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I\/1
Introduction

In the previous sections, | introduced and elaborated on a number
of notions, theories and challenges. The original topic of inquiry that current
research stems from is concerned with how design can tackle questions
that relate to different layers of disenfranchisement, focusing on the
layers of poverty, gender, age, race and community through the lens of
creativity and design.

The Masterpiece presented here centers around the FRUSKA method.
The design-based method is implemented through a series of participatory
workshops, targeting the development, skill-building and empowerment of
disadvantaged girls between the ages of 10-18. The method also includes a
systemic impact assessment, which helps indicate the changes detected
in participants’ attitudes. The method is presented in the FRUSKA Handbook
published in digital and paper format, which helps practitioners, educators
and social workers apply the method in their practices with the target
group. As a justification of the Masterpiece, several case studies on the
application of the FRUSKA method and the results are presented. Further-
more, the data gathered during the workshops are presented and analyzed,
and the design process of the method as well as the semiotic aspects of
the workshop results are discussed; a reflection on the experiences and
possible future applications of the method conclude the discussion.

The Masterpiece presented here consists of multiple parts that all
aim at providing insights for the initial research question, but its main out-
come is the FRUSKA method which is described in detail in the Handbook.
The core activities of the FRUSKA program are the workshops that | have
organized and conducted, complete with the research measuring the
impact of the program. Around the core activity, there is a variety of other
initiatives that widen the application of principles and insights formed in
connection to FRUSKA. These affiliated activities are two semester courses
closely related to FRUSKA activities, a Summer University program that
included and applied a design process based on FRUSKA principles, and
several demonstrations, presentations, and publications on the topic, includ-
ing a bilingual short film and several presentations and live demonstrations
for various professional and civil audiences. Below, the Masterpiece is pre-
sented and contextualized through the preliminary research, RDI courses,
conducted workshops and the design process, completed by insights on
the difficulties and successes of application.
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I\V.2. FRUSKA
Mocdlel Overview

IV.2.1. The goal of
FRUSKA

The word fruska * in Hungarian refers to a young girl who does not neces-
sarily obey the rules or stay quiet, who defies gender expectations of the
society, and who might not exist within the circle of respectability. Etymolog-
ical sources state that the common noun originates from the hypocoristic
form of the female given name Fruzsina (Eufrozina) (Horger, 1924). The
word fruska was chosen as a name for the initiative and the methodology
for its use in common language and its connotations implying confrontation
with norms associated with gendenr, class and age. The reason this confron-
tative, rebellious nature of a dirl figure is significant is because throughout
the research, there was a recurring experience of turning disempowenr-
ment to empowerment through stepping over rigid and unjust rules result-
ing from centuries of a social order ruled by patriarchy, capitalism, the class
system, colonialism, systemic racism, and heteronormativity, to name a few
of the numerous historical conditions. Thus, the program of Fruska offers a
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space for individuals whose possibilities and perspectives are restricted by
their age, gendenr, socioeconomic status, and/or race through a journey of
self-discovery within the settinds of design.

i

7 Virgonc v. szeleburdi, gyak. kissé
kotnyeles, nyelves (2) serduld lany.”
(A Magyar Nyelv Ertelmez8 Kéziszotara, n.d.)



The goals of the FRUSKA method
are three-fold:

1 to strengthen girls through
Empowerment, building Agency and
exercising Decision-making;

2. to trigger and activate knowledge in the
target group through design, and

3. to create space for disadvantaged girls
within the maker movement.

The first goal (strengthening girls through
Empowerment, Agency-building, and exercising
Decision-making), summarized by the EAD framework
(see above) is implemented through a series of
workshops that are built on self-knowledge exercises
along with maker activities. The positional dialogues
on self-discovery and the making activities reinforce
each other and they help participants implement their
thoughts into practice along a series of topics on self-
awareness, gender relations, community, relationships
and their personal spaces. Empowerment is targeted
through skill- and capacity-building, which include
planning, motoric, execution and communication skills
and capacities. Agency is targeted through expressing
and sharing personal opinions and preferences,
actively pursuing the extended participation in
such a program, alongside with attitude-shaping
and developing ownership. The exercises are
essentially activities through which participants can
practice Decision-making, but they also create or
trigger a practice-based knowledge in participants,
implementing their opinions and experiences into
tangible results.

IV. MASTERPIECE
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The reason why design is chosen as the medium through which
we can tackle the barriers of underprivileged girl communities is complex,
but it's essentially connected to its inherent ability to inspire creativity, to tell
a story and to create solutions for challenges we face. Through exercis-
iNng creativity, participants can imagine, manifest or manufacture notions
or ideas into the world that have not existed before, and throughout the
process, they also gain an opportunity to express their individual opinion,
manifest their specific position (or even, an intersectionality of positions),
all the while gaining control over the process through decision-making.
The notion that this creation can take place in a space of distributed power
(instead of the power dynamics which the girls ordinarily experience), and
moreover in the physical space of a workshop (that is historically linked to
traditional male knowledge), helps dissolve the boundaries of usual, familiar
disempowering dynamics that participants aim to move away from. Design
bears the capacity to create a space for patterns of thinking and doing that
trigger attentiveness, self-expression, a shift of dynamics, and the activation
of somatic knowledge, but it also requires implementing ideas into action.
All these factors create a powerful setting for facilitating empowerment,
agency and decision-making in vulnerable communities such as disadvan-
taged girls.

In its current form, the FRUSKA method is in an experimental phase,
with five sets of workshops conceived to be conducted with five different
sets of participants, varying between 5-10 girls per group, between 10-16
years old. Even though the method has been tested, validated and iterated
several times, in order to create a wider comparative study, a longer
operation and wider data collection will be required.

IV/.2.2. Pedagogical
principles

The FRUSKA program is built on the analogy of the design process and deci-
sion-making, therefore strengthening the ‘muscles’ for assessing situations,
setting realistic goals and making decisions that involve self-advocacy. The
topics of self-knowledge, the professional content, the structure, the object
templates and the self-reflection tools all point towards the goal of helping
girls gain tools for empowerment, agency, and practicing decision-making.
This idea is heavily influenced by Dewey’s pragmatist approach to learning,
which states that subjects and tasks in learning are activities that reproduce
or run parallel to work being done in the real, social life. Conversely, activities
such as woodwork, sewing and other activities which combine the student’s
experience from its own personal world with the practice of society are
what we today know as ‘life skills”. (Dewey, 1938)

Another important theoretical reference point is the Flow Theory of
Csikszentmihalyi, who, in relation to stress, defines the ways of relating to
stressors in one’s life as coping abilities or coping styles (Csikszentmihalyi,
1990). Csikszentmihalyi distinguishes three different kinds of resource for
coping: the first one is the external support available, especially of a social
nature; the second includes a person’s psychological resources (such as
intelligence, education, and relevant personality factors); and the third type
refers to the coping strategies that a person uses to confront the stress.
This last one is the most important one in our case, as it is the only one
which we have control or influence over in the domain of design. There
are negative and positive coping strategies, the negdative being regressive
coping, and the positive being what Georgde Vaillant calls “mature defense”
or transformational coping. (Vaillant, 1977). Different coping styles can be
strengthened or improved with experiencing the state that Csikszentmihalyi
calls the flow or the optimal experience. “When the information that keeps
coming into awareness is congruent with goals, psychic energy flows effort-
lessly. There is no need to worry, no reason to question one’s adequacy. But
whenever one does stop fo think about oneself, the evidence is encouraging:
“You are doing all right.” The positive feedback strengthens the self, and
more attention is freed to deal with the outer and the inner environment.”
(Csikszentmihalyi, 1977, p. 39) This positive, reassuring feeling is something
that we seek during the FRUSKA programs as well, consciously relying on
positive feedback, encouragement, and safe boundaries, which helps deal
with failure.

Instead of a classical participatory design process, the structure
allows for safe decision-making. We should keep in mind that the members
of the target group are often not used to having complete freedom over
their actions, and in order to feel safe they need a limited number of options,
which make the process of choosing fail-safe.

Decreasing the amount of new information and decisions to be
made, and reassunring mentor presence creates more space for this opti-
mal state of self-expression, joy, feeling of success, connectedness to peers,
and self-reflection, without putting too much pressure on participants.
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Pedagogical principles of the
FRUSKA method:

Girl-centered topics and tools

Clear structure and safe boundaries (predesigned
templates with customizable details)

Safe space for mistakes and experimentation

Expansion of familiar physical spaces, girl-
centered space (workshop, campus, etc.)

Self-reflection and self-definition

Design as decision-making (turning concept into
reality)

Capacity-building for individual ownership and
responsibility

Personalization of objects

Open-ended conversations on defining topics
Decentralized power structure

Non-frontal learning

Capacity building (physical — tools; linguistic/
epistemological)

Process-centered learning

Peer-to-peer learning

Target group needs to address
with the FRUSKA method:

Specific features of target group (ACEs)
Fragmented family background
Low socioeconomic status

Liminal psychosocial development stage (resulting
in role conflict of being in between child and adult)

Low self-esteem

Lack of self-awareness

Low motivation for engagement

Short attention span

Lack of fine-motoric skills

Low digital literacy

Lack of possibility to exercise control

Lack of future concepts and execution of plans

Need for a clear but flexible structure of creative
endeavor

Need for safe boundaries

IV. MASTERPIECE
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I\V/.2.3. Ethics
of participation

Since the target group is particularly sensitive, an appropriate ethical ap-
proach is required. In her essay ‘Nomadic Ethics’, Braidotti states that “[aln
ethically empowering relation to others aims at increasing one’s potential or
empowering force and creates joyful energy in the process”, also implying
that the approach towards the group must be dynamic, transformative, de-
centralized, and affirmative (Braidotti, 2013, p. 343). These guiding principles
lie at the core of the method used here, and they take shape in the iterative
process that the methodology was created and tested based on participants’
inputs as well as the built-in feedback throughout the program.

Naturally, the practicalities of the ethics of participation have been
carefully considered. All participants have been informed about the process
beforehand and a consent form of participation and visual-textual docu-
mentation have been signed by legal caretakers. However, a crucial notion
of voluntary participation was encouraged through the process, reinforcing
girls in their freedom of choice regarding active, passive or no participation.




I\V/.3. FRUSKA
Handbook

The FRUSKA methodology is presented and de-

scribed in the publication (Fruska Handbook | Fruska
kézikonyv?®), written in both English and Hungarian.

The handbook consists of three chapters in both lan-
guages: Methodology, describing the specifics and the
application of the book; Workbook, containing the work-
shop descriptions and templates for the proposed
activities; and Questionnaires that facilitate the impact
assessment of the activity.

The Methodology section contains descriptions of the target group
of the methodology, defining the circumstances for the book’s use, the
basic principles of the methodology and the impact assessment built into
the process.

I\/.3.1. The target group
of FRUSKA method

The target group of FRUSKA can be defined through a set of criteria through
an intersectional approach. The basic group is female communities aged
10-18, who are or have been participating in the school education. This entails
little or no former professional training in design or art. The social status
of these groups is defined by low family income, often insecure housing
conditions, and oftentimes an ethnic family background (during my practice,
Roma communities were the most represented in the program), however,
religious affiliation was not taken into account during the research. The
method was tested and therefore can be applied in both rural and urban
contexts. The method was tested in Hungarian-speaking groups but is avail-
able in English and the international application is possible and underway.
8Some paragraphs in the following section
were previously published in the FRUSKA
Handbook (Csernak, J., Szerencsés, R., Hor-
vath, L., 8 Dés, F. (2023). FRUSKA Handbook /
FRUSKA Kézikdnyv. Budapest: Moholy-Nagy

University of Arts and Design. https://mome.
hulenlprojects/fruska.)
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In low-income, vulnerable communities, the lack of perspective and
job prospects can have debilitating effects on youth groups. Girls are often
the most vulnerable in this sense, as early (childhood) marriage, a domestic
career and the role of the caretaker is the only visible option to them. It is
significantly true in more traditional or ethnic communities since the family
serves as both the sole economic and social support system for individuals.

Contrary to conservative viewpoints linking early motherhood to
biological or cultural factors and the dependency on national aid programs,
a more plausible explanation focuses on reproduction as a ‘symbolic capital’
(Durst, 2001; Fernandez-Kelly 1995). Early motherhood has historically not
always been a specific characteristic of Roma communities, and therefore
not a “typical Roma demographic behavior” “rooted in their culture”, but
a behavior that varies over time, depending on the current social situation
of the examined group. In many local communities in Hungary, this phenom-
enon has been becoming more prevalent in the last ten years, as a result
of the closure of the pathways to resources available to the majority of the
society (such as further education or the possibility of obtaining a permanent
job for yound girls) (Durst 2001). According to recent data, the increase in
the employment rate of men (from 48.2% to 60.3%) with only a primary ed-
ucation is significantly higher than that of women (from 48.2% to 60.3%), and
men were more likely to be able to move out of public employment and into
the primary labor market (KSH, 2018). On the other hand, as the employment
prospects of those with low educational attainment are below average, the
Roma population’s presence in the labor market can be found in a lower
proportion and in less advantageous positions than average. (Four-fifths of
this group have completed only primary education, compared with one-fifth
of the non-Roma population.) A significant proportion of the population live
in areas of the country with a poor labor market situation and/or poor
transport links, where not only are local employment opportunities scarce,
but there is also a lack of meaningful job opportunities within commuting
distance, and women’s employment is limited by tradition and the number
of children which is larger than average (KSH, 2018).

This set of circumstances often result not only in early childbearing
and leaving the education system too early, but also in several other psycho-
logical factors that further hold back individuals from breaking out of their
barriers. The lack of support in the education system (especially in rural
segregated schools) further deepens the abandonment young girls might
experience and these difficulties might result in a lack of motivation, goal
setting, confidence, and agency.

Within the framework of the National Development Plan in Hungary,
social organizations have started to take up the role of supporting the
education system in extracurricular settinds, known as the Tanoda (“Study
Hall”) program. These projects mainly aim at helping children from the Roma
minority to continue to study and integrating them successfully into society

(Nagyné Argany, 2015). Even though the observation regarding the

lack of educational motivation (Durst 2001) is based on rural findings,
the Tanoda-system is actively working to overcome this obstacle in both
rural and urban environments; however, the change towards creating
cultural and economic capital through academic progress is slow.

In many cases, these interconnected phenomena foster a role
conflict between the world of the family (which considers a girl an adult
from early adolescence) and the world of school, which still treats them as
children in need of discipline. Therefore, in the following methodology, the
age of adolescence is flagged between ages 10-18, but for more accurate
methodical choices and appropriate tools, it is further broken down into
two categories (10-13 and 14-18), when referring to assessment tools.

%




The method book aims to find and identify patterns of diverse chal-
lenges underprivileged adolescent dirls face and the psycholodical effects
these challenges have, in order to address them with effective creative tools.
The method aims to define creative and design-based practices that enhance
the life experience of underprivileged girls through helping them gain skills
such as self-confidence, problem-solving skills, and a sense of agency. As
such, it is a useful tool for practitioners, community-leaders or educators to
enrich the developmental work with the target group of disadvantaged girls
aged 10-18. The method and workbook can be applied in settinds when the
developmental work carried out with the target group calls for out-of-the
box or creative tools, as both the age specificities of adolescent girls and
their position in educational or non-educational settings can prove challeng-
ing. In order to address girls in a meaningful way, it can be helpful to apply
participatory, customizable activities such as the ones proposed below.

The methodology is based on the parallelism between simple maker
assignments and self-knowledge tools. Each assignment is of varying
complexity and is rooted in a different psychic exercise. The evidence that
helps us draw this parallelism comes from numerous studies conducted
on STEM- and STEAM-based education and maker initiatives, where partic-
ipants had self-assessed as more confident and empowered as a result of
participation. (Clapp & Jimenez, 2016). Unfortunately, disadvantaged youth,
especially girls, are not the basic target audience of such programs, which
made it even more urgent for the current methodology to focus on these
groups. Moreover, a majority of humanitarian creative tools are based on
collaborative work processes (Design Kit: The Human-Centered Design Tool-
kit by IDEO, 2009; DIY Toolkit by NESTA, 2014), but most of them don’t address
the question of power dynamics and the problematic neoliberal concept of
self-actualization through various activities.

ate: £,
STl

These collaborative practices are typically based on an egalitarian
and democratic setup, where the designer only acts as a facilitator. In the
case of the specific targdet group FRUSKA addresses, it has proven difficult
during the workshops to embody the facilitator mindset, for two reasons:
firstly, the target group is not used to non-frontal educational settings (i.e.

a student-centered, cooperative learning environment) and expressing their
needs and opinions during creative workflows; and secondly, as elaborated
upon earlier, the majority of participants have experienced multiple layers
of disenfranchisement through their life and their girlhood presents

a necessity for the creation of a safe space in order to encourage
expression and creativity.

Intersectional feminist theory (see above in |. 2.) presents the most
appropriate framework for the methodology | have developed to address
the needs of this specific demographic group, as the chosen target group
presents a multilayered ontology that can be investigated through a nuanced,
multidimensional lens. As already mentioned above, adolescence is a crucial
age in the identity formation process, so raising awareness of these layers
can help one better understand and empower oneself.

The method and tools described in the workbook offer support
for exercising decision-making in order to encourage self-discovery and
to gain agency (See the EAD Framework above). The series of four work-
shops are built on the following stages: defining one’s position within a wider
structure or society; reflecting on the individual, self-image and social roles;
analyzing one’s surroundings and identifying factors that need improvement,
exercising problem-definition; goal-setting and problem-solving through the
crea-tion of handmade objects. These stages offer a step-by step learning
curve to tackle low self-esteem, role conflicts and difficult life experiences
by offering clear and safe boundaries and a space for individual expres-
sion. The workshop topics revolve around the individual and their relation-
ship to their environment, and the need to define challenges and tackle
them accordingly.

According to the specificities of target groups, there are two
different workshop scenarios to execute, depending on what the group
dynamics suggest. Firstly, if the group work points towards placemaking
as a crucial need, participants can create a (swinging) stool. If individual
expression is more important for the whole group, a customizable light
box can be created. In case the need for personal storage is articulated,

a simple shelving item can be built. The facilitators and community leaders
can decide on their choice of product together with the group or according
to the equipment available.

IV. MASTERPIECE
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Besides supporting girls on a creative learning journey, a wider goal
of FRUSKA workshops is to help participants discover interests and skills
they might not acquire otherwise or gdet access to, grow their personal and
professional network, widen their vocabulary (emphasizing the power of
language and competent use of accurate terminology), and to facilitate their
geographical and social mobility by participating in knowledge transfer as
mentors. Furthermore, developing psychologdical, coping, and communication
skills can support girls in other areas of life and strengdthen their resilience
and agency. All these skills and gains contribute to a wider sense of empow-
erment among participants. Empowerment, agency and decision-making is
modeled and exercised during FRUSKA workshops, specifically keeping the
perspective of the individual participants in sight, and thus creating a realistic
set of expectations that one can work towards.

The difficulty of the tasks is built up gradually, starting with simple
modeling with paper, then working towards more complex manufacturing
processes. Allmanufacturing techniques are chosen to fit the target groups’
skill levels and technological understanding. Objects created throughout
the process are mostly made from wood as a relatively accessible, easily
manufactured, but durable material. For cases where other materials are
required (such as plexiglass, textile cords, cork boards, or mirrors), see the
relevant remarks in the workbook (Csernak et al., 2023).

The majority of the materials that were used were sourced from
new stock instead of repurposed or recycled objects. The reason behind
this decision is based on years of experience in working with underprivi-
leged communities, where poorly furnished home spaces, hand-me-downs
and constant tinkering and repurposing is the norm. Therefore, such target
groups have a problematic emotional relationship towards recycling as it
is inherently tied to their experience of the lack of resources. Accordingly,
this program made it a priority that new objects were created from
scratch and that participants can exercise ownership over them, but all
blueprints were designed in a way to minimize leftover and waste materials.

I\V/.3.2. Challenges
and resources

When working with the target group, different types of challenges and
resources may arise through the process. Some of these challenges are
psychological (like self-reflection as an unusual and unknown tool), some are
skill-based (like the lack of manual or visual training or behavioral challenges
related to concentration, short attention span and difficult group dynamics).
On top of that, since the program requires systematic attendance, absence
of participants (due to decreasing motivation, unforeseen circumstances

at home or pandemic-related issues) makes it difficult to establish strong
bonds and long-term commitment.

As a first step, the program commences with a tool often used by
small-group feminist and activist groups: establishing common ground rules
within the program. These rules serve the purpose of boundary-setting,
creating a safe space and encouraging the participants to dive feedback and
shape their learning experience. In addition, a women'’s space provides an
opportunity for participants to share and connect with each other along the
common experiences of women in society based on their social positions,
which can be helped by setting common ground rules.

IV. MASTERPIECE

To consider basic psychological needs of adolescents, the basics of
Self-Development Theory were applied, which posit autonomy, relatedness,
and competence as essential and universal ingredients for healthy develop-
ment (Ryan & Deci, 2000, 2017). The program is designed to afford various
levels of engagement from the participants and offer them multiple ways to
solve a task in order to encourage long-term personal commitment. A well-
framed, predictable structure helps gain and experience control through
the process, which further strengthens the participants’ sense of security
and increases their agency. Agency plays a key part in both strengthening
a developing personality and goal setting. Psychology defines agents (in this
case, underprivileged girls) as goal-directed entities that are able to monitor
their environment to perform efficient actions to achieve an intended goal;
therefore, agency implies the ability to perceive and to change the environ-
ment of the agent.

14]

There are no available studies known to the author on a compara-
tive analysis of a wide range of international creative initiatives and the
long-term effects of maker practices on underprivileged girls. However,
comparative studies on participatory processes (Hussain 2010; Whittle 2014;
Shepers et al., 2018) mostly from the field of digital design point towards the
participants’ development of self-esteem, learning-by-doing, and broadening
their horizons, which can contribute to their empowerment. Furthermore,



studies focusing on gender differences in maker practices point out that
dedicated attention to educational injustices is crucial to developing a peda-
gdogical sensitivity within making environments, and broadening the definition
of making could further contribute to overcoming gendered stereotypes
within society and to create a more diverse environment in the maker
community as well (Vossoughi 2016; Eckhardt et al., 2021).

Since FRUSKA is based on a dirl-centered mentality, it is important to
address the topic of girlhood and female identity in the beginning, including fe-
male experiences of suppression within the larger context of society. Talking
about the female role models or figures girls see around them can lead to
challenging them to find a better fitting role. In these group discussions, we
use Intersectional Theory as a basis of our inquiries when asking questions,
such as: what is FRUSKA and what does it mean; why are we only females
in this program; what kind of female roles do we see in our environment;
how do we see women; which objects are feminine/masculine and why;
what tools are there in a workshop and who can use them; what are our
personal spaces and how are they like; and what kind of experiences
do we share.

IV/.3.3. Impact
assessment

Social design-driven projects aiming to empower communities and

boost creativity development have different indicators and methodologies,
and the scale, duration, and expected outputs of the interventions and the
process differ. But these projects have one thing in common: they aim to
catalyze change, be it visible-tactile-tangible change, or a more intrinsic,
longer-term change in attitudes and competencies in the compensation
for disadvantage. The need for change, for a shift from the starting position,
is therefore the same, but the tracking and detection of this raises a series
of questions. There is a natural need to demonstrate and analyze self-

and organizational utility, which can be seen as a human characteristic,

as an organizational and activity development drive, or as an optimization
of resources and assets.

Several factors make quantifying social design-driven initiatives
or interventions difficult. Firstly, in a relatively young and dynamic field,
especially involving voluntary participation, longitudinal measurement is
challenging. At the same time, it is difficult to completely separate sociological
and psychological factors from strictly design-related factors. Thirdly, since
social issues (poverty, discrimination, etc.) are usually interconnected, the

ripple effect of even smaller influences is problematic to detach from each
other. Impact assessment is challenging in social design-driven initiatives
due to the aspects already mentioned, but this challenge is rooted also in
the participatory action-research nature of such interventions. Systematic
changes in the process and external factors which can interfere with the
activities do not make it possible to apply purely psychological methods.
Due to the personal aspect and attributes of such an intervention, classical
sociological methods (not embedded in the process) are also difficult to
implement. While quantitative methods are a reliable way to measure the
effect, in social design-driven settings it is more effective to use a mix of
quantitative and qualitative methods.

