DISSERTATIONES RERUM OECONOMICARUM
UNIVERSITATIS TARTUENSIS

21






DISSERTATIONES RERUM OECONOMICARUM
UNIVERSITATIS TARTUENSIS

21

MADE TOROKOFF

Patterns of learning organisation —
Estonian experiences

-

[
TARTU UNIVERSITY

PRESS



The Faculty of Economics and Business Administration, University of Tartu,
Estonia

This dissertation is accepted for the defence of the degree of Doctor of Philo-
sophy (in Economics) on May 15", 2008 by the Council of the Faculty of
Economics and Business Administration, the University of Tartu

Supervisors:  Professor Maaja Vadi (PhD), University of Tartu, Estonia

Professor Tonis, Mets (PhD), University of Tartu, Estonia

Opponents: Professor Irena Bakanauskiene (PhD),
Vytautas Magnus University, Lihtuania

Associate Professor, Urve Venesaar PhD),
Tallinn University of Technology, Estonia

Commencement: The public defence of the dissertation is on 30™ of June, 2008,
at 13.00 p.m. in room B-306, Narva Str. 4, University of Tartu.

The publication of this dissertation is granted by the Faculty of Economics and
Business Administration, University of Tartu.

ISSN 1406-1309
ISBN 978-9949—-11-888-5 (triikis)
ISBN 978-9949-11-889-2 (PDF)

Autoridigus Made Torokoft, 2008
Tartu Ulikooli Kirjastus

www.tyk.ee
Tellimus nr. 219



TABLE OF CONTENTS

LIST OF AUTHOR’S RESEARCH PUBLICATIONS AND

CONFERENCE PRESENTATIONS ..ottt 7
INTRODUCTION ......coiiiiieiieieieeteiesit ettt sttt sesse e seens 12
LISt Of PAPEIS...cviiiiiiiciieeie ettt st eeebe e 12
The importance of the tOPIC ...vvevvierierierieeieeie ettt 12
The aim and research tasks .........c.ccccveeiiiiiiiiiiiiiece e 15
The data and methods used in the research...........ccccovenininiinininn, 16
The contributions of individual authors ...........ccccooceeeeiiniireieeeee 17
ACKNOWICAZEMENLS ......eeeeiieeiieiieiieiieriie et enseeneees 17
1. THEORETICAL AND EMPIRICAL BASIS FOR RESEARCH ............. 20
1.1. Learning organisation and organisational learning...........c..ccccceeeuee. 20
1.2. The background of theoretical development of learning
organisation and historical treatment.............ccceeeeveeerieeniieeecee e, 22
1.3, SENEE’S COMCEPL....eeiurieeiieeriieeiieeireeeieeete e e e sreesereessbeeeseeenseesnseens 27
1.4, MEtS’S COMCEPL .uvveentieeiieeeiiee ettt ettt ettt ettt et ettt e 29
1.5. Research model.........ocooiiiiiiiiiiiiiieeee e 31
1.6. The research process and methods...........cceecvvveiieciieviinieniesie e, 32
2. PUBLICATIONS ...ttt ettt ettt 35
Study I: Organisational learning: a concept for improving teachers’
competences in the Estonian School...........c.ccccovevvviviiinnieenennn. 37
Study II: Patterns of Learning Organisation in Estonian Companies........ 59
Study III: Between learning and non-learning organisation: some
evidence from Estonian public and private sectors.................... 77
3. CONCLUSIONS ...ttt ettt ettt sttt eseeneeneas 93
3.1. The main fINdiNgS ........cccvveviiiiiiiieieerieseeeee e seesaeeereseneens 93
3.2. Discussion of main reSults ..........ccccoveereninieninieieneeee e 95
3.3. Practical value of Studies.........ccccevviieiiiiiiiiciieeeeecee e 99
3.4. Recommendations for further research..........ccccooceiiniininininn. 100
REFERENCES ...ttt sttt ettt 102
APPENDICES. ... .ottt s 110
Appendix 1. Timeline of learning organization concepts ...........c.ccoeeveenee.. 110
Appendix 2. Questionnaire (for the Study IL, III) ......ccceevirriiniiniininne 114
Appendix 3. Questionnaire (for the Study 1) .......c.ccceevvereriecrieciecieieenen, 119
Appendix 4. Questionnaire (for the Study 1) .........ccceevvevvieciecieiieieee, 124



Appendix 5. Questionnaire (for the Study 1) .........ccceevvvveiieciecincieieeen, 129

Appendix 6. Questionnaire (for the Study III).......ccccooviviieiiiiiiiiieen. 135
Appendix 7. Strategic model for launching the work of the learning
organisation in an educational Organisation ............ccccevveerveereernenenenns 141
SUMMARY IN ESTONIAN ..ottt 142
CURRICULUM VITAE ..ottt 158



LIST OF AUTHOR’S RESEARCH
PUBLICATIONS AND CONFERENCE
PRESENTATIONS

I Chapters in monographs

1.

Torokoff, M. (2003), Cooperation in the General Education System, pp
170-190, in Maaja Vadi (ed), Organisational Culture in Estonia:

Manifestations and Consequences. Tartu: Tartu University Press.

I1. Articles in international journals

1.

Torokoff, M., Mets, T. (2008), Organisational learning: a concept for im-
proving teachers’ competences in the Estonian School, Int. J. Entre-
preneurship and Small Business, Vol 5, No 1, 64—82.

Mets, T., Torokoff, M. (2007), Between learning and non-learning organi-
sation: some evidence from Estonian public and private sectors, Manage-
ment of Organizations: Systematic Research, 43, 107-120.

Mets, T., Torokoff, M. (2007), Patterns of Learning Organisation in
Estonian Companies, TRAMES, Vol. 11, No 2, 139-154.

Torokoff, M., Mets, T. (2005), The Learning Organisation and Learning in
the Organisation: The Concept for Improving the Labour Quality in a
School, Management of Organizations: Systematic Research, 35,203-216.

IIT Working papers

L.

Torokoff, M., Mets, T. (2008), Tracking Enterprise and Entrepreneurship
Training in the Estonian School, pp. 53—69 in Diensberg, C., Fessas, Y.
(eds), Developing Practices and Infrastructures for Entrepreneurship
Education and Training in Europe. Rostocker Arbeitspapiere zu Wirt-
schaftsentwicklung und Human Resource Development, No 29, Universitit
Rostock.

Torokoff, M. (2006), Opportunities for schools to develop business
education, the Estonian example, pp 81-96 in Urve Venesaar (Editor-in
Chief) Working Papers in Economics, A Spessial issue on Entrepreneur-
ship Education, Vol. 21, No 149-154. Tallinn University of Technology,
School of Economics and Business Administration.

IV Conference publications

1.

Torokoff, M., Jeret, E. (2007), Teachers of Enterprise and Ways of Moti-
vating Entrepreneurship; the Estonian Case. ISBE Institute for Small Busi-
ness & Entrepreneurship. 30™ Institute for Small Business & Entrepreneur-
ship Conference International Entrepreneurship — stimulating smarter
successful small business world-wide, 7 November, Glasgow. (CD).



10.

11.

12.

13.

14.

Torokoff, M., Mets T. (2007), Appraisal interviews in the organisational
learning context. Estonian Social Science [http://www.ut.ee/ESAK].
Torokoff, M., Vadi, M. (2007), Positive aspects in educational institutions
in Estonia: views of interest groups. Estonian Social Science
[http://www.ut.ee/ESAK].

Torokoff, M., Mets, T. (2006), The role of appraisal interviews in the
learning organisation, the example of Estonian companies. Towards entre-
preneurial regions: Universities & innovation networks challenged by the
knowledge society, Second BEPART Conference, 26—27 October, Tartu.
Torokoff, M. (2006), The Importance of Feedback in the Organisation’s
Development Process, Eesti Majandusteaduse Seltsi I aastakonverents, 20.-
22. jaanuar, Parnu. (CD)

Torokoff, M., Vadi, M. (2006), The Positive in the Estonian School.
Shmuel Stashevsky (ed), ISSWOV Work Values and Behavior. (CD).
Kreegimie, K., Mets, T., Torokoff, M. (2006), From quality orientation to
Entrepreneurial Learning in Organization: Estonian case, pp 282-290,
European Summer University 2006 on Entrepreneurship and Entrepreneur-
ship Education Research, 25-30 August,Hdmeenlinna, Finland.

Torokoff, M. (2005), Employee-to-employer cycle factors, pp 144—146 in
Meriste, M., Meriste, U., and Rajangu, V. (eds), The materials of inter-
national scientific conference. Education and Economy. Tallinn: Tallinn
University of Technology.

Torokoff, M. (2005), A strategic model of quality assurance for an edu-
cational organisation, pp 97—-104 in Rillo, M. (ed), The materials of inter-
national scientific conference. XI Conference on the management of busi-
ness organisations. 22 April, Tallinn: Tallinn University of Technology.
Torokoff, M., Mets, T. (2004), Learning in organisation: congruence
between goals, process and success (with the example of an educational
institution). International Scientific Conference “Development of Econo-
my: Theory and Practice”. Proceedings of the Conference 30 September —
2 October, Kaunas, Lithuania, 14, (CD).

Torokoff, M. (2004), Oppima dpetamine kui 21. sajandi t66jou kvaliteedi
votmekiisimus, 1k. 124—127. Rahvusvahelise teaduskonverentsi “Haridus ja
majandus 2004 materjalid, Tallinn.

Torokoff, M. (2004), Juhtkonna roll Opetaja t66 kvaliteedi suunajana, 1k.
109-119 in Vadi, M. (ed) Juhtimisteooria ja -praktika silinergia organisat-
sioonides II. Tartu: Tartu Ulikooli Kirjastus.

Torokoff, M. (2004), Kas Opetamine vo0i iimberdpetamine? ESAK V
Aastakonverentsi Erinumber, Tartu. Elektroonilises ajakirjas:
[http://www.psych.ut.ee/esta/online].

Torokoff, M. (2003), Uldharidussiisteem ja tddjduturg, lk. 97-101.
Rahvusvahelise teaduskonverentsi “Haridus ja majandus 2003 materjalid.
Tallinn: Tallinna Tehnikaiilikool.



15. Torokoff, M. (2002), Juhtimise mdju kooli organisatsiooni kultuurile, lk.

123—-129, X Majandusorganisatsioonide juhtimisprobleemide konverents,
Tallinn: Tallinna Tehnikaiilikool.

YV Handbooks

1.

Torokoff, M. (2003—-2008), Keskastmejuhi pdhifunktsioonid. — Aripdeva

juhtimise kisiraamat. Tallinn, Aripdeva Kirjastus.

VI Proceedings

1.

Torokoff, M. (2008), Siisteemne mdtlemine ja loovustehnikate rakendamine
valikute dilemmas, lk. 6—7. Karjdérituul Praktiku sdnumitooja. Nr 1(16).
Karjadrindustamise Teabekeskus:
[http://www.innove.ee/teabekeskus/karjaarituul].

Torokoff, M., Mets, T. (2004), Oppiva organisatsiooni mudel: Eesti kooli
voimalus, lk. 144-163 in Torokoff, M. (toim), T66-ja koostodkultuur
koolis. Tartu: Tartu Ulikooli Kirjastus.

Torokoff, M. (2003), Koostdéuuring 2003. Opilaste, lastevanemate ja
Opetajate hinnang iildharidussiisteemis toimuvale, lk. 9—-11 in R. Karjakina,
H. Tarto (toim), Sotsiaalt6d 5, Sotsiaalministeerium.

Torokoff, M. (2003), Kooli organisatsiooni- ja koostodkultuur, k. 9—14 in
Torokoff, M., Oun, K. (koost), Koostookultuur koolis. Tartu Ulikooli Parnu
kolledzi publikatsioonid 3. Publicationes Collegii Peronensis Universitatis
Tartuensis 3.

Torokoff, M., Oun, K. (2003), Koostdouuring Eesti koolides, lk. 15-23 in
Torokoff, M., Oun, K. (koost), Koostookultuur koolis. Tartu Ulikooli Parnu
kolledzi publikatsioonid 3. Publicationes Collegii Peronensis Universitatis
Tartuensis 3.

Torokoff, M. (2003), Arenguvestlus ja dppealajuhataja mdju Opetaja t60
kvaliteedi kujundamisel, lk. 4043 in Torokoff, M., Oun, K. (koost), Koos-
tookultuur koolis. Tartu Ulikooli Pirnu kolledzi publikatsioonid 3. Publica-
tiones Collegii Peronensis Universitatis Tartuensis 3.

Torokoff, M. (2003), Juhi rollist koolis, 1k. 24-30 in Torokoff, M., Oun, K.
(koost), Koostddkultuur koolis. Tartu Ulikooli Pirnu kolledzi publikat-
sioonid 3. Publicationes Collegii Peronensis Universitatis Tartuensis 3.
Torokoff, M. (2003), Kool kui tulevaste liidrite kasvataja?, lk. 31-34 in
Torokoff, M., Oun, K. (koost), Koostookultuur koolis. Tartu Ulikooli Parnu
kolledzi publikatsioonid 3. Publicationes Collegii Peronensis Universitatis
Tartuensis 3.

Torokoff, M. (2003), Tooprotsessile hinnangu andmise kriteeriumid, lk
35-39 in Torokoff, M., Oun, K. (koost), Koostédkultuur koolis. Tartu
Ulikooli Pirnu kolledZi publikatsioonid 3. Publicationes Collegii Peron-
ensis Universitatis Tartuensis 3.



10.

11.

12.

13.

14.

15.

Torokoff, M. (2003), Koostoosuhted opetajate vahel, Ik 52—56 in Torokoff,
M., Oun, K. (koost), Koostédkultuur koolis. Tartu Ulikooli Parnu kolledzi
publikatsioonid 3. Publicationes Collegii Peronensis Universitatis Tar-
tuensis 3.

Torokoff, M. (2003), Juhtimisstiilide liihiiilevaade, lk 57—61 in Torokoff, M.,
Oun, K. (koost), Koostddkultuur koolis. Tartu Ulikooli Parnu kolledZi publi-
katsioonid 3. Publicationes Collegii Peronensis Universitatis Tartuensis 3.
Torokoff, M. (2003), Koostdosuhted Opetaja ja Opilase vahel, lk 62—-68 in
Torokoff, M., Oun, K. (koost), Koostookultuur koolis. Tartu Ulikooli Parnu
kolledzi publikatsioonid 3. Publicationes Collegii Peronensis Universitatis
Tartuensis 3.

Torokoff, M. (2003), Koostdd Opetaja ja lapsevanema vahel, lk 86-95 in
Torokoff, M., Oun, K. (koost), Koostookultuur koolis. Tartu Ulikooli Parnu
kolledzi publikatsioonid 3. Publicationes Collegii Peronensis Universitatis
Tartuensis 3.

Torokoff, M. (2003), To6andjate ootused koolildpetajatele, Ik 135-137 in
Torokoff, M., Oun, K. (koost), Koostookultuur koolis. Tartu Ulikooli Pirnu
kolledzi publikatsioonid 3. Publicationes Collegii Peronensis Universitatis
Tartuensis 3.

Torokoff, M. (2003), Tooprotsessile hinnangu andmise kriteeriumid, lk
35-39 in Torokoff, M., Oun, K. (koost), Koostddkultuur koolis. Tartu Uli-
kooli Parnu kolledzi publikatsioonid 3. Publicationes Collegii Peronensis
Universitatis Tartuensis 3.

VII Conference presentations

L.

Torokoff, M., Mets, T. Appraisal interviews in the organisational learning
context, (2007), Eesti pirast Euroopa Liiduga iihinemist. Eesti sotsiaal-
teaduste VII aastakonverents. 23.—24. november, Tartu, Estonian Social
Science Online: [http://www.psych.ut.ee/esta/online/].

Torokoff, M., Vadi, M. Positive aspects in educational institutions in
Estonia: views of interest groups, (2007), Eesti parast Euroopa Liiduga tihi-
nemist. Eesti sotsiaalteaduste VII aastakonverents, 23.—24. november, Tartu.
Torokoff, M., Jeret, E. Teachers of Enterprise and Ways of Motivating
Entrepreneurship: the Estonian Case, (2007), ISBE Institute for Small
Business & Entrepreneurship. 30™ Institute for Small Business & Entrepre-
neurship Conference International Entrepreneurship — stimulating smarter
successful small business world-wide 7-9 November, Glasgow.

Mets, T., Torokoff, M. Between the learning and the non-learning organi-
sation: some evidence from the Estonian public and private sectors, (2007),
23-24 September, Vytautas Magnus University of Kaunas.

Torokoff, M. Ettevdtlusharidus ja ENTEDU projekt Tartu Ulikooli ette-
votluskeskuses, (2007), BEPART regionaalne konverents, 12. aprill, Tal-
linn Tehnikatilikool.

10



10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

Torokoff, M. Ettevotlik kditumine. Ettevtluspedagoogika mooduli tutvus-
tamine. Entedu projekti tutvustamine, (2007), BEPART regionaalne kon-
verents, 17. aprill, Tartu Ulikool.

Torokoff, M. The Importance of Feedback in the Organisation’s Develop-
ment Process, (2006), Eesti Majandusteaduse Seltsi I aastakonverents,
20.-22. jaanuar Péarnu.

Mets, T., Torokoff, M. Transition Towards Becoming a Learning Organi-
sation — the Current Situation in Estonian Companies, (2006), E.C.L.O
(Creating the Capacity for Change) 13, 22 May, Praha.

Torokoff, M., Mets, T. The Estonian School between Organisational
Learning and Unlearning, (2006), E.C.L.O 13, 23 May, Praha.

Torokoff, M., Vadi, M. The Positive in the Estonian School. ISSWOV
Work Values and Behavior, (2996), 26—27 June, Tallinn.

Torokoff, M. The role of appraisal interviews in the learning organisation,
the example of Estonian companies, (2006), Towards entrepreneurial
regions: Universities & innovation networks challenged by the knowledge
society. Second BEPART Conference, 26-27 October, Tartu.

Torokoff, M. Employee-to-employer cycle factors, (2005), Rahvus-
vaheline teaduskonverents “Haridus ja majandus 20057, 05. Mai, Tallinna
Tehnikatilikool, Tallinn.

Torokoff, M. The Learning Organisation and Learning in the Organisation:
The Concept for Improving the Labour Quality in a School, (2005), 22-23
September Vytautas Magnus Ulikool, Kaunas.

Torokoff, M. The Role of School in Creating Regional Enterprise, (2005),
BEPART I Conference, 04 November, Aarhus.

Torokoff, M. Oppima dpetamine kui 21. sajandi toojoukvaliteedi votme-
kiisimus, (2004), Rahvusvaheline teaduskonverents “Haridus ja majandus
20047, 06. mai, Tallinn.

Torokoff, M. Juhtkonna roll dpetaja t66 kvaliteedi suunajana, (2004),
Rahvusvaheline konverents “Juhtimisteooria ja praktika slinergia organisat-
sioonides, 26.—28. mai, Tartu, Tartu Ulikool.

Torokoff, M Learning in organisation: congruence between goals, process
and success (with the example of an educational institution), (2004),
Rahvusvaheline konverents, 30 September, Verslas, Kaunas.

Torokoff, M. Oppiva organisatsiooni mudel: Eesti kooli vdimalus, (2004),
Rahvusvaheline konverents, 27. oktoober, TU Pérnu kolledz, Parnu.
Torokoff, M. Kas oppimine voi iimberdpetamine?, (2004), Eesti sotsiaal-
teaduste konverents, 13. november, Tartu Ulikool, Tartu.

Torokoff, M. A strategic model of quality assurance for an educational
organisation, (2005), 22 April, Tallinna Tehnikaiilikool, Tallinn.

Torokoff, M. Juhtimise mdju kooli organisatsiooni kultuurile, (2002), X
Majandusorganisatsioonide juhtimisprobleemide konverents. 30. oktoober,
Tallinna Tehnikaiilikool, Tallinn.

11



INTRODUCTION

List of papers

I  Torokoff, M., Mets, T. (2008), Organisational learning: a concept for
improving teachers’ competences in the Estonian School, Int. J. Entre-
preneurship and Small Business, Vol. 5, No 1: 64-82.

II  Mets, T., Torokoff, M. (2007), Patterns of Learning Organisation in Esto-
nian Companies, TRAMES, Vol. 11, No 2: 139-154.

I Mets, T., Torokoff, M. (2007), Between learning and non-learning organi-
sation: some evidence from Estonian public and private sectors, Manage-
ment of Organizations: Systematic Research, 43: 107-120.

The importance of the topic

In the past few decades education and learning have extended beyond the
framework of their traditional institutions such as school and university and
have become essential production forces in society. Thus a number of new
demands are made upon learning and education today, and innovation and
intellectual processes are increasingly important in the knowledge-based
economy. The ability to learn is becoming a vital skill in the economy of
transition societies (see Varblane et al., 2007), and furthermore, the core of the
modern national innovations system in “the learning economy” is in fact
learning at the individual and organisational levels (Lundvall et al., 2002).
Organisational learning is linked to the behaviour of individuals in an organi-
sation and the organisation’s capacity to respond more effectively to changes in
the environment.

Today all organisations are increasingly faced with change in both internal
and external processes. Companies, organisations and governments operate in a
global environment where the concept of distance in business geography is now
very different due to rapid advances in information and communication
technologies.

Productivity and competitiveness are, broadly speaking, the result of func-
tions of knowledge generation and information processing. Business society has
moved away from a capital dominated world to a society governed by
knowledge, and this focus explains an ever increasing interest in and need for
the concepts of the learning organisation. Organisations understand now that
their single sustainable competitive edge is learning faster than their compe-
titors. Companies not only need to invest in new technologies to improve
efficiency but also in knowledge transfer as the basis of their business. In this
context it is disastrous for a company not to pay attention to the learning of
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groups or individuals (DeGeus, 1999; Castells, 2001; Leadbeater, 2000; et al).
A learning organisation creates a number of success factors for today’s
businesses allowing them to withstand the pressures of increased competition
and survive. They also enable businesses to cope with rapid development;
effectively restructure after failures; implement changes in corporate culture
when necessary; maintain the ability to work in constantly changing conditions;
and involve more people, including customers. Success factors also imply
resourcefulness in responding to customers’ needs, the courage to experiment,
enhanced quality and an improved corporate image. The learning organisation
environment simplifies its members’ learning and facilitates their informed
attempts to change themselves (Pedler, Burgoyne, Boydell, 1997: 3).
Organisations should be able to generate, learn and use knowledge, and
continuously learn to do new things since commitment and creativity along with
an analytical evaluation of the situation can only arise from within the
organisation (Fullan, 2006). From this it is understood that individual and team
learning are absolutely vital.

