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What the social world has
made, 
the social world,
armed with knowledge, 
can undo.
 
Pierre Bourdieu, 1993





 

Abstract 

Equitable educational opportunities necessitate equitable access to a favoura-

ble academic and social school environment. This thesis aims to explore the 

role of the school as an educational and social arena for the academic achieve-

ment and psychological well-being of lower secondary school students in 

Sweden. Using survey data, four empirical studies assessed contextual and 

compositional aspects of schools and their associations with adolescent out-

comes.  

Study I examined the relevance of indicators of school effectiveness for 

student academic achievement. Teachers’ ratings of effectiveness indicators 

and student-reported marks in core subjects were shown to be lower in more 

sociodemographically disadvantaged schools compared to schools with a 

more privileged student body. However, even when adjusting for the school’s 

student intake and students’ own family backgrounds, students performed bet-

ter, on average, in schools that were rated as more effective. School ethos was 

found to partly mediate the relationship between school student composition 

and academic achievement. Furthermore, analyses indicated that students at-

tending one of the most socially deprived schools performed better when their 

school was rated as more effective, regardless of their own family back-

grounds. 

Study II focused on school ethos, exploring the mediating effect of stu-

dents’ academic achievement on the levels of internalising and externalising 

indicators of poor psychological well-being among students. Teacher-rated 

school ethos was found to be predictive of students’ academic achievement, 

even when taking the school’s sociodemographic student composition into ac-

count. Moreover, students’ levels of psychological distress were shown to be 

indirectly associated with the school’s ethos, via academic achievement. No 

such mediating relationship was identified for students’ levels of aggressive 

behaviour.  

Study III assessed the significance of the sociodemographic school envi-

ronment for adolescents from socially disadvantaged residential areas in 

Stockholm. Students who chose to commute to more prestigious schools out-

side of their residential areas performed better academically compared to their 

peers who enrolled in one of their neighbourhood schools, an association that 

was partly mediated by teacher-rated school ethos. However, the commuting 



 

students reported lower school satisfaction and more psychological com-

plaints than students who stayed behind, even when taking academic achieve-

ment and school ethos into account.  

Study IV investigated the implications of classroom immigrant density for 

adolescents in Sweden who were foreign-born and/or had parents who were 

foreign-born. Analyses found that students with an immigration background 

reported fewer psychological complaints when the proportion of immigrant 

students in their class was higher, an association that was partly mediated by 

the experience of classmate acceptance. 

This thesis has illustrated the importance of the functioning of schools for 

adolescents’ achievement and well-being, in line with school effectiveness 

theories. However, schools’ capacity to build an effective school context is 

closely linked with their student intake, undermining the school’s compensa-

tory mission. Furthermore, the sociodemographic composition of schools can 

be essential for the psychological well-being of certain groups of adolescents, 

potentially counteracting the social mixing of students. 

 

 

 

 

 

 

 

 

 



 

Sammanfattning 

Jämlika chanser till utbildning och framtida möjligheter förutsätter att elever 

har likvärdig tillgång till en god pedagogisk och social skolmiljö. Denna 

avhandling syftar till att utforska skolans roll för ungdomars skolprestationer 

och psykiska hälsa. I fyra empiriska studier baserade på enkätdata undersöks 

betydelsen av skolkontextuella förhållanden och skolors sociodemografiska 

elevsammansättning för högstadieelevers skolbetyg och upplevda psykiska 

hälsa.   

Studie I granskade sambandet mellan skolors grad av överensstämmelse 

med principerna för s.k. framgångsrika skolor (effective schools) och 

niondeklasselevers betyg i Stockholm. Skolor med en större andel elever med 

lågutbildade föräldrar och elever med utländsk bakgrund fick i genomsnitt 

lägre skattningar av sina lärare med avseende på skolans ledarskap, lärarnas 

samarbete och samstämmighet, samt skolans etos, än skolor med en mer 

socialt privilegierad elevsammansättning. Elever i dessa skolor hade även 

lägre betyg än elever i skolor som kännetecknades av en mer gynnad 

elevsammansättning. I genomsnitt presterade dock alla elever bättre i skolor 

som skattats som kvalitativt mer framgångsrika av sina lärare, oavsett 

elevernas egen familjebakgrund och skolans elevsammansättning. Skolans 

etos förklarade delvis sambandet mellan elevsammansättning och 

skolprestation. Analyserna visade vidare att elever i de mest socialt utsatta 

skolorna hade högre betyg om de gick i en skola som skattades som kvalitativt 

mer framgångsrik, oavsett deras egen familjebakgrund. 

Studie II undersökte om ett potentiellt samband mellan skolans etos och 

Stockholmselevers hälsobesvär i form av inåtvända och utagerande problem 

kunde förklaras av deras betyg. I likhet med Studie I påvisades ett samband 

mellan skolors lärarskattade etos och elevers skolprestation, även då hänsyn 

togs till skolornas elevsammansättning. Analyserna visade också på ett 

indirekt samband mellan skoletos och internaliserande hälsoproblem hos 

eleverna, som medierades av betyg. Ingen motsvarande koppling påvisades 

mellan skoletos och utagerande problematik hos eleverna.  

Studie III analyserade betydelsen av skolans sociodemografiska 

elevsammansättning för ungdomar som bor i Stockholms socialt mer socialt 

utsatta stadsdelar. Elever från dessa områden som valt att pendla till mer 

prestigefyllda skolor utanför sitt upptagningsområde presterade bättre i skolan 

jämfört med elever från samma typ av områden som gick i skolor i sin egen 



 

stadsdel. Detta resultat förklarades delvis av skolornas lärarskattade etos. De 

pendlande eleverna rapporterade emellertid lägre skoltrivsel och fler psykiska 

besvär än vad ungdomarna som gick i en skola närmare hemmet gjorde. Detta 

samband kvarstod även vid kontroll för elevens betyg och skolans etos.  

Studie IV undersökte  huruvida förekomsten av psykiska besvär bland 

ungdomar i Sverige med utländsk bakgrund (dvs. som var födda utomlands 

och/eller vars föräldrar var födda utomlands) varierade med avseende på 

elevsammansättningen i skolklassen. I genomsnitt rapporterade elever med 

utländsk bakgrund färre psykiska besvär än elever som inte var födda 

utomlands eller hade föräldrar som var födda utomlands. Analyserna visade 

därutöver att ungdomar med utländsk bakgrund rapporterade färre psykiska 

besvär när andelen elever med utländsk bakgrund i skolklassen var högre. 

Detta samband förklarades delvis av hur accepterade eleverna kände sig av 

sina klasskamrater.   

Studierna i denna avhandling belyser vikten av en fungerande skola för 

både ungdomars skolprestationer och psykiska hälsa, i linje med teorierna om 

framgångsrika skolor. Samtidigt visar resultaten att en skolas kapacitet att 

skapa en skolkontext av god kvalitet är nära sammankopplad med dess 

elevsammansättning, vilket försvårar skolans möjlighet att uppfylla sitt 

kompensatoriska uppdrag. Skolans elevsammansättning kan vidare inverka på 

vissa elevgruppers psykiska välbefinnande. Sådana mekanismer kan förväntas 

avhålla vissa ungdomar från att göra ett aktivt skolval, vilket kan intensifiera 

segregationen i skolan ytterligare.   
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1. Introduction 

Education is recognised as one of the strongest social predictors of health 

(Deaton, 2002; Freudenberg & Ruglis, 2007; Mirowsky & Ross, 2005), and 

schools are societal institutions with the potential to counteract social inequi-

ties and promote population health by providing equitable educational oppor-

tunities (SGOR, 2017). Not only does education contribute to greater occupa-

tional options and limit the risk of unemployment, but the process of schooling 

can also provide individuals with cognitive and emotional skills to enable de-

cisions and behaviours that promote more equitable future opportunities and 

health (Card, 2001; Glymour, Avendano, & Kawachi, 2014; Hahn & Truman, 

2015). Accordingly, policies aiming to equalise education can be considered 

key public health interventions (Hahn & Truman, 2015).  

 The school also has the potential to function as an elevating bridge between 

generations, as education can in part compensate for an underprivileged child-

hood (Mirowsky & Ross, 2005). Therefore, at least to a certain extent, attend-

ing a school of high quality with competent and supportive teachers, and a 

social environment that is conducive to learning could moderate the disad-

vantages associated with being born into a family with more limited economic, 

cultural, and social capital (Bourdieu, 1977), thereby eventually reducing the 

outcome gap between children from different sociodemographic backgrounds. 

However, in order to fulfil this compensatory mission, schools would need to 

provide equitable conditions and opportunities to gain skills and knowledge 

(Lundberg, 2018), as some children need different kinds of resources or more 

support than others in order to attain the same level of opportunity and well-

being (Robeyns, 2005; Rutter, Maughan, Mortimore, Ouston, & Smith, 1979). 

By contrast, if children from more disadvantaged families are left to attend 

schools of an inadequate standard, they will be at an even higher risk of poor 

academic outcomes, school failure, and subsequent lasting social disad-

vantage (Faubert, 2012; Swedish National Board of Health and Welfare, 

2013). 

 Such notions of schools as equalising environments should generate incen-

tives for educational policies that promote strong and equitable school con-

texts (Raphael, 2013). Unlike many other high-income countries where 

schools face various undermining structural imbalances (Inchley et al., 2016), 

Sweden is characterised by relatively favourable educational structures that 
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aim to ensure that a student’s prospect of succeeding academically is as inde-

pendent as possible from their own family background (Holmlund et al., 2014; 

SGOR, 2014; SNAE, 2012). However, structural reforms in recent decades 

have substantially transformed the previously unitary Swedish education sys-

tem (Böhlmark & Lindahl, 2012; Trumberg, 2011; SGOR, 2014), with ad-

verse consequences for school management, teachers’ working conditions, 

and the learning environment (SNAE, 2012; SGOR, 2014; OECD, 2015). 

Adding to such challenges, rising spatial segregation and an uneven distribu-

tion of students has exacerbated differences in quality between schools, and 

the emergence of more sociodemographically homogeneous schools has in-

tensified the effects of student body composition. These developments have 

compromised the ability of many Swedish schools to offer students a condu-

cive school context that enables them to live up to their innate potential (Gus-

tafsson et al., 2010; SNAE, 2012). This is primarily to the disadvantage of 

children and adolescents living in the most socially vulnerable residential ar-

eas. 

 Academic achievement is not the only outcome of schooling that predicts 

subsequent opportunities and health (Jennings, Deming, Jencks, Lopuch, & 

Schueler, 2015). Particularly during adolescence, when young people experi-

ence various physical, social, psychological, and cognitive transitions, schools 

are social arenas that are equally critical for individual socio-emotional devel-

opment (Hahn & Truman, 2015; Inchley et al., 2016; Rutter, et al., 1979; Viner 

et al., 2012). Accordingly, student well-being has become an increasingly im-

portant policy goal in many countries (Heller-Sahlgren et al., 2018). 

 Beyond consequences for future career and health outcomes, the school 

context is also vital for adolescents’ current well-being (Swedish National 

Board of Health and Welfare, 2013; PHAS, 2018). School features, such as 

positive relationships with teachers, high expectations of students, and a con-

ducive learning environment, are closely tied to students’ psychological well-

being (Sellström & Bremberg, 2006; Undheim & Sund, 2005; Waenerlund et 

al., 2016). Moreover, school performance is a strong predictor of adolescent 

well-being, further highlighting the importance of equitable access to a fa-

vourable learning environment (Moilanen, Shaw, & Maxwell, 2010; Undheim 

& Sund, 2005).  

 In line with such processes, the Swedish Public Health Agency (PHAS, 

2018) has identified shortcomings in how schools function as a contributing 

factor to the observed increase in self-reported psychological health com-

plaints among adolescents. Correspondingly, the Swedish Commission for 

Equity in Health (Lundberg, 2018) has established that the provision of more 

equitable educational conditions and opportunities would promote population 

health in Sweden, proposing that the quality of Swedish schools needs to be 

addressed. Hence, the role of school contextual and compositional conditions 

in the current segregated school landscape needs to be examined. 
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2. Aim 

By linking educational theories with social determinants of health, the overall 

aim of this thesis is to advance our understanding of the school as a compen-

satory social institution for adolescent academic achievement and psycholog-

ical well-being. The four empirical studies in this thesis address both contex-

tual and compositional aspects of schools. They examine characteristics of 

“effective schools” and their associations with student outcomes, as well as 

the relevance of the sociodemographic school and class environment for ado-

lescents living in socially disadvantaged residential areas and students with an 

immigration background. The studies were guided by the following aims:  

 

Study I aimed to examine whether characteristics related to school effective-

ness differed across Stockholm schools with different segregation profiles. It 

also aimed to test to what extent these indicators were associated with adoles-

cents’ school performance when adjusting for their sociodemographic back-

grounds and their school’s sociodemographic profile. 

Study II aimed to investigate whether the interrelationships between school 

segregation profile, school ethos and academic achievement (demonstrated in 

Study I) also had a bearing on students’ psychological well-being.  

Study III aimed to explore how students living in the more disadvantaged 

district areas of Stockholm who chose to attend more prestigious schools out-

side their residential areas fared compared to their peers who were enrolled at 

more disadvantaged schools in their school catchment areas. 

Study IV aimed to assess whether the immigrant density in Swedish class-

rooms was associated with the level of psychological complaints among ado-

lescents with an immigration background, and whether such a link could be 

explained by peer acceptance.  
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3. Background and theory 

This chapter presents an overview of the central concepts and theories perti-

nent to this thesis, with a focus on the school as a key social determinant of 

adolescent psychological well-being. First, an overview of the most substan-

tial Swedish school reforms of the past decades provides a backdrop for the 

subject matter of this thesis. Thereafter, the relationship between school seg-

regation and inequitable educational opportunities is surveyed. Moreover, the 

evidence for and the theoretical view of the link between academic achieve-

ment and subjective indicators of adolescent well-being is examined, as well 

as the school’s potential role as a compensatory environment for students from 

sociodemographically disadvantaged backgrounds. Finally, the chapter sums 

up possible implications of the links between educational structures, school 

segregation, schools’ effectiveness, and adolescents’ school performance and 

overall well-being. 

3.1 Swedish school reforms 

In recent decades, Sweden has been transformed from a country with one of 

the most state-controlled and unitary education systems in the world to having 

a decentralised school sector shaped by a high degree of choice (Trumberg, 

2011). This process began during the 1970s with calls for a more flexible ed-

ucation system that would be able to more effectively adapt to the individual’s 

needs. This required adjustments at the local level, which prompted a decen-

tralisation that was completed by a municipalisation reform in 1991. Conse-

quently, at this time of economic recession, municipalities received full em-

ployer responsibility for all school staff and the authority to allocate resources 

between different parts of the school system. This transfer of responsibility 

for schools to the municipalities aimed to ensure more effective resource allo-

cation and the direction of resources to where they would be most needed 

(SNAE, 2009). However, the state was still responsible for guaranteeing edu-

cational equity at the national level (SGOR, 2014). 

Sweden’s education sector has followed in the neo-liberal footsteps of 

many other countries, with the goals of greater cost-effectiveness, freedom of 

choice, and higher quality education (Alexiadou et al., 2016; Perry & South-

well, 2014; West, 2014). Accordingly, municipalisation was followed in 1992 
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by an ‘independent school’ reform that created a separate school sector with 

privately-operated ‘independent’ schools financed with public resources 

(Böhlmark & Lindahl, 2012). Concurrently, a comprehensive school choice 

policy was introduced, motivated by the principle that all families should have 

the opportunity to select a school for their children (Alexandersson, 2011). 

The increased choice and diversity in the education system was meant to en-

hance financial efficiency while enabling a better match between students’ 

individual needs and their school. Equity was to be guaranteed by upholding 

all students’ equitable rights and opportunities to receive an education 

(Holmlund et al., 2014). 

These developments have made the municipalities’ task of managing 

schools and ensuring equal quality more complex (SGOR, 2014). Schools 

have become more autonomous, which has increased their scope to create their 

own unique educational and social contexts (Gustafsson et al., 2010). Further, 

in this new “school market”, students are no longer limited to schools in their 

geographic school catchment area. Instead, parents can use a virtual voucher, 

equivalent in value to the average cost of educating a child in a public school, 

to place their child in the public or “independent” (i.e. privately operated) 

school of their choice (West, 2014; Wondratschek, Edmark, & Frölich, 2013). 

This open school market has brought about a rapid rise in the number of pri-

vately-operated schools, some of which are owned by for-profit companies 

(Musset, 2012). Unavoidably, long-established “municipal” (public) schools 

have since found themselves competing for students with a growing independ-

ent school sector (Böhlmark & Lindahl, 2012).  

The municipalisation and marketisation of the education sector in Sweden 

have generally been described as failures (SGOR, 2014). It is evident that the 

school reforms of recent years have been accompanied by adverse conse-

quences for many schools that limit students’ prospects of success. Interna-

tional comparative studies have revealed a deterioration of Swedish students’ 

achievements in reading comprehension, mathematics, and science over the 

period 1995–2012. Although the latest Programme for International Student 

Assessment (PISA) results have pointed to certain improvements (OECD, 

2019; SNAE, 2019), the structural reforms have contributed to increasing dis-

crepancies between Swedish schools in different “clusters”, divided by socio-

economic status (SES) and the proportion of students with an immigration 

background (Malmberg, Andersson, & Bergsten, 2013; Trumberg, 2011). A 

recent quantitative analysis conducted by the National Agency of Education 

(SNAE, 2018) confirmed that the trend of increasing sociodemographic 

school segregation persists, particularly in urban areas. Accordingly, this the-

sis is based on the assumption that the restructuring of the Swedish education 

system has had repercussions for schools’ effectiveness in terms of their ca-

pacity to provide a constructive learning environment and promote positive 

student outcomes, and that it has generated greater differences between 

schools in their ability to fulfil this task. 
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3.2 School segregation  

Historically, segregation refers to “the separation of socially defined groups 

in space” (Massey, 2016), either as a result of institutionally imposed systems 

or through an interplay of the market and social mechanisms such as discrim-

ination (Müller, Grund, & Koskinen, 2018; Nightingale, 2012). This societal 

phenomenon can permeate social spheres such as residential areas, labour 

markets, and schools, with social groups being separated on the basis of char-

acteristics ranging from gender, socioeconomic status, ethnicity and skin col-

our to religion and cultural identity. Living, working, and learning in areas 

populated primarily by a socioeconomically underprivileged population has 

been shown to have negative effects on individual outcomes such as educa-

tion, income, health, and general well-being (Acevedo-Garcia, Lochner, 

Osypuk, & Subramanian, 2003; Andersson & Malmberg, 2018; Massey, 

2016). Segregation has also been shown to pose challenges to the social sta-

bility of cities and nations (Nightingale, 2012; Tammaru, Marcińczak, van 

Ham, & Musterd, 2015). 

In line with other countries, Sweden has seen a rise in socioeconomic and 

ethnic segregation in social spaces such as schools ‒ institutions that are com-

monly expected to act as equalising agents (Edmonds, 1979; Downey & 

Condron, 2016; SNAE, 2012). Much of this development has been attributed 

to the prevailing spatial stratification of different social groups (Brandén & 

Bygren, 2018; Lindbom, 2010). Despite Sweden’s historically strong social 

welfare system and relatively egalitarian economic structure, its socioeco-

nomic and ethnic residential segregation is unexpectedly high, even in com-

parison with other Nordic countries (Marcińczak, Musterd, van Ham, & Tam-

maru 2015; Massey, 2016). In particular metropolitan areas such as Stockholm 

are polarised by both social class and ethnicity (Bunar & Ambrose, 2016). 

This is partly due to a relatively high immigrant density and the lack of diver-

sity in types of residential tenure (Andersson & Turner, 2014; Malmberg, An-

dersson, Nielsen, & Haandrikman, 2018).  

The structures by which students are allocated to schools contribute to the 

level of equity in access to educational opportunities (Alegre & Ferrer, 2010; 

Alexiadou et al., 2016; Alves et al., 2015; Wilson & Bridge, 2019). According 

to research by Alegre and Ferrer (2010), market-oriented school regimes risk 

exacerbating the segregation in schools induced by residential segregation, 

and Sweden appears to be no exception. However, the extent to which school 

choice has contributed to this development above and beyond the increasing 

residential segregation has been the subject of debate (Brandén & Bygren, 

2018; Böhlmark, Holmlund, & Lindahl, 2015; Lindbom, 2010; Östh, Anders-

son, & Malmberg, 2013). Yet, the patterns of student distribution into schools 

have unquestionably become more complex since the introduction of the 

school voucher. Prior to the introduction of the school choice system, students 
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were allocated to schools based on their family’s place of residence. Conse-

quently, the student body composition of municipal neighbourhood schools 

inevitably reflected the population of the school’s immediate residential catch-

ment area (Bunar & Ambrose, 2016). However, while rising residential seg-

regation has been responsible for much of the increase in the division of chil-

dren into different schools based on socioeconomic and ethnic background 

(Lindbom, 2010), the far-reaching Swedish school choice policy is believed 

to have intensified this development (SNAE, 2012; Östh et al., 2013). 

Today, the parental right to choose schools for their children is well-estab-

lished in Sweden (Varjo, Kalalahti, & Lundahl, 2016) and valued by many 

social groups. As admission criteria to comprehensive schools (up to grade 

nine) rely on proximity and queueing rather than academic performance, and 

schools are unable to reject applicants on the basis of past academic records 

or family background, all families have the option to transfer their child to 

their school of preference, or at least place them in an admissions queue. Thus, 

according to the logic of the market, parents will choose better schools for 

their children when provided with choice. This is expected not only to improve 

school quality through competition for students and funding, but also increase 

sociodemographic mixing in schools, thereby undermining school segregation 

generated by residential segregation.  

Yet, as seen in other countries where choice is an element of the schooling 

structure (Bernelius & Vaattovaara, 2016; Alves et al., 2015; Musset, 2012), 

the school market is not available to all social groups on equitable terms, de-

spite the universal nature of the Swedish voucher policy. One explanation re-

lates to spatial location, as proximity remains a key criterion for parents’ 

choice of school, particularly for younger children. As many prestigious inde-

pendent schools tend to target more socially privileged geographic locations 

and/or offer pedagogical approaches that appeal to certain sociodemographic 

groups, some families inevitably have more genuine choice and thus greater 

access to high-quality schools than others (Andersson, Malmberg, & Östh, 

2012; Lindbom, 2010; Holmlund et al., 2014). Furthermore, even in less so-

cially advantaged neighbourhoods, the most motivated and academically 

strongest students may be “cream-skimmed” to certain schools with good rep-

utations (Bråmå, 2006; Bunar, 2010b; Böhlmark, Holmlund, & Lindahl, 

2016). 

In addition to such structural inequities, some groups are probably better 

equipped to strategically navigate the complex school choice system thanks to 

their more advantageous social and cultural capital (Alves et al., 2015; An-

dersson et al., 2012). Consequently, students with well-educated and/or deter-

mined parents, ethnic Swedes, and children from advantaged socioeconomic 

backgrounds are the most inclined to actively make use of the school choice 

voucher (Bunar, 2010b; Böhlmark, Holmlund, & Lindahl, 2016). On the other 

hand, children from socioeconomically disadvantaged groups and newly im-
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migrated families are more likely to choose schools in their immediate catch-

ment area, often as a consequence of “not choosing” or a lack of realistic 

choices (Andersson et al., 2012; Bunar, 2010a). Therefore, market-oriented 

choice schemes may well exacerbate sociodemographic school segregation 

and unequal educational outcomes (Alegre & Ferrer, 2010; Alexiadou et al., 

2016; Connell, 2013). As a result of such processes, the sociodemographic 

student composition of schools in Sweden has become increasingly homoge-

neous, particularly in larger cities like Stockholm that offer an abundance of 

both municipal and independent schools to choose from. Thus, the prevailing 

school choice patterns leave some schools with a majority of students from 

more disadvantaged backgrounds who are likely to require more support to 

succeed.  

Structurally, the Swedish education system is nevertheless characterised by 

comparatively favourable conditions that might be expected to facilitate the 

school’s compensatory mission (SGOR, 2014). Education up to grade nine is 

comprehensive, ensuring that children are not formally separated according to 

ability or academic orientation until upper secondary school (Benito, Alegre, 

& Gonzàlez-Balletbò, 2014). Further, all schooling is publicly funded, and 

municipalities are mandated to distribute resources within the school system 

according to children’s different needs and abilities. Some schools also qualify 

for a “socioeconomic structural supplement” that is used to compensate for 

the social challenges that they face. For instance, schools with the most un-

derprivileged socioeconomic conditions receive additional resources per stu-

dent from the municipality. Such funds are commonly used to hire additional 

staff, which means that the student–teacher ratio tends to be lower in more 

socioeconomically deprived schools. Finally, schools can also apply for addi-

tional state-level grants to supplement their resources (SNAE, 2015).  

However, despite such equalising measures, the existing education system 

is not able to ensure that all children have the same prospects to thrive aca-

demically and socially and thus build a foundation for future educational at-

tainment and well-being (SNAE, 2018). The inadvertent separation of chil-

dren into schools based on their sociodemographic backgrounds results in neg-

ative outcomes for both schools and students, particularly in socially disad-

vantaged areas with a high immigrant density (Perry & McConney, 2010). 

