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Inledning 

 

Ett lärande Väsby är ett treårig kommunövergripande skolutvecklingsprojekt i Upplands 

Väsby kommun. Projektets mål är att alla elever i Väsbys skolor når godkänt i alla ämnen och 

att lusten att lära finns från forskola till gymnasium. Ett lärande Väsby är uppdelad i åtta 

delprojekt: ledningsstöd för utveckling av förskola och skola, den digitala lärmiljön, 

nyanlända barn och elevers utbildning, resultatuppföljning på alla nivåer, lokalförsörjning, 

ersättningsmodeller, dialog för Ett lärande Väsby och barn och elever i behov av stöd. Se även 

projektets websidan: www.upplandsvasby.se/ettlarandevasby.  

 

Föreliggende rapport är skrivit för delprojektet barn och elever i behov av stöd. Rapporten 

presenterar en sammanställning av regler, riktlinjer, svensk och internationell forskning om 

förskolor, grundskolor, övergången från förskola till grundskola och det finska skolsystemet.  

Syftet med rapporten är att ge en underlag för ytterligare arbete inom delprojektet barn och 

elever i behov av stöd. Arbetsgrupper bestående av förskolelärare, lärare och special 

pedagoger ska diskutera rapportens innehåll och ta med sig den information som är viktig för 

utvecklingen av deras klasser, skolor och undervisning. Syftet är att den här rapporten ska 

hjälpa förskolor och skolor att förbättra undervisningen och lärmiljön, att skolpersonal blir 

inspirerade och motiverade för att fortsätta utveckla deras arbete.  

 

I första delen av rapporten finns det information om förskolor: en översikt av regler och 

riktlinjer angående barn in behov av stöd i förskolor, en beskrivning av svensk och 

amerikansk forskning om förskolor och praktiska tips för förskolor. I andra delen av rapporten 

finns det information om grundskolor: en översikt av regler och riktlinjer angående barn i 

behov av stöd i grundskolor, en sammanställning av internationell litteratur om olika idéer för 

att förbättra klassrum undervisningen. Tredje delen består av regler, riktlinjer och en översyn 

av internationell forskning om övergången från förskola till grundskola. I fjärde delen finns 

det information om det finska skolsystemet, hur Finland jobbar med barn i behov av stöd och 

vad skolor i Upplands Väsby kommun kan lära sig från Finland. För de som vill läsa mer 

finns det lästips och en referenslista i varje del.   

http://www.upplandsvasby.se/ettlarandevasby


6 
 

Part 1: Preschool’s responsibility concerning pupils with special needs 

Del 1: Förskolans ansvar beträffande barn i behov av stöd 

 

1.1 Regulations as described in the Education Act
1
 

Regelverk som beskrivit i Skollagen  

Information om regelverket i det svenska skolsystemet är skriven i Skollagen 2010:800. 

Relevanta reglarna för förskolor är listas här: 

 ‘Barn som av fysiska, psykiska eller andra skäl behöver särskilt stöd i sin utveckling 

ska ges det stöd som deras speciella behov kräver.’ (Skollagen 2010:800, 8 kap. 9§) 

 ‘Om det genom uppgifter från förskolans personal, ett barn eller ett barns 

vårdnadshavare eller på annat sätt framkommer att ett barn är i behov av särskilt 

stöd, ska förskolechefen se till att barnet ges sådant stöd.’ (Skollagen 2010:800, 8 kap. 

9§) 

 ‘Barnets vårdnadshavare ska ges möjlighet att delta vid utformningen av de särskilda 

stödinsatserna.’ (Skollagen 2010:800, 8 kap. 9§) 

 ‘Personal ska föra fortlöpande samtal med barnets vårdnadshavare om barnets 

utveckling. Minst en gång varje år ska personalen och barnets vårdnadshavare 

därutöver genomföra ett samtal om barnets utveckling och lärande 

(utvecklingssamtal). Förskollärare har det övergripande ansvaret för 

utvecklingssamtalet.’ (Skollagen 2010:800, 8 kap. 11§) 

 

1.2 Guidelines for preschools, teachers and heads of the preschools
2
 

Riktlinjer för förskolor, lärare och förskolechefer 

Definitionen som Skolverket hanterar för barn i behov av stöd är i 1995 definierat av 

Socialstyrelsen (Lutz, 2013): 

‘Barn med funktionshinder av olika svårigheter, t.ex. rörelsehinder, utvecklingsstörning, 

hörsel- eller synskador, är en förhållandebevis liten del av samtliga barn med behov av 

särskilt stöd. En betydligt större grupp utgörs av de barn som har mer diffusa och 

svårtolkade problem. Det kan gälla barn med olika typer av lättare funktionsstörningar 

och utvecklingsavvikelser med biologisk grund, exempelvis koncentrationssvårigheter 

och motorisk-perceptuella svårigheter, eller barn med språk- och talsvårigheter. Det kan 

                                                           
1
 An English translation of the regulations for preschools can be found in Appendix A. 

2
 An English translation of the guidelines for preschools, teachers and head of preschools can be found in 

Appendix B. 
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också gälla barn med känslomässiga och/eller psykosociala svårigheter samt barn som 

far illa.’ (Socialstyrelsen, 1995, s. 49). 

 

I läroplanen för förskolan (Lpfö 98) (Skolverket, 2011b) riktlinjer är framställt för förskolors, 

lärares och förskolechefers arbete med barn i behov av stöd:  

 ‘Verksamheten ska anpassas till alla barn i förskolan. Barn som tillfälligt eller 

varaktigt behöver mer stöd och stimulans än andre ska få detta stöd utformat med 

hänsyn till egna behov och förutsättningar så att det utvecklas så långt som möjligt.’ 

(Skolverket, 2011b, p. 5) 

 ‘Arbetslaget ska samarbeta för att erbjuda en god miljö för utveckling, lek och 

lärande och särskilt uppmärksamma och hjälpa de barn som av olika skäl behöver 

stöd i sin utveckling.’ (Skolverket, 2011b, p. 11) 

 ‘Förskolechefen har ansvaret för förskolans kvalitet och har … ett särskilt ansvar för 

att verksamheten utformas så att barn får det särskilda stöd och den hjälp och de 

utmaningar de behöver.’ (Skolverket, 2011b, p. 16) 

 

Skolverkets allmänna råd för förskolan (Skolverket, 2013) stödja huvudmän, förskolechefer, 

förskollärare och arbetslag i deras arbete med barn i förskolan. Beträffande barn i behov av 

särskilt stöd bör förskolechefen och arbetslaget tillsammans: 

 ‘bedöma hur verksamheten ska utformas så att barn i behov av särskilt stöd i sin 

utveckling ges det stöd som deras speciella behov kräver.’ (Skolverket, 2013, p. 30) 

 ‘kontinuerligt följa upp och utvärdera om stödinsatserna är ändamålsenliga.’ 

(Skolverket, 2013, p. 30) 

Alla barn ska ges den stimulans som de behöver för att kunna utvecklas så långt som 

möjligt utifrån sina egna förutsättningar. För barn i behov av särskilt stöd är en generellt 

god kvalitet i förskolan viktig. Det är viktigt att särskilt stöd ges enskilt till ett barn så 

långt som möjligt tillgodoses i den ordinarie verksamheten. För att kunna säkerställa att 

insatserna är tillräckliga och fungerar är det viktigt att dokumentera vilka stödinsatser som 

planeras, syftet med insatserna, ansvarsfördelning och vilken övrig samverkan som krävs.  
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1.3 Literature review 

Översyn av litteratur 

The most international literature is about preschool education in USA. Preschools all over the 

world are arranged to give children the best possible development chances. The way 

preschool services in Sweden and USA are organized is very different. The Swedish 

preschool is seen as a good model, but Swedish researchers still see some point for 

improvement. In USA much research has been done about the efficacy of the different 

programs. Tips for the improvement of preschools are presented. 

 

1.3.1 Literature about Swedish preschools  

  Litteratur om svenska förskolor 

The Swedish preschool is internationally seen as a good model. In Sweden, preschools have a 

high quality and are easily accessible. More than 90% of all 4-5 year old children goes to 

preschool in Sweden (Björck-Åkesson, 2009). Helping children with special needs in 

preschools is seen as important because attending preschool is the first step in a long process 

in which the child develops and learns. Children with special needs in Sweden have the right 

to go in mainstream preschools. The support for all children should be, as much as possible, 

arranged in the group. There are no regulations in the school law about preschools providing 

actions plans for children who need extra support. The documentation about children with 

special needs in preschools differs a lot among different municipalities. According to 

Skolverket (2008), support for children with special needs consists mostly of guidance for 

preschool teachers and providing more personnel in the preschool.   

  The preschool can be an important general support for children’s development. But 

activities also have to be adapted to every child’s needs. Both general and individual support 

is needed in preschools. In the case of children with special needs or children who are at risk 

of developing special needs, it is better to prevent than to repair. It is possible to prevent 

children by giving general support to all children and to specify support for individual 

children when needed (Björck-Åkesson, 2009). Significant investments should be made so 

more children can be helped in an earlier stage than in the current school system (Lutz, 2013). 

Resources should be used to early identify and support children, so that their difficulties do 

not become worse or erupt in their later school life (Westling Alodi, 2005). Trying to fix 

existing problems afterwards (instead of preventing them) is more expensive and less 

effective.  
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  Björck-Åkesson (2009) described a research in which the personnel of 571 Swedish 

preschools indicated that about 20% of the children in preschool were in need of special 

support. Children with special needs where described as those who get some sort of 

special/extra support. 4% of the children in preschool were identified with a functional 

disability and 16% of the children did not have had any official recommendations for support. 

Those 16% are children in the so called ‘grey zone’. They could not get through a normal 

school day without extra help. Most often the children in the grey zone need support with 

(spoken) language, interaction, and playing.  

  When regular pedagogy is not enough for a child to assimilate education at the same 

way other children in the same age do, special pedagogy arranges adapted activities for those 

children (Björck-Åkesson, 2009). Special pedagogy in preschool can be viewed as an 

important part of early intervention. Early interventions are described as:  

‘multidisciplinary services provided to children from birth to 5 years of age to promote 

child health and well-being, enhance emerging competencies, minimize developmental 

delays, remediate existing or emerging disabilities, prevent functional deterioration, and 

promote adaptive parenting and overall family functioning. These goals are 

accomplished by providing individualized developmental, educational and therapeutic 

services for children in conjunction with mutually support for their families.’ (Shonkoff 

& Meisels, 2000, p. XVII).  

Early intervention can prevent children from developing problems later on, if the adaptions 

meet the children’s needs. Therefore mapping out (kartläggning) is an important base for 

being able to adapt school days to children’s needs, with general support and specific support 

(Björck-Åkesson, 2009). General resources are allocated because of societies’ priorities, for 

example inclusion. Resources for specific adaptions or activities are often provided because of 

physical or psychological elements which are in the way of the child’s daily functioning. By 

systematically working with general and specific activities for every child in mainstream 

preschools, children can optimally develop. Sandberg and Norling (2009) report that only a 

few preschools map children’s needs and strengths and use this mapping to plan actions and 

pedagogical methods for children with special needs.  

   The National Board of Health and Welfare (socialstyrelsen) argues that there are three 

advantages with the fact that there is no strict definition of pupils with special needs 

(described in Sandberg & Norling, 2009):  

- Pupils are not marked with a diagnose; 
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- It is easier to implement different types of actions or methods who focus on pupils or 

teachers; 

- It leads to bigger changes and developmental opportunities.  

Sandberg and Norling (2009) suggest that all children might need some kind of support 

during some periods in preschool. Preschool teachers’ definitions of pupils with special needs 

are related to both characteristics of children and characteristics of the preschool. Teachers’ 

expectations of children’s social behavior, how the group with children is functioning, and the 

expectations they have about the pedagogical work are important in their definitions.  

  There is almost no Swedish or international research available about what methods 

preschools use (Sandberg and Norling, 2009). It is known that preschool teachers have a lack 

of time and education to reflect, discuss and document the methods they use working with 

pupils with special needs. A lack of time and the absence of supervising and training is an 

obstacle in the developmental work in preschools. The lack of competence development is the 

reason why preschool teachers do not have enough common language to communicate with 

each other about the methods they use. A lack of knowledge and theoretical background are in 

the way of offering good interventions to children with special needs in preschool. In order to 

keep a high quality in preschools, Sandberg and Norling (2009) suggest that more supervising 

and a continuous development of competence is important.   

 

Malmö 

Lutz (2009) explored preschool education for children with special needs in one district in 

Malmö. In this district the average amount of pupils in preschool with special needs 

(according to the teachers) is 15% of all pupils. For about 25% of the pupils with special 

needs, teachers ask for extra personal resources. This means that 75% of the pupils with 

special educational needs are seen as teachable in the regular settings without providing extra 

resources.  

  Different techniques were used in preschools in order to identify pupils in need of 

special support. By observing daily activities and interactions, teachers are constantly creating 

a view of their pupils. The teachers in Malmö said that their opportunities to observe pupils 

are sometimes limited because of the high workload. When a teacher sees that something is 

not right, the teacher starts a reflection. The child’s behavior will be assessed with a 

combination of teacher skills and intuition. When the child continues to behave ‘different’ the 

teacher will discuss the child’s behavior with colleagues. If the child is in need of special 
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support, systematical observations will be made to create a basis for a way of working. The 

observations will be more structured and formal, and they will be documented.  

  Sometimes there are special programs or projects for pupils in preschool age. In these 

programs and projects, a combination of skills and knowledge can make sure children learn 

the most. Schools have for example projects to stimulate children’s spoken language. The 

programs and projects often meet the needs of teachers. By participating in programs and 

projects, teachers can develop their knowledge and skills about (working with) pupils with 

special needs. The goal is to develop preventive programs and projects. Programs and projects 

are often more cost-effective.  

  In the district in Malmö, it is voluntary for preschools to make individual plans for 

preschool pupils. In 2008, 2/3 of the districts in big cities in Sweden used individual plans in 

preschools (Skolverket, 2008). Action plans should be made for all pupils in need of special 

support in preschools. In order to ask for extra resources, the municipality requires an action 

plan. Teachers experience a too high and growing workload in preschools. They have less 

time to meet all pupils’ individual needs, and there is not enough time to write reports.  

  When the requests for extra resources in one district in Malmö were analyzed, three 

different problems appeared the most: 

- Problems with language and communication; 

- Concentration problems; 

- Acting out behavior. 

The pupils were often seen as the one having a problem, other environments, such as home, 

were often not taken into account. The pupil might become an object which can be directed by 

the right pedagogical assessments. The context, the moment and situation related factors in 

which a pupil is part of a group of actors is often not taken into account. Parents were often 

informed about what has been written in the request. They have to sign the request but often 

no one is asking about their opinions. When teachers in the district in Malmö notice that a 

pupil is in need of special support, neither the pupil nor the parents are actively involved in 

the further process. Lutz (2009) notes that it is only the teacher who gives a professional 

description of the pupil, and the parents are only supposed to agree. When the parents agreed 

with the description and with the approval of the head of the preschool, the request is further 

processed in the organization.  
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1.3.2 Literature about early childhood education in USA 

  Litteratur om förskoleverksamhet i USA 

In USA there is not a preschool for all, like there is in Sweden. There are for example pre-

kindergarten programs for four-year old children who have language or cognitive delays; 

bilingual programs for children who speak another language than English; programs for 

children with special needs; and nonpublic preschool programs for three-, four-, and five-

year-olds. The Americans with Disabilities Act states that all early childhood programs must 

be prepared to work with children with special needs (Wortham, 2002).  

  Early childhood intervention is in USA recognized as a promising approach to 

improve the wellbeing of participating children and families and to reduce the use of social 

services across lifetime (Karoly, Kilburn, & Cannon, 2005). In USA there are several publicly 

funded programs for the intervention of at-risk minority children, children from a low 

socioeconomic background, and at-risk children (among others: Head Start, Perry Preschool, 

HIPPY USA, Houston PCDC, Incredible Years, IHDP, NFP, Project CARE, Parents as 

Teachers, and Reach Out and Read). The programs focus on children, parents or both children 

and parents. The entry age of the children differs among the different programs between 

unborn and age 5. The exit age differs from 2-year-olds to 8-year-olds. The goal of most early 

childhood intervention programs is to enhance cognitive, behavioral and emotional 

development. Some programs are based on home visiting and parent education, some 

programs combine home visiting and parent education with early education for the child, and 

a few programs are only focused on early education (Karoly et a., 2005).  

  Not all programs measured the outcomes of the programs. But 70% of the programs 

that measured an outcome, showed statistically significant benefits of participating in the 

program. Improvements in cognitive, behavioral and emotional results were found. Some 

programs followed the children until adulthood. From the programs who did, found two-third 

positive outcomes on level of education, employment, salary, use of social services and crime. 

Karoly et al. (2005) reviewed effective features of the programs. The following program 

characteristics lead to positive outcomes in early childhood intervention: 

- Smaller classes: influences cooperative behavior, hostility and conflict, verbal 

initiation, receptive language, and general knowledge. 

- High teacher-pupil ratio: influences overall outcomes 

- Educated caregivers/teachers: influences gains in language development, mental 

development, early learning, executive functioning, behavioral adaptation, cooperative 

behavior, task persistence, and school readiness. 
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- Time spend in program: influences reading scores and lower grade retention. 

- Early education plus parent training: influences cognitive development 

- Involvement parents: influences cognitive outcomes 

- Length of the program: influences socio-emotional outcomes 

- Home visits: influences educational outcomes 

Many young children with developmental delays are not timely identified because of lack of 

standardized screening, communication, and timely access to services when concerns are 

identified (Sices, 2007). Many children with developmental delays are not identified prior to 

kindergarten entry. This is after the period in which early interventions are most effective.  

Sices (2007) shows that it often takes one year or more from the parents’ first concern to the 

child’s assessment and treatment. The reasons why it might be hard for children to get in one 

of the services for developmental delays are for example the limited availability of programs; 

lack of awareness of developmental issues and programs; under identification of children’s 

needs; high costs; distance to the service and lack of transport; and poor interagency linkages 

(Marshall & Raffaele-Mendez, 2014).  

