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EXECUTIVE SUMMARY 
Rate of early school leaving in the EU 

Most young people successfully navigate the school system and make a transition into 
further education or training opportunities, or into employment. However, one out of 
every seven young Europeans leaves the education system without having the skills or 
the qualifications which are now seen as necessary to make a successful transition to the 
labour market and for active participation in today’s knowledge-based economy. This 
means that currently some 6.4 million young people in Europe are classified as early 
school leavers1. 
 
The rate of early school leaving (ESL) has declined in most parts of Europe. In 2000, the 
rate stood at 17.6 % and there has been a reduction of 3.2 percentage points since then; 
the ESL rate now stands at 14.4 %. By 2009, eight countries had reached a level of ESL 
that was below the EU’s 10 % target (Czech Republic, Lithuania, Luxembourg, Austria, 
Poland, Slovenia, Slovakia and Finland). Countries like Luxembourg, Lithuania and Cyprus 
have seen significant reductions in the rate of ESL between 2000 and 2009. 
 
The progress towards the EU target has however been much slower than anticipated 
and indeed hoped, despite the wide range of interventions that have been established 
across Europe. In several countries (Spain, Malta and Portugal) as many as one in three 
young people leave the education system early. The ESL rate varies from the high of nearly 
37 % in Malta to just 4.3 % in Slovakia.  
 
Causes  

Young people who drop out of school come from diverse background. Early school 
leaving is typically caused by a cumulative process of disengagement as a result of 
personal, social, economic, geographical, education or family-related reasons. Such reasons 
can be external or internal to school processes and experiences and they are typically 
highly specific to the individual. For many, dissatisfaction results from a variety of 
reasons such as bullying, poor academic performance, poor relationships with teachers, 
lack of motivation or ‘falling in with the wrong crowd’, while others drop out because they 
are facing personal or family problems, such as substance abuse or homelessness. 
However, a significant part of the problem can be attributed to lack of support and 
guidance, disengagement from schooling and to secondary-level curricula which too often 
do not offer enough options for varied courses, alternative teaching pedagogies, 
experiential and other hands-on learning opportunities or sufficient flexibility.  
 
Costs 

ESL is a significant concern because it is a fundamental contributing factor to social 
exclusion later in life. Predictions of future skills needs in Europe suggest that in the 
future, only 1 in 10 jobs will be within reach of an early school leaver. Young people who 
leave school early are also more likely to have lower incomes or to be unemployed. 
Inadequate education can also generate large public and social costs in the form of lower 
income and economic growth, reduced tax revenues, and higher costs of public services 
such as healthcare, criminal justice and social benefit payments. 
                                                 
1  In the EU, those young people who leave the education system with at most lower secondary qualification and 

not taking part in education and training are classified as early school leavers. Early school leavers are 
therefore those who have only achieved pre-primary, primary, lower secondary or a short upper secondary 
education of less than two years (ISCED 0, 1, 2 or 3c short5), and include those who have only a pre-
vocational or vocational education which did not lead to an upper secondary certification. 
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ESL in fact has enormous financial implications, generating major social and economic costs 
for both individuals and society, with the lifetime cost of ESL reaching one to two 
million Euros per school leaver. The cost of such exclusion has been calculated, for 
example, in the Netherlands, where the lifetime cost of early school leaving is estimated at 
around EUR 1.8 million2. In Finland, the annual cost of one early school leaver reaches EUR 
27 500, with the lifetime (40 years) cost of over EUR 1.1 million3; and it is widely believed 
that this is an underestimate of the real cost. In a similar manner, in Ireland, the annual 
cost to the state in benefits, together with lost tax revenue per male early school leaver, 
has been estimated at EUR 29 300, even before costs associated with health or crime are 
considered4. A young person staying in school for an extra year can earn an additional 
lifetime income of more than EUR 70 0005.  
 
Thus, a country with high levels of ESL will struggle to maintain high levels of 
employment and social cohesion. If these high levels of ESL are found across Europe it 
will struggle to compete in the global marketplace and will face a constraint to the 
achievement of smart, sustainable and inclusive growth - the priority of the Europe 
2020 Strategy. High rates of ESL are also detrimental to the objective of making lifelong 
learning a reality and represent “a waste of both individual opportunities and of social and 
economic potential”6. To reduce the European rate of early school leaving by just one 
percentage point would provide the European economy with nearly half a million additional 
qualified potential young employees each year7. 
 
It is therefore not surprising that ESL is considered as a major policy priority not only in 
Europe but across the developed world. It is particularly pertinent because unlike many 
other attributes (such as family and personal characteristics), educational attainment 
can be influenced by public policy8.  
 
The role of this study 

European-level work to capture learning from the Member States has intensified in recent 
years. For example, for four years (2006-2010), the Directorate-General for Education and 
Culture (DG EAC) facilitated the activities of the Cluster on Access and Social Inclusion, 
which brought together 17 Member States to explore issues relating to ESL and social 
exclusion. The work of the Cluster contributed to the production of the Commission 
Communication on ESL9. The Staff Working Paper accompanying the Communication 
included many policy examples that had been investigated by the Cluster. The Network of 
Experts in Social Sciences in Education and Training (NESSE) and Cedefop have also 
published European-level analyses on this topic, with the report of the former focusing on a 

                                                 
2  Calculated by Ecorys.  
3  Valtiontalouden tarkastusvirasto (2007), Nuorten syrjäytymisen ehkäisy. Toiminnantarkastuskertomus 

146/2007. Valtiontalouden tarkastusvirasto, Helsinki. Ministry of Employment and the Economy (2009), Nuoret 
miehet työelämään; mitä palveluja ja toimenpiteitä tarvitaan TE-toimistoissa. Työ- ja elinkeinoministeriön 
julkaisuja. Työ ja yrittäjyys 34/2009 

4  Smyth, E. and McCoy, S. (2009), Investing in Education: Combating Educational Disadvantage, Economic and 
Social Research Institute, Dublin, 2009.  

