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Introduction: What is This Research About?

The topic of this research is a closed educational institution in Estonia for young girls
who are defined as having different kinds of problems - both making trouble and
getting into trouble. In this work, I refer to the institution as the K. School. Because
the K. School belongs to the national system of residential management of troubled
young people, it is inevitable that this research also includes writing about the system
itself. However, my research work was conducted in a historically unique and very
important time in the Estonian society; the era of a profound transition. The events
that are described in this work and form the basis of the research took place six years
after the restoration of the independent Estonian Republic, when the Estonian state
and society moved from one social, political and economic system to another. The
changes had an impact on every level and aspect of the society and the lives of the
Estonian people. With regard to the research at hand, the transition and the
consequent changes in the society became the ultimate research topic not only
through the process of describing the institution in question and the system behind it,
but also concerning the research process as a whole, the development of my scientific
thinking, and the development of understanding social work as a new profession in
Estonia. Thus, it can be said that this work is about the changes in Estonian society
and in the institution in question; how I experienced and lived through them both as a
worker in the field of social work and in the research process itself.

The changes that took place in the institution reflected the desire and the will
to deal with the residents differently than in the past. On the one hand, this change
was tied to a new way of understanding the problems of the residents, and on the
other hand, to the desire to ‘divorce’ from the Soviet past, and to find a new identity
for the institution. However, these are two sides of the same phenomenon.

My understanding of social work as profession, its goals, functions and role
changed along with the research progress due to several ethical and procedural
problems, data analysis, and especially problems with publishing the research. To
solve such problems I had to look for an appropriate interpretation and theoretical
basis. During this process, I developed a new kind of a scientific insight into

understanding social relations. This change of approach consequently meant the



adaptation of the social constructionist paradigm. Some parallels can be drawn
between the changes in my scientific attitude and the changes at the institution. Both
express the process of transition of Estonian society.

In the following pages I analyse how change starts first with the adoption of
external notions, new terms, words, utterances, and how eventually the meaning of
these transforms step-by-step. During the period of transition, the meaning of
common and frequently used terms of youth management in the Soviet context, such
as ‘care’, ‘control’, ‘child protection’, also changed among the staff in the K. School.
During this process the terms received new connotations that differed from their
former meaning. Certainly the same terms were in use during the Soviet context. They
were used together with such term as ‘freedom’, ‘democracy’, ‘human rights’, but
their meaning was different from the way they were used in the Western context.
Later on, I attempt to dig deeper behind the usage of these kinds of terms in the social
conditions of the whole transition process.

During the research process, I encountered some questions which I was unable
to answer by using the approach which I had intended to use. I began the research
with a qualitative participant observation approach, but found it impossible to
continue in a traditional positivist way of thinking. On the one hand, I was not
comfortable with positioning the staff and the residents of the institute into opposing
groups, and I wasn’t comfortable with my role as a controller. On the other hand, I
became more and more uncertain of whether what I observed and perceived was
actually ‘the only true reality’. I was tormented by doubts about my way of making
and interpreting observations. Moreover, the management of the school had earlier
accused me of not being able to see and understand things as they ‘really were’. How
things really are? This was expressly the question which stopped me from publishing
anything about my research for long time. Especially in my status as an outsider, a
representative of another culture', I felt powerless, as if I did not have the right to
understand the reality in my own way. The social constructionist way of thinking has

given me more confidence in this regard.

' T am Hungarian by origin; born in Trans-Carpatia (Ukraine). I belong to that part of the Hungarian
population that was left out of the Hungarian state after the First and the Second World Wars. Despite
the fact that I have never lived in Hungary — or perhaps particularly for this reason — I have kept a
strong national identity as a Hungarian. I came to Estonia in 1971 to study at the University of Tartu,
and have lived in Estonia ever since.



On all of the above-mentioned levels, the changes were strongly linked to
adopting new terms or using old terms in a new way and with a new meaning. The
process of paradigm change in the field of child protection began when Estonia
ratified the UN Convention on the Rights of the Child on 20 November 1991. The
change first became apparent in the usage of a new type of terminology and a new
way of using old terms. The meanings of terms differed depending on who used them,
at what time and in what context; in other words, it was the meanings of words that
went through change. Naturally, language is only one part of social reality, but a very
important one. Language has a substantial role in the construction of social reality,
but as I attempt to demonstrate later, using the ‘right’ words does not always indicate
positive changes in reality. However, using a constructive vocabulary can be a good
starting point for positive changes in human activities and behaviour. People’s
everyday experiences make corrections in the use of language.

According to Bakhtin (1999), every era and every social circle has their so-
called authoritative utterances, that is, verbally expressed leading ideas, basic tasks,
and slogans through which people consciously consolidate. The utterances and
slogans of that people share also indicate which group they wish to belong to, and
which current ideas that group is tied to. I attempt to analyse those basic verbalised
ideas which were typical of the transition time in Estonian residential care of
troublesome young people, and try to find interpretations for them: how come those
certain ideas came to prevail and how were they understood by the actors of
residential management.

Some terms became especially popular in the mid-1990s. A good example is
the often-heard term ‘child-centred’, as in ‘child-centred approach’ or ‘child-centred
management’. I attempt to demonstrate how this concept was used in dealing with the
young women in the K. School, how the staff members in different positions
explained the meaning of child-centredness, and how even the relatively brief period
of my fieldwork changed the staff’s attitudes in concern of the usage of the concept.

As I analysed the research data produced at the institution during the
fieldwork, I recognised the importance of definition. When people interact, they
become conscious of the meanings of words or terms. During the interactive process

they ‘work’ with these meanings and changes in them take place. On the one hand,
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concepts are changing during this process, and on the other hand, it produces changes
in people’s activity and behaviour.

Before I begin to describe the K. School, a closed educational institution for
troubled girls, I will discuss some preliminary theoretical issues. In terms of writing
style, this theoretical discussion differs from the general style of the research. This
can be explained by the following circumstances: throughout the entire writing
process, I had different types of readers in mind, such as an external (or Western)
reader as well as an Estonian reader. The chapter on theory (1.2.3), in which I
introduce my understanding of constructionist theory, is written first and foremost for
the Estonian reader. Perhaps it was because this reader looking over my shoulder that
I did not let my personal voice resound too much. The most problematic part of my
work with regard to those Estonian scholars familiar with my work is its very
personal and subjective nature.

The work at hand is divided into three parts. The first part consists of chapters
1 and 2. It gives an overview of the theoretical and methodological basis of the
research, and introduces my approach to the research topic. This includes both
different theoretical approaches to the problem of children’s troublesome behaviour,
as well as possible pragmatic ways of finding solutions to it. There is also a brief
overview of the historical development of residential care of troublesome young
people in Estonia.

The second part consists of chapters 3, 4 and 5. It describes the K. School with
regard to its physical space as a stage (in Goffman’s understanding of this word), its
actors, namely, all people who are participants in the operation of the institution, and
the daily regime and other activities at the institution. This description, which also
includes an attempt to analyse the institutional activity and explain how the actors in
the K. School participated in it, creates the basis for the third part of the study.

The third part, chapters 6 and 7, focuses on the analysis of the rhetoric of
changes, changes in rhetoric, and the contradictions that the new rhetoric includes
with regard to the context of the transition time Estonia. The last chapter also includes
certain general conclusions of the whole study and critical remarks on the present
tendencies of development.

After the restoration of the independence in Estonia, the problem of troubled

children and young people received a new and unexpected form. Many new social
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problems appeared in concern to children and young people which were previously
unknown: school truancy, street children, child prostitution, child drug addiction, the
spread of HIV/AIDS among children, and so forth. Consequently, the criminal
activities of young people increased, and the minimum age of child criminal offenders
dropped in the beginning of the 1990s. This development generated a strong reaction
in society, which initiated discussions on the topic first of all among professionals
working in the practical field, but also an academic interest to study these new
phenomena began to grow in the early 1990s. The academic discourse was primarily
focused on the quantitative study of the problem with the objective of finding quick
solutions. This makes sense because children in trouble do not have time to wait. The
scientific studies that were published in the 1990s and in the early 2000s were
conducted with the traditional logical positivist approaches of sociology or other
social sciences primarily through quantitative research methods. The aim of such
studies in general was to find out the extent and the types of the problems of
troublesome young people, and compare the results with so-called normal children.
The Estonian academic discourse on troublesome children and their residential care
will be examined in more detail. However, there is reason to mention that a deep
analytical study of the problem from a social constructionist point of view has this far
been lacking in Estonia. The professional discourse focuses on finding quick solutions
to the problems, and the question of the social causes behind them has been left out of
scientific interest as a rule.

The general objective of the study at hand is to approach the problem of the
residential care of troubled young people from a new perspective. I attempt to analyse
the impact of interactions and the role of interpretations and explanations in the
everyday life situations of a closed institution, the official goal of which is the re-
socialisation of troubled girls under the age of 17. My aim in this study is to
reconstruct the everyday activities at the K. School and the effects of this on the girls,
the staff, and the society in general. By doing this, I hope to add a new approach to
the Estonian professional discourse on troublesome children and young people, as
well as their residential care. At the same time, I would like to establish the basis for
the ethnographic research method in the Estonian social scientific research, which
thus far is rarely used (most ethnographic studies have been the bachelor theses of

sociology students and conducted at the Department of Sociology of the University of
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Tartu: see Annist, Gross, Kérdi, Oidjarv). Moreover, the interest in ethnography as a

social scientific method is currently growing and can be seen in emerging research.
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1. The Story of This Research: The Beginning and Before That

It was the sixth year after the restoration of the independence of the Estonian
Republic when I started my fieldwork at the K. School in the beginning of 1997. It
was the time when the initial euphoria after the emancipation from the Soviet
occupation started to sober up. However, the euphoria in Estonia was quite modest.
Made wary by history, Estonians managed their statehood very carefully. People
expressed the feelings very prudently when the first information about the
emancipation from the USSR came out. It was an expression very essentially
Estonian: We will see if it really is so. This prudence did not mean, however, that
people did not do anything. On the contrary, the processes of changes occurred very
quickly. 1996-97 were years when the Estonian people in general started to believe
that the Soviet Union was irretrievably broken and that Estonian statehood does
indeed exist. This was the time when the questions of new identity in terms of both
the nation and state arose. Who are we, and where do we belong? During the Soviet
time it was self-evident: Estonian identity was always linked with the Soviet regime;
whether in consolidation or in opposition towards it. I believe we can speak about
Soviet era Estonian identity in general as an identity of opposition. However, both
consolidation and opposition had the aim of survival. Many former communists
justify their co-operation with the Soviet regime through the goal of gaining power to
save the Estonian nation. Arnold Riiiitel, the head of last Soviet government in
Estonia and winner of the presidential election in September 2001, is among these
people.

This was the Soviet era Estonian identity. However, in the mid-1990s it no
longer worked. There is a book edited by Lauristin and Vihalemm (1997) which is of
great importance in order to understand the situation in Estonia at the time. Changes
that took place in the society after the restoration of the independent Estonian
Republic found a representational expression in the title of the book: ‘Return to the
Western World’, which rhetorically expresses the main aspirations of the Estonian
society on the whole. The title expresses the deep belief that Estonian society
essentially belongs to the Western world, and that the time of the Soviet occupation

was a violent deviation from the natural, normal development of the Estonian nation
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and can be illustrated by the story of Jonas, a picture of which — Jonas coming out of
the whale — is found on the cover of the book.

Lauristin starts her discussion of the essence of the transitions with a quotation
from Huntington’s “The Clash of Civilisations and the Remaking of World Order”:

‘Spurred by modernisation, global politics is being reconfigured along

cultural lines. People and countries with similar cultures are coming together.

Peoples and countries with different cultures are coming apart. ...”

(Huntington 1996 in Lauristin 1997: 25)

The chapters in the book are proof of the notion that Estonia and the Estonian society
belong to the Western world (see also Strompl 2001:167-8).

Newly independent Estonia began its reorientation with the adaptation of so-
called Western attributes. In addition to the new political (party plurality),
governmental (parliamentary democracy), and economic (free market) systems, there
were also rapid changes in the language of international relations: English overtook
Russian, which also meant that the partners of international relations changed. For
instance, during the Soviet era the orientation of Estonians towards Hungarians as a
Fenno-Ugrian sister nation was dominant, but in the 1990s Estonia turned her face to
the North. Instead of identifying with Central Europe, Estonia began to shift in the
direction of the Scandinavian nations. Justification was found in historical unity.
(Piirimde 1997:43-72)

A process of the adaptation of typically Western (Scandinavian) attributes had
begun. One of these attributes was social work as a profession. The Soviet Union and
other states in the so-called Soviet camp did not recognise social work as a profession
which has the objective of dealing with and finding solutions to social problems.
Social problems as such were in contradiction to the entire Soviet ideology (Simpura
1995:11-2). People’s problems could only be of a personal nature, and solved by
those state organisations that the individual in question belonged to. Since everyone
belonged to one or another official institution or collective - if not otherwise, at least
through the registration of place of residence which was strictly mandatory - it could
be the administrative authority, the Communist party organisation, or the trade union
that had the responsibility to deal with people’s personal problems.

Formally, the state was responsible for taking care of the old age and disability

pensions, as well as families with many children and single mothers. (However, I will
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not discuss the quality of this state ‘care’.) For disabled persons, children without
parental care and elderly people there were state institutions (children’s homes,
elderly homes and institutions for disabled people). The Ministry of Social Welfare
(1979-1991) dealt with the problems of so-called personal pensioners (people who
had special merits), war veterans and war invalids. In a word, the Soviet state took
care of those who needed help through its state organs, without any special system of
social work. The primary form of care was institutional care for different kinds of
people in need: the state established children’s homes, boarding schools, homes for
the aged and for people with different kinds of disabilities (on the Soviet way of care-
taking see also Suni 1995:31-2).

After the collapse of the Soviet Union, the old system came crashing down
and left a great vacancy in its place. Simultaneously, additional new problems
appeared, such as unemployment and the new types of problems with concern to
children, which I mentioned in the Introduction, which required urgent attention’. At
that time, Estonia was nostalgically hopeful that the restoration of independence of
the Estonian Republic signifies the restoration of the former Estonian Republic, where
social work already existed (Tulva 1996: 4-10). Thus, there were some parallel
reasons for establishing social work as a profession and a system.

On the one hand, the profession of social work came to existence along with
the establishment of chairs of social work at the universities of Tartu and Tallinn,
which signified the beginning of a higher-level education in the field, and on the other
hand with the emergence of the new occupation of social workers under regional
governments, later under social agencies.

The establishment or re-establishment of social work as a profession in
Estonia would be an interesting and important research topic. However, the objectives

of this research lie elsewhere.

* Two of my former students at the Pirnu college who were complementing their diplomas interviewed
high-level professionals (including all five former Ministers of Social Affairs) about the reasons
behind establishing social work as a profession in Estonia. All of the interviewees were among the
initiators of Estonian professional social work in the beginning of the 1990s. Most of them emphasised
the unexpected rise of new types of social problems and the absence of any kind of a helping system
after the collapse of the Soviet Union. (Arenberg & Orav 2001)
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1.1. Social Work as a New Subject of Study at the University of Tartu

In the end of 1991, a chair of social work was established at the University of Tartu.
The next year, in 1992, having the professorship opened up the possibility of studies
in social work on the master’s degree level for people who already had a preliminary
higher university education® and wished to continue their studies in the field of social
work. The master’s degree programme was a two-year project. The students could
participate in different theoretical and practical activities, such as attend lectures and
carry out some research projects. In the first year, 12 students were accepted to the
master’s degree programme. The first professor to hold the chair of social work at the
University of Tartu was Henn Mikkin, a psychologist by education. Most of the
lecturers also had a degree in either psychology or social psychology. This explains
the psychological, advisory approach to social work at the University of Tartu, and
helps to understand its role and the objectives.

At the time, I was working as a language corrector at the Laboratory of the
Sociology of Deviant Behaviour of the Department of Sociology, University of Tartu.
I had a degree in Russian philology, and it was my task to translate and correct the
language of those scientific texts that were written in Russian. In the Soviet times,
every doctoral dissertation had to be written in Russian. Our laboratory also published
collections of articles in Russian nearly every year. During the five years I worked at
the laboratory, I did not merely translate and correct the writings of scientists, but also
had the opportunity to participate in carrying out research work. By the beginning of
the 1990s many things were changing. Possibilities opened up to study certain issues
that were prohibited before. One of these topics was suicide. I had an interest in
studying the topic, and began to read books and research reports about it. I had the
opportunity to get a lot of research material from Hungary, where the study of suicide
was on a relatively high level for the time. An article I wrote on suicide in Estonia
was published in Hungary (see Strompl 1990). It was an overview of the statistical
data I
had found. However, I did not feel confident and well enough prepared to study the
topic further, and when I learned about the master’s degree programme in social work
I saw it as my best possibility to get a professional education. I was accepted to the

first year group of master’s degree students in the autumn of 1992.
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1.1.1. Why Troublesome Adolescent Girls as the Topic of Study?

During the second year of my master’s degree programme, the students had to choose
a topic for their research. By that time I had understood that from my viewpoint, the
most interesting and maybe the most important issue tied to the study of suicide was
the study of the so-called risk groups of parasuicidents. Troublesome young people,
and adolescent girls in particular, formed a special group within the risk groups.
Having two teenage daughters of my own at home, and remembering the issues and
problems concerning my own childhood and adolescence, my choice was quick and
self-evident. At this time, I knew next to nothing of the K. Special Needs School.
Once, during a break between lectures, one of our master’s degree students
asked in the classroom if anyone would be interested in conducting a study on the
girls of the K. School. I remember this particular moment as a very important incident
in my life; it was as if the question was directly addressed to me. Later, when I asked
my fellow student if he remembered being the one who gave me the impetus to study

the K. School, he could not recall the incident at all.

1.1.2. The Master’s Degree Research

Thus, I ended up doing the research work for my master’s thesis by studying the
residents at the K. Special Needs School. In my research work, influenced by the
previously mentioned conceptions which were tied to my studies, I looked for
evidence to what the needs of the residents were by studying their family
backgrounds, school careers, and the problems that led to them being sent to the
reformatory school, and other such things. I used an official standardised survey
questionnaire, which was developed for a Canadian study of juvenile criminal
offenders within the framework of probation for compiling individual cases, “Youth
level of service interview (Draft)”. The questionnaire was translated and adapted to
Estonian circumstances. As I now see it, my study was not so much a study of the
needs of the girls, but more a study on what qualities the girls had; what they were
like on the basis of their social background and the course of their lives. The

reasoning about the needs was mostly based on hypotheses of my own, such as if a

3 In the Soviet Union, university education took five years.
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girl comes from an asocial and alcoholic family where she is neglected and has no
opportunity to develop, what she needs is good care and an opportunity for
development; if she comes from a so-called normal, socially acceptable family
background but has already committed criminal offences, then the causes for her
problematic behaviour should be sought in some personal failure (perhaps in some
family secrets) and her needs would be best met with direct therapeutic intervention.
If she is a victim of circumstances such as family violence, a jealous mother or other
conflicts between the parents and the child, she simply needs protection from her own
family.

The most interesting part of the work was the study of the girls’ personal life
histories. I also felt that some of the girls did not belong there, because the K. School
residents have a quite negative reputation in Estonia as 'bad girls', to say nothing of
the bad influence of a closed institution as a living place for adolescent girls. I felt it
was unjust to hold girls who had committed no crime and were merely seen as
potential offenders, or were simply neglected by their families, behind locks in a
school that had the reputation of being a correctional institution. These interviews
were the basis for compiling details about individual cases. As I studied the cases of
the girls, it became obvious to me that the residents constitute at least three groups
that have different needs, and consequently need to be managed in different ways (see
Strémpl 1995, 1996). However, the most important questions were how the K.
Special Needs School satisfied the residents’ needs, what constituted the management
of these girls, what work methods were used, and how the girls were actually helped.
These questions were also the research results of my master’s thesis. I defended my

master’s thesis in the summer of 1995.

1.1.3. Post-Graduate Studies at the University of Tampere

In late autumn of 1995, two of us who were among the first Masters of Social Work
from the University of Tartu were offered the opportunity to continue our studies on a
Ph.D. level at the University of Tampere. My journey to Tampere was very stressful.
First of all, there was the language that presented a great challenge to me: the studies
were to take place in English. I saw my English language skills as inadequate, and in

fact the very thought of receiving yet a higher level of education in a new language
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made me weary. I had completed my secondary education in Hungarian, my
university Bachelor’s Degree in Russian, and my Master’s Degree in Estonian. [ was
not at all sure if I could cope with writing a dissertation as high as a Ph.D. in a new
language that I had to learn along with the studies. Nevertheless, I saw this challenge
as a big gift that fate presented me with, and how could I not receive it with open
arms? This was a great opportunity to acquire new knowledge in the field of social
work from an excellent source; in a place which had a long experience in the study
and teaching of social work. My first visit to Tampere was full of expectations. One
of the expectations was that there are very wise teachers who will teach us very
quickly what we need to know. The process of teaching as I imagined it at the time
was tied with my earlier experiences: teachers just tell me what [ have to do and how
I should to think. I expected them to know the ‘truth’ and share it with me, and that
everything thus far hidden for my eyes would be revealed and I would soon, very
soon acquire a totally new understanding of things.

There are two things that are characteristic to post-Soviet people: the first is
the evident profit of what they want to get and the other is a desire to get this profit
quickly. This gives an impression of people who lacked something during the Soviet
era, and are in a hurry now to go get everything quickly that was unavailable before.
Yet, there are processes that need time. The personal development of a human being
is not comparable to straight line long-distance running. It is process of maturation; to
get ready to receive and understand things. Nobody can give you anything as long as
you are not ready to receive it. At the Department of Social Work at University of
Tampere I felt [ was accepted and taken seriously and I always found support when I

needed it, but nobody played such kinds of 'teacher-pupil games' with us.

1.2. The Development of the Theoretical and Methodological Basis of the
Study

The theoretical and methodological development of this study has its own, perhaps
unusual, story. Initially, the study was intended to be conducted as traditional
positivist research based on interactionist theory of deviance (labelling theory and
Erving Goffman’s theory of total institutions). On the basis of these theories

hypotheses were built, which during the research would be tested. The hypotheses
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were tied partly with the results of my master’s research and were to be worded as the
following: K. is a total institution; as a total institution the K. School has a negative
influence on the residents; the institution creates so-called ‘K.-School-kids’.

To carry out the research I chose a qualitative method and with this the
process of change of the theoretical paradigm started. I felt that the positivist way of
thinking is in deep contradiction to my practical operations, that is, I could not
describe the situation in the institution from a positivist point of view for various

reasons.

1.2.1. Ethnographic Participant Observation and Soviet Heritage

Regarding participant observation I had to do things that were in contradiction with
my previous values that came from the Soviet system. The most hateful demand of
the Soviet ideology was to snoop around other people and report about their doings.
When my children went to school (Russian) in the middle and late 1980s their teacher
claimed that children look at how their classmates behave and if they noticed
something bad, they should report it to the teacher. (It was a common practice in
schools, at least in Russian ones.) Other teachers even set up a special book, where
children were to note down the behaviour of other children. ‘This is not tattle-taling .
We just help those poorly behaved children to become better,” - explained the class
teacher of my older daughter at the meeting with parents. The rising of ‘Pavlik
Morozovs’ still existed in the 1980s. In our family we did not allow our children to
do this. We told them that complaining is not nice and everyone should respect
personal privacy of other people. It was one of the most important values in our
family.

Now with concern to ethnographic research I should observe people, watch
what they do and how they live, make notes, and in the end report about all of that
publicly. It was not so easy to accept. | wavered between interest in the field and
those memories about informing during the Soviet era. The same feeling arose later
while in the field regarding censuring the residents’ letters. It was extremely
interesting to read them, but I felt I should not do that. Everyone has his/her right to
privacy, even a child. In the beginning, I had contradictory feelings about the method

which seemed to me quite close to a method of control: keep an eye on somebody -
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which was quite hateful to me and even the choice of a closed institution - an
institution where the residents are under strict 24-hour control, where their freedom is
limited. On the one hand, the principle of a closed institution with its total control and
intervention in personal privacy was objectionable to me. On the other hand, I was
going to do the same intervention to the operation of the institutional. I felt that my
study also affected others personal privacy, both staff and residents.

The most important value to me was the respect for personal freedom. It was
quite logical after the Soviet system which limited that freedom. As a result of this
limitation there arose distrust between people. Nobody knew what the other person
had in their mind when he/she came to you. We always were afraid of so-called 'bugs'
(listening devices). No wonder that people did not trust each other and everybody
thought about his/her own prosperity.

I still hate any intervention into other people’s lives, even when they have
problems and they need such kinds of intervention. Who knows what the other person
needs, what is good for him/her? In this regard I do not even like the concept of
helping -- how it is often expressed in an Estonian context. Somebody somewhere
decides what is ‘right’ and ‘needed’ in dealing with those who require help and starts
to act at his/her own discretion. Very often this type of activity in fact totally ignores
person receiving the help. It is demonstration of power for whatever reason.

Why did I do it then? As I mentioned before, my understanding about the aim
of social work was to realise the client’s welfare through getting to know his/her
needs. Those girls at the K. School were in trouble. After all the school exists and
could only exist if it would be able to somehow help girls in trouble, or how could it
manage with delinquent adolescent girls. I did not receive enough information about
how the residents’ benefit was guaranteed by the institution. I wanted to know what
happens inside the K. School and how it influences the residents. I was looking for
the effect of the institution on the residents and had as my aim to use knowledge that I
would obtain during the study to change the operation of the school to be more
effective. This sureness gave me some confidence to do this research as an
ethnographic participant observation.

There was also an important detail, which made a difference between Soviet

era control and reporting and my research: I, as a participant observer, was visible to
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other participants of study and during the period of data producing we discussed the

1ssues with one another.

1.2.2. How did | Change My Own Opinion on Ethnographic Participant

Observation?

In the beginning I thought along the same lines as K. School managers: namely, that
this is research during which I collect data about the operation of the institution, that
is about the school’ inside life. From this standpoint it was evident that I am an active
kind of 'collector' and they -- the staff members and residents -- are the passive part of
this study. On that score the relations between the researcher and subjects of study
could be assessed as not quite equal. There was a very strong sense of control tied to
the research. It was quite difficult to recognise this inequality in our relations in the
field. I was interested in getting more information and I felt that this is my interest and
I somehow use people in reaching my aims. (To tell the truth, my only aim was to
learn what happens at the institution and to understand what is going on and why. |
had no intention to benefit somehow from this knowledge. I thought that producing
knowledge about residential care is only my business and the benefit from this
knowledge would only be for me and maybe some other scholars.)

The managers had exactly the same opinion about my study, which was to be
done with the aim of developing my own academic career. And I could not say that
this aim did not exist. I even felt remorse because of my egoism: I use people to reach
my own very selfish aims. In discussing the field relationships between the researcher
and researched subjects, Coffey (1999:39-40) makes points that are very similar to my
experience:

“Fieldwork relationships are at once professional and personal. ... The onus

(of field relations established with professional aim) is firmly on us to initiate

a working rapport and level of trust. We are locating ourselves within a

particular setting. We are the ones for whom the relationships matter, in the

context of our research agenda. That is not deny the meaningfulness of
fieldwork relationships for other social actors in the field. Indeed, one of the
qualities and potential problems of ethnographic fieldwork is the shared and
significant relationships that are often forged. But at least at the

commencement of fieldwork it is up to the researcher to actively pursue these
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social relations. Given the possible variety of fieldwork locations, this is
bound on occasion to result in attempts to establish relationships and common
ground with social groups with whom we have explicitly very little in
common.”
Emotionally and on the basis of personal identity, the relations in the field are more
important for the ethnographer. It creates an important part of his/her biography.

The researcher is more responsible not only for field relations, but also for the
information produced in the field. Every ethnographer is interested to obtain as much
information as possible, but it is an ethical load for the ethnographer, which he/she
should not forget, while those researched can.

Despite the guarded reception of me by the staff and especially the managers,
the mid-level staff seemed to forget my role as a researcher surprisingly quickly. I had
to repeat information many times about my study, but it did not help. The mid-level
staff members accepted me very soon as one of them and I was surprised that when
my fieldwork was finished some of my colleagues asked why would I not continue to
work at the school?

Despite my warning, people told me about themselves and especially about
other quite intimate details of their lives and working relations. At first I was happy: I
received quite unique information, but later I understood that these rich data create a
heavy ethical load. What can I do with these data? How can I publish them? Where is
the border between personal privacy and social openness? Of course, I can hide the
reality, nobody forces me to publish the information that I received. But can I do that?
Can I keep silent what I know if it affects the residents’ (and not only the residents)
well-being? Initially, this understanding helped me: I decided to make available the
information that has a clear impact on the residents’ well being. Later, the desire not
to hurt anyone grew strong. But everything was too entangled, and everything
touched me personally. I could not maintain the opinion of an outsider who just
records what is happening. I had deep and unpleasant feelings, which I should not
feel, or so I thought then.

I was irritated with my permanent wish to blame the management and some of
the staff members because of their ‘skill-less’ dealing with residents, and because |
felt that keeping the adolescent girls in such a closed institution had much more of a

negative impact on their development. I identified myself sometimes with the
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residents, sometimes with the staff . Both were unpleasant visions. At first I was sorry
for the girls who had no normal loving family, who were in this institution in the
abnormal circumstances of total institution. Later, when I learned a little bit more
about the work and relations between the residents and staff, I felt sorry for the staff
also who had to deal with these girls who behaved sometimes (most of time) terribly.

I was afraid to make mistakes and I tried to do something good for the
residents. I also felt I could and I must help the staff members, but I did not know
how. From time to time I felt that I had to be a good educator (teacher) for the girls, to
help them, and I felt it quite impossible in such circumstances. I also experienced that
when I did something for the girls, fulfilled their appeals, they started to demand more
and more, and they used me. Other staff members warned me not to do that. I also felt
a falsehood in all this ‘trying to help’. I thought that if I really want to help them, I
should take them with me. And I understood how unreal this thought was. I hated to
recognise my powerlessness. Most of time I felt that if I protect one side, I
simultaneously am standing against the other side. I think this is a typical
understanding of the task of the social worker: to defend the client from dangers,
which exist in the face of powerful people (for instance, bad teachers at school or
dangerous parents at home). In such an approach, the social worker is always in the
centre of a ‘war’ between two enemies that are generally the society and the client.

Soon I had a new feeling that some situations were created by other social
actors, especially to put me into a difficult circumstances in which I could not cope. I
felt that both the managers and the residents wanted to test me by making difficulties.
I really felt myself to be like Kaftka’s hero. I lost trust in people.

Then I thought that my goal is not to change anything at the institution, but to
observe and capture the observed with the maximum objectivity and minimum
emotions. This thought raised the next doubt. How can I know that the events and
activities that I see are the ‘real’ course of events? Moreover, the managers before
accused me of not understanding the things right. Other staff members pointed out
that to understand what life is like inside the school and the nature of this work, the
character of resident and so forth, one should be inside for no less than three years.

I stood in front of the questions: what is social reality, how to obtain

knowledge of social reality and how to express this knowledge?
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From the traditional positivist standpoint, the understanding of social reality
exists objectively, that is, independent of human activity and opinion. On the
contrary, human activity is determined by social reality, which is placed on human
beings.

According to traditional sociology, as described by Giddens (1993:1-2) and
the social science tradition of thinkers such as Durkheim (1895/1982), social reality
exists as complex of social facts, objectively. Social facts are independent of human
beings’ opinions and these facts determine individual behaviour. In other words,
individuals are subordinate to social facts, not vice versa. Because social facts exist
objectively, they can be observed and should be studied though objective methods. In
the case of participant observation, it meant first of all to capture the observable
reality as much as its corresponds with the course of events.

My first attempt was to describe the field based on such objective study. I
tried to capture the words that people used, to describe their voices, the situations,
everything that I thought would be important to describe the real events. But later, in
the process of analysing the data, I doubted that I could be certain that my description
would be adequate and how could I prove the ‘objectivity’ of received picture? I
thought objectivity would arise if [ would keep a distance between me, my thoughts
about the event, my feelings concerning other events, and the ‘object’. I tried to fix
everything to be as ‘adequate’ as possible, but it was impossible to control this
adequacy. Later, in process of reading and analysing the field notes I noticed how
much even the description of physical space changed during the time. In the
beginning | found the village and school building to be romantic. I was full of
expectations of something interesting. I focused on the fresh air, and imagined the old
time when the school building was a manor house. Later I saw more clearly how ugly
it is and how ugly the other buildings around it are. If at first everything was
interesting to me then later my relations with the environment were influenced by
human relations and personal conditions. The next peak arrived when I noticed that I
started not to care about them at all.

The next difficulty was tied to blaming people in process of describing the
operation of the institution. From a positivist point of view I, as a researcher, had too
much power to consider other people. If there is only one truth and my goal is to show

it, then my responsibility would be too big to do justice to the actors. I decided to
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capture the system, which I thought to be guilty. I can blame the system - it seemed to
me. So, I could breathe a little bit easier. The system wears you out. I can write about
the system without blaming people who are tied up with this system. But what is ‘the
system’? How can you see the system without people? There is no system without
people. People, their activity, their relations are the only possibility to tell anything
about the ‘system’. [ was afraid of being accused of being overly subjective, which in
an Estonian context means non-scientific. In Estonia, science in general means
positivism and if somebody uses qualitative data, it is also done within a positivist
paradigm, namely, with a controlling hypothesis by using qualitative interview, or
using the content analysis method in media studies.

Thinking in positivist (objectivist, according to a traditional sociological view)
way, I could be sure that what I was seeing really happened, but I could not be sure
that other people would see it the same way. Everyone has his/her own viewpoint and
interprets events according to this viewpoint. Should I guess how they see the
reality? (Actually, I could very well guess what the most welcome description of
institution would be for the management and other specialists in this area. Later I will
describe their opinions which I received in interviews. But this data only gives an
insufficient picture of the institutional management of troubled young people.) What
would be the objectivity in this way of thinking?

In a word, during the period that I was under the influence of a positivist point
of view, I was faced with an almost insoluble task. I had to give an ‘objective’ view
using a ‘subjective’ research method with the terminology of positivist theory. It took
quite long time, which I spent with looking for acceptable solution.

Reading the literature (the most important of them for me were: Atkinson
1990, Bakhtin 1979, Bauman 1990, Berger & Luckmann 1966, Billig 1991, Blumer
1986, Burr 1997, Cohen 1985, 1992, Coffey 1999, Foucault 1972, 1991, 1996,
Giddens 1993, Goffman 1959, 1961, 1967, 1990, Hammersley & Atkinson 1983,
Jokinen et al. 1999, Karvinen et al. 1999, Riesman 1994, Luckman 1999, Mead 1934,
Silverman 1994, Spector & Kitsuse 1977, Van Dijk 1997) and discussions with social
scientists in Finland and in Estonia brought me around to the social constructionist
understanding of social reality which seemed to me to be most persuasive. Thanks to
the constructionist theory I could complete this work after all. At the same time, it

gave me a new worldview in general. However, I must say that it was not easy and
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took a long time before I started to understand the meaning of the literature and
discussions, which I had already shared.

To summarise, the right choice of qualitative method and the difficulties in
realising the research on an acceptable level led me to change the theoretical

paradigm.

1.2.3. Adoption of Social Constructionism

Thus, first step in the change paradigm was the question of objectivity-subjectivity.
The scientific quality in a positivist approach is exactly tied with the objective
meaning of data and a subjective assessment is always questionable. If we start from
the understanding that social reality exists objectively, that is, external to social actors
and human opinion, and social phenomena have their predetermined character, nature
and so on in a positivist sense, then the aim of research is to reveal this inherent
character. (Miller & O’Connor 1999:239-41, Burr 1997: 5-8, Rodwell 1998: 12-15,
Giddens 1993, Rossman & Rallis 1991:28-31. etc.). But even during observation it is
possible to notice changes in some phenomena, and the changes were made by the
actors’ opinions. Moreover, I could notice how I, as a researcher (i.e. a social actor),
influenced the phenomenon that I studied. How could I speak about the objectivity of
study?

Burr (1997:160) points out that objectivity is impossible.

“No human being can step outside of her or his humanity and view the world
from no position at all, which is what the idea of objectivity suggests, and this
is just as true of scientists as of everyone else.”

At the same time, if we accept the idea that a human being him/herself is also a result
of social construction, then how can we speak about subjectivity? Each one of us
bears in his/herself many details about the whole cultural and historical world, if in no
other way than in language.

The results of this change could be summarised shortly as the main theoretical

principles of social constructionism, which are essential to current research.

Social reality is constructed by human beings during their everyday

interactions, which is the basic social activity.

Social reality is the meaningful part of the world. In accordance with symbolic

interactionism, social constructionists see the entity of social reality as a result of
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social interactions between people. During these interactions the world is defined and
interpreted, provided with meanings.

“The meaning of everything has to be formed, learned, and transmitted

through a process of indication - a process that is necessarily a social

process. Human group life on the level of symbolic interaction is vast process
in which people are forming, sustaining, and transforming the objects of their
world as they come to give meaning to objects. ... Objects have no fixed status
except as their meaning is sustained through indications and definitions that
people make of the objects. Nothing is more apparent than that objects in all

categories can undergo change in their meaning.” (Blumer 1986:12)

Social construction is a collective activity. Moreover, human beings are also socially
constructed. The biological species is an important condition for developing a
personality, but not enough - without social relations, without society the personality
could not be developed. As language is the precondition for developing human
thinking, thus society is the precondition for development human being.

There are several points of symbolic interactionism developed by Mead and
Blumer, which are important also for social constructionism. The first is that the
human being is a product of social interactions. This idea of Mead is expressed
concisely Blumer (1986:61):

“His (Mead) treatment took the form of showing that human group life was

the essential condition for the emergence of consciousness, the mind, a world

of objects, human beings as organisms possessing selves, and human conduct
in the form of constructed acts.”
The main particularity of human being is its potential for producing objects.
Moreover, thanks to possessing self a human being is an object also to him, i.e. “may
perceive himself, have conceptions of himself, communicate with himself, and act
toward himself.” (Blumer 1986:62)

The relations between an individual point of view and collective functioning
are different. From the individual point of view, social phenomena seems to be
objective, independent of human activity with its inner regularities and proper
character.

An individual enters into the world, which appears ahead of her/him as a

‘ready’ phenomenon with its inherent character that is independent of individuals.
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Berger and Luckmann (1966) explain the causes of such perceiving with three
moments that accompany the constructing processes of social reality. These are
externalisation, objectification and internalisation. People’s practical experiments,
interpretations of the world and phenomena, which are the basis of knowledge, take a
distance from the ‘authors’ and start to live an independent life. Knowledge becomes
‘objective’ factual truth. Knowledge and behaviour become institutionalised in the
course of externalisation and objectivation - it is external with regard to a person that
he/she has to internalise during the process of socialisation. For a person this
externalised and objectified reality seems to be a phenomenon with a pre-given
nature. But it seems only from the individual point of view, to whom the social reality
seems to be as objective, as objective is physical reality and reality of nature.

Parker (1997:6) points out the role of human language in the process of
constructing the world and externalisation:

“One of the most powerful tricks of language, and something which is a

source of human creativity, is the way it can construct a representation of an

object at one moment and seem to refer to that object as if it were something
outside, ‘out there’ at next. Human beings live in a world which is woven with
language, and the different symbolic systems which comprise a human
community are organised through different competing and cross-connecting
discourses which produce a sense of the world as something which is
independent of us.” (original emphasis)

Giddens (1993: 20), speaking about the difference between the society and nature,

points out “that nature is not a human product, is not created by human action. While

not made by any single person, society is created and recreated afresh, if not ex

nihilo, by the participants in every social encounter. The production of society is

skilled performance, sustained and ‘made to happen’ by human beings.” (original
emphasis)

Bauman (1990:144-5) also explains the entity of culture and its difference
from the entity of nature, by describing the reasons for such understanding as the
following:

“Culture, which manifests the growing might of mankind as a whole (we may

say: the growing independence, freedom of the human species regarding
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nature), may itself appear to the individual, much like laws of nature, as a fate

against which one cannot rebel.

As our example shows, culture is indeed a human activity - but an activity

which some people perform on some others. Like in the case of the gardener,

in any cultural process the roles of the cultivating gardener and the cultivated
plans are closely distinguished and kept apart. The reason why such division
is less immediately evident in the case of ‘human plants’ is that more often
than not it is not clear who the ‘gardener’ is. The authority that stands behind

the norm which individuals are either shaped by or bound to observe is as a

rule diffuse, often anonymous. ...Culture acquires an illusory ‘substance’; it

seems solid, heavy, pressing and irresistible. ... It does not seem less ‘natural’
than nature itself. ... Despite its apparently human origin, culture like nature
looms high above the reach of the individual, tough and unassailable. Like
nature, it stands for ‘how things are’. While no one doubts that agriculture or
horticulture are human doings, a similar truth is hidden or at least veiled in
the case of ‘homini-culture’. It is however, no less a truth here than in
previous cases.” (original emphasis)

The reason for such a vision lies in the way a human being of enters into the social

world. The process of becoming an individual starts with the internalisation of already

existing meanings and interpretations.

The process of socialisation, namely, becoming a human being, is impossible
without three moments: biological species, interactions (relations with other people)
and language, which is the pre-condition for communication and through
communication to thinking (Bakhtin 1979).

Relations between the constructing process and the produced structure are
inseparable. Bauman (1990: 149-50) points out the abstract nature of dividing the
process of human activity and the social structure as its product.

“Let us note again that the setting apart of the two planes (context and action,

external and internal, objective and subjective) is a product of abstraction.

The two theoretically separated planes are not really independent from each

other. ... The two theoretically distinct planes are in practice inextricably

linked - more like two faces of the same coin than two separate entities. One
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cannot exist without the other. They may be brought into being and

maintained only simultaneously, and together.”

Social constructionists, along with ethnomethodologists and post-structuralists,
emphasise the unity of process and product, focusing attention on the permanent
reproduction of the ‘structure’, which they designate with term ‘discourse’. However,
this term has lots of meanings and it is used by different scientific tendencies. Burr
speaks about only two general approaches to discourse.

“A productive line of inquiry has focused upon the performative qualities of

discourse, that is, what people are doing with their talk or writing, what they

are trying to achieve. ... Research and writing about ‘discourse’ in this
tradition focuses upon how accounts are constructed and bring about effect
for the speaker and writer ... or upon what rhetorical devices are used by

people and how they are employed.” (Burr 1997: 47).

Parker (1997:6) gives a working definition of a discourse as “statements that define
different objects, whether as things that are outside and independent of us or inside
and part of us. ...The discourses not only produce a sense of the world as something
which is independent of us. These discourses not only produce for us a picture of the
world ‘out there’, but with the growth of the psy-complex, they also encourage us to
talk about and feel that there are certain kinds of objects ‘in here’.” He agrees with
Foucault who defines discourse as “practices, which form objects of which they
speak” (Foucault (1972:49). Discourse both for Foucault and Parker not only exists as
a type of talk or writing, that is, simply linguistic work or construction in language,
but “... a ‘regime of truth’ which makes it difficult for participants to challenge the
‘realities’ it refers to. ... Discursive practices are the sites in institutions like prisons
and schools where we are made to act and be in certain ways.” (ibid:7)

The other approach emphasises discourses as produced knowledge and
performance of people about the world in terminology of Potter and Wetherell (1987)
is called as ‘interpretative repertoires’. McGhee and Miell (1998:69) define
‘interpretative repertoires’ as following:

“These are the topics and to a lesser extent the ways of speaking and writing

which are already in the culture and which are available to be drawn on by

social actors in their everyday dealings with each other. In their strongest and

most extreme forms they might be considered as ideologies. Other forms might
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involve the clichés of everyday life as they exist in discourses about politics,
relationships, technology and so on - in fact, every aspect of human activity
that can be talked about. These repertoires are made up of connected images
and metaphors which are invoked in conversations or texts and which offer
means of classifying and evaluating incidents, problems and ideas in terms of
constructions already worked out and publicly available in culture. This idea
of interpretative repertoires is offered by discourse analysts to emphasise and
help explore the idea that communication and meaning exists in culture
outside of any individual, or individual conversation or text.”
Burr points out the textual character of this understanding:
“A discourse about an object is said to manifest itself in texts - in speech, say
a conversation or interview, in written material such as novels, newspaper
articles or letters, in visual imagines like magazine advertisements or films, or
even in the ‘meanings’ embodied in the clothes people wear or the way they
do their hair. In fact, anything can be ‘read’ for meaning can be thought of as
being a manifestation of one or more discourses and can be referred to as a
‘text’. ... Given that there is virtually no aspect of human life that is exempt
from meaning, everything around us can be considered as ‘textual’, and ‘life
as text’ could be said to be the underlying metaphor of the discourse
approach.” (Burr 1997:50-51)
Van Dijk (1997:1, 1-34; 11, 1-37) analyses visions of discourse as social interaction
(process of social practice) and verbal structure (text and talk) and discusses different
kinds of possible discourse analysis methods depending on basic approaches to
discourse (compare with the above-quoted words of Bauman on the relation of
structure and process). (About the multiple meanings and definitions of discourse, see
also Titscher et al. 2000).
Human knowledge according to social constructionists “is formed by social
processes which legitimate shared ideas about the world.” (Payne 1999:34).
Burr (1997: 3-5) emphasises the following characteristics of knowledge from
a social constructionist viewpoint:
Along with phenomenologists, social constructionists reject any taken-for- granted
knowledge. If to start from the point of view that the social reality is produced

during people’s interaction, there is nothing that could be defined as the pre-given
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character of the social phenomena except its nature of being constructed in the
process of human activity. This grounds a critical stance towards ‘taken-for-granted’
knowledge. No phenomena, no events have an inherent meaning per se. Meanings
and character are the product of collective activity.

Human beings in the process of their everyday activity construct social reality, which
means that it is in permanent change. This peculiarity of the tie with people’s activity
and experiences constitutes everlasting historical and cross-cultural changes.
Knowledge is historically and culturally specific - “that means that all ways of
understanding are historically and culturally relative. Not only are they specific to
particular cultures and period of history, they are seen as products of that culture and
history, and are dependent upon the culture at that time.”(my emphasis)

Knowledge is sustained by social processes - “It is through the daily interactions
between people in the course of social life that our version of knowledge become
fabricated.”

Knowledge and the process of the construction of reality depend on each
other. The achieved knowledge deeply influences the constructing process: every new
interpretation is based on existing knowledge, on the one hand, and, on the other,
produces new understandings and new experiences, that is, new knowledge.

The moment of reflexivity plays a substantial role in the social constructionist
way of thinking about producing knowledge. According to Rodwell, (1998:262)
reflexivity is: “The ability of the human mind to turn back on itself and, therefore,
know that it is knowing.”

Tindall and Banister (1998:101) emphasise using Kelly’s term of sociality
corollary concerning the exploration of reflexivity, which “can be seen as our ability
to construe the construction process of others, to understand their personal reality. ...
We must remember, however, that we as outsiders are onlookers, and thus have a
more distant as well as a physically different view of the interaction. In additional,
when people are known to us, we have our own ideas of their agendas, and of how
each participant relates to other group members - ideas which of course will
influence our observations. ...It is important to acknowledge that your analysis is
inevitably one outsider’s personal construction, one of many possible interpretations,
inevitably constrained by your own frameworks and the societally available realities

open to you.” (original emphasis)
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On reflexivity, Burr (1997:161) specifies:

“As well as referring to the way that the theory re-constitutes the role of
respondents, their relationship to the researcher and the status of their
accounts, the term is also used in at least two other ways. Firstly, reflexivity is
used to draw attention to the fact that, when someone gives an account of an
event, that account is simultaneously a description of the event and part
(because of the constitutive nature of talk). Secondly, and this is the more
widely used meaning, reflexivity refers to the fact that social constructionism
itself'is not exempt from the critical stance it brings to bear on other theories.
Social constructionism, as body of theory and practice, therefore must
recognise itself as just as much a social construction as are other ways of

accounting.”

1.3. The Aim of the Research and the Research Questions

As I have already mentioned, with the restoration of independence a new social
problem of troublesome children and young people appeared. Many of the first social
workers in restored Estonia turned to this issue. Along with the growth of social work
was a concomitant rise in the number of studies dedicated to youngster’s problems.
Researchers from different disciplines and professions dealt with the problems of
children and young people: pedagogues (Kraav & Koiv 2001; Koiv 1995, 2000, 2001,
etc.), special pedagogues (Aunapuu 1989, 1992; Korgesaar 1998, 1999; Petersell
1997), psychologists (Haldre 2000, Saar 1990, 1988) sociologists (Ainsaar 2000;
Kutsar1996,1997, 2000; Tiit 2000), medical doctors (Toomberg 1994), lawyers
(Kaugia 2000, Ginter 2000, Raska 1980, Saarsoo 1995, Sootak 2000), policemen
(Nurmela 1997), and most of all, the first representatives of social work (Tulva
1996,1999, Kadajane 1995, Kilk 2000, Laane 1999, 2000, Suislepp 1996, Tikerpuu &
Tulva 1998, Strompl 1995, etc.).

One group of studies focused on the general problems of children in Estonia
after the restoration of independence. Most of them were carried out as part of a grant
and financed by UNICEF or UN (Toomberg 1994, Kutsar 2000, Ainsaar 2000).
These studies describe the economic, health, and social situation of Estonian children

and young people and are generally based on statistical data.
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Another group of studies was tied to the new type of education, that is, the
new matriculation system. Master’s degree study was not known in the Soviet Union®.
Now, the topics of first master’s theses in the above-mentioned professions were often
written about the new phenomena — the social problems of children and young people.
So, for example the master’s thesis of Tiiu Kadajane (1995) examines school truancy
in Tartu and attempts to find solutions for this problem by developing school social
work. In her master’s thesis, Mare Leino (1996) offers pedagogical and social
pedagogical solutions to the question of problem children in ordinary schools. From
the perspective of special education, Owe Petersell (1997) researches the causes of
delinquency in the behavioural skills of young people in special institutions
comparing them with the behavioural skills of young people in ordinary schools.
Estelle Laane
(2000) describes in her master’s thesis her own practical work in a rehabilitation
centre in Tallinn, which manages street children and young people with substance
abuse problems. Most of these studies focus on the personality of children and young
people in trouble and the circumstances of their living environment by conducting
tests, questionnaires, or collecting personal cases.

Here I can situate my own master’s degree research (Strompl 1995), which
also explores the characteristics of the K. School residents, focusing on their needs,
and ending with the question of how the activity of the K. School satisfies these
needs, by looking at the working methods used. In short, I examine the effect of
institution on the residents.

In December 1998 - April 1999, a study of special needs schools for young
people with behavioural deviations (Korgesaar 1999) was conducted, which described

the official and latent functions of these institutions. The study gives a good basis for

* There was diploma after five years of university study in the Soviet Union, after that there was a
three-year course, which gave the first scientific degree (candidate), and after that came the so-called
big doctoral degree. After the restoration of independence, Estonia started to change its educational
system and starting from 1991 undergraduate study included three-year diploma (120 credits), four-
year bachelor degree study (160 credits). After the bachelor degree, which included the former Soviet
diploma, there was the two-year master degree (80 credits) and doctoral (PhD) degree (160 credits). In
1990s, because standards for master level were not developed, the problem of finding a proper
scientific estimation for the new master theses were quite high. This was especially true in the case of
social work, because it was a new issue and it was not clear what the field should be. At the University
of Tartu, the problems in master theses were identified through the former candidate theses, however,
some of the former candidates could not receive scientific recognition of their work as being on the
new PhD level. Now, in the beginning of 2000s, the value of master degree is undergoing
reassessment, and it is going to be less valued as it was in the middle of 1990s.
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comparing the results of this research and my own (current) research results. This is
true especially because Korgesaar’s project study was carried out with a different
method, though also a qualitative research method. The data was gathered through
structured individual and focus-group interviews, and attempted to test the
preliminarily prepared hypotheses. These two studies could be assessed as
complementary to each other.

According to the social constructionist study, the whole process of the
constitution of social problem should be taken into account: the act, its social effect,
and the social reaction to it. Hence, the following moments are important.

First, if we observe any social phenomenon as result of social construction, which
is a collective activity, then children’s troublemaking is also a product of such
collective activity including not only the act, but also the societal reaction to it.

Second, residential management as one of the possible reactions and attempts to
solve the problem are also a part of this construction.

Third, knowledge about the construction process is also a part of the same process.

With regard to the above-mentioned, the aim of this research is to observe and
describe the process of the construction of residential management of troublesome
girls, specifically at the K. School.

I will seek answers to the following main research questions:

How are the social actors (residents and staff) constructed?

How is the residential management (social activity) constructed in the everyday
institutional operation?

How are the changes in society concerning the transition in Estonia produced at the
K. School?

What we can learn about the life today in Estonia on the basis of knowledge obtained
from the K. School?

This is a different approach in the observation social problems, which gives
new knowledge about social problems, which could be the basis for seeking new
alternatives to solving problems.

According to traditional thinking about social problems, people tend to tie the
problem to some inherent quality of the problematic person, or some ‘objective’ cause
that produce the problem. In social constructionist study, the focus is on social

activity during which the social problem as object is constructed. (Spector & Kitsuse
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1977; Cohen 1985,1992; Christie 1992; Blumer 1971, Emerson 1969, Emerson &
Messinger 1977, etc.)

1.4. Once More about Ethnography as the Research Method

As I have mentioned already, the method of collecting and presenting the data that is
used is ethnography. Ethnography is one alternative research method, which has its
advantages especially for studying social phenomena from a constructionist point of
view (Hammersley & Atkinson 1983:23). See also Creswell’s (1998: 73-88)
introduction of the five qualitative research traditions and especially their connection
with theoretical and philosophical bases.

For me, social constructionism is in logical harmony with the ethnographic
participant observation that I had possibility to experience and about which I have
already informed the reader. However, the method was born in a positivist context
and has also been used by scholars of other schools and paradigms. Denzin and
Lincoln point this out in the two editions of their classic work, Handbook of
Qualitative Research (1994, 2000), where they describe the historical development of
qualitative research in seven moments.

It was during this development when the understanding of ethnographic
research itself as social interaction, that is, as part of social reality (see also
Hammersley & Atkinson, 1983:25) arose. With this new understanding, scholars
pointed out the ethnographer him/herself and his/her autobiography became part of
the research. (See, for instance, writings on autoethnography by Ellis & Bochner
[2000], or the self-analysis of the ethnographer-self by Coffey [1999].)

Rossman and Rallis (1998) describe qualitative research as a learning process.
The learning process in ethnographic research is, on the one hand, a subjective
process, because the researcher is using her or his own experience in the field and
constructs and represents the reality learned by her/him. On the other hand, no
learning process in ethnographic field could be pure and simply subjective. Subjective
experiences occurred in interaction with other subjects in the same field. All of the
subjects of whatever study as well as the researcher are active parts of producing
knowledge about the object of study. Hence, the data of ethnographic research should

be observed as a result of collective work (see also Moerman 1988).
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The development of the research problem in ethnography is rarely completed

3

before fieldwork begins; “... the collection of primary data often plays a key role in

that process of development.” (Hammersley & Atkinson 1983:40)

1.4.1. Entering Into the Field

In ethnography, in contrast to other research methods, the fieldwork embraces the
researcher completely, becoming a part of his/her autobiography (Coffey
1999:17;116-124, Ellis & Bochner 2000: 739-743, Tedlock 2000: 465-470, etc.).
Participating means involvement to the life of studied area. But the researcher is
simultaneously also an outsider, a stranger and maintaining distance is as important to
successful fieldwork as becoming close and familiar.

It is a moot question to ask how one prefers to behave in the field.
Hammersley and Atkinson point out the importance of keeping a balance between
two roles (observer and participant).

“The ‘complete observer’ generally escapes the danger of going ‘native’ of
course, but only at the risk of failing to understand the perspective of
participants. Moreover, this is not simply a matter of missing out on an
important aspect of the setting: it may well lead to serious misunderstanding
of the behaviour observed. ... While ethnographers may adopt a variety of
roles, the aim throughout is to maintain a more or less marginal position.
...The ethnographer must be intellectually poised between ‘familiarity’ and
‘strangeness’, while socially he or she is poised between ‘stranger’ and
‘friend’. He or she is, in the title of the collection edited by Freilich (1970), a
‘marginal native’. (Hammersley & Atkinson 1983:100)

However, the relations in field have also their development. In the beginning the
ethnographer is interested in quickly entering and being accepted by other social
actors in the field. The importance of how the other actors trust the ethnographer is
emphasised by writers. This trust depends on many circumstances. One important
thing is the nature of the field (is it an institution or a cultural group, how open is it
for outsiders, etc.) the relations with gatekeeper(s) (managers of institutions or
leaders, etc.), relations between the gatekeepers - managers or leaders - and other

social actors - middle or low-level staff, ordinary group members, and so on.
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There are different techniques for managing these circumstances.

Coftey (1999) writes about this process, which starts with the creation of
ethnographer’s body. According to the ethnographer’s aim, he/she takes the role of
participant, borrowing Goffman’s terminology, ‘presents’ him/herself as a participant.
In my case, entering to the field was quick enough, however, I was aware and even
afraid of the hazard of being too deeply involved by participating. I preferred to reach
other subjects in field through external moments. For instance, I tried to dress very
simply. I tried to be like an educator, but also not very different from the residents by
wearing jeans and jumpers.

People test how far they can trust the researcher. ‘Impression management’
means that the ethnographer tries to be closer and more understandable to people in
the field: dressing, vocabulary, behaviour, and adaptation. It is complex work. The
self-presentation of the researcher should be honest. Sometimes it could help some
personal particularities. For instance, I think that the Estonian residents trusted me
because my Estonian language skills were less sophisticated than Russian. I noticed
many times that the Russian girls did not understand some of the words I was used. |
had to explain what these words meant, while my Estonian language was more
simple. Later I learned the vocabulary of the Russian residents and used it in
communication with them. However, I did not change my behaviour very much,
because I thought that I would not be trusted if | ‘played’ somebody other than I
really am.

In relations with the other subjects of study, especially with key informants,
the ethnographer creates friendly relations. This is evident because the ethnographer
is straightforwardly interested in key informants as people who know very much
about the field and who can explain the impenetrable events and moments. Many
ethnographers refer to the friendly relations created during the fieldwork. However,
the ethnographer should be aware of the responsibility regarding these relations. This
means that the researcher should not forget about the end of fieldwork. For me it was
surprising how quickly people could forget in their everyday activity tasks that
involve people intellectually and emotionally in other roles not directly connected
with their personal life. I had this experience, which somehow startled me, because
people told me their very personal stories which I, as an ethnographer, should not

know. In a word, interpersonal relations in field do not differ form human relations in
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ordinary life. The researcher should be aware of this and remember that he/she
responds to these relations more. For the ethnographer the most difficult work with
these relations actually starts after leaving the field and beginning the analysis and

preparing the data for presentation.

1.4.2. Field Procedures and Data Management

The fieldwork took place from 1 February to 31 May 1997 -- four months. It involved
spending time at the institution, participating and observing the everyday life of
residents and work of the staff, making notes, speaking with people, interviewing staff
members and solving tasks as an educator. There was a very important moment
regarding my role in the field connected with a condition fixed by the management.
My entering to the K. School would be allowed only if the residents did not know
about the research. To my question of why this is so important, I received the
explanation that if the girls would know that I am not an ordinary educator, they
would use me for their interests. So, for the residents I was just an ordinary educator.

The fact that the residents were not aware of the research being conducted was
the source of many ethical problems that I did not foresee in the beginning. I very
much wanted to begin my field work period and was wary of anything that could
possibly disrupt the process. I did agree to delegate the responsibility for this issue to
the management of the institution. I knew the significance of the principle of a human
being as an object of study needing to be aware of the study, but I also knew that a
closed institution had its own peculiar quality. However, I had no practical experience
of this, and hence I trusted the manager to be a better judge of what would work best
for all of us. This turned out to be a huge mistake and impossible to correct later.
Unknowingly, the residents shared intimate details of their life stories with me, which
I used as research material. The stories seemed to be extremely important to filling
out the characterisations of the residents, and without them, the final work would be
much poorer.

Perhaps I can make two excuses and hope they are acceptable to the reader.
Firstly, the individual residents in question have long since left the K. School;
secondly, the stories that I use in my work are, unfortunately, stories quite typical of
any troubled young girl in Estonia at that time. Nevertheless, these excuses do not

relieve me from my ethical responsibility in the eyes of the residents. The only thing I
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can do is to strongly emphasise the importance of the responsibility of providing the
subjects of any study with as much information as possible on the study. The
researcher must also be aware of the ethical problematic concerning the collection of
qualitative data. When I teach qualitative research methods to the students of the
University of Tartu these days, I attempt to drive home this very point.

Despite the fact that the staff members knew about the research, they seemed
to try to forget about it and thus my entering into the institution was accepted first of
all by the through with my educator job. There was no introduction of me as a
researcher to the working team and in the face of my explanations of my role as a
researcher to the staff members in private conversations they seemed to prefer to meet
me as a new colleague-educator.

However, when entering into the K. School I had the impression that the staff
was informed about reason of my coming before I started my job. The general
acceptation of me was positive. The colleagues were friendly and helpful, they
happily explained the details of daily regime and answered my questions concerning
the rules. Most of the staff members agreed to give me an interview. Only one person
refused to speak with me.

The subjects of interviews were staff at management and middle level
(teachers, educators, and workshop instructors). Seventeen staff interviews were
conducted, which included almost the whole pedagogical staff body that was active at
that time. Arranging and planning the interviews was difficult because of frequent and
unexpected changes at the institution. For example, a person who one day is at work
and agrees to give an interview the next day, then disappears the next day and I am
told that she is to be on sick leave for a long time. Thus I had to abandon the
interview of one teacher. Some of the staff members evidently avoided me and one
person straightway rejected the idea of an interview. But, in general, the staff was
open to speaking about the school and about their work. However, they preferred to
speak about these topics in the way of free conversation. The circumstances of an
official interview made them nervous. Only one mid-level staff member said that I
could publish anything she is told because she was not afraid of anybody. But she was
alone - other staff members were afraid and this makes my task more difficult in
publishing the interview data. This is one reason why most of the interviews were not

tape-recorded but recorded in note form during the interview. Milofsky (1990)
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attributes a specific importance to his not using video and tape-recording. He
emphasises the importance of the researcher’s interpretation. Such an attitude seems
to be acceptable to me, however, I am sorry for the lack of an opportunity to tape
record some of the interviews.

The interviews took place in different rooms of the main building (the
educators’ room, staff room, and head office) at the homes of staff members, and in
my quarters in K. Some of the interviews were interrupted and continued later.
Sometimes the interviewee came to me after a time and added something to her
answer.

The interview questions covered three topics: first, the educational and
occupational life of the interviewee, including her route into this sort of work and her
motivation; second, the interviewee’s point of view on the general problems with her
work; and third, the interviewees views on the ideal path of development for the
institution. These topics were formulated in 10 main open-ended interview questions:
How long have you been working here?

What is your educational background?

How did you come to work here?

How would you explain the nature of your work?

What is the aim of your work and what problems do you face in achieving it?
What do you think you do particularly well?

What would you like to change and how is that change possible?

What do you need to achieve this change?

What do you think are the personal qualities, knowledge, and skills needed for this
job?

What does this job offer you personally?

Those questions were, however, used more as topics for conversations.
According to Hammersley and Atkinson (1983:112-3), the ethnographic interview
“like any other kind of social interaction, are structured by both researched and
informant. The important distinction to be made is between standardised and reflexive
interviewing.”

Some, but not all, of the interviewees answered all the questions. Some
respondents focused more on their own area of interest. Two favourite themes

emerged: stories about particular residents and comparison with the ‘old Soviet
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times’. The middle staff members also spoke a lot about their personal life problems,
coping with the material and emotional difficulties that the topics did not include in
the data. This information about the needs of the staff members dealt with these kinds
of problems - such as, psychological and psycho-social supervision or the importance
of a mental-health facility for the staff which was not done at this time at the
institution.

A large and the most valuable part of data was produced on the basis of free
conversations with the residents and the other personnel and visitors (parents,
relatives and friends of the residents). As the residents did not know about the
research I could not conduct any traditional (classical) interviews with them and all
the notes about the residents’ stories were written up after the meetings.

So these stories should be assessed mostly as my impressions of the girls’
stories. However, I have always had the opportunity to check any information from
the same girl later (if I was not sure of my memory) and clarify facts in their personal
dossier. For instance, details of the girls’ school career, parents’ applications, child
protection inspector descriptions about the home and family background of the girl
were in the dossier. A special part of the information on the residents consists of the
staff members’ narratives on the residents - in general and in concrete cases.