3.3 Education in a segregated school landscape  

A sociodemographically segregated school system has the potential to exac-

erbate disparities in academic success and attainment (Nordin, 2013; OECD, 

2013; Reardon & Owens, 2014; SNAE, 2018; Quillian, 2014). In Sweden, 

along with increasing school segregation according to socioeconomic and im-

migration background, discrepancies in quality between schools have grown. 
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This is believed to have contributed to a substantial between-school perfor-

mance gap (Gustafsson et al., 2010; SNAE, 2018; Östh et al., 2013). Conse-

quently, it has become increasingly important to choose the “right” school, 

thus weakening the school’s compensatory function (Gustafsson et al., 2010; 

SNAE, 2014). 

The possible mechanisms behind the established link between sociodemo-

graphic school segregation and student outcomes have been a subject of de-

bate since the 1960s (Coleman et al., 1966; Rutter et al., 1979). Compositional 

or “peer” effects have perhaps been most commonly highlighted in this dis-

course (van Ewijk & Sleegers, 2010). As parental influence weakens during 

adolescence, peers tend to become the primary source of interaction and in-

fluence on the individual’s behaviour and development (Brown & Larson, 

2009; Wang, Kiuru, Dego, & Salmela-Aro, 2018; Viner et al., 2012). Thus, 

peers come to play a critical role for adolescents’ academic performance and 

general well-being (Heller-Sahlgren, 2015; van Ewijk & Sleegers, 2010; Inch-

ley et al., 2016). Even if not all peer interaction takes place in the school en-

vironment, children and adolescents spend a large proportion of their time at 

school in the company of their fellow students. A school’s social environment 

is considered to largely reflect the forms of cultural and social capital of the 

students at the school, such as linguistic styles, ways of interacting, and family 

reading habits (Bourdieu & Passeron, 1990). Such indicators tend to correlate 

with the value placed on learning and academic success by students and their 

parents, which in turn contributes to the character of the learning and social 

context of a school (Holtmann, 2016; Lynch, Learner, & Leventhal, 2013; 

Rumberger & Palardy, 2005). 

In line with such explanations, a school’s average student sociodemo-

graphic background and average academic performance can be expected to 

either encourage healthy behaviour patterns and positive outcomes, or inspire 

risk behaviours and attitudes that can incite destructive outcomes (Sacerdote, 

2011; Viner at al., 2012). This principle corresponds with conclusions drawn 

in the renowned Equality of Educational Opportunity study, better known as 

the Coleman Report (Coleman et al., 1966), which was based on a large school 

survey in the US. In this prominent work on schools and inequality, the soci-

ologist Coleman and his colleagues highlighted the importance of a school’s 

sociodemographic student intake, suggesting that the average sociodemo-

graphic background of students in a school shapes the school’s normative cli-

mate, which in turn plays a role for the individual student’s school perfor-

mance (Coleman et al., 1966). Depending on the school’s student composi-

tion, its climate can either stimulate or undermine academic achievement, to 

the advantage of schools with a high density of middle-class children (Al-

lensworth, Moore, Sartain, & de la Torre, 2017; Goldsmith, 2011; Lynch et 

al., 2013). Correspondingly, Swedish official records show that students at-

tending schools with a more advantageous socioeconomic composition tend 
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to perform better academically, even when the individual student’s own soci-

oeconomic background has been adjusted for (SNAE, 2012; SNAE, 2018). 

Moreover, attending a school with a high immigrant density has been shown 

to have negative effects on school performance, particularly for immigrant 

students themselves (Brunello & De Paola, 2017; Szulkin & Jonsson, 2007). 

Such compositional effects have also been found in other countries (Al-

lensworth et al., 2017; Perry & McConney, 2010), suggesting that the student 

intake at a school matters for individual outcomes.  

In addition to peer effects, a segregated education system is also likely to 

lead to qualitatively unequal schooling through the less observable effects of 

school geographic location and sociodemographic composition on alterable 

features of the school context. In some education systems, such consequences 

for school quality may be fairly predictable, for instance when disparities in 

material resources generate a correlation between the sociodemographic stu-

dent composition and a school’s quality, to the disadvantage of schools in so-

cioeconomically underprivileged areas (Owens, 2017). Yet, even in countries 

like Sweden, where economic resources are fairly equally distributed across 

school districts, school student composition can be expected to shape im-

portant aspects of the school context (Palardy, 2008). A school’s student com-

position profile can define factors such as the school’s ability to attract and 

retain competent principals and experienced teachers (Clotfelter, Ladd, & 

Vigdor, 2005; Swedish Schools Inspectorate, 2018), the quality of its aca-

demic climate, and more intangible characteristics such as teachers’ expecta-

tions of students’ abilities (Rumberger & Palardy, 2005; SNAE, 2014). In ad-

dition, teachers face varying degrees of challenge depending on the type of 

school at which they are working. A demanding teaching environment, for 

instance one in which the majority of students need assistance with language 

development and/or have a lack of parental backing, is likely to affect teach-

ers’ ability to provide all students with the comprehensive support that they 

require. In this way, some students end up attending qualitatively ‘better’ 

schools than others, depending on the school’s sociodemographic profile 

(Lupton, 2004). Thus, while the composition of the student body does not 

alone determine a school’s academic and social context or overall quality 

(Rutter et al., 1979; Mortimore, 1993), schools with a more sociodemograph-

ically privileged student body are more likely to succeed in creating a condu-

cive learning environment than those with a majority of students from more 

socioeconomically deprived families, and/or with a high proportion of stu-

dents with an immigration background.  

As the previous paragraphs suggest, schools’ compositional and contextual 

effects are deeply intertwined (Rumberger & Palardy, 2005). As a result, the 

policy implications of educational inequalities related to student composition 

tend to be ambiguous (Sacerdote, 2011). Nevertheless, gaps in performance 

between Swedish schools with different segregation profiles do appear to have 

further intensified due to contextual differences that are partly rooted in the 
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composition of the school’s student body (SNAE, 2012). School choice has 

further complicated this dynamic, with both international and Swedish studies 

showing that parents have a strong tendency to take the student composition 

into consideration when choosing schools (Abdulkadiroğlu, Angrist, & 

Pathak, 2014; Elacqua, 2012; Musset, 2012). For instance, the phenomenon 

of “white flight” or rather “Swedish flight” or “avoidance” has become a driv-

ing force behind the production and reproduction not only of immigrant-dense 

residential areas in Sweden, but also the ethnic segregation of schools (Bråmå, 

2006).  

With regard to the implications of the school compositional effect, the 

above suggests that while the current voucher system opens the door to other 

more attractive schools for families in less privileged residential areas, it also 

has the potential to harm students, particularly those from lower socioeco-

nomic groups who tend to remain in schools that have been “drained” of the 

most socioeconomically privileged and academically able students (Bunar, 

2010b; Böhlmark, Holmlund, & Lindahl, 2015). Further, socioeconomically 

underprivileged groups and ethnic minorities may be particularly susceptible 

to school compositional effects, which exacerbate the impact of phenomena 

such as “Swedish flight” from schools in areas that are considered disadvan-

taged (Benito et al., 2014; Bråmå, 2006). Consequently, some children are 

faced with an accumulation of inequity; not only do they start their educational 

journey at a disadvantage due to their less privileged family background, but 

the schools that they attend are commonly of inferior quality, partly as a con-

sequence of school segregation. Inevitably, this system reinforces rather than 

reduces the gap between children from different socioeconomic groups 

(Chzhen, Gromada, & Rees, 2018), and places some groups of students at a 

higher risk of academic failure.   

 Acknowledging that such compositional effects exist, many scholars pro-

pose that children with low-SES parents and/or belonging to minority groups 

would benefit academically from attending more sociodemographically mixed 

or privileged schools (Agasisti, Avvisati, Borgonovi, & Longobardi, 2018; 

Allensworth et al., 2017; Brunello & De Paola, 2017). However, other re-

search has questioned the strength of such school-level effects, claiming for 

instance that the frequently discussed school SES effects on individual stu-

dents are largely statistical artefacts (Marks, 2015). In addition, research into 

non-cognitive student outcomes has demonstrated contradictory results, sug-

gesting that attending more socially privileged schools could in fact yield a 

higher risk of being bullied and experiencing poor psychological well-being 

for low-SES and immigrant students (Ackert, 2018; Hjern et al., 2013; Juvo-

nen, Kogachi, & Graham, 2018).   



12 

3.4 Adolescent psychological well-being  

Globally, adolescent health and well-being has become the subject of increas-

ing attention, with adolescents being acknowledged as central agents in public 

health agendas (Patel, Flisher, Hetrick, & McGorry, 2007; Inchley et al, 2016; 

Viner et al., 2012). The World Health Organisation (WHO) has classified 

mental health problems at large as one of the major disease burdens among 

adolescents (WHO, 2014).  

Technically, the term mental health covers both psychiatric conditions and 

more subjective measures, including both positive mental well-being (e.g. 

feeling happy and experiencing a sense of meaning) and poor psychological 

well-being (e.g. internalising and externalising problems). In contrast to more 

serious psychiatric conditions that are identified through official classification 

systems such as the International Statistical Classification of Diseases and Re-

lated Health Problems (ICD), levels of self-rated positive or poor psychologi-

cal well-being tend to be assessed through various scales or single questions 

that do not rely on strict definitions (Bremberg & Dalman, 2015). Such more 

subjective measures of (poor) psychological well-being can reflect an individ-

ual’s experience of distress and their capability to cope in everyday life (Swe-

dish National Board of Health and Welfare, 2013).  

With respect to such self-rated psychological well-being, there is an ongo-

ing discussion about the concern that psychological complaints are on the rise 

among adolescents, particularly in high-income countries (WHO, 2014). This 

trend is disconcerting, as it has been recognised that psychological well-being 

during this critical time of biological and psychological change is not only 

vital in the short-term, but also for individuals’ long-term health and opportu-

nities (PHAS, 2018; Sawyer et al., 2012; WHO, 2014). However, the exist-

ence of a true decline in adolescent well-being since the early 2000s has been 

debated (Wikman, 2018). For instance, a multinational systematic review (Po-

trebny, Wiium, & Lundegård, 2017) identified a minor increasing trend in ad-

olescent psychosomatic health complaints between 1980 and 2000 in high-

income countries, but concluded that this development has become more sta-

ble since the 2010s. Notwithstanding, multiple self-rated health complaints 

have been shown to be highly prevalent among adolescents in numerous 

OECD countries (Inchley et al., 2016). Sweden has identified a deterioration 

in adolescents’ levels of subjective psychological health in recent decades, 

with an increase in self-reported psychological and somatic complaints, par-

ticularly among girls (Hagquist, Due, Torsheim, & Välimaa, 2019; PHAS, 

2019). 

Research findings suggest that subjective health during adolescence is less 

determined by socioeconomic background than during childhood and later 

adulthood (Vallejo-Torres, Hale, Morris, & Viner, 2014; West & Sweeting, 

2004), indicating that shared social contexts such as schools may have the 
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potential to serve as protective environments for adolescent well-being. Cor-

respondingly, deficiencies in schools’ functioning have been identified as 

likely key contributors to the increase in multiple health complaints among 

children and adolescents in Sweden, partly explained by weakened school per-

formance and a higher prevalence of school-related stress (PHAS, 2018).  

Because school process indicators are to some extent alterable by means of 

constructive educational policies and effective school management, it is rele-

vant to study the role of various school contextual features for young people’s 

psychological well-being (SNAE, 2014). For instance, a systematic review by 

Sellström and Bremberg (2006) found that strong educational leadership and 

high expectations of students are linked with adolescent self-reported well-

being. Undheim and Sund (2005) suggested that school factors such as strong 

teacher support are negatively associated with levels of self-rated depressive 

symptoms. Similarly, Waenerlund et al. (2016) concluded that experiences 

during primary school, such as school satisfaction, relationships with teachers 

and the ability to perform, are important determinants of mental health, both 

at the time and later. Furthermore, school is an important social environment 

for adolescents, stimulating peer connections and emotional well-being (Saw-

yer et al., 2012). Such findings indicate that schools have the potential to en-

hance adolescent well-being by fostering a favourable learning and social en-

vironment for all students.  

Through its educational mission, the school is decisive for adolescents’ fu-

ture opportunities (Sawyer et al., 2012). With the increasing emphasis on ac-

ademic attainment for future opportunities and adolescents’ awareness of in-

creasingly precarious employment prospects, the experience of school-related 

stress can give rise to poor psychological well-being (Andres & Wyn, 2010; 

Persson, 2012; PHAS, 2018), particularly during the last years of comprehen-

sive school. Consequently, it is likely that schools’ ability to promote aca-

demic success is another element of schooling that, through various mecha-

nisms, is associated with adolescent well-being (PHAS, 2018).  

 

Academic achievement and psychological well-being 

Although the relationship between academic achievement and psychological 

well-being is assumed to be reciprocal, establishing a causal direction through 

empirical studies is not straightforward. On the one hand, performing well in 

school can be expected to promote psychological well-being, particularly at 

important times in a student’s educational career. On the other hand, poor psy-

chological well-being is likely to weaken a student’s academic achievement. 

Such mechanisms can be expected to trigger a vicious circle (Gustafsson et 

al., 2010), potentially making the role of schools in encouraging student well-

being ambiguous.  

Nonetheless, schools could make a difference in the well-being of adoles-

cents by constructing and safeguarding a conducive learning environment that 

ensures that students are able to live up to their own academic potential and 
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curriculum demands, regardless of their family backgrounds. Ultimately, aca-

demic performance is central for psychological well-being, as there is a strong 

association between poor academic achievement during the compulsory 

school years and reduced psychological well-being and social isolation in 

early adulthood (Cole, Jacquez, & Maschman, 2001; von Greiff, Sjögren, & 

Wieselgren, 2012). 

This presumed path between stronger academic performance and better 

psychological well-being has been established in a number of countries 

(Ackerman, Izard, Kobak, Brown, & Smith, 2007; Ahrén, 2010; Gustafsson 

et al., 2010; SNAE, 2014), with studies corroborating that academic undera-

chievement can indeed generate subsequent lower levels of psychological 

well-being (Keles, Olseth, Idsøe, & Sørlie, 2018; Moilanen et al., 2010; Und-

heim & Sund, 2005). For example, a meta-analysis of longitudinal studies es-

tablished a weak but significant correlation between academic achievement 

and subsequent depression (Huang, 2015). In Sweden, results of the latest 

wave of the Health Behaviour in School-aged Children (HBSC) study re-

vealed that adolescents who believed that their teacher assessed their academic 

performance as average or below average had higher levels of psychosomatic 

complaints than those who reported that they were assessed as performing 

above average, with stronger associations for girls than for boys (PHAS, 

2019).  

The mechanisms behind this relationship could, for instance, be related to 

adolescent self-image (Westling Allodi, 2010). Cole, Martin, and Powers 

(1997) presented a competency-based model of depression, suggesting that 

academic problems lead to feelings of low self-competence, which in turn can 

increase the risk of depression. Gustafsson et al. (2010) have also identified 

self-esteem as a significant pathway between academic performance and psy-

chological health, including both internalising and externalising problems. 

School-related stress could also act as a mediator between achievement and 

psychological health. Based on data from the Swedish HBSC study (PHAS, 

2016), students who felt stressed about schoolwork, particularly those who 

reported that their teacher assessed their academic performance as average or 

below average, were twice as likely to report psychosomatic complaints (in-

cluding “feeling depressed”) as those who did not experience stress. Similarly, 

a Norwegian study demonstrated that school stress related to low school per-

formance was linked with self-reported depressive problems in girls in the 

subsequent year (Undheim & Sund, 2005).  

Despite substantial research supporting such theories, the associations be-

tween school contextual features, academic achievement and psychological 

well-being are multifaceted. For instance, in many countries including Swe-

den, girls tend to perform better at school than boys (SNAE, 2015), which may 

to some extent protect them from psychological problems. At the same time, 

research has indicated that adolescent girls tend to experience greater school-

related pressure (Currie et al., 2008; Beckman & Hagquist, 2010), which is in 
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turn correlated with higher levels of health complaints (Torsheim & Wold, 

2001). Therefore, school-related stressors may be more detrimental to girls’ 

psychological well-being than to boys’ (Drapeau, Marchand, & Beaulieu-Pré-

vost, 2012), even when they perform well academically. Girls may also be 

more sensitive to the school context in terms of their psychological health 

(Låftman & Modin, 2012). Thus, sub-groups of students, such as high-achiev-

ing girls (particularly in high-SES schools), may in fact experience relatively 

more psychological complaints despite doing well academically (Låftman, 

Almquist, & Östberg, 2013; Perski & Rose, 2017). Consequently, high aca-

demic achievement does not inevitably predict high levels of well-being, 

while low-achieving students do not necessarily report poor well-being. This 

was supported in a meta-analysis on subjective well-being and academic 

achievement (Bücker, Nuraydin, Simonsmeier, Schneider, & Luhmann, 

2018).  

Nevertheless, evidence linking school-contextual features with student out-

comes indicates that schools do have opportunities to make a difference for 

all students by optimising their working and learning environments. As advo-

cated by school effectiveness research, features of the school context may 

even be able to compensate for a sociodemographically disadvantaged student 

body (Rutter et al., 1979).  

3.5 Schools as compensatory environments  

Although a far-reaching desegregation of Swedish schools may be an unreal-

istic ambition, at least in the short-term, segregation could potentially become 

less decisive for educational equity if schools were able to compensate for 

some of the effects of the school sociodemographic composition by offering 

all students an equally high-quality school context. Such aspirations were re-

futed by Coleman and his colleagues (Coleman et al., 1966) in the Equality of 

Educational Opportunity study discussed above. The report established that it 

was largely family background and the school’s student body composition that 

determined a student’s school performance, with the school’s physical infra-

structure and economic resources playing only a minor role (Coleman et al., 

1966). The conclusions drawn in the Coleman report gave rise to a new edu-

cational movement and body of school research that, in opposition to Cole-

man’s findings, highlighted schools’ ability to overcome disadvantages asso-

ciated with the student intake by improving their contextual features (Rutter 

et al., 1979).  

The British child psychiatrist Michael Rutter and his colleagues (1979) 

spearheaded this movement in the 1970s, promoting the view that a school’s 

impact on students is determined by characteristics of its formal and informal 

rules and the internal organisation of the school, rather than merely the avail-
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ability of resources, the physical environment, or the student body composi-

tion. Accordingly, differences in the quality of so-called process indicators 

(school characteristics that can potentially be altered) are believed to explain 

in part why some schools outperform others (Scheerens, 1990). Countless 

studies in the field of school effectiveness research have since indicated that 

schools tend to provide better learning environments for advantaged children 

than for the more disadvantaged (Downey & Condron, 2016). According to 

this model, the consistent performance gaps observed between schools with 

different student compositions are not only attributable to students’ own back-

grounds or peer effects, but also to an inequitable education system that does 

not offer all children high-quality schooling. Thus, the effective school litera-

ture proposes that there are differences between schools that can be ascribed 

to the quality of schooling per se, regardless of the composition of the student 

intake (Edmonds, 1979; Grosin, 2004; Liu, Van Damme, Gielen, & Van Den 

Noortgate, 2015; Rutter et al., 1979).  

The pattern of findings from diverse studies examining characteristics of 

effective schools has been fairly consistent (West, Sweeting, & Leyland, 

2004). Some of these characteristics concern the aims of education, such as 

the promotion of effective learning and students’ attainment and outcomes. 

Other studies have focused on what makes some schools effective, such as the 

use of resources and staffing policies (Mortimore, 1993). For example, Ed-

monds (1979) emphasised the institutional elements of leadership, high ex-

pectations of students, and an orderly atmosphere conducive to learning as 

particularly decisive for student performance. West et al. (2004) have grouped 

the key characteristics into a “five-factor model of school effectiveness”. This 

encompasses strong educational leadership, high expectations of students, an 

emphasis on basic skills, a safe and orderly climate, and frequent monitoring 

of student progress. More recently, Wang, Walters, and Thum (2013) created 

an effective school framework that features a positive learning environment, 

strong instructional leadership, high staff morale, evidence-based decision 

making, and a high level of teacher efficacy.  

While school effectiveness studies have not typically focused on concepts 

such as health and well-being, theories highlighting the importance of the 

school as a social environment, as well as the proposed link between academic 

achievement and psychological well-being, suggest that school effectiveness 

research could also be used to examine non-cognitive outcomes. Indeed, stud-

ies have shown that more effective schools are not only characterised by better 

school performance (Gustafsson, Nilsen, & Hansen, 2018), but also by a lower 

degree of emotional and behavioural problems (Modin & Östberg, 2009; Sell-

ström & Bremberg, 2006; Vuille & Schenkel, 2001), and less alcohol and drug 

use among their students (Bonell et al., 2013; West et al., 2004). 
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 This thesis employs the school effectiveness framework as a theoretical 

point of departure for analyses and discussion, focusing on three linked as-

pects of effective schools: school leadership, teacher cooperation and consen-

sus, and school ethos. 

 

School leadership 

The concept of effective schools represents contextual features emerging from 

a higher level in the school structure, and thus places a strong focus on the 

importance of purposeful leadership for achieving improvements (Rutter et 

al., 1979; Harris, 2002; Leithwood, Louis, Anderson, & Wahlstrom, 2004). In 

line with this approach, a Swedish government report (SGOR, 2014) has iden-

tified improving leadership on various levels as one way of tackling many of 

the education system’s problems. Schools need leadership at multiple levels – 

at the state level, at the “mandatorship” level (i.e. the municipality or the in-

dependent school holder), and from school principals and teachers (SGOR, 

2014).  

In Sweden, the school principal has the overall responsibility for ensuring 

that the school’s internal organisation and operations are focused on achieving 

national goals. The principal is responsible for the monitoring and evaluation 

of the school’s performance according to the national goals and learning re-

quirements (SGOR, 2014; Tschannen-Moran & Gareis, 2015). It is also cru-

cial that the principal provides leadership that empowers teachers to thrive and 

get recognition for their work. The school management must also promote 

cooperation between teachers in order to develop the quality of teaching ac-

cording to research and experience, and to support weaker teachers (SGOR, 

2014). However, municipalisation has led to radical changes for principals in 

Sweden; their authority and responsibilities have been extended, which has 

placed higher demands on their leadership (SGOR, 2014).  

 

Teacher cooperation and consensus 

Another feature of effective schools is consistent communication and collab-

oration between teachers as well as consensus and correspondence about 

goals, and the methods used to reach these goals (Roland & Galloway, 2004; 

Taylor, Pearson, Clark, & Walpole, 2000; Goddard, Goddard, & Tschannen-

Moran, 2007).  

Teacher cooperation has become an important topic in education (Van-

grieken, Dochy, Raes, & Kyndt, 2015), and research has suggested that strong 

teacher collaboration is linked with more innovative teaching, higher job sat-

isfaction, and self-efficacy among teachers (European Commission, 2013). A 

review by Vangrieken et al. (2015) found that teacher collaboration is advan-

tageous for students, teachers and indeed the whole school. Teachers who 

work together feel less isolated, more motivated and have better morale (Van-

grieken et al., 2015), which is likely to indirectly benefit student outcomes. 
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Vangrieken et al. (2015) further concluded that the structural and organisa-

tional context as well as the educational culture of a school are decisive for 

successful teacher cooperation.  

Teacher consensus is a related concept. Schools that operate under a more 

unified and consensual set of organisational goals tend to be more effective, 

as they are able to create a social consensus about the school’s mission, em-

phasising teacher and student success (Fuller & Izu, 1986; Rosenholtz, 1991).  

The recent school reforms have significantly affected the working condi-

tions of teachers in Sweden, with increased external management of schools 

and regulation of non-teaching related duties assigned to teachers (SGOR, 

2014). For instance, in order to encourage more cooperation among teaching 

staff, teachers’ working hours have become more regulated, and they are 

obliged to conduct a certain share of their planning and other administrative 

tasks at their workplaces, thus limiting their flexibility (SGOR, 2014). More-

over, the lack of qualified teachers in Sweden has given rise to more short-

term contracting of non-qualified teachers, and thus high turnover rates (Swe-

dish Schools Inspectorate, 2018). Consequently, cooperation between teach-

ers has suffered. Indeed, an investigation by the Swedish National Agency for 

Education (SNAE) in the aftermath of the municipalisation showed that teach-

ers largely work alone (SGOR, 2014). It is likely that a lack of cooperation 

weakens the school staff’s capacity to cultivate a consensus around the 

school’s mission and common goals. 

 

School ethos 

School ethos has been a prominent feature in school effectiveness research 

from the start. The educational importance of school ethos and related con-

cepts such as climate and culture for student outcomes continues to be identi-

fied in this field of research (Allder, 1993; Grosin, 2004; McLaughlin, 2005; 

Modin & Östberg, 2009; Thapa, Cohen, Guffey, & Higgins-D’Alessandro, 

2013). The concept of school ethos, or atmosphere, as an element of effective 

schools was originally coined by Rutter et al. (1979), referring to the beliefs, 

values, and norms permeating a school and manifesting themselves in the way 

that teachers and students relate, interact, and behave towards each other. 