5  NESSE (2009), Early School Leaving: Lessons from Research for Policy Makers. 
6  European Commission (2011), Reducing early school leaving. Commission Staff Working Paper. Accompanying 

document to the Proposal for a Council Recommendation on policies to reduce early school leaving. 
[SEC(2011)96], 26 January 2011. 

7  European Commission (2011), Tackling early school leaving: A key contribution to the Europe 2020 Agenda. 
Communication from the Commission to the European Parliament, the Council, the European Economic and 
Social Committee and the Committee of the Regions. Brussels, 31.1.2011 COM(2011) 18 final. 

8  See, Belfield, C.R. and Lewin, H.M (2007), The price we pay: Economic and Social Consequences of Inadequate 
Education. And NESSE (2009), Early School Leaving: Lessons from Research for Policy Makers. 

9  The Action Plan, the Commission Communication and Staff Working Paper on early school leaving can be found 
at: http://ec.europa.eu/education/school-education/doc2268_en.htm. 
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review of literature and the latter on an analysis of guidance-oriented ESL policies and 
programmes in Europe. 
 
Related to this context, this study on ‘Reducing early school leaving in the EU’ was 
commissioned in November 2010 by the European Parliament and was carried out by an 
independent public policy research organisation, GHK Consulting Ltd., over a five month 
period between December 2010 and April 2011. The ultimate goal of this study is to 
suggest possible future actions that could help Member States to perform better 
in this area in the future.  
 
Importantly, the research approach adopted for this study is different from previous 
European reviews on this topic, in that it allowed for a more detailed review of a small 
number of Member States, with consultations of a broad range of stakeholders in 
these countries. This included representatives of education authorities, teachers, parents 
and secondary school students, as well as practitioners working with early school leavers 
through NGOs and projects targeted at at-risk youth.   
 
The study covers all 27 EU Member States but includes an in-depth analysis of nine 
countries. These are: Ireland, Greece, Spain, France, Lithuania, Netherlands, 
Poland, Finland and UK (England).  
 
Overview of policy responses to early school leaving 

The different policy responses taken by EU countries to address ESL are informed by many 
values and perspectives, as well as being influenced by the history and traditions of the 
Member State concerned. Furthermore, each individual early school leaver has a unique 
history and finds him/herself in a specific context or ‘ecosystem’. Responses to ESL 
therefore need to be tuned and tailored. For these reasons there is no single response to 
ESL and a kaleidoscope of policies, programmes, projects and approaches have been found 
across the Member States. These approaches can be grouped into three broad categories: 
(i) Strategic level responses; (ii) Preventive strategies; and (iii) Reintegration strategies, as 
illustrated in Figure 1, below.  
 
Figure 1: A typology of Member States' approaches to ESL 

 
Source: GHK Consulting Ltd., 2011 
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Strategic level responses: Reducing ESL through better coordination 
and monitoring 

There has been a noticeable, positive change in the way in which early school leaving is 
approached in many Member States. Two out of five interviewees (43 %) for this study 
stated that there was a ‘strong’ commitment to addressing ESL in their country, 
backed by appropriate policy, funding and programmes. Only one out of five (20 %) felt 
that the level of commitment and investment was ‘weak’. 
 
Furthermore, there are now more countries which address ESL within a broader 
policy framework, for example a lifelong learning policy or a broader strategy to promote 
economic and social cohesion, thus recognising that the issue is multi-faceted and complex. 
Another positive development is the creation of explicit, comprehensive policy 
frameworks on ESL, bringing together key stakeholders and programmes under one 
overarching policy.  
 
However, most countries still have a fragmented and insufficiently coordinated 
approach to addressing ESL, leading to duplication of activity and funding. Too many 
responses are still time-bound, project-based measures or targeted initiatives to address a 
specific concern as opposed to operating within a coherent, joined-up framework, both 
strategically and operationally. Nearly a third (31 %) of the interviewees for this study 
thought the level of ESL policy coordination was ‘poor’ or ‘very poor’. Nearly half (45 %) 
were of the opinion that there is ‘some’ coordination of ESL policies and that ‘some’ links 
with other policy areas are sought but that the situation could be improved.  
 
In some cases collaboration between education and social and employment authorities is 
missing, while in other countries there is a need to strengthen the collaboration between 
education and youth policies, before a more coherent, joined up approach can be achieved. 
In some contexts several different authorities are implementing similar programmes, 
leading to clear duplication of activity.  
 
ESL is the result of a combination of factors. Therefore inter-agency and multi-disciplinary 
working is key to implementing a common vision on ESL and they should move from 
theory to practice at national, regional and local levels. This study has shown that the 
approaches that are based on genuine cooperation between different agencies and 
specialists at national, regional, local and school levels help to reduce ESL. Such 
cooperation and multi-disciplinary approaches can also ensure that different stakeholders 
are engaged in both the design and implementation of ESL policy and programmes. This 
enables the adoption of a ‘whole child’ approach to the issue of ESL that addresses the full 
range of contributory and influencing factors. Such cooperation needs to include, in addition 
to authorities from education, youth, social, health and employment spheres, also social 
partners, parents, NGOs, the youth sector and young people themselves. For such 
cooperation to work and to have sustained impact, it must be embedded into the 
mainstream working practices of agencies and other key stakeholders working with 
young people, rather than be an add-on, generated by project activity. This also 
involves making better use of the influence and/or expertise of certain stakeholders, in 
particular parents, social partners, the youth sector and NGOs.   
 