  In early childhood education teachers need several skills to facilitate successful 

learning for children. Teachers play an important role in differentiating and providing good 

education to all pupils. According to Skipper (2006): ‘Inclusion depends on teachers’ 

attitudes towards pupils with special needs, on their capacity to enhance social relations, on 

their view on differences in classrooms and their willingness to deal with those differences 

effectively’ (p.6).  

  The type of service and support a child may need to participate successfully in an 

inclusive program will vary widely from child to child. Services and supports may include: 

- Staff development and education about the child’s disability; 

- Individualized therapy for the child, such as speech, occupational therapy, or physical 

therapy; 

- The support of a para-professional to help adapt curriculum or facilitate social 

interactions; 

- The ongoing support of an inclusion specialist who provides recommendations and 

assists the staff with developing strategies to meet the needs of the child. 

Six general principles are used to identify best practices for working with children who have 

special needs in pre-school (Allen & Cowdery, 2009). Best practice strategies are: 

- Research-based or value-based. Practices must be supported by empirical research or 

societal and personal practices; 
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- Family-centered. The child is part of a dynamic family system. A change in the system 

affects all parts of the system; 

- Multicultural in emphasis. Pre-schools should celebrate the concept of family- and 

child uniqueness. Programs should be culturally competent support differences; 

- Cross-disciplinary. Early childhood education programs should involve professionals 

from different disciplines working as a team; 

- Developmentally age appropriate. Educators of young children must have knowledge 

about child development, about what to teach when and how to teach it. 

- Normalized. Children with special needs should have the possibility to go to school 

and participate in education experiences as do other children and youth.  

Children enter school as unique individuals. They bring with them their experiences from 

their homes and communities. They also bring their own combination of interests, styles of 

learning, rate of development, and personalities. As a group they will represent a range of 

aptitudes for learning, as well as strengths and weaknesses that may be so minor that they are 

hidden or so extreme that they are serious impediments. The first years in early childhood 

classrooms are important because it is during this time that children form perceptions of 

themselves and their competence as individual students and as members of groups of students. 

Although diversity is a positive characteristic in children, the teacher is challenged to address 

the unique needs of each child (Wortham, 2002). Teachers are responsible for specific 

planning and implementing teaching methods (Allen & Cowdery, 2009), and teachers are 

responsible for:  

- Individualizing programs and activities to meet each child’s specific needs and 

abilities; 

- Arranging highly engaging learning environments that encourages appropriate 

behavior; 

- Recognizing that all children belong and that although a specific behavior may be 

inappropriate in a particular setting, the goal is to support the child in learning a more 

appropriate alternative for that behavior; 

- Recognizing the value of play as a major avenue of learning for all children: at the 

same time, recognizing that play skills often have to be taught to children with 

disabilities, many of whom neither know how to play spontaneously; 

- Arranging a balance of large- and small-group experiences, both busy and 

communicating and quiet, so that all children, at their own levels, can be active and 

interactive participants; 
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- Structuring a learning environment in which children with and without disabilities are 

helped to participate together in a variety of activities related to all areas of 

development; 

- Creating a nurturing environment by providing a curriculum that emphasizes 

friendship, caring, and respect for diversity; 

- Assessing children’s progress periodically and using this information to adjust 

curriculum and instruction; 

- Providing a flexible curriculum by making adjustments to the instruction and 

environment to address children’s needs; 

- Supporting the development of all children by creating a learning and playing 

environment that includes a range of materials and activities such that the lowest-

functioning children can be independent and the highest functioning children are 

challenged; 

- Collaborating with other team members (speech therapist, parents, paraprofessionals, 

other therapists) regarding progress and intervention.  

 

1.4 Summary and tips for preschools 

Sammanfattning och tips för förskolor 

The system for preschools in Sweden is internationally seen as a good functioning system. 

The quality of Swedish preschools is high and preschool in Sweden is very easily accessible 

for all children. Most support should be given in the mainstream groups, but some adaptions 

for individual children have to be made. Most support exists of guidance for preschool 

teachers and extra personnel in preschools. The stress in preschools should be on prevention, 

so there is no need for repair later on. Preschools should work systematically, with 

kartläggning as the basis of information about the children.   

  In order to provide extra support as early as possible, extra investments in preschools 

should be made (Lutz, 2013). Preschool teachers have a lack of time and education to be able 

to reflect and discuss the way they work with children with special needs. There should be 

more supervising and training, so that preschool teachers can develop their competence and 

knowledge (Sandberg & Norling, 2009).  

  In USA there is not one preschool for all, but there are different early childhood 

programs available. Characteristics of those programs that lead to positive outcomes are: 

small classes, high teacher-pupil ratio, educated teachers, children spending much time in the 

program, early education in combination with parent training, parental involvement, and 
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home visits. Services for stimulating children with special needs in American early childhood 

programs are: staff development, individualized therapy for the child, support of a para-

professional, support of an inclusion specialist. Teachers have the most important role in 

supporting all children’s development. 

 

1.5 Further reading 

Lästips 

- En bok (på svenska) som presenterar och beskriver det specialpedagogiska området så 

som det gestaltar sig i förskolan och fördjuper förståelsen och kunskapen om 

förskolebarn i behov av särskilt stöd.  

Sandberg, A. (2009). Med sikte på förskolan – barn i behov av stöd. Lund, Sverige: 

Studentlitteratur. 

- A book (in English) that describes early interventions, planning and implementing of 

inclusion in early childhood programs in USA.  

Allen, K.E. & Cowdery, G.E. (2009). The exceptional child – inclusion in early 

childhood education. Wadsworth, USA: Cengage Learning. 
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Part 2: School’s responsibility concerning pupils with special needs 

Del 2: Grundskolans ansvar beträffande barn i behov av stöd 

 

2.1 Regulations as described in the Education Act
3
 

 Regelverk som beskrivit i Skollagen 

Information om regelverket i det svenska skolsystemet är skriven i Skollagen 2010:800. 

Relevanta reglarna för grundskoleundervisning är listas här: 

Vad ska grundskolor göra? 

 ‘För eleverna i förskoleklassen, grundskolan, grundsärskolan, sameskolan, 

specialskolan, gymnasieskolan och gymnasiesärskolan ska det finnas elevhälsa. 

Elevhälsan ska omfatta medicinska, psykologiska, psykosociala och 

specialpedagogiska insatser. Elevhälsan ska främst vara förebyggande och 

hälsofrämjande. Elevernas utveckling mot utbildningens mål ska stödjas.’ (Skollagen 

2010:800, 2 kap. 25§) 

 ‘För medicinska, psykologiska och psykosociala insatser ska det finnas tillgång till 

skolläkare, skolsköterska, psykolog och kurator. Vidare ska det finnas tillgång till 

personal med sådan kompetens att elevernas behov av specialpedagogiska insatser 

kan tillgodoses.’ (Skollagen 2010:800, 2 kap. 25§) 

 ‘Alla barn och elever ska ges den ledning och stimulans som de behöver i sitt lärande 

och sin personliga utveckling för att de utifrån sina egna förutsättningar ska kunna 

utvecklas så långt som möjligt enligt utbildningens mål. Elever som till följd av 

funktionsnedsättning har svårt att uppfylla de olika kunskapskrav som finns ska ges 

stöd som syftar till att så långt som möjligt motverka funktionsnedsättningens 

konsekvenser. Elever som lätt når de kunskapskrav som minst ska uppnås ska ges 

ledning och stimulans för att kunna nå längre i sin kunskapsutveckling.’ (Skollagen 

2010:800, 3 kap. 3§) 

 ‘Eleven och elevens vårdnadshavare och vårdnadshavare för ett barn i förskolan ska 

fortlöpande informeras om elevens eller barnets utveckling.’ (Skollagen 2010:800, 3 

kap. 4§) 

 ‘Om det inom ramen för undervisningen eller genom resultatet på ett nationellt prov, 

uppgifter från lärare, övrig skolpersonal, en elev eller en elevs vårdnadshavare eller 

på annat sätt framkommer att det kan befaras att en elev inte kommer att nå de 

                                                           
3
 An English translation of the regulations for schools can be found in Appendix C.  
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kunskapskrav som minst ska uppnås, ska eleven skyndsamt ges stöd i form av extra 

anpassningar inom ramen för den ordinarie undervisningen, såvida inte annat följer 

av 8§.’ (Skollagen 2010:800, 3 kap. 5§) 

 ‘Särskilt stöd får ges i stället för den undervisning eleven annars skulle ha deltagit i 

eller som komplement till denna. Det särskilda stödet ska ges inom den elevgrupp som 

eleven tillhör om inte annat följer av denna lag eller annan författning.’ (Skollagen 

2010:800, 3 kap. 7§) 

 ‘Om det inom ramen för undervisningen eller genom resultatet på ett nationellt prov, 

uppgifter från lärare, övrig skolpersonal, en elev eller en elevs vårdnadshavare eller 

på annat sätt framkommer att det kan befaras att en elev inte kommer att nå de 

kunskapskrav som minst ska uppnås, trots att stöd har getts i form av extra 

anpassningar inom ramen för den ordinarie undervisningen, ska detta anmälas till 

rektorn. Detsamma gäller om det finns särskilda skäl att anta att sådana anpassningar 

inte skulle vara tillräckliga. Rektorn ska se till att elevens behov av särskilt stöd 

skyndsamt utreds. Behovet av särskilt stöd ska även utredas om eleven uppvisar andra 

svårigheter i sin skolsituation. 

- Samråd ska ske med elevhälsan, om det inte är uppenbart obehövligt. 

- Om en utredning visar att en elev är i behov av särskilt stöd, ska han eller hon ges 

sådant stöd.’ (Skollagen 2010:800, 3 kap. 8§) 

 ‘Ett åtgärdsprogram ska utarbetas för en elev som ska ges särskilt stöd. Av 

programmet ska behovet av särskilt stöd och hur det ska tillgodoses framgå. Av 

programmet ska det också framgå när åtgärderna ska följas upp och utvärderas och 

vem som är ansvarig för uppföljningen respektive utvärderingen. Eleven och elevens 

vårdnadshavare ska ges möjlighet att delta när ett åtgärdsprogram utarbetas. 

- Åtgärdsprogrammet beslutas av rektorn. Om beslutet innebär att särskilt stöd ska 

ges i en annan elevgrupp eller enskilt enligt 11 § eller i form av anpassad studiegång 

enligt 12 § får rektorn inte överlåta sin beslutanderätt till någon annan.  

- Om en utredning enligt 8 § visar att eleven inte behöver särskilt stöd, ska rektorn 

eller den som rektorn har överlåtit beslutanderätten till i stället besluta att ett 

åtgärdsprogram inte ska utarbetas.’ (Skollagen 2010:800, 3 kap. 9§) 

 ‘För en elev i grundskolan, grundsärskolan, specialskolan och sameskolan ska det 

särskilda stödet ges på det sätt och i den omfattning som behövs för att eleven ska ha 
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möjlighet att nå de kunskapskrav som minst ska uppnås.’ (Skollagen 2010:800, 3 kap. 

10§) 

 ‘Om det finns särskilda skäl, får ett beslut enligt 9 § för en elev i grundskolan, 

grundsärskolan, specialskolan eller sameskolan innebära att särskilt stöd ska ges 

enskilt eller i en annan undervisningsgrupp (särskild undervisningsgrupp) än den som 

eleven normalt hör till.’ (Skollagen 2010:800, 3 kap. 11§) 

 ‘Om det särskilda stödet för en elev i grundskolan, grundsärskolan, specialskolan 

eller sameskolan inte i rimlig grad kan anpassas efter elevens behov och 

förutsättningar, får ett beslut enligt 7 § innebära avvikelser från den timplan samt de 

ämnen och mål som annars gäller för utbildningen (anpassad studiegång). 

- Rektorn ansvarar för att en elev med anpassad studiegång får en utbildning som så 

långt det är möjligt är likvärdig med övrig utbildning i den aktuella skolformen.’ 

(Skollagen 2010:800, 3 kap. 12§) 

 ‘Minst en gång varje termin ska läraren, eleven och elevens vårdnadshavare ha ett 

utvecklingssamtal om hur elevens kunskapsutveckling och sociala utveckling bäst kan 

stödjas samt om vilka insatser som behövs för att eleven ska nå kunskapskraven och i 

övrigt utvecklas så långt som möjligt inom ramen för läroplanen. Informationen vid 

utvecklingssamtalet ska grunda sig på en utvärdering av elevens utveckling i 

förhållande till läroplanen och kunskapskraven i de ämnen som eleven får 

undervisning i.’ (Skollagen 2010:800, 10 kap. 12§) 

 ‘I årskurs 1–5 ska läraren en gång per läsår, vid ett av utvecklingssamtalen, i en 

skriftlig individuell utvecklingsplan 

1. ge omdömen om elevens kunskapsutveckling i förhållande till kunskapskraven i de 

ämnen som eleven får undervisning i, och 

2. sammanfatta vilka insatser som behövs för att eleven ska nå kunskapskraven och i 

övrigt utvecklas så långt som möjligt inom ramen för läroplanen. 

- Den individuella utvecklingsplanen får även innehålla omdömen om elevens 

utveckling i övrigt inom ramen för läroplanen, om rektorn beslutar det. 

Överenskommelser mellan läraren, eleven och elevens vårdnadshavare vid 

utvecklingssamtalet ska alltid dokumenteras i utvecklingsplanen. Rektorn beslutar om 

utformningen av sådan skriftlig information som ges i utvecklingsplanen. 

- Skriftlig information om elevens skolgång får ges även vid andra tillfällen än vid ett 

utvecklingssamtal. 
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- Om ett åtgärdsprogram utarbetas behöver inte den skriftliga individuella 

utvecklingsplanen innehålla en sammanfattning av vilka insatser i form av särskilt 

stöd som eleven behöver för att nå kunskapskraven.’ (Skollagen 2010:800, 10 kap. 

13§) 

 

Vad är kommunens roll?  

 ‘Barn som bedöms inte kunna nå upp till grundskolans kunskapskrav därför att de har 

en utvecklingsstörning, ska tas emot i grundsärskolan. 

- Frågan om mottagande i grundsärskolan prövas av barnets hemkommun. Ett beslut 

om mottagande i grundsärskolan ska föregås av en utredning som omfattar en 

pedagogisk, psykologisk, medicinsk och social bedömning. Samråd med barnets 

vårdnadshavare ska ske när utredningen genomförs.’ (Skollagen 2010:800, 7 kap. 5§) 

 ‘Den som arbetar inom skolväsendet ska underrätta elevens rektor om han eller hon 

uppmärksammar eller får kännedom om något som tyder på att en elev i 

grundsärskolan inte tillhör grundsärskolans målgrupp. 

- En rektor som får sådana upplysningar ska anmäla detta till elevens hemkommun. 

Hemkommunen ska skyndsamt utreda frågan.  

- Hemkommunen ska besluta att eleven inte tillhör grundsärskolans målgrupp om en  

utredning visar detta. Hemkommunen ska då ta emot eleven i grundskolan eller se till 

att eleven på något annat sätt får föreskriven utbildning. Hemkommunen ska vidta de 

åtgärder som krävs för elevens övergång från grundsärskolan till en annan skolform.’ 

(Skollagen 2010:800, 7 kap. 5a§ och 5b§) 

 

2.2 Guidelines for schools, teachers, and principals
4
 

 Riktlinjer för skolor, lärare och rektorer 

Definitionen som Skolverket hanterar för barn i behov av stöd är i 1995 definierat av 

Socialstyrelsen (Lutz, 2013): 

‘Barn med funktionshinder av olika svårigheter, t.ex. rörelsehinder, utvecklingsstörning, 

hörsel- eller synskador, är en förhållandebevis liten del av samtliga barn med behov av 

särskilt stöd. En betydligt större grupp utgörs av de barn som har mer diffusa och 

svårtolkade problem. Det kan gälla barn med olika typer av lättare funktionsstörningar 

och utvecklingsavvikelser med biologisk grund, exempelvis koncentrationssvårigheter 

                                                           
4
 An English translation of the guidelines for schools, teachers, and principals can be found in Appendix D. 
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och motorisk-perceptuella svårigheter, eller barn med språk- och talsvårigheter. Det kan 

också gälla barn med känslomässiga och/eller psykosociala svårigheter samt barn som 

far illa.’ (Socialstyrelsen, 1995, s. 49). 

 

I läroplanen för grundskolan, förskoleklassen och fritidshemmet (Lgr 11) (Skolverket, 2011d) 

riktlinjer är framställt för grundskolors, lärares och rektorers arbete med barn i behov av stöd:  

 ‘Alla som arbetar i skolan ska uppmärksamma och stödja elever i behov av särskilt 

stöd.’ (Skolverket, 2011d, p.14) 

 ‘Läraren ska ta hänsyn till varje enskild individs behov, förutsättningar, erfarenheter 

och tänkande.’ (Skolverket, 2011d, p. 14) 

 ‘Läraren ska stimulera, handleda och ge särskilt stöd till elever som har svårigheter.’ 

(Skolverket, 2011d, p. 14) 

 ‘Läraren ska genom utvecklingssamtal och den individuelle utvecklingsplanen främja 

elevernas kunskapsmässiga och sociala utveckling.’ (Skolverket, 2011d, p.18) 

 ‘Rektorn har … ett särskilt ansvar för att undervisningen och elevhälsans verksamhet 

utformas så att eleverna får det särskilda stöd och den hjälp de behöver.’ (Skolverket, 

2011d, p.18) 

 ‘Rektorn har … särskilt ansvar för att kontakt upprättas mellan skola och hem, om det 

uppstår problem och svårigheter för eleven i skolan.’ (Skolverket, 2011d, p. 19) 

 

Skolverkets allmänna råd om arbete med extra anpassningar, särskilt stöd och åtgärdsprogram 

(Skolverket, 2014a) stödja lärare, övrig skolpersonal, rektorer samt huvudmän i deras arbete 

med särskilt städ och åtgärdsprogram. I allmänna rådet, huvudmans, rektorers, lärares och 

övrig skolpersonals uppgifter är beskrivit.  

