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Building bridges be-
tween school and
working life
A study of the approaches
adopted by schools to create
beneficial preconditions for
young people’s entry into
adult life and the working en-
vironment.

Abstract

The labour market has changed, both lo-
cally and globally. This requires higher
formal qualifications and broader knowl-
edge, resulting in a greater risk of unem-
ployment, especially among young peo-
ple. For young people, unemployment
can mean a threat to their personal worth,
such as the gaining of adult status. Schools
are criticised for being detached from re-
ality and for not being able to develop
the knowledge and qualifications that
working life demands. The purpose of this
case study is to examine how schools with
vocational training programmes organise
their work in order, on the one hand, to
impart the knowledge that a modern
working life demands and, on the other
hand, to introduce young adolescents to
adult life and the working environment.
Three independent upper secondary
schools were studied by conducting in-
terviews, through observations and by
reading through documentation about
each respective school. Sometimes, teach-
ing is performed in an unspoken form, in
a more or less conscious manner through
socialisation, sometimes it is done inten-
tionally within the school. The bulk of
teaching activities within school is carried
out in the form of conventional instruc-
tion where the emphasis is on cognitive

knowledge in the form of facts and com-
prehension. Knowledge is also found in
different situations, in practice and in
unspoken form, and in order for this con-
textual knowledge to be acquired, teach-
ing activities must be carried out in a com-
munity within the working environment.
The schools in the case study convey
knowledge, collaborate with the working
environment and introduce pupils to
working life in different ways. The pu-
pils find work after completing their edu-
cation and are thus able to establish an
independent life for themselves and ac-
quire adult status.

Introduction

Youth, according to Mitterauer (1988), is
the period in one’s life that lies between
childhood and adult life. During the pe-
riod of youth, an independent personal-
ity develops, that is to say a personality
independent of parents or guardians with
regard to both socioeconomic and psy-
chological aspects. The routes to this in-
dependence vary. The life of an individual
consists of various stages which are sepa-
rated by key transitions which result in a
change in the status of the person mak-
ing that transition. One example of a key
transition is the departure from school to
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enter working life. Social structures, in-
stitutions and norms all have an influence
on when, during the course of our lives,
an individual is deemed to be an adult.
To be able to take part in the main basic
processes in society and to be seen as an
adult by others, the individual must,
among other things, be self-supporting.
(cf. for example, Jacobsson 1997, 2000;
Waara 1996). The adult status of an indi-
vidual is thus based largely on how far
he or she has come towards becoming
established in the labour market.

The length of time spent as a youth has
become longer. One of the reasons for
this is considered, among other things, to
be due to the extended length of time
spent in education (cf. for example,
Bjurström 1997; Börjeson & Gullberg
1999), since the labour market requires
ever higher qualifications and far wider
knowledge (Ungdomsstyrelsen [Swedish
Youth Council] 2000). The changes in the
labour market have also meant that the
risk of unemployment has increased, par-
ticularly for young people. Being unem-
ployed when you are young may, accord-
ing to Ohlsson & Svärd (1994), possibly
mean a threat to important personal
worth, for example by threatening the
opportunity of living an independent life
and, as a result, entering into adulthood.

The ability of upper secondary schools
in Sweden to develop the knowledge and
qualifications that lead to work is thought
to have reduced. Today, there are no al-
ternative education routes to upper sec-
ondary schools. According to report No
168 (1999) from the Skolverket [National
Swedish Agency for Education], just four
out of ten upper secondary school pupils
who had left school in the spring of 1995
were in gainful employment one-and-a-
half years after they had finished school.
Around one third of the pupils continued
studying at college or university. Those
pupils who did find work were over-
represented in the services sector and
underrepresented in industry and in lo-
cal and central government.

Upper secondary schools in Sweden are
a uniform form of school with different
programmes of education. The pro-
grammes cover both academic education
and vocational training. The aim of the
upper secondary school is to give young

people from different sectors of the popu-
lation an equal education. All education/
training programmes last for three years
and entitle the pupil to carry on studying
at college or university. Certain pro-
grammes entitle the candidate to pursue
theoretically advanced education, others
have a more practical leaning and pro-
vide merely general entitlement to pur-
sue higher studies. (cf. for example,
Egidius 2001; Richardson 1994; Prop 1990/
91:85.)

