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ABSTRACT
Pathways into Teaching: Teacher Policy and Correspondence Education in Russia
Erin Weeks-Earp
This dissertation is about teacher education and employment in Russia, with a particular focus on
correspondence teacher education programs. Correspondence education is the focus of the study
because it is typically excluded from research on teachers in Russia, and thus little empirical
knowledge exists for the evaluation and comparison of correspondence program outcomes
among teacher education graduates. The two major types of higher education programs in
Russia are daytime (students acquire content by attending lectures) and correspondence (students
acquire content through independent reading).
The research questions in the dissertation are: (a) how does recruitment into teaching
differ for daytime and correspondence educated teachers (including who applies to the two
different types of study programs)?, and (b) how does the type of study program (daytime or
correspondence) impact employment at school level? Primary data were gathered in Russia from
school records (quantitative) and interviews (qualitative) with schoolteachers, directors, teacher
education program students and faculty, and education policy makers.
The qualitative analysis include the development of two typologies of students, the
daytime and correspondence groups, with special attention to their decisions in choosing
institutions of higher education, enrolling in programs of study, and career networking after
graduation. The cycle of recruitment into teaching describes the real work and life circumstances
for prospective and current teachers in Russia.
The quantitative analysis includes ordinary least squares regression to test relationships
between teacher variables, such as rate of pay and years of experience, across the daytime and

correspondence program groups. The quantitative findings indicate some differences between
daytime and correspondence educated teachers in employment at the school level, although the
type of education program was not a very influential factor.
The study contributes to research on teachers in Russia by substantiating and deepening
knowledge about university enrollment, in particular into correspondence education, and about
professional programs for current and future teachers in Russia.
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CHAPTER 1: INTRODUCTION

After the collapse of the Soviet Union, macroeconomic shocks, unemployment, and
political turmoil had deep, long-term impacts on schools and society across Eurasia (Åslund,
2007; Eklof, Holmes, & Kaplan, 2005). The impacts were particularly hard-hitting for teachers,
and more importantly for the students they taught. Despite the presence of a strong, reformminded group of education leaders in Russia, Webber’s (2000) school-level research in the cities
of Yaroslavl, St. Petersburg, and Moscow revealed that school directors and teachers “adopted a
‘coping’ approach to change, with relatively little real reform” (p. 3) during the 1990s. Jones
(2000) agreed that the situation in public schools had become extreme: “The devastation of the
teaching profession” had contributed to “a lost generation” (p. xii). This dissertation study
mapped the pathways into teaching for current and future teachers, and reported on their
professional status with special attention to forms of training.
Twenty-first century education reforms in Russia have been deftly described as
“neoliberal” or “market driven” (Silova & Steiner-Khamsi, 2008), following the plans and
technical advice from World Bank policy advisors (e.g., Chawla, Betcherman, & Banerji, 2007;
Canning, Moock, & Heleniak, 1999). Reforms were intended to improve efficiency, remove
redundancy, and modernize vocational education. The narrative then shifted in Russia from
democratization to modernization, whereby education is expected to adapt to market demand and
serve the new knowledge economy (rather than the industrial economy). The results of these
policies have contributed to a widening achievement gap alongside growing private investment
in education. This crisis has driven educational researchers in Russia and abroad to look
carefully at teacher education and teacher quality in former socialist states.
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It was found in one widely cited study in the region that postsocialist countries suffered
from “massive teacher shortages,” resulting in “ineffective teaching, low teacher morale, and low
teacher salaries” (UNICEF, 2011, p. 13; for information specifically on salaries, see Galgóczi &
Glassner, 2008). Some education researchers see these circumstances as a temporary,
demographically driven crisis (Berryman, 2000), while others warn of whole system collapse
(Silova, Johnson, & Heyneman, 2007), because corruption and lack of regulation threaten system
stability. Researchers in Eurasia agree that teachers and teaching have suffered from neglect
throughout the postsocialist transformations—even though reforms have been many—and that
Russia needs to recruit younger and better-qualified teachers to ensure education quality in the
future (Eremin, 2012; Froumin & Kuminov, 2008). One in five teachers in Russia is of
retirement age, so a major policy concern facing the Russian education system is the professional
preparation of new teachers to ensure the replacement of those teachers preparing to retire
(Kasprzhak, 2013).

1.1. What Is Correspondence Education?
More than 80 percent of teachers in Russia hold a higher education degree (Gokhberg et
al. 2013), but this statistic masks high levels of variability within higher education. Most
Russian institutions deliver four types of higher education: (a) daytime (Russian: ochno), (b)
correspondence (Russian: zaochno), (c) evening (Russian: vechernaya), and (d) nonresidence
(Russian: eksternat). In Russian, ochno means “with the eyes” or “during the daytime.”
Daytime programs require attendance at classroom lectures up to six days per week. Attendance
is mandatory, and end-of-term exams mark the evaluation of information acquired. The faculty
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reads lectures to students, who listen and take notes. Students study in cohorts and often share
notes and study time in small self-organized groups (Heyneman 2010; Bucur & Eklof, 2003).
Evening and correspondence programs of study follow the same curriculum as the
daytime program, but they are designed for students who work full-time, thus contact hours are
reduced. In Russian, zaochno means “behind the eyes,” but it is also translated as “extramural”
or “in absentia” in English. Correspondence programs vary by institution, because beyond the
required additional year in duration, institutional academic councils have full authority to design
correspondence programs to meet the needs of their students. At the first teacher training
institution in this dissertation study’s sample (TTI-1), correspondence cohorts meet for 160
contact hours each year. Correspondence programs have two major components: (a)
independent accumulation of knowledge, and (b) review and assessment of that knowledge on
campus. The campus sessions last approximately three weeks.
Correspondence students at TTI-1 are organized in cohorts that arrive on campus for
review each year in January and June for six years to earn their bachelor’s degrees. Depending
on their program, correspondence students may need to attend additional meetings and courses
during the academic semester. Correspondence students often travel between two and seven
hours to their campus in a regional capital twice a year to attend short intensive lecture courses
and take exams. Upon completion, the correspondence student receives a diploma that does not
indicate whether he or she completed the daytime or correspondence program, and this may be a
reason why measuring the type of education program each student attended has not been
prevalent in research thus far.
Among the four types (daytime, correspondence, evening shift, and nonresidence), two
programs stand out—correspondence and daytime—because together they comprise 93 percent
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of total enrollment in higher professional education (see Table 1.1). Notably, higher professional
correspondence enrollment grew by 206 percent between 2000–2001 and 2009–2010, when 3.6
million students were enrolled in such programs. Table 1.1 shows enrollment trends in the four
different education types for the decade from 2000 to 2010. The existence of multiple
educational types is a testament to the principle that higher education should be accessible, as is
guaranteed by the Russian Constitution as of this writing.
Table 1.1
The Four Postsecondary Types of Education in Russia (Thousands of Persons)
Type of students
Higher professional
Daytime ochnoe
Evening ochno-zaochnoe
Correspondence zaochnoe
Nonresidence eksternat
Secondary professional
Daytime ochnoe
Evening ochno-zaochnoe
Correspondence zaochnoe
Nonresidence eksternat

2000/01

2005/06

2009/10

Percent change
(2000/01 = 100%)

2,625.1
302.2
1,761.8
52.2

3,508.0
371.2
3,031.9
153.4

3,280.0
323.6
3,639.2
175.9

125%
107%
206%
337%

1,721.5
93.4
540.1
5.8

1,960.3
70.8
549.4
10.3

1,588.9
53.5
484.9
14.8

92%
57%
90%
255%

Note: Percent change column added by author. Source: FSSS, 2010b, p. 38.

Table 1.2
Degrees Offered in Russian Higher Education Institutions
Type of degree
Prof. Vocational
Specialist
Bachelor
Bachelor double major
(since 2011)
Master
Bachelor + Master

Academic Hours

Credits

Years

3,924
8,884
8,640
10,800

240
300

3
5
4
5

4,320
12,960

120
360

2
6

Source: Data compiled from the MOES website http://минобрнауки.рф and TTI-1 portal for applicants on Dec 2,
2013.
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In each disciplinary field, the curriculum is dictated by national standards that describe
professional competencies. In the field of pedagogical education, the curriculum (Russian:
osnovnaya obrazovatelnaya programma [OOP]) is outlined in the federal standard (Russian:
federalny gosudarveny obrazobatelny standarty [FGOS]) and set in six “cycles.” These are: (a)
humanities, social studies, and economics; (b) math and science; (c) professional competencies;
(d) physical education; (e) practicum; and (f) state certification.
In order to define correspondence education, it may be useful to also discuss what
correspondence education is not. Correspondence education is far removed from “distance
education,” though the association is tempting. Distance education as a platform primarily uses a
variety communication technologies for dissemination of materials, often also supported by a
virtual component, discussion board, assignments, peer review, and testing. It assumes that
students are “active” and form a group, even though they are not sitting in the same room. Some
distance education offerings allow the student to complete work at his or her own pace and are
not based on a certain group to constitute a “virtual classroom.” Correspondence is different
from distance education because the expectation for participation outside of group meetings is
minimal, and the interaction between students is not facilitated. Because both distance education
and correspondence education take a variety of forms, there may exist a pair of programs that
appear similar, but the fundamental difference is the independent nature of participation in
correspondence education programs, versus the participation from a distance expected from
distance education programs.
Another common perception of correspondence study, labeling it part-time, equates it
with daytime study although this would be inaccurate. Part-time study, whereby the student
accumulates credits at a slower rate to earn a degree over a longer period than does a full-time

5

student, results in an equal number of courses taken. Correspondence program offerings have
fewer contact hours and sometimes a reduced course load that excludes regular required daytime
courses such as physical education or foreign language, which are not feasibly taught “in
absentia.” In summary, correspondence courses are sensible for students from remote areas who
have difficulty financing the opportunity costs of daytime study, and also for those who must
work while attending postsecondary education.
In 2010, 48 percent of the students studying in the field of “education and pedagogy”
were in correspondence programs (L. Ugolnova, personal communication, March 7, 2013).
While demand for correspondence teacher education is high, empirical studies comparing the
correspondence and daytime education effects on teachers in Russia are rare (Ugolnova, 2013;
Zakharova, 2003).

1.2. Research Questions
This dissertation was designed to compare the career paths of the daytime and
correspondence teacher education program graduates, using administrative data from schools and
interviews with schoolteachers, school administrators, university faculty, and university students.
The comparison is focused on the differences between the two educational types and
subsequently teacher employment, inferred by working conditions at the school level. The main
question addressed in the dissertation is: does it matter whether a teacher attended teacher
education in a daytime or correspondence program? The research sub-questions were:
1. How does recruitment into teaching differ for daytime and correspondence teachers
(including who applies into the two different types of study programs)?
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2. How does the type of study program (daytime versus correspondence studies) impact
employment at the school level?
The purpose of this research is to analyze the complexity of the Russian system as it
recruits, educates, and employs teachers. From a policy perspective, understanding the various
forms of teacher education is central for improved educational quality and equity, both matters of
great importance in Russia. Notably, conventional perceptions of correspondence education are
frequently negative (Klychko, 2007), though empirical investigations of the differences between
daytime and correspondence education for teachers are very few. This dissertation study
contributes to a nuanced view of professional education for teachers by reporting on the lived
experience of teachers in Russia. For the purposes of this study, employment at the school level
is defined in terms of relative compensation (monthly salary) and workload (weekly classroom
hours) and is measured as the hourly earning rate calculated for each teacher.
The distinctions between higher education programs in Russia are important to study
because they are both unique to the post-Soviet education space and have not previously been
given adequate attention. This research will help to debunk several myths regarding the Soviet
education system. First, the narrative about equity in the Soviet system assumes that everyone
had access to university education, and this may not be true at all. If many of the higher
education diplomas earned in the Soviet Union were earned by correspondence study, then actual
access to higher education may have been more limited than has been previously assumed.
One advantage of correspondence education is that teachers may receive a school-based
training that eliminates the time lag between increased demand for teachers and the years
required to train them at a university. When correspondence program students are teaching fulltime, receive mentorship, and study for exams, correspondence education can be equated to
7

practice-based teacher education (PBTE). Practice-based teacher education has experienced
recent revival in England, and there is evidence of growing interest in North America (Zeichner,
2012). Rural schools are assumed to benefit most from correspondence teacher education
because rural teachers may thus gain credentials without leaving the village. The Soviet primary
education massification (serving the masses) in the early 1930s generated demand for a larger
teacher corps, the expansion of massification up to secondary grades virtually assured teacher
shortages persisted, and high levels of correspondence enrollment continued well into the 1950s.
Notably, as an apprenticeship model, correspondence education was first used among a growing
corpus of teachers, but was also a popular choice for educating other professionals in the 1930s,
including lawyers (Zakharova, 2003).

1.3. Historical Perspective on Higher Education in Russia
Historical perspective is useful in understanding the unique role correspondence
education played in the Soviet education system. Correspondence teacher education has seen
three major waves in student enrollment in the past century in reaction to shifts in higher
education policies and labor markets. After the consolidation of educational administration at
the Commissariat of Enlightenment in 1929, the Soviet Union laid claim to the provision of
education for all, spanning the years from kindergarten until university and beyond (Eklof et al.,
2005). As Steiner-Khamsi (2006) notes, “It must be acknowledged that high-quality lifelong
learning requires a political, economic, and social environment—such as socialist—in which
lifelong learning is truly valued” (p. 37). The Soviet ideal of lifelong learning was enabled in
practical terms by correspondence education.
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Overall, postsecondary enrollment in Russia expanded after the collapse of the Soviet
Union and rose steadily until very recently (see Figure 1.1). The 1992 Law on Education made
private (nonstate) provision of higher education possible, in both new and existing Russian
institutions. After 1992, the swift rise in higher education enrollments can be attributed to three
subsequent market shifts in higher education: (a) more open (market-driven) admission policies
in universities, (b) the addition of fee-based courses, and (c) the establishment of many new,
private institutions (Hanushek & Mertaugh, 2005). The decade from 1992 until 2002 was
tumultuous, beset by inflation, currency collapse, and a widespread loss of faith in basic state
systems in Russia (Frye, 2010). In an atmosphere of high unemployment, the Russian
government continued subsidizing university enrollments to keep young people “busy and out of
trouble” in the 1990s (Eklof et al., 2005). Higher education enrollments surged after 1993
(Rutkowski, 2006), but without requisite regulation, the quality and integrity of higher education
was diminished during the period of post-Soviet expansion. A large proportion of the new
enrollment was in alternative types, including evening, correspondence, and nonresidential
programs (Kuzminov, Semenov, & Froumin, 2013). The somewhat seamless leadership
transition from Yeltsin to Putin as commander in chief on New Year’s Eve in 1999 quietly
brought in a major change in higher education policy, which has been described as a shift away
from the liberal welfare model toward the so called “neoliberal” market model (Gounko &
Smale, 2007). Shown on the graph in Figure 1.1, enrollments in higher professional
correspondence programs peaked a decade later, in 2009. For the 2011–2012 academic year,
correspondence education represented 45 percent of all public enrollments and 75 percent of
private enrollments (FSSS, 2012). Furthermore, the common perception of correspondence
degrees in Russia is that they are of lesser quality than the daytime degrees (Klychko, 2007).
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Correspondence programs are popular because they are cheaper, and because admissions
standards tend to be lower.
Thus, little attention has been paid to rising enrollments in correspondence programs,
except to express dismay that the trend reflects a negative turn for higher education overall, the
so-called selling of higher education to those who can pay, but who do not attend university
courses. Also illustrated in Figure 1.1 are the policy priorities that have affected overall
enrollment in higher education in the past half century. After its sharp rise beginning in the early
1990s, enrollment began to decline in daytime programs in 2003, though it continued to grow in
correspondence programs. With the introduction of a nationwide, mandatory standardized test
called the Unified State Examination (USE), first piloted in 2003–2004 and put to scale in 2007–
2008, a shift in admission policies at Russian institutions of higher education may be partially
attributed to this decline. Multiple shifts in education policy, society, and the economy have
contributed to the current state of affairs in Russia.
The higher education system in Russia is still adjusting to the shift from manpower
planning (before 1993) to “free market” higher education policy (after 1993). The
transformation was fundamental in that institutional governance changed from a vertical
structure, where each professional ministry (economic sector) was responsible for recruitment,
education, and induction of its own cadres, to one where the Ministry of Education became the
distributing mechanism for a demand-driven, market-based higher education system (Kuzminov,
Semenov, & Froumin, 2013; Heyneman, 2010; Johnson, 2006). In 2004, the Ministry of
Education was renamed the Ministry of Education and Science of Russia (MOES), adding the
responsibility for national programs of science, technology, and innovation.

10

Figure 1.1. Postsecondary Enrollments in Russia Since 1940
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Source: Goskomstat http://www.gks.ru/free_doc/new_site/population/obraz/vp-obr1.htm and
http://www.gks.ru/free_doc/new_site/population/obraz/sp-obr1.htm updated on February 27,
2014.
With varying levels of authority and constant demand for changes, it is understandable
that the school curriculum and pre- and in-service teacher education has fallen out of alignment.
All higher education institutions remain federally controlled, while the administration of public
schools lies with the local state (Russian: oblast) and school district offices (Russian:
upravlenie). In 2013, as MOES continued to expand its authority, it professed to:
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Develop state policy and normative-lawful regulation in the sphere of education,
scientific, scientific-technical and innovative activity, nanotechnologies, intellectual
property, and also in the sphere of upbringing, social support and social protection of
schoolchildren and pupils of educational institutions. (MOES, 2012a)
The latest Law on Education, which took effect on September 1, 2013, was written with
concern for greater regulation of education quality, establishing mechanisms for monitoring the
quality of all accredited institutions (MOES, 2012b). However, it is so far-reaching that it may
be impossible to manage.

1.4. The Structure of the Dissertation
This dissertation is organized into seven chapters. Following the introductory, literature
review, and methodology chapters (1–3), Chapters 4 through 6 cover the research findings.
Chapter 4 contains a description of the teacher workforce in Russia, the province, and the
sample, including teacher gender, level of education, and salary, among other factors. Chapters
5 and 6 address the two main research questions. To conclude, Chapter 7 recaps the analysis of
daytime and correspondence program types as teacher pathways.
At the time of this writing, the teacher policy problems to solve in Russia are
unrecognized, yet severe, subject- and school-specific teacher shortages. How to recruit, train,
and deploy the additional teachers needed and evaluate whether they are effective in providing
high quality education to every student, in every classroom, every day, is by no means a uniquely
Russian problem. But Russia has a unique advantage in an era when public policy is being
reinvented, funded, and critically evaluated.
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CHAPTER 2: LITERATURE REVIEW

Presented in this review are the concepts and strategies used in education research to
measure and evaluate teacher education in light of the research questions, which focus on the
recruitment and employment of teachers. In particular, studies in which policy was understood
as broadly supporting and improving the teacher profession were used because these take a
holistic approach to the teacher and development of cadres (e.g., Vegas, Murnane, & Willett,
2001; Cochran-Smith, 2005; Boyd et al., 2006). The perspective taken for this dissertation study
falls in line with research in which the entire professional life of the teacher is considered—from
schooling, training, and entry into teaching, and including the complex environments in which
teacher learn and work (e.g., Johnson & Kardos, 2008). Figure 2.1 describes this cycle, and
helps to explain the conceptual framework adopted in the study. Later, the subsequent sections
review the concepts and strategies used in education research in three concrete areas (a)
preservice teacher education, (b) recruitment into teaching, and (c) teacher mobility.
The summary of research in this chapter is presented with the intention of examining
how, when, and why individuals become teachers in different contexts, placing the education and
prosperity continuum in a more complex, stratified social continuum. It is assumed in the
research that teachers have a large influence on educational outcomes (e.g., Loeb & Reininger,
2004; Darling-Hammond, 2000; Ingersoll & Merrill, 2010) and that variation in teacher quality
helps explain a major proportion of variation in student learning as measured by student
achievement (see also: Rockoff, Jacob, Kane, & Stalger, 2011; Nye, Konstantopoulos, &
Hedges, 2004; Wright, Horn, & Sanders, 1997). Although an underlying assumption of this
study is that better-qualified teachers provide higher quality education for students, student
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learning and achievement are not the focus of this dissertation study, nor are they discussed in
this chapter.
2.1. Conceptual Framework
Hann (2011) has argued that the “othering” or “Orientalizing” of the postsocialist region
continues to play a role in politicizing postsocialist socioeconomic change. Many scholars in
preceding decades took for granted that the political shifts occurring after the fall of the Berlin
wall in 1989 were part of a transition from authoritarianism to democracy, assuming it was only
a matter of time before the new states would conform to the Western political organization of
power (Huntington, 1991; and Przeworski, 2004). Hann (2002) took a different approach, which
he described in Postsocialism: Ideals, Ideologies, and Practices in Eurasia:
The term “postsocialist” will remain pertinent so long as the ideals, ideologies, and
practices of socialism are perceived to provide a meaningful (albeit increasingly
mythical) reference point for understanding people’s present condition. (p. 3)

Because the current working conditions in Russian schools resulted from the institutions,
organizations, and policies that took shape and matured under the influence, ideas, and practices
of state socialism, looking at schools and teachers through the prism of postsocialism is justified.
Presented in this dissertation is an attempt to contextualize the study of correspondence teachers
in Russia within emerging postsocialist research paradigms.
It was apparent to economists, in the days and years following the dissolution of the
Soviet Union in 1991, that past incentives, administrative mechanisms, and regulatory
instruments were distorted by the Soviet experience (see Ericson, 1991). The study of Soviet
and post-Soviet education systems has also undergone metamorphoses since 1991. In a study of
Latvian educational transformation, Silova (2006) examines how Soviet-era practices and
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policies were reframed in a capitalist, free market environment. The conceptual framework used
in the current dissertation study takes into account these changes, examining correspondence
education as a uniquely Soviet institution and investigating how practices and policies have been
reframed to fit the emergent conceptualization of teacher education in the post-Soviet context.
The concepts used in this study, in particular the cycle of recruitment into teaching,
represented in Figure 2.1, breaks down the pathway metaphor into concrete steps that may be
conceptualized as choices, or critical points in the recruitment process. Importantly, the cycle
applies to different groups of prospective teachers, some who begin the process by accepting a
teaching position and then enroll in correspondence programs, others who first obtain the degree,
and then seek and secure teacher employment.

Figure. 2.1. The Cycle of Recruitment into Teaching
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Source: UNICEF, 2011
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It is possible that some begin teaching and studying simultaneously and may enjoy the
meaningful combination of blending theory and practice in the process of obtaining their
teaching qualification. For these diverse pathways into teaching, the circular conceptualization of
the process of recruitment is useful, allowing for the individual to begin either at Accept or
Apply and undertake multiple cycles of professional education over time.
The first research question asks how the process of recruitment differs for daytime and
correspondence teachers, and the point of entry is one of the possible differences. Another
difference is the relative position of the individual in a networked professional community, and
how the local nature of recruitment into teaching (detailed below in the literature about
mobility), affects the scope of that professional network. The network influences who applies to
the different types of programs, and which school they accept a teaching position and whether
they remain there.
The second research question is concerned with the potential effects of study program
(daytime or correspondence) on school level employment. The study examines teacher working
conditions, given there are differences in the conditions of work, including pay, between schools
that are more or less affluent, more or less remote (rural included), etc. The cycle in Figure 2.1
also is seen to represent one of many professional network islands, that draws in teachers but
rarely shares them with other “islands”. This phenomenon is observed in those recruitment
systems operating without strong teacher deployment mechanisms in place, as described my
Mulkeen (2006) in the literature below.
The final aspect of the framework for understanding recruitment into teaching for the
purposes of this dissertation study, is the selectivity of the cycle, and whether the resulting
teacher population has been selected through competitive process of vetting and training, or
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whether negative selection affects the pool of candidates in each stage of the recruitment process.
Figure 2.2 represents the progression of the recruitment into teaching cycle, and that from one
stage to the next the total number of people declines, whether through selection or negative
selection. For each of these stages, the percentage of candidates who continue onto the next stage
is important to measure, but also the reasoning and process by which they remain or exit the
professional pipeline can be evaluated at each stage.

Remain	
  

Accept	
  	
  

Complete	
  

Enroll	
  

Apply	
  

Figure 2.2. The Degrees of Selectivity in the Recruitment into Teaching Cycle

Hypothetically, between the application and enrollment stages, the institution selects the
student, and the student selects the institution. The choices are partially illustrated again in
Figure 2.3 The Recruitment into teaching steps, below. Upon enrollment, the student either
remains in the program or they exit (they fail or transfer out). Among graduates some are offered
teaching positions while others are not. Some accept the offers, while others decline. Among the
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students who begin teaching after receiving an offer for and accepting a position, not all remain.
There is a high level of new teacher turnover in the first year, and in the first five years. These
steps have become more complex in the post-Soviet period, because of the perception of the
neccecity to allow free market driven choices. The sure path from entrance at the professional
training program to teacher work is no longer so sure. This dissertation study examines the stages
and describes their complexity to better understand recruitment into teaching in the post-socialist
context, and the Russian context in particular.
In the late 1980s, European scholars of socialist economies coined the term “actually
existing socialism” (Verdery, 1996) to describe the approach they used to study everyday
practices (as distinct from official policies) as they were experienced by average people. After
“actually existing socialism,” postsocialist scholars kept the practical-critical approach, renamed
it “actually existing postsocialism,” a mode of inquiry designed to examine informal economies,
common practices, and institutionalized behavior in postsocialist society (e.g., Hann, 2002;
Silova, 2010, Humphrey, 2002). Used in this dissertation is the concept of actually existing
postsocialism as applied to common practices (what people actually do) and institutionalized
behavior surrounding correspondence teacher education in Russia.

2.2. Preservice Teacher Education
Teacher education research takes various forms. Borko, Liston, and Whitcomb (2007)
identify “process-product research” (p. 4) as that which examines the relationship(s) between
teacher experiences in preservice education and subsequent student learning produced in the
classroom. Process-product research is linear and causal, with a relatively simple
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conceptualization of teacher learning, the act of teaching, and student learning. Cochran-Smith
and Zeichner (2005) have called for “a new research agenda,” asking academics to broaden the
scope beyond process-product studies, to encompass the institutional and social environment of
teacher education. For example, Zeichner and Conklin (2008) proposed eight “dimensions”
where sufficient observable variation exists among teacher education programs to carry out
comparative research. In their view, careful application of these dimensions should help
researchers distinguish between sites and types of teacher education programs in meaningful
ways, where previous categories such as “traditional” and “alternative” have not. The eight
dimensions offered are: (a) social and institutional context; (b) view of teaching, learning,
schooling, and “teacher’s role” and “learning to teach” in the program’s mission; (c) admissions
process; (d) curriculum in course work; (e) field experiences; (f) instructional strategies; (g)
internal organizational features; and (h) use of data. According to Zeichner and Conklin (2008),
we should expect a variety of “effective pathways into teaching” (p. 285) because of the wide
variety of teacher candidates and schools they are prepared to enter. The New York City
Pathways Project (Boyd, et al., 2006) and Organizing Schools for Improvement (Bryk et al.,
2010) in Chicago are two recent examples of research that considers multiple outcomes and
sources of data. These projects have a novel approach to teacher education research because
they use mixed methods to address complex research questions.
The concept of a “pathway into teaching” is an approach Cochran-Smith (2005)
developed as conducive to understanding how and why young people become teachers.
Cochran-Smith calls for more research on preservice teacher education that rigorously examines
multiple outcomes, and not only student achievement. These include studies that compare
pathways into teaching and career effects, or studies that compare teacher preparation with
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professional preparation in nonteaching fields. Ideally, research would be able to settle debates
about three critical links between teacher education programs and teacher learning, then between
teacher learning and teacher practice, and finally between teacher practice and student learning
(Cochran-Smith, 2005). Only with this evidence will policy makers be able to invest more
effectively in teacher education programs (Cochran-Smith, 2005). But other professions are not
subject to similar empirical scrutiny.
Ingersoll (2008) used a similarly wide lens to evaluate teacher preparation in six Asian
nations in an international comparative study on teacher education. Ingersoll’s team looked at
teacher education in four major areas: (a) governance, (b) education requirements (length,
exams, and practicum), (c) professional training requirements, and (d) the selectivity of
programs. Ingersoll (2008) juxtaposed the “caliber of candidates” with “attractiveness of a
teaching career” (p. 9) to determine professional reproduction and improvement. Ingersoll
concluded that the education quality problem should be framed in terms of at least three possible
sources of underqualified teachers: (a) licensing and certification requirements may be too low or
too high, (b) noncompliance with the standards causing gaps between the rules and reality, and
(c) out-of-field teaching, when, for example, a history teacher gives lessons in chemistry. The
six-nation study underscores the variety of reasons for underqualified teachers, including
“organizational and occupational contexts” (Ingersoll, 2008, p. 16) of teacher work.
Ingersoll (2008) also notes that the failure of preservice teacher education to supply
trained professionals to a given educational system can and should be viewed from multiple
points, each offering a different explanation of the teacher quality problem. The ideas that
teacher education programs are always nested in a larger system of higher education and that the
teacher profession is nested in local labor markets are conceptually important for understanding

20

Ingersoll’s research strategy. A multipositional approach was also taken in research on Kyrgyz
teacher shortage (UNICEF & Kyrgyz Ministry of Education, 2009) and subsequent international
projects, including projects in five additional countries in Central Asia and Eastern Europe
(Steiner-Khamsi et al., 2011; UNICEF, 2011).