Förutsättningar för arbetet: 

 ‘Huvudmannen bör regelbundet förvissa sig om att rektorn för en skolenhet har 

tillräckliga resurser för att leve upp till skollagens bestämmelser om extra 

anpassningar och särskilt stöd, samt skapa rutiner för att undersöka att arbetet med 

extra anpassningar och särskilt stöd fungerar på skolenheterna och i förekommande 

fall vidta nödvändiga åtgärder.’ (Skolverket, 2014a, p. 18); 

 ‘Rektorn bör se till att det finns tillräckliga resurser för att tillgodose elevernas behov 

av extra anpassningar och särskilt stöd samt vid behov omprioritera resurser på 

skolenheten, samt skapa rutiner för hur kvalitetsarbetet kring arbetet med extra 
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anpassningar och särskilt stöd ska bedrivas på skolenheten.’ (Skolverket, 2014a, p. 

18);  

Huvudmannen har ett övergripande ansvar för utbildningen. Huvudmannen behöver föra 

en dialog med rektorerna för att få ett underlag till huvudmannens systematiska 

kvalitetsarbete, vilket ligger till grund för fördelningen av resurser. Det är rektorn som 

ansvarar för att ge lärare och övrig skolpersonal på skolenheten förutsättningar för arbetet 

med extra anpassningar och särskilt stöd. 

Uppmärksamma behov av stödinsatser samt arbete med extra anpassningar:  

 ‘Rektorer bör se till att elevhälsans kompetens tas tillvara i ett tidigt skede i arbetet 

med extra anpassningar dels för att identifiera en elevs behov, dels för att stödja 

lärare och övrig skolpersonal i arbetet med anpassningar i olika lärmiljöer inom 

verksamheten, samt skapa rutiner på skolenheten för att tidigt få information från 

lärare, övrig skolpersonal, elever och elevers vårdnadshavare om att en elev kan vara 

i behov av särskilt stöd.’ (Skolverket, 2014a, p. 21) 

 ‘Lärare och övrig skolpersonal bör uppmärksamma tecken på att en elev kan vara i 

behov av extra stöd än det som kan ges i form av extra behov samt skyndsamt påbörja 

arbetet med anpassningar i olike lärmiljöer inom verksamheten, uppmärksamma 

tecken på att en elev kan vara i behov av annat stöd än den som kan ges i form av 

extra anpassningar, och då skyndsamt anmäla till rektorn att det finns behov av att 

göra en utredning om särskilt stöd, samt så snart som möjligt informera och samverka 

med eleven och elevens vårdnadshavare om att det kan finnas behov av extra 

anpassningar, eller behov av att göra en utredning om särskilt stöd.’ (Skolverket, 

2014a, p. 21)  

Extra anpassningar är små åtgärder som är lätt att implementera i det ordinarie skolarbetet. 

Exempel på extra anpassningar är hjälpa en elev med att planera och strukturera 

skoldagen, ge extra tydliga instruktioner eller stöd för att sätta igång arbetet, ledning i att 

förstå texter och lästräning. Särskilda läromedel eller särskilt utrustning, till exempel 

hjälpmedel för att förstå tider och passa tider samt digital teknik med anpassade 

programvaror kan ingå inom ramen för extra anpassningar. Specialpedagogiska insatser 

som en speciallärare som under en kort tid arbetar med eleven tillhör extra anpassningar.  

Utreda behov av särskilt stöd:  

 ‘Rektorer bör skapa rutiner för att säkerställa att en utredning om en elevs behov av 

särskilt stöd görs, samt avgöra vem som ska ansvara för utredningen. De bör skapa 

rutiner på skolenheten för hur samarbetet med elevhälsan samt eventuell extern 
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utredningskompetens ska ske vid utredningen av om en elev behöver särskilt stöd. 

Rektorer bör sträva efter att finna lösningar när det är svårt att få till stånd ett 

fungerande samarbete med elevens vårdnadshavare i samband med utredningen, samt 

skapa riktlinjer på skolenheten för vad som behöver ingå i en utredning och hur 

utredningen kan dokumenteras.’ (Skolverket, 2014a, p. 27) 

 ‘Den som utreder en elevs behov av särskilt stöd bör kartlägga elevens skolsituation 

med hänsyn till omständigheter på individ-, grupp- och skolnivå, utifrån 

kartläggningen göra en pedagogisk bedömning av om eleven är i behov av särskilt 

stöd, och i så fall bedöma vilket behov av stöd eleven har, samt dokumentera 

utredningen i två delar, dels genom att beskriva elevens skolsituation utifrån 

kartläggningen, dels genom att beskriva den pedagogiska bedömningen av elevens 

eventuelle behov av särskilt stöd.’ (Skolverket, 2014a, p. 27) 

I samband med en mer grundlig utredning är det viktigt att skolan involverar bägge 

personal med specialpedagogisk kompetens och delar av elevhälsan. Om det finns behov 

av att göra en mer omfattande specialistutredning kan extern utredningskompetens behöva 

anlitas. En medicinsk eller psykologisk diagnos är inte tillräckligt för bedömningen av om 

eleven är i behov av särskilt stöd. Utredningar måste vara skriftlig dokumenterat. 

Kartläggning av elevens svårigheter sker på tre nivåer. På individnivå kan kartläggningen 

innefatta skolpersonalens observationer av eleven i olike situationer, extra anpassningar 

som hittills har gjorts, vårdnadshavares observationer, skriftliga utvecklingsplanen, 

resultaten från nationella prov, etc. På gruppnivå kan kartläggningen behandla vilka 

pedagogiska metoder som används, hur elevgruppen fungerar och hur lärmiljöer är 

organiserade. På skolnivå kan kartläggningen handla om hur skolan organiserar sin 

verksamhet och fördelar sina resurser.  

Utarbeta åtgärdsprogram:  

 ‘Rektorn bör skapa rutiner på skolenheten för att utarbeta, dokumentera och besluta 

om åtgärdsprogram, samt rutiner för vad som gäller när ett åtgärdsprogram inte ska 

utarbetas, sträva efter att finna lösningar om det skulle vara svårt att få till stånd ett 

fungerande samarbete med elevens vårdnadshavare vid utarbetandet av 

åtgärdsprogrammet, se till att en elev bara har ett åtgärdsprogram, oavsett om 

elevens behov finns i ett eller flera ämnen eller i olika lärmiljöer inom verksamheten, 

se till att ett beslut om särskild undervisningsgrupp, enskild undervisning eller 

anpassad studiegång inte omfattar fler ämnen eller längre tidsperiod än nödvändig. 

(Skolverket, 2014a, p. 34) 



25 
 

 ‘Den som utarbetar ett åtgärdsprogram bör utgå från den pedagogiska bedömningen 

av elevens behov av särskilt stöd som har gjorts i utredningen och utforma konkreta 

och utvärderingsbara åtgärder för arbetet med det särskilda stödet, samt ange i 

åtgärdsprogrammat vem som ansvarar för vilka åtgärder.’ (Skolverket, 2014a, p. 34) 

Elever och deras vårdnadshavare borde vara aktiva när ett åtgärdsprogram är utarbetandet. 

Elever är själva experter på sin egen skolsituation och deras åsikter kring utformningen av 

åtgärdsprogrammet är av stor betydelse för att det ska lyckas. När en elev, 

vårdnadshavare, eller skolan har olika uppfattningar om åtgärderna är det rektorn som 

ansvarar för att få till stånd ett fungerande samarbete.  

  

2.3 Review of international literature 

 Översyn av internationell litteratur 

From extensive literature research Hattie (2005) composed a list with 46 influences on pupils’  

academic and non-academic outcomes
5
. The first 24 influences, with the highest effect size 

(from .81 in feedback till .42 in home environment) are presented in Table 1. These influences 

are not specific for pupils with special educational needs, but influence all pupils in  

 

Table 1 

The first 24 influences on student achievement from Hatties (2005) list of 46 influences 

Nr. Influence Nr. Influence 

1 Feedback 13 Peer influences 

2 Direct instruction 14 Bilingual programs 

3 Prior achievement 15 Study skills 

4 Lack of disruptive students 16 Socio-economic status 

5 Quality of teaching 17 Professional development 

6 Phonological awareness 18 Peer tutoring 

7 Early intervention 19 Advance organizers 

8 Peer assessment 20 Hypermedia instruction 

9 Challenging goals 21 Parent involvement 

10 Self-assessment 22 Home environment 

11 Mastery learning 23 Self-concept 

12 Interactive video 24 Individual instruction 

                                                           
5
 A copy of Hatties (2005) list can be found in Appendix E 
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primary education. Fourteen influences will be discussed: feedback, direct instruction, lack of 

disruptive students, phonological awareness, early intervention, peer assessment, challenging 

goals, self-assessment, professional development, peer tutoring, advance organizers, 

hypermedia instruction, parent involvement, and individual instruction. It is suggested that the 

prior achievement of pupils will be better when a school has improved all other influences. 

Teaching quality will also improve, just by implementing new techniques. 

 

2.3.1 Feedback 

   Feedback 

By giving feedback pupils’ behavior and performances can be influenced. Four characteristics 

of feedback can be distinguished.  

Where is the feedback about? 

 Personal directed feedback (e.g. You are good at this) 

 Effort directed feedback (e.g. You worked very hard) 

 Process directed feedback (e.g. This is a smart method) 

 Result directed feedback (e.g. This answer is right) 

Who gives the feedback? 

 The pupil him-/herself (see also 2.3.8 about self-assessment) 

 The teachers (or other instructor) 

 An unbiased third party (computer program) 

When is the feedback given? 

 Immediate 

 Delated 

How is the feedback given? 

 Social response (e.g. compliment, ignorance) 

 Information (e.g. scores, right-wrong information) 

 Material (e.g. stickers, tokens) 

 Favor (e.g. picking a game) 

Often people give spontaneous feedback. But when teachers are aware of the different kinds 

of feedback, they can use feedback in a more efficient way (Ruijssenaars, 2008). The type of 

feedback and the way the feedback is given can be differently effective (Hattie & Timperley, 

2007). An example of efficient process directed feedback was found in research of Harks, 

Rakoczy, Hattie, Besster and Klieme (2014). When process directed feedback and result 
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directed feedback on mathematic tests of 14- to 17-year old pupils were compared, process 

directed feedback pointed out to be much more effective than result directed feedback (Harks 

et al., 2014). The process directed feedback had a greater positive influence on changes in 

mathematical achievement and interest in mathematics. 

  Effective feedback answers three questions (Hattie & Timperley, 2007): Where am I 

going?  It is important for pupils to know how to reach the goals related to the task or 

performance. How am I going? Information about what the student performed in accordance 

to the goals is provided. Where to next? After evaluating the goals, new goals are set. The 

new goals should be linked to the old goals and they should lead to greater possibilities of 

learning.  

 

2.3.2 Direct instruction 

  Direkt undervisning 

Direct instruction has, according to Hattie (2005), a big influence on pupil achievement. 

Direct instruction is also the most common way of teaching (Milne, Aylott, Fitzpartick, & 

Elles, 2008). From empirical research it is known that direct instruction is effective in 

teaching pupils phonological awareness and literacy skills (Botts, Losardo, Tillery, & Werts, 

2014). Especially pupils who experience problems in achieving those skills are benefit from 

clear and direct instruction (Botts et al., 2014). In an American school, pupils showed an 

increase of two grade levels in reading and mathematics after the implementation of the direct 

instruction model (Grossen, 2004). Both typical developing pupils as pupils with learning 

disabilities benefit a lot from working with the direct instruction model.   

  The direct instruction model consists of six phases, which should be included in every 

lesson (Kerpel, n.d.). Figure 1 presents an overview of the six steps of direct instruction 

(retrieved from www.worksheetlibrary.com). 

1. Teachers should gain pupils’ attention by focusing on the topic and retrieve already 

existing knowledge.  

2. Teachers explain what the pupils are going to learn and what the goals are. The teacher 

explains and presents the learning material.  

3. Opportunities are provided to the pupils to practice what is expected to be learned 

while the teacher monitors the activities or tasks assigned.  

4. The teacher brings the whole lesson to a ‘conclusion’ and reminds the pupils’ what the 

goals were.  

5. Pupils practice independently with activities and tasks.  

http://www.worksheetlibrary.com/
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6. The learning material and goals are evaluated and reflected on.  

 

 

Figure 1. Schematic overview of direct instruction 

 

2.3.3 Lack of disruptive students and inclusive education 

  Brist av störande elever och inkluderande undervisning 

From Hatties (2005) literature research it is known that the lack of disruptive students has a 

positive influence on pupils’ learning outcomes. Hattie does not provide a definition of 

disruptive students, but it is plausible that he is talking about pupils with behavioral problems. 

It is, however, not an option to exclude ‘disruptive’ pupils from mainstream primary 

education. Already in 1986 implemented Sweden a law towards a more inclusive educational 

system. Later Sweden signed international agreements about inclusion, such as the 

Convention of the Rights of the Child (United Nations, 1989), the World Conference on 

Education for All (UNESCO, 1990), and the Salamanca Statement on Special Needs 

Education (UNESCO, 1994). The focus in education should therefore not be on excluding 

‘disruptive’ pupils but on finding a way to provide inclusive education in which all pupils can 

thrive and learn.  

  The concept ‘inclusive education’ is not used in any of the Swedish policy documents 

(Nilholm & Göransson, 2013). Although there has been written that the whole school 

environment should be designed so all children fit in. It has also been written that the 
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difference between the pupils can be seen as an asset. In Sweden, the educational problems of 

pupils are still seen as individual problems. That it is the lack of competence which has to be 

compensated, instead of the environment who has to adapt. (Nilholm & Göransson, 2013). 

The OECD states that it is important to stop categorizing and designating pupils. Pupils 

should only exceptional be send to special schools. When pupils are taught in special 

educational groups, these groups should be temporary and continually evaluated. It is 

important that pupils do not lose contact with their peers. Teachers need tools that they can 

use in meeting all pupils needs. Skolverket (2014) states that ¨good teaching methods are 

fundamentally the same for all pupils but require fresh ideas and high expectations for all 

pupils within reasonable individual frameworks¨ (p. 63). Pupil’s natural diversity should be 

seen as something positive (Skolverket, 2014). Schools should be designed to cope with all 

the natural variation in their classes, instead of adapting the education to different pupils. 

Nilholm and Alm (2010) describe six strategies to a successful implementation of inclusion in 

a classroom. Teachers should:  

 Adapt their instructions to the individual needs of pupils;  

 Provide ground rules (e.g. everyone has the right to tell his/her opinion), provide a 

clear planning, and teachers should take immediate action to solve arising problems;  

 Organize group activities to support social processes and learning;  

 Develop good relationships with parents (e.g. involve the parents in the goals of 

schooling);  

 Make sure pupils talk, discuss and cooperate;  

 Respect the pupils, give them positive feedback and avoid confrontational situations. 

McLeskey, Waldron, & Redd (2012) analyzed the way a highly effective inclusive primary 

school in the United States works. The teachers in this school indicate that with a personal 

approach, high expectations for all pupils and a natural way of providing support within the 

regular education, they can meet the needs of all students. This primary school provides high 

quality education to all pupils. Teachers make sure they prepare their classes well and they 

carefully plan the school day. Pupils participate in varied activities with clear learning goals, 

and pupils provide support to other pupils. Next to this, the school tries to improve teacher 

practice constantly. Teachers learn from each other by observing their colleagues and in this 

way schools create their own experts. Teachers cooperate often and shared decision making 

builds a sense of community among teachers. Decisions on classroom level are made by the 

teachers their selves. The administration and other organizational features are well arranged in 



30 
 

order to use resources efficient and flexible. One of the most important school practices in this 

school is the ongoing progress monitoring of pupils’ progress. The highly effective inclusive 

primary school, described by McLeskey et al. (2012) report that they data drive everything. 

The data are used to plan and evaluate the instructions and the data are used in decision 

making. In paragraph 2.3.15 more information about adaptions for working with pupils with 

special educational needs can be found. 

 

2.3.4  Phonological awareness 

  Fonologisk medvetenhet 

Phonological awareness is the child’s ability to go beyond a word’s meaning in order to 

process its sound form. It can be seen as being able to ‘play with language’. Pupils who have 

phonological awareness can rhyme and can answer questions such as ‘What is the first letter 

in sleep?’ or ‘What do you get if you say meat without m?’.  

  The role of phonological awareness in literacy acquisition has been studied 

extensively science the 1980s (Kjeldsen, Niemi, & Olofsson, 2003). All researchers in 

educational science and pedagogical science agree on the importance of phonological 

awareness in learning to read and write (among others: Fletcher, Lyon, Fuchs, & Barnes, 

2007; Tijms, Scheltinga, & Snellings, 2009). Recently it is discovered that phonological 

awareness has influence on the basic mathematical skills in eight-year old pupils (both first-

language learners and second-language learners) (Kleemans, Segers, & Verhoeven, 2014).  

  Phonological awareness can be stimulated with short exercises during and in between 

lessons. For example rhyming can improve pupil’s phonological awareness (Kleef & 

Tomesen, 2002). From research among Swedish speaking Finnish 6-year old pupils it is 

known that structure and planning important are in order to make a phonological awareness 

training effective (Kjeldsen et al., 2003). There was no difference found between training 

phonological awareness three days a week of five days a week, both groups scored better on 

reading and writing tests than the group who did not have any systematic training. Both 

typical developing pupils as at-risk pupils benefit from a structural a planned training in 

phonological awareness (Kjeldsen et al., 2003). Here you can find more examples of exercises 

for training phonological awareness in pupils: http://www.lexia.nu/oevningar.html . More 

information about phonological awareness can be found in literature about reading problems.  

 

 

http://www.lexia.nu/oevningar.html
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2.3.5 Early intervention 

  Tidiga insatser 

Early interventions are described as:  

‘multidisciplinary services provided to children from birth to 5 years of age to promote 

child health and well-being, enhance emerging competencies, minimize developmental 

delays, remediate existing or emerging disabilities, prevent functional deterioration, and 

promote adaptive parenting and overall family functioning. These goals are 

accomplished by providing individualized developmental, educational and therapeutic 

services for children in conjunction with mutually support for their families.’ (Shonkoff 

& Meisels, 2000, p. XVII).  