Modern information and communication technologies ensure that small
countries like Estonia are able to facilitate dynamic economies; the undis-
covered “space” where companies operate is ever decreasing in size, enterprises
are increasingly more international, new opportunities open up and competition
is ever fiercer. This has created new quality in business management strategies
and also the need to seek new ways to respond to rapid changes in the
environment and to find balance between the implementation of new ideas and
strong competition. Learning from change is the key factor required for com-
panies to remain competitive (Varblane et al., 2008). Issues of organisational
learning are becoming increasingly important. Estonian managers must display
new skills and abilities in managing these changes while employees should
display their willingness and awareness to participate in the changes; both of
these demands expect participants to continue to learn and thus be sustainable
and maintain competitiveness. Adjusting change is topical in education in
transitional countries, too. The Estonian educational system has been reforming
and changing for over 16 years; it is essential to know whether and how
teaching institutions themselves develop into learning organisations and how
keen they are to learn from the needs of society as learning organisations.

The concept of the management of a learning organisation plays a consider-
able and ever stronger role in management practices (Have et al., 2003). The
term “learning organisation” has been around for several decades; it was coined
in the 1970s (Argyris, 1976), but its definition has been in constant change.
Chris Argyris (1976) considered organisational learning from the perspective of
the process in his first papers. In his later work Argyris describes the aspect of
the cognitive environment of organisational learning (Argyris, 1991) and
presents levels of systematic learning along with other researchers: zero, single,
double and triple loops of learning (Argyris, 1977; Georges, Romme, Witte-
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loostuijn, 1999). In the early 1990s the ideas of the learning organisation
(Senge, 1990) and the learning company (Pedler, et al 1991) were described, in
which the authors stressed the new role of management in their work. The
manager was seen as a researcher and shaper of the organisation rather than a
supervisor and an inspector (Senge, 1990). The ability to learn is considered a
key factor in the organisation’s success, and the learning organisation as such is
by no means an end result, is the end result being rather an intelligent organi-
sation or company (Edvinsson, 2002). In the knowledge-based economy
intellectual capital is the future revenue of the organisation and thus shapes the
future of the business world (Edvinsson, 2002; Sydédnmaanlakka, 2002; Nolas,
2006). Future organisations are efficient and vital because of their organisa-
tional learning capacities and intelligent management, as the learning organi-
sation tends to renew itself through changes to work processes and ways of
working. Renewal again suggests the organisation is constantly willing to
acquire new skills and to implement them at individual, group or company
levels (Sydédnmaanlakka, 2002; Marsick et al., 2002). Therefore, employees of
the learning organisation are better equipped to cope with external environment
change and they are the most important resource of such an organisation.

Peter Senge’s approach to the learning organisation is now considered a
classic and is popular. His book “The Fifth Discipline: The Art and Practice of
the Learning Organisation” (Senge, 1990) describes five key features of the
learning organisation: employees’ personal mastery, mental models, shared
vision, team learning and systems thinking. However, empirical data do not
fully confirm Senge’s features. Other authors have described three to seven
features of the learning organisation, and for instance Silins et al. (2002) has a
wider theoretical model of the learning organisation than Senge does.

The wide variety of features (factors) of the learning organisation which
some authors have empirically identified suggests there is a versatile nature to
the learning organisation, and this has been claimed by Goh (2001), Silins et al.
(2002) and Ortenblad (2007). The versatility of the learning organisation may
be expressed in various combinations of features (patterns) in an organisation,
depending on its members, its institutional capacity and the environment.

This implies that there is a more complicated nature underlying Senge’s
model, where each of the five disciplines may involve sub-disciplines or com-
ponents which might not be completely independent variables within the five
disciplines framework. The presence of the features of a learning organisation,
their strength and general identifiability are essential for understanding the
phenomenon, as they create the environment and preconditions for the learning
process in the organisation.

Several attempts have been made to measure different aspects and features
of the learning organisation empirically. For instance studies by Moilanen
(2001) are based on Pedler’s concept and use normative methods. Moilanen’s
studies show that features of the learning organisation have different strengths
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in different sectors (Moilanen, 2001; 2005). An organisation’s ability to learn is
assessed against the benchmarks of the sector. The numeric values of the
benchmark do not necessarily reveal whether the qualitative status of learning
organisation has been achieved or not. In other words, determining within the
range of numeric values whether the organisation is learning organisation or not
yet is a complex task. It could be assumed that the status is rather a set of
qualitative features viewed as a pattern of the features. In this case the organi-
sation is characterised by certain patterns of features.

Senge developed his theory to cover both schools and companies (Senge,
1990; 2000). This makes Senge’s theory attractive in terms of the complex
approach, but he has not published empirical surveys.

Earlier studies which were based on Senge’s concept primarily treated public
and private sector organisations separately; either there may be only a few of
these, or there is little evidence of concurrent comparative studies. Several
authors have applied Senge’s concept to study the features of the learning
organisation in schools (Gunter, 1996; Johnston, Caldwell, 2001; Sillins et al.,
2002; Strandli Portfelt, 2006 and others), although there have been only a few
studies into the development of the learning organisation in transition countries
(Simonaitiene, 2001; Sirca, 2002; Novak, 2002).

The learning capacity of Estonian companies has mostly been studied in the
context of organisational culture and organisational change (Alas, 2004; Alas,
Vadi, 2003) in the transition period, and less frequently in public sector
institutions. The features of the learning organisation have not been extensively
studied and Estonian researchers have not produced any new models which
would compete with Senge’s concept; an exception to this is Tonis Mets’s
(2002) three-dimensional framework model of organisation development, but
no empirical studies have been done yet.

This allows the author to study learning organisation embedded in patterns
of qualitative features in different types of organisation. The author will look at
patterns of features of the learning organisation, including how these are
represented in organisations in different types of organisation in Estonia, and
both patterns need to be described in detail and identified empirically.

The aim and research tasks

The dissertation aims to identify the features of the learning organisation, map
their patterns and generalise the patterns on the example of Estonian organisa-
tions.

Even though the object of research is Estonian organisations, the issues are
more extensive and offer opportunities to develop further both methods for
researching learning organisations and the concept of the learning organisation
in general.
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The research tasks of the dissertation have grown out from its general aim
and from the goals of the three articles which form the basis of the thesis.

First research task: to work out a methodological structure and models for
mapping the features of the learning organisation on the basis of theoretical
papers (study I).

Second research task: to construct a model for mapping the features of the
learning organisation, and to present a research model as an output (studies I, II
and III).

Third research task: to use the research model to design questionnaires for
mapping and studying the learning organisation in the public and private sectors
(study I and II, Appendices 2, 3, 4, 5 and 6).

Fourth research task: to carry out pilot studies in schools and companies
(I and II) and studies using an improved questionnaire (study III).

Fifth research task: to identify the features of the learning organisation and
map their patterns (studies I, II and III).

The data and methods used in the research

The author carried out three empirical surveys within the research projects and
used a questionnaire prepared together with an expert group in order to map the
patterns of the learning organisation.

The selection of studies and questionnaires for this dissertation is based on
two initial models: Senge’s five disciplines (Senge, 1990) and Mets’ three-
dimensional framework model of organisation development (Mets, 2002). Some
statements follow the example of Reino’s questionnaire (Reino, Tolmats, 2006).

The research projects which were carried out in Estonian organisations
contained three studies:

1. A pilot survey in schools with 198 responses from teachers from across
Estonia, aiming to identify the features and patterns of the learning organisation
in schools. The theoretical part of the study presents the role of the learning
organisation in the school in the development of teachers’ skills and
considerably amends the research model.

2. A survey in production companies aiming to map the features and patterns
of the learning organisation. The sample of companies and individual
respondents was based on the expert method, whereby the questionnaire was
issued to Open University students, some of whom carried out the survey in
their companies, thus data from six companies were gathered. These companies
had Estonian or foreign ownership and three of them had been privatised. They
were primarily SMEs and only one company had over 250 employees (130
respondents). Two companies were ISO certificated. Respondents included
workers, middle managers, managers, owners and members of the management
board. Areas of activity were footwear, textile products, electro-mechanics and
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road transport. A total of 326 questionnaires were analysed, 187 respondents
were workers and 137 managers (two respondents did not indicate their jobs).

3. The comparative survey of 487 private sector respondents included 164
production workers, 140 customer service staff, and 181 as managers and
specialists; with altogether one-third of respondents were from the service
sector with the remainder from the production sector. The sample of public
sector educational institutions included 669 respondents, of whom 290 were
from schools and 379 from pre-school institutions; they were primarily teachers,
and about 10% were involved in the administration of education in schools or
the Department of Education in Parnu.

Exploratory factor analysis based on the data processing programme
versions SPSS was used for mapping the patterns of the learning organisation.

The contributions of individual authors

All studies are published with co-authorship. The author of this dissertation is
the first author of Study I, and second author of Study II and Study III. The
authors made equal contributions to writing the articles, but their volume of
input regarding the following is different: gathering initial data and material,
developing theoretical models, working out methodology, collecting empirical
data, processing data, interpreting and generalising the results.

Most of the theoretical overview, the general methodological layout of the
study and the questionnaire were compiled by the author of the dissertation,
who also collected all the empirical data and prepared the methodology for the
analysis of the results of questionnaires. To interpret the results, the author
consulted with the supervisor/co-author. Figures for the general framework of
the research were prepared by the author in consultation with the two super-
visors of the dissertation. The generalisations and conclusions were prepared by
the author independently and the supervisors only provided consultancy in
technical issues.
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I. THEORETICAL AND
EMPIRICAL BASIS FOR RESEARCH

“Managing a learning organisation is an art”
P.M. Senge

l.1. Learning organisation and
organisational learning

There are currently over 50 definitions of learning and the concepts of learning,
development and change are closely linked. The present dissertation focuses on
the learning organisation and organisational learning.

Organisational learning and the learning organisation have been studied
since 1970s. The terms “organisational learning” and “learning organisation”
have been used as alternatives and seen as the same concept or even synonyms
(Ortenblad, 2001). These terms lend themselves to various interpretations and
are still unclear (Kerka, 1995; Garvin, 2000; Ortenblad, 2001; et al.). The con-
cepts are mostly considered clearly different, although some researchers do not
see the need to distinguish between them, but for the purposes of clarity the
author presents them below (see Table 1). The two most frequently made
distinctions between the two concepts are (Ortenblad, 2001; Easterby-Smith et
al., 1999) that a learning organisation is a form of organisation and organisa-
tional learning is the activities and processes related to learning in the organisa-
tion.

The theory of “organisational learning” primarily focuses on the issues of
how organisations learn (Easterby-Smith et al., 1999), and this is a descriptive
trend which looks at the learning processes of the organisation. This theory is
influenced by social and cognitive psychology and has a strong academic focus
(Sun, Scott, 2003). According to Bandura the model of social-cognitive theory
shows the mutual relationship between three determinants: behaviour, cognitive
and other personal factors, and the external environment. These dimensions
have a two-dimensional impact where causal factors may appear at different
strengths at different moments (Wood, Bandura, 1989; Small, Irvine, 2006).
Learning is also linked to the process of information processing which results in
a larger number of potential ways of behaviour, and is seen as a major change in
processes, structures and the views of individuals. The key differences between
the learning organisation and organisational learning are presented in Table 1.
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Table 1. Key differences between learning organisation and organisational learning

Features

Organisational learning

Learning organisation

Character of the content

Processes;

processes of individual and
joint learning within
organisations

Organisation form;

orientation of activities

Organisational learning is a process through which organisations can eventually
achieve the ideal of learning organisation

Amount of normativity

Descriptive Normative

Exists naturally Requires activities
Neutral Preferred
Necessary Unnecessary
Achievable Unachievable
Known Unknown

Descriptions of learning organisation attempt to use specific diagnostic and
methodological means which enable to identify, foster and assess the quality of the
learning process.
Theoretical background

Practitioners
Consultants
Source: Compiled by the author after Easterby-Smith, Araujo, 1999; Tsang, 1997,
Ortenblad, 2001.

Academics

The theory of “the learning organisation” explains how organisations should
learn, which activities characterise an efficient and well-adjusted organisation
and which processes facilitate learning; this concept is a normative trend with a
strong practical focus (Sun, Scott, 2003, Moilanen, 2001; 2005). Marquardt
(2002) emphasises that when speaking of the “learning organisation” the focus
is on systems, principles and features which are a collective features of
organisations that learn. The treatment of “organisational learning”, however,
focuses on the expressions of organisational learning: the viewpoint is the skills
and processes through which new knowledge is created and put into use.
Researchers have identified the following levels of systematic learning: zero,
single loop, double loop and triple loop learning (e.g. Argyris, 1977; Georges,
Romme, Witteloostuijn, 1999). Learning takes place at the zero level when the
organisation is unable to correct its action to match the change. “Single loop
learning takes place where a match has been established or mismatch has been
removed by a change in activities. Double loop learning takes place when
mismatches have been rectified by initial research and a change in alternatives
(ways) of activity” (Argyris, 1999). It would be wrong to define learning too
narrowly as “solving a problem™... ... This is a reflection how people “think —
that is a cognitive rule” (Argyris, 1991). Triple loop learning, concerning
“structures and strategies of learning”, is an “overall learning infrastructure”
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along with “competences and skills to use this infrastructure”. All types of
learning and “particularly triple loop learning are concerned with structural
images”: mental maps, encouraging structures, and so on (Georges et al., 1999).
There has been discussion as to whether the organisation where the learning
process happens is itself a learning organisation — whether there is development
or learning in the organisation (Sun, Scott, 2003; Roper, Pettit, 2002; Reynolds,
Ablett, 1998). To characterise the learning environment the authors use different
expressions related to their models. C. Argyris (1998) uses the concept ‘an
ecological system of factors’ that he has called an ‘organisational learning
system’. The learning process will take place only on the condition that ‘the
learning system is’ [...] ‘adequate enough to enable the organisation to imple-
ment its existing policies and meet stated objectives’ (ibid). That means that
organisational learning in its completeness takes place in an organisation
possessing the features of an learning organisation.

The notion of organisational learning has become very prominent in the
recent past. Managers see organisational learning as a powerful tool for
improving the performance of an organisation. Thus, it is not only scholars of
organisation studies who are interested in the phenomenon of organisational
learning, but also practitioners who have to deal with the subject of organisa-
tional learning.

1.2. The background of theoretical development
of learning organisation and historical treatment

At the initial stage a process-oriented approach to learning within and by the
organisation was dominant but soon researchers began to express learning in the
framework of cognitive rules (Argyris, 1991). This created a need to plan the
social context of learning in the organisation, and this demanded an
understanding of the cultural background of the people in the organisation, their
behaviour and impact on each other in their daily activities. This in turn helps in
formulating which qualitative features should describe learning organisations
and to what extent these features are represented in an organisation which is
considered a learning organisation. These are theories which treat individual
and organisational learning as mutually dependent processes which have a
strong communal socio-cultural approach (Perkins et al., 2007).

Researchers have identified clear systematic stages of organisational
learning beside common feedback and non-response to environmental changes
(Argyris, 1977; Georges, Romme, Witteloostuijn, 1999). Organisations which
are not characterised only by reactive behaviour are considered learning
organisations (ibid.). Several researchers have described these specific features
(Senge, 1990, 2003; Pedler et al., 1991). There is no consensus regarding the
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definition of the learning organisation (Garvin, 2000). Table 2 presents different
definitions of the learning organisation to show their evolution and variety. The
author selected Senge as the first researcher since he is one of the most popular
authors in this field.

An essential issue in the treatment of “organisational learning” is the
relationship between the learning of an organisation and of an individual.
“Organisational learning” only occurs when people in the organisation learn,
but this does not mean that employees’ learning is organisational learning, as
this is not merely a sum of individuals’ learning, it also involves the reciprocal
influence of its members, their relations, and the transfer of knowledge and
ways of storing its many forms. People work together in the learning organisa-
tion and this creates commitment (Alas, 2002; Mets, 2002; Fullan, 2006; Sun,
Scott; 2003; et al.). Consequently, the treatment of “organisational learning”
deals with the issue of how individuals learn in the organisation, where learning
to (jointly) learn is first and foremost the learning process within the organisa-
tion. Purposeful cooperation in the learning organisation results in the trans-
formation of isolated pieces of knowledge into knowledge accessible by
everybody which can be shared, identified and acquired, and can be used as a
base to move further (Whittington, Dewar, 2004; Wilhelm, 2006). Organisa-
tional learning is a process where learning is transferred from individuals to the
team, the organisation and beyond the organisation and the other way round,
and its result is a change in the behaviour of the organisation. A “Learning
organisation” is a place (environment) where the learning process takes place as
a way to achieve the desired goal.

Some authors use the definite article the or the indefinite article a in order to
distinguish between the different concepts of “learning organisation” in English
(a learning organisation, the learning organisation), treating the term as a noun
and thus it is not seen as an activity but a form of concrete organisation (a
desired ideal). Senge et al. (2003) call it a vision which exists in the collective
experience and imagination of the organisation. Efforts need to be made to
realise the vision, they must be undertaken to change the organisation’s
behaviour (Sun, Scott, 2003), “organisational learning” may be undertaken
without any effort (Ortenblad, 2001).
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The learning organisation has been treated in different ways. Some examples:

1) The normative approach, supporters of which claim that organisational
learning may only take place when all the necessary conditions have been
created.

2) Development theories — an organisation will learn as an organisation in the
later stages of its normal course of development. A new organisation cannot
be made into a learning organisation, it needs to go through all the prior
stages of development.

3) Capacity theory — learning is programmed in the organisation from its roots.
There is no single and best way of learning which is suitable for all
organisations. Each organisation learns differently. To be ahead of changes
in the environment, a learning organisation offers all employees’
opportunities to be tuned in, find creative solutions to problems and seek
opportunities for learning new knowledge and skills. A learning organisation
is characterised by openness to new ideas and the generation and
dissemination of new ideas. There is extensive cooperation among different
fields. It has become obvious that learning organisations have succeeded in
ensuring continuous improvement of results as a consequence of constant
change in the organisation.

A learning organisation expects to create the conditions required for the
development of staff and their active participation in shaping the company’s
future. If the decision is taken to become a learning organisation, it will include
changing the management style so that upper and lower levels of the manage-
ment hierarchy come closer to each other, and decision-making rights and
powers are re-distributed between an organisation’s levels.

Many researchers have found several more dimensions describing an
learning organisation and complementing Senge’s model. According to Moila-
nen (2001) the holistic view should be added. Silins et al (2002) define seven
dimensions that characterise schools as learning organisations: environmental
scanning, vision and goals, initiative and risk taking, review, recognition and
reinforcement, and continuing professional development.

Pedler et al. (1991) on the other hand introduce 11 characteristics of an
learning organisation. Moilanen (2001) presents the model of the “learning
organisation diamond” containing five basic elements: driving forces, finding
purpose, questioning, empowering, and evaluating. The “organisation-indivi-
dual” and “managing-leading” dimensions in her model (ibid.) multiply the
levels of the elements studied.

Researchers have identified clear systematic stages in organisational learning
beside common feedback and non-response to environmental changes (Argyris,
1977; Georges, Romme, Witteloostuijn, 1999). Organisations which are not
characterised only by reactive behaviour, are considered learning organisations
(ibid.). Several researchers have described these specific features (Senge, 1990,
2006; Pedler et al., 1991; 1997). Moilanen (2001; 2005) in her studies
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demonstrated variations in the strength of the learning features of different
companies. Previous studies allow the assumption that even within an economic
sector significant differences between non-learning and learning may exist,
depending on business activities. However, variation between companies in
different sectors, and between public and private organisations can be markedly
higher. Goh (2001) identified differences between the indicators by studying
organisations widely considered as benchmarks in the industry or sector. The
features of organisational learning can fit in different combinations in organisa-
tional learning on the basis of the differing strengths of the features.

A number of researchers have attempted to measure Senge’s disciplines and
they have discovered other dimensions which describe the learning organisation
and add to his model. For instance Moilanen (2001) suggests adding a holistic
perspective. Silins and others (2002) define seven dimensions which describe
schools as learning organisations: scanning the environment, vision and goals,
initiative and taking risks, an overview, understanding, strengthening and conti-
nuous professional development. The empirical study resulted in four factors: a
trusting atmosphere based on cooperation, initiative and risk-taking, a shared
and traceable mission and professional development (ibid.). Table 1 in Appen-
dix 1 presents different definitions of the learning organisation to show their
evolution and variety.

The author admits that the concepts of the “learning organisation” and
“organisational learning” are frequently viewed as one phenomenon but often in
different ways. In principle, they are two closely linked terms and the depth of
the links depends on the context. A common claim is that the “learning orga-
nisation” is a form of organisation with is distinctive features, whereas “orga-
nisational learning” is a process of learning undertaken in the organisation, or a
set of methods for joint learning. The author’s opinion is based on views which
claim that the features characteristic to a learning organisation are developed
through organisational learning and thus it becomes a learning organisation —
learning is also seen as a process that results in change.

1.3. Senge’s concept

Senge’s concept (1990) was published in The Fifth Discipline: The Art and
Practice of the Learning Organisation, drawing upon a large body of work:
system dynamics, "personal mastery" (based on Robert Fritz' work and the
concept of creative tension), mental models (based on Pierre Wack's and Chris
Argyris' work), shared vision (drawing on the organisational change traditions
at Innovation Associates), and team learning (drawing on dialogue and David
Bohm's concepts).
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It refers to the features of both the organisation and the individual, and to
people’s specific behaviour in the learning organisation. The components of
Senge’s five discipline model are as follows:

1) systems thinking determines the system’s (manager, organisation) internal
limits to growth; it can unite people by helping them to understand relation-
ships in the world and thus decrease misunderstanding and disappointment;

2) personal mastery is the skill of learning to apply one’s personal abilities,
beginning with the most valuable. Personal mastery stands for constant
development of one’s future vision and treating work as a creative process
(creativity is preferred to reactivity): understanding the present better sup-
ports the implementation of the vision;

3) mental models can make people stronger by teaching them how cognitive
processes change the way they see and define their relationship with other
people and the world; they also include fundamental values and principles;

4) team learning facilitates the unification of thinking and energy and creates
resonance and synergy in learning. Correctly functioning feedback and
continuous dialogue and discussion are essential in the process;

5) shared vision describes how collective discipline establishes a focus on
mutual purpose. People learn to nourish a sense of commitment in a group or
organisation by developing shared images of the future, they seek to create
the principles and guiding practices by which they hope to get there.”
(Senge, 1990, 2006; Gary, 2005).

According to Senge’s belief, people are able to participate in changes as

initiators rather than merely responding to them. The topic of changes and

learning in educational institutions has been the subject of analysis in Senge’s
works. Senge and his colleagues have expressed their opinion in a book on
school issues that major problems in schools can never be solved by commands
or orders but by an orientation towards learning. Networking and interlearning
among different interest groups in the educational system (such as parents of
students, local government, trade unions, students, teachers and other
stakeholders) is very important in order to perceive a common responsibility for
the future of the educational system and to determine what to learn from each

other (Senge et al., 2000).

