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INTRODUCTION:
What is This Research About?

The topic of this research is a closed educational institution in Esto-
nia for youn% girls who are defined as having different kinds of
problems — both makln[q trouble and getting Into trouble. In this
work, | refer to the insfitution as the K School. Because the K.
School belongs to the national system of residential management of
troubled young ﬁeople, it is inevitable that this research also includes
writing about the system itself. However, my research work was
conducted in a historically unique and very important time in the
Estonian society; the era of a profound transition. The events that
are described in this work and form the basis of the research took
place six %ears after the restoration of the independent Estonian Re-
public, when the Estonian state and society moved from one social,
political and economic system to another. The chan?_es had an im-
Pac_t on every level and aspect of the souet%/ and the lives of the Es-
onian people. With regard to the research at hand, the transition
and the consequent changes in the society became the ultimate re-
search topic not only through the process of describing the institu-
tion in question and the system behind it, but also concerning the
research process as a whole, the development of my scientific
thinking, and the development of understanding social work as a
new profession in Estonia. Thus, it can be said that this work is
about the changes in Estonian society and in the institution in ques-
tion; how | experienced and lived through them both as a worker in
the field of social work and in the research process itself. .
The changes that took place in the institution reflected the desire
and the will'to deal with the residents differently than in the past.
On the one hand, this change was tied to a new way of under-
standing the problems of the residents, and on the othier hand, to
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the desire to ‘divorce’ from the Soviet past, and to find a new iden-
tity for the institution. However, these are two sides of the same
phenomenon. . o

My understanding of social work as profession, its goals, func-
tions and role changed along with the research Prqgress due to sev-
eral ethical and procedural problems, data analysis, and especially
Problems with publlshl_ng% the research. To solve such problems | had
o look for an appropriate interpretation and theoretical basis. Dur-
ing this process, | developed a new kind of a scientific insight into
understanding social relations. This change of approach consequently
meant the adaptation of the social constructionist paradigm. Some
parallels can be drawn hetween the changes in my scientific attitude
and the changes at the institution. Both express the process of tran-
sition of Estonian society. o

In the following pages | analyse how change starts first with the
adoption of external notions, new terms, words, utterances, and how
eventually the meaning of these transforms step-by-step. During the
Ferlod of transition, the meamn(% of common and frequently used
erms of youth management in the Soviet context, such as ‘care’
‘control’, “child protection’, also changed among the staff in the K
School. During this process the terms received new connotations
that differed from their former meaning. Certainly the same terms
were in use during the Soviet context. T e?; were used together with
such term as ‘freedom’, ‘democracK’, uman rights’” but their
meaning was different from the way they were used i the Western
context. Later on, | attempt to dll?.deeper behind the usage of these
kinds of terms in the social conditions of the whole transition proc-
Ess,

During the research process, | encountered some questions
which | was unable to answer by using the approach which | had
intended to use. | began the research with a qualitative participant
observation approach, but found it |m[)ossm|e to continue in a tradi-
tional positivist way of thinking. On the one hand, | was not com-
fortable with positioning the staff and the residents of the institute
into oEJposmg ?roups, and | wasnt comfortable with my role as a
controller. On the other hand, | became more and more uncertain of
whether what | observed and (Percelved was actually the only true
reality’. | was tormented by doubts about my way of making and
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interpreting observations. Moreover, the management of the school
had earlier accused me of not being able to see and understand
things as they ‘really were’. How things really are? This was ex-
pressly the question which stopped me from publishing anything
about my research for long time. EsPemaIIV In my status as an out-
sider, a representative of another culturel, Ifelt powerless, as if | did
not have the right to understand the reality in my own way. The so-
tcrllz;ll constguctlonlst way of thinking has given me more confidence in
IS regard. _
~ Onall of the above-mentioned levels, the changes were strongly
linked to adopting new terms or using old terms in a new way and
with a new meaning. The process of par_adlgm change in the field of
child protection began when Estonia ratified the UN Convention on
the Rights of the Child on 20 November 1991. The change first be-
came apparent in the usage of a new type of terminology and a new
way of using old terms. The meanings of terms differed depending
on who used them, at what time and in what context; in other
words, it was the meanings of words that went through change.
Naturally, language is only one Bart of social reality, but a very im-
portant one. Languagie has a substantial role in the construction of
social reality, but as | attempt to demonstrate later, using the ‘right’
words does not always indicate positive changes in reality. However,
using a constructive vocabulary can be a good starting point for posi-
tive ‘changes in human activities and behaviour. People’s everyday
experiences make corrections in the use of lanquage.
According to Bakhtin (19992, every era and every social circle has
their so-called authoritative utterances, that is, verbally expressed
Ieadln? ideas, hasic tasks, and slogans through which people con-
sciously consolidate. The utterances and slogans of that geople share
also indicate which group they wish to belong to, and which current

11 am Hungarian by origin; born in Trans-Carpatia (Ukraine). | belong to
that part of the Hungarian population that was left out of the Hungarian
state after the First and the Second World Wars. Despite the fact that |
have never lived in Hungar?/ — or perhaps particularly for this reason — |
have kept a strong nationa |d_ent|t¥ & a Hunganan. | came to Estonia in
1971 to study at the University o

since.

Tartu, and have lived in Estonia ever
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ideas that grqug Is tied to. | attempt to analyse those basic verbal-
ised ideas which were typical of the transition time in Estonian resi-
dential care of troublesome young people, and try to find interpreta-
tions for them: how come those certain ideas came to prevail and
how were they understood by the actors of residential management.
Some terms became es(E)e(:laIIy po_i)ular in the mid-1990s. A good
example is the often-heard term ‘child-centred’, as in ‘child-centred
approach’ or ‘child-centred managiement’. | attempt to demonstrate
how this concept was used in dealing with the young women in the
K. School, how the staff members in different p05|t|ons_exlola|n_ed
the meaning of child-centredness, and how even the relatively brief
Perlod of my fieldwork changed the staff's attitudes in concern of
he usage of the concept. o .
As | analyﬁ ed the research data produced at the institution during
the fieldwork, | recognised the importance of definition. When peo-
E)Ie interact, they hecome conscious of the meanln%s of words or
terms. During the interactive process they ‘work’ with these mean-
ings and changes in them take place. On the one hand, concepts are
changing during this process, and on the other hand, it produces
changes in Ipeop,le’s activity and behaviour. o
_Before ['begin to describe the K. School, a closed educational in-
stitution for troubled girls, I will discuss some preliminary theoreti-
cal issues. In terms of writing style, this theoretical discussion differs
from the general style of the research. This can be explained by the
following circumstances: throughout the entire writing process, |
had different types of readers in'mind, such as an external (or West-
ern% reader as well as an Estonian reader. The chapter on theory
%1. 3), in which | introduce my understanding of constructionist
theory, is written first and foremost for the Estonian reader, Perhalps
it was because this reader looking over my shoulder that I did not et
my personal voice resound too much. The most problematic part of
my work with regard to those Estonian scholars familiar with my
work s its very personal and subjective nature. _
~ The work at hand is divided Into three parts, The first part con-
sists of chapters 1and 2. It gives an overview of the theoretical and
methodological basis of the research, and introduces my approach to
the research topic. This includes both different theoretical ap-
proaches to the problem of children’s troublesome behaviour, as
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well as possible pragmatic ways of fmde solutions to it. There is
also a brief overview of the historical development of residential care
of troublesome young people in Estonia. _

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

The third part, chapters 6 and 7, focuses on the analysis of the
rhetoric of changes, changes in rhetoric, and the contradictions that
the new rhetoric includes with regard to the context of the transi-
tion time Estonia. The last chapter also includes certain general con-
clusions of the whole study and critical remarks on the present ten-
dencies of development. . . .

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

The general objective of the stud% at hand is to approach the
problem of the residential care of troubled young people from a new
perspective. | attempt to analyse the impact of interactions and the
role of mterPretatl_ons_ and explanations in the ever%day life situa-
tions of a closed institution, the official goal of which is the re-
socialisation of troubled girls under the_a%_e of 17. My aim in this
study is to reconstruct the everyday activities at the K. School and
the effects of this on the girls, the staff, and the society in general.
By doing this, | hope to add a new approach to the Estonian profes-
sional discourse on troublesome children and youn peoEIe, as well
as their residential care. At the same time, | would' like to establish
the hasis for the ethnographic research method in the Estonian social
scientific research, which thus far is rarely used (most ethnographic
studies have been the bachelor theses of souolo%/ students and con-
ducted at the Department of Sociology of the University of Tartu:
see Annist, Gross, Kérdi, Oidjérv). Moreover, the interest in ethnog-
raphy as a social scientific method is currently growing and can be
seen’in emerging research.



1. THE STORY OF THIS RESEARCH:
The Beginning and Before That

|t was the sixth year after the restoration of the indeﬁendence of the
Estonian Republic when | started my fieldwork at the K. School in
the beginning of 1997. It was the time when the initial euphoria af-
ter the emancipation from the Soviet occupation started to sober up.
However, the euphoria in Estonia was quite modest. Made wary by
history, Estonians managed their statehood very carefqll¥. People
expressed the feelings very prudently when the first information
about the emanplratlon from the USSR came out. It was an expres-
sion very essentially Estonian: we will see if it really is so. This pru-
dence did not mean, however, that people did not do a_n?ithm?. On
the contrary, the processes of changes occurred very quickly. 1996-
97 were years when the Estonian people in general started to believe
that the "Soviet Union was irretrievably broken and that Estonian
statehood does indeed exist. This was the time when the questions
of new identity in terms of both the nation and state arose. Who are
we, and where do we belong? Durm?. the Soviet time it was self-
evident: Estonian identity was always linked with the Soviet regime;
whether in consolidation or in opposition towards it. | believe we
can speak about Soviet era Estonian identity in 8enera| 8 an identity
of opposition. However, hoth consolidation and opposition had the
aim of survival. Many former communists justify their co-operation
with the Soviet regime thrqq?h the goal of gaining power to save the
Estonian nation. Arnold Riiiitel, the head of last Soviet government
in Estonia and winner of the presidential election in "September
2001, is among these people. _ _
This was the Soviet era Estonian identity. However, in the mid-
1990s it no Ionger worked, There is a book edited by Lauristin and
Wihalemm (21997) which is of great importance in order to under-
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stand the situation in Estonia at the time. Changes that took place in
the society after the restoration of the independent Estonian Repub-
lic found a representational expression in the title of the book: ‘Re-
turn to the Western World’, which rhetorically expresses the main
aspirations of the Estonian society on the whole. The title expresses
the deep belief that Estonian society essentially belongs to the West-
ern world, and that the time of the Soviet occupation was a violent
deviation from the natural, normal development of the Estonian na-
tion and can be illustrated b?; the story of Jonas, a picture of
)[I}l]hl(k,‘)h " Jonas coming out of the whale — is found on the cover of

e book.

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

‘Spurred by modernisation, global politics, is being reconfigured
along cultural lines. People and countries with similar cultures are
coming together. Peoples and countries with different cultures are
coming apart. ...” (Huntington 1996 in Lauristin 1997: 25)

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

Newly independent Estonia began its reorientation with the ad-
aptation of so-called Western attributes. In addition to the new po-
litical (party plurality), governmental (parliamentary democracy),
and economic (free market) systems, there were also rapid changes
in the language of international relations: English overtook Russian,
which also meant that the partners of international relations
changed. For instance, during the Soviet era the orientation of Esto-
nians towards Hun%arlans as a Fenno-Ugrian sister nation was domi-
nant, but in the 1990s Estonia turned her face to the North. Instead
of |dentlf¥|ng with Central Europe, Estonia began to shift in the di-
rection of the Scandinavian nations. Justification was found in his-
torical unity. (Piirimée 1997; 43-72) o

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

Formally, the state was resloonsmle for taking care of the old age
and disability pensions, as well as families with many children and
single mothers. (However, I will not discuss the quality of this state
care’) For disabled persons, children without parental care and eld-
erly people there were state institutions (children’s homes, elderly
homes and institutions for disabled people). The Ministry of Social
Welfare (1979-1991) dealt with the problems of so-called personal
pensioners (people who had special merits), war veterans and war
Invalids. In a word, the Soviet state took care of those who needed
help through its state organs, without any special system of social
work. The primary form of care was institutional care for different
kinds of people in need: the state established children’s homes,
bpardm? schools, homes for the aged and for people with different
Iig&s o3 1d2IS)abI|ItIeS (on the Soviet way of care-taking see also Suni

After the collapse of the Soviet Union, the old system came
crashing down and left a great vacancy in its place. Simultaneously,
additional new problems appeared, such as unemployment and the
new tyi)es of problems with concern to children, which | mentioned
in the Introduction, which required urgent attention2 At that time,

2 Two of my former students at the Parnu college who were comple-
menting their diplomas interviewed high-level professionals (mcludmgi_ all
five former Ministers of Social Affairs) about the reasons behind establish-
ing social work as a profession in Estonia. All of the interviewees were
among the initiators ot Estonian professional social work in the beginning of
the 1990s. Most of them emphasised the unexpected rise of new types of
social problems and the absence of any kind of a helping system after the
collapse of the Soviet Union. (Arenberg & Orav 2001)
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Estonia was nostalgically hopeful that the restoration of independ-
ence of the Estonian Republic signifies the restoration of the former
Estonian Republic, where social work already existed (Tulva 1996;
4-10). Thus, there were some parallel reasons for establishing social
work as a profession and a system. . _

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

~ The establishment or re-establishment of social work as a profes-
sion in Estonia would be an interesting and important research topic.
However, the objectives of this research lie elsewhere.

1.1, Social Work as a New Subject of Study
at the University of Tartu

In the end of 1991, a chair of social work was established at the
University of Tartu. The next year, in 1992, having the professorship
opened up the possibility of studies in social work on the master’s
degree level for people who already had a preliminary .hlg%her univer-
sity education3and wished to continue their studies in the field of
social work. The master’s degree prQ?ramme Wwas a two-year prO{.ect.
The students could Partmpate in different theoretical and practical
activities, such as attend lectures and carry out some research proj-
ects. In the first year, 12 students were accepted to the master’s
degree programme. The first professor to hold the chair of social
work at'the University of Tartu was Henn Mikkin, a pslychologlst br
education. Most of the lecturers also had a degree in either psychol-
ogy or social ps_ychology. This explains the ]gsychologlcal, advisory
approach to social work at the University of Tartu, and helps to un-
derstand its role and the objectives.

At the time, I was working as a language corrector at the Labora-
tory of the Sociology of Deviant Behaviour of the Department of

3 Inthe Soviet Union, university education took five years.
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Sociology, University of Tartu. | had a degree in Russian philology,
and it was my task to translate and correct the language of those sci-
entific texts that were written in Russian. In the Soviet times, every
doctoral dissertation had to be written in Russian. Our laboratory
also_published collections of articles in Russian nearly every year.
During the five years | worked at the laboratory, I did not merely
translate and correct the writings of scientists, but also had the op-
p.ortumt{ to fartlmpate in carrying out research work. By the begin-
nln? of the 1990s many thln?s were changlng. Possibilities opened
up to study certain issues that were prohibited before. One of these
topics was suicide. | had an interest in studying the topic, and began
to read books and research reports about it. | had the opportunity to
get a lot of research material from Hungary, where the study of sui-
cide was on a relatively high level for the time. An article | wrote on
suicide in Estonia was published in Hungary ‘see Strompl 1990). It
was an overview of the statistical data | had found. However, I did
not feel confident and well enou%h prepared to study the topic fur-
ther, and when | learned about the master’s degree programme in
social work 1 saw it as my best possibility to get a professional edu-
cation. | was accepted to the first year group of master’s degree stu-
dents in the autumn of 1992,

1.1.1. Why Troublesome Adolescent Girls as the Topic
of Study?

During the second year of my master’s degree programme, the stu-
dents had to choose a topic for their research. By that time | had
understood that from my viewpoint, the most interesting and maybe
the most |mFortant issue tied to the study of suicide was the study
of the so-called risk groups of parasuicidents. Troublesome young
people, and adolescent girls in particular, formed a special group
within the risk groups. Having two teene(ijge daughters of my own at
home, and remembering the issues and” problems concerning m
own childhood and adolescence, my choice was quick and self-
evident. At this time, | knew next to nothing of the K. Special
Needs School.
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Once, during a break between lectures, one of our master’s de-
gree students asked in the classroom if anyone would be interested
In conducting a study on the girls of the K. School. | remember this
particular moment as a very important incident in my life; it was as
If the question was directly addressed to me. Later, when I asked
my fellow student if he remembered being the one who gave me the
|r|r|1petus to study the K. School, he could not recall the incident at
all.

1.1.2. The Master's Degree Research

Thus, 1 ended up doing the research work for my master’s thesis by
studying the residents at the K. Special Needs School. In my re-
search work, influenced by the ‘prewously mentioned conceptions
which were tied to my studies, | looked Tor evidence to what the
needs of the residents were by studi/mg their family backgrounds,
school careers, and the problems that led to them being sent to the
reformatory school, and other such things. | used an official stan-
dardised survey questionnaire, which was developed for a Canadian
study of juvenile criminal offenders within the framework of proba-
tion for compiling individual cases, “Youth level of service interview
(Draft)”. The questionnaire was translated and adapted to Estonian
circumstances. As | now see it, my stu%y was not so much a study of
the needs of the girls, but more a stu # on what qualities the girls
had; what they were like on the basis of their social background and
the course of their lives. The reasoning about the needs was mostly
based on hypotheses of my own, such as if a girl comes from an aso-
cial and alcoholic family where she is neglected and has no opportu-
nity to develop, what she needs is good care and an opportunity for
development; if she comes from a so-called normal, socially accept-
able family background but has already committed criminal of-
fences, then the causes for her problematic behaviour should be
sought in some personal failure .iﬂerhaps in some family secrets) and
her needs would be hest met with direct therapeutic intervention. If
she is a victim of circumstances such as family violence, a jealous
mother or other conflicts between the parents and the child, she
simply needs protection from her own family.
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The most interesting part of the work was the study of the %IHS'
personal life histories. | also felt that some of the girls did not belong
there, because the K. School residents have a quite negative reputa-
tion in Estonia as ad ?_lr!s’, to say nothing of the bad influence of a
closed institution as a living place for adolescent girls. | felt it was
unjust to hold g1|rls who had committed no crime and were merely
seen as potential offenders, or were simply neglected by their fami-
lies, behind locks in a school that had the reputation of being a cor-
rectional institution. These interviews were the basis for com_pllln%
details about individual cases. As | studied the cases of the girls, I
became obvious to me that the residents constitute at least three
groups that have different needs, and consequently need to be man-
aged in different Wars (see Strompl 1995, 1996). However, the
mo_st_lmportant_gues jons were how the K. Special Needs School
satisfied the residents’ needs, what constituted the management of
these girls, what work methods were used, and how the girls were
actually helped. These questions were also the research results of
ringggwaster’s thesis. | defended my master’s thesis in the summer of

1.1.3. Post-Graduate Studies at the University of Tampere

In late autumn of 1995, two of us who were among the first Masters
of Social Work from the University of Tartu were offered the o_P-
portunity to continue our studies on a Ph.D. level at the UnlverS|Y
of Tampere. My journey to Tampere was very stressful. First of all,
there was the language that presented a great challenge to me: the
studies were to take place in English. | saw mg English language
skills as inadequate, and in fact the very thought of receiving Yet a
higher level of education in a new language made me weary. [ had
completed my secondary education in Hungarian, my university
Bachelor’s Degree in Russian, and my Master’s Degree in Estonian. |
was not at all sure if | could cope with writing a dissertation as high
asaPh.D. inanew Iangua%e that | had to learn along with the stud-
les. Nevertheless, | saw this challenge as a big gift that fate pre-
sented me with, and how could I not receive it with open arms? This
was a great opportunity to acquire new knowledge in the field of
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social work from an excellent source; in a place which had a long
experience in the study and teaching of social work. My first visit to
Tampere was full of expectations. One of the expectations was that
there are very wise teachers who will teach us very quickly what we
need to know. The process of teaching as | imagined it at the time
was tied with my earlier experiences: teachers éust tell me what |
have to do and how I should to think. I expected them to know the
truth” and share it with me, and that everything thus far hidden for
mr eyes would be revealed and | would soon, very soon acquire a
totally new understa_ndln%ofthmgs. o _

There are two_thln?s that are characteristic to post-Soviet people:
the first is the evident profit of what they want to get and the other
IS a desire to get this Frpflt quickly. This gives an impression of peo-
ple who lacked something during the Soviet era, and are in a hurr
now to go get everything quickly that was unavailable before. Yet,
there are processes that need time. The personal development of a
human being is not comparable to straight line long-distance run-
ning. It is process of maturation; to get ready to receive and under-
stand things. Nobody can |glve you anything as long as YOU are not
ready to receive it. At the Department of Social Work at University
of Tampere | felt | was accepted and taken seriously and | always
found support when | needed it, but nobody played such kinds of
‘teacher-pupil games’ with us.

1.2. The Development of the Theoretical and Methodo-
logical Basis of the Study

The theoretical and methodological development of this study has
its own, perhaps unusual, story. Initially, the study was intended to
be conducted_as traditional positivist research based on interactionist
theory of deviance 8abellln%th.eory and Erving Goffman’s theory of
total Institutions). On the Dasis of these theories h ﬁotheses were
built, which during the research would be tested. The hypotheses
were tied partly with the results of my master’s research and were
to be worded as the following: K. is a total institution; as a total in-
stitution the K. School has a negative influence on the residents; the
institution creates so-called ‘K.-School-kids’
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“To carry out the research | chose a qualitative method and with
this the process of change of the theoretical paradigm started. | felt
that the positivist way of thlnklng IS in deep contradiction to my
practical operations, that is, | could not describe the situation in the
Institution from a positivist point of view for various reasons.

1.2.1. Ethnographic Participant Observation and
Soviet Heritage

Regardmg.parthﬁant observation | had to do things that were in
contradiction with my Prewous values that came from the Soviet
system. The most hateful demand of the Soviet ideology was to
snoop around other people and report about their doings. When my
children went to school (Russian) in the middle and late 1980s their
teacher claimed that children look at how their classmates behave
and if they noticed something bad, they should report it to the
teacher. %t was a common practice in schools, at least in Russian
ones.) Other teachers even set up a special book, where children
were to note down the behaviour of other children. This is not tat-
tle-taling. We just heIR those poorly behaved children to become
better,”— explained the class teacher of my older dau.r]]hter. at the
meetlng with parents. The rising of Pavlik Morozovs’ still existed in
the 1930s. In our family we did not allow our children to do this.
We told them that complaining is not nice and everyone should re-
spect personal .prlvac:* of other people. It was one of the most im-
portant values in our family. _

Now with concern to” ethnographic research | should observe
Feople, watch what theY do and how they live, make notes, and in
he end report about all of that Publlcly. |t was not so easy to ac-
cept. | wavered between interest in the field and those memories
about informing during the Soviet era. The same feelln([; arose later
while in the field regarding censuring the residents’ letters. It was
extremely interesting to read them, but I felt | should not do that.
Everyone has his/her nPht to Brlvac%/, even a child. In the begmnlng,
| had contradictory feelings about the method which seemed to me
quite close to a method of control: keep an eye on somebody —
which was quite hateful to me and even the choice of a closed insti-
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tution — an institution where the residents are under strict 24-hour
control, where their freedom is limited. On the one hand, the prin-
ciple of a closed institution with its total control and intervention in
personal privacy was objectionable to me. On the other hand, | was
?mn? to do the same infervention to the operation of the institution.

felt that my study also affected others personal privacy, both staff
and residents.

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

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

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

There was also an important detail, which made a difference be-
tween Soviet era control and reporting and my research: I, as a par-
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ticipant observer, was visible to other participants of study and dur-
ing tt#e period of data producing we discussed the issues with one
another.

1.2.2. How did I Change My Own Opinion on Ethnographic
Participant Observation?

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

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

‘Fielawork relationships are at once professional and personal. ...
The onus (of field relations established with professional aim) is
firmly on us to initiate a working rapport and level of trust. We are
Iocatln% ourselves within a particular setting. We are the ones for
whom the relationships matter, in the context of our research
agenda. That is not deny the meaningfulness of fieldwork relation-
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ships for other social actors in the field. Indeed, one of the qualities
and potential problems of ethnographic fieldwork is the shared and
significant relationships that are often forged. But at least at the
commencement of fieldwork it is up to the researcher to activel
pursue these social relations. Given the possible variety of field-
work locations, this is bound on occasion to result in attempts_to
establish relationships and common ground with social groups with
whom we have explicitly very little in common.”

Emotionally and on the basis of personal identity, the relations in the
field are more important for the ethnographer.” It creates an impor-
tant ﬁart of hislher biography. _ _

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

Despite the guarded reception of me by the staff and especially
the managers, the mid-level staff seemed fo forget my role as a re-
searcher surprlsmglgl %umk_ly._l had to reﬁeat.mformatlon many
times about my study, but it did not help. The mid-level staff mem-
bers accepted me very soon as one of them and | was surprised that
when my fieldwork was finished some of my colleagues asked why
would 1 not continue to work at the school?

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

| was irritated with mg permanent wish to blame the manage-
ment and some of the staff members because of their ‘skill-less’
dealing with residents, and because | felt that keeping the adolescent
girls in such a closed institution had much more of a negative impact
on their development. | identified myself sometimes with the resi-
dents, sometimes with the staff. Both were unpleasant visions. At
first | was sorry for the girls who had no normal loving family, who
were in this institution in the abnormal circumstances of total insti-
tution. Later, when I learned a little bit more about the work and
relations between the residents and staff, | felt sorry for the staff
also who had to deal with these girls who behaved sometimes (most
of time) terrlb(ljy. _ _ _

| was afraid to make mistakes and | tried to do something good
for the residents. 1 also felt | could and I must help the staff mem-
bers, but | did not know how. From time to time | felt that | had to
be a good educator (teacher) for the girls, to help them, and | felt it
quite impossible in such circumstances. | also experienced that
when | did something for the girls, fulfilled their appeals, the
started to demand more and more, and they used me. Other staff
members warned me not to do that. | also felt a falsehood in all this
r mg}to help’. I thought that if | really want to helﬁ_them, | should
take them with me. And I understood how unreal this thougiht Was.
| hated to recc_)gnlse my powerlessness. Most of time | felt that if |
protect one side, | simultaneously am standing against the other
side. | think this is a tyiqlcal understanding of the task of the social
worker: to defend the client from dangers, which exist in the face of
powerful people (for instance, had teachers at school or dangerous
parents at'home). In such an approach, the social worker is always in
the centre of a ‘war” between two enemies that are generally the
society and the client. o

Soon | had a new feell_n?1 that some situations were created hy
other social actors, especially to Eut me into a difficult circum-
stances in which | could not Cope. 1 felt that both the managers and
the residents wanted to test me by making difficulties. | really felt
myself to be like Kafka’s hero. I lost trust in people.
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~Then | thought that my goal is not to change anything at the in-
stitution, but to observe and capture the observed with the maxi-
mum objectivity and minimum emotions. This thought raised the
next doubt. How can | know that the events and activities that | see
are the ‘real’ course of events? Moreover, the managers before ac-
cused me of not understandm% the things right, Other staff mem-
bers pointed out that to understand what life is like inside the school
and the nature of this work, the character of resident and so forth,
one should be inside for no less than three years.

I stood in front of the questions: what is social reality, how to ob-
tain knowledge of social reality and how to express this knowledge?

_From the positivist standpoint, the understanding of social reality
exists ob ectlvelr, that is, independent of human activity and oF_m-
jon. On the contrary, human activity is determined by social reality,
which is placed on human beings. _ .

.Accordlng to traditional positivists sociology, as described by
Giddens (1993: 1-2f and the social science tradition of thinkers
such as Durkheim (1895/1982), social reality exists as complex of
social facts, objectively. Social facts are independent of human be-
mgs’ opinions and these facts determine individual behaviour. In
other words, individuals are subordinate to social facts, not vice
versa. Because social facts eX|st_ob1ect|veIY, they can be observed
and should be studied though objective methods. In the case of par-
t|C|Fant observation, it meant first of all to capture the observable
reality as much as its corresponds with the course of events.

. MY first attemPt was to describe the field based on such objec-
tive study. | tried to capture the words that people used, to describe
their voices, the situations, everything that 1 thought would be im-
Fortant to describe the real events. But later, in the process of ana-
ysmP the data, I doubted that I could be certain that my description
would be adeguate and how could | prove the ‘pbiectlvn " of re-
ceived picture? | thought ob;]ectlvny would arise if 1 would keep a
distance between me, my thoughts about the event, my fe_ehngs
concerning other events, and the ‘object’. | tried to fix everythln(\; 0
be as ‘adequate’ as possible, but it was impossible to control this
adequacy. Later, in process of reading and analysing the field notes |
noticed how much even the description of physical space changed
during the time. In the beginning | found the village and school
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building to be romantic. | was full of expectations of something in-
teresting. | focused on the fresh air, and imagined the old time when
the school building was a manor house. Later | saw more clearly how
ugly it is and how ugly the other buildings around it are. If at first
everything was interesting to me then later my relations with the
environment were influenced by human relations and personal con-
ditions. The next peak arrived when | noticed that | started not to
care about them at all. _ _ _

The next difficulty was tied to blamln% people in process of de-
scribing the operation of the institution. From a positivist point of
view |, as a researcher, had too much power to consider other peo-
ple. If there is only one truth and my goal is to show it, then my re-
sponsibility would be too big to do justice to the actors. | decided to
capture the system, which | thouPht to be guilty. | can blame the
system — it Seemed to me. So, I'could breathe a little bit easier.

he system wears you out. | can write about the system without
blaming people who are tied up with this system. But what is the
system? How can you see the swt,em without people? There is no
system without people. People, their activity, their relations are the
only possibility to tell anything about the ‘system’. | was afraid of
being accused of being overly subjective, which in an Estonian con-
text means non-scientific. In"Estonia, science in general means posi-
tivism and if somebody uses qualitative data, it is also done within a
positivist paradigm, namely, with a controlllnP hypothesis by using
qtuadl_ltatlve interview, or using the content analysis method in media
studies.

~ Thinking in positivist (objectivist, according to a traditional so-
ciological view) way, | could be sure that what | was seeing really
happened, but I could not be sure that other people would seg it the
same way. Everyone has his/her own viewpoint and interprets events
according to this viewpoint. Should 1 guess how they see the reality?
(Actually, I could very well (f}uess what the most welcome descrip-
tion of institution would be for the management and other special-
ists in this area. Later I will describe their opinions which | received
in interviews. But this data only %lves an insufficient picture of the
mstltut_lonal_mana%ement of troubled young people.) What would be
the objectivity in this way of thinking?
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In a word, during the period that | was under the influence of a
ﬁosmwst_ point of view, | was faced with an almost insoluble task. |
ad to give an ‘objective’ view u_smgha Subjective’ research method
with the termm_olo?y of positivist theory. 1t took quite long time,
which | spent with [ooking for acceptable solution.

Reading the literature (the most important of them for me were:
Atkinson 1990, Bakhtin 1979, Bauman 1990, Berger & Luckmann
1966, Billig 1991, Blumer 1986, Burr 1997, Cohen 1985, 1992,
Coffey 1999, Foucault 1972, 1991, 1996, Giddens 1993, Goffman
1959, 1961, 1967, 1990, Hammersley & Atkinson 1983, Jokinen et
al. 1999, Karvinen et al. 1999, Riesman 1994, Luckman 1999, Mead
1934, Silverman 1994, Spector & Kitsuse 1977, Van Dijk 1997) and
discussions with social scientists in Finland and in Estonia brought
me around to the social constructionist understanding of social real-
ity which seemed to me to be most Eersuaswe. Thanks to the con-
structionist theory 1 could complete this work after all. At the same
time, it gave me a new worldview in general. However, | must say
that it was not easy and took a long time before | started to under-
stand the meaning of the literature and discussions, which | had al-
rea(%y shared. . _ o _
~ To summarise, the right choice of qualitative method and the dif-
ficulties in realising the research on an acceptable level led me to
change the theoretical paradigm.

1.2.3. Adoption of Social Constructionism

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

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

“No human being can step outside of her or his humanity and view
the world from no position at all, which is what the idea of objec-
t||V|ty' suggests, and this is just as true of scientists as of everyone
else.

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

The results of this change could be summarised shortly as the
main theoretical principles of social constructionism, which are es-
sential to current research. _ _ _

Social reality is constructed by human beings during their every-
day interactions, which is the basic social activity.

~Social reality is the meaningful part of the world. In accordance
with symbolic interactionism, social constructionists see the entity
of social reality as a result of social interactions between people.
During these interactions the world is defined and interpreted, pro-
vided with meanings.

“The meaning of everything has to be formed, learned, and trans-
mitted through a process of indication — a process that is neces-
sarily a social process. Human group life on' the level of sz/mb_ollc
Interaction is vast Procesg in which people are forming, sustaining,
and t,ransform_m? he obg)e_cts of their world as they come to %lv_e
meaning to objects. ... Objects have no fixed status except as their
meaning is sustained throtgh indications and definitions that peo-
ple make of the objects. Nofhing is more apparent than that objects
|1n9 &';' (i‘%egorles ¢an undergo change in their meaning." (Blumer

Social construction is a collective activity. Moreover, human beings
are also socially constructed. The biological species is an important
condition for developing a personality, but not enough — without
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social relations, without society the personality could not be devel-
oped. As language is the precondition for developing human think-
ing, thus society s the precondition for development human being.
There are several Eolnts of symbolic interactionism developed by
Mead and Blumer, which are important also for social construction-
ism. The first is that the human being is a product of social interac-
tions. This idea of Mead is expressed concisely Blumer (1986: 61):

"His [Mead.] treatment took the form of showing that human group
life was the essential condition for the emergence of consciousness,
the mind, a world of o?ects, human beings as organisms possessing
selves, and human conduct in the form of constructed acts. ”

The main particularity of human being is its potential for producing
objects. Moreover, thanks to possessing self a human being is an ob-
ject also to him, i.e. “may perceive himself, have conceptions of him-
sleéf%c%rg)munlcate with himself, and act toward himself." (Blumer

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

An individual enters into the world, which appears ahead of
her/him as a ‘ready’ phenomenon with its inherent character that is
independent of individuals. _

“Berger and Luckmann (1966) explain the causes of such per-
ceiving with three moments that accompany the constructing proc-
esses of social reallt){. These are externalisation, objectification and
internalisation. People’s practical experiments, mterlpretatlons of the
world and phenomena, which are the basis of knowledge, take a dis-
tance from the ‘authors’ and start to live an independent life.
Knowledge becomes ‘objective’ factual truth. KnowledFe and be-
haviour become institutionalised in the course of externalisation and
objectivation — it is external with regard to a person that he/she has
to “internalise during the process of socialisation. For a person this
externalised and objectified reality seems to be a phenomenon with
a_pre-?lven nature. But it seems only from the individual point of
view, to whom the social reality seems to be as objective, as objec-
tive Is physical reality and reality of nature.
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Parker (1997: 6) points out the role of human language in the
process of constructing the world and externalisation:

“One of the most powerful tricks of language, and something which
is a source of human creativity, is the way It can construct a repre-
sentation of an object at one moment and seem to refer to that ob-
ject as if it were something outside, ‘out there’ at next. Human be-
mgis live in a world which is woven with language, and the differ-
ent symholic systems which comprise a human communlti/_ are or-
ganised through different competing and cross-connec mg dis-
courses which produce a sense of the world as something w
independent of us." (original emphasis)

Giddens (1993: 20), speaking about the difference between the so-
ciety and nature, points out “that nature is not a human product, is
not created by human action. While not made by any single person,
society is created and recreated afresh, if not ex nihilo. by the par-
ticipants in every social encounter. The production of society is skilled
performance, sustained and ‘made to happen’ by human beings.” (ori-
ginal emphasm% _ _ _

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

“‘Culture, which manifests the growing might of mankind as a
whole (we may say; the girowmg Independence, freedom of the hu-
man si)_eues régarding nature), may i s_eIfapRear to the individual,
much like laws of nature, as a fate against which one cannot rebel.
As our_example shows, culture iS indeed a human activity —
but an activity which some people perform on some others. Like in
the case of the gardener, in any cultural Process the roles of the
cultivating gardener and_the ciltivated plans are closely distin-
quished and” kept apart. The reason why such division is less im-
mediately evident in the case of human plants’ is that more often
than not it is not clear who the ‘gardener' is. The authority that
stands behind the norm which individuals are either shaped by or
bound to observe is as a rule diffuse, often anonymous. ...Culfure
acquires an illusory ‘substance'; it seems solid, heavy, pressln% and
irresistible. ...1t does not seem less natural’ than nature itself, ...
Despite its apparently human origin, culture like nature looms high

ich is
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above the reach of the individual, tou%h and unassailable. Like
nature, it stands for ‘how things are’. While no one doubts that ag-
riculture or horticulture are human doings, a similar truth is hid-
den or at least veiled in the case of homini-culture’. It is however,
no less a truth here than in previous cases." (original emphasis)

The reason for such a vision lies in the way a human being of enters
into the social world. The process of becoming an individual starts
with the internalisation of already existing meanings and interpreta-
tions.
~ The process of socialisation, namelg, becoming a human being, is
impossible without three moments: Dbiological species, interactions
(relations with other people) and Ian%uage, which is the pre-
condition for communication and through communication to think-
ing FSBak_htln 1979). _

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

‘Let us note again that the_settlnq apart of the two planes (context
and action, external and internal, objective and subjective) is a
product of abstraction. The two theoretically separated planes are
not really independent from each other. ... The two theoretically
distinct planes are in practice inextricably linked — more like two
faces of the same coin than two separate entities. One cannot exist
without the other. They may be brought into being and maintained
only simultaneously, and together.

Social constructionists, along with ethnomethodologists and post-
structuralists, emphasise the unity of P_rocess and product, focus!nﬁ
attention on the_Permanent reproduction of the ‘structure’, whic

they designate with term ‘discourse’. However, this term has lots of
meanings and it is used by different scientific tendencies. Burr
speaks about only two general approaches to discourse.

A P.rpductlv,e ling of inquiry has focused upon the performative
qualities of discourse, that is, what people are doing with their talk
or wrltm?, what they are trying to achieve. ... Research and writ-
ing about ‘discoursg’ in this tradition focuses upon how accounts
are constructed and bring about effect for the speaker and writer
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...0T upon what rhetorical devices are used by people and how they
are employed." (Burr 1997 47).

Parker (1997: 6) gi.ves a working definition of a discourse as ‘State-
ments that define different o_bdects, whether as things that are outside
and independent of us or inside and part of us. ... The discourses not
only produce a sense of the world as something which is independent
of us. These discourses not onlﬁ produce for us a picture of the world
out there', but with the growt of the psy-complex, they also encour-
age us to talk about and feel that there are certain kinds of objects in
here'." He agrees with Foucault who defines discourse as "practices,
which form objects of which they speak™ (Foucault (1972: 49). Dis-
course both for Foucault and Parker not only exists as a type of talk
or writing, that is, 3|mpI){1 |IH%UISIIC work or construction in language,
but "... a ‘regime of truth" which makes it difficult for participants to
challenge the ‘realities' it refers to. ... Discursive practices are the
sites in institutions like prisons and schools where we are made to act
and be in certain ways.” (ibid: 7)

The other approach emphasises discourses as produced knowl-
ed%e and performance of people about the world in terminology of
Potter and Wetherell 819 7% Is called as ‘interpretative repertoires’.
][\Alfi‘Gh_ee and Miell (1998: 69) define ‘interpretative repertoires’ as
ollowing:

“These are the topics and to a lesser extent the ways of speaka
and writing which are already in the culture and which are avail-
able to bedrawn on by social actors in their everyday dealings
with each other. In thelr strongest and most extreme forms they
might be considered as ideologies. Other forms might involve the
cliches of everyday life as they exist in discourses about politics,
relationships, fechnology and so on — in fact, every aspect of hu-
man activity that can e talked about. These repertoires are made
up of connected images and metaphors which are invoked in con-
versations or texts and which offer means of classﬁym? and evalu-
ating incidents, problems and ideas in terms of constructions al-
ready worked out and publicly available in culture. This idea of
interpretative repertoires is offéred by discourse analysts to empha-
sise and help explore the idea that”communication”and meaning
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exists in culture outside of any individual, or individual conversa-
tion or text."

Burr points out the textual character of this understanding:

"A discourse about an object is said to manifest itself in texts — in
speech, say a conversation or interview, in written material such as
novels, newspaper articles or letters, in visual imagines like maga-
zine advertisements orfilms, or even in the meanings' embodied in
the clothes people wear or the way they do their hair. In fact, any-
thing can be ‘read’for meaning can be thought of as belng a mani-
festation of one or more discourses and can be referred to as a
‘text’. ... Given that there is virtually no aspect of human life that
Is exempt from meaning, everythlng aroung us can he considered
as ‘fextual’, and fife as text" could be said to be the underlying
metaphor of the discourse approach.” (Burr 1997; 50-51)

Van Dijk (1997: 1, 1-34; 11, 1-37) analyses visions of discourse as
social interaction &pro_cess of social practice) and verbal structure
(text and talk) and discusses different kinds of possible discourse
analysis methods depending on basic approaches to discourse (com-
pare with the above-quoted words of Bauman on the relation of
structure and process). (About the multlgle meanings and defini-
tions of discourse, see also Titscher etal. 2000).

Human knowledge according to social constructionists "is formed
bg social processes which legitimate shared ideas about the world."
(Payne 1999: 34). _ _ o

urr (1997: 3-5) emphasises the following characteristics of
knowledge from a social constructionist viewpoint;

* Along with phenomenologists, social constructionists reject any
taken-for-granted knowledge. If to start from the point of view
that the social reality is Ozoroduce_d durm% people’s interaction,
there is nothing that could be defined as the pre-given character
of the social phenomena except its nature of being constructed in
the process of human activity. This grounds a critical stance to-
wards ‘taken-for-granted” knowledge. No phenomena, no events
have an inherent meanln_g.?er se. Meanings and character are the
product of collective activity.
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* Human beings in the process of their everyday activity construct
social reality, which means that it is in permanent change. This
peculiarity of the tie with people’s activity and experiences con-
stitutes everlasting historical and cross-cultural changes. Knowl-
edge is historically and culturally specific — "that means that all
ways of understanding are historically and culturally relative. Not
only are they specific to particular cultures and period of history,
they are seen as products of that culture and history, and are de-
pendent upon the culture at that time."(my emphasis)

* Knowledge is sustained by social processes — ‘It is through the
daily interactions between people in the course of social life that
our version of knowledge hecome fabricated. _

Knowledge and the process of the construction of reality deRend on

each other. The achieved knowledge deeply influences the con-

structing process: every new interpretation is based on existing
knowledge, on the one 'hand, and, on the other, produces new un-
derstandings and new experiences, that is, new knowledge. _
The moment of reflexivity plays a substantial role in the social
constructionist waY of thlnklng about producing_knowledge. Ac-
cording to Rodwell, (1998: 262) reflexivity is; "The ability of the

Eumqn mind to turn back on itself and, therefore, know that it is

nowing. ”
Tingall and Banister (1998: 101) emphasise using Kelly’s term of

sociality corollary concerning the exploration of reflexivity, which
“can be seen as our ability to construe the construction process of oth-
ers, to understand their personal reality. ... We must remember, how-
ever, that we as outsiders are onlookers, and thus have a more _d,lstant
as well as a physically different view of the interaction. In additional,
when people are known to us, we have our own ideas of their agendas,
and of how each part!C|Fant relates to other group members — ideas
which of course will influence our observations. ...It is important to
acknowledge that your analysis is inevitably one outsider’s Bersonal
construction, one of many possible interpretations, inevitably con-
strained by your own frameworks and the societally available reali-
ties open toyou. ” (original emphasis)
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On reflexivity, Burr (1997: 161) specifies:

"As well as referring to the way that the theory re-constitutes the
role of respondents, their reIatlor]sh|F to the researcher and the
status of their accounts, the term is also used in at least two other
ways. Firstly, reflexivity is used to draw attention to the fact that,
when someone gives an account of an event, that account is simul-
taneously a description of the event and part (because of the con-
stitutive nature of talk). Secondly, and this is the more widely used
meaning, reerxwﬂY refers to the fact that social constructionism
itself is not exempt from the critical stance it brings to bear on
other theories. Social constructionism, as body of theory and prac-
tice, therefore must recognise itself as just aS much a’social con-
struction as are other ways of accounting."

1.3. The Aim of the Research and the Research Questions

As | have aIread* mentioned, with the restoration of independence a
new social problem of troublesome children and young people ap-
Peare_d..Many of the first social workers in restored Estonia turned
0 this issue.” Along with the growth of social work was a concomi-
tant rise in the number of studies dedicated to youngster’s prob-
lems. Researchers from different disciplines and professions dealt
with the }é)j_oblems of children and youn% people: pedagogues
(Kraav & Koiv 2001; Koiv 1995, 2000,” 2001, etc.), special peda-
%o%ues (Aunapuu 1989, 1992; Korgesaar 1998, '1999; Petersell
997), paycholo&mts SHaIdre 2000, Saar 1990, 1988) sociologists
Ainsaar 2000; Kutsar1996,1997, 2000; Tut_ZOOO%, medical doctors
Toomberg 1994), Iawgers (Kau?_la 2000, Ginter 2000, Raska 1980,
aarsoo 1995, Sootak 2000), policemen (Nurmela 1997), and most
of all, the first representatives of social work (Tulva 1996,1999, Ka-
dajane 1995, Kilk 2000, Laane 1999, 2000, Suislepp 1996, Tikerpuu
& Tulva 1998, Strémpl 1995, etc.). _

~ One grou? of studies focused on the general problems of children
in Estonia after the restoration of independence. Most of them were
carried out as part of a grant and financed by UNICEF or UN
(Toomberg 1994, Kutsar 2000, Ainsaar 2000). These studies de-
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scribe the economic, health, and social situation of Estonian children
and young people and are generally based on statistical data.
Another group of studies was tied to the new type of education,
that is, the new matriculation system. Master’s degree study was not
known in the Soviet Union4. Now, the topics of first master’s theses
in the above-mentioned professions were often written about the
new phenomena — the social problems of children and young peo-
ple. So, for example the master’s thesis of Tiiu Kadajane {19_9 ) ex-
amines school truancr in Tartu and attempts to find solutions for
this problem by deve oplnfg school social work. In her master’s the-
sis, Mare Leino (1996) offers pedagogical and social pedagogical so-
|utions to the question of problem children in ordinary schools.
From the perspective of special education, Owe Petersell (1997)
researches the causes of delinquency in the behavioural skills of
Kou_ng people in special institutions comparing them with the be-
avioural skills of 'young people in ordinary schools. Estelle Laane
(2000) describes in her master’s thesis her own practical work in a
rehabilitation centre in Tallinn, which manages street children and
¥oung people with substance abuse problems. Most of these studies
ocus on the personality of children and young people in trouble and

4 There was diploma after five years of university study in the Soviet Un-
ion, after that there was a three-year course, which gave the first scientific
degree (candidate), and after that came the so-called big doctoral degree.
After the restoration of independence, Estonia started to ch,an?e its educa-
tional system and starting from 1991 underFraduate study included three-
year diploma (120 credits), four-year bachelor degree study (160 credits).
After the bachelor degree, which included the former Soviet diploma, there
was the two-year master degree (80 credits) and doctoral (PhD) degree
(160 credits). In 1990s, because standards for master level were not devel-
oped, the problem of finding a proper scientific estimation for the new mas-
ter theses were quite high. This was especially true in the case of social
work, because it was a new issue and it was not clear what the field should
be. At the University of Tartu, the problems in master theses were identi-
fied through the former candidate theses, however, some of the former
candidates could not receive scientific recognition of their work as being on
the new PhD level. Now, in the beginning of 2000s, the value of master
degree is under?omg reassessment, and it is going to be less valued as it was
in the middle ot 1990s.
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the circumstances of their living environment by conducting tests,
questionnaires, or collecting personal cases.

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

In December 1998 - April 1999, a study of special needs schools
for young people with behavioural deviations (Kdrgesaar 1999) was
conducted, which described the official and latent functions of these
institutions. The study gives a good basis for comparing the results
of this research and my own (current) research results. This is true
es_PemaIIy because Korgesaar's project study was carried out with a
ditferenf method, though also a qualitative research method. The
data was gathered through structured individual and focus-group
interviews, and attempted to test the preliminarily prepare hr-
potp]esteﬁ. These two studies could be assessed as complementary fo
each other.

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

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

Second, residential management as one of the possible reactions
?_nd attempts to solve the problem are also a part of this construc-
jon,

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

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

| will seek answers to the tollowing main Tesearch questions

* How are the social actors (residents and staff) constructed?
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* How is the residential management (social activity) constructed
in the everyday institutional operation?

* How are the changes in societﬂy concerning the transition in Esto-
nia produced at the K. School’

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

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

Accordm% to traditional thinking about social problems, people
tend to tie the problem to some inherent quality of the problematic
person, or some ‘objective’ cause that produce the problem. In social
constructionist study, the focus is on social activity durm.(\; which the
social problem as obéeot is constructed. (Spector & Kitsuse 1977
Cohen 1985,1992; Christie 1992; Blumer 1971, Emerson 1969,
Emerson & Messinger 1977, etc.)

1.4. Once More about Ethnography
as the Research Method

As | have mentioned already, the method of collecting and present-
ing the data that is used is ethnog_raphg. Ethnography 1s one alterna-
tive research method, which has its advantages especially for study-
ing social phenomena from a constructionist point of view }Ham-
mersley & Atkinson 1983: 23). See also Creswell’s (1998: 73-88)
introduction of the five qualitative research traditions and especially
their connection with theoretical and philosophical bases.

For me, social constructionism is in logical harmony with the
ethnographic participant observation that | had ﬁOSSIbIlIty to experi-
ence and about which | have a!r.ea_dy informed the reader. However,
the method was born in a positivist context and has also been used
by scholars of other schools and paradigms. Denzin and Lincoln
point this out in the two editions of their classic work, Handbook of
Qualitative Research (1994, 2000), where they describe the histori-
cal development of qualitative research in seven moments.
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It was during this development when the understanding of eth-
no%raphlc research itself as social interaction, that is, as part of social
reality (see also Hammersley & Atkinson, 1983: 25) arose. With this
new understanding, scholars pointed out the ethnographer him/her-
self and his/her autobiography became part of the research. (OSee, for
instance, writings on autoethnography by Ellis & Bochner [2000], or
the self-analysis ofthe_ethnographer-se_l by Coffey [1999].

Rossman” and Rallis (1998) describe “qualitative research as a
learning Rrocess. The learning process in ethnographlc research is, on
the one hand, a subjective process, because the researcher is using
her or his own experience in the field and constructs and represents
the reality learned by her/him. On the other hand, no learning proc-
ess in etnographic Tield could be pure and slmplg subjective. Sub-
jective experiences occurred in interaction with other subjects in the
same field. All of the sub*ects of whatever study as well as the re-
searcher are active parts o E)roducm%.knowled e about the object of
study. Hence, the data of ethnographic research should be observed
as a result of collective work (see also Moerman 1988). .

The development of the research problem in ethnography is
rarely completed before fieldwork begins; ... the collection of pri-
mary data often plays a key role in that process of development.”
(Hammersley & Atkinson 1983: 40)

1.4.1. Entering Into the Field

In ethnograRhy, in contrast to other research methods, the fieldwork
embraces the researcher completely, becoming a part of his/her
autoblography (Coffey 1999: 17:116-124, Ellis & Bochner 2000:
739-743, Tedlock 2000: 465-470, etc.z. Participating means in-
volvement to the life of studied area. But the researcher is simulta-
_neously also an outsider, a stranger and maintaining distance is as
important to successful fieldwork as becoming close and familiar.
It is @ moot question to ask how one prefers to hehave in the
field. Hammersley and Atkinson point out the importance of keep-
ing a balance between two roles (observer and participant).
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“The ‘complete observer’(‘;enera_llz escapes the danger of going 'na-
tive' of course, hut only at the risk offailing to understand the per-
spective of participants. Moreover, this is not simply a matter of
missing out on an |mPortant aspect of the setting: it may well lead
to serious misunderstanding of the behaviour observed. ... While
ethnographers may adopt a variety of roles, the aim throughout is
to maintain a more or less marginal position. ...The ethnogirapher
must be intellectually poised between ‘familiarity and ‘strange-
ness', while socially “he or she is Pmsed between ‘stranger' and
‘friend". He or she is, in the title of the collection edited by Freilich
(1970), a 'marginal native'. (Hammersley &Atkinson 1983: 100)

However, the relations in field have also their deveIoPm.ent. In the
beginning the ethnographer is interested in qumkl]y entering and be-
ing accepted by other social actors in the field. The importance of
how the other ‘actors trust the ethnogra[)her Is emphasised by writ-
ers, This trust depends on many circumstances. One important thing
Is the nature of the field (is it an institution or a cultural group, how
open is it for outsiders, efc.) the relations with gatekeeperﬁs) (man-
agers of institutions or leaders, etc.), relations hetween the gate-
keepers — managers or leaders — and other social actors — middle
or low-level staff, ordinary group members, and so on.
There are different techniques for managing these circumstances.
Coffey (1999) writes about this process, which starts with the
creation of ethnographer’s body. According to the ethnographer’s
aim, he/she takes the role of participant, borrowing Goffman’s ter-
mmolo%, ‘Presents’hlm/herself as a participant. In'my case, enter-
ing to the field was quick enough, however, | was aware and even
afraid of the hazard of being too deeply involved by participating. |
Eref_erred to reach other subjects in field through external moments.
or instance, | tried to dress ver¥ simply. I tried to be like an educa-
tor, but also not very different from the residents by wearing jeans
and FJumE)ers. _
eople test how far theK can trust the researcher. ‘lmpression
management’ means that the ethno%raph_er tries to be closer and
more understandable to people in the field: dressing, vocabulary,
behaviour, and adaptation. It is complex work. The selt-presentation
of the researcher should be honest. Sometimes it could help some
personal particularities. For instance, | think that the Estonian resi-
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dents trusted me because my Estonian language skills were less so-
phisticated than Russian. | noticed many times that the Russian %JIYJS
did not understand some of the words | was used. | had to explain
what these words meant, while my Estonian language was more
simple. Later | learned the vocabulary of the Russian residents and
used it in communication with them. However, | did not change my
behaviour very much, because | thought that | would not be trusted
if | ‘played_’somebod! other than | really am. _ .
~In relations with the other subjects of study, especially with key
informants, the ethnographer creates friendly ‘relations. This is evi-
dent because the ethnographer Is straightforwardly interested in key
informants as people who know very much about'the field and who
can explain the impenetrable events and moments. Many ethnogra-
hers refer to the friendly relations created durmg the fieldwork.
owever, the ethnographer should be aware of the responsibility
regardm% these relations. This means that the researcher should not
forget about the end of fieldwork. For me it was surprising how
quickly people could forget in their everyday activity tasks that in-
volve people intellectually and emotionally in"other roles not dlrec_tIK
connected with their personal life. | had this experience, whic
somehow startled me, because people told me their very personal
stories which 1, as an .ethnographer, should not know. In a word, in-
terpersonal relations in field do not differ form human relations in
ordinary life. The researcher should be aware of this and remember
that he/she responds to these relations more. For the ethnographer
the most difficult work with these relations actually starts after
leaving the field and beginning the analysis and preparing the data
for presentation.