In education research, the term school ethos has been employed inter-

changeably with culture and climate, at times without providing clear defini-

tions of these concepts (Glover & Coleman, 2005; Solvason, 2005). Rutter 

and his colleagues (1979) themselves appeared to equate school ethos with 

school climate, thereby further obscuring the meaning of ethos. On the basis 

of the school features or process measures that were identified by Rutter et al. 

(1979) as contributing to the ethos (or climate) of a school as a whole, the 

measure of school ethos used in this thesis is an exploratory concept that is 

experienced and measured at the teacher level (Modin, Låftman, & Östberg, 

2017). According to this concept, a school’s ethos is determined by the values 

and principles guiding the school’s policies and practices (Glover & Coleman, 
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2005) that have been established at a higher level in the school structure (Pep-

per & Thomas, 2002). These values and principles are manifested in the way 

that teachers approach their work and how teachers and students interact with 

and behave towards each other (Modin et al., 2017). In accordance with the 

work of Rutter et al., (1979), a school’s ethos is assessed by factors such as 

the level of transparency of the school’s value system, teachers’ conduct to-

wards students, the quality of teachers’ feedback to students, and the imple-

mentation of policies regarding discipline and bullying (Kjellström, Holmin 

von Saenger, Jarl, & Modin, 2017).   

Schools with a constructive and robust ethos have been shown to be better 

equipped to compensate for the individual student’s socioeconomic back-

ground (Hopson & Lee, 2011). Originally, features of school effectiveness 

such as ethos were primarily assessed in relation to student academic out-

comes (Banerjee, Weare, & Farr, 2014; Kutsyuruba, Klinger, & Hussain, 

2015; Rutter et al., 1979). However, more recently, concepts such as ethos and 

climate have also become the focus of studies examining the role of the school 

for emotional and behavioural outcomes among children and adolescents (Al-

dridge & McChesney, 2018; Carter, 2002; Goldberg et al., 2019; Modin & 

Östberg, 2009).  

 
A critical examination of school effectiveness research  

Despite its relative prominence in education research and the increasingly so-

phisticated use of data and statistical modelling techniques, the school effec-

tiveness literature has been the subject of criticism, both by researchers in the 

field of school effectiveness and, in particular, by external critics (Luyten, 

Visscher, & Witziers, 2005).  

One commonly identified limitation of school effectiveness research relates 

to its theoretical foundation, or rather the suggested lack thereof. This schol-

arship has been criticised for relying on statistical rather than theoretical 

grounding, with insufficient focus on the causal pathways and explanatory 

mechanisms that underlie the relationship between different variables (Luyten 

et al., 2005; Scheerens, 2013; Thrupp, 2001). Correspondingly, the research 

field has been condemned for neglecting to engage with the sociology of ed-

ucation (Angus, 1993; Thrupp, 2001), for instance with relevant elements of 

the well-known work of Pierre Bourdieu (Bourdieu, 1977). Instead, studies 

examining school effectiveness tend to emphasise the organisational elements 

of schooling, underplaying the significance of the “culture” of the student 

body and the surrounding community for school processes and student out-

comes (Thrupp, 2001). 

Thus, another perceived weakness of the school effectiveness theory is in-

adequate consideration of the social context of educational reforms and prac-

tices (Goldstein & Woodhouse, 2000; Thrupp, 2001). For instance, it can be 

more demanding to establish a high-quality context for learning in socially 
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disadvantaged schools (Lupton, 2004). Moreover, even when more disadvan-

taged schools offer relatively high-quality schooling, students may nonethe-

less risk disillusionment because they have internalised various dimensions of 

marginalisation that they are exposed to in socially disadvantaged residential 

areas, as documented by Beach & Sernhede (2011).  

In addition, the risk of misuse of research findings for political purposes 

has been highlighted by school effectiveness researchers and critics alike 

(Thrupp, 2001). Due to the focus on improving individual schools and the lack 

of acknowledgement of schools as institutions that are part of a larger societal 

structure, research findings are believed to appeal to governments that are ea-

ger to shift responsibility for educational quality to schools themselves (Gold-

stein & Woodhouse, 2000). Indeed, school effectiveness research has been 

known to receive political support, particularly to justify neoliberal educa-

tional policies (Luyten et al., 2005; Willmott, 1999).  

Such criticism stresses the importance of understanding schools as institu-

tions whose functioning is shaped by a wide range of social policies beyond 

those specifically concerned with education. Thus, school processes that could 

potentially transform student outcomes are unavoidably linked with charac-

teristics of the community outside the school premises as well as the student 

intake. Such interactions render efforts to understand school processes more 

complex than at times implied by traditional school effectiveness research 

(Thrupp, 2001). 

Theoretically, the underpinnings of the perspectives represented by Cole-

man (1966) and Rutter et al. (1979) appear to be incompatible – the former 

concluded that schools per se play a limited role in creating gaps in student 

outcomes, while the latter argued that individual schools are able to compen-

sate for student family background by adjusting key school process character-

istics that are believed to determine school effectiveness. In reality, the con-

trasting forces incorporated in these opposing models are more likely to be 

intertwined in ways that make it difficult to formulate unambiguous theories, 

as previous sections have illustrated.  

Firstly, in a “free” school market, schools with a less socially privileged 

student body can be expected to attract fewer middle-class or highly-moti-

vated students due to their lower status in the social hierarchy of the school 

market (Bunar, 2010a), thus exacerbating the homogeneity of a school’s stu-

dent composition. In turn, a school’s student body composition contributes to 

shaping student outcomes through peer effects, which are considered more 

“negative” in sociodemographically disadvantaged schools. In addition, the 

school’s student composition can have implications for the school’s capacity 

to create an advantageous learning environment, for instance by determining 

the recruitment and retention of qualified and experienced teachers and form-

ing teachers’ expectations of students. However, some schools in more socio-

demographically disadvantaged areas are nonetheless able to create a stable 

and encouraging social and academic context for students, as demonstrated by 
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evidence from the field of school effectiveness research. Consequently, even 

if many schools may remain relatively disadvantaged due to effects related to 

their geographical location and sociodemographic student intake, efforts for 

improvement are nonetheless likely to boost average student performance and 

well-being. However, as recognised by Rutter et al. (1979), even if improving 

individual schools raises overall standards of student achievement and attain-

ment, an equal educational playing field does not necessarily result in equal 

outcomes, since the ability of children and adolescents to profit from oppor-

tunities offered to them varies, largely on the basis of family background.  

3.6 A segregation paradox  

As schools’ compensatory capacity primarily has a bearing on children and 

adolescents from more socially disadvantaged families, it is essential to study 

how different groups of students fare in the current Swedish system. Accord-

ing to the mechanisms described above, students attending schools in more 

socially disadvantaged district areas are expected to be exposed to peer effects 

that could undermine the outcomes of an effective school context. Thus, due 

to residential and school segregation, such schools are potentially not able to 

adequately compensate for students’ family backgrounds, even if they are, or 

were to become, more qualitatively equal to schools with a more privileged 

student profile. The school voucher system is thus presumed to provide chil-

dren and adolescents living in sociodemographically deprived neighbour-

hoods with valuable opportunities to access better schooling and thus future 

prospects (Bunar, 2010a).  

Yet, as proposed by the segregation paradox devised by Ackert (2018), stu-

dents from more disadvantaged families living in socially stigmatised residen-

tial areas may not necessarily benefit from transferring to schools with a 

higher proportion of middle- and upper-class students. Studies examining out-

comes of ethnic minority or low-income adolescents in various country con-

texts (Ackert, 2018; Bernburg, Thorlindsson, & Sigfusdottir, 2009; Hjern et 

al., 2013; Hornstra, van der Veen, Peetsma, & Volman, 2015; Juvonen et al., 

2018) have revealed that school characteristics that promote academic 

achievement may not necessarily be equally beneficial for adolescent well-

being (Opdenakker & Van Damme, 2000). 

 Even if schools with a socially privileged student composition profile tend 

to provide a more ambitious learning environment and peer effects that are 

more “favourable” for school performance, students from disadvantaged fam-

ily backgrounds may fail to thrive in such settings. Firstly, students from so-

cially disadvantaged backgrounds could feel academically inferior in high-

SES schools that tend to have higher average academic achievement (Göllner, 

Damian, Nagengast, Roberts, & Trautwein, 2018), consistent with the so-

called ‘big-fish-little-pond’ effect (Roy, Guay, & Valois, 2015). Such social 
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comparison mechanisms could have negative consequences for students’ self-

esteem and self-concept (Becker & Neumann, 2016; Crosnoe, 2009; Marsh, 

1987; Roy et al., 2015). The experience of a competitive academic environ-

ment could also be expected to induce more stress related to school perfor-

mance. In turn, feeling stressed by schoolwork has been associated with lower 

levels of psychological well-being (PHAS, 2018). Furthermore, students from 

more sociodemographically disadvantaged and socially marginalised residen-

tial areas who attend higher-SES schools in more prestigious neighbourhoods 

are likely to find it more challenging to feel a sense of belonging, which in 

turn will affect their enjoyment of school (Chiu, Chow, McBride, & Mol, 

2016). Given the importance of school as a social environment and adoles-

cents’ sensitivity to others’ perceptions of them (Gifford-Smith & Brownell, 

2003; Tetzner, Becker, & Maaz, 2017), students’ sense of belonging and their 

experience of acceptance by classmates are likely to affect their psychological 

well-being (Bunar, 2010b; Freeman, Samdal, Băban, & Bancila, 2012; Kruse, 

Smith, van Tubergen, & Maas, 2016).  

Similar processes may apply to shaping the well-being of children and ad-

olescents who have an immigration background and/or belong to an ethnic-

minority group. With school as an important social environment for integra-

tion and interaction with majority group peers (Horenczyk & Tatar, 2012), 

immigrant students are generally expected to benefit from attending schools 

with a lower immigrant density. However, the association between school stu-

dent composition and the well-being of adolescents with an immigration back-

ground is intricate.  

Immigrants are a heterogeneous population group regarding country of 

origin, reason for migration, and education level (Alba & Foner, 2014). Ac-

cordingly, immigrant families encounter different obstacles to their mental 

health and well-being depending on their circumstances. For instance, chil-

dren of some immigrant groups, such as asylum seekers, are generally consid-

ered to be at higher risk of poor psychological health because of stressors re-

lated to displacement and resettlement (Fazel, Reed, Panter-Brick, & Stein, 

2012; Montgomery, 2011). Prevalence rates of clinically diagnosed mental 

disorders have generally been shown to be higher for children and adolescents 

with an immigration background (Kouider, Koglin, & Petermann, 2014). 

However, when it comes to self-reported psychological well-being, immigrant 

adolescents do not tend to present worse psychological health than their peers 

with ethnic Swedish parents. In fact, in Sweden and elsewhere, children of 

immigrants have been shown to report better psychological well-being (Bowe, 

2017; Goodman, Patel, & Leon, 2010; Mood, Jonsson, & Låftman, 2017; Har-

ding et al., 2015), particularly first-generation immigrants (van Geel & Ved-

der, 2010). This tendency seems counterintuitive, considering this group’s fre-

quent exposure to structural inequalities (Böhlmark, Holmlund, & Lindahl, 

2016), family economic stress (Gustafsson & Österberg, 2018), and ongoing 
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processes of sociocultural adaptation to the host country (Vedder & Virta, 

2005).   

The advantage in self-reported psychological well-being observed among 

adolescents with an immigration background appears to correspond with no-

tions of the “healthy migrant effect”. Patterns of health advantage among im-

migrants were first highlighted in the US in the 1990s (Antecol & Bedard, 

2006; Escobar, Nervi, & Gara, 2000) and have since also been documented in 

other countries (Anson, 2004; Degrate, Testa-Mader, & Clerici, 1999; Mal-

musi, Borrell, & Benach, 2010). This phenomenon has been attributed to fac-

tors such as a positive selection of immigrants (Constant, 2017) and downward 

social comparison effects, with immigrants assessing their health as better 

compared with pre-migration conditions or their compatriots in their home 

country (Buunk, Gibbons, & Buunk, 2013; Wills, 1987). Moreover, protective 

factors such as family and community support (Almeida, Molnar, Kawachi, 

& Subramanian, 2009; Mood et al., 2017; Stewart et al., 2010) and the engen-

dering of a strong sense of ethnic identity (Kim, Schwartz, Perreira, & Juang, 

2018) have been shown to be associated with positive health among immi-

grants.  

Correspondingly, factors related to the family context have also been sug-

gested to explain the relatively high levels of self-reported psychological well-

being among adolescents with an immigration background (Goodman et al., 

2010; Fuligni, Tseng, & Lam, 1999; Mood et al., 2017). However, as the in-

fluence of peers becomes stronger in adolescence (Brown & Larson, 2009), 

protective factors such as family support and cohesion may not be able to 

compensate for potentially negative experiences in key social contexts such 

as school (Marsh et al., 2012; Sonmark & Modin, 2017).  

Due to the uneven distribution of students based on sociodemographic 

background in Sweden, many adolescents with an immigration background 

have been shown to attend schools with a high immigrant density (Böhlmark, 

Holmlund, & Lindahl, 2016), which has generated concerns about harmful 

compositional effects. Negative peer influences (van Ewijk & Sleegers, 2010) 

and a possibly less conducive learning environment at such schools (Benito et 

al., 2014; Brunello & De Paola, 2017; Bunar, 2010b; Böhlmark, Holmlund, & 

Lindahl, 2015) have the potential to compromise students’ academic out-

comes (Jensen & Rasmussen, 2011).  

Nevertheless, attending schools with a lower immigrant density may come 

at a cost to immigrant students’ psychological well-being (Gieling, Vol-

lebergh, & van Dorsselaer, 2010; Hjern et al., 2013; Opdenakker & Van 

Damme, 2000). In accordance with the stereotype threat discussed by Borman 

and Pyne (2016), adolescents with a more disadvantaged and/or immigrant 

family background may be made aware of the socially constructed stereotypes 

about the social group to which they belong, or the particular type of area in 

which they live, when they attend a more prestigious school. These adoles-

cents may worry that they could be seen as “living up” to this stereotype and 
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be considered inferior by others (Borman & Pyne, 2016). These feelings may 

lead to anxiety, poor self-esteem, or other psychological responses, that may 

in turn have a negative effect on their school performance (Bécares, Nazroo, 

& Stafford, 2009; Pickett & Wilkinson, 2008).  

Such findings resemble mechanisms believed to explain the protective 

“ethnic density effect” observed in the context of neighbourhood influences 

on health (Bécares, Dewey, & Das-Munshi, 2018; Lee & Liechty, 2015). In 

this body of research, stronger social relationships and protection from racial 

discrimination and stigma related to one’s relatively low social status (Link & 

Phelan, 2006; Stansfeld, Marmot, & Wilkinson, 2006) have been shown to act 

as protective factors for ethnic minorities living in residential areas with a 

greater concentration of minority groups, placing them at lower risk of poor 

mental health (Bécares et al., 2018). Similarly, immigrant and ethnic minority 

group students may feel less stigmatised and socially vulnerable in schools 

and classrooms with a higher proportion of other non-majority group peers 

(Hjern et al., 2013; Hurd, Stoddard, & Zimmerman, 2013; Juvonen et al., 

2017; Plenty & Jonsson, 2017; Walsh et al., 2016). The experience of higher 

peer acceptance and a stronger sense of belonging in such environments could 

boost an adolescent’s self-image and thus contribute to psychological well-

being (Borman & Pyne, 2016; Chiu et al., 2016; Mok, Martiny, Gleibs, Keller, 

& Froehlich, 2016; Tummala-Narra & Claudius, 2013).  
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4. Materials and methods 

The empirical studies in this thesis aim to contribute to the understanding of 

how contextual and compositional features of schooling are associated with 

adolescents’ academic achievement and psychological well-being. Studies I 

and II are based on the school effectiveness scholarship, exploring the role of 

teacher-rated school characteristics in Stockholm schools for student aca-

demic achievement, as well as for internalising and externalising symptoms 

of poor psychological well-being. Study III focuses on students living in soci-

odemographically more disadvantaged district areas of Stockholm, exploring 

the role of school choice for students’ academic achievement, school satisfac-

tion, and level of psychological complaints. Finally, Study IV examines the 

relationship between classroom immigrant density and the psychological 

well-being of adolescents with an immigration background in Sweden. Table 

1 provides an outline of the four empirical studies. 
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4.1 Data  

Studies I–III used combined cross-sectional information from two data collec-

tions conducted in 2014 and 2016 at Stockholm schools. Firstly, the Stock-

holm School Survey (SSS), which is conducted biennially among students in 

grades nine (ages 15–16) and eleven (ages 17–18) in all public and most inde-

pendent schools in the municipality of Stockholm. This survey maps drug use, 

criminality and exposure to crime, truancy, bullying, and psychological well-

being among students (Stockholm Municipality, 2009). The studies included 

in this thesis only utilised information from grade nine students.  

The SSS is anonymous and not linked to any personal information. Stu-

dents take the survey during class time, and questionnaires are placed in sealed 

envelopes upon completion. In 2014, 86 lower secondary schools participated 

in the SSS, while the corresponding number for 2016 was 102. In all, 76 and 

78 percent of grade nine students responded to the SSS in 2014 and 2016, 

respectively (n = 11,626). The non-participation of certain independent 

schools accounts for some attrition of the study population, as their participa-

tion in this survey is voluntary. Student attrition within schools can be at-

tributed to absence from school on the day of the survey, or internal non-re-

sponse due to incomplete or spoiled questionnaires (Kjellström et al., 2017).   

The Stockholm Teacher Survey (STS) was carried out by our research 

group at the Centre for Health Equity Studies (CHESS), Stockholm Univer-

sity, via a web-based questionnaire in two waves (2014 and 2016). It was sent 

to all teachers working in those Stockholm lower secondary schools (grades 

seven to nine) that had agreed to participate. The survey aimed to collect 

teachers’ ratings of school-contextual characteristics as well as information 

about teachers’ working conditions and well-being. In all, 108 and 100 schools 

agreed to participate in 2014 and 2016, respectively, resulting in 208 school 

units. The response rates of teachers in the participating schools were 54.2 

percent in 2014 and 53.7 percent in 2016 (n = 2,533). Attrition within the 

schools was due to the non-response of teachers. Finally, only schools that 

participated in both the SSS and the STS were included in the empirical stud-

ies.  

Relevant teacher-level information from the STS was aggregated to form 

variables at the school level in preparation for use in conjunction with the stu-

dent-level data from the SSS. Next, using a mutual school ID-variable, the 

STS and SSS were merged into one data set (Kjellström et al., 2017). The 

combined teacher-student data covered a total of 10,757 students distributed 

across 169 lower secondary school units, linked with school-contextual infor-

mation rated by a total of 2,304 teachers at the students’ schools. Thus, school-

level means of teacher-rated school-contextual indicators were merged with 
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individual student information, enabling the analysis of the association be-

tween school-level variables and student-reported academic achievement and 

indicators of poor psychological well-being.  

Even though data were collected at two separate time points, the surveyed 

grade nine students from 2016 are unique observations that have been added 

to the data collected in 2014. Each school in each round of the survey is con-

sidered as an individual school unit with distinct features, both with regards 

to contextual characteristics based on the teachers’ ratings and the sociodem-

ographic student body composition in the year of the survey. While each 

school and some of its teachers could be represented in both rounds of the 

STS, the school context assessed by the teachers is nonetheless distinctive for 

each school year due to potential changes in the student body composition, the 

school’s leadership, and staff turnover. Table 2 provides an overview of the 

study population of the three studies that were based on the 2014 and 2016 

waves of the SSS and the STS. 

 

Table 2. Overview of the surveyed schools and students in the three studies 

based on the combined survey data from the SSS and the STS.  

 Study I Study II       Study III 

 Students Schools Students Schools Students Schools 

Survey sample 10,757 169 10,757 169 2,250 120 

Final sample 9,151 147 9,776 150 1,655–2,105a 120 

a Depending on the respective outcome variable. 

 

Figure 1 presents an overview of the process by which the final numbers of 

schools, teachers and students were determined.  
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Health Behaviour in School-aged Children  

Study IV used data from the 2017/18 wave of the Swedish Health Behaviour 

in School-aged Children study (HBSC). This survey takes place every four 

years and is part of a World Health Organization (WHO) collaboration that 

was established in the 1980s. The aim of the HBSC is to improve our under-

standing of young people’s physical and psychological health and well-being, 

health behaviours, and their social contexts. Sweden has participated in HBSC 

since 1985/86, and the survey targets grades five, seven, and nine (ages 11–

15). In the 2017/18 wave, the survey was carried out by Statistics Sweden. 

Schools for each grade were randomly selected from all public and independ-

ent schools in Sweden, with one class per school subsequently being randomly 

sampled. The questionnaires were distributed anonymously to all students pre-

sent in class on the day of the survey.  

A total of 213 schools participated in the 2017/18 wave of the HBSC, with 

responses from a total of 4,294 students. Attrition due to students who were 

absent on the day of the survey is estimated to be 10–15 percent. However, 

237 of the sampled schools opted not to participate in the study. Thus, taking 

this external attrition into account, the final response rate of the 2017/18 wave 

of HBSC was 42 percent (Statistics Sweden, 2018).  

4.2 Measures  

4.2.1 Independent variables 

Studies I and II integrated school-level concepts in accordance with theories 

of school effectiveness (Rutter et al., 1979). Three indices representing differ-

ent aspects of school effectiveness were developed on the basis of teacher-

rated items in the STS: school leadership, teacher cooperation and consensus, 

and school ethos1.  

 

School leadership 

School leadership is one of the three features of effective schools examined in 

Study I. This concept was measured by ten teacher-rated items assessing the 

school’s leadership. These included teachers’ perceptions of the manage-

ment’s interest in pedagogical questions, the quality of leadership, and the 

alignment between management’s and teachers’ views regarding school goals 

and policies.  

 

 

 

 
1 See Study I (Table 1) for a more detailed description of the three concepts.  
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Teacher cooperation and consensus 

The second school effectiveness feature included in Study I was teacher co-

operation and consensus. This indicator consisted of seven items that summa-

rised teachers’ ratings of how well teachers at the school collaborated and to 

what extent teachers agreed on the school’s goals and values. 

 

School ethos 

In Studies I and II, school ethos was operationalised as an index of 12 items 

that addressed teacher-rated indicators such as their schools’ clarity of values, 

the strength of interventions against bullying and violence, the relationship 

between students and teachers, and the level of staff turnover. 

In Study III, this concept was extended to 17 items in order to capture all 

five sub-dimensions of the concept: (1) ‘Staff stability’, (2) ‘Teacher morale’, 

(3) ‘Structure and order for dealing with unwanted behaviour’, (4) ‘Teachers’ 

degree of student focus’, and (5) ‘Academic atmosphere’ (Kjellström et al., 

2017). The 12-item index was used in Studies I and II as it offered a somewhat 

better model fit based on Confirmatory Factor Analysis (CFA) conducted in 

the STS.  

 

School segregation 

School segregation refers to the uneven distribution of children into schools 

based on their sociodemographic backgrounds and other individual or family 

characteristics. Studies I, II and III have attempted to account for school seg-

regation in the Stockholm municipality by allocating each lower secondary 

school to a particular “cluster” of schools. The cluster analysis was based on 

the following school-level criteria: (1) parents’ average education, (2) propor-

tion of students born outside of Sweden or having both parents born outside 

of Sweden, (3) proportion of recently immigrated students (i.e. within the past 

4 years), and (4) students’ average academic motivation. Information about 

the first three criteria was provided by the SNAE (SNAE, 2016), while data 

about the fourth criterion was derived from the students’ own ratings in the 

SSS and aggregated to the school level.  

In order to determine the ideal number of clusters, latent class analysis with 

Mplus enabled the identification of schools’ student composition profile. Only 

schools with complete information for all variables were included in the anal-

ysis. Various types of fit statistics determined the final choice of cluster solu-

tion, including the Akaike information criterion (AIC) and the Bayesian infor-

mation criterion (BIC). Both are indicators of relative goodness of fit, with 

lower values corresponding to a better fit (Kuha, 2004). Entropy scores were 

also reported, ranging between 0 and 1 (the closer to 1, the higher the quality 

of the cluster solution).  

Despite solutions containing five, six, and seven clusters having a some-

what better fit, these solutions were dismissed as they had problems with 
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empty or very small clusters. After carrying out a subsequent optical exami-

nation of the remaining solutions, it was determined that the four-cluster so-

lution had the most interpretative meaning (in addition to having a good fit), 

and it was therefore chosen. Consequently, on the basis of a school’s student 

body characteristics, schools were categorised as having a ‘privileged’, ‘typi-

cal’, ‘deprived’, or ‘deprived immigrant’ school profile. Table 3 displays the 

average student composition of schools in the identified school segregation 

profiles.  

 

Table 3. Overview of the average student composition of schools in the iden-

tified school segregation profiles.   

 
Privileged Typical Deprived 

Deprived 

immigrant 

Parents’ average education  

(school mean)a 

  2.7   2.7   2.1   1.9 

Students born abroad or with both 

parents born abroad 

(school mean %)a 

10.5 18.4 39.3 80.1 

Recently immigrated students 

(school mean %)a 

  0.5   1.7 10.5 14.8 

Students’ school motivation index 

(school mean)b 

11.6 10.5 10.5 10.7 

Number of schools 

(combined data SSS+STS) 

22 72 23 33 

Number of students 

(combined data SSS+STS) 

1,856 5,785 1,168 1,479 

% of students 18 56 12 14 
 aData retrieved from the SNAE. 
 bStudent information aggregated from the SSS. 