Peter Senge understands the discipline as a series of principles and customs,
integrated into the learning organisation (Senge, 1990). According to Senge’s
concept, a learning organisation created in a learning environment can be seen
as a team whose members develop new skills and abilities that affect their
behaviour and help them to see the whole together. This is not merely the
development of skills but rather a fundamental shift in both individual and
collective thinking — this is a deep learning cycle (Senge, 1996, 2003).

Senge’s methods are mostly based on Argyris, Shon, Fritz, Wack’s and
Bohm’s works (see Appendix 1, Table 1), which place the main emphasis on
action science but where action sciences do not pay any attention to politics and
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power. Senge does not talk about politics in organisations and he excluded
management hierarchy, age, sex, race and other similar issues from the scope of
his study — the main objects of his study are open-mindedness and mutually
supporting cooperative activities. The author is of the opinion that the above
aspects do not have an adverse affect on this dissertation and most importantly,
the features of the learning organisation are universal in Senge’s model and
independent of the type of business (private company, public service), Senge's
model is relatively well studied and flexible. This has enabled the author to
extend the current study into different sectors concurrently.

|.4. Mets’s concept

The transition to becoming a learning organisation begins with an analysis of
the organisation’s environment and planning of a strategy (Whittington, Dewar,
2005) and an environment must exist where individual learning becomes
collective, organisational and inter-organisational. The road an organisation
takes to this goal depends on how it begins and where the desired destination
point is, how the learning organisation is defined, and the frame for develop-
ment chosen to help to achieve the desired results (Reynolds, Ablett, 1998;
Mayo, 2007). These aspects have been described and applied by an Estonian
practitioner and researcher Tonis Mets in his model which the author briefly
describes below.

According to Mets, organisational learning stems primarily from the internal
and external environment of the company, its business processes, resources,
knowledge and so forth, and also serves as cognitive mapping. A cognitive map
is defined as “mental constructs which we use to understand and know our
environment” (Spicer, 1998).

Mets has based his model on Argyris (1991; 1999), Senge (1990), Nonaka
and Konno (1998), Georges et al. (1999) and other theoretical studies. Essen-
tially Mets’ (2002) model of organisational learning stems from understanding
that the characteristics of organisational learning are those of a process and an
infrastructure, and are also of mental origin, and these form the three different
dimensions of organisational learning, and also of organisation development.
The application of process methods depends, according to Mets’ evaluation, on
the experience of the person who applies those methods (Mets, 2002).

This allows the conclusion that the creation of new knowledge is realised
within an interaction of the business process, learning (sometimes also training)
and mental systems.

The general development scheme used by Mets (2002) in practice has been
used for the last six or seven years. It gives a summary of introductory stages
and the main process — organisational learning (Figure 1):
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0. Preliminary stage. Comprehension of the problem by the manager. If neces-
sary, application to an external consultant. Preliminary agreements.

1. Strategic diagnostics and analysis of the company, which generally include.

* interviews with key persons, monitoring of intra-company processes,
» familiarisation with job management and internal procedures,

+ familiarisation with financial accounting and primary analysis,

» complete short analysis, findings and summary.

2. Setting up the general goals of the development process and planning the
following steps. In this stage it is necessary to establish the readiness of the
management to devote themselves to the process, i.e. their readiness for team
learning.

3. Determination of the urgency for changes, distribution of roles in the
development work. Launching of indispensable measures.

4. Organisational learning. The contents of the process strongly depend on the
strategic position of the company and the development level of the team. In
the course of the process both the individual and team capabilities (Phase 1)
of the organisation members and leaders are increased and their mental
intersection grows (Phase 2), as a result of which the business process of the
company is developed (Phase 3). New experience gained from the develop-
ment of the business process re-launches the first phase.

Strategic diagnos- General goglg of The role of change
: OD and prelimina- —
tics and analyses h agent and urgent
ry planning of the S
of company activities
process
Organisational learning Joint language
Training key persons Cognitive maps
Training team thinking and acting Mental models
Mapping and analysing business processes Shared vision
Creating general organisational vision Shared values
Creating strategies. .. Shared patterns
. . Creativity,Principles
Coaching and advising managers Culture, Systems
Informing and training personnel Knowledge...

T~

Plans, procedures, projects, budgets,
products, technologies...
Business processes
Corporate structure and resources

Environment

i
|
Client's needs |

Figure 1. A general model of learning-based strategic development framework (Source:
Mets, 2002).

30



In reality the development process will continue, connecting and passing these
phases (stages) simultaneously i.e. a learning environment will be formed. A
three-dimensional organisation development environment based on learning is
formed. The process-related character describes the strategy cycle as a whole, it
is fed-back and continuous and its parts are interconnected (Mets, 2002).

The use of Mets’ model indicates a way to divide the development of the
organisation into different phases and sub-phases and makes it clear that
learning in the organisation is one part of the whole development process (see
figure 1).

Questionnaires can be used in all these phases along with other different
methods and role distribution, and the author thus decided the Mets’ model is
suitable for the purpose of mapping the features of the learning organisation and
preparing a questionnaire. The author uses the term ‘3D model’ to refer to the
organisational learning framework model further in the dissertation.

1.5. Research model

On the basis of the above viewpoints, the author selected Senge’s and Mets’
models to serve as the basis for the research model. The reason for this is that
Senge has explained his model’s applicability in the framework of educational
institutions and as hierarchies have been excluded, the five disciplines of his
model are according to their content and idea (see p. 1.3) universal, flexible and
independent of the type of organisation, which allows surveys to be extended into
various sectors. The author was inspired by the model by Mets, the Estonian
researcher and practitioner, for its logical and comprehensive system and its
applicability in Estonian companies. While the three-dimensional learning
organisation framework model involves five disciplines by Senge, these models
lend themselves being combined into a research model. The conceptual
model thus created is a framework conception for all studies (see figure 2).

The initial models for the research concept selected by the author were
originally independent models by the researchers Senge and Mets. The author
analysed their content and elements, identified their similarities and com-
monality (as explained in Study III), and it resulted in an integral research
model (concept).
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Research model Elements of the model
Features of learning
organisation

by Senge (S):

Shared vision (S1)
Personal mastery (S2)
Systems thinking (S3)
Team learning (S4)
Mental models (S5)
Threedimensional learning
framework (3D):

Main process (3D1)
Individual and team
learning (3D2)

Mental systems (3D3)

Initial models

Senge’s
co&lgept
o O
OO

dimensional

framework (3D)

O O
O

Figure 2. Conceptual model' (compiled by the author)

1.6. The research process and methods

The thesis contains four independent but three studies. All studies are empirical
and presented in the framework (see Figure 4) which looks at organisational
learning through an exploratory approach (see Figure 3) aiming to map and
comprehensively understand the patterns of the learning organisation.

Method ~_
SETTING GOALS >

~ Conclusions
- . .
Questionnaire 2
~ Conclusions

S YT

DATA

\
"MAPPING OF .
LEARNING ORGANISATION -~

FEEDBACK

Analysis (1)

Figure 3. Methodology: exploratory approach (complied by the author after Routio 2002)

! Abbreviations in the “Research model”(Figure 2): “S” for Senge model, and “3D”

for Mets’ model; “Elements of the models” in the figure are presented in numbers,
shown in the section of elements of features.
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When planning the study the need for the sample and methods of both of the
models described above to coincide was taken into account. The author
designed the key principles of the structure of the model of the empirical study
so that the fundamental model arose from Senge’s five disciplines: 1) systems
thinking; 2) personal mastery; 3) mental models; 4) team learning; and 5) shared
vision, and Mets’ three dimensional model (see Figure 2).

The scale of the deductive development was implemented (Hinkin, 1995).

The questionnaire was formulated so that each of Senge’s disciplines was
covered by a minimum of seven statements.

The features of each discipline (Senge’s model) and dimension (Mets’ mo-
del) were described in statements as a phenomenon which could be identified
and assessed by respondents, and were not purely their opinion or impression.

The correlation of the statements thus formulated with the three-dimensional
framework model of organisation development (individual and team learning,
mental systems, and main/business process) was proved, and additional
statements were devised to cover both models.

The study process used is briefly described in Figure 4.

Surveys were carried out in two primary target groups:

e staff in educational institutions,

e cemployees in production and service companies.

Initial models |\ i
|
o Sengeo i Que§ti0n- i
I | Objecti naires I _ _ .
©0 S| rssaen || 2 || Qo] [0
| | = _
™ research [ 122:?1?2(11’5 B | naire 1| (article [ lcop o
| \ usions
3D | tasks C i |schools 1)
| D ! T
o O | < :
(@) \ E)(App)| )
L 777777777777777777777777 7777‘:—’ Q}’leSt > Analy- gl Initial I Results
tion- . and
naire 2 818 cone- main
(article | |lusions a
com- 2) conc-
panies lusions
v
. Analy-
Question- siszr{d Con-
naire 3 [ com- > olu-
educational . .
institutions parison stons
(article 3)

Figure 4. The study process (compiled by the author).
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Study I is based on the questionnaire of the learning organisation prepared by
the author and a survey carried out in six schools in Estonia in 2005. Respon-
dents were participants in in-service training courses. The questionnaire in-
cluded 47 statements and open response questions. Data was processed using
the SPSS programme. This work resulted in a questionnaire to study the
features characteristic to the learning organisation and organisational learning in
Estonian schools. The results allowed the questionnaire to be adapted further for
studying companies.

Study II is based on the learning organisation questionnaire that the author
amended to suit research into companies. The questionnaire study of company
managers was carried out in 2005-2006 at training courses and the expert
method was used. To this end Open University students of the University of
Tartu were presented with this questionnaire and some carried out the survey in
the production companies they worked for. Data were also collected through the
supervision of students’ theses (where the author’s questionnaire was used in
the empirical surveys). The questionnaire included 47 statements and open
response questions. The result was a questionnaire for studying the characte-
ristic features of the learning organisation and organisational learning in Esto-
nian companies.

Study III. The author improved the system of the research model on the basis
of the results of Studies I and II and extended the number of statements in the
learning organisation questionnaire to 52 for schools and retained open response
options. The author carried out the questionnaire in educational institutions in
cooperation with the staff of the Educational Department of Parnu Town
Government and students of Parnu College, and at in-service training courses.
Exploratory factor analysis based on the data processing programme SPSS was
used. It was the first time a comparison of the presence of the features of the
learning organisation in different types of organisations was undertaken in
Estonia.
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3. CONCLUSIONS

3.1. The main findings

Below are summaries of the three research papers with a common focus on
identification and mapping of features of learning organisation in Estonian orga-
nisations.

Study |

The topic of the first study looks at the school as a learning organisation
because there was no comprehensive research in this field nearly absent. Its
focus lies on the skills of teachers as learners in relation to the features of the
five disciplines of the learning organisation. Systematic development of the
skills of the staff is especially important in the school in order to improve
students’ and parents’ satisfaction with the quality of teaching, and also to
ensure that students are better prepared to enter the labour market. Study 1
determines the features of the learning organisation in the Estonian schools,
considers concepts of development and change and the background of organisa-
tional learning, explores success factors and factors affecting development
processes in the school, and provides an overview of the empirical research. The
author and an expert group wrote a questionnaire to study the learning
organisation based on Senge’s model of the learning organisation and Mets’
framework model of organisation development. The questionnaire was carried
out in four schools in two counties among participants in an in-service training
course in 2005 (330 questionnaires were issued, 198 (60%) were returned.
Exploratory factor analysis showed that the structure of the questionnaire more
closely reflected Mets’ framework model than Senge’s model. Analysis
indicated that there is a relationship between the main processes, learning and
mental systems.

Since knowledge is created in the social interaction of individuals and
organisations, the study implies that organisational learning and the multiplica-
tion mechanism of knowledge still do not apply is studied schools. Actual
cooperation between teachers is weak, even though they give a high rating to
cooperation as a value. The responses showed that appraisal interviews as a
form of feedback are at the initial stage of development. However, the results
also show that Mets’ model enabled whole school mapping, and also mapping
features of the school as a learning organisation.

The result of the questionnaire and analysis was a preliminary survey with
the characteristic features of the learning organisation and organisational
learning in Estonian schools.
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Study Il

The second study aimed to determine and identify the features of the learning
organisation in Estonian production companies. Employees at all performance
levels were involved. The basic model of empirical research came from Senge's
five disciplines and Mets's three-dimensional learning framework. Altogether
the questionnaires of 326 respondents were analysed, 187 of whom identified
themselves as workers and 137 as managers.The main idea of the learning
organisation in the sample of Estonian production companies was better
represented in the group of “managers” (business owners, board members,
managers, middle managers and specialists), whose perception of organisational
learning was described by three statistically reliable factors relevant roughly to
organisational learning framework model: internal environment and learning,
shared values and the main business process. The workers perception of
learning organisation processes was less differentiated and was limited to two
factors related to the internal and external environment of the company. In the
author's opinion this is related to the following circumstances:

The managers are more often involved in the decision-making process of the
company. Their role, education, attitudes and responsibilities are more comp-
licated than those of production workers. Systems thinking and improvement of
professionalism were relatively weakly represented which suggests a limit to
available resources in Estonian companies.

The workers’ understanding of their company is tightly linked with their
wages and commitment. This suggests the higher importance of their wages and
lower importance of their self-development. The workers distinguish internal
and external factors, but in their own roles they are less reliant on themselves
and feel less responsibility for their development.

The main conclusion is that organisational learning is not a common pheno-
menon in studied Estonian production companies, although it is known about
and there is a move towards the learning organisation.

Study Il
The third study compares the state of organisational learning in organisations in
the public and private sectors and uses the questionnaire based on Senge’s five
disciplines and Mets’ framework model of organisation development. Based on
theoretical approaches the primary viewpoint of the research was that learning
as a process takes place within the framework of the organisation.The concept
of the learning organisation is a means for the systematic development of an
organisation and not an aim in itself.

The survey covered the staff of public (including pre-school, primary and
secondary educational institutions) and private sector organisations; factor
analysis revealed the following:
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» similarities in the perception of the features of the learning organisation in
the public and private sector; members of the organisation perceive features
related to the learning organisation environment in a similar way;

» the absence of a holistic pattern determined by Senge’s model, with this pat-
tern being more distinctive in private organisations than in the public sector.

The public sector sample showed more instability in the five discipline pattern

than the private sector sample did. There was a fairly high similarity in the

matrices of the main pattern of both samples in terms of final factors: creating a

shared vision and (team) learning, the main process, and shared values.

3.2. Discussion of main results

The concept of the learning organisation is a means for the systematic develop-
ment of an organisation and not an aim in itself. The strength of the learning
organisation derives from the sharing of knowledge and experience created
within a company, employees’ awareness of their role in ensuring company
success and their place in this process, and the creation of an environment
conducive to learning.

Analysis of the concepts of organisational learning and the learning organi-
sation highlighted aspects of the process and the cognitive environment. The
three-dimensional learning organisation framework model encompassed five
disciplines (Senge) and this enabled the development of a combined general
research model. The main idea was to treat the five disciplines as a model which
can be applied at the organisational level. It was concluded that learning is a
process which operates in the framework of organisation development.

Questionnaires for mapping the features of the learning organisation in Esto-
nian educational organisations and companies were written during the research.
Two base models were used for preparing the statements of the questionnaire:
the five disciplines of the learning organisation by Senge and the three-
dimensional framework model of organisation development. The features of the
learning organisation were described through statements as certain facts or
phenomena to allow them to be identified in the respondents’ organisation and
assessed on a 10-point scale. Application of Senge’s theoretical model has
yielded various empirical models with different structures describing the
features of the learning organisation in a number of prior surveys, and the
exploratory research approach was selected for studying Estonian organisations.
This general method ensured openness to various methodical approaches,
results and ways of interpretation. The features of the learning organisation are
seen as patterns, they were shaped in the course of the empirical survey and are
presented in Table 3. The general process of the development of the empirical
model which is the output of the dissertation and its results for different
organisations are presented in Figure 5.
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From the Table 3 can be seen that in Estonian organisations it is not possible
fully to identify the reliability of Senge’s model (in terms of the strict criteria of
factor analysis).

Mapping several samples of Estonian organisations identified a wide range
of patterns of learning organisations from non-learning to completely learning,
where the structure of the pattern depended upon the organisation’s social
function and its employees’ role within the organisation. In the sample of pro-
duction workers and employees of production companies those patterns mostly
had two components, while in the samples of teaching staff in schools and
employees in general education the pattern of the learning organisation had
three components, and the same occurred in the group of managers of the
production companies. The most complicated pattern appeared in the sample of
service and production enterprises where it comprised five components. It can
be stated that the Estonian organisations studied are partly or integrally between
a non-learning organisation and a completely learning organisation.

Studies of the educational institutions identified a three-factor model which
has the characteristic features of the three-dimensional learning organisation
development framework model. It should be noted that Senge’s five-component
concept was not covered and the following three-component pattern in organisa-
tional learning emerged. First, three main factors appeared in schools: values,
individual and team learning and the main process (20 statements); secondly, in
educational institutions (including pre-school institutions) the main factors were
creating a shared vision and team learning, the main process and shared values
(23 statements). Though the pattern of the learning organisation as a five-
component structure was not completely absent in educational institutions, the
final three-factor result was more indicative of the learning environment. Thus
we cannot claim the complete structure of organisational learning is present in
educational institutions.

An employee’s perception of the features of the environment of organi-
sational learning depends on their role within an organisation. Factor analysis
carried out within the studies in the production companies gave two different
patterns or two types of learning organisation models: managers and workers
patterns.

Representatives of the workers group perceived the environment of orga-
nisational learning as having two dimensions (27 statements) and it described a
flat organisation: internal and external factors.

White collar workers perceived the environment of organisational learning
as three-dimensional (20 statements): a) internal processes and learning; b)
values and c) the main process.
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Research model Empirical model

@

environment

Initial models

Senge’s
concept

<[>

dimensional
framework (3D

External environment

Figure 5. Forming the empirical model of the study”

Analysis of the results of the comparative survey of companies and educational
institutions showed that the learning organisation model and perception of
features of the learning organisation in the samples of educational staff and
managers’ sample were fairly similar: similar patterns emerged and only
weightings of factor loadings were in the reverse order. Factor analysis showed
that the pattern of the five factors of the learning organisation in the sample of
the educational institutions is less stable than in the companies. The components
of the pattern of both samples were: creating a shared vision and (team)
learning, the main process, and shared values.

The empirical model in Figure 5 describes the multifaceted character of the
learning organisation including all variants of the patterns mapped in Table 3:
from the two-dimensional quite simple combination of internal and external
environments to the nearly but not fully complete combination of Senge’s
disciplines.

Various patterns of the learning organisation emerged from the surveys across
the different respondent groups. None of the patterns fully corresponded to Senge’s
model but the features of this model were represented at different strength levels in
most samples. It thus appeared that Estonian organisations are positioned between
the learning (according to Senge) and non-learning organisation.

In conclusion, organisational learning is a complex versatile process in an
environment characterised by features related to the organisation’s main process

> Note:The shaded area indicates that none of the patterns completely coincided with

Senge’s model. Figure 5 represents results of the empirical study (see also Figure 2,
p 32).
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and the external environment, and also processes in the organisation’s internal
environment. On the whole, these features describe the learning organisation as
an environment where organisational learning takes place. The current study
confirmed the earlier conclusions of many authors, including Senge and Pedler,
on the versatile features of the learning organisation; the current study,
however, unlike others, emphasises these three components first and foremost:
1) creating a shared vision and team learning, 2) the main process, and 3) shared
values. This result best corresponds to Mets’ three-dimensional organisation
development framework model.

3.3. Practical value of studies

The practical value of the study derives from its contribution to improvement of

management practices of organisations and the creation of further opportunities

for the achievement of higher performance in these organisations. Senge’s
concept of learning organisation became known in Estonian schools in the

1993/1994 academic year’ but until this study a fundamental survey was absent

neither were there measurement tools for establishing the learning organisation

in the Estonian educational system. The situation was similar in corporate ma-
nagement. A primary result of the study is a tool in the form of a questionnaire
for assessing learning organisation in companies. The tool helps managers to
identify current learning within the organisation, and supports the purposeful
planning of long-term learning systems, and assists them in the systematic ana-
lysis and management of processes in the company.

Practical values of the study for the educational institutions:

- The study carried out in schools demonstrated that schools as learning orga-
nisations were still completely or partly undeveloped. This led to the need to
systematically develop schools into learning organisations. The author
devised a phased general scheme for the launch of the learning organisation
in schools, the scheme is universal and can be implemented irrespective of
the type of organisation (a school or a company) (see Appendix 7, Figure 1).

- The application of the learning organisation and development processes in
schools or other educational institutions is closely linked to the function of
running the institution. Due to legislation, responsibilities of managers of
education in Estonia are rather limited, as are their opportunities to impact
processes. On the basis of the results of the cooperation study (Torokoff,
2003) and of the follow-up studies the author has proposed that the Ministry

’ Based on dissertant's personal experience gained from participation in the training

and development project for school personnel "Distinguished School", organised by the
State School Board and the Open Estonia Foundation 1993-1994 (see also:
http://www.ami.ee — Avatud Meele Instituut).
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of Education and Research review and specify responsibilities of school
directors and staff councils in terms of the main process of the school —
teaching and education (Torokoff, 2001; Torokoff, 2004; Torokoff, Mets,
2005).

The survey results are partially used in the Action Plan of the Department of

Education of Padrnu Town Government for 2008-2011 for the shaping of

organisational learning capacity in educational institutions in Parnu.

The author’s studies demonstrate large unused resources in the development of

managing companies in Estonia. Practical findings and results of the study are:

- It appeared that workers’ understanding of the learning organisation is more
simplistic than that of managers. This implies that junior managers should be
trained to manage the development of their staff so that they in turn improve
their initiative, team learning and dialogue capacities and skills.

- In order to launch the processes of further added value characteristic of the
increasingly knowledge intensive economies, an increase in the organisatio-
nal learning capacity in the entire organisation is of high importance. This is
also an indication of the need to develop corresponding values and culture in
the organisation.

The production company OU MS Balti Trafo (Rohula, 2008) used the study

results and the questionnaire to devise their strategic development plan. The

author also included a description of the company management plan for
learning organisation in a practical handbook of Aripdev (Business Daily)

targeted at middle-managers (Torokoff, 2007; Torokoff, 2008).