The cross-discipline style of assessment usually applies self-reflexivity
as feedback and as a tool for individual assessment. On the one hand,
changes in various aspects, especially in identity, self-esteem and creativity
can be tracked by psychological methods, but the assessment can also
be carried out by sociological means (such as scaling or surveying). The
concept of self-reflexivity is also rooted in psychology, but its application
does not necessarily require a psychoanalytic approach. Self-reflexivity can
also be developed by giving people space and time for in-depth reflection,
and social activity based on peer learning helps to develop the capacity for
self-reflexivity. Self-reflective methods (narrative play, evaluation, and choice),
also mirror the reality in which the people involved are present, which
they have already internalized as change. Here we can make use of the
assumption that if something is not conscious, cannot be articulated, is not
expressed, and is not a performative act, then we are probably talking about
a non-existent effect since it is not traceable in actions and feelings.

In the current research, an amalgam of methods was used, orig-
inating predominantly from psychological research and anthropological
methods. A blend of questionnaire- and visual communication-based meth-
ods were applied and compared, which took into consideration the personal
preferences of the participants in the process of evaluation to increase the
sense of safety among participants. Including the assessment as an integrat-
ed part of the social design-driven process is a methodologically important
gdesture since disentangling interacting processes prevents the iteration
from informing the intervention and the assessment.
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Measurement settings

Even though methodologically it is challenging to quantify the change
in participants’ attitudes during and after the program, several touch points
are built into the process to observe the instances of change. Greenhalgh
et al. point out that it is crucial to examine the phenomenon of co-creation in
terms of research impact, which they see as relating to the interpretation
of instances of change at four different levels: individual (changes in partic-
ipants’ knowledge and attitudes); interpersonal (peer influence); collective
(professional opinions, ethical codes); and organizational (roles, routines,
institutionalized constraints) (Greenhalgh et al., 2016). The nonlinearity of cau-
salities in co-creation-based interventions also requires a dynamic approach
to impact assessment, one that can trace a chain of inferdependence with
a focus on processes rather than outcomes. Realistic and age-appropriate
methods help actors to tell their own stories of change by incorporating how
their efforts have changed their context.

The most significant change (MSC) technique by Rick Davies and Jess
Dart is a so-called participatory monitoring and evaluation method (Davies &
Dart, 2005). The technique essentially involves a diverse group of stakehold-
ers in the different evaluation phases, i.e. the project participants and staff,

and then uses stakeholder involvement to sort and analyze the resulting data.

On the one hand, it can be used for measuring the intensity of the project or
the intervention, and on the other hand, it provides a picture of the results
of the project and the impacts. Overall, it can be said that this method is a
retrospective-based research and impact assessment, and it is a self-re-
porting and self-reflexive one, working with a multiplicity of narratives and
a participatory system of selection criteria to narrow down the results and
detect results and effects. Davies and Dart recommend that the technique
can be blended with a theory-guided, deductive approach, as most projects
have a strong idea of the impact and results they want to achieve at the
outset. It is also important to note here that the method is replicable (change
linked to activity and experience). This methodology serves as a basis in the
case of FRUSKA as well.

Constant evaluation plays a twofold part in the process of FRUSKA.
Firstly, it helps participants go through the program with a sense of insight
and control, and the feeling that they can shape it according to their needs.
These results are reached through built-in assessment questions during
sessions, which through indirect wording and symbolic questions help them
elaborate on their experiences. Meanwhile, it helps avoid direct evaluation
and biased observation. Secondly, it helps quantify the change and follow up
on the shortcomings of the program. To assess the effect of the program,
the participants fill out multiple questionnaires that helps them frame and
formulate their experience and helps identify and measure the resulting
change or effect.

The following assessment methocdls
are used throughout the process

1 Comparative questionnaires
before starting and after closing
the series of workshops

We used a paper-based questionnaire which is an extraction of a
validated and standardized creative competence test to measure this
aspect among children. The questionnaires are using Lickert scales
operating with descriptive explanations on both end values to make
the numeric response options relatable. The themes of inquiry are
connected to the EAD Framework described above, and the structure
is based on a questionnaire designed by Hartz and colleagues, which
aimed at measuring changes in self-esteem as a Self-Perception
Profile (Hartz et al., 2005). The questions try to identify the children’s
relationship to creation while introducing the phenomenon of design
and creation. Besides these, a few questions refer to teamwork and
to the participants’ plans and goals even though the majority of the
community members can be untrained to apply future-forward think-
ing and attitude. The post-workshop questionnaires follow the tenden-
cy of associating positive feelings (brave, strong) with the process

of creation and problem solving, The closing questionnaire contains
reflections on the workshop series (artifacts created, lesson learned,
opinion on the artifact prepared, etc), so it serves a double purpose:
to gain comparable data about the potential and the self-reported
change and to collect iterative feedback regarding the intervention to
boost critical thinking among the community members. The anonymity
of each questionnaire is of particular importance.

2. Oral feedback following all four sessions

Oral feedback sessions can have a dedicated timeframe and place

in the workshop agenda, but they can also be more embedded and
casual, when interpersonal connections are made during the creative
process and discussions are initiated in a semi-structured yet organic
way with the community members. Besides, the sessions are also
built around discussions where the participants of FRUSKA can think
about themselves and their aims and reflections on more abstract
modes in a facilitated environment. These discussions constitute
embedded feedback as well as serving as self-reflection sessions.
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Whitten or visual feedlback (anonymous)
following all four sessions

The method is rooted in diary writing and the mixture of the Most
Significant Change and Photovoice techniques, where participants
can explain the change they perceive by using the storytelling format
combined with a photographic illustration of this change. Sometimes
visual feedback (drawing, collage, photo composition) is more
effective especially among non-verbal communities and targdet ages
like children. Feedback is usually symbolic: images, figures and visual

illustrations used by the participants allow only to articulate subjective
assumptions, observations and patterns.
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Both the built-in and the questionnaire format assessment are based
on non-evaluative, often symbolic questions. Fiction and storytelling as well
as optional visual presentation answers (drawing, collage, stickers) are used
throughout as tools that help with easing the communication. ‘Self-objectifi-
cation’ is used in a setting where the participants are asked to tell something
about themselves through an object that is meaningful to them (to tell their
story through their favorite or most meaningful possession).

Data gained from questionnaires are digitized and assessed in a way
that reflects the change, quantifiable in both the individual participants (using
anonymous but unique markers throughout the process) and the group as
a whole. In what follows, | present the data gathered throughout several
FRUSKA workshops.

el WA
i i [

o @reRY
AR aied

LIS AL
\ e

‘ \ L perern
o €

aa¥
W

T O

ot e
] 2TV
e

\“‘“u\“

\
a0

IV. MASTERPIECE

147



I\V/.4. FRUSKA
Workshop:
case studies

The proposed methodology described in the Handbook was tested and
optimized in several settinds, both in Budapest and in rural settings.

Partner communities of the program included Lathatatlan Tanoda

(“Invisible Classroom”), conducted by Rosa Parks Foundation, Deak Diak
Primary School, and Keszty(igyar Kozosségdi Haz (Glovefactory Community
House), located in different parts of Pest side of the capital. Rural cases
were not similarly structured, but instead they provided different expenri-
mental applications of parts of the methodology during testing and trial.

This rural location included Zalakomar in the South-western part of Hungary,
where elements of the methodolody were tested in a larger-scale produc-
tion by myself and my team, and Eremitu (Nyaradremete) in the region of
Transylvania in Romania with a sizeable Hungarian-speaking minority, where
one student project created during one of the semester courses was tested
by the student group independently.
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Even though the participants described here are from an urban back-
dround and their network and infrastructural access is considerably wider,
we can still observe similar patterns of the lack of trust towards education
and the lack of perspective and motivation, as well as a deficit of agency and
empowerment. The deficiency of tools for visual and plastic expression and
creative processes is also a situation that is shared among rural segregated
schools and inner-city schools with diverse studentship.

14




I\/.4.1. Workshops
with the girls of
Lathatatlan Tanoda

Number of 6
participants
gg%ggt/ Lo’zthatat:.lan Tanoda (Rosa Parks
organization Foundatior)

limeframe | four consecutive weeks

5 participants completed the
Result program

Objects
created
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mirrors, swinging stools

Lathatatlan Tanoda is based on the principle of equal educational opportunities.
The Tanoda works in Jézsefvaros (VIII. District of Budapest), where the orga-
nization tries to reach as many disadvantaged children as possible (mainly
Roma) who are about to start school, ensuring that they can start their
studies in a good quality educational institution. To help them succeed in their
school careers, the organization provides regular skills development and dis-
advantage compensation services. They recruit volunteers to work with the
children on a week-to-week basis and mentor them in the long term. They run
group sessions, individual development programs and community programs,
all of which contribute to the development of the children’s skills. For second-
ary school pupils, pre-admission sessions and career guidance sessions are
organized to help them make informed decisions about their future studies.
Lathatatlan Tanoda was a core partner of the current research both during
the conducted workshops and one of the semester courses.

]

While elaborating on the specifics of Tanoda programs in Hungary
would go beyond the scope of this thesis, it is worth mentioning that the
Tanoda network plays an important part in working toward closing the gap
between Roma and non-Roma students and their educational prospects.



A program based on one-on-one tutoring, extracurricular activities and
strong interpersonal bonds helps the participants raise their motivation
and dedication to education; however, there are limitations to the effective-
ness of such programs without strong support and encouragement from
the participants’ families. Similar to other minority-focused developmental
programs, the Tanoda aims at compensating disadvantages and ultima-
tely pushing participants towards independence while teaching them

the necessary skills.

The first series of workshops took place on a weekly basis in both
the MOME Campus and workshop spaces as well as the spaces of the
Lathatatlan Tanoda, between 7 April and 17 May 2022. Overall participation
rate was significant, with 6 participants starting the program and 4 of them
completing it (2 participants couldn’t complete it because of family issues and
timing). The same number of participants filled out the pre- and post-pro-

gram questionnaires, with interpretable results. Besides the questionnaires,
all sessions were concluded by a feedback session, where participants
could share the most memorable experience during each session (either
negative or positive) in textual or visual format.

Despite difficulties unrelated to the program, a vast majority of par-
ficipants maintained their motivation throughout the series of workshops.
There were both challenges and successes throughout the weeks. A main
issue that had proven to be challenging was scheduling and timing. The
workshops being an extracurricular activity, it was sometimes difficult
to find the timeframe that fitted both the Tanoda, the participants and the
campus and workshop employees as well. Numerous rescheduling
attempts were made in order to make the program fit the participants’
schedule which led to the prolongation of the program and contributed to
dissolving certain boundaries between participants and mentors, as it made
them gquestion previously established shared rules. As a consequence,
| found it to be difficult for the participants to take and practice responsibility
during the program. This was a result of wider issues in participants’ lives
and cannot be attributed solely to the effects of the program, but it is not
completely detachable from it, which highlighted the necessity for a clearer,
more foreseeable schedule to be applied in future cases and respected
by all parties in order to create a sense of liability.
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Despite the program lead’s and Tanoda’s efforts it had proven
difficult for the participants to contextualize the workshops within their
wider schedule and interest, but towards the end and through clarifying
the definition of design, some common ground was reached. This is an
important outcome not just because the participants’ visual knowledge
was enriched but because the analogy between a design process, and the
predictability of life events was further reinforced and thus connected to
the personal agency of the participants.



A few challenges related to community dynamics arose as well,
mainly internal disputes, some form of bullying, and the constant reinforce-
ment of ingrained roles within the group (e.g. negative personality traits
being attributed to certain participants, acting out and inattentive behavior
in reaction to unfamiliar situations, etc.), but several efforts were made in
order to challenge these dynamics and shape them into a more egalitarian,
more supportive one.

The overall results of the program were positive, participation was
consistent and the participants themselves demonstrated an increasing
sense of security within the process as well as growing knowledge.
Positive informal feedback was shared throughout the process, and at the
end of the program, during an anonymous interview, one participant even
expressed that she felt the program has had a long-term positive effect
on her and her self-awareness.

During the workshops, participants demonstrated a certain amount
of initiative and susceptibility to novelty, but understandably, they were
also hesitant to make too many alterations to the given template. Despite
being encouraged to feel free to change the shape of the stool radically,
they tended to take small steps and gravitate towards rounding out edges
and designing cutout shapes instead of redrawing the entire structure.
According to participants’ oral feedback provided during the positional
dialogues and feedback sessions, this was a conscious decision stemming
from their social position where conditioning leads them to adapt and linger.
The cutout shapes used for gripping the stool were a significant territory
of meaning-making for participants, as they were not only asked to draw
these shapes, but cut them out with a handsaw as well, which requires
serious dedication to their decisions of design. One participant cut out a
heart-shape and the other three cut out rectangles, even though a simple
round hole would have been the simplest solution. Participants reported that
these shapes represented important cultural symbols (the heart shape) and
shapes they are comfortable with, signifying the house or home (the square
shape). These symbols are both strongly connected to traditional female
roles and representation and can be interpreted in terms of Roma girls’ life
goals. As mentioned above, love, marriage and sexuality play a key part in the
target groups’ life narrative, as some of the most important opportunities
for self-actualization and creating ‘symbolic capital’ (Durst 2001; Kovai 2018).
The colors used throughout the objects are red, green and yellow, which
are often used in Roma pictorial tradition and clothing. The relatively small
amount of data produced by the co-creation activity does not establish the
causal connection between Roma traditions and the participants’ design
choices, but it is interesting to note that during the workshops, the girls
talked about the specificities of their families and their own personal clothing
and how different traditional wear is from their or their peers’ clothing. Us-
ing traditional visual elements such as heart-shapes or floral ornaments as
semiotic tools can be seen as a primal decorative tendency of adolescent’s
visual expression, but it also alludes to the “dichotomy of tradition versus
modernity, where the former is seen as being synonymous with either un-
derdevelopment or purity and the latter with advancement or soullessness,
depending on the perspective” (Smidakova, 2020). On the other hand, the use
of strong contrasts and geometric symbols instead of figures (animal or
human) can rather be the result of a decorative, but visually not highly skilled
education received in the common education system (Hortovanyi, 2018).
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Another noteworthy feature displayed by one of the objects is the
appearance of text. Van Leeuwen categorizes this type of text usage as
integration, when text and picture occupy the same space—"either the text
is integrated in (for example, superimposed on) the pictorial space, or the
picture in the textual space.” (Van Leeuwen 2005, p. 14) In this specific case,
one participant wrote her initials and the word “slave girl” on the sitting
surface of the stool. This text, while poetically and politically very strong,
is a direct reference to a Hungarian pop song from 2004 by L.L. Junior,

a popular raggalhip-hop musician of Roma origin (L.L. Junior, 2004). The
citation of this particular song underlines very traditional gender roles

and the structure of a heavily patriarchal family, while also sugdesting the
possibility of free will of the woman represented in the song. Additionally,

it references the strong cultural significance of music in Roma traditions,

a ‘racialization’ of musical traditions (Piotrowska 2013). Survey data show
that in Eastern Europe, majority group members typically regard Roma
musicality as a distinctive and positive attribute, and music tends to be an
area of pride and positive representation among Roma youth (Kende et al.
2017). During workshop sessions, participants shared segments of their daily
life as well as love life and suggested similar tendencies as those described
in the cited song. Therefore, the shapes and coloration used on the stool are
further enriched with meaninds from a culturally very significant musical
inspiration. When reading the layered meaning behind this specific pop
culture reference, we might consider it a metaphor for the participant’s
existential position. Hodge and Kress suggest that terms of speech are
often called metaphors, “but what they express is a basic equation between
the ordening of bodies and physical space and the relationships between
persons and social space” (Hodge and Kress, p. 52).
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I\V/.4.2. Workshops with
girls from Dedk Dick
Primary School

Number of o
participants
Contact L es . .
verson/ Decak Diak Musical Primary
g eco r cnoo
organization and Secondary School
: Wi r of wor ]
limeframe two pair o © kshops in
two consecutive weeks
Result | 9 participants completed =
the program =
Objects . . .
rrors, X

created | Mirrors light box objects
The Deak Diak Musical Primary and Secondary School (Deak Diak Enek-
zenei Altalanos Iskola &s Gimnazium, hereafter “Deak Diak Primary School”)
is a remarkable institution with relatively forward-thinking pedagogy em-
bedded in a location with a complex social history. The school was originally
founded in 1952, and has relocated twice since then, settling in at the
current location in 2008.

Besides offering wide range of musical and dance education, the
Deak Diak Primary School provides high quality Endlish-language teaching
and a wide rangde of extra-curricular activities, excursions, and camps.
The first to organize a forest school, a club day program, and to integrate
subjects, the school has applied a high number of pedagogical innovations
and good practices at the institutional level, which is significant due to the
district’s diverse social and societal composition. Ten girl participants have
applied to join and complete the FRUSKA courses, from which 9 have comp-
leted the full program.



Raising the number of new participants from 5 to 10 was done for
two reasons: the group who entered the program was already a unified
community and we had 5 mentors who could actively engage with new
participants. The timing of workshops was also organized in a different
manner: instead of choosing the same day’s afternoon on four consecutive
weeks as in the previous series, the second round was organized on two
intense workshop days in two consecutive weeks. This way, it was easier
to organize a larger group for a committed participation, respective of their
school schedule, and it made participation easier for the mentors, requiring
less future commitment and time planning from their side.

- 4
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\

The majority of the workshop content was identical to the previous
one, except for the final objects that were manufactured during the fourth
workshop. Instead of the swinging stool, the participants designed and
created lightboxes with similar manufacturing steps to the stool's process.
The lightbox was chosen for the workshops based on the observation that
this group’s central theme was largely about individual identities and group
cohesion, unlike the previous group which manifested a demand for individu-
al placemaking in the home.

All the data were collected in the same manner as during the
previous series, largely in paper format and through oral feedback.
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I\/.4.3. Workshops with
girls in Kesztyugyar

Number of
participants 7
Contact Zeendlild Tanoda (Kesztviiava
person/ Csen uo_tomoo %l( esztyugyar
organization ommunity Center)

limeframe | four consecutive weeks

5 participants completed the
Result program

Objects | mirrors, various objects chosen
created | by participants
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In order to widen the participant circle further, and test it in more diverse
communities and circumstances, a partnership with Keszty(igyar (The Glove
Factory) Community Center was initiated in 2023 February. The Community
Center is located in the heart of the Budapest VIIl. district, not far from the
previously mentioned Deék Diak Primary School and the Lathatatlan Tanoda.

Thirty primary and secondary school students participate in the
aforementioned Tanoda programs in order to develop their skills and
talents and consequently achieve better academic results. The afterschool
program focuses on developing the skills and competences that will help
young people from disadvantaged backgrounds to succeed at school, also
offering subject support, which significantly helps with the children’s devel-
opment. The long-term goal of the project is not only to help children catch
up at school, but also to give them the chance to continue their education, to
integrate them into the society and to ensure that they can continue to make
a difference once they leave school. This is also the purpose of play-based
activities, non-formal learning methods and the preparation and celebration
of holidays and traditions.
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In the case of Keszty(igyar, a micro-community of the participants of
the Tanoda program were invited to take part in the activities, coming from
the age group 12-16 (originally seven girls, but only five of them completed
the program). The Tanoda program’s facilitators had expressed a height-
ened need for such a program in the girls’ lives as they are the ones least
addressed by specific activities designed for them, and thus lacking that
type of focused attention.

In this specific case, the community expressed a heightened sense
of self and goal-setting, but they connected less intensely to the creative
activities themselves. During the positional dialogues at the beginning of each
workshop series, the girls displayed a wide vocabulary in communicating
their emotions, experiences, and desires. They were generally more open
to talk about topics related to self-awareness and they were glad to carry
out well-defined tasks (like manufacturing the mirror object), but they strug-
dled at the stage when this knowledge was needed for goal-setting. Partly
due to the age difference among the participants, this group did not conclude
a central theme that they all wanted to work towards in order to formulate
and manufacture a design solution.

Even though during the spatial mapping exercise of the third
workshop they were expressive and open about their home environment,
they experienced difficulties pointing out what could be improved and how.
A few similar themes could be observed at this stage: beautification (jewelry
storage inspired by examples found on Pinterest); storage box (which they
struggled to figure out the structure of); and representation of family
memories (picture or mirror frames).

All three themes were attempted to put into physical shape, but
with less success compared to other groups. The idea of the storage box
was discarded because participants were not able to bridge the gap be-
tween the idea in their head (sketching the object for a preliminary manifes-
tation) and actually prototyping it from balsawood. However, jewelry storage
objects and a picture frame were created by some of the participants
successfully. Throughout these last two assignments participants expressed
that their main motivations are to immerse themselves in relaxing activities,
exercise the visceral, muscle-intense tasks of working with heavy machin-
ery and use beautiful colors. Therefore, the functionality of the outcome was
proven less central than the process of creation and the experience they
have gained through it.

While this series of workshop could not be considered the most
successful from a design perspective, as the objects created did not
stay within the framework of the proposed program and they were not
particularly consistent aesthetically, they embodied an important lesson
for participants and facilitators. During the dialogues of the workshops,
girls have reported that they gained courage, physical ability, verbal skills,
technical knowledgde, experience in reflective thinking, somatic experiences,
and a general sense of competence towards new, unknown territories.
A few of them have expressed repeatedly that they would like to engage
in building activities in the future and are going to put their newfound skills
to use in their home environment.
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IN/.4.4. Workshops
conducted in
Zalakomar

A research project conducted in partnership with the Hungarian Charity
Service of the Order of Malta provided the opportunity to test elements of
the FRUSKA methodology in a different setting. Therefore, the case study
presented below does not offer an insight comparable to the previously dis-
cussed ones; instead, it offered me insights into possible future large-scale
application of the method in relation to public space. Specific socializing and
icebreaker games, discussions and participatory tools were tested which
were then built into the FRUSKA exercises as well.

In the context of the Zalakomar community, the majority of the
girls aged 10-16 were assigned into a group that inquired about the local
needs of the participants. This process was conducted with a long-term
engagement (over the course of a whole year), which consisted of seve-
ral in-person intense workshop settings, such as a two-day hackathon,
a 10-day Summer University and a two-weekend participatory program
of designing and building an exhibition about the shared experiences.

As a result of the preliminary mapping and research of the hacka-
thon, the need for a personal, dedicated space specifically built for the dirls
had crystallized, so the Summer University program aimed at fulfilling this
specific need.

The aim of the Summer University program was to map out the
community’s spatial perception with the help of the local children, in order
to find instances of lack of functionality in outdoor spaces and to design
and implement an outdoor furniture collection suitable for hanging out and
playing. During the process, participants reflected on the phenomenon they
observed at the hackathon, which is the lack of spaces for informal activities
on the one hand, and the lack of specifically girl-centered programs and
spaces on the other. The idea for creating a ‘hangout-space’ that serves
as a community hub and builds on local group dynamics came up in
response to this.
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The role of participants from the local community was to provide The instructor’s role was to coordinate and optimize the process,

expert input from children during the research and design process, and assign tasks, give feedback, provide professional guidance, and ensure
to assist in the safe and effective management of equipment during the im- that we responded in the best way to the needs of the local community.
plementation phase. The students facilitated the brainstorming, molding the As a result, exercising personal agency in the context of shared spaces
prototype that they and the children have dreamed up into a feasible form, with scalable interventions posited a large-scale application of FRUSKA
modelling and coordinating the construction, and then carrying it tools. Since this set of workshops took place in the context of a different
out with the children. type of program, and is presented here only to demonstrate parts of the

metholodogy being put into practice, a deeper analysis of the results is

The children were encouraged to formulate their real needs, to use not included here.

their imagination and to invent and model innovative spaces, while acquiring
practical skills in the process. During the workshops the children’s task was
to present their own spaces, find the pain points, react to these and come up
with ideas about the function of a piece of furniture, model it and participate
in its construction.




IN/.4.6. Data collection
and evaluation during
FRUSKA workshops

As mentioned before, the program and the method proposed here is cur-
rently in an experimental phase. In an attempt at measuring the impact that
the program can produce, the gathered data was sorted and analyzed, and
is presented below. A total number of 35 of participants were included in
the full program, and data collection was secured from 24 participants.