Young people are affected to a greater
extent than adults by the increased un-
employment (Swedish Youth Council
2000). This is often due to the fact they
do not have the necessary working expe-
rience or lack a network of contacts within
the working environment. Schools are
criticised for being detached from reality.
According to Carlgren (1999), school is a
special kind of experience where the pu-
pils are required to learn things which
they will later be able to use in different
contexts outside school. What is difficult
is tailoring the work of the school so that
it is better able to meet the requirements
of working life, namely that school is con-
sistent with reality.

In Sweden, school has largely been a
matter for the State, that is to say central
and local government. The most schools
are government schools and are financed
by the government and legislated for by
national laws, curriculum and syllabi. The
general school system aims at “the same
school for everyone” with an equal choice
and the same quali ty of education
throughout the country. As many other
western European countries changes in
society during the last twenty years have
led to an extended need for individual
choices and flexibility among the citizens.
Thereby have laws and legislation become
less detailed, which in turn has opened
up for local variations. (cf for example
Arnman & Jönsson 1993; Olsson &
Johansson 2001)

Private schools, or independent schools,
at upper secondary school level were set
up throughout the 1900s, but the attitude
of the State was restrictive for a long time.
The motive for support from the State was,
in the first instance, that it supported a
desired pedagogical or confessional com-
plement to education within the general
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school system. In recent years the school
politics has changed. Independent schools
are considered important within the gen-
eral school system since they contribute
to extended variety, competition between
schools and development of Swedish
schools in general (cf for example Arnman
& Jönsson 1993; Richardson 1994; Jonsson
2001; SOU 2001:12.)

For schools hoping to receive a State con-
tribution, the State imposed the require-
ment that education should be marked by
the basic values and general objectives
found in the Skollagen [Swedish Schools
Act], the curriculum and course syllabuses
(Skolverket 2000).

In 1993, independent upper secondary
schools were given the legal right to re-
ceive contributions from the local munici-
pality in which the pupil lived. This
change in the law resulted in a rapidly-
growing number of independent upper
secondary schools. In the 1992/93 aca-
demic year, there were 16 joint independ-
ent upper secondary schools in operation,
a figure which rose in the 1996/97 aca-
demic year to 45 and, in the 2000/01 aca-
demic year, increased to 101. The number
of pupils in the 1993/94 academic year
stood at around 2 500, increasing in the
1996/97 academic year to around 7 000
and to almost 9 000 in the 1998/99 aca-
demic year. The number of pupils at in-
dependent schools is roughly equal to
three per cent of the total number of pu-
pils attending upper secondary schools
throughout Sweden (Skolverket 2000; SOU
2001:12).

Purpose

The purpose of this study is to examine
how independent upper secondary
schools with a programme of vocational
training organise their work, on the one
hand in order to impart the knowledge
that a modern working life demands and,
on the other, to introduce young people
into working life and thus be able to re-
duce the time it takes before pupils enter
the labour market and adult life.

Method

This study is based on three case studies
that looked at independent upper second-
ary schools. The schools selected have

different principals and different educa-
tion/training programmes and teach in
different ways. The case studies were
implemented by holding semistructured
interviews with open thematic questions
(cf. for example, Frankfort-Nachmias &
Nachmias 1992; Denzin & Lincoln 2000;
Andersson 1994) with headmasters, teach-
ers and pupils, and also with supervisors
from the training placements. Moreover,
observations were made both at schools
and at the premises of the training place-
ments. In addition, documentation about
the respective schools was studied. As a
selection framework, the Skolverket’s list
of independent schools offering voca-
tional training programmes was chosen.
This comprised a total of 35 schools. The
independent schools selected had to be
innovative in terms of teaching ideas,
work forms, organisation and course con-
tent. The innovative approaches of these
schools also had to have been in opera-
tion for a long period of time, be well-
anchored in the school and, to a certain
degree, be shown to be successful. The
selection was made with the help of tips
and ideas from, on the one hand, various
different individuals and, on the other
hand, various sources of information, such
as studies and reports about the school
and school development and, finally,
through telephone conversations with the
headmasters of the proposed schools.
Once the schools had been sorted, three
independent schools remained and these
have been given the following fictitious
names in this study: Björklöv school,
Kronblad school and Tallbarr school.

