Country Report

Sweden

1. Case Study in Inclusive Settings in Sweden

The Swedish school system is rooted in democratic principles. The national curriculum (Lpo 94) states that work at schools is to be carried out in accordance with democratic values. Everybody working in schools should foster and respect each person’s individual worth and strive for an unshakeable belief in the sanctity of human life and solidarity with the weak and dispossessed. All work in school should also “be observant of and help pupils in need of special support” (Lpo 94 in English, p 18). The goals for all pupils are of two kinds: Goals to strive towards, which “specify the orientation of work in school” and goals to be attained, which “express the minimum levels the pupils should have attained when leaving school”.

(Lpo 94 in English, p 18).

The principals have the responsibility for their school, both as pedagogical leaders and as the heads of all staff. Special responsibilities for principals concerning SEN pupils are to ensure that:

· the teaching and social welfare of the pupils is organised so that the pupils receive special support and help they need

· the allocation of resources and remedial measures are adjusted to the assessment of the pupil’s development made by teachers

· the structures for co-operation between school and home are developed and parents receive information 

(Lpo94 in English, p23)

2. Method

About the first school, named North School because of its geographical position in Sweden, the municipal board was contacted in December 2000 and asked about the type of classroom decided on in the study. One school was selected, whose principal was contacted and introduced to the study. The principal gave a short description of the intervention in a class of 59 pupils. To get an impression of the intervention, the school, he way it was organised and if there were some 11-year-old pupils suitable for the study, the school was visited and the three teachers involved in the intervention were introduced to the study. As there were two boys with severe learning disabilities in the class and flexibility for working in different smaller groups, the principal, the three teachers and one assistant working in the group were interviewed in January 2001 and the interviews were taped. Observation were made in February. 

The second school, called South School, is located further to the south in Sweden. The Swedish co-ordinator had heard about the school at a conference, contacted and visited the school. In February South school was visited and a decision was made to focus on a class of 9-year-old pupils in which there was one pupil, who had behavioural problems. The principal, the teacher, and two pedagogues from the after school centre and the special teacher, all working in the class, agreed to participate and were interviewed in February, 2001.

The interviews were carried out in the form a “systematic questioning conversation” adapted to the schools and interviewees (Kvale, 1997). After the interviews the answers from each school were categorised under the headings: Input, Description of Intervention and Output of the Intervention. The draft was then sent to the principal involved, teachers and pedagogues at each school to be commented on and supplemented. 

During the observations in both schools, field notes were taken (Bogdan & Biklen, 1998). These notes are to be viewed as complementary to the interviews. 

3. Description of North School 
North School is situated in a large municipality in the northern part of Sweden. The school is in an area of the town, which is socio-economically a wealthy district. The school has eight special classes with programmes for pupils with severe learning disabilities together with seven mainstream classes. The school is a traditional building with long corridors and consists of one main building, where older mainstream pupils and some special classes have their classrooms. Close to the main building there are three minor buildings where there is a mix of classes with pupils from pre-school, the first three grades and special classes. The school has two principals, one focusing on pre-school to grade 3, the other from grade 4 to 6. The total number of pupils in the school is about 220 from the age of 6 to 12. There is also a pre-school section (75 pupils, 1-5 years old), where about 10 teachers are working. Among the 220 pupils in North School about 30 per cent are SEN pupils. A total of 26 teachers are working in the school. The children are in mixed age groups and there are three teachers in charge of each of the groups: Pre-school 1- 2 (aged 6 to 8), 3-4 (aged 9 to 10) and 5-6 (aged 11 to 12). The school has no special teacher working in mainstream classes, but teacher assistants in some groups.

In the group focused on, there are 59 pupils divided into three “home groups” and classrooms, each “home group” has one teacher. In the whole group there are six SEN-pupils
, of which two have a severe learning disability.

Apart from the three teachers, there are three teacher assistants working in the study group. The teacher assistants are each responsible for one subject but work with all SEN pupils depending on what subject is on the timetable and which pupil is in need of help and support, usually this was the two pupils with a severe learning disability.
Conditions for Intervention in North School

The description of the interventions in North School is about the input, the necessary and different variables for implementing and maintaining it, and the output. 

