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INTRODUCTION:
THE AIM AND CONTEXT OF THE STUDY

During the past century an increase in ethnocultural diversity has become a
source of tension and even covert as well as overt conflicts in most Western
societies, including the post-socialist countries. It is fascinating to observe the
contemporary societies’ ideological, political and public policy level
deliberations on ‘managing’ ethnic diversity. Within this discourse I have a
special interest in education and particularly in public policy choices in the
domain of language-in-education, such as language in teaching and learning in
ethnically diverse communities, multicultural and multilingual education, and
connections between education and language policy.

According to Kymlicka (2001), educational policy along with language laws
are the tools of state’s nation-building; and at the same time, the language-in-
education domain is one of the targets for minority rights claims. Bromell (2008
p- 147) questions how to assess trade-offs between the minority’s rights to their
societal culture, incl. rights to preserve and develop native languages through
education, and the state’s nation-building aspirations provided the finite
resources of the state.

This question is applicable also to the situation of the network of Russian-
medium schools in Estonia. Since 1991, when Estonia’s independence was re-
established and the status of the Estonian language as the only official language
was restored, the Russian-medium schools have always been an arena for
(un)articulated tensions between the state’s nation-building interests and the
Russian-speaking minority’s cultural rights claims. During the period of the
Soviet occupation of Estonia, Russian-medium educational institutions were
operated in parallel with Estonian-medium schools. In the 2010/2011 academic
year (when the current fieldwork of the present doctoral study started), of the
545 general education schools (excluding schools for adult students), Russian
was the language of instruction in 58 schools, and both Estonian and Russian
were used in 28 schools (Estonian Ministry of Education and Research, 2011).
The attempts of the Estonian state to Estonianize the Russian-medium schools
and to support the harmonization of the educational system include two of the
most significant language-in-education policy decisions: introduction of
instruction in Estonian into Russian-medium general secondary schools
(pursuant to the Basic Schools and Upper Secondary Schools Act of 1993
(Pohikooli- ja giimnaasiumiseadus)) and establishment of the Estonian pro-
ficiency requirements for teachers, including a control mechanism via a system
of language inspection as regulated by the Language Act 1995 (Keeleseadus).
The first measure contains both compulsory and optional components.
Estonian-medium instruction is compulsory in all upper secondary general
public educational institutions (with minor exceptions approved by the
Government) starting from the 2011/2012 academic year. Participation in the
language immersion programme is optional for schools and kindergartens, and



language immersion is available in 54 Russian-medium schools and
kindergartens (data as of 2009/2010) (Brown 2012 pp. 204-5).

These policy shifts are justified by the government as measures whose aim is
to decrease the segregation existent in the Estonian educational system and
promote social cohesion and equality among the graduates of schools in
Estonia. It is important to note that the governmental rationale behind the policy
shifts in the language-in-education domain is not solidly accepted by the
respective interest groups. The essence, format and necessity of the changes are
widely debated among different political parties, leaders of the Russian-
speaking community, teachers and students. The main questions subjected to
close scrutiny in Estonian society are: would the shifts in the language-in-
education contribute to equality of educational attainments? Are the measures
proportional in respect to the aims to be achieved? What are the risks associated
with the policy implementation? What would be the intended and unintended
consequences of the policy implementation? What are the alternatives to the
reform proposed by the government?

Implementation of the language-in-education decisions has also inspired
many scholars to participate in academic-level debate on the proposed policy
shifts and to critically (re)examine different aspects of the reform. For example,
according to Vetik and Helemie (2011 p. 17), the idea behind the transition to
the Estonian-medium instruction in the secondary schools is to help the
Russian-speaking youth ‘to achieve parity with their Estonian counterparts as
they enter the labour market’. At the same time, Saar (2008 p. 70) argues that
mistakes made during the implementation of the transition to Estonian-medium
instruction create sceptical attitudes among Russian-speaking community
regarding the government’s actual intentions behind the reform. Russian-
speakers do not totally believe the official justification of the reform and are
concerned about the risk of assimilation of Russian-speaking youth to the
Estonian-speaking community. The Russian-speakers recognise the inequality
of (linguistic) possibilities and the lack of choice within the educational system
in Estonia, and the compulsory transition to the Estonian-medium instruction is
not seen as the ultimate solution to the problems (ibid.).

Brown (2012 p. 207) claims that the development of Estonian-medium
instruction in the Russian-medium schools is complicated by the poor readiness
of teachers and their lack of knowledge of the Estonian language. This is
mentioned also by Masso and Kello (2011 p. 134), who also note that besides
Estonian language courses the teachers may need methodological consultancy
and emotional support. According to them (p. 131), for some educators the
changes in the language-in-education domain have occurred too fast and are
thus regrettable. The researchers (ibid.) warn against a constant environment of
stress in teachers’ professional lives and unclear or even contradictory
professional requirements. In reference to the main assumptions of the social
learning theory by Bandura (1977) on the role models in teaching and learning,
and on the effect of sociocultural environment (i.e. interactions with adults,



including teachers) for the child’s development, and especially for the
development of language and reasoning processes as stressed by Vygotsky
(1962, 1978), the teachers’ self-efficacy in their professional lives has a major
impact on their students. Therefore, teachers’ feeling of disempowerment and
low self-efficacy in learning the Estonian language may affect in the longer
perspective the students’ attitudes, experiences, motivational orientation and
world-views and can reinforce broader social problems (Masso and Kello 2011
p- 134).

In the current study, I proceed from the statement made by Brown (2012
p- 207), who emphasizes that although the legislation on the transition to the
Estonian-medium teaching was adopted more than 15 years ago, the expansion
of the Estonian-medium teaching is still considered to be uneven and great
disparity is observed between the quality of teaching in Estonian in different
regions; and the conclusions made in their studies by Masso and Kello (2010,
2011), Saar (2008), Vetik and Helemie (2011). By ‘placing ethnic categories
into the institutions and policies of government’ (Rata and Openshaw 2006
p- 7), the decisions in the domain of language-in-education (a part of the nation-
building process) have contributed to politicising language in Estonia, and, as
an outcome, the repositioning of ‘the groups [in society] in relation to each
other [...]" (ibid.), including professional groups and communities. A significant
structural change occurred in the domain of education, affecting also the
position of educational professionals.

The aim of the current doctoral study is to present the in-depth exploration
of the interplay between structure and agency in cases of legitimation of the
Estonian language by Russian-speaking teachers in Russian-medium schools in
Estonia.

The objective of my study is to explore individual experiences of the
Russian-speaking educators while coping with the political requirements of the
Estonianization of the Russian-medium schools in Estonia. My focus is on
teachers as the agents of legitimation and mediation of the Estonian language in
Russian-medium schools within the context of the social and power relations
the teachers are involved in. I also focus on the processes of the internalization
of the teachers’ agency in response to the described structural changes, and as
being embedded into their professional self-identity models. My research is
guided by the assumption that a closer look from the sociological perspective at
the position of the Russian-speaking teachers within the Estonian educational
system could contribute to the understanding on how educators can best adapt
to the changes in language-in-education policy. This in turn is a necessary
precondition for the successful implementation of the planned policy shifts
aimed at bridging the gap between Estonian-medium and Russian-medium
schools.

To reach the study aim, the constructivist social learning theory was
operationalized into the two-year Estonian language learning mentoring
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programme' for 50 Russian-speaking teachers. The aim of the mentoring
programme was to bring the Russian-speaking educational professionals up to
the level in the Estonian language required by the state regulations and provide
them with resources for personal and professional growth. The programme was
targeted to increase the reflexivity of teachers as professionals in respect to their
role as legitimators and mediators of the Estonian language and culture in the
classroom and to support the development of the integrative motivation and
positive professional identity. The participants in the mentoring programme
enjoyed plenty of autonomy in deciding on the language learning individual
working plans and the desired outcomes. They also received support from the
mentors, who were mostly teachers from Estonian-medium schools. Re-
searchers were directly involved into the design, implementation and evaluation
of the programme.

The current doctoral dissertation is based on three closely interrelated,
original studies that follow the logic and structure of a cyclical analytical
process of action research. The empirical data originate from the mentoring
programme, including ex-ante and ex-post data collection and analysis.

The following objectives and research questions were set to facilitate the
inquiry process throughout the work on the dissertation:

STUDY 1. The objective of Study I is to explore a historical and societal
context for Russian-speaking teachers as professionals in Estonia in terms of
language and power.

The research questions are: How can the social position of the Russian-
speaking educators in Estonia be defined within the sociological categories of
language and power? Could the historical and societal context (incl. state
language policy) have possible consequences in the form of low self-efficacy of
Russian-speaking educators in learning and mediating the Estonian language?

STUDY 11. The objective of Study 11 is to make insights into the constructivist
social learning practices of Estonian language learning amongst Russian-
speaking educators.

The research questions are: How can constructivist social language learning
practices contribute to enhancing the agency of Russian-speaking teachers? To
what extent could an action research approach compensate for the negative

' The research is based on the two-year mentoring programme designed according to the
‘Conception of Individual Language Learning with the Assistance of Mentors’ by the
Supervisor of the current study (Kutsar 2008) and co-financed from the European Social
Fund: Mentori toel individuaalse keeledppe projekt (“Keeledppe arendamine 2007-2010”
tegevuse 5.7. “Vene Oppekeelega haridusasutuste pedagoogide ja juhtide eesti keele dpe”)
[Project on individual language learning with the assistance of mentors (‘Development of
language learning 2007-2010" Action 5.7. ‘Estonian language learning for teachers and
administrators of the education institutions, with Russian as the language of instruction”)].
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effects of the unfavourable contextual factors and help the teachers to adjust to
policy shifts in the language-in-education domain?

STUDY 1Il. The objective of Study III is to examine different models of the
Russian-speaking educators’ self-views, which are constructed and practiced in
their everyday working lives while adjusting to the policy shifts in the language-
in-education domain.

The research questions are: How does the obligation to mediate the Estonian
language in the classroom impact on the teachers’ professional self-views? How
is the meaning of the Estonian language shaped in the process of
(re)construction of the teachers’ professional self-identities? What are the
conditions for productive models of self-views to emerge as a response to the
changes in the language-in-education domain? What are the mechanisms
preventing actionable knowledge of the Estonian language acquired by Russian-
speaking educators from becoming coherently embedded in their self-views?

The dissertation draws upon original publications — Studies I-III; and the aim
of the introductory article is to present an analytical overview of the Studies. Its
first section presents the theoretical framework, which places the research
problem within the relevant social theories. The second section provides an
overview of the methodological aspects of the doctoral study. The findings are
presented in the third section and discussed in the fourth. The introductory
article ends with concluding remarks followed by a short summary in Estonian.
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I. THEORETICAL FRAMEWORK

The aim of this section is to provide an overview on the theoretical perspectives
and frameworks I applied to understand the position of the Russian-speaking
teachers within the Estonian educational system.

In general terms while working on the theoretical framework, my interest was in

the interplay between the social structures and individual or collective actions

(agency). The main theoretical considerations during my work on the

dissertation were connected to the following research questions:

(1) how can the categories of power and language (as conceptualized on the
basis of works by Bourdieu) be useful in explaining the disempowerment
of human agency (i.e. low self-efficacy of educators) in broader socio-
historical settings?

(2) how is the meaning of social change constructed as derived from particular
[agents’] interactions and relations within the particular ((co)constructed)
context, and how can individual and collective agency be enhanced?

(3) how do individual and collective positions/dispositions and actions shape
agents’ self-identities within their professional context (based on the
ecological model of human development and intersubjectivist perspective
of identity formation)?

In respect to my research problem the concurrence of language and power in
Estonia, i.e. shaping the structural change in the domain of language-in-
education, comes into focus. In my work, I explored the ways in which the
Russian-speaking teachers, as reflexive professionals, perceive, evaluate,
interpret and reinterpret the changes in the language-in-education domain and
how these collectively and individually constructed meanings are translated into
(social) actions in the course of the mentoring programme. The last question
requires a theoretical perspective on self-identity (re)formation mediated by
interactions and social relations. An attempt was made on my part to explore the
process of the teachers’ professional self-identity negotiation based on the
changes in the professional social structure, which in turn caused the changes in
their interactions and social relations.

While working through the relevant social theories it was challenging to
navigate the broader sociological debate about theoretical concepts, such as
‘structure’, ‘agency’, ‘power’, ‘language’, ‘profession’, ‘identity’, ‘tradition’
and ‘change’, and to develop my interpretation of these concepts. The
theoretical section starts with the debate on language and power followed by the
discussion on the duality of structure and agency. The third part of this section
elaborates the self-identity formation issues in the context of the sociological
debate on professionalism.
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I.1. Critical account of ‘national language’
as a tool of power

Discussion of critical accounts of language is central to the present study. The
sociological and philosophical debate on language is very complex and diverse.
Fairclough (1989) reviews the following approaches to language study:
linguistics, sociolinguistics, pragmatics, cognitive psychology and artificial
intelligence, conversational analysis and discourse analysis (including language
and ideology studies), and social theory (with references to Michel Foucault,
Jirgen Habermas, Pierre Bourdieu etc). To illustrate the plurality of views on
language and interrelatedness of research on language and social life, Mawson
(2010 p. 25) claims that ‘the philosophy of man became the philosophy of
language in the twentieth century and, we can see that linguistic theories such as
those of Saussure offered metaphorically applicable terms for accounting for
human activity’. Corson (1993 pp. 2-3) examines four lines of debate on the
relationship between language and power: 1) ‘language as an instrument for
wielding power even while reflecting [...] upon the rhetorical force of that
usage’; 2) post-structuralist debate on the instability of human subjectivity and
discourses about power distributions and social structures; 3) debate that links
‘power and language by means of ideology’, including studies on language in
the ‘structural relations of domination’; and 4) debate about ‘any power that
language has in shaping thought and world view’.

For the purpose of the current research in the domain of language-in-
education, I need to rethink the concept of ‘language’ and to explore the
sociological meaning of ‘national language’ or ‘official language’, i.e. to place
‘language’ into the domain of social institutions and practices of national
educational system. Fairclough (2006 p. 8) claims that ‘discourse’ as a ‘parti-
cular way of conceptualizing and researching language’ allows for approaching
‘language as one facet of social life which is closely [...] interconnected with
other facets of social life, and is therefore a significant [...] aspect of all the
major issues in social scientific research — economic systems, social relations,
power and ideology, institutions, social change, social identity and so on.’
Fairclough (1989 p. 20) suggests that the critical accounts of language require
the conceptualization of language ‘as a form of social practice’, a ‘discourse’.
According to Fairclough (ibid. 23) ‘there is not an external relationship
“between” language and society, but an internal and dialectical relationship’ and
continues: ‘language is a part of society; linguistic phenomena are social
phenomena of a special sort, and social phenomena are (in part) linguistic
phenomena’.

Fairclough (ibid. pp. 20-22) discusses also other meanings of the term
‘language’, e.g. language as langue and parole in the work of Ferdinand de
Saussure, and comes out with a theoretical assumption on the essence of
‘national language’, which is relevant to the object of my study. Notably,
Saussure understands /angue in a unitary and homogeneous sense. ‘Saussure

14



writes as if all language communities whatever their social conditions had their
langue, and for him the possession of langue is a condition for the possession of
language’ (ibid. 21). Another important claim of Saussure referred to by
Fairclough (ibid.) is that ‘everyone in a language community has equal access to
and command of its /angue’. The Saussurean notion of langue is therefore
dominated by ‘rhetoric of standardization’ (ibid. p. 22), Fairclough’s (ibid.)
assumption is that this interpretation of langue refers ‘to transmutation of
standard languages into mythical national languages’; and continues his
elaborations on the rationale for this transmutation:

‘A political requirement for creating and sustaining a nation state is that its
unifying institutions should have legitimacy among the masses of the people, and
winning legitimacy often calls for such rhetoric.’ (ibid.)

These theoretical elaborations on standardized, unified and legitimate qualities
of national languages are reminiscent of the Pierre Bourdieu’s considerations
on language as an instrument of power and action, a legitimate language —
official language (1991a). In his essay (ibid.) Bourdieu critically examines the
presuppositions of the linguistic theory of Chomsky and Saussure. Bourdieu
(ibid.) performs an analysis of the language legitimation practices as a gradual
social process. By doing this Bourdieu breaks with the dichotomy of ‘langue’
and ‘parole’, and brings in ‘the question of the economic and social conditions
of the acquisition of the legitimate [linguistic] competence and of the
constitution of the [linguistic] market in which this definition of the legitimate
and the illegitimate is established and imposed’ (ibid. p. 44).

The main assumptions behind Bourdieu’s (ibid. p. 45) conceptualizations of
official language are: (1) the language is ‘@ code’ in two senses, firstly, it
establishes equivalence between sounds and meanings; and secondly, it
functions as ‘a system of norms regulating linguistic practices’; (2) ‘the official
language is bound up with the state, both in its genesis and in its social uses’ —
[nation-|state formation predetermines the conditions ‘for the constitution of the
unified linguistic market, dominated by the official language’; (3) integration
into a single ‘linguistic community’ is a product of the political domination; (4)
teachers are the agents of the state responsible for the legitimation of the official
language — they ‘are empowered wuniversally to subject the linguistic
performance of speaking subjects to examination and to the legal sanction of
academic qualifications’. The linguistic market is a ‘set of political and social
conditions [power relations] of the production of the producers/consumers’
(ibid. p. 57) of language.

The educational system — ‘an instrument of “intellectual and moral
integration’” of the nation — plays an important role in the construction,
imposition and legitimation of an official language (ibid. pp. 48-49). Uni-
fication of the linguistic market (based on domination of an official language) is
a complex process involving different institutions and mechanisms, including
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political and economic unification (being not solely a subject of linguistic
policy of a state) (ibid. p. 50). Therefore, the educational system as an
institution has a dual position — being an agent of the language legitimation
process (as imposed by a state) and at the same time being influenced by the
other mechanisms of the unification of the linguistic market (not always and not
solely controlled by a state). Bourdieu claims that the position of different
languages (cultural contexts) within the educational system becomes important
for ‘those who seek to defend a threatened linguistic capital’ (for example,
minority groups), because the educational system possesses ‘the monopoly in
the large-scale production of producers/consumers, and therefore in the
reproduction of the market’ (ibid. p. 57).

The recent research on language and power also suggests critical con-
sideration of the interests of different actors’ in the domain of language. While
participating in the reproduction of the linguistic market both state and non-state
actors could influence the position of ‘the languages of less powerful’ (Brown
2012 p. 196). In the critical study of language ‘the structure of social relations
within the social space and the position of those within that space from whom
the wvariation emerges’ (Mawson 2010 p. 51) should be addressed. Any
linguistic competence presupposes acquisition of ‘a whole social matrix,
originating from the structures of society’; and a system of differentiation ‘that
is socially constituted and set accordingly to (ultimately) power structures
within the social space as a whole’ (ibid. p. 55). Furthermore, language operates
as ‘a symbolic power’, since it participates in the production and reproduction
of ‘systems of dominance in line with established social structures’ (ibid.).

To summarise, the Bourdieu’s perspective on official language and language
legitimation practices suggests a focus on how language is used, when ‘people
exercise their social power, social competence and impose their authority’
(Study I). The interplay between language and power in the language-in-
education domain is further elaborated in Study I of the current research.

1.2. Dual character of structure and agency

Following the developmental path of the social sciences I was challenged in my
research by the dualism of subjectivism and objectivism, and by the difficulties
of escaping the opposition between these two, and recognizing the duality of
structure and agency (Study I).

In 1966, Paul Diesing in his article on subjectivist and objectivist arguments
‘by reference to specific social science methods’ (p. 125) arrives at the
conclusion that subjectivism and objectivism ‘pass one another by, rather than
[meet] one another’. Diesing (p. 124) states that the main argument of
objectivists’ is based on the universal characteristics of the scientific method,
while the subjectivists focus on the universal characteristics of human subject-
matter; and his conclusion is that in comparing the specific social science
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methods we do not find any ‘grand dualism, but rather detailed disagreements
over theory and method [...] the two opposing theories turn out to be
supplementary, each important in its own way and each equally scientific’
(p- 131). In his book on science and ideology, Diesing (2005) reinterprets the
philosophical dualism of subjectivism and objectivism as a contradiction of
different scientific traditions, as a challenge ‘to understand ourselves both as
subject and as object, both as free and as determined’ (p.329).

Pierre Bourdieu’s method of scientific inquiry, which Bourdieu himself
labelled as ‘constructivist structuralism or structuralist constructivism’ (1989
p. 14), ‘permits engagement with both structuralism or holism and construc-
tivism or individualism, as one phenomenon’ (Bigo 2011 p. 234). Bourdieu sees
the major contribution of ‘structuralist revolution’ in application of the
‘relational mode of thinking’ to the social world, which could be represented as
‘an ensemble of invisible relations’ (Bourdieu, 1989 pp. 15-16). Bourdieu
claims that the structuralist vision, ‘an analysis of relative positions and of the
objective relations between these positions’ (where ‘objective relations are the
relations between positions occupied within the distributions of the resources
[...]” (ibid. p. 17)), is a necessary but not sufficient moment of research (p. 16).
Another necessary moment of research is ‘a sociology of the perception of the
social world, that is, a sociology of the construction of visions of the world,
which themselves contribute to the construction of this world’ (ibid. 18).
Although Bourdieu (ibid.) names three challenges of the constructivist vision:
‘construction is not carried out in a social vacuum but subjected to structural
constraints; [...] structuring structures, cognitive structure, are themselves
socially structured because they have a social genesis; [...] the construction of
social reality is not only an individual enterprise but may also become a
collective enterprise’. Bourdieu’s theoretical principles of the research inspired
me ‘to switch’ between two visions (structuralist and constructivist) in the
course of my research. I started by exploring structural characteristics de-
termining the position of Russian-speaking teachers (Study I) and finished my
work by investigating the teachers’ perception of their profession and of their
dispositions within the language-in-education domain (Study III).

The problem of subjectivism and objectivism conforms to the long-standing
debate on how to define the notions of structure (‘an unavoidable epistemic
metaphor in the social sciences’ (Sewell 1992 p. 27)) and agency. In Study I, I
give the simplified definition of structure and agency based on their opposition,
dualism, as follows: agency is the capacity of individuals to influence/change
their life-spans and structure stands for systematic arrangements, which limit or
determine the individuals’ choices. Later in my text, I refer to the Anthony
Giddens’ ‘Theory of Structuration’ (1984) and his conceptualization of
structure. Structure incorporates the rules of production and reproduction of
social systems and resources and is by its nature ‘dual’ and potentially mutable
(ibid.). Giddens claims that ‘the constitution of agents and structures are not two
independently given sets of phenomena, a dualism, but represent a duality’
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(1984 p. 25). Structure is always both constraining and enabling (empowering)
agency. Human agents are ‘knowledgeable’ and able to apply knowledge
reflexively ‘in the production and reproduction of interaction’ (ibid. p. 29).

Sewell reconceptualized the metaphors of structure and agency based on his
‘critique, reformulation, and elaboration’ of Giddens’ ‘duality of structure’ and
Bourdieu’s concept of habitus®, as follows:

‘Structures [...] are constituted by mutually sustaining cultural schemas and sets
of resources that empower and constrain social action and tend to be
reproduced by that action. Agents are empowered by structures, both by the
knowledge of cultural schemas that enables them to mobilize resources and by
the access to resources that enables them to enact schemas. [...] Structure is the
continually evolving outcome and matrix of a process of social interaction’
(Sewell 1992 p. 27)

Structures are therefore in constant change, making possible the empowerment
of individual agents provided that resourceful and powerful agency ‘sustains the
reproduction of structures and makes possible their transformations’ (ibid.).
Sewell’s reformulation of the concepts of ‘agency’ and ‘structure’ are based on
three necessary theoretical assumptions: (1) recognition of the agency of social
actors; (2) recognition of the possibility of change and transformation of
structure (ibid. p. 3); (3) recognition of knowledge and resources as de-
terminants of the agent’s position and dispositions.