1.4.2. Field Procedures and Data Management

The fieldwork took place from 1 February to 31 May 1997 — four
months. It involved spendln? time at the institution parhmpatmg
and observing the everyday life of residents and work of the staf

making notes, speaking with people, interviewing staff members and
solving tasks as an educator. There was a very important moment
regarding my role in the field connected with"a condition fixed by
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the management. My entering to the K. School would be allowed
only if the residents did not know ahout the research. To my ques-
tion of why this is so important, | received the explanation”that if
the girls would know that | am not an ordinary educator, they would
uae mf for their interests. So, for the residents | was just an ordinary
educator,

The fact that the residents were not aware of the research being
conducted was the source of many ethical problems that I did not
foresee in the begmnln(};. | very much wanted to begin my field work
period and was wary of anything that cou!d_Fossme disrupt the pro-
cess. | did agree to delegate the responsibility for this issue to the
mana?ement of the institution. I knew the significance of the princi-
Fle 0t @ human being as an obgect of study needing to be aware of
he study, but | also knew that a closed institution had its own pe-
culiar quallty. However, | had no practical experience of this, and
hence | trusted the manager to be a better judge of what would
work best for all of us. This turned out to be a huge mistake and
impossible to correct later. Unknowingly, the residents shared inti-
mate details of their life stories with me, which I used as research
material. The stories seemed to be extremely important to filling out
the characterisations of the residents, and without them, the final
work would be much poorer.

Perhaps | can make two excuses and ho[)e they are acceptable to
the reader. Firstly, the individual residents in (1uest|on_ have IonE
since left the K. School; seco_ndIY, the stories that | use in my wor
are, unfortunately, stories quite typical of any troubled young girl in
Estonia at that time. Nevertheless, these excuses do not relieve me
from my ethical responsibility in the eyes of the residents. The only
thing | can do is to strongly emphasise the importance of the respon-
sibility of providing the subjects of any study with as much informa-
tion & possible on'the study. The researcher must also be aware of
the ethical problematic concernm% the collection of qualitative data.
When | teach qualitative research methods to the students of the
University of Tartu these days, | attempt to drive home this very

oint.
Despite the fact that the staff members knew about the research,
they seemed to try to forget about it and thus my entering into the
institution was accepted first of all by the through with my educator
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job. There was no introduction of me as a researcher to the working
team and in the face of my explanations of my role as a researcher to
the staff members in [prlvate conversations they seemed to prefer to
meet me as a new colleague-educator. _ _
However, when entering into the K. School I had the impression
that the staff was informed about reason of my coming before |
started my job. The ?eneral acceptation of me was positive. The
colleagues were friendly and helpful, they happily explained the de-
tails of daily reﬁlme and answered my cluestlons concerning the
rules. Most of the staff members agreed to give me an interview.
Onl1y one Berson refused to speak with me. .
he su Aects of interviews were staff at management and middle
level (teachers, educators, and workshop instructors). Seventeen
staff interviews were conducted, which included almost the whole
pedagogical staff body that was active at that time. Arranging and
planning the interviews was difficult because of frequent and unex-
pected changes at the institution. For example, a person who one
day is at work and agrees to give an interview the next day, then dis-
aplpears the next daY and | am told that she is to be on sick leave for
a long time. Thus 1 had to abandon the interview of one teacher.
Some of the staff members evidently avoided me and one person
straightway rejected the idea of an interview. But, in general, the
staff was oRen tos eaklng about the school and about their work.
However, they preferred to speak about these topics in the way of
free conversation. The circumstances of an official interview made
them nervous. Only one mid-level staff member said that | could
%ubllsh anythln([} she is told because she was not afraid of anybody.
ut she was alone — other staff members were afraid and this
makes my task more difficult in publishing the interview data. This
IS one reason why most of the interviews were not tape-recorded but
recorded in note form during the interview. Milofsky (1990) attrib-
utes a specific importance to his not using video and'tape-recording.
He emphasises the importance of the researcher’s interpretation.
Such an attitude seems to be acceptable to me, however, I am sorry
for the lack of an opportunity to tape record some of the interviews.
The interviews took place in different rooms of the main buildin
(the educators’ room, staff room, and head office) at the homes o
staff members, and in my quarters in K. Some of the interviews
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were interrupted and continued later. Sometimes the interviewee
came to me after a time and added something to her answer.
~ The interview questions covered three topics: first, the educa-
tional and occupational life of the interviewee, including her route
into this sort of work and her motivation; second, the interviewee’s
point of view on the general problems with her work; and third, the
Interviewees views on the ideal path of development for the institu-
tion. These topics were formulated in 10 main open-ended interview
Questions: _
-~ How long have you been working here?
- What isyour educational background?
- How did 5{0u come to work here?
- How would you explain the nature ofyour work? _
- What is the aim of your work and what problems do you face in
achieving it? _
- What do'you think you do particularly well? .
- What would you like to change and how is that change possible?
- What do you need to achieve thlschan([qe? N
- What do you think are the personal qualities, knowledge, and
skills needed for this gob?
- What does this job offer you personally? .
Those questions were, however, used more as topics for conversa-
tions, Acco.rdl_n? to Hammersley and Atkinson (1983: 112-3), the
ethnographic interview "like any other kind of social interaction, are
structured by hoth researched and informant. The important distinc-
tion to be made is between standardised and reflexive interviewing. ™
Some, but not all, of the interviewees answered all the questions.
Some respondents focused more on their own area of interest. Two
favourite themes emer?ed: stories about particular residents and
comparison with the ‘old Soviet times’. The middle staff members
also spoke a lot about their personal life problems, coping with the
material and emotional difficulties that the topics did not include in
the data. This information about the needs of the staff members
dealt with these kinds of problems — such as, psychological and
pslygcho-500|al supervision or the importance of a mental-health fa-
cility for the staff which was not done at this time at the institution.
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A Iar?e and the most valuable part of data was ﬁroduced on the
basis of free conversations with the residents and the other person-
nel and visitors (parents, relatives and friends of the residents). As
the residents did not know about the research | could not conduct
any traditional (classical) interviews with them and all the notes
about the residents’ stories were written up after the meetings.

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

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

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

As | was making the field notes, | followed the instructions of H.
S. Becker (1970) who stressed the point of gathering as much in-
formation about the field as possible. | always carried a notehook
and a pen with me, and made a note of every incident that took
place in as much detail as possible; what happened and how it hap-
pened. | also followed one of Becker’s recommendations: Make
notes immediately or at the first possible occasion. Naturally, there
were situations when making notes was not possible, such as when |
was occupied in mi_duty as an educator. However, ge.neraIIY the
opportunities for taking notes were ample. In the mornings, 1 was
busy doing practical things in the role of the educator between 7.30
and 10 oClock. After that time, the girls were in school at their
classes and | had the chance to write down what had happened
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during the early morning hours. In staff meetings, when observing
classes at the school or ur|n? vocational training | had the opportu-
nity to freely take notes. | also attempted to take notes during the
individual study time, if there was a moment to spare in between
the students asking for my help. This, however, rarely occurred and
mostly all | could do was to mark down certain specific words or
sentences that the girls used, and later reconstruct the events on
paper. - . -

At times, | had the possibility to write down deSCHPtIOHS of en-
tire scenes simultaneously while they were taking place. For in-
stance, the scene described in chapter 5.2.4 (‘cleaning the toilet))
took place at such a time when 1 had just finished the task of
checking up on the conditions of the girls"rooms and had a moment
to sit in the educators’ room exactly opposite the toilet. | was im-
mersed in routine pai)erwork, when the conversation in the toilet
cau?ht my attention. 1 took my notebook and wrote down the inci-
dent and ‘the conversation exactly as they happened in front of my
eyes. Unfortunately, such ideal Situations from the viewpoint of a
researcher were exceptional. _

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

| had days off duty every week. Those times | travelled home and
entered my field nofes into the computer. Hence, the final version
of the field notes was also compiled during the actual field work Tpe-
riod. As | typed my notes on the computer, | first made entries of all
the hand-written “notes. Then | hoth complemented those with
added information | remembered during the typing. When | wrote
the computer version of the field notes, | had the best opportunity
to recall and record my personal thoughts, emotions and comments
in concern of the events. The computer version of the field notes
formed atext on three different levels: the original field notes were
written in ordm_am(l type, the notes which | added from memory
were written in italics, and, finally, my own thoughts, emotions and
comments were typed_ in capital only.”In fact, this was also the first
step of the text analysis.. _

Later, as | worked with the texts further, | regarded the first and
the second types of texts as the objective data’, and the third — my
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own comments — | analysed as the first interpretation. Certainly, |
have to underline the very relative character of such ‘objectivity” I,
as a participant in interactions, could only represent them in my de-
scriptions through my personal perspective. However, whenever it
was possible, | also asked for interpretations of some other partici-
?_arf(tjs mtthe same interactive situations and wrote them down in my
ield notes.

_Inview of all the circumstances that are concerned with the spe-
cifics of data ﬁrpducmg as a result of social interaction, I consider it
as a text which is the basis of analysis (Atkinson 1990, Coffey 1999,
Coffe?g et al. 1996, Luckmann 1999, etc.) All of the quoted exam-
ples should be viewed as ?_uotat]ons from the field notes where the
scenes and dialogues are fixed in roles and expressions are written
down in ‘me-form”.

1.4.3. Leaving the Field and the Representation the Data

Leavln? the field is again a difficult r?roc.ess. When and how to leave
the field? A good indicator to end the fieldwork is when the ethno-
graphic notes on being in field include too much of the routines of a
articipant which indicate that he/she .IS.|OS_Ing the role of observer.
The time of leaving is also good when it is tied with some cycle fin-
ishing. In my case, It was quite easy to leave the institution when the
school year was finished and many residents left the school forever
or for summer holidays. . _
The whole Proce_ss of the analysis of the data was started during
the period of the fieldwork. | néeded the analysis in my everyday
duties as an educator to work out and resolve current problems. In
this capaCHY, | used the analysis especially to help me to find expla-
nations for the meanings of different Ehenome_na and events, _
The first step of representation is the creation of field notes. This
work_requires special techniques (Hammersley & Atkinson 1983:
145-56; Becker 1970: 39-62). However, their ‘adequacy is involun-
tarily limited by the ethnographer’s personality. He/she makes
choices that depend on his/her interests. Moreover, it is impossible
to capture everything. Despite these moments, the result of this
work is that the ethnographer has a thick description of the studied
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field, which is the basis of his/her representation of the studied re-
ality. When analysln? the data captured in the field notes, the re-
searcher creates hisiher story (narrative) about the studied phe-
nomenon. Some problems are tied here with the continuing need to
think about the reader and decide which knowledge is well-known
and what should be explained and described in” detail. The re-
searcher should guess what is new knowled?e for the reader without
which he/she could not understand the text and what could be
skipped. For the researcher, it is an intellectual, emotional and ethi-
cal work. The most difficult is that translation” process when the
researcher transmits the activity of concrete human beings to social
actions or social roles. However, | agree with Atkinson &1990: 7
when he writes that "... the notion of reflexivity recognises that texts
do not simply and transparently report an independent order of real-
ity. Rather, the texts themselves are implicated in the work of reality-
construction. ” _ _

After | had left the field and began the ‘real’ analysis of the data,
| realised | was facing very deep problems with it. Every time | took
my field notebook and begian to read it, I had a sur%e Of very strong
and very negative feelings that interfered with my ability to ‘see’the
data for what it was in general. My emotions varied from anmetk(/ to
panic, and | found no way to cope with these feelings. The task of
d_erm? into my field notes loomed ahead of me as a mission impos-
sible. In the end, I was onlx{ able to return to my field notes nearly a
?/ear after finishing my fild work, and to begin their analysis as a
ext which described évents | had now mana%ed_to distance mr per-
sonal emotions from. (Here | have to emphasise that despl_e my
difficulties in returning to the field notes, | was constantly thinking
about the experiences in the field, the K= School, and the research.
:—_Iowever,)most of the time | filled with reading relevant scientific
iterature.

When 1 finally returned to my notebook and began to analyse its
contents, | first wanted to see what the hard facts In the data actu-
ally provided me with. | read the field notebook several times
through and coded the text by using an Oﬁen coding method | bor-
rowed from grounded theory. This brought up and crystallised the
core of the most important ‘topics and categories from the hody of
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the text, | comPosed a codebook in which the themes constituted a
hierarchical SYS em. o .

The next level was to look at the relationships between the dif-
ferent categories of the codebook. I paid special attention to the ac-
tors” interpretations of both the events that had occurred as well as
each other, and added my own interpretations. This resulted in a
getallle(g_ interpretation, or in Geertz’s (1973) terminology, a thick

escription. _ .
“When doing this, I resorted to and found great assistance in Bak-
htinian theory, which, in fact, is the basis for critical discourse analy-
sis (see Titscher at al 2000 145-6). In the Process of trying to make
sense of the differences in the meanings of the general and individ-
ual usage of words and concepts, the m_etaEhors_ and rhetoric that
were used during the period of transition in EStonian society became
apparent to me ?see more in detail in chapter 6.1).

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

| returned to those topics in other publications. For instance
there is a tpubllshe_d article in the Estonian language entltlled
“Changilngi_o Strategies of the Restoration of Social Involvement in a
Total Tnstitution”, which further discusses the questions of inclu-
sion/exclusion after the restoration of independent Estonia and par-
ticularly focuses on the ethnic issue. .

Some topics were left without deeﬁer analysis also because of the
already-large size of my thesis. | had the task of providing the reader
with a detailed picture of the institution in question. Having hoth
the Estonian and the outside reader as my imagined audience, it was
important to explain a wealth of details concerning the institution in
the Estonia of the mid-1990s. o _
~ The ethnographic text should have its criterion. Atkinson (1990)
lists in detail what such criterion are. First of all it should be persua-
sive as a scientific text. In my text, I use lot of quotations from field
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notes, analysing and interpreting them. My general way of analysis is
to relay the meanings that the actors attributed to events and proc-
esses as | observed and could perceive them during our everyday
interactions and conversations on the basic of verbal and non-verbal
activity of people, reflecting on and mterpr_etm%them_on the basis of
my own experiences which | received during the period in the field
and working with scientific texts. _

Van Maanen (1988) identified three types of ethnographic de-
scriptions: ‘realist’, ‘confessional’ and ‘impressionist’. A ‘realist’ nar-
rator “passes on more-or-less objective data in a measured intellec-
tual style that is uncontaminated by personal bias, political goals, or
moral judgements.”. A ‘confessional’ writer presents the field
through his or her personal experiences. The ‘impressionist’ style of
tale is dramatic recall. It gives the opportunity to the audience to
create his/her own impression about the field and events. At the end
of his book Van Maanen (1988: 138-140) reaches the general con-
clusion that ethnographic ertln? "..Is 10 balance, harmonise, medi-
ate, or otherwise negotiate a tale of two cultures (the fieldworkers'
and the others'). ... We need to shop around and encourage narrative
ingenuity and novel interpretation as potentially put forward in anr
and all of the three genres. ... We need more, not fewer, ways to tell
of culture. The value of ethno?.raphyfrom this standpoint is found not
in its analysis and interpretation of culture, but in its decision to ex-
amine culture in the first place; to conceptualise it, reflect on it, nar-
rate it, and, ultimately, to evaluate it." Being in general agreement
with this conclusion, | would like, however, in place of the last
words ‘to evaluate it’use the words ‘to understand it’

b In this work | use ‘confessional’ and ‘impressionist’ types of tales

turns.

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

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

Because of my two roles, which | had to plarv simultaneously
jreducator and researcher) my time was limited for such analysis.

he educator work reguwed intensive attention and always being

ready for some new and unexpected event and quick reaction. This
role ‘gave me lot for understanding the quality of the interactions
with the residents, but also took my energ?/ away from observation
and thinking about observing. Later, when [ was alone with my data
| felt a strong desire to live the fieldwork period _thrmagh again, to
specify the details to ask about and to discuss again and again what
the words mean, to understand how the actors who spoke about
meamngs b% saying this or that. But even when | asked after some
days what the person meant when she told this or that, as a rule she
could not remember already what was the situation and what she
actually wanted to tell. Hence, | feel that I lost something because
of occupylnt[g the dual roles of educator and researcher. And | think
next time I would spend much more time with discussions and
would try to better understand what the participants of study think
when they tell something. I also would be more open in telling my
own opinions as an observer. This means that | would emPhamse my
researcher’s role and functions more. It would I%;lve a hetter under-
standing to the people in the field, to know what they can expect
from a researcher. I have to confess that | was not exactly aware of
my function as a researcher. The understanding of the role of discus-
sions in the field came much later. _

Our communication with the gatekeepers at that time was a
compromise: in place of doing my research (which was as much for
the institution as for me) | was paid for educator job.
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Durln? the description of events and phenomena | try to analyse
them on the basis of data that was produced durm? the field. How-
ever, sometimes | %lve my own explanations for them and cannot
always to compare these explanations with other social actors of the
field. In such cases | point out that it is just my explanation and with
re%ard to such an explanation | am aware that there could also be
other explanations for the same phenomena. By doing this | hope to
give the reader the OFportunlty to make his/her won conclusions.

With concern to the representation of the results of m¥ study, |
had the task of solving the following problem: how much ot the con-
crete examples should 1 use from my data? My field notebook was
abundant with descriptions of dramatised scenes, dialogues and
monologues, actions and stage descriptions. This data speaks for it-
self. Including them in my final work as examples of my findings
seemed to be the most éffective way of persuading my readers.
However, if 1 did so | would once more be faced with the ethical
Probl_ems described earlier. Including a lot of detailed descriptions in
he final text meant rlskm? that the actors could recognise them-
selves and each other. | attempted to minimise and even change
some details of personal characteristics; | even tried to leave out
everything that was strictly personal — that is, not tied directly to
the daily operation of the institution. I did not include any especially
detailed description of the interviewees; | used random' letters in-
stead of names in my examples to make the scenes more general to
the reader. However, | am quite aware of the fact that the actors are
able to recognise themselves. My research strongly includes the as-
pect of describing social roles, but it is living human beings that play
social roles. How would it be JJOSS_Ib|e to reconstruct their activities
without the risk of recognition? Is it at all possible to reconstruct the
social life in an actual, existing institution, during an actual, identi-
fied period of time without the danger that some of the actors even-
tually recognise themselves from the text? This is, however, a risk
and an ethical load | am prepared to carry. _

In order to protect the parﬂmﬁants of the study from being rec-
ognised by themselves or each other, | have decided not to include
the original versions of quotations in endnotes as earlier planned.



2. THE CONTEXT OF THE STUDY:
Theoretical and Pragtical Knowledge
of the Research Topic

In this chapter, | discuss the relationship between knowledge of the
nature of childnood troubles and deviation, and the reaction to
them. Whether the reaction of society means usm%/applym? more
care and protection or control and deterrence; whether the tocus is
on treatment or punishment, depends on the level of knowledge
about the nature of phenomenon. The connection between knowl-
edge and social activity is one of the basic concepts of social con-
structionism, which is developed on the Foucauldian concept of
knowledge and Rower (Foucault 1972/1994, 1976, 1996). | would
also like to emphasise here that besides knowledge, the interests of
different actors and groups fplay an essential role. The same knowl-
edge can be used quite differéntly in regard to different interests.
This depends on interpretation and examination as well as on how
Fe_ople use the knowledge. For instance, knowledge of the stigma-
ising effect of a total Institution can result in profound c_han%es
within the institutional system, or to closing down such total institu-
tions altogether leaving people in need without any help or care.

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

There are two separate topics discussed here: one is childhood
and the other deviance control.
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2.1. Childhood

The definitions of contemporary childhood and child deviance are

tied with the norms that are currently valid in the society. Different

authors (Gittins 1998, Goldson 1997, Qvortrup 1991, etc.) Fut dif-
ferent emphases on what are the most important characteristics
concerning childhood, but some common features can be found:

» children’s status is a minority status which means dependence on

Earents or other responsible adults; o

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

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

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

The deviant behaviour of children and young people is dlrect_lr con-

nected with the norms indicated above that are tied to children’s

‘normal’ activity and behaviour. Ignoring the standards and norms

that are dem%nat_ed_ for human beings under 18 years of age is the

first sign of deviation. A child should behave as children are sup-

Eosed to; subordinate him/herself to the control of parents and trus-

ees, pedagogues and teachers; attend school, and spend his/her free

time occupied with activities considered approPrlate for children. In
general, a child should be protected and controlled by adults and
remain in a subordinate position to them as a minority group subor-
dinate to the majority. Respectlvelx, if a child is beyond the reach of
protection and control by adults, he/she is potentially at risk to be-
come deviant. Furthermore, if he/she is not placed within the
framework described above or does not behave the way that ac-

co_rdln% to the current norms are not considered appropriate for a

child, he/she Is deviant. , o

“Status offences, such as running away from home, being incorri-

gible, truant, or sexually precocious” (Qvortrup 1991: 40), namely,
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children’s ‘adult’ behaviour is considered a threat to the social order,
and the legal system is supﬁorted by scientific ideas of what the ages
and stages of childhood should be like (for more about status of-
fence categories in the USA see also Regoli & Hewitt 1997: 31). In
defining status offence, not only the child’s status as a minor, but
also the child’s qend_er is relevant. Thus, Regoli & Hewitt (1997:
€1_23) show the following data of the US Federal Bureau of Investiga-
jon:

"Girls are more likely than boys to be arrested for running away
(114,601 and 86,858 arrests, resloectlvelr, in 1994). Such arrests
comprised 20 percent of all juvenile female arrests, compared with
only 5 percent of juvenile male arrests.”

The minority status and boundaries of the adult group around a
child can also be the basis for the so-called primary deviation of a
child (about the notion of primary and secondarK deviation see more
in Lemert 1972, Matsueda 1992). As a rule, the characteristics of
the adult group that surrounds the child (parents and family) are
directly transmitted to the child. Thus, a child from a so-called aso-
cial or'troubled family is observed to be a deviant (this is especially
true in Estonia today). _ o

Matza (1989) observes mass culture, mass education and juvenile
delinquency in connection to one another:

"The inspirational rhetoric of the superpowers-to-be (of hoth
U.S.A. and Soviet socialism) obscured the rise of a new class sys-
tem based on education and technical knowledge. The educational
class system was actually neither open in process nor classless in
consequence. Neither capitalist nor socialist in principle, the new
class system of education shared routing features of each and
served as a Berslstent basis for convergence between otherwise ri-
valous and eI_Il(I;erent system after 1945. Based on mass educa-
tion, this twentieth-century system is the basic form of the mass,so-
ciety and a derivative mass culture. The juvenile delinquent is a
by-product, a not-so-incidental failure, of this modern mode of an
education-based dynamic class system. ... the juvenile delinquent
is the school failure whether in the usual sense of lower-class boys
stuck in their ways ... or as an indication of a lower-class destiny
for better-class children as well as those born that way." (xix)
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2.2. Deviance Control

On the historical continuum, the development of deviance control
has gradually moved from the notion of protecting the commu-
mty/sometY from a person with deviant behaviour towards the no-
tion of protecting the individual him/herself from deviant behaviour.
Exactly at what point on the line the emphasis has been placed is
based both on the level of knowledge and the understanding of the
reasons behind and the essential nature of deviance at the time (see,
Downes & Rock 1992, Taylor et al. 1992, etc.). o

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

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

The other competitive theory that influences the legal system has
developed alonq with the development of positivism in science. The
positivist school in crlmlno!og¥ was influenced by the development
of social sciences of the nineteenth century on the one hand, and
with the process of categorisation and classification on the other
hand (Foucault 1991, 1997).
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~Using scientific methods adopted from natural sciences, loosmv-
ism perceived social reality as an analogy to the physical world. The
quantification of social phenomena, including crime and deviance,
was the way for the scientific approach. This required preliminary
generalisations of different types of behaviour.

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

Constructionist knowledge is based on perceiving social processes
and phenomena from the viewpoint that organic connections exist
between them: everything is simultaneously hoth an object and a
subject, a producer and a product. From this point of view deviation
Is also observed in connection with other fphe_nomena and processes
of the society under examination (see, for instance, the gomt of
view on crime and deviance discussed in Hester & Eglin 1996).

2.3. Juvenile Troubles as a Social Problem

There is no phenomena or human being that has an inherent charac-
ter of deviance per se. Some kinds of behaviour and some individuals
are defined or interpreted as deviant. The process of d_ef_lnln? human
conduct as deviant Is directly tied not only to the individuals whose
behaviour is defined as deviant and not only to those acts that are
defined as deviant, but also to those other people who define such
activity and such persons as deviant. Kitsuse (1968: 20) distin-
quishes three stages in this process.

‘Accordingly, deviance may be conceived as a process b}/ which the
members 0fa rou?,, community, or society (1) interpret behaviour
as deviant, (22 define persons who so behave as.a certain kind of
deviant, and (3) accord them the treatment considered appropriate
to such deviants."

Blumer (1971 231) considers the genesis of social ﬁro_blem, and
fnp]dshthat the process of construction passes through five stages,
which are

“(1% the emer%ence of a social problem, _%2) the IePitimisation of
problem, (3) the mobilisation of action with ‘regard {0 the problem,
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(4) the formation of an official_PIan of action, and (52 the trans-
formation of the official plan in its empirical implementation.”

As any other social Fhenomenon, a social problem is specified within
its historical and cultural context, with norms, standards and what is
considered normal behaviour, and with the control system of the
current society in the current historical period:

“To say that society creates its deviance and its social problems is
not to say that ‘it's.all in the mind' and that some n_astY people are
%omg around creating deviance out of nothing, or wilfully inflating

armless conditions into social problem. But'it does mean that the
making of rules and sanctlomn% ofpeople who break these rules are
as much a part of deviance as the action itself." (Cohen 1992: 40).

Labelling and stigmatisation theories have demonstrated the institu-
tional impact on the development of deviance: ‘Stabilised deviance
Is in fact a product of the control system.” (Cohen 1985: 33-34). The
reaction of the society has a decisive role in an individual’s concep-
tualisation of him/herself. This is especially true in regard to So-
called professionals &pollcemen, social workers, psychologists, peda-
%ogues, etc. — agents of social control) gCohen 1992: 41; see also
1%e4r30{1 )1969, merson & Messinger 1977, Heimer & Matsueda
, etc.).

2.4. Residential Control/Management of Troublesome
Young People

To express the reaction to childhood troubles, different types of
terminology are used: child control, management, protection, care,
welfare. 1use the word ‘manaqementﬁ because | see it as the most
neutral term that simply refers to dealing with young people without
any special explanation of the nature of this aCtIVIt%. he process of
dealing with young people in general contains all the three features
mentioned above, the differences being in the emphasis on one or
another feature from the above-mentioned notions (control, protec-
tion, care, welfare). In the Estonian context the concepts o_f control,
influencing and protection are the most strongly emphasised. The
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term ‘welfare’ (‘heaolu’) is hardly ever used even on the level of ver-
balised rhetoric. o .

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

Edch change in the mana%ement of deviance employed new ide-
ologies and rhetoric, but at the same time, the previous models did
not disappear completely (Cohen 1985: 13-39: 40-86). However,
despite the social constructionist assumption that the old models are
reconstructed every time, they also go through chan(I;es every time,
whldchI can result in a totally different realisation of the same (old)
model.

During the historical changes in deviance control two primary
models, the model of justice”and the model of ‘welfare’, were de-
veloged"((;ohen 1985, Dahl 1985, Hudson 1989, Kelly 1992, Platt
1969, Poso 1993, Singer 1998, etc.). . o

The first model is based on the act of deviance and is oriented
more to punishment and retribution (classicism and neq-classmlsmz,
whereas the second model focuses on the person and is treatmen
oriented (positivism3. Both models assume isolation, but the proce-
dure of isolation and the managln? of an individual is difrerent
whether this means correction or freatment, However, “a formal
treatment-oriented system of juvenile justice did not appear suddenly
with the emergence of any particular legal reform. Ancient system of
punishment alwafs incorporated a vision of punishment as treatment,
especially when it came to the raising of children.” (Singer 1998: 25).

The word ‘positivism is used as specific understanding in sociology and
criminology that developed in the nineteenth century, with development of
positive methods for studying the social reality (Rodwel 1998: 13-15, Tay-
lor et al. 1985: 10-24).
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“The isolation of offenders and troublesome young people as the
principal reaction to the juvenile deviance prevailed from the nine-
teenth century until the middle of the twentieth century. It was the
time of the ‘Great Incarcerations’ (Foucault 1991) which assumed
two aims: firstly, to ‘cleanse’ society from the elements considered
dangerous, and secondly, to change the persons considered danger-
ous to be more in accordance to the standards; to normalise them
(Foucault 1991: 182-183). _ _ o

The verr humanistic British Factories Act in 1833, which limited
child employment, led to another process especially among the
working class urban children — their marginalization and impover-
ishment (Wintersberger 1994 in Goldson 1997: 5). The poor, un-
employed children without any working activity became Visible on
the streets. This is the time of appearance of juvenile delinquency,
which evoked philanthropic movements in West European countries
and North America to rescue and save children (Dahl 1985, Gittins
1998, Goldson 1997, Platt 1969, Qvortrup 1994, 1991, etc.). Peo-
ple were locked up in institutions with the aim of chan%mg them.
Children were prominent recipients in this process of institutionali-
sation. Depraved’, ‘neglected’, and _‘abandoneq’ioungsters were t0
e removed from the dangers of city life and the influence of bad par-
ents.” (Dahl 1985: 32) _ o

The first institutions for children were founded in different Euro-

ean countries, such as Hofwyl (1810) in Switzerland, Das Rauhe

aus (1833) in Germany, Mettray (1840), Val-d’Yvere in France
and Redhill (1848) in En_?land..These.|nst|tut|ons operated on the
basis of the common ‘child-saving’ phllosoghP( of that time, which
was based on the ideas of Rousseau and Enlig
the root of the evil’, to remove the child from the ‘nest of vice
na_meI%,. from ‘depraved parents’ and the ‘decay of city life’, qnd
bring him/her out into the country to be brought up ina Christian
splrltI surrounded by nature and solid country life. Child-saving in-
stitutions worked with the belief that the agricultural work, religious
education and Christian love that they provided, on which principles
also the ideal model of family life was based, should invoke change
in the children. (Dahl 1985: 32,-34?. “The typical child-saving in-
stitutions of the Western countries featured a compromise between

htenment: to get to
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international experience and domestic conditions — a compromise
embra(;mg? three ideological elements of child-saving: love/discipline,
education/religion, training/work." (Dahl 1985: 33%. Marjatta Rahi-
kainen (1995; 254-6) emphasises the dlsclpllnarr function of labour
Elall'[ Finnish reformatory schools until the time after the World War

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

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

“The urge to ‘rescue’ and protect” working-class children by the
middle classes can also he seen, however, aS a result offear. Chil-
dren who lived and worked in the streets, in public, were regarded
as ‘out of control', ‘wild” because they had no apParent adult su-
pervision or control and were not dependent directly on adult pro-
tection and surveillance. The idea that children could, and can
survive i world without adult protection, without conventional
(middle-class) families, defied (and defies) middle-class notions of
masculinity as defined in terms of independent men who must sup-
port naturally dependent’ women and children, and who alone are
capable of instructing, guiding and controlling such weak/needy/
Other beings."

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

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

Juvenile management developed from the justice model towards
the direction of treatment in accordance to the increased production
of knowledge about the nature and social causes of delln(iuency. The
new knowledge particularly concerned the social risk factors that
can be found behind deviation, and the notion developed that there
IS no reason to wait until a child at risk commits a criminal act but to
}]ake preventative measures to prevent possible future deviant he-
aviour,

However, since the 1960s, in most Western European countries
and North America, the notions of treatment and rehabilitation have
begun to_rePIace the ideas of punishment and retribution. This proc-
ess was influenced by the publication, in the same year, of the re-
sults of major studies by Goffman (1961%, Foucault (1961) and
Szasz (19615 that demonstrated the real character of total institu-
tions and the process by which total institutions ‘produce/create’
their inmates. As a reaction, the process of de-institutionalisation
began and communit control was emphasised.

Discussions about the control of delinquent children and young
people are at the point where “official rhetoric declares that incar-
ceration is not be defined in purely welfare terms; that is, it is said to
be good for the young P.er.son in question. Punishment and deterrence
play no Bart in" the official conceptualisation of the unit’s purpose.”
(KeII% 1992; 3, see also Wardhaugh & Wilding 1993)

The Soviet so-called pedagogical model of managing troublesome
young people does not differ much in prmmgle from the one de-
scribed above. Later on in this chapter (2.4.1.2.) | make a more de-
tailed analysis of it. However, there is reason to mention in this con-
nection that this model also emphasised the role of study and work,
whereas in place of religion there was the Soviet communist ideol-
0gy, and the surdportlve family was reﬂlaced with a Soviet-type col-
lective. It should also be mentioned that in the context of a totali-
tarian regime — which the Soviet regime was — the meaning of a
state-run total institution was quite different in comparison to what
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the meaning of total institutions was in a Western-type democracy.
The Soviet total institution was in harmony with the ?ene(al ideol-
o?y of the system, which was built on the basis of violent inclusion
of everybody, whereas the Western democracy is based on voluntary
involvement. S _

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

The aim is always the same, at least on the rhetorical level: to
(re)socialise the young people and to integrate them into society.
When the treatment model is used, this takes place by putting em-
phasis on ignoring the acts of a child and the reformation of the
child’s personality. In the justice model, the child should learn that
everybody |sd|rectltv) responsible for their own criminal acts.
~ Sellick &1998:_3 1-310) gives an interesting overview of institu-
tional care for children across Europe b comparlng the systems and
emphasising both the similarities and differences between different
regions and political and economic traditions. He also observes the
changes in residential care in Central and Eastern Eurogean.coun-
tries In relation to the collapse of the Soviet system and the difficul-
ties that accompanied this process.

2.4.1. The Development of the Residential Management
of Young People in Estonia

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

The development of Estonian child and youth control and resi-
dential managfment can be divided into three periods that are con-
cerned with the three historical periods of the development of the



70 The Context of the Study

Estonian state. The first E)_eriod consists of the time of the first inde-
pendent Estonian Republic (1918-1940), the second period begins
with the Soviet occupation in 1940 and continues uR until the resto-
ration of independence in 1991, and the third is the period of the
restoration of independent Estonia from August 1991 until today. It
Is characteristic to all the three periods that the understanding of
gouth troubles and different concepts of the mana?ement of trou-
lesome young people vary according to the different historical
situations and consequently %eneral attitudes concerning the issue.
However, the two first periods have similar characteristics with re-
gard to the aim of the management of troubled young people: their
mte]grathn into the society. _ _

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

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

The history of independent Estonian Republic begins on 24 Februar
1918 when the independence from Russia was declared. Before that,
Estonia had not been an independent state since the 12th century.
Evidently, the declaration of independence was a very important
event in the life of this small nation. Despite the fact that since
1710 Estonia was part of the Russian Empire, Estonians used to live
side by side with Baltic Germans, who were the landowners in Baltic
countries. As the most Western region of the Russian Empire and
under the influence of the Lutheran church, Estonians were gener-
ally oriented towards the Western Europe in the beginning of the
20t century. _ _ , _
During ‘the early times of the independent Estonian Republic,
Russian legislation remained in effect, There were two different ap-
proaches to dealing with troubled children and young offenders de-
pending on their Institutional orientation. One approach had the
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child protection system of the establishment of Estonian state as the
point of departure, and the other functioned from the perspective of
the Estonian juvenile penal system. In 1918, the Ministry of Work
and Welfare was established, which dealt with problems concerning
those mothers and children who had lost the provider of the family
(rfathers) in the war, as well as children orphaned for other reasons.
he Ministry of Education and Social Affairs was established in
1929, Other Estonian organisations such as Child Protection, Red
Cross, and the Association of Children’s Friends also did work with
problems concerning children. (Tulva 1996: 5? _
~In 1932, a publication by the Estonian State Welfare Organisa-
tion Wasgrese.nted which summarised the Br_oble_ms and work'in the
field of Estonian child protection. The publication included papers
that were presented on three one-dag seminars on child protection
that were organised in Estonia in 1927, 1929, and 1931. Among the
articles, there were many that con(_:e[ned_wn_h questions of troubled
children, juvenile offenders, and difficulties in brln%m up and edu-
cating children gBusch 1932: 7-11, Schliefstein 1932: 11-8, Au-
mann 1932 23-30, Ostra-Oinas 1932: 20-3). The general conclu-
sion of these reports was that troubled children should be isolated
from other, ‘normal’ children and the task to raise them should be
gllggg to professionals trained particularly for this work (Teine...

In"the first Estonian Republic, children with different disabilities
received special attention in connection with the general national
health programs. The Estonian Law on Welfare was Passed 19 June
1925. The law included a special chapter dedicated to the problem
of “damaged, delinquent (kurikalduvus — a person with evil tenden-
cies), blind, deaf-mute and imbecile Ydlotsg children” (Riigi Teataja
gstate information) R.T. nr 80, 120/121: §17-824). So-called wel-
are schools (hoolekannekool), with the aim “to correct, and prepare
delinquent youngsters for honest work™ had existed in Estonia since
1923, The welfare schools were closed, single sex institutions which
provided primary education. Children also received training for
manual work, and the aim of such school was to give vocational skills
for a life of honest work. The Ministry of Work and Welfare had the
legal right to send a child against his/her will to a boarding school if
there was no other option for the child to receive the necessary edu-
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cation. In the first Estonian Republic the health and ‘normalltY’ of
the population was of particular focus. Section 88 of the Welfare
Law mandated that physicians and midwives who detected any de-
fects mgoung children should inform the local government of the
fact, and thaf the local authorities must report any children with
‘defects’ in their area to the Ministry of Work and Welfare.

The Koluvere home for brin mlg up boys and young men was one
such institution (Saar 1988: 44?. oluvere was founded in 1924 and
had 38 residential places in the beglnnlng. The number of residents
?rew rapidly, and reached an average of /0. The residents were sent
0 the institution from ordinary schools. The reasons for transfer
were school truancy, running awaY from home and pettﬁ larceny. As
a rule, children spent time in Koluvere until they reached 16 years
of age. The children completed 6 years of grade school, and Vvoca-
tional training had special |mPortance. One of the former teachers
and a one-time headmaster of the Koluvere institution wrote in his
memoirs that between 1930 and 1949, three teachers who were also
educators worked in the institution. All the staff lived on the prem-
ises of the Koluvere palace (castle). The total number of personnel
including vocational instructors and ancillary staff was less than 20
Persons. There is not much reliable data available on the results of
he educational work. What is known for a fact is that in 1928 the
behaviour of the residents was assessed in the foIIowm_%_way: 10
\Lflvg@ graded as good, 23 as acceptable and 28 as bad (ibid. 1988:

T%e first approach to mana%mg troubled young people functioned
from the perspective of the state child protection system, whereas
the second was tied to the penal system and dealt with youn% of-
fenders who had already broken the Taw. However, on 22 April 1919
the Temporary Government of Estonia made a decision to open a
correctional house for delinquent bors in Harku county barracks
(R.T. 1919: 229). The temporary establishment document of the
Harku colony was published 4 Junel919 in state information bulle-
tin. The document was revised and finally passed in 1923,

The residents of the colony were boys of 8-15 years of age who
were either punished by a court order or were under preliminary
court observation. The Tesidents could stay at the institution until
they were 17 years of age. The objectives of the Harku colony were
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similar to those in Western Europe reformatories. The primary aim
was to isolate the young people from the negative influence of adult
criminals, and through work and study provide them with the op-
P_ortunlty to fulfil their needs as children as regulated in the legisla-
jon,

Thanks to the writings of Hans Madisson (1927, 1924) we have
the possibility to know more about how the Harku institution oper-
ated. Madisson was a physician who medically tested the Harku
residents and conducted Several studies about them in the 1920s
and 1930s. His research work was influenced by biological criminol-
0gy and eugenics. Madisson’s aim was to clarify the causes of the
residents’ delinquency from a biological point of view. He took dif-
ferent measurements of the boys in order to find evidence of
whether a resident’s delinquency was hereditary by nature or caused
by other reasons. Madisson wrote several books and articles about
juvenile delinquency, which included his doctoral dissertation.

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

Being released from the Harku colony depended on the conduct
of the resident in question. There were certain preconditions for this
to haPpe_n. The institution had a hierarchy of fevels’ (degrees) from
zero to five which a boy could climb up.”Good behaviour granted a
boy merits &c_heques), and he could rise to a higher level after col-
lecting a certain amount of merits. _

To leave the colony, the resident had to have reached the fifth
and highest level. For one merit (cheque) the resident had to behave
well and study and work hard for one week. When a boy had col-
lected 10 cheques, he had the POSSIbIlIty to transfer to the next
level, if the pedagogic council of Harku So recommended. Hence,
ten weeks of good behaviour was needed to reach the next level, and
the minimum time of residence in Harku in a case of excellent be-
haviour without exception was 50 weeks.
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Work was an important activity for the residents (compare with
data concerning reform schools in"Finland in Rahikainen 1995). The
boys worked for money, of which 40% went to the Harku colony
and 60% was put aside for the boy to receive at the time of leaving
the institution. . N

The colony was led by a director who was named by the Minister
of Justice acco_rdln? to a'proposal made by the main administrator of
prisons. The director was assisted by the headmaster of the school
activities, the m.an.a?er of work activities and the manager of finance.
The main administrator of the prison system also ap?omted. all
teachers and educators of Harku, and the rest of the staff was hired
by the director of the institution. The Harku colony had its own
Pedagoglcal council chaired by the director which consisted of
eachers, educators and the physician of the institution. All person-
nel had to live on coIonY Premmes. . _

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

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

The residents’ contacts with their families were limited, and de-
Flen.ded on their behaviour. Correspondence with home was also
imited and under the censorsh|E of the director, S
~ Similarly to other Western European countries, the main activi-
ties in the Harku colon¥ were directed towards school education,
work and discipline. In 1930, the regulations concerning the colony
were revised and a new approach was imposed on the colony man-
agement which focused on more individual treatment of residents.
Despite his eugenic and medical approach, Madisson (1927, 1924)
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gives an interesting critical description of this first Estonian reforma-
tory. In his criticism, he pointed out that all residents regardless of
the nature of their difficulties or offences were managed as a grouE
rather than on an individual basis, that the institution had a wea

management system and that the rehabilitative work was disturbed
by conflicts among the staff members. _

In 1945, the Harku colony was merged with the Koluvere wel-
fare school. The new institution was reorganised in 1964 along with
the 1960% trend of fqundlngi special vocational schools for troubled
goqugz s)eople (this is explained in more detail in subchapter:

~ Some young people of 10-17 years of a?e who were sentenced to
isolation from society by the criminal justice system but were not
sent into Harku colony had to serve their sentence within the gen-
eral prison system am_on.? adult offenders. .

‘There was not a similar tyi)e of a separate institution for the im-
Prlsonment for adolescent girls. They had to serve their sentence in
he general women’ prison, or in women’s Section of a (I;eneral
prison. Young people in general ﬁrISOHS were given additional nour-
ishment (0.5 milk, 200 gr. fish and 20 gr. sugar daily), and they
were separated from adults if there were sufficient facilities to do
50, but the daily reglme was the same for all prisoners regardless of
their age (R.T. 1926 nr. 59: 744-5). _

“Hence, it can be said that there were some alternatives for man-
aging and controlling juvenile delinquency in the first independent
stonian state. Children and Young people with ‘small defects’ were
sent to study in welfare schools, Yqun%people who committed more
serious offences were prosecuted in the youth court, and boys and
young men under the age of 18 were sent either to the Harku colony
or general Frlsons to serve their sentences. The only option for
young girl offenders was to send them to serve their sentences into a
women’s prison. In his doctoral dissertation thesis, H. Madisson
writes about the need to found a special institution also for female
young offenders, but as he also points out, there were only a few
cases (less than 10 girls) per year.
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2.4.1.2. The Soviet Management of Troubled Young People
(1945-1991)

After the occupation of the Estonian Republic (first on 21 July 1940
then after the end of World War Il on May 1.9458 by the Soviet
Union, Soviet laws also came into force. According to the 1961 Pe-
nal Code of the Estonian SSR, section 61.1 on juvenile delinquency,
it was possible to apply other methods of managing youth oftenders
than criminal punishment, providing that the court in question
found that appropriate. Such methods were primarily
« direction to an educational colony (p.l) .
« direction to a sgeual educational institution for children and

young People (p-2) o .
« referral to a special health and educational institution for children

and young people (F'S' R
Before orderln? a child to be sent to one of the institutions de-
scribed above, the court took into consideration the child offender’s
personality, the social implications and severity of the offence, and
circumstances of offence. On the basis of the Same section of penal
code, point 4, the court also had the option of ordering a juvenile
offender to be put under social, pedagogical or family supervision, or
even medical supervision, instead of sending him/her to an institu-
tion. These forms of control could also be applied to a child after
he/she was released from an institution. _

_However, there was also a practice at use that accordlnﬁ to the
criminal process code, sections 96 and 168, the courts could asaﬁn
cases of minors to be handled by a juvenile committee during the
preliminary mvesU%atlon of the offences. These committees investi-
gated the cases, and could order the child in question to be sent to a
special educational institution (Ginter et al. 2000: 11-2r)._ _

This procedure, that is, the assignation of cases o ||uven|Ies by
court to the Juvenlie committees became a general rule. Tn 1963, for
example, 69% of all offences committed by minors were assigned to
juvenile committees, so that only one of every three {uvenlle crimi-
nal offences was handled in a criminal court (Saarsoo 1995; 428).

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

"Special vocational schools are state educational institutions for
minors who are difficult to bring up éraskest_lkasvatqtav), and
whose re-education should take place under special conditions with
a strict pedagogical regime.” (Saar 1988: 48).

Ordering a child to be sent to a special vocational school was consid-
ered the ultimate method that a juvenile commission could use. The
reasons for taking such strong measures were either such a serious
criminal offence that was considered dangerous to society, or sYs-
tematic Iawbreakln%. Three separate incidents of breaking the rules
was generally seen to be systematic. Offences considered dangerous
to society were similar to criminal offences, but could not be cateﬁo-
rised as a crime per se because of the offender’s age. This means that
in the Soviet legislation, the age of offenders played a decisive role.
The aim was to save lyo.un? people under 18 years of age from being
PUt through the criminal court system and manage their cases
hrough juvenile commissions, which were public organisations.

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

The official Soviet rhetoric of residential management was based
on the idea that deviant and criminal behaviour was opposed to the
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Soviet lifestyle. The complete elimination of all crime was only a
question of time. “There is nothing in the nature of the socialist order
which genera_te crime, ... because the general causes of crime are lig-
uidated, " writes Kimmel, the vice council for the prosecution of the
Estonian Soviet Socialist Republic in 1966 in the introduction to a
textbook ‘About the juvenile crime and its prevention” True, crime
still existed, but this was because “hesides general causes, there are
numerous other secondary causes and circumstances, which promote
the preservation and even dispersal of crime.” (Kimmel 1966: 6, my
emphasis). These secondary causes were, for instance, such that "...
in the consciousness of some of our citizens, the _some_ty of anti-
humanistic ideology of exploitation and of old morality still remains.
Under the influence of such survivals of the past in the consciousness
of a person, he/she can develop a criminal attitude, which in favour-
able conditions may be realised in the form of committing of a con-
crete offence. ... Consequently, the recognition and elimination of the
causes of the preservation, diffusion and lust for such survivals ...is
the precondition for the liquidation of crime.” (Kimmel 1966: 11). In
the case of eliminating juvenile deviance, it is “extremely important
to separate the offender in time from the milieu which promotes de-
viation both in mentality (psyche) and behaviour. Here Is the need to
isolate the Xoungst.ers who committed danger acts and place them into
a colony of a special regime, or even into @ work colony for minors. ™
(Kimmel 1966: 21) _

An article was published in the same book b}(] Helgi Kurm con-
cerning the research results of the direction of the deyeloFmen_t of
the lives of troubled adolescent girls in Estonia during the time
(Kurm 1966: 35-44). The main attention is paid to the famll% back-
?round of the girls in the study, and the author comes to the fol-
owing conclusion: “There is a need to quickly open a special educa-
tional institution for troubled adolescent girls. As long as we have no
such institution, we cannot isolate them from society and, conse-
quently, it is inevitable that they have the bad influence on other
chﬂdren;gand as it is, we can not even speak about their own educa-
tion” (4

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

In short, the Soviet management of troubled young people was
based on the Soviet pedagogical |deolo% and state’ paternalism. The
educational model was developed by Makarenko in the Soviet era
gpeual schools beIoln? to the system of education). In that time
there was a deep belief, which exists even today, that i)reventlon of
deviation is a question of education. On the rhétorical level, the So-
viet model was based on the Marxist idea that society (environment)
creates the personality. However, because the Soviet society in gen-
eral was good, lacking any cause for deviation, the reasons for devi-
ant behaviour were explained only as a_ne%atlve influence of either
the family or the close environment (friends, acquaintances) of the
adolescent. As a result of constant negative influences on a young-
ster, they mar develop negative personality traits. This ne?atlve per-
sonality should be reformed and the negative environment replaced.
That is why the young people should be separated from their had’
environment and put into the ‘right’environment, _
~The right’environment was the Soviet collective. Thus, the main
idea of this model is that studY, work, pedagogical treatment and the
influence of the ‘(Soviet) collective’ were the keys for changing a
deviant adolescent. _ o

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

A'state institution for delinquent youth that functioned accordlnP
to controlled regulations was seen as the best and the only possibil-
ity. The aim of youth management was to change the adolescent
through implanting Soviet values in him/her in order to create a con-
formist for the Soviet state. This kind of implanting loyalty to the
Soviet state and the Communist party was also the main aim of
education. This is the reason that despite the rhetoric of collective,
there was in fact no collective solidarity between people. On the
contrary, the people in one collective could actually be the primary
threat fo their comrades, because anyone had the possibility to con-
trol and also to regort on the activities and thoughts of others. This
s where the roots of distrust and the impossibility of real co-
operation between people lay. _ _

“Nobody was interested in the development of informal relation-
ships between people. On the contrary, informal relations posed a
dan?er to the Soviet state because of their nature of bem? beyond
control. The aim of managing deviant children was not to return
them to their families, but rather to deal with them directly as iso-
lated individuals. o _ o _

After an adolescent had finished his/her education in a special
vocational school, the state took care to find him/her employment
and housing. Th_at_ever¥one had to have a work place was a well-
known characteristic of the Soviet system. The objective was to keep
people under control and to make sure they remained within the dis-
ciplinary hierarchy. Evidently, during the 5 Tyears_ of the Soviet regime
in Estonia, some changes took place in the functioning of the system.
The changes mostly concerned people’s disillusionment with the ide-
ology, but the general rhetoric in principle did not change.
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2.4.1.3. Juvenile Control in the Restored Estonian Republic
(after August 1991)

After the restoration of the independence of the Estonian republic,
the Estonian soole}y can be characterised as steering towards two
main directions of orientation: firstly, back to the distant past,
namw, the era of the first Estonian Republic; and secondly, towards
the Western world. Even though there was a gap between the two
orientations, they had one thlng in common: a strong disdain for the
Soviet past and a rejection of the Soviet system, practises, lifestyle
and experiences. _ . _
~ The new penal code that came into force in 1992 abolished sec-
tion 51, which mandated that a minor was to be released from
criminal responsibility, and required the juvenile commissions to
investigate and make decisions on the criminal offences of minors.
The text of section 61 was also chanﬁed, and the section 8 of the
criminal justice code that regulated the _asm%)natlon_ of cases to the
juvenile committees was omitted. According to sections 10, p.l. and
61 of penal code that requlated the application of educational meth-
0ds to mana(l;e uvenile offenders, the offence should be in the third
deglree. On 10 February 1994, penal code section 10 was changed to
include all juvenile offenders despite of the degree of their offence.
The g)uvemle commissions of the Soviet era were abolished, but
the problem was that there was nothing to replace them with. It
became necessary to work out a new system of legislation concern-
ing young offenders. Three already existing models that were in use
in"European countries — the German model, the Swedish model
and the Swiss model — were discussed, and the question was which
one to choose as the basis for the new Estonian model. The German
model of a juvenile justice system required creating a new, inde-
pendent criminal justice system for juvenile crime, and assumed two
separate dogmatic bases for general and juvenile justice systems.
Another alternative, the so-called Swedish model, assumed a sin-
gle common dogmatic basis with separate practices for adult and
minor offenders. However, using the Swedish model would have in
essence meant the preservation of the Soviet system, which had its
basis on theories of special prevention of punishment and using re-
educational methods of justice (Ginter et al. 2000: 13).
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~ Atthe time, the needed reform of the general justice system was
in the process of preparation, thou(\;h the content of this néw general
justice reform was not clarified yet. A project concerning the crimi-
nal Ieﬁlslatl_o.n was conducted by grofess_or lImar Rebane, but it was
strongly criticised because of its Soviet influence. ChaFter 9 of Re-
bane’s project report dealt with juvenile offenders (sections 70-80).
According to this project, the following penal methods could be ap-
plied to young people of 15-17 years of age: a fine, commuth
service work, arrest, and detention. The court could also apply suc

non-punitive methods as counselling, mediation or placement in a
welfare, special health or special educational institution. _

Rebane’s prO{eqt provided a basis for the adaptation of the third,
the Swiss model, into the Estonian system. The point of departure
of this model was to outline a new law that woul gartlcularly requ-
late the methods of managing juvenile offenders that were not In-
cluded in the criminal and administrative justice system, (ibid.. 14).