Input

About three years ago, the principals currently working at North School were appointed. According to the principal interviewed, there was a financial reduction in funds for North School, as well as for other schools in Sweden. At that time parents expressed their apprehension on how the school was to be organised for pupils starting the 3rd year. After a number of meetings with the parents, the principals gave the parents their views and suggested a mixed and inclusive setting of grade 3 and 4. The three responsible and highly competent teachers were introduced as planners and organisers for this mixed inclusive group. Three assistants were to work in this group as well. As the school is old and traditional, doors between the three adjacent classrooms were to be opened up. The idea was accepted by parents and teachers and this inclusive setting is today grade 5-6, although some new students entered in autumn 2000 and two new teachers joined the team. 

The proposal was based on the teamwork already existing in the lower mixed grades but also on the principal’s wish for more co-operation between regular and special classes. Although neither the school nor the municipality had a clear policy on inclusion, these principals saw the possibility of introducing an inclusive group using the competence and material in special classes since reductions in funding had made it impossible to keep a special teacher in the regular classes. 

Description of necessary variables 

According to the rules of the Educational Board for schools in this town, the only way of getting extra support or funding for a SEN-pupil is if the child is diagnosed, or to enrol the child in a special programme in a special class for pupils with severe learning disabilities. Both actions need the approval of parents. From autumn 1999, these rules made it impossible for the principals to afford a special teacher supporting teachers in regular classes in the school.

In the study group of 59 pupils, the pupil with the most severe learning disability who was not enrolled in a special class, is not entitled to support from a special teacher in a special class. In accordance with the parents’ wishes, this pupil is fully mainstreamed and the assistants thus become very important. He always starts lessons in the classrooms and, if possible, he goes on with his work there, if not he goes with the assistant to a separate room. The other pupil with a severe learning disability, enrolled in a special class, but placed in this group, is entitled to 5 hours’ support from a special teacher in a special class together with the help of the assistants. 

The teachers gave two reasons for agreeing to work in the intervention. The first was based on the possibility of teamwork, to be able to use each others’ (both teacher and pupil) knowledge and competencies. The second reason was the idea of including and grouping pupils in a flexible way. Depending on subject, and the pupil’s and teacher’s competence, it is possible to change groups any time and for different purposes. Every Monday afternoon the team plans the work and groups for the week. 

One example: When observing the group, one third of the group had a test on Africa. A special test was designed for these two pupils. One of them stayed in the classroom and with the help of an assistant finished the test. The other went with another assistant to a small room and worked on the computer for a while before finishing the test. The rest of the group was divided into two groups doing something else. After a while the group changed teacher and by lunch all pupils had had three different “subjects”. Even though the teachers are responsible for only one subject at a time, they use each others’ competence and special interests.

Another example: The teacher in sports mixes pupils from regular classes and special classes, which creates an opportunity for flexible groupings in the study group depending on the pupil’s needs and teacher’s competence and skills. Although the organisation may seem puzzling, one teacher said: The pupils are clear about the structure and are satisfied.

Another example: All pupils had the same questions or problems to solve. The pupils were grouped and solved the problem together and wrote down the answer. After solving all the problems, there was a discussion in the group about the answers.

To use the knowledge and material from the special class in this inclusive group was another idea of the principals. For the pupil enrolled in the special class, the material and support has been of great help. For the other pupil it has not so far been possible to get help from the special teacher in the special class, as the parents refuse to allow the teachers to do this. That has been and is a problem for the teachers, who say they blame themselves for not having solved this problem. As the pupils with severe mental disabilities cannot always work with the same subject or material as the rest of the group, the assistants play an important role in the education of these two pupils. Even though the teachers plan the work for them, the assistants help the pupils to accomplish it. They each have responsibility for one subject and follow the work in the group as closely as possible.

The idea of working as a team was important for these teachers in agreeing to work with this group, as one of the teachers expresses it: Co-operation provides a greater range of competence as we are different and I am never alone with my problems. Besides we have three different personalities, one is young and athletic, one is old and limps and one has got a good sense of humour. Some pupils go to one teacher one day and to another the following day. And the teacher continues: As well as the pupils seeing that they are different, they learn from our different personalities that difference is a resource. You should never be alone in the classroom -and the pupils have a right to demand that we see them from different perspectives.

As regards the idea of working in a team, the teachers emphasised the teachers’ need for flexibility and patience as important and necessary skills. Even though they find it comforting to have each other in case of difficulties, they said that continuous counselling for themselves was a priority area. Although they can arrange counselling from outside occasionally, which they had done a week before the observation. 

In summary, the main ideas of this inclusive setting are: skilled and flexible teachers, opportunities for groups, and help from assistants for different purposes.