2.3. Recruitment into Teaching
The organizational and occupational contexts of postsocialist education are important for
research on teacher training, recruitment, and teacher quality in the Caucasus, Central Asia, and
Russia (Silova, 2009). There is a subtle but fundamental conceptual difference between the
terms “teacher recruitment” and “recruitment into teaching” concerning whether teachers are
conceived of as professionals or as “special people”—put another way, whether teachers are born
or made. Darling-Hammond (2006) has labeled this “one of the most damaging myths” about
teachers (p. ix). Scott and Dinham (2008) define a “nativist myth” as “the strong tendency to
see teachers as born and not made” (p. 116) and explore its origins in “cultural bias toward
explanations for human behavior that are dispositional (internal to the person) rather than
situational” and look at consequences for a teacher’s thinking. The myth functions to dissuade or
persuade young people away from or into the teacher profession while simultaneously obscuring
the role of professional preparation. In higher education, the nativist myth leads to the deemphasizing of pedagogy in the teacher education curriculum and places a stronger focus on
subject area training. Regarding teacher policy, it leads to a destruction of standards for
professional entry with the idea that teachers are waiting to teach but cannot overcome an
education bureaucracy that is keeping them out. Thus, “teacher recruitment” is a
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conceptualization of the recruitment process as one where naturally born teachers are filtered out
of the general population and then tempted into joining the teacher profession.
In contrast, “recruitment into teaching” is a term that holds the teacher profession as a
field that should attempt to attract the brightest students and then give them the best preparation
possible in general pedagogical foundations, subject knowledge, and subject-specific pedagogy
in both theory and practice. Examples of countries with systems that rank the teacher profession
among the most desirable and competitive are Singapore, Finland, and Canada (OECD, 2005;
Darling-Hammond & Lieberman, 2012).
Research on “teacher recruitment” is often focused on individuals and their preferences
(e.g., Reininger, 2012). Based on supply and demand models, individuals choose a profession to
enter (i.e., teaching) and a firm to commence work (i.e., a particular school). “Recruitment into
teaching” is a method of examining organizations, institutions, and state supports that effect the
teacher profession (e.g., Schleicher, 2011). The Organization for Economic Cooperation and
Development (OECD) views multiple organizational, institutional, and state supports,
specifically their impact on the teacher profession, very broadly (OECD, 2005). With this
approach, recruitment into teaching is a cycle identified by stages: (a) attracting, (b) training, (c)
employing, (d) retaining, and (e) developing teachers (OECD, 2005; Schleicher, 2011).
Recruitment into teaching, as a process broken down into stages, is also the focus of a
comparative study of African teachers (Mulkeen, 2006). Mulkeen identifies “problem areas” in
the African context where teachers are particularly difficult to recruit and retain, including
situations involving poor urban schools or remote rural schools. Mulkeen (2006) contributes to
the evolving discourse about recruitment by detailing the inequalities faced by rural schools.
The study identifies organizational similarities among rural schools in varying national African
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contexts, such as weaker teacher deployment, utilization, and management. Teacher
deployment, or lack thereof, is a concept employed in the current dissertation study. Utilization
is addressed in the discussion of teacher workloads and salaries, but not in great depth. Teacher
management is not explored in this dissertation. Mulkeen (2006) analyzed participation rates,
demand for education, and quality of education at rural schools, identifying a rural quality
problem that he believes should be addressed separately from national teacher policy. Teacher
deployment, Mulkeen (2006) explains, is a major supply-side problem for education in rural
areas because, in a market-driven system of deployment, teachers must “deploy themselves” (p.
11), and self-selection does not function for remote settlements.
Teacher mobility and the local nature of teacher labor markets have proven to influence
recruitment in important ways. Implicit in the supply-and-demand framework is the relative
attractiveness of the teacher profession compared to other fields. The profession is attractive if it
is “desirable in terms of ease of entry and overall compensation” (Guarino et al., 2006, p. 175).
Ease of entry is related to licensure and certification laws and is measured in comparison to other
professions in the same location—or sometimes to other teacher labor markets. A large issue of
debate in the United States, England, and Canada is increased cultural and linguistic diversity
among students, in turn requiring increased diversity among teachers (Zeichner, 1996, and 2003).
Another major challenge perceived by policy makers in the United States is the need for
equitable distribution of high-quality teachers across districts, schools, and classrooms (Boyd,
Grossman, Lankford, Loeb, & Wyckoff, 2009).
For young people in the United States, college graduation is a prerequisite for a career in
teaching, and in order for students to enter college, high school graduation functions to initiate
the recruitment into teaching cycle. Vegas, Murnane, and Willett (2001) demonstrated that
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hiring schools must find college graduates, and the majority of teachers in the United States are
white and female because the majority of high school and college graduates are also white and
female. In their analysis, a longitudinal database was used to describe four stages: (a) high
school graduation, (b) college entry, (c) college graduation, and (d) entry into teaching. In
answering a call for greater racial diversity among teachers in the United States, Vegas et al.
(2001) suggest increasing the high school and college graduation rates for racial minorities so
that a more diverse group enters the teacher pipeline (or pathway) all the way from high school.
Three steps are represented in Figure 2.1: (a) enrollment, (b) degree completion
(specifically by education program type), and (c) university-to-work transition. The chart helps
to conceptualize the full process by which young people attain teacher education, how teachers
reach classrooms (or do not), and where the system loses prospective teachers. Vegas, et al.
(2001) examined diversity in the U.S. teacher workforce and pinpointed the problem of diverse
candidates not graduating high school and college in the same proportions as their majority
counterparts. Two facets of the professional pipeline are relevant in the Russian context and
were examined more closely for the purposes of this study.
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Figure 2.3. Flowchart of Recruitment into Teaching Steps

Step 1:
Who enrolls in
teacher education?

Graduates from
school

Step 2:
Who completes
their studies?
Dropout or change
of major
(excluded )
Graduates from
teacher education

Step 3:
Who becomes a
teacher?

Not working as a
teacher
(excluded)
Working as a
teacher

Source: Adapted from Vegas, Murnane, & Willett (2001).

First, those students who leave school after ninth grade and enter secondary vocational
training are examined, and second, the portion of students graduating from teacher education
programs who pursue teaching careers is also examined. For those students who complete their
teacher education degrees in Russia, only one-quarter eventually goes to work in schools (Eklof,
Holmes, & Kaplan, 2005; Monusova, 2009). In the Teacher Education and Development Study
in Mathematics survey (Kovaleva et al., 2011) of mathematics teachers in the Russian
Federation, 40 percent of the preservice students in math education responded that they did not
plan to become teachers. Graduates in Russia who obtain a higher professional degree in
education and pedagogy expect to have employment opportunities outside of teaching, and
institutions cater to such students. In many countries, low teacher salary is considered one of the
major barriers for young people entering teaching after graduation (Hess & Castle, 2008).
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2.4. Teacher Mobility
The literature on recruitment into teaching raises the importance of how to effectively
recruit young people into the teaching profession across different types of schools in the future.
Johnson and Kardos (2008) mapped out a multilevel analysis with complex relationships
between education and the labor market in anticipation of the next generation of American
teachers. Different from other labor markets, the teacher labor market is measurably more or
less mobile depending on the school setting (Reininger, 2012). Teacher mobility may change
over time as perceptions of work, career, and fulfillment change (Johnson & Kardos, 2008).
Researchers recognize that the teacher quality problem is not addressed if the young
people successfully recruited into the teacher profession leave the profession quickly, within five
years or fewer. Many American scholars agree that good teacher retention policy is school- and
district-specific (Ingersoll, 2003; Lankford, Loeb, & Wykoff, 2002). Because up to 50 percent
of new teachers leave the profession within the first five years (Ingersoll & Perda, 2010), the
retention of new teachers can have an enormous impact on students. There is a greater
percentage of inexperienced teachers at present than in previous periods, and Ingersoll (2012)
calls this trend the “greening” (p. 49) of the teacher force. One important nuance for Ingersoll
concerning teacher quality is the difference between measuring retention and measuring
turnover. Teachers who move between schools but stay in the teacher profession are not
measured by retention rates unless those rates are school-specific. The sorting of teachers
between schools is a policy puzzle that has no clear or easy solution, but that points to a policy
failure concerning teacher deployment.
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2.3.1. Sorting of teachers between schools
The inequitable distribution of qualified teachers is an obstinate, unresolved problem in
education systems worldwide. The sorting of teachers among schools often means that more
prepared teachers are teaching academically advantaged students, while lesser prepared teachers
are assigned to classrooms with academically disadvantaged students (Lankford, Loeb, &
Wykoff, 2002; Murnane and Steele, 2007). Not surprisingly, Lankford, Loeb, and Wykoff
(2002) found that high teacher attrition plagued low-income, low-achieving, and nonwhite urban
schools, resulting from a combination of initial sorting and differential attrition. In Ingersoll’s
(2007) school-based analysis of teacher turnover in “marginalized schools,” teacher turnover in
the United States was shown to be more serious than had been previously accounted for in
supply and demand models. The negative impact on schools, Ingersoll argued, accumulated over
time and contributed to a cycle of poor-quality education.
School characteristics have been central in the debate about teacher sorting. A
longitudinal, mixed-methods study in Chicago (Bryk, Bender-Sebring, Allensworth, Luppescu,
& Easton, 2010) produced the “essential supports model,” which includes organizational aspects
of schools that contributed to a school’s “collective capacity” (Bryk et al., 2010, p. 2). Looking
at a sample of teachers in Missouri, Podgursky, Monroe, and Watson (2004) found that, contrary
to conventional wisdom, it was the higher-achieving teachers who were more likely to leave the
teacher profession. They focused their study on the microcontext of teachers-as-decision-makers
(see also: Manski, 1987). Podgursky et al. (2004) found that because higher-achieving teachers
had a higher attrition rate, a larger proportion of lower-achieving teachers were in the profession
for the long-term. Differentiated attrition helps to explain the declining aptitude of U.S. teachers
noted by Hoxby and Leigh (2004).
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2.3.2. Stratification within and among higher education institutions
Within-country stratification of higher education institutions influences job prospects
among graduates in countries such as Britain and Germany, according to a comparative study by
Leuze (2011). Leuze’s analysis relies on the work of Allmendinger (1989), in which two major
characteristics of national education systems were distinguished, weighing the relative levels of
standardization and stratification within each system. Leuze claims to have the first investigation
of “the impact of different higher education structures, such as type of institutions or type of
degrees, on graduate employment” (p. 452). The type of institution attended, whether a
university or technical college, is labeled by Leuze as “tracking within a particular level of
education” (p. 452). By tracking, Leuze is referring to the common practice (observed in Russia
as well) of self-selection of high school graduates into certain institutions and not others, with the
vocational college and the classical university as two ends on a spectrum of perceived education
quality. Because the Russian education system has much in common with that of Germany, the
conceptual lens of institutional stratification is especially useful for the investigation of
university-to-work transitions among teachers in Russia.
Evidence as to whether this self-selection transfers into the labor market has been
gathered in several empirical case studies of university-to-work transition in Europe. Interest in
“closer relationships between higher education and the world of work” (Sciulli & Signorelli,
2011, p. 39) has become ever more important as demand for higher education has become
universal. Sciulli and Signorelli’s (2011) novel approach matched university administrative
records with regional job center data to determine if and how quickly the local labor market
absorbed university graduates in Italy.

28

CHAPTER 3: METHODOLOGY

This chapter describes the research methods used in the study. A mixed methods
empirical approach was chosen for the study because of its potential for analyzing multiple
sources and types of data. The research questions addressed in the study were: (a) how does
recruitment into teaching differ for daytime and correspondence teachers?, and (b) how does the
type of study program impact employment at the school level? The analysis is made possible by
a unique body of data, including detailed human resource forms, regional teacher statistics, and
biographical portraits from in-person interviews. The range and depth of the data gathered
provide the fullest possible context for interpretation and ensure that the results are the closest
accurate estimates possible for the phenomena under investigation.
Mixed methods analysis allows researchers to take advantage of the strengths of
qualitative and quantitative research while attempting to minimize their weaknesses. One
advantage of qualitative data gathering, and the semistructured interview in particular, is its
open-ended character. The individual interview is more personal than survey-based data
collection approaches and has been described by Starr (2014) in terms of the possibility of
accuracy compared to the survey:
Where a predetermined set of information items is collected from research subjects . . .
where the only information collected is what has been pre-specified in the research
instrument. [In surveys] Research subjects cannot question the questions they are asked,
add nuances or caveats, or explain the reasoning behind their response. Instead, it is
assumed a priori that the researcher knows the specific informational items that played a
central role in the subjects’ behaviours [sic], perceptions, and/or decisions, and can
compellingly hypothesize how these items interrelate. (p. 240)
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In the case of teachers in Russia and their decisions about professional education, the
researcher tried not to make assumptions about the interrelation of perceptions, behaviors, and
decisions about postsecondary education and the teaching profession. Previous examples of
education research in Russia, particularly those that employ survey research methods, encounter
multiple levels of bias, some of these arguably unique in the post-Soviet context. For example,
the Teaching and Learning International Survey (TALIS), undertaken in Russia in 2008,
independently of Organization for Economic Cooperation and Development (OECD), reported
that teachers and principals in Russia have exceptional working relationships. However, those
results have also been attributed to a “cultural response bias” for several reasons. First, the
surveys were not conducted anonymously as the OECD required, and, in professional contexts,
respondents are more likely to report with only positive feedback. The OECD teacher and
learning survey was also overwhelmingly positive about the working and learning environment
in Russian schools. For these reasons, survey-type data collection was avoided, and instead
quantitative data collection was supplemented with individual in-person interviews. Because
results from the two tools have been merged, findings are expected to be rich and more accurate
than survey, interview, or statistical tools would be individually.
The qualitative interview data were used to establish a typology of correspondence
students and provide a distinct picture of how teachers in the province make decisions about
professional education. A reverse tracer study methodology was used in the qualitative analysis
(Ziderman & Horn, 1995), whereby alternative training paths are identified among members of a
particular occupation (see also: Becker & Lewis, 1993; Dougherty, 1988). The data collection
instruments are intended to reflect an “instance of a class of events, rather than a single measure
of a key variable” (George & Bennett, 2005, p. 275). According to George and Bennett (2005),
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policy studies should be conducted with policy-relevant methods, including gathering “generic
knowledge” about a given phenomena:
[G]ood generic knowledge enables a practitioner to increase the chances of making the
right decision about whether and how to employ a particular strategy. . . . Generic
knowledge is most useful when it identifies conditions, processes, and causal
mechanisms that link the use of each strategy to variance in its outcomes. (p. 272)
One goal in designing this dissertation research was to generate generic knowledge about
correspondence teacher education in Russia. Rich description of the program attributes,
schedules, and opinions about the motivations of correspondence students is considered valuable
generic knowledge in this study.
Next, a quantitative analysis was used to test conventional wisdom about the
relationships between education type (daytime or correspondence) and employment at the school
level. The sampling procedures were not random, and the inferences generated from the sample
are not causal or generalizable to the general population in the province, Russia, or the postSoviet region. Despite the site-specific nature of the data, the conclusions from this work are
relevant to post-Soviet policy making in higher education, and teacher education in particular.
The results contribute to a better understanding of correspondence programs within the Russian
higher education system. The research was carried out in 10 public schools and 3 institutions of
higher education that train teachers.

3.1. How the Sample Was Established
In the first stage of the sampling procedure, the province was selected as statistically
average among Russian territories with regard to average income and the relative salaries of
teachers when compared with the rest of the labor force. The province was also selected to avoid
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confounding and extraneous factors affecting teachers’ working conditions. For example, areas
such as capital cities (Moscow and St. Petersburg) and postwar and postconflict areas (such as
Dagestan and Chechnya) were intentionally avoided. The capital cities of Moscow and St.
Petersburg have arguably atypical education finance schemes, because municipal structures offer
many benefits that are not available in the rest of the country. Because schools were selected
according to maximum variation, variation in school size and setting is assured (Steiner-Khamsi
et al., 2011; UNICEF, 2011) in order to capture adequately the variety of school-level dynamics
in teacher hiring, retention, and career pathways. For example, the teacher labor markets and
working conditions in smaller rural towns differ from those in larger urban schools. A teacher
may more easily work in multiple schools in the city, and the rural teacher labor market is thus
less competitive, but also experiences a lower overall demand for education.

3.1.1. Description of the province
The decision to look at only one Russian province, rather than at the nation as a whole,
made fieldwork and data collection feasible. In 1992, the administration of education in Russia
was formally decentralized and delegated to the 83 Russian territorial subjects, units which are
variably called “oblasts,” “autonomous regions,” “republics,” and “administrative areas”
(Russian: krai). These four types of territorial subject are referred to as “province” in the current
study, and the unit of territory that was sampled is also referred to as the province. In 2003,
education districts were created, and administration of education shifted this time to the
subregional level. It is posited that in Russia, territorially the largest state in the world, the
regional and subregional dynamics are very relevant to developments in education. A mesolevel analysis of education authorities, rather than a national-level one, is useful in examining the
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relationships between the state, local politics, education authorities, and ultimately teachers. The
implementation of reforms, specific coping strategies, and results of change are observable at
this level. Comparative scholars in the social sciences have used regional variation in Russia
advantageously in recent years for these same reasons (see Guliano, 2011; Remington, 2010).
The location of the province is relevant to teacher mobility in the 1990s, shortly after the
dissolution of the Soviet Union. The province experienced a wave of new, experienced teachers
from the new “near abroad” because of its proximity to former Soviet republics in Central Asia.
When the newly independent states began to implement national language and citizenship
policies, large numbers of ethnic Russian people returned to Russia.
Figure 3.1 describes the relative salary of teachers compared to other workers in the
economy (public and private sectors combined). Each point on the graph represents one of 83
Russian federal subjects arranged across the horizontal axis. The vertical axis shows the relative
teacher salary (average teacher salary as a percentage of average salary). The province is labeled
on the chart in the upper middle half of the range at 114 percent. The average teacher salary in
the province is 1.14 times higher than the average salary of all workers in the provincial territory
as a whole economy.
The chart also shows that Russian regions are diverse, and relative teacher compensation
levels range from 85 to 137 percent, depending on the region. In the Chechen Republic, a lower
outlier, teachers earn 85 percent of the average salary in the economy. In the three highest
outliers, Kaluszkaya Oblast, Moscow, and Sverdlovskaya Oblast, the average teacher salary is
between 130 and 140 percent of the average salary in the oblast’s economy.
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Figure 3.1. Relationship Between Average Teacher Salary and Average Salary in the Economy
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Source: FSSS (2010a) Regions of Russia: Socioeconomic indicators. Moscow: Federal State
Statistics Service.
While relative teacher salaries (Figure 3.1) show how the position of teachers in the
economy varies among Russian regions, the range of average net income among Russian regions
(Figure 3.2) shows the monthly income variation between regions—from a low of 10,000 rubles
per month to a high of 38,000 rubles per month.
Figure 3.2 shows the average monthly income in each region, and the province in the
center, with an average monthly net income of 16,479 rubles per month. The data points close to
the province on the chart have been dimmed in order to emphasize the province on the chart. As
with Figure 3.1, each point in Figure 3.2 represents one of 83 Russian administrative subjects
along the horizontal axis.
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Figure 3.2. Average Monthly Income by Region (All Professions)
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Source: FSSS (2010b) Regions of Russia: Socioeconomic indicators. Moscow: Federal State
Statistics Service. Note: The title in Russian reads: Среднемесячная начисленная заработная
плата работников организаций в целом по экономике субъекта Российской Федерации за I
квартал 2011 года (по данным Росстата).
3.1.2. The districts and schools in the study
Schools were selected using a two-step purposive sampling design. In the first step,
average selection criteria at the provincial level were used to identify districts, and in the second
step, maximum variation criteria were used to identify schools. Table 3.1 shows the 13
education districts in the province, in order from the district with the fewest reported teacher
vacancies (0 in districts 1 and 2) to the one with the most reported teacher vacancies (57 in
district 13).
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Table 3.1
Teacher Vacancies in the Education Districts of the Province. 2011–2012
Teachers
Vacancies
Percentage
1
528
2
1,267
3
935
4
1,458
5
431
6
740
7
843
*8
1,018
9
734
*10
578
11
781
12
3,697
*13
5,700
Source: Assembled by author September 5, 2012.
Note: * indicates education district sampled.

0
0
1
3
1
2
3
6
5
4
6
34
57

0.00
0.00
0.11
0.21
0.23
0.27
0.36
0.59
0.68
0.69
0.77
0.92
1.00

The United Nations Children’s Fund (UNICEF) study used a sampling strategy that
differed slightly, it selected two average education districts within one country, and five schools
within each district were then selected for maximum variation. Because Russia is such a large
country, the sample was a feasible dissertation study sampling the districts in one province
instead of country.
Within the selected province, the sample schools were identified for maximum variation
in both school setting and school size. Individuals in each school were invited to participate in
interviews through official Ministry of Education and Science (MOES) channels; specifically,
the invitation to participate passed through the MOES in the province center to the education
district, from the education district to the school principal, and from the school principal to the
teacher. In the province, the MOES arranged school visits and provided an administrative
contact within the three higher education institutions visited in the province. In order to
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maximize utility and comparability of data, the universe of schools was limited to public schools
providing secondary education (generally grades 1–11).
Table 3.2
School Sample
School
ID

Project assgn. by
school name

1

A

# Teachers

# Admin

45

6

# Students

Shifts

School
setting

KM from
district office

843

1 Semi2
Urban
2
B
45
4
662
1 Semi2
Urban
3*
C
39
6
638
2 Semi50
Urban
4
D
62
8
1,054
2 Semi45
Urban
5
E
14
2
78
1 Rural
35
6
F
21
3
227
1 Rural
40
7
G
18
2
143
1 Rural
40
8
H
44
7
803
2 Urban
0
9*
I
80
9
962
1 Urban
0
10*
J
54
7
943
2 Urban
0
Note: All 10 schools served grades 1–11 except B, which offered only 5–11; All 10 schools reported zero
teacher vacancies except A, with one teacher vacancy. * Indicates schools excluded from the quantitative
analysis because EDTYPE was not measured.

3.1.3. Interview participants
The interview participants are listed by position in Table 3.3. Since the interviews were
not recorded, interview notes served as the primary source of interview data (Creswell, 2009).
Paper-and-pencil notes were taken during interviews and then entered into word processing
documents, itemizing the questions and answers from the interview later the same day (see
Appendix B for sample interview transcripts).
The interviews were conducted in Russian (language), while the notes were typed in
English. In total, 388 pages of interview notes were logged for 131 interviews. The format of
the interviews was face-to-face, individual, and in-person, and this method was selected among
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available interview formats because the participants were expected to speak most freely and
candidly in a private, personal format. The participants’ perceptions about teacher education and
recruitment into teaching were not expected to change over the course of the school year, so
whether a participant was interviewed in September or December did not affect his or her
answers or the study in any way.
Table 3.3
Individual Interview Participants
Participants
School principals
School zavuch (assistant principals)
Schoolteacher daytime
Schoolteacher correspondence
Preservice institution student correspondence
Preservice institution student daytime
Preservice institution faculty
Preservice institution department head or deputy
Preservice institution alumnus/current teacher daytime

Total in study

Total persons interviewed
Source: Primary data collected by author.

9
10
33
23
20
21
9
5
1
131

3.1.4. Selection of teachers for interviews at the 10 schools
The sample of teachers in each school was established by the school principal or assistant
principal using three criteria: teacher’s subject, grade, and convenience. The teachers worked
primarily in two areas of the humanities, history and Russian language and literature, but were
also drawn from other subjects in cases when those two subjects were not available or exhausted
between one or two teachers, as was the case in small schools. Table 3.4 lists the numbers of
teachers and administrators interviewed by subject taught and school. The two main subjects
were selected because they were most and least prevalent in the curriculum. A breakdown of the
curriculum is provided in Figure 3.3. Math teachers were purposefully not selected for
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participation in this study because there have been numerous recent studies of math teachers, and
more is known about this labor market (Kovaleva et al., 2011). Teacher education for subjects in
the humanities is an under-researched area.
Table 3.4
Teachers Interviewed by Subject Taught
Subject Taught/School
A
B
C
D
E
History
2
2
2
3
1
Russian language and
3
5
4
4
2
literature
Primary education
0
0
0
0
0
English
1
2
0
1
0
Geography
1
0
1
0
0
Other subjects (physics,
0
0
1
1
1
math, French)
Total teachers interviewed at
7
9
8
9
4
each school
Source: Teacher and principal/assistant principal interviews

F
1
1

G
1
1

H
1
3

0
1
1
1

4
0
1
1

5

8

I

J
3
3

2
2

Total
18
28

0
2
0
0

0
3
0
0

0
0
0
1

4
10
4
6

6

9

5

70

One aim of the study was to include teachers in grades five through nine who specialized
in history and Russian language and literature. History teachers often also teach law, social
studies, and economics. Russian language and literature is one academic major in teacher
education programs, but two subjects in the school curriculum. Russian language and literature
together make up 28 percent of the 5th grade curriculum (see Figure 3.3), but only 16 percent of
the 10th grade curriculum. Inversely, history and other social studies subjects make up 6 percent
of the 5th grade curriculum and 23 percent of the 10th grade course plan. In addition to shifts in
relative percent of certain subjects against others, the 10th grade curriculum also includes more
hours (35, up from 32 in 5th) and more subjects (15, up from 12 in 5th). The fifth grade
curriculum includes 32 academic hours per week in the following 12 subjects: Russian language,
literature, foreign language, mathematics, history, environmental science, music, art, technology,
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physical education, a project-based subject, and an elective subject. Figure 3.3 illustrates the
subjects’ respective proportions in the school week.

Figure 3.3. Breakdown of 32 Weekly Instructional Hours by Subjects in Class 5a at School D
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Source: School D’s academic plan (curriculum) for 2011–2012, fifth grade. Translated from the
Russian by the researcher.
The 5th and 10th grade curriculums differ in important ways with regard to distribution
of hours across subjects. The 10th grade curriculum includes 35 academic hours per week in 15
subjects. These are: Russian, literature, foreign language, mathematics, history, social studies,
physics, chemistry, biology, health and safety, physical education, economics, informatics, and
an elective subject.
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3.1.5. Selection of teacher education institutions
Teacher education institutions were selected for the study by the regional Ministry of
Education in the province, with a goal to be maximally inclusive of teacher education offerings.
Among the five teacher education institutions in the province, three were selected for inclusion
in the study: the Pedagogical and Social Academy (TTI-1), the Secondary Specialist College
(TTI-2), and the local branch of a larger Pedagogical University (TTI-3). These three institutions
were selected for their role in preparing teachers and were important sources of new teachers for
public schools in the province in 2012 (Eremin, 2012). The student interview participants are
listed by institution and department in Table 3.5.
Table 3.5
Teacher Education Students Selected for Interviews
Institution name
TTI-2
TTI-1

TTI-3

Field of study

Daytime interview
participants

Primary education
History
Russian language
and literature
Psychology and
pedagogy
English as a
foreign language

Totals

Correspondence
interview
participants

Totals

4
3

6
2

10

7

4

16

3

4

4

4

15

21

20

41

As shown in Table 3.5, two academic departments were included at each institution with
approximately equal participation by both the daytime and correspondence students in each
department. Identical department disciplines were not achieved, however. SSPK did not offer
teacher degrees in Russian language arts or history, since their pedagogical mission was to
prepare primary grade teachers. Because TTI-3 was in the process of phasing out history due to
low enrollment, and did not offer the Russian Language and Literature major, other subjects
41

were substituted. Their disciplines reflected market-oriented offerings based on the demand in
the region, English and Psychology were the departments visited at TTI-3.

3.2. Instruments for the Data Collection
The quantitative data collection instruments used in this dissertation study were adopted
from those used in previous investigations of teacher shortage and teacher working conditions,
namely the UNICEF study (2011) and in particular the Kyrgyz teacher shortage study (SteinerKhamsi et al., 2011). In these post-Soviet education systems, including Russia, detailed
statistical reporting at the school level is performed. The quantitative data collection instruments
described here use official school records because such records provide a readily available and
fairly consistent form for gathering quantitative data about teachers. The instrument (i.e., list of
records requested from each school) included the following items:
Tarificazia (Tariff Table) for 2011–2012
Rachetni Listok (teacher payment sheet) for September and October 2011
Tabel (teacher attendance sheet) for September and October 2011
83-RIK (teaching staff) 2011–2012
OSH (student demographic record) 2011–2012
Uchebni Plan (school curriculum) 2011–2012
Shtatni Spisok (staff list) Current
Schools in Russia keep detailed workforce records for reporting to district authorities.
District authorities report to the provincial ministries of education, and from the province level,
the records are aggregated to the regional and national levels. The seven items included in the
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data collection instrument provide enough information to calculate a number of school-level
teacher indicators, such as the number of teachers who teach subjects for which they were not
trained, or the number of teachers who have not completed a higher education qualification.
This instrument was used to gather school records in the 10 participating schools; the resulting
record of documents gathered is presented in Table 3.6.
Each item of record collected is briefly described in section 3.3.1. Statistical reporting in
Russia takes place in October each year, so all records were requested for the 2011–2012
(previous) academic year. Because data collection for this study began in September 2012, the
2012–2013 forms were not yet available. Using the 2011–2012 records ensured that all the
records gathered were from the same period.
Table 3.6
Records Gathered from 10 Schools
School

A

B

C

Tariff Table
X
X
X
Raschetni Listok
X
X
X
Attendance Tabel
X
X
X
83-RIK
X
X
X
OSH – 1
X
X
X
Education plan
X
X
X
Staff schedule
X
X
X
Teacher list
X
Website/teacher list
X	
  
X	
  
EDTYPE information
X
X
Source: Author compiled from records gathered

D

E
X
X
X
X
X
X
X
X
X

F
X
X
X
X
X
X
X
X	
  
X

G

H

I

X
X
X
X
X
X
X
X

X
X
X
X
X
X
X

X
X
X
X
X
X
X
X

X

X

X

J
X

X

X
X
X
X
X

X
X
X
X
X
X

Schools C, I, and J were not included in the final quantitative data set because the
variable of interest, education program type (EDTYPE), measured as daytime or correspondence,
was not measured at these schools. Among the three schools that were dropped, two were urban,
and one was semi-urban. Variable EDTYPE could not be measured in two urban schools, I and
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J, because the principal did not know the education background of the teachers in sufficient
detail, most likely because of a large number of staff at the school. In semi-urban School C,
EDTYPE was not recorded because the principal was not willing to share educational
background of the staff. According to the principal, there was only one teacher who graduated
from a correspondence program at School C, but when interviews were conducted, more teachers
shared their varied educational experiences, and it was concluded that variable EDTYPE was not
measured for School C. In this description of the data, and in subsequent discussions, the
teachers who obtained their higher education qualification in a daytime program are referred to
as “daytime teachers,” while the comparison group, the teachers that obtained their education in
correspondence programs, are referred to as “correspondence teachers.”
School C was a rural school in a school district bordering the provincial capital city.
Though officially zoned as rural, the school was at the edge of the city, and the setting was more
semi-urban than strictly rural. The school is listed as semi-urban in the school sample (see Table
3.2). The principal did not share school information beyond the official records.
Schools I and J were both large urban schools. In these two cases, the principal was not
able to identify teacher EDTYPE. Because of the large number of staff, the principals did not
remember such details. Although principals and assistant principals in each school identified
EDTYPE for some teachers, it was decided that because principals could not identify the
majority of teachers’ EDTYPE, schools I and J were also dropped from the data set. Due to
these two school exclusions, only one urban school was left in the data set, and thus the
quantitative conclusions drawn must be interpreted with caution, as the relevance for urban
schools should not be overestimated.
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3.2.1. Interview questions
The goal of the in-person interviews was to learn from teachers, students, and faculty
what the perceived and experienced differences were between daytime and correspondence
teacher education programs. Interview questions were organized in four blocks: (a) career path
until present day, including teacher education; (b) current teacher work, including teaching load,
salary, and other duties; (c) impression of education reforms, including teacher policies; and (d)
comparison of self to others, the school to other schools, or the institution to other institutions
(see examples of interview protocol in Appendix A). In total, 131 interviews were conducted in
the province between September and December, 2012. The interviews were semistructured, with
each following a similar pattern of discussion, although no two interviewees were asked the
exact same set of questions.
Three main questions concerning career choice were used to begin the interviews. The
questions were: (a) When did you decide to become a teacher? (b) Tell me more about the
context of that decision. Did you have other options? Was it your first choice? and (c) Where
did you complete your teacher education? When? How long did it take? What subject? Was it
daytime or by correspondence? Follow-up and prompting questions were used to facilitate the
retelling of professional induction, professional motivations, and major career influences. The
narrative descriptions of early career choices provided by teachers belonging to different age
groups allowed for a reconstruction of teacher pathways depending on birth cohort, and in
particular, the location of differences in starting point of said pathways or pipelines.
The second block of questions were about school employment specifically, and the
teacher experience of working at the school where the interview took place. The questions were:
(a) How did you get this job? Was it your first choice? (b) How long ago did you begin working
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here? and (c) Tell me more about your first days working in this school. What was it like to
begin work here? The guiding questions allowed respondents to retell their personal process of
finding a teaching position, and the mechanisms and/or undertakings that helped or heeded their
professional path.
The third block of interview questions was used to establish teachers' working conditions
in greater detail. The questions were: (a) What subject(s) do you teach? How many hours?
Grade level(s)? (b) Are you trained in that subject? (c) When was your past opportunity to go
for professional development? Did you go? If yes, how would you describe it? and (d) Do you
have another job outside of the school? If yes, where? The four main questions overlapped with
the school records in ways that facilitated the matching of interviews and quantitative data
possible. The working conditions of teachers are particularly important to consider, as they are
related to Ingersoll’s “organizational and occupational contexts” (2008, p. 16), whereby the
variety of reasons for underqualified teachers may be identified, as with the UNICEF (2011)
research studies (also Steiner-Khamsi et al., 2011).
The final block of questions for teachers was focused on the teacher profession outside of
each individual’s experience. The teachers’ impressions of school-specific working conditions
were examined through the questions. The aim was to highlight any evidence that would
categorize an individual’s experience as unusual or atypical and to establish a baseline for
“normal” in this area of work. The questions were: (a) Considering the questions we have
discussed so far about your decision to become a teacher, get an education, and work in this
school, how would you compare your own path to others? Is your situation typical in this
region? In what ways is it different? Similar? (b) Are you satisfied with the current teacher
policies in the region? What do you estimate is the greatest challenge? The greatest
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achievement? and (c) Do you think there is teacher shortage in this region? Teacher surplus?
Why or why not? If yes, in which subjects? These general questions about national education
reforms and general regional teacher policy were positioned to wrap up the interview with a
general and impersonal discussion of teacher policy.
The same four blocks of questions were used during in-person individual interviews with
19 school administrators; these included 9 principals and 10 assistant principals. In addition to
the four blocks, additional interview questions for principals and assistant principals focused on
school staffing, the hiring of new teachers, and the distribution of hours among pedagogical staff.
The additional questions were: (a) How do you attract new teachers to your school? (b) Would
you say there are subjects that are easier or harder to staff with qualified teachers? If yes, why?
What grade level(s)? (c) Looking at the schools Tariff Table, could you identify among your
staff who received his or her teacher education in a daytime program and who received it by
correspondence? and (d) Do you perceive any differences between these two groups? What are
the differences, if any, in regards to salary, nonteaching duties, or recruitment into teaching?
The questions for principals and assistant principals were intended to identify and qualify
problem areas for schools with regard to recruitment into teaching. The analysis was expected to
include the main teacher policy areas identified by Mulkeen (2006): deployment, utilization, and
management.
Students in teacher education programs were interviewed across the three pedagogical
institutions; a total of 42 student participants were interviewed. The student participants ranged
from first to the fifth year of study and were distributed equally across the daytime and
correspondence programs. While the attempt was made to draw participants from two subject
fields in the humanities (history and Russian language arts), the institutions varied in their
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provision of teacher programs depending on subject field. At TTI-1, the faculty deans for history
and Russian language and literature facilitated the interviews with students in these subjects by
extending the invitation to their students on behalf of the researcher. At TTI-2, the students
interviewed were majoring in primary education. At the TTI-3, students were interviewed in
linguistics (German and English) and psychology. In this way, a variety of students in the
humanities participated in the interviews, and the subjects they studied were considered of lesser
importance than the main variable of interest: whether they were enrolled by correspondence.
The questions put to students in teacher education programs differed slightly from those
previously described for working teachers. The first block included their path to present day,
including enrollment and attractiveness of the teaching profession. The questions were: (a) Will
you tell me about when you decided to apply to the pedagogical university? (b) Why did you
choose the teaching field? (c) Will you tell me more about the context of that decision? Did you
have other options? Was it your first choice? (d) How did you prepare for getting into this
institution? Was it difficult for you? and (e) When you applied here, what was the process? Did
your Unified State Exam (USE) score play a significant role? In responding to these questions,
students shared their personal experiences with professional choices and higher education
enrollment. Their narratives provided both the younger generation’s perceptions of the teaching
profession and the current examples of pathways into teaching (or other fields). The perspective
of current students is critical to evaluating the higher education landscape and current status of
the teaching profession in a stratified labor market. The students (and sometimes their parents)
are the economic actors making career decisions about professional training, type of education
program, and institution.
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The second block of questions for students concerned their current study, including the
curriculum. The second-block questions were: (a) What is your major? What specialization
have you chosen? How many years will that take? (b) What is your schedule like? How many
hours per week do you have lessons? (c) What is the practicum like? Do you also work or only
study? Do you have enough time? and (d) Are you interested in the topics you study? Do you
go to every lecture? Why, in your experience, do some students do poorly in the program?
Because the sample included both daytime and correspondence students, a comparison of
programs was possible. The student narratives helped identify and qualify the institutional
dimensions of programs, as described by the eight dimensions in Zeichner and Conklin (2008),
including the admissions process, fieldwork, and coursework.
The third block of questions covered student aspirations and vision of their personal
career trajectories. The questions were: (a) When you graduate, will you teach? If yes, which
subject will you be teaching? (b) Who do you know that is a teacher now? and (c) Do you have
friends who have already graduated from your institution? If yes, where do they work? As the
teachers were asked in the final interview questions, so too were students asked to externalize the
retelling of their career choices and talk about their peers, providing counterexamples and
generalizing about the process of recruitment into teaching in their region.