 

4.2.2 Dependent variables  

Academic achievement 

Studies I, II and III include the outcome variable academic achievement, de-

termined through the summation of student-reported marks in the core sub-

jects English, Swedish and mathematics from the SSS. Response options were 

‘No mark recorded’ (student did not receive a mark in this subject) =0; ‘Fail’ 

=0, ‘E’ =1; ‘D’ =2; ‘C’ =3; ‘B’ =4 and ‘A’ =5. Based on marks for these three 

subjects, a summarised index of 0–15 was formed.  

 

School satisfaction 

Study III contains a measure for school satisfaction that assessed                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                          

students’ self-reported feelings about school. This index consists of four 

items: ‘I enjoy going to school’, ‘Schoolwork feels pointless’, ‘I look forward 
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to going to my classes’, and ‘Most of my teachers make learning interesting’. 

Students rated the accuracy of these respective statements on a four-point re-

sponse scale ranging from ‘describes very poorly’ (1), to ‘describes very well’ 

(4). The school satisfaction index had a range of 4–16, with higher scores rep-

resenting higher levels of satisfaction with school.  

 

Psychological well-being 

The measurement of poor psychological well-being among children and ado-

lescents is commonly based on single questions or statements concerning sub-

jective or perceived health as opposed to validated instruments (Bremberg & 

Dalman, 2015; Haugland & Wold, 2001). Accordingly, the empirical studies 

in this thesis have relied on items regarding adolescent psychological well-

being that are available in the SSS and the HBSC, respectively.  

The self-rated measures of poor psychological well-being examined in 

Studies II–IV are distinct from more serious symptoms of poor psychological 

health that stipulate clinical psychiatric diagnoses. Although psychological 

complaints of this milder kind do not necessarily indicate a need for treatment, 

they may nonetheless have a negative bearing on an individual’s general well-

being and ability to cope in everyday life (Swedish National Board of Health 

and Welfare, 2013).  

This thesis has aimed to examine how school contextual and compositional 

factors are able to compensate for other characteristics that may place adoles-

cents at risk of academic underperformance and/or experiencing symptoms of 

poor psychological well-being. Thus, the studies primarily assessed the level 

of poor psychological well-being rather than exploring positive aspects of psy-

chological well-being (Seligman & Csikszentmihalyi, 2014), with psycholog-

ical well-being operating on a continuous scale between good (a low level of 

psychological complaints) and poor (a high level of psychological com-

plaints).  

During adolescence, poor psychological well-being tends to be manifested 

through internalising or externalising problems (Bremberg & Dalman, 2015). 

Internalising symptoms can consist of somatic complaints and feelings of anx-

iety and/or depression, while externalising symptoms include delinquent and 

aggressive behaviour (Levesque, 2011). Girls tend to report higher levels of 

internalising symptoms than boys (Rescorla et al., 2007), who more com-

monly present with externalising problems (Moffitt, Caspi, Rutter, & Silva, 

2001). In Studies II, III and IV, poor psychological well-being has been oper-

ationalised in different ways, subject to the data source and the research ques-

tions informing the study (see Table 4).  
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Psychological distress  

In Study II, psychological distress reflects internalising signs of poor emo-

tional well-being, with three items that loaded onto this latent factor: level 

of depressive feelings (‘Do you feel sad and depressed without knowing 

why?’), level of anxious feelings (‘Do you ever feel frightened without 

knowing why?’), and level of ‘enjoyment of life’ (‘How often do you feel 

it is really good to be alive?’). The final item was positively phrased and 

thus reversely coded to correspond to the two negative items. Students 

rated the frequency of these respective feelings on a five-point response 

scale (‘very often’, ‘pretty often’, ‘sometimes’, ‘occasionally’, ‘seldom’). 

The index showed reasonably good internal consistency (Cronbach’s al-

pha = 0.66).  

 

Aggressive behaviour  

Externalising signs of poor psychological well-being comprise negative 

feelings that are conveyed towards others, for instance through hyperac-

tivity, impulsivity, aggressiveness, rule-breaking, or anti-social behaviour 

(Westling Allodi, 2010). In Study II, this concept was captured by the la-

tent factor aggressive behaviour that was operationalised through four 

items: ‘I do the opposite of what people tell me to do just to make them 

angry’, ‘I can’t stand being provoked – it makes me want to hit someone’, 

‘If I get angry with someone, I don’t think twice about hurting him/her’, 

and ‘I’ll attack anyone who makes me angry – even though he/she didn’t 

hit me first’. The response categories were: ‘describes very well’, ‘de-

scribes rather well’, ‘describes rather poorly’, and ‘describes very poorly’. 

Internal consistency of this index was acceptable (Cronbach’s alpha = 

0.63).  

 

Psychological complaints  

Study III examined internalising signs of poor psychological well-being 

only. Besides the items included in the measure psychological distress 

(Study II), three additional items were incorporated into the index. This 

study aimed to capture potential effects of attending school in a more priv-

ileged social environment, where negative social comparison mechanisms 

and negative competition may undermine the self-esteem and well-being 

of students commuting from more disadvantaged Stockholm district areas. 

Thus, in addition to adding an item that measured how often students feel 

sluggish and uneasy, two survey questions that touched upon adolescent 

self-esteem were deemed relevant for the purposes of this study. Accord-

ingly, the variable was assessed by six items: ‘Do you feel sad and de-

pressed without knowing why?’, ‘Do you ever feel frightened without 
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knowing why?’, ‘Do you feel sluggish and uneasy?’, ‘How often do you 

feel it is really good to be alive?’ (reversely coded), ‘How much would 

you like to change yourself?’, and ‘How often do you feel you’re not good 

enough?’. The first four items were rated on a five-point scale ranging 

from ‘seldom’ (1) to ‘very often’ (5). The item ‘How much would you like 

to change yourself?’ had five response alternatives, ranging from ‘not at 

all’ (1) to ‘very much’ (5), and ‘How often do you feel you’re not good 

enough?’ was rated on another five-point scale ranging from ‘almost 

never’ (1) to ‘very often’ (5). These six items formed an index with the 

range 6–30, with higher scores signifying more psychological complaints. 

The measure presented with good internal consistency (Cronbach’s alpha 

= 0.77). 

Study IV also measured levels of psychological complaints. Yet, as this 

study is based on items from the HBSC symptom checklist, the items that 

were included in this index diverge from the ones used in Study III. Here, 

the level of psychological complaints was determined by how frequently 

students experienced each of the following four symptoms: ‘feeling low’, 

‘feeling nervous’, ‘irritability or bad temper’, and ‘difficulties in getting 

to sleep’. Four response options were provided for each question: ‘about 

every day’, ‘more than once a week’, ‘about every week’, ‘about every 

month’, and ‘rarely or never’. A summary scale with a range of 4–20 was 

developed, with a higher score indicating a higher frequency of psycho-

logical complaints. This measure of psychological complaints showed 

good internal consistency (Cronbach’s alpha = 0.78). Moreover, the 

HBSC symptom checklist has been confirmed as a reliable and valid scale 

of global psychosomatic complaints (Haugland, Wold, Stevenson, Aaroe, 

& Woynarowska, 2001). More recently, a Canadian study that evaluated 

the external construct validity of the HBSC psychological health self-re-

port question series found that the four items included in the measure of 

psychological complaints used in Study IV presented as one single factor 

(distinct from the somatic items in the HBSC symptom checklist), thus 

confirming external construct validity for these items capturing psycho-

logical complaints (Gariepy, McKinnon, Sentenac, & Elgar, 2016).  

4.2.3 Covariates  

Stockholm school data 

The studies based on the SSS and the STS include a number of student-

level control variables. Firstly, parental education was measured by the 

question ‘Which is the highest education of your parents?’. Four response 

options were provided separately for mothers and fathers: ‘comprehensive 
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school’, ‘secondary school’, ‘university and university college’, and ‘I 

don’t know’. In order to distinguish between students who have one or two 

parents with a tertiary education and those who do not have any parents 

with a higher education, the responses were recoded into ‘no parent with 

university education or information missing’, ‘one parent with university 

education’ and ‘two parents with university education’. The question 

‘How long have you lived in Sweden?’ served as a proxy for migration 

background with the response alternatives ‘all my life’, ‘10 years or more’, 

‘five to nine years’ and ‘less than five years’. In an attempt to at least dif-

ferentiate between children who immigrated to Sweden before starting pri-

mary school and those who arrived in Sweden during primary school, this 

variable was recoded into ‘no migration background’, ‘lived in Sweden 10 

years or more’ and ‘lived in Sweden nine years or less’. In all the studies, 

analyses were adjusted for gender and family structure. 

Study I further included student-teacher ratio as a control variable. 

Stockholm municipality awards additional resources per student to Stock-

holm schools with the least socioeconomically privileged student intake. 

Since schools tend to allocate a high proportion of these funds to employ-

ing additional teachers, the student-teacher ratio in more socioeconomi-

cally deprived Swedish schools tends to be lower than in more privileged 

schools. 

 

HBSC data 

The analyses in Study IV were also adjusted by several control variables 

available in the Swedish HBSC survey. To account for family SES, the 

Family Affluence Scale (FAS) was used. FAS is a measure reflecting fam-

ily expenditure and consumption which is used to identify adolescents’ 

SES (Currie et al., 2008). The present study used version III of FAS, an 

index consisting of six items: family car ownership, having one’s own 

bedroom, number of computers (including laptops and tablets) in the 

household, number of bathrooms in the household, ownership of dish-

washer, and number of times travelled abroad on holiday in the last year. 

Responses to the items were summed up and calculated as an index rang-

ing from 0–13 (Torsheim et al., 2016). 

Family structure differentiated between students who explicitly re-

ported living with both parents (coded 1) and those who either alternated 

between two parents, lived with only one parent, or lived under other cir-

cumstances (coded 0). Further, analyses controlled for school grade (year 

seven or nine) and student gender (boy or girl).   
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4.3 Analytical strategies 

As described in the previous chapter, this thesis studies both school con-

textual and school compositional effects on adolescent outcomes. The ter-

minology used to describe such effects varies not only between disci-

plines, but also within research fields, with terms sometimes applied inter-

changeably. This reveals a lack of consensus. For instance, the effect of 

school average sociodemographic background on individual outcomes is 

at times referred to as a “compositional effect”, while others consider it to 

be a “contextual effect”, even though it refers to the same underlying con-

cept (van Ewijk & Sleegers, 2010). The empirical studies conducted 

within the framework of this thesis explore both contextual features of 

schools (variables measuring characteristics related to school effective-

ness at the school level) and compositional elements of schools (account-

ing for the effects of students at a school or in a class on the individual). 

Studies I and II, in particular, consider the role of contextual effects in 

terms of school features measured at a higher level, as opposed to the stu-

dent level. Studies of and theories about effective schools and the link with 

student outcomes demonstrate that it is not sufficient to draw conclusions 

about students’ academic and psychological health outcomes by means of 

individual-level explanations only. Thus, the role of group-level features 

in shared contexts, such as the school’s value system, must be examined.   

This thesis is based on the assumption that the immediate school char-

acteristics that have the potential to contribute to students’ academic 

achievement and psychological well-being, such as the social and aca-

demic climate, are shaped by conditions present at a higher level, such as 

the quality of teachers’ working environment. When attempting to assess 

group-level features, it is important that such variables are indeed meas-

ured at a higher level, rather than using information collected at a lower 

level that has been aggregated to the group level. The latter approach opens 

a risk of individualistic or atomistic fallacy, because variables that have 

been aggregated to the group level from lower-level data may not corre-

spond to actual higher-level properties themselves (such as a school’s true 

quality) (Diez Roux, 2002).  

The school contextual conditions as experienced by teachers that are 

relevant for student outcomes are in turn developed by the school’s man-

agement. Here, the principal’s leadership practices and directives from the 

municipality or the owner of the independent school in question are of 

crucial importance. However, the municipalities and independent school 
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holders have to comply with and work within the regulations set by na-

tional educational policies. Thus, such policies indirectly set the frame-

work for schools’ prospects of developing their “effectiveness”.  

In line with this structure, well-functioning and high-quality schools are 

guided by conducive policies that encourage a strong and dynamic man-

agement, which in turn facilitates a conducive environment for teachers’ 

pedagogical assignments. A foundation of this kind helps to establish con-

ducive values and practices that permeate a school and are considered fa-

vourable for all students (Banerjee et al., 2014; Kutsyuruba et al., 2015; 

Rutter et al., 1979). According to the school effectiveness literature, effec-

tive schools are consequently able to compensate for individual back-

ground characteristics. Furthermore, given such conditions, all schools 

would be able to promote more positive student outcomes, regardless of 

the school’s sociodemographic student body composition.  

By contrast, other theories place more emphasis on compositional ef-

fects (Coleman, 1966; Diez Roux, 2002). Achievement gaps between 

schools could be explained by compositional effects if differences in stu-

dent outcomes could be linked to variations in the characteristics of the 

students attending the schools, as opposed to group-level features related 

to alterable school processes (i.e. contextual effects).  

However, as discussed in the previous chapter, compositional and con-

textual effects of schooling have been shown to be intrinsically linked. 

Therefore, this thesis has attempted to account for both contextual and 

compositional elements of schools. Studies I–II have a stronger focus on 

contextual effects, while nonetheless considering the role of schools’ stu-

dent body composition, while Studies III and IV primarily explore the as-

sociations between school compositional features and student outcomes. 

4.4 Statistical methods 

The inclusion of group-level variables measured at a higher level in re-

gression models requires statistical analyses that take the hierarchical 

structure of the data into account (Hox, 2010). The availability of more 

complex statistical methods enable the examination of whether and how 

variables defined at the group level, in this case the school, have effects 

on outcomes measured at the individual level (Diez Roux, 2002), such as 

academic achievement and psychological well-being. 

Studies I, III and IV used multilevel linear regression analysis con-

ducted in Stata (StataCorp LLC, College Station, TX, USA), combining 

school- and student-level data (Rasbash, Steele, Browne, & Goldstein, 
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2012). Firstly, unlike standard statistical models, multilevel analysis can 

discern how much of the variation in student outcomes is conditioned by 

student-level characteristics (e.g. family background) and how much can 

be attributed to differences between schools (i.e. the intraclass correla-

tion). Moreover, disregarding the hierarchical structure of the data could 

lead to an underestimation of the standard errors in the results, as hierar-

chical data violates the assumption of independence of the observations. 

Multilevel models also have the capacity to analyse variables from differ-

ent levels simultaneously. Thus, while the aim of this thesis was not pri-

marily to assess variances at the school level, a multilevel approach was 

nonetheless essential. This not only allowed the analysis of student-level 

and school-level variables in the same model, but also further reduced the 

risk of biased results (Hox, 2010). 

The multilevel linear regression analyses were conducted by means of 

two-level random intercept linear regression models (Rasbash et al., 

2012), using the xtmixed or the mixed command (the latter being an up-

dated version of xtmixed). These models account for the assumed “simi-

larity” among students in the same school or class, redefining the model 

errors into parts associated with each level – in this case the school level 

and the individual level. In addition, mediation was confirmed by the 

ml_mediation command (Krull & MacKinnon, 2001). 

In order to rigorously test the potential path linking school student com-

position, school ethos, and student outcomes, Study II employed multi-

level structural equation modelling (ML-SEM) using Mplus Version 8.4 

(Muthén & Muthén, 2017). Firstly, a measurement model was developed 

by means of multilevel confirmatory factor analysis (ML-CFA), assessing 

how well measured items available in the data represented latent con-

structs grounded in theory across the ‘within’ and ‘between’ levels. Items 

comprising such latent variable are assumed to share the same underlying 

theoretical construct (Brown, 2015). In the case of Study II, three latent 

variables were identified by ML-CFA: academic achievement, psycholog-

ical distress, and aggressive behaviour. 

Using ML-SEM, the structural associations between these latent varia-

bles and selected observed variables were subsequently tested (Heck & 

Thomas, 2015; Hox, 2013). In order to account for the clustering in the 

data and to ensure that standard errors were not underestimated, all anal-

yses were adjusted for clustering of students within schools using the 

Mplus TYPE=TWOLEVEL and cluster commands. 
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4.5 Ethical considerations  

According to a decision made by the Regional Ethical Review Board of 

Stockholm (2010/241-31/5), data from the SSS are not subject to consid-

eration for ethical approval due to the anonymous participation of stu-

dents. Ethical permission for studies of the STS and the combined SSS-

STS data was obtained from the Regional Ethical Review Board of Stock-

holm (2013/2188-31/5). As with the SSS, the collection of data with the 

Swedish HBSC survey was not classified as personal data and therefore 

did not require ethical permission. Thus, this study was deemed exempt 

from human subjects review by the Regional Ethical Review Board in 

Stockholm, Sweden. 

While the empirical studies in this thesis are ethically relatively 

straightforward with regards to the data collection and the research design, 

the nature of the topic nonetheless warrants certain ethical considerations 

regarding terminology and the interpretation of the research findings.  

The categorisation of schools based on sociodemographic composition 

and the subsequent identification and labelling of school segregation pro-

files could potentially contribute to the prevailing negative stereotyping of 

residential areas and schools with a lower average SES and a higher pro-

portion of individuals with an immigration background (Beach & 

Sernhede, 2011). The categorisation of schools on the basis of the student 

intake was deemed unavoidable for the purposes of capturing composi-

tional effects in Studies I–III. Nonetheless, classifying certain schools as 

“deprived” could intensify the ongoing and potentially destructive dis-

course about socially “vulnerable” (Swedish: utsatta) residential areas 

(Swedish Police, 2017), even if this labelling was motivated by a peda-

gogical attempt to create meaningful categories for readers. While there 

may be no clear answers for such ethical dilemmas, the possibility of in-

advertently further stigmatising certain schools and their communities by 

reproducing existing stereotypes needs to be acknowledged.  

The research findings themselves also present a source of ethical reflec-

tion. In particular, the results of Studies III and IV could be misrepresented 

as indications that school segregation is in fact favourable for the well-

being of adolescents from more disadvantaged district areas and students 

with an immigration background. Accordingly, such findings place high 

demands on the researcher’s ability to interpret findings in a nuanced man-

ner. Likewise, researchers have a responsibility to communicate research 

outcomes appropriately to the public and relevant societal actors.  
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5. Overview of the studies 

The four studies in this thesis examined a number of aspects of the academic 

and social school environment in Sweden and their associations with student 

cognitive and non-cognitive outcomes. The findings of the individual studies 

are summarised below.  

 

Study I – Effective schools, school segregation, and the link with school 

achievement 

 

Given the relevance of academic achievement for adolescent psychological 

well-being, Study I exclusively examined academic achievement. Using ef-

fective school theories as a framework, the study assessed the role of school 

contextual characteristics for grade nine students’ academic achievement. Us-

ing multilevel linear regression analysis, the study aimed to observe whether 

three teacher-rated aspects of school effectiveness (school leadership, teacher 

cooperation, and school ethos) differed across sociodemographic school com-

position profiles in Stockholm. The study also examined the extent to which 

these indicators were associated with student academic achievement and ex-

plored the potential mediating or moderating roles of school leadership, 

teacher cooperation, and school ethos. Finally, the study tested whether fea-

tures of school effectiveness affected students of different sociodemographic 

backgrounds differently in terms of their achievement, depending on the seg-

regation profile of the school.  

The data revealed that teachers’ ratings of school effectiveness as well as 

student-reported marks for core subjects differed across school segregation 

profiles. Compared to schools composed mainly of native Swedish students 

with parents whose educational level was relatively high, and who displayed 

a stronger motivation, schools with high proportions of students who had re-

cently immigrated, were less motivated, had an immigration background, 

and/or had parents with a low level of education appeared to fare worse on the 

three independent variables that characterise effective schools. Next, analyses 

showed there were significant associations between each of these school ef-

fectiveness indicators and student academic achievement, even when student 

family background and the school’s student body composition were taken into 

consideration. While no moderation effects of school effectiveness features 

were identified, school ethos (the strongest predictor of student academic 
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achievement) was found to have a significant mediating effect between the 

school’s student composition profile and academic achievement. Finally, re-

sults indicated that the association between school effectiveness characteris-

tics and achievement differed across student composition profiles, with de-

prived immigrant schools with a stronger school ethos managing in part to 

compensate for student family background. 

Accordingly, the findings of Study I illustrate that lower secondary schools 

in Stockholm with a more privileged sociodemographic student composition 

were more successful in developing strong contextual characteristics than 

schools with a more sociodemographically deprived student body. Further-

more, characteristics of effective schools appear to play a role in student 

achievement, and even the most sociodemographically deprived schools could 

potentially boost the achievement of their students, particularly by strength-

ening the school’s ethos.  

 

Study II – The role of academic achievement in the relationship between 

school ethos and adolescent distress and aggression: a study of ninth grade 

students in the segregated school landscape of Stockholm 

 

Building on the first study, Study II concentrated on the concept of school 

ethos and its associations with both academic achievement and two outcomes 

related to adolescent psychological well-being: psychological distress and ag-

gressive behaviour. The objective of this study was to examine whether aca-

demic achievement played a mediating role between school ethos and stu-

dents’ psychological distress and aggressive behaviour. As a school’s capacity 

to build a strong school ethos tends to vary depending on the student intake, 

the school’s sociodemographic student composition profile was also taken 

into consideration in the analyses.  

Multilevel structural equation modeling showed that teacher-rated school 

ethos was significantly associated with a school’s average level of academic 

achievement. Schools with higher average academic achievement were in turn 

significantly more likely to have students with lower average psychological 

distress, indicating an indirect pathway between school ethos and the school’s 

level of psychological distress. At the individual level, students with higher 

academic achievement reported less psychological distress and aggressive be-

haviour. 

While schools with a more privileged student body composition may have 

more favourable conditions for developing a strong ethos conducive to student 

learning, this study showed that school ethos has the potential to raise a 

school’s average academic achievement, even when the school’s student com-

position profile is taken into account. Accordingly, these findings indicate that 

schools’ value-based policies and practices play a role in students’ academic 

performance, and through this, in their psychological well-being as well. 
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Study III – School choice at a cost? Academic achievement, school satisfac-

tion and psychological complaints among students in disadvantaged areas of 

Stockholm 

 

Study III focused on grade nine students living in the most sociodemograph-

ically disadvantaged district areas of Stockholm and explored the potential 

implications of school choice for students’ academic achievement, school sat-

isfaction and level of psychological complaints. The study examined how stu-

dents who had chosen to commute to more prestigious schools outside of their 

more sociodemographically disadvantaged residential area (movers) fared 

compared to their peers who attended more deprived schools in their own dis-

trict area (stayers), exploring the potential mediation effect of school ethos for 

the three study outcomes. The analyses also tested whether a possible associ-

ation between school choice and psychological complaints was mediated by 

school satisfaction.  

Multilevel linear regression analyses showed that movers on average per-

formed better academically than stayers, even when individual student char-

acteristics had been adjusted for. This association was partly mediated by 

school quality in terms of teacher-rated school ethos. However, these com-

muting students (movers) reported on average lower school satisfaction and 

more psychological complaints than students who stayed behind in their 

neighbourhood schools (stayers), even when academic achievement and 

school ethos had been taken into account. The association with psychological 

complaints was partly mediated by school satisfaction.  

While the study acknowledges that movers are probably a selected group 

in terms of unobserved family characteristics and ability, the findings none-

theless suggest that choosing to commute to a more prestigious school outside 

of one’s more disadvantaged residential area may come at a cost in terms of 

school satisfaction and psychological well-being. These findings highlight the 

intricate consequences of school segregation and a school voucher system op-

erating on unequal terms. It is thus conceivable that students in more disad-

vantaged areas opt to remain in their neighbourhood schools in order to pre-

serve a sense of belonging and avoid the stigma they may potentially face in 

more prestigious schools in other school districts (Bunar, 2010b; Chiu et al., 

2016).  

 

Study IV – Classroom immigrant density, peer acceptance and psychological 

complaints among adolescents with an immigration background: findings 

from the 2017/18 Swedish Health Behaviour in School-aged Children study 

 

Study IV is based on the most recent data from the Swedish Health Behaviour 

in School-aged Children (HBSC) study, with grade seven and nine students 

from across Sweden. Expanding on findings in the previous studies regarding 
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the implications of schools’ sociodemographic student composition for ado-

lescent outcomes, the aim of this study was to explore the role of classroom 

immigrant density for lower secondary students with an immigration back-

ground. Accordingly, the study used multilevel linear regression analysis to 

test whether the level of psychological complaints among lower secondary 

school students with an immigration background was associated with the pro-

portion of immigrant students in the classroom, and whether peer acceptance 

mediated any such association. 

The results of multilevel linear regression analyses indicated that students 

who were born abroad themselves and/or who had two foreign-born parents 

reported significantly fewer psychological complaints, on average, than stu-

dents without an immigration background, even when individual background 

characteristics had been adjusted for. A cross-level interaction showed that 

these students reported even fewer psychological complaints when the pro-

portion of immigrant students in the class was higher. This association was 

revealed to be partly mediated by the experience of classmate acceptance. 