Despite the intentionally small groups of participants (5-10 partici-
pants per group), the comparison of pre- and post-program guestionnaires
have produced interpretable answers about the effect of the program.
Even though the amount of data gathered by the questionnaires is certainly
not suitable for producing overarching, broad conclusions about the wider
dgroup of disadvantaged adolescent girls, they definitely help interpret the
experiences of this specific target group.

The material for data collection was designed in a paper-based
format, in order to make sure the participants’ limited digital literacy does
not create a barrier but ensures a wide range of comfortable tools for
feedback, and it was designed in an anonymous manner and color-coded
manner in order to ensure the continuity between each-participant’s feed-
back pre-and post-sessions. This way, the actual change in attitude could
be traced back more poignantly, instead of looking at the chande
in the group dynamics alone.
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The pre-program questionnaire mainly asked the participants about
their relationship to new situations, challenges, and creative endeavors, as
well as their experiences of their efficacy and peers. The questions were
designed in a way to find out more about (a) the participants’ current cre-
ative competences and (b) their sense of self in order to understand their
current level of agency better.

I7]

The post-program questionnaire consisted of two parts, the first
part being identical to the pre-program questionnaire in order to measure
the changes in attitude, and the second part being detailed feedback on the
participants’ experience of the creative program. This second part mea-
sured the clarity of the program and its goals, the participants’ attitudes, the
successfulness of participants’ goal setting during the program, and overall
age-appropriateness, relatability and relevance of topics, timing and adult
mentors during the process.



Changes of given values to each question by respondents in pre- and post-workshop questionnaires

| feel accepted by my peers I like to try new things, tools and technigues.
Il | feel | can express my feelings and thoughts through .. When | create something, it brings me joy.
I feel | can handle the tasks shead of me. When | create something, it makes me feel powerful.

| feel that | can achieve my goals and aspirations.
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Comparing the pre- and post-program questionnaires, there are
some instances where increasing and decreasing tendencies can be ob-
served. The willingness to try new techniques has not only increased [from
4 (33%) and 5 (42%) as main answers on a 1-5 scale to 4 (29%) and 5 (54%)],
but a lower dispersion can be read so the average value has increased
from 4,0 to 4,4.

The indication of confidence on performing tasks shows a different
tendency. Here a greater variability can be seen [1(4%), 2 (8%), 3 (87%), 4 (37%)
and 5 (14%) in a 1-6 scale in the first questionnaire, and 1 (4%), 2 (4%), 3 (25%),

4 (37%) and 5 (25%) in the second], which can indicate either participants’ hav-
ing a wider and more realistic view on their goal setting, or their being more
honest and openly communicating about their experience. A similar result
can be found in the questions regarding the sense of power and happiness
associated with creative performances, the explanation of which is sup-
ported by the verbal feedback that participants were sharing regarding the
program and their personal lives. As for the question about the expressive
power of creative processes, an overall more positive answer can be found:
while both questionnaires showed 4 (37%) and 5 (16%) as most common
answers at an equal ratio, whereas the first questionnaires showed 1 (12%),
2 (10%) and 3 (25%), the second questionnaires have not indicated a value at

1, 2 has remained the same (10%), while 3 (37%) has increased significantly,
implying a more confident feeling related to creation (further confirmed by
the average value increasing from 3,6 to 3,8).
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A more realistic goal setting is indicated by question 6, as the first
questionnaire showed 1(8%), 2 (17%), 3 (25%), 4 (33%) and 5 (17%) as answers,
compared to the more consistent, more grounded result of 2 (4%), 3 (30%),
4 (41%) and 5 (25%) in the second questionnaire.

Peer acceptance has increased slightly [2 (41%) and 3 (64%) in the
first and 2 (41%) and 3 (59%) in the second questionnaire,] from 2,5 to 2,55
on averagde.

Regarding the participants feedback about the program, the majority
of participants have found it exciting (95%), comprehensive (85%), successful
in skill building (95%), satisfactory in terms of results (75%), and satisfactory
in terms of timing (95%). 75% of participants felt secure and 25% felt insecure
during the workshops. Explanatory questions about the workshops have
revealed that most participants have found the provided guidance useful
(80%), the objects that they created meaningful (100%), and they have gained
new skills like courage, perseverance, and practical skills.
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Based on the above, it can be stated that the program had a certain
amount of measurable impact on the participants, but the data above is
not sufficient to draw wider conclusions at this stage about the project,
for which a wider data collection is necessary. Additionally, a qualitative
analysis of post-session feedbacks (altogether 24) shows that participants
have felt their sense of security increase within the group setting and have
shared more and more personal details of their lives and interests with
me and other mentors. They have also performed a growing awareness
on group dynamics and have helped each other overcome insecurities or
mood changes during the process with the use of positive reinforcement.
This is an important milestone, as in the beginning a certain level of bullying
and negativity was observed by the mentors. One of the most important
outcomes of the program was that approximately 80% of the participants
were willing to continue as mentors helping a new set of participants, which
is a key achievement at measuring the growth of agency as willingness
to take charge and action and stepping into competent roles.

On a few occasions, the post-workshop questionnaires were delayed
by organizational issues, and an interesting insight was gained through
that. While the original assumption was that immediate feedback granted
visceral impressions, fresh reflections and more accuracy, cases where
delayed reflection was possible revealed that some distance helped mature
the participants’ insights both on the program and on themselves. These
were confirmed in cases where participants later joined the workshops as
mentors or when they were included in more informal conversations later
in the process.

In the following section, the semester courses are presented.
These courses were based on the FRUSKA program in an early phase of
the project, and therefore they helped me gain deeper insight on the target
group and their needs, the validity of certain methodical elements, the
students’ perception, and organizational processes while building up
the FRUSKA program.

Changes of average values given to the questions in

pre- and post- workshop questionnaires

| feel accepted by my peers

M | feel | can express my feelings and thoughts through creation

| feel | can handle the tasks ahead of me.

| feel that | can achieve my goals and aspirations.

I like to try new things, tools and technigues.

When | create something, it brings me joy.

When | create something, it makes me feel powerful.
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Variability of each answetr’s given value bet
pre- and post-workshop questionnaires
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I\V.6. Semester
courses based
on FRUSKA

IV.6.1. 2020/21 L.
Semester: FRUSKA
Mobile builder kit
RDI course

This course was initiated in the middle of the COVID-19 pandemic, which
posed an interesting challenge through the application of online teaching
models. Throughout the course, lecturers (myself and Rita Szerencsés)
aimed to create experiential research and learning situations for students,
while they were seeking answers to real challenges in real situations. Design
students at Moholy-Nagy University of Art and Design (MOME) were divided
into groups and took a research-design approach to different aspects of

FRUSKA, with a focus on co-design practices and their impact measurement.

The students worked in two groups: product design and impact mea-
surement. The specific combination of the two themes was justified by the
nature of the FRUSKA project, which is based on continuous monitoring of
the interaction with the community and representation of the community’s
needs. During the semester, the students designed two online workshops
to engage the participating girls on platforms created in Miro, which, despite
the limited digital access of the target group and the barriers to trust build-
ing, proved to be successful and produced real input for the design process.

The two teams progressed in parallel throughout the semester,
but with slightly different dynamics due to their focus. During the process,
they presented their work to each other during two milestones related
to the evaluation and synthesis of the workshops, but also encouraged the
exchange of experiences from different perspectives. By the time of the final
presentation at the end of the semester, both teams had developed complex,
well-founded solutions. The impact measurement team designed a game
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to track changes in personal motivation and self-expression, which could
be played with an alumnus or adult facilitator. The idea of the game is that
the initial and final state of the participants can be mapped through decision
making via a non-evaluative scoring system. The product design team,
responding to the participant dirls’ desires for the material environment,
broke into several micro-groups to develop solutions for the storage spaces
within walls and partitions. A total of four different concepts were created,
each of which can be designed and scaled to individual needs. Students also
had to consider the aspect of implementability, so that participants could
build the resulting designs with the help of their basic technical knowledge
and the workshop descriptions provided.

Overall, the semester-long student work was considered a success
despite the hybrid educational situations. However, the resulting designs
were not included in the final outcome in the Handbook due to several
reasons, such as relatability towards participants, functional value of
concepts, and simplicity of manufacturing process, and the lack of personal
connection between students and girl participants. On the other hand, the
process was able to provide a basis for general conclusions on the target
groups’ functional needs and personal preferences, which proved insightful
in upcoming design stages.

IV. MASTERPIECE
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IV.6.2. 2021/22 .
Semester: FRUSKA
Design workshop
for girls, product
development RDI
course

This semester course was the continuation of the one described above.
The objective here was not only to uncover the needs and motivations of
the target group but to move towards co-designing a collection of objects
for potential use in the FRUSKA Handbook. During the course, COVID-19
pandemic was still in progress, which resulted in the continued use of
hybrid teaching methods and partial online participation. With careful,
masked in-person lessons, it was possible to build a more close-knit
working relationship with the community of Lathatatlan Tanoda; however,
due to several reasons (related to personal issues) the originally planned
final participatory workshop could not be conducted. Besides building on
the concepts previously developed in the earlier course, one of the main
objectives of this course was to build a connection with the community

of Lathatatlan Tanoda for future collaboration and to create new, groun-
ded concepts and prototypes for potential FRUSKA workshops. In this case,
students were specifically asked to not only create concepts for objects
designed to be manufactured by and with participants, but also a clear
and structured workshop plan to execute fabrication.

IV. MASTERPIECE

Throughout the semester, three in-person meetings were organized
with the girl community in the Tanoda: one at the beginning of the course to
establish trust and build connections; one in the middle of the semester in
order to validate research questions and assumptions by design students
through two workshops conducted with the participation of students and
the girls, and also to find core concepts for prospective workshop content;
and a third one which was intended as a test-run for the concepts devel-
oped by students, resulting in a participatory workshop where students and
the girl groups prototyped the workshop process and the designed product.
During the process, students were asked to build workshop programs for
their meetings with the girls from scratch, based on the methodological
support from the author and colleagues. Unfortunately, due to miscom-
munication on the Tanoda’s side and a last-minute cancellation of the girl
community, the final workshops were conducted by the students only,
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which was perceived negatively by the students. Not only did they feel
disappointed with the process left incomplete, but their emotional investment
was also not matched from the partner organization’s side, which caused
frustration and loss of motivation in conducting the collaboration further

as a group.

Two separate groups were formed and conducted separate
research. Group 1 based their inquiry on the observation that girls repor-
ted the lack of personal touch in the spaces they used frequently in the Tan-
oda building. The difficulty to concentrate and relax in these spaces was also
taken into account, and after careful consideration, a functional approach
was taken in order to enhance the usability of the space while also em-
bracing a participatory building approach and sensory use of material.

A modular lampshade was created that took advantage of the girls’ tenden-
cy to weave and braid friendship bracelets: thus a colorful rope was used
to bind together the plywood parts. Even though the object was not built in
a participatory manner, the final product was placed in the original space
and Tanoda participants still use it as a symbol of community building.

Group 2 took a different approach and focused on the use of time
girls spend at the Tanoda during their extracurricular activity. Besides
learning, preparing homework and studying for upcoming tests, groups
participate in playful activities, however, social cohesion is not quite strong
as they don’t necessarily share the same school. Hence, Group 2 decided
to opt for a community building game, that can be used for a mood check,
shareback session or a post-session relaxation tool. The final concept was
a skill game based on the Finnish mélkky, which features wooden columns
of different heights, intended to be thrown over with a rod. Based on the
outcome, players were to choose from answenring different questions based
on their moods, on the days’ activities or more general, recent life events,
providing an opportunity for safe sharing in a structured manner. However,
this game was also not fabricated and tested with the original target com-
munity, it was prototyped as a workshop and a concept with the student
community of Nyaradremete (Romania) during a Summer School, where
it was well-received (elaborated below).

Teke-Toria is a community-building game played with wooden material
that can be used both as a leisure activity and as a post-lesson debriefing
exercise, either in connection with a specific curriculum or for general
mood reflection. The game includes 1 throwing stick, 12 bowling puppets and
60 cards. As the game commences players take turns to throw the throw-
ing stick, and depending on the symbol of the piece that was hit, the referee
asks a question from the question cards of the given topic.

Players choose between two options before each roll: either roll with
their eyes closed or roll with their eyes open, standing one step back for
each question. The themes of the three symbols in the game are:

(a) circle ~ general mood;

(b) square ~ current occupation;

(c) triangle ~ past period.

During the application of the workshop plan, the main goal was to prototype
a community-building game that children would enjoy playing outdoors after
school, and that would help them get to know each other and share their
expenriences.

Even though this course was quite successful, and a strong bond was
formed with the partner organization as well as the girl participants—who
eventually continued participation in a measurement-oriented framework—
it was also a strong learning experience regarding the amount of freedom
and responsibility that such target groups can handle, and as such, it
resulted in the more clearly defined, limited and boundary-oriented conduct
of antecedent workshops.

IV. MASTERPIECE

183



I\V.6.3. Workshop
conducted in
Nyarddremete

The student team participating in the latter semester course developed
their concept further in order to prototype it with the community of
Nyaradremete Dr. Nyulas Ferenc primary school in Transylvania, Romania,
in the summer of 2022. 40-45 primary school students from Nyaradremete
and the surrounding villages were guided by the students as workshop
leaders from MOME’s Product Design MA2 team.

As described above, the goal of the students during the semester
course was to design a community-building game that children would enjoy
playing outdoors after school, and that would help them det to know each
other and share their experiences. After the course, the game was further
developed in terms of graphics and content, and then it was manufactured
and tested together with the students from Nyaradremete.

The previously developed course material was applied because
community-building, sensitizing aspect was prioritized, where a set of
dames can be built together with local youth, leaving the finished pieces and
the experience of making thinds together in a Hungarian community beyond
the border.

Despite the workshop being originally designed for smaller communi-
ties and groups, more than 40 primary school children joined. Even students
from the neighboring village decided to participate, but despite the large
number of students, everyone managed to successfully take an active part
in the activities. The sessions were kicked off with introductory games to
get to know the students a bit better and to lighten the mood. Three types
of cooperative group games were played and then participants were given
the choice of forming their own working groups to create the Teke-Toria.
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Participants worked in two groups, one was responsible for
sawing and sanding the wooden boards to size, and the other worked on
the packaging of the game, decorating the card boxes and the game’s pouch.
The teams were reunited so that participants could paint the logs with
spray paint. Finally, all groups tried out the games together. At the end of the
session, two complete sets of Teke-Toria were made, which the community
is still using to this day.

The participants reported that they really enjoyed the workshop, mas-
tered peer-led cooperative groupwonrk and experienced mutual emotional
support within the group. According to their school tutors’ assessment, the

participating children’s planning, executional, delegating, organizational and
emotional skills have developed significantly. Sadly, this project could not
continue, even though it would be beneficial to include peer mentors in future
workshops, who come from a different cultural and geographical context.




I\/.6. Successes

and challenges
of FRUSKA
workshops

Even though the program structure was created after careful consider-
ation and several rounds of iteration, unexpected factors and challenges
arose. These challenges were partially attributable to organizational issues
(such as timing, technical barriers, personal barriers, etc.) or the general
specificities of the target group, and they provided many important insights.

There is a complex set of issues concerning the target group’s
background, socioeconomic circumstances and educational history. Due to
the neglect and underserving they experience in a larger societal context,
underprivileged girls often find it difficult to engage in
longer timeframes, establish and follow-up on person-
al decisions, or express their personal needs and opin-
ions. These factors are essential to creating strong
bonds within and outside of their micro communities,
widening their networks and establishing future-onri-
ented life strategies, so the methodology presented
here aims at addressing these shortcomings resulting
from previous life experiences. Even though the lack of visual
culture or creative education is prevalent in the target group’s educational
path, and therefore the level of targdeted proficiency is limited in the context
of the program, the outcome is not to master maker or carpenter skills
of participants, but to gain experience in uncharted territories while using
skills such as self-reflection, open communication, playfulness, cooperation,
proactivity, and failure management.

Allin all, it can be stated that the challenges mentioned above were senri-
ous barriers to an uninterrupted participation, but the biggest obstacle was to
gain the support of the family and home environment. In those cases where
the family supported the participants to regularly engagde in extracurricular
activities, they were more likely to show up consistently, even when they had
other obligations such as guarding siblinds or completing household chores.

IV. MASTERPIECE
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Furthermore, creating a simple but tangible object
during the second workshop was consciously planned
precisely to demonstrate the amount of skill and
mMotivation participants can gain during the process,
so that they would be able to show them at home and
receive positive feedback from family members as
well. Therefore, the support of the home environment
is crucial not only because it facilitates regular engage-
ment, but also because it directly reflects the partici-
pants’ individual learnings and achievements.

Limitations were also detectable during all series of workshops.
Observations point toward certain groups being more receptible to the
method and certain organizational structures more flexible, which results
in successes and learnings. Smaller groups (5-7 participants) were more
suitable for individual learning than bigger groups (10 participants), however,
bigder groups supported peer learning better even when facilitators had
a difficult time answenring each question. Data did not reflect a detectable
difference between the aftitude change in either case. The organi-
zational supponrt that | received in each groups’ case
have led me to the conclusion that a contact organi-
zation’s presence is beneficial (if not required) for the
sake of minimizing logistical tasks, and also because
the group’s attention is easier to direct towards the
learning if the facilitator only meets participants in the
workshop context, preventing the group from falling
back to usual group dynamics, daily routines and bul-
lving. In cases where the girl groups were freshly formed and didn’t have
a longer history with each other, it was more difficult, but not impossible, to
share personal experiences, so in cases where a newer group or youth
club wants to use the method,
at least a few months of collective activity is required.

Despite the fact that consistent participation was the basis of
a complex learning journey and later, detecting a measurable impact or
shift in attitude and skill, absence hasn’t been sanctioned during the process.
It was made clear to all participants that participation is voluntary and the
amount of gain they can receive from it is entirely dependent on their activity
and approach, and therefore they are welcome and expected to take own-
ership over their learning journey but their decision to stay away for various
reasons is completely respected. This kind of freedom resulting from
exercising informed decision-making is an inherent part of the method not
only during the design process and the execution of objects but throughout
the whole program.

Besides the direct achievements and successes of the program,
which are discussed elsewhere in the dissertation (see workshop case
studies, IV.4.1-3,, and analysis of data, IV.4.6.) there were several overarching
gains. First of all, girls have gained a wider understanding of their identities,
social status, and the factors that they can or can'’t tackle in different con-
texts of their lives. They have also gained a wider understanding of design:
what it is, how it works, how it affects people’s and their lives, and what
impact it can produce. Moreover, they have gained experience regarding
mentorship, peer connections, and how to navigate a competent leading role
in a community situation. This one is crucial because it has a wider impact

on the target group, as it facilitates positive role models and representation
as well as encouraging social mobility among participants.




Requirements of a
successtrul approach:

Participants
1 Safe, clear, foreseeable structure

2. Adjustability and flexibility in structure
and racilitation

3. Transparent communication

4. Target group-centered organizational
background

5. Clear boundaries, respectful of the free
choice of attendance

6. Space for reflection in (re)framing
the process at the end (group and
individual)

Facilitators

Space and time for reflection between
sessions

Interdisciplinary support

Support from a background
organization (civil organization. NGO,
educational facility)

Clear design or artistic goal (clear
expectation on the creative output,
not necessarily from an end product-
oriented mindset)

Clear personal motivation

Process-focused mindset
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I\/.7. Analysis
of the design
process

The results of both semester courses (described above) were valuable
from the perspective of functional and emotional needs of the targdet group.
The objects designed during the courses were not directly incorporated into
the final workbook, but the targdet groups’ needs that were revealed through
the process led me to reshape some designs and integrate these insights
into a simplified, easily manufacturable form.®

Originally, a three-piece collection was designed for the workshop
process, featuring customizable template objects with different functional
value, size and complexity. In this context, template objects are defined as
purposefully designed artefacts made for creative purposes, that offer
multiple ways of individual customization in sizing, appearance of details and
coloration. These details are specifically built into the design of the objects for
participants to exercise decision-making, self-discovery, and self-expression
during the process. This is especially important because as established
above, Empowerment, Agency and Decision-making are the core notions
of the methodology described here.

IV. MASTERPIECE

The collection of objects designed specifically for the program
include a mobile paper structure (reflecting the interpersonal relationships
of the participants), a small standing mirror featuring a pin board, a lightbox
object (that can be customized according to participants’ personal features),
a swinging stool (that can be personalized and equipped with additional
storage), and a ladder shelf (which is designed to refer to the vanity desk as
a prefiguration, but instead of featuring a mirror for beautification, it offers
personal storage as an identity-building act). Test-runs of the initial work-
shops revealed the need for a modification of this collection, resulting in the
ladder shelf being edited out, the reason being that the object was complex
and time-consuming to create and didn't resonate fully with all participants,
containing too many cultural codes. This observation also confirmed my
prior assumption that the design and making process, however enjoyable
and meaningful to the participants, is not quite crucial in itself, rathen, it is
valuable for the attention and focus it creates in and towards participants.
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Looking at the objects designed and created in the process, a
semiotic lens is necessary in order to examine the meaning created by
and through them by participants. Designed objects can be observed on
three levels through the lens of semiotics: on the pragmatic, the semantic
and the syntactic level (Morris, 1938). The pragmatic level inquires into why
the object exists, the semantic level explores what kind of subjective attitudes
people have towards it, and the syntactic level investigates how it was made.
In FRUSKA'’s case, the participants were co-designing a structurally pre-
conceived template. The reliance on templates is necessitated by the short
timeframe of the conducted workshops and the specificities of the target
group (i.e., the lack of confidence in visual expression, the intimidating aspect
of a detailed design process, and the need for a unified design journey that
grants a certain amount of freedom to participants and to the community
as well). The objects created throughout the series of workshops are
statements by the participants, and thus, can be read through the lens of
social semiotics. In this specific context, the author stresses the importance
of meaning-making by the participants, and therefore focuses on this aspect
of semiotics and semantics. The template-based objects are designed in
a way that creates a blank canvas for the participants, as well as helping
them overcome several technological and creative barriers. Rather than
granting them a fully detailed design education course, the program focuses
on taking smaller steps and aims af a success-oriented, affirmative process.
The role of design here is to provide the framework for the creative work,
to oversee the learning-process and to frame it in the context of a design
research, which produces new knowledde in the field that helps addres-
sing vulnerable groups with multiple disadvantages.

According to Bourdieu, design can be considered similar to a socio-
logical analysis of anecdotes: “These representative and representational
samples, exemplifying very concretely, like swatches of cloth, the reality
described, thereby present themselves with all the appearances of the
commonsense world, which is also inhabited by structures, but one dissim-
ulated in the guise of contingent adventures, anecdotal accidents, particular
events. This suggestive, allusive, elliptical form is what makes the literary
text, like what is real, deliver up to its structure, by veiling it and snatching
it from our gaze.” (Bourdieu, 1996, p. 336) Kaszynska and Kimbell point out
the similarities between the reasoning above and the way Paola de Martin
inferprets design as social meaning-making (Kaszynska & Kimbell, 2022, p.
13-14). De Martin states that single works of designers are also creative
manifestations of “representative and representational samples” that con-
tain social structures (de Martin, 2021). Consequently, these meaning-making
manifestations in the shape of objects can be embraced as expressions
of a visual language used by the participants freely, where they obey some
ground rules but divert from them where they feel comfortable to do so.

During the fourth and final workshop assignment, an object is
chosen from the above collection as the one item reflecting the given
participants group’s needs in the most meaningful way. This object can
either be the swinging stool or the lightbox, in accordance with central
themes and needs of the group. These needs are defined and articulated
by the participants during the third workshop session in a spatial visualiza-
tion and mapping exercise, focusing on their immediate home environments
and their positives and pain points. The stool was chosen due to the shared
demand of this given group for personal placemaking within their homes
and shared domestic spaces (“a seat at the table”, literally, as one participant
expressed.) In the case of other workshops, lightbox objects are created
on the basis of the questions raised in those specific cases, bringing similar
results in self-evaluation, which could indicate that the subjects of work-
shops attach a lesser significance to the process of creation itself, but the
process might be important for keeping up the motivation in participants
through its relevance in their lives. As mentioned above, in the context of
the research, several design blueprints were created, such as storage
items, chandeliers and an outdoor throwing game, but they were not
applied in the context of a FRUSKA workshop so far due to the lack of an
appropriate age group or circumstances. Nevertheless, each of these
blueprints represents a different complexity, functional specificity or
level of affordance for individual customization.