According to Sewell, empowering of the human agency occurs through
access to resources (‘capital’ in Bourdieu’s sense or ‘media of power’ in
Sewell’s sense (1992 p. 9)). In my view, this interpretation of ‘empowerment’ is
asymmetrical and influenced more by the structuralist vision than by the
constructivist approach; the constructivist vision (referred to in Studies I and
II) is agency-centred and also asymmetrical, and suggests that individual
empowerment entails developing critical consciousness, positive identity, and
taking social action (Carr (2003) and Gutierrez (1995); referred to by Hipolito-
Delgado and Lee (2007)). In Study I, the reference (Lukes 2005 p. 71) to the
generic sense of power ‘as being the abilities or capacities of individual agents
or collectivities activated by agents or collectivities to do so’ is reminiscent of
the Sewell’s conceptualization of ‘resources’ as ‘media of power’ (Sewell 1992
p- 9) and includes also the possibility of change (action). Lukes’ (2005 p. 68)
claim on the essence of ‘the power of the powerful’, which ‘consists of their
[powerful] being capable of and responsible for affecting (negatively or

? Habitus is ‘a system of schemes of perception and appreciation of practices, cognitive and
evaluative structures which are acquired through the lasting experience of a social position’,
it is ‘a system of schemes of classification’ (Bourdieu 1989 p. 19). Although the social world
could be constructed based on ‘plurality of possible structuring’, it still presents itself ‘as a
highly structured reality’ (ibid.), ‘as a symbolic system which is organized according to the
logic of difference, of differential distance’, as a product of ‘double structuring’ (ibid. p. 20).
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positively) the (subjective and/or objective) interests of others [...]°, refers to
both action and capacity for action leading to empowerment or dis-
empowerment of others (less powerful). According to Lukes (ibid.) ‘the
powerful will include those who both contribute to and are in a position to
reduce or remedy others’ powerlessness’.

In Study I, I defined the focus of my research as being on ‘roles, taken or
imposed, or behaviour, opportunities (choices) and capacities (abilities) of
agents within power relations’. Having summarised my work on Studies II and
III, I understand that ‘power relations’ could actually be substituted in this
sentence by the term ‘social relations’ (Garner, Raschka and Sercombe 2006 p.
68). Focusing on social relations allows us to go beyond the terminology of
control, domination, paternalism, and resource (or capital)-centred approach,
beyond ‘the inevitable focus on ideological and political conflict or
accommodation [...]" (ibid.). ‘A social-psychological focus on, for example, the
many ways in which people seek commonality and mutuality through their
interactions’ (ibid.) should also be considered.

Pierre Bourdieu’s method of scientific inquiry based on duality of sub-
jectivism and objectivism, constructivist and structuralist visions, presupposes
an engagement with the study of the dynamics of power and social relations in
concrete sociological arenas. To conclude, the duality of structure and agency
and understanding of social life as an ‘interplay of power and structure’ (Lukes
2005 p. 69) allows us to speak of the (dis)empowerment of human agency by
means of structural changes, changes in social relations, the changes in
resources, and the abilities (capacities) of the individual agents or collectivities
(Study I).

1.3. Theorizing self-identity formation
in a teacher’s profession

The position of Russian-speaking teachers is examined in the study also from
the perspective of professional self-identity formation (Study III).

In the research, teachers are seen as reflective (Schon 1983) and reflexive
practitioners who are ‘constantly engaged in the process of questioning (self-
monitoring) one’s own knowledge claims and those of others as he/she engages
in social interaction and the micro-practices of knowledge/power’ (D’Cruz,
Gillingham and Melendez 2007, p. 83).

The concepts of ‘profession’ and ‘professionalization’ are widely debated
among sociologists and have been variously defined also due to the
convergence between Continental and Anglo-American sociological
understandings of ‘professionalization’ (Evetts 2008). Edman (2001 pp. 302—
303) presents a brief overview of the development of sociology of professions —
from the functionalist assumptions of the trait approach (focusing on special
characteristics of professionals) to the power approach (focusing on power
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relations within the professions). In his work, Edman (2001 p. 301) considers
professionalization as an ‘interplay between professional structures and social
fields’ (social field — in Bourdieu’s terminology) and argues that the most
important mechanism regulating this interplay is jurisdiction — ‘the legitimate
right to exercise occupational practice in a field’ (ibid. p. 304). The jurisdictions
are shaped and produced by actors inside and outside the system of professions
(ibid. p. 305).

Edman’s perspective on professionalization is helpful in understanding the
context of theoretical and practical debates on accountability, autonomy, roles,
interplay of knowledge/power, ideology, regulations etc in the teacher’s
profession. These discourses could be seen as a part of social relations within
professional structures and relevant social fields. The jurisdictions (legitimacy)
in a teacher’s profession is shaped and produced by various actors in the related
fields/arenas. In Study III five subsequent arenas were determined following
Bronfenbrenner’s ecological approach (1979 pp. 21-9) and Mantero’s (2004)
discursive model of a teacher’s identity formation. They are: (1) the classroom
(microsystems layer), which contains interactions with the students; (2) the
profession (mesosystems layer), including interactions within the teaching’
community; (3) the Russian-speaking community (exosystems layer), including
the local governments, parents, media, politicians etc; and (4) Estonian society
(macrosystems layer), which contains the language-in-education ideologies,
attitudes, values, laws and regulations relevant to the teachers’ profession. The
fifth system, the chronosystem, refers to the evolution in systems and in the
perceptions of change and tradition of these systems over time.

A teacher’s professional identity has recently emerged as a separate research
field within the research on the teaching’ profession. Beijaard, Meijer and
Verloop (2004 p. 109) argue that the research on a teacher’s professional
identity formation could contribute to the understanding of how teachers
accommodate and adapt to change in their everyday professional lives. Such
research could reveal the ‘friction in [a] teacher’s professional identity’ (ibid.), a
teacher’s positions and dispositions in social relations and possibilities of
realization of positions/dispositions into social actions. This means that
exploring a teacher’s self-identity formation could help to link the context (i.e.
changes in the context and evolution in systems) to the teachers’ (re)inter-
pretation of their everyday professional experiences with an orientation towards
exercise of their agency (ibid. pp. 122—123).

In my work, I limit (to some extent) theorizing on the concept of ‘identity’
and process of self-identification to intersubjectivist understanding of identity
developed in the works of Mead (1956), Habermas (2002) and Lacan (1999).
More detailed accounts on intersubjectivist perspective of identity formation are
presented in Study II1.

To summarise, a teacher’s professional self-identity refers to their perception
of self (‘sense of self’/ ‘self-views’). At least some of the aspects of self-views
are socially constructed through interactions with and in relation to others in the
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teachers’ professional practice (within the relevant layers/ fields, according to
Mantero, 2004). It is important to note that the process of identification is
gradually developmental and is mediated by linguistic discursive commu-
nication (Habermas 2002 p. 46—7). Exploring the process of professional self-
identity formation of teachers could be helpful in understanding the teachers’
reaction (the ways of accommodation) to the changes in the fields relevant to
their profession. The theoretical assumption 1is that the self-identity
(re)formation process is triggered when the teachers encounter the discrepancies
in the significant layers/ficlds (Mantero 2004, p. 148) and in their perceptions of
change and tradition in the relevant fields over time. Some changes are
therefore qualified ‘as formative or transformative for the emergence of
identity’ (Bamberg 2011 p. 8).

In Study III, I refer to theoretical perspective of Bamberg (2011) on three
dilemmas of identity formation (‘navigation’ — in Bamberg’s terminology) to
explain the mechanisms of accommodation and adaptation to change. Bamberg
(2011, p. 6) argues that ‘identity takes off from the continuity/change dilemma,
and from here ventures into issues of uniqueness (self-other differentiation) and
agency [...] notions of self and sense of self start from the self/other and agency
differentiation and from here can filter into the diachronicity of continuity and
change’. Within the paradigm of the continuity/change dilemma across time,
continuity is understood as ‘tradition’ or ‘reproduction in action’ (Williams
1981 cited in Mantero 2004, p. 148); and ‘change’ refers to the outside factors
(events) inserted into individual lives (Bamberg 2011, p. 8). In Study III, three
dilemmas of identity (re)formation were operationalized into the following
questions relevant to the case of the Russian-speaking teachers in Estonia: (1)
How do the teachers sort out and present a sense of self, based on the changes in
the language-in-education domain; the Estonianization of their workplaces and
profession? (2) How ‘tradition’ and ‘change’ are articulated in the teachers’
professional self-identity in the interplay within the layers of the classroom, the
profession, the community, and the society? (3) How do the issues of language-
in-education influence self-identity differentiation and integration processes?
(4) How do teachers perceive their ability for ‘active and agentive locus of
control’ (Bamberg 2011 p. 9) and how is their agency (discretion in the
professional domain) realized in the broader social and political context of the
community and the society?
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2. METHODOLOGICAL CONSIDERATIONS

In this section my goal is to introduce the constructivist learning paradigm as
the main methodological framework for the current study, to discuss the action
research approach to the scientific inquiry in general and describe the action
research process as it was applied to the mentoring programme’ (implemented
in 2008-2011). I also give an overview of the data analysis methods used in
Studies I-III.

2.1. Constructivist language learning

My main empirical focus is on how individuals accommodate and adapt to
social transformations and change in particular sociopolitical and sociohistorical
settings. Based on theoretical considerations the constructivist perspective to
learning was chosen as the methodological approach for the design of the
Estonian language learning process within the mentoring programme — subject
to action research.

In the constructivist perspective, learning emerges out of experience, through
the intermediary of environment (for example, classical constructivist
perspective on learning is presented in Dewey’s (1916) text). Learning becomes
an action and the outcome of learning is personal and collective growth (ibid.).
Learning is therefore possible by means of interaction with others.

The constructivist learning stance assumes certain role-models for learners
and teachers. Both the teachers and learners should orientate towards social
action and co-construction of knowledge, new meanings and understandings.
Dialoguing and interaction are at the heart of the constructivist learning process.
New knowledge may also be associated with the transformation of the learner’s
own identity (Timmermans 2010). Learning is always contextual and
determined by the environment (including the previous personal experience,
attitudes and beliefs etc. of a learner).

The constructivist approach as applied to Estonian language learning in the
mentoring programme (designed according to the conception by Kutsar (2008))
was meant to help Russian-speaking teachers to become more efficient both in
the language acquisition and as legitimators and mediators of the Estonian
language and culture in the classroom. I assumed that low self-efficacy in
language learning was caused by the contextual factors associated with the
implementation of the changes in the language-in-education policy domain.
Provided that knowledge and resources are determinants of an agent’s position
and dispositions, the knowledge of the Estonian language and social learning
experiences acquired by means of the mentoring programme were supposed to
change the asymmetry in social and power relations, to empower the teachers in

? Refer to footnote on page 11.
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their professional practice and increase their efficacy as legitimators of the
Estonian language and culture. Based on the constructivist social learning
theoretical perspective the idea behind the mentoring programme was to bring
in small structural change, change in relationships, interactions and in resources
(dispositions) of participants (agents), to empower the teachers to meet the
requirements of the language-in-education policy in a more effective way. The
outcomes of the programme were supposed to become embedded in the
(re)construction of the understandings, meanings and discourse of other
systematic arrangements and result in (social) action and changes in the self-
views (identities) of the participants. This methodological perspective is
introduced in Study II by means of the input-output-outcome relationship
model (Figure 1). The model describes the expected mediating role of the
constructivist language learning practices in the language learning process and
determines the methodological focus of the research, which includes the links
between the language learning process (incl. constructivist perspective), the
contextual factors, practical arrangements of the mentoring programme, and the
teachers’ personal and professional development on both an individual and
collective level.

The constructivist approach to language learning was operationalized in the
mentoring programme activities by means of the following three constructivist
social learning practical approaches (Input 1 in Figure 1): the appreciative
inquiry method (Cooperrider et al. 2003; Preskill and Catsambas 2006; Fry et
al. 2002), the threshold concepts theoretical perspective (Meyer and Land 2003,
2005; Meyer, Land, and Baillie 2010), and the intercultural learning tools
(Hofstede 2001; Bennett 1986, 1993). These theoretical and practical
approaches are described in more detail in Study II.

As a general framework, this combination of approaches supported the
interactions and dialoguing between the participants, created a supportive
intercultural environment for learners, and addressed the troublesome nature of
language learning associated with the reconstruction and reintegration of
personal and professional identities of the participants, thereby forming the
mediating factors in the learning process (Figure 1). These approaches helped to
transform the general methodological considerations described in this section
into the 2-year-long action-oriented mentoring programme, including the
modelling of the productive social context, encouragement of certain social
practices associated with language learning, and supporting the inclusion of
learners into the target linguistic community. However, there was a high degree
of variability as to what extent each of the approaches was applied in the
mentoring practices.

23



PRACTICAL
ARRANGEMEN
TS: research
conferences;
mobility grants;
scholarships etc.

OUTPUT: Personal
INPUT1: .

s and professional
Appreciative h of teach
Inquiry (AI), gI'OWt o1 teachers
Threshold MEDIATING
Concepts (TC); FACTORS: OUTCOME:
Intercultural Mentoring reflexive teacher
learning (IL) practices based on with integrative

constructivist social motivation, positive
INPUT2: Support learning method identity, and taking
by traditional . social action
language learning

CONTEXTUAL
FACTORS:
Language market
situation; community
reactions; reaction
from 'significant
others”; school
support

Figure 1. Input-output-outcome relationship model (Study II).

2.2. Data and methods

In the data and methods section, firstly, the action research methodology is
introduced, followed by a presentation of the cyclical process of action research
in the current study; secondly, the issues of data corpus-construction and
methods of analysis are addressed. The principles of action research as
described in this section are in line with and compliment the general
methodological constructivist stance and three concrete operational approaches
(the appreciative inquiry method, the threshold concepts theoretical perspective,
and the intercultural learning tool) applied in the mentoring programme in
relation to language learning by the Russian-speaking teachers.
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2.2.1. Action research as a method of scientific inquiry

Historically, the development of action research methodology dates back to the
first half of the twentieth century. Several leading figures, such as Lewin
(1946), Corey (1953), Carr and Kemmis (1986), Elliott (1991) could be
mentioned, and who have worked on the key concepts and practices of action
research: Theoretically, the tradition of action research is rooted according to
Somekh (2006 p. 12) in Lewin’s social psychology and John Dewey’s
perspective on ‘learning by doing’ (Dewey 1973 referred to in Somekh 2006
p- 12). According to McTaggard (1994 p. 316) some of the ideas behind the
concept of action research originate from the practice of Jacob L. Moreno, who
introduced this method by group participation in community development
initiatives. Somekh (2006 p. 12) argues that theories of action in action research
‘draw heavily on the European philosophers, Habermas, Gadamer and Arendt’.
Eikeland (2006) explores in his work the relevance of the Aristotelian concept
of phronésis and Aristotle’s praxis-orientation for action research.

Action research was chosen as the primary research methodology for the
current doctoral study because it helps to understand the complex social
processes and situations (Somekh 1995) and ‘to overcome the limitations of
traditional methodologies when researching changing situations’ (Somekh 2006
p- 1). In the action research methodology the agency is understood as ‘the
capacity of a self to take actions that will have an impact on a social situation’
(ibid. p. 15). Kemmis and Wilkinson (1998 p. 21) characterize action research
in terms of ‘a spiral of self-reflective circles’, including such stages as ‘planning
of change, acting and observing the consequences of the change, reflecting on
these processes and consequences, and then re-planning, and so forth’ (ibid.).
Kemmis and Wilkinson (ibid. p 22) place collaboration into the heart of the
action research process, arguing that ‘action research is directed towards
studying, reframing, and reconstructing practices, which are, by their nature,
social’. In addition, action research uncovers participatory meaning that
individuals engaged in research try ‘to get a handle on the ways their knowledge
shapes their sense of identity and agency, and to reflect critically on how their
present knowledge frames and constrains their actions’ (ibid. p. 23). The action
research process is also described by the authors (ibid. p. 24) as emancipatory,
critical (focuses on language (discourses) and power issues), and recursive
(reflective, dialectical). Methodologically, action research is ‘not the machinery
of research techniques but an abiding concern with the relationships between
social and educational theory and practice’ (ibid. p. 34).

Eikeland (2007 pp. 47) poses the question of ‘how do action researchers
produce, test, and validate knowledge?’ According to Eikeland’s classification
of action research approaches and researchers’ strategies (ibid. p. 48), it is
possible to apply conventional research technics or radical self-reflection to
produce, test and validate knowledge in action research.
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In designing the action research with the Russian-speaking teachers con-
ventional research techniques were applied and eight methodological principles
of the inclusive definition of action research (summarised by Somekh (2006 pp.
6-8)) were followed: (1) the integrative nature of research and action in a series
of flexible cycles; (2) the collaborative partnership of participants and re-
searchers; (3) the development of knowledge and understanding of a unique
kind; (4) a vision of social transformation and aspirations for greater social
justice for all, underlying the design of action research; (5) a high level of
reflexivity and sensitivity to the role of the self in mediating the research
process; (6) explanatory engagement with a wide variety of existing knowledge;
(7) engendering powerful learning for participants, and (8) placing the inquiry
in an understanding of broader social contexts. The implications of
methodological principles are discussed in more details in Study I1.

Based on 46 publications during the period of 2000-2008, Somekh and
Zeichner (2009) introduce five indicative ways of how action research is used in
various local educational contexts, including (1) action research aimed at
promotion of greater social justice in societies in transition; (2) action research
initiated by governments to support school reforms and teacher development;
(3) action research as a form of control over teachers (without true ownership of
the research process); (4) action research implemented in partnership with
schools and universities; and (5) action research as a ‘teacher-directed form of
professional development’ (ibid. p. 18). According to this indicative classi-
fication action research implemented with the Russian-speaking teachers in
Estonia could be positioned as a project initiated (partly) by the Estonian
government (Estonian Ministry of Education and Research) to support school
reform. As Somekh and Zeichner (2009 p. 19) suggest, ‘the political purposes
of action research’ should be acknowledged when presenting and interpreting
the results. The authors’ (ibid.) general conclusion on the potential of action
research as a methodological tool is as follows:

‘Action research can be seen as a potent methodology for educational reform
precisely because its core principle of combining action with research inevitably
challenges the routines of the status quo. It gives the teachers, who carry it out, a
means to develop agency to bring about change; [...]°

This conclusion provides the rationale for the application of action research
methodology in the case of the Russian-speaking teachers in Estonia. The
expected benefit of the action research methodology as implemented within the
framework of the mentoring programme is that it focuses on change, on
individual and collective actions and allows for critical (self-)reflection. The
aim of the current study is to present the exploration of the interplay between
structure and agency. Based on previous elaborations, the action research
methodology supports the development of participants’ agency, shapes their
sense of identity and facilitates structural change. Being engaged with the study
of the power and social relations in the action research settings (context of
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action research community) it is possible to capture the interplay between
structure and agency in a dynamic way — observing, critically reflecting and
facilitating change in participants’ relationships, interactions and in their
resources. It is also important to move beyond the project community context
and explore the positions (and dispositions) of action research participants in
their everyday context.

2.2.2. General strategy of the study,
data corpus construction and methods of analysis

A cyclical process of action research was applied through the design of the two-
year mentoring programme and as an integrative framework for Studies I-II1.
In Study I the research problem is contextualized, and the preliminary analysis
of the situation and position of Russian-speaking teachers in historical
retrospective is accomplished. Study I serves as an important input for planning
of actions in the mentoring programme. Study II presents the design and
preliminary results of the mentoring programme. In the action research
terminology the process of inquiry in Study II could be labelled as
‘observatory’. Study III serves the purposes of critical reflection on the output
and outcome of the implemented actions during the mentoring programme.
Study III demonstrates the complexity of professional interactions and
dilemmas teachers as professionals face in their everyday working lives. The
conclusions of Study III allow for redirecting to the contextualization and
planning stage in order to discuss the problem from a new perspective, based on
the experiences from implemented actions. The logic of the action research was
used in a similar way, primarily to design the mentoring programme based on
three operational-level approaches (appreciative inquiry, thresholds concepts
and intercultural learning tools), including events such as research conferences,
seminars and mobility grants. Figure 1 in Study II gives an overview of the
main stages of the integrative approach to actions in research during the
mentoring programme.

Empirical data were collected as suggested by McTaggart (1994 p. 327), ‘in
the usual naturalistic research ways’. The choices made in data corpus-
construction are discussed in more details for Studies I-III separately. It is
important to note that validation of data collection methods and the sources was
accomplished by means of respondent (participant) validation, co-authorship
(for Studies I-III), rigorous approach to sampling and data collection, and
‘continuous reflexivity and self-scrutiny’ (Pyett 2003 p. 1171) while working on
the analysis of data. Where possible, the original snapshots (quotations) from
the documents and interviews are included in the presentation of findings in
order to enable the reader to critically examine the researchers’ interpretations
of the qualitative material. The methods, data sources and results were checked
several times with the expert group comprised of operating organizations’
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representatives, researchers and other stakeholders, and also discussed with the
participants during and after the mentoring programme.

Study I is a desk-based study, where the legislative acts and strategic
documents within the domain of language policy and language legitimation
practices in historical retrospective are analysed. In Study I the history of
Estonia over the last century (from 1918 to 2008) with the changes in the
legislative landscape and the respective linguistic situation is briefly considered.
The specific focus is on the legislative acts and strategic documents from the
period 1989-2008. Some secondary data from Statistics Estonia, Activity
Report 2008 of the Language Inspectorate, and the Estonian Ministry of
Education and Research are also referred to in the introductory part of the
article. The conclusions and previous qualitative and quantitative analysis
accomplished on the similar topics are used to elaborate upon the findings and
validate the results.

Study II relies on qualitative data obtained from the following sources: (1)
materials (posters, presentations etc) from research conferences at the end of
each stage of the mentoring programme; (2) structured self-evaluation reports
submitted monthly by each mentoring pair (Appendix 1 — List of mentoring
pairs; Appendix 2 — list of open-ended questions in the self-evaluation report
form) during the mentoring programme. The structured self-evaluation reports
inform the researchers about the aims, objectives, activities, successes,
difficulties and results in Estonian language learning as jointly documented by
the mentoring pairs (for more details on the content of self-evaluation reports
please refer to Study II). The reports of ten mentoring pairs (selected after
consultation with the expert group based on geographical and professional
profiles of the mentees) are used as an empirical source for the analysis. One of
the limitations of the data-corpus for Study II is that the reports are not
uncontroversial as a source of empirical data, taking into account the
communication model used to direct the evaluation process, the formality of the
situation of asking questions and other specific circumstances, including the
language used in the reporting, which was supposed to be Estonian for both
parties (mentors and mentees).

In Study II, the elements of discourse analysis have been applied and data
analysis has been carried out on two levels: (1) the first level of the analysis is
formed from the participants’ observations and (self) reflections on variable
‘repertoires’ within the mentoring practices; (2) the second level of the analysis
uncovers critical insights and reflections of the researchers, focusing on the
contexts of the ‘repertoires’ identified during the first-level analysis.

