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ABSTRACT 

This study explored the training and professional 

practice of school psychologists in Sweden. A survey of 

Swedish school psychologists was conducted with data 

gathered by means of a questionnaire, the Swedish School 

Psychology Questionnaire (SSPQ). Data analyses focused on 

the demographic characteristics, training, and professional 

practices of Swedish school psychologists. An analysis of 

the differences between training and professional practice, 

and a discussion of professionalization and professional 

attitudes of Swedish school psychologists, were also 

included. 

Survey findings indicated that there was no special 

training for school psychologists, and that the majority of 

school psychologists had the equivalent of a master's level 

degree in psychology. Rankings of the importance of various 

role functions during training and professional practice 

were also compiled. With few exceptions, ~ test analyses 

indicated significant differences in the relative importance 

of these role functions during training and practice. An 

analysis of the correlations between school psychologists' 

rankings of the more global role functions of assessment, 

treatment, consultation, organizational development, and 

research during their respective training, professional 

practice, ideal job, and perceived level of competence, 

reveal weak relationships between these four conditions, 
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with the lowest correlation being between training and 

current job. 

Attitudes of professional autonomy, as well as findings 

on training, practice, and professional memberships and 

journal sUbscriptions suggest that Swedish school 

psychologists meet the criteria of a professional. Analysis 

of one year and five year career plans indicated that 

although most school respondents see themselves working as a 

school psychologist in the short term, only 45% anticipated 

working as a school psychologist in five years, with the 

majority of those leaving the field indicating that they 

intend to seek employment as a psychologist in a non-school 

setting. 

The results were discussed in relation to studies of 

school psychologists in other countries, particularly the 

United States. Limitations of the present study were 

discussed, as were topics for future research. 
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CHAPTER 1 

INTRODUCTION 

The study of school psychology as a profession is of 

interest to those individuals whose scholarly pursuits focus 

on issues and trends in the field of psychology, as well as 

to those persons interested in tracking the evolution of 

various specialty areas within the American Psychological 

Association (APA). Although most of the research in this 

area has focused on the emergence of school psychology as a 

profession and has focused on American school psychology, 

there has been increasing recognition of the importance of 

studying school psychology's relative status in other 

countries (see, for example, Ardila, 1982; Berlyne, 1968; 

Kaplan & Kaplan, 1985; Rosenzweig, 1984; Russell, 1984; 

Sexton & Misiak, 1976; Triandis, & Brislin, 1984). In fact, 

a survey of the literature on this topic reveals a 

relatively large number of published articles within the 

past 10 years that discuss school psychology in other 

countries (e.g., Barclay & WuTien, 1986; Berg, 1985; 

Catterall, 1976, 1977, 1979, 1982; Chamberlain, 1985; 

Guillemard, 1984, 1985; Leyssner & Steinhausen, 1986; 

Meazini, 1985; Nikolopoulou, 1986; Solheim, 1984; Spelling, 

1985; Wechsler & Gomes, 1986; etc.). 

In the United States, the history of school psychology 

can be traced to the work of early psychologists who worked 

with school aged children and youth, as well as to the 
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increasing need on the part of school administrators for the 

development of educational evaluation methods and 

programming for children (e.g., see, for example, Bardon & 

Bennett, 1974; Bergan, 1985; Fagan, 1986; McGloughlin, 1985; 

Ramage, 1986; Reynolds, Gutkin, Elliot, & Witt, 1984). 

Within the field of psychology, official recognition of 

school psychology as an APA separate specialty area did not 

come about until 1946, with the creation of the Division of 

School Psychology (Division 16) of the American 

Psychological Association (Doll, 1946). Reports suggest, 

however, that school psychology was not universally accepted 

within the APA as a legitimate specialty area. For example, 

Newland (1981) noted that "[m]any members of Division 16 

strongly believed that the APA did not give sufficient 

recognition to their division there was great difficulty 

in getting Fellow status for its members" (p. 7). 

Questions as to what constitutes school psychology and 

whether it is a legitimate specialty area have continued to 

be raised even in recent years (e.g., Bardon, 1982, 1989a, 

1989b; Bardon & Bennett, 1974), and several conferences have 

been convened with the intention of providing a more 

specific and unified definition of the field (see, for 

example, Cutts, 1955, for a summary of the 1954 Thayer 

Conference, and Farling & Anger, 1979, for a discussion of 

the 1968 National Invitational Conference on School 

Ps~chologists --- which led to the creation, in 1969, of the 
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National Association of School Psychologists (NASP); 

Ysseldyke, 1982, for a review of the 1980 Spring Hill 

Symposium; and Alpert, 1982, for a review of the 1981 

Olympia Conference). Newland (1981), in an informal survey 

of 10 pages of the 1978 membership directory of APA, noted 

that many people who function as school psychologists do not 

belong to Division 16. Additionally, the requirement by the 

American Psychological Association of doctoral training in 

psychology as the minimum for professional practice (Korman, 

1974) has effectively disenfranchised from APA those school 

psychologists who received subdoctoral level training. 

Masters level school psychologists are professionally 

represented by the National Association of School 

Psychologists (NASP), but the effect of having two 

professional organizations representing school psychology 

has been to create two school psychologies instead of one 

(Bardon, 1982). Brown (1989) has recently argued that 

within the next ten years the doctorate will be required for 

entry into the field for both the American Psychological 

Association and the National Association of School 

Psychologists, and cautions that great care need be 

exercised to prevent the disenfranchisement of subdoctoral 

level school psychologists. Moreover, the presence of 

different state boards responsible for the licensure and/or 

certification of psychologists and school psychologists 

further com~licates the issue (e.g., Pryzwansky, 1982; 
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Pryzwansky & Wendt, 1987; Stigall, 1981; Wendt & Tucker, 

1983). Efforts by NASP that have led to the establishment 

of a national school psychologist examination, one of the 

specialty area examinations offered for people in education 

by the Educational Testing Service (Batsche, Knoff, & 

Peterson, 1989). This examination stands in contrast to the 

already established psychology licensure examination, and 

further adds to the possibility that there may be two school 

psychologies (Bardon, 1989a). Of related interest is the 

call for the unification of specialty areas into the broad 

area of psychology (e.g., Matarazzo, 1987), or at least the 

removal of the barriers between psychology specialty areas 

involved in the provision of human services (e.g., Levy, 

1984; 1986). 

Issues associated with defining school psychology are 

integrally tied to difficulties in determining what school 

psychologists do/should be doing. Within the United States, 

many explanations have been proposed to account for the 

plethora of roles suggested for, and ascribed to, school 

psychologists. These include: (1) historical differences in 

the origins of school psychology in different parts of the 

country (e.g., Brown, 1982; Mason & Remer, 1979; Slater, 

1980); (2) competing demands placed on the school system by 

the external environment (e.g., Archer, 1979; Bowles & 

Gintis, 1976; Katz, 1968, 1981; Landes & Solman, 1972; 

Mercer & Richardson, .1975; Rowan, 1982) or demand arising 
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within the school system because of its unique history and 

organizational form (e.g., Corwin, 1970; Kelsall & Kelsall, 

1969 (3) changes in emphases between training and practice 

of school psychology (e.g., Barbanel & Hoffenberg-Rutman, 

1974; Carroll, Bretzing & Harris, 1981; Meacham & Peckham, 

1978; Ramage, 1979; Shapira, Meacham, & Peckham, 1977); and, 

(4) conflicting role expectations of the school psychologist 

by parents, teachers, administrative personnel, etc. (e.g., 

Baker, 1965; Gerken & Landau, 1979; Gilmore & Chandy, 1973a, 

1973b; Hartshorne & Johnson, 1985; Kaplan, Clancy, & Chrin, 

1977; Kirschner, 1971; Violato, Rattan, Gornall, & Perks, 

1981; Ysseldyke, 1978). Recent articles and books detailing 

the work of school psychologists in non-school settings 

(see, for example, D'Amato & Dean, 1989) further complicate 

our understanding of the distinction between school 

psychology and other specialty areas within the American 

Psychological Association. 

While there are many unanswered questions regarding the 

practice of school psychology in the United States, we know 

even less about the practice of school psychology in other 

countries (Catterall, 1982). Indeed, Saigh and Oakland 

(1987), have noted that "little information is to be found 

on school psychology among the world's 127 most populated 

countries and territories ... but much of it is unreliable, 

incomplete, and not readily accessible" (p.205). The 

literature on school psychology in other countries strongly 
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suggests that there are no internationally agreed upon role 

definitions of school psychologists (e.g., Ziv, 1974). 

Among those factors accounting for at least some of the 

differences in the conceptualization of school psychology in 

various countries are: (a) its shorter history of 

professional practice relative to other professions; (b) the 

diversity in background and level of training of school 

psychologists both within and across nations; and (c) the 

lack of cultural recognition and support for the work of 

school psychologists (Guillemard, 1984, 1985). 

Purpose of the Present Study 

The present study was designed to expand our knowledge 

of school psychology in Sweden. Specifically, this study 

profiles the demographic characteristics, training, actual 

roles, ideal roles of Swedish school psychologists, compares 

their training and professional practice, and presents an 

analysis of their professionalization and professional 

attitudes. A discussion of the cultural context of Swedish 

school psychology, focusing on the Swedish school system and 

the history of school psychology in Sweden, is included so 

that Swedish school psychology can be understood within its 

cultural context. Whenever possible, a comparison with the 

training and practice of American school psychologists will 

be undertaken. 

Sweden was chosen as the site for this research because 

of the country's history of providing psychological services 
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in the schools and because of the receptivity of educational 

administrators and related personnel to the feasibility of 

conducting this research in that country. Because of the 

paucity of research findings about the nature of school 

psychology in various countries other than the United 

States, no formal hypotheses were made prior to data 

collection. Based on studies of American school 

psychologists, however, we would expect to find differences 

between the roles for which Swedish school psychologists 

were trained versus the roles in which they currently 

pract.ice. In addition, while no formal empirical 

comparisons between Swedish and American school 

psychologists were made, the resultant data allow one to 

make some inferences regarding the practice of school 

psychology in Sweden versus the United States. Although it 

is recognized that each country is unique, and that only 

Swedish school psychologists were directly queried in this 

study, such an international focus will help identify 

components of school psychology training and practice that 

may be international in scope. 

It is hoped that the findings of this study will broaden 

our knowledge about Swedish school psychologists and the 

practice of school psychology in Sweden, and suggest 

possible universal systems of school psychology that 

underlie the practice of school psychology from an 

international perspective. This international focus takes 
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on added significance given the increased interaction among 

professionals from different countries (e.g., through the 

International School Psychology Association), as well as 

providing possible avenues for greater international 

understanding. 

18 



CHAPTER 2 

SCHOOL PSYCHOLOGY AND THE SWEDISH SCHOOL SYSTEM 

Swedish school psychologists are psychologists who have 

been trained to work in a variety of psychological settings 

but happen to be employed in the schools. Because there is 

no specialized training for psychologists who work in the 

Swedish school system, an understanding of (1) their role 

vis-a-vis the Swedish school system and (2) the overall 

philosophy and structure of the Swedish educational system, 

is integral to an understanding of the work of the Swedish 

school psychologist. This chapter will therefore review the 

history of psychology in Swedish schools, as well as provide 

an overall review of the educational system in Sweden. The 

present discussion focuses on education in the compulsory 

and upper secondary school --- settings that are the primary 

areas in which school psychologists are employed (Swedish 

National Board of Education, 1982, 1985). Since 

psychologists, however, may also be employed in preschool, 

adult, and special education program settings, a brief 

discussion of the role of school psychology in these latter 

programs, will also be presented. 

The National Context of Swedish Schools 

Sweden is a country roughly the size of California, with 

a sparsely populated forest region in the north and more 

densely populated agrarian and industrial regions in the 

south. The metropolitan areas of three major Swedish 
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cities, Stockholm, Gothenburg, and Malmo, are home to 

approximately 40 percent of the Swedish population of 

8,325,000, with approximately 80 percent of the population 

living in urban areas (Statistika Centralbyran, 1989). Over 

the last hundred years Sweden has been transformed from an 

agrarian to an industrial nation (Andersson & Weibull, 

1985) . 

Politically, Sweden can be considered a very stable 

country. The Social Democrats have held power for most of 

this decade (Hamber & Wallin, 1984). In terms of economic 

development, Sweden, like many other Western industrialized 

countries, underwent a period of rapid economic growth after 

the second world war. During this time the standard of 

living rose quite significantly, and the state took on the 

responsibility of providing all citizens with a host of 

economic, educational and insurance benefits. This period 

of economic growth slowed during the 1970's. 

Culturally, Sweden has been described as a relatively 

homogeneous society (Hamber & Wallin, 1984). Hamber and 

Wallin (1984) note that prior to the 1970's most Swedes were 

unilingual and that economic and cultural differences 

between classes, while evident, were not problematic. 

However, Sweden had a large influx of immigrants during the 

1960's and 1970's. Current estimates are that lout of every 

8 to ten people in Sweden was born outside of Sweden (Hamber 

& Wallin, 1984), and the country has moved from a uniform to 
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pluralistic society with increasing political polarization. 

History of Psychological Services in Swedish Schools 

The concept of psychological services as part of the 

school system in Sweden can be traced to the period of 

general educational reform and reorganization that occurred 

following the end of World War II. The report of the School 

Commission of 1946 discussed the use of psychological 

services in the schools, suggesting that psychologists 

should provide diagnostic and consultative services that 

focused on school readiness, mental deficiency, and testing 

and emotional problems in children (Mellden, 1977). 

Psychologists were first hired in local community 

schools Sweden in 1950, and their tasks were primarily 

diagnostic in nature (Mellden, 1977). At the federal (i.e., 

national) level, a psychologist was first appointed to the 

National Board of Education in 1953. By 1957, the report of 

the School Commission included a more broadened picture of 

the use of psychological services in the schools, suggesting 

that while diagnosis was the primary focus of school 

psychologists, attention should also be directed to 

prevention and to providing services to all school children 

rather than to select groups of children (Swedish National 

Board of Education, 1982). 

During the mid-1950's, the role of psychology in the 

schools continued to expand at both the federal and county 

level, and in 1958 two line positions were established and 
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filled in the Pupil Welfare Bureau of the National Board of 

Education. Moreover, in 1972, a school psychology position 

was added to the staff of each County Board of Education. 

The psychologists filling these positions also served as 

contact persons for the different school psychologists 

employed within each local school district within the county 

(Mellden, 1977). 

In 1974 the National Board of Education, as part of its 

ongoing responsibility of reviewing the educational goals 

and various programs within the Swedish Educational system, 

appointed a broadly-based working group to review the goals, 

objectives, and overall functions of psychology in the 

schools (Swedish National Board of Education, 1982). The 

group issued its report in 1977, and maintained that at that 

time school psychologists should provide services in three 

major areas: therapy, instruction, and organizational 

development (Swedish National Board of Education, 1982). 

In 1982 the National Board of Education was reorganized, 

with the reorganization focusing on the decentralization of 

educational planning and responsibilities at both the 

federal and county levels. One consequence of this 

reorganization was that separate school psychology positions 

on both the national and county boards of education were 

eliminated. Under this new system, school psychology, as 

well as school social work and school health services, was 

conceptualized as being under the direction of the county 
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Offices of Pupil Welfare. As a consequence, national and 

county boards of education lost the school psychologist(s) 

on their staff, or had the duties of their school 

psychologists cut in order for them to function as part of 

the more general pupil welfare personnel program (Swedish 

National Board of Education, 1982). This system has changed 

little since 1982, with school psychology positions not 

being mandated at the national level, and existing only as 

long as the politically elected local education authority 

(LEA) maintains that school psychologists are necessary in 

the local schools (Stenholm, 1984). 

Data on the distribution of school psychologists across 

Sweden suggests that the great majority of LEA's employ 

school psychologists. In fact, a 1975 report (Mellden, 

1977) indicated that there were nearly 500 school 

psychologists working approximately 400 full time jobs. At 

that time the average caseload was believed to be about 3000 

students per psychologist, with a range of between 2000 and 

11000 students (Mellden, 1977). A 1981 report (Swedish 

National Board of Education 1982) indicated that 227 

municipalities employed at least one school psychologist, 

while 52 municipalities did not have a school psychologist 

on their staff. At that time there were 717 school 

psychologists occupying 529 full time appointments. Of the 

529 appointments, 476 were in compulsory schools (i.e., 

schools educating children from six to 15 years-of-age), 23 
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were upper secondary school appointments, and 30 

appointments were in other areas. The average number of 

pupils per school psychologist was reported to be 2136, with 

the number of students varying greatly between 

municipalities (Swedish National Board of Education, 1982). 

A review of the National Board of Education's role in 

terms of psychology in the schools suggests that psychology 

is seen as a potentially helpful but not essential 

discipline in terms of pupil education and school 

administration (Swedish National Board of Education, 1982). 

While teacher's salaries are determined by and partially 

financed by the federal government, psychologist s~laries 

are determined by the LEA. Working conditions and level of 

training and qualifications of different types of teachers 

are determined by the state as well (Swedish National Board 

of Education, 1985). In contrast, the qualifications and 

working conditions of school psychologists are determined by 

the LEA, resulting in variability in the salary, training, 

and working conditions of school psychologists between 

various LEA's across the country. The average school 

psychologist was seen as having to work with 270 teachers in 

17 different schools -- with the greatest distance between 

schools being 30 kilometers (approximately 18 miles; Swedish 

National Board of Education, 1982). 

Most school psychologists come under the direction of 

the Chief Education Officer, or school director, for the 
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LEA. In larger communities, where there may be several 

school psychologists employed in the school district, a 

chief psychologist is usually appointed as an administrator 

of district psychological services. 

With respect to ethical practices in the delivery of 

school psychological services, the regulation of such 

practices is viewed as lying within the individual 

psychologist. The Swedish Society of Psychologist~, the 

professional association of nationally registered 

psychologists, has developed a code of ethics and standards 

of conduct, and members are expected to follow the stated 

guidelines. A special disciplinary board monitors 

individual compliance with these guidelines (Mellden, 1977). 

It should be mentioned, however, that not all school 

psychologists are nationally registered psychologists. 

The Training of School Psychologists in Sweden 

In contrast to training programs in the United States, 

there are no specific school psychology training programs in 

Sweden. Swedish school psychologists receive generic 

training as psychologists, and are considered school 

psychologists by virtue of their job location. They receive 

no special coursework in school or educational psychology, 

apart from classes offered as a component of the usual 

psychology degree program consisting of coursework (or more 

specif~cally, points) in psychology, pedagogy and sociology 

(Mellden, 1977; Swedish National Board of Education, 1982). 
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To become an independent psychologist the student must 

graduate from a five year, master's-equivalent level, 

university program in psychology. Within this program, an 

interest in school psychology can be expressed in the choice 

of a school as the site for practicum experience, and in the 

choice of research paper and/or theses topics. Students 

interested in pursuing a research career in psychology may 

continue in a Ph.D. program that focuses on research in the 

application of psychological science in the schools (Swedish 

National Board of Education, 1982). 

