa. Pidén keskeisend ndhdd myos lukemaan oppimisen alun
erilaisiin kielellisiin ja tekstuaalisiin kaytanteisiin sosiaalis-
tumisena (Pitkdnen-Huhta 2000:122—-123) seki pohtia, miten
suomenoppijan alkavat luku-, kirjoitus- ja tekstitaidot voidaan
sijoittaa sosiokulttuurisesti merkityksekkddseen kontekstiin.

Alkavien luku-, Rirjoitus- ja tekstitaitojen
oppimisesta

Lapsen didinkielen kehityksellé on térked merkitys, kun poh-
ditaan alkavaa lukemaan oppimista. Lukemaan oppimisel-
le on kolme perusedellytystd: suullisen kielitaidon hallin-
ta, tekstin symbolisten késitteiden ymmartdminen sekd kie-
lellinen tietoisuus (Bialystok 2007:45). Kielellisen kehityk-
sen myoti oppijalle kehittyy kielellinen tietoisuus, jonka osa-
alueita ovat fonologinen, morfologinen, pragmaattinen se-
kd semanttinen tietoisuus (Torneus 1991:12—13, Lerkkanen
2008:31-33). Yleensi lapsen omaksuessa luku- ja kirjoitus-
taitoa fonologisen tietoisuuden harjaannuttua riittdvasti han
oivaltaa, miten hénen hallitsemansa puhuttu kieli muuttuu
kirjoitetuksi ddnne-kirjainvastaavuutta dekoodaamalla (Tau-
be 1987:52-53, 56-57). August ym. (2006:352) toteavat, ettd
koska lukutaito rakentuu suullisen kielitaidon pohjalle, erot
lukemaan oppimisessa didinkielelld ja toisella kielelld ovat
sidoksissa vaihteluun suullisessa kielitaidossa. Lukemaan op-
piminen siis edellyttdéd runsaasti kielitaitoa ja tietoa kielestd.
On hyvin keskeistd pohtia, miten vasta alkavan kielitaidon
vaiheessa oleva lapsi voi oppia ensin lukemaan uudella kie-
lelld, jonka kielellisid piirteit tai sanastoa hén ei vield tunne.
Perusopetukseen valmistavassa opetuksessa oppijan lahtoti-
lanne on usein tima.

—  “Lasten lukemaan oppimisessa on suuri oivalluksen hetki,
kun he huomaavat, ettd teksti representoi merkityksia'” (Bia-
lystok 2007:50, kirjoittajan suomennos).

Bialystokin ylla oleva toteamus korostaa oivallusta, joka mah-
dollisesti syntyy, kun lapsi huomaa kirjain-dénnevastaavuu-
den, ensimmaisti kertaa havahtuu lukemansa merkitykseen ja
ratkaisee kirjoituksen koodin. Joskus havahtuminen on mul-
listava; ei kuitenkaan aina. Kirjoitetun kielen koodin ratkai-
seminen ei avaa luetun merkitysté, jos kyseessd on lukijalle
tdysin uusi tai vieras kieli. Perusopetukseen valmistavan ope-
tuksen lukemisen kéytinteissd lukemista harjoitellaan usein
didinkielenddn suomea puhuvien lasten aapisten kautta, kos-
ka suomenoppijoiden lukemaan ja kirjoittamaan opetteluun ei
vield ole juurikaan erityisid oppimateriaaleja. Erityisopetuk-
sen materiaaleista voi opetuksessa olla hy6tyd, mutta niissé-
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kadn ei huomioida kielenoppijan erityisid tarpeita. Aapisten
tavoitteena on didinkielisen lapsen sanavaraston monipuolis-
tuminen, ja ne sijoittuvat usein sadunomaiseen ympéristoon.
Lapselle, joka vasta tutustuu uuteen kieleen, aapisen kieli voi
olla vaikeasti hahmottuvaa. Miten siis taata luetun merkityk-
sen rakentuminen lukemisen kéyténteissa?

Alkavan luku- ja kirjoitustaidon kannalta suomen kieles-
sé on oppimista helpottavia puolia. Suomi on ortografialtaan
lapindkyva kieli: kullakin foneemilla on oma kirjainmerkkin-
séd. Siten kirjoitusjirjestelma on pitkalti foneeminmukainen.
Poikkeuksen muodostaa »-ddnne, jonka kirjoitusasu on nk tai
pitkikestoisena ng. Aéinteen kestovaihtelu merkitiéin suomes-
sa nékyville. (Hakulinen ym. 2004:41) Lukemaan oppimista
helpottaa se, ettd konsonanttiyhtymié ei juuri ole. Foneeme-
ja on suomessa suhteellisen vdhdn. Kuitenkin suomenkin lu-
kemisessa on haasteensa: suomi on morfologisesti komplek-
sista, ja sanat ovat pitkid johdosten ja yhdyssanojen vuoksi.
Suomenoppijalle haasteita syntyy pitkistd sanoista, kun sa-
nojen keskiniisié suhteita ilmaistaan synteettisesti paétteiden
ja liitteiden avulla. Liséksi sanavartalot vaihtelevat, sanoissa
on astevaihtelua, ja piitteillékin on eri variantteja. Adnteiden
kestovaihtelun hahmottuminen kestéd suomenoppijalla usein
pitkdén, jos vastaavaa ilmiotd ei ole oppijan omassa didin-
kielessd. (Arffman 2007:61-62, 65, Leino 1999:32-33, Aro
2004:15-16, Nissilda 2010a:70-71). Toisen kielen lukemaan
ja kirjoittamaan oppimisen nakokulmasta nostaisin itse esil-
le liséiksi suomen puhutun ja kirjoitetun kielen morfologiset
ja sanastolliset erot: jos lapselle ei ole suomeksi luettu eikd
hian muutoin ole tottunut yleiskieleen, kirjoitetussa kielessa
on hénelle paljon uutta opittavaa, vaihteleehan jo esimerkiksi
verbintaivutus puhutussa ja kirjoitetussa kielessd (vrt. esim.
yleiskielen me menemme, puhekielen me menndidn). Kirjoite-
tun suomen lapindkyvyyttd on pidetty my0s osittaisena seli-
tyksend menestymiselle OECD:n PISA-tutkimusten lukutai-
to-osiossa: esimerkiksi englantiin verrattuna suomea on help-
po oppia lukemaan. Kiinan logograafinen ja japanin syllabi-
nen ortografia ovat lapindkyvyydeltddn hyvin erilaisia. Aron
(2004:16) mukaan suomen kompleksinen morfologia aiheut-
taa kuitenkin sen, etti logograafisia sanan tunnistamisen stra-
tegioita on lukiessa vaikea kayttda (vrt. esim. Ehri 2005:168—
169).

Lerkkanen (2008:10 Linnakyldn 1990 mukaan) kuvaa esi-
ja alkuopetuksen luku- ja kirjoitustaitoa peruslukutaidon, toi-
mivan lukutaidon ja kriittisen lukutaidon kautta siten, ettd op-
pimisen alkuvaihe keskittyy lukutaidon perustekniikan op-
pimiseen, minké jilkeen painopiste siirtyy kohti toimivaa ja
kriittistd lukutaitoa sekd lukemalla oppimista ja lukijaksi si-
toutumista. Lukemaan opettamisen traditioissa mekaanisuus
ja teknisyys ndyttaytyvét kuitenkin usein merkittdvissa roolis-
sa: kirjain-ddnnevastaavuuden harjoittamiseen kiytetddn pal-
jon energiaa. Tahdn kannustavat helposti suomen lapindky-
vé ortografia ja helposti havaittava kirjain-dénnevastaavuus.
Korkeamiki (1996:16—17) nostaa esille, miten mekaanisiin
ddnne- ja tavuharjoituksiin yhi usein keskitytdin alaluokilla
jattden huomiotta kaikki se tietdmys ja ne péivittdiset lukemi-
sen ja kirjoittamisen kokemukset, joita lapsilla kouluun tul-

79

lessaan on. Lapselle voi jadda pitkdksikin aikaa epéselviksi,
mikd lukemisen tarkoitus on (mts.). Kun eri kulttuureissa lu-
kemisella ja kirjoittamisella voi olla hyvinkin erilaisia merki-
tyksid, lukemaan oppiminen toisella kielelld haastaa erityises-
ti toiminnan motivoimisen ja sen mielekkyyden takaamisen
(ks. esim. Anderson ja Gunderson 2001). Tekstien parissa toi-
mimisen tulisi alusta alkaen olla merkityksekésti: lukemiseen
liittyy aina merkityksen ymmértiminen. Lukemisen ensisijai-
nen tavoite on luetun ymmartdminen (Korkeamiki 1996:44)
— valmistavan opetuksen kontekstissa on aivan erityisesti pai-
notettava sité, ettd lukemisessa ja kirjoittamisessa kaytettavét
materiaalit ja tyOskentelytavat tukevat samanaikaisesti kie-
litaidon kehittymistd ja ettd suomenoppija kokee lukemisen
harjoittelun merkityksekkéand. Miten jérjestdé opetus niin, et-
td suomenoppijan on mahdollista ymmartdd lukemansa tekstit
ja ettd oppija tietdd koko ajan, ettd tekstit representoivat mer-
kityksid?

Lerkkanen (2003:11-12) toteaa, ettd lukemaan oppimis-
ta voidaan ldhestyd teoreettisesti kahdella tavalla. Toisaalta
kyseessd on visuaaliseen sanan hahmotukseen perustuva tai-
to; toisaalta lukija voi tulkita sanan kirjaintuntemuksen ja kir-
jain-dannevastaavuuden kautta dekoodaamalla. Aloitteleva lu-
kija voi hyddyntdd molempia strategioita. (Mts.) Ehrin mallis-
sa (Ehri 1991, Ehri ja McCormick 1998) lukemaan oppiminen
jaetaan viiteen vaiheeseen. Mallin perustana on sanojen luke-
minen, jotta tutkimuksesta saatava tieto olisi mahdollisimman
perusteellista. Esi-alfabeettisessa vaiheessa oppija alkaa osal-
listua kirjalliseen ympéristoonséd, omaksuu suullista kielitaitoa
sekd kiinnostuu kirjoitetusta kielesta ja alkaa tunnistaa kirjain-
ten muotoja ja kirjaimia. Tédssd vaiheessa lukijan huomio kiin-
nittyy tekstin ympéristoon seka sanojen arvailuun ja muistami-
seen kontekstin avulla. Osittais-alfabeettisessa vaiheessa lukija
osaa tunnistaa joitain kirjain-d8nnevastaavuuksia sanoja hah-
mottaessaan. Alfabeettisessa vaiheessa lukemisen perustana on
dekoodaus eli kirjain-ddnnevastaavuuden kaytto, jolloin lukija
pystyy lukemaan ennestddn tuntemattomia sanoja ja tarinoita.
Dekoodaus on ensin hidasta mutta muuttuu pian sujuvammak-
si. Lapsi siirtyykin vahvistumisen vaiheeseen, jossa hdn hah-
mottaa sanojen osia, tavuja ja kokonaisia sanahahmoja. Téllin
visuaalinen hahmottuminen kehittyy ja sanojen tunnistaminen
alkaa muuttua automaattiseksi. Automatisoitumisen vaiheessa
lukutaito on sujuvaa, ja lukija osaa kéyttia joustavasti lukemi-
sen strategioitaan. (Ehri 1991, Ehri & McCormick 1998, Lerk-
kanen 2003:13, Lerkkanen 2008:12). Ehrin malli perustuu lu-
kutaidon omaksumiseen englanniksi didinkielelld, ja sithen vii-
tataan taajasti my0s kaksikielisten lukemaan oppimista késit-
televdssd tutkimuskirjallisuudessa. En kuitenkaan ole 16ytényt
tutkimuksia, joissa vaihemallin toteutumista olisi tutkittu kak-
si- tai monikielisilla lapsilla tai kielenoppijoilla.

Lapsen ympdristolld ja sosiokulttuurisella kontekstilla on
tarked rooli luku-, kirjoitus- ja tekstitaitojen oppimisessa: jo
varhaislapsuudessa, perheessd ja muiden tirkeiden ihmisten
kanssa saatavat kokemukset johdattavat lapsen alkavaa polkua
lukijana. Korkeamaiki (1996:41-44) tarkastelee Ehrin vaihe-
mallia sukeutuvan lukutaidon (emergent literacy) nakdkulmia
hy6dyntéen ja huomauttaa, ettd lapset kiinnittdvat huomionsa
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myds sanojen ymparistoon ja kontekstiin; Ehrin sanamallissa
kielellisesti rikkaan ympariston merkitys lukemaan oppimisel-
le jaa nakymattoméksi. Sukeutuvan lukutaidon mallissa keski-
tytddn lukemaan oppimisen prosessiin sekd ympériston vaiku-
tukseen lukemaan oppimiselle: oppiminen ndhdéén luonnolli-
sena prosessina materiaalien, toimintojen ja tirkeiden ihmis-
ten ldsnd ollessa. Lukeminen ei ole "kaikki-tai-ei-mitdén’ -tai-
to, vaan tarkeitd ovat lasten aiemmat kokemukset puhutusta ja
kirjoitetusta kielestd. Korkeamaki (mts.) viittaa Cochran-Smit-
hiin (1985:30) ja toteaa, ettd aikaiset lukukokemukset tekstei-
hin liittyvine keskusteluineen perheessa ja aikuisten kanssa ra-
kentavat lukutaidon pohjan, johon mekaaniset dekoodaustai-
dot mydhemmin tulevat liséksi. Siten lukemisen merkityksel-
lisyys on kauttaaltaan ldsni koko oppimisprosessissa, ja luke-
maan oppiminen on osallisuuteen kasvua. Myds sukeutuvassa
lukutaidossa nahdéin kehittyva fonologinen tietoisuus lukemi-
sen oivaltamisen edellytyksend (Sulzby & Teale 1991).
Yhdysvaltalaisessa tutkimuksessa on nostettu esille, et-
td monet maahanmuuttajataustaiset perheet suhtautuvat luke-
maan oppimiseen toisin kuin pohjoisamerikkalaiset opettajat
ja tutkijat. Sukeutuvan lukutaidon ldhestymistapaa onkin kri-
tisoitu etnosentrisyydestd ja keskiluokkaisuudesta: vanhem-
mat ja perheet toimivat aina omissa kulttuureissaan (Ander-
son & Gunderson 2001). Lanza (2008:45) painottaa perheen
tarkeytté sosiolingvistisend ympéristona erityisesti tilanteessa,
jossa kaksikielisen perheen vihemmistdkielelld ei ole yhtei-
son tukea. Koska sukeutuvan lukutaidon kehittyminen edel-
lyttda perheen tukea, valmistavassa opetuksessa ja esi- ja al-
kuopetuksessa olisikin tdrke&dd ottaa huomioon myos sellaisia
perheiti, jotka tarvitsevat tukea lukemisen kaytanteissd ja kai-
paavat kannustusta eri kielten kéyttoon kotona. Perheen tuke-
minen on samalla lapsen lukemaan oppimisen tukemista.

Ndkokulmia alkavien luku-, Rirjoitus- ja
tekstitaitojen oppimiseen kahdella kielelld

Suomalaista kuten myos pohjoismaista tutkimuskirjallisuutta
kielenoppijoiden luku-, kirjoitus- ja tekstitaidoista ja etenkin
alkavasta lukutaidosta on toistaiseksi melko niukasti, ja tutki-
musalue on uudehko. Alkavaa lukutaitoa toisella kielelld on
tutkittu erityisesti englantia toisena kielendin oppivien koh-
dalla. Esittelen seuraavassa joitain sekd psykolingvistiseen lu-
kemisen tutkimukseen ettéd sosiokulttuuriseen lukemisen kay-
tanteiden tutkimukseen liittyviad kaksikielisten lukemisen tut-
kimuksia, joiden kautta pyrin pohtimaan sellaisia vélineita ja
nikodkulmia, joiden avulla myds suomenoppijoiden alkavia
luku-, kirjoitus- ja tekstitaitoja voitaisiin tarkastella jatkossa.
Millainen vaikutus kaksikielisyydelld on alkavien luku-,
kirjoitus- ja tekstitaitojen oppimiseen? Bialystok (2007:45) to-
teaa alan kirjallisuuskatsauksessaan, etté tutkittaessa englantia
toisena kielendén puhuvien lukemaan oppimista tutkimuksessa
jad usein erottamatta varsinainen kaksikielisyyden vaikutus lu-
kutaidon omaksumiseen. Lukemaan oppimiselle on kolme pe-
rusedellytysti: suullisen kielitaidon hallinta, tekstin symbolis-
ten késitteiden ymmaértdminen seka kielellinen tietoisuus. Kak-
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sikielisten kohdalla kunkin kolmen taidon vaikutus nayttaé ole-
van erilainen. Téstd Bialystok péittelee, ettd lukutaidon kehit-
tymisessé kaksikielisyys selvisti vaikuttaa oppimiseen. Ei kui-
tenkaan ole yksiselitteistd, millainen kaksikielisyyden vaiku-
tus on. Aihepiirin tutkimuksen Bialystok jakaa kolmeen kate-
goriaan: a) kaksikielisten lasten lukemaan oppiminen heikolla
kielelld, b) yksikielisten lasten lukemaan oppiminen eri kielilld
ja ¢) toisen kielen sujuvan lukemisen kognitiiviset ja kielelli-
set osatekijét. (Mts.:45-50) Tassé tutkimustraditiossa lahesty-
mistavat ovat pitkélti psykolingvistisid. Bialystok (2001:152—
153) kuitenkin myds nostaa esille kaksikielisen lapsen luke-
maan oppimisen kontekstit: usein oppiminen esimerkiksi kie-
likylpyopetuksessa tapahtuu kahdella kielelld yhti aikaa toisen
kielen ollessa valtakieli ja toisen oppijan didinkieli. Télldinkin
lukemaan oppimisen kognitiiviset vaatimukset kuitenkin ovat
olemassa ja méadrittdvét oppimisprosessia (mts.).

Toisessa tutkimuksessaan Bialystok ym. (2005:57-59) tote-
aa neljén eri kieliryhmén lukemaan oppimista vertaamalla, ettd
kaksikielisyydelld on kahdenlainen vaikutus alkavan lukutai-
don omaksumiseen. Kahdella kielelld lukemaan opettelevalle
lapselle kehittyy hyvi yleinen ymmaérrys lukemisesta ja luke-
misen pohjautumisesta tekstin symboliseen jarjestelmdan. Li-
siksi kahdella kielelld lukevan on mahdollista siirtd lukemisen
periaatteita kielesti toiseen. Tutkimustulosten perusteella kak-
sikielisyyden vaikutus lukemaan oppimiselle oli kauttaaltaan
positiivinen tai neutraali: eniten haasteita lukemaan oppimisel-
le asettivat kiinan ja englannin ortografiset erot, mutta tuolloin-
kaan vaikutus ei ollut negatiivinen. Kahdella kielelld lukemi-
nen siis hyodytti oppijoiden prosessin etenemisté. (Mts.). Sie-
gel (2002) esittelee katsauksessaan kaksikielisten lasten ja ai-
kuisten lukemaan oppimisesta tehtyd tutkimusta fonologisen
prosessoinnin, fonologisen tietoisuuden, oikeinkirjoituksen,
syntaktisen tietoisuuden, tydmuistin, ortografisen tietoisuuden
sekd kieltenvilisen vaikutuksen kautta. Fonologinen tietoisuus
siirtyy yleensi kielestd toiseen ja ennakoi lukemaan oppimis-
ta positiivisesti; tutkimustulokset ovat kuitenkin osittain risti-
riitaisia englannin ollessa toisena kielend (mts.:290-292). Sie-
gelin mukaan lukemaan oppimisessa kieltenvélisestd vaikutuk-
sesta (transfer) voi olla hyotyé, jos kieli on ortografisesti eng-
lantia sd&dnnonmukaisempaa (mts.:300). Suomen kielen kan-
nalta tdmd tutkimustulos voi olla lupaava, onhan suomen or-
tografia ldpindkyvaa, kuten edelld (luvussa Alkavien luku-, kir-
Jjoitus- ja tekstitaitojen oppimisesta) on kuvattu.

Néama tulokset lukemaan oppimisen kaksikielisestd myon-
teisestd kehittymisestd tukevat perusopetukseen valmistavan
opetuksen pyrkimysté tukea samanaikaisesti suomen tai ruot-
sin kielen ja oppijan oman didinkielen oppimista kohti toi-
minnallista kaksikielisyyttd. Olisi hienoa, jos oman &didinkie-
len opettajat voisivat olla mukana myds lukemaan ja kirjoit-
tamaan oppimisessa, jotta kieltenvélisestd vaikutuksesta voi-
taisiin hyOtyé ja oppijoiden vahvuudet saataisiin koulun arjes-
sa kayttoon.

Kodin kieli ja lukemisen kéyténteet nakyvit myos koulussa
oppijan arjessa. Tutkiessaan espanjaa didinkielendén puhuvien
lasten luku- ja tekstitaitojen kehittymistd espanjan ja englannin
kielessd August ym. (2006) havaitsivat, ettd didinkielen ja toi-
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sen kielen lukutaidolla on yhteys; pelkka &didinkielen suullinen
taito ei kuitenkaan riitd, vaan oppijalla on oltava riittavat luku-
ja tekstitaidot didinkielesséén, jotta yhteys tulee esille. Toisen
kielen sanaston havaittiin keskeisesti ennustavan luetun ym-
mértdmistd toisella kielelld; tulos vastaa yksikielisten oppijoi-
den luetun ymmartamisesté ja sanaston laajuudesta saatuja tu-
loksia. Opetuskielelld havaittiin merkittavyyttd lukemaan op-
pimiselle siten, ettd espanja opetuskielend tuki espanjan luke-
mista ja kaksikielisessd opetuksessa saavutettiin yhtd hyvit tu-
lokset molemmissa kielissd. Ollakseen hyvié lukijoita englan-
nin kielessé oppijat tarvitsivat kielessa opetusta. Kodin teksti-
kéaytinteilld (home literacy) ja kielelliselld ymparistolla oli vai-
kutusta erityisesti didinkielen taidon ja sanaston kehittymiseen:
tulosten mukaan oli olennaista, ettd lapset saivat varhaista ope-
tusta espanjassa ja ettéd kielen kéyttda tuettiin kotona. Muutoin
espanjan didinkielinen taito saattoi kérsid englanninkielisen
ympariston vaikutuksesta. (Mts.:362-363)

Omassa katsauksessaan kaksikielisten lukemaan oppimi-
sen kysymyksistd Garcia (2000:819—821) nostaa opetuksen
nékokulmasta esille perheen tekstikdytanteet (family literacy)
sekd didinkielen ja toisen kielen lukemaan opettamisen. Lu-
kemisen kulttuuriset erot nousevat hénenkin katsauksessaan
esille sukeutuvan lukutaidon yhteydessa: kun perheiden 1aht6-
kohdat otettiin opetuksessa huomioon, lukutaito didinkielelld
kehittyi huomattavasti (mts.). Perheen vaikutus lukutaidon ke-
hittymiseen néyttiédkin tutkimusten perusteella vahvalta. Gol-
denberg ym. (2008:105-109) toteavat, ettd perheet osallistu-
vat usein mielellddn lasten lukemaan oppimiseen ja sen tu-
kemiseen. Tutkimusten mukaan yhteys perheen lukukaytin-
teiden ja oppimistulosten vililld on myonteinen: jos perhe on
mukana tukemassa lapsen lukemaan oppimista ja perheen tu-
ki otetaan koulussakin huomioon, tulokset paranevat. Kirjoit-
tajat paattelevét katsauksessaan useiden tutkimusten pohjal-
ta, ettd myds oppijoille kulttuurisesti merkityksekkait opetus-
suunnitelmat ja lukemisen materiaalit edistdvét jonkin verran
lukutaidon kehittymistd. Suurin vaikutus on kuitenkin tekstin
kielella: tutulla kielelld lukeminen johtaa selkedsti parempaan
lukutaidon kehittymiseen (mts.). Suomalaiselle koululle ja pe-
rusopetukseen valmistavalle opetukselle ndiden tulosten aset-
tamat haasteet liittyvit kodin ja koulun yhteistyon kehittdmi-
seen, materiaalien ja opetussuunnitelmien muovaamiseen mo-
nikulttuurisia ja monikielisid 1ahtékohtia hyddyntédviksi seka
oppijoiden oman didinkielen ja didinkielisten tekstien mukaan
ottamiseen koulun arjessa.