This description of the way that the data producing was carried out shows that
the data as a whole were produced rather in natural conversations between the
subjects of study and myself, during which the roles of ‘investigator’ and
‘investigated’ were extinct.

A great deal of attention was paid to the interactions between the different
actors at the institution which I observed at close hand or where I participated as an
active member. These interactions where described as scenes that consist of the
verbalised conceptions of actors’ opinions, from the description of an action and in
some cases, from the interpretation of the actor of her act.

As I was making the field notes, I followed the instructions of H. S. Becker
(1970) who stressed the point of gathering as much information about the field as
possible. I always carried a notebook and a pen with me, and made a note of every
incident that took place in as much detail as possible: what happened and how it
happened. I also followed one of Becker’s recommendations: Make notes

immediately or at the first possible occasion. Naturally, there were situations when
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making notes was not possible, such as when I was occupied in my duty as an
educator. However, generally the opportunities for taking notes were ample. In the
mornings, I was busy doing practical things in the role of the educator between 7.30
and 10 o’clock. After that time, the girls were in school at their classes and I had the
chance to write down what had happened during the early morning hours. In staff
meetings, when observing classes at the school or during vocational training I had the
opportunity to freely take notes. I also attempted to take notes during the individual
study time, if there was a moment to spare in between the students asking for my
help. This, however, rarely occurred and mostly all I could do was to mark down
certain specific words or sentences that the girls used, and later reconstruct the events
on paper.

At times, I had the possibility to write down descriptions of entire scenes
simultaneously while they were taking place. For instance, the scene described in
chapter 5.2.4 (‘cleaning the toilet’) took place at such a time when I had just finished
the task of checking up on the conditions of the girls’ rooms and had a moment to sit
in the educators’ room exactly opposite the toilet. I was immersed in routine
paperwork, when the conversation in the toilet caught my attention. I took my
notebook and wrote down the incident and the conversation exactly as they happened
in front of my eyes. Unfortunately, such ideal situations from the viewpoint of a
researcher were exceptional.

In addition to the few hours I had free after morning duty, I also used the
evening hours I spent alone in my own room in K. to record the events of the day on
paper.

I had days off duty every week. Those times I travelled home and entered my
field notes into the computer. Hence, the final version of the field notes was also
compiled during the actual field work period. As I typed my notes on the computer, |
first made entries of all the hand-written notes. Then I both complemented those with
added information I remembered during the typing. When I wrote the computer
version of the field notes, I had the best opportunity to recall and record my personal
thoughts, emotions and comments in concern of the events. The computer version of
the field notes formed a text on three different levels: the original field notes were

written in ordinary type, the notes which I added from memory were written in italics,

45



and, finally, my own thoughts, emotions and comments were typed in capital only. In
fact, this was also the first step of the text analysis.

Later, as [ worked with the texts further, I regarded the first and the second
types of texts as ‘the objective data’, and the third — my own comments — I analysed
as the first interpretation. Certainly, I have to underline the very relative character of
such ‘objectivity’: I, as a participant in interactions, could only represent them in my
descriptions through my personal perspective. However, whenever it was possible, I
also asked for interpretations of some other participants in the same interactive
situations and wrote them down in my field notes.

In view of all the circumstances that are concerned with the specifics of data
producing as a result of social interaction, I consider it as a text which is the basis of
analysis (Atkinson 1990, Coffey 1999, Coffey et al. 1996, Luckmann 1999, etc.) All
of the quoted examples should be viewed as quotations from the field notes where the
scenes and dialogues are fixed in roles and expressions are written down in ‘me-

form’.

1.4.3. Leaving the Field and the Representation the Data

Leaving the field is again a difficult process. When and how to leave the field? A
good indicator to end the fieldwork is when the ethnographic notes on being in field
include too much of the routines of a participant which indicate that he/she is losing
the role of observer. The time of leaving is also good when it is tied with some cycle
finishing. In my case, it was quite easy to leave the institution when the school year
was finished and many residents left the school forever or for summer holidays.

The whole process of the analysis of the data was started during the period of the
fieldwork. I needed the analysis in my everyday duties as an educator to work out and
resolve current problems. In this capacity, I used the analysis especially to help me to
find explanations for the meanings of different phenomena and events.

The first step of representation is the creation of field notes. This work
requires special techniques (Hammersley & Atkinson 1983: 145-56; Becker 1970:39-
62). However, their adequacy is involuntarily limited by the ethnographer’s
personality. He/she makes choices that depend on his/her interests. Moreover, it is

impossible to capture everything. Despite these moments, the result of this work is
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that the ethnographer has a thick description of the studied field, which is the basis of
his/her representation of the studied reality. When analysing the data captured in the
field notes, the researcher creates his/her story (narrative) about the studied
phenomenon. Some problems are tied here with the continuing need to think about the
reader and decide which knowledge is well-known and what should be explained and
described in detail. The researcher should guess what is new knowledge for the reader
without which he/she could not understand the text and what could be skipped. For
the researcher, it is an intellectual, emotional and ethical work. The most difficult is
that ‘translation’ process when the researcher transmits the activity of concrete human
beings to social actions or social roles. However, I agree with Atkinson (1990:7)
when he writes that “... the notion of reflexivity recognises that texts do not simply
and transparently report an independent order of reality. Rather, the texts themselves
are implicated in the work of reality-construction.”

After I had left the field and began the ‘real” analysis of the data, I realised I
was facing very deep problems with it. Every time I took my field notebook and
began to read it, I had a surge of very strong and very negative feelings that interfered
with my ability to ‘see’ the data for what it was in general. My emotions varied from
anxiety to panic, and I found no way to cope with these feelings. The task of delving
into my field notes loomed ahead of me as a mission impossible. In the end, I was
only able to return to my field notes nearly a year after finishing my field work, and to
begin their analysis as a text which described events I had now managed to distance
my personal emotions from. (Here I have to emphasise that despite my difficulties in
returning to the field notes, I was constantly thinking about the experiences in the
field, the K. School, and the research. However, most of the time I filled with reading
relevant scientific literature.)

When I finally returned to my notebook and began to analyse its contents, I
first wanted to see what the hard facts in the data actually provided me with. I read the
field notebook several times through, and coded the text by using an open coding
method I borrowed from grounded theory. This brought up and crystallised the core
of the most important topics and categories from the body of the text. I composed a
codebook in which the themes constituted a hierarchical system.

The next level was to look at the relationships between the different categories

of the codebook. I paid special attention to the actors’ interpretations of both the
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events that had occurred as well as each other, and added my own interpretations.
This resulted in a detailed interpretation, or in Geertz’s (1973) terminology, a thick
description.

When doing this, I resorted to and found great assistance in Bakhtinian theory,
which, in fact, is the basis for critical discourse analysis (see Titscher at al 2000:145-
6). In the process of trying to make sense of the differences in the meanings of the
general and individual usage of words and concepts, the metaphors and rhetoric that
were used during the period of transition in Estonian society became apparent to me
(see more in detail in chapter 6.1).

During this process of analysis, some of the topics that had emerged during
the coding were of particular interest to me, while others did not seem quite as
important. What [ mean is that the data also includes other issues of importance that
could and should be analysed further. However, at that time they seemed of a lesser
relevance to my task. Hence I omitted any deeper analysis of those data but rather
chose to make only a passing reference to them in my thesis.

I returned to those topics in other publications. For instance, there is a
published article in the Estonian language entitled “Changing of Strategies of the
Restoration of Social Involvement in a Total Institution”, which further discusses the
questions of inclusion/exclusion after the restoration of independent Estonia and
particularly focuses on the ethnic issue.

Some topics were left without deeper analysis also because of the already-
large size of my thesis. I had the task of providing the reader with a detailed picture of
the institution in question. Having both the Estonian and the outside reader as my
imagined audience, it was important to explain a wealth of details concerning the
institution in the Estonia of the mid-1990s.

The ethnographic text should have its criterion. Atkinson (1990) lists in detail
what such criterion are. First of all it should be persuasive as a scientific text. In my
text, I use lot of quotations from field notes, analysing and interpreting them. My
general way of analysis is to relay the meanings that the actors attributed to events
and processes as [ observed and could perceive them during our everyday interactions
and conversations on the basic of verbal and non-verbal activity of people, reflecting
on and interpreting them on the basis of my own experiences which I received during

the period in the field and working with scientific texts.
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Van Maanen (1988) identified three types of ethnographic descriptions:
‘realist’, ‘confessional’ and ‘impressionist’. A ‘realist’ narrator “passes on more-or-
less objective data in a measured intellectual style that is uncontaminated by personal
bias, political goals, or moral judgements.”. A ‘confessional’ writer presents the field
through his or her personal experiences. The ‘impressionist’ style of tale is dramatic
recall. It gives the opportunity to the audience to create his/her own impression about
the field and events. At the end of his book Van Maanen (1988: 138-140) reaches the
general conclusion that ethnographic writing “...is to balance, harmonise, mediate, or
otherwise negotiate a tale of two cultures (the fieldworkers’ and the others’). ... We
need to shop around and encourage narrative ingenuity and novel interpretation as
potentially put forward in any and all of the three genres. ... We need more, not
fewer, ways to tell of culture. The value of ethnography from this standpoint is found
not in its analysis and interpretation of culture, but in its decision to examine culture
in the first place; to conceptualise it, reflect on it, narrate it, and, ultimately, to
evaluate it.” Being in general agreement with this conclusion, I would like, however,
in place of the last words ‘to evaluate it” use the words ‘to understand it’.

In this work I use ‘confessional’ and ‘impressionist’ types of tales by turns.

The use of terms like “stage”, “actors”, and “action” is tied on the one hand
with the impressionist style of writing, and on the other hand, it should emphasise the
interactionist approach in the presentation of the institution and the reference to the
tradition proceeding from Erving Goffman (1959, 1961, 1967) who observed social
actions and social role playing as an analogy to theatrical presentation.

After finishing the fieldwork and starting to analyse the data I was surprised
by how many details I had fixed and how little I understood about those details when
I captured them. I can repeat the thought of Luckmann (1999:389), who pointed out
“that scientific analysis ‘begins’ with the production of data, namely by observation
and description of that which has been observed.” He is right when he writes that:
“Attention and effort should be shifting more and more to the analysis of the
‘production process’ in relation to the ‘product’ and in relation to the ‘consumption’
of the ‘product’, namely to interaction and dialogue as both a part of social reality
and as source of much of social reality.”

Because of my two roles, which I had to play simultaneously (educator and

researcher) my time was limited for such analysis. The educator work required
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intensive attention and always being ready for some new and unexpected event and
quick reaction. This role gave me lot for understanding the quality of the interactions
with the residents, but also took my energy away from observation and thinking about
observing. Later, when I was alone with my data I felt a strong desire to live the
fieldwork period through again, to specify the details to ask about and to discuss
again and again what the words mean, to understand how the actors who spoke about
meanings by saying this or that. But even when I asked after some days what the
person meant when she told this or that, as a rule she could not remember already
what was the situation and what she actually wanted to tell. Hence, I feel that I lost
something because of occupying the dual roles of educator and researcher. And I
think next time I would spend much more time with discussions and would try to
better understand what the participants of study think when they tell something. I also
would be more open in telling my own opinions as an observer. This means that [
would emphasise my researcher’s role and functions more. It would give a better
understanding to the people in the field, to know what they can expect from a
researcher. I have to confess that I was not exactly aware of my function as a
researcher. The understanding of the role of discussions in the field came much later.

Our communication with the gatekeepers at that time was a compromise: in
place of doing my research (which was as much for the institution as for me) I was
paid for educator job.

During the description of events and phenomena I try to analyse them on the
basis of data that was produced during the field. However, sometimes I give my own
explanations for them and cannot always to compare these explanations with other
social actors of the field. In such cases I point out that it is just my explanation and
with regard to such an explanation I am aware that there could also be other
explanations for the same phenomena. By doing this I hope to give the reader the
opportunity to make his/her won conclusions.

With concern to the representation of the results of my study, I had the task of
solving the following problem: how much of the concrete examples should I use from
my data? My field notebook was abundant with descriptions of dramatised scenes,
dialogues and monologues, actions and stage descriptions. This data speaks for itself.
Including them in my final work as examples of my findings seemed to be the most

effective way of persuading my readers. However, if I did so I would once more be
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faced with the ethical problems described earlier. Including a lot of detailed
descriptions in the final text meant risking that the actors could recognise themselves
and each other. I attempted to minimise and even change some details of personal
characteristics; I even tried to leave out everything that was strictly personal — that is,
not tied directly to the daily operation of the institution. I did not include any
especially detailed description of the interviewees; I used random letters instead of
names in my examples to make the scenes more general to the reader. However, I am
quite aware of the fact that the actors are able to recognise themselves. My research
strongly includes the aspect of describing social roles, but it is living human beings
that play social roles. How would it be possible to reconstruct their activities without
the risk of recognition? Is it at all possible to reconstruct the social life in an actual,
existing institution, during an actual, identified period of time without the danger that
some of the actors eventually recognise themselves from the text? This is, however, a

risk and an ethical load I am prepared to carry.

51



2. The Context of the Study: Theoretical and Practical
Knowledge of the Research Topic

In this chapter, I discuss the relationship between knowledge of the nature of
childhood troubles and deviation, and the reaction to them. Whether the reaction of
society means using/applying more care and protection or control and deterrence;
whether the focus is on treatment or punishment, depends on the level of knowledge
about the nature of phenomenon. The connection between knowledge and social
activity is one of the basic concepts of social constructionism, which is developed on
the Foucauldian concept of knowledge and power (Foucault 1972/1994, 1976, 1996).
I would also like to emphasise here that besides knowledge, the interests of different
actors and groups play an essential role. The same knowledge can be used quite
differently in regard to different interests. This depends on interpretation and
examination as well as on how people use the knowledge. For instance, knowledge of
the stigmatising effect of a total institution can result in profound changes within the
institutional system, or to closing down such total institutions altogether leaving
people in need without any help or care.

Society’s reaction to deviation from childhood norms depends on the current
understanding of those norms. I do not intend to make a deep analysis of the
development of human thought regarding this notion in this chapter, but only wish to
highlight the most important points from the perspective of current research in the
field.

There are two separate topics discussed here: one is childhood and the other

deviance control.

2.1. Childhood

The definitions of contemporary childhood and child deviance are tied with the norms
that are currently valid in the society. Different authors (Gittins 1998, Goldson 1997,
Qvortrup 1991, etc.) put different emphases on what are the most important

characteristics concerning childhood, but some common features can be found:
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e children’s status is a minority status which means dependence on parents or other
responsible adults;

e because of their minority status, children have no or only limited responsibility and
are represented by adults in society;

o this delegated right of children’s representation to adults means, on the one hand,
that children’s subordination to adults who are responsible for them is compulsory;
and on the other hand, there is a need to protect children from too much
subordination. This justifies the existence of social control and means that children
are under double control;

e because childhood is future-oriented by nature, children should participate in
childhood activities, first of all education.

The deviant behaviour of children and young people is directly connected with
the norms indicated above that are tied to children’s ‘normal’ activity and behaviour.
Ignoring the standards and norms that are designated for human beings under 18 years
of age is the first sign of deviation. A child should behave as children are supposed to;
subordinate him/herself to the control of parents and trustees, pedagogues and
teachers; attend school, and spend his/her free time occupied with activities
considered appropriate for children. In general, a child should be protected and
controlled by adults and remain in a subordinate position to them as a minority group
subordinate to the majority. Respectively, if a child is beyond the reach of protection
and control by adults, he/she is potentially at risk to become deviant. Furthermore, if
he/she is not placed within the framework described above or does not behave the
way that according to the current norms are not considered appropriate for a child,
he/she is deviant.

“Status offences, such as running away from home, being incorrigible, truant,
or sexually precocious” (Qvortrup 1991: 40), namely, children’s ‘adult’ behaviour is
considered a threat to the social order, and the legal system is supported by scientific
ideas of what the ages and stages of childhood should be like (for more about status
offence categories in the USA see also Regoli & Hewitt 1997:31). In defining status
offence, not only the child’s status as a minor, but also the child’s gender is relevant.
Thus, Regoli & Hewitt (1997:423) show the following data of the US Federal Bureau

of Investigation:
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“Girls are more likely than boys to be arrested for running away (114,601
and 86,858 arrests, respectively, in 1994). Such arrests comprised 20 percent
of all juvenile female arrests, compared with only 5 percent of juvenile male
arrests.”
The minority status and boundaries of the adult group around a child can also be the
basis for the so-called primary deviation of a child (about the notion of primary and
secondary deviation see more in Lemert 1972, Matsueda 1992). As a rule, the
characteristics of the adult group that surrounds the child (parents and family) are
directly transmitted to the child. Thus, a child from a so-called asocial or troubled
family is observed to be a deviant (this is especially true in Estonia today).
Matza (1989) observes mass culture, mass education and juvenile delinquency
in connection to one another:
“The inspirational rhetoric of the superpowers-to-be (of both U.S.A. and
Soviet socialism) obscured the rise of a new class system based on education
and technical knowledge. The educational class system was actually neither
open in process nor classless in consequence. Neither capitalist nor socialist
in principle, the new class system of education shared routine features of each
and served as a persistent basis for convergence between otherwise rivalous
and belligerent system after 1945. Based on mass education, this twentieth-
century system is the basic form of the mass society and a derivative mass
culture. The juvenile delinquent is a by-product, a not-so-incidental failure, of
this modern mode of an education-based dynamic class system. ... the juvenile
delinquent is the school failure whether in the usual sense of lower-class boys
stuck in their ways ... or as an indication of a lower-class destiny for better-

class children as well as those born that way.”(xiX)

2.2. Deviance Control

On the historical continuum, the development of deviance control has gradually
moved from the notion of protecting the community/society from a person with
deviant behaviour towards the notion of protecting the individual him/herself from
deviant behaviour. Exactly at what point on the line the emphasis has been placed is

based both on the level of knowledge and the understanding of the reasons behind and
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the essential nature of deviance at the time (see, Downes & Rock 1992, Taylor et al.
1992, etc.).

The contemporary system of understanding deviance begins with classical
philosophy and the criminology of the Enlightenment, and is tied with names of such
philosophers as Hobbes, Montesquieu and Rousseau, and with criminologist Cesare
Beccaria who in his ‘Dei delitti e delle pene’ (1764) (Essay on Crimes and
Punishment) first formulated the principles of classical criminology.

Based on social contract theory, “the classical theory in above all theory of
social control: it delimits first, the manner in which the state should react to the
criminal, second, those deviations which permit individuals to be labelled as
criminals, and third, the social basis of criminal law.” (Taylor et al. 1992: 2-3). The
basic idea of the classical theory is that every act that harms other people or society
should be proportionally punished. From this viewpoint, people are equal in their
rationality and opportunity to share the social contract, and it is by their own free
volition if they choose not to do so. Punishment aims at defence by deterring a person
from breaking criminal law. If an individual is seen as being solely responsible for
his/her behaviour, a criminal act can be understood as committed out of her/his free
will and therefore punishment is justified. These basic notions still exist in neo-
classical theory, which forms one of the bases for the majority of legal systems of
most societies (states).

The other competitive theory that influences the legal system has developed
along with the development of positivism in science. The positivist school in
criminology was influenced by the development of social sciences of the nineteenth
century on the one hand, and with the process of categorisation and classification on
the other hand (Foucault 1991, 1997).

Using scientific methods adopted from natural sciences, positivism perceived
social reality as an analogy to the physical world. The quantification of social
phenomena, including crime and deviance, was the way for the scientific approach.
This required preliminary generalisations of different types of behaviour.

Foucault (1991) associates the development of the contemporary control
system with the development of knowledge and disciplinary power.

Constructionist knowledge is based on perceiving social processes and

phenomena from the viewpoint that organic connections exist between them:

55



everything is simultaneously both an object and a subject, a producer and a product.
From this point of view deviation is also observed in connection with other
phenomena and processes of the society under examination (see, for instance, the

point of view on crime and deviance discussed in Hester & Eglin 1996).

2.3. Juvenile Troubles as a Social Problem

There is no phenomena or human being that has an inherent character of deviance per
se. Some kinds of behaviour and some individuals are defined or interpreted as
deviant. The process of defining human conduct as deviant is directly tied not only to
the individuals whose behaviour is defined as deviant and not only to those acts that
are defined as deviant, but also to those other people who define such activity and
such persons as deviant. Kitsuse (1968: 20) distinguishes three stages in this process.
“Accordingly, deviance may be conceived as a process by which the members of a
group, community, or society (1) interpret behaviour as deviant, (2) define persons
who so behave as a certain kind of deviant, and (3) accord them the treatment

considered appropriate to such deviants.”

Blumer (1971: 231) considers the genesis of social problem, and finds that the
process of construction passes through five stages, which are
“(1) the emergence of a social problem, (2) the legitimisation of problem, (3)
the mobilisation of action with regard to the problem, (4) the formation of an
official plan of action, and (5) the transformation of the official plan in its
empirical implementation.”
As any other social phenomenon, a social problem is specified within its historical
and cultural context, with norms, standards and what is considered normal behaviour,
and with the control system of the current society in the current historical period:
“To say that society creates its deviance and its social problems is not to say
that ‘it’s all in the mind’ and that some nasty people are going around
creating deviance out of nothing, or wilfully inflating harmless conditions into

social problem. But it does mean that the making of rules and sanctioning of

people who break these rules are as much a part of deviance as the action

itself.” (Cohen 1992: 40).
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Labelling and stigmatisation theories have demonstrated the institutional impact on
the development of deviance: “stabilised deviance is in fact a product of the control
system.” (Cohen 1985: 33-34). The reaction of the society has a decisive role in an
individual's conceptualisation of him/herself. This is especially true in regard to so-
called professionals (policemen, social workers, psychologists, pedagogues, etc. -
agents of social control) (Cohen 1992:41; see also Emerson 1969, Emerson &

Messinger 1977, Heimer & Matsueda 1994, etc.).

2.4. Residential Control/Management of Troublesome Young People

To express the reaction to childhood troubles, different types of terminology are used:
child control, management, protection, care, welfare. I use the word ‘management’
because I see it as the most neutral term that simply refers to dealing with young
people without any special explanation of the nature of this activity. The process of
dealing with young people in general contains all the three features mentioned above,
the differences being in the emphasis on one or another feature from the above-
mentioned notions (control, protection, care, welfare). In the Estonian context the
concepts of control, influencing and protection are the most strongly emphasised. The
term ‘welfare’ (‘heaolu’) is hardly ever used even on the level of verbalised rhetoric.

Specific literature on the historical development of the residential control of
children and young people persuasively shows the connections between the social
reaction to the phenomenon of child exploitation (emergence of a social problem), the
development of theoretical knowledge on children’s needs and the elaboration of
standards for a ‘normal’ childhood, and the process of appearance of juvenile
delinquency. The appearance of juvenile delinquency, in turn, provokes further study
of this phenomenon and new knowledge yields new versions of management.

Each change in the management of deviance employed new ideologies and
rhetoric, but at the same time, the previous models did not disappear completely
(Cohen 1985:13-39; 40-86). However, despite the social constructionist assumption
that the old models are reconstructed every time, they also go through changes every

time, which can result in a totally different realisation of the same (old) model.
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During the historical changes in deviance control two primary models, the
model of ‘justice’ and the model of ‘welfare’, were developed (Cohen 1985, Dahl
1985, Hudson 1989, Kelly 1992, Platt 1969, P6s6 1993, Singer 1998, etc.).

The first model is based on the act of deviance and is oriented more to
punishment and retribution (classicism and neo-classicism), whereas the second
model focuses on the person and is treatment-oriented (positivism’). Both models
assume isolation, but the procedure of isolation and the managing of an individual is
different, whether this means correction or treatment. However, “a formal treatment-
oriented system of juvenile justice did not appear suddenly with the emergence of any
particular legal reform. Ancient system of punishment always incorporated a vision of
punishment as treatment, especially when it came to the raising of children.” (Singer
1998: 25).

The isolation of offenders and troublesome young people as the principal
reaction to the juvenile deviance prevailed from the nineteenth century until the
middle of the twentieth century. It was the time of the ‘Great Incarcerations’
(Foucault 1991) which assumed two aims: firstly, to ‘cleanse’ society from the
elements considered dangerous, and secondly, to change the persons considered
dangerous to be more in accordance to the standards; to normalise them (Foucault
1991: 182-183).

The very humanistic British Factories Act in 1833, which limited child
employment, led to another process especially among the working class urban
children - their marginalization and impoverishment (Wintersberger 1994 in Goldson
1997:5). The poor, unemployed children without any working activity became visible
on the streets. This is the time of appearance of juvenile delinquency, which evoked
philanthropic movements in West European countries and North America to rescue
and save children (Dahl 1985, Gittins 1998, Goldson 1997, Platt 1969, Qvortrup
1994, 1991, etc.). People were locked up in institutions with the aim of changing
them.

“Children were prominent recipients in this process of institutionalisation.

‘Depraved’, ‘neglected’, and ‘abandoned’ youngsters were to be removed

> The word ‘positivism is used as specific understanding in sociology and criminology that developed
in the nineteenth century, with development of positive methods for studying the social reality
(Rodwel 1998: 13-15, Taylor et al. 1985:10-24).
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from the dangers of city life and the influence of bad parents.” (Dahl 1985:

32)
The first institutions for children were founded in different European countries, such
as Hofwyl (1810) in Switzerland, Das Rauhe Haus (1833) in Germany, Mettray
(1840), Val-d’Yvere in France and Redhill (1848) in England. These institutions
operated on the basis of the common ‘child-saving’ philosophy of that time, which
was based on the ideas of Rousseau and Enlightenment: to get to ‘the root of the evil’,
to remove the child from the ‘nest of vice’, namely, from ‘depraved parents’ and the
‘decay of city life’, and bring him/her out into the country to be brought up in a
Christian spirit, surrounded by nature and solid country life. Child-saving institutions
worked with the belief that the agricultural work, religious education and Christian
love that they provided, on which principles also the ideal model of family life was
based, should invoke change in the children. (Dahl 1985:32-34).

“The typical child-saving institutions of the Western countries featured a

compromise between international experience and domestic conditions - a

compromise embracing three ideological elements of child-saving:

love/discipline, education/religion, training/work.” (Dahl 1985: 33).
Marjatta Rahikainen (1995:254-6) emphasises the disciplinary function of labour at
Finnish reformatory schools until the time after the World War II.

The same principles of rehabilitation were also used towards adult offenders
earlier (see Mathiesen 1994: 20-47).

Gittins (1998:63) add an important interpretation to the process of
development of child-saving:

“The urge to ‘rescue’ and ‘protect’ working-class children by the middle

classes can also be seen, however, as a result of fear. Children who lived and

worked in the streets, in public, were regarded as ‘out of control’, ‘wild’

because they had no apparent adult supervision or control and were not

dependent directly on adult protection and surveillance. The idea that

children could, and can, survive in world without adult protection, without

conventional (middle-class) families, defied (and defies) middle-class notions

of masculinity as defined in terms of independent men who must support

‘naturally dependent’ women and children, and who alone are capable of

instructing, guiding and controlling such weak/needy/Other beings.”
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Many child-savers were originally clerical workers and acted not so much out of love
for children, but above all because this kind of work for them was a way of serving
the Lord. God's work was also the reason for Mary Carpenter's life's work. Mary
Carpenter was one of the first and the most famous child-saver. She founded and ran
the first special institution for adolescent girls - Kingswood School outside Bristol -
from 1852, and ran Red Lodge from the start in 1854 until she died in 1877. The
treatment of the girls was first of all directed to prepare them for future domestic work
either in their own homes, or especially in the homes of ‘the respectable part of
society’ (Dahl 1985: 38).

Mary Carpenter, an advocate of the reformatory-school idea, was a
philanthropist who held explicitly anti-state views. (Dahl 1985: 43). With the rising
numbers of institutions, the role of the state expanded as well. According to Dahl, the
transfer of child-saving work into the public child welfare system accompanied the
process of the professionalisation of welfare work. The other outcome of this process
was the beginning of official state-regulated child welfare policy. This time marked
the beginning of the development of state child protection policy.

Juvenile management developed from the justice model towards the direction
of treatment in accordance to the increased production of knowledge about the nature
and social causes of delinquency. The new knowledge particularly concerned the
social risk factors that can be found behind deviation, and the notion developed that
there is no reason to wait until a child at risk commits a criminal act but to take
preventative measures to prevent possible future deviant behaviour.

However, since the 1960s, in most Western European countries and North
America, the notions of treatment and rehabilitation have begun to replace the ideas
of punishment and retribution. This process was influenced by the publication, in the
same year, of the results of major studies by Goffman (1961), Foucault (1961) and
Szasz (1961) that demonstrated the real character of total institutions and the process
by which total institutions ‘produce/create’ their inmates. As a reaction, the process of
de-institutionalisation began and community control was emphasised.

Discussions about the control of delinquent children and young people are at
the point where “official rhetoric declares that incarceration is not be defined in

purely welfare terms, that is, it is said to be good for the young person in question.
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Punishment and deterrence play no part in the official conceptualisation of the unit’s
purpose.” (Kelly 1992:3, see also Wardhaugh & Wilding 1993)

The Soviet so-called pedagogical model of managing troublesome young
people does not differ much in principle from the one described above. Later on in
this chapter (2.4.1.2.) I make a more detailed analysis of it. However, there is reason
to mention in this connection that this model also emphasised the role of study and
work, whereas in place of religion there was the Soviet communist ideology, and the
supportive family was replaced with a Soviet-type collective. It should also be
mentioned that in the context of a totalitarian regime - which the Soviet regime was -
the meaning of a state-run total institution was quite different in comparison to what
the meaning of total institutions was in a Western-type democracy. The Soviet total
institution was in harmony with the general ideology of the system, which was built
on the basis of violent inclusion of everybody, whereas the Western democracy is
based on voluntary involvement.

In fact, there are many similarities between different approaches and models
of managing troublesome young people regardless of their different basic concepts
and ideology. The point of departure in all the approaches I studied is that there are
factors that either disturb or are lacking in the normal socialisation of young people in
trouble. It is in accordance with this basic principle that professionals working with
young people base their decisions in regard to how to best attempt to restore the
damage already done.

The aim is always the same, at least on the rhetorical level: to (re)socialise the
young people and to integrate them into society. When the treatment model is used,
this takes place by putting emphasis on ignoring the acts of a child and the
reformation of the child's personality. In the justice model, the child should learn that
everybody is directly responsible for their own criminal acts.

Sellick (1998:301-310) gives an interesting overview of institutional care for
children across Europe by comparing the systems and emphasising both the
similarities and differences between different regions and political and economic
traditions. He also observes the changes in residential care in Central and Eastern
European countries in relation to the collapse of the Soviet system and the difficulties

that accompanied this process.
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2.4.1. The Development of the Residential Management of Young People

in Estonia

In order to understand the contemporary situation of the Estonian residential
management of young people, it is necessary to take a glance of the historical
development of the Estonian society in general and during the last century.

The development of Estonian child and youth control and residential
management can be divided into three periods that are concerned with the three
historical periods of the development of the Estonian state. The first period consists of
the time of the first independent Estonian Republic (1918-1940), the second period
begins with the Soviet occupation in 1940 and continues up until the restoration of
independence in 1991, and the third is the period of the restoration of independent
Estonia from August 1991 until today. It is characteristic to all the three periods that
the understanding of youth troubles and different concepts of the management of
troublesome young people vary according to the different historical situations and
consequently general attitudes concerning the issue. However, the two first periods
have similar characteristics with regard to the aim of the management of troubled
young people: their integration into the society.

The first period could be called the time of the creation of a nation - the time
of integration and national self-consciousness. This is the time of active creation of
state identity. The second period is the time of passive being, subordination to the
foreign power with the main aim to survive; the time of silence. The third period

could be called the search for lost identity.

2.4.1.1. Youth Control and Residential Management in the First Independent
Estonian Republic (1918-1940)

The history of independent Estonian Republic begins on 24 February 1918 when the
independence from Russia was declared. Before that, Estonia had not been an
independent state since the 12" century. Evidently, the declaration of independence
was a very important event in the life of this small nation. Despite the fact that since
1710 Estonia was part of the Russian Empire, Estonians used to live side by side with
Baltic Germans, who were the landowners in Baltic countries. As the most Western

region of the Russian Empire and under the influence of the Lutheran church,

62



Estonians were generally oriented towards the Western Europe in the beginning of the
20" century.

During the early times of the independent Estonian Republic, Russian
legislation remained in effect. There were two different approaches to dealing with
troubled children and young offenders depending on their institutional orientation.
One approach had the child protection system of the establishment of Estonian state
as the point of departure, and the other functioned from the perspective of the
Estonian juvenile penal system. In 1918, the Ministry of Work and Welfare was
established, which dealt with problems concerning those mothers and children who
had lost the provider of the family (fathers) in the war, as well as children orphaned
for other reasons. The Ministry of Education and Social Affairs was established in
1929. Other Estonian organisations such as Child Protection, Red Cross, and the
Association of Children’s Friends also did work with problems concerning children.
(Tulva 1996:5)

In 1932, a publication by the Estonian State Welfare Organisation was
presented which summarised the problems and work in the field of Estonian child
protection. The publication included papers that were presented on three one-day
seminars on child protection that were organised in Estonia in 1927, 1929, and 1931.
Among the articles, there were many that concerned with questions of troubled
children, juvenile offenders, and difficulties in bringing up and educating children
(Busch 1932:7-11, Schliefstein 1932:11-8, Aumann 1932: 23-30, Ostra-Oinas 1932:
20-3). The general conclusion of these reports was that troubled children should be
isolated from other, ‘normal’ children and the task to raise them should be given to
professionals trained particularly for this work (Teine... 1932).

In the first Estonian Republic, children with different disabilities received
special attention in connection with the general national health programs. The
Estonian Law on Welfare was passed 19 June 1925. The law included a special
chapter dedicated to the problem of “damaged, delinquent (kurikalduvus - a person
with evil tendencies), blind, deaf-mute and imbecile (idiots) children” (Riigi Teataja
(state information) R.T. nr 80, 120/121: 817-824). So-called welfare schools
(hoolekannekool), with the aim “to correct, and prepare delinquent youngsters for
honest work ” had existed in Estonia since 1923. The welfare schools were closed,

single sex institutions which provided primary education. Children also received
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training for manual work, and the aim of such school was to give vocational skills for
a life of honest work. The Ministry of Work and Welfare had the legal right to send a
child against his/her will to a boarding school if there was no other option for the
child to receive the necessary education. In the first Estonian Republic the health and
'normality' of the population was of particular focus. Section 88 of the Welfare Law
mandated that physicians and midwives who detected any defects in young children
should inform the local government of the fact, and that the local authorities must
report any children with 'defects' in their area to the Ministry of Work and Welfare.

The Koluvere home for bringing up boys and young men was one such
institution (Saar 1988: 44). Koluvere was founded in 1924 it and had 38 residential
places in the beginning. The number of residents grew rapidly, and reached an
average of 70. The residents were sent to the institution from ordinary schools. The
reasons for transfer were school truancy, running away from home and petty larceny.
As a rule, children spent time in Koluvere until they reached 16 years of age. The
children completed 6 years of grade school, and vocational training had special
importance. One of the former teachers and a one-time headmaster of the Koluvere
institution wrote in his memoirs that between 1930 and 1949, three teachers who were
also educators worked in the institution. All the staff lived on the premises of the
Koluvere palace (castle). The total number of personnel, including vocational
instructors and ancillary staff was less than 20 persons. There is not much reliable
data available on the results of the educational work. What is known for a fact is that
in 1928 the behaviour of the residents was assessed in the following way: 10 were
graded as good, 23 as acceptable and 28 as bad (ibid. 1988:46-7).

The first approach to managing troubled young people functioned from the
perspective of the state child protection system, whereas the second was tied to the
penal system and dealt with young offenders who had already broken the law.
However, on 22 April 1919 the Temporary Government of Estonia made a decision to
open a correctional house for delinquent boys in Harku county barracks (R.T. 1919:
229). The temporary establishment document of the Harku colony was published 4
Junel1919 in state information bulletin. The document was revised and finally passed
in 1923.

The residents of the colony were boys of 8-15 years of age who were either

punished by a court order or were under preliminary court observation. The residents

64



could stay at the institution until they were 17 years of age. The objectives of the
Harku colony were similar to those in Western Europe reformatories. The primary
aim was to isolate the young people from the negative influence of adult criminals,
and through work and study provide them with the opportunity to fulfil their needs as
children as regulated in the legislation.

Thanks to the writings of Hans Madisson (1927, 1924) we have the possibility
to know more about how the Harku institution operated. Madisson was a physician
who medically tested the Harku residents and conducted several studies about them in
the 1920s and 1930s. His research work was influenced by biological criminology and
eugenics. Madisson's aim was to clarify the causes of the residents' delinquency from
a biological point of view. He took different measurements of the boys in order to
find evidence of whether a resident's delinquency was hereditary by nature or caused
by other reasons. Madisson wrote several books and articles about juvenile
delinquency, which included his doctoral dissertation.

The residents of the Harku colony were divided into groups called 'families'
according to both their academic level and their behaviour. In 1923 there were six
'regular’ families, a guard family for new residents, and a penal family for those boys
who broke the rules of the Harku colony. Each family was assigned a
teacher/educator and one assistant staff member whose responsibility it was to
supervise the residents' conduct and activities. The residents were under supervision
around the clock.

Being released from the Harku colony depended on the conduct of the resident
in question. There were certain preconditions for this to happen. The institution had a
hierarchy of 'levels' (degrees) from zero to five which a boy could climb up. Good
behaviour granted a boy merits (cheques), and he could rise to a higher level after
collecting a certain amount of merits.

To leave the colony, the resident had to have reached the fifth and highest
level. For one merit (cheque) the resident had to behave well and study and work hard
for one week. When a boy had collected 10 cheques, he had the possibility to transfer
to the next level, if the pedagogic council of Harku so recommended. Hence, ten
weeks of good behaviour was needed to reach the next level, and the minimum time
of residence in Harku in a case of excellent behaviour without exception was 50

weeks.
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Work was an important activity for the residents (compare with data
concerning reform schools in Finland in Rahikainen 1995). The boys worked for
money, of which 40% went to the Harku colony and 60% was put aside for the boy to
receive at the time of leaving the institution.

The colony was led by a director who was named by the Minister of Justice
according to a proposal made by the main administrator of prisons. The director was
assisted by the headmaster of the school activities, the manager of work activities and
the manager of finance. The main administrator of the prison system also appointed
all teachers and educators of Harku, and the rest of the staff was hired by the director
of the institution. The Harku colony had its own pedagogical council chaired by the
director which consisted of teachers, educators and the physician of the institution.
All personnel had to live on colony premises.

The decisions about the reception and release of the residents were made by a
commission of the main administration of prisons. The commission consisted of the
superintendent of the Harju county council and representatives of child protection
associations, the Ministry of Work and Welfare, the Ministry of Education and
prosecution, as well as the main administrator of prisons and the general physician of
prisons, altogether seven members. The director of the Harku colony had an advisory
role. All the facts mentioned above clearly demonstrate that the Harku colony was a
correctional institution with a clear punishing function.

The institution offered six years of grammar school education and training in
the workshops. The residents had the possibility to receive vocational training of a
carpenter, smith, tailor, shoemaker, or bookbinder. There was also an agricultural area
for gardening.

The residents’ contacts with their families were limited, and depended on their
behaviour. Correspondence with home was also limited and under the censorship of
the director.

Similarly to other Western European countries, the main activities in the
Harku colony were directed towards school education, work and discipline. In 1930,
the regulations concerning the colony were revised and a new approach was imposed
on the colony management which focused on more individual treatment of residents.
Despite his eugenic and medical approach, Madisson (1927, 1924) gives an

interesting critical description of this first Estonian reformatory. In his criticism, he
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pointed out that all residents regardless of the nature of their difficulties or offences
were managed as a group rather than on an individual basis, that the institution had a
weak management system and that the rehabilitative work was disturbed by conflicts
among the staff members.

In 1945, the Harku colony was merged with the Koluvere welfare school. The
new institution was reorganised in 1964 along with the 1960's trend of founding
special vocational schools for troubled young people (this is explained in more detail
in subchapter: 2.4.1.2.).

Some young people of 10-17 years of age who were sentenced to isolation
from society by the criminal justice system but were not sent into Harku colony had to
serve their sentence within the general prison system among adult offenders.

There was not a similar type of a separate institution for the imprisonment for
adolescent girls. They had to serve their sentence in the general women’s prison, or in
women's section of a general prison. Young people in general prisons were given
additional nourishment (0.5 1. milk, 200 gr. fish and 20 gr. sugar daily), and they were
separated from adults if there were sufficient facilities to do so, but the daily regime
was the same for all prisoners regardless of their age (R.T. 1926 nr.59: 744-5).

Hence, it can be said that there were some alternatives for managing and
controlling juvenile delinquency in the first independent Estonian state. Children and
young people with ‘small defects’ were sent to study in welfare schools. Young
people who committed more serious offences were prosecuted in the youth court, and
boys and young men under the age of 18 were sent either to the Harku colony or
general prisons to serve their sentences. The only option for young girl offenders was
to send them to serve their sentences into a women's prison. In his doctoral
dissertation thesis, H. Madisson writes about the need to found a special institution
also for female young offenders, but as he also points out, there were only a few cases

(less than 10 girls) per year.

2.4.1.2. The Soviet Management of Troubled Young People (1945-1991)

After the occupation of the Estonian Republic (first on 21 July 1940 then after the end
of World War II on May 1945) by the Soviet Union, Soviet laws also came into force.
According to the 1961 Penal Code of the Estonian SSR, section 61.1 on juvenile

delinquency, it was possible to apply other methods of managing youth offenders than
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criminal punishment, providing that the court in question found that appropriate. Such

methods were primarily

e direction to an educational colony (p.1)

e direction to a special educational institution for children and young people (p.2)

e referral to a special health and educational institution for children and young
people (p.3).

Before ordering a child to be sent to one of the institutions described above,
the court took into consideration the child offender’s personality, the social
implications and severity of the offence, and circumstances of offence. On the basis of
the same section of penal code, point 4, the court also had the option of ordering a
juvenile offender to be put under social, pedagogical or family supervision, or even
medical supervision, instead of sending him/her to an institution. These forms of
control could also be applied to a child after he/she was released from an institution.

However, there was also a practice at use that according to the criminal
process code, sections 96 and 168, the courts could assign cases of minors to be
handled by a juvenile committee during the preliminary investigation of the offences.
These committees investigated the cases, and could order the child in question to be
sent to a special educational institution (Ginter et al. 2000:11-2).

This procedure, that is, the assignation of cases of juveniles by court to the
juvenile committees became a general rule. In 1963, for example, 69 % of all offences
committed by minors were assigned to juvenile committees, so that only one of every
three juvenile criminal offences was handled in a criminal court (Saarsoo 1995:428).

In 1960s, special vocational schools for troublesome children and young
people were founded within the general educational system. In the regulation
concerning these institutions, their task was defined as:

“Special vocational schools are state educational institutions for minors who

are difficult to bring up (raskestikasvatatav), and whose re-education should

take place under special conditions with a strict pedagogical regime.” (Saar

1988: 48).

Ordering a child to be sent to a special vocational school was considered the ultimate
method that a juvenile commission could use. The reasons for taking such strong
measures were either such a serious criminal offence that was considered dangerous

to society, or systematic lawbreaking. Three separate incidents of breaking the rules
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was generally seen to be systematic. Offences considered dangerous to society were
similar to criminal offences, but could not be categorised as a crime per se because of
the offender’s age. This means that in the Soviet legislation, the age of offenders
played a decisive role. The aim was to save young people under 18 years of age from
being put through the criminal court system and manage their cases through juvenile
commissions, which were public organisations.

In assessing the Soviet system of dealing with juvenile delinquents, Ginter
points out two moments: on the one hand it was good that children could step into
adult life without a criminal past, whereas from the viewpoint of the constitutional
state it was reprehensible that a public organisation, rather than the judicial system,
had the power to implement such severe punishment as loss of freedom on minors
(Ginter et al. 2000: 12). The strict pedagogical control of troubled young people
characteristic to the Soviet system was not categorised as a limitation of freedom in
the same sense it could be understood where adults are concerned. The basic notion
was that because children are dependent on adults and as such need control imposed
upon them, isolation from society could and should be perceived as belonging to the
category of problem-solving methods rather than a punishment. However, this notion
is an abstract ideal and does not mean that in reality young people who were sent into
a closed institution did not experience this first and foremost as a punishment.

The official Soviet rhetoric of residential management was based on the idea
that deviant and criminal behaviour was opposed to the Soviet lifestyle. The complete
elimination of all crime was only a question of time. “There is nothing in the nature
of the socialist order which generate crime, ... because the general causes of crime
are liquidated, ” writes Kimmel, the vice council for the prosecution of the Estonian
Soviet Socialist Republic in 1966 in the introduction to a textbook “About the juvenile
crime and its prevention”. True, crime still existed, but this was because “besides

general causes, there are numerous other secondary causes and circumstances, which

promote the preservation and even dispersal of crime.” (Kimmel 1966:6, my
emphasis). These secondary causes were, for instance, such that “... in the
consciousness of some of our citizens, the society of anti-humanistic ideology of
exploitation and of old morality still remains. Under the influence of such survivals of
the past in the consciousness of a person, he/she can develop a criminal attitude,

which in favourable conditions may be realised in the form of committing of a
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concrete offence. ...Consequently, the recognition and elimination of the causes of the
preservation, diffusion and lust for such survivals ... is the precondition for the
liquidation of crime.” (Kimmel 1966:11). In the case of eliminating juvenile
deviance, it is “extremely important to separate the offender in time from the milieu
which promotes deviation both in mentality (psyche) and behaviour. Here is the need
to isolate the youngsters who committed danger acts and place them into a colony of
a special regime, or even into a work colony for minors.”(Kimmel 1966:21)

An article was published in the same book by Helgi Kurm concerning the
research results of the direction of the development of the lives of troubled adolescent
girls in Estonia during the time (Kurm 1966: 35-44). The main attention is paid to the
family background of the girls in the study, and the author comes to the following
conclusion:

“There is a need to quickly open a special educational institution for troubled

adolescent girls. As long as we have no such institution, we cannot isolate

them from society and, consequently, it is inevitable that they have the bad
influence on other children; and as it is, we can not even speak about their

own education.” (43)

Beside causes such as the bad influence of bad people who still survived from the
“old” capitalist time, another cause for juvenile deviance and crime is the low level of
personal development. So, it seemed to be important in the management of troubled
young people to elevate their cultural level through education and pedagogical
influencing. In place of bad influence by bad people, the young people had to be
influenced by culturally high-level pedagogues who would teach and educate them.
An educated person understands that to break the law is wrong. Hence, young
offenders should be dealt with by isolating them from their environment, and
replacing the bad influence it represents with the ‘right kind’ of influence. Through
schooling and vocational education, it is possible to either have a strong enough
influence on the young people or to force them to correct their mind and behaviour.
(Minkovski 1966, Rebane 1966, 1968 etc.).

In short, the Soviet management of troubled young people was based on the
Soviet pedagogical ideology and state paternalism. The educational model was
developed by Makarenko in the Soviet era (special schools belong to the system of

education). In that time there was a deep belief, which exists even today, that
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prevention of deviation is a question of education. On the rhetorical level, the Soviet
model was based on the Marxist idea that society (environment) creates the
personality. However, because the Soviet society in general was good, lacking any
cause for deviation, the reasons for deviant behaviour were explained only as a
negative influence of either the family or the close environment (friends,
acquaintances) of the adolescent. As a result of constant negative influences on a
youngster, they may develop negative personality traits. This negative personality
should be reformed and the negative environment replaced. That is why the young
people should be separated from their ‘bad’ environment and put into the ‘right’
environment.

The ‘right’ environment was the Soviet collective. Thus, the main idea of this
model is that study, work, pedagogical treatment and the influence of the ‘(Soviet)
collective’ were the keys for changing a deviant adolescent.

In fact, this model was based on strict control and disciplinary power. The
child/adolescent had to be subordinated to the control of collective and pedagogical
influence. It is well known that the Soviet system did not support informal (natural)
human relations based on solidarity, and thus the Soviet collective as a notion was not
identical with natural friendships, but assumed some official organisation and control
by the party state. The members of a collective should control each other. Even the
word ‘collective’ as it was used in the Soviet context was tied to an official status. It
was possible to speak about a working collective, which united colleagues; a form
collective, which united pupils of the same year class in a school, but nobody could
speak about a collective of friends or a family. Thus, the idea of a collective was
based on formal relations.

A state institution for delinquent youth that functioned according to controlled
regulations was seen as the best and the only possibility. The aim of youth
management was to change the adolescent through implanting Soviet values in
him/her in order to create a conformist for the Soviet state. This kind of implanting
loyalty to the Soviet state and the Communist party was also the main aim of
education. This is the reason that despite the rhetoric of collective, there was in fact
no collective solidarity between people. On the contrary, the people in one collective
could actually be the primary threat to their comrades, because anyone had the

possibility to control and also to report on the activities and thoughts of others. This is
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where the roots of distrust and the impossibility of real cooperation between people
lay.

Nobody was interested in the development of informal relationships between
people. On the contrary, informal relations posed a danger to the Soviet state because
of their nature of being beyond control. The aim of managing deviant children was
not to return them to their families, but rather to deal with them directly as isolated
individuals.

After an adolescent had finished his/her education in a special vocational
school, the state took care to find him/her employment and housing. That everyone
had to have a work place was a well-known characteristic of the Soviet system. The
objective was to keep people under control and to make sure they remained within the
disciplinary hierarchy. Evidently, during the 50 years of the Soviet regime in Estonia,
some changes took place in the functioning of the system. The changes mostly
concerned people’s disillusionment with the ideology, but the general rhetoric in

principle did not change.

2.4.1.3.Juvenile Control in the Restored Estonian Republic (after August
1991)

After the restoration of the independence of the Estonian republic, the Estonian
society can be characterised as steering towards two main directions of orientation:
firstly, back to the distant past, namely, the era of the first Estonian Republic; and
secondly, towards the Western world. Even though there was a gap between the two
orientations, they had one thing in common: a strong disdain for the Soviet past and a
rejection of the Soviet system, practises, lifestyle and experiences.

The new penal code that came into force in 1992 abolished section 51, which
mandated that a minor was to be released from criminal responsibility, and required
the juvenile commissions to investigate and make decisions on the criminal offences
of minors. The text of section 61 was also changed, and the section 8 of the criminal
justice code that regulated the assignation of cases to the juvenile committees was
omitted. According to sections 10, p.1. and 61 of penal code that regulated the
application of educational methods to manage juvenile offenders, the offence should
be in the third degree. On 10 February 1994, penal code section 10 was changed to

include all juvenile offenders despite of the degree of their offence.
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The juvenile commissions of the Soviet era were abolished, but the problem
was that there was nothing to replace them with. It became necessary to work out a
new system of legislation concerning young offenders. Three already existing models
that were in use in European countries - the German model, the Swedish model and
the Swiss model - were discussed, and the question was which one to choose as the
basis for the new Estonian model. The German model of a juvenile justice system
required creating a new, independent criminal justice system for juvenile crime, and
assumed two separate dogmatic bases for general and juvenile justice systems.

Another alternative, the so-called Swedish model, assumed a single common
dogmatic basis with separate practices for adult and minor offenders. However, using
the Swedish model would have in essence meant the preservation of the Soviet
system, which had its basis on theories of special prevention of punishment and using
re-educational methods of justice (Ginter ef a/.2000:13).

At the time, the needed reform of the general justice system was in the
process of preparation, though the content of this new general justice reform was not
clarified yet. A project concerning the criminal legislation was conducted by
professor Ilmar Rebane, but it was strongly criticised because of its Soviet influence.
Chapter 9 of Rebane’s project report dealt with juvenile offenders (sections 70-80).
According to this project, the following penal methods could be applied to young
people of 15-17 years of age: a fine, community service work, arrest, and detention.
The court could also apply such non-punitive methods as counselling, mediation or
placement in a welfare, special health or special educational institution.

Rebane’s project provided a basis for the adaptation of the third, the Swiss
model, into the Estonian system. The point of departure of this model was to outline a
new law that would particularly regulate the methods of managing juvenile offenders
that were not included in the criminal and administrative justice system. (ibid.: 14).

The first attempt to reform the law concerning young offenders took the
German model as its basis, but the project was rejected in 1995 by the State Crime
Prevention Council of Estonia.

The second conception was to create seats for special juvenile judges within
the general court system, and later on to generate a separate juvenile court on this
basis. The judges with expertise on matters concerning juveniles were to handle the

cases of offenders of 10-17 years of age, and to have the right to impose sanction in
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regard to, for instance, their education. This conception was initially accepted by the
State Crime Prevention Council of Estonia 11 September 1995. However, after a long
debate the idea to create a new institution of juvenile court was also rejected.

The third conception was to create a special committee by local governments
that would handle the cases of young offenders and apply different non-punitive
sanctions on them. The most severe sanction - ordering a child to be sent into a
special educational institution - could only be implemented on verification by the
local court in question. All cases of juvenile offenders (except those that could be
solved either in the general administrative or criminal court system) were to be
discussed in these juvenile committees. The system had a resemblance to the Swedish
model. However, the system was based on the actual penal code. Presently, a new
penal system is under construction in Estonia. It includes radical reforms in criminal
legislation. (ibid.: 15)

Because of all the above-mentioned attempts to reorganise the justice system,
the special schools for delinquent youth worked without any legal basis. There was a
contradiction between the Constitution of Estonian Republic where it is stated that
detention could only be ordered on the basis of a court decision and the fact that there
was no organ with the juridical power to make decisions on sending minors to the
special schools, which meant suspending their personal freedom. As a temporary
measure, the Ministry of Education's made the decision to found a special commission
that was given the jurisdiction to order a young person to be sent to an educational
institution. The commission's decisions to order children to special schools were
justified by their problems in school. The decisions were made on the basis of the
Law on Basic and Secondary Education section 2,p1,2; section 21, p.2. (R.T.I 1993).
However, because the same law states that the parents of a child bear the
responsibility on both their education and the choice of school, parental permission
was also needed to order a child to be sent away (section 17, p.7; section 18,
21,p.3.3(2)). During the Soviet time parental consent was not necessary (Saar 1988:
48).

The new Juvenile Sanctions Act came into force in September of 1998 and
regulates the management of troublesome young people. According of the law
special, local governments must appoint special youth committees whose task it is to

handle the cases of troubled young people and find solutions for their problems. The
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committees have a system of nine different sanctions from mild to severe which they
can prescribe on young people to change their behaviour. The most severe of the
methods, ordering a child to be sent to a special school, can only be applied after a
petition to and the verification of the local court. About the details of this procedure,
see chapter 4.1.2.

At the moment, there are three special schools for troubled young people in
Estonia: two for adolescent boys - one for those with Russian origin and one for
mainstream Estonian boys - and one for adolescent girls. The institution for girls is
the place of my research: the K. School.

In the following pages I attempt to reconstruct the everyday operation of the
one of the three institutions, the K. School. I have divided the task into three
dimensions. Firstly, I reconstruct the physical space of the school and analyse its
significance in regard to the social activities of the institution. Secondly, I reconstruct
the main social actors (the residents and the staff), and thirdly, I reconstruct the social

activities at the institution.
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3. K. as a Notion - Institution and Village

“... Even buildings, clothes and consumer goods,
to the extent that human beings imbue them with
social meanings, can be ‘read’ as text and can be
analysed to discover the discourses operating

within those texts.” (Burr 1997:141-2)

In ethnographic research, “there are three major dimensions along which sampling
within cases occurs: time, people, and context.” (Hammersley & Atkinson 1983:46) I
begin with the last one: context. In this chapter, I attempt to describe the space where
the education and bringing up of the troubled girls of the K. School took place, but
first I would like to emphasis the importance of the following points with the words of
Hammersley and Atkinson:

“Taking account of variations in context is as important as sampling across
people._Within any setting people may distinguish between a number of quite
different contexts that require different kind of behaviour. ... This contrast is
an example of a more abstract distinction between frontstage and backstage
regions developed by Goffman” (1959:114-15, in Hammersley & Atkinson
1983:51).

Keeping these words in mind, I must point out that my research material is a
representation mostly of one context only, the K. School itself, and the roles that are
relevant in that. Another point that is very important to make is that

“...we must identify the contexts in terms of which people in the setting act,
recognising that these are social constructions not physical locations, and try
to ensure that we sample across all those that are relevant.” (Hammersley &
Atkinson 1983:52).

The description applies to the time I completed my fieldwork at the institution. I make
the point because certain circumstances at the school that were described as being
problematic may be resolved by now, such as problems concerning the sanitary

conditions of the school.
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3.1. Reconstruction of the Stage

The description of space is important for two reasons. Firstly, space is produced by
human activity, and hence tells a lot about this activity. Secondly, the same space may
have different meanings for different actors at different times, depending on the
relationship between the person and the space. The particular meaning which is
attributed by different actors to the physical space helps to understand the effect of
activity on a particular actor. In the following, I portray the space of the K. School as
I found it during my field work, and then try to reconstruct the meaning of this space

to other actors: the residents, mid-level staff and managers.

3.1.1. The Village

The village K. is well known in Estonia as the location of the institution. The school
stands in the middle of the village, which is situated in Southern Estonia about 15 km
away from a relatively large town. In 1997, the population of the village was 278,
which was 45 people less that in 1993 (323). The village has a higher ratio of women
than men.

The village community creates a complete world of its own around the special
school. Its development began when the institution was first opened on 1 October
1965. The school provided housing for its staff members for as long as they worked at
the institution. As a consequence, the institution and the village form a peculiar
whole: all the inhabitants of the village are somehow (directly or through their family)
related to the school.

A student of special pedagogy who did her practical studies at the special
school at the same time I was doing my field work there, characterised her feelings
about the institution and its environment.: “This village, this K. is itself a closed
world.”

I had very similar feelings about the place, partly perhaps it is situated in a
remote part of Estonia and is hard to both reach and leave. Only three buses a day
drove through the village, one in the morning, one around noon, and one in the
evening. Another bus route passed the village three kilometres away on a highway.

One has to plan trips in and out of the village carefully and in good time, and even
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then the bus does not always show up on schedule. If people miss the bus, they may
choose to hitch-hike or even walk the fifteen kilometres to the town. Once I ended up
walking the entire way because I was late for the bus and no car would pick me up.
On weekends the transport situation is even harder. There are fewer buses and other
traffic. Hence, without a car of one's own travelling to K. could be quite a problem, as
the student I mentioned above described:

“I was always afraid of being late for work. Quite often it happened that [

missed the bus, and had to hitch-hike. ... Once I came to the school by taxi. It

was quite expensive. I calculated that with the monthly salary I earned at the

school I could take a taxi four times... I was a part-time educator and had to

come to the school exactly four times a month.” (1.19.T.a.)’
There are different ways for the residents to travel to the school. When they come for
the first time, they can be taken by car accompanied either by an authority (a youth
police inspector, child-protection worker, or a children's home educator if the resident
lives in a children’s home) or their parents, and some girls even come alone by bus.
Every case is individual and depends on the particular girl and her situation. (In more
detail, see chapters 4.1.2. and 5.1.).

When one comes to the village, the first thing he/she sees is an empty building
near the road®. (There are also some other abandoned buildings in K.). In front of the
building, there are bushes and behind them, a dog on the chain who salutes all
strangers by barking. The K. School can be seen on the right hand side behind the
empty building. The school building is a former manor house that was destroyed in
the summer of 1941 during the war. The house was completely rebuilt in 1956-1957
on the foundation of the former manor house. Between 1957 and 1965, the premises
were used as a children’s home, then an industrial school, and after that a boarding
school.

On the left hand side of the empty building, a stadium can be seen - a big field
overgrown by grass surrounded by a fence that is broken here and there. A little
farther away there is a group of blocks of flats, where most of the staff of the K.
School live. The blocks of flats were built in the 1960s and 1970s and they express

the style of typical Soviet village architecture - a town-type dwelling zone, which

%1 learned later that the building was used as an accommodation for the teachers and other staff of the
first educational institutions in the village.
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were built everywhere in Estonia of the 1970s and 1980s. The buildings were three
stores high. The village's only shop and the post office were situated in one of the
buildings. The shop was small with only one shop assistant working there, and if she
happened to be sick, the shop was closed. Once during the time I spent at the village
the shop was closed for two weeks. Goods to the village shop were delivered once a
week, on Wednesdays. The shop only carried a small selection of everyday
necessities, and on Wednesday afternoons after the delivery there were long lines of
people queuing for their shopping. In April, the shop was renovated to be bigger,
nicer and more modern.

The next shopping place was three kilometres away, near the highway. Once a
week, on Thursdays, a small shop was open at the K. School - but only for the
personnel. At first, I thought that the shop was for the residents' use, but soon learned
that shopping was completely prohibited to the residents. If they wanted to buy
something with their own personal money that was handled by an educator, they had
to ask the educator to make the purchase.

There are some private houses in K. as well, but they are few and far between
from the centre of the village and do not form a complex. K. is a typical village built
during the Soviet time, and is very different from traditional Estonian rural villages
and farm land.

When, during an interview, I asked an old K. village inhabitant what she
would consider to be the most important characteristic of the village, she told me a
long story about the village's past as a home for educational institutions. The first
village school had been founded already in the 18" century. She attributed a special

role to the K. School, which to her was first and foremost an educational institution.

3.1.2. The Institution

First I have to explain the reason why I choose to call the institution by the name of
the K. Special School. I did not want to use the real name of institution, even though
the school is easily identifiable in Estonia because there is only one such institution.
Moreover, I use lot of documents as references (such as newspaper articles, television

broadcasts and Internet address), in which the real name of the institution appears.
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Nevertheless, I prefer to use this altered name especially because of the allusion to
Franz Kafka whose novels I thought of very often during my field work.

The school was opened as a special vocational school for young female
offenders. It was the only such institution for Estonia and Latvia. The school provided
secondary education, which was obligatory in the Soviet Union, as well as vocational
education. The residents could acquire a qualification in the occupations of a
dressmaker, knitter or gardener. There were three official objectives: to teach the
pupils according to the curriculum of ordinary secondary education, to instruct them
in vocational skills, and to provide them with a stable upbringing.

The youths were sent to the institution by juvenile committees, which were
staffed by the local Soviets. After completing the program of the institution, which, as
a rule, meant the attainment of a secondary school diploma, young women were sent
to a particular workplace, where the work collectives would supervise and support
them. The age range of residents was 14 to 18 years.

In 1990 the school was reorganised as the K. Special School, which now
provides compulsory primary education according to the Law on Primary and
Secondary Education of the Estonian Republic. According to the law, all children
have to attend school until seventeen years of age or until the completion of their
primary education (nine years at school). The residents of the K. School have ten
hours of vocational training per week, but they no longer have the possibility to
acquire a vocational diploma. The age range of residents in 1997 was ten to seventeen
years of age. The average stay at the institution was two years, which has remained
the same since the school was reorganised.

The K. Special School is an institution that officially belongs to the Estonian
state educational system, thus it is subordinate to the Ministry of Education. As long
as there was not a specific law that regulated the functioning of the institution
(between 1991-1999), decisions about the sending a youngster into a special
educational institution were made by a special commission appointed by the Ministry
of Education. However, at that time, children and young people were sent into
closed institutions without a court order. In essence, this means that such institutions
functioned on a quasi-legal basis. The institutions were financed by an appropriation

in the state budget, but there was no statute to regulate the funding. The new statute
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on the K. Special School was confirmed by the Minister of Education on 25
February1999.

During a period of seven years from 1991 to 1999, the official status of the
institution was tied to the Soviet system of the management of troubled young people
developed by Makarenko. He put priority on pedagogical methods in the process of
reforming the personalities of troublesome young people. At the time when the K.
School was opened, the management of troubled young people consisted of three
parts: control, care and pedagogical re-education. (The juvenile justice system in the

restored Estonian Republic was discussed more in detail in chapter 2.4.1.3.)

3.1.2.1. The School Building

The K. Special School is surrounded by a high wooden fence. During the day, the
gate is wide open. The open gate and the broken fence have a symbolic meaning,
which I came to know soon after I arrived at the institution. The managers and other
staff members repeatedly pointed out that the school is not such a totally closed
institution now as it was during the Soviet era, and this is particularly demonstrated
by the open gate. The open gate could be perceived as a metaphor of the openness of
the institution. The gate is closed at night and also when the girls had violated the
regime of the special school in some serious way. For example, once money was
stolen from the kitchen staff and nobody confessed as being culpable. The managing
staff declared that the school would remain closed until the money was returned. The
gate was closed and the residents could not leave the premises of the institution even
escorted by staff members. Hence, the open-closed gate is a peculiar method of
disciplining the residents, as well as a peculiar method of demonstrating the staft’s
powers. However, this kind of demonstration of power was not always very effective;
the gate remained closed for two days but was opened again even though the money
was never returned.