The first attempt to reform the law concerning young offenders
took the German model as its basis, but the progect was rejected in
1995 by the State Crime Prevention Council of Estonia.
~ The second conception was to create seats for special juvenile
judges within the general court system, and later on to generate a
separate juvenile court on this hasis. The judges with expertise on
matters concerning juveniles were to handle the cases of offenders
of 10-17 years of age, and to have the right to |mp_ose sanction in
regard to, for instance, their education. This conception was initially
accepted by the State Crime Prevention Council of Estonia 11 Sep-
tember 1995. However, after a long debate the idea to create a new
institution of juvenile court was also rejected. _

The third conception was to create a special committee by local
governments that would handle the cases of your}% offenders and
apply different non-punitive sanctions on them. The most severe
sanction — ordering a child to be sent into a special educational in-
stitution — could only be |mP!emer]ted on verification by the local
court in question. All cases of juvenile offenders (except those that
could e solved either in the general administrative or criminal court
system) were to be discussed in these juvenile committees. The sys-
tem had a resemblance to the Swedish model. However, the sYstem
was based on the actual penal code. Presently, a new penal system is
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under construction in Estonia. It includes radical reforms in criminal
legislation, (ibid.. 15) _ _
~Because of all the above-mentioned attempts to reorganise the
justice system, the special schools for delinquent youth worked
without any legal basis. There was a contradiction between the Con-
stitution of Estonian Republic where it is stated that detention could
only be ordered on the basis of a court decision and the fact that
there was no organ with the juridical power to make decisions on
sending minors to the special schools, which meant.suspendmg their
P_ersonal freedom. As a temporary measure, the Ministry of Educa-
lon’s made the decision to found a special commission that was
given the jurisdiction to order a young person to be sent to an educa-
tional institution. The commission’s decisions to order children to
special schools were justified by their problems in school. The deci-
sions were made on the basis of the Law on Basic and Secondary
Education section 2, p. 1,2; section 21, p. 2. (R.TI 19932). However,
because the same law states that the parents of a child bear the re-
sponsibility on both their education and the choice of school, paren-
tal permisSion was also needed to order a child to be sent away (sec-
tion 17, p. 7, section 18, 21, p. 3.3(2)). During the Soviet time pa-
rental consent was not necessary. (Saar 1988: 43).

The new Juvenile Sanctions Act came into force in September of
1998 and regulates the management of troublesome young people.
According of the law special, local governments must appoint special
youth committees whose task it is to handle the cases of troubled
%oung peoPIe and find solutions for their problems. The committees

ave a system of nine different sanctions from mild to severe which
they can prescribe on young people to change their behaviour. The
most severe of the methods, ordering a child to be sent to a special
school, can only be applied after a petition to and the verification of
th 2Iocal courf. About the details of this procedure, see chapter

At the moment, there are three special schools for troubled
young_people in Estonia: two for adolescent boys — one for those
with Russian origin and one for mainstream Estonian boys — and
one for adolescent girls. The institution for girls is the place of my
research: the K. School.
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In the following pages | attempt to reconstruct the everrday op-
eration of the one of the three Institutions, the K. School. 1 have
divided the task into three dimensions. Firstly, I reconstruct the
Physma[ space of the school and analyse its mgnlflcance in regard to
he social activities of the institution. Secondly, | reconstruct the
main social actors (the residents and the staff), and thirdly, I recon-
struct the social activities at the institution.



3. KASANOTION: Institution and Village

... Even buildings, clothes and consumer goods,
to the extent that human beings imbue them
with social meanings, can be ‘read’ as text and
can be analysed to discover the discourses oper-
ating within those texts.” (Burr 1997: 141-2)

In ethnographic research, “there are three major dimensions along
which samrplln%( within cases occurs: time, people, and context.
(Hammersley & Atkinson 1983: 46) | begin with the last one: con-
text. In this chapter, I attempt to describe the space where the edu-
cation and brln%mg UF of the troubled girls of the K. School took
Flaqe, but first | would like to emphasis the importance of the fol-
owing points with the words of Hammersley and Atkinson:

"Taking account of variations in context is as important as sam-
pling across people. Within any setting people may distinguish be-
fween a number of quite different contexts that require different
kind of behaviour, ... This contrast is an example of a more ab-
stract distinction between frontstage and backstage regions devel-
0p9d by Goffman” (1959: 114-15, in Hammersley & Atkinson
1983: 51).

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

“..we must identify the contexts in terms of which Feople in the
setting act, r_ecognlsm? that these are social constructions not
physical locations, and try to ensure that we sample across all those
that are relevant.” (Hammersley & Atkinson 1983: 52).
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The description applies to the time 1 completed my fieldwork at the
institution. | make the point because certain circumstances at the
school that were described as being problematic may be resolved by
nor\]/v, Isuch as problems concerning the sanitary conditions of the
school,

3.1. Reconstruction of the Stage

The description of space is important for two reasons. Firstly, space
is produced by human activity, and hence tells a lot about this activ-
ity. Secondly, the same space may have different meanings for dif-
ferent actors at different times, de endlnq_ on the relationship be-
tween the person and the space. The particular meaning which is
attributed by different actors to the_phrsmal space helps to under-
stand the effect of activity on a particular actor. In the following, |
portray the space of the K. School as | found it during my field
work, ‘and then try to reconstruct the meaning of this space to other
actors: the residents, mid-level staff and managers.

3.1.1. The Village

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

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

A student of special pedagogy who did her practical studies at
the special school at the same time | was doing my field work there,
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characterised her feelings about the institution and its environment;
"This village, this K. is itselfa closed world.” .
| had very similar feelln?s about the place, partly Ferhaps it is
situated in a remote part of Estonia and is hard to both reach and
leave. Only three buses a day drove th_rough the village, one in the
morning, one around noon, and one in the evening. Another bus
route passed the village three kilometres away on a highway. One
has to plan trips in and out of the village carefully and in qood time,
and even then the bus does not always show up on schedule. If peo-
Ple miss the bus, theY may choose to hitch-hike or even walk the
ifteen kilometres to the town. Once | ended up walking the entire
way because | was late for the bus and no car would pick me up. On
weekends the transPort situation_is even harder. There are fewer
buses and other traffic. Hence, without a car of one’s own travelling
bo K..t():ogld be quite a problem, as the student | mentioned ahove
escribed:

‘1 was always, afraid of being late for work. Quite often it hap-
pened that | missed the bus, and had to hitch-hike. ... Once | came
to the school by taxi. It was quite expensive. | calculated that with
the monthly salary | earned at the school | could take a taxi four
times... | was a part-time educator and had to come to the school
exactly four times a month." (1.10.7.a)

There are different ways for the residents to travel to the school.
When th_eK come for the first time, they can be taken by car accom-
F_anled either by an authority (a youth police inspector, child-protec-
lon worker, or a children’s home educator if the resident lives in a
children’s home) or their parents, and some girls even come alone by
bus. Every case is individual and depends on the particular girl and
her situation. (In more detail, see chapters 4.1.2. and 5.1.).
When one comes to the village, the first thing he/she sees is an
empty building near the road6. f(There are also 'some other aban-
doned buildings in K.). In front of the building, there are bushes and
behind them, a dog on the chain who salutes all stran%ers b% barkln?.
The K. School can'be seen on the right hand side behind the empty

0 | learned later that the building was used as an accommodation for the
teachers and other staff of the first educational institutions in the village.
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building. The school building is a former manor house that was de-
stroyed in the summer of 1941 during the war. The house was com-
ﬁletely rebuilt in 1956-1957 on the foundation of the former manor

ouse. Between 1957 and 1965, the premises were used as a chil-
drﬁn’sI home, then an industrial school, and after that a boarding
school.

On the left hand side of the empty building, a stadium can be
seen — a big field overgrown by grass Surrounded by a fence that is
broken here and there. A little Tarther away there is a ?roup of
blocks of flats, where most of the staff of the K School live. The
blocks of flats were built in the 1960s and 1970s and they express
the style of typical Soviet village architecture — a town-type dwell-
mg zone, which were built everywhere in Estonia of the "1970s and
1980s. The buildings were three stores high. The village’s only shop
and the i)ost_offlce were situated in one of the buildings. The shop
was small with only one shop assistant working there, and if she
happened to be sick, the shop was closed. Once during the time |
spent at the village the shop was closed for two weeks, Goods to the
village shop were delivered once a week, on Wednesdays. The shop
only carried a small selection of everyday necessities, and on
Wednesday afternoons after the delivery there were long lines of
People.queumg for their shopping. In April, the shop was renovated
0 be bigger, nicer and more modern.

_ The next shoppm% place was three kilometres away, near the
highway. Once a week, on Thursdays, a small ShOF Wwas open at the
K. School — but only for the personnel. At first, | thought that the
shop was for the residents' use, but soon learned that shopping was
completely ﬁr(_)hlblted to the residents. If they wanted to buy some-
thmgi with their own personal money that was handled by an educa-
tor, they had to ask the educator to make the lpurchase.

There are some ervate houses in K. as well, but they are few and
far between from the centre of the_V|IIa%e and do not form a com-
plex. K isa typlca_l IV|IIa?e built during the Soviet time, and is very
different from traditional Estonian rural villages and farm land.

When, during an interview, | asked an old K. village inhabitant
what she would consider to be the most |mPortant_character|st|c of
the village, she told me a long story about the village’s Rast 8 a

home for educational institutions. The first village school had been
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founded already in the 18th centur}/_. She attributed a special role to
the K. School, which to her was first and foremost an educational
institution.

3.1.2. The Institution

First 1 have to explain the reason WhY | choose to call the institution
by the name of the K Special School. I did not want to use the real
name of institution, even though the school is easily identifiable in
Estonia because there is only one such institution. Moreover, | use
lot of documents as references (such as newspaper articles, televi-
sion broadcasts and Internet address), in which the real name of the
institution appears. Nevertheless, | prefer to use this altered name
especially because of the allusion to Franz Kafka whose novels |
thou%ht of very often during my field work.

The school was opened as @ special vocational school for_young
female offenders. It was the only such institution for Estonia an
Latvia. The school Bro_wded secondary education, which was obliga-
tory in the Soviet Union, as well as vocational education. The resi-
dents could acquire a qualification in the occupations of a dress-
maker, knitter or gardener. There were three official objectives; to
teach the pupils according to the curriculum of ordinary secondary
education, to instruct them in vocational skills, and to provide them
with a stable upbringing. . _

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

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

The K. Special School is an institution that officially belongs to
the Estonian state educational system, thus it is subordinate to the
Ministry of Education. As Ion% 8 there was not a specific law that
regulated the functioning of the institution (between 1991-1999),
decisions about the sending a youngster into a special educational
institution were made by a special commission appointed by the
Ministry of Education. However, at that time, children and young
people were sent into closed institutions without a court order. In
essence, this means that such institutions functioned on a quasi-legal
basis. The institutions were financed by an appropriation in the state
budget, but there was no statute to regulate the funding. The new
statute on the K. Special School was confirmed by the Minister of
Education on 25 February1999. N

During a period of séven years from 1991 to 1999, the official
status of the institution was tied to the Soviet system of the man-
agement of troubled young people developed by Makarenko. He put
priority on pedago%lcal methods in the process of reforming the per-
sonalities of troublesome young people. At the time when the K.
School was opened, the manaPement of troubled young people con-
sisted of three parts: control, care and pedagogical re-education.
((jThe juvenile justice system in the restored Estonian Republic was
iscussed more in detail in chapter 2.4.1.3.)

3.1.2.1. The School Building

The K. SPemal School is surrounded by a high wooden fence. During
the day, the %_ate Is wide open. The open gate and the broken fence
have a symbolic meaning, which | came to know soon after | arrived
at the institution. The manaPers and other staff members repeatedly
pointed out that the school is not such a totally closed institution
now as it was during the Soviet era, and this is particularly demon-
strated by the open gate. The open gate could be perceived as a
metaphor of the openness of the institution. The gate is closed at
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nlﬂht and also when the girls had violated the regime of the special
school in some serious way. For example, once money was stolen
from the kitchen staff and nobody confessed as being cuIFabIe. The
managing staff declared that the school would remain closed until
the mone¥ was returned. The gate was closed and the residents
could not leave the premises of the institution even escorted by staff
members. Hence, the open-closed gate is a peculiar method of dis-
ciplining the residents, as well as a peculiar method of demonstrat-
ing the staff's powers. However, this kind of demonstration of
Power was not always very effective; the gate remained closed for
vvto dayés but was opened again even though the money was never
returned.

A gate that can be either open or closed is more of an ideological
device. The staff wants to demonstrate its good will towards resi-
dents by allowing more freedom, and if the ?ate Is closed it signifies
that the girls are unworthy of the trust. In tact whether the gate is
closed or not has no real meaning for the residents, because the¥ are
at all times kept behind locked doors and under the control of the
staff. The doors of the dormltor%/ are locked, the doors of the school
are locked and the door near the dining room-is locked. The resi-
dents can only leave the main building or the premises escorted by a
member of the teaching staff or other personnel, or with a special
P_ermlt by the headmistress. In a peculiar way, the open gate in fact
imits the free I|V|ng space of the residents In the sense that when
the gate is closed, the residents could use the yard more freel%. On
the other hand, if someone really wants to run away, it is possible at
any time — as the fence is full of holes. . _

However, the open gate has an important symbolic function for
the girls. It seemed to be wortant to the residents to see the open
gate from their windows. When the gate was closed, it raised Tear
and nervousness among them. The reason for this is probably the
fact that the open-closed gate demonstrates the present stage of the
relationship between the staff and the residents. The girls become
nervous seem_(ﬂqthe gate closed hecause it demonstrates the staff’s
discontent with the residents, and this also means that the girls’ ac-
cess to other facilities is limited.
~ Whatever the real situation is seen to be, the open gate symbol-
ises both the will to appear more open and the accessibility of the
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institution to the community/society. The public appearances of the
school, such as television broadcasts, newspaper interviews of the
managing staff and the Internet home page, speak for this will as
well — and so does the open gate itself.

3.1.2.2. The Living Space and Living Conditions at the Institution

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

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

“The premises consist of 38.3 hectares of land, including four
b!JI|dIn§iS, a garden and a sports field. Part of the premises is at the
disposal of a subsidiary farm, which produces some of the food con-
sumed at the school.

The buildings: _

1 The main building — a three-storied, former manor house,
where the administration rooms, the dining room, the hall
and the bursary rooms are located. On the left flank of the
building there are classrooms, the staff room and secondary
rooms. On the right flank there is the dormltorY. with ifs
washrooms, the educators’ rooms and a school ‘clinic’ con-
sisting of a_sur?ery,_ an area for procedures with dental and
gynaecological facilities, a physiotherapy room, and two in-
patient wards with six and four beds in them respectively,
and washrooms. _ o

2. The production building — a single-storey building linked
to the main building by a corridor. Here the workrooms,
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fanddclassrooms with sewing machines and looms are to be

ound.

3. The gymnasium, and its changing rooms and washing areas.

4. The accommodation area — a single-storey building, hous-
ing the workers’ own rooms, an office and storerooms.”

It is interesting that this description does not mention the penalty
rooms. There were two of these at the institution: on the first floor
of the main building, in the out-patient section there is one called
‘isolation’ with a window made of special glass through which the
room’s occu%ant can not see, and the other in a separate building by
the gate without any window at all. There is no other furniture in
these rooms, and the resident ordered to confinement is given only a
mattress and a blanket to sleep with. For toilet needs, the girl is
iven a chamber pot which she must empty herself. When | asked
the residents what is the most difficult _thm? in K., they told me re-
peatedly that this is the most humiliating thing in the whole pun-
Ishment. The maximum time for isolation was three daKs. .
The exterior of the main building did not look all that nice from
the front, but from the back it gives an even more depressing im-
pression. There once used to be aterrace which is now totally ruined
with steps overgrown with weeds and moss. The remains of the ter-
race railings are broken and falling apart. In the words of a Ministry
of Education expert on special schools in Estonia during a meeting
rsgardmg another éJFOJeCt connected to special education in Estonia,
‘K. has a withered appearance” — (It was aprO{.ec.t carried out by
sl%egcgsal pedagogues in which | was invited to participate (K0rgesaar

A quite large area of land behind the main building, perha?s best
defined as a garden, is empty and unused. Behind the garden flows a
big river. Here and there are heaps of rubbish. The ?IVGS a similar
|mptr)e%jsmn|,of abandonment and disuse as the school stadium de-
scribed earlier.
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3.1.2.3. The Dormitory

The residents live on the first two floors on the right ‘oart of the
main building, which form the dormitory of the school. The first
floor is reserved for girls who are in the ninth, or final, form, and the
rest of the girls occupy the second floor.

Looking in from the entrance of the second floor, there were two
long corridors. One opened straight ahead and the other to the right
hand side. Near the entrance was an armchair and a table with a
lamp and some hooks laying on top. The hooks were for the night
watch(wo)man to keep ‘records on the girls, such as information
about missing girls, marks of who stayed at the in-patient ward of
the clinic or was ordered to isolation in the penalty rooms, who was
visiting at home, who had changed to another bedroom, the names
of new residents, the names of girls who needed to be woken up at
night because of hed-wetting, or who had kitchen duéy the next day
and had to qet up early. The books often disappeared or were torn.
Sometimes there were Aust sheets of paper with the necessary in-
formation scribbled on them. The table was accessible to residents.
This was the place where the educator on dutK and the night
monitor spent their time. It provided a full view of the corridors,
~ Over the entrance door there was a bell which announced the
times of all the daily activities for the residents. The residents woke
up to the sound of the bell, they went to breakfast to the sound of
the bell, they went to their school classes to the sound of the bell
and so forth Tor the entire day. The bell has a very loud and unpleas-
ant sound. 1 was constantly startled by this unéxpected and sharp
sound, espemaIIY in the beginning.

There was also a little room for the educators’ use near the en-
trance of the second floor. However, it was not easily accessible.
Only a few educators had the key to the room, and an additional
Froblem was that even their keys did not always work because the
ock was often broken. | always had to ask one of the girls to come
and open the door for me, and they were quite crafty at this task.

There was the toilet in front of the educators’ room. The wash
rﬁom wa_lg| around the corner. The girls’bedrooms were in rows along
the corridor,
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The toilets form a special area in the institutional space strongly
connected to the privacy of the residents. Erdsaari (1994) points out
the significance of a study of the use of s?ecmcally Institutional
spaces to clarify the relationship between staff and clients. She em-
phasises that in official places which Pe_ople visit for specific pur-
poses, staff and clients use separate toilet rooms. In the case of
closed institutions, the relationship between the staff and the resi-
dents becomes even more pronounced with regard to how sanitary
facilities are arranged. In the K. School, the residents toilets could
not be closed from inside. The staff was free to enter any time thely
wished. The Pracuce was explained by the general rule of the girls
being under total supervision; meaning 24 hours a day. However,
despite the fact that most educators entered the toiléts randomly
and without warning, the residents used the toilets for different
kinds of prohibited activity. Toilets were the places for smoking
c;qarettes and the settling” of scores and relationships with other
aurts, : :

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

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

The names of the girls who live in the room are marked next to
the door. The residents liked to switch rooms and also frequently
attempted to, even though it was forbidden. The %IHS tried to find
arguments to convince the educators of their need to change rooms.
Sometimes this worked out, but the staff did not like it when the
residents chanPed their living places. Obviously, the names b){_ the
door should also have been changed according to the actual IVIn%
arrangements, but this did not always happen. Thus, it seemed tha
the names by the doors were mostly just fiction. As a rule, the edu-
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cator on duty informed the night monitor if a resident moved into
another bedroom. _ _

Thea Bearance of the bedrooms was plain: old mismatched fur-
niture of beds, nightstands, chairs, wardrobes, tables and mirrors.
The rooms also looked very different from each other: some bed-
rooms were clean and in order while other rooms were dirty and
Messy. _Man%_(fnrl_s had houseplants in their rooms which made them
look a little bit nicer.

~ The furniture was old and often broken: the doors of wardrobes
did not close, the nightstand drawers did not open and so forth, One
educator explained: “The girls are so reckless. _heK cannot use things
neatly, they break eveaythlng that lands in their hands." (1.17.R.a.)
Another educator told me: “Before, the girls were punished for
breaking furniture, but now they do what they please. Our only car-
penter isn't able to repair everything." (L2.B.c.) Many times when
the girls were attending classes, | saw the carpenter come to the
dormitory to fix things; furniture broken by the girls as well as other

things.

I‘gxcept for three of the rooms that were obviously redecorated
more recently, the wallpapers and the ceilings of the rooms were old
and dirty. The ceilings are high as expected in such an old building,
and it was |mF053|bIe for the girls to reach up and keep the walls and
the ceilings clean. In some rooms, there was evidence that the ceil-
ing had leaked. The poor condition of the bedrooms was fre(?uen_tly
discussed in the educators’ meetings, for instance in the following
way.

EE—educato_r; M.= manager — hoth Estonians) . _

: Last time, when this Russian family visited a girl and |
showed them her bedroom | was ashamed. It is so... (ugly). .

M.. It is possible to repair some rooms. Of course wallpaper is
very expensive, but if the girls behave themselves and the edu-
cator wants... It is a solvable problem ..." (I11.4.)

The conversation above demonstrates how the quality of the bed-
rooms was tied to the girls’ behaviour. Another point of significance
in this connection is the fact that the or%anlsatlon of repairing and
redecorating the rooms meant extra work for the educators.
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What surprised me was that in some rooms the beds were placed
next to each other, which the girls _exF)_Ialned by being scared of
sleeping alone. The staff did not ﬁermltt IS, however, .

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

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

~ The institution had a laundry and also provided clothes for the
girls if necessary. When a girl [eft the institution, all clothes had to

7 ‘Komorka’is a Russian word that means a larder or a pantry.
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be returned. Even tights were to be given back. Most girls, however,
used their own clothes and did their own laundry. _

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

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

There were also mice and rats in the building. The management
admitted that the sanitary facilities were poor, and said they were
Elanmng to renovate the ‘toilets and build a shower. As | came to

now later, these plans were also realised. However, | could not
help noticing that the poor sanitary facilities did not seem to cause
much worry neither among the staff, nor the residents. One reason
for such an indifferent attitude towards what | considered to be a
major problem can perhaps be explained by the fact that many resi-
dents came from asocial families with much worse living conditions
compared to the inadequate sanitary facilities of the K. School.

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

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

In 1970, the Estonian school system began to use a so-called
cabinet system instead of each class havm_(% its homeroom. The cabi-
net system means that every subject has its own classroom, and the
pupils move from cabinet to cabinet dependln_% on what is the sub-
Ject of their class. The K. School also had ditferent cabinets with
facilities for the subject in question, and the girls had each class in a
different room. The classroom furniture was similar to that of the
dormitory — old and tired. On the walls there were slogans and

uotations from famous people connected to the subject. Most of

the things_on the stands on the walls were decorative and seldom
changed. There were many nice flowers and potted plants in the
classrooms. _ o

In the mornings the residents studied in different classrooms.
However, ever}é form had their own supervising teacher, and did
their homewaork in the cabinet of that teacher’s subject under the
supervision of an educator, Mg form’s own teacher taught physics
and mathematics, and so | ended up spending a lot of time in the
Physms and mathematics classroom supervising the homework of my
orm students. o .
~ The classroom had several lockers with different kinds of teach-
ing and learning aids in them, There was also an old tape recorder
and a TV set that were out of order, and some other equipment the
function of which 1 did not know. From time to time, the girls tried
to ‘repair’ the tape recorder: "These things don’t work any more” —
the girls explained to me. The other classrooms were more or less
the same. The classrooms of the Estonian teachers tended to be a
little less decorated with stands and pictures. One classroom was
quite different from the others — it was the drawing class. It was
full of paints, sheets of paper and paintbrushes, and ﬁlctures the girls
had drawn or painted were hung on the walls. There was a nice
working atmosphere in this classroom. Drawmg% was the favourite
subject of many %IHS. The best of the girls’ pictures decorated the
walls of the school’s corridors.
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The residents had to clean the classrooms twice a day: first, after
the classes ended and then after the girls had finished their home-
work in the evening. One of the residents was always on duty as the
monitor. However, the girls often exchanged their turns. To take
someone’s turn as the monitor was also a possibility to earn some-
th|n19 — and most of the time it was a cigarette.

he description presented above reflects my own sense of the
space of the institution in general. Without doubt, my perception of
the place and its meaning for me was different in comparison with
its meanln% for the residents and for the staff members. | was an
outsider who had the concrete aim to make as many detailed obser-
vations as possible. The K. School was a new environment to me,
and as such an extremely m_terestmg place because the study of it
was my work, my opportunity for development and growth in my
Brc_)fessmnal career and self-realisation. Coming to that Place and
eing there had a positive meaning for me; particularly in the begin-
ning. Despite the difficulties and fears | had, this place was of ex-
treme interest to me. It presented a challenge to me, and belnq
there was my own choice. As | observed and described the place,
focused my attention on details, which | thought are important in
order to understand how the institution functions.
~ The choice of details for description are perhaps tied to my ﬁ)re-
liminary expectations and imagination about what kind of a scary place
such an institution could be. Firstly, | expected ever thmg to be
strictly requlated; after all, the K. School is an institution hased on the
controlled education and upbrlnggng of adolescent g{;rls. | expected a
well re?ulated space with clear borders and disciplined order. | ex-
Bected hat the space was d_em%;ned to help in the socialisation of trou-
led adolescent girls, that is, to teach them norms, rules, and disci-
pline. Instead of that | found a sRace which in itself was somehow un-
requlated. It reminded me of the buildings Kafka described: if you
open a door you can never be sure that behind that door is the same
room which was there yesterday. With a little fictional exaggeration,
even the door itself could disappear. The only thing that was stable
was the fact that the doors were locked and” they were difficult to
o?en even when the key was in your hand. However, this description
of the space expresses my attitudes, which also changed during the
period of fielawork. I started to lose my interest in being open to new
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details in the space, on the one hand, because of the difficulties in my
relationships with the residents; and, on the other hand, because of
the difficulties in solving everyday problems. | also lost the oFenness
to perceive new details with the flowing of the time. The place be-
came ordinary, u lK and unpleasant to me, but after a while | %ot used
to it all. I noticed how my attitude towards this place changed during
time. What was initially extremeIY interesting eventually turned to be
boring and in the end, even hateful.

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

With regard to the dialogical character of language (see also chapter
6.1.), peoPIe use different resources of persuasion such as meta-
phors, metonyms, synecdoche and irony. Using tropes was long as-
sociated primarily with fictional texts, but it is common also in ordi-
nary everyday conversational texts, both written and spoken. (7Atk|_n-
son 1990, Billig 1991, Burke 1989, Chilton & Schéffner 1997, Gill
& Whedbee 1997, Jakobson 1969, Titcher et al. 2000, etc.) Burke’s
definition of metaphor (1989: 247-8) seems to be quite exact:

‘Metaphor is a device for seeing something in terms of something
else. It brings out the thisness of that, or the thatness of this. If we
employ the word ‘character’ as a general term for whatever can be
thought of as distinct (any thing, pattern, Situation, structure, na-
ture, person, obgect, act, role, process, event, etc.) then we could say
that metaphor fells us something about one character as, considered
from the point of view of another character. And to consider A from
the point of view of Bis, of course, to use Bas a perspective uponA."

Gill and Whedbee (1997 173) notes upon the connections of meta-
phor with human form of understanding and human experience:

“The fundamental form of human understanding is a metaphoric
process; the mind grasps an unfamiliar idea onI% by comRarl_son 0
or in terms of something already known. Thus the metapnoric lan-
%Jage In a text presents a particular view of reality by structuring
e Understanding, of one idea in terms of something previously un-
derstood. In this view of metaphor, it shapes humanexperience."
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Chilton and Schffner (1997: 222) point out the role of cultural sys-
tems where the metaphor (and other tropes) is used, and the sym-
bolic nature of tropes.

"Recurrent metaphors are embedded in languages and cultures and
depend both on the human conceptual system and on cultural sys-
tems. Selection from these systems may be used to Structure par-
ticular discourses, and to reproduce those systems symbolically."

The attitudes of the teaching staff and other personnel, as well as
the residents, towards the institution were different, and were often
expressed through a characterisation of the place %he building, the
dormitory, the area around the institution, and the V|IIa([1e). Two
confronting metaphors, a ‘madhouse’ and a home’, were

obvious expressions of these attitudes. _

The two metaphors used by actors in their (re)presentation of
the institutional space are connected with each other, and express
the symbolic meaning of the phenomenon to the actor. The meta-
phor of ‘home’ is secondary to the metaphor of ‘madhouse’, and it
seems to me that it appearS primarily as the management’s reaction
to the other. _
~ The metaphor of ‘madhouse’ has a wider cultural usage on total
institutions and systems. It was used by United States in reference
to the Soviet Union (Gill & Whedbee™ 1997: 173), but also inside
the Soviet Union. The meaning of the madhouse metaphor was con-
nected with the threat the Soviet Union Eosed from the viewpoint
of the Western world in the context of the Cold War. The Soviet
people used it to express the illogical character of the system. The
madhouse metaphor used by the K. School residents and middle-
level staff has an analogical meaning, It was a metaphor used only by
Beople who were insiders of the institution (residents and staff).

eople from outside did not use it, For the people who looked at the
school from far away it was an institution ‘like a prison’, and for
those whose activitieS touched the institution one way or another, it
was a ‘safe place’. _ _ .

In fact, in this connection also a third metaphor, ‘prison’, could
be added. However, because the Prlson metaphor was used primar-
ily from outside the institution rather than inside, I chose not add it
to the other two. I certainly was interested in the wider public

he most
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opinion about the institution. However, | did not carry out a special
study on public opinion, but simply randomly asked some People
from outside the institution what they imagined the K. School to be
like, and made notes of the words which were frequently used in
their responses. | collected these kinds of expressions of attitudes
from three categories of people. The first category consisted of peo-
ple (about twenty in number% who were not corinected with youth
work at all, and aside from the actual existence of the school have
little information about it. The second category consisted of people
who were connected with youth work and could send a_youngster
into one of the reformatory schools, such as teachers, child protec-
tion officers, youth police inspectors. They were five altogether. The
third cateﬁory Were young People themselves; primarily the resi-
dents of the 'K School but | also had an opportunity to ask seven
boys who attended a Tartu Russian school8and who were at risk to
become residents because of their behavioural problems, what they
thou%ht about the K. School.

The data | collected shows that for the ﬂeople who are not con-
nected with the educational system or XOUt work, the reformatory
exists mostly as a strict ﬁumtlve institution. "It is a youth prison for
girls", "It is a school behind hars™ "I think, it is a place with very
strong regime". The most typical answers were like these.

For those people who are responsible for sending young fpeople to
the reformatory, its meaning is qulte different: they See it first of all
as a good option for child protection and underline more the positive
influence of control. "It I1s not so much a punitive institution as a
place where the girls are at all times under control” q_rom an inter-
view with a child care inspector, Tartu). "In our situation at the mo-
ment it is the only chance to save those children.” (a youth police of-
flcere_. Another youth police officer also pointed out the protective
function of reformatories. She took a negative example from her work
about a young boy who had been killed: "If we could have sent him to
a reformatory in time as | had applied for, he could be alive now. ”

8 Inthe end of 1997, | participated in group work sessions together with a
psychologist and these seven boys. The boys, 14-16 years of age, had be-
havioural problems at school, and were at risk of being sent into one of the
special educational institutions for boys.
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For young Reople, potential residents, the K. School is a horrible
place. “It might be a terrible Elace”. Some of the respondents re-
acted to the question non-verbally — they shook their heads and
moved awa){ from the person who asked the guestion. In a word, for
young people the K. School is an institution like a prison which has a
very str(ing regimen, and the young people who are sent there are
criminals’.

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

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

The metaphor of the K. School as a prison was mentioned only
once by a resident when a girl asked me: "How come you don't un-
derstand that it is a prison with its own rules” fll_.28.T.). The meta-
phors ‘madhouse’ and ‘madness’ | heard several times a day: "I hate
this madhouse!” (11.25.2.), "Why do I have to stay in this mad-
house?" (11.12.0.), "For how Ion?( can | stag in this madhouse?”
(I/I3A2, "This is a madhouse, you know” (11.26.C.), etc. .

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

The metaphor of madhouse was expressed in various ways. Most
often the institution was&ust_named a madhouse (‘hullumaja’in Es-
tonian and ‘oy@m in Russian). This ‘madhouseness’ was tied to
other related ‘notions, which expressed SPECIfIC behaviour of both
the residents and the staff members: “It drives me mad” ﬁ‘AJab
mind hulluks‘Merss Gect!”), “1 ?_0 madl” ("Ma lahen hulluks?’)
These expressions were full of negative emotions, and were also ut-
tered in a very emotional way — loud and clear.
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However, the institution’s peculiar madhouse attribute given to it
by for both the residents and the staff members was also connected
with the notion of ‘own rules'. However, the rules were quite differ-
ent in comparison, for instance, to prison rules. The picture of
Brlson rules in above-mentioned extract imagined by the glrls IS

ased on brute physical power: if one does not submit fo the Hosses’
within the hierarchy among the residents) she must be punished
beaten up?. The logic here is evident. On the contrary, madhouse
rules are illogical. They are constantly changing, and Reople have no
way of knowing what the actual rules are, or how they work. No-
body knows the consequences of a given act, and a one-time reaction
to a certain act is not repeated but can be totally different the next
time. One time an act leads to punishment, another time it may be
ﬁnored, or the actor even receives praise for what he/she has done.
nexpected reactions and behaviour are the main characteristics of
madhouse rules. _ . S

The staff used the notion of ‘madhouse’ for instance in situations
such as: “Thank God I'm finished for today in this madhouse!" (*Ju-
mal ténatud, |0ppetasin selles hqllumaLas_ tdnaseksJ) "Now 1 go
home from this madhouse” (“Lahen koju sellest hullumajast.’g;
“What happens here? It's a madhouse!" — when many girls yell to-

ether (“Mis siin toimub? Téitsa hullumajal’), ‘Are you Crazy?"
“Bbluto cyva Be 7). _

| myself used the metaphor of madness as an expression of sur-
Prlse, and as | was constantly surprised at the institution, | also used
he exEresg_lon daily: “One can go mad here" ("C yma cormu!”
“‘Hulluks vgib minna’). _ _ _

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

» strange, unusual norms “Here everything is abnormal™(*Koik on
siin ebanormaalne’);

* unusual behaviour “She behaves as if she was mad” (“Ta kaitub
nagu hull’), (“Tbrumg cyma cowe?”, “Caypera?);

+ feeling of inadequacy “1 feel I'l go mad here” (" wBCTBW UTO

Qo Cyva 3, o
* surprise ‘Are you crazy?”, ‘It is possible to go mad” (“C yva

cowa?” “Kpblua eet?);

o stupidity “1 am foolish™ (“Ma olen loll’};
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« mental illness, psychological disorder, insanity (“We had never
had so many disturbed girls’).

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

* anger, aggressive, uncontrolled behaviour, expressed by a loud cry

or attacks on other girls without any reason;

loud crying and laughter without reason;

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

convulsions;

defecating in the isolation room’s floor;

(tlllllttl(rjl% skin on hands and feet (“1'll calm down when | see my
0od”).

Thus, madhouse is a strange, unknown world, which is simultane-

ously dangerous and boring. PeoFIe in @ madhouse do not know what

mag happen, but they know that everything that will happen is going

to be unpleasant. People do not understand this strange world, it is

totall)% (lilfferent from home, where everything is familiar, safe and
eaceful.

: As | have already mentioned, the metaphor ‘madhouse’ &‘mad-

ness’) is widely used in ordlnar?g an?uag_e as well. In regard to the K.

School, it is mterestlnq that the staff in general used the term in

such a transferred, ‘metaphorical’ meaning, while the residents used

it also in dlrect_meanlnE. . .

When the girls spoke about their illngsses, they did not use the
word as a metaphor: *You know | am this like. (Points at her head
with her index finger.) The doctor said to me that if | kill somebody |
won't be punishe ”SII.I.K.a. ; “1.am sick, I've been in a mental hos-
pital several _tlmes_”$ 1.3.D.b.). _ _ _

An especially interesting ‘utterance is the followm%. During an
evening conversation when the residents spoke about things that
happened during the day, one girl told me: “1 visited a psychiatric
doctor today and he said to me that | will be sent to the hospital in
May. Oh, T'will get rest from this madhousel” (11.15.B.d.). The girl
expressed a very Interesting relationship between a ‘madhouse’ & a
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&sychlatrlc hospital, and a ‘madhouse’ (DyEas a synonym for the
. School. One is ‘madhouse” because there are sick people in there;
the other because a person becomes sick there. The reason for be-
coming sick is tied to the abnormal conditions in the institute. Of
course, the conditions are seen as ‘abnormal’ from the perspective of
the residents. What happens and how it takes place in the K. School
Is strange, incomprehensible or difficult to understand, illogical and
non-acceptable for the residents. . o .
~The residents’behaviour changed during their time stay at the in-
stitution. 1 had the opportunity to be Present when a few new ?IHS
first entered the school, and observe them during a period of four
months. M.’ story is QPOOd example of this kind of behavioural
change. M. was a new %lr at the school; she arrived the day before |
arrived. After two weeks, we noticed that something was happening
to her. She cried a lot and wanted to go home. She told us that she
would never get used to the life in the institution. “The girls are like
they were abnormal- wild: they cry out loud, convulse...” (11.9.1.b.).
She was a very quiet girl in the beginning, but as the time passed she
became nervous. She ate a lot and always carried many pieces of
bread in her hand and pockets and gnawed at them continuously.
She often laughed out loud. She became more indifferent towards
the staff and was increasingly difficult to make contact with, and
started behaving in a_verY demandm? way towards her parents.

When | was readmgi he personal dossiers of the residents, | had
the chance to follow also the development of other residents whose
behaviour became increasingly problematic with time. GraduaIIY,
growm? violence toward other residents was mentioned particularly
often. Tt was evident that the length of time a girl spent inside the
institution was in direct correlation to her worsenm% behaviour.

The metaphorical use of ‘mad/-house/-ness’ by the residents was
connected with expressing something strange, violent, unexpected,
boring, incorrect, abnormal, and false. As an opposite to this place,
the residents used notion of home’. Home was something not con-
nected with the institution. The girls never used the word ‘home’
when theK referred to the school. For instance, they never said
“Let’s ﬂo ome” after a walk, but something on the lines of “Let’ go
to the house/floor!” ("L&hme majja, l&hme korrusele™. The middle-
level staff used the same words when they talked to the girls, and
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avoided using the word home” "Go to your bedroom”, "Go to your
E}Iace”, "Go to the floor” ("Mine oma tuppa” "Mine oma ko-
ale” "Minge kor_rusele’%. _
At the same time, the term ‘home”was a widely used metaphor
by the managers. It was an expression of their wish to develop the
institution in the future to become a place that could substitute for
the homes of the girls who were removed from them. It was to be
the ‘real’ home for the %lrl_s who were neglected in their orlglnal
homes, it should replace their homes, and provide protection, safety,
warmth and care. However, the managers also avoided the word
home’ when they spoke with residents, but on_IY used it when they
were talking with each other. They knew that it is risky to call this
‘madhouse"where the residents were confined as home”,
~ For the managers, the creation of ‘nome’ started with the renova-
tion of building. One of the mana(iers told me that she is dreaming
about a heautitul bU|_Id|n|g where the girls will be educated. How-
ever, this metaphor is also connected to other related metaphors
which referred to treatmg the girls and caring for them as mothers
do. (In more detail, see chapter 6.3.3.) _ o
When the middle-level staff members visited an equivalent insti-
tution in Finland, they also began to speak a lot about changlng the
school building into @ ‘home”. This mainly meant re-painting the
walls, There was one thing with regard to the renovation and re-
F_al_ntmg surprised me a lot. The work was not started in the actual
ving space of the residents, but in rooms which were little used by
the girls themselves. For instance, there were nice rooms meant for
the Use of a rehabilitation group for girls who would be Ieavm(_% the
school9. These rooms were redecorated long before the end of the
school year. At the same time, many residents had to live in rooms
which were in very bad condition, o _ o
~ Nevertheless, not every of resident disliked the life at the institu-
tion. On the contrary, there were girls who were used to the regime

9 The management had outlined a programme for those residents who had
no place to go after they left the K. School. This was the first time the insti-
tution provided a meeting place and other forms of support to the girls. The
programme was implemented only after | had left the institution, and there-
fore | have not included it in my research.
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and the life style, and had good relationships with the staff and
other residents. However, even these girls used the metaphor of
‘madhouse” in reference to the school, and avoided using the word
rome”about it. There were girls who in fact had no home at all, but
even they dreamed about the homes of their relatives where every-
thing would be much better, Only another institution, a children’s
home, was not a rival to the K. School. Those girls who came from a
children’s home never regarded the place as a ‘ome’ and had no
daydreams about it. However, there was not one resident who
would not dream about one place or another, however inaccessible
and far away, as a real home. There was a ?_Iﬂ in my group, for in-
stance, whose mother was in prison, father lived in another country
and she had stayed in a children’s home before coming to K. She
had no relatives except for one distant aunt, whom she had visited
only a few times durmg her entire life. Now she called her aunt of-
ten, and spoke to me about her dream to go and live with her.

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



4. THE RECONSTRUCTION OF ACTORS

"... our identity and ourselves as persons come
to be produced by socially and culturally avail-
able discourses. ... Discourses, provide us with
conceptual repertoires, with which we can rep-
resent ourselves and others. (Burr 1997: 140-
41)

In this chapter, | attempt to represent the participants of the insti-
tutional activities in the K. School. The main actors are the residents
and the staff. Because this research focuses on the role of interac-
tions in the process of mana%lng troubled young people, the follow-
ing description is construed through self-presentation and presenta-
tion of the ‘other side’ of the interactive partners. In the Rrocess of
interaction, people interpret not only the events and phenomena
around them, but also their own personal selves. Other people’s in-
terpretations of oneself plays a specific role in this construction of
discourse about oneself. urm% the socialisation process (learning to
speak) a child m_m_ultaneou,slkf earns techniques of interacting, that
IS, shares the defining and in erpretln% processes, and participates in
the construction of his/herself together with other people around
him/her. Socialisation as the internalisation of rules and norms con-
tinues through the adoption of ready meanings and ready interpreta-
tions (interpretative repertoires, see Burr 1997: 116-118). Self-
identity is a result of socialisation as a collective process that 1s based
on the ‘opinions other people — socialisation agents — who transmit
information /reflection to the subject of socialisation about him/her.

“What is the self that the child recognises? It tends to appear as a
third person. He takes that form of the self which appears in the
speech of other. He is good or bad. That becomes the model for the
child in building up his own self." (Mead 1982: 54] “The posses-
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sive as well as the personal pronouns helong to the 'me’; the self is
secondary. Others come into existence first ofall, and later one be-
comes aware of one’ self." (Mead 1982: 56)

Every Rerson has not only one but many reflective interpretations
about her/himself, and based on personal experiences sympath?/_,
and so on, makes choices which result in the creation of the Signif
cant other’. The process of presenting oneself involves such factors
as the imagined expectations of the audience and the wish to reflect
those expectations, which both deBend on the importance of the
audience to one: one’s own image about the role in which one pres-
ents him/herself; the current sifuation; and the Meadian ‘significant
other’. On the one hand, this is a vquntar?/ ﬁrocess: one Iar?ely de-
cides what parts and aspects of him/herself he/she chooses to Show
or tell to the others. In short, the child — or any person — is a
product of a collective constructing process, in which he/she is one
of the partlplpants. _

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

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

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

| seek answers to the question of why people made the choice to
give out the particular kind of information they did about them-
selves, others and their activities. . _ _

In addition to the self-presentations, I include information about
the actors that | acquired from public sources, such as official
documents about the Institution and descriptions of institutions for
troubled young people published b{ the Ministry of Education. |
treat this information as independent data.

4.1. The Residents

The official definition of K. School residents is: the residents are
teenager girls under seventeen years of age "who have broken the law
or have systematically avoided school, loitered, ignored moral norms,
and require strict education” (Rajangu & Meriste 1997: 32&. In the
new mandate of the institution, which came into force 25 February
1999, the K. Special Needs School is defined as a “School that offers
primary education, and where such pupils (female) who need special
guidance in education to complete their compulsory education are sent
either by a recommendation of the youth commissions with a verifi-
cation by a court, or on the basis ofa court decision. ” In an Internet
web-side the school defines their residents as girls (tiitarlapsed), who
bear a rud%e against the law. (httﬁ: //wwyv_.luun#a.ee/~kaagvere/
17.03.01, 754 lﬁ In recent Years, the definition of the residents of
the K. Special Needs School has become increasingly homogenous,
but the educational role of the institution has remained the same. It
Is tied to current developments in the residential management of
troubled young people in Estonia along with the Juvenile Sanctions
Act that came into Torce in 1998, one year after the my fieldwork in
the K. School for this study (this was discussed in chapter 24.1.3.).

The number of residents changed over the time of the field
study. On L February 1997 the number of residents was 86, and by
the end of May 1997 — 90. The number of the residents fluctuated
in the following way:


http://www.luunja.ee/~kaagvere/
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2 residents who had escaﬁed and been missing for a long time

were caught and taken back to the institution

* 6 new residents were sent to the institution. _

« 2 residents escaped in April and didnt come hack during the pe-
riod of my fieldwork _

* 2 residents were discharged from the school just before the end
of the session (1997.05.14.) (The details about this event will be
described in chaﬁter 55)

One resident had the privilege to leave and return to the school as

she pleased, and | even am not sure if she was included in the list of

Puplls. Another girl, a daughter of a member of the staff, attended

he school at the time. However, she did not star at the dormltorr

but lived at home with her mother. All and all, it is difficult to tell
the exact number of the residents at _anY given time because the
number changed back and forth very quickly.

The youngest of the girls was ten years old. The average age of
the residents was 14 years. One-third of the residents were Russian-
speaking and studied in Russian language at the K. School, and
formed their own community.

4.1.1. Naming

In the official Estonian legislation, children (persons under 18 of
age) who have special educational needs due to different kinds of
learning difficulties (mental, physical or behavioural) are named ‘de-
viant’ ﬁhalwk), and the special needs schools for them are named as
‘special needs schools for deviants’ (‘hélvikute erikoolid’) (Estonian
Law on Primary and Secondarg Education ]paraggragh 4(1 ,(2),(4_?;
garagraph 16(2]; paragraph 21 ( ),(3),&4) (RT 1 1993). The Juvenile
anctions Act does not use the same term. The subjects of law are
defined as minors (juveniles) aged from seven to eighteen years who
have violated either the criminal or administrative law, compulsory
education as it is prescribed in the Law on education, or use alcohol,
dru%s or psychotropic substances (RKs RT I 1998).

~ The term ‘deviants’, or ‘delinquents’, is also used in the profes-
sional Estonian literature SAunapuu. 1989, 1992; Peretsell 1997
Strompl 1996, etc.) A new term, ‘children with problem behaviour’



114 The Reconstruction ofActors

Kraav & Koiv 1997, Korgesaar 1999; Kdiv 2000; Laane & Laane
999; Laane 2000; Leino 1996, Strompl 1998, 1999, etc.)D ap-
peared in the end of the 1990s. Juridical literature uses TJurldlcal
terminology such as ‘criminal offenders’ and fjuvenile offenders’
(Ginter etal. 2000, Kaugia 2000, Raska 1980, Saar 1988, etc.)

In the K. School, nobody called the girls ‘deviants’ &halv_lk) or
delinquents’ (‘seaduserikkuja’), even though the identification of
the institution as a 'special needs school for deviants’ (‘hélvikute eri-
koolg Is evident. _ _ _

The residents call themselves ‘girls’ (‘tddrukud’) in Estonian
which is a neutral name for female young people. In Russian there
are some differences in names. The Russian residents call each other
and themselves ‘ze&1— a low-style word which can either be used
to indicate that a young woman has reached sexual matur|t¥ but is
not married, as in old maid (‘BBeKBTMFAR), to refer to a
parlour-maid in an old-fashioned, low-style way; or even to a (non-
%oggssi%gal) prostitute (‘Bzo Hob numen y =R, (0zhegov
_ When 2he Estonian staff spoke about the residents, they primar-
ily used the term ‘child’, ‘children’ Qaps) and also ‘girls’ (tudrukud),
or, more rarely, the word ‘plika’. The Estonian-English Dictionar
gives the next’ English equivalents to ‘plika” “teenage girl (Am.sd
teenyboEEer, flapper, (s1),(Am.fam) hobbysoxer, hussy, huzzy...”
(Saa%pa 1992: 639). _

The Russian staff'almost never used the Russian word ‘pemax
or ‘& (child, children) in the conversations among themselves
about the residents, but usually the neutral and polite word
yi: which means ‘female child’ or the word used also by the
resident: In interactions with the residents the Russian staff
also used the ‘L@ (girls), but almost never the word ‘e
which means “young unmarried woman’, ‘young lady’. Referring to

g‘probleemk'ai_tumise a laps’) or ‘problem child’ (‘probleemne laps’)

10 The using of such stigmatising terms was common also in case of dis-
abled people. For example, the Estonian Statistical Yearbook used term
‘handicap’ until 1998 and since 1999 started to use term ‘people with spe-
cial needs’. However, it is not exactly clear whether this category also in-
cludes children with special needs due to behavioural problems.
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and speaking with an individual resident, the staff used her last
name. This IS a p_revallln? practice in Russian schools. Despite the
fact that the Russian staff did not use the word ‘child’, the attitudes
of both the Estonian and Russian staff members were the same: they
perceived the residents as persons who were not able to take respon-
sibility for their actions, as well as were in need of care, control and
protection; in aword, dependent.

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

All of the residents were sent to the institution by a special commis-
sion _appointed by the Ministry of Education. The procedure of
sending a !uve_mle to a special needs school was prepared by the local
child profection worker together with the child’s school and the
Youth police. In administrative terms, the procedure was considered
0 be a change of school, and therefore parental consent was re-
Quired. The commission deliberated on the case of the girl in ques-
tion on the basis of documents such as the written parental state-
ments, reports from school written by the ?_II’|’S form teacher, the
last school report, and a personality description %ven by the child
protection worker and/or a youth police officer. All of these docu-
ments together with the decision of the commission are filed at the
institution. When | read these documents the style of the parental
statements caugiht my attention. They were quite similar to one an-
other. A typical text was written on the lines: “Please helsp me, |
cannot cope with the upbringing of my daughter any longer. She does
not obey me, she runs away from home, she disappears for long peri-
ods, she wanders around, she does not attend school. She has bad
friends, and indulges in alcohol.” Sometimes a phrase such as “She
stole monez from home" was added. _ _

~ After the new law was passed in 1998, sending a child to a spe-
cial needs school can only be done by court order (see chapter
24.1.3.). Such a severe sanction can be used, for instance, in a case
where a youngster has committed some serious offence ar[}alnst the
law. More minor behavioural problems, such as school truancy
alone, is no longer a sufficient reason to send a child to a special
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needs school. This also signifies that the special needs schools are
becoming more of correctional institutions. Now, a large part of the
residents of the K. School can be young female criminal offenders,
whereas before 1998 it was ﬁrlmarlly )éoung people with different
troubles and even problems that were the result of the life circum-
stances rather than directly caused by the children themselves who
were sent to the school. For example, conflicts with parents could
result in the parents appIng for permission to send their child to a
special needs school. In the new situation, where a criminal offence
is the primary reason for sending a youn?ster to a special needs
school, there ‘is an expected tendency that the resident body will
become more homogeneous, and consequently their management
can be planned according to this homogeneity. During my fieldwork,
and years before, the residents were a heterogeneous group, s.tar_tlnﬁ
from neglected children at risk and ending up with very difficu
criminal offenders (see Strémpl 1996).