3.4. Recommendations for further research

Mutual correlation of components of the models by Senge and Mets can be
considered a main limitation of this study which appears in the factor analysis
of the empirical data. Works of other authors suggest similar outcomes (e.g.
Silins, 2002) and that there is a likelihood of combinations of different features
which describe the learning organisation. One solution might be filtering out
correlations of a combination of mutually completely independent factors. The
drawback to this proposal is the likely loss of a large part of the information
(features of the model) (treated in Study I and II). Thus the “cleanliness”
(mutual independence) of the features of the learning organisation and the scope
of information which may be contradictory, will remain a problem in further
studies This solution may result in a reduced number of features of the learning
organisation which is evident in the theory of social cognitive learning.
According to Bandura and Wood (1998) the model of social-cognitive
theory shows mutual relationship between three determinants: behaviour, cogni-
tive and other personal factors, and the external environment. These dimensions
have a bidirectional impact where causal factors may appear at different
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strengths at different moments. The impact of these determinants does not
necessarily appear at the same time (Wood and Bandura, 1998; Small and
Irvine, 2006). An increase in the number of features describing the learning
organisation also involves an increase in the scope of information of the
respective model, this enables a more flexible approach towards learning
organisation. Further studies may seek to identify a resolution of the dilemma.

Five disciplines of Senge describe features of the learning organisation but
not the process of learning or how a particular organisation entered the process
of organisational learning. This way Senge’s concept creates a framework or an
environment where organisational learning occurs. Another future research
topic may be the identification of the mutual impact of the said framework and
the process.

For the positive development model of economy it is necessary to study how
financial performance and organisational learning are related, and also how
learning from customers is implemented, and linked to the external environ-
ment, and so on. Organisational learning in a multicultural organisation should
be explored. Other research questions or tasks for future studies may include:
undertaking comparative studies using the same questionnaire in analogous
companies abroad; how to overcome behavioural constraints related to openness
of the organisation, especially where negative information is an unpopular
issue; how to avoid repeating mistakes; how to ensure the organisation does not
lose knowledge when key persons leave the organisation; which are practical
reflections in the organisations where the learning system is in efficient opera-
tion; how to assess quality of organisational learning: through team building,
stable and loyal staff or something else? If the ideal situation of the learning
organisation is achieved through organisational learning, when can you ana-
lysethe organisation as an intelligent organisation? (Syddnmaanlakka, 2002;
Edvinsson, 2002). An essential research issue in Estonia’s context is to continue
research into learning organisation as a process and to improve the research
methods
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Appendix |

APPENDICES

Table 1. Timeline of Learning Organization Concepts

Time |Key person An important event or publication

1938 |John Dewey In his book Experience and Education, John Dewey publishes the
concept of experiential learning as an ongoing cycle of activity.

1947 | Margaret Mead, They bring “systems thinking” to the awareness of a cross-
Gregory Bateson, disciplinary group of key intellectuals.

Lawrence Kubie

1940s | Kenneth Craik Scottish psychologist Kenneth Craik coins the term “mental
models”, which later makes its way to MIT through Marvin
Minsky and Seymour Papert

1946 | Kurt Lewin National Training Laboratories co-founder Kurt Lewin proposes
idea of “creative tension” between a person's vision and sense of
reality.

1956 |Jay Forrester Jay Forrester begins developing “system dynamics”

Ed Shein Ed Schein's research on brainwashing in Korea paves way for
understanding of process consultation.

1960 | Douglas McCregor | The Human Side of Enterprise (Douglas McGregor) is published

1961 |Jay Forrester Industrial Dynamics (Jay Forrester) is published. This first major
application of system dynamics to corporations, describes the
turbulence of orders in a typical appliance value chain.

1964 MIT graduate students develop the “beer game” to illustrate
Industrial Dynamics, one of the first simulations of systems
(conveniently converting toasters to beer)

1970 | Cyris Argyris, Chris Argyris and Donald Schon begin their collaboration into

Donald Schon “Action Science”, the study of how espoused values clash with
the values that underlie real actions.

1972 | Dennis Meadows, Limits to Growth (Dennis Meadows, Donella Meadows, et al) is
Donella Meadows | published, applying Forrester’s systems dyuamics to the “world
etal problematique” for the Club of Rome, triggering a furious

reaction from economists.

1973 | Don Michael Learning to Plan and Planning to Learn (Don Michael) is
published, a book for policy makers that sets out the idea of
organizational learning for the first time.

1971~ | Erhard training Erhard training seminars (est) demonstrate the powerful attitude

1975 shifts that can come about in a seminar lasting several days.

1974 | Chris Argyris, Theory in Practice (Chris Argyris, Donald A. Schon) is published
Donald A. Schon

1976 |D. A.Kolb Management and the Learning Process

1982 | Jennifer Kemeny Working at Procter & Gamble, and helping them follow up their
famously secretive sociotechnical systems work, Forrester
alumna and Innovation Associates consultant Jennifer Kemeny,
along with Kiefer and Senge, develops the “systems archetypes”
— a technique for translating system dynamics complexities into
relatively simple conversation-starters.
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Time |Key person An important event or publication
Pierre Wack Pierre Wack, scenario planner at Royal Dutch/Shell, spends a
sabbatical at Harvard Business School, and for the first time
writes his article about scenario practice as a learning activity.
1983 |P. Shiravastava A Typology of Organisational Learning Systems
1985 | Chris Argyris, Action Science (Chris Argyris, Robert Putnam, Diana McLain
Robert Putnam, Smith) is published.
Diana McLain Smith

M.C. FioLM.A. Lyles

Organisational Learning

1987

Harriet Rubin

Drawing on this group's work, Senge and de Geus begin working on
a book together, brokered by Shell networker Napier Collyns, who
introduces them to Doubleday editor Harriet Rubin. de Geus
publishes his ideas in a key Harvard Business Review article, called
“Planning as Learning”, in which he concludes, “The greatest
competitive advantage for any organization is its ability to learn”.

1988

Peter Schwartz,
Stewart Brand,

Peter Schwartz, Stewart Brand, Napier Collyns, Jay Ogilvy, and
Lawrence Wilkinson form the networked organization Global

Napier Collyns, Business Network, with a charter to foster organizational learning
Jay Ogilvy, through scenario planning.

Lawrence Wilkinson

B. Levitt, Organisational Learning

J. G. March

1989

Senge and de Geus

Senge and de Geus decide that they should develop separate
books. Senge finishes his manuscript, for a book ultimately titled
The Fifth Discipline, a few months after his second son is born.

David Bohm, Oxford University management scholar Bill Isaacs, an associate of

Ed Schein, quantum physicist David Bohm's, introduces Senge to Bohm and to

Chris Argyris, the concept of dialogue as a process for building team capability.

Arie de Geus, The Center for Organizational Learning is formed at MIT, with

Ray Stata, Senge as director, and with Ed Schein, Chris Argyris, Arie de

Bill O'Brien Geus, Ray Stata, and Bill O'Brien as key advisors and governors.
The research staff of the “learning center”, as it’s called, includes
Daniel Kim and systems researcher Janet Gould; later, Bill Isaacs,
Fred Kofman, and future “Dance of Change” coauthor George
Roth will join the staff.

Daniel Kim, Daniel Kim, MIT researcher on the links between learning organi-

Janet Gould; zation work and the quality movement, cofounds the Sytems

later, Bill Isaacs, Thinker newsletter, the first ongoing publication of “fifth discipline”

Fred Kofman, — related issues with writer/editor Colleen Lannon-Kim. The parent

George Roth organization, Pegasus Communictions, launches an annual Systems
Thinking in Action Conference the following year.

Charles Handy The Age of Unreason (Charles Handy) is published

1990 |P.M. Senge The Fifth Dicipline: The Art and Practice of the Learning

Organisation

Robert Fritz, The Fifth Discipline is published, drawing upon a large body of

Pierre Wack's, work: system dynamics, “personal mastery” (based on Robert

Chris Argyris Fritz’ work and the concept of creative tension), mental models

(based on Pierre Wack’s and Chris Argyris’ work), shared vision
(drawing on the organizational change traditions at Innovation
Associates), and team learning (drawing on dialogue and David
Bohm’s concepts).
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Time |Key person An important event or publication
1991 | G.P. Huber Organisational Learning: The Contributing Process and the
Literatures
1992 The popularity of the “learning organization” community is
recognized when 350 people from around the world gather for
four days at a conference at Bretton Woods, New Hampshire
1993 |D.A. Garvin Building a Learning Organisation
Harvard University professor David Garvin publishes an article in
the Harvard Business Review on organizational learning, arguing
that only learning that can be measured will be useful to
managers.
E. Shein How Can organisations Learn Faster — the Challenge of the Green
Room
D.H. Kim The Link between Individual and Organisational Learning
1994 | Charlotte Roberts, The Fifth Discipline Fieldbook is published. Its authors include
Rick Ross, Peter Senge along with longstanding learning organization
Bryan Smith, consultants Charlotte Roberts, Rick Ross, and Bryan Smith (who
Art Kleiner is also the president of Innovation Associates of Canada), along

with writer Art Kleiner, who becomes editorial director. The
“Fieldbook” concept becomes a new management book genre.

Philip J. Carroll

Philip J. Carroll becomes CEO of Shell Oil Company, and fosters
a four-year “transformation” initiative that will involve Shell Oil
deeply with organizational learning.

The innovation of “learning histories”, a method of using oral
history techniques to assess organizational learning, begins at the
Center for Organizational Learning.

1995

Ford Lincoln

The first major visible Organizational Learning Center projects
are finished. Many of them have produced remarkable results, but
they also have led to disappointing career prospects for the line
leaders who invested in them — particularly for the two featured in
The Fifth Discipline Fieldbook, the 1994 Ford Lincoln
Continental and the GS Technologies dialogue project.

C. Argyris Action Science and Organisational Learning

W. D. Hitt The Learning Organisation: Some reflections on Organisational
Renewal

I. Nonaka, The Knowledge Creating Company

H. Takeuchi

The Organizational Learning Center begins a two year process,
working with Dee Hock, a founding CEO of VISA, to spring out
into a more general international consortium called the Society for
Organizational Learning. Peter Senge is named the first
chairperson of SoL's elected governing council.

A series of workshops and sessions take place, building on
sessions that started in 1993 at the Learning Center, then at the
Society for Organizational Learning, and then sponsored by the
Fieldbook authors, to develop a better understanding of the forces
that make it difficult to sustain organizational learning (and other
change) projects. These lead to an unpublished paper, “The
Ecology of Leadership”, by Peter Senge, which develops the idea
of innate “challenges of profound change”.

112




Time |Key person An important event or publication
1996 Arthur D. Little buys Innovation Associates; it is one of several
consulting firms (others include Anderson Consulting and Ernst &
Young) that invest heavily in building “learning organization”
capability.
The Age of Heretics (Art Kleiner) is published;
Synchronicity (Joe Jaworski) is published.
1997 |Jack Welch Jack Welch asserts in the General Electric annual report that GE’s
only competitive advantage is its ability to learn.
J. Gold Learning and Storytelling: The Next Stage in the Journey for the
Learning Organisation
Arie de Geus The Living Company (Arie de Geus) is published.
M. Pedler, The Learning Company, a Strategy for Sustainable Development
J. Burgoyne,
T. Boydell
1999 |J. Hong, C. Kuo Knowledge Management in the Learning Organisation
2000 |J.D. Pemberton, Organisational Learning and Knowledge Assets — an Essential
G.H. Stonehouse Partnership
2002 g[EHgslls;Itl’ Systemic Thinking and the Learning Organisation
2006 |P.M. Senge The Fifth Discipline. The Art% Practice of The Learning
Organisation.
Revised and updated with 100 new pages.

Source: compiled by the author by Thomas and Allen, 2006;
http://www.fieldbook.comDoDOCtimline.html
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Appendix 2. Questionnaire (for the Study I, 111)
Questionnaire

Palun vastake antud kiisitluslehel olevatele kiisimustele. Hinnake 10-pallisel skaalal,
kuivord histi iseloomustab iga viide Teie ettevotte to6d. Néiteks, kui Te olete esitatud
vaitega tdiesti nous voi annaksite hinnanguks ideaalne, siis ringitage nr 10. Kui Te ei
ole viitega absoluutselt nous voi annaksite hinnanguks puudulik, siis ringitage palun nr
1. Tarniga (*) tdhistatud kiisimustele/véidetele voite vastata vabas vormis.

Antud kiisimustikus olevatele kiisimustele ei saa vastata digesti ega valesti, meid
huvitab just Teie isiklik arvamus.

1. Meil on iihine ldbiarutatud
arusaamine ettevotte tulevikustSaasta | 1 2 3 4 5 6 7 8 9 10
pérast.

2. Meie ettevotte juht kiisib todtajatelt
ideid.

3. Meie ettevottes vaieldakse t66alased
kitsaskohad koheselt 14bi.

4. Tooleping ja ametijuhend sitestavad
minu kohustused, digused ning 1 2 3 4 5 6 7 8 9 10
vastutuse t00 tulemuslikkuse eest.

5. Meie tootajad teevad ettepanekuid
muutuste sisseviimiseks, et ettevotte 1 2 3 4 5 6 7 8 9 10
iihine eesmérk saaks tdidetud.

6. Meie ettevotte personal on
uuendusmeelne.

7. Koigil todtajatel on voimalik
osaleda ettevotte/oma struktuuriiiksuse | 1 2 3 4 5 6 7 8 9 10
eesmirkide sOnastamisel.

8. Meil juurutatakse kiiresti ettevotte
konkurentsivoimet suurendavad 1 2 3 4 5 6 7 8 9 10
muudatused.

9. Meie ettevotte eesmérgid on
moddetavad.

10. Meie ettevotte juhtkond planeerib
muudatusi.

11. Meie ettevotte juhtkond viib
planeeritud muudatusi jarjekindlalt 1 2 3 4 5 6 7 8 9 10
ellu.

12. Olen teadvustanud isiklike
eesmirkide {ihisosa ettevotte 1 2 3 4 5 6 7 8 9 10
eesmirkidega.

13. Jérgin oma td0s ettevotte
eesmarke.
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14. Meie ettevdttes toimub jérjepidev
tootajate koolitamine ja arendamine.

10

15. Olen oma t66 tulemuste suhtes
noudlik.

10

16. Olen ndudlik kaastdotajate
todtulemuste suhtes.

10

17. Meie ettevottes ei taunita mdistlike
uute algatustega soetud riskist
tulenevate tagasilookide eest.

10

18. Meie ettevottes on héstitoimiv
tagasisidesiisteem.

10

19. Lébitud koolitused ei mdjuta minu
t00 tulemuslikkust.

10

20. Arutan kaastdotajatega voimalikke
uuenduste sisseviimist ja vajadusel
rakendan.

10

21. Jagan uuendustest saadud
tookogemusi kolleegidega.

10

22. Uhekordsete iilesannete tditmiseks
on meie ettevottes vélja tootatud
projektitdd printsiibid.

10

23. Meie ettevotte eesmérk on areneda
ja kasvada.

10

24. Meie ettevottes on levinud
probleemikeskne juhtimine —
juhina/juht ootan/b kdigi tootajate
stivenemist probleemi ja lahenduste
ning soovituste pakkumist printsiibil:
oluline on mitte siiiidlase otsimine,
vaid probleemile parima lahenduse
leidmine.

10

25. Meie ettevotte litkkmed on iiksteise
suhtes viisakad.

10

26. Meil hinnatakse korgelt to6taja
plihendumist todle.

10

27. Meie ettevottes lahendatakse
probleeme pdhjus-tagajirg seoste
alusel: probleemi lahendamiseks
analiitisitakse selle tekke pdhjusi
sisuliselt ja otsused on suunatud
probleemi pdhjuste korvaldamisele
ning positiivsele lahendamisele.

10

28. Meie tootajad reageerivad
kriitikale asjakohaselt, analiilisides
oma vigu ja tunnistades eksimust.

10

115




29. Meie ettevottes on levinud
probleemsete situatsioonide
ennetamine.

10

30. Meie ettevottes rohutatakse
ressursside kokkuhoidu.

10

31. Meie ettevotte tootajad teavad ja
jagavad iihiseid védrtusi.

10

32. Saan t66d takistavaid tegureid oma
vahetu juhiga analiiiisida.

10

33. Meie ettevottes voetakse
hiivitamisel arvesse tdGtajate
algatusvdimet ja plihendumist.

10

34. Meie juhtkond suhtub positiivselt
ettevotte lilkkmete poolsetesse
algatustesse.

10

35. Meie ettevotte eesmargiks on luua
konkurentsieelis.

10

36. Kaikidel tootajatel on iihine
arusaam t00 kvaliteedist.

10

37. Meil toimuvad regulaarsed ja
ithised ettevotte arengu seminarid.

10

38. Juhid tunnustavad avalikult edu
meie t00s.

10

39. Arvestan klientide ettepanekutega.

10

40. Arenguvestlusel ei ole meie
ettevotte arengule tdhendust.

10

41. Meie ettevdttes on uuele tootajale
abistav-tutvustav
sisseelamiseprogramm
(mentorprogramm).

10

42. Arenguvestlus toimub avatud,
vabas ja tolerantses 0hkkonnas.

10

43. Juhid p6oravad tdhelepanu meie
edule t60s.

10

44. Juhid levitavad positiivset
kogemust.

10

45. Meie ettevottes toimuvad tootaja ja
juhi vahel regulaarselt toovestlused
(sealhulgas hinnatakse t66 tulemust ja
edasist arenguvdimalust).

10

46. Tegeleme pidevalt ettevotte
arengukava analiiiisi ja uuendamisega.

10

47. Meie jaoks on klient
koostodpartneriks.

10

48. Meie ettevotte juhtkond rakendab
juhtimist6ds uudseid ideid.

10
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49. Meie inimesed on
algatusviimelised ettevotte eesmérkide
elluviimisel.

10

50. Keerulises situatsioonis
analiiiisime juhtkonnaga olukorra
erinevaid aspekte.

10

51. Ma ei lepi t66s ilmnenud
vastuoludega ja piilian neid eemaldada.

10

52. Ettevottes toimub todtajate
regulaarne hindamine.

10

* Tooge esile kolm mérksona, mis
iseloomustavad Teie ja juhi vahelist
arenguvestlust.

Positiivsed:

Negatiivsed (kui on):

* Mis on Teie ettevottes eriti meeldiv?

* Mis on Teie ettevotte missioon?

*Mis on Teie ettevotte visioon/
nigemus?
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Teie isiklikud andmed
Vanus:

Haridus:

Sugu: (sobivale ring iimber):

N M
Staaz praegu tootavas ettevottes (sobivale ring timber):
0-5; 6-10; 11-15; 16-20; 21-30; 31 ja enam
Amet (sobivale ring timber):
spetsialist/ keskastmejuht juhtkonna liige/ muu:
tippspetsialist tippjuht;

Ettevotte nimi (voi valdkond): ...

Ettevotte suurus (sobivale tootajate arvule ring timber):
kuni 10 11-49 51-249 iile 250

Soovi korral kontaktandmed (voimaliku edasise koost6d huvides): ...

Taname Teid kaasamdtlemise ja vastamise eest!

NB! Vastuseid toodeldakse konfidentsiaalselt ja kedagi vastajatest pole vdimalik nende
alusel tuvastada. Vastuseid kasutatakse ettevotete analiiiisimiseks arendusprojektis Tartu
Ulikooli Ettevatluskeskuses.

Kontaktisik:

Made Torokoff,
made.torokoff@ut.ee

118



Appendix 3. Questionnaire (for the Study Ill)

Koostoouuring 2007

Kiisimustik LASTEAIA JUHATAJALE

Alusharidus on esimene etapp védikese lapse iseseisvumisel, usalduse tekkimisel
inimeste vastu véljaspool kodu. Teie poolt tehtav t66 — koostdo lasteaia personali, laste
ja nende koduga — méédrab oluliselt lapse edaspidise arengu.

Olukorra objektiivseks hindamiseks ja arengusuundade miératlemiseks podrdume Teie
kui spetsialisti poole jargmiste kiisimustega.

ULDANDMED

Pedagoogiline STAAZ: ........cceecvieieiieriieieeie ettt ettt e e e sraesre e reeaeenaeenes
StAAZ JURINA: ..ovieiiieiiciieieeieeie ettt steete et st e e e bt et e esbeesaesseesseessaessesssesssesseenseensessseans
Opetajate arv JaSTEAIAS: ...........o.ovoveveeeeeeeeeeeeeeeeeeee e eeeeee et se e en s
Laste arv LaStEAIAS: .....ecueeutetitirierienterteet ettt sttt ettt sttt een
Millal 14bisite juhtimisalase koolituskursuse (240 h): ......cccevveeiieciiniienieieeee e
Teie vanus:

Sugu: (sobivale ring iimber):

N M

Soovi korral kontaktandmed (voimaliku edasise koost6o huvides):

2. Teie kannate vastutust lasteaia arengu ja ... eest (RT I 1999, nr 27 §21 p 3).
Probleemide ring selles valdkonnas on lai. Piiiidke kdik kiisimused ajaliselt méératleda:

Teie tooajast kulub

korralduslikele KUSTMUSLEIE ........cocceeieiriieieiiiese e %
Oppe-kasvatustod kontrollimisele ..........ccoeeveeveeeenieneeciieiesieseennns %
Oppe-kasvatustdo SUUNAMISEIC ......ceevvveviiieiieriieniieie e sieennees %
majanduslikele KGsimustele .........ccecvevverieniienieeieeie e %
suhtlemisele tootajatega............. %

lisage veel valdkondi, kui peate neid oluliseks:
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3. Kuidas kiilastab Teie asetditja dppe-kasvatustdo alal Opetajate tunde/tegevusi (digele
vastusele markige ringi sisse ristike)

plaanipéraselt
juhuslikult

vastavalt voimalustele
kui on tekkinud konflikt

o O O O

Manel muul PONJUSEL? .....c.oouiiiiiiiiieeees e

4. Mirkige palun iiles Teie poolt kiilastatud ja analiiisitud dppetundide orienteeruv arv,
tuues eraldi vilja ette teatatud ja ette teatamata tundide arvu:

2005/2006. a ......... tundi
2006/2007. a ......... tundi

5. Milliste kriteeriumide pdhjal annate tegelikult dpetajate sisulisele todle
16pphinnangu?

LASTEAED KUI OPPIV ORGANISATSIOON
Palun hinnake 10-pallisel skaalal, kuivord hésti iseloomustab iga véide Teie lasteaia
todd. Kui Te olete esitatud viitega tdiesti nous, siis ringitage nr 10. Kui Te ei ole vdite-
ga absoluutselt nous, siis ringitage palun nr 1. Térniga (*) tdhistatud kiisimustele/
viidetele voite vastata vabas vormis.

Antud kiisimustikus olevatele kiisimustele ei saa vastata digesti ega valesti, meid
huvitab just Teie isiklik arvamus.

1. Meil on thine ldbiarutatud arusaamine lasteaia
tulevikust 5 aasta pérast.

2. Lasteaia juhina arvestan too6tajate ideid. 1 23456789 10
3. Meie lanstgalas vaieldakse tooalased kitsaskohad 1 23456789 10
koheselt 1bi.