The research evidence from this study also shows that policy and programmes should be 
informed by learning from research and evaluations (the latter being an area which 
currently seems weak), as well as analysis of the trends in data. Research should take 
particular account of the student voice, as well as those of the other stakeholders 
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involved. Two out of five respondents (42 %) to our study were of the opinion that the 
views of young people were never or only rarely considered in the context of ESL policies in 
their country. Furthermore, one in five (18 %) stated that hardly any ESL measures / 
policies are based on solid evidence from research and evaluation. 
 
Preventing early school leaving  

In too many cases young people drop out of education or training for reasons which could 
have been prevented. Thus, preventive measures aim to tackle ESL before it even takes 
place. They are typically more cost-effective than reintegration measures.  
 
Overall, Member States have acknowledged the need to find effective ways of recognising 
and addressing the issues that can increase the risk of ESL. At the same time the 
implementation of such strategies is at very different stages across Europe and great 
variation can be detected in the types of responses chosen by different countries. A wider 
recognition of the need to find different solutions for different points in the education 
system process can be detected; this is illustrated, for example, by the growing recognition 
of the role of early childhood education and care (ECEC) in ESL strategies. 
 
The policies adopted by the Member States to alleviate the risk of and prevent ESL can be 
classified into two broad categories: 

 Policies and measures that are targeted; these provide particular support to young 
people who are at risk by identifying individuals, groups of individuals, schools or 
neighbourhoods with a higher risk of drop-out. 

 Policies and measures that are comprehensive in scope; their goal is to improve the 
education system for all and thereby to improve outcomes and reduce the risk of 
students disengaging from education.  

 
These approaches are complementary and therefore both are needed: targeted 
policies channel support to those identified as being most at-risk but can mean that some 
young people ‘slip through the net’. Furthermore, such approaches also leave the core of 
the education system unchanged. Comprehensive measures can therefore tackle the 
systemic issues which contribute to the incidence of early school leaving within a country.  
 
However, the long-term focus should be placed on early intervention, which is 
necessary to tackle the issues emerging at the start of the cumulative process which leads 
to ESL. In order to facilitate timely intervention, identification, monitoring and tracking 
activities are important. Early warning systems within the school can help to identify 
pupils who are at risk of dropping out. They need to be accessible by and linked up 
between the different providers of education and other stakeholders concerned. Early 
intervention is also important because reintegration can become progressively more 
difficult as the period of disengagement extends. 
 
Key transition points (primary to post-primary, lower secondary to upper secondary) are 
critical for potential early school leavers. Some measures to make these transitions easier 
include ‘buddy’ or mentoring programmes, intensified guidance provided by professionals 
and greater communication between teachers at different schools and levels, as well as 
‘welcome’ or induction programmes.  
 
Young people at risk of ESL can be offered alternatives to the traditional curriculum. 
New qualifications and curricula should however have respect from the community and 
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should offer viable progression pathways. More could be done to promote the value of 
learning in terms of earning opportunities and transforming the life chances of young 
people at risk of dropping out. 
 
Advice and guidance is vital in not only ensuring that young people identify appropriate 
further study options and find the motivation and confidence to apply to such courses, but 
also make the right decisions about their studies (thereby leading to fewer drop-outs from 
education due to wrong study choices). Thus, young people need to be given clear, 
impartial and constructive advice to help ensure they are aware and feel in control 
of their pathway of learning and career development. Furthermore, young people at 
risk of ESL often face a range of complex issues which require support from a specialised 
counsellor or other professional input. In addition to the inputs of professionals, families 
and parents also need to become more involved in school activities. 
 
It is important for teachers to have the skills to engage and motivate all students in their 
class. Teacher training in identifying and addressing the risks of ESL, as well as in the use 
of modern teaching methods and classroom management and relationship-building skills, is 
important. 
 
A Spanish survey of early school leavers found that nearly 9 out of 10 dropped out due to 
their experiences of repeating a year10. Thus, small class sizes, teaching assistants and 
extra tuition can stop individual students from falling behind, before these have a serious 
impact on their educational achievement and increase their risk of dropping out.  
 
In the current economic context, where public budgets are facing unprecedented 
constraints, it is important to note that not all interventions require substantial 
investment. Evidence from this study has shown the importance of an encouraging, 
positive and supportive school environment to reduce the risk of ESL. A sense of 
belonging and a learning relationship between a teacher and a student that is 
based on mutual trust and respect are extremely important for young people. 
Furthermore, opportunities for staff working with the target group to exchange 
experiences, practices and skills can be a way of spreading effective practice and learning.  
 
Where there is not a strong culture of education within the community, measures may be 
required to engage parents, to raise their awareness of the importance of 
education, and to provide educational opportunities to enable them to improve their own 
skills.  
 
Extra-curricular activities can not only help students to catch up and to revive their 
interest in learning, but also help them to re-build a positive relationship with the school 
and its staff, as well as provide fulfilling activities which can boost self-esteem and reduce 
frustration.  
 