Affordances, as Gibson defines them (Gibson 1979), stem directly
from observable properties of objects (or other phenomena). In the given
female-centered context, these observable qualities of objects can differ
from the ones registered in a different context: a ‘female gaze’ on the
environment and its furnishings is inherently different from the ‘male gaze'.
The question of whether the objects described below fit into a design canon
(corresponding to a certain aesthetic or market position) can uncover the
presence of design features that are othering and that reinforce existing
stereotypes (Koczé & Sardelic, 2016).
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Given that the participants are actors or ‘bodies in space’ (Hodge
& Kress, 1988, p. 52), their everyday life and acts should be considered
as a baseline for the participatory design process in order to truly reflect
their actual needs. Consequently, several affordances can be observed
in the given case. The template of the stool was selected taking into consid-
eration the participants’ need for a placemaking act, that is, their need to
have dedicated, flexible spatial features in their crowded, loud, co-habitated
domestic spaces. The template offers the opportunity of a swinging motion
that can be considered a radical act for a teenage Roma girl. The stool
offers the chance to create a swinging motion, but only one participant felt
curious and playful enough to apply a rounded shape to the legs of the object
(most of the participants declined this option due to the extra work it meant
during fabrication and possibly due to the feeling of uncertainty it brought to
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the object’s usage.) This playfulness is a significant element of the template
design that addresses adolescence as the ambivalence and transition that
it is between childhood and adulthood. Since the target group is traditionally
considered to display early maturation in their womanhood due to social
expectations to perform adult behavior and labor at home (Durst, 2001),
the chance to still embody the girl child without adult expectations is a
significant act of rebellion.

The size and weight of the object afford easy transitions of function
and spatial-territorial usage; it can be used individually or in a community.
The way that the sitting surface transforms into a canvas for the self-ex-
pression of participants is radical in itself, bordering on minimalist and maxi-
malist design principles, a folk tradition and a contemporary manifestation
of popular culture and personal accounts of social life.

It is important to point out that creating simple pieces of furniture
or homeware objects does not grant participants the skills for mastery
in woodworking, nor is the program focused on technological achievement
or professional design skills. Instead, the process and the objects created
within reflect the Beuysian potential of social transformation, focusing
a creative practice “not on the static object with realized goals, but rather
on actions and demonstrations that showed a readiness and adaptability
to change.” (Jordan 2013, p. 148) This means that the participants’ creation
and customization of the objects manufactured during the process is an
act of place-making and meaning-making, through which participants
can experience what it means to plan, manifest and follow through with
their intentions in a relatively structured way that grants them freedom
of expression. Moreover, participants have gained skills that they can employ
in other contexts as well: manual skills, technological skills, fine motoric skills,
and appropriate language (of technology and of self-reflection), which can
help them inhabit the world with more self-confidence.

As a reflection on the design process, it is important to point out
the key takeaways. The role of the designer in such a case, as pointed
out above, is to co-create the framework, facilitate the process and hold
a safe space for the participants’ empowerment. In this specific case,
objects were designed not so much to solve problems but to address
certain challendes in participants’ lives through an indirect, practical pro-
cess that helps them exercise and gain skills necessary for agency-building
and empowerment through decision-making. For that, and for the sake of
safely making mistakes, parts of the method were designed for building
a framework that participants can fill in, customize or shape in their
own way. As a designer, granting that flexibility was not without challenges,
but it proved successful and satisfying.




AR
el
S




through supporting women'’s self-sufficiency and growth,
ultimately leading to a greater good of society (WTO, 2020;
Perli et al., 2022). On the other hand, educators, community
organizers and social workers also lack the resources and
support they need, so this program aims at alleviating that
burden with methodical support and content provision.
Concrete challenges like uneven participation, skills deficiency,
anti-social behavior or lack of motivation can be attributed

to an insufficient support from the educational or home
environment, but these territories are not something that
this design approach can have an impact on; therefore it aims
at creating the resources in the girls themselves to overcome
the difficulties they did not ask for in an environment that
does not prioritize their best interest.

| still feel that design possesses the quality to catalyze
social change, however, | have also learned that the
circumstances and goals must be defined with care, humility
and in consideration of multiple factors. Ultimately, design
can create both physical solutions to problems or even launch
structural changes for better systems and frameworks, but
it also contributes to the humane process of understanding,
tackling and overcoming challenges. FRUSKA has been an
experiment to create conditions in which disadvantaged young
girls can learn more about themselves and their environment,
gain skills, confidence, and tools to create better visions for the
future. Empowering these girls, helping them gain agency and
make confident and informed decisions was meant to be an
end goal, and the data does reflect that. Therefore, | consider it
my mission to continue doing the workshops, widening the circle
of participants, peer mentors and the positive representation of
the target group. On the other hand, a more important learning
has surfaced regarding the social context of the problem, or
specifically the environment that these girls come from. If this
environment does not create opportunities for self-discovery,

creativity, positive representation and self-advocacy, then

it is very unlikely that these girls can live up to their potential
and bring their perspective to a better, more humane, more
balanced, more inclusive, and more livable future.

We already know the results of an exploitative, profit-
centered, and competitive mindset on our environment, climate
and ultimately the inhabitants of our planet, and it does not
look bright. Helping empowered, competent girls raise their
voice and be included in the conversation and decision-making
through advocacy and changemaking is a crucial step for
a more just future.

The biggest success that | can account for during this
journey is the large pool of positive feedback that participants
have provided. For the question
‘What gocils have you set for yourself cduring
the progrem®’,
several participants have given answers such as
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‘I’ll learn something new and exciting’,

‘I'll complete the assignment and have fun
calong the way’,

‘Il feel proucd of my crecition’,

‘I’ll do a goocdl job and won’t give up’, and

‘I’ll think more during the process’;

which ultimately present the message that these girls do believe
in themselves and with the right support and encouragement,
they can flourish. When asked about their biggest achievement,
several of them mentioned their newly gained technological
skills, courage towards new techniques, improved peer
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dynamics, feeling of satisfaction, being able to complete

a single object, and having fun along the way. Referring to what
they have learned during the process, many have answered
‘I've learned to design cand mcike clecisions’,

‘to ask for help cancdl support’, ‘pctience cincl
clexterity’, ‘courage’, and ‘the belief that



I am capaible of many things’. Ultimately, these for-
mulations, given anonymously by the participants, are the
biggest achievement of the program, because it reflects that
participants have not only begun mastering self-reflection and
self-knowledge, but they have gained resources to encourage,
support and appreciate themselves, which | truly think is the
basis for empowerment, agency and better future prospects.

Another crucial insight that | have gained from the research
is connected to partnerships. It was evident from the beginning
that |, as a designer, cannot and should not take up the role
of a social worker, a community organizer, or a schoolteacher.
However, all these organizations, professionals and supporting
individuals have helped me gain a deeper knowledge on the
participants, facilitated the organization of workshops and
their professional content, and have reassured me that the
methods described here could be used by different groups and
professionals other than designers. According to my experience,
the method described above is fit for application within Tanodas,
school education programs, and other extra-curricular activities,
however, its inclusion in current agendas need to be worked on.
As a future inquiry, | am planning to conduct further research
regarding the application possibilities of the FRUSKA method
and create a training framework for individuals who would like
to include the Handbook in their practice, be it from a Tanoda,

a primary school, or a summer camp.

All in all, what does design have to do with these challenges?
This research has confirmed to me that design’s role is to provide
the right kind of attention. The one that facilitates concentration,
provides dedicated space and structure, takes one out of their
comfort zone, requires risk-taking but creates safe boundaries
to handle failures, provides role models but allows one to take
different routes, and most importantly, allows a wide range of
identities to take part in the conversation and inhibit spaces
that have not been inclusive enough so far.




I\/.9. Summary

The research presented above inquires into the potential of design in the
development of disadvantaged female communities. FRUSKA is a design-
based program, grounded firmly in theoretical research, and implemented
through four participatory workshops, ultimately aiming at the empower-
ment, agency- and skill-building of the target group of disadvantaged girls
aged 10-18.

Social design is frequently used in settings of working with vulnerable
groups, with a vast array of tools and methods to apply. However, in this
case a doubly-marginalized group is the focus, therefore, several other
theoretical frameworks are applied, such as critical feminist studies,
Intersectional Theory (Crenshaw, 1989), sociology, the feminized concept
of poverty (Durst, 2001), developmental psychology and Self-Determination
Theory (Ryan & Deci, 2000, 2017), and ultimately a critique of current HCD
methods and the maker movement (Toupin, 2014; Voigt, 2017).

After careful consideration, the wide group of disadvantaged women
in Hungary were narrowed down to the age group of 10-18 years, due to the
observation that during the formative years of adolescence, girls can still
gain valuable skills for empowerment, agency and self-determination. This
age is widely considered in psychological literature to be the time for identity
construction, community building and goal-setting, but also a highly transfor-
mative period that is difficult to pinpoint as the process of adolescence can
vary due to geographical, cultural and individual factors. Empowerment, as
a key concept, was highlighted from the perspective of skill and capacity-
building (Kabeer, 1999), complemented by agency and decision-making,
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A wide range of theoretical research on the target group was pre-
sented and further supported by empirical observations in various settinds
informed by both sociological and design methods. A series of narrative life
interviews recorded in rural Roma settlements have directed my attention
to the fact that personal experience and knowledge is a valid starting point,
leading the inquiry towards the constructivist approach of epistemologdy
(Dewey, 1938). This approach promotes the idea that, besides knowledge
being socially constructed, every piece of knowledge is personal and individ-
ual, therefore, besides mainstream academic knowledge, different types
of experiences, realities, and knowledge can also be valued. Based on that
premise, current research centers around the idea that the target group
already possesses valuable knowledge, that needs to be nurtured, trigdered,
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activated, and enriched through the use of a design-based method, not
only through the activation of technical, planning, execution and decision-
making skills (altogether, design skills), but self-knowledge, self-reflection
and coping skills as well.

Therefore, the proposed method and program, FRUSKA, aims
at providing a framework of a learning journey for disadvantaged girl
groups, which offers a clear and safe structure, combines psychological
and technological skills, offers space for individual solutions and cus-
tomization, integrates the positive effect of peer role models, ultimately
facilitating self-reflection and self-assessment and allowing for the creation
of tangible end-products based on a personal learning process.

The case studies presented above show a large variety of lessons
learned, which were assessed and reflected back on the method created
here through several rounds of iteration. These case studies resulted
in the published FRUSKA Handbook, which contains a Methodical Recom-
mendation, a Workbook, and a Questionnaire book for assessment during
application, both in English and Hungarian. The workbook is open source
and is published in physical and digital formats and can be used by designers,
community builders, educators and social workers who are in contact
with vulnerable girl groups.

The application of the FRUSKA method is presented and assessed
in detail above, however, it is important to note once again that it is still in an
experimental phase. Concerning the original hypothesis, that design can be
utilized to empower disenfranchised girl communities, the data gathered
and assessed reflects positive and encouraging results: in fact, participants
have reported higher self-awareness, an increased sense of satisfaction
with their creation, a positive impact on their peer relationships and a wider
vocabulary of self-reflection. They have also reported increased confidence
in technical knowledge and the intent to apply it in the future, which confirms
the positive long-term impact of maker-based learning and projects. Howev-
er, in order to create a longitudinal comparative study, more data and
a longer application period is required.

A crucial learning of the research is that a participatory approach
works well for creating an effective methodology to address the needs
of the target group, but strong boundaries and a limitation of the number
of choices are necessary in order to create a fail-safe, encouraging and
successful learning journey. The physicality of the exercises in the FRUSKA
method helped participants practice self-reflection, concentration, making
small but personal decisions, and therefore tap into their inherent know!-
edge and resources leading to empowerment and agency.

The research presented above, while striving to be methodical and
scientific, has an inherently personal quality about it, which, | believe, is a
positive quality. Future directions of the research are strongly connected
to the personal motivation that this inquiry is motivated by, such as widening
the positive representation of the target group, developing an international
application for the method and looking into ways that current methods could
be refined and broadened by the inclusion of and contributions from the
targeted users of the methodology, such as educators, social workers and
community organizers.

The scope of this dissertation does not allow for covering all related
subjects, but further inquiries into a more age-specific approach or further
investigation on geographical differences would certainly be worthy of study.
It would be worthy to apply the method to wider social innovation settings,
plans or directives and observe the outcomes, as well as introducing it to
a market-based environment in the context of CSR-programs and the
facilitation of gender-sensitive social mobilization.
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(usually between 2009 and 2012) and therefore increased the extent of income poverty as
well as income inequalities and severe material deprivation (Siposné, 2020)". According
to data, housing inequalities, ethnic origin, and having a large family are usually closely —_—
related, creating overlapping disadvantages. Furthermore, the Roma population, which
W h = F R S KA’ makes up about 6-7% of the total Hungarian

a t I s U = population, is considered the most exposed to il _’M—‘J ———l

poverty. Level of education and employment

are both considerably low, leading to deep
poverty of these groups (Siposné, 2020). A survey
conducted in 2012 revealed that while 12% of the

FRUSKA (‘little girl’ in Hungarian) is a creative space and design total Hungarian population lives below 60% of —
education program targeting disadvantaged girls aged 10-18, that the median equivalised income, this rate among
creates a multi-level learning experience through design tools. the Roma population shows a rate of 76% (TARKI,
Gdbos et al. 20132
It applies a peer-to-peer, feminist, and intersectional viewpoint to empower girls, According to a 2015 study on Hungary,
and boost their confidence and self-worth while facilitating social mobility. deprivation can be further broken down into

three indicators: the proportion of people living
in relative income poverty, the proportion of
people living in severe material deprivation,
and the proportion of people living in a very low

When given the opportunity to participate in a complete design journey
from framing the problems to conceptualizing and creating the objects
themselves, they experience that their choices and opinions matter.

By creating an intersectional, peer-to-peer mentoring journey, they also get job-intensity household (employment poverty).

a chance to unlearn ingrained sexist, racial, or societal bias by seeing all kinds The groups defined by relevant indicators -

of girls in competent, knowledgeable positions. After completing a course, overlap, which signifies 1,9 % of the overall o

girls from all kinds of backgrounds can become mentors and step into population of Hungary. Additionally, poverty -

strong, supporting, and leading roles, defying their knowledge inertia. This and social exclusion threaten even further the

experience increases their self-worth, their competence, and their mobility. following groups: children under 18, single-parent - b
households, low-educated, unemployed or Roma S

FRUSKA is created within and supported by the Innovation Center people (in which case the above risk is three times e

of Moholy-Nagy University of Art and Design Budapest. the average) (KSH, 2015,

With the transition to a market economy, the
length of childcare benefits has increased

and the number of childcare institutions has
decreased. This has led to women being
increasingly pushed into the household to take

T h e t a r et ro u care of their children, elderly relatives, and
g g p relatives living with disabilities. This has resulted

in the feminisation of poverty as a dominant

All the content in this book is aligned with the ethical
measurements of the supporting Institution.

phenomenon in the country (Einhorn 19934,
Gregor - Kovdts 2019%). Taking into account
additional, gender-based inequalities, Romani

It seems more important than ever to address the increasingly pressing issue of women are the region’s most vulnerable ones,
intersecting inequities underprivileged girls face. While the developing world has been facing constant, multiple discrimination based
a central focus of worldwide development work carried out by global initiatives, the on race, class, and gender. (Schultz, 2012)¢.
gender gap has not been closed contrary to earlier incentives (United Nations- Millennium Furthermore, (mostly Roma) girls are not only

Development Goals 2000-2015, 17 Sustainable Development Goals 2015-2030).

Unpacking the distinctions by which we define groups as underprivileged, it is

both important to look at the global context and see local and cultural specificities
too. In the global context, the following factors play a key role: living in low-income
households, ill-equipped housing conditions, employment activity of the household,
education level of household members as well as cultural factors like ethnicity,

race or caste. Based on information about basic needs collected from 15 low-

' Siposné, E. (2020). Novel Solutions in Poverty Alleviation in Hungary, with Special Regard to
Regional Differences. Theory Methodology Practice: Club of Economics in Miskolc, 16 (01), 41-52.

2 Gabos, A., Szivds, P, Tatrai, A. (2013). Szegénység és tarsadalmi kirekesztés Magyarorszagon,

income countries, the World Bank defines the extreme poor as those living on less 2000-2012. (Poverty and social exclusion in Hungary, 2000-2012.). Szivos P. - Téth 1. Gy. (eds.), _
than $1.90 a day. However, because today more people in poverty live in middle- EgyenlStlenség és polarizalédas a magyar tarsadalomban. TARKI Monitor Jelentések 2012.
income countries than in low-income countries, higher poverty lines are used. Budapest: TARKI. http:/www.tarki.hu/hu/research/hm/monitor2012_teljes.pdf Last download:
' April 15, 2020

In a more local context, especially in Central-Eastern Europe, besides the difficult ¥ Koézponti Statisztikai Hivatal: A haztartasok életszinvonala, 2015 https://www.ksh.hu/docs/hun/
socioeconomic settings of an individual, one can’t overlook the historically ingrained bias xftp/idoszaki/hazteletszinv/hazteletszinvis.pdf
ogoinst ethnicities 4 Einhorn, B., (1993.) Cinderella Goes to Market: Citizenship, Gender and Women’s Movements in

. ) . L. . . East Central Europe. Verso, London, New York.
When looking at the current socioeconomic circumstances in Hungary, the global economic ,p ) ) ) ]
crisis of 2008 had effects on Hungorion society earlier than in other countries 5 Gregor, A., Kovats, E. (2019). Work-life: balance? Tensions between care and paid work in the 4

lives of Hungarian women. Social Science Review, Special Issue in English Nr. 7.

6 Schultz, D. (2012.) Translating Intersectionality Theory into Practice: A Tale of Romani. Gadze
Feminist Alliance, Signs, Vol. 38, No. 1, (Autumn 2012), 37-43. —_




marginalized within the category of children as females but also within the category
of women as minors. (Taefi, 2009). Addressing poverty as a gendered problem helps
us further understand the obstacles underprivileged females face. The two strongest
barriers are the duty of childcare (which falls disproportionately on mothers instead
of fathers) and the impediment they experience in the job market (Czibere, 2012,

In low-income, vulnerable communities, the lack of perspective and job prospects can
have debilitating effects on youth groups. Girls often are the most vulnerable in this
sense, as early (childhood) marriage, a domestic career and the role of the caretaker
is the only visible option to them. It is significantly true in more traditional or ethnic
communities since the family serves as both the sole economic and social support
system for individuals.

This set of circumstances often results in not only early childbearing and leaving

the education system too early, but several other psychological factors that further
hold back individuals from breaking out of their barriers. The lack of support in

the education system (especially in rural segregated schools) further deepens the
abandonment young girls might experience and these difficulties might result in

a lack of motivation, goal-setting, confidence, and agency.

In many cases, these interconnected phenomena foster a role conflict between the
world of the family (which considers a girl an adult from early adolescence) and the
world of school, which still treats them as children in need of discipline. Therefore in
the following methodology, the age of adolescence is flagged between ages 10-18,
but for more accurate methodical choices and appropriate tools, it is further broken
down into two categories (10-13 and 14-18), when referring to assessment tools.

Who is this book for?

This method book aims to find and identify patterns of diverse challenges underprivileged
adolescent girls face, and the psychological effects these challenges cause, to link
them to effective creative tools. The method aims to define creative and design-

based practices that enhance the life experience of underprivileged girls through
gaining skills such as self-confidence, problem-solving skills, and a sense of agency.

As such, it is a useful tool for practitioners, community-leaders or educators to enrich
the developmental work with the target group of disadvantaged girls aged 10-18. The
method and workbook can be applied in scenarios when the developmental work
carried out with the target group calls for out-of-the box or creative tools, as both the
age specificities of adolescent girls and their position in educational or non-educational
settings can prove challenging. In order to address girls in a meaningful way, it can be
helpful to apply participatory, customizable activities such as the ones proposed below.

The adolescent phase in the psychosocial theory of development is concerned

with identity formation versus role diffusion (Erikson, 19687, as well as agency
manifestation. Considering adolescents’ construction of identity - which underprivileged
youth often miss out on - as part of an ongoing formation of relationships,

institutions, culture, and family rather than seeing them as passive reactors to a

static system produces accurate and detailed observations. (Cooper, 1999)°.

Moreover, it helps to overcome the misconception of seeing educational difficulties
of low-income or minority students as a result of ‘cultural mismatch’, and to recognize
how institutions might lack the knowledge to guide them. On top of that, it is
important to mention that according to surveys, traumatic experiences within the
family appear more frequently than in other secure social settings (loss of family
members, separation, loss of employment, housing crises, violence, etc.).

Previous studies indicate that adolescents of low socio-economic status report lower self-
esteem in comparison to their peers of higher socio-economic status (Veselska et al, 2009™).
Addressing and improving low self-esteem is a key factor in working with at-risk adolescent
girls as low self-esteem is widely documented as a correlative factor in depression and
anxiety (Veselska et al, 2009), lower health-related quality of life (Mikkelsen, 2020)%, criminal
behavior, drug and alcohol abuse, and teen pregnancy (Reasoner, 2002)®. Confidence and
satisfaction in oneself (self-esteem) can be influenced by peer and parental relationships,
different intellectual and physical abilities, appearance, competence, as well as
identification with a reference group (either positively or negatively) (Hartz et al, 2005, p71)*.
These factors impact girls more significantly than boys, especially through adolescence,

as gender-role expectations impose limits at a higher scale on females. Previous studies
show that self-efficacy and self-esteem might act as a buffer for negative psychosocial
factors in adolescents (Mikkelsen, 2020). Promotion of self-efficacy might contribute to
reducing emotional symptoms among all socioeconomic groups and thus to reducing
social inequalities in emotional symptoms (Meilstrup, 2016)®. Increasing self-awareness
helps girls identify personal preferences, values, and life purpose and create a realistic
appreciation of personal strengths and weaknesses, therefore setting more realistic goals.

:

7 Taefi, N. 2009. “The Synthesis of Age and Gender: Intersectionality, International Human Rights
Law and the Marginalisation of the Girl-Child.” International Journal of Children’s Rights, 17, 345-376.

8Czibere, I. (2012.) N6k mélyszegénységben. Személyes életvildgok és cselekvési perspektivak
a mélyszegénységben él6 n6k mindennapjaiban. L’'Harmattan, 243

9 Erikson, E.H. (1968). Identity: youth and crisis. Norton & Co.

10 Cooper, C. R. (199..) “Multiple Selves, Multiple Worlds: Cultural Perspectives on Individuality
and Connectedness in Adolescent Development”.n Masten, A. S. (Ed. )Cultural Processes in Child
Development. (pp. 25-27). Mahwah, N. J.: Lawrence Erlbaum Associates Publishers.

T Veselska, Z., Madarasova Geckova, A., Gajdosova, B., Orosova, O., van Dijk, J. P.,& Reijneveld, S. A.
(2010). Socio-economic differences in self-esteem of adolescents influenced by personality, mental
health and social support. European Journal of Public Health, 20(6), 647-652.

2 Mikkelsen, H. T., Haraldstad, K., Helseth, S., Skarstein, S., Smastuen, M. C., & Rohde, G. (2020).
Health-related quality of life is strongly associated with self-efficacy, self-esteem, loneliness, and
stress in 14-15-year-old adolescents: a cross-sectional study. Health and Quality of Life Outcomes,
18(M), 1-17.

3 Reasoner, R. (2002). Review of self-esteem research. Retrieved from the National Association for
Self-Esteem web site: www.self-esteem-nase.org/research.shtml Reasoner, 2002, cited by Hartz &
Thick, 2011

" Hartz, L., L. Thick. (2005). “Art Therapy Strategies to Raise Self-esteem in Female Juvenile
Offenders: a Comparison of Art Psychotherapy and Art as Therapy Approaches.”, Art Therapy
Journal of the American Art Therapy Association, 22 (2), 70-80.