Edellé kuvattujen katsausten tutkimukset on toteutettu paa-
asiallisesti englanninkielisissd maissa, joissa monikielisyyden
historia on hyvin erilaista kuin Pohjoismaissa. Ruotsin kon-
tekstin voidaan ajatella vastaavan paremmin suomenoppijoi-
den olosuhteita Suomessa. Fredriksson (2002) selvitti vaitos-
tutkimuksessaan laajaan tutkimusaineistoon perustuen maa-
hanmuuttajataustaisten oppijoiden lukemisen taitoja Tukhol-
massa. Aineistoa tuotettiin kansainvéliseen IEA Reading Lite-
racy -tutkimukseen laaditun testauksen avulla kolmas- ja kah-
deksasluokkalaisilta oppijoilta. Sanojen tunnistamisen ja lue-
tun ymmaértdmisen testien liséksi oppijoille, opettajille ja per-
heille tehtiin kyselyitd ja haastatteluja lukutottumuksiin liit-
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tyen. Ruotsin kielen lisdksi tutkittiin oppijoiden oman &idin-
kielen lukemisen taitoja. Tulosten mukaan maahanmuuttaja-
taustaisten oppijoiden lukutaito oli kauttaaltaan kantaviestoa
heikompaa. Tilastollisesti selkeitd eroja oli maahanmuuttaja-
taustaisten ja ruotsinkielisten perheiden lukemisen kaytanteis-
sd kotona olevien kirjojen ja lehtien maérissd, mutta kaikis-
sa kaytinteissd erot eivit kuitenkaan olleet selvid. Maahan-
muuttajataustaiset oppijat suhtautuivat kouluun myoénteisem-
min kuin ruotsalaista syntyperda olevat, maahanmuuttajataus-
taiset kdvivit kirjastossa ruotsalaisia enemmaén, mutta kirjojen
lukemisessa ei ryhmien vélilld ollut eroja. Erot maahanmuut-
tajataustaisten vililld olivat kielikohtaisia siten, ettid ldhelld
ruotsia olevat kielet, kulttuurit ja kirjoitusjarjestelmét ennusti-
vat parempaa lukutaitoa. Mielenkiintoinen tulos oli my®s, et-
td oman didinkielen opetuksen saamisen ja testitulosten vélil-
14 ei ndkynyt selvid yhteyksid. Tatd tulkittiin niin, ettd eniten
kielellistd tukea tarvinneet olivat osallistuneet oman &didinkie-
len opetukseen ja saaneet sitd kautta tukea lukutaidon kehitty-
misessd, kun taas monikieliset oppijat, joiden vahvin kieli oli
ruotsi, eivét osallistuneet didinkielen opetukseen (mts.:214,
Fredriksson ym. 2009:29-31). Laajasta tutkimuksesta voi-
daan péditelld, miten monet muuttujat vaikuttavat monikieli-
sen lapsen luku-, kirjoitus- ja tekstitaitojen kehittymiseen sekd
miten yksil6llisid ja kieli- ja kulttuurisidonnaisia oppimispro-
sessit ovat. Ndiden muuttujien huomioon ottaminen suomalai-
sessa tutkimus- ja opetuskontekstissa on tirkeéa.

Suomessa suomenoppijoiden lukemaan oppimista on tut-
kittu toistaiseksi vahan. Tuija Lehtinen (2002) on véitdstutki-
muksessaan tarkastellut lukemaan ja kirjoittamaan oppimista
yhtend osana maahanmuuttajataustaisten lasten suomen kie-
len oppimista ja kaksikielisyyden kehittymistd ensimmaéisen
kouluvuoden aikana. Tulosten valossa suomen kirjain-aén-
nevastaavuus tuki mekaanista lukemaan oppimista, ja lapset
omaksuivat teknisen lukutaidon ensimmdisen luokan aika-
na. Tasoerot lasten vélilld my0s tasoittuivat vuoden mittaan.
Ongelmia olikin ymmaértdviassa ja tiedon hankintaan suuntaa-
vassa lukemisessa, joskin kertomuksen merkityksen ymmar-
tdminen ja kontekstin hyodyntdminen merkityksen péattelys-
séd auttoivat lapsia. (Mts.) Dufvan (2004) viitostutkimuksen
kohteena on suomalaislasten englannin kielen lukemaan op-
piminen alakoulussa. Télldin lukemaan oppiva on jo luku- ja
kirjoitustaitoinen omalla didinkielellddn. Dufva tarkastelee-
kin erityisesti lukemaan oppimisen kieltenvilistd vaikutusta.
Vaarala (2009) tutkii véitoksessddn edistyneiden suomenop-
pijoiden kaunokirjallisuuden lukuprosessia sekéd heidén kéy-
maénsa keskustelua nykynovellista. Lukemiseen liittyvien tu-
losten mukaan nuoret aikuiset suomenoppijat kiinnittavat lu-
kiessaan huomiota sanastoon, metaforiin, kieleen ja kieliku-
viin; tekstien merkityksié ja tulkintoja rakennetaan vuorovai-
kutuksessa; lisdksi lukiessa rakennetaan asiantuntijuutta sana-
kirjaa kayttdmalld, kontekstiin ja koulutietoon vetoamalla se-
ki arvaamalla. Lukeminen ja luetun tulkitseminen ovat emo-
tionaalisia prosesseja, joissa tunteilla on tarked merkitys. Vaa-
rala tulkitsee kaunokirjallisuuden lukemiseen liittyvid tulok-
sia siten, ettd lukemisen opettajan on syytd ndhdd monikielis-
ten ja -kulttuuristen lukijoiden tekemaét tulkinnat sellaisinaan
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arvokkaina eikd vaatia yhtéldisid tulkintoja &didinkielisten lu-
kijoiden kanssa. (Mts.:259-261, 264) Vaikka Vaaralan tutki-
musmateriaali rakentuikin edistyneiden, nuorten aikuisten lu-
kemisesta, yhteyksié alkaviin luku-, kirjoitus- ja tekstitaitoi-
hin on mahdollista nédhda tulkitsemisen strategioissa ja emoo-
tioiden merkityksessd. On my0s kiinnostava kysymys, millai-
sia luetun tulkintoja suomenoppijat tekevit alkuopetuksessa:
miten kulttuuriset merkitykset ja oppijan sosiaaliset kontekstit
vaikuttavat tulkintoihin?

On muistettava, ettd kaksi- ja monikielisyyden konteks-
tit ovat hyvin moninaisia. Lukemaan oppimisen kysymykset
ovat hyvin erilaisia kaksikielisten vanhempien simultaaniseen
kaksikielisyyteen kasvaneella lapsella kuin vasta maahan tay-
sin vailla kouluhistoriaa muuttaneella lapsella. Jos oppija jo
lukee jollain kielelld, hian voi hyddyntédd kielten vililla taito-
jaan. Huomattavaa on jossain médrin myos tutkimustulosten
riippuvuus kohteena olevasta kielesté: kaikilta osin englannin
kielestd tehdyt paédtelmét eivét ole suhteutettavissa omalei-
maiseen suomeen. Toisen kielen lukemaan oppimista on tér-
kedd lahestyd myos laadullisesti; onhan kyseessd hyvin yksi-
161linen sekd kieli- ja kulttuurisidonnainen prosessi. Jo kate-
gorisointi ’suomenoppija’ on lahes mahdoton. Suomalaisessa
kontekstissa ei toistaiseksi ole tutkittu paljoa suomenoppijoi-
den alkavaa lukutaitoa, vaikka tddlldkin yhi useampi lapsi as-
tuu tekstien maailmaan muulla kuin didinkielelldan. Dufva ja
muut (Dufva ym. 2009:45) toteavat, ettd kaksikielisten lasten
fonologisen tietoisuuden kehittymistd sekd teknistd lukemis-
ta on tutkittu paljon. Ndhdédkseni on tirkedd suhtautua kriitti-
sesti ajatukseen teknisen lukemisen eroavuudesta muuhun toi-
sella kielelld lukemiseen verrattuna: lukeminen ei koskaan ole
pelkkéd teknistd toimintaa, vaan lukeminen on aina kytkok-
sissid merkitykseen ja sosiaaliseen kontekstiin. Suomenoppi-
joiden alkava lukutaito sosiaalisessa kontekstissaan tarkastel-
tuna avaa uusia ikkunoita myds akkulturaatio- ja kotoutumis-
prosessin havainnoimiseen. Koulun tekstikdyténteitd on tarke-
a4 tutkia alkavan lukutaidon vaiheessa, jotta 2000-luvun oppi-
joiden multimodaalisten ja monikulttuuristen luku-, kirjoitus-
ja tekstitaitojen tarpeisiin voitaisiin vastata.

Johtopddtoksia suomenoppijoiden alkavien luku-,
Rirjoitus- ja tekstitaitojen kehittymisesta

Maailman viestdstd valtaosa on aina ollut monikielisid. Kun
globalisaatio ja kansainvéliset muuttoliikkeet ovat entisestadn
lisdnneet monikulttuuristumista ja kielten kirjoa, myds perin-
teisesti monokulttuurisena pidetystd Suomesta on kehittynyt
maahanmuuttomaa. Aidinkielten moninaisuus kouluissa on
monille uudenlainen tilanne, kun koulujen oppilaat ovat yha
monikielisempid ja kielitaitoisempia. Oppijoita tulee kouluun
monenlaisista taustoista ja lahtokohdista. Yha useampi lapsi
myo0s oppii koulussa lukemaan, kirjoittamaan ja kéyttimain
tekstejd muulla kuin omalla didinkielellaén.

Olen téssd katsauksessa ldhestynyt suomenoppijan alkavia
luku-, kirjoitus- ja tekstitaitoja perusopetukseen valmistavassa
opetuksessa sosiaalisen literacy-tutkimuksen, multiliteracies-
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kasitteen, Ehrin lukutaidon kehitysvaihemallin ja sukeutuvan
lukutaidon seka kansainvalisissé tutkimuksissa saatujen nako-
kulmien kautta. Nayttaa siltd, ettei tyhjentdvia vastauksia mo-
niin kaksikielisten oppijoiden lukemaan oppimiseen liittyviin
kysymyksiin ole. Tutkimuskenttd on moninainen. Tama tutki-
muskirjallisuuteen pohjautuva hahmottelu ei tarjoa suoria vas-
tauksia matkan varrella esittdmiini kysymyksiin mutta mah-
dollisesti tekee kysymysten tarkentamisesta helpompaa. Kos-
ka tutkimusalue on vasta muotoutumassa Suomessa, olen 14-
hestynyt aihepiirid kysymyksenasetteluin ja pohdinnoin. Pyrin
seuraavassa vetdmidn esittdimidni johtolankoja yhteen ja te-
kemaiin joitain varovaisia tulkintoja niistd kysymyksistd, joi-
ta erityisesti perusasteen valmistavaan opetukseen osallistuva
suomenoppija lukemaan oppimisen polullaan saattaa kohdata.

1. Aidinkielen taidot ja kehitys ovat pohjana niin uu-
den kielen oppimiselle kuin luku-, kirjoitus- ja tekstitaitojen
omaksumisellekin. Perusopetukseen valmistavan opetuksen
opetussuunnitelmassa (OPH 2009) todetaan &didinkielen ja sen
tukemisen olevan térked lahtokohta oppimiselle ja kulttuuri-
identiteetin kehittymiselle. Laaja sanavarasto ja hyvai kielelli-
nen tietoisuus didinkielessé ennakoivat myonteistd lukemaan
oppimista. Tekemalld yhteisty6td monikielisen oppijan oman
didinkielen opettajan kanssa opettaja voi saada arvokasta tu-
kea luku-, kirjoitus- ja tekstitaitojen oppimisen prosessissa.
Suomenoppijan oman didinkielen oppimisen ja kehittymisen
tukeminen on kaiken oppimisen perusta.

2. Kaiken lukemisen, kirjoittamisen ja tekstien parissa toi-
mimisen tulisi olla kytkoksissa merkityksekkddseen kieleen ja
tukea kielen omaksumisen prosessia lukemisen ohella. Suo-
malaisen aapisen maailma on usein sadunomainen ja suunnat-
tu didinkielisten lasten sanaston monipuolistumiseen ja rikas-
tuttamiseen. Jos vasta maahan tulleen lapsen &idinkielessd a:n
ja aa:n kestovaihtelua ei edes ole, kuinka autenttista toimintaa
lapsen kannalta on aloittaa lukeminen aapisen A-aukeamal-
ta? Vasta Suomeen muuttaneelle koko luettava kieli on uutta,
kun taas sujuvastikin kaksikieliselle puhutun suomen taitajalle
suomen kirjoitettu kieli voi olla hyvin uusi kielimuoto. Valm-
istavan ryhmdn suomenoppijalle alkavien luku-, kirjoitus- ja
tekstitaitojen oppiminen on samaan aikaan kielenoppimista.

3. Koska alkava lukutaito usein nédhddén teknisen taidon
omaksumisena, on olennaista pohtia, mikd merkitys litera-
cy-késitteen madrittelemiselld sosiaaliseksi kayténteeksi on.
Toisella kielelld lukemaan oppivan oppimisprosessissa luke-
misen merkityksellisyyden tirkeys korostuu entisestidén: on-
han mahdollista, ettd sanan tunnistaminen kirjain-dannevas-
taavuuden strategiaa hyddyntéen ei avaakaan lukijalle sanan
merkitystd. Dekoodaamisen ja lukemisen merkityksellisyyden
suhteeseen tulisikin kiinnittdd erityistd huomiota valmistavan
ryhmdn suomenoppijan lukemisen ohjaamisessa.

4. Toisaalta lukeminen ja lukemisen kéyténteet tapahtu-
vat aina sosiokulttuurisessa kontekstissaan: “Lukemaan op-
piminen ymmarretdén erilaisiin tilanteisiin sosiaalistumisena.
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Aidinkielelld kyse on lihinnd puheen maailmasta tekstuaali-
seen maailmaan siirtymisestd ja vieraalla kielelld uusiin eri-
laisiin tekstikulttuureihin sopeutumisesta.” (Pitkdnen-Huh-
ta 2000:122—-123). Toisella kielelld lukeva sosiaalistuu didin-
kielensd sekd suomen puhutuista maailmoista tekstuaaliseen
maailmaan mutta myds erilaisiin tekstikulttuureihin. Kun lu-
kemaan oppiminen ndhdédn sosiaalistumisprosessina ja luke-
misen kdytdnteet sosiaalisena toimintana, on keskeistd poh-
tia ja madritelld, mihin lapset lukemista oppiessaan sosiaalis-
tuvat. Kysymys on erityisen sensitiivinen puhuttaessa luke-
maan oppimisesta toisella kielelld: millaiseen kieleen ja mil-
laiseen kulttuuriin lukemistapahtumat (/iteracy events) oppi-
jaa johdattavat? Myés alkavien luku-, kirjoitus- ja tekstitaito-
jen omaksuminen on sosiaalista toimintaa, jossa oppija so-
siaalistuu tekstien ja kirjoituksen maailmaan.

5. On térkedd lahted liikkeelle lapsen toimintaympériston
todellisuudesta ja arjesta: millainen on lapsen sosiokulttuuri-
nen ymparist6? Mitd ovat lapsen arjen tilat, ympéristot, kielet
ja kontekstit? Sukeutuvan lukemaan oppimisen teoriassa kes-
keiseen asemaan nousee oppijan perhe. Suomenoppijan kan-
nalta voi olla hAmmentavaa, miten koulun kulttuuri poikkeaa
kodin kulttuurista. Kodin ja koulun yhteistyd mainitaan eri-
tyisesti perusopetukseen valmistavan opetuksen opetussuun-
nitelmassa (OPH 2009). Tutkimukset osoittavat, ettd lapsen
perheeseen, perheen kulttuuriin ja perheen omiin kéytintei-
siin tutustuminen tukee niin kielen kuin lukemaan oppimisen-
kin ohjaamista. Lapsen perheen tuella ja perheen mukaan ot-
tamisella on valmistavan opetuksen luku-, kirjoitus- ja teksti-
taitojen oppimisessa korvaamaton merkitys.

6. Suomenoppija ei valmistavan opetuksen alussakaan ole
'ummikko’, vaan hdnelld on monipuolista kielitaitoa, ym-
marrystd ja kokemusta. Oppijoiden kokemukset monikieli-
sestd ja transnationaalisesta maailmasta ovat jo sinélldén ar-
vokkaita, ja kaksikielisen lukijan yleinen ymmaérrys lukemi-
sesta ja tekstin symbolisesta jéarjestelméstd voi olla erityisen
hyvéda. Yksin maahan muuttaneen turvapaikanhakijanuoren
selviytymistaidot ja rohkeus voivat olla hinen vahvuuksiaan.
Oppijaldhtoisessd pedagogiikassa ldhdetddn liikkeelle niistd
ainutlaatuisista vahvuuksista, jotka huomioon ottamalla oppi-
mista voi motivoida ja helpottaa.

7.2000-luvun tekstikdytinteet ovat nykyisin varsin erilaisia
kuin ne, joihin kouluissa télla hetkelld toimivat ja opettajan-
koulutuksessa opiskelevat ovat itse kasvaneet. Sosiaaliset me-
diat, viestinndn multimodaalisuus, globalisaatio ja monikieli-
syys haastavat totuttuja kaytanteitd. Koulujen tekstikdytdintei-
den tulisi tavoittaa se toimintaympdristo, jossa lapset kasva-
vat, ja ohjata lukemisen, kirjoittamisen ja tekstien kdyton ped-
agogista toimintakulttuuria uuteen suuntaan.

8. Koulujen muutostarpeen kohtaamiseen vaikuttaa rat-
kaisevasti opettajankoulutus. Monikulttuurisuuskasvatuksen,
suomi toisena kielend -opintojen sekd mediakasvatuksen tuli-
si olla ldpdiseva osa opettajaksi opiskelevien opintoja. Esi- ja
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alkuopetuksen opinnoissa tulisi tarkastella monikielisten luki-
joiden erityistarpeita. Opettajien peruskoulutuksen ohella on
kehitettdva tdydennyskoulutusta. Jotta koulujen tekstikdytin-
teitd voitaisiin muuttaa, opettajankoulutusta on kehitettdvdi
kohtaamaan 2000-luvun oppijoiden monikielinen, monikultt-
uurinen ja monimediainen toimintaympdristo.

Lopuksi: Raikille yhteisen koulun 2000-luvun
tekstikdytanteet

“Heti kuin kiinnitdmme huomiota tdyttd sosiaalista os-
allisuutta edistdvddn oppimisympdristéon, kysymys eroista
nousee kriittiseen asemaan. Miten takaamme, ettd kulttuuri-,
kieli- ja sukupuolierot eivit ole esteitd opinnoissa menesty-
miselle? Ja miten ndmd erot vaikuttavat tekstitaitojen peda-
gogiikkaan?”? (The New London Group 1996:2, suomennos
kirjoittajan).

Ovatko koulussa 14sné sdhkdiset uusmediat ja niiden tulkinta?
Mitd ovat ne ’tekstit’, joita koulussa luetaan ja joiden parissa
toimitaan? Harjoitellaanko koulussa ulkoa tavuja aapisesta, vai
kytkeytyvéitko kielenoppiminen ja lukemaan oppiminen mie-
lekkédseen ja kielellisesti rikkaaseen ympéristoon, joka vas-
taa tdméan pdivin lukemisen moninaisia todellisuuksia? Miten
perusopetukseen valmistavan opetuksen erityistarpeisiin vas-
tataan siten, ettd kaikilla oppijoilla on yhdenvertaiset edelly-
tykset sosiaaliseen ja kulttuuriseen osallisuuteen? Miten voim-
me opettajina ja kasvattajina turvata suomenoppijoille sellai-
sen koulupolun ja lukemaan oppimisen polun, joka ohjaa lasta
alusta alkaen kohti 2000-luvun globaalia kansalaisuutta?

2000-luvun luku-, kirjoitus- ja tekstitaidot eivit ole saman-
laisia kuin tarvitut taidot sata vuotta sitten: lapset ja nuoret lu-
kevat ja kirjoittavat nyt enemmaén kuin koskaan ennen, vaik-
ka séhkdisid mediaympéristdja ei kenties mielletd yhtd arvok-
kaiksi kuin perinteisid tekstiymparistdja. Monipuoliset ja -ta-
hoiset joustavat kielelliset ja tekstuaaliset kompetenssit vaikut-
tavat kauttaaltaan ihmisen mahdollisuuksiin eldméssi. Koulun
tulisikin vastata tosieldmin autenttisiin tarpeisiin seké lasten
ja nuorten todellisuuteen. Tdmé merkitsee merkittévid haastei-
ta koulujen ja opettajankoulutuksen kehittdmiselle. Jokikokko
(2010:91) toteaa opettajan interkulttuurisia kompetensseja ka-
sittelevdssa viitostutkimuksessaan, ettd jos halutaan kouluttaa
kaikkien oppijoiden kasvua ja kehitystd yhdenvertaisesti tuke-
via opettajia, kehittdmistarpeiden haasteisiin on tartuttava, jot-
ta tulevaisuuden koulu olisi kaikkien yhteinen.

Perusopetukseen valmistavan opetuksen sekd koulun mui-
den suomenoppijoiden luku-, kirjoitus- ja tekstitaitojen ohjaa-
misen prosessi haastaa koulun pedagogisia kayténteita ja par-
haimmillaan tekee mahdolliseksi kouluyhteisén uudistumi-
sen: tarjoaahan suomenoppijan tukeminen uudenlaisia mah-
dollisuuksia oppijaldhtoiseen pedagogiikkaan, opettajien yh-
teistyohon, koko henkilokunnan vuorovaikutukseen sekd kou-
lun ja kodin todelliseen kohtaamiseen. Oppijan kohtaamisen
lahtokohtana ovat hidnen vahvuutensa monikielisend ja moni-
kulttuurisena maailmankansalaisena.
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Notes

1 ”When children learn to read, there is an epiphanic moment in
which they realize that text represents meanings” (Bialystok
2007:50).