In Study III the collaboration with the 50 Russian-speaking teachers who
participated in the mentoring programme continues. New empirical data on their
professional experience after the end of the programme is collected and used for
the analysis. A two-step data collection procedure included (1) a quantitative
questionnaire focusing on different aspects of personal agency in the Estonian
language learning process and utilizing the language in the professional
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environment; and (2) nine qualitative interviews aimed at collaborative
interpretation and reflection on the results of the survey (Appendix 3 —
Interview schedule from Study III).

In the online quantitative questionnaire, indicators of teachers’ personal and
professional integrative motivation, self-efficacy in learning the Estonian
language and utilization of the knowledge of the language in their professional
activities are included. Invitations to answer the quantitative on-line survey
(Appendix 4 — Quantitative questionnaire used in Study III) were sent to the 50
mentees, former participants in the mentoring programme. The total number of
started surveys is 42, the number of finished and completed surveys is 39. The
response rate is 78%. This response rate is considered to be sufficient taking
into consideration the format and purpose of the survey — ‘identify the most
controversial/difficult topics associated with the teachers’ self-views and to
craft meaningful questions for the discussions with the interviewees.” (Study
11).

Probably the non-response (including unfinished and incomplete surveys) is
associated with the length of the questionnaire and refusal of respondents to
participate in the survey due to personal reasons. An effort was made to
interview (by telephone) the respondents who refused to answer the
questionnaire. The main reason for non-response mentioned during telephone
communication is a high workload, lack of time, and lack of interest in the
programme results. Little evidence of non-response bias is identified;
weightening cannot be applied due to characteristics of the sample.

The survey results are analyzed using the descriptive statistical methods
accompanied by cluster analysis by the k-means clustering algorithm (run on
IBM SPSS 20.0.0) based on four significant variables determining the position
of teachers in respect to language-in-education issues (Appendix 5 — Details of
cluster analysis in Study III). The process and results of cluster analysis are
described in Study III. In addition, based on the survey results six major focal
points for the semi-structured interviews are established (listed in Study III).
Non-response might have introduced no significant biases in the major focal
points for the interviews.

The semi-structured interviews were recorded, transcribed and analyzed ‘by
hand’ by the author of the current work in Russian — mother tongue of all
interviewees and original language of the interviews. The methodological
significance of the language of the interviews is taken into consideration. The
language is an importantant part of the contextual settings for the interviews. In
some cases, the Russian-medium interviews were the only possible way to
guarantee full understanding of the researcher’s questions by the interviewees
(because of the insufficient knowledge of the Estonian language). The
interviewees were open with the researcher and their answers were exhaustive.
According to the my reflection as a researcher, in some situations there were
signs of exaggerations by the interviewees in their understandings of the
situations under discussion and few attempts were noticed to influence the
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researcher’s opinion. These biases might have occurred due to the language of
the interviews and researcher’s ethnic background.

The transcriptions were read several times and notes were taken aimed at
defining the possible interpretations. Afterwards the text was rearranged ‘in a
logical manner according to the researcher’s understanding of the texts and
contexts’ (Ruiz 2009). As in Study II, elements of discourse analysis have been
applied. The analysis is aimed at revealing the construction of discourse and
how it fits in the interpretative context (Gill 2009 p. 175) the teachers find
themselves in. Methodologically, the term ‘elements of discourse analysis’
mentioned above refers to the scrutiny of ‘“action orientation” or “function
orientation” of discourse’ (ibid.) in the empirical data. Discourse is seen
primarily as ‘social practice’ (ibid.) of constructing meanings. In Study II1, the
authors look for evidence of how the teachers perceive the realization of their
agency in different interactive situations within and between the significant
contextual layers of the classroom, the profession, the community and Estonian
society. Discourse analysis allows focus to be put on the teachers’ identity work
related to language-in-education issues. In the analysis of the empirical
material, the reader’s attention is drawn to various models of the teachers’ self-
views as they are constructed, deconstructed, negotiated, and ‘continuously
practiced and tested out’ (Bamberg 2011 p. 15) in the process of the identity
work performed in their everyday professional interactions (including during
the interviews with the researcher). As Gill (ibid. p. 176) suggests, the role of a
researcher is to be ‘involved simultaneously in analysing discourse and
analysing the interpretative context’. This is also true for the whole research
project (including Studies I-III) provided that contextualization and reflectivity
are stressed as important principles of the action research methodology.

2.2.3 Research ethics

The research was conducted pursuant to the Code of Ethics of Estonian
Scientists (Estonian Academy of Sciences 2002), approved by the General
Assembly of the Estonian Academy of Sciences and aimed at ‘highligthing the
moral dimensions of science and the social responsibility of scientists’. The
research was also informed by the Ethical Guidelines for Educational Research
(British Educational Research Association 2011). As recommended in the
Ethical Guidelines for Educational Research (ibid. p. 4), the focus of the ethical
considerations and moral judgements during the research activities was on the
person (participants), knowledge, democratic values, the quality of educational
research, and academic freedom.

As a researcher, | acted to promote ‘knowledge-based decisions and to stand
up against the use of unproven results and unscientific claims, when the
decisions crucial to society are being taken’ (Estonian Academy of Sciences
2002 p. 2). The outcomes of the research were published in the international
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peer-reviewed journals, allowing for critical review and (re)assessment by the
academic community. The basic conclusions were presented to and discussed
with the members of the expert group (supervisor of the dissertation also
belonged to the expert group) and other professionals involved in the mentoring
programme. My hope is that the outcomes would be used ‘to the best interests
of the society’ (ibid.).

My mission was to treat all participants (mentors, mentees, members of the
expert group and other professionals involved in the implementation of the
mentoring programme) with dignity, fairly, sensitively, and without prejudice
(British Educational Research Association 2011 p. 5). In the specific issues
related to the research ethics, the research was guided by principles and
practices typical for action research, such as informed consent, protection of
confidentiality, anonymity, and autonomy of the participants, addressing dual-
role issues of a researcher and the participants in the action research (Nolen and
Putten 2007). A voluntary informed consent from participants was acquired for
publication of the research findings for the Studies II-III and the right of
participants to withdraw was fully recognized (British Educational Research
Association 2011 p. 6). Although the participants were provided with
information concerning the research, including methods of analysis, aims and
objectives, data gathering, storage and usage, publication and dissemination of
the results. All personal data are kept confidential.

In the storage and use of data used in the research my aim is to ‘ensure that
data is kept securely and that the form of any publication, including publication
on the Internet, does not directly or indirectly lead to a breach of agreed
confidentiality and anonymity’ (ibid. p. 8). Data is stored electronically, in
encrypted form, and can be accessed only by the researchers.

Being engaged in action research, I was aware of my dual role as a
researcher and facilitator (insider) in the mentoring programme. The
confidentiality and participants’ privacy questions were addressed accordingly
during the collection and interpretation of the empirical data. (ibid. p. 5)

2.2.4. Validity of the present study

The critique of action research as a method of scientific inquiry comes from
both the positivistic and postmodern premises. In order to evaluate the validity
of the present study, firstly, I present the main positivistic and postmodernistic
assumptions concerning the limitations of the action research approach.
According to Kock et al (1997), recognition of some criticisms from the
positivist perspective could be beneficial for the quality of the action research
process. Kock et al (ibid. p. 7-8 referring to Orlikowski and Baroudi (1991),
Cook and Campbell (1976), Berkowitz and Donnerstein (1982), Jonsonn
(1991), Francis (1991) and Rapoport (1970)) draw attention to the following
critiques of action research methodology associated with the lack of focus on
‘the development of sound research procedures, techniques and methodologies’:
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(1) contingency of the research findings — consequently action research lacks
the potential to produce scientific results with high external validity (applicable
outside the action research environment); (2) low control over research
environment, which leads to difficulties in testing strong theories (built on
causal models); (3) personal over-involvement of researchers, which is
associated with the risk of conflicts of interest and personal biases in the
conclusions (i.e. lack of internal validity).

The following questions could be posed guided by these critical
considerations: under which conditions could action research be considered as a
legitimate research methodology; and how to address the validity challenges in
action research? Kock et al (1997 pp. 16-18) suggest several ways to address
the validity and legitimacy challenges. First of all, ‘the successive move across
iterations [in action research] should strive to expand the research scope’, which
in turn would result in higher external validity of action research projects.
Secondly, it is also advisable to design the research process in such a way as to
allow for ‘the collection of data about the same units of analysis in relatively
independent settings’. Thirdly, ‘a long-term assessment of effects observed in
early iterations’ is suggested as a guarantee to address the validity concerns.

In the present study, I also acknowledge the limits of action research from
the perspective of external and internal validity. The risks related to personal
over-involvement of the researchers was also under critical consideration. To
compensate for the limits of action research methodology a long-term
assessment of the effects reported in Study II was implemented in Study III. In
order to decrease the risk of over-involvement of the researchers, it was decided
that the researchers should not directly participate in the mentoring dyads
activities. The researchers’ involvement took place as a second-level
intervention. The issues of the external validity were addressed by introducing a
broader perspective on macro-level contextual settings in Studies I and III, i.e.
an ecological approach to a teacher’s profession in Study III, and desk-based
documentary analysis in Study I.

McTaggart (1994) draws attention to the emergence of the postmodern
criticisms of action research. The first set of criticisms is associated with the
fact that action research methodology is very often claimed to be emancipatory
and empowering for the co-researchers. Both ‘emancipation’ and
‘empowerment’ are highly contested terms that according to McTaggart (1994
p- 325) ‘need to be relativised as one part of the many discourses which
constitute and contest the ground of action research.” In Study II, the question
of ‘empowerment’ of participants in action research is also raised as follows:
does the action research ‘unlock [the] agency of individuals’ (Somekh 2006
p- 21) and empower the participants in action research or just serve the purposes
of social control and domination? Further we refer to the claim of Somekh
(2006 pp. 23-24) that collaboration in action research ‘should not aim to
‘empower’ the teachers by introducing them [to] new understandings of our
world’, but rather be based on mutual engagement and ‘commitment to doing
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things together’. This argument at least partly addresses the post-modern
ideological critique associated with the term ‘empowerment’. McTaggert’s
approach to the issue of ‘empowerment’ in action research methodology is
based on the assumption that:

‘It is the very purpose of action research to make the discourses of practices and
about practices problematic. In any case, understanding how the world
(institutional or broadly neo-capitalist) works may give one a sense of power in
some realm, but at the same time it efficiently strips it away in most others.’
(McTaggert 1994 p. 326)

Based on the discussion on ‘empowerment’ in action research, empowering of
human agency is not the ultimate aim of the action research methodology as
such, although it is a possible (but not necessary) outcome of the learning
process (including development of new knowledge and — in our case —
acquiring a relation to language) structured and organized according to the
methodological principles of action research. The ‘emancipatory’ perspective is
considered by Brown and Jones (2001 p. 4) as also problematic because it
‘presupposes values which cannot be agreed upon universally or permanently’.
It is difficult to navigate between different (often conflicting) interests of agents
involved in action research.

The second group of critical arguments is associated with the problematic
field of ‘reflection, subjectivity and experience’ (McTaggart 1994 p. 327).
Answering the question ‘How can the researcher both ‘observe’ reality [and be
a] part of it and thus be implicated in its continual creation and recreation?’
Brown and Jones (2001. p. 5) propose drawing on ‘poststructuralist theories of
subjectivity, language and meaning’ and understanding the task of ‘practitioner
research as being targeted at producing a construction of self in relation to the
professional/social context being faced’ (ibid. p. 8). The reflective writing is
becoming central to the process of action research as situated in the frames of
the poststructuralist thinking (ibid.). In our case the issue of reflection,
subjectivity and self-identity is directly addressed in Study III, which focuses
primarily on the professional identity (re)formation and change — on how the
experience of action research has been translated into real work situations. The
reflective writing as a method for personal and professional growth has also
been utilized during the action research process with the Russian-speaking
teachers in Estonia (for example, in the form of monthly reports jointly
submitted by pairs).

To conclude, the exercise of mapping the critiques of action research helped
to evaluate the validity risks in the present study. A combination of different
methods and approaches was used to compensate for the limits of action
research and to ensure the rigor and quality of the present research.
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3. FINDINGS

3.1 STUDY I: When language becomes power:
Russian-speaking teachers caught up with power relations

Study I aims at mapping the position of a Russian-speaking teacher in Estonia
within the sociological categories of power and language and exploring to what
extent the low self-efficacy of Russian-speaking teachers as the agents of
legitimation of the Estonian language in Russian-speaking schools can be
explained in the categories of power and language.

The study revealed that several institutional, contextual and operational
settings related to language-in-education (including agents’ interests) in the
Estonian education system, and discordances have led to the disempowerment
of the Russian-speaking teachers’ agency. Low self-efficacy of the Russian-
speaking teachers (including self-efficacy in learning the Estonian language)
can be explained by the changes in the power and social relations during the
transitional period of the early 1990s. On an individual level, an ambiguous
position in power and social relations (evident from the analysis of the
legislative and strategic documents) can result in troublesome personal and
professional identity of teachers and cause difficulties in accommodating to a
new situation, including acceptance of the authority and the obligation for the
legitimation of the Estonian language.

To summarise the findings, the position of the Russian-speaking teachers can
be concluded in terms of Morgan (2004 p. 83) as ‘caught up with power
relations’. The language has acquired a dual role. It performs as an instrument
in power relations by becoming a part of the power structure and
simultaneously, it is an object of the power relations and the ultimate aim of
political struggles. Based on theoretical considerations on the possibility of
empowerment of human agency, Study I advocates for a more empowering
approach, which is the key for changes in power relations and bettering the
position of the Russian-speaking teachers in Estonian society. The assumption
taken as a springboard for the action research is that through the empowering
experience language can become a resource for the personal and professional
development of teachers, which in turn can change the structure of social
relations in a way which helps avoid significant conflicts between the main
actors (the Estonian state and the Russian-speaking community).
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3.2. STUDY II: Constructivist language learning
as a collaborative ‘act of doing’

By applying action research as a method of scientific inquiry, Study II provides
insights into the constructivist social learning practice of Estonian language
learning amongst Russian-speaking teachers and aims at answering the
question: how can constructivist social learning practices contribute to
enhancing the agency of Russian-speaking teachers as professionals? The
constructivist social learning approach was expected to compensate for the
negative effects of the contextual factors. The outcomes of the language
learning process are analyzed in Study II from the teacher-centred micro-level
perspective.

The study suggests that in the case of Russian-speaking teachers in Estonia
the development of integrative motivation to learn the Estonian language should
not be set against the instrumental motivation. A constructivist approach to
language learning helped in building up learner’s confidence and integrative
motivation; the responsibility for learning was placed with the learner in his or
her own right. Change in attitudes towards the Estonian language, Estonian
culture and society in general is reported as an outcome of an affective and a
cognitive experience provoked by the constructivist stance. As a result
resistance to learning the Estonian language decreased. A new, positive
meaning was attached to the Estonian language and to language learning. It was
not only the progress in language learning, but also collaboration within the
action research around the official language learning that served as an impetus
for the personal and professional growth of the teachers.

3.3. STUDY Ill: Between ‘tradition’ and ‘change’:
teachers accommodating and adapting
to language-in-education policies

Study III explores different models for the educators’ self-views that are
constructed and practiced in interactions within the Estonian education system.
This interest is associated with a more general and global concern of how to
reduce the separation of the ethnic schools in Estonia by making policy shifts in
the domain of language-in-education. Moreover, Study III is expected to
contribute to the discussion on the sustainability of change achieved via the
mentoring programme.

The cluster analysis divides the teachers into three provisional clusters. The
first group of teachers does not accept the Estonian language legitimation
authority and is opposed to the language-in-education political decisions. These
teachers reported decrease in motivation to learn Estonian after the end of the
mentoring programme. For the second group of teachers the Estonian language
has become a part of their everyday professional activities: they are
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implementing the Estonian-medium teaching and they do not experience any
decrease in motivation to learn it. Teachers from this cluster are also critical
towards some of the language-in-education decisions. Teachers from the third
cluster report a strong motivation to introduce students to Estonian culture and
support their integration into Estonian society, but they are not personally
interested in implementing Estonian-medium instruction. The motivation of
teachers of this cluster to learn Estonian remained stable.

The analysis of the interviews emphasizes that the self-views of the teachers
contain strong affiliation with the ethnic Russian or Russian-speaking
community in Estonia, although the references for this affiliation are not
constant and commonly shared. The knowledge of the Estonian language is not
perceived as a reference influencing the in-group (Russian (-speakers)) classi-
fication, and does not contain a segregating meaning. In learning the Estonian
language the instrumental-individualistic orientation (as opposed to the
collective orientation) dominates. The teachers perceive that they are being left
alone in executing their role as language learner and Estonian language
legitimizer.

While commencing the Estonian-medium instruction (with imperfect
knowledge of Estonian) the teachers encounter the discrepancy between
‘tradition’ and ‘change’. This discrepancy occurs in relation to the outcomes of
teaching, the outcomes that are expected by the policy-makers (the state), the
parents, the students, other stakeholders, and anticipated by the teachers
themselves. The teachers in general fail to accept the new model of pro-
fessionalism advocated by the state — an educator proficient in both language
and subject teaching. This new approach to professionalism challenges the
congruence between the teachers’ professional self-views and their actions.
Therefore, the teachers are being forced to engage in individual and collective
deliberations — identity work — aimed at restoring the congruence and balance of
self-views. The qualitative part of the analysis revealed the following dilemmas
and/or possible scenarios for the teachers’ identity work related to language-in-
education issues:

(1) Pursuant to the conflicting discursive realities associated with the
language-in-education issues in the Estonian society and the Russian-speaking
community (as observed and reflected on by a teacher), it is possible that the
self-identity of a ‘victim’ is internalized within the framework of the agency
dilemma. The two alternative models of self-identity for the active agency
(provided the acceptance of the necessity of ‘change’) are also evident from the
analysis in Study III and labelled as ‘a confident professional’ (‘rescuer’) and
‘someone to mistrust’ (‘persecutor’).

(2) Regarding the content and outcomes of subject teaching the dilemma of
‘subject and language teacher’ vs ‘subject or language teacher’ (in the context
of professionalism of a teacher the dilemma is translated into the dilemma of
‘the primacy of proficiency in language vs proficiency in subject teaching’)
appeared to be challenging for the educators. There are examples of
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internalizing the external requirements and integrating them into the educators’
understandings of professionalism and there are examples of failing to adapt to
the teaching of subject and language together resulting in sacrificing the
language for the subject, i.e. remaining ‘a subject teacher’ in the traditional
meaning, which in its turn refers to the failure to internalize their role as
Estonian language legitimator.

Study III reveals that learning in action and openness to new concepts,
ideas, and engagement in the normative and moral identity work are becoming
essential for the teachers’ self-development given the changes in their working
conditions. The results of Study III also stress the importance of context while
attempting to facilitate the professional and personal growth of teachers
(empowerment of teachers’ agency). The changes achieved in a purposefully
formed project community could be reversed due to the conflicts embedded into
the teachers’ relations to and interactions with the students, school
administration, colleagues, parents and state institutions.
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4. DISCUSSION

Although the language policy decisions, including decisions in the domain of
language-in-education, were taken in Estonia almost two decades ago, not all
the desired and undesired effects have been mapped or fully explored on an
academic level. As a social scientist and author of the current work it is my
duty, based on academic knowledge, to inform society about the essence of
changes brought about by the shifts to the language-in-education policy domain
and to explore the context and process of their implementation within the
relevant social field (in the terminology of Bourdieu) — the social arena of
education.

The Estonian state has shown its commitment to implementing the
integration policy and to create ‘a culturally diverse society with a strong
Estonian state identity [...], sharing democratic values’ (Eesti Vabariigi Valitsus
2008 p. 3). Knowledge of the Estonian language and culture among the
Russian-speaking teachers is also emphasized as an essential prerequisite on the
way towards a more cohesive educational system and common linguistic
community. The teachers are considered by the state as responsible for the
legitimation of the Estonian language and culture within the education system.
Both the broader socio-cultural settings and the particular social and power
relations in which the teachers are involved in their everyday professional
practices determine the realization of their individual and collective agency in
respect to the legitimation of the Estonian language and culture. Estonian
language (as a national language) became a part of the (recently transformed)
power and social structures in the national education system and performs as an
instrument in power relations. At the same time, it is still an object of the power
relations and the ultimate aim of political struggles. Based on Sewell’s
definition of social structures (Sewell 1992 p. 27) an assumption can be made
that the social changes (in our case legitimation of the Estonian language as
national language) cause the appearance (probably temporarily) of parallel
social structures of two linguistically separated communities. The existence of
parallel structures is articulated in the teachers’ identity work (as evident from
Study III) and at the macro-level is characterized by social and cultural
segregation of the two communities in Estonia. The agents affected by these
parallel structures are forced and accustomed to navigate between two (or more)
often opposing and conflicting meanings of social change that are determined
by social and power relations within and between the structures.

Provided the assumption on the existence of parallel social structures is true,
there is also a duality in the ‘mutually sustaining cultural schemas and sets of
resources that empower and constrain social action [...]" (ibid.). Estonian society
is not homogeneously structured and ‘the knowledge of cultural schemas’
obtained within the structures, where the Estonian language is still not
positioned as an instrument in power relations, does not enable agents (in our
case teachers) ‘to mobilize resources and [...] enact the schemas’ (ibid.) while
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operating within the structures characterized by a well-established linguistic
market dominated by the Estonian language. Access to the knowledge of
cultural schemas could also be constrained by the social structures. Dis-
cordances caused by parallel structures might disempower the agents. The
teachers are not only ‘caught up with power relations’ (Morgan 2004 p. 83),
they are also caught up with tradition and change, within parallel structures,
while searching for a ‘sense of a synchronic self” (Bamberg 2011, p. 18). The
question is, whether, and if so how, individual and collective agency of non-
Estonian teachers can be enhanced under the conditions of parallel structures,
parallel linguistic markets.

The discussion is organized around three theses that could be of importance
in an interpretation of the findings in Study I-IIl. Firstly, I discuss some
objective and subjective aspects of the linguistic market as it determines the
capacities of the Russian-speaking teachers to learn the official language.
Secondly, I claim that constructivist second language learning supports the
enhancement of teachers’ agency within the sub-structure of the learning
community. Thirdly, I address the sustainability and transferability of outcomes
achieved within the constructivist learning community to everyday professional
life. In the last part of the discussion section, | elaborate on what the alternative
approaches (beyond the constructivist and positivist stance) to the organization
of the teachers’ Estonian language learning as part of their professional
development are.