A gate that can be either open or closed is more of an ideological device. The
staff wants to demonstrate its good will towards residents by allowing more freedom,
and if the gate is closed it signifies that the girls are unworthy of the trust. In fact
whether the gate is closed or not has no real meaning for the residents, because they
are at all times kept behind locked doors and under the control of the staff. The doors

of the dormitory are locked, the doors of the school are locked and the door near the
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dining room is locked. The residents can only leave the main building or the premises
escorted by a member of the teaching staff or other personnel, or with a special permit
by the headmistress. In a peculiar way, the open gate in fact limits the free living
space of the residents in the sense that when the gate is closed, the residents could use
the yard more freely. On the other hand, if someone really wants to run aways, it is
possible at any time — as the fence is full of holes.

However, the open gate has an important symbolic function for the girls. It
seemed to be important to the residents to see the open gate from their windows.
When the gate was closed, it raised fear and nervousness among them. The reason for
this is probably the fact that the open-closed gate demonstrates the present stage of
the relationship between the staff and the residents. The girls become nervous seeing
the gate closed because it demonstrates the staff’s discontent with the residents, and
this also means that the girls’ access to other facilities is limited.

Whatever the real situation is seen to be, the open gate symbolises both the
will to appear more open and the accessibility of the institution to the
community/society. The public appearances of the school, such as television
broadcasts, newspaper interviews of the managing staff and the Internet home page,

speak for this will as well — and so does the open gate itself.

3.1.2.2. The Living Space and Living Conditions at the Institution

The living space of the institution is divided into four parts, which are associated with
three types of activity: the school for primary education, the workshop for vocational
training, the dormitory for sleeping and spending free time, and the premises
surrounding the school for walks escorted by a staff member. However, as a rule the
residents are rarely taken for walks -- if at all -- due to the lack of both time and any
real motivation by the staff members to do so. Walks also provide the residents with
ample opportunity to escape from the school during these walks, and this naturally
presents extra responsibilities and a possible risk for the staff members.

In official documents of the institution there are the following description of
the institution’s premises and buildings:

“The premises consist of 38.3 hectares of land, including four buildings, a

garden and a sports field. Part of the premises is at the disposal of a

subsidiary farm, which produces some of the food consumed at the school.
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The buildings:
1. The main building - a three-storied, former manor house, where the
administration rooms, the dining room, the hall and the bursary rooms are
located. On the left flank of the building there are classrooms, the staff room
and secondary rooms. On the right flank there is the dormitory with its
washrooms, the educators’ rooms and a school ‘clinic’ consisting of a
surgery, an area for procedures with dental and gynaecological facilities, a
physiotherapy room, and two in-patient wards with six and four beds in them
respectively, and washrooms.
2. The production building - a single-storey building linked to the main building
by a corridor. Here the workrooms, and classrooms with sewing machines and
looms are to be found.
3. The gymnasium, and its changing rooms and washing areas.
4. The accommodation area - a single-storey building, housing the workers’ own
rooms, an office and storerooms.”
It is interesting that this description does not mention the penalty rooms. There were
two of these at the institution: on the first floor of the main building, in the out-patient
section there is one called ‘isolation’ with a window made of special glass through
which the room’s occupant can not see, and the other in a separate building by the
gate without any window at all. There is no other furniture in these rooms, and the
resident ordered to confinement is given only a mattress and a blanket to sleep with.
For toilet needs, the girl is given a chamber pot which she must empty herself. When I
asked the residents what is the most difficult thing in K., they told me repeatedly that
this is the most humiliating thing in the whole punishment. The maximum time for
isolation was three days.

The exterior of the main building did not look all that nice from the front, but
from the back it gives an even more depressing impression. There once used to be a
terrace which is now totally ruined with steps overgrown with weeds and moss. The
remains of the terrace railings are broken and falling apart. In the words of a Ministry
of Education expert on special schools in Estonia during a meeting regarding another
project connected to special education in Estonia, “K. has a withered appearance” -
(It was a project carried out by special pedagogues in which I was invited to

participate (Kdgresaar 1999).
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A quite large area of land behind the main building, perhaps best defined as a
garden, is empty and unused. Behind the garden flows a big river. Here and there are
heaps of rubbish. The gives a similar impression of abandonment and disuse as the

school stadium described earlier.

3.1.2.3. The Dormitory

The residents live on the first two floors on the right part of the main building, which
form the dormitory of the school. The first floor is reserved for girls who are in the

ninth, or final, form, and the rest of the girls occupy the second floor.

Looking in from the entrance of the second floor, there were two long
corridors. One opened straight ahead and the other to the right hand side. Near the
entrance was an armchair and a table with a lamp and some books laying on top. The
books were for the night watch(wo)man to keep records on the girls, such as
information about missing girls, marks of who stayed at the in-patient ward of the
clinic or was ordered to isolation in the penalty rooms, who was visiting at home, who
had changed to another bedroom, the names of new residents, the names of girls who
needed to be woken up at night because of bed-wetting, or who had kitchen duty the
next day and had to get up early. The books often disappeared or were torn.
Sometimes there were just sheets of paper with the necessary information scribbled
on them. The table was accessible to residents.

This was the place where the educator on duty and the night monitor spent
their time. It provided a full view of the corridors.

Over the entrance door there was a bell which announced the times of all the
daily activities for the residents. The residents woke up to the sound of the bell, they
went to breakfast to the sound of the bell, they went to their school classes to the
sound of the bell and so forth for the entire day. The bell has a very loud and
unpleasant sound. I was constantly startled by this unexpected and sharp sound,
especially in the beginning.

There was also a little room for the educators’ use near the entrance of the
second floor. However, it was not easily accessible. Only a few educators had the key
to the room, and an additional problem was that even their keys did not always work
because the lock was often broken. I always had to ask one of the girls to come and

open the door for me, and they were quite crafty at this task.
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There was the toilet in front of the educators’ room. The wash room was
around the corner. The girls’ bedrooms were in rows along the corridor.

The toilets form a special area in the institutional space strongly connected to
the privacy of the residents. Erédsaari (1994) points out the significance of a study of
the use of specifically institutional spaces to clarify the relationship between staff and
clients. She emphasises that in official places which people visit for specific purposes,
staff and clients use separate toilet rooms. In the case of closed institutions, the
relationship between the staff and the residents becomes even more pronounced with
regard to how sanitary facilities are arranged. In the K. School, the residents’ toilets
could not be closed from inside. The staff was free to enter any time they wished. The
practice was explained by the general rule of the girls being under total supervision;
meaning 24 hours a day. However, despite the fact that most educators entered the
toilets randomly and without warning, the residents used the toilets for different kinds
of prohibited activity. Toilets were the places for smoking cigarettes and the settling
of scores and relationships with other girls.

On the first floor there were ten bedrooms, while on the second floor there
were nineteen. Each bedroom housed between two and four girls depending on its
size. One room was larger than others and shared by six girls. There was also one
single room.

The bedroom doors had glass windows. Earlier, it was not allowed to cover
the glass and the staff was able to visually control what happened in the rooms from
the corridor, but now the girls hang up towels to ensure their privacy. However, the
doors can not be locked and the staff on duty can enter the bedrooms whenever they
wish to do so. When the girls are nervous for one reason or another, they break the
glass windows time to time.

The names of the girls who live in the room are marked next to the door. The
residents liked to switch rooms and also frequently attempted to, even though it was
forbidden. The girls tried to find arguments to convince the educators of their need to
change rooms. Sometimes this worked out, but the staff did not like it when the
residents changed their living places. Obviously, the names by the door should also
have been changed according to the actual living arrangements, but this did not

always happen. Thus, it seemed that the names by the doors were mostly just fiction.
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As arule, the educator on duty informed the night monitor if a resident moved into
another bedroom.

The appearance of the bedrooms was plain: old mismatched furniture of beds,
nightstands, chairs, wardrobes, tables and mirrors. The rooms also looked very
different from each other: some bedrooms were clean and in order while other rooms
were dirty and messy. Many girls had houseplants in their rooms which made them
look a little bit nicer.

The furniture was old and often broken: the doors of wardrobes did not close,
the nightstand drawers did not open and so forth. One educator explained: “The girls
are so reckless. They cannot use things neatly, they break everything that lands in
their hands.” (1.17.R.a.) Another educator told me: “Before, the girls were punished
for breaking furniture, but now they do what they please. Our only carpenter isn’t
able to repair everything.” (I.2.B.c.)ii Many times when the girls were attending
classes, I saw the carpenter come to the dormitory to fix things; furniture broken by
the girls as well as other things.

Except for three of the rooms that were obviously redecorated more recently,
the wallpapers and the ceilings of the rooms were old and dirty. The ceilings are high
as expected in such an old building, and it was impossible for the girls to reach up and
keep the walls and the ceilings clean. In some rooms, there was evidence that the
ceiling had leaked. The poor condition of the bedrooms was frequently discussed in
the educators’ meetings, for instance in the following way:

(E=educator; M.= manager - both Estonians)

E.: Last time, when this Russian family visited a girl and I showed them her

bedroom [ was ashamed. It is so...(ugly).

M.: It is possible to repair some rooms. Of course wallpaper is very

expensive, but if the girls behave themselves and the educator wants... It is a

solvable problem ...” (111.4.)"

The conversation above demonstrates how the quality of the bedrooms was tied to the
girls’ behaviour. Another point of significance in this connection is the fact that the
organisation of repairing and redecorating the rooms meant extra work for the

educators.
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What surprised me was that in some rooms the beds were placed next to each
other, which the girls explained by being scared of sleeping alone. The staff did not
permit this, however.

In some rooms there were the personal belongings of the residents, such as
radios, tape recorders, toys and table lamps. In two rooms there were pets (guinea
pigs and multi-coloured rats). The most pricey private things (clothes, laundry,
jewellery, cosmetics, candy and other sweets from home, etc.) girls kept in a closed
room called ‘komorka’’. The room key was in the possession of the educators, and the
girls had to ask them to open it when they wanted something from the room. Despite
the security, things disappeared at times even from the ‘komorka’. The room was very
small in size, and the educators could not possibly know exactly who owned what.
Moreover, the room was in a similar disorder as everything else around it. For
instance, only two months after I first arrived at the school I learned that our
‘komorka’ was not only at our own use, but another form held their precious things
there as well. Because of stealing, the girls constantly had problems with the personal
things of daily use (caps, small electric water heaters). A special aspect of these
problems was that the girls had no money in their hands. If they wanted to buy
something, their only option was to ask an educator to do it. It depended on the
educator’s whim if she agreed to buy what the girl needed or not. This was also used
by the staff as an effective method of disciplining the residents, because the girls well
knew that an educator who was dissatisfied with the resident’s behaviour could reject
the girl’s appeal.

Of course, not all the wishes of residents were satisfied anyway. Smoking was
totally prohibited at the institution, and no educator would have bought cigarettes for
the girls. However, the girls traded things to get what they wanted. If some girls got a
hold of cigarettes, the others could trade something valuable or otherwise desired
from their private things. All kinds of trading, whether it was clothes of other things,
was forbidden, the girls found ways to do it and it was virtually impossible to know
what belonged to whom.

The institution had a laundry and also provided clothes for the girls if

7 “Komorka’ is a Russian word that means a larder or a pantry.
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necessary. When a girl left the institution, all clothes had to be returned. Even tights
were to be given back. Most girls, however, used their own clothes and did their own
laundry.

Both Russian-speaking and Estonian-speaking residents lived on the same
floors but in separate bedrooms. Mainly, girls who were in the same form shared the
same bedrooms. Every form had two, or more bedrooms depending on the size of the
form.

The sanitary facilities were insufficient. The number of the girls who lived on
the second floor varied between fifty eight and sixty two during the time of my
fieldwork, and there were only five wash basins, two toilets and no shower. Warm
water was provided by one hundred-litre water heater. The residents also did their
laundry in the same facilities. The only shower was in the in-patients’ ward at the
clinic. The girls could use an old sauna, but there was no shower either, only wash
basins. This was clearly not adequate for the residents to keep their clothes clean, and
some residents did not wash themselves at all, and often had problems with head lice.
I was shocked because it was the duty of the residents themselves to keep the toilets
and the wash rooms clean, but they were not given any detergent for the work and had
to use only water. This was particularly surprising to me because the staff members
repeatedly emphasised that cleanliness is a very important issue in bringing up girls.
However, there were residents, who really cared about their personal hygiene and
washed their laundry regularly.

There were also mice and rats in the building. The management admitted that
the sanitary facilities were poor, and said they were planning to renovate the toilets
and build a shower. As I came to know later, these plans were also realised. However,
I could not help noticing that the poor sanitary facilities did not seem to cause much
worry neither among the staff, nor the residents. One reason for such an indifferent
attitude towards what I considered to be a major problem can perhaps be explained by
the fact that many residents came from asocial families with much worse living
conditions compared to the inadequate sanitary facilities of the K. School.

During an unofficial discussion about the problem of rodents in the building,
one educator told me she prefers to have them alive rather than rotting from the
effects of rat poison somewhere under the floor. The other staff members agreed with

her.
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3.1.2.4. The School

On the left flank of the main building there was the school part, where the teaching
took place.

In 1970s, the Estonian school system began to use a so-called cabinet system
instead of each class having its homeroom. The cabinet system means that every
subject has its own classroom, and the pupils move from cabinet to cabinet depending
on what is the subject of their class. The K. School also had different cabinets with
facilities for the subject in question, and the girls had each class in a different room.
The classroom furniture was similar to that of the dormitory — old and tired. On the
walls there were slogans and quotations from famous people connected to the subject.
Most of the things on the stands on the walls were decorative and seldom changed.
There were many nice flowers and potted plants in the classrooms.

In the mornings the residents studied in different classrooms. However, every
form had their own supervising teacher, and did their homework in the cabinet of that
teacher’s subject under the supervision of an educator. My form’s own teacher taught
physics and mathematics, and so I ended up spending a lot of time in the physics and
mathematics classroom supervising the homework of my form students.

The classroom had several lockers with different kinds of teaching and
learning aids in them. There was also an old tape recorder and a TV set that were out
of order, and some other equipment the function of which I did not know. From time
to time, the girls tried to ‘repair’ the tape recorder: “These things don’t work any
more” - the girls explained to me. The other classrooms were more or less the same.
The classrooms of the Estonian teachers tended to be a little less decorated with
stands and pictures. One classroom was quite different from the others - it was the
drawing class. It was full of paints, sheets of paper and paintbrushes, and pictures the
girls had drawn or painted were hung on the walls. There was a nice working
atmosphere in this classroom. Drawing was the favourite subject of many girls. The
best of the girls’ pictures decorated the walls of the school’s corridors.

The residents had to clean the classrooms twice a day: first, after the classes
ended and then after the girls had finished their homework in the evening. One of the
residents was always on duty as the monitor. However, the girls often exchanged their
turns. To take someone’s turn as the monitor was also a possibility to earn something

— and most of the time it was a cigarette.
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The description presented above reflects my own sense of the space of the
institution in general. Without doubt, my perception of the place and its meaning for
me was different in comparison with its meaning for the residents and for the staff
members. [ was an outsider who had the concrete aim to make as many detailed
observations as possible. The K. School was a new environment to me, and as such an
extremely interesting place because the study of it was my work, my opportunity for
development and growth in my professional career and self-realisation. Coming to
that place and being there had a positive meaning for me; particularly in the
beginning. Despite the difficulties and fears I had, this place was of extreme interest
to me. It presented a challenge to me, and being there was my own choice. As I
observed and described the place, I focused my attention on details, which I thought
are important in order to understand how the institution functions.

The choice of details for description are perhaps tied to my preliminary
expectations and imagination about what kind of a scary place such an institution
could be. Firstly, I expected everything to be strictly regulated; after all, the K. School
is an institution based on the controlled education and upbringing of adolescent girls.
I expected a well regulated space with clear borders and disciplined order. I expected
that the space was designed to help in the socialisation of troubled adolescent girls,
that is, to teach them norms, rules, and discipline. Instead of that I found a space
which in itself was somehow unregulated. It reminded me of the buildings Kafka
described: if you open a door you can never be sure that behind that door is the same
room which was there yesterday. With a little fictional exaggeration, even the door
itself could disappear. The only thing that was stable was the fact that the doors were
locked and they were difficult to open even when the key was in your hand. However,
this description of the space expresses my attitudes, which also changed during the
period of fieldwork. I started to lose my interest in being open to new details in the
space, on the one hand, because of the difficulties in my relationships with the
residents; and, on the other hand, because of the difficulties in solving everyday
problems. I also lost the openness to perceive new details with the flowing of the
time. The place became ordinary, ugly and unpleasant to me, but after a while I got
used to it all. I noticed how my attitude towards this place changed during time. What
was initially extremely interesting eventually turned to be boring and in the end, even

hateful.
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3.2. The Actors Present the Stage: Metaphors of ‘Madhouse’ and ‘Home’

With regard to the dialogical character of language (see also chapter 6.1.), people use

different resources of persuasion such as metaphors, metonyms, synecdoche and

irony. Using tropes was long associated primarily with fictional texts, but it is

common also in ordinary everyday conversational texts, both written and spoken.

(Atkinson 1990, Billig 1991, Burke 1989, Chilton & Schiffner 1997, Gill & Whedbee

1997, Jakobson 1969, Titcher et al. 2000, etc.) Burke’s definition of metaphor (1989:

247-8) seems to be quite exact:
“Metaphor is a device for seeing something in terms of something else. It
brings out the thisness of that, or the thatness of this. If we employ the word
‘character’ as a general term for whatever can be thought of as distinct (any
thing, pattern, situation, structure, nature, person, object, act, role, process,
event, etc.) then we could say that metaphor tells us something about one
character as considered from the point of view of another character. And to
consider A from the point of view of B is, of course, to use B as a perspective
upon A.”

Gill and Whedbee (1997:173) notes upon the connections of metaphor with human

form of understanding and human experience:
“The fundamental form of human understanding is a metaphoric process, the
mind grasps an unfamiliar idea only by comparison to or in terms of
something already known. Thus the metaphoric language in a text presents a
particular view of reality by structuring the understanding of one idea in
terms of something previously understood. In this view of metaphor, it shapes
human experience.”

Chilton and Schéffner (1997: 222) point out the role of cultural systems where the

metaphor (and other tropes) is used, and the symbolic nature of tropes.
“Recurrent metaphors are embedded in languages and cultures and depend
both on the human conceptual system and on cultural systems. Selection from
these systems may be used to structure particular discourses, and to
reproduce those systems symbolically.”

The attitudes of the teaching staff and other personnel, as well as the residents,

towards the institution were different, and were often expressed through a
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characterisation of the place (the building, the dormitory, the area around the
institution, and the village). Two confronting metaphors, a ‘madhouse’ and a ‘home’,
were the most obvious expressions of these attitudes.

The two metaphors used by actors in their (re)presentation of the institutional
space are connected with each other, and express the symbolic meaning of the
phenomenon to the actor. The metaphor of ‘home’ is secondary to the metaphor of
‘madhouse’, and it seems to me that it appears primarily as the management’s
reaction to the other.

The metaphor of ‘madhouse’ has a wider cultural usage on total institutions
and systems. It was used by United States in reference to the Soviet Union (Gill &
Whedbee 1997:173), but also inside the Soviet Union. The meaning of the madhouse
metaphor was connected with the threat the Soviet Union posed from the viewpoint of
the Western world in the context of the Cold War. The Soviet people used it to
express the illogical character of the system. The madhouse metaphor used by the K.
School residents and middle-level staff has an analogical meaning. It was a metaphor
used only by people who were insiders of the institution (residents and staff). People
from outside did not use it. For the people who looked at the school from far away it
was an institution ‘like a prison’, and for those whose activities touched the institution
one way or another, it was a ‘safe place’.

In fact, in this connection also a third metaphor, ‘prison’, could be added.
However, because the prison metaphor was used primarily from outside the institution
rather than inside, I chose not add it to the other two. I certainly was interested in the
wider public opinion about the institution. However, I did not carry out a special
study on public opinion, but simply randomly asked some people from outside the
institution what they imagined the K. School to be like, and made notes of the words
which were frequently used in their responses. I collected these kinds of expressions
of attitudes from three categories of people. The first category consisted of people
(about twenty in number) who were not connected with youth work at all, and aside
from the actual existence of the school have little information about it. The second
category consisted of people who were connected with youth work and could send a
youngster into one of the reformatory schools, such as teachers, child protection
officers, youth police inspectors. They were five altogether. The third category were

young people themselves; primarily the residents of the K. School but I also had an
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opportunity to ask seven boys who attended a Tartu Russian school® and who were at
risk to become residents because of their behavioural problems, what they thought
about the K. School.

The data I collected shows that for the people who are not connected with the
educational system or youth work, the reformatory exists mostly as a strict punitive
institution. “It is a youth prison for girls”, “It is a school behind bars”, “I think, it is
a place with very strong regime”. The most typical answers were like these.

For those people who are responsible for sending young people to the
reformatory, its meaning is quite different: they see it first of all as a good option for
child protection and underline more the positive influence of control. “I¢ is not so
much a punitive institution as a place where the girls are at all times under control”
(from an interview with a child care inspector, Tartu). “In our situation at the moment
it is the only chance to save those children.” (a youth police officer). Another youth
police officer also pointed out the protective function of reformatories. She took a
negative example from her work about a young boy who had been killed: “If we could
have sent him to a reformatory in time as I had applied for, he could be alive now.”

For young people, potential residents, the K. School is a horrible place. “I¢
might be a terrible place”. Some of the respondents reacted to the question non-
verbally — they shook their heads and moved away from the person who asked the
question. In a word, for young people the K. School is an institution like a prison
which has a very strong regime, and the young people who are sent there are
‘criminals’.

Many of the residents mentioned how they were threatened by teachers and
youth police officers that they would been sent to K. long before it happened. It
appears that reformatory schools have an important role as a negative preventative
measure: They are places that young people should fear and dread as a prison, and
would do anything not to be sent to them.

It also became evident in the residents’ narratives that before they were
ordered to be sent to the institution, they saw it as a prison-like place of punishment
and were extremely afraid of it, but when they had arrived and became familiar with

the place, it became a madhouse to them.

¥ In the end of 1997, I participated in group work sessions together with a psychologist and these
seven boys. The boys, 14-16 years of age, had behavioural problems at school, and were at risk of
being sent into one of the special educational institutions for boys.
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The metaphor of the K. School as a prison was mentioned only once by a
resident when a girl asked me: “How come you don’t understand that it is_a prison
with its own rules” (I1.28.T.). The metaphors ‘madhouse’ and ‘madness’ I heard
several times a day: “I hate this madhouse!” (11.25.Z.), “Why do I have to stay in this
madhouse?” (11.12.0.), “For how long can I stay in this madhouse?” (11.3.A.), “This
is a madhouse, you know” (11.26.C.), ete.”

The two metaphors, ‘home’ and ‘madhouse’, created an opposite pair. Thus,
the metaphor of ‘madhouse’ was used by residents and middle level staff members,
while the metaphor of ‘home’ belonged to rhetoric of the managers.

The metaphor of madhouse was expressed in various ways. Most often the
institution was just named a madhouse (‘hullumaja’ in Estonian and ‘gypmom’ in
Russian). This ‘madhouseness’ was tied to other related notions, which expressed
specific behaviour of both the residents and the staff members: “It drives me mad”
(“Ajab mind hulluks”; “Mens 6ecum!”), “I go mad!” (“Ma ldhen hulluks!”) These
expressions were full of negative emotions, and were also uttered in a very emotional
way — loud and clear.

However, the institution’s peculiar madhouse attribute given to it by for both
the residents and the staff members was also connected with the notion of ‘own rules’.
However, the rules were quite different in comparison, for instance, to prison rules.
The picture of prison rules in above-mentioned extract imagined by the girls is based
on brute physical power: if one does not submit to the ‘bosses’ (within the hierarchy
among the residents) she must be punished (beaten up). The logic here is evident. On
the contrary, madhouse rules are illogical. They are constantly changing, and people
have no way of knowing what the actual rules are, or how they work. Nobody knows
the consequences of a given act, and a one-time reaction to a certain act is not
repeated but can be totally different the next time. One time an act leads to
punishment, another time it may be ignored, or the actor even receives praise for what
he/she has done. Unexpected reactions and behaviour are the main characteristics of
madhouse rules. he staff used the notion of ‘madhouse’ for instance in situations such
as: “Thank God I'm finished for today in this madhouse!” (“Jumal tdnatud,
loppetasin selles hullumajas tinaseks!”) “Now I go home from this madhouse”

(“Ldéhen koju sellest hullumajast.”); “What happens here? It’s a madhouse!” - when
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many girls yell together (“Mis siin toimub? Tditsa hullumaja!”), “Are you crazy?”
(“Bwvt umo, ¢ yma éce nocxoounu?”).

I myself used the metaphor of madness as an expression of surprise, and as |
was constantly surprised at the institution, I also used the expression daily: “One can
go mad here” (“C yma coumu!”, “Hulluks voib minna”).

The metaphor of “madhouse” was used in the following meanings:

e strange, unusual norms “Here everything is abnormal”(“Koik on siin
ebanormaalne”);

e unusual behaviour “She behaves as if she was mad” (“Ta kditub nagu hull”),
(“Tot yumo, ¢ yma cowna?”, “Coypena?”);

e feeling of inadequacy “I feel I'll go mad here” (“I uyecmeyro, umo coiidy ¢ yma
30ecb”);

e surprise “Are you crazy?”, “It is possible to go mad” (“C yma cowna?” “Kpviwa
edem!”);

e stupidity “I am foolish” (“Ma olen loll”);

e mental illness, psychological disorder, insanity (“We had never had so many
disturbed girls”).

A madhouse is a place full of mad people who behave abnormally. This can be
expressed not only through words, but through actions as well:

e anger, aggressive, uncontrolled behaviour expressed by a loud cry or attacks on
other girls without any reason,;

e Joud crying and laughter without reason;

e beating walls, tables and so on with hands and feet;

e convulsions;

e defecating in the isolation room’s floor;

e cutting skin on hands and feet (“I’ll calm down when I see my blood”).

Thus, madhouse is a strange, unknown world, which is simultaneously
dangerous and boring. People in a madhouse do not know what may happen, but they
know that everything that will happen is going to be unpleasant. People do not
understand this strange world, it is totally different from home, where everything is
familiar, safe and peaceful.

As I have already mentioned, the metaphor ‘madhouse’ (‘madness’) is widely

used in ordinary language as well. In regard to the K. School, it is interesting that the
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staff in general used the term in such a transferred, ‘metaphorical’ meaning, while the
residents used it also in direct meaning.

When the girls spoke about their illnesses, they did not use the word as a
metaphor: “You know I am this like.(Points at her head with her index finger.) The
doctor said to me that if I kill somebody I won’t be punished!” (11.1.K.a.), “I am sick,
I've been in a mental hospital several times” (11.3.D.b.)."

An especially interesting utterance is the following. During an evening
conversation when the residents spoke about things that happened during the day, one
girl told me: “I visited a psychiatric doctor today and he said to me that I will be sent
to the hospital in May. Oh, I will get rest from this madhouse!” (11.15.B.d.)." The girl
expressed a very interesting relationship between a ‘madhouse’ as a psychiatric
hospital, and a ‘madhouse’(nypmom) as a synonym for the K. School. One is
‘madhouse’ because there are sick people in there; the other because a person
becomes sick there. The reason for becoming sick is tied to the abnormal conditions
in the institute. Of course, the conditions are seen as ‘abnormal’ from the perspective
of the residents. What happens and how it takes place in the K. School is strange,
incomprehensible or difficult to understand, illogical and non-acceptable for the
residents.

The residents’ behaviour changed during their time stay at the institution. I
had the opportunity to be present when a few new girls first entered the school, and
observe them during a period of four months. M.’s story is a good example of this
kind of behavioural change. M. was a new girl at the school; she arrived the day
before I arrived. After two weeks, we noticed that something was happening to her.
She cried a lot and wanted to go home. She told us that she would never get used to
the life in the institution. “The girls are like they were abnormal- wild: they cry out
loud, convulse...” (IL9.1.b.)"". She was a very quiet girl in the beginning, but as the
time passed she became nervous. She ate a lot and always carried many pieces of
bread in her hand and pockets and gnawed at them continuously. She often laughed
out loud. She became more indifferent towards the staff and was increasingly difficult
to make contact with, and started behaving in a very demanding way towards her
parents.

When I was reading the personal dossiers of the residents, I had the chance to

follow also the development of other residents whose behaviour became increasingly
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problematic with time. Gradually, growing violence toward other residents was
mentioned particularly often. It was evident that the length of time a girl spent inside
the institution was in direct correlation to her worsening behaviour.

The metaphorical use of ‘mad/ -house / -ness’ by the residents was connected
with expressing something strange, violent, unexpected, boring, incorrect, abnormal,

299

and false. As an opposite to this place, the residents used notion of ‘home’”. Home
was something not connected with the institution. The girls never used the word
‘home’ when they referred to the school. For instance, they never said “Let’s go
home” after a walk, but something on the lines of “Let’s go to the house/floor!”
(“Lédhme majja, ldhme korrusele”). The middle-level staff used the same words when
they talked to the girls, and avoided using the word ‘home’: “Go to your bedroom”,
“Go to your place”, “Go to the floor”(“Mine oma tuppa”, “Mine oma

kohale”, “Minge korrusele”).

At the same time, the term ‘home’ was a widely used metaphor by the
managers. It was an expression of their wish to develop the institution in the future to
become a place that could substitute for the homes of the girls who were removed
from them. It was to be the ‘real’ home for the girls who were neglected in their
original homes, it should replace their homes, and provide protection, safety, warmth
and care. However, the managers also avoided the word ‘home’ when they spoke with
residents, but only used it when they were talking with each other. They knew that it
is risky to call this “madhouse” where the residents were confined as ‘home’.

For the managers, the creation of ‘home’ started with the renovation of
building. One of the managers told me that she is dreaming about a beautiful building
where the girls will be educated. However, this metaphor is also connected to other
related metaphors which referred to treating the girls and caring for them as mothers
do. (In more detail, see chapter 6.3.3.)

When the middle-level staff members visited an equivalent institution in
Finland, they also began to speak a lot about changing the school building into a
‘home’. This mainly meant re-painting the walls. There was one thing with regard to
the renovation and repainting surprised me a lot. The work was not started in the

actual living space of the residents, but in rooms which were little used by the girls

themselves. For instance, there were nice rooms meant for the use of a rehabilitation
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group for girls who would be leaving the school’. These rooms were redecorated long
before the end of the school year. At the same time, many residents had to live in
rooms which were in very bad condition.

Nevertheless, not every of resident disliked the life at the institution. On the
contrary, there were girls who were used to the regime and the life style, and had
good relationships with the staff and other residents. However, even these girls used
the metaphor of ‘madhouse’ in reference to the school, and avoided using the word
‘home’ about it. There were girls who in fact had no home at all, but even they
dreamed about the homes of their relatives where everything would be much better.
Only another institution, a children’s home, was not a rival to the K School. Those
girls who came from a children’s home never regarded the place as a ‘home’ and had
no daydreams about it. However, there was not one resident who would not dream
about one place or another, however inaccessible and far away, as a real home. There
was a girl in my group, for instance, whose mother was in prison, father lived in
another country and she had stayed in a children’s home before coming to K. She had
no relatives except for one distant aunt, whom she had visited only a few times during
her entire life. Now she called her aunt often, and spoke to me about her dream to go
and live with her.

The metaphor of ‘home’ meant for the girls a place other than the institution.
The ‘home’ was often idealised, and tied to people close to the girls. If there were no
parents, then the ‘home’ would be that of relatives or very close friends. The notion of
‘home’, as the residents used it in their speech, was connected with freedom and an
interesting, familiar and safe life. Naturally, the girls idealised their real homes, and
knew that, too. It was difficult for me to get them to talk about their homes. To the
question ‘What is your home like?’ they answered: ‘Normal’. However, what
meanings were attached to this ‘normal’ was hard to understand. If I asked the girls
what ‘normal’ meant, the answer [ would get every single time was ‘as other people

live’.

? The management had outlined a programme for those residents who had no place to go after they left
the K. School. This was the first time the institution provided a meeting place and other forms of
support to the girls. The programme was implemented only after I had left the institution, and therefore
I have not included it in my research.
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4. The Reconstruction of Actors

“... our identity and ourselves as persons come to
be produced by socially and culturally available
discourses. ... Discourses, provide us with
conceptual repertoires, with which we can represent

ourselves and others. (Burr 1997: 140-41)

In this chapter, I attempt to represent the participants of the institutional activities in
the K. School. The main actors are the residents and the staff. Because this research
focuses on the role of interactions in the process of managing troubled young people,
the following description is construed through self-presentation and presentation of
the ‘other side’ of the interactive partners. In the process of interaction, people
interpret not only the events and phenomena around them, but also their own personal
selves. Other people’s interpretations of oneself plays a specific role in this
construction of discourse about oneself. During the socialisation process (learning to
speak) a child simultaneously learns techniques of interacting, that is, shares the
defining and interpreting processes, and participates in the construction of his/herself
together with other people around him/her. Socialisation as the internalisation of rules
and norms continues through the adoption of ready meanings and ready
interpretations (interpretative repertoires, see Burr 1997:116-118). Self-identity is a
result of socialisation as a collective process that is based on the opinions other
people - socialisation agents - who transmit information /reflection to the subject of
socialisation about him/her.
“What is the self that the child recognises? It tends to appear as a third
person. He takes that form of the self which appears in the speech of other. He
is good or bad. That becomes the model for the child in building up his own
self.” (Mead 1982: 54) “The possessive as well as the personal pronouns
belong to the ‘me’; the self'is secondary. Others come into existence first of

all, and later one becomes aware of one’s self.” (Mead 1982: 56)
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Every person has not only one but many reflective interpretations about her/himself,
and based on personal experiences, sympathy, and so on, makes choices which result
in the creation of the ‘significant other’. The process of presenting oneself involves
such factors as the imagined expectations of the audience and the wish to reflect those
expectations, which both depend on the importance of the audience to one; one’s own
image about the role in which one presents him/herself; the current situation; and the
Meadian ‘significant other’. On the one hand, this is a voluntary process: one largely
decides what parts and aspects of him/herself he/she chooses to show or tell to the
others. In short, the child - or any person - is a product of a collective constructing
process, in which he/she is one of the participants.

Taking into account the process described above, I present the data as I
received and familiarised myself with it. I attempt to let the actors themselves speak
both about themselves and each other. I hope to give the reader the opportunity to
learn what the actors consider important to tell about themselves and their interactive
partners. However, one should remember that in this work, I am the one to whom the
actors told their stories. Thus, in addition to the actors' interactive processes, attitudes
and other demonstrations, also the relationship between a researcher and the
researched is significant here. However, I had, so to speak, a three-sided role in the K.
School. For the residents I was an ordinary educator, whereas for the staff members I
was both a fellow educator and a researcher, and for the management I was first and
foremost a researcher.

At the same time that I acted in the role of a researcher, I was also an active
participant in the interactions. I recognise my own active role in following
presentation of the scene, actors, and activity at the institution. To the reader I provide
the possibility to become familiar with the institution at first through my own eyes
and ears.

I have chosen extracts from both the actors' interviews and free conversations
when they speak about themselves, each other or the institutional activity, and
proceed from these descriptions and presentations which I have found to be either the
most typical or, in contrast, the most unique and unexpected.

I seek answers to the question of why people made the choice to give out the

particular kind of information they did about themselves, others and their activities.
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In addition to the self-presentations, I include information about the actors that
I acquired from public sources, such as official documents about the institution and
descriptions of institutions for troubled young people published by the Ministry of

Education. I treat this information as independent data.

4.1. The Residents

The official definition of K. School residents is: the residents are teenager girls under
seventeen years of age “who have broken the law or have systematically avoided
school, loitered, ignored moral norms, and require strict education” (Rajangu &
Meriste 1997: 32). In the new mandate of the institution, which came into force 25
February 1999, the K. Special Needs School is defined as a "school that offers
primary education, and where such pupils (female) who need special guidance in
education to complete their compulsory education are sent either by a
recommendation of the youth commissions with a verification by a court, or on the
basis of a court decision.” In an Internet web-side the school defines their residents
as girls (tiitarlapsed), who bear a grudge against the law.
(http://www.luunja.ee/~kaagvere/, 17.03.01, 754 b) In recent years, the definition of
the residents of the K. Special Needs School has become increasingly homogenous,
but the educational role of the institution has remained the same. It is tied to current
developments in the residential management of troubled young people in Estonia
along with the Juvenile Sanctions Act that came into force in 1998, one year after the
my fieldwork in the K. School for this study (this was discussed in chapter 2.4.1.3.).
The number of residents changed over the time of the field study. On 1
February 1997 the number of residents was 86, and by the end of May 1997 - 90. The
number of the residents fluctuated in the following way:
e 2 residents who had escaped and been missing for a long time were caught and
taken back to the institution
e 6 new residents were sent to the institution.
e 2 residents escaped in April and didn’t come back during the period of my
fieldwork
e 2 residents were discharged from the school just before the end of the session

(1997.05.14.) (The details about this event will be described in chapter 5.5.)
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One resident had the privilege to leave and return to the school as she pleased,
and I even am not sure if she was included in the list of pupils. Another girl, a
daughter of a member of the staff, attended the school at the time. However, she did
not stay at the dormitory but lived at home with her mother. All and all, it is difficult
to tell the exact number of the residents at any given time because the number
changed back and forth very quickly.

The youngest of the girls was ten years old. The average age of the residents
was 14 years. One-third of the residents were Russian-speaking and studied in

Russian language at the K. School, and formed their own community.

4.1.1. Naming

In the official Estonian legislation, children (persons under 18 of age) who have
special educational needs due to different kinds of learning difficulties (mental,
physical or behavioural) are named ‘deviant’ (‘hdlvik’), and the special needs schools
for them are named as ‘special needs schools for deviants’ (‘hdlvikute erikoolid”)
(Estonian Law on Primary and Secondary Education paragraph 4(1),(2),(4);
paragraph 16(2); paragraph 21(2),(3),(4) (RT I 1993). The Juvenile Sanctions Act
does not use the same term. The subjects of law are defined as minors (juveniles)
aged from seven to eighteen years who have violated either the criminal or
administrative law, compulsory education as it is prescribed in the Law on education,
or use alcohol, drugs or psychotropic substances (RKs RT I 1998).

The term ‘deviants’, or ‘delinquents’, is also used in the professional Estonian
literature (Aunapuu 1989, 1992; Peretsell 1997; Strompl 1996, etc.) A new term,
‘children with problem behaviour’ (‘probleemkéitumisega laps’) or ‘problem child’
(‘probleemne laps’) (Kraav & Koiv 1997; Korgesaar 1999; Koiv 2000; Laane &
Laane 1999; Laane 2000; Leino 1996, Strémpl 1998, 1999, etc.)'* appeared in the end
of the 1990s. Juridical literature uses juridical terminology such as ‘criminal
offenders’ and ‘juvenile offenders’ (Ginter et al. 2000, Kaugia 2000, Raska 1980,
Saar 1988, etc.)

' The using of such stigmatising terms was common also in case of disabled people. For example, the
Estonian Statistical Yearbook used term ‘handicap’ until 1998 and since 1999 started to use term
‘people with special needs’. However, it is not exactly clear whether this category also includes
children with special needs due to behavioural problems.
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In the K. School, nobody called the girls ‘deviants’(hélvik’) or ‘delinquents’
(‘seaduserikkuja’), even though the identification of the institution as a ‘special needs
school for deviants’ (‘hilvikute erikool’) is evident.

The residents call themselves ‘girls’ (‘tiidrukud’) in Estonian which is a
neutral name for female young people. In Russian there are some differences in
names. The Russian residents call each other and themselves ‘neBku’ - a low-style
word which can either be used to indicate that a young woman has reached sexual
maturity but is not married, as in old maid (‘B neBkax 3acunenacs’); to refer to a
parlour-maid in an old-fashioned, low-style way; or even to a (non-professional)
prostitute (‘Bcro Houb ipoBen y aeBok’). (Ozhegov 1983:139).

When the Estonian staff spoke about the residents, they primarily used the
term ‘child’, ‘children’ (laps) and also ‘girls’ (tiidrukud), or, more rarely, the word
‘plika’. The Estonian-English Dictionary gives the next English equivalents to ‘plika’:
“teenage girl (Am.sl.) teenybopper, flapper, (sl),(Am.fam) bobbysoxer, hussy,
huzzy...” (Saagpakk 1992:639).

The Russian staff almost never used the Russian word ‘pebenok’ or ‘metu’
(child, children) in the conversations among themselves about the residents, but
usually the neutral and polite word ‘neBouku’ which means ‘female child’ or the word
used also by the resident: ‘meBku’. In interactions with the residents the Russian staff
also used the ‘neBuenku’ (girls), but almost never the word ‘neBymika’ which means
‘young unmarried woman’, ‘young lady’. Referring to and speaking with an
individual resident, the staff used her last name. This is a prevailing practice in
Russian schools. Despite the fact that the Russian staff did not use the word ‘child’,
the attitudes of both the Estonian and Russian staff members were the same: they
perceived the residents as persons who were not able to take responsibility for their

actions, as well as were in need of care, control and protection; in a word, dependent.

4.1.2. Becoming a Resident: the Procedure of Sending a Minor to the
Institution

All of the residents were sent to the institution by a special commission appointed by
the Ministry of Education. The procedure of sending a juvenile to a special needs

school was prepared by the local child protection worker together with the child’s
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school and the youth police. In administrative terms, the procedure was considered to
be a change of school, and therefore parental consent was required. The commission
deliberated on the case of the girl in question on the basis of documents such as the
written parental statements, reports from school written by the girl's form teacher, the
last school report, and a personality description given by the child protection worker
and/or a youth police officer. All of these documents together with the decision of the
commission are filed at the institution. When I read these documents the style of the
parental statements caught my attention. They were quite similar to one another. A
typical text was written on the lines: “Please help me, I cannot cope with the
upbringing of my daughter any longer. She does not obey me, she runs away from
home, she disappears for long periods, she wanders around, she does not attend
school. She has bad friends, and indulges in alcohol.” Sometimes a phrase such as
“She stole money from home” was added.

After the new law was passed in 1998, sending a child to a special needs school
can only be done by court order (see chapter 2.4.1.3.). Such a severe sanction can be
used, for instance, in a case where a youngster has committed some serious offence
against the law. More minor behavioural problems, such as school truancy alone, is
no longer a sufficient reason to send a child to a special needs school. This also
signifies that the special needs schools are becoming more of correctional institutions.
Now, a large part of the residents of the K. School can be young female criminal
offenders, whereas before 1998 it was primarily young people with different troubles
and even problems that were the result of the life circumstances rather than directly
caused by the children themselves who were sent to the school. For example, conflicts
with parents could result in the parents applying for permission to send their child to a
special needs school. In the new situation, where a criminal offence is the primary
reason for sending a youngster to a special needs school, there is an expected
tendency that the resident body will become more homogeneous, and consequently
their management can be planned according to this homogeneity. During my
fieldwork, and years before, the residents were a heterogeneous group, starting from
neglected children at risk and ending up with very difficult criminal offenders (see

Strompl 1996).
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4.1.3. The Residents Present Themselves

The following data was produced during my conversations with the residents. In the
evenings when I was on duty in the dormitory (or ‘on the floor’ as it was called in the
vocabulary of the inside staff) the residents liked to talk with me. I was not an
exception among the educators: most of the girls were looking for opportunities to
have a conversation with staff members. The most preferred topic of conversations
with staff members were one or another of the current problems of the residents,
relations with other residents, or worries about their home and family. Otherwise, the
girls were agreeable to talk about whatever topics concerning their own life. During
these evening conversations the girls talked about their life before the K. School,
about their families and home, and told stories about their journey to the institution. I
usually had one-to-one conversations with the girls when there was a sufficient
amount of educators on duty, and the others gave me the possibility to have individual
conversations, which usually took place in the little educators room on the second
floor or somewhere in the corridor or in the residents’ bedroom, during walks and
other such private situations. The initiative for such conversations came from the
residents. I was actually surprised how much these teenager girls wanted to
communicate with adult people, especially when the communication was free from
condemnation and the adult did not use the opportunity to preach. During these
conversations, I proposed that the girls tell me what they themselves choose to tell,
rather than answer my questions. In my field notes there are 37 registered stories,
which are all different from each other: they vary from brief pieces of information to
deep and detailed autobiographical stories. These conversations lasted from a short
10-15 minutes to over an hour. With some residents I talked several times about the
same topic. Naturally, I had the chance to learn about the lives of the girls in my own
group in more detail, but also residents from other groups often sought me out for
conversations, particularly Estonian girls. I was surprised when the university student
of special pedagogy - that [ mentioned in another connection - who was at the
institution at the same time as I, told me in her interview that it was the Russian girls
who most frequently sought her company for conversation, and that in her opinion

Russian girls were more open to communication than Estonian girls. (The student
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herself is Estonian.) I had an opposite experience: many Estonian girls came to me,
who to them was officially a Russian educator, ‘for a talk in private’. One explanation
for this may be that both I and the student were outsiders (new workers), and even
more so to the residents from other parts of the school than were we primarily
worked; I for the Estonian girls and the student for Russian girls. This situation
guaranteed that there was a good chance for the conversations to be more informal,
'off duty', and free, without the risk of using the information the girls revealed about
themselves to others, or even against the girl herself. At the same time, this distance
provided the opportunity to mix a little fantasy into the story. This happened a few
times, but the fantasy parts were so obvious that it was not difficult to recognise them.
Some residents, for instance, described actions where they behaved in a very bold and
heroic way, or described their family members as eminent people. The exaggerations
with which the residents embellished their lives stories is an important part of the data
in studying their personality. I did not deal directly with this topic, which should be
the task of a school psychologist. When I suspected that that a story I had heard was
somewhat embellished, I later sought additional information by either reading the
personal case of the girl in question or asking other staff members who knew the
personal histories of the residents better.

However, in general the girls embellished their stories surprisingly little and
the exaggerations touched not so much the facts, but the details of the stories or
interpretations. On the contrary, they told stories about their lives before the special
needs school with ordinary simplicity. As a rule these were terrible stories about their
family background, about heavy drinking, conflicts, fighting, killing and suicide.
Many residents were orphans whose mothers had been murdered, committed suicide
or died from drinking. One fragile and tender young girl with big brown eyes
introduced her family: her mother choked to death on her own vomit, her father was
in prison convicted of murder, she and her younger sister lived with her grandmother,
but the grandmother was sick and the girl spent most of her time in the cellar with her
friends. Once the grandmother sent her younger sister to call her home, but when this
little 11-year- old girl came to the cellar the older sister was not there and her friends
raped her. The girl told about this event using the word ‘my friends’. It seemed to me

that this event was nothing extraordinary in their company:
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“My other friend raped his own six-year-old sister. He was 13 then and he

didn’t know that it is prohibited. But now he cares very much about his sister,

buys her everything: clothes and sweets.” (11.28.K.)"™"
It is important to underline the notion of ‘knowing nothing’ about the norms
according to which the children are assessed. Many girls spoke about that that they
only learned that certain things were prohibited when they came to the K. School.
Unfortunately, they receive such information together with strong negative
assessments given by the adults, who inform them that everyone should be aware of
what exactly the norms are, whereas not knowing ‘elementary moral norms’ is an
anomaly.

Fear for the mother’s life was often presented in the narratives of the residents,
as well as stories about the death of the mother. The girls often had a perfectly
reasonable basis for this.

In one example from the field notes registered as a conversation, a resident
tells the story of her mother’s suicide:

(R.= a resident; I.= the interviewer)

“R.: She (mother) was also baptised, but she made a big sin. (She wanted to

be the

godmother of aunt T’s daughter and that’s why she got baptised.) And then,

last summer she laid her hands on herself (committed suicide). My sister just

wrote that they went to the cemetery and lit a candle from me also. I told her
to tell my

greetings to mother (cries).

L: It was difficult time for you...

R.: Yes. I took her down from the loop a few times. She shut herself in the

bathroom,

like this... ‘What are you doing there?’ ‘Nothing, - she told. - I'm washing’

‘Ahha’- I thought, I understand. I opened the door with a pin. She pretended

that she

was going to wash, but ‘why do you need this rope for washing?’ And she,

drunk

like this, you know how it is happens? It was uncle V. who made her that

drunk. ... Twice when I found her she was already unconscious ...
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1.: So you didn’t live with your own father?
R.: I haven’t seen my own father since [ was two. ...He came to the
funeral...
L.: And the children’s home? How did you end up in the children’s home?
R.: After mother’s death we were staying at grandma’s. They said they’d let us
stay there until the 20" of August. But they came on 19. We ran away, but they
found us. Also later, [ ran away from the children’s home, or returned late at
night. I got back something like three o clock in the morning.... Sometimes I
was also drunk. And there was this educator, u-u-u a witch she was, she hated
me, she made me write explanatory notes. Soon I had too many explanatory
notes, and they sent me to K.’ ...” (IL1.N.)™

Another resident described her mother’s death in the following way:
II. (L = a resident; I. = the interviewer)
“L.: Could you take a letter to my grandmother, she lives near your place.
L.: I don’t know if it is allowed? ...
L.: Yes, V.V. always takes my letters when she’s going to the town. You can
read it...
L.: OK, just get it ready.
L.: I wrote it already, it’s true I have failed some times. My nerves are not so
good.
L: Tell me about yourself. Have you been here for long?
L.: I've been here for six months, from September... I didn’t go to school. ...
My father strangled my mother four years ago. He is a drunkard, I hate him.
First they concealed from me that it was father who killed her. They tried to
make me believe that my mother killed herself, but I know it isn’t the truth. ... 1
wanted to kill him many times. I tried to poison him with gas, put poison into
his vodka: ‘Take, daddy! Drink!’ But the last moment - no, I couldn’t do it.
L: You were right not to do it. I can understand that you wanted to pay him
back for your mother, but if you kill somebody it is the same sin. It couldn’t
help your pain.
L.: Yes I understood that. And he is punished by God - a cripple. He has

nothing:

108



no flat, nothing - homeless! As long as I was in the town I gave him some food,

but now...

L.: Where did you live after your mother’s death?

L.: I lived with my grandma.

L.: How was it there?

L.: It was fine. Only my uncle ... he beat grandma up. ... He demanded money

from her. I had to protect grandma. ...” (11.4.L.a.)"

When the girls explained the reasons for being sent to the K. School, they often
mentioned not attending school and running away from home. With regard to
problems in school, I expected to hear about conflicts with school teachers and
accusations of unfairness. However, as a rule the girls did not blame the school. They
admitted that they did not go to school because of different reasons: “I understood
that I had to go to school, but it was so boring there... I just didn’t want to go there.
Every day I told to myself ‘tomorrow’.” (11.9.1.a.)

Even when a girl told about being scared in front of a teacher, she saw that the
teacher had the right to punish her: “First I was late to the classes. We lived far from
the school. Then I became scared to go there at all, because [ was afraid that the
teacher would scold me for being late. So I stopped going altogether.” (11.15.B.c.) xi

Other Estonian studies give similar accounts about problems with attending
school (see for instance, Heinla 2001:98-9, Kadajane 2001:58-65, Laane 2000: 54-6,
etc.).

A girl, whose parents visited her many times at the institution and cared about
her a lot, told about her escape from home as if it were an occasional accident: she
drove with her friends to a cottage outside the city, and when she wanted to return,
they realised that the car had run out of gas and she had no money to take a bus.
Hence, there was no way to get back home that same night, and after that she was to
scared go to home at all. She had been staying with her friends for one and a half
months when the police found her and took her back home. She didn’t go to school
for about a year. When asked how it was possible without her parents finding out, she
explained that every morning she left home, but instead of school went to her friends.
To her parents, she showed a fake timetable, and to school she took a counterfeit
letter from her parents in which ‘the parents’ gave notice that the whole family was

travelling to Russia for a long period of time. Records in her personal dossier also

109



showed that she stole money from home and participated in group thefts. After she
was returned home by the police, she refused to stay and moved in with her boyfriend
(she was 14 at the time). Her boyfriend lived with his mother, and when I asked what
the mother had to say about her moving in, she answered that she had explained not
being able to go back home because she was at odds with her own mother. Such
stories and explanations were quite typical of residents who came from so-called
‘normal’ families; families with no visible problems such as criminal background,
alcohol and/or drug addiction or extreme poverty.

Another girl spoke openly about how she entered in a company of drug
addicts, stopped going to school, and how she finally understood that she could not
give up the lifestyle on her own. She herself asked to be sent to the special needs
school. There were three other residents who came to the K. School voluntary, but
this was not common.

Some of residents gave themselves very critical characterisations. A. was one
of the more difficult residents at the school. She terrorised other residents, didn’t
carry out her duties, did not submit to the school regime at all, and harmed herself for
the slightest reason. Once I arranged to have a conversation with her about her life
story.

(A.= a resident; 1. = interviewer)

L.: Would you like to talk to me?

A.: (nods her head yes)

L.: How long have you been here?

A.(she speaks sometimes clearly, sometimes very quietly and incoherently; she

is sprawled on the chair with her face turned to the wall): I don’t remember.

L.: Where are you from?

A.: From N (a little village), d’you know it?

L.: Yes, I was there once. There is a big institution for elderly people there.

A.: And a children’s home. ... I did a lot of bad things to those old people.

L: Are you from that children’s home?

A.: No, I lived together with my mother and stepfather. I have an older

brother, he’s studying programming (computer) in Tallinn, my older sister

also has higher education. My mom is a store manager, the stepfather —a
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manager of a firm. My own father killed himself when I was six years old. |
found him.
L.: Oh, that must been a very difficult time for you... And the troubles started
soon after?
A.: No, I was eleven when I started roaming around and drinking. All the bad
people found me. My friends were the worst people around.

. Do you want to be very negative?

.. Yes I like to be very bad, make trouble.

. What does it give to you?

. Ldon’t know, I can’t think of anything whatsoever.

.> Yes, I drank a lot.

L

A

L

A

L: You told you used to drink ...

A

1.: What is it that you want to escape all the time?

A:?

L: If somebody looks for ‘kaif’, it means that he/she feels the need to escape.

Do you know what it is you need?

A.: I need my own father.

L.: Do you think he had another possibility to solve his problem?

A.: Idon’t know. I don’t know anything about him. I just remember he was

protecting somebody, and finally he got into a fight - his face was all bloody...
: He was a good man.

. Yes, he was.

. What about your mother?

L
A
L
A.: Mother just can’t deal with me. I stole money from her shop.
L.: You are angry with the whole world...
A.: Only with O. I'm not really angry. I can’t fight her.
L: She is special.

A.: Yes, she is my best friend.” (11.3.A.a.) ™
In this presentation the girl describes herself as a troublemaker with whom nobody
can cope, and who does not actually know why she is like that. Her family includes
good people with high social status; she is proud of them, but she does not belong to
the world of her family. She belongs to the world of ‘bad’ people who, like she

herself, want to be destructive and behave badly. In her narrative, however, her
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personality is described in the passive: ‘All bad people found me’. To the question
why it this happened, she has no answer. She explains the reasons for such behaviour
with psychiatric problems and the inability to think.

What is the reason for such a self-presentation? It seems to me that she knew
very well what a ‘the delinquent girl’ is supposed to be like and presented herself
expressly as such.

Hence, where some residents were shocked because of simply not knowing
what is expected of a girl their age, others knew very well what is needed to make a
‘diagnosis’ of ‘delinquency’. A. lists the classic characteristics of delinquency:

e father suicide and young childhood trauma;

e lack of father and stepfather who is distant, as existing at all;
e mother who can not cope with the daughter’s problems;

e bad friends;

e using alcohol and other substances;

e mental problems;

¢ inability to think, low intellectual capacity;

e lesbian tendencies, etc.

This list could be continued further, but it is already long enough to show how
‘professionally’ composed it is. Could we speak here about a classic example of
secondary deviation, namely, deviant identity?

However, this is only one possible explanation. Perhaps A. wanted to test me
and expected help from me in her self-diagnosis. Maybe she tried to understand
herself and find an explanation for her behaviour and problems. She even gave me
tools to find reasons to her problems by, for instance, mentioning twice the story of
her father’s suicide. Residents at the K. School were well informed about the impact
of childhood traumas on personal development.

I had the opportunity to observe this particular resident for a long time and in
various situations. She was quite open and willing to communicate, and we spoke
with each other several times. Towards her schoolmates she was aggressive and
constantly got into trouble with the other residents, but this seemed to be more like a
game. The other girls were not scared of her and easily forgave her aggressive
behaviour. The general attitude towards her was rather compassionate. She often

showed her solidarity to girls who were punished. She expressed her protest by
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cutting her own skin. At the same time, she was happy and willing to communicate
with staff members, and the staff in general loved her and tried to give her as much
support as possible, explaining her problems with psychiatric reasons.

To conclude the residents’ self-presentation, it should be pointed out that the
most typical information the residents gave about themselves was their family
background. In general, the presented families can be divided into so-called normal
and troublesome ones. If a resident wanted to emphasise that she comes from a
‘normal’ family, she pointed out her parents’ social status. This was expressed as
having good jobs, meaning sufficient income and higher education - prestige.

The education level of the parents was an especially important indicator of
social success and the ‘normality’ of a resident in the K. Special Needs School in its
capacity as an educational institution.

In terms of Estonian history, the important role of education can be explained
on the one hand though the Lutheran religion, which made education compulsory; and
on the other hand, by the fact that since there never was an Estonian nobility to form a
social class with a high social status by birth, the only way to achieve such status was
through education. In the Soviet Union, the role of education was also highly valued,
which was expressed, for instance, in obligatory secondary education. Matza (1989)
speaks about the role of education in the competition between the two superpowers.
The significance of education in aspiring for personal success was thus preserved in
Estonia also in the Soviet context.

After the restoration of independence, the notion of the importance of
education in order to manage better in society continued to exist. Many people
experienced that even a high university education was no guarantee for a good job,
but this did not make them value education any less. This is reflected in the residents’
self-presentations through their families.

The other attribute of ‘normal’ family is the absence of substance abuse: “My
parents don’t drink or smoke...” - is a typical characterisation of normal parents.

In the descriptions of the girls, the parents in a troubled family are poorly
educated, are unemployed or have low-paid jobs, and have problems with drinking,
smoking and tendency towards criminal behaviour. Family problems and worry about
family members were a common reason for the girls to initiate conversation about

their family members, and particularly so when they were concerned about their
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mothers. It is my belief that by speaking about the difficulties of family life the
residents tried to find explanations for their own problems and trouble-making
behaviour.

The fact that most of the professionals working among children often ask
details about a child’s home circumstances when he/she is in trouble may account for
another reason why the girls spoke so frequently about their family background. The
residents’ emphasis on the role of their family life in their situation can perhaps, at
least to some extent, be assigned to professionals, such as child care workers and
teachers.

The general approach in traditional childhood studies, which has been adopted
also in Estonia, focuses on the family environment as the most important thing in
everything aspect of a child’s life. Not one study has left the family and home
circumstances of troublesome children without any attention. (Farrington 1999,
Heinla 2001, Kutsar 2000, Qvortrup 1991, Tiit 2000, Toomberg 1995, etc.)

One more reason for the residents to speak so willingly about their family is
their homesickness. When an adolescent is placed in a closed institution and often
violently separated from his/her family, the importance of the family grows.

In the narratives of the residents whose families had no particular problems
(when a girl conceived of her family as a ‘normal’ one), the girls themselves appear
as the troublemakers which, for one or another reason, is directly linked to their
personalities. I found that when the girls emphasised the ‘normality’ of their family
where everyone has a successful status in society (parents and siblings with higher
education, ‘normal’ behaviour, etc.) they expected me to be explain why they were
the different ones. By giving their own interpretations about the reasons for their
‘deviation’ they tried to test some concepts through me. In this case, the most typical
was the explanation of problems due to mental health problems: ‘I am mad’, ‘I am
stupid’, and so on, or because of an inborn negative personal quality. This also
becomes apparent in other Estonian studies of troubled young people in which the
residents of a reformatory institution are compared with so-called normal children
(see Kraav 2001:101-126, Koppel 2001:97-109, K&iv 2001: 129-132, Rédsk
2001:110-118, Vigel 1996:96-99, etc.).

When the residents assessed their families and lives, the impact of the

professionals, mainly the staff of the K. School, was clearly apparent. The longer a
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girl had stayed at the institution, the more she used ‘correct’ terms of evaluating her
family life, whereas upon arrival the most used attribute given for the family was
simply ‘normal’. I found that girls who had recently arrived to the school spoke most
honestly about their lives and families. They spoke openly and in simple terms about
events which later, when the girls faced the societal assessment of their situation
through the staff, began to seem lopsided also to them. Evidently a child who has no
knowledge about the general rules and values of the society accepts her/his family life
style as the only ‘normal’ kind. The encounter with the general rules and values of
wider society produce in this case not only the process of resocialisation, but also
deepens the conflict between the child and the society.

The most important information about the relationships inside the family
appear to be the lack of them: parents do not speak with their children or share their
lives. Children often seem to be only dependants that the parents are forced to take
care of, namely to try to meet their material needs (food, clothes, accommodation).
Only a few individual girls told me about collective activities with their families. One
girl cherished making pancakes together with her mother as the fondest memory of
the relationship with her. The children of parents with a substance abuse problem in
fact had more opportunities to relate with them, but in the wrong way round: the roles
of child and parent shifted and the children were the caregivers for the parents.

The residents often mentioned school truancy as one of the reasons for being
sent to the K. School. School problems in general largely referred to skipping school
or not attending at all. The girls’ explanations about why this happened varied from
one to the next, but the most typical answer was that there were other places much
more pleasant and interesting. Most of girls felt they could not cope at school: they
had difficulties in acquiring academic knowledge, saw themselves as different from
other children and were bored. School was a strange world where they felt alienated
and lonely, receiving no support from anybody and generally feeling that nobody
really cared one way or another'".

One issue is missing from the presentations of almost all residents - their

relationship with the K. School. In general they identified themselves as K. School

' See, for instance, the descriptions of the process of exclusion from school in Kadajne 2001. Kruus
(1998) writes in her bachelor’s thesis about the negative attitudes of school headmasters and form
teachers towards pupils who return from special needs schools and want to continue their education in
an ordinary school.
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residents, but the institution’s potential capacity as an opportunity to solve their
school problems and learning difficulties seemed curiously distant. Some resident
spoke about the importance of receiving education, but this sounded more like
repeating other people’s words. It appeared that education for them was something
very far away from the present, and in their minds not necessarily of concern in their
future. They used expressions similar to those of teachers about the importance of
education (“‘People have to have primary education’), but they could not explain how
education could be beneficiary to themselves. My belief is that the reasons behind this
phenomenon concerned the institution’s main function being corrective; the emphasis
was not on the

primary education but control and protection, the resocialisation of adolescent girls
with social problems. The schooling was thus a method of managing the residents.
There were connections between education and the resocialisation of troubled young
people that spring from the Soviet concept, which considers resocialisation as a
process of teaching. This idea reappears later in the conceptions of the staff about

their work and the aims of the institution.

4.1.4. The Staff’s Narratives of the Residents

In the introductory part of this chapter I underlined that what people think and talked
about with each other is an important part of interaction. If we take the social
constructionist notion that individuals are produced during interactions as the point of
departure, the following description of the staff’s narratives of the residents should be
observed as relevant knowledge both about constructing girls’ troublesomeness as
well as the aims of the operation of the institution.

The favourite topic of most of the staff members in their discussions with me
was their pupils. They preferred it to other topics, such as discussions about the
managers, the school problems (what to do and how) or their own work procedures
with the residents. However, this did not apply to the entire staff, there were also
teachers and educators who spoke openly about their working practices with the
residents and how they would like to see the school reorganised. The residents’
personal histories was the most common topic in our free conversations. As they were

telling about the case of X. or Y. the staff members characterised her in detail or
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attempted to find explanations to the girl’s behaviour. In my field notes there are
about a hundred such narratives of the staff members. They form the basis for the
analysis I attempt in this chapter.

The stories and especially the characterisations of the girls were told during
free conversations in very different situations starting from the occasional encounter
(in shop line, for instance) and ending with long interviews.

These narratives tell not only about residents who were in K. School that time,
but also about examples that were the most typical or, on the contrary, unique cases.
The narratives greatly vary in the amount of details they provide. Some of them are
brief remarks, such as the story of a former resident who was a very wise girl and
tried to cope the best she could, but her mother was an alcoholic and some years later,
after an unhappy marriage, she herself also started to drink.