Problems and solutions 

The last few years, according to the teachers, have been hard. One reason is the entry of new pupils and teachers in autumn 2000. To get to know the new teachers and pupils took one term. Probably the competence and long experience of two of the participating teachers and an enthusiastic and competent younger teacher was of crucial importance. In addition to the fact that the principal and the rest of the staff regard them as competent teachers. Acceptance and openness among the teachers in the team is another reason that helps them cope in an inclusive setting in a school, not totally open to inclusive settings. 

Another problem during these years has been the parents of one of the pupils with a severe learning disability. The parents want him mainstreamed with no support, material from or co-operation with a special class. The teachers, the principal and the parents have had a lot of meetings, where the last was better than the earlier ones. But here the team says they still have a lot of problems to solve. One solution for the teachers is to get continuous counselling.

Another problem at the beginning of the intervention was the “envy” of other teachers. The reason was, according to the principal, that the teachers working in this inclusive setting took part in a project, and thus had some fun together and were not as social with the others as before. 

In summary, the problems seem to have been on a personal level, as this group is not supported by any school or municipal policy of inclusion. The solutions they talk about most often have to do with seeing opportunities in teamwork and in the pupils and using these in their work from week to week.

Output

To mix different pupils has meant a lot for one pupil with a severe learning disability – he loves it when the teacher reads to the group, he loves drawing, he is happy and sometimes he interacts in the group. He has grown in social, emotional, behavioural and academic terms. About the other pupil, it is more difficult to say what the achievements are. He has a more severe learning disability so it is difficult to say what he gets out of being in a mixed group according to the teachers. His academic achievement is improving slowly. He can read and write on the computer. The teacher does not think that they have been able to give him the necessary support and material, because the parents and the school have not been able to agree on support. 

Another output is the opportunity that all children have, through having so many different adults around. The teachers have different competencies, skills and knowledge and they can help each other in planning and organising the inclusive setting where not only the two pupils with severe learning disabilities need support, but also the other four SEN pupils in the group. During the intervention, the teachers have also learnt to ask for help outside the team, for example, counselling and teaching materials. 

Finally the pupils in the school and this study group meet each other daily, which will give them social competencies and foster in them respect for each person’s individual worth. None of the children in the mixed group knows what it is like to go to school without these pupils with severe learning disabilities as they have been here since school started- they have a permanent place.

4. Description of South School

South School is situated in one of the biggest cities in Sweden, not far from the city centre. Because of the cost of living in a city of this size, most people living in the surroundings of the school belong to the middle and upper class. The school was built very recently in 1995, and it is built for teamwork with three classrooms connecting to a common area with group rooms. In each of these “home residences” three successive grades are working. Each group of 25 pupils has its own classroom. This study will focus on grade 3 in one of these residences with grades 1, 2 and 3.

The school has 395 pupils in 16 classes. Important is the after school centre where all children between 6 and 9 participate. The school also has a leisure club in which 105 of 175 pupils from grade 4-6 participate. There are about 45 teachers and pedagogues in the school, including one full-time special teacher, one part-time nurse and psychologist.

Grade 3 has 24 pupils, 14 girls and 10 boys. One pupil in this group has had behavioural problems since the start of school at the age of 6. In the study group there is one teacher and two pedagogues from the after school centre. For two years the team has had consultations with the special teacher every second week and during last year every third week. During these three years the team has had meetings with the psychologist working with the pupil with behavioural problems and his parents, the frequency of which have decreased as the pupil’s behaviour has changed.

Conditions for Intervention in South School

The description of the interventions in South School is about how it started, the different variables necessary for implementing and maintaining the work. 

Description of Work

In the first half a year the principal in the newly built South School was able to employ the staff for pre-school, compulsory school and after school centre. She had two ideas; co-operation and inclusive settings. Co-operation meant that everybody should work together; from the cleaners to the principal. Today they all feel they have great value for each other, says the principal. The teachers and pedagogues agree and say, a well-functioning team is most important, having many adults around the pupils. The other idea of inclusive settings is explained very carefully by the principal when employing teachers.

Each year the pedagogical staff and the principal draw up a plan on how to use the resources after an evaluation of the previous year’s work: How have we used our resources? What do we have to redistribute for the next year? Then each “home residence” draws up its own working plan. During the year to come there is great flexibility in moving resources and being able to change. 