”As soon as our sights are set on the objective of creating the
learning conditions for full social participation, the issue of differ-
ences becomes critically important. How do we ensure that differ-
ences of culture, language, and gender are not barriers to educa-
tional success? And what are the implications of these differences
for literacy pedagogy?” (The New London Group 1996:2).
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Worldviews and Multicultural Education in the Finnish Context
— A Critical Philosophical Approach to Theory and Practices

Introduction

The role of religions in the public sphere as well as the pres-
ence of religions in education has recently been under debate in
Finland and many other Western European countries. Notwith-
standing great public interest in the topic, the theories and prac-
tices of multicultural education have usually omitted critical
reflection on the position of religious and non-religious world-
views. Compared to the issues of race, ethnicity, class and gen-
der, religions or worldviews more generally have usually been
overlooked or ignored in the discussion on multicultural educa-
tion. However, everyone holds a worldview. Our starting point
is that the particular value-laden ways of perceiving the world
form a crucial part of societal diversity. In order to make such
unrecognised value positions visible, we use the term ‘world-
view’ to include both religious and non-religious worldviews.
By worldview we mean ontological and ethical orientation to
the world, humanity and life questions. Worldview is an entity
of knowledge and understanding of the world that constitutes
the basis for human life, crucial in defining human existence
and giving satisfying meanings to the immanent reality. There
are both religious and non-religious worldviews, but people are
not necessary conscious about their own worldview.

In this essay we discuss worldviews in relation to multicul-
tural education in the Finnish context. By means of a socio-
philosophical approach we aim to trace the debate on religion
to the history of modernity and secular humanism and briefly
examine it from the perspective of critical approach, also
drawing on postmodern and postcolonial discourses. On the
basis of these theoretical and philosophical debates, we argue
that intercultural or inter-religious dialogue is not acontextual,
value-free or equally available to all.

We adhere to the understanding of multicultural education
which addresses socio-political contexts, recognises asym-
metric power structures and considers inequality as not only
related to ethnicity, gender and class but also to different
worldviews. We claim that liberalism (discussed below) forms
an unsustainable philosophical framework for the equality of
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and dialogue between different worldviews. Such an approach
hinders recognition of its own worldview. In addition, as writ-
ers of critical pedagogy have pointed out, liberalism has dif-
ficulties in recognising systematic structural inequalities
and contextually diverse asymmetric power structures (e.g.
Kincheloe & Steinberg 1997:1-27). Thus, it is not a plausi-
ble foundation for multicultural education based on equity and
justice. This essay argues that it is pedagogically vital to dis-
cuss different ways of looking at religious education in terms
of multicultural education that adopts critical approaches'.

We are looking for a way towards a pluralist society that
gives space to multiple voices. We claim that an education sys-
tem based either on one religion or on pure secularism is not
pluralist. Both options are based on one ideology and thus, only
one voice is heard. In Finland, the position of Lutheranism as
a value basis for public education, which it previously had,
has fragmented. Moreover, Lutheranism is not able to offer a
common and equal basis for diversity of worldviews. A soci-
ety which aims to build on secular liberalism will equally face
challenges when trying to cope with religious worldviews in
the public sphere. In other words, teaching fully secular knowl-
edge about religions in public education is not plausible, as it
would not treat people any more equally. Secular hegemony
pushes religious worldviews toward the private sphere with the
message that they are not welcome in the public realm.

With the help of this essay we hope to promote further
discussion on alternative philosophical backgrounds for
approaching religious and non-religious worldviews in society
and multicultural education. However, in attempting to offer
some wider perspectives on this complicated and politically
sensitive topic, we can only scratch the surface. We advocate a
pluralistic society that treats people equally regardless of their
worldviews. Thus, instead of the traditional Religious Educa-
tion (henceforth RE) approach, we suggest that worldviews,
including non-religious ones, should be better recognised in
the public education arenas by means of Religious/Worldview
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Education (henceforth R/WE), which is more open to the pres-
ent, increasingly pluralistic societal context.

The empirical references in the current essay come from
the data collected in our research projects in school and day
care, which we henceforth refer to as public education. In
addition to the above-mentioned research interests, our essay
stems from our personal experiences. Although we are Finn-
ish in our ethnic and linguistic background, we belong to reli-
gious minorities in the predominantly Lutheran yet secular-
ised Finnish society. Our situated and evolving minority posi-
tions have allowed us to examine the Finnish context as both
insiders and outsiders. Also, our experiences of ‘otherness’
have led us to consider the power of labelling and inequality
between worldviews in the public sphere.

Philosophical examinations of the debate on
religion and multicultural education

What is interesting in the debate on religion, secularism and
multiculturalism is that these terms are widely used both
to support and resist each other, but their contents are not
properly defined. Even more problematic, there is less dis-
cussion on the philosophical basis of alternative viewpoints.
Although these considerations have been part of philosophi-
cal and sociological examinations, in educational research or
in the public debates on society and education such consid-
erations have not been on the agenda. We argue that discus-
sions on religion, multiculturalism and multicultural educa-
tion make sense only if we take into consideration certain his-
torical, philosophical and socio-political contexts. In the fol-
lowing we discuss these briefly.

The question of whether religion should be present in the
public sphere and public education has become central in
many European countries. The debates have concentrated on
Islamic schools, minarets and Mohammed cartoons, and also
on the presence of crucifixes and the wearing of headscarves
in schools. In Finland, the debate has addressed Christian tra-
ditions and festivals as well as the purposes, content and group
arrangements for, as well as the existence of, religious educa-
tion in schools and kindergartens. In these debates, some com-
mentators have argued that the current system should remain
intact, that is, preserve separate RE lessons for children in dif-
ferent denominational groups and lessons in secular ethics for
children from non-religious backgrounds. Others have advo-
cated increase in the number of lessons in ethics for all chil-
dren and even abandonment of RE education altogether in
favour of compulsory secular ethics for all children in pub-
lic education.

In Finland, the debate surrounding religion and religious
education has also taken place in the name of multicultural-
ism. Interestingly, multiculturalism as an argument has been
employed to defend both secular knowledge about religions
and instruction in one’s own religion. Those supporting sec-
ular knowledge about religions find it suitable and equal for
all, and criticise RE for being too closely associated with par-
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ticular religious traditions. Those supporting RE see it as a
way to support children’s identity construction and as a means
to familiarise them with a particular tradition. Knowledge of
one’s own religion is perceived as a prerequisite for examin-
ing other traditions and a platform for inter-religious dialogue.
(e.g. Opettaja 51/2009, 1/2010, 2/2010, 3/2010.)

What is interesting in the debates is that the arguments
on both sides are often simply employed to resist the argu-
ments on the other side. On the one hand, those arguing for
purely secular education resist Lutheran traditions and reli-
gious education in public education which they perceive as
a form of supremacy of religious viewpoints over non-reli-
gious ones. On the other hand, those arguing for the main-
tenance of Lutheran traditions and separate religious educa-
tion resist common secular ethics which they treat as a form
of supremacy of non-religious viewpoints over religious ones.
In this situation the alternatives available for public educa-
tion are polarised, and showing understanding for one view is
often interpreted as an objection to the other. It is thus chal-
lenging to argue for an approach which attempts to get beyond
this dichotomy and find ways to increase equity for both reli-
gious and non-religious worldviews.

The debates on religions and religious education reveal
interesting paradoxes about the Finnish cultural and reli-
gious landscape. In Finland, Lutheranism and secular human-
ism are intertwined, supporting the separation of life issues
into private and public. Slightly fewer than 80 % of Finns
belong to the Evangelical Lutheran Church (Suomen Evan-
kelis-Luterilainen Kirkko 2009:10). However, according to
Kadridinen et al. (2005:14), only a fair third of Finns believe
in God of Christianity and only 2 % attend religious activ-
ities weekly. For the majority of Finns, membership in the
Lutheran Church has been the customary way of doing
things. Yet, Finns view religion as a highly private matter and
religion is rarely discussed in public. At the same time, only
a minority of Finns is atheist or can be described as living
without any religious beliefs or spirituality. For many, reli-
gion still occupies a strong ritual position at certain turning-
points in life. (ibid.:93, 96, 114, 146, 167-168) Lately, Fin-
land’s religious context has become increasingly pluralistic
as a result of new religious movements, individualised spiri-
tuality and increasing immigration (ibid.:81, Komulainen &
Vihikangas 2009).

We call the mix of Lutheranism and secular humanism sec-
ular Lutheranism. By secular humanism we mean humanism
based on the idea that “man is the measure of all things”; self-
sufficient or exclusive humanism which is in the heart of mod-
ern secularity (for secularism, see Taylor 2007). By defining
Finns and the Finnish society as ‘secular Lutheran’ we mean
that Finns and the Finnish society are Lutheran but otherwise
subscribe to many tenets of secular humanism?. Influence of
secularism is also explicit in the area of morality. Finns think
that religion should not affect other areas of life or moral con-
ceptions (Kédridinen et al. 2005:167). This reflects a mod-
ern conception on morality whereby people are seen to be
relieved from the moral supervision of the Church and filled
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with a harmonised set of rational rules based on reason (Bau-
man 1993:6-7). In modern thinking morality is not a ‘natural
trait’ of human life but something that needs to be designed
and injected into human conduct. It includes an idea of an all-
comprehensive unitary ethics, a cohesive code of moral rules
which people could be taught. (ibid.)?

The cultural and religious societal context is reflected in
education. According to the Finnish National Core Curricu-
lum (NBE 2004:12) instruction in different subjects, includ-
ing RE, is nondenominational and politically neutral. The cur-
riculum guidelines rely on the assumption of an apolitical edu-
cation that is suitable for all children. Schools and kindergar-
tens, however, are important places for nation-building and
in this regard, the Lutheran religion paradoxically becomes
important (Lappalainen 2002, 2006, 2009, see also Komulai-
nen 2002, Lempidinen 2002).

According to Billig (1995:6-9), nationalism has become
“banal” in the sense that it is present in everyday practices, but
is widely taken for granted. We argue that in Finnish nation-
alism, both Lutheranism and secularism are banally present,
but in different ways. Lutheranism is present in national cer-
emonies at school and in society. Secularism is present in a
tacit agreement that faith issues are private and separate from
everyday life (Kédridinen et al. 2005:167-168). This secular
Lutheran order is taken for granted and is rarely seen as polit-
ical. It is invisible and recognised only when the limits of the
cultural order are revealed by minority religious or non-reli-
gions worldviews. Therefore, public education often recog-
nises diversity of worldviews and their personal meaning for
people only in relation to the visibility of religious minorities,
in particular, any ‘restrictions’ in dietary matters and participa-
tion in activities, as well as in choices of other than Lutheran
religious education or secular ethics (Kuusisto 2010, Kuu-
sisto & Lamminmaéki-Vartia 2010). Minorities are perceived
to belong to a ‘distinct culture’ while the culture of the major-
ity goes unrecognised (Kuusisto 2010).

In response to increasing diversity, education policies have
attempted to address different beliefs in education. In prac-
tice this has meant recognising ‘exceptionalities’ of different
beliefs compared to the secular Lutheran majority. There have
also been efforts to eliminate Christian elements in the name
of diversity. For example, religious contents of the Lutheran-
based festivals have sometimes been removed from Finnish
schools or day-care centres in order to make them (supposedly)
neutral and suitable for all children (Kalliala 2005, see also
Lappalainen 2006, Kuusisto & Lamminméki-Vartia 2010).

These symbolic and practical actions manifest the liberal
ideology of society and education. By liberalism we refer,
adopting from Reich (2002:10-11), to the historical mean-
ing of the term that dates back to the political philosophers,
e.g. Locke and Mill, and continues in the works of contempo-
rary philosophers such as Rawls, who further developed lib-
eralism as a political theory (Rawls 1993). Classical liberal-
ism stresses the ideas of individualism, freedom and equality,
but also state neutrality and secularism. Current liberal politi-
cal philosophers, for instance Rawls and Kymlicka, have been
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criticised on the grounds that their idea of state neutrality does
not consider religious diversity and identity in the same way
as other identities (e. g. Modood 2007:21-36, Bader 2009).
In other words, religions are not seen to belong to the public
sphere. From this perspective, the objectives of ‘neutral’ edu-
cation, tolerance of diversity and ‘politics of exceptions’ dem-
onstrate the inability of liberalism to recognise that its own
supposedly politically neutral and secular ideology includes
and promotes inequality.

The practices of eliminating religious elements from school
festivals have been resisted by voices of nationalist tone that
view Lutheran-based traditions as belonging to the nation’s
cultural heritage rather than as matters of religious heritage
only (e.g. Lappalainen 2006). Similarly, the curricula guide-
lines of the National Board of Education (NBE 2006) define
some Lutheran or Christian traditions as elements of the Finn-
ish culture. The situation where religion becomes “a part of
culture” and an element in national celebrations but is simul-
taneously absent from the public debates on personal beliefs
is challenging for all those who do not belong to the main-
stream of secular Lutheranism; namely confessional Christi-
anity, other religions and atheism. For confessional Christians
such a state of affairs is confusing because their worldview
is not secular; for other religions because they are not Chris-
tian and might not agree with the concept of secularism; and
for atheists because they are not Lutheran. Neither does this
situation help the secular Lutheran majority to become aware
of its own or other people’s background and values. It fails to
encourage children to examine the ideologies and structures
of society critically and eliminates opportunities for wider
philosophical and socio-political considerations. It creates a
false impression of a supposedly neutral education and equal
society where everyone’s voice is heard. It offers less support
for those children who do not belong to the secular Lutheran
majority by rendering their voices and perspectives subordi-
nate and as ‘other’ in relation to the dominant group (See e.g.
Ellsworth 1989, Fraser 1995, Jones 1999).

Religion, secularism and worldview

The idea of secularisation, although assumed to be universal,
is strongly tied to modernity and the tradition of Enlighten-
ment. Since the 1960s, the theory of secularisation has been
employed by sociologists to explain why religion loses its sig-
nificance in social and moral matters at both the individual
and institutional levels (Dobbelaere 2002). However, this par-
adigm was not sufficient in explaining the growing interest
in and understanding of religious plurality in the postmodern
world (Casanova 1994).

The word secularism is used in many ways. What is meant
by state secularism differs greatly in countries like France,
United States, United Kingdom or Finland (Modood 2007).
Diverse traditions of association or disassociation between the
Church and the state lead to different conceptions of the role
of religion in state education (Alexander & Carr 2005:75).
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Throughout history, secularism has had different meanings,
such as division of temporal and transcendent issues or com-
plete denial of the existence of transcendent time or place
(Taylor 2009). The dichotomy of religion and non-religion
is therefore itself a secularist product (Hurd 2007). Related
to its liberating agenda, the thinking rooted in Enlighten-
ment assumed its non-religious basis to be more advanced
and neutral because it was founded on reason and objective
examination of facts, not on metaphysical beliefs. Enlighten-
ment thinking includes, however, much religious terminology
which it started to use for its own purposes (e.g. ibid.).

Postmodern and postcolonial approaches have challenged
the ontology and epistemology of modernity; its ideas of
objectivity, neutrality and universalism. Postcolonial think-
ing gives space to indigenous, non-Western based knowledge,
which may include religious or spiritual aspects even if they
are not perceived as ‘religions’ in the Western way (see e.g.
Appiah 2001). Postmodernism denies the truths of great nar-
ratives. This position might seem problematic for religious
claims but it may also offer an approach to critically exam-
ine both religious and non-religious standpoints, and to avoid
such a dichotomy. Bauman (1993:32-36) argues that although
the subjectification of morality has torn the individual apart
from her community and the common moral language, post-
modernism can actually give more space for moral consid-
erations than modernity. In re-personalising morality it sees
ethics inherently present in humanity. These standpoints may
offer new approaches for considering faith and spirituality
among people.

If we acknowledge that all philosophies and religions, as
well as personal and group beliefs, include ontological and
epistemological assumptions, the distinction between religion
and secularism is no longer plausible. Therefore, in a pluralis-
tic context — such as the Finnish one (although this pluralism
is not always acknowledged) — it would be more appropriate
to talk about religious/worldview education (R/WE) instead of
religious education. Deconstructing the binary divide between
religious and non-religious worldviews is important in order
to avoid discussion of religions as ‘others’, that is, as having
particular ontology and rituals, while the secular position is
misconstrued as neutral.

In a pluralistic context the question is not only if there is
a religious hegemony, but if there is any kind of ideological
hegemony that pushes other worldviews to the margins of
society. In the Finnish context we consider both Lutheranism
and secularism because they hold power in their own unique
ways. In order to find a way towards a pluralistic and more
equal society the starting points of the current debate should
be critically examined.

Worldviews in the theories of multicultural
education

The term ‘multiculturalism’ came into the Finnish public dis-
cussion at the beginning of the 1990s, when immigration
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to Finland increased. As a result, Finland was said to have
‘become multicultural’. Multiculturalism was seen as a new
phenomenon in Finnish society (Lepola 2000:19-21, 196-
270), which is not surprising, given the common illusion of
the Finnish culture as homogenous (Raento & Husso 2002,
Laoytty 2004). Today, multiculturalism has become a descrip-
tive buzzword referring to immigration or ethnicity, that is, to
the ‘other’ who is not Finnish. Similarly, ‘multicultural educa-
tion’ or ‘teaching’ usually refer to the education of immigrants
and new ethnic minorities, and not to the policies and educa-
tional practices that address cultural differences, such as reli-
gious ones, within the Finnish majority. The assumption of a
homogenous Finnish culture and multiculturalism as referring
to ‘other’ cultures hinders recognition of in-group diversity
within the Finnish majority itself, as well as among the ‘other’
groups. It also obscures overlapping identities and intergroup
differences, and hinders the recognition of inequality between
people in society.

In the light of the current debate on religion it might be
expected that the question of how to consider religious and
non-religious worldviews in education is widely discussed in
theories of multicultural and intercultural education. How-
ever, compared to race, ethnicity, class and gender, religions or
worldviews have usually been overlooked or ignored. Rarely
do handbooks on multicultural education give space to reli-
gion (Hoosain & Salili 2006). When religion has been on the
agenda it has usually been seen negatively as a source of intol-
erance (ibid.) or as causing troubles in the everyday life of,
for example, day-care institutions (see examples in Kuusisto
& Lamminmaiki-Vartia 2010). There has occasionally been a
strong polarisation between the (supposed) negativity of reli-
gions and (supposed) superiority of secularism (Coulby 2008,
Coulby & Zambeta 2008, Zambeta 2008).

It is important to examine alternative philosophical bases
for the theory of multicultural education in order to under-
stand the apparent silence about worldviews. Many theories
of multicultural education (e.g. Kymlicka 2007) are based on
classical liberalism (e.g. Rawls 1993). They address toler-
ance and intercultural understanding, and concentrate mainly
on individual skills and attitudes. Liberal multiculturalism
and its educational intent is therefore claimed to be apoliti-
cal and acontextual. Critical multiculturalism and critical mul-
ticultural education, instead, emphasise awareness of socio-
political issues, asymmetric power structures and inequali-
ties related to race, ethnicity, gender and class. (Kincheloe &
Steinberg 1997:1-26) It is thus interested in the wider philo-
sophical context behind educational ideas.

Both liberal and critical multiculturalism have been
argued to have roots in classical liberalism (e.g. Ellsworth
1989, Jones 1999). Critical multiculturalism distances itself
from liberalism by stressing socio-political issues (Kinche-
loe & Steinberg 1997:1-26). However, it has been criticised
for assuming that the space of inter-group dialogue is neu-
tral and equal for every participant (Jones 1999). It has also
often operated with the concepts of reasoning and emanci-
pation that have their origin in liberal thinking (Ellsworth
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1989). Such reliance on reason has limited the possibility of
appreciating other kinds of knowledge. Furthermore, emanci-
pation includes an assumption that someone else knows best
how to emancipate the oppressed or how to enable the voice-
less to speak for themselves (ibid.). As a response to the cri-
tique, the current writings in critical pedagogy have reconsid-
ered the concepts of emancipation and reason (see Kincheloe
2007:21-22, 38).

Both classical liberalism and critical multiculturalism have
struggled against religious hegemony, as they perceive reli-
gious belief itself as a cause of hegemony and oppression.
Therefore, for the proponents of these theories, alternative
approaches to religion as faith and spirituality might be chal-
lenging to adopt. However, it is important to separate institu-
tional hegemony from personal beliefs and spirituality, as per-
sonal worldviews can have very different societal outcomes
(see also Kincheloe 2007). Hegemony of any worldview —
either religious or non-religious — makes other worldviews,
their voices and frameworks, subordinate. In addition, as with
any group, no religious group is homogenous, but consists of
people with diverse views and identities.

Critical pedagogy has been interested in taking postmodern
and postcolonial critique of modernity into account, although
at the same time it has criticised the limits of postmodern-
ism as a political theory (Giroux 1995, McLaren 1995). Criti-
cal pedagogy has shown interest in the knowledge of indige-
nous and often non-Western cultures, especially the ones that
are not rooted in reason or science (Kincheloe 2007, Wexler
2007). This development opens possibilities for considering
religious beliefs from fresh perspectives (e.g. Banks 2009,
Kincheloe & Steinberg 2007).

Pluralistic religious/worldview education

In the contemporary pluralist world the traditional religious
education (RE) approach as education in one’s own reli-
gion is is somewhat problematic. Equally, a solely secular
approach either completely excludes religions from public
education or only teaches ‘objective’ knowledge ‘about’ reli-
gions, and thus, by missing other important elements, such
as spiritual, ethical, communal or experiential aspects of reli-
gion, does not properly contribute to meaningful pluralism. In
both alternatives the right to speak is given to one voice only:
either to religious dogma or to secular reason. In contrast to
this approach, we are searching for something which could
be called an ‘open-ended exploration of worldviews and phi-
losophies of life’ (Hobson & Edwards 1999:19, see also Jack-
son 2004:165). This approach respects multiple voices in the
common space without ranking them, but at the same time
does not flatten the need for talking about and comparing dif-
ferent ontologies or quests for personal meaning of a certain
ontology. It admits that religious claims cannot be resolved
publicly and that people adhere to different religious or non-
religious commitments which they find best for their personal
lives (ibid.).
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It takes much effort to find solutions for religious or world-
view education in a pluralistic society. Jackson (2004:160-
165) has described different dimensions of plurality, intro-
ducing debates about modernism and postmodernism and the
analysis of religion in relation to culture, ethnicity and nation-
alism. He distinguishes between five different responses to
pluralistic religious education, which are described in Table 1.

Religious literacy, interpretive and dialogical approaches
are neither neutral nor relativist in the way the personal nar-
rative RE approach is. These three approaches acknowledge
the inevitable influence of plurality on young people and
help them engage with it. They do not promote or erode par-
ticular beliefs but give opportunity to study and reflect on
different religious and philosophical viewpoints. (ibid.:165)
Jackson (ibid.:131) argues that interpretive and dialogical
approaches to religious education are consistent with mul-
ticultural or intercultural education. However, he does not
give a clear definition for either term. Instead, he mixes both
liberal and critical approaches of multicultural education.
We would like to expand the ways in which R/WE could
work together with critical multicultural education that also
takes advantage of relevant postmodern and postcolonial cri-
tiques. We have examined Jackson’s (2004) five approaches
and added our notions in Table 1. Based on these notions we
argue that, of these options, the interpretive and dialogical
approaches offer the best starting point for a pluralist R/WE.
However, there are certain issues that should be considered
in depth.