Theoretical starting points

To be able to do something, you have to
learn how to do it. Sometimes, teaching
is performed in an unspoken manner and
more or less consciously through sociali-
sation, and sometimes it is done inten-
tionally within school (Rasmussen 2000).
Teaching at school is based on giving the
pupi ls  knowledge and ski l l s  (SOU
19992:94). What constitutes knowledge
varies, on the one hand, from one area to
the next and, on the other, over time
(cf. for example, Andersson 2000). The
demand for theoretical knowledge is in-
creasing, but knowledge is not just cog-
nitive. Knowledge is found in various situ-
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ations, in practice and in unspoken form
(cf. for example, Wenger 1998; Lave &
Wenger 1991; Rolf 1995; Molander 1996;
Polanyi 1962). To be able to acquire this
“contextual knowledge”, pupils must take
part in the businesses they are entering.
Through practical experience, pupils do
not just learn that which is conscious and
which lies at the focus, but they also learn
the tacit, unspoken knowledge.

In general, people talk about the follow-
ing forms of knowledge; facts, compre-
hension, skills (proficiency) and intimate
knowledge (familiarity) (cf. for example,
Göranzon 1990; Molander 1992; Marton
et al. 1999). The most important differ-
ence between these is, first and foremost,
that knowledge in the form of facts, com-
prehension and skills all counts as vis-
ible forms of knowledge, whilst intimate
knowledge is a tacit and invisible form of
knowledge. To have intimate knowledge
means that we understand the deeper
mechanisms and have control over situa-
tions. We learn intimate knowledge
through experience and use it, for exam-
ple, when making judgements.

Within vocational training, the bulk of
teaching activity is done within the class-
room environment, in other words as con-
ventional teaching with verbal instruction
(cf . for example, Prop 1990/91:85;
Skolverket report 149, 163, 182 and 187).
As a result, cognitive knowledge in the
form of facts and comprehension is
stressed. To acquire knowledge based on
trying things out, for example skills, the
pupils must be placed in an environment
which gives them the opportunity to do
things in practice. To acquire intimate
knowledge, the pupils must be placed in
a community, i.e. in an environment for
contextual learning. It is thus necessary
to balance these forms of knowledge so
that the pupils within vocational training
are able to acquire the knowledge de-
manded by working life as well as the
experience they require to enter into the
labour market.

Result

What the three independent upper sen-
ior schools have in common is that the
principal is a joint-stock company, the

school units are rather small, they collabo-
rate with the working environment and
most pupils go into jobs after they have
left school. However, the differences be-
tween the schools are appreciable.

Björklöv school

The owner of the Björklöv school is a
joint-stock company. The school was
founded in 1994 with a view to creating
upper senior school education for young
people interested in working within in-
dustry, with a focus on technology and
science. Björklöv school is a school of
around 150 pupils and is situated within
the industrial area of the company, housed
in modern premises with good technical
and laboratory equipment. There are
roughly 15 teaching staff who work full
time. Of these, the technology teachers
are civil engineers with experience of the
working environment and professional
life. Certain teachers are experts who have
been hired in, for example in communi-
cations psychology, presentation tech-
nique, group dynamics and group proc-
esses. The teachers work 40 hours a week,
have their own workstations and are on
hand at the school throughout the work-
ing day.

The industrial programme is both voca-
tional and study-oriented. The teaching
is very broad and contains more syllabus
items than many other industrial pro-
grammes, which means that the pupils
study for almost four years, rather than
three. The level of education is high. A
monitoring group makes sure that the
school is conveying the level of knowl-
edge demanded by the labour market.
This monitoring group comprises econo-
mists, technicians, marketers and produc-
tion and administrative personnel.