But early intervention is not only about children from birth to 5 years of age. It is also 

important to discover developing problems as early as possible, to be able to act as early as 

possible. Early intervention can prevent children from developing problems later on, if the 

adaptions meet the children’s needs. Therefore mapping out (kartläggning) is an important 

base for being able to adapt school days to children’s needs (Björck-Åkesson, 2009). 

Based on the principle that early intervention is a right for all children and families 

who need support, the European Agency for Development in Special Needs Education (2010; 

this document is available in Swedish, English and 19 other languages) recommends, among 

others, the following: 

- Guidelines and advices should give children and their families access to support as 

early as possible and as soon as possible after a need is identified;  

- Early support should be formed in answer to the child´s or family´s needs. The child 

and family should be the centre of the process, which means that the wishes of the 

family are respected. Families should be fully involved in early intervention processes.  

- It should be the municipalities’ priority to provide families with the right information, 

and the information they need. 

- Policy makers should consider developing common quality measures to evaluate 

health, education, and social services. It needs to be described what questions need to 

be evaluated and how families can be involved in the evaluation.  

- In order to control whether the supply of services meets the needs, policy makers 

should have effective mechanisms to evaluate early intervention. Monitoring methods 

should be developed. 

- Policy makers should ensure a continuum of quality experiences for the child from 

birth to adulthood. 
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- The development of professional competence should be given priority. General 

training for mainstream staff and personnel working in schools should be focused on 

interdisciplinary working, working with families, and opportunities for initial training 

and continuing professional development.  

- The need for, and benefits of interdisciplinary working should be supported by 

building awareness within different levels of the system 

 

2.3.6 Peer assessment 

  Kamratbedömning 

Peer assessment is defined as a learning setting in which peers comment and/or evaluate on 

the amount, quality, value, or success of products and/or learning outcomes of other peers 

who learned in a similar context (Topping, 1998). Peer assessment can ‘improve the quality of 

the learning process, sharpen critical abilities in students, and increase student autonomy’ 

(Topping, 1998, p. 253). Peers learn from each other, inspire each other and peer assessment 

enhances the trust among peers and improves social relationships. In research about peer 

assessment-based game development, Hwang, Hung, and Chen (2013) demonstrated that 

pupils who were assessed by peers showed better learning achievements than pupils who were 

not assessed by peers. The learning motivation of pupils who were assessed by peers was also 

higher and they showed better problem-solving skills. The pupils also reported that the peer 

assessment improved their in-depth thinking and creativity.  

  The English national foundation for educational research (2007) provides four rules 

for successful peer assessment. Those rules should be made explicit by the teachers and 

teachers should ensure that all pupils understand and follow those rules. 

 Respect the work of others;  

 Identify successful features in each other’s work ;  

 Think about the learning objective and the success criteria when suggesting 

improvements;  

 Formulate suggestions positively. 

 

2.3.7 Challenging goals 

Utmanande mål 

Only when pupils are challenged they will be able to grow and learn. Goal setting has a 

positive influence on pupils’ motivation and on pupils’ achievement (Moeller, Theiler, & Wu, 
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2012). In order to be able to reach the long-term global goals, they should be divided into 

short-term specific goals (Ruijssenaars, 2008). 

  Good goals are SMART goals. In SMART goals it is clear what a pupil is going to 

learn and when he/she will have mastered a skill. SMART goals are Specific, Measurable, 

Achievable, Results-focused and Time-bound (University of Rochester, n.d.). In a specific 

goal, it is clearly defined what the goal is about and what the pupil is going to learn, how the 

pupil is going to achieve the goal and why it is important to achieve the goal. Goals should be 

measurable so that afterwards pupils and teachers can check whether a goal is achieved. Goals 

should be challenging but also achievable. If a goal is impossible to achieve, a pupil might not 

even be motivated to try. Goals should focus results. They focus on measuring the learning 

outcomes, not activities. Goals should be achieved within a timeframe. After this timeframe 

the goal can be evaluated and new goals can be set.  

When providing support to pupils it is important to set challenging SMART goals, in 

order to be able to follow up and to review whether the given support was effective. Before a 

goal can be specified, teachers should know the pupil’s prior knowledge and skills. For 

example when a pupil has problems with reading short words, the main goal could be: ‘After 

three months, practicing two times a week, the pupil is able to read 80% of the three and four 

letter words correctly’. First it needs to be measured whether a pupil masters the basics of 

reading, like knowing all the letters and a sufficient level of phonological awareness. The 

main goal might be divided into specific goals. Examples of good SMART specific goals are: 

‘After two months of practicing, two times a week for half an hour with an older pupil, the 

pupil reads all the letters of the alphabet correct’ and ‘After two months of practicing with 

activities for phonological awareness, such as rhyming, the pupil has a 80% of the answers on 

a particular test for phonological awareness correct’. SMART goals are not exclusively used 

for retrieving academic skills. An example of a SMART goal for social skills is: ‘After four 

times practicing together with a teacher how to approach peers during the lunch break, the 

pupil approaches groups of playing peers on his/her own.’ Even when a child needs to learn to 

draw a body, SMART goal setting is a good method. The pupil should first draw a body 

without any explanation or help from a teachers. The teacher decides what the pupil needs to 

improve. Two examples of SMART goals for learning how to draw a body might be: ‘After 

two weeks of practicing three times a week with a teachers, the pupil draws a body with at 

least ten specific body parts’ and ‘After five times practicing for half an hour with different 

methods, the pupil can draw a body with a torso, head, arms, and legs’. Evaluating SMART 
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goals is very important in order to be able to know whether the support was effective and how 

to continue to support this particular pupil (Ruijssenaars, 2008). 

 

2.3.8 Self-assessment 

  Självbedömning 

Pupils are involved in self-assessment when they look at their own work in a reflective way. 

They evaluate whether they retrieved the knowledge or skills they should (Skolverket, 2011e). 

They review their work on what is good and what could be improved. When working with 

self-assessment, pupils set personal learning goals for themselves. Self-assessment includes 

metacognition
6
. Self-assessment skills are for example: effective questioning, reflecting on 

the learning process and/or outcomes, problem-solving and comparing (National Council for 

Curriculum and Assessment, 2007). By using self-assessment, pupils take a greater 

responsibility for their own learning. Feedback from teachers can help pupils to grow in their 

learning, but this makes pupils dependent on their teachers. Self-assessment can help pupils to 

recognize next steps in their learning and in becoming more independent and motivated. The 

skills of self-assessment need to be learned over time. It is therefore important that schools 

continually plan the process.  

  In the Swedish curriculum for the compulsory school (Lgr11) (Skolverket, 2011c) and 

the Swedish curriculum for the preschool (Lpfö 98) (Skolverket, 2011b) has been stated that 

pupils should develop independency, self-control, and self-discipline. Pupils should become 

better at assessing and planning their own learning. Feedback from teachers, combined with 

self-assessment might be a good way of practicing self-assessment in pupils. Examples of 

self-assessment are making a portfolio, keeping a logbook/journal, and filling in a self-

assessment form or scheme. Figure 2 shows an example of a self-assessment scheme from a 

lesson in which children build a model for a bridge (from National Council from Curriculum 

and Assessment, 2007).  

 

                                                           
6
 Metacognition is the process of being aware of and reflecting on one´s own learning. It can also be described as 

´knowing about knowing´ or ´learning about learning´. 
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Figure 2. An example of a self-assessment scheme.  

  

2.3.9 Professional development 

  Professionell utveckling 

Quality of teaching has according to Hatties (2005) literature review the fifth most important 

influence on pupil academic achievement. Successful teachers have good subject knowledge, 

good didactic skills, and the ability to balance those two so they can create coherence and a 

common way of working for the pupils (Skolinspektion, 2010). By creating a supporting 

environment for education and learning, and by organizing and supporting professional 

development among teachers, school boards can take a central and active role in improving 

academic results. Teachers’ development can be described in five different stages (Berliner, 

2001): novice, more advances beginner, competent performer, proficient, and expert. There 

are many ways in which teachers can develop their quality of teaching. One common way is 

taking a course about a certain topic. According to Guskey (2002) many courses fail because 

they do not take into account two important factors: what motivates the teachers to engage in 

this particular professional development, and the process by which change in teachers 

typically occurs. Guskey states that first teachers take a course, then they have to implement 

what they learned in their classroom practices, then pupils behaviors or results will change, 

which will lead to teachers who believe in the new way of working. This model is presented 

in Figure 3. It is important that teachers learn specific, concrete, and practical features with a 

direct relation to their daily work in the classroom. Only then, teachers can learn from the 

course and develop their way of teaching (Guskey, 2002).  
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Figure 3. Guskeys (2002) model of teacher change. 

 

2.3.10 Peer tutoring 

  Kamrathandledning 

It is known that peer-assisted learning strategies are effective in reading and math from 

kindergarten to secondary education (Fletcher, Lyon, Fuchs, & Barnes, 2007). Peer assisted 

learning strategies is a classroom-level intervention in which pupils with stronger skills in a 

certain subject are paired with pupils with weaker academic skills in that subject and work for 

about thirty minutes with each other, three to five times per week. Peer tutoring in reading is 

also useful for the tutor, because he or she has extra reading time and the role as tutor 

increases their feeling of their own skills and increases motivation (Tijms et al., 2009). 

 Rose and Howley (2007) state that ‘as a teacher it is essential to consider the role of 

the peer group in supporting pupils with special educational needs through the use of a buddy 

approach, circles of friends and learning mentors’ (p. 78). When typical developing peers 

support pupils with special educational needs, both the pupil with special needs and the peers 

helping them benefit from this cooperation. Benefits for the tutors are the development of 

empathy, problem-solving skills, listening skills, an ability to identify and express feelings, 

understanding links between behavior and feelings, increased awareness of the power to 

change, and enhanced self-esteem. The benefits for pupils with special needs are described as 

improved social integration, increased peer contact, reduced anxiety, and improved behavior 

(Rose & Howley, 2007).  

 

2.3.11 Advance organizers 

  Organisera i förväg  

Graphic organizers might help pupils to understand the concepts by making abstract 

information visual (Rose & Howley, 2007). They are used as a summary of the material in 

advance that puts some sort of structure to it. Examples of graphic organizers are: 

Change in 

teachers’ 

beliefs and 

attitudes 
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 Concept mapping: concepts are written down so that pupils can understand the 

relationships between words, images, and concepts. Concept mapping helps pupils to 

visualize the relationships between the concepts (see Figure 4). 

 Cause-and-effect graphic organizers: help pupils to give insight in how their actions 

can lead to different results and consequences (see Figure 5).  

 Goal setting graphic organizers: help pupils to visualize, organize and achieve their 

goals. Next to writing down the goals, it is important that pupils can see what they 

already do well and where they can find assistance if they need (see Figure 6). 

 Venn diagrams: help pupils to understand the logical relationship between two things 

(see Figure 7).  

 

Figure 4. Example of concept mapping 
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Figure 5. Example of a cause-and-effect organizer 

 

 

Figure 6. Example of a goal setting graphic 
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Figure 7. Example of a venn diagram 

 

2.3.12 Hypermedia instruction and computer-assisted teaching 

  Hypermedia undervisning och undervisa med datorer 

Hypermedia instruction has the advantage that it can provide written text, pictures, 

animations, and symbols during the instruction. Most pupils with learning difficulties respond 

better to visual information than to verbal information (Kaweski, 2011). Visual support can 

bridge the gap in understanding.  

  Mayer (2003) researched if pupils, by using hypermedia learning, can learn more 

deeply than from traditional methods. He concluded that pupils learn more deeply from the 

combination of written words and pictures than from written words alone, and that a clear 

design of the layout of the hypermedia is important.  From literature reviews it is known that 

pupils with learning problems benefit from hypermedia learning (Maccini, Gagnon, & 

Hughes, 2002).  

  

2.3.13 Parent involvement 

  Föräldrar engagemang 

During the dialogue as a part of the school project ‘Ett lärande Väsby’ the 23th of October 

2014 the parental involvement in schools in Upplands Väsby was discussed. The participants 

in the dialogue about pupils with special educational needs agreed on the importance of 

actively involving parents in learning and schools.  

  Parental involvement, along with positive teacher perceptions of parental involvement, 

positively influence pupils’ learning (Bakker, Denessen, & Brus-Laeven, 2007). According to 

Bakker et al. (2007) teachers’ perceptions of parental involvement do mostly affect pupils’ 
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spelling and reading comprehension. Sheldon (2009) shows that next to literacy skills, 

parental involvement has a positive influence on mathematic skills, science, school transition, 

school attendance, and pupil’s behavior. Parental contact with schools was though associated 

with more negative outcomes on pupils’ vocabulary. This can be explained by the fact that 

parents often get in contact with school when a pupil already shows academic or other 

problems (Bakker, et al., 2007).     

  Teachers and principals should cooperate in the coordination of policies and activities 

for parental involvement. When schools collaborate and teachers share their ideas with 

colleagues, schools can benefit from the best practices of other schools (Denessen, Bakken, & 

Gierveld, 2007).  

  Smit, Sluiter, and Driessen (2006) describe six criteria which should be met in order to 

provide good practices in parental involvement: 

 Good practices should be contributed to the involvement of parents in school, so that 

the good practices fit the goals of the commission; 

 Good practices should be goal oriented; 

 Good practices should be focused on participants, adapted to the target group; 

 Good practices should adapt to other activities, such as school policies and vision, 

school organization; 

 Good practices should have a wide reach, the good practice should be able to use in 

different situations and the outcomes should be spread to everyone concerned; 

 Good practices should be evaluated regularly and there should be criteria for what 

good results are. 

After analyzing ten different parental involvement programs (three from the Netherlands, two 

from the United Kingdom, five from USA, and one from Australia), Smit et al., (2006) 

conclude that there are five factors that make parental involvement successful: 

 An integrated approach. The programs are connected to the school’s mission and 

policies, are supported and accomplished by everyone involved. It is important to 

create support for the program and agreements should be made on who will be 

involved in decision making and when. 

 A vision on parental involvement. The focus is on optimizing learning outcomes, 

optimizing school organizations, and the parents’ role in this optimizing. The school 

staff, parents, and pupils together are responsible for educating and upbringing pupils. 

The more parents involved, the more parental involvement can assign. 
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 A vision on sustainability of cooperation. Parental involvement programs should strive 

after longitudinal cooperation between parents and school.  

 A driving force. There should be a common sense of solidarity and standards. School 

staff and parents should look for similarities and what them connects. 

 View of human beings. Joint interests are important in the parental involvement 

programs. Thresholds should be as low as possible, in order to keep in touch, keep 

having a dialogue, cooperate and influence the education and upbringing process. 

Teachers should let go of their professional distance and autonomy in order to work 

together with the parents.  

Epstein (2009) describes six types of involvement activities to improve school climate and 

pupils’ success. Type 1: Parenting activities. Schools should help parents to discuss age-

appropriate topics with their children, and make sure parents gain confidence to help their 

children with school work. Type 2: Communicating activities. School should make sure there 

is an ongoing exchange from school to home and from home to school. They should 

systemize communication in for example a weekly newsletters. Type 3: Volunteering 

activities. Schools should make sure there are different kinds of volunteer jobs at school and 

they should try to increase the participation of parents who might feel excluded. Type 4: 

Learning at home activities. Schools should provide information about the pupil’s academic 

work, so parents know how to help their children. Schools should also provide tips about how 

to help at home with improving children’s reading skills. Type 5: Decision making activities. 

Schools should increase parents’ voices in school processes by for example creating a school 

improvement team. Parent representatives are important in hearing parents voice and pass this 

information on to the school staff. Type 6: Collaborating with the community activities. A 

cooperation between schools, families, community groups, organizations, agencies, and 

individuals should be developed. For example involving families in field trips in the 

community and developing mentorships at libraries. Inspiration for activities and examples of 

good practices can be found on www.partnershipschool.org (section success stories in the 

spotlight). 

  Epstein (2009) composed a list with ten steps to success in school, family, and 

community partnerships (p. 105).  

1. Create an action team for parental involvement; 

2. Obtain official support and funds; 

3. Train all member of the action team; 

4. Identify starting points – present strengths and weaknesses; 

http://www.partnershipschool.org/
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5. Write a one-year action plan for parental involvement; 

6. Apply the framework of the six types of activities; 

7. Involve school staff, parents, pupils, and the community to help conduct activities; 

8. Evaluate the quality and outreach of the activities and results; 

9. Celebrate and report progress to all participants; 

10. Continue working toward a successful, goal-oriented program of parental 

involvement.  

 

2.3.14  Individual instruction 

Individuell undervisning 

Hattie (2005) found that individual instruction has a small positive effect on pupils’ academic 

results. Individualization is often interpreted by teachers as giving pupils more responsibility 

and individual working time. Extra instruction has, however, a bigger influence on academic 

outcomes than a longer processing time (Braams & Denis, 2003). Feedback, direct 

instruction, advance organizers, challenging goals, and hypermedia instruction play an 

important role in effective individual instruction. Another technique often used in individual 

instruction is pre-teaching. Its purpose is to facilitate the pupils’ development by giving them 

necessary information before the subject is taught in the classroom. New words, rules, 

features can be explained during pre-teaching (Cambridge University, 2008). This way pupils 

will recognize what is taught in the lesson and this way it will be easier to keep up with their 

classmates. It will also boost their self-confidence because they will know as much, or 

sometimes maybe even more, than their classmates. For pupils who find it hard to remember 

new rules, words, and the content of learning material it is important to repeat often. By pre-

teaching the pupil sees the learning material at least one more time.  

 

2.3.15 Extra adaptions in classes with pupils with special educational needs 

  Extra åtgärder i grupper med elever i behov av särskilt stöd 

In other literature, a few extra practices are described in order to make sure pupils with special 

educational needs can participate in regular classes.  