Thesis 1. The failure of the linguistic market determines the low self-efficacy
of Russian-speaking teachers to learn the official language and accommodate
to the changes in the language-in-education domain

In the traditional or positivist paradigm (underpinned by the idea of a teacher
responsible for the transfer of knowledge — in our case the legitimation of the
Estonian language) in a teacher’s profession as briefly described by Pitsoe and
Maila (2012 p. 320), the teachers being ineffective in achieving the
competencies required for their profession would probably be deprived from
‘the legitimate right to exercise occupational practice in a field’ (Edman 2001
p- 304) provided that the ‘legitimate right’ is granted to the teachers by the state.
When applying this top-down positivist approach to the professional
development of Russian-speaking teachers we see that the role of a teacher (as a
learner of the Estonian language) is to absorb the knowledge of the national
language and culture and to transfer it (when required) by means of bilingual
teaching to the classroom. The system of language courses and language
examinations intended to control the knowledge of the language of teachers are
compatible with both the positivist paradigm in teachers’ professional
development and with the ‘rational or positivist tradition in language planning
and policy’ (Canagarajah 2005 p. 195). The rational approach to language
planning fits Saussure’s idea of ‘langue’, the properties of which are discussed
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and attributed to the notion of ‘official language’ by Bourdieu (1991a), and
language-in-education policies could be considered as a part of the rational
process of ‘the constitution of a linguistic market’ (Bourdieu 1991a p. 55)
aiming at creating ‘the conditions for an objective competition in and through
which the legitimate competence can function as linguistic capital, producing a
profit of distinction on the occasion of each social exchange’ (ibid.). The
findings from Studies I and III raise the question of why the rationally planned
project of ‘the constitution of a linguistic market’ in and by means of the
positivist language-in-education policy implementation has not been successful.
What are the factors that do not fit into the positivist tradition in language
planning and policy, and prevent the Estonian language and culture from being
reproduced in all schools in Estonia?

Two assumptions could be made in respect of these questions based on the
findings from Studies I and III.

Firstly, the failure of the linguistic market to produce ‘a profit of distinction’
from the respective linguistic capital (the knowledge of the Estonian language)
discourages the non-Estonians from learning Estonian and influences negatively
the motivation of teachers to accept the language legitimation power in their
profession. Vihalemm (2011 p. 153) refers to the moderate ethnic segregation in
the labour market, in education, and to the problematic of the geo-economic
enclaves of Ida-Virumaa, as factors, that influence the linguistic practices
among the non-Estonians in Estonia. The research by Toomet (2011a and
2011b) helps to analyse the ‘objective profit’ gained from the Estonian language
skills. Toomet (2011b) discusses the segregation of the work place and points
toward the need to investigate more social relations between the two
communities and whether the Estonian language skills grant access to the
Estonian-medium social networks. All these findings along with the results of
Study III indicate that the failure of the linguistic market to produce ‘a profit of
distinction’ in the teaching’ profession refers not only to the monetary
(objective) premium on the work place, but also to the failure to produce a
social benefit in terms of social relations (social and symbolic capital).
Formally, the ‘conditions for an objective competition’ are created, in reality the
competition does not function solely on the objective basis, i.e. based on the
linguistic capital of agents in the field. To conclude, the constitution of a
linguistic market in the field of education is obscured as the linguistic capital
cannot be fully transformed into social capital. The Russian-speaking teachers
in Estonia lack self-efficacy in learning and (re)producing the Estonian
language primarily because of the social segregation of the two communities,
which is also true in their professional field — the field of education.

Secondly, an assumption can be made that the non-Estonian teachers, instead
of contributing to the constitution of the linguistic market (dominated by the
Estonian language) and (re)producing the legitimate language in the classroom,
find themselves in the middle of linguistic oppositions (tensions and conflicting
discourses (Study I and III)) and, as a result, they ‘re-translate’ the ‘social [in
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our case ethnic and linguistic] differences’ (Bourdieu 1991a p. 54) themselves
and reproduce the parallel structures. Teachers, who as speakers of the language
are ‘lacking the legitimate competence [in our case of the Estonian language]
are de facto excluded from the social domains in which this competence is
required, or are condemned to silence’ (ibid. p. 55). As the education system in
Estonia is still partly segregated (based on language of instruction), this
exclusion of non-Estonian teachers from the social domain of education
reproduces further segregation — parallel structures, — and consequently also
preservation of tensions between the state and the linguistic minority
community on one hand, and tensions articulated in the teachers’ professional
self-view (re)formation, on the other.

To summarize, the positivist approach to teachers’ professional development
and language-in-education planning and implementation considers the educators
to be the agents of the state in the national language legitimation attempts, and
does not take into consideration the aspects of ideological tensions, collective
and personal self-identities of teachers, including the aspects related to the
social and power relations.

Thesis 2. Constructivist second language learning supports the enhancement
of teachers’ agency within the sub-structure of the learning community

The constructivist learning methodology is action-centred and it relies much on
the execution of agency by means of enhancement of participants’ self-efficacy.
The constructivist approach to the teachers’ professional development is
claimed to be contextual, oriented towards social change, and being guided by
the contingency viewpoint (Pitsoe and Maila 2012). Study II, as well as
numerous previous studies on different constructivist learning-based models in
teachers’ professional development (see ibid. p. 321-322 and Dangel 2011),
proved the effectiveness of the constructivist social learning in teachers’
professional development.

How can the process of second language acquisition be understood through
the constructivist learning stance? Although Bruner’s (1975) research within the
constructivist stance focuses more on early language acquisition, his ideas could
also be relevant for understanding the constructivist language learning process
(second language acquisition) in adult life. Bruner emphasizes the USE
[author’s emphasis] of language claiming that ‘linguistic concepts are first
realized in action’ (1975 p. 1). The process of a child’s language acquisition is
‘made possible by the presence of an interpreting adult who operates not so
much as corrector or reinforcer but rather as a provider, an expander and
idealizer of utterances while interacting with the child’ (ibid. p. 17). The
importance attached to action is reminiscent of Bourdieu’s (1991b p. 86) view
on language as ‘a body technique, [...] in which one’s whole relation to the
social world, and one’s whole socially informed relation to the world, are
expressed’. People acquire language not only by hearing speech spoken, but
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also by speaking in a certain social context, through exchanges in the social
space (ibid. pp 81-83). In Study III, I cited Habermas’ (1986 p. 189) claims on
language as being entwined with the development of ideas, and national
character. Habermas (ibid, p. 191) points out that ‘language is the constitutive
organ not only of thought, but also of social practices and of experience, of the
formation of ego and group identities’.

In the present study the constructivist methodology helped to model a
learning community for and together with teachers and their mentors, where the
learning was self-driven, action-oriented, informed by feedback and supported
by reflective practices. As a result the language learning became a collective
act, and the knowledge of the Estonian language acquired a meaning of the
actionable knowledge — the knowledge freely transformable into social capital
and social actions within the context of the learning community. Study II
proves that effectiveness (success) of second language learning depends on
social context, social practices associated with the language, social relations and
interactions with others. Learning a language means acquiring relation to the
target language and to the linguistic community. Language should be realized in
action. Acquiring a language is not only about learning the rules of grammar or
vocabulary; but rather about becoming a part of a production and reproduction
process of social relations mediated by means of target language (i.e. by
entering and becoming active on the linguistic market).

Thesis 3. Though the sustainability and transferability of the learning
outcomes to the everyday professional practices is subjected to constraints
generated by the existing parallel structures it could be better achieved by
means of collective actions directed at enacting the cultural schemas.

For the discussion, I paraphrased the question on knowledge transfer posed by
Pea (1987) (Pea’s interest is in the knowledge transfer from formal education to
everyday life): how can knowledge acquired in constructivist learning
community be transferred to everyday work situations? Will an improved
knowledge of the Estonian language result in the increased capacity of Russian-
speaking teachers to bring social change to their schools, communities and
education system as a whole? The mentoring programme took place in a
purposefully formed learning community of mentors, mentees (teachers) and
researchers. I would like to discuss the risk that the changes brought up during
the actions might not be integrated into the everyday’ professional practices of
teachers if the learning community does not receive institutional support and so
might not continue functioning as a network.

Pea (1987) elaborates in detail the psychological mechanisms behind the
problem of knowledge transfer and also analyses the problem of knowledge
transfer as a cultural and interpretive problem. I am more interested in analysing
this problem from the sociological perspective. Constructivist learning
community could be considered as a sub-structured social and cultural space,
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which empowers the agency limited by the structures in everyday life and work
situations and supports the acquisition of actionable knowledge (in our case —
the Estonian language and culture). The transfer of the actionable knowledge
could be prevented according to Pea (ibid.) by cultural constraints or supported
by (cultural) opportunities — available resources.

The researchers of nationalism (referred to by Laitin 2006 p. 49) draw
attention to a possibility of ‘an assimilationist cascade’ (ibid.), when under
certain conditions (‘mobility opportunities’) ‘members of the minority group
would seek to learn the language of the dominant group and adopt its cultural
practices’ (ibid.). Constructivist learning community (in terms of the theory of
‘tipping point’) provoked ‘the assimilationist cascade’ or/ and ‘the integrationist
processes’ (ibid.) among the participants. Study III revealed that the theme of
Estonian language learning remained outside the focus of the Russian-speaking
teachers” community (in their everyday working lives) as a collectivity. The
mentoring programme helped to compensate for the feeling of ‘loneliness’ of
teachers in learning the language, the individual positions of teachers (as
mentees in the mentoring programme) were productively realized into the
(social) actions (as shown in Study II). The constructivist learning community
(the sub-structure) empowered the agents and enabled them to mobilize
resources necessary for the acquisition of the actionable knowledge. Study III
revealed several sources of tension embedded in the teachers’ interactions with
different significant agents in the field of education (colleagues, state
institutions, parents, students etc), as well as a few productive models of self-
views with the potential for accommodating this tension in the teachers’
professional lives. The parallel structures that constrain the teachers’ social
actions in their everyday professional lives could not be affected by the learning
community (temporary sub-structure). Outside of the purposefully formed
learning community the agents after the end of the programme were still not
capable in the long run of enacting the cultural schemas defining their work
place, and were not capable of actions leading to the transformation of the
structures.

Research by Laitin (2006 p. 67) showed that ‘all residents of Estonia are
moving toward a common 2 + 1 cultural framework — they are adding rather
than substituting cultural repertoirs’. Laitin raises the question on how robust
the ‘two-tiered cultural equilibrium’ (ibid.) is. Study III allows to speculate on
the revocability of the ‘assimilationist cascade’ (on the individuals’ level) and
on the factors triggering the process. Laitin (ibid. p. 70) attaches great
significance to the underlying social reality and claims that the Russian-
speakers have accommodated to this reality partly due to the Estonian political
decision to facilitate the integration processes. Laitin believes in self-
(re)enforcing of the integrationist processes (Estonian language and culture
acquisition by non-Estonians). This could also be partly true in the context of
the present research (Studies II-III) — the integrationist processes started
during the mentoring programme have a potential for becoming irreversible on
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the micro-level of intervention. Still the failure to transfer in the long run the
outcomes of the constructivist language learning to the professional life (as
revealed in Study III) and to cope with the tensions originating from the
parallel structures demonstrated the fragility of the ‘assimilationist cascade’
processes and its high (path) dependency on the structural and cultural settings
in the Estonian society. The revocability of the cascade processes in the case of
Russian-speaking teachers could be attributed to their everyday working
context, which does not allow for the acquired knowledge (re)generation,
construction and reconstruction of new meanings, conceptions and under-
standings based on the experiences from the constructivist learning community.

This conclusion does not downgrade the autonomy of agents in power and
social relations, nor advocates for ‘the unidirectional culture transmission
model’ (Valsiner 1996 p. 68) in human development, nor emphasizes the role of
regulations and ideology. The findings from Studies II and III rather underline
the importance of ‘the meaningfully structured environment’ and ‘impacts from
other persons’ (by interacting with others) in human development, as suggested
by the psychological co-constructionist perspective (ibid. p. 78). These two
variables determine the success of the constructivist social learning practices,
but they are also crucial for the acquired outcomes to become transferred in the
long run to everyday life and work situations. People seek commonality and
mutuality in their interactions with others (Garner, Raschka and Sercombe 2006
p- 68) and, based on this claim, the sustainability of the constructivist learning
outcomes is subjected to ‘a collective enterprise’ (Bourdieu 1989, p. 18),
collective implicit and explicit interests, and collective actions. Therefore in
order to trigger the intergrationist processes in a society it is not enough to
create ‘mobility opportunities’ for individual members of the minority
community (based on competition inside the minority group, for example, by
provoking incentives ‘to get the best jobs before their neighbors assimilate [...]°
(Laitin 2006 p. 49)) and wait for the adjustment of the minorities to the changes
in the social reality. It is much more efficient to rely in the integrationist
processes on the development of both individual and collective agency of the
minorities, i.e to offer collective mobility opportunities.

Looking ahead: what would work?

My research is guided by the assumption that a closer look from the
sociological perspective at the position of the Russian-speaking teachers within
the Estonian educational system could contribute to the understanding on how
educators can best adapt to the changes in language-in-education policy. This in
turn is a necessary precondition for the successful implementation of the
planned policy shifts aimed at crossing the divide between Estonian-medium
and Russian-medium schools. The discussion of three theses showed that the
constructivist approach to language learning increases the teachers’ efficacy for
a limited period of time and within the frames of the sub-structured learning
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community. The positivist approach in turn is constrained by the condition of
parallel structures, i.e. social and linguistic segregation of the two communities,
which (re)produces itself via the system of social and power relations. In order
to advance the Estonian language learning and legitimation practices in the
Russian-medium schools the following aspects and solutions could be
considered:

(1) The constructivist social learning approach should be realized within the
schools, where the teachers work, in different interactive situations in the
classroom, the profession, the community and Estonian society. It would be
probably much more difficult to change the interplay between the structure and
agency in the school environment and to change the position of the teachers in
the ‘real life’ social and power relations. At the same time, the actions taken and
new resources acquired would be meaningful and appropriate within the
existing structures and could be relied upon to accommodate the ‘real’ tensions
associated with the change in regulations. The meaningful interpretation of the
social change should occur within the context/ environment/ structures it causes
the tension.

(2) Although the functional status of the Estonian language in the education
system is the very basis in the constitution of the linguistic market provided that
the language is not widely used in the target community, the findings from
Studies I and III advocate use of policy implementation ‘tools’ that can be
described as ‘situated, collective, negotiated, and multipronged’ (Canagarajah
2005 p. 200). The national language acquisition and (re)production by the non-
Estonian teachers should be guided by an approach sensitive to different
interests (often conflicting), and the process as such should be localized and
oriented towards the homogeneous social and power relations the teachers are
involved in as individuals and as a collectivity in their work place. The
standardized positivist approach to acquisition of the official language does not
allow for ‘accommodating tensions in language-in-education policies’
(Canagarajah 2005 p. 194) under the conditions of the parallel structures, and to
some extent even contributes to the re-translation of the social differences,
which results in reproduction of social segregation based on linguistic para-
meters. Therefore, the standardized positivist measures should be implemented
carefully, slowly and in combination with the constructivist methods in order to
give time for the unified (desired) social structures to replace the parallel
structures.
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CONCLUSION

The re-establishment of independence in Estonia in 1991 caused significant
reconstruction of the linguistic market in Estonia, including the domain of
education. Russian lost its privileges and the Estonian language became
dominant on the linguistic market as regulated by the state. Significant changes
were initiated in the language-in-education domain. Russian-speaking teachers
without a good command of Estonian showed low efficacy in contributing to
the legitimation of the Estonian language in the Russian-speaking schools.

The aim of the current doctoral study is to present the in-depth exploration of
the interplay between structure and agency in the case of the legitimation of the
Estonian language by Russian-speaking teachers in Russian-medium schools in
Estonia. The objective of the current dissertation is to explore individual
experiences of the Russian-speaking educators while coping with the political
requirements of the Estonianization of the Russian-medium schools in Estonia.
The dissertation is based on three closely interrelated studies following the logic
and structure of a cyclical analytical process of action research based on the two-
year-long Estonian language learning mentoring programme for 50 Russian-
speaking teachers. The aim of the Introductory article of the doctoral study is to
present the conceptual framework to these studies and discuss the results.

From the theoretical perspective, the macro level of the analysis is informed
in the study by theoretical debates on legitimate language and the formation of
the linguistic market. The teacher-centred ecological approach combined with
the interactionist and intersubjectivist perspective of the identity formation
process helps to explore the Russian-speaking teachers’ position on the
individual (micro) level. The discourse on structure and agency forms the meso
level, which links the micro level considerations on identity formation to the
macro level perspective on official language. Different theories are used as
reference points to navigate from the question on interplay between structure
and agency to the discussion on how the realization of agents’ positions and
dispositions into social actions occurs; and how the agents’ self-identities are
shaped in the course of these transformations.

Study I, a desk-based sociological analysis illustrates how the low self-
efficacy in learning the Estonian language and disempowerment of teachers
occurred due to the changes in the power relations over the past 20 years.
Possible latent and observable conflicts between different agents in power
relations (the Estonian state, the Russian-speaking community and the Russian
state) contributed to the ambiguity of the teachers’ position. As a result, the
Russian-speaking teachers, while experiencing the troublesome personal
identity transformation, failed to accommodate to the newly constituted
Estonian-language-dominated linguistic market. As emphasized in Study I, the
Estonian state’s rationalist ‘power over’ approach to teachers’ professional
development has not been effective in motivating the educators to participate in
the legitimation of the Estonian language and to learn the language themselves.
Study I suggests that obedience-command relations between the state and the
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educators should be reconsidered and an empowering approach aimed at
increasing the proficiency of the Russian-speaking teachers in the Estonian
language applied.

Study II demonstrates the constructivist social learning practices’ capacity
to empower Russian-speaking teachers’ agency compared with rationalist-
positivist approach to teachers’ professional development. A constructivist
social learning mentoring programme analysed in Study II has proved to be
effective in enhancing teachers’ capacity in Estonian language learning. The
teachers — participants in the action research — have established a positive self-
identity (as learners and legitimators of the Estonian language) and developed a
positive attitude towards FEstonian language learning; their integrative
motivation was enhanced. The results of Study II originate from the
constructivist learning community of teachers, their mentors and researchers.
Further research was needed to evaluate whether the outcomes of the
constructivist learning programme would also be mediated to classrooms and
bring about transformational change in Russian-speaking schools.

An ex-post analysis, presented in Study III, explores the meaning of
‘language’ in teachers’ professional self-identities and reveals the discrepancies
embedded in their professional context. The conclusion is that the teachers’
professional developmental needs should be addressed not only as subjected to
individual choices and responsibility, but rather as a collective, teacher’
community-centred enterprise. The professional context the teachers are
operating in does not contribute to the sustainability of outcomes achieved in
the constructivist learning community. The outcomes are vulnerable to the
conflicts embedded in the teachers’ relations to and interactions with the
students, school administration, colleagues, parents and state institutions.

In the Introductory article, a thesis on the re-translation of the social
differences, parallel linguistic markets and structures as an unintended
consequence of the rational approach to the language policy implementation is
introduced. Parallel linguistic markets and structures challenge the sustainability
and transferability of the learning outcomes achieved in the constructivist
learning community settings. The constructivist approach should be applied
within the schools and local communities and involve the actors of the
institutional and social environment that have the potential to shape and trigger
the teachers’ professional development. It is important to work towards the
decrease in segregation between the two communities in Estonia in order to
achieve a situation where the unified (desired) social structures replace the
parallel structures. Enhancement of the teachers’ agency is most likely to occur
when the resolution of tensions associated with the construction of meanings
under the condition of parallel structures are facilitated by the constructivist
methods aiming at helping teachers to achieve a ‘sense of a synchronic self’
(Bamberg 2011, p. 18). ‘Situated, collective, negotiated, and multipronged’
(Canagarajah 2005 p. 200) language-in-education policy implementation tools
should be given preference when managing the linguistic and cultural diversity
in the field of education in Estonia.

47



REFERENCES

Bandura, A. (1977) Social Learning Theory, Englewood Cliffs, N.J: Prentice-Hall.

Bamberg, M. (2011) ‘Narration and its contribution to self and identity Who am I7’,
Theory Psychology, 21 (1), pp. 3-24.

Beijaard, D., Meijer, P. C., and Verloop, N. (2004) ‘Reconsidering research on teachers’
professional identity’, Teaching and Teacher Education, 20, pp. 107-28.

Bennett, M.J. (1993) ‘Towards ethnorelativism: A developmental model of intercultural
sensitivity’, in Paige, R.M. (ed.) Education for the intercultural experience,
Yarmouth, ME: Intercultural Press, pp. 21-71.

Bennett, M.J. (1986) ‘A developmental approach to training for intercultural sen-
sitivity’, International Journal of Intercultural Relations, 10(2), pp. 179-95.

Berkowitz, L. and Donnerstein, E. (1982) ‘External Validity is More Than Skin Deep:
Some Answers to Criticisms of Laboratory Experiments’, American Psychologist,
37(3), pp. 245-57.

Bigo, D. (2011) ‘Pierre Bourdieu and International Relations: Power of Practices,
Practices of Power’, International Political Sociology 5(3), pp. 225-58.

Bourdieu, P. (1991a) ‘The production and reproduction of legitimate language’, in
Language and Symbolic Power, Cambridge, UK: Polity Press, pp.: 43—65.

Bourdieu, P. (1991b) ‘Price formation and the anticipation of profits’, in Language and
Symbolic Power, Cambridge, UK: Polity Press, pp.: 66—89.

Bourdieu, P. (1989) ‘Social Space and Symbolic Power’, Sociological Theory, 7(1), pp.
14-25. (appeared in French in Bourdieu P. Choses dites. Paris. Minuit. 1987.)

British Educational Research Association (2011) ‘Ethical Guidelines for Educational
Research’, available at: http://www.bera.ac.uk/publications, accessed on 3 August 2012.

Bromell, D. (2008) Ethnicity, Identity and Public Policy: Critical Perspectives on
Multiculturalism, Wellington: Institute of Policy Studies, Victoria University of
Wellington, available at: http://igps.victoria.ac.nz/publications/publications/show/
247, accessed 19 February 2013.

Bronfenbrenner, U. (1979) The Ecology of Human Development: Experiments by
Nature and Design, Cambridge, Massachusetts and London, England: Harvard
University Press.

Brown, K.D. (2012) The State Official-Language Education and Minorities: Estonian-
language instruction for the Estonian Russian-Speakers and the Voro, in
Z. Bekerman and T. Geisen (eds.), International Handbook of Migration, Minorities
and Education: Understanding Cultural and Social Differences in Processes of
Learning, Dordrecht, Heidelberg, London, New York: Springer, pp. 195-212.

Brown, T. and Jones, L. (2001) Action research and postmodernism: Congruence and
critique, Buckingham, Philadelphia: Open University Press.

Bruner, J.S. (1975) ‘The ontogenesis of speech act’, Journal of Child Language, 2(1),
pp. 1-19.

Canagarajah, A. S. (2005) ‘Accomodating tensions in language-in-education policies: An
afterword’, in Lin, AM.Y., and Martin, P.W. (eds.), Decolonisation, globalisation:
Language-in- education policy and practice, Clevedon: Multilingual Matters.

Carr, E.S. (2003) ‘Rethinking empowerment theory using a feminist lens: The impor-
tance of process’, Affilia, 18(1), pp. 8-20.

Carr, W., and Kemmis, S. (1986) Becoming critical: education, knowledge and action
research, London: Falmer Press.

48



Cook, T.D., and Campbell, D.T. (1976) ‘Four Kinds of Validity’, in Dunnette, M.D.
(ed.), Handbook of Industrial and Organizational Psychology, Chicago: Rand
McNally, pp. 224-46.

Cooperrider, D.L., Whitney, D., Stavros, J.M., and Fry, R. (2003) Appreciative inquiry
handbook: The first in a series of Al workbooks for leaders of change, Bedford
Heights: Lakeshore Communications and San Francisco; CA: Berrett-Koehler.

Corey, S.M. (1953) Action research to improve school practices, New York: Teachers
College, Columbia University, Bureau of Publications.

Corson, D. (1993) Language, Minority Education, and Gender: Linking Social Justice
and Power, UK: Clevedon; USA: Bristol: Multlingual Matters LTD.