> Meilstrup, C., Thygesen, L. C., Nielsen, L., Koushede, V., Cross, D., & Holstein, B. E. (2016). Does
self-efficacy mediate the association between socioeconomic background and emotional symptoms
among schoolchildren?. International Journal of Public Health, 61(4), 505-512.
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Methodology

The methodology is based on the parallelism between simple maker assignments and
self-knowledge tools. Each assignment is rooted in a different psychic exercise, built from
the basics towards complexity. The evidence this parallelism is based on is backed up
by numerous studies conducted on STEM- and STEAM-based education and maker
initiatives, where participants had self-assessed as more confident and empowered

as a result of participation. (Clapp& Jimenez, 2016)%. Unfortunately, disadvantaged
youth, especially girls, are not the basic target audience of such programs, which

made it even more urgent for the current methodology to focus on these groups.

Moreover, a majority of humanitarian creative tools are based on collaborative work
processes (Design Kit: The Human-Centered Design Toolkit by IDEO, 20097; DIY Toolkit
by NESTA, 2014%), but most of them don't address the question of power dynamics
and the problematic neoliberal concept of self-actualization through various activities.
These collaborative practices are typically based on an egalitarian and democratic
setup, where the designer only acts as a facilitator. In the case of the specific target
group FRUSKA addresses, it has proven difficult for the author to embody the
facilitotor mindset for two reasons: firstly, the target group is not used to non-frontal
educational settings (i.e. a student-centered, cooperative learning environment)

and expressing their needs and opinions during creative workflows; and secondly,

as elaborated upon earlier, the majority of participants have experienced multiple
layers of disenfranchisement through their life and their girlnood presents a necessity
for the creation of a safe space in order to encourage expression and creativity.

The methods used throughout are rooted in social design, participatory action research
(Aziz, 201)°, feminist group advocacy (bell hooks, 1994), and art therapy (Hartz et

al, 2005). The mindset is based on critical race and intersectional feminist theory,

which stresses the construction of identity within different layers of gender, caste,

sex, race, ethnicity, class, sexuality, religion, disability, weight, physical appearance,

and height. (Crenshaw, 19897 These intersecting and overlapping segments of
identities may appear both empowering and oppressing. As already mentioned

above, adolescence is a crucial age in the identity formation process, so raising
awareness of these layers can help better understand and empower oneself.

Besides supporting girls on a creative learning journey, a wider goal of FRUSKA workshops
is to help participants discover interests and skills they might not acquire otherwise or

get access to, grow their personal and professional network, widen their vocabulary
(emphasizing the power of language and competent use of accurate terminology), and
to facilitate their geographical and social mobility by participating in knowledge transfer
as mentors. Furthermore, developing psychological, coping, and communication skills can
support girls in other areas of life that strengthens their resilience and agency. All these
skills and gains contribute to a wider sense of empowerment of participants. According

to some feminist advocacy groups, empowerment is a loosely defined, “fuzzy” word that
can hardly be clearly defined, let alone measured (Kabeer 1999)%2. To gain some clarity on
what empowerment might be and how to achieve it, it is necessary to think about power
in terms of the ability to make choices: to be disempowered, therefore, implies to be denied
choice. As Kabeer remarks, “[empowerment] is inescapably bound up with the condition
of disempowerment and refers to the processes by which those who have been denied the
ability to make choices acquire such an ability.” (ibid., 437) Consequently, empowerment
entails a change in power dynamics: an expansion in people's ability to make strategic
first- and second-order life choices in a context where this ability was previously denied to
them. However, it is important to look at possible inequalities in people's capacity to make
choices (derived partly from their social status) rather than in differences in the choices
they make (ibid., 439). This decision making process is modeled and exercised during
FRUSKA workshops, specifically keeping the perspective of the individual participants

in sight, and thus creating a realistic set of expectations that one can work towards.

The method and tools described in the workbook offers support to exercise decision-
making in order to encourage self-discovery and gain agency. The series of four workshops
are built on the following stages: defining one’s position within a wider structure or society;
reflecting on the individual, self-image and social roles; analyzing one’s surroundings and
identifying factors that need improvement, exercising problem definition; goal-setting

and problem-solving through the creation of handmade objects. These stages offer

a step-by step learning curve to tackle low self-esteem, role conflicts and difficult life
experiences by offering clear and safe boundaries and a space for individual expression.

The workshop topics revolve around the individual and their relationship to their
environment. According to the specificities of target groups, there are two different
workshop scenarios to execute, depending on what the group dynamics suggest. Firstly,

if the group work points towards placemaking as a crucial need, participants can

create a (swinging) stool. If individual expression is more important for the whole group,

a customizable light box can be created. The facilitators and community leaders can decide
on their choice of product together with the group or according to the equipment available.

The difficulty of the tasks are built up gradually, starting with simple modeling from
paper working towards more complex manufacturing processes. All manufacturing
techniques are chosen to fit the target groups’ skill levels and technological
understanding. Objects created throughout the process are mostly made from
wood as a relatively accessible, easily manufactured, but durable material. In cases
where other materials are required, see remarks in the workbook descriptions.

6 Clapp, E. P, & Jimenez, R. L. (2016). Implementing STEAM in maker-centered learning. Psychology
of Aesthetics, Creativity, and the Arts, 10(4), 481-491.

7 IDEO (2015.) The Field Guide to Human-Centered Design. https:/www.ideo.com/post/design-kit
'8 NESTA. (2014). “Development, Impact & you: DIY Toolkit: Practical Tools to Trigger and Support
Social Innovation.” https://diytoolkit.org/media/DIY-Toolkit-Full-Download-A4-Size.pdf

¥ Aziz et al (2011.) Participatory action research as the approach for women’ empowerment. Action
Research, 9 (3), 303-323.

20 pell hooks. (1994) “A Feminizmus, Mint Transzformacids Politika.” In M. Hadas (Ed.) Férfiuralom:
irasok N&krél, Férfiakrol, Feminizmusrdl, ( pp. 98-105). Budapest: Replika Kor.

21 Crenshaw, K. (1989). “Demarginalizing the Intersection of Race and Sex: A Black Feminist Critique
of Antidiscrimination Doctrine, Feminist Theory and Antiracist Policies.” University of Chicago Legal
Forum 1(8), 139-167.

22 Kabeer, N. (1999). Resources, Agency, Achievements: Reflections on the Measurement of Women's
Empowerment. Development and Change, 30 (3), 435-464. Oxford: Blackwell.




Challenges and resources

First, it is important to identify challenges that may occur when working with the target group.

Some of these challenges are psychological (like self-reflection as an unusual and
unknown tool), some are skill-based (like the lack of manual or visual training or
behavioral (concentration and short attention span, difficult group dynamics). On top
of that, since the program requires systematic attendance, absence of participants
(due to decreasing motivation, unforeseen circumstances at home or pandemic-related
issues) makes it difficult to establish strong bonds and long-term commitment.

As a first step, the program is commenced with a tool often used by small-group
feminist and activist groups - establishing common ground rules within the program.
These rules serve the purpose of boundary-setting, creating a safe space and
encouraging the participants to give feedback and shape their learning experience.
In addition, a women's space provides an opportunity for participants to share and
connect with each other along the common experiences of women in society based
on their social positions, which can be helped by setting common ground rules.

To consider basic psychological needs of adolescents, the basics of Self-Development
Theory is applied, which posits autonomy, relatedness and competence as essential and
universal ingredients for healthy development. (Deci& Ryan, 20002, 201724). The program

is designed to afford various levels of engagement from the participants and offer them
multiple ways to solve a task in order to encourage long-term personal commitment. A well-
framed, predictable structure helps gain and experience control through the process,

which further strengthens the participants’ sense of security and increases their agency.
Agency plays a key part in both strengthening a developing personality and goal-setting.
Psychology defines agents (in this case, underprivileged girls) as goal-directed entities that
are able to monitor their environment to perform efficient actions to achieve an intended
goal, therefore, agency implies the ability to perceive and to change the environment of the
agent. Considerable evidence points towards the direct connection between participating
in girls-centered programs and improvements measured in future planning, including
reporting concrete goals for the future and effectively articulating plans to achieve those
goals. Girls also report more empowerment, a broader sense of agency, and a greater ability
to participate in critical
life decisions, as well as
enhanced socioemotional
support from peers and
adults. (Girls' Education
Program, Edmonds et all,
2021). Peer experience
and seeing positive role
models enhances the
motivation and prospects
of engaging with creative
tools, but it also helps
build up meaningful
connections and network
building outside their
limited circles. Besides
role models, these new
communities foster sharing
similar life experiences and
tearing down taboos.

Since FRUSKA is based on a girl-centered mentdality, it is important to address

the topic of girlhood and female identity in the beginning, including female
experiences of suppression within the larger context of society. Talking about the
female role models or figures girls see around them can lead to challenging them
to find a better fitting role. (Group discussions include questions such as:

a) What is FRUSKA, what does it mean?

b) Why are we only females in this program?

c) What kind of female roles do we see in our environment?
d) What are our mothers/grandmothers like?

e) What are women like? What do they do? Why?

f) Which objects are feminine/masculine? Why?

g) What tools are there in a workshop? Who is using it? etc. )
h) How /which are our personal spaces?

i) What kind of experiences do we share?

23 Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic

org/10.1037/0003-066X.55.1.68

24 Ryan, R. M. & Deci, E. L. (2017). Self-determination theory. Basic psychological needs in
motivation, development and wellness. New York, NY : Guilford Press

25 Edmonds, e., Feigenberg, B. &Leight, j. (2021.) Advancing the Agency of Adolescent Girls,
Dartmouth College. Article retrieved from: https:/www.povertyactionlab.org/sites/default/files/
research-paper/%20Advancing_the_Agency_of_2021.pdf

motivation, social development, and well-being. American Psychologist, 55(1), 68-78. https://doi.




Impact Assessment

Social design-driven projects aiming to empower communities and boost creativity
development have different indicators and methodologies, and the scale, duration,
and expected outputs of the interventions and process differ. But those projects have
one thing in common: they aim to catalyze change, be it visible-tactile-intangible
change, or whether it should be a more intrinsic, longer-term change in attitudes and
competencies in the compensation for disadvantage. The need for change, for a shift
from the starting position, is, therefore the same, but the tracking and detection of
this raises a series of questions. There is a natural need to demonstrate and analyze
self- and organizational utility, which can be seen as a human characteristic, as an
organizational and activity development drive, or as resource and asset optimisation.

Several factors make quantifying social design-driven initiatives or interventions difficult.
Firstly, in a relatively young and dynamic field, especially involving voluntary participation,
longitudinal measurement is challenging. At the same time, sociological and psychological
factors are difficult to completely separate from strictly design-related factors. Thirdly,
since social issues (e.g. poverty, discrimination, etc.) are usually interconnected, so

the ripple effect of even smaller influences is problematic to detach from each other.
Impact assessment is challenging in social design-driven initiatives based on the

aspects already mentioned but rooted also in the participatory action-research nature

of such interventions. Systematic changes in the process and external factors which

can interfere with the activities do not make it possible to apply purely psychological
methods. Due to the personal aspect and attributes of such an intervention, classical
sociological methods (not embedded in the process) are also difficult to implement.
While quantitative methods are a reliable way to measure the effect, in social design-
driven settings it is more effective to use a mix of quantitative and qualitative methods.

The cross-discipline style of assessment usually applies self-reflexivity as feedback and

as a tool for individual assessment. On the one hand, the tracking of change paths and
especially in identity, self-esteem, creativity can be an indication of psychological methods,
but the assessment can also be carried out on a sociological basis (scaling, survey).

The concept of self-reflexivity is also rooted in psychology, but its application does not
necessarily require a psychoanalytic approach. It can be concluded that the ability of self-
reflexivity can also be developed by giving people space and time for in-depth reflection,
and social activity based on peer learning helps to develop the capacity for self-reflexivity. In
addition to these self-reflective methods (narrative play, evaluation, choice) they also reflect
the reality in which the people involved are present, which they have already internalized

as change. Here we can make use of the assumption that if something is not conscious,
cannot be articulated, is not expressed, and is not a performative act, then we are probably
talking about a non-existent effect since it is not traceable in actions and feelings.

In the current research, an amalgam of methods was used, originating predominantly
from psychological research and anthropological methods. A blend of questionnaire-
and visual communication-based methods were applied and compared, which allowed
for personal choices in evaluation to increase the sense of safety in participants. The
assessment got to be an integrated part of the social design-driven process, which

is methodologically an important gesture since disentangling interacting processes
prevents the iteration acts informing the intervention and the assessment as well.

Measurement settings:

Even though methodologically it is challenging to quantify the change in participants’
attitudes during and after the program, several touch points are built into the process to
observe the occurrences. Greenhalgh et al (2016)% points out that it is crucial to examine
the phenomenon of co-creation in terms of research impact, which they see as rooted
in the translation of facts at four different levels: individual (changes in participants'
knowledge and attitudes), interpersonal (based on peer influence), collective (professional
opinions, ethical codes), organizational (roles, routines, institutionalized constraints). The
nonlinearity of causalities in co-creation-based interventions also requires a dynamic
approach to impact assessment, one that can trace a chain of interdependence with

a focus on process rather than outcomes. Redlistic and age-appropriate methods

help actors to tell their own stories of change by incorporating how their efforts have
changed their context. The impact is much stronger when the collaboration starts from
a systemic perspective, the research is nothing more than a creative enterprise mixed
with human experience, in which the process is as much the focus as the product itself.

The most significant change (MSC)? technique by Rick Davies and Jess Dart is a so-

called participatory monitoring and evaluation method. The essence of the technique
involves a diverse group of stakeholders in the different evaluation phases, i.e. the

project participants and staff, and then use stakeholder involvement to sort and analyze
the resulting data. On the one hand, it can be used for the intensity of the project or
intervention, and on the other hand, it provides a picture of the results of the project and
the impacts. Overdll, it can be said that this method is a retrospective-based research and
impact assessment, self-reporting, and self-reflexive, where working with a multiplicity

of narratives, a participatory system of selection criteria to narrow down the results and
detect results and effects. The study recommends that the technique can be blended
with a theory guided, deductive approach, as most projects have a strong idea of it at the
outset, of the impact and results they want to achieve. It is also important to note here that
the method is replicable (change linked to activity and experience). On the other hand,

it is based on an evolutionary approach, which also aims at development and change

of scale. This is a methodology that serves as a basis in the case of FRUSKA as well.

Constant evaluation plays a twofold
part in the process of FRUSKA. Firstly,
it helps participants go through the
program with a sense of insight and
control, and the feeling that they can
shape it according to their needs.
These results are reached through
built-in assessment questions during
sessions, which through indirect
wording and symbolic questions
help them elaborate on their
experiences. Meanwhile, it helps
avoid direct evaluation and biased
observation. Secondly, it helps
quantify the change and follow up
on the shortcomings of the program.
To assess the effect of the program,
the participants fill out multiple
guestionnaires that a) helps them
frame and formulate their experience |

b) helps identify and measure ~
the resulting motion or effect. . - . 4 _
26 Greenhalgh, T.,, Jackson, C., Shaw, S., Janamian, T. (2016). The Milbank Quarterly, Vol. 94, No. 2 12

(June 2016),. 392-429.
27 Davies, R., Dart, J. (2005): The ‘Most Significant Change’ (MSC) Technique: A Guide to Its Use”.
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The following assessment methods are used throughout the process:
Comparative questionnaires before starting and after closing the series of workshops

A paper based questionnaire is an extraction of a validated and standardized creative
competence test to measure this aspect among children. The questionnaires are using
Lickert scales operating more with expression and explanation to make the numeric
response options relatable. The questions try to identify the children's relationship to
creation while introducing the phenomenon of design and creation. Besides those,

a few questions refer to teamwork and plans and goals even though the majority

of the community members can be untrained to apply future-forward thinking

and attitude. The after questionnaires follow the tendency of associating positive
feelings (brave, strong) with the process of creation and problem solving. The closing
questionnaire contains reflections on the workshop series (artifacts created, lesson
learned, opinion on the artifact prepared etc.), so it serves a double purpose: to gain
comparable data about the potential and self-reported change and to collect iterative
feedback regarding the intervention to boost critical thinking among the community
members. The anonymity of each questionnaire is of particular importance.

Oral feedback following all four sessions

Oral feedback sessions can have a dedicated timeframe and place in the workshop
agenda but they can also be more embedded and casual, when interpersonal connections
are made during the creative process and discussions are initiated in a semi-structured

but yet organic way with the community members. Besides the sessions are also built
around discussions where the participants of FRUSKA can think about themselves

and their aims, reflections on more abstract modes in a facilitated environment.

These discussions are embedded feedback and self-reflection sessions as well.

Written or visual feedback (anonymous) following all four sessions

The method is rooted in diary writing and the mixture of the Most Significant Change
and Photovoice, where participants can explain the change they perceive while using
the storytelling format combined with the photo illustration of personal changes.
Sometimes visual feedback (drawing, collage, photo composition) is more effective
especially among non-verbal communities and target ages like children. Feedback

is usually symbolic, images, figures and visual illustrations used by the participants
allows only to articulate subjective assumptions and observations, patterns.

Both the built-in and the questionnaire format assessment are based on non-
evaluative, often symbolic questions. Fiction and storytelling are used throughout as
tools, as well as optional visual presentation answers (drawing, collage, stickers) to
ease communication. ‘Self-objectification’ is used in a setting where the participants
are asked to tell something about themselves through an object that is meaningful
to them (to tell their story through their favorite or most meaningful possession).

Data gained from questionnaires are digitized and assessed in a way that reflects
the change quantifiable in both the individual participants (using anonymous
but unique markers throughout the process) and the group as a whole.




QUESTIONNAIRES
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 Pre-workshop
assessment survey

1. Write down the colour you have chosen for

I the sake of identification.

yellow, red, pink, purple, blue

2. How true are the following
statements about you?

I like to try new things, tools and techniques.

I not at all true 1 2 3 4 5 very true

| feel | can handle the tasks ahead of me.

not at all true 1 2 3 4 5 very true

— When | create something, it brings me joy.

not at all true 1 2 3 4 5 very true

When | create something, it makes me feel powerful.

— not at all true 1 2 3 4 5 very true

| feel | can express my feelings and thoughts through creation.

not at all true 1 2 3 4 5 very true

| feel that | can achieve my goals and aspirations.

I not at all true 1 2 3 4 5 very true

| feel accepted by my peers.

not at all true 1 2 3 4 5 very true

Notes




Post-workshop
assessment survey

1. Write down the colour you have
chosen for the sake of identification.

yellow | red | pink | purple | blue

2. How true are the following
statements about you?

I like to try new things, tools and techniques.

not at all true 1 2 3 4 5 very true
| feel | can handle the tasks ahead of me.

not at all true 1 2 3 4 5 very true
When | create something, it brings me joy.

not at all true 1 2 3 4 5 very true
When | create something, it makes me feel powerful.

not at all true 1 2 3 4 5 very true

| feel | can express my feelings and thoughts through creation.

not at all true 1 2 3 4 5 very true
| feel that | can achieve my goals and aspirations.

not at all true 1 2 3 4 5 very true
| feel accepted by my peers.

not at all true 1 2 3 4 5 very true

3. How did you feel during the workshop?

| found it boring.

| found it exciting.

| felt insecure.

| felt confident.

| understood the assignment.

| did not quite understand the assignment.
| learned a new skill.

| didn’t learn anything.

| haven't learned enough.

| was happy with the end result.

0O 0O 0O 0O 0O 0o 0O o O o o

| was not satisfied with the end result.

4. What were your expectations
regarding the workshop?

5. What goals have you set yourself?

6. Have these goals been achieved?

yes | no | partly

7. What do you consider to be your greatest
achievement regarding the workshop?

8. What has been disappointing about
the session?

9. How clear was the task and the description
of the task given to you in advance?

not at all clear 1 2 3 4 5 very clear




10. How did you find the adult helpers? Did
they answer the questions you asked?

Notes

11. Was there enough time to do the tasks?

not at all enough 1 2 3 4 5 too much time

12. What do you think about the object
you created?

0O O 0O 0O O O

[ think it is useful

I think it is useless
| found it exciting
| found it boring

| found it odd

| found it appropriate.

13. Would you change anything about the
object or the process of the session?

14. What other objects would you like to create?

15. What have you learned during the program?
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Sessions workbook / EN

The following workbook is designed to support
the series of FRUSKA workshops conducted

in different setups. All workshop descriptions
are designed to help both the facilitators

and participants through the process with
descriptions and role definitions of tasks. All
workshop series culminate in the building of

a certain object that reflects on the common
themes raised by the participants, discussed
during sessions. According to the discussions,
these common themes can be: individual
expression (light box), individual placemaking
in shared spaces (swinging stool), group
signifier for a common space (chandelier for

a community room), or tool for community
building (team building and icebreaker game).
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SESSION 1_Introduction: where are we?

This task helps participants establish spatial knowledge and a sense of security while
identifying personal factors. The maker task is relatively simple with an outcome of

a schematic object, to slowly get acquainted with different tools and technologies. This
task emphasises establishing the current situation of participants, to be able to identify
their class-, ethnicity-, gender-, age- or otherwise based barriers. It can also give space
for the participants to share about their families’ or individual features. Each phase of
the process allows deeper self-exploration and self-exposure, however, the control over
whether they want to take advantage of this opportunity and, if so, in what way, remains
in the hands of the participants throughout the whole process. The task is based on
the analogy of one’s life as a balancing act, naming and embodying these factors as
actors in a mobile structure. While modeling the interconnected variables affecting

an individual’s life, it also raises the question of problems we can or cannot tackle.

Task: Building a mobile - placement of figures that can be cut out of wood or
paper on a wooden structure, triangular template provided for figures.

Goal: The essence of the task is to observe the situation of the participants,
identifying the difficulties and circling the starting point.

Intro / Outro question: What is/was your favorite game (on the playground)? Remember
seesaw? Or: practice balance poses/What does balance mean to you? (write or draw)

Questions: Identify and visualize the difficulties or important factors in your life. What
are you balancing? Is there a balance? If not, can it be created by rearrangement?

Object template: PAPER MOBILE

Arrival, introduction. 15 min
Filling out the pre-workshop questionnaire 15 min
Introductory discussion 15 min
Do you remember the limbo? What does balance mean to you? In what
situations is it important? Identify and imagine the difficulties or important
factors in your life. What do you balance? Can you find balance in your
current life? If not, can you create it by rearranging things? .
30 min
Description of the object’s construction, demonstration of the techniques
used, description of the assembly
Materials used: paper, pencils, markers
Drawing, cutting and assembling paper templates .
. . . 15 min
Materials and tools used: paper, pencils, markers, cutters, rulers, clipboards
Cutting and assembly of wooden structure .
. . . . 20 min
Tools used: pencils, cutters, string, balsa wood or pinewood sticks
Round-up, feedback session 20 min

100 mm

200 mm




Feedback

What does balance mean to you after the exercise? Write or draw your feelings and feed-
back! You can also share it with the group in your words if you like.




SESSION 2_Reflection: who we are?

After mapping their circumstances, this task focuses on the individual and her self-definition.

Females are generally more conditioned to self-define based on external judgments,
and adolescence is a particularly sensitive age for processing external influences.

Besides creating a personal object (picture board and mirror), the task also
helps participants observe and overwrite the images and judgments of their
immediate and wider environment. The object created features a double sided
board with a mirror on one side and a cork pin board on the other. While using
a pinboard-based collage technique, participants can create their subjective
portraits out of available pictures or their drawings, and they can contemplate
the contrast between fictional, idealized, and real representations of the self.

Task: Mirror / Picture frame creation - Cut and assemble
a simple double-sided plywood structure

Goal: The essence of the task is to help the participants to define themselves,
to define the perception of themselves and their environment

Intro / Outro question: Bring/choose an object which represents you! Why so?/
Would you choose a different (fictional) object now? How so? (write or draw)

Questions: How does my environment see me? How do | see
myself? Do | draw, collage or mirror? Visualization can be supported
through examples (e.g. Picasso portraits, El Greco, etc.)

Object template: PINBOARD WITH MIRROR

Arrival, introduction. 15 perc
Introduction of tools and safety measurements.
Tools used: hand driver, hand drill, sandpaper, bar clamps, drawing compass, 10 perc
cutters, glue.
Description of the object’s construction, demonstration of the techniques
L 20 perc
used, description of the assembly
Drawing the arch on plywood with a template, notching with a cutter, cutting
out the arch, sanding. 20 perc
Tools used: drawing compass/ template, pencils, cutter, electric jigsaw, sand- P
paper.
Gluing together the mirror and cork board, then the parts are set aside to
15 perc
dry
Mark and drill 4 holes on the base part 15 perc
Tools used: ruler/templates, pencils, hand drill, bar clamps P
Sanding the base parts before assembly.
Assembling base parts with screws (3pcs) 25 perc
Tools used: sandpaper, hand drill and hand driver, bar clamps, screws
Making a self-portrait, using drawing or montage techniques 15 perc
Check-up of dried parts, final assembily, fixing the self-portrait with a pin 10 perc
Round-up, feedback session 20 perc
200 mm 100 mm 44 mm
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Feedback

Self-assessment:

How do you see your self-image/self-portrait now? Write or draw your feelings and feed-
back! You can also share it with the group in your words if you like.