There were four distinct characteristics in the staff’s narratives about the
residents. First of all, the staff spoke remarkably openly about the details of the
residents’ private lives and assessed their personalities, and secondly, they possessed
a vast amount of information about the girls’ private lives.

Thirdly, they had a firm belief in their own characterisations of the residents’
personalities.

The fourth feature was the conviction in the opinion that institutions like the
K. School are needed in Estonia. Most of the staff members were assured that the K.
School is the best possible place for such girls, but there were also pedagogues who
thought that not all the residents who were in K. at that time belonged there.

“I think that some of our girls don’t need such a strict regime of education.

Their problems have more to do with their families than themselves. I think it

is not right that they were referred here.” (1.1.A.c.) ™
When the staff members spoke about the residents they used quite similar techniques
of narration. One feature was a characterisation of the residents in general, that is,
what is common for ‘this category of girls’. Another feature was giving an example of
a resident or residents who were either typical or exceptional in comparison to a
‘normal K. School pupil’. The third feature was telling the life story of a particular
resident and her family, which the staff often sharply criticised. The fourth feature

was telling stories about incidents and activities in the K. School.
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The staff’s attitudes towards the lives of the residents before they were sent to
the institution followed the same general lines. The blame for the girls’ problems was
largely put on their parents and other adults responsible for their upbringing rather
than the girls themselves. The majority of the staff members frequently expressed
their feelings of pity towards the residents. They also spoke about the specifics of
difficulties concerning adolescence and the impact of heredity on deviant behaviour.

As I mentioned earlier, the life stories of the girls previous to their arrival at
the institution was one of the most preferred topics of the staff’s narratives about the
residents. These stories were told with a detailed narration of the girls’ family
backgrounds, and the parents were often harshly criticised. Sometimes the blaming of
the parents went on even in front of the residents. The fact that staff members felt free
to speak about a residents’ families in front of them in a disrespectful manner is an
example of typical institutional discourtesy. The often heard ‘Why didn’t your mother
teach you that?’ 1 saw as extremely inconsiderate, and can well understand why the
residents resorted to the offensive counter-question ‘How should I know why she
didn’t?’ Moreover, one of the most common complaints of the residents concerned
staff members saying ‘bad things’ about their parents. This was recognised by the
management, who in turn reproached the mid- and low-level staff for such behaviour.

The oft-heard question of the staff quoted above indicates how closely they
link the process of bringing up a child with teaching and learning. To socialise a child
means to teach him/her. I return later to the notion of how the socialisation as an
educative process is expressed in verbalised transference of skills and knowledge.

However, for now I stop at the staff’ narratives about the lives of the residents
before they came to the K. School. The following quotations are from my field notes
and staff interviews:

“J. had a very difficult childhood. Her mother is drug addict and also her

grandmother is an alcoholic. She ran away from home many times when her

mother had orgies in the house ... ”(1.5.E.f.);

“P. had normal parents, but her father died in an accident when she was only
a baby and her mother was left alone with two children. The grandparents
took P’s brother to live with them and brought him up. He is a very smart

young man now. The mother moved to a big city with P. where the mother
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soon met a man and got remarried. But the guy was an alcoholic and taught
her to drink, too... P. has a diagnosis. There is a suspicion that this man,
whom she calls ‘daddy’, raped her. She never told about it happening, but
there is reason to believe so. The living conditions at P.’s home are terrible.
Every time when she comes back from a visit home, she has head lice or
scabies. P. also has a younger brother from mother's second marriage, and he
is sent to a boarding school .... P. is always worried about her family.”
(I.5.E.d.)

“L.’s mother died. She needs a lot of attention, but we don’t have enough time
for everyone. All the girls here need attention, for instance the twins - their
mother died when they were born, so they never had their own mother and
grew up in a children’s home.” (1.5.E.c.) ™

Stepfathers appear to be another problem connected with home that the staff speaks a
lot about.

“Mothers don’t want give up those men. I don’t know why are they so much
attached to those men. They are better off sending the child away from home.
This happens especially when there are conflicts between the stepfather and
the child, and even more so if the stepfather is much younger that the mother.
... There are also cases when the stepfather sexually abuses the girl.”
(IL.11.K.a.)"

The staff recognises that the residents’ life in general has been difficult, sometimes
even painful because of family relations. Only one staff member expressed her
disbelief that the residents’ hard childhood was the reason of their behavioural
problems:

“... I had a very painful childhood. Maybe if it wasn’t so difficult I'd think
that our girls are victims of a hard life. But I know from my own experience
that a difficult childhood can work the opposite way and make a person very
diligent and decent...” (1.2.B.b.)"

However, the residents are assessed mostly quite critically when the staff talks about
their lives and behaviour inside the institution. As a rule these are stories about the
breaking of school rules, organising escapes or getting into trouble in other ways. The
first story I heard on my very first day at the institution, for instance, was a story

about how the Russian girls had organised a collective escape from the school:
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“It happened on a Saturday when the girls go to sauna. The Russian girls
made sure they had the last turn. When they went to sauna, it was already
dark. The idea was that at first the new girls should run away and the older
girls - the originators - pretended that they would go after the runaways, catch
them and bring them back. We know very well how such things are organised.

It was P. who organised the whole thing, she is a very bad girl, by no means is

she going to submit to the school regime.” (1.1.A.a.)™"

The staff’s assessment of the residents varied according to what particular phase of
the girls’ lives they referred to; before, in or after the institution. When the topic was
the home circumstances, especially in a case of a troubled family, the tone was
generally compassionate towards the girls and accusatory towards the parents. When
the staff spoke about the future prospects of the girls, they expressed worry and
concern. However, when the topic of talk was the residents’ behaviour at the
institution, the assessment was negative.

The most typical characterisations of the residents given by the staff were the
following.

First, from the staff’s point of view, especially if the staff member is also a
schoolteacher, the most important qualities of the residents were their intellectual
capacity that is demonstrated in their ability to learn:

“They do poorly in their studies,” “They can not understand anything”,

“Their logical thinking ability is very low now” (1Y
The intellectual backwardness is explained by the staff as a result of parental
negligence and the fact that the girls have not attended school for a long time.

Second, besides the intellectual characterisation, an important topic of the
staff’s narratives was the residents’ relationship with cleanliness and order:

“Oh, they are so slipshod”, “I told her several times that she has to wash

herself, but she is such a dirty girl”, “Yes, we make them clean their rooms all

the time, but if we didn’t do that, they’d never tidy up, they are just so very
lazy! Yes, their nerves are also shot”. (1)™
For this sin of messiness, the staff was prone to blame the parents who did not teach
the girls to keep their surroundings neat and clean.

Third, a common complaint was that the residents showed no gratitude:
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“They are never satisfied with anything. You can give them everything, but it
is never enough.” “You can give them your whole soul and they’ll spit on it.”
(L™
Fourth, a very typical characterisation was that the girls were always lying. This was
emphasised as an expressly female trait (about the gender issue see more in chapter
5.4.):
“You shouldn’t believe them, they are not used to tell the truth”, “They tell
you whatever comes to mind”, “You never know when they are cheating you”,
“Boys are more honest. You can trust them more. ...But a girl can promise
you God knows what looking you straight in the eye, but in reality you can

i«

never know what is in her mind. ...”, “They will use you for their own benefit.”

(I.)XXi
Fifth, this kind of general characterisation also included some infantile qualities:

I TS

“They are always expecting presents”, “They like ice cream and candy”,

“They like holidays and parties”, “They are like children, ... in fact they are

children.” (1™
Sixth, some of the residents were described as spoilt and pretentious:

“She thinks everything should be exactly as she wants!”, “At home she got

used to getting anything she wanted and now she gets upset by this situation”.

(1) i
Seventh, a new issue was the residents’ health. It appears that after the restoration of
independence, the residents tend to get ill more often. “We 've never had as many sick
girls as now.” The health problems were mostly of a psycho-neurological nature,
which the staff connected with increasingly difficult life circumstances of families,
such as growing poverty and stress that are reflected in children. (About this problem
see chapter 4.1.5.)

The problems of the residents listed as they appear in the narratives of the staff
are tied with the general official objectives of the K. School, and to some extent
explain the difficulty of the staff’s work. The main aim of the institution is to provide
the girls with primary education. It is evident that a pupil who has a low intellectual
capacity and is seen as backward is difficult to teach. Certain problems of a

biochemical origin, such as some health problems, which are difficult or impossible to

change, were often mentioned. One interesting explanation given for the girls’
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problems and qualities was their gender. In the narratives of the staff, girls the same

age as the K. School residents have specific qualities that can not be changed, but

only controlled.

The other points are tied with someone else’s work that was poorly done.
Parents, particularly mothers, did not teach their daughters to behave themselves, take
care of their personal hygiene or keep their living environment tidy.

How to teach a neurotic adolescent with a low intellectual capacity and who is
neglected by her parents? Too many mistakes were made with those girls, they are too
difficult to cope with, it is impossible to teach them. The emphasis that the staff puts
on these kinds of difficulties can be perceived as underlining the hardship of their
work. Moreover, they must keep in mind that they are dealing with children who need
nurturing like any other children.

A very important topic in these narratives was the future prospects of the
residents. In this regard, the staff was very sceptical and spoke with fatalistic
resignation: “What can we do? We can only hope that everything will go well.” One
teacher characterised the girls’ future prospects in a following way:

“Their fate is like this: only one-third has any family to go to. One-tenth will

get a job, one-tenth will marry and all will be well. But the others? Who wants

them? Who needs them?...” (1.2.B.d.)™"

It was a general opinion among the staff that nobody needs or wants the residents

after they leave. This not only justified their work with the girls, but also gave it a

high value. The staff saw that the time the girls spent at the school was the happiest

time of their life because the institution provided them with the ingredients for a

happy childhood: food, clothes, warmth and rooms — in a word, ‘home’. The girls

who did have a family of her own needed to be controlled in the institutional
environment of the K. School because of their ‘stormy adolescence’.

To conclude the staff’s narratives about the residents, two main approaches
can be found:

e Understanding the residents as children. They are victims of circumstances, bad
living environment, family background, parental neglect, and biochemical
processes whose futures are at risk.

e Discontent with the result of the circumstances, that is, with their character and

behaviour that is problematic requires correction.
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4.1.5. A New Kind of Resident

The staff mentioned that the current residents were different than previous years. Two
extracts from interviews with teachers demonstrate how the population of the school
has changed:
1.
"We’ve never had so many seriously disturbed girls as nowadays. There were
difficult girls before too, but they were just behaving badly. Now you cannot
understand what’s the matter with them. And the adults have to respond to
them somehow. Take A. for instance, she is absolutely irresponsible and
unmanageable. Yes, the girls now are so very high-strung. A. reacts so
ferociously to the slightest problem...
Then, her functional literacy skills are very poor. She can’t understand
anything. She can memorise, but thinking logically is very hard for her...
They cannot understand why they have to study. Some of them even think that
they are too smart...
Before, the girls were older and we had a secondary school - they had a
different level of ability. Now, they are much younger and have many gaps in
their knowledge, they are incapable and inadequate...
Domestic circumstances have an impact on the children as well. If their
parents are unemployed or have lots of other problems they can’t cope even
with their own lives and have no energy to take care of their children...”
(I.12.G.a.)
2.
“You know this new girl? Can you imagine, she is twelve and doesn’t know
anything about the seasons! She can’t read a thing...
I thought I would like to attend a course for elementary school teachers
because I don’t know what methods to use in teaching this kind of a backward
child. I am just an ordinary school teacher... Previously, we had smart girls ...
They were also older: the average age was fifteen to sixteen years, but now

some girls are only ten. What can you do with them? Now, P. is the only
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clever one, but she is very disturbed. I don’t know how she will cope with her

life in the future. She uses drugs.“ (1.7.L.a.)™"

The staff narratives indicate the following differences in the characteristics of
residents. Residents:

e are younger than before

e have more health problems

e are neglected

e have low intellectual capacity

e have a low educational level

e are backward children

e have no motivation to study

e possibly use drugs.

This list moves the emphasis on the personal responsibility of the adolescents
to a different dimension. Something (illness) or somebody else (parents, community,
school, the child protection system, the whole process of social changes in the
independent Estonia, etc.) is responsible for the girls’ troublesome behaviour. All of
this is the basis for the new attitude of the staff towards the residents. These girls are
not guilty, but they are victims. When a child has behavioural problems (‘they were
just behaving badly’), the teacher, using pedagogical methods, can discipline her. If
she is a victim she evokes compassion, but for whatever reason, they are a /s o ‘bad
girls’ and “nobody was sent here without reason”.

Hence, on the one hand the girls are not responsible for being disturbed, but
on the other hand their behaviour is deviant. As victims they have to be protected and
cared for, as offenders they have to be punished, and when they are ill, they need
medical treatment. The teachers and educators are not trained to deal with an ill,
neurotic child who has been neglected by her alcoholic parents, and who is now
torturing other girls, organising break-outs from the school and wreaking other havoc.

Children with learning difficulties also require knowledge and skills which
‘an ordinary school teacher’ does not possess. The staff has no training in dealing
with drug users. (On the new kind of residents and the changing of staff attitudes
concerning this see also Strompl 2000: 33-34).

The data I produced between October 1993 and April 1994 at the K. Special

Needs School for my master’s thesis demonstrated how rapidly the changes in the
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residents’ specific characteristics had taken place'?. The material is based on the
semi-structured interviews of 58 residents (Strompl 1995: 31-2).

The average age of residents in 1993-1994 was 15 (40%) and 14 (26%), and
the youngest resident was 12 years old (ibid.: 31). In 1997, the largest age group was
14 (39%) and 13 (30%) and the two youngest residents were 10 years old.

In 1993-94, the residents described their problems at school before being sent
to the K. Special Needs School as learning difficulties, bad school reports and
skipping school, whereas in 1997 the biggest problem with schooling was school
truancy (a long-term absence from school). In other words, individual problems at
school were replaced with serious gaps in education or no schooling at all.

The third dramatic change that came up in comparing the two databases was
that in 1993-94 the girls reported smoking cigarettes (81%), drinking alcohol (40%),
using toxic substances (35%), and illegal drugs (9%) (ibid.: 53-4), but by 1997 the
problem of drug abuse had risen to serious proportions.

Summing up the representation of the residents, I want to underline the
significance of the two approaches: how the girls present themselves; and how they
are represented by the other participants of the interactive processes - the staff. As a
result of the representation, it became evident that the underlying reasons for the
problems of the residents extend far beyond their personal deeds and behaviour. The
girls need special education because of a wide range of intricate social problems,
family relationships and problems concerning their health and education. Especially
the staff’s introduction of the ‘new type’ of resident demonstrates that these
troublemaking delinquents are more often children amidst a multiplicity of problems.
Both the residents’ self-presentation and the portrayal of them given by the staff show
in detail the difficulties of making a definition of residents in an institution like the K.
Special Needs School. Behind the official definition of residents as young females
who ‘need strict education’ are neglected, sick children who were left for a long time
to struggle alone with their problems. They are first of all victims of their families,

schools, community and society in general, which takes action only when such

"2 The two research databases are difficult to compare due to being produced by different methods. I
did not gather quantitative data in 1997 and hence can not provide the exact percentages of that time.
The aim of the comparison is to grasp the general picture about the changes in the institution’s
population. However, the reasons for the change must be left somewhat open in this connection. It
would be interesting to study whether the perceived changes are to some extent due to increased
awareness of the social factors as the underlying cause of the girls’ problems.
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children seriously begin to disturb other people’s peace though their actions. The
understanding that these children are victims themselves began to influence the staff’s
attitude and replace the notion of management with the concept of care. However, the
staff’s representation of the residents can also be characterised as a representation of
objects whom the staff control, assess and care for; towards whom they feel

compassion and sadness, and whom they have to teach, educate and bring up.

4.2. Reconstructing the Staff

The other significant group of actors in institutional interactions are the staff
members. The K. Special Needs School staff consists of the management, mid-level,
and low-level staff. During my fieldwork period, the management constituted of five
people: the headmaster, three vice-heads who were respectively responsible for
teaching, education and housing, and an inspector. The mid-level staff consisted of
school teachers (13), educators at the dormitory (10), workshop instructors (7), a
nurse and a physician. There were teachers who were also educators, and some people
acted in as many as three functions: teachers, workshop instructors and educators.
Many of the former vocational instructors whose original workload had decreased
because of the reorganisation of the school in 1990 also had another role as educators.
The management, except for the inspector and the head of housing, were also
teachers. Out of 10 teachers, one worked also as an educator and a workshop
instructor, and three others were also educators. All of the workshop instructors
worked as educators. In other words, there were only two full-time educators who
were not also workshop instructors. However, this kind of a brief description of the
staff does not correspond well with reality, because an important characteristics of the
school in terms of staff was precisely the rapid changes in the consistency and number
of the staff. During my fieldwork, several substitutes were hired to replace personnel
on sick leave. Moreover, such occasional workers as myself, the above-mentioned
special education student and a young woman from the K. village worked there. The
young woman from the village was a shop assistant by training and at the time on
maternity leave. She explained that her grandmother took care of her one-year-old
baby while she had the chance to earn a little extra money by working as an educator

at the institution. In May, a new full-time educator was hired on permanent basis. The
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more or less stable pedagogical body of personnel consists of 23 people including the
management.

The guards of the institution were part of the administrative staff. They were
responsible for keeping the school grounds locked and, literally, held the keys to the
buildings and the gate. The guards were the ones on duty at night on the dormitory
floors, and also the residents in the isolation room were also under the responsibility
of the guards. There were also a librarian, a bookkeeper, a cashier and other support
personnel such as a bursar, cooks and other kitchen personnel, a carpenter and a
driver. They had only occasional contacts with the residents. Except for one member
of the administrative personnel, all of the staff members who dealt directly with the
residents were female.

Staff members often had lengthy sick leaves. During the time I spent at the
institution, six educators were on a sick leave; one for three months, another for two
months, and the rest for 2-3 weeks. Former teachers or educators who were already
retired usually substituted for people on sick leave or other temporary leaves.

After the school was reorganised from being a vocational institute to offering
only primary education, many of the former vocational instructors began working as
educators in order to have a full-time job. To find work in a small village like K. is
hard, if not impossible. This is also the main reason why so many staff members have
stayed at the institution for such a long time. The staff’s working hours were long.
There were some staff members who started their working day at school giving
lessons, continued as instructors in the workshops, and spent their evenings at the
dormitory as educators. It is not surprising that such a workload in such an institution
is accompanied by burn-out and other various health problems. There is reason to add
that the institution offered no support or facilities for the staff to restore their
emotional, intellectual and physical well-being.

All the ‘old’ pedagogical staff who had worked at the K. School already
during the Soviet era had higher university education. The workshop instructors,
former vocational instructors, also had a higher technical degrees. During the Soviet
time, the educators at the institution were also required to have a degree in pedagogy.
However, currently there are no professional requirements for the educators. The
educators during my fieldwork period were mostly former vocational instructors who

had a long experience of working with troubled children, but all of them felt
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frustrated and complained about not having adequate pedagogical training. The high
esteem given to pedagogical education was connected with the Soviet emphasis on
pedagogical professionalism in working with young people in general, and with

children with special needs in particular.

4.2.1. The Staff Members Introduce Themselves

The stories about how people ended up in working in the K. School are a significant
part of the staff members’ representation of themselves. In both my interviews of the
staff members and free conversations with them I asked on what grounds did they
choose their jobs and what motivated them. Most of the people simply replied that the
institution provides flats for its staff. The stories of the long-time workers often
demonstrate the importance of having a flat of one’s own after finishing university
education and starting out in professional careers:

“I came here by chance. What chance? There gave me a flat, that’s why 1
came here.” (1.2.B.a.)

“I was a young teacher just starting my professional career. Me and my
husband were newly married and had no place to live. Here I was offered a
flat.” (1.16.P.a)

“After getting divorced I had no place to go to. Than I found out about this
school.” (1,3.C.a.) “I don’t know if it was my fate that threw me here or what.
[ needed a flat.” (1.8.H.a) ™

The headmistress started in her job at the time of the reorganisation of the special
needs school in 1990. She explained that she thought she was chosen over other
candidates because she agreed to come and live in K.

The flat plays an important role also in continuing the work after the

institution was reorganised:

“Before I worked as a master (vocational instructor) both at the old school
and the new one. Now there is no work and that’s why [ was sent to be an
educator at the dorm ... I am not alone - all former masters work both as
masters and educators... I have no pedagogical training but only a higher
technical education, but in here this doesn’t matter. ... It is bad to live here in

K. Our flats are inadequate and not ours. The money (salary) is not good. If
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somebody wants to earn proper money, they’d better find another place... The

work is heavy - our girls are difficult ... ”.(1.5.E.a.) *"

An interesting phenomenon is tied with working for a long time at the institution.
Many staff members talked about their discontent with the work at the institution as
seen in the quotation above. Many teachers and educators spoke about their dream to
leave K. and look for other work. However, at the same in some of their narratives
appeared the theme of finding a good short-term job from which they could return to
the K. School. What is the reason to commit a person so tightly to the institution? I
did not find an unanimous answer to this intriguing question. Someone explained it by
habit, whereas someone else said that it was too late to change jobs at that point and
that she had no skills for any other job. Others simply said that they do not understand
the reason themselves'>.

Who are they?

When the staff of the K. School spoke generally about the qualities of
institutional staff such as in their own school, they mostly referred to something they
saw as an ideal. The most frequently used words in texts where a staff member,
regardless of their status at the school, spoke about the qualities and requirements for
special needs school pedagogues were such as ‘must’, ‘have to’, and ‘should’. The
valued personal qualities of a good teacher/educator in a special needs school above
all were goodness, warm-heartedness, self-sacrifice and such.

(M.=a manager, I= me)

“M.: You understand that this is a special needs school and this means we

also need special people (as staff).

L.: What do you mean by special?

M.: [ mean they have to love the girls, they have to put their whole hearts in

the work. They have to be like mothers to the girls. These are personal

qualities that can not be taught. I believe that the most important thing is to be

a good person and training comes second. These girls need a lot of love.”

(L6.F.b.)™"

Quite similar conceptions were expressed by a Russian teacher:

" Nobody directly referred to the feeling of desertion which I felt as I was leaving the institution. Even
though it is clear that the work is extremely hard and has little effect, there is never the feeling of not
being needed. The question is of a reciprocal dependency: the residents depend you to satisfy their
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“... because it is only possible to get any results with the girls by personal
example. Experienced teachers are needed, experienced pedagogues who are
enthusiastic, even fanatical about their work. We don’t need people who keep
watching the clock and wait for their duties to be over so they can get home.....
The personnel here must have a heart of a mother. Indifference is not accepted
here. Human qualities are needed.” (1.7.L.b.) ™™
Another issue connected to this was fervently discussed among the staff members: the
question of special needs training. Opinions concerning this were contradictory. On
the one hand, those staff members who had no special pedagogical training
complained that they did not feel competent and confident in their work because of
this, and on the other hand all staff members unanimously emphasised the importance
of the time factor in learning this work: “Three years is the minimum time to
understand anything in our line of work... Only long-term experience can give you
the right skills for this job.” (I) ™

Thus, according to the staff, the most important qualities for working with
such a group of young people are personal qualities and a long-term experience.
Various managerial and mid-level staff members stressed the importance of rationally
inexplicable phenomena, such as inherent pedagogical talent, intuition, sensitivity,
and talent for presentiment and anticipation, but not professional skills acquired by
training. Moreover, these ‘talents’ could not be developed even with long-term
practice. There were some staff members who had worked at the institution for a long
time but lacked pedagogical talent in the assessments of others and therefore were not
seen as performing well in their work. One explanation of this preference for personal
qualities over professional training can be found in the general opinion that there were
certain pedagogues with a higher education who did not cope well with the residents
because of their lack of ‘goodness of heart’. This was also seen as a living proof of
the belief that such skills that are needed in the K. School are impossible to learn
theoretically.

Perhaps the fact that the number of the so-called ‘new type’ of residents has
rapidly increased accounts on its part for the emphasis on the humane qualities of the

workers. Traditional pedagogical training does not correspond with the needs of the

needs because of their own limited status, and this in return gives the feeling of importance and,
evidently, also the feeling of power.
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girls any more, particularly because the residents’ behaviour is seen as
incomprehensible it is expressly ‘motherly care’ and compassion that are needed, and

trained skills have become obsolete ',

4.2.2. Relations Between the Staff Members on Different Levels

The mid-level staff stressed good relationships between colleagues as one positive
side of this work. I had the opportunity to collect my own experiences on this. Despite
my unusual way of coming to the institution, the teachers and educators were friendly
and helpful towards me. Some of them did not want to recognise my role as a
researcher, but as a new staff member I was accepted very soon and felt at home
among my ‘colleagues’ (compare with Coffey 1999). During the fieldwork period, I
came to consider myself as a member of the staff. I was one party in the staff
relationships in the role of a mid-level staff member.

The relationships between the management and the mid-level staff were the
most interesting. These were expressed generally in mutual expectations toward one
another. The headmistress, for instance, described what kinds of activity she expects
from the educators in the following quotation:

“The staff has to put all their knowledge and skills to benefit the girls. [ want

them to share their lives and teach them everything they know. But,

unfortunately, we have many old educators. They were here already during
the Russian times and they want to go on exactly as before ... For instance,
one educator had to accompany the girls to do some gardening. But she went
and put on white high-heeled shoes. What work could she do in the garden?

She could only give commands. The girls don’t like that. It makes them

protest. An educator should help the girls in everything they do. She should be

a person who teaches, explains, does things together with them. An educator

" It is also possible that in the changed situation, where the traditional pedagogical training is not
adequate to cope with the girls, a new type of training is needed. However, the staff never mentioned
this possibility. Obviously, professionals with new, more suitable training would threaten the present
staff’s position if they were to be trained. Moreover, with the constant need for substitute workers, it
was in the staff’s interests to hire formally unqualified people to ensure their own status as the old,
experienced workers. It should be kept in mind that this is my own interpretation and based on
personal feelings that only emerged while I was observing the staff’s activities.
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should act according to what the child needs. Unfortunately an educator’s

‘self” dominates often...” (1.4.D.a.) ™
The mid-level staff members, in turn, expressed their expectations to the management
which were quite similar. The head should participate more in the school life: “Have
you seen her participating in our school activities? Never.” However, when I asked
some other mid-level staff members about their opinion of the management, most of
them (especially the Russians) refused to answer my questions and said that it is not
their business what and why the managers do things. Despite the good personal
relationships between the staff members, in terms of work itself they can be generally
characterised as a having a certain indifference or separateness to them. Everyone
worked on their own and in their own way. There was a tacit agreement not to
intervene in others’ work, which is difficult to put into words. No educator dealt with
residents from other groups than their own and everyone was supposed solve their
own problems, or problems of their residents, by herself or with the girls in her group.
A colleague of mine was very surprised when I recommended her to discuss the case
of a very difficult resident with Finnish professionals in L. She answered that it is a
great shame on us if we cannot deal with this girl ourselves, and it is not fair to
speak to other people about such problems.

The staff took the difficulties concerning their work too personally. Whatever
the causes for this were, whether too great of a work load or a lack of trust to others,
nobody interfered with the business of others. This did not mean that the staff
members did not help each other. For instance, if somebody had go to town, she could
ask another teacher or educator to take over for her group for a while and people also
changed shifts with one another when necessary. However, joint problem-solving was
not customary. Once when I was asked by one of the managers to participate in
finding a solution to a problem that did not directly concern my own group, the other
educator from my group was indignant: “Why should you deal with this problem? It
didn’t happen in our group! Let X and Y solve their problems themselves!” (1.10.J.)
¥ Also, when X found out that there was going to be a discussion about an incident
that happened in her group, she clearly showed how discontented she was with me for
daring to interfere in other people’s business. I felt at the time that I had broken an

unwritten law.
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The above-mentioned ‘indifference’ was most apparent in the relationships
between the Estonian and the Russian staff. (About this more in detail see chapter
4.3))

Both the Russian and Estonian mid-level staff were critical of the
management. However, their ways of expressing this differed a lot from each other.
The Russian staff members simply refused to talk about or discuss the question of
management, but they had their own ways of silently demonstrating their discontent,
whereas the Estonian staff more or less openly criticised the management. However,
there were also people who were afraid to talk and only did so after begging me not to

repeat their words to anyone.

4.2.3. The Residents Present the Staff

The Estonian residents call the staff by their position ‘teacher’ (‘Opetaja’), ‘educator’
(‘kasvataja’), or ‘instructor’ (‘meister’). The guards (administrative workers) are
called ‘regime’ (‘rezhiim’). The Russian residents call the Russian pedagogues by
both their first name and patronymic, but to some teachers they have given a
nickname formed from their patronymic, such as Andreichik from Andrejevna. When
the Russian girls spoke to an Estonian staff member, they used the Estonian terms of
status; such as, ‘kasvataja’. The physician and the nurse were talked to in the same
fashion; they were called the ‘arstike’/ ‘arstika’ which is a nickname from the
Estonian word for ‘doctor’= ‘arst’. An especially funny and lovely pet name was
combined from the first part of the Estonian word ‘puusepp’ (carpenter) and the
Russian suffix ‘-ik’. This ‘puusik’ referred to the carpenter - one of the four male
members of the staff.

The creation of such lovely pet names demonstrates that the residents relate
emotionally to the personnel. Most of the residents’ narratives told about the feeling
of the lack of staff. In general, the residents were willing to communicate with the
staff, if not at all times. However, they had their own favourites and shunned away
from certain people.

The most important characteristic of individual staff members in the girls’
narratives was their trustworthiness in the eyes of the girls. Remarks like ‘I don’t

believe her’ expressed the level of this worthiness of the person. Trustworthiness,
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however, was a phenomenon constructed by the staff itself. To be a trustworthy
person in eyes of the residents was the most important quality in a staff member,
because it indicated the girls’ willingness to listen and be influenced by that person.
The residents were well aware of this importance and, in my belief, sometimes used
expressions of distrust as a weapon of revenge against some staff member or another
for her wrongdoing. Conversations with the residents made quite clear who were the
staff members to be trusted. Among their favourites, the girls named staff members
they saw as adults who took them seriously, communicated with them with ease, were
not manipulative and did not judge or appraise them. The residents highly valued
calmness in the staff, too much emotional fuss irritated them. However, they were
able to recognise suppressed anger. Even aggressiveness was preferred to
indifference. Those staff members who were consistent in their behaviour and held on
to school rules were also very highly valued. The residents used the populist methods
of some staff members to their own advantage, but in reality did not respect them too
much for it.

The residents both recognised and acknowledged the difficult nature of the
staff’s work in general. At times they expressed their doubts about why the staff come
voluntarily to work in such a ‘terribly bad’ place as the K. School is. There had to be
something wrong with the people who apply for a job there. Either she is in a real bad
condition, or has some special needs such as a desperate need for a place to stay that
forces her to take on such work. One example sheds some light on what the residents
thought about the staff.

When I first met my group and introduced myself, the girls were surprised at
my name which is a little exotic for Estonia. ‘Why do you have such an unusual
name?’ they asked. I explained. Then the girls asked about the names of my children,
and after that matter was cleared followed the next question: ‘And what is the name of
your ex-husband?’ 1 was surprised that they should ask about my ex-husband and
expressed it. Their answer was that ‘married women don’t come to work here!” This
exchange gives an important insight into how the residents view the staff. It would be
interesting to find out what the girls actually mean by the last sentence. Does it mean
that divorced women usually need accommodation? Or does it mean that a divorced
woman is miserable? The residents have a lot of personal divorce stories in their

families. For these girls, to be a successful woman means being married. The school
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itself constructs an image about a happy future life for the residents as being married.
Divorce for a woman means loneliness, and a lonely woman can not be successful.
The meaning of happiness and the misery of women’s lives were issues lively
discussed at the institution. However, this had more to do with the more recently
arrived staff members. The residents’ attitudes towards the ‘old’ staff members were
quite different. There was a lot of mutual blame that involved the ‘old’ staff and the
residents.

The residents, like the management, expected more self-sacrifice from the
staff. Russian residents in particular expressed this often. A good teacher or educator
was one who spent a lot of time with the girls and was committed to them, and the
best ones were those who were willing to talk and discuss with them as much as
possible.

To summarise the residents’ introduction of the staff, they were represented as
people who must be a little bit ‘crazy’ to come and work in a such an unpleasant place
where ‘normal’ people do not come voluntary. Despite that, the girls understood how
hard this work could be, partly because the residents themselves demanded a lot
particularly from the mid-level staff. They expect self-sacrifice and sharing of one’s

whole life with them. The most important demand is communication.

4.3. Reconstructing Ethnic Relations: the Estonian and Russian Sectors

One-third of the residents are Russian-speaking and they form their own community.
The proportion between Estonians and Russians corresponds with the proportion
between the Estonian and Russian (or Russian-speaking) population in the Estonian
society. However, there was a relative increase in the amount of Russian girls among
the newcomers to the K. Special Needs School during my fieldwork, which indicated
the tendency of young Russian people having more problems than Estonian. Most
probably this reflects the fact that there are deeper social problems in Northwest
Estonia and Tallinn, where the majority of the Russian population lives.

The relations between the two ethnic groups at the institutions are perhaps
most aptly characterised as a docile indifference, which from time to time is enlivened

by either indignant accusations or expressions of fear towards each other. The attitude
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of always expecting the other side to take the first step towards getting closer is
preferred.

In general, both Estonians and Russians accept the policy of separating the
two groups from each other. In my research material, this was expressed in the
emphasis on the ‘national differences’ between the two nations, as the following
extract of a teacher’s interview demonstrates:

“I think this idea of a two-language school is no good for anything. The
differences in temperaments are too large. Russians with their aggressive
behaviour need more space for themselves, they oppress Estonians and
Estonians don’t like that. ...” (1.12.G.a.) ™"

The opinion on the Russian temperament is a widespread myth among Estonians in
general. However, during my stay at the institution it was the Russian residents who
caused much more trouble for the staff in comparison with the Estonian residents.
They arranged collective escapes, refused to submit to the school rules and smirked at
learning and participation in vocational training. In brief, they objected to and
protested against everything possible. Staff members pointed out that the Russian
group of girls had a strong leader, a girl with multiple problems including drug abuse,
who successfully stirred the other girls to trouble. Because of such strong leadership,
the Russian subculture was also much stronger than the Estonian girls’ subculture.

In spite of the above-mentioned differences in the so-called national Estonian
and Russian characteristics, the relationships between the Estonian and Russian
residents were quite peaceful. One staff member explained that this depended on the
personal relationship between the leaders of the two groups:

“The relationship between the Estonians and Russians (residents) depend

upon the relationship between the leaders of the two groups. It seems to me

that they are good at the moment. The Russian leader speaks Estonian
language well and the Estonian leader likes her a lot.” (1.12.G.a.) *™"
In her interview, the same staff member explained the aggressive behaviour of the
Russian girls as expressions of discontent, for instance, with the school rules and
unjust treatment. In my field notes, there is a description of a meeting organised by

the Russian girls where I happened to be present'’. During the meeting the girls

"I found it interesting that the Russian girls let me stay in the room where the meeting took place,
which I first entered by chance. One of the organisers told another: “N., give a chair to the educator!”
After that she explained me that they were going to declare a strike the following day. I never quite
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discussed organising a strike: they decided not to go to school. I asked the reason for
their discontent. They said that the Russian girls were seriously discriminated against.
At first, they complained about Estonian residents having better bedrooms, receiving
more presents from the school, and being allowed more field trips, such as going to
the swimming pool.

“We are always punished. We are not allowed to go to the swimming pool, to

the theatre, or to any events or happenings outside the school. For example,

I’ve never been to the swimming pool, and I am a Fish (in the horoscope) and

I need water! But why don’t they take me there? Because I have bad marks!”

(TI1.5.8.) ™
One issue of complaint was a remark a staff member had made to them: “You breathe
Estonian air!” The meeting started with the term ‘ethnic discrimination’, but quite
soon the girls moved on to general problems in the institution: bad sanitary
conditions, rats and mice, the lack of good staff and the negative influence the school
had on their mental state:

“And what kind of stupid guys we become here! When I was on a holiday 1

wanted to buy an ice cream, but when it was my turn I couldn’t get a word out

of my mouth. I left without buying anything.” (I11.5.0.) ™"
In reality, the Russian girls did make more trouble compared to the Estonians, and
were consequently punished more often. Punishment mostly meant restrictions of
privileges. It appeared that any form of possible discrimination was connected to the
insufficient number of Russian staff, as well as their working practices and methods
in general.

Russian staff members were few: two teachers, two workshop instructors who
were also educators and three full-time educators, one of which was on sick leave for
the whole semester. Two people were temporarily employed as educators: an already
retired former educator who was employed for one month, and myself for a semester.
The situation was grim: there were only six to seven workers for 30-35 Russian
residents. Some subjects at the school were taught to both groups by Estonian
teachers (German language, Estonian language, singing, painting and gymnastics),

and the other subjects were divided between the two Russian teachers; one taught

understood why they let me stay and listen, but took it as a supporting fact to the notion that the girls
were very keen to have contact with the staff whenever possible.

137



social studies and the humanities, and the other natural sciences. The educators for
one form were all Estonian and one of them spoke practically no Russian. Except for
one teacher and myself, no one from the Russian staff spoke Estonian. It was quite
surprising to learn that it was possible to work in an institution that was run in the
Estonian language and where the majority of both the staff and residents were
Estonians without using the Estonian language.

Passing an Estonian language test was a precondition for receiving citizenship,
and hence also the Russian staff in the K. School had to have studied it to some
extent'’.

I believe that the fact the Estonian girls caused less trouble and were more
willing to cooperate with the staff can not be explained by some ethnic quality. I saw
it more as a result of the Estonian staff’s working practices. The Estonian pedagogues
were generally more responsive to the girls and their needs than the Russian staff. The
gap between the Russian staff and the Russian girls was deeper. The girls told me
there was only one Russian teacher who cared about them, while the Estonian staff
cares for their girls much more.

The Estonian staff demonstrated their responsiveness and willingness to be in
the girls’ company by concretely participating in the daily activities. I noted how the
Estonian staff really did something together with the residents. When the girls
wanted to replace furniture in their bedroom, the educator assembled the furniture
together with them. The Russian staff’s working practices were different, and in a
similar situation they were supervising the work without actively participating in it.
However, I want to emphasise that the pedagogical methods of the Russian staff
members did not mark a less compassionate attitudes towards the residents, but that
they tended to direct their frustration towards the residents more. When a Russian
staff member was depressed or frustrated, she expressed it as anger or indifference
towards the residents, while the Estonian staff was more inclined to protest to the

management.

'® One Russian teacher told me about the language test she had to pass to receive Estonian citizenship:
“I am really sorry that I didn’t learn Estonian when I had the chance. It is true that I had to pass the
language test to receive my citizenship, and I did study very hard at it. I did pass, but a year after the
test I couldn’t remember a word. It’s too bad I didn’t learn it when I was younger and my head worked
better. But you know how it is. We people in the service (her husband was a Soviet army officer) were
sent to different places all the time and when we first came I didn’t think we’d stay for long.”
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4.3.1. Two Types of Russian Staff Attitudes

Among the Russian staff members, it was possible to make a distinction

between two types of general attitudes towards the residents, their work and the
institution in general. One can be characterised as a generally passive attitude that
included self-exclusion from any form of collective work, reluctance to actively
approach the residents, scepticism, pessimism and hopelessness. Staff members with
this kind of an attitude of Russian staff members related with the residents without
any enthusiasm. They performed the tasks expected from them, such as supervision,
helping the girls with their homework and preparing some common school activities,
but showed no initiative of their own to get in a closer contact with the girls. One
Russian staff member spoke about her disappointment with girls who she believed
could not be trusted: “One moment you can feel how close she is to you, and that you
can trust her, and the next you know is that she’s duping you.”

Another Russian staff member explored her passivity in the following story of

her disillusionment:

“And what about our managers, they are also... If you just could have seen
our old headmaster’s end. She was old, already totally collapsed and we were
fast going down with her. But she just hung on to her post by tooth and nail. It
was a real disaster! At that time the National Front functioned also here and
some women at the school who were more active in it went and finally got her
out. Yes, and then the new headmaster came. ... Well, after that we were the
ones blamed for tying the old headmaster up ... That’s why, you know, I keep
my mouth shut. Let them decide and do what they want. ['m not going to
interfere. And I give you a piece of advice: if you want to work here, you
better keep silent. This goes especially for us. ... (1.5.E.d.) ™"

How much bitterness there is in these words. The educator’s personal experiences had
proved to her that being active and showing initiative bring punishment rather than
any positive results. It is interesting to compare this attitude with the current
headmaster’s remark on the ‘old-timers’, the ‘Russian-time staff’, as she usually
refers to them “However, these old staff members are very dutiful. If you tell them

something, they do it just as instructed.” In my belief, this “do just as instructed”,
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expresses the alienation of the Russian staff members from both the management and
the residents, that is, from their work in general. This raises the question of why this
is the case mostly with the Russian staff members? There are lot of Estonian
personnel who demonstrate protest rather than indifference towards their work.

This disillusionment is also connected with nearly a fatalistic belief among the
Russian staff that it is impossible to change the girls’ personalities and behaviour, or
anything at all to that matter:

“Why do you worry so much about S? Can’t you see, she is quite successful in

achieving what she wants. Don’t worry about her, she will be successful after

leaving the school. ...Anyway, do you really think it is possible to change
something?” (1.5.E.b.) “"
Nevertheless, this same staff member expressed her belief that the school is needed,
because there the girls are protected from the influence of their criminal friends, can
not use drugs and have the opportunity to go to school. Control over the girls was the
most important thing for the Russian staff. By control they primarily meant ‘keeping
an eye on the girls’.

Another staff member complained that the girls and the work had become
extremely difficult. I asked her why she stayed. She answered in the following way:

“Where can I go now? There are no jobs at all in Estonia. I am used to do this

work, I am used to live here in K. I don’t know where else I could work. I have

to earn some money. My family needs money. Somehow I have to hold out.”

(1.10.J.d.) ™™
Another type of the Russian staff attitude could be characterised as an active will to
have a corrective influence on the girls, to teach them and to change them. The
method of correction simply meant subordination to the demands of the staff. “She
will hold the girl for as long as it takes for her to learn today’s lesson and give the
correct answers.”” At times, this learning referred to the mechanical cramming of the
textbook. A lot of coercion went on in these kinds of situations. However, the
residents always preferred it to the previously described indifferent attitude.

The more the staff demonstrated passive omission, the more the residents
engaged in active protest. The Russian residents demanded more attention out loud.

The residents expected greater self-sacrifice from the staff, more of their time and

140



attention, and they acknowledge that they have to have someone deal with them
always.

On the basis of my own experiences as an educator I knew how provocative
the girls could be in their demand for attention and connection. They expected the
person with them to be fully present in body and soul. This meant huge personal
investment and constant self-scrutiny from the staff.

On the basis of all the above-mentioned it became evident that both the
Russian residents and staff members were in great need of support. However, where
should this help come from? The most obvious answer is the management and the
Estonian part of the institution. However, this was not the case. Everything I could
perceive spoke for a polite attitude of distance and never intervening in the business
of others. A relationship of such kind demonstrates tolerance towards the other on the
one hand, but on the other hand it is an example of rejection of integration which
results in exclusion.

The following examples demonstrate the notion of separation and exclusion
that prevailed in the institution.

First. A description of the educators’ meeting. I interpreted the behaviour of
the Russian staff as self-exclusion:

“All the staff members were seated in a circle. However, two of the Russian

staff members chose to sit outside the circle. During the entire meeting, they

were engaged in a quit conversation with each other. They did not disturb the
meeting, but also did nothing to show any participation. The rest of the staff,
including the manager who chaired the meeting, ignored them. Nobody asked
them to come closer and join the rest of us. "(111.1.2.)
Second. Another scene of the educators’ meeting when the Estonian staff members
brought up the recent celebration of the Estonian Independence Day:

“- What did you think about the Independence Day?

- The ceremonial meeting was nice, but it was strange for the Russian girls.

They felt themselves being pushed aside.

- The Russian girls have their own holidays. We have to let them to prepare

something nice for their own holidays.

- But then the Estonian girls wouldn’t pay any attention to that. We have to

give this some thought!”
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The topic was finished for the time being, but later one of the
managers told me about one detail concerning the celebration which was not
discussed openly in the meeting: ‘During the celebration she (one of the
Russian staff members) was sitting in the last row and corrected the pupils’
books. This is her attitude. And that’s what the girls can see. What are they
supposed to think?” (111.1.3.) ™

Third. An extract from the headmistress’s interview demonstrates the construction of
the other’s ethnicity:
“I only found out that I got this job two days before I was supposed to start....
I had never been here before, and I still don’t know the old headmaster. [
didn’t even want to know what the school was like before my time. I certainly

didn’t want to be influenced by the old Russian way of doing things. ...I didn’t

want the old Russian times continuing. ...Of course, we still have staff

members from the old Russian times who don’t want to change, they cry for

strict regime and more punishment... But they also have to keep up with the

new times....” (L4.D.a.) ™"
The characterisation of the institution before its reorganisation by both the Russian
and Estonian staff were mostly similar (violent, authoritarian, punitive, strict,
humiliating), but the Estonian staff transferred those attributes of the old system to
cover the whole Russian national character. However, this was not clearly tied to any
particular individuals of Russian nationality. For instance, the previous headmaster
who embodied the ‘Russian time’ was Estonian by nationality. There were also
Russian staff members about whom the new school ideologists spoke with warm
words; people who really tried their best to care for the girls in those difficult time.
Hence, probably the use of term ‘Russian’ concerning to the old time substitutes for
the term ‘Soviet’. Replacing the Soviet regime in speech with the term ‘Russian’ is a
widespread phenomenon in Estonia, as well as in other places previously under Soviet
rule.

However, for the Russian people there is a clear distinction between the terms
‘Soviet” and ‘Russian’, even though at times the confusion of terms appears also in
their speech. For the Russian staff of the institution this substitution made sense in

two different ways. Some identified themselves with the Soviet system and felt alien
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and rejected, which made them long for the lost ‘good times’. Others see themselves
as Russians with no identification with the Soviet system and feel unjustly excluded.

An extract from a Russian staff member interview displays a Russian
nationalistic attitude:

“The textbooks for the Russian school are awful. I don’t think it’s right that

Russian children have to read Estonian textbooks simply translated into

Russian. The history book, for instance, tells very little about the Decembrist

movement. Russian children should know more about the history of Russia

and the Russian nation. It is important for their education. Otherwise they will
grow up as ‘Van’kas who do not remember their ancestors’.

... 1I'd take Russian TV programmes anytime. There show good theatre

performances. The Estonian TV is full of cheap soap operas.” (1.7.L.a.) i
The negative view the quotation gives to Estonian school books and television is true
to some extent. I agree that ethnic identity and historical memory is important in
children’s education. However, this discussion of ethnic education embeds an
ethnocentric point of view, which may have a negative impact in such an institution
as the K. School is.

Separation took place even where the basic care for the Russian girls was
concerned:

“We should repair some of the Russian girls’ rooms, because they already

keep complaining about how everything nice is only given to the Estonian

girls. The Russian girls’ rooms are really awful.” (I1.1.A.b.)"™
Such a question as repairing rooms should not be connected to ethnic affiliation.
Obviously, the solution would be to repair the rooms in terms of their condition
regardless of who occupies them.

To summarise this chapter, it should be emphasised that the tendency towards
separation came from both parts of the school. Both ethnic groups faced the demand
to adapt to the new situation; however, both groups also expected the other part to
begin the process of convergence. The phenomenon resembles the relationships and
expectations that are apparent between the different levels of staff.

The Russian residents were the ones left to their own devices as the most
rejected group for a combination of reasons connected to both their basic care and the

working practices of the staff responsible for them.
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In chapter 4 I attempted to present the actors of the activities in the K. School.
They are divided into two groups: the residents who are the reason for the institution’s
existence, and the staff, whose task it is to teach and provide care for the residents. In
this study, the activities of the institution are perceived as interactive processes. To
fully understand these processes it is important to know how the actors represent
themselves and the others. The following points are essential in this regard.:

First, the residents’ and the staff’s representation of themselves and each
other add an important factor to the knowledge about how the institution operates and
what its impact is on the residents.

Second, the construction of the personalities of the residents is deeply
influenced by definitions and interpretations made by the staff. The residents’
presentation of themselves is in fact a mirror image of the staff’s representation of
residents.

Third, the staff members often speak about themselves as unlucky people
upon whom this hard work fell, and from whom personal sacrifice is expected.

Fourth, the relationships between the different actor groups in the
institution (residents, mid-level staff and managers) are based on mutual expectations
towards each others, accusations against each other, and discontentment with each
other. The relationships between the residents and the staff differ from the
relationships between the different levels of staff in the regard that there is a clear
lack of direct, comprehensive and professional discussion between the management
and the mid-level staff. The interactive process is not that between equal partners and
does not include verbal information of expectations, but is based on the assumption
that the other party knows and understands what is the correct way to behave.

Fifth, with regard to the relationships between the staff and the residents, it
should be underlined that the residents expect self-sacrificing work from the staff,
whereas the staff sees the residents not as a subject, but an object of their work.

Sixth, it is characteristic to the relationships between the residents and the
staff that the residents are willing to and actively seek opportunities to talk to the
staff, but the staff is more reluctant to do so. The residents seek communication and
conversations with the staff as the most desirable form of interaction, whereas the

staff sees it as an extra work load outside their duties. From the staff’s point of view,
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communication with the residents should be of an ‘educative’ quality with an aim to
provide help, solve a problem or engage in some activity; to achieve a desired goal.
During my fieldwork period, this appeared to be the most essential issue that needs to
be developed in the residential management of the institution. In my experience, there
was nothing that produced as good results as informal contacts between the staff

members and the residents without any specific goal in mind.
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5. Action: Reconstruction of the Everyday Activities at the K.
School

Everyday routines, which people hardly notice, has the most relevant role in the
formation of human personality. In this chapter I introduce the everyday routines of
the K. school through which the residential management of troublesome girls is
constructed. The data used in this chapter were produced on the basis of my
observations and on the basis of the interpretations made by both the residents and the
staff about incidents and events. In the description of how the residents first arrived in
the institution, for instance, I include both the residents’ own memories and feelings
about their first day or days in K. and the staff’s narratives of the same events. |
collected the information by frequently asking such questions as ‘how does it usually
take place?’ and ‘could you describe a typical situation’ in regard to various activities.

Despite my selection and interpretation of the daily activities I hope that the
description provides the reader the opportunity to create his/her own images about the
operation of the institution.

In reading the descriptions of events and activities the reader can perhaps
obtain a picture of the actors’ behaviour and activity and compare it with their verbal
representations. The juxtaposition perhaps helps in understanding the meaning of the
verbalised concepts.

This chapter is divided into subchapters, which introduce the daily activities at
the institution from the regular and typical to the more unusual events. There are
formal and institutionally planned activities, informal and unplanned but nevertheless

regular activities, and occasional developments and incidents.

5.1. A New Girl Is Coming: The Ways of Entering the Institution

As I already described in chapter 3.2. with concern to the metaphor of ‘madhouse’,
both the image and reputation of the K. School and the emotional condition of the

young people who are sent there can be compared to a sentence of imprisonment. The
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following pages consist of excerpts from my field notes in which the residents

reminisce about their coming into the institution.
When we were walking along the dormitory corridor, L. narrated the events
which resulted in her finding herselfin K.: “One day Y. (a youth police
inspector) came to my home and asked me to come with her. - ‘Where?’ - 1
asked. She just said that she wants to show me something. I went along with
her. We got into her car and started driving. I had no idea where we could be
going, but when the car left the town I suddenly figured that we are going to
K. I started crying and screaming ‘I don’t want to go there!’, but she just told
me ‘it would be better for you to be there’. I wanted to jump out of the car but
couldn’t. ... I had been really scared already for a long time that this would
happen and thought that if they ever sent me there I’ll kill myself. ... But you

xliv

see I couldn’t because they didn’t warn me beforehand.....” (11.4.L.a)

We were sitting in the educators’ room with J. It was a Sunday and the first
time she spoke to me about herself. I had been wondering what such a bright
girl as J. is doing here. She explained that she had been a heroin user for
about a year before she was sent to K.
“I was sent to be interviewed by the commission several times, but I could
always convince them that I’ll go back to school and stay at home. But the last
time I was there and they were expecting to hear the same stuff again, I felt
that I couldn’t give up my friends or drugs. I asked them myself to be sent to
K.” J. was very aware and decisive, and arrived to the school on her own on a
bus. However, later she escaped several times from K. and visited her friends,
but came back again by herself. (11.6.J.a) "
Most of the residents were taken to the school either by an authority, such as a child
protection inspector, youth police officer or even one of the K. School staff members
by preliminary arrangement, or by parents.

At first, a new resident was placed under quarantine, which meant isolation
in the school ‘clinic’ on the ground floor. The nurse and the physician examined the
newcomer and took the necessary tests to clarify her health condition. The time spent

in quarantine served the purpose of gradually preparing the new resident to become

part of the institution. At any given time, there were also one or more other girls
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staying in the clinic for various reasons, such as being sick, depressed, temporarily
protected from bullying by other girls, and hence the new girl was not entirely alone.
The ‘older’ inmates told the new girl about the life inside. This was also the time that
the managers and the psychologist became acquainted with the new girls and prepared
her for what is coming. This period of soft landing was officially termed a ‘gradual
entering’ into the school. The managers together with the psychologist and an
educator decided which bedroom the newcomer would be placed. As a rule, bedrooms
were shared by classmates.

The quarantine lasted from a few days to one week. It was up to the girl
herself to decide whether she was ready to join the other girls, and she was not forced
to take her place in the dormitory until she herself wanted to.

Moreover, the other residents prepared themselves for the reception of the
new girl. It was obvious that well before the newcomer joined the others, they had
already gathered a lot of information about her. There was always somebody at the
institution who knew the new girl from before. These children belonged to the same
world. They often came from the same areas, went to the same schools, were
members of the same subcultures, and might have met each other when sent to appear
in front of the youth commission. It was also a relief to the newcomer if there already
was someone there whom she knew and could possibly offer support. However, there
were cases when the earlier acquaintances were for worse for the new girl. The
relationships that were established ‘in freedom’ (‘vabaduses’, ‘Ha Bone’) (a typical
expression of the residents in protest to the institutional space) were changed when re-
established at the institution. If the girls had hung out in the same group before being
sent to the K. School and their status in that group were as strong, then the girl who
had already arrived had an advantage. She could choose to support her friend, but the
friend would have to ‘pay’ for this in one way or another. Usually she had to be at the
disposal of the ‘older’ girl for various kinds of services. If she did not understand this,
she was punished. Circumstances such as those prevailing in the K. School gave the
girls the possibility to assess the depth of their friendships. For instance, one girl
learned in an unpleasant way that another girl she had been able to count as a friend
outside the institution coldly left her on her own to face the rest of the school.
However, a lot depends on personal qualities of newcomer and her ‘assets’. The same

qualities that are valued in delinquent subcultures in general were also highly valued
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in the institution: courage, wisdom and street-smarts, the ability to keep secrets,
physical power, craftiness in mischief and a high spirit of protest against the system.
(Cloward & Ohlin 1960, Cohen 1955, Matza 1989, Saar 1990, Willis 1977). In the
circumstances of a closed institution, when the satisfaction of different needs (for
example, smoking) are inhibited, material possessions such as clothes, cigarettes, and
cosmetics; as well as good relationships with supportive friends both inside and
outside and relatives were highly valued among the residents. A new girl with a lot of
such luggage was more easily welcomed by others.

There was a multiplicity of issues with regard to placing a new resident in
the dormitory that had to be carefully taken into account. Once, for instance, the
managers decided to send a new resident to the dormitory during a holiday time when
many of the girls were at home. An educator made the point why it was not wise to do
SO:

“It is not a good idea to send any new girls to live in empty rooms. Let them

wait until the others come back. There is always the chance that someone

steals something and blames it on the new girls.” (L5.E.c) ™
The arrival of a new resident on the dormitory floor was a big event for the girls.
Everybody crowded into her bedroom to get to know her. These get-togethers could
last for quite a while. First, the ‘leaders’ came to instruct the newcomer about the
rules and the desired behaviour. The extent of the interest of the leaders in the new
girl also depended on the girl herself. Some new residents made a good impression on
the others already before coming to the dormitory.

After the first welcome, a very difficult testing period began for the new
resident. In order to secure her own place in the residents’ hierarchy, she had to show
who she really was.

There are some typical qualities that were rated high among the residents.
One had to have stamina to suffer physical pain, she should not be greedy and under
no circumstances was she to inform the staff about what happened among the
residents.

One resident told me the story of the torture she had to go through in the
beginning:

(R.= a resident, 1.= interviewer)

L: What usually happens here when a new girl comes?
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R.: They make them submit. The most important thing here is not to be scared

of them and not to complain. When [ first came [ stayed with S. in the same

bedroom. She put me through a test. I mean, obviously for the first three

months I had to clean the room every day. Besides that, one night she started

to strangle me. And I pretended that I choked, and after that relaxed and

didn’t breath at all. She stopped strangling and started to poke my face. But I

didn’t react. She was sure she had killed me. She... to K.: ‘Listen, I think 1

killed her.’ K. splashed water on my face. Then [ went: ‘Hey? What? What’s

happening?’ ‘What’s wrong with you?’ ‘Nothing, I am sleeping’. ... Next

morning K. asked me: ‘Where did you get those bruises and scratches on your

neck?’ ‘I don’t know, maybe I hit myself by accident’

‘I know it was S. who tried to strangle you last night, - she said to me. ‘I know

nothing about that...”” (IL4.L.b) ™"
The description of this kind of scene could be an extract from an instruction manual
on correct and heroic behaviour for the new resident. With all the exaggeration, this
shows how the girl wanted to convince the others she was capable of ideal behaviour.
If she continued to behave in this kind of way, she had a good chance of soon
becoming the new leader of the group.

Another conversation with ‘older’ residents demonstrates the concern they felt
for a new resident:

(S., D. = residents; 1.= me)

“I.: I spoke today with Y., she has a hard time getting used to the school and

she is terribly homesick. How do you think we could help her?

S.: Yes, it is very difficult to get used...

1.: What helped you to get settled in?

D.: The problem is that there are too many new girls here now and they don’t

behave themselves. We have our own rules here and they should be carried

out. We all went through this. But now all these new girls are coming and they

absolutely don’t want to submit.

L: Does it mean that submitting to the rules and not protesting helps them to

go through it?

D.: Well, yeah! You know, after all there are older people here and they

should be respected.
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L.: Interesting, I thought you are all the same age here.

D.: Older doesn’t mean that but just people who came earlier.

L: Isee, it’s like the army here? ...

D.: Exactly!” (II1.2.a.) """

I told about this conversation to one mid-level staff member. She answered that this
kind of an attitude was not a rule, and that in fact the girls were quite willing to
support each other. However, this was one opinion only. Other mid-level staff
members advised me not to intervene too much in the relationships between the
residents. They explained that there were certain rules and hierarchies among the girls
which the staff did not deal with, and that it was for the good of the whole community
that the girls were left to figure out their relationships on their own. “Of course you
must control them, but as long as we have no big problems with them terrorising each
other its better to leave them alone.” (1.5.E.d) ™™ Both of the two responses of the
staff members made one thing clear: the resident had their own relationships and the
staff interfered in them as little as possible, if at all. Staff involvement would only
cause more problems.

Unfortunately, I did a stupid thing: I openly began to protect a resident who
was seriously bullied by others. My involvement did nothing to help to the victim and
backfired on me. The measures that the experienced staff took in a similar situation
were quite different: the intervention was directed only to the victim who was isolated
from the other residents for a while. I found this kind of solution unjust, because it
made the victim seem guilty and took no action towards those who generated the
trouble in the first place. Later I understood that it was impossible to protect a girl
inside the institution in any other way, because despite so-called 24-hour supervision,
there were more than enough opportunities to pay back the ‘protected’ resident.
(About this see more in detail in chapter 5.7.2.).

Occasionally, a new girl received support from others if she had a good friend
in a high position among the residents already inside the institution. This was not the
case with Y. When she first came, a girl in the school who had been friend with her
before turned to be the first one to terrorise the newcomer. Why did this happen? It
was impossible for me to find out. However, I soon learned that the fact that the

‘inmates" rules were infinitely complicated and different from what I had encountered
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before, and that everybody had to find their own place the hard way. The girl and her
assets were carefully investigated.

Some residents adapted very quickly. There was a new girl in my own group
who went through the adaptation phase very quickly. She was cheerful and sociable,
and even though she gave presents to and related mostly with the leaders, she was
also affable to everyone. Her family and many friends outside the institution visited
her often. All these were positive points in the eyes of the residents. However, she did
not stay at the institution for long; she managed to organise her escape with a few
other girls and they did not return at least during my stay.

In conclusion of this sub-chapter it should be emphasised that when an
adolescent girl is directed to a closed institution, the event is difficult and shocking
for everyone involved. Any radical change from one living environment to another is
hard.

The purpose of sending a youngster to a special needs school defines what
kinds of factors the decision-makers take into account. If this is assessed as an
opportunity for development for those children who have not had favourable
circumstances for developing in their natural living environment, then the arrival to
the institution should be prepared in advance. The child has a right to know what is
going to happen to him/her. Such a violent and unprepared transport to the school as
was described in the beginning of this chapter has a very negative impact also on the
future relationship between the resident and the school. There must be ways to
introduce the idea to the children and explain why it would be better for their own
sake to continue going to school in an institution where they also receive good care.
In my opinion, the word ‘care’ ought to be used more frequently in the vocabulary of
both ordinary school teachers and decision-makers when the lives of these young
people are concerned.

The first three months in the K. Special Needs School is the most difficult
time for the residents, and from my own experience this is true also in regard to new
staff members'’. There are a lot of informal norms and norm-setting activities at the

institution, which every newcomer learns during the adaptation process. The fact that

"7 Everyone who enters the institution goes through a hidden three-month testing period. I learned
about this unwritten law from one of my colleagues, who also informed me that being a staff member
does not make any difference: “You are a new person here, and the girls’ relationship with you is
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there is an initial testing period for every newcomer leads to the conclusion that the
residents have their own hidden subculture based on power relationships, which is

characteristic to total institutions (Goffman 1961, Foucault 1961).

5.2. The Regulated Daily Activities

5.2.1. The Daily Regime. Waking up

An ordinary day at the institution ran as follows:

7.30 waking up, cleaning rooms, preparing for school

8.00 breakfast

8.30 - 13.40 school

13.40 lunch

14.00-16.00 vocational training

16.10- 17.30 private studies (doing homework)

17.30- free time (walking)

19.00 dinner

until 22.00 free time in the dormitory

21.00 supper

22.00 bedtime

All the daily enterprises were commenced with a bell. At 7.15 the first bell
rang that notified the girls to get up. The residents are organised in pairs to work in
the kitchen one day at a time, and those girls woke up earlier and went to their duties.
At 7.30 the educators (usually one or two people) came to their dormitory

floor, relieved the night watchwoman from her duties and checked whether all the
girls had got up and how were they performing their morning activities. The educators
popped into each of the bedrooms and supervised the girls who had until 8 o’clock to
finish dressing, washing and tidying up their bedrooms. The girls were usually
hurrying up and down the corridors. Some of them were already dressed, some
walked about barefoot and in their night gowns. They held toothbrushes with

toothpaste in their hands. Only some of girls were dragging their feet because it was

different than with the older staff. You have to go through this test just as everybody else, never mind if
they are residents or staff members.”
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hard to wake up. There was one girl who could never wake up properly. She told me
about her sleeping problems - she would not fall asleep before three or four in the
morning and at 7.30 it was impossible for her to wake up. She usually slept through
the first lessons of the day at the school. Being at the institution for a long time didn’t

change the situation.

5.2.2. Breakfast

At eight the bell sounded calling the girls to breakfast. The residents went down to the
dining room carrying their school things with them. After breakfast they went straight
to school. When they entered the dining room, they left their school things on the
floor of the corridor near the dining room entrance. In the dining room, the residents
had their own assigned places. Each table was shared by four people. The tables were
already laid by the time the girls came in. The staff members on duty circulated
around the tables and kept watch over the residents to see if they were eating
properly. Most of the girls ate very quickly and finished their breakfast in five
minutes. Some girls took their time with the food and ended up being late nearly
every morning.