Dangel, J.R. (2011) ‘An Analysis of Research on Constructivist Teacher Education’, In
education, 17 (2), available at: http://www.ineducation.ca/issue 5, accessed on 3
March 2013.

D’Cruz, H., Gillingham, P., and Melendez, S. (2007) ‘Reflexivity, its Meanings and
Relevance for Social Work: A Critical Review of the Literature’, British Journal of
Social Work, 37, pp. 73-90.

Dewey, J. (1973) ‘The Child and the Curriculum’, in McDermott, J.J. (ed.) The
Philosophy of John Dewey, Chicago and London: University of Chicago Press.

Dewey, J. (1916) Democracy and Education. New York: Macmillan, 1922.

Diesing, P. (2005) Science and Ideology in the Policy Sciences; with a new introduction
by Richard Hartwig, New Brunswick, New Jersey: Transaction Publishers.

Diesing, P. (1966) ‘Objectivism vs. Subjectivism in the Social Sciencies’, Philosophy of
Science, 33 (1/2), pp. 124-33.

Edman, J. (2001) ‘New Directions in Theorizing the Professions: the Case of Urban
Planning in Sweden’, Acta Sociologica, 44, pp. 301-11.

Eesti Vabariigi Valitsus [The Government of the Republic of Estonia] (2008) Eesti
loimumiskava 2008-2013 [Estonian integration strategy 2008-2013] available at:
http://www.valitsus.ee/failid/L_imumiskava 2008 2013 muudetud.pdf,  accessed
20 March 2012.

Eikeland, O. (2007) ‘“Why Should Mainstream Social Researchers Be Interested in
Action Research?’, International Journal of Action Research, 3(1-2), pp.: 38—64.
Eikeland, O. (2006) ‘Phronésis, Aristotle, and Action Research’, International Journal

of Action Research, 2(1), pp.: 5-53.

Elliott, J. (1991) Action research for educational change, Buckingham: Open Uni-
versity Press.

Estonian Academy of Sciences (2002) ‘Code of Ethics of Estonian Scientists’, available
at: http://www.akadeemia.ce/_repository/File/ALUSDOKUD/Code-ethics.pdf/,
accessed on 1 August 2013.

Estonian Ministry of Education and Research (2011) ‘Kdigi valdkondade statistilised
andmed’ [Statistical data in all fields], available at
http://www.hm.ee/index.php?048055/, accessed on 7 May 2011.

Evetts, J. (2008) ‘Introduction: Professional Work in Europe’, European Societies,
10(4), pp. 525-44.

Fairclough, N. (2006) Language and Globalization, London: Routledge.

Fairclough, N. (1989) Language and Power, London: Longman.

Francis, D. (1991) ‘Moving from Non-Interventionist Research to Participatory Action',
in Collins, C and Chippendale, P. (eds.), Proceedings of The First World Congress
on Action Research, V.2, Acorn, Sunnybank Hills, Queensland, Australia, pp. 31-42.

49



Fry, R., Whitney, D., Seiling, J., and Barrett, F. (2002) Appreciative inquiry and organi-
zational transformation. Reports from the field, Westport, CT: Quorum Books.

Garner, M., Raschka, C., and Sercombe, P. (2006) ‘Sociolinguistic Minorities,
Research, and Social Relationships', Journal of Multilingual and Multicultural
Development, 27(1), pp. 61-78.

Giddens, A. (1984) The Constitution of Society: Outline of the Theory of Structuration,
Berkeley and Los Angeles: University of California Press.

Gill, R. (2009) ‘Discourse analysis’ in Bauer, M.W., and Gaskell, G. (eds.), Qualitative
researching with text, image and sound: A practical handbook, Thousand Oaks, CA:
Sage, pp. 172-90.

Gutierrez, L.M. 1995. ‘Understanding the empowerment process: Does consciousness
make a difference?’, Social Work Research, 19(4), pp. 229-37.

Habermas, J. (2002) Budushchee chelovecheskoi prirody [The Future of Human
Nature]. Moskva: «Ves’ Mir»; Suhrkamp Verlag Frankfurt am Main (2001).

Habermas, J. (1986) ‘Communicative Rationality and the Theories of Meaning and
Action’ in Habermas, J. and Cooke, M., On the Pragmatics of Communication
(1998), Cambridge, MA, USA: MIT Press, pp. 183-213.

Hipolito-Delgado, C.P., and Lee. C.C. 2007. ‘Empowerment theory for the professional
school counsellor: A manifesto for what really matters’, Professional School
Counselling, 10(4), pp. 327-33.

Hofstede, G. (2001) Culture’s consequences, comparing values, behaviours, insti-
tutions, and organizations across nations, Thousand Oaks, CA: Sage.

Jonsonn, S. (1991) ‘Action Research’, in Nissen, H., Klein, H.K., and Hirschheim, R.
(eds.), Information Systems Research: Contemporary Approaches and Emergent
Traditions, New York: North-Holland, pp. 371-96.

Keeleseadus [Language Act], 1995. RTI, 11.03.1995, 23, 334, Tallinn: Riigi Teataja
Kirjastus, available at: https://www.riigiteataja.ce/akt/28746, accessed on 15
November 2012.

Kemmis, S., and Wilkinson, M. (1998) ‘Participatory action research and the study of
practice’, in Atweh, B., Kemmis, S., and Weeks, P. (eds.), Action research in
practice: Partnerships for social justice in education, London: Routledge, pp. 21-36.

Kock, N.F.Jr., McQueen, R.J., and Scott, J.L. (1997) ‘Can Action Research be Made
More Rigorous in a Positivist Sense? The Contribution of an Iterative Approach’,
Journal of Systems and Information Technology, 1(1), pp. 1-24.

Kutsar, D. (2008) Mentori toel individuaalse keeleoppe kontseptsioon [Conception of
Individual Language Learning with the Assistance of Mentors], unpublished project
material, Estonia, Tartu.

Kymlicka, W. (2001) Politics in the Vernacular: Nationalism, Multiculturalism and
Citizenship, Oxford: Oxford University Press.

Kymlicka, W., and Patten, A. (eds) (2003) Language Rights and Political Theory,
Oxford, UK: Oxford University Press.

Lacan, J. (1999) Seminary. Kniga 2: ‘Ya’ v teorii Freida i v tehnike psihoanaliza [Le
Séminaire, Livre II: Le moi dans la théorie de Freud et dans la technique de la
psychanalyse] (1954/55) ed. Miller, J.-A. (Moskva: Gnozis/Logos; Editions
du Seuil).

Laitin, D. D. (2006) ‘Culture Shift in a Postcommunist State’, in Barany, Z. and Moser,
G. M. (eds.), Ethnic Politics after Communism, New York: Cornell University Press.

Lewin, K. (1946) ‘Action research and minority problems’, Journal of Social Issues,
2(1), pp. 34-46.

50



Lukes, S. 2005. Power: A radical view, Basingstoke: Palgrave Macmillan.

Mantero, M. (2004) ‘Transcending Tradition: Situated Activity, Discourse, and Identity
in Language Teacher Education’, Critical Inquiry in Language Studies: an Inter-
national Journal, 3, pp. 143-61.

Masso, A., and Kello, K. (2011) ‘Vdhemuste haridus keele- ja 1dimumispoliitika
kontekstis [Minority education in the context of language and integration policy]’, in
Eesti inimarengu Aruanne 2010/2011. Inimarengu Balti rajad: muutuste kaks
aastakiimmet. [Estonian Human Development Report 2010/2011. Baltic way(s) of
human development: twenty years on], Tallinn: Eesti Koosto6 Kogu, available at:
http://www.kogu.ee/public/eia2011/EIA_2011.pdf, accessed 5 February 2013.

Masso, A., and Kello, K. (2010) Vene oppekeelega koolide valmisolek eestikeelsele
gtimnaasiumioppele iileminekuks [Russian-speaking schools’ readiness for the
transition of upper secondary divisions to Estonian-medium instruction], Centre for
Educational Research and Curriculum Development of the University of Tartu,
available at:http://www.ut.ee/curriculum/orb.aw/class=file/action=preview/id=827105/
Masso Kello ARUANNE 2009 KYSITLUSED 07.1 0.pdf, accessed 5 May 2012.

Mawson, T. J. (2010) Bourdieu, Language and Linguistics, London, GBR: Continuum
International Publishing.

McTaggart, R. (1994) ‘Participatory Action Research: issues in theory and practice’,
Educational Action Research, 2(3), pp. 313-37.

Mead, G. H. (1956) On Social Psychology: Selected Papers, A. Strauss (ed.), Chicago,
IL: University of Chicago Press.

Meyer, J.H.F., and Land, R. (2005) ‘Threshold concepts and troublesome knowledge
(2): Epistemological considerations and a conceptual framework for teaching and
learning’, Higher Education, 49(3), pp. 373-88.

Meyer, J.H.F., and Land, R. (2003) ‘Threshold concepts and troublesome knowledge
(D: Linkages to ways of thinking and practising’, in Rust, C. (ed.) Improving student
learning — ten years on, Oxford: OCSLD, available at: http://ww?2.dkit.ie/content/
download/14622/88534/file/Threshold%20Concepts%20%20and%20Troublesome
%20Knowledge%20b y%20Professor%20Ray%20Land.pdf/, accessed on 20 May
2011, pp. 412-24.

Meyer, J.H.F., Land, R. and Baillie, C. (2010) Threshold concepts and transformational
learning, Rotterdam: Sense Publishers.

Morgan, B. (2004) ‘Teacher identity as pedagogy: Towards a field-internal con-
ceptualisation in bilingual and second language education’, in Brutt-Griffler, J. and
Varghese, M. (eds.), Bilingualism and language pedagogy, Clevedon: Multilingual
Matters.

Pea, R. D. (1987) ‘Socializing the knowledge transfer problem’, International Journal
of Educational Research, 11, pp. 639-63.

Preskill, H., and Catsambas, T.T. (2006) Reframing evaluation through appreciative
inquiry, Thousand Oaks, CA: Sage.

Pyett, P.M. (2003) ‘Validation of Qualitative Research in the ‘Real World*’, Qualitative
Health Research, 13(8), pp. 1170-9.

Nolen, A.L., and Putten, J.V. (2007) ‘Action Research in Education: Addressing Gaps
in Ethical Principles and Practices’, Educational Researcher, 36(7), pp. 401-407.
Orlikowski, W.J., and Baroudi, J.J. (1991) ‘Studying Information Technology in
Organizations: Research Approaches and Assumptions’, Information Systems

Research, 2(1), pp. 1-28.

51



Pitsoe, V.J., and Maila W.M. (2012) ‘Towards Constructivist Teachers Professional
Development’, Journal of Social Sciences, 8 (3), pp. 318-24.

PShikooli- ja giimnaasiumiseadus [Basic School and Upper Secondary School Act],
1993. RTI, 30.09.1993, 63, 892, Tallinn: Riigi Teataja Kirjastus, Available at:
https://www.riigiteataja.ee/akt/13202786, accessed on 15 November 2012.

Rapoport, R.N. (1970) ‘Three Dilemmas in Action Research’, Human Relations, 23(6),
pp- 499-513.

Rata, E., and Openshaw, R. (eds.) (2006) Public Policy and Ethnicy. The Politics of Ethnic
Boundary Making, Basingstoke, Hampshire and New York, N.Y.: Palgrave Macmillan.

Ruiz, J. R. (2009) ‘Sociological Discourse Analysis: Methods and Logic’, Forum:
Qualitative Social Research, 10(2), art. 26, available at: http://www.qualitative-
research.net/index.php/fqs/article/view/1298/2882, accessed 5 May 2012.

Saar, E. (2008) ‘Haridus [Education]’, in Uuringu ‘Eesti iihiskonna integratsiooni
monitooring 2008’ aruanne [Report of the study ‘Integration of Estonian society:
Monitoring 2008°], pp. 51-70.

Schon, D.A. (1983) The reflective practitioner. How professionals think in action, New
York: Basic Books.

Sewell, W.F. (1992) ‘A Theory of Structure: Duality, Agency, and Transformation’,
The American Journal of Sociology, 98 (1), pp. 1-29.

Somekh, B. (2006) Action research: A methodology for change and development,
Maidenhead: McGraw-Hill Education.

Somekh, B. (1995) ‘The contribution of action research to development in social
endeavours: A position paper on action research methodology’, British Educational
Research Journal, 21(3), pp. 339-56.

Somekh, B. and Zeichner, K. (2009) ‘Action research for educational reform:
remodelling action research theories and practices in local contexts’, Educational
Action Research, 17(1), pp. 5-21.

Timmermans, J.A. (2010) ‘Changing our minds: The developmental potential of
threshold concepts’, in J.H.F. Meyer, R. Land, and C. Baillie (eds.) Threshold
concepts and transformational learning, Rotterdam: Sense Publishers, pp. 3-20.

Toomet, O. (2011a) ‘Learn English, Not the Local Language! Ethnic Russians in the
Baltic States’, American Economic Review, 101(3), pp. 526-31.

Toomet, O. (2011b) ‘Venekeelse elanikkonna eesti keele oskus, sissetulek ja toopuudus
Eestis: miks naistele on keeleoskus olulisem? [Language proficiency, income and
unemployment among Russian-speakers: why are language skills more important for
women?]’, Ariadne Long 1/2, pp. 58—68.

Valsiner, J. (1996) ‘Co-constructionism and development: a socio-historic tradition’,
Anuario de Psicologia, 69, pp. 63-82.

Vetik, R., and Helemde, J. (eds.) (2011) The Russian Second Generation in Tallinn and
Kohtla-Jirve: The TIES Study in Estonia, Amsterdam: University of Amsterdam.
Vihalemm, T. (2011) ‘Keelepraktikad, kollektiivne identiteet ja mélu [Kanguage
practices, collective identity and memory]’, in Eesti iihiskonna integratsiooni
monitooring 2011 [Estonian Integration: Monitoring 2011], available at:
http://www kul.ee/webeditor/files/integratsioon/Intmon_2011 pt  4.pdf, accessed

on 3 March 2013, pp. 113-56.

Vygotsky, L. S. (1978) Mind in society: The development of higher psychological
processes. Cambridge, MA: Harvard University Press.

Vygotsky, L.S. (1962) Thought and Language, Cambridge MA: MIT Press.

Williams, R. (1981) Culture, London: Fontana.

52



SUMMARY IN ESTONIAN

Sotsiaalkonstruktivistlik keeledpe toetamaks Gpetajate
enesetohusust: struktuuri ja agentsuse vastastikuse
mojustatuse valjakutsed

Venekeelsete opetajate ndide Eestis

Eesti iseseisvuse taastamine 1991. aastal toi kaasa olulisi muutusi keelekasutuse
korralduses, seda ka hariduse valdkonnas. Vene keel kaotas oma privileegid
ning taastati eesti keele positsioon riigikeelena. Sellest ajast saadik on eesti
keele roll haridussiisteemis olnud riigi poolt algatatud keele- ja haridus-
poliitiliste regulatsioonide keskmes.

Kymlicka (2001) késitleb hariduspoliitikat ja keeleseadusi kui tiiiipilisi riigi
rahvusliku iilesehituse instrumente, kuid samal ajal on need valdkonnad autori
sonul ka olulisel kohal vihemusgruppide Oiguste eest seisjate poliitilistes
kavades. Seda seisukohta illustreerib hésti vene Oppekeelega koolide vorgu
olukord Eesti haridussiisteemis. Vene dppekeelega koolid on alates 1990ndatest
aastatest olnud nii varjatud kui ka avalike pingete keskmes. See on tingitud
tithelt poolt riigi soovist legitimeerida eesti keelt haridussiisteemis ja teiselt poolt
venekeelse etnilise grupi piiiidlustest sdilitada vene keele positsiooni Eesti
keeleturul (i.k linguistic market), sh hariduses. Vene dppekeelega koolide vork
on Noukogude Liidu okupatsiooni aja “pdrandiks”, see oli aeg, millal toimisid
vene- ja eestikeelsed {ildhariduskoolid ilma oluliste kokkupuutepunktideta
suuresti “paralleelselt”. Riigi tdhtsamateks eesti keele legitimeerimise sammu-
deks iildharidussiisteemis on iileminek eestikeelsele dppele glimnaasiumiastmes
ja eesti keele oskuse ndude kehtestamine seal opetavatele pedagoogidele. Lisaks
sellele toetab riik kakskeelse Oppe juurutamist lasteaias ja iildhariduskooli
teistel astmetel (nt keelekiimblusprogramm). Opetajatel on nende haridus-
poliitiliste muudatuste elluviimisel keskne roll. Uhelt poolt on dpetajale antud
Opilaste seas eesti keele kui riigikeele legitimeerija (kehtestaja ja oskuse
kontrollija) voim, teiselt poolt on Opetaja ise eesti keele Oppija rollis ning
kohustatud téditma riiklikult kehtestatud keeleoskuse ndudeid.

Oppeaastal 2010/2011, kui sai alguse kiesoleva viitekirja aluseks olev
uurimus, oli Eesti Haridus- ja Teadusministeeriumi 2011. aasta andmetel 545
tildhariduskoolist (va tiiskasvanuharidust pakkuvad oppeasutused) oppekeeleks
vene keel 58 koolis ja 28 kooli to6tasid mdlemas keeles.

Aeg on nididanud, et paljud venekeelsed Opetajad ei ole suutnud nende
hariduspoliitiliste nduetega kohaneda ning tunnevad, et nende kui professio-
naalide enesetdhusus eesti keele legitimeerimisel on madal. Browni (2012 1k
207) hinnangul eestikeelse dppe laiendamine venekeelsetes koolides on rasken-
datud eelkdige Opetajate ebapiisava valmiduse ja eesti keele kehva oskuse tottu.
Lisaks leiavad Masso ja Kello (2011 lk 134), et dpetajad vajaksid eesti keele
kursuste kdrval metodoloogilist ndustamist ja emotsionaalset tuge. Kiired
muutused dppeprotsessi keelekasutuses vdivad pdhjustada pingeid ka dpetajate
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professionaalses elus, mis viljenduvad madalas enesetdhususes ja voimetuses
toectada oma Opilasi. Teoreetilises mdttes on tegemist struktuuri ja agentsuse
vahekorraga, mida kdesolevas doktoriuurimuses venekeelsete Opetajate niitel
kisitlen, selgitamaks venekeelsete Opetajate kui eesti keele legitimeerijate
raskusi nendele pandud hariduspoliitiliste nduete ja ootuste tditmisel.

Kéesoleva doktoriuurimuse eesmérgiks on esitada slivaanaliilis stuktuuri ja
agentsuse vastastikusest mojustatusest, kasutades néitena eesti keele legiti-
meerimist venekeelsete opetajate poolt Eesti vene dppekeelega koolides. Esiteks
keskendun veneckeelsete Gpetajate individuaalsetele kogemustele seoses eesti
keele legitimeerimise ja vahendamisega venekeelsetele noortele. Eelkdige kasit-
len siin seda, kuidas dpetajad suudavad tiksikindiviidi ja kogukonnana oluliste
struktuursete muudatustega kohaneda. Teiseks uurin struktuursete muudatuste
mdjul toimuvat dpetajate professionaalse identiteedi arengut ja agentsuse inter-
naliseerimist (i.k internalization of teacher’s agency). Uurimuse kontekstiks on
Opetajate sotsiaalsed ja voimusuhted.

Uurimiseesmargi saavutamiseks kasutan sotsiaalkonstruktivistlikku ldhene-
mist keeledppele, mida rakendati kaheaastases keeledppe mentorprogrammis.
Programmis osales 50 vene dppekeelega koolides tootavat venekeelset opetajat
ja nende mentiid. Programmi eesmirgiks oli toetada programmis osalejate eesti
keele omandamist ja arendamist, sh oli iilesandeks aidata neil téita riiklikult
kehtestatud keeleoskuse ndudeid ning pakkuda vdimalusi professionaalseks ja
isiklikuks arenguks. Muutused pidid viljenduma Opetajate positiivse professio-
naalse identiteedi ja integratiivse motivatsiooni viljakujunemises. Viitekirja
autorina olin kaasatud programmi elluviimisse teadlase rollis.

Viitekiri koosneb kolmest omavahel tihedalt seotud rahvusvahelise levikuga
eelrentsenseeritud ajakirjades ilmunud artiklist (uurimused I kuni II) ja ana-
liiitilisest {ilevaateartiklist. Doktoriuurimuse viisin 1dbi tegevusuuringu meeto-
dil; uurimuse aluseks olevad empiirilised andmed on seega périt mentor-
programmist, kuid kogu protsessi hindamise eesmaérgil kogusin lisaks ex-ante ja
ex-post andmeid.

Ulevaateartikkel algab teoreetilise peatiikiga, milles kisitlen teoreetilist
arutelu keele legitiimsuse ja keeleturu kujunemise kohta. Tuntud prantsuse
sotsioloogi Bourdieu (1991a) jéargi on keelel mitmeid tdhendusi ja rolle.
Riigikeelt saab néiteks késitleda voimu ja tegevuse (ingl k action) tdovahendina.
Bourdieu (ibid. lk 48-49) jargi on keelel ,,,,intellektuaalse ja moraalse 16imu-
mise” instrumeendina” haridussiisteemis oluline roll ametliku keele konstrueeri-
misel, kehtestamisel ja legitimeerimisel. Keeleturu iihtlustamine on keeruline
protsess, mis hdlmab mitmeid erinevaid institutsioone ja eeldab lisaks poliiti-
lisele ka majanduslikku iihtlustamist. Viimane pole aga ainult riigi keele-
poliitika subjektiks (ibid. lk 50). Eelpooltoodust tulenevalt on haridussiisteemil
kui institutsioonil kahene positsioon. Uhelt poolt vastutab haridussiisteem riigi-
keele legitimeerimise eest, teiselt poolt on aga haridussiisteem mdjutatud teiste
(riigi poolt mitte kontrollitud) keeleturu kujunemise mehhanismide poolt, nt
rahvusvahelistumine, vihemusgruppide keel(t)e kehtestamine keeleturul jne.
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Jargneva teemana esitlen iilevaateartikli teoreetilises peatiikis kahte indiviidi
(mikro-) tasandi teooriat: Opetaja-keskne Okoloogiline ldhenemine ja inter-
aktsionistlik-intersubjektivistlik vaade professionaalse identiteedi kujunemise
protsessile. Arutelu struktuuri ja agentsuse vastastikusest mdjustatusest aitab
luua tiihtse teoreetilise raamistiku, mis {ihendab identiteedi kujunemisega seotud
teoreetilisi vaateid riigikeele kisitlustega. Ulevaates struktuurist ja agentsusest
lahtun oletusest, et need on kahesed (Giddens 1984). Fookuses on véimu kont-
septsioon: ldhtudes sturktuuri ja agentsuse teooriast, kas ja millistel tingimustel
on voimalik indiviidi voimustamine. Struktuuri ja agentsuse kahesus ning aru-
saam sotsiaalsest elust kui ,,voimu ja struktuuri vastastikusest mojustatusest”
(Lukes 2005 1k 69) annab vdimaluse arutleda stuktuursete muudatuste mojul
toimuva inimagentsuse voimustamise v3i voimu kaotuse iile.