Prior to the reorganization of university level 

psychology programs in the 1970's, students could complete a 

three year undergraduate program in psychology --- resulting 

in their becoming a Group B or assistant psychologist. An 

additional two year advanced program in psychology, leading 

to a master's-equivalent degree, resulted in the student 

becoming a Group A or independent psychologist (Mellden, 

1977). At present, there is no undergraduate or Group B 

training available in psychology, and all students graduate 

with the Swedish equivalent of the American master's degree. 

Independent psychologists (master's equivalent level 

psychologists) are eligible for state registration by 

completing a one year supervised internship under the 

direction of a registered psychologist supervisor (i.e., a 

registered psychologist who has had additional coursework 

and is registered as an internship supervisor). Individuals 
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with an interest in school psychology may choose to complete 

this internship in a school setting under appropriate 

supervision (Swedish National Board of Education, 1982). 

Additional training for school psychologists is 

available primarily through two main avenues. Within the 

framework of the schools, time is set aside for inservice 

training (called "INSET") courses administered by the local 

education authority. These courses tend to be general in 

nature (e.g., courses on pupil welfare or remedial 

teaching), as they are typically designed to be of interest 

to a wide variety of school personnel. Psychologists with 

an interest in particular therapeutic approaches may choose 

to become affiliated with and/or take courses presented by 

various professional therapy groups (e.g., psychotherapy, 

behavior therapy, hypnotherapy, etc., Mellden, 1977). It 

should be noted, however, that a university degree in 

psychology is not a prerequisite for participation in 

professional therapy associations or courses. At the 

present time, individuals who have completed a specified 

program of study and practice in psychotherapy may become 

state registered psychotherapists, and use this title in 

their work. There is no state registration for other types 

of therapists, although different therapy groups (e.g., 

behavior therapy) are currently lobbying for national 

registration of their specialty area (Larsson, 1989, 

personal communication). 
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History of Swedish Public Education 

In Sweden, as in many other European countries, public 

education can be traced back to the two school tradition, 

with education initially being provided by cathedral and 

abbey schools and later --- as the need for well educated 

civil servants grew --- by both the church and state (Neale, 

1972). In 1809, the Swedish Parliament was presented with a 

proposal for a compulsory school system, and a law 

establishing a limited compulsory education program was 

passed in 1842 (Lundgren, 1988). Attempts were made at the 

beginning of the 1900's to make the compulsory school 

mandatory for all children, with the four year compulsory 

school ("folkskola") becoming mandatory in 1929. Students 

wishing and able to pursue further education could go on to 

a four or five year academic school ("realskola"), and then 

on to the secondary school ("gymnasium"; Lundgren, 1988). 

The movement for school reform continued after the 

introduction of the four year compulsory school, with the 

compulsory school being extended to seven years by the 

1940's (Stenholm, 1984). In 1940 the Swedish Parliament 

appointed a committee to investigate and submit proposals 

regarding school reform (Stenholm, 1984). Following World 

War II, this committee was replaced by the 1946 School 

Commission. This commission issued its report in 1948, 

including amongst its recommendations a proposal that a nine 

year uniform comprehensive school system be established to 
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replace the varied requirements system that was in place. 

In particular, the commission wanted to eliminate the 

differences that existed between the urban and rural 

community educational systems with respect to the nature of 

and opportunities for education (Stenholm, 1984). The 

report was quite controversial, and Parliament sought to 

defuse some of this controversy by establishing experimental 

compulsory school programs and having the National Board of 

Education investigate the impact of these programs 

(Lundgren, 1988). 

Following a period of experimentation, the nine year 

compulsory school program was introduced in 1962 on a 

national level (LRG62), and it is this mandatory school 

program that currently is in effect. The compulsory school 

program consists of three levels, with each lasting three 

years. This program is standardized across all counties 

with a specific curriculum as well as standardized policies 

and procedures regarding the operation of the compulsory 

school (Hamber, 1982). 

In 1969, based on studies of the impact of the 1962 

compulsory school curriculum, a reformed curriculum for the 

compulsory school (LRG69) was passed by parliament 

(Lundgren, 1988). Since that time, debates in Parliament 

have continued regarding the educational program in the 

schools, and the curriculum was again revised in the late 

1970's, with the present curriculum for the nine year 
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compulsory school being adopted in 1980 and fully instituted 

during the 1982-1983 school year (Stenholm, 1984). 

The Swedish Parliament was also instrumental in the 

reform of the curriculum in the upper secondary schools. 

The current upper secondary school system is open to all 

students who complete the compulsory school program or its 

equivalent. The upper secondary school program replaces 

programs offered at lower secondary schools, gymnasiums, and 

vocational schools, and was passed by Parliament in 1970 

(LGY70). The first integrated upper secondary school was 

established in 1971; however since that time many debates 

and programs for reform of the upper secondary curriculum 

have been proposed. Agreement on a new upper secondary 

school organization has not yet been achieved. New 

programs are studied at different upper secondary schools 

throughout the country (Stenholm, 1984). 

Overview of the Swedish School System 

Swedish school programs provide varying services and 

opportunities for education across the life span. Current 

Swedish school programs are organized into five broad areas: 

preschool education, compulsory school, upper secondary 

school, adult education, and h.~gher (post-secondary) 

education (Swedish Institute, 1985). These programs are the 

responsibility of both the national and various municipal or 

community governments. National responsibility for these 

programs is divided among three state agencies, with 
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responsibility for preschool education being vested in the 

National Board of Health and Welfare, responsibility for 

higher education being vested in the National Board of 

Universities and Colleges, and responsibility for compulsory 

school, upper secondary school and adult education being 

vested in the National Board of Education (Swedish National 

Board of Education, 1985). Educational programs for the 

mentally retarded are integrated into the wider range of 

services provided for retarded citizens, and are the 

responsibility of county councils on mental retardation 

rather than on the national or municipal government. 

Children with learning disabilities, mild to moderate 

physical handicapping conditions, and emotionally 

handicapped children are educated within the context of the 

regular classroom (Stenholm, 1984). 

Preschool programs are provided at no charge, as are 

compulsory and upper secondary school programs and the 

programs for the mentally retarded. Related expenses for 

such items as books, hot school lunches, and transportation 

are also provided at no charge for all compulsory school 

students (Swedish National Board of Education, 1986a). In 

addition, under Swedish law, there is no charge for health 

care of school children (Swedish National Board of 

Education, 1988). 

School programs under the National Board of Education 

are financed by both national and municipal funds, with each 
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paying about fifty percent (50%) of the expenses. The 

national government pays the salaries all teachers, while 

the municipal governments are responsible for the salaries 

of all non-teaching personnel --- such as school 

psychologists, school nurses, school social workers (welfare 

workers), and school doctors (Swedish National Board of 

Education, 1986a). 

Compulsory schools also obtain additional national 

funding through the awarding of grants to municipal areas. 

These grants are distributed with reference to the number of 

teacher periods for every partial or complete unit of 25 

students at the junior level(grades one through three), and 

30 students at the intermediate (grades four through six) 

and senior level (grades seven through nine) (Swedish 

Institute, 1985). Auxiliary funds aimed at alleviating 

inequities between municipalities and at providing extra 

support for schools with a number of problems and/or 

students in need of special support (e.g. students with 

academic or behavioral difficulties) are also distributed to 

municipalities (Sjoqvist, 1981). The spending of taese 

funds is at the discretion of the LEA, and such funds may be 

used to buy materials, hire additional teachers, hire school 

psychologists, and so forth. 

As of 1978, the number of pupils in each individual 

class has been determined by the school as opposed to being 

set as a national policy, with the mean number of students 
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per class being 19.5 at the junior level, 22.5 at the 

intermediate level, and 25.6 at the senior level (Hamber, 

1982). Within individual compulsory schools, classes are 

organized into "working units", which usually consist of 

between two and six classes within each school level. The 

aim of the working unit is to facilitate cooperation between 

teachers, between teachers and non-teaching staff, and 

between students. Working units are the basis for practical 

planning of classroom activity (e.g., lesson plans, field 

trips, etc.), and the staff of each unit are directly 

responsible to the school headmaster for all activities, 

interventions strategies, and assessment work conducted to 

promote student welfare and/or assist pupils with special 

needs (Stenholm, 1984). Each working unit has a remedial 

teacher assigned to it to work with the various students and 

staff within the unit who need assistance on the remediation 

of academic problems. In addition, each working unit has 

pupil welfare specialists, such as the school psychologist, 

assigned to it to be called upon whenever assistance is 

needed with various student problems and issues. 

Parents of school aged children receive financial 

assistance from the state, to help defray education related 

expenses. In this regard, one social welfare benefit 

available in Sweden is what is called the "child allowance." 

This benefit is paid to parents of children under the age of 

16, and in 1984 the amount distributed was SEK4,800 

33 



(approximately $686.00) per year per child for up to two 

children, SEK2,400 (approximately $343.00) for the third 

child, and SEK4,800 for each subsequent child (Swedish 

Institute, 1984a) A child over the age of 16 attending an 

upper secondary school receives a study allowance of 

SEK3,600 (approximately $575.00) per year (Swedish 

Institute, 1984a). This grant is not based on family income 

and, thus, is paid to all upper secondary students. For 

upper secondary students who live far from an upper 

secondary school, benefits covering the cost of boarding or 

travel are available (Stenholm, 1984). A variety of study 

assistance programs are also available to adult (non

college) students. Benefits to these persons can include 

hourly, daily and special study assistance, the objective of 

which is to permit adults to utilize adult education 

programs while retaining an acceptable standard of living 

(Stenholm, 1984). 

A unique feature of Swedish education is the sharing of 

power and decision making between the national and local 

county governments. While Swedish educational programs are 

established and structured by Parliament, the National Board 

of Education is responsible for translating the goals and 

guidelines outlined and approved by Parliament into an 

operational policy, as well as for revising that policy as 

deemed necessary (Swedish National Board of Education, 

1985). On the county level, each of the 24 Swedish counties 
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has a County Board of Education. This committee is 

responsible for the supervision of county schools, for the 

distribution of national grants, and school development work 

(Swedish National Board of Education, 1986). Within each 

county are municipal education committees that are comprised 

of politically elected officials which are responsible for 

setting school policy. The actual implementation of that 

policy is at the discretion of the Local Education Authority 

and its officials (Swedish National Board of Education, 

1985). This system of school administration reflects a 

national desire to insure equal opportunity and parity in 

all parts of the country while at the same time providing an 

opportunity for local control and autonomy in running the 

school. As a result, there are inherent political tensions 

between the wishes of the central government and the locally 

elected politicians who are responsible for running the 

local schools (Eklindh, 1985). 

There are 279 municipalities in Sweden. The 

municipalities vary in terms of both structure and financial 

circumstances. Within each municipality schools are 

organized by neighborhood, with a headmasters being 

responsible for each upper secondary school and for one or 

more compulsory schools (Swedish National Board of 

Education, 1985). The organizational structure of the 

Swedish school system and of the National Board of Education 

can be found in Figure 1 and Figure 2. 
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One of the underlying values leading to Parliament 

passing the Education Act in 1962 was the belief that a 

nationwide educational program allowing for uniformity and 

equality of standards within the school system as a whole 

could be established. To help insure this, the Education 

Act "defines the commitments of the community, the 

obligations of municipalities 

and county councils, and the rights of the individual as 

regards primary and secondary education" (Stenholm, 1984, 

p.28). Revisions of the school curriculum are designed to 

clarify the curriculum itself as well as to articulate the 

cultural values underlying schooling and instruction. The 

most recent revision of the compulsory school curriculum 

(LRG 80) included interpretive statements to the effect that 

school work should be seen as a means and not an end, and 

that the objective of the compulsory school is "to promote 

the children's personal development in collaboration with 

their homes" (Stenholm, 1984, p.42). Thus, at the 

compulsory school level, as outlined in the curriculum, the 

mastery of a uniform body of knowledge is not emphasized in 

either school work or student evaluation. Preference is 

given to social and personal development (Hamber, 1982). 

The national curriculum for both the comprehensive school 

and the upper secondary school contain general goals and 

guidelines, time schedules, and syllabi stating the goals 

and main items for each subject or group of subjects rather 
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than establishing achievement levels to be worked for on a 

group basis (Hamber, 1982). 

Regardless of where they live, all children must receive 

a compulsory school education that will allow them to go on 

to upper secondary school and/or to higher studies. In 

discussing the findings of comparative international surveys 

of education conducted by the International Association for 

the Evaluation of Educational Achievement, Stenholm (1984) 

notes that Swedish students rank above average in terms of 

level of achievement in their terminal grades compared to 

students in other countries surveyed, and that differences 

of cognitive standards between schools vary less in Swedish 

schools than in schools in the other countries surveyed. 

Daycare and Preschool Education 

Daycare and preschool programs in Sweden are considered 

social welfare programs and are under the supervision of the 

National Board of Health and Welfare. It has been estimated 

that the employment rate in Sweden is approximately 97% to 

98%, and that approximately 80% of the adult female 

population is in the labor force (Swedish Institute, 1984a). 

Municipalities may provide financial support, on a need 

basis, to individual child care providers. In addition, 

many municipalities have day nurseries that admit children 

from the age of six months. However, most children who 

enter such programs are often older since Swedish citizens 

are. entitled to twelve months of paid parental leave 
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(Stenholm, 1984). 

Sweden has a well developed program of preschool 

education (or, what is called "kindergarten" in the United 

States) that is available throughout the country and is 

financed by both the federal government and the local 

municipality in which the preschool program is functioning. 

Each preschool program is available to children who are at 

least six years of age, and is offered at no charge to their 

family. Children may stay in this program until their 

entrance into the compulsory school (approximately seven 

years of age). In addition, special needs children such as 

mentally and/or physically handicapped children nay be 

admitted to preschool prior to their sixth birthday if it is 

believed that the preschool program will provide additional 

support for their development (Stenholm, 1984). 

Stenholm (1984) estimates that slightly more than half 

of all preschool children have been admitted to some form of 

municipal child care. There is no set curriculum in the 

preschool programs in Sweden, nor is there a standardized 

number of days or hours per week that preschools should be 

in session (Stenholm, 1984). As a consequence, the nature 

and funotion of preschool programs varies greatly between 

municipalities. In addition to the teaching staff of 

preschool programs, some municipalities hire non-teaching 

personnel such as psychologists (known as "preschool 

psychologists"). 
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The Compulsory School 

All children between the ages of 7 and 16 years of age 

are obligated to attend the nine year compulsory school. In 

1985, it was estimated that approximately one million 

students were enrolled in Swedish compulsory schools 

(Swedish National Board of Education, 1985). As mentioned 

earlier, the compulsory school program is divided into three 

levels: the junior level (grades one through three), the 

intermediate level (grades four through six), and the senior 

level (grades seven through nine). Almost all compulsory 

school programs are in the public schools; however, there 

are a small number of private schools that serve less than 

1% of this school age population and an even smaller 

percentage of children who are taught at home (Swedish 

National Board of Education, 1985). Municipal authorities 

inspect independent schools on a regular basis and 

administer tests to children taught at home in an effort to 

insure that these children are receiving the instruction to 

which the law entitles them (Stenholm, 1984). 

Schools are situated so that they serve a particular 

catchment area. In almost all cases, junior level schools, 

and frequently intermediate level schools, are located 

within a housing area so that children can walk to and from 

their respective neighborhood school --- junior and 

intermediate level schools are often housed in the same 

general area. Most of these schools have approximately one 
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to two classes per grade and a census of 150 to 300 

students. Senior level grades are frequently situated in a 

separate area. These schools tend to be larger, having two 

or more classes per grade and having a census of 150 to 600 

students (Swedish Institute, 1985). To the extent possible, 

administrators try to keep students together in the same 

classes from first grade to the end of compulsory school 

(Swedish Institute, 1985). An organized program, involving 

teachers, a social welfare officer, a psychologist and, from 

sixth grade on, an educational and vocational orientation 

officer, facilitates the transition from preschool to 

compulsory school, and from compulsory school to upper 

secondary school (Stenholm, 1984). 

As was noted earlier, the compulsory school curriculum 

is determined at a national level (LRG 80). The number of 

teaching subjects is small at the junior level, increasing 

as the children get older. At the junior and intermediate 

levels, children all take the same subjects, while students 

at the senior level can choose optional subjects in addition 

to the required ones. An overview of the compulsory school 

curriculum is provided in Table 1. 

The curriculum content of the compulsory school program 

reflects the Swedish value of "self sufficiency" --

reflected in mandatory coursework in the areas of 

handicraft, shop, and technology across grade levels 

(Swedish National Board of Education, 1986a). Students are 
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also required to spend part of their school time in a 

practical setting, observing and/or participating in some 

aspect of the economy and obtaining work experience. All 

compulsory school students are required to take English 

beginning in the third or fourth grade (Stenholm, 1984). 

This requirement is justified on the basis of the small 

number of Swedish language speakers outside of Sweden, and 

the paucity of books, both of general and scholarly 

interest, that are written in, or translated into, Swedish. 

The lack of an extensive body of Swedish literature has, at 

times posed a problem in the selection of reading books for 

upper secondary students (Stenholm, 1984). Interestingly, 

prior to World War II, Swedish compulsory school students 

were required to learned German as their "second language". 

At the senior level, a second foreign language is always 

offered as an optional subject, and approximately two-thirds 

of all pupils start a second foreign language (usually 

French or German) in the seventh grade (Stenholm, 1984). 

It has been estimated that nearly ten percent (10%) of 

all compulsory school children are first or second 

generation immigrants (Swedish National Board of Education, 

1986a), with almost 8% of the 1985 population of Sweden 

being foreign born (Therborn, 1987). One of the tenets of 

the compulsory school curriculum is to provide support for 

the family unit, including its ethnic identity. In the 

schools this is reflected in the provision of instruction at 
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Table 1 

Compulsory School Scope of Teaching and Curriculum 

Periods Per Week Per Level 

Junior Intermediate Senior 

Subject 

English ab 2 10 9 

Physical Education 6 9 9 

Mathematics b 13 15 12 

Music 4 5 2 

General Subjects l8 c 21 32 

Social Subjects ( 15 ) (17 ) 

Science Subjects ( 6 ) d (15)e 

Handicraft 2 9 5 

Swedish 29 26 12 

Pictoral Studies 6 5 

Home Economics 1 4 

Child Study 1 

Elective Subjectsf 11 

Total 74 102 102 

Note. At the Junior Level, grade 1 has 20 periods per week, 

grade 2 has 24 periods per week, and grade 3 has 30 periods 

per week. At the Intermediate Level, grades 4 through 6 has 

34 periods per week. At the Senior Level, grades 7 through 
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Table 1 (Continued) 

9 has 33 to 35 periods per wee~~ At all levels time is 

reserved for project studies, which are detailed studies 

from some area within the framework of compulsory subjects, 

chosen by teacher and pupils. Free activities, chosen by 

pupils on the basis of personal preference, are scheduled 

for 2 periods per week for the intermediate level and 3 

periods per week for the senior level. 

aEnglish has to be taken in every grade from grade 3 (in 

some cases grade 4) onwards. bSenior level pupils must 

choose between special (academic) or general courses for 

mathematics and English. clncludes elements of home 

economics, handicraft and technology. d1ncludes elements of 

technology. elncludes 2 periods per week of technology. 

fThe elective course is either a second modern language 

(French or German) or a locally designed elective course. 