4. Tooleping ja ametijuhend sdtestavad minu

kohustused, digused ning vastutuse t66 1 2345678910

tulemuslikkuse eest.

5. Meie lasteaia personal teeb ettepanekuid
muutuste sisseviimiseks, et lasteaia tihineeesmiark |1 2 3 4 5 6 7 8 9 10
saaks tdidetud.
6. Meie lasteaia personal on uuendusmeelne. 1 2345678910
7. Koigil tdotajatel on voimalik osaleda lasteaia
eesmérkide sdnastamisel.
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8. Lasteaia konkurentsivoimet suurendavad

muudatused juurutatakse kiiresti. 2345678910
9. Meie lasteaia eesmérgid on mdddetavad. 2345678910
10. Meie lasteaia juhtkond planeerib muudatusi. 2345678910
11. Meie lasteaia juhtkond viib planeeritud

muudatusi jérjekindlalt ellu. 2345678910
12. Ol.en tead.\./us.tam.l.d.ls1khke eesmarkide ja 23456789 10
lasteaia eesmérkide iihisosa.

13. Jérgin oma t30s lasteaia eesmérke. 2345678910
14. Mele'last.ealas to1mgb tootajate slisteemne 23456789 10
koolitamine ja arendamine.

15. Olen oma t60 tulemuste suhtes ndudlik. 2345678910
16. Olen ndudlik kolleegide todtulemuste suhtes. 2345678910
17. Meie lasteaias ei taunita mdistlike uute

algatustega seotud riske ega neist tulenevaid 2345678910
tagasilooke.

18. Me'le lanstealas on héstitoimiv 23456789 10
tagasisidesiisteem.

19. Lébitud koolitused ei mdjuta minu t66

tulemuslikkust. 2345678910
29. Ar.L.lta.n k.ollee.gldega voimalikke guenduste 23456789 10
sisseviimist ja vajadusel rakendan neid.

21.Jaga}n uuendustest saadud t66kogemusi oma 23456789 10
kolleegidega.

22. Uhekordsete iilesannete tiitmiseks on meie

lasteaias vilja todtatud projektitdo printsiibid. 2345678910
23. Meie 1a.st?a.ua efesmark on areneda ja olla 23456789 10
konkurentsivoimeline.

24. Meie lasteaias on levinud probleemikeskne

juhtimine — juht ootab koigi to6tajate siivenemist

probleemi ja lahenduste ning soovituste pakkumist 23456728910
printsiibil: oluline on mitte siilidlase otsimine, vaid

probleemile parima lahenduse leidmine.

25. Meleulasteala personali litkkmed on iiksteise 23456789 10
suhtes viisakad.

26. Hindan kdrgelt td6taja pithendumist tdole. 2345678910
27. Meie lasteaias lahendatakse probleeme pohjus-

tagajérg seoste alusel: probleemi lahendamiseks

analiiiisitakse selle tekke sisulisi pdhjusi ja otsused 23456728910
on suunatud probleemi pShjuste kdrvaldamisele

ning positiivsele lahendamisele.

28. Meie tootajad reageerivad kriitikale

asjakohaselt, analiiiisides oma vigu ja tunnistades 2345678910
eksimust.

29. Meie lasteaias on levinud probleemsete 23456789 10

situatsioonide ennetamine.
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30. Meie lasteaias rohutatakse ressursside

Kokkuhoidu. 23456728910
31. Meie lasteaia todtajad jagavad iihiseid véértusi. 2345678910
.32. .Saan to.(.)ii t.aklstavald tegureid oma vahetu 23456789 10
juhiga analiiiisida.
3"3.: Mele 1astea1as~yoetakse Puv1tam1§el arvesse 23456789 10
todtajate algatusvoimet ja pithendumist.
34. Meie lasteaia juhtkond suhtub positiivselt
personali litkkmete poolsetesse algatustesse. 2345678910
35. K01klflel tootajatel on tihine arusaam t66 23456789 10
kvaliteedist.
36. Meil toqnuyad regulaarsed ja iihised lasteaia 23456789 10
arengu seminarid.
37. Juhid tunnustavad avalikult edu meie t90s. 23456780910
38. Arvestan lastevanemate ettepanekutega. 2345678910
39. Arenguvestlusel ei ole meie lasteaia arengu
seisukohast olulist tdhendust. 2345678910
40. Meie lasteaias on uuele tddtajale abistav-
tutvustav sisseelamisprogramm 23456728910
(mentorprogramm).
41. Arengu\:estlus toimub avatud, vabas ja 23456789 10
tolerantses Shkkonnas.
42. Pooran tihelepanu tootajate edule toos. 23456789 10
43. Levitan juhina positiivset kogemust. 23456789 10
44. Meie lasteaias toimuvad t66taja ja juhi vahel
regulaarselt toovestlused (sealhulgas hinnatakse 03454678910
t00 tulemust ja edasist arenguvdimalust).
45. Tegeleme pidevalt lasteaia arengukava analiiiisi 23456789 10
ja uuendamisega.
46. M"e.1.e jaoks on lapsevanemad 23456789 10
koostddpartneriks.
47. M.ele' lasteala juhtkond rakendab juhtimistdos 23456789 10
uudseid ideid.
48. Mplg inimesed on 'laste.ala eesmarkide 23456789 10
elluviimisel algatusvdimelised.
49. Keerulises situatsioonis analiilisime
juhtkonnaga olukorra erinevaid aspekte. 2345678910
59."Ma ei lepi t66s ilmnenud vastuoludega ja 234567809 10
plitian neid eemaldada.
5. .1“. Lasteala}s toimub opeFaJate/‘FootaJate 23456789 10
tooprotsessi regulaarne hindamine.
52. Meie lasteaeda juhitakse (mérgi sobiva viite
jérele hinnang)
a) autokraatselt 2345678910
b) demokraatlikult 2345678910
c) liberaalselt 23456789 10
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53. Meie haridusosakonna juhtimisstiil on (mérgi
sobiva viite jirele hinnang)

on tulemuslik

a) liberaalne 2345678910
b) demokraatlik 2345678910
¢) autokraatne 23456789 10
54. Minu koost66 haridusosakonna spetsialistidega 23456789 10

54a. Soovi korral pohjendus oma arvamusele*

Mida soovite lisada?*

Taname Teid kaasamdtlemise ja vastamise eest!

NB! Teie poolt kirjutatut ei avalikustata personaalselt, vaid ankeedist saadud andmeid
analiilisitakse ning kasutatakse (anoniiiimsena) statistiliselt toodelduna!

Projekti kontaktisik:
© Made Torokoff, Tartu Ulikooli Ettevotluskeskus
made.torokoff@ut.ce

Uuringut toetab/finantseerib Parnu Linnavalitsus.
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Appendix 4. Questionnaire (for the Study III)

Koostoouuring 2007

Kiisimustik LASTEAIA PERSONALILE

Alusharidus on esimene etapp viikese lapse iseseisvumisel, usalduse tekkimisel
inimeste vastu véljaspool kodu. Teie poolt tehtav t60 — koostod lasteaia
personali, laste ja nende koduga — mééarab oluliselt lapse edaspidise arengu.

Olukorra objektiivseks hindamiseks ja arengusuundade médratlemiseks poor-
dume Teie kui spetsialisti poole jirgmiste kiisimustega.

ULDANDMED

Teie ametinimetus:
Pedagoogiline staaz, kui tootate dpetajana (atesteerimisaste):
Staaz lasteaias, kus toGtate praegu:
Teie vanus:
Sugu: (sobivale ring timber):
N M

Soovi korral kontaktandmed (voimaliku edasise koost6d huvides):

2. Millal, kelle poolt olete saanud hinnangu oma todle ja mitu korda on kiilas-
tatud Teie ldbiviidavat Oppetundi/tegevusi, neist ette teatatud ja ette teatamata
kiilastusi?

2005/2006. da
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3. Teie toole oli hinnanguks (mérkige erinevate hindajate hinnangud jargmiselt:
viga hea, hea, rahuldav, moningad puudused, palju puudusi, ei oska 6elda):

HINDAJA HINNANG HINDAIJA HINNANG
Juhataja Inspektor(id)
Juhataja asetéitja oppe- Nounik(ud)
kasvatustdos
Kolleeg(id) (enamuse arvates) Teised (markige,
kes)

4. Milliste kriteeriumide pdhjal kujuneb Teie todle antav hinnang?

5. Missugune on Teie koostdd lastevanematega? Palun mérkige hinnang
ristikesega (X) sOltuvalt Teie ametikohast 10 palli skaalal sobivale kohale (10 —
positiivseim hinnang, 5 — ei oska 6elda, 0 — negatiivseim hinnang).

10 9 8 7 6 5 4 3 2 1 0
Opetajana ©o o o o o o o o o o
Opetaja abina ©o o o o o o o o o o o
Muus ametis o o o o o o o o o o o

7. Opilaste arv viiheneb. See omakorda tingib muudatusi Pirnu koolivdrgus.
Haridusosakond soovib vdimalike lahenduste viljatootamiseks teada ka Teie
arvamust. Millise koolitiilibi oma lapse jaoks valiksite?

O Pahikool ja seejérel kooli vahetus (glimnaasium)
voi

@) glimnaasium

LASTEAED KUI OPPIV ORGANISATSIOON

Palun hinnake 10-pallisel skaalal, kuivord hésti iseloomustab iga vdide Teie
lasteaia t06d. Kui Te olete esitatud viitega tdiesti nous, siis ringitage nr 10. Kui
Te ei ole viitega absoluutselt nous, siis ringitage palun nr 1. Térniga (*)
tahistatud kiisimustele/viidetele vite vastata vabas vormis.
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Antud kiisimustikus olevatele kiisimustele ei saa vastata digesti ega valesti,

meid huvitab just Teie isiklik arvamus.

1. Meil on Uhine ldbiarutatud arusaamine lasteaia

printsiibil: oluline on mitte siilidlase otsimine, vaid
probleemile parima lahenduse leidmine.

tulevikust 5 aasta pérast. 2345678910
2. Meie lasteaia juht kiisib too6tajatelt ideid. 2345678910
3. Meie lauste‘:alas vaieldakse tooalased kitsaskohad 23456789 10
koheselt 1dbi.

4. Tooleping ja ametijuhend sétestavad minu kohus-

tused, digused ning vastutuse t66 tulemuslikkuse eest. 2345678910
5. Meie lasteaia personal teeb ettepanekuid muutuste

sisseviimiseks, et lasteaia tihine eesmirk saaks tdidetud. 2345678910
6. Meie lasteaia personal on uuendusmeelne. 345 7 8 9 10
7. Ko.}glll toot~aja11 on ymmahk osaleda lasteaia 345 789 10
eesmarkide sonastamisel.

8. Meie lasteg1a konkurents.wou.net suurendavad 23456789 10
muudatused juurutatakse kiiresti.

9. Meie lasteaia eesmérgid on mdddetavad. 2345678910
10. Meie lasteaia juhtkond planeerib muudatusi. 2345678910
11 M.ele lasteaia juhtkond viib planeeritud muudatusi 23456789 10
jérjekindlalt ellu.

12. O}en.tea'('iv?ustanud isiklike eesmirkide ja lasteaia 23456789 10
eesmérkide iihisosa.

13. Jargin oma t00s lasteaia eesmérke. 2345678910
14. Mele'last.ealas tmmgb tootajate siisteemne 23456789 10
koolitamine ja arendamine.

15. Olen oma t60 tulemuste suhtes ndudlik. 2345678910
16. Olen ndudlik kolleegide todtulemuste suhtes. 2345678910
17. Meie lasteaias ei taunita mdistlike uute algatustega

seotud riske ega neist tulenevaid tagasilooke. 2345678910
18. Meie lasteaias on héstitoimiv tagasisidesiisteem 2345 8 9 10
(vajalik info liigub kiiresti igale todtajale ja juhile).

19. Lébitud koolitused ei mgjuta minu t66 tulemuslikkust. 345 7 89 10
29. AI'.I'J.ta'Il k.ollee.g1dega voimalike ugenduste 23456789 10
sisseviimist ja vajadusel rakendan neid.

21.Jaggn uuendustest saadud to6kogemusi oma 23456789 10
kolleegidega.

22. Uhekordsete iilesannete tditmiseks on meie lasteaias

vilja tootatud projektitdd printsiibid. 2345678910
23. Meie 1a.st?gla efesmark on areneda ja olla 23456789 10
konkurentsivoimeline.

24. Meie lasteaias on levinud probleemikeskne

juhtimine: juht ootab kdigi tootajate siivenemist

probleemi ja lahenduste ning soovituste pakkumist 2345678910
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25. Meie lasteaia tootajad on iiksteise suhtes viisakad. 2345678910
26 Meie lgstezil.z_is hinnatakse korgelt to6taja 23456789 10
pilihendumist t6ole.

27. Meie lasteaias lahendatakse probleeme pohjus-

tagajéirg seoste alusel: probleemi lahendamiseks

analiiiisitakse selle tekke sisulisi pShjusi ja otsused on 2345678910
suunatud probleemi pohjuste kdrvaldamisele ning

positiivsele lahendamisele.

28. 1§/I"e1.e tootajad r.eag.eerlvaq kriitikale gSJakohaselt, 23456789 10
analiilisides oma vigu ja tunnistades eksimust.

29. Mgle lqstealas on 1§V1nud probleemsete 23456789 10
situatsioonide ennetamine.

30. Meie lasteaias rOhutatakse ressursside kokkuhoidu. 2345678910
31. Meie lasteaia tootajad jagavad tihiseid viértusi. 2345678910
32. S“?iaI'l t00d takistavaid tegureid oma vahetu juhiga 23456789 10
analiiiisida.

3“3“. Mele 1astea1as~\'loeta'kse .l'luV1tam1'sel arvesse 23456789 10
tootajate algatusvoimet ja pithendumist.

34. Meie lasteaia juhtkond suhtub positiivselt tootajate 23456789 10
poolsetesse algatustesse.

35.I§01k1§1e1 tootajatel on thesugune arusaam t66 23456789 10
kvaliteedist.

36. l.\/lell. toimuvad regulaarsed ja iihised lasteaia arengu 23456789 10
seminarid.

37. Juhid tunnustavad avalikult edu meie t60s. 2345678910
38. Arvestan lastevanemate ettepanekutega. 2345678910
39. Arenguvestlusel ei ole meie lasteaia arengu

seisukohast olulist tdhendust. 2345678910
4Q. Meie 1astea1as on uuele tootajale abistav-tutvustav 23456789 10
sisseelamisprogramm (mentorprogramm).

ill.Arenguvestlus toimub avatud, vabas ja tolerantses 23456789 10
ohkkonnas.

42. Juhid podravad tdhelepanu meie edule t60s. 2345678910
43. Juhid levitavad positiivset kogemust. 2345678910
44. Meie lasteaias toimuvad todtaja ja juhi vahel

regulaarselt toovestlused (sealhulgas hinnatakse t66 03456728910
tulemust ja edasist arenguvoimalust).

45. Tegelleme pidevalt lasteaia arengukava analiiiisi ja 23456789 10
uuendamisega.

46. Meie jaoks on lapsevanemad koostdopartneriks. 2345678910
47. M@g lasteala juhtkond rakendab juhtimistdos 23456789 10
uudseid ideid.

48. Me1e~1'n1m§:sed on lasteaia eesmérkide elluviimisel 23456789 10
algatusvdimelised.

49. Keerulises situatsioonis analiitisime juhtkonnaga 23456789 10

olukorra erinevaid aspekte.
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50. Ma ei lepi t66s ilmnenud vastuoludega ja piitian

tulemuslik

; 2345678910

neid eemaldada.

51. Lasteala§ tmmqb Opetajate/todtajate tddprotsessi 23456789 10

regulaarne hindamine.

52. Meie lasteaeda juhitakse (margi sobiva viite jarele

hinnang
a) autokraatselt 2345678910
b) demokraatlikult 2345678910
c) liberaalselt 2345678910

53. Minu koost66 haridusosakonna spetsialistidega on 23456789 10

54. Soovi korral pdhjendus oma arvamusele™

55. Mida soovite lisada?*

Taname Teid kaasamotlemise ja vastamise eest!

NB! Teie poolt kirjutatut ei avalikustata personaalselt, vaid ankeedist saadud
andmeid analiiiisitakse ning kasutatakse (anoniilimsena) statistiliselt toodel-
duna! Uuringu tulemusi kasutatakse kdesoleva koostoduuringu analiilisil voi

selle korduvuuringus.

Kontaktisik:

© Made Torokoff, Tartu Ulikooli Ettevdtluskeskus,

made.torokoff@ut.ee

Uuringut toetab/finantseerib Parnu Linnavalitsus.
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Appendix 5. Questionnaire (for the Study III)

Koostoouuring 2007
Kiisimustik OPETAJALE

Uldhariduskool on esimene etapp noore inimese ettevalmistamisel todjduturule
sisenemiseks. Teie poolt tehtav koostdd kolleegide, Opilaste ja koduga méérab
oluliselt opilase edaspidise arengu ja toimetuleku taseme to6jouturul.

Olukorra objektiivseks hindamiseks ja arengusuundade maéédratlemiseks
poordume Teie kui spetsialisti poole jargmiste kiisimustega.

ULDANDMED

Teie ametinimetus (aine, atesSteerimiSe aStE): .....ccvevvervrrvvrrrvrrrreerreerseereeseesvennnes
Pedagoogiline StaaZ: .........cccoeciieiiieiieiiecieee e
Tunnikoormus nidalas (ainete [01Kes): .......ccceeevvieeriierciieeiiece e
Teie vanus:
Sugu: (sobivale ring timber):

N M

Soovi korral kontaktandmed (voimaliku edasise koost6d huvides):

2. Millal, kelle poolt olete saanud hinnangu oma t66le ja mitu korda on kiilas-
tatud Teie ldbiviidavat Oppetundi, neist ette teatatud ja ette teatamata kiilastusi?
2005/2006. da
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3. Teie todle oli hinnanguks (mérkige erinevate hindajate hinnangud jérgmiselt:
viga hea, hea, rahuldav, moningad puudused, palju puudusi, ei oska 6elda):

HINDAJA HINNANG HINDAIJA HINNANG
Direktor Inspektor(id)

Oppealajuhataja Nounik(ud)

Kolleeg(id) (enamuse arvates) Teised (markige, kes)

4. Milliste kriteeriumide pdhjal kujuneb Teie todle antav hinnang?

5. Missugune on Teie koostdo lastevanematega? Palun maérkige hinnang risti-
kesega (X) sobivale kohale 10 palli skaalal (10 — positiivseim hinnang, 5 — ei
oska 6elda, 0 — negatiivseim hinnang).

109 8 76 5 4 3 2 10
klassijuhatajana o o o o o o o o o O ©
ainedpetajana ©o 0 0 0 0 0 0 O O O ©

6. Missugune on Teie koost66? Palun mérkige hinnang ristikesega (X) sobivale
kohale 10 palli skaalal (10 — positiivseim hinnang, 5 — ei oska oelda, 0 —
negatiivseim hinnang).

10 9 8 7 6 5 4 3 2 10
ainedpetajatega ©O o o o 0 O O O O O O©
kooli huvijuhiga O o0 0 O 0 O O O O 0 O©
koolipsithholoogiga o© o o o o o o o o o o

Keda lisaksite?

7. Mida muudaksite oma koolis, et dpilased oleksid vastutusvdimelisemad ja
toojouturul konkurentsivoimelisemad? Miks?

8. Haridus- ja Teadusministeeriumi Riikliku Oppekava eelndus ja Arengukavas
(2007-2013) on ettevdtlikkusealane ope labivaks teemaks.

Kas olete teadlik ettevotlikkusealase Oppe tdhendusest ja rakendamise
vOimalustest Sppetdds? (dige viaide markige ristikesega)

@) jah
O ei
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8.a. Kui vastasite “jah”, siis kuidas hindaksite ettevotlikkusealase Oppe kui

labiva teema rakendamist teie kooli Oppetdos? (digele véitele ring iimber)

vaga hea hea rahuldav

el oska Gelda

9. Kuidas hindate ettevotlikkusealase oppe vajadust tdiendkoolitusena? (oigele

véitele ring imber)

véga vajalik vajalik ei ole vajalik

el oska Oelda

10. Kuidas Teie koolis hoitakse ja kujundatakse kooli mainet (lihidalt)?............

11. Opilaste arv viheneb. See omakorda tingib muudatusi Pirnu koolivdrgus.
Haridusosakond soovib vdimalike lahenduste viljatootamiseks teada ka Teie

arvamust. Millises koolitiiiibis sooviksite Teie tootada?

O Pshikool

O Giimnaasium

KOOL KUI OPPIV ORGANISATSIOON

Palun hinnake 10-pallisel skaalal, kuivord hésti iseloomustab iga viide Teie
kooli t66d. Kui Te olete esitatud véitega tdiesti nous, siis ringitage nr 10. Kui Te
ei ole vditega absoluutselt néus, siis ringitage palun nr 1. Tarniga (*) tdhistatud

kiisimustele/viidetele voite vastata vabas vormis.

Antud kiisimustikus olevatele kiisimustele ei saa vastata Oigesti ega valesti,

meid huvitab just Teie isiklik arvamus.

1. Meil on iihine ldbiarutatud arusaamine kooli
tulevikust 5 aasta pérast.

10

2. Kooli juhtkond arvestab minu kui dpetaja ideedega.

10

3. Meie koolis vaieldakse to6alased kitsaskohad
koheselt 14bi.

10

4. Tooleping ja ametijuhend sétestavad minu kohus-

tused, digused ning vastutuse t66 tulemuslikkuse eest.

10

5. Meie kooli personal teeb ettepanekuid muutuste
sisseviimiseks, et kooli Gthine eesmérk saaks tdidetud.

10

6. Meie kooli personal on uuendusmeelne.

10

7. Koigil tootajatel on voimalik osaleda kooli
eesmérkide sdnastamisel.

10
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8. Kooli konkurentsivoimet suurendavad muudatused

. o 2345678910
juurutatakse kiiresti.

9. Meie kooli eesmérgid on mdddetavad. 2345678910
10. Meie kooli juhtkond planeerib muudatusi. 2345678910
‘1“1.‘M.e1e kooli juhtkond viib planeeritud muudatusi 23456789 10
jérjekindlalt ellu.

12: Olen teadvustanud isiklike ja kooli eesmérkide 23456789 10
ithisosa.

13. Jérgin oma td6s kooli eesmérke. 2345678910
14. Mele.kOO.hS t01mub.t00tajate siisteemipérane 23456789 10
koolitamine ja arendamine.