First, as is the case with any education, R/WE cannot be
separated from its socio-political context. Power relations
between a majority and minorities at school and in society
are inherently present in the classroom and the inter-group
dialogue. Also the atmosphere of the school, power relations
between adults and children, and mutual respect and ways of
giving feedback can either promote or hinder dialogue. This
argument applies not only to worldviews but also to their
intersections with other identities. The dialogical space is not
empty or neutral. On the contrary, minority groups lack equal
opportunity to participate and to be heard (Ellsworth 1989,
Fraser 1995, Jones 1999). Therefore, we cannot expect that
teaching R/WE as a common subject to all would promote a
neutral or equal approach to diverse traditions because the way
of looking is always value-laden. Neither can we assume that
common lessons would automatically offer an equal space for
dialogue and learning about the ‘other’ because power issues
are always present. From this perspective, studying R/WE in
separate groups may offer, especially the minority children,
opportunities to share their experiences with peers using an
inner-group religious language (for subaltern peers and com-
mon language, see Jones 1999). While minorities encoun-
ter the majority’s viewpoint on a daily basis, the majority
group is not always aware or appreciative of minority points
of view. When trying to explain their experiences, minorities
are subordinate and thus forced to use a language that is ‘for-
eign’ to their worldview. Inequality of different perspectives
is therefore unavoidable.



et I I I U FINNISH JOURNAL OF ETHNICITY AND MIGRATION VOL. 5, NO. 3/2010

©0000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000s000sssscssscsosssssse

Table 1. Models of religious education as responses to plurality (based on Jackson 2004). Body of text by
Jackson (2004), additional notes in italics by the authors.

Model Arguments given for and against in the public and academic debate

1) Faith-based schools Arguments given for: Better support for minority languages and cultures, decreasing racism within these
schools.

Arguments given against: Less autonomy for the individual child to construct her own beliefs. A risk of frag-
mentation and economic and racial segregation, and decreasing preparation of majority students to work
within a pluralist society. A risk to draw faith schools into political and religious disputes. May construct an
illusion of inner-school religious homogeneity which may not consider interaction between and diversity of
beliefs. The model has been criticised in the UK for producing increased segregation, and as a reason why
"Multiculturalism has failed" (Coulby & Zambeta 2008 vs. Modood 2007). More in-depth argumentation is
needed concerning how multiculturalism and pluralism relate to neo-liberalist specialisation of schools and
school choice politics. Moreover, it is important to conceptually distinguish ethnic or religious pluralism from
ethnic or religious segregation and socio-economic segregation.

2) Personal narrative Arguments given for: Lets children construct their own knowledge and personal narratives. Makes children
approach and their concerns a key element of RE, reducing the content orientation of the school subject, making

time and space for reflective activity, dealing with the emotional and rational. Involves children as agents.
Arguments given against: Some versions include strongly individualistic approaches that ignore the wider
social context. Instrumentalist view of religion. Gives a narrow and partial view of debates about religion
and culture. Forecloses the debate about modernity and postmodernity by requing the adoption of a non-
realist stance as a pre-condition and by marginalising children holding realist views of religious truth. Gives
pupils only limited opportunities to critique alternative approaches. May support a mainly secularist world-
view if a teacher does not also consider secularism as a narrative. Does not help an individual form any co-
herent value-base because guidance from tradition is not accepted. If based on strong relativist approach,
inability to distinguish ethical relativism from cultural relativism, or to examine socio-political issues. If not,
more argumentation is needed about how the concept of ‘narrative’ should be read and how relativism here
differs from models 4 and 5.

3) Religious literacy Arguments given for: Inclusive plurality: Helps all children to clarify, criticise, formulate and justify their own
approach (critical positions.
literacy) Arguments given against: Treating religions as internally homogenous systems, clearly separable and dis-

tinct from each other. Does not give space for pupils' own experiences and knowledge or inner-group di-
versity of beliefs. Does not recognise interaction of views. When opening a debate, it may not consider
adequately those whose standards and points of view different opinions are criticised. May position world-
views against each other. Does not create mutual understanding and respect toward different perspectives
and belief systems. In dialogue, however, assumes equal space and voices of all participants.

4) Interpretive approach | Arguments given for: Helps all children to find their position. Recognizes the inner diversity, permeable
boundaries and contested nature of religious traditions but also the complexity of cultural expression and
change of individual and social perspectives. Emphasizes representation, interpretation, and reflexivity.
Utilizes children's own beliefs and values as a resource and encourages their active involvement in the de-
sign and evaluation of learning activities. In Jackson (2004) no arguments given against expressed. Rec-
ognizes inner-group diversity and overlapping indentities. In dialogue, however, it assumes equal space
and voices of all participants. Socio-political and contextual issues should be better considered. May still
remain teacher-oriented despite emphasizing children's active role.

5) Dialogical approach Arguments given for: Places even more weight on children's personal knowledge and experiences as a
source material for study, exchange, and reflection. Relative autonomy of the child in the context of influ-
ences from the family and other social groups. In Jackson (2004), no arguments given against expressed.
Recognises inner-group diversity and overlapping identities. In dialogue, however, assumes equal space
and voices of all participants. Socio-political and contextual issues should be better considered. Dialogues
between personal beliefs, group beliefs and personal beliefs in relation to group beliefs require different
background knowledge about belief systems, on-going debates and socio-political issues, but also a differ-
ent pedagocigal approach with children of different ages.
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The Finnish religious education model

The Finnish model of RE as students’ own religion recog-
nises the cultures and history of Finland. In this model, pub-
lic education of young children into their own tradition is not
neglected. It is believed that knowledge of one’s own history,
roots and values helps a person to understand and respect oth-
ers and his/her own worldview in relation to the others’. On
the one hand, the Finnish RE model is considered to be demo-
cratic and as serving the needs of both the majority and minor-
ities: it takes the Freedom of Religion Act seriously and recog-
nises religious minorities and their right to receive education
in their own religion. On the other hand, Finnish RE can be
seen as increasing separation between different groups. Inte-
gration and interaction are difficult if children are separated
by their religious affiliations and study physically in differ-
ent rooms (Pyysidinen 2008:308). After all, dialogue is not
enhanced by maintaining boundaries but by living in mutual
respect and cooperation. The Finnish RE model also treats
religious groups as internally homogenous, thus neglecting
diversity within the groups.

Why, then, cannot the general goals of education be reached
by teaching a common religion-subject to all students? There
has been pressure towards a totally secular model of religious
education that all children could join. It is not clear whether
this kind of idealist secular solution would be successful: for
instance, experiences from Sweden and Norway suggest that
students hold very negative attitudes towards this subject
(Brandt & Bowadt 2009). These results make sense if we con-
sider that such an educational arrangement manifests suprem-
acy of one ideology and voice. After all, the idea of common
lessons for all is based on particular values, for example, on
secular reason or strong relativism.

On the basis of the above discussions we argue that in order
to recognise the diversity of worldviews and to increase equity
between them in public education, both presently used small
group lessons in children’s own traditions and additional, dia-
logical lessons for the whole class are needed. Studying in sep-
arate groups gives students an opportunity to learn their tradi-
tion as well as to discuss their life questions and experiences
with peers in a safe environment. Simultaneously, lessons
which bring all children together shall provide space for dia-
logue between the groups around common topics (on questions
of humanity, ethics, civic matters and a struggle for a more
equal world). These discussions are important in illustrating to
the children from different groups their commonalities, as well
as differences within the groups. Common lessons alone can-
not form a sustainable basis for R“WE. As we have argued ear-
lier, the ‘mutual’ dialogical space is not neutral and equal, but
actually reflects the societal value basis and power relations
between the majority and minorities. Thus studying in both
separate small groups and with the whole class is necessary.

It is important to recognise the diverse identities of children
coming from other than the secular Lutheran families in order
not to marginalise them. Simultaneously, the secular Lutheran
majority is faced with the challenge of how to become con-
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scious of the power asymmetry between different perspec-
tives, their own privileged position and its influence on the
inter-group dialogue. Different worldviews should be better
acknowledged throughout the entire curriculum in all public
education, not only in the R/WE lessons or activities related to
it. Among other school subjects, the teaching of worldviews
finds common ground with history, geography and arts. At the
same time, critical approaches remind us that all knowledge
and ways of looking are value-laden. In this regard, discus-
sions on knowledge and values should constitute a natural part
of all school subjects.

Conclusions

In this essay, we have addressed issues of worldviews and
multicultural education in the Finnish context. We have
argued that the way of discussing worldviews in the Finnish
context has been strongly tied to the liberal tradition. The pub-
lic debate on religious education is connected to cultural self-
understanding about worldviews. However, in order for a plu-
ralist society to give space to different worldviews in the pub-
lic sphere, we need to recognise and reconsider liberal ties and
to reach beyond the current polarised debate.

We have argued that religious worldviews cannot be sep-
arated from non-religious worldviews. Thus, we need to get
beyond such secularist dichotomies. In order to understand the
complex and highly contextual issue of worldviews, in partic-
ular the different religious worldviews, we need to distance
ourselves from modernity that sees religion as monolithic and
hegemonic. We need to look for new ways to approach reli-
gious and non-religious worldviews as complex phenomena
inherently embedded in society.

The philosophical basis behind the alternatives of R/WE and
multicultural education must be better considered. At the same
time, along with the issues of race, ethnicity, gender and class
we should consider worldviews and their intersections with
other identities. R/WE should not be seen as separate from mul-
ticultural education or public education more generally. Multi-
cultural education is not a mere collection of practices but a way
of looking at the world based on a certain philosophy. Without
careful self-examination our practices easily concentrate on ‘the
other’, leaving out the issue of how we construct the way from
which we perceive the world.

Currently, worldviews, multiculturalism and education are
usually discussed within the liberal framework. We argue that
liberal multicultural education is not enough for equity or for
an education that aims at recognising multiple worldviews. On
the one hand, research and discussions among the R/WE theo-
rists about education in a pluralist society could be beneficial
for multicultural education. On the other hand, R/WE should
not be considered as separate from the theoretical and practical
issues of multicultural education, nor from the philosophical
basis of education in a pluralist society. At the same time, crit-
ical, postmodern and postcolonial theories can help to recog-
nise the blind liberal assumptions of multicultural education.
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We hope that R/WE together with multicultural educa-
tion could strengthen and deepen children’s ethical and philo-
sophical discussions, broaden their cultural and political con-
sciousness, help to recognise systematic, structurally unequal
treatment of different groups of people and encourage them to
change these discriminatory practices. To work in such a way,
R/WE should turn more towards critical than liberal multicul-
tural education. At the same time, the goals of religious edu-
cation extend beyond instrumental ones. According to Jackson
(1997:159), the key aim is to develop an interpretive under-
standing of the grammar, the language, and wider symbolic
patterns of religious and non-religious worldviews.
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Notes

1 By ‘critical’ we mean both Frankfurt school and Freirean criti-
cal multicultural education, but also postmodern and postcolonial
critique of society and education.

2 Humanism is also present in Lutheranism through Christian
humanism.

3 If people are free to make choices they should be prevented from
using their freedom wrongly. They should be guided to make
good, rational choices and obey reason-based laws (Bauman
1996:6-7). In modern thinking this offers a specific justification to
education as a means to inject reason-based morality to children.
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Interest in citizenship and the role of schools and other edu-
cational institutions in educating for citizenship has multi-
plied since the early 1990s. Research conducted in very dif-
ferent national contexts has shown that governments around
the world re-evaluate education policies and curricula regard-
ing citizenship education, introduce new school subjects and
cross-curricular themes to enhance citizenship, and conse-
quently engage in measuring students’ citizenship compe-
tences. Attention to the questions of citizenship and the appar-
ent desire of states to re-emphasise the importance of citi-
zenship education point to the revaluation of citizenship as a
political institution and an educational objective. These devel-
opments go hand in hand with the re-centralisation of public
education manifested, for instance, in returning to a detailed
national curriculum at the expense of local autonomy.

At the same time, governments employ various steer-
ing mechanisms to test the outcomes of citizenship learn-
ing. National and international surveys rank young people on
scales of activity and passivity and generate quantified infor-
mation on their loyalty to and knowledge about national and
international institutions. The most recent international study
of citizenship education — known as the Civic and Citizenship
Education Study — has been conducted by the International
Association for the Evaluation of Educational Achievement
during the past couple of years and involves a total of 38 coun-
tries from different continents (IEA 2010). The study is funded
by the participant countries, a subsidy from UNESCO — the
United Nations Educational, Scientific and Cultural Organisa-
tion, as well as the European Commission and the Inter-Amer-
ican Development Bank. The involvement of single countries
on a par with organisations of an international and suprana-
tional nature signifies that both national and supranational
interests are at play in the project of citizenship education. I
will return to the role of supranational institutions later, when
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discussing how citizenship education and supranational edu-
cational governance are connected.

In this dissertation, citizenship education refers to the proj-
ects of political and national socialisation within the system
of formal state-controlled schooling. These state-initiated
educational endeavours aim to consolidate the bond between
the citizen and the state, that is, the political apparatus and
the cultural community. Citizenship education is a multidis-
ciplinary subject with contested and extremely varied con-
tent integrated into the school curricula under different titles
(Arthur, Davies & Hahn 2008:6), as well as themes that cut
across different school subjects (ibid., Steiner-Khamsi 2002,
Aapola, Gordon & Lahelma 2003, European Commission
2005). Citizens are also constructed in everyday practices in
schools (Gordon, Kumulainen & Lempidinen 2002, Aapola,
Gordon & Lahelma 2003). The fact that the system of state-
led mass schooling emerged parallel to the formation of the
nation-state as an imperative mechanism of connecting indi-
viduals and states implies that the entire school system is
invested with the duty of raising citizens (Meyer, Ramirez &
Soysal 1992, Aapola, Gordon & Lahelma 2003). This disser-
tation analysed citizenship education on the level of educa-
tion policy with the purpose of understanding how national
and international political changes have influenced this cen-
tral task of formal schooling.

In the so-called older democracies of Western Europe, the
need for more and better citizenship education is framed in
terms of shortage in civic knowledge and inadequate partic-
ipation in political life, evident in decreasing participation
rates in elections and party membership. Simultaneously,
there are calls from the pan-European organisations, the Euro-
pean Union and the Council of Europe, to prepare future gen-
erations for a deeper feeling of European identity. Finally,
with the proliferation of transnational communities, national
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governments are concerned about the national identity and cit-
izenship skills of immigrants, who have previously thought of
themselves as belonging to different political entities, and thus
governments initiate measures in education and other spheres
to guarantee social integration and peaceful coexistence of
diverse people.

Dissatisfaction with political engagement in the West coin-
cided with the third wave of democratisation in the post-Cold
War period. It played a significant role in attracting more inter-
est to citizenship education among the newly democratising
countries of the former Eastern bloc, which strived to promote
among their constituent populations a new political regime
and build domestic and international legitimacy. At the same
time, these new or reconfigured states have employed nation-
alising policies to break old allegiances and to ensure that their
heterogeneous inhabitants identify with and express loyalty to
the new political institutions and the nation.

While it should be borne in mind that these accounts are

inevitably too brief to describe the whole complexity of the
context and could rightly be criticised for relying on a simpli-
fied East—West dichotomy, they nevertheless help us in think-
ing about the larger socio-political developments inextricably
linked to citizenship education and particularly the question
why the political demand for citizenship education, in such
different national contexts, has been so loud in the past cou-
ple of decades. Quoting Rogers Brubaker (2004:365, empha-
sis original), we could hypothesise on the trajectories of these
developments in the following manner:
[W]hile the reorganization of political space in western
Europe has pointed — at least in anticipation — beyond the na-
tion-state, the spectacular post-Cold War reconfiguration of
central and eastern Europe has involved a move back to the
nation-state.

In this dissertation, which analyses the objectives of citi-
zenship education, as well as the arguments employed to jus-
tify the proposed objectives from the middle of the 1980s
onwards, citizenship education is examined in relation to
and as a manifestation of the complex changes occurring in
the state. In other words and related to what has been previ-
ously said, citizenship education policies are perceived as a
strategic research site for analysing processes of a more gen-
eral interest, that is, whether changes in citizenship education
show any signs of Finland moving beyond the nation-state,
and Russia moving toward the nation-state. Here, we never-
theless need to be cautious not to treat Finland as epitomis-
ing developments in the wider Western Europe and Russia as
an illustration of the state of affairs among the former Soviet
and Eastern European countries. As I try to explicate carefully
in my work, Finland and Russia encompass unique historical
legacies and political structures, which means that we should
be careful when attempting to generalise beyond the exam-
ined cases (Piattoeva 2010d). For instance Russia, in Richard
Sakwa’s (2008:39) words, has been “more subsumed” into the
Soviet identity than other Soviet republics, leading to confu-
sion between Russia and the Soviet Union. Also, the emer-
gence of Russia as a successor of the Soviet state makes her
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case quite different from the rest of the former Soviet repub-
lics. (See Brubaker 1994, Kuzio 2001).

The dissertation draws on the analytical categories of
empire-state and nation-state in order to analyse the state leg-
acies of Russia and Finland respectively (Piattoeva 2009,
Piattoeva 2010d). Whereas the examined countries represent
two different state models and socio-political traditions, they
are faced with a dilemma of a similar nature, that is, how to
maintain national cohesion and state legitimacy unsettled by
changes in the national and international environment. Forg-
ing stability, peace and legitimacy amidst internal diversity
constitutes some of the main functions of any state, however,
states rely on various strategies to handle this complex task.
As the dissertation argues, citizenship education is far from a
neutral pedagogical enterprise. On the contrary, it is utilised
as a means to legitimise and maintain state power unsettled in
periods of political change. Due to their embeddedness in dif-
ferent state traditions, Russia and Finland have adopted oppo-
site strategies of integration of their constituent populations
into a political community, evident in how differently they
have construed the relationship between nationality and cit-
izenship. To put it in plain terms, Russia has inherited a seri-
ous divorce between citizenship and nationality, as well as the
state and the nation, which hinders the process of post-Soviet
reconstruction. Finland, on the contrary, epitomises a nation-
state where citizenship and nationality, state and nation, have
been historically knitted together. The relationship between
nationality and citizenship is found crucial in explaining the
modifications occurring in citizenship education policies.

In addition to its centrality in citizenship studies, the con-
cept of state is important from the perspective of the disci-
pline of comparative education, to which this dissertation is
anchored. The field of comparative education is genealogi-
cally related to the state, as it developed parallel to the rise of
national education systems coined by centralising states (Noah
& Eckstein 1969 in Green 2003:83). In consequence, the state
has been a central interpretative lens in comparative educa-
tion when it came to understanding the functioning of public
education across countries (Piattoeva 2010c). With the rise of
supranational educational governance, comparative education
researchers have increasingly engaged in the debate of how
to transcend state-centric epistemologies, which have, surpris-
ingly enough, largely taken the state for granted. Recent dis-
cussions in the field call for a proper contextualisation of the
state and argue that the state is in need of explanation rather
than a silent part of the explanation itself (Dale & Robertson
2009).

National education systems are gradually integrated into
the complex web of supranational and transnational educa-
tional governance, with international organisations, such as
the OECD, the World Bank, UNESCO and the EU, function-
ing as “standard-setting instruments” for the national educa-
tion policies (McNeely 1995). Following this tendency, citi-
zenship education, too, has turned into a persistent theme in
supranational policy-making, which is clear from the numer-
ous supranational policy interventions suggesting uniform
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curricular contents and the earlier mentioned cross-national
studies of learning outcomes. These developments are taken
as a sign of the extension of supranational educational gov-
ernance to goals and values in the area of national education
fundamental for the survival of the state itself. From a his-
torical perspective, this constitutes an unprecedented devel-
opment.

In order to acknowledge the intertwinement of national
policies and supranational policy-making, this dissertation has
examined the citizenship education agenda of two large-scale
organisations, the globally functioning UNESCO and the pan-
European Council of Europe (Piattoeva 2010a & 2010d). Rus-
sia and Finland are member-states of these organisations and
references to their work can be found in their national pol-
icy documents. The dissertation analysed citizenship educa-
tion policies promoted by the two organisations and compared
them with the national citizenship education policies. By doing
so, the dissertation sought to explore whether the contents of
citizenship education as well as the role of the state as a reg-
ulator of education policies are changing. After all, the work
of supranational actors is often argued to adhere to a different
model of education and to promote a new universal vocabu-
lary of what education is and how it should be achieved, and to
simultaneously seek to further diminish national control over
the education system.

Looking at national policies from the perspective of supra-
national educational governance brings into discussion the
question of whether particular states at particular historical
junctures would be more susceptible to the supranational poli-
cies than other states or the same state at a different moment.
For instance, would a reconfigured and in many respects weak-
ened country like Russia show more readiness to adapt to the
supranational agenda in order to boost its international legit-
imacy, or would it, on the contrary, refrain from these poli-
cies and, instead, promote a strictly national orientation? The
dissertation has shown that this is not an either or question.
Rather, both Finland and Russia try to balance national pre-
rogatives with the expectations of the international community.

The analysis of the Council of Europe and UNESCO
revealed that there is no one modality of citizenship educa-
tion embraced by the supranational actors (Piattoeva 2010a).
In other words, it is too early to claim that the two actors have
developed a citizenship education agenda that is systemati-
cally different from what states have previously been engaged
in to facilitate national integration and legitimacy of state rule.
Their agenda could rather be called inconsistent. On the one
hand, it promotes the post-nationalisation of citizenship edu-
cation by stating that citizenship is a multi-layered concept,
which extends to the local, national, regional and global lev-
els. Also, it advances participation, critical scrutiny of and
even action against the state. Council of Europe and UNESCO
documents detach the concept of rights from the national pol-
ity and enhance a set of universal values, such as peace, tol-
erance, global solidarity, democracy and justice, against the
particularistic values which emphasise the uniqueness of each
nation. On the other hand, the examined organisations demon-
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strate a somewhat surprising repetition of the traditional citi-
zenship rhetoric, for instance, in linking society narrowly to
the territorially demarcated nation-state. Also, the two organi-
sations insist on the key role of national governments in imple-
menting citizenship education and therefore still posit the state
as a central player in education policy and practice. Thus, it is
too early to claim that the emergence of supranational educa-
tional governance implies an epitaph to the state.

The Russian case exemplified convergence with the post-
national citizenship education rhetoric only during the first
half of the 1990s, when the new country leaders paid no seri-
ous attention to regenerating national cohesion and building
an all-embracing national identity. In this period, preference
was given to the de-legitimation of the Soviet-type of politi-
cal education, and slightly later to the development of citizen-
ship education policies stressing citizens’ rights, knowledge of
the legislation and lawful conduct for the purpose of building
a constitutional state. In terms of national identity, the author-
ities advocated a vague category of universal human values
and encouraged the re-consolidation of sub-state national
identities. Toward the end of the 1990s, the contents of citi-
zenship education policies shifted radically. The state has re-
emphasised its leading role in defining citizenship education
policies with the main objective to craft citizens’ loyalty to
the Russian state. (Piattoeva 2005, 2009 & 2010b, Janmaat &
Piattoeva 2007).

Compared to the late 1980s, when citizenship education in
Finland was premised on the idea that the vitality of the Finn-
ish nation is invariably linked to the sovereignty of the Finnish
state, the latest curricula documents stress national culture as
the prime source of national integrity. In its return to a predom-
inantly cultural understanding of the nation, Finland exempli-
fies the debundling of the state and the nation, and national-
ity and citizenship. This transformation is a necessary step to
secure Finland’s national being in a globalising world, which
transforms and weakens state sovereignty, without putting the
legitimacy of the Finnish nation into question. The decoupling
of nationality and citizenship opens up the possibility for a
multilayered conceptualisation of both citizenship and nation-
hood. However, the national still constitutes the core, with the
sub- and supra-national layers as additional ingredients of the
emerging citizenship recipe. (Piattoeva 2009).

Despite major differences in their historical and current
socio-political contexts, Russia and Finland continue to attach
strong value to national identity and national citizenship.
However, whereas Russia, since the late 1990s, has moved in
the direction of a closer bond between the nation and the state,
which precludes any possibility for a multilayered conception
of citizenship, Finland has forsaken a previously strong link
between the state and the nation and seems to be strengthening
its cultural identity in peaceful alliance with Europeanness.