Providing second chances 

Reintegration measures offer young people who have dropped out of mainstream education 
a second chance to learn or to achieve a qualification, or an alternative learning 
opportunity. They vary in the intensity of support provided to participants, 
depending on the needs of their specific target groups; some young people require 

                                                 
10  Mena Martínez, L., Fernández Enguita, M. y Riviére Gómez, J. (2009), Desenganchados de la educación: 

procesos, experiencias, motivaciones y estrategias del abandono y del fracaso escolar, Revista de Educación, 
número extraordinario 2010, pp. 119-145. 
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counselling and practical support in addressing problems such as homelessness or 
substance abuse before they can embark on a journey of reintegration to education, while 
others are motivated to return and just need to be given a second chance to undertake 
their studies.  
 
Any action targeting those who have already left school must begin with a process of 
engagement, of building trust and a sense of belonging. It should also be infused with high 
expectations, be structured as well as safe and challenging. In addition, it is important to 
note that many early school leavers regard themselves as adults and expect to be treated 
as such. In their own descriptions of what has succeeded with them, words such as 
‘respect’ and ‘trust’ recur. 
 
Most reintegration measures aim to provide an alternative to mainstream education, either 
in content or teaching / learning styles. The initiatives use different ways of providing a 
student-centred, individualised approach to learning, which might be through the provision 
of guidance, mentoring, individual learning plans or case management for example. 
Teaching and learning styles used in reintegration measures are often practical and / or 
experiential. Initiatives providing more intensive support aim to take a ‘whole person’ 
approach, by addressing the full range of needs of the individual, from personal and social 
issues to gaps in learning. In fact, early school leavers may have additional gaps in skills 
and competences which must be filled before they can undertake further education, 
training or employment. Basic skills and life skills – going beyond basic literacy and 
numeracy to include for example financial and health literacy – can also be provided in 
smaller units or can be embedded within the teaching of other subjects. 
 
Flexibility is key, in order to ensure that reintegration measures can be made to fit around 
the young person’s other commitments, such as work and family responsibilities. A multi-
disciplinary approach, with mixed staff teams or collaboration with external stakeholders, 
means that the full range of support needs of the young person can be addressed. 
Individual action plans and clear pathways for the future – which may be made up of 
small units of learning – can be motivating for young people with low self-esteem and 
negative previous experiences of formal education. Related to this, follow-up is 
important to ensure that the outcomes of the good work achieved by the 
reintegration measures are not lost in the long term.  
 
Indeed, there needs to be continuity, consistency and cohesion between services and 
supports available for young people. Otherwise young people can get confused in the web 
of different services. The ‘individual case manager’ approach adopted has the potential to 
offer a more consistent means of supporting at-risk youth than some other approaches, 
where young people are expected to find different services without any specific support. 
 
The outcomes achieved by reintegration measures cannot always be evidenced through 
quantitative data. It is therefore necessary to find ways of measuring soft outcomes. 
Quality assurance frameworks should also be designed to take account of both quantitative 
and qualitative measures. 
 
Finally, a high proportion of actions attempting reintegration are temporary 
initiatives and projects. Although ESL is a deeply embedded feature of EU education and 
training systems, there appears to be a tendency not to give a meaningful tenure or status 
to reintegration activities. This is something to be addressed in the future, while however 
recognising that it is challenging to replicate successful local projects on a larger scale. 
Developing regional or system-wide measures requires time and commitment. However, 
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where governments recognise the importance of reintegrating young people who have 
dropped out of education and guarantee support on reintegration efforts a long-term 
basis, greater cohesion can be achieved as can greater clarity regarding best practices, 
standards and the training and support needs of learners and staff.  
 
A summary of effective ESL practice 

Across both (prevention and reintegration policies and measures), there are four broad 
features determining strategic success. These are: 

 Acknowledgement of the issue and determination to firstly alleviate and, if possible, 
prevent it and secondly to reintegrate early leavers into education. 

 Integrated strategic planning, policy implementation and service delivery and the 
provision of adequate and effective supports for both early school leavers and those 
who work with them. 

 Creativity, innovation, flexibility and willingness to change on the part of policy 
makers and practitioners and, in particular, a problem-solving approach to the 
individual dilemmas encountered by early school leavers and those at risk of 
dropping out. 

 A broad approach to service delivery (in and out of schools) that:  
 communicates compassion, respect, challenge and high expectations to early 

school leavers, their families, peers and communities; 
 encourages learners and promotes a sense of belonging; 
 is clear, cohesive, comprehensive and consistent, and is based on multi-

agency work; and 
 is timely, vigilant, responsive, outcomes-oriented and cost-effective. 

 
EU-level action on ESL 

The EU recognition of the urgent need to address ESL has been channelled through a 
series of strategic policy declarations establishing a European framework of action 
and targets, as well as financial and organisational supports to the Member States. The 
Lisbon Strategy introduced a series of five benchmarks including one that concerned 
reducing the EU early school leaving average to 10 % by 2010. However, this target was 
not met and consequently the target was adopted again in May 2009 at the 2 941st 
Education, Youth and Culture Council meeting. In June 2010 the European heads of state 
and government adopted the Europe 2020 strategy for smart, sustainable and inclusive 
growth. Giving a strong message to Member States, the 10 % target on ESL was 
designated as one of the headline targets underpinning this strategy. The Member 
States have agreed to work towards the 10 % target through strategic frameworks for 
cooperation in education and training (ET2010 and ET2020).  
 
The issue has also been highlighted in several Communications from the Commission 
on education and training. Most notably, the Commission recently published a 
Communication on tackling early school leaving and a proposal for a Council 
Recommendation on policies to reduce ESL11.  
 