The industrial programme is divided into
five subject areas; technology, econom-
ics, communication and social training,
English and computing. As a subject area,
technology is the governing idea that runs
throughout, controlling the route through
the pupil’s entire education and training,
whilst the teachers integrate the other
subject areas into the subject of technol-
ogy. Teachers work with and look for
opportunities in order, on the one hand,
to collaborate on small and large projects
and, on the other, to connect with real-
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ity, both within the company and in soci-
ety at large. In their teaching, the teach-
ers work in accordance with a portfolio
and a form of teaching that is problem-
based. The core subjects act as a tool for
the acquisition of knowledge, and not as
a separate subject with separate exercises.
This means, for example, that mathemat-
ics is not included, but is applied as a
tool for problem-solving. Pupils can make
an individual selection, choosing to study
languages, programming, computer-aided
design (CAD) or modern technology. Lan-
guage is seen as important, based on the
assumption that working life in the fu-
ture will require contacts at international
level.

The pupils work between 08.00 and 16.00,
with a break of one hour for lunch. They
have their own workstations with their
own PCs. The pupils work in base groups,
on the one hand to benefit from one an-
other in the learning process and, on the
other, to learn how to get on and work
with different individuals. The teachers
introduce a project and the pupils then
go off into their base groups and discuss
how to agree on how they should ap-
proach and solve the project assignment.
For example, the pupils gather informa-
tion from books, on the Internet, in the
public library or by conducting interviews.
After the assignment has been completed,
the results are reported in various forms,
normally in writing or orally. The pupils
have no homework, apart from in lan-
guages. The reason for this is that they
should be able to cope with their school-
work during working hours. The pupils
are required to plan their work carefully
and are themselves responsible for build-
ing up their knowledge.

During the period of study, the pupils
make many study visits to various firms.
The pupils have “mentors” within the
firms, whom they can contact if they need
assistance and support. These mentors
arrange, among other things, workplace
visits and discussion meetings. After the
first year of school, the pupils are offered
a summer job with one of the company’s
firms. The pupils must decide for them-
selves whether they want a summer job
and for how long they wish to work. Af-
ter the second school year, the pupils
complete a four-week practical assign-
ment in a country other than Sweden. The

pupils – if they are willing and able – may
choose the country and arrange their prac-
tical placement and host family. The
school already has placements set up,
mostly in Germany and Switzerland. The
placement abroad costs the pupil around
SEK 2 000, with the remainder of the cost
being paid by the school. During the
placement abroad, pupils are required in
the first instance to learn the foreign lan-
guage and to learn about the different
culture. During their third academic year,
the pupils undertake a major project. The
firms associated with the company com-
mission the school to solve “real prob-
lems”. The pupils themselves select from
the company’s proposals which assign-
ment they wish to work on, and are given
support from both teachers and company
personnel during their work. Once the
project is completed, the solutions are
presented at a major meeting with invited
guests of honour. Prizes and scholarships
are awarded at the ceremony.

Once the studies are completed, there are
opportunities to work within the com-
pany. Around 25 to 30 per cent of a yearly
intake normally chooses to go and work
for the company. Some do military serv-
ice, others choose to work a year and then
carry on studying. Around 30% of a year’s
intake go directly on to higher education.
After completing their studies at college,
many of the pupils return to the firm. They
know the business, they know how the
firm works and they know how to use
the software. Throughout their entire time
at upper secondary school, the pupils
have been trained in the culture of the
firm and are familiar with the way the firm
thinks.

Kronblad school

The principal of Kronblad school is a joint-
stock company. The upper secondary
school, which was founded in the autumn
of 1994, has some 20 employees and
around 150 pupils. The objective of the
school is to provide dynamic and excit-
ing training in catering. The company’s
training premises comprise on the one
hand rooms for theoretical teaching of
core subjects, and, on the other, rooms
for the teaching of practical characteristic
subjects, such as a kitchen and dining
room. During term time in the practical
training segment, they have an “open
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business”, with daily guests from outside
the school, in the form of lunch and à la
carte service.