Finally, I want to end this lecture with a follow-up question
concerning the meaning and consequences of changes in the
citizenship education policies and arguments pinpointed by
the dissertation. My question is to what extent Finnish cultural
citizenship and Russian patriotic citizenship could be inter-
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preted as signs of the ongoing de-politisation of citizenship.
In other words, are these re-definitions further detached from
the original meaning of the term as it first emerged in Ancient
Athens? In this historical context, citizenship implied, first
and foremost, critical deliberation and active and direct par-
ticipation in the decision-making process, while unity among
citizens was guaranteed by their common support for a set of
democratic political virtues. By the same token, state insti-
tutions were legitimate only as long as their decisions corre-
sponded to the decisions made by the citizens. As politics is
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Sakaranaho, Tuula (2006) Review of Religious Freedom, Multiculturalism, Islam:
Cross-Reading Finland and Ireland, Muslim Minority Series, Brill: Leiden. 468 pp.

These are heady days for those of us who study the presence
of Muslim minorities in Europe. The securitisation of the sub-
ject area has obvious drawbacks and risks for serious schol-
ars who have quietly and thoroughly produced high standard
field research over the last three decades, but it also provides
the opportunity for a proliferation in the literature unimagined
by the pioneers of the study. As new disciplines enter the fray,
old ones are rejuvenated by the re-emergence of religion into
the public space of Western European states. Although by no
means a complete analysis of the causes of religion’s return
to secularised public spaces, it has to be acknowledged that
the spotlight on migrants and their mobilisation of religion as
a powerful resource in settlement, and in particular, the con-
troversies concerning Muslim minorities, has been a powerful
contributor. The re-emergence of religion in civic public space
seems to have caught sociologists of religion seduced by sec-
ularisation theory by surprise, somewhat similar to the rise of
new religious movements in the 1960s and 1970s. So when the
author of this book states that the ‘sociologists of religion have
long ignored the study of religion in the process of migra-
tion’ (p. 5) and political scientists, although more responsive
to studying European Islam, have emphasised religion as ‘an
ideological and political matter’ (p. 5), she unfortunately over-
looks the long involvement of scholars in the study of religion
in the field of the transmigration of beliefs and practices from
one place to another.

In exploring multiculturalism and issues of religious free-
dom issues from the perspective of Muslim communities in
Ireland and Finland the author moves away from the socio-
logical concerns of the last decades of the twentieth century
which focused on the relationship between ethnicity and reli-
gion, to the new concerns of the twenty-first century which
revolve around religious belonging and citizenship. These are
concerns not only for policy makers and those whose interests
are public security and the well-being of society, but they are
also highly significant in the identity formation quests of Mus-
lim minorities themselves. Tuula Sakaranaho correctly iden-
tifies these two concerns when she puts forward two ques-
tions respectively positioned from the host community and the
Muslim minorities. The first asks, to what degree are Muslims
prepared to follow the rules, norms and values prevalent in the
wider society, and the second, how effectively can Muslims be
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accepted as members of the wider society without losing any-
thing fundamental to their existence as a religious minority
(p- 15). These two questions bring the readers into the hotly
contested arena of integration of migrant minorities, and the
author is fully aware of the range of debates that divide pol-
icy makers and their publics concerning ‘assimilation’ and
’integration’. Drawing upon her experience of shared cultural
awareness of Finland and Ireland (through birth and marriage)
she provides a very detailed comparison of these two coun-
tries, their religious histories, political structures and encoun-
ters with migration. Having achieved this, she shows how
fledgling Muslim communities have established themselves in
the two countries and how their experiences of settlement are
affected by the civic histories and the role of religion in each
state. It is this careful analysis that is the book’s main strength
and contribution to the field, but it also provides a useful exer-
cise in comparing two states which are relative newcomers to
the experience of hosting Muslim communities. These case
studies help to complete the picture of Muslim minority pres-
ence in Western Europe.

In focusing on religious differences (predominantly Roman
Catholic in one nation and Lutheran Protestant in another),
the relations between religion and state, education, and how
each state engages with the issue of religious freedom, the
author is able to provide a nuanced analysis of the impact of
national variations and diverse historical developments on the
arrival of new religious minorities. In the first, she is able to
show how religion has been a major player in the develop-
ment of the discourses around ‘Finnishness’ or *Irishness’, but
also how the perceptions of the role of religion in private and
public life, and growing globalised awareness of multi-religi-
osity and multiculturalism have pressured Western European
democracies to seriously consider the minimum criteria for
religious freedom. Universal criteria developed by the United
Nations have to be negotiated by individual states to suit their
unique political and cultural histories and framed in national
law. The author explores how this is contextualised specifi-
cally with Muslims in mind. The issue of religious freedom
and relations between state and religion are sharp around the
provision of education, but the author is rightly aware that it is
not only states that are concerned with education and school-
ing of children, but that religious communities too consider it
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imperative to provide religious education and perceive it as
a vital part of creating infrastructures for the continuation of
religious practice in diaspora. However, Muslim migrant com-
munities have to understand that thus cannot be achieved in
isolation from intense and contested debates around socialisa-
tion, core values, religious freedom, and social harmony that
have often been hotly debated in the centuries preceding the
arrival of the newcomers. The story of Finland and Ireland in
this context is very different and can hinder and assist fledg-
ling Muslim presences in different ways.

The structure of the book follows the lines of its main
themes. Chapter One provides the general framework of the
study and focuses on how religious memory is preserved, for-
mulated and transmitted in an increasingly secularised West-
ern Europe, particularly in Finland and Ireland. Chapter Two
explores the issue of religious freedom, specifically with Mus-
lims in mind, whilst Chapters Three and Four zero in on reli-
gious freedom in the context of a comparison between Finland
and Ireland. Chapters Five, Six and Seven investigate how
Muslims have organised themselves in Europe through a con-
scious strategy of identification with Islam, and the final chap-
ters deal with the options available to Muslims with regard
to schooling in Europe, with a detailed exploration of Ireland
and Finland. I have a minor quibble with the structure arrived
at here. This is a large book that covers considerable ground
and I would have preferred to move from the general (the
arrival and establishment of Muslims in Europe) to the par-
ticular (burrowing down into the Irish and Finnish compari-
sons). On the other hand, the distinct and separate chapters
dealing respectively with the settlement of Muslims in West-

....................................................................................

ern Europe, religious education and religious freedom provide
distinctive and separate contributions for scholars more inter-
ested in these specific topics.

The final theme to be addressed in the book is the relative
merits of ‘positive religious freedom’ versus ‘negative reli-
gious freedom’. These are defined as the right to believe and
act according to one’s faith, and the right to not be religious or
take part in religious activities (p. 91). These respective posi-
tions are not straightforward. Although nation states and dom-
inant churches have focused on positive religious freedom, the
arguments become much more complex when both intra- and
inter- religious relations are brought into play within increas-
ingly pluralistic societies. Christian or Muslim minorities may
well demand the right to opt out of dominant religious activ-
ities and bring in new forms of belonging that may well ally
themselves with each other rather than with dominant forms
of their own faith. This is a valid arena for future study and the
book finishes with a plea for more emphasis on negative reli-
gious freedom in future research.

All in all, this is a valuable comparative contribution to the
study of Muslim minorities in Europe and one that explores
religious freedom, multiculturalism and religious pluralism
through the lens of examining two nations that are themselves
on the fringes of Europe’s borders.

Ron Geaves
Professor of Comparative Study of Religions
Liverpool Hope University
geavesr@hope.ac.uk

Papadopoulou-Kourkoula, Aspasia (2008) Transit Migration: The Missing Link
Between Emigration and Settlement, Migration, Minorities and Citizenship Series, New

York: Palgrave MacMillan. 224 pp.

In this book, Aspasia Papadopoulou-Kourkoula studies the
manifestly important and interesting, yet largely unexamined
subject of transit migration. By transit migration she refers to
“the situation between emigration and settlement that is char-
acterised by indefinite migrant stay, legal or illegal, and may
or may not develop into further migration depending on a
series of structural and individual factors”.

According to the author, she studies transit migration out-
side and inside European borders as well as its impact on states
and people. Her ambitious goal is to study the phenomenon
both top-down and bottom-up, and furthermore the interac-
tion between the two. Her research questions therefore cover
the policy challenges transit migration poses for the European
Union and especially three of its border regions, as well as
factors affecting transit migrants’ decision-making, experi-
ences and feelings.
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The research material includes background research on
the three selected border areas during three years, fieldwork
in Greece in 2001-2003, in-depth interviews of 50 Kurds in
Athens, and semi-structured interviews of 20 policymakers.
In addition, the author states that she has worked in North
Africa for the United Nations High Commissioner for Ref-
ugees in 2005. However, the author does not describe the
research methods used to analyse what is obviously an exten-
sive amount of data. When presenting the research materials,
discourse analysis is mentioned once, but its use does not get
support from the reported analysis and results.

The book has a clear structure. Between the introduction
covering the aim, central concepts and research questions
of the study, and the conclusions bringing together the main
points of the study, there are five chapters, each of which deals
with clearly defined subject matter. The second chapter exam-
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ines the agenda and strategies the European Union has chosen
to control irregular migration. Chapters Three, Five and Six
contain analysis of transit migration in the three border areas
crucial to the European Union: Greece, the North African
countries, and Eastern Europe and the former Soviet repub-
lics. Chapter Four takes a closer look at migrants and their
own descriptions of being in transit.

The book includes several important and no doubt authen-
tic statements, even though they do not always seem to result
from a systematic scientific analysis but be based more on
the author’s rich personal experience and knowledge about
the subject. The author states that transit migration is a pro-
cess, the course and outcome of which depends on a number
of structural and individual factors. Besides social and policy
structures, policy frameworks and decisions, transit migration
is characterised by the individuals’ own life situations, emo-
tions and preferences. What makes it a difficult phenomenon
to predict, control and manage for politicians and authorities
is the fact that it cuts across various migrant categories and
rarely follows set plans.

At the European Union level, control and management of
transit migration seem to face similar problems as nearly all
decision-making in the Union. According to the author, transit
migration could be addressed and prevented more efficiently
by sharing the burden: sharing policies, resources and costs, as
well as the number of beneficiaries. But as long as the mem-
ber states find no consensus, it is the weakest member states
— in the case of transit migration the EU border countries and
neighbours — that carry the responsibility and pay the price.

This has been the case also in each of the three border areas
examined by the author. The countries in question, already
facing severe economic and social problems, also have weak
and inefficient state policies and are completely unprepared
to host migrants, are receiving the greatest number of transit
migrants. These countries may be willing and able to provide
migrants temporary relief but aim to prevent their permanent
settlement and discourage further arrivals. Migrants, who read
the game, prefer to remain undocumented and work illegally
in order to be able to seek asylum elsewhere. Insecurity, poor
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living conditions and the inability to make a living push peo-
ple to take part, for example, in smuggling, prostitution, ille-
gal domestic work, and the drug trade.

The book includes some well-chosen examples describing
the harsh paradoxicality of transit situations, in which politics
and individual lives meet. For example, states may be both
unwilling and unable to solve disagreements related to rescu-
ing a boat situated outside territorial waters. Disagreements
may lead to migrants being stuck at sea for hours or days,
because rescuing them might lead to further responsibilities.
This was for instance the case in June 2007, when migrants
clung for three days onto a tuna net in the Mediterranean as a
result of a disagreement between Libya and Malta.

The scope of the book is ambitiously broad. In its efforts
to cover both top-down and bottom-up perspectives it ends up
remaining too general and lacking explication. The treatment
of numerous research interests and materials lacks system-
atic and deep analysis that might have produced better tools
and ideas for unpacking political and individual processes.
Instead, the book settles for describing things at different lev-
els, and even the migrants’ complicated life situations have
been shortened into lists of factors. The reader keeps wonder-
ing what the interpretations are based on, why things turned
out as described, and whose interests have won or lost. Judg-
ing from the few examples that are presented, the interviews
with the migrants themselves contained plenty of rich research
material that now goes largely unused.

Eventually, the book leaves even a cynical reader to won-
der at the state of things when huge international organisations
spend tremendous amounts of time and money trying to fig-
ure out efficient ways to prevent people from moving — peo-
ple whose only sins are poverty and trying to make a living.

Ulla Buchert
Rehabilitation Foundation
Centre for Rehabilitation Research and Development
Helsinki, Finland
ulla.buchert@kuntoutussaatio.fi

Keskinen, Suvi, Tuori, Salla, Irni, Sari & Mulinari, Diana (eds.) (2009)
Complying with Colonialism: Gender, Race and Ethnicity in the Nordic Region, Surrey:

Ashgate. 288 pp.

Discussions of neocolonialism have generally circumnavi-
gated the terrain between the imagined nations of perpetra-
tors and victims. Imperial cartography continues to provide
the playing field of ‘centre’ and ‘periphery’ on which the con-
versations are staged, and meander. The complex legacies of
remembering and forgetting are often focused on central trau-
matic narratives (largely told in the English language), which
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are embodied, denied and re-enacted in multifarious forms.
Thus, the infamous Angola plantation in Louisiana, for exam-
ple, notorious for its cruelty to enslaved Africans in the 19th
century, seamlessly transforms into the site of the largest max-
imum-security prison in the United States where shackled
African-Americans serve such long sentences that 85 % are
estimated to remain there for the entirety of their lives. Such
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genealogies of domination — and their concomitant corporeal
and ideological forms — tend to follow a well-trodden geogra-
phy. Complying with Colonialism: Gender, Race and Ethnic-
ity in the Nordic Region therefore comes as a welcome addi-
tion to discussions of neo-colonialism, for its fresh new per-
spectives and location.

Taking the complex relationship between domination and
complicity as the core dynamic to be explored in terms of con-
temporary racialised relations in the North, the chapters in this
edited volume take up many issues from the representation
of Africans in Swedish textbooks to the hiring of maids by
Nordic expatriates in Kenya to Danish nationalism in schools,
and neocolonial performances in 21st century Finnish candy
advertisements. Each author provides an interesting snapshot
of issues rarely discussed in English-language literature.

The book is arranged into three sections spanning arenas
from globalisation to the national welfare state to the private
realm. There are 15 different chapters and all of the Nordic
countries (except Iceland) seem to be represented. As only one
author self-identified as a trans-national adoptee, it is impos-
sible to know how many of the authors have a migrant back-
ground. The factor of a migrant background is significant sim-
ply with regard to how an author may position herself in rela-
tion to the subject of complicity, colonialism and belonging.

As a former resident of Finland for over 20 years, I read
this book through insider/outsider lenses. On the one hand, I
believe that Complying with Colonialism raises many impor-
tant issues that the English-language dominated centre-periph-
ery focus often ignores. On the other hand, I find myself long-
ing for a more truly inclusive conversation on issues regarding
the embodiment of complex colonial histories and contempo-
rary migrant realities in the Nordic countries. Nonetheless, it
is clear that this volume comes as a significant contribution to
the diversity of interdisciplinary literature exploring the intri-
cacies of transnational lived histories in different settings.

The book opens with a strong chapter on Nordic neocolo-
nialism and complicity, and the duality of Nordic countries as
European subjects and subjected to Europeans, by Ulla Vuo-
rela, a Finnish anthropology professor who has conducted
extensive ethnographic studies in East Africa. She underlines
the complexity of complicity with European colonial relations
in the development of Nordic academic knowledge, focusing
on a discussion of the emergence of anthropology as an aca-
demic discipline in Finland. She further considers the shaping
of development cooperation, and the imagination of Nordic
‘outsiders’ in the contemporary European Union. The range of
references demonstrates how prismatic hegemonic relations
can be.

Mai Palmberg’s article on The Nordic Colonial Mind pro-
vides a useful bridge to the other two sections of the book.
Many English-speaking readers may not be familiar with the
history of Nordic welfare state ideology, specifically in terms
of the notion of solidarity. Solidarity has been a cornerstone
of Nordic values both in regard to the construction of wel-
fare states and in development cooperation. Nordic coun-
tries’ strong support for the African National Congress (ANC)
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and South West Africa People’s Organization (SWAPO), for
example, is a largely unknown story. As Palmberg notes, the
funding of these liberation organisations by the Nordic coun-
tries exceeded that given to the Eastern Bloc and was certainly
decisive in bringing down the walls of apartheid. I can count
a number of my fellow students from my days at the Univer-
sity of Tampere in Finland as prominent leaders in a liberated
Namibia and South Africa. Nordic peace institutes, moreover,
have been world-renowned centres of study on the dangers of
militarism. Solidarity has thus meant standing together with
the most vulnerable both domestically and internationally. At
the same time, as Palmberg points out, an undertow of colonial
racialised images and mentalities has reigned throughout the
Nordic region, undermining the achievement of true solidarity
with others. Here Palmberg problematises the notion of Nor-
dic exceptionalism, a concept that implies that Nordic coun-
tries have remained outside of the dirty business of empire
building. Delineating a brief history of Nordic benefit from
the slave trade and contributions to race biology, Palmberg’s
chapter makes for a thought-provoking view into many areas
often unexplored in the recesses of Nordic welfare states.

One of the things that make this book unique, when sit-
uated in the English-speaking world, is the centrality of the
welfare state as a social construct. Unlike the United States (or
many other western countries with high numbers of migrants
and insufficient, fragmented state intervention), where hostile
police or unscrupulous employers are often the first contact
newcomers have with the host society, the first and often most
significant contacts that migrants have in Nordic societies are
with workers at social welfare agencies. This often places
social workers in the uncomfortable position of being both
gatekeeper and advocate. The Janus face of the welfare state
as both carer and controller emerges very well in the chapters
in this section of the book.

Several chapters deal with different aspects of how
migrants (specifically women) are constructed through vari-
ous discourses (such as project plans, guidebooks, etc). These
articles turn the spotlight on Nordic society and how it con-
structs migrants in the mould of its institutions, such as the
nuclear family and heteronormativity. These are very topical
issues in the context of the threatened deportation from Fin-
land of migrant grandmothers on the grounds that their rela-
tion to their family is not considered direct enough to merit
residency status.

Several of the chapters problematise Nordic notions of gen-
der equality within the parameters of social policy and social
welfare. Chia-Ling Yang’s ethnography of a Swedish Kvinno-
folkhégskolan, a feminist education centre for adult women,
demonstrates how migrants are often constructed as polar
opposites to the enlightened populace of the Nordic region.
Her detailed discussion shows how she grew to understand
many of the underlying neocolonial ideologies that have con-
structed views of migrant men as inevitably patriarchal and
migrant women as passive victims. Such views have impor-
tant social policy implications, as Suvi Keskinen’s analysis
of the discourse surrounding honour-related killings amongst
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migrants in Finland demonstrates. Keskinen provides an inci-
sive view on how policies and practices which construct
migrant communities, particularly those adhering to Islam, as
fundamentally backward and violent requiring greater control
by social welfare officials. The difference between the moral
panic with which honour killings are met and the seemingly
pedestrian attitudes towards the highly prevalent intimate part-
ner violence in Finland always struck me when I lived there.

One of the strongest and most intriguing offerings in the
text is the chapter on Swedish adoption by Tobias Hubine-
tte and Carina Tigervall which provides a fascinating glimpse
into a little-known history in the English-speaking world. It is
not widely known that Sweden has one of the proportionally
largest populations of transnational adoptees, often for specif-
ically social justice reasons. By showing the micro-physics of
race and phenotype in everyday bodily interactions, Hubine-
tte and Tigervall open a view into a very different context of
adoption and the experience of being racialised. The quota-
tions from various autobiographical texts add strength to the
analysis and give the English-speaking reader an opportunity
to hear the voices of adoptees for perhaps the first time.

All in all, Complying with Colonialism: Gender, Race and
Ethnicity in the Nordic Region is a fascinating and multi-fac-
eted read. The chapters by Leena-Maija Rossi on racialised
commercial images and Laura Huttunen’s focus on the signif-
icance of the Bosnian diaspora in Northern Europe also offer
original turns in the discussion on neocolonialism and com-
plicity. This timely volume is a first step towards problema-
tising the racialised origins of Nordic welfare states. It pres-
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ents a nuanced view of the many issues involved in consider-
ing questions of migration and globalisation on international,
national and inter-personal levels.

Yet, it would be important to see future volumes including
the voices of migrants and men. The current — rather closed
— discourse on migration studies, which includes few voices
of actual migrants in Nordic societies, needs to be challenged
also by those privileged enough to enter the discourse. The
recent resignation of Iranian-born Finnish director Alexis
Kouros from the Arts Council of Finland in protest of being
the only ethnic minority nominated to the multicultural arts
committee is emblematic of the contemporary atmosphere of
multiculturalism, which tends to promote style over the hard
work of contested inclusion.

It should not, however, be the sole responsibility of eth-
nic minorities to fight for inclusion. Here the responsibility of
researchers and citizens is clear to act in true solidarity with
those excluded from sharing their knowledge and viewpoints
on issues in multicultural Nordic societies. Complying with
Colonialism: Gender, Race and Ethnicity in the Nordic Region
courageously throws the door open on considering relations of
complicity in neocolonial domination. The real challenge is to
take the next step and open the knowledge-creating roles to
those constructed as Other and so often excluded.

Kris Clarke, Ph.D
California State University Fresno, USA
kclarke@csufresno.edu

Foner, Nancy (2005) /n a New Land: A Comparative View of Immigration. New York
and London: New York University Press. 336 pp.

In a New Land: A Comparative View of Immigration focuses
on the comparative analysis of recent immigration to Amer-
ica and Europe. At the core of Nancy Foner’s book one finds
detailed, specific and qualitative comparisons “across time and
space”, based on novel insights “into the nature and impact
of the new wave of immigration to the United States” (p. 1).
Three types of comparisons within North American migrant
groups constitute the major “props” for this academic enter-
prise: migrants across cities or regions, across nation-states,
and across different time periods. While the relevance of geo-
graphic criteria may seem obvious, the significance of the his-
torical gauge should be explained: the author is interested in
the way “race has been socially constructed among immi-
grants in different eras” (p. 11). The main themes developed
in the work of comparative evaluation, and considered central
to the comprehension of the migration processes, are: race and
ethnicity, gender, and transnational connections.
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The book puts side by side the Latin Americans, Asians,
and Caribbeans recently arrived in New York City, the “base-
line” of all sociological/anthropological evaluations, and for-
mer Eastern and Southern European immigrants of a century
ago, as well as other current major U.S. “receiving cities”.
Thus, for instance, the West Indians’ experiences in New York
City are compared with those of their London cousins. Pres-
ent and past United States immigration is matched up with its
Western European counterpart.

The author’s research is both directly experiential, via eth-
nographic field study, and bibliographical. The ensuing work
is rich in interpretative syntheses based on personal observa-
tions and a large range of historical, as well as ethnographic,
sources. Foner also uses statistical material provided by other
researchers and governmental institutions. However, her orig-
inal contribution consists of the scientifically creative effort of
bringing together “myriad monographs and studies” on immi-
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grant groups from a great variety of locations in order to sub-
ject them to a thorough comparative examination and draw
original conclusions that, in some cases, modify previous the-
oretical perspectives.