3.2.2. Sources of quantitative data
The Tariff Table (Russian: tarificazia) is a list of active teachers and their weekly
teaching load in academic hours assigned and subject(s) taught. The Tariff Table is produced
every year in September and updated in January (midyear), when adjustments may be made.
Though the reporting processes are similar, the Tariff Table is generated by the school, and thus
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there is variation in the format and specific information gathered (Figure 3.4 provides a visual
example). In general, the Tariff Table records the teacher’s name, teaching load by class,
individual lessons, and intensive subjects. The first page of the Tariff Table from School C is
provided as an image in Figure 3.4. The Tariff Table at School C is seven pages long and ends
with the principal’s title, name, and signature. The school and teacher names were removed
from the image to ensure anonymity. Teacher 6 on the table teaches math in 5th, 6th, 10th, and
11th grades, and an elective course to 10th- and 11th-graders, totaling a weekly teaching load of
24 hours. Between the grade and number of hours taught, the third column from the right lists
the number of students in the class, also a factor in the calculation of each teacher’s salary.
The Rechetni Listok is a monthly salary receipt (pay stub) where each teacher’s paycheck
is recorded each month, including a breakdown into base salary and supplemental payments.
The form includes the teacher’s name, subject taught, net salary, and salary supplements,
followed by itemized withholding and deductions. The school accountant prepares the report
each month and delivers it to the district finance office, where it must be checked and approved.
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Figure 3.4. Image of the First Page of the Tariff Table from School C
Муниципальное общеобразовательное учреждение
(school name removed)
ПРИКАЗ
от 13 сентября 2011 года. № 67/1-к
«О тарификации с 01 сентября 2011 года».
Затарифицировать с 01 сентября 2011 года:
№
1

Ф.И.О. учителя

Предмет
Русский язык и
литература
МХК
ОПД
Проектная деятельность

2

Русский язык и
литература
МХК
ОПД
Основы проектирования
Элективные курсы

3

4

Русский язык и
литература
Элективные курсы
Русский язык и
литература
МХК
ОПД

5

Русский язык и
литература
МХК
ОПД

6

Математика

Элективный курс
7

Математика

Класс
6Б
8Б
8Б
5А
5Б
8Б
5А

Кол-во
уч-ся
24
26
26
22
21
26
22

Кол-во
часов
8
5
1
1
1
1
1

Всего
часов
18

8А
10А
11Б
8А
8А
10А
10А
11Б
5А
5Б
11А
11А
6А
7Б
9А
9А
7Б
9А
7А
8В
9Б
8В
9Б
7А
8В
9Б
5Б
6А
10А
11А
10А
11А
5А
7А
7Б

24
29
10
24
24
29
29
10
22
21
13
13
32
29
28
28
29
28
27
23
30
23
30
27
23
30
21
32
29
13
17
13
22
27
29

5
4
4
1
1
1
1
1
8
8
4
1
8
6
5
1
1
1
6
5
5
1
1
1
1
1
5
5
6
6
1
1
5
5
5

18

Source: Authors Record Database
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21

22

21

24

21

Figure 3.5. Image of the October 2011 Tabel from School F

Source: Author’s Record Database. Note: The far left column including teacher surname has
been cropped from this image.
The Tabel is a sheet where each teacher’s attendance is marked each day. Figure 3.5
presents an image of the Tabel from School F. The image lists one teacher on each line and
notes presences or absences, including the reason for absence. The absence is recorded as
sickness, vacation leave, or maternity leave for each day of the month. For example, the fourth
teacher from the top of the Tabel, a teacher of primary grades, is marked on vacation (Russian:
otpusk), marked “o” for the days absent in October 2011. The weekends are marked as days off
(Russian: vuihodnoy), marked “v” in the Tabel. The Tabel acts as official time sheet, and the
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teacher salary is calculated based on the total number of work, sick, or vacation days. The Tabel
was computerized in several schools, although most were completed by hand.
The “Number 83-RIK” form is the official count of pedagogical staff (Russian: O chislenosti
sostava pedagogicheskikh rabotnikov). The 2011 iteration is an Excel workbook with a title
page and data sheet. The sheet includes 27 columns, or categories, and 46 rows. The form
counts each type of school employee and general demographic information for each group. For
example, line 10 for School C lists five Russian language and literature teachers—all women, all
full-time, and all serving as internal substitute teachers—three with the first professional
category, one with the second category, and one with no category. All have higher professional
pedagogical education, two have been working 10–20 years, and three have been working more
than 20 years. One of the teachers is between 25 and 35 years old, while the 4 others are older
than 35 years, but not yet retired.
Figure 3.6. Image of the form 83-RIK from School C

Source: Author’s Record Database.
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The Statistical Report of Public Schools (OSH; Russian: Otchet obsheobrazovatelnoi
shkoli) provides information about the students attending the school. It is completed once a year
in October and submitted to the district authorities. National education statistics are compiled
from the school-level RIK and OSH data sheets. The OSH is also produced in Excel and
contains a title page and 22 data sheets with information on the student body and the educational
services provided for them, including age, language of instruction, special needs, grade level,
shifts, after-school groups, parent committees, fee-based services, school resources, school
leavers, reasons for leaving, foreign language instruction, profiled subjects, disabled children,
and individualized educational services provided for them. Section 15, for example, lists 44
students leaving School C during the 2010–2011 school year from grades five through nine, of
whom 38 left in order to attend secondary specialist education, and six transferred to other public
schools. The student body used to be counted by nationality, though a recent change in reporting
has categorized this information as private, and it is no longer included in school statistics.
The education plan, or school curriculum, consists of a brief narrative followed by a table
of subjects and hours per grade for three levels: primary (grade 1–4), secondary (grades 5–9),
and upper secondary (grades 10–11). The general distribution of hours is mandated by the
national school curriculum, but school elective courses are allowed, and many after-school
extended day classes were offered where classroom space permitted (e.g., schools with only one
shift).
The staff schedule is a single page that lists the entire staff of the school, the number of
existing positions—teachers, administrative staff, and support staff—and the base salary for each
position. The overall number of pedagogical staff positions divided by the number of people
working in those positions shows the ratio (on average) of how many teaching loads are carried
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by each teacher. About one and a half was common at the 10 schools in the sample, and it was
indicated through interview data from school principals that they were incentivized to reduce the
actual number of teachers with the available staff schedule to increase each teacher’s salary and
thus “efficiency” in school staffing.
Figure 3.7. First Page of Teacher List at School E
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Source: Author’s Record Database
The teacher list is updated once or twice a year by the assistant principal (Russian:
Zavuch) and catalogs all the teachers employed at the school with their professional
qualifications. According to the teacher salary formula in Russia, in place since 2007 (see
Andrushak, et. al., 2010), a teacher’s rate of pay depends upon professional qualifications such
as education level, category, subject, and grade level. The school accountant uses the teacher list
to make sure each teacher is receiving the correct hourly rate of pay. Because one teacher may
55

teach some hours in one subject or grade level and additional hours in another subject or grade
level, there may be multiple salary calculations for one teacher.
The data columns in this list are different for each school, but most often includes the
date of birth, higher education institution attended, year graduated, specialization/profession,
years of pedagogical experience, teacher category, and other awards or recognitions. An
abbreviated version of this list is sometimes available on the school website.

3.2.3. Description of the quantitative data
The quantitative data were aggregated into a teacher data set from the administrative
records described in the previous section and stored in Excel. The Excel spreadsheet was
imported into statistical software (Small Stata, version 13) for cleaning, descriptive statistics, and
analysis. School documents supplied information for a total of 426 individual teachers at 10
schools. Among these, the variable of interest EDTYPE was recorded for seven schools, around
250 teachers, and only these observations were used for quantitative analysis because EDTYPE
was the main variable of interest. The school principals and assistant principals were omitted
from the data set because their administrative salaries were higher than the salaries for teachers.
The analysis of administrative salaries is beyond the scope of this study. In this data set, all of
the teachers in each of the seven schools are represented in all subjects. Because school records
vary in data presented, the schools provided most, but not all, of the desired measures in each
school.
The three variables used in the quantitative analysis of salary rates use labor market
outcomes such as the teacher salary, rather than educational outcomes such as student test scores.
Labor market measures of quality used here are justified because of the new salary scheme in
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Russia. Though they are not implemented identically across the education system, the new
formula for teachers’ salary includes measures of student achievement (student test scores) and
the number of students in each class (teacher popularity), which are factored into the salary
calculation as coefficients (Zaichenko, 2007). The association between EDTYPE and the
following school employment metrics was evaluated: teachers’ years of experience, teachers’
salary, and teachers’ weekly workload. In addition, the following binary metrics were analyzed:
grade level (primary or secondary) and school setting (rural or not rural).
Teacher’s years of pedagogical experience were entered into the data set as listed on the
Tariff Table/teacher list. The range of experience among teachers in the sample was as little as
one year (six teachers) and as many as 42 years (one teacher). Years of experience was normally
distributed (bell curve in histogram), but there were larger numbers of beginning teachers,
including 17 teachers with less than 5 years of experience, but only 5 teachers with between 5
and 10 years of experience. Average teacher experience among 171 observations was 22 years
(mean = 21.83, standard deviation = 10.42). The median number of years of experience was
also 22 years. Age of teachers was closely correlated with years of teaching experience, as
would be expected, since older teachers also have more years of teaching experience. In the
sample, N = 138, pair wise correlation of .92, p < 0.0001, put another way, 92 percent of the
variation among 138 teachers for whom age and years of experiences were measured coincided
(increased at the same rate and so were deemed interchangeable for the purposes of this study).
Teaching load, as represented by the total teaching hours assigned to each teacher per
week, was recorded from the Tariff Table. The Tariff Table is drawn up according to the total
hours allotted to the school based on number of classes (student enrollment). This total is
divided among subjects according to the national curriculum, and the number of hours in each
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subject are then distributed among teachers at the discretion of the school principal and/or
assistant principal. By law, the full-time teaching load (Russian: Stavka) is 18 hours per week.
Actual teacher assignments vary widely, commonly ranging between half a stavka (9 hours) to
two full stavka (36 hours). Teachers of music and fine arts often combine half load at one school
with half load in another school to earn a sufficient salary. Teachers are legally allowed to take
on as many as 36 hours per week; however, it is not uncommon that they agree to more hours
when they are available. The teaching load assignment can be understood as one of the
mechanisms that the school administration uses to reward or punish teachers.
An interactive relationship was found between teaching load and salary rate for the
teachers in the sample. As teaching load increases; salary rate decreases. In this way, teachers
with the same level of total pay may be earning that pay at different salary rates, and thus by
working different number of hours each week. The interaction is characterized by teachers who
work more hours but earn the same pay. Or, inversely, when more hours were assigned per
teacher, the per-hour salary rate became lower. The teaching load variable was characterized by
a “long right tail.” That is, there were more teachers with large workloads (36 to 52 hours) than
there were with small weekly assignments (4 to 10 hours). The lowest teaching load in the
sample was four hours, and there were four teachers with less than 10 hours assigned per week.
The highest teaching load in the sample was 52 hours, and 14 teachers in the sample were
assigned more than 36 hours per week for fall 2011. According to interview data from school
principals, the maximum limit of 36 hours per teacher per week could only be ignored by school
administration and regional authorities when school functioning depended on the particular
teacher because of extenuating circumstances. If a teacher were to be assigned the additional
hours, it was expected that they agreed voluntarily. Teaching assignments are recorded in the
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Tariff Table twice per year, but are relatively flexible in terms of internal temporary substitutions
between teachers, or reassignment of hours at the discretion of the school administration. These
day-to-day changes, partial days absent, were not reflected on the Tabel or the Tariff Table.
Teacher salary rate per hour was calculated using three pieces of data. In past decades,
the salary has depended on the hours assigned, and the chief ambition of subject teacher
associations was to lobby for more hours in the national curriculum. Overcrowded curriculums
were a result of the hourly teacher payment scheme, which has since been changed somewhat.
In this study, the salary rate was calculated using the average teacher salary over the two months
of available data. Data from these two months were combined and divided by the total teaching
hours per week from the Tariff Table for that academic year. For each teacher, the result is a
ruble amount that represents the hourly rate of pay. For each teacher, the net salary for
September 2011 and the net salary for October 2011 were used. The average rate among 226
teachers was 865 rubles per hour (mean = 865, standard deviation = 312). The lowest teacher
salary rate in the sample was 258 rubles per hour, while the highest rate was 1,740 rubles per
hour, nearly a seven-fold difference between the lowest and highest salary rate. Though the
difference between highest and lowest salary rate was large, the difference between highest and
lowest monthly salary was much larger; the highest salary was 23 times larger than the lowest.
For this reason, the salary rate was chosen as a more accurate comparison of teachers’
employment at the school level.
Two additional important factor variables included in the data are teacher category and
subject area. There are four teacher categories measured in the data set, though officially the
second category was phased out during 2012 revisions of the teacher category scheme. The new
category advancement ladder promotes teachers directly to first category. For this reason, very
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few teachers were in the second category in 2012. Those teachers who have not yet applied for
category advancement have no category recorded as “none” in the data set.
In addition to the impact of education type on individual employment, the impact of
higher concentrations of correspondence teachers at the school level was evaluated.

3.3. Procedures for Data Analysis
The quantitative analysis included multiple regression estimation. Differences between
the daytime and correspondence groups were described using t-tests for the continuous variable:
age, teaching load, monthly salary, hourly salary rate, and years of experience. Then using salary
rate, a analysis of variance tested whether these continuous variables differed by school. The
models used different combinations of teacher variables. Lastly the regressions compared
models that began with variance in salary rate by education type, and added controls in models 2,
3, and 4. In model 5, school effects were included. The goal of the analysis was not to establish
causal inference, but to identify relationships between a certain understudied professional
correspondence education, and outcomes in the workplace, in this case, salary rate.

3.3.1. Qualitative analysis of interview data
Table 3.7 provides an analytical matrix of the levels of analysis and the interview
subjects’ respective position along the professional career continuum, including three stages:
enrollment, completion, and university-to-work transition. The interview subjects were from
five groups: individual teacher, school principals, higher education students, higher education
faculty, and education policy makers. Professional aspirations, motivation to teach, and choice
of higher education institution were of particular interest in the interview questions.
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Table 3.7
Levels of Analysis
Professional Career Stages
1: Enrollment

2: Completion

Who applies to teacher
education programs (i.e.,
gender, ability, mobility)? Is
there negative selection?
What makes the teacher
education programs
attractive/unattractive?
How are prospective teacher
education students selected?
Are certain kinds of students
recruited? What type of
student enrolls in teacher
education? What is the
process of enrollment?

Who is attracted to
correspondence programs?
Is there negative selection?
How are correspondence
programs
attractive/unattractive?

B2.
Institutional
level (school)

Does the school maintain
relationships with
universities? What is the
nature of the relationship
(i.e., early recruitment, or
sending recent graduates to
gain teacher education)?

C. Policy
level
(Ministry of
Education)

What are the programmatic
features of teacher education
programs? Are scholarships
available to teacher education
candidates? How does the
support for these compare
with other professional
training?

Do school principals
differentiate between
prospective teachers who
graduated in daytime or
correspondence programs?
Do some schools have more
correspondence educated
teachers than others?
What are the programmatic
features of correspondence
programs? Are
scholarships available to
correspondence students?
What are the incentives and
opportunity costs for
students in correspondence
programs?

A. Individual
level
(teacher)

B1.
Institutional
level (teacher
education)

How does the
correspondence program
select students? How does
the academic program
differ from the daytime
program? Who enrolls in
the correspondence
programs?

3: University-to-worktransition
What makes teaching
attractive/unattractive (i.e.,
salary, social network, gender,
mobility)? What are the
alternatives? What role do
personal networks play in first
job?
Do institutions offer different
labor market opportunities?
How are practicum placements
organized? Do institutions
provide earlier career
counseling to graduates? Are
graduates given career
opportunities at certain
schools?
Do schools prefer graduates
from some institutions over
others? What does the school
do to attract young teachers?
What school characteristics are
associated with young teacher
recruitment?
Are there incentives for new
teachers? What policies exist
to support the transition into
teaching for graduates?

The reverse tracer study methodology was used to identify how current teachers were
trained, and through what pathways. Biographical, semistructured in-depth interviews with
teachers were used to build a narrative of how decisions were made to enter the profession and
gain teacher education (or not). The narrative included choices about university enrollment,
choice of program, and descriptions of the transition to work after university graduation.
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The final merging and comparison of quantitative and qualitative results brings two
portraits of correspondence education together, one close descriptive portrait of correspondence
education from the point of view of past and current participants, and one portrait looking
directly at school-level teacher outcomes across the correspondence and daytime groups.

3.3.2. Multiple regression analysis
The variable of interest is EDTYPE. This variable represented whether a teacher had
obtained his or her higher education degree by the correspondence (code 0) or daytime (code 1)
program of study. Regression analysis was employed to determine if EDTYPE had a measurable
effect on employment outcomes (salary, hours assigned, or years of experience) at the school. In
this way, the school-level employment outcome variables were used to estimate the effects of
EDTYPE on teacher work. Model 5 explains about half of the variance measured in the data
(Adj. R2 = 0.68), and the results of the regression analysis are presented with the quantitative
results in Chapter 6.
Confounding variables were excluded from the regression equation to increase power.
Minimizing the number of possible relationships measured by any given equation can strengthen
the analysis, because additional degrees of freedom are gained. Age was excluded from the
regression because age and experience are closely correlated (92 percent). Additionally, gender
did not vary sufficiently to merit an analysis of covariance with the other teacher variables.
Twenty males were among the 305 teachers, or 6.5 percent of the sample.
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3.3.3. Role of the researcher
The nature of this research requires a brief note on the unique qualifying experiences of
the researcher. Russian language fluency was necessary, as was a deep cultural understanding
(Murnane & Willett, 2011). The researcher lived in Russia for six years, studying and working
in St. Petersburg, first as an exchange student at Smolny Institute for Liberal Arts and Sciences
in 1999–2000 and then as Director of Russian Language and Area Studies Programs at Herzen
State Pedagogical University from 2001–2006. The researcher’s graduate education at Columbia
from 2006 to 2012 included a master’s thesis, Teacher Salary Reform in the Russian Federation:
2003–2008, which evaluated the impacts of teacher salary reforms in Russia by desk review
(Weeks-Earp, 2009).
Additionally, the researcher had field experiences in the postsocialist education systems
in Uzbekistan, resulting in a report by Cooper, Narolskaya, and Weeks-Earp (2010), and then in
Kyrgyzstan and Tajikistan, resulting in a report by Tate, Shamatov, and Weeks-Earp (2011),
which included interviews with teachers and school principals that contributed considerably to
the development of the methods and questions that appear in the instruments used in this
dissertation. As the graduate assistant to Gita Steiner-Khamsi during fieldwork for the UNICEF
study (UNICEF, 2011) on teachers, the researcher gained valuable experience designing,
conducting, and reporting education policy research. The researcher reads, listens to, and speaks
the Russian language fluently and has accumulated a large vocabulary in the Russian language
and a thorough understanding of school organization, education administration, and teacher
policy in Russia. Without this prior knowledge, the research described here would not have been
possible.
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3.3.4. Confidentiality of subjects
Great effort was exerted to make sure that confidentiality for all subjects was maintained
throughout the study. The teachers, schools, and districts included in the study are not identified
by name in the data sets or the dissertation. Letters and numbers were assigned to districts,
schools, and teachers to ensure that personal or sensitive information was protected. The school
records are to be destroyed after the data analysis is complete. The data sets will be documented
(Word and Excel documents) for future secondary analysis by education researchers in Russia
and the United States.

3.3.5. Limitations of the mixed methods design
Mixed methods are indispensible for this type of study, but still bear some risks. The
combination of qualitative and quantitative analysis is more powerful together than each might
be viewed in their own right, but they do not construct or offer causal relationships between the
observed phenomena and dependent variables, in this case between type of teacher education and
teacher salary rate. By nature, a study of this kind is not undertaken on a large scale. Because of
limited resources, and because the data were gathered by only one researcher, the scale was
relatively small. Yet, this level of detail has not been attained in any public or known data set to
date, and so it is a unique approach that helps build a more complete understanding of teacher
employment, teacher career pathways, and the complex nature of school-level employment
regarding compensation. The typology of correspondence teachers established includes
important characteristics that are otherwise unavailable together. No existing data set combines
important teacher information the way this small-scale study has done. There is no Russian data
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about teachers that would show how teachers are distributed according to whether they attended
teacher education by correspondence or daytime programs.
The study was conducted during what could be considered a difficult year, while the
Russian Ministry of Education and Sciences was (for the third time since the breakup of the
USSR) considering what to do about teacher education, including the copious infrastructure of
pedagogical institutions densely sprinkled across Russia. These institutions found themselves
under the microscope in 2012—not in a constructive, scientific, or productive sense—but the
government appeared to have been looking to “take action” and “fix something” while saving
money and establishing loyalties by merging many of these institutions, and thus taking some off
the budget. Was this a bad year for policy? The answer is no, but it was not an easy year to be
asking department heads about how they viewed correspondence enrollments when compared to
daytime enrollments. While they seemed confident that their institutions were important enough
to stay open, they had seen a significant decrease in federal budget money since 2010, and the
future looked unclear.
Overall, it was an eventful year, including preparation for the Winter Olympics in Sochi
2014 and some political unrest (the whole world watched as thousands of people took to the
street in Moscow in the winter of 2012). Commentators said that President Putin would not
introduce unpopular social policy, a certain trade-off between reform progress and personal
popularity. After the Olympics, the Russian-Ukrainian international situation scrambled
relations with Europe and the U.S., and now unfortunately there seems to be no end to the “new
cold war.” In summary, the timing of this study was during a year when the Russian policy
makers were lurching forward with serious, ambitious, and meaningful reform, and the future
was fairly unpredictable.
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In Webber’s (2000) School, Reform, and Society in the New Russia, interview data for
three large cities, Moscow, St. Petersburg, and Yaroslavl, were gathered in order to probe
political aspects of education reform at the national level. This dissertation is different from
Webber’s (2000) research in that the analysis occurs at the regional and subregional levels and
not on the national level. The conclusions must be interpreted in the narrow context of one
Russian province, and not Russia in general. Additionally, the current study is focused on public
education only, whereas Webber (2000) surveyed both public and private schools.
The school data is imperfect. Even here, where data were gathered from fairly simple
forms, in-person, and from a small number of schools, there were certain inconsistencies in
record-keeping that should be noted. One limitation of quantitative analysis of a small sample is
that only a large effect will be detected. The sample was not envisioned to provide generalizable
findings beyond the school, neither for the province nor for Russia, as previously discussed.
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CHAPTER 4: TEACHERS IN RUSSIA, THE PROVINCE, AND THE SAMPLE

The second half of the dissertation—Chapters 4 through 6—presents the results of the
research. As a preface to the chapters that directly respond to the two research questions,
Chapter 4 contains a description of the teacher workforce in Russia, the province, and the
research sample in terms of teacher gender, age, education level, qualification, and salary.
Following the national, provincial, and sample reports, the 10 schools in the sample are
described in detail.

4.1. General Characteristics of the Teacher Workforce
A considerable amount of data on teachers in Russia was gathered for the current study.
At the national level, data was gathered from publically available sources; at the province level,
from the Ministry of Education and Science; and in the sample, using the teacher data set that
was created specifically for the study with data from school records gathered and compiled by
the researcher.

4.1.1. The teacher workforce in Russia
For a better understanding of the “universe of teachers” used in this analysis, the teacher
workforce in Russia is defined to include public schoolteachers in grades 1–11. In the 2011–
2012 school year, 1.04 million teachers in state and municipal schools were counted.
Interestingly, the research was conducted during a time when the total number of teachers
declined by 7 percent between 2009 and 2014 (Federal Service for State Statistics, 2014).
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During the same period, the number of pupils remained relatively unchanged, increasing from
13.6 million in 2009 to 13.7 million in 2014 (1 percent).
Based on a review of teacher data available for Russia in 2012, the teacher population is
highly feminized in Russia. Primary education teachers in grades 1–4 in Russia are 98.9 percent
female, and secondary teachers in grades 5–11 are 89.2 percent female. In higher education, the
proportion of female instructors is 61.5 percent. Reflected in these percentages is the high level
of feminization of teaching in Russia and the decreasing percentage of women teachers in higher
levels of education (Gokhberg et al., 2013).
Figure 4.1. Age Distribution of Teachers in Russia

Source: Federal Service for State Statistics, 2010b.
The age distribution for workers in the Russian education sector (see Figure 4.1) is
approximately the same (within several percentage points) as the age distribution of workers in
the entire economy (FSSS, 2010b). However, where pensions are concerned, teachers have a
68

privileged status and are less likely to retire when they reach pension age than are workers in
other sectors. Because teachers have privileged pension standing and are allowed to continue
working after receiving a full state pension at age 55 (women) or 60 (men), or after 25 years of
service, many teachers continue to teach full-time and receive state pensions simultaneously.
This exception influences the timing of retirement for older teachers and affects the
replenishment of cadres, making the relative demand for teachers less predictable than it is in
other sectors.
Pensioners comprised 11 percent of the Russian teacher workforce in 2000. By 2009, 18
percent of those teachers were older than the retirement age, signaling an aging teacher
population (Gokhberg et al., 2013). The pension scheme was inherited from the Soviet Union
and has changed relatively little since the 1960s (Sinyavskaya, 2004). Under this scheme, it is
very common for retirement-age teachers to receive their salary and pension simultaneously, a
policy that effectively subsidizes the low salaries of experienced teachers with pension income.
For the group between 50 and 59 years of age, the Independent Institute for Social Policy
(Sinyavskaya, 2004) reported the distribution of pensioners and non-pensioner workers by
industry. The findings showed that among workers aged 50–59, 10 percent of men and 27
percent of women were receiving both pensions and salaries in education. The percent of
pensioners working in education was 10 points higher than in health care, the second largest
sector with workers simultaneously collecting salaries and pensions (Sinyavskaya, 2004). The
reason for the privileged pension policy is recruitment:
This system of early retirement pensions including those for long service was established
in the early 1930s to develop the state labor market rather than for health protection
reasons. It was used to attract the labor force to work in unfavorable conditions (e.g.,
chemical and oil industry, coal mines, transport, etc.) . . . but also for long service
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(sailors, civil aviators, air traffic controllers, cosmonauts, sportsmen as well as
schoolteachers, and rural medical workers). (Sinyavskaya, 2004, p. 3)
It is also possible that the privileged pension contributed to retention in the latter half of
the 20th century, and ultimately created the current shortage of young teachers in Russia by
crowding out recent graduates. Individual pensioners collect 55 percent of their average salary
from the previous two years, or best five years of record, when they reach pension age. Should
they continue to work and receive a pension, the pension increases by 1 percent for each addition
year of work (Sinyavskaya, 2004).
Teacher salaries vary widely among the 84 territorial subjects of the Russian Federation
(Monusova, 2009). The average teacher salary in Russia was 19,453 rubles per month ($608) in
2011 (Our New Schools (Russian: Nasha Novaya Shkola), 2013). Average teacher salaries for
2011 in Russia and the province were calculated using a four-month average (September,
October, November, and December in 2011). Table 4.1 reflects the variance in salaries across
the territorial subjects of the Russian Federation.
Table 4.1
Variance in Teacher Salaries in Russia (2011)
Territorial subject
What is measured
Russia
National average
Dagestan
Lowest average
Chukotka
Highest average
The province
Province average
The sample
Sample average

Average teacher salary (USD)
608
338
1,796
653
698

The lowest average monthly salary among Russian provinces was in Dagestan, at 10,804
rubles ($338) per month. The highest average teacher salary was in the Chukotka autonomous
region, at 57,482 rubles ($1,796) per month (Our New School, Table 4.8.1, May 26, 2012).
Chukotka is a very remote northern province with natural resource wealth and low population
70

density. Dagestan, in the south, borders Chechnya and shares complex challenges of poverty,
conflict, defunding of education, and general instability. Even though these two regions are
outliers, the five-fold disparity in salaries is notable.
The situation of young teachers was investigated in 2010 by a joint commission that
included UNICEF and the Russian State Statistical Agency. Young teachers in Russia were
reportedly disadvantaged in the workplace because they earned less and sometimes experienced
verbal abuse from older teachers or administrators (UNICEF & Rosstat, 2010). In the UNICEFRussia statistical report on youth, only 11 percent of teachers were younger than 29 (UNICEF &
Rosstat, 2010). Young teachers were earning less than their older counterparts: on average,
12,486 rubles per month ($390), or 88 percent of an older teacher’s earnings in secondary
grades; and 13,556 rubles per month ($423), or 76 percent of an older teacher’s earnings in
higher education (UNICEF & Rosstat, 2010). During interviews with young teachers for this
dissertation, respondents reported the following reasons for their low salaries: low teacher rank
(based on professional category), fewer teaching hours available, and ineligibility for stimulus
pay during the first year of work. “Stimulus pay” is one factor in the teacher salary that in theory
is determined by student achievement at the class level. According to the salary scheme, the
teachers of students who perform well on standardized tests and local academic competitions
receive salary increases, recalculated semiannually in September and January. But new teachers
are only eligible for the stimulus payment after they have been teaching September to January.
Because more experienced teachers enjoy higher hourly rates of pay and are able to earn
stimulus pay, their salaries tend to be higher.
In 2009, 82 percent of public schoolteachers in Russia held higher professional degrees
(FSSS, 2010b). These numbers do not include substitute teachers or those professionals working
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at specialized institutions. Specialized institutions exist for children with disabilities, grouped by
physical handicaps, deaf children, or children on the autism spectrum.
Among teachers without a higher education degree, held a secondary vocational
pedagogical degree (FSSS, 2010b, p. 51). The secondary professional was previously the most
common qualification for teachers of primary grades (grades 1–4). The remaining 3 percent of
teachers were counted with incomplete higher education or no postsecondary education. Overall,
the vast majority, 97 percent, of Russian teachers were qualified according to previous
requirements, comparable to the United States, where 96 percent of teachers hold at least a
bachelor’s degree as their highest level of education (NCES, 2012).
The 2012 Law on Education specified the purpose and process for teacher certification in
the Russian Federation in article 49. A teacher’s category formerly progressed with years of
experience in steps that were predictable and guaranteed. The teacher attestation process
introduced by the Ministry of Education and Science of the Russian Federation (MOES, 2010),
was relatively new at the time of data collection. Thus, teachers and school principles were
coming to terms with how to retain professional categories earned under the previous scheme
and how to help young teachers navigate the new system. The major differences in terms of
category advancement taking effect in 2011 were that the initial attainment of category was not
automatic based on years of experience, but through an assessment of each teacher’s professional
activity. The second category was also discontinued, so the number of teachers in it was
abnormally small. Because the second category became obsolete after 2010, the teachers who
gained a category in or after 2011 advanced immediately to the first category, and the number of
teachers pursuing attestation in a given year became more predictable.
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4.1.2. The teacher workforce in the province
In the province where the sample was established, 93 percent of the 13,000 public
schoolteachers were women in the 2011–2012 school year, with a higher percentage in primary
grades (99 percent) than in the secondary grades (90 percent).
Data for the age distribution of teachers in the province is available in three categories.
In 2011–2012, there were approximately 760 “young teachers,” that is, less than 25 years old,
and they made up 6 percent of the total teacher population. Another 2,000 teachers were counted
in the age range between 25 and 35 years old, or 16 percent of the total teacher population in the
province. Finally, approximately 10,000 teachers (78 percent) were older than 35 years, and of
those, almost 3,000 teachers (21 percent) were receiving pensions and working. The average
teacher salary in the province was 20,901 rubles per month ($653) in 2011 (MOES, 2011).
The highest level of education attained by teachers in the province for the 2011–2012
school year is given in four groups. Among 12,928 teachers, 86 percent (11,159 teachers) held
the higher professional degree, and 13 percent (1,693 teachers) held the secondary professional
or vocational degree (Russian: Uchilishe). Less than one percent of teachers held the basic
vocational degree (21 teachers) or a secondary education high school diploma (48 teachers). Not
all of the degrees earned by teachers (secondary or higher professional) were pedagogical
(education majors). A small number of the 11,159 higher professional degrees, 5 percent (585
teachers), were in fields other than education. A larger proportion of the 1,693 secondary
professional degrees held by teachers in the province, 10 percent (175 teachers), was also in
fields other than education.
The 2011 teacher certification process in the province included two parts: a written exam,
and a portfolio of professional accomplishments (Eremin, 2012). Attestation for public
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schoolteachers is mandatory every five years, meaning new teachers must advance, and
experienced teachers must either advance or recertify their knowledge and skills at five-year
intervals. This policy brought many teachers to take the tests and create portfolios that would
not have otherwise pursued category advancement. At the same time, some teachers lost their
previously earned status after failing the attestation exam, leaving and returning to the
profession, or declining to participate in the new attestation system. The assessment of teachers’
professional activity is organized by a school-level commission and coordinated by principals
and assistant principals. Among the 13,000 teachers in the province, 3,843 held the higher
category, 3,466 held the first category, 1,466 held the second category, and 4,050 had no
category.