The importance of ensuring that all young people leave the education system with sufficient 
skills to enter the labour market has also been emphasised by the EU in the framework of 

                                                 
11  The Action Plan, the Commission Communication and Staff Working Paper on early school leaving can be 

found: http://ec.europa.eu/education/school-education/doc2268_en.htm. 
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the European Employment Strategy (EES). The guidelines for Member States’ 
employment policies have highlighted the need to substantially reduce the number of 
young people who drop out of the school system early. The European Commission’s 
youth policies have also underlined the importance of developing non-formal learning 
opportunities as one of a range of actions to address ESL. 
 
The EU’s broad strategic policy statements have been given expression in a range of 
actions. The priorities identified for the programming periods 2000-2006 and 2007-2013 
of the European Social Fund (ESF) reflect the recognition on the part of the Commission 
and Member States of the need to tackle this problem through the modernisation of 
educational systems and curricula. The Lifelong Learning Programme (LLP) has also 
provided opportunities for the Member States to develop and implement actions in this 
area. For many years the annual strategic priorities of the LLP have emphasised the 
importance of supporting at-risk youth, for example, through the development of new 
second chance opportunities, better utilisation of ICT to motivate and enable learners to re-
enter education and closer involvement of parents in their children’s education.  
 
Opportunities have also been facilitated for representatives of the Member States, NGOs, 
social partners and practitioners from schools and training institutions to exchange 
experiences. For example, for four years (2006-2010), key stakeholders from 17 countries 
had a chance to compare ESL policies and practices in different cities and countries across 
Europe (as part of the activities of the Cluster on Access and Social Inclusion). The Study 
Visit programme has also supported study visits for practitioners and policy makers on the 
topic of ESL. Other EES-related programmes operated by the Directorate-General 
Employment, Social Affairs and Inclusion (DG EMPL), such as the European Employment 
Observatory (EEO), Mutual Learning Programme of the European Employment Strategy 
(MLP) and PES to PES dialogue have also facilitated exchanges of experiences between 
Member States on the issue of ESL.  
 
The development of common European tools for education and training, such as the 
European Qualifications Framework (EQF), has also helped to encourage reform at national 
level. The EQF for example has encouraged Member States to work towards the 
introduction of their own National Qualifications Frameworks (NFQ), defining levels of 
learning in terms of learning outcomes. When qualifications are defined in this way it is 
possible to break them down into units, which means that individuals can incrementally 
accumulate units of learning towards a qualification. For early school leavers, who may 
have already completed parts of a qualification during their time in school, this presents an 
opportunity to undertake tailored learning in order to fill the gaps in their knowledge, rather 
than having to repeat a full course. Awarding learning in units can also be more motivating 
to individuals with low self-confidence and can lead to a sense of achievement each time a 
unit of learning is completed.  
 
Of equal significance, the introduction of the EQF and respective NQFs indicates a shift in 
education and training qualifications emphasis from measuring learning ‘inputs’ (attendance 
at a training course, participation in a learning experience) towards learning ‘outcomes’ 
(the development of knowledge or skills). This means that qualifications frameworks can 
also be used to support the validation of non-formal and informal learning, which in itself is 
a potential means of supporting early school leavers, by providing an opportunity to 
recognise the skills and competences they have acquired outside of the school 
environment, for example in the workplace or home. 
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Finally, the Youth on the Move flagship initiative of the Europe 2020 Strategy has recently 
set out a framework for youth employment based on a number of priorities for reducing 
youth unemployment and improving youth job prospects, one of which is ‘support for at-
risk youth’.  
 
Perceived outcomes of EU-level activities 

It appears12 that a range of different ‘soft law’ measures introduced by the 
Commission have had an impact on national (and regional) efforts to reduce ESL. 
Stakeholders from the Member States feel that European funding (ESF in particular) and 
clear ESL benchmarks allowing countries to compare their performance have had a 
particularly important impact on national (and regional) efforts to reduce ESL.  
 
All of the Member States concerned confirmed that ESF co-funding had been used to 
finance activity aimed at preventing school failure and reintegrating those who have 
dropped out of education early; indeed, the ESF was seen by many as the most 
effective EU instrument, affording the greatest impact. Examples of ESF-funded 
actions include the introduction of differentiated curricula, special needs classes, second 
chance opportunities, early warning and attendance monitoring systems, social and labour 
market integration opportunities and improvements to existing guidance and counselling 
provisions.  
 
ESF has been particularly important in supporting the development of national 
approaches for tackling ESL. This means that typically the desire to do something about 
ESL has been ‘internal’ but the ESF has provided the funding to seed actions. Unfortunately 
however in some cases Member States have failed to secure sustainable funding for their 
ESL policy approaches and continue to rely on ESF. ESF funded activities also need to be 
appropriately defined and targeted, based on a precise assessment of the extent and 
nature of the problem being faced at national, regional or local. 
 
Another benefit of European funding (all strands) identified by several stakeholders was 
that it has encouraged the development of a culture of monitoring and evaluation, though it 
is widely recognised that further improvement in this regard is still needed. In the 
future, it is important to target EU funds at activities that can have a sustainable impact on 
the lives of young people and working practices of key stakeholders (authorities and 
schools). 
 