Here is a quick inventory of the topics extensively tackled
in the book: a comparison between past (i.e. 1880—1920) and
present (i.e. “past few decades”) New York City immigra-
tion that includes a racial/ethnic discussion of the two immi-
gration eras and the temporal process of the cultural adjust-
ment of Jews and Italians as “racial insiders”; the “new racial
order” created by the massive African-American immigra-
tion to New York City; the upshots of the transnational con-
nections of first and second generation immigrant New York-
ers inside these communities; the influence of occupational
changes on the present life of the same groups; the post-
WWI West Indians’ racial self-perceptions, assimilation pro-
cess and other decisive contextual migration specifics (e.g.
urban labour market, migration timing, nature of the welfare
state, legal framework) in London and New York; the work
and family lives of Jamaican migrant women in the two cities

in terms of economic opportunities, gender divisions in the
labour market, gender roles in the household and the status
of “transnational motherhood”; New York exceptionalism,
entailing a discussion of that city’s perceptions of race and
ethnicity and their impact on inter-group relations; past popu-
lar myths about immigrants on both sides of the Atlantic; the
importance of the North American legacy of slavery and seg-
regation in shaping responses to immigration and the schol-
arly assessment of new arrivals.

Nancy Foner’s book brings an innovative contribution to
the domain of academic comparative ethnography, especially
by foregrounding the very diverse aspects of recent immigra-
tion to Europe and the United States that come out through
the evaluative analysis of different time periods and loca-
tions. Her work reveals contemporary aspects of the subtle
social forces at work in shaping immigration nowadays.

Mihai Mindra
University of Bucharest

mihai_mindra@yahoo.com

Grillo, Ralph (ed.) (2008) The Family in Question. Immigrant and Ethnic Minorities in
Multicultural Europe. IMISCOE Research, Amsterdam: Amsterdam University Press. 312 pp.

Family is among the most politicised topics related to immi-
gration and migrants in contemporary Europe. Partly this
reflects the fact that marriage migration and family reunifica-
tion have become the most common legitimate justifications
for entry to many European countries. Another reason for the
politicisation of ‘the migrant family’ is a result of the gen-
der relations embedded in the family forms of some migrants.
The migrant family is often problematised, even demonised,
seen as a source of women’s oppression, so-called honour vio-
lence, and poor reproductive health, to mention a few. The
volume edited by Ralph Grillo brings together new qualitative
research related to the topic in order to shed more light on this
contested terrain. We also read analyses of various thinkers
and writers on migrants and the family, for example an analy-
sis of the views of Ayaan Hirsi Ali and several Nordic politi-
cians, activists and scholars.

In the Preface, Grillo firmly grounds the discussion on ‘the
migrant family’ more generally within the debates on immi-
gration policies and controversies related to multiculturalism.
He shows the need to take both internal and ‘external’ (out-
sider) perspectives on migrant families, even if acknowledg-
ing that such simplistic dichotomies should not be allowed to
prevent seeing their interlinkages. The essays cover a wide
geographical area from the Mediterranean to Nordic countries
and Australia, thematically dealing with immigration poli-
cies, marriage and migration, transnational kinship, cultures
of care, and female circumcision.
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One of the major messages of this collection of essays is
that in order to understand migrants’ way of thinking about
the family and familial practices, we have to pay attention to
their constant alternation between external and internal iden-
tifications. Many of the migrants’ strong convictions regard-
ing their ‘own’ families are reactions to general opinions and
media coverage of families among migrants and ethnic minor-
ities. This comes through very clearly in the case of Muslim
migrants in Austria, as described by Anna Stepien: the inten-
sity of the ‘dream of family’ is intelligible through the public
dichotomy between traditional and modern, individual and col-
lective, that Muslim migrants have themselves adopted to con-
struct an idealised image of their largely missing families. Ide-
alising the family and ‘immoralising’ the family system in the
host country may turn into part of the migration experience.

Some of the most fervent critics of migrants’ family prac-
tices particularly in terms of gender relations are migrants
themselves, the most well-known being Ayaan Hirsi Ali.
Migrant intellectuals pose a particularly challenging dilemma
to ‘majority’ scholars of migration and multiculturalism.
Brushing aside the migrant intellectual’s viewpoints feels
uncomfortably like a manifestation of hegemony: ‘majority’
intellectuals appear to be controlling the debate and deter-
mining what is good for the minority and what the acceptable
minority view should be. The most controversial viewpoint in
Hirsi Ali’s thinking is her insight that Muslim migrants’ prob-
lems in the Netherlands are due to their cultural background



FINNISH JOURNAL OF ETHNICITY AND MIGRATION VOL. 5, NO. 3/2010

........................................................................................................................................................................

which she unproblematically merges with religious iden-
tity. The main shortcoming in her analysis, according to Erik
Snel and Femke Stock, is culturalism or cultural essential-
ism. This the authors see as stigmatising immigrant communi-
ties: “Instead of promoting immigrant integration into the host
society, the new discourse stresses and creates the differences
between migrants and the dominant society” (p. 128; empha-
sis original).

This excellently edited volume includes also contribu-
tions that are based on a different theoretical frame of refer-
ence than Snel’s and Stock’s constructionist-oriented analysis
which entails that discourse creates social difference (and in
this case, differences in family practices or gender relations).
Roger Ballard in his essay explains how the lineage-oriented,
obligation-centred corporate family structure contrasts with
the rights-centred conjugal family orientation found in social
realities of many Euro-American societies. This contrast inev-
itably leads to a heightened risk of so-called honour violence
if the young, particularly daughters, happen not to be willing
to follow the obligation-centred model that the position of,
say, South Asian migrants in Britain depends on. Ballard does
not represent a simplistic realist image of difference based on
mere cultural residue of pre-migration social practices; on the
contrary, he points out that the cultivated corporate family
structures are an adaptive strategy, a coping mechanism in a
largely hostile and racist environment. However, the tendency
to so-called honour violence among some migrant families is
not created by discourse or representation but by contextu-
alised and situated pressures on social organisation.

The rather ‘traditional’ anthropological approach mani-
fested in Ballard’s essay appears sobering. It reminds us of the
need to study the actual social relationships and not only dis-
cursive manifestations, media representations and immigrant
policies in order to understand what goes on in migrant fam-
ilies. Ballard makes the reader realise the possibility of rad-
ical alterity, even while paying homage to the need to con-
sider change and variability and the processual nature of cre-
ating and maintaining difference. Family practices may differ
also because of their own social logic, irrespective of public
discourse. This volume’s greatest strength lies in the articles
that contribute to our empirical understanding of how migrant
families create meaningful family life in the midst of restric-
tive public attitudes towards their families.

Many of the taken-for-granted ideas concerning dominant
masculinities among some migrant populations are qualified
by taking a closer, empirical look. A good example of this is
the contrast between two notable South Asian ethnic groups in
Britain examined by Ballard: on one hand Hindus and Sikhs
and on the other hand Pakistani Muslims. Although they share
some important features in terms of cultural background and
reception in British society, we can find some crucial dif-
ferences in the ways their marriage practices affect migra-
tory models. The practice of cousin marriage among Paki-
stanis makes corporate families highly dependent on the over-
seas kin group and encourages arranged marriages within kin,
while Sikhs’ and Hindus’ kin exogamy and caste endogamy
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make marriage circles much more flexible and variable, with-
out encouraging marriage migration from the country of origin
compared with Muslims from the same area. Also Susana Bas-
tos and José Bastos in their essay show how migrant communi-
ties that are easily grouped as representatives of the masculinist
and oppressive, corporate-centred family systems actually can
be quite distinct in their cultural rationale and transformations.

Anniken Hagelund’s excellent analysis of the development
and debate on family migration in Norway and Denmark is
one of the jewels of this book. She discusses a Nordic lib-
eral welfare society trying to cope with the inevitable colli-
sion with the different gender relations among some migrants.
The Government of Norway, along with their more extreme
Danish counterpart, openly strives to influence immigration
and immigrants’ behavioural patterns, although for different
reasons. Combating forced marriage has become one of the
major issues vis-a-vis migrant families and marriage migra-
tion in Norway, and the discussion ranges between the need
to combat forced marriage and ensure the freedom to marry
in diverse ways.

In Denmark, in turn, the interest in defining new controls
for marriage migration clearly derives from the aim to regu-
late immigration flows. Even when the motivation behind new
rules and regulations vis-a-vis marriage migration are based
on the need to protect women and children, as in the case of
Norway, the regulatory approach may have undesirable reper-
cussions: “The immigrant family, then, runs the risk of becom-
ing a site of benevolent surveillance, always under scrutiny for
potential abuse” (p. 87). The situation has no easy solutions as
long as protecting women is considered a priority.

All European societies (possibly apart from the controver-
sial case of Denmark) acknowledge the right of migrants to
family reunification. Despite this surface veneer of benevo-
lence, practical regulations often reveal a certain hypocrisy.
While Euro-American family structures have rapidly trans-
formed from the conjugal, nuclear family type towards the
proliferation of reconstituted families, single parenthood,
same-sex and unmarried partnerships and so on, the migrant
family is still evaluated on the basis of the very traditional
nuclear family ideal when determining right of entry. Maria
Lucinda Fonseca and Meghann Ormond claim that migra-
tion policy does not reflect the changing families but rather
a particular socio-cultural ideal which leads to policies that
are ‘discriminating against functional alternative, non-nuclear
and non-Western family structures’ (p. 105).

Cultures of care among migrant families, a topic of con-
stantly growing importance, is examined by Kanwal Mand
and Loretta Baldassar. Kanwal Mand brings into the discus-
sion the issue of need of care that the growing generation of
elderly migrants needs. In Britain, social services have tended
to be lulled into the conviction that migrants want to look after
their own elderly and are not interested in institutionalised
care. However, Mand’s research shows that such a conclusion
is ungrounded: some elders are neglected, others abused finan-
cially, mentally or physically, and some are not interested in
staying with their offspring. The South Asian community does
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not want the ‘white community’ to know about such practices
which go against the public image of the family-centred South
Asian migrant family.

Susanne Wessendorf’s essay nicely disentangles the elastic-
ity of the stereotypes of the migrant family. The Italians, who
for decades suffered from a negative image in Switzerland,
have transformed into a ‘model minority’ along the growth
of the Muslim immigrant community to which the role of the
‘bad alien family’ has been passed on. Among Italians in Swit-
zerland we see the same process as among Muslims in Austria
or South Asians in Britain: familism is a “coping strategy by
which ethnic families counterbalance cultural and structural
marginality” (p. 211). Wessendorf along with other contribu-
tors in the collection shows convincingly that familism or cor-
porate kin group centred lifestyle among particular migrant
groups cannot be understood as a simple cultural residue but
has to be contextualised to the interdependencies and social
and historical processes within society.

This volume edited by Ralph Grillo is an important read-
ing for all those who are interested in changing family life
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and integration of migrants in Europe. Particularly laudable
is the fact that many contributions stem from empirical analy-
sis and avoid being speculative or overtly theoretical. The task
of doing fieldwork and carrying out surveys among migrants
who tend to be suspicious of representatives of mainstream
society is rather tedious and slow. Thus, we have had a surpris-
ingly limited picture of familial relations and social practices
among migrants, despite the considerable size of the research
community conducting migration research. Scholarly articles
have tended to be qualitative case studies or focused on ana-
lysing discourses and policies, apparently in part because ‘the
migrant family’ is still seen as a politically controversial sub-
ject in many European countries.

Minna Séavala, PhD
Adjunct Professor

Population Research Institute, Véestoliitto & University
of Helsinki

minna.saavala@vaestoliitto.fi

Sokefeld, Martin (2008) Struggling for Recognition: The Alevi Movement in Germany
and in Transnational Space, New York: Berghahn Books. 291 pp.

Up until Alevism was transformed into a public affair in the
1980s, reference to Alevism in research or in books was rare.
Struggling for Recognition focuses on the Alevi movement’s
emergence and its path to becoming public through the con-
scious efforts of individuals and associations in Germany
engaged in the struggle for recognition of the Alevi identity,
not only in Germany but also at a transnational level. This
book is an indication of the increasing public visibility of
the movement. The author, Martin Sokefeld, a professor of
social anthropology at the University of Munich, puts forward
a meticulously researched and well-structured analysis of the
emergence and development of ongoing Alevi politics of iden-
tity in a local, translocal, and transnational context.

Even though the author officially started his research in
1999, he has been following the Alevi movement closely
since 1995. The author’s long-term involvement with the sub-
ject matter has allowed him to gather a wealth of data from a
wide variety of sources, enabling him to present a highly com-
plex and multi-layered analysis of the Alevi movement in the
German and transnational contexts. Multi-sited ethnography
is the main research method. Multi-sited framing of the field
allows for mapping out the transnational social space in a de-
territorialised world by enabling the researcher to reach the
main nodes of networks at different settings (Fitzgerald 2006:
5). The starting point and base of Sokefeld’s research is the
city of Hamburg, which constitutes the local level. Research
conducted in Cologne and other German cities constitutes

the translocal level, while the research in Turkey and Europe
constitutes the transnational level. The author uses qualita-
tive methods such as participant observation within the con-
text of Alevi organisations — particularly at the Alevi Culture
Center in Hamburg (HAKM) during his one-year employ-
ment there; meetings, conventions, rituals and other activities
in Germany, Turkey and Europe, during a two-week stay in
the Alevi Culture Center in London, during annual celebra-
tions every August in Hacibektas and in an Alevi village in
Turkey; as well as in-depth interviews with the members and
leaders of the movement, to approximate the emic perspective
of the research participants. Telephone and email communica-
tions and documents comprising journals, websites, and news-
paper clippings are also used to complement the research find-
ings. The survey, conducted by the author through question-
naires mailed out to members of Alevi associations to find out
the rate of Alevis naturalised in Germany, enriches the analy-
sis of the qualitative data.

As the study reveals, one of the main debates in the Alevi
movement in Germany is what Alevism is. It is disputed
whether Alevism is a religion or culture, and if it is a religion,
whether it is Islamic, heterodox, non-Islamic or a syncretistic
combination of different religions. While mainly Alevi dedes
(socio-religious leaders) insist that it is a religion and some
even argue that it is the true form of Islam, some other Alevi
and non-Alevi individuals and groups argue that Alevism can
be defined as culture and a way of life. The author, rather than
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defining what Alevism is, resists essentialising Alevism and
presents the reader with the multiplicity of definitions and dis-
courses both from Alevi and non-Alevi, academic and non-
academic perspectives, and gives a detailed, meticulously
elaborated and comprehensive conceptual discussion in each
eight chapters, highlighting the complex nature of the Alevi
movement and the multiple linkages that shape the movement
at the transnational level.

The author starts out with a discussion of the Alevi move-
ment in Germany by analysing the conditions that made its
emergence possible. The Alevis who were first organised
within Turkish leftist organisations in Germany decided to
establish their own organisations due to the inaction of those
leftist organisations in the face of the attacks and killings of
Alevis in Marasg, Turkey in 1978. Then came the attacks in
Corum in 1980. The 1980 military coup, the rise of Sunni
political Islam and the Kurdish movement, the introduction of
mandatory (Sunni) religious classes in public schools and the
construction of mosques in Alevi villages in the Turkish con-
text furthered Alevi mobilisation in Germany. Sunni imams
sent by the Turkish state and the increasing power of Turk-
ish Sunni organisations in Germany were also a cause of con-
cern for the Alevi diaspora. However, it was mainly attitudi-
nal changes in German society, such as the mid—1980s racist
attacks against Turks and the rise of multiculturalism and anti-
racist ideas embedded in the worldwide shift from leftist poli-
tics to identity politics that made identity and culture the focus
of attention. This was conducive to the conscious involvement
of many Alevis around the question of identity. Moreover, the
attacks against Alevis in Turkey, in Sivas in 1993, and in the
Gazi district in 1995, which exacerbated the master difference
between the Alevis and Sunnis, have come to represent impor-
tant moments in the Alevi diaspora’s collective memory and
led to Alevi mobilisation in Germany. Sivas created a strong
commitment to the Alevi movement. Many Alevis joined in
fearing the same thing could happen to them in the face of
inaction, and hundreds of new Alevi associations were estab-
lished in Germany and in other Western European countries.

While the main purpose of the book is to describe how
Alevi identity politics and the associations that serve as its
agents construct the Alevi transnational space, certain impor-
tant theoretical debates guide the discussion. Academic
debate on identity and recognition provides the basic theoret-
ical framework for the book, while debates on transnational-
ism and diaspora provide the second. The author argues that
since its inception the quest for identity and public recogni-
tion constitutes the core of the Alevi movement. Alevi iden-
tity politics not only have been directly linked to questions
of rights and power, but are also an instrument for mobilisa-
tion for creating and maintaining the diasporic consciousness.
Rather than conceptualising the Alevi diaspora as a commu-
nity, Sokefeld defines it as a social movement and uses the
concept of social movement as a framework to understand
how groups and organisations mobilise, gain visibility in the
public sphere and change their setting. The fact that the Ale-
vis mobilised for a common cause and transformed from indi-
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viduals to social actors or agents of change, as well as the dif-
ferences in the degree of involvement, agency, skills, experi-
ences and networks of the members of the diaspora, allows
the author to define it as a movement. Moreover, as the Alevi
movement challenges the national imagination, the homoge-
neity myth and the nation-building attempts of the Turkish
state from beyond Turkey’s boundaries, and targets the Turk-
ish state for recognition of the Alevi identity, Sokefeld defines
the movement as a social movement and the Alevi diaspora as
the “opposition diaspora” (2008: 250).

Conceptualising the Alevi diaspora as a transnational social
movement shifts the focus from the Alevi population to the
agents and networks involved in the construction of the move-
ment, allowing the reader to evaluate the dispersal of power in
social networks as well as the dynamics of rivalries and con-
flicts among the agents of change. The reader can also better
evaluate different forms and ways of being transnational for
the migrants and migrant organisations through their agency
at home, in public and discursive space (Smith 2002: xii).
Throughout the development of the Alevi movement, from the
first significant attempt of the movement to go public with the
Alevi Culture Week in Hamburg in 1989, to the formation of
the European Confederation of Alevi Communities in 2002,
rather than a homogeneous Alevi diaspora community, we see
the emergence of a new and highly differentiated landscape
in which rivalling as well as collaborating Alevi associations,
media, events and activities form significant elements.

Sokefeld argues that even though Alevism is a transna-
tional movement, the Turkish context and the conditions that
the Alevis in Turkey are situated in have had a defining role
in the evolution of the Alevi movement in Germany. The fact
that Alevism is tolerated but not officially recognised in Tur-
key keeps this interest alive. Furthermore, Alevi identity poli-
tics in Germany have had a strong impact on the Alevi revival
in Turkey since the 1990s through the flow of social and mon-
etary remittances for Alevi activism and funding for the con-
struction of cemevis (Alevi houses of worship) in Turkey, and
through Alevi return migration (Ozyiirek 2009: 240). Alevi
activism grew further along with the distrust that the Alevis in
Turkey and in the diaspora feel towards the Turkish state, par-
ticularly after the moderate conservative Justice and Develop-
ment Party came to power in 2002. Despite the JDP’s attempts
at reconciliation with its “Alevi Opening” in 2007, which is
the first significant move by the Turkish state to acknowledge
the suffering of the Alevi population (Kose 2010: 8), the main
Alevi associations and representatives have not been con-
vinced. While the author vividly describes the sense of com-
munity and solidarity that the Alevi diaspora feel towards the
Alevis in Turkey, at certain points the discussion falls short of
fully canvassing the transnational connections between Alevi
identity politics in Turkey and Germany and showing how the
simultaneity of action in multiple locales can trigger further
activism in both contexts. Still, the author’s nuanced approach
in dealing with inextricably interlinked dimensions of the
issue discloses the local, translocal and transnational linkages,
networks and conflicts. Therefore, the book makes an impor-
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tant contribution to transnational migration and diaspora stud-
ies, and it will appeal to those interested in identity issues and/
or working in the field of social movements.

The book is also interesting for religious studies scholars,
as it resists reductionism regarding religious movements and
reveals the diversity of understandings and practices within
Islam and within a religious/cultural community/movement.
The Alevis as a distinct community belong to different eth-
nic or linguistic origins (Turkish, Kurdish and Zaza) and are
geographically spread all across Turkey. Following the repres-
sion of the Alevi uprisings in the 16th century by the Otto-
mans, they retreated to secluded villages (Kehl-Bodrogi 2003:
55-6). The Alevis who had to endure marginalisation and stig-
matisation and resorted to the strategy of takiya (concealment
of one’s faith to evade compulsion), welcomed the establish-
ment of the secular Turkish Republic and emerged as a sec-
ularist, non-Islamist community and an important force in
the preservation of the secular regime. However, Alevism
was never officially recognised by the Turkish state and the
expression of the Alevi communal identity was seen as sub-
versive. Non-recognition of the Alevi identity legitimised
the persistence of takiya even after the establishment of the
Turkish Republic, and takiya was used extensively in non-
Alevi contexts after the 1950s, as Alevism was transferred to
urban settings through migration within Turkey, and to Ger-
many through labour migration in the 1960s. Starting from the
late 1970s and particularly after the 1980 military coup, left-
ist Alevis arrived in Germany as political refugees. It is diffi-
cult to know the exact number of Alevis living in Turkey or
in Germany, since there are no sect-based statistics in Turkey
and Alevis did not identify themselves as such upon arrival in
Germany, and lived and worked together with Sunni Muslim
migrants up until Alevism became public in Germany.

The book also describes how religious rituals, traditions
and roles go through adaptation and change within the pro-
cess of migration. In the village the dede was the central insti-
tution of Alevism, the religious authority, the holder of tradi-
tion and knowledge and the community leader. With rural-to-
urban migration in Turkey and the difficulty of transplanting
the social structure of the cem ritual of Alevi villages to an
urban context, ritual practice declined and dedes’ relationship
with their followers was transformed. Cemevi emerged as an
urban phenomenon, and this transformation was accentuated
as Alevism was brought to the German context, transferring
the cem to the public halls. To participate in the cem meant
publicly declaring your Alevi identity, while the ritual itself
became a locus for the constant reconstruction of the Alevi
movement and a site of conflict for identity politics. The func-
tion and position of dedes are constantly debated within Alevi
associations, and their authority is increasingly challenged.
There are also some dedes who now conduct the cem in Ger-
man, which is a significant change that will have an impact
on the future of the Alevi tradition in diaspora. Moreover, due
to a lack of knowledge among Alevi youth about rituals, Ale-
vis’ inclination towards secularism, multiplicity of the sources
about Alevism and dedes, and oral tradition’s failure to com-
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pete with the new Alevi intellectuals and media, the Alevi tra-
dition is in a reinvention process in Germany. As the book
clearly shows, rather than transplantation of the Alevi tradi-
tion, institution and rites into the German context, we are wit-
nessing the creation of something new.

Since temporary migrants became permanent in West-
ern Europe in the 1980s, migrant integration is a high-pri-
ority issue, and the culture, language, religion and ethnicity
of migrants that render them different came under the spot-
light, which led to the re-presentation and analysis of Mus-
lim migrants as “culturally different” and to “us and them”
dichotomies (Atacan 1993: 28). After September 11, secu-
ritising discourse increasingly frames the presence of Mus-
lim migrants in Europe as a “problem” and constantly ques-
tions the compatibility of Islam with the European way of life.
Moreover, migrants’ transnational linkages with their home
countries are seen in anti-immigrant discourse as a sign of fail-
ure or unwillingness to integrate (Amelina & Faist 2008: 113).
Within this European and German context, Sokefeld argues
that the Alevi associations use the master difference between
Alevis and Sunnis to highlight the “similarities” between the
Alevi and German cultures and get Alevis recognised as a dis-
tinct and different category from Sunni Muslims from Turkey.
Alevi identity politics also highlight the compatibility between
Alevi values and universal values by portraying Alevism as
an important element of multicultural German society and the
Alevis as the embodiment of modernity, tolerance, enlighten-
ment and freedom. Moreover, Alevis want to be recognised as
citizens with equal rights in Germany. However, citizenship
alone does not guarantee integration into the German society.
This has a lot to do with the German regime of ‘migrant incor-
poration’, described as the “paradigm of cultural difference”
by Sokefeld (2004 cited in Sokefeld 2008: 179), which is a
discourse of exclusion that constructs migrants as others and
pushes them to organise along cultural lines.