15. Olen oma t66 tulemuste suhtes ndudlik. 2345678910
16. Olen ndudlik kolleegide todtulemuste suhtes. 2345678910
17. Meie koolis ei taunita mdistlike uute algatustega

seotud riske ega karistata neist tulenevate tagasilookide 23456728910
eest.

18. Meie koolis on histitoimiv tagasisidesiisteem. 2345678910
19. Labitud koolitused ei mojuta minu t66 tulemuslikkust. 2345678910
ZQ. Ar.gtap k.()llee.gldega voimalike ugenduste 23456789 10
sisseviimist ja vajadusel rakendan neid.

21.Jaga}n uuendustest saadud tookogemusi oma 23456789 10
kolleegidega.

22. Uhekordsete iilesannete tditmiseks on meie koolis

vilja tootatud projektitdd printsiibid. 23456780910
23. Meie k(.)oll'eesr'nark on areneda ja olla 23456789 10
konkurentsivdimeline.

24.Meie koolis on levinud probleemikeskne juhtimine:

juht ootab koigi tootajate siivenemist probleemi ja

lahenduste ning soovituste pakkumist printsiibil: oluline 2345678910
on mitte siiiidlase otsimine, vaid probleemile parima

lahenduse leidmine.

25. Meie kooli todtajad on iiksteise suhtes viisakad. 2345678910
26. Hindan kdrgelt tootaja pliihendumist todle. 2345678910
27. Meie koolis lahendatakse probleeme pohjus-tagajérg

seoste alusel: probleemi lahendamiseks analiiiisitakse

selle tekke pdhjusi sisuliselt ja otsused on suunatud 2345678910
probleemi pdhjuste korvaldamisele ning positiivsele

lahendamisele.

28. IYI"CI'C tootajad r'eag‘eerlvaq kriitikale gSJakohaselt, 23456789 10
analiiiisides oma vigu ja tunnistades eksimust.

29. Melq koolis on levinud probleemsete situatsioonide 23456789 10
ennetamine.

30. Meie koolis rohutatakse ressursside kokkuhoidu. 2345678910
31. Meie kooli tootajad jagavad iihiseid védrtusi. 2345678910
32. Saan t66d takistavaid tegureid oma vahetu juhiga 23456789 10

analitisida.
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33. Meie koolis voetakse hiivitamisel arvesse tootajate

- . 2345678910
algatusvdimet ja plihendumist.
34. Meie kooli juhtkond suhtub positiivselt tootajate 23456789 10
poolsetesse algatustesse.
35. Meie kooli eesmérgiks on luua konkurentsieelis. 2345678910
36. Koikidel todtajatel on {ihine arusaam t606 kvaliteedist. 2345678910
37. Meﬂ. toimuvad regulaarsed ja iihised kooli arengu 23456789 10
seminarid.
38. Meie kooli juht tunnustab avalikult edu meie t60s. 2345678910
39. Arvestan lastevanemate ettepanckutega. 2345678910
40...Aref1guvest1usel ei ole meie kooli arengu seisukohast 23456789 10
erilist tdhtsust.
41. Meie kgolls on puele Opetajale/tddtajale abistav- 23456789 10
tutvustav sisseelamisprogramm (mentorprogramm).
4~12. Arenguvestlus toimub avatud, vabas ja tolerantses 23456789 10
ohkkonnas.
43.Me'1.§. kooli juhtkond p6drab tidhelepanu tootajate 23456789 10
edule t60s.
44. Meie kooli juhtkond levitab positiivset kogemust. 2345678910
45. Meie koolis toimuvad td6taja ja juhi vahel
regulaarselt toovestlused (sealhulgas hinnatakse t66 0345678910
tulemust ja edasist arenguvdimalust).
46. Tegelpme pidevalt kooli arengukava analiiiisi ja 23456789 10
uuendamisega.
47. Meie jaoks on lapsevanemad koostodpartneriks. 2345678910
:ljéig/[ele kooli juhtkond rakendab juhtimist66s uudseid 23456789 10
49. Me1e~1.n1m‘esed on kooli eesmérkide elluviimisel 23456789 10
algatusvGimelised.
50. Keeru11§es situatsioonis analiiisime juhtkonnaga 23456789 10
olukorra erinevaid aspekte.
51. Ma ei lepi t&6s ilmnenud vastuoludega ja piitian neid 23456789 10
eemaldada.
52. Meie koqhs to1mub Opetajate/todtajate tdOprotsessi 23456789 10
regulaarne hindamine.
53. Meie kooli juhitakse (mérgi sobiva viite jérele
hinnang)
a) autokraatselt 2345678910
b) demokraatlikult 2345678910
c) liberaalselt 2345678910
54. Meie haridusosakonna juhtimine on (mérgi sobiva
viite jarele hinnang)
a) autokraatne 2345678910
b) liberaalne 23456728910
¢) demokraatlik 2345678910
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55. Minu koostd6 haridusosakonna spetsialistidega on

tulemuslik. 12345678910

55.a. Soovi korral pohjendus oma arvamusele*:

56. Mida soovite lisada?*

Taname Teid kaasamaotlemise ja vastamise eest!

NB! Teie poolt kirjutatut ei avalikustata personaalselt, vaid ankeedist saadud
andmeid analiiiisitakse ning kasutatakse (anoniilimsena) statistiliselt toddel-
duna! Uuringu tulemusi kasutatakse kdesoleva koostdouuringu analiilisil voi
selle korduvuuringus.

Kontaktisik:
© Made Torokoff, Tartu Ulikooli Ettevdtluskeskus,
made.torokoff@ut.ee

Uuringut toetab/finantseerib Pédrnu Linnavalitsus.
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Appendix 6. Questionnaire (for the Study lll)

Koostoouuring 2007
Kiisimustik DIREKTORILE

Uldhariduskool on esimene etapp noore inimese ettevalmistamisel todjduturule
sisenemiseks. Teie t06 — koostdd kooli personali, Opilaste ja koduga — méirab
oluliselt dpilase edaspidise arengu ning toimetuleku taseme t66jouturul.

Olukorra objektiivseks hindamiseks ja arengusuundade méédratlemiseks
poordume Teie kui spetsialisti poole jargmiste kiisimustega.

ULDANDMED

Pedagoogiline StAAZ: ......c.ccceeviieiiiiiiecie et
Staaz direKtOTINA: ...cc.oiuiiiiiiiiee et
Opetajate ary KOOLIS: ..........oeveveeveveeeeeereeeeeeeeeeseseeeeseee s seses s ees e seneneneas
OPilaste arV KOOLIS: ........covivivierieeeeeeeeeeeeee et esesenenaee
Millal 1abisite juhtimisalase koolituskursuse (240 h): ......ccccceevvveeviveciiereerieene,
Teie vanus:

Sugu: (sobivale ring timber):

N M

Soovi korral kontaktandmed (vdimaliku edasise koost6d huvides):

2. Teie vastutate kooli {ildseisundi ja arengu ... eest (RT I 1999, nr. 42, 497
§39). Probleemide ring selles valdkonnas on lai. Piilidke koik kiisimused
ajaliselt médratleda:
Teie tdoajast kulub

korralduslikele kiisimustele ............ccccoveiriiniiininninnienes %
Oppe-kasvatustdo kontrollimisele .........ccooceeveeerieieneeneene %
Oppe-kasvatustdo suunamisele ..o %
toole ainedpetajana (kui on ainetunde) .......cc.cccoceeveeeriiennens %
majanduslikele kiisimustele ...........cccovoerinieienineeees %
tootajatega suhtlemisele.........ccvevvveriierienieriecieeeeeeee s %

lisage veel valdkondi, mida peate oluliseks:



3. Miérkige palun Teie poolt kiilastatud ja analiiiisitud Oppetundide orienteeruv
arv, tuues sealhulgas eraldi vélja ette teatatud ja ette teatamata tundide arvu!
2005/2006. a ......... tundi
2006/2007. a ......... tundi

4. Milliste kriteeriumide pohjal annate opetajate to6le 10pphinnangu?

5. Teie kooli oppealajuhataja(d) hindavad oppetundides Opetaja to&protsessi
(digele viitele ring timber)

e plaanipéraselt

e juhuslikult

e vastavalt voimalustele

o ainult noori Opetajaid

e kui on tekkinud konflikt
e monel muul pohjusel

6. Mida muudaksite oma koolis, et opilased oleksid to6jouturul
konkurentsivoimelisemad? Miks?

7. Haridus- ja Teadusministeeriumi Riikliku Oppekava eelndus ja Arengukavas
(2007 — 2013) on ettevotlikkusealane dpe ldbivaks teemaks.

Kas olete teadlik ettevotlikkusealase Oppe tdhendusest ja rakendamise vdima-
lustest dppetods? (dige vdide margi ristikesega)

ja el
7.A Kui vastasite “ja”, siis kuidas hindaksite ettevotlikkusealase oppe kui ldbiva

teema rakendamist teie kooli Sppetdds? (digele viitele ring limber)
Viga hea hea  rahuldav puudub ei oska Gelda

8. Kuidas hindate ettevotlikkusealase Oppe vajadust tdiendkoolitusena? (Gigele
vditele ring limber)
Viga vajalik vajalik ei ole vajalik ei oska delda

9. Kuidas Teie kool hoiab ja kujundab oma mainet (liithidalt)?
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10. Opilaste arv viheneb. See omakorda tingib muudatusi Parnu koolivérgus.
Haridusosakond soovib vdimalike lahenduste viljatootamiseks teada ka Teie
arvamust. Millises koolitiilibis sooviksite Teie tootada? (mérkige sobivale
vastusele ristike)

P&hikool o

Glimnaasium ©

KOOL KUI OPPIV ORGANISATSIOON

Palun hinnake 10-pallisel skaalal, kuivord hésti iseloomustab iga viide Teie
kooli t66d. Kui Te olete esitatud véitega tdiesti nous, siis ringitage nr 10. Kui Te
ei ole vditega absoluutselt nous, siis ringitage palun nr 1. Tarniga (*) tdhistatud
kiisimustele/véidetele vdite vastata vabas vormis.

Antud kiisimustikus olevatele kiisimustele ei saa vastata Oigesti ega valesti,
meid huvitab just Teie isiklik arvamus.

1.M§11 on thine la‘t.).larutatud arusaamine kooli 123456789 10
tulevikust 5 aasta pérast.

2. Kooli juhina arvestan todtajate ideedega. 1 2345678910

3. Meie k?O!lS vaieldakse tooalased kitsaskohad 1234567809 10
koheselt 14bi.

4. Tooleping ja ametijuhend sitestavad minu
kohustused, digused ning vastutuse t66 tulemuslikkuse |1 2 3 4 5 6 7 8 9 10
eest.

5. Meie kooli personal teeb ettepanekuid muutuste

sisseviimiseks, et kooli Gthine eesmérk saaks tdidetud. 12345678910

6. Meie kooli personal on uuendusmeelne. 12345678910

7. Koigil todtajatel on voimalik osaleda kooli

Lo . 1 3 567 8910
eesmirkide sdnastamisel.
8. Kooli konkg'rentslvmmet suurendavad muudatused 123456789 10
juurutatakse kiiresti.
9. Meie kooli eesmérgid on mdddetavad. 12345678910
10. Meie kooli juhtkond planeerib muudatusi. 12345678910
11 Mgle kooli juhtkond viib planeeritud muudatusi 123456789 10
jarjekindlalt ellu.
.1_2.. Olen teadvustanud isiklike ja kooli eesmérkide 1234567809 10
tihisosa.
13. Jérgin oma t66s kooli eesmérke. 12345678910
14. Mele.koo.hs toimub tG0tajate stisteemiparane 123456789 10
koolitamine ja arendamine.
15. Olen oma toStulemuste suhtes ndudlik. 12345678910
16. Olen ndudlik kolleegide tddtulemuste suhtes. 12345678910

17. Meie koolis ei taunita mdistlike uute algatustega
seotud riske ega karistata neist tulenevate tagasilookide |1 2 3 4 5 6 7 8 9 10
eest.

18. Meie koolis on héstitoimiv tagasisidesiisteem. 12345678910
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19. Labitud koolitused ei mdjuta minu t66

rulemuslikkust. 2345678910
ZQ. Ar.l.lta.n k.ollee.gldega uuenduste vglmallkku 23456789 10
sisseviimist ja vajadusel rakendan neid.

21.Jaga}n uuendustest saadud t66kogemusi oma 23456789 10
kolleegidega.

22. Uhekordsete iilesannete tditmiseks on meie koolis

villja td6tatud projektitdé printsiibid. 2345678910
23. Meie k(.)011.eesr.nark on areneda ja olla 23456789 10
konkurentsivoimeline.

24. Meie koolis on levinud probleemikeskne juhtimine -

juhina ootan kdigi todtajate siivenemist probleemi ja

lahenduste ning soovituste pakkumist printsiibil: oluline 23456728910
on mitte stiiidlase otsimine, vaid probleemile parima

lahenduse leidmine.

25. Meie kooli tootajad on iiksteise suhtes viisakad. 2345678910
26. Hindan juhina kdrgelt to6taja pithendumist todle. 2345678910
27. Meie koolis lahendatakse probleeme pdhjus-

tagajdrg seoste alusel: probleemi lahendamiseks

analiiiisitakse selle tekke pohjusi sisuliselt ja otsused on 23456728910
suunatud probleemi pohjuste kdrvaldamisele ning

positiivsele lahendamisele.

28. lYl"elfe tootajad yeag.eerlvaq kriitikale gSJakohaselt, 23456789 10
analiiiisides oma vigu ja tunnistades eksimust.

29. Me@ koolis on levinud probleemsete situatsioonide 23456789 10
ennetamine.

30. Meie koolis réhutatakse ressursside kokkuhoidu. 2345678910
3.1“..Mel.e kooli too6tajad teavad ja jagavad tihiseid 23456789 10
vaartusl.

32. S"??..al’.l t60d takistavaid tegureid oma vahetu juhiga 23456789 10
analiilisida

33.Mele~k0011§ VOf:takse hqv1tamlsel arvesse tootajate 23456789 10
algatusvdimet ja piihendumist.

34. Meie kooli juhtkond suhtub positiivselt tootajate 23456789 10
poolsetesse algatustesse.

35.1'(01k1'de1 tootajatel on iihine arusaam t66 23456789 10
kvaliteedist.

36. Mell' toimuvad regulaarsed ja tihised kooli arengu 23456789 10
seminarid.

37. Juhid tunnustavad avalikult edu meie t60s. 2345678910
38. Arvestan lastevanemate ettepanekutega. 2345678910
39. Arenguvestlusel ei ole meie kooli arengu

seisukohast olulist tdhendust. 23456780910
40. Meie koolis on uuele tootajale abistav-tutvustav 23456789 10

sisseelamisprogramm (mentorprogramm).
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41. Arenguvestlus toimub avatud, vabas ja tolerantses

N 2345678910
ohkkonnas.
42. Pooran tihelepanu tootajate edule to0s. 2345678910
43. Levitan juhina positiivset kogemust. 2345678910
44. Meie koolis toimuvad to6taja ja juhi vahel
regulaarselt toovestlused (sealhulgas hinnatakse t66 2345678910
tulemust ja edasist arenguvdimalust).
45. Tegelleme pidevalt kooli arengukava analiiiisi ja 23456789 10
uuendamisega.
46. Meie jaoks on lapsevanemad koostdopartneriks. 2345678910
?Jéilc\l/.[ele kooli juhtkond rakendab juhtimistd6s uudseid 23456789 10
48. Me1e~1.n1m.esed on kooli eesmirkide elluviimisel 23456789 10
algatusvdimelised.
49. Keemll§es sfnuatsmoms analiiisime juhtkonnaga 23456789 10
olukorra erinevaid aspekte.
50: Ma ei lepi t66s ilmnenud vastuoludega ja piiiian 23456789 10
neid eemaldada.
51. Koolis tqlmub Qpetajate/tootajate toOprotsessi 23456789 10
regulaarne hindamine.
52. Meie kooli juhitakse (mérgi sobiva viite jérele
hinnang)
a) autokraatselt 23456728910
b) demokraatlikult 23456728910
c) liberaalselt 2345678910
53.Meie haridusosakonna juhtimisstiil on (mérgi sobiva
viite jirele hinnang)
a) autokraatne 23456728910
b) liberaalne 2345678910
¢) demokraatlik 2345678910
54. Minu koostd6 haridusosakonna spetsialistidega 23456789 10

toimib tulemuslikult

54a. Soovi korral pohjendus oma arvamusele™:

55. Mida lisaksite?
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Taname Teid kaasamotlemise ja vastamise eest!

NB! Teie poolt kirjutatut ei avalikustata personaalselt, vaid ankeedist saadud
andmeid analiiiisitakse ning kasutatakse (anoniilimsena) statistiliselt toddel-
duna! Uuringu tulemusi kasutatakse kdesoleva koostdouuringu analiilisil voi
selle korduvuuringus.

Kontaktisik:
© Made Torokoff, Tartu Ulikooli Ettevdtluskeskus,
made.torokoff(@ut.ce

Uuringut toetab/finantseerib Pédrnu Linnavalitsus.
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Appendix 7. Strategic model for launching the work of the
learning organisation in an educational organisation

Preparation of the
youths for active
economie activities

b

1

{Dynamics of economic development}

F

(Level of labour force
quality

—

{ School as a learning organisation ]7

Change in quality of culture of a
school as an organisation

)

( Stage 3 )
Learning: individual and team
. .

\ ‘ learning

(1) ( & )

Stage 2 |
| Establishment of a clear goal
Stage 1
Determination and mapping
of teachers” capabilitics 1. Description of the present
teaching organisation’s work
School as a teaching 2. Scheme of launching the
organisation @ learning organisation

T. Mets’s (2002) model adapted by M. Torokoff (Source: Torokoff, Mets, 2005:

211)
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SUMMARY IN ESTONIAN - KOKKUVOTE

OPPIVA ORGANISATSIOONI MUSTREID -
EESTI KOGEMUS

Too aktuaalsus

Mitme aastakiimne véltel on haridus ja dppimine hakanud véljuma oma tradit-
siooniliste institutsioonide — kooli ja iilikooli — raamidest ning muutunud kogu
ithiskonnale oluliseks tootlikuks jouks. Sellest tulenevalt esitab ténapdev
Oppimisele ja haridusele hulga uusi ndudmisi ning innovatiivsus ja intellektu-
aalsed protsessid omandavad teadmistepShises majanduses itha enam tihtsust.
Oppimisvdimekus on muutumas siirdeiihiskondade majanduse iiheks peakom-
petentsiks (vt Varblane et al., 2007), aga justnimelt ,,0ppiva majanduse” tingi-
mustes moodustab rahvusliku innovatsioonisiisteemi tuuma eelkdige dppimine
nii indiviidi kui ka organisatsiooni tasandil (Lundvall et al., 2002). Organisat-
siooniline dppimine on seotud indiviidi kditumisega organisatsioonis ja organi-
satsiooni voimega vastata efektiivsemalt keskkonnas toimuvatele muutustele.
Tanapdeval seisavad koik organisatsioonid pidevalt silmitsi kiiruse ning
arvukate sisemiste ja viliste muutuste protsessiga. Ettevotted, organisatsioonid
ja valitsused peavad tegutsema iilemaailmses keskkonnas, mille iseloom on
markimisvéarselt muutunud, samas on info- ja kommunikatsioonitehnoloogiate
kiire arengu tottu teisenenud ettevotlusgeograafia 1dheduse/kauguse tihendus.
Tootlikkus ja konkurentsivdime on iildjoontes teadmiste genereerimise ja
infotodtluse protsesside tulemus. Infoithiskonnale omaselt on drimaailm liiku-
nud kapitali domineeritud maailmast ithiskonda, mida valitsevad teadmised.
Niisugune fookus selgitab itha kasvavat huvi ja vajadust organisatsiooni dppi-
mise kontseptsioonide suhtes. Organisatsioonid on hakanud teadvustama, et
ettevotte pilisimajddmise ainsaks jatkusuutlikuks konkurentsieeliseks on voime
oppida konkurentidest kiiremini. Ettevotted ei pea tootmise efektiivsuse suu-
rendamiseks investeerima mitte enam uutesse masinatesse, vaid sellise oskus-
teabe litkumisse, mis nende &ri iilal hoiab. Selles kontekstis tdhendab gruppide
vOi iksikisikute Oppimisele tdhelepanu mittepdOramine organisatsioonile
havingut. (De Geus, 1999; Castells, 2001; Leadbeater, 2000; et al). Oppimine
loob tdnapédeval organisatsioonidele hulga vajalikke edutegureid, mis annavad
neile joudu suurenenud konkurentsi survele vastu pidada ja ellu jidda. Need
voimaldavad taluda korget tempot, tulla toime ebadnnestumisest tulenevate
iimberstruktureerimistega, muuta vajadusel ettevottekultuuri, sdilitada t6o-
voimet pidevate muutuste tingimustes, kaasata rohkem inimesi, sh kliente.
Edutegurid tdhendavad leidlikkust klientide vajaduste arvestamisel, enam
eksperimenteerimisjulgust, vajadust tosta kvaliteeti ja parendada korporatsiooni
mainet. Oppiva ettevdtte keskkond kergendab dppimist kdigil oma liikmetel
ning aitab neil teadlikult ennast {imber kujundada (Pedler, Burgoyne, Boydell,

142



1997: 3). Organisatsioonid peavad olema suutlikud teadmiste genereerimises,
omandamises ja kasutamises ning pidevalt Oppima tegema uusi asju, sest pithen-
dumus ja leidlikkus ning olukorra analiiiitiline hindamine saavad tuleneda vaid
organisatsioonist endast (Fullan, 2006). Eeltoodut iseloomustab arusaamine, et
individuaalne ja {thisdppimine on peatéhtsad.

Moodsad info- ja kommunikatsioonitehnoloogiad (IKT) voimaldavad Eesti-
suurusel viikeriigil kujundada oma majandust diinaamiliselt toimivaks, sest aheneb
»avastamata ruum”, kus ettevotted tegutsevad, ettevotlus muutub iiha rahvus-
vahelisemaks, avanevad uued voimalused ja samas tiheneb konkurents. Niisugune
olukord on tekitanud uue kvaliteedi ettevOtete juhtimise strateegias ja vajaduse
otsida uusi voimalusi, reageerimaks kiiretele muutustele keskkonnas ning leidmaks
tasakaalu uute ideede ellurakendamise ja tiheda konkurentsi vahel. Muutustest
Oppimine on saanud ettevotte konkurentsis pilisimise votmeteguriks (vt Varblane et
al., 2008). Organisatsioonilise Oppimise probleem muutub v&tmekiisimuseks.
Kéesolev aeg nduab Eestis organisatsioonide juhtidelt uusi oskusi ja vdimeid neid
arenguid juhtida ning organisatsioonide liikmetelt tahet ja teadlikkust nendes
arengutes osaleda, mis omakorda eeldabki asjaosaliste pidevat Oppimist, et seeldbi
jétkusuutliku ning konkurentsivdimelisena pilisima jéddda. Samuti on organisat-
sioonilise dppimise roll muutustega kohanemises aktuaalne siirderiikide hariduses.
Eesti haridussiisteem on olnud uuenduste ja reformide protsessis kogu taasise-
seisvumise perioodil, seega {ile 16 aasta. Oluline on teada, kuidas ja kas opetavad
institutsioonid ise arenevad Oppivaks organisatsiooniks ning kuidas nad Sppiva
organisatsioonina on valmis ithiskonna vajadustest dppima.