Although the awareness of the 10 % benchmark on ESL is patchy among some 
stakeholders, a total of 61 % of stakeholder respondents to this study stated that 
the benchmark had had an impact on their policy making (‘some’ or ‘significant’). 
Only 18 % of the interviewees stated that there had been no impact. In some countries it 
has helped to raise an interest in the issue, measure it and define it. More commonly it has 
helped to reinforce and maintain the national focus on the issue as in most countries it had 
already been recognised as an important policy priority before the benchmark was first 
introduced. It has also served as a benchmark against which progress in the country could 
be measured. In some cases this factor has generated ‘peer pressure’ to act in this field 
because they have not wanted to be seen to lag behind other countries. The benchmark 
has also been picked up by the media in many countries, adding pressure on some 

                                                 
12  It is important to note that the ‘outcomes’ in this part of the report are not based on a formal evaluation of the 

activities of the European Commission in this field. Instead, they are based on the perceptions of interviewees 
on this issue and information from literature. 
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governments to take action. This was seen as a positive outcome. At the same time, it is 
important to note that this pressure is felt more in some countries than others.  
 
Overall, Member State respondents felt that there was a lack of evidence to demonstrate 
whether other EU level activities, tools and programmes have had an effect on ESL policies 
in their country13.  
 
In relation to the future, it is expected that the Europe 2020 benchmark on ESL will 
help to continue to reinforce the importance of the topic and maintain its high 
profile. The request for the Member States to set their own targets on ESL and the advent 
of the ‘European Semester’ are expected to have a positive impact on the ESL agenda. In 
recent years, a number of countries have also set up more ambitious targets.      
 
Key recommendations 

This study provides an overview of the current state-of-play across Europe in relation to the 
issue of early school leaving, based on a review of policies and measures in all EU Member 
States and more in-depth research in nine case study countries. On the basis of this work, 
it is possible to identify some areas of policy and provision which need to be strengthened, 
or where gaps need to be filled. These are outlined below.  

On the basis of the findings of our study, we recommend that the European 
Commission: 

 Promotes the understanding in the Member States of ESL as a complex phenomenon 
influenced by a range of educational, individual and socio-economic factors.  

 Continues to monitor developments in the scale and scope of the ESL phenomenon 
at different education levels across the Member States. Setting targets can help to 
maintain its high profile. 

 Continues to co-fund opportunities for the Member States to reform and improve 
education and training systems that can better cater for the needs of at-risk youth. 
As regards funding, the following actions should be considered: 
 Ensure that funding is focussed on producing sustainable results – that is, 

activities that lead to permanent change in the working practices of 
authorities at different levels – rather than large numbers of new projects, 
especially in countries where many pilot activities have been already been 
implemented. 

 European co-financed activities for ESL should be implemented on the basis of 
adequate analysis of the existing situation and the expected or targeted 
results. 

 A multi-disciplinary approach is required to tackle ESL and therefore the EU 
could consider making it a condition of funding measures supporting 
interventions to tackle early school leaving in the Member States that these 
cross the boundaries of different sectors (i.e. education, employment, social 
affairs and youth). 

 Funding could be directed towards more precisely targeted and/or defined 
actions or priority groups under the available funding programmes (i.e. ESF, 
LLP).  

                                                 
13  It is important to note that officials with direct links to many of these activities were not interviewed for this 

study – the views are simply based on the opinions of interviewed actors working on the ESL agenda in the 
nine study countries.   
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 Continues to strengthen horizontal cooperation and the exchange of experience and 
good practice among the Member States (both among policy makers and 
practitioners) on the measures to prevent ESL and to reintegrate young people into 
purposeful educational and training activities. This will mean enhancing working 
groups and peer learning opportunities by making them more target-oriented.  

 Continues to gather evidence and promote the socio-economic benefits of 
preventing early school leaving (for example, by supporting research into the short 
and long-term cost impacts of ESL) and successful approaches to addressing ESL in 
different contexts. As an example, an online Best Practice Observatory could be 
established as a central site gathering successful models of policy and practice which 
could be linked with working groups, networks and peer learning programmes. 

 Encourages Member States to invest in better monitoring of early school leavers. 
Early warning systems can prove particularly effective. 

 
In terms of ESL policies and strategies, we recommend that national/regional(/ 
local) authorities: 

 Ensure that they have a comprehensive, coordinated strategy in place for tackling 
ESL.  

 Review the strategy on a regular basis to make sure that policies and provision 
remain appropriate to the current context and needs.  

 Develop and implement ESL policies in close interaction with broader policies 
affecting the lives of children and young people.  

 Ensure that policy and other decision makers are aware of the costs and 
consequence of ESL; too often ‘exclusion from education’ goes hand in hand with 
exclusions of other kinds (e.g. social exclusion, health problems, involvement in 
criminal activity, inactivity, unemployment). 

 Reduce their focus on ESL approaches that rely on large numbers of projects dealing 
with the issue on a small-scale and with short-term funding. Instead, ensure that 
addressing early school leaving is part of an effort to improve the quality of 
education for all, combined with targeted approaches to support those most at risk. 
Such strategies need to apply to schools of both general and vocational education 
and need to be tailored to local, regional and national conditions.   

 Place the long-term focus on prevention and early intervention, although a 
combination of preventive and reintegration measures is always needed. Prevention 
can prove particularly (cost-)effective and early interventions are important because 
reintegration can become progressively more difficult as the period of 
disengagement extends. 

 Ensure that the findings from research, monitoring and evaluation are taken into 
account and acted upon; effective ESL policies are based on evidence about factors 
leading to ESL, as well as an understanding of the number and profile of early school 
leavers.  