The bell rang again at 8.20; it was then time to go to school. The residents
tidied up their tables and piled their dirty dishes on a side board.. Many residents took
bread with them as they left the dining hall, some quite a lot. The girls often told me
about being hungry all the time. For most of them the problem was that they were not
used to eat in regular meal times. When the residents complained about the
circumstances at the institution, they mentioned the fact that they had to eat when not
hungry but according to the daily regime as the biggest violation of their lives:

“At home I can eat when I want to but here it is impossible. Here you have to eat
when they give you a meal. I don'’t like it. It is too difficult and I feel hungry all the
time.” (1L9.1.b)

An educator explained the residents’ eating problems in the following way:

“Their eating habits are terrible, especially in the beginning. They are always

chewing on something. Some of them are so full they get sick and throw up but

keep on eating more and more and more. It is from nervousness.” (1.5.E.b.) t
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I was observing a new girl who literally grew from thin to fat in two months - she
always had bread or cabbage in her pockets to nibble on.

In principle, the residents had the possibility to eat as much as they wanted.
They also received parcels from home which usually contained candy or other sweet
things. The girls were supposed to share with others any such presents. Naturally,
some tried to hide their goodies, but that was virtually impossible. Most of the
residents low in the hierarchy had to give everything away to repay cigarettes they
had already smoked. This was a discharge of debt (more see in chapter 5.7.).

If the residents had any money, the educators held on to it. In principle, the
girls could ask the educator to buy her food and other things, but the final decision
was made by the educator. If there was enough money, the girls usually asked to be
bought candy or chewing gum. At times they also requested for plain white bread.

Especially the low-level staff kept emphasising how much food there is and
how rich it is. The girls ate four times a day, and both lunch and dinner were hot
meals. I did not see a problem in quantity or quality of the food, but rather in the way
food was used as a disciplinary method. The residents mostly came from either very
poor homes or from homes were there were no regular meal times, and had a hard
time adjusting to eat in a regulated way. Hence, they often saw eating regulations as

another form of violation of their freedom.

5.2.3. The Morning Roll Call

Every morning before the teaching began, all the residents, teachers and educators
had to be present for roll call. Each form stood in line, and one resident from each
form was on duty that day reported on the form’s composition and possible absences,
such as residents who were sick, on duty either in the kitchen or on their dormitory
floor, as well as those who were off the school grounds on a home visit, in the
hospital or escaped. The morning roll call was also an opportunity for the staff to
inform both the residents and each other if there were any changes in the regular
school schedule. The roll call took all and all only about ten minutes. At the K.
School, only morning roll call was held, whereas in the equivalent institutions for

boys a head count was taken several times a day. For instance in the T. School, which
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was the institution for the Russian boys, roll call took place before every activity by

the headmaster himself.

5.2.4. Cleaning the Dormitory’s Public Space

After the roll call, the bell rang again and the girls went to the classrooms. The four
girls on duty in the dormitory, two from each floor, went back to their floors together
with the respective educators and cleaned the corridors, toilets and the wash rooms.
One girl cleaned the long corridor of her floor and the wash room, the other the short
corridor and the toilets. The staff kept an eye on the work of the girls and also
checked the condition of the bedrooms. There was a list of requirements for how the
bedroom should kept, and the educators assessed the state of the rooms accordingly.
Smoking was the most severe offence against regulations. If there was any sign of
smoking in the room, the assessment automatically read ‘very bad’. The checking of
the rooms involved the educators looking in the wardrobe, desk drawers, and under
the bed. “It is a repugnant task, but there’s no alternative. They are so slipshod that if
we didn’t check up on the condition of the bedrooms, they would never clean them,”
(1.8.H.c.) " one staff member said to me once as we were checking the residents’
bedrooms.

One of the girls living in each room was appointed the ‘senior’ of the room,
and she was responsible for the ultimate condition of the room. I noticed that every
morning it was mostly the same girls that cleaned the rooms. Later I came to know
that cleaning is the duty of ‘recruits’ and girls low in status in the residents’
hierarchy.

As a rule, one educator checked the bedrooms while the other supervised the
girls who cleaned the public space. The biggest problems occurred with cleaning of
the toilets and the wash room. The girls tended not to clean them to the standards of
the staff, and educators supervised this work particularly carefully. At times a
displeased educator made the girl clean the place all over again. Sometimes there
were exceptionally difficult situations. I particularly recall one incident when M., a
small 11-year-old girl was responsible for the toilets. At the time, there were 58 girls
living on the floor, and that particular morning the toilets were messier than usual. M.

had to make three separate trips out to take all the rubbish away. Two out of the four
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toilets were out of order, and one of the working ones was clogged and filthy. M.
hoped that she could unplug it with water, but the water did nothing else than caused
the contents of the toilet to flood all over the floor.
(M.= a resident; E.= educator on duty)
M. (cries): O-o-o, it’s all coming out to the floor! (runs and jumps on top of a
chair)
E.: What are you doing? You have to dig it out of the bowl!
M. (crying): It’s not my fault it’s too dirty here today! Why do I have to do
this?
E.: Because you are on duty today and it is the work of the people on duty! Go
take the stuff out, otherwise the whole place will flood ...
M.: How can I take it out? With my hands?
E.: How can I take it out! How do you think you can take it out? Of course
with your hands!
M. (crying): I can’t do it!
E.: If you don’t do it, then you go there where your place is, you know yourself
where? Get down from that chair! This way you can’t do anything at all.
M.: I can’t, my slippers will get wet! I can’t go to the water with slippers!
E.: Go put boots on! Who told you to clean toilets in slippers? And go fetch
the plunger.
M.: (with boots): I couldn’t find the plunger! It’s gone again. Yesterday it was
there, but now it is gone. Everything gets stolen. I'll go and look for it on the
second floor.
Soon she comes back with a handyman who brings the plunger. The handyman
opens the toilet and it works again.
E.: Now tidy up the toilet paper from the floor and take it out!
M.: I took the rubbish out three times already, I don’t want to go again!
E.: Don’t rebel, the work isn’t done as long as there is rubbish in here. In the
evening all the girls come and the rubbish bin will overflow again. Don’t
argue with me, just do your work nicely if you don’t want to go you know
where!
M. (carrying the rubbish bin out): It’s not my fault that it’s so dirty here, that

there is so much rubbish... (when she is back she asks: Well, is it ready now?

157



E.: Yes, now you can go to school. Tell me, was it so heavy? Look, now the

toilet is nice and clean!

M. (smiling): In fact it wasn’t that hard.

E.(after M is left): Oh, this just makes me sick.” (111.9) lii
The previous scene may be shocking to the reader, but in a certain sense it is
symbolic. It demonstrates how it is in real life - both the residents and staff members
have to deal with such a difficult and hateful activity - to clean the mess that other
people have irresponsibly left behind them. It is also symbolic that the rubbish that
was produced by so many people, but the cleaning is left to a few.

The girls on duty on the floors were not supposed not to spend a very long

time cleaning. At 10 o’clock at the latest they had to be in their classrooms.

5.2.5. Schooling

Providing primary education to the residents is the most important official aim of the
institution. According to the Estonian Law on Primary and Secondary Education
(1993) and the Juvenile Sanctions Act (1998), K. types of schools are primary schools
for young people with special needs in education to help them complete their
compulsory schooling. Special needs schools for children and young people with
behaviour problems work on the basis of the ordinary primary school programmes.

The K. Special Needs School covered six forms from the fourth to the ninth.
The Estonian side had pupils in all forms, but the fourth and eighth were joined
together due to the small number of pupils on those levels. On the Russian side there
were fourth, seventh, eighth and ninth forms, and also the fourth and the eighth forms
were taught together in the same classroom.

The teachers had to teach in very difficult circumstances for various reasons.
If there were only a few pupils in one form, two forms were joined together. One
teacher taught more than one subject. For instance, the Russian side had only two
teachers of its own. One of them taught the Russian language and literature, history,
geography and English. The other was responsible for the natural sciences;
mathematics, physics and biology. The other subjects, Estonian language, singing,
drawing and gymnastics were taught by teachers of the Estonian side of the school.

There were new residents arriving at the institution in the middle of the school year,
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and for this and other reasons they were on very different academic levels. The
teachers continuously complained about how impossible it was to teach the girls
anything. They were all in need of individual attention and tutoring, but that was not
possible to arrange in such circumstances. The results were poor. In the fifth form, for
instance, there were only three pupils, but no one finished the course and all of them
had to repeat the year. Some of the residents were not graded for all of their classes,
and some received no assessment at all. The teachers often spoke about the need for a
special study programme for these pupils.

The most serious problems were concerned with the teaching process. The
school was assumed to offer primary education according to the general Estonian
school curriculum, because the residents were officially defined as children with
behavioural problems but with normal intellectual capacity. This approach was a
leftover from the past system when the case was really defined as: children with
behavioural problems were sent from ordinary schools to a special needs school for
slight reason. It was impossible not to complete the school year, whereas the current
residents may have not been to school for months at a time, some virtually never. The
girls had such huge gaps both in their academic knowledge and learning habits that
they were impossible to mend. The teachers were at a loss in attempting to solve
problems for which they had not been trained.

The official statistics of the educational results in the K. School were the
following: In the school year 1996/7 , out of 69 pupils who studied in the 4™ - 8"
forms, 11 (16%) pupils failed and had to repeat the year. 4 pupils (6%) had additional
work for the summer. 4 (19%) of the 21 residents who attended the 9™ form failed the
course. This means that they received an attendance certificate but no mark. There
were particularly negative results in the Russian sector, where 33% of 9" form pupils
failed (2 girls out of 6) the course. The percentage would have been even higher if the
one resident who was expelled just before the end of the school year was added to the
total (see chapter 5.5.).

At the same time it was possible to perceive some signs of shift in the general
goals of the institution. Both the management and the mid-level staff set the aim of
control and protection, as well as (re)socialisation of the residents as the top priorities
of the institution. A study conducted by Korgesaar (1999:40) lists the following

points as the results of the study in regard to the assessment of the aims of special
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needs schools: “The most important aims ... for both the residents and
teachers/educators, as well as headmasters are (1) reformation of personality, (2)
getting prepared for independent life, (3) controlling the residents’ behaviour,
including the protection of other people, (4) providing academic knowledge.” The
notion that the school and the studies were necessary to keep the girls occupied, girls
who did not know what to do with their free time, is embedded in the research results.
The staff of the K. School in general realistically understood that a K. School
education was inadequate to continue with further education or to compete in the
labour market. Goldson’s point (1997:20-22), that school is in the first instance an
institution that excludes children from active social participation with the implicit aim
of state control, is true of the K. School young people.

According to my observations, learning was largely based on the mechanical
memorisation of texts. The residents’ favourite subjects were drawing and
gymnastics. Particularly the drawing classes were a welcome activity. Teaching
drawing at the K. School only involved learning the techniques of self-expression,
and was as such among the rare occasions that the girls were able to express
themselves in a non-verbal way and have positive experiences without needing to be

afraid of any negative evaluation.

5.2.6. Vocational Training

After school was over at 13.40, it was lunch time. From 14.00 to 16.00 both the
Russian and Estonian residents were divided in three groups for vocational training in
dressmaking, knitting or garden work.

Vocational training, particularly sewing and handicrafts, was much preferred
over academic studies. The girls also gathered together during their leisure time for a
sewing group, which gave them a great deal of pleasure. Doing handicrafts provided
the girls with an opportunity to chat with their instructors in an informal way, and
similar to drawing classes, was particularly important because of being free from any
moralistic content. Unfortunately, at the time there was no organised work therapy —
or any other form of therapy - at the institution which would have been extremely
valuable for the girls’ development. However, the drawing classes and the vocational

training can be seen as rudimentary art and work therapy.

160



5.2.7. Doing Homework

16.10 - 17.30 was reserved for individual studying, namely doing homework. The
residents went to their form teacher’s classroom and did their homework supervised
by an educator. For every form or 12-14 residents there is a form teacher and two or
three educators.
“The educator must keep order and make sure the girls don’t disturb one
another but concentrate only on their own work. The educator also has to help
the girls if there is something they don’t understand something in their
assignments.” (L4.D.a.) ™
The girls keep their school books and other school paraphernalia in their form
teacher’s classroom, and know what they are supposed to be doing. The work is
mainly done independently. Naturally, the girls are often reluctant to work on their
books. By this time they are already tired from the day’s activities which started at 8
am with only a lunch break and some short recesses in between the classes and
training. The girls often tried to get away with it by claiming that they had already
finished everything during class. Mostly the girls were busy with their English,
German, Russian or Estonian lessons: they translated texts or did exercises. Some
school teachers used the time as an opportunity to give individual tutoring to the girls,
which often meant making sure they had learned the day’s lesson by asking question
about its content. It was also a good time to discuss the form’s problems with the
educator on duty. The girls were usually pestering the educator to help them out with
their translation or language exercises. Some girls walked from classroom to
classroom to ask their friends out. They excused themselves by saying that they had
to go to the toilet or to drink water. If possible, the girls also used the time for writing
letters or doing handicrafts. Towards the end of the individual study period the
resident on duty for the classroom began to tidy it up. The classroom was cleaned
twice a day; first after the school hours and another time after homework. Cleaning

meant taking out the rubbish and sweeping and washing the floor.
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5.2.8. Walking and Free Time
The bell sounded the end of the homework period at 17.30. The girls had free time.

They could either go to the dormitory, or if the educator gave permission, they could
take a walk. All the girls were supposed to have a chance to go for a walk once a day,
but this was harder to realise than to say. The educator who accompanied the girls
was solely responsible for them outside the buildings, and there was always the fear
of escape. Certain educators refused to go for walks with the girls at all, and some
agreed only to take those she trusted the most.

When thinking back on my first walk with the girls it seems like an amusing
story, but at the time I was quite worried. There were thirteen residents in my group.
One of the vice-heads had told me that it is prohibited to take the girls out of the
school grounds, and the walks should only be taken in the garden behind the main
building and on the yard. When I mentioned this to the girls, they outsmarted me:
“That’s not true! We always take a walk outside!”" 1 had no reason to seriously doubt
this because the other educator in my form habitually took the girls outside the fence.
When we got out of the gate, the girls ran out all in different directions like a flock of
birds. Some lagged behind, some ran far ahead. Two of the girls flanking me kept me
distracted by telling a very important story. When I anxiously asked them if they
thought the others were attempting an escape, they assured me that there was no
reason to worry, the others were only looking for cigarettes (about smoking, see
Prohibited Fun in this chapter). However, the walk was successful and I returned with
all the girls with me.

After that first experience, we began each walk by deciding together where we
would go and what the ground rules were. This was easier said than done, because as
soon as we got outside, the girls forgot their solemn promise to stay near me.
Sometimes I had to interrupt the walk and return to the school. However, the girls did
not defy the joint decisions. I was always willing to take long walks with the girls. It
was pleasant and easy to communicate with the girls outside the school’s oppressive

atmosphere.
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5.2.9. Evening Time at the Dormitory

Dinner was at 19.00. After the meal, there was free time in the dormitory until 22.00
when the girls were to go to bed. Sometimes the educators on duty had dinner as well,
but it was never explained to me why this was not possible every day. The educators
ate in a separate room away from the girls.

After dinner the residents usually watched TV, did handicrafts or wrote letters.
The evenings were also the times when the girls got prepared for different kinds of
extra activities the staff had planned for them. During the time I spent at the
institution, the girls had a “Style Show” and “Miss May Pageant”. Together with the
educators the girls made costumes, planned the programme and made other
arrangements for the event. Some educators taught the girls to dance, sing or make the
costumes ( “The girls are not able to make the clothes themselves”). The educators
organised and participated in these kinds of activities on a voluntary basis. Hence,
every evening some girls were busy with these kinds of preparations, while the rest
sought the company of the educators simply to chat or discuss problems of which they
always had plenty.

At 21.00 the residents had supper. Together with the one or two girls who
were on duty at the dormitory floor that day, the educator brought the supper from the
guards’ room downstairs. Supper usually consisted of fruit, biscuits or buns. The girls
on duty were responsible fore the boxes of food, and distributed whatever was for
supper to the other girls according to a list of those present in the educators’ room.
The task gave them a sense of power. They were able to pick and choose the better
fruit or bigger buns for the girls they liked, or earn points by slipping more food to the
leaders of the group. The supper often included something tasty and sweet, and was
therefore also a valid currency for trade. The usual transaction was to trade the entire
supper for a half or a quarter of one cigarette. This often caused quarrels between the
girls. A girl may have bought a cigarette on the promise of a supper from two
different girls, and the rule was that the seller could choose the night when she wanted
the payment. If there was something especially good for supper, there was bound to
be an argument of who got her payment that night. One girl who owed her supper to
two girls at the same time ended up badly beaten.

When the girls were given fruit (usually mandarin oranges) or candy, they

treated the educators. It was considered proper behaviour to treat others when one
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received something good, and refusing to do so was very bad behaviour indeed. To
possess personal things, even food, was a privilege of the leaders only. However,
even they at times treated their ‘servants’ high in the hierarchy with pieces of candy
or other goods in order to show their satisfaction with the service and to guarantee it
also in the future.

Otherwise, the girls were in the habit of playing with the food and even
throwing it around. It was always hard for me to see pieces of good food strewn
around the floor.

After supper, the girls started getting ready for bed. Bedtime was announced
by the bell at 22.00, when the night watch also came to work. Bedtime was quite
restless; it took a lot of running back and forth in the toilets and the washroom before
the girls calmed down in their bedrooms and finally went to sleep.

The above-described was the weekday regime. Weekends were less strict.
The residents got to sleep late, and instead of school work they tidied up the
dormitory and were engaged in extra activities. Weekends were also the time reserved
for visits by relatives. A special permit from the management was required to receive
friends from outside the family.

All and all, the daily regime was based on strict schedule of routine activities.
However, in reality the content of the schedule could be totally different. It depended
on various factors, of which the atmosphere created by the educators on duty was of
an utmost importance. The best results and smooth operation of the day were
achieved if the educator had a stabilising impact on the girls, she was methodical,
consistent and calm. If the educator showed too much emotion or inconsistency in her
own activities, the girls became agitated and were hard to calm down again. The other
extreme, apparent indifference and passivity generated protest among the residents:
they provoked the staff members until they were given attention in one way or
another. In general, the residents were sensitive and quick to respond to the mental
state of the staff members they were in contact with. If someone had a bad day, was
tired and nervous, attempts to suppress and hide the stress were usually futile. The
girls picked up the mood and made the situation even more difficult by showing their
irritation and restlessness.

It was clearly apparent that the mental well-being of the staff was vitally

important for working effectively with the residents. Teachers and educators on duty
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should be well rested, confident in what they are doing and mentally prepared to
undertake the day of hard and demanding work. Any pedagogue working in such an
institution as the K. Special Needs School needs to be well aware of the processes she
participates in her work, as well as the impact she has on the residents as an adult, a
pedagogue and a role model. This demands high-level qualifications; skills,

knowledge and solid professionalism.

5.3. Teaching Knowledge and Skills

The managers and mid-level staff emphasised the importance of study for the
residents. Many teachers stressed how ‘backward’ the residents were, and how it was
mostly tied to neglect and underdeveloped habits to learn new information. The fact
that schools in general pay little attention to whether pupils attend it or not is a new
phenomenon in Estonia that appeared after independence. According to the present
Estonia legislation (Law on Primary and Secondary Education §17 (6,7) (RT I 1993),
parents are responsible for the schooling of their children. It is the duty of the parents
to see to it that the children attend school. At the same time, schools have an interest
in having as many pupils as possible because their financing is calculated on the basis
of the number of students, although they are nevertheless concerned with keeping up
good averages. Certain schools do not care much for pupils who have behavioural and
other problems. The success of a school depends on the academic level reached by
students and is measured by the number of students accepted to institutions of higher
education (Kadajane & Strompl 1999). Consequently, there are a number of children
who are either absent from school for long periods at the time or never attend at all.
When such a child is sent to a special needs school and expected to catch up in her
studies with the other residents, problems are inevitable. Yet, as pointed out earlier,
the institutions follow the regular primary education curriculum due to the fact that
officially the residents are defined as having normal cognitive skills and hence do not
require special needs education programmes. The K. school teachers were very
frustrated with this, and complained about great difficulties in being successful with
ordinary teaching methods. According to my observations and general knowledge
about teaching methods, most K. School teachers relied on learning factual

information directly from textbooks. When asked about this, they explained to me that
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that was the way they taught their subjects. When the residents were doing their
homework, the learning followed the same general lines: the girls directly translated
sentences from one foreign language, either English, German or Estonian, to their
native Russian. When they turned to me to help them out, I offered to help them learn
vocabulary, but they usually declined and argued that they do not need to learn new
vocabulary, but simply to manage their translations and memorise them. However, it
is good to keep in mind that this is what the girls themselves told me. The Russian
teacher who taught languages explained that the pupils preferred mechanical
translations over other kinds of homework. Nevertheless, she could not give me
advice about how I could help the pupils learn more effectively.

The girls often also turned to me to check if they had made their language
exercises correctly. If I found mistakes they were quick to correct them, but did not
like to listen why something was right or wrong. They learned long texts from history,
biology and geography by heart without a wider context or deeper knowledge of the
content. All and all, these girls had intellectual potential which had no chance to
develop. In short, the subjects they studied remained alien to them.

Since I was present only a few times in actual classes, I am not in the position
to tell much about the process of teaching in the classroom.

If I spent little time in the classroom, I had plenty of opportunities to observe
the teaching of everyday skills to the girls. Because the staff had no illusions about
the intellectual development of the residents, they focused on developing the so-called
feminine skills of the girls. The most important of these feminine skills was
cleanliness, and the most important activity was household tasks. When I asked the
teachers what skills they thought the residents need the most after they leave the
institution the usual answer was: “Cleanliness. What they generally learn here - to
take care of their personal hygiene and their laundry” (1.10.J.c.) ™. The answer was
quite unexpected in the light of the poor sanitary conditions of the institution.
However, everything is relative, and in some sense I agreed with the teachers.
Moreover, the residents spent a lot of time with cleaning their rooms and cleanliness
in general was a value that they learned to respect at least to some extent. This was
evident in the pleasure they took in justifying aggressive behaviour towards those
girls they saw as not washing themselves properly. The staff implicitly reinforced this

kind of behaviour because it was in accordance with the school aims (about this, more
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detail later). Another valued skill was handicrafts. A good woman was supposed to
know how to sew and mend clothes and do other kinds of handicrafts. Sewing also
produced material gratification, which in general was very important to the girls. If
they were good at sewing they could make presents for their sisters, mothers or
grandmothers, as well as nice things for themselves.

Special attention was paid to communication skills. Many authors who study
the personality of troubled children and young people point out that one significant
reason for the problematic behaviour of children and young people is that they do not
know how to relate to other people, they initiate conflicts for slight reasons and are
not able to put themselves in other people’s position; in short, they do not have
communication skills. The pedagogues of the K. School also pointed out the
importance of teaching communication skills and gave quite a detailed description of
their methods and practises of teaching the girls in this regard.

A teacher clarified the aim of her work as the following:

“I see the content of my work being that during the time a child is in my
hands, she should learn the maximum of everything she will need for coping
after leaving the institution and hence manage her own life independently. [
provide her with knowledge and information about what she is going to need
in her life ...

To make her understand the situation she incurred, to think, analyse and

weight the possible ways out of that. ...
Perhaps the thing that I think I do the best is the reconciliation with the family
and mending of the relationships. For some girls I have downright dictated
letters and explained: if you write to your mother like that, what is the
reaction you should expect? You cannot cheat your mother if you want her to
respond to you in a nice way. You should write your letter so that it will enter
her heart.” (1.2.B.c) ™
When I spoke about communication skills with the staff members, it was important to
establish what exactly they meant by that. Some emphasised listening skills: “7 know
how to make other people listen to me”. One teacher stressed the importance of
convincing the residents to have confidence in the staff:
“It is important to me that the child believes in me ... I want to make a child

believe me; I look into her eyes and even try to hypnotise her: I want to help
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you. And I deeply believe in what [ am saying. As I said already I never lie to

a child. So the child would believe that I am not her enemy, but an oasis,

where she can get help....” (1.6.F.c) ™"

There are two issues in this connection I see as significant. One is the different
meanings people give to communication skills, and the other is the teaching process
itself.

When the professionals and staff members spoke about communication skills,
they were referring to either to the residents’ inability to see other people as equal
communication partners, but rather people who had to be pressured to bend to their
own needs; or on the contrary, to the lack of self-affirmation and inability to say ‘no’
or resist the influence by others. Hence, there was no communication between equal
partners, but the question was of power relations between the dominant and the
subordinate. However, the staff members described the teaching process in a
contradictory way as taking place between equal communication partners.

Certain details in the staff members’ descriptions of what they considered
important teaching skills and how they saw the relationship between a pupil and the
teacher illuminate this point. It became evident that it was the teacher who had an
active role as a giver (“I provide her with knowledge and information”, “I want to
help you”), whereas the pupil had a passive role of a receiver ( “she learns what 1
teach her”).

A particularly apt metaphor for the relationship is the sentence: “the child is in
my hands”. The metaphor of the child as material for moulding was expressed
repeatedly by different teachers. Despite of the collapse of the Soviet system, the aim
of the special needs schools did not changed in content from the Soviet concepts of
reformation and re-education of the children’s personalities; however, the terms were
disguised in the new word influencing'®. If T asked what the difference between re-
education and influencing was, the answer was that the former did not accept the

individuality of the subject of the action, whereas ‘influencing’ expressly does that.

'® The terms ‘reformation’ and ‘re-education’ were rejected as a violation of human rights, and
replaced with the new term ‘influencing’ (mdjutama). The term appears in the law in the Juvenile
Sanctions Act (1998) and also in the new Criminal Law (came into force 06.06.2001) in place of the
earlier ‘reforming’. What this signifies is the notion that nobody needs to be reformed, but that they
can be influenced. In the Law on Incarceration (par. 2., p 1) for instance, the aim is changed into
‘directing the person to correct him/herself” from the earlier ‘correction’.
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The staff’s interpretation of the term ‘influencing’ had its nuances, which revealed the
notion of force behind it (“to make her understand”, “I want to make the child believe
me”’, “try to hypnotise her”). It is evident in these extracts that the resident did not
have many options besides subordination, which one of the managers directly

expressed: “Our girls have to understand that they have to change their mind and

behaviour, they have to learn to discipline themselves. It cannot happen_ without some
coercion.” (L6.F.c) "™

A managerial staff member portrayed a good teacher who could serve as a
model for others: “Look at X, for example. She is a very good teacher who knows how
to get through to the girls. She does not leave a child alone before she has achieved
with her what she wanted to. ... ”(1.12.G.a.) ™

One important aspect in the notion of ‘teaching’ is how it was verbalised by
the staff. Teaching means to ‘tell” what is ‘right’, and other methods of behavioural
remodelling were passed over. Hence, big words about the importance of accepting
one another and active listening skills co-existed with the day-to-day ignoring
behaviour and even indifference. An extract from my field notes is a typical
illustration of this : “The two of us (P. and me) were sitting in the educators’ room
discussing the schedule of duties. Suddenly Y. just walked into the room and began to
tell P. about something that happened to her that morning.” This was common
behaviour among the residents, and when I later studied my field notes, I found plenty
of similar examples. I have to say here that later in the fieldwork I myself noticed the
same behaviour. This type of interruptive and inconsiderate behaviour was most

blatant in the relationships between the two ethnic groups (see chapter 4.3.).

5.4. Educating Females - the Gender Issue

Because the K. School is a special institution for adolescent girls, the gender issue is a
big part of the daily life, and as such is also included in my research data.

The institution itself is based on gender separation. The fact that female
children should be separated from male children was so self-evident to all staff
members regardless of their status that it was never even discussed. In spite of the fact
that staff members knew that equivalent mixed-gender institutions existed in other

countries, they were unanimous in their belief that single-sex schools were much
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better: “It would be impossible for us to control them all the time, and if there were
also boys here, God knows what could happen” (1.3.C.b.) b,

When talking about the residents, the staff members also mentioned that one
of the reasons for sending girls to K. was their sexual activity. “Some of our girls
were engaged in prostitution.” Being sexually active was interpreted by most of staff
members — as well as the residents themselves - as the ‘personal characteristics’ of
the girls and considered to be a problem of their ‘stormy puberty’. There is reason to
emphasise that not one of the residents ever admitted prostitution, though they did
point out some other girls whom they believed to have been involved in sex work.
The staff also emphasised that problems arise when there are ‘hyper-sexual’ girls or
girls with lesbian tendencies among the residents. Such girls were seen as stirring up
other girls’ sexuality. It became apparent in the prevailing staff discourse on gender
and sexuality that all the girls ‘had problems with their sexual behaviour’ regardless
of the possible reasons behind them. The staff in general did not deny the potential
sexual abuse of the children and its impact on their behaviour; however, there was a
generally strong biological deterministic approach to the question of the residents’
sexuality. In addition to the above-mentioned ‘hyper-sexuality’ and ‘lesbian
tendencies’, the staff emphasised that the age of ‘stormy puberty’ was obviously a
difficult time in girls’ development when they needed close control and protection
against their own ‘nature’. All this is concurs with those biological and psychological
determinist theories connected with such names as Lombroso and Ferrero, Freud,
Pollak, Cowie, Cowie and Slater, whose theories received a critical analysis by
feminist criminologists such as Smart (1980:27-60), Belknap (2001:35-39), and
Pollok-Byrne (1990:10-18).

Stereotypical thinking with concern to specific ‘feminine’ qualities that
corresponded with the above-mentioned determinism that prevailed among the K.
School staff consequently constituted the so-called ‘bringing up girls’.

What is the content and speciality of this gender-based education? The
responses I received to this question from staff members of different levels were very
similar. This was one of the issues where the staff was strongly of the same opinion.
First of all, it was established that females have their own specific character, which
differentiates them from males. The two most typical distinct qualities were:

e females are weak; they are exposed to abuse and easily manipulated;
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e girls are wily and can not be trusted.

According to the staff, these two qualities justified the emphasis on the
protection and control of girls. While they stayed at the special needs school, this
protection and control was provided, but deep problems began after they had finished
school and were released to the world: “As long as they are here, everything is OK in
their lives. We keep them in check. It’s after they leave K. that the problems start.”
(14.D.a.) ™

The staff, however, was aware that official control as it was understood and
arranged during the Soviet era is not effective. The girls were in need of control of a
more unofficial and informal kind, control that covered also the notions of protection,
support and caretaking. As long as they were at the school, this task of loving control
was over them was designated to the staff who took the place of the mother. In reality,
however, the notion of motherly care existed mainly only as a desired ideal. (On the
metaphor of home and maternal relations see chapters 3.2. and 6.3.3.) In addition to
maternal care, female peculiarity is expressed also through other notions in the
relationships between the staff and the residents. Both staff and the residents
habitually used expressions of their feelings that were tied to inexplicable instincts
and intuition. When the staff spoke about their work with the girls, intuition had a
substantial role: “Suddenly I feel what will be just the right method of dealing with
her.” (1.6.F.b.) ™ Also the residents used such argumentation for their thoughts: “7
just feel she isn’t honest,” or “I see it in her eyes - she is guilty.” (111.9.) v

Perhaps the most significant factor in the construction of the female gender
was the relationship with the other gender, and how it positioned females. According
to the staff, finding a good husband was the most important thing for a resident to
have a successful future:

“We have experience about our girls: if someone finds a good husband, her
future will be OK. And it is strange, but many of them actually do find good
husbands. ™

“What is their future? ... one out of ten will get married and everything will
turn out fine for those girls... It is very important that a girl finds a good

husband, who will keep an eve on her.” (1.4.D.a.) ™

The traditional stereotype of the inherently female character shared by all the staff

included the notion that girls/women are at all times in need of outside control. First
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there is the mother, then the husband whose task it is to keep an eye on her. Certainly,
this control should contain caretaking as well (compare with definition of gender in
institutional care/control described by Kersten 1989, P6s6 1993, etc.). All of the
residents’ problems were caused by a lack of responsible adults to take proper care of
them. It is interesting that this belief so strongly prevails after the times of the general
Soviet ideology of gender equality, which in fact rejected the notion of any
differences existing between the sexes. In the institution’s current understanding of
gender-specific qualities, particularly with concern to the residents who are children
and females at the same time, dependency was given a strong emphasis. Such an
opinion is well expressed by Gittins (1998:63):

“The idea that children could, and can, survive in the world without adult

protection, without conventional (middle-class) families, defied (and defies)

middle-class notion of masculinity as defined in terms of independent men
who must support ‘naturally dependent’ women and children, and who alone
are capable of instructing, guiding and controlling such weak/ needy /Other
beings.”
The most important aim of the school was to teach the residents to be dependent on a
protective person. First of all, they studied subordination to those who care about
them. Indeed, girls’ delinquency consists of too many manifestations of
independence: (running away from home, making independent decisions about what
to do, where to go, where to live, etc.)

At the institution, it was time for the girls to finally understand that they had to
be protected. In order to find a male human being who in future will take care of her,
the girls had to acquire the qualities demanded from an eligible, good woman. She
had to learn to be gentle, take care of her looks and be prepared for the activities and
tasks predetermined for her future as a mother and a wife. The ‘female education’ at
the institution was directly tied to the desired development of feminine identity and
preparation for marriage and family. Communication skills were considered
especially important for being a successful female. Deficiency in such skills was the
fundamental reason for the girls’ deviancy. (About the role of human relationships in
the development of female identity see for instance Gilligan 1982, Chodorow 1978,
1999).
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It may sound ironic, but in view of the present circumstances in the Estonian
society the staff of the K. School were quite realistic. Because there are no state
integration mechanisms and the lack of any special support programme for adaptation
to successful independent life career for graduate residents, they really have no other
opportunity to cope with their life in any other way. I must stress, though, that this is a
question of the state social policy and not an opinion of mine. The school acts on the
assumption of present reality. (About the opportunities of integration see more in
chapter 7.)

In the viewpoint of the staff of the K. School, female identity and feminine
qualities followed quite traditional logic. Cleanliness has the supreme position. A girl
who wants to marry and to become a good wife and mother should be well groomed
and pay careful attention to general cleanliness in her environment. She also must
possess certain skills essential for making a good mistress of her household, the most
important being sewing, knitting and other handicrafts.

An ideal future for a K. School girl and thus a successful outcome of the
education at the institution was once expressed by a staff-member when asked about
what impact the school had on the residents:

“What makes me happy about my work? ... When I can see that a pupil of

mine has become successful. Just earlier today we met one of our former

pupils. She was also at the exhibition with her family. She used to be such a

fretful girl. After leaving the school she married a man strict enough to

control her. She has four children now.....and how nice those children are,
well-dressed... ...and the girl herself, she is also very nice.” (1.1.A.c.) bvii
Female education puts a special focus on the formation of a woman’s body.

Girls should be beautiful. When one of the teachers found out that some of the
residents were going to tattoo themselves, she told them:

“Just imagine, when you have finished the school and are about to get

married and you are going to have a beautiful white wedding dress, and then

there is a tattoo on your hands. How will that look?...” (1.2.B.d.) ™™
A girl have must how to move her body, how to decorate herself, what clothes are
becoming to her and how to behave as a beautiful young lady. This implies that the
girls have to get used to making an appearance and know how to exhibit themselves.

The purpose was served by organising different fashion and other shows, dancing
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competitions, and the most important of all, the beauty pageant in May, at the end of
the school year. The shows had a multitude of aims. In addition to learning how to
show themselves in the best light, they also learned hairdressing (also a hair-do
competition was organised), make-up techniques and dressmaking. The main idea
was to encourage the residents to prepare all the necessary paraphernalia for the
projects themselves, including dressmaking. However, this aim usually did not come
to much because the staff ended up sewing the costumes instead of the reluctant girls.
One significant point in regard to such events was both the fact that they were great
entertainment for the residents, far from boring or requiring much hard work and
hence much enjoyed, and their nature as co-operative projects where the girls had to
plan, negotiate and act sociably with each other. The staff tried to involve as many

girls as possible to participate. The rest had the role of the audience.

5.4.1. Femininity and the Question of Trust

In comparison to boys, the character of girl residents was seen in quite an
unfavourable light. A teacher who had wide working experience with residents that
were both boys and girls described the difference:
“Boys are more honest. You can trust them more. If you do something good
for them, they will not cheat you in return. We attended many excursions,
played sports and so on (outside the institution). We always made an
agreement before the outing that there wasn’t going to be any problems. And
if they gave you their word that nobody was going to escape, they kept it. But
a girl can promise you God knows what looking you straight in the eye, but in
reality you can never know what is in her mind. ...” (120.V.a.) ™~
The quotation directly states that males are more grateful (“If you do something good
for them...”). It was repeatedly underlined by the staff members that girls are not
thankful. They just used other people for their own benefit, but did not necessarily
remember all those good things that they received from the school and the staff.

On my first day at the institution, a colleague gave me a piece of advice:

“You should be careful with the girls: they may seem to become close to you

and you feel you can trust them, but before you know it they have betrayed
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your trust in a very mean way. You should always be on the alert.” (1.5.E.a.)

box
One staff member gave me a narration of two incidents which were supposed to
demonstrate why we should not trust the residents. In fact, I believe that both of them
told about something quite different:

1.

“When I started the job here I didn’t know how difficult our girls would be. [

was naive, I trusted them. I gave everyone their own dresser drawer and told:

‘Here are your drawers, keep your things in there.’ But when our superior

when he got wind of it she railed at me: ‘Do you know what they re putting in

there?’ I didn’t. ...” (I.5.E.a.)

2.

“Once in the beginning... I was young and I dealt with the girls a lot... We

sewed many different things, dresses, even coats — I taught the girls how to

sew a coat. ...Then we also had norms, we had to do some work for Sangar (a

sewing company). ... Once when I was working with the girls, I came home

and realised that I had no firewood. ... So I asked some girls to come with me

to the forest and collect firewood.. When we got back we lit a fire and made

some tea, because it was quite cold already. We talked and laughed and didn’t

think about the time. But at the school they had already started to search for

the girls at because they thought they had escaped. I was punished and

learned not to think but to follow orders.” (1.15.0.b.) ™
Both of these stories tell more about the way how a young staff member was taught
not to trust the residents. As a rule, the staff emphasised the rebellious spirit of the
residents and how they did not want to cooperate with the staff. The stories also
reveal that in fact it was an interest of the management to see that the residents and
the mid-level staff did not get too close and trusting of each other; to use the divide
and rule principle. It is true that the stories tell of the former times. However, when I
remarked about this to her, she replied that this lesson was based on the real
knowledge of experienced personnel.

I was also repeatedly cautioned not believe what the girls tell me. The

comment the headmistress made on my master’s thesis, which was based on
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interviews of the residents, was the following: “They could tell you whatever kinds of
lies, and you would believe them!” (14.D.b.) ™

The question of truth and deceit was an everyday topic. Both the residents and
the staff emphasised how important truth is and how much the other side lies.
Actually it was quite difficult to understand what ‘the truth’ really was, because I
found on repeated occasions how truth (as I understand it) was not told by various
staff members; however, it was the one those same staff members who emphasised
that she never lied to the residents:

“ ... Then it is extremely important to make a child believe me. That is why |

never lie to the girls. If they believe me, they will agree to come with me and |

can influence them. ...” (L6.F.c) ™%
In conversations with the residents, some staff members kept asking the question:
“Do you believe me?”” They always received a reply “Yes”. However, I observed
repeatedly that important information, which in my opinion the girls should have been
given, was hidden from them. For instance, it was not told to the girls that their
parents had the right to take them away from the K. school'’. This kind of ‘not telling
the truth’ the staff members explained to be in the ‘best interests’ of the child. The
most important issue seemed to be to make the residents believe the staff, because this
was seen as the basis for the effective educational work. In this case, ‘the truth’ was
what the residents (or the other side) believed. Also the residents characterised their
relationships with the staff members by first classifying the level of trust: “I don’t
believe X or Y.” was the worst possible quality attributed to a staff member. If the
resident was asked the reasons for not believing one or another staff member, she
usually explained them with irrational feelings: “I just feel she isn’t honest”.

Here is another quite typical scene from the field notes that illustrates the
obscure line between truth and lie:

“I was about to start a conversation with a resident when an educator

casually whispered to me: ‘Do not believe this girl, She is a liar.” After we had

talked for a while, the girl told me that all her troubles at the school were

because of truth: ‘I always have to suffer because of truth! I just cannot lie. |

always tell the truth. I can’t look in the eyes...I blush...I always tell the truth. 1

' The regulation of parental consent was removed from the law that concerned with sending young
people to special needs schools, but at the time of my field work it was still valid and the parents’
application had a decisive role in the decisions.
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know what is evil and what is goodness. I was baptised when I was 6 years of
age and I am religious’... "(IL.1.b.) ™
Not only the residents were blamed for lying, but the staff, too. I had once spoken
with one of the teachers and told about the conversation to another colleague:
“Me: I had a good conversation with XY.
C.: Yes, she is an interesting conversation partner, but be careful, she likes to
distort things.” (1.15.0.a.) ™
The question of truth often arose with concern to owning up to having broken the
rules. For instance, the residents had to write explanatory essays every time when
they had done something wrong. It was painful work for them. I frequently had the
opportunity to observe the procedure, as in the following example::
(E.- educator; R.- resident)
“The girl sits at the table and is chewing her pencil
R.: What am I supposed to write?
E.: Write the truth, what happened.
R.: I had a problem outside that I had to solve, but it is not connected with this
house .
. Then write about that.
. I'don’t want to write about it, because it isn’t connected with this house.
: Than write about what it is connected with!

: Oh, I don’t know what to write!?

&y » & ™ M

. Write the truth! You won’t be allowed to go to the dormitory until you have
written the truth....
After some time when the paper is ready the educator looks at me smiling: In
the end they always write the truth.” (I1L.3.) ™
When we went on walks, the residents almost never kept the agreement to walk near
me and not to run in different directions. Walking time was a good opportunity to
satisfy their needs; they were always looking for cigarette butts to smoke. I worried a
lot about that, and did not quite know what to do with this problem. I pondered which
solution would be better: To reject taking walks with them altogether, or to keep on
taking the walks regardless of the fact that inevitably some girls will be looking for
ways to satisfy their craving for cigarettes. I only knew that any attempt to prohibit

this would not achieve any results. There were two things I found out during the
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walks that in my opinion were very good for the girls. One was talking about
something interesting. The girls liked very much either to tell or to listen to all kinds
of interesting stories. The second issue was for me as an educator to be very honest
about my own feelings.

Once the girls asked me to walk to the village rubbish dump with them. I was
shocked, but only asked what the reason to go there was. They told me that it was a
fun place to explore where they could possibly find something interesting. Once they
had found old cassettes which they could use. I understood that this was not the entire
truth. After walking silently for some time, I began to explain them about how
confused I felt about the whole thing. I told them that I would feel very bad about
rummaging about in a dump with young people like them because it was a filthy
place. I reminded them how they themselves bullied other residents they saw as dirty,
and that I could not understand why they now wanted to play in garbage themselves. I
finished by saying that my own young daughters would never go near a dump and
how I would not like to take my residents there either. After I had spoken we all fell
silent again for some time. Suddenly A. who had originally suggested going to the
dump stopped and turned back: “I don’t want to go to the dump.” My problem was
solved and I never heard about going to the dump again.

The most pleasant memory I have of the time I spent as an educator at the K.
School was a shopping trip into town with two residents of my group. Trips to town
were allowed if the girls needed to buy something and one of their educators was
willing to take them. Naturally they were also expected to be on their best behaviour.
These two girls were not among the easiest of my pupils. I had already had one
painful conflict with one of them. She was the one who put me through a very
difficult test during the first couple of months of my stay at the institution and
behaved in the most hostile way of all. The other girl was sent to K. because of a drug
problem. She was 14 when she started using drugs, and at the time when she came to
the K. School she was injecting opium. She was a clever girl, but sometimes she
became very angry and impatient. She had previously run away from the school
several times. However, she told me she had plans for her future, to live a normal life
and never to return to her previous lifestyle.

When we took off for the trip, [ was prepared for anything that might happen

just in case. After the girls had done with their shopping, we had some time left and I
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took them to a cafe and suggested that they choose two cakes each, whatever they
liked. Both girls chose the cheapest cakes. I was very touched with this gesture. After
eating, they asked to go to toilet. I thought to myself: OK, they made a gesture, but
now they will go to toilet and run away. I was wondering what would happen but
nevertheless let them go to the toilet on their own. They were gone for about 10-15
minutes, but did eventually come back and we returned to K. in time.

In my opinion, the residents could be trusted and they were honest and
thankful when they themselves found honesty and acceptation. I do not think it is
necessary to win them over, but it is more important to take them seriously and

communicate with them openly.

5.4.2. Charm and Decency

Mary Pipher (1994:35-6) points out the contradictory cultural pressures towards the
adolescent girls. The contradictions of culture include demands that exclude each
other: such to “be beautiful, but beauty is only skin deep. Be sexy, but not sexual. Be
honest, but don’t hurt anyone’s feelings. Be independent, but be nice. Be smart, but
not so smart that you threaten boys.” These contradictions cause girls problems.
Pipher (1994:43) shows four general ways of girls’ reaction to the cultural pressures:
“They can conform, withdraw, be depressed or get angry. Whether girls feel
depression or anger is a matter of attribution - those who blame themselves
feel depressed, while those who blame others feel angry. Of course, most girls
react with some combination of the general ways.”
The following demonstrates how the development of decent behaviour of the K.
School residents happens. There are quite intensive contacts between the K. School
and a corresponding special needs school for male Russian young people, the T.
School. (Perhaps one of the reasons behind these contacts is to prevent
lesbian/homosexual relationships from developing among the residents in both
institutions.) A disco is organised once a month in turn by the K. and T. Schools.
Well-behaved residents, about 10-15 girls or boys, go with the school bus to the other
school accompanied by two or three staff members. In my field notes there is an
excerpt of a discussion in a staff meeting concerning the next disco and a

conversation with a member of the management about a letter:
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1.

(M. - a managerial staff member; Z., K., H., L., P. - educators)
M.: We are looking forward to the disco in T. What do you think about them?
Voices: Yes, it’s fine.
Z.(in R.): Oh, last time [ watched these two little... They danced so nicely -
embraced ... I had tears in my eyes...
K.(E.): I liked it especially because I was on duty the next Sunday and they
slept so well, and there wasn’t any problem whatsoever with the night peace.
... But there is something I want to ask. Maybe I’'m envious, but is it good that
they kiss so much?
P.: Kisses and embraces are tenderness and that is naturally good.
K.: But where is the guarantee that they don’t go too far? When they are there
in a dark corner, anything can happen in a very short time.

P.: That is our duty to explain to the girls how far they can go, what they can

allow. What decent behaviour is.

H.: We should tell them that it isn’t nice to go to the dark corners.
L.: By the way, order in T. discos is guaranteed to be much better than here. |
even prefer to go there with the girls.
M.: OK, then we’ll go to T. on the 22" (February).” (IIL.1.b.) ™
2.
“In the educators’ room one of the managers hands me a letter and says:
“Look, this is a letter that one of your girls is sending to a boy. This is her
first letter! Speak with her, it is indecent to write like this.” I take the letter,
and see that there are two ‘kisses’ made with lipstick on the envelope. I have
not seen this letter before and I do not know who has censored it. Now I read
the letter and don’t find anything indecent in it. I give the letter to another
educator in our group, and also in her opinion it is a letter written in a usual
way . ‘Do take it with you to the town and send it from there,” — she suggests.”
(I11.10.) v
Summing up the gender issue in the operation of the K. School, the following points

are important:
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It was possible to perceive traditional stereotypes with concern to the
gender issue. The problems of the residents were partly associated with the
peculiarity of the female gender, which had biological causes.

Traditional stereotypes were also present in the characterisation of the
residents as being weak and dependent, wily and self-interested.

In reaction to the former Soviet notion of gender equality, a tendency has
developed at the K. School towards a greater differentiation between the
genders that is expressed by an emphasis on feminine qualities.

The specific feminine quality was expressed in activities that were
considered ‘typically female’: cleaning, sewing, handicrafts and guiding the
young women towards make up, hairdressing, fashion shows, beauty
pageants, and so on. The residents were allowed to wear jewellery and
other ornaments.

The gender issue also included a reaction against the ‘official’ approach to
managing the residents. It was replaced with a ‘personal’ (as feminine)
approach. This tendency became apparent, for instance, in the vocabulary
the staff used: they called the residents ‘children’, emphasised their need
for family relationships as in ‘mother and child’, and talked about the
relationships between the residents and staff with terms associated with
emotions as in ‘working with their whole hearts’, ‘compassion’, desire to
help, care, etc.

A new type of a power relationship surfaced along with this kind of
construction of informal relationships. It was characteristically irrational,
based on emotions, could not and even should not be explicable, but
something that is good and right. This ‘maternal power’ was in the best
interest of the residents because it was based on positive feelings towards
them. Nobody knew better what a child needed than a good mother who
loved and cared about the child. One possible reason for turning to such an
irrational, but natural and simple method of dealing with the girls could be
found in the fact that the current residents of the K. School were younger
and had more severe problems than before, and the old rational ways of

managing with them proved to be ineffectual.
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e The girls are under much heavier pressure to measure up to the general
standards than boys, and if they fail to meet the society’s expectations the
society reacts more radically to them (Carlen 1987, Carlen & Worral 1987,
Hudson 1989, Kersten 1989, P6s6 1993, Smart 1980, etc.).

5.5. Discipline, Order and Exceptions

The mid-level staff reported about the lack of order at the institution. When

comparisons were made between the ‘new’ and the ‘old’ school (at the times before

and after the reorganisation of the institution), all members of the mid-level staff

missed the ‘order’ that used to be. The managerial staff also recognised the need for

methodical and systematic order in the management of the residents. The mid-level

staff expected the management to outline the general rules for re-establishing order at

the institution, and pointed out the following:

“ - There should be common house rules which both the residents and the staff
should be well aware of. If anybody breaks these rules, she should be
punished.

- It should be commonly understood that_everyone is responsible for the

equipment of the school. If somebody breaks something, she should pay for the
repair.

- A general meeting with all the residents and the whole staff present should

be organised to decide upon common rules. However, this is impossible
because even us, the staff, are incapable of keeping the decisions we make
among ourselves. Every autumn we plan and make decisions about
improvements, but soon all is forgotten and all the promises lapse. In reality,
nobody follows the rules and decisions we have made together.

- A proper exchange of information between the staff does not exist. We do

not even have a notice board for information. ... And you have been present in

our staff meetings? Do we discuss educational problems or individual cases?

No, we only talk about what events were organised and what activities there

are going to be in the future. We do not make any deep analysis of anything.
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- We have no common policy in intervention. Every staff member does what

she thinks is the best. As a consequence, the work has no real effect, because if

1 tell the girls one thing, another staff member tells them something else. And

the girls know this well and use the situation. ...

- In a word, terrible. Why can some girls go out of the institute freely by
themselves, while others can’t? We allow somebody to go to the town and the
girl comes back drunk, vomits in the bus... And what happens? Nothing™, the
next candidates to go to town are already lining up.” (L2.B.e.) ™

I have underlined the notions that I find particularly significant: First of all, the lack
of common rules for all the actors in the institution. From the very beginning, my
biggest problem at the school was not being able to get any written information or
instructions about the house rules or about the tasks and duties of an educator. I only
received oral instructions about the daily schedule. The duties of an educator were
defined in quite an abstract way: to supervise the residents, to make sure they do not
disturb each other and to see that “they do what they have to do”, as well as “to be
there for them, to help them”. Other new educators spoke about the same problem. It
took time to understand my duties which raised feelings of ambivalence. Only in
April (after two months of work) did I receive the house rules. One of the young staff
members told me that she had not seen them before either. The headmistress
explained that due to the fact that the institution was in a process of transition, all the
documents concerning the statute and the house rules were temporary.

The second problem concerned the areas of responsibility and hence directly
linked with the above-mentioned confusion about the house rules. Since the rules
were not defined in detail, it was impossible to hold anybody responsible for breaking
them. The residents also received only oral instructions about their duties and what
they were not allowed to do. However, because the reaction to any given deed of the
residents depended on the actual staff member who dealt with the case, and because
the residents always the possibility to turn to the managers if they felt unjustly

punished, the rules and responsibilities were not taken very seriously. “What can you

2% As a rule, the residents can visit the town accompanied with a staff member. However, the
management made an exception with two girls and let them go to town on their own. This was quite an
unexpected decision and its motives incomprehensible, because both girls were very troublesome. Both
of them drank alcohol during the trip to town. One of them managed to behave herself, but the other
was very drunk and got sick. Even though she was punished by being kept in isolation for three days, it
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do to me?” - was the residents’ attitude. They were right. If somebody broke the
furniture it was not possible to demand any payment from her because the residents
either had little money or none at all. Breaking the rules was also assessed according
to the severity of the violation. The biggest sin was escaping from the institution, as
well as other mischief connected to it. The management treated breaking the rules
inside the institution in a more tolerant manner.

There was a strong sense of a lack of communication among all the actors of
the institution. The residents organised meetings among themselves when they felt
compelled to discuss their problems because nobody listened. The same problem was
sorely felt among the staff members. No information was exchanged, there were no
common decisions. However, when some decision were made during the staff
meetings nobody cared about implementing them.

This was my first experience of this: On the second day of my field work
period, a staff meeting was organised. It was February and we discussed the walking
time. According to the schedule, the girls were doing their homework between 16.10
and 17.30, and after that, there was a half an hour reserved for walking. The idea was
brought up at the meeting that because of the winter time, it was already dark outside
after the private study period. Consequently, a decision was made that instead of after,
we would re-schedule the walking time for before the homework time, which was
scheduled to start at 16.30 and to finish at 18.00. The next day I went to walk with my
group at 16.00 with the aim to be back by 16.30 when the homework was supposed to
begin. However, at 17.30 the bell declared the end of the private study period. It
became evident that I was the only staff member who actually took the decision made
about the walking time seriously. Afterwards, there was no mention of the changes in
the schedule. When I inquired about this, I was told that I can decide myself what I
saw best for my group: if [ wanted to walk with them early, that was all right.
Nevertheless, it turned out not to be as simple as that because the residents from other
groups also began to ask their educators to walk with them when it was still light
outside, but many of those did not like walking at all and were upset with me for
giving my group such a privilege as to go for walks during the homework period. I

had to explain the situation to the girls in my group, and we began to walk again in

was still absolutely incomprehensible why they were allowed to go in the first place. This was not the
only case of an exception to the rules that did not make any sense.
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darkness after the private study time. Even though the residents accepted my
explanation as something quite understandable, I felt quite stupid in such a situation.
I, as an educator, also missed common discussions of actual problems and
cases of residents. Discussions were possible only with the managerial staff or with
the other educator of the same group (my pair). However, there were many problems
that concerned also other groups of residents and staff members. There were general
institutional problems that should have been discussed and made decisions about
jointly. The management seemed to expect teamwork - the headmistress even told me
that she is ‘dreaming of team work’. However, this was a ‘silent’ expectation,
meaning nobody initiated co-operation, or the initiative was started from a negative
point of departure. For instance, when a group of mid-level educators prepared to visit
a similar institution in Finland one of the managers asked me:
“Do you think that do our educators need to learn from our Finnish
colleagues to change the education here to be more child-centred instead of
educator-centred as it is now?” (1.6.F.c.) ™
Of course I had not answer to this question, but proposed to discuss the visit in detail
with the group of staff members who were going to Finland. I was not encouraged
any further to do so, and unfortunately, I never knew if this meeting took place. When
I talked about the visit with individual educators they saw the visit as a break from
their work. However, the mid-level staff also emphasised what good work the
management did at the Finnish institution which was manifested in good living
conditions for the residents and co-operation between the entire staff on different
levels. The mid-level staff connected all this with skilful management in the Finnish
institution, whereas management was disappointed because our education work did
not change to be any more child-centred after the visit.

As I myself often felt that many things about my work were just guess-work, it
also seemed to me that the whole relationship between the mid-level and managerial
staff was based on the same arbitrary thinking: the other side should make a correct
choice on the basis of guessing what they have to do and how, and it was because the
other side could not guess right, both sides ended up disappointed and blaming each
other. The mid-level staff refused to take responsibility and left the decision-making
for management (especially the Russian staff), while the management shifted the

whole responsibility to them. However, sometimes it seemed to be very difficult to be
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held responsible for everything, and decisions made based on one person’s judgement
are not always the best ones.

The story of twin sisters who were sent out from the K. School is a typical
illustration of the point. The girls were sent to the institution from a children’s home.
One of them studied in ninth and the other in eighth form. The sister in the eighth
form had very poor study skills and there was a good possibility that she would fail
the class. Then the management made a decision that she could start work as a house
painter. This decision gave the girl the opportunity to leave the school grounds
unaccompanied. In a few days she became a very popular person among the residents.
Her sister who had also done some vocational training before, and was also a house
painter by profession, began to demand the right to work as well. This was not
granted. Regardless of all the talk and explanations about the importance for her to
finish her school, she refused to submit and stopped studying altogether. In the middle
of May both sisters escaped from the school together with four other residents. After a
few days they came back to the school with two other residents (i.e. four from the six
escapees, including the twin sisters, returned). The other two were accepted back to
the school, but the twin sisters were expelled the next morning. Thus the prodigal
runaways where accepted back to the school, but the sisters were excluded the next
morning on the grounds that they were already seventeen years of age, and one of
them was not expected to finish her school year. “We've given them the opportunity
to stay here until the end of the school year. We made an exception for them. We tried
to do the best, but they were very ungrateful. That’s why they should go,” (1.6.F.g.)"
- was the explanation of the management.

There were also other exceptional decisions that the management explained as
an individual approach to the residents. In a meeting with the residents that concerned
a mutiny the Russian girls had organised, one of the managers said the following:

“Girls, you are all different from each other and we cannot and don’t want to

manage you as a grey mass. You are all different and valued as individuals.

Do not expect that we take the same approach to all of you. ... ”(IIL11.) "%
Sometimes these exceptions were impulsive by character. One member of the
managerial staff told me in an interview that she liked to find unexpected solutions.
However, sometimes those unexpected acts were not carefully deliberated.

Sometimes, but only occasionally, the outcome was successful by chance. Certainly it
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was true that there was little time to think about every situation and carefully prepare
every decision. There were many such situations that required a quick reaction and a
rapid decision on the spot. However, the management made those decisions by
themselves without including the mid-level staff in a comprehensive discussion of the
problem or the resident concerned before the decision-making. It was also true that it
was quite difficult to discuss something together because of the resistance of the mid-
level staff. However, this resistance had its’ reasons. One of reasons seemed to be that
nobody spoke openly about the problems at work.

At times the house rules were broken because of misunderstandings or lack of
information. The following description of the rule about watching TV late at night is a
good example:

“The rule is that at 10 p.m. the girls have to be in their beds and there is
silence in the dormitory. There are two television sets in the dormitory that the
girls can watch before their bedtime. Once, late at night, there was a good
film on. The girls asked that an exception is made so that they could watch
the film. One of the managers allowed this as an exception on conditions that
the residents promised that they would go straight to sleep after the film and
everything was in order. The incident took place one Wednesday evening. The
next week on Wednesday evening I observed the following scene:

-- The girls came to the educator on duty and asked her to let them watch an
especially good film that night. The educator did not allow watching TV in the
middle of the night.

E.: You can’t watch TV tonight! You have to be already asleep by that time!
G.: But the kind of film that is on tonight comes only once a year on TV!

E.: Last Wednesday you watched a film. Last week we agreed with you that it
would be only one time.

G.: But we aren’t some snot noses who couldn’t watch a great film.

E.: I am going to stick to our agreement! We told you then that we allow this

only once.

G.: But this is the film of the century!

E.: Every week there are great films on TV. This is your sleeping time, so, stop

this nonsense.

G.: Educator, please, let us watch TV tonight, please, only one more time!
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E.: It is impossible! I also said last time that they shouldn’t allow this! It’l]

become a habit..

G.: It was two weeks ago!

E.: No, it was last Wednesday. I am going to stick to our agreement! Close

the door!

G.(behind the door): We will watch this film anyway! ... You can’t prohibit us!

... You can’t do anything! We are not in a kindergarten here! We’ll put the TV

on anyway!

E.: You know very well, what will be the result of that!

-- After a few weeks, the girls asked again for an approval to watch TV. One

educator prohibited it. Then the girls came to me and gave me a piece of

paper to sign. I read it and there was a written approval to watch TV. I

refused to sign it.

The girls turned away, they even did not protest with me as with the other

educator in the scene described above.

The night-watch(wo)man came and I left the dormitory.

The next morning I asked how had the girls behaved at night. “Everything was

OK, - she told me, - they watched the night film on the TV and after that went

to sleep without any problems.” (I11.8.) "™
How to explain this kind of activity? Was it a lack of trust in other staff members, or a
fear of losing authority over the residents? No doubt the member of the management
in question was the most popular staff member among the residents, and girls who
had problems liked to turn to her. She also had the power to decide whatever she
wanted to. The headmistress supported her initiatives.

In regard to how people communicated with each other at the institution, it
was noticeable that in general people avoided direct talk. I very often felt that up-to-
date important and relevant issues were bypassed and replaced with mundane
conversations of less important matters. As a result, there was a sense of people
‘playing at communication’. This caused people to be wary of each other — nobody
trusted the others because everybody sensed that their conversation partner was not
candid and honest. In this connection, it should be specified that in their private lives
all the staff members were kind people, they got on well with each other and made

good neighbours, but work hardly ever appeared as a topic of their conversations.
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There was a strong general opinion that everyone had to manage with her duties on
her own. To turn to a colleague with one’s own problems could be seen as weakness
and inability to manage one’s own work. Naturally there were situations when the
staff members discussed an individual case of a resident, but this was in order to solve
an immediate problem rather than making any kind of an analysis and find more long-
term solutions to the girls’ situations. For instance, educators willingly switched shifts
with each other, or helped out with the duties. Nevertheless, when there was a
question of discussing and solving problems, the staff was very territorial and refused
to deal with problems not directly concerning them. The following description
illustrates the notion:

“The burned bed.

In a bedroom of some Russian girls, somebody set a bed on fire. One of the

managers discussed the incident with me in the presence of another educator.

The girls who lived in the bedroom in question were not in my group. The

manager and I were talking about how to get to the bottom of the incident, to

know why it happened and who was the culprit. I said that we should convene
all the Russian girls together and speak with them about what happened. The
manager liked the idea and we finished the discussion with a decision to
convene the girls. After the manager had left the room, my colleague who had
not said a word during the entire discussion turned to me and asked: “Why
does she discuss this problem with you? You are not those girls’ educator!

Why doesn’t she solve the problem with their educators?” I was really

surprised by her reaction, because I thought that everything that takes place

in the institution concerns all of us. I was also an educator for Russian
residents, even if not exactly to the girls who occupied that particular
bedroom.” (I11.9.) ™"

I have attempted to find an explanation for my colleague’s reaction.

One reason may be a general dismay at the thought that if someone agrees to
increase her workload by solving problems not directly concerning her, the rest of the
staff will also be expected to do so. In a situation where staff has a lot of work but
only limited resources, it is quite understandable that they are reluctant to take
additional duties onto their shoulders. Probably I also broke some rule about the

distribution of the areas of duty of the educators, or about intervening in the territory
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of others. Perhaps this is a specific unwritten rule of total institution (Wardhaugh &
Wilding 1993). However, why then the manager initiate this conversation? Maybe it
was tied to a desire to change the operation of the institution towards being more open
and comprehensive, and she made an attempt to begin new kind of co-operation. The
educators told me several times that they did not believe in change. They often
narrated sad experiences in connection with the innovations of the management. This
was the basis of unwillingness to work in co-operation but rather to holding on to the
customary ‘fulfilling of instructions’ as a norm. Perhaps the underlying problem was
connected with the new so-called ‘democratic’ management the rhetoric of which was
contradictory to the actual operation of the institution, or perhaps it was the lack of
human resources. The mid-level staff often talked about the fears they had about
taking the risk of responsibility and initiative:
“It could happen that [ make a mistake, as X. did, and the heads will openly
discipline me in front of the whole school, the girls, as it happened with her.
...How could I keep on working after such a public reprimand? Which girl is
going to listen to me?” (121.Z.a.) ™
The mid-level staff’s appeal to restore order at the institution tells about the change in
power relations at the institution. Previously, the division between the staff and the
residents was strict, but now the situation had changed. This division gave the mid-
level staff a better guarantee for their authoritarian position over the residents. They
knew that the managers could never openly discuss the staff’s activities with the
residents. Now it had become possible, and the mid-level staff spoke about their sense
of losing their confidence (power) in the relations with residents. However, the
management’s position of power was reinforced as they attempted to diminish the
power position of the mid-level staff and urged them to reconstruct their relationship
with the residents on the basis of co-operation rather than authority. I return to the
topic of power relations between the different actors of the institution in chapter 6,
where I discuss the changes in the K. School in concern to its reorganisation and
make comparisons between the Soviet-time institution and the ‘new’ one. Here [
would only like to emphasise that the relations carry signs of transition, namely, the
declared and applied values and their realisation is not always in harmony (in other

words, there is a gap between the declared values and their realisation).