These results confirmed the findings of previous studies showing that ado-

lescents with an immigration background tend to report better psychological 

well-being in classes with a high immigrant density (Hjern et al., 2013). The 

significant mediating effect of peer acceptance suggests that students with an 

immigration background experience a stronger sense of belonging when sur-

rounded by a higher proportion of other non-native students. This corresponds 

with theories of protective ‘ethnic density’ effects in neighbourhood research 

(Bécares et al., 2018; Pickett & Wilkinson, 2008). Such mechanisms may un-

dermine the inclination of adolescents with an immigration background to ap-

ply to schools with a lower immigrant density, further reinforcing sociodem-

ographic school segregation. 
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6. Methodological considerations 

This thesis originated as part of a research project at the Centre for Health 

Equity Studies, Stockholm University, that was centred on the SSS and the 

STS. Accordingly, the design of the empirical studies that underpin this thesis 

is cross-sectional. Although such studies do not allow for any causal conclu-

sions grounded in the data, this design is useful for estimating the prevalence 

of individual-level outcomes in a population, with the observed information 

describing the population at a single point in time (Sedgwick, 2014). Further-

more, such studies tend to be rather highly representative of the study popula-

tion at hand, while longitudinal studies rely on the continuous contribution of 

participants over longer periods of time, with the risk of selective attrition. 

In the case of the SSS, the sample is essentially a total sample of grade nine 

students in the Stockholm municipality. The survey approach and the subse-

quent high student response rate make the sample highly representative of 

Stockholm grade nine students. Moreover, while all measurements were col-

lected at a single point in time (representing a particular year), the data in 

Studies I–III are based on analyses conducted with combined data from three 

distinct sources. Consequently, the data set contains teacher-rated information 

about the school context, students’ own assessments of their school perfor-

mance and psychological well-being, as well as official statistics about the 

sociodemographic composition of Stockholm schools in the year in question. 

Obtaining the dependent variable from a different source than the independent 

variable in this manner reduces bias related to common method variance (Pod-

sakoff, MacKenzie, Lee, & Podsakoff, 2003). Finally, adding official infor-

mation about the participating schools’ student body composition provided an 

opportunity to explore not only the role of essential features of effective 

schools for student outcomes, but also the relevance of a school’s sociodem-

ographic student profile for student outcomes. Nevertheless, the data, analyt-

ical strategies, and methods employed for this thesis contain certain limita-

tions and restrictions that are discussed in the following sections.    

6.1 Causality  

The fact that the empirical studies relied on cross-sectional survey data pre-

vented any empirical investigation about causality. In all three studies based 
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on the SSS and Study IV, which used the HBSC survey, information for each 

student was only collected at a single time point. Consequently, it was not 

possible to deduce a temporal association between the dependent and inde-

pendent variables.  

While cross-sectional surveys are a valuable method of data collection due 

to their relative cost-effectiveness and the opportunity to acquire rich personal 

data for observational analysis, longitudinal data could potentially have en-

hanced the validity of the findings in the respective studies. For instance, in-

formation regarding student history of school choice could have indicated how 

long a student had attended the school in question at the time of observation. 

In Studies I–II, the length of exposure to a particular school environment is 

probably of relevance for the validity of the association between teacher-rated 

school contextual features and the student’s academic achievement and psy-

chological health outcomes. Thus, information about student outcomes col-

lected both before and after entering a particular school would have been val-

uable. Correspondingly, Study III would have benefited from including stu-

dent data from two separate time points, so that the effects of attending a more 

prestigious school for students living in more disadvantaged areas could have 

been measured more accurately. Similarly, in Study IV, it would have been 

useful to have access to students’ potential patterns of changing schools and 

records of their psychological well-being prior to joining their respective 

schools and classes. Such data could have ensured that the effect of classroom 

immigrant density on students’ psychological well-being could have been es-

tablished even more effectively.  

6.2 Bias 

Attrition 

The surveys used in the four empirical studies are all subject to attrition at 

different levels, which could potentially have biased the results of the studies.  

External attrition played a role in the combined data based on the 2014 and 

2016 waves of the SSS and the STS, and it is probable that this attrition was 

systematic. Most of the Stockholm lower secondary schools that are missing 

from the data due to non-participation in at least one of the two surveys are 

independent schools. As independent schools have a tendency to establish 

themselves in socioeconomically privileged residential areas or aim to attract 

particular target groups (Andersson et al., 2012; Holmlund et al., 2014), the 

non-participation of these distinct schools may have affected the representa-

tiveness of the study populations in Studies I–III.  

The latest HBSC survey, based on a random sample of Swedish schools, 

also grappled with the non-participation of some sampled schools. As Statis-

tics Sweden was not allowed to trace participating schools due to the General 
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Data Protection Regulation (GDPR), it was not possible to identify non-par-

ticipating schools. However, the attrition investigation conducted for the 

2001/02 wave of the Swedish HBSC concluded that the attrition for this sur-

vey year was not systematic (for instance regarding geographic location or 

type of school). Thus, the PHAS has established that it is unlikely that the 

external attrition has significantly affected the representativeness of the 

2017/18 study population (PHAS, 2019). 

Under- or overrepresentation of certain groups in the study populations 

could have further biased the characteristics of the respective sample popula-

tions due to non-response. In the STS, it is likely that those teachers who were 

experiencing the highest workloads and/or the most stress were more likely to 

opt out of the survey, which may in turn have biased the ratings of the school 

contextual features of the sampled schools. In the case of the SSS, a certain 

proportion of students who were absent from school on the day of the survey 

may have a history of truancy. Not only do such students tend to have lower 

academic achievement, and/or lower levels of psychological well-being, but 

truancy may be more prevalent in some schools than others due to school char-

acteristics (Havik, Bru, & Ertesvåg, 2015). Accordingly, it is possible that 

those students with the lowest performance and/or the highest level of psy-

chological health problems are not included in the study sample. Further, re-

cently immigrated students may not have been able to take part in the survey 

due to language barriers. Such systematic non-response could have compro-

mised the validity of the results to a certain extent.  

Similar consequences of non-response can be expected for the HBSC sur-

vey, with students absent on the day of the survey possibly belonging to a 

distinct group of students who may consequently have been underrepresented 

in the study population of Study IV. Further, if recently immigrated students 

were unable to partake in the survey because of the language barrier, this dis-

tinct group of students with an immigration background would have been 

missing from the study population of Study IV.  

In Studies I, III and IV, internal non-response for certain variables in the 

respective surveys generated a reduction in sample size, as only individuals 

with complete information for all variables were included in the analyses. In 

Study II, missing data were dealt with by means of full information maximum 

likelihood estimation (FIML). Missing data for key variables could potentially 

bias results, for instance if students with poor school performance fail to report 

their academic achievement. 

 

Self-reported information 

The four empirical studies in this thesis are based on self-reported variables, 

which may give rise to misclassifications. However, some of the potential 

problems related to self-reported information were limited by combining stu-

dent variables with information from other sources, as stated above (Podsakoff 

et al., 2003).  
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For academic achievement, a previous study based on the SSS showed that 

the survey’s self-reported measures of marks in core subjects did not differ 

substantially from corresponding official statistics for Stockholm grade nine 

students (Ramberg, Låftman, Almquist, & Modin, 2019). Nonetheless, access 

to official records of student marks for core subjects would have been advan-

tageous, although this would have required the linking of the survey with per-

sonal data.  

In Studies I–III, student reporting of parental education could have biased 

study findings, as some adolescents may misclassify their parents’ educational 

status. When used as a proxy for socioeconomic background, the misclassifi-

cation of parental education may bias research findings, particularly if such 

misclassification was shown to be non-random. A study in the European con-

text showed that adolescents were more likely to misreport parental education, 

whereas their reporting of parental occupation was better aligned with parents’ 

own reports (Engzell & Jonsson, 2015). Accordingly, it would have been use-

ful to have access to student reports on parental occupation in addition to pa-

rental education. Moreover, the relatively high proportion of “don’t know” 

answers or non-response to the question on parental education in the SSS 

could potentially lower the generalisability of study results.  

Finally, adolescent (poor) psychological health and well-being are inher-

ently challenging to measure objectively and are thus commonly captured 

through measures of subjective or perceived psychological health complaints 

(Haugland & Wold, 2001; Bremberg & Dalman, 2015). Thus, despite poten-

tial shortcomings in precision, information from surveys such as the SSS and 

the HBSC can be considered a useful way of strengthening our understanding 

of adolescent well-being and behaviours. However, systematic differences in 

reporting of psychological complaints between adolescents with an immigra-

tion background and the majority group could present an additional source of 

bias, particularly in Study IV. While measurement bias cannot be excluded for 

our measurement of psychological complaints, some studies have concluded 

that self-reports of health and psychological problems are valid across ethnic 

groups (Allen, McNeely, & Orme, 2016; Guttmannova, Szanzi, & Cali, 2008). 

Furthermore, it cannot be ruled out that ratings of poor psychological well-

being in surveys are associated with certain personality traits. For instance, 

individuals who score highly on negative affect scales are more likely to ex-

perience negative emotions and can thus be expected to systematically report 

more psychological health complaints (Watson & Clark, 1984).   

6.3 Confounding  

Confounding can be identified when an additional indicator in the study pop-

ulation is associated with both the predictor and the outcome variables. If one 
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fails to control for a confounding variable, the validity of the study is compro-

mised (Weinberg, 1993). When one examines the size of school effects, the 

remaining residual variance can be expected to vary depending on the control 

variables included in the analysis. While the empirical studies in this thesis 

have been adjusted for items available in the surveys that could be potential 

confounders, it is nonetheless possible that unobserved confounding factors 

or poorly measured indicators may have distorted the true associations be-

tween the independent and the dependent variables.  

As a consequence of residential segregation and school choice, students are 

not randomly distributed into schools, and thus students with particular char-

acteristics are more likely to be found in certain types of schools. Some of 

these characteristics may be unobserved and thus not adjusted for in the anal-

yses, which could prove problematic when testing the association between 

school-level factors and student outcomes.  

Accordingly, certain student features could have acted as confounding var-

iables in the analyses. These include student academic aptitude and achieve-

ment, parental support and involvement, as well as level of psychological 

well-being. Particularly in Study III, it is likely that movers (students who 

have chosen to commute to a school outside of their residential district area) 

were a group selected through unobserved factors such as student motivation 

and academic ability, previous academic achievement, and/or experience of 

school satisfaction, in addition to unobserved parental features that extend be-

yond education and/or migration background. The inability to control for such 

confounding variables may therefore have affected the study results to an un-

known extent.  

Similarly, in Study IV it is possible that the association between immigra-

tion background and psychological complaints could have been distorted by 

unmeasured characteristics on either the student or the school level. For in-

stance, lower average rates of psychological complaints reported by immi-

grant students could potentially be explained by factors that were not meas-

ured in the HBSC study, such as school performance. Furthermore, the study 

was unable to control for any school-level factors that may be associated with 

schools’ immigrant density and may be of consequence for the school’s soci-

odemographic composition (in terms of which students apply to the school in 

question), and students’ level of psychological complaints.  

6.4 Immigration background categorisation  

While Studies I–III attempt to adjust for students’ immigration backgrounds, 

the SSS does not provide any information about their country of origin, their 

parents’ immigration background, or the language spoken at home. Conse-

quently, the studies were limited to using length of stay in Sweden as a general 
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proxy for immigration background. This approach could potentially have bi-

ased the results by not specifically differentiating between native Swedes and 

children of immigrants, or between different groups of immigrants.   

The HBSC survey includes more detailed data regarding broad geograph-

ical region of origin: students report both their own as well as their mother’s 

and father’s broad region of birth. However, the data lacks more detailed in-

formation about the continents or countries of origin, which would have been 

valuable for the research questions in Study IV. Information about reasons for 

migration would have further benefited the study.  

6.5 Measures of psychological well-being 

Due to the lack of applicable items in the Stockholm data, it was not possible 

to assess psychological well-being according to any validated psychometric 

instruments in Studies II or III, which may have compromised the validity and 

reliability of the findings. By contrast, the measure of psychological com-

plaints in Study IV has been previously validated (Gariepy et al., 2016). 

For the purposes of continuity, the three studies that include a measure of 

poor psychological well-being have attempted to capture psychological dis-

tress and psychological complaints in similar ways. Thus, unlike in other stud-

ies based on the HBSC (Bremberg, 2015), the indices do not contain any so-

matic complaints, such as headache or stomach ache, that may also be mean-

ingful indicators of poor psychological health. Overall, it would certainly be 

worthwhile to conduct similar studies based on other more established vali-

dated instruments.  

6.6 Generalisability 

The findings in Studies I-II may be specific to the segregated school landscape 

of the Stockholm municipality. Further research is needed to confirm any sug-

gested associations and to make generalisations to other contexts. However, 

given the findings’ compliance with school effectiveness theories, they none-

theless have the potential to make a valuable contribution to research on 

school improvement and adolescent outcomes. Moreover, considering similar 

levels of socioeconomic and ethnic segregation in Sweden’s larger cities 

(Wimark, 2018), the suggested effect of school segregation on student out-

comes could potentially apply to other large cities in Sweden and elsewhere.  

The conclusions drawn in Study III correspond to the findings of other stud-

ies examining the outcomes of more disadvantaged or minority group students 

attending high-SES and/or high-performing schools (Ackert, 2018; Al-

lensworth et al., 2017; Bunar, 2010b; Perry & McConney, 2010). These results 
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can thus be expected to apply to other national contexts, despite the specific 

characteristics of the Swedish system regulating school choice.  

Unlike the studies based on the SSS, the HBSC study population in Study 

IV is drawn from lower secondary schools across Sweden and is thus more 

representative of schools in different parts of the country, even though the 

overall response rate of the 2017/18 wave was rather low due to external at-

trition. The findings may consequently be applicable to more rural as well as 

metropolitan areas in Sweden. Generalisability to other countries requires fur-

ther research, as the Swedish context may be distinctive in terms of the com-

position of the immigrant population as well as the distribution of students 

into schools shaped by universal school choice. Nonetheless, mechanisms 

such as the ethnic density effect (Bécares et al., 2018) and peer acceptance 

(Tetzner et al., 2017) in schools could be of similar relevance in other national 

contexts.  
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7. Discussion 

Schools and their effectiveness are important for both the immediate well-

being of children and adolescents, and for long-term social and health out-

comes at the population level. Thus, on a macro level, the provision of equi-

table educational opportunities is fundamental for promoting social mobility. 

Consequently, the improvement of a nation’s average educational attainment 

can contribute to narrowing the socioeconomic gap in health outcomes 

(Mirowsky & Ross, 2005). Thus, assuming that schools are able to reduce 

rather than merely reproduce social inequalities (Downey & Condron, 2016), 

policies and practices that promote more equitable access to high-quality 

schooling are central for the improvement of general population health 

(Lundberg, 2018). Moreover, schools as learning institutions and social arenas 

are decisive for the psychological well-being of young people, both in terms 

of the increasing importance of school performance for future employment 

prospects, and through socio-emotional peer processes.  

Although the Swedish education system has relatively favourable precon-

ditions for reducing social inequalities in academic attainment, not all children 

and adolescents attend qualitatively equal schools (Holmlund et al., 2014). 

Students who are most reliant on a high-quality and supportive learning envi-

ronment because of their socially more disadvantaged family backgrounds are 

overrepresented in schools that are of relatively inferior quality. This is in part 

due to school segregation (Bunar, 2010b; Böhlmark, Holmlund, & Lindahl, 

2015). However, actively choosing to attend a socially more privileged school 

may not necessarily benefit adolescents living in sociodemographically disad-

vantaged residential areas. By exploring contextual and compositional factors 

that are believed to play a role for adolescent school performance and psycho-

logical well-being, the four empirical studies in this thesis have contributed to 

our understanding of schools as compensatory social institutions. However, 

given that the capacity of schools to provide a high-quality learning and social 

environment for children and adolescents is intrinsically linked with processes 

at the community and policy level (Ainscow, Dyson, Goldrick, & West, 2012), 

the conclusions of this thesis are correspondingly multifaceted.  

Teachers’ ratings of school-contextual features in metropolitan Stockholm 

revealed that more sociodemographically disadvantaged schools also tended 

to be less effective. Accordingly, many students who are already more likely 
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to underperform academically due to their more disadvantaged family back-

grounds are denied a learning environment that could help them achieve their 

innate potential. However, findings in this thesis suggest that some schools 

with a high density of low-SES and immigrant students have indeed managed 

to create a favourable school context, indicating that the student intake does 

not inevitably determine the school’s level of effectiveness. Therefore, even 

more disadvantaged schools may be able to raise their students’ average aca-

demic achievement by improving alterable school characteristics through ac-

tive efforts on the part of the school management, in collaboration with other 

school staff. Furthermore, adolescents can also be expected to fare better psy-

chologically if they improve their school performance (PHAS, 2016). This is 

in line with the established link between shortcomings in the functioning of 

the school and the observed increase in self-reported multiple health com-

plaints among Swedish children and adolescents (PHAS, 2018). In Sweden, 

this mechanism may be particularly pertinent during the critical last year of 

comprehensive school that determines admission to upper secondary school. 

However, schools with a strong educational and social climate may not be 

wholly positive for how adolescents fare psychologically. As shown in a re-

cent Swedish study (László, Andersson, & Galanti, 2019), they could in fact 

increase the risk of poor mental health among students, possibly because of 

greater emphasis on academic achievement and higher pressure on students to 

perform. In other words, high levels of stress related to schoolwork could neg-

atively affect student psychological well-being, at least in the short term (Gib-

bons & Silva, 2011; Heller-Sahlgren, 2018; László et al., 2019; PHAS, 2018). 

Such processes may for instance apply to some high-achieving girls, who tend 

to report poor psychological well-being despite performing comparatively 

well academically (Låftman et al., 2013). Thus, schools must ensure that they 

complement a strong focus on academic success and high expectations of stu-

dents with adequate protective structures that reduce stress caused by a lack 

of control or support (Gådin & Hammarström, 2000; Modin & Östberg, 2007; 

Reddy, Rhodes, & Mulhall, 2003; Sonmark & Modin, 2017).  

This thesis has established associations between features of school effec-

tiveness and student outcomes and found that schools with a more privileged 

student composition are more likely to be effective than those with a more 

disadvantaged student intake. However, the empirical findings are not able to 

provide concrete answers for why or how some lower secondary schools have 

developed a positive school context that promotes academic success and well-

being, while others with a similar sociodemographic student intake have been 

less successful. The identified disparities in school contextual features are un-

likely to be primarily attributable to differences in funding, as socially vulner-

able schools in Sweden tend to receive complementary grants to promote the 

school’s functioning (SNAE, 2015). Rather, it is probably the case that a 

school’s sociodemographic profile may directly promote or inhibit the devel-
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opment of a favourable school climate through less tangible mechanisms re-

lated to the school’s symbolic capital (Bunar & Ambrose, 2016).  For instance, 

stigma attached to the geographic location and negative stereotyping of the 

students at a school may hamper the recruitment of dedicated principals and 

qualified teachers, particularly considering the dire shortage of qualified 

teachers in Sweden (Bunar, 2010b; Clotfelter et al., 2005; Swedish Schools 

Inspectorate, 2018). Furthermore, creating a stable and effective learning en-

vironment is more demanding when a high proportion of the student body has 

more limited learning opportunities at home (Castro et al., 2015) and many 

students require language support (Alba & Holdaway, 2013). Such processes 

contribute to a vicious circle for many schools located in socially vulnerable 

areas.   

However, despite the observed relative effectiveness of schools with a 

more privileged student composition, this thesis has demonstrated that not all 

students thrive in these schools. Although Study III found that movers 

achieved a better average academic performance than stayers did, it was not 

possible to determine whether such differences could be in fact be attributed 

to attending a more prestigious school with a stronger academic focus and 

more academically motivated students. It is probable that movers were posi-

tively selected on the basis of ability and previous school performance. How-

ever, in general, it is conceivable that students from more socially disadvan-

taged family backgrounds who commute to more privileged schools are not 

able to fully absorb the potential benefits of a relatively more effective learn-

ing context, because these school may not provide appropriate academic and 

social support to this group of students (Robeyns, 2005; Rutter et al., 1979). 

Lower enjoyment of school and more psychological complaints among mov-

ers further indicate that a more conducive school environment may not com-

pensate for other school-related challenges experienced by these students. 

These include a lack of acceptance by classmates, relative deprivation and 

negative academic competition. Thus, besides enabling all schools to be ef-

fective for the average student body, a truly equitable school system would 

have to ensure that strategies and supports are modified to fit each individual 

student’s needs and circumstances.  

The outcomes of more disadvantaged groups of students enrolled in more 

prestigious schools demonstrate the complexities of Sweden’s universal 

school choice policy. Findings imply that actively choosing a school with a 

higher symbolic status may indeed come at a cost to students living in more 

disadvantaged areas. This counteracts the notion that the school voucher ben-

efits students in socially vulnerable neighbourhoods who would otherwise be 

routinely allocated to schools with a high proportion of low-SES and immi-

grant students (Bunar, 2010a). Even if commuting students do manage to raise 

their school performance by choosing to attend a potentially more effective 

school in a more privileged residential area (which could indeed generate fa-

vourable long-term outcomes), their enjoyment of school and psychological 
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well-being could be compromised. This is troubling, considering that social 

arenas such as schools are vital for adolescent socio-emotional development 

(Hahn & Truman, 2015; Inchley et al., 2016).  

In theory, school choice has the potential to benefit children and adoles-

cents living in socially vulnerable residential areas by offering them the option 

to apply to higher-SES schools that are believed to provide a better education 

and a more favourable social context (Kallstenius, 2010). At the same time, at 

the macro level, the voucher system has contributed to an intensification of 

school segregation, through processes such as “cream skimming” and “Swe-

dish flight/avoidance” that are beyond the control of municipalities and indi-

vidual schools (Kornhall & Bender, 2018). Consequently, the most socially 

disadvantaged schools are further drained of social and cultural capital, exac-

erbating their low standing in the symbolic hierarchy of the school market 

(Bunar, 2010a). Moreover, the risk of experiencing discrimination and a lack 

of acceptance in higher-SES and/or majority group schools could discourage 

adolescents living in socially vulnerable areas from enrolling in schools out-

side of their district areas, which further undermines the social mixing of stu-

dents.  

Adolescents living in socially vulnerable areas who remain in schools in 

their immediate catchment areas face different challenges. They are more 

likely to attend schools of inferior quality and risk exposure to negative peer 

effects (Holtmann, 2016; Lynch et al., 2013; van Ewijk & Sleegers, 2010). 

Consequently, these students tend to have lower academic achievement. How-

ever, it is also possible that they feel more satisfied with their school experi-

ences in general, partly because expectations of students may be lower and 

there is less academic competition than in high-SES schools (Hornstra et al., 

2015). Additionally, they may experience a stronger sense of belonging and 

less discrimination when surrounded by peers from their own residential area 

(Plenty & Jonsson, 2017). This, in turn, could reduce school-related stress and 

emotional distress in the short-term, and thus be favourable for their immedi-

ate psychological well-being. However, the inferior opportunity for academic 

success is likely to hamper their future employment opportunities and health 

(Hahn & Truman, 2015; Lundberg, 2018; Nordenmark, Gådin, Selander, 

Sjödin, & Sellström, 2015), rendering this group the “losers” of the current 

education system (Sernhede, 2010).  

Regardless of the role of choice in school segregation, it is clear that the 

student composition matters for student outcomes, and that an unequal distri-

bution of students compromises educational equity. The desegregation of 

schools could thus contribute to enhancing the academic outcomes and well-

being of all children and adolescents (Thijs & Verkuyten, 2014). More socio-

demographically mixed schools may well be better equipped to create a fa-

vourable school context and simultaneously limit negative “group density” 

effects that can have adverse consequences for student groups who may strug-

gle to belong or may be exposed to discrimination in predominantly high-SES 
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and “native Swedish” schools. In addition, in line with the contact hypothesis 

attributed to Allport (1954), a greater degree of interpersonal contact between 

different social groups could help to reduce prejudice between majority and 

minority group members. However, in order to succeed, such an endeavour 

requires conscious efforts from the school leadership and teaching staff to cre-

ate a supportive environment (Borman & Pyne, 2016).  

The associations and processes presented in this thesis illustrate that there 

is no straightforward answer to how policy makers should confront the in-

creasing separation of students based on socioeconomic and ethnic back-

ground (particularly in metropolitan areas), which in turn has intensified dif-

ferences in school quality. At this point, resisting marketisation and policies 

such as school choice is likely to be ineffective (Scott, 2013). Returning to a 

system that relies on distribution by school catchment area alone would not 

significantly reduce school segregation and would deprive students in socially 

vulnerable areas of valuable educational options. However, policy makers 

might be able to avoid some of the shortcomings of market-based educational 

policies by carefully considering the local context as well as the design of 

school voucher programmes (Kessel & Olme, 2018; Wilson & Bridge, 2019). 

Balancing choice with integration may enable a more diverse distribution of 

students between schools (Musset, 2012). For instance, Kessel and Olme 

(2018) have examined the significance of choice priority structures for school 

segregation based on the Swedish case. Using a counterfactual approach, their 

study concluded that when certain places in each school are “reserved” for 

students from more underprivileged social groups, schools become less seg-

regated in terms of parental education and foreign background despite free 

school choice (Kessel & Olme, 2018).  