4.1.3. The Residents Present Themselves

The following data was produced during my conversations with the
residents. In the evenings when | was on duty in the dormitory %or
‘on the floor” as it was Called in the vocabulary of the inside staff)
the residents liked to talk with me. | was not an exception among
the educators: most of the ?IHS were looking for opportunities to
have a conversation with staff members. The most preferred topic of
conversations with staff members were one or another of the cur-
rent problems of the residents, relations with other residents, or
worries about their home and family. Otherwise, the girls were
agreeable to talk about whatever toPlcs concerning their own life.
During these evening conversations the girls talked about their life
before the K. School, about their families and home, and told stories
about their journey to the institution. | usuaIIX had one-to-one con-
versations with the girls when there was a sufficient amount of edu-
cators on duty, and the others gave me the pO_SSIbI|It?{ to have indi-
vidual conversations, which usually took place in the little educators
room on the second floor or somewhere in the corridor or in the
residents’ bedroom, during walks and other such private situations.
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The initiative for such conversations came from the residents. | was
actually surprised how much these teenager %IHS wanted to commu-
nicate with adult people, especially when the communication was
free from condemnation and the adult did not use the oppo.rtunltr
to preach. Durlng these conversations, | proposed that the girls tell
me what they themselves choose to tell, rather than answer m%/
questions. In"my field notes there are 37 registered stories, whic
are all different from each other: they vary from brief pieces of in-
formation to deep and detailed autoblograPhlcaI stories. These con-
versations lasted from a short 10-15 minutes to over an hour. With
some residents | talked several times about the same topic. Natu-
rally, | had the chance to learn about the lives of the girls in my own
group in more detail, but also residents from other grqulps often
sought me out for conversations, particularly Estonian girls. | was
surprised when the university student of special pedagogy — that |
mentioned in another connection — who was at the institution at
the same time as |, told me in her interview that it was the Russian
irls who most frequently sou%ht her company for conversation, and
that in her opinion Russian girls were more_open to communication
than Estonian girls. (The student herself is Estonian.) I had an oppo-
site _exi)erlence:_many Estonian girls came to me, who to them was
officially a Russian educator, for a talk in private’. One explanation
for this' may be that both | and the student were outsiders ?new
workers?q, and even more so to the residents from other parts of the
school than were we primarily worked; | for the Estonian girls and
the student for Russian girls.” This situation guaranteed that there
was a good chance for the conversations to be more informal, ‘off
duty’, and free, without the risk of using the information the girls
revéaled about themselves to others, or even against the girl herself.
At the same time, this distance ﬁrowded the opPlortunlty to mix a
little fantasy into the story. This aPpened a few times, but the fan-
tasy parts were so obvious that it was not difficult to recognise
them. Some residents, for instance, described actions where they
behaved in a very hold and heroic way, or described their family
members as eminent people. The exaggerations with which the resi-
dents embellished their lives stories is an important part of the data
In studying their Rersonallt}/. | did not deal dl[ectl\xlwnh this topic
which should be the task of a school psychologist. When I suspecte
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that that qstorY_I had heard was somewhat embellished, | later
sought additional information by either reading the personal case of
the girl in question or asking other staff members who knew the
personal histories of the residents better. o .

~ However, in general the girls embellished their stories surpris-
ingly little and the exaggerations touched not so much the facts, but
the “details of the stories or interpretations. On the contrary th.e%/
told stories about their lives before the special needs schodl Wit
ordinary simplicity. As a rule these were terrible stories about their
family background, about heavy drinking, conflicts, flghtmﬁ, killing
and suicide. Many residents were orphans whose mothers had been
murdered, committed suicide or died from drlnkln%. One fragile and
tender young dglrl with big brown eyes introduced her family: her
mother choked to death on her own vomit, her father was in prison
convicted of murder, she and her younger sister lived with her
grandmother, but the ﬁrandmother was sick and the girl spent most
of her time in the cellar with her friends. Once the grandmother
sent her younger sister to call her home, but when this little 11-
¥ear-old girl came to the cellar the older sister was not there and her
riends raped her. The girl told about this event using the word ‘my
friends’. It seemed to me that this event was nothing extraordinary
in their company:

“My other friend raped his.own six-year-old sister. He was 13 then
and he didn't know that it is prohibited. But now he cares very
much about his sister, buys her everything: clothes and sweets.”
(11.28.K.)

It is important to underline the notion of knowing nothing’ about
the norms accordln% to which the children are assessed. Many girls
spoke about that that they onlr learned that certain thm?s were
prohibited when they came to the K. School. Unfortunately, they
receive such information together with strong negative assessments
given by the adults, who inform them that everyone should be aware
of what exactly the norms are, whereas not knowing ‘elementary
moral norms’is an anomaly. _ .

Fear for the mother’s life was often Rresented in the narratives of
the residents, as well as stories about the death of the mother. The
girls often had a perfectly reasonable basis for this.
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In one examﬂle from the field notes registered as a conversation,
aresident tells the story of her mother’s suicide:

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

‘R.: She (mother) was also baptised, but she made a big sin. (She
wanted to be the godmother of aunt T's daughter and that's
why she got baPtlsed.) And then, last summier she laid her
hands on”herself (committed suicide). My sister just wrote
that they went to the cemetery and lit @ caridle from'me also. |
told her'to tell my greetings to mother (cries).

. It was difficult time for you... _

R.: Yes, | took her down from the loop a few times. She shut her-
selfin the bathroom, like this... ‘What are you doing there?”
‘Nothing, — she told. — I'm washing' Ahha’— | thought, |
understand. | opened the door with a pin. She pretended that
she was going to wash, but ‘why do you need this rope for
Washlnq? And she, drunk like this, you know how it is hap-
pens? ‘It was uncle V. who made her that drunk. ... Twice
when I found her she was already unconscious ...

. Soyou didn't live with ¥our own father?

R.. | haven't seen my own father since | was two. ...He came to
the funeral... _ _ _

. And the children's home? How did you end up in the chil-
dren's home? _ _

R.. After mother's death we were staying at grandma’s. They said
they'd let us stay there until the 20f0f August. But they came
on 19, We ran"away, but they found us. Also later,” | ran
away from the children's home, or returned late at night. | got
back something like three o'clock in the morning.... Sometinies
| was also drunk. And there was this educator, u-u-u a witch
she was, she hated me, she made me write explanatory notes.
Soon | had too many explanatory notes, and they sent me to
K. .." (ILI.N.)

Another resident described her mother’ death in the following way:

II. (L = a resident; I. = the interviewer) _

“L.. Could you take a letter to my grandmother, she lives near
}{ourplace. L

l.: Tdon't know if it is allowed? ...
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L. Yes, V.V. always takes my letters when she’ going to the
town. You can read it...
0K, Just,(t;et It ready. _ ,

: | wrote i already, it's true | have failed some times. My
nerves are not so good.
Tell me about¥0urself. Have you been here for long?

L. I've been hereTor six months, from September... I'didn’t go to
school. ... My father strangled mzl mother four years ago. He
is a drunkard, | hate him.”First heY concealed from me that
it was father who killed her. The){ r
that my mother killed herself, but 1 kng t the truth.
| wanted to kill him many times. I tried to poison him with
?as, put poison into his vodka: ‘Take, daddy! Drink!" But the
ast moment — no, | couldn't do it.

. You were nght not to do it. | can understand.that you wanted
to pay him Back for your mother, but ifyou kill somebody it is
the same sin. It couldn't help your pain. _

L. Yes | understood that. And fie is punished b){ God — a crip-
ple. He has nothing: no flat, nothing — homeless! As long as |
was in the town | gave him some food, but now...

|.: Where didyou live after your mother’ death?

L. | lived with my grandma.

.. How was it therg?

L. 1t was fine. Only my uncle ... he beat grandma up. ... He
(éllelnlaﬂde)d money from her. | had to protect grandma. ..."

ALa.

When the girls explained the reasons for being sent to the K. School,
they often mentioned not attending school and running away from
home. With regard to problems in school, | expected to hear about
conflicts with school teachers and accusations of unfairness. How-
ever, as a rule the girls did not blame the school. They admitted that
they did not go to school because of different reasons: * understood
that | had to go to school, but it was so boring there... | just didn't
want to go there. Every day | told to myself 'tomorrow"." (11.9.1a)
Even when a girl told about being scared in front of a teacher, she
saw that the teacher had the H%ht to punish her: "First | was late to
the classes. We lived far from the school. Then | became scared to go

led to make me believe
know it isnt the truth. ..
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there at all, because | was afraid that the teacher would scold me for
being late. So | stopped going altogether.” (1. 15.B.c.) _

Other Estonian studies give similar accounts about problems with
attendmg school (see for instance, Heinla 2001: 93-9, Kadajane
2001: 58-65, Laane 2000: 54-6, etc.). _ o

A girl, whose parents visited her many times at the institution
and cared about her a lot, told about her ‘escape from home as if it
were an occasional accident: she drove with her friends to a cottage
outside the city, and when she wanted to return, ther realised that
the car had run out of gas and she had no money to take a hus.
Hence, there was no way to get back home that same night, and af-
ter that she was to scared go to home at all. She had been staymg
with her friends for one and a half months when the police foun
her and took her back home. She didn't go to school for about a
year. When asked how it was possible without her parents findin
out, she explained that every morning she left home, but instead o
school went to her friends. To her parents, she showed a fake time-
table, and to school she took a counterfeit letter from her parents in
which the parents’ gave notice that the whole family was travelling
to Russia for a long period of time. Records in her personal dossier
also showed that she stole money from home and participated in
?roup thefts. After she was returned home by the police, she re-
used to stay and moved in with her boyfriend (she was 14 at the
time). Her boyfriend lived with his mother, and when | asked what
the mother had to say about her movmg in, she answered that she
had explained not being able to go back home because she was at
odds with her own mother. Such stories and explanations were quite
tfyplpal of residents who came from so-called ‘normal’ families;
amilies with no visible problems such as criminal background, alco-
hol and/or druq addiction or extreme poverty. _

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

Some of residents gave themselves very critical characterisations.
A. was one of the more difficult residents at the school. She terror-
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ised other residents, didnt carry out her duties, did not submit to
the school regimen at all, and harmed herself for the slightest rea-
son. Once | arranged to have a conversation with her about her life

story.

fA. = a resident; |. = interviewer)

/I\.:
A

TET

=

>

. FromN (a'little village)

: | don't know,

T T

Would you like to talk to me?

(nods her head yes)

How long have you been here? _ _ _
(she speaks sometimes clearly, sometimes very quietly and in-
coherentIY' she is sprawled On the chair with her face turned
to the wall): 1 don’t remember.

Where are'you from? _

d'you know it?

Yes, | was there once. There is a big institution for elderly
neople there.

. And a children’ home. ... 1 did a lot of bad things to those

old people. _
Are you from that children's home?

. No, 1 lived together with my mother and stepfather. | have an

older brother, he's studying programming (computer) in Tal-
linn, my older sister also has higher education. My mom is a
store m:;magerz the steRfather -a manager of a firm. My own
father killed himself when | wass|x¥ears old. Ifound him.
Oh, that must been a Very difficult time for you... And the
troubles started soon after? _ _
No, | was eleven when | started roaming around and drink-
ing. All the bad people found me. My friends were the worst
eople around. _

0you want to be very negative?

: Yes'| like to be very bad, make trouble.

What does it gilve 0You? _
can't'think of anything whatsoever.
You told you used to drink ...

©Yes, | drank a lot,

\4\Ihat IS it that you want to escape all the time?

It somebody looks for 'kaif, it means that he/she feels the
need to escape. Do you know what it is you need?

. I need my own father.
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Do you think he had another poss_ibilitg to solve his problem?

A.:I'don't know. I don’t know anything about him. I just remem-
ber he was protectlnq somebody, and finally he got into a
fight — his face was all bloody. .

| He was a good man.

A Yes, he was.

|.: What about your mother?

A.: Mother just can't deal with me. | stole money from her shop.

.. You are_an%rywnh the whole world...

A Only with O. I'm not really angry. I can'tfight her.

| She s special. _

A.: Yes, she is my bestfriend.” (M3AQ)

In this presentation the girl describes herself as a troublemaker with
whom nobody can cope, and who does not actualha_know why she is
like that. Her family includes good people with |Hh social”status;
she is proud of them, but she does not helong to the world of her
family. She belongs to the world of bad’ (Feople who, like she her-
self, want to be destructive and behave baaly. In her narrative, how-
ever, her personality is described in the passive: All bad people
found me'. To the question why it this happened, she has no answer.
She explains the reasons for such behaviour with psychiatric prob-
lems and the inability to think. _

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

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

« father suicide and young childhood trauma;

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

bad friends;

using alcohol and other substances;

mental problems; .

inability to think, low intellectual capacity;

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

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

| had the opportunity to observe this particular resident for a
long time and in various situations, She was quite open and willing
to communicate, and we spoke with each other several times. To-
wards her schoolmates she was aggressive and constantly got into
trouble with the other residents, but this seemed to be more like a
game. The other girls were not scared of her and easily forgave her
aggressive behaviour. The general attitude towards her was rather
compassionate. She often showed her SO|IdarItK to girls who were
punished. She expressed her protest by cutting her own skin. At the
same time, she was happy and willing to communicate with staff
members, and the staff ingeneral loved her and tried to give her as
much support as possible, explaining her problems with psychiatric
reasons.

To conclude the residents’ self-presentation, it should be Pomted
out that the most typical information the residents gave about them-
selves was their family background. In ?eneral, the presented fami-
lies can be divided into so-called normal and troublesome ones. If a
resident wanted to emphasise that she comes from a ‘normal’ fam-
ily, she pointed out her parents’ social status. This was expressed as
having good johs, meaning sufficient income and higher education —

restige.

P _Thge education level of the ﬁarents was an especially important
indicator of social success and the ‘normality” of a resident in the K.
Special Needs School in its capacity as an educational institution.

In terms of Estonian history, the |mP0rtant role of education can
be explained on the one hand though the Lutheran reh%IOH, which
made education compulsory; and on the other hand, by the fact that
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since there never was an Estonian nobility to form a social class with
a high social status by birth, the only way to achieve such status was
through education. [n the Soviet Union, the role of education was
also highly valued, which was exBressed, for instance, in obligatory
secondary education. Matza (198 ?] speaks about the role of educa-
tion in the competition between the two superpowers. The signifi-
cance of education in aspiring for personal success was thus pre-
served in Estonia also in the Soviet context. . _

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

The other attribute of ‘normal’ family is the absence of substance
abuse: "My parents don't drink or smoke...” — is a typical charac-
terisation of normal parents. _ _

In the descriptions of the girls, the parents in a troubled family
are poorly educated, are unemployed or have Iow-Pald jobs, and
have problems W|th.dr|nk|n(l1, smoking and tendency towards crimi-
nal behaviour. Family problems and worry about family members
were a common reason for the girls to initiate conversation about
their family members, and ﬁ)artlcularly S0 when they were con-
cerned about their mothers. 1t is my belief that br speaking about
the difficulties of family life the residents tried to find explanations
for their own problems ‘and trouble-making behaviour. _

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

The general approach in traditional childhood studies, which has
been adopted also in Estonia, focuses on the family environment as
the most important thing in everything aspect of a child’ life. Not
one study has left the family and home circumstances of trouble-
some children without any attention. (Farrington 1999, Heinla
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2t001, Kutsar 2000, Qvortrup 1991, Tiit 2000, Toomberg 1995,
etc

One more reason for the residents to speak so W|_II|n(]qu about
their family is their homesickness. When an adolescent is placed in a
closed institution and often violently separated from his/her family,
the |mﬁortance of the family grows. N .

In the narratives of the residents whose families had no particular
problems (when a girl conceived of her family as a ‘normal”one), the
girls themselves appear as the troublemakers which, for one or an-
other reason, is directly linked to their personalities. 1 found that
when the girls emphasised the ‘normality” of their family where eve-
ryone has a successful status in society Sparents and siblings with
higher education, ‘normal’ behaviour, etc.) they expected me to be
explain why theY were the different ones. By giving their own inter-
pretations about the reasons for their ‘deviation’ they tried to test
some concepts through me. In this case, the most typical was the
explanation of problems due to mental health problems: ‘l am mad’
‘|"am stupid’, and so on, or because of an inborn negative personal
qualltr. his also becomes apparent in other Estonian studies of
troubled young people in which the residents of a reformatory insti-
tution are compared with so-called normal children gsee Kraav 2001
101-126, K_opi)el 2001; 97-109, Koiv 2001: 129-132, Réask 2001.
110-118, Vigel 1996: 96-99, etc.). , _

When the residents assessed their families and lives, the impact
of the professionals, mamly the staff of the K. School, was clearly
aﬁparent. The Ion%er a girl had stayed at the institution, the more
she used ‘correct’terms of evaluating her family life, whereas upon
arrival the most used attribute given Tor the family was simply ‘nor-
mal’. | found that girls who had recently arrived to the school spoke
most honestly about their lives and families. They spoke openly and
in simple terms about events which later, when the ?IHS faced the
societal assessment of their situation through the sfaff, began to
seem lopsided also to them. Evidently a child who has no knowledge
about the general rules and values of the society accepts her/his
family life style as the onl¥ ‘normal’ kind. The encounter with the
general rules and values of wider society produce in this case not
only the process of resocialisation, but also deepens the conflict be-
tween the child and the society.



The Reconstruction of Actors 127

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

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

One issue is mllssm%.from the presentations of almost all resi-
dents — their relationship with the K. School. In general they iden-
tified themselves as K. School residents, but the institution’s poten-
tial c_apaC|_tTy_as an opportunity to solve their school problems and
learning difficulties seemed cdriously distant. Some resident spoke
about the importance of receiving education, but this sounded more
like repeating other people’s words. It appeared that education for
them was somethmP very far away from the present, and in their
minds not necessarily of concern in their future. They used expres-

1 See, for instance, the descriptions of the process of exclusion from
school in Kadajne 2001. Kruus (1998) writes in her bachelor’s thesis about
the negative attitudes of school headmasters and form teachers towards
pupils who return from special needs schools and want to continue their
education in an ordinary school.
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sions similar to those of teachers about the importance of education
(‘People have to have primary education), but they could not ex-
plain how education could be beneficiary to themselves. My belief is
that the reasons behind this phenomenon concerned the institution’s
main function being corrective; the emphasis was not on the primary
education but control and protection, the resocialisation of adoles-
cent girls with social Problems. The schooling was thus a method of
managing the residents. There were connections between education
and the resocialisation of troubled young people that spring from the
Soviet concept, which considers resocialisation as a process of
teachmg. This 1dea reappears later in the conceptions of the staff
about their work and the aims of the institution.

4.1.4, The Staffs Narratives of the Residents

In the introductory part of this chapter | underlined that what peo-
ple think and talked about with each other is an important part of
Interaction. If we take the social constructionist notion that indi-
viduals are produced during interactions as the point of departure,
the following description of the staff’s narratives of the residents
should be observed as relevant knowledge both about constructing
glrlts; ttr.oublesomeness as well as the aims of the operation of the
Institution.

~ The favourite topic of most of the staff members in their discus-
sions with me was their pupils. They preferred it to other topics,
such as discussions about the managers, the school ﬁroblems_ éwhat
to do and how) or their own work procedures with the residents.
However, this did not apply to the entire staff, there were also
teachers and educators who Spoke openly about their working prac-
tices with the residents and how they would like to see the school
reorganised. The residents’ personal histories was the most common
’[OprC in our free conversations. As they were telling about the case
of X. or Y. the staff members characterised her in detail or at-
tempted to find explanations to the girl’s behaviour. In my field
notes there are about a hundred such narratives of the staff mem-
bers. They form the basis for the analysis | attempt in this chapter.
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The stories and especially the characterisations of the girls were
told during free conversations in very different situations starting
from the occasional encounter (in shop line, for instance) and ending
with long interviews. _ _

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

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

Thirdly, they had a firm belief in their own characterisations of
the residents’ personalities. o N o
~ The fourth feature was the conviction in the opinion that institu-
tions like the K. School are needed in Estonia. Most of the staff
members were assured that the K. School is the best possible place
for such girls, but there were also Feda({logues who thought that not
all the residents who were in K. at that time belonged there.

‘1 think that some of our r(‘\]irls don't need such a strict regime of

education. Their problems have more to do with their familigs than

t(tPeImAselv)es. | think it is not right that they were referred here."
LA.C.

When the staff members spoke about the residents they used quite
similar techniques of narration. One feature was a characterisation
of the residents in general, that is, what is common for this category
of girls’. Another feature was giving an example of a resident or resi-
dents who were either typical or exceptional in comparison to a
fnormal K. School pupil’. The third feature was telling the life story
of a particular resident and her famllY., which the staff often sharply
criticised. The fourth feature was telling stories about incidents and
activities in the K. School.
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The staff’s attitudes towards the lives of the residents before
they were sent to the institution followed the same general lines.
The blame for the girls’ problems was largely put on their Rarents
and other adults responsible for their upbringing rather than the girls
themselves. The majority of the staff members frequently expressed
their feelings of pity towards the residents. They also spoke about
the specifics of difficulties concerning adolescence and the impact of
here |t?/ on deviant behaviour. _ _ _

As | mentioned earlier, the life stories of the girls previous to

their arrival at the institution was one of the most preferred topics
of the staff's narratives about the residents. These stories were told
with a detailed narration of the girls’ family backgrounds, and the
parents were often harshly criticised. Sometimes the blaming of the
parents went on even in front of the residents. The fact that staff
members felt free to speak about a residents’ families in front of
them in a disrespectful manner is an example of typical institutional
discourtesy. The often heard ‘Why didn’t your mother teach you
that?’ | saw as extremely inconsiderate, and can well understand
why the residents resorted to the offensive counter-question ‘How
should | know why she didn't?" Moreover, one of the most common
complaints of the residents concerned staff members saying ‘bad
things” about their parents. This was recognised by the management,
who in turn reproached the mid- and low-level staff for such behav-
jour.
The oft-heard question of the staff quoted above indicates how
closely thgely link the process of bringing up a child with teaching and
learning. To socialise a child means to teach him/her. | return later
to the notion of how the socialisation as an educative process is ex-
pressed in verbalised transference of skills and knowledge.

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

“J. had a very difficult childhood. Her mother is drug addict and
also her grandmother is an alcoholic. She ran away from home
many times when her mother had orgies in the house ... "(L5.E.f.);
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"P. had normal parents, but her father died in an accident when
she was only a haby and her mother was left alone with two chil-
dren. The grandparents took P's brother to live with them and
brought him up. He is a very smart young man now. The mother
moved to a big city with P. where the'mother soon met a man and
%ot remarried. But the guy was an alcoholic_and taught_ her to

rink, too... P. has a diagnosis. There is a suspicion that'this man,
whom she calls ‘daddy’ " raped her. She never told about it hap-
pening, but there is reason to believe so. The living conditions at
P."'s home are terrible. Every time when she comes back from a visit
home, she has head lice or’scabies. P. also has a younger brother
from mother's second marriage, and he is sent to a boarding school
... P is always worried abodit her family." (1.5.E.d.)

"L.'s mother died. She needs a lot of attention, but we don't have
enough time for everyone. All the girls here need attention, for in-
stance the twins — their mother died when they were born, so the

never had their own mother and grew up in @ children’s home.”

(1.5.E.C.)

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

‘Mothers don't want give up those men. | don’t know why are they
so_much attached to"those men. They are better off sending the
child. away from home. This happens especially when there are
conflicts between the stepfather and the child, and even more so if
the stepfather is much younger that the mother. ... There are also
cases when the stepfather sexually abuses the girl." (111 .Ka)

The staff recognises that the residents’ life in_PeneraI_has been diffi-
cult, sometimes even painful because of family relations, Only one
staff member expressed her disbelief that the residents' hard child-
hood was the reason of their behavioural problems:

"... I'had a very painful childhood. Maybe if it wasn't so difficult
Pd think that our girls are victims of a hard life. But | know from
my own experience that a difficult childnood can work the opposite
way and make a person very diligent and decent..." (I.2.B.b.5)

However, the residents are assessed mostly quite critically when the
staff talks about their lives and behaviour inside the institution. As a
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rule these are stories about the breaking of school rules, organising

escapes or getting into trouble in other wa¥s. The first story | hear

on my very first day at the institution, for instance, was a story

taﬁ)outhhmiv the Russian girls had organised a collective escape from
e school:

‘1t happened on a Saturda%/ when the ([nrls go to sauna. The Rus-
sian girls made sure they had the last turn. When they went to
sauna, it was already dark. The idea was that at first the new girls
should run away and the oider girls — the orlgilnators — pretended
that they would go after the runawa}/s, catch them and bring them
back. We know very well how such things are organised. It was P.
who organised the whole thing, she is a Very bad girl, by no means
Is she going to submit to the school regime." (I.I.A%a.)

The staff’s assessment of the residents varied according to what par-
ticular phase of the girls’ lives they referred to; before, in or after
the institution. When the topic was the home circumstances, espe-
cially in a case of a troubled family, the tone was generally compas-
sionate towards the girls and accusatory towards the parents. When
the staff spoke about the future prospects of the girls, they ex-
Pressed_ worry and concem. However, when the topic of talk was
he residents’behaviour at the institution, the assessment was nega-
tive,

The most t¥p|cal_characterlsatlons of the residents given by the
staff were the ollowmﬁ. _ _ o

First, from the staft’s point of view, especially if the staff mem-
ber is also a schoolteacher, the most important qualities of the resi-
dents were their intellectual capacity that is demonstrated in their
ability to learn:

“They do Roprly in their studies, ” “They can not understand any-
thing", “Their logical thinking ability is very low now”(l.)

The intellectual backwardness is exEIained by the staff as a result of
parental negligence and the fact that the girls have not attended
school for along time, o _

Second, besides the intellectual characterisation, an important
topic of the staff's narratives was the residents” relationship with
cleanliness and order:
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“Oh, they are so sllﬂshod", "I told her several times that she has to
wash herself, but she is such a dirty girl", “Yes, we make them
clean their rooms all the time, but if we didn't do that, thely'd never
tidy up, they are just so very lazyJ Yes, their nerves are also shot",

(1)
For this sin of messiness, the staff was prone to blame the parents
v\iho did not teach the girls to keep their surroundings neat and
Clean.
Third, a common complaint was that the residents showed no
gratitude:

“They are never satisfied with anything. You can give them every-
thing, but it is never enough." *You can give them'your whole soul
and they'll spit on it." (1.)

Fourth, a very typical characterisation was that the girls were always
Iylng. This was emphasised as an expressly female trait (about the
gender issue see more in chapter 5.4.):

“You shouldn't believe them, they are not used to tell the truth”;
“They tell you whatever comes t0 mind™ "You never know when
they are chieating you", "Boys,are more honest. You can trust them
more. ... But a girl can promise you God knows what looking you
straight in the eye, but in reality ;{ou_ can never know what is in‘her
mind. ... “They will use you for their own benefit." (1.)

Fifth, this kind of general characterisation also included some infan-
tile qualities:

“They are alwaYs expecting presents” “They like ice cream and
candy”, “They like hollda_Ys and parties”, "“They are like chil-
dren,”... infact they are children." (II).)

tS,ixth, some of the residents were described as spoilt and preten-
lous:

"She thinks everything should be exactly as she wants!", ‘At home
she Hot used to glettlln? anything she wanted and now she gets upset

by this situation™, (1.

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

~ The Problems of the residents listed as they appear in the narra-
tives of the staff are tied with the general official objectives of the K.
School, and to some extent explain the difficulty of the staff’s work.
The main aim of the institution is to provide the girls with primary
education, It is evident that a pupil who has a low intellectual ca-
pacméland is seen as backward is difficult to teach. Certain problems
of a biochemical Qan, such as some health problems, which are
difficult or impossible to change, were often mentioned. One inter-
esting explanation given for the %IY|S’ problems and qualities was
their %ender. In the narratives of the staff, %IHS the same age as the
K. School residents have specific qualities that can not be changed,
but only controlled. -

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

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

A very important topic in these narratives was the future Fros-
pects of the residents. In this regard, the staff was very sceptical and
Sﬁoke with fatalistic resignation:”“What can we do? We can only hpﬁ)e
that everything will (};o well.” One teacher characterised the girls’
future prospects in a following way:

“Their fate is like this: only one-third has any family to go to. One-
tenth will get a job, one-ténth will marry arid all will be well. But
the others?"Who wants them? Who needs them?...” (1.2.B.0.)
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|t was a general opinion among the staff that nobody needs or wants
the residents after they leave. This not only justified their work with
the girls, but also %ave it a high value. The staff saw that the time
the girls spent at the school was the hap{nes.t time of their life be-
cause the Institution ﬂrowded them with the ingredients for a happy
childhood: food, clothes, warmth and rooms — in a word, home"
The girls who did have a family of her own needed to be controlled
in the institutional environment of the K. School because of their
Stormy adolescence” _ _ _
To conclude the staff's narratives about the residents, two main
approaches can be found. _ o _
* Understanding the residents as children. They are victims of cir-
cumstances, bad living environment, fam|I¥ background, parental
neglect, and biochemical processes whose futures are at risk.
* Discontent with the result of the circumstances, that is, with
%_helr character and behaviour that is problematic requires correc-
jon,

4.1.5. A New Kind of Resident

The staff mentioned that the current residents were different than
previous years. Two extracts from interviews with teachers demon-
strate how the population of the school has changed:

1
"We've never had so many seriously disturbed girls as nowadays.
There were difficult girls efore too, but the%/ Wwere just behaving
badly. Now You cannot understand what's the matter with them.
Andthe adults have to respond to them somehow. Take A. for in-
stance, she is absoluteIK_lrresponsmIe and unmanageable. Yes, the
girls now are so very high-strung. A. reacts so ferociously to the
Slightest problem... ~ ° _
Then, her functional literacy skills are ve,n{(poor. She can't un-
ﬂgﬁt?&dhaenrythmg. She can memorise, but thirking logically is very
They cannot understand why they have to study. Some of them
even think that they are too smart...
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Before, the fglrls were older and we had a secondary school —
they had a different level of ahility. Now, they are much %ounger
and have many gaps in their knowledge, they are incapable and
inadequate... _ .

Domestic circumstances have an impact on the children as well.
| their parents are unemployed or have lots of other problems they
can't coge_even_ with thelr own lives and have no energy to take
care of their children.." (1.12.G.a.)

2.
“You know this new girl? Can you imagine, she is twelve and
doesn't know anythln%,about the seasonsLShe can't read a thing...

| thought | wouldTike to attend a course for elementary school
teachers because | don't know what methods to use in teaching this
kind_ of a backward child. | am just an ordinary school teacher...
Previously, we had smart girls ... They were also older: the average
age was fifteen to sixteen years, but now some girls are only ten.
What can you do with them? Now, P. is the only Clever one, but she
IS very disturbed. 1 don't know how she will cope with her life in
the future. She uses drugs.”" (1.7.L.a.)

The staff narratives indicate the following differences in the charac-
teristics of residents. Residents

* are younger than before

have more health problems

are neglected

have low intellectual capacity

have a low educational level

are backward children

have no motivation to study

* possibly use drugs. _
This list mioves the emphasis on the personal responsibility of the
adolescents to a different dimension. Somethin Plllness_) or some-
body else (parents, community, school, the child protection system,
the whole_grocess of social changes in the independent Estonia, etc.)
is responsible for the girls’ troublesome behaviour. All of this is the
basis for the new attitude of the staff towards the residents. These
girls are not guilty, but they are victims. When a child has behav-
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ioural problems (‘they were just _behavingi badly’), the teacher, using
pedagogical methods, can discipline her. 1f she is a victim she evokes
compassion, but for whatever reason, they are a Iso ‘bad girls’ and
"nobody was sent here without reason”. _ _

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

_Children with learning difficulties also require knowledge and
skills which ‘an ordinary school teacher” does not possess. The staff
has no training in dealing with drug users. (On the new kind of resi-
dents and the chan%mg of staff attitudes concerning this see also
Strompl 2000: 33-34). _

The data | produced between October 1993 and April 1994 at
the K Special Needs School for my master’s thesis demonstrated
how rapidly the changes in the remdents’sgemﬂc characteristics had
taken placel2 The material is based on the semi-structured inter-
views of 58 residents (Strémpl 1995; 31-2&.

The average age of residents in 1993-1994 was 15 (40%) and 14
326%), and the youngest resident was 12 years old (ibid.. 31). In

997, the largest age grouB was 14 539%) and 13 (30%) and the two
youngest residents were 10 years old. _

In"1993-94, the residents described their problems at school be-
fore being sent to the K. Special Needs School as learning difficul-
ties, bad school reports and skipping school, whereas in 1997 the
biggest problem with schooling was school truancy (a long-term ab-

P The two research databases are difficult to compare due to being pro-
duced by different methods. | did not gather quantitative data in 1997 and
hence can not provide the exact percentages of that time. The aim of the
comparison is to grasp the general picture about the changes in the institu-
tion’s population. However, the reasons for the change must be left some-
what open in this connection. It would be interesting to study whether the
perceived changes are to some extent due to increased awareness of the
social factors as the underlying cause of the girls’ problems.
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sence from school). In other words, individual problems at school
were replaced with serious gaps in education or no schooling at all.

The third dramatic change that came up in comparing the two
databases was that in 1993-94 the girls reported smokin mgarettes
_(181%?, drlnkm% alcohol (40%%, using toxIc substances %3500}, and
illegal drugs (9%) (ibid.. 53-4), but by 1997 the problem o
abuse had risen to serious proportions. .

Summing_up the representation of the residents, | want to un-
derline the significance of the two approaches: how the girls present
themselves; and how they are represented by the other participants
of the interactive processes — the staff. As a result of the represen-
tation, it became evident that the underlying reasons for the prob-
lems of the residents extend far beyond their personal deeds and
behaviour. The girls need special education because of a wide range
of intricate social Problems family relationships and problems con-
c_ernm? their health and education, Espemally the staff's introduc-
tion of the ‘ew type’ of resident demonstrates that these trouble-
making delinquents are more often children amidst a multiplicity of
Problems. Both the residents’ self-presentation and the portrayal of
hem given by the staff show in detail the difficulties of making a
definition of residents in an institution like the K. Special Needs
School. Behind the official definition of residents as young females
who ‘need strict education” are neglected, sick children who were
left for a long time to st_rug%gle_alone with their problems. They are
first of all victims of their tamilies, schools, community and society
in general, which takes action only when such children seriously
begin to disturb other people's peace though their actions. The un-
derstanding that these children are victims themselves began to in-
fluence the staff’s attitude and replace the notion of management
with the concept of care. However, the staff's representation of the
residents can also be characterised as a representation of objects
whom the staff control, assess and care for; towards whom they feel
go_mpassmn and sadness, and whom they have to teach, educate and
ring up.

drug
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4.2. Reconstructing the Staff

The other significant group of actors in institutional interactions are
the staff members. The K- Special Needs School staff consists of the
management, mid-level, and low-level staff. During mﬁl fieldwork
Perlo , the management constituted of five people; the headmaster,
hree vice-heads who were respectively responsible for teaching,
education and housm%, and an inspector. The mid-level staff con-
sisted of school teachers (13), educators at the dormitory (10),
workshop instructors (73, a nurse and a physician. There were
teachers who were also educators, and some people acted in as many
as three functions: teachers, Wprkshop instructors and educators.
Many of the former vocational instructors whose original workload
had decreased hecause of the reorganisation of the school in 1990
also had another role as educators. The management, except for the
inspector and the head of housing, were also teachers. Out of 10
teachers, one worked also as an educator and aworkshoR instructor,
and three others were also educators. All of the workshop instruc-
tors worked as educators. In other words, there were only two full-
time educators who were not also workshop instructors.” However
this kind of a brief description of the staff does not correspond well
with reality, because an important characteristics of the school in
terms of staff was Premse_ly he rapid changes in the consistency and
number of the staff. During my fieldwork, several substitutes were
hired to replace Fersonnel on sick leave. Moreover, such occasional
workers as myself, the above-mentioned special education student
and a young woman from the K. village worked there. The young
woman from the village was a shop assistant by training and at the
time on maternity leave. She explained that her grandmother took
care of her one-year-old baby while she had the chance to earn a
little extra money by working as an educator at the institution. In
May, a new full-time educator was hired on permanent basis. The
more or less stable pedagogical body of personnel consists of 23
peo]ple including the management. S
he guards of the institution were part of the administrative
staff. .TheY were responsible for keeping the school grounds locked
and, literally, held the keys to the buildings and the gate. The rquards
were the ones on duty at night on the dormitory floors, and also the
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residents in the isolation room were also under the responsibility of
the guards. There were also a librarian, a bookkeeper, a cashier and
other support personnel such as a bursar, cooks and other kitchen
personnel, a carpenter and a driver. They had only occasional con-
tacts with the residents. Except for one member of the administra-
tive personnel, all of the staff members who dealt directly with the
residents were female, _ _ _
Staff members often had lengthy sick leaves. During the time |
spent at the institution, six educators were on a sick leave; one for
three months, another for two months, and the rest for 2-3 weeks.
Former teachers or educators who were already retired usually sub-
stituted for people on sick leave or other temporary leaves, =
After the school was reorganised from being a vocational insti-
tute to offering only primary education, many of the former voca-
tional instructors began.worklngi as educators in order to have a full-
time job. To find work in a small village like K. is hard, if not impos-
sible. This is also the main reason why so many staff members have
stayed at the institution for such a long time. The staffs working
hours were long. There were some staff members who started their
working day at school guvlng lessons, continued as instructors in the
workshops, and spent their evenings at the dormitory as educators.
It is not.surBrlsmg that such a workload in such an institution is ac-
companied (Y burn-out and other various health problems. There is
reason to add that the institution offered no support or facilities for
the staff to restore their emotional, intellectual and physical well-

being.

Agll the ‘ol ﬁedagoglcal staff who had worked at the K. School
aIreadK during the Soviet era had higher university education. The
workshop instructors, former vocational instructors, also had a
higher technical degrees. During the Soviet time, the educators at
the institution were also required to have a degree in Fedago%y.
However, currently there are no professional requirements for the
educators. The educators durlng my fieldwork period were mostly
former vocational instructors who had a long experience of working
with troubled children, but all of them felt frustrated and com-
plained about not having adequate pedagogical training. The high
esteem given to pedagogical education was connected with the So-
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viet emphasis on pedagogical professionalism in working with young
people in general, and with children with special needs in particular.

4.2.1. The Staff Members Introduce Themselves

The stories about how tpeople ended up in working in the K. School
are a S|Pn|f|cant part of the staff members’ representation of them-
selves. In both my interviews of the staff members and free conver-
sations with them | asked on what %rounds did they choose their
jobs and what motivated them. Most of therpeo]ple simply rePhed
that the institution Prowdes flats for its staff. The stories of the
long-time workers often demonstrate the importance of having a flat
of ane’s own after finishing university education and starting out in
professional careers:

“1 came here by chance. What chance? There gave me a flat, that's
why | came here." (1.2.B.a.)

‘1 was a young teacher just starting my professional career. Me
and my husband were riewly married and had no place to live,
Here | was offered aflat." (1.16.P.a.)

‘After getting divorced | had no place to go_to. Than I found out
about this school.” (1.3.C.a.) “1 don’t know if it was my fate that
threw me here or what. | needed aflat." (L8.Ha,)

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

The flat plays an important role also in continuing the work after
the institution was reorganised:

“Before | worked as a master (vocational mstructorg both at the
old school and the new one. Now there is no work and that's why |
Wwas sent to be an educator at the dorm ... I am not alone — all
former masters work both as masters and educators... | have no
Reda%oglcal training but only a higher technical education, but in
ere this doesn't matter. ... It is bad to live here in K. Our flats
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are inadequate and not ours. The mone (salaryz is not good. If
somebody wants to earn proper money, they'd better find another
place... The work is heavy — our girls'are difficult...". (1.5.E.a.)

An interesting phenomenon is tied with working for a long time at
the institution. Many staff members talked about their discontent
with the work at the institution as seen in the quotation above.
l\/lanr teachers and educators spoke about their dream to leave K
and look for other work. However, at the same in some of their nar-
ratives appeared the theme of finding a good short-term job from
which they could return to the K. School. What is the reason to
commit a person so tightly to the institution? | did not find an
unanimous answer to this intriguing question. Someone explained it
by habit, whereas someone else said that it was too late to change
jobs at that Fomt and that she had no skills for any other job. Others
smplx said that they do not understand the reason themselves13

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

(M.=a manager, 1=me) , ,

M.: You understand that this is a special needs school and this
means we also need special people (as staff).

.. What do you mean by special? _

M.: | mean _thex have to [ove the girls, they have to put their whole
hearts in the work. They have to be [ike mothers to the girls.

13 Nobody directly referred to the feeling of desertion which | felt as | was
leaving the institution. Even though it is clear that the work is extremely
hard and has little effect, there is never the feeling of not being needed. The
question is of a reciprocal dependency: the residents depend you to satisfy
their needs because of their own limited status, and this in return gives the
feeling of importance and, evidently, also the feeling of power.
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These are personal qualities that can not be taught. | believe
that the most important thing is to be a goo ?erson and
t1a6|nF|nbg comes second. These girls need a lot of love.”

Quite similar conceptions were expressed by a Russian teacher:

"... because it is onEIy possible to get any results with the girls by
personal example. Experienced teachers are needed, experienced
B\e/dagogues who are enthusiastic, even fanatical about their work,

e don't need people who keep watching the clock and wait for
their duties to be over so they can get home.... The personnel here
must have a heart of a mother, Indifference is not accepted here.
Human qualities are needed." (1.7.L.b.)

Another issue connected to this was ferventIY discussed among the
staff members: the question of special needs training. Opinions con-
cerning this were contradictory. On the one hand, those staff mem-
bers who had no special pedagogical training comﬁlalned that they
did not feel competent and confident in their work because of this,
and on the other hand all staff members unanimously emphasised
the importance of the time factor in learning this work: “Three years
is the minimum time to understand anything in our line of work...
Only long-term experience can give you' the right skills for this job.”

| : . ..
()Thus, according to the staff, the most important qualities for
working with such a group of young people are personal qualities
and a long-term experience. Various managerial and mid-level staff
members “stressed the importance of rationally inexplicable phe-
nomena, such as inherent pedagoglcalltalent, intuition, sensitivity
and talent for Bresen_tl_ment an anﬂmPatlon, but not professiona
skills acquired by training. Moreover, these ‘talents’ could not be
developed even with long-term practice. There were some staff
members who had worked at the institution for a Ion% time but
lacked pedagogical talent in the assessments of others and therefore
were not seen as performln? well in their work. One exEIa_natlon of
this preference for personal qualities over professional training can
be found in the general opinion that there were certain pedagogues
with a higher education who did not cope well with the residents
because of their lack of ‘goodness of heart”. This was also seen as a
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living Proof_ of the belief that such skills that are needed in the K
School are impossible to learn theoretlcallty.

Perhaps the fact that the number of the so-called ‘new type’ of
residents has rapidly increased accounts on its part for the emphasis
on the humane qualities of the workers. Traditional pedagogical
traln_lngi does not correspond with the needs of the girls any more,
ﬁartlpu arly because the residents’” behaviour is seen as incompre-
ensible it is expressIY 'motherly care’ and compassion that are

needed, and trained skills have become obsoletel4

4.2.2. Relations Between the Staff Members on Different Levels

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

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

W It is also possible that in the changed situation, where the traditional
pedagogical training is not adequate to cope with the girls, a new type of
training is needed. However, the staff never mentioned this possibility. Ob-
viously, professionals with new, more suitable training would threaten the
present staff’s position if they were to be trained. Moreover, with the con-
stant need for substitute workers, it was in the staff’s interests to hire for-
mally unqualified people to ensure their own status as the old, experienced
workers. It should be kept in mind that this is my own interpretation and
based on personal feelings that only emerged while | was observing the
staff’s activities.
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"The staff has to put all their knowledge and skills to benefit the
%lqus. | want them to share their lives and teach them everything

ey know. But, unfortunately, we have many old educators.” They
were here already during the Russian times and they want to go on
exactly as before ... For instance, one educator had to accompany
the P'”S to do some gardenln?. But she went and put on white high-
heeled shoes. What work could she do in the garden® She could only
give commands. The girls don't like that. It makes them protest. An
educator should help the quJS in everz/thmg they do. She should be
a person who teaches, explains, does things to%e_ther with them. An
eaucator should act according to what the child needs. Unfortu-
nately an educator’s Self dominates often...” (1.4.D.a.)

The mid-level staff members, in turn, expressed their expectations
to the management which were quite similar: the head should par-
ticipate more in the school life: “Have you seen her participating in
our school activities? Never.” However, when 1 asked some other
mid-level staff members about their opinion of the management,
most of them Sqesk)e_u_ally the Russians) refused to answer my ques-
tions and said that it is not their business what and why the manag-
ers do things. Despite the good personal relationships hetween the
staff members, in terms of work itself they can be generally charac-
terised as a having a certain indifference “or separateness to them.
Everyone worked on their own and in their own way. There was a
tacit agreement not to intervene in others’work, which is difficult to
PUt into words. No educator dealt with residents from other groups
han their own and everyone was supposed solve their own prob-
lems, or problems of their residents, by herself or with the girls in
her %roup. A colleague of mine was véry surprised when 1 recom-
mended her to discuss the case of a very difficult resident with Fin-
nish professionals in L She answered that it is a great shame on us
if we cannot deal with this girl ourselves, and it is not fair to speak
to other people about such problems. ) )

The staff took the difficulties concerning their work too person-
ally. Whatever the causes for this were, whether too _?reat of awork
load or a lack of trust to others, nobody interfered with the business
of others. This did not mean that the staff members did not helﬁ
each other. For instance, if somebody had PO to town, she could as
another teacher or educator to take over for her group for a while
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and people also changed shifts with one another when necessary.
However, Lomt problem-solving was not customary. Once when" |
was asked by one of the managers to participate in finding a solution
to a problem that did not directly concern my own ?roup, the other
educator from mdv_ dgroup was indignant: “Why should you deal with
this i)roblem?lt idn't haﬁg)en in our groupl Let X and Y solve their
problems themselves!" (1.10.J.) Also, when X found out that there
was going to be a discussion about an incident that happened in her
8r0,up, she clearly showed how discontented she was with me for
aring to interfere in other people’s business. | felt at the time that |
had broken an unwritten law. _

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

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

4.2.3. The Residents Present the Staff

The Estonian residents call the staff by their position teacher’ (‘Ope-
taja’), ‘educator’ (‘kasvataja), or ‘instructor” (‘meister’). The guards
(administrative workers) are called ‘regime’ ( rezhumP_. The Russian
residents call the Russian pedagogues by hoth their first name and
Patronymlc, but to some teachers they have given a nickname
ormed from their patronymic, such as Andreichik from Andrejevna.
When the Russian girls sPoke to an Estonian staff member, they
used the Estonian terms of status; such as, ‘kasvataja’. The physician
and the nurse were talked to in the same fashion; they were called
the ‘arstike’ ‘arstika’ which is a nickname from the Estonian word
for ‘doctor’= ‘arst’. An espemaIIY funnr and Ioveéy pet name was
combined from the first part of the Estonian word ‘puusepp’ (car-
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penter) and the Russian suffix 4k’ This ‘puusik’ referred to the
carpenter — one of the four male members of the staff.

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

The most important characteristic of individual staff members in
the girls’ narratives was their trustworthiness in the eyes of the girls.
Remarks like ‘I dont believe her’ expressed the level of this worthi-
ness of the Berson. Trustworthiness, however, was a phenomenon
constructed by the staff itself. To be a trustworthy person in eyes of
the residents was the most |mF0rtant quality in a'staff member, be-
cause it indicated the girls” willingness to listen and be influenced b
that person. The residents were well aware of this importance and,
in my belief, sometimes used exgressmns of distrust as a weapon of
revenge against some staff member or another for her wrongdoing.
Conversations with the residents made quite clear who were the
staff members to be trusted. Amon(ly their favourites, the girls
named staff members they saw as adults who took them seriously,
communicated with them with ease, were not manllpulatlve and did
notjud?e or appraise them. The residents héghly valued calmness in
the ‘staff, too much emotional fuss irritated them. However, they
were able to recognise suppressed anger. Even aggressiveness was
preferred to indifference. Those staff members who were consistent
In their behaviour and held on to school rules were also very highl
valued. The residents used the populist methods of some staff
members to their own advantage, but in reality did not respect them
too much for it, _ o

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

When [ first met my group and introduced myself, the girls were
surprised at my name which is a little exotic for Estonia. ‘Why do
you have such an unusual name?” they asked. I explained. Then the
girls asked about the names of my children, and after that matter
was cleared followed the next question: And what is the name of
our ex-husband?” I was surprised that they should ask about my ex-

usband and expressed it. Their answer was that ‘married women
don't come to work herel’ This exchange gives an important insight
into how the residents view the staff. It would be interesting to find
out what the girls actually mean by the last sentence. Does it mean
that divorced women usually need accommodation? Or does it mean
that a divorced woman is miserable? The residents have a lot of per-
sonal divorce stories in their families. For these girls, to be a success-
ful woman means being married. The school itself constructs an im-
age about a happy future life for the residents as being married. Di-
vorce for awoman means loneliness, and a lonely woman can not he
successful. The meaning of happiness and the ‘misery of women’s
lives were issues lively discussed at the institution. However, this
had more to do with the more recently arrived staff members. The
residents’ attitudes towards the ‘old’ staff members were quite dif-
ferent. There was a lot of mutual blame that involved the ‘old’ staff
and the residents. y

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

To summarise the residents’ introduction of the staff, they were
represented as people who must be a little bit ‘crazy’ to come and
work in a such an unpleasant place where ‘normal’ Reople do not
come voluntary. Despite that, the girls understood how hard this
work could be, partly because the residents themselves demanded a
ot particularly from the mid-level staff. They expect self-sacrifice
and sharing of one’s whole life with them. The most important de-
mand is communication.
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4.3. Reconstructing Ethnic Relations:
the Estonian and Russian Sectors

One-third of the residents are Russian-speaking and they form their
own commumt}/. The proportion between Estonians and Russians
corresponds with the proportion between the Estonian and Russian
(ﬁr Russian-speaking) population in the Estonian society. However,
there was a relative increase in the amount of Russian” girls among
the newcomers to the K. Special Needs School during mz fieldwork,
which indicated the tendency of younq Russian People aving more
problems than Estonian. Most probably this reflects the fact that
there are deeper social problems in Northwest Estonia and Tallinn,
where the majority of the Russian poPuIatlon lives. o

The relations between the two ethnic groups at the institutions
are perhaps most aptly characterised as a docile indifference, which
from time to time is enlivened by either mdl%nant accusations or
expressions of fear towards each other. The attitude of always ex-
pecftlng éhe other side to take the first step towards getting closer is
preferred. . . .

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

| think this idea ofa two-language school is no good for anything.
The differences in temperaments are too Iarﬁe. Russians with their
ag?resswe behaviour need more space for themselves, they oppress
Estonians and Estonians don't like that. ..." (1.12.G.a.)

The opinion on the Russian temperament is a widespread myth
a_mon? Estonians in general. However, during my stay at the institu-
tion it was the Russian residents who caused much more trouble for
the staff in comparison with the Estonian residents. They arra_nged
collective escapes, refused to submit to the school rules and smirked
at learning and participation in vocational tramln% In brief, they ob-
jected to and protested against ever}/thjng possible. Staff members
pointed out that the Russian ?roup ot girls had a strong leader, a qlrl
with multiple problems including drug abuse, who successfully
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stirred the other girls to trouble. Because of such strong leadership,
the Russian subculture was also much stronger than the Estonian
girls’subculture. _ _ _

~n SEIIE of the above-mentioned differences in the so-called na-
tional Estonian and Russian characteristics, the relationships be-
tween the Estonian and Russian residents were quite peaceful. One
staff member explained that this depended on the personal relation-
ship between the leaders of the two groups:

“The relationship between the Estonians and Russians (residents)
depend upon the relationship hetween the leaders of the two groups.
|t seems to me that they are good at the moment. The Russian
|eader speaks Estonian language well and the Estonian leader likes
heralot" (1.12.G.a)

In her interview, the same staff member explained the aggressive
behaviour of the Russian girls as expressions of discontent, for in-
stance, with the school rules and unjust treatment. In m& field
notes, there is a description of a meeting organised by the Russian
gl_rls where | happened to be present13 During the meeting the (_1|rls
Iscussed organising a strike: they decided not to go to school. |
asked the reason for their discontent. They said that the Russian
girls were seriously discriminated against. At first, they complained
about Estonian residents having better bedrooms, receiving more
presents from the school, and being allowed more field trips, such as
going to the swimming pool.

“We are alwa};s punished. We are not allowed to go to the swim-
ming pool, to the theatre, or to any events or happenings outside the
school._For example, 1've never been to the swimming pool, and |
am a Fish (in the horoscope) and I need water! But why don't they
take me there? Because | have bad marks!” (111.5.5.)

5 | found it interesting that the Russian girls let me stay in the room
where the meeting took place, which 1 first entered by chance. One of the
organisers told another: “N., give a chair to the educator!” After that she
explained me that they were going to declare a strike the following day. |
never quite understood why they let me stay and listen, but took it as a
supporting fact to the notion that the girls were very keen to have contact
with the staff whenever possible.
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One issue of comﬁlaint was a remark a staff member had made to
them: "You breathe Estonian air!” The meeting started with the
term ‘ethnic discrimination’, but quite soon the girls moved on to
general problems in the institution: bad sanitary conditions, rats and
mice, the lack of ?ood staff and the negative influence the school
had on their mental state:

"And what kind of stupid quys we become herelWhen | was on a
holiday | wanted to buy an ice cream, but when it was my tum |
couldn't get a word out of my mouth. | left without buying any-
thing." (111.5.0.)