The institutional context of the receiving country and the
perceptions and values of the receiving society play a role in
impeding or facilitating the organisation, practices and expe-
riences of migrants’ religious bodies and the articulation of
transnational ties. As the author ably shows, how the Ale-
vis organise in the German context is very much influenced
by the institutional set-up and state-religion relations in Ger-
many. While many in the associations believe that Alevism is
a cultural category, they define it as a religious community and
demand Alevi religious classes in public schools. Most Alevi
associations are involved in interreligious dialogue at the local
level, and in 2002, the Berlin Senate decided to allow separate
Alevi classes in primary schools. However, rather than as rec-
ognition of a religious orientation, these initiatives should be
seen as a strategic move for the recognition of Alevi identity in
the German context, leading eventually to the standardisation
and institutionalisation of the Alevi oral tradition.

In his analysis of Alevi agency in the transnational space
the author also discusses Alevi activism within the EU, but
only to a limited extent. There is a need for more in-depth
analysis of the EU’s transnational space to better evaluate
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the breadth of the Alevi transnational social space and how it
will evolve. Understanding the EU dimension in Alevi trans-
national agency is important, as the Alevis’ identity politics
emerged and developed to a great extent in Europe, the U.S.,
Canada and Australia (Ozyiirek 2009: 235). The context of
the EU and the structural opportunities, subsidies and fund-
ing it presents have led a growing number of Muslim associa-
tions to organise at the European level and to target European
institutions, making reference to universal human and citi-
zenship rights (Nuhoglu-Soysal 2000: 10). Alevis have also
started targeting EU institutions for their struggle in the con-
text of Turkey’s bid to join the EU and Germany’s member-
ship in the EU. This is indicative of the expanding Alevi trans-
national landscape and emerging new actors, and the EU con-
text is where we can expect to see more Alevi activism and
institutionalisation. The book also reveals that the struggle for
public recognition of the Alevi identity in Turkey and Ger-
many is an ongoing and very dynamic process and the Alevi
associations are determined to keep Alevi consciousness alive,
to constantly reconstitute Alevi transnational social space. In
brief, the book is an important guide in finding our way in the
evolving Alevi transnational landscape.

Suna Giilfer Ihlamur-Oner
Ph.D., Lecturer
Marmara University
Department of Political Science and International
Relations
sgulfer@yahoo.com; gihlamur@marmara.edu.tr
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yliopistopaino 0y. 366 pp.

Luin jokin aika sitten belgialaisesta sanomalehdesti artikke-
lin, jonka aiheena oli erilaisten oppilaiden huomioonottami-
sesta johtuvat vaikeudet koulun arjessa. Tavallisessa koulu-
luokassa voi olla lapsia, joilla on lukihdiriota (dyslexia), As-
pergerin syndroomaa tai tarkkaavaisuus- ja ylivilkkaushéiri-
otd (ADHD) seké aisti- ja liikuntarajoitteisia koululaisia. Li-
séksi ryhméin saattaa kuulua monien etnisten ja kulttuuris-
ten vihemmistdjen edustajia erilaisine arvomaailmoineen ja
uskonnollisine taustoineen. Luokassa voi olla myds maahan
vastikddn muuttaneita, opetuskieltd mahdollisesti vdhén tai ei
lainkaan osaavia lapsia.

Kokonaisuus asettaa melkoisia haasteita sekd opetuksel-
le ettd muille koulun kdytdnnoille. Artikkelin yhteydessé ol-
leessa piirroksessa epétoivoinen opettaja huusi korokkeeltaan:
”Eiko taélld ole ketddn normaalia?” Piirros oli tarkoituksel-
lisen provosoiva, ja muutenkin kirjoituksessa asiaa havain-
nollistettiin karrikoiduilla esimerkeilld. Itse asia on kuitenkin

huomionarvoinen: nykyisissd yhteiskunnissa tavallisuudesta
on tullut poikkeuksellista ja monimuotoisuudesta sé&nndnmu-
kaista. Ei olekaan ihme, ettd erilaisuuden hallinnasta (diversi-
ty management) on kasvanut kukoistava kirjallisuuden ja kon-
sultaation ala.

Toinen muodikas kehityslinja kulkee johtamistutkimusta
ja -kirjallisuutta pitkin. Kun perinteiset hierarkkiset rakenteet
alkoivat murentua, markkinat laajentua seké kilpailu kiristya
ja yhd useammat tuotanto-organisaatiot nojautua ennemmin
asiantuntijuuteen kuin yksinkertaisten tehtivien suorittami-
seen, tarvittiin uusia malleja toimivalle johtajuudelle. On pu-
huttu muun muassa transformatiivisesta ja muutosjohtamises-
ta sekd laatu- ja ympéristdjohtamisesta.

Uuden johtajuuden yksi osa-alue on eettinen johtaminen.
Johtamisen periaatteissa ja kdytdnnodissa ei ole endéd kysymys
ainoastaan asetettujen tavoitteiden saavuttamisesta ja parhaan
mahdollisen tuloksen tekemisestd, vaan myds moraalisten ja
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arvokysymysten huomioimisesta organisaation péatoksente-
ossa ja muussa toiminnassa. Raadollista maailmaa ei kuiten-
kaan ole tdysin unohdettu. Finlandia-talolla vuonna 2010 pi-
detyn konferenssin mainoksen mukaan eettisestd johtamises-
ta haetaan kestdvaa kilpailuetua aikana, jolloin sitoutuminen
ei ole muodissa.

Naiitd molempia asioita — koulun monimuotoisuutta ja eet-
tistd johtamista — késittelee vuonna 2009 ilmestyneessé véi-
toskirjassaan kasvatustieteilijd Katri Kuukka. Teoksen yti-
mekkédnd nimend on Rehtorin eettinen johtaminen monikult-
tuurisessa koulussa. Alaotsikoksi on moton tapaan lisétty ”Sen
yhteisen hyvin 16ytdminen”.

Tutkimuksen tarkoituksena on toimia ldhteend eettisen
ulottuvuuden vahvistamiseksi monimuotoista ja monikulttuu-
rista suomalaista koulua koskevassa diskurssissa ja edesaut-
taa koulussa kaytavad arkipdivan moraalikeskustelua”. Lisdta-
voitteeksi on muotoiltu ndkékulmien tarjoaminen “monikult-
tuurisen koulun todellisuudessa ilmenevien haasteiden ja di-
lemmojen ja niihin vastaamisen pohdintaan”.

Tutkimus jakautuu teoreettis-késitteelliseen taustaosuuteen
ja empiiriseen osaan. Teoksen taustaosuus vie itse asiassa yli-
voimaisesti suurimman osan kokonaisuudesta. Siini tarkastel-
laan aluksi etiikkaa ja eettistd ajattelua seké arvoja yleensd ja
koulun arvoja erityisesti, minka jilkeen analysoidaan eettistéd
johtamista koulussa ja monikulttuurista koulua eettisen joh-
tamisen maisemana. Taustaosuuden pééttdd Kuukan yhteen-
vetoluku rehtorin “eettisistd evéistd”, jossa samalla kuvataan
tutkimuksen tulkinnallinen kehys empiiristd analyysid varten.

Empiirisen osan aineisto koostuu Helsingin kaupungin suo-
menkielisten peruskoulujen rehtoreille vuonna 2004 tehdyis-
td haastatteluista. Haasteltavat rehtorit valittiin Kuukan ter-
mein monikulttuurisista kouluista. Monikulttuurisilla kouluil-
la tarkoitetaan téssé sellaisia oppilaitoksia, joissa yli kymme-
nen prosenttia oppilaista on maahanmuuttajataustaisia. Maa-
hanmuuttajataustaisuus maérittyy puolestaan siten, ettd oppi-
las on joko itse muuttanut Suomeen tai hén on itse syntynyt
Suomessa, mutta jompikumpi hdnen vanhemmistaan tai mo-
lemmat vanhemmat ovat muuttaneet Suomeen.

Tutkimuksen taustaosuus on hieman luettelomainen ja sel-
laisenaan lukijalle hieman raskasta kahlattavaa. Téstd huoli-
matta — ja vaikka en ole pétevé henkild arvioimaan Kuukan
eettistd ajattelua ja johtamista tai kouluinstituution arvojér-
jestelmad tekemin kuvauksen kattavuutta ja oikeellisuutta —
voin silti hyvin suositella nédihin asioihin tutustumista kaikil-
le opiskelijjoille ja tutkijoille, jotka tydskentelevdt samankal-
taisten aiheiden parissa. Eettisiin ja johtajuuskysymyksiin on
kaytanndssé usein aika haasteellista vastata. Kuukan katsauk-
set osoittavat kiistattomasti, etti molemmat teemat ovat myds
intellektuaalisesti kiinnostavia.

Viitoskirjan taustaosuuteen sisdltyy myds pieni itsendi-
nen tutkielma Helsingin kaupungin koulujen toiminnan taus-
talla olevien arvojen kehityksesté viimeisten parin vuosikym-
menen aikana. Kuvaus vahvistaa késitysté, ettd suomalaisen
koulujarjestelmin takana olevissa periaatteissa tapahtui vuo-
situthannen vaihteen tienoilla kdinne. Kansallisen suomalai-
sen kulttuurin sdilyttdmisen ja kehittdmisen itseisarvoisuudes-
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ta siirryttiin kohti kulttuurisen monimuotoisuuden hyvéksyn-
tad ja kulttuurien valisen vuorovaikutuksen tavoitetta. Esimer-
kiksi perusopetuksen opetussuunnitelman perusteissa vuodel-
ta 2004 monikulttuurisuuden hyvéksyminen kuului jo elimel-
lisend osana alan arvopohjaa. Irtiotto kansallisen yhtenéiskult-
tuurin Suomesta on selked.

“Opetuksen perustana on suomalainen kulttuuri, joka on
kehittynyt vuorovaikutuksessa alkuperdisen, pohjoismaisen
ja eurooppalaisen kulttuurin kanssa. Opetuksessa on otettava
huomioon kansalliset ja paikalliset erityispiirteet sekd kansal-
liskielet, kaksi kansankirkkoa, saamelaiset alkuperdiskansa-
na ja kansalliset vihemmistot. Opetuksessa otetaan huomioon
suomalaisen kulttuurin monipuolistuminen myéds eri kulttu-
ureista tulevien maahanmuuttajien myétd. Opetuksen avulla
tuetaan oppilaan oman kulttuurin rakentumista sekd hdnen
osallisuuttaan suomalaisessa yhteiskunnassa ja globaalistu-
vassa maailmassa. Sen avulla edistetddn myos suvaitsevaisu-
utta ja kulttuurien vilistd ymmdrtimystd.”

Toinen kiinnostava pieni analyysi koskee helsinkildisen mo-
nikulttuurisen koulun muuttuvia politiikkoja. Kuukka jakaa
ajanjakson 80-luvun puolivilistd tutkimuksen kirjoittamishet-
keen viiteen periodiin. Nistd ensimmaéinen on nimeltidén pako-
laisopetuksen aika (1986—1989), jolloin painotettiin pakolais-
oppilaiden koulunkdynnin tukemista ensisijaisesti koulun ta-
vanomaisin keinoin, mutta jolloin Ruotsista saadun mallin mu-
kaisesti tuettiin myds vieraskielisten lasten oman &idinkielen
opetusta. Vuonna 1987 oman didinkielen opetuksen piiriin otet-
tiin pakolaisoppilaiden liséksi myds muut maahanmuuttajat.

Toista vaihetta (1990-1994) Kuukka kutsuu ulkomaalais-
opetuksen ajaksi. Sitd madrittdd maahanmuuttajien mééran
nopea kasvu ennen muuta Somaliasta ja entisen Jugoslavian
alueelta tulleiden turvapaikanhakijoiden muodossa. Helsin-
gin kaupungissa perustettiin varsin nopeasti erilaisia neuvot-
telukuntia pohtimaan muutoksen aiheuttamia toimenpiteitd, ja
kaupungin ensimmadinen ulkomaalaispoliittinen ohjelma hy-
vaksyttiin vuonna 1995. Helsingin ulkomaalaispolitiikassa ta-
voitteeksi asetettiin kaupungin muuttuminen kansainvélisek-
si ja monikulttuuriseksi padkaupungiksi, jossa ulkomaalaisil-
la on tasavertaiset mahdollisuudet kunnan palveluihin, ja he
voivat integroitua Helsinkiin oman kieli- ja kulttuuritaustan-
sa sdilyttéen.

Kolmannessa vaiheessa (1995-1999) maahanmuuttajien
opetus muuttui osaksi kansainvélistyvada koulua, johon aluk-
si sisdltyivdat myos kielikylpykédytdnnot ja vieraskielinen ope-
tus, rehtorien Eurooppa-tietous sekd oppilas- ja opettajavaih-
to. Vuosikymmenen lopulla kuitenkin (varsinainen) kansain-
vilisyys ja monikulttuurisuus (kansainvélistyvd koulu) eriy-
tettiin hallinnollisesti toisistaan.

Valtakunnallisella tasolla maahanmuuttaja ndhtiin suoma-
laisessa koulutuspolitiikassa kulttuurisena rikastajana, ja stra-
tegisia avainsanoja olivat tasa-arvo, kaksikielisyys sekd moni-
kulttuurisuus. Samalla ajanjaksolla aktualisoitui myos kysy-
mys uskonnollisesta monimuotoisuudesta kouluyhteisossé, en-
nen muuta islaminuskoisten oppilaiden méarén kasvun myota.

2000-luvun ensimmadisté puoliskoa Kuukka kutsuu moni-
kulttuurisen opetuksen ajaksi. Opetusministerion ensimmaiset
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maahanmuuttopoliittiset linjaukset julkaistiin vuonna 2003, ja
niissd vahvistettiin ensisijaiseksi tavoitteeksi oppilaiden in-
tegroiminen yleiseen koulutusjirjestelméén ottamalla huo-
mioon maahanmuuttajalasten ja -nuorten erityistarpeet. Eri-
tyisiksi toimintamuodoiksi vakiintuivat puolestaan maahan-
muuttajalasten tarveharkintainen valmistava opetus seké suo-
mi toisena kielend -opetus ja oman didinkielen opetus.
Viimeisintd vaihetta (vuodesta 2005 eteenpdin) Kuukka
kutsuu nimelld tyOperdisyyttd ja valtavirtaistamista. Padkau-
punkiseudun kaupunkiohjelmaan sisdltyi tilldin esimerkiksi
kansainvilisten perheiden koulutuspalveluja perusopetukses-
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sa koskeva hanke, jossa pohdittiin muun muassa vieraskieli-
sen opetuksen tarjonnan riittdvyyttd, joustavaa oppilaaksi paa-
syd kansainvilisesti liikkkuvien perheiden osalta seka erityis-
opetuksen palvelujen saatavuutta muilla kuin koulun opetus-
kielilld. Syksylld 2008 Helsingissé alkoi ilmeisesti Sitran te-
keméén aloitteeseen pohjautuen kiinankielinen opetus. Valta-
virtaistamisella viitataan puolestaan kaikkien oppilaiden tasa-
arvoisiin koulutusmahdollisuuksiin sekd toimivaan tasapai-
noon yleisten ja kohdennettujen toimenpiteiden vélilla.
Teoksen taustaosuuden sisdllot Kuukka tiivistdé tutkimuk-
sen tulkinnalliseen kehykseen (kuvio 1), jota hdn kutsuu reh-

Kelpoisuus Professio
Muu saadospohja REHTORIN (rehtorin/opettajan)
Ammattietiikka Oma etiikka
(rehtorin/opettajan) EETTINEN Lo Arvot
Management Leadership
Hallinnollinen JOHTAMINEN Pedagoginen
johtaminen johtaminen
Demografinen MONIKULT- Normatiivinen
monikulttuurisuus TUURISESSA monikulttuurisuus
Interkulttuurisuus
Opetussuunnitelma Yhteiskunta
Oppilas/Oppilaat Huoltajat
Opettajat > KOULUSSA <“: Muut
Muu henkildkunta sidosryhmat
Oppimisymparisto Globalisaatio
Toimintakulttuuri
_____________________ EETTISET DILEMMAT .
Kiistat pPaatoksenteko Perustelut Velvoitteiden

ristiriita

Vi Z Z 7 Rz

¥ Rz Vi Vi Z

Huolenpito Oikeuden- Kriittisyys Professio- Yhteisollisyys ?
mukaisuus naalisuus
OPPILAAN ETU

Kuvio 1. Rehtorin eettinen johtaminen monikulttuurisessa koulussa
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torin eettisiksi evéiksi. Tdmén kehyksen hén esittdd kuviona,
jossa varsin ovelalla tavalla tutkimuksen aihe ja otsikko avau-
tuvat erilaisiksi ndkokulmiksi ja suuntaavat kysymyksenaset-
telun kohti rehtorin tydssd ilmenevid eettisid dilemmoja. Pe-
ruskisitteiden vasemmalle puolelle asettuvat Kuukan mukaan
rehtorin johtamistyo6té suhteellisen tiukasti sddtelevét realitee-
tit ja normit, kun taas oikealta puolelta [0ytyvét enemmén va-
pausasteita ja neuvotteluvaraa siséltavét ulottuvuudet. Tilan-
teen hahmottaminen télla tavalla voisi hyvinkin auttaa rehto-
reita ymmaértimaan sekd oman liikkumavaransa etti sen puut-
teet erilaisissa kdytdnnon tilanteissa.

Kuvion alaosan eettiset dilemmat liittyvét ihmisten véli-
siin kiistoihin, asioita koskevaan paétoksentekoon, kidsitysten
ja toimintatapojen perusteluihin seki erilaisten velvoitteiden
vélisiin ristiriitoihin. Kaikki dilemmat tulisi — ainakin periaat-
teessa — ratkaista siten, ettd oletusarvoisena ldhtokohtana on
aina oppilaan etu. Se ei kuitenkaan ole yksiselitteinen asia,
vaan siséltda esimerkiksi erilaisia oikeudenmukaisuus- ja yh-
teisollisyysndkokohtia sekd monia muita huomioon otettavia
seikkoja.

Taustakuvaukseen verrattuna tutkimuksen varsinainen em-
piirinen anti ja& valitettavasti jossain maérin suppeaksi. Siind
nousee esille monia kiinnostavia havaintoja monikulttuurisen
koulun ja sen johtamisen arjesta, mutta useimpia asioita ana-
lysoidaan varsin vihén, eiké lukijalla ole mahdollisuutta arvi-
oida, kuinka yleisisti ja koulun kéytintdjen kannalta merki-
tyksellisisté asioista on kyse.

Kuukan mukaan monikulttuurisuus médrittyi haastatteluis-
sa etnisyyden erilaisuudeksi, suomalaisuuden ja maahanmuut-
tajien moneudeksi sekd moneuden arkipdivdisyydeksi, ja se
ymmirrettiin eri tavoin: normittavana, kriittisend ja kuormit-
tavana vastavuoroisuutena ja erojen inklusiivisuutena.

Rehtorit kuvasivat haastatteluissa myos erilaisia eettisen
johtamisen ongelmakohtia havainnollistavia dilemmoja. Né-
mé dilemmat liittyivét erilaisiin asioihin ja tilanteisiin: vuo-
rovaikutustilanteisiin, oppilaan oppimiseen ja opetussuunni-
telman tavoitteiden saavuttamiseen, etnis-kulttuurisiin tulkin-
toihin sekd laajemmin integraatioprosessiin. Vuorovaikutusti-
lanteissa nousi varsin vahvasti esille ongelmat impulsiivisesti
kayttaytyvien vanhempien kanssa.

Etnis-kulttuuristen tulkintojen kohdalla esille nousi kysy-
myksid burkhan kdytostd, taito- ja taideaineisiin (esimerkik-
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si musiikki) osallistumisesta, oppiaineiden siséltdjen (esimer-
kiksi evoluutio) hyviaksymisestd, suhtautumisesta naisopetta-
jiin tai -rehtoriin, oppilaan ottamisesta kotiopetukseen seka
syrjivésti tai rasistisesta kayttdytymisestd kantavieston edus-
tajien taholta.

Kirjoitukseni alussa viittasin jo kouluun ja koululuokkaan
yhteiskuntana pienoiskoossa. Kuukka itse kutsuu koulua mik-
rokosmokseksi ja kaikkeuden keskukseksi, jossa tarjotaan
moninaisia palveluja ja joka on ainakin yhtd moninaisten odo-
tusten ja vaatimusten kohteena. Koulu on keskeinen osa yh-
teiskuntaa: laajemmat muutokset nakyvéat nopeasti koulun ar-
jessa ja toisaalta koulun kéytdnnot vaikuttavat olennaisesti sii-
hen, miten yhteiskunta muuttuu. Voi jopa ajatella, ettd koulu
on keskeisemmaéssé roolissa kuin koskaan aikaisemmin. Kun
nykyaikaisia yhteiskuntia ja moderneja kansakuntia rakennet-
tiin, koulu oli silloinkin merkittdvdssi roolissa kansakuntaan
samastumisen vahvistajana ja isénmaallisten tunteiden herét-
tdjana. Tuolloin opinahjojen lisdksi oli kuitenkin myds monia
muita samansuuntaisesti vaikuttavia sosiaalisia instituutioita,
kuten armeija (miehille), kotitalouskoulutus (naisille), sano-
malehdistd (myShemmin radio ja televisio) sekd uudet liiken-
teelliset ratkaisut kuten rautatiet.

Nykyédan, monikulttuurisia yhteiskuntia rakennettaessa,
koulu on melko lailla yksin kansallisen kasvatustehtdvinsa
kanssa. Siind missé alakulttuurisuus, verkostomaisuus ja yli-
rajaisuus kukoistavat lasten ja nuorten vapaa-ajan kommu-
nikatiivisissa kdytdnndissd, koulu yrittdd luoda edellytyksia
sille, ettd ihmiset tulevat toimeen fyysisessd ymparistdssa ja
pystyvit saavuttamaan yksilollisid ja kollektiivisia tavoittei-
taan, vaikka heitd eivdt monet muut asiat yhdistdkédan. Opet-
tajien ja rehtoreiden harteilla on sellainen mééri vastuuta, et-
td vihempikin varmasti riittdisi. Muun yhteiskunnan tuesta
ja laajemmasta arvostuksesta oltaisiin varmasti iloisia ja kii-
tollisia.

Pasi Saukkonen
Erikoistutkija, Kulttuuripoliittisen tutkimuksen
edistdmisséditio Cupore
Vuorikummuntie 20 A5
00390 Helsinki
Pasi.Saukkonen(@cupore.fi
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Tauro, Tanja & van Dijken, Marjo (toim.) (2009) Kunnia ja konflikti. Nakokulmia
ilmién tunnistamiseen ja ennaltaehkdisyyn. Amoral-hankkeen loppujulkaisu. Helsinki:
Mannerheimin lastensuojeluliiton Uudenmaan piiri.