4.1.3. The teacher workforce in the sample
In the school sample, 216 of the 232 teachers were female, and 16 were male. There
were no males among primary grade teachers in the sample; 100 percent of the teachers in
primary grades were female, while 93 percent of the secondary grade teachers were female,
matching the level of feminization to the province almost exactly.
In the school sample, there were no teachers under the age of 20 years. For the age
category of teachers between 20 and 29 years old, there were 21 teachers (9 percent); between 30
and 39 years, 35 teachers (15 percent); between 40 and 49 years, 73 teachers (31 percent);
between 50 and 59 years, 51 teachers (22 percent); and over 60 years old, 52 teachers (22
percent). There were more teachers of pension age in the province (21 percent of pension age)
and the sample (22 percent of pension age) than in Russia as a whole. In Russia, 18 percent of
teachers were of pension age and still working. Accordingly, there were proportionally fewer
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teachers between 20 and 29 years old (9 percent in the sample versus 23 percent in Russia). A
large number of teachers (30 percent of the sample) was of retirement age, including 66 women
and 3 men. Figure 4.2 shows the distribution of years of teaching experience among teachers in
the sample. Teachers’ age was closely correlated (.92) with years of teaching experience for
teachers in the data set.
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Figure 4.2. Teachers’ Years of Experience in the Sample
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Note: N=171 teachers, mean = 22 years of experience.
The data on years of experience among teachers suggest that there is a normal
distribution; the average number of years of experience is also the most frequently reported
number, 22 years. One column on the far left of the teaching experience distribution in Figure
4.2 shows that 19 teachers are relatively new, with 5 or fewer years of experience, indicating
both that retention of less-experienced teachers is low and that recruitment of new teachers has
been successful in the past five years.
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The average teacher salary in the sample was 22,322 rubles per month, or $698
(combined average over two months, September and October 2011 for N=238 teachers). Both
the monthly salary and salary rate of each teacher were used in the analysis. Salary rate is a
ruble-per-hour figure, generated individually for each teacher in the sample. The salary rate was
calculated by dividing the total monthly salary by the hours worked in one month (weekly
assigned load multiplied by four). The hourly salary rate is a closer, more accurate measure of
teacher pay because it accounts for the number of hours each teacher is assigned.
The distribution of the salary rate, shown in Figure 4.3, has is right skewed; more
teachers were paid at an hourly rate lower than the average rate. The teacher’s salary is
calculated with a number of factors, or coefficients, that account for school factors such as
number of students and school status (gymnasium or lyceum) in a given academic year. In this
way, the salary rate is higher for teachers at larger schools, but also higher for a teacher with an
advanced professional category. The teacher salary formula has been revised in the past decade
in Russia. And although the teacher salary formula is not a subject of focus in the current study,
such a study would be worthwhile, considering the number of teacher salary reforms introduced
in Russia. Figure 4.3 charts the earnings of teachers as a ruble-per-hour rate that varies by
teacher, which was calculated using original data from school records.
Figure 4.3 is based on the salary rate for 226 teachers in seven schools. School principals
and their deputies are not included among teachers represented in the salary rate analysis. The
average rate of pay per hour for teachers in the sample was 865 rubles per hour ($27).
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N= 226, mean = 865 rubles per hour ($27).
Using the salary rate, the variance among groups of teachers can be compared. The
average salary rate for teachers who completed daytime education programs is just above the
average (875 rubles per hour), while the average salary rate among teachers who completed
correspondence education programs is below average (854 rubles per hour). The largest range in
salary rate is observed between schools; school D is the highest average salary rate (1,235 rubles
per hour) while school G has the lowest average salary rate (468 rubles per hour). In the figures
presenting school-level data, it is useful to remember that Schools A, B, and D are semi-urban;
E, F, and G are rural; and H is urban. School A is hidden from view because it overlaps with
school F.
Salary rate varies widely between schools because different types of schools have
supplements for intensive subjects, or because of their gymnasium or lyceum status. Table 4.2
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lists the schools in the sample by type and provides average salary rate and teaching load for
each school.
Table 4.2
The Salary Rate and Teaching Load in Seven Schools
Mean salary rate
School
(rubles per hour)
A: Gymnasium
758
B: Education center
707
D: Military
1235
E: General education
654
F: General education
756
G: Lyceum
468
H: Education center
844

Mean teaching load
(hours per week)
26
26
24
32
21
30
29

The relationship between salary rate and teaching load in the school sample suggests that
different teacher compensation strategies are used at different schools. School E has a relatively
low rate of pay for teachers but shows a larger average teaching load. School G is similar;
teachers earn a low average hourly rate of pay but are assigned more hours per week than are
teachers at the other schools. Both schools E and G are rural, and this may be a trait or strategy
of a rural school.
The teaching load is an important determinant of teacher salary, since the payment
scheme used in Russia is essentially an hourly pay used to distribute salaries by actual teaching
hours (Steiner-Khamsi, 2007) multiplied by hourly pay rate. One full stavka (represented in
Figure 4.5 by a horizontal line) represents the full-time teaching load of 18 academic hours per
week. Figure 4.5 shows that the majority of teachers at every school in the sample were working
more than an 18-hour load.
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The level of education of teachers in the sample was approximately the same as in the
province. About one-fifth of the sample, or 14 percent (33 teachers), had less than a higher
professional education, and 86 percent (197 teachers) held higher professional education degrees.
The proportion of teachers with no pedagogical degree is higher in the sample than in the
province. Among 197 teachers with higher education degrees in the sample, 16 percent (31
teachers) were not in the field of education, while 18 percent (6 teachers) of the 33 teachers with
secondary professional degrees in the sample were not in the field of education.
Category is the term used to demark teacher professional rank. There are four teacher
groups of teachers when teachers in Russia are divided by category: None, Second, First, and
Higher. The second category was phased out during 2012 and so the new category advancement
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ladder promotes teachers directly to the First category. For this reason, very few teachers were
in the Second category in 2012. The category is the professional ranking system and was
awarded through years of service during the Soviet times, but under new “market driven”
practices, the category is awarded through a rigorous evaluation of professional work. The
evaluation is executed by a school advisory panel, and includes a teacher exam and portfolio
review. Those teachers who have not yet applied for category advancement have no category
referred to as “no category” or “none” in the study.
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Figure 4.6. Professional Category and Teachers’ Age in Years
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Figure 4.6 shows the teachers’ age in four different qualification levels for the sample.
Sixty-six teachers in the sample held the highest category. They were 48 years old on average;
the youngest teacher with higher rank was 35 years old, and the oldest was 66. The first
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category, with 65 teachers, was 46 years old on average, the youngest teacher to hold first
category was 28, while the oldest was 64. The smallest group, 16 teachers in the second
category, was 42 years old on average; the youngest teacher with second category was 30 years
old, and the oldest was 53. Finally, among the 45 teachers with no category, the average age was
40 years; the youngest was 23, and the oldest was 64. The figure demonstrates the wide range of
ages within each professional category and the tendency for older teachers to have higher
professional categories.
Figure 4.6 demonstrates how few teachers remain in the second category group, and the
average salary rate for the second category teachers as a group is not much higher than the
average for teachers with no category. Aside from this anomaly, the salary rate increases for
each category group, as would be expected. Table 4.3 lists the regression results comparing the
average salary rate of teachers with “no category” to those with a Second, First, or Higher
category qualification. The salary rate was significantly higher for teachers with First (p < 0.03)
or Higher category (p < 0.00), but not significant for the second category (p < 0.781).
Table 4.3
Regression Estimates for Salary Rate and Teacher Categories
Category
Coefficient
Standard error
None, constant
735.42
43.93
Second
21.67
77.89
First
120.51
56.00
Higher
269.11
54.92

T
16.74
0.28
2.15
4.90

P > |t|
0.000
0.781
0.033
0.000

The results show that category advancement was estimated to increase the teacher salary
rate by 21 rubles per hour when a teacher advances from no category to second category, and by
120 rubles per hour from no category to the first category. Additionally, teachers holding the
higher category earned 269 rubles more per hour than did teachers with no category.
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Interestingly, the average age of the teachers in each category group also increased, from 40
years among teachers with no category to an average of 42 years among teachers with the second
category, 46 years among teachers with the first category, and 48 years among teachers in the
higher category.
The coefficient represents the rubles per academic hour earned by teachers in different
categories. Teachers with the higher or first category qualification were earning significantly
higher (p < 0.001) salary rate (mean = 934, standard deviation = 297) than those with second or
no category (mean = 742, standard deviation = 305).
The results show that category advancement was estimated to increase the teacher salary
rate by 21 rubles per hour when a teacher advances from no category to second category, and by
120 rubles per hour from no category to the first category. Additionally, teachers holding the
higher category earned 269 rubles more per hour than did teachers with no category. The
average age of the teachers in each category group also increased, from 40 years among teachers
with no category to an average of 42 years among teachers with the second category, 46 years
among teachers with the first category, and 48 years among teachers in the higher category.

4.2. School-Level Analysis
The 10 schools in the research sample were identified for their diversity in terms of size
and urban proximity in order to satisfy the selection criterion of maximum variation. Beyond
size and setting, the schools varied in important ways, and this qualitative description provides a
more complete description of school contexts in the province.
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Table 4.3
The Types of Schools in the Sample
School
Grades
Setting
A
1–11 Semi-urban
B

5–11 Semi-urban

C
D
E

1–11 Semi-urban
1–11 Semi-urban
1–11 Rural

F

1–11 Rural

G

1–11 Rural

H

1–11 Urban

I

1–11 Urban

J

1–11 Urban

Student enrollment
Type
843 Gymnasium
Education center with
662 intensive study of science
subjects
638 General education
1,054 Military town
78 General education
General education colocated
227
with arts program
General education
143
historically religious town
803 General education
Lyceum with intensive
962 study of arts and science
subjects
Education center with
943 intensive study of foreign
languages

The schools can be grouped by district. In the regional capital, three sampled schools are
considered urban, with the largest student bodies and the most staff—between 45 and 65 teachers
in each. Another three schools are in a surrounding rural district and located in small villages.
Small rural schools in the sample enroll under 100 students, staffing between 14 and 25 teachers.
In the middle, four schools are semi-urban, that is, in proximity to the city, but in residential
areas at the edge of the city or in small towns.

4.2.1. Description of the schools in the sample
The schools in the sample are typical of the province in that they represent how large
(more than 1,000 students enrolled) and how small (less than 100 students enrolled) schools
operate. The Ministry of Education in the province reported that 145 schools were teaching
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intensive subjects in 2012. The school sample is representative of both the variety of school
types in the province and the range of school sizes. In the following profiles, school principals
gave their own responses to the question: Is your school typical in the province?
School A: This semi-urban school has just over 800 students and 45 teachers, 5 of whom
are long-term substitutes. The school was founded in 1982 and attained the status of gymnasium
in 2002. School A includes grades 1 though 11. From the school visit in 2012:
Was there a difference between what the school delivered before it became a
Gymnasium and now?
Oh yes, of course. We have a different curriculum. We also have both budget and
nonbudget resources. Right now, a big priority for us is we are getting computerized.
Is your school typical of the oblast?
No, it is a gymnasium, and this means it is larger, better financed, and our results are
better. Our neighbor school just down the road, they have a smaller student population,
and the conditions are very poor, and the education is worse there.
One of four schools sampled in District I, the school has several unique qualities. One of
School A’s recent principals moved into a leadership role at the district level and at the time of
the interviews was serving as Minister of Education for the province. The principal at School A
thus enjoys a sure relationship with official bodies, not in the sense that the school attracts more
resources, but rather that a mutual understanding and sense of trust exists between them that did
not exist for other schools. The school staff is very proud of their former principal, and the
relationship is mentioned in multiple individual teacher interviews.
School B: This secondary school, serves grades 5 to 11 only, with 650 students enrolled.
The change to teach exclusively secondary grades was recent, following the school optimization
policy of the Ministry of Education. The staff includes 45 teachers, and the academic
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expectations are very high. Like School A, School B is connected to the current Minister of
Education; his daughter is a recent graduate. School B has important industry partnerships with
the local oil company. Industry partners supply materials and equipment for science classrooms
bearing their brand, and the schools teach technical skills that are in demand, especially for the
oil company. According to the teachers, many School B graduates pursue careers with the local
oil company. From the conversation with assistant principal in 2012:
The optimization occurred because they wanted to channel more resources to the
intensive subjects in sciences and humanities respectively. They have several “oil
company” classrooms, and extra staff who come from the university teach elective
courses in the sciences. Teachers in the company classes have an extra company
supplement.
The assistant principal says that the small semi-urban town has fewer than 25 schools, 5
or 6 of which she considers very strong schools. During an interview with the principal, she says
that the school becomes very competitive after ninth grade:
Would you say this school is typical for the Oblast?
Not really, but we are also not exceptional. We don’t have any special [Russian:
avtorsky] philosophy or way of doing things. We do have status, however. We are an
“educational center,” and we teach only 5th–11th grades.
Our 10th and 11th grades are the largest of any school; we attract students from other
schools after 9th grade. We have “oil company” classes.
We start with fifth graders, and we teach them our rules. After ninth grade, some choose
not to continue here, and others are accepted, so it is a new selection process.
Are all of your ninth graders allowed to stay on if they want to? Or do they have to apply
again?
They are allowed to, but if they are not very strong academically, they sometimes drop
out after 10th grade. There are three subjects they can specialize in after ninth grade, and
they have to make a choice. Physics, math, or literature. Each year, it depends on how
the fifth grade class was put together.
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In ninth grade, we also have three tracks for technical sciences (two classes), literature
(one class), and regular general education (one class). The general education students are
expected to go to secondary specialist education after ninth, but last year about six of
them stayed and went into the sciences. They started a chemistry/biology-intensive
group as well. Each year, we provide what the students (their parents) select in terms of
subject-intensive 10th grades. The two “science” ninth-grade classes, we expect that they
will all continue to study here.
The 9th grade exam is good, because it shows that if the student had a 3 in math, the
parents should be prepared to help the student a lot more in 10th and 11th grade, if that
student wants to get the attestation.
But a three is a passing grade, right? Why should they be worried?
A three on the GIA does not mean you will get a three on the USE. The exams are very
different, and the USE is much more difficult [Russian: eto ne tosze samoe]. In 11th
grade, it will be much harder; the expectations are higher.
The other difference is that if a student does not pass the ninth-grade exam, then you can
take it again in traditional written format at the school. Your teachers grade you, and
they can pass you.
If you do not pass two subjects on the USE, and math and Russian are mandatory, then
you don’t get your attestation. If you don’t pass one, then you can take it again, but you
go with everyone and take it on computer in a monitored room, that is, in the same form.
It is a standardized test both times.
Every year, 3 or 4 students leave after 10th grade because they realize that it will be too
hard. Secondary specialist education is also free, so many choose that route, even those
who plan to go on for higher education.
School B is unusual in that it provides a curriculum that includes certain tracks in the
sciences that reflect the preferences of the families it serves. At the same time, like School A,
the school serves relatively privileged families and has very high-performing students.
School C: This large school in District I is on the outskirts of the city but has officially
been designated (this year) as rural. School C enrolls 675 students in grades 1 to 11 and operates
in two shifts. There are 38 teachers, and the principal notes that the teacher collective is strong
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because most of them attended this same school. He himself attended, and his wife and mother
are current teachers at School C. His two children attend the school as well.
Is your school typical for the region? Is there anything different here?
Yes, we are typical, just like everywhere.
How do you attract new teachers to your school?
We get a lot of our own graduates who come back. There is a state program where we
can request a grant for pedagogical education for a recent graduate, supported by the
ministry on education, and the student promises to work for us when they graduate. They
get a discounted entry to the university, but they still have to be serious student. They
have to get in. The school guarantees them a place to work, and it’s a good deal for
everyone.
The assistant principle says that because it is situated on the edge of the city, School C
enrolls students from two districts, and the students who come to them are from families who
cannot afford to attend the gymnasium or lyceum schools. School C has both a large student
body and a rural supplement of 25 percent paid to all teachers, the salaries are higher than in
other District I schools. The average salary rate in the sample was approximately 850 rubles per
hour; at School C, the average salary rate was 1,200 rubles per hour.
School C was dropped from the quantitative analysis because only one teacher was
identified as having attended a correspondence education degree program, the main variable of
interest. One out of 38 teachers was deemed an unreliable measure of correspondence
attendance, since during teacher interviews at School C, more than one teacher self-identified as
a correspondence education graduate, and because the other schools in the sample reported that
20 and 30 percent of their teachers attended by correspondence.
School D: This school was unusual for two connected reasons. School D opened in 1994
in a military town. School D stands out because of its high rates of pay to teachers and its well87

organized induction program. Because the school is so closely associated with the military, it is
the highest level of government “enfranchisement”—the particular process by which this
military town keeps its only two schools staffed, supported, and well-kept. The deputy principal
described the nature of staffing the school in this way:
The school was founded after the Berlin Wall fell, when Kohl and Gorbachev agreed to
move the military out of Eastern Germany. So, they all settled here, and by 1994, we
needed another school. That is when this school was built.
Everyone who lives here is in the military, so the nature of staffing is different than in
“normal” schools. All of our teachers are the wives of military personnel. There is a
considerable amount of turnover, because families move when the military gives them a
new assignment, sometimes in the middle of the year. This is true for teachers and
students alike.
In 1994, we had about 2,100 students, in two shifts, and we were bursting at the seams.
Then there was demographic decline, and we have about 1,000 students now. Since
September, we have had six students enter the school and 15 students leave [the interview
took place at the end of November, 2012]. That is a lot of mobility for a school, but for
us, it is business as usual.
We pay close attention to the socialization of students and teachers when they arrive. It
has an effect on the school, of course, always integrating new blood. New is not good or
bad; it is just a unique characteristic for this type of school.
Once we surveyed our teachers (this was when the school was larger), and we had 113
cities of the USSR represented in a staff of 150 people. Teachers were from everywhere,
and from the best pedagogical institutions of the Soviet Union. In my opinion, this
diversity is a great advantage.
School D is the largest in the school sample, with eight administrators, operating in two
shifts, accommodating about one-third of the students in the second shift. Grades 1 to 11 are
taught at School D, but a large number of students leave after the 9th grade to attend vocational
and other two-year professional programs. One history teacher during an interview noted that in
the previous year, four 9th-grade classes had shrunk by half to only two 10th-grade classes in the
current year. (School D, Interview 2, November 2012).
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School E: This rural school in District II is the smallest school in the sample, with 70
students enrolled and 14 teachers, serving grades 1 to 11. It is a two-hour drive from the regional
capital, though many local residents still commute that distance every day. Another 45 students
are enrolled in the colocated kindergarten classes, meaning that in future years the school’s
student population should grow if the demographic “recovery” continues. All students walk to
school in this small village, there are no school buses, and the school has no cars. In
conversation with the principal and assistant in September 2012, they described the area in this
way:
A few years ago, there was some movement to cut the grades taught down to nine. The
parents and teachers were all upset about it, and then nothing happened. The local
district head is relatively new, and over the past two or three years, many school
principals have changed. The principal says he is “a mover and a shaker.” Not everyone
is willing to put up with him.
The village used to have one milk-processing plant and one large fertilizer production
factory. These were big employers. Now most families have jobs in the regional center
town, or they go all the way to the city each day. Every family has a car, the principal
reports, and a computer at home. Compared to other areas, the village is pretty well
situated [close enough to the city] and has survived because of this urban proximity and
the fact that the school is still there.
The 10th grade had only three students this year, and the 11th grade had two. The principal
notes that the students effectively receive individualized education.
School F: This rural school opened in 1910 in District II, but its current building dates to
1969. In 2012, with just over 200 students and 21 teachers on staff, School F offers grades 1 to
11 and is colocated with an arts center providing after-school programming for children age 2 to
18 years old with classes in dance, singing, choir, music, and fine arts. A kindergarten also
serves children from age 2 to 7 years old. School F has an advantage over village schools
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because it still has some housing to offer new teachers. The assistant principal says housing is a
key factor in attracting teachers:
How do you attract new teachers to this school?
Mostly we recruit our own graduates. We take advantage of the possibility that students
request their practicum placement here. The new primary teacher is our former student.
We always get our students to do it.
For anyone who moves to the village, the most important incentive is housing. All the
teachers who were not from here have been offered housing. They usually don’t have
any possibility to build their own or buy a house. So, that is a big factor.
What are the reasons that teachers leave?
One teacher of Russian language was married and moved to another village. She teaches
there. Another teacher had to quit for health reasons. Most teachers leave only for
retirement.
The 10th and 11th grades at School F also are much smaller than the previous 9th grade.
About one-third of the students graduating 9th grade at School F leave for vocational or technical
education so that they will not have to prepare for the Unified State Exam (USE). But in the
local economy, the principal says the USE is practically required:
There are only two employers around here; everyone else must go all the way to [the
city]. You can work for the oil company or for the prison, as a guard. Both of these
employers are very strict: you must have a high school diploma and army service
completed. That means if you don’t pass the USE, you are out of luck.
In conversation, the principal of School F is rather informal. She grew up in this village
and remembers the ribbon cutting for the new school building when she was herself a schoolgirl.
During her last year at the pedagogical institute, she and her husband began a family and moved
back to the village. He became the principal of the school, and she became the assistant
principal. She was promoted to principal by the staff after he died in 2008. “The beginning of
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the school year is what kept me going, the responsibility and joy that I take in this job. All the
children here, they are my children.”
School G: Opened in 1972, School G is in a small village with one of the oldest church
communities in District II and the oblast. School G offers grades 1 to 11, employs 16 teachers,
including 2 substitutes, and enrolls around 150 students.
Would you say your school is a typical rural school for the Oblast?
Our school is typical, but in comparison to others, our students are better cultured and
well behaved. You see this at the tournaments, and olympiads. Some groups are yelling
and being wild, and we are very proud of our students. They are well-cultured children.
They respect their teachers, their school. This goes for the parents too. We don’t have
the problems or conflicts that you hear about between teachers and students, or parents
and students. I think it is because this village has been here a long time, and we have an
old church, since the end of the 19th century. It was never closed through all of the
turmoil of the 20th century, and it is still active. For the most part, the community is
orthodox. There was a very low rate of abortion, because it was considered a sin, and so
demographically, the village was also larger until the 1990s. Each family had four or six,
nine children.
School H: Founded in 1959, School H is outside of the city center, serving a traditionally
working-class, population-dense neighborhood. The current principal has been with the school
for 6 years, and during this time, he credits the enrollment growth from 520 students to 860
students to his hard work. He has tried to improve the reputation of the school by attracting
private donors to fund sports and needed repairs to the building. The school won a federal
innovation grant during his first year, which also went to building repairs. Parents at School H
also make a voluntary contribution of 100 rubles per month ($3), and this provides another
source for extracurricular costs.
This is my third school. I try to build community. The kids that don’t study very well,
they are my favorites. I think they become more interesting and more dynamic adults.
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What is important in my opinion is that the students come to school with joy, that they
like coming, that it is fun. The school is the second family, remember?
The principal says that he is concerned with his students passing their exams in order to
graduate high school, but he has no ambitions for them to receive very high marks. The staff has
41 full-time teachers and 3 substitutes, teaching grades 1 to 11 in two shifts. The grades are split
into ability-level classes, a, b, c, etc., as it was in the past, creating a strict “track” into academic
versus vocational postsecondary pursuits.
Another unique facet of School H is that the principal and several of the teachers spoke
directly to the recent “ruin of the great Soviet education system,” an opinion shared by a number
of conservative historians. The part-time teacher of history explained his view:
What is your opinion of the recent education reforms in Russia and the Oblast?
If you really want to know, I think they are really terrible. For the past 20 years,
everything that has changed the Soviet system has been for the worse. The Soviet
education system was the best system. Have you heard of the “Russian Mentality?”
Well, that is when, as the saying goes, “No thunder, no prayer” [Russian: poka grom ne
gryanet, muszik ne perekrestistya]. People must be made to do things; they must be
forced. We are different than Europeans, than Americans. We must be ruled. The new
reforms are Western; they will never work here.
Can you give me an example?
Discipline is ruined when ideas like equality enter the classroom. Putting students and
teachers in the same line [Russian: v odnom ryadu]. In the 1990s, there was a fall of
morals, in society and in education because of democracy.
The Soviet system is based on a strict hierarchy; there is discipline and respect for the
senior colleagues. There are rules and barriers. The school tries to make you learn
something—and that is a good thing. They don’t have that mentality in the US; that’s
why it works there.
We are making a huge mistake trying to copy them, and it is not good. I am from the
school of conservative historians. I voted for the communist party.
Do you have an education qualification? Where did you get your law degree?
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I am just 24 years old; I graduated in 2010 from [TTI-3] as a specialist, I was there 5
years, in the daytime program as a budget student in law. I have a full-time job as a
lawyer.
Do you have a teacher certification?
I will be certified to teach higher education when I finish. [What is your category?] I
have no category. [And what about courses in pedagogy or child psychology? Did you
have any training?] Yes, I had that in my graduate coursework at TTI-3.
What is your average monthly salary for teaching?
It is about 10,000 rubles per month. That’s just enough to fill my car with gas.
Can I ask what your salary is as a Lawyer?
It’s about 50,000.
Do you think there is a teacher shortage in the region?
Of course, we need a rotation of teachers. There are no young people going into teaching
these days.
Why do you think that is?
Probably because of the salary. But also, there was a moral downfall in the 1990s, and a
certain amount of this generation is not fit for the task. As the great academic Makarenko
said: at the root of every teacher must be a love for children. There is an ideological war
going on between the new generation and the older, Soviet generation.
In order to uphold the reputation School H has earned as a “good school,” the teachers
are required to participate in regional and national competitions and to provide one-on-one
tutoring to students who compete.
School I: A large urban school with 950 students and 75 regular teachers, School I was
one of the largest schools in the sample. This school became a lyceum in 2005 after two
neighborhood schools were merged. School I’s primary grades occupy their own building, and
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grades 5 to 11 are in a larger building nearby. School I’s principal says that their arts program is
what makes the school unique:
Is this school typical? What is different here?
Yes, it is different. When I arrived in 2000, they were a school offering intensive study
in aesthetic subjects in the arts (dance, music, art). This was their “profile,” and it was a
good program. We grew on that base, and we went through the process of relicensure.
We became accredited in that domain so that those extracurricular hours were funded by
the oblast budget. But I am a mathematician, and I also grew the math and science
profile. We began to offer classes with intensive study of math, physics, biology, and
chemistry. In this way, groups of students interested in science were given extra hours of
science—after school. Also paid for by the state.
In this way, every student was exposed to world cultural arts, music lessons, signing
groups, painting, but also to biology, chemistry. We also have various clubs. One is a
history museum. Veterans come to tell their stories, and the history teachers use the
museum to train students about museum work. We have a club for folk music, and the
leader is just a wonderful woman and musician. The students love it! They sit around
with their guitars and take trips together—they perform all over town. About one-third of
all our students participate in the folk music group, it is so popular. Last year, our
students participated in a television show, about arts and culture. They are audience
members, and can ask questions, participate in sing-along. This year, the fifth grade was
introduced to the studio; they are excited about going back. So the school offers
immense opportunities for students to participate in personal, aesthetic, physical, and
professional development, and all of these extracurricular activities are free for students.
So yes, our school is untypical in that it offers intensive subjects and many
extracurricular opportunities. I went to a music school, here in [the city], so I feel that it
is important to preserve the arts. I fight every year to keep those programs going. They
keep saying that they will cut them back, and I fight to preserve them.
School I was not included in the quantitative analysis because the principal could not say
who had been educated in daytime or correspondence programs, the main variable of interest.
Because of the extensive after-school programs, her teachers received a low number of hours per
week on average, but many of them participated in officially compensated after-school tutoring.
Nearly all the children participate in after-school clubs and tutoring, and School I can
accommodate that because it occupies two buildings. After ninth grade, the principal explains
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that students must choose an academic track depending on which Unified State Exams they plan
to take. The students then make formal written applications to their 10th-grade program of
choice, and they are interviewed.
School J: This large urban school was built by a nearby metallurgy factory in 1988 when
schools in the city were overpopulated. School J teaches grades 1 to 11, enrolls over 900
students, and employs 56 teachers. School J offers intensive study of three foreign languages.
School J is also a gymnasium and has been designated an “education center,” receiving
additional bonuses for teacher salaries and hosting activities related to education reform, training,
and professional mentoring. The principal said that it is not hard to attract new teachers, since
the school enjoys a very good reputation:
How do you attract new teachers to your school?
Our collective is stable. We do not have any turnover, but occasionally for maternity
leave or a retiring teacher, we must find replacements. Lots of teachers want to work
here. Our school is well-known for being friendly and a healthy atmosphere. We are
also an “education center,” so we receive additional financing, and teachers are well
compensated.
I try very hard to make the working conditions pleasing here. We have good windows
with no cold drafts, warm classrooms, good lighting. Besides the basics, we have
computers for each teacher, and the computers are connected to the Internet. Teachers
can request equipment for their classrooms, and we do our best to accommodate their
requests. . . . Our school is unique in that we organize paid after-school courses for
children, electives, and the teachers earn extra monies this way. Our school specializes in
foreign languages, and every class has two languages (English, French, or German).
School J enrolls students in the first grade from all over the city on a first come, first
serve basis. Transfer students also come into the 5th and 10th grades, and these students are
carefully screened by the principal to make sure the families are prepared to help their children
catch up in foreign language fluency.
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Is there anything else unique about your school?
Our first years [began 1988] were very challenging. We had lots of difficult students,
fights, rude exchanges. We introduced, not without criticism from parents and students, a
special aesthetics education block, which included theater, music, dancing, and rhetoric.
I thought that the factory kids needed to gain some culture, and I wanted our school to be
known as a place of high culture. But you know it showed great results. Each student
was able to excel, in theater, or signing, or wherever, and we saw the culture of the
school lifted and lightened, and we continued to make it a friendly place. Parents saw the
results and became more active. It was completely free for them.
Next, we began the experiment with two foreign languages. No one was doing this. We
had to start them as electives. The language teachers themselves were invested in it, and
we started with their classes, curriculum hours. We had seminars and open lessons, and
proved to the district that it was worthwhile. We gained the accreditation for intensive
study of two foreign languages in 2000. The licensing process took five years to graduate
a class and prove their knowledge. We have a kindergarten too, and even they study
English.
Before we had 1,700 students, we operated in three shifts; it was very chaotic and
difficult. But somehow we managed. My dream was to limit enrollment at about 500 so
that everyone knew each other by name and so on. Then when per-capita financing
started, we had to grow again, and we have no trouble with enrollment at around 1,000.
We have more applicants than we can accept.
School J was not included in the analysis, because the principal was not able to identify
whether teachers on her staff, more than 60 teachers including substitutes, had completed
daytime or correspondence education programs.
In the following section, school principals’ reports on how they attract new teachers to
their school are presented. These varied strategies were found to be highly individual, though
the problem of teacher shortage was widespread. The analysis of strategies to attract new
teachers at the school level informs the school-level point of view concerning the recruitment of
teachers, presented more fully in Chapter 5.
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4.2.2. Attracting new teachers
A large majority of public schoolteachers (over 60 percent) in the province has 20 or
more years of experience, while only 9 percent has fewer than 5 years of experience. A
“saturated labor market” of teachers of a particular age means that a large amount of teachers
will begin to retire around the same time. Through a school-level analysis, important insight was
gained into how school principals are coping with salary and curricular reforms and how they
handle teacher recruitment. School principals, their deputies, and teachers emphasized test
scores, or perhaps used them as an excuse, when the conversation turned to young teachers. The
culmination of 11 years in school in Russia is the Unified State Exam (USE), which serves both
as a certificate of high school completion (students must pass math and Russian language exams
to graduate) and as the higher education standardized entrance exam. Depending on the area of
specialization, additional subject tests are required, such as literature, foreign language, physics,
history, etc.
The USE exam demands a considerable investment of time and resources from students
and their parents. Strikingly, there is a strongly held belief among school principals that oldergeneration teachers are better at preparing students for standardized tests. This assumption
merits investigation, but it was not explored in the current dissertation. School principals
assumed not only that older teachers performed better, but also that young teachers introduced a
certain amount of risk. Principals alleged that new teachers needed time to gain the experience
necessary to produce the desired test scores from students. The principal at School A explained
that she was forced to choose between “an older pensioner and a younger teacher with little
experience and no category” (School A, Interview 5). The principal perceived the task of
recruiting new teachers as critical but expressed her view that the incentives built into budgeting,
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including test score rewards and per-capita finance, led her to decide against hiring a new
teacher, who, in her words, “may not be able to produce the appropriate learning outcomes for
several years” (Interview 5, School A).
During interviews with school principals and assistant principals, questions about staffing
guided the formulation of the school-level analysis of recruitment. The question that prompted
these discussions was, “How do you attract new teachers to your school?” School principals
named multiple sources of new teachers, and some named more than one source:

•
•
•
•
•
•
•
•
•
•
•
•
•

We hire our own graduates. (Schools C and J)
We don’t really need to attract teachers. (C and G)
We recruit teachers using personal connections from professional networks. (J)
We have a database of everyone in the town with a pedagogical education. (D)
We have several students who used the directive program and are our graduates. (B)
We gave our new English teacher a three-bedroom apartment. (F)
We hire instructors from the pedagogical school on a part-time basis. (I)
Word of mouth in the neighborhood. (H)
We borrow teachers from colocated kindergartens. (G)
We cannot afford to hire inexperienced teachers. (A)
We expect new teachers to have completed their student teaching practicum at our
school. (J)
We call the pedagogical institute, and they set up interviews with students. (G)
We call other schools to see if they can share a teacher with us. (E)
The system of reporting vacancies through the district education office was only cited by

one school as a last resort (School E). The description of school strategies as quoted from school
principals demonstrates how the school must anticipate demand and recruit new teachers with
their own resources. In addition, most new teachers came to schools (a) by personal connection,
(b) through university program practicum or faculty recommendation, or (c) local word of mouth
(parents and teachers in nearby schools).
School A:

The ministry of education is applying pressure for us to hire more young
teachers and let the older ones go. There is a normative document that
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School B:

School C:

School D:

School E:

School F:

School G:

dictates to us to have no less than 10 percent of our staff to have between 1
and 5 years of teaching experience. We have not been able to get there.
Each time, I must explain at length. They ask, “What have you done to
attract young specialists?” And so I say that we had to let one go because
after many months of attentive mentoring and hard work by all of us,
including the assistant principal and myself (taking away from our regular
work), that this person was not interested in working hard, and it was going
to impact the reputation of our school and the quality of education. We find
ourselves between a rock and a hard place, if you know what I mean.
• Retain current teachers and do not hire new ones.
On the one hand, the average age of our teachers is 45 years old, and they
are not so young. We have several pension-age teachers who are over 55.
We have a teacher who is over 60. As long as they want to teach, we
welcome them. Usually teachers leave if they have family or health reasons,
not because they turn 55. So there are no vacancies at our school. It is hard
to attract teachers, to recruit teachers, when there are no vacancies.
• We have used the directive program, with the pedagogical academy or
state university. Young students can work in schools after their third
year of higher education. We have three teachers who used that
program who are all our former students.
Vacancies are traditionally zero. We offer a high average salary, almost 30
thousand, and many teachers want to work here. We have enough staff, and
we always have.
• We get a lot of our own graduates who come back.
The recruitment of teachers in a military base is particular.
• We have a database of everyone in town who has a pedagogical
education, when a family moves here, they sign up in the journal, and
we offer them a teaching position as soon as it becomes available.
• Sometimes we don’t have the right number of teachers, and we have to
search a little further.
I happily hire graduates from the pedagogical college. They can get their
higher professional degree by correspondence later.
• First, I call other principals and ask them whether they have a teacher
who wants more hours, then we could share them.
• Second, I put an add in the local newspaper.
• Third, I register the vacancy with the employment services,
• Lastly, I report it to the district education office.
We have a very stable collective, I would say. There is not much turnover
in teachers. This past year, we hired two teachers. Our new English teacher
moved here with her husband and child. Teachers only leave when they
retire, when they are old.
• We gave our new English teacher a three-bedroom apartment.
We don’t really need to attract teachers. We have a very stable staff.
• When I hire a new teacher, I call [TTI-1] to set up interviews with
graduating seniors.
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We are also affiliated with a kindergarten, so we can borrow a teacher
from there and shift the staff between the two when necessary.
This is very problematic! Young people in the profession are so rare.
• We needed a teacher this summer, and word spread around the
neighborhood. And one teacher came along.
We search for new teachers. But it is not always easy to find the kind of
teachers we need. We do not have any vacancies, and I never report them.
• If a teacher comes to tell me on August 28th that they will not be
working September 1st, I have to make a million phone calls before I
can find someone.
• There is no rational process to report vacancies. The education
department will start sending you people right away, for sure, but I
don’t need just anyone. I can’t afford to hire just a specialist. We
have to produce high results. We have very high expectations of our
teachers, and when they can’t handle it, they choose to leave.
• I call the pedagogical university, for example, and they try to give me
students (who have not finished yet). No thanks, I say. I need
professionals.
• Sometimes I will hire substitute teachers who are instructors at the
pedagogical. If I have a part-time position, they are happy with that.
Our collective is stable. We do not have any turnover, but occasionally for
maternity leave or a retiring teacher, we must find replacements.
• I try to recruit teachers by personal connections because I had met
them or seen them in action during seminars and conferences.
• I hear who the better teachers are and then recruit them from about 30
area schools.
• In terms of younger teachers, we want them to complete their student
teaching here.
• I would say the latest trend in recruitment has been our own students
returning to work for us. That has been very successful.
•

School H:
School I:

School J:

In the Russian context, as in many postsocialist systems, teacher shortage coexists with
teacher surplus because the level of shortage varies by school type, subject taught, and location.
Between 1995 and 2005, the student/teacher ratio in Russia fell from 19:1 to 11:1, hitting its
lowest point of 10:1 in 2004 (Klyachko, 2007). Low student/teacher ratios are common across
the former Soviet Union, where a declining school-age population created a teacher surplus
(Berryman, 2000; Chawla, 2007). Policy makers have not yet reconciled these figures with
reports of teacher shortages by school principals. Twenty-seven percent of school principals in
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Russia reported, “To some extent [the] shortage of qualified teachers was a hindrance to the
school’s capacity to provide instruction” (PISA, 2009). The coexistence of teacher shortage and
teacher surplus may be understood as teacher shortage disproportionately existent in certain
subjects and in “hard-to-staff” schools (Ingersoll, 2007; Schleicher, 2011).
Because school principals do everything they can to fulfill the state curriculum before
reporting a teacher vacancy, the district and regional education authorities are not informed about
the real level of teacher shortage in schools. Schools carry the burden for recruiting, developing,
and retaining teachers, and they often share teachers between schools or assign one teacher to
multiple subjects.
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CHAPTER 5: WHO ARE THE CORRESPONDENCE TEACHERS?

The focus of this chapter is on the process of recruitment into teaching for both daytime
and correspondence teachers. The results are not intended as a comparison between “traditional”
and “alternative” programs, though this comparison is a tempting one to make. This distinction
is important, because such a design would look at the effect of “traditional” teacher education for
teachers. In studying these types, one must abandon the notion of traditional and alternative
programs. This differentiation does not apply to the Russian context, because the two programs
attract different types of individuals. The daytime and correspondence programs fulfill
individual needs and attract different types of professionals. Therefore, the attempt is made in
the current study to present a typology of correspondence teachers that does justice to the wide
variety of individuals who choose this program. To this end, a typology of correspondence
teachers was developed to investigate the complexity and interconnectedness of the process of
recruitment into teaching and to view the quality of teacher education as inseparable from the
recruitment process. The chapter concludes by debunking a few myths about correspondence
education. The myths are (a) correspondence students are a homogeneous group, (b)
correspondence education for teachers is a rural phenomenon, and (c) correspondence is only a
second-choice program for matriculating students.
The assessment presented here is drawn from the experience of teacher education
students, faculty, schoolteachers, and principals. The term “correspondence teacher” is used in
reference to the teacher who finished a correspondence program of study. The term “daytime
teacher” refers to those teachers who completed the daytime program of study. In Russia, it is
important to bear in mind, there is a practice of a blurred lines between the two types of studies.
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Due to changes in their employment and life situations, a small number of students who start in
daytime studies switch to correspondence programs during their program. These “switchers” in
Russia, and described in this dissertation, are grouped together with the students who enroll
directly into correspondence programs, because in the majority of cases, they began as daytime
students and ended their programs of study as correspondence students, and therefore their
transition into the teacher workforce occurred directly from a correspondence program. In the
sample of 56 teachers interviewed, 3 teachers had attended both daytime and correspondence
programs, and 1 of the 9 assistant principals had attended both.
During the 20th century, Soviet educational offerings were continuous, or
“uninterrupted” (Russian: neprеrivnaya), from preschool to postsecondary professional
education. Higher education was guaranteed by the first post-Soviet Constitution in 1993 as a
right of every Russian citizen. The concept of lifelong learning promoted in the Soviet (state
socialist) system was “from cradle to grave” and was implemented in Russia much earlier than in
other parts of Europe. Lifelong learning was later popularized by UNESCO in 1974, and it then
became globally popular in the 21st century (Steiner-Khamsi, 2006). Just as lifelong learning
was an early aspect of the Soviet education system that has been adapted and reframed to fit the
modern Russian economy, correspondence education is a facet of the modern Russian education
system with roots in the early Soviet period.
There are three important points of interest in the history of correspondence programs;
each is linked to a period of explosive growth in correspondence enrollment. The three periods
are the early 1930s, the mid 1960s, and the first decade of the 2000s. Correspondence education
was first introduced in 1929 under Stalin, as primary education became universal, in order to
supply teachers to the new primary education schools quickly. Universal literacy was a major
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achievement of the early Soviet industrialization period, and it was made possible by a small
army of young, idealistic teachers who received intermittent secondary vocational training
through correspondence programs. The system had imperfections but was widely remembered
as being successful. During the first years of this educational expansion, teacher shortage was
widespread, and correspondence teacher education provided schools with much-needed, albeit
undertrained, teachers. The programs launched in 1929 were implemented to eliminate the fourand five-year training gap between teacher demand and the time necessary for professional
education.
The second point of interest, or “spike” in enrollment of correspondence education, came
in the 1960s (see Chapter 1, Figure 1.1, on p. 11) and concerned the mass education of workers
through lifelong learning. The rhetoric of the second surge in correspondence enrollment is
associated with the commitment of the government in providing lifelong learning as the right of
every individual “whose constitutional right to education is otherwise unfulfilled, for various
reasons, because they cannot attend full-time programs” (Zakharova, 2003, p. 5). The
correspondence programs provided access, even for those who had life or work situations
preventing them from attending lectures during the day. Textbooks and supplemental study
guides developed during the late 1950s and early 1960s for correspondence teacher education
were made widely available to the expanding network of pedagogical institutes across the Soviet
Union, and the programs ensured that teachers could receive on-the-job training, or “upgrading”
(Russian: povuishenie kvalificatzii) throughout their careers. They were also able to transfer to
correspondence from daytime as needed, or transfer between institutions if their family relocated.
The third period of enrollment growth, and perhaps the most dramatic spike, came in the
first decade of the new millennium due to a series of factors. The elimination of manpower
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planning and the loosening of enrollment quotas, combined with the financial interests of
institutions and heightened demand from individuals to secure employment, are the main causes
of the enrollment growth. The changes of 1990s allowed even greater flexibility for both
students and institutions. Institutions opened fee-paying streams of enrollment in both daytime
and correspondence programs, as many professionals saw their previous training suddenly
outdated, and the need for retraining mounted with the opening of the market and the huge shifts
in the functioning of the labor market. Following global trends, labor market requirements were
rising, and the secondary vocational degree was no longer sufficient. Because higher education
was increasingly required in the labor market, students scrambled to figure out where and how to
obtain it, with many nonteachers taking advantage of the accessibility of teacher education and
the affordability of correspondence programs to get a higher education when they had no
intention of joining the teacher profession (i.e., policemen, train conductors, etc.). Thus, the
correspondence educational form, behind the eyes (Russian: zaochno) is an enigmatic
phenomena, not only of the past, but on the contrary one that has gained huge significance since
the first decade of the new millennium.

5.1. Comparing the Daytime and Correspondence Teachers
My interviews with teachers who experienced the two types of educational background
(daytime and correspondence) yielded interesting findings. A qualitative analysis generated
knowledge about the meanings and associations interview participants assigned to the two
different education types. Because the type of education is not registered on the teacher
education diploma, or in any of the school-level records, the type of program each teacher
attended could only be determined through personal knowledge (memory) and the self-reporting
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of that memory. Contrary to the policymakers perspective, the evidence pointed to little stigma
attached to correspondence attendance at the school level. This was perpetuated by the fact that
the type of program is private information, and not included in a teachers diploma or
qualification records.
Type of education background is not something commonly discussed among teachers in
Russia, nor is it included in teacher surveys to date. I found that drawing attention to this aspect
of an individual’s educational background could be taboo, a form of unmasking the officially
granted qualification and differentiating between teachers who generally are considered equals.
For example, unless it is addressed directly, people do not talk about education type, and unless
they have known each other since childhood, or the collective is very small and close, colleagues
often make assumptions about educational background, showing preference to daytime
programs. The director of School A recounted how she had attended higher education by
correspondence, but that was not something she shared with the collective at the school. In
another interview, a student in TTI-3, who was also a full-time teacher, said that she had her
secondary vocational degree in primary education, and when I asked if that degree had been
daytime, she said, “Yes, you can put down that it was daytime.” When pressed, she explained
how after moving, she switched to correspondence, and it had been two years daytime plus four
years in correspondence in the new location. There is an unspoken preference for daytime
programs, whether for socioeconomic reasons or perhaps because I was a Westerner looking into
personal aspects of the teachers’ past. Again, there is no record of education type in the school
documentation, and so only by the teachers’ recounting of their educational background was it
measured.
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Meaningful differences were revealed through a comparison of daytime and
correspondence backgrounds. Education policy makers had negative opinions of correspondence
education, and they associated the rise in correspondence enrollment with a “failure” of the
teacher education system. The presumed failure stems from the complex relationships between
social and economic transformations, including labor market shifts associated with capitalism
and free markets. Concerning teachers, the shift to allow teacher education graduates to
“choose” a profession and opt out of teaching is just one example. Previously, before the 1993
change in the law, graduates who had accepted scholarships from the state were assigned to a
teaching post for three years, an obligation that could be shirked only under extenuating
circumstances (family responsibilities), keeping a large pool of young teachers available for
understaffed schools.
In conversation with the former Minister of Education for the province, I mentioned this
change as a real disadvantage of the current system, to which the retired official looked deeply
surprised: “Mandatory deployment is a relic of the past; we could never go back to that. Now
the students are free. How could we take away their choice of profession?” (December, 2012,
Province A). This is an example of the shift to horizontal “free market” organization and how it
has shifted from the former vertical system that provided a conveyer belt, or to use a different
metaphor, a clear pipeline of teachers from admissions into teacher education to beginning work
at the school. The new reality includes many more variables, and students must make choices
along the way: pay tuition or try to get a scholarship, finish the degree or transfer (move to
correspondence or to another city), or, upon completion, look for a job in the same sphere, or try
out a new area.
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In contrast to the policy makers’ point of view, school principals and teachers were not
concerned that a teacher finished daytime or correspondence education. It was determined
through the study results that socioeconomic status plays a role in the students’ decisions to
enroll by correspondence, though in the long term, employment is not affected. As previously
stated, graduates of the two major education types in Russia (daytime and correspondence) are
officially granted equal status, although they differ in terms of whom they target and how they
deliver the curriculum. For recruitment into teaching, correspondence programs attracted
teachers who were either already teaching full-time or convinced by their hiring school principle
to begin teaching while acquiring their higher education by correspondence.
Students come to correspondence programs though a number of avenues: they may enroll
directly, they may transfer from daytime, they may transfer from another institution midway,
they may return after working in the field for some years to complete the higher education
degree, or they may work in another field altogether and decide to obtain a teaching credential as
a safety net. Figure 7.1 shows four pathways as a horizontal bar chart, the length of which
demonstrates how many years of each education level students in the various pathways progress.
The solid border is used for boxes where an individual is engaged in daytime education, and the
dashed line border is used for boxes that represent an individual engaged in correspondence
education.
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Figure 5.1. Pathways into Teaching from Grade School to Teacher Work (N=42)

9th grade

Grade school
graduation

Secondary vocational
(4 years)

Teacher work
(9+4)

Higher professional
(3 years)

Teacher work
(9+4+3)

Secondary vocational
(3 years)

Teacher work
(11+3)

Higher professional
(3 years)

Teacher work
(11+3+3)

Teacher work
(11+0)

11th grade

Higher professional
(5 years)

Note: The solid border

Higher professional
(6 years)

Teacher work
(11+6)

Teacher work
(11+5)

= daytime education; and the dashed border

= correspondence education.

The pathways illustrated in Figure 5.1 are common across institutions in the province.
Students who attend secondary vocational program after graduating from the 9th or 11th grades
in Russia gain a professional qualification in 3 or 4 years. In total, the pathways vary only by
one year (16 or 17), though they vary widely by subject and institution. Figure 5.1 should not
imply that only those with prior teaching experience attend correspondence courses, but in the
case of school graduates who begin both teacher work and correspondence education these
would be simultaneous. In very few cases, none for teachers, and 1 for students, were students
switching from another profession and earning their correspondence degree before entering the
teacher work force.
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Table 5.1
Interview Participants and Their Pathways into Teaching (N = 97)
School or TTI
TTI-1
TTI-2
TTI-3
School A
School B
School C
School D
School E
School F
School G
School H
School I
School J
Total
Percent

Path 1

Path 2

Path 3

Path 4

–
6
3
–
1
–
–
–
2
2
2
1
1

2
2
2
–
–
1
–
–
–
2
1
1
–

4
2
1
1
3
1
1
1
–
–
–
2
–

10
–
9
4
4
6
7
1
2
–
2
4
3

18
19

11
11

16
16

52
54

The first path (9 + 4 + 3) is represented in the top row of Figure 7.1. In this path, young
9th-grade graduates enter 4-year secondary vocational degrees and begin teaching, usually at the
age of 19, after 13 years of schooling. Nine of the students interviewed were on this path, or 21
percent of the students interviewed. Secondary vocational degrees are most common among
kindergarten and primary education teachers. Subject specialization in secondary vocational also
sometimes allows the teacher to specialize in technology, foreign language, special education,
Russian language and literature, or music. A common expectation among graduates of the
secondary vocational institutions is that, within the first few years, they will enter
correspondence degree programs to attain higher education degrees and become qualified
teachers in a secondary subject as well. In addition to young teachers, many older teachers have
attained their higher education degrees in correspondence programs who initially earned
secondary vocational degrees before entering the teaching profession.
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The second path (shown in the second row from the top in Figure 7.1) is identical to the
first, but students entering secondary vocational degrees in this path have finished 11th grade and
enter the degree program as second-year students. Six students were on this path, or 14 percent
of the total interviewed students. Graduating after three years, future teachers on the second
pathway begin teaching and earn their higher education qualification by correspondence. For
both of these first two paths, young teachers work full-time for several years in schools while
they are technically underqualified. In the sample, 9 of the 10 schools had teachers from paths 1
or 2.
The third path, represented in the third row from the top in Figure 7.1, is the path where
11th-grade graduates enter 4- or 5-year higher education daytime degrees full-time and enter the
teacher profession upon completion. These students are more likely to have taken the USE exam
and entered a teacher education program because they could not attend their first-choice program
(see Table 5.1). Daytime students are interested in careers outside of the teacher profession too.
They are also more likely to have parents who support them financially and actively invest in
their education. Forty-one teachers interviewed had careers that matched pathway three, or 56
percent of the teacher sample.
The fourth pathway into teaching, shown on the bottom row of Figure 7.1 (Teacher work
[11 + 6]), represents those 11th-grade graduates to enter the teaching profession immediately and
earn their higher professional degree by correspondence. In this pathway, the school must
employ an underqualified teacher for six years, but as long as the degree program has begun, this
practice is permitted. Pathway 4 is most common among students who return to their own
schools to begin their teacher career, and in this way, they are already acquainted with the school
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administration and the teacher collective. Thirteen teachers in the sample, representing 7 of the
10 schools, had careers that fit pathway 4.

5.1.1. Enrollment patterns
As specified by the International Standard Classification of Education (ISCED),
enrollments are considered for ISCED Levels 4 and 6, both producing a significant number of
graduates in pedagogy. Level 4 is postsecondary, nontertiary education, referred to both in
Russia and in this dissertation as “secondary vocational level” (Russian: Srednie professionalni).
This level included just over 2 million students in 2012, of which about 471 thousand (or 23
percent) studied by correspondence. In Russia, secondary professional institutions are now
named “colleges,” whereas in the past they were known as “job training schools” (Russian:
Uchilishe). For ISCED Level 6, bachelors or equivalent level are referred to both in Russia and
in this dissertation as the “higher professional level” (Russian: Vuishe professionalni). Over 6
million students are enrolled, of which more than 3 million (or 49 percent) are enrolled by
correspondence, or about half (Federal Service for State Statistics, 2014). Chapter 1 also
includes the description of the degrees offered in the different levels.
Figure 5.1 shows the relative proportion of correspondence enrollment in 20 fields of
study at the higher professional level of education. The education and pedagogy major has the
third largest percentage of correspondence enrollment among major fields. For the period of
2004 to 2010, between 120,000 and 130,000 specialists graduated in education and pedagogy.
(Higher School of Economics: Education Indicators, 2013). About half of the students majoring
in education and pedagogy are in correspondence programs (48 percent). The relative proportion
of correspondence enrollment among major fields can be interpreted at three levels. High rates
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of correspondence enrollment (close to or above 50 percent) are noted in economics and
management, humanities, and the social sciences; and low levels (equal to or less than 14
percent) are observed in health care, aviation and rocket technology, natural sciences, physics
and mathematics, information security, and weapons and defense systems.
Figure 5.2. Share of Students Enrolled in Correspondence Programs, Higher Professional
Education by Major Field in 2010
70

Percent Correpondence

60
50
40
30
20
10
0

Education Major Area Group

Source: Compiled by L. Ugolnova, from “Education in Numbers 2013” Deputy Head of Data
Management Department at the Center for Institutional Studies, National Research University —
Higher School of Economics, Moscow, Russian Federation, personal communication, March 7,
2013.
A large middle group includes metallurgy and processing metals (24 percent
correspondence), the service sector (43 percent), and other fields between those two (culture and
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art, shipbuilding, energy and electronic engineering, surveying and land use, agriculture and
fisheries, and transportation). The average share of correspondence enrollment is 47 percent
across all majors, which reflects the larger total student enrollments in the proportionally larger
correspondence-enrolled fields such as economics and management. These differences show the
priorities of the state for recruitment into certain fields on the one hand, and the changing market
for higher education services on the other. The percent of correspondence students in education
and pedagogy who are already teachers is not known.
The largest share of correspondence-enrolled students was in economics and
management, reflecting the large number of students seeking degrees that are in demand in the
private sector. The second largest share of correspondence-enrolled students was in the
humanities, which includes foreign—in particular English—language majors, who are
increasingly in demand. The field of economics and management is currently the most popular
undergraduate major in Russia (Gokhberg et al., 2013). Economics and management, the
humanities, and education and pedagogy are seen as relatively broad concentrations, potentially
leading to a variety of jobs in the service, media, and public sectors.

5.1.2. Admissions and selection
In my interviews, teachers said that, in the past, the best students were able to attend
daytime programs, and the rest had to settle for correspondence education. Work and or family
are the top reasons reported by teachers for choosing correspondence programs. However,
several teachers and students had personal reasons; they chose to study by correspondence for
various life situations (i.e., marital status, residential, employment status). Having weighed the
options and opportunity costs of daytime higher education, for example, a student at TTI-1 said
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that she enrolled by correspondence because she wanted to be independent and could better
afford the program. She reported that her USE exam scores were competitive when she
graduated from school, and the university admissions committee had asked her to take a
scholarship place in the daytime program, but she had turned it down. She did not want to spend
five years in school, she preferred to support herself by working full-time, and she considered
study by correspondence acceptable because the institution was prestigious enough. In her mind,
the diploma would open doors, and her future employers might assume that she had studied in
the daytime program. This student’s story illustrates the process by which prospective students
decide their field, institution, and type of program, factors that are related but also independent
from each other. Prospective students weigh housing, tuition, level of rigor, admissions criteria,
and duration when deciding where and how to enroll. Students’ decisions are most influenced by
their parents and their peers, and not rankings or professional ambitions.
Students responded during individual interviews to the following question: Why did you
decide to enroll at a pedagogical institution? Table 5.1 lists the responses from students and
teachers grouped into the four underlying reasons they provided.
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Table 5.2
Reasons for Entering Teacher Education (N = 114)
% of students in teacher % of teachers and principals
education (N = 41)
in schools (N = 73)
The teacher education program was
my first choice
56
68
I had another career or job first, then
switched to teaching
14
15
I was not accepted into first choice
program
17
7
I got in and failed or could not afford
first choice program or job
7
3
I did not try first choice, was
intimidated
7
7
Total
100
100
Source: Author’s interview notes. Note: Due to rounding, columns may not add up to exactly 100.