In reality, the Russian girls did make more trouble compared to the
Estonians, and were consequently punished more often. Punishment
mostly meant restrictions of pr|V|Ie?es. It appeared that any form of
ossible discrimination was connected to the insufficient number of
ulssmn staff, as well as their working practices and methods in gen-
eral,

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

ivided between the two Russian teachers; one taught social studies
and the humanities, and the other natural sciences. The educators
for one form were all Estonian and one of them spoke practically no
Russian. Except for one teacher and myself, no one from the Russian
staff spoke Estonian. It was quite surprising to learn that it was pos-
sible to work in an institution that was run'in the Estonian language
and where the_magorlt of both the staff and residents were Estoni-
ans without using the Estonian language.
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_ Passing an Estonian language test was a Pr_econdltlon for receiving
citizenship, and hence also the Russian staff in the K. School had to
have studied it to some extentls

| believe that the fact the Estonian girls caused less trouble and
were more willing to,cooFerate with the staff can not be explained
by some ethnic quality. | saw it more as a result of the Estonian
staff’s working practices. The Estonian pedagogues were generaIIX
more resgonswe to the girls and their needs than the Russian staff.
The gap between the Russian staff and the Russian girls was deeper.
The qirls told me there was only one Russian teacher who cared
about them, while the Estonian staff cares for their girls much more.
~ The Estonian staff demonstrated their resE)on3|veness and will-
ingness to be in the girls’ comﬁang by concretely participating in the
daily activities. | noted how the Estonian staff really did something
together with the residents. When the girls wanted to replace furni-
ture in their bedroom, the educator assembled the furniture to-
gether with them, The Russian staff's working practices were differ-
ent, and in a similar situation they were supervising the work with-
out actlvely.partlmgatlng in it. However, | want to emphasise that
the pedagogical methods of the Russian staff members did not mark
a less compassionate attitudes towards the residents, but that they
tended to direct their frustration towards the residents more. When
a Russian staff member was depressed or frustrated, she expressed it
as anger or indifference towards the residents, while the Estonian
staff was more inclined to protest to the management.

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

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

Another Russian staff member explored her passivity in the fol-
lowing story of her disillusionment;

‘And what about our managers, they are also... Ifyou just could
have seen our old headmaster's end.”She was old, already totally
collapsed and we were fast go_mgi down with her. But she just hung
on to her post by tooth and nail. 1t was a real disasterJ At that time
the National Front functioned also here and some women at the
school who were more active in it went and finally qot her out. Yes,
and then the new headmaster came. ... Well, after that we were the
ones hlamed for tying the old headmaster up ... That’s why, %ou
know, | keep my mouth shut. Let them decide and do what they
want. I'm not going to interfere. And | give you a piece ofadvice: if
?/ou want"t%vgolgkd )ere, you better keep silént. This goes especially
orus. ..." (L5.E.d.

How much bitterness there is in these words. The educator’s per-
sonal experiences had proved to her that being active and showing
initiative bring punishment rather than anY positive results. It is in-
teresting to compare this attitude with the current headmaster’s
remark on the ‘old-timers’, the 'Russian-time staff’, as she usually
refers to them “However, these old staff members are very dutiful. [f
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you tell them something, they do it just as instructed.” In my belief,
this “to just as instructed", expresses the alienation of the Russian
staff members from both the management and the residents, that is,
from their work in fg\eneral. This raises the question of why this is
the case mostly with the Russian staff members? There are lot of
Estonian personnel who demonstrate protest rather than indiffer-
ence towards their work, _ o

~ This disillusionment is also connected with nearly a fatalistic be-
lief among the Russian staff that it is impossible to chan?e the girls’
personalities and hehaviour, or anything at all to that matter:

“Why do you worry so much about S? Can't you see, she is quite
succéssful in achieving what she wants. Don't worry about her, she
will be successful after leaving the school. .. Anyway, do you really
think it is possible to change something?" (1.5.E.b.)

Nevertheless, this same staff member expressed her belief that the
school is needed, because there the girls are protected from the in-
fluence of their criminal friends, can not use drugs and have the op-
Portunl_ty to go to school. Control over the girls was the most impor-
ant thing for the Russian staff. By control they primarily meant
‘kei{)ln% an eye on the girls’, _ _

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

"Where can | go now? There are no [10bs at all in Estonia. | am
used to do this work, | am used to five here in K. | dont know
where else | could work. | have to earn some money. My family
needs money. Somehow | have to hold out." (1.10.J.d.)

Another type of the Russian staff attitude could be characterised as
an active will to have a corrective influence on the girls, to teach
them and to chan%e them. The method of correction simply meant
subordination to the demands of the staff. "She will hold the girl for
as long as it takes for her to learn today’ lesson and give the correct
answers." At times, this learning referred to the mechanical cram-
ming of the textbook. A lot of coercion went on in these kinds of
situations. However, the residents always preferred it to the previ-
ously described indifferent attitude.



The Reconstruction of Actors 155

The more the staff demonstrated passive omission, the more the
residents engaged in active protest. The Russian residents demanded
more attention out loud. The residents expected greater self-
sacrifice from the staff, more of their time and attention, and they
acknowledge that they have to have someone deal with them always.

On the basis of my own experiences as an educator | knew how
provocative the girls could be in their demand for attention and con-
nection. They expected the ﬁerson with them to be fully present in
body and soul. This meant huge personal investment and constant
self-scrutiny from the staff, - _

On the hasis of all the ahove-mentioned it became evident that
both the Russian residents and staff members were in great need of
support. However, where should this help come from? The most
obvious answer is the management and the Estonian part of the in-
stitution. However, this was not the case. Everything | could per-
ceive spoke for a ﬁ0|lte attitude of distance and never mtervemn% in
the business of others. A relationship of such kind demonstrates tol-
erance towards the other on the one hand, but on the other hand it
IS an examlole of rejection of integration which results in exclusion.

The following examples demonstrate the notion of separation and
exclusion that prevailed in the institution.

First. A description of the educators’ meeting. | interpreted the
behaviour of the Russian staff as self-exclusion:

All the staff members were seated in a circle, However, two of the
Russian staff members chose to it outside the circle. During the
entire meetmg, they were engaged in a quit conversation with each
other. They did not disturb” the meetln?, but also, did nothing to
show any participation, The rest of the staff, including the manager
who chaired the meeting, ignored them. Nobody asked them to
come closer and join the rest of us." (II. 1.2

Secand. Another scene of the educators’ meeting when the Estonian
staff members brought up the recent celebration of the Estonian
Independence Day:

"— What did you think about the Independence Day?
— The ceremonial meeting was nice, but it was Strange for the
Russian girls. They felt themselves being pushed aside.
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— The Russian ggrls have their own holidays. We have to let them
to prepare something nice for their own holidays. _

— But then the Estonian ?IHS wouldn’t pay any attention to that.
We have to give this some hou?htJ" _
The ton was finished for the time being, but later one of the man-
agers told.me about one detail concerning the celebration which
was not discussed openly in the meeting: "During the celebration
she (one of the Russian Staff members] was sitting in the last row
and corrected the pupils’ books. This™is her attitude. And that$s
what the girls can see. What are they supposed to think?” (I11. 1.3.)

Third. An extract from the headmistress’s interview demonstrates
the construction of the other’s ethnicity:

"I only found out that I got this job two days before | was supposed
to start.... | had never been here before, and I still dont know the
old headmaster. | didn't even want to know what the school was
like before my time, | certainly didn't want to be influenced by the
old Russian way of doing things. ...I didn't want the old Russian
times continuing. ... Of course, we still have staff members from the
old Russian times who don't want to change, they cry for strict re-
gime and more Pumshment... But they also"have o keep up with the
new times...." (1.4.D.a)

The characterisation of the institution before its reorganisation b
both the Russian and Estonian staff were mostli/ similar (violent,
authoritarian, punitive, strict, humiliating), but the Estonian staff
transferred those attributes of the old system to cover the whole
Russian national character. However, this was not clearly tied to any
particular individuals of Russian nationality. For instance, the previ-
ous headmaster who embodied the ‘Russian time’ was Estonian by
nationality. There were also Russian staff members about whom the
new school ideologists spoke with warm words; people who really
tried their best to care for the girls in those difficult time. Hence,
Probably the use of term ‘Russian’ concerning to the old time substi-
utes for the term ‘Soviet’. Replacing the Soviet regime in speech
with the term ‘Russian” is a widespread phenomenon in Estonia, as
well as in other places previously under Soviet rule.
However, for the Russian people there is a clear distinction be-
tween the terms ‘Soviet’ and ‘Russian’, even though at times the
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confusion of terms appears also in their speech. For the Russian staff
of the institution this substitution made sense in two different ways.
Some identified themselves with the Soviet system and felt alien
and rejected, which made them long for the lost ‘good times’. Oth-
ers see themselves as Russians with no identification with the Soviet
system and feel unjustly excluded. S

~ An extract from a Russian staff member interview displays a Rus-
sian nationalistic attitude:

“The textbooks for the Russian school are awful. | don't think it's
right that Russian children have to read Estonian textbooks simply
translated into Russian. The history hook, for instance, tells very
little about the Decembrist moverient. Russian children should
know more about the hlstor¥ of Russia and the Russian nation. It is
important for their education. Otherwise they will grow up as
Van'kas who do not remember their ancestors'.

.. I'd take Russian TV Erogrammes anytime. There show good
theatre Iperformances. The Estonian TV is full of cheap soap op-
eras." (I.7.L.a)

The negative view the quotation ?IVGS to Estonian school books and
television is true to some extent. I'agree that ethnic identity and his-
torical memory is important in children’s education. However, this
discussion of ‘ethnic "education embeds an ethnocentric point of
view, which may have a negative impact in such an institution as the
K. School is. _ _

~ Separation took place even where the basic care for the Russian
girls was concerned:

"We should repair some of the Russian girls' rooms, because they
already keep complaining about how everything nice is only given
to the Estonian girls. The Russian girls” rooms are really awful."
(1.1A.b))

Such a question as repairing rooms should not be connected to eth-
nic affiliation. Obviously, the solution would be to repair the rooms
in terms of their condition regardless of who occupies them,

To summarise this chapter, it should be emPhaS|sed that the ten-
dency towards separation came from both parts of the school. Both
ethnic groups faced the demand to adapt to the new situation; how-
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ever, both groups also expected the other loart to be?in_ the process
of convergence. The phenomenon resembles the refationships and
expectations that are apparent between the different levels of staff.
The Russian residents were the ones left to their own devices as
the most rejected group for a combination of reasons connected to
BIth‘ thteh” basic care and the working practices of the staff responsi-
e for them.

In chapter 4 | attempted to present the actors of the activities in the
K. School. The% are divided into two groups: the residents who are
the reason for the institution’s existence, and the staff, whose task it
Is to teach and provide care for the residents. In this study, the ac-
tivities of the institution are perceived as interactive processes. To
fully understand these processes it is important to know how the
actors represent themselves and the others. The following points are
essential in this regard. _

First, the residents’ and the staff’s representation of themselves
and each other add an important factor to the knowledge about how
the institution operates and what its impact is on the residents.

Second, the construction of the personalities of the residents is
dee?ly influenced by definitions and interpretations made by the
staff. The residents”presentation of themselves is in fact a mirror
|ma]ge_ofthe staff’s representation of residents.

hird, the staff members often speak about themselves as un-
IuckY people upon whom this hard work fell, and from whom per-
sonal sacrifice is expected, _ _

Fourth, the relationships between the different actor ggoups in
the institution (residents, mid-level staff and managers) are based on
mutual expectations towards each others, accusafions against each
other, and discontentment with each other. The relationships be-
tween the residents and the staff differ from the relationships be-
tween the different levels of staff in the regard that there is a clear
lack of direct, comprehensive and professional discussion between
the management and the mid-level staff. The interactive process is
not that between equal partners and does not include verbal infor-
mation of expectations, but is based on the assumption that the
ﬁther party knows and understands what is the correct way to be-

ave.
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Fifth, with regard to the relationships between the staff and the
residents, it should be underlined that the residents expect self-
sacrificing work from the staff, whereas the staff sees the residents
not as a subject, but an object of their work. _

Sixth, it is characteristic to the relationships between the resi-
dents and the staff that the residents are willing to and actively seek
opportunities to talk to the staff, but the staff is more reluctant to
do so. The residents seek communication and conversations with the
staff as the most desirable form of interaction, whereas the staff sees
it as an extra work load outside their duties. From the staff's point
of view, communication with the residents should be of an ‘educa-
tive’ quallt¥_ with an aim to provide help, solve a problem or engage
in some activity; to achieve a desired goal. During my fieldwork pe-
riod, this appeared to be the most essential issue that needs to be
developed In the residential management of the institution. In my
experience, there was nothing that produced as good results as in-
formal contacts between the staff members and the residents with-
out any specific goal in mind.



5. ACTION; L
Reconstruction of the Everyday Activities
at the K. School

Everyday routines, which people hardly notice, has the most rele-
vant role in the formation of human personalltr. In this chapter |
introduce the everyday routines of the K. school through which the
residential management of troublesome girls is constructed. The
data used in this chapter were produced on the basis of my observa-
tions and on the basis of the interpretations made by both the resi-
dents and the staff about incidents and events. In the description of
how the residents first arrived in the institution, for instance, | in-
Clude both the residents’ own memories and feelmgs about their
first day or days in K. and the staff's narratives of the same events. |
collected the “information by frequently asking such questions as
how does it usuaII{ take place?” and ‘could you describe a typical
situation”in regard fo various activities. o

Despite my selection and interpretation of the daily activities |
hope that the description Browdes the reader the opportunity to
create his/her own images about the operatlon of the institution.

In reading the descriptions of events and activities the reader can
perhaps obtain a picture of the actors’ behaviour and activity and
compare it with their verbal representations. The {)ux_taposmon per-
haps helps in understandmg the meaning of the verbalised concepts.

‘This chapter is divided into subchapters, which introduce the
daily activities at the institution from the regular and typical to the
more unusual events. There are formal and institutionally planned
activities, informal and unplanned but nevertheless regular activities,
and occasional developments and incidents.
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5.1. A New Girl Is Coming: The Ways of Entering the Institution

As | already described in chapter 3.2. with concern to the metaphor
of ‘madhouse’, both the image and reputation of the K. School and
the emotional condition of the young people who are sent there can
be compared to a sentence of imprisonment. The following pages
consist of excerpts from mY field notes in which the residents remi-
nisce about their coming into the institution.

When we were walking aI_onF(]; the dormitory corridor, L. narrated
the events which resulted in her finding herself in K.. “One day VY.
@ %outh police inspector] came to m%/ ome and asked me to come
with her. — "Where?" — | asked. She just said that she wants t0
show me something. | went along with her. We got into her car and
started driving. I'had no idea where we could be going, but when
the car left the town I suddenly figured that we are going to K. |
started crying and screamln? | don't want to %0 there!'” but she
just told me it would be better for you to be there'. | wanted to
jump out of the car but couldn't. ..."| had been really scared al-
ready for a long time that this would hagpen and thought that if
they ever sent me there |1l kill myself. ... Butyou see I couldn't be-
cause they didn't warn me beforehand....." (11.4.L.a)

We were sitting in the educators’ room with J. It was a Sunday and
the first time she spoke to me about herself. | had been wondering
what such a bright girl as J. is doing here. She explained that she
had been a heroin user for about a year before she was sent to K.

‘1 was sent to be interviewed By the commission Several times,
but | could always convince them ‘that I'll go back to school and
sta}/] at home. Buf the last time | was there and they were expecting
fo hear the same stuff again, | felt that I couldn't give up my
friends or drugs. 1 asked them m¥self to be sent to K."J. was very
aware and decisive, and arrived to the school on her own on a bus.
However, later she escaped several times from K. and visited her
friends, but came back again by herself. (11.6.J.a)

Most of the residents were taken to the school either by an author-
ity, such as a child protection inspector, youth police officer or even
8ne of tr{e K. School staff members by preliminary arrangement, or
Y parents.
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At first, a new resident was placed under %uarantine, which
meant isolation in the school ‘clinic’ on the ground floor. The nurse
and the physician examined the newcomer and took the necessary
tests to clarify her health condition. The time spent in quarantine
served the purpose of %_radually preparing the new resident to be-
come part of the institution. At any given time, there were also one
or more other girls starlng in the clinic for various reasons, such as
being sick, depressed, temporarily protected from bullying by other
girls, and hence the new girl was not entirely alone. The “older’ in-
mates told the new girl about the life inside. This was also the time
that the managers and the psychologist became acquainted with the
new girls and prepared her for what is coming, This period of soft
landing was 0 |C|aII% termed a ‘gradual entering’ into the school.
The managers together with the psychologilst and an educator de-
cided which bedroom the newcomer would be placed. As a rule,
bedrooms were shared by classmates.

The quarantine lasted from a few days to one week. It was uE to
the girl nerself to decide whether she was ready to join the other
girls, and she was not forced to take her place in the dormitory until
she herself wanted to.
~ Moreover, the other residents prePared themselves for the recep-
tion of the new girl. It was obvious that well before the newcomer
joined the others, they had already gathered a lot of information
about her. There was always somehody at the institution who knew
the new girl from before, These children belonged to the same
world, They often came from the same areas, went to the same
schools, were members of the same subcultures, and might have
met each other when sent to appear in front of the youth commis-
sion. It was also a relief to the newcomer if there alréady was some-
one there whom she knew and could possibly offer support. How-
ever, there were cases when the earlier acquaintances were for
worse for the new girl. The relationships that were established ‘in
freedom’ ('vabaduses’, ‘raB® (a typical expression of the resi-
dents in protest to the institutional spaceg were changed when re-
established at the institution. If the girls had hung out in the same
group before being sent to the K. School and their status in that
group were as stronlg then the girl who had already arrived had an
advantage. She coufd choose to support her friend, but the friend
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would have to ‘pay’ for this in one way or another. Usually she had
to be at the disposal of the ‘older” girl for various kinds of services. If
she did not understand this, she was punished. Circumstances such
as those prevailing in the K. School Eave_ the girls the possibility to
assess the depth of their friendships. For instance, one girl learned in
an unpleasant way that another Plrl she had been able to count as a
friend outside theé institution coldly left her on her own to face the
rest of the school. However, a lot depends on personal ﬂuallt!es of
newcomer and her ‘assets’. The same qualities that are valued in de-
linquent subcultures in general "were also highly valued in the institu-
tion: courage, wisdom and street-smarts, the ability to keep secrets,
physical power, craftiness in mischief and a high spirit of protest
against the sgstem. (Cloward & Ohlin 1960, Cohen 1955, Matza
1989, Saar 1990, Willis 1977). In the circumstances of a closed in-
stitution, when the satisfaction of different needs (for example,
smoking) are inhibited, material possessions such as clothes, ciga-
rettes, and cosmetics; as well as good relationships with supportive
friends both inside and outside and relatives were highly valued
among the residents. A new girl with a lot of such luggage was more
eas%welcomed by others. _ _

There was a multiplicity of issues with regard to placing a new
resident in the dormitory that had to be carefully taken Into ac-
count. Once, for instance, the managers decided to"send a new resi-
dent to the dormitory during a holiday time when many of the girls
\évere at home. An educator made the point why it was not wise to

0 S0:

"It is not @ good idea to send any new ggrls to live in empty rooms.
Let them wait until the otherscome back. There is always the
chalmc"e&hsatE 3()>me0ne steals something and blames it on the new
girls." (L5.Ec

The arrival of a new resident on the dormitory floor was a big event
for the girls. Everybody crowded into her bedroom to get to know
her. These get-togethers could last for quite a while. First, the ‘ead-
ers’ came to instruct the newcomer about the rules and the desired
behaviour. The extent of the interest of the leaders in the new girl
also depended on the girl herself. Some new residents made a good
impression on the others already before coming to the dormitory.
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After the first welcome, a very difficult testing period began for
the new resident. In order to secure her own place in the residents’
hierarchy, she had to show who she really was. .

There are some typical qualities that were rated high among the
residents. One had"to have stamina to suffer physical Pam, she
should not be greedy and under no circumstances was she to inform
the staff about what happened among the residents.

One resident told me the story of the torture she had to go
through in the beginning:

fR.: a resident; I.= interviewer) ,

. What usuallK happens here when a new girl comes?

R.: They make them submit. The most important thlngi_here IS not
to be scared of them and not to complain, When ITirst came |
stayed with S, in the same bedroom. She put me throuqh a
test. | mean, obviously for the first three months | had to Clean
the room every daly. Besides that, one night she started to
strangle me, And T pretended that | choked, and after that
relaxed and didn't breath at all, She stopped strangling and
started to poke my face. But | didn't react. She was sure she
had killed me. She... to K.._ ‘Listen, I think | killed her." K.
splashed water on my face. Then | went: 'Hex_? What? What’
happening?" What's wrong with you?' ‘Nothing, | am sleep-
ing', ... Next morning K. asked me:_Where did you get those
bruises and scratches on }éour neck? 7 don't know, maybe |
hit myself by accident’ ‘1 know it was S. who tried to strangle
you last night,' — she said to me. ‘1 know nothing about
that.." (I1.4.L.h)

The description of this kind of scene could be an extract from an
instruction manual on correct and heroic behaviour for the new resi-
dent. With all the exaggeration, this shows how the girl wanted to
convince the others she was capable of ideal behaviour. If she con-
tinued to behave in this kind of way, she had a good chance of soon
becommlg the new leader of the group.

Another conversation with “older’ residents demonstrates the
concern they felt for a new resident:
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(., D. = residents; 1.= me) . _

1. 1 spoke today with Y., she has a hard time getting used to the
school and she is terribly homesick. How do you think we
could help her?

S. Yes, it is very difficult to ?et used...

. WhatheIFe you tofqetse tled in? ,

D.. The Prob em is thaf there are too many new girls here now
and they don't behave themselves, We have our own rules here

and they should be carried out. We all went throu?h this. But
now all these_new girls are coming and they absolutely don't
want to submit. o _
Does it mean that submitting to the rules and not protesting
helps them to go through it?

. Well, yeah1 You know, after all there are older people here

and they should be respected.
Interesting, | thought KOU are all the same age here.

. Older doesn't mean that but7]ust people who came earlier.

| see, it's like the army here?...

+ ExactlyJ" (I11.2.2.)

| told about this conversation to one mid-level staff member. She
answered that this kind of an attitude was not a rule, and that in fact
the girls were (1u|te willing to supiuort each other. However, this was
one opinion only. Other mid-level staff members advised me not to
intervene too much in the relationships between the residents. They
exﬁ)lalne_d that there were certain rules and hierarchies among the
girls which the staff did not deal with, and that it was for the good
of the whole community that the girls were left to flgure out their
relationships on their own. "Of course you must control them, but as
long as we have no blgi problems with them terrorising each other its
better to leave them alone.” (I.5.E.d] Both of the two responses of
the staff members made one thing clear: the resident had their own
reIatlonsths and the staff interfered in them as little as possible, if
at all. Staff involvement would .onI%_cause more problems.
Unfortunately, 1 did a stupid thing: 1 openly began to protect a
resident who was seriously bullied by others. My volvement did
nothing to help to the victim and backfired on me. The measures
that the experienced staff took in a similar situation were quite dif-
ferent: the intervention was directed only to the victim who was
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isolated from the other residents for a while. | found this kind of
solution unjust, because it made the victim seem quilty and took no
action towards those who generated the trouble in the first place.
Later | understood that it was impossible to protect a girl inside the
institution in any other way, because despite so-called 24-hour su-
Pervmon, there ‘were more than enough opportunities to pay back
5h$ z‘protected’ resident. (About this see more in detail in chapter

Occasionally, a new girl received support from others if she had a
good friend ina high position among the residents already inside the
Institution. This was not the case with Y. When she first came, a girl
in the school who had been friend with her before turned to he the
first one to terrorise the newcomer. Why did this happen? It was
impossible for me to find out. However, I'soon learned that the fact
that the ‘inmates’ rules were infinitely complicated and different
from what | had encountered before, and that everybody had to find
their own place the hard way. The girl and her assets were carefully
investigated. _ o

Some residents adapted ver% quwklr. There was a new girl in my
own group who went through the adaptation Rhase very quickly. She
was cheerful and sociable, and even though she gave Presents {0 and
related mostly with the leaders, she was also affable to everyone.
Her famHK and many friends outside the institution visited her of-
ten. All these were positive points in the eyes of the residents.
However, she did not stay at the institution for long; she managed to
organise ,her escaPe with a few other girls and they did not return at
Ieastdurm% my stay. _ _

In conclusion of this sub-chapter it should be emphasised that
when an adolescent E;rl I directed to a closed institution, the event
is difficult and shocking for everyone involved. Any radical change
from one living environment to another is hard.

The purEpse of sending a youngster to a special needs school de-
fines what kinds of factors the decision-makers take into account. If
this is assessed as an opportunity for development for those children
who have not had favourable circumstances for developing in their
natural living environment, then the arrival to the institution should
be ﬁrepared in advance. The child has a right to know what is going
to happen to him/her. Such a violent and unprepared transport to
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the school as was described in the beginnin? of this chapter has a
very negative impact also on the future relationship between the
resident and the school. There must be ways to introduce the idea
to the children and explain why it would be better for their own
sake to continue going to school in an institution where they also
receive good care. In my opinion, the word ‘care’ ought to be used
more frequently in the vocabulary of both ordinary school teachers
and ddemsmn-makers when the lives of these young people are con-
cerned.

The first three months in the K. Special Needs School is the
most difficult time for the residents, and from my[ own experience
this is true also in regard to new staff membersZ There are a lot of
informal norms and norm-setting activities at the institution, which
every newcomer leamns during the adaptation process. The fact that
there is an initial testing period for every newcomer leads to the
conclusion that the residents have their own hidden subculture
based on Power relationships, which is characteristic to total institu-
tions (Goffman 1961, Foucault 1961).

5.2. The Regulated Daily Activities
5.2.1. The Daily Regimen. Waking up

An ordinary day at the institution ran as follows:

1.30 waking up, cleaning rooms, preparing for school
8.00 breakfast

8.30-13.40 school

13.40 lunch

14.00-16.00 vocational training
16.10-17.30 private studies (doing homework)

7 Everyone who enters the institution goes through a hidden three-month
testing period. | learned about this unwritten law from one of my col-
leagues, wh9I also informed me that being a staff merlnber does not make any
difference: " YOU Are a New person here, and the girls' relationship with you is
different than with the_older staff. You have to"go through this test just as
everybody else, never mind if they are residents or'staff members.
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17.30-  free time (walking)
19.00 dinner _
until 22.00 free time in the dormitory
21.00 supper
2200 bedtime _
All the daily enterprises were commenced with a bell. At 7.15 the
first bell rang that notified the girls to get up. The residents are or-
ganised in pairs to work in the kitchen one day at a time, and those
girls woke up earlier and went to their duties. .
At 7.30 the educators (usually one or two people) came to their
dormitory floor, relieved the m%ht watchwoman from her duties and
checked whether all the girls had got up and how were they Rer-
formlng their morning activities. The educators popped into each of
the bedrooms and supervised the girls who had until 8 o’tlock to
finish dressing, washing and tidying up their bedrooms. The girls
were usually hurrying up and down the corridors. Some of them
were already dressed, some walked about barefoot and in their night
gowns. Th_e;r held toothbrushes with toothpaste in their hands. Only
some of girls were dragging their feet because it was hard to wake
up. There was one girl who could never wake up pro erIY. She told
me about her sleeping problems — she would not fall asleep before
three or four in the mornln%and at 7.30 it was impossible for her to
wake up. She usually slept through the first lessons of the day at the
spth0<t)_|. Being at the institution for a long time didnt change the
situation.

5.2.2. Breakfast

At eight the bell sounded calling the girls to breakfast. The residents
went down to the dining room carrying their school thln%s with
them. After breakfast they went straight to school. When they en-
tered the dining room, they left their school things on the floor of
the corridor near the dining room entrance. In the dining room, the
residents had their own assigned places. Each table was shared by
four people. The tables were already laid by the time the girls came
in. The staff members on duty circulated around the tables and kept
watch over the residents to see if they were eating properly. Most of
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the girls ate very quickly and finished their breakfast in five minutes.
Some girls took tneir time with the food and ended up being late
nearIK everr morning. _ _

The bell rang again at 8.20; it was then time to go to school. The
residents tidied up their tables and piled their dirty dishes on a side
board. Many residents took bread with them as they left the dmmﬁ
hall, some Eune a lot. The girls often told me about being hungry a
the time. For most of them the problem was that they were not
used to eat in regular meal times. When the residents comﬁlalned
about the circumstances at the institution, they mentioned the fact
that they had to eat when not hun,ng but according to the daily re-
gime as the biggest violation of their fives:

"At home | can eat when | want to but here it is impossible. Here
you have to eat when they gilve you a meal. | don't like it. It is too
difficult and I feel hungry all the time.” (11.9.1.)

An educator explained the residents' eating problems in the fol-
lowing W%Z “Their eating habits are terrible, especially in the be-
ginning. Tney are always chewing on something.. Some of them are
sofull they ?et sick and"throw up but keep on edting more and more
and more. IT isfrom nervousness.”" (1.5.E.b.)

| was observing a new girl who literally grew from thin to fat in two
months — she always had bread or cabbage in her pockets to nibble
on,

In principle, the residents had the pOSSIbIlIt% to eat as much as
they wanted. They also received parcels from home which usually
contained candy or other sweet things. The (Iurls were supposed to
share with othérs any such presents. Naturally, some tried to hide
their %ood_les, but that was virtually impossible. Most of the resi-
dents Tow in the hierarchy had to 1%:\_/e everything away to regay ciga-
rettes they had already smoked. This was a discharge of debt (more
see in chapter 5.7.). _

If the residents had any money, the educators held on to it. In
Pr_mmple, the girls could ask the educator to buy her food and other
hings, but the final decision was made by the educator. If there was
_enough money, the girls usually asked to be _bou%ht candy or chew-
ing gum. At times they also requested for plain white bread.
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Especially the low-level staff kept emphasising how much food
there 'is and how rich it is. The girls ate four times a day, and both
lunch and dinner were hot meals. | did not see a problem'in quantity
or quality of the food, but rather in the way food was used as a dis-
ciplinary method. The residents mostly came from either very poor
homes or from homes were there were no regular meal times, and
had a hard time adjusting to eat in a regulated way. Hence, they of-
Een saw eating regulations as another form of violation of their free-

om.

5.2.3. The Morning Roll Call

Every morning before the teaching beﬁan, all the residents, teachers
and educators had to be present for roll call. Each form stood in line,
and one resident from each form was on duty that day reported on
the form’s composition and possible absences, such as residents who
were sick, on duty either in the kitchen or on their dormitory floor,
as well as those who were off the school ?rounds on a home visit, in
the hospital or escaped. The morning roll call was also an opportu-
nity for the staff to inform both the residents and each other If there
were any changes in the regular school schedule. The roll call took
all and all only about ten minutes. At the K. School, 0n|¥ morning
roll call was held, whereas in the equivalent institutions for boys a
head count was taken several times a day. For instance in the T.
School, which was the institution for the Russian boys, roll call took
place before every activity by the headmaster himself.

5.2.4. Cleaning the Dormitory's Public Space

After the roll call, the bell rang again and the girls went to the class-
rooms. The four girls on duty In the dormitory, two from each floor
went back to their floors together with the respective educators an

cleaned the corridors, toilets and the wash rooms, One girl cleaned
the long corridor of her floor and the wash room, the other the short
corridor and the toilets. The staff kept an eye on the work of the
girls and also checked the condition of the bedrooms. There was a
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list of requirements for how the bedroom should kept, and the edu-
cators assessed the state of the rooms accordingly. Smoking was the
most severe offence a%alnst requlations. If there was any sign of
smoking in the room, the assessment automatically read ‘very bad”
The checking of the rooms involved the educators looking in the
wardrobe, desk drawers, and under the bed. "It is a repugnant task,
but there's no alternative. They are so slipshod that if we didn't check
up on the condition of the bedrooms, they would never clean them,”
37.8.H.C. one staff member said to me once as we were checking
the residents’bedrooms. . _

One of the girls living in each room was aPpomted the ‘senior’ of
the room, and she was responsible for the ultimate condition of the
room. | noticed that every morning it was mostly the same girls that
cleaned the rooms. Later 1 came to know that cleaning is the duty of
frecruits’and girls low in status in the residents’ hlerarch_Y.

As a rule, one educator checked the bedrooms while the other
supervised the girls who cleaned the public space. The higgest prob-
lems occurred with cleaning of the toilets and the wash room. The
girls tended not to clean them to the standards of the staff, and edu-
cators supervised this work particularly carefuII?/. At times a dis-
Fleased educator made the girl clean the place all over a(flaln. Some-
imes there were exceptionally difficult situations. | particularly re-
call one incident when M., a small 11-year-old girl was responsible
for the toilets. At the time, there were 58 girls I|_V|n? on the floor,
and that particular morning the toilets were messier than usual. M.
had to make three separate trips out to take all the rubbish awaz.
Two out of the four toilets were out of order, and one of the work-
ing ones was clogged and filthy. M. hoped that she could unplug it
with water, but the water did nothing else than caused the contents
of the toilet to flood all over the floor.

(M= a resident; E. = educator on duty) _

M .(crlesz: 0-0-0, it’ all coming out o the floor] (runs and jumps
on fop of a chair) o

E.: What are you doing? You have to dig it out of the bowlJ

M.(crylng%: It not my fault it's too dirty here today! Why do |

hiave to do this?
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E.:

M.:
E.:
M.
E.:

M.:

Action

Because you are on dUtY today and it is the work of the peaple

f(in dgtyl Go take the stuff ouit, otherwise the whole place will
0od..

How can | take it out? With my hands? _

How can | take it out! How do you think you can take it out?

Of course with your hands!

(cr¥ing): | can't do it!

|Tyou don't do it, then you go there where your place is, you
know yourself where? Gét down from that chair! This way you
can't do anything at all. _

| can't, my slippers will get wet! | can't go to the water with
lippers!

E. Go put hoots on! Who told you to clean toilets in slippers?
And o fetch the plunger.

=m

(with”boots): | couldn't find the plunger! 1t's gone again. Yes-
terday it was there, but now it is gone. Everything gets stolen.
I'll go-and look for it on the second floor. Soon she comes hack
with a handyman who brings the plunger. The handyman
opens the toilét and it works again. _

ow tidy up the toilet paper from the floor and take it out!

| took thie rubbish out three times already, | don't want to go

again!

E. Dgon't' rebel, the work isn't done as long as there is rubhish in

M.

E.:
M.

E(

here. In the evening all the girls come and the rubbish bin will
overflow ag{am. Don't argue with me, just do your work nicely
ifyou donTwant to goyou know where!

(carrying the rubbish™ hin out): It's not my fault that_it’s so

dirty here, that there is so much rubbish... (when she is back
she asks: Well, is it ready now? _

Yes, now you can go to school. Tell me, was it so heavy? Look,
now the toilet is nice and clean!

smiling): In fact it wasnt that hard.
gfter N?)I

s left): Oh, this just makes me sick.” (I11.9)

The previous scene may be shocking to the reader, but in a certain
sense it is symbolic. It demonstrates how it is in real life — both the
residents and staff members have to deal with such a difficult and
hateful activity — to clean the mess that other people have irrespon-
sibly left behind them. It is also symbolic that the rubbish that was
produced by so many people, but the cleaning is left to a few.
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The girls on duty on the floors were not supposed not to spend a
very long time cleaning. At 10 o'clock at the latest they had to be in
their classrooms.

5.2.5. Schooling

Providing, primarﬁ/ education to the residents is the most important
official aim of the institution. According to the Estonian Law on
Primary and Secondary Education (1993) and the Juvenile Sanctions
Act (1998), K. types of schools are pnmarK schools for young people
with special needs in education to help them complete their com-
pulsory schooling. Special needs schools for children and young peo-
ple with behaviour problems work on the basis of the ordinary pri-
mar]y school programmes. _

he K. Special Needs School covered six forms from the fourth
to the ninth, The Estonian side had pupils in all forms, but the
fourth and eighth were joined together due to the small number of
puplls on those levels. On the Russian side there were fourth, sev-
enth, eighth and ninth forms, and also the fourth and the eighth
forms were taught together in the same classroom.

The teachers had to teach in very difficult circumstances for
various reasons. If there were only a few puRns in one form, two
forms were {omed together. One téacher taugnt more than one sub-
ject. For instance, the Russian side had only two teachers of its own.
One of them tatht the Russian language and literature, history, ge-
ography and Engillsh. The other was responsible for the natural sci-
ences; mathematics, physics and biology. The other subjects, Esto-
nian Iangua%e, sm?lng, drawing and Qymnastics were " taught by
teachers of the Estonian side of the school. There were new resi-
dents arriving at the institution in the middle of the school year, and
for this and other reasons they were on very different academic lev-
els. The teachers continuously complained about how impossible it
was to teach the girls anything. They were all in need of individual
attention and tutoring, but that was not possible to arrange in such
circumstances. The results were poor. In the fifth form, for instance,
there were only three pupils, but no one finished the course and all
of them had fo repeat the year. Some of the residents were not
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graded for all of their classes, and some received no assessment at
all. The teachers often spoke about the need for a special study pro-
gramme for these pupils. _ _

The most serious problems were concerned with the teaching
process. The school was assumed to offer primary education ac-
cording to the general Estonian school curriculum, because the resi-
dents were off|0|aII¥ defined as children with behavioural problems
but with normal intellectual capacity. This anroac_h was a leftover
from the past sYstem when the case was really defined as: children
with behavioural problems were sent from ordm_arr schools to a spe-
cial needs school for slight reason. It was impossible not to complete
the school year, whereas the current residents may have not been to
school for months at a time, some virtually never. The girls had such
huge gaps both in their academic knowle %e and learning habits that
they were impossible to mend. The teachers were at a loss in at-
tempting to solve problems for which they had not heen trained.

he official statistics of the educational results in the K. School

were the following: In the school year 1996/7, out of 69 pupils who
studied in the 4t8th forms, 11 (16%) purnls failed and had to re-
peat the year. 4 pupils (6%) had additional work for the summer. 4
(19%) of the 21 residents who attended the 9t form failed the
course. This means that they received an attendance certificate but
no mark. There were partlcular_lr ne(_1at|ve results in the Russian sec-
tor, where 33% of 9thform pupils farled (2 girls out of 6) the course.
The percentage would have been even higher if the one resident who
was expelled just before the end of the school year was added to the
total (see chapter 5.5_.2. _ _ _ o

At'the same time it was possible to perceive some signs of shift in
the %Jeneral goals of the institution. Both the management and the
mid-level staff set the aim of control and protection, as well as
(re)socialisation of the residents as the tog priorities of the institu-
tion. A study conducted by Kdrgesaar (1999: 40) lists the following
points as the results of the study in regard to the assessment of the
aims of special needs schools: “The most important aims ... for both
the residents and teachers/educators, as well as headmasters are _%1)
reformation of personality, (2) getting prepared for independent life,
(3% controlling the residents”behaviour, including the protection of
other people, (4) providing academic knowledge." The notion that
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the school and the studies were necessary to keep the girls occupied,
girls who did not know what to do with their free time, is embedded
In the research results. The staff of the K. School in general realisti-
cally understood that a K. School education was inadequate to con-
tinue with further education or to compete in the labour market.
Goldson’s point (1997 20-22{) that school is in the first instance an
institution that excludes children from active social participation
with the implicit aim of state control, is true of the K. School young

peoxle- . . .

ccording to my observations, learning was Iar%ely based on the
mechanical memorisation of texts. The residents’ favourite subjects
were drawing and g¥mnas_t|cs. Particularly the drawing classes were
a welcome activity, Teaching drawing at the K. School only involved
learning the techniques of self-expression, and was as such among
the rare occasions that the girls were able to express themselves in a
non-verbal way and have positive experiences without needing to be
afraid of any negative evaluation.

5.2.6. Vocational Training

After school was over at 13.40, it was lunch time. From 14.00 to
16.00 both the Russian and Estonian residents were divided in three
groukps for vocational training in dressmaking, knitting or garden
work.

Vocational training, particularly sewing and handicrafts, was
much preferred over academic studies. The girls also gathered to-
gether during their leisure time for a sewing group, whic .giave them
a great deal of pleasure. Doing handicrafts provided the girls with an
opportunity to chat with their instructors in an informal way, and
similar to drawing classes, was particularly important because of
being free from any moralistic content. Unfortunately, at the time
there was no organised work therapy — or any other form of ther-
apy — at the institution which would have been extremely valuable
for the qirls’ development. However, the drawing classes and the
vocational training can be seen as rudimentary art and work therapy.
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5.2.7. Doing Homework

16.10-17.30 was reserved for individual studying, namely doing
homework. The residents went to their form teacher’s classroom
and did their homework supervised by an educator. For every form
?r 12-14 residents there is a form teacher and two or three educa-
ors.

“The educator must keep order and make sure the girls don't dis-
turb one another but concentrate only on their own work. The edu-
cator also has to help the girls if there is something they don't un-
derstand something in their a35|gnments.”(l.4.D.a.()]

The girls keep their school books and other school paraphernalia in
their form teacher’s classroom, and know what they are supposed to
be doing. The work is mainly done |_ndependentIY._ Naturally, the
girls are often reluctant to work on their books. By this time they are
already tired from the day’s activities which started at 8 am with
ong/ a lunch break and some short recesses in between the classes
and training. The girls often tried to get away with it by claiming
that they had aIr_ead}/ finished everything during class. Mostly the
girls were busy with their English, German, Russian or Estonian les-
sons; they translated texts or did exercises. Some school teachers
used the time as an opportunity to ?lve individual tutoring to the
girls, which often meant makingsure they had learned the day’s les-
30N by asklntT; question about its content.” It was also a ?ood time to
discuss the form’s problems with the educator on duty. The glr!s
were usually Pestermg the educator to help them out with their
translation or language exercises. Some girls walked from classroom
to classroom to ask their friends out. They excused themselves by
saying that they had to go to the toilet or to drink water. If possible,
the girls also used the time for writing letters or doing handicrafts.
Towards the end of the individual study period the resident on duty
for the classroom began to tidy it u&. he classroom was cleaned
twice a day; first after the school hours and another time after
homework. Cleaning meant taking out the rubbish and sweeping and
washing the floor.
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5.2.8. Walking and Free Time

The bell sounded the end of the homework period at 17.30. The
girls had free time. They could either go to the dormitory, or if the
educator gave permission, they could take a walk. All the girls were
supposed to have a chance to go for a walk once a day, but this was
harder to realise than to say. The educator who accompanied the
girls was solely responsible for them outside the buildings, and there
Was alwars the fear of escape. Certain educators refused to go for
walks with the girls at all, and s'ome agreed only to take those she
trusted the most. _ _ o _

When thinking back on mY_ first walk with the girls it seems like
an amusing story, but at the time | was quite worried. There were
thirteen residents in my Eroup. One of the vice-heads had told me
that it is prohibited to take the girls out of the school grounds, and
the walks should only be taken in the garden behind the main
building and on the yard. When | mentioned this to the girls, they
outsmarted me: "That's not truel We always take a walk outsideJ" |
had no reason to seriously doubt this because the other educator in
my form habitually took the girls outside the fence. When we got
out of the gate, the girls ran out all in different directions like a flock
of hirds. Some lagged behind, some ran far ahead. Two of the girls
fIankln% me kept me distracted bK telling a very |mR0rtant story.
When 1 anxiously asked them if they thou%ht the others were at-
temptm% an escape, they assured me that there was no reason to
worry, the others were _onI% Iooklnq_lfor cigarettes (about smoking,
see Prohibited Fun in this chapter). However, the walk was success-
ful'and I returned with all the girls with me. »

After that first experience, we began each walk by deciding to-
gether where we would go and what the ground rules were. This was
easier said than done, because as soon as we got outside, the glrls
forgot their solemn promise to stay near me. Sometimes | had to
interrupt the walk and return to the school. However, the girls did
not defy the joint decisions. | was always willing to take long walks
with the,glrls. It was pleasant and easy to communicate with the
girls outside the school’s oppressive atmosphere.
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5.2.9. Evening Time at the Dormitory

Dinner was at 19.00. After the meal, there was free time in the
dormitory until 22.00 when the girls were to go to bed. Sometimes
the educators on duty had dinner as well, but It was never explained
to me why this was not possible every day. The educators ate in a
separate room away from the girls. _ .

After dinner the residents usually( watched TV, did handicrafts or
wrote letters. The evenings were also the times when the girls got
Prepared for different kinds of extra activities the staff had Planned
or them. During the time I spent at the institution, the girls had a
“Style Show” and “Miss MaY ageant”. Together with the educators
the girls made costumes, planned the programme and made other
arrangements for the event. Some educators taught the girls to
dance, sing or make the costumes [“The girls are not able to make
the clothes themselves"). The educators organised and participated in
these kinds of activities on a voluntary basis. Hence, every evemngz
some girls were busy with these kinds of preparations, while the res
sought the compang of the educators simply to chat or discuss
problems of which they always had plenty. _

At 21.00 the residents had supper. Together with the one or two
glrls who were on duty at the dormitory floor that day, the educator
rought the supper from the guards’ room downstairs. Supper usu-
ally consisted of fruit, biscuits or buns. The girls on duty were re-
sponsible fore the boxes of food, and distributed whatever was for
supper to the other girls according to a list of those present in the
educators’ room. The task gave them a sense of power. They were
able to pick and choose the better fruit or bigger buns for the girls
they liked, or earn points by slipping more food to the leaders of the
group. The supFer often included something tasty and sweet, and
was therefore also a valid currency for trade. The usual transaction
was to trade the entire supper for a half or a quarter of one ciga-
rette. This often caused quarrels between the girls. A girl may have
bought a cigarette on the promise of a supper from two different
girls, and the rule was that the seller could choose the night when
she wanted the pagment. If there was something especially good for
supper, there was bound to be an argument of who got her payment



Action 179

that night. One girl who owed her supper to two girls at the same
time ended up badly beaten. _ _

When the girls were 8|ven fruit (usually mandarin oran es?] or
candy, they treated the educators. It was considered J)roper ehav-
jour to treat others when one received something good, and refusing
to do so was very bad behaviour indeed. To possess personal things,
even food, was a privilege of the leaders onI%.. However, even they at
times treated their ‘servants’ high in the hierarchy with pieces of
candy or other goods in order to show their satisfaction with the
service and to guarantee it also in the future. o

Otherwise, the _%IHS were in the habit of ple}ylng with the food
and even throwing it around. It was always hard for me to see pieces
of good food strewn around the floor. _

After supper, the ﬂlﬂs started gettm? ready for bed. Bedtime was
announced by the bell at 22.00, when the night watch also came to
work. Bedtime was quite restless; it took a lot of [unan back and
forth in the toilets and the washroom before the girls calmed down
in their bedrooms and finally went to sleep.

The ahove-described was the weekday regime. Weekends were
less strict. The residents got to sleep late, and instead of school work
they tidied up the dormitory and were engaged in extra activities.
Weekends were also the time reserved for visits b{ relatives. A spe-
cial permit from the management was required to receive friends
from outside the family. _
~ All'and all, the daily regime was based on strict schedule of rou-
tine activities, However, in reality the content of the schedule could
be totally different. It depended on various factors, of which the
atmosphere created by the educators on duty was of an utmost im-
portance. The best results and smooth operation of the day were
achieved if the educator had a stabilising impact on the girls, she was
methodical, consistent and calm. If the educator showed too much
emotion or inconsistency in her own activities, the girls became agi-
tated and were hard to calm down again. The other extreme, appar-
ent indifference and passivity generated Frotest among the residents:
they provoked the staff members until they were given attention in
one way or another. In general, the residents were sensitive and
quick to respond to the mental state of the staff members they were
in contact with. If someone had a bad day, was tired and nérvous,
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attempts to suPpress and hide the stress were usually futile, The
glrls picked up the mood and made the situation even more difficult
y showing their irritation and restlessness. _

It was clearly apparent that the mental well-being of the staff
was vitally important for working effectively with the residents.
Teachers and educators on dutY should be well rested, confident in
what they are doing and mentally prepared to under_take the day of
hard and demanding work. Any pedat]]ogue working in such an insti-
tution as the K. Special Needs School needs to be well aware of the
processes she participates in her work, as well as the impact she has
on the residents as an adult, a peda%ogue and a role model. This de-
mandls high-level qualifications; skills, knowledge and solid profes-
sionalism.

5.3. Teaching Knowledge and Skills

The managers and mid-level staff emphasised the importance of
study for the residents. Many teachers stressed how ‘backward’ the
residents were, and how it was mostly tied to neglect and underde-
veloped habits to learn new information. The fact that schools in
general pay little attention to whether pupils attend it or not is a
new phenomenon in Estonia that appeared after independence. Ac-
cording to the present Estonia Ieglslatlon (Law on Primary and Sec-
ondary Education §17 %6_ 7) (RT 11993), parents are responsible for
the sc oollng_ofthelrc ildren. It is the duty of the parents to see to
it that the children attend school. At the same time, schools have an
interest in havm% as many pupils as possible because their financing
is calculated on the hasis of the number of students, although they
are nevertheless concerned with keeping up good averages. Certain
schools do not care much for pupils who have hehavioural and other
problems. The success of a school depends on the academic level
reached by students and is measured by the number of students ac-
cepted to institutions of higher education ﬁKadajane & Strompl
1999). Consequently, there are a number of children who are either
absent from school for long periods at the time or never attend at
all. When such a child is sent'to a special needs school and expected
to catch up in her studies with the other residents, problems are
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inevitable. Yet, as pointed out earlier, the institutions follow the
reqular primary education curriculum due to the fact that officially
the residents are defined as having normal cognitive skills and hence
do not require special needs education programmes. The K. school
teachers were very frustrated with this, and complained about great
difficulties in being successful with ordinary teaching methods. Ac-
cordln% to my observations and general kriowledge about teaching
methods, most K. School teachers relied on learning factual infor-
mation directly from textbooks. When asked about this, they ex-
lained to me that that was the way they taught their subjects.
hen the residents were dom% their”homework, the learning fol-
lowed the same general lines: the girls directly translated sentences
from one foreign language, either English, German or Estonian, to
their native Russian. When theg turned to me to help them out, |
offered to help them learn vocabulary, but they usually declined and
argued that they do not need to learn new vocabulary, but simply to
manage their translations and memorise them. However, it is good
to keep in mind that this is what the girls themselves told me. The
Russian teacher who taught languages explained that the pupils pre-
ferred mechanical translations over other kinds of homework. Nev-
ertheless, she could not give me advice about how | could help the
pupils learn more effectively. _ _
The girls often also turned to me to check if they had made their
Iangua?e exercises correctly. If I found mistakes they were quick to
correct them, but did not like to listen why something was right or
wrong. They learned long texts from history, blolo?y and ?eography
by heart without a wider context or deeper knowledge of the con-
tent. All and all, these girls had intellectual potential which had no
tchamce to develop. In short, the subjects they studied remained alien
0 them.
~ Since | was Present only a few times in actual classes, | am not
in the position to tell much about the process of teaching in the
classroom. '
~If I 'spent little time in the classroom, | had plenty of opportuni-
ties to observe the te_achm% of everyday skills to the girls. Because
the staff had no illusions about the Intellectual development of the
residents, they focused on developing the so-called feminine skills of
the girls. The most important of these feminine skills was cleanli-
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ness, and the most important activity was household tasks. When |
asked the teachers what skills they thought the residents need the
most after they leave the institution the usual answer was; "Cleanli-
ness. What they generally learn here — to take care of their personal
hygiene and their laundry” (1.10.J.c.). The answer was quite unex-
Elected in the light of the poor sanitary conditions of the nstitution.

owever, everything is relative, and in some sense | agreed with the
teachers. Moreover, the residents spent a lot of time with cleanmg
their rooms and cleanliness in general was a value that they learne
to respect at least to some extent. This was evident in the pleasure
they took in Justl_fym% aggressive behaviour towards those girls they
saw as not washing themselves properly. The staff implicitly rein-
forced this kind of behaviour because it was in accordance with the
school aims (about this, more detail later). Another valued skill was
handicrafts. A good woman was supposed to know how to sew and
mend clothes and do other kinds of handicrafts. Sewing also pro-
duced material gratification, which in ?eneral Wwas very important to
the girls. If they were good at sewing they could make presents for
their sisters, mothers or grandmothers, as well as nice things for
themselves. _ .

Special attention was paid to communication skills, Many authors
who study the personality of troubled children and young people
point out that one significant reason for the problematic behaviour
of children and young people is that they do not know how to relate
to other people, they initiate conflicts for slight reasons and are not
able to put themselves in other ﬁeople’s position; in short, they do
not have communication skills. The pedagogues of the K. School"also
pointed out the importance of teaching communication skills and
gave quite a detailed description of their methods and practises of
teaching the girls in this regard. _

A teacher clarified the aim of her work as the following:

"I see the content of my work being that during the time a child
IS in- my hands, she should learn the maximum-of everything she
will need for coping after leaving the institution and hence man-
age her own life independently. | provide her with knowledge
and information about what she is going to need in her life ...
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To make her understand the situation she incurred, to think,
analyse and We'%ht the possible ways out of that. ... N
~ Perhaps the thing that | think | do the best is the reconcilia-
tion with the family and mending of the relationships. For some
girls 1 have downright dictated letters and explained: if you
write to your mother like that, what is the reaction you should
expect? You cannot cheat your mother if you want her to re-
spond to you in a nice way. You should write your letter so that
it will enter her heart." (1.2.B.c)

When | spoke about communication skills with the staff members, it
was important to establish what exactly they meant by that. Some
emphasised listening skills: *I know how to make other people listen to
me". One teacher stressed the mportance of convincing the resi-
dents to have confidence in the staff:

"It 1s |mﬁortant_to me that the child believes in me ... | want o
make a cnild believe me; I look into her eyes and even trK to hyp-
notise her: | want to heIpYou. And | deeply believe in what | am
sa¥_|ng. As | said already [ never lie to a child. So the child would
Relleve"”%% lF%T not her enemy, but an oasis, where she can get
elp...." (1.6.F.