 Ensure that ESL policies are driven by the needs of young people rather than 
institutional or system-based needs; the young person needs to be placed at the 
heart of the common vision on how to tackle ESL. This can be done, for example, by 
ensuring that young people and organisations / practitioners working with at-risk 
youth, are meaningfully consulted about policies affecting them.  
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 There is merit also in ensuring better involvement of parents in the education 
process. Methods and tools should be shared with schools about ways to engage 
parents of at-risk students and raise their awareness about the importance of 
education. 

 
In relation to the allocation of responsibilities, we recommend that 
national/regional/local authorities: 

 Make inter-agency and multi-disciplinary working reality at national, regional and 
local levels; ESL is the result of a combination of factors and cannot be tackled by 
education authorities alone. Therefore, inter-agency working can be more cost-
effective by avoiding overlap and duplication of effort and can also help to ensure 
that no child / young person slips through the net.  

 Consider giving the overall responsibility for coordination of the work to tackle ESL 
to one party. However, this coordinator needs to be committed to working with 
authorities from education, youth, social, health and employment spheres, also 
social partners, parents, NGOs, the youth sector and young people themselves. 

Make available funding and time, when inter-agency, multi-disciplinary working is 
not yet in place, so as to ensure that a collaborative approach is embedded into 
mainstream practice (rather than on project activities). 

 Strengthen links with youth and student organisations, NGOs working with 
vulnerable groups and social partners. Collaboration with social partners can 
increase the labour market responsiveness of learning, while outreach work 
undertaken by NGOs, mentors and community groups can help to identify and reach 
the hardest-to-help groups. The importance of peer support cannot be 
underestimated either. Youth as well as student sector actions targeting young 
people in out-of-school contexts should continue to be supported but they can also 
play an important part in supporting the school completion agenda.  

 Consider, where appropriate, giving schools and local partners greater autonomy to 
find their own solutions to meet the needs of young people who are at risk of or 
have already dropped out. However this must be balanced by effective monitoring 
and accountability.  

 
The main report for this study provides a comprehensive overview of different 
measures adopted by the Member States to approach the problem of ESL and 
discusses their successes and limitations. A number of specific areas requiring 
attention have emerged in relation to the practical implementation of measures to 
tackle ESL. We recommend that national/regional/local authorities pay particular 
attention to the following issues: 

 Reviewing secondary-level curricula to ensure they are sufficiently tailored to the 
individual and offer flexible learning pathways and individual learning plans which 
meet the needs of learners in terms of content (both academic and vocational) and 
learning styles. In tandem, teachers then need to be provided with appropriate 
continuing professional development opportunities to ensure that they have the 
competences to work with new methods of teaching and learning. 

 Consider providing supplementary tuition (individual or small group tuition) as a way 
of minimising the number of students who are required to repeat a year and helping 
to stop individual students from falling behind, before these have a serious impact 
on their educational achievement and increase their risk of dropping out. 
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 The need to promote the importance of an encouraging, positive and supportive 
school environment to reduce the risk of ESL. A sense of belonging and a learning 
relationship between a teacher and a student that is based on mutual trust and 
respect are extremely important for young people.  

 The promotion of better collection of data on ESL and systems to monitor 
absenteeism as they can help to develop focused policy and act as early warning 
systems that enable schools and authorities to intervene early and thereby reduce 
the risk of exclusion. 

 The need to connect education / training with the world of work, e.g. via work 
experience, mentoring and vocational pathways based on work-based learning. This 
can increase young people’s perceptions of the relevance and value of their 
education and improve their employability.  

 The availability and quality of counselling (psychological and emotional support) and 
career guidance in schools and training institutions. 

 Ensuring teachers, head teachers, counsellors and other practitioners working with 
potential or actual school leavers are adequately trained, supported, motivated and 
empowered. This can be done by: 
 investing in teachers training – initial and continuing – to ensure that teachers 

and head teachers have the skills and competences to deal with at-risk youth; 
 ensuring that teachers and other practitioners regard young people as 

resourceful individuals, rather than as trouble-makers or under-achievers; 
and 

 promoting high educational expectations for all – teachers’ expectations 
should not be different for students from disadvantaged backgrounds. 
 

 The importance of making sure that children start school on an equal footing, by 
improving access to high-quality early childhood education and care (ECEC). 

 Support for students in transition points from one level of education to another as a 
way of ensuring that these transition points are seamless (in order to do so, 
collaboration and communication with other schools and authorities is vital). 

 Making sure that the support on offer in VET institutions is sufficient to meet the 
needs of the student cohort. 

 The need for a range of reintegration measures, including those which take a ‘whole 
person’ approach to address the full range of issues faced by individuals with 
complex needs.  
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1. INTRODUCTION  
 

1.1. Study rationale 

Educational attainment is one of the most important determinants of an individual’s life 
chances in terms of a range of outcomes including employment, income, health status and 
housing14. Those who leave education early are more likely to be unemployed, to have low-
paid jobs, to experience involuntary part-time or temporary employment and to be 
dependent on welfare programmes throughout their lives. Furthermore they are more likely 
to be involved in criminal activity and face health problems than those who achieve higher 
level qualifications. On the whole, early school leaving (ESL) has many wide-reaching 
consequences both for the individual and society as a whole. 
 