From Compulsory school, by Swedish National Board of 

Education, 1986, Stockholm, Sweden: Swedish National Board 

of Education. 
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the compulsory school level in the "home" (i.e., native) 

language of the child (Swedish National Board of Education, 

1986a). In 1986 "home" language instruction was offered at 

the compulsory school level in more than 60 different 

languages (Swedish National Board of Education, 1986a), 

although the scope and duration of this instruction varied 

greatly depending on the number of immigrant children of a 

particular language background in a school and the 

availability of foreign language teachers. Table 2 presents 

a listing of the primary language groupings and the number 

of students for each grouping for the 1985-1986 school year. 

With the introduction of the nine year compulsory 

school, supervised national examinations qualifying students 

for school leaving certificates were abolished. As Stenholm 

(1984) points out, the elimination of these examinations was 

consistent with a view of education "designed in keeping 

with the aptitudes, interests and needs of individual 

pupils, and not in terms of cognitive objectives applying to 

all of them objectively" (p.84). In place of these 

examinations, standardized achievement tests are available 

(Stenholm, 1984). At the compulsory school level, 

achievement tests are available in specific subject areas, 

with the intent of class or school comparisons with the 

country as a whole. 

Determining the nature of student evaluation has been at 

the center of much debate in Sweden as well as the topic of 
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several government commissions (Stenholm, 1984). Pupils' 

representative organizations lobby for the elimination of 

all marks or grades, a sentiment that is reported to be 

widely shared by many compulsory school teachers (Swedish 

Institute, 1985). Currently, no marks or grades are awarded 

during the first seven grades of compulsory school; rather, 

teachers meet individually with parents, on at least a term 

(semester) basis to review each child's progress and area(s) 

of difficulty. Individual conferences, however, are held in 

grades eight and nine of compulsory school (Swedish 

Institute, 1985). Students in eighth and ninth grades 

receive marks at the end of each term. Marks are awarded on 

a five point scale, with a students mark reflecting level of 

achievement relative to the national level of achievement in 

a subject (Swedish Institute, 1985). Student marks are one 

of the variables taken into consideration in selecting 

students for entry into selected upper secondary school 

lines (Swedish Institute, 1985). 

The Upper Secondary School 

Education in Sweden is not mandated beyond the nine 

years of compulsory school. However, approximately 90% of 

compulsory school graduates proceed to the upper secondary 

school (Swedish National Board of Education, 1985). Upper 

secondary school students tend to range in age from 16 to 25 

years-of-age, and may have widely varying work histories 

(Swedish Institute, 1985). Qne of the underlying 
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Table 2 

Number And Language of Foreign Home Language Pupils/ 

1985-1986 

Compulsory Pupils Upper Secondary Pupils 

Home Language 

Danish 2 391 418 

Finnish 29 327 5 435 

Icelandic 487 74 

Norwegian 1 254 301 

English 3 887 637 

Estonian 389 145 

French 867 156 

Greek 2 771 631 

Italian 1 297 376 

Yugoslavian 3 7 483 1 516 

Polish 3 710 536 

Portuguese 587 111 

Spanish 6 274 1 333 

Czech 581 116 

German 3 475 1 020 

Hungarian 1 740 415 

Arabic 2 603 477 

Assyrian/Syrian 3 023 342 

Chinese b 1 309 318 
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Table 2 (Continued) 

Persian 678 231 

Romany 441 8 

Samic 440 27 

Turkish 2 512 397 

Thai 293 32 

Tigrinia 232 91 

Urdu 195 40 

Vietnamese 241 73 

Other 3 355 750 

Total 81 842 16 006 

Note. apupils of Yugoslavian descent having Albanian, 

Macedonian, Rumanian, Serbocroat, Slovenian, Turkish, and 

Hungarian, as their home language. blncludes such variants 

as Cantonese. From Statistisk arsbok fur Sverige 1989 (pp. 

350-351) by Statiska Centralbyran, 1989, Stockholm: 

Statistiska Centralbyran. 
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assumptions of the Swedish school system is that work and 

education are integrally related, and that the student 

should have an opportunity to take time off from school to 

work in order to form "a better idea of what they want to 

do" before undertaking upper secondary school or adult 

education (Swedish National Board of Education, 1986b). 

The upper secondary school ~s divided into 26 lines of 

two, three, or four years duration. These lines can be 

grouped into six sectors, and are composed of programs of 

varied academic and vocational specialization. Table 3 

presents a list of the sectors and lines that can be offered 

in upper secondary school. 

Social background is believed to be a key factor in 

student's choices of majors --- with 74% of the children of 

parents with university-level training, in contrast to 15% 

of the children of unskilled workers, choosing to enroll in 

three or four year theoretical lines in contrast to 15% of 

the children of parents who are unskilled workers choosing 

similar majors. (Swedish Institute, 1984b). Moreover, 

approximately 25% of the students graduating from upper 

secondary school go to institutions of higher education 

(Swedish National Board of Education, 1985). 

Upper secondary schools tend to be located in larger 

communities and draw students from a region which 

incorporates several municipalities (Swedish Institute, 

1985). There are three kinds of upper secondary schools: 
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(1) general units - having two-, three- and four-year 

theoretical lines of study; (2) two year vocational lines 

and specialized courses of varying duration; and (3) type 1 

special units consisting mainly of vocational lines, and 

type 2 special units consisting mainly of two- and three

year theoretical lines. (Stenholm, 1984). These schools 

range in size from approximately 300 to 1500 students, with 

the larger schools usually being general units. When a 

particular school contains less than 300 16 year old 

students, the government may sanction special coordinated 

time schedules in which the teaching of pupils taking 

different specialties may be combined (Stenholm, 1984). 

Towns containing a traditional upper secondary school 

typically have either general units or both type 1 and type 

2 special units, whereas larger towns may have all three 

kinds of upper seuondary schools. Each upper secondary 

school has a headmaster and one or more directors of study 

(Swedish Institute, 1985). 

Admission to upper secondary school is contingent on 

completion of compulsory school or its equivalent. 

Applicants can apply to any unit or line in upper secondary 

school regardless of the optional subjects taken in the 

senior level of compulsory school. The number and title of 

the different areas of study (lines) at the upper secondary 

school are determined by parliament, and Parliament --

which det~rmines on an annual basis the number of places 
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available in each study area (Swedish National Board of 

Education, 1986b). Changes in the number of these places 

reflect both student demand for particular lines and the 

needs of employers in the marketplace. The decision 

regarding which lines will be available in each municipality 

is made by the National Board of Education and the county 

education committee (Swedish National Board of Education, 

1986b). Approximately thirty-five percent (35%) of all 

upper secondary school students are enrolled in three or 

four year theoretical lines, with most enrolled in lines 

having a strong vocational emphasis (e.g., economics, 

technology, etc.) (Swedish National Board of Education, 

1986b) . Parliament has set its target goal to have at least 

55% of all upper secondary school students receiving 

practical vocational education (Stenholm, 1984). 

Applicants usually indicate that they are interested in 

more than one line of study, with alternative lines being 

ranked in order of preference. Stenholm (1984) reports that 

most applicants are usually admitted to their first 

preference, with the exception of applicants to those lines, 

such as music, for which there are limited employment 

opportunities. Applicants who do not get their preferred 

choice may choose to wait a year and apply again. For 

students, acceptance into a particular line of study will be 

influenced by, among other things, the grades they obtained 

in the eighth and ninth year of compulsory school, previous 
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work experience, and gender. Students are given "points" 

for grades, work experience, and for enrolling into a line 

that is overrepresented by students of the opposite gender 

--- with "girls opting for "masculine" lines and boys 

choosing "feminine" lines ..• given extra points" (Swedish 

~ational Board of Education, 1986b). 

Applicants cannot be assured of obtaining their first 

preference of attending an upper secondary school nearest 

their home, and may have to travel to another upper 

secondary school in their municipality. In addition, they 

may have to travel to an upper secondary school far from 

their home if a particular line or specialized course is not 

available at their nearest school (Stenholm, 1984). 
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As is the case for the compulsory school, the 

curriculum, goals and guidelines, syllabi and time schedules 

of the upper secondary school are determined by the national 

government and Parliament. The upper secondary school 

curriculum, LGY70, was originally developed in 1970, and was 

updated and reprinted in 1983 (Stenholm, 1984). As is the 

case for the compulsory school curriculum, the present upper 

secondary school curriculum contains goals and guidelines, 

general directions, time schedules and syllabi. The 

curriculum is constantly being changed. Several proposals 

for the reform of the upper secondary school curriculum were 

prepared by the government commission between 1976 and the 

early 1980's. Political changes in the Swedish government 



made the work of this commission somewhat difficult and 

problematic. Several of the proposals put forth by the 

commission were heavily criticized, and would have been very 

costly to implement. In the spring of 1984 the government 

issued guidelines establishing experimental programs in 

connection with some of the commission proposals, and 

appointed the National Board of Education to oversee these 

experimental programs. Municipalities with upper secondary 

schools are able to participate in these experimental 

programs on a voluntary basis (Stenholm, 1984; Swedish 

National Board of Education,1986b). 

Swedish upper secondary schools have an extremely 

differentiated curriculum. Regardless of the line of study, 

all students are required to take courses in Swedish, 

physical education, and civics or working life orientation. 

Additionally, English is required in all theoretical lines 

of study and in several vocational lines as well. Students 

in two year vocational lines opting for more general 

subjects with a corresponding reduction in their vocational 

practice frequently choose to take English, math or 

technical drawing (Stenholm, 1984). Regular contact with 

the employment sector is part of all lines of study. For 

students in vocational lines this contact often takes the 

form of occupational experiences, while for theoretical 

lines contact may take the form of practical training that 

is in some way connected with the theoretical subjects 
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studied at school (Swedish National Board of Education, 

1986b). Foreign languages are compulsory subjects in all 

theoretical lines and in many vocational lines as well. 

English, in particular, is commonly chosen as an elective 

(Swedish Institute, 1985). 

The educational programs offered at upper secondary 

school fall into three broad areas, vocational education, 

preparation for higher studies (e.g., university), and 

programs aimed at helping jobless youth aged 16 through 18 

find regular employment or gain admission to higher 

education (Swedish National Board of Education, 1986b). 

Student evaluation has been an issue of contention in 

the upper secondary schools (Stenholm, 1984). Although a 

national achievement test program does not exist, 

standardized achievement tests and "tours of inspection" by 

upper secondary school inspectors are utilized (Stenholm, 

1984). The availability of centrally compiled achievement 

tests permitting individual comparisons are available in 

certain subject areas (Swedish Institute, 1985). County 

education boards are reported to play an important part in 

the evaluation and maintenance of upper secondary school 

programs (Swedish Institute, 1985). Students receive marks 

at the end of each term, and individual conferences may also 

be held. Student marks (i.e., grades) are awarded on a five 

point scale at the end of each term, with a students' mark 

reflecting his/her level of achievement relative to the 
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national level of achievement in a particular subject area 

(Swedish Institute, 1985). Student marks are one of the 

variables taken into consideration in selecting students for 

entry into higher education programs (Swedish Institute, 

1985). 

As was noted above, approximately ten percent (10%) of 

the graduates of compulsory school do not go on to upper 

secondary school. Based on this fact, the Swedish 

Parliament has indicated that it is the responsibility of 

upper secondary school programs to help those former 

students between 16 and 18 years of age to find regular 

employment or gain admission to further studies. The 

programs offered by the upper secondary schools result in 

approximately one third of these former students finding 

permanent employment, one third resuming their education, 

and the remaining one third remaining in the community and 

possibly going to school for a few hours per week (Swedish 

Institute, 1985; Swedish National Board of Education, 

1986b). 

Special Education 

According to Eklindh (1985), the compulsory school 

curriculum (LRG80) reflects a new philosophy of special 

education. Eklindh (1985) sees this philosophy as based on 

three key assumptions: (1) a handicapping condition 

reflects the interaction of the student and the environment, 

with the school environment playing a central role in 
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transforming individual characteristics into handicaps; (2) 

all students should be viewed in a holistic manner, with the 

school being responsible for the creation of an environment 

in which the student's potentiality can develop rather than 

for assigning diagnoses that underlie the student's 

shortcomings; and (3)students with special needs should be 

integrated into the same educational environment as all 

other students, and problems that arise should be dealt with 

in the context of each working or educational unit. Thus, 

with the exception of programs for the visually impaired, 

the hearing impaired/deaf, and speech/language impaired, no 

reference to special education is made in the compulsory 

school curriculum. Rather, it is advocated that the special 

education methods be incorporated into the regular 

compulsory school curriculum. 

This position reflects a change in attitude towards, and 

funding policies for, special education. Instead of 

assigning a definite and delimited diagnosis to a student 

with learning difficulties, and assigning funds on the basis 

of the number of students with a particular diagnosis, the 

distribution of resources to each school is locally 

determined (by the LEA), and based on an as needed basis. 

The compulsory school curriculum specifies that 

instruction is to be provided within a working unit or a 

class, and it is within this setting that the great majority 

of pupils with special needs or functional impairments 
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receive support (Eklindh, 1985). In those classes with 

special needs students, the special education teacher 

attached to the work unit can work in the classroom parallel 

to the class teacher, or work directly with the special 

needs student(s) in another appropriate setting outside of 

the classroom (Swedish Institute, 1985). It is recommended 

that the school, the student and the student's parents 

jointly discuss the student's problems (Eklindh, 1985), 

although in practice this does not always happen (Lunden, A. 

& Nasman, 1980). 

For those children having physical disabilities, severe 

socio-emotional problems, or other disabilities that 

interfere with the learning process in the regular 

classroom, separate teaching groups may be formed. Under 

the current curriculum, the separate teaching groups have 

replaced the special classroom in the previous curriculum. 

The "separate teaching group" is different from the special 

class in that there is no stipulated number of students for 

a separate teaching group, admission to the group is not 

conditional on a special diagnosis, the group is confined to 

the subject area or areas with which the pupil has 

particular difficulty, and the pupil remains a member of his 

regular class or working unit (Eklindh, 1985). The 

assumption underlying the separate teaching group notion is 

that students should receive special assistance in learning 

subject area(s) until they are capable of returning to the 
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regular classroom; therefore such groups are viewed as 

relatively short term within each student's educational 

curriculum (Stenholm, 1984). It should be pointed~out, 

however, that long term separate (i.e., segregated) teaching 

groups do exist within the Swedish educational system. 

These classes are for students with severe visual, auditory, 

and/or physical disabilities, or chronic health problems, as 

well as for socio-emotionally disturbed students who are in 

need of ongoing extra educational support services (Swedish 

National Board of Education (1985). 

Additional programs for children with special needs are 

also delineated in the education act for both the compulsory 

and upper secondary school programs (Eklindh, 1985). These 

include separate instruction for children who, because of 

the nature of their disability, chronicity of their illness, 

repeated short term school absences due to illness and/or 

emotional issues associated with attending school, cannot 

attend a regular school program. In addition, adjusted 

school programs are available to those senior students who 

spend a portion of their time in supervised employment 

(Eklindh, 1985). 

The upper secondary school curriculum also includes 

various provisions concerning possible ways of furnishing 

additional support to students and adapting their 

instruction -- e.g., auxiliary instruction (tutoring) over 

and above regular lessons, and special (adapted) 

59 



instructions for students whose disabilities make it hard 

for them to follow the regular instruction in the classroom. 

Neither the compulsory school curriculum nor the upper 

secondary school curriculum includes programs for persons 

who are mentally retarded; rather, separate laws and a 

separate curriculum (LSA73) govern the education of these 

persons. Students who are mentally retarded are therefore 

educated in separate schools and are educated under a 

different set of laws and procedures (Sjoqvist, 1981). For 

example, the education laws regarding mentally retarded 

children provide for preschool education of these students 

as well as vocational training. In addition, unlike the 

regular school program, there is no lower age limit for 

students who attend such separate schools. 

Although responsibility for compulsory and upper 

secondary education programs rests with each municipality 

(LEA), this is not the case for the education of persons 

with mental retardation; rather their education rests with 

the "county council." Sweden has 23 such "county councils" 

and since 1967 each council has been responsible for the 

planning of the health care, welfare, education, as well as 

the casefinding, habilitation, family support, housing, and 

so forth for persons who are mentally retarded. By law, all 

retarded children are entitled to a free public education in 

Sweden. Table 4 lists the 1986 census of the various types 

of schools serving mentally retarded persons. 
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In recent years, there has been an effort in Sweden to 

integrate all school aged children (e.g., Eklindh, 1985). 

Currently more than 99% of the classes of special 

elementary schools and 90% of training school classes are 

located in regular school buildings with children sharing 

the physical plant but attending separate classrooms 

(Sjoqvist, B. (1981). Integration of students within 

individual classrooms has been more difficult. Such 

integration is not yet recognized as an appropriate form of 

education since each educational system is regulated by a 

different committee structure. This often results in a 

number of administrative problems, not the least of which is 

who has responsibility for the planning and implementation 

of a curriculum for each group of students (Sjoqvist, 1981). 

Upon completing the special training school at the 

elementary school level, students have a right to vocational 

training and education until they reach the age of twenty

one. This training is often provided in special programs in 

the same facility that houses the upper secondary school 

programs. 

County councils hire psychologists to work with students 

who are mentally retarded. These psychologists work with 

their clients in a variety of settings (e.g., school, home, 

vocational setting, etc.), and have no responsibility to the 

regular school setting. As was the case for preschool 

psychologists, psychologists working with mentally retarded 
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Table 3 

Sectors and Lines of Upper Secondary School. 1984 

Number of School Years 

2 3 4 

Sector Line 

Arts and Social Science liberal arts x 

social science x 

music x 

Nursing, Social and consumer x 

Consumer social services x 

nursing a x 

social x 

Economic and Mercantile distrib/clerical x 

economics x 

economics x 

Technical-Industrial clothing manufact x 

bldg & construct x 

operat & mainten x 

electro-telecom x 

motor engineer x 

food manufact x 

process engineer x 

woodwork x 

workshop x 



Table 3 (continued) 

Technical-Scientific 

Agricultural and Forestry 

All Sectors 

technical 

natural sciences 

technical 

agricultural 

x 

x 

forestry x 

horticultural x 

special courses b x 

< 2 years 

x 

Note. aVocational line with a substantial element of 

theoretical studies. bSpecialized courses are taken on 

x 

completion of compulsory schooling or its equivalent. 

Advanced specialized courses come after completion of a two

or three-year line of upper secondary school or the 

equivalent. From The Swedish school system (p. 66) by B. 

Stenholm, 1984, Stockholm:The Swedish Institute. 

63 



TABLE 4 

Pupils at Compulsory Schools for the Mentally Retarded in 

1986 

Type of School 

Preschool/~aycare-center, also 

individually integrated 

Compulsory School 

Training School 

Vocational School, also 

individually integrated 

Special Education (Separate Instruction) 

Total 

Mentally Retarded Children and Youth 

who have not received any education 

Number of Children 

1 021 

5 319 

2 112 

3 259 

505 

12 216 

677 

Note. From Statistisk arsbok fur Sverige 1989 (pp. 349) by 

Statiska Centralbyran, 1989, Stockholm: Statistiska 

Centralbyran. 
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persons are regarded as "mental retardation psychologists", 

not as school psychologists, and are represented in the 

Swedish Psychological Society by a mental retardation 

psychology interest group. 