190



5.6. Free Time - Planned Entertainment

From the staff’s perspective, the most difficult time came when the residents were
free from work and study and did not have any organised activity to participate in. It
seemed impossible for the girls to occupy themselves in purely social activities with
each other. In the evenings when the residents had a few free hours, they loitered
along the corridors and cried ‘7 am bored!’. They often went to the educator on duty
and asked for some work or other things to occupy their time. The educators mostly
solved this problem by giving cleaning work to the residents to do. Sometimes the
educator just suggested that the girls do some handicraft or to read a book. One
possibility to alleviate the boredom was to prepare different events. The staff spent lot
of time thinking about organising leisure activities. In this, the staff tried to take into
consideration both the interests of the girls and the possible educational aims. The
events were largely different shows, competitions, elections, parties, etc. The
residents were busy with preparing for the events in the evenings. As a rule,
participating in the preparation work meant learning different dances, songs and so
on. The idea of the fashion shows was that the residents would sew dresses to show
off.

Most of the residents like these events and participated with pleasure in the
preparation work. The residents took them particularly seriously if they had to make a
public performance. There was always a jury who made the choice of who were the
best, and the participants always received a prize of some kind. The jury members
were people from the village who were somehow tied with the school (former
teachers on pension, previous workers, male staff members who were usually not in
direct contact with the residents, such as the engineer, etc.).

The educational/disciplinary aim of these enterprises was on the one hand that
only those residents who behaved themselves well were allowed to participate. The
so-called negative leaders did not participate in such activities. They observed the
events with contempt and time to time made their ironic comments. However, they
had the power to decide who actually did participate. The girls from the lowest level
of the residential hierarchy did not participate either. On the other hand, the aims of
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these activities were connected with so-called female education, which topic was
discussed earlier in this work (see chapter 5.4.).

The free-time activities could be divided in three general categories:

e visits outside of the school: theatre, museums, swimming pool, other institutions;
e cvents organised at school: shows, pageants, elections, (sport)games;
e cvents connected with some special day, such as the birthday of a resident.

Some of the residents lived out these enterprises very emotionally: they
became very agitated especially when sports were concerned. The possibility of
losing caused particular fear. No one wanted to lose, but some had to; and these were
also girls from lower level of the residents’ hierarchy. This might be one of the
reasons why the ‘negative leaders’ did not want to participate in any activities that
involved competition. They were too afraid of being losers in front of girls from lower
levels of hierarchy.

As I mentioned earlier, the free time activities were open only for residents
who behaved themselves in a satisfactory manner. For instance, once a week the
residents had the possibility to go to the swimming pool in town. There was a limited
number of girls who actually had a chance to participate. One resident confided in me
that she could never go into the swimming pool because of her bad marks at school,
but she liked swimming very much.

Only well-behaved residents who also did well in school were allowed to go
on the trips to the disco (dancing) parties at the T. Special Needs School for boys. The
dances were organised in turns in the K. and T. schools and were tied with some
important dates: Christmas, Valentine’s Day, and so on.

The trips to T. were big projects. Only the trip itself took three hours in the
little school bus. The bus left the school at three o’clock in the afternoon with ten to
fifteen residents who were chosen to participate. When the girls arrived at T., they
were first locked in a classroom when they could freshen up; change clothes and do
their hair, and wait until the boys had had their dinner so they could have theirs. Boys
and girls ate separately. After dinner both the boys and the girls went to the assembly
hall and the evening programme began. The T. School boys had prepared
performances appropriate for the time. I accompanied the girls to T. on Valentine’s
Day. That time, the boys had prepared a long programme which included a poetry

recital, dance performances and games similar to what the young people saw on
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television. After the programme, the boys and girls danced together. Many boys had
handmade presents for the girls (some wooden stand for flowers). The young people
danced in the big assembly hall under the supervision of teachers and educators. The
boys handed notes (brief letters) to the girls. On the way back to K., the girls counted
how many letters each of them received.

After such meetings many residents corresponded with the T. School boys.
These relationships were generally accepted by the staff members, while the
correspondence partners from prison, which some girls had, were categorically
rejected by the staff in spite of the fact that the girls preferred them. It was evident
that for the staff members there was a great difference between the special needs
school and prison.

The biggest problem with regard to going to the theatre was what clothes to
wear. The residents’ were dressed mostly in second-hand clothes, which wore out
quickly. Moreover, the clothes were largely casual sport outfits. There were some
residents who declined to go to the theatre because they did not have appropriate
clothes. A teacher who accompanied the girls to the theatre told that the girls felt very
uncomfortable in the theatre and embarrassed about being different from the rest of
the audience.

The biggest party that also marked the end of the school year was the Miss
May beauty pageant. This event has become a tradition since it started in 1994. The
preparation for the party took several months, and the number of participants was
large. In addition to the Miss May candidates there were also dancers and singers.
Thus, the event lasts almost the whole day and involves almost everybody at the
institution.

It was a very nice sunny day in May of 1997 when I participated in this big
event. Everyone at the institution was excited already in the morning. There were also
guests present from Finland. They came from a Finnish institution of a similar kind
that was the friendship institution of the K. School. Four young Finnish residents
were supposed to participate in the pageant. One of them changed her mind at the last
minute and refused to participate, but the remaining three competed for the Miss May
title with the K. School girls. The Finnish group had arrived the day before. A dance
group of boys from the T. Special Needs School was also expected. It arrived later in

the morning.
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When the girls saw me, they ran to me and asked if I had seen the Finnish
girls. When the boys from T. arrived, the girls were hanging from their windows to
get a glimpse of them. V. gave me a bouquet of flowers and asked me to meet the
guests from T. The boys also brought equipment to play music for the disco that was
to be arranged in the evening. Separate rooms in one wing of the school were
prepared for the boys. From there, they had access to the assembly hall where the
event was going to take place. The boys had to rehearse their dances, but at that time
the hall was occupied by the girls who rehearsed their parts.

The beauty pageant took a long time. There were different performances in
which almost everyone of the residents participated dancing and singing. The Miss
May candidates, six girls who had been chosen for the finals in preliminary election,
had to demonstrate their beauty, knowledge and skills in different areas. They
appeared in different dresses, introduced themselves, spoke about their hobbies, and
demonstrated their various skills for instance in handicrafts, dancing, singing and
speaking. The entire show was led by one of the school teachers with the assistance
of two social work (male) students from the University of Tartu. The boys from the T.
School, who were very good dancers, performed in between. They also accompanied
the Miss May candidates in a waltz that was part of the performance. The jury did its’
duty. Some special prizes and the prize for the favourite of the audience were also
awarded. The winners received presents and the new Miss May was given the Miss
May trophy to keep until the next year’s pageant. The whole event was videotaped. In
the end the teachers and educators who participated in preparing the beauty pageant
were given flowers.

After the performance the staff had coffee with the visiting staff members
from Finland and the T. School. It was a nice day and a pleasant end of the school
year. Even though there were still some school days left and the girls had to do their
final exams for the school year, it was in a certain sense a test of the results of the

educational work of the year.

5.7. Prohibited Fun and Solving Problems Regarding Them

5.7.1. Smoking

Smoking was an interesting phenomenon at the K. School. Almost every one of the

residents smoked. There were some girls who wanted to stop smoking and they
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complained how difficult was to try to do it in the institution, which surprised me
because smoking was strictly forbidden. Obtaining cigarettes was a complicated and
difficult thing to do. All of the bags and parcels that came to the school were checked
by the guards. The only way for the girls to get their hands on cigarettes was through
some illegitimate way. One way was to pick up cigarette butts on the roads. The
residents took the tobacco out of the butts and rolled hand-made cigarettes. The best
paper for this was the very fine pages from the Bibles that were brought to the
institution by different religious missionaries. These cigarettes were good enough for
young residents and for the ‘lower class’. The leaders had their own way to get
cigarettes, and they also formed the basis of the profit they made from the other girls.
Smoking was a punishable activity at the school. Nevertheless, every staff member
was well aware of the fact that the girls smoked. The girls smoked in the toilets. From
time to time, most educators made check-up calls to the toilets, and if any evidence of
smoking was found at any time by any member of the personnel, all the smoking
paraphernalia had to be confiscated: cigarettes, tobacco, lighters and matches. It
seemed that there was a constant war against smoking at the school. However, I often
heard one or another staff member remarking: “The girls are very nervous, it seems
there are no cigarettes at the house”. In any case, the residents did not even try to
conceal their smoking. They spoke openly about ‘samokrutka’, and even told stories
about all the possible ways of getting cigarettes inside the institution. Sometimes the
management even made it possible to buy cigarettes. For example, after a mutiny
when the residents had proclaimed a strike, the next day two of the leaders and
organisers of the strike were allowed to walk alone to the village. “They were very
nervous. We thought that maybe they will calm down if they take a little walk.”
(L.6.F.d.) ™ - was the justification.

In the same evening one of the girls who had walked to town at noon escaped.
The other one stayed in her room. I asked her why she did not accompany her friend.
She smiled mysteriously and answered: “I already got what I wanted”. The other
resident was a drug addict and every now and then needed something stronger than
cigarettes.

We discussed the topic of smoking also during the interviews. There were
staff members who were of the opinion that smoking should be allowed in such

institutions, while other staff members were categorically against this. “They are

195



children after all. How can we let them smoke? And who will buy them cigarettes? As
a mother, I cannot do it.” (1.10.J.d.) ™"

Another argument for why smoking should not be allowed in the institution
was that if smoking would be permitted, the residents would start demanding other
things: alcohol and males. “You know, we have girls here who worked as prostitutes.”
And finally: “If we allow them to smoke they will burn the house down.”

Those who believed that smoking should be allowed said that there are too
many tensions tied to smoking when it is prohibited. It is out of control and involves
corruption. If smoking would be allowed, it also could be controlled better. However,
only a minority thought this way. The same phenomenon was apparent also

elsewhere. The new Law on Incarceration (1.12.2000) prohibits smoking also in

youth prisons.

5.7.2.Violence

As was mentioned in the beginning of this chapter, there were a lot of informal
relations between the residents which created the hierarchy among them. This
residential subculture was built on violence. How such subcultures function in closed
institutions (first of all in prison) is a widely studied phenomenon. Belknap
(2001:186-191) analyses the differences between the male and female prison
subcultures on the basis of studies which show that female subcultures are more or
less as violent as male ones. Pollock-Bryne (1990:130) points out:
“The prisoner subculture is a subterranean culture that exists within but is
distinct from the formal culture of the prison society. It is the sub rosa culture
of norms, values, and social roles. This system of power and interchange
occurs among prisoners more or less outside the control or even knowledge of
prison officials. ... Every institution has a separate prisoner subculture. Each
subculture is moulded and constrained by several variables...”
This description is quite fitting also for the K. School subculture. Even though the K.
School is not a prison, the resident subculture had many resemblances to prisoner
subculture. Its foundation was in the power relations between the residents. Power
largely correlated with the time spent inside, but there were also other factors linked

to it. The most important personal quality of a resident was her ability to adapt to the

196



school circumstances (socialisation). This also meant accepting the residents’ value
system, in which respecting and honouring ‘older’ residents played an important role.

When a new girl arrives to the institution, the ‘older’ residents coerce her to
submit to their rule. The new resident’s personal qualities are carefully assessed; if
she shows assertiveness and strength there is the possibility to climb higher up the
hierarchy. For this, an essential piece of knowledge is how to react to violence in the
correct way. There are certain concrete things that one should never do, such as
complain to the staff about the residents’ inside relationships. Those girls who did not
grasp this knowledge remained among the lower levels of the hierarchy the entire
time of their stay at the institution. To remain on the lower level meant that having to
do the most dirty work, to serve others and to be a subject of violence by the others.
The residents frequently became angry. The circumstances in a closed living
environment and narrow possibilities to satisfy one’s needs made them constantly
aggressive. Taunting and bullying others is one possible way to direct the anger and
calm down. Using scapegoats was a popular way of solving problems.

There were four to five residents who were habitually beaten and otherwise
terrorised by other residents. In my own group there were two of those girls.
Especially one of them, B., suffered because of aggressiveness from the other girls in
the group. The victimised girl was in constant terror of others and always tried to stay
near me when [ was on duty. I thought it was my duty to protect her. First I just let her
stay near me, but I did not do anything that would indicate that I knew about the
violence. However, once something happened that forced me to react openly. One of
the bullies entered the scapegoat’s bedroom and forced her to open the window and
sit on the window ledge. She threatened to drop her from the third floor window.
When I came to know about this incident, I tracked the tormentor down and told her
she was a coward if she picked on girls like B. “Why don’t you threaten somebody
who is stronger than you? A great hero you are to torture poor B.!” ™™™ She was
very insulted and mad at me. After that not only her, but also some others from my
group continued torturing B. even worse and declared a boycott towards me. What
really surprised me was how the staff reacted to this incident. B. was sent to isolation
and she could not go to school for more than a week, because those who are in
isolation were not allowed to be in any contact with the other residents. The ‘old’ and

experienced staff members knew more about the residents’ subculture and were very
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reluctant to disturb it. I could not understand the reasons behind such a blatant turning
of a blind eye on the residents’ mutual relationships. Perhaps it can be explained with
the fact that the staff used help from the residents in managing them. Dealing with the
residents was very difficult without sometimes making concessions to and
compromises with the leaders of the resident subculture.

Some time after the above-described incident with B., the other educator of
my group decided to organise a group meeting to discuss with the girls the constant
terrorising of B. and how to solve the problem. There is a description of the meeting
in my field notes:

“Open discussion of violence between the residents. B.’s case

The class sat together with the teacher in a classroom. To begin with, the girl

under discussion (B.) was not present. The other girl (the bully) did not want

to come to the meeting, but the teacher called her. At first she sat in the far
corner with her back turned to the others.

Teacher: S., should we speak to your back?... So girls, we should be ashamed

as a class that we can’t cope with B. She is in solitary this week, and it’s not

for the first time. What can we do with her?

Some residents together: I don’t know... she is so hateful... I hate her... Why

is she in our class? We don’t like her... Let her stay in solitary ...

T.: No, that’s no solution. We have to do something about her. She has to go

to school.

R.: She smells!... She’s an utter imbecile... She is just an idiot... She makes

me so mad!

T.: What shall we do? We can’t banish her from school. It’s not up to us.

R.1: Do you remember when she first came and nobody wanted to stay in

the same bedroom with her? I took her in and explained that she would have

to wash and do her laundry. But she didn’t do it. We found dirty knickers

everywhere...

R.2.: Yes, she is dirty and smelly...

T.: It is her biggest problem, don’t you think?

R.1. Yes, let her wash herself!

T.: Who will look after her? K., maybe you will?

K.: No, no, I hate her, I can’t, I'll kill her.
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T.: Maybe you, A.? (both of those girls were friends of S. who had terrorised

B.!'and I had seen K. beat her)

A.: ILdon’t know if I could cope with it.

T.: The other girls and I will help you.

A.: OK, but I won't be responsible for her.

T.: No, you just keep an eye on her and make sure that she washes herself, and

keeps her things in order.

A.: OK, I can do that.

T.: OK, somebody, ask B. to come in.

B. comes in and stands in front the other girls, her head lowered.

T.: So, B. we have discussed your case and decided that you have to look after

yourself. A. will help you and check that you do so.

B. stays quiet.

Some residents: do you hear what she’s telling you?

B. doesn’t answer.

K.: Why don’t you answer when you are asked something? Look at me! Do

you understand what I'm saying to you?

One of the girls goes up to B. and pushes her on the forehead. The other girls

are also taunting: ,,She’s furious!*

T.: (to the girl) Don’t do that! (to B. quietly) Did you understand?

B. in low voice: Yes

K. and A.: I didn’t hear anything!

B. (with a little bit louder voice) : Yes.

Girls: Louder! ...” (1IL.7.) "

During this meeting, it became apparent to me how the conflicts between the residents
were solved at the K. School. The real problem was replaced by a quasi-problem. The
real problem - aggressiveness towards weaker residents was ignored. Even the
conflict between the new educator (myself) and S. was ignored. B., who was the
victim in the situation, was removed from the discussion of her case. She was not only
deprived of the right to participate in the discussion and tell her version of the events,
but she was blamed as the cause of others’ violence, and she left the meeting as a

scapegoat. She was guilty for the other girls beating her because she was dirty.
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As a result, the other girls also received a twisted (corrupted) reflection of
information about their problems. In fact, the problem of the torment was ignored;
nobody discussed it. Other residents were provided with a pattern of how to ‘manage’
anger, and a reaction that it is acceptable to vent frustration and to try to calm down
by fighting and taunting those who were weaker. The torment itself is only a
symptomatic reaction, a way of finding a temporary relief to the problems that were
inside those aggressive girls. Such a problem-solving model does not deal with their
real feelings and provides them with no positive means to deal with their anger. On
the contrary, it confirmed a behavioural skill: if you feel frustrated and angry you can
find somebody to beat up to calm you down. The other skill that everybody learned in
this case was the practise of twisted and corrupted way of speaking; the practise of
substituting real issues and topics of discussion with something else. This corruption
of speaking was an eccentricity of the institutional conversations. It will be illustrated

also later with examples from my field notes in regard to escaping.

5.7.3. Escaping

The most serious offence a resident could commit was to escape from the school. The
punishment was three days in isolation. During my field work period, there were six
attempts at escape, most of them were organised by Russian girls, and a fair number
of residents participated in them.

Sometimes attempts to escape is just a game, however, a very dangerous one,
such as escaping through a third-floor window using a long corridor carpet as the
means. Once the girls practised going down on the carpet both at night and in broad
daylight for three days before the staff realised this and hid the carpet from them.

The most common method of escape by the Estonian girls was not to come
back after a home visit, or to run away from the institution either alone or in pairs.
The Russian girls organised collective escapes. One of such organised escapes
proceeded as follows: On Saturdays the girls went to sauna. The sauna was located
about 100-150 metres away from the main building, outside the school territory.
Because the sauna was small, that night there were as usual four sauna turns. The girls
who planned to run away arranged it so that they had the last turn. The episode took

place during the winter, and when the last girls went to sauna it was already dark
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outside. The escape attempt involved 17 girls. When the staff realised what had
happened, they immediately organised a search party to go after the runaways. Except
for one successful girl, they managed to bring everybody back to the school. The girls
who either return from their escapes or are caught in the process have to write an
explanatory essay and describe in detail why she ran away and what happened during
the time she was gone.

One of these runaways from the sauna incident, who was a new resident, had
written later after she was taken back to the school:

“I didn’t want to escape, but the older girls forced me. We, the ‘new’ girls,

had to begin to run away and the ‘olds’ were planning to run after us and

pretend they were going to catch us and bring us back to the school.”

(I.1.N.e.) ™
The idea was that the ‘old’ girls, who went after the new residents should be not
punished in case the plan would not work out. This girl had written the truth. After
this occasion the girl became an object of general contempt. She was punished by
other girls for telling and by the staff for escape.

During a conversation the girls told about the forced escape in more detail:

“I felt so bad. The girls came and spoke to me: ‘Can you imagine how good it
will be with grandma...’ I knew it was wrong to escape, but I wanted to be
with my family so much. I had written two letters to grandma and she hadn’t
answered, only today I received her letter. ... At first I felt bad when I ran but

then I recognised the city lights and I ran further and further.” (I1.1.N.e.) *
The explanatory essays were quite formal and included such information that the staff
expected to receive. The first thing that should always be written was an expression of
regret about the event. The next one should be a promise not to do that again in the
future. The essays gave little information about the reasons and circumstances of the
escapes.

I had the opportunity to observe a discussion concerning two girls who
returned voluntarily after having escaped. Voluntary return was a new phenomenon at
the school. The most active resident in organising escapes was a drug addict girl, who
planned and arranged collective escapes several times. She was also high-spirited in
constantly protesting against various things. When she was brought back from her

escapades and punished, she took her punishment with a loud protest. In isolation she
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behaved aggressively: banged and battered windows and walls, and screamed. No
punishment had any effect on her. A stop was finally put to her tantrum by the
management calling the police who took her to the town jail for overnight. When she
was brought back, she even bragged about the escape and was enraged with the staff
and the management. After a few days she escaped again with five other residents.
But this time she used other tactics. She called the school and told the manager on the
phone that they should not worry because they were going to be back soon. It was
important to inform the management because the residents had to pay the costs of
their retrieval from their escapes themselves (the petrol costs). The next day she
called again because they were still not back, and she was afraid that the management
was starting to search for the runaways. Two of the runaways came back in two days,
and the two others (both drug addicts) returned after four days. The last two of the
escaped residents never returned. One of the managers spoke to the two drug addict
girls right after their return in her room. I was present by chance.

In their explanatory essays the residents wrote about the circumstances of their
escape, where they stayed and what they did during that time. Three young men in a
minibus gave them a lift. They drove to town and took the girls to a flat where they
were drinking and partying all night long. The next day they spent out in nature and
went to another flat for the night. The following day the two girls who never returned
to the school left, and the rest had no idea were they might be at that time. But these
four continued the party.

“The conversation: (M. = manager,; P. and J. = residents)

P.: There were three young men, two of them were Estonians and one Russian.

S.(the Russian man) also offered me drugs, but I told him I don’t use them any

more.

M.: What drugs did he offer you?

P.: He had different kinds. He asked what I had used before. I answered that

poppy. He told me that it is possible to get it, but I told I don’t want to use

drugs any more. And he left me in peace. Then they also offered ‘a job’ to me
and Z. He said they’d give us a flat with two bedrooms and a telephone and
men would call and we should just take them. They told us it is possible to

earn six thousand kroons and live a good life. But we said no right away.

M.: You have a hickey, P.
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P.: No, there was just a boy, 13 years old, but he wanted to behave as an adult

man and he did it. But we were just fooling around.

M.: Please, write everything down as you are now telling me. ... You know, P.

you 've something, nevertheless. You see, you are a strong person! They

offered drugs to you and you refused, they offered a fun job to you to do, and

again you were able to refuse even though that must have been hard! You

called us every day and finally you returned! You are a strong person and you

can stand on your own two feet! ... What do you think girls, can you sleep well

tonight?

P.and J.: Yes.

J.: And you know, we even missed K. We thought, it would be interesting, what

they are doing now? Maybe they are going to look for us?

M.: OK, girls go now and sleep and tomorrow we’ll continue this

conversation.” (IIL.11.) "
The first impression from this conversation seems to be positive. It seems that the
relations between the staff member and the residents is confidential. They try to tell to
each other positive and pleasant things. The residents narration is quite reliable. They
recognise that they had fun and enjoyed it all, things like drinking vodka. The
residents know very well how far they can go in telling the truth. And the manager
knows that, too. She understand that the girls in fact do not tell the whole truth. It is
evident that those three young men in the minibus were waiting for the girls - it was
an arranged escape. It would be very strange if just a casual car picked up six girls
from the road side and took them along and spent four days with them. It would be
also quite strange that IV drug addicts with experience of injecting for perhaps a year
refused an offer of drugs. And how does the manager react to the girls’ story? She
praises them. She compliments them. Why? Was it sarcasm? Perhaps she wanted to
let them know: ‘I know you are lying, you are not strong people, you are just weak
girls dependent on drugs. I know what were you doing all these days, but I’ll claim
that I believe you and you know that it isn’t so.” Or maybe it is a play: ‘OK, let’s play
this game now - you lie to me and I pretend I believe you. I don’t need to go to the
trouble of punishing you. Thanks girls, it makes my job easier. There’s only two
weeks left before school ends, and after that you are out of here. I want to spend the

rest of this time in peace.” Or perhaps she did believe the girl and her compliments
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were genuine? Unfortunately, I cannot say anything definite because I did not ask the
staff member what she really thought about the case, and what was her aim with the
compliments. Perhaps, if | had asked, she would have answered me that she did not
believe the story told by the girls, but she wanted to support them and to make their
return pleasant. All of this is just guesswork from my part, but I must say my
emotions at the time of the scene were confused and not very pleasant. I sensed
manipulation from both sides, and again I had the feeling of a twisted topic of
conversation. To the compliment from the manager’s part, the girls answered with a
compliment of their own: they confessed they had been missing the school. I felt very
sad because P., who was one of the negative leaders -- a very smart and complex girl,
made a lot of trouble but was always honest and sincere even in her trouble-making
behaviour. By protesting against the school order she pointed out the weaknesses in
the institutional relations. If the staff had analysed her behaviour and her reactions
more deeply, they could have learned much about the defects in the organisation of
the institutional operation. During this conversation it became apparent that at least
the institution had taught her how to manipulate.

In fact, the manager was very angry. This anger was expressed the next
morning, when two other girls, twin sisters, were expelled from the school. These two
events, the discussion between the manager and the girls, were obviously tied
together, because the twin sisters had already returned two days earlier and were left
in peace until the organiser of the escape turned up. They were not even put in
isolation, which usually is the inevitable consequence for escaping. Naturally there

might have been other reasons for that, too, which I was not aware of.

In concluding this chapter I would like to emphasise the following points,
which seemed to be the most important with regard to the institutional activities.

First. The function of the institution’s daily activities appeared to be first of all
to occupy the residents’ time in order for them not to have time for antisocial
activities (prevention through the diversion method).

Second. The educational character of the institution was continuously
emphasised. The institution was first of all a school which provides primary
education. However, this aim was not adequately reached because of the different

problems in its realisation dependent on both the outside (all-the-year-round
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acceptance of residents) and inside circumstances. In connection with the
circumstances inside the institution, there is reason to point out there was no special
needs education programme at all, which certainly would exist if the residents’
problems, such as long absence from school, poor learning skills, deep gaps in
academic knowledge and low intellectual capacity due to a multiplicity of reasons,
had been properly considered and met.

Third. Education and schooling in Estonia are traditionally important values.
This is tied to the long-term history of the country, as well as the Soviet value system.
The saying that without education a person is nothing is a typical Estonian saying.
However, nobody at the institution seriously believed that the primary education
given by the K. School was the needed resource on which basis the residents’ future
success in life could be constructed.

Fourth. The educational (upbringing) function of the institution was realised
first of all as oral teaching of the ‘correct’ behaviour to the residents, a method which
has few confirmations in behavioural modelling.

Fifth. Informal relations between the residents created a subculture which was built
on power relations, and as such, added to characteristic of the K. school as a total
institution.

Sixth. The activities at the institution were organised not as a response to the real
needs of the residents based on deep and continuous study and analysis of them, but
on an abstract thinking pattern about what seemed to be important for a person for
coping tomorrow, namely, the operation was based not on reality or the actual,
present context, but on theoretical thinking. However, in concern to the so-called
female education the staff’s activities had a quite realistic basis. However, personally
I can not agree with such development of girls’ personalities.

Seventh. There was a clear absence of the essential co-operation between the staff
members on the different levels, which revealed an absence of trust toward one
another on the professional level: people were afraid to discuss professional matters
with each other because of the irrational notion that a successful professional must
cope with her/his professional duties by him/herself.

Eighth. Simultaneously with all of the matters mentioned above, there were

many attempts to change the situation at the institution and to begin to operate in a
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new way. Many new ideas, however, were experimented with merely on the basis of
learning-by-mistakes method.
How these attempts are expressed both verbally and in practice will be

discussed in the following chapter.
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6. The Changing Institution and the Rhetoric of Change

In this chapter I focus on the process of the construction of change at the institution

by analysing the actors’ rhetoric.

6.1. Rhetoric

Rhetoric is understood as a form of instrumental discourse (Gill & Whedbee 1997),
where argumentation and the persuasion of audience are the focus (Harré 1985).
Human thinking is rhetorical (Billig 1991:3) because thinking is based on language
and on its (language) dialogical nature (Bakhtin 1979, 1998:302-5). When people
think and communicate they react to other people’s messages, share other’s thoughts
or discuss with them. People also are looking for persuasion in their arguments
through the reactions of the audience. Rhetoric belongs to the social reality and plays
an important role in understanding the social activity of human beings especially in
process of assuming roles.

Through the analysis of rhetoric it is possible clarify what the actors think
about the phenomena and processes around them, or how they want to think about
them, or what kind of image they want to create about their attitudes in the eyes of
other people. The choice of rhetoric by social actors demonstrates their choice of
paradigm in which they wish to join. Through rhetoric, social actors express their
wish to belong to certain philosophical or ideological value systems. People as a rule
do not create their own ideology and rhetoric, but join in an already existing one and
use its terminology and argumentation (Billig 1991:6-7). This takes place primarily
through language, because the first thing people share is common vocabulary. What
exactly and how this happens is explained by Bakhtin most persuasively.

The Bakhtinian thought of the dialogical function of language helps us to
understand both the content of rhetoric in general and its individual expressions.
Through this, I find it important to emphasise the next points.

First, looking for the basic (minimum) unit of language Bakhtin focuses
attention on dialogical character as the most important feature of human language,

which follows from the communicative function of language. Starting from the
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communicative function of language he separates utterance as the basic unit of
language. This basic thesis allows him to see a specific relation between language and
the thinking process. The lines of the old linguistics from the 19th century departed
from the role of thought in the specification of nature and functions of language. The
old linguistics, in Humboldt for instance, placed on the greatest significance on
language’s nature as a pre-condition of thinking. Bakhtin arguing with this (Bakhtin
1979: 245) points out the communicative role and dialogical nature of language as its
most important function in the development of thinking. He separates utterances as
the basic units of language in use":
“Language is realised in the form of individual concrete utterances (oral and
written) by participants in the various areas of human activity. These
utterances reflect the specific conditions and goals of each such area not only
through their content (thematic) and linguistic style, that is, the selection of
the lexical, phraseological, and grammatical resources of the language, but
above all through their compositional structure. All three of these aspects ...
are inseparably linked to the whole of the utterance and are equally
determined by the specific nature of the particular sphere of communication.
... (Bakhtin 1999: 121)
In this communicative function of language Bakhtin sees a very important activating
function:
“The fact is that when the listener perceives and understands the meaning (the
language meaning) of speech, he simultaneously takes an active, responsive
attitude toward it. ... Any understanding is imbued with response and
necessarily elicits it in one form or another: the listener becomes the
speaker.” (Bakhtin 1999: 124)
In other words, language allows people to communicate with each other and
stimulates their thinking. Bakhtin shows also that there is not a very big difference
between spoken and written communication. If the reader understands the text that
he/she reads, he/she inevitably reacts to that which is read in some way (agrees,
protests, believes, argues against, and so on; in a word, communicates and thinks).
The issue of the connection between using language and human acts is studied

by different disciplines (first of all by socio-linguistics) and creates a special

21 About the role of utterances as the basic unit of speech see also Austin (1999:63-75).
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interdisciplinary discussion (see, for instance, the works of Searle 1969, 1995;
Habermas 1979, Schegloff 1984, 1999, Hymes 1974, Dore 1978, etc.)

Secondly, the Bakhtinian understanding of the communicative nature of
spoken language is expressed in the nature of an utterance, its originality and bounds
with other utterances or its connection with the context:

“Any utterance is a link in a very complexly organised chain of other

utterances, ...a link in the chain of speech communication. It is the active

position of the speaker in one referentially semantic sphere or another.

Therefore, each utterance is characterised primarily by a particular

referentially semantic content. The choice of linguistic means and speech

genre is determined primarily by the referentially semantic assignments (plan)
of the speech subject (or author). This is the first aspect of the utterance that
determines its compositional and stylistic features.

The second aspect of the utterance that determines its composition and style is

the expressive aspect, that is, the speaker’s subjective emotional evaluation of

the referentially semantic content of his utterance. ... There can be no such

thing as an absolutely neutral utterance.” (Bakhtin 1999: 124, 128)

In a word, any utterance is tied with the context, can be understood in this particular
context and expresses subjective relations in regard to this context.

The connection of a speech act with its context is a generally accepted notion
in different social science disciplines (see, for instance, Austin 1999:63-75, Schegloff
1999:107-120, etc.).

Thirdly, any given utterance has three aspects of meaning, which make the
differences in meanings, namely, there are no absolutely identical meanings of
different words used in different utterances by different speakers.

“Neutral dictionary meanings of the words of a language ensure their

common features and guarantee that all speakers of a given language will

understand one another, but the use of words in live speech communication is
always individual and contextual in nature. Therefore, one can say that any
word exists for the speaker in three aspects: as a neutral word of a language,
belonging to nobody, as an others’ word, which belongs to another person
and is filled with echoes of the other’s utterance, and, finally, as my word, for,

since I am dealing with it in a particular situation, with a particular speech
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plan, it is already imbued with my expression. In both of the latter aspects, the
word is expressive, but, we repeat, this expression does not inhere in the word
itself. It originates at the point of contact between the word and actual reality,
under the conditions of that real situation articulated by the individual
utterance.” (Bakhtin 1999:129)

Bakhtin shows that language learning is a communicative act, that is, it takes place
during interactions and human beings in this process do not learn the words of
language, but the words of other people. So, we study language through other’s
individual utterances. Bakhtin’s “other’s word” was developed by Julia Kristeva who
finds that every language text is made to be a “mosaic of quotations” (Kristeva 1980
in Gasparov 1996:11).

Fourth, the variability of meanings is tied with historical, ideological, and
authoritative conditions of social groups:

“In each epoch, in each social circle, in each small world of family, friends,
acquaintances, and comrades in which a human being grows and lives, there
are always authoritative utterances that set the tone - artistic, scientific, and
Jjournalistic works on which one relies, to which one refers, which are cited,
imitated, and followed. ... There are always some verbally expressed leading
ideas of the “master of thought” of a given epoch, some basic tasks, slogans,
and so forth.” (Bakhtin 1999:129-130)

The third aspect of a word (utterance and, more broadly, the whole text) is connected
with emotional and ‘ideological’ (term of Bakhtin) or rhetorical (in understanding of
contemporary discourse studies and rhetoric analysis (Billig 1991, Burke 1989, Gill &
Whedbee 1997, Hunter 1990, etc.) aspects of talk.

Before I begin with the analysis of the K. School rhetoric, there is reason to
mention that first of all it is the rhetoric used by the staff. However, it is also the
residents’ rhetoric in the sense that they repeated a lot of the staff’s verbalised
concepts.

For the analysis, I separated the topics that appeared most frequently in the
interviews and free conversations where the staff described the institution, as well as
their argumentation which was used to persuade me as the audience that the
characteristics of institution given by the staff is truthful and the only correct version.

The most typical topic of the conversations in which the staff on different levels
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characterised the K. School was making comparisons between the institution in its
current state with ‘old’ one, that is, before the reorganisation. The most important
rhetorical point in these characterisations was the emphasis on the belief that the
‘new’ institution is greatly different from the ‘old’ one. Every managerial, mid-level
and support staff member was unanimous on this issue. However, the evaluation of
changes differed according to individuals. I would also like to stress the fact that these
assessments of ‘old’ and the ‘new’ were made by the actors from the perspective of
the present time, and they mostly concerned the ‘new’ institution despite the fact that

in terms of amount there were more words said about the ‘old’ school.

6.2. The ‘Old’ and the ‘New’ Institutions

When speaking about the changes at the special needs school, the staff repeatedly
used such expressions which constituted of peculiar key words in the characterisation
of the ‘old” and ‘new’ institutions, and these key words were in binary opposition
(dichotomy). The emphasis on the differences of the ‘two’ institutions are important
in the process of looking for an identity for the institution. It seems to be that the
reorganisation starts with the opposition to the nearest past: opposing is more
important that consistency.

This dichotomy emphasises differences between the ‘two’ institutions: the
‘old’ before the reorganisation and the ‘new’ after it. The characterisations of the
‘two’ institutions by different actors (staff members) were in general similar to each
other, and differences could be detected in the different kinds of assessments of the
same phenomena. The different assessments of the ‘old’ and ‘new’ institution
depended on the relations of the speaker with the present management (those in
power), because the new processes and phenomena were directly linked with the new
management. Still, except for the new headmistress, all of the other managing staff
members came from the old mid-level staff.

The general discourse of the staff on the ‘old’ institution was expressed in
terms of authority and closeness:

1.

“Before, our special needs schools were very closed and authoritarian. ...

There was a lot of violence there... In fact, everything was done coercively

211



starting from the morning gymnastics and ending with the uniforms. Nobody

wanted to do it (gymnastics)” (1.12.G.a.)

2.

“Here in the school there was a lot of violence. And control, of course. ...”

(I.16.P.b.)

3.

“Earlier the girls didn’t get to go on any vacations. It was order, it was

discipline. And they were punished more and more strictly. For any reason -

immediately to isolation: for bad words, for shouting ...”(1.9.1a.) *"
Authority meant coercion, violence and strong control. The authoritarian power
unified all the actors on the lower level, intervening even in the private life of the staff
members:

1.
“Here at the school there was a lot of violence. And control, of course. Also

we (mid-level staff) were under control. For instance, when we received the

possibility of having telephones installed in the institution, the old head took

only one number for the entire school even though it was possible to install

phones in our homes as well. ‘You shouldn’t talk so much with each other’ she

said. She was afraid we would communicate behind her back. Any type of a

relationship between us was condemned...” (1.16.P.b.)

2.

“We (the mid-level staff) had to be answerable to our superiors in

everything... The girls were punished by their superiors and we were abused

and humiliated by our bosses.” (1.8.H.d.) ™"
The hierarchical relations at the institution are indeed aptly expressed by the common
Russian expressions that even the Estonian staff members used in their narratives:
“We were called to the carpet” (“Hac svizvisanu na xosep”) and “We stand in front
of our bosses in a row” (“Mbwi nepeo nauarbcmeom no cmpyuxe cmosiau” (idiomatic
Russian, meaning “account for”).

The ‘old’ school appears to us in negative attributes as an ‘authoritarian’
institution which is described in terms of ‘violence’, ‘coercion’, ‘abuse’,
‘humiliation’, ‘punishment’, ‘control’, ‘closeness’, etc. This was an especially

negative experience for the staff because the authoritarian system was also reached
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out to the staff. There was a very strong vertical hierarchy where the people standing
on the lower level had to obey their superiors blindly. The levels of the hierarchy
were clearly divided, especially between the staff and the residents. Within the staff
there was also a clear division between the management and the mid-level staff.
Moreover, even the managers had different relationships with power. During an
interview of the former vice-head in education it became evident that even she was
under very strong and authoritarian control and humiliation:

“If you just knew know how much I had to suffer by this S. (the former

headmaster)! I ended up in a psycho-neurological hospital. ...”’(1.20.V.a.) ™"
The conception of the ‘new’ institution as different from the ‘old’” one was expressed
first of all by managers. The rhetoric here appears not so much in declarations of
positive new terminology, but as denial of negative ‘old’ concepts. In other words, the
description of the ‘new’ school should be understood in direct opposition to the old
one. The notion seemed to be that if the ‘old’ institution was described in such terms
as ‘authoritarian’, ‘violent’, ‘humiliating’, and ‘subordinating’, and also pejoratively
assessed by the management, that should right there tell the audience that the ‘new’
school was different, quite the opposite as a ‘non-authoritarian’, ‘non-violent’, ‘non-
humiliating” and ‘non-subordinating’ place. However, this was the rhetoric of the
management. The mid-level staff’s opinion about the institution was more detailed,
that is, there were more nuances of meanings.

The mid-level staff members also accentuated the authoritarian character of
old school, but they did mention certain things that were better coordinated than at
present; which, after all, made their lives easier. For instance, the middle-staff
remembered the old school like this: ‘It was terrible, but there was some order,
nevertheless.’

Some staff members really missed the “strict regime, punishment...* :

1.
“Before there were no home visits allowed here, there was order, discipline!
... But now?... Now there is more freedom in here. I think it has become

worse.” (1.9.1.a.)

2.
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“Now they have these home visits. This is good, on the one hand, but on the
other, what to do with those girls who do not return when they are supposed
t0? We can just take days™ away from them, but I think there should be
stricter punishment in this case.” (1.8.H.d.) *"'

What was also more acceptable in the ‘old’ school for the mid-level staff was that the
managers, despite repressive behaviour towards them, maintained the notion of
solidarity with the mid-level staff in front of the residents. That means that the mid-
level staff had more power over the residents, and in this were supported by the
management.

There was a clear division to two opposite parts in ‘old’ time: staff on the one
side and residents on the other. In the ‘new’ school the division was not as clear,
which strongly disturbed the efficiency of the work in the mid-level staff’s opinion.
Currently, the residents were aware of the conflicts between different staff members,
and especially between certain mid-level staff members and the management. The
headmistress could reprimand a staff member in front of the residents (the case with
X.) One scene concerning the public discussion about a staff member who made a
mistake in dealing with a resident was described by an educator. The public
discussion was led by the headmistress and took place in front of the whole school.

“This could have never happened before, the head to discipline a member of

staff in front of some of the girls. ... Oh, how they humiliate us! We used to be

disciplined by the management before, but it was done privately, and the

residents never knew about it.” (1.18.S.) *""
This new kind of public reprimand of anyone who made a mistake, even a staff
member, reduced the mid-level staff’s authority over the residents. That was why they
were extremely afraid of this kind of reprimanding or discussion. The management
expressly applied the policy that the staff should work together with the residents, and
not to command them as before. The managers talked about this repeatedly, and this
‘new working practice’ was one of the most important kinds of new rhetoric at the
special needs school. This management’s desire for the mid-level staff to work
together with the residents, however, is not a new kind of rhetoric at all. Makarenko’s

(1954) pedagogical principles were based exactly on the co-operation of everyone

* The main method of discipline was to give merits and demerits according to their behaviour. A
certain number of merits adds a day for a future home visit, and the demerits eliminate them.
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who lived in the reformatory. In his “Pedagogical Poem” (1955) he describes the
achievement of pedagogical work when everyone, both the teachers and the residents
of the reformatory had to work together in order to survive the hunger and cold.

This kind of co-operation was the basis of the rhetoric of the Soviet collective
spirit. However, even Makarenko found that such co-operation works voluntarily in
extreme conditions of survival. In other conditions there appears to be a gap between
the rhetoric of co-operation and the practice of subordination. Despite the need and
desire for the teachers to act in co-operation, it was primarily realised through
subordination. Both the staff and the residents voluntarily co-operated, but it was in
subordination to the management’s order to co-operate.

Working in the ‘old’ school was much easier for the mid-level staff in terms of

a clearer and simpler regime.

6.2.1. Two Types of Leadership

The former headmistress embodied authoritarian power. She held the post for almost
the entire time of the ‘old’ school (1966-1990). The staff spoke about her as a symbol
of that time:

1.

“If you only knew our old headmistress! She was a real Stalin in a skirt.”

(L5.E.f)

2.

“She was a real tyrant. She had to know everything. As a rule the staff was

always guilty if something happened and the staff was also punished for

anything and everything .” (1.2.B.d.) *""
When I heard those characterisations of the previous head, I felt that now the people
who were humiliated took their revenge on her for all the insults they had to silently
bear before. At the same time, it seemed to me that the basis for those descriptions
was the old headmistress’ position as an inevitable representative of the Soviet
system. Her working methods were tied to the objective of maintaining control over
the operation of the institution in order for it to be realised strictly according to
regulations and instructions. She did not create any new conception of managing

troubled adolescent girls. She was simply the one who executed the task. For her, the
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special needs school was a corrective institution the aim of which was isolation and
the correction of young female delinquents in accordance with special instructions.
This was precisely the reason that the headmistress’ presence was felt to the ultimate
degree in all of the activities. It was a legitimate manifestation of the Soviet policy of
managing troubled young people. The same expectations also concerned the other
staff members: they were supposed to simply follow the instructions. This is what
made a good staff.

The styles of management of the two headmistresses differed greatly from one
another. One important difference concerned their participation in the daily life in the
institution. The ‘old” headmistress had to control everything and be everywhere at the
same time, be aware of everything that went on in the school, that is, participate
actively in the school life, whereas the new headmistress delegated the managing to
her deputies. For instance, she rarely directly communicated with the mid-level
pedagogues, but discussed all the problems concerning the educational aspect of
management with the head of education. During my fieldwork period, I never saw her
participating in the educators’ meetings or set foot in the dormitory in the evening.
The residents spoke about their contacts with the headmistress as something
extraordinary: “Today I went to see the headmistress” . What the girls considered
extraordinary in such a statement was the fact that it was extremely seldom when the
girls were invited to the headmistress’ office, and hence expressed it with a specific
emphasis.

The new head almost never participated in the institutional activities, but only
in the staff meetings in which the pupils’ progress was discussed and the graduation
ceremony in the end of the school year. She was not present during the free time
projects, such as shows and the pageant described earlier. Some mid-level staff
members expressed their discontent with through the fact of the headmistress physical
absence in the school’s daily life.

The head’s offices had a symbolic meaning:

“The old headmistress’ office was downstairs, where V.’s office is now - she

was always there for all the events and activities, she had to be in control of

everything. But now, where is the head’s office? It is far from us. On the first
floor in the school wing behind two doors! Who goes there?” (1.2.B.d.) *™
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The former headmistress’ office was situated right in the middle of the building, on
the ground floor between the dormitory and the school. From the windows she could
see the entrance gate and the school yard. Her overall control was based on the
principle of the panopticon (Foucault 1991). Now the former office is a multi-
functional room shared by the head of education who is responsible for the work in
the dormitory, and staff members on duty. This was where the educators’ meetings
were held, as well as some of the classes and video demonstrations for the residents.

The new office of the headmistress was situated on the first floor, in the
school wing of the building, behind two doors. Hence, the bureaucratic power was
removed to the upper level and was even further distanced by two doors. The office
was newly redecorated and furnished, a very nice room equipped with a computer, fax
machine, phone, answering machine and other facilities. There was a large table in the
room which I thought would be a good place for holding staff meetings, but not a
single staff meeting took place there during my fieldwork period, they were held
elsewhere either in classrooms or staff rooms. The windows provided a view of the
deserted garden behind the building, seldom used by the residents and the staff. In
brief, the new power was distanced from the subordinates and manifested through
regalia. The difference between the rich equipment of the head’s office and the poor
facilities of the dormitory and the school demonstrates the importance of the new
bureaucratic power and the contrast between the space reserved for the headmistress
and the other part of institution. Erdsaari (1991:170) points out the specific attributes
of bureaucratic power in a Western-type of democracy as a location on a higher floor
of the building, a spatial distance from those in a lower position and being more richly
equipped. Thus, also in this sense the new headmistress represented the new style of
leadership.

However, the mid-level staff do not know about this peculiarity of the
democracies in the Western world, and were not fond of these kinds of contrasts. In
their understanding, democracy was tied with equality between the different levels of
workers in the same organisation. Some of the staff members pointed out the head’s
priorities in the renovation of the building as a negative example of the new managing
style.

Other mid-level staff members demonstratively emphasised that one must not

speak about such issues, which in fact revealed their confusion with the new situation.
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At the same time, the residents spoke with proper awe about the ‘nice office of the
headmistress’ which they could seldom visit but admired all the more. In their eyes,
this nice office increased the esteem of the headmistress.

However, in spite of the distance between the headmistress from other parts of
the institution, it became evident in the narratives of the residents that they knew
about the headmistress and told me even quite intimate details of her private life.
Their knowledge extended also to the other staff members. The residents knew not
only about their private lives, but also about the conflicts between different staff
members; who is whose friend or enemy. In contrast, some ‘old’ staff members
emphasised that this could not have happened before during the time of the old
management.

“We (personnel) were taunted and punished, but the girls knew nothing about

this. Ahead of them we all - teachers and managers - stood on the same

platform” (1.16.P.)°
The residents were urged by the managers to report to them if and when they felt that
a staff member treated them unjustly. The aim of such encouragement was to make
sure that the residents knew they were protected by the management. As such, it was
supposed to underline the rights of the residents, and was a part of the ‘new child-
centred’ approach at the K. School. However, this inevitably evoked bad feelings
among the staff: the sense of betrayal, fear, disappointment. Those who felt that the
management betrayed them in front of the residents protested openly against the
management’s activities and decisions; they criticised almost everything the managers
did and blamed them for the collapse of order, incompetence and using resources for
their own benefit. Those who were afraid to give open criticism worked in a silent
protest by ignoring the management’s policies. The disappointed staff members
demonstrated a pessimistic indifference: there’s nothing we can do, nothing will
change, it’s not necessary to take the work seriously — their objective was to endure
one day at the time and be left in peace as much as possible. They did not want to
know anything. Once, when I wanted to explain the effect of labelling to a colleague
of mine, she became angry and asked me not to talk like that because she did not
understand a word and she wanted to know nothing about the ‘scientific’ explanations

of different phenomena.
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The new situation of exposure of the staff in front of the residents reduced the
mid-level staff’s authority over the residents, making them more vulnerable. Christie
(1992: 85) writes about the dangers of controlling organs such as the police, and
emphasises that one way of controlling it is “fo make the wielders of power
vulnerable”. Among the ways of vulnerability he lists the equality of status, equality
in qualifications, and close and accessible physical proximity. The first and the last
are important points also in regard to the situation in the K. School. The managers
attempted to keep the mid-level staff under control by positioning them more or less
on an equal status with the residents. This equality was also supposed to give them the
impetus to share the residents’ lives. However, in this application of policy the
managers were not ready to give up their own power. Quite the contrary; their power
appeared to be further strengthened through the concept of dividing and ruling.

However, to return to the attitudes of the headmistress, she kept her distance
from the school but expressed her expectations towards the staff with the term
“sharing their lives with the residents”. The mid-level staff had the same expectation
toward the headmistress. During an interview and some free conversations with me
the headmistress used the rhetoric of the new management and child-centred
approach, but I failed to see her in any activities among the residents. It seems to be
that for her as the head of the school, the child-centred approach did not mean the
same thing that she expected from the mid-level staff. I made notes of my own
attempts to get to know what this notion for meant to her as a headmistress:

In answer to my question “When are you satisfied with your work?” she said:
“When the school solves its problems. I mean when the staff, the people, are
successful in solving their problems. If I solve some problems, it does not help, the
people have to learn to solve their problems by themselves.” (1.4.D.a.) ©

This extract represents a very important conception of the goals and content of
helping in general and the helping professions particularly, which was prominent in
the middle of the 1990s. This was a time when people who went into professional
helping work (doing social work as employed social workers or volunteers) first
experienced burn-out. The concern that too much was expected of helpers became an

increasingly important topic®. After the first disappointing experiences in helping

* This discourse would be an important topic of analysis. Plenty of material is available in the form of
newspaper articles that were published in the middle of the 1990s. However, no research has been
done on the topic this far and it is also not a theme of this work.
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work that did not give people the satisfaction they expected, they began to think about
it differently. And one attitude that spread very quickly was that just expressed by the
head of the K. School. As often happens, the pendulum flew to the opposite extreme.
If I cannot help then I’d rather not participate at all. The wish to help was replaced by
indifference. This kind of oscillating movement in the understanding the nature of
helping work is caused by various reasons, such as the lack of power-free or non-
hierarchical relationships between colleagues. The notion of helping also in itself
indicated ignorance and the helplessness of the receiver of help. Helping was seen as
‘giving’ or doing something for’ other people in need, and also the task of evaluating

this need was the helper’s responsibility.

6.3. The Rhetoric of ‘Democratisation’

The time of change which started with the reorganisation of the school and the
appointment of the new headmistress was named ‘democratisation’ by the staff
members.
“At the beginning there were only a few children, 40, in here. In the Russian
time we had about 140 girls. Unfortunately the number of residents is rising -
now we have more than 80 and all the time there are new girls coming. ...
So, in the beginning we tried to act in a democratic way: not to punish the
girls so much, but that wasn’t very successful and many girls ran away. But
when those girls who were already here from the Russian time were gone, we
could start with changes.
Previously the residents had no student cards and could not use discount
tickets in public transport to travel home for the holidays. We also provided
them with these (student cards).” (14.D.a.)"
Another teacher remembered this time differently:
“Six years ago when we started with the more democratic school, it succeeded
well, but then we still had those girls who had come here during the earlier
times. They still remembered the old autocratic system and felt happy for this
change, they helped us out. Nowadays it is impossible to win the girls over.
For them democracy is the same than everything being allowed. As A. says she

is an anarchist - to her there are no prohibitions....”(1.12.G.a.) “"
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A third staff remembered that when the ‘democratisation’ started “they all ran away”.

According to the first staff member, girls who were not accustomed to the old strict
Soviet system of subordination were more ready for democratic relationships in a
closed institution, whereas the second one stated the exact opposite: girls who had
previously been under a strong authoritarian order were happy for the change and
adapted better to the new system. I tend to believe in the third one.

However, all the staff members emphasised that in the beginning of the ‘new’
system the staff was more successful with the democratisation process than later on.
Some staff members also spoke about the new era that started six to seven years ago
as a nice and promising period.

“Three years ago the girls were better. We didn’t have to punish them all that

much...

- Yes, they were far fewer of them.”

It is evident in these extracts that in the minds of the staff members the
democratisation process was closely tied to either having to or not having to punish
the residents, which depended only on their own behaviour. The success of carrying
out the democratisation process depended on how well the residents were able and
willing to co-operate with the staff: ‘2o help them deal with the residents without

having to punish them’.

6.3.1. The Rhetoric of Teamwork and the Practice of Indifference

The management not only expected the residents to fully agree to co-operate with the
staff, but also that there would be collaboration among the staff members themselves.
I frequently heard how important good teamwork between the staff members really
was.

The next excerpt from my field notes describes an incident I had to deal with,
and demonstrates the relations between the management and the mid-level staff. I was
one of the actors deeply involved in this scene.

“It was my second day at work when the first educators’ meeting in which I

also participated. Almost all of the educators of the school, including the other

educator of my group, were present. After the meeting one of the managers

turned to me:
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‘There’s a girl in your group who misses home very badly. She asked
me to call her home for her, please why don’t you do it.” She sent another
resident to fetch the girl in question to the meeting room. The girl was actually
already standing behind the door. A short conversation took place between the
resident and the manager:

‘M.: Darling, did you want to call your grandma?
G.: Yes.
M.: Here is your new educator, give her the number, she will call for you. Do
you believe me?
G.: Yes.’

After that I asked the resident what exactly I should say to her

grandmother.
Me: Do you have some problems?
G.: I want to ask you to call grandma.
Me.: OK. The number?
G.: Here you are.
Me: Is it a home number?
G.: Yes.
Me.: Where is it?
G.:InN.
Me.: And what should I tell your grandma?
G.: I want her to come here.
Me.: Do you think it is possible? Will she come if you ask?
G.: Idon’t know.
Me.: Now, it is quite expensive to travel by bus. How much does the ticket
costs, do you know?
G.: Yes, it is ...kroons.
Me.: Does your grandma work?
G.: Yes.
Me.: But let’s think what can we do, if she can’t come?
G.: Then let my mother come.
Me.: Does your mother work also?

G..: No.
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Me.: But what will happen if grandma tells me that nobody can come? What
else could make you feel better?

G.: Nothing. If nobody can come here, forget it. (she shrank away from me)
Me.: You don’t need anything more? You only want somebody from your
Sfamily to come and visit you?

G.: Yes, and if nobody can come, I need nothing.

Me.: OK, let’s try and ask your grandma.’

Grandmother told me that she can’t come to visit the girl and neither
can the girl’s mother: ‘She (mother) is in a very bad condition. And G. knows
that my son doesn’t work and I have no money for travelling. Besides G. |
have two more children here to take care of. They were sent to a children’s
home, but I can take them for weekends. She knows that. [ was expecting her
to come here for New Year'’s, but she didn’t come. It means that she has
behaved very badly or otherwise you would have let her come for the holidays.
Me.: Maybe she is not an exemplary girl, but often girls have problems
because they feel very lonely here...

Grandma (becoming angry): I sent her a package!

Me: She needs a personal meeting with someone from home.

Gr.: No, it is just impossible.

Me.: If you are sure that nobody can come here, please wait a minute, I'll ask
her to come to the telephone, you just speak with her, tell her something good.
Explain to her why you cannot come.

At this moment the other educator of my form, who had been nearby,
came and told me: ‘Girls have to pay for their phone calls and G. doesn’t
have any money.’

Me.: But I called because M. asked me to do it.’

Unfortunately, the grandma had nothing nice to say to the girl. She
started crying, threw the receiver on the floor and ran out from the room. [
tried to catch her, but she didn’t want to speak with me. After this incident this
girl’s attitude towards me became hostile: she didn’t want to communicate
with me at all and provoked me by hitting other girls when I was there. Once
she told that same manager that [ was a stranger, which the manager

forwarded to me immediately.
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Only a fluke changed her relationship towards me. One day she
received a letter from her mother (which was the only letter written by her
mother during the four years spent at the institution) and I was the one who
gave her the letter - with this, I was rehabilitated in her eyes.

After this unfortunate telephone call, the girl’s other educator who
knew her and her situation better, told me that the phone call was a hopeless
step from the beginning. The girl’s mother was a drug addict and her
grandma an alcoholic, too. I felt very stupid. I did not understand why the
manager asked me — not the other educator, who at the time was in the same
room - to call the girl’s grandmother, or why she didn’t give us a possibility to
discuss the problem together? How could I deal with girl whom I didn’t know
at all? I didn’t know anything about her family background, about her
personality problems, about her story. Later I learned that she had been in the
institution already for four years, and had been only 11 years old when she
was first sent there. She had very difficult experiences in early childhood
living together with her alcoholic and, later, a drug addicted mother. Her
behaviour at the institution became increasingly problematic as the time went
by. During her first year in the institution she regularly visited home during
the holidays. After two years she tried to escape from school more frequently,
and her behaviour became more aggressive and violent. She terrorised the
weaker girls, especially new residents. She protested to the staff in various
ways. For instance, she defecated on the floor of isolation. She had a problem
with bed-wetting. She was rigid and repressed, and it was very difficult to
make any kind of a contact with her. I spoke about my worry because she
refused to communicate with me at all. My colleague answered: ‘Don’t worry,
G. is just a very difficult girl. She needs time to get used to you. When I started
with their form, she didn’t accept me either. But after a while she relaxed and
now we can communicate without any problem at all. I think she needs

psychiatric help. She is very ill”.” (II1.1.1.) <"

I consider this story significant for many reasons. First, it demonstrates how it is part

of the managers’ work methods to use impulsive problem-solving mechanisms.

Secondly, even though I can not be sure if the manager in question used the girl’s

situation as a wake-up call for me who had just arrived in the institution (I indeed
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hope this was not the case), but it certainly demonstrates the relationship between the
staff members largely based on indifference. Thirdly, it demonstrates how the
managers (institution) ‘integrate’ a new person into the institutional system, which is
also connected with indifference™.

Even now when I recall this incident I am flooded with very bad feelings.
Thanks to this little event, I learned to feel from the very beginning what an
incompetent educator I was. My whole position at the institution was quite confused,
because I should meet expectations that I had not encountered earlier in my own
professional field. This raises the question of whether someone who simply wants to
study residential care should be put in the position of a professional educator in the
first place.

The manager goal still remains mysterious to me. Why did she give me this
task? Did she want to check on my ability to solve problems of the residents?
Unfortunately I didn’t ask her then and there, because I was confused, lost and really
felt that I am a poor problem-solver. Later, when I have been thinking about this
event I have realised that this was another demonstration of the indifference people
felt for each other, in this case for me and the other educator if the group. We were
both stepped over in order to make an impulsive and unexpected attempt at something
which had all the change of failing.

However, in comparison to other situations and events during my fieldwork
period it is apparent that the question was not so much of an intentional wish to
paralyse staff members, but of a lack of skills in organising and coordinating
teamwork and co-operation among the staff. Perhaps the managers did good work
with some residents, but did not necessarily have the multiplicity of skills that

managing an institution of this size required.

** This event is also in other ways significant in terms of me being introduced to the field. The meeting
took place the second day of my work in the institution and the first time I met the entire staff. I had
prepared a brief introduction of myself and my work. However, there was never an opportunity to
make the introduction, because the meeting started off with congratulations to staff members who had
recently had birthdays, and progressed into a discussion of the actual operation of the institution and
planning. Staff meetings were organised only once a month. Educators left the room before the
meeting was over and generally everybody was busy getting on with their duties. When I realised that
none of the managers was going to give me an opening for my introduction, I decided to get up and go
on with it on my own. This was when one of the managers turned to me with the girl’s problem of
being homesick.

The fact that I was a new face at the school and participated in meeting seemed to be the most usual
thing. I was even more shocked when I turned to different staff members to introduce myself, and they
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6.3.2. The Rhetoric of Openness

One of the most important attribute of the ‘new’, ‘democratic’ institution was its
openness, which was repeatedly emphasised by the staff members. The open gate was
a very eloquent metaphor of openness. The openness was expressed by internal
changes such as allowed home visits for those residents who behaved according to the
school order, taking walks outside the school grounds, visits to the theatre, exhibitions
and swimming pool; trips to the discos organised in the boys’ special needs school;
allowing contacts with certain people from the outside, allowing visitors, and
allowing representatives of the media on school grounds. A few television
programmes were made and broadcast about the institution which introduced the
institution to the Estonian public (as well as the equivalent institution for Estonian
boys) and several articles were published in newspapers>. The institution liked to be
thought of as an open and well-known place for the Estonian public. This policy
succeeded because the image of the institution in the eyes of an average Estonian
citizen was quite close to the truth.

The school also suffered from a perpetual lack of staff. This is why every
possibility to have people visiting the institution who would provide something for
the residents to do or to participate in during their free time, and who would react
positively to them was welcome.

The managers also offered work placements to people who were interested in
the internal life of institution, which was the case of both the above-mentioned
student of special pedagogy and myself. However, at the same time the school indeed
was a closed institution which meant that the residents had to be under 24-hour
supervision of personnel. Because there were only a few guards, the residents had to
spend hours behind closed doors. Thus, the open gate and the locked doors
respectively symbolised the wish to transform the institution to be more open and the

actual situation of closeness that was dictated by the total nature of such an

shortly answered that they knew quite well who I was and why I was there. They were well prepared
for my arrival.

23 There is reason to point out here that the media, on the trail of a popular issue that would sell well,
did not always represent the special needs schools and the troubled children in them correctly or
appropriately. I myself have had a bad experience with the media which falsified my own statements
given about the K. School.
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institution. (On the one hand, to change the institution to be more open would have
meant hiring much more staff to carry out the constant duty of close supervision, and
on the other hand, the more supervisors there were, the more closed the institution
was in the eyes of the residents: their free time and time spent on their own without

visible control would be further reduced.)

6.3.3. A New Attitude Towards the Residents - the Rhetoric of Child-
Centred Approach

The general processes of change were also manifested as a change in the staff’s
attitude towards the residents. They became more close to the girls and began to see
that the causes of their problems were more complex than they seemed to be earlier.
Some signs show that it was also earlier understood that it was not only the residents
themselves who were to be blamed for their ‘bad’ behaviour (see, for instance, Kurm
1966: 37-39), but that there might be other reasons in the background. However, the
official policy of dealing with troubled young people dictated otherwise. The official
instructions for dealing with such young people excluded any emotional relationship
between the staff and the residents and focused on strictly unemotional and
professional conduct. The new child-centred approach was understood as an opposite
to the previous so-called ‘staff-centred’ approach. However, the previous system did
not officially admit its staff-centred nature (Makarenko 1955, 1954). The relationship
was supposed to be based on comradeship between the pedagogues and pupils, who
should work in co-operation for the common good. The formal rhetoric of the ‘old’
system defined an ideal type of a human being as a goal towards which all children
had to strive, and the task of pedagogy was to direct and lead the children in their
effort. The pedagogues also had to control whether all kids were satisfactorily
progressing towards the right direction in their development into a new type of a
human being - the Soviet human being. I believe that the Soviet pedagogy was not
child-centred, nor teacher-centred, but ideal-centred and ideology-centred. However,
because teachers and educators were responsible for children’s success in this aim,
they had also more power over how the new, Soviet human being was created. This
seems to be the reason why the managers position the notions of child-centred and

staff-centred approaches in opposition to each other.
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In their interviews the staff members who had long-term work experience at
the school noted that at first, when these types of special needs schools were opened,
they actively recruited highly educated pedagogues. It was assumed that good
pedagogues with solid education were better equipped to cope with the young people
that resided in the institutions. The importance of the high professionalism and
cultural level of staff was also mentioned by other teachers. When they answered to
the question of what constituted ‘high-quality professionalism’, the interviewees
emphasised high theoretical knowledge as the utmost qualification. Emotions, such as
compassion, were not included. However, the present managers pointed out on the
contrary that the most important quality of a good personnel is its ‘goodness’ of heart
and good will.