Among the 73 teachers, school principals, and assistant principals interviewed, 23
respondents (31 percent) said the teacher education program was not their first choice after
school graduation. Among the 41 students enrolled at teacher education institutions, 19
respondents (45 percent) said the teacher education program was not their first choice. There are
two different questions related to choices: choice of institution and choice of profession.
Participants were asked specifically whether the education program they attended after school
graduation was their first choice. For example, several students who attended a teacher
education program as their first choice also stated that they intended to enter a nonteaching
profession, such as journalism, law enforcement, or translation. Individual responses were
grouped into the following four classifications: (a) had another career or job first, then switched
to teaching (18 respondents); (b) was not accepted into first choice program (12 respondents); (c)
got in and failed or could not afford first choice program or job (5 respondents); (d) did not try
first choice, was intimidated (8 respondents). Overall, 37 percent of students and teacher
graduates settled for teacher education when it was not their first choice.
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5.1.3. Tuition and scholarships
Similar to daytime programs, there are scholarship quotas for correspondence studies.
However, the nominal value of scholarships for correspondence students is lower, because there
are a smaller number of scholarships available and the level of scholarship funding per student is
less. In fact, only one-third of state scholarships are for correspondence studies, and two-thirds
are for daytime studies. In the higher professional degrees (ISCED Level 6), 37 percent of
students received scholarship support for the 2009–2010 academic year, while 69 percent of the
students in secondary vocational degrees (ISCED Level 4) were supported by scholarships
(FSSS, 2010b, p. 44). At TTI-1, The quota is 15 correspondence scholarships per specialization
each year. The rest of the correspondence students are expected to pay tuition. TTI-2 has a
similar level of funding for correspondence teacher education, 15 scholarships per specialization,
even though it is a much smaller institution. TTI-3 does not officially offer scholarship places,
but the Ministry of Education sponsored several of the students I interviewed, who said it was a
special offer to current teachers raising their qualifications. Uneven distribution of funding to
correspondence education programs reflects their marginalized position in the higher education
market, but also the tendency for those students willing to pay tuition for their desired
qualification, enrolling by correspondence because it is significantly cheaper.
Table 5.3
Tuition Prices in Rubles for 2012-2013 Year at the Three Institutions
Institution

Correspondence (rubles)

TTI-1, history and social studies 050100.62
TTI-2, teaching in primary grades
TTI-3, psychology and pedagogy

17,500
12,000
34,000

Daytime (rubles)
30,100
25,000
36,000

Higher education institutions face new demands to generate revenue and while ensuring
the provision of flexible degrees that accommodate students who must work and study at the
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same time. These offerings are not new phenomena, because continuing professional education
was always available, and along with secondary vocational provision, these programs were
linked directly to each field or vocational sector (Heyneman, 2010). In the new labor market,
postsecondary education has become an entry requirement among professionals (teachers
included), and secondary vocational degrees no longer suffice for advancement in the workplace.
As mentioned in Chapter 1, the vertical structure of Soviet professional training, including direct
linkages to employers, has largely dissolved (Heyneman, 2010). It is being replaced by a market
system, whereby students choose a major (not a profession) and compete for education
scholarships with their standardized test results. This new mechanism has recast the role of
higher education institutions from professional gatekeepers (entry into a certain profession), to
providers of a service in the competitive higher education market. Correspondence teacher
education is a growing facet of this market, particularly as regulatory changes induce teacher
shortage in certain subjects and/or grade levels.
It is interesting to look at how correspondence programs are advertised. Institutions
market their correspondence programs as attracting the best faculty while being flexible,
accessible, and affordable. An example from the website at TTI-2, the secondary vocational
college, describes the history and function of correspondence teacher education quite well:
In response to teacher shortages in schools and kindergartens in the region, the
preparation of teachers began in 1937, and the correspondence program in 1939, at the
Pedagogical College. . . . In the first years of operation, the correspondence department
served rural women, invited every Saturday to attend lectures, excursions to city
museums, monuments, and places of historical importance. These activities were aimed
at raising the cultural capacity of correspondence students. . . . The correspondence
department kept a strong reputation throughout the 1990s, adding new disciplines and
continuing to attract the best faculty in the city.
In these complex times, not everyone can afford to attend daytime programs, and that is
why they combine their studies with work. The average age of incoming students has
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decreased, now ranging from 18 to 40 years old. The faculty in the correspondence
department does everything to help the students adjust to these new circumstances. Our
instructors love to work with correspondence students. They have work experience and
enthusiastic interest in pedagogical problems; theory is blended with practice. Many
graduates of our correspondence program go on to study in higher education institutions.
The knowledge and skills they gain in the correspondence department serve as a strong
foundation for further training. (TTI-2, 2012, retrieved on September 14, 2012:
http://samsspc.ru/osaitezaochka.html. Translated by the author from the Russian.)
TTI-2, founded in 1911, offers correspondence programs on a campus that is convenient
to both dormitory housing and the train station, so that rural teachers in the late 1930s could
access the correspondence courses.
At the tertiary level, for higher professional education programs, TTI-1 has a separate
dean for correspondence programs in each academic department. For example, in the Philology
Faculty, the correspondence programs enrolled large cohorts of teachers. Institutional faculty
reported that it is more interesting and even more productive to work with correspondence
students. They have more practical experience in the working world and are equipped to make
immediate use of pedagogical theory.

5.2. Analysis of Student Interviews
Before the study, based on general perceptions of the public and government officials, I
assumed that there were two reasons students enrolled in correspondence programs. First, I
assumed the student must work and support a family and could not afford to dedicate the time to
daytime study. Second, I assumed the student was not academically competitive, thus not
accepted into the daytime programs he or she sought. In fact, it is true that some correspondence
students are those who cannot study in the daytime programs (but would if they could), but many
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others made conscious decisions to enroll directly in correspondence programs. I will discuss
the reasons here.
The sample of individuals interviewed included 20 students enrolled in correspondence
education and 22 students from daytime programs. Among the 42 students interviewed, these
motives were counted, and two additional motivations were noted. There were students who
chose to attend a correspondence program and others who had already earned (or were in the
process of earning) another degree, but that first degree did not satisfy labor market demand
because it was not (a) higher education; (b) daytime education; or (c) pedagogical education.
When students were asked why they chose a particular program of study, the respondents in
daytime programs reported they had enrolled by default for the scholarship benefit, without
much consideration of a particular professional orientation.
My data confirms the findings in a report by Ugolnova (2012), who used the data from a
sociological survey conducted in 2011 by the Levada Center in Moscow. As a part of the
ongoing monitoring of education, the survey was focused students in higher professional level
correspondence programs (OPROS-2011-SP-51, Type 6). The data is not public, but it is stored
in the state database for monitoring the economics of education in Russia, and regular reports can
be accessed at http://memo.hse.ru. Ugolnova’s (2012) report showed that the students in
correspondence programs were a decade older on average than those in daytime programs. The
difference in mean year of birth between correspondence and daytime students in my interviews
was also a decade, 1991 for daytime students and 1982 for correspondence students. Similarly,
in concert with Uglonova’s (2012) survey results, my data confirms that correspondence students
have greater socioeconomic and geographic diversity, are 4 times more likely to be married, and
are 10 times more likely to have children.
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Finally, correspondence students, when compared to daytime students, also show a
greater diversity in terms of educational background (p. 205, Ugolnova, 2012). For the daytime
students, 90 percent had graduated from upper secondary education (11th grade, the highest
grade in Russia), ISCED Level 3. However, for correspondence students, previous educational
attainment is more varied: 60 percent of correspondence students graduated upper secondary
education (11th grade); 16 percent had graduated upper-secondary vocational schools
(polytechnical, professional lyceum, or college), also ISCED Level 3, known as “initial
professional education” (Russian: nachalnaya professionalnaya obrazovania). Another 31
percent of correspondence students had graduated from vocational professional schools
(technical or other job training), ISCED Level 4, known as “secondary professional education”
(Russian: srednaya professionalnaya obrazovania). The percentages do not add up to 100, since
students could choose more than one type of institution to describe their previous educational
attainment. My own study confirms all the features of correspondence students that Ugolnova
(2012) found in the greater sample. Notably, on average correspondence students were older,
were more likely to be married and have children, had greater geographic and socioeconomic
diversity, and had greater diversity in terms of educational background when compared to
daytime students.
In my individual interviews with teachers who graduated from both daytime and
correspondence programs, I asked them about their choice of program. Four different reasons
surfaced:

•
•
•

Necessity to work (8 students).
Requirement of the job to attain a higher qualification or a qualification in a specific
subject (9 students).
Fallback position because student did not enter preferred institution or daytime
studies (10 students).
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•

Not a purposive choice (14 students).

It was noticeable that among the students in the first two groups, “necessity to work” and
“requirement of the job,” 15 out of the 17 students were correspondence students. The two
daytime students, in attendance at the secondary vocational college TTI-2, explained their plan to
obtain higher education by correspondence after graduation to satisfy labor market demand.
Group 3, “fallback position,” were both daytime and correspondence students who explained
their choice as their having settled for the scholarship program when they were not accepted into
their preferred institution, or in one case, settled for correspondence when the preferred daytime
program was full.
Higher education in Russia offers narrowly specialized degrees and training that were
formerly managed by specific sector agencies, also known as vertical organization of higher
education and training. Now that postsecondary institutions are divorced from these industries,
they market themselves to prospective students, who in turn must piece together a portfolio of
educational experiences that will satisfy the labor market. The following trends in the higher
education system are noted:

•

Students do not depend on only one institution to fulfill their educational goals.

•

Students (and their parents) are willing to make significant investments of time and
money to obtain the necessary educational portfolio.

•

The educational portfolio sought after by students is not profession-specific, but must
include particular applied skills and knowledge (e.g., a foreign language and a higher
education).

Absent the Soviet-era policy instruments, specifically the three-year teaching assignment
after graduation and the vertical organization of the higher education system, the current open
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market relies on the choices of individuals. This analysis is focused on when and how
individuals make their decisions about enrollment. Individual career paths contribute to a better
understanding of current teacher employment pipelines.

5.2.1. Typology of correspondence students
It was revealed through an analysis of the data that six groups of correspondence students
are enrolled; five of the six were also found in Zakharova’s study (2003). Table 5.3 lists the six
groups of correspondence students enrolled in teacher education. The teachers who had no
previous professional training (e.g., recent high school graduates) were identified in this
dissertation, in addition to the types identified by Zakharova (2003). The typology of
correspondence students listed in Table 5.3 includes these six categories: (a) students who are
unable participate in full-time programs, (b) full-time teachers with secondary education who
seek higher education, (c) full-time teachers who seek qualification in another subject when they
cannot obtain a full load in the subject for which they were trained, (d) professional development
for teachers, (e) retraining career changers who have a higher degree in another profession and
would like to join the teacher profession, and (f) teachers with no previous professional training.
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Table 5.4
Typology of Correspondence Teacher Education Students (N=20)
Category of CORRESPONDENCE student
Examples
Cannot participate in full-time programs
New mothers, students employed full-time
(nonteachers), students with physical/medical
condition preventing them from attending
daytime, or enrolled in daytime program at
another institution
Full-time teachers with secondary vocational Teachers in primary grades, labor, and physical
education who seek higher education
education, etc. who attended secondary
vocational colleges and began teaching
directly.
Full-time teachers who seek qualification in Teachers training in additional fields such as
another subject when they do not obtain a
English and primary education, or trained in
fields such as music and labor (Russian: Truda)
full-time load in the subject in which they
were trained
Professional development for teachers
Qualified teachers gaining further experience in
law, psychology, management, or English
Retraining professionals from other fields,
Professionals launching second careers as
side-entrants/career changers
teachers from agriculture, manufacturing,
construction
Teachers with no previous professional
Recent high school graduates who began
training
teaching right after 11th grade, incomplete
higher education
Source: Author.

To illustrate the diversity among correspondence students, Table 5.4 lists every
interviewed correspondence student, including several key characteristics. The main distinctions
among the groups of correspondence students relate to two larger areas, which are interpreted as
“the life and work situation” and “employment status and professional aspirations.”

Table 5.5
List of Correspondence Students Interviewed (N=20)
Typological category

Age
range

Dependent
status

Instituti
on
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Employment

Plans to become
or remain a

Total # of
people

teacher
A. Cannot go full-time

22–34

New mother

34

Nonteacher employment

20

Nonteacher employment

33

Nonteacher employment

26

Enrolled in daytime at
other institution

22

B. Teacher seeking higher
education
Teacher in private sector

TTI-2

Not working

Yes

TTI-1

No

Living with
parents
Living with
parents

TTI-1

Working
full-time
Working
full-time
Working
full-time
Working
part-time

TTI-3

TTI-3

32
32

Kindergarten teacher

22

Condition for continued
employment
Condition for continued
employment

37

23

50

Married with
children
Married with
children
Married with
children
Single living
with parents
Single

TTI-1

Divorced,
children
grown

TTI-3

TTI-1
TTI-3
TTI-3
TTI-3

Working
part-time
Working
full-time
Working
full-time
Working
full-time
Working
full-time
Working
full-time

5

6

4

4

Yes
No

No
Yes
Yes
Yes
Yes
Yes

33–45
33

Divorced,
children
grown

TTI-2

Working
full-time

Yes

45

Married with
children

TTI-2

Working
full-time

Yes

39

Married with
children

TTI-2

Working
full-time

Yes
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5

No

22–50

Condition for continued
employment
Kindergarten teacher

C. Teacher seeking
additional qualification
Labor teacher gaining
another secondary
vocational qualification in
primary grades
Russian lang. and lit
teacher getting additional
qualification in primary
grades
Labor teacher getting
qualification in primary
grades

Married with
children
Living with
parents
Married

2

Table 5.4 (continued)
Qualified as kindergarten
teacher gaining additional
qualification in primary
grades

42

Married
children
grown

TTI-2

Working
full-time

Yes

D. Teacher seeking
professional development

23–40

Social pedagogue with
higher education, gaining
secondary vocational in
primary grades
Teacher of physics and
math, working as
administrator, gaining
qualification in English
Russian lang. and lit
teacher gaining
qualification in English

40

Married with
children

TTI-2

Working
full-time

Yes

23

Living with
parents

TTI-3

Working
full-time

Yes

24

Divorced,
living with
relatives

TTI-3

Working
full-time

Yes

3

E. Retraining professionals
from other fields, career
changers
F. Teachers seeking
professional qualification
Incomplete higher
education in history
Incomplete higher
education in history

3

0

22–28
28
22

2
Single living
with relatives
Living with
parents

TTI-1
TTI-1

Working
full-time
Working
full-time

2

Yes
Yes

Source: Author data set. There were no side-entrants interviewed in the study, not purposefully,
but because none surfaced in the sample.

Life and work situations. Among the 20 interviewed students enrolled in
correspondence teacher education, 6 students reported that they were unable to participate in fulltime study programs, though that would have been their preference. They cited work and family
obligations as the main reason they chose correspondence study, and are listed in Table 5.5
individually. Further, another five interviewed students were full-time teachers with secondary
vocational degrees seeking higher education, and four more were full-time teachers seeking
additional qualification for a subject they were already teaching or expected to teach because
they could not get enough hours in the subject for which they were trained. Three teachers said
they chose correspondence degrees for professional development purposes, no teachers were
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counted in the sample for attending as retraining for professionals, and two young full-time
teachers with no previous professional training were counted in the last category.
Though the numbers of students in each typological category are not large, indicated in
the myriad reasons students attend correspondence programs is an important degree of
complexity, including multiple relationships between correspondence programs and the teacher
profession with regards to training, retraining, and professional development. Indicated in five
of the six categories are ways that teachers are raising their professional qualifications, whether it
is becoming a professional, becoming professional in the subject they teach, or just exploring
new areas of knowledge because they expect that knowledge to be useful in the future. It is
important to note that 14 of the 20 correspondence students (70 percent) interviewed were also
teaching in schools. In contrast, in the daytime teacher education group, only 2 of the 21
students (10 percent) were teaching in schools during data collection. This makes the
correspondence programs comparable to what Zeichner (2012) refers to as the practice-based
teacher education programs, to some extent, that were popular in Europe and the United States.
Table 5.4 lists the teachers individually by typological category in addition to information
including age, dependent status, institution of enrollment, and employment status. Notably, all
the teachers who sought additional qualifications beyond their initial subjects were enrolled at
TTI-2, presumably because this was the least expensive qualification to be earned. Also, the two
teachers who had begun teaching directly after 11th-grade graduation were attending TTI-1.
Teachers seeking a higher education were mostly attending TTI-3, and this could be explained
by the relationship between the ministry of education and TTI-3, in which tuition was covered
for educators earning a first-time higher professional degree. Correspondence students who
reported they could not go full-time even though that was their preference were spread across all

127

three institutions. There were also striking differences among students according to their marital
status, which was characterized in three ways: dependent, independent, and family.
The first group, the dependents, included those students who lived at home with their
parents or lived in the dormitories at school. More than half (25 students) fell into this category
across all three institutions. The second group, the “independents,” were living independently,
and some were married without children (five students). In the third group were “families,”
defined as individuals who were married with between one and three children at home (10
students). Information about dependent status was not recorded for two of the student
interviewees due to the semistructured nature of the in-person interviews. Not surprisingly, all
10 of the students with families were enrolled in correspondence programs. The largest group,
the dependents, was not uniformly one or the other education type, but 18 of the dependent
students were in daytime programs, and only 7 dependent students were in correspondence
programs.
Finally, socioeconomic mobility is reflected in the high concentrations of teachers within
families, commonly referred to as “teacher dynasties.” The sample included students who
aspired to be teachers who came from “teacher dynasty” families, but also students for whom
teaching was a second career—having tried and failed at the family profession. Some students
who were resolutely determined to enter the family profession (such as construction, law, or
psychology) nevertheless decided to obtain a higher education degree in education and pedagogy
as their first qualification. Still other students said love of the subject (history or literature) was
their main motivation for entering the program, and they hoped to continue on in graduate school
and then teach in higher education.
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Employment status and professional aspirations. Professional goals were categorized
broadly in this study. For the purposes of evaluating recruitment into teaching, students were
asked whether they expected school teaching to be their career after graduation. The majority
(24 students) said they expected to be teaching after graduation. Another group (18 students)
were certain they would not become schoolteachers. Among the students who said they would
not become teachers, some were already established in other careers (e.g., software developer,
economist). Those who did not see the teacher profession as a viable career cited low salary and
difficulty of work as reasons not to enter the teaching profession.
To determine employment status, the 42 students were asked whether they held a job, and
if so, whether the job was in their field of study. Working students were asked how they
balanced work and study, whether it was full-time work combined with part-time study, or parttime work combined with full-time study. Students reported a wide range of study and work
combinations, which varied across institution, field of study, and type of degree program. Fulltime work was not exclusively reported by students in correspondence programs. For example,
one young woman in her final year of daytime study in Russian language and literature took a
full-time teaching position and agreed with the faculty to attend lectures when she had time
(TTI-1, Interview 12, November 20, 2012). She also reported high exam scores, a full
scholarship, and a continued living situation with her parents. Another young woman, who also
lived with her parents and worked full-time as a taxi dispatcher, studied by correspondence and
aspired to become a TV journalist. A third young woman worked as a teacher in two part-time
jobs and paid tuition in two separate degree programs, one daytime (law) and the other
correspondence (English as a foreign language). Students enroll in teacher education programs
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for a variety of reasons, and their motivations reveal that there is no real mechanism in place to
target and deliver support for those students intending to enter the teacher profession.
Full-time teachers who seek qualification in another subject (group C), included
individuals such as the teacher who holds a higher education degree in Russian language and
literature but is pursuing primary education by correspondence. She speaks to the mismatch
between her professional education and the subject she teaches:
Why did you change to primary grades?
They were hiring in primary grades, and so I agreed to take the job. I took the position
three years ago, and over the last two years, they have been pushing the teachers to obtain
certification that matches teaching assignment. So there is a group of us in the program
now, four people from my school, all with higher education already, all earning the
primary education diploma [secondary vocational]. This program will take us three
years.
And do you attend all the lectures? Is the schedule flexible?
I would say it is always interesting to keep learning [Russian: Uchitsya vsegda interesno].
We are already grown-ups, so it would be a shame to miss a class or to get a bad grade.
We fulfill all of our requirements.
Do you have a teacher category?
I used to have first category. In 1998, when they first introduced that system, we all
applied, and I received first category. But I lost it when I was on maternity leave, and
now that I teach primary grades, I don’t have the diploma for it, and I cannot apply for a
category. (TTI-2, Interview 3, October 8, 2012)
The typology of correspondence students developed above shows the varied reasons why
students enroll in correspondence programs, ranging from teacher professional development, to
building the educational portfolio for work in nonteaching fields.
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5.2.2. Typology of daytime students
Table 5.4 presents a typology of students in daytime teacher education programs divided
into four groups according to the reasons for enrolling in daytime teacher education programs.
The categories included: (a) students who said they were preparing to become teachers; (b)
students who took advantage of an available scholarship, but who were undecided on a
profession; (c) students who were gaining a professional qualification for a career outside of
teaching; and (d) students who expected to continue studying in graduate school and then teach
in higher education. First, equal numbers of students were preparing to become teachers (seven
students) and hoping to continue studying graduate school (seven students). Some students
stated that they had already chosen a career outside of teaching but needed the higher education
degree (four students), and a smaller group had not yet decided on a profession but entered the
program because they needed a scholarship (three students).
Table 5.6
Typology of Daytime Teacher Education Students (N=21)
Category of DAYTIME student
Examples
Intention to eventually work as a teacher
Purposeful professional path to teacher work,
member of teacher dynasty
Took an available scholarship, undecided on Earned high school directive for future teachers
profession
study on scholarship at the pedagogical
institute
Gaining professional qualification for career Private sector, expects to earn salary higher
outside of teaching
than teacher’s, didn’t get into preferred field
but taking that field concurrently by
correspondence
Expects to continue in graduate school and
Plans to continue to MA after BA program, do
teach in higher education
research, teach in the university level

A list of the 21 daytime students interviewed is provided in Table 5.7. A typology of
daytime students reveals that daytime teacher education serves multiple purposes by providing
professional training to young people in a variety of professions. Institutional statistics are not
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readily available in the province regarding degree completion. However, faculty and department
heads estimate that transfer and dropout rates are relatively low in daytime programs because the
students are young and are either “pushed through” (Russian: protalkivatz) the program by their
parents or “pulled through” (Russian: vuitaskivatz) by the faculty instructors. Relationships
between the faculty and students in daytime programs are thus characterized by a large amount
of hand-holding, assisting, nurturing, and disciplining. Daytime program students have neither
much academic responsibility nor many choices to make during the program. Many manage to
have part- or full-time jobs concurrent with their studies.
Federal education standards dictate a required number of curriculum hours for each type
of degree. Education reforms have changed the structure of degrees: the “specialist” diploma in
most fields has been replaced with the bachelor’s and master’s degrees common in the rest of
Europe and the United States. Institutions retain the authority to differentiate (in duration of
years) the minimum requirements for correspondence degrees, and the duration may depend on
the student’s previous educational qualification. For example, students holding a professional
vocational degree may earn the bachelor’s degree in 3.5 years, while those who already hold a
higher education degree may earn the bachelor’s degree in 2.5 years. If an institution offers the
degree by correspondence, than the duration is extended by one year.
The master’s degree is offered only to graduates of specialist or bachelor’s degree
programs, and scholarships are only available to those who complete a bachelor’s degree.
Typically, scholarships are not available to students who take second higher education degrees.
Because a second higher education degree must be paid out-of-pocket, the less expensive
correspondence degrees are attractive to those obtaining a higher education qualification without
a scholarship, whether for a second degree or for students with low exam scores.
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Table 5.7
List of Daytime Students Interviewed (N=21)
Typological category

Age
range

A. Intention to eventually
work as a teacher
Graduated 9th grade, fast
track to professional
certification
Graduated 9th grade,
wants to work and earn
HE by correspondence
Product of teacher
dynasty, always wanted to
be a teacher, has a job
lined up
Didn’t get into state
university daytime so
settled for pedagogical
Loves subject and work
with children, from rural
school TTI-1 was first
choice
Product of teacher
dynasty, TTI-1 was first
choice, has a job lined up
Product of a teacher
dynasty, wants to try
teaching

19–22

B. Took an available
scholarship, undecided on
profession
Came with friends
Decided after practicum
training not to go into
teaching
Failed out of economics
program and entered
literature

20–22

C. Gaining professional
qualification for career
outside of teaching
Gaining first professional
qualification, then wants
to attend construction by
correspondence

19–21

Dependent
status

Institutio
n

Employment

Plans to
become or
remain a
teacher

19

Not recorded

TTI-2

Part-time
teacher’s aid

Yes

19

Living with
parents

TTI-2

Not working

Yes

21

Living in
dormitory

TTI-1

Not working

Yes

22

Living with
parents

TTI-1

Full-time teacher

Yes

20

Living in
dormitory

TTI-1

Full-time waitress

Yes

20

Living in
dormitory

TTI-1

Not working

Yes

20

Living with
parents

TTI-3

Part-time tutor of
English

Yes

20
22

Married
Living in
dormitory

TTI-2
TTI-1

Not working
Not working

Undecided
No

22

Living with
parents

TTI-1

Not working

No

19

Single, living
independently

TTI-2
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Not working

No

Total #
of
people
7

7

0

3

1

4

Table 5.6 (continued)
Took a scholarship in
order to attain higher
education for other career
*
Plans to become a
psychologist
Product of psychologist
dynasty, works at same
school attended

21

Living
independently

TTI-1

Not working

No

19

Living with
parents
Single lives
independently

TTI-3

Not working

No

TTI-3

Full-time school
psychologist

Yes

D. Expects to continue in
graduate school and teach
in higher education

20–22

Hopes to get into MA
program and continue
education
Wants to earn MA and
teach at TTI-1
Will continue in graduate
school and be an
instructor at TTI-1
Enrolled in economics by
correspondence, and
pedagogy and psychology
daytime, wants to be a
professor
Transferred from another
institution for Chinese
language program, wants
to get master’s degree and
teach Chinese
Expects to attend MA by
correspondence and be an
interpreter
Expects to get MA then
teach in a university
setting

21

Not recorded

TTI-1

Not working

No

21

Living in
dormitory
Living with
parents

TTI-1

Part-time retail
jobs
Not working

No

20

Not recorded

TTI-3

Part-time
economist

No

21

Living with
parents

TTI-3

Part-time
instructor (sports)

No

22

Single living
independently

TTI-3

Not working

Undecided

22

Single living
independently

TTI-3

Not working

Yes

20

21

1

TTI-1

7

No

* = One male student respondent

Thus, the changes in enrollments reflected in Table 1.1 (Chapter 1) may be attributed to
supply-side changes: more open admission policies, the introduction of fee-based courses, and
the emergence of private higher education institutions (Mertaugh & Hanushek, 2005). However,
they may also be driven by demand-side change: (a) the requirement for higher education in the
labor market (if not to get a job, then to keep a job or gain promotion), (b) the relatively loose
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control of simultaneous or dual enrollment, (c) and the willingness and ability of individuals to
invest in higher education, which has grown steadily since 2000.
5.3. Analysis of Teacher Interviews
In this study, I interviewed 56 teachers, of whom 33 had a correspondence background
and 23 had a daytime background. Teachers were interviewed at 10 schools. Careful attention
was paid to the process of recruitment and to teachers’ opinions about professional education, in
particular the professional outcomes of daytime and correspondence programs. Information
from interviews was used to create biographical sketches of the teachers. The narrative was
prompted by the following questions: (a) When did you decide to become a teacher? What
influenced your decision? Where did you go to receive training? (b) What did you do after
graduation? (c) How would you describe your first days in teaching? and (d) Do you think there
is a teacher shortage in the province? In the analysis of teacher interviews, these biographical
sketches were synthesized to produce a picture of the training and recruitment of current
teachers. This is similar to the reverse tracer study methodology, whereby current workers in a
given profession are surveyed as to how and where they received their training, looking to where
graduates of professional training programs end up, but also from where current professionals are
sourced. Professionals in a given field do not always come from professional training programs
in that same field. The following are two examples of correspondence teachers. This teacher of
Russian language and literature entered a daytime programs and then “switched” to
correspondence study. During the interview, she talks about her career:
Background:
I graduated from the Pedagogical Academy in 1995. Then it was called the Pedagogical
Institute. I studied there for 5 and a half years. I began the daytime program, and I
studied one year. I was a good student. After the first year, I got married, he came home
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from the service, and we started a family. I transferred to the correspondence program
and began teaching in a school. You had to work if you were in the correspondence
program. I studied very hard because I didn’t want to lose my reputation as a good
student.
Comparison: Can you compare the rigor of the two programs, correspondence and
daytime?
I felt like the correspondence program was much harder. The lecture hours were cut
down by more than half, and all that information was assigned in independent reading, so
we had to be very motivated and take responsibility for our own learning. There were
fewer faculty available to us. I spent so many hours in the library. It was very hard to
balance a family and study, and working in the school.
Life and work situation:
My husband was very insulted one day and said that I put the school first, and our son
and him only in second place. I am careful now, so that he doesn’t feel that way. But
teachers get lots of calls at home after school, and we are on the Internet now in the
evening too. It is a 24-hour job really.
Quality of teacher education:
Even though the bulk of the correspondence degree was “independent” reading, I
wouldn’t say that my education is worse. In my group, many of the students dropped out
because they could not sustain the discipline of independent work. I get angry, actually,
because those who go though daytime programs [Russian: ochniki] always assume that
we [Russian: zaochniki] are worse. I constantly feel like I have to prove myself, that I am
as good as they are. Teachers who studied by correspondence are not worse than any
others.
Employment status and professional aspirations:
I finished my first year in teacher education, then I went to work at a school while I was
in the correspondence program. I was assigned to a city school, teaching Russian
language and literature, 18 hours [per week]. I had fifth graders and stayed with them
through the 11th grade.
That school was a big help to me. They provided constant mentorship. The institute was
disconnected from real life; it was at the school that I understood how to become a
teacher. There were two really great assistant principals there. They would observe my
lessons every week and then we would sit down and discuss them. They laid out all my
flaws, we discussed what I should do and not do. Now there are 76 and 72 years old,
they are retired, but I still call them on holidays, they are very close even today. Each
vacation, the assistant principal would sit me down in her office, and deliver lectures oneon-one. I learned so much. (School A, Interview 2, September 18, 2012)
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The following interview provides an example of a teacher that enrolled by
correspondence in order to get a degree in the subject she currently teaches, primary education.
Background:
I have been teaching since 1984. First, I was a pioneer camp counselor [Russian:
vazshataya] for a year, and I taught primary education for a year. Then I went to study at
the Pedagogical Institute, in Russian language and literature. I was in the correspondence
program because I was an orphan and I had to provide for myself. I worked parallel with
my studies. I taught in a rural school (where I am from) from 1985 and studied by
correspondence.
Work and life situation:
	
  	
  
I finished the degree in 1990. That year, we moved closer to the city, and I worked in a
school outside of [the city]. My daughter was born, and I went on maternity leave.
Returning from maternity leave in 1992, I worked in a school in [a neighboring district],
and I stayed there 11 years. In 2003, I went on maternity leave again, this time for three
years. When I went back to work in 2006, we moved to [the city], and I found a job
teaching at the Kedetsky School, the 5th and 6th grade plus after-school [Russian: groupa
prodlenovo dnya]. When that school was reorganized and moved to another building, I
quit because it was no longer near my home. I found a job teaching primary grades at
another school.
	
  
Quality of teacher education:
It is very interesting. We have lectures in age-specific anatomy, psychology,
communication, math, Russian language and literature, extracurricular, introduction to
the profession (laws and management), organization of primary education, and history. I
would say it is always interesting to keep learning. [Russian: uchitsya vsegda interesno].
We are already grown-ups, so it would be a shame to miss a class or to get a bad grade.
We fulfill all of our requirements.
Employment status and professional aspiration:
They were hiring in primary grades, and so I agreed to take the job. I took the position
three years ago, and over the last two years, they have been pushing the teachers to obtain
the education certification that matches their teaching assignment. So there is a group of
us in the program now, four people from my school, all with higher education already, all
earning the primary education diploma. This program is for three years.
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Also demonstrated in the interview is the common practice among professionals in
Russia, and teachers in particular, to acquire multiple credentials over time in order to keep up
with changing job requirements.
5.3.1. Reasons to enter the teaching profession
Daytime and correspondence teacher responses were tabulated in order to find out
whether some reasons are more prevalent for one or the other teacher background type. In Table
5.7, the teachers interviewed are assigned to a category depending on their reason for entering
the teacher profession. The rationalists, who make up 23 percent of the teacher sample, are
oriented toward stability and a secure job. The idealists, who make up 66 percent of teachers
interviewed, joined because of a proclaimed love for the subject they taught, or pedagogy and
children in general. Many of the teachers used the term “born to teach” in describing themselves
and their career choice. Last, the opportunists, 12 percent of the interviewed teacher sample,
were teachers who had chosen teacher education because the field has relatively low
requirements and large number of scholarships available.
Table 5.8
Current Teachers and the Choices that Brought Them to the Profession (N=56)
When did you decide to become a teacher? Can you
describe the circumstances of your choice?