The pupils work independently and are
responsible for their own learning. The
school also works on a thematic basis, in
other words combining separate courses
together in different topics in order to
create an overall picture within their train-
ing. Training is divided into periods. At
intervals of two to four weeks, the pupils
switch between teaching of core subjects
and teaching of characteristic subjects.
The pupils regards these changeovers as
very positive because it means they do
not tire of either of the two subject areas.
The school also works closely with the
real world, in other words they under-
take project work in collaboration with a
number of contacts and reference groups,
and carry out various external assignments
of a varying nature.

The educational basis of the project work
and the external assignments involves a
portfolio and style of teaching that is prob-
lem-based. This acts as an important com-
plement to the somewhat more traditional
day-to-day teaching. Examples of project
work include col laborat ion on the
transnational network within the frame-
work of the EU’s Leonardo da Vinci pro-
gramme and cooperation with Finland
surrounding the “Maten runt Östersjön”
project [“Food around the Baltic”]. Exam-
ples of external assignments include the
arrangement of different functions in the
school function room, such as AGMs, as-
sociation meetings, EU summits and other,
more private functions, such as weddings
and funerals. The pupils at the school also
have the chance to take part in cooking
and service competitions, both at national
and international level. In a large number
of cases, they have successfully won com-
petitions and even more often receive
good prizes. The school is a member of
the Association of Hotel and Restaurant
Schools in Europe (AEHT).

The pupils have 16 weeks’ training in a
workplace. The aim of this workplace-
based training is to give the pupils an in-
sight into the conditions of work within
this industry. The school, which has good
relations with good restaurants and capa-
ble chefs, has a wide selection of practi-
cal placements for workplace training –

everything from à la carte and restaurants
to conference hotels. The school also has
international contacts with Ireland, Ger-
many, Italy, Portugal and Norway, and the
pupils have the opportunity to visit some
of these for four-week practical training
placements during year two.

Most of the school’s pupils go on to find
work once they have finished their train-
ing. Normally, only 15% of those who
worked in the restaurant and catering
profession would still be there after four
years. In a survey carried out by the head-
master at the school, it was clear that a
significant majority of the school’s pupils
were still working in the industry, which
the school interprets as a very good train-
ing result.

Tallbarr school

The owner of Tallbarr school is a joint-
stock company. The school was founded
in 1999 after a couple of years as a trial
business. It is aimed at youngsters who
want to work in a practical environment
and who receive the bulk of their educa-
tion in the workplace. All training pro-
grammes are specially drawn up, with a
focus on electricity, energy, vehicles, in-
dustry, locksmithery, painting, floor-lay-
ing and ventilation. The pupils can start
their upper senior school studies at any
time they like during the year, and the
term lengths and holiday periods do not
correspond with the traditional division
of school terms. During the 2000 academic
year, there were 28 pupils at the school.
Since the focus of learning for eleven
pupils was on vehicles, it is this which
forms the basis of our presentation in this
study.

Training is along the lines of an appren-
ticeship model. Of the total time spent
training, 80% is located in the workplace.
This means that pupils are tied to a
workplace for four days a week, and at
the workplace they have a supervisor who
follows them in their work. On the fifth
day, the pupils read theory, and this part
of their education is carried out within a
traditional school environment. Each pu-
pil has an individual training plan drawn
up in cooperation with the school and
the employer. The training plan is scruti-
nised by the industry’s vocational com-
mittee to check that the pupils’ training
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is consistent with the qualifications re-
quired to pursue the profession, and to
make sure that the training is relevant to
the labour market.

A precondition for being able to start a
particular line of training is the availabil-
ity of an employer who will accept pu-
pils for practical workplace-based train-
ing placements. The school arranges train-
ing placements, with host companies se-
lected in collaboration with the automo-
tive industry, i.e. the Motorbranschens
Riksförbund [National Swedish Motor In-
dustry Association, Motorbranschens
Yrkesnämnd [ Swedish Motor Industry
Vocational Committee] and the Motor-
branschens Arbetsgivarförbund [Swedish
Motor Industry Employers’ Association].
The company provides the school with
machinery, mechanics and supervisors, for
which the school pays the company. This
arrangement is governed by an agree-
ment. The school inspects the intended
company to make sure that the training
environment is suitable as a training place-
ment before the agreement is signed.
There is currently no shortage of training
placements.