Adult Education 

In addition to compulsory and upper secondary school 

education, a program of adult education is available in 

almost all municipalities. Adult education programs may 

offer courses covering some of the same material offered at 

the compulsory and/or upper secondary school levels, as well 

as special interest vocational programs and programs aimed 

at labor market training or study circles (Swedish National 

Board of Education, 1985). Additionally, folk high schools, 

which may be sponsored by the federal government, county 

councils, or by local societies or popular movements, offer 

a diverse array of adult education programs of varying 

duration (Stenholm, 1984). 

The School Psychologist in the Swedish School System 

The school psychologist in Sweden is part of a school 

system that is oriented toward working with all children in 

the context of the regular classroom. There is no mandate 

for the use of psychological tests to identify children with 

learning or behavior difficulties, or to have an ongoing 

assessment of academic achievement. Children with more 

severe handicapping conditions which might preclude their 

successful performance in the regular classroom (e.g., 
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mental retardation) are not directly part of the mainstream 

educational system, and do not receive services from the 

school psychologist. In addition, the role of the school 

psychologist is shaped by his/her role as a consultant to 

the classroom "working units", as well as his/her role as a 

consultant to the school. The school psychologist can also 

act as part of a liaison team between the school, the 

classroom, and the outside environment (Lunden & Nasman, 

1980) • 

While it is possible to identify areas in which the 

Swedish educational system differs from that found in the 

United States, the paucity of data on the education, 

training, and professional practices of Swedish school 

psychologists, as well as on the nature of the interaction 

between the Swedish educational system with the role and 

function of Swedish school psychologists, precluded the 

identification of specific hypotheses to be tested in this 

study. Instead, the focus has been on gaining an 

understanding of the training of school psychologists and 

practice of school psychology in Sweden, and, where 

appropriate, a comparison with the training and practice of 

school psychology in the United States. 
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CHAPTER 3 

METHOD 

The following sections describe the methodological 

components of the present study. Included in this chapter 

is a description of the sample, a discussion of 

questionnaire development and the survey instrument, and a 

description of the statistical procedures that were utilized 

in the data analyses. 

Sample/Participants 

The sample in the present study were 816 school 

psychologists employed by school districts, or county boards 

of education, during the spring of 1986. The names and 

addresses of possible school psychologists were obtained 

from the membership list of the school psychology interest 

group of the Swedish Psychological Society, a school 

yearbook listing municipal school districts and their 

employees (Sverges Lararforbund, 1985), and, where 

available, lists of school psychologists provided by the 24 

county boards of education. A list of school psychologists 

was assembled, eliminating obvious duplications and 

repetitions, yielding an initial sample of 816 school 

psychologists. A summary of the demographic information on 

the sample is presented in Table 1. 

A total of 499 questionnaires were returned (61% return 

rate). Of these, 47 were returned (6%) by individuals who 

were no longer working as school psychologists or were 

67 



returned by schools reporting that the current work address 

of their former school psychologist was unknown. These 

questionnaires were not used in the final sample. In 

addition, 19 other returned questionnaires (2%) were 

identified as duplicate questionnaires, and two 

questionnaires were significantly incomplete. With the 

elimination of these latter questionnaires, a total of 431 

usable questionnaires were returned (i.e., 53% use rate). 

The 53% usable survey response rate in the present study 

compares quite favorably to the usable response rates 

reported in other studies of American school psychologists 

(e.g., Benson & Hughes, 1985; Copeland & Miller, 1985; 

Fisher, Jenkins & Crumbley, 1986; Meacham & Peckham, 1978; 

Smith, 1984). For example, Benson and Hughes (1985) 

surveyed a random sample of school psychologists drawn from 

the membership of NASP. They mailed out 500 questionnaires 

and had a total of 247 questionnaires returned (49% return 

rate) -- with 82 questionnaires returned by non-school 

psychology practitioners, leaving a final usable sample of 

165 questionnaires (33% use rate). Copeland and Miller 

(1985), in their study of practitioner perspectives on 

training, mailed out 1393 questionnaires to a nation-wide 

sample of school psychology practitioners who were members 

of NASP. A total of 554 questionnaires were returned (40% 

return rate), of which 516 were usable, resulting in a use 

rate of 37% of the total sample. In another study, Fisher, 
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et al. (1986) replicated Meacham and Peckham's survey of 

school psychologists. They reported a return rate of 

approximately 30%, while Meacham and Peckham (1978) noted 

that they sent out about 4000 copies of their questionnaire, 

of which 758 were returned (19%). Finally, Smith (1984) 

mailed a questionnaire to a sample drawn primarily from 

lists (where available) of practicing school psychologists 

that were provided by each state's Department of Education. 

A return rate of 49% was obtained. When one compares the 

return and use rates of these other studies to the present 

study, it becomes clear that the 62% return rate and 53% use 

rate found in the present study are appreciably higher than 

that found in many other similar studies. 

Survey Instrument: Development, Content, and Format 

Development of the Swedish School Psychology 

Questionnaire (SSPQ; see Appendix A) focused on obtaining 

information about the demographic characteristics of the 

sample (e.g, age, gender, etc.) as well as information on 

the context of their work (e.g., number of pupils served, 

types of pupils served, etc.), the training and preparation 

of Swedish school psychologists, the types of services they 

provide, and their attitudes of professional autonomy from 

the school system. In addition to providing descriptive 

information about Swedish school psychologists, the SSPQ was 

designed to provide information about their training, 

professional practice, 'and level of professionalization, and 
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to provide this information in a manner that is comparable 

to information on school psychologists in other countries. 

No empirical studies of Swedish school psychologists 

dealing with these issues could be found. The theoretical 

underpinnings of the SSPQ are based on previous studies of 

school psychologists and other professionals in other 

countries, particularly the United States. These studies 

serve as a basis for questionnaire development, as well and 

for construct validation. 

In the United States, issues regarding training were 

central to the Thayer Conference in 1954 (Newland, 1981), 

and have remained a topic of great interest (see, for 

example, Brown, 1982; Brown & Minke, 1986; Curtis & Zins, 

1989; Fagan, 1986; Lambert, 1981; Pfeiffer & Marmo, 1981; 

Reynolds, et al., 1984; Trachtman, 1985). Descriptions of 

several American training programs in school psychology, can 

be found in the journal Professional School Psychology 

(e.g., Kratochwill, Gettinger, Reynolds & Doll, 1988; Nagle, 

1986; Phillips, 1986), and there have been several review 

articles and empirical studies concerned with the content of 

training programs in school psychology (e.g., Bardon, 1976; 

Brown & Minke, 1986; French & McCloskey, 1980; Giebeink & 

Ringness, 1970; Mowder, 1979; Pfieffer & Marmo, 1981; 

Phillips, 1981; Teglasi & Pumroy, 1982), as well as surveys 

of practicing school psychologists concerning their training 

and their professional roles (e.g., Barbanel & Hoffehberg-
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Rutmain, 1974; Carroll, et aI, 1981; Copeland & Miller, 

1985; Kirschner, 1971). The development of the SSPQ drew 

most heavily on questionnaires developed for surveys of 

American and Canadian school psychologists concerning the 

importance they assigned to various role functions during 

their training and/or during their professional practice 

(e.g., Carroll, et aI, 1981; Fisher, et aI, 1986; Meacham 

and Peckham, 1978; Ramage, 1979; Shapira, et al., 1977; 

Smith, 1984). Specifically, respondents were asked to 

indicate, on a five point Likert-type scale (with a score of 

zero symbolizing no importance and a score of four 

symbolizing high importance), the importance assigned to 

various role functions during their training and their 

professional practice. Following Meacham and Peckham 

(1978), and Fisher, et al (1986), these role functions were 

grouped into five broad role function categories: 

assessment, treatment, consultation, organizational 

development, and research. The sample was asked to rank 

these role categories in terms of their importance during 

their training, in their current job, in their ideal job, 

and their level of competence in the role function 

categories. 

Questions on the SSPQ were also drawn from the American 

and European literature on professionalization (Caplow, 

1954; Carr-Saunders & Wilson, 1933; Corwin, 1970; 

Etzioni,1969; Forsyth and Danisiewicz, 1985; Friedson, 1970; 
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Hall, 1968; 1968; Haga, 1972; Haga, Graen, & Dansereau, 

1974; Johnson, 1972; Keil & Ekstrom, 1978; Klegon, 1978; 

McKeon, Gillham & Bersani, 1981; Pavalko, 1971; Toren, 1975; 

Tuma & Grimes, 1981; Volmer & Mills, 1966; Wilensky 1964). 

Within American psychology, there has been an ongoing 

interest in the professionalization of the field (e.g., 

Hughes, 1952; Pryzwansky & Wendt, 1987; Reynolds, 1986), and 

within school psychology, the first issue of Professional 

School Psychology, the journal of Division 16 of the APA, 

included several articles on this topic. For example, 

Oakland (1986), in a thorough review of the concept of 

"profession" as applied to school psychology, evaluated 

school psychology in terms of the existence of distinct 

professional activities, the presence of professional 

standards, the existence and maintenance of professional 

socialization, the professional status and sense of identity 

of school psychology, the professional recognition and 

rewards available to school psychologists, and the effect of 

practice within organizations on the professionalization of 

school psychology. 

The literature on professionalization contains many 

similar "lists" delineating the characteristics of a 

profession (e.g., Barber, 1963; Blauch, 1955; Goode, 1960; 

Greenwood, 1957; Flexner, 1915; Kornhauser, 1962; Pavalko, 

1971; Schein, 1972). The list compiled by Pavalko (1971) 

includes: (1) work based on a systematic body of theory; 
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(2)justification in abstract widely held values (e.g., 

public good); (3) training programs of long duration, 

covering highly specialized knowledge that emphasize the 

manipulation of ideas and symbols and which incorporate the 

acquisition of a professional subculture; (4) motivational 

basis of work reflected in a desire to serve the clients and 

the public; (5) autonomous, self regulated work, with access 

to the profession often limited through licensure and 

certification, and supervision of work limited to the 

professional or his/her peers; (6) a sense of commitment or 

"calling"; (7) a sense of community such that the culture of 

the profession exercises normative control over members of 

the profession; and, (8) possession of a highly developed 

code of ethics. This list served as the basis for the SSPQ 

questions asking the sample to list their professional 

memberships and subscriptions, to indicate whether they were 

licensed/certified psychologists, psychotherapists, and/or 

teachers, and their short and long term career plans. 

With regard to the concept of professional autonomy, 

Hall (1968) defined this concept as the belief of the 

practitioner that he is free to make decisions without 

external pressures from others who are not members of his 

profession, such as clients, or the employing organization. 

Measurement of this concept has been central to several 

empirical studies of professionalization (e.g., Corwin, 

1970; Forsyth and Danisiewicz, 1985; Hall, 1968). The SSPQ 
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utilized an adaption of the Forsyth and Danisiewicz (1985) 

autonomy questionnaire to measure this concept. 

Specifically, respondents were asked to indicate, on a six 

point Likert-type scale (with a score of one symbolizing low 

autonomy and a score of six symbolizing high autonomy), 

their degree of agreement with eight autonomy attitude 

statements. Additional questions on the SSPQ included 

questions formulated on the basis of specific interests of 

faculty in the Department of Clinical Psychology at Uppsala 

University for use in planning future course offerings and 

in formulating inservice training programs in applied 

psychology. 

An initial draft of the questionnaire was developed in 

the United States, with a revised version developed and 

translated into Swedish in consultation with faculty members 

of the Department of Clinical Psychology at Uppsala 

University. This revised Swedish draft of the SSPQ was 

pilot tested by distributing it to several Swedish school 

and clinical psychologists, as well as to a member of one of 

the county school boards. During pilot testing, the 

respondents unanimously recommended that professional 

autonomy scale questions dealing with autonomy from clients 

be eliminated. The respondents noted that the school system 

is, by law, supposed to be responsive to the wishes of the 

client (students, parents, community), making autonomy from 

client~ impossible. These items were eliminated from the 
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final questionnaire, and other questionnaire items were 

eliminated or modified, based on the feedback from the 

review panel. The revised questionnaire was designed to be 

more consistent with Swedish culture, and more easily 

understandable to the sample. The final version of the 

questionnaire is presented in Appendix A, as is an English 

translation of the questionnaire. 

Procedure 

Approximately one month prior to mailing the school 

psychology questionnaire to the participants, an 

announcement was placed in the newsletter of the Swedish 

Psychological Society (see Appendix B). Subsequently, an 

introductory letter and a questionnaire were sent to this 

sample (see Appendix C for a copy and an English translation 

of the introductory letter), One month following the 

mailing of the questionnaire, a follow-up letter and another 

copy of the questionnaire were sent to those who did not 

mail back the first questionnaire (see Appendix D for a copy 

and an English translation of the follow-up letter). 

Debriefing 

Upon completion of the data analysis a summary of the 

survey findings was mailed to the Department of Clinical 

Psychology of Uppsala University, Sweden (see Appendix E). 

A Swedish language summary of the survey findings, based of 

the data analysis summary, was to be mailed by the 

Department of Cl~nical Psychology to all respondents who 
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indicated a desire to receive a such information. 

Data Analysis 

Consistent with the purposes of the study, statistical 

procedures employed were primarily descriptive in nature. 

Data describing the demographic characteristics of the 

sample as well as their training and preparation, and 

information on the context of their work, are presented in 

tabular form in terms of measures of central tendency and 

dispersion. Additional analyses focus on using 

nonparametric measures to document the relationship between 

various demographic characteristics of the sample. 

Multiple i-tests were computed to determine whether 

there was a significant relationship between academic 

training and professional practice for each of the specific 

roles within each role function category: assessment, 

treatment, consultation, organizational development, and 

research. As the risk of Type I error increases when 

multiple comparisons are made on the same data set, the more 

stringent level of significance for the collection of 

comparison procedures was calculated using Dunn's procedure 

(Kirk, 1968). This involves dividing alpha level of each 

individual comparison (set at p<.05) by the number of 

planned comparisons on the data set (25), with the resulting 

alpha level for the collection of comparisons being 

(p<.004). 

The relationship betw~en training, current practice, 
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ideal roles, and perceived level of competence was explored 

by having respondents rank in importance the five major role 

functions categories. Mean rankings of role function 

categories (as well as their standard deviations) within 

each of the four conditions were computed. In addition, in 

order to examine the relationship of rankings between 

conditions, a comparison of the rankings for each pair of 

conditions (the four conditions yield six possible pairwise 

comparisons) was computed for each individual using 

Spearman's Rho (Glass & Hopkins, 1984), and the mean and 

standard deviation of these individual correlations was 

computed for each pair of conditions. It should be noted 

that as there were no ties in individual ranks for each 

condition, the individual correlation between ranks is 

equivalent to the Pearson product moment correlation 

coefficient, K (Glass & Hopkins, 1984, p.97). 

With regard to the professionalization of school 

psychology, this construct was assessed by calculating 

measures of frequency, central tendency, and dispersion with 

regard to professional affiliations and journal 

subscriptions. Attitudes toward professional autonomy were 

assessed through the use of the revised professional 

autonomy scale, with a mean score and standard deviation 

being calculated for each scale item and for the entire 

scale. In order to assess how well autonomy was being 

measured as a unified concept, the split half reliability of 
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the autonomy scale was computed using the Spearman-Brown 

reliability formula (Glass & Hopkins, 1989). 

Degree of commitment to school psychology was explored 

by calculating the likelihood of a respondent stating that 

s/he expected to work as a school psychologist in 1 as well 

as in 5 years. 

Lastly, many respondents inserted unsolicited anecdotal 

comments in response to various items on the questionnaire. 

Where appropriate, these responses were quoted to clarify 

and illustrate the findings of this survey. 
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CHAPTER 4 

RESULTS 

This chapter will present the results of the survey of 

Swedish school psychologists. It includes a profile of 

Swedish school psychologists, incorporating demographic data 

and data on training and professional practice, an analysis 

of the differences between training and professional 

practice, and a discussion of the professionalization and 

professional attitudes of Swedish school psychologists. 

Profile of Swedish School Psychologists 

The modal school psychologist in the sample is 

approximately 41 year old and female. The youngest school 

psychologist responding to this survey was 26 years of age, 

while the oldest was 64. The age and gender of the 

respondents to the SSPQ are presented in Table 5. The 

location of school psychologists mirrors the location of 

population centers in Sweden, with most school 

psychologists, (and, thus, most people) living in the 

southern one third of the country. Table 6 presents 

information on the number and percent of school 

psychologists per county, as well as information about 

county populations. 

A summary of the educational background of the 

respondents is presented in Table 7. All of the respondents 

except one (i.e., 99.8%) reported that their primary field 

of study during their university education was psychology. 
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Moreover, almost all school psychologists (i.e., 99%) 

indicated that they had received their university training 

at one of the five Swedish universities which offer a degree 

program in psychology, with the usual course of study 

consisting of classes in psychology, pedagogy (education) 

and sociology. Thirty percent of the sample indicated that 

their highest degree was a three year bachelor's-equivalent 

degree (called a "philosophy candidate") in psychology, six 

percent had a two year masters-equivalent degree (called a 

"philosophy license") plus the three year bachelor's 

equivalent degree , 63% indicated that they had a five year 

masters-equivalent degree (called "PEG") (this five year 

university degree program replaced the three year 

undergraduate degree program as well as the two year 

masters-equivalent degree program in the 1970's), and one 

percent of the sample reported that they had a doctor of 

philosophy (Ph.D) degree. Interestingly, of the five 

university programs in Sweden that offer degrees in 

psychology, 75% of the psychologists in the present sample 

were graduates of Uppsala University, Stockholm University, 

or Lund University. 

An internship in an applied setting, such as a school, 

is required before a master's level student can become a 

certified psychologist. As can be seen in Table 7, none of 

the doctoral level school psychologists, 4% of the school 

psychologists with a two year master's-equivalent degree, 
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and 44% of the school psychologists graduating under the 

five year master's-equivalent program had a school-based 

internship. 

A summary of the job history and activities of Swedish 

school psychologists is presented in Table 8. The results 

show that the Swedish school psychologists in the present 

sample had been psychologists for a mean of 11.5 years 

(SD=6.1), and school psychologists for slightly less time, 

-(i.e., K=10.0, SD=5.8). 

The mean number of different school psychology jobs per 

school psychologist was two (SD= 1. 2); however, less than 1% 

of the sample reported having had only one school job, with 

49.5% reporting two school jobs, and 50% reporting three or 

more school jobs. The majority (i.e., 59%) of school 

psychologists reported that they worked as a school 

psychologist less than full time ---with full time being 

defined as 40 hours per week. Forty-one percent of the 

respondents indicated that they worked full time in school 

psychology; 24% reported that they worked .75 time 

(approximately 30 hours per week), 32% reported that they 

worked half-time (approximately 20 hours/week), and 3% 

indicated that they worked less than half time. It should 

also be noted that 64% of the respondents indicated that 

they had past or current work experience as a psychologist 

in a non school setting. The number of school psychologists 

per municipality varied widely --- ranging from one part-



time school psychologist to over 100 school psychologists 

per municipality. The mean number of school psychologists 

per municipal area was 13 (SD=23.6), with the lower 16% of 

the sample reporting they were the only school psychologist 

in the municipal area, and the top 16% reporting that there 

were more than 20 school psychologists in their municipal 

area. Likewise, caseloads varied widelY between school 

psychologists. The mean estimated average caseload per 

school psychologist was 1644 students (SD=1108), with total 

caseload estimates ranging from four students with hearing 

impairments to 10,000 students. In addition, 25% of the 

sample reported that they had an assistant (usually a 

teacher) available for testing students (usually group 

academic achievement tests). 