Metodoloogia peatiikk annab iilevaate konstruktivistliku dppimise teoreeti-
listest ldhtekohtadest. Vdidan Dewey’le (1916) toetudes, et Oppimine on oma
olemuselt kogemuslik ja tegevuslik ning Sppimise tulemuseks on isiklik ja
kollektiivne kasv. Oppimine toimub teistega suhtlemise, interaktsiooni kiigus,
st. nii Oppijad kui ka Opetajad on orieteeritud uute teadmiste, tihenduste ja
arusaamade koos konstrueerimisele. Timmermansi (2010) jargi on dialoog ja
interaktsioon konstruktivistliku dppe keskmes, kusjuures uue teadmisega voib
kaasneda dppija identiteedi muutus. Oppimine on sdltuv dppimisprotsessi kon-
tekstist ja on seetdttu keskkonna poolt suunatud. Lisaks osalevad Oppimis-
protsessis Oppija enda eelnevad kogemused, hoiakud ja uskumused. Neid tldi-
seid pohimotteid rakendati ka eesti keeledppe mentorprogrammis, kus léhtuti
kultuuridevahelise oppimise ja kultuurinavigatsiooni (Hofstede 2001; Bennett
1986, 1993), keeledppe laviprobleemide ldbitodtamise (Meyer ja Land 2003,
2005; Meyer, Land, ja Baillie 2010) ning Oppeprotsessile vairtustava lahene-
mise (Cooperrider et al. 2003; Preskill ja Catsambas 2006; Fry et al. 2002)
teoreetilistest kdsitlustest.

Metodoloogia peatiiki teises osas tutvustan tegevusuuringu pohimotteid.
Tegevusuuringu eelis teiste traditsiooniliste sotsioloogia metodoloogiatega
vorreldes seisneb selles, et tegevusuuring lubab keskenduda muutusele, sh
keerulistes sotsiaalsetes protsessides ja olukordades esiletulevatele muutustele
(Somekh 1995). Tegevusuuring on tsiikliline, ta pohineb osalejate ja uurimuse
labiviijate koostool, vottes samuti arvesse laiemat sotsiaalset konteksti. Tege-
vusuuringu aluseks on visioon soovitud sotsiaalsest muutusest. Tegevusuuring
on tihti multidistsiplinaarne ning uuringu véljundiks on uus teadmine ja moist-
mine (Somekh 2006 1k 6-8).

Ulevaateartiklis kirjeldan liihidalt ka doktoriuurimuse iilesehitust ning artik-
lites kasutatud andmekogumismeetodeid ja analiiiisistrateegiaid; eraldi toon
positivistlikust ja postmodernistlikust vaatevinklist ldhtudes vilja uurimuse
valiidsuse kiisimused. Andmekogumine, analiiiis ja tulemuste valideerimine
toimusid traditsiooniliste meetodite abil (intervjuud, kiisimustik, dokumentide
analiilis jne). Tulemused on publitseeritud teadusartiklitena (uurimused I kuni
I10).
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Uurimus [ votab vaatluse alla mitte-eestlastest dpetaja positsiooni méérat-
levad ametlikud dokumendid (seadused, strateegiad jne). Uurimus toob &pe-
tajate madala ennesetShususe pohjusena eesti keele omandamisel vélja muutusi
makrotaseme vOimusuhetes, mis toimusid Eestis viimase 20 aasta jooksul.
Analiitisitud on varjatud ja avalikke vastuolusid pohiliste sotsiaal- ja voimu-
suhete osapoolte vahel (Eesti riik, venekeelne kogukond ja Vene riik), mis
mojutasid venekeelsete Opetajate ja vene Oppekeelega koolide positsiooni
venekeelses kogukonnas ja {ihiskonnas laiemalt. Venekeelsed opetajad ei ole
suutnud (taas)kehtestatud keeleturu olukorras, kus eesti keelest sai ainuke
riigikeel, kohaneda. Opetajate kohanemisraskuste iiheks viljundiks on mitmed
dilemmad, mis on seotud professionaalse identiteedi véljakujunemise ja uue,
eesti keele legitimeerija, rolli aktsepteerimisel. Eesti riigi ratsionalistlik 1&hene-
mine Opetajate professionaalsele arengule (sh riigikeele dppele laiemalt) ei ole
olnud piisavalt tohus ega suutnud motiveerida Spetajaid riigi agentidena eesti
keele legitimeerimisel osalema, sh ka ise eesti keelt ndutud tasemel omandama.
Jéreldan, et Opetajate positsiooni parandamiseks on vaja muuta riigi ja Opetajate
vahelisi ,.kuulekusel-késklustel” pdhinevaid suhteid (inglise keeles obedience-
command relations) ning pigem rakendada Opetajaid vOoimustavat ldhenemist,
toetades Opetajaid eesti keele omandamisel ja eesti kultuuriga tutvumisel.

Uurimus II analiilisib sotsiaalkonstruktivistliku eesti keele dppimise prakti-
kate vOimalusi venekeelsete Opetajate vOimustamisel, mis on vastukaaluks
senisele pigem ratsionaal-positivistlikule 1&henemisele Spetaja professionaalsele
arengule. Uurimusest selgub, et sotsiaalkonstruktivistlik mentordppe programm
osutus tulemuslikuks eesti keeledppe meetodiks. Programmis osalemine toetas
mitte ainult Opetajate keeleoskuse arengut, vaid modjutas oluliselt ka nende
suhtumist eesti keele dppimisse. Veelgi enam, neil tekkis huvi eesti keele ja
kultuuri vastu ning nende suhtlusring laienes. Paljud programmi ldbinud vene-
keelsed opetajad lahendasid endas seni kantud eesti keele kasutamisega seon-
duvad sisemised pinged. Selgus ka, et eesti keele Oppimisel arenes Opetajate
hulgas integratiivne keeledppe motivatsioon. Selline tulemus annab tunnistust
sellest, et lisaks keeleoskuse paranemisele on programmis osalenud Gpetajate
puhul toimunud muutused nende professionaalses identiteedis, sh kasvanud on
valmidus votta oma ametialases tegevuses vastu keeledppija ja keele legiti-
meerija roll. Uurimuse II tulemused périnevad kunstlikult loodud konstruktivist-
likust, Opetajatest (mentiidest), nende mentoritest ja uurimuse libiviijatest koos-
nevast kogukonnast. Uurimuse II kokkuvottes tddetakse tdiendava uurimuse
vajadust, mis selgitaks vélja, kas ja mil mééaral saavutatud muutused eesti keele
oskuste ja kasutamisega seotud hoiakute osas kanduvad iile Opetajate iga-
paevasesse professionaalsesse tegevusse ning kui piisivad nad on koolikesk-
konnas toimides.

Uurimus III pdhineb ex-post analiiiisil, mis votab vaatluse alla keele tdhen-
duse Opetajate professionaalse identiteedi kujunemisel ning tuvastab professio-
naalsesse konteksti juurdunud lahknevusi. Lahknevused pohjustavad pingeid
Opetajate professionaalsel enesemaératlemisel, mille lahendamine (14bitd6tamine)
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voib viia uue Opetaja professionaalse identiteedi mudeli viljakujunemisele.
Oma professionaalse identiteedi uus késitlus aitab paremini kohaneda keeleturu
tingimuste, st toimunud struktuursete muutustega. Uurimusest selgus ka, et pro-
fessionaalne kontekst (Opetajate suhted Opilaste, kooliadministratsiooni, kol-
leegide, lapsevanemate ja riiklike institutsioonidega), milles dpetajad igapédeva-
selt toimetavad, piirab pikaajalises perspektiivis konstruktivistlikus keeledppe
kogukonnas saavutatud edu jitkusuutlikkust. Uurimuse III jérelduses rohu-
tatakse kollektiivi/kogukonnakeskse ldhenemise olulisust eesti keele ja kultuuri
vahendamisel venekeelsetele Opetajatele. Eesti keele omandamisel ei piisa
individuaalsest vastutusevitust ja keeledppe kohustuse aktsepteerimisest,
miéravaks saab kogukonna toetus voi selle puudumine. Keele- ja hariduspoliiti-
kast tulenev keeledpe ja keele legitimeerimine on tulemuslik siis, kui temast
saab venekeelsete Opetajate kogukonna poolt aktsepteeritud ja toetatud iihine
ettevotmine.

Doktorit6o iilevaateartikli 16puosas arutlen uurimustes I kuni III loodud
teadmiste iile ning esitan kolm kogu doktoriuurimust kokkuvotvat teesi, mis
selgitavad agentsuse ja struktuuri vastastikust mdjustatust eesti keele legiti-
meerimise néitel venekeelsete dOpetajate poolt Eesti vene dppekeelega koolides.
Esimene tees puudutab keeleturu toimimise diinaamikat. Vididan, et Eestis
toimib samaaegselt kaks keeleturgu, kus on kehtestatud erinevad reeglid ja kus
keeltel on erinevad positsioonid. Ratsionaal-positivistlik ldhenemine keele-
poliitikale (taas)toodab sotsiaalseid erinevusi ja (taas)toodab ka nende keele-
turgude struktuurseid mééaratlejaid. Teises teesis pohjendan sotsiaalkonstrukti-
vistliku ldhenemise tulemuslikkust. Eesti keele dppest on vilja kujunenud
kollektiivne tegevus (inglise k. act), kus eesti keel on omandanud tegevusi
vOimaldava teadmise (inglise k. actionable knowledge) tdhenduse. Tegevusi
vOimaldav teadmine Opikogukonnas transformeerub sotsiaalseks kapitaliks ja
sotsiaalseteks tegevusteks. Uurimuse II tulemused niitavad, et riigikeele kui
teise keele Oppimine soltub paljuski sotsiaalsest kontekstist, keelega seondu-
vatest sotsiaalsetest praktikatest, sotsiaalsete suhete voOrgustikust ja inter-
aktsioonidest teiste inimestega. Keele oppimine tdhendab suhte loomist siht-
keele ja selle keele kogukonnaga. Keele omandamine tdhendab seda, et dppija
saab sihtkeele poolt vahendatud sotsiaalsete suhete tootmise ja taastootmise
protsessi osaliseks 1dbi keeleturule sisenemise ja seal aktiivse osalemise.
Kolmandas teesis vdidan, et samaaegselt toimivad keeleturud loovad olukorra,
kus konstruktivistlikus kogukonnas saavutatud keeleGppe edu ei ole Opetajate
igapdevases professionaalses elus jétkusuutlik. Seetdttu tuleb sihipéraselt
tootada selle nimel, et segregatsioon Eestis kahe lingvistilise tunnuse alusel
midratletud kogukondade vahel kahaneks, sest selle kaudu on vdimalik
arendada sotsiaalsete struktuuride (sh keeleturu) iihtsust. Sotsiaalkonstrukti-
vistlike meetodite rakendamine kunstlikult loodud kogukondades on vidhem
edukas tegutsevates tookollektiivides, nt koolides, ja kohalikes kogukondades
meetodi rakendamisega vorreldes. Kiesolev doktoriuurimus néitas, et Opetaja
agentsuse voimustamine on tdendoline siis, kui leiavad lahenduse pinged, mis
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on tekkinud paralleelselt toimivate keeleturgudest mojustatud tdhenduste
konstrueerimisel. Toetudes Bambergi terminoloogiale (2011 1k 18), peaks
konstruktivistlike meetodite rakendamise eesmirgiks olema Opetajate aitamine
,sinkroonilise mina-tdhenduse”) saavutamisel oma professionaalses elus.
Sellest tulenevalt peavad keelepoliitilised meetmed hariduses olema suunatud
kollektiivsete muutuste esilekutsumisele, nad peavad olema labirdédgitavad,
mitmesuunalised ja kohalikele tingimustele kohandatavad.
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APPENDIX | - List of mentoring pairs
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Pairl |F/42 |F/46 |Music Public Tallinn |Tallinn |Yes Yes/R9/3
official
Pair2 |F/48 |F/50 |History/ Director of | Tallinn | Tartu Yes No
Civics kindergarten
Pair3 |M/38 |F/36 | Geography |Public Narva | Tartu Yes Yes/R8/3
official
Pair4 |F/46 |F/55 |Music Teacher Tallinn | Pérnu Yes No
Pair5 |F/46 |F/64 |Chemistry, |Teacher, Kivioli |Paide Yes Yes/R4/2
Physics school
administrator
Pait6 |F/49 |F/37 |Arts Teacher Maardu | Maardu |Yes No
Pair7 |F/40 |F/43 |History Teacher Narva |Toila Yes No
Pair8 |F/[not |F /46 | Music Public Tallinn | Tallinn |Yes No
indi- official
cated]
Pait9 |F/47 |F/56 |Physics Teacher Tartu | Tartu Yes Yes/R2/1
Pairl0 |F/35 |F/31 | Mathe- NGO Tallinn | Tallinn |Yes No
matics administrator
Pairll |F/37 |F/56 | Mathe- Teacher Tartu Tartu No No
matics
Pairl2 |F /47 |F /47 | Mathe- Private Kohtla- | Keila- |No No
matics, IT | consultant Jarve Joa
Pairl3 |F /44 |F /50 |History, Teacher Tallinn | Tallinn |No No
Law
Pairl4 |F/51 |F/50 | Geography |Teacher Tallinn |Tallinn |No No
Pairl5 |F/35 |F /32 |Physics, Teacher Tartu | Tallinn |No No
Chemistry,
Biology,
Music, Arts
Pairl6 |F/49 |F/46 | Mathe- Teacher Tallinn | Viljandi |No No
matics, IT
Pairl7 |F /40 |F /46 | Mathe- Teacher Tallinn | Viljandi |No No
matics
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Pairl8 |F/41 |F /24 |Music University Tallinn | Tallinn [No No
lecturer
Pair19 |F /37 |F/36 | Mathe- Teacher Tapa Tapa No Yes/R3/1
matics,
Physics
Pair20 |F/52 |F/37 |Chemistry |Teacher Maardu | Maardu |No No
Pair21 |F/38 |F /43 |History, Teacher Narva |Toila No Yes/R5/2
Civics
Pair22 |F /40 |F /28 | Mathe- MA student | Keila Rakvere | No No
matics
Pair23 |F/43 |F/32|IT Teacher Kohtla- | Tallinn | No No
Jarve
Pair24 |F /47 |F /52 | Mathe- Administrator | Tallinn | Tallinn |No No
matics
Pair25 |F /47 |F /53 | History, Public Narva | Viljandi |No No
Civics official
Pair26 |F/52 |F /53 |Chemistry |Teacher at Tallinn | Tallinn [No No
kindergarten
Pair27 |F /45 |F/51 |Mathe- Teacher Narva |Péarnu No No
matics
Pair28 |F /53 |F/47 | Biology Teacher Kohtla- |Kehra [No No
Jarve
Pair29 |F /40 |F /50 |Civics Director of Paldiski | Tartu No No
kindergarten
Pair30 (M /44 |F /50 | History, School Tallinn | Tallinn [No No
Media administrator,
teacher
Pair31 |F/48 |F/50 | Arts School Tallinn | Tallinn |No No
administrator,
teacher
Pair32 |F/35 |F /29 |Geography, | Teacher Johvi | Kohtla- [No No
IT Jarve
Pair33 |F /43 |F /48 |Physical School Tallinn |Pdrnu | No No
Education |administrator
Pair34 |F /43 |F /27 |Physical NGO Narva |Tallinn |No Yes/R6/2
Education |administrator
Pair35 |F/57 |F /58 |Biology School Keila |Pdrnu [No No
administrator,
teacher
Pair36 |F /55 |F /64 | Mathe- School Tallinn | Paide No No
matics administrator,
teacher
Pair37 |F /36 |F /35 |Physical School Kohtla- | Kohtla- |No No
Education | administrator, | Jarve Nomme
teacher
Pair38 |F /49 |F /44 | Mathe- Teacher Kohtla- | Keeni No No
matics Jarve
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Pair39 |M /33 |F /36 |Physics, IT |University Mustvee | Tartu No No
lecturer
Paird0 |F /44 |M/25|Mathe- Public Narva |Tallinn |No Yes/R1/1
matics official
Pair41 |F/39 |F /38 |Physical Teacher Tallinn | Tartu No No
Education
Pair42 |F/[not M /27 | Mathe- NGO Tallinn | Tallinn [No No
indicat matics administrator
ed]
Pair43 (M /42 |F /52 | Geography |Teacher Narva |Rapla |No No
Pair44 |F/[not | F /47 | History Teacher Narva |Kose No No
indi-
cated]
Pair45 |F /43 |F /37 | Mathe- Public Narva |Jogeva |No No
matics, IT | official
Paird6 |F /47 |F/47 |IT Private Kohtla- | Keila- |No Yes/R7/3
consultant Jarve Joa
Paird7 |F /32 |F/39 | Mathe- Teacher Tallinn | Tallinn |No No
matics, IT
Paird8 |F /46 |F /60 | Civics Private Narva |Tallinn |No No
company
owner and
CEO
Pair49 |F /47 |F /58 |Biology Teacher Maardu | Viljandi |No No
Pair50 |M /54 |F /36 |Physical Public Silla- Tartu No No
Education | official mée
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APPENDIX 2 - List of open-ended questions
in the self-evaluation report form
(in Estonian, as originally applied)

Mentorpieviku aruandevorm (tidiendatakse koos):

Individuaalse keeledppe tegevuskava ja eesmérgid [tdidetakse projekti algul]
Mentii individuaalsed keeledppe tegevused perioodi [...] jooksul olid:
Mentii tegevused mentori toel perioodi [...] jooksul olid:

Mentii eneserefleksioon (tdidab mentii):

Millised olid sinu individuaalsed keeledppega seotud eesmérgid antud perioodil?

Mis mahus eesmirgid saavutati? PGhjenda.

Millised tegevused ja toimingud aitasid eesmairgile l&hemale jouda?

Milliseid positiivseid kogemusi saad vilja tuua?

Milliseid takistusi esines? Miks? Mida sellega seoses ette votsid? Milliseid vdimalusi
veel oleks saanud kasutada?

Millist tuge voi abi selle eesmargiga seoses vajaksid?

Kui palju aitasid Sind oma eesmirkide saavutamisel kohtumised mentoriga? PGhjenda.
Milliseid avastusi voi edasiminekuid saaksid vilja tuua mentoriga kohtumistelt antud
perioodi jooksul?

Mentori hinnang mentii keeledppe arengule (tiidab mentor):

Kas mentiil dnnestus antud perioodil seatud eesmaérgid tdita? Selgita.
Millised olid suurimad tehtud edusammud mentorlusprotsessi kdigus?
Kas edenemine on toimunud plaanipéraselt?

Milliseid arenguid saad viélja tuua mentii keeleoskusega seoses?

Mis vajab edasi arendamist?
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APPENDIX 3 - Interview schedule from Study Il
(in Russian, as originally applied)

A. SI3bIKOBBIEe KypChbl B CpPaBHEHHE ¢ MEHTOPCKOM mMporpamMMoii (mporpamMmmoin
H3YyYeHHs SI3bIKA € MOMOLIbI0 MEHTOPA)

KOMMeHTa[!PIﬁ: Kak HU3Y4YCHUEC A3bIKa C MOMONIIBIO MEHTOpA, TaK U A3BIKOBLIC KYPCbI
MOryT OBITH JAOBOJIBHO PE3YyJIbTaTUBHBI. HGJ'II) HUHTEPBbIO — ONHpasdCb Ha OIbIT
PECIIOHACHTOB, CPAaBHUTb MAAaHHBIC MCTOJAbl M3YYUYCHHA S3blKd, @ TAKKC BBIABUTb HX
CUJILHBIC U ClTa0ble CTOPOHBI.

1. Ectp mu y Bac ombIT n3ydeHHUs] 3CTOHCKOTO sA3bIKa Ha Kypcax? Ecte mu y Bac omsit
W3y4YeHUs A3bIKa Ha CHELUATIBHBIX Kypcax Ul yIuTenen?

2. TlpuBenute, moxkamyicTa, CHIIBHBIE U CTa0ble CTOPOHBI U3YUIEHUS S3bIKa Ha KypCax.

3. IlpuBenute, mnoxaiyiicra, CHIbHbIE W CJa0ble CTOPOHBI M3YU€HHs SI3bIKa C

MIOMOII[BI0 MEHTOPA.

KOMMeHTa[!PIﬁ: JaJjicc A4 XO0Tel1a OBI YTOUHUTH OTACIIbHBIC ACIICKThI U3YUCHHS A3bIKa Ha
KypCax U C MOMOIIbIO MCHTOpPA, ONUPAsACh Ha CPABHUTCIILHBLIC KAaTCTOpHU. Ilo Ka)KI[Oﬁ
Kareropun 1mnpouy AaTb OHEHKY BaXHOCTU HOAaHHOI'O acCliCeKTa C€ TOYKH 3pCHUA
npodpeccnn YUuTeIId. Hackombko JaHHAadg KaTeropud BaXHAa HMMCHHO MJIA YYUTCIA
pYCCKOﬂSBI‘IHOﬁ mKoasl. B xakoi MEpEC YUHTBIBAIOT SA3BIKOBBIC KYPChbl, B CPABHCHUC C
MCHTOPCKHUM IPOCKTOM, CBS3aHHBIC C ,IlaHHOﬁ KaTeFOpPIeﬁ HOTpG6HOCTI/I H3y4arouiero

A3BIK YUNUTEIIA.

4. OxapaktepusyiTe, IOXKaTyHCTa, CBOU OIBIT N3yUCHHUS SA3bIKA:

CpaBHUTeJbHASA
KaTeropus

BakHOCTBH/HE00X0AUMOCTh/
cnenupuka B npodeccun
yuyuTeas

Bomnpocbl

Pa3Burtne s13bIKOBBIX
HABBIKOB (IOHUMaHUE —
BOCIIpUATUEC HA CIIYyX U
YTeHHUEe, YCTHOE O0ILeHUE
M MOHOJIOT, TIMCBMO).

PasBuTHe Kakux HaBLIKOB
TpeOyeT Ui YIUTEIs
0co00ro BHUMaHue?
Pa3BuTHe KakKux HaBBIKOB
mpencTaBiIaeTcs Hanbonee
CIIOKHBIM 151 Bac kak
yaurens?

Pa3BuTHIO KaKUX HaBBIKOB Hanboee
CIIOCOOCTBYIOT SI3BIKOBBIE KYPCHI H
MeHTopcKas porpamma? Hackonbko
TIO3BOJIAIOT JaHHBIC MECTO/bI
00yueHHs A3bIKY YUUTBIBATD
HHIMBHUIYaIbHBIC TOTPEOHOCTH
yYaIuxcs 1o pasBUTHIO
OIpe/IeEHHBIX HABBIKOB?

OneHka pa3BUTHSA
SI3bIKOBBIX HABBIKOB,
YPOBHSI BJIageHHsI
SI3BIKOM

KpanudrkannoHHbIe
TpeOoBaHUS (IK3aMeH),
oOpatHast CBSI3b O Pa3BUTHH
SI3BIKOBOI KOMIETEHITUN

OueHnute, B KaKoi CTEIECHH JJaHHBIC
METO/IbI TO3BOJISIOT OLICHUTh
pa3BUTHE S3BIKOBBIX HABHIKOB
yuamierocs? Hackonbko a¢dexriBHa
HOJrOTOBKA K 9K3aMeHY, 00paTHast
CBS3b 110 pe3yJibTaTaM 3K3aMeHa?
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CpaBHUTeJIbHAsA
KaTeropus

BakHOCTBH/HE00X0AUMOCTh/
cnenupuka B npodeccun
yuyuTeas

Bomnpocsl

Y4ér nHAuBUAYATbHBIX
U NpodeccuoHATbHBIX
neJeil u3y4anuero
SI3BIK MPH
TUIAHUPOBAHUY
npouecca o0yyeHust

dopmupoBaHue

WHIUBUTY aJTbHBIX
KpPaTKOCPOYHBIX U
JIOJITOCPOYHBIX 1IEJIEH,
YCTaHOBJIEHHE CBS3U MEXKIY
podecCHOHATEHBIMU
LEISIMHU ydalierocs u
KapbepoH, U N3y4eHHeM
sI3bIKa, oOecTrieueHue
YCTOWYMBOCTH MOTYyYSHHBIX
3HAHUI NOCIIe OKOHYAHHS
CHCTEeMaTU3UPOBAHHOTO
npouecca o0ydeHusl.