However, because policies that go beyond the educational arena interact 

with processes related to schooling, transformations at the school level alone 

are unable to counterbalance larger societal structures that obstruct educa-

tional equity (Ainscow et al., 2012). Thus, despite the potential benefits of 

adjusting school choice regulations and efforts to make more underprivileged 

schools more effective, a primary focus on improving individual schools, par-

ticularly those in the most socially vulnerable areas, may divert political and 

public attention from the larger social context and more complex sources of 

inequality (Downey & Condron, 2016; Goldstein & Woodhouse, 2000; 

Thrupp, 2001). For instance, a reformation of urban housing policies would 

likely have stronger prospects of challenging both residential and school seg-

regation than changes in the school voucher system (Böhlmark, Holmlund, & 

Lindahl, 2015). However, strategies that aim to stimulate socioeconomically 

diverse neighbourhoods through a more mixed housing structure (Holmqvist 

& Bergsten, 2009) must take into account processes such as stigmatisation 

that undermine residential social mixing and thus fuel both residential and 

school segregation (Bråmå, 2006; Bunar, 2011).  
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In the absence of overarching structural interventions that could enhance 

educational equity, schools are left to construct a more effective school envi-

ronment primarily from within (Ainscow et al., 2012) in order to fulfil their 

compensatory mission. Here, principles promoted in effective schools re-

search could certainly be useful, even if the tools required to develop effective 

school processes are unequally distributed as a result of structures that lie be-

yond the realm of the school (Ainscow et al., 2012). Given the challenging 

social conditions that they face, it is commendable that some schools in so-

cially vulnerable areas have indeed managed to improve school processes and 

boost student outcomes. However, a system that relies primarily on the ability 

of some charismatic and competent principals to create an orderly environ-

ment and attract qualified teachers (Böhlmark, Grönqvist, & Vlachos, 2016; 

Ylimaki, Jacobson, & Drysdale, 2007) will not be able to ensure sustainable 

progress towards educational equity.  

7.1 Recommendations for future studies  

The findings presented and discussed in this thesis demonstrate that when ad-

dressing the school’s role as a compensatory social institution, research is 

needed that can shed more light on how schools can work more effectively 

within the current system to promote student achievement and well-being, and 

how overarching structural conditions shape the school’s parameters to do so.  

Firstly, cross-sectional studies such as the ones included in this thesis need 

to be complemented by longitudinal studies that are able to follow children 

and adolescents throughout their school careers and into adulthood. Such data 

could more accurately identify the role of school factors for individual out-

comes and the association between academic achievement and psychological 

well-being. Furthermore, life-course studies could more comprehensively 

model patterns of the relationship between socioeconomic background, school 

performance and well-being during adolescence and later health and social 

outcomes (Ben-Shlomo, Mishra, & Kuh, 2014). In order to expand our 

knowledge of social mobility processes, it could be useful to focus on specific 

groups of children and adolescents, such as movers, to examine how their ac-

tive school choice shapes their life trajectories. Such studies would require 

extensive data on student family background, school records, and longitudinal 

information on employment and psychological health indicators. 

Building on quantitative studies, qualitative studies would be valuable for 

exploring potential mechanisms underlying the associations between school 

factors and individual outcomes. For example, the effect of school contextual 

features on student stress and academic achievement, and in turn on well-be-

ing, could be examined through qualitative interviews with students. Moreo-

ver, qualitative data on the lived experiences of adolescents with an immigra-

tion background in schools with either a high or a low immigrant density could 
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contribute to our understanding of how the student composition of schools 

acts on student outcomes and educational choices. Similarly, movers could be 

studied at greater depth in order to learn more about this particular group of 

children and adolescents and their parents, and their reasons for commuting to 

schools outside of their residential areas. Furthermore, the link between the 

school learning environment and stress related to schoolwork must be studied 

more extensively, with the purpose of uncovering which school features could 

protect students from strain that generates poor psychological well-being, par-

ticularly in high-achieving schools. 

Perhaps most importantly, there is a need for more emphasis on how 

schools in more socially vulnerable areas can go about improving their effec-

tiveness in a segregated school landscape marked by free school choice, as 

this is far from self-evident. Case studies could be useful here. School re-

searchers may also want to highlight the perspectives of teachers and princi-

pals, who are an important link between the school organisation and students. 

For instance, school leadership should be further investigated in order to de-

termine how particular features of leadership give rise to constructive school-

contextual features “on the ground” that ultimately benefit students (Böh-

lmark, Grönqvist, & Vlachos, 2016; Wahlstrom & Louis, 2008).  

Finally, despite the value of research at the school level, schools cannot be 

treated as social institutions existing in a vacuum. In accordance with Ainscow 

et al. (2012), empirical studies of school improvement and educational equity 

must take into account how school functioning interacts with wider national 

and local social and economic policies, and how such processes affect the out-

comes of different student groups.   

7.2 Concluding remarks  

The findings presented and discussed in this thesis have principally focused 

on the link between the functioning of schools and student outcomes, and the 

significance of the sociodemographic school and class environment for stu-

dents from marginalised residential areas or minority groups. Conclusions fo-

cus on the ability of schools to become more effective “against the odds”, in 

line with school effectiveness theories, and the potential consequences of the 

current school choice policy. However, although educational inequity has 

acted as an underlying theme, and two of the studies have featured groups of 

adolescents believed to be among the most vulnerable to the effects of a seg-

regated school landscape, it has not been possible to fully illustrate the extent 

of the challenges faced by children and adolescents living in the most socially 

disadvantaged areas of Sweden. It is critical to acknowledge that the capacity 

of schools in such areas to make a difference for their students cannot be ad-

dressed without highlighting the interaction of schooling with larger societal 

phenomena.  
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The current Swedish education system is evidently failing children and ad-

olescents living in socially vulnerable areas marked by social deprivation and 

a high density of immigrants, with troubling consequences for their future op-

portunities and health outcomes. Today, one out of three adolescents in resi-

dential areas officially classified as socially vulnerable leave grade nine with-

out qualifying for upper secondary school (Nejman, 2020). However, such 

outcomes are not only attributable to the most palpable challenges that disad-

vantaged schools face in establishing conducive school processes, such as a 

lack of qualified teachers and a more underprivileged student intake. Beyond 

these effects, schools’ efforts at improvement are undermined by their geo-

graphical locations in “territorially stigmatised suburbs” (Beach & Sernhede, 

2011), through more subtle mechanisms.  

As documented in ethnographic research by Beach and Sernhede (2011), 

children and adolescents at such schools, particularly boys, tend to be left dis-

illusioned about their future employment opportunities and integration into 

Swedish majority society. While schools may still be appreciated as a safe 

social space and teachers may be viewed as caring (which could explain the 

relatively high school satisfaction among stayers identified in Study III), many 

of the interviewed adolescents did not recognise the education system as an 

instrument to enable them to “get somewhere” (Beach & Sernhede, 2011). 

Thus, in such schools, dedicated teachers and a relatively positive school en-

vironment may not be enough to remedy the internalised sense of marginali-

sation and hopelessness that compromise the aspirations and life chances of 

these adolescents. 

The reality of such mechanisms warrants concerted efforts from schools 

and other social institutions in order to narrow the current gap in educational 

outcomes between sociodemographic groups, and thus also in employment 

prospects and health (Lundberg, 2018). In other words, schools may still be 

able to partly compensate for a more disadvantaged family background, but 

school effectiveness has to be approached from a broader equity perspective 

(Kyriakides, Charalambous, Creemers, & Dimosthenous, 2019) and involve 

public, private and nonprofit organisations (Ainscow et al., 2012; Dahlstedt & 

Ekholm, 2018). The “whole school” approach reviewed by Goldberg et al. 

(2019) could present a step in this direction. This meta-analysis showed that 

interventions that were integrated into everyday school practices and engaged 

both school staff and actors in the wider community managed to promote stu-

dents’ social and emotional development. Yet, such interventions did not have 

any significant impact on students’ average level of academic achievement 

(Goldberg et al., 2019). Perhaps, as previously advocated by Sernhede (2010), 

educational opportunities cannot truly become more equitable unless we cre-

ate more conducive conditions for all students not only to attend a well-func-

tioning school, but also to develop the belief that education is a credible path 

to future opportunities and a sense of belonging in society at large. 

 



61 

Acknowledgements 

When I was sitting in Nairobi, Kenya, in the autumn of 2015, preparing the 

proposal for my PhD application to the Centre for Health Equity Studies 

(CHESS) in Stockholm, this day was beyond my imagination (and I certainly 

could not have envisioned defending my PhD during a pandemic). Looking 

back, I am glad that I braved the uncertainty of that application, and the sub-

sequent move to a new life and learning opportunities in Stockholm. My jour-

ney to this PhD has been a steep but rewarding and exciting learning curve. I 

will always treasure this chapter of my life, including all the people that I have 

had the pleasure to work alongside with, and the incredible support that I have 

received.  

 

My main supervisor Bitte Modin has been a constant and committed guide 

since my first day as a doctoral student. You have both valued and cultivated 

my strengths and backed me in building the additional skills that I needed to 

produce this thesis. I sincerely admire your dedication to academic excellence, 

your work ethic, and your genuine care for the development of doctoral stu-

dents like myself. I have enjoyed our long talks, both about my research and 

the state of the world, and our conference trip to Iceland with our adventurous 

Silfra snorkelling tour is a memory that I will always cherish. Thank you for 

always being there, both as an academic supervisor and fellow human being, 

and for being a role model to other women in academia.  

 

My co-supervisor Sara Brolin Låftman is the definition of a ‘rock’, as Bitte 

and I like to say, and I feel incredibly fortunate to have had you has my co-

supervisor. Despite your heavy workload and busy family life, your door has 

always been open, and you generously go the extra mile when it comes to any 

questions and discussions, both at the office and online. Your brilliant research 

and teaching skills, your dedication to your work, your eye for detail, and not 

least your kindness and creativity are a continuous source of inspiration, both 

for me and others. Thank you for your unceasing support and encouragement 

throughout this journey – I look forward to continued collaboration with both 

you and Bitte.  

 

 



62 

I would also like to express my gratitude to my co-supervisor and co-author 

Stephanie Plenty, who guided me through producing and revising Study II. 

The challenges we encountered during this process taught me some valuable 

lessons, and allowed me to grow as a researcher. Thank you for standing by 

me during the revision period – we could not have done it without your SEM-

expertise, your optimism, and your confidence in me. I hope to get the oppor-

tunity to work with you again in the future.  

 

Thank you to my co-authors Ylva Brännström Almquist and Petra Löfstedt, 

for your valuable contributions to studies in this thesis.  

 

I am grateful to Viveca Östberg for taking the time to read and evaluate my 

thesis as the “final reader”.  

 

I am indebted to all the (former) staff at CHESS who made me feel so wel-

come in the workplace from the very beginning – I could not have asked for 

better colleagues and peers. I also want to thank everyone at the new Depart-

ment of Public Health Sciences for making my PhD journey so enjoyable.   

 

Thank you to my former colleagues Jannike Nilbrink and Gabriella Olsson for 

continuing to cheer me on “from afar”. I deeply value your insights and friend-

ship.  

 

A very special thank you to my fellow and former PhD student colleagues. I 

have appreciated the support, comradery, and all the fun we have had. I am 

particularly grateful to those of you who have initiated and helped to develop 

the PhD Council over the past years. To Laura Wells and Lauren Bishop: My 

deepest gratitude for taking the time to so skilfully proofread my kappa before 

final submission. The favour shall be happily returned! 

 

I am immensely thankful to my friends and relatives from near and far for 

lifting me up when I needed it, and bearing with me when things got busy. I 

promise to be more “present” from now on! 

 

Mamma och Pappa, Johan och Max: Thank you for always being there and 

believing in me throughout the years. You have never questioned the path I 

have chosen, even when it led me far away from home. These four years, albeit 

in the relative safety of Sweden, have been shaped by ups and downs, but I 

could always count on the unconditional love and support of family, both in 

Sweden and Switzerland.  

 

To Ashvin: This thesis would not have been possible without your love and 

relentless confidence in me. Beyond the more tangible care in the shape of 



63 

delicious meals that waited for me after (sometimes difficult) days at the of-

fice, your emotional support during these past years has been invaluable. Not 

only did you leave sunny Kenya (and Mauritius) for me, to live and work in a 

land far from home (with significantly less appealing weather conditions for 

most of the year!), but you have stood by me throughout the challenges we 

have faced during my PhD journey, and always picked me up when I needed 

it. I am also grateful that you have reminded me to make time for adventures 

and exploring the world, even when things were stressful. I am excited for the 

next chapter with you.   

 

Finally, I would like to extend my appreciation to the adolescents and teachers 

who have taken part in the surveys used in this thesis. Without your contribu-

tion, such research would not be possible. 

 

 

 

Mia Granvik Saminathen 

Stockholm, March 2020 



64 

References 

Abdulkadiroğlu, A., Angrist, J., & Pathak, P. (2014). The elite illusion: Achievement 

effects at Boston and New York exam schools. Econometrica, 82(1), 137-196. 

Acevedo-Garcia, D., Lochner, K. A., Osypuk, T. L., & Subramanian, S. V. (2003). 

Future directions in residential segregation and health research: a multilevel ap-

proach. American Journal of Public Health, 93(2), 215-221. 

Ackerman, B. P., Izard, C. E., Kobak, R., Brown, E. D., & Smith, C. (2007). Relation 

between reading problems and internalizing behavior in school for preadolescent 

children from economically disadvantaged families. Child Development, 78(2), 

581-596. 

Ackert, E. (2018). Segregation paradox? School racial/ethnic and socioeconomic 

composition and racial/ethnic differences in engagement. Social Science Re-

search, 70, 144-162. 

Agasisti, T., Avvisati, F., Borgonovi, F., & Longobardi, S. (2018). Academic resili-

ence: What schools and countries do to help disadvantaged students succeed in 

PISA. OECD Working Paper No. 167. Retrieved from http://www.oecd.org/offi-

cialdocuments/publicdisplaydocu-

mentpdf/?cote=EDU/WKP(2018)3&docLanguage=En 

Ahrén, J. C. (2010). Skolan och ungdomars psykosociala hälsa [The school and 

adolescent psychosocial health]. Statens Offentliga Utredningar (SOU) 2010:80 

[The Government’s Public Inquiry 2010:80]. Stockholm: Fritzes. 

Ainscow, M., Dyson, A., Goldrick, S., & West, M. (2012). Making schools effective 

for all: rethinking the task. School Leadership & Management, 32(3), 197-213. 

Alba, R., & Foner, N. (2014). Comparing immigrant integration in North America and 

Western Europe: How much do the grand narratives tell us? International Migra-

tion Review, 48(1), S263-S291. 

Alba, R., & Holdaway, J. (Eds.) (2013). The children of immigrants at school: A com-

parative look at integration in the United States and Western Europe. New York: 

NYU Press. 

Aldridge, J. M., & McChesney, K. (2018). The relationships between school climate 

and adolescent mental health and wellbeing: A systematic literature review. In-

ternational Journal of Educational Research, 88, 121-145. 

Alegre, M. A., & Ferrer, G. (2010). School regimes and education equity: some in-

sights based on PISA 2006. British Educational Research Journal, 36, 433-461. 

Alexandersson, M. (2011). Equivalence and choice in combination: The Swedish di-

lemma. Oxford Review of Education, 37(2), 195-214. 

Alexiadou, N., Dovemark, M., Erixon-Arreman, I., Holm, A. S., Lundahl, L., & 

Lundström, U. (2016). Managing inclusion in competitive school systems: The 

cases of Sweden and England. Research in Comparative and International Edu-

cation, 11(1), 13-33. 



65 

Allder, M. (1993). The meaning of ‘school ethos ‘. Westminster Studies in Education, 

16(1), 59-69. 

Allen, C. D., McNeely, C. A., & Orme, J. G. (2016). Self-rated health across race, 

ethnicity, and immigration status for US adolescents and young adults. Journal 

of Adolescent Health, 58(1), 47-56. 

Allensworth, E. M., Moore, P. T., Sartain, L., & de la Torre, M. (2017). The educa-

tional benefits of attending higher performing schools: Evidence from Chicago 

high schools. Educational Evaluation and Policy Analysis, 39(2), 175-197. 

Allport, G. W. (1954). The nature of prejudice. Cambridge, Massachusetts: Addison-

Wesley. 

Almeida, J., Molnar, B. E., Kawachi, I., & Subramanian, S. V. (2009). Ethnicity and 

nativity status as determinants of perceived social support: Testing the concept of 

familism. Social Science & Medicine, 68(10), 1852-1858. 

Alves, F., Elacqua, G., Koslinki, M., Martinez, M., Santos, H., & Urbina, D. (2015). 

Winners and losers of school choice: Evidence from Rio de Janeiro, Brazil and 

Santiago, Chile. International Journal of Educational Development, 41, 25-34. 

Andersson, E. K., & Malmberg, B. (2018). Segregation and the effects of adolescent 

residential context on poverty risks and early income career: A study of the Swe-

dish 1980 cohort. Urban Studies, 55(2), 365-383. 

Andersson, E., Malmberg, B., & Östh, J. (2012). Travel-to-school distances in Swe-

den 2000–2006: changing school geography with equality implications. Journal 

of Transport Geography, 23, 35-43. 

Andersson, R., & Turner, L. M. (2014). Segregation, gentrification, and residualisa-

tion: from public housing to market-driven housing allocation in inner city Stock-

holm. International Journal of Housing Policy, 14(1), 3-29. 

Andres, L., & Wyn, J. (2010). The making of a generation: The children of the 1970s 

in adulthood. Toronto: University of Toronto Press. 

Angus, L. (1993). The sociology of school effectiveness. British Journal of Sociology 

of Education, 14(3), 333-345. 

Anson, J. (2004). The migrant mortality advantage: a 70 month follow-up of the Brus-

sels population. European Journal of Population/Revue Européenne de Démog-

raphie, 20(3), 191-218. 

Antecol, H., & Bedard, K. (2006). Unhealthy assimilation: why do immigrants con-

verge to American health status levels? Demography, 43(2), 337-360.   

Banerjee, R., Weare, K., & Farr, W. (2014). Working with ‘Social and Emotional 

Aspects of Learning’ (SEAL): Associations with school ethos, pupil social expe-

riences, attendance, and attainment. British Educational Research Journal, 40(4), 

718-742. 

Bécares, L., Dewey, M. E., & Das-Munshi, J. (2018). Ethnic density effects for adult 

mental health: systematic review and meta-analysis of international studies. Psy-

chological Medicine, 48(12), 2054-2072. 

Bécares, L., Nazroo, J., & Stafford, M. (2009). The buffering effects of ethnic density 

on experienced racism and health. Health & Place, 15(3), 700-708. 

Beach, D., & Sernhede, O. (2011). From learning to labour to learning for marginality: 

school segregation and marginalization in Swedish suburbs. British Journal of 

Sociology of Education, 32(2), 257-274. 

Becker, M., & Neumann, M. (2016). Context-related changes in academic self-con-

cept development: On the long-term persistence of big-fish-little-pond effects. 

Learning and Instruction, 45, 31-39. 



66 

Beckman, L., & Hagquist, C. (2010). Hur mår barn och ungdomar i Sverige? Analys 

av den officiella bilden, mediebilden och bilden från forskningen [How are 

children and adolescents in Sweden doing? Analysis of the official picture, the 

media portrayal, and the perception from research]. Karlstad University Studies 

2010:5. Karlstad: Karlstad University.  

Benito, R., Alegre, M. A., & Gonzàlez-Balletbò, I. (2014). School Segregation and its 

effects on educational equality and efficiency in 16 OECD comprehensive school 

systems. Comparative Education Review, 58(1), 104-134. 

Ben-Shlomo, Y., Mishra, G., & Kuh, D. (2014). Life course epidemiology. In W. 

Ahrens & I. Pigeot (Eds.), Handbook of epidemiology (pp. 1521-1549). New 

York: Springer. 

Bernburg, J. G., Thorlindsson, T., & Sigfusdottir, I. D. (2009). Relative deprivation 

and adolescent outcomes in Iceland: A multilevel test. Social Forces, 87(3), 1223-

1250. 

Bernelius, V., & Vaattovaara, M. (2016). Choice and segregation in the ‘most egali-

tarian’ schools: Cumulative decline in urban schools and neighbourhoods of Hel-

sinki, Finland. Urban Studies, 53(15), 3155-3171. 

Böhlmark, A., Grönqvist, E., & Vlachos, J. (2016). The headmaster ritual: The im-

portance of management for school outcomes. The Scandinavian Journal of Eco-

nomics, 118(4), 912-940. 

Böhlmark, A., Holmlund, H., & Lindahl, M. (2015). School choice and segregation: 

Evidence from Sweden. Working Paper 2015:8. Uppsala: Institute for Evaluation 

of Labour Market and Education Policy (IFAU). 

Böhlmark, A., Holmlund, H., & Lindahl, M. (2016). Parental choice, neighbourhood 

segregation or cream skimming? An analysis of school segregation after a gener-

alized choice reform. Journal of Population Economics, 29(4), 1155-1190. 

Böhlmark, A., & Lindahl, M. (2012). Har den växande friskolesektorn varit bra för 

elevernas utbildningsresultat på kort och lång sikt? [Has the growing independ-

ent school sector benefited students’ academic performance in the short- and 

long-term?] Working Paper 2012:17. Uppsala: Institute for Evaluation of Labour 

Market and Education Policy (IFAU).  

Bonell, C., Parry, W., Wells, H., Jamal, F., Fletcher, A., Harden, A., … Moore, L. 

(2013). The effects of the school environment on student health: a systematic re-

view of multi-level studies. Health & Place, 21, 180-191. 

Borman, G. D., & Pyne, J. (2016). What if Coleman had known about stereotype 

threat? How social-psychological theory can help mitigate educational inequal-

ity. RSF: The Russell Sage Foundation Journal of the Social Sciences, 2(5), 164-

185. 

Bourdieu, P. (1977). Cultural reproduction and social reproduction. In J. Karabel & 

A. H. Halsey (Eds.), Power and ideology in education (pp. 487-511). New York: 

Oxford University Press.  

Bourdieu, P., & Passeron, J.C. (1990). Reproduction in education, society and culture. 

London: Sage. 

Bowe, A. G. (2017). The immigrant paradox on internalizing symptoms among im-

migrant adolescents. Journal of Adolescence, 55, 72-76. 

Bråmå, Å. (2006). 'White flight'? The production and reproduction of immigrant con-

centration areas in Swedish cities, 1990-2000. Urban Studies, 43(7), 1127-1146. 

Brandén, M., & Bygren, M. (2018). School choice and school segregation: lessons 

from Sweden’s school voucher system. Working Paper. Linköping University.  



67 

Bremberg, S. (2015). Mental health problems are rising more in Swedish adolescents 

than in other Nordic countries and the Netherlands. Acta Paediatrica, 104(10), 

997-1004. 

Bremberg, S., & Dalman, C. (2015). Begrepp, mätmetoder och förekomst av psykisk 

hälsa, psykisk ohälsa och psykiatriska tillstånd hos barn och unga: En 

kunskapsöversikt [Concepts, measurement and prevalence of psychological 

health, illness and psychiatric conditions among children and youth: an 

overview]. Stockholm: Forte. 

Brown, T.A. (2015). Confirmatory Factor Analysis for Applied Research (2. ed.). 

New York: The Guilford Press.  

Brown B. B., & Larson J. (2009). Peer relationships in adolescence. In R. M. Lerner 

& L. Steinberg (Eds.), Handbook of adolescent psychology (pp.74-103). Hobo-

ken, NJ: John Wiley & Sons, Inc. 

Brunello, G., & De Paola, M. (2017). School segregation of immigrants and its effects 

on educational outcomes in Europe. Luxembourg: Publications Office of the Eu-

ropean Union. 

Bücker, S., Nuraydin, S., Simonsmeier, B. A., Schneider, M., & Luhmann, M. (2018). 

Subjective well-being and academic achievement: A meta-analysis. Journal of 

Research in Personality, 74, 83-94. 

Bunar, N. (2010a). The controlled school market and urban schools in Sweden. Jour-

nal of School Choice, 4(1), 47-73.  

Bunar, N. (2010b). The geographies of education and relationships in a multicultural 

city: Enrolling in high-poverty, low-performing urban schools and choosing to 

stay there. Acta Sociologica, 53(2), 141-159. 

Bunar, N. (2011). Multicultural urban schools in Sweden and their communities: So-

cial predicaments, the power of stigma, and relational dilemmas. Urban Educa-

tion, 46(2), 141-164. 

Bunar, N., & Ambrose, A. (2016). Schools, choice and reputation: Local school mar-

kets and the distribution of symbolic capital in segregated cities. Research in 

Comparative and International Education, 11(1), 34-51. 

Buunk, B. P., Gibbons, F. X., & Buunk, A. (2013). Health, coping, and well-being: 

Perspectives from social comparison theory. Mahwah, NJ: Lawrence Erlbaum 

Associates, Publishers.  