In keeping with the fact that the school psychologist is 

hired by the local education authority, 57% of the school 

psychologists reported that they were under the supervision 

of the local school director or assistant school director. 

In those areas in which there were a number of school 

psychologists in a municipal area, 18% of the sample 

indicated that school psychologists were directly supervised 

by another school psychologist. Twenty-three percent of the 

respondents indicated that they were supervised by a 

headmaster. 

Respondents were asked to indicate what percentage of 

their time was spent with children from different grade 
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Table 5 

Demographic Characteristics of the Sample 

Age: -K=40.9 

SD=6.4 

Range= 26-64 years of age 

N=431 

Gender: Males 29% 

Females 71% 

N=425 
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Table 6 

County Population and Distribution of School Psychologists 

No. of School 

Psychologists 

County 

Stockholm 108 

Uppsala 24 

Sodermanland 15 

Ostergotland 14 

Jonkoping 16 

Kronoberg 10 

Kalmar 16 

Gotland 3 

Blekinge 7 

Kristianstad 14 

Malmohus 39 

Halland 7 

Goteborg och 

Bohuslan 21 

Alvsborg 12 

School Psychologists by County 

Percent of School 

Psychologists in 

County 

25.4 

5.6 

3.5 

3.3 

3.8 

2.3 

3.8 

.7 

1.6 

3.3 

9.2 

1.6 

4.9 

2.8 

County 

Population a 

1,593,333 

254,938 

249,479 

394,753 

301,413 

173,853 

237,417 

56,174 

150,258 

280,609 

753,075 

242,250 

721,553 

427,638 

84 



Table 6 (continued) 

Skaraborg 13 3.1 270,111 

Varmland 16 3.8 278,861 

Orebro 9 2. 1 269,620 

Vastmanland 13 3.1 254,423 

Kopparberg 10 2.3 283,191 

Gavleborg 13 3.1 287,691 

Vasternorrland 11 2.6 261,089 

Jamtland 8 1.9 133,543 

Vas,terbot ten 18 4.2 425,204 

Norrbotten 9 2.2 261,039 

Total: 431 

a1986 population estimate. 

Note. From Statistisk arsbok fur Sverige (p.25). 1989, 

Stockholm:Statistiska Centralbyran. 
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Table 7 

Educational Background and Training of the Sample 

Highest University Degree 

Number 

Bachelor's equivalent 126 

Masters equivalent 

2 year 

5 year (PEG) 

Ph.D. 

University Attended 

27 

270 

4 

Number 

Stockholm 97 

Uppsala 120 

Goteborg 78 

Lund 93 

Umea 36 

Other (not Swedish) 5 

% of sample 

30% 

6% 

63% 

1% 

% of sample 

23% 

28% 

18% 

22% 

8% 

1% 
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Table 7 (continued) 

School Based Internship 

Number % of Degree Holders 

bachelor's equivalent 0 0% 

masters equivalent 5 4% 

( 2 year) 

masters equivalent 116 44% 

( 5 year) 

Ph.D equivalent 0 0% 

Total 121 28% 

Field of Study for University Degree 

Number 

Psychology 427 

Other 1 

% of sample 

99.8% 

.2% 
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Table 8 

Employment History of the Sample 

Years as Psychologist 

K= 11.5 

SD=6.1 

Range=under 1 year to 29 

N=429 

Years as a School Psychologist 

K=10.0 

SD=5.8 

Range=under 1 to 35 

N=429 

Number of Different School Psychology Jobs Held 

K=1.9 

SD=1.2 

Range=1 to over 8 

N=426 
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Table 8 (continued) 

Psychology Work Experience in a Non-School Setting 

yes 

no 

Number 

275 

154 

Terms of Employment 

Number 

Full Time 

.75 Time 

.50 Time 

Less than .5 Time 

177 

102 

137 

11 

% of sample 

64% 

36% 

% of sample 

41% 

24% 

32% 

3% 

Number of School Psychologists per Municipality 

2£=13.2 

SD=23.6 

Range=l-over 100 

N=412 
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Table 8 (Continued) 

Supervisor of School Psychologists 

Number % of sample 

School Director 165 40% 

Associate School Director 72 17% 

Headmaster 97 23% 

Chief School Psychologist 75 18% 

Other 3 1% 

No One 3 1% 

Number of Pupils per School Psychologist 

K=1644 

SD=1108 

Helper Provided for Testing 

Range=4-10,OOO 

N=394 

Number % of sample 

Yes 

No 

108 

316 

26% 

74% 
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levels. As can be seen in Figures 3 and 4, school 

psychologists tend to work primarily with compulsory school 

children in the junior (grades one through three) and 

intermediate (grades four through six) levels, with 95% of 

the respondents to this survey indicating that they provide 

services to children in these grades, followed by children 

in the senior level (78% report that they provide services 

to children in grades seven through nine) and in the upper 

secondary school (20%). In addition, as can be seen in 

Figures 5 and 6, Swedish school psychologists provide 

services to children with a wide variety of diagnostic 

conditions, although the majority of their work time is 

devoted to children with emotional or behavioral 

difficulties (99%) and children with learning/academic 

problems (97%). A few respondents indicated that they 

"orked primarily with foreign-born children, and spent the 

majority of their work time with children of a common 

national/ethnic group (e.g., Finnish children). 

School Psychology Training and Practice 

The school psychologists in the present study were asked 

to rate the amount of emphasis given to specific job skills 

during both their university training and professional 

practice. Based on these ratings, the degree of congruence 

between training and practice was then determined by 

subtracting the rated amount of emphasis for a particular 

job skill during professional practice from the rated amount 
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of emphasis given a particular skill during university 

training --- with a positive score indicating more emphasis 

during university training and a negative score indicating 

more emphasis during professional practice. Table 9 

presents the mean difference scores for each job skill 

listed, as well as the probabilities associated with these 

mean differences. Data in this table should be interpreted 

cautiously as the use of multiple ~-tests increases the 

probability of finding significant differences and, combined 

Kith the large number of respondents in the sample, the 

resulting high degrees of freedom value increases the 

probability of finding a false statistically significant 

effect and/or finding a statistically significant effect 

which may not have comparable practical significance (Glass 

& Hopkins, 1984). In order to control for the effect of 

mUltiple correlations on the same data set a .05 confidence 

level of .004 used for all 25 comparisons (Kirk, 1968). 

As can be seen from Table 9, there are four skill areas 

that were rated as having significantly greater emphasis 

during university training than during practice: 

interviewing, evaluating students with rating scales and 

checklists, applying behavioral treatment programs, and 

research. In contrast, there were 19 job skill areas that 

were rated as having significantly greater emphasis during 

professional practice than during university training, 

namely: observation,individual academic testing, 
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Table 9 

Significance of Differences of Role Skills -- Training Minus 

Practice 

Role Skills 

Difference 

of Means 

OBSERVATION 

INDIVIDUAL PERSONALITY TESTING 

INDIVIDUAL ACADEMIC TESTING 

GROUP TESTING 

INTERVIEWING 

DEVELOPMENTAL ANALYSIS 

RATING SCALES AND CHECKLISTS 

SELF OBSERVATION FOR CHILDREN 

INDIVIDUAL IQ TESTING 

PSYCHOANALYTIC TREATMENT 

BEHAVIORAL TREATMENT 

FOCUS ON INDIVIDUAL CHILDREN 

FOCUS ON GROUPS OF CHILDREN 

FOCUS ON FAMILIES 

-.8039 

.1397 

-.3483 

.2054 

-.6146 

.8228 

.4612 

-.5069 

.0827 

-.2702 

.4591 

-.4369 

-1.3300 

-1.2625 

CONSULTATION WITH ADMINISTRATOR-1.9674 

CONSULTATION WITH TEACHERS -2.7104 

CONSULT WITH OTH SCL PERSONNEL -2.1604 

CONSULTATION WITH PARENTS -2.0898 

CONSULT WITH INDIV PUPILS -1.3225 

1. 274 

1. 454 

1. 363 

1.309 

1.148 

1. 435 

1. 283 

1.046 

1.328 

1.551 

1.281 

1.359 

1. 363 

1.459 

1.321 

1. 178 

1. 175 

1.305 

1. 440 

1:. 

Value 

-12.75 a 

1. 94 

-5.12a 

3.17a 

-10.84a 

-11.64 a 

7.18 a 

-9.20a 

1. 26 

-3.47 a 

6.98 a 

-6.40a 

408 

408 

402 

409 

410 

412 

399 

361 

411 

396 

379 

396 

-19.44 3 397 

-17.31 3 400 

-29.75 3 399 

-46.25 3 404 

-36.72a 399 

-32.08 a 401 

-18.37 a 400 
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Table 9 (Continued) 

DEVELOP GEN TREATMENT PLANS 

DEVELOP EDUCATIONAL PROGRAMS 

-1.6173 

-1.0077 

DEVELOP INFORMAL STAFF RELATION-1.6864 

SKILL TRAINING FOR SCL STAFF -1.4550 

WORK ON AN ADMINISTRATIVE LEVEL-1.4264 

CONDUCTING RESEARCH 1.50000 

1. 374 

1. 267 

1. 358 

1.238 

1.280 

1.347 

-23.30 a 392 

-15.67 a 388 

-24.49 a 389 

-22.85 a 378 

-21.92 a 387 

22.27a 400 

Note. Negative difference of means = more emphasis in 

practice. Positive difference of means = more emphasis in 

training. 

aSignificant at <.004 level. 
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interviewing, developmental analysis,teaching self 

observation skills to children, psychoanalytic treatment, 

focusing on individual and on groups of children, focusing 

on families, consultation with teachers, administrators, 

other school personnel, parents, and pupils, developing 

general treatment plans, developing educational programs, 

developing informal staff relations, skill training for 

staff, and administrative work. Parity in emphasis (i.e., a 

non-significant difference) between training and practice 

was reported in only two areas: individual IQ testing and 

individual academic testing. 

Swedish school psychologists in this study were asked to 

rank order the amount of emphasis given to five role 

functions: assessment, treatment, consultation, 

organizational development, and research. In addition, they 

were given the option of noting an additional role function, 

and asked to rank each of the 5-6 role functions in terms of 

the emphasis they received during their university training 

and current professional practice, as well as their 

perceived level of competence in each of these areas. They 

were also requested to rank each role in terms of how much 

emphasis should be assigned to each of these role areas in 

their respective ideal job as a school psychologist. These 

rankings are presented in Table 10 --- with lower mean 

scores yielding higher rankings. Almost none of the 

respondents added role functions to their survey. For those 

99 



~-----

individuals who did include a sixth role area, their ranked 

responses were re-ranked with the "other" category 

eliminated. 

As can be seen from Table 10, the school psychologists 

in this sample reported that during their university 

training assessment was the most emphasized area (K=1.9), 

followed closely by treatment (!=2.6) and research (K=2.7). 

Consultation and organizational development were the lowest 

ranked emphases (!=3.8 and K=3.9 respectively). In 

contrast, consultation was ranked as the most emphasized 

role area in their current employment (K=1.8), followed by 

assessment (K=2.2) and treatment (K=2.7). Research, which 

ranked third during university training was ranked fifth 

with respect to professional practice. In terms of 

perceived level of competence, the present sample of school 

psychologists saw themselves as most competent in 

consultation (K=2.4) and assessment (K=2.4), and least 

competent in research (!=4.l). It is interesting to note 

the role function rankings for current job are identical to 

those given for perceived competence. 

School psychologists were also asked to rank these five 

role functions in terms of their relative emphasis in an 

ideal job. In contrast to both university training and 

professional practice, consultation (!=1.8) and 

organizational development (!=2.3) were ranked first and 

second, respectively, with assessment (K=3.2) and treatment 
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Table 10 

Rank Order of Role Functions 

Assessment 

Treatment 

Consultation 

Training 

Rank=1 

K=1. 9 

SD= 1.0 

Rank=2 

X=2.6 

SD=1.2 

Ran!t=4 

X=3.8 

SD=l.l 

Organizational Rank=5 

Development K=3.9 

Research 

SD=1. 0 

Rank=3 

K=2.7 

SD=1.5 

Current Job 

Rank=2 

K=2.2 

SD=.97 

Rank=3 

K=2.7 

SD=l.l 

Rank=l 

X=1.8 

SD= 1. 0 

Rank=4 

X=3.5 

SD=.9 

Rank=5 

-K=4.8 

SD=.7 

Ideal Job 

Rank=3 

K=3.2 

SD=1.1 

Rank=4 

X=3.3 

SD=1.2 

Rank=l 

K=1.8 

SD=1. 0 

Rank=2 

K=2.3 

SD=1.2 

Rank=5 

K=4.3 

SD=l.l 
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Competence 

Rank=2 

K=2.4 

SD= 1. 2 

Rank=3 

X=2.9 

SD=1.3 

Rank=l 

K=2.4 

SD=1.3 

Rank=4 

K=3.3 

SD=1.2 

Rank=5 

X=4.1 

SD=1.3 
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(K=3.3) being ranked third and fourth respectively. 

Consistent with its previous ranking in professional 

-practice, research is ranked fifth (K=4.3). 

In order to assess the degree of agreement among ranks 

across conditions, a within person correlation of ranks was 

computed for each of the six possible combinations of 

conditions. A mean individual correlation of ranks was then 

calculated, and is presented in Table 11. The results 

showed that the mean correlation among ranks is quite small 

for each of the comparisons involving university training, 

~ith the smallest correlation being found between university 

training and professional practice. The correlations 

reflecting the relationship between current job, ideal job, 

and competence are much stronger, and have less variability. 

Respondents were also asked to indicate areas in which 

they would like to receive continuing education and 

training. A wide variety of topics were mentioned. Almost 

one-third of the respondents indicated that they would like 

continuing education in treatment methods --- incorporating 

treatment for both psychologically-based and academic or 

learning-based problems, organizational development and 

consultation. The most frequently noted areas for 

continuing education and training are noted in Appendix F. 

With regard to different types of intervention procedures, 

these included mention of several types of therapy (e.g., 

group therapy, behavior therapy, etc.) as well as techniques 
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for the remediation of specific deficits. Appendix G lists 

the different types of intervention procedures that 

respondents mentioned in answering this continuing education 

question. 

Other types of training noted by the respondents are 

noted in Appendix H, and include conflict management, 

various subfields of psychology (e.g., neuropsychology), and 

strategies for avoiding burnout. 

Professional Identity of Swedish School Psychologists 

In order to determine the professional identity of 

Swedish school psychologists, respondents were asked about 

their professional memberships and affiliations, as well as 

about the nature of the professional journals and 

newsletters to which they subscribe. As can be seen in 

Table 12, 8% of the sample were certified teachers, while 

82% were certified psychologists (requiring a five year 

degree program in psychology or its equivalent, plus a 

supervised internship). Four percent of the respondents 

also indicated that they were certified psychotherapists 

(i.e., had completed a private institute program of study in 

psychotherapy -- a program that is not connected with any 

university based psychology program). 

Almost all school psychologists (96%) indicated that 

they belong to a work union. Sixty-four percent of the 

sample reported that they belonged to one or more psycholog~' 

interest groups (such as the school psychology interest 
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Table 11 

Mean Correlations of the Four Role Function Conditions 

Mean !: SD N 

Training-Current Job .008 .577 285 

Training-Ideal Job -.299 .579 266 

Training-Competence .133 .589 223 

Current Job-Ideal Job .554 .392 288 

Current Job-Competence .560 .481 233 

Ideal Job-Competence .466 .536 230 



group, the preschool psychology interest group, the mental 

retardation psychology interest group, and so forth, of the 

Swedish Psychological Association}, with 50% of the sample 

indicating that they belonged to the school psychology 

interest group. In addition, 12% of the sample indicated 

that they belonged to a therapy association (including such 

therapy associations as behavior therapy, psychoanalysis, 

etc.), and 5% of the sample belonged to more general mental 

health associations. Almost no school psychologists (i.e. 

1%) belonged to an international school psychology 

association. 
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Swedish school psychologists were also queried with 

regard to their subscriptions to professional publications. 

As can be seen in Table 12, 80% of the respondents indicated 

that they subscribed to the newsletter of the Swedish 

Psychological Association. In addition, 54% of the 

respondents indicated that they subscribed to the newsletter 

of the school psychology interest group. Twenty-five 

percent of the sample reported that they subscribe to either 

pedagogical journals oriented towards the education of 

either preschool or school children, and 2% of the sample 

reported that they subscribed to special education journals. 

Forty-two percent of the sample reported that they 

subscribed to other types of professional journals, 

including general mental health newsletters. Lastly, it 

should be noted that six percent of the sample reported that 
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Table 12 

Professional Affiliations 

Certifications 

Certified Teacher 

Certified Psychologist 

Certified Psychotherapist 

Memberships 

Membership in a Work Union 

Membership in a Psychology 

Interest Group 

Nembership in the School 

Psychology Interest Group 

Nembership in an Inter-

national School Psychology 

Interest Group 

Nembership in a Therapy 

Association 

l-lembership in a General 

Professional Association 

Yes 

8% 

82% 

4% 

96% 

64% 

50% 

1% 

12% 

5% 

No 

92% 

18% 

96% 

4% 

36% 

50% 

99% 

88% 

95% 

106 

N 

430 

426 

427 

427 

427 

405 



Table 12 (Continued) 

Subscriptions 

Newsletter of the Swedish 

Psychology Assn 

Newsletter of the School 

Psychology Interest Group 

Scandina~ian School and/or 

Preschool Journal 

Scandinavian Special 

Education Journal 

English Language Psychology 

Journal 

Yes 

Other Journals and Newsletters, 

Including those of General 

Associations 

80% 

54% 

25% 

2% 

6% 

42% 
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No N 

20% 429 

46% 429 

75% 429 

98% 429 

94% 429 

58% 429 



Table 13 

Mean Autonomy Scale Responses 

1.1 BELIEVE I SHOULD ADJUST MY PRACTICE OF 

SCHOOL PSYCHOLOGY TO THE ADMINISTRATION'S 

POINT OF VIEW. 

2.TYPICALLY THE ADMINISTRATION IS BETTER 

QUALIFIED TO JUDGE WHAT IS BEST FOR THE 

STUDENT THAN I AM. 

3.SCHOOL PSYCHOLOGISTS WHO OPENLY CRITICIZE 

ADMINISTRATION OF THE SCHOOL SYSTEM SHOULD 

BE ENCOURAGED TO GET A JOB IN ANOTHER SCHOOL 

DISTRICT. 