What was the most memorable part of the session? Why? (Good or bad)

12
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SESSION 3_Surroundings: what do | want?
(my space, my ideal space)

Following the previous two tasks, participants already have tools to observe and describe
their surroundings and themselves. To initiate proactive, change-making actions,
participants can practice problem definition and propose solutions in a way that is
appropriate to the circumstances and their resources (both personal and material).

In this task, we emphasize the analogy between personal space and the space
we want to embody in the world. While we become aware of the shortcomings or
challenges the surrounding space proposes, we also try to fabricate solutions to
gain control over some aspects of the hardships. Using different layers during the
task helps compartmentalize and aim for the most optimal solution. Planning and
creating solutions in their surroundings results in a sense of power and control.

Task: My personal space - Multi-layered space mapping practice, participants' current
and desired space, the role of objects in this space, and layout in virtual and real space.
Looking around in a workshop. Basic object layout based on the worksheet, and modeling
from paper following the templates. Examination of the template object: aesthetics,
function, refinement. Class difference, awareness of age characteristics, definition of
taste. Self-reflection. Modeling based on the worksheet, individual experimentation.

Goal: The role of the task is to move in the direction of the action after defining the
situation and self-determination, identifying the factors over which we have an influence.

Intro / Outro question: Name one thing you like and one thing you don't in this
space! Why? / Remember the things you listed in the first question (or write
them down). How would you change what you didn’t like? (write or draw)

Questions: Where do you feel safe? Draw your room or the space of your choice as
you see it, be it virtual or physicall Identify the shortcoming in it! Using the second
layer of tracing paper, try to think of solutions that would solve or fulfill them. What
kind of object/addition would those be? What does this addition look like?

Feedback

Self-assessment: What was the most memorable part of the session? Why? (Good or bad)

14
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SESSION 4_Building: my own objects

Task: My own object- design and construction phase, with an individual
design based on the template and implementation using tools.

Goal: Experimentation and building in the workshop. Self-reflection.
Intro / Outro question: Choosing a handtool - What is this tool? Why do you identify with it?

Questions: What is this object like? Is it beautiful? Why? How could it be beautiful?
What does it say about me? What can you make with that tool? (write or draw)

Worksheet: Booklet format guide for timeline, simple technical description of tasks,
icons (for age-appropriate versions) in a booklet format. Reflection on their experience:
What do you take home? Possibility of drawing and text format as well.

Object template: LIGHTBOX

Arrival, introduction. 15 min
Introduction of tools and safety measurements. Tools used: hand driver, hand 15 min
drill, sandpaper, glue, bar clamps.
Description of the object’s construction, demonstration of the techniques .

. 20 min
used, description of the assembly
Cutting and sanding of sides. Tools used: electric jigsaw, sandpaper. 30 min
Cutting and sanding of the front page pattern. Tools used: electric jigsaw, .

. 30 min

sandpaper. 30 minutes.
Assembling, gluing, fixing the plexiglass element. Tools used: sandpaper, 30 min
glue, bar clamps.
Electric element assembly. Tools used: hand decopier, pencil, cardboard. 20 min
Round-up, feedback session 15 min

186.82
\ \ 17082
o o
S S
O (@]
& o
180.00 N
\ |
— 180.00 —
\ \
8. . 19.g0 8
3 3 o S
1Y o o ~
0 e
O 4 Sy
o t | 180.00 |
180.00
| 164.00
- S
o
3 S
o~ o
= X

16




17

SESSION 4_Building: my own objects

Task: My own object- design and construction phase, with an individual
design based on the template and implementation using tools.

Goal: Experimentation and building in the workshop. Self-reflection.
Intro / Outro question: Choosing a handtool - What is this tool? Why do you identify with it?

Questions: What is this object like? Is it beautiful? Why? How could it be beautiful?
What does it say about me? What can you make with that tool? (write or draw)

Worksheet: Booklet format guide for timeline, simple technical description of tasks,
icons (for age-appropriate versions) in a booklet format. Reflection on their experience:
What do you take home? Possibility of drawing and text format as well.

7

Object template: SWINGING STOOL

Arrival, introduction. 15 min
Introduction of tools and safety measurements. Tools used: hand driver, hand 15 min
drill, sandpaper, glue, bar clamps.
Description of the construction of the object, demonstration of the techniques 20 min
used, description of the assembly
Slicing the beam, notching the legs and beam at an angle. Tools used: elec- 30 min
tric jigsaw, sandpaper.
Marking and drilling holes on the seat pan, cutting dowels to size. Tools used: 40 min
hand drill, bar clamps.
Marking, cutting, sanding, templating the first arc. Cutting of the second arc 30 min
from a template, sanding. Tools used: electric jigsaw, pencil, cardboard.
Sanding surfaces. Tools used: sanding machine, sandpaper. 15 min
Assembly, finishing, gluing. Tools used: sandpaper, glue, bar clamps. 15 min
Round-up, feedback session 15 min
thickness
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Feedback

Self-assessment: What was the most memorable part of the session? Why? (Good or bad)

20
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Mi a FRUSKA?

A FRUSKA egy olyan kreativ kompetencidkra épulé modszer és oktatdsi
program, amely a 10-18 éves hdtrdnyos helyzetl Idnyokat célozza meg,
és a design eszkodzein keresztul tobbszintl tanuldsi élményt nyujt.

A modszer kdlcsdnds tiszteleten alapuld, feminista és interszekciondlis
szemléletet alkalmaz a Idnyok megerdsitése, 6nbizalmuk és dnértékelésuk
novelése, valamint a tarsadalmi mobilitds elésegitése érdekében.

A résztvevék egy komplex tobblépcsds tervezési és dnismereti
folyamatban vesznek részt, mely sordn a problémdk megfogalmazdsdn,
a targyak koncepcidjdnak megalkotdsdn és elkészitésén keresztul,
megtapasztaljdk, hogy a dontéseik és véleményuk szamit.

A résztvevék a program elvégzése utdn mentori szerepben is kiprébdlhatjdk
magukat. A kortdrsi mentordilds sordin az Ujonnan érkezé résztvevék egy
interszekciondlis szemléletl, egyenléségen alapuld mentordldsi folyamat
megteremtésével esélyt kapnak arra is, hogy megkérddjelezzék és felllirjak

az 6ket kérUlvevs tdrsadalomban tapasztalhatd nemi, faji vagy tdrsadalmi
eléitéleteket. Ez a mentoroknak is lehetdséget ad arra, hogy kompetens, hozzdérté
pozicidban, erds, tdmogatd és vezetd jelenjenek meg, és a tanult tehetetlenség
ellenében megtapasztaljdk, hogy tuddsuk, véleményUk értéket képvisel. Ez

a tapasztalat néveli dnértékelésiket, kompetencidjukat és mobilitdsukat.

A FRUSKA a Moholy-Nagy Muvészeti Egyetem Innovdcids Kdzpontjanak
tdmogatdsdval jott létre egy egyéves kutatdsi program keretében.

A koényvben szereplé minden tartalom megfelel
a tdmogatd intézmény etikai sztenderdjeinek.

A célcsoport

Minden eddiginél fontosabbnak tinik, hogy foglalkozzunk a hdtrdnyos helyzett
Idnyokat sujtd, egymdsra rakddod egyenlétlenségek egyre strgetdbb problémdjdval.
Bdr a nemek kdzotti egyenléség a globdilis célok kézott kiemelt helyet foglal el,

és szamtalan globdilis szervezet dltal végzett fejlesztési munka kézéppontjdban

all, a nemek kézétti szakadék ma is szemmel Idthaté (ENSZ - Millennium
Development Goals 2000-2015, 17 Sustainable Development Goals 2015-2030).

A hdtrdnyos helyzetl csoportokat definidld fogalmak vizsgdlata mellett fontos, hogy

a globdlis kontextus mellett a helyi és kulturdlis sajdtossdgokat is szemuUgyre vegyUk.
Nemzetkdzi kontextusban a kdvetkezé tényezdk jdatszanak kulcsszerepet: lakhatds alacsony
jovedelmU hdztartdsban, rosszul felszerelt lakdskorilmeények, a hdztartdsban élék
foglalkoztatdsa, a hdztartdsban élék iskolai végzettsége, valamint olyan tovdbbi kulturdlis
tényezék, mint az etnikai hovatartozds, rassz vagy kaszt. A Vildgbank 15 alacsony jovedelm
orszdgbdl gyUjtétt, alapvetd szlkségletekre vonatkozd informdcidk alapjdn azokat tekinti
halmozottan hdtrdnyos helyzetlinek, akik napi 1,90 dolldrndl kevesebb jovedelembdl

élnek. Ezzel egyUtt, mivel napjainkban a szegénységi kliszéb alatt élék szdma jellemzden

magasabb ardnyban figyelheté meg kdzepes jovedelmil orszdgokban, mint az alacsony
jovedelmu orszdagokban, ezért magasabb szegénységi kiiszobértékek haszndlatosak.

Lokdilis, regiondlis kontextusban, kilondsen Kézép-Kelet-Eurépdban, az egyén
nehéz tdarsadalmi-gazdasdgi kérdiményei mellett nem lehet figyelmen kival hagyni
az etnikumhoz kéthetd, torténelmileg mélyen gydkerezé elbitéleteket sem.

Ha a jelenlegi magyarorszdgi tdrsadalmi-gazdasdgi kérdlményeket vizsgdljuk, a gazdasdgi
vildgvdlsdag mds orszdagokndl kordblban (dltaldlban 2009 és 2012 kdzott) éreztette
hatdsdt a magyar tdrsadalomban, ezzel ndvelve a jévedelmi szegénység mértékét,
valamint a jévedelmi egyenlétlenségeket és a stlyos anyagi nélkllézést (Siposné, 2020)%.
Az adatok szerint a lakhatdsi egyenlétlenségek, az etnikai szdarmazds és a nagycsalddos
stdtusz dltaldban szorosan dsszefliggnek egymdssal, és egymdsra rakddd hdtrdnyokat
hoznak Iétre. Magyarorszdgon a teljes magyar lakossdg 6-7%-dt jelentd roma népesség
tekinthetd a szegénység dltal leginkdbb érintett csoportnak. Az iskoldzottsdgi és
foglalkoztatdsi ardny egyardnt jelentésen alacsony, ami gyakran hozzdjdrul az érintett
kdzbsségek mélyszegénységéhez (Siposné, 2020). Egy 2012-ben végzett felmérés szerint
mig a teljes magyar lakossdg 12%-a él a medidn jovedelem 60%-a alatt, addig a roma
népesség kérében ez az ardny 76%-os ardnyt mutat (TARKI, Gdbos et al. 2013)%.

Egy 2015-6s, Magyarorszdgra vonatkozé tanulmdny szerint a deprivdcié hdrom
mutatéra bonthatd tovdbb: a relativ jdvedelmi szegénységben élék ardnya, a sulyos
anyagi nélklldzésben élék ardnya, valamint a nagyon alacsony foglalkoztatdsi
intenzitdsu hdztartdsban élék ardnya (foglalkoztatdsi szegénység). A vonatkozéd
mutatdk dltal meghatdrozott csoportok dtfedik egymdst, ami Magyarorszdg teljes
népességének 1,9 %-dt jelenti. Emellett a szegénység és a tarsadalmi kirekesztés
még inkdbb fenyegeti a kdvetkezé csoportokat: 18 év alatti gyermekek, egyszUlés
hdztartdsok, alacsony iskolai végzettséglek, munkanélkuliek vagy romdk

(ezekben az esetekben a fenti kockdzat az dtlag hdromszorosa) (KSH, 2015)%°.

A piacgazdasdgra vald dttéréssel a gyermekgondozdsi segélyekre vald jogosultsdg
idétartama nétt, a gyermekgondozdsi intézmények szdma pedig csdkkent. Ez azt
eredményezte, hogy a nék egyre inkdbb visszaszorultak a hdztartdsba, gyakran
azért, hogy gyermekeikrél, idds és fogyatékkal €16 rokonaikrél gondoskodjanak. Ez

o
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a szegénység feminizdcidjat eredményezte, mint az orszdgban domindns jelenséget
(Einhorn 1993%, Gregor - Kovdts 2019%2). Tovdbbi, nemi alapu egyenlétlenségeket
figyelembe véve a roma nék a régio legkiszolgdltatottabbjai, akik folyamatos,
t6bbszdrds diszkrimindcidval szembesulnek faji, osztdly- és nemi alapon. (Schultz,
2012)%. Rdaddsul a fiatal, hatrdanyos helyzetl (tdbbnyire roma) Idnyok nem csak

a gyermekek, mint nénemdek, hanem a nék, mint kiskoruak kategoridjdn beldl is
marginalizdlt pozicidban vannak. (Taefi, 2009)%*. A szegénység nemekhez kétédd
problémaként vald kezelése segit jobban megérteni azokat az akaddlyokat,

amelyekkel a hdtrdanyos helyzetld néknek szembe kell néznitk. A két legerésebb akaddly
a gyermekgondozdsi kételezettség (amely ardnytalanul az anydkra hdrul az apdk helyett)
és a munkaerdpiacon tapasztalt hatrdny és megkUlonboztetés. (Czibere, 2012)%.

Kinek szdl a kdonyv?

A mddszertani kdnyv az a célja, hogy segitségével azonositsuk és leirjuk a hdtrdnyos
helyzet( serduld ldnyok kilonbézé mintdzatait, kihivdsait és az dltaluk okozott pszichés
hatdsokat, annak érdekében, hogy hatékony kreativ eszkdzdkon keresztll pozitiv vdltozdst
érhessunk el. A mdédszer célja olyan kreativ és design-alapu gyakorlatok azonositdsa,
amelyek a hdtrdnyos helyzetl ldnyok tapasztalatait és megéléseit helyezik a kdzéppontba
olyan készségek elsajdtitdsdn keresztUll, mint az énbizalom, a problémamegoldd készség
és a cselekvéképesség. Mint ilyen, hasznos eszkdz a szakemberek, kdzdsségi vezetdk

vagy pedagdégusok szamdra, hogy gazdagitsdk a 10-18 éves hdtrdnyos helyzetl Idnyok
célcsoportjdval végzett fejleszté munkdt. Az aldbb bemutatott médszer és a feladatlapokat
tartalmazé munkaflzet olyan esetekben alkalmazhatd, amikor a célcsoporttal végzett
fejlesztd munka nem szokvdnyos vagy kreativ eszkdzdket igényel, mivel mind a serduilé
Idnyok életkori sajdtossdgai, mind az oktatdsi vagy nem oktatdsi kérnyezetben elfoglalt
helyzetUk kihivasok elé dllitja a fejlesztd munkdt végzd segitdket. A lanyok valddi megszdlitdsa
érdekében igy hasznos lehet olyan részvételi, személyre szabhaté tevékenységek
beemelése, mint az aldbbiakban bemutatott mddszer és foglalkozdsok dsszessége.

Az alacsony jovedelm, kiszolgdiltatott kdozdsségekben a kildtdstalansdg és

a munkaerépiaci lehetdségek hidnya gyengité hatdssal lehet az ifjusdgi csoportokra.
Ebben az értelemben a fiatal Idnyok tekinthetéek a legkiszolgdltatottabbak, mivel

a korai (gyermekkori) hdzassdg, a hdztartdsi munka (reproduktiv munka) és a gondviseld
szerep az egyetlen hozzdférhetd lehetéség szadmukra. Ez jelentés mértékben igaz

a hagyomdnyosabb értékeket kdvetd vagy kiseblbségi kdzdsségekben, mivel a csaldd

az egyeduli gazdasdgi és tdrsadalmi tdmaszrendszer az egyének szamdra.

Ezek a kérulmények gyakran nemcsak a korai gyermekvdllaldst és az oktatdsi rendszer korai
elhagydsdt eredményezi, hanem szdmos mds pszicholdgiai tényezét is, amelyek tovdbb
hdtrdltatjdk az egyéneket abban, hogy kitdérjenek a megszokott mintdzatokbdl. A tdmogatds
hidnya az oktatdsi rendszerben (kUléndsen a vidéki szegregdilt iskoldklban) tovdbb mélyiti
azt az elhagyatottsdgot, amelyet a fiatal Idnyok tapasztalhatnak, és ezek a nehézségek

a motivdcidé, a célmeghatdrozds, az dnbizalom és a cselekvdképesség hidnydt eredményezhetik.

Sok esetben ezek az egymdssal 6sszefliggd jelenségek elésegitik a csaldd vildga

(amely a ldnyokat a korai serdllékortdl kezdve felnéttnek tekinti) és az iskola vildga
(amely még mindig fegyelemre szoruldé gyermekként kezeli éket) kbzdtt tapasztalt
szerepkonfliktust. Ezért a kdvetkezékben ismertetett modszertan sordn a 10-18 éves kdzotti
id6szakra fokuszdlunk, de a pontosabb az eszkdzok alkalmazdsakor és kiértékelésekor
érdemes tovdbbi korosztdlyokra bontani a résztvevék csoportjait (10-13 és 14-18).

A serdUlékori szakasz a pszichoszocidlis fejlédéselméletben az identitds kialakuldsdval
szemben a szerepdiffuziot (Erikson, 1968)%*, valamint az dgencia megnyilvdnuldsadt dllitja
a kézéppontba. Ha a serdulék identitdsdnak konstrukcidjat - amelybdl a hdtrdnyos
helyzetl fiatalok gyakran kimaradnak - a kapcsolatok, intézmények, kultira és csaldad

folyomatos formadldddsdnak részeként tekintjik, ahelyett, hogy egy statikus rendszer passziv
reaktoraiként nézlnk rdjuk, pontosabb megfigyeléseket tehetlink. (Cooper, 1999)%.

Ez a nézépont, azon kivul, hogy segit leklizdeni a tévhitet, mely szerint az alacsony
jovedelmU vagy kisebbségi didkok oktatdsi nehézségeit a "kulturdlis 6ssze nem illés"
eredményeként ldtjuk, felismerhetévé vdlik, hogy az intézményeknek esetleg nem
rendelkeznek a megfeleld eszkdzkészlettel az egyenlétlenségek csdkkentéséhez.
Mindezeken felll fontos megemliteni, hogy a felmérések szerint a csalddon beldli
traumatikus éimények a hdtrdnyos helyzeti fiatalok otthoni kérnyezetében gyakrabban
jelennek meg, mint mds, biztonsdgos tdrsadalmi kérnyezetben (csalddtagok
elvesztése, kllonélés, munkahely elvesztése, lakhatdsi vdlsdgok, erészak stb.)

Kordbbi tanulmdnyok szerint az alacsony tdrsadalmi-gazdasdgi statuszu serdulék alacsonyabb
onértékelésrdl szdmolnak be a magasabb tdrsadalmi-gazdasdgi stdtuszu tarsaikhoz képest
(Veselska et al, 2009)%. Az alacsony dnbecsUlés kezelése és javitdsa kulcsfontossdgu tényezd
a veszélyeztetett serduld Idnyokkal vald munka sordn, mivel az alacsony dnbecsulés széles
kérben dokumentdltan korrelativ tényezé a depresszid és a szorongds (Veselska et al, 2009),
az egészséggel kapcsolatos alacsonyabb életmindség (Mikkelsen, 2020)%, a blinelkdvetés,

a kdbitdszer- és alkoholfogyasztds, valamint a fiatalkori vdranddssdg (Reasoner, 2002)4°
szempontjdbdl. Az Snmagunkba vetett bizalmat és dnértékelést befolydsolhatjdk a kortdrs
és szUl8i kapcsolatok, a kilénbdzs intellektudilis és fizikai képességek, a megjelenés,

a kompetencia, valamint a referenciacsoporttal vald azonosulds (akdr pozitivan, akdr
negativan) (Hartz et al, 2005, 71. 0.)*. Ezek a tényez&k a Idnyokra jelentésebb hatdst
gyakorolnak, mint a fiukra, klléndsen a serdulékorban, mivel a nemi szerepekkel kapcsolatos
elvdrdsok nagyobb mértékben érintij a néknek. Kordbbi tanulmdnyok azt mutatjdk, hogy

az dnhatékonysdg és az 6nbecsulés pufferként miikddhet a negativ pszichoszocidlis
tényezdékkel szemben a serdlléknél (Mikkelsen, 2020). Az énhatékonysdg elémozditdsa
hozzdjdrulhat az érzelmi tinetek csdkkentéséhez minden tdrsadalmi-gazdasdgi csoportban,
és ezdltal az érzelmi tUnetekben mutatkozé tdrsadalmi egyenlétlenségek mérsékléséhez
(Meilstrup, 2016)*2. Az dnismeret névelése segit a Idnyoknak azonositani személyes
preferencidikat, értékeiket és életcéljukat, segitségével redlis értékelést alakithatnak ki

a személyes er8sségeikrdl és gyengeségeikrdl, ezdltal redlisabb célok kitlzése is valészintbb.
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Modszertan

A moddszertan arra a pdrhuzamossdgra épul, amely az egyszerl kreativ problémafeltdrd
és megoldd folyamatok és az dnismereti eszkdzok kézott lelhetd fel. Minden egyes feladat
egy masik lélektani gyakorlatban gydkerezik, az egyszerlbbtél a komplexebb felé haladva.
E pdrhuzamossdgot szdmos STEM- és STEAM-alapu oktatdssal és maker kezdeményezéssel
kapcsolatos tanulmdny tdmasztja ald, amelyekben a résztvevék dnértékelésik szerint
magabiztosabbnak és erésebbnek érezték magukat a feladatokban vald részvétel utdn.
(Clapp& Jimenez, 2016)3. Sajnos a hdtrdnyos helyzetl fiatalok, kilénésen a Idnyok, nem
képezik alapvetd célcsoportjdt a hasonld programoknak, ezért kiléndsen fontos, hogy

a jelenlegi médszertan ezeknek a csoportoknak az igényeit figyelembe épuil fel. Ezen

tul fontos megjegyezni, hogy az emberkdzpontu tervezdi és kreativ eszkézok tdbbsége
kollaborativ munkafolyamatokon alapul (Design Kit: The Human-Centered Design Toolkit
by IDEO, 2009*; DIY Toolkit by NESTA, 2014%%), azonban a legtébbjik nem foglalkozik

az egyenlbtlenségek és eltérd erbviszonyok kérdésével és a neoliberdlis megkozelités
kézéppontjdban dllé dnmegvaldsitds koncepcidjdnak megkérddjelezhetdségével, amelyen
a legtébb maker kezdeményezés is alapul. Ezek a kollaborativ gyakorlatok jellemz8en
egalitdrius és demokratikus értékrenden alapulnak, ahol a tervezd csak facilitdtorként

lép fel. A FRUSKA dltal megszdlitott konkrét célcsoport esetében a szerzé szdmdra két
okbdl is fontos volt eltérni ettdl a facilitdtori gondolkoddsmodtdl: elészor is, a célcsoport
jellemzéen nincs hozzdszokva a nem frontdlis oktatdsi kérnyezethez (azaz tanuldkézpontd,
kooperativ tanuldsi kdrnyezethez) és ahhoz, hogy a kreativ munkafolyamatok sordn
kifejezze igényeit és véleményét; mdsodsorban, ahogyan az kordbban kifejtésre kerult,

a résztvevdk tobbsége élete sordn tdébbszintl jogfosztottsdgot élt dt, és ez a tapasztalat
szUkségessé teszi egy biztonsdgos tér [étrehozdsdt a kifejezés és kreativitds dsztdnzése
érdekében, ahol lehetdség van a kézds megegyezésen alapuld vezetettség éiményére.