Another idea of the school today is ongoing consulting. When the school was new, it was only possible to have a couple of hours of consulting. Today the special teacher is working full-time with consulting teams and helping the teachers to find materials for SEN pupils and supporting teachers in their work. As the teacher says: The special teacher and psychologist have been able to give us confirmation when we have felt insecure. To be able to do a good job as a teacher or pedagogue, the principal say it is important that she also encourages them, that the environment is stimulating and that the staff from time to time have fun together and perhaps most important of all that the team has time to plan its work together every week.

Another idea concerning the whole school is to make the pupils feel secure. The groupings were formed in the pre-school class, aged 6, as both the pupils and the teachers are supposed to continue to grade 3 or preferably up to grade 6. 

Much of the work has to be governed by cost factors. Like all schools in Sweden, South School receives a certain amount of money for each child entering the school, which differs from municipality to municipality. What is in my view unique for this school is being able to apply for extra money for SEN pupils without the child having to be diagnosed or even write the pupil’s name in the application.

When the pupil with behavioural problems; insecure and hard to get in touch with, started in the first class, he was almost never in the classroom. After some uncertainty about how to act towards the pupil, the team decided: This pupil is going to be in the classroom! The support from the special teacher during this period was important for the teacher and the two pedagogues working in the class. It was a tough first year. And after this first year there was a discussion about moving the SEN pupil to a small group, but one of the pedagogues says there was so much good in him. To go to school among unfamiliar pupils in a small group would not teach him good and healthy behaviour. 

Luckily enough, says one of the pedagogues, the pupil was an ordinary learner even though he did not want to learn to read, write and count during his first year. Today he can read, write and do mathematics. And when forming groups for different subjects, the starting-point is this pupil with behavioural problems. Before there were always two adults, sometimes three, in the classroom, one of them concentrating on the SEN pupil so the other pupils could carry on. Today it works with just one teacher or pedagogue in the classroom. What is important is that the SEN pupil does not lose face in front of the others and the others do not focus on his behaviour. This gives the SEN pupil as well as the others an opportunity and possibility to grow in a room where we, teachers, and the others, see him from different viewpoints. Together we build a safe room where the SEN pupil has space to grow. 
When the team plans its work, the SEN pupil is in the centre and that will benefit the others too. They have no special tasks for him, he should just be in the classroom and do the same tasks as the others based on his ability. Although the teachers do not always have the same high demands on him as on the others, he should be normal, an ordinary child in an ordinary classroom. Our job is to facilitate, make it possible for him to be this ordinary child in this ordinary classroom. During one of the lessons observed, the tasks could only be solved in pairs. The focused pupil together with a girl measured the same things as the rest of the group.

Problems and solutions

From the principal’s point of view, there have been two kinds of problems. The first is that some of the teachers have a negative attitude towards inclusive settings. The principal explains: When the teachers are stressed, there can be a conflict between the SEN pupil and the teacher, and there has been a tendency among some teachers to want to send the SEN child away. The principal then saw consulting as a possible way of handling the teachers’ and pedagogue’s worries and stress. Today the teachers confirm that access to consulting is a necessary resource. 

The second problem is the parents. If they think that there is nothing wrong with their child and blame the school for doing the wrong things, it is impossible for the school to do anything. Also here, a dialogue is a very important way out of the problem. Once again the special teachers empowering the teachers in these dialogues is important. But also healthy parents with “normal” children can be an obstacle. But if we do not express concern, normally the parents do not. My job is to see that the teachers and pedagogues get enough support to be satisfied.

There might also be problems over co-operation and building relations with both colleagues and pupils, which is a long-term task. Important in this work is a stable team, not assistants, as they often change. However, teachers during this long process need a person to talk to and get rid of their guilt, talk about their failure, especially during the phase when looking for a special approach or attitude. 

Output

In overall terms the most important output is that the school gets more competent staff. The special teacher says Instead of taking away the problems, the teachers join in and solve them. The better the teacher is at overcoming problems, the better it is for all children. As the pupil with behavioural problems forces the teacher to focus on how to teach, the teacher has to concentrate, which gives everyone a better education.

The centre for staff development is the special teacher, who knows about all the teams as he is counselling them, which means he knows how each team has coped with a problem: When another team meets a similar problem, he can tell them to check what the other team did. But to succeed, the special teacher also needs counselling.

The pupil with behavioural problems has gained self-confidence and self-esteem during these three years the intervention has been going on. He has happy eyes; we are allowed to touch him, which was not possible in the beginning. He can work together with other pupils now and then. Academically, he is growing more and more every day, today he can read, write and do mathematics even though his ability is below the others’ in some respects. As the special teachers say Our main goal is knowledge, but for every child to get that knowledge we have given priority to interaction. Feeling secure in the classroom is important!