4.THE SCHOOL SYSTEM SHOULD NOT EXPECT TO 

HAVE MY WHOLEHEARTED LOYALTY AND SUPPORT.a 

5.IT SHOULD BE PERMISSIBLE FOR ME TO VIOLATE 

A SCHOOL SYSTEM RULE IF I AM SURE THAT 

THE BEST INTERESTS OF THE STUDENT WILL BE 

SERVED BY DOING so.a 

6.IN CASE OF DOUBT ABOUT WHETHER A PARTICULAR 

PSYCHOLOGY PRACTICE IS BETTER THAT ANOTHER, 

THE PRIMARY TEST SHOULD BE WHAT SEEMS BEST 

FOR THE OVERALL REPUTATION OF THE SCHOOL 

SYSTEM. 
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4.27 1. 23 

5.62 .61 

5.52 .80 

3.84 1. 49 

4.60 1. 33 

5.04 1. 23 



Table 13 (Continued) 

7.1 SHOULD TRY TO PUT WHAT I JUDGE TO BE 

STANDARDS AND IDEALS OF SCHOOL PSYCHOLOGY 

INTO PRACTICE EVEN IF THE RULES AND 

PROCEDURES OF THIS SCHOOL SYSTEM DISCOURAGE 

IT. a 

8.1 BELIEVE THE ADMINISTRATORS AND SCHOOL 

BOARD MEMBERS SHOULD FACILITATE MY WORK 

RATHER THAN DIRECT IT.a 

4.90 

4.92 
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1. 10 

1. 24 

Note. altern is reverse scored, Hith score converted so that 

all scores range from l(low autonomy) to 6(high autonomy). 
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Table 14 

Future Career Plans of School Psychologists 

One Year Career Plans a 

Five Year Career Plans b 

aN=426. bN=414 

Remain a School Psychologist 85% 

Work in Another Job-Psychology 8% 

Non-Psychologist Job 

Don't Know 

Retired 

3% 

3% 

1% 

Remain a School Psychologist 45% 

Work in Another Job-Psychology 22% 

Non-Psychologist Job 

Don't Know 

Retired 

13% 

18% 

2% 
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they subscribed to an English language psychology journal. 

English language journals subscribed to included the journal 

of the international school psychology association, School 

Psychology International, English language behavior therapy 

journals, as well as journals published by the American 

Psychological Association. 

In addition to examining the professional memberships 

and subscriptions, respondents were queried regarding their 

perceived level of autonomy from the school administration 

in making decisions pertaining to their field of expertise. 

The means and standard deviations for each autonomy item are 

presented in Table 13. The mean autonomy score on this 

measure was 4.84, suggesting that school psychologists 

perceive themselves as having autonomy from school 

administration in making decisions within their field of 

professional expertise. The split-half reliability of the 

scale, calculated according to the equal length Spearman

Brown reliability formula, was .575, suggesting that the 

concept of professional autonomy, as measured by this scale, 

is complex and encompasses a number a facets. 

Lastly, degree of commitment to psychology in general 

and school psychology in particular was assessed by asking 

respondents about their one year (i.e., next year) and five 

year career plans. The responses to these questions can be 

seen in Table 14. Eighty-five percent of the respondents in 

the present study anticipated working as school 



psychologists next year, while 8% indicated that they did 

not anticipate working as school psychologists, but did 

anticipate working as psychologists. Three percent of the 

respondents indicated that they did not anticipate working 

in psychology next year, and three percent did not know 

where or in which field they would be employed. 
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The results of the five year career plan questionnaire 

items suggested that less than half (i.e.,45%) of the 

current school psychologists anticipated working as a school 

psychologist in five years. Twenty-two percent of the 

school psychologists in the present study anticipated 

working as psychologists, usually in a clinic setting, while 

18% didn't know where or in what field they would be 

~orkillg, and 13% anticipated moving into a non-psychologist 

job. 
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Chapter 5 

Discussion 

The present study was designed to establish a profile of 

the demographic characteristics, training, actual roles, 

ideal roles of Swedish school psychologists, to compare 

their training and professional practice, and to consider 

their professionalization and professional attitudes. The 

data gathered will be compared, where appropriate, with 

studies of school psychology in the United States and other 

countries. 

Swedish school psychologists appear to be similar to 

their colleagues in the United States, of whom 60% are 

female (Ramage, 1986), as well as to their colleagues in 

other countries (Oakland & Saigh, 1987). With respect to 

the reason(s) why a majority of the school psychologists are 

female both in Sweden and in other countries, Oakland and 

Saigh (1987) hypothesize that such disproportionate 

representation of women is a function of the lower status of 

this specialty area within the field of psychology, as well 

as a function of the lower status of working in school 

settings as opposed to a mental health clinic setting. 

When one examines the history of psychology in the 

United States, Oakland and Saigh's hypothesis apparently 

receives some support --- with 27% of the membership of 

Division 12 of APA (clinical psychology) being female as 

opposed to 45% of Division 16 (school psychology; APA, 
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1989), and a disproportionate number of female to male 

school psychologists amongst the membership of NASP (e.g., 

Ramage, 1986; Reschly, Genshaft, & Binder, 1987). However, 

this hypothesis tends to break down when one examines trends 

over time in the male-female ratio of Division 12 and 

Division 16 of APA. For example, among Division 12 and 

Division 16 members who have had their highest degree for 

25-34 years, the percentage of members who are women are 16% 

(~=152) and 31% (~=88) respectively; for those who have had 

their highest degree for 15-19 years the percentages are 23% 

(~=215) and 38% (~=150) respectively; for those who have had 

their highest degree for 5-9 years the percentages are 38% 

(~=352) and 50% (~=201) respectively; and, for those who 

have had their highest degrees for less than 5 years, the 

percentages are 46% (~=153) and 54%(~=78), respectively. 

Clearly, the percentage of females in the membership of each 

applied specialty area is increasing, with the trend 

regarding the male-female ratio approaching parity, and the 

trend in clinical and school psychology somewhat higher than 

parity. In addition, while traditionally the total number 

of male graduates of doctoral programs in psychology has 

been higher than the total number of female graduates, this 

number reached parity in 1986 --- with the absolute number 

of male doctoral-level graduates decreasing over the past 

five years and the absolute number of female doctoral 

graduates increasing (e.g., APS Observer, 1989). Of the 
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3058 doctoral psychology degrees granted in 1988, 55% were 

granted to females and 45% were granted to males, whereas in 

1973 the number of females receiving doctorates was 717 

(28%) while the number of males receiving doctorates was 

1741 (72%; "Minorities & Women", 1989). Thus, although 

historically Oakland & Saigh's analysis may have some 

support, present trends tend to question the validity of 

their hypothesis for the United States. A similar trend 

analysis would have to be performed to determined if such 

changes have also occurred in Swedish school psychology, as 

well as in other areas of psychology. 

Swedish school psychologists are more likely to work in 

urban as opposed to rural areas --- with the vast majority 

of school psychologists working in the more densely 

populated southern one-third of the country. This heavy 

concentration of school psychologists working in urban 

versus rural settings is also consistent with findings from 

other countries (e.g. Ritchie, 1985; Solheim, 1984). 

With respect to training, the results of the present 

study indicate that Swedish school psychologists are trained 

generically as psychologists --- not as school 

psychologists. In contrast to this finding, Fagan (1986) 

notes that in the United States most school psychologists 

are trained as school psychologists, and are prepared for 

entry into the field through attending accredited school 

psychology programs, staffed with faculty that have been 



trained as school psychologists. This level of focused 

training, however, is not consistent with the training of 

school psychology in other countries (see, for example, 

Catterall, 1976, 1977, 1979; Leyssner & Steinhausen, 1986; 

Meazini, 1985; Wechsler & Gomes, 1986). 
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The data show that the majority of Swedish school 

psychologists have a master's-equivalent degree (a 

"Philosophy License" or a "PEG" degree), or a Ph.D. This 

level of training compares quite favorably with the training 

of school psychologists in other countries (see, for 

example, Africa, 1977; Basson, 1977; Danquah, 1987; el 

Sendiony, el Marzouky, el Ghamedy, 1987; Raviv, 1984; Raviv 

& Weisner, 1985; Ziv, 1977). In the United States, both APA 

(1981) and NASP (1984a) have been instrumental in pushing 

for the establishment of standards for the training of 

school psychologists. Of practicing school psychologists in 

the United States, Reschly, Genshaft and Binder (1987) 

reported that 29% of the school psychologists in their 

sample had a master's degree, 50% had a specialist degree, 

and 21% had a doctorate. 

Several writers have commented on the nature of 

psychology training being a function of the cultural context 

in which it takes place (e.g., Ardila, 1982; Kaplan and 

Kaplan, 1985; Russell, 1984). For example, in discussing 

the cultural context in which psychology training and 

practice take place, Russell (1984) suggested that 
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psychology is most accepted and most likely to be utilized 

in cultures that are similar to the western culture in which 

the field developed. Similarly, McLoughlin (1985) has 

suggested that school psychology training in the United 

States has been shaped by forces within the American 

culture. Thus, given that Sweden is a western 

industrialized nation, it is not surprising to find that 

training in applied psychology, as well as the professional 

practice of psychology, is quite well established. 

Swedish school psychologists receive no formal training 

in school psychology, only in psychology. This is in 

contrast to the primary focus of training of school 

psychologists in the United States (Curtis & Zins, 1989), 

but consistent with the tl'aining of school psychologists in 

many other countries (e.g, Raviv, 1984; Spelling, 1985). Of 

the various role functions commonly attributed to school 

psychologists, the data indicate that assessment received 

the most emphasis during psychology training, followed by 

treatment, research, consultation, and organizational 

development. These rankings were found to be significantly 

different on the job, suggesting a gap between what is 

covered at the university and the role functions expected of 

school psychologists on the job. A gap between training and 

practice has also been found for American school 

psychologists (Fisher, et al., 1986; Meacham & Peckham, 

1978). 



~-.-----

118 

In their review of international school psychology, 

Oakland and Saigh (1987) note that having a teaching 

certificate and teaching experience are often required of 

school psychologists in many countries. This is clearly not 

the case in Sweden. This is not to say, however, that 

courses in education (pedagogy) are ignored. They 

constitute part of the core curriculum required of all 

students in the new five year applied psychology program (L. 

Melin, personal communication, 1988). 

The question of whether teaching experience is helpful 

in the practice of school psychology has been the subject of 

investigations in the United States, where one fourth of the 

school psychologists have elementary, secondary and/or 

counselor certificates (Ramage, 1986). In studying this 

issue, Gerken & Landau (1979) asked teachers, supervisors of 

psychological services, and building principals to rate 

their level of satisfaction with school psychologists. The 

authors compared the ratings of school psychologists who 

also had teaching experience with the ratings of school 

psychologists without teaching experience. They found no 

clear-cut pattern of differences in the ratings of the two 

groups of school psychologists across teachers, building 

principals, or supervisors of psychological services, and 

reported that supervisors of school psychological services 

rated school psychologists without teaching experience as 

more likely to be effective overall. 
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An internship in an applied setting, such as a school, 

is required of those students in the Swedish master's

equivalent training program who wish to become registered 

psychologists. The data show that most of the registered 

psychologists did not have a school based internship. As 

this study did not investigate the reasons why a particular 

internship site had been chosen by the survey respondents, 

it is difficult to know whether the low rate of school based 

internships is due to the unavailability of school based 

internship sites, or to a preference for a more clinical 

internship setting. 

In terms of employment, data gathered in this study 

suggest that the conditions of employment for school 

psychologists in Sweden tend to vary widely. Some of the 

school psychologists provide services to a large number of 

children, while others serve a more restricted number. In 

some school districts the school psychologists were part of 

department consisting of several school psychologists and 

supervised by a chief school psychologist, while in other 

districts there was a solitary school psychologist who was 

employed on a part time basis. Some school psychologists 

reported that their school districts contained a sizeable 

number of children of a non-Swedish ethnic background, while 

others reported that they worked with an ethnically 

homogeneous population. In addition, the roles and 

functions of school psychologists vary widely. 
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In those LEA's in which a number of school psychologists 

are employed, a chief school psychologist is likely to be 

the supervisor of school psychological services. This 

pattern is not unlike that advocated by NASP for school 

psychology in the USA (NASP, 1984b). The data show that the 

majority of the respondents were supervised by someone other 

than a psychologist. Given that 16% of the survey 

respondents reported that they were the only school 

psychologist in their school district, this finding is not 

surprising. 

The size of the average caseload of survey respondents 

varied widely. Data gathered in this study yield a school 

psychologist:student ratio of 1:1644. This ratio is below 

the ratio of one school psychologist for every 6000-7500 

students recommended in the 1956 UNESCO report (Wall, 1956), 

and is comparable to the 1:1400 ratio reported for another 

Scandinavian country, Denmark (Poulsen, 1987). It is below 

the 1:2000 recommended for American school psychologists by 

NASP (Fagan, 1988; Ramage, 1986). 

In the present study, survey respondents were asked to 

rank five role functions in terms of the emphasis they 

received during their university training and current 

professional practice, how much emphasis should be assigned 

to each of these role functions in an ideal school 

psychology job, and their perceived level of competence in 

each of these areas. Rankings on a similar list of roles 
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were compiled on samples of American school psychologists by 

Meacham and Peckham (1978) and by Fisher, et al. (1986). A 

comparison of the rankings obtained by Fisher, et al. (1986) 

with those of the present study suggests that for both 

samples assessment is a highly ranked role function during 

training (# 1 for both samples) and on the job (# 1 for the 

American sample and # 2 for the Swedish sample). In terms 

of ideal job, consultation is ranked # 1 by both samples, 

while assessment is ranked # 2 by the American sample and # 

3 by the Swedish sample. Interestingly, the Swedish sample 

ranked consultation as their most important role function (# 

3 for the American sample) and as the role function in which 

they feel most competent (# 3 for the American sample). The 

Swedish sample ranked organizational development # 2 in 

terms of their ideal job -- although they ranked it # 4 in 

terms of their perceived competence in that area. A 

comparison of rankings on current and ideal job for the 

S~edish sample suggests that they would like to do more 

consultation and organizational development work (ranked # 1 

and # 2, respectively), although consultation and 

organizational development were ranked fourth and fifth 

during training, and organizational development was ranked 

fourth in terms of level of competence. Treatment 

(remediation), and research are ranked # 3 or lower for both 

samples across all conditions. 

Given the emphasis placed on consultation in the 
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American school psychology literature (e.g., Brown, 

Pryzwansky, & Schulte, 1987; Curtis, & Meyers, 1985; Feld, 

Bergan, & Stone, 1987; Hawryluk, & Smallwood, 1986; Smith, & 

Lyon, 1985) the cross-national differences in rankings are 

quite interesting. The different cultural contexts of 

Swedish and American school psychology may be in part 

responsible for this differential. In the United States, 

the mandate for assessment arising out of PL94-142 serves as 

a driving force behind this role function. This is not the 

case in Sweden, where there is no legislative mandate for 

school psychology or for any of the school psychologist's 

role functions (Mellden, 1977). If anything, the school 

psychologist, as a resource for teachers in the "working 

unit" to turn to for help solving problems (Stenholm, 1984), 

is defined as a consultant. In that context the roles that 

may be seen as most important on the job are those of 

consultation and assessment. 

In addition, the individual school psychologist, the 

local school, the LEA, the county school board, and so forth 

may all have different role expectations for the school 

psychologist. Studies of the Swedish school system (e.g., 

Berg, 1984; Hambler & Wallin, 1984; Odin, 1984; Tangured & 

Wallin, 1984; Wallin, Soderstrom & Berg, 1986) suggest that 

the organizational structure of the school system is well 

defined and resistant to change, and that school 

psychologists, who are represented by a relatively weak 



psychologist's union (as opposed to the strong teacher's 

union), are in a poor bargaining position in terms of 

strengthening their roles in the schools. Perhaps the 

higher ranking organizational development among Swedish 

school psychologists (as well as the relatively low ratings 

of their perceived competence in this area) reflect their 

efforts to insure a secure position for their services. 
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In terms of whether Swedish school psychology meets the 

characteristics of a profession (e.g., Pavalko, 1971) the 

results of this study suggest that Swedish school psychology 

is grounded in psychology. The justification of school 

psychology practice in abstract widely held values such as 

public good was not measured directly in the present study. 

Ho~ever, serving the public good is one of the 

justifications of applied (clinical) psychology, and as such 

we would expect school psychologists to agree with this 

value. The data indicate that school psychologists have 

received specialized training, and belong to a professional 

subculture, as reflected in their respective memberships and 

their specialized journal subscriptions. However, the data 

gathered in this study again tend to suggest that their 

affiliation is with psychology in general rather than with 

school psychology as a specialty area. 

In terms of the motivational basis of work being 

reflected in a desire to serve the clients and the public, 

as opposed to self-interest and monetary gain, this issue 
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was not investigated in the present study. However, 

anecdotal evidence suggested that school psychologists in 

general did not appear to choose their profession because of 

a desire for monetary gain, as the general range of salaries 

in Sweden is very restricted across all professional groups. 

A few respondents, on the other hand, did indicate that they 

anticipated leaving the field because of their desire for a 

higher salary. 

The issue of school psychologists engaging in 

autonomous, self regulated work was addressed indirectly 

through the attitudinal autonomy scale. Responses on this 

scale (grand mean score = 3.87) suggests that Swedish school 

psychologists see themselves as moderately autonomous. 

However, this finding may be biased since several of the 

respondents noted that questions on the autonomy scale were 

difficult to answer. Several reasons emerged which might 

account for this difficulty. First, some Swedish school 

psychologists almost see themselves as part of the school 

district administration. For example, one respondent noted 

that: 

"You think there are different interests in the 

administration and among school psychologists which is 

not necessarily the case •.•. The school psychologist must 

be part of the school system to be able to make 

changes." 

Second, the social organization of the Swedish 
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educational system supports the conceptualization of the 

school psychologist as part of the administration. Under 

the SHedish laH of co-determination, worker representatives 

(including school psychologists) must participate in 

organizational decision making. To the extent that the 

school psychologist has an investment in the administrative 

decision making process, school psychologist autonomy may be 

compromised. 

Third, is the Swedish view that the school district 

administration does not have the jurisdiction to make 

specific case-by-case decisions. Rather, the role of the 

administration, as interpreter of the national curriculum, 

is to provide the guidelines, or frames, which then are used 

to provide the justification for individual decisions (see, 

for example, Wallin, 1984; Wallin, Soderstrom, & Berg, 

1986). Some of the comments reflecting this line of thought 

were the follo~ing: 

"The questions are proposing a contradiction that 

logically is not necessary. LRG-80 doesn't build on 

those contradictions." 

"I think that the school should make my work easier and 

give me the frames." 

"They do make my work easier. LRG gives the general 

lines. If school board gives directive about priorities 

I think that's okay." 

Lastly, Swedish cultural values stress group decision-



making. For example, within the school, authority for 

classroom instructional decision-making rests primarily in 

the work unit, which consists of a handful of teachers and 

other staff (including the school psychologist). The 

concept of the autonomous school psychologist may be 

somewhat unsettling. 

that: 

For example, one respondent noted 

"The situation where I work is not like this. There 

aren't any deep 0ontradictions between school 

administration and school psychology goals. You 
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work in teams where you are one person among others that 

try to have the best solution to problems." 

Nevertheless, the possibility of autonomous action does 

exist. Interestingly, Swedish school psychologists seek to 

soften their discussions of the potential for organizational 

conflict inherent in having the power to make autonomous 

decisions by noting that: 

"If I were sure, I would ask for exemption and I'm sure 

that I should get it." 