Daytime

Rationalists: The choices were medical or pedagogical; I
chose pedagogical; teaching was an unexpected career for
me.
Idealists: I come from a teacher dynasty; I was attracted to
the subject; I was attracted to teaching (born to teach).
Opportunists: I was looking for a higher education with
low-risk admission and a scholarship.
Total

138

Correspondence

Total %

7

6

23

19

17

64

7

0

12

33

23

100

As these three teachers recounted, it was not a desire to teach that brought them to the
teacher profession, rather a fork in the path on the way to adulthood. In some cases, the decision
was already made by parents or extended family; in other cases, as was the case for the teacher
from School D, the decision was made at the last minute.
Rationalist: We didn’t really have so many choices anyway; you either went to
pedagogical, medical, or technical. So, I chose pedagogical. I was very active in the
Komsomol organization, and most of us went to the pedagogical institute. (School A,
Interview 6)
Rationalist: After graduation from the institute, I didn’t get a teaching job right away. I
worked in a bank for about a year. Then I quit that job. I was at home during the
summer for about a month. Then the director called us and told my mom that I could
start. My mom is a teacher in this school. She knows the director well. (School C,
Interview 9)
These examples reflect decisions between unemployment and teaching, or medical and
pedagogical, which was a surprisingly frequent reference. Next, teachers who were grouped
together as idealists included those from teacher dynasties, those who loved teaching, and those
who were passionate about their subject. In contrast to the teachers who expressed a love for
their subject, all of whom graduated from daytime programs, the teachers who said they were
born to be teachers (either directly or in so many words) were primarily graduates of
correspondence programs. The sample is not large enough to draw conclusions, but the
imbalance signals a clear differentiation. Teachers who referenced membership in a teacher
dynasty in their decision were about equally distributed between correspondence and daytime.
Idealist: Because I come from a family of teachers, my great grandmother and my
grandmother were teachers. I knew I wanted to be a teacher when I graduated high
school. (School A, Interview 4)
Idealist: I come from a teacher dynasty. My grandmother, mother, and father were all
teachers. My parents were both philologists. My dad went on to teach physical
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education. So, I had examples of what the teaching profession was about. There are four
children in the family, and my sister is also a teacher (here), and my other sister is a
primary education teacher. (School I, Interview 5)
Idealist: I decided to become a teacher after I graduated from the institute in 1992. I
loved literature. Life was such that my place was in the school. I married an officer, and
we lived in small military towns. I didn’t find any place to use my knowledge, only in
the school. (School D, Interview 8)
Idealist: I went to the pedagogical in 1999, where I specialized in English language. That
program trains translators and teachers together. I chose it because I like foreign
languages, in particular English. I was good at it. (School F, Interview 3)
Idealist: I have wanted to be a teacher for as long as I can remember. I knew I would be
a teacher after the 10th grade. I had three older brothers. They took care of me, and I
took care of the neighborhood kids. I loved playing with children. (School G, Interview
2)
The tradition of professional families to be intertwined with professional communities
was observed to be very strong in Russia. Fourteen of the 56 teachers interviewed explained
their choice of profession in terms of their family and either used the term “teacher dynasty” or
listed the family members that were in the teacher profession as the reason they entered it.
Indeed, teacher dynasties deserve their own study.
Finally, the opportunists, a small group that made up 12 percent of the interviewed
teacher sample, were teachers who described going right into the pedagogical degree and
teaching assignment without much consideration of choices; perhaps the low-risk admissions and
a scholarship were attractive, all of the opportunists studied in daytime programs. Several
examples of their paths show that they were intimidated or ambivalent about other careers, and
pedagogical education was the best choice.
Opportunist: I guess it was by accident [that I became a teacher]. When I was
considering a career, I had to choose between the math track and the humanities, and I
though the math career would be too hard for me, so I went into the humanities. (School
B, Interview 7)
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Opportunist: I guess after the 10th grade, I applied to the Pedagogical Institute. I went
there and majored in history. (School C, Interview 8)
Teachers in the sample described their decisions to enter the teaching profession in a
number of ways, some reflecting on influential people in their lives, and others on their academic
strengths and interests.

5.3.2. Features of schools with correspondence teachers
Two examples are provided to illustrate the complexity of Russian public education, in
which correspondence teachers play a significant role. School H and School G stand out because
they have the highest proportion of teachers with a correspondence background. One was a
semi-urban school, while the other was a small remote rural school.
Table 5.9
Daytime and Correspondence Teachers by School
School
A
B
D
E
F
G
H
Total

% Correspondence

Correspondence

Daytime

Total

21
23
11
33
19
53
44

8
10
7
4
4
8
16

30
33
54
8
17
7
20

38
43
61
12
21
15
36

–

57

169

226

School E, in a rural settlement several hours from the city, is a living legacy of the Soviet
education network established after the Second World War. The village population is about
1,200, and all of the children walk to school. Aside from the school, there are no longer local
jobs in the village. Previously, its major employers were a large milk processing plant and a
fertilizer factory. Now, most families work in the regional center (35 kilometers away), and
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others commute all the way to the regional capital (80 kilometers) for work. Demographic trends
have had a significant effect on the school, in particular with the introduction of a per-capita
federal funding scheme. Always small in size, with approximately 140 students, the school did
not experience a steep enrolment decline in the 1990s. In 2012, 70 students were enrolled in
grades 1–11. The kindergarten, also administered by the school, enrolled 45 children, signaling a
demographic upswing after several years of federal pro-birth social policies, including family
subsidies. The principal reports that every family has a car and computer at home. In her words:
I know several teachers in the city. They say that they have 30 children in their classes.
They have so much work, and they earn less money. Our school practically provides
individualized education. In 10th grade, there are three students, and in 11th grade only
two. One negative aspect is that our budget also depends on enrollment, so this year we
have fewer students, and the salaries will be lower. The budget for operating costs will
be less for paper, bathroom supplies, and soap. Sometimes we have a shortage of simple
things such as paper.
Despite these challenges, School E is well situated (relatively close to the city) compared
to other rural schools and has survived due to urban proximity and the fact that the district has
not yet reduced grades or closed the school. Several years prior, there was movement in the
district office to cut the 10th and 11th grades at School E. Parents and teachers protested at
public meetings on school closure, and the closure was forestalled. The local district head is
relatively new to the job, and over the past several years, many new school principals have been
appointed as a result of his attempts at implementing reforms. The principal says the district
head is “a mover and a shaker,” and “not everyone is willing to put up with him.”
Among the 14 teachers at School E, 11 hold higher education degrees, and 3 hold
secondary specialist degrees. Of these specialists, two majored in primary education and one in
physical education. Half of the teachers attended daytime education programs, while half
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attended by correspondence. As for teacher category, the staff is split into three groups: three
teachers hold the highest teacher category, six hold the first category, and the remaining five
hold no teacher category.
School E experienced recent successful recruitment of new teachers to the school when
three new teachers were hired over the summer in 2012. The principal provided context to
questions of teacher shortage:
Do you feel that there is a teacher shortage in the region?
No, I don’t think so. We do not have any vacancies, and this summer I was able to hire
three new teachers. I did have a moment of panic when I didn’t know where they would
come from, but we sent out the job announcement and were able to fill the positions.
Where did you advertise the job?
First, I called other principals and asked if they had a teacher who wanted more hours, we
could share them over two schools. But no one would share. Second, I placed an ad in
the local newspaper. Third, I registered the vacancy with employment services [Russian:
tsenter zanyatosti]. And lastly, I reported with the district education office [Russian:
upravlenie].
We found a teacher. She called me, and we hired her right away. She said she found out
about the position from the district office. Before this year, she had worked in an urban
school, and she said she earned only 8,000 or 9,000 rubles a month. She said it was
really hard: she was teaching older classes, the students were difficult, and she couldn’t
control the classroom. She was exhausted. Here, she is happier because the classes are
small. We were able to offer her a one-room apartment. She likes it. She even turned
down another position in another town and chose our school.
The other two teachers I hired teach primary grades: one is our alum, and the other is the
wife of the son of our assistant principal. They moved back to the village, and it turns out
they are teachers. We were so lucky!
School E is supportive of correspondence education because the principal also graduated
by correspondence. Having earned a daytime secondary professional degree over 3 years after
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11th grade and a higher education degree by correspondence from TTI-1, the principal is certain
that graduates from the secondary pedagogical program are ready to teach.
School H is a semi-urban school with more than half of its teachers educated by
correspondence. School H is led by a seasoned principal with over 30 years of experience in
school administration, but interestingly less than one year of experience in teaching. He
cultivates political connection for the purposes of fundraising. He has been at School H for six
years. His granddaughter attends third grade at the school. He boasts a 50 percent rise in
enrollments in addition to increased city, regional, and parental contributions, including
renovations and the launch of uniformed sports teams under his administration. He sees the
school as serving the working-class neighborhood and has high community-oriented
expectations, but not academic ones:
We have been asked if we want to become a gymnasium or a lyceum, but I am resistant.
We don’t have that population. We would have to become very selective, like other
gymnasiums, with tests in the first grade. We had the meeting this year with all of the
parents in the prep course, and one asked me, “Will the school be a lyceum soon?” I
said, “Probably not. We would have to be so selective if we did that, then about 80
among the 140 families here wouldn’t get in. Is that what you want?” “No, no,” say all
the parents. The responsibility is tremendous for the lyceum or gymnasium; there are
different standards over there. We prepare our graduates to “pass” the USE. They [the
gymnasiums] get their students to score at the highest level.
Students are tracked into ability levels from the fifth grade forward, as was the practice
before the post-Soviet education reforms of the 1990s. The principal is concerned about civic
engagement, patriotic activity in particular, and wants his students to love being at school and
learning to serve their region and country. School H selects teachers based on loyalty and
willingness to commit to the hierarchical culture of the school’s administration, not primarily by
their educational credentials. The principal stated that he prefers teachers who study or have
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graduated from correspondence programs (as he did), because “life is the best teacher” in his
experience.
The first teacher interviewed at School H confirmed the portrait painted by School H’s
principal. In recounting her early career, she said, “Actually, you know, I went to this school,
and so did both my parents. My older son graduated here, and my younger son is in the fifth
grade this year.” She teaches Russian language and literature, 36 classroom hours per week (or
two full-time teaching loads), and her dedication is unquestionable. She holds a secondary
pedagogical degree and a higher education degree by correspondence. In addition to teaching,
she gives private tutoring lessons at home for about four hours each week and is raising two
sons.
Another teacher interviewed at School H teaches English as a foreign language 40 hours
per week and private tutoring lessons six hours per week. She did not expect to become a
teacher when she attended the pedagogical university in the daytime program for English as a
foreign language. She worked for nine years in a school before fulfilling her dream to become a
translator in a corporate office. She translated in business for 11 years, and then the company
went bankrupt. She returned to teaching reluctantly, first at another neighborhood school, then at
School H, where she says the children are better behaved. She lives close by. The English
teacher at school H is an “accidental” teacher, without economic pressures and the circumstances
of the business failure; she would not be working in the education sector. Given the opportunity,
she would take another job in a private firm over school teaching.
To sum up the relationship between hiring schools and correspondence teacher education
programs, the teachers and administrators in schools assigned the type of education of current
and prospective teachers low significance. School administrators reported that family, school
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attended, and individual characteristics were more important than whether the prospective
teacher studied by correspondence. In some circumstances, such as School H and E, the low
priority of education type in fact favored the acquisition of teaching credentials via
correspondence, where time would not be lost in training new teachers.

5.3.3. School principals’ opinions of correspondence education
Contrary to popular belief, correspondence education in Russia is an important source of
education and professional development advancement for teachers, as demonstrated by the
evidence in this chapter. Certain schools rely heavily on correspondence education programs for
new teachers, who are recruited upon high school graduation to begin teaching, often at the same
school where they attended. In addition, a growing number of teachers rely on the availability of
correspondence teacher education in order to upgrade qualification required for retention and
advancement in the workplace.
Because correspondence programs offer fewer contact hours, the quality of education is
widely assumed as inferior. Comparing the motivations and the employment status of daytime
and correspondence teachers shows that students may choose to work while enrolled in either
program—and that hiring school principles do not favor one type of program over the other.
One frequently encountered perception that complicates an assessment of teacher education
programs is the view that certain individuals are born to be teachers, while others are not. This
view deemphasizes the value of teacher education altogether and thus strengthens intrapersonal
networks used to recruit teachers and weakens the links between the teacher profession and
professional teacher education programs. Through this qualitative analysis, a class divide was
found between the types of higher education institutions, as well as among students in
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correspondence and daytime programs. Leuze (2008) calls this divide institutional stratification,
a phenomenon that was not readily apparent during Soviet years, but one that could help explain
the hierarchies present in the Russian higher education landscape today. Education researchers
dismiss correspondence education as outdated or of inferior quality because its roots are in the
early Soviet period of educational innovation (Klychko, 2007). Despite this perception and the
challenges of independent learning for some students, correspondence programs were found to
be important safety nets in teacher education programs.

5.4. Myths about Correspondence Teacher Education
The chapter concludes with arguments against popular myths surrounding
correspondence education. Many widely held opinions about the quality and purposes of
correspondence education circulated and they did not only concern the teacher professional
training, but a wide specter of professions.

Myth: Correspondence teachers are a homogeneous group
One overarching myth that was not sustained by evidence in this dissertation study was
the idea that correspondence programs are for a certain kind of student—or three kinds of
students, to be exact. Interestingly, the popular assumptions about who correspondence students
are each reflect one of the three periods, or spikes of popularity in the past. First, following the
first spike, correspondence teachers are assumed to be young women from rural schools. These
teachers are recent graduates who stay at their school and become teachers straight out of high
school; they are women who stay in the village and are in need of basic vocational training.
Second, reflecting the spike in the mid-1960s, correspondence programs are seen to serve
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students who belong to low socioeconomic classes, and these students are seen as disadvantaged
in some way. Either they could not do well in school or they could not afford the opportunity
costs of not working during their training. Finally, some officials who are far removed from the
correspondence programs assume that most of the enrollment is part of the diploma mill,
whereby professionals just “buy” a higher education diploma without attending, learning, or
gaining much from the process. But aside from the young rural women, individuals from low
socioeconomic backgrounds, and diploma buyers, other types of students were in
correspondence education as well, creating a real diverse community of students in these
programs.
Indeed, according to the evidence of correspondence programs in province A,
correspondence education is a mass phenomenon. However, correspondence education does not
deserve a bad reputation just because it is a mass phenomenon; rather, the mass phenomenon
reflects the heightened demand for higher education in the labor market and the relative
accessibility of teacher education compared to other fields. In fact, correspondence students
range in age, education background, and professional ambitions.
The typology of correspondence students reported in Chapter 5 includes six categories of
correspondence students—notably, many of them are already teachers.
Types of correspondence student:
• Cannot participate in full-time programs
• Full-time teachers with secondary vocational education who seek higher
education
• Full-time teachers who seek qualification in another subject when they do not
obtain a full-time load in the subject in which they were trained
• Professional development of teachers
• Teachers with no previous professional training
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Opportunity costs of full-time study were a factor in students’ choice of correspondence
programs, but also among the students in the sample were those who could not participate in fulltime programs due to physical handicap or dual enrollment with a daytime program in another
institution. Five of the six categories serve full-time teachers who gain access, through
correspondence education, to higher education, additional subject qualification, professional
development, retraining for side entrants, and those with no previous professional training.
Importantly, the training provided in correspondence programs is not only preservice education,
but also upgrading and development.

Myth: Correspondence education is a rural phenomena
There is a powerful image held by some that the typical correspondence student is 18
years old, and because she is not married, she works at the school and can travel to attend
correspondence programs. It would be logical to assume that if most students in correspondence
program courses are not young rural women, then they are from remote or rural locations, since
this is the main population correspondence programs have targeted in the past. In fact,
correspondence backgrounds among teachers are prevalent in all kinds of schools, and in every
school in the sample, not only rural schools.
Table 5.10
Distribution of EDTYPE Between Urban, Semi-Urban, and Rural Districts (N = 226)
Urban (%)
Correspondence
Daytime
Total

Semi-urban (%)

Rural (%)

Total (%)

44
56

18
82

33
66

25
75

100

100

100

100
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In the data set for the current study, at the seven schools where correspondence teachers
were counted, rural schools had more teachers with correspondence education than did non-rural
schools.
Myth: Correspondence is only a second-choice program
Even though popular opinion discredits correspondence education due to a pervasive
discourse about education quality at the government level, correspondence programs are very
popular. Students reported attending correspondence programs as their first choice because of
location, their private work life situations, and prestige of institution as more important than the
type of education.
Correspondence education is attractive for hiring schools. Young teachers report that
they obtained their first jobs because they already knew the school, and they requested to
complete student teaching or the previously required three-year service requirement with a
school they knew. Hiring school directors must weigh these factors. It has been observed in
Province A that they often rely on “the apprenticeship” or direct experience when they hire new
teachers, and it is argued that the relative importance of formal teacher education has suffered as
a result.
Correspondence education is attractive for individuals. Many teachers and nonteachers
alike value the broad useful qualification afforded to those with bachelor’s degrees. A recurrent
theme for Russian institutions and empirical research on Russian teacher education graduates is
the idea that most teacher education graduates expect to enter nonteaching professions, which
was found to be true for both daytime and correspondence program students.
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CHAPTER 6: IS THERE A RELATIONSHIP BETWEEN TYPE OF STUDY PROGRAM
AND EMPLOYMENT OUTCOMES?

The focus of this chapter is on the second research question: how is the type of study
program related to employment outcomes at the school level? The information used to perform
this analysis includes type of educational background, teacher salary, education level, age, and
professional qualifications. The information was gathered in seven schools in Russia, as
described in Chapter 3. For each school, administrative records were compiled into a data set
that included all the teachers in each school. It was found that there are also several myths to
debunk about employment for correspondence teachers as well: (a) teachers who complete
correspondence degrees are disadvantaged in employment and (b) correspondence teacher is of
lesser quality.
The salary rate for each teacher was calculated based on the total salary and hours per
week, and the average salary rate does not correspond to the average teaching load, since there
was an inverse relationship between teaching load and salary rate, as shown in Figure 6.3.
Lower teaching loads were associated with more varied salary rates, but higher teaching loads
had a much narrower range of rates, and in general, the higher the load, the lower the rate.
The large majority of teachers in the school sample was female (93 percent), and about
two-thirds held a high rank (68 percent). The teachers were distributed among subjects as
follows: 37 percent taught in the humanities, including Russian language and literature, history,
social studies, foreign languages, geography, and law; 37 percent taught primary education in
grades 1 though 4; 25 percent taught math and science, including mathematics, informatics,
chemistry, biology, and physics; 4 percent taught music and art; and 10 percent taught in other
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subjects, including physical education, health and safety, and technology. Rural teachers made
up 21 percent of the seven-schoolteacher sample.
Table 6.1
Definitions and Descriptive Statistics of Variables
Variable

Definition and metrics

Observations

Mean

SD

Min

Max

Age

Teachers’ age at time of
survey

192

45.27

10.19

23

66

Teaching load

Hours per week

232

26.06

7.43

4

52

Salary (Oct)

Rubles per month

226

21,933.63

8,924.87

2,000

47,000

Salary rate

Rubles per hour

226

865.02

312.70

258

1,740

Experience

Years teaching

171

21.93

10.27

1

42

Female

Male =0
Female = 1

232

.93

–

0

1

High rank

Low rank = 0
High rank = 1

224

.68

–

0

1

Humanities

Not humanities = 0
Humanities = 1

232

.37

–

0

1

Primary ed.

Secondary = 0
Elementary = 1
Not math & science = 0
Math & science = 1

232

.23

–

0

1

232

.25

–

0

1

Art & music

Not art & music = 0
Art & music = 1

232

.04

–

0

1

Other subject

Not other subjects = 0
Other subjects = 1

232

.10

–

0

1

Rural

Not rural = 0
Rural = 1

232

.21

–

0

1

Math & science

Detailed in Table 6.1 are the variables included in the data set, with each variable’s
number of observations, mean, standard deviation, and minimum and maximum measurements.
The variables are age, teaching load, monthly salary, salary rate, experience, gender, teacher
rank, subject taught, and school setting (rural or non-rural). The average teacher was 45 years
old, worked 26 hours per week, and earned 21,933 rubles (685 USD) per month. In total, about
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one-quarter of the teachers in the school sample graduated from correspondence programs, while
three-quarters completed daytime programs.
The goal of the quantitative analysis was to check whether there are differences in salary
rate or other employment outcomes (teaching load or subject) for teachers with daytime and
correspondence type backgrounds. The results of t-tests for significant differences between the
means of the two groups (daytime and correspondence) are presented in Table 6.2. There were
no significant differences measured between the daytime and correspondence teachers in age,
teaching load, salary (October 2012), experience, or the calculated salary rate.
Table 6.2
T-Test Results Comparing Daytime and Correspondence
Daytime
Mean
SD

Variable
Age
Teaching load
Salary (Oct.)
Salary rate

Correspondence
Mean
SD

t

df

p

46.08

10.42

42.96

9.21

-1.88

190

.06

26.08

6.93

26.77

8.44

.61

224

.54

22,331.33

8,810.73

21,685.19

9,042.51

-.47

218

.64

875.10

303.58

854.06

342.23

-.43

218

.67

10.71

22

9.51

-.01

166

.99

Experience
22.02
Note:	
  [*	
  p	
  <	
  .05,	
  **	
  p	
  <	
  .01,	
  ***	
  p	
  <	
  .001]	
  

The difference in age, a 46-year average age for daytime teachers and a 42-year average
age among correspondence teachers, is close to being statistically significant. The difference
may not be meaningful in terms of direction, but it my be meaningful when considering that
there are teachers of both daytime and correspondence background types in a range of ages—and
not only among the older generation of teachers. Teachers who graduated from correspondence
programs vary in age similarly to the teachers who graduated from daytime programs.

153

6.1. Analysis of Variance at the School Level
The variance between and within schools was analyzed for five individual variables.
Three of the five variables varied significantly between schools, indicating that much of the
variance in these three (teaching load, salary rate, and monthly salary) can be explained by
between school differences. Thus, in later analysis, between-school differences are considered.
Table 6.3.a
One-Way Analysis of Variance of Age by School
Source
df
Between groups
6
Within groups
185
Total
191
Note: [* p < .05, ** p < .01, *** p < .001]

SS

MS
152.70
102.27
103.85

916.22
18,919.69
19,835.92

F

p
1.49

.18

Table 6.3.b
One-Way Analysis of Variance of Teaching Load by School
Source
df
Between groups
6
Within groups
225
Total
231
Note: [* p < .05, ** p < .01, *** p < .001]

SS
1712.62
11055.65
12768.27

MS
285.44
49.14
55.27

F

p
5.81

.00***

Table 6.3.c
One-Way Analysis of Variance of Salary October by School
Source
df
SS
Between groups
6
7,730,000,000
Within groups
219
10,200,000,000
Total
225
17,900,000,000
Note: [* p < .05, ** p < .01, *** p < .001]

MS
1,290,000,000
46,500,000
79,700,000

F

p
27.68

.00***

Table 6.3.d
One-Way Analysis of Variance of Salary Rate by School
Source
df
Between groups
6
Within groups
219
Total
225
Note: [* p < .05, ** p < .01, *** p < .001]

SS
12,800,000
9,180,000
22,000,000

MS
2,140,000
41,900
97,800

F

MS
105.46
105.51
105.51

F

p
50.98

.00***

Table 6.3.e
One-Way Analysis of Variance of Experience by School
Source
df
Between groups
6
Within groups
164
Total
170
Note: [* p < .05, ** p < .01, *** p < .001]

SS
632
17,300
17,900
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p
1

.43

6.1.1. Salary
Figure 6.1 charts the differences between group means for the teacher salary rate and a
number of teacher characteristics, including subject area, grade level, gender, and school setting.
Daytime and correspondence teachers are very similar along a number of measures.
However, large differences were observed between daytime and correspondence teachers in
terms of the subjects they taught. Only 15 percent of the daytime teachers taught elementary
grades, but 44 percent of the correspondence teachers taught elementary grades. Notably, 31
percent of the daytime teachers taught math and science, compared to only 9 percent of the
correspondence teachers. Nineteen percent of the daytime teachers (approximately one-fifth of
the subgroup sample) were in rural schools, while 28 percent of the correspondence teachers
(roughly one-third of the subgroup sample) were in rural schools. In summary, correspondence
teachers were more likely to be teaching elementary grades in rural schools and less likely to be
teaching math and science, or the humanities, in urban schools. One-quarter, or exactly 57 of the
226 teachers, were correspondence teachers.
Ninety-two percent of daytime teachers were women, compared to 95 percent of the
correspondence teachers. A larger percent (76 percent) of correspondence teachers were highranking teachers (defined by category as holding either the highest or the first professional
category), while 66 percent of daytime teachers held a high rank (highest or first professional
category).
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Figure 6.1. Group Means of the Salary Rate for Teachers in the Sample
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Table 6.4
The Salary Rate and T-Test Results for Categorical Variables and their Subgroups
Categorical variable

Mean Salary
Rate

SD

t

df

p

EDTYPE
Correspondence
854.05
342.23
-.23
53
Daytime
875.10
303.58
.43
165
Missing
684.83
271.47
-1.62
5
Grade level
Primary/elementary
930.17
328.36
1.42
50
Secondary
846.03
306.35
-.81
174
School
A (on graph, 1)
758.21
172.02
-4.02
41
**
B (on graph, 2)
707.86
168.34
-6.12
42
**
D (on graph, 3)
1235.25
209.27
13.70
59
**
E (on graph, 4)
654.20
260.26
-2.56
9
F (on graph, 5)
756.65
148.15
-3.27
19
*
G (on graph, 6)
468.26
123.01
-12.49
14
**
H (on graph, 7)
844.38
290.49
-.42
35
Category
None
735.42
305.67
-2.84
44
*
Second
757.09
312.24
-1.58
20
First
855.93
290.32
-.26
71
Higher
1004.53
287.78
4.33
79
**
Missing
564.00
133.12
-6.39
7
**
Subject area
Humanities
811.56
276.87
-1.77
84
Math & science
862.54
289.23
-.06
56
Art & music
887.60
445.40
.16
9
Elementary
930.17
328.36
1.42
50
Other
914.43
380.15
0.62
22
Gender
Women
869.41
308.58
.20
209
Men
807.31
368.90
-.62
15
District
Urban
844.38
290.49
-.42
35
Semi-urban
940.67
310.94
2.90
144
*
Rural
637.75
210.78
-7.23
44
**
Ed level
Higher Education
848.37
299.63
-.76
190
Less than Higher Ed.
938.21
362.26
1.87
32
Missing
504.50
197.28
-2.58
1
Note: These results are meant to be interpreted with Figure 6.1 on the previous page, which displays a visual of t
same information.
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Table 6.4 (continued)
Ped. degree
Pedagogical degree
853.60
Non-pedagogical degree
952.75
Interview
Interviewed
767.62
Not interviewed
885.96
Substitute
Substitute teacher
691.28
Regular teacher
870.57
Note: [* p < .05, ** p < .01, *** p < .001]

302.32
346.48

-.51
1.54

185
36

.60
.13

277.20
316.59

-2.22
.90

39
185

*.03
.36

494.89
305.25

-.92
.27

6
218

.38
.78

The horizontal line in Figure 6.1 represents the average salary rate in the sample (865
rubles, or $27 per hour), and the vertical lines each show the categorical variables. For example,
EDTYPE shows the daytime and correspondence categorical groups on the far left side of the
chart. The average salary rate for teachers who completed daytime education programs is just
above the average (875 rubles per hour), while the average salary rate among teachers who
completed correspondence education programs is below average (854 rubles per hour).
T-test results for the categorical variables are presented in Table 6.4. The variation
between schools reflect the maximum and minimum measurement.
The graph in Figure 6.1 visually demonstrates the relative differences between
categorical groups. For example, the difference in salary rate between daytime and
correspondence groups is much smaller than the difference between regular and substitute
teachers, or professional categories. Interestingly, the largest spread in salary rate is observed
between schools as was found in the one-way ANOVA shown in Table 6.3 a-e. School D has
the highest average salary rate (1,235 rubles per hour), while school G has the lowest average
salary rate (468 rubles per hour).
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Table 6.5
Within School Comparison of Salary Rates (Rubles Per Hour)
School
A
B
D
E
F
G
H

Daytime

Correspondence
730
724
1,212
550
745
443
809

855
654
1,404
1,068
800
500
904

In the tables and figures presenting school-level data, it is useful to remember that
Schools A, B, and D are semi-urban; E, F, and G are rural; and School H is urban. In Figure
6.1., School A (1 on the graph) is hidden from view, because it overlaps with school F (school 5
on the graph). The mean salaries within these two schools are very close to each other, as is also
shown on the t-test table, Table 6.4.

6.1.2. Teaching load
The framers of education policy in Russia have created incentives for schools to increase
student-teacher ratios, attempting to provide a more efficient organization of public education.
The trend in Russia, therefore, is to increase the teaching load and retain fewer teachers in the
school system, resulting in teachers who earn larger salaries by working more hours. Because
the distribution of hours is now more concentrated among fewer teachers, schools that have been
more flexible about reassigning hours to their existing staff are deemed more efficient, even
though there is a prevalence of more out-of-subject teaching.
The difference in salary rate is likely due to the fact correspondence teachers are
concentrated in rural schools, with lower overall rates. Teacher qualifications, as measured by

159

professional category, are not the reason for lower salary rates among correspondence teachers,
as demonstrated by the following description of professional rank.

6.1.3. Professional rank
The teacher professional rank in Russia demarcates teachers into four levels: higher, first,
second, and none. These have been described in greater detail in Chapter 4. A dummy variable
is used to compare the teachers with “high rank,” defined as the higher and first category, with
teachers of “low rank,” defined as teachers with the second or no category. The difference was
192 more rubles per hour paid to teachers in the “high rank” group. In Table 6.6, the breakdown
of teachers by category for daytime and correspondence groups can be explained by the
observation that a number of experienced teachers are still negotiating the teacher category
advancement scheme. About one-third of the teachers in each education background type group
hold the higher category. However, a larger proportion of correspondence teachers hold the first
category.
Table 6.6
Breakdown of Teacher Category by Education Type (N = 226)
% Daytime teachers
Higher category
First category
Second category
No category
Missing
Total teachers

% Correspondence teachers
35
30
9
24
2
100

35
40
7
16
2
100

Table 6.6 also illustrates that daytime teachers have a more predictable climb in salary rate as the
teacher category advances, while the correspondence teachers’ salary increases are less
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predictable. Table 6.7 shows the average ruble-per-hour salary rate for the correspondence and
daytime teachers at the four professional category levels.
Table 6.7
Average Salary Rate in Four Categories by Education Type
Teacher Category

Daytime teachers
(rubles per hour)

Correspondence teachers
(rubles per hour)

Higher category
1,006
994
First category
878
808
Second category
813
551
No category
723
815
Note: One high rate (1,740 rubles per hour) was recorded among the nine teachers who graduated by
correspondence and hold no category. The teacher was a substitute teacher in School H. If this outlier is removed
the average salary rate for correspondence teachers with no category drops to 630 rubles per hour.

6.2. The Salary Rate and Years of Teaching Experience
Another variable of interest is years of teaching experience, with an obvious expected
relationship to salary (longer career, greater salary and salary rate). The relationship between
salary rate and years of teaching experience is represented in the scatter graph shown in Figure
6.3. The Y-axis represents rubles per hour earned by each individual teacher, and the X-axis
represents years of teaching experience. The line of fit demonstrates a positive linear
relationship between these two variables, as would be expected of teachers (and most
professions) in most countries in the world. Analysis of the regression output reveals that an
additional 2.86 rubles per hour is estimated for every additional year in teaching, and that the
relationship is not statistically significant (F [1,164] = 2.20, p = 0.140).
Next, the relationship between years teaching and salary rate was tested for the two
education types, the daytime and correspondence groups. The relationship for the daytime group
resembles the entire sample (combined groups). The daytime group shows a positive linear
relationship between salary rate and years of experience, this time statistically significant: F
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(1,114) = 4.99, p = 0.027. For every additional year of experience, daytime teachers earned an
additional average of 4.29 rubles per hour. The scatter graph presents a visual comparison of the
two groups, daytime and correspondence.
There is a difference in the relationship between salary rate and years teaching experience for
daytime and correspondence groups. The upward sloping line is daytime fitted values, while the
downward sloping line is correspondence fitted values.
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In addition to the difference in relationship between experience and salary rate, an
attempt was made to measure how the type of study program (daytime versus correspondence
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studies) affects employment at the school level. Teaching load in hours per week was used to
estimate the impact of study program on the relationship between salary rate and teaching load.
As shown in Figure 6.3, the two groups display a similar pattern of convergence: the more hours
assigned per week, the lower the hourly rate of pay.
Figure 6.3. Teacher Salary Rate by Hours Taught Per Week for Daytime and Correspondence
Teachers
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The negative relationship is to be expected, and these are both statistically significant,
with slightly different coefficients. Daytime teachers earn eight rubles less per additional hour
assigned (F [1,164] = 5.58, p = 0.019), whereas correspondence teachers earn 10 rubles less per
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additional hour assigned per week (F [1, 52] = 3.30, p = 0.075). The regression suggests that
there is greater salary compression for correspondence teachers, but since this is most apparent
with change in age and not teaching experience, other explanations are possible.