Juhtimispraktikas on Gppiva organisatsiooni juhtimise kontseptsioonil arvestatav
ja iiha kindlam roll (Have et al., 2003). Oppiva organisatsiooni mdiste on olnud
kasutusel mitukiimmend aastat. Esmakordselt voeti dppiva organisatsiooni moiste
tarvitusele seitsmekiimnendatel aastatel (Argyris, 1976), kuid mdiste méadratlemise
sisu on viimastel aastakiimnetel pidevalt tdiendatud. Chris Argyris (1976) késitleb
oma esimestes to0des organisatsioonilist Oppimist eelkdige protsessi aspektist.
Hilisemates to6des toob Argyris vilja organisatsioonilise dppimise kognitiivse
keskkonna aspekti ja esitab koos teiste teadlastega siisteemse Gppimise tasandid:
null, tihekordne, kahe- ja kolmekordne Sppimissilmus (Argyris, 1977; Goergs et al.,
1999). 1990. aastate alguses voeti kasutusele dppiva organisatsiooni (Senge, 1990)
ja Oppiva ettevotte (Pedler, 1993) ideid, kusjuures autorid rohutasid oma teoree-
tilistes toddes juhtimise uut rolli. Juhti hakati nigema pigem teadlase ja organi-
satsiooni kujundaja kui kontrollija ja iilevaatajana (Senge, 1990). Oppimisvdimet
peetakse organisatsiooni edu votmeteguriks, samas kui Oppiv organisatsioon ei
kujuta endast veel 10pptulemust. Loppeesmirgina peetakse silmas intelligentset
organisatsiooni/ettevotet (Edvinsson, 2002). Teadmistepohises majanduses moo-
dustab intellektuaalne kapital organisatsiooni tulevase tulupotentsiaali, kujundades
iihtlasi kogu &rimaailma tulevikku (Edvinsson, 2002; Sydanmaanlakka, 2002).
Tulevikuorganisatsioon on tohus ja elujouline tdnu eelkdige organisatsioonilisele
Oppimisvoimele ja intelligentsele juhtimisele, sest Oppival organisatsioonil on
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omadus toOprotsessis ja -viisides toimuvate muutuste kaudu uueneda. Uuenemine
omakorda tdhendab, et organisatsioon on kogu aeg valmis omandama uusi padevusi
ja neid samas kas tiksikisiku, grupi vOi organisatsiooni tasandil rakendama
(Syddanmaanlakka, 2002; Marsick et al., 2002). Seetdttu on inimesed Oppivas
organisatsioonis suutelised véliskeskkonnas toimuvate muutustega kiiremini toime
tulema ning just tootajad ongi sellise organisatsiooni kdige tédhtsam ressurss.

Klassikaliseks ja populaarseks on muutunud Peter M. Senge késitlus dppi-
vast organisatsioonist. Tema raamatu ,,Viie distsipliini késiraamat. Strateegiad
ja vahendid Oppiva organisatsiooni loomiseks” (1990) pdhjal on dppiva orga-
nisatsiooni viis peamist tunnust: todtajate isiklik meisterlikkus, mottemudelite
mdistmine, jagatud visioon, meeskondlik Gppimine ja slisteemne mdtlemine.

Paraku, empiirilised uuringud ei kinnita Senge dppiva organisatsiooni tunnu-
seid iiksiliheselt, Oppivat organisatsiooni kirjeldavaid tunnuseid on erinevad
autorid saanud kolm kuni seitse ja niiteks Silinsi (2002) dppiva organisatsiooni
teoreetiline mudel on laiaulatuslikum kui Sengel.

Rea autorite poolt empiiriliselt identifitseeritud dppiva organisatsiooni tun-
nuste (faktorite) suur varieerivus viitab dppiva organisatsiooni mitmekiilgsele
iseloomule, selliseid tulemusi on saanud niiteks teadlased Goh (2001), Silins et
al. (2002) Ortenblad (2007). Oppiva organisatsiooni mitmekiilgsus vdib viljen-
duda erinevate tunnusjoontena (mustritena) konkreetses organisatsioonis, soltu-
des nii organisatsiooni liikmetest ja institutsionaalsetest voimetest kui ka
iimbritsevast keskkonnast. See viitab Senge késitluse komplitseeritud iseloo-
mule, sest viiest distsipliinist voib igaiiks sisaldada erinevaid aladistsipliine voi
komponente, mis ei pruugi olla téielikult sdltumatud muutujad viie distsipliini
raamistikus. Ndhtuse mdistmise seisukohalt oluline on Oppiva organisatsiooni
tunnuste olemasolu, nende tugevus ja nende identifitseeritavus iildiselt, mis
loovad keskkonna ja eelduse dppimise protsessile organisatsioonis.

On tehtud mitmeid katseid mddta dppiva organisatsiooni erinevaid aspekte ja
tunnuseid empiiriliselt. Néiteks Moilaneni uuringud (2001) pohinevad Pedleri
kontseptsioonil ja ta on rakendanud normatiivset metoodikat. Moilaneni uurin-
gutes tuleb esile, et erinevates sektorites on Gppiva ettevotte tunnuste tugevus
erinev. (Moilanen 2001; 2005). Senge kontseptsioonil pdhinenud varasemad
uuringud on késitlenud avaliku ja erasektori organisatsioone {iildjuhul eraldi,
peaaegu puuduvad voi pole teada samaaegsed vordlevad uuringud. See asjaolu
annab dissertandile vdimaluse kasutada dppiva organisatsiooni uurimist eri tiitipi
organisatsioonides. Senge kontseptsiooni pdhjal on koolide Sppiva organisat-
siooni tunnuseid uurinud rida autoreid (Gunter 1996; Johnston, Caldwell 2001;
Sillins et al., 2002; Strandli Portfelt, 2006 jt) See asjaolu annab dissertandile
voimaluse kasutada Gppiva organisatsiooni uurimist eri tiilipi organisatsioonides.
Otsustades seniste publikatsioonide (Simonaitiene, 2001; Sirca 2002; Novak,
2002) pohjal on Oppiva organisatsiooni uuringud siirderiikides alles algfaasis.
Kéesolevas t60s uuris dissertant Sppiva organisatsiooni tunnuseid, sh Senge viie
distsipliini  esindatust Eesti era- ja avaliku sektori organisatsioonides
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haridusastuste ja ettevotete nditel. Seni on Eesti ettevdtete Sppimisvoimet uuritud
peamiselt organisatsioonikultuuri ja organisatsioonilise muutuse kontekstis (Alas,
2004; Alas, Vadi, 2003) siirdeperioodil, avaliku sektori institutsioone on uuritud
vihem. Eesti teadlased on ka organisatsioonisisese Oppimise tunnuseid seni vihe
uurinud, samuti pole pakutud Senge kontseptsioonile vordvéérseid uusi mudeleid,
kuid erandiks on siinjuures Tonis Metsa (2002) organisatsiooni arendamise
raamistiku kolmedimensiooniline mudel. See vGdimaldas autoril uurida Oppivat
organisatsiooni kaht tiilipi organisatsioonides kvalitatiivsete tunnuste mustrite
avaldumise kaudu. Autor késitles Oppiva organisatsiooni tunnuste mustreid ja
nende avaldumist Eesti haridusasututstes ja ettevotetes, kusjuures molemad
mustrid vajavad iiksikasjalikku kirjeldamist ja empiirilist méaratlemist.

Uurimuse eesmark ja iilesanded

Doktoritod eesmirk oli identifitseerida dppiva organisatsiooni tunnused, kaar-
distada ning iildistada Oppiva organisatsiooni mustrid Eesti organisatsioonide
nditel.

Kuigi uurimuse objektiks olid Eesti organisatsioonid, on uurimuse temaatika
oluliselt ulatuslikum, pakkudes voimalusi arendada edasi nii Oppiva organisat-
siooni uuringumetoodikat kui ka dppiva organisatsiooni kontseptsiooni tildiselt.

Eesmirgi saavutamiseks ja dissertatsiooni aluseks oleva kolme artikli poolt
tdidetavad uurimisiilesanded olid jargmised:

Esimene uurimisiilesanne: to6tada vilja teoreetilise kirjanduse pdhjal Gppiva
organisatsiooni tunnuste kaardistamise metodoloogiline skeem ja mudelid
(uurimus I).

Teine uurimisiilesanne: tdotada vélja Gppiva organisatsiooni tunnuste kaar-
distamise mudel. Viljundina esitada uurimismudel (uurimused I, II ja III).

Kolmas uurimisiilesanne: uurimismudeli alusel tootada vilja kiisimustikud
Oppiva organisatsiooni kaardistamiseks ning uurimiseks eri tiilipi organisat-
sioonides: haridusasutustes ja ettevotetes uurimus I ja 11, lisad 2, 3, 4, 5 ja 6).

Neljas uurimisiilesanne: viia 1dbi pilootuuringud koolides ja ettevotetes
(uurimused I ja II) ning korrigeeritud kiisimustikuga uuringud (uurimus III).

Viies uurimisiilesanne: identifitseerida Oppiva organisatsiooni tunnused ja
kaardistada ning iildistada nende mustrid (uurimused I, 11, III).

Doktoritoo teoreetiline taust

Organisatsioonilist dppimist ja dppivat organisatsiooni on uuritud alates 1970.
aastatest. Argyris (1976) on kaardistanud organisatsioonilise Oppimise protsessi
ning eristanud iihe-, kahe- ja kolmeahelalist dppimist.
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Tihti on kasutatud termineid *organisatsiooniline dppimine’ ja *Sppiv organisat-
sioon’ lébisegi, késitledes neid iihe ja sama kontseptsioonina, sageli on neid
mdisteid kasutatud ka siinoniiiimidena (Ortenblad, 2001). Nende terminite kasu-
tamisel ja moistmisel esineb mitmeti tdlgendamist ja puudub selgus (Kerka, 1995;
Garvin, 2000; Ortenblad, 2001; et al.). Kaks kdige enam kasutatavat eristust nende
kahe kontseptsiooni puhul on (Ortenblad, 2001; Easterby-Smith et al. 1999) jirg-
mised. Oppivat organisatsiooni kisitatakse kui organisatsiooni vormi, ja dppiva
organisatsiooni kirjandusel on tegevusorientatsioon, mis piiiiab kasutada spetsiifilisi
diagnostilisi vahendeid, mis voimaldavad méératleda, edendada ja hinnata dppimis-
protsessi  kvaliteeti. Seevastu organisatsioonilise Oppimise all mdistetakse
organisatsioonis asetleidvad Oppimisega seonduvaid tegevusi ja protsesse, mille abil
organisatsioonid 16puks saavutavad Sppiva organisatsiooni ideaali (Easterby-Smith,
Araujo, 1999; Finger, Brand, 1999). Inglise keeles kasutab osa autoreid Oppiva
organisatsiooni kontseptsiooni eristamiseks ka artikleid a ja the (a learning
organisation, the learning organization), mis annavad terminile nimisonalise tdhen-
duse, mida sellisel juhul ei saa moista tegevusena vaid konkreetse organisatsiooni
(ihaldatud/ ideaalse) vormina. Senge et al. (2003) nimetavad seda visiooniks, mis
eksisteerib organisatsiooni kollektiivses kogemuses ja kujutlusvoimes.

Esimeses etapis oli valdav protsessist 1dhtuv 1dhenemine dppimisele organi-
satsioonis ja organisatsiooni poolt, kuid iisna pea hakkasid uurijad véljendama
Oppimist kognitiivsete reeglite raamistikus (Argyris, 1991). See on viinud
vajadusele kavandada organisatsioonis Oppimise sotsiaalne kontekst, mis kitkeb
endas arusaamist organisatsiooni kuuluvate inimeste kultuurilisest taustast,
nende kditumisest ja vastastikustest mdjudest igapdevastes tegevustes. Sellega
motestatakse, millised kvalitatiivsed tunnusjooned peaksid kirjeldama oppivaid
organisatsioone ja mil mééral on nimetatud tunnusjooned esindatud organisat-
sioonis, mida peetakse oppivaks organisatsiooniks. Uurijad on identifitseerinud
organisatsioonilise Oppimise selgepiirilised siistemaatilised tasandid lisaks
tavalisele tagasisidele ja reageerimatusele keskkonna muutustele (Argyris,
1977; Georges, Romme, Witteloostuijn, 1999). Organisatsioone, millele pole
omane ainult reaktiivne kditumine, peectakse Oppivateks organisatsioonideks
(ibid.). Neid spetsiifilisi tunnusjooni on kirjeldanud mitmed uurijad (Senge,
1990, Pedler et al., 1991). Oppiva organisatsiooni definitsiooni suhtes puudub
konsensus (Garvin, 2000). Avamaks Oppiva organisatsiooni moiste arengut ja
erinevaid méératlusi, on lisas 1, tabelis 1 toodud vélja dppiva organisatsiooni
kontseptsiooni ajalooline kujunemine oluliste teoste voi siindmustega.

Moilanen (2001; 2005) on avastanud variatsioone eri ettevotete Oppimis-
tunnuste tugevuses. Varasemate uuringute pohjal voib oletada, et isegi samas
majandusharus eksisteerivad suured erinevused mittedppimise ja Oppimise
seostes ettevotete tegevusega. Samas vOib olla mirgatavalt suurem varieeruvus
eri majandusharude ettevGtete vahel ja samuti avaliku ja erasektori organisat-
sioonide vahel. Goh (2001) on selgitanud indikaatorite erinevust, uurides orga-
nisatsioone, mida avalikkuses tuntakse kui oma toostusharu voi sektori etaloni.
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Organisatsioonilise dppimise tunnused vdivad sobituda erinevatesse kombinat-
sioonidesse organisatsioonilise dppimise eri tugevusega tunnuste alusel.

Eeltoodust tulenevalt mingivad Oppiva organisatsiooni iseloomustamiseks
kasutatavad mudelid vdga olulist rolli Oppiva organisatsiooni tunnuste moist-
misel ja modtmisel. Peter Senge (1990: 3) kohaselt on &ppivad organisat-
sioonid: ,,...organisatsioonid, kus inimesed pidevalt laiendavad oma vdimet luua
tulemusi, mida nad tdeliselt ihaldavad, kus toidetakse uusi ja suurejoonelisi
motlemismudeleid, kus vabaneb kollektiivne piitidlus ja kus inimesed Gpivad
pidevalt tervikut nigema .. inimriihm, kes pidevalt tdiustab oma voimet luua
tulevikku”. Nimetatud sdnastus viitab nii organisatsiooni kui ka indiviidi tun-
nustele ja inimeste spetsiifilisele kditumisele Oppivas organisatsioonis. Senge
viie distsipliini mudeli komponendid on kokkuvoetult jairgmised:

1) siisteemne motlemine (systems thinking) miidrab silisteemi (juhi, organi-
satsiooni) sisemised kasvupiirid, voib ithendada inimesi, aidates neil saada aru
maailma seoselisest olemusest ning seega vihendada arusaamatusi ja pettumisi;

2) isiklik meisterlikkus (personal mastery) on oskus oOppida isiklikke
voimeid rakendama, lahtudes koige vajalikumast. Isikliku meisterlikkuse taotlus
tdhendab oma tulevikunigemuse pidevat edasiarendamist ja t60 késitlemist
loomingulise protsessina; (loomingulisus on eelistatav reaktiivsusele): praeguse
tegelikkuse parem tundmine toetab visiooni teostamist;

3) mentaalsed mudelid (mental models) voivad tugevdada inimesi, Opetades,
kuidas tunnetuslikud protsessid muudavad seda, kuidas nad nédevad ja defi-
neerivad oma suhet teistesse inimestesse ja maailma; siia kuuluvad pdhivaartused
ja -printsiibid;

4) meeskondlik Sppimine (feam learning) aitab iihtlustada mdttesuundi ja
energiaid, viies resonantsi ja siinergiani Oppimises. Selles protsessis on olulised
oOigesti toimiv tagasiside ja pidev dialoog ning diskussioon;

5) tihise visiooni loomine (shared vision) voib inimesi tugevdada, luues iihtse
eesmdrgitunnetuse ja fokuseerides nende vaba energia soovitud tulemuste
saavutamisele. Uhine (jagatud) visioon tekitatakse koostdds (Senge, 1990; 2006).

Distsipliini mdistetakse Peter Senge poolt kui printsiipide ja tavade jada, mis
on integreeritud dppivasse organisatsiooni (Senge, 1990). Oppiva organisat-
siooni tunnusjooned on Senge mudelis universaalsed ja ei soltu organisatsiooni
tillibist (eraettevote, avalik teenistus jne). Senge ei rddgi poliitikast organisat-
sioonides ja ta on jdtnud juhtimishierarhia, vanuse, soo, rassi jms kiisimused
vaatluse alt vilja, pohiline on avatus ja vastastikused toetavad koostoo-
tegevused. Nimetatud argumendid voimaldasid laiendada kéesolevat uuringut
samaaegselt eri sektoritesse ning Senge kontseptsioon sai dissertandi valiku
eelise teiste Oppiva organisatsiooni kontseptsioonidega vorreldes.

Rida uurijaid on piitidnud Senge nimetatud distsipliine mdota ja on avastanud
mitmeid uusi dimensioone, mis kirjeldavad Oppivat organisatsiooni ja tdiendavad
Senge mudelit. Nditeks Moilaneni (2001) kohaselt tuleks lisada holistlik vaate-
nurk. Kirjanduse pdhjal defineerivad Silins jt (2002) seitse dimensiooni, mis
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iseloomustavad koole kui Oppivaid organisatsioone: keskkonna skaneerimine,
nigemus ja eesmargid, initsiatiiv ja riskide vOtmine, iilevaade, dratundmine ja
tugevdamine ning jatkuv professionaalne areng. Empiirilise uuringu tulemus
andis neli faktorit: usaldav ja koostodl pohinev kliima, initsiatiivi ja riskide
votmine, jagatud ja jilgitav missioon ja professionaalne areng (ibid.).

Teoreetilise kirjanduse ja autorite varasemate empiiriliste uuringute baasil
saab viita, et Oppiva organisatsiooni mitmekiilgse karakteri tunnusjooned voi-
vad viljenduda erinevate mustritena konkreetses organisatsioonis, soltudes nii
selle organisatsiooni liikmetest ja institutsionaalsetest voimetest kui ka timbrit-
sevast keskkonnast. See viitab Senge viie distsipliini komplitseeritud karakte-
rile, millest igaiiks voib sisaldada erinevaid aladistsipliine ja komponente, ning
mis ei pruugi olla téielikult sdltumatud muutujad viie distsipliini raamistikus.

Metsa (2002) mudeli jargi on organisatsioonilisel dppimisel on nii protsessi,
infrastruktuuri kui ka mentaalse péritoluga tunnused, mis kdik kokku moodus-
tavad kolm erinevat organisatsioonilise dppimise, iihtlasi organisatsiooni aren-
damise dimensiooni.

Sellest tulenevalt v3ib nentida, et uue teadmuse loomine toimub &riprotsessi,
Oppimise (vahel ka koolituse) ja mentaalsete siisteemide vastastikuses toimes,
kujundades organisatsiooni Oppimise ja arendamise raamistiku (Mets, 2002).

Kéesoleva dissertatsiooni uuringute valik pohineb kahel 1dhtemudelil: Senge
viiel distsipliinil (Senge, 1990) ja Metsa kolmedimensionaalse organisatsiooni
arendamise raamistiku mudelil (Mets, 2002). Dissertatsiooni uurimuse kontsep-
tuaalne mudel on esitatud kokkuvotvalt joonisel 1.

Uurimismudel Mudeli elemendid
Senge oppiva

- organisatsiooni
Lihtealused 6 @ tunnused (S):

Senge 1. Jagatud visioon

O @ 2. Isiklik meisterlikkus
O O @ @ 3. Siisteemne mdtlemine
Qb . — 4. Meeskondlik ppimine

5. Mentaalsed mudelid

@ @ Kolmedimensioonilise
oppimise raamistik (3D):
1. PShiprotsess

2. Individuaalne ja
tihisdppimine

3. Mentaalsed siisteemid

Kolme-

raamistik (3D)
OO

Joonis 1. Uurimuse kontseptuaalne mudel (autori koostatud).*

Joonisel 1. sektsioonis ”Uurimimudel” téhistab ”S” Senge mudelit, ’3D” Metsa mudelit
janumbrid tdhistavad mudeli tunnuseid, mis on niidatud sektsioonis “Mudeli elemendid”
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Autori poolt valitud uurimiskonteptsioon ldhtus esmalt autorite Senge ja
Metsa soltumatutest mudelitest. Pérast ldhtemudelite elementide ja sisu analiiiisi
leidis t00 autor neis sarnaseid jooni ja iihisosa ning selliselt moodustuski
terviklik uurimiskonspetsioon. Loodud kontseptuaalne mudel (joonisel 1) oli
koigi uurimuste raamkontseptsiooniks.

Andmed ja meetodid

Dissertatsioon koosneb kolmest iseseisvast, kuid sisult iiksteisega seotud uuri-
musest. Koik uurimused, I-III, on oma olemuselt empiirilised ja esitatud raamis-
tikus (vt joonis 3), kus vaadeldakse organisatsioonilise dppimise avaldumist uuri-
musliku l&henemise vormis /exploratory research/, (vt joonis 2), jdoudmaks Sppiva
organisatsiooni mustrite kaardistamiseni ja pohjaliku mdistmiseni.

Meetod

~
EESMARKIDE >
SEADMINE

~ Jéreldused

~ Kiisimustik 2

~ Jareldused _

S N

~ -

~
~\ GPPIVA e
ORGANISATSIOONI MUSTRITE ==~
|/ KAARDISTAMINE ___ -~~~

ANDMED

TAGASISIDE

__ < — 7 Analiilisimine ="
Analiitisimine (n)

Q)

Joonis 2. Metodoloogia: uurimuslik 1&henemine (Routio 2002 eeskujul autori koostatud).

Uurimuse kavandamisel jargis autor nii uurimuse valimi kui molema eelnevalt
kirjeldatud ldhtemudeli metodoloogia iihildumise vajadust. Selleks kavandas
autor empiirilise uuringu mudeli struktuuri peamised printsiibid:

Alusmudel tulenes Senge viiest distsipliinist: 1) siisteemne motlemine,
2) personaalne meisterlikkus, 3) mentaalsed mottemudelid, 4) meeskondlik
Oppimine ja 5) iihine nigemus, ning Metsa kolmedimensioonilisest mudelist (vt
joonis 1).