There are two issues in this connection | see as significant. One is
the different meanings people give to communication skills, and the
other is the teaching process itself.
~When the professionals and staff members spoke about commu-
nication skills, they were referring to either to the residents’ inability
to see other people as equal communication partners, but rather
People who had to be pressured to bend to their own needs; or on
he contrary, to the lack of self-affirmation and inability to say o’
or resist the influence by others. Hence, there was no communica-
tion hetween equal partners, but the question was of power relations
between the dominant and the subordinate. However, the staff
members described the teaching process in a contradictory way as
taking place between equal communication partners.
Certain details in the staff members’ descriptions of what they
considered important teaching skills and how they saw the relation-
ship between a pupil and the teacher illuminate this point. It be-
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came evident that it was the teacher who had an active role as a
ﬁlver ("7 provide her with knowledge and information”, "I want to
elp you"), whereas the pupil had a passive role of a receiver [*she
learns what | teach her’). S

A ﬁartl_cu!arly apt metaphor for the relationship is the sentence:
“the cnild is in my hands”. The metaphor of the child as material for
moulding was expressed repeatedly by different teachers. Despite of
the collapse of the Soviet system, the aim of the special needs
schools did not changed in content from the Soviet concepts of ref-
ormation and re-education of the children's personalities; however,
the terms were disguised in the new word influencingB8 If I asked
what the difference between re-education and mflu_er]cm?_ was, the
answer was that the former did not accept the individuality of the
subHect_ of the action, whereas ‘influencing’ expressly does that. The
staff’s interpretation of the term ‘influencing’ had its nuances, which
revealed the notion of force behind it [*to make her understand", “f
want to make the child believe me” “try to hypnotise her’). It is evi-
dent in these extracts that the resident did not have many options
besides subordination, which one of the managers directly ex-
pressed: "Our girls have to understand that they have to chan%e their
mind and behaviour, they have to learn to discipline themselves. It
cannot happen without some coercion.” (1.6.F.c)

A managerial staff member portrayed a good teacher who could
serve as a model for others: “Look at X, for example. She is a very
?ood teacher who knows how to get through to the girls. She does not
eave a (Clhi|2d glon)e before she has achieved with her what she wanted
to. .." (112.G.a.

One important aspect in the notion of ‘teaching’ is how it was
verbalised by the staff. Teaching means to ‘tell’ what is ‘right’, and

8 The terms ‘reformation’ and ‘re-education’ were rejected as a violation
of human rights, and replaced with the new term ‘influencing’ (mdjutama).
The term appears in the law in the Juvenile Sanctions Act (1998) and also
in the new Criminal Law (came into force 06.06.2001) in place of the ear-
lier ‘reforming’. What this signifies is the notion that nobody needs to be
reformed, but that they can be influenced. In the Law on Incarceration (par.
2., p 1 for instance, the aim is changed into ‘directing the person to correct
him/herself’ from the earlier ‘correction’.
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other methods of behavioural remodelling were passed over. Hence,
big words about the importance of accepting one another and active
listening skills co-existed with the day-to-day ignoring behaviour and
even indifference. Anextract from my field notes is a typical illus-
tration of this: "The two of us (P. and ‘me) were sitting in the educa-
tors' room discussing the schedule of duties. Suddenly Y. Aust walked
into the room and hegan to tell P. about something that happened to
her that morning. ” This was common behaviour among the residents,
and when | later studied my field notes, I found pIentr of similar
examples. 1 have to say here that later in the fieldwork [ myself no-
ticed the same behaviour. This type of interruptive and inconsider-
ate behaviour was most blatant in the relationships hetween the two
ethnic groups (see chapter 4.3.).

5.4. Educating Females — the Gender Issue

Because the K. School is a sPemaI institution for adolescent girls, the
gender issue is a big part of the daily life, and as such is also included
Inmy research data. _

The institution itself is based on gender separation. The fact that
female children should be separated from male children was so self-
evident to all staff members re?ardless of their status that it was
never even discussed. In spite of the fact that staff members knew
that equivalent mixed-gender institutions existed in other countries,
they were unanimous in their belief that single-sex schools were
much better: "It would be impossible for us to control them all the
time, ?%dclfb t)here were also boys here, God knows what could hap-
penII 3 b)), .

_ W‘wen talking about the residents, the staff members also men-
tioned that one of the reasons for sending girls to K. was their sexual
activity, “Some of our girls were engaged in PFOSIIIUIIOH. " Being sexu-
ally active was interpreted by most of staff members — as well as
the residents themselves — ‘as the hersonal characteristics’ of the
girls and considered to be a problem of their Stormy puberty’. There
IS reason to emphasise that not one of the residents ever admitted
prostitution, though they did point out some other girls whom they
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believed to have been involved in sex work. The staff also empha-
sised that problems arise when there are ‘yper-sexual’ girls or girls
with lesbian tendencies among the residents. Such girls were seen as
stirring up other glrls’sexuall(tjy. |t became apparent in the prevailing
staff discourse on gender and sexuality that all the girls had prob-
lems with their sexual behaviour’ regardless of the possible reasons
behind them. The staff in general did not deny the potential sexual
abuse of the children and its impact on their behaviour; however,
there was a generally strong biological deterministic approach to the
question of ‘the residents’ sexuality. In addition to the above-
mentioned ‘hyper-sexuality” and ‘leshian tendencies’, the staff em-
Phasm_ed that the age of ‘Stormy puberty’ was obviously a difficult
ime in girls’ development when they needed close control and pro-
tection against their own ‘nature’. All this is concurs with those bio-
logical and psychological determinist theories connected with such
names as Lombroso and Ferrero, Freud, Poliak, Cowie, Cowie and
Slater, whose theories received a critical analysis by feminist crimi-
nologists such as Smart 51980: 27-60), Belknap (2001: 35-39), and
Pollok-Byrne (1990 10-18). 3 N _
~ Stereotypical thinking with concern to specific ‘feminine’ quali-
ties that corresponded with the above-mentioned determinism that
prevailed among the K. School staff consequently constituted the
so-called hringing up girls’. o _
~ What is the content and speciality of this %ender-based educa-
tion? The resi)onses | received to this question from staff members
of different levels were very similar. This was one of the issues
where the staff was strongly of the same opinion. First of all, it was
established that females have their own specific character, which
?_|fferent|ates them from males. The two most typical distinct quali-
les were;
J ll‘emgles are weak; they are exposed to abuse and easily manipu-
ated;
o girls are W”K and can not be trusted, _
According to the staff, these two qualities justified the emphasis on
the protection and control of girls. While they stayed at the special
needs school, this protection and control was provided, but deep
problems began after they had finished school and were released to



Action 187

the world: "As long as thek are here, everything is OK in their lives.
We keep them in check. [t after they leave K. that the problems
start.” (1.4.D.a.) N _

The staff, however, was aware that official control as it was un-
derstood and arran%ed during the Soviet era is not effective. The
girls were in need of control of a more unofficial and informal kind,
control that covered also the notions of ﬁrotecthn, support and
caretaking. As Ion% as they were at the school, this task of loving
control was over them was designated to the staff who took the
place of the mother. In reality, however, the notion of motherly care
existed mainly only as a desired ideal. (On the metai)hor of home
and maternal relations see chapters 3-2. and 6.3.3.) In addition to
maternal care, female peculiarity is expressed also through other
notions in the relationships between the staff and the residents.
Both staff and the residents habitually used expressions of their
feelings that were tied to inexplicable instincts and intuition. When
the staff Sf)Oke about their work with the girls, intuition had a sub-
stantial role: "Suddenly | feel what will be just the right method of
dealing with her." (1.6.F.b.) Also the residents used such argumen-
tation for thelr_thou.?hts: "I just feel she isn't honest,” or "I see it in
her eyes — she is quilty. ” (111.9.) _ .

Perhaps the most suinl.flcant. factor in the construction of the fe-
male gender was the relationship with the other gender, and how it
positioned females. According to the staff, finding a good husband
¥vas the most important thing for a resident to have a successful fu-
ure;

“We have experience about our girls: if someone finds a good hus-
band, her future will be OK. And it is strange, but many of them
actually dofind good husbands. ”

“What is their future? ... one out of ten will get married and eve-

rything will turn out fine for those %IHS.:. It is very important that

?I gerI fl)nds a good husband, who will keep an eve on her.”
ADa.

The traditional stereotype of the inherently female character shared
by all the staff included the notion that girlsiwomen are at all times
in need of outside control. First there is the mother, then the hus-
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band whose task it is to keep an eye on her. Certainly, this control
should contain caretaking as well (compare with definition of gender
in institutional care/control described by Kersten 1989, Pgso 1993,
etc.). All of the residents’ problems were caused by a lack of respon-
sible adults to take proper care of them. It is interesting that this
belief so strongly prevails after the times of the general Soviet ideol-
ogy of gender equality, which in fact rejected the notion of any dif-
ferences existing between the sexes. In'the institution’s current un-
derstanding of gender-specific qualities, particularly with concern to
the residents who are children and females at the same time, de-
pendencg was given a strong emphasis. Such an opinion is well ex-
pressed by Gittins (1998: 6%:

“The idea that children could, and can, survive in the world with-
out adult protection, without conventional (middle-class) families,
defied (and defies) middle-class notion of masculinity as defined
in terms of independent men who must support naturally depend-
ent' women and children, and who alone are capable of instructing,
guiding and controlling such weak/ needy /Other beings."

The most imPortant aim of the school was to teach the residents to
be dependent on a protective Berson. First of all, ther studied sub-
ordination to those who care about them. Indeed, girls’ delinquency
consists of too many manifestations of independence: (running away
from home, making independent decisions about what to do, where
to go, where to live, etc.) . .

At the institution, it was time for the girls to finally understand
that they had to be Erotected. In order to find a male human being
who in future will take care of her, the girls had to acquire the quall-
ties demanded from an eligible, good woman. She had to learn to be
gentle, take care of her looks and be prepared for the activities and
asks predetermined for her future as a mother and a wife. The ‘fe-
male education’ at the institution was dlrectl¥_ tied to the desired
development of feminine identity and preparation for marriage and
family. Communication skills were considered especially important
for beln% a successful female. Deficiency in such skills was the fun-
damental reason for the girls’ deviancy. (About the role of human
relationships in the development of female identity see for instance
Gilligan 1982, Chodorow 1978, 1999).
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It may sound ironic, but in view of the present circumstances in
the Estonian society the staff of the K. School were quite realistic.
Because there are no state integration mechanisms and the lack of
any special support programme for adaptation to successful inde-
pendent life career for_%gaduate residents, they really have no other
opportunity to cope with their life in any other way. | must stress,
though, that this 1s a question of the state social policy and not an
opinion of mine. The school acts on the assumption of present real-
ity. (About the opportunities of integration see more in chapter 7.)

In the viewpoint of the staff of the K. School, female identity
and feminine qualities followed quite traditional logic. Cleanliness
has the supreme position. A (1If| who wants to marry and to become
a good wife and mother should be well groomed and pay careful at-
tention to general cleanliness in her environment. She also must pos-
sess certain skills essential for making a good mistress of her house-
holgt, the most important being sewing, knitting and other handi-
crafts.

An ideal future for a K. School girl and thus a successful outcome
of the education at the institution was once expressed by a staff-
glerpber when asked about what impact the school had on the resi-

ents:

“What makes me happy about m¥ work? ... When | can see that a
pupil of mine has become successiul. Just earlier today we met one
ofour former pupils. She was also at the exhibition with her family.
She used to be such a fretful girl. After leaving the school she matr-
ried @ man strict enough to_control her. She has four children
now.....and how nice those children are, well-dressed......and the
girl herself, she is also very nice." (1.1.A.c.)

Female education puts a special focus on the formation of a
woman’s body. _

Girls should be beautiful. When one of the teachers found out
that some of the residents were going to tattoo themselves, she told
them: “Just imagine, when you have finished the school and are about
to get married and you are going to have a beautiful white weddln%
dress, and then there is a tattoo on your hands. How will tha
look?..." (1.2.B.d.)
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A girl have must how to move her body, how to decorate herself
what clothes are _becqmlng to her and how to behave as a beautifu
young lady. This implies that the girls have to get used to making an
appearance and know how to exhibit themselves. The purpose was
served by organising different fashion and other shows, dancing
competitions, and the most important of all, the beauty pageant in
May, at the end of the school year. The shows had a multitude of
aims. In addition to learning how to show themselves in the best
light, they also learned hairdressing éalso a hair-do competition was
organised), make-ug techniques and dressmaking. The main idea
was to encourage the residents to prepare all the necessary para-
phernalia for the projects themselves, including dressmakm?. How-
ever, this aim usually did not come to much because the staff ended
up sewmgz the costumes instead of the reluctant girls. One signifi-
cant point in regard to such events was both the fact that they were
great entertainment for the residents, far from boring or requiring
much hard work and hence much engoyed, and their nature as coop-
erative projects where the girls had fo plan, negotiate and act socia-
bly with each other. The staff tried to involve as many girls as possi-
ble to participate. The rest had the role of the audience.

5.4.1. Femininity and the Question of Trust

In comparison to boys, the character of girl residents was seen in
quite an unfavourable light. A teacher who had wide working expe-
(rjl_ef?ce with residents that were both boys and girls described the
ifference:

“Boys are more honest. You can trust them more. Ifyou do some-
thing good for them, they will not cheat you in return.”We attended
many excursions, played sports and so on (outside the institution].
We alwags made an agreement before the outing that there wasn't
%omg to De any problems. And if they gave you tneir word that no-

ody was going to escape, they kept it But'a girl can promise you
God knows what looking you str_eught in the eye, but in reality you
can never know what is In her mind. ..." (1.20.V.a.)
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The quotation directly states that males are more grateful d["Ifyou
do something good for them...”). It was repeatedly underlined by the
staff members that girls are not thankful. They just used other peo-
ple for their own benefit, but did not necessarily remember all those
good things that they received from the school and the staff.

On my first dar at the institution, a colleague gave me a piece of
advice: "You should be careful with the girls: they may seem to be-
come close to Y\OU and you feel you can trust them, but before ¥ou
know it they have betrared your trust in a very mean way. You
should always be on the alert.” (I5.E.a.) o _

One staff member gave me a narration of two incidents which
were supposed to demonstrate why we should not trust the resi-
dents. In fact, | believe that both of them told about something
quite different;

I

"When | started the job here I didn’t know how difficult our girls

would be. I was naive, | trusted them. | gave everyone their own

dresser drawer and told: 'Here are your drawers, keep Kour things

in there. ” But when our superior when he got wind of it she railed at

rzwleé E‘Do)you know what they're putting in there? | didn't .."
SHEa.

I,

"Once in the beginning... | was young and | dealt with the girls a
lot... We sewed many different things, dresses, even coats — /
taléght the girls how 10 sew a coat. .. Then we also had norms, we
had to do Some work for Sangar (a sewing company). ... Once
when | was working with the girls, I'came home and réalised that |
had no firewood. ... So I asked some girls to come with me to the
forest and collect firewood.. When we ?ot back we lit a fire and
made some tea, because it was quite cold aIread%. We talked and
laughed and didn't think about the time. But at the school ther had
alréady started to search for the qlrls at hecause they thought they
had escaped. | was punished and learned not to think but to follow
orders.” (1.15.0..)

Both of these stories tell more about the way how a young staff
member was taught not to trust the residents. As a rule, the staff
emphasised the rebellious spirit of the residents and how they did



192 Action

not want to cooperate with the staff. The stories also reveal that in
fact it was an interest of the management to see that the residents
and the mid-level staff did not get too close and trustln% of each
other; to use the divide and rule principle. It is true that the stories
tell of the former times. However, when I remarked about this to
her, she replied that this lesson was based on the real knowledge of
experienced personnel. _ _

| was also repeatedly cautioned not believe what the ﬁlrb tell me.
The comment the headmistress made on my master’s thesis, which
was based on interviews of the residents, was the following: "The
%?lil% tt?l; you whatever kinds of lies, and you would believe them?”

The question of truth and deceit was an everyda¥ toEic_. Both the
residents and the staff emphasised how important truth is and how
much the other side lies. Actuallg it was quite difficult to under-
stand what the truth’really was, because | found on repeated occa-
sions how truth (as I understand |t2 was not told by various staff
members; however, it was the one those same staff members who
emphasised that she never lied to the residents:

".. Then it is extremely important to make a child believe me.
That is why | never lie to the girls. If they believe me, they will
agree to come with me and | can'influence them.” 1.6.F.c)

In conversations with the residents, some staff members keJ)t asking
the question: "Do you believe me?" They always received a reply
"Yes". However, | observed repeatedly that important information,
which in my_opinion the girls should"have been given, was hidden
from them. "For instance, It was not told to the girls that their par-
ents had the rlgzht to take them away from the K. schoolfd This kind
of ‘not telling the truth’ the staff members exPI_alned to be in the
hest interests’ of the child. The most important issue seemed to be
to make the residents believe the staff, because this was seen as the
basis for the effective educational work. In this case, the truth’was

19 The regulation of parental consent was removed from the law that con-
cerned with sending young people to special needs schools, but at the time
of my field work it was still valid and the parents’ application had a decisive
role in the decisions.
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what the residents (or the other side) believed. Also the residents
characterised their relationships with the staff members by first
cIass_lleng the level of trust: "I don't believe X or Y." was the worst
possible quality attributed to a staff member. I the resident was
asked the reasons for not believing one or another staff member, she
HsuaIIY explained them with irrational feelings: “1 just feel she isn't
onest”

Here is another quite typical scene from the field notes that illus-
trates the obscure line between truth and lie;

‘! was about to start a conversation with a resident when an edu-
cator casually whispered to me: Do not believe this girl, She is a
liar." After we had talked for a while, the girl told me that all her
troubles at the school were hecause of truth: ™ always have to suffer
because of truth! | just cannot lie. | always tell the truth. I can’t
look in the e%/es...l blush...I always tell the truth. | know what is
evil and what is goodness. | was baptised when | was 6 years of age
and | am religious”...” (I.1.b.)

Not only the residents were blamed for lying, but the staff, too. |
had once spoken with one of the teachers and told about the conver-
sation to another colleague:

‘Me: | 'had a good conversation with XY.
C.. Yes, she is an interesting conversation partner, but be
careful, she likes to distort things.” (1.15.0.a.)

The question of truth often arose with concern to owning up to
havm? broken the rules. For instance, the residents had to write ex-
Plana 0ry essays ever}/ time when they had done somethln? wron?.
t was painful” work for them. | frequently had the opportunity to
observe the procedure, as in the following éxample: :

(E. — educator; R. — resident) .

The girl sits at the table and is chewing her pencil

R.: What am | suRposed to write?

E.: Write the truth, what happened. o

R.: 1 had a problem outside that | had to solve, but it is not
connected with this house.

E.. Then write about that.
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.1 don’t want to write about it, because it isn’t connected
with this house. o _

. Than write about what it is connected withl

. Oh, I'don't know what to write _

. Write the truth! You won't be allowed to go to the dormi-
tory until you have written the truth.... After some time
when the paper is ready the educator looks at me smiling:
In the end they always write the truth.” (111.3.)

When we went on walks, the residents almost never kept the agree-
ment to walk near me and not to run in different directions. Walking
time was a good opportunity to satisfy their needs; the%/ were always
Iqokln% for cigarette butts fo smoke. | worried a lot about that, and
did not quite know what to do with this problem. | pondered which
solution would be better: To reject taking walks with them alto-
gether, or to keep on taking the walks regardless of the fact that in-
evitably some ?lrls will be looking for ways to satisfy their cravmg
for cigarettes. [ only knew that any attemﬁt to prohibit this woul
not achieve any results. There were two t mg;s | found out during
the walks that in my opinion were very good for the girls. One was
talking about somet mP interesting. The girls liked very much either
to tell or to listen to all kinds of interesting stories. The second issue
was for me as an educator to be very honest about my own feelings.
Once the girls asked me to walk to the village rubbish dump with
them. | was shocked, but only asked what the reason to go there
was. They told me that it was a fun place to explore where they
could possibly find something interesting. Once they had found old
cassettes which they could use. I understood that this was not the
entire truth, After Walklng silently for some time, | began to explain
them about how confused | felt about the whole thing. I told them
that | would feel very bad about rummaging about in'a dump with
Young people like them hecause it was a filthy place. 1 reminded
hem how they themselves bullied other residents they saw as dirty,
and that | could not understand why they now wanted to play in
?arbage themselves. | finished by saylnﬁ that my own young daqu-
ers would never go near a dump and how | would not like to take
my residents there either. After | had spoken we all fell silent again
for some time. Suddenly A. who had originally suggested going to

m>om =o
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the dump stopped and turned back: "I dont want to go to the
dump. ” My problem was solved and | never heard about going to the
dumﬂ again. _

The mosté)leasant memory | have of the time | spent as an edu-
cator at the K. School was a shopping trip into town with two resi-
dents of my group. Trips to town were allowed if the girls needed to
buy something and one of their educators was W|I_I|n% to take them.
Naturally they were also expected to be on their best behaviour.
These two girls were not among the easiest of my pupils. | had al-
ready had one painful conflict with one of them. She was the one
who Rut me through a very difficult test durm% the first couple of
montsome stay at the institution and behaved in the most hostile
way of all. The other girl was sent to K because of a drug problem.
She was 14 when she started using drugs, and at the time when she
came to the K. School she was injecting opium. She was a clever girl,
but sometimes she became ver?/ angry and impatient. She had lorew-
ousIK run away from the school several times. However, she told me
she had plans for her future, to live a normal life and never to return
to her previous lifestyle. _ _

~ When we took off for the trip, | was prepared for anrth!ng that
might haﬂpenjust in case. After the girls had done with their shop-
Pmr\;, we had some time left and | took them to a cafe and su?gested
hat they choose two cakes each, whatever they liked. Both girls
chose the cheapest cakes. | was very touched with this ?esture. Af-
ter eating, they asked to go to toilet. Ithouqht to myselt: OK, they
made a gesture, but now they will go to toilet and run away. | was
wonderm? what would happen but nevertheless let them go to the
toilet on their own. They were gone for about 10-15 minutes, but
did eventually come back and we returned to K. in time.

In my opinion, the residents could be trusted and they were hon-
est and thankful when they themselves found honesty and accepta-
tion. 1 do not think it is necessary to win them over, but it is more
important to take them seriously and communicate with them

openly.
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5.4.2. Charm and Decency

Mary Pipher (1994: 35-6 points out the contradictory cultural pres-
sures towards the adolescent girls. The contradictions of culture in-
clude demands that exclude each other: such to "be beautiful, but
beauty is only skin deep. Be sexy, but not sexual. Be honest, but don't
hurt anyones feelings. Be independent, but be nice. Be smart, but not
so smart that you threaten boys.” These contradictions cause girls
P_roblems. Pipher (1994 43) shows four general ways of girls’ reac-
lon to the cultural pressures:

‘The?/ can conform, withdraw, be depressed or get angry. Whether
%IHS eel depression or anger is a matter of attribution— those who
lame themselves feel depressed, while those who blame others feel
angry. Of course, most girls react with some combination of the
general ways."

The following demonstrates how the development of decent behav-
lour of the K. School residents happens. There are quite intensive
contacts hetween the K. School and a corresponde special needs
school for male Russian young people, the T. School. (Perhaps one
of the reasons behind these contacts is to prevent leshian/homo-
sexual relationships from developing among the residents in both
institutions.) A disco is organised once a month in turn by the K. and
T. Schools. Well-behaved residents, about 10-15 dglrls or hoys, go
with the school bus to the other school accompanied by two or three
staff members, In my field notes there is an excerpt of a discussion
in a staff meeting concerning the next disco and a conversation with
amember of the management about a letter;

1.

(M. — a managerial staff member; Z, K., H., L., P. — educators]

M.: We are looking forward to the disco'in T. What do you think

~ about them?

Voices: Yes, it's fine. _

Z.(in'R.): Oh, last time | watched these two little... They danced
so nicely — embraced ... 1 had tears in my eyes...

K.(E.): | liked it espemaIIY because | was on duty the next Sunday
and they slept'so well, and there wasn't any problem whatso-
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ever with the night peace. ... But there is something | want to
ask. Maybe |'m envious, but is it good that they kiss so much?
P. Klsaes and embraces are tenderness and that is naturally
0od.
ut where is the guarantee that the%_don”[ go too far? When
tﬂeytatr,e there in a dark corner, anything can happen in a very
short time,
P.. That is our dutr to explain to the girls how far they can go.
what theY can allow. What decent behaviour is.
LH" . We should tell them that it isn’t nice to %o to the dark comers.
M.:

2~

By the way, order in T. discos is guaranteed to be much better
thian here. | even prefer to %o there with the girls.

CK thenwe'lgo to T. on the 22nd (February).” (111 1.b.)

2.

“In the educators' room one of the managers hands me a lefter and
says: “Look, this is a letter that one of your girls is sending to a
boy. This is her first letterlSpeak with her, it'is indecent to write
like this." | take the letter, and see that there are two kisses’ made
with lipstick on the envelope. | have not seen this letter before and |
do not know who has censored it. Now | read the letter and don't
find anything indecent in it. | give the letter to another educator in
our group, and also_in her opinion it is a letter written in a usual
way". Do take it with you to the town and send it from there,’ —
she'suggests.” (111.10.)

Summing up the gender issue in the operation of the K. School, the

following points are important. _

« |t was possible to perceive traditional stereotypes with concern to
the gender issue. The problems of the residents were partly asso-
ciated with the peculiarity of the female gender, which had bio-
logical causes. _ o

« Traditional stereotypes were also present in the characterisation
of the residents & being weak and dependent, wily and self-
interested. o _

* In reaction to the former Soviet notion of gender equality, a ten-
dency has deveIoRed at the K. School towards a greater differen-
tiation between the genders that is expressed by an emphasis on
feminine qualities.
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* The specific feminine ﬂuality was expressed in activities that
were considered typically female” cleaning, sewing, handicrafts
and guiding the young women towards make up, hairdressing,
fashion shows, beauty pageants, and so on. The residents were
allowed to wear jewellery and other ornaments. N

* The gender issue also included a reaction against the ‘official’ ap-
proach to managing the residents. It was replaced with a ‘per-
sonal’ (as fem_lnlne? approach. This tendency became aﬁ)parent,
for instance, in the vocabulary the staff used: they called the
residents ‘thildren’ emphasised their need for famﬂY relation-
ships as in ‘mother and child’, and talked about the relationships
between the residents and staff with terms associated with emo-
tions as in ‘working with their whole hearts’, ‘compassion’, desire
to help, care, etc. o o

* A new type of a power relationship surfaced along with this kind
of construction of informal relationships. It was characteristically
irrational, based on emotions, could not and even should not be
explicable, but something that is ?ood and right. This ‘maternal
Bower’ was in the best Interest of the residents because it was
ased on positive feelings towards them. Nobody knew better
what a child needed than a good mother who loved and cared
about the child. One possible reason for turning to such an irra-
tional, but natural and simple method of dealing with the girls
could be found in the fact that the current residents of the K
School were younger and had more severe problems than before,
and the old rational ways of managing with them proved to be in-
effectual. _

* The girls are under much heavier pressure to measure up to the
general standards than boys, and if they fail to meet the Society’s
expectations the society reacts more radically to them gCarIen
1987, Carlen & Worral 1987, Hudson 1989, Kersten 1989, Pds6
1993, Smart 1980, etc.).

5.5. Discipline, Order and Exceptions

The mid-level staff reported about the lack of order at the institu-
tion. When comparisons were made between the new’and the ‘old’
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school (at the times before and after the reorganisation of the insti-
tution), all members of the mid-level staff missed the ‘order’ that
used to be. The managerial staff also recognised the need for me-
thodical and systematic order in the management of the residents.
The mid-level staff expected the management to outline the general
][ullles for re-establishing order at the institution, and pointed out the
ollowing;

" — There should be common house rules which both the residents
and the staff should be well aware of. If anybody breaks these
rules, she should be punished. _ _
— It should be commonly understood that everyone is responsible
for the equipment of the school. I somebody bréaks something, she
should pay for the repair, _

— A general meeting with all the residents and the whole staff pre-
sent should be organised to decide upon common rules. However,
this is impossible hecause even us, the staff, are incapable of keep-
ing the decisions we make among ourselves, Every autumn we plan
and make decisions about improvements, but soon all is forgotten
and all the promises lapse. In reality, nobody follows the rules and
decisions we have made together.

— A proper exchange of information between the staff does not ex-
ist. We do not even have a notice board for information. ... An
you have been present in our staff meetings? Do we discuss educa-
tional problems or individual cases? No, we only talk about what
events were organised and what activities there are g_olng to be in
the future. We do not make any deep analysis of anything. ...

— We have no common policy in intervention. EverK staff member
does what she thinks is the best. As a consequence, the work has no
real effect, because if | tell the girls one thing, another staff member
tetlls tt_hem something else. And the girls know this well and use the
situation. ...

— Ina word, terrible. Why can some glrls g0 out of the institute
freely by themselves, while others cant? We ‘allow somebody to go
to the town and the girl comes back drunk, vomits in the bus...
And what happens? othngQ the next candidates to go to town
are already lining up." (1.2.B.¢.)

As a rule, the residents can visit the town accompanied with a staff
member. However, the management made an exception with two girls and
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| have underlined the notions that I find particularly si%nif_icant: First
of all, the lack of common rules for all the actors in the institution.
From the very beginning, my biggest problem at the school was not
being able to get any written information or instructions about the
house rules or about the tasks and duties of an educator. | only re-
ceived oral instructions about the daily schedule. The duties of an
educator were defined in quite an abstract way: to supervise the
residents, to make sure they do not disturb each other and to see
that "they do what they have to do”, as well as "to be there for them,
to help them”. Other new educators spoke about the same problem.
It took time to understand my duties which raised feelings of am-
bivalence. Only in April (after two months of work? did | receive
the house rules. One of the young staff members told me that she
had not seen them before either. The headmistress explained that
due to the fact that the institution was in a process of transition, all
the documents concerning the statute and the house rules were
temPorary. o

he second problem concerned the areas of responsibility and
hence dlrectlg_lmked with the above-mentioned confusion about the
house rules. Since the rules were not defined in detail, it was impos-
sible to hold aanody responsible for breaking them. The residents
also received only oral instructions about their duties and what they
were not allowed to do. However, because the reaction to any given
deed of the residents depended on the actual staff member who
dealt with the case, and because the residents always the possibility
to turn to the managers if they felt unjustly punished, the rules and
responsibilities were not taken very seriously. "What can you do to
me?” — was the residents’ attitude. They were right. If somebody
broke the furniture it was not possible to demand any payment from

let them go to town on their own. This was quite an unexpected decision
and its motives incomprehensible, because both girls were very trouble-
some. Both of them drank alcohol during the trip to town. One of them
managed to behave herself, but the other was very drunk and got sick. Even
though she was punished by being kept in isolation for three days, it was
still absolutely incomprehensible why they were allowed to go in the first
place. This was not the only case of an exception to the rules that did not
make any sense.
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her because the residents either had little moneK or none at all
Breaking the rules was also assessed according to the severity of the
violation. The _blggest sin was escaping from the institution, as well
as other mischiet connected to it. The management treated breaking
the rules inside the institution in a more tolerant manner.

There was a strong sense of a lack of communication among all
the actors of the institution. The residents organised meetings
among themselves when they felt compelled to discuss their prob-
lems because nobody listened. The same problem was sorely felt
among the staff members. No information was exchanged, there
were no common decisions, However, when some decision were
tmhade during the staff meetings nobody cared about implementing

em.
~ This was my first experience of this: On the second day of my
field work period, a staff meeting was org_anlsed. It was February
and we discussed the walking time. According to the schedule, the
girls were doing their homework between 16.10 and 17.30, and af-
ter that, there was a half an hour reserved for walking. The idea was
brought up at the meeting that because of the winter time, it was
already dark outside after the private study period. Consequently, a
decision was made that instead of after, we would re-schedule the
walking time for before the homework time, which was scheduled
to start at 16.30 and to finish at 18.00. The next day | went to walk
with my %roup at 16.00 with the aim to be back by 16.30 when the
homework was supposed to begin. However, at 17.30 the bell de-
clared the end of the private study period. It became evident that |
was the only staff member who”actually took the decision made
about the walking time seriously. Afterwards, there was no mention
of the changes in the schedule: When I inquired about this, 1 was
told that I can decide myself what | saw best for my group: if |
wanted to walk with them early, that was all right. Nevertheless, it
turned out not to be as simple as that because the residents from
other groups also_be?an to ask their educators to walk with them
when 1t was still light outside, but many of those did not like walk-
ing at all and were upset with me for g|vmg my group such a privi-
lege as to go for walks during the homework period. I'had to explain
the situation to the girls in my group, and we began to walk again in
darkness after the private study time. Even though the residents ac-
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cepted my explanation as something quite understandable, | felt
quite stupid in‘such a situation. o

, & an educator, also missed common discussions of actual
Froblems and cases of residents. Discussions were possible only with
he managerial staff or with the other educator of the same group
(my pair). However, there were many problems that concerned also
other groups of residents and staff members. There were general
institutional problems that should have been discussed and made
decisions about jointly. The mana%ement seemed to expect team-
work — the headmistress even told me that she is “dreaming of
team work". However, this was a ‘silent’ expectation, meaning no-
body initiated cooperation, or the initiative was started from a nega-
tive  point of departure, For instance, when a grun of mid-level
educators prepared to visit a similar institution in Finland one of the
managers asked me:

“Do you think that do our educators need to learn from our Finnish
colleagues to change the education here to be more child-centred in-
stead of educator-centred as it is now?" (1.6.F.C.)

Of course | had not answer to this question, but proposed to discuss
the visit in detail with the group of staff members who were going to
Finland. | was not encouraged any further to do so, and unfortu-
nately, | never knew if this meetm% took place. When | talked about
the visit with individual educators they saw the visit as a break from
their work. However, the mid-level staff also _emP_has_lsed what good
work the management did at the Finnish institution which was
manifested in good living conditions for the residents and coopera-
tion between the entire staff on different levels. The mid-level staff
connected all this with skilful management in the Finnish institution,
Whereas management was dlsapﬁpmted because our education work
did not change to be anY more child-centred after the visit, _
As | mzse_lf often felt that many things about my work were just
quess-work, it also seemed to me that the whole relationship be-
tween the mid-level and managerial staff was based on the same ar-
bitrary thinking: the other side should make a correct choice on the
basis of guessing what they have to do and how, and it was because
the other side could not”guess rlﬁht, both sides ended up disap-
pointed and blaming each other. The mid-level staff refused to take
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resP0n3|b|I|ty and left the decision-making for management (espe-
cially the Russian staff), while the management shifted the whole
re_s?_onsmllltg to them. However, sometimes it seemed to be very
difficult to be held responsible for everything, and decisions made
based on one person’sjudgement are not always the best ones.

The story of twin sisters who were sent out from the K. School is
a typical illustration of the point. The girls were sent to the institu-
tion from a children’s home. One of them studied in ninth and the
other in eighth form. The sister in the eighth form had very poor
study skills and there was a good possibility that she would fail the
class. Then the management made a decision that she could start
work as a house painter. This decision gave the girl the opportunity
to leave the school grounds unaccompanied. In a few days she be-
came a very popular person among the residents. Her sister who had
also done some vocational training before, and was also a house pain-
ter by profession, hegan to demand the rlght to work as well. This
was not granted. Regardless of all the talk and explanations about
the importance for her to finish her school, she refused to submit
and sto Ped studylnﬁ altogether. In the middle of May hoth sisters
escaped from the school together with four other residents. After a
few days they came back to the school with two other residents ¥.e.
four from the six escapees, mcludm% the twin sisters, returned). The
other two were accepted back to the school, but the twin Sisters
were expelled the next morning. Thus the prodigal runaways where
accepted back to the school, but the sisters were excluded the next
morning on the ?rounds that they were already seventeen years of
age, and one of them was not expected to finish her school year.
“We've given them the opportunity to stay here until the end of the
school year. We made an exception for them. We tried to do the best,
but they were very ungrateful. Thats why they should go,”
(I.6.F.g.{—was the explanation of the management.

There were also other exceptional decisions that the management
explained as an individual approach to the residents. In a meetlng
with the residents that concerned a mutiny the Russian girls ha
organised, one of the managers said the following:

“Girls, you are all different from each other and we cannot and
don't want to manage you as a grey mass. You are all different and
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valued as individuals. Do not expect that we take the same ap-
proach to all ofyou. ..." (I1I.11)

Sometimes these exceptions were impulsive by character. One
member of the mana?erlal staff told me in an interview that she
liked to find unexpected solutions. However, sometimes those un-
expected acts were not carefully deliberated. Sometimes, but only
occasionally, the outcome was successful by chance. Certainly it was
true that there was little time to_think about every situation and
carefully prepare every decision. There were many such situations
that required a quick reaction and a rapid decision on the sPot.
However, the management made those decisions by themselves
without including the mid-level staff in a comprehensive discussion
of the problem or the resident concerned before the decision-
making. It was also true that it was quite difficult to discuss some-
thing together because of the resistance of the mid-level staff. How-
ever, this resistance had its’ reasons. One of reasons seemed to be
that nobody spoke openly about the problems at work. .

At times the house rules were broken because of misunder-
standings or lack of information. The following description of the
rule about watching TV late at night is a good example:

“The rule is that at 10 p.m. the girls have to be in their beds and
there Is silence in the dormitory. There are two television Sets in the
dormitory that the girls can watch before their bedtime. Once, late
at night, ‘there was'a r(%ood film on. The girls asked that an excep-
tion is made so that they could watch thé film. One of the m,ana?-
ers allowed this as an exception on conditions that the residents
promised that they would %0 straight to sIeei) after the film and
everythm% was in"order. The incident took place one Wednesday
Ievemng. he next week on Wednesday evening | observed the fol-
owing scene:
— Thge girls came to the educator on duty and asked her to let them
watch an especially good film that night. The educator did not al-
low watching TV in the middle of the night.
E. \t(ﬁ)ut %_an’tI watch TV tonight! You have to be already asleep by
at time!
G.. ButTt\?le kind offilm that is on tonight comes only once a year
onTV!
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E.. Last Wednesday you watched a film. Last week we agreed
with you that it would be only one time.
G.. fBlut We aren't some snot noses who couldn't watch a great

ilm,

E: [am gomg,to stick to our agreementl We told you then that
we allow this only once.

G.: But this is thefilm of the century! o _

E.. Every week there are great films on TV. This is your sleeping
time, S0, stoi) this nonsense. _

G.. Educatt_or, ease, let us watch TV tonight, please, only one
more time

E: Itis imFossibIellaIso said last time that they shouldn't allow
thisLIt'll become a habit.

G.. It was two weeks agol , ,

E.: No, it was last Wednesday. | am going to stick to our agree-

ment.' Close the doorl, o
G. (behind the door): We will watch thisfilm anywayl... You can't

prohibit us! ... You cant do anythingl We are not in a kin-
dergarten here! We'll put the TV on anyway!
E.. You know very well, what will be the result of that!
— After a few weeks, the girls asked again for an approval to
watch TV. One educator prohibited it. Then the girls came to me
and gave me a piece of paE)/er to sign. | read it and there was a
written approval to watch TV, | refused to sign it ,
. The girls turned away, they even did not protest with me as
with the other educator in' the scene described above.

The night-watch(wo)man came and | left the dormitory.
The next mornln% asked how had the qlrls behaved at night.
‘Everything was OK, — she told me, — They watched the night
fé'|-”|”| ggl the TV and after that went to Sleep without any problems.”

How to explain this kind of activity? Was it a lack of trust in other
staff members, or a fear of losing authority over the residents? No
doubt the member of the management in question was the most
Fopula}r staff member among the residents, and girls who had prob-
ems liked to turn to her. She also had the power to decide whatever
she wanted to. The headmistress supported her initiatives. .
“Inregard to how people communicated with each other at the in-
stitution, it was noticeable that in general people avoided direct talk.
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| very often felt that up-to-date important and relevant issues were
bypassed and replaced with mundane conversations of less impor-
tant matters, As a result, there was a sense of people ‘playing at
communication’. This caused people to be wary of each other —
nobody trusted the others because everybody sensed that their con-
versation partner was not candid and honest. In this connection, it
should be specified that in their private lives all the staff members
were kind people, they got on well with each other and made good
neighbours, but work haraly ever appeared as a topic of their con-
versations. There was a stronﬁ general opinion that ever>{one had to
manage with her duties on her own. To turn to a colleague with
one’s own problems could be seen as weakness and inability to man-
age one’s own work. Naturally there were situations when the staff
members discussed an individual case of a resident, but this was in
order to solve an immediate problem rather than makl_nf]; any kind of
an analysis and find more long-term solutions to the girls’ situations.
For instance, educators willingly switched shifts with each other, or
helped out with the duties. Nevertheless, when there was a question
of discussing and solving problems, the staff was very territorial and
refused to deal wlth_ProbIems not directly concerning them. The
following description illustrates the notion:

“The burned bed. In a bedroom of some Russian girls, _somebo_d%
set a bed onfire. One of the managers discussed the incident wit
me in the presence of another educator. The girls who lived in the
bedroom in question were not in my ?roup. The m_ana?er and |
were talking about how to get to the botfom of the incident, to know
why it haPpened and who was the culprit. | said that we should
convene all the Russian girls together and speak with them about
what happened. The r_nanagier liked the idea and we finished the
discussion with a decision o convene the ?lrls_. After the mana%er
had left the room, my colleague who had not said a word during the
entire discussion tuned to me and asked: "W'hP/ does she discuss
this problem with you? You are not those girls” educatord Why
doesn't she solve the problem with their educators?” | was really
surprised by her reaction, because | thought that ever?/thmg that
takes Place In the institution concerns all of us. | was also an edu-
cator for Russian residents, even if not exactly to the girls who oc-
cupied that particular bedroom.” (111.9.)
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| have attempted to find an explanation for my colleague’s reaction.
One reason may be a general dismay at the thotht that if some-
one agrees to increase her workload by solving problems not directly
concerning her, the rest of the staff will also be expected to do so.
In a situation where staff has a lot of work but only limited re-
sources, it is quite understandable that they are reluctant to take
additional duties onto their shoulders. Probably I also broke some
rule about the distribution of the areas of duty "of the educators, or
about intervening in the territory of others. Perhaps this is a specific
unwritten rule of total institution (Wardhaugh & Wilding 1993).
However, why then the manager initiate this conversation? Maybe it
was tied to a desire to change the operation of the institution to-
wards being more open and comprehensive, and she made an at-
tempt to begln new Kind of cooFeratl_on. The educators told me sev-
eral times that they did not believe in change. They often narrated
sad experiences in"connection with the innovations of the manage-
ment. This was the basis of unwillingness to work in cooperation but
rather to hoIdln% on to the customary ‘fulfilling of instructions’ as a
norm. Perhaps the underlying problem was connected with the new
so-called ‘democratic’ management the rhetoric of which was con-
tradlctom( to the actual operation of the institution, or Perhaps it
was the lack of human resources. The mid-level staff often talked
about the fears they had about taking the risk of responsibility and
initiative:
“It could happen that | make a mistake, as X. did, and the heads
will openly discipline me in front of the whole school, the qirls, as it
haBPened with her. ...How could | keep on worklng affer such a
public reprimand?Which girl is going to listen to me?” (1.21.Z.a.)

The mid-level staff's appeal to restore order at the institution tells
about the change in Power relations at the institution. Previously,
the division between the staff and the residents was strict, but now
the situation had changed. This division gave the mid-level staff a
better guarantee for their authoritarian position over the residents.
They knew that the m_ana%ers could never openly discuss the staff’s
activities with the residents. Now it had become possible, and the
mid-level staff spoke about their sense of losing their confidence
(power) in the relations with residents. However, the management’s
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position of power was reinforced as they attempted to diminish the
Povyer position of the mid-level staff and urged them to reconstruct
heir relationship with the residents on the basis of cooperation
rather than authority. | return to _the.toplc of power relations be-
tween the different actors of the institution in chapter 6, where |
discuss the changes in the K. School in concern to its regrganisation
and make comparisons between the Soviet-time institution and the
fiew” one. Here | would OW like to emphasise that the relations
carry signs of transition, namely, the declared and applied values and
their realisation is not always in harmony (in other words, there is a
gap between the declared values and ther realisation).

5.6. Free Time — Planned Entertainment

From the staff’s perspective, the most difficult time came when the
residents were free from work and study and did not have any or-
?amsed activity to participate in. It seemed impossible for the girls
0 occupy themselves in p.urelr social activities with each other. In
the evenings when the residents had a few free hours, they loitered
along the corridors and cried 1 am boredl’. They often went to the
educator on duty and asked for some work or other things to occupy
their time. The educators mostly solved this problem by glyln?
cleaning work to the residents to ‘do. Sometimes the educator jus
suggested that the %IHS do some handicraft or to read a hook. One
ossibility to alleviate the boredom was to prepare_different events.
he staff spent lot of time thinking about organising leisure activi-
ties. In this, the staff tried to take into consideration hoth the inter-
ests of the girls and the possible educational aims. The events were
largely different shows, competitions, elections, parties, etc. The
residents were busy with preparlngz.for the events in the .evenl_n?s. As
arule, participating in the ﬁrepara jon work meant learning different
dances, songs and so on. The idea of the fashion shows was that the
residents would sew dresses to show off. . _
Most of the residents like these events and participated with
Fleasure_ in the preparation work. The residents took them particu-
arly seriously if they had to make a public performance. There was
always a jury who made the choice of who were the best, and the
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participants always received a prize of some kind. The jury members
were people from the village who were somehow tied with the
school (former teachers on pension, previous workers, male staff
members who were usually not in direct contact with the residents,
such as the engineer, etc.). . _

The educational/disciplinary aim of these enterprises was on the
one hand that only those residents who behaved themselves well
were allowed to participate. The so-called negative leaders did not
Partlmpate in such activities. They observed the events with con-
empt and time to time made their ironic comments. However, they
had the power to decide who actually did Rartlc_(lfate. The girls from
the lowest level of the residential hierarchy did not participate ei-
ther. On the other hand, the aims of these activities were connected
with so-called female education, which topic was discussed earlier in
this work (see chapter 5.4.). S
~ The free-time activities could be divided in three general catego-
rigs:

* Visits outside of the school: theatre, museums, swimming pool,
other institutions; _

* events organised at school: shows, pageants, elections, (sport)-
games, . . :

J eve_r&ts (t:onnected with some special day, such as the birthday of a
resident.

Some of the residents lived out these enterprises very emotionally:

they became very agitated especially when sports were concerned.

The possibility of losing caused particular fear. No one wanted to

lose, but some had to; and these were also girls from lower level of

the residents’ hierarchy. This might be one of the reasons why the

‘negative leaders’ did not want to participate in any activities that

involved competition. TheY were too afraid of being losers in front

of girls from lower levels of hierarchy.

As | mentioned earlier, the free time activities were open only for
residents who behaved themselves in a satisfactory manner. For in-
stance, once a week the residents had the possibility to go to the
swimming pool in town. There was a limited number of girls who
actually had a chance to participate. One resident confided in me
that she could never %0 into the swimming pool because of her bad
marks at school, but she liked swimming very much.
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Only well-behaved residents who also did well in school were al-
lowed o go on the trips to the disco (dancing) parties at the T. Spe-
cial Needs School for hoys. The dances were organised in turns in
the K and T. schools and were tied with some important dates:
Christmas, Valentine’s Day, and so on. o

The trips to T. were big projects. Only the trip itself took three
hours in the little school bus. The bus left'the school at three o’clock
in the afternoon with ten to fifteen residents who were chosen to
participate. When the girls arrived at T, they were first locked in a
classroom when they could freshen up; change clothes and do their
hair, and wait until the boys had had their dinner so theg could have
theirs, Boys and girls ate separatelr. After dinner both the boys and
the girls went to the assembly hall and the evening programme he-
an. The T. School boys had prepared pyerformances.appro riate for
the time. | accompanied the girls to T. on Valentine’s | ai/. That
time, the bo?/s had prepared a long programme which included a
poetry recital, dance performances and games similar to what the
young people saw on television. After the programme, the boys and
girls danced together. Many boys had handmade presents for the
gr:rls (some wooden stand for flowers). The young people danced in
the b%g assembly hall under the supervision of teachers and educa-
tors. The hoys handed notes (brief letters) to the girls. On the way
back dto K., ‘the girls counted how many letters each of them re-
ceived.

After such meetings many residents corres'oonded with the T.
School hoys. These relationships were genera lY accepted by the
staff members, while the correspondence partners from prison,
which some girls had, were categorically rejected by the staff in
spite of the fact that the girls preferred them. It was evident that for
the staff members there was a great difference between the special
needs school and prison. _

The biggest problem with regard to going to the theatre was what
clothes to wear. The residents” were dressed mostly in second-hand
clothes, which wore out quickly. Moreover, the clothes were largely
casual s[)ort outfits. There were some residents who declined to go
to the theatre because they did not have appropriate clothes. A
teacher who accompanied the girls to the theatre told that the girls
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felt very uncomfortable in the theatre and embarrassed about being
different from the rest of the audience.

The blgh%est party that also marked the end of the school year was
the Miss May b_eaug fa eant. This event has become a tradition
since it started in 1994, The preparation for the party took several
months, and the number of part|C|Pants was large. In addition to the
Miss May candidates there were also dancers and singers. Thus, the
event lasts almost the whole day and involves almost everybody at
the institution. . N
It was a very nice sunny day in May of 1997 when | participated
in this big event. Everyone at the insfitution was excited already in
the morning. There were also quests present from Finland. The
came from a Finnish institution of a similar kind that was the friend-
ship institution of the K. School. Four young Finnish residents were
supposed to participate in the pageant. Ong of them changed her
mind at the last minute and refused to_ art|Q|ﬁate, but the remain-
ing three competed for the Miss May title with the K. School girls.
The Finnish group had arrived the day before. A dance group of boys
from the T. Special Needs School was also expected. It arrived later
in the morning. _

When the girls saw me, they ran to me and asked if | had seen
the Finnish girls. When the boys from T. arrived, the girls were
hanging from their windows to get a glimpse of them. V. gave me a
bouquet of flowers and asked me to meet the guests from T. The
boys also brqugzht equipment to play music for the disco that was to
bearranged in the evening. Separate rooms in one wing of the school
were prepared for the boys. From there, they had access to the as-
sembly hall where the event was going to take place. The boys had
to rehearse their dances, but at that time the hall was occupied by
the girls who rehearsed their parts. _

e beauty pageant took a long time, There were different per-
formances in"which almost everyone of the residents participated
dancing and singing. The Miss May candidates, six girls who had
been chosen for the finals in preliminary election, had to_demon-
strate their beauty, knowledge and skills in different areas. They ap-
Fea_red in different dresses, introduced themselves, spoke about
heir_hobbies, and demonstrated their various skills for instance in
handicrafts, dancing, singing and speaking. The entire show was led
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by one of the school teachers with the assistance of two social work
gmale) students from the University of Tartu. The boys from the T.

chool, who were very good dancers, performed in between. They
also accompanied the Miss May candidates in a waltz that was part
of the performance. The jury did its’ duty. Some special prizes and
the prize for the favourite of the audience were also awarded. The
winners received presents and the new Miss May was given the Miss
May trophy to keep until the next year’s pageant. The whole event
was videotaped. Inthe end the teachers and educators who partici-
pated in preparing the beauty pageant were given flowers.

After the performance the staff had coffee with the visiting staff
members from Finland and the T. School. It was a nice da_Y and a
pleasant end of the school year. Even thou%h_the_re were still some
school days left and the %IfJS had to do their final exams for the
school Year, it was in a certain sense a test of the results of the edu-
cational work of the year.

5.7. Prohibited Fun and Solving Problems
Regarding Them

5.7.1. Smoking

Smoking was an interesting phenomenon at the K. School. Almost
ever>( one of the residents smoked. There were some (1IY|S who
wanted to stop smpkln? and they complained how difficult was to
try to do it in the institution, which surprlsed me because smokmg
was strictly forbidden. Obtaining cigarettes was a complicated an

difficult thing to do. All of the hags and i)arcels that came to the
school were checked b{ the guards. The only way for the girls to get
their hands on cigarettes was through some |IIegr|t|mate. way. One
way was to pick up cigarette butts on the roads. The residents took
the tobacco out of the butts and rolled hand-made c,qarettes. The
best paPer for this was the very fine pages from the Bibles that were
brought to the institution by different religious missionaries. These
cigarettes were good enough for young residents and for the ‘ower
class’. The leaders had their own way to get cn};arettes, and they also
formed the basis of the profit they made from the other” girls.
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Smoking was a punishable activity at the school. Nevertheless, every
staff member was well aware of the fact that the girls smoked. The
girls smoked in the toilets. From time to time, most educators made
check-up calls to the toilets, and if any evidence of smoking was
found at any time by any member of the personnel, all the smokmg
paraphernalia had to be confiscated: cigarettes, tobacco, lighters an
matches. It seemed that there was a constant war against smoking at
the school. However, | often heard one or another staff member
remarking: "The girls are very nervous, it seems there are no ciga-
rettes at the house". In any case, the residents did not even try to
conceal their smoking. TheK spoke openly about ‘samokrutka’, and
even told stories about all the possible ways of getting cigarettes in-
side the institution. Sometimes the management even made it possi-
ble to buy cigarettes. For example, after a mut|n¥ when the' resi-
dents had proclaimed a strike, the next day two of the leaders and
organisers of the strike were allowed to walk alone to the_vnlagie.
"They were very nervous. We thought that maybe they will calm
down if they take a little walk.” $71.6._.d.) — was the justification,

In the same_evening one of the girls who had walked to town at
noon escaped. The other one stayed in her room. | asked her why
she did not accompany her friend. She smiled mysteriously and an-
swered: "l already got what | wanted". The other resident was a
drug at(tidlct and every now and then needed something stronger than
cigareues. . : : o

We discussed the topic of smoking also during the interviews.
There were staff members who were of the opinion that smoking
should be allowed in such institutions, while other staff members
were categorically against this. "They are children after all. How can
we let them smoke? And who will buy them cigarettes? As a mother, |
cannot do it." (1.10.J.d.) _ _
~Another argument for why smoklng should not be allowed in the
institution was that if smokm%_woul be permitted, the residents
would start demanding other things: alcohol and males. "You know,
we have girls here who worked as prostitutes." And finally: "If we al-
low them to smoke they will burn the house down." _

Those who believed that smoking should be allowed said that
there are too many tensions tied to smoking when it is prohibited. It
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is out of control and involves corruption. If smoking would be al-
lowed, it also could be controlled better. However, only a minority
thought this way. The same phenomenon was apparent also else-
where. The new Law on Incarceration (1.12.20005J prohibits smok-
ing also in youth prisons.