Kax npoxoaut ananus Mcropuu
U3y4eHUS SA3bIKA (SI3BIKOBOI
6uorpadun) (Language Biography)?
KaK MPOHMCXOUT ITOCTAHOBKA Lieel
B COOTBETCTBHUHM C HOTPEOHOCTSIMU
pa3BuTHs npodeccuoHanbHON
Kapbepsl yuamierocs? OneHure, B
KaKOH CTeTIeHN 00eCTICUNBAIOT
JJaHHBIE METOMBI YCTOHINBOCTD
MIOJyYECHHBIX 3HAHUI? B TOM UHCIIE,
YPOBEHb MOTHBALIMH H3y4aTh SI3BIK
HOCJIE OKOHYAHHSI IIPOTPaMMBI HIIH
KypcoB? B kakoii creneHu
COAEHCTBYIOT JaHHBIE METOJIBI
Pa3sBUTHIO aBTOHOMHOCTH
(crtocoOHOCTH caMHUM 3a00TUTBCS O
Pa3BUTHH U COXPAHEHHUH SI3BIKOBBIX
HABBIKOB)?

Pa3puTHe yBepeHHOCTH
B ce0e npu
HCIO0JIb30BAHUH SI3BIKA
B IpoecCHOHANBHOM
c(epe u B yacTHoit
“KU3HH — BbIsIBJICHHE U
npeojoJieHue OCHOBHBIX
npensATcTBMil (cTpax,
HeyBepeHHOCTh,
BHYTpeHHHii “6apbep”)

Crpax, CBSI3aHHBIII C
HCIIOIb30BaHUEM SI3bIKA.
‘YBepeHHOCTb IIpU
MCIIOJIb30BaHKH S3bIKA B
creudUUecKuX TSl YUUTes
CHUTyaLHsX, HAIIPUMEp,
HperoiaBaHye npeMeTa Ha
3CTOHCKOM, KypCBI
HOBBILICHUS KBaIM(HKALHIH,
BU3UT SI3BIKOBOTO
WHCHEKTOPA, IIPOEKTHI,
OTYETHI U T.11.), BHyTPEHHHE
Gapbepsl

Hacxkompko BaxkHa st Bac
cUcTeMaTHIecKas paboTa HaJl
pa3BUTHEM YBEPCHHOCTH B ceOe mpu
HCII0JIb30BaHuU s13b1ka? Hackoyibko
3¢ GEKTUBHBI JaHHBIC METO/IBI
W3y4EHHS SA3bIKa JJIS BELIBICHUS U
TIPEOIOJICHNUS IPETIATCTBUHN B
HM3YYEHWUH M UCTIOJIb30BAHUH SI3bIKA?

Pa3Burtne
camoonpeaeaeHust
JHYHOCTH B X0/J1€
H3Yy4YeHHUs A3bIKA

Pasnuuneie poJI: yUUTeIb,
yuaiuiics, u3y4aromui a3bIK
(aKenTHpOBaHHUE TOTO, YTO
YYEHHUKH 3HAIOT ICTOHCKUI
JydIre, Heyiada Ha
9K3aMeHe, aKIEITHPOBAHHE
HETaTUBHOTO oIbITa). Poib
YUUTEIS —TIPEMETHUKA 1
y4uTess — A3bIKa, YYUTCIIb
“Mexy”’ peleHueM
rocyapcTBa U OXKUAaHUSIMU
OOILLMHBIL.

B kakoii ctenenu BaxxHa
KOHTEKCTyaJIu3allus Iporecca
H3y4eHHS A3bIKa — HAPUMED,
YUUTHIBATh COLHO-TIOTUTUIECKUI
KOHTEKCT MPO(YECCUU YIUTETS B
Octonnn? Hackonmbko 3 ek THBHEBI
JTAaHHBIC METOJIbl H3Y4CHHUSI 3bIKA B
pa3pelieHUU POJICBBIX
MPOTUBOPCUHIA, CBSI3AHHBIX C
npodeccueii yunrtensn? Hampumep,
TIPUHATHE POJIH yUaIeTocs? WK
JOTIOJTHATENLHOI OTBETCTBEHHOCTH
3a Pa3BUTHE S3BIKOBBIX
KOMIIETCHINH yueHHKOB? B kakoit
CTETeHH HEOOXOAUMO 3aTparuBarh
JTAHHBIC TEMBI B X0JI¢ 00y4YCHUS
A3BIKY?
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CpaBHHUTeJbHASA
KaTeropus

BakHOCTH/HE00X0AUMOCTh/
cnenupuka B npodeccun
yuyuTeas

Bonpocbl

3HAKOMCTBO C
KYJbTYPOIi, ONBIT
NpuHoOLIeHUE K
KYyJbType

ITonnmanue KYyJbTYPHOI'O
KOHTCKCTa

B kaxkoii crenenu coaeiicTByoT
JJaHHbBIE METO/BI O0YUCHUS S3bIKY
HPHOOIIECHUIO K KyIbType?
Hackonbko Ba)KHO ITO3HAHUE
KYJBTYPHI B Pa3BUTHH MOTHUBALIUHI
y4arierocst?

Hanasxxupanue cBsizeii ¢ | Yuactue B B xakoii ctenenu coaeicTByoT
HOCHMTEJISIMHU SI3bIKA, podecCHOHATBHBIX JIAHHBIE METO/IbI 00yUCHHS
CIoco0CTBOBaAHME MEpONPHATHAX, oOmeHne ¢ | GOpMUPOBAHHUIO MPOdeccHoHaTbHBIX
¢opmupoBanuio KOJIJIEraMu, TI0CELIeHUE ceTeil 1 cooOmecTB (Kyxa BXOIAIT
npodeccHOHAIbHBIX MIKOJ U T.II. HOCHTEIIH SI3bIKa U IPyTHE
c00011ecTB U3y4arolye A3bIK yUuTens)?
JlelicTBeHHOCTH B kakoii cTenenu naHHbIe CpaBHuTE AeiiCTBEHHOCTH (hopm

MCETObI 1/13y'-leHl/15l SI3bIKA
OTBEYAIOT MOTPEOHOCTAM U
MOCTABJICHHBIM LEJISIM, &
TAK)Ke B HACKOJIBKO
ONTHMAJIBHO COOTHOLICHHE
pe3yJibTaTa ¢ I0TpauyeHHBIMH
pecypcamu (BpeMmsi, ICHbIH)?

U3Yy4YCHUS SI3BIKA.

B. O6paTHas cBA3b 110 pe3yJbTaTaAM AHKETHPOBAHUSA

B BompocHuKe OBLIO HECKOJIBKO BOIIPOCOB, CBS3aHHBIX C KOHKYPEHTOCIIOCOOHOCTBIO
yuuTeNlell — YYacTHUKOB MpPOTrpaMMbl. B Kakoll CTemeHW yduTens OUIyIIaloT
HaJIMYMe CBA3HM MEXIY KOHKYPEHTOCIIOCOOHOCTBIO M 3HAHMEM HCTOHCKOTO SI3bIKa?
W3 OTBETOB MOXHO cIEaTh BBIBOJ, YTO KOHKYPEHTOCIOCOOHOCTh M COXpaHEHHE
pabodero mecra — BaKHBIE CTUMYJBI JUIi W3y4YeHHUS S3bIKa MOYTH JJIsI BCEX
y4acTHUKOB. OTHOBPEMEHHO TOJIBKO TPETh YYaCTHUKOB OIPOCA COTJIACHIINCH C TEM,
YTO 3HAHHE 3CTOHCKOTO f3bIKa BIMAET HA NPOJBIDKEHHE MX Kapbepbl. Kak Ob1 Be
OOBSICHUIIM JAHHBIA pPe3ynbTaT?

Uro 3Hauut pans yuurtenedl ObITh KOHKypeHTOcmocoOHbIM? Kakue ¢akTopsl
OIPENEISIIOT KOHKYPEHTOCHOCOOHOCTh? UTO ONpeseNsiT Haludue CBSI3U MEXIY
3HaHHUEM SI3bIKa U KOHKYPEHTOCIIOCOOHOCTBIO yUHUTEIIs?

B ankere ObUTO MpeaIokKeHO 3 BapuaHTa OTBETOB, XapaKTEPU3YIOLIUX MOTHBALIUIO
y4UTENeH U3ydaTh SCTOHCKHUII A3BIK B KOHTEKCTE “BIUSHMSA~ HAa YUYCHHUKOB: YUHUTh
3CTOHCKOMY, IIPENoJaBaTh MPEAMET Ha 3CTOHCKOM — Y4YacTBOBAaThb B Ilepexoje Ha
3CTOHCKMH S3bIK OOydYeHHS B THMHAa3WH, 3HAKOMUTh YYEHHKOB C OSCTOHCKOM
KyJIBTYpOH, CHOCOOCTBYS HMX HWHTETpallil B O3CTOHCKOM oOmiectBe. Ilocnemnnii
BapuaHT MOJYYHI caMylo OOJIBIIYIO MOAJAEP)KKY. B uem Ha Bam B3mmsig coctout
POJb YUUTENS B PyCCKOS3BIYHOM IIKOJIE B KOHTEKCTE MHTETPALMOHHBIX MPOLECCOB?
IToueMy MMEHHO KyJIbTYpHBIM aCHeKT BBILIEN IO Pe3yJbTaTaM ONpOca Ha HEPBLIA
wiaH?

C noMOIIBI0 aHKETHI 51 I0CTapaNIach MOHATh Kakue (pakTopbl, OKa3bIBAIOT BIMSHHE
Ha MOTHMBALIMIO M3y4aThb JCTOHCKWII s3bIK. B 0O0IlmeM, MOTHBaIMs y4acTHHKOB
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MPOrpaMMBbI JOBOJIBHO BBICOKA, B TOM YHUCIIE, U JKeJlaHWE CBOOOJIHO BIIAAETh S3bIKOM
1 OBITh YCIIEIIHBIM B U3y4eHUH si3bika. C JIPYroi CTOPOHBI, YYaCTHUKH IPOrPaAMMBI
yKa3aJii, YTo JKeJaHHe MPUHAUIeKATh K 3CTOHOS3BIYHOM OOLIMHE MOTHBUPYET UX B
M3y4YEHUHM 3CTOHCKOTO 53blKa B OYEHb HE3HAUNTEIbHOW CTEeNneHH (XKeJaHUe NpH-
HaJUIe)XaTh K ICTOHOS3bIYHOM oOmuue). Kak Obl Bbl 00OBsicHWIM naHHOE mpo-
TUBOpEYHeE? YTO 3HAYUT JaHHOE NPOTHBOpeUre?

B ompocHuke s monpocwmiia JaTh JIUYHYIO OLEHKY TPEM MOJMTHYECKUM PEIICHHUSM,
CBSI3aHHBIM C S3BIKOBOM IIOJIMTHKOM B o00iacTé 0Opa3oBaHMA: JIEATEIBLHOCTh
SI3BIKOBOM MHCIIEKIIMH, KBaIH()UKAIMOHHBIC TPEOOBAHUS K YUUTEISIM M TIEPEX0/ Ha
3CTOHCKMH $3bIK OOy4eHWs B T'MMHa3uu. IIpuMepHO, TpeThb BCEX PECHOHAEHTOB,
3aIlOJHMBIINX aHKETY, HE OTBETHIIN Ha 3TOT Bonpoc. Kak Brl rymaere, mogemy?
YuuTenb JOJKEH, C OJHOW CTOPOHBI, BBINOJHATh TOCY/AapPCTBEHHbBIE NPEANHCAHUS
(nporpaMma oOy4eHusi, 3aKOH O s3bIKe, 3aKOH 00 OCHOBHOM IIIKOJIE W TUMHA3UH U
T.IL.), C APYTOi CTOPOHBI BaXKHO COTPYAHUYECTBO C poauTesiMu neted. Ilepexon Ha
JCTOHCKUH $3bIK OOYYEHMsSI M JIpyTHe PEIICHHs] B 00JIACTH S3bIKOBOW MOJIMTHKH —
JIOBOJIHO YYBCTBHUTEINIBHBIE TEMBI Ul PYCCKOS3bIYHOM OoOUIMHBL. B aHkere ObuIO
JIBa BOIpOCa C LEJIBIO BBISICHUTH TO, KaK y4YHUTENs BOCIHPHHMMAIOT OTHOLIEHHUE
poaMTenei y4eHHKOB K HM3YYEHHMIO YacTH MPEAMETOB Ha 3CTOHCKOM s3bIKe.
YYECMBYI0, YUMo pooumeny MOuX Y4eHUuKos He Xomsm, 4moobl s npenodasan(a) ov
€601 npedmem Ha ICMOHCKOM sA3biKe, A uyecmeyro, umo Oadice ecau 1 6y0y 8nadems
9CMOHCKUM A3bIKOM Ha mpebyemom 2ocyoapcmeom yposre Cl, pooumenu moux
VUEeHUKO8 6ce pasHo npednoumym yuumenss scmonya.). VI Ha 3TH BOMIPOCHI HE
0TBeTHIIO0 O0JIEe IOJIOBHHBI yYaCTHUKOB ompoca. [louemy, kak Ber mymaere, 3tu nBa
BOIpOca ObUTH OCTaBJIeHbI Oe3 oTBeTa?

Cpenu Tex, KTO OTBETHJI Ha 3TH BOIPOCHI, OOJIBIIMHCTBO HE BUAMT OMACHOCTH B
TOM, YTO MECTHasi OOILIMHA HE NPUMET HX, €CIM OHM HAuyHyT IpernojaBaTh CBOM
MpeAMET Ha 3CTOHCKOM. UTo 03HaYaeT ISl yUuTeNls TO, YTO POAMUTEIH JEeTeH NPOTUB
00pa3zoBaHus Ha 3CTOHCKOM si3blke? Kak yuurens cripaBisercs B TAKUX CUTYAIHsX?

C apyroii CTOpOHBI, JIOBOJIEHO paclpoCTpaHeHa IMPaKTHKa OT/AaBaTh CBOUX JeTel
B KJIACCHl TOTPYKEHHS MM SCTOHCKHE IIKOJbl. Kak BOCHPHHMMAIOT y4HTEINs
JKeJIaHWue poJuTeINel, YToObl MX neTell yuun Obl yunTenb-scroHen? Kakoe 3HaueHHe
MMEET 3TO OTHOIIEHUE POANTEICH T YIUTENS PYCCKOA3BIMHOM IIKOJIBI?
AHKETHPOBaHHUE MTOKA3aJI0, YTO BO3MOXKHOCTh IPUHUMATh y4aCTHE B TUCKYCCHAX IO
MOBOJy DAa3BUTHA CHCTEMbl 00pa3oBaHUs c€1ab0 MOTHBHUPYET B H3YyYCHHH
ACTOHCKOI'O si3blKa (II0 CPaBHEHHIO C JpyruMu MoTuBatopamu). Kak Obl Bbl
00bsiCHIIM 3TOT pe3ysbTar? [louemy yuuTesnss HE MOTHBHPOBaHbI Yy4acTBOBATh B
NPUHSTUH PEUICHH, 0COOEHHO, €CITH Pedb UAET O S3BIKOBOM MOJIUTHKE?
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APPENDIX 4 -
Quantitative questionnaire used in Study Il

Hoporoii mpyr!

HpOHIJ'IO YK Ooiee roga IIOCJIC OKOHYaHUA MPOCKTa WHAMBUAYAJIBbHOI'O H3YyYCHUA
OCTOHCKOTI'O sA3bIKa W 4 OY€Hb HAJACKOCh, YTO O6IlIeHI/Ie C MCHTOPOM CTaJI0O UMITYJIbCOM
U BHYTPECHHETO Pa3BUTHSA U TTOJIOKUTEIbHBIX U3MEHEHUH B Barneii s)xu3Hu.

51 OBl XOTena MOroBOPHUTH C BamMm 0 3THX M3MEHEHHSIX M OYEHb INPOIIy 3aroJHHUTh
JAHHYIO aHKETY.

Oto Qopma 0OpaTHOW CBA3M MNWIOTHOTO TMPOEKTa WHAWBUIYAIBHOTO OOydYCHHMS
SCTOHCKOMY S3BIKY, KOTOpbIi mpoBoamics B 2009-2010 rr. I'maBHas 1ens aHKETHI —
y3HATh, KaKUe M3MEHEHMs NPOHM3OLUIM B XXM3HM YYaCTHHKOB IIPOEKTA 3a MOCICIHUH
TOZI.

XoTts 3amosiHeHHE (OPMBI SBISIETCS TOOPOBOJBHBIM M aHOHUMHBIM, s OyIy OYCHb
npu3HaTeibHa BaMm 3a OTKJIMK M YECTHYHO OOpaTHYIO CBs3b. Ballle MHEHHE M OIIBIT
OY€Hb BaXKHBI U1 Hac!

PesynbraThl uccnenoBanus OyAyT ucmosib3oBaHbl @oHIOM MHTErpanuu, MUHHCTEPCT-
BOM 00pa3oBaHus W Hayku, DOHIOM OTKPHITOH DCTOHUM UIS YCOBEPIICHCTBOBAHHUS
METOJMKH MPOEKTa W TUIAHUPOBAHUS HOBBIX 00pA30BATEIBHBIX MpOrpamMM. AHKETa Ha
pycckoM si3plke M Bam He cocTaBUT OONBIIOTO TPyAa BHIPA3UTh CBOC MHECHHE, BHIOpaB
noaxoadui Bam BapuaHt oreera.

Bonboioe Bam crmacu0o 3a TO, 4TO HAIUTM BpeMs W BO3MOXKHOCTh BMECTE C HaMH
OTJITHYTHCS B TIporuioe!

[oxanyiicra, 3amonanTe aHKeTy K 15 HOs16ps 2011 roxa.
51 ¢ pagocThiO OTBEUy Ha JII00bIE Balllid BOIIPOCHI,

TartesHa Kutino

Otnenenue coruonoruu TapTyckoro YHHUBEPCUTETA
Tatjana.kiilo@gmail.com

ten. 510 6694

Ankera MeHTH (HOI0pL 2011)

1) TIpomomxaete nu Bl paboTats B TOH e IMIKOJE, C TOH YK€ HArPy3KOH W Ha TOH ke
JOJDKHOCTH, KaKk M Ha MOMEHT OKOHYaHMS MEHTOPCKOW IpOrpamMMBI B OKTSIOpe
MPOIJIOro roaa’?

e Ta
> Her

Ecnu oTBeT “HeT”, moxalTyiicTa, OSICHUTE TTPOU3ONIEIIINE NU3MEHEHHUS !
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2) HasoBure, mokaiyiicra, mpeaMeTsl, KoTopble Brl ceifuac npenogaere:
Ha PYCCKOM SI3bIKE

Ha 3CTOHCKOM U PYCCKOM SI3BIKaX

TOJIBKO Ha 3CTOHCKOM SA3BIKC

3) OueHute cBOM HAaBBIKHM ICTOHCKOTO SI3bIKA Ha HAacTOAMMI MOMeHT (Hos0pp 2011) B
CpaBHEHHE CO BPEMEHEM OKOHUYaHHS MEHTOPCKOI mporpamMmsl (OKTsI0ps 2010).

> 3HAYUTENBHO YIyUILIMINC
VY nydmunucs

OcTanuch 0ojice-MeHee TaKUMU JKe

VXyamunuce

Ooo0nn

3HAYUTEIHLHO YXyAIWInCb

OO6ocHyHTe CBOH OTBET:

4) [laiiTe oleHKy IOJJIepXKe, OKa3aHHyl0 BaMm ajMUHMCTpanued IMIKOJIbI, MECTHBIM
caMOyTIpaBJIEHUEM, TOCYJAPCTBOM B U3yUEHHUH SCTOHCKOTO SI3BIKA TIOCIIe OKOHYAHHUS
MEHTOPCKOH IMOTpaMMBL.

Pa3Butuio MOnX HaBBIKOB Ouenb | MHoro | 3atpynustocs | [Touru | CoBcem
3CTOHCKOTO SI3BIKA MHOTO B OLICHKE HET HeT
CIOCOOCTBOBAIIH TOCIIE
OKOHYAaHHMS TPOEKTa:
AZIMUHHCTpaNus IIKOJBI
MecTHOE caMOoyIIpaBJIeHHE
['ocynapcTBeHHBIE HHCTUTYIIMH
DoHJI MHTErpaLU

Hpyras opranuzauus
(ToxamyHcTa yTOYHUTE):

| [t [ |
NN N[N
W (W[ |W W
EENI N N N N
|||

5) B kakoMm pome MOAAEPKKM B H3YyYEHHHM ACTOHCKOTO S3bIKa IOCTE OKOHYAHMSA
MEHTOPCKOI MOrpaMMBI U OT KOTo BeI 60s1bIIIe BCero Hy K IaJInucCh?

6) CmaBamm nu Bl 3a mociemHumid TOA TOCYIapCTBEHHBIA(BIE) HK3aMeH(BI) IO
ICTOHCKOMY SI3bIKY?

e Ta
» Her

Ecnu otBer “na”, ykaxwure, MokaryicTa, ypoBeHb 3k3amena (A2, Bl, B2 wm Cl), a
Takke pe3yasTaT (60% u 6onee, menee 60%)
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7) Onummure, moxkanyicra, MOCIEIHUHN OMBIT CIaYd K3aMEHA 110 3CTOHCKOMY SI3BIKY:

8) [aiiTe OIEHKY CBOEH KOHKYPEHTOCHOCOOHOCTH HAa PBIHKE TPyJa HA HACTOSIIUN
MoMeHT (HostOps 2011) mo cpaBHeHMIO cO BpeMeHeM Hadana (ceHTss0ps 2009) n
OKOHYaHHsI MEHTOPCKOH mporpaMmsl (okTsi0ps 2010).

nporpamMmsl (okTsIOps 2010)

Most koHKypeHTocriocoHocTs | Hamuor | Berme | bonee- Hwmwxe |Hamuor

CEeroJiHs 110 CPAaBHEHHIO C... 0 BBIIIE MeHee 0 HIKE
TaKas xe

...Ha4aJIoM MEHTOPCKOH 1 2 3 4 5

nporpammsl (ceHTsOps 2009)

... OKOHYaHHEM MEHTOPCKOM 1 2 3 4 5

9) Ouenure, HaCKOJIBKO M3MEHWIACH Balra yBepeHHOCTh B ce0e IPH HCIIOIE30BAaHIH
OCTOHCKOI'O A3bIKa B pa60‘{I/IX CUTyaldax Ha HaCTOHH_II/Iﬁ MOMCHT B CpaBHCHHUE CO
BpPEMEHEM OKOHYaHHs MEHTOPCKOM MPOrPaMMBI.

e

TloBrIcHTIACH

Tlonm3unach

Ooonon

ITosicHuTE CBOM OTBET:

3HAYUTEIHHO IMOBBICHUIIACH

OcTanach Ha TOM € YpOBHE

3HAYUTEIHHO IOHU3UIACH

10) OIIeHI/ITe, HACKOJIbKO M3MeHunIach Barra YBEPEHHOCTL B cebe Ipyu MCIOJIb30BaHUU
3CTOHCKOIO S3bIKA B YACTHOM JKU3HH Ha HaCTOfHHI/Iﬁ MOMCHT B CpaBHCHHUE CO
BPEMCHCM OKOHYAHHUSA MeHTOpCKOﬁ IporpaMMhbl.