"I think that a school psychologist can manage well if 

she/he has the administrator's confidence." 

"I have been working a lot with school development in 

connection with LRG-80. I'm very tired of all 

conservatives who think that they can do as they want 

and sabotage all developmental work. This makes me very 

extreme on most questions. In reality I think I'm not 



as rigid as this looks." 

In terms of licensure and certification, neither are 

required for practice as a school psychologist in Sweden. 
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It is interesting to note, however, that 82% of the 

respondents indicated that they were licensed psychologists. 

Additionally, in response to the request for specification 

of topics for future training, a number or respondents 

indicated that they wished for specific training that lead 

to licensure (i.e., workshops in the areas that are 

prerequisite for licensure). Licensure, while not necessary 

for employment as a school psychologist, is a prerequisite 

for other psychology jobs, and is held in high esteem among 

practicing psychologists. 

This study did not investigate whether Swedish school 

psychologists experienced a sense of commitment to their 

work, or whether they felt a sense of community. To the 

extent that only 45% of the respondents clearly anticipated 

working as a school psychologist in five years raises some 

question as to whether the school psychologists sampled feel 

a sense of commitment to their work. If anything, the sense 

of commitment seems to be to psychology (with 22% of the 

respondents anticipating leaving school psychology within 

five years and seeking other psychology -- usually clinical 

psychology work). Given that the professional practic~. __ . 

of psychology (in all specialty areas) is not linked to 

advancement or special privilege of any kind, it is hard to 
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conceptualize school psychology as a means to an end, rather 

than as an end in itself. In terms of a sense of community, 

school psychologists, through their professional training, 

affiliations and licensure are most likely to see themselves 

as belonging to the community of psychologists rather than 

having an affiliation to a specialized community of school 

psychologists. 

Lastly, the practice of school psychology is not 

governed by a specific school psychology code of ethics. 

Rather a well developed psychology code of ethics is in 

place and is seen as guiding psychology practice (including 

school psychology) in general (Mellden, 1977). 

Limitations of the Study 

The present study was designed to be exploratory in 

nature, as a data base on school psychology in Sweden was 

not available, and data on school psychology in other 

countries are quite limited. As a consequence, no formal 

testable hypotheses were formulated or tested in this study. 

It is hoped that the data presented here will stimulate 

further research on Swedish school psychology as well as on 

school psychology in other countries. 

The questionnaire developed for this survey was 

formulated in English and was derived from previous studies 

of school psychology and of professionalization in the 

United States. However, responses to some of the items on 

the questionnaire, particularly items on the autonomy scale, 
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suggest that the item meanings may differ between countries, 

making interpretation of the findings somewhat problematic. 

Comments made on returned questionnaires suggest that 

Swedish school psychologists may not define the concept of 

professional autonomy in the same way as it has been defined 

in studies conducted in the United States. Additionally, 

even though similar questions are asked of Swedish and 

American samples, any comparisons of responses must be 

interpreted with great caution because of differences in 

sampling procedures and in the time that the studies were 

conducted. 

Lastly, although the use rate for responses to this 

survey (53%) was quite high when compared to the use rates 

obtained in other surveys of school psychologists, a higher 

use rate would have been preferred. 

Future Research 

Due to the paucity of research on school psychology in 

other countries, and the paucity of cross cultural school 

psychology research, there are numerous areas that would be 

of interest for future research. The development of a data 

base on school psychology training and practice in different 

countries is strongly recommended. In addition, the 

replication of such studies at different points in time will 

facilitate trend analysis in the areas of school psychology 

training and practice. 

The questionnaire developed for this study incorporated 
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questions involving the concept of professionalization, as 

that concept has been defined in the literature. However, 

the meaning of this concept for Swedish school 

psychologists, as expressed in attitudes toward professional 

autonomy, was not clear. Further research aimed at 

clarifying the nature and parameters of professional 

autonomy is recommended. In addition, the definition of 

this concept for American school psychologists has not been 

investigated. Cross-national research on the meaning of 

professional autonomy for school psychology is recommended. 

The long term (five years) career plans of respondents 

to this survey raise several questions concerning the level 

of, and factors contributing to, job satisfaction among 

Swedish school psychologists. Further research addressing 

these issues, both in Sweden and in other countries, would 

be of interest. 

In summary, the present study yielded an abundance of 

information regarding professional school psychology in 

Sweden, as well as highlighted what remains unknown about 

Swedish school psychology and school psychology from an 

international perspective. Further research in these areas 

will provide essential information on development and 

evolution of professional school psychology. 
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APPENDIX A 

SWEDISH SCHOOL PSYCHOLOGY QUESTIONNAIRE 



SCHOOL PSYCHOLOGY INVENTORY ON TRAINING AND EXPERIENCE 

SWEDISH VERSION 

FnlgefonnuHir kring skolpsykologers utbildning och erf~enheter. 

Alder................ Kiln:.................... Antal At som yrl:esverksam psyl:olog: ............... : ..........•..•••..• 

Nuvarande yrlcesbeniimning om annan an skolpsyl:olog: ..........•....................................................••.•. 

PsykologulhiJdoing vid: ................................................................ universitel. 

Hogsta a1:ademiska examco: .........................................................••................•• 

Om ej psykologenmeo. vilka IImncn ingielc i fil. bnd. ex. f fiI. lie. ex. 7 

Har Du haft PTP·tjlJ.nst eUer motsvarandc inom skolau ? Ja: .... Nej: .... 

Hur mlDga olilta sI:olpsyl:ologtjlJ.nster har Du innehaft? ................. . 

Har Du haft andra psyl:ologarbeten ao inom skol8O? Ja: ...... Nej: ..... . 

Omja, vilka? ••....•...••...•.........•........................................................•.......•.•....................................•.... 

Hur mAnga s1:olpsyi:ologer finns det i den kommun diir Du arbetar? ....•.......... 

Hur mAnga It har Du arbetat som skolpsykolog ? .....•...........••...•...........................•.•...............•..•.•. 

Vern iir psyl:ologeoslpsyl:ologemas niirmaste chef i din psykologorgaoisatioo ? .................•.•.•••••••• 

Hur start elevuodcrlag har Du ? .................... . 

Var arbetar Du. auge col. foljande: O. iote aUs 
1 • miodre in 25% 
2.25·S0% 

Ftirsl:ola: ..•..... Ugstadiet: ......... Mellanstadiet: .......... Sl:oldaghem: ......... Htigstadiet: •............ 

Gymnasium: .•..•..••• VuxCDulhildn. : ......... Annat,vad? ........................................................... . 

Hur star delav din tid Igou It bam mod fbljande problemJyper 7 Aoge enligt ovan (riD 0 - 5: 

EmotiooeUa.Jbeteendcmlissiga stOroiogar. ............... . 

Htirsel-lsyooedsltlningar. ... _ .....•••...•.. 

Us· oc:h slcrivsvlrighelQ/aodra inllirniogsproblem: ............... .. 

SWmingar i .prll:utvec:l:lingeo : •••.........•..... 

Fysiska handikapp: •••••..•.•••• 

Meotall retardcnde: ••••.•.••••..• 

NarmalpopoiatiollCll av clever: •••.•••••....•••..... 

Arbbctar 011 110m sI:olpsykolog pi : Hcltid:............ HaJvtid: •• __ •• Annat: ......... . 

3 .SI-7S% 
4 .76-99% 
5 .100% 
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HII'Du tillgAng till provledare? Ja: ...... Ncj: .••... 

TillhOr Du n!gonln!gra (aclcll!reninger? Ja: ...... Ncj: ••...• 

Tillh!!r Du nlgonlnlgra psylcologiskt inriIctadc intresseforeoingar? Ja: .•.... Ncj : .....• 
Omja, vilkeo/villca ? 

Villca yrlcesinriktade tidslcrifter bar Du tillglog till ? .. _ ................................................................ . 

lu Du ulbildad llirare ? J8: .•••... Ncj: .....•.. 

luDu Icgitimerad psylcolog 1 J8: .••••.• Ncj: •........ 

lu Du IcgiUmcrad psylcoLerapeut ? J8 : ........ Ncj: •......•.. 

Skiuta IIIlr sloT vib Du ansa allfiJljlllllk momenllllJlk i din eg~n urbildning (ej /auSl!T ~IC efta 
~lu Ulan/liT dinpsyk.ologlllbiJdning) och har i din nuvarlllllk yrlrLSllIlivning. Ringa in liimp/ig 

siffra enligl fOljlllllk: 

0- ingen \lib. 1 - liIen vib. 2 - viss vila. 3 - slOT \lib. 4 - myclrLl slOT \lib 

IItrcdping; I din utblldnlne 

Observation 

Indlviduell perIOnlighctsLestniog 

lndividueUa Ilcolprov 

GruppLestning 

InLervjuer 

Utvccklingsbedomning (Lester och 

observatiooer ) 

SlcattniogsslcaJor och checlclistor 

fl!r olilca beLeendcn 

Sjlllvobservatioo fOr clever 

Iodividuell begAvningstestniog 

IJcbandUpg; 

Plyk.omalytisk relcrenmm 

BdJaviotUtlslt refcrenmm 

Arman, viIIcco 1._ ... ___ ._ .... _ ....... 

0 

0 

0 

0 

0 

0 

0 

0 

0 

o 
o 
o 

I 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

234 

234 

234 

I nuvarande 
yrkesutovnlne 

0 

0 

0 

0 

0 

0 

0 

0 

0 

o 
o 
o 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

234 

234 

234 
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Med rokus pI : 

Enskilda clever 

Grupper av clever 

Familjer 

Konsultaljon med ; 

AdministraUlrer 

Llirare 

Annan skolpersonal 

FilrlUdrar 

Enskilda clever 

Ulyecklinrsarbcle skcr genom i 

Ularbetande av genereUa !Igilrdsprogram 

Ularbetande IV undervisningsplaner etc. 

Arl>ete med informeUa personalrelationer 

Arl>ete i fHrdighelStriinande syfte fOr 
skolpersonal 
Arl>etc pi administrativ niv! 

Forskningi 

Forskningsanknuten verksamhet 

Annat. Cspccificcr9 ) • 

o 
o 
o 

o 
o 
o 
o 
o 

o 
o 
o 
o 

o 

o 

o 
o 

2 3 4. 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

234 

234 

2 3 4 

234 

234 

2 3 4 

234 

2 3 4 

234 

2 3 4 

234 

Hlir flLdanJOIjU ~n lista pd de lidigau ~skrivna skolpsykologislafiuabion.una. VaI".mal1 och 

rangordna don Ulifrdn dOl ~tyd~ Du viU g~ tUm (dvs procenllid de IIJr i ansprdk).l- aUra 

vibigClSt,2- niisI vik/igas/, osv. 

Under utb. I nuv. arb, Ildealarb. 

Utredning 

Bchllldling 

Koosultation 

Utvccklingsasbetc 

Fankning 

Annat 

o 
o 
o 

o 
o 
o 
o 
o 

o 
o 
o 
o 

o 

o 

o 
o 

234 

234 

234 

234 

234 

234 

234 

234 

234 

234 

234 

234 

234 

234 

234 

234 

I rei. tnl nuv. 
Ir.ompetens 
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Vilken typ av vidan:utbildning fllr skolpsykologer tycker Du Yore Onslcvlnl 7 •...................• 

Hiir folju ""gra {rdgor ang&ntk dina drilur om sJ:olsystmtel. Ringa in tkn siffra. sam blI.st 
srlJmmu med din dsib mligIJOljande:l-instiimmu absolut we 2 - irutiimmu we 3- ins/limlner 
we. mm tvd:ar 4- inst1lmmu med tvekan5- insriimmer 6- insrllmmu absolut 

Jag anser anjag bOr anpassa milt skolpsykologiska 
arbele efter skoladministrationens direktiv. 

Adminislrationen If bIUre Icvalificerad In jag nlr del gllller an bedOma 
vad som Ir bist fOr elevema. 

De skolpsykologer. scm Oppel Icritiserar del svenska skol
systemel, borde uppm.mas an byta arbete. 

Virt skolsymm borde inle Rlrvlnta sig miu hcJhjllrtade sltld 
och min fuUalojaliteL 

Jag anser an det borde van tilIllet fllr mig alt trots. en 
regel i skolsystemet omjag II' saker pI anjag dlrigenom 
bltst tiUgodoser elevemu intressen. 

I faU dA dell! tvwamt vilken akolpsykologisk insats sam 
I! den bltsta, bOr IvgOrandcl ake utifrin vad sam bltsl gagnat 
skolsystemets Ovcrgripande reno~. 

Jag vill fOrsOkl gcoomfOra del 10m jag lOser vara akol
psykologiskt riktiga mil, Iven Ilm akolsystemets lagar 
och fOrordningar motarbeIlIr deL 

Jag anser au administrall!rer och medlell1lll8l' i skolstyrel
seD bOr underllllA milt abete muare In an ge direktiv. 

Planerar Du alt abcta sam akDlpsykolog nlsta lr? Ja: ..... Nej: _ ... 
Om inle, vad slags abctc plmerar Du alt ha ? 

Plaoerar Du Itt abcta sam akDlpsykolog om 5 lr? Ja: .. _. Nej: _ ... 
Om inte, vad slags arbete pllDerar Du alt ha 7 

Tack rOr all Du bar besvarat da.sa frlgor, vllr tzcksamma rilr I'far marast I 
bUnga t snrskuvert. 

Vinnie Morris 

IScbool psycbolngJstl 
Department of EducatlonalJ>.ychoJou, 
rilr U1Jimpad ps)'koloel, 
University of Arizona, TuaIoD, USA. 
unlvenltet. 
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2 3 4 5 6 

2 3 4 5 6 

2 3 4 5 6 

2 3 4 5 6 

2 3 4 5 6 

2 3 4 5 6 

2 3 4 5 6 

EUsabet Anncll 

/Lee. ps)'ko~' 
InstlluUOIIcn 

UppsaJa 
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SCHOOL PSYCHOLOGY INVENTORY ON TRAINING AND EXPERIENCE 

AGE ____ _ SEX _____ NUMBER OF YEARS AS A PSYCHOLOGIST 

TITLE IF NOT A SCHOOL PSYCHOLOGIST ___________ __ 

PSYCHOLOGY EDUCATION AT ___________ UNIVERSITY, 

HIGHEST ACADEMIC DEGREE: _____________________ __ 

IF YOU DO NOT HAVE THE 5 YEAR DEGREE IN PSYCHOLOGY, WHAT 

TYPE OF UNIVERSITY DEGREE DO YOU HAVE? __________________ __ 

HAVE YOU HAD A POSTGRADUATE INTERNSHIP IN THE SCHOOLS? 

YES __ NO __ _ 

HOW MANY SCHOOL PSYCHOLOGIST JOBS HAVE YOU HELD? ________ __ 

HAVE YOU WORKED AS A PSYCHOLOGIST IS A NON-SCHOOL SETTING? 

YES __ NO __ _ 

IF SO, WHAT TYPES OF NON-SCHOOL PSYCHOLOGY JOBS HAVE YOU 

HELD? 

HOW MANY SCHOOL PSYCHOLOGISTS WORK IN YOUR SCHOOL 

DISTRICT? ____ _ 

NUMBER OF YEARS AS A SCHOOL PSYCHOLOGIST, __ __ 

WHO IS THE SUPERVISOR OF SCHOOL PSYCHOLOGISTS IN YOUR SCHOOL 

DISTRICT? ____________________________ _ 

NDr-lBER OF PUPILS IN YOUR DISTRICT _________ __ 



~-.- ... --

IN YOUR WORK, WHAT PERCENTAGE OF THE TIME IS SPENT WITH THE 

FOLLOWING: O=NOT AT ALL 
l=UNDER 25% 
2=25-50% 

3=51-75% 
4=76-99% 
5=100% 

PRESCHOOL ___ GRADES 1-3 ___ GRADES4-6 ___ HOME STUDY 

GRADES7-9 HIGHSCHOOL ___ ADULT EDUCATION ___ OTHER, 

SPECIFY _______________ ? 

WHAT PERCENTAGE OF YOUR TIME IS SPENT WITH THE FOLLOWING 

CATEGORIES OF CHILDREN? USE THE CATEGORIES (FROM 0 - 5) 

ABOVE IN ANSWERING: 

H10TIOKALLY/BEHAVIORALLY DISTURBED __ __ 

HEARISG/VISION IMPAIRED 

LEAR~IKG DISABLED 

SPEECH/LANGUAGE DISORDER __ __ 

PHYSICALLY HANDICAPPED __ __ 

MESTALLY RETARDED 

NORMAL POPULATION 

DO YOU WORK AS A SCHOOL PSYCHOLOGIST: 

FULL TIME _____ HALFTIME _____ OTHER ______ _ 

DO YOU HAVE A HELPER FOR TESTING?YES ___ NO __ _ 

DO YOU BELONG TO ANY LABOR UNIONS?YES ___ NO __ _ 

DO YOU BELONG TO ANY PSYCHOLOGY INTEREST GROUPS OR 

ASSOCIATIONS? YES ___ NO __ _ 

IF YES, WHAT ARE THEY? 
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TO WHICH JOURNALS OR NEWSLETTERS DO YOU 

SUBSCRIBE? ________________________________________________ __ 

ARE YOU A CERTIFIED TEACHER? YES ___ NO __ _ 

ARE YOU A CERTIFIED PSYCHOLOGIST? YES ___ NO __ _ 

ARE YOU A CERTIFIED PSYCHOTHERAPIST? YES ___ NO __ _ 

PLEASE RATE THE FOLLOWING ITEMS FOR THE EMPHASIS ON THEM IN 

YOUR TRAINING AND IN YOUR CURRENT WORK (DO NOT INCLUDE 

COURSES TAKEN AFTER YOU RECEIVED YOUR PSYCHOLOGY TRAINING). 

cIRCLE THE APPROPRIATE NUMBER: 

O=NOT AT ALL l=LITTLE EMPHASIS 2=MODERATE EMPHASIS 

3=GREAT EMPHASIS 4=VERY GREAT EMPHASIS 

ASSESSMENT 

OBSERVATION 

INDIVIDUAL PERSONALITY TESTING 

INDIVIDUAL ACADEMIC TESTING 

GROUP TESTING 

INTERVIEWING 

DEVELOPMENTAL ANALYSIS 

(TESTING AND OBSERVATION) 

RATING SCALES AND CHECKLISTS 

SELF OBSERVATION FOR CHILDREN 

INDIVIDUAL IQ TESTING 

TRAINING 

o 1 234 

o 1 234 

o 1 234 

o 1 234 

o 1 234 

o 1 234 

o 123 4 

o 1 234 

o 1 234 

PRACTICE 

o 1 234 

o 1 234 

o 1 234 

o 1 234 

o 1 234 

o 1 234 

o 1 234 

o 1 234 

o 1 234 



TREATMENT 

PSYCHOANALYTIC REFERENCE FRAME 

BEHAVIORAL REFERENCE FRAME 

OTHER REFERENCE FRAME 

PLEASE SPECIFY ____________ __ 

with the focus on: 

INDIVIDUAL CHILDREN 

GROUPS OF CHILDREN 

FAt-lILIES 

CONSULTATION WITH: 

ADMINISTRATORS 

TEACHERS 

OTHER SCHOOL PERSONNEL 

PARENTS 

INDIVIDUAL PUPILS 

DEVELOPMENTAL WORK 

DEVELOPING GENERAL TREATMENT PLANS 

DEVELOPING EDUCATIONAL PROGRAMS 

DEVELOPING INFORMAL STAFF RELATIONS 

SKILL TRAINING FOR SCHOOL STAFF 

WORK ON AN ADMINISTRATIVE LEVEL 

RESEARCH 

CONDUCTING RESEARCH 

OTHER {SPECIFY) 

o 1 234 

o 1 234 

o 1 234 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

o 1 234 

o 1 234 
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o 1 234 

o 1 234 

o 1 234 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

0 1 2 3 4 

o 1 2 3 4 

o 1 234 



o 1 234 
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o 1 2 3 4 

BELOW ARE A LIST OF ROLE FUNCTIONS OF SCHOOL PSYCHOLOGISTS. 