The managers explained repeatedly that in general, a child-centred approach
meant that the operation of the institution should have the best interest of the residents
as the point of departure rather than the staff’s ‘well-being’. The content of the

notion of ‘well-being’ is explained in the following sub-chapter.

6.3.4. The Rhetoric of Care and Protection

According to the managers and mid-level staff, the most important attributes of child-
centred operation of an institution were care and protection. These notions were
related (dependent) to each other. Protection was the first aspect of care. Care and
protection were tied to the general understanding of the basic needs of childhood that
was repeatedly emphasised by the staff:

“We are here to protect you”, “You are here because you need protection”.

The protection of the girls took many forms. First of all the fact per se of being
in a reformatory school, namely, behind locked doors, meant protection. The outside
world was full of dangers for young girls. In general, the dangers included the
company of bad friends, neglecting parents, abusive men, the inherent dangers of the
residents’ stormy puberty, and even their gender as such. All this justified the practice
of strong control over them.

When I asked why the girls’ letters were read and possibly censored before
being given to them or, if they wrote them, sent, I received answers such as the

following:

228



“We read the girls’ letters to help and protect them... If somebody receives a

letter with bad news, we can prepare the girl for receiving that news, or

clarify how much truth there really is in that..... There are also pedagogical

aims.: we can learn about the girl’s attitudes through her letters...” (L6.F.a.)”"
The reading of letters was further explained as a method for better understanding and
helping the girls, which could be interpreted as an aspect of care:

“We read the girls’ letters in order to understand them better. Through this

we can get to know their families, friends. Maybe a girl has difficulties about

which she cannot speak. They know that we read their letters. Often they write

about a problem that they can’t explain. Afterwards they ask: ‘Educator, did

you read my letter?’ Problems don’t always come through from only talking

with them...” (I1.4.a.)"
In spite of that fact the notion of care was strongly emphasised by staff members of
different levels, the content of care was explained by most of staff members simply as
providing the girls with sustenance, accommodation, clothes, and an opportunity to
receive education and to receive help in solving different kinds of problems. This
latter means that staff members listened to the girls and tried to calm them down when
upset or agitated. Listening to the residents’ problems was mentioned by many staff
members as the most difficult task in their work. This became clear during my
fieldwork period; it was apparent that the educators avoided getting involved in
conversations that concerned the girls’ problems. They explained to me that it was too
hard to take in all those negative things that were connected with the girls’ life
experiences and their families. One of the educators, for instance, told me that there
was no reason to speak about these things, because anyhow she had no means of
helping the girls; she could not change their parents into something they were not and
all and all it was better not to know anything about those horrors. I see this as a means
of survival, a form of self-defence, from the staff’s part.

The most important thing connected to protection was keeping the girls under
control. In the institution the girls were indeed under strict control and this was
evidently considered to be one of the essentials for their safety.

However, what happened simultaneously was that the dangers the girls in
reality had to face inside the institution was not considered worthy of special attention

in the staff’s eyes. They did agree that some residents were constantly terrorised by
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others, but the explained it as an inevitable fact with which the girls learned to and
just had to cope.

If the girls were considered to be protected from the dangers of the outside in
the institution, and sent there in the first place for this particular reasons, it is
interesting to have a look at how the school protected them from internal dangers,
such as physical and emotional violence. A girl from my group spoke repeatedly
about her fear that other girls will beat her:

“- How is it possible that other girls will hit you? You are here under the

staff’s control for 24 hours a day.

- And how they can!

-2

- They have beaten me several times already. They hate me.

- And when is it that the girls beat you?

- At night in bedroom, or anywhere where the educator can’t see. Can you

please send me to isolation?” (I11.27.)

There were some girls, so-called scapegoats, who spent most of their time in isolation
simply because the other girls repeatedly beat them up. They were the ones guilty for
everything possible. When there was a theft, one of the scapegoats had to confess
their sin. If a bed was burned, the first thing to do was to blame either A. or B. for that
terrible deed.

Despite the strong emphasis on protection by the staff members, the girls
were not protected from the internal violence they suffered at the hands of other
residents. When the staff had to deal with such situations, the victim was accused. In
chapter 5.7.2. I described how the victim of terror ends up as the guilty party when
her case is discussed in a group meeting for girls and staff members.

A deeper study of the content of the girls’ well-being revealed that it was
thought in terms of subordination to the school rules. True, order was not always very
consistent and strict and there were just as many rules as was needed for the general
operation of the institution. Compulsory school uniforms were given up; the residents
used their own clothes or clothes that the institution provided for them and which
largely came from humanitarian aid packages. The girls were allowed to use their

own private things, such as jewellery, toys and radios. Some girls were given a permit
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to keep small pets like hamsters, guinea pigs and white rats in their bedrooms, though
those were few.

Hence, the opinion of the management was that it was in the girls’ interests
and a guarantee for their well-being to follow the school rules and obey the staff; it
was the staff’s duty to see to it that this goal was achieved; but the methods had to be
different from the previous times of simple subordination. The staff should be able to
keep the residents in line not by oppression and punishment, but with care (goodness).
Trying to deal with the girls with goodness as the point of departure was a very new
rhetoric in the institution. This ‘goodness’ was described by different staff members
as ‘working with the whole heart’, ‘be an enthusiast of one’s own work’, ‘treat the
girls like a mother would’. The discourse of maternity with concern to the work at the
institution was heard repeatedly. For instance, as I described before, during a
discussion of the problem of smoking in the institution and whether it should be
allowed, the majority of the staff was categorically against such a proposition: “And
who would buy cigarettes for them? I, as a mother, cannot do that.”

When I asked in the beginning, what should I do and how to act with my
group of residents the senior educator of the dormitory answered: ‘Just be there for
them. Be there for them like you are at home for your own children: they’ll come to
you and discuss their problems. You just listen to them and help them in solving their
problems.’ 1 received a very similar response to my request for someone to describe
me the content of the educators’ work with the residents:: ‘7 am here with the girls

like I'm at home with my children. Speak with them and do your best to bring them

’

up.

But what precisely does this ‘maternal care’ means in circumstances of a
closed institution?

There were quite different understandings what a maternal relation means, but
the most important and general conception was the traditional stereotype of ‘a normal
mother’ who cares, protects and loves her children. According to this stereotype, one -
as a mother — inherently can not be indifferent towards her girls. This approach to the
role of the staff was quite logical if two specific notions about the institution are taken
into account: first, the staff had no special training for working with these kinds of

difficult adolescent girls; at best they had a regular pedagogical education completed
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a long time ago. And anyhow, the staff did not think it possible to acquire a special
training or preparation for this work in the first place.

Secondly, the emergence of a new kind of residents also meant the emergence
of new kinds of problems, complex and very hard to deal with, such as drug
addiction. The staff had no training nor resources to find solutions to these types of
problems. Acting according to the principles of goodness of heart and benevolence
was seen as the only hope for helping these girls.

A ‘normal mother’ who loves her children cannot let her children come to
harm. In other words, on the rhetorical level the professional relations between the
staff and residents in the institution were replaced with family relations: mother and
child. In this relation the rhetoric of motherhood or ‘treating the children like a
mother’ is directly connected to another rhetoric - the rhetoric of childhood which is a
separate big issue. (There is reason to mention here that children’s status in the
society is defined on the basis of their dependence on adults, which means they are
marginalised and even excluded from the society as individuals; see Donzelot 1980,
Goldson 1997, etc. Perhaps in child-adult relationships the particular relationship of
‘child-mother’ has some specific qualities, but even these relations are characterised
through power.) However, the materialisation of relations between the staff and
residents is a well-known phenomenon from literature which is first of all connected
with women prisons. Pollok-Byrne (1990: 113-4) describes the peculiarity and
changes of tendencies concerning female staff in reformatories for girls and women
comes to the following conclusion:

“The more insidious tendency of the female staff in women’s prisons is to

materialise their relationship with inmates, treating them in a manner that

does not recognise their adulthood. This tendency holds as true today as it did

in the first reformatory for women in 1873.”

The conceptions about how a good mother should deal with the girls in the institution
varied. There were two general understanding of what ‘mother’s goodness of heart’
meant. One approach was that a good mother is a person who listens to and
understands the child’s problems, feels compassion towards her, and wants to do
anything to help her. The notion of help was also understood in several ways, but the
staff largely saw ‘helping’ as equivalent to finding solutions to the girls problems.

This approach was rather a ‘soft-hearted’” understanding of a mother’s duties.
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The other approach represented the view that it was not possible to correct the
girls’ behaviour only with kindness. They need fastidious care, consistency and strong
control. The first approach saw that it is essential to change the resident’s way of
thinking and behaviour not with the means of coercion but by softer means of
influencing them.

The notion of ‘influence’ was presented as a new phenomenon by the
managers and positioned in opposition with the Soviet authoritarian subordination.
However, the term is not new, because also the objective of the Soviet-time juvenile
commissions was defined as influencing juveniles (see Alaealiste...1980:15-7) This
meant first and foremost that the staff have to listen to and talk with the residents; to
understand their problems and to communicate with them.

One of the managers explained how she understood the word ‘influence’:

“First of all, I listen to the child. It is very important to listen carefully and try

to understand what is her problem... I think_and analyse carefully every word.

... Then, what is extremely important, | make the child believe me. That is why

I never lie to the girls. If a girl believes me, she is more agreeable to come

along with me, I can influence her. It is more difficult with those children who

have some kind of inborn negative attitudes or who were under a strong
negative influence by other people earlier. Like, it is difficult to work with this
Satanic girl. Only now is she starting to come along with us. ... Long-time
experiences and feelings help me in this work. Sometimes I do or tell
something unexpected. It helps, and of course humour. ... The most important

is to deal with a child not using authoritarian methods. I take examples from

life, I want to make the child believe me; I look into her eyes and downright.

hypnotise her that [ want to help her. And I always follow through what I say.

As I told already I never lie to the child, so that the child believes I am not her

enemy, but an oasis, where she can get help. ... I also observe individual

children, study, think and analyse and suddenly feel what would be the right

’

way to deal with her...."
Thus, influencing a resident consist of the following factors:
e listening to the girl;
e understanding her problems;

e thinking and analysing;
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¢ making her believe the staff member;
e telling the truth to the girl;
e making the girls believe that the aim is to help her.

The aim of influencing was to convince the residents that it was in their best
interests to co-operate with the staff. This is why the residents should believe in the
staff, they should become close to one another. The metaphor of ‘mother’ as the
person most close to a child was tied with the management of the residents, and on the
other hand, ‘mother’ was tied also with the applied metaphor of home. This was
discussed in chapter 3.2. in connection to the representation of institutional space.

The quote from the manager’s interview above clarified that to influence a
child meant making her ‘believe’ in the staff, making her to ‘go along’ with the staff,
not using authoritarian methods, ‘convincing the child that the staff wants to help
her’; make her believe that the staff is an ‘oasis’, a ‘helper’. The interviewee repeated
three times that she never lied to the girls. However, I observed that certain
information was concealed from the residents. When I made a remark about this, the
response was: ‘It is in the best interest of the girls’.

The notion of ‘influence’ was more generally used by different actors of
control until it appeared in legal rhetoric. The new legislation concerning young
people (1998) was entitled the “Juvenile Sanctions Act” (In Estonian: ‘Alaealiste
mojutamisvahendite seadus’ which includes the word ‘influencing’-‘mojutamine’). In
fact, the term is not new in the field of youth control. The 1980 Law of Commissions
of Adolescent Affairs uses the same terminology in speaking about methods
(measures) of influencing juveniles. However, earlier the most common term was re-
education. In cases where a girl has problems with listening comprehension, or ‘could
not be influenced’ because of the above-mentioned reasons (‘inborn negative attitude’
or ‘having previous been under somebody’s deeper influence’), there were sanctions
and ways of punishment to get through to them. Hence, the same manager who was
the biggest advocate for child-centred management sent a girl who regularly
organised collective escapes into isolation where she started to break the walls of the
room and ended up taken away by the police to the town jail.

In other words, according to the new rhetoric, using the notion ‘influencing’
was more appropriate than previous ways of speaking, but if a girl refused to

subordinate to the influence, the method was applied as coercion.
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“Our girls have to understand that they have to change their ways of thinking
and behaviour, they have to learn to discipline themselves. It can not happen
without any coercion.”
So, the main objective of the work of the staff, especially underlined by the
management, was to make the girls co-operate with the staff. First this co-operation
should take place voluntarily from the residents’ part, but if they showed signs of
rebellion, they were forced to co-operate.

I believe that there was a genuine will to change the institution into a more
democratic place, but there were three major problems which interfered in the attempt
to reach this goal. Firstly, the understanding of ‘democracy’ had various meanings in
the minds of the different staff members and it was connected with other concepts.
Moreover, it was differently interpreted by different actors. For instance, such notions
as ‘human rights’(including the ‘rights of the child”), ‘personal freedom’ and
‘privacy’ were interpreted as opposite to previous Soviet concepts of being under the
state control. If earlier it was the right of the state to control an individual and
intervene into his/her personal private life, now these notions were understood as the
right of an individual to keep personal secrets. But how does this accord with
institutional control, without which the K. School could not function?

Secondly, there was an irrational expectation that the democratisation would
take place by itself, that is, the other staff members and the residents were going to
understand by themselves that now they had to think, behave and deal with issues and
each other in a new way — a democratic way. There was a tendency to democratise the
institution without open discussions of collective activity.

Finally; the managers were hoping to succeed in realising the principles of
democracy by simultaneously holding on to their traditional power.

Because of such discords, contradictions and wishes to conform, the
disharmony, the ideology of residential management was given new versions of
interpretation and argumentation. Hence the rhetoric of change was switched to

changes of rhetoric. The new rhetoric was continuously given new interpretations.
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7. Conclusion: Transition, Exclusion and a Hypothetical
Assumption

In this last chapter I make some final notes and with this consolidate the information
and knowledge I acquired in the K. School. I discuss the process of transition in
Estonia with regard to the problems of childhood and residential management of
troubled young people. I express some thoughts and doubts concerning social work as
a helping profession in Estonia today. I discuss its role and function in the society
with regard to the general expectations of both Estonian society and the state policy
towards social work, as well as how these expectations influence the status of social
work today and its possible development in the future. The last thoughts should be
perceived as hypothetical assumptions, which result from the knowledge that was

produced during the research process.

7.1. Transition: Rhetoric of Integration and the Process of

Marginalization

The transition process in Estonia as ‘“Westernisation’ has a clearly visible impact on
the K. School. The most relevant characteristics to this process, which I perceived
during my fieldwork period in the institution, are the following.

The new values expressed in the institutional rhetoric are based on denial and
the destruction of former values. This destruction happens mostly through a simple
positioning of what is desired in opposition to what was before; through replacing the
minus sign with the plus sign and vice versa.

The way in which people speak about their past shows a deep alienation from
that past. Today they reconstruct their past as if they themselves were not participants
in that life, but only passive sufferers (see chapter 6.2.). This phenomenon is
especially noticeable among the Estonian staff members. The Russian personnel is
divided into those who identify themselves with the Soviet past and, as such, are free
from alienation from that past, but instead have problems with finding their place in
the current life of society - their attitude to the present is rather an active position of

protest. The other group of Russian staff members do not agree with the past but are
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nevertheless pushed towards the first group because of traditional ways of
categorising. As a result these people are alienated both from the past and from the
present (see chapter 4.3.1.).

The adaptation of so-called “Western’ attributes to the institution begins with
external manifestation of things. This includes the application of new vocabulary into
the operation of the institution and a new rhetoric. However, the new words now in
use have their very specific local meanings, which become clear when the new
rhetoric is compared with the concrete activities. There is talk about human rights and
the right of privacy, which receive their manifestations in ostensible forms. For
instance, the management emphasises that the residents are guaranteed to have the
right to privacy which means that they are allowed to have things of their own in the
institution (clothes, toys, etc.), but at the same time the personnel routinely enter the
bedrooms, even toilets, any time on a whim, read and censor the residents’ personal
letters, and publicly talk about their intimate problems.

In Bakhtinian terminology, this way of thinking can be explained so that the
process starts with an adaptation of ‘leading thoughts’ into the attributes of the
particular world the people wish to belong to (in the case of Estonia, it is the Western
world), and the first meaning produced in the process is an ‘individual’ - local —
meaning of the word, which is then compared to the so-called ‘vocabulary meaning’
of the word. The newer such terminology is the greater are the differences between
the so-called ‘local” and ‘vocabulary’ meanings. The relationship between the local
and general (Western) meanings of terms can be quite loose and detached due to
specific interpretations that are linked to local circumstances, interests and needs.

The adaptation of Western attributes happens not only on the verbal level.
There are also other signs of sharing Western world values, and a similar adaptation
process that begins on an external level can be perceived also, for instance, in the
symbolic ‘open gate’ as a demonstration of the ‘openness’ of the institution that was
discussed in chapter 3.1.2. The renovation of rooms in the institution also illustrates
the notion well. There is a widespread fashion in Estonia to ‘Euro-renovate’
(euroremont) buildings, which means that high European standards are used: the
outcome should be aesthetically pleasant, of high quality and good workmanship from
the foundation to the finishing. However, in the K. School ‘Euro-renovation’ was not

realised according to the immediate needs of the residents, but began with the repair
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of empty or rarely used rooms from the perspective of how they might be used in the
future (see chapter 3). Moreover, the common space that the residents hardly used,
such as the library, were renovated. The headmistress’s nice and spacious office was
not used for organising common staff meetings; however, the furniture and equipment
seemed to be expressly suitable for such activities.

The application of Westernisation to the new type of management is also
manifested first of all on the external level: the power of the headmistress, for
instance, receives Western attributes in the form of the new and comfortable office
which is removed far enough — behind two doors - from the rest of the actors in the
institution (distance), as well as delegation of the executing power to lower levels of
staff, which the head clearly puts in words: ‘Let the school solve its problems by
itself” (for more detail see in chapters 4.2.2., 6.2.and 6.3.).

All of the above-mentioned details tell a lot about the co-existence of
something new but external, and something old and very ‘Soviet’. Namely, the
declared value of the human being is present here as abstraction and coexists with the
rejection of actual human beings with their immediate needs. Human activity in
general appears to be preparation for life in the future rather than here and now, which
was very characteristic to the Soviet way of thinking.

I wrote about the gap between the new rhetoric®® and activities in chapter 6.
However, Kelly (1992: 206-7) points out that such a gap between the official rhetoric
and the real institutional activity as a phenomenon is consequential to the nature of
total institutions:

“...the rhetorical imagery of welfare and benevolence and of professional
expertise in achieving rhetorical aims was profoundly contradicted by the
penal nature of the unit’s architecture and the level of constraint, coercion
and surveillance it imposed. Professionals could be seen to do one thing
whilst calling it another.”

Hence, the question arises of whether it is only in concern to the special needs school
that this gap exists. However, I do perceive some parallels with the Estonian society
in general, which could be explained also as signs of transition. In this era of

transition certain phenomena rooted in the former system are quite visible. It appears

2% T use the term ‘rhetoric’ here as it is understood in the works of Barbara Kelly. She applies the term
by analogy with verbal statement of ideology and as an opposite to practice; actual activity.
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very simple to make declarations of reform offhand, without concerns about either the
realisation of the notion or the actual meaning of the words. (Perhaps it is a specific
expectation that using the right words will result in the right thing?) For example, if
we compare the institutional rhetoric of ‘child-centred approach’ which, is derived
from ‘the best interest of the child’, and its realisation in institutional operation with
the Estonian concept of child protection and its realisation, we can notice many
similarities. The same contradictions are apparent between the new rhetoric of
Estonian child protection and child management and the ways of its implementation.
The new rhetoric springs directly from Western values. In 1991, Estonia ratified the
UN Convention on Children’s Rights, and the Estonian Act on Child Protection
(1992) was written under the influence of the Convention. It is a law that declares
high human ideals, but largely if not only on a rhetorical (ideological) level. For
example, the act declares in paragraph 8 that all children have “a right by birth to life,
health, development, work®’ and welfare”. But where are the guarantees? How is it
expressed in concrete state activity? Almost the only mechanism to guarantee this
right is realised through forcing the parents to care about their children. If the parents
do not meet the obligations, they may be punished by either being fined or by
disfranchisement of their parental rights. Neither support nor services are provided to
assist the parents and the family with bringing up their children successfully.

At the same time, there is reason to keep in mind that real activity produces
changes in rhetoric, at least in general, rather than the other way round. There is not
one Estonian politician who speaks about Estonian child welfare policy, but what we
hear is its absence. I believe that even though this is not enough to solve the problem

itself, it is a sign of the transition and a herald of changes to come.

7.2. Towards an Exclusive Society

The objective of the K. School’s operation, as defined by the statute, are to create

conditions for children who need special education to complete their compulsory

*" This particularly is a totally meaningless ‘right’ and in direct conflict with the legislation on
employment, in which the minimum age for registering as a job applicant is stated as 18 years.
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education, as well as to bring them up in order to manage in the society, with the
specific aim of resocialisation (The K. School Statute1999)%.

As becomes evident in my observations (see chapter 5.2.5.), as well as the
results of the study led by Korgesaar (1999:41-42), special needs schools have trouble
in reaching their educational aims. Ordinary school curricula are too difficult to
implement in such circumstances, the special needs school pupils are often long way
behind their age level in terms of their academic skills, and the special needs school
teachers feel the time they have for preparation work for teaching the children is
insufficient. In other words, it is not possible for the academic education in the special
needs schools to function the way basic education is organised today. Here it also
becomes clear that the same attitudes as in other functions of the special needs
schools, inherited from the past still prevail: it is not the child around whom the
schooling process is organised, but he/she must be adapted to the existing norms and
standards of education. However, even if the objectives of basic education could be
reached and everyone who left the special needs school had satisfactorily completed
their basic education, what would be different? Would basic education given in the
special needs school give a real opportunity for these children to continue their
studies in a secondary school? Hardly. For example, of 21 graduated residents in 1997
only 3 were planning to continue their studies in an evening secondary school. I do
not know
whether they succeeded in doing so. In the staff conversations the usual story is that
the girls start to study, but drop out of school after a few months. I am well aware that
those discussions are mostly pure speculation, and in order to gain truthful
information about the future success of the girls in their studies a specific study
should be conducted. However, what is important in this connection is the pessimistic

and grim predictions of the staff members concerning this particular issue®.

%8 Here I refer to the new statute of the school in which the aim of resocialisation was added due to the
fact that the previous statute was neither verified by the Ministry of Education, nor acknowledged by
the management. In reality this means that from 1991 to 1999, also during my fieldwork period, the
institution operated with no valid statute to regulate it. However, the educational aim was always
emphasised as the most important part of the institutional activity from the official viewpoint, and
resocialisation meant preparing the girls to lead an independent life in the society. In practice, this
meant marrying a good man and settling down.

% After the enactment of the 1998 law, the residents were sent to the institution for no longer than one
year. This meant that the educational aim of the schools were reduced to be even further nominal.

240



In this light, the only aim schooling has in reality is exclusion. For instance,
Goldson (1997:20-22) sees schooling process first of all as an institution of exclusion
and state control as its main objective. Qvortrup (1991:27) stresses the active role of
children schooling in process with regard to their input to the production of
knowledge:

“Children not only attend schools, but they are in fact co-producers of

knowledge by investing their energy, intelligence and creativity. If it is true

that knowledge is produced and accumulated in and by children (together
with their teachers, of course), then we cannot go on saying that children’s
entrance into necessary activity is postponed in modern society. One could
equally well argue that the integration of children into society is occurring
earlier and earlier, since it no longer begins with their becoming part of the
labour market but with school.”
If we agree with Ovortrup’s notion, it should be nevertheless noted that the described
teaching/learning as a process of producing new knowledge is not a general
characteristic of schooling that extends to all schools everywhere. In a certain sense it
is an ideal, which can perhaps be reached in some so-called Estonian elite schools,
whose pupils are brought up for learning and have high intellectual capacity for
academic education. More characteristic to the common school is the phenomenon of
reproduction of the specific qualities of one’s social class, which P. Willis (1977)
most convincingly argues in his well-known work. With regard to the process and
outcome of socialisation of working class young people in an ordinary school which
is founded on middle class values it becomes clear that they do not adopt middle class
values in the process of their studies, but their identity as part of the working class is
further reinforced and confirmed.

The ordinary Estonian school system, which is oriented towards high
academic knowledge, also produce as such school truancy by excluding those pupils
who are not able or are not prepared for intense academic studies. The question of
how the school produces school truancy is an extremely important question of school
social work today in Estonia. School truancy appears to be a very important sign of
the contemporary direction of Estonia towards an exclusive society. For example, the
Council of European Project in Human Dignity and Social Exclusion (Duffy 1998:99-

119) tells of the risks of exclusion concerning education in post-Communist countries.
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In the circumstances of a rapid social stratification process after the restoration of
independence, the process of the intensive marginalization of a large part of the
society can be perceived in the increasing rate of school truancy.

Regarding compulsory education and school attendance, there appears to be
three main reasons that make it extremely important that children go to school. First,
human beings are not socially conscious innately; they do not behave instinctively
according to a predetermined social structure similar to the animal world, but become
part of the human society in the process of socialisation. Secondly, children are
dependent by status. I agree with Gittins (1998:74), when she writes:

“What is good for children? Who should decide? Who is responsible for their

well-being in all its senses: physical, mental, emotional, and spiritual? These

are arguably the core questions relating to the problem of children’s
dependencies. They are now articulated overwhelmingly in terms of one
universal child, one universal childhood. What is inherent in this issue,
however, is the concept of protection. An individual or group is, for one
reason or another, deemed to be responsible for the protection of a dependent
child. The duration and character of such dependency, which can be seen
more logically as a cluster of different dependencies (physical, emotional,
economic, legal), vary according to historical period, state legislation, parent-
household, and individual circumstances. The notion of protection is premised
by definition on a clear power differential between protector and protected.

Paternalism is implicit in such a relationship. Paternalism can be benevolent,

like a benevolent dictatorship, but it also has the potential for malevolence

and harm, as do dictatorships. When apparent benevolence is the order of the
day in relation to the protection of children by parents, nobody intervenes. It
is when the relationship becomes malevolent, violent, destructive that crisis
occurs in terms of responsibility and ownership of children. It is important to
remember, however, that there is no universal definition of cruelty. ...”

(Original emphasis).

Thirdly, the controlling function of the school in addition to its aim of socialisation
seems to be of particular importance in the Estonian society, where the process of
quick stratification is a new phenomenon unknown during the last fifty years of the

Soviet era. This novelty means first of all that people have had not enough time to
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adapt to the new situation; especially if we take into account the totally different
expectations people had of the social activity in the previous circumstances of the
Soviet state paternalism. In this new situation the most desired human characteristics
are initiative, independent thinking and courage; however, most of the Estonian
people went through their own primary socialisation process during the Soviet era
when all these qualities were punishable and therefore rooted out. As a consequence,
a large part of people still expect the state to care about them, make decisions for
them, and are not able to do much for their own well-being. This resignation to
waiting for something to happen results in a gradual slipping outside of and removal
from participation in common social life. These people create their own social life, to
which different types of retreatism (in Mertonian understanding of this term) are
characteristic, such as alcohol and drug addiction, suicide, and mental health
problems and disability. The children of such families have the potential of being
mediators between the society and their socially excluded parents through education.
This great potential for development of social solidarity between different groups of
society is not recognised, nor utilised in today’s Estonia. All of the above-mentioned
problems, as well as opportunities, seem to be issues for school social work to deal
with.

To return to the aims of the K. School it is obvious that the current situation
with the second official aim of the special needs schools - vocational training - is in a
similar position as the first one (schooling). In the former (Soviet) time, the school
provided the children with a profession and real opportunities for putting it into use,
that is, to work. This aim is lost: nobody believes that there are realistic opportunities
for the residents to be equal job-seekers in the labour market. Both activities
(schooling and vocational training) have one true aim - to divert children from the
activities that are conceived as dangerous; loitering on the streets, making trouble,
using drugs and alcohol, stealing and risking to be taken advantage of and abused. To
be brief: the aim is to isolate them. However, the vocational training could be a good
basis for development of occupational therapy, which is — obviously- greatly needed
in institutions like the K. School is (see, for instance, Leino 2001, Kielhofner 1997 in
Tahk 1999: 9-19, etc.).

The next question is how the aim of resocialisation, or reformation of the

residents’ personality, is reached? First of all, let us take a glance of what kind of
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vocabulary is used in discussing this topic. After the phrases ‘child-centred approach’
and ‘best interest of the child’ were introduced, the content of work with the child was
expressed in terms such as ‘influencing’ and ‘shaping’. The staff refused to use words
from the former period, such as ‘re-education’ (iimberkasvatamine) or
‘subordination” (allutama). However, if we analyse the usage of the new terms, it is
easily detected that there are signs of them having identical meanings with the
previous ones. It is difficult to understand the distinction between the terms
‘influencing’ and ‘subordination’, because the activity behind them is identical: the
resident should behave themselves, do or be as they are told to by the staff (see
chapter 5). One of the managers even uses the metaphor ‘wax’ when talking about a
child as mouldable material with which a pedagogue has to work (similar attitudes
can be found in the writings of Cohen 1985, Donzelot 1980, Kelly 1992, etc.). Such
an attitude towards the residents as objects of work is very characteristic in the K.
School (see also chapter 4).

The above-mentioned could be explained by indifference/ignorance between
people that I observed and experienced working on the field. Most clearly this
indifference is expressed through the expectations people have of each other without
any discussion of the basis of those expectations. The staff has very certain images of
what people are end what they are supposed to do, but these images were never
discussed. As it was described in chapter 4.2.2., the management expects that middle
level staff shares their life with the residents. The notion that the staff members figure
it out themselves what are their tasks and how they work was tied to this expectation.
I was not an exception from this general phenomenon of expectations. I had my own
irrational expectations towards the different levels of the staff, the residents, and
myself. One particular issue was that I attempted to guess what those people expected
of me without actually asking them. I assumed that the management expected high
pedagogical professionalism from me. I thought I had to demonstrate how it was
possible to deal with the residents successfully, and assigned this task to myself.
Moreover, I never discussed the aim of my research, nor my guess-work expectations
of other people with them. I was both left alone with my problems and actively chose
not to speak about such issues. I saw it as unimportant, and that in general there is no
time for anyone to actually discuss communication because there are much more

important tasks to do than attempt at open and direct communication with each other.
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This is what I call ‘indifference’, which is in my opinion tied to the general process of
rising individualism.

In the first chapter I took an example from the book edited by Lauristin and
Vihalemm, which attempts to describe the processes in Estonian society to show how
the process of ‘Westernisation’ run its course. Individualism as the basic quality of
Estonians is pointed out as the foundation for why they ‘belong’ to the Western world
(Lauristin 1997). There are two different phenomena which could be seen as similar
to each other: ‘individualism’ and ‘being single’ in an atomised society. Both of them
means separation from others and a certain opposition of the individual to the
collective (society). I refrain from going very deep into the analysis of what the two
notions have in common and what differentiates them, but what I see as the most
significant point here is that Western individualism is developed on the basis of a
community (naturally developed informal relations between people), whereas the
other builds on the basis of violent destruction of such communal systems. With this |
want to make the point that being separate from others is also a result of the Soviet
order. This type of individualism is based on separation of people, suspicion, distrust
and indifference between them.

However, in both cases the result is quite similar: they both promote the
development of exclusive society. Young (1999:6-7) describes the Western process
with regard to the development of social control in modernity and late modernity “as
a movement from inclusive to an exclusive society”. Exclusive society develops
together with the rise of individualism and tolerance towards pluralism and
multiculturalism. Inclusive society is based on assimilation. Modernity does not
tolerate differences and the tendency is to change differences to similarity, while in
late-modernity plurality and multiculturalism, namely, difference, becomes
acceptable.

The Soviet system was also assimilative, but the inclusion happened violently,
the values were constructed artificially by one group of interests and forced on to the
society, which was only possible to realise through strong control mechanisms. In the
first chapter I wrote about the function of these control mechanisms in the late Soviet
time. When this forced assimilation and control disappeared, the society fell to pieces.
In this case we cannot speak about ‘tolerance’, because tolerance means acceptance of

otherness. Here the result is indifference. Indifference towards plurality and otherness
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from a distance appears similar to tolerance, but in a situation of wild competition, as
it is today in Estonia, the outcome is a speedy exclusion of everyone who does not
meet the quite limited standards of the society. In this situation, society in general is
not interested in the potential integration of ‘others’.

With concern to the special needs school residents it seems to be that the
society is not ready to include them. Otherwise there would be at least something
visible that spoke for this acceptation. The previously-mentioned rehabilitation group
for the graduated residents of the K. School reinforces the aim of exclusion. The state
attitude towards the special needs schools is expressed in the decisions made on what
the state invests into managing troubled children. The contribution is precisely as
much as is needed for keeping troubled children and young people in isolation.

K. is a place of isolation; moreover, it is isolation without a single thought
about the outcome; what is going to happen to those young people who leave it and
return to the society. As I learned during my fieldwork period, the only hope for them
is that during this temporary isolation from ‘bad environment’ their ‘stormy puberty’
would be over and done with, the criminal friends will disappear, a miracle happens
to the violent parents and they will change, and during the time when it is prohibited
for the girls to drink and abuse drugs they will learn to cope without them. If the
upbringing succeeds in adding the opportunity to find a good husband after the school
is over, the number of survivors slightly grows. The only problem here is what will
happen if these things do not come true?

Thus, let us look at the role of the staff in the process of isolation. The staff is
there to solve the problem of how to keep the residents in isolation. Their reward,
however, is another manifestation of the attitudes of the society (state). I hate to make
positive comparisons with the Soviet time, but in this case the Soviet rhetoric of the
value of children and the real investment in them should be taken as an example of
the opposite. I naturally speak about the formal exponents, which were expressed in
o relatively high salary (the salary of a special needs school staff member was almost

twice as high as other school teachers);
e other perks (accommodation, vacation, health care);
e high professional qualification;

e relatively large financial investment in the operation of the schools.
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One teacher characterised the differences with the words: “We were the first,
but now we are the last [among teachers].”

It seems that the staff is left with a very difficult problem to solve, a problem,
which has its inbuilt contradictions. They have to prepare young people to be
(re)socialised into a society which is not ready to integrate (to accept) them. This
work is prescribed to failure in principle. It is not surprising that the staff has multiple
health problems and burn-out symptoms. Moreover, they are not only left alone with
their problems, but they also are step by step pushed in the direction of
marginalization. In this, they are in a situation which is similar to that of social

workers.

7.3. The Contradictions of Social Work as a Helping Profession in

Transition Time Estonia

The attentive reader may have noticed long ago that in this work I am mostly
interested in the K. School staff’s social activity. I was amazed myself how I was
constantly turned to observing how the staff members acted, what they did and said,
and how they participated in the production of residential management, residents, and
themselves. This production process did have other participants, but the ‘main role’
belonged to the staff. The reason of my interest was also connected with what |
expressed in the very end of the previous sub-chapter: the staff acts similarly to social
workers in today’s Estonia; they perform helping work with the residents as social
workers do with their clients. In Estonia today social work equals helping work with
clients.

The following discussion should be considered a hypothetical assumption that
the work of the K. School staff is similar to social work and has the effects I
perceived on the activities of the K. School. On the one hand, the hypothesis
summarised the results of the research; and on the other hand, it offers some outlooks
for the future investigations in the field of social work research.

First, the contemporary Estonian society gives such a task to the special needs
school staff (social work) which consists of deep contradictions: the task to integrate
people (residents or social work clients) who have dropped out and marginalized into

a society that is not ready to accept, integrate, and include them. The work profile is a
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circle: from beyond the outline, the social worker pulls the client into the society
which discharges him/her out time and time again. What is the benefit of such work?
The client’s problem is not solved, because it is impossible for an individual to solve
a problem which is produced by the system. The society continues to produce
marginalization (exclusion), because there is nobody to deal with problem of
structural marginalization. The social worker burns out, because his/her work has no
permanent results. In brief, there are no winners. Naturally we can imagine that
somewhere there operates a genius of social work who is capable of solving the
clients’ problems, but no profession at large can hope to resort to a few superhuman
workers.

Secondly, client social work (helping individuals) has its negative outcomes
not only for the client, but also for the society in general, because of its stigmatising
function. To be a client of social work is an unpleasant role. It means affirmation of
marginality. In a word, social work produces its clients as long as it deals with clients
as bearers of troubles. As a result of this process the society will be even more
divided into those who are inside and to those who are excluded.

Thirdly, the production of clients takes place because of the power of a social
worker’s to which he/she is licensed. Social worker is a license-holder of norms, who
has the right to his/her own opinion and definitions of issues accordingly. The license
and certainty in one’s own opinion also provides the certainty and right to work on
the client as on an object.

If social problems and troubled people are a product of collective activity,
then the solving of such problems and helping such people should also be collective
activity. Working in collaboration with the system social work would have the
potential to help in developing an integrative society, in developing social solidarity,
which seems to be especially needed in a society such as the Estonian one where the
identity as an independent nation is built up as an opposition to foreign power because

of historical fate.

7.4. In Place of Epilogue

I wish to make it clear to the reader that I am aware this writing is more critical than I

intended it to be. The object of study - residential management of adolescent girls - is
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an extremely heavy topic. [ wanted to take a critical approach to it, and it is
impossible not to be critical towards the processes and social activities that take place
in the institution, but my criticism is not directed at people who have difficulties with
and do a hard and thankless work trying their best to solve problems in this field. If it
did not succeed, it is because of my lack of skill to convey my thoughts. I, as a
researcher, was also ‘in transition’ during this research process. My transition is tied
with research as a learning process. Something I have understood, but there are things
I am just not ready for yet, I am only learning.

The whole research process was long and hard from the very beginning, and
especially during the time between leaving the field and finishing the writing. All this
time I felt [ had to hurry. I felt I had to find some way of helping to solve the problem
at the K. School. I felt the people — both the residents and staff members - were
expecting me to finish the analysis and provide them with answers. Simultaneously I
felt I couldn’t offer anything that could help them. First of all I thought I couldn’t
offer anything to the staff that would be acceptable for them. The time went by and I
was not ready with my analysis and writing, which made me very anxious.

I was full of doubts and the more I wanted to hurry, the slower my work
progressed. After years I finished writing the manuscript the content of which, and the
way of my writing, I could accept. Now a new task appeared ahead of me: I had to
return to the institution and speak to the people about my findings. I knew that if [
wanted to be true to the results of my research, if I really believed that the biggest
problem of our society was lack of trust and rejection of direct and straight
communication between people, then I have to be the first one to start with such
communication. But I feared at least three things. First, I feared that the other side,
that is, the staff would be not interested in my findings due to the long time that had
lapsed between my stay in the institution and now (‘during these five years, things
have changed and they will think all my findings are obsolete, they have no use for
them any longer with their present problems’). Secondly, I feared I would not be
allowed to meet the whole staff, but only the managers; and thirdly, I feared of being
ignored by the listeners. I imagined this meeting to be similar to my first meeting at
K., when I sat among my future colleagues and nobody introduced me to others. Now
the colleagues would remember me, but they would hardly show any interest towards

the results of my study. I remembered the words of one staff member ‘Who asked you
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to keep it in front of our faces?’ when I explained my aim to be a mirror. I imagined a
situation in which most of the people shun away from listening something critical, are
scared to recognise themselves.

After hesitating for a long time I wrote a letter. [ began my letter with the
address: “Dear co-operation partners at K. Special Needs School; Managers,
Educators and Teachers”. I addressed all of them hoping that the information about
my wish to meet and to speak about the results of study will reach all of them. In this
letter I only wrote about my wish to present them my manuscript upon finishing it. I
explained shortly the processes concerning with analysing the data, my doubts and
about my wish to discuss together some of my findings before the thesis will be
published. I promised to add their opinion into this last epilogue part of my work.
Whereas the letter was written without addressing it to anybody specifically by name,
on the envelope I wrote the name of the headmistress. I thought that if there is no
name at all, nobody will take the responsibility to reply to me.

I received a very quick e-mail answer. It was written by the headmistress, and
in it she pointed out how many changes had happened during those five years after
my leaving the field. She expressed her doubts of the topicality of my data, which
would by now have become outdated.

However, I was invited to K. the following week. As I suspected, only three
managerial staff members met with me. During the meeting I explained why I had
asked to come, and introduced them the main findings of my analysis; adding that
what I had studies were social activities that do not go through such rapid changes as
actual everyday problems of institutions can do.

We discussed some my interpretations of the notions of the relationships
between different staff levels. I told about my finding of irrational expectations and
the lack of direct communication between people. This topic made them think, but I
did not receive any argumentation, nor agreement.

Then I asked what they thought about the passive nature of the Russian staff
members’ work with the residents. I was responded with the general opinion was that
such working style is a personality issue, and passivity is not characteristic of all
Russian staff. Verbal participation is also participation. However, the opinion familiar
from my fieldwork period that there should be a separate institution for Russian girls

was repeated.
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However, the staff members were not so much interested in my findings, but
more in telling about the changes that had taken place after I left the institution. Now
the biggest problem was the residents’ drug addiction. About 60% of residents had
severe problems with drugs. At the same time, there was no treatment for addicted
girls at all due to the lack of finances and other resources.

The situation had become more difficult: the changes in legislation; the
expectations towards institutions like the K. School had taken a turn towards being
even more evidently isolative, which was expressed in the emphasis on the formal
educative aim of the institution. The potential to change the total institution to an
open school where troubled young people could receive help, love, and hope for the
future was gone. The gate was still open during the day, just as before. The empty
building in the middle of the village was still there, but the dog was gone. It seems he
grew tired of guarding of empty building and giving the newcomer a fright.

Upon leaving the main building of the institution after this last meeting I
bumped into one of my former colleagues. She smiled and ask me if [ was coming to
work there again. She did not know about my letter. Her smile and warm handshake

gave me the assurance. I hope everything will be OK.
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Endnotes

' “Ma ei oskagi 6elda, mis tundega ma sinna léiksin, mul oli alati hirm kohalejoudmisega, buss liks
alati valel ajal, siis ma ldksin hailega, siis ma pidin alati muretsema, et ma jouaks digeks ajaks kohale.
Nii, et oli isna ebameeldiv hakata minema. ... Kord laksin taksoga. See oli kiillalt kallis. Ma just
arvestasin vilja, et kui iga kord ldheks taksoga, siis minu palgast just jatkukski neljaks korraks. ...
Too6tasin seal veerand kohaga ja minu palk oli just nii suur.”(I.19.T.a.)
T «“T{idrukud on nii lohakad. Nad ei oska hoida asju, nad I5huvad kdik éra, mis nende kitte satub.”
(I.17.R.a.) “Varem tiidrukuid karistati moobli 16hkumise eest, aga niiiid nad teevad, mida tahavad.
Meie ainuke puusepp ei joua iiksi kdike édra parandada.”(1.2.B.c.)
il «g .: Belmine kord, kui vene perekond kiilastas iihte tiidrukut ja ma niitasin neile tema tuba, siis mul
oli kiill piinlik.
J.: Me vdime mdned ruumid korda teha. Loomulikult on tapeet viga kallis, aga kui tiidrukud hésti
kaituvad ja kasvataja tahab ... See on lahendatav probleem ...”(I111.4.)
¥ “Kuidas te ei saa aru, et see on kinnipidamiskoht ja siin kehtivad omad reeglid?” ... “Ma vihkan
seda hullumaja!” “f menaBmxy 3ToT Hypaom!” “CkoiapKo MHE emle CHAETh B 3ToM ayprome?” “See on
ju hullumaja, teate.” (11.28.T., 25.Z., 12.0., 3.A., 26.C.)
¥ “Bpl 3HaeTe, s Takast (KpyTHT MajbleM y BUCKa). MHe apcTHKa CKa3aa, uTo JaXe €CIH s KOro-TO
yObl0, MHe 32 310 Huuero He Oyzet!” (II.1.K.a.), “Ma olen ju haige. Ma olin mittu korda hullukas
ravil” (I1.3.D.b.)
¥ “Bpl 3HaeTe, CErOIHS 5 XOMIA K [ICHXMATPY H OH CKa3all, 4TO B MAE MEHs TOJIOKHT B GOTLHHILY.
Bot otnoxuy ot atoro aypaoma!” (I11.15.B.d.)
Vil “Onn Kak HeHOpMaIIbHBIE, TUKHE KaKHe-TO: opyT, aeprarorcs...” (IL9.1b.)
vill <Moot ZIPYTOil IPYT CBOO CECTPy M3HACHIIOBAJ, a eif mecTs. EMy Torma 6puto 13 1 OH maxe He 3HaI,
YTO 3TOTO HENB3s JeNaTh. Tak OH Temeph 0 CBOCH cecTpe Tak 3a00TUTCA, TOKYIAEeT e Bee: OICKAY
cnanoctu.” (I1.28.K.)
X “P_: Ona (MaMa) y MeHsl TOXe KpelleHHas Obliia, HO GoNbIoii rpex cosepimia. (OHa XoTena
CTaTh KPECTHOI MaTephio U MOTOMY NOKPECTUIIACh caMa.) A IOTOM, NPOLUIBIM JIETOM, PYKy Ha
ce0s Hanoxkuia. ... CecTpa Kak pa3 IHcaja, YTO OHYU XOJMJIM K HeH Ha MOTHILY M IIOCTaBUIIM OT
MEHS TOXKe CBeuKy. S eif roBopia, YTOOBI OHU OT MEHS MPUBET €i mepenaiu. (I1ayer)
N.: O#, Tebe OBLIO XKYTKO TsDKENO! ...
P.: Jla, st HECKOJKO pa3 ee ¢ MeTIH CHUMAaia. 3aKpOoeTcs B BAHHYIO Takas. ‘THI 4ero Tam aenaenis? -
crpamuBar. A oHa: ‘/la HHUEro, - TOBOPUT, - MOIOCh.” ‘Ara, MOtoch!’ S HTOIOUKOM JBEPH OTIHUPALO, a
OHa JIeJIaeT BUJ YTO MOETCsI. ‘A BepeBouYka Tebe Ha yTo?’ - CrpalinBa. A OHa, IIbsHAs TakKas, 3HAeTe,
Kak 3T0 ObIBaeT... JTo ee 1s1s B. cmauBsan. ... [IBa pa3a yxe naxe 6e3 co3HaHMs ObLia.
W.: A BBI )XW HE C TBOUM POJTHBIM OTIIOM?
P.: 5] He BuzeNa CBOETO POJHOTO OTLA C IBYXJIETHET0 Bo3pacTa. OH, MpaBja, NpHIIeN Ha
IIOXOPOHBI.
N.: A nernom? Kak Thl TyJa nonajia U CKOJIbKO TaM Mpoxuia?
P.: Tlocite cmepT MaTepu MBI JXmid y 0a0ymrku. Ham paspemmnu Tam 061Th 10 20-T0 aBrycra, a 19-ro
MIPUIIUTA Hac 3a0upaTh. MBI yOexaiii, HO Hac IIOHMaH. ... A ITOTOM s cTaya U3 JeTaAoMa yoerars,
npuxoauia no3aHo. [Ipuny, Takas Mara, B Tpu yaca HOuH. ... Jlaxe mbsHas Npuxoawia. A y Hac TaM
BOCIIMTaTENbHUIA OblIa. Y-y-y, Beabma. OHa Bce ¢ MEHs 00bsiCHUTENbHBIE TpeboBaia. Hy n
MTOJTYYHIIOCH - Ky4a 0ObsSCHUTENbHBIX - MeHs B K. n otmpaBmim. ...” (II.1.N.)
* “JI.: A BBI MOXeETe TIHCHMO Moeli 6Gabyie oTBe3TH?
: 51 He 3Hato, a 3TO pasperaercs TyT?
: da, B.B. Bcerna Bo3uT Mo MChbMa, KOTJ1a B TOPO/] eeT. BBl MOXeTe ero npo4nTars.
: JJagHO, NpUroToBs ero.
: 51 yxe nanucana. IlpaBna, nHorna cpeiBatocsk. HepBrl Ha nipenene.
: Pacckaxu mue mpo ce0s1. Tl naBHO 31€CH?
: lects mecsieB. C ceHTSOPSL. ... S B KOy HEe Xoamia. Y MEHsl MaMy OTEll YEThIpE rojia TOMY
Hazaz 3aaynrwr. OH ankail, HeHaBruKy ero! MHe IbITaaich BTOJIKOBATh, YTO OHA MOKOHYMIIA ¢ COOOH,

AEAEAES
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HO S 3HAIO, YTO 3TO HE TaK. ... Sl ero HECKOJIbKO pa3 youTh xortesa. TpaBuiia ero ra3om, NoMBaja sy
B BOAKY: ‘Ha, mamouka, mefi!” Ho B mociemHIO0 MIUHYTY BCE XKe ITepeyMbIBalia: HET, He MOTY. XOTh U
CBOJIOYb, & CBOA.
W.: Trl ObL1a npaBa, 4TO HE cenana 31o. KoHe4HOo, IOHMMAl0, YTO 32 MaMy XOUeTCsI OTOMCTHUTb,

HO BeJIb €CJIM ThI COBEPIIHIIH YOUICTBO - 3TO TOXe rpex. Y OHO He TOMOXKET TBOEMY

CTpa/laHMIo.

JI.: a, s nonumaro. OH yKe U Tak Haka3aH boroM, - XpoMOHOXKa. Y HEro y»Ke HH9ero He
0CTaJIOCh: HU KBapTHPBI, HUUero - 6omx. [loka s eme ObuIa, 51 XOTh €CTh JaBajia, a Terepsb ...

W.: A rzae TbI ocie cMepTH MaMbl xKuia?

J1.: Y 6a0ymm.

W.: Hy u kak tam Opuio?

JI.: la ram HOpManbHO. TobKO, BOT, /151 TOKE TAKOH ... U30UBaeT 6adyIIto, Bce ICHBIH Y Hee

Tpebyer. ... S ee 3ammmana. (I[.4.L.a.)
* (] MOHMMAIa, 9TO JOIDKHA TIONTH B IIKOJTY, HO TaM OBLIO TaK CKyYHO ... S mpocTo He XoTena Tyna
untu. Kaxaenii neHs st roBopuita cebe: ‘BoT, 3aBTpa’.” (11.9.1.a.)

“S] cHauasa onazpIBasia Ha YpPOK. MBI JKHIIHM AaJeKO OT MIKOJIBL. A MOTOM sI 00sUI1ach, 4TO
YUYHTENbHULIA MEHS PyraTh Oyner 3a onosaaHue. Tak BOT - s BOOOLIe nepecTana TyAa XOAUTh.”
(II.15.B.c.)

*il <] : Kas sa tahaksid mulle endast riskida? (noogutab jaatavalt) Kui kaua sa
siin olnud oled?

A. (Rédgib aeg-ajalt selgelt, aeg-ajalt vaikselt ja liiga kiiresti, nii et on raske aru
saada, mida ta iitleb. Ta istub toolil poollamavas asendis, tundub, nagu poleks tal
joudu ennast piisti hoida, ta on téiesti 15tv. Aeg-ajalt pddrab ta ndo seina poole,
nagu radgiks seinaga. Vahel viskab minu poole kiire pilgu. Kui kiisimus on selge,
hoiab pikemalt silmsidet.): Ei méleta.

L.: Kust sa parit oled?

A.: N-st, (vdike asula) teate?

1.: Jah, olen seal kdinud. Seal on suur vanadekodu.

A.: Ja, ja lastekodu. Ma olen seal vanuritele palju halba teinud.

I.: Oled sa ise sellest lastekodust?

A. (Rdagib kiiresti, ilma pause pidamata): Ei, ma elan koos ema ja kasuisaga.
Mul on vanem vend, ta dpib Tallinnas programmeerimist, vanem dde on ka
korgharidusega. Ema on kaupluse juhataja, kasuisa - firma juht. Mu périsisa
tappis enda &ra, kui ma 6-aastane olin. Mina leidsin ta.

I.: O, sul oli véga raske seda iile elada. ... Aga pahandused? Kas need tulid
kiiresti parast seda?

A.: Ei, ma olin 11, kui hakkasin hulkuma ja jooma. Koik halvad inimesed leiavad
mind iiles. Kodige hullemad inimesed seal olid minu sdbrad.

I.: Sa tahad olla hésti negatiivne.

A.: Jah, mulle meeldib olla hésti halb. Teha pahandusi.

I.: Mis see sulle annab?

A.: Fi tea. Ma ei oska {ildse moelda.

I.: Saiitlesid, et joid.

A.: Ja, ma joon hasti palju, kasutasin hashishit ja tablette.

L.: Mille eest sa pdgeneda piiiiad?

A:?

I.: Ja, inimene, kes on pidevalt kaifi all, tegelikult pSgeneb. Millest sa puudust
tunned?

A.: Ma tahaksin oma périsisa.

I.: Mis sa arvad, oli tal muud voéimalust oma probleemi lahendada?

A. (Kehitab 6lgu): Ma ei tea. Ma iildse ei tea temast midagi. Ma maletan, ta
ptiiidis kedagi kaitsta, aga 10puks sai ise peksa (jutt on segane ja arusaamatu), tal
oli ndgu téiesti verine...

L.: Ta oli sul hea inimene.

A.: Jah, oli kill.

I.: Aga kuidas sul emaga suhted on?

A.: Ta lihtsalt ei saa minuga hakkama. Olen tema poest ka varastanud, kui ta
lubas mul raha lugeda. See oli varem.
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I.: Tundub, et sa oled vihane terve maailma peale. Tahaksid koiki inimesi

karistada, peksa anda?

A.: Ainult O.-d ma ei saa liiiia.

I.: Mille poolest O. eriline on?

A.: Ta on mu kdige parem sdbranna.” (I.3.A.a.)

*iil «Ma arvan, et mdned meie tiidrukud ei vaja nii ranget rezhiimi. Nad ise polegi nii problemaatilised,
nende pered on. Ma arvan, et see ei ole dige, et nad on siin.” (I.1.A.c.)

V<Y 10. Buto o4yeHs TsoKenoe AeTcTBo. Ee MaTh HapkoManka u 6a0ka ankoroiauk. OHa elie CoBceM
MaJIeHbKasl yoeraia u3 oMy, Korja Math oprud ycrpanBana ...” (L.5.E.f))

“I1. mponCXOANUT W3 HOPMAIBHOU ceMbH. M MaTh 1 oTen y Hee OBLIM HOpMallbHBIE, HO Korna [1.6pu1a
elle COBCEM MaJIeHbKasl, C OTLOM CIIyYHJIOCh HECYacThe, OH ObUI TPAKTOPUCTOM M IIOTHO B aBapuH.
Ponurenu oTua B3sun K cebe Ha BOCIMTaHKE cTapluero opara. 11 Bel 3HaeTe, Kakoll OH YMHBIU ITapeHs!
... A MaTh ¢ 04YKO# npuexana B /00NbLIOH TOPOA/ 1 cpa3y ke MO3HAKOMHIIACH C MYXYHHOM, C
KOTOPBIM OHU CKOPO IOKEHWJIMCh. A OH aJIKOTOJIUK U €€ HAyYW NuTh. ... Y Il. auarnos. Ecte
MIOZO3PEHHUE, YTO ITOT YEJIOBEK, KOTOPOrO OHA 30BET I1aIOii, €e M3HACUIIOBAIL. ... Y CIOBHS JKH3HHU TaM
ykacHble. Kaxaplif pas, korna I1. Bo3Bpaiaercs U3 1oma, y Hee TO BIIH, TO yecoTka. ¥ II. eme ects
MIIA[IIIAIA OpaT U3 BTOPOro Opaka MaTepH, H ATOT MAIbYUK TOXKE JKMBET B MHTEepHATe B TaJuMHHe. ...
I1. Bcerma oueHp BoHyeTcs 3a cBoto cembro.” (I.5.E.d.)

“V JI. ymepna MaTh 1 oHa TpeOyeT k cebe ocoboe BHUMaHue. Bee Halm 1eBku TpeOyOT MHOTO
BHHUMaHMs, HO Y HaC HE XBAaTacT Ha BCEX BPCMCHHU. BOT, Hanpumep [lBOﬁH)IIJ.IKH - UX MaTb yMEpJia BO
BpeMsl poJIoB U OHU BooOmie Bepoctu B netnome.” (1.5.E.c.)

* “Emad ei taha kuidagi nendest meestest loobuda. Ma ei tea, mis nad neid nii vdga hoiavad? Pigem
saadab lapse kodunt dra. Ta muidugi ei taha, et laps hulguks, ei elaks kodus, aga see juhtub, kui lapse
ja kasuisa vahel on konfliktid. ... Eriti, kui see kasuisa on emast tunduvalt noorem. On olnud selliseid
juhtumeid, et kasuisa ahistas tidrukut ka seksuaalselt.” (I.11.K.a.)

Wi« Mul oli viiga raske lapsepdlv. Vdib-olla, kui see poleks nii raske olnud, siis ma matleksin, et
meie tiidrukud on raske elu ohvrid. Aga ma tean just enda nditel, et raske lapsepdlv vaib vastupidi teha
inimese vigagi tookaks ja korralikuks.” (1.2.B.b.)

i «“See juhtus laupdeval sauna ajal. Vene tiidrukud panid end viimasesse vahetusse, hakkas juba
pimedaks minema. ... Esimestena pidid jooksu minema uued tiidrukud ja vanad pidid neile jérele
jooksma, et nad kooli tagasi tuua. ... Seda nad niimoodi korraldavad. Me ju teame, kuidas neid asju
korraldatakse. See oli P., kes organiseeris, ta on viga halb tiidruk, ei taha kuidagi kooli korrale alluda.
(I.1.A.a)

*ill «“Nlad on dppimises viga ndrgad”, “Nad on véimetud millestki aru saama”, “Loogiline mdtlemine
on véga nork...” (I.)

*X <04, nad on nii lohakad!”, “CkoibKko pa3 s eif roBOpHIa, 4TOOBI OHA MBLTACH, HO OHA TAKas
rps3Hya!”, “Jah, me sunnime neid pidevalt oma ruume koristama, kui me seda ei teeks, siis nad iildse
ei koristaks oma tube, nad on ju nii laisad!” (I.)

™ “Nad ei ole kunagi mitte millegagi rahul. Sa v3id neile kdik anda, aga ikka jadb vaheks”, “Beor
MOJKETe UM JIaTh BCIO CBOIO AYIly, & OHU BO3bMYT, Ja U IIIIOHYT B Hee.” (I)

i «Neid ei tohi uskuda, neil pole kombeks tott radkida”, “Nad voivad tikskdik mida kokku réédkida”,
“Te ei tea kunagi, millal nad teid alt veavad”, “Poisid on ausamad. Neid vdib rohkem usaldada. ... Aga
tiidruk voib sulle lubada jumal teab mida, vaatab sulle otse silma, aga tegelikult sa kunagi ei tea, mis
tal mottes on.”, “OHu Bac UCIOIB3YIOT B CBOIO Bhirony.” (I)

il «“Nad ootavad kogu aeg kingitusi”, “Nad tahavad jaitist ja maiustusi”, “Neile meeldivad piihad ja
peod”, “Nad on nagu lapsed, ... nad tegelikult ongi lapsed.” (I)

xiil «Ta matleb, et kdik peab olema just nii, nagu tema tahab!”, “Ta on harjunud kodus kdike saama,
mida tahtis, ja loomulikult on niiiid siinses olukorras héiritud.” (I)

IV «“Nende saatus on selline: iihel kolmandikul on iildse perekonda, kuhu minna. Uks kiimnendik
nendest saab t66d, iiks kiimnendik abiellub ja koik 1dheb edaspidi hésti. Aga tilejddnud? Kes neid
tahab? Kes neid vajab?” (1.2.B.d.)

¥ «Meil ei ole kunagi olnud nii palju tdsiselt haigeid lapsi, kui praegu. Olid kiill rasked tiidrukud, aga
nad olid lihtsalt pahad. Praegu ei saa aru, mis neil viga on. Ja tdiskasvanu peab vastutama. Votame,
niiteks A., ta on absoluutselt siilidimatu ja ohjeldamatu tiidruk. Ja, nad on véga nérvilised. A. reageerib
nii raevukalt {ikskdik mis probleemile. ...

Siis funktsionaalne kirjaoskamatus. Ta ei saa aru midagi. Ta vdib péhe dpida, aga loogiline mdtlemine
- see on talle liiga raske ...

Nad ei saa aru, miks nad dppima peavad. Mdoni mdtleb, et praegugi liiga tark ...

ER)
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Varem olid tiidrukud vanemad ja meil oli keskkool - hoopis teine tase, hoopis teised véimed. Niiiid nad
on palju nooremad ja neil on siigavad liingad teadmistes, pole vdimeid, nad ei ole adekvaatsed ...
Kodune olukord muidugi mojub ka lastele. Kui nende vanemad ei tule iseendaga toime, kuidas nad siis
saavad hoolitseda oma laste eest. ...” (1.12.G.a.)

“Bbl 3HaeTe Hallly HOBEHbKYI0? Bbl MOXkeTe ceOe MmpeICTaBiTh, YTO OHA aKe PO BpeMeHa roja
Hi4ero He 3HaeT! OHa He MOXKET 4uTaTh... S Jymana yxe, 4To Homuia Obl Ha Kypchl yauTeneit
Ha4yaJbHOH MIKOJIBI, (T.K.) sl HPOCTO HE 3HAIO0 METOJBI, KaKk 00y4aTh TAKUX 3allylIeHbIX geTe. S mpocto
OOBIYHBIN YUUTENb ... Panblle y Hac ObUM yMHBIE IeBKH. .. OHM OBUIM TaKKe CTaplle: CPeIHUI
Bo3pact 0611 15-16 1er, a Teneps €cTh, KOMY TOJIBKO AecsAThb. UTo BBl ¢ HUMU Jenath Oynere? Celiuac
ToJbKo I1. yMHas1, HO y Hee HEBOBMOXKHOE MOBe/ieHne. Sl He 3Hal0, KaK OHa JKUTh OyJeT, Kak OyIeT co
CBOCH KHU3HBIO CIIPaBIATHCA. ... OHa Benp Hapkomanka.” (I.7.L.a.)

Vi «Sija ma tulin juhuslikult... V5i mis juhuslikult? Siin anti korter, sellepdrast ma tulingi.”

“Olin noor. Algaja dpetaja. Me just abiellusime ning meil polnud omaette elamispinda. Siin sain ma
korteri. ...” (I.16.P), “Pérast lahutust mul polnud kuhugi minna. Siis ma leidsin selle kooli.” (I,3.C.a.),
“Kas see, et ma siia tddle tulin, oli saatuslik? Ei tea. Mul oli korterit vaja.” (1.8.H.a)

Vil “Pappme st paGoTana MacTepoM. S M IIpH CTapoii mKoIe 6bLIa, U pH HOBOM. Tereph HeT PaGoTEI,
MOATOMY MEHsI IOCIIaJIM Ha 3TaxX. ... 51 He 0JJHA Takas - BCe MPEXKHHE MacTepa padoTaIOT U MacTepaMu
Y BOCIIMTATEIISIMA. .. Y MEHs HET I1eIarOrMIecKoro o0pa3oBaHus, TOJIBKO BICIIee TexHIuYecKkoe. Ho
9TOTO 3/1€Ch HE YUUTHIBAIOT. .. [1m0x0 xuTh 31ech B K. KBapTups! y Hac ciayxeGHbIe, Jaxe He
BeoMCTBeHHbIe. JleHbru Manenbkue. Ecinu ko 3apaboTtars X0ueT, myCcTh MOUIIET cebe Apyroe
MecTo... Pabora Tspkenas - Hamm aeku tpyansie...” (I.5.E.a.)

xvill «_ Saage aru, see on erikool, siin vajatakse (to6le) erilisi inimesi

- Mis mdttes ‘erilisi’?

- See tdhendab, nad peavad armastama tiidrukuid, peavad to6tama siidamega. Nad peavad olema
tiidrukutele ema asemel. Need on sellised inimlikud omadused, mida ei saa dppida. Ma usun, et kdige
olulisem asi on siin olla hea inimene, aga spetsiaalne ettevalmistus polegi nii oluline. Need tiidrukud
vajavad palju armastust.” (1.6.F.b.)

XXX < BelIb 3/1eCh MOXKHO 4ero-HHOY/Ib TOCTHUb TOJNBKO JINUHBIY IPUMEPOM. OIbITHBIE YUHTEIs
HY’KHBI, OIIBITHBIE TIEJaroTH. DHTY3UAcThl U (haHaTHKHU cBoero jaena. He Tak, 4ToObI 10 YacaM. ..
CMOTPHIITE, pabOUYuil IeHb KOYHUIICS U OBICTPEHBKO - IOMOH. ...PaGOTHHUKM TOMKHBI OBITH C
MaTCPUHCKUM CEPALIEM. PaBHO[llell/Ie 31€CH HC ITPUHUMACTCA. YenoBeueckre KauyecTBa JOJIDKHBI
obrTe.” (I.7.L.b.)