C

TloBrIcHIaCH

Tlonusunach

Ooo0nn

ITosicHuTE CBOIT OTBET:

3HAYMTEIHLHO ITOBBICHIIACH

OcTanach Ha TOM € ypOBHE

3HAYMTEIHLHO IIOHU3UIIACH
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11) Ha ckompko BBl ObUIM MOTHBHPOBAaHBI H3y4aTh ACTOHCKMH S3BIK BO BpeMs
MEHTOPCKOH mporpammbl (ceHTssOpp 2009 — okTsi0psr 2010) u B HacTOSIIMIA

MOMEHT?

OYEHb OYEHb
ciabas ciabas CpeIHSISI CUJIbHAS CHJILHAS

MOSI MOTUBAIUS 1 2 3 4 5

BO BpeMs

MEHTOPCKOM

MIPOTPaMMBI

MOSI MOTHUBAIUS B 1 2 3 4 5

HACTOSIIHAI

MOMEHT

12) Hackonpko cuibHEIM ObLTO Bare skenaHne BBIyIUTh 3CTOHCKHHN SI3BIK Ha BBICIIEM
YpOBHE BO BpeMsI MEHTOPCKOH mporpaMmsl (ceHTs0ps 2009 — oxta6ps 2010) u B

HACTOSIIIAN MOMEHT?

OYCHb OYCHb
cnaboe cnaboe cpejHee CHJIBHOE CHJIBHOE

BO BpeMs 1 2 3 4 5

MEHTOPCKOM

POrpaMMBbI

B HACTOSIILIUI 1 2 3 4 5

MOMEHT

13) Kakue nenu M NpuUYMHBI MOTHUBHPYIOT Bac B M3yueHHWM 3CTOHCKOTO S3bIKa U
KyJIpTypbl? OneHnTe NpUBEICHHBIC HIKE YTBEP)KICHHUSL.

coBceM | ciabo | cpemHe | CHIIBHO OHeHb
He MOTH-| MoTH- | MoTu- | morh- | MO
MOTH-
BUPYET | BHPYET | BHPYET | BUpYET BUpyeT
a) JKeJIaHWEe BHITIONHATE paboTy 1 ) 3 4 5
yuautens 6onee 3 dekTuBHO
b) jxemanue cTaTh TyUIIIUM 1 ) 3 4 5
yuuTeIeM
C) JKeJIaHHE MPero1aBaTh
9CTOHCKMM SA3BIK CBOUM 1 2 3 4 5
yueHHKaM
d) »xenaHue BBIMOJIHUTH PELICHHE
TOCyAapCTBa — NPENOaBATE 1 ) 3 4 5
CBOH NpeaMeT B THMHA3HUU Ha
ICTOHCKOM SI3bIKE
€) ’KeJaHue MNO3HAKOMUTh CBOMX
YUEHHUKOB € 3CTOHCKOH
KyJbTYpOW, IOMOTast UM 1 2 3 4 5
MHTETPUPOBATHCS B 3CTOHCKOE
00I1IECTBO
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f) ’xenaHue UCIIOIB30BATH
METOIUUECKHE MaTePHAIbl Ha
JCTOHCKOM SI3bIKE

g) JKCJIaHUEC Yy4aCTBOBATH B KypcCax
ITOBBIIICHUA KBaJ'II/I(i)I/IKaHI/II/I Ha
J3CTOHCKOM S3BIKC

h) xenmaHue 3HAKOMHUTHCS U
00IIATECA ¢ KOJUIEraMHi
JCTOHIIAMH U BXOJIUTH B
JCTOHOSA3BIYHBIE O0BEINHEHMUS
yuuTenei

1) JKelaHWe y3HATH OOJbBIIE O
NEeJarorHyeckux TPAIUuLHUIX 1
paboTe ICTOHOS3BIYHBIX IKOJ

j) JKeTaHWue MHUIIMUPOBATH H/HJIH
MPOBOJIUTD
MPOEKTHI/MEPOIPUSTHS
COBMECTHO C YUHUTEIISIMH
JCTOHCKHUX IIKOJI

k) »xenaHue yyacTBOBaTh B
00CYXJICHUH BOIIPOCOB,
KACAIOIIUXCSI IIKOJIBI K CHCTEMBI
00pa3oBaHUs DCTOHHU HA
MECTHOM H TOCYAapCTBEHHOM
YpOBHE, Harpumep,
y4acTBOBAThH B MEPOIIPUATHSIX,
IIOCBAILIICHHBIX ITOJINTUKE B
00s1acTi 00pa30BaHUS H/HIIH
BBICKA3bIBATh CBOC MHCHUEC B

CMH

1) xenanue cnaTh IK3aMEH 110
JCTOHCKOMY SI3BIKY H
BBITIOJHUTD
KBaJTH(DUKALMOHHBIE
TpeOOBaHUs

m)KeJlaHue
obecrednTs/cCOXpaHnuTh pabodee
MECTO U OBITH
KOHKYPEHTOCIIOCOOHBIM Ha
PBIHKE Tpyaa

n) )eJaHue 0CBOOOTUTHCS OT
CTpaxa nepej A3bIKOBBIM
9K3aMEHOM H/WJIM TPOBEPKOiA
WHCIICKTOPA

0) JKeJIaHUE OCBOOOUTHCS OT
JIABJICHUS 8 IMUHUCTPAL[HH
IIKOJIbI U3yYaTh 3CTOHCKUHN
SI3BIK
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p) JkemaHue OBITH XOPOIIO
MH()OPMHUPOBAHHBIM O
TMOCJIIECJHUX PCIICHUAX B
obnacTu o0pazoBaTeIbHON
MOJIMTHKH (Hanpumep, HoBast
nporpamMma oOy4YCHUs,
3aKOHOIPOEKTHI U T.I1.)

q) JKCJIaHHUEC ITOMOYb YJICHAM CEMbU

(metn, cynpyr(a)) B U3ydeHUH
JCTOHCKOTO

r) JKeJTaHue MPUOOITUTHCS K
3CTOHCKOM KYJBTYpE,
HanpuMep, MOCelaTh TeaTp,
MY3€H, YMTaTh KHUTH

S) JKelaHWe HaWTH YTO-TO O0IIee
MEXYy 3CTOHCKOM U CBOEH
KyJbTYpOH

t) ’KelTaHue MOANEePKHUBATH
B3aUMHO 00OTalIAoNINe
(Zpy>xeckue) OTHOLIEHUS CO
CBOUM MEHTOPOM

U) JKeJIaHue MOJIePKUBATh
B3alMHO 00Orallapomue
(mpyXecKre) OTHOIICHUS C
JCTOHIIAMH

V) JKelaHue OBITh B Kypce
MPOUCXOAILIETO B 3CTOHCKUX
CMU

W)IKeJIaHHEe MTPUHAUICKATD K
3CTOHOS3BIYHOM OOIINHE

X) JKeJTaHue YyCTBOBAThH ceOs
¢B00OIHO, 00IIAsACh HA
JCTOHCKOM SI3bIKE

y) JKeJIaHue OBITh YCHEIIHBIM B
U3YYECHHH SA3bIKA

14) Ouenwure, mnoxkamyicra, HAacKOJbKO Bbl cOrflacHel € TNPHUBEACHHBIMUA HIKE
YTBEPKJICHUSIMU TI0 TIOBOJLY U3Y4EHUS SCTOHCKOTO SA3bIKA!

a) MHC HPABUTCA U3YUCHHUC 5CTOHCKOI'O A3bIKA

IIOJIHOCTBIO
IIOJTHOCTBIO HE HEC HeﬁTpaIIeH/ coryaces/
COIJIaCEeH/CorjacHa | COrjaceH/CorjiacHa HeﬁTpaﬂBHa COrjiaCCH corjiacHa
1 2 3 4 5
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b) y MeHs CHIbHOE BHYTPEHHEE JKETaHHUE M3Y4aTh M UCIOJIh30BATh ICTOHCKUH SI3BIK

TOJTHOCTBIO
MOJTHOCTHIO HE HE HeiTpaeH/ coryiaces/
COTJIACCH/COTJIACHA | COTJIACCH/COTNIACHA | HEWTpanbHa | corylaceH CorJIacHa
1 2 3 4 5
c) [IPY MU3YYE€HUH 3CTOHCKOTO sI3bIKa MHE HPABHUTCSI ITPEO0JI0JIEBATh Ce0sl
MOJHOCTBIO
MOJTHOCTBIO HE HE HelTpaien/ coryacen/
COIJIACEH/COTJIACHA | COTNIACEH/COrNiacHa | HEeWTpajbHAa | COrJaceH corjacHa
1 2 3 4 5

15) Tlo cpaBHEHHIO C TIEPHOJOM MEHTOPCKOH mporpaMMbel Bl 3aHMMaeTech W3-
Y4EHHEM 3CTOHCKOTO SI3BIKA!

16)

oononn

3HAYUTENBLHO OOJbIIE
0oJIbIIIe

CTOJILKO XK€e

MEHBIIIE
3HAYUTEIILHO MEHBIIE

COBCEM HE€ 3aHUMAKOCh

Kakme BO3MOXHOCTH HaXOXXICHHS B JCTOHOS3BIYHON cpene Brr mcmomnbiyere?
(BBIOCpHTE BCE TMTOAXOISIINE OTBETHI)

r
r
r

r
r

CMMU Ha 5CTOHCKOM S3BIKE (TA3€THI, IIOPTAIbI, TENEBUACHUE PAINo U T.1.)
SI3BIKOBBIE KYPCBI

OO0IIEeHNe CO 3HAKOMBIMH 3CTOHLIAMHU (B TOM YHCIIE, C IOMOLIBIO HHTEPHETA,
Hanpumep Skype, MSN, snekTpoHHas 1mouTa)

3aHATHS CIIOPTOM U MPHOOIIEHUE K SCTOHCKOH KyIbType

MPUMEHSIO S3BIK Ha pabore (paboTaro ¢ IOKYMEHTaMH, IPETONal Ha
ACTOHCKOM SI3bIKE, UCIIOJIB3YH0 ICTOHOSI3bIYHBIE MATEPHAIIBI)

ydych Ha Kypcax HOBBIIMIEHHS KBATN(HUKALNH U YIaCTBYIO B KOH(EPEHIMIX
YYacTBYIO B 3KCKYPCHSX 110 DCTOHUU

Y49aCTBYIO B COBMECTHBIX ITPOCKTaX C 3CTOHCKMMHU IMIKOJIAMU YUTAI0 KHUTH

JpyTHe criocoObl (yTOUHUTE)

145



17) Hackonpko Bbl cornacHsl ¢ IpUBEACHHBIMU HIKE YTBEP)KICHUAMU:

ToJI-
HOCTBIO
coryacen/

coryiaces/
corjacHa

3aTpy -
HAKOCH
OTBCTUTH

HE
coryiaces/
corjacHa

I0JI-
HOCTBIO HE
coryiaces/
coriacHa

corjacHa

a) 3HaHHE 3CTOHCKOrO
sI3bIKA JIeTIaeT MEeHs
BOCTpPeOOBaHHBIM 1 2 3 4 5
CHELHAIICTOM Ha
pBIHKE TpyJia

b) 3HaHHME 3CTOHCKOTO
SI3bIKA JIeTaeT MEHS
BBICOKOIICHUMBIM
CIIEIUATIICTOM CO 1 2 3 4 5
CTOPOHBI
AIMHUHHUCTpALNU
TITIKOJIBI

c) bnaromaps 3nanuio
JCTOHCKOTO SI3BIKA 5
Mory 3¢ (eKTUBHO
y4acTBOBATH B
NPUHATHU PELICHUH
0 Pa3BUTHIO MO
IITKOJTBI (COCTaBIICHUE
IPOrPaMMBbl Pa3BUTHS,
BHyTpEHHee
OIICHMBAHME U IIp.).

d) Bmaromaps
ACTOHCKOMY SI3BIKY Y
MEHSI TIOSIBHITHCh
HOBBIE BO3MOKHOCTH
JuLst
CaMOCOBEPILIEHCTBOBA 1 2 3 4 5
HUs (yJacTre B
npodeccroHanbHBIX
coobmecTBax, Kypcax
MOBBIIICHUS
KBTI (PUKAIAN

e) B mpodeccnonansaom
CMBICIIE BpeMs,
MOTpauyeHHOE Ha 1 2 3 4 5
U3Y4EHHE ICTOHCKOTO
A3bIKa, CTOMT TOTO
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f) W3-3a 00s3aHHOCTH
M3y4aTh 3CTOHCKUI
SI3BIK MIOCTOSIHHO

UCTBITHIBAIO Ha paboTe

HEXBATKYy SHEPrun u
MOTHUBallHU

g) YuacTBys B Kypcax
HOBBIILCHUS
KBaJTM(HUKAINN Ha
JCTOHCKOM SI3BIKE, S
TIOCTOSTHHO
UCIIBITBIBAIO CTPaX,
YTO HE CMOTY
NPaBUIILHO BBIPA3UTh
CBOU MBICIIH

h) Korpa s Beny ypok Ha
JCTOHCKOM $I3BIKE, 5
00I0Ch, UTO JIETU
BJIAJICIOT 3CTOHCKHM
SI3BIKOM JIyYIlle, YeM s

1) Korna s Bemy ypok Ha
JCTOHCKOM SI3BIKE, S
00IOCh, YTO JIETH HE
MOHMMAIOT MOUX
00BSICHEHUIT U
BOIIPOCOB

j) Korna s Beny ypok Ha
ACTOHCKOM SI3bIKE, 51
0010Ch, UTO HE TOIMY
BOIIPOCHI U OTBETHI
JeTer

k) Korpa s Beny ypok Ha
JCTOHCKOM SI3bIKE, 5
00r0Ch, UTO Y4y JeTeit
rpaMMaTHYeCKH
HETIPaBHIBHOMY
S3BIKY

1) 3HaHWE 3CTOHCKOTO
SI3bIKA HE JIeJIaeT MEHsI
JIYUYIIUM YUYUTCICM

m) 3HaHUE 3CTOHCKOTO
SI3BIKA HE OKa3bIBAET
BIIMSIHHE Ha MO€
MPOABMKEHHE B
Kapbepe
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n) MHe xanb
MOTPaueHHOI 0 Ha
U3y4YEHUE ICTOHCKOTO
SI3bIKa BPEMEHU

0) MHe xanb
MOTpaYeHHBIX Ha
U3yUEHHE SCTOHCKOTO
SI3bIKA JICHET

p) S gayBCcTBYIO, UTO
POIUTENIN MOUX
YYEHUKOB HE XOTHT,
YTOOBI 5
npenoaasai(a) Obl
CBOH IPEIMET Ha
ICTOHCKOM SI3bIKE

q) S 4yBcTBYyIO, UTO Jake
eciu 51 Oyny BianieTh
9CTOHCKUM SI3bIKOM Ha
TpeOyeMoM
TOCYZapCTBOM YPOBHE
C1, poaurenu Moux
YYEHHKOB BCE PAaBHO
MPEATIOUTYT yUUTEINs
3CTOHIIA.

18) KakoBo Baiire oTHOIIICHHE K SI3bIKOBO# MMOJIMTHKE TOCYAapCTBA B 00JIaCTH 00pa3o-

BaHUs?
oJI- CKOopee | 3aTpyd- | CKOpee He | COBCEM He
HOCTBIO | TOAAEP- | HIKOCH | MONAep- | MoIaep-
nojzep- JKMBAIO0 | OTBETUTH| JKHBAIO JKHUBAIO
KHBAIO
a) K Iepexojy TMMHa3Ui 1 2 3 4 5
Ha 3CTOHCKUH SI3BIK
o0yueHus
b) K S3BIKOBBIM 1 2 3 4 5
TpeOOBaHUAM B
OTHOIIICHHE YYUTEIICH
C) K IeATeIEHOCTH 1 2 3 4 5

SI3BIKOBOM MHCIICKITUH

[Ipu xemannm 00OCHYWTE CBOI OTBET:
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19) Hackonpko Bbl cornacHsl ¢ IpUBEACHHBIMU HIKE YTBEP)KICHUAMU:

COJIHOCTBIO
coryiaces/
coriacHa

coryiacen/
coriacHa

3aTpya-
HSIHOCh
OTBETUTH

HE
coryiaces/
corjacHa

I0JI-
HOCTBIO HE
coryiaces/
corjacHa

a)

MOE€ JTHYHOCTHOE
OTHOILIEHHE K
SI3LIKOBOM ITOJIMTHKE
rocy/Japcrsa B
obnacrtu
o0Opa3oBaHUs
YMEHbILIAET MO0
MOTHBAIUIO YYUTh
S9CTOHCKHH S3BIK

b)

roCyIapCTBEHHAS
A3BIKOBAA ITOJIUTHUKA
YMEHBIIAET
MOTHUBALIUIO MOUX
YYCHUKOB YYUTh
3CTOHCKUH A3BIK/
YUUTHCS HA
3CTOHCKOM SI3bIKE

OIIBIT 0OyUYCHHUS Ha
SCTOHCKOM SI3bIKE
JIeNaeT
PYCCKOSI3BIYHYIO
MOJIOJEKb
KOHKYPEHTOCIIOCOOH
Ol Ha pbIHKE TpyAa 1
IIpY JajbHENILEM
00yueHNH

d)

yuuTens-
MpEeIMETHUKU
JIOJDKHBI OTBEYAThH 32
pasBuTHE
3CTOHCKOTO SI3bIKa
yUaIIUXCsl

yaUTeIs
PYCCKOSI3bIYHBIX
LIKOJI JOJKHBEI CAMH
3a00THUTHCA O
pa3sBUTHU U
COXpaHEHUH CBOUX
HaBBLIKOB 3CTOHCKOI'O
SI3BIKA
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20)

21)

22)

23)

24)

25)

26)

Hackonpko ycmemssiM Bl HaxomuTe cBoe COTPYIHHYECTBO C MeHTOpom? 1
03HAUaeT, 4TO HeyaaBmuMcs; 10 — oueHb yCIeUTHBIM

L1 (2 [3 (4 |5 (6 7 [8 19 [10 |

Ionnep:xuBaere 11 Bl CBSI3b ¢ MEHTOPOM ITOCTIE OKOHYAHUS IPOTPAMMBI?

C

L HET, CBA3b MIpepBaIach
Eciu Bbl oTBeTHii ““HET”, mOXanyWcTa, OOBACHHUTE, MO KAKOW MPUYMHE CBS3b
MpepBaach:

JIa, 4acTo

Ecnn Bel mognepxnBaere cBS3b C MEHTOPOM, MOXajyiicTa, OIHUIINTE XapakTep
Bamero oOmienust (HampuMep, IOCemaeTe BMECTE KyJIBTYPHBIE MEpONpHSTHS,
COTpYJHHYAETE B MEAArOINIECKUX B BOIIPOCAX, OOIIAETECh CEMBSIMH U T.II.)?

Ourymaere nu Bl moanepxky MEHTOpa B M3YYSHHUH 3CTOHCKOTO SI3bIKa U IOCIE
OKOHYaHUS TPOTPaMMBI?

C
C

Ja
HET

CBSI3b C MEHTOPOM IIPepBajach

[HonnepxuBaere 11 BBl CBA3p C JOPYyrMMH y4YaCTHHKAMHU TIOCIE€ OKOHYAHUS
MIPOrpamMMBbI?

C
E HCT

Ecim Bel oTBeTmim “HEeT”, moOXanmyicTa, OOBSCHHTE, 1O KAKOW MPHYHUHE CBS3b
NpepBaach:

Ja

Ecin Bbl mojnepxuBacTe OTHOLICHHS C APYTMMH YYaCTHHKAM HPOTPaMMBI,
no)KalyicTa, ONMIINTE Xapaktep Bamero oOmeHns (HampuMmep, IOCeIaeTe
BMECTe KyJbTYpPHBIE MEpOIPUATHSI, COTPYIHHYAeTe B IEJArOTMYECKHX B
BOTIPOCax, 00IIaeTECh CEMBSIMH U T.11.)7

Omymaere nu Bbl mopnep)xky ApyrnxX yYacTHHKOB IIPOTPaMMbl B H3YUECHHUH
SCTOHCKOTO S3bIKa U TIOCJIE OKOHYAHUS IPOTPaMMBI?

C
C
C

na
HET

CBSI3b C APYTMMH yJaCTHHKAaMH [IPEPBaIach
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27) 51 rortoB(a) OTBETHTh Ha JOMNOJHHUTEIbHBIE BOMPOCHI HccienoBateis B (opme
HHTEPBBIO (TIEPUO]I IPOBEICHUS HHTEPBbBIO — HOSIOpb-/1ekadps 2011)

C
E HET

Ecnu Bl oTBeTHWIIM Ha BOIIPOC YTBEPAMTEIBHO, OCTaBbTE, IOXKAIYWCTa CBOU
KOHTAKThI
(TenedoH, agpec 3EKTPOHHON TTOUTHI):

Ja

Cracu0o 3a coeiicTBre B MPOBEICHUH HCCIeIOBAHUs!
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APPENDIX 5 - Details of cluster analysis in Study Il

The cluster analysis (K-means clustering algorithm (run on IBM SPSS 20.0.0)) is based
on four variables from the quantitative questionnaire on accepting teachers’ Estonian
language legitimation power:

e motivational orientation in Estonian language learning to implement transition
(“Motivator”)

e attitude towards transition to Estonian-medium instruction (“Attitude — transition”)

o reflection on the statement “subject teachers should be responsible for language
development of their students” (“Attitude — language™)

e implementing bilingual instruction (yes/no) — variable based on qualitative
parameters (“Subject RU and EST”)

Initial Cluster Centers

Cluster
1 2 3
Motivator 1 5 3
Attitude — transition 5 3 4
Attitude — language 5 5 1
Subject RU and EST 1 1 0
Final Cluster Centers
Cluster
1 2 3
Motivator 2 4 3
Attitude — transition 4 3 3
Attitude — language 4 4 2
Subject RU and EST 0 1 0
Distances between Final Cluster Centers
Cluster 1 2 3
1 2,790 2,820
2 2,790 1,749
3 2,820 1,749
Number of Cases in each Cluster
1 17,000
Cluster 2 10,000
3* 14,000
Valid 41,000
Missing 2,000

* 39 questionnaires were labelled as complete in the final analysis; two questionnaires from cluster 3 were
labelled as incomplete (non-response).
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Cluster Membership

Case Number Cluster Distance
1 3 2,449
2 1 2,449
3 2 2,236
4 1 2,646
5 1 2,000
6 1 2,449
7 1 1,732
8 2 2,449
9 1 ,000
10 3 2,236
11 1 2,236
12 1 2,236
13 1 2,449
14 3 2,236
15 3 2,236
16 2 1,732
17 2 1,414
18 1 2,000
19 3 2,236

20 3 1,732
21 1 2,449
22 3 2,000
23 1 1,732
24 3 1,414
25 3 2,646
26 3 ,000
27 1 2,449
28 3 ,000
29 2 3,000
30 1 2,449
31 2 2,236
32 1 1,000
33 3 2,236
34 2 3,162
35 1 2,449
36 2 ,000
37 3 2,000
38 3 ,000
39 1 1,000
40 2 2,000
41 2 1,732
42 - -
43 - -
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