Card, D. (2001). Estimating the return to schooling: Progress on some persistent econ-

ometric problems. Econometrica, 69(5), 1127-1160. 

Carter, C. (2002). Schools ethos and the construction of masculine identity: do schools 

create, condone and sustain aggression? Educational Review, 54(1), 27-36. 

Castro, M., Expósito-Casas, E., López-Martín, E., Lizasoain, L., Navarro-Asencio, E., 

& Gaviria, J. L. (2015). Parental involvement on student academic achievement: 

A meta-analysis. Educational Research Review, 14, 33-46. 

Chiu, M. M., Chow, B. W. Y., McBride, C., & Mol, S. T. (2016). Students’ sense of 

belonging at school in 41 countries: Cross-cultural variability. Journal of Cross-

Cultural Psychology, 47(2), 175-196. 

Chzhen, Y., Gromada, A., & Rees, G. (2018). An unfair start: Inequality in children's 

education in rich countries. Innocenti Report Card 15, United Nations Children’s 

Fund. Florence: United Nations Children’s Fund (UNICEF). 

Clotfelter, C. T., Ladd, H. F., & Vigdor, J. (2005). Who teaches whom? Race and the 

distribution of novice teachers. Economics of Education Review, 24(4), 377-392. 



68 

Cole, D. A., Jacquez, F. M., & Maschman, T. L. (2001). Social origins of depressive 

cognitions: A longitudinal study of self-perceived competence in children. Cog-

nitive Therapy and Research, 25(4), 377-395. 

Cole, D. A., Martin, J. M., & Powers, B. (1997). A competency‐based model of child 

depression: A longitudinal study of peer, parent, teacher, and self‐evaluations. 

Journal of Child Psychology and Psychiatry, 38(5), 505-514. 

Coleman, J. S., Campbell, E. Q., Hobson, C. J., McPartland, J., Mood, A. M., Wein-

feld, F. D., & York, R. L. (1966). Equality of educational opportunity. Washing-

ton, DC: Government Printing Office. 

Connell, R. (2013). Why do market ‘reforms’ persistently increase inequality? Dis-

course: Studies in the Cultural Politics of Education, 34(2), 279-285. 

Constant, A. F. (2017). The healthy immigrant paradox and health convergence. GLO 

Discussion Paper No. 124. Maastricht: Global Labor Organization (GLO).  

Crosnoe, R. (2009). Low-income students and the socioeconomic composition of pub-

lic high schools. American Sociological Review, 74(5), 709-730. 

Currie, C., Molcho, M., Boyce, W., Holstein, B., Torsheim, T., & Richter, M. (2008). 

Researching health inequalities in adolescents: the development of the Health Be-

haviour in School-Aged Children (HBSC) family affluence scale. Social Science 

& Medicine, 66(6), 1429-1436. 

Dahlstedt, M., & Ekholm, D. (2018). Den sociala exkluderingens mekanismer [The 

mechanisms of social exclusion]. In M. Dahlstedt (Ed.), Förortsdrömmar: 

ungdomar, utanförskap och viljan till inkludering [Suburban dreams: adoles-

cents, exclusion and the desire of inclusion]. Linköping: Linköping University 

Electronic Press.  

Deaton, A. (2002). Policy implications of the gradient of health and wealth. Health 

Affairs, 21(2), 13-30. 

Degrate, A., Testa-Mader, A., & Clerici, N. (1999). Mortality in the Swiss and foreign 

immigrants in the Canton of Ticino. Epidemiologia e Prevenzione, 23(2), 84-89.   

Diez Roux, A. V. (2002). A glossary for multilevel analysis. Journal of Epidemiology 

and Community Health, 56(8), 588-594. 

Downey, D. B., & Condron, D. J. (2016). Fifty years since the Coleman Report: Re-

thinking the relationship between schools and inequality. Sociology of Education, 

89(3), 207-220. 

Drapeau, A., Marchand, A., & Beaulieu-Prévost, D. (2012). Epidemiology of psycho-

logical distress. In L. L’Abate (Ed.), Mental Illnesses − understanding, prediction 

and control. (pp. 105-134). Rijeka: InTech 

Edmonds, R. (1979). Effective schools for the urban poor. Educational Leadership, 

37(1), 15-27. 

Elacqua, G. (2012). The impact of school choice and public policy on segregation: 

Evidence from Chile. International Journal of Educational Development, 32(3), 

444-453. 

Engzell, P., & Jonsson, J. O. (2015). Estimating social and ethnic inequality in school 

surveys: Biases from child misreporting and parent nonresponse. European Soci-

ological Review, 31(3), 312-325. 

Escobar, J. I., Nervi, C. H., & Gara, M. A. (2000). Immigration and mental health: 

Mexican Americans in the United States. Harvard Review of Psychiatry, 8(2), 64-

72. 



69 

European Commission (2013). The teaching and learning international survey 

(TALIS): Main findings from the survey and implications for education and train-

ing policies in Europe. Retrieved from https://ec.europa.eu/assets/eac/educa-

tion/library/reports/2014/talis_en.pdf 

Faubert, B. (2012). A Literature review of school practices to overcome school failure. 

OECD Education Working Papers, No. 68, OECD Publishing. Retrieved from 

https://www.oecd-ilibrary.org/docserver/5k9flcwwv9tk-en.pdf?ex-

pires=1584007598&id=id&accname=guest&check-

sum=42E11D6E87778D7CF67FDFFBAF068E57 

Fazel, M., Reed, R. V., Panter-Brick, C., & Stein, A. (2012). Mental health of dis-

placed and refugee children resettled in high-income countries: risk and protec-

tive factors. The Lancet, 379(9812), 266-282. 

Freeman, J. G., Samdal, O., Băban, A., & Bancila, D. (2012). The relationship be-

tween school perceptions and psychosomatic complaints: cross-country differ-

ences across Canada, Norway, and Romania. School Mental Health, 4(2), 95-104. 

Freudenberg, N., & Ruglis, J. (2007). Peer reviewed: Reframing school dropout as a 

public health issue. Preventing Chronic Disease, 4(4). 

Fuligni, A. J., Tseng, V., & Lam, M. (1999). Attitudes toward family obligations 

among American adolescents with Asian, Latin American, and European back-

grounds. Child Development, 70(4), 1030-1044. 

Fuller, B., & Izu, J. A. (1986). Explaining school cohesion: What shapes the organi-

zational beliefs of teachers? American Journal of Education, 94(4), 501-535. 

Gådin, K. G., & Hammarström, A. (2000). School-related health—a cross-sectional 

study among young boys and girls. International Journal of Health Services, 

30(4), 797-820. 

Gariepy, G., McKinnon, B., Sentenac, M., & Elgar, F. J. (2016). Validity and relia-

bility of a brief symptom checklist to measure psychological health in school-

aged children. Child Indicators Research, 9(2), 471-484. 

Gibbons, S., & Silva, O. (2011). School quality, child wellbeing and parents’ satisfac-

tion. Economics of Education Review, 30(2), 312-331. 

Gieling, M., Vollebergh, W., & van Dorsselaer, S. (2010). Ethnic density in school 

classes and adolescent mental health. Social Psychiatry and Psychiatric Epidemi-

ology, 45(6), 639-646. 

Gifford-Smith, M. E., & Brownell, C. A. (2003). Childhood peer relationships: Social 

acceptance, friendships, and peer networks. Journal of School Psychology, 41(4), 

235-284. 

Glover, D., & Coleman, M. (2005). School culture, climate and ethos: interchangeable 

or distinctive concepts? Journal of In-service Education, 31(2), 251-272. 

Glymour, M. M., Avendano, M., & Kawachi, I. (2014). Socioeconomic status and 

health. In L. F. Berkman, I. Kawachi, & M. M. Glymour (Eds.), Social epidemi-

ology (pp. 17-62). Oxford: Oxford University Press. 

Goddard, Y. L., Goddard, R. D., & Tschannen-Moran, M. (2007). A theoretical and 

empirical investigation of teacher collaboration for school improvement and stu-

dent achievement in public elementary schools. Teachers College Record, 109(4), 

877-896. 

Goldberg, J. M., Sklad, M., Elfrink, T. R., Schreurs, K. M., Bohlmeijer, E. T., & 

Clarke, A. M. (2019). Effectiveness of interventions adopting a whole school ap-

proach to enhancing social and emotional development: a meta-analysis. Euro-

pean Journal of Psychology of Education, 34(4), 755-782. 



70 

Goldsmith, P. R. (2011). Coleman revisited: School segregation, peers, and frog 

ponds. American Educational Research Journal, 48(3), 508-535. 

Goldstein, H., & Woodhouse, G. (2000). School effectiveness research and educa-

tional policy. Oxford Review of Education, 26(3-4), 353-363. 

Göllner, R., Damian, R. I., Nagengast, B., Roberts, B. W., & Trautwein, U. (2018). 

It’s not only who you are but who you are with: High school composition and 

individuals’ attainment over the life course. Psychological Science, 29(11), 1785-

1796. 

Goodman, A., Patel, V., & Leon, D. A. (2010). Why do British Indian children have 

an apparent mental health advantage? Journal of Child Psychology and Psychia-

try, 51(10), 1171-1183. 

Grosin, L. (2004). Skolklimat, prestation och anpassning i 21 mellanstadie- och 20 

högstadieeskolor [School climate, performance and adjustment in 21 intermedi-

ate and 20 senior level schools]. Research Report No. 71. Stockholm: Department 

of Education.  

Gustafsson, J.-E., Westling Allodi, M., Alin Åkerman, B., Eriksson, C., Eriksson, L., 

Fischbein, S., Granlund, M., Gustafsson, P., Ljungdahl, S., Ogden, T., Persson, 

R. S. (2010). School, learning and mental health: a systematic review. Stockholm: 

The Royal Swedish Academy of Sciences, The Health Committee. 

Gustafsson, J. E., Nilsen, T., & Hansen, K. Y. (2018). School characteristics moder-

ating the relation between student socio-economic status and mathematics 

achievement in grade 8. Evidence from 50 countries in TIMSS 2011. Studies in 

Educational Evaluation, 57, 16-30. 

Gustafsson, B., & Österberg, T. (2018). How are immigrant children in Sweden far-

ing? Mean income, affluence and poverty since the 1980s. Child Indicators Re-

search, 11(1), 329-353. 

Guttmannova, K., Szanyi, J. M., & Cali, P. W. (2008). Internalizing and externalizing 

behavior problem scores: Cross-ethnic and longitudinal measurement invariance 

of the behavior problem index. Educational and Psychological Measure-

ment, 68(4), 676-694. 

Hagquist, C., Due, P., Torsheim, T., & Välimaa, R. (2019). Cross-country compari-

sons of trends in adolescent psychosomatic symptoms – a Rasch analysis of 

HBSC data from four Nordic countries. Health and Quality of Life Out-

comes, 17(1), 27. 

Hahn, R. A., & Truman, B. I. (2015). Education improves public health and promotes 

health equity. International Journal of Health Services, 45(4), 657-678. 

Harding, S., Read, U. M., Molaodi, O. R., Cassidy, A., Maynard, M. J., Lenguerrand, 

E., … Enayat, Z. E. (2015). The Determinants of young Adult Social well-being 

and Health (DASH) study: diversity, psychosocial determinants and health. So-

cial Psychiatry and Psychiatric Epidemiology, 50(8), 1173-1188. 

Harris, A. (2002). Effective leadership in schools facing challenging contexts. School 

Leadership & Management, 22(1), 15-26. 

Haugland, S., & Wold, B. (2001). Subjective health complaints in adolescence—reli-

ability and validity of survey methods. Journal of Adolescence, 24(5), 611-624. 

Haugland, S., Wold, B., Stevenson, J. I. M., Aaroe, L. E., & Woynarowska, B. (2001). 

Subjective health complaints in adolescence: A cross-national comparison of 

prevalence and dimensionality. The European Journal of Public Health, 11(1), 4-

10. 



71 

Havik, T., Bru, E., & Ertesvåg, S. K. (2015). School factors associated with school 

refusal-and truancy-related reasons for school non-attendance. Social Psychology 

of Education, 18(2), 221-240. 

Heck, R. H., and Thomas, S. L. (2015). An Introduction to Multilevel Modeling Tech-

niques. New York, NY: Routledge. 

Heller-Sahlgren, G. (2015). Ett skolpolitiskt villospår – Kamrateffekter och 

utbildningspolitiska implikationer för Sverige [A school-political red herring – 

peer effects and implications for educational policies]. Timbro. Retrieved from 

https://timbro.se/app/uploads/2017/02/ett_skolpolitiskt_villospar_-_kamrate-

ffekter_och_utbildningspolitiska_implikationer_for_sverige.pdf 

Heller-Sahlgren, G. (2018). Smart but unhappy: Independent-school competition and 

the wellbeing-efficiency trade-off in education. Economics of Education Re-

view, 62, 66-81. 

Hjern, A., Rajmil, L., Bergström, M., Berlin, M., Gustafsson, P. A., & Modin, B. 

(2013). Migrant density and well-being—A national school survey of 15-year-

olds in Sweden. The European Journal of Public Health, 23(5), 823-828. 

Holmlund, H., Häggblom, J., Lindahl, E., Martinson, S., Sjögren, A., Vikman, U. & 

Öckert, B. (2014). Decentralisering, skolval och fristående skolor: resultat och 

likvärdighet i svensk skola [Decentralisation, school choice and independent 

schools: results and equity in the Swedish school]. Working Paper 2014:25. Upp-

sala: Institute for Evaluation of Labour Market and Education Policy (IFAU). 

Holmqvist, E., & Bergsten, Z. (2009). Swedish social mix policy: a general policy 

without an explicit ethnic focus. Journal of Housing and the Built Environment, 

24(4), 477. 

Holtmann, A. C. (2016). Excellence through equality of opportunity – Increasing the 

social inclusiveness of education systems benefits disadvantaged students without 

harming advantaged students. In H.-P. Blossfeld, S. Buchholz, J. Skopek, & M. 

Triventi (Eds.), Models of Secondary Education and Social Inequality: An Inter-

national Comparison (pp. 61-78). Cheltenham, UK: Edward Elgar Publishing. 

Hopson, L. M., & Lee, E. (2011). Mitigating the effect of family poverty on academic 

and behavioral outcomes: The role of school climate in middle and high 

school. Children and Youth Services Review, 33(11), 2221-2229. 

Horenczyk, G., & Tatar, M. (2012). Conceptualising the school acculturative context. 

School, classroom and the immigrant student. In A. S. Masten, K. Liebkind, & D. 

J. Hernandez (Eds.), Realizing the potential of immigrant youth (pp. 359-375). 

Cambridge, UK: Cambridge University Press. 

Hornstra, L., van der Veen, I., Peetsma, T., & Volman, M. (2015). Does classroom 

composition make a difference: Effects on developments in motivation, sense of 

classroom belonging, and achievement in upper primary school. School Effective-

ness and School Improvement, 26(2), 125-152. 

Hox, J. J. (2010). Multilevel analysis: Techniques and applications. Routledge. New 

York. 

Hox, J. J. (2013). Multilevel regression and multilevel structural equation modeling. 

In T. D. Little (Ed.), The Oxford Handbook of Quantitative Methods in Psychol-

ogy, Vol. 2. Statistical Analysis (pp. 281-294). Oxford, England: Oxford Univer-

sity Press. 

Huang, C. (2015). Academic achievement and subsequent depression: A meta-analy-

sis of longitudinal studies. Journal of Child and Family Studies, 24(2), 434-442. 



72 

Hurd, N. M., Stoddard, S. A., & Zimmerman, M. A. (2013). Neighborhoods, social 

support, and African American adolescents' mental health outcomes: A multilevel 

path analysis. Child Development, 84(3), 858-874. 

Inchley, J., Currie, D., Young, T., Samdal, O., Torsheim, T., Augustson, L., & 

Barnekow, V. (2016). Growing up unequal: gender and socioeconomic differ-

ences in young people’s health and well-being. Health Behaviour in School-aged 

Children study: International Report from the 2013/2014 survey. Copenhagen: 

World Health Organization. 

Jennings, J. L., Deming, D., Jencks, C., Lopuch, M., & Schueler, B. E. (2015). Do 

differences in school quality matter more than we thought? New evidence on ed-

ucational opportunity in the twenty-first century. Sociology of Education, 88(1), 

56-82. 

Jensen, P., & Rasmussen, A. W. (2011). The effect of immigrant concentration in 

schools on native and immigrant children's reading and math skills. Economics of 

Education Review, 30(6), 1503-1515. 

Juvonen, J., Kogachi, K., & Graham, S. (2018). When and how do students benefit 

from ethnic diversity in middle school? Child Development, 89(4), 1268-1282. 

Kallstenius, J. (2010). De mångkulturella innerstadsskolorna: om skolval, segrega-

tion och utbildningsstrategier i Stockholm [The multicultural urban schools: On 

school choice, segregation and educational strategies in Stockholm] (Doctoral 

dissertation). Stockholm: Acta Universitatis Stockholmiensis.  

Keles, S., Olseth, A. R., Idsøe, T., & Sørlie, M. A. (2018). The longitudinal associa-

tion between internalizing symptoms and academic achievement among immi-

grant and non‐immigrant children in Norway. Scandinavian Journal of Psychol-

ogy, 59(4), 392-406. 

Kessel, D., & Olme, E. (2018). School choice priority structures and school segrega-

tion. Unpublished manuscript, Department of Economics, Stockholm University, 

Stockholm, Sweden.  

Kim, S. Y., Schwartz, S. J., Perreira, K. M., & Juang, L. P. (2018). Culture's influence 

on stressors, parental socialization, and developmental processes in the mental 

health of children of immigrants. Annual Review of Clinical Psychology, 14, 343-

370. 

Kjellström, J., Holmin von Saenger, I., Jarl, E. L., & Modin, B. (2017). Learning en-

vironment and health. Technical report for the teacher survey with linkage to the 

Stockholm school survey. Stockholm: Department of Public Health Sciences, 

Stockholm University.  

Kornhall, P. & Bender, G. (2018). Ett söndrat land: Skolval och segregation i Sverige 

[A divided country: School choice and segregation in Sweden]. Report, Arena 

Idé. Retrieved from http://arenaide.se/wp-content/uploads/sites/2/2018/10/rap-

skolval-final5.pdf 

Kouider, E. B., Koglin, U., & Petermann, F. (2014). Emotional and behavioral prob-

lems in migrant children and adolescents in Europe: a systematic review. Euro-

pean Child & Adolescent Psychiatry, 23(6), 373-391. 

Krull, J. L., & MacKinnon, D. P. (2001). Multilevel modeling of individual and group 

level mediated effects. Multivariate Behavioral Research, 36(2), 249-277. 

Kruse, H., Smith, S., van Tubergen, F., & Maas, I. (2016). From neighbors to school 

friends? How adolescents’ place of residence relates to same-ethnic school friend-

ships. Social Networks, 44, 130-142. 



73 

Kuha, J. (2004). AIC and BIC: Comparisons of assumptions and performance. Soci-

ological Methods & Research, 33(2), 188-229. 

Kutsyuruba, B., Klinger, D. A., & Hussain, A. (2015). Relationships among school 

climate, school safety, and student achievement and well‐being: a review of the 

literature. Review of Education, 3(2), 103-135. 

Kyriakides, L., Charalambous, E., Creemers, H. P. M., & Dimosthenous, A. (2019). 

Improving quality and equity in schools in socially disadvantaged areas. Educa-

tional Research, 61(3), 274-301. 

Låftman, S. B., Almquist, Y. B., & Östberg, V. (2013). Students' accounts of school-

performance stress: a qualitative analysis of a high-achieving setting in Stock-

holm, Sweden. Journal of Youth Studies, 16(7), 932-949. 

Låftman, S. B., & Modin, B. (2012). School‐performance indicators and subjective 

health complaints: are there gender differences? Sociology of Health & Ill-

ness, 34(4), 608-625. 

László, K. D., Andersson, F., & Galanti, M. R. (2019). School climate and mental 

health among Swedish adolescents: a multilevel longitudinal study. BMC Public 

Health, 19(1), 1695. 

Lee, M. J., & Liechty, J. M. (2015). Longitudinal associations between immigrant 

ethnic density, neighborhood processes, and Latino immigrant youth depres-

sion. Journal of Immigrant and Minority Health, 17(4), 983-991. 

Leithwood, K., Louis, K. S., Anderson, S., & Wahlstrom, K. (2004). Review of re-

search – How leadership influences student learning. Retrieved from the Wallace 

Foundation website: http://www.wallacefoundation.org/knowledge-center/Docu-

ments/How-Leadership-Influences-Student-Learning.pdf 

Levesque, R. J. (Ed.) (2011). Encyclopedia of adolescence. New York: Springer. 

Lindbom, A. (2010). School choice in Sweden: Effects on student performance, 

school costs, and segregation. Scandinavian Journal of Educational Re-

search, 54(6), 615-630. 

Link, B. G., & Phelan, J. C. (2006). Stigma and its public health implications. The 

Lancet, 367(9509), 528-529. 

Liu, H., Van Damme, J., Gielen, S., & Van Den Noortgate, W. (2015). School pro-

cesses mediate school compositional effects: model specification and estima-

tion. British Educational Research Journal, 41(3), 423-447. 

Lundberg, O. (2018). The next step towards more equity in health in Sweden: how 

can we close the gap in a generation? Scandinavian Journal of Public Health, 

46(Suppl. 22), 19-27. 

Lupton, R. (2004). Schools in disadvantaged areas: recognising context and raising 

quality. CASEpaper 76. London: Centre for Analysis of Social Exclusion, Lon-

don School of Economics. 

Luyten, H., Visscher, A., & Witziers, B. (2005). School effectiveness research: From 

a review of the criticism to recommendations for further development. School Ef-

fectiveness and School Improvement, 16(3), 249-279. 

Lynch, A. D., Lerner, R. M., & Leventhal, T. (2013). Adolescent academic achieve-

ment and school engagement: An examination of the role of school-wide peer 

culture. Journal of Youth and Adolescence, 42(1), 6-19. 

Malmberg, B., Andersson, E., & Bergsten, Z. (2013). Det fria skolvalet ökar klyftor 

mellan skolor: Den svenska skolans nya geografi [The free school choice in-

creases the gap between schools: The Swedish school’s new geography]. In Re-

sultatdialog 2013 (pp. 119-126). Stockholm: Vetenskapsrådet. 



74 

Malmberg, B., Andersson, E. K., Nielsen, M. M., & Haandrikman, K. (2018). Resi-

dential segregation of European and non-European migrants in Sweden: 1990–

2012. European Journal of Population, 34(2), 169-193. 

Malmusi, D., Borrell, C., & Benach, J. (2010). Migration-related health inequalities: 

showing the complex interactions between gender, social class and place of 

origin. Social Science & Medicine, 71(9), 1610-1619. 

Marcińczak, S., Musterd, S., van Ham, M., & Tammaru, T. (2015). Inequality and 

rising levels of socio-economic segregation: Lessons from a pan-European com-

parative study. In T. Tammaru, S. Marcińczak, M. van Ham & S. Musterd (Eds.), 

Socio-economic segregation in European capital cities: East meets West (pp. 

358-382). London: Routledge. 

Marks, G. N. (2015). Are school-SES effects statistical artefacts? Evidence from lon-

gitudinal population data. Oxford Review of Education, 41(1), 122-144. 

Marsh, H. W. (1987). The big-fish-little-pond effect on academic self-concept. Jour-

nal of Educational Psychology, 79(3), 280. 

Marsh, H. W., Lüdtke, O., Nagengast, B., Trautwein, U., Morin, A. J., Abduljabbar, 

A. S., & Köller, O. (2012). Classroom climate and contextual effects: Conceptual 

and methodological issues in the evaluation of group-level effects. Educational 

Psychologist, 47(2), 106-124. 

Massey, D. S. (2016). Segregation and the perpetuation of disadvantage. In D. Brady 

& L. M. Burton (Eds.), The Oxford handbook of the social science of poverty (pp. 

369-405). New York, NY: Oxford University Press.  

McLaughlin, T. (2005). The educative importance of ethos. British Journal of Educa-

tional Studies, 53(3), 306-325. 

Mirowsky, J., & Ross, C. E. (2005). Education, learned effectiveness and health. Lon-

don Review of Education, 3(3), 205-220. 

Modin, B., Låftman, S. B., & Östberg, V. (2017). Teacher rated school ethos and stu-

dent reported bullying—A multilevel study of upper secondary schools in Stock-

holm, Sweden. International Journal of Environmental Research and Public 

Health, 14(12), 1565. 

Modin, B., & Östberg, V. (2007). The psychosocial work environment and stress-

related health complaints. An analysis of children’s and adolescents’ situation in 

school. In J. Fritzell & O. Lundberg (Eds.), Health inequalities and welfare re-

sources: continuity and change in Sweden (pp. 109-134). Bristol: The Policy 

Press.  

Modin, B., & Östberg, V. (2009). School climate and psychosomatic health: A multi-

level analysis. School Effectiveness and School Improvement, 20(4), 433-455. 

Moffitt, T. E., Caspi, A., Rutter, M., & Silva, P. (2001). Sex differences in antisocial 

behaviour: Conduct disorder, delinquency, and violence in the Dunedin Longitu-

dinal Study. Cambridge: Cambridge University Press. 