WOULD YOU PLEASE RANK THEM IN ORDER OF THEIR IMPORTANCE 

(WITH IMPORTANCE BEING PERCENT OF TIME DEVOTED TO EACH) FOR 

FOUR CONDITIONS: 1= MOST IMPORTANT, 2=NEXT MOST IMPORTANT, 

AND SO ON. 

ASSESSMENT 

TREATr-1ENT 

CONSULATION 

DEVELOPMENT 

RESEARCH 

OTHER 

TRAINING JOB IDEAL JOB COMPETENCE 

WHAT TYPES OF ADVANCED TRAINING FOR SCHOOL PSYCHOLOGISTS 

WOULD YOU LIKE TO SEE MADE 

AVAILABLE? ______________________________________________ __ 

HERE ARE A NUMBER OF BELIEFS ABOUT THE SCHOOL SYSTEM. 

CIRCLE THE NUMBER THAT BEST DESCRIBES YOUR VIEW OF THE ITEM. 

l=STRONGLY DISAGREE 2=MODERATELY DISAGREE 3=MILDLY 

DISAGREE 4=MILDLY AGREE 5=MODERATELY AGREE 6=STRONGLY 

AGREE 



1.1 BELIEVE I SHOULD ADJUST MY PRACTICE OF 

SCHOOL PSYCHOLOGY TO THE ADMINISTRATION'S 

POINT OF VIEW. 

2.TYPICALLY THE ADMINISTRATION IS BETTER 

QUALIFIED TO JUDGE WHAT IS BEST FOR THE 

STUDENT THAN I AM. 

3.SCHOOL PSYCHOLOGISTS WHO OPENLY CRITICIZE 

THE ADMINISTRATION OF THE SCHOOL SYSTEM 

SHOULD BE ENCOURAGED TO GET A JOB IN ANOTHER 

SCHOOL DISTRICT. 

4.THE SCHOOL SYSTEM SHOULD NOT EXPECT TO HAVE 

MY WHOLEHEARTED LOYALTY AND SUPPORT. 

5.IT SHOULD BE PERMISSIBLE FOR ME TO VIOLATE A 

SCHOOL SYSTEM RULE IF I AM SURE THAT THE BEST 

INTERESTS OF THE STUDENT WILL BE SERVED BY DOING 

SO. 

6.IN CASE OF DOUBT ABOUT WHETHER A PARTICULAR 

SCHOOL PSYCHOLOGY PRACTICE IS BETTER THAT 

ANOTHER, THE PRIMARY TEST SHOULD BE WHAT SEEMS 

BEST FOR THE OVERALL REPUTATION OF THE SCHOOL 

SYSTEM. 

7.1 SHOULD TRY TO PUT WHAT I JUDGE TO BE 

STANDARDS AND IDEALS OF SCHOOL PSYCHOLOGY 

INTO PRACTICE EVEN IF THE RULES AND PROCEDURES 

OF THIS SCHOOL SYSTEM DISCOURAGE IT. 
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1 2 3 456 

1 234 5 6 

1 2 3 4 5 6 

1 234 5 6 

1 2 3 4 5 6 

1 234 5 6 

1 234 5 6 
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8.1 BELIEVE THE ADMINISTRATORS AND SCHOOL BOARD 1 2 3 4 5 6 

MEMBERS SHOULD FACILITATE MY WORK RATHER THAN 

DIRECT IT. 

DO YOU PLAN TO WORK AS A SCHOOL PSYCHOLOGIST NEXT 

YEAR?YES_NO_ 

IF NOT, WHAT TYPE OF WORK DO YOU PLAN TO 

DO? ___________ _ 

DO YOU PLAN TO WORK AS A SCHOOL PSYCHOLOGIST IN FIVE YEARS? 

YES_NO 

IF NOT, WHAT TYPE OF WORK DO YOU PLAN TO 

DO? _________________ __ 
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ANNOUNCEMENT OF SURVEY OF SCHOOL PSYCHOLOGISTS 

SWEDISH VERSION 

Meddelande till 
skolpsykologema i Sverige: 
llndc:r mar.. manad I..ummc:r CII 

'(ra!1durmular krin1= ~kolr~~ I",· 
11'l!er~ erlcrcnhch:r IIch ulhild· 
niog all skit'ka' UI liII ":Jmlli~il 

""k •• Ip'ykoICtger i lantJt:1. 
llndcrs6kningen ingar i ell 

inlernalionelh rrojekl om 
skolp!o~'''olO!!cr~ liilualiun. 

Fe)r den !'\t:n~I.u \~'r..iClnen 
an~\ilrllr Vinnit: M"'ri~, !lk,.I· 
I"'~kolog (ran Arlzuna, L'SA, 
"'m untJl.'r \~rt:n I!il'lar l :rr',I' 
la unr\·t:r~ilC:1 nch Eli,ah~'1 An· 
nell. Ie!! ~~ IHllu1=. 

03 dt:1 ar \'i~~iIlo\ Urll!ht:lI:r all 
hilla alia lokellp~yk(ll"gc:r, ar vi 
lack~mma um du I.\,"laklar 
(1)10 (1m du ari1t:lar loom lokolr~~' 
kulog och inle (all n31="1 (,'rmu, 
lin \id man m3n:Jd!> ull!:'mg. 

Mcd COrhorpningcn all ni 
flnner (ra!!"rna relcnlnla och 
\'i"tJa all tlCS\ ara, ser \'j (ram 
~'mlll all f:J lit tJd a\ era :.,.kh:r. 

E:.\ 'urlr.l}!nm1!ar !o1..,~·l..a' 1111: 
Eh~""'1 Ann~'II. In~1 f." Iillam· 
r;ltJ ~~'I.., 'lul!i, Bux I :!:!:I'. 7~ I .a:! 
t'rr,ala 
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ANNOUNCEMENT OF SURVEY OF SCHOOL PSYCHOLOGISTS 

ANNOUNCEMENT FOR SCHOOL PSYCHOLOGISTS IN SWEDEN 

A questionnaire concerned with the training and experiences 

of school psychologists in Sweden will be mailed out in 

March. This investigation is part of an international 

project on the circumstances of school psychologists. 

Responsibility for the Swedish study lies with Vinnie 

Morris, a school psychologist from Arizona, USA, and with 

Elizabet Annell, a registered psychologist. 

We hope that all school psychologists will respond to this 

survey, so be sure to remind your colleagues that this 

questionnaire is being sent out in March. 

145 

lve hope that you will find the questionnaire relevant and 

worthy of a response. If you have any questions please 

contact: Elizabet Annell; Department of Clinical Psychology; 

Box 1225; 75142 Uppsala. 
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INTRODUCTORY LETTER - SWEDISH VERSION 

UPPSALA UNIVERSITET In_ ror HlIlmp.Id psyicoIosl 

BlIsta kollega I 

Som en del av en internationell undersakning kring skolpsykologers utbildning, yrkesroll och 

profession ella verksamhet, ber vi dig att fylla i bifogat frAgeformul:ir och returnera det i 

svarskuvertet. 

Skolpsykologer varlden Over bOrjar i alit stOrre omfattning atl ifrAgasatla sAval den 

yrkesverksamhet de 1ir engagerade j som den utbildning de sjruva fAIt och framtida psykologer 

kemrner atl fa. 

Fllr atl fA en tilifOrfitlig bild av svenska skelpsykologers syn pA utbildning och yrkesidentitet, 

har vi fllrsOkt nA samtJiga skolpsykologer i Sverige. Resultaten av undersdkningen kommer i 

fOrsta hand atl publiceras i Sverige. Dessutom kommer undersOkningen atl ingA i etl 

internationellt sammanhang, dar resultaten kemmer atl jamfOras med dem frAn liknande 

undersOkningar i andra I1inder i Europa. Nordamen'ka och aneta deIar av vartden. 

Trots atl vi vet atl det kommer att la tid atl fylla i frAgeformul1iret, hoppas vi atl Du viII la dig 

den tiden, da vi tycker att det ar ytterst viktigt at! fA ta del av dina synpunkter. Din medverkan 

1ir nOdv:indig fOr atl vi ska fA en sa representativ bUd som mOjligt av svenska skolpsykologers 

Asikter. 

Om Du har nAgra frAgor oller kemmentarer kring formul:iret f1ir Du garna skriva eller ringa 

till oss. Tel: 018115540011736 sakr. kI 13.15 -14.00. 

Svaren :ir konfidentiella och kodnumret las bart sa snart vi samlat In vAra data. 

Vi tackar fOr din medverkan och hoppas at! Du viII returnera formuf:iret senast den 24.4 1986. 

Om Du viII ha en sammantattring av undersOkningsresultaten, tlfoga cia ett papper mad dilt namn 

och dn aaess. 

Vanigen . 
~ Vinnie Morris 

/Schoof psychologist! 
Department of Educational Psychology, 
lkiiversity of Arizona, Tucson, USA. 

U--. Univsr."y Oep.t_" 01 
Clinicol Paychology 

p-MaiIncI--80.1225 
S·71142U--. 
5_ 

Gatuadr ... 
Vialting oddtnI 
Trldglr~20 

&~~ 
Efisabat Annell 

/leg. psykologl 
Institutionen fOr 
tiU1impad psykologi, 
UppsaJa universitet. 

Tolofon T ., .. 
018-lli 114 00 UNMJPS-578024 
Phono 
.. 40 181611400 

147 



INTRODUCTORY LETTER 

Dear Colleague, 

Enclosed is an international inquiry about school 

psychology training, occupational roles, and professional 

acti vi ties of school psycl,ologists. We would greatly 

appreciate your completing this questionnaire and returning 

it to us in the enclosed addressed and stamped envelope. 

148 

In order to get an accurate picture of Swedish school 

psychology, we have tried to reach all school psychologists. 

This is the first investigation of this l{ind to be conducted 

in S~eden, and the results can be compared with the findings 

of similar studies conducted in other countries in Europe, 

North America, and other parts of the world. 

We realize that the questionnaire is long, but we hope that 

you will nontheless take the time to complete it. It is 

only in this manner that we can learn of the views and 

opinions of different school psychologists in Sweden. 

If you have any questions or comments, please do not 

hesitate to write to us, or call (018) 155400, extension 

1736, between the hours of 1:15 pm to 2:00 pm. 

We would like to thank you in advance for your cooperation, 

and request that you return this questionnaire by April 24, 

1986. If you would like to receive a summary of the results, 

please include your name and address on a separate paper. 
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FOLLOW-UP LETTER -SWEDISH VERSION 

Uppsala den 25 1986 

Basta kollega ! 

For nagra veckor sedan skickade vi Dig ett frageformular kring 

skoJpsykologers erfarenheter och utbildning. Vi har skickat samma sorts 

formuHir till samtliga ca 700 skolpsykologer i Sverige. Avsikten med 

undersokningen ar aU fa en sa bred bas som mojligt for att forsta hur svensk 

skoJpsykologisk verksamhet ter sig. Detta dels fOr att kunna dra konsekvenser 

av detta vid utbildning / vidareutbildning av svenska skolpsykologer dels for 

att kunna jfunfora resultatet med dem ifrfln andra lander. 

Da vi 3nnU inte fatt tillbaka frageformularet fran Dig bifogar vi ytterligare ett 

exemplar och hoppas aU Du vill delta i undersokningen. Dina synpunkter pa 

skolpsykologisk verksamhet ar av yttersta vikt fOr vart projekt. Vi skulle 

veIkligen uppskatta om Du kunde ta Dig tid att besvara formularet och sldcka 

tillbaka det till oss senast den 20.5 1986. 

Om Du har nagra fragor eHer kommentarer, kontakta oss garna pa tel : 

0181155400/1736. 

Vi tackar Dig pa forhand for Ditt deJtagande i denna undersokning, som vi 

hoppas kommer att vara av stor betydelse. 

Vill Du ha en sammanfattning av unders6kningsresultaten, bifoga da ett papper 

med Ditt namn och Din adress. 

VanJigen 

Vinnie Morris 
~A'.t 1<//4,-nt(C 

Elisabet Annell 
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FOLLOW-UP LETTER 

Dear Colleague, 

A few weeks ago we sent you a questionnaire on the nature 

and practice of school psychology. A similar questionnaire 

was sent to each of the over 700 school psychologists in 

Sweden. The intent of this survey is to gain as broad based 

understanding of school psychology in Sweden as possible, 

and to compare the practice of school psychology in Sweden 

to school psychology services in other countries. As of 

today's date we have not received your questionnaire, and 

have enclosed a second copy in case you did not receive the 

first questionnaire, or it was misplaced. Your views 

regarding school psychology are extremely important to the 

success of this project. We would greatly appreciate your 

taking the time to fill out the enclosed questionnaire and 

return it to us no later than May 20, 1986. 

If you have any questions or comments, please contact us by 

phone at (018) 155400, extension 1736. 

Let us thank you in advance for your participation in this 

most important project that will surely benefit all of 

school psychology. 

Please complete the questionnaire and return it in the 

enclosed addressed and stamped envelope. 
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DEBRIEFING SUMMARY OF SURVEY RESULTS 

Dear Colleague, 

Thank you for your response to the survey of school 

psychologists. At the time of the survey, you indicated 

that you would like to receive a summary of the results. We 

are happy to be able to send this summary to you. 

Survey results indicated that almost all school 

psychologists are graduates of a psychology program at a 

Swedish university, with the majority holding the PEG degree 

(63%) and reporting that they were certified psychologists 

(82%); 4% were certified psychotherapists; 8% were certified 

teachers. 

In the workplace, the average caseload per school 

psychologist was 1644 pupils. This figure should be 

interpreted cautiously as responses ranged from 4 to 10,000 

pupils. The number of school psychologists per municipality 

varied widely, with 16% of the respondents indicating that 

they were the only school psychologist, and 16% indicating 

that there were 20 or more. Most of the respondents (59%) 

indicated that they worked less than full time, with 65% of 

the respondents reporting that they worked more than half

time. 

In terms of education and professional practice, role 

areas stressed during training were assessment, treatment, 

and research. In the current workplace the most important 



role areas were consultation, assessment, and treatment. 

When asked about the importance of these role areas in an 

ideal job, those areas reported to be most important were 

consultation, organizational development, and assessment 

(with treatment being almost as important as assessment). 

Research was ranked last for both current and ideal job. 

With regard to continuing education, the most requested 

areas are those involving treatment for emotional and 

behavioral problems and for academic or learning 

difficulties, organizational development, and consultation. 
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In terms of one year and five year career plans of 

school psychologists, 85% of the respondents indicated that 

they anticipated working as a school psychologist during the 

coming year, while only 45% anticipated working as a school 

psychologist in five years. The majority of those leaving 

school psychology anticipated working a psychologist in a 

different setting (e.g., a clinic). Comments on returned 

questionnaires suggest that other psychology jobs are 

difficult to find. 

If you have further questions, or would like more 

information regarding the findings of this survey, please 

write to us or call us at (018) 155400, ext 1736. Thank 

you for your response to the survey of school psychologists. 
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APPENDIX F 

AREAS OF FURTHER TRAINING 

~- .. -----



Areas of Further Training Listed by School Psychologists 

Treatment (including behavioral 

and academic problems) 

Organizational Development 

Consultation 

Diagnostic Methods 

Supervision 

Other Areas 

31.3% 

29.2% 

28.2% 

14.5% 

11.2% 

35.8% 
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APPENDIX G 

THERAPEUTIC APPROACHES REQUESTED FOR 

CONTINUING EDUCATION 
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Types of Therapeutic Approaches requested for Continuing 

Education 

l.group therapy 

2.treatment programs for academic problems (esp 

reading-writing problems) 

3.behavior therapy 

4.networking therapy 

5.family therapy 

6.short term therapy 

7.psychoanalytically oriented treatment 

8.relaxation therapy 

9.gestalt therapy techniques 

lO.assessment and treatment of motor 

difficulties and perceptual handicaps 

ll.behavior therapy 

l2.treatment methods that you can use in the 

school system 

13.art therapy 
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APPENDIX H 

OTHER REQUESTED TRAINING 



Other Requested Training 

1.educational administration 

2.conflict management (between teacher and student, 

conflict between students themselves, and mobbing) 

3.training about society to get overall view of which 

factors contribute to psychic health 

4.various subfields of psychology (e.g., 

phenomenological psychology, work psychology, 

cognitive psychology,learning psychology, ego 

psychology, neuropsychology) 

5.1earning how to be a teacher to facilitate 

understanding and communication with teachers 

6.personnel development 

7.more simple treatment programs 

8.ways of improving communication 

9.therapy for myself 

10.group dynamics 

11.pedagogy 

12.interview techniques 

13.how to teach behavior therapy 

14.childhood depression 

,15.social ecology theory and treatment 

16.education in new tests 

17.knowledge about immigrant groups 

18.school psychologist as development and change agent 
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Appendix H (Continued) 

19.the forgotten years - preadolescence 

20.how to teach organizational assessment to teachers 

21.psychosomatic problems in children/youth 

22.how to talk to school leaders and politicians 

23.internship (both as a required course for everyone 

and as continuing education encompassing short term 

internships in other jobs) 

24.knowledge about new research 

25.administration, some law, learning information about 

other institutions that should cooperate 

26.kno~ledge of the curriculum (LRG80) 

27.group discussions with colleagues 

28.how to help teachers instead of pupils 

29.therapy for myself 

30.group development and leadership 

31.Rorschach technique 

32.systems theory 

33.how to teach adult groups 

34.research in Sweden 

35.pupil's emotional development in classroom 

36.courses in time planning 

37.psychotherapy education (to be a leg. 

psychotherapist) 

38.regular one week courses to prevent burn-out 
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Appendix H (Continued) 

39.planning and supervising staff groups for different 

purposes 

40.information and discussions about new tricks and new 

knowledge and what's on as we most often work alone 

41.continuous special information about rules, 

research discussion about goals in school 

42.parent training 

43.courses in how to disseminate our knowledge 

44.What are the ways of the school? What are the 

administrators listening to? HOH to do continuation 

course for teachers? How to put up positive contacts 

with mass media." 

45.general help to enhance our professional identity 

46.knowledge of schools' rule system 

47.more possibilities to meet and discuss our work 

theoretically 

48.how to work psychodynamically in a school 

49.time planning 

50. how to work together on the health team 

51.research methodology 

52.staff care (development and support of school staff) 
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