All pupils seeking training are taken on.
These are often young people who are
not motivated by the study of theory alone
and who, therefore, have poor school
reports, but are interested in and possess
the necessary criteria for being trained in
accordance with a model where practical
training and the teaching of theory are
intertwined. The first month in the school
and in the training placement is an in-
duction month, which is very important
for both the school and the host employer.
The pupil can find out whether the place
of work and the choice of profession is
well-advised, and the company has the
chance to see if the pupil has the ability
to do the job and wants to commit him-
self to the project. Once the parties have
given each other their approval and have
approved the conditions, the training
starts. Some pupils are paid, others not.
There is no logic or fairness in the pay
system.

At the workplace, the pupils more often
than not work independently, but some-
times work together with their supervi-
sor or other members of staff. The super-
visor is chosen by the company. The

school gives the company its recommen-
dations before the supervisor is chosen.
The supervisor must have the vocational
qualifications, be interested in young peo-
ple and teaching, have confidence and
patience, and be open, honest and
straightforward in his communication with
young people. The supervisor is given
training arranged by the school. This of-
ten includes information about the way
the upper senior school is set up, subject
courses and the report system, teaching
experience in relation to the vision of
knowledge and teaching, and also infor-
mation about youth and youth culture.
The supervisor is trained on an ongoing
basis during the three years in which the
pupil is trained.

All teachers are paid by the hour. Voca-
tional teachers work both in the school
and out in the training placements. All
practical components of the training and
all aspects of theoretical vocational train-
ing assigned to the practical work are
carried out at the workplace. Vocational
teachers visit the pupils on a regular ba-
sis and check with the supervisors what
the pupil has been doing, trained in and
what knowledge the pupil has acquired,
along with details of future training.
Coursework in the training which can-
not take place at the site of the work-
place, both of a theoretical vocational
nature and aspects of a more practical
nature – for example, stripping a gear-
box and repairing it – are done in school.
The teaching of theory in core subjects,
which is less linked to practical work, is
performed in school one day a week.
Teaching groups in the school are small,
which means more personalised teach-
ing. Core-subject teachers try to integrate
core subjects into the profession chosen
by the pupils, for example by allowing
pupils to work with texts relating to the
automotive industry.

The pupils say that they learn more
quickly, and more, when they are out in
a workplace because it is easier to un-
derstand things when they are doing prac-
tical work at the same time. In the first
academic year, directly after finishing their
training, pupils found work within local
business, and follow-ups carried out by
the headmaster of the school show that
all pupils are still working within the in-
dustry.
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Conclusions and closing
comments

Schools can organise their business in
many different ways. The approaches of
three independent schools have been
outlined above. The three schools, which
are vocational, handle different training
programmes. Björklöv school trains young
people within a specially set-up indus-
trial programme, Kronblad school has a
specially designed hotel and restaurant
programme, whilst Tallbarr school teaches
pupils within a specially-tailored vehicle
programme. The three schools have dif-
ferent views of knowledge and how that
knowledge should be conveyed and to
what extent and in what way pupils can
and should collaborate with working life.

Björklöv school is, in my opinion, focused
on factual knowledge. Training is broad
and contains many points on the curricu-
lum, serving to retain a high level of theo-
retical knowledge. To increase the under-
standing of factual knowledge, course
subjects are combined in dif ferent
projects, which in turn are linked to the
reality which pupils may face when they
finish school. Because problem-based
teaching is applied as an educational
model, pupils learn to look for informa-
tion, and to process, analyse and report
what they find. Because of the way the
school works, they become familiar with
working in groups aimed at jointly devel-
oping objects or implementing facts which
may require the acquisition of new knowl-
edge. Björklöv school emphasises cogni-
tive knowledge, with teaching done
mainly in the school. During the period
of their education, the pupils are certainly
offered extensive contacts with working
life, involving everything from study vis-
its to the various firms of the company
that runs the school to highly company-
related project work. Pupils are intro-
duced to working life by virtue of the fact
that the school is situated within the geo-
graphical area of the company, and a
working organisation is set up, for teach-
ers and pupils alike, in such a way that it
is like a traditional workplace. Thanks to
these contacts with the working environ-
ment, the pupils have a network of con-
tacts within the company and gradually
become familiar with the corporate cul-
ture (socialisation). Many pupils remain