5.7.2.Violence

As was mentioned in the beginning of this chapter, there were a lot
of informal relations between the residents which created the hier-
archy among them. This residential subculture was built on violence.
How such subcultures function in closed institutions 8f|rst of all in
prison) is a widely studied phenomenon. Belknap (2001 186-191{)
analyses the differences hetween the male and female prison subcul-
tures on the basis of studies which show that female subcultures are
mo_ret or tIess as violent as male ones. Pollock-Bryne (1990: 130)
points out;

“The prisoner subculture is a subterranean culture that exists
within but is distinct from the formal culture of the prison society.
It is the sub rosa culture of norms, values, and social roles. This
system of power and interchange occurs among prisoners more or
less outside the control or even knowledge of prison officials. ...
Every institution has a separate prisoner subculture. Each subcul-
ture 1s moulded and constrained by several variables..."

This descn%tlon Is quite fitting also for the K. School subculture.
Even though the K. School is not a prison, the resident subculture
had many resemblances to prisoner subculture. Its foundation was in
the power relations hetween the residents. Power largely correlated
with the time spe_nt inside, but there were also other factors linked
to it. The most important personal quality of a resident was her
ability to adapt to the school circumstances (socialisation). This also
meant accepting the residents’ value system, In which respecting and
honouring ‘older’ residents played an important role. _
When a new glrl_arrlves to the institution, the ‘older’ residents
coerce her to submit to their rule. The new resident’s personal
qualities are carefully assessed; if she shows assertiveness and
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strength there is the possibility to climb higher up the hierarchy. For
this, an essential piece of knowledge is how to react to violence in
the correct way. There are certain concrete things that one should
never do, such as cor_nFIam to the staff about the residents’ inside
relationships. Those girls who did not grasp this knowledge remained
among the lower levels of the hierarchy the entire time of their stay
at the institution. To remain on the lower level meant that having to
do the most dirty work, to serve others and to be a subject of vio-
lence by the others, The_readents frequently became angry. The
circumstances in a closed Ilvm? environment and narrow possibilities
to satisfy one’s needs made them constantly aggressive. Taunting
and bullying others is one possible way to direct the anger and calm
down. Using scapegoats was a popular way of solvm? problems.
There were four to five residents who were habitually beaten and
otherwise terrorised by other residents. In my own ?roup there were
two of those girls. Especially one of them, B., suffered hecause of
aggressiveness from the other girls in the group, The victimised girl
was in constant terror of others and always tried to staK near me
when | was on duty. | thought it was my duty to protect her. First |
just let her stay near me, but | did not do anything that would indi-
cate that | knew about the violence. However, once something hap-
pened that forced me to react openly. One of the bullies entered the
scapegoat’s bedroom and forced her to open the window and sit on
the window ledge. She threatened to drop her from the third floor
window. When 1 came to know about this incident, | tracked the
tormentor down and told her she was a coward if she picked on girls
like B. "Why don’t you threaten somehody who is stronger than you?
A great hero you are to torture poor B.J”"She was very insulted and
mad at me, After that not only her, but also some others from my
group continued torturing B. even worse and declared a boycott to-
wards me. What really surprised me was how the staff reacted to
this incident. B. was sent to isolation and she could not go to school
for more than a week, because those who are in isolation were not
allowed to be in any contact with the other residents. The ‘old’ and
experienced staff members knew more about the residents’ subcul-
ture and were \/e(riy reluctant to disturb it. I could not understand
the reasons behind such a blatant turning of a blind eye on the resi-
dents’” mutual relationships. Perhaps it can be explained with the
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fact that the staff used help from the residents in managing them.
Dealing with the residents was very difficult without sometimes
making concessions to and compromises with the leaders of the
resident subculture. o _

Some time after the above-described incident with B., the other
educator of my ﬁroup decided to organise a quoup meeting to discuss
with the girls"the constant terrorising of B. and how to solve the
problem. There is a description of the meeting in my field notes:

“Open discussion of violence hetween the residents. B.'scase

The class sat togethe_r with the teacher in a classroom. To begin

with, the girl under discussion (B.) was not present. The other girl

(the bullyj did not want to come to the mee_tln%, but the teacher

%ﬁlle?hher. At first she sat in the far corner with her back turned to
e others,

Teacher: S., should we speak toyour back?... S0 girls, we should be
ashamed as a class that we can't cope with' B, She is in soli-
taJ% %hls?week, and it's not for the first time. What can we do
with her’

Some residents together: | don't know... she is so hateful... | hate
her... Why is she in our class? We don't like her... Let her
stay in solitary... . _

T.. No; that's nosolution. We have to do something about her.
She has to 90 to school. o o o

R.. She smellst... She's an utter imbecile... She is just an idiot...
She makes me so mad! _

T What shall we do? We can't banish her from school. It's not

up 10 Us.

R.L D% you remember when she first came and nobody wanted to
stay in the same bedroom with her? | took her’in and ex-
plained that she would have_to wash and do her laundry. But
she didn’t do it. We found dirty knickers everywhere...

R.2.: Yes, she is dirty and smelly... _

. It is her biggest problem, don’tyou think?

1. Yes, let her wash herself! _

- Who will look after her? K., maybe you will?

© No, no, I hate her: I'cant I'llkill her,

. Maybeyou, A.? ((jboth of those girls were friends of S. who had

terrorised B.| and | had seen K beat her)

T.
R.
T.
K.
T,
A.: Idontknow if I could cope with it.
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The other girls and, | will help you.

OK, but I'won't be responsible for her.

No, you just keep an eye on her and make sure that she

washes herself, and keeps her things in order.

OK, 1 can do that. _

OK, somebody, ask B. tocome in.

comes in and stands in front the other glrls, her head lowered.

S0, B. we have discussed your case and decided that you have

to look after yourself. A. ‘will help you and check that you do

0.

B. stays _(amet. _

Some residents: do you hear what she's telling you?

B. doesn’t answer. _

K.: Why don’t you answer when you are asked something? Look
at me! Doyou understand what I'm saying to you?

One of the girls goes up to B. and pushes her on the forehead. The

other girls are also taunting: ,.She'sfurious!"

T.: (to the girl) Don't do that! (to B. quietly) Did you understand?

B. in low voice; Yes _

K. and A.: | didn’t hear anything!

B. (Iwnh a little bit louder voice): Yes.

Girls: Louder!..." (I11.7.)

During this meeting, it became apparent to me how the conflicts
between the residents were solved at the K. School. The real prob-
lem was replaced by a quasi-problem. The real problem — aggres-
siveness towards weaker residents was ignored. Even the conflict
between the new educator (myself) and S. was ignored. B., who was
the victim in the situation, was removed from the discussion of her
case. She was not only deprived of the right to ﬁartlmpate in the dis-
cussion and tell her version of the events, but she was blamed as the
cause of others” violence, and she left the meeting as a scapegoat.
She was guilty for the other girls beating her because she was dirty.
As a result, the other girls also received a twisted (corrupted) re-
flection of information about their problems. In fact, the problem of
the torment was ignored; nobody discussed it. Other residents were
Prowde_d with a pattern of how to ‘manage’ anger, and a reaction
hat it is acceptable to vent frustration and to trK to calm down by
fighting and taunting those who were weaker. The torment itself is

b E e P
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only a symptomatic reaction, a way of finding a temporary relief to
the problems that were inside those aggressive girls. Such a prob-
lem-solving model does not deal with their real feelings and provides
them with no positive means to deal with their anger. On the con-
trary, it confirmed a behavioural skill: if you feel frustrated and an-
gry you can find somebody to beat up to calm you down. The other
skill" that eveaybody learned in this case was the practise of twisted
and corrupted way of speaking; the practise of substituting real is-
sues and topics of discussion with something else. This corruption of
speakm? Was an eccentrlc!tK of the institutional conversations. It will
be illustrated also later with examples from my field notes in regard
to escaping.

5.7.3. Escaping

The most serious offence a resident could commit was to escape
from the school. The punishment was three days in isolation. Durin
my field work period, there were six attempts at escape, most 0
them were organised by Russian girls, and a fair number of residents
participated in them. -

Sometimes attempts to escape is just a game, however, a very
dangerous one, such as escaping through a third-floor window using
a long corridor carpet as the means. Once the girls practised going
down on the carpet both at night and in broad daylight for three
days before the staff realised this and hid the carpet from them.

The most common method of escaFe by the Estonian girls was
not to come back after a home visit, or to run away from the institu-
tion either along or in pairs, The Russian girls organised collective
escapes. One of such organised escapes proceeded as follows: On
Saturdays the girls went to sauna. The sauna was located about 100-
150 metres away from the main building, outside the school terri-
tory. Because the sauna was small, that night there were as usual
four sauna turns. The ?IHS who planned to run away ar_ran%ed it S0
that they had the last turn. The episode took place during the win-
ter, and when the last girls went to Sauna it was alread?/ dark out-
side. The escape attempt involved 17 girls. When the staff realised
what had happened, they immediately organised a search party to go
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after the runawags. Exceﬁt for one successful %irl, they managed to
bring everybody back to the school. The girls who either return from
their escapes or are caught in the process have to write an explana-
tory essay and describe in detail why she ran away and what hap-
pened durlng the time she was gone. o

One of these runaways from the sauna incident, who was a new
resident, had written later after she was taken back to the school:

" didn't want to escape, but the older girls forced me. We, the
new’ girls, had to begin to run away and the ‘olds’ were planning
to run after us and pretend they were going to catch us and bring
us back to the school.” (II.I.N.e.%

The idea was that the ‘old’ girls, who went after the new residents
should be not punished in case the plan would not work out. This
girl had written the truth. After this occasion the girl became an
object of general contempt. She was punished by other girls for
telling and by the staff for escape. _

During, a conversation the girls told about the forced escape in
more detail:

"| felt so bad. The girls came and spoke to me: 'Can you imagine
how good it will be with grandma...”l knew it was wro,n? 0 escaPe,
but I'wanted to be with m%famlly so much. 1 had writfen two fet-
ters to grandma and she hadn't answered, only today | received
her letter. ... Atfirst I felt bad when | ran but then | recognised the
city lights and | ran further and further.” (II. 1L.N.¢.)

The explanatory essays were quite formal and included such infor-
mation that the staff expected to receive. The first thing that should
always be written was an expression of regret about the event. The
next one should be a promise not to do that again in the future. The
essays gave little information about the reasons and circumstances of
the escapes. _ o . _

| had the opportunity to observe a discussion concerning two girls
who returned voluntarily after having escaped. Voluntary return was
a new phenomenon at the school. The most active resident in or-
ganising escapes was a drug addict girl, who planned and arranged
collective escapes several times. She was also high-spirited in con-
stantly protesting against various things. When she was brought back
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from her escaloaqes and punished, she took her punishment with a
loud protest. In isolation she behaved aggresswely:_banged and bat-
tered windows and walls, and screamed. No Funlshment had any
effect on her. A stoF was finally put to her tantrum by the manage-
ment calling the police who took her to the town jail for overnight.
When she was brought back, she even bragged about the escape and
was enraged with the staff and the management. After a few days
she escaped again with five other residents. But this time she used
other tactics. She called the school and told the manager on the
ghone that they should not worry because they were t%mlng to be
ack soon. It was important to inform the management because the
residents had to pay the costs of their retrieval from their escapes
themselves ithe petrol costs). The next day she called again because
they were still not back, and she was afraid that the management
was starting to search for the runaways. Two of the runaways came
back in two days, and the two others (both drug addicts) returned
after four days. The last two of the escaped residents never re-
turned. One of the managers spoke to the two drug addict girls right
after their return in her room. | was present by chance. _

In their explanatory essays the residents wrote about the circum-
stances of their escape, where they stayed and what they did during
that time. Three young men in a minibus gave them a lift. They
drove to town and took the girls to a flat where they were drinking
and partying all night Ioan. he next da¥ thefy spent out In nature
and went to another flat tor the night. The following day the two
girls who never returned to the school left, and the rest had no idea
were they might be at that time. But these four continued the party.

“The conversation: (M. = manager; P. and J. = residents]

P.. There were three young men, two of them were Estonians and
one Russian. S (the Russian man] also offered me drugs, but |
told him | don't use them any more.

M.: What drugs did he offer you’

P He had different kinds. "He asked what | had used before. |
answered that poppy. He told me that it is possible to get it,
but | told | don't want to use drugs any more. And_he I€ft me
in peace, Then they also offered @ job™ to me and Z. He said
they'd give us a flat with two bedrooms and a_telephone and
men would call and we should just take them. They told us it
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Is possible to earn six thousand kroons and live a good life.
But we said no right away.

. You have a hickey, P,

. No, there was just a boy, 13 years old, but he wanted to be-
have %s an adult man and he'did it. But we were just fooling
around,

M.: Please, write everything down as you are now telling me. ...

You know, P. you've something, nevertheless. You see, you are
a strong person! They offered drugs to you and you refused,
they offered a fun AOb toyou to do, and again Jou were able to
reflise even though that must have been hard! You called us
every day and finally you returned! You are a strong é)erson
and you can stand on your own two feet! .. What do you
think girls, can you sleep well tonight?

P.andJ.. Yes. _ _

J. And you know, we even missed K. We thought, it would be
nteresting, what they are doing now? Maybe they are going to
look for 15? A

M.: OK, girls go now and sleep and tomorrow we'll continue this

conversation." (HI 11 )

The first impression from this conversation seems to be positive. It
seems that the relations between the staff member and the residents
is confidential. They try to tell to each other positive and pleasant
things. The residents narration is quite reliable. They recognise that
they had fun and enjoyed it all, things like drinking vodka. The resi-
dents know very well how far they can go in telling the truth. And
the mana?er knows that, too. She understand that the girls in fact
do not tell the whole truth. It is evident that those three young men
in the minibus were waiting for the girls — it was an arranged es-
cape. It would be very stranEe if just a casual car picked up six girls
from the road side and took them along and spent four d_a%s with
them. It would be also quite strange that IV drug addicts with expe-
rience of mAectmg for perhaps a year refused an offer of drugs. And
how does the manager react to the girls’ story? She praises them.
She compliments them. Why? Was it sarcasm? Perhaps she wanted
to let them know: ‘I know you are Iylr&g, you are not strong people,
you are[|ust weak girls dependent on drugs. | know what were you
doing all these days, but Il claim that | believe you and you know

o
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that it isnt s0.” Or maybe it is a Play:. 0K, let’s pla¥ this (I;ame
now — you lie to me and | pretend | believe you. I dont need to go
to the trouble of punishing Tyou. Thanks girls, 1t makes m%/ job easier.
There’s only two weeks left before school ends, and after that you
are out of here. | want to spend the rest of this time in peace.”Or
erhaps she did believe the girl and her compliments were genuine?

nfortunately, 1 cannot say anYthmg definite because | did not ask
the staff member what she really thought about the case, and what
was her aim with the compliments, Perhaps, if | had asked, she
would have answered me that she did not believe the story told by
the girls, but she wanted to support them and to make their return
pleasant. All of this is just %uesswork from my part, but | must say
my emotions at the time of the scene were confused and not very
Plea_sant. | sensed manipulation from both sides, and again | had the
eeling of a twisted topic of conversation. To the compliment from
the manager’s part, the girls answered with a comﬁllment of their
own: they confessed they had been missing the school. | felt very
sad hecause P., who was one of the ne?atlve leaders — a very smart
and complex girl, made a lot of trouble but was always honest and
sincere even in her trou.ble-makln% behaviour. By protesting against
the school order she pointed out the weaknesses in the institutional
relations. If the staff had analysed her behaviour and her reactions
more deeply, they could have learned much about the defects in the
pr%anlsatlon of the institutional OReratlor). During this conversation
it became apparent that at least the institution had taught her how
to manipulate. _

In fact, the manager was very angry. This anger was expressed
the next morning, when two other girls, twin sisters, were expelled
from the school. These two events, the discussion between the man-
ager and the girls, were obviously tied together, because the twin
sisters had already returned two days earlier and were left in peace
until the organiser of the escape turned up. They were not even put
in isolation, which usually is the inevitable consequence for escaping.
Naturally there might have been other reasons for that, too, which |
was not aware of. _ _
~In concluding this chapter 1 would like to emphasise the follow-
ing points, which seemed to be the most important with regard to
the Institutional activities.
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First. The function of the institution’s daily activities appeared to
be first of all to occupy the residents” time in order for them not to
havehtl(rBe for antisocial activities (prevention through the diversion
method).
~ Second. The educational character of the institution was con-
tinuously emphasised. The institution was first of all a school which
provides primary education. However, this aim was not adequate!i
reached because of the different problems in its realisation depend-
ent on both the outside (all-the-year-round acceptance of residents)
and inside circumstances. In connection with the circumstances in-
side the institution, there is reason to point out there was no special
needs education programme at all, which certainly would exist if the
residents’ problems, such as long absence from school, poor learning
skills, deep gaps in academic knowledge and low intellectual capac-
|tydduetto a multiplicity of reasons, had been properly considered
and met,

Third. Education and schooling in Estonia are traditionally impor-
tant values. This is tied to the long-term history of the country, as
well as the Soviet value system. The saying that without education a
Pers_on is nothing is a typical Estonian” saying. However, nobody at

he institution seriously believed that the primary education given b
the K. School was the needed resource on which basis the residents
future success in life could be constructed. S

Fourth. The educational (uEbrmgmg) function of the institution
was realised first of all as oral teaching of the ‘correct’ behaviour to
thedre”slldents, a method which has few confirmations in behavioural
moagl!ing. : :

Fifth. Informal relations between the residents created a subcul-
ture which was built on power relations, and as such, added to char-
acteristic of the K. school as a total institution. _

Sixth. The activities at the institution were organised not as a re-
sponse to the real needs of the residents based on deep and continu-
0us stud% and analgsm of them, but on an abstract thinking pattern
about what seemed to be important for a person for coping tomor-
row, namely, the oPeratlon was based not on reality or the actual,
Present context, but on theoretical thinking. However, in concern to
he so-called female education the staff’s activities had a quite real-
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istic basis. However, personally I can not agree with such develop-
ment of girls’ personalities. _ _

Seventh. There was a clear absence of the essential co-operation
between the staff members on the different levels, which revealed
an absence of trust toward one another on the professional level:
Beople were afraid to discuss professional matters with each other

ecause of the irrational notion that a successful ?rofessmnal must
cope with her/his professional duties by him/herself.

Eighth. Slmultaneouslr with all of the matters mentioned above,
there were many attempts to change the situation at the institution
and to begin to" operate in a new way. Many new ideas, however,
wert% e(i(perlmented with merely on the basis of learning-by-mistakes
method.

_How these attemﬁts are expressed both verbally and in practice
will be discussed in the following chapter.



6. THE CHANGING INSTITUTION AND
THE RHETORIC OF CHANGE

In this chapter | focus on the ﬁrocess of the construction of change
at the institution by analysing the actors’ rhetoric.

6.1. Rhetoric

Rhetoric is understood as a form of instrumental discourse (fGlII &
Whedbee 1997), where ar%umentatlon and the persuasion of audi-
ence are the focus (Harre 1985). Human thinking is rhetorical (Bil-
lig 1991: 3) because thinking is based on Ianguage and on its (lan-
uage) dialogical nature (Bakhtin 1979, 1998: 302-5). When people

ink and communicate they react to other people’s messages, share
other’s thoughts or discuss with them. People also are looking for
ersuasion in their arﬂumen_ts through the reactions of the audience.
hetoric be_Ion?s to the social reallt% and plays an important role in
understanding the social activity of human beings especially in proc-
ess of assuming roles. S _

Through the analysis of rhetoric it is possible clarify what the ac-
tors think about the Bhenomena and ﬁroce_sses around them, or how
they want to think about them, or what kind of image the% want to
create about their attitudes in the eyes of other people. The choice
of rhetoric by social actors demonstrates their choice of paradigm in
which they wish to join. Through rhetoric, social actors express their
wish to belong to certain philosophical or ideological value systems.
People as a rule do not create their own ideology and rhetoric, but
join‘in an already existing one and use its termmologr and argumen-
tation (Billig 1991: 6-79. This takes place primarily through lan-
guage, because the first thing people share is common vocabulary.
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What exactly and how this happens is explained by Bakhtin most
persuaswelyﬁ. N o _

The Bakhtinian thought of the dlaloglcal function of language
helps us to understand hoth the content of rhetoric in general and Its
individual expressions. Through this, | find it important to empha-
sise the next points. o _ .

First, looking for the basic (minimum) unit of language Bakhtin
focuses attention on dialogical character as the most important fea-
ture of human language, which follows from the communicative
function of language. Starting from the communicative function of
language he separates utterance as the basic unit of IanguaPe. This
basic thesis allows him to see a specific relation between language
and the thinking process. The lines of the old linguistics from the
19th century departed from the role of thouPht_ln the specification
of nature and functions of language. The old linguistics, in Hum-
boldt for instance, placed on the greatest significance on Ian&wag}efs
nature as a pre-condition of thinking. Bakhtin arguing with this
(Bakhtin 1979: 245) points out the communicative role and dialogi-
cal nature of language as its most important function in the devel-
opment of thinking. He separates utterances as the basic units of
language in use2L

‘Language is realised in the form of individual concrete utterances
(oral’an wrltten{ by partlmiJants in the various areas of human
aCtIVIt%. These utterances reflect the specific conditions and_ goals
of each_such area not only through their content (thematic) and
Imgmstlc style, that is, thé selection of the lexical, phraseological,
and grammatical resources of the Ianguagie, but above all through
their"compositional structure. All three of these aspects ... are in-
separably linked to the whole of the utterance and are equally de-
termined by the specific nature of the particular sphere of commu-
nication. ..." (Bakhtin 1999: 121)

In this communicative function of language Bakhtin sees a very im-
portant activating function:

2L About the role of utterances as the basic unit of speech see also Austin

(1999: 63-75)
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“The fact is that when the listener perceives and understands the
meaning (the language m_eanlngg of speech, he simultaneously takes
an active, responsive attitude toward it. ... Any understanding is
imbued with response and necessarily elicits it in one form or an-
other: the listener becomes the speaker." (Bakhtin 1999: 124)

In other words, language allows people to communicate with each

other and stimulates their thinking. Bakhtin shows also that there is

not a verK big difference between spoken and written communica-

tion, If the reader understands the text that he/she reads, he/she

inevitahly reacts to that which is read in some way (agrees, protests,

Phelllelz/e)s, argues against, and so on; in a word, communicates and
inks).

The issue of the connection between using language and human
acts is studied by different disciplines (first of all by socio-
linguistics) and creates a special interdisciplinary discussion “(see, for
instance, ‘the works of Searle 1969, 1995; Habermas 1979,
Schegloff 1984, 1999, Hymes 1974, Dore 1978, etc.) o

Secondly, the Bakhtinian understanding of the communicative
nature of spoken language is expressed in the nature of an utterance,
its originality and bounds with other utterances or its connection
with the context:

Any utterance is a link in a very complexly organised chain of
other utterances, ...a link in the chain of speech communication. |t
Is the active position of the speaker in one referentially semantic
sphere or another. Therefore, each utterance is characferised pri-
marily by a particular referentially semantic content, The choice of
linguistic means and speech genre is determined prlmarllg_ by the
referentially semantic assignments (plan] of the speech subject (or
author]. This is the first ,asFect of the utferance that determines its
compositional and stylistic features. o _
~ The second_asRect of the utterance that determines its comg_osr
tion and style is the expressive aspect, that is, the speaker's su {ec-
tive emotional evaluation of the referentially semantic content of
his utterance. ... There can be no such thing as an absolutely neu-
tral utterance." (Bakhtin 1999: 124, 128)
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Inaword, any utterance is tied with the context, can be understood
in this particular context and expresses subjective relations in regard
to this context. o .

The connection of a speech act with its context is a generally ac-
cepted notion in different social science disciplines gsee, for in-
stance, Austin 1999: 63-75, Schegloff 1999: 107-120, etc.).

Thirdly, any given utterance has three aspects of meanmg, which
make the differences in meanings, name(lyl there are no absolutely
identical meanings of different words used in different utterances by
different speakers.

“Neutral dictionary meanings of the words of a language ensure
their common features and guarantee that all speakers of a given
language will understand one another, but the use of words in live
speech communication is always individual and contextual in na-
ture, Therefore, one can saY that anY word exists for the speaker in
three aspects: as a neutral word of a language, belonging to no-
body; as an others' word, which belongs to another person and is
filled with echoes of the other's utterancé; and, finally, as my word,
for, since | am dealing with it in a particular situation, “‘with a
particular speech plan, 1t is already imbued with my expression. In
hoth of the latter aspects, the word is expressive, but, we repeat,
this expression does not Inhere in the word itself. It originates at
the point of contact between the word and actual reality, under the
conditions of that real situation articulated by the individual ut-
terance." (Bakhtin 1999: 129)

Bakhtin shows that language learning is a communicative act, that is,
it takes place during interactions and human heings in this process
do not learn the words of language, but the words of other people.
S0, We study language through other’s individual utterances, Bak-
htin’s “other’s word™ was developed by Julia Kristeva who finds that
every language text is made to be a “mosaic of quotations” (Kristeva
1980 in as%arov 1996: 11). L

Fourth, the variability of meanings is tied with historical, ideo-
logical, and authoritative conditions of social groups:

“In each epoch, in each social circle, in each small world offamily,
friends, acquaintances, and comrades in which a human bemgz
grows and lives, there are always authoritative utterances that se
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the tone — artistic, scientific, and journalistic works on which one
relies, to which one refers, which are cited, imitated, and followed.
.. There are always some verbally expressed leading ideas of the
"master of thought” of a glven epoch, some basic tasks, slogans,
and soforth." (Bakhtin 1999: 129-130)

The third aspect of aword (utterance and, more broadly, the whole
text) is connected with emotional and ‘ideological’ (term of Bak-
htin) or rhetorical (in unders_tqndlng of contemporary discourse
studies and rhetoric analysis (Billig 1991, Burke 1989, Gill & Whed-
bee 1997, Hunter 1990, etc.) aspects of talk. .
~ Before | begin with the analysis of the K. School rhetoric, there
Is reason to mention that first of all it is the rhetoric used by the
staff. However, it is also the residents’ rhetoric in the sense that
the]y_ repeated a lot of the staff’s verbalised concepts.

or the analysis, | separated the topics that appeared most fre-
quently in the interviews and free conversations where the staff de-
scribed the institution, as well as their argumentation which was
used to persuade me as the audience that the characteristics of insti-
tution given by the staff is truthful and the only correct version. The
most typical topic of the conversations in which the staff on differ-
ent levels characterised the K. School was .maklng comparisons be-
tween the institution in its current state with ‘old’ one, that is, be-
fore the reorganisation. The most important rhetorical point in these
characterisations was the emphasis on the belief that the new’ insti-
tution is greatly different from the ‘old’ one. Every managerial, mid-
level and supiJort_ staff member was unanimous on this issue. How-
ever, the evaluation of chan%es differed according to individuals. |
would also like to stress the Tact that these assessments of ‘old” and
the ‘new’were made by the actors from the perspective of the pres-
ent time, and they mostly concerned the ‘new” institution despite
%He falcdt,th%t |r|1 terms of amount there were more words said about

e ‘0ld”school.
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6.2. The 'Old' and the '"New" Institutions

When speaking about the changes at the_sReciaI needs school, the
staff repeat.edIK used such expressions which constituted of peculiar
key words in the characterisation of the ‘old’ and ‘new” institutions,
and these key words were in binary opposition (dichotomy). The
emphasis on the differences of the two”institutions are important in
the Rrocess of looking for an identity for the institution. It seems to
be that the reorganisation starts with the opposition to the nearest
past; opposing is more important that consistency. o

This dichotomy emphasises differences between the two’ insti-
tutions: the ‘old” hefore the reorganisation and the ‘new’ after it
The characterisations of the ‘two’ institutions by different actors
(staff members) were in general similar to each other, and differ-
ences could be detected in the different kinds of assessments of the
same phenomena. The different assessments of the ‘old’ and ‘new’
institution depended on the relations of the speaker with the present
management (those in F_ower), because the new processes and phe-
nomena were directly linked with the new management. Still, ex-
cept for the new headmistress, all of the other managing staff mem-
bers came from the old mid-level staff. S

The general discourse of the staff on the ‘old” institution was ex-
pressed in terms of authority and closeness:

1

"Before, our special needs schools were very closed and authori-
tarian. ... There was a lot of violence there... In fact, every-
thing was done coercively startm’\? from the morning dgyr_nnastlcs
and ending with the uniforms. Nobody wanted to do it (gym-
nastws)”(%.lZ.G.a.)

2.
"Here in the school there was a lot of violence. And control, of
course. ...” (1.16-P.b.)

3.
"Earlier the girls didn’t get to go on any vacations. It was or-
der, it was discipline. And they were punished more and more
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strictly. For any reason — immediately to isolation: for bad
words, for shouting ...” (19.1a)

Authority meant coercion, violence and strong control. The authori-
tarian power unified all the actors on the lower level, intervening
even in the private life of the staff members;

1.

“‘Here at the school there was a lot of violence. And control, of
course. Also we (mid-level staf,g were under control. For instance,
when we received the J)OSSIbIlIy of having telephones installed in
the institution, the old head took only one number for the entire
school even though it was possible to install phones in our homes as
well. *You shouldn't talk so much with each other' she said. She was
afraid we would communicate behind her back. Any type of a re-
|ationship between us was condemned..." (1.16.P.b.)

2.

“We (the mid-level staff] had to be answerable to our superiors in
everything...  The girls were punished by their superiors and we
were abused and humiliated by our bosses." (1.8.H.d.)

The hierarchical relations at the institution are indeed aEtIy ex-
pressed by the common Russian expressions that even the Estonian
staff members used in their narratives: “We were called to the car-
pet” (“Hac Br-BAM HAKOBEE] and “We stand in front of our bosses
ina row” (“Mbl Mepen HRYBNECTBOM N0 CTYHKE CToVIA” (idiomatic
Russian, meaning “account for”), . . _

The ‘old” school appears to us in negative attributes as an
‘quthoritarian” institution which is described in terms of Violence’
‘coercion’, ‘abuse’, ‘humiliation’, ‘punishment’, ‘control’, ‘closeness’,
etc. This was an especially neqatlve experience for the staff because
the authoritarian system was also reached out to the staff, There was
a very strong vertical hierarchy where the IpeO{gle standing on the
lower level had to obey their superiors blindly. The levels of the hi-
erarchy were clearly divided, especially between the staff and the
residents. Within the staff there was also a clear division between
the management and the mid-level staff. Moreover, even the manag-
ers had different relationships with power. During an interview of
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the former vice-head in education it became evident that even she
was under very strong and authoritarian control and humiliation:

“I1fyou just knew know how much | had to suffer by this S. _Qhe for-
r(r}ezrohsladryaster)! | ended up in a psycho-neurological hospital. ..."
20Va.

The conception of the ew’ institution as different from the ‘old’
one was expressed first of all by managers. The rhetoric here appears
not so much in declarations of positive new terminology, but as de-
nial of negative ‘old’ concepts. In other words, the description of the
ew’ school should be understood in direct opposition to the old
one. The notion seemed to be that if the ‘old” institution was de-
scribed in such terms as ‘authoritarian’, violent’, ‘humiliating’, and
Subordinating’, and also ?ejoratlvely assessed by the management,
that should right there tell the audience that the ‘new’ school was
different, quite the opposite as a on-authoritarian’, non-violent’,
‘non-huml_llatmgq’ and ‘non-subordinating’ Place. However, this was
the rhetoric of the management. The mid-level staff’s opinion about
the institution was more detailed, that is, there were more nuances
of meanings. o

The mid-level staff members also accentuated the authoritarian
character of old school, but they did mention certain things that
were better coordinated than at present; which, after all, made their
lives easier. For instance, the middle-staff remembered the old
Ischool like this: 1t was terrible, but there was some order, neverthe-
ess.’

Some staff members really missed the "strict regimen, punish-
ment...”

1

"Before there were no home visits allowed here, there was or-
der, disciplinel ... But now?... Now there is more freedom in
here. | think it has become worse." (19.1a)

2.
"Now they have these home visits. This is good, on the one
hand, but on the other, what to do with those girls who do not
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return when they are supposed to? We can just take days2
away from them, but | think there should be stricter punish-
ment in this case.” (1.8.H.d.)

What was also more acceptable in the ‘old” school for the mid-level
staff was that the managers, despite repressive behaviour towards
them, maintained the notion of solidarity with the mid-level staff in
front of the residents. That means that the mid-level staff had more
power over the residents, and in this were supported by the man-
agement . . . .
There was a clear division to two opposite parts in ‘old’ time:
staff on the one side and residents on the other. In the ‘new’ school
the division was not as clear, which strongly disturbed the efficiency
of the work in the mid-level staff’s opinion. Currently, the residents
were aware of the conflicts between different staff members, and
especially between certain mid-level staff members and the man-
a?ement. The headmistress could reprimand a staff member in front
of the residents (the case with X.) One scene qoncermn% the public
discussion about a staff member who made a mistake in dealing with
a resident was described by an educator. The public discussion was
led by the headmistress and took place in front of the whole school.

“This could have never happened before, the head to discipline a
member of staff in front of some of the girls. ... Oh, how they hu-
miliate us1We used to be dlsuﬁllned, by the management before,
t(Jlut1 étSV\SaS done privately, and the residents never knew about it.

This new Kind of Bubllc reprimand of,anrone who made a mistake,
even a staff member, reduced the mid-level staff’s authority over
the residents, That was why they were extremely afraid of this kind
of reprimanding or discussion. The management expressly applied
the pollc?/ that the staff should work to%ether with the residents,
and not fo command them as before. The managers talked about
this repeatedly, and this new working practice’ was one of the most
important kinds of new rhetoric at the special needs school. This

"2 The main method of discipline was to give merits and demerits accord-
ing to their behaviour. A certain number of merits adds a day for a future
home visit, and the demerits eliminate them.
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management’s desire for the mid-level staff to work together with
the residents, however, is not a new kind of rhetoric at all. Ma-
karenko’s (1954) pedagogical Frmu_ples were based exactly on the
co-operation of everyone who lived in the reformatory. In his “Peda-
gogical Poem” (1955) he describes the achievement of peda?oglcal
work when everyone, both the teachers and the residents of the re-
fonnatory had to work together in order to survive the hunger and
cold.
~ This kind of co-operation was the hasis of the rhetoric of the So-
viet collective spirit. However, even Makarenko found that such co-
operatlon works voluntarily in extreme conditions of survival. In
other conditions there appears to be a gap between the rhetoric of
co-operation and the practice of subordination. Despite the need
and desire for the teachers to act in co-oPeratlon, it was rlmarllr
realised through subordination. Both the staff and the residents vol-
untarily co-oEerated, but it was in subordination to the manage-
ment’s order to co-operate. _ .
Working in the ‘old’ school was much easier for the mid-level
staff in terms of a clearer and simpler regimen.

6.2.1. Two Types of Leadership

The former headmistress embodied authoritarian power. She held
the post for almost the entire time of the ‘old’ school (1966-1990).
The staff spoke about her as a symbol of that time:;

%ﬁ you only knew our old headmistressLShe was a real Stalin in a
skirt." (1.5:E.f)

‘ZShe was a real tyrant. She had to know everything. As a rule the
staff was always guilty if somethm% happened and the staff was
also punished for anything and everything ." (1.2.B.0.)

When | heard those characterisations of the previous head, | felt
that now the people who were humiliated took their revenge on her
for all the insults they had to silently bear before. At the same time,
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it seemed to me that the basis for those descriptions was the old
headmistress’ position as an inevitable representative of the Soviet
system. Her working methods were tied to the objective of main-
talnmq_control_ over the operation of the institution in order for it to
be realised strictly according to regulations and instructions. She did
not create any new conception of managm% troubled adolescent
girls. She was simply the one who executed the task. For her, the
special needs school” was a corrective institution the aim of which
was isolation and the correction of young female delinquents in ac-
cordance with special instructions. This was precisely the reason
that the headmistress’ presence was felt to the ultimate degree in all
of the activities. It was a legitimate manifestation of the Soviet pol-
icy of mana%lng troubled young people. The same expectations also
concerned the other staff members: they were sup‘posed to simply
follow the instructions. This is what made a good staff. _

The styles of management of the two headmistresses differed
greatly from one another, Qne.lmﬁortant.dlﬁerence concerned their
Fartlmpatlon in the daily life in the institution. The ‘old” headmis-
ress had to control everything and be everywhere at the same time,
be aware of everything that went on in the School, that is, participate
actively in the school life, whereas the new headmistress delegated
the r_nana%mg to her deputies. For instance, she rarely directly com-
municated with the mid-level pedagogues, but discussed all the
Rroblems concerning the educational aspect of management with the
lead of education. During my fieldwork period, | never saw her par-
ticipating in the educators’ meetings or set foot in the dormitory in
the' evening. The residents spoke about their contacts with "the
headmistress as something extraordinary: “Today | went to see the
headmistress” . What the girls considered extraordinary in such a
statement was the fact that it was extremely seldom when the girls
were invited to the headmistress’ office, and hence expressed it with
a specific emphasis. N _ o
~ The new head almost never participated in the institutional ac-
tivities, but only in the staff meetings in which the pupils’ progress
was discussed and the graduation ceremany in the end of the school
year. She was not present during the frée time projects, such as
shows and the pageant described earlier. Some mid-level staff mem-
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bers expressed their discontent with throu_?h the fact of the head-
mistress physical absence in the school’s daily life.
The head’s offices had a symbolic meaning:

“The old headmistress' office was downstairs, where V. office is
now — she was alwa¥s there for all the events and activities, she
had to he in control 0 everythln_g. But now, where is the head’ of-
fice? It is far from us, On the first floor in the school wing behind
two doors1Who goes there?" (1.2.B.0.)

The former headmistress’ office was Situated right in the middle of
the building, on the ground floor between the dormltor?/ and the
school. From the windows she could see the entrance gate and the
school yard. Her overall control was hased on the Prlnc_lple of the
Panoptlcon (Foucault 1991). Now the former office is a multi-
unctional room shared hy the head of education who is responsible
for the work in the dormitory, and staff members on duty. This was
where the educators’ meetings were held, as well as some of the
classes and video demonstrations for the residents. _
The new office of the headmistress was situated on the first
floor, in the school wing of the building, behind two doors. Hence,
the bureaucratic power was removed to the upper level and was
even further distanced by two doors. The office was newly redeco-
rated and furnished, a very nice room equ(;)ped with a _comp[uter,
fax machine, phone, answering machine and other facilities. There
was a large table in the room which | thought would be a ?ood place
for holding staff meetings, but not a single staff meeting took place
there during my fieldwork period, they were held elsewhere either
in classrooms or staff rooms. The windows provided a view of the
deserted garden behind the building, seldom used by the residents
and the staff. In brief, the new power was distanced from the sub-
ordinates and manifested through regalia. The difference between
the rich equipment of the head’s office and the poor facilities of the
dormitory and the school demonstrates the importance of the new
bureaucratic power and the contrast between the space reserved for
the headmistress and the other part of institution. Erdsaari (1991:
170) points out the specific attributes of bureaucratic Fower in a
Western-type of de_mocrac¥ as a location on a higher floor of the
building, a spatial distance from those in a lower position and being
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more richly equipped. Thus, also in this sense the new headmistress
represented the new style of leadership. _ o

However, the mid-fevel staff do not know about this peculiarity
of the democracies in the Western world, and were not fond of
these kinds of contrasts. In their understanding, democracy was tied
with equality between the different levels of workers in the same
organisation.” Some of the staff members pointed out the head’s pri-
orities in the renovation of the building as a negative example of the
new managing style. _ _

Other mid-level staff members demonst_ratl\_/el?/ emphasised that
one must not speak about such issues, which in fact revealed their
confusion with the new situation. At the same time, the residents
spoke with proper awe about the ‘nice office of the headmistress
which they could seldom visit but admired all the more. In their
eyes, this nice office increased the esteem of the headmistress.

However, in spite of the distance between the headmistress from
other parts of the institution, it became evident in the narratives of
the residents that they knew about the headmistress and told me
even gune intimate details of her private life. Their knowledge ex-
tended also to the other staff members. The residents knew not only
about their private lives, but also about the conflicts between differ-
ent staff members; who is whose friend or enemy. In contrast, some
‘old’ staff members emphasised that this could not have happened
before during the time of the old management.

"We, (personnel%_ were taunted and punished, but the girls knew
nothing about this. Ahead of them we all — teachers and manag-
ers — Stood on the same platform” (I.16.P.)

The residents were urged by the managers to report to them if and
when they felt that a staff member treated them unjustly. The aim
of such encouragement was to make sure that the residents knew
they were protected by the management. As such, it was supposed
to Underline the rights of the residents, and was a part of the ‘new
child-centred” approach at the K. School. However, this inevitably
evoked bad feelings among the staff: the sense of betrayal, fear, dig-
appointment. Those who felt that the management betrayed them in
front of the residents protested openly against the management’s
activities and decisions; they criticised almost everything the manag-
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ers did and blamed them for the collapse of order, incompetence
and using resources for their own benefit. Those who were afraid to
give open criticism worked in a silent protest by ignoring the man-
agement’s policies. The disappointed staff members demonstrated a
pessimistic indifference: there’s nothing we can do, nothing will
change, it’s not necessaay to take the work seriously — their objec-
tive was to endure one aY at the time and be left in peace as much
as possible. They did not want to know anything. Once, when |
wanted to explain the effect of Iabellln%.to a colleague of mine, she
became angry and asked me not to talk like that because she did not
understand @ word and she wanted to know nothing about the ‘sci-
entific’ explanations of different phenomena. _

The new situation of exposure of the staff in front of the resi-
dents reduced the mid-level staff’s authority over the residents,
making them more vulnerable. Christie (1992: 85) writes about the
dangers of controlling orgians such as the police, and emphasises that
one way of controlling it is "to make the wielders of power vulner-
able”. Among the ways of vulnerability he lists the equality of status,
equality in (1uallf|cat|ons, and close and accessible physical proxim-
ity. The first and the last are important points also in regard to the
Situation in the K. School. The managers attempted to keep the
mid-level staff under control by poslltlonlnq_them more or less on an
equal status with the residents. This equality was also supposed to
give them the |mF_etus to share the residents’ lives. However, in this
application of policy the managers were not ready to ?lve u‘p their
own power. Quite the contrary; their power appeared to be Turther
strengthened through the concePt of dividing and ruling.

However, to return to the attitudes of the headmistress, she kept
her distance from the school hut expressed her exgectatlpns towards
the staff with the term “sharing their lives with the residents”. The
mid-level staff had the same expectation toward the headmistress.
During an interview and some free conversations with me the
headmistress used the rhetoric of the new management and child-
centred apFroach, but I failed to see her in any activities amonP the
residents. It seems to be that for her as the head of the school, the
child-centred approach did not mean the same thing that she ex-
Pected from the mid-level staff. | made notes of my own attempts
0 get to know what this notion for meant to her as a headmistress.



The Changing Institution and the Rhetoric of Change 239

In answer to my question “When are you satisfied with your
work?”she said:

"When the school solves its [problems._ | mean when the staff, the
peoBIe, are successful in solving their problems. If I solve some
pronlems, it does not help, the people have to learn to solve their
problems by themselves." (1.4.D.a.)

This extract represents a very important conception of the goals and
content of helping in general and the heIplngn professions particu-
larly, which was prominent in the middle of the 1990s. This was a
time when people who went into professional helping work (doing
social work as employed social workers or volunteers% first exPerl-
enced burn-out. The concern that too much was expected of helpers
became an increasingly important topic23 After the first dlsapFomt-
ing experiences in helping work that did not gl_ve people the satisfac-
tion they expected, they began to think about it differently. And one
attitude that spread very quickly was that just expressed by the head
of the K. School. As often happens, the pendulum flew to the oPpo-
site extreme. If I cannot help then 1'd rather not participate at all.
The wish to help was replaced by indifference. This kind of oscillat-
ing movement In the understanding the nature of helping work is
caused by various reasons, such as the lack of power-free or non-
hierarchical relationships between collea%ues. The notion of helping
also in itself indicated ignorance and the helplessness of the receiver
of help. Helping was seen as ‘giving’ or doing something for’ other
Reople in need, and also the task of evaluating this need was the
elper’s responsibility.

This discourse would be an important topic of analysis. Plenty of mate-
rial is available in the form of newspaper articles that were published in the
middle of the 1990s. However, no research has been done on the topic this
far and it is also not a theme of this work.
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6.3. The Rhetoric of 'Democratisation’

The time of change which started with the reorganisation of the
school and the agpomtment of the new headmistress was named
‘democratisation’by the staff members.

‘At the beginning there were only a few children, 40, in here. In the
Russian time we had about 140 girls. Unfortunately the number of
residents is nsmP — now we have more than 80 and all the time
there are new girls coming. ... _ ,

S0, in the beginning we tried to act in a democratic way: not to
punish the girls So much, but that wasn't very successful and many
%rls ran away. But when those girls who were already here from

e Russian time were gone, we could start with changes.

_ Previously the resicents had no student cards and could not use
discount tickets in ﬁubllc,transport to travel home for the holidays.
We also provided them with these (student cards]." (1.4.D.a.)

Another teacher remembered this time differently:

"Six years ago when we started with the more democratic school, it
succeeded well, but then we still had those glrls who had come here
during the earlier times. They still remembered the old autocratic
system and felt h_aﬁ)py for this change, they helped us out. Nowa-

ays it is impossible to win_ the ﬂlﬂS over."For them democracy is
the same than everything being allowed. As A. says she is an anar-
chist— to her there are no pronibitions...." (1.12.G.a.)

A third staff remembered that when the ‘democratisation’ started
“they all ran awaE/”. . _
ccording to the first staff member, girls who were not accus-
tomed to the old strict Soviet system of subordination were more
ready for democratic relationships in a closed institution, whereas
the second one stated the exact opposite: girls who had ﬁrewously
been under a strong authoritarian order were hagpr for the change
and adapted better to the new system. | tend to believe in the third
one,
However, all the staff members emphasised that in the beginning
of the ‘new’system the staff was more successful with the democra-
tisation process than later on. Some staff members also spoke about
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the new era that started six to seven years ago as a nice and promis-
ing period.

“Three years ago the girls were better. We didn't have to pun-
ish them all that much...
— Yes, they were far fewer of them. ”

It is evident in these extracts that in the minds of the staff members
the democratisation process was closely tied to either having to or
not having to punish the residents, which depended only on their
own behaviour. The success of carrying out the democratisation pro-
cess depended on how well the residents were able and willing to
co-operate with the staff: ‘to help them deal with the residents with-
out having to punish them’.

6.3.1. The Rhetoric of Teamwork and the Practice of Indifference

The management not only expected the residents to fully agree to
co-operate with the staff, but also that there would be collaboration
among the staff members themselves. | frequently heard how im-
portant good teamwork between the staff members really was.

The next excerpt from my field notes describes an incident I had
to deal with, and demonstrates the relations between the manage-
metﬂt and the mid-level staff. | was one of the actors deeply involved
in this scene.

"It was my second day at work when the first educators’ meet-
ing in which | also participated. Almost all of the educators of
the school, including the other educator of my group, were pres-
ent. After the meeting one of the managers turned to me:

There’s a girl in Kour group who misses home ver>[/ badly.
She asked me to call her home for her, please why dont you do
it.” She sent another resident to fetch the girl in question to the
meeting room. The girl was actually already standing behind
the door. A short conversation took place between the resident
and the manager:
(; .:YDarImg, did you want to call your grandma?

o Yes.
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M.: Here is your new educator, give her the number, she will
call for you. Do you believe me?

G.: Yes. _

After that | asked the resident what exactly | should say to her
randmother.
e: Do you have some problems?

G.. | wantto askgou to call grandma.

Me: OK. The number?

G.: Hereyou are.

Me: s it a home number?

G. Yes.

Me: Where is it?

G.. InN.

Me: And what should I tell your grandma?

G.: | want her to come here, _

Me: Do you think it is possible? Will she come ifyou ask?

G.: I don't know. _

Me: Now, it is quite expensive to travel by bus. How much
does the ticket costs, do you know?

G.: Yes, it is ...kroons,

Me: Does your grandma work?

G. Yes. ~ _

Me: But let’s think what can we do, if she can’t come?

G.. Then let my mother come,

I\(/;Ie: ’[\I)oes your mother work also?

. No.

Me: But what will happen if grandma tells me that nobody can
come? What else could make you feel better?

G: Nothing. If nobody can come here, forget it. (she shrank
away from me) _

Me: Youdon't need anything more? You only want somebody
from your family to come and visit you?

G.: Yes, and if nobody can come, | need nothing.

Me: OK, let trY and ask your grandma.” .

Grandmother told me that she can’t come to visit the girl and

neither can the girl’s mother: ‘She (mother) is in a verr bad

condition. And G. knows that my son doesn’t work and [ have
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no money for traveIIinﬁ. Besides G. | have two more children

here to take care of. They were sent to a children’s home, but |

can take them for weekends. She knows that. | was expecting

her to come here for New Year's, but she didn't come. It means

that she has behaved very badly or otherwise you would have

let her come for the holidays. _ _

Me: Magbe she is not an exemplary girl, but often girls have
problems because they feel very lonely here...

Grandma (becoming anglry): | sent her a package!

Me: She needs a personal meeting with someone from home.

Gr.: No, it is just impossible. _

Me: Ifyou are sure that nobody can come here, please wait a
minute, 11l ask her to come to the telephone, you just speak
with her, tell her something good. Explain to her why you
cannot come,

At this moment the other educator of my form, who had been

nearby, came and told me: 'Girls have to pay for their phone

calls and G. doesn’t have any money.’ .

Me: But | called because M. ‘asked me to do it.’

~ Unfortunately, the grandma had nothing nice to say to the

girl. She started crying, threw the receiver on the floor and ran

out from the room. | tried to catch her, but she didn’t want to

speak with me. After this incident this girl's attitude_towards

me became hostile: she didn’t want to communicate with me at

all and provoked me by hitting other ?IHS when | was there.

Once she told that same manager that | was a stranger, which

the manager forwarded to me immediately.

Only afluke changed her relationship towards me. One day
she received a letter from her mother (which was the only letter
written by her mother during the four years spent at the insti-
tution) and | was the one who gave her the letter — with this, |
was rehabilitated in her eyes. _

After this unfortunate telephone call, the girl’ other educa-
tor who knew her and her situation better, told me that the
phone call was a hopeless step from the beginning. The girl’
mother was a drug addict and her grandma an alcoholic, too. |
felt very stupid. I"did not understand why the manager asked
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me — not the other educator, who at the time was in the same
room — to call the girls grandmother, or why she didn't (]uve
us a possibility to discuss the problem together? How could |
deal with girl whom | didn’t know at all? | didn’t know any-
thmgi about her family background, about her personality
problems, about her story. Later | learned that she had been in
the institution already for four years, and had been only 11
years old when she was first sent there. She had very difficult
experiences in early childhood living together with her alcohalic
and, later, a drug addicted mother. Her behaviour at the in-
stitution became Increasingly problematic as the time went by.
During her first Kear in the institution she regularI{ visited
home during the holidays. After two years she tried fo escape
from school more frequently, and her behaviour became more
agglresswe and violent. She terrorised the weaker girls, espe-
clally new residents. She protested to the staff in various ways.
For instance, she defecated on the floor of isolation. She had a
problem with bed-wetting. She was rigid and repressed, and it
was very difficult to make any kind of a contact with her, |
spoke about my worry because she refused to communicate with
me at all. My colleague answered: ‘Don’t worry, G. is just a
very difficult girl. She needs time to get used to you. When |
started with their form, she didn't accept me either. But after a
while she relaxed and now we can communicate without any
plrloble(wI alt 1al)l | think she needs psychiatric help. She is very
I 1.” I 1.

| consider this story 5|?n|f|cant for many reasons. First, it demon-
strates how it is part of the managers’ work methods to use impul-
sive problem-solving mechanisms. Secondly, even though | can not
be sure if the mana%er in question used the girl’s situation as a wake-
up call for me who had just arrived in the institution (I indeed hope
this was not the case), but it certainly demonstrates the relationship
between the staff members largely based on indifference. Thirdly, it
demonstrates how the managers (institution) ‘integrate’ a new per-
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son into the institutional system, which is also connected with indif-
ference4 o _

Even now when | recall this incident | am flooded with very bad
feelings. Thanks to this little event, | learned to feel from the very
be%mnl_ng what an incompetent educator | was. My whole position
at the institution was quite confused, because I should meet expec-
tations that | had not encountered earlier in my own professional
field. This raises the question of whether someone who simply
wants to study residential care should be put in the position of a
professional educator in the first place. _

~ The manager g) al still remains mysterious to me. Why did she
give me this task? Did she want to check on my ability to solve
problems of the residents? Unfortunately | didn't “ask her then and
there, because | was confused, lost and really felt that | am a poor
Rroblem-_solver. Later, when I have been thinking about this event |

ave realised that this was another demonstration of the indifference
people felt for each other, in this case for me and the other educator
If the group. We were hoth stepped over in order to make an impul-
s?/]g %nd unexpected attempt at something which had all the change
of failing.