Classroom environment 

It is important that teachers evaluate the effectiveness of their classroom environments in 

order to be able to make the right adaptations and adjustments for all individuals. Many of the 

suggestions about the classroom environment for pupils in need of extra support will be 

relevant to all pupils in the class (Rose & Howley, 2007).  



43 
 

  Physical structure. It is important that pupils understand the purpose of spaces and 

that teachers remove distractions. Some pupils with special educational needs might be 

confused about where to go and what to do at a certain place, other pupils might be distracted 

by features of the environment. Rose & Howley (2007) therefore suggest teachers to organize 

the classroom in a way that pupils understand the purposes of spaces, design specific areas in 

the classroom for specific activities (e.g. reading corner), and make sure there are as little as 

possible distractions in the classroom.  

  Access to resources. The availability of resources and equipment has a big impact on 

the development of individual learners (Byers, 2001). It is important to make the organization 

of study material as clear as possible, so that all pupils know where to get and leave their 

work and tools and so that the resources are equally available for all pupils (Rose & Howley, 

2007). Easy access to resources, no learning time is wasted by making sure all pupils have the 

right materials so they can start working.  

  Rules and routines. Having clear rules and positive routines are a part of the entire 

classroom organization. Rules and routines help to structure classroom activities (Rose & 

Howley, 2007). It is important that classroom rules are formulated in a positive way (not: it is 

not allowed to go to the toilet during lessons, but instead: use the toilets during the breaks). 

Mnemonics for pupils with SEN, can be useful to present for the whole class, for example: 

Remember! Raise your hand. Many pupils like to know what is expected and they feel more 

comfortable when they know in advance when changes in the schedule occur (Kaweski, 

2011). Kaweski (2011) suggest that the schedule should be visually displayed so that all 

pupils understand what they are going to do today.   

Making the content understandable for all 

Adaptions in the instructions and material can improve the learning outcomes of students in 

need of support. According to De Bono (2011) effective adaptions in education are simple, 

practical, explicit, community building (which means not segregate pupils) and effective 

adaptions promote independency. The adaptions should be logical and meaningful, they 

should be part of the normal classroom routines. ‘Out of the box thinking’ is needed so 

teachers can come up with functional adaptions. De Bono (2011) suggests that it is important 

to build up background information and preteach vocabulary. When the lesson connects to the 

pupil’s personal and cultural experience it will be easier for the student to understand the 

instruction. The teachers have to make sure that pupils understand all the essential concepts 

for the task and that the pupils know what steps to take. Visual support of verbal information 

makes information and procedures better understandable (De Bono, 2011; Kaweski, 2011; 
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Rose & Howley, 2007). If, for example, a pupil has problems with reading, De Bono suggests 

that the teacher provides pictures and or graphics to bridge that gap in understanding. De 

Bono (2011) also suggests that pupil’s should get the opportunity to choose the format of the 

test (i.e. oral or written tests). Kaweski (2011) provides a clear example of the power of visual 

support. This example, about how to set a table, is shown in Figure 8. 

 

Figure 8. The power of visual support 

 

 During the preparation of a class, teachers should ask themselves (De Bono, 2011): 

 What are the skills and/or concepts being taught? 
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 What background knowledge is needed to learn the skills and/or concepts? 

 What steps should pupils take in order to master the skills and/or concepts? 

 Is it possible to teach the skills and/or concepts systematically in small bits? 

 Can the skills and/or concepts be reinforced through experience and practice? 

Classroom communication. Some pupils with special educational needs will 

experience problems in the understanding of spoken language or in communication in 

general. Symbol communication can support pupils and teachers in their 

communication. For visual learners and for pupils with problems in communication it 

can be helpful to give them visual support. An example of symbol communication is 

the use of Piktogram (Piktogram at www.spsm.se). Next to this it is important that 

teachers realize that some pupils with special needs do not understand metaphors and 

sayings (Rose & Howley, 2007).  

  For pupils in need of special support, learning can be challenging when the teachers 

mostly focus on whole-classroom, teacher-centered practices (Kaweski, 2011).  When the 

teacher’s instruction does not match the pupil’s learning style, the pupil would struggle to stay 

engaged. Clear and explicit directions are important so that pupil’s do not get confused by all 

the words they hear (Kaweski, 2011). Active learning can help pupils who find it hard to learn 

passively by listening and taking notes.  

  Many pupils with learning difficulties find it hard to listen and keep focused on verbal 

information. According to Kaweski (2011) teachers can train their pupils to become active 

listeners. The following steps should be taken: 

 Teach the pupil to look at the teachers; 

 Teach the pupil to look at one spot (for example the teacher’s mouth); 

 Place the pupil’s hands in a planned position; 

 Give positive feedback (and reward) each step. 

 

2.3.16 Gifted pupils  

Särbegåvade elever 

  In Sweden, a gifted pupil is defined as a pupil who has exceptional capabilities in one 

or more domains (Wallström, 2010). About two percent of the population in Sweden has 

those exceptional capabilities.  A difference can be made between high-achieving pupils and 

gifted pupils, see Table 2 (Kokot, 1999, as described in Wallström, 2010). 

  

http://www.spsm.se/sv/Stod-i-skolan/Sprak-och-kommunikation/Alternativ-och-kompletterande-kommunikation/Grafisk-AKK/Pictogram/
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Table 2 

Differences between high-achieving pupils and gifted pupils 

High-achieving pupils Gifted pupils 

know the answer ask questions 

are interested are curious 

answer questions discuss questions 

learn fast know already 

copy create new 

think step by step think complex 

is satisfied with the own learning is very self-critical 

understand ideas think abstract 

 

Gifted pupils can be distinguished in six different profiles (Betts & Neihart, 1988; Neihart & 

Betts 2010): 

1. The Successful Pupil 

Successful pupils have average to good school results, but achieve below their actual 

abilities. Successful pupils adapt their behavior to the level in the class. They are 

perfectionistic and afraid of making mistakes. This makes them very dependent on 

adults. Successful pupils are mainly focused on meeting other peoples’ expectations. 

Characteristics of successful pupils are: 

 Good school results and good academic self-concept 

 Fair of failure and avoiding risks 

 Extrinsic motivation 

 Self-critical 

 Work for the grade 

 Unsure about the future 

 Eager for approval  

 Depends on the teachers 

 Accepts and conforms 

A successful pupil should be challenged and needs to get insight into his/her 

shortcoming; should take risks; should develop assertiveness skills and creativity; and 

should develop self-knowledge and independent learning skills.  

  Schools should provide subject and grade acceleration. Schools can provide time for  
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a personal curriculum, so the pupil can develop his/her own domains of interest. The 

pupil should participate in activities that push him/her out of the comfort zone. 

Schools should teach the successful pupil to be independent. It is important that 

successful pupils spend time with intellectual peers. 

2. The Creative Pupil 

Creative pupils come up with creative solutions to problems and are critical about their 

environment. They discuss many features and do not accept rules easily. Creative 

pupils often comment on teachers and have discussions with teachers. They are 

inconsistent in how they work, and show therefore different learning outcomes. 

Characteristics of creative pupils are: 

 Very creative and energetic  

 Bored and frustrated  

 Impatient and defensive 

 Uncertain about social rules 

 Strong motivation to follow inner convictions 

 Expresses impulses 

 Challenges the teacher and questions rules and policies 

 Honest and direct 

 Has mood swings 

 Poor self-control 

A creative pupil should be connected with others; should learn tact, flexibility, self-

awareness, and self-control; should be less pressured to conform; should develop 

interpersonal skills to connect with others; and should learn strategies to cope with 

potential psychological vulnerabilities. 

Schools should be tolerant to creative pupils and reward new/creative thinking. The 

pupil should be placed with an appropriate teacher and understanding mentor. Clear 

and direct communication is important, just as direct instruction in interpersonal skills. 

Teachers should give creative pupils permission for his/her feeling and allow 

nonconformity. 

3. The Underground Pupil 

Underground pupils try not to be seen as gifted. Underground pupils long after social 

acceptance and they believe that getting high grades and being socially accepted do 

not go together. Nevertheless they find it hard to stay with their friends, they often 

change social groups. Underground pupils do not want to have a special placement or 
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treatment, and therefore avoid any challenge.  Characteristics of underground pupils 

are: 

 Denying giftedness 

 Desire to belong to the group (socially) 

 Feel unsure and pressured 

 Diminished sense of self 

 Dropping out of advanced classes 

 Reject challenges 

 Move from one peer group to the next 

 Not connected to the teacher or the class 

 Do not know what direction to take 

An underground pupil needs freedom to make choices; a gifted peer group network; 

role models; development of self-understanding and self-acceptance; and they need to 

be heard. 

Schools should provide a welcoming learning environment with possibilities to have 

open discussion about different kinds of topics. Teachers should provide direct 

instruction of social skills and teach the pupil to make conflicts explicit. Schools 

should provide help in planning school and career choices. 

4. The At-risk Pupil 

At-risk pupils are not motivated for school tasks and seek their activities outside 

school. Because of this, they show low academic achievement. They have low self-

esteem and are careless. Characteristics of at-risk pupils are: 

 Resentful and angry 

 Disruptive 

 Depressed and unaccepted 

 Reckless, manipulative and defensive 

 Unrealistic expectations 

 Resistive to authority 

 Not motivated for teacher driven rewards 

 Antisocial peer group 

 Thrill seeking 

 Criticizes him/herself and others 

 Often creative 



49 
 

An at-risk pupil needs safety, structure and an individual program; clear directions and 

short-term goals; professional counseling; and an at-risk pupil should be confronted 

with his/her behavior and should be responsible for his/her actions. 

It is important that schools do not lower their expectations of an at-risk pupil. An at-

risk pupil can be helped with the organization of non-traditional study skills, in-depth 

studies and an understanding mentor. Teachers should involve parents and pay home 

visits. Secondary options should be discussed.  

5. The Twice/Multi Exceptional Pupil 

Twice/multi exceptional pupils are gifted and have learning and/or behavioral 

problems. In twice/multi exceptional pupils, giftedness is often not recognized. An 

example of a twice/multi exceptional pupil is a gifted pupil with dyslexia. Both the 

dyslexia and giftedness are not visible because the giftedness compensates for the 

dyslexia. Characteristics of twice/multi exceptional pupils are: 

 Learned helplessness 

 Frustration and anger 

 Mood disorders 

 Poor academic self-concept 

 Prone to discouragement 

 Do not see themselves as successful 

 Do not know where to belongs 

 Demonstrate inconsistent work 

 Seem average or below average 

 Are good problem solvers 

 Behavior problems 

 Enjoys novelty and complexity 

 Disorganized 

 Slow in information processing 

A twice/multi exceptional pupil needs to emphasis on strengths; needs to develop 

coping strategies; should focus on skill development; and needs to learn to persevere 

and self-advocate. 

The main priority of schools is to challenge a twice/exceptional pupil in his/her areas 

of strength. Schools should compensate for the disabilities. The pupil should receive 
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direct instructions in self-regulation strategies. The teacher should teach the pupil in 

self-advocacy and SMART
7
 goal setting.  

6. The Autonomous Learner 

Autonomous learners have high school results which fit their capacities. Autonomous 

learners work independently and develop their own learning goals. In order to achieve 

those goals, autonomous learners take risks and learn from their mistakes. 

Characteristics of autonomous learners are: 

 Self-confident and self-accepting 

 Positive view of ability 

 Optimistic 

 Intrinsically motivated 

 Ambitious and excited 

 Willing to fail and learn from it 

 Show tolerance and respect for others 

 Appropriate social skills 

 Work independently 

 Set SMART goals and is strongly self-directed 

 Seek challenges 

 Good self-regulators 

 A producer of knowledge 

An autonomous learner needs more support; advocacy for new directions; increasing 

indecency; feedback about strengths and possibilities; facilitation of continuing 

growth; support of risk-taking; and a support team. 

Schools should allow the development of long-term, integrated plans of study; remove 

time and space restrictions; provide a mentor; stay out of the pupils’ way; and help 

them to cope with psychological costs of success. 

Pupils with an IQ (intelligence quotient) higher than 120, often experience problems in school 

(Wallström, 2010). Successful pupils, creative pupils, underground pupils, at-risk pupils, and 

twice/multi exceptional pupil are all underachievers. They do not show their real capabilities. 

Underachievers have in common that they have unrealistic (negative) self-esteem, they do not 

show their real (negative) feelings, and they are motivated, but not to perform in school. 

Whitley (2001) described six different types of underachievers: 

                                                           
7
 Goals should be Specific, Measurable, Achievable, Result-focused, and Time-bound.  



51 
 

 The Procrastinator 

Procrastinators usually do all their work at the last moment. They use many excuses 

why they did not finish their work (I forgot about the homework) and often they use 

an external locus of control (it is not my fault). They are nice pupils, when they are not 

confronted with their behavior. Procrastinators have no or negative goals in life.  

 The Hidden Perfectionist 

Hidden perfectionists are constantly worried about how they should think, how they 

should behave and how they should work. They often worry about unimportant details 

and when they get ambiguous tasks they get scared and unsecure. Rules are very 

important for hidden perfectionists, they would not break them. They feel discouraged, 

depressed and have a low self-esteem. ‘No pleasure, only pressure.’ 

 The Martyr 

Martyrs refuse or sabotage help. Succeeding leads to feeling of fair and guiltiness, and 

failure leads to safety. They feel a ‘need to fail’. Compliments lead to negativity. Their 

behavior can be seen as irritating (for example by special teachers).  

 The Shy Type 

Shy underachievers are very worried about what other people think about them. They 

are afraid for social failure and are easily ashamed. Shy underachievers feel a need to 

get confirmation. They try to avoid risks and they are very afraid of making mistakes. 

 The Social Type 

Social underachievers go to school because of the social contacts. They are not 

motivated to achieve in school. They see life as a party and good looks are important. 

Everything should be new, different and exciting. Social underachievers need approval 

and attention. They think mostly about themselves and prioritize short-term goals 

instead of long-term goals.  

 The Con Artist 

Con artists are charming and manipulative. They are focused on admiration and 

material goods. Con artists fantasize about money, power and success and think that 

‘just working’ is beneath one station. Parents might be seen as ‘idiots’ who caused all 

the problems. Con artists are usually lonely and isolated.  

 

What works for gifted pupils? 

Rogers (2007) point out lessons to be learned from literature about gifted and talented pupils.  
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  The first lesson is that ¨gifted and talented learners need daily challenge in their 

specific areas of talent¨ (p. 383). From research is known that gifted pupils experience stress 

and boredom when they cannot move forward in their areas of talent. This stress reduces 

when gifted pupils get high levels of challenges. It is the most likely that one-on-one tutoring 

or individual mentorship will reach the highest outcomes for gifted pupils in their areas of 

interest. Next to this these intensive, daily challenges in one area, it is important that 

consistent support in areas outside their individual talent is provided. About 40 studies show 

that a challenging, articulated curriculum in different areas has a significantly positive 

influence on learning outcomes, self-efficacy, and motivation.      

  The second lesson is that ¨opportunities should be provided on a regular basis for 

gifted learner to be unique and to work independently in their areas of passion and talent¨ (p. 

385). Gifted pupils prefer more often to study independent projects or self-instructional 

materials. Independent studying can have a positive influence on motivation and academic 

achievement. It is important that the independently acquired skills are transformed to other 

academic areas. Compacting the learning material has powerful effects on academic 

achievement, especially in mathematics and science. It is important that gifted pupils get the 

chance to experience that they are making progress in their learning.  

  The third lesson is ¨provide various forms of subject-based and grade-based 

acceleration to gifted learners as their educational needs require¨ (p. 386). Effective subject-

based accelerations are, for example: early entrance to school, subject acceleration, 

university-based programs (e.g. summer courses on college campuses), individualized 

distance or online learning, cross-graded classes (within a school, one content area is taught at 

the same time in all grade levels, pupils can work on their own level), dual enrollment (giving 

the pupil coursework at a higher level), mentorships (connection the pupil to an expert). 

Effective grade-based accelerations are, for example: grade skipping, grade telescoping 

(completing for example three year or curriculum in two years), multigraded or nongraded 

classes (flexibility through several years of curriculum in one class), credit by examination 

(being allowed to leave the curriculum behind when skills and knowledge is mastered). 

  The fourth lesson is ¨provide opportunities for gifted learners to socialize and to learn 

with like-ability peers¨ (p. 388). Rogers states that the most literature on ability and 

performance grouping is positive about grouping gifted pupils. When gifted pupils are 

grouped, and are exposed to differentiated learning materials and tasks, they show higher 

academic outcomes. It even has a small, but positive effect on social skills and self-esteem. 

Grouping can be done by full-time ability grouping, performance grouping for specific 
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instruction, within-class grouping (individual teachers provide extra work to those pupils who 

need it), pull-out groups (gifted pupils are taught outside the group for several moments a 

week). Within-class grouping is preferable, when the materials and curriculum tasks are 

differentiated.  

   Often it is necessary to differentiate on a direct and daily basis. Teachers and schools 

should have a plan how they will let the pupils move on when they already know what is done 

in de classroom. Rogers (2007) suggests that schools and districts should choose at least two 

grouping options, at least two subject-based accelerations, and two grade-based options for 

acceleration. Only then can schools select options that best match the pupils’ needs and can 

make real differences in the pupils’ performance and experiences.  

  Wallström (2010) states that there are three important methods for stimulating gifted 

pupils; acceleration, enrichment, and motivation increasing. Acceleration might for example 

be skipping one (or more) grades, study courses at secondary school level, several grades in 

one class, national exam (nationella prov) one year earlier, placement test for teaching on the 

right level from the beginning. Skolverket (2014) agrees that acceleration has a positive 

influence on gifted pupils learning. They mention that acceleration has a very strong and 

positive impact on high-achieving pupils. In mathematical and science, acceleration is even 

more beneficial. Enrichment can be both deepening and broadening (Wallström, 2010). 