within the company and probably have
the qualifications necessary to enter into
adult life.

Kronblad school does not focus on fac-
tual knowledge as much as Björklöv
school does. There, they do not integrate
course subjects to the same extent since
core subjects are taught in the theoretical
teaching rooms and the characteristic sub-
jects are taught in the practical training
rooms. Teaching is relatively traditional,
but to get an overall picture, and thus
increase understanding, certain course
subjects are themed. Pupils take part in
an “open business”, thus acquiring prac-
tical skills. Kronblad school is, as a re-
sult, organised for both cognitive and
contextual learning. The two learning
strategies also run in parallel throughout
the entire period of teaching. The 16-
week, workplace-based training also gives
pupils the chance to improve their skills
knowledge and achieve a certain level of
intimate knowledge. Kronblad school also
introduces pupils to working life through
project work, external assignments and
participation in cooking and service com-
petitions. During their time at the school,
the pupils thus have many options for
establishing contacts within the work en-
vironment, thus creating the conditions
needed for entry into the labour market
and adult life.

Tallbarr school draws up individual train-
ing plans which, in the main, do not fo-
cus on school-related factual knowledge,
but are more geared to holding as much
of the training as possible in the work-
place. The pupils work independently,
under the supervision of both supervisors
and vocational teachers as core-subject
teachers. In the workplace, pupils train
in practical coursework, thus acquiring
their skills knowledge. While pupils are
being taught in the workplace they ac-
quire intimate knowledge. Because of the
way it is set up, Tallbarr school advocates
contextual teaching, i.e. teaching which
is performed in collaboration within a
business outside the school, where the
activities are carried out. By adopting this
approach, the school gives the pupils the
chance to acquire “tacit knowledge” of
the profession. When you take into con-
sideration also the fact that such a large
part of the training is carried out in the
workplace, pupils are introduced to work-
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ing life to a high degree, but because they
are in the same workplace throughout
their entire training, they become im-
mersed (socialised) in the professional
business of the practical placement and
will probably become specialised in the
makes of car the training company works
with. Once they have finished school, the
pupils find employment and thus have the
conditions necessary to become an adult.

To conclude, it can be confirmed that the
three schools run their operations in three
different ways. Björklöv school imparts
cognitive knowledge, offering pupils all
kinds of workplace contacts within the
company, immersing (socialising) them in
the company culture. Kronblad school
integrates theory and practice, introduces
pupils to working life through 16 weeks
of workplace-based training and creates
opportunities for them to establish con-
tacts in the working environment via
project work, external assignments and
participation in various competitions.
Tallbarr school focuses on contextual
learning, using workplace-based teaching
to give pupils the opportunity to acquire
tacit knowledge and for them to become
socialised with the vocational business of
the practical training placement. The
schools thus impart knowledge in differ-

ent ways, cooperate with the working
environment in different ways and intro-
duce pupils to working life in different
ways. This diversity of knowledge, teach-
ing strategies, forms of collaboration and
working life contacts gives pupils with
different needs the chance to acquire
knowledge and find work after they leave
school. My study shows that the different
approaches by the schools create benefi-
cial conditions for young people with dif-
ferent interests and needs to find work
after they have finished school, and thus
economic opportunities to establish an
independent life for themselves and de-
velop their adult status. This study shows
that, due to the new direction in school
polities, young people today are given a
wider rang of options. There are local
variations and independent schools within
the general school system which enables
young people to find an educational pro-
gram that fits them.
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