A kreativ fejlesztés folyaomata sordn alkalmazott mdédszerek a szocidlis design,

a részvételi akciokutatds (Aziz, 20114), a feminista csoportos érdekérvényesités (bell
hooks, 1994) és a mUivészetterdpia (Hartz et al, 2005) dltal alkalmazott sémdkban
gyokereznek. A gondolkoddsmad a kritikai faji és interszekciondlis feminista elméleten
alapul, amely hangsulyozza az identitds konstrukcidjdt a nem, kaszt, nem, fqj,
etnikum, osztdly, szexudalitds, vallds, fogyatékossdg, és fizikai megjelenés kulonbdzd
faktorain keresztul. (Crenshaw, 1989) Az identitdsok ezen egymdst metszé és dtfedd
szegmensei egyszerre tlinhetnek erdsitének és elnyomdnak. Mint mdr fentebb
emlitettUk, a serdulékor az identitds kialakuldsdanak dontd korszaka, igy ezeknek

a rétegeknek a tudatositdsa segithet jobban megérteni és megerdsiteni Snmagunkat.

A ldnyok kreativ tanuldsi éiményének tdmogatdsa mellett a FRUSKA foglakozdsok tdgabb
célkitlzése, hogy segitsenek a résztvevdknek felfedezni olyan érdeklédési koroket és
készségeket, amelyeket mdsképp taldn nem sajdtitandnak el, amelyekhez megfeleld
reprezentdcié hidnydban nem férnének hozzd hozzd, hogy bévitsék személyes és
szakmai halézatukat, szakmai székincslket (hangsulyozva a kompetens nyelvhaszndlat
erejét és a pontos terminologia megfelelé haszndlatdt), valamint féldrajzi és tarsadalmi
mobilitdsukat bdtoritsdk azdltal, hogy mentorként részt vesznek a tuddsdtadds ciklikus
folyamatdban. Emellett a pszicholdgiai, megklizdési és kommunikdcids készségek
fejlesztése tdmogathatja a ldnyokat az élet mds terlletein is, ami fokozza reziliencidjukat,
erdsiti rugalmassdgukat és cselekvéképesseguket. Mindezek a készségek és jarulékos
hozadékok hozzdjdrulnak a résztvevék szélesebb értelemben vett képessé tételéhez.
Egyes feminista érdekvédelmi csoportok szerint a képessé tétel (i.e. empowerment)

egy nehezen definidlhatd, "homdlyos” kifejezés, amelyet aligha lehet egyértelmen
meghatdrozni, mérni azonban még nehezebb (Kabeer 1999)%8. Ahhoz, hogy tisztdn
Idssuk, mit jelenthet a felhatalmazds, és hogyan lehet elérni, a hatalomrdl a vdlasztdsi
képesség szempontjdbdl kell gondolkodni: a felhatalmazds elvesztése tehdt azt jelenti,
hogy megtagadjdk a vdlasztdsi lehetéséget. Ahogy Kabeer megjegyzi, "[a képessé tétel]
elkerullhetetlenll dsszefligg a jogfosztottsdg dllapotdval, és azokra a folyamatokra

utal, amelyek révén azok, akiktél megtagadtdk a vdlasztds képességét, megszerzik ezt

a képességet'. (ibid., 437.) Kévetkezésképpen a felhatalmazds a hatalmi dinamikdlban
bekdvetkezd vdltozdst vonja maga utdn: az emberek azon képességének bdvulését,

hogy stratégiai elsé- és mdsodrendd, sajdt életikkel kapcsolatos dontéseket hozzanak
egy olyan kontextusban, ahol ezt a képességet kordbban megtagadtdk téluk. Fontos
azonban, hogy az emberek dontési képességében mutatkozé (részben a tdrsadalmi
stdtuszukbol eredd) esetleges egyenlétlenségeket vizsgdljuk, nem pedig az dltaluk hozott
dontésekben mutatkozé kllénbségeket (ibid., 439). Ezt a dontéshozatali folyamatot
modellezik és gyakoroljdk a résztvevék a FRUSKA workshopok sordn, kifejezetten az egyes
résztvevok perspektivdjdt szem elbtt tartva, igy egy redlis elvdrdsrendszert hozva létre.

A munkaflzetben leirt médszer és eszkdzdk tdmogatdst nyUjtanak a dontéshozatal
gyakorldsdhoz, amely segit az énismeret és az dnrendelkezés erdsitésében.

A négy foglalkozdsbdl dllé sorozat a kdvetkezd szakaszokra épul: a sajdt pozicid
meghatdrozdsa egy tdgabb strukturdban vagy tdrsadalomban; az egyénre,

az énképre és a tarsadalmi szerepekre vald reflektdlds; a kérnyezet elemzése és

a fejlesztésre szoruld tényezék azonositdsa, a problémameghatdrozds gyakorldsa;
célmeghatdrozds és problémamegoldds kézzel készitett targyak létrehozdsdn
keresztul. Ezek a szakaszok [épésrél Iépésre haladva kindinak tanuldsi lehetéséget

az alacsony énbecsllés, a szerepkonfliktusok és a nehéz élettapasztalatok kezeléséhez,
vildgos és biztonsdgos hatdrokat és teret biztositva az egyéni dnkifejezésnek.

A workshopok sordn az egyént és a kdrnyezetéhez vald viszonydt vizsgdljuk. A célcsoportok
sajdtossdgainak megfeleléen hdrom kilénbdzé mihelyforgatdkényvet lehet végrehajtani,
attél fuggden, hogy a csoportdinamika mit sugall. Amennyiben a a csoportmunka

a helymeghatdrozds mint alapvetd szlkséglet felé mutat, a résztvevdk egy (hinta)

stokit hozhatnak létre. Ha a csoport szdmdra fontosabb az egyéni 6nkifejezés, akkor

egy testre szabhato vildgitétestet lehet Iétrehozni. Ablban az esetben, ha a személyes
tdrolds igénye kerll a fokuszba, egy egyszerl polcelemet készithetd el. A facilitdtorok és

a kdzdsségi vezetdk a csoporttal kdzdsen
vagy a rendelkezésre dll6 felszerelésnek
megfeleléen donthetnek a vdlasztdsrol.

A feladatok nehézsége fokozatosan épul fel,
az egyszer(, papirrdl torténd modellezéstol
kezdve a bonyolultabb gydrtdsi folyamatok
felé haladva. Minden gydrtdsi technika

a célcsoportok képzettségi szintjének és
technoldgiai ismereteinek megfeleléen kerllt
kivdlasztdsra. A folyamat sordn létrehozott
tdrgyak tébbnyire fadbdl készullnek, hiszen

ez egy viszonylag kdnnyen hozzdférhetd,
kénnyen elédllithatd, de tartds anyag. Azokban
az esetekben, amikor mds anyagokra van
szUkség, a munkaflzet leirdsdban taldlhatd
megjegyzéseket tekintsuk utmutatdsnak.
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Kihivasok és eréforrasok

Ahhoz, hogy kell6 gondossdaggal tudjuk elékésziteni eld a célcsoporttal vald kézos
munkdt, elészor is fontos azonositani azokat a kihivdsokat, amelyek a folyamat sordin
felmerllhetnek, de érdemes szdmba venni az eréforrdsokat is, melyekbdl merithetlnk.

E kihivdsok egy része pszicholdgiai (példdul az énreflexid, mint szokatlan és
ismeretlen eszkdz), mds része készségalapu (példdul a kézligyesség vagy a vizudlis
nevelés hidnya) vagy viselkedésbeli (koncentrdcios nehézségek és a figyelem
megtartdsdnak hidnya, kihivdsos csoportdinamika). Rdaddsul, mivel a program
rendszeres részvételt igényel, a résztvevdk tdvolmaraddsa (csdkkend motivdcid,
elére nem Idthato otthoni kérilmények vagy akdr egészséglgyi problémdk miatt)
megneheziti az erés kdtelékek és a hosszu tavu elkdtelezédés kialakitdsdt.

A programot javasolt egy olyan eszkozzel kezdeni, amelyet eldszeretettel alkalmaznak
feminista és aktivista kiscsoportos kdzoésséghben - a programon beluli kézds alapszabdlyok
kialakitdsdval. Ezek a szabdlyok a hatdrok kijeldlését szolgdljdk, biztonsdgos teret
teremtenek, és arra 6sztonzik a résztvevéket, hogy visszajelzést adjanak és felelésen sajdt
maguk alakitsdk a tanuldsi tapasztalataikat. Emellett a Idnyokra fokuszdld tér lehetéséget
biztosit a résztvevék szdmdra, hogy a nék tdrsadalmi pozicidi alapjdn a tdrsadalomban
szerzett kdzds tapasztalataikat megosszdk egymdssal, Uj kotelékeket megteremtve.

A serdUl6k alapvetd pszicholdgiai szikségleteinek figyelembevételéhez az 6nfejlesztés
elméletének alapjait alkalmazzuk, amely az autondmidt, a kapcsoldéddst és a kompetencidt
az egészséges fejlédés alapvetd és univerzdlis alapkdveiként hatdrozza meg. (Deci& Ryan,
2000%, 2017%°). A program ugy kerUlt kialakitdsra, hogy a résztvevék szamdra kilénbdzé
mértékl bevondddst tegyen lehetévé, tobbféle feladat megolddsi lehetdséget kindljon,
illetve hogy 6sztdéndzze a hosszu tdvu személyes elkdtelezédést. A folyamat sordn

a jol keretezett, kiszdmithatd struktira segiti a résztvevdket a kontroll érzésén keresztUl

a biztonsdgérzet kialakitdsdlban és a cselekvéképességuk ndvelésében. Az dgencia
(hatoképesség, cselekvdképesség) kulcsszerepet jdtszik mind a fejlédé személyiség
megerdsitésében, mind az egyén célmeghatdrozdsdban. A pszicholdgia az dgenseket (jelen
esetben a hdtrdnyos helyzetl Idnyokat) olyan céltudatos entitdsként definidlja, akik képesek
megfigyelni kérnyezetlket, hogy célorientdlt, hatékony cselekvéseket hajtsanak végre egy
kitlizott cél elérése érdekében, ezért az dgencia magdban foglalja az dgens kérnyezetének
érzékelésére és megvdltoztatdsdra vald képességet. Szamos kutatds bizonyitja, hogy
kdzvetlen kapcsolat van a ldnykdzpontd programokban vald részvétel és a résztvevék
jovoképében megfigyelhetd pozitiv vdltozds kdzdtt, beleértve a konkrét jovébeli célok
jelentését és az e célok elérésére irdinyuld tervek hatékony megfogalmazdsdat. A résztvevok
gyakran arrdl is beszdmolnak, hogy
nagyobb éndllésdgot, szélesebb

korl cselekvéképességet és

a kulcsfontossdgu, sajat életikkel
kapcsolatos dontésekben vald aktiv
részvétel képességét, valamint

a kortdrsak és a felnéttek dltal nyujtott
nagyobb szocioemociondlis tdmogatdst
tapasztalnak. (Girls' Education Program,
Edmonds et al, 2021%"). A kortdrsak
tapasztalatai és a pozitiv példaképek
felmutatdsa fokozza a kreativ

eszkdzok haszndlatdval kapcsolatos
motivdciét, ezen kivll segithet tagitani
a beszUkult kapcsolati hdldt is . A pozitiv
szerepmodellek felmutatdsa mellett
ezek az Uj kdzdsségek elbsegitik

a hasonlé élettapasztalatok egymds
kdzotti megosztdsdt és a negativ
tapasztalatokkal vagy elditéletekkel
kapcsolatos tabuk ledontését.

Mivel a FRUSKA egy ldnykézpontd gondolkoddsmaédon alapul, fontos, hogy mdr az elején
foglalkozzunk a ldnysdg és a néi identitds témdjdval, beleértve a ndk helyzetével
kapcsolatos tapasztalatokat a tdrsadalom tdgabb kontextusdban. A ldnyok dltal maguk
korul Iatott néi példaképekrél vagy szereplékrél vald beszélgetés 6sztdondzheti Sket egy
szdmukra jobban illeszkedd szerep megtaldldsdban, szemben a kérnyezetikben gyakran
Idtottakkal. A csoportos megbeszélések olyan kérdéseket tartalmaznak, mint példdul:

a) Mi a FRUSKA, mit jelent a sz6, miért igy hivjdk a programot?

b) Miért csak ldnyok vesznek részt ebben a programban?

c) Milyen néi szerepeket Idtunk a kérnyezetlinkben?

d) Milyenek a mi anydink/ nagyanydink/ életiinkben szerepld n6k?
e) Milyenek a n6k? Mivel foglalkoznak? Miért?

f) Milyen tdrgyak néiesek/ férfiasak? Miért?

g) Milyen eszkdzdk vannak egy mUhelyben? Ki haszndlja 6ket? stb. )
h) Milyenek a személyes tereink?

i) Milyen tapasztalatokat osztunk meg egymdssal?

49 Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic

org/10.1037/0003-066X.55.1.68

50 Ryan, R. M. & Deci, E. L. (2017). Self-determination theory. Basic psychological needs in
motivation, development and wellness. New York, NY : Guilford Press

S Edmonds, e., Feigenberg, B. &Leight, j. (2021.) Advancing the Agency of Adolescent Girls,
Dartmouth College. Article retrieved from: https:/www.povertyactionlab.org/sites/default/files/
research-paper/%20Advancing_the_Agency_of_2021.pdf

motivation, social development, and well-being. American Psychologist, 55(1), 68-78. https://doi.
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Hatasvizsgalat

A hdtrdnybdl induld kézésségek megerdsitését és a kreativitds fejlesztését célzd,
szocidlis design-on alapuld projektek kilonbdzéd mutatdkkal és modszerekkel
rendelkeznek, és a beavatkozdsok és a folyamatok mértéke, idétartama és vdrhaté
eredmeényei is eltéréek. Egy dolog azonban kbzés ezekben a kezdeményezésekben:
céljuk a vdltozds katalizdldsa, legyen az Idthaté-tapinthatd-érzékelhetd vdltozds, vagy
akdr a hdtrdnyok kompenzdldsdt az attitlid formdlds és a kompetenciafejlesztés feldl
megkdzelitd, hosszabb tdvu vdltozds. A vdltozds, a kiinduld helyzetbdl vald elmozdulds
szUkségessége tehdt azonos, de ennek nyomon kévetése és felismerése egy sor kérdést
vet fel. Természetes igény mutatkozik az egyén és a kézdsség részérél kimutathatd
hasznossdg megfigyelésére és elemzésére, amely k6zosség- és tevékenységfejlesztési
térekvésként, illetve eréforrds- és eszkdzoptimalizdldsként is felfoghatd (eszkdz alatt
nem csak a tdrgyi, hanem pszicholdgiai, kommunikdcids, stb. eszkdzdket is értjluk).

A szocidlis design dltal vezérelt kezdeményezések vagy beavatkozdsok szdmszerUsitését
tobb tényezd is megneheziti. EI8szdr is, egy viszonylag fiatal és gyorsan fejlédé teruletként
tekinthetUnk rd, igy a longitudindlis mérés kihivdst jelent. Ugyanakkor a szocioldgiai

és pszicholdgiai tényezdket nehéz teljesen elklloniteni a szigorian a tervezéssel
kapcsolatos tényezdktél. Harmadszor, mivel a tdrsadalmi problémdk (pl. szegénység,
diszkrimindci¢ stb.) dltaldban 6sszefiUggnek egymdssal, igy még a kisebb hatdsok
tovagyurizé hatdsait is nehéz egymdstdl elvdlasztani. A hatdsvizsgdlat tehdt, figyelembe
véve a hasonlé beavatkozdsok részvételi akcid-kutatdsi jellegét is, toblbszintl kihivdst
jelent. A folyamat szisztematikus vdltozdsai és a tevékenységeket befolydsold kllsd
tényezdk nem teszik lehetévé a tisztdn pszicholdgiai mddszerek alkalmazdsdt. Egy

ilyen beavatkozds személyes aspektusa és jellemzéi miatt a klasszikus szocioldgiai
mddszerek (amelyek nem dgyazodnak be a folyamatba) szintén nehezen alkalmazhatok.
Bdr a kvantitativ médszerek megbizhatéan mérik a hatdst, a szocidlis tdesign dltal
vezérelt kornyezetben hatékonyabb a kvantitativ és a kvalitativ médszerek keveréke.

A tudomdnydgakon dtiveld, interdiszciplindris helyzetekben haszndlt elemzési mddszer

dltaldban az onreflexivitdst alkalmazza visszajelzésként és az egyéni értékelés eszkdzeként.

Egyrészt a vdltozds mdodja és klldndsen az identitds, az dnbecsulés, a kreativitds nyomon
kdvetése a pszicholdgiai mdédszerek indikdtora lehet, de az értékelés szocioldgiai alapon
is elvégezhetd (skaldzds, felmérés). Az dnreflexivitds fogalma szintén a pszicholdgidban
gyokerezik, de alkalmazdsa nem feltétlenll igényel pszichoanalitikus megkozelitést.
Megdllapithatd, hogy az énreflexivitds képessége Ugy is fejleszthetd, ha teret és id6t
adunk a résztvevéknek az elmélyllt reflexiéra. Ezen tul az egymdstdl vald tanuldson
alapuld tdrsas tevékenység is segiti az onreflexivitds képességének fejlédését. Ezek

az énreflexiv modszerek (narrativ jaték, értékelés, valasztds) azt a valdsdagot is tlkrozik,
amelyben az érintettek jelen vannak, amelyet mdr vdltozdsként internalizaltak. Itt
élhetlnk azzal a feltevéssel, hogy ha valami nem tudatos, nem artikuldlhatd, nem
fejezédik ki, és nem performativ aktus, akkor valészintleg nem detektdlhatd hatdsrol
beszéllnk, hiszen nem kdvethetd nyomon a cselekvésekben és érzésekben.

A jelenlegi kutatdsban a mdédszerek 6tvozetét alkalmaztuk, amelyek tulnyomoérészt
pszicholdgiai kutatdsokbdl és antropoldgiai médszerekbdl szarmaznak. Kérddives
és vizudlis kommunikdcién alapuld modszerek keverékét vetettik 6ssze, ami
lehetéveé tette a személyes vdlasztdsi lehetéségeket az értékelésben, hogy

noveljék a résztvevok biztonsdgérzetét. Az értékelés a szocidlis design dltal
vezérelt folyamat integrdlt részévé vdlt, ami mdédszertanilag fontos gesztus, mivel
a kélesdnhatdsban 1évé folyamatok szétvdlasztdsa megakaddlyoznd, hogy

a beavatkozdst és az értékelést is informdld iterativ folyamatok megtérténjenek.

A mérés koriilményei és sajatossagai

Bdr moédszertanilag kihivdst jelent szdmszerdUsiteni a résztvevék attitlidvdltozdsat

a program sordn és azt kévetéen, a folyamatba szdmos érintkezési pontot
épitettlnk be a torténések megfigyelésére. Greenhalgh et al (2016)* rdmutat, hogy
a kutatds hatdsa szempontjdbdl kulcsfontossdgu a kdzds alkotds jelenségének
vizsgdlata, amely a szerzék szerint a megfigyelések négy klldnbozé szinten torténd
leforditdsdban gyodkerezik: egyéni (a résztvevdk ismereteinek és attitlidjeinek
vdltozdsa), interperszondlis (a kortdrsak befolydsoldsdn alapuld), kollektiv

(szakmai vélemeények, etikai kddexek), illetve szervezeti szintl (szerepek, rutinok,
intézményesitett korldtok). Az ok-okozati 6sszeflggések nonlinearitdsa a kdézds
alkotdson alapuld beavatkozdsokban szintén dinamikus megkozelitést

igényel a hatdsvizsgdlathoz, amely képes nyomon kdvetni a kdlcsdnds fliggdség ldncolatdt,
és inkdbb a folyamatra, mint az eredményekre 6sszpontosit. A redlis és életkornak
megfelelé mddszerek segitik a szerepléket abban, hogy elmondhassdk a vdltozdsrol széld
sqjdt torténeteiket azdltal, hogy beépitik, hogy eréfeszitéseik hogyan vdltoztattdk meg

a kérnyezetUket. A hatds sokkal jobban mérhetd, ha az egyuttmuikddés rendszerszintl
szemléletbdl indul ki, a kutatds nem mds, mint emberi tapasztalatokkal vegyitett kreativ
vdllalkozds, amelyben a folyamat éppugy a kdézéppontban van, mint maga a termék.

Rick Davies és Jess Dart ‘A legjelentésebb vdltozds' nevet viselé (Most Significant
Change, MSC)> vdltoztatdskdvetési technikdja egy Ugynevezett részvételi monitoring és
értékelési modszer. A technika [ényege, hogy a kllonbdzé értékelési fadzisokba bevonja
az érdekeltek sokféle csoportjdt, azaz a projekt résztvevdit és a segitéket is, majd

az érdekeltek bevondsdval rendszerezi és elemzi az igy kapott adatokat. Ez egyrészt

a projekt vagy beavatkozds hatdsdnak intenzitdsdt segit mérni, mdsrészt pedig képet ad
d projekt eredményeirél és hatdsairdl. Osszességében elmondhats, hogy ez a médszer
egy retrospektiv alapu kutatds és hatdsvizsgdlat, amely 6nbevalldson és dnreflexion
alapul. A mdédszer egyszerre képes a narrativdk sokasdgdval, a kivdlasztdsi kritériumok
részvételi rendszerével dolgozni az eredmények leszlkitése és az eredmények és hatdsok
kimutatdsa érdekében. Az idézett tanulmdny ajdnldsa szerint a technika keverheté

az elmélet-kdzpontu, deduktiv megkozelitéssel, mivel a legtdbb projektnek mdr a kezdet
kezdetén hatdrozott elképzelése van arrdl,
hogy milyen hatdst és eredményeket

szeretne elérni. Itt is fontos megjegyezni, hogy
a moédszer megismételheté, mivel a vdltozds
a tevékenységhez és tapasztalathoz kotott.
Mdsrészt fejlédéskdzpontu megkdzelitésen
alapul, amely a pozitiv vdltozdst és

a léptékvdltdst helyezi a kdzéppontba.

A maddszertan a FRUSKA kreativ fejleszté
program vdtozdskovetésének is alapul szolgdil.

A folyamatos visszacsatolds és értékelés
kettds szerepet jatszik a FRUSKA
folyamatdban. Egyrészt segit a résztvevdknek
abban, hogy a program sordn végig
kontrollérzetet és rdldtdst nyerjenek,
valamint lehetévé teszi, hogy a programot
sajdt igényeik szerint alakithassdk. Ezeket
az eredményeket a foglalkozdsok sordn
beépitett értékeld kérdések révén érik

el, amelyek rautalé megfogalmazds

és szimbolikus kérdések alkalmazdsdn

52 Greenhalgh, T., Jackson, C., Shaw, S., Janamian, T. (2016). The Milbank Quarterly, Vol. 94, No. 2
(June 2016),. 392-429.

53 Davies, R., Dart, J. (2005): The ‘Most Significant Change’ (MSC) Technique: A Guide to Its Use”.
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keresztul segitik 6ket tapasztalataik megfogalmazdsdban. A mddszer segit elkerulni a kllsd
szemlélének a kdzvetlen, azonnali értékelést és az elfogult megfigyelést. Mdsodszor, segit

a vdltozds szdmszerUsitésében és a program hidnyossdgainak nyomon kdvetésében.

A program hatdsdnak értékeléséhez a résztvevdk tdbb kérddivet toltenek ki, amelyek

a) segitenek nekik a tapasztalataik megfogalmazdsdban és megfogalmazdsdban

b) segitenek az ebbdl eredé mozgds vagy hatds azonositdsdban és mérésében.

A folyamat sordn a kdvetkezé értékelési modszereket alkalmazzuk:

s

Osszehasonlité kérddivek a foglalkozdsok megkezdése elstt és lezdrdsa utdn.

A papir alapu kérdéiv egy validdlt és szabvdnyositott kreativ kompetencia teszt kivonata,
amely ezt a szempontot méri a résztvevék korében. A kérddivek Lickert-skdldkat
haszndlnak, amelyek hozzdférheté megfogalmazdssal és magyardzattal is kiegészUlnek,
hogy a résztvevék kdnnyebben eligazodjanak a numerikus vdlaszlehetdségek kdzott.