¥ «Vahemalt kolm aastat on vaja, et {ildse midagi sellest to0st aru saada... Ainult pikaajalised
kogemused annavad inimesele selleks to6ks digeid oskusi.” (1)

wx «Kasvatajad peaksid tiidrukutele kdike seletama, dpetama seda, mida nad ise oskavad. Kasvataja
peaks lapsega tegelema. Kuid paraku on meil palju vanu kasvatajaid, kes tulevad vene ajast. Nad
tahavad kasvandikega vanaviisi kédituda. Néiteks oli liks kasvataja, kes tuli aiatodle valgete korge
kontsaga kingadega, uhkes kleidis. Ja mida ta aias teeb? Ainult kamandab. See kutsub tiidrukutes esile
protesti. Aga kasvataja peaks olema igas asjas abiks. See, kes seletab, dpetab, teeb koos. Kasvataja
peab tegema seda, mida on lapsele vaja. Paraku 166b tihtipeale vélja kasvataja 'mina’. ...” (1.4.D.a.)
*xil A [oyeMy BBI IOJDKHBI 3aHIMATBCS THM BOIPOcoM? DTO IPOM30LLIO He B Hameil rpyrme! ITycts
X.u Y. pazouparorcs camu!” (1.10.J.)

*xxiil «Mina arvan, et selline kakskeelne kool ei k&lba kuhugi. Temperamendi erinevused on liiga
suured. Venelased oma agressiivse kditumisega nduavad endale rohkem ruumi, nad rhuvad eestlasi ja
eestlastele see ei meeldi. ...”(1.12.G.a.)

XV «Suhted eestlaste ja venelaste vahel sdltuvad sellest, missugused on suhted nende liidrite vahel.
Praegu tunduvad need head olevat. Vene liider radgib eesti keelt, ja ta meeldib eesti liidrile viga.”
(1.12.G.a.)

P “TTocMoTpHTE, MBI BCET/Ia Haka3aHbl. Ham He paspemmarot XoauTh B Gacceiit, B TeaTp, HU Ha KaKue
MeponpusaTHs BHe foMa. Hanpumep, s eme Hukorga He Oblia B Gacceiine, XoTs st Priba (1o ropockomy)
MHe Boza Kak BO3ayX HykHa. A nouemy? [loTomy, uto y MeHs nBoiku!”

YOV CA KaKHME MBI TYT cTaHOBEMCA! [IPAMO TyIBIMU KaKUME-TO. S Ha KaHMKyJIaX XOTeJa cama
MOPOKEHOE KYIUTb, 1a KOTra MOsi ouepe/ib IOIUIa, sl KaK Iypa, HUYero ckasarhk He cMoria. Tak
HUYETo U He Kynuia.”

xovil A yro KacaeTcs HAIIMX HAYAIBHUYKOB, TAK OHM TOXKE. .. Buyenn Obl BbL, 4TO TYT B KOHIIE
cTaporo mupekropa Obuto! OHa yxe crapasi, pa3BaluBaeTcs, 1a U Mbl BMecTe ¢ Heto. U Bce cuaut, u
cuant. Bot rae 6su1 momHEIH paszBan! Hy, a TyT HapoIHBINA (GPOHT IMOIIEN M HEKOTOPHIE HAIIIH
JKEHILMHBI, IOAKTUBHEE U CTAJIU M0J Hee KonaTth. HakoHen-to ee yopanu. Toraa HOBBIH TUPEKTOP K
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HaM ¥ MpUIIe. ... Tak MoTOM Hac ke U OOBHHHIIH, YTO MBI CTApOT0 IUPEKTOPA BBDKWIM. ... [loaTomMy
s, BB 3HaeTe, Mouy. [IycTh OHM peniaroT, IycTh 4ero XOTsAT, TO U JeatoT. 5 He BMemuBarock. 1 Bam
PEKOMEHJIYIO: €CIIi XOTUTE 37eCh paboTaTh, Jydiie noMayikuBarb. Ocobenno HaM... ” (I.5.E.d.)

xxvill < T1a qro BEI Tak m3-3a 111, mepexuBaere? He BonHyiiTeCh, BHANTE OHA XKe Yero xouer cede,
noxyyaer. Hy 1 mocie mIKoJIbl CipaBUTCs KaK-HUOYAb CO CBOEH JKN3HBIO. ... BbI 4T0, 1ymaeTe ux
MOXHO Kak-To m3mMeHuTh?” (I.5.E.b.)

XX A gyra mie namu? B Dctormnu HeT paboTh. K ToMy e st pEBBIKIA K 3TOM pabote. S maxe
MPEJICTaBUTh ceOe He MOy, uTO ObI s erie Mora aenarb. CeMbe HYKHBI IeHbI'd. Kak-HUOY b yke
BeIepKy.” (1.10.J.d.)

*l«_ Mida te arvate iseseisvuspievast?

Aktus oli ilus, aga see oli vene tiidrukutele vodras. Nad tundsid end korvaletdrjutuna.

Vene tiidrukutel on omad pithad. Me peame neile lubama, et nad valmistaksid midagi ette oma
plihadeks. Aga siis eesti tiidrukud ignoreerivad seda. Me peame selle pohjalikult 1abi motlema!”
Selleks korraks oli teema ammendatud, aga natuke aega hiljem rédkis iiks kooli juhtidest mulle iihest
detailist seoses iseseisvuspéeva tidhistamisega, mida koosolekul ei arutatud: “Aktuse ajal istus ta (iiks
vene Opetajatest) viimases reas ja tegeles vihikute parandamisega. Selline on siis tema hoiak. Ja seda
ndevad tiidrukud. Mida nemad voivad mdelda?” (I11.1.3.)

*i “Ma sain teada, et ma selle t66 sain, kaks pdeva enne to6le astumist. ... Ma ei olnud siin kunagi
varem kiinud ja vana direktoriga pole tdnini tuttav. Ma isegi ei tahtnud teada, missugune see kool enne
mind oli. Ma ei tahtnud, et vana venemoodi asjade ajamine mind kuidagimoodi mdjutaks. ... Ma ei
tahtnud, et vana vene aeg jétkuks. ... Muidugi, meil on siin ka praegu veel selleaegseid to6tajaid, nad
ei taha muutusi, nutavad taga ranget rezhiimi ja karistusi. ... Aga nad peavad uue ajaga kaasa tulema.
.7 (1.4.D.a.)

i “Pycckue y4eOHUKH yKacHbIe. S He Jymaro, 4To ObLIO IPaBUIIBHO ISl PYCCKHX LIKOJ MEPEBOANTH
3CcTOHCKHME yueOHNKH. Hanpumep, ydueOHMK HCTOPHH, TaM ITOYTH HUYETO HE CKa3aHO PO ABHKEHUE
JIeKaOpUCTOB. A PYCCKHE NETH JOJDKHBI OOJIBIIE 3HATH PO ucToputo Poccnu u pycckoro Hapoaa. IT1o
BaXXHO /7151 X pa3BuTHs. MHaue BeIpacTyT “BaHpkamu, He 3HAIONIMMH POACTBA CBOETO” .

...51 6B mpoBeNIa pycCKUe TeaenporpaMMbl. TaM MOKa3bIBAIOT XOPOIIHE CIEKTAKIN. A 10 3CTOHCKOMY
TEJEBHCHHIO OJIHU TOJIEKO JIeIIeBbie MbUThHBIC onephl.” (1.7.L.a.)

xliii « Me peaksime mxned vene tedrukute ruumid korda tegema, sest nad juba kaebavad, et eestlastel on
kxigil ilusad ruumid. Ja vene tiidrukute toad on tdesti kohutavad.” (I.1.A.b.)

IV Mer mporymusamuick ¢ JI. 1o KOpHaopy OGIIEKHTHS, M OHA PAcCKa3aia MHE HCTOPHIO, KaK
ouytuiach B K.: “OgHax sl Y.mpuinia K HaM JOMOW M 103Bajia MeHs ¢ coboil. - Kyna? - cripocnina 1,
HO OHa HUYEro He cKa3alia, a TOJIbKO YTO MOHAeM, X04y TeOe 4TO-TO II0Ka3aTh. MBI BBILUIA U CEIH B
MaluHy. 5 IpeacTaBIeHus He HMea, KyJa Mbl €IeM, HO KOT'Zla yKe BhIeXalll U3 TOPOAa, s BIPYT
moHsu1a, 4to oHa BezeT MeHa B K. S Hauana kpuyarth u rutakats - S He xouy Tyna! - Xotena
BBINIPBITHYTh N3 MAaIIMHBI, HO OHA MEHSI Jieprkalla M cKaszajia: Tebe TaMm OyzeT iaydure. ... 5 y)xacHo
00s1aCh yxKe IABHO, YTO ITO MIPOU3OUIET, HO 5 [yMaJa, YTO €CJIM OHM 3TO CIENAIOT, [IOKOHYY ¢ COOO.
... Ho, BOT BuANTE, HE CMOTJIa CAETIATh, HIOTOMY YTO OHU MeHs He nmpexynpemmiu. (11.4.L.a)

N Mp1 cuzenu B BocIUTaTebCKOM KoMHate ¢ FO. BBIIO BOCKpECEHbE I OHA BIEPBBIC PACCKA3BIBANA
MHe o0 ceOe. S yauBisiiack, 4To Takas yMHas IeBOYKa 371ech Jenaet? OHa 00sSCHHUIa MHE, YTO YK€ IO
1o otmipasiieHus B K. oHa ymorpe0bisiia reponH. “MeHs yKe HECKOIBKO pa3 Ha KOMICCHIO TIOCBIIAIH,
HO s KKABIH pa3 yOexgaa ux, 4To Tereph y)xe Oyly XOJUTh B IIKOIY U XKHUTh foMa. OHU MHe
BEpUIN. U Bor B HOCJ'leZlHI/Iﬁ pa3, OHU TOKE OBl MEHS OTIIYCTUJIM, HO A CaMa IMoOHuMaJia, YTO MHC HC
CIPaBHUTHCS CO CBOMMH APY3bsIMH U HAPKOTHKAMH, U 51 caMa ITOTIPOCHIIa, 4TOObI MeHs oTnpasmin B K.”
1O. 6pu1a co3HaTEeNMBHAS U pEIIUTENbHAS IeBOYKA U caMa TIpuexana Ha aBroOyce. [IpaBaa, oHa
HEOTHOKPATHO yOerayia M HaBeIana CBOUX JIpy3ei, HO KaXKAbIi pa3 cama 1 Bo3Bpamanacsk. (11.6.J.a)
X “Hexopo1110, 4T0 HOBEHbKasl UIET Ha 3TaX B MyCTyI0 KOMHATY. IIyCTh MOOXKIYT, TOKA OCTAJIBHBIE
BEPHYTCS ¢ KaHUKYJI. E1le KTo-To 4ero-To ykpajer, a HOTOM HOBEeHbKYI0 OynyT 06BuH:ATE.” (I1.5.E.c)
XWi T - Yo ke TYT C HOBUYKAMH JIEJIAt0T?

P.: OHu ux noguussAOT cede. 31ech riaBHoe He 00AThCA UX U HE KajnoBaThbesa. Korna s ToJIbKO
npuexana, To cHadana c I11. B oqHo# koMHaTe xmina. OHa Tak MeHs mpoBepsiia. Hy, camo-co0oii, st
JI0JDKHA OblIa IepBbIe TP MecsIia Bce BpeMs KOMHATy yOupaTb. A 0JJHaX/(bl HOYbIO OHA MEHS AYIIUTh
cTana. A s chernana BUA, YTO 33bIXal0Ch, a IOTOM pacciiabunack U He aplmy. OHa Tak HCITyrajach,
JaBail MeHs 1o ImekaM TepeOuTh. A s He pearupyto. Ctana k 31oi, k K., Toxxe ¢ Hamu xuna: ‘Crymiaid,
s Kaxkercs ee Toro...” A K. Opbi3Hyna MHe B nio Bogoi. ‘A? Yero? Uto ciayuninock?’ - npuiia, MO,
B ce0s1. A K. mens cipammBaet: ‘Twl uero?’ A si: ‘Huuero, cromo.” ... YTpou Berato, K. ko mHe: ‘Uero
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9TO y TeOsl CHHSIKYM M LIapantiHbl Ha mee?’ ‘He 3Haro,- rOBOpIO, - MOKET yJapHiiach ciiydaifHo.” A oHa
MHe: ‘S 3Hato, 370 Tebs L. Houpro nymmma.’” ‘/la? 4 me 3naro0.” ...” (I1.4.L.b)

xWiii «cof. o] cerus pasroBapuBaia ¢ Y., OHa OUCHb TPYAHO MPHUBBIKAET K IIKOJIE, TOCKYeT 1Mo omy. Kak
BBI [yMaeTe, 4YeM €if MOJKHO TOMOYb?

C.: la, IpUBBIKATb OYEHb TPYAHO. ..

S1.: A 9T0 BaM IOMOTJIO B CBOE BpeMs?

J1.: IIpocTo Tenepb HOBEHbKHX OYEHb MHOTO M OHH HE YMEIOT Ce0st BECTH. Y HAC TYT CBOHM 3aKOHBI
€CTh, UX HAJI0 BBIINIOJIHATS. MGl Bce 4Yepe3 9TO MPOIIH, a TCHEPDb MPUXOAAT HOBEHBKHUE U COBCEM HE
XOTAT NOAYHHSITHCS.

S1: 3HaYHUT MOMOXKET UM, €CJIH OHHM NOAYMHSTCS 3ACIIHIM 3aKOHAM U He OyIyT COIPOTHBIISATHCS?
J1.: Bot mmenHO. Bee-Taku 31€ch €CTh CTapIire JIFOIH, UX HaI0 YBaXKath!

S1.: MHe ka3ajoch, 37ech BBl Bce 0oJiee MeHee OJJHHaKOBOTO BO3pPacTa.

J.: Crapiuue He B 3TOM CMBICIIE, @ KOTOPBIC PaHbIIe yKE 3AeCh HAXOIATCS.

A.: A!'Y Bac Tyt Kak B apMumu!...

H.: Hy ma. ...”(IIL.2.a)

XX “PIX, KOHEUHO, HAJI0 IIPOBEPSTH, HO MOKA HET 0COOBIX POBIIEM C HACHIHEM, JydIle He
BMemunBaThes B ux otHomenus.” (1.5.E.d)

“Jloma st MOTY KyIIaTh, KOT/Ia 3aX04y, a TYT - KOTAa JaroT. MHe 3TO He HpaBUTCS. DTO CIUIILKOM
TPYZIHO U s Bce BpeMsi uyBcTBYIO ronox...” (11.9.1.b)

" “Bg1 mocMOTpHTe, KaK OHU MATAIOTCA. YKACHO, 0COOEHHO B Hauase. OHH BCE BPEMs Yero-To JKYIOT.
WX y>e ¥ TOLUIHUT, ¥ PBET, a OHHU TYT K€ OIIATH 3a eay. ITo oT HepBo3HocTH.” (I.5.E.b.)

i «“See on vastik tegevus, aga meil pole valikut. Nad on nii lohakad, et kui me nende tube ei
kontrolliks, ei koristaks nad neid iildse.” (I.8.H.c.)

il «Ma 13petasin just tubade hindamise, istun kasvatajate toas ning panen hindeid

tabelisse. Tdna on koridoris korrapidaja vdike M. Ta tegutseb péris asjalikult,

kuid 18puks peab ta éra koristama ka tualettruumi, mis on téna kuidagi eriti must

ja rdpane. Koik priigikastid on prahti tdis. Vaene M. kiib kolm korda priigi

viimas. Lopuks tahab ta jalga lasta, kuna iihte potti on keegi hunniku jatnud. See,

et WC on nii must, pole mingi ime, sest neljast potist kaks on parajasti

ummistunud. Ka pottide sage ummistumine on loomulik, sest kasutatakse

ajalehepaberit. M. tahab poti veega puhtaks lasta, kuid selgub, et ka see pott on

ummistunud, vesi hakkab iile d4re jooksma ning tekib uputus. Nad arutavad E.-ga

(kasvataja) kahekesi:

M. (karjub): O-0-0, jookseb iile dére! (hiippab tooli peale)

E.: V&ta niiiid see siit vilja, muidu sul koik uputab!

M. (nuttes): Kas mina olen siiiidi, et siin nii must on? Miks mina pean seda

tegema?

E.: Sest tina oled sina korrapidaja, ja see on korrapidaja iilesanne, et ta koristab.

M.: Kuidas ma seda siit votan, kas kdega voi?

E.: V&ta millega tahad! Kuidas muidu, loomulikult kiega.

M.: Ma ei saa seda teha!

E.: Kui sa ei tee, siis ldhed sinna, kus su koht on, tead ise, kuhu. ...

Tule niiiid sealt toolilt maha, niimoodi ei saa midagi korda!

M.: Mul on sussid juba tditsa mirjad, ma ei saa nendega vette minna!

E.: Mine pane kummikud jalga! Kes iitles sulle, et sa pead tualettruumi sussides

koristama. Ja mine too WC pump!

M.: (tuleb saabastes, otsib pumpa) Jélle pole pumpa, eile veel oli, kdik

varastatakse dra. Ma ldhen vaatan teisele korrusele. (Varsti tuleb koos t6dmehega,

kellel on pump kies.)

E.: Niitid korja veel need pabereid siit kokku ja vii vélja.

M.: Ma olen juba kolm korda vilja viinud, ma ei taha enam!

E.: Ara hakka vastu, t&6 ei ole niikaua tehtud, kuni see priigi veel siin on,

tiidrukud tulevad &htul ja priigikast ajab jille iile. Ara vaidle vastu, vaid tee ilusti

oma td0 dra, kui sa ei taha minna tead ise, kuhu...

M. (Viib priigi vilja, nutuse héddlega): Mina ei ole siiiidi, et nii must on, et nii

palju prahti on... (Tuleb tagasi) Noh, kas niiiid on valmis?

E.: Jah, niitid v3id kooli minna. ... Utle, kas see oli siis nii raske? Vaata, niiiid on

WC puhas.
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M.: (naeratab) Tegelikult ei olnudki raske.

E.: (Parast M. lahkumist) Oh, siida léks endal ka tditsa pahaks.” (II1.9)

IV« asvataja peab jilgima, et tiidrukud iiksteist ei segaks, vaid igaiiks tegeleks oma to6ga. Kasvataja
peab samuti aitama, kui keegi ei tule iilesannete tditmisega toime.” (I.1.A.a)

V30 Henpasna! Mel Becerna ryisieM 3a teppuropueii!” (11.3.D.a)

Vi «“Yyerora. D10 camoe IJIaBHOE, YEMY OHU 3[I€Ch YUaTCs - CIEIUTh 32 CBOEH IMUHON TMTUEHOH,
ctupath cBoe Oempe.” (1.10.J.c.)

Vi «“Ma nden oma t66 sisu selles, et kui laps on minu kites, saaks ta dppida maksimaalselt kdike, mis
tal toimetulekuks vaja ldheb, et ta saaks iseseisvalt hakkama. Ma annan talle teadmisi ja informatsiooni
selle kohta, mis elus vaja ldheb... Panna mdistma seda olukorda, kuhu ta on sattunud, motlema,
analiiiisima, kaaluma vdimalikke véljapéddse olukorrast, kuhu ta on sattunud. ...

Voibolla esimene asi, mida ma arvan, et hésti teen - see on suhete parandamine perega. Monele
tiidrukule ma lausa {itlen ette kirja ja seletan, et sa pead emale kirjutama nii, et ta usuks. Sa ei tohi ema
petta, kui sa tahad midagi. Sa pead kirjutama nii, et see ldheks talle siidamesse. ...” (I1.2.B.c)

il “Véga oluline on, et laps mind usuks ... ma tahan, et laps mind usaldaks; vaatan talle silma ja teatan
lausa sugereerivalt, et tahan teda aidata. Kusjuures ma elan seda ise 1dbi, mida radgin. Ma {itlesin juba,
et ei valeta lastele kunagi. Nii, et laps usuks, et ma ei ole tema vaenlane, vaid et on olemas oaas, kus ta
voib abi saada. (I.6.F.c)

i «Meie tiidrukud peavad aru saama, et nad peavad muutma oma meelt ja kiitumist, ja nad peavad
alluma korrale. See ei saa toimuda péris ilma sundimiseta.” (I1.6.F.c.)

™ «Niiteks X. on viga hea dpetaja, ta oskab tiidrukuid kaasa haarata. Ta ei lase last niikaua lahti, kuni
pole oma tahtmist saanud.” (I1.12.G.a.)

i «Oleks vdimatu neid pidevalt kontrollida, ja kui siin oleksid veel poisid, jumal teab, mis vdiks
juhtuda.” (1.3.C.b.)

hii «“Niiikaua kuni nad siin on, on kdik histi. Me hoiame neil silma peal. Probleemid algavad siis, kui
nad siit lahkuvad.” (I.4.D.a.)

i« A kki ma tunnen, mis on see dige viis temaga tegelemiseks.”(I.6.F.b.)

XV o 1pocTo ayBCTBYIO, 4TO OHA He HCKpeHHa.” “Tlo ria3am BHXKY, 4TO BUHOBATa.”

v «Meie tiidrukutega on selline kogemus, et kui ta leiab endale hea abikaasa, siis tal liheb edasi kdik
korda. Ja kui imelik see ka pole, paljud meie tiidrukud leiavad endale korraliku abikaasa.” (I1.4.D.a.)
i «Mis on nende tulevik? ... Uks kiimnendik abiellub, ja nendel liheb edasi kdik histi... See on
oluline, et tiidruk leiaks endale hea abikaasa, kes hoiaks tal silma peal.” (1.2.B.d.)

bvii «T656r30mu on ikka. See on siis, kui nied, et kellelgi sinu Gpilastest on hasti 1dinud. Siin oli, tdna
just kohtasime iihte tiidrukut, kes oli vagagi pirtsakas tiidruk. Ta abiellus, leidis endale vanema viga
kova sdnaga mehe, kes hoiab teda vaos. Tal on neli last, viimased on kaksikud. Nad olid madude
nditusel lastega, ja kui ilusad lapsed tal on, ilusti riides ja ta ise ka.” (I.1.A.c.)

hiil «Te vaid kujutage ette, et 13petate kooli ja abiellute ja panete selga ilusa valge pruudikleidi ja teil
on siis titoveering kée peal. Kuidas see vélja ndeb?...” (1.2.B.d.)

ix «poisid on ausamad. Neid voib usaldada. Kui sa teed neile midagi head, nad ei vea sind alt. Me
kaisime nendega palju nditustel, voistlustel. Me leppisime alati enne kokku, et ei oleks mingeid
probleeme. Ja kui nad {itlesid sulle ausdna, ei jooksnud keegi dra. Nad hoidsid oma ausona. ... Aga
tiidruk voib sulle lubada jumal teab mida, vaatab sulle silma, aga tegelikult ei tea sa kunagi, mis tal
mottes on. ...” (1.20.V.a.)

X «C gaummMu 1eBKaMH Ha0 ObITH MOOCTOPOXKHEE: OHU MOTYT Ka3aThCsl BAM TaKUMH OJIM3KUMH U BB
MOAYMAeTe, YTO UM MOXKHO JIOBEPATh, HO TYT-TO OHHM Bac MO0 noaseayt. C HUMH Haao ObITh Beeraa

Haueky.” (I.5.E.a.)
Ixxi
L

“Korpna st Tyt paboTraTh Havaja, s He 3Haja, Kakie Halllk JISBUOHKU TpyAHbIe. 1 HauBHast Obuia. S UM
JoBepsia. S UM BceM mo mkaduuKy BBIIENNIIA M CKa3ajla: ‘BOT BaM IIKa(QUUKH, XPAHUTE TaM CBOH
Bemy.” Ho, korza 06 5ToM y3Hal Haml HayaJbHUK, OH MEHS OTpyrail: ‘A Tbl, TOBOPHT, 3HACIIb, YTO
oHHM B cBoMX mKadunkax aepxkar?’ S ue 3uana... ” (I1.5.E.a.)

1L

“B Hayaie ... s ere MoJoaas Obljla ¥ MHOTO C JA€BKaMH 3aHUMAach ... MBI WM MHOTO BCIKHX
BEILeH, IUIAThs, JaXe MaIbTo. Sl NX Hay4uIia NajabTo IIHTh. ... TOraa MBI JOJDKHBI OBLITH HOPMBI
cnaBath st CaHrapa. ... OZHaXIBI s C HUIMH 3aCHAENAach, a IIPUIIIA JOMOH U BUXKY, IPOB HeT. ... Tak
BOT, 51 B3s1JIa HECKOJILKO JICBYOHOK M MBI TIOILIH B Jiec 3a ipoBamMu. Korjja Mbl BEpHYJIUCh, 3aTONMIN
MUKy, CTAJIN Yai MHUTh, yKe X0I01HO Ob110. CHIUM, pa3sroBapuBacM, CMeeMcs M He IO {yMalli O
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BPEMEHH. A B 3TO BpeMsl B ILIKOJIE YK€ PO3BICKH HAYAIIUCh - MOIYMAJIH, YTO OHH yOexanu. MeHs Toraa
TaK HaKa3aJId, 9TO s Ha BCIO XKI3Hb 3alIOMHMJIA, Kak mpaBmwia HapymaTs.” (1.15.0.b.)

it «Nad vxivad ju bks kxik mida kokku rankida! Ja te jidte neid uskuma.” (1.4.D.b.)

bl «Giis on ddrmiselt oluline, et laps sind usaldaks. Sellepdrast ma kunagi ei valeta tiidrukutele. Kui
nad mind usuvad, tulevad nad kergemini kaasa ja ma v3in neid mojutada. ... Véga oluline on mitte
kasutada lastega autoritaarseid meetodeid. Votan elust néite: tahan panna last uskuma, vaatan talle
silma ja lausa sugereerivalt teatan, et tahan teda aidata. Kusjuures ma elan seda ise 14bi, mida radgin.
Ma iitlesin juba, et ei valeta lastele kunagi. Nii et laps usuks, et ma ei ole tema vaenlane, vaid et on
olemas oaas, kus ta v3ib abi saada.” (I.6.F.c)

bodv Ma just tahtsin alustada vestlust tiidrukuga, kui iiks kasvataja méddaminnes sosistas mulle korva:
“Ara usu, mis ta rigib. Ta on iiks igavene valetaja”. Pirast seda me riikisime tiidrukuga tema
probleemidest, mille pdhjuste kohta ta riaédkis mulle: “Mue Bcerna 3a npasay nonagaet! S mpocto He
yMero BpaTh. S Bcerna mpaBay roBopro. Sl He MOry 4enoBeKy B riia3a cMOTpeTsb ... Kpachero ... 5
BCeria npas.y roBOpro. S 3Har0, 4TO €CTh 3710 M YTO €CTh XOPOILO. S C MIECTH JIeT KpelleHHas U 5
Bepio B Oora.” (II.1.b.)

bV <o - 1 Tak XOpPOIIO B IPOLLIBIHA pa3 ¢ XY MOrOBOPHIIAL.

C.: Jla ona nHTEepecHBIi coOeceHNK, TOJILKO HaJ0 OBITh HaueKy, oHa MoxeT 1 puspath.” (1.15.0.a.)
booi «R - Mida ma kirjutama pean?

: Kirjuta tott, kuidas see juhtus.

: Mul oli iiks probleem, mille ma pidin dra lahendama, aga see ei puuduta seda maja.

: No siis kirjuta sellest.

: Ma ei taha sellest kirjutada, see ei puutu siia

: Siis kirjuta seda, mis puutub!

: O1, ma ei tea mida kirjutada!?

.. Kirjuta tott! Sa ei saa korrusele minna niikaua, kui ei kirjuta tott..

Natukese aja pérast kiri on valmis ja kasvataja {itleb naeratades: lopuks nad kirjutavad alati tott.”
(I1.3.)

bovil ¢ asvatajate koosolek:

M.: Meil ees on disko T-s. Mis te sellest mdtlete?

Hailed: Jah, see on tore.

Z.: 51 B IpoLLIBI pa3 Ha 3THX MaJIEHBKUX cMOTpena... OHU Tak KPacHBO TaHLEBAIH - B OOHUMOYKY. ..
A cre3bl Ha IJiasa ...

K.: Mulle eriti meeldis, sest ma olin jargmisel piihapédeval t66l ja nad magasid nii hésti, polnud mingit
probleemi 66rahuga. ... Aga on ikkagi midagi, mida ma tahan kiisida. Vdib-olla ma olen kade, aga kas
on see hea, et nad nii palju suudlevad?

P.: Suudlus on &rnus ja see on loomulikult hea.

K.: Aga kus on garantii, et nad ei ldhe liiga kaugele? Kui nad on seal tumedas nurgas, iikskdik mis
voib juhtuda véga lithikese ajaga.

P.: See on juba meie iilesanne seletada tiidrukutele, kui kaugele nad vdivad minna, mida lubada. Mis
on siinnis kditumine.

H.: Me peame neile seletada, et ei ole ilus minna pimedasse nurka.

L.: Muide, T-s on kord tagatud palju paremini, kui meil. Ma isegi eelistan sdita T-sse.

M.: Hiiva, siis me sdidame T-sse 22sel.” (II1.1.b.)

bovill « agvatajate toas annab tiks iilemustest mulle kirja ja titleb: “Vaadake, see on teie tiidruku
esimene kiri poisile. Radkige temaga, et on siindmatu poisile sellist kirja saata.” Ma vdtan kirja ja nden
iimbriku peal kahte huulepulgaga tehtud “musi”. Ma nien kirja esimest korda ja ei tea, kes on seda
juba lugenud. Ma loen kirja ja ei leia midagi siindmatut. Ma annan kirja meie klassi teisele kasvatajale
lugeda, et kiisida, mida ma tema arvates tegema peaks. Ta arvab samuti, et see on tavaline kiri. “A BbI
BO3BMUTE €ro ¢ co00if, 1a ¥ OTIpaBbTe U3 ropoaa.” - oli tema soovitus. (I11.10.)

bodx <« Sisekorra eeskirjad peavad raudselt igaiihel peas olema ja neist peaksid kdik kinni pidama, nii
tiidrukud kui ka to6tajad. Kui keegi rikub reegleid, peab ta saama karistuse.

- Ko&ik peavad aru saama, et koik vastutavad kooli varustuse eest. Kui keegi midagi rikub, peab ta ka
parandamise eest maksma.

- Oleks vaja kdik kokku votta, teha suur koosolek, votta kokku kdik, nii tiidrukuid kui ka t6dtajaid ja
teha (iihised otsused ning, mis) kdige olulisem — siis ka kinni pidada sellest, mida otsustame. Kuigi see
tundub tiitsa vGimatu, sest isegi meie, totajad, ei ole voimelised oma otsustest kinni pidada. Sest
tihtipeale me siigisel radgime midagi, aga parast vajub see kdik lihtsalt dra. Keegi ei tdida enam neid
otsuseid, mis me kunagi koos vastu votsime.

1 79 [ [ o o
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- Meil puudub infovahetus ka totajate vahel. Meil pole isegi infostendi. ... Ja vaata neid meie
koosolekuid. Kas me rédégime kunagi kasvatusprobleemidest, erinevatest juhtumitest? Ei, mitte kunagi.
Me radgime Uritustest. Mis oli, mis tuleb, kuidas dnnestus, aga mingisugust analiiiisi pole. ...

- Meil pole_iihist sekkumisviisi. Igaiiks teeb, mida ta digeks peab. Lopptulemuseks on see, et t661 pole
mingit tulemust, sest kui mina késen tiidrukul teha iihte, kdseb teine midagi muud. Ja tiidruk teab seda
viga hésti ja kasutab olukorra éra. ...

- Uhesdnaga kohutav. Miks iihed tiidrukud vivad vabalt koolist lahkuda ja teised mitte? Meil on
lubatud vabalt linna minna ja siis see tiidruk oksendab tagasi tulles terve bussi téis (oli purjus) ja mis
sellest jareldatakse? Mitte midagi. (Tiidruk istus kartsas 3 66pédeva.) Kas sa arvad, et sellega
linnakiilastused 16petatakse? Ei, juba on jirgmised minejad.” (I.2.B.e

oo «Mida te arvate, mida meie kasvatajad saaksid dppida soome kollegidelt, et meie kasvatus oleks
lapsekeskne ja mitte kasvatajakeskne, nagu ta praegu on.”(1.6.F.c.)

boxi «\fe andsime neile vdimaluse olla siin kooliaasta 15puni. Me tegime neile erandi. Me piitidsime
teha parimat, aga nad kéitusid tinamatult. Selleparast nad dra minema pididki.”(1.6.F.g.)

boodi «Tiidrukud, te olete kdik erinevad ja me ei saa ega taha kohelda teid kdiki halli karjana. Te olete
koik erinevad, ja te olete kdik inimestena viirtuslikud. Arge oodake, et me hakkaksime teile kdigile
ithtemoodi ldhenema. ...”(I11.11.)

boodii <R eegel on selline, et kell 10 Shtul peavad tiidrukud olema juba oma voodites, algab 66rahu.
Uldse on kaks televiisorit koridoris, mida tiidrukud saavad vaadata enne magamaminekut. Kord juhtus
nii, et ndidati head filmi, mis 15ppes hiljem. Tiidrukud palusid véga, et neil erandkorras lubataks
vaadata film 15puni. Uks juhtidest lubas seda tingimusel, et kdik lihevad pérast filmi 15pu kiiresti
magama ja kdituvad hésti. See juhtus iihe kolmapéaeva Shtul. Jargmise kolmapéeva dhtul vdisin ma
néha jargmist stseeni:

-- Ttdrukud tulid valves oleva kasvataja juurde ja kiisisid, kas nad vdiksid téna ohtul vaadata filmi, mis
on ddrmiselt hea. Kasvataja keeldus lubamast seda keskdoni vaadata.

: Te ei saa vaadata telekat, sest sel ajal te peate juba magama!

.. Aga selliseid filme néidatakse vaid kord aastas!

: Mé6dunud kolmapéeval te vaatasite ka. Siis me leppisime kokku, et see on vaid iiks kord.

.. Aga me ei ole mingid tatikad, kes ei tohi vaadata head filmi.

: Ma hoian kinni meie kokkuleppest! Siis me réédkisime ju, et see on ainult iiks kord.

.. Jah, aga see ténane, see on sajandi film!

: Iga nddal ndidatakse haid filme. Siis on teil juba magamise aeg, nii et Idpetage see jama!

. Kasvataja, palun, lubage meil vaadata telekat ainult tdna Shtul veel kord!

.. See on vdimatu! Ma radkisin ka moddunud kord, et seda poleks tohtinud lubada! See muutub teil
halvaks harjumuseks.

G.: See oli kaks nédalat tagasi!

E.: Ei, see oli mdodunud kolmapéeval. Ma hoian kinni meie kokkuleppest! Pange uks kinni!

G. (ukse tagant): Me siiski vaatame telekat! ... Te ei saa meile seda keelata! ... Te ei saa meile teha
midagi! Me ei ole lasteaias! Me niikuinii paneme teleka miangima!

E.: Te teate véga histi, mis on selle tulemus!

-- Mdne nidala pérast hakkasid tiidrukud jille ndudma telviisori vaatamise luba. Uks kasvatajatest
keeldus luba andmast. Siis tulid tiidrukud minu juurde, et ma kirjutaksin alla mingisugusele
paberitiikile. Ma lugesin 1dbi, see oli luba hilisdhtuni televiisorit vaadata. Ma ei kirjutanud sellele alla.
Tiidrukud ldksid dra kiillaltki rahulikult, nad isegi ei ndudnud minult midagi, nii nagu tegid enne
kirjeldatud stseenis.

Obvalvur tuli korrusele ja ma léksin éra.

Jargmisel hommikul kiisisin 66valvuri kidest, et kuidas tiidrukud 66sel kéitusid? “Koik oli korras, -
vastas ta, - nad vaatasid dra 66filmi ja siis laksid rahulikult magama ilma mingisuguse probleemita.”
(111.8.)

boodv ] o1 pdlenud voodist

Vene tiidrukute toas pani keegi iihe voodi pdlema. Uks juhidest arutas juhtunut minuga iihe teise
kollegi juuresolekul. Toa elanikud ei olnud minu klassi tiidrukud. Me arutasime, et kuidas oleks
voimalik vilja selgitada, miks see juhtus ja kes seda tegi. Ma iitlesin, et voiks kutsuda koik vene
tiidrukuid ja arutada nendega juhtunut. Ulemusele meeldis idee ja me jiime selle juurde, et arutame
asja tiidrukutega. Parast seda, kui iilemus lahkus ruumist, pddrdus kolleeg, kes ei 6elnud kogu vestluse
jooksul sdnagi, minu poole ja kiisis: “A modyeMy 3THM BOIPOCOM JOJDKHBI BbI 3aHUMAThCs? BbI He Mx
Bocruratens! [louemy oHa He penraeT 3Ty npobieMy ¢ ux BocrutarensiMu?” Ma olin tresti pllatunud
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tema raktsioonist, sest ma arvasin, et kxik, mis toimub koolis, puudutab meid kxike. Seda enam, et ma
olin ka vene tedrukute kasvataja, mis sellest, et mitte just selle konkreetse klassi oma. (I11.9.)

b «y/3ib juhtuda, et ma teen mingi vea, nagu see juhtus X-ga, ja direktor hakkab mind terve kooli
ees, tildrukute ees sdimama, nagu sdimas teda. Kuidas ma saan parast seda todtada? Kes minu sona siis
veel kuulab?” (I1.21.Z.a.)

booot «iidrukud olid véga nirvilised. Me motlesime, et nad rahunevad maha, kui saavad natukene
jalutada. ...” (1.6.F.d.)

booil <Oy B KoHITe KOHITOB AeTH. Kak MOKHO UM paspermnts Kyputs? U KT0 ke GyeT UM CHrapeThl
mokymnaTh? S kak Math 3Toro caenath He cmory”’(1.10.J.d.)

boocvil «TTogemy ThI He Mmyraeib Koro-to, KTo chibHee Te6s? Toxke MHe TepOHCTBO - H3/eBaThCs Hall
HecyacTHOH b.”

oo «Copanne mpoxoauT B Mactepckoil y T. Tam cobpanuck Bce aeBoukn, kpome b. I11. He xouer
uary. CTOUT B KOPPUIOPE U JIeNIaeT BUJ, KaKk OyATO ee TaM HeT.

T.: LI, 61 wero npsiaenbes? [oiinem, moviaem ¢ Hamu. Hamo 3TOMy MOJOXKHUTE KOHETI.

Yepes HekoTopoe Bpems 111 BXOIUT B TOMElIEHHE, HO YXOIUT B JAJIbHUN YTOJ M CaJUTCs KO BCEM
CIIUHOM.

T.: Ml Tak u Oyzem pa3roBapuBaTh ¢ TBOeH criuHoi, 111.7

(Omate mpoxonuT HeMHOTO BpeMeHH u 111 mepecaxmBaeTcst mOOIIKe. )

T.: Tak, neBouku! Uro Ham menats ¢ b.? D10 maTHO Ha HalIeM Kiacce, MHE YK€ CTBIIHO 3a Bac Iepen
JPYTUMH JieBoYKaMu. Heykean Mbl HUKaK He MO>KEM PELIUTh 3Ty NpodiieMy mo-yenoBeyecku? OHa
OISITH B U30JISAITOPE, U 3TO HE B NepBbIH pa3. Uto HaM aenathb ¢ HEU?

T'onoca Bocniutanuuu: S He 3Ha0, OHA Takas Mep3Kas ... Sl mpocTo HEHaBUXKY ee... [louemy oHa
BooOmie B HameM kiacce? ... Ona mpocto Oecurt! ... [IycTh oHa xuBeT B m3oisaTope!

T.: O1o He HaM pemaTh. Pa3 oHa 37ech, 3HAUUT JOJDKHA 37€Ch )KUTh U YUUTHCS.

lonoca: Ona Bontouka! ... Ona gypa! ... OHa npocto uanoTKa ... OHa MeHs Oecurt!

T.: Yto Ham nenth? MBI HE MOKEM €€ BBITHATh U3 IIKOJIBI. DTO HE HAM PEIIaTh.

P.1: [TomHHnTE, KOT/Ia OHA TOJIBKO MPHIILIA M HUKTO HE XOTEJ C HeH B OJTHON KOMHATE XUTh. S ee Toraa
B3siJIa M CKa3ajia, YTOObI OHAa MbLIAch U Oejbe cTHpasia. Tak OHa 3TOro He jaenana. Mbl Be3ze “crosuue”
TPYCHI HAXOJIMM.

P.2.: [la, oHa rpsi3Hast U BOHSET.

T.: 3HauuT, raBHas MpodIeMa B TOM, YTO OHA HE MOETCA?

P.1.: la mycTts MoeTcs!

T.: Hy k10 c Hell MoxkeT 3aHuMathcs? KTo Bo3sMer Ha nopyky? Moxer 1b1, K.?

K.: Her-ner, 51 ee HeHaBmXKY. S HE Mory, 51 yObio ee!

T.: Hy, moxert Tb1, A. (Ob6e neBymku noapyxku L11., kro TeppopusupoBana b. u s Buznena, kak K. 6mma
)

: Ofi, s He 3Har0. Cnpasimtock u? OTBeuail motom 3a Hee! ...

: lpyrue 1eBOYKH IOMOTYT.

: JlagHO, HO 51 32 HEE HE OTBEUAI0.

: Her, TI mpocTo npucMarpuBait 3a Helf, 4TOOB! OHA MBUIACh, U JAEprKaja CBOM BEIIM B MOPSIKE.

. JlagHO, 3TO 51 MOTY CZI€NATh.

: Xopouio, no3osute b.

ITpuxonut b., 3aHt0XaHHas, 3amyranHas, Joxmaras. OHa nepraercs Kak Obl Iyrasch yjaapa, u
CTaHOBHUTCS Nepell KiaccoM, Y 1ocku. OHa CyTYJIMTCSI, T1a3a HOTYIUICHBI, PyKH CKaThl TO 32 CITUHOM,
TO mepe TpyAbio. Bech ee By BeIpaxkaeT cTpax M yHWKEHHOCTh. Terepb oHa KaXXeTcst 0COOEHHO
HEPSLLIUBOM.

JleBouku ¢ mpe3puTeNbHON YIBIOKOH CMOTPAT Ha HEe.

T.: Hy, BoT, b. MBI TyT ¢ KJ1acCOM ITOCOBETOBAIUCH M PEILIMIIN, YTO THI JOJKHA MBIThCS. Tebs Oyaer
nposepsTs K. u eii Oyner nomorars /1.

b. crout Mos4a, HUYETO HE TOBOPSI, CMOTPHT B TIOJI.

I.(rpy60): Hy, uero momuumms? [Tonsa, gero Tebe ckazamm?

b. (uto-TO memnuet y cedst moJ HOCOM, HO HUUYETO HE CIBIIIHO)

J.(Bo3amymeHHo): HeT, BBI TONBKO MOCcMOTpuUTE Ha Hee! Thl MOXKEIIb OTBETUTH MO-4esioBeuecKu? 51
Tebe roBopio!

III., koTopas 10 CMX MOp MOJTYa CIeIuIa 3a COOBITHAMHU OAX0AUT K b. 1 rpy6o ToNKaer ee B 100,
MOJJTHUMas TOJIOBY.

T.: ., nepecrans, Tak Henb3s! (K B.) Ter nonsa?

b. noBTopsier uyTh rpomue: [la.
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K.uA.: Huyero He cibiiHo!

Tomoca: I'pomue!” (I111.7.)

X¢ <4 ge xoTena 6exkaTh, HO HAC 3aCTAaBIIIN 0€XaTb. MBI ‘HOBEHbKHE NOJDKHBI ObUIM O€kKaTbh, 4 OHU
Kak ObI 32 HAMH TOOEKANH - JOTOHATH mobOexainu, 4tToob! BepHyTh.”(I1.1.N.¢e.)

%l «Mue 66110 WI0X0. Ho JICBOYKH CKa3aJld MHE: A THI IPENICTaBb cede, KaK XOpOoIIo OyaeT JoMa y
6a0ymiku... S 3HaNa, 9TO 3TO IJIO0XO0, YTO 5 MOMIIA B TOOET, HO 5 TaK XOTeNa OBITh CO CBOCH ceMbei. S
Hamycasa 6a0yIke ABa MMCbMa ¥ OHa He OTBeYajla MHE, TOJIBKO CErOJHs I OJIyYHIa MUCHMO. ...
CHauasia MHE OBLIO IIOX0, HO TOTOM 3a0pE3KHIIM OTOHBKHU FOpOo/ia M TOT/ja MoJjeryao, u s modexana
naneme.” (IL.1.N.e.)

xll «] :1x 6Bu1O TpOE MapHEei, ABa 3CTOHIA U OOWH pycckuid. C. - pyCCKUA MHE TIpeiara
HApKOTHKH, HO i CKa3aJa, 4To s yXKe He MOJIb3YIOCh.

M.: Kakue HapkoTUKH OH TeOe npeasaran?

I1.: ¥V Hero 6butn pasubie. OH CIIpoCHII y MEHS, YeM 51 paHblIe NoIb30Bajack. S ckazaia, 4To MakoM.
OH cKa3al, 4TO 3TO BO3MOXHO JI0CTaTh, HO 5 CKa3alia, 4To s OoJblIe He X04y. 11 OH ocTaBmI MEHs B
mokoe. [TotoM oHu ctanm Ham ¢ 3. mpemarats “padory”’. OHHM CKa3ajy, 9YTO OHU JaJyT HAM
JIBYXKOMHATHYIO KBapTHPY C TeJIe()OHOM U YTO MYy>KUMHY OyIyT HaM 3BOHHTH, 8 HAM HYXHO OYZET UX
TOJILKO IPUHUMAaTh. OHM TOBOPHIIM, YTO TaK MOXKHO 3apab0TaTh 110 MIECTh THICSY B MECSIL M KUTh
xopo1iuo. Ho Mbl 0TKa3anuce.

M.: VY 1ebs Ob11 3acoc, I1.

I1.: Oii HeT, Tam OBLT OJIUH MAJBUUK, eMy 13 JieT, HO CTPOMII U3 cedst B3POCIOro mapHs. OTO OH MHE
3acoc caenan. Ho Mbl ¢ HUM TOJIBKO JypaqmInCh.

M.: Hanmim Bee 3T0 Tak, Kak T TeNepbh MHE pacckasaina... Thl 3Haewms, O., a y Te0s Bce-Taku YTo-TO
ectb. CMOTpH, THI BCe-TaKH CHIIBHBIN YenoBek. Tebe HapKOTHKHM Mpeasiaraiy, U Thl OTKa3ajuack, Teoe
npesiaraii CMELIHYIO U JIETKYI0 paboTy, XOTs U caMylo TPYAHYIO padoTy, U Thl TOXKE OTKa3anach. Thl
3BOHMJIA HAM KaK/bIH JIeHb U HaKOHEI] Thl BepHYJIach. Bce-Taku y Te0st €CTh CHila BOJIH, Tl MOXKEIIb
Ha CBOMX HOXKaX CTOATH! ... Tak, IeBOYKHU, BBl MOXKETE CETOIHS CIaTh CIIOKOHHO?

ILul: Ja.

JA.: A BBI 3HACTE, MBI AK€ 1O K.ckyuanu. Bece nymanu, kak Tam teneps? HaBepHoe, UiyT.
M.(ynb10asicp): Mnure Tenepsb cnath, a 3aBTpa MBI ¢ BaMH elle nodeceayem.”

*il 1 “Enne olid meie erikoolid viga kinnised ja autoritaarsed. ... Vigivalda oli siin palju... Tegeikult
kaik oli siin sunniviisiline alatest hommikuvdimlemisest ja Idpetades vorm-riietusega. Keegi ei tahtnud
seda (hommikuvéimlemist) teha! ...” (1.12.G.a.)

2. “Végivalda oli siin koolis palju. Ja muidugi, kontroll. ...” (I.16.P.b.)

3. “PanpIre B OTITyCcK BOBce He myckamnu. [lopsmok 6pur. JJuctmmummaa Obia. Y Haka3siBaaw OOJbIIe U
CTPOXKe, 9€M Tenepb. YyTh 4T - Cpasy B KapIep: 3a KpHK, 3a mat ...~ (1.9.1.a.)

¥V 1. “Vigivalda oli siin koolis palju. Ja muidugi, kontroll. Ka meid (personali) kontrolliti. Niiteks,
kui meile siia telefone paigaldati, siis vana direktor vottis ainult ithe numbri kooli peale, kuigi oleks
olnud vdimalik ka korteritesse telefone panna. Utles: ‘pole teil vaja omavahel juttu ajada’. Ta kartis, et
me hakkame tema selja taga sidemeid looma. Igasuguseid sdprussidemeid todtajate vahel mdisteti
hukka.” (I.16.P.b.)

2.“Meid (personali) noomiti nii!... Me seisime iilemuste ees nagu rivis! ... Meid kutsuti ‘vaibale’ -
“ga xoBep”. ... Tidrukuid karistati, aga ka meie saime, ja veel kuidas!...” (I.8.H.d.)

¥V« Kui te teaksite, kui palju ma pidin selle S. pérast kannatama! See 16ppes minu jaoks
psithhoneuroloogia haiglaga. ...” (1.20.V.)

V| “Pampiue B OTIYCK He myckaiu. [lopsiok Obii, mucHuIumMHa 6bu1a!l ... A tereps? ... Teneps
6opme cBoboasl. S cunraro, uTo Xyxe crano.” (1.9.1.a.)

2. “Niitid neil on kodukiilastused. See on iihelt poolt hea, aga teiselt poolt, mida teha nende
tiidrukutega, kes ei tule digel ajal tagasi? Me voime temalt vaid pdevi maha vGtta, aga mina motlen, et
sel juhul peaks olema rangem karistus.” (I.8.H.d.)

xevit Qe list asja ei saanud varem kunagi toimuda, et direktor teeb noomituse personalile tiidrukute ees.
... Oh, meid alandati kiill! Me olime harjunud, et juhtkond meid karistas, aga tiidrukud ei teadnud
sellest midagi.” (1.18.S.)

xeviil e p BHJIENU OBl BEI HamIero craporo aupekropa! Ona Obuta Hactosmuii CtanuH B 100ke.”
(I.5.E.f)

2. “Ta oli tdeline tiirann. Ta pidi kdike teadma. Reeglina oli alati personal siiiidi, kui midagi juhtus, ja
personali ka karistati iga asja eest.” (1.2.B.d.)
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“Vana direktori kabinet oli all, kus praegu on V. ruum. Ta oli alati iga asjaga kursis. Ta ju pidi
koike kontrollima. Aga kus on direktori kabinet niiiid? Teisel korrusel kahe ukse taga! Kes sinna
ldheb?” (1.2.B.d.)

¢ “Meid (personali) mdnitati ja karistati, aga tiiddrukud ei teadnud sellest midagi. Nende ees olime me
koik — dpetajad ja juhid — tihisel platvormil.” (I.16.P.)

¢ «“Kui kool lahendab ise oma probleemid. Tdhendab, kui t66tajad on edukad oma probleemide
lahendamisel. Kui mina probleeme lahendan, siis see ei aita inimestel dppida ise oma probleemidega
toime tulema.” (I1.4.D.a.)

i «Algul (kooli reorganiseerimise jirel) meil oli vihem lapsi, umbes 40. Vene ajal oli neid 140 ringis.
Kahjuks on dpilaste arv kasvamas - niitid meil on juba 80 ja pidevalt tuleb uusi juurde. ...

Nii, algul me piitidsime neid kohelda demokraatlikult: mitte karistada nii palju, aga ei dnnestunud viga
hésti ja paljud tiidrukud panid jooksu. Aga kui nood tiidrukud, kes olid siin veel vene ajast, laksid
koolist dra, alles siis me saime alustada muutustega.

Enne puudusid oOpilastel dpilaspiletid ja nad ei saanud kasutada reisisoodustusi kui nad koju puhkusele
soidsid. Me muretsesime neile (Spilaspileteid).” (1.4.D.a.)

‘" Kuus aastat tagasi, kui me alustasime kooli demokratiseerimist, dnnestus see algul hésti, aga siis olid
meil veel need tiidrukud, kes olid siin ka enne. Nad maéletasid veel vana autoritaarset siisteemi ja olid
onnelikud muutuste iile, nad aitasid meid. Praegu on vdimatu neid vdita endale. Demokraatia tihendab
neile, et koik on lubatud. Nagu A. iitleb, et tema on anarhist - temale ei kehti keelud. ...” (1.12.G.a.)
‘Y “Oli minu teine paev kasvataja ametis, kui toimus esimene kasvatajate koosolek, millest ma osa
votsin. Peaaegu koik kasvatajad olid kohal, ka minu grupi teine kasvataja. Pérast koosolekut podrdus
iiks iilemustest minu: “Teie klassis on tiks tiidruk, kes viga igatseb kodu jirele. Ta palus mul oma koju
helistada, palun, tehke seda teie.” Ta saatis tiidruku jérgi. Tiidruk oli juba ukse taga. Ulemuse ja
tiidruku vahel leidis aset lithike vestlus:

M.: MusieHbKUH, THI XOTEIa MIO3BOHUTE 0a0yIIKe?

I'.: lla.

M.: BoT TBOI HOBBII BOCTIMTATENb, /1Al €if HOMEP, OHA MO3BOHUT. Thl MHE BEpHUIIIH?

I'.: JTa.”

Pérast seda ma kiisisin tiidruku kdest, mida ta tahab, et ma vanaemale iitleksin.

.. Y Te0s KaKue-To mpoodIeMbl?

: 51 xoTena Obl, 4TOOBI BBI TO3BOHKIN Oa0YIIKE.

.. Xoporo, Homep?

: Bor.

: DT0 moMarrHuit Homep?

: Ha.

: A T1e 3To HaxoauTCs?

:BH.

: 1 aro MHe cka3aTh 6abymke?

: 51 xo4y, 4TOOBI OHa CIOJa IIpHeXaa.

.. Tel mymaetb, 310 peanbHo? OHA CMOXKET IPHUEXaTh, €CIU ThI €€ M030BeIIb?

: 51 He 3HaM0.

.. Hy, TBI 3Hae1p, 3TO JOBOJIBHO AOPOTo Teleph Mpoe3 Ha aBTo0yce. CKOJIBKO CTOUT OHIIET, ThI
3HACIIb?

: Jla, 31O ... KpOH.

: A TBOsI 6aby1ika paboraer?

: Ja.

: Hy nmamaif momymaem, a 9to, €Ciid OHA HE CMOXKET Iprexarth?

: Torna nycts Mama npuener.

: Mama tose paboTaer?

: Her.

: Hy, a uto MBI Oyznem genatp, ecnu 0abyIika CKaXkeT, 9TO M MaMa He CMOXeT mpuexars? Uro Tebe
el11e MOXeT MOMOYb?

I'.: Huuero. Ecnu HUKTO HE MOXXET IpHUeXaTh, TO U He Hauo. (OTonBUraeTcs OT MEHsI)

S1.: Tebe HUYETO OPYroe He MOXKET MOMOYb. Thl TOJIBKO X0Uellb, YTOOBI KTO-TO U3 TBOCH CEMBbH
mpuexai Te0si HaBeCTHTh?

I'.: la, ¥ eclii HUKTO HE MOXET, TO U HE HAJI0 HUYETO.

S.: JlamHo, naBaii cipocuM y 0aOyIIKH.

SRR R IR IR IR B R B
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Bbaby1ka ckasana, 4To HUKaK He MOXKET [TpHUexaTh, a 0 MaTepH M pedr ObITh He MoxkeT: “Ona
(MaTh) B OYEHB IUI0XOM cocTosiHUM. M I'. mpekpacHo 3HaeT, 4To MOii ChIH He paboTaeT, U y MEHs HeT
neHer Ha moe3nky. K tomy e, kpome I'. y MeHs emie aBoe Manb4uKoB (Miaamme opates [.), o koM
MHE HY)KHO 3a00TuThCst. OHH B ICT/IOME, HO sl UX Ha BBIXOJIHBIC 3a0upato Kk cede. 1 oHa 3TO mpekpacHo
3HaeT. Sl xnana I'. 1oMoit Ha HOBBIH To/1 M KAHUKYJIBL, HO OHA He Ipuexaia. 3HauuT, oHa ceOs III0X0
BeJla, MHAUe BbI OBl €€ OTITYCTUIJIM Ha KAaHUKYJIBL.

S1.: Hy, moxert ObITB I'. M He IprMepHas y4eHUNa, HO YacTo IETH BEAYyT ceds IMII0X0 HIMEHHO NTOTOMY,
YTO OHU YYBCTBYIOT C€0sl OJJUHOKHMH 3J1ECh ...

Bbabyka (mpuxonut B Bo30yxeHue): S el mocbuIky nocnanal

S1.: OHa Hy>X/aeTCsl B IMYHOU BCTpeUe € KEM-TO M3 POJHBIX.

b.: Her, 3TO 1pOCTO HEBO3MOXKHO.

S1.: Eciiu BBl Tak yBEPEHBI, YTO HUKTO HE CMOXKET IIPUEXATh, TO MOKATYHCTa, IOAOKIUTE CEKYHI0UKY,
s €e M030BY, BBl XOTh IIOTOBOPHTE C HEH, CKaXKHTe eif 4To-To npusitHoe. OObSCHUTE, TOYEMy He
MOXKETE IIPHEeXaTh.

B 3Ty MUHYTY KO MHE I0JI0IIUIa BTOPOH BOCIIUTATENb HAILIEH TPYIIIBI, KOTOpasi BCe BpeMs
MPHUCYTCTBOBAJIA M CKa3aia MHE: “YUEeHUKH JTOJKHBI CaMU IJIATUTH 3a Tele()OHHBIC IEPErOBOPEI, a Y
I'. mer nener.”

41.: Ho Bens MBI 3BOHHM TI0 TIpockOe M.

K coxanenuto, 6a0ylke He yaaiock cka3aTb HUUETO XOPOIIero JeBouke. . Hayana miakars,
moToM Opocuiia TpyOKy U BeIOC:KaIa U3 omelneHus. S mobdexana 3a Heil, XoTesa MoiMaTh ee, 4TO0bI
YCIIOKOUTb, HO OHA BBIPBAJIACh U HE XOTeJIa CO MHON roBOpUTh. [locie 3Toro ciryyast OTHOIIEHHE
JICBOYKH KO MHE CTaJIO BpaXKJCOHBIM: OHA OTKA3bIBAJIACh CO MHOM pa3roBapHBaTh M MPOBOLHPOBAJIA
MEHS Ha KOHQUIUKT, U3IeBasCh HAJl IpyTUMH AeBoYKaMH. OIHaXKABI TOT JKe HAalll HAYaIbHHUK IIepeaal
MHe, uTo ['. cka3ana eil, uTo s uyxKas.

TonbKo cYacTIUBBII CiTydyail HOMOT H3MEHUTH €e OTHOLIEHHE KO MHe. B omH npekpacHbIit
JICHB MIPUIIUIO TTUCBMO OT MaMsI [, (3T0 GBUIO €IMHCTBEHHOE MICHMO HAIMCAHHOE €10 33 BCE YeTHIPe
rofa nmpeOsiBaHus [ . B IIKOJIE) M MHE TIOBE3JIO, YTO UMEHHO S IIepejana ero AeBOYKe. DTUM s OblIa
peadMIUTUPOBAHA B €€ I1a3ax.

[Tocne aToro 3monony4Horo TeaeoOHHOTO 3BOHKA, BTOPOH BOCIIUTATEIb JIEBOYKH, KOTOPas
yKe JaBHO paboTaa B TPYIIIE U 3Halla CEMBIO U CHTYAIMIO JEBOYKH MOYYIIe MOET0, HOAOLLIa KO
MHE U CKa3aja, 9TO 3TOT TeJIeQOHHBIH pa3roBop ObUT O€3HAIEKEH U C CAaMOT0 Havaja oOpedeH Ha
npoBaj. MaTh 1eBOYKHM HApKOMaHKa, a 6ady1ka ajnkoronuk. S yyBcroBasna cebst oueHb riymo. 5 He
MOHUMaJIa, T0OYeMy Halll HAYaJIbHUK MPOCHIIa MEHSI 3BOHUTH 0a0yIlIKe, KOTa TYT e MPUCYTCBOBaja
JPYToi BOCIIUTATENb, KOTOPBIA HAMHOTO JIy4IIe B Kypce JIell, ¥ KOTOpasi Bce BpeMsl HaXOAWIach B TOM
Ke IIOMEIICHNH, WM [I0YeMy OHA He Jjajla HaM BO3MOXHOCTH O0OCYAUTB 3Ty TeMy Ipexxae BMecte? Kak
MOTJIa s CIIPaBUThCA C MPOOJIEMON BOCIIMTAHHUIIBI, KOTOPYIO S elie BooOIe Ha 3Hana? 5 ke Huuero He
3HaJIa HU O €€ CEMbE, HH O €€ JJNYHOUYTHBIX MpobieMax, 00 ucropuu ee xxu3Hu. [1ozxe 51 y3Hana, 4To
OHa HaxOJWJIach B IIKOJIE YK€ YeThIPEe roja, YTO OHa OblIa CI0a HalpaBieHa, koraa e 6suto 11 ser.
B panHeM [IeTCTBe OHa MePeKHIIa TSHKENbIE HCTIBITAHNUS B CBA3M C Pa3ryJIbHBIM 00pa3oM >KH3HH MaTepu
- QJIKOTOJIMYKE a TIOTOM HapkoMaHKe. Ee noBe/ieHre B IKOJIe CTAHOBBUIOCH C KaXK/IbIM T'OJIOM BCE
npobnemarnynee. B nepssiit rox nmpedbiBanus B K. oHa peryisipHo moceniasna 0M BO BpeMsl KaHHUKYJI.
ITocne ABYX JIeT OHA BCe Yallle U Yalle MblTanack cOeXaTh U3 IIKOJIbI M CTAHOBHIIACH BCE arpeCCUBHEE
10 OTHOIIIEHHIO K IpyTuM BocruTaHHUIIaM. OHa Teppopu3upoBaiia 6osee caadbIx 1eBoYeK, 0OCOOCHHO
HOBeHbKMX. OHa BeIpa)kajia MPOTECT MO OTHOIICHHUIO K MEPCOHAITY Pa3IMYHBIMU CIIOCOOaMH.
Hanpumep, ucnpakHuiiack Ha 1IoJ1 H30J1ATOopa. Y Hee Oblia MOCTOSIHHAS MTpodiieMa ¢ HOYHBIM
HenepkanueM Mouyr. OHa OblTa 3aMKHYTas! U TOJaBJICHHAS, ¥ C Hel OBLIO MOYTH HEBO3MOXHO O YeM
1100 JOroBOPHUTHCA. S TOBOpHIIa CBOEH KOJIIEre, YTO MEHs OECIIOKOHMT TaKkoe OTHOIIEeHHe . KoMHe, HO
ona ycrokowia: “He mepexunaiire, I'. mpocTo oucHb cioxHas aeBucHka. OHa TpeOyeT MHOTO
BpPEMEHH, YTOObI IPUBBIKHYTH K BaM. Korza s Hauana paboTy B 3TOM Ki1acce, OHa MEHsI TOXKE HE
NpUHUMANA. A IOTOM NPHBBIKIIA ¥ TETIEph MBI MOXKeM 001IaThcs 0e3 mpobiieM. MHe KaxeTcs, 4To OHa
HY>KIAaeTCs B CEPEe3HOI MPUXHUATPUIESCKOH moMommun.”.”
¥ “Me loeme tiidrukute kirju, et neid kaitsta. ... Kui keegi saab kirja halva uudisega, siis me saame ta
eelnevalt selleks ette valmistada voi selgitame talle, kui palju tott selles kirjas iildse on. ... Meil on ka
pedagoogiline eesmérk: me saame tiidrukut, tema hoiakuid kirjade abil paremini tundma dppida. ...”
(L6.F.a.)

! “Me loeme tiidrukute kirju, et neist paremini aru saada. Niimoodi dpime me tundma nende
perekondi, nende sdpru. V3ib-olla on tal mingisugune probleem, millest ta ei saa raékida. Nad teavad,
et me loeme nende kirju. Sageli kirjutavad nad mingist probleemist, mida nad ei oska seletada. Parast
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nad kiisivad: “Kasvataja, kas te minu kirja olete lugenud?” Probleemid ei tule alati vestlustest vilja.
(1A
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