Examples of enrichment of the study environment are computer programs, extra education in 

certain subjects, a club for gifted children with focus on problem solving, more advanced 

study material, study material developed by the teachers themselves, time for own projects, 

more advanced books, and going abroad for education. In order to increase gifted pupils’ 

motivation, schools can organize contest in different subjects and creative aspects, have high 

expectations of the pupils, and organize study trips (abroad). In order to meet the needs for 

gifted pupils, as for all other pupils, schools should focus and develop organizational actions, 

competence among teachers and other school staff, and cooperation (Wallström, 2010). 

 

2.4 Further reading 

 Lästips 

- En blogg om nya utvecklingar inom utbildning och specialpedagogik. Tips: följ 

bloggen via e-post.  

www.specialpedagogen.wordpress.com 

- John Hatties böcker med en stor forskningsöversikt om undervisningsstrategier till 

praktiskt genomförande i klassrummet.  
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Hattie. J. (2009). Visible Learning. A synthesis of over 800 meta-analyses relating to 

achievement. Abingdon, United Kingdom: Routledge.  

Hattie. J. (2009). Visible Learning for teachers. London, United Kingdom: Routledge. 

Hattie. J. (2012). Synligt lärande för lärare. Stockholm, Sverige: Natur & Kultur. 

- På Skolverkets websidan finns mycket information och många publikationer om 

svenska skolor, lärare, och elever; internationella rapporter; och nya rön och trender i 

utbildning. Några exempel av publikationer som kan vara intressant för skolpersonal 

som jobbar med barn i behov av stöd är (det finns många fler): 

Stödinsatser i utbildningen (Skolverket, 2014) 

Särskilt stöd i grundskolan (Skolverket, 2011) 

Hur stöttar man elever med dyslexi och andra läs- och skrivsvårigheter? (Skolverket) 

Specialpedagogik (Skolverket) 

- På Specialpedagogiska skolmyndighetens websidan finns det mycket information om 

barn och elever med ADHD, Autism och Aspergers syndrom, nedsatt hörsel, nedsatt 

hörsel i kombination med ytterligare funktionsnedsättningar, läs- och skrivsvårigheter, 

matematiksvårigheter, medicinska funktionsnedsättningar, rörelsehinder, 

språkstörning, synnedsättning, syn- och hörselnedsättning, och om barn och elever 

med en utvecklingsstörning.  

www.spsm.se  

- På websiden från myndigheten för delaktighet finns några rapporter med intervjuer 

med elever, lärare och personal om skolsituationen och behoven av anpassningar i 

undervisningssituationer.   

Anpassningar för oss med autismspektrumtillstånd (Hjälpmedelsinstitut, 2013) 

Anpassningar för oss med dyslexi (Hjälpmedelinstitut, 2013) 

Anpassningar för oss med synnedsättning (Hjälpmedelinstitut, 2013) 

Anpassningar för oss med ADHD (Hjälpmedelsinstitut, 2014)  

Anpassningar för oss med rörelsehinder (Hjälpmedelinstitut, 2014) 

- Det finns några websidan som ger intressant information om visa 

funktionsnedsättningar.  

Dyslexiföreningen 

Dyskalkyli Kognitivt Centrum 

Autism & Asperger förbundet 

Svenska Downföreningen 

Websidan om begåvade barn 

http://www.skolverket.se/om-skolverket/publikationer/visa-enskild-publikation?_xurl_=http%3A%2F%2Fwww5.skolverket.se%2Fwtpub%2Fws%2Fskolbok%2Fwpubext%2Ftrycksak%2FRecord%3Fk%3D3362
http://www.skolverket.se/om-skolverket/publikationer/funktionsnedsattning?_xurl_=http%3A%2F%2Fwww5.skolverket.se%2Fwtpub%2Fws%2Fskolbok%2Fwpubext%2Ftrycksak%2FBlob%2Fpdf1787.pdf%3Fk%3D1787
http://www.skolverket.se/skolutveckling/forskning/amnen-omraden/spraklig-kompetens/tema-las-och-skrivinlarning/hur-stottar-man-elever-med-dyslexi-och-andra-las-och-skrivsvarigheter-1.157474
http://www.skolverket.se/skolutveckling/forskning/amnen-omraden/specialpedagogik
http://www.spsm.se/
http://mfd.se/publikationer/rapporter/anpassningar-for-oss-med-autismspektrumtillstand/
http://mfd.se/publikationer/rapporter/anpassningar-for-oss-med-dyslexi/
http://mfd.se/publikationer/rapporter/anpassningar-for-oss-med-synnedsattning/
http://www.mfd.se/globalassets/dokument/publikationer/2014/14303-anpassningar-for-oss-med-adhd.pdf
http://mfd.se/publikationer/rapporter/anpassningar-for-oss-med-rorelsehinder/
http://www.dyslexiforeningen.se/
http://www.dyskalkyli.nu/
http://www.autism.se/
http://www.svenskadownforeningen.se/
http://www.begavadebarn.nu/
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Part 3: Transition from preschool to school 

Del 3: Övergång från förskola till grundskola 
 

3.1 Regulations as described in the Swedish Education Act
8
 

 Regelverk som beskrivit i Skollagen (2010:800) 

I Skollagen 2010:800 finns ingen specifik information om övergången från förskola till 

grundskola. Men reglar om professionell sekretess är viktig när det handlar om överlämningen 

av information om barn (14§ 29 kap. Skollagen 2010:800). Skolläkaren, skolsköterskan, 

kuratoren och psykologen har en sträng sekretess. Det betyder att de inte får lämna uppgifter 

om en elev de jobbar med om det inte står klart att eleven eller de närstående inte lider men av 

att uppgifterna lämnas ut. För särskild elevstödjande verksamhet gäller svag sekretess. För 

elevstödjande verksamhet sekretessen gäller bara om man kan anta att eleven eller någon 

anhörig lider men om man lämnar ut uppgiften (Skolverket, 2012). Information kan bara 

lämnas över när vårdnadshavare har lämnat samtycke till att information får lämnas över, när 

det är nödvändigt för att den utlämnade myndigheten ska kunna fullgöra sin verksamhet och 

när en lag eller förordning kräver detta (Skolverket, 2014). På fristående skolor är det 

skolläkaren och skolsköterskan som har sekretess. Övrig personal i fristående skolor har 

tystnadsplikt (Skolverket, 2012). Tystnadsplikten innebär att de inte får lämna ut uppgifter 

som anses som särskilt skyddsvärda (Skolverket, 2014). 

 

3.2 Guidelines for (pre)schools, teachers, heads of preschools and principals
9
 

 Riktlinjer för (för)skolor, lärare, förskolechefen och rektorer 

Förskolan ska sträva efter att nå ett förtroendefullt samarbete med förskoleklassen, skolan och 

fritidshemmet för att stödja barnens utveckling och lärande i ett långsiktigt perspektiv 

(Skolverket, 2011b). Vid övergången till en ny verksamhet ska särskild uppmärksamhet ägnas 

de barn som behöver särskilt stöd. I läroplanen för förskolan (Lpfö 98) riktlinjer är framställt 

för övergången från förskola till förskoleklass/grundskola:  

 ‘Förskollärare ska ansvara för att samverkan sker med personalen i förskoleklass, 

skola och fritidshem för att stödja barnens övergång till dessa verksamheter.’ 

(Skolverket, 2011b, p.14) 

                                                           
8
 An English translation of the regulations about the transition from preschool to school can be found in 

Appendix F. 
9
 An English translation of the guidelines for preschools, schools, teachers, head of preschools and principals can 

be found in Appendix G. 
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 ‘Arbetslaget ska utbyta kunskaper och erfarenheter med personalen i förskoleklass, 

skola och fritidshem samt samverka med dem, och tillsammans med personalen i 

förskoleklass, skola och fritidshem uppmärksamma varje barns behov av stöd och 

stimulans.’ (Skolverket, 2011b, p.14) 

 ‘Förskolechefen har … ett särskilt ansvar för att: samarbetsformer utvecklas med 

förskoleklassen, skolan och fritidshemmet och att samverkan kommer till stånd för att 

skapa förutsättningar för en samsyn och ett förtroendefullt samarbete.’ (Skolverket, 

2011b, p.16) 

I läroplanen för grundskolan, förskoleklassen och fritidshemmet (Lgr 11) (Skolverket, 2011d) 

riktlinjer är framställt för övergången från förskola till förskoleklass/grundskola:  

 ‘Ett ömsesidigt möte mellan de pedagogiska synsätten I förskoleklass, skola och 

fritidshem kan berika elevernas utveckling och lärande.’ (Skolverket, 2011d, p. 10) 

 ‘Samarbetsformer mellan förskoleklass, skola och fritidshem ska utvecklas för att 

berika varje elevs mångsidiga utveckling och lärande. För att stödja elevernas 

utveckling och lärande i ett långsiktigt perspektiv ska skolan också sträva efter att nå 

ett förtroendefullt samarbete med förskolan samt med de gymnasiala utbildningar som 

eleverna fortsätter till.’ (Skolverket, 2011d, p. 16) 

 ‘Rektorer har … ett särskilt ansvar för att samarbetsformer utvecklas mellan 

föreskoleklassen, skolan och fritidshemmet för att stödja varje elevs mångsidiga 

utveckling och lärande.’ (Skolverket, 2011d, p.19) 

 ‘Rektorer har … ett särskilt ansvar för att samverkan kommer till stånd med förskolan 

för att skapa förutsättningar för en samsyn och ett förtroendefullt samarbete.’ 

(Skolverket, 2011d, p.19) 

 

I november 2014 en rapport från Skolverket om övergånger inom och mellan skolor och 

skolformer kom ut. Skolverket (2014) skriver att övergånger från en verksamhet till en ny 

verksamhet är viktiga händelser för alla barn och elever. Ett problem är att viktig pedagogisk 

information kan gå förlorad för barn i behov av stöd, vid övergånger inom och mellan olika 

skolformer. Det är viktigt att skolans dokumentation håller en hög professionell nivå för att 

vårdnadshavare ska vara positiva till att den överlämnas till den nya skolan.  

Barn- och elevgrupper som särskilt behöver beakta när det handlar om övergånger 

(Skolverket, 2014): 

- Barn och elever som är i behov av extra anpassningar eller av särskilt stöd; 
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- Barn och elever som placeras inom samhällsvård; 

- Nyanlända, gömda och ensamkommande barn och elever; 

- Elever i grund- och gymnasiesärskolan; 

- Elever i specialskolan; 

- Barn och elever som behöver undervisning på ett sjukhus; 

- Särbegåvade barn och elever; 

- Barn och elever som har skyddade personuppgifter; 

- Barn och elever som har familjer som systematiskt flyttar; 

- Barn och elever som är hemlösa. 

Huvudmannen borde förtydliga vad de anser bör genomsyra alla verksamheter för att få till 

stånd en kontinuitet från förskoleålder till gymnasieperioden. Huvudmannen borde också ta 

ställning till hur, i vilken omfattning och när detta övergångsarbete genomförs och följs upp 

och vem har ansvar för att detta sker.  

 

3.3 Review of international literature 

 Översyn av internationell litteratur 

In Skolverket (2014) several success factors are mentioned. It is important that preschools, 

schools and caregivers work together on a basis of trust. A good relationship between parents, 

pupils and schools enables a good and efficient transition. Skolverket (2014) acknowledges 

that cooperation is essential when children go to a new school. It is important that school 

boards guide and guard the routines for transition in children’s education. Documentation is 

very important for pupils in need of support, so they receive the right guidance and education. 

The main purpose of documentation in a transition is to give the receiving school or teacher 

information to meet the pupil’s needs (Skolverket, 2014).  

  In international literature, much has been written about the importance of a good 

transition from preschool to school for both children’s emotional wellbeing and their 

cognitive development (e.g. Athanasiou (2006), Fabian & Dunlop (2007), and Yeboah 

(2002)). From literature reviews, questionnaires for teachers and interviews with teachers it is 

known that many factors are seen as important for this transition. Pedagogical continuity, 

bridging between preschool and school, communication between everyone involved, sharing 

information, guidelines for the transition process, specific roles and responsibilities, dedicated 

personnel, interagency agreements and relationships are factors that are important for all 

children undergoing a transition (Athanasiou, 2006; Fabian & Dunlop, 2007; Rous, Myers, & 

Stricklin, 2007, & Yeboah, 2002). 
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 It is stated that a good and smooth transition is even more important for certain groups, 

such as pupils with special educational needs, children from lower socioeconomic families, 

and children from minority groups (Athanasiou, 2006). Pupils with special educational needs 

are in greater risk of experiencing problems in school because of the transition (Athanasiou, 

2006; Rose & Howley, 2007). Teachers reported that pupils with special educational needs 

might find it difficult to cope with the transition and adjust to the new setting (Sanders et al., 

2005). It can be extra hard for them to sit still, listen to the instructions, concentrate on a task, 

and to cope with the increased workload and reduced playtime.  

 Not only pupils can experience problems during a transition. If the receiving teacher is 

unfamiliar with the special needs of the transferring pupil, the receiving teacher might feel 

uncomfortable about the transfer of this pupil with special educational needs (Rose & 

Howley, 2007). The production of written pen portraits of a pupil, outlining the pupil’s needs, 

likes, dislikes and preferred learning style for the new staff will help the receiving teacher to 

meet the needs of the new pupil (Rose & Howley, 2007).  

 Many authors (see above) have written about what teachers and schools should do in 

order to provide a good transition. But few studies examined what the empirical influences of 

transition practices are on pupils’ academic and social development. Schulting, Malone, and 

Dodge (2005) examined whether transition practices have an effect on pupil’s school 

outcomes during kindergarten
10

. The results of 17,212 American pupils in kindergarten were 

used. Schulting et al. (2005) found that school-level transition practices predict academic 

achievement at the end of kindergarten. This means that the more transition practices the 

school used, the higher pupil’s academic outcomes were. Especially parents and pupils 

visiting the classroom prior to the beginning of the school year, had a significant effect on 

pupil’s achievements. These findings indicate that transition practices focused on parent-

initiated school involvement lead to higher results in kindergarten. The study of Schulting et 

al. (2005) supports the use of transition practices to ease the transition from preschool to 

kindergarten.  

 LoCasale-Crouch, Mashburn, Downer, and Pianta (2008) examined whether transition 

practices are associated with teachers’ perceptions of pupils’ academic and social-emotional 

competencies in kindergarten. Teachers’ perceptions about the development of 722 American 

pupils were used. LoCasale-Crouch et al. (2008) found a positive influence of greater 

numbers of transition practices on increasing social competencies and decreasing behavioral 

                                                           
10

 Kindergarten is for pupils in the age of 5 to 6 year. It can be compared with the Swedish förskoleklass.  
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problems. No influences on academic achievement (language skills and literacy) were found. 

This suggests that transition practices contribute to pupils’ adjustment to their new school 

environment but that transition practices have no significant influence on the development of 

pupils’ academic skills.  

 Finnish longitudinal research (Ahtola et al., 2011) examined the development of 

reading, writing and math skills of 398 pupils who moved from preschool to elementary 

school. Ahtola et al. (2011) report that the number of transition practices and the variety of 

transition practices predict pupils’ development. The more transition practices and the greater 

variety of practices are offered by the teacher, the more pupils’ academic skills develop. 

Especially passing on the pupil’s education plan or portfolio, composing curricula in co-

operation, concrete cooperation plans, and meeting with the future teacher contributed to 

enhanced skills. Ahtola et al. (2011) point out that parents and teachers are sometimes afraid  

for the ‘Pygmalion in the classroom’ effect
11

. But the results of Ahtola et al.’s (2011) study 

show that passing on information is useful, as long as the information is comprehensive and 

well documented. 

 

3.4 Practical tips for (pre)schools, teachers, heads of preschools, and principals 

 Praktiska tips för (för)skolor, lärare, förskolechefen och rektorer 

Preschools should cooperate with preschool classes, schools, and leisure-time centres 

(Skolverket, 2011a). It is the teacher’s responsibility to make this cooperation happen. In this 

cooperation, knowledge and experiences should be shared. The head of the preschool is 

responsible for developing forms of cooperation, and for the coordination of the cooperation. 

During transition, special attention should be given to pupils in need of special support. 

Several authors state that pupils with special needs are more vulnerable during transition than 

other pupils (Athanasiou, 2006; Rose & Howley, 2007; Sanders et al., 2005).  

 From empirical research it is known that the more transition practices school use, the 

higher pupil’s academic outcomes, the more their social competencies increased and the more 

their behavioral problems decreased. Especially visiting the new classroom, meeting with the 

future teacher, having a concrete plan for the cooperation between preschool and school, 

composing curricula together, and providing the pupil’s education plan or portfolio have a 

                                                           
11

 Rosenthal and Jacobsson (1968) presented an experiment in which they told teachers that from outcomes of a 

test, certain pupils were classified as ‘growth spurters’. Actually no test was done and pupils were at random 

assigned to the different classifications. Young pupils who were classified as ‘spurter’ showed a higher increase 

in academic abilities than pupils who were not classified as ‘spurters’. Rosenthal and Jacobsson assume that 

teachers behave in accordance with their expectations. The name ‘Pygmalion’ comes from a Greek myth.   
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positive influence (Ahtola et al., 2011; LoCasale-Crouch et al., 2008; Schulting et al., 2005). 

In all reviewed articles it is stated that a smooth transition and continuity in learning is 

important for the pupils. By making sure no information about the pupils will be lost during 

transition, the good work from preschools can be continued in schools. Schools can build on 

preschools knowledge about and experiences with the pupil. 

 

 What should preschools, schools, teachers, principals, and heads of preschools do to 

provide a good and smooth transition from preschool to school? The following practices 

should be included in the directives for transition: 

 Cooperate with everyone involved, make sure this cooperation is recorded in a 

concrete plan; 

 Let pupils visit the future classroom; 

 Let pupils meet their future teachers; 

 Compose curricula together
12

; 

 Pass through written information about the pupils, such as the development plan and 

portfolios. 

 Make sure to provide as many other transition practices as possible:  

o Include parents in transition practices; 

o Inform parents about the transition and transition practices; 

o Let parents visit the new school; 

o Let parents meet the new teacher before the transition; 

o Let parents join meetings between the current teacher and the new teacher; 

o Discuss the transition with pupils; 

o Provide information about the new school; 

o Make sure pupils move with at least one classmate or friend; 

o Current teachers can visit the new class/school; 

o New teachers can visit the current class/school; 

o New teachers should become familiar with the backgrounds of pupils, before 

transition. 