A kérdések a résztvevék alkotdshoz vald viszonydt probdljdk meghatdrozni, mikézben

a tervezés és az alkotds jelenségérdl fogalmaznak meg dllitdsokat. Tobb kérdés foglalkozik
a csapatmunkdval, valamint xa tervekkel és célokkal, annak figxelembevételébel, hogy

a célcsoport tagjainak tébbségének gyakran nehézséget okoz a jovébe mutatd gondolkodds.
Az utdlagos kérddiv azt az elvet kdveti, mely sordn az alkotds és a problémamegoldds
folyamatdhoz pozitiv érzéseket (bdtor, erés) tdrsitanak. A zdré kérdsiv a mihelysorozatra
vonatkozé reflexidkat tartalmazza (Iétrehozott mitdrgyak, tanulsdgok, vélemény

az elkészitett mUtdrgyrdl stb.), igy kettbs célt szolgdl: 6sszehasonlithaté adatokat nyerlnk
a lehetséges és dnbevalldson alapuld vdltozdsokrdl, és iterativ visszajelzéseket gyUjtink

a résztvevdk kritikus gondolkoddsra vald képességével kapcsolatiban. Az egyes kérddivek
anonimitdsa kdlénésen fontos, igy az két kérdsiv kdzdtti korreldcidk azonositdsa érdekében
a résztvevdk egy vdlasztott szinnel vagy személyes szimbdlummal azonositjdk magukat.

Szébeli visszajelzés az egyes foglalkozdsok utdn

A szdbeli visszajelzéseknek lehet klldn iddkeretlk és helylk a foglalkozds napirendjében,
de alakithatéak kdtetlenebb formdban is a kézdsség igényei szerint. aMivel az alkotdsi
folyamat sordn ujfajta interperszondilis kapcsolatok alakulnak ki, a kdzdsségi

tagjai félig strukturdlt, de mégis szerves moédon kezdeményeznek beszélgetéseket,

igy ezek a visszajelzések a beszélgetés folyamatdba is beépithetéek. Emellett

a foglalkozdsok olyan beszélgetésekre is épulnek, ahol a FRUSKA résztvevdi facilitdlt
kérnyezetben gondolkodhatnak dnmagukrdl és céljaikrdl, elvontabb reflexidikrél.

Ezek a megbeszélések bedgyazott visszajelzések és dnreflexids Ulések is egyben.

irésos vagy vizudlis visszajelzés mind a négy lilés utdn (névtelen).

A mddszer a napldéirds, valamint ‘A Legjelentésebb Vdltozds' (MSC) és a Photovoice
keverékében gydkerezik, ahol a résztvevdk az dltaluk érzékelt vdltozdst magyardzhatjdk el,
mikdzben a személyes vdltozdsok illusztrdcidival kombindlt torténetmesélési formdtumot
haszndlnak. Néha a vizudlis visszajelzés (rajz, kolldzs, fotbkompozicié) hatékonyabb, kilénésen
a nem verbdlis kdzdsségek és az olyan gyermekkoru célcsoportok kérében. A visszajelzés
dltaldban szimbolikus, a résztvevék dltal haszndilt képek, dbrdk és vizudlis illusztrdciok csak

a szubjektiv feltételezések és megfigyelések, mintdk megfogalmazdsdt teszik lehetévé.

Mind a beépitett, mind a kérdéives formdtumu visszajelzés non-evaluativ, gyakran
szimbolikus kérdéseken alapul. A résztvevék szabadon alkalmazhatjdk a fikcié és

a torténetmesélés eszkdzét, valamint a kommunikdcié megkdnnyitése érdekében
opciondlis vizudlis eszkdzdket is (rajz, kolldzs, matricdk, hangulatpecsétek). Az "én-
tdrgyiasitds" eszkdzét olyan esetben haszndljuk, ahol a résztvevéket arra kérjuk, hogy
egy szdmukra fontos tdrgyon keresztll osszanak meg valamit magukrél (kedvenc vagy
szdmukra fontos személyes tdrgyukon keresztll meséljék el egy torténetlket).

A kérdéivekbdl nyert adatokat digitalizdljuk és kiértékeljik oly médon, hogy mind
az egyes résztvevékben (a folyamat sordn anonim, de egyedi jelélék haszndlatdval),
mind a csoport egészében szdmszerUsithetd vdltozdsokat tUkrozzék.
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 Workshopot megel6z6
felmérd kérdoiv

1. ird ide azt a szint amelyiket valasztottad.

sdrga, piros, rézsaszin, lila, kék

2. Mennyire igazak rad az alabbi allitasok?

Szivesen prébdilok ki Gj dolgokat, eszkézoket, technikdkat.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen
Ugy érzem, meg tudom oldani az eléttem dllé feladatokat.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen
Ha létrehozok valamit, az 6rommel tolt el.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen
Ha létrehozok valamit, attél erésnek érzem magam.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen

I Ugy érzem, ki tudom fejezni az érzéseim és gondolataim az alkotdson keresztiil.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen
Ugy érzem, a kitiizott céljaimat és vagyaimat el tudom érni.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen
Ugy érzem, a tdrsaim elfogadnak.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen

Jegyzetek




 Workshopot koévetd
ertékelo kérdoiv

1. ird ide azt a szint, amelyiket huztad.

sdrga, piros, rézsaszin, lila, kék

2. Mennyire igazak rad az alabbi allitasok?

Szivesen prébadlok ki Uj dolgokat, eszkdzoket, technikdkat.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen
Ugy érzem, meg tudom oldani az eléttem dllé feladatokat.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen
Ha létrehozok valamit, az 6rommel tolt el.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen
Ha létrehozok valamit, attél erésnek érzem magam.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen

I Ugy érzem, ki tudom fejezni az érzéseim és gondolataim az alkotdson keresztiil.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen
Ugy érzem, a kitiizott céljaimat és vagyaimat el tudom érni.

Egyditaldn nem 1 2 3 4 5 Nagyon szivesen
Ugy érzem, a tdrsaim elfogadnak.

Egydltaldn nem 1 2 3 4 5 Nagyon szivesen

3. Hogy érezted magad a workshopon?

Unalmas volt.

lzgalmasnak/djnak taldltam.
Bizonytalannak éreztem magam.
Magabiztosnak éreztem magam.
Ertettem a feladatot.

Kevésbé értettem a feladatot.
Tanultam egy Uj készséget.

Nem tanultam semmit.

Nem tanultam eleget.

Elégedett voltam a végeredménnyel.

O 0O 0O 0O O o oo 0 o o

Nem voltam elégedett a végeredmeénnyel.

H

. Milyen varakozassal érkeztél a workshopra?

5. Milyen célokat tiliztél ki magadnak?

6. Megvaldsultak ezek a célok?

yes | no | partly

7. Mit tartasz a leghagyobb eredménynek a fog-
lalkozassal kapcsolatban?

8. Mi az, ami esetleg csaldodast okozott a foglalko-
zas soran?

9. Mennyire volt érthetd a feladat és az elére kéz-
hez kapott feladat leiras?

Nem volt érthetd 1 2 3 4 5 Minden értheté volt




10. Milyennek taldltad a felnétt segitoket?
A feltett kérdéseidre valaszt kaptal a feladat soran?

Jegyzetek

11. Elég volt az idé ahhoz, hogy meg tudd csinalni
a feladatokat?

Nagyon kevés volt 1 2 3 4 5 Tul sok volt
12. Mit gondolsz a targyrol?

Hasznosnak éreztem.
Haszontalannak éreztem.
Erdekesnek taldltam.
Unalmasnak taldltam.

Idegennek éreztem.

O O 0O O O O

Magamhoz illének éreztem.

13. Valtoztatnal valamit a targyon vagy a foglalkozas
folyamatan?

14. Milyen egyéb targyat készitenél szivesen?

15. Mit tanultal az alkalom soran?
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Munkaflizet

Az alabbi munkafiizet a klilénb6zé

I koriilményekhez igazodé FRUSKA-workshopok

tamogatasat segiti. Valamennyi feladatlap célja,
hogy a feladatok pontos leirasaval és szerepiik
meghatarozasaval segitse mind a facilitatorokat,
mind a résztvevoket a folyamat soran. Minden
foglalkozas-sorozat egy konkrét targy
elkészitésében csticsosodik ki, amely a résztvevok
altal felvetett, a foglalkozasok soran megvitatott
k6zos témakra reflektal. A beszélgetéseknek
medfeleléen ezek a k6zos témak lehetnek: egyéni

I onkifejezés (fénydoboz), egyéni helyteremtés

k6zos terekben (lengdszék), csoportkohéziot
jelzo targy egy kozos tér szamara (csillar egy
ko6zosségi terem szamara), vagy a kozosségépités
eszkoze (csapatépitd és jégtorod jaték).

l..'
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1. ALKALOM_ Bevezetés: honnan indulunk?

Ez a feladat fejleszti a résztvevék térbeli ismereteit és biztonsdgérzetét, mikézben
azonositani tudjdk a rdjuk jellemzé személyes tényezdket. Az alkotdfeladat

célja egy sematikus objektum létrehozdsa, a folyamat sordn pedig kilénb6zd
eszkozdkkel és technoldgidkkal ismerkedlnk meg. Ez a feladat a résztvevék
aktudlis helyzetének meghatdrozdsdra helyezi a hangsulyt, hogy azonositani
tudjdk a sajdt életlinket befolydsold akaddlyokat (osztdly-, etnikai-, nem-, kor- vagy
egyéb kuldnbségek). A feladat sordn arra is lehetdség nyilik, hogy a résztvevék
megosszanak csalddjukkal vagy sajdt magukkal kapcsolatos jellemzdket. A folyamat
minden fdzisa lehetévé teszi az dnismeret elmélyitését és az dnkifejezést, azonban
annak szabdlyozdsa, hogy szeretnének-e élni ezzel a lehetéséggel, és ha igen,
milyen médon, az az egész folyamat sordn a résztvevék kezében marad.

A feladat az egyén életének mint egyensulyozoé aktusnak az analdgidjdn alapul,
egy mobil strukturdban nevezi meg és vizualizdljo ezeket a tényezbéket. Az egyén
életét befolydsold, egymdssal 6sszefliggd vdltozdk modellezése sordn felveti azt
a kérdést is, hogy mely problémdkra van rdhatdsunk, és melyekre nincs.

Feladat: Mobil épités - fabél vagy papirbél kivaghaté
figurdk elhelyezése drét- és zsinegszerkezeten

Cél: A feladat Iényege a résztvevdk helyzetének megfigyelése,
a nehézségek azonositdsa és a kiinduldsi pont kijeldlése

Bevezetd kérdés: Mi a kedvenc jatékod a jatszétéren? Emlékszel
a libikékdra? Gyakoroljuk az egyensulyi pdzokat.

Kérdések: Azonositsd és képzeld el életed nehézségeit vagy fontos
tényezdit. Mit egyensulyozol? Meg tudod teremteni az egyensulyt?
Ha nem, akkor dtrendezéssel létrehozhatd?

Elkészitett targy: PAPIR MOBIL

Megérkezés, bemutatkozdkdr 15 perc
Workshopot megelézé felmérd kérddiv kitdltése 15 perc
Bevezetd beszélgetés 15 perc
Emlékszel a libikdkdra? Mit jelent az egyensuly? Milyen helyzetekben fontos?
Azonositsd és képzeld el az életed nehézségeit vagy fontos tényezdit!
Mit egyensulyozol? Meg tudod teremteni az egyensulyt? Ha nem, akkor 30 perc
dtrendezéssel létrehozhatd?
Tdrgy szerkezetének ismertetése, felhaszndlt technikdk bemutatdsa, tervezés
Papir sablonok megrajzoldsa, kivdgdsa, dsszedllitdsa

. . , L o . e 15 perc
Felhaszndlt eszkézok: papirsablon, ceruzdk, filcek, sniccer, vonalzd, vagdlap
Fa szerkezet méretre vdagdsa, dsszedllitdsa

) - ) . . 20 perc
Felhaszndlt eszkézok: ceruza, sniccer, zsineg, balsafa vagy hurkapdlca
Osszegzskor, elkdszdnés 20 perc

100 mm

200 mm




Visszajelzés

Mit jelent szdmodra az egyensuly most? ird vagy rajzold le! El is mesélheted, ha van kedved.




2. ALKALOM_ Onreflexié: kik vagyunk?

A résztvevok kdrtilményeinek feltérképezése utdn ez a feladat az egyénre és éndefinicidjdra
osszpontosit. A nék dltaldban jobban kondiciondltak a kilsé megitélések alapjdn torténd
onmeghatdrozdsra, a serdulékor pedig klldondsen érzékeny kor ezeknek a kulsé hatdsoknak
feldolgozdsdra.

A feladat a személyes tdrgy (képtartd és tukor) Iétrehozdsa mellett abban is segit, hogy

a résztvevdk megfigyeljék és felllirjak kdzvetlen és tagabb kérnyezetik képeit, itéleteit.

Az elkészitett targy kétoldalas tdbldt tartalmaz, egyik oldaldn tikorrel, a mdsikon tlzhetd
parafa felUlettel. A pinboard alapu kolldzstechnika segitségével a résztvevék a rendelkezésre
allé képekbdl vagy sajdt rajzaikbdl készithetik el szubjektiv portréikat, és elgondolkodhatnak
az dnmaguk fiktiv, idealizdlt és valés megjelenitése kdzotti kontraszton.

Feladat: Tiikor/Képkeret készitése - egyszerii, kétoldalas rétegeltlemez szerkezet kivagdsa
és 6sszeszerelése, a rétegek ragasztdasa

Cél: A feladat Iényege, hogy segitse a résztvevéket Snmeghatdrozdsban, 6Snmaguk
és kornyezetUk észlelésének meghatdrozdsdban.

Bevezetd kérdés: Hozz magaddal/vdlassz egy tdrgyat, ami téged jelképez! Miért ezt
a tdrgyat valasztottad?

Kérdések: Hogyan lat engem a kérnyezetem? Hogyan Idtom magam? A rajzolt,
kolldzstechnikdval vagy tikrézott képpel azonosulok leginkdbb? A vizualizdcié példdkon
keresztll tdmogathato (pl. Picasso-portrék, El Greco stb.)

Ertékeld eszkdz: A feladat elvégzése utdn is ugyanezt a tdrgyat vdlasztandd? Miért? (irott
vagy rajzolt visszajelzés)

Elkészitett targy: ASZTALI FALIUJSAG TUKORREL

Megérkezés, bemutatkozdkdr 15 perc
Felhaszndlt esz6zok bemutatdsa, balesetvédelmi gyorstalpald.
Felhaszndlt eszkozok: Kézi behaijto, kézi furd, csiszoldpapir, szoritdk, korzd, 10 perc
sniccer, ragasztd
Tdrgy szerkezetének ismertetése, felhaszndlt technikdk bemutatdsa 20 perc
Koriv felszerkesztése rétegelt lemezre sablon alapjdn, sniccerrel torténd
bemetszés, iv kivdgdsa, csiszoldsa. 20 perec
Felhaszndlt eszkdzok: P
kérzé/sablon, ceruza, sniccer, dekopir flrész, csiszoldpapir
TUkor és parafalap felragasztdsa, szdradds miatt az elemet félretesszik 15 perc
Az alaplapndl 4 furat helyének felrajzoldsa, kifurdsa. 15 perc
Felhaszndlt eszkdzok: vonalzd/sablon, ceruza, kézifurd, szoritdk P
Talp elemek lecsiszoldsa az Gsszeszerelés elbtt.
Talp elemek (3db) ésszecsavarozdsa 25 perc
Felhaszndlt eszkdzok: kézi behajtd, csavarok, szoritdk
Onarckép elkészitése, rajzoldssal vagy montdzstechnikdval 15 perc
Szdradd elemek ellendrzése, dnarckép felhelyezése, dsszedllitds 10 perc —
Osszegzdkor, elkdszonés 20 perc
200 mm 100 mm 44 mm
(o] (o)
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Visszajelzés

Ertékels eszkdz:

Hogy Idtod most az énképed/dnarcképed? ird vagy rajzold le! El is mesélheted, ha van ked-
ved. A feladat elvégzése utdn is ugyanezt a tdrgyat vdlasztandd? Miért?

(irott vagy rajzolt visszajelzés)

12
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3. ALKALOM_ Kornyezet: mit akarok?
(a sajat terem, az idedlis terem)

Az el6z6 két feladatot kdvetden a résztvevdk mdr rendelkeznek eszkdzdkkel
kérnyezetlk és 6nmaguk megfigyelésére és leirdsdra. A proaktiv, vdltozdst
eléidézé akcidok kezdeményezése érdekében a résztvevék gyakorolhatjdk

a probléemameghatdrozdst és megolddsi javaslatokat tehetnek a kdrilményeiknek
és eréforrdsaiknak (személyi és anyagi) megfelelé mddon.

Ebben a feladatban a személyes tér és a vildgban megtestesiteni kivant tér kozotti
analégidt hangsulyozzuk. Mikézben rdébredink a kdérnyezé tér dltal kindlt hidnyossdgokra
vagy kihivdsokra, megolddsokat is prébdlunk taldini annak érdekében, hogy a nehézségek
bizonyos aspektusai felett kontrollt szerezzlink. A kllénbdzd rétegek haszndlata a feladat
sordn segiti a felosztdst és a legoptimdlisabb megoldds megcélzdsdat. A kdérnyezetlinkben
torténd tervezés és megolddsok létrehozdsa a hatalom és a kontroll érzését eredményezi.

Feladat: Személyes terem - Tébbrétegli tértérképezés gyakorlata, a résztvevék aktudlis

és vdgyott (idedlis) tere, az objektumok szerepe ebben a térben, elrendezés virtudlis

és valés térben. Megismerkedés a miihelytérrel. Alapveté objektum elrendezés a munkalap
alapjdn, papirbdl térténd modellezés a sablonokat kdvetve. A sablontdrgy vizsgdlata:
esztétika, funkcid, finomitds. Tarsadalmi pozicié, életkori sajatossdgok tudatositdsa,

izlés meghatdrozdsa. Onreflexié. Modellezés a feladatlap alapjdn, egyéni kisérletezés.

Cél: A feladat szerepe, hogy a helyzet meghatdrozdsa
és az dSnmeghatdrozds utdn a cselekvés irdnydlba mozduljunk el,
azonositsuk azokat a tényezdéket, amelyekre befolydsunk van.

Bevezetd kérdés: Nevezz meg egy dolgot, amit szeretsz
ebben a térben, és egy dolgot, amit nem! Miért?

Kérdések: Hol érzed magdt biztonsdgban? Rajzold le a sajdt szobdd vagy egy
szabadon vdlasztott teret gy, ahogyan Idtod, legyen az virtudlis vagy fizikail
Hatdrozd meg benne a hidnyossdgokat! A mdsodik réteg pauszpapir segitségével
probdlj olyan megolddsokat kitaldlni, amelyek megoldjdk vagy teljesitik ezeket

a hidnyokat. Milyen objektumok/kiegészitések lennének ezek? Hogy néznek ki?

Ertékeld eszkdz: Emlékezz vissza az elsé kérdésre adott vdlaszodral Most
hogyan vdltoztatndl azon, ami nem tetszett? (irj vagy rajzolj)

Visszajelzés

Ertékeld eszkdz: Emlékezz vissza az elsé kérdésre adott vdlaszodral
Most hogyan vdltoztatndl azon, ami nem tetszett? (irj vagy rajzolj)
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4. ALKALOM_ Alkotas: Sajat targyam elkészitése

Feladat: Sajdt objektum tervezése és kivitelezése sablon alapjdn, egyedi
tervezéssel és szerszamhaszndlattal torténd megvalésitdssal.

Cél: Kisérletezés és épités a mihelyben. Onreflexid.
Bevezetd kérdés: Kéziszerszdm kivdlasztdsa — Mi ez az eszkdz? Miért azonosulsz vele?
Kérdések: Milyen ez a targy? Szépnek tartod? Miért? Hogy lehetne szép? Mit drul el rélad?

Feladatlap: Flzet formdtumu utmutatd az idévonalhoz, a feladatok egyszerl technikai
leirdsa, ikonok (életkornak megfeleld valtozatokhoz) flizet formdtumban. Reflexio
a tapasztalatokra: Mit viszel haza? Rajzoldsi és széveges formdzdsi lehetéség is.

Ertékel6 eszkdz: Emlékezz vissza az elején vdlasztott szerszdmra. Mire
vald, mit lehet késziteni ezzel az eszkdzzel? (Ird vagy rajzold lel)

SO
\

Elkészitett targy: HANGULATLAMPA

Megérkezés, bemutatkozd koér 15 perc
Haszndlt eszkdzdk bemutatdsa, balesetvédelmi gyorstalpald.
Felhaszndlt eszk6ézok: Kézi behaijto, kézi furd, csiszoldpapir, ragaszto, 15 perc
szoritok.
Tdrgy szerkezetének ismertetése, felhaszndlt technikdk bemutatdsa, 20 perc
Osszeépullés leirdsa P
Oldallapok vagdsa, csiszoldsa. 30 perc
Felhaszndlt eszkdzok: dekopir flrész, csiszoldpapir P
Front oldal minta kivdgdsa, csiszoldsa. 30 perc
Felhaszndlt eszkdzok: dekopir flrész, csiszoldpapir. P
Osszedllitds, ragasztds, plexi elem régzitése. 30 perc
Felhaszndlt eszkdzok: Csiszoldpapir, ragasztd, szoritdk P
Villamos elem szerelése.

X . - , 20 perc
Felhaszndlt eszkdzok: Kézi dekopir, ceruza, karton.
Osszegzékor, elkdszdnés 15 perc
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vV s, ALKALOM_ Alkotas: Sajat targyam elkészitése

Feladat: Sajdt objektum tervezése és kivitelezése sablon alapjdn, egyedi tervezéssel
és szerszadmhaszndlattal té6rténé megvalésitdssal.

Cél: Kisérletezés és épités a mihelyben. Onreflexid.
A Bevezetd kérdés: Kéziszerszdm kivdlasztdsa — Mi ez az eszkdz? Miért azonosulsz vele?
Kérdések: Milyen ez a targy? Szépnek tartod? Miért? Hogy lehetne szép? Mit drul el rélad?

Feladatlap: Flzet formdtumu utmutatd az idévonalhoz, a feladatok egyszerl technikai
leirdsa, ikonok (életkornak megfeleld valtozatokhoz) flizet formdtumban. Reflexio
a tapasztalatokra: Mit viszel haza? Rajzoldsi és széveges formdzdsi lehetéség is.

Ertékel6 eszkdz: Emlékezz vissza az elején vdlasztott szerszdmra. Mire vald, mit lehet
késziteni ezzel az eszkdzzel? (Ird vagy rajzold lel)

Elkészitett targy: HINTASTOKI

Megérkezés, bemutatkozd koér 15 perc
Haszndlt eszkdzdk bemutatdsa, balesetvédelmi gyorstalpald. 15 perc
Felhaszndlt eszk6zok: Kézi behaijto, kézi furd, csiszoldpapir, ragasztd, szoritok. P
Tdrgy szerkezetének ismertetése, felhaszndlt technikdk bemutatdsa, 20 perc
Osszeépulés leirdsa P
Keresztelem szeletelése, Idbak és kereszttartd elem bemetszése szogben. 30 perc
Felhaszndlt eszkdzok: dekopir flrész, csiszoldpapir. P
UlBlap furatok feljeldlése és és elkészitése, tiplik méretre vagdsa. 40 perc
Felhaszndlt eszkézok: Kézi furd, szoritok. P
Elsd iv feljeldlése, levagdsa, csiszolds, sablonozds. Mdsodik iv levdgdsa sablon 30 perc
alapjdn, csiszolds. Felhaszndlt eszkdzok: Kézi dekopir, ceruza, karton. P
FelUletek csiszoldsa. Felhaszndlt eszkdzok: Csiszologép, csiszoldpapir. 15 perc
Osszedllitds, finomitds, ragasztds. Felhaszndlt eszkdzdk: Csiszoldpapir, 15 perc
ragasztd, szoritdk. P
Osszegzdkor, elkdszonés 15 perc
- anyagvastagsdg
O ! |
Coll 400.00 300.00
i i Of
e}
Yo\l
3 31.21 5 20.00
5 610.00 Q
m - -
1414
A \ ¥r/
V6180
400.00 u
615.00 8250 | i S
2 \\e,| €
/7 2 %

50.00

18




Visszajelzés

Ertékeld eszkdz: Emlékezz vissza az elején vdlasztott szerszdmra.
Mire vald, mit lehet késziteni ezzel az eszkbdzzel? (Ird vagy rajzold lel)
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