”Kunniaan liittyvé vékivalta ymmaérretddn Euroopassa ja lan-
tisissd maissa yleisesti vieraassa kulttuurissa tapahtuvana nai-
siin kohdistuvana alistamisena, johon liittyy perheen ja yhtei-
son kunnian yllépitdminen. Alistaminen kéy ilmi kontrolloin-
tina, erityisesti tyttdjen ja naisten seksuaalisen kayttdytymi-
sen kontrollina, brutaalina fyysisend, psyykkisené ja seksuaa-
lisena vikivaltana, pakkoavioliittoina, itsemurhina ja murhi-
na.” (s. 71.)

Parin viime vuoden aikana kunniavékivallasta on alettu
puhua ilmidné, joka maahanmuuton myd6td tavoittaa myos
Suomen. Kunnia ja konflikti -teos on Mannerheimin lasten-
suojeluliiton kunniavékivallan vastaisen Amoral-hankkeen
loppuraportti ja se tarkastelee kunniavékivaltaa niin kult-
tuurisena ilmiond kuin kéytinnon sosiaalisten ratkaisujenkin
kautta. Kunnia ja konflikti —teos on moninainen, moniulottei-
nen ja mielenkiintoinen kokoelma eri alojen artikkeleita. Se-
ka kunnia- ettd muusta viakivallasta piirtyy lukemisen myota
kuva, joka osoittautuu sitd ongelmallisemmaksi mitd pidem-
maélle teos etenee. Kirja osoittaa, ettd kunniavékivalta ja sii-
hen liittyvét kédsitykset voivat edelleen olla episelvid myds
asiantuntijoille. Kunniavékivallan mééritelmit, syyt ja sii-
hen suhtautuminen eivit avaudu vain yksittdisten kulttuuris-
ten syiden kautta, eikd helppoja ratkaisuja ilmion ldahestymi-
seen aina ole.

Kunnia ja konfliktin alkuosassa on teoreettisempia katsa-
uksia. Niissd pohditaan kunniaa, kulttuuria ja myds suoma-
laista perhevékivaltaa osana vikivallan oikeutusta. Tieteelli-
sissé katsauksissa on nidkokulmia védkivaltaan, kulttuuriin ja
kunniaan, ja niiden vélilld eldvat konfliktit avautuvat kattavas-
ti ja silmid avaten. Ilmié ndyttdytyy vaikeana mutta samalla
inhimillisesti ymmarrettdvana perinteiden vyyhtind. Teoksen
myo6td kdy myds selviksi, ettd kunniavékivaltaa esiintyy myds
Suomessa. Sen ddrimuotoja, kuten kunniamurhia, ei ole tullut
ilmi, mutta lievempid muotoja esiintyy.

Kirjan alkuosan kahdeksassa artikkelissa pohditaan muun
muassa yhteisollisyyttd, sukua ja niihin liittyvda kunniaa, suo-
malaista vakivaltaa ja vikivallan yhteytta kulttuuriin. Tieteel-
listen nakokulmien kautta luodaan vahva tausta teoksen toi-
selle osiolle, jossa keskitytddn kadytdntdon ilmidn tunnistami-
sen, puuttumisen ja ratkaisujen kautta. Jalkipuoliskolla aihetta
lahestytién kdytdnnon kokemusten ja ennaltachkdisevén tyon
kannalta.

Kunniavakivaltaa muualla, lahisuhdevakivaltaa
Suomessa?

Kunnia ja siihen liittyvd vékivalta ovat Suomessa vasta hil-
jattain yleiseen keskusteluun nousseita ilmiditd. Puhe moni-
kulttuurisuudesta, maahanmuutosta ja uskonnoista saa hel-
posti piirteitd, joissa kunniavikivalta kytkeytyy laajana ilmio-

nd kaikkeen erilaiseen, toiseuteen ja maahanmuuttoon.Viran-
omaisten ja aiheen parissa tydskentelevien kannalta kokemus
on arkikédsitystd monimutkaisempi, ja siithen uusi teos Kunnia
Jja konflikti tuo lisad selkeyttd ja tyovilineita.

Puhe kunniasta ja vikivallasta kytkeytyy yhti aikaa yksilon,
perheen, kulttuurin ja yleisen hyvinvoinnin ja parjadmisen ky-
symyksiin kaikkialla maailmassa. Viime aikojen maahanmuut-
tokeskustelun ohessa on nostettu vahvasti esille myds suoma-
lainen vékivalta. Suomalaisissa miesten tekemissé surmatdissé
ja vékivallassa syynd ndhdddn usein miehisen itsetunnon on-
gelmat ja epdselvyys omasta paikasta ja maskuliinisuudesta.
Samaan miehisen vikivallan kuvastoon liitetdén myos valta tai
sen tarve ja naisen kontrollointi. (esim. s. 74-76.)

Vikivallan perusteet voivat 10ytyd kunniasta, perheestd,
henkilokohtaisista traumoista tai uskonnosta kuten kirjan al-
kuosan kirjoittajat osoittavat. Niin pakottaminen, kiristys kuin
vaikkapa toiminnan rajoittaminenkin voidaan nihdd osana sa-
maa kuvastoa. Kunniaan liittyvin vékivallan 1dhtokohtia ja
syitd onkin tarpeellista ymmartda ongelmien purkamiseksi, ja
samaan aikaan on varottava, ettei ilmi6 leimaannu tiettyjen et-
nisten ryhmien piirteeksi. Ongelmallista on, jos (kunnia)vaki-
valta ndhdddn “maahanmuuttajakulttuuriin” liittyvéna erityis-
piirteend ja unohdetaan, ettd yhtd monta naista kuolee vuosit-
tain Suomessa kumppaninsa tappamina kuin niin sanottujen
kunniamurhien seurauksena vaikkapa Jordaniassa tai Turkis-
sa (s. 70).

Suvi Keskinen analysoi artikkelissaan kulttuuristunutta va-
kivaltapuhetta Suomessa ja Ruotsissa ja toteaa asenteiden lei-
maavan suhtautumista tiettyjen etnisten ryhmien vékivaltai-
siin tekoihin. Asetelma “tasa-arvoinen lansimainen kulttuuri”
ja “epédtasa-arvoinen, patriarkaalinen ja kurdien tai yleisem-
min maahanmuuttajien kulttuuri” toimivat Keskisen mukaan
selittdvind tekijoind esimerkiksi mediassa (s.19). Téllaises-
sa keskustelussa suomalainen vikivalta niyttiytyy Keskisen
mielestd harkitsemattomana, pikaistuksissa ja usein humalas-
sa tehtynd ja “tavanomaisena”, kun taas maahanmuuttajien
kulttuuriin kytketty vikivalta esittdytyy suunnitelmallisena,
harkittuna ja raakana (s. 23). Samaan aikaan on muistettava,
ettd esimerkiksi Suomessa joka viides nainen on kokenut pari-
suhteessa vikivaltaa, ja Suomi on yksi lansimaiden ldhisuhde-
vakivaltaisimmista maista, huomauttavat Hanna-Mari Romp-
panen ja Gazale Giray (s. 59).

Vaikka kunnia- ja perhevékivallassa on paljon yhtéldi-
syyksid, Sundstromin mukaan merkittdvin ero on tekijén suh-
de uhriin. Kunniaan liittyvéssd vékivallassa tekija (ts. toi-
meenpanija) voi olla uhrin veli, &iti tai muu sukulainen, mi-
k& on harvinaista muussa naisiin kohdistuvassa vikivallassa.
(s. 76.) Osa tutkijoista médritteleekin kunniavikivallan vas-
takohdaksi hépeédvékivallan, jota suomalainen lahisuhdeviki-
valta ldhenee: naisen kdyttdytymisen kontrollointi voi perus-
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tua muun muassa mustasukkaisuuteen, jonka taustalta 16ytyy
pelko hipeilliseen asemaan joutumisesta. Kunniavikivallas-
sa puolestaan “puhdistetaan” suvun jo kérsinyt kunnia. Kun-
nian, hépeén ja kontrollin kadottamisen pelon tarkastelu aut-
tavat osaltaan ymmirtdmidn kaikkeen vékivaltaan liittyvéa
problematiikkaa.

Perhesuhteiden ja integraation ongelmia

Suomessa ilmenevi parisuhdevikivalta on usein kytkoksissa
yksilon kokemaan mustasukkaisuuteen, hépeédén tai sen pel-
koon. Yhteisollisistd kulttuureista Suomeen muuttavissa suo-
malainen yksilodn keskittyvd kulttuuri voi aiheuttaa ongel-
mia. Kunnia- tai yhteisdkulttuureista tulevien késitys kunnias-
ta ja kunnian sdilyttdmisestd poikkeaa Suomessa elédvistd kési-
tyksistd. Epdvarmuus ja kulttuurishokki, yhteiskuntaan sopeu-
tumisen ongelmat kuten ty6ttomyys, kielitaidottomuus tai val-
ta-aseman muutokset perheessd voivat aiheuttaa entisti voi-
makkaampaa pitdytymistd 14htomaan arvoissa.

Eldménkaaressa tapahtuvat muutokset ja kriisitilanteet
ovatkin usein niitd, jotka kdynnistdvét vikivaltaan johtavan
prosessin. Kun kontrolli pettdd, elama ei ole hallinnassa ja jél-
kikasvu tai puoliso pyrkii kapinoimaan tuttua elamié vastaan,
ongelmia voi syntyd. Kyse on viime kadessi siité, kuka paét-
tad, milloin ja kenen kanssa eldmé etenee. Seksuaaliset kon-
taktit, puolison valinta, raskaus ja vanhemmuus seka yleises-
ti sddnndistd kieltdytyminen ja kapinointi ovat mahdollisia rii-
dan aiheuttajia. Kun kyseessd on traditio, jossa suvun mies
tai vanhemmat ovat vastuussa ja kontrolloivat nuoria, voi ero
suomalaiseen kulttuuriin olla liian suuri, kuten Marjo van Di-
jken esittdi. (s. 167.)

Van Dijkenin mukaan uuteen maahan muutto voi vaikut-
taa perheen sisdiseen dynamiikkaan monin tavoin, miki luo
kriisejd ja konfliktitilanteita, joissa my0s vékivallan riski kas-
vaa. Perheen kéytdsmallit voivat muuttua perinteisemmik-
si maahanmuuton yhteydessd koettujen pettymysten tai per-
heen sisdlla tapahtuneiden muutosten myo6ta. Esimerkiksi toi-
sen vanhemman kuolema voi aiheuttaa tilanteen, jossa lap-
sen saaminen nopeasti avioon voi olla jiljelle jddneen van-
hemman tavoitteena, minkd my6s Rebwar Karimi nostaa ar-
tikkelissaan esille (s. 187). Maahanmuuttomaassa kohdatta-
vat uudenlaiset tilanteet saattavat luoda jannitteitd vanhem-
pien ja lasten vililla. Lapsille integraatio uuteen maahan on
usein helpompaa esimerkiksi koulu- tai pdivékotijarjestel-
mén kautta. Heiddn hyvé sopeutuminensa, uuden kulttuurin
ja kielen oppiminen sekd yhteiskunnallinen ymmérrys voi-
vat kddntaa perheen siséiset valta-asetelmat paélaelleen. Van-
hemmille stressid aiheuttaa kielitaidottomuus ja se, ettid ote
omiin lapsiin 16ystyy, kun oma sopeutuminen on nuoria hi-
taampaa. Kun vanhemmat kokevat, ettd kontrolli lapsiin ja
my0s omaan eldméédn katoaa, riski vidkivaltaan on olemas-
sa. Konfliktin riskié liséd, jos vanhemmat ovat syrjdytyneet,
ja heilléd on kielteinen kisitys suomalaisesta yhteiskunnasta.
Karimin mukaan vanhempien keskeinen asema yhteisdssdin
voi luoda painetta, jossa valta-asetelmien muutokset aiheut-
tavat jannitteitd. (s. 187.)
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Muutos yhteisdllisesta kulttuurista yksildlliseen
kulttuuriin

Islamilaisen lain ja uskonnon merkitys kunniakonfliktikysy-
myksissd nousee tdmén tastd esille julkisessa keskustelussa.
Viralliset tahot, esimerkiksi maahanmuuttajayhdistykset tuo-
mitsevat kunniavékivallan jyrkésti uskontoon kuulumattoma-
na. Kunnia ja konflikti -teoksessa ddnen saavat muun muassa
Finkurd -maahanmuuttajayhdistys sekd Suomen Islamilainen
Neuvosto, joiden mukaan kunniavékivalta ei kuulu islamiin.
Alan tutkijoiden parissa ndkokulmat sen sijaan ovat ristiriitai-
sia. Osan mukaan islamilainen oikeuskésitys ylldpitdd naisen
alisteista asemaa ja sélyttdd kunnian naisten kannateltavaksi.
Osa kieltdytyy yhdistdiméstd kunniamurhia ja islamia lainkaan
toisiinsa (s. 101.)

Koska kulttuuriperinteen ja -traditioiden ja uskonnollisen
lain vélisen rajan veto on kéytdnndssd mahdotonta, uskonnon
merkitystd ei tule ainakaan ylikorostaa. Patriarkaattisen yh-
teiskuntajérjestyksen muotojen voidaan kuitenkin katsoa osal-
taan selittdvin kunniavékivaltaa. Kunniakonfliktien takana on
yhteisollisen kulttuurin tarve palauttaa menetetty kunnia, jo-
ka voi héiriintyé perheen tai suvun jisenen sopimattomien toi-
mien vuoksi.

Teoksen vahvuus on sen monidédnisyys. Yksittdiset haas-
tatellut maahanmuuttajat ja artikkeleita kirjoittaneet tutkijat
ovat teksteissd tasavahvasti edustettuina. Erilaiset ndkokulmat
avaavat ilmioté uusiin suuntiin. Historiallisen katsauksen tuo
muun muassa Satu Lidmanin artikkeli. Lidman muistuttaa, et-
td myos Euroopassa vallitsi vield esi-modernilla ajalla kollek-
tiivinen kulttuurikésitys, joka perustui ajatukselle suvun, per-
heen, kaupungin tai tietyn ammatin edustajien jakamasta kun-
niasta, miké saatettiin kuitenkin menettdd yksittdisen henkilon
teon vuoksi. Giray ja Romppanen puolestaan pohtivat, kuin-
ka jalkimodernille ajalle tultaessa kunnia perustui yhd enem-
mén yksilollisille arvoille ja yksilon toimeentuloon tai kulu-
tustasoon, ja yhteisollinen kunniakédsitys menetti siten merki-
tystaan.

Marjo van Dijken ja Hanna Holm huomauttavat, ettd kunni-
aan liittyva vékivalta eroaa muista vékivallan muodoista juu-
ri siksi, ettd sille on ominaista yhteison laaja-alaisempi hyvék-
syntd. “Erityisesti sukulaiset saattavat kantaa huolta siit4, et-
td tuotettuun hipeéddn reagoidaan. Paine kohdistuu tavallisesti
miespuolisiin sukulaisiin: isdén, veljeen tai puolisoon. Hépe-
an aiheuttaneen tapahtuman julkisuus on kunniaan liittyvassa
vakivallassa keskeinen tekijd. Mitd useampi maahanmuuttaja-
yhteisOssé tietdd tuotetusta hdpeéstd, sitd suurempi paine per-
heenjisenillad on reagoida siihen ja ryhtyé toimenpiteisiin kun-
nian palauttamiseksi.” (s. 187.)

Juuri yhteisollisyyden voimakas ldsndolo tekee kunniakon-
flikteista erityisen ongelmallisia — teko voi saada hiljaisen hy-
vaksynnén ja asiasta vaietaan ulkopuolisille. Puhumattomuus
liittyy my6s hépeddn — aihe on tabu eiké siitd haluta keskus-
tella, ja se vaikeuttaa my0s viranomaistyotd. Suureksi ongel-
maksi teoksen mukaan muodostuu epavarmuus toisen kulttuu-
rin edessd. Viranomaisten toimintaa leimaa yleisesti voimat-
tomuus ja epdvarmuus siitd, miten ilmidn kanssa tulisi toimia.
Vaikka kulttuurisia ldhtokohtia halutaan ymmartéa, laittomuu-
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den, uhkailun ja vékivallan edessd keinot ovat vdhissé. Viran-
omaistaholla pelko rasistiksi leimautumisesta voi olla suuri
kuten myos epétietoisuus siitd, miten erilaista kulttuuria ole-
vien kotien sisdisiin kysymyksiin voisi puuttua. Kun pelon ja
yhteison vuoksi asioista vaietaan ulkopuolisten edessd, monet
tapaukset jadvit selvittdmaéttd ja pohjustavat tulevia ongelmia.

Sukupuolten kunnia ja hdpeé

Kunniavékivallasta, kuten muustakin vékivallasta puhuttaes-
sa sukupuoli on keskeinen tekoja ja uhriutta maarittéva tekija.
Tyypillinen kuva on, ettd uhri on nainen, usein nuori tytto ja
tekijd mies. Myds suomalaisen perhevikivallan kohdalla nai-
nen on useammin uhrin asemassa, joskin myos vastakkaisia ti-
lanteita on, Giray ja Romppanen kirjoittavat. Vaikka kunnia-
kulttuurien yhteydessd puhe ajautuu helposti patriarkaalista
yhteisda kritisoivaksi viittelyksi, ei nainen ole kunniavékival-
lan kohteena yksindén. Opitut tavat, perinteet ja tiedostamat-
tomina sisdistetyt tunteet siitd, miten tilanteissa tulisi toimia
koskevat yhté lailla kumpaakin sukupuolta. Siten myds nai-
set voivat kokea kunniavékivallan eri muodot hyvaksyttavina
ja tukea niitd. Samoin miehet ovat osaltaan uhreja joutuessaan
toimimaan tietyin ehdoin: suvun tai yhteison painostus tekoon
voi olla suuri, tekijoilld ei usein ole muuta vaihtoehtoa. Se on
suuri ongelma silloin, kun tekoihin yritetddn puuttua.
Kunniavikivallassa sukupuoli jasentdé uhriutta siten, ettd
hépeddn kytkeytyvét, kunniaa loukkaavat teot ovat usein hel-
pommin tyttdon tai naiseen kytkettdvid. Tilastot osoittavat, et-
td 80—90 prosenttia kunniavikivaltaan liittyvistad tapauksista
on naisiin kohdistuvia (s. 164). Vaikka kunnia voi loukkaan-
tua myds miesten tekemisté teoista, on naisen aiheuttama hé-
ped padsdantoisesti suurempi. Téhén liittyy patriarkaattinen
ajatus kontrollista, jossa miesten ja suvun on kyettdvé suojele-
maan ja pitdmadn huolta jasenistdén, ja mikéli tyttd toimii ha-
peéd aiheuttavasti, sen voi ndhdd symboloivan perheen mies-
ten kykenemattomyyttd toimia perheen padna. Siten vain kun-
nian palauttaminen “rankaisun” kautta palauttaa tasapainon.
Naisten rooli kunniakonflikteissa ndhddén siis useimmin
uhrina, mutta heilld on osansa perinteen passiivisina yllapi-
tdjind kuten van Dijken huomauttaa (s. 163). Naiset ovat osa
jérjestelmad, jossa kunniaa ja hdpedd ylldpidetdédn ja naisten
osuus voi olla todellisuudessa suurempi kuin mitd kuvitel-
laan, silld oletus miehestd (kunnia-)vékivallan tekijand on 14-
hes automaattinen. Téstd teos nostaa esimerkkeind hienosti
muutamat maahanmuuttajanaisten haastattelut, joissa naiset
itse tunnistavat ilmidn, ja osaltaan myos toimivat sen kitke-
miseksi. Lisdksi aiheen arkaluontoisuus ja tutkimuksen va-
héisyys ylldpitdvat tilannetta, jossa naisten todellista osuut-
ta kunniakonflikteissa ei tiedetd. Vaikka Kunnia ja konflik-
ti -teos ei titd ongelmaa ratkaise, se nostaa ilmiotd kuiten-
kin kiitettavasti esille. Sukupuoli onkin tekijd, joka kytkeytyy
kunniaan, yhteisoon ja tekojen merkitykseen erityisen tiiviis-
ti. Naiseuteen tai mieheyteen liittyvit voimakkaat ennakko-
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odotukset luovat tilanteen, jossa sukupuolittuneita vakivalta-
tilastoja on vaikea kiertda.

Tulevaisuuden ratkaisut keskustelussa, yhteisdssa
ja vertaistuessa?

Yhteisollisyys kétkee sisddnsd ongelman ytimen mutta sa-
malla voiman, jonka kautta kunniaan liittyvda problematiik-
kaa voidaan tulevaisuudessa purkaa. Ratkaisukeinojen tulisi-
kin olla yhteisostd 1dhtevid, kuten Holm ja Van Dijken seka
monet muut teoksen tekijit toteavat. Ennalta ehkéisevin tyon
kannalta on erityisen tirkedd vanhemmuuden ja sukupolvien
vilisen vuorovaikutuksen tukeminen. Toisen polven maahan-
muuttajanuoret ovat tissd suhteessa tienraivaajia. Mannerhei-
min Lastensuojeluliiton Uudenmaanpiirin hyvét kokemuk-
set keskustelupiireistd ja harrastusryhmistd niin tytdille kuin
perheen miehillekin ovat osoittautuneet toimiviksi ja kertovat
vertaistuen voimasta. Kirjan toisen osan esimerkit niistd on
kerrottu ja purettu selkeésti, kdytdnnonlaheisesti ja yksityis-
kohtaisesti.

Taustoittavat tekstit teoksen alkupuolella auttavat ymmar-
tdmadn ratkaisuja ja kokemuksia, joita kakkososa tarjoaa.
Koska teoksen ldhtokohtana on ilmeisimmin ollut tarjota véli-
neité alalla tydskenteleville, on kirjan toinen puolisko kerron-
taa siitd, millaisia kotouttamis-, koulutus- ja vertaistukikoke-
muksia hankkeen parissa on saatu. Ennaltachkéisevit projek-
tit ovat olleet keinoja, joilla kulttuurista sopeutumista ediste-
tddn ja joiden myotd riski kunniaan liittyvain véakivaltaan pie-
nenee. Esimerkkeind nostetaan tiedotustyon rooli, vertaistuki-
ryhmétoiminta, yhteistyd moskeijoiden kanssa ja kansalaisjér-
jestojen kuten Mannerheimin lastensuojeluliiton kanssa.

Yhteenveto

Amoral-hankkeen loppuraportissa kdyddén ldpi vikivallan
syitd, ehkéisyd ja maahanmuuttajien kokemuksia, ja se tarjoaa
lukijalle vahvan ja informatiivisen paketin vaikeasta aihees-
ta. Kunnia ja konflikti -loppuraportti ei anna suoria vastauk-
sia tai ota kantaa, mika kertonee osaltaan ilmion hankaluudes-
ta, mutta myos tekijoiden runsaudesta. Kirja taustoittaa, avaa
nékokulmia ja tarjoaa kdytdnnon vinkkejd mutta ei méairittele
liikaa tai sano, miten pitdd toimia. Lukuisien kirjoittajien teks-
teistd koostuva, eri yhteis6j4, jarjest6jé ja viranomaisnakokul-
mia esittelevd kokoelma luo hyvén ja monipuolisen katsauk-
sen aiheeseen tarjoten toimintamalleja jatkoon. Vaikka teok-
sen kokonaisuus on aavistuksen hajanainen, se tarjoaa kiitet-
tdvén syviluotaavan paketin niin aiheen parissa toitd tekevél-
le kuin my®ds niille, jotka haluavat laajentaa ymmaérrystién ai-
hetta koskien.
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