6.3. Multiple Regression Model Comparisons
A multiple regression was calculated to determine whether education type had any
meaningful relationship to a teachers’ salary rate. The results of the regression suggest that there
is a small difference, but the relationship is not explained by educational background alone. The
available teacher characteristics help explain 68 percent of the variance in salary rate (Adj.
R2 = 0.68, F[16,169] = 25.68, p < .00) in Model 5 in Table 6.8. The table shows the estimates of
the affect of education type on salary rate and is formatted to resemble the presentation of
experimental estimates from Angrist and Pischke (2009).
In Model 1, which includes only one binary variable, the simple regression is used to
describe how the salary rate differs between daytime and correspondence teacher groups. The
difference is not significant, but the daytime teachers earn 41 rubles more per hour than the
daytime teachers do, with the standard errors in parenthesis.
In Model 2, controls are introduced for gender, age, and teaching load. As expected, a
significant rate increase occurs as age in years increases, approximately five rubles more per
hour for every addition year in age. Teaching load is also a significant relationship to salary rate,
but it is consistently negative. For every additional hour assigned to a teacher, the salary rate is
10 rubles per hour lower.
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In Model 3, the additional control of teacher rank is introduced. Teacher rank has a
significant effect on the salary rate, reflected in a 339 ruble-per-hour increase from no category
to the highest teacher category rank, and an increase of 169 rubles for teachers with the first
category (compared to none). In this model, the teaching load effect is also significant, and even
more pronounced, at a loss of 14 rubles per hour for every additional hour assigned.
In Model 4, subject area is added to the model, with no significant effects on the salary
rate. School fixed effects.
In Model 5, school fixed-effects are introduced in order to consider the school-level
omitted variables and unobservables. The coefficient of interest, Daytime, becomes negative and
significant one fixed effects are included, and this indicates that between school differences have
a large influence on the relationship between education type and salary rate. The findings of
Model 5 suggest that after accounting for a list of individual characteristics (same as Model 4),
and all observed and unobserved school-level differences, daytime education teachers on average
72 rubles less per hour than a correspondence educated teacher.
In the last two columns of Table 6.8, a sub-group analysis is listed by education type.
The coefficient of interest is teacher rank, and these two columns indicate that teacher rank
affects daytime teachers more generously. The premium for higher rank among daytime teachers
is 264 rubles per hour, while it is only 160 rubles per hour for correspondence teachers with
higher rank. One major difference may be the sample group sizes.
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Table 6.8
OLS Regression on Teacher Salary Rate (N = 186)
Daytime
(Reference = correspondence)

1
41.17

2
22.57

Model
3
43.43

4
80.79

(55.75)

(54.20)
117.06

(50.99)
76.21

(89.04)
4.89
*
(2.38)
-10.48
**
(3.19)

Female
(Reference = male)
Age
Teaching load
Teacher rank
Higher
(Reference = none)
First
(Reference = none)
Second
(Reference = none)

Daytime

Corr.

(52.16)
140.64

5
-72.92
*
(33.45)
14.39

8.75

-66.47

(82.95)
.97

(95.60)
.69

(62.85)
-.37

(65.60)
-.41

(180.73)
1.89

(2.32)
-14.28
***
(3.05)

(2.28)
-15.15
***
(3.02)

(1.49)
-6.36
**
(2.14)

(1.50)
-3.46

(5.42)
-9.57

(2.44)

(5.06)

339.17
***
(63.26)
169.04
**
(62.41)
39.27

351.52
***
(62.53)
186.79
**
(61.50)
72.39

(139.37)
301.25
*
(141.51)
145.73

(92.08)

264.09
***
(44.60)
183.56
***
(42.58)
193.55
**
(65.92)

160.00

(89.73)

239.75
***
(42.99)
186.91
***
(40.16)
135.08
*
(60.09)

111.63

3.98

-27.84

183.43

(90.61)
183.86

(63.31)
-99.26

(171.22)
-176.59

(84.62)
1.40

(59.12)
114.04
*
(55.50)
-28.61

(60.21)
20.98

(166.63)
-96.27

(93.61)
-91.65

(61.81)
9.51

(70.75)
32.60

(159.36)
-122.86

(123.47)
N
979.30
***
186
.23

(80.40)
Y
892.28
***
186
.68

(85.01)
Y
585.79
***
139
.73

(200.66)
Y
1,435.77
**
47
.60

Subject area
Math & science
(Reference = other subjects)
Humanities
(Reference = other subjects)
Elementary education
(References = other subjects)
Art & music
(Reference = other subjects)
School fixed-effects
Constant

N
859.57
***
N
186
Adjusted R-squared
0
Note: [* p < .05, ** p < .01, *** p < .001]

N
820.11
***
186
.06

N
940.65
***
186
.19

(193.68)

Illustrated in Figure 6.4 is a direct comparison of the relationships between salary rate
and years of teaching experience between schools. School D has the highest rate of salary
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among teachers of any age, while School G has the lowest salary rate. A similar change in salary
rate over time is observed in each school, rising quickly in the beginning of a teacher’s career,
then more slowly over time and tapering off after around 40 years of teaching experience.
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Note: Lines represent fractional polynomial lines of fit predicting the salary rate at different
career intervals, 10 years, 20 years, etc.
A different pattern is found School E, in that less experienced teachers are predicted to
have the second highest salary rate for teachers with less than 10 years of experience, but the
second lowest for teachers with over 20 years of experience. As described in Chapter 4, School
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E is located in a tight-knit rural community and has the highest average teaching load (32 hours
per week) among all the schools sampled.
Teaching load and teacher category were found to influence teachers’ salary rate
significantly, whereas education level, education type (the main variable of interest), and years of
teaching experience were not good predictors of teachers’ salary rates. Teachers who graduated
by correspondence more recently (younger teachers) were more likely to earn a higher salary rate
than their more experienced counterparts, the teachers who graduated by correspondence 20 or
more years ago.
One factor that influences career decisions among teachers is salary compression, or how
much they can expect to earn early in their careers, mid-career, and by retirement age. If the
early career earnings of teachers are expected to be low, then fewer college graduates are likely
to be attracted to teaching. But if there is a steady increase in salary over time, then those that do
enter the profession can look forward to greater earnings and will generally be expected to stay.
Young teachers expect to reap the benefits of a higher salary for the same work later in their
careers. The changing policy environment in Russia has produced different salary schemes for
different cohorts of teachers and in different schools, depending on how school principals are
coping with the changes. Through an analysis of the data, it is clear that for teachers in these
schools, the increases in salary over time are small.
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6.4. Myths about Employment of Correspondence Teachers
The correspondence and daytime teachers were different, but the difference was not
statistically significant for age, teaching load, salary earned in October 2012, or the calculated
salary rate.

6.4.1. Myth: Correspondence teachers are at a disadvantage in employment
Correspondence teachers earn equally, but the school salary policies are the main
determinant of teacher salary, not educational background. Teacher income is a complex
formula that is determined in schools. A variety of salary rates exists among teachers, and
teacher salary is affected most by school policies. Because of the stavka system and the way that
school staffing is organized by subject specialization, hourly workload, per-capita contribution to
the teachers’ hourly rate of pay, and a push toward flexibility, schools are pressed to redistribute
hours among current staff rather than hire another teacher. One of the most popular concepts in
the current labor market for teachers is flexibility. Many within the education system argue that
teachers should be expert to the point that they can be flexible about what, who, and where they
teach.
The main determinant of teacher salary is the school. Because the school principal
controls a number of factors, the teachers are subject to school-level policies of how teacher
remuneration is organized. School principals said they did not differentiate between the
correspondence and daytime teachers while hiring or distributing hours, and an analysis of the
data set confirmed that the differences in teaching load, experience, and salary rate were
negligible.
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The t-test results in Table 6.2 shows that there were no significant differences between the
correspondence and daytime teachers in experience, teaching load, salary, or salary rate. Even in
the more complex model, differences in salary rate were only found when controlling for school
effects. The difference more likely has to do with poverty and the correspondence teacher
education pipeline than it does with meaningful employment differences.

6.4.2. Myth: Correspondence is of lower quality
There is more crossover between correspondence and daytime programs than one would
expect; the quality of training, according to hiring school principals, depends on the discipline
and integrity of the person/students, and not on the type of program. Because most students in
correspondence program must work, it does not mean they are worse off academically.
Correspondence education can be compared to practice-based teacher education (PBTE),
prevalent in education systems in the 1980s with varying success, and recently gaining
popularity again in England (Zeichner, 2012).
Hiring school principals do not differentiate between the two background types, as
recounted in Chapter 5. Some principals also reported a correspondence education background.
Two-thirds of the students interviewed for this dissertation planned to become teachers, and a
sizeable difference in responses was observed between the correspondence and daytime program
students. Eighty-five percent of the correspondence students (17 out of 20) planned to become
teachers, while 54 percent of those in the daytime programs (10 out of 22) planned to become
teachers.
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Table 6.9
Students in Teacher Education Programs and Career Plans (N = 41)
Students at Pedagogical University

Daytime (%)

Planning to teach
Not planning to teach
Total

Correspondence (%)

Total (%)

48
52

85
15

66
32

100

100

100

Source: Interview Data, Fall 2012

Ten students (48 percent) planned to teach after graduation in daytime programs, whereas
17 in 20 (85 percent) planned to teach from the correspondence programs. The is a large
difference, 38 percentage points, and it may be partially explained by the new demand for higher
education in the teacher labor market, which has resulted in school directors pushing teachers to
receive a higher education by correspondence.
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CHAPTER 7: CONCLUSIONS

During my investigation of correspondence teacher education, I was surprised by many
of the myths I heard, the widely held beliefs about correspondence education that account for the
bulk of current knowledge, but that are not based on actual teacher experience or the results of
these programs. I found that many students use correspondence education pathways because
they are the best fit for their life and work situation, bot because they are less academically able,
or want to avoid rigorous training. Not only future teachers, but also professionals from myriad
economic sectors and geographic locations all over the former Soviet Union, take advantage of
correspondence teacher education for its affordability, accessibility, and flexibility.
Correspondence education in Russia has been growing rapidly and is one of the most common
forms in 2012.
Results from the current study also demonstrate how preservice education of teachers in
Russia is characterized by a high level of correspondence enrollment (see Chapter 5, Figure 5.1),
about half, or 48 percent of the more than 107,000 education degrees granted in 2011. Taking a
historical perspective on correspondence education produces evidence of three distinct periods of
time when enrollment in correspondence programs spiked. First, in the early 1930s,
correspondence training at the secondary vocational level supported the large, fast supply of
teachers to compulsory, universal primary education. Second, during the 1960s, correspondence
teacher education was expanded at the higher education level, formalized in tandem with policies
promoting lifelong learning for workers. Importantly, correspondence degrees have equal
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footing with their daytime counterparts; the diploma is not differentiated for specialists who
completed degrees in correspondence and daytime programs.
The third spike happened during the first decade of the new millennium, when enrollment
in higher education increased, and correspondence enrollment in particular, was high (see
Chapter 1, Figure 1.1). An increasing percent of students in this latest period are paying tuition,
and it was found that they choose correspondence education because it is accessible and
affordable. In terms of teacher supply, the geographic mobility declined in the latest period for
beginning teachers. Because the system of teacher deployment by mandatory three-year contract
was dismantled in 1993, teachers in the new millennium are more likely to work closer to home.
Education researchers find that the sorting of teachers between schools in this “free market”
environment is largely dependent on the career decisions of beginning teachers and their
personal and professional networks (see Rieninger, 2012).
Correspondence education is an institutionalized part of the higher education system in
Russia, and it seems as if it is here to stay. Rather than dismissing correspondence enrollments,
it may be beneficial to recognize the important function these programs fulfill for students,
schools, and teachers in Russia. Because correspondence education has been a key part of the
Russian education system in multiple fields of study for nearly 100 years, most everyone in
Russia is familiar with it and can tell you something about it. Perhaps because of the principles
of equality between workers, correspondence education is not something that is regularly
discussed among professionals. More often, it is an unspoken understanding. Teachers would
let me assume that they finished a daytime program, and only when pressed would they explain
how they went by correspondence and what led to that choice. Traveling from school to school
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in this way, I had the very strange experience that my journeys paralleled those of the lead
character in Gogol’s novel Dead Souls, who bought lists of serfs—who had passed away but had
not been removed from the tax register—for a nominal sum. People are puzzled by the strange
quest but put up with the traveling fool gracefully. There is a noticeable disjuncture, which
could even be called hypocrisy, about the pubic discourse surrounding correspondence education
and the reality that institutions and governments, either for financial reasons or to fulfill the
individual needs of people, are expanding these programs, and sponsoring more of these students
to gain needed qualifications.
I argue that the paths that include correspondence education are worthy of more (rather
than less) attention from policy makers. The reason for this assertion is that more students in
correspondence programs are either headed or already inducted into the teacher profession. A
tabulation of interview responses shows that correspondence students are more likely to be
connected to a school already or expect to work at a school upon graduation than are their
counterparts in daytime programs.
Forty-two students in pedagogical institutions were interviewed, and among those, 28 (67
percent) said they planned to become teachers. This is a much higher rate of intended transfer to
the teacher profession than has been previously measured in Russia. In previous surveys,
including the Teacher Education and Development Study in Mathematics (TEDS-M) 2008
survey of future teachers, low percentages of students who intended to enter the teacher
profession were reported. TEDS-M reported only 5.5 percent of the students in secondary math
teacher preparation said, “I expect that teaching will be my long-term career.” Another 29
percent responded, “Maybe teaching will be my long-term career” (Kovaleva et al., 2011,
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p. 143). In an earlier estimate based on Monusova’s (2009) analysis of regional differences in
teacher labor markets, it was reported that only one-quarter of teacher education graduates
planned to teach.
An agenda for future research in Russia is recommended in the following areas based on
the development of this study and its conclusions. Not enough data exist on the real professional
preparation of teachers that includes correspondence forms of study. This is true for the teacher
profession but also other professions that rely heavily on correspondence education: art
historians, journalists, lawyers, economists, accountants, etc. What are the benefits and
drawbacks for these professions? Higher education outcomes are not easily measured in Russia,
since institutions do not track labor market outcomes of graduates, but these may be logical next
steps for effective promotion of programs.
A surprising trend that seems pervasive in Russia (but maybe not only Russia) is the fact
that students reported attendance at more than one institution, or overlapping enrollment.
Coupled with the fact that faculty also reported teaching at more than one institution, how does
this change the way we think about higher education persistence and completion. The institution
does not offer all of the training, or all the employment needed by students and faculty – does
that matter? How would that shift affect our thinking about economics of higher education?
Conceptually the theory of change in post-socialist education systems is not as well
applied here as may have been posible, but future research and researchers in the future could
consider the approaches to data gathering and rich descriptions of school staffing and teacher
recruitment to analyze the shifting conceptualization of schooling, learning, and professional
learning in post-socialist education systems.
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Finally, the unwritten book that came to me throughout this work, is about the teachers
who returns to their own school to teach, the Boomerang teachers. There were more of them that
I expected to find, and I wonder if their presence signals the “local turn” for communities,
whereby they are organizing public education on their own terms, developing extensive networks
of family and friends to staff their school, and thus relying less on the system for support but also
building strong trust and community within the school. This turn has unexplored costs and
benefits.
This dissertation study provided a unique contribution to education research by providing
a detailed account of four pathways into teaching in Russia, including how correspondence
teacher education functions within three of the four pathways. It is indicated through an analysis
of teacher data that differences in outcomes between the two types of teacher education are
small. The correspondence program takes longer, costs less, and is the most flexible—which has
led to an influx of students from other professions into the teacher training programs over time.
Because previous studies have not differentiated between daytime and correspondence programs,
however more meaningful findings for the teacher profession would result by including them in
the future. It is my opinion that enormous potential exists because of a large network of teacher
education institutions with long-standing models of practice-based teacher education, operating
on a wider scale in Russia than almost anywhere else does in the world.
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APPENDICES
Appendix A: Interview Protocols
I. School Director
Preliminary conversation covers introduction of the study, the investigator, informed
consent, and participants rights.
A.

Career path to present day including education and attractiveness of teaching profession
1) How long were you a teacher before becoming the Director?
2) When did you decide to become a teacher?
3) Will you share more about the context of that decision? Did you have other options?
Was it your first choice?
4) Where did you complete your teacher education? When? How long did it take? What
subject? Was it daytime or by correspondence?

B.

Specific decisions about employment that led to this particular school and not another
5) Why did you decide to work in this particular school?
6) How did you come into the job? How long have you been Director? Did you know the
previous Director?

C.

Current teaching staff including qualifications of teachers
7) How do you attract new teachers to your school?
8) Would you say there are subjects that are easier or harder to staff with qualified teachers?
Why? Grade level(s)?
9) Looking at the school’s Tariff Table, could you identify among your staff who received
their teacher education in a daytime program and who received it by correspondence?
10) Do you perceive any differences between these two groups? What about in regards to
salary? What about in regards to non-teaching duties? What about in regards to
recruitment into teaching?

D.

Comparison between past and present day teacher education
11) Would you say there are any differences between the older “Soviet” generation of
teachers and the new young teachers?
12) With regards to preservice education, would you say there are differences between the
Soviet daytime programs and the daytime programs of today?
13) Are there differences between the Soviet correspondence programs and the
correspondence programs of today?
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E.

Comparison of this school to other schools in the region
14) Considering the questions we have discussed about deciding to become a teacher, getting
a teacher education, and working in this school, how would you compare your own path
to others? Is it typical for this region? In what ways is it different? Similar?
15) Is there anything else unusual about your situation in relation to other directors/teachers?
16) Does your school sponsor young specialists to study by correspondence at the university?
(i.e., pay their tuition?)
17) Are you satisfied with the current teacher policies in the region? What do you estimate is
the greatest challenge? The greatest achievement?
18) Do you think there is teacher shortage in this region? Teacher surplus? Why/why not?
In which subjects?
II. School: Teacher in the Humanities

Preliminary conversation covers introduction of the study, the investigator, informed
consent, and participants rights.
A. Career path to present day, including education and attractiveness of profession
1) When did you decide to become a teacher?
2) Will you tell me more about the context of that decision? Did you have other options?
Was it your first choice?
3) Where did you complete your teacher education? When? How long did it take? What
subject? Was it daytime or by correspondence?
B. Specific decisions about employment that led to this particular school and not another
4) How did you land this job? Was it your first choice?
5) How long ago did you begin working here?
6) Will you tell me about your first days at the school? What was it like to begin work
here?
C. Current teaching work including teacher qualifications
7) What subject(s) do you teach? How many hours? Grade level(s)?
8) Are you trained in that subject?
9) When was your last opportunity to go for professional development? Did you go? If yes,
would you describe it?
10) Do you have any other job(s) outside of your schoolwork? Where?
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D. Comparison of self to other teachers
11) Considering the questions we have discussed about deciding to become a teacher, getting
an education, and working in this school, how would you compare your own path to
others? Is it typical in this region? In what ways is it different? Similar?
12) Are you satisfied with the current teacher policies in the region? What do you estimate is
the greatest challenge? The greatest achievement?
13) Do you think there is teacher shortage in this region? Teacher surplus? Why/why not?
In which subjects?
III. Higher Education Institution: Department Head or Deputy and Faculty in Humanities.
Preliminary conversation covers introduction of the study, the investigator, informed
consent, and participants rights.
A. Career path to present day including education and attractiveness of the teaching profession
1) How long have you been teaching?
2) When did you decide to become a teacher?
3) Will you tell me more about the context of that decision? Did you have other options?
Was it your first choice?
4) Where did you complete your pedagogical education? When? How long did it take?
What subject? Was it daytime or by correspondence?
B. Specific decisions about employment that led to this particular institution and not another
5) How did you come to work at this institution?
6) How long have you been a Department Head?
C. Current teacher training in the humanities including curriculum
7) Could you describe the teacher preparation program briefly?
8) Is this program consistent with past? What changes to the curriculum have occurred in
your memory?
9) Do you perceive any differences between those who study in daytime programs and those
who study by correspondence? What are they? Why would you say that is?
10) In your opinion, do the two groups have equal opportunities with regard to future
earnings?
11) In your experience what is the academic caliber of the applicants to the program? Do you
know the rate of admission?
12) In your experience what is the level of state support for daytime teacher education? For
correspondence teacher education?
13) How would you describe the rate of degree completion in the two programs?
190

14) In your opinion, do daytime and correspondence students experience the recruitment into
teaching process in the same way?
D. Comparison of this school to other schools in the region
15) Considering the questions we have discussed about deciding to become a teacher, getting
a teacher education, and working in this school, how would you compare your own path
to others? Is it typical for this region? In what ways is it different? Similar?
16) Is there anything else you would say is unusual about your situation in relation to other
department heads/faculty?
17) Are you satisfied with the current teacher policies in the region? What do you estimate is
the greatest challenge?
18) Do you think there is teacher shortage in this region? Teacher surplus? Why? What
subjects are most affected?
IV. Higher Education Institution: Preservice Student in the Humanities
Preliminary conversation covers introduction of the study, the investigator, informed
consent, and participants rights.
A. Decision path to present day including enrollment to education and attractiveness of
profession
1) Will you tell me about when you decided to apply to the pedagogical university?
2) Why did you decide to become a teacher?
3) Will you tell me more about the context of that decision? Did you have other options?
Was it your first choice?
4) How did you prepare for getting into this institution? Was it difficult for you?
5) When you applied here what was the process? Did your USE score play a significant
role?
B. Current study including curriculum
6) What is your major? What specialization have you chosen? How many years does that
take?
7) What is your schedule like? How many hours per week do you have lessons?
8) What is the practicum like?
9) Do you also work or only study? You have time to do it all?
10) Are you interested in the topics your study? Do you go to every lecture?
11) For which reasons, in your experience, do students do poorly in the program?
C. Aspirations and career
12) When you graduate, which subject will you be teaching?
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13) Who do you know that is a teacher now?
14) Do you have friends who graduated from your institution? If yes, where do they work?
D. Comparison of self to other teachers
15) Considering the questions we have discussed about deciding to become a teacher, and
getting a teacher education, how would you compare your own path to others? Is it
typical in this region? In what ways is it different? Similar?
16) Would you say your EG score is typical of a student in teacher education for this region?
17) Do you this there is teacher shortage in this region or are there too many teachers?
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Appendix B: Interview Transcript Examples
Individual Interview with Student in History Program (Correspondence)
Why did you decide to apply here?
I graduated 11th grade, and I wanted to go into the State University, or here if I didn’t get
in. There were two of us from my school that they promised to give directive order [Russian:
napravlenie], but then somehow we didn’t get it.
I applied to the daytime program, but I didn’t get in. I was seven points short. I could
have gone to the program in cultural studies [Russian: Kulturalogia]. But I preferred history by
correspondence. I was accepted as a budget student. There were 15 places. I think everyone
can get into PGSGA one way or another.
The saying goes, “Znanie net—idti v ped; uma net—idti v med” (no knowledge, go to
pedagogical; no brains, go to medical).
You took the USE exam?
Yes, I didn’t get enough points for the state university.
History
64 (4)
Obshestvoznanie
61 (4)
Russian
58 (3)
Math
don’t recall (3)
Where did you go to school?
In a rural school, our 11th grade had about 70 students, in 3 classes. I was in the B class.
We were the humanitarian group. I had good grades in my attestation.
Do you have a job?
Yes, I am a schoolteacher. My first job was right after school graduation. I worked for
one year in a rural school. I earned 7,000 rubles [$230] per month, teaching 18 hours per week
in the 5th and 9th grades.
I lived with my parents. Last year, one of the history teachers at my school died, and we
were very sad. Over the summer, I wanted to go and ask if they would transfer me to my
school—I didn’t go for a long time, then finally I went to see the director. They hired me, and I
teach 21 hours there this year. I also have an individual student. My salary there is 15,000
rubles per month. But the more money you have, the more you need. The teacher salary
depends on how many kids are in the school, and in your class. We have around 900 kids in the
school, so the salaries are okay. I live with my parents for now. I don’t pay for housing.
Do you like being a teacher? Do you see yourself staying in the profession?
I don’t feel like a good teacher. I do not have enough professionalism and experience.
But I do love the school, and the subject, and the children, so I see myself staying in the
profession for my whole life. I always played school with my brother. I don’t really like the
city; I have no desire to move here. And to stay in our town, it is hard to imagine any other place
of work. There is nothing to do but be active in the school. We have a saying: “Tam radilas, tam
I prigodilas” (Where I was born is where I am useful).
That first year, I felt like I was somewhere in the clouds. It was hazy. Coming back to
the school that I went to was a godsend; it saved me. We have a good administration. They all
know me. The other teachers support me and help me. I observe their classes, and they answer
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all my questions. They don’t boss me around. They are kind and patient. Really, there are
practically no problems.
Will you have a student teaching assignment? Or are you excused since you work as a
teacher?
We will have student teaching, but we are allowed to request our own school if we are
already teaching. That makes it very simple.
Do you enjoy the program here? Is it interesting?
Yes, I am very happy that I came here. The faculty are very engaging and supportive of
us. The lectures are so interesting.
Are there any reasons you see that students in the program don’t succeed?
Maybe just for laziness.
Do you know other young teachers? Is their situation similar to yours? Do they say they
like teaching?
I know one foreign language teacher. She says she only works to earn money, and she
complains about the salary a lot. I think she is a good person though.
In our school, there are 36 teachers, and 4 of us are young. It is a good atmosphere. I
think it is better to work in a rural school, because in the city young teachers make less money,
and you have to pay for housing as well.
My mentor is an older teacher, and I observe her lessons, she yells at the class sometimes.
(Do you yell at your students?) Not much, but I am known as a strict teacher too.
Do you notice if students leave the school after ninth grade?
Yes, of course, they don’t want to take the USE exam.
In higher education, I see several students from our school here at PGSGA. Lots of our
school graduates go here.
Do you think that there is a teacher shortage?
Yes, in certain aspects of the staff there is. There are very few men teachers. The
profession can’t attract them because it is so feminized. They only take on subjects such as
physical education, physics, informatiks. And with these skills, they can find other work, in the
city.
The other hard thing for teachers these days is parents. The professional courses we get
tell us that the parent’s job is vospitanie, and we are only “guides”—well that is not so easy to
accomplish when the parents expect you to do everything.
Year of birth?
1990
Do you receive a stipend?
No, we don’t get a stipend in the correspondence program.
Do you teach private lessons? Tutoring?
No, I don’t.
You mentioned you live with your parents.
Yes. In fact, I am getting married in 10 days, and we plan to move in with his mom. We
are having a baby too. I want to take a short maternity leave, not to lose momentum in my
career.
Individual Interview with Russian Lang and Lit Teacher (Correspondence)
Teaches 32 hours/week. Two 9th grade classes and two 11th grade classes.
194

Subjects taught: Russian language and literature, elective language course, exam prep.
Level of Education: higher professional.
Where did you get your higher education?
I graduated from the Pedagogical Academy in 1995. Then it was called the
Kuibeshevsky Pedogogical Institute. I studied there for 5.5 years. I began the daytime program
and I studied one year. I was a good student. After the first year, I got married (he came home
from the service) and we started a family. I transferred to the correspondence program and
began teaching in a school. You had to work if you were in the correspondence program. I
studied very hard because I didn’t want to lose my reputation as a good student.
What is your teacher category?
In March 2012, I confirmed the higher category for the second time (10 years). My
attestation subject is Russian language and literature.
What form does the attestation take?
The process had two parts; there are courses, assignments, and exams. Then you put
together a portfolio.
What is you salary per month on average?
All together, it is 22–24,000 rubles, counting 15,000 base salary and 5–6,000 in
supplements and bonus. I don’t really think about my salary too often.
Do you give private lessons?
Yes, this year three hours a week. This gives me an additional 3,500 rubles per month in
income. Last year, six hours a week.
What is your marital status?
Married
Do you have children?
Yes, my son is in the seventh grade here at this school.
When did you decide to become a teacher?
I think it was in the eighth grade during the Soviet times in 1987. I went to this school
too. I am very close with my older sister, and she was an example to me. She was in her second
year at the Kuibeshev Pedagogical Institute, and so I applied there too. I knew I wanted to work
with people and with children. When I was in school, maybe I wasn’t listening to the teacher,
but I was looking at her, and thinking to myself, “How would I teach this lesson?” I was always
thinking about when I would be the teacher.
Were you a budget student at the pedagogical institute?
Yes, back then, there were only budget students. Correspondence program was also
budget degree.
Can you compare the rigor of the two programs, correspondence and daytime?
I felt like the correspondence program was much harder. The lecture hours were cut
down by more than half, and all that information was assigned in independent reading, so we had
to be very motivated and take responsibility for our own learning. There were fewer faculty
available to us. I spent so many hours in the library. It was very hard to balance a family and
study, and working in the school.
My husband even was very insulted one day and said that I put the school first, and our
son and him only in second place. I am careful now, so that he doesn’t feel that way. But
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teachers get lots of calls at home after school, and we are on the Internet now in the evening too.
It is a 24-hour job really.
Even though the bulk of the correspondence degree was “independent” reading, I
wouldn’t say that my education is worse. I my group, many of the students dropped out because
they could not sustain the discipline of independent work.
I get angry, actually, because those who go though daytime programs [Russian: ochniki]
always assume that we [Russian: zaochniki] are worse. I constantly feel like I have to prove
myself, that I am as good as they are. Teachers who studied by correspondence are not worse
than any others.
As soon as I finished my first year, I had to go to work at a school while I was in the
correspondence program. I was assigned to [a school], teaching Russian language and literature
18 hours. I had fifth graders and stayed with them through the 11th grade.
That school was a big help to me. They provided constant mentorship. The institute was
disconnected from real life; it was at the school that I understood how to become a teacher.
There were two really great deputy directors there. They would observe my lessons every week,
and then we would sit down and discuss them. They laid out all my flaws; we discussed what I
should do and not do. Now they are 76 and 72 years old. They are retired, but I still call them
on holidays. They are very close even today. Each vacation, the deputy would sit me down in
her office and deliver lectures one-on-one. I learned so much.
What did you take away from the correspondence program at the institute then?
There were interesting subjects that fell outside of my area, so I would not have otherwise
been exposed to them. Ancient Russian language and political science, for example. The
curriculum was broader than the materials I received at school. Also, we had English, but I
would say it barely maintained the level I had in school. I was able to help my son with his
homework in English until about fourth or fifth grade. So it wasn’t a very high level.
When and how did you get the teaching position at this school?
It was about five years ago, because of the education reform experiments that they are
always doing in our city the school system was reorganized into certain types of schools. The
School I was teaching in lost its upper classes, became a school that offered only grades one
through nine. The whole school was lost. Many parents pulled their children out of that school
and transferred them here, where they study from grades 1–11, the gymnasium model. They
knew me and invited me to teach here. I love teaching from grades 5 through 11. You can see
the process of change. And I like to think that I helped them get there.
In my opinion, grades 1–11 together is the best model, because the younger children
really look up to the older grades, and the older ones can be very helpful to them.
Now we have four types of schools, those that teach:
1) Only primary grades (1–4)
2) Incomplete secondary grades (1–9)
3) Only secondary grades (5–11)
4) Gymnasium (1–11)
The gymnasium is also better because the more students you have, the more money the
school receives. A smaller school with only 350 students, for example, gets less money. We
also have sponsors for the kids’ sports outfits, and the parents are very helpful.
Would you say there is anything untypical about your teaching career?
196

I don’t know, maybe that I am a very emotional person and I have a great love for
teaching because of that. Otherwise, not really.
What do you think about the reforms and the teacher policies in the region?
The reforms, of course they are necessary. We all know that. But they are not always
smooth. It will take more time for things to really change, patience, and endurance [Russian:
terpenie].
Do you think there are enough teachers?
No, there are not enough teachers. Young people don’t want to go into teaching. It’s
women’s work, the salary is too low, and you have to work with parents.
Do you find that it impacts some subjects more than others?
I would say Russian language, math, biology, and all the sciences, English, and all
foreign languages are most impacted.
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