For pupils in need of special support, a few extra practices can help them to experience a 

smooth transition: 

                                                           
12

 The curricula in Sweden are already provided by the government, but teachers can discuss in what way they 

arrange education. A linkage between the teachers’ methods can smoothen the transition. 
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 Child specific preparation for the transition (it depends on the needs of the child what 

will work best); 

 Preschool and school should work together to prepare for and educate the pupil about 

the transition; 

 Timely and systematic planning of the transition; 

 Support for families to be actively involved in their child’s transition; 

 Produce written pen portraits about the pupil’s needs, likes, dislikes, and preferred 

learning style; 

 Provide a transition pack for the pupil, containing picture and details of the new class; 

 Establish a peer supporter who will assist the pupil through the period of transition; 

 Set up a meeting between the pupil and the new teachers in a familiar environment, for 

example the current classroom;  

 Provide services which promote and support the child in the new school setting. 

 

3.5 Further reading 

 Lästips 

- Nytt stödmaterial (november 2014) från Skolverket om hur övergånger kan främja en 
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Part 4: What can we learn from Finland? 

Del 4: Vad kan vi lära oss från Finland? 

 

4.1 How does the educational system in Finland work? 

 Hur fungerar Finlands skolsystem?  

Nowadays Finland is a big name in the educational field. Because of the high results of 

Finnish students, educators and researchers are interested in how the Finnish educational 

system works and why Finnish students achieve high results. This is the reason why there has 

been looked at how Finland works with newcomers in education. The Finnish school system 

will be outlined and the Finnish way of dealing with pupils in need of extra support will be 

described. The differences between the Swedish and Finnish school system are highlighted in 

order to understand how Upplands Väsby can learn from Finland. 

 

4.1.1 The Finnish school system 

  Det Finska skolsystemet 

In Finland, all children under the age of seven can attain early childhood education and care. 

Early childhood education and care has two main goals: the fulfilling of day care needs of 

children under school age, and the provision of early childhood education
13

. The 

municipalities are taking care of the early childhood education and care services, but there are 

also private early childhood settings. The content of preschools is guided by the National 

Curriculum on Early Childhood Education and Care (National Institute for Health and 

Welfare, 2003). In preschools, children from different ages are mixed in one group. In order 

to attend preschool a fee, which depends on family income, has to be paid. When children 

turn 6, they can go to preschool class. Preschool class is not obligated but almost all 6 year 

old children (98%) follow pre-primary education. 

  All children from 7 years old to 16 years old have to attend nine year obligatory 

primary education. Primary education is for free for everyone living in Finland. In Finland, 

there are almost no independent primary schools (Takala & Ahl, 2014). After completing 

compulsory basic education, pupils can go to general upper secondary education or upper 

secondary vocational education. The first national examination pupils take in their live is after 

                                                           
13

 In Finland the term early childhood education is used for preschool. The term pre-primary education is used 

for preschool class. With reference to the continuity in this report I will use the terms preschool and preschool 

class. 
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general upper secondary education (Finnish National Board of Education, 2012). For a 

schematic overview of the Finnish educational system, see Figure 9.  

  Education in Finland is seen as a public good and therefore education has a strong 

nation-building function. Some basic structures of the Finnish welfare state play an important 

role in providing all children the right conditions for starting a successful educational 

development at the age of 7. Everyone in Finland has access to preschools, voluntary free 

preschool class, extensive health services, and preventive assessment to identify possible 

learning and development problems before children start school. Finnish schools also provide 

free, healthy lunches for all.   

  During the first five year of primary education, no grade-based assessments are used. 

The Finnish educational system has not, like many other countries, been taken over by 

market-based competition and testing policies. Finnish education authorities and teachers do 

not believe that frequent external testing and stronger control would be beneficial to pupils’ 

development and learning. Early in Finland’s school reform, it was assumed that instruction is 

the key element in good education. Students learn from good instruction, not standard tests, 

assessments or alternative instructional programs. Testing is an important part of the Finnish 

educational system. Continuous assessment contributes to guidance and helps teachers and 

pupils shaping the learning process. Assessment is mostly used to evaluate the pupil’s 

developmental progress. The Fins are not using standardized tests for grading and evaluation 

of pupils learning (Sahlberg, 2011b). There are no national tests for pupils in primary 

education (Finnish National Board of Education, 2012). It is the teacher’s responsibility to 

determine pupils’ academic performance and social development. The teachers are seen as the 

best judges, not standardized tests (Sahlberg, 2011b). The grades in the certificate pupils 

receive when they graduate from primary education at the end of grade 9, are given by the 

teachers. Next to that, in Finland they never publish statistics that rank pupils or schools 

(Sabel, Saxenian, Miettinen, Kristensen, & Hautamäki, 2011). 

  PISA studies about reading show that Finland only has about 7% between-school 

variance, whereas the average between-school variance in other countries is about 42%. In 

Sweden there is about 20% between-school variance. The low between-school variance in 

Finland assumes that differences in pupil outcomes are not a result of the education they 

received but of personal differences between children. There is also only a little influence of 

parents’ socio-economic status on pupils’ academic learning (Sabel et al, 2011).  
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Figure 9. The Educational System in Finland (Finnish National Board of Education, 2012)  
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  Schools in Finland enjoy a large amount of autonomy. Curriculum planning and the 

development of teaching methods is the teachers’, schools’ and municipalities’ responsibility. 

The Finnish state only provides guidelines and necessary regulations for curriculum 

development. Most schools have developed their own curriculum, with the approval of the 

local educational authorities. Curriculums differ a lot from school to school (Sahlberg, 

2011a).  

  During the 1990s, the level of teacher professionalism in schools increased. At the 

same time the prevalence of effective teaching methods and pedagogical classroom designs 

also increased. A flexibility within the Finnish education system enables schools to learn from 

each other and thus to use the best practices by adopting innovative and effective approaches 

to organize education. The flexibility also encourages teachers and schools to continue to 

expand their knowledge and use of different teaching methods. This way they can 

individualize their teaching in order to meet the needs of all pupils (Sahlberg, 2011a).  

Efficiency is more important to good educational performance than the amount of money 

available (Sahlberg, 2011a). Money rarely is the solution to the problems in education 

systems. PISA data on the science scale show for example that in Finland a good educational 

performance has been attained with reasonable costs.     

  Research suggests that one of the reasons Finland’s education is so successful, is the 

excellence of the teachers and leaders. Becoming a primary school teacher is a very 

competitive process in Finland. Many high school students want to become a teacher, but only 

the best are allowed in teacher training programs. Only one out of ten students applying for a 

primary school teacher training program is accepted (Sahlberg, 2011b). Once the students are 

in the program, a five to seven year study program has to be fulfilled. Students learn about 

educational theories, research methodologies, and practice in school with high professional 

staff. 59% of the Finnish teachers think that being a teacher has a high status in society 

(Skolverket, 2014b). When a new teacher is employed in a school, he or she usually will work 

at that particular school during the rest of his/her career. The salary is not the main motive for 

becoming a teacher. In Finland, teachers earn as much as the average in other OECD 

countries. But, when the teacher’s experience increases, their salary will rise as well 

(Sahlberg, 2011a). 

  In comparing to other countries, Finnish teachers spend less of their working hours on 

teaching. Finnish teachers use their working hours for improving classroom practice and 

teaching methods, working with the community, and collaborating with colleagues (Sahlberg, 
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2011b). In Finland there is no formal teacher evaluation. Teachers give feedback to each other 

and they get feedback from the school’s principal.  

  Sahlberg (2011a) notes that there are three paradoxes in the Finnish educational system: 

1. Teach less, learn more; 

2. Test less, learn more; 

3. More equity through growing diversity.  

 

4.1.2 Support in Finnish preschools and school 

  Stöd i finska förskolor och skolor 

Early identification of learning difficulties and thereby early intervention are very important 

in the Finnish educational system. A network of child health clinics provides free assessment 

of the physical, mental and social development of babies and preschool pupils. At the age of 

2,5 years, children are tested for the emergence of cognitive problems. When the children go 

to school, teachers will be able to meet the needs of pupils on the basis of a rich battery of 

further tests (Sabel et al., 2011). Sabel et al. (2011) write that Finnish researchers have 

demonstrated that screening for developmental risks when children are at the age of 4 predicts 

academic and behavioral skills when they enter school. 

  In Finnish preschools, children with special needs are usually included in the 

mainstream early education and care (Heinämäki, 2008). Five percent of the children with 

special needs are placed in a group for special needs, 10% of the children with special needs 

are in an integrated group (several children with special needs and several other children), and 

85% of the children with special needs attend a mainstream group but receive additional 

instruction from a special need preschool teacher (Heinämäki, 2008). Every preschool, 

providing special support, should have a care and guidance plan which states how to give 

support, and how growth and learning can be monitored. 

  It is seen as important that special services are provided as soon as possible to support 

preschool children with special needs. The earlier children’s needs are detected and the earlier 

support can be provided, the more effective the support is for children, their families and the 

whole society. In several municipalities in Finland, there is a special preschool working team, 

who monitors the need for and the provision of special day care. This team cooperates and 

negotiates with different organizations in the development of special preschool services 

(OECD, 2000).    

  Children in need of special care and support must have a statement from a specialist or 

expert. This statement will provide information on the child’s areas to develop, needs of 
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support and rehabilitation, and the child’s strengths. The specialists/experts determine which 

child is in need of special care and support. About seven percent of the children in municipal 

preschools need special care and support (OECD, 2000). A personal plan is developed for all 

children in preschool. This personal plan contains a description of the pupil’s abilities, what 

level the pupil can reach, the objectives of education, a description of the organization of the 

education and support, and criteria for the pupil’s assessment (OECD, 2000).  

  In the individual planning in the preschool the discussions between parents and 

teachers are the main information source (Turunen, 2012). At least twice a year parents and 

teachers meet to discuss the child’s development and learning goals. Preschool are more 

strength-based and family oriented than preschool classes. 

  An essential element of Finnish primary schools is systematic attention to pupils with 

special educational needs. With early recognition of learning difficulties and social and 

behavioral problems, appropriate professional support can be provided to primary school 

pupils as early as possible. The aim of special educational services is to help and support 

students by giving them equal opportunities to complete school in accordance with their 

abilities and together with their peers. Possible learning and development deficits are 

diagnosed during early childhood development before children enter school. In the early years 

of primary school, intensive special support, mostly in reading, writing, and arithmetic, is 

offered to all children who have major or minor special needs. The proportion of pupils in 

special education in Finland in the early grades of primary school is relatively higher than in 

most other countries. Finland’s strategy is prevention, whereas most other countries use repair 

as their strategy.   

  The Finnish model for special support describes three different ways of special support 

(Honkasilta, Sandberg, Närhi, & Jahnukainen, 2014). The first way is general support in the 

classroom. The second way consists of remedial teaching. This is part-time special education 

in small groups led by special teachers. Most pupils attend those support groups temporary. 

Pupils in these support groups may have an individual learning plan. The third way consists of 

education in special schools and full-time separated support in mainstream schools. 

Transferring to this form of special education requires an official decision that is based on a 

statement by a psychological, medical, or social welfare professional. Parents have to be 

involved in the decision making. The school board decides about the pupil’s transfer, and it 

can be, in most cases, processed within a few months. In order to promote learning success, 

all pupils in special education have a personalized learning plan. Pupils with special needs 

may complete their education following the general curriculum or an adjusted curriculum. 
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   In the school year 2008-2009, almost one third of all pupils in primary education were 

enrolled in one form of special education. More than one fifth of the pupils in primary 

education were in part-time special education that focuses on speaking, reading, writing, 

mathematics or foreign languages (Takala & Ahl. 2014). Two thirds of those pupils receive 

short-term support in standard classroom settings. One third of those pupils have more severe 

behavioral or cognitive problems. They are diagnosed by a psychologist and are often 

grouped for instruction in special classes (Sabel et al., 2011). Eight percent of the pupils were 

permanently transferred to a special education group, class or school. Up to half of the pupils 

who complete compulsory education have been in special education, some point during their 

schooling (Sahlberg, 2011b).  

  Every school in Finland has a student welfare group. The student welfare group 

includes the principal, a psychologist, a school nurse, special education teachers, and 

sometimes someone from the social welfare administration (Sabel et al., 2011). Once a year 

the student welfare group reviews the performance of each class (sometimes each pupil). The 

student welfare group, together with the classroom teacher and a special teacher pay attention 

to the services according individual needs and when necessary calls in services from outside 

the school. As in Sweden, decision-making practices vary sometimes widely among 

municipalities. Pupils with the same needs may therefore sometimes be offered quite different 

services (Sabel et al., 2011). According to the Finnish educational act, children in need of 

extra support have the right to receive free assisting services, in order to participate in 

mainstream education. Assistants are hired in order to give pupils extra support. Assistants 

have different tasks but they all try to make education accessible and available for all different 

pupils (Takala, 2007). 

  In Finland, schools pay special attention to the transition from preschool to the first 

grade. The importance of the continuity between early childhood services, preschool class and 

primary education mentioned in the Finnish curriculum for pre-school education (Turunen, 

2012). The national core curriculum for pre-primary education (Finnish National Board of 

Education, 2010) states that extra care is taken of the transition from preschool to preschool 

class and from preschool class to primary education. Education should form an entity that 

allows consistency and continuity of a child’s academic and personal development. 

Familiarity and trust are important factors of continuity. One way to decrease discontinuities 

is to build on children’s existing knowledge and strengths and to respect and listen to parents 

and other educators. It is important that pupils receive continuing support during their 

education. During the spring, prior to the start in the first grade, children, parents, preschool 
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teachers and the new teachers meet. The focus of the transition is on handing over information 

about the child, including screening records and the child’s portfolio (Sabel et al., 2011). 

    

4.2 What are the biggest differences between Sweden and Finland? 

 Vilka är de största skillnaderna mellan Sverige och Finland? 

The focus in Finnish schools is very much on prevention. When Finnish children are 2,5 years 

old, they are tested for the emergence of cognitive problems. Teachers can adapt their 

education from the beginning to every individual child’s needs, because of those (and other) 

screening tests. In the early years of primary school, intensive extra support is offered to all 

children who have big or small problems with reading, writing, and mathematics (Sabel et al., 

2011). In general receive pupils in Finland more often extra support than in Sweden. The 

amount of special support and excluded educational settings is much higher in Finland than in 

Sweden (Takala & Ahl, 2014). In the school year 2008-2009, one third of all pupils in 

primary education were enrolled in some form of special education (Takala & Ahl, 2014). 

Fifty percent of all pupils have received extra support during their nine years of compulsory 

education (Sahlberg, 2011a). When compared to Sweden, special support in Finland is more 

often conducted in segregated settings. Finnish special teachers use more segregated ways of 

working with pupils, they teach for example more often in small groups in separated rooms 

(Takala & Ahl, 2014).  

  One other difference between education in Sweden and Finland is the use of tests in 

schools. In Sweden, standardized tests are used to judge about pupils level of learning. In 

Finland there are no grade-based assessments during the first five years of primary school, 

and no standardized tests are used until upper secondary education (gymnasium). In Finland 

teachers use tests to plan, shape, and evaluate pupils’ individual learning process (Sahlberg, 

2011b). This is called formative assessment
14

. Formative assessment promotes pupils’ 

lifelong learning (Centre for Educational Research and Innovation, 2008). 

  Another difference can be found in the teachers. Becoming a primary school teacher in 

Finland is a very competitive process (Sahlberg, 2011b), but in Sweden there is a lack of 

qualified teachers (Delin, 2014; Skolverket, 2014a). Finnish teachers have a higher status in 

society than Swedish teachers. 59% of the Finnish teachers believes that being a teacher gives 

them a high status in society, whereas 5% of the Swedish teachers has this opinion 

(Skolverket, 2014c). Finnish teachers usually work at one school during their whole career 

                                                           
14

 For more information about formative assessment, look for ´formativ bedömning´ på 

www.skolverket.se.   



75 
 

(Sahlberg, 2011a), whereas one third of all Swedish teachers would like to change jobs 

(Skolvärlden, 2014).  

       

4.3 What can we, in Upplands Väsby, learn from Finland? 

 Vad kan vi i Upplands Väsby lära oss från Finland? 

An educational system cannot just be replicated in another country or municipality. But some 

aspects of the Finnish educational system can be used to improve education in Upplands 

Väsby. During the first years of primary education in Finland, a lot of attention is paid to 

helping pupils develop their basic skills in reading, writing, and mathematics. In Finnish 

education they focus on prevention. By making sure all pupils develop the basics of reading, 

writing, and mathematics in the beginning of their school career, there is a lower chance that 

learning problems come up in the higher grades. In Finland they prevent by following 

children’s development from the beginning. Teachers know who is at risk of developing 

learning problems. As soon as a pupil shows a small delay in their development, extra 

attention is paid to this student in order to get him back on track as soon as possible. One way 

of making sure pupils in Upplands Väsby will get the chance to develop their basic skills from 

the beginning of their school career is to make sure the best teachers are teaching in the lower 

grades of primary school.  

In Finland tests are not often used for setting grades. They use tests in order to 

evaluate and plan pupils’ development. Assessment for learning (or formative assessment) is 

the process of looking for, and interpreting results that can be used by students and their 

teachers to determine where students are in their learning process, where they have to go, 

what their goal is) and how they can reach their goal (Assessment Reform Group, 2002). It is 

not so important to know what score a pupil has achieved. It is important to know how a pupil 

can continue in their learning. In Upplands Väsby kommun schools can start working with 

formative assessment, because from research in educational science it is known that formative 

assessment benefits learning (Skolverket, 2014b).  

 

4.4 Further reading 

 Lästips 

- En bok (på svenska) som är en omfattande förstahandsskildring av hur Finland under 

de senaste trettio åren har byggt upp ett utbildningssystem i världsklass. 