24 This event is also in other ways significant in terms of me being intro-
duced to the field. The meeting took place the second day of my work in
the institution and the first time | met the entire staff. | had prepared a
brief introduction of myself and my work. However, there was never an
opportunity to make the introduction, because the meeting started off with
congratulations to staff members who had recently had birthdays, and pro-
gressed into a discussion of the actual operation of the institution and plan-
ning. Staff meetings were organised only once a month. Educators left the
room before the meeting was over and generally everybody was busy getting
on with their duties. When 1| realised that none of the managers was going
to give me an opening for my introduction, | decided to get up and go on
with it on my own. This was when one of the managers turned to me with
the girl’s problem of being homesick.

The fact that | was a new face at the school and participated in meeting
seemed to be the most usual thing. | was even more shocked when I turned
to different staff members to introduce myself, and they shortly answered
that they knew quite well who | was and why | was there. They were well
prepared for my arrival.
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~ However, in comparison to other situations and events during my

fieldwork period it is apparent that the question was not so much of
an intentional wish to paralyse staff members, but of a lack of skills
in organising and coordinating teamwork and co-operation among
the staff. Perhaps the managers did ?Qod work with some residents,
but did not necessarily have the multiplicity of skills that managing
an institution of this size required.

6.3.2. The Rhetoric of Openness

One of the most important attribute of the ‘new’, ‘democratic” insti-
tution was its op[enness, which was repeatedIY emphasised by the
staff members. The open gate was a very eloquent metaphor of
o[)enness. The openness was expressed by ‘internal changes such as
allowed home visits for those residents who behaved according to
the school order, taking walks outside the school %rounds, Visits to
the theatre, exhibitions and swimming pool; trips to the discos or-
ganised in the boys’ special needs school; allowing contacts with cer-
tain people from"the outside, allowing visitors, and allowing repre-
sentatives of the media on school grounds. A few television pro-
grammes were made and broadcast about the institution which in-
troduced the institution to the Estonian public (as well as the
equivalent institution for_Estonian _boi/s) and several articles were
published in newspapers. The institution liked to be thought of as
an open and well-known place for the Estonian public. This policy
succeeded because the image of the institution in the eyes of an av-
erag_? Estonian citizen was quite close to the truth. o

he school also suffered from a perpetual lack of staff. This is
why every possibility to have people visiting the institution who
would provide something for the residents to do or to participate in

5 There is reason to point out here that the media, on the trail of a popu-
lar issue that would sell well, did not always represent the special needs
schools and the troubled children in them correctly or appropriately. I my-
self have had a bad experience with the media which falsified my own
statements given about the K. School.
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during their free time, and who would react positively to them was
welcome.

~ The ma_na?ers also offered work P_Iacpments to people who were
interested in the internal life of institution, which was the case of
both the above-mentioned student of special pedagogy and myself.
However, at the same time the school indeed was a closed institu-
tion which meant that the residents had to be under 24-hour super-
vision of dpersonnel. Because there were only a few guards, the resi-
dents haa to spend hours behind closed doors. Thus, the open gate
and the locked doors respectively symbolised the wish to transform
the institution to be more open and the actual situation of closeness
that was dictated by the total nature of such an institution. SOn the
one hand, to change the institution to be more open would have
meant hiring much more staff to carry out the constant duty of close
supervision, and on the other hand, the more supervisors there were,
the more closed the institution was in the eyes of the residents: their
free time and time spent on their own without visible control would
be further reduced.)

6.3.3. A New Attitude Towards the Residents —
the Rhetoric of Child-Centred Approach

The general processes of change were also manifested as a change in
the staff’s attitude towards the residents. They became more close
to the girls and began to see that the causes of their problems were
more complex than they seemed to be earlier. Some sqns show that
it was also earlier understood that it was not onl% he residents
themselves who were to be blamed for their 'bad” behaviour (see,
for instance, Kurm 1966 37-39), but that there might be other rea-
sons in the background. However, the official pollcTy of dealing with
troubled youn peoRIe dictated otherwise. The official instructions
for dealing with such young people excluded any emotional relation-
ship between the staff and the residents and” focused on strictly
unemotional and professional conduct. The new child-centred ap-
proach was understood as an opposite to the previous so-called
‘s_taff-cent[ed’approach. However, the previous system did not offi-
cially admit its staff-centred nature (Makarenko "1955, 1954). The
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relationship was supposed to be based on comradeship hetween the
pedagogues and pupils, who should work in co-operation for the
common good. The formal rhetoric of the ‘old” system defined an
ideal type of a human being as a goal towards which all children had
to strive, and the task of pedagogy was to direct and lead the chil-
dren in their effort. The pedagogues also had to control whether all
kids were satisfactorily progressing towards the right direction in
their development into a new type of a human being — the Soviet
human being. | believe that the Soviet pedagogy was not child-
centred, nor teacher-centred, but ideal-centred and |deolq%)(-
centred. However, because teachers and educators were responsible
for children’s success in this aim, they had also more power over
how the new, Soviet human heing was Created. This seems to be the
reason why the managers position the notions of child-centred and
staff-centred approaches in opP05|tlon to each other,

In their interviews the staff members who had long-term work
experience at the school noted that at first, when these types of
special needs schools were opened, the% aCtIVEQ/ recruite hlghI%/
educated pedagogues. It was assumed that good pedagogues wit
solid education were better eqmprped.to cope with the young people
that resided in the institutions. The importance of the high profes-
sionalism and cultural level of staff was also mentioned by other
teachers. When they answered to the question of what constituted
‘hlgh-(ll_Jaht{ professionalism’, the interviewees emphasised high
theoretical knowledge as the utmost qualification. Emotions, such as
compassion, were not included. However, the present managers
pointed out on the contrary that the most important quality of a
good personnel is its ‘goodness’ of heart and good will. _

The managers explained repeatedly that in general, a child-
centred approach meant that the operation of the Institution should
have the hest interest of the residents as the point of departure
rather than the staff’s ‘well-being’. The content of the notion of
well-being’is explained in the following sub-chapter.
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6.3.4. The Rhetoric of Care and Protection

According to the managers and mid-level staff, the most important
attributes of child-centred operation of an institution were care and
Brotectl_on. These notions were related (dependent) to each other.
rotection was the first aspect of care. Care and protection were
tied to the general understanding of the basic needs of childhood
that was repeatedly emphasised by the staff;

EWte are here to protect you™ “You are here because you need pro-
ection”.

The protection of the girls took many forms. First of all the fact per
Se 0 beln% in a reformatory school; namely, behind locked doors,
meant protection. The outside world was full of dangers for young
girls. In general, the dangers included the company of bad friends,
neglecting parents, abusive men, the inherent dangers of the resi-
dents’ stormy puberty, and even their gender as such. All this justi-
fied the practice of strong control over them. _

When | asked why the girls’ letters were read and possibly cen-
sored before being given to them or, if they wrote them, sent, | re-
ceived answers such as the following:

“We read the girls’ letters to help and protect them... If somebody
receives a letter with bad news, we can prepare the girl for receiv-
ing that news, or clarify how much truth there really is in that.....
There are also pedagogical aims: we can learn about the girl’s at-
titudes through her letters..." (1.6.F.a.)

The reading of letters was further explained as a method for better
understanding and helping the girls, which could be interpreted as
an aspect of care:

“We read the girls’ letters in order to understand them better.

Through this we_can get to know their families, friends. Maybe a

girl has difficulties about which she cannot speak. They know that

we read their letters. Often they write about a problem that they

can't explain. Afterwards they ask: ‘Educator, did you read r_n%/

It%tter?’ ”%(I)tilgms )don’t always come through from only talking wit
em..” (LI.Aa.
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In spite of that fact the notion of care was strongly emphasised by
staft members of different levels, the content of care was explained
by most of staff members simply as providing the girls with suste-
nance, accommodation, clothes, and an opportunity to receive edu-
cation and to receive help in solving different kinds of problems.
This latter means that staff members listened to the girls and tried
to calm them down when upset or agitated, Listening to the resi-
denis’f)roblems was mentioned bg many staff members as the most
difficult task in their work. This became clear during my fieldwork
period; it was apparent that the educators avoided qlgttmg involved
In conversations that concerned the girls’ Problems. hey explained
to me that it was too hard to take in all those negative things that
were connected with the girls’ life experiences and their families.
One of the educators, for instance, told me that there was no reason
to speak about these thln%s, because anyhow she had no means of
helping the girls; she could not change their parents into something
they were not and all and all it was better not to know anythin
about those horrors. | see this as a means of survival, a form of self-
defence, from the staff’s part. _ .

The most important thing connected to protection was keeping
the girls under control. In the institution the girls were indeed under
strict control and this was evidently considered to be one of the es-
sentials for their safety. _

However, what happened simultaneously was that the dangers
the girls in reality had to face inside the institution was not consid-
ered worthy of special attention in the staff's eyes. They did agree
that some Tesidents were constantI% terrorised by others, but the
explained it as an inevitable fact with which the girls learned to and
just had to cope. ,

If the girls were considered to be protected from the dangers of
the outside in the institution, and sent there in the first place for
this particular reasons, it is mterestlng to have a look at how the
school protected them from internal dangers, such as physical and
emotional violence. A girl from my group spoke repeatedly about
her fear that other girls will beat her:

"— How is it possible that other girls will hit you? You are here
under the staff's control for 24 hours a day.
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—And how they cand
— They have beaten me several times already. They hate me.

— And when is it that the girls beat you?
— At night in bedroom, or_anrw_here where the educator can't see.
Can youplease send me to isolation?” (11.27.)

There were some girls, so-called scapegoats, who spent most of their
time_in isolation simply because the other girls repeatedly beat them
up. They were the ones guilty for everythmg possible. When there
was a theft, one of the scapegoats had to confess their sin. If a bed
was burned, the first thing to do was to blame either A. or B. for
that terrible deed. _ _

Despite the strong emphasis on protection by the staff members,
the girls were not protected from the internal violence they suffered
at the hands of other residents. When the staff had to “deal with
such situations, the victim was accused. In chapter 5.7.2. | described
how the victim of terror ends up as the gullty party when her case is
discussed in a giroup meeting for girls and staff members.

A deeper sudx of the content of the ?.IHS’ well-being revealed
that it was thought in terms of subordination to the school rules.
True, order was not always very consistent and strict and there were
just as many rules as was needed for the general operation of the
Institution, Co_mpulsory school uniforms were given up; the resi-
dents used their own clothes or clothes that the institution provided
for them and which largely came from humanitarian aid packages.
The girls were allowed to Use their own private things, such as jew-
ellery, toys and radios. Some girls were given a permit to keep small
Pets like hamsters, quinea pigs and white rats in their bedrooms,
hough those were few. _ _

~Hence, the opinion of the management was that it was in the
girls” interests and a quarantee for their well-being to follow the
school rules and obey the staff; it was the staff’s duty to see to it
that this goal was achieved: but the methods had to be different
from the previous times of simple subordination, The staff should be
able to keep the residents in line not by oppression and punishment,
but with care (goodness). Trying to deal with the girls with goodness
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as the point of departure was a very new rhetoric in the institution.
This ‘goodness’ was described by different staff members as ‘work-
ing with the whole heart', ‘oe an enthusiast of one's own work’, ‘treat
the girls like a mother would’. The discourse of maternity with con-
cern to the work at the institution was heard repeatedly. For in-
stance, as | described before, during a discussion of the problem of
smoking in the institution and whether it should be allowea, the majo-
rity of the staff was categorically against such a proposition: ‘And who
would buy cigarettes for them? |, asa mother, cannot do that.”

“When | asked in the beginning, what should | do and how to act
with my rouB of residents the senior educator of the dormltorﬁ an-
swered: Just be there for them. Be there for them like you are at home
for your own children: they’ll come toyou and discuss their problems.
You just listen to them and help them in solving their problems. ’ I re-
ceived a very similar response to my request for someone to describe
me the content of the educators”work with the residents: : 1 am
here with the girls like I'm at home with my children. Speak with
them and do your best to brln(% them up.’ o

But what precisely does this ‘maternal care’ means in circum-
stances of a closed institution? _
~ There were quite different understandings what a maternal rela-
tion means, but the most important and general conception was the
traditional stereotype of ‘a normal mother’ who cares, protects and
loves her children. Accordln% to this stereotype, one — as a
mother — inherently can not be indifferent towards her girls. This
approach to the role of the staff was quite logical if two specific no-
tions about the institution are taken into account: first, the staff had
no special tralmn% for working with these kinds of difficult adoles-
cent girls; at best they had a regular peda?oggcal education com-
Blete a long time ago. And anyhow, the starf did not think it possi-
1rle tolacquwe a special training or preparation for this work in the
irst place,

Sgcondly, the emergence of a new kind of residents also meant
the emergence of new Kinds of problems, complex and very hard to
deal with, such as drug addiction. The staff had no training nor re-
sources to find solutions to these types of problems. Acting accord-
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ing to the principles of goodness of heart and benevolence was seen
as the only hope for helping these girls, _

A ‘normal mother’who loves her children cannot let her children
come to harm. In other words, on the rhetorical level the profes-
sional relations between the staff and residents in the institution
were replaced with famHY relations: mother and child. In this rela-
tion the rhetoric of motherhood or ftreating the children like a
mother”is directly connected to another rhetoric — the rhetoric of
childhood which s a separate big issue. (There is reason to mention
here that children’s status in the society is defined on the hasis of
their dependence on adults, which means they are marginalised and
even excluded from the society as individuals; see Donzelot 1980,
Goldson 1997, etc. Perhaps in child-adult relationships the particu-
lar relationship of ‘thild-mother’ has some specific qualities, but
even these relations are characterised throu?h power.) However, the
materialisation of relations between the staff and residents is a well-
known phenomenon from literature which is first of all connected
with women prisons. Pollok-Byrne (1990: 113-4) describes the pe-
culiarity and changes of tendencies concernln? female staff in refor-
matories for girls and women comes to the following conclusion:

"The more insidious ten_dency of the female staff in women's PFIS-
ons is to materialise their re atIO[IShIR with inmates, treating them
in @ manner that does not recognise their adulthood. This tendency
q%l% as true today as it did in the first reformatory for women in

The conceptions about how a good mother should deal with the girls
in the institution varied. There were two (g)eneral understanding of
what ‘mother’s goodness of heart’ meant. One approach was that a
good mother is a person who listens to and understands the child’s
Problems, feels compassion towards her, and wants to do anything
0 help her. The notion of help was also understood in several ways,
but the staff Iar?ely saw ‘helping” as equivalent to finding solutions
to the girls problems. This approach was rather a ‘soft-hearted’ un-
derstanding of a mother’s duties. _ _ .
The other approach represented the view that it was not possible
to correct the girls’behaviour only with kindness. They need fastidi-
ous care, consistency and strong control. The first approach saw that
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it is essential to change the resident’s way of thinking and behaviour
phot with the means of coercion but by softer means of influencing
em.

The notion of ‘influence’ was presented as a new phenomenon by
the managers and positioned in opposition with the Soviet authori-
tarian subordination. However, the term is not new, because also the
Qb#ectlve of the Soviet-time juvenile commissions was defined as
influencing juveniles (see Alaealiste...1980: 15-7) This meant first
and foremost that the staff have to listen to and talk with the resi-
dents; to understand their problems and to communicate with them.
( One of the managers explained how she understood the word ‘in-

uence’.

"First of all, | listen to the child. It is very important to listen
carefully and try to understand what is her problem... | think and
analyse”carefully every word. ... Then, what is extremely impor-
tant,” | make the child believe me. That is why | never [ie to the
girls. 1f a girl believes me, she is more agreeable to come along with
me, | can influence her. It is more difficult with those children who
have some kind_of inborn ne?atlve attitudes, or who were under a
strong negative influence by other people earlier. Like, it is difficult
to work with this Satanic girl. Only now is she starting to come
along with us. ... LonP-tlme experiences and feelings heli) me in
this work. Sometimes [ do or tell som,ethmq unexpected. It helps,
and of course humour, .., The most important is to deal with a
child not using authoritarian methods. | take examples from life, |
want to make the child believe me; | look into her eyes and down-
rlghtJlxpnotlse her that | want to help her. And ["always follow
through what | sar. As | told already | never lie to the child, so that
the chitld believes [ am not her enem%/, but an oasis, where she can get
help. .1 also observe individual children, study, think and analyse
and suddenly feel what would be the right way to deal with her....”

Thus, influencing a resident consist of the following factors:
listening to the girl;

understanding her problems;

thinking and analysing;

making her believe the staff member;

telling the truth to the girl o

making the girls believe that the aim is to help her.
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The aim of influencing was to convince the residents that it was in
their best interests to co-operate with the staff. This is why the resi-
dents should believe in the staff, they should become close to one
another. The metaphor of ‘mother” as the person most close to a
child was tied with the management of the residents, and on the
other hand, ‘mother’ was tied also with the applied metaphor of
home. This was discussed in chapter 3.2. in connection to the repre-
sentation of institutional space. B _

The quote from the manager’s interview above clarified that to in-
fluence a child meant making her believe’ in the staff, making her to
‘%o alo.ng’wnh the staff, not usm% authoritarian methods, ‘convincing
the child that the staff wants to help her’, make her believe that the
staff is an ‘0asis’, a ‘helper’. The interviewee repeated three times that
she never lied to the girls. However, | observed that certain informa-
tion was concealed from the residents. When | made a remark about
this, the response was; Tt is in the best interest of the %IHS_'.

The notion of ‘influence’ was more Penerally used by different ac-
tors of control until it appeared in legal rhetoric. The new legislation
concerning young people (1998) was entitled the “Juvenile Sanctions
Act” (In Estonian; ‘Alaealiste mdjutamisvahendite seadus’ which in-
cludes the word ‘influencing* *m('jjutamme%. In fact, the term is not
new in the field of youth control. The 1980 Law of Commissions of
Adolescent Affairs “uses the same _termmolog?:I in speakln%. about
methods (measures) of influencing juveniles. However, earlier the
most common term was re-education. In cases where .a?"' has prob-
lems with listening comprehension, or ‘could not be influencea’ be-
cause of the above-mentioned reasons (‘inborn negative attitude’ or
having previous been under somebody’s deeper Influence), there
were sanctions and ways of punishment to get througih to them.
Hence, the same manager who was the bl?gest advocate for child-
centred mana?ement sent a girl who regularly organised collective es-
capes into isolation where she started to hreak the walls of the room
and ended up taken away by the police to the town jail. .
~In other words, according to the new rhetoric, using the notion
‘mquencmF’ was more aBproprlate than previous ways of Sﬁeakmg,
but if a girl refused to subordinate to the influence, the method was
applied as coercion.
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Our girls have to understand that they have to change their ways
of thinking and behaviour, they have 1o learn to disCipline them-
selves. It can not happen without any coercion.’

S0, the main objective of the work of the staff, especially underlined
by the management, was to make the girls co-operate with the staff.
First this co-operation should take place vqu,ntanIK from the resi-
dents” part, but if they showed signs of rebellion, they were forced
to co-oFerate. o o

| believe that there was a genuine will to change the institution
into a more demacratic place, but there were three major problems
which interfered in the attemdpt to reach this goal. Firstly, the un-
d_erstandln? of ‘democracy’had various meanings in the minds of the
different staff members and it was connected with other concepts.
Moreover, it was differently interpreted by different actors. For in-
stance, such notions as ‘human rights’(inCluding the ‘rights of the
child’), ‘personal freedom’ and ‘privacy’ were interpreted as oppo-
site to previous Soviet concepts of being under the state control. If
earlier 1t was the right of the state to control an individual and inter-
vene into his/her personal private life, now these notions were un-
derstood as the right of an individual to keep ‘oers_onal secrets. But
how does this accord with institutional control, without which the
K. School could not function? _ _

.SecondIY, there was an irrational expectation that the democrati-
sation would take place by itself, that is, the other staff members
and the residents were going to understand by themselves that now
they had to think, behave and deal with issues and each other in a
new way — a democratic way. There was a tendency to democratise
the institution without open discussions of collective _aCtIVItF._

_Finally; the managers were hoping to succeed in rea |s.|n? the
principles of democracy by simultaneously holding on to their fradi-
tional power. , o _

Because of such discords, contradictions and wishes to conform,
the disharmony, the ideology of residential management was glven
new versions of interpretation and argumentation. Hence the rheto-
ric of change was switched to changes of rhetoric. The new rhetoric
was continuously given new interpretations.



/. CONCLUSION: Transition, Exclusion and a
Hypothetical Assumption

In this last chapter | make some final notes and with this consolidate
the information and_k_nowlledge | acquired in the K. School. | discuss
the process of transition in Estonia with regard to the problems of
childhood and residential management of troubled young people. |
express some thoughts and doubts concerning social work as a help-
ing profession in Estonia today. I discuss its role and function in the
society with re?ard to the general expectations of both Estonian so-
ciety and the state policy towards social work, as well as how these
expectations influence the status of social work today and its possi-
ble development in the future. The last thoughts should be per-
ceived as hypothetical assumptions, which result from the knowl-
edge that was produced during the research process.

7.1. Transition: Rhetoric of Integration and the Process of
Marginalization

The transition process in Estonia as Westernisation’ has a clearly
visible impact on the K. School. The most relevant characteristics to
this process, which | perceived during my fieldwork period in the
institution, are the following. o _

The new values expressed in the institutional rhetoric are based
on denial and the destruction of former values. This destruction
happens mostly through a simple positioning of what is desired in
opPosmon to what was before; through replacing the minus sign
with the plus sign and vice versa, _

The wa¥ in which people speak about their past shows a deep
alienation from that past. Today they reconstruct their Fast as If
they themselves were not participants in that life, but only passive
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sufferers (see chapter 6.2.). This phenomenon is especially notice-
able among the Estonian staff members. The Russian personnel is
divided into those who |de.nt|fF themselves with the Soviet past and,
as such, are free from alienation from that past, but instead have
problems with finding their place in the current life of society —
their attitude to the lgres_ent Is rather an active position of protest.
The other group of Russian staff members do not agree with the
Past,but are nevertheless pushed towards the first group because of
raditional ways of categorising. As a result these people are alien-
ated both from the past and from the present (see chapter_4.3.1.?_.

The adaptation of so-called Western” attributes to the institution
begins with external manifestation of things. This includes the appli-
cation of new vocabulary into the operation of the institution and a
new rhetoric. However, the new words now in use have their very
specific local meanings, which become clear when the new rhetoric
IS compared with the concrete activities. There is talk about human
rights and the right of privacy, which receive their manifestations in
ostensible forms. For instance, the management emphasises that the
residents are guaranteed to have the right to privacy which means
that they are allowed to have things of their own in the institution
(clothes, toys, etc.), but at the same time the personnel routinely
enter the bedrooms, even toilets, any time on a whim, read and cen-
sor the residents’ personal letters, and publicly talk about their inti-
mate problems. _ _ o _

In Bakhtinian terminology, this way of thinking can be explained
s0 that the process starts with an adaptation of ‘leadin thougihts’
into the attributes of the particular world the people wish to be Qn%
to (in the case of Estonia, it is the Western world), and the firs
meanmﬁ produced in the process is an ‘individual’— local — mean-
ing of the word, which is then compared to the so-called ‘vocabulary
meaning’ of the word. The newer such termlnologx/ls the greater are
the differences between the so-called ‘local’ and ‘vocabulary’ mean-
ings. The relationship between the local and general (Western)
meanings of terms can be quite loose and detached due to specific
mteépretatlons that are linked to local circumstances, interests and
needs.

The adaptation of Western attributes happens not only on the
verbal level. There are also other signs of sharing Western world val-
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ues, and a similar adaptation process that begins on an external level
can be perceived also, for instance, in the symbolic ‘open gate’as a
demonstration of the ‘openness’ of the institution that was discussed
in chapter 3.1.2. The renovation of rooms in the institution also il-
|ustrates the notion well. There is a widespread fashion in Estonia to
‘Euro-renovate’ (euroremont) buildings, which means that_hlﬁh
European standards are used: the outcome should be aesthetically
Fleasant_ of high (1_[|Ja|lty and good workmanship from the foundation
o the finishing. However, in the K. School ‘Euro-renovation’ was
not realised according to the immediate needs of the residents, but
began with the reﬁalr of empty or rarely used rooms from the per-
spective of how they might be used in‘the future (]see chapter 3).
Moreover, the common space that the residents hardly used, such as
the library, were renovated. The headmistress’s nice and spacious
office was not used for organising common staff meetings; however,
the furniture and equipment seemed to be expressly suitable for
such activities. o

The application of Westernisation to the new type of manage-
ment is also manifested first of all on the external level: the power
of the headmistress, for instance, receives Western attributes in the
form of the new and comfortable office which is removed far
enough — behind two doors — from the rest of the actors in the
institution (distance), as well as delegation of the executing power
to lower levels of staff, which the head clearly puts in words: ‘Let
the school solve its problems by itself’ (for more detail see in chap-
ters 4.2.2,,6.2. and 6.3.). _

All of the above-mentioned details tell a lot about the co-
existence of somethm% new but external, and something old and
very ‘Soviet’. Namely, the declared value of the human beln% IS pre-
sent here as abstraction and coexists with the rejection of actual
human beings with their immediate needs. Human aC'[IVI'[)F in lgw]en-
eral appears to be preparation for life in the future rather than here
and now, which was very characteristic to the Soviet way of think-
ing.
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| wrote about the gap between the new rhetoriczand activities in
chapter 6. However, Kelly (1992: 206-7) points out that such a gap
between the official rhetoric and the real institutional activity as a
phenomenon is consequential to the nature of total institutions:

“...the rhetorical imagery of welfare and henevolence and oflorofes-
sional expertise in achieving rhetorical aims was ,Profoundy con-
tradicted by the Penal nature of the unit’s architecture and the
level of constraint, coercion and surveillance it imposed. Profes-
sionals could be seen to do one thing whilst calling it another. ™

Hence, the question arises of whether it is only in concern to the
special needs school that this gap exists. However, | do perceive
some parallels with the Estonian society in general, which could e
explained also as signs of transition. In'this era of transition certain
phenomena rooted in the former system are quite visible. It appears
very simple to make declarations of reform offhand, without con-
cerns about either the realisation of the notion or the actual meaning
of the waords. (Perhai)s_ it s a specific eerctatlon that using the
right words will result in the right thing?) For example, if we com-
pare the institutional rhetoric of ‘child-centred approach’ which, is
derived from ‘the best interest of the child’, and its realisation in
institutional operation with the Estonian concept of child protection
and its realisation, we can notice many similarities. The same con-
tradictions are apparent between the new rhetoric of Estonian child
Protectlon and child management and the ways of its implementa-
jon. The new rhetoric sEJrlngs directly from Western values. In
1991, Estonia ratified the UN Convention on Children’s Rights, and
the Estonian Act on Child Protection (1992) was written under the
influence of the Convention. It is a law that declares hlglh human
ideals, but Iargelr if not only on a rhetorical (ideological) level. For
e_xamgle, the act declares in paragraph 8 that all children have “a
right by hirth to life, health, development, workZ and welfare”. But

2% | use the term ‘rhetoric’ here as it is understood in the works of Barbara
Kelly. She applies the term by analogy with verbal statement of ideology
and as an opposite to practice; actual activity.
Z  This particularly is a totally meaningless ‘right’ and in direct conflict
with the legislation on employment, in which the minimum age for regis-
tering as a job applicant is stated as 18 years.
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where are the guarantees? How is it expressed in concrete state ac-
tivity? Almost the only mechanism to guarantee this right is realised
through forcing the parents to care about their children. If the par-
ents do not meet the obligations, they may be punished by either
being fined or by disfranchisement of their” parental rights. Neither
support nor services are provided to assist the parents and the family
with bringing up their children successfully. _

At the same time, there is reason to keep in mind that real activ-
ity produces changes in rhetoric, at least in general, rather than the
other way round. There is not one Estonian politician who speaks
about Estonian child welfare policy, but what we hear is its absence.
| believe that even though this is not enough to solve the problem
itself, it is a sign of the transition and a herald of changes to come.

7.2. Towards an Exclusive Society

The objective of the K. School’s operation, as defined by the statute,
are to create conditions for children who need special education to
complete their compulsory education, as well as to bring them _uF in
order to manage in the society, with the specific aim of resocialisa-
tion (The K. School Statute 1 99%28. _

As becomes evident in my observations (see chapter 5.2.5.), as
well as the results of the study led by Korgesaar (1999: 41-42), ‘spe-
cial needs schools have trouble in reaching their educational aims.
Ordinary school curricula are too difficult to implement in such cir-
cumstarices, the special needs school pupils are often Ion% way be-
hind their agfe level in terms of their academic skills, and the special
needs school teachers feel the time they have for preparation work

2B Here | refer to the new statute of the school in which the aim of reso-
cialisation was added due to the fact that the previous statute was neither
verified by the Ministry of Education, nor acknowledged by the manage-
ment. In reality this means that from 1991 to 1999, also during my field-
work period, the institution operated with no valid statute to regulate it.
However, the educational aim was always emphasised as the most impor-
tant part of the institutional activity from the official viewpoint, and reso-
cialisation meant preparing the girls to lead an independent life in the soci-
ety. In practice, this meant marrying a good man and settling down.
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for teachmﬁ the children is insufficient. In other words, it is not pos-
sible for the academic education in the special needs schools to
function the waY basic education is organised today. Here it also be-
comes clear that the same attitudes as in other functions of the spe-
cial needs schools, inherited from the past still prevail: it is not the
child around whom the schooling process is organised, but he/she
must be adapted to the existing norms and standards of education.
However, even if the objectives of basic education could be reached
and everyone who left the special needs school had satisfactorily
completed their basic education, what would be different? Would
basic education given in the special needs school give a real opportu-
nity for these children to continue their studies in a secondary
school? Hardly. For example, of 21 graduated residents in 1997 only
3 were Flannlng to continue their studies in an evening secondary
school. | do not know whether they succeeded in doing so. In the
staff conversations the usual story is that the girls start to study, but
drop out of school after a few months. | am well aware that those
discussions are mostly pure speculation, and in order to gain truthful
information about the future success of the girls in their studies a
specific study should be conducted. However, what is important in
this connection is the pessimistic and grim predictions of the staff
members concerning this particular issue®. _
~Inthis light, the only aim schooling has in reality is exclusion. For
instance, Goldson (1997: 20-22) sees schooling process first of all as
an institution of exclusion and state control as its main objective.
Qvortrup _&1991: 21) stresses the active role of children schooling in
process with regard to their input to the production of knowledge:

"Children not only attend schaols, but they are in fact co-producers
of knowledge bF investing their energy, initelligence and creativity.
If it is truetha knowledﬁe_ I produced and accumulated in and by
children (together_wnh their teachers, of course], then we cannot go
on saying that children's entrance into necessary activity is post-
poned in'modern society. One_could equally well argue that the in-
tegration of children into society is occurring earlier and earlier,

2 After the enactment of the 1998 law, the residents were sent to the
institution for no longer than one year. This meant that the educational aim
of the schools were reduced to be even further nominal.
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since it no longer beqins with their becoming part of the labour
market but with school."

|f we agree with Ovortrup’s notion, it should be nevertheless noted
that the described teaching/learning as a process of producing new
knowledgie IS not a general characteristic of schooling that extends to
all schools everywhere. In a certain sense it is an ideal, which can
perhaps be reached in some so-called Estonian elite schools, whose
Fuplls are b.rou%ht up for learning and have high intellectual capacity
for academic education. More characteristic to the common school
is the phenomenon of reproduction of the specific qualities of one’s
social class, which P. Willis (1977) most convincingly argues in his
well-known work. With regard to the process and outcome of so-
cialisation of wor_ka class young people in an ordinary school which
is founded on middle class values it becomes clear that they do not
adopt middle class values in the process of their studies, but their
]lcdentléy as part of the working class is further reinforced and con-
irmed.

~ The ordinary Estonian school system, which is oriented towards
high academic knowledge, also produce as such school truancy by
excluding those pupils who are not able or are not prepared for in-
tense academic studies. The question of how the school produces
school truancy is an_extremely important question of school social
work today in Estonia. School truancy appears to be a very impor-
tant sign of the contemporary direction of Estonia towards an exclu-
sive society. For examFIe, the Council of European Project in Hu-
man DPnlty and Social Exclusion (Duffy 1998: 99-119) tells of the
risks of exclusion concermn? education in post-Communist coun-
tries. In the circumstances of a rapid social stratification process af-
ter the restoration of independence, the process of the intensive
marginalization of a Iargie part of the society can be perceived in the
increasing rate of school truancy.

Regarding compulsory education and school attendance, there
appears to be three main reasons that make it extremely important
that children go to school. First, human beings are not socially con-
scious innately; they do not behave instinctively according to a pre-
determined social structure similar to the animal world, but become
part of the human society in the process of socialisation. Secondly,
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children are dependent by status. | agree with Gittins (1998: 74),
when she writes;

“What is good for children? Who should decide? Who is responsi-
ble for their well-being in all its senses: Rhysmal, mental, emo-
tional, and spiritual? These are arguably the core questions relat-
ing to the problem of children's dependencies. They are now ar-
ticulated overwhelmingly in_terms of one universal child, ong uni-
versal childhood. What'is inherent in this issue, however, is the
concept of protection. An individual or group is, for one reason or
another, deemed to be responsible for the Rrotectlon ofa dependent
child. The duration and character of such dependency, which can
be seen more logically as a cluster of different dependencies_ (physi-
cal, emotional,“econdmic, Ie%al), vary according to_historical pe-
riod, state legislation, parent-nousehold, and individual circum-
stances. The notion of protection is premised by definition on a
clear power differential between protector and Frotected. Paternal-
ism is, implicit in such a relatlor_lshlg. Paternalism can be benevo-
lent, like a henevolent dlctatorshg_), ut it also has the potential for
malevolence and harm, as do dictatorships. When apparent be-
nevolence is the order of the day in relation to the protection of
children by Parents, nobody intervenes. It is when the relationship
becomes nialevolent, violent, destructive that crisis occurs in terms
of responsibility and ownership. of children. It is important to re-
member, however, that there is no universal definition of cru-
elty. ..." (Original emphasis).

Thirdly, the controllin? function of the school in addition to its aim
of socialisation seems fo be of particular importance in the Estonian
society, where the process of quick stratification is a new phenome-
non unknown durln? the last fifty years of the Soviet era. This nov-
elty means first of all that p_eo?le_have had not enough time to adaFt
to the new situation; especially if we take into account the totally
different exPectatlons peosple.had of the social activity in the previ-
ous circumstances of the Soviet state paternalism. In this new situa-
tion the most desired human characteristics are initiative, independ-
ent thinking and courage; however, most of the Estonian Reogle
went throu%h their own prlmar.}/. socialisation process durm? the So-
viet era when all these qualities were punishable and therefore
rooted out. As a consequence, a large part of people still expect the
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state to care about them, make decisions for them, and are not able
to do much for their own well-being. This resignation to wamng for
something to happen results in a gradual slllppmgr outside of and re-
moval from participation in common social life. These people create
their own social life, to which different types of retreatism (in Mer-
tonian understanding of this term) are characteristic, such as alcohol
and drug addiction, suicide, and mental health problems and dis-
ability. The children of such families have the potential of being me-
diators between the society and their socially excluded ?aren_ts
through education. This great potential for development of social
solidarity between different ﬂroups of society is not recognised, nor
utilised In today’s Estonia. All of the above-mentioned problems, as
\ével{ as_ﬂ?pportunltles, seem to be issues for school social work to
eal with,

To return to the aims of the K. School it is obvious that the cur-
rent situation with the second official aim of the special needs
schools — vocational training — is in a similar Rosmon as the first
one (schooling). In the former (Soviet) time, the school provided
the children with a profession and real opportunities for putting it
into use, that is, to work. This aim is lost: nobody believes that there
are realistic opﬁortunltles for the residents to be equal job-seekers in
the labour market. Both activities (schooling and vocational training)
have one true aim — to divert children from the activities that are
conceived as dangerous; loitering on the streets, making trouble, us-
ing drugs and alcohol, stealing and risking to be taken advantage of
and abused. To be brief: the aim is to isolate them. However, the
vocational training could be a go_od basis for development of occupa-
tional theragy, which is — obviously-greatly needed in institutions
like the K. School is (see, for instance, Leino 2001, Kielhofner 1997
in Tahk 1999: 9-19, etc.). . o
~ The next question is how the aim of resocialisation, or reforma-
tion of the residents’ personality, is reached? First of all, let us take a
%Iance of what kind of vocabulary is used in discussing this topic.

fter the phrases ‘child-centred approach” and ‘est interest of the
child” were introduced, the content of work with the child was ex-
Fressed in terms such as ‘influencing’ and ‘shaping’. The staff re-
used to use words from the former period, such as ‘re-education’
(Umberkasvatamine) or ‘subordination” (allutama). However, if we
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analyse the usage of the new terms, it is easily detected that there
are signs of them having identical meanings with the previous ones.
It is difficult to understand the distinction between the terms ‘influ-
encing’ and ‘subordination’, because the activity behind them is
identical: the resident should behave themselves, do or be as they
are told to by the staff (see chapter 5). One of the managers even
uses the mefaphor ‘wax’ when falking about a child as mouldable
material with which a peda o%ue has to work f5|mllar attitudes can
be found in the writings of Cohen 1985, Donzelot 1980, Kelly 1992,
etc.). Such an attitude towards the residents as objects of work is
veryrcharacterlstlc in the K. School (see also chapter 4), _

he above-mentioned could be explained by indifference/igno-
rance between people that | observed and experienced working on
the field. Most clearly this indifference is expressed through the ex-
Beqtatlons people have of each other without any discussion of the
asis of those expectations. The staff has very certain images of what
people are end what they are sup_%osed to do, but these images were
never discussed. As it was described in chapter 4.2.2., the manage-
ment exRects that middle level staff shares their life with the resi-
dents. The notion that the staff members figure it out themselves
what are their tasks and how they work was tied to this expectation.
| was not an exception from this general phenomenon of expecta-
tions. | had my own irrational expectations towards the different
levels of the sfaff, the residents, and myself. One particular issue
was that | attempted to guess what those peoRIe expected of me
without _actuallg asking them. | assumed that the management ex-
pected high pedagogical professionalism from me. I thought I had to
demonstrate how it was possible to deal with the residents success-
fully, and assigned this task to myself. Moreover, I never discussed
the aim of my research, nor my guess-work expectations of other
Feorle with them. | was both left alone with my problems and ac-
ively chose not to speak about such issues. | saw it as unimportant,
and that in general there is no time for anyone to actually discuss
communication because there are much more important tasks to do
than attempt at open and direct communication with each other.
This is what | call “indifference’, which is in my opinion tied to the
general process of rising individualism.
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In the first c_hai)ter | took an example from the book edited by
Lauristin and Vihalemm, which attempts to describe the processes
in Estonian society to show how the process of ‘Westernisation’ run
its course. Individualism as the basic quality of Estonians is pointed
out as the foundation for why they ‘elong’ to the Western world
(Lauristin 1997). There are two different phenomena which could
be seen as similar to each other: ‘individualism’ and ‘being single” in
an atomised society. Both of them means separation from others and
a certain opposition of the individual to the collective (society). |
refrain from going very deep into the analysis of what the two no-
tions have in common and what differentiates them, but what I see
as the most significant point here is that Western individualism is
developed on the basis of a community (naturally developed infor-
mal relations between people), whereas the other builds on the hasis
of violent destruction of such communal systems. With this | want
to make the point that being separate from™ others is also a result of
the Soviet order. This type of individualism is based on separation of
people, suspicion, distrust and indifference between them.

However, in both cases the result is quite similar; they both
promote the development of exclusive society. Young (1999: 6-7)
describes the Western process with regard_to the development of
social control in modernity and late modernity “as a movement from
inclusive to an exclusive society”. Exclusive society develops together
with the rise of individualism and tolerance towards pluralism and
multiculturalism. Inclusive society is based on assimilation. Moder-
nity does not tolerate differences and the tendency is to change dif-
ferences to similarity, while in late-modernity plurality and multi-
culturallsm,.namelk/, difference, becomes acceptable. =

The Soviet system was also assimilative, but the inclusion hap-
pened violently, the values were constructed artificially by one
group of interests and forced on to the society, which was only pos-
sible to realise through strong control mechanisms. In the first chap-
ter | wrote about the function of these control mechanisms in the
late Soviet time. When this forced assimilation and control disap-
peared, the society fell to pieces. In this case we cannot speak about
tolerance’, because tolerance means acceptance of otherness. Here
the result is indifference. Indifference towards plurality and other-
ness from a distance appears similar to tolerance, but in a situation
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of wild competition, as it is today in Estonia, the outcome is a
speedy exclusion of everyone who does not meet the quite limited
standards of the society. In this situation, society in general is not
interested in the potential mtePratlon of ‘others’. =

With concern to the special needs school residents it seems to be
that the society is not ready to include them. Otherwise there would
be at least something visible that spoke for this acceptation. The
previously-mentioned” rehabilitation group for the graduated resi-
dents of the K. School reinforces the aim of exclusion, The state
attitude towards the special needs schools is expressed in the deci-
sions made on what the state invests into managing troubled chil-
dren. The contribution is premseIY as much as is needed for keeping
troubled children and young people in isolation. .

K. is a place of isolation; moreover, it is isolation without a single
thou?ht about the outcome; what is going to haploen to those young
P-EOP e who leave it and return to the society. As | learned during my

ieldwork period, the only hope for them is that during this tempo-
rary isolation from ‘bad environment’ their ‘stormy puberty” would
be over and done with, the criminal friends will disappear, a miracle
happens to the violent parents and.the%/ will change, and during the
time when it is prohibited for the PIHS 0 drink and abuse drugs the
will learn to cope without them. [T the upbrlngm% succeeds In add-
ing the opportunity to find a good hushand after the school is over,
the number of survivors slightly grows. The onIy problem here is
what will happen if these things do not come true? _
~ Thus, let'us look at the role of the staff in the Process of isola-
tion. The staff is there to solve the problem of how to keep the resi-
dents in isolation. Their reward, however, is another manifestation
of the attitudes of the society (state). | hate to make positive com-
Parlsons with the Soviet time, but in this case the Soviet rhetoric of
he value of children and the real investment in them should be
taken as an example of the opposite. | naturally speak about the
formal exponents, which were expressed in-~
« relatively high salary (the salary of a special needs school staff
member was almost'twice as high as other school teachers);
« other perks (accommodation, vacation, health care);
* high professional qualification;
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] relhati\iely large financial investment in the operation of the
schools.
One teacher characterised the differences with the words: “We were
the first, but now we are the last Famqng teachersg_.”_
It seems that the staff is lert with a very difficult problem to
solve, a problem, which has its inbuilt contradictions. They have to
prepare young people to be re?somallse_d into a society which is not
ready to_mteqrate (to accept) them. This work is prescribed to fail-
ure in principle. It I1s not surprising that the staff has multlple health
problems and burn-out symptoms. Moreover, they are not only left
alone with their problems, but they also are step by step pushed in
the direction of marginalization. Inthis, they are in a situation which
Is similar to that of social workers.

7.3. The Contradictions of Social Work as a Helping Pro-
fession in Transition Time Estonia

The attentive reader may have noticed Ion? ago that in this work |
am mostly interested in"the K School staff’s social aC_tIVItK. | was
amazed myself how | was constantly turned to observing how the
staff members acted, what they did and said, and how they Partlm-
Fated in the R_roductlon_of residential management, residents, and
hemselves. This production process did have other partlplPants, but
the ‘main role’ belonged to the staff. The reason of my interest was
also connected with what | expressed in the very end of the previous
sub-chapter: the staff acts similarly to social workers in today’s Es-
tonia; the_r perform helping work with the residents as social work-
ers do with their clients. In Estonia today social work equals helping
work with clients, _ _

The following discussion should be considered a hypothetical as-
sumption that the work of the K. School staff is similar to social
work and has the effects | perceived on the activities of the K
School. On the one hand, the hypothesis summarised the results of
the research; and on the other hand, it offers some outlooks for the
future investigations in the field of social work research,
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First, the contemporary Estonian society %ives such a task to the
special needs school staff (social work) which consists of deep con-
tradictions: the task to integrate people Sr_emdents or social work
clients) who have dropped out and marginalized into a society that is
not ready to accept, integrate, and include them. The work profile is
a circle: from beyond the outline, the social worker pulls the client
into the society which discharges him/her out time and time aPam.
What is the benefit of such work? The client’s problem is not solved,
because it is impossible for an individual to solve a problem which is
produced by the system. The society continues to produce margi-
nalization (exclusion), because there is nobodg to deal with problem
of structural marginalization. The social wor er burns out, because
hisiher work has no permanent results. In brief, there are no win-
ners. Naturall;{ we can imagine that somewhere there operates a
gemus of social work who is capable of solvm? the clients’ problems,

ut kno profession at large can hope to resort to a few superhuman
workers.

Secondly, client social work (helpin? individuals) has its negative
outcomes not only for the client, but also for the society in general,
because of its stlﬁmatlsmg function. To be a client of social work is
an unpleasant role. It means affirmation of marginality. In a word,
social work produces its clients as long as it deals with clients as
bearers of troubles. As a result of this process the society will be
eve? (rjn%re divided into those who are inside and to those  who are
excluded.

Thirdly, the production of clients takes place because of the
power of a social worker’s to which he/she is licensed. Social worker
I a license-holder of norms, who has the right to his/her own opin-
ion and definitions of issues accordingly. The license and certainty in
one’s own opinion also provides the certainty and right to work on
the client as on an object. _

If social problemsand troubled peolole are a product of collective
activity, then the solving of such problems and helping such peoPIe
should also be collective aCtIVItY. orking in collaboration with the
system social work would have the potential to help in developing an
integrative someta/,_ln developing social solidarity, which seems to be
especially needed in a society such as the Estonian one where the
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identity as an independent nation is built up as an opposition to for-
eign power because of historical fate.

7.4. In Place of Epilogue

| wish to make it clear to the reader that | am aware this writing is
more critical than I intended it to be. The object of study — resi-
dential management of adolescent girls — is an extremely heavy
topic. | wanted to take a critical approach to it, and it is impossible
not to be critical towards the processes and social activities that take
place in the institution, but my criticism is not directed at people
who have difficulties with and ‘do a hard and thankless work trying
their best to solve problems in this field. If it did not succeed, it Is
because of my lack of skill to convey my thoughts. |, as a researcher,
was also ‘in transition” during this research process. Mr transition is
tied with research as a learning process. Something [ have under-
Istood_, but there are things | am just not ready for yet, | am only
eaming.
_ The whole research process was Iong and hard from the very be-
?_ln_nln_g, and especially uring the time between leaving the field and
Inishing the ertln%. All this time | felt I had to hurry. | felt | had to
find some way of elﬁlng to solve the problem at the K. School. |
felt the people — botn the residents and staff members — were ex-
gectmg me to finish the anal¥5|s and provide them with answers,
imultaneously | felt 1 couldnt offer anything that could help them.
First of all | thought I couldn't offer anything to the staff that would
be acceptable for'them. The time went by and I was not ready with
my analysis and writing, which made me very anxious.
| was full of doubts and the more | wanted to hurry, the slower
my work progressed. After i/wears | finished writing the manuscript
the content of which, and the way of my writing, | could accept.
Now a new task appeared ahead of me: I'had to return to the insti-
tution and speak to the people about my findings. | knew that if |
wanted to_be true to the results of my research, if | really believed
that the biggest problem of our sociefy was lack of trust and rejec-
tion of direct and straight communication between p_eoP_Ie, then |
have to be the first one to start with such communication. But |
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feared at least three things. First, | feared that the other side, that is,
the staff would be not interested in my findings due to the Ion% time
that had lapsed between my stay in the institution and now (‘during
these five years, things have changed and they will think all m%/
findings are obsolete, theg have no use for them any longer wit

their present problems’). Secondly, | feared I would not be allowed
to meet the whole staff, but only the managers; and thirdly, I feared
of beln(\; ignored by the listeners. | imagined this meefing to be
similar to my first m_eetlng at K., when | sat among my future col-
leagues and nobody introduced me to others. Now the colleagues
would remember me, but they would hardly show any interest to-
wards the results of my studz. | remembered the words of one staff
member ‘Who asked you to keep it in front of our faces?" when | ex-
plained my aim to be a mirror. | imagined a situation in which most
of the peaple shun away from listening something critical, are scared
to recognise themselves. _

_After hesitating for a long time | wrote a letter. | began my letter
with the address: “Dear co-operation ﬁartners at K. Special Needs
School; Managers, Educators and Teachers”. | addressed all of them
hoping that the information about my wish to meet and to speak
about the results of study will reach all of them. In this letter | only
wrote about my wish to present them my manuscript upon finishing
it. 1 explained shortly the processes concernm? with analysing the
data, my doubts and about my wish to discuss together some of my
findings before the thesis will be published. | Eromlsed to add their
opinion into this last epilogue part of my work. Whereas the letter
was written without addressing it to am{]body specifically by name,
on the envelope | wrote the name of the headmistress. | thought
that if there is no name at all, nobody will take the responsibility to
reply to me. . . .

["received a very quick e-mail answer. It was written by the
headmistress, and in it she pointed out how many changes had hap-
pened during those five years after m¥ leaving the field. She ex-
pressed her doubts of the topicality of my data, which would by
now have become outdated. _

However, | was invited to K. the following week. As | suspected,
only three managerial staff members met with me. During the
meeting | explained why | had asked to come, and introduced them
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the main findings of my analysis; adding that what | had studies
were social activities that do not go through such rapid changes as
actual everyday problems of institutions can do.
~ We discussed some my mterPretatlons of the notions of the rela-
tionships between different staff levels. | told about my finding of
irrational expectations and the lack of direct communication be-
tween people. This topic made them think, but I did not receive any
argumentation, nor agreement. .

Then | asked what they thought about the passive nature of the
Russian staff members” work with the residents. | was responded
with the é;enera_l opinion was that such working style is a personality
ISsue, and passivity is not characteristic of all Russian staff. Verbal
Partlmpatlon Is also participation. However, the opinion familiar
rom my fieldwork period that there should be a separate institution
for Russian girls was repeated. . _
~ However, the staff members were not so much interested in my
fmdm?s but more in telling about the _changies that had taken place
after 1 [eft the institution.” Now the biggest problem was the resi-
dents’ drug addiction. About 60% of residents had severe problems
with druHs. At the same time, there was no treatment for addicted
girls at all due to the lack of finances and other resources.
~ The situation had become more difficult; the changes in legisla-
tion; the expectations towards institutions like the K. School had
taken a turn towards being even more evidently isolative, which was
expressed in the emphasis on the formal educative aim of the insti-
tution. The potential to change the total institution to an open
school where troubled young people could receive help, love, and
hope for the future was ?one.. he gate was still open during the day,
just as before. The emply bU|Id|n? in the middle of the village was
still there, but the dog was gone. It seems he grew tired of guarding
of empty building and giving the newcomer a fright, _

Upon leaving the main undm? of the institution after this last
meeting | bumped into one of my former colleagues. She smiled and
ask me if | was coming to work there again. She did not know about
my letter. Her smile and warm handshake gave me the assurance. |
hope everything will be OK.
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1. The Main Building

2. The View from the Dormitory



4. The Stadium



5. and 6. The Corridors of the Dormitory



7. and 8. The Village's Blocks of Flats



“The research is.a very interesting and rich ethnograth ofa
residential institution for troublesome girls in Estoriia in the late
1990s. Judit Strémpl has collected her data by working as an |
edycator in the K. school for four months in 1997 participating its
dally activities, observing and discussing with and/or interviewing
staff, managers and residents of the institution, The author's
ampitious aim is to bring a new approach to the Estonian
professional and scientific discourse on troublesome children and
_goung people by analysing the system, its everyday operation,
ideology, and rhétoric and not the individualised reasons for the
problems of young people. This institutional et,hnograp,hY IS also
used as a case to analyse Estonian transition-time society and
e_s%emallg the organisation and ideology of mana?mg its problems
with troublesome young people. Especially for a orelﬁn reader this
makes the book even more mtere_st_m_(tq ami shows t
cultural sensitivity.”

Professor Marjo Kuronen, University of Jyvaskyld, Finland.

“The thesis is extremely well written. ... | very much en%oyed
reading the thesis and learnt a lot from doing so. ... Thé
ethnographlc fieldwork on which the book draws was well carried
out and clearly documented. The thesis has a nice reflective quality.
.. The descriptions and findings will be of substantial interest to a
wide audience. The thesis will make a considerable contribution to
the academic literature.”
Dr. Amanda Coffey, Cardiff University, UK.

e author's



	Acknowledgements
	Introduction: What is This Research About?
	1. The Story of this Research: The Beginning and Before That
	2. The Context of the Study: Theoretical and Practical Knowledge of the Research Topic
	3. K. as a Notion: Institution and Village
	4. The Reconstruction of Actors
	5. Action: Reconstruction of the Everyday Activities at the K. School
	6. The Changing Institution and the Rhetoric of Change 

	7. Conclusion: Transition, Exclusion and a Hypothetical Assumption
	References
	Photos