Moilanen, K. L., Shaw, D. S., & Maxwell, K. L. (2010). Developmental cascades: 

Externalizing, internalizing, and academic competence from middle childhood to 

early adolescence. Development and Psychopathology, 22(3), 635-653. 

Mok, S. Y., Martiny, S. E., Gleibs, I. H., Keller, M. M., & Froehlich, L. (2016). The 

relationship between ethnic classroom composition and Turkish-origin and Ger-

man students' reading performance and sense of belonging. Frontiers in Psychol-

ogy, 7, 1071. 

Montgomery, E. (2011). Trauma, exile and mental health in young refugees. Acta 

Psychiatrica Scandinavica, 124, 1-46. 



75 

Mood, C., Jonsson, J. O., & Låftman, S. B. (2017). The mental health advantage of 

immigrant‐background youth: The role of family factors. Journal of Marriage 

and Family, 79(2), 419-436. 

Mortimore, P. (1993). School effectiveness and the management of effective learning 

and teaching. School Effectiveness and School Improvement, 4(4), 290-310. 

Müller, T. S., Grund, T. U., & Koskinen, J. H. (2018). Residential segregation and 

‘ethnic flight’ vs. ‘ethnic avoidance’ in Sweden. European Sociological Re-

view, 34(3), 268-285. 

Musset, P. (2012). School Choice and Equity: Current Policies in OECD Countries 

and a Literature Review. OECD Education Working Papers, No. 66, OECD Pub-

lishing. doi: 10.1787/5k9fq23507vc-en 

Muthén, L. K., & Muthén, B. O. (2017). Mplus user’s guide (8. ed.). Los Angeles, 

CA: Muthén & Muthén. 

Nejman, F. (2020, January 29). Miljardstöd – men ingen förbättring Billions in sup-

port – but no improvement. Tidningen Grundskolan The Grade School Paper. 
Retrieved from https://tidningengrundskolan.se/miljardstod-men-ingen-forbat-

tring/ 

Nightingale, C. H. (2012). Segregation: A global history of divided cities. Chicago: 

University of Chicago Press. 

Nordenmark, M., Gådin, K. G., Selander, J., Sjödin, J., & Sellström, E. (2015). Self-

rated health among young Europeans not in employment, education or training—

with a focus on the conventionally unemployed and the disengaged. Society, 

Health & Vulnerability, 6(1), 25824. 

Nordin, M. (2013). Immigrant school segregation in Sweden. Population Research 

and Policy Review, 32(3), 415-435. 

OECD: Organisation for Economic Co-operation and Development (2013). PISA 

2012 results: Excellence through equity: Giving every student the chance to suc-

ceed (Volume II). Paris: Author. 

OECD: Organisation for Economic Co-operation and Development (2015). Improv-

ing schools in Sweden: An OECD perspective. OECD Publishing. Retrieved from 

http://www.oecd.org/education/school/Improving-Schools-in-Sweden.pdf 

OECD: Organisation for Economic Co-operation and Development (2019). Country 

note Sweden. Retrieved from https://www.oecd.org/pisa/publica-

tions/PISA2018_CN_SWE.pdf 

Opdenakker, M. C., & Van Damme, J. (2000). Effects of schools, teaching staff and 

classes on achievement and well-being in secondary education: Similarities and 

differences between school outcomes. School Effectiveness and School Improve-

ment, 11(2), 165-196. 

Östh, J., Andersson, E., & Malmberg, B. (2013). School choice and increasing per-

formance difference: A counterfactual approach. Urban Studies, 50(2). 

Owens, A. (2017). Racial residential segregation of school-age children and adults: 

The role of schooling as a segregating force. RSF: The Russell Sage Foundation 

Journal of the Social Sciences, 3(2), 63-80. 

Palardy, G. J. (2008). Differential school effects among low, middle, and high social 

class composition schools: A multiple group, multilevel latent growth curve anal-

ysis. School Effectiveness and School Improvement, 19(1), 21-49. 

Patel, V., Flisher, A. J., Hetrick, S., & McGorry, P. (2007). Mental health of young 

people: a global public-health challenge. The Lancet, 369(9569), 1302-1313. 



76 

Pepper, K., & Thomas, L. H. (2002). Making a change: The effects of the leadership 

role on school climate. Learning Environments Research, 5(2), 155-166. 

Perry, L. B., & McConney, A. (2010). Does the SES of the school matter? An exam-

ination of socioeconomic status and student achievement using PISA 

2003. Teachers College Record, 112(4), 1137-1162. 

Perry, L. B., & Southwell, L. (2014). Access to academic curriculum in Australian 

secondary schools: A case study of a highly marketised education system. Jour-

nal of Education Policy, 29(4), 467-485. 

Perski, A., & Rose, J. (2017). Duktighetsfällan: en överlevnadsbok för presta-

tionsprinsessor [The performance trap: a survival guide for performance prin-

cesses]. Stockholm: Nordstedts förlag. 

Persson, S. (2012). Skolan och elevers utveckling, lärande och hälsa [The school and 

students’ development, learning and health]. Kommissionen för ett socialt 

hållbart Malmö [The Commission for a socially sustainable Malmö], Malmö stad. 

Retrieved from https://malmo.se/down-

load/18.723670df13bb7e8db1b31bb/1491301885743/skolans%20betydelse_sve

n%20persson.pdf. 

PHAS: The Public Health Agency of Sweden (2016). Skolprestationer, skolstress och 

psykisk ohälsa bland tonåringar [School performance, school stress and psycho-

logical problems among teenagers]. Östersund: The Public Health Agency of 

Sweden.  

PHAS: The Public Health Agency of Sweden (2018). Varför har den psykiska ohälsan 

ökat bland barn och unga i Sverige? Utvecklingen under perioden 1985-2014 

[Why has the rate of poor psychological health among children and youth in Swe-

den increased? Development during the period 1985-2014]. Östersund: The Pub-

lic Health Agency of Sweden.  

PHAS: Public Health Agency of Sweden (2019). Skolbarns hälsovanor i Sverige 

2017/18 [School children’s health behaviours in Sweden 2017/18]. Grundrapport 

[Report]. Retrieved from https://www.folkhalsomyndigheten.se/conten-

tassets/53d5282892014e0fbfb3144d25b49728/skolbarns-halsovanor-2017-18-

18065.pdf 

Pickett, K. E., & Wilkinson, R. G. (2008). People like us: ethnic group density effects 

on health. Ethnicity & Health, 13(4), 321-334. 

Plenty, S., & Jonsson, J. O. (2017). Social exclusion among peers: The role of immi-

grant status and classroom immigrant density. Journal of Youth and Adolescence, 

46(6), 1275-1288. 

Podsakoff, P. M., MacKenzie, S. B., Lee, J. Y., & Podsakoff, N. P. (2003). Common 

method biases in behavioral research: A critical review of the literature and rec-

ommended remedies. Journal of Applied Psychology, 88(5), 879. 

Potrebny, T., Wiium, N., & Lundegård, M. M. I. (2017). Temporal trends in adoles-

cents’ self-reported psychosomatic health complaints from 1980-2016: A system-

atic review and meta-analysis. PloS One, 12(11), e0188374. 

Quillian, L. (2014). Does segregation create winners and losers? Residential segrega-

tion and inequality in educational attainment. Social Problems, 61(3), 402-426. 

Ramberg, J., Låftman, S. B., Almquist, Y. B., & Modin, B. (2019). School effective-

ness and students’ perceptions of teacher caring: A multilevel study. Improving 

Schools, 22(1), 55-71. 

Raphael, D. (2013). Adolescence as a gateway to adult health outcomes. Maturi-

tas, 75(2), 137-141. 



77 

Rasbash, J., Steele, F., Browne, W. J., & Goldstein, H. (2012). A user’s guide to 

MLwiN, v2.26. Bristol: Centre for Multilevel Modelling, University of Bristol. 

Reardon, S. F., & Owens, A. (2014). 60 years after Brown: Trends and consequences 

of school segregation. Annual Review of Sociology, 40, 199-218. 

Reddy, R., Rhodes, J. E., & Mulhall, P. (2003). The influence of teacher support on 

student adjustment in the middle school years: A latent growth curve study. De-

velopment and Psychopathology, 15(1), 119-138. 

Rescorla, L., Achenbach, T. M., Ivanova, M. Y., Dumenci, L., Almqvist, F., & Bi-

lenberg, N., et al. (2007). Epidemiological comparisons of problems and positive 

qualities reported by adolescents in 24 countries. Journal of Consulting and Clin-

ical Psychology, 75(2), 351-358.  

Robeyns, I. (2005). The capability approach: a theoretical survey. Journal of Human 

Development, 6(1), 93-117. 

Roland, E., & Galloway, D. (2004). Professional cultures in schools with high and 

low rates of bullying. School Effectiveness and School Improvement, 15(3-4), 

241-260. 

Rosenholtz, S. J. (1991). Teachers’ workplace: The social organization of schools. 

New York: Teachers College Press. 

Roy, A., Guay, F., & Valois, P. (2015). The big-fish-little-pond effect on academic 

self-concept: The moderating role of differentiated instruction and individual 

achievement. Learning and Individual Differences, 42, 110-116. 

Rumberger, R. W., & Palardy, G. J. (2005). Does segregation still matter? The impact 

of student composition on academic achievement in high school. Teachers Col-

lege Record, 107(9), 1999. 

Rutter, M., Maughan, B., Mortimore, P., Ouston, J., & Smith, A. (1979). Fifteen thou-

sand hours: Secondary schools and their effects on children. Cambridge, MA: 

Harvard University Press.  

Sacerdote, B. (2011). Peer effects in education: How might they work, how big are 

they and how much do we know thus far? In E. A. Hanushek, S. Machin & L. 

Woessman (Eds.), Handbook of the Economics of Education (Vol. 3, pp. 249-

277). Amsterdam, The Netherlands: Elsevier. 

Sawyer, S. M., Afifi, R. A., Bearinger, L. H., Blakemore, S. J., Dick, B., Ezeh, A. C., 

& Patton, G. C. (2012). Adolescence: a foundation for future health. The Lan-

cet, 379(9826), 1630-1640. 

Scheerens, J. (1990). School effectiveness research and the development of process 

indicators of school functioning. School Effectiveness and School Improve-

ment, 1(1), 61-80. 

Scheerens, J. (2013). The use of theory in school effectiveness research revis-

ited. School Effectiveness and School Improvement, 24(1), 1-38. 

Scott, J. T. (2013). A Rosa Parks moment? School choice and the marketization of 

civil rights. Critical Studies in Education, 54(1), 5-18. 

Sedgwick, P. (2014). Cross sectional studies: advantages and disadvantages. BMJ, 

348, g2276. 

Seligman, M. E., & Csikszentmihalyi, M. (2014). Positive psychology: An introduc-

tion. In M. Csikszentmihalyi (Ed.), Flow and the foundations of positive psychol-

ogy (pp. 279-298). Dordrecht: Springer. 

Sellström E., & Bremberg S. (2006). Is there a “school effect” on pupil outcomes? A 

review of multilevel studies. Journal of Epidemiology & Community Health, 60, 

149-155.  



78 

Sernhede, O. (2010). Avslutande kommentarer kring projektet “Omvärlden och 

skolan” Concluding comments on the project ”The surrounding environment and 

the school“. Utbildning & Demokrati, 19(1), 107-113. 

Statistics Sweden (2018). Teknisk rapport, en beskrivning av genomförande och 

metoder. Skolbarns hälsovanor [Technical report, an account of implementation 

and methods. Health Behaviours in School-aged Children]. Stockholm: Statistics 

Sweden. 

SGOR: Swedish Governmental Official Reports (2014). Staten får inte abdikera – Om 

kommunaliseringen av den svenska skolan [The state must not abdicate – The 

municipalisation of the Swedish school] (SOU 2014:5). Stockholm: Fritzes. 

SGOR: Swedish Governmental Offical Reports (2017). Nästa steg på vägen mot en 

mer jämlik hälsa. Förslag för ett långsiktigt arbete för en god och jämlik hälsa. 

Slutbetänkande av Kommissionen för jämlik hälsa [The next step on the path to-

wards more equality in health. Suggestion for long-term efforts towards a good 

and equal health. Final report of the Commission for equity in health]. SOU Re-

port 2017:47. Stockholm: Wolters Kluwer.  

SNAE: Swedish National Agency for Education (2009). What influences educational 

achievement in Swedish schools? A systematic review and summary. Stockholm: 

Fritzes. 

SNAE: Swedish National Agency for Education (2012). Likvärdig utbildning i svensk 

grundskola? En kvantitativ analys av likvärdighet over tid [Equal education in 

Swedish comprehensive school? A qualitative analysis of equity over time]. Re-

port No. 374. Stockholm: Fritzes. 

SNAE: Swedish National Agency for Education (2014). Elevhälsans uppdrag – 

främja, förebygga och stödja elevens utveckling mot målen [The mission of stu-

dent health: to promote, prevent and support the student’s development towards 

the goals]. Stockholm: Fritzes. 

SNAE: Swedish National Agency for Education (2015). Skolverkets lägesbedömning 

2015 [SNAE’s situation analysis 2015]. Report No. 421. Stockholm: Fritzes.  

SNAE: Swedish National Agency for Education (2016). Information of SIRIS (The 

SNAE’s Internet based result and quality information system) and SALSA (The 

SNAE’s instrument for analysis of local relations). Retrieved from 

http://www.skolverket.se/sb/d/3534/a/8785 

SNAE: Swedish National Agency for Education (2018). Analyser av 

familjebakgrundens betydelse för skolresultaten och skillnader mellan skolor. En 

kvantitativ studie av utvecklingen över tid i slutet av grundskolan [Analyses of the 

significance of family background for school performance and differences 

between schools. A quantitative study of the development of the last part of com-

prehensive school over time]. Report 467. Stockholm: Swedish National Agency 

for Education. 

SNAE: Swedish National Agency for Education (2019). PISA 2018. 15-åringars 

kunskaper i läsförståelse, matematik och naturvetenskap [PISA 2018. 15-year-

olds’ knowledge in reading, mathematics and science]. Stockholm: Swedish Na-

tional Agency for Education.  

Solvason, C. (2005). Investigating specialist school ethos… or do you mean culture? 

Educational Studies, 31(1), 85-94. 

Sonmark, K., & Modin, B. (2017). Psychosocial work environment in school and stu-

dents’ somatic health complaints: An analysis of buffering resources. Scandina-

vian Journal of Public Health, 45(1), 64-72. 



79 

Stansfeld, S. A., Marmot, M., & Wilkinson, R. (2006). Social support and social co-

hesion. In M. Marmot & R. G. Wilkinson (Eds.), Social determinants of health 

(pp. 148-171). Oxford: Oxford University Press. 

Stewart, M. J., Makwarimba, E., Beiser, M., Neufeld, A., Simich, L., & Spitzer, D. 

(2010). Social support and health: immigrants' and refugees' perspectives. Diver-

sity in Health & Care, 7(2), 91-103. 

Stockholm Municipality (2009). The Stockholm survey. The Administration for Social 

Services and the Labour Market. Prevention Centre Stockholm. Retrieved from 

http://www.stockholm.se/PageFiles/738598/The%20Stockholm%20Survey.pdf 

Swedish National Board of Health and Welfare (2013). Psykisk Ohälsa Bland Unga. 

Underlagsrapport till Barns och Ungas Hälsa, Vård och Omsorg [Multiple 

Health Complaints among Adolescents. Background Report Children and Ado-

lescent Health, Welfare and Care]. Stockholm: National Board of Health and 

Welfare. 

Swedish Police (2017). Utsatta områden – Social ordning, kriminell struktur och 

utmaningar för polisen [Vulnerable areas – Social order, criminal structure and 

challenges for the police]. Stockholm: Swedish Police, National Operations De-

partment, Intelligence unit. 

Swedish Schools Inspectorate (2018). Årsrapport 2017. Strategier för kvalitet och 

helhet i utbildningen [Annual report 2017. Strategies for quality and comprehen-

siveness in education]. Stockholm: Swedish Schools Inspectorate.  

Szulkin, R., & Jonsson, J. O. (2007). Ethnic segregation and educational outcome in 

Swedish comprehensive schools. Working Paper No. 2007:2. Stockholm: The 

Stockholm University Linnaeus Center for Integration Studies. 

Tammaru, T., Marcińczak, S., Van Ham, M., & Musterd, S. (2015). Socio-economic 

segregation in European capital cities: East meets West. New York, NY: 

Routledge. 

Taylor, B. M., Pearson, P. D., Clark, K., & Walpole, S. (2000). Effective schools and 

accomplished teachers: Lessons about primary-grade reading instruction in low-

income schools. The Elementary School Journal, 101(2), 121-165. 

Tetzner, J., Becker, M., & Maaz, K. (2017). Development in multiple areas of life in 

adolescence: Interrelations between academic achievement, perceived peer ac-

ceptance, and self-esteem. International Journal of Behavioral Develop-

ment, 41(6), 704-713. 

Thapa, A., Cohen, J., Guffey, S., & Higgins-D’Alessandro, A. (2013). A review of 

school climate research. Review of Educational Research, 83(3), 357-385.  

Thijs, J., & Verkuyten, M. (2014). School ethnic diversity and students' interethnic 

relations. British Journal of Educational Psychology, 84(1), 1-21. 

Thrupp, M. (2001). Sociological and political concerns about school effectiveness re-

search: Time for a new research agenda. School Effectiveness and School Im-

provement, 12(1), 7-40. 

Torsheim, T., Cavallo, F., Levin, K. A., Schnohr, C., Mazur, J., Niclasen, B., & Cur-

rie, C. (2016). Psychometric validation of the revised family affluence scale: a 

latent variable approach. Child Indicators Research, 9(3), 771-784. 

Torsheim, T., & Wold, B. (2001). School-related stress, school support, and somatic 

complaints: A general population study. Journal of Adolescent Research, 16(3), 

293-303. 

Trumberg, A. (2011). Den delade skolan: Segregationsprocesser i det svenska skol-

systemet [The divided school: Processes of segregation in the Swedish school 



80 

system] (Doctoral dissertation). Örebro University, Örebro. Retrieved from 

http://www.divaportal.org/smash/get/diva2:396257/FULLTEXT01.pdf 

Tschannen-Moran, M., & Gareis, C. R. (2015). Principals, trust, and cultivating vi-

brant schools. Societies, 5(2), 256-276. 

Tummala-Narra, P., & Claudius, M. (2013). Perceived discrimination and depressive 

symptoms among immigrant-origin adolescents. Cultural Diversity and Ethnic 

Minority Psychology, 19(3), 257. 

Undheim, A. M., & Sund, A. M. (2005). School factors and the emergence of depres-

sive symptoms among young Norwegian adolescents. European Child & Adoles-

cent Psychiatry, 14(8), 446-453. 

Vallejo-Torres, L., Hale, D., Morris, S., & Viner, R. M. (2014). Income-related ine-

quality in health and health-related behaviour: exploring the equalisation hypoth-

esis. Journal of Epidemiology and Community Health, 68(7), 615-621. 

Van Ewijk, R., & Sleegers, P. (2010). The effect of peer socioeconomic status on 

student achievement: A meta-analysis. Educational Research Review, 5(2), 134-

150. 

Van Geel, M., & Vedder, P. (2010). The adaptation of non‐western and Muslim im-

migrant adolescents in the Netherlands: An immigrant paradox? Scandinavian 

Journal of Psychology, 51(5), 398-402. 

Vangrieken, K., Dochy, F., Raes, E., & Kyndt, E. (2015). Teacher collaboration: A 

systematic review. Educational Research Review, 15, 17-40. 

Varjo, J. T., Kalalahti, M., & Lundahl, L. (2016). Recognizing and controlling the 

social costs of parental school choice. In G. W. Noblit & W. T. Pink (Eds.), Edu-

cation, equity, economy: Crafting a new intersection (pp. 73-94). Cham: 

Springer. 

Vedder, P., & Virta, E. (2005). Language, ethnic identity, and the adaptation of Turk-

ish immigrant youth in the Netherlands and Sweden. International Journal of In-

tercultural Relations, 29(3), 317-337. 

Viner, R. M., Ozer, E. M., Denny, S., Marmot, M., Resnick, M., Fatusi, A., & Currie, 

C. (2012). Adolescence and the social determinants of health. The Lan-

cet, 379(9826), 1641-1652. 

Von Greiff, C., Sjögren, A., & Wieselgren, A-M. (2012). En god start – en ESO-

rapport om tidigt stöd i skolan. Rapport till Expertgruppen för studier i offentlig 

ekonomi [A good start – an ESO-report about early support in school. Report to 

the expert group for studies in public economics]. ESO Report 2012:2. Regering-

skansliet [Government Offices of Sweden]. Stockholm: Fritzes. 

Vuille, J. C., & Schenkel, M. (2001). Social equalization in the health of youth: The 

role of the school. The European Journal of Public Health, 11(3), 287-293. 

Waenerlund, A. K., Stenmark, H., Bergström, E., Hägglöf, B., Öhman, A., & Petersen, 

S. (2016). School experiences may be important determinants of mental health 

problems in middle childhood – a Swedish longitudinal population-based 

study. Acta Paediatrica, 105(4), 407-415. 

Wahlstrom, K. L., & Louis, K. S. (2008). How teachers experience principal leader-

ship: The roles of professional community, trust, efficacy, and shared responsi-

bility. Educational Administration Quarterly, 44(4), 458-495. 

Walsh, S. D., De Clercq, B., Molcho, M., Harel-Fisch, Y., Davison, C. M., Madsen, 

K. R., & Stevens, G. W. (2016). The relationship between immigrant school com-

position, classmate support and involvement in physical fighting and bullying 



81 

among adolescent immigrants and non-immigrants in 11 countries. Journal of 

Youth and Adolescence, 45(1), 1-16. 

Wang, M. T., Kiuru, N., Degol, J. L., & Salmela-Aro, K. (2018). Friends, academic 

achievement, and school engagement during adolescence: A social network ap-

proach to peer influence and selection effects. Learning and Instruction, 58, 148-

160. 

Wang, A. H., Walters, A. M., & Thum, Y. M. (2013). Identifying highly effective 

urban schools: Comparing two measures of school success. International Journal 

of Educational Management, 27(5), 517-540.  

Watson, D., & Clark, L. A. (1984). Negative affectivity: the disposition to experience 

aversive emotional states. Psychological Bulletin, 96(3), 465. 

Weinberg, C. R. (1993). Toward a clearer definition of confounding. American Jour-

nal of Epidemiology, 137(1), 1-8. 

West, A. (2014). Academies in England and independent schools (fristående skolor) 

in Sweden: policy, privatisation, access and segregation. Research Papers in Ed-

ucation, 29(3), 330-350. 

West, P., & Sweeting, H. (2004). Evidence on equalisation in health in youth from the 

West of Scotland. Social Science & Medicine, 59(1), 13-27. 

West, P., Sweeting, H., & Leyland, A. (2004). School effects on pupils' health behav-

iours: evidence in support of the health promoting school. Research Papers in 

Education, 19(3), 261-291. 

Westling Allodi, M. (2010). Pojkars och flickors psykiska hälsa i skolan: en kun-

skapsöversikt The psychological health of boys and girls at school: an overview 

of the literature. SOU 2010:79. Stockholm: Elanders Sverige AB. 

WHO: World Health Organization (2014). Health for the world's adolescents: a sec-

ond chance in the second decade: summary. Geneva: WHO Press.  

Wikman, S. (2018). Unga mår allt sämre – eller? Kunskapsöversikt om ungas 

psykiska hälsa i Sverige 2018 [The psychological well-being of youth is declining 

– or not? Overview of young people’s psychological well-being in Sweden 2018]. 

Mind. Retrieved from https://mind.se/wp-content/uploads/mind-rapport-om-un-

gas-psykiska-halsa.pdf 

Willmott, R. (1999). School effectiveness research: an ideological commitment? 

Journal of Philosophy of Education, 33(2), 253-268. 

Wills, T. A. (1987). Downward comparison as a coping mechanism. In C. R. Snyder 

& C. E. Ford (Eds.), Coping with negative life events (pp. 243-268). Boston, MA: 

Springer. 

Wilson, D., & Bridge, G. (2019). School choice and equality of opportunity: an inter-

national systematic review. Report for the Nuffield Foundation. Retrieved from 

https://www.nuffieldfoundation.org/wp-content/uploads/2019/04/Wilson-and-

Bridge-report-April-2019.pdf 

Wimark, T. (2018). Boendesegregation i Sverige – en översikt av det aktuella for-

skningsläget [Residential segregation in Sweden – an overview of the current 

state of research]. Stockholm: Bostad 2030. Retrieved from http://su.diva-por-

tal.org/smash/get/diva2:1210196/FULLTEXT01.pdf 

Wondratschek, V., Edmark, K., & Frölich, M. (2013). The short- and long-term ef-

fects of school choice on student outcomes – evidence from a school choice re-

form in Sweden. Annals of Economics and Statistics, 111-112, 71-102. 



82 

Ylimaki, R. M., Jacobson, S. L., & Drysdale, L. (2007). Making a difference in chal-

lenging, high-poverty schools: Successful principals in the USA, England, and 

Australia. School Effectiveness and School Improvement, 18(4), 361-381. 