Sahlberg, P. (2012). Lärdomar från den finska skolan. Lund, Sweden: 

Studentlitteratur.  
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5.1 Appendix A 

Translation of the regulations for children with special educational needs in preschools 

In the Education Act (Skollagen 2010:800) there has been written about preschools’ 

obligations in working with children with special needs: 

 Children in preschool who because of physical, psychological or other reasons need 

special support in their development need to get the support that their needs requires 

(Skollagen 2010:800, 8 kap. 9§).  

 When  the preschool personnel, a child or the caregivers of a child discover that a 

child needs special support, the head of the preschool takes care of the support the 

child will receive (Skollagen 2010:800, 8 kap. 9§). 

 The child’s caregivers need to get the chance to participate in the decisions about the 

special support (Skollagen 2010:800, 8 kap. 9§). 

 The staff will have an ongoing conversation with the child’s caregivers about the 

child’s development. At least once per year preschools personnel and the child’s 

caregivers have a dialogue about the child’s development and learning (performance 

review). The preschool teacher has the responsibility for the dialogue (Skollagen 

2010:800, 8 kap. 11§). 

 

 

  



79 
 

5.2 Appendix B 

Translation of the guidelines for preschools, teachers, and head of preschools for 

working with special educational needs 

The definition Skolverket uses for children with special educational needs is in 1995 defined 

by The National Board of Health and Welfare (Lutz, 2013): 

Children with different degrees of functional disabilities, for example reduced mobility, 

developmental disorder, auditory or visually impaired, are a comparatively small part of 

all children in need of special support. A considerable large group constitutes of children 

who have more diffused and difficult to interpret problems. It may include children with 

different types of disabilities and developmental disorders with biological basis, such as 

concentration problems, perceptual motor problems, children with language- and 

speaking problems. It may also include children with emotional and/or psychosocial 

problems and children who are in distress (Socialstyrelsen, 1995, p.49). 

 

In the curriculum for the preschool (Lpfö 98) (Skolverket, 2011b) several guidelines are given 

for preschools, teachers and head of the preschools: 

 ‘Pedagogical activities should be related to the needs of all children in the preschool. 

Children who occasionally or on a more permanent basis need more support and 

stimulation than other should receive such support in relation to their needs and 

circumstances so that they are able to develop as well as possible.’ (Skolverket, 

2011a, p. 5)  

 ‘The work team should provide stimulation and special support to those children who 

experience difficulties of various kinds.’ (Skolverket, 2011a, p. 11) 

 ‘The head of the preschool … has specific responsibility for organizing the preschool 

so that children receive the special support, help and challenges they needs.’ 

(Skolverket, 2011a, p. 16) 

 

Skolverkets general advice about preschools (Skolverket, 2013) supports school boards, heads 

of the preschool, teachers, and work teams in their work with children in preschools. 

Concerning children in need of special support should the head of the preschool and the work 

team together: 

 Assess how the activities will be organized so that children with special needs receive 

the support their special needs require. 
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 Continually following up and evaluate whether the support is efficient and suitable. 

All children will get the stimulations they need in order to develop as long as possible 

from their own conditions. For a child with special needs is an overall good quality of 

preschools important. It is important that special support for the individual child will be as 

long as possible in the regular classroom. In order to make sure that the activities are 

adequate it is important to document what special support is planned, what the goal of the 

support is, who the responsibility has and what other activities are needed.  
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5.3 Appendix C 

Translation of the regulations for pupils with special educational needs in schools 

In the Education Act (Skollagen 2010:800) there has been written about pupils’ rights in 

school and schools’ obligations.  

What do schools have to do? 

 For pupils in preschool class, compulsory school, compulsory school for pupils with 

learning disabilities, Sami school, special schools, high school, and high school for 

pupils with learning disabilities, there should be student health care (elevhälsa). 

Student health care (elevhälsa) should exist of medical, psychological, psychosocial 

and special pedagogical supplies. Student health care has to support pupils’ 

development to the goals of education. (Skollagen 2010:800, 2 kap. 25§). 

 In order to provide medical, psychological, psychosocial and special pedagogical 

supplies, schools have to offer access to a school doctor, school nurse, psychologist 

and social worker. The school has to make sure that pupils have access to personnel 

who know how to provide special pedagogical supplies. (Skollagen 2010:800, 2 kap. 

25§). 

 All pupils will receive the stimulus they 

 Schools have to stimulate pupils in their academic and personal development. Pupils 

who easily achieve the goals need to be stimulated in order to further develop skills 

and knowledge (3 kap. 3 §). 

 Schools have to inform pupils’ caregivers about the pupils’ development (3 kap. 4§). 

 When, during the teaching, as a result of a test, after tasks from a teacher, noticed by 

other school personnel, pupils, caregivers, or in another way it is discovered that a 

pupil will not be able to accomplish the knowledge qualifications, the pupil quickly 

receives support through extra adaptions within the regular education (3 kap. 5§). 

 When, despite extra support
15

 within the regular education, it has been discovered or 

expected that a pupil will not be able to accomplish the knowledge qualifications, this 

will be reported to the principal (3 kap. 8§).  

 The principal makes sure that the pupil’s needs quickly will be investigated (3 kap. 

8§). 

                                                           
15

 A differentiation is made between extra support and special support. Extra support are small support activities 

which can easily be carried out by school staff. When a child needs special support, an action program needs to 

be developed.  
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 When an investigation points out that a pupil needs special support, this support will 

be provided (3 kap. 8§). 

 An action program (åtgärdsprogram) will be developed for pupils who will receive 

special support. In the action program the special support will be specified, and it will 

specify who is responsible for the follow up and evaluation. The principal makes 

decisions about the action programs (3 kap. 9§). 

 Pupils and parents should get the chance to participate in the development of the 

action program (3 kap. 9§). 

 Pupils have the right to get special support in a way so they can receive the 

educational goals (3 kap. 10§). 

 When a pupil receives special support this can be either individually or in another 

instruction group (3 kap. 11§). 

 When the special support cannot be adequate adapted to the pupil’s needs, it can be 

decided to develop a personal time plan (anpassad studiegång) with personal goals for 

the pupil. It is the principals responsibility to make sure that the pupil receives an 

education that is as much as possible comparable with mainstream education (3 kap. 

12§). 

 At least once every semester teachers, pupils and pupils’ caregivers will have a 

performance review about how the academic and social development can be best 

supported (10 kap. 12§). 

 In grade 1 to 5, once a year teachers have to write a development plan for every pupil. 

In this development plan they write their judgment about the pupil’s academic 

development, summarize what is needed so the pupil achieves all educational goals 

(10 kap. 13§). 

 

What is the role of the municipality? 

 Pupils who have developmental disorder and can therefore not reach the goals for 

primary education can go to schools for pupils with learning disabilities 

(grundsärskolan). It is the municipality who makes decisions about the placement of 

pupils in schools for pupils with learning disabilities (7 kap. 5§). 

 When someone who works within the school environment notices that a child does not 

belong in a school for pupils with learning disabilities, he/she to inform the principal. 

The principal can report this to the municipality. The municipality investigates the 
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issue, makes a decision about the best education for the pupil, and makes sure the 

pupil receives the right education (7 kap. 5a§ and 5b§). 
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5.4 Appendix D 

Translation of the guidelines for schools, teachers, and principals for working with 

special educational needs in schools 

The definition Skolverket uses for children with special educational needs is in 1995 defined 

by The National Board of Health and Welfare (Lutz, 2013): 

Children with different degrees of functional disabilities, for example reduced mobility, 

developmental disorder, auditory or visually impaired, are a comparatively small part of 

all children in need of special support. A considerable large group constitutes of children 

who have more diffused and difficult to interpret problems. It may include children with 

different types of disabilities and developmental disorders with biological basis, such as 

concentration problems, perceptual motor problems, children with language- and 

speaking problems. It may also include children with emotional and/or psychosocial 

problems and children who are in distress (Socialstyrselsen, 1995, p.49). 

 

In the curriculum for the compulsory school, preschool class and the recreation centre (Lgr11) 

(Skolverket, 2011c) several guidelines are given for schools, teachers, and principals about 

how to support pupil’s learning: 

‘All who work in the school should be observant of and support pupils in need of 

special support.’ (Skolverket, 2011c, p.16) 

‘Teachers should take into account each individual’s needs, circumstances, 

experiences and thinking.’ (Skolverket, 2011c, p. 16) 

‘Teachers should stimulate, guide and give special support to pupils that have 

difficulties.’ (Skolverket, 2011c, p.16) 

‘Teachers should through development dialogues and personal development plans 

further the pupils’ knowledge and social development.’ (Skolverket, 2011c, p. 19) 

‘The head teacher … has special responsibility for ensuring that the teaching and 

health services for pupils are organized so that pupils receive the special support and 

help they need.’ (Skolverket, 2011c, p. 20) 

‘The head teacher … has special responsibility for ensuring that contacts are 

established between the school and the home in the event the pupil experiences 

problems and difficulties at school.’ (Skolverket, 2011c, p. 20) 

 

In Skolverkets (2014a) general advice about teaching with extra adaptions, special support 

and action programs (Skolverkets allmänna råd med kommentarer – Arbete med extra 
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anpassningar, särskilt stöd och åtgärdsprogram) is given. The general advice is developed in 

order to support teachers, principals, school boards, and other personnel in working with 

special support and action plans. In the general advice, the tasks of the school board 

(huvudman), principals (rektorer), teachers and other school staff are described. 

Prerequisites for the work: 

 The school board should, on a regular basis, make sure that the principals have enough 

resources to conduct extra adaptions and provide extra support. The school board 

should also construct routines to investigate whether extra adaptions and special 

support function accurately and, if necessary, undertake action; 

 Principals should make sure that there are enough resources to make extra adaptions 

and provide special support, and to redistribute resources if necessary. Principals 

should create routines in order to conduct high quality action programs and special 

support; 

The school boards and the principals have the general responsibility for schools. It is 

important that the school boards have control over the situations in the school and 

therefore it is important that they have dialogues with principals. Only when the school 

board knows what schools need, they can provide the right resources. It is the principal’s 

responsibility to create conditions for teachers and other school personnel to work with 

extra adaptions and special support.  

Recognizing the needs for support and the work with extra adaptions: 

 Principals should make sure that the competence of the student health care is used to 

provide extra adaptions in an early stage, partly for the needs of the pupil and partly as 

support for teachers and other school staff. Principals should create routines in order to 

be early informed by a teacher, other school staff, pupils, and pupils’ caregivers if a 

pupil is in need of extra support.  

 Teachers and other school staff should recognize signs when a pupil can be in need of 

extra adaptions. They should identify the pupil’s needs and quickly start with the extra 

adaptions. Teachers and other schools staff should also be able to recognize pupils 

who are in need of more support. This should be reported to the principal as fast as 

possible. Teachers and other school staff should inform and cooperate with the parents 

as fast as possible.  

Extra adaptions are small support activities which can easily be presented by the teachers 

or other school staff. Examples of extra adaptions are planning and structuring a school 
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day in a schedule, providing extra clear explanations, extra help before the pupil starts 

with an assignment, support in understanding texts or reading instruction. Special study 

material or special equipment, such as tools for understanding time and being punctual or 

adapted software are usually also seen as extra adaptions. Short term special help from a 

special teacher can also be seen as an extra adaption (Skolverket, 2014a). 

Investigate the need of special support: 

 Principals should create routines to make sure that the needs of pupils in need of 

special support are investigated. He/she also should decide who is responsible for this 

investigation, how the investigation is done, how the investigation will be 

documented, and how the cooperation with student health care should be. Principals 

should strive to find solutions if the cooperation between caregivers and the 

investigation is hard.  

 The investigator maps and documents the pupil’s school situation at individual, group, 

and school level. A pedagogical assessment will show whether a pupil is in need of 

special support and what the special support should be. 

In order carefully investigate a pupil’s needs, all the members of the student health care 

(school doctor, school nurse, psychologist and social worker) should be involved. If a 

special investigation is needed, an extern specialist can engage (e.g. speech specialist). 

Only a medical or psychological diagnosis is not enough to prove that a pupil has special 

needs and it thus not enough to provide special support.  

 The mapping of the school situation should be done at three levels. At the individual level 

it might be, among other things, interesting to use teachers’ observations of the pupil in 

different situations, what extra adaptions already were made, caregivers’ observations, the 

written development plan, grades etc. At the group level the pedagogical methods, 

functioning of the class and the organization of the pupil’s learning environment can be 

reported. At the school level it might be interesting to write about the way the school 

divides resources.  

Development of an action program: 

 The principal should create routines for the development, documentation and decision 

making of the action program and make sure that a pupil only has one action program. 

The principal should make sure that a decision about following education in a special 

educational group (särskilt undervisningsgrupp), special education or an adjusted 

study program (anpassad studiegång) does not implicate more courses than necessary. 
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The principal should strive for finding solutions when the cooperation with caregivers 

is hard. 

 The person that develops the action program should start from the pedagogical 

judgment about the needs of the pupil, which contains concrete and useful adjustments 

for working with the special support. It should be mentioned who is responsibility for 

which actions.  

Pupils and their caregivers should be involved in the development of the action program. 

Pupils have a good view on their own school situation and their opinions about the action 

program are important for making the action program a success. When a pupil, the 

caregivers and/or the school have different opinions about the action program, it is the 

principal’s responsibility to make the parties cooperate.   
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5.5 Appendix E 

List of influences on achievement 

 

Hatties list of 46 influences on student achievement (Hattie, 2005, p. 401).  
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5.6 Appendix F 

Translation of the regulations about the transition from preschool to school 

In the most recent Education Act (Skollagen 2010:800) nothing specific has been written 

about the transition from preschool to school. However, the rules about professional secrecy 

(14§ 29 kap. Skollagen, 2010) are important in the transition from preschool to school. In 

public schools, school doctors, school nurses, counselors/social workers (kurator), and 

psychologists work under a strong confidentiality (sekretess). This means that they are not 

allowed to disclose information about a pupil if it is not clear that the pupil or the family is not 

going to suffer because of the information. Special pupil support activities are under a weak 

confidentiality. Confidentiality is only needed when someone can assume that the pupil or a 

relative are going to suffer because of the information (Skolverket, 2012). Information can 

only be passed on if the caregivers give permission, if authorities need the information in 

order to fulfill their tasks, and if a law or regulation requires it (Skolverket, 2014). In 

independent schools the school doctor and school nurse work under a strong confidentiality. 

All other personnel in independent schools work with professional secrecy (tystnadsplikt) 

(Skolverket, 2012). Professional secrecy means that that it is forbidden to pass on information 

that is seen as special protected (Skolverket, 2014).  
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5.7 Appendix G 

Translation of the guidelines for preschools, schools, teachers, heads of preschools and 

principals 

In order to support the future development of all pupils, one of the goals for preschools is to 

cooperate with preschool classes, schools and leisure-time centers (Skolverket, 2011a). In the 

transition from preschool to school, special attention should be given to children with special 

needs. In the curriculum for the preschool (Lpfö 98) several guidelines about the transition 

from preschool to school are given: 

‘Preschool teachers are responsible for ensuring that cooperation takes place with the 

staff of the preschool class, the school and the leisure-time centre in order to support 

the child’s transition to these forms.’ (Skolverket, 2011a, p. 14)
 

‘The work team should exchange knowledge and experience with the staff of the 

preschool class, the school and leisure-time centre and cooperate with them, and 

together with staff in the preschool class, the school and leisure-time centre, pay due 

attention to each child’s need for stimulation and support.’ (Skolverket, 2011a, p. 14) 

‘The head of the preschool … has specific responsibility for: developing forms of 

cooperation with the preschool class, the school and the leisure-time centra, and that 

coordination takes place to create conditions for a shared view, in close and trusting 

cooperation.’ (Skolverket, 2011a, p.16) 

 

In the curriculum for the compulsory school, preschool class and the recreation center (Lgr11) 

(Skolverket, 2011c) several guidelines are given for schools, teachers, and principals about 

how to deal with the transition from preschool to compulsory school: 

‘Reciprocal exchange between the pedagogical approaches of the preschool class, the 

school and the recreation center can together help to enrich the pupils’ development 

and learning.’ (Skolverket, 2011c, p. 12) 

‘Forms of co-operation between the preschool class, the school and recreation centers 

should be developed in order to enrich each pupil’s all-round development and 

learning. To support the development and learning of the pupils from a long-term 

perspective, the school should also endeavor to work closely in confidential 

cooperation with the preschool, as well as the upper secondary education that pupils 

will later attend.’ (Skolverket, 2011c, p. 18) 

‘The head teacher … has special responsibility for ensuring that: forms of cooperation 

are developed between the preschool class, the school and the recreation centres in 
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order to support each pupil’s all round development and learning.’ (Skolverket, 

2011c, p. 20) 

‘The head teacher … has special responsibility for ensuring that: cooperation is 

established with the preschool to create the conditions for a shared view, and close 

and confidential cooperation.’ (Skolverket, 2011c, p. 20) 

 

In November 2014, a report from Skolverket about the transitions between and within schools 

was published. Skolverket (2014) writes that transitions from one school to a new school are 

an important experience for all children and pupils. One problem that is noticed is that 

important pedagogical information might be lost for children and pupils with special needs, in 

the transition between and within schools. It is important that schools’ documentation has a 

high professional level so that caregivers can be positive about it handing over to the new 

school.  

Children and groups of pupils who need special attention in the transition are (Skolverket, 

2014): 

- Children and pupils who need extra adaptions or special support; 

- Children and pupils who are placed in social care; 

- Newcomers and hidden and unaccompanied children and pupils; 

- Pupils in schools for pupils with learning disabilities; 

- Pupils in special schools; 

- Children and pupils who need education in a hospital; 

- Gifted children and pupils; 

- Children and pupils who have protected personal information; 

- Children and pupils who have families who systematically move; 

- Children and pupils who are homeless. 

The school board should make explicit what they see as important for all actors involved to 

make sure there is continuity in education from preschool to upper secondary school. The 

school board should also make clear how, in what extent, when they are going to follow up 

the transition work, and who has the responsibility for doing this.   

 

 

 

 