Rakendati deduktiivse arengu moodtkava (Hinkin, 1995).

Kiisimustik formuleeriti sellisel viisil, et katta Senge viiest teemast igaiiks
viahemalt seitsme viitega.

Iga distsipliini (Senge mudel) ja dimensiooni (Metsa mudel) tunnuseid kir-
jeldati véidetes kui ndhtumust, mis oli vastaja poolt identifitseeritav ja hinnatav,
mitte ainult puhas vastaja arvamus voi mulje.
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Tdestati formuleeritud véidete korrelatsioon kolmedimensioonilise organi-
satsiooni arendamise raamistiku mudeliga (individuaalne ja iithine Oppimine,
mentaalsed silisteemid ja pohi/ariprotsess) ja loodi tdiendavad viited, et katta
molemad mudelid.

T606 teostamiseks kasutatud uurimisprotsess on esitatud kokkuvdtlikult skee-
mina joonisel 3.

Lihtemudelid || Eel-etapp i
|
i . [
S \ Kiisimus-| |
< z;geo | . tikud | ! [Ksit- Esi-
© O /| | Eesmirgid| | Uurimis- A ! Ana-
. .- i lus algsed
|,/ jauurimis-| |} mudel, B | 1 luts |, rele
| | iilesanded | | metoodika C | . (art 1) J
3D | i | koolid dused
| D ! T
O ‘ i :
© @) | E ' [Kasi Tule-
‘ oy KLUSIE oy ™ Esi- [|mused
b ' lus Ana- algsed X
ja
2 lads jarel- pohi-
ette- (art 2) ;iuse d el
votted _(]jare (-j
| 1 use
Kisit- Ana-
lus |, lits ja > Tirel- -
3 vordlus dused
haridus- (art 3)
asutused

Joonis 3. Uurimisprotsessi skeem (autori koostatud).

Uuringud viidi 14bi kahes peamises sihtrithmas:
* haridussiisteemi to6tajad,
* tootmis- ja teenindusettevotete todtajad.
Valimi valikul haridusinstitutsioonide kasuks ldhtus dissertant vajadusest ja
situatsioonist, kus Eesti haridussiisteem on olnud kogu taasiseseisvumise viltel
uuenduste ja reformide protsessis, samal ajal kattub pikalt kooliajaga tulevaste
tootajate kujunemise koige tundlikum periood. Seetdttu on eriti oluline teada,
kuidas ja kas Opetavad institutsioonid ise arenevad Oppivaks organisatsiooniks ning
kuidas nad dppiva organisatsioonina on valmis iithiskonna vajadustest dppima.
Uurimus I baseerus dissertandi poolt viljatootatud Oppiva organisatsiooni
kiisimustikul (ldhtealuseks Senge ja Metsa mudelid) ja t66 autori poolt 2005.
aastal labiviidud kisitlusuuringul Eesti kuues koolis (respondente 198). Vasta-
jateks olid ka tiiendkoolitusest osavotjad. Kiisitlusankeet koosnes 47 viitest ja
vabavastuste vOimalustest. Uuurimuslikus faktoranaliiiisis kasutati andme-
tootlusprogrammi SPSS. Uurimuses oli ka fookuses Opetajate kui Oppijate
kompetentsid. Uurimus analiiiisis, kuidas on vdimalik mdjutada kompetentside
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arendamist Oppiva organisatsiooni viie distsipliini tunnuste taustal. Saadud
uuringu tulemused vdimaldasid kohandada kiisimustikku ettevotete uurimiseks.

Uurimus II baseerus Oppiva organisatsiooni dissertandi poolt kohandatud
kiisimustikul ettevotetele. Ettevotete juhtide kisitlusuuring viidi autori poolt
1abi 2005.-2006 aastal tdiendkoolitustel, kasutades ekspertmeetodit (respon-
dente 326). Selleks esitati kiisimustik Tartu Ulikooli avatud iilikooli iilidpilas-
tele, kellest osa noustusid korraldama uuringut tootmisettevitetes, kus nad ise
tootavad. Andmeid koguti ka diplomandide 16put6id juhendades (kus 16putdode
empiirilistes uuringutes kasutati autori kiisitlust). Uuringu tulemusena valmis
Oppiva organisatsiooni ja organisatsioonilise oppimise iseloomulikke tunnuseid
uuriv kiisimustik Eesti ettevotete tarbeks.

Uurimus III. Uurimuste [-1I tulemuste pohjal tdiendas dissertant uurimismu-
deli siisteemi ja Oppiva organisatsiooni kiisimustikku 52 viiteni ning kiisimus-
tikus jédid alles vabavastuste voimalused. Kiisitlusuuringud viis dissertant 18bi
2006.-2007. aastal haridusasutustes koostdos Pérnu linnavalitsuse haridusosa-
konna tdotajatega, Tartu Ulikooli Parnu kolledzi avatud iilikooli {ilidpilastega ja
taiendkoolitustel (respondente 1156). Uurimuslikus faktoranaliiiisis kasutati
andmetdo6tlusprogrammi SPSS. Esmakordselt avanes Eestis voimalus vorrelda
Oppiva organisatsiooni tunnuste avaldumist eri tiilipi organisatsioonides.

PShitulemused ja jareldused

Oppiv organisatsioon on siisteemne organisatsiooni arendamise vahend ja mitte
eesmirk omaette. Oppiva organisatsiooni tugevus seisneb selles, et konkreetses
tookohas loodud teadmised ja kogemused on jagatud, koik todtajad teadvus-
tavad edu saavutamisel seotust tervikuga ning juhtide poolt on loodud oppi-
miseks vajalik keskkond.

Organisatsioonilise Oppimise ja Oppiva organisatsiooni kontseptsioonide
iildine teoreetiline kisitlus tdi vélja protsessi ja kognitiivse keskkonna aspekti.
Kolmedimensioonilise dppiva organisatsiooni raamistiku mudel (Mets) holmab
viit distsipliini (Senge) ning see asjaolu vdoimaldas kombineerida dissertatsiooni
iildise uurimismudeli. Peamise ideena késitleti viit distsipliini mudelina, mida
saab rakendada organisatsiooni tasandil. Jareldati, et Gppimine on protsess, mis
toimib organisatsiooni arendamise raamistikus.

Kéesoleva doktoritdd kéigus todtati vélja kiisimustikud Sppiva organisatsiooni
tunnuste kaardistamiseks Eesti haridusasutustes ja ettevotetes. Kiisimustike
viidete viljatootamisel oli kaks ldhtemudelit: Senge Oppiva organisatsiooni viis
distsipliini ja organisatsiooni arendamise kolmedimensiooniline raamistik (Mets).
Oppiva organisatsiooni tunnuseid kirjeldati konkreetset fakti voi ndhtust tuvas-
tavate viidetega, vOimaldamaks vastajal seda identifitseerida oma organisat-
sioonis ja hinnata 10-pallises skaalas. Kuna paljude varasemate autorite tododes on
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Senge teoreetilise mudeli rakendamine andnud erineva struktuuriga empiirilisi
Oppiva organisatsiooni tunnuseid kirjeldavaid mudeleid, valiti Eesti organisat-
sioonide uurimiseks exploratory research approach. Taoline {iildine meetod
voimaldas dissertandil olla avatud erinevatele metoodilistele 1&henemistele ning
tulemustele ja nende tdlgendamise vdimalustele. Oppiva organisatsiooni tunnu-
seid nihakse kdesolevas t60s kui mustreid, mis empiirilises uuringus joonistusid
vorreldes ldhtemudelitega vélja kujul, mis on esitatud tabelis 1. Kéesoleva t66
tulemusena kujundatava empiirilise mudeli kujunemise iildprotsess ja selle
tulemus erinevate organisatsioonide jaoks on esitatud joonisel 4.

Kokkuvotva Oppiva organisatsiooni empiirilise tulemuse mustrite tabeli 1
pohjal voime viita, et Eesti organisatsioonides ei dnnestunud Senge viie distsipliini
mudelit tdiesti usaldusvédrsena (faktoranaliiiisi rangete kriteeriumide moistes)
tdielikus mahus tuvastada.

Kaardistamise tulemusena erinevates Eesti organisatsioonide valimites
joonistub vilja lai valik dppiva organisatsiooni tunnuste mustreid organisatsioo-
nilisest mittedppimisest tdieliku dppimiseni. Nende mustrite struktuur sdltub nii
organisatsiooni enda sotsiaalsest funktsioonist {ihiskonnas kui ka tema liikmete
rollist organisatsioonis. Tootmistdoliste ja tootmisettevitete tootajate valimis
tervikuna see muster koosneb iildjuhul kahest komponendist, nii kooli dpetajas-
konna kui ka iildharidustootajate valimite OO muster tervikuna on kolme-
komponendiline, nagu ka tootmisfirmade juhtide grupis, kdige keerukam on OO
muster teenindus- ja tootmisettevotete grupis tervikuna, koosnedes viiest
komponendist (vt tabel 1).

Haridusasutuste uuringutes joonistus vélja kolmefaktoriline mudel, millele
on iseloomulikud kolmedimensioonilise dppiva organisatsiooni arendamise raa-
mistiku mudeli tunnused. Tuleb tddeda, et Senge viiekomponendiline kontsept-
sioon jdi katmata ja uuringu tulemusel tekkis organisatsioonilises Oppimises
hoopis jargmine kolmekomponendiline pohimuster. Esiteks tulid koolides esile
kolm peamist faktorit: vdirtused, individuaalne ja iithisdppimine ning pShiprot-
sess (20 vaidet); teiseks, haridusasutustes laiemalt (koos alusharidusasutustega)
kujunesid peafaktoriteks iihise ndgemuse loomine ja meeskondlik Oppimine,
poOhiprotsess ning jagatud vairtused (23 viidet). Kuigi Oppiva organisatsiooni
muster viiekomponendilise struktuurina haridusinstitutsioonides ei puudunud
taielikult, viitab 15plik kolme faktoriline tulemus pigem Oppimise keskkonnale.
Seega ei saa me haridusinstitutsioonides kinnitada organisatsioonilise dppimise
téieliku struktuuri olemasolu.

Organisatsioonilise Oppimise keskkonna tunnuste tajumine sdltub tdotaja
rollist organisatsioonis. Tootmisettevotetes tehtud uuringutes joonistus faktor-
analiilisis kahte liiki dppiva organisatsiooni mudelt ehk kaks mustrit: juhtide ja
tooliste muster.
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Tooliste grupi esindajad tajusid organisatsioonilise Oppimise keskkonda
kahedimensioonilisena, (27 véidet), mis kirjeldas organisatsiooni struktuuri
lamedana: sisemised ja vélised tegurid ,,Valgekraed” (juhid ja spetsialistid)
tajusid organisatsioonilise Oppimise keskkonda kolmedimensioonilisena (20
véidet): a) sisemised protsessid ja Oppimine, b) vdértused ning c) pohiprotsess.
Tulemus voimaldab viita, et ettevotteid iseloomustab mittedppiva organi-
satsiooni ja tdiesti Gppiva organisatsiooni vahepealne olukord:

Ettevotete ja haridusasutuste vordleva uuringu tulemuste analiilis néitas, et
Oppiva organisatsiooni mudel ja Gppiva organisatsiooni tunnuste tajumine on nii
haridustdotajate kui juhtide valimites iisna sarnane: joonistusid vélja sarnased
mustrid, vaid faktor-laadungite (kaalude) jarjestus kujunes vastupidiseks.
Faktoranaliiiisis selgus, et Oppiva organisatsiooni viie faktori muster on haridus-
asutuste valimis ebastabiilsem kui ettevotetes. Molema valimi pShimustri kom-
ponentideks olid: iihise visiooni loomine ja (meeskondlik) Oppimine, pdhi-
protsess ja jagatud véartused.

Erinevate valimite uuringu kdigus joonistusid vélja erinevad dppiva organi-
satsiooni mustrid. Ukski nendest mustritest ei vastanud tiielikult Senge mudeli-
tele, kuid selle mudeli tunnused olid erineva tugevusega esindatud enamikus
valimitest. Sellest saab jireldada, et Eesti organisatsioonid asuvad Oppiva
(Senge mdistes) ja mittedppiva organisatsiooni vahel.

Kokkuvotvalt saame viéita, et organisatsiooniline dppimine on kompleksne
mitmetahuline protsess, mis toimub keskkonnas, mida iseloomustavad nii orga-
nisatsiooni pohiprotsessi ja viliskeskkonna kui ka organisatsiooni sisekesk-
konna protsessidega seotud tunnused. Tervikuna kirjeldavad need tunnused
Oppivat organisatsiooni kui keskkonda, milles toimub organisatsiooniline dppi-
mine. Kdesolev uuring kinnitas paljude autorite, sh Senge, Pedleri jt varasemaid
tulemusi Oppiva organisatsiooni mitmetahulistest omadustest, millest kdesolev
uuring, erinevalt varasematest, tdhtsustab eelkdige kolme komponenti: 1) tihise
visiooni loomist ning {ihisoppimist, 2) pohiprotsessi ja 3) jagatud vairtusi.
Saadud tulemus vastab kdige paremini Metsa kolmedimensioonilisele organisat-
siooni arendamise raamistiku mudelile.

Autori interpretatsioon on, et Senge distsipliinid ei saa olla tdiesti soltumatud
omavahel (sama ka 3D kohta), millest tulenevalt varasemad autorid (Silins et
al., 2002; Pedler, 1991; Goh, Moilanen, 2001; 2005 jt) on joudnud samadele
jéreldustele.
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Uurimismudel Empiiriline mudel

Léhtealused

sisekeskkond

<[>

dimensiooniline

raamistik (3D)
o O
O

viliskeskkond

Joonis 4. Empiiriline mudel (autori koostatud)’

Uuringute praktiline tahtsus

Uuringu praktiline véartus seisneb selle tulemuste rakendatavuses organisat-
sioonide juhtimispraktikas, millega luuakse eeldused nimetatud organisatsioo-
nide tiiendavaks suurima tulemuslikkuse saavutamiseks. Oppiva organisatsioo-
ni Senge kontseptsiooni teadvustamine algas Eesti koolides 1993/94. dppeaas-
tast®, kuid kuni kiesoleva t66ni puudus konkreetne uuring ja mddtmisvahend
Oppiva organisatsiooni tuvastamiseks Eesti haridussiisteemis. Analoogiline oli
situatsioon Eesti ettevdtete juhtimises. Doktoritdo iihe peamise tulemusena t66-
tati vilja Oppiva organisatsiooni modtmisvahend koolides/ettevdtteis rakenda-
tava kiisimustikuna. See voimaldab juhil teadlikult ja eesmirgipéraselt tuvas-
tada Oppimise seisundit organisatsioonis ja planeerida koolis vdi ettevdttes pika-
ajalist Oppimissiisteemi, toetades organisatsioonis toimuvate protsesside siis-
teemset analiiiisi.

Tehtud uuringute pohjal voib t66 praktilise véértuse haridusasutuste jaoks
kokku votta jargmiselt:
» Koolides tehtud uuringu tulemustel selgus, et vaatamata senisele ootusele, on

kool kui Oppiv organisatsioon osaliselt voi tdielikult vélja arendamata. Sellest

> Varjutatud ala tahistab tulemust, kus tunnused olid erinevad, kuid lihedased léhte-

mudelile (vt joonis 2).

Dissertandi isiklik kogemus osavotust Riigi Kooliameti ja Avatud Eesti Fondi kor-
raldatud koolimeeskondade koolitus- ja arendusprojektist "Omaniolise Kool" 1993—
1994 (vt. samuti: http://www.ami.ee — Avatud Meele Instituut).
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kerkis vajadus arendada eesmairgipéraselt koole Oppivateks organisatsioo-

nideks. Dissertant koostas Oppiva organisatsiooni etapilise kdivitamise iild-

skeemi koolide jaoks, skeem on oma olemuselt universaalne ja on juurutatav,

sOltumata organisatsiooni tiilibist (kool voi ettevote) (vt lisa 7, joonis 1).

+ Oppiva organisatsiooni ja arenguprotsesside rakendamine koolis v&i muus
haridusasutuses on véga tihedalt seotud haridusasutuse juhtimise funktsioo-
niga. Eesti haridusjuhtide vastutus on suhteliselt piiratud nagu ka haridus-
asutust puudutavatest Gigusaktidest tulenevalt nende voimalused mdjutada
protsesse. Toetudes autori poolt 1&bi viidud koostoouuringu tulemustele (Toro-
koff, 2003) ja kéesolevate jatku-uuringute tulemustele, on dissertant teinud
Haridus- ja Teadusministeeriumile ettepaneku vaadata iile ning tépsustada
direktori ja dppendukogu vastutust kooli pShiprotsessi — Oppe- ja kasvatustdo
eest (Torokoff, 2001; Torokoff, 2004; Torokoff, Mets, 2005).

Uuringute tulemused on leidnud osaliselt kajastamist Parnu Linnavalitsuse

Haridusosakonna tegevuskavas 20082011, kujundamaks organisatsioonilise

Oppimise voimekust Parnu haridusasutustes.

Dissertandi uuringud demonstreerivad olulisi kasutamata reserve Eesti ette-
votete juhtimise arendamises. Sellele viitavad t60 praktilise vaédrtusega uurimis-
tulemused on jargmised:

* Selgus, et tooliste arusaamine ettevottest kui Oppivast organisatsioonist on
lihtsakoelisem kui juhtidel. See viitab vajadusele koolitada esmatasandi juhte
oma alluvate arengut juhtima selliselt, et need laiendaksid oma initsiatiivi,
meeskondliku dppimise ja dialoogivdimet ning oskusi.

* Kasvavale teadmistepdhisele majandusele omaste tdiendava lisavéértuse
protsesside kéivitamiseks on oluline organisatsioonilise dppimise vOimekuse
tous ettevottes tervikuna. See tihendab iihtlasi vastavate véartuste ja kultuuri
véljaarendamise vajadust organisatsioonis.

Osaliselt on uuringutulemusi ja viljatootatud kiisimustikku tervikuna kasutatud

strateegilise arengukava viljatootamisel tootmisettevdttes OU MS Balti Trafo

(Rohula, 2008) jt ettevitetes. Samuti on dissertant viinud 0ppiva organisatsiooni

juhtimisskeemid sisse praktilisse keskastme juhtidele mdeldud Aripéeva juhi

kdsiraamatusse (Torokoff, 2007; Torokoff, 2008).

Soovitusi tulevasteks uuringuteks

Kéesoleva uuringu peamiseks piiranguks voib pidada nii Senge kui Metsa mu-
delite komponentide omavahelist soltuvust (korrelatsiooni), nagu ilmnes
empiirilise andmestiku faktoranaliilisis. Ka teiste autorite t66d (niiteks: Silins,
2002) viitavad sellele, et on vdimalikud veel teistsuguste tunnuste kombinat-
sioonid, mis kirjeldavad Oppivat organisatsiooni. Lahendusena v3ib iiritada saa-
vutada omavahel tdiesti sOltumatute faktorite kombinatsiooni korrelatsiooni
,viljasdelumisega”. Selle lahenduse puuduseks vGib saada olulise osa infor-
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matsiooni (mudeli tunnuste) kaotamine (kisitletud uuringutes 1 ja II). Seega
jaab ka tulevastes uuringutes probleemiks Oppiva organisatsiooni tunnuste
,,puhtus” (omavaheline sdltumatus) ja informatiivsus, mis voivad olla omavahel
vastuolus. Esimene taotlus vOib viia Oppiva organisatsiooni tunnuste arvu
viahenemiseni, ngu see kajastub sotsiaal-kognitiivse dppimise teoorias.

Bandura ja Woodi (1998) kohaselt selgitab sotsiaal-kognitiivse Oppimise
teooria mudel vastastikust soltuvust kolme determinandi vahel: Kkaitumine,
kognitiivne ja teised personaalsed faktorid ja véline keskkond. Need dimen-
sioonid omavad kahesuunalist moju, kus kausaalsed faktorid vdivad ilmneda
erinevate tugevustega erinevatel momentidel. Nende determinantide moju ei
pruugi olla samaaegne (Wood, Bandura, 1998; Small, Irvine, 2006). Oppiva
organisatsiooni kirjeldavate tunnuste arvu kasvuga kaasneb ka vastava mudeli
informatiivsus, see vOdimaldab Oppivat organisatsiooni késitleda paindlikumalt.
Milline on véljapiés kirjeldatud dilemmast, v3ib olla tulevaste uuringute teemaks.

Viis distsipliini kirjeldavad Oppiva organisatsiooni tunnusjooni, kuid mitte
Oppimise protsessi vOi seda, kuidas organisatsioon on sisenenud organisatsioonilise
Oppimise protsessi. Nimetatud viisil loob Senge kontseptsioon raamistiku voi
keskkonna, milles toimub organisatsiooniline dppimine. Nimetatud raamistiku ja
protsessi vastastikuse toime uurimine vdib olla samuti iiks tulevikuteemasid.

Majanduse positiivse arengu mudeli jaoks on tarvis uurida, kuidas on seotud
finantsiline suutlikkus ja organisatsiooniline dppimine, aga ka kuidas on seotud
klientidelt dppimine ja seos viliskeskkonnaga jne. Vajab selgitamist, missugune
on organisatsiooniline 0ppimine multikultuurses organisatsioonis. V3ib nime-
tada veel jargmisi vajalikke uurimiskiisimusi, nagu vordlevad uuringud sama
kiisimustiku alusel teiste riikide analoogsete organisatsioonidega; kuidas iiletada
kaitumuslikud tokked, mis on seotud organisatsiooni avatusega, sh negatiivse
informatsiooni kui ebapopulaarse teemaga; kuidas véltida korduvaid vigu;
kuidas organisatsioon ei kaotaks teadmust, juhul kui votmeisikud lahkuvad
organisatsioonist; kuidas ja kui kiirelt viib organisatsioon teadmisi ja ideid ellu;
millised on praktilised reflektsioonid organisatsioonidest, kus Oppiv siisteem
toimib tShusalt? kuidas hinnata organisatsioonilise Oppimise kvaliteeti: mees-
konna ehitamise, piisiva ja lojaalse personali voi veel millegi kaudu? kui on
saavutatud Oppiva organisatsiooni ideaal organisatsioonilise dppimise kaudu,
siis millal saab organisatsiooni analiiiisida kui intelligentset organisatsiooni?
(Sydanmaanlakka, 2002; Edvinsson, 2002).

Eesti kontekstis on iiheks olulisemaks uurimissuunaks Oppiva organisat-
siooni kui protsessi uurimise jatkamine ja uurimismeetodi tdiustamine.
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