Finally all pupils in South School and this group daily meet the pupil with behavioural problems, which both teachers, pedagogues and principal think will give them social competence and encourage them to respect each person’s individual worth. It is good to be in the same group as a different pupil, the children develop. They must also be able to cope with different people in society outside school – that’s life.

5. Reflections

Booth & Ainscow and others (1999) consider that inclusion in education must involve processes of restructuring the cultures, policies and practices in schools so that they respond to the diversity of students in their locality (p 12). South School has had the opportunity to start the process with a new culture based on the idea of including all children. The principal employed teachers accepting this policy, which implies that practice is built on diversity. In the “old” North School the culture has been segregationist between the regular and special classes. But different policies among some teachers and principals in recent years made it possible to start and try inclusive practice. Although some teachers still have the belief that SEN pupils cannot succeed in inclusive settings, which means, according to Kugelmass (2001) that their policy belongs to the deficit-based paradigm and medical models that provide the foundation for special education practice. But to fully succeed, the goal of inclusion, the culture, policy and practise of the municipality and school must all work in that direction (Ainscow & Booth, 1999). 

A policy of inclusive setting is grounded in respect of all individuals’ equal right to freedom and dignity (Skolverket, 1996). Schools must recognise each pupil as unique, but at the same time help them develop the ability, based on their own conditions, to benefit from education. “A school for all” is about dignity irrespective of physical, intellectual and other conditions. Although a difficulty or disability is specific to an individual, the school has a responsibility for adapting the environment to minimise the effects of the disability. The learning environment must demonstrate a learner centred curriculum for all pupils and organise the classroom for peer co-operation (Kugelmass, 20001). At times during the observation, both phenomena were found in North and South Schools.

In these two schools there are some factors that seem more important for achieving success in including all pupils. One of the factors mentioned in the study is the need for a special teacher to consult. The teachers at South School mentioned several times the importance of having a special teacher to consult in their process of working with the pupil. The teachers at North School would have liked to have one working continuously with them, but were happy to get help when needed from outside the school. In research done by Ahlberg (1999) the teachers said they appreciated most of all having a special teacher to consult. In Sweden special teachers are supposed to be educated for this task, even though schools do not make extensive use of this competence. (Skolverket, 1999) 

Co-operation is another important issue in inclusive settings. It can partly be seen as an expression of participation, solidarity and a feeling of affiliation, and partly as an instrument for gaining something else (Göransson & Stéenson and others, 2000), Both schools regard co-operation in the first sense as important. Important for South School is that both the group of pupils and the team of teachers are the same over longer periods to develop affiliation. They think that is not possible, if teacher assistants work in the group, as they often change. The teachers at North School, on the other hand, believe that co-operation is their way of getting support from each other and this helps them develop the flexibility they need when forming the large group into groups. They consider that the assistants are of great importance, as the two pupils with severe learning disability need a lot of different materials and sometimes lessons with different contents. 

The second meaning of co-operation at South School might serve as an example as one of the reasons for having a good relationship with the pupil’s parents is that it helps to secure their co-operation. Co-operation with parents is important in Swedish schools today. All who work in the school should work together with the pupil’s guardians to develop both the content and the activity of the school”. The teacher should also provide parents with information on “the pupil’s school situation, well-being and acquisition of knowledge (Lpo, 94, p 20). Parents together with the teacher and the principal make the decision on whether the pupil is to be in an inclusive setting or in a special class. This is not a problem at South School, but it is in North School. Because of the difficulties of getting extra resources, the group of teachers studied at North School wanted to co-operate more closely with teachers in special classes integrated in the school, but as the parents refused to accept this, these intentions could not be fulfilled, even though they are still working on it. 

Finally no individual can be responsible for creating and sustaining an inclusive school. If a municipality, school or a class has a commitment to support inclusive settings, the people involved need the development of a collaborative process, this in its turn requires internal and external compromises by the individuals involved. This process highlights the importance of time to discuss and reflect as being very essential for co-operation and for empowering both the pupils and the teachers.
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� Group 1: One pupil with Downs Syndrome, another with ADHD and yet another with learning problems especially in mathematics. Group 2: One pupil with CP and another with major behavioural problems.


Group 3: One pupil with a severe learning disability and one with Asperger Syndrome.
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