One out of every seven young Europeans leaves the education system without having 
the skills or the qualifications which are now seen as necessary to make a successful 
transition to the labour market and for active participation in today’s knowledge-based 
economy. Early school leaving generates major social and economic costs and is a 
fundamental contributing factor to social exclusion later in life. The financial implications of 
failing to ensure that young people stay in education / training can be enormous. The cost 
of such exclusion has been calculated, for example, in the Netherlands, where the lifetime 
cost of ESL is estimated at around EUR 1.8 million15. In Finland, the annual cost of one ESL 
reaches EUR 27 50016 and it is widely believed that this is an underestimate of the real 
cost. In a similar manner, in Ireland, the annual cost to the state in benefits, together with 
lost tax revenue per male early school leaver, has been estimated at EUR 29 300, even 
before costs associated with health or crime are considered17. A young person staying in 
school for an extra year can earn an additional lifetime income of more than EUR 70 00018. 
 
High levels of youth unemployment and mismatches in the supply of and demand for an 
educated workforce are some of the key drivers to support school completion. Young 
workers were amongst the first to lose their jobs during the economic crisis. Thus there has 
been a disproportionate increase in the number of young people in the EU aged 15-24 who 
are unemployed, reaching a total of 5.2 million by the second quarter of 2010 (equal to 
20.4 % of the youth labour force), almost a third higher compared to the low at the 
beginning of 200819. Young people with low levels of education have been hit particularly 
hard. At the same time, 9 out of 10 new jobs in Europe require medium- or high-level 
qualifications, making it increasingly important for young people to acquire higher-level 
qualifications20. 
 
Thus, a country with high levels of ESL will struggle to maintain employment and 
social cohesion. If these high levels are found across Europe it will struggle to compete 
with the other major economic blocs. High rates of ESL are also detrimental to the 
objective of making lifelong learning a reality and a constraint to smart and inclusive 

                                                 
14  See, for example: Belfield and Lewin, 2007; Smyth and McCoy, 2010; Prince’s Trust, 2007; Coles et al, 2010 
15  Calculated by Ecorys.  
16  Valtiontalouden tarkastusvirasto (2007), Nuorten syrjäytymisen ehkäisy. Toiminnantarkastuskertomus 

146/2007. Valtiontalouden tarkastusvirasto, Helsinki. 
17  Smyth, E. and McCoy, S. (2009), Investing in Education: Combating Educational Disadvantage, Economic and 

Social Research Institute, Dublin, 2009.  
18  NESSE (2009), Early School Leaving: Lessons from research for policy makers. 
19  European Employment Observatory (2011), European Employment Observatory Review: Youth Employment 

Measures, 2010. European Commission, Brussels. 
20  Cedefop (2008), Future skill needs in Europe medium-term forecast: synthesis report. Luxembourg: 

Publications Office. 
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growth in Europe because it represents a waste of individual opportunities and a waste of 
social and economic potential21.  
 
It is therefore not surprising that ESL is considered to be a major policy priority not only in 
Europe but across the developed world. It is particularly pertinent because unlike many 
other attributes (such as family and personal characteristics), educational attainment can 
be influenced by public policy22.  
 
The need for action to address ESL has been acknowledged at European level since the late 
1990s. The EU recognition of the urgency to address this phenomenon has been channelled 
through a series of strategic policy declarations establishing a European framework of 
action and targets. Financial and organisational supports have also been made available to 
Member States to prevent ESL and to support the reintegration of those who have already 
dropped out. Most notably, the Lisbon Strategy introduced a series of five benchmarks, 
including one that concerned reducing the EU early school leaving average to 10 % by 
201023.  
 
However, this target was not met and consequently the target was adopted again in May 
2009 at the 2 941st Education, Youth and Culture Council meeting. In June 2010 the 
European heads of state and government adopted the Europe 2020 strategy for smart, 
sustainable and inclusive growth. Giving a strong message to Member States, the 10 % 
target on ESL was designated as one of the headline targets underpinning this 
strategy. The Member States have agreed to work towards the 10 % target through 
strategic frameworks for cooperation in education and training (ET2010 and ET2020). 
 
With EU support but also independent of it, for the last two decades the Member States 
have piloted and mainstreamed innovative ways of assisting at-risk youth to stay in 
education or to make the transition to post-compulsory education or training or 
employment. In some contexts these efforts seem to be paying off. At the European level, 
the percentage of early school leavers has continuously decreased over the last 15 years. 
In 2000, the rate stood at 17.6 % and there has been a reduction of 3.2 percentage points 
(p.p.) since; the ESL rate now stands at 14.4 %. In terms of individual Member States, the 
rate varies from the high of nearly 37 % in Malta to just 4.3 % in Slovakia. The progress 
has however been much slower than anticipated and indeed hoped, despite the wide range 
of interventions that have been established. The rate of ESL is even growing in some 
contexts/areas. 
 
1.2. Study context and aim 

European-level work to capture learning from the Member States has intensified in recent 
years. For example, for four years (2006-2010), the Directorate-General for Education and 
Culture (DG EAC) facilitated the activities of the Cluster on Access and Social Inclusion, 
which brought together 17 Member States to explore issues relating to ESL and social 

                                                 
21  European Commission (2011), Reducing early school leaving. Commission Staff Working Paper. Accompanying 

document to the Proposal for a Council Recommendation on policies to reduce early school leaving. 
[SEC(2011)96], 26 January 2011. 

22  See: Belfield, C.R. and Lewin, H.M (2007), The price we pay: Economic and Social Consequences of 
Inadequate Education; and NESSE (2009), Early School Leaving: Lessons from research for policy makers. 

23  In the EU, young people who leave the education system with at most lower secondary qualification and who 
are not taking part in education and training are classified as early school leavers. The Eurostat Classification 
of learning activities manual defines early school leavers as persons aged 18 to 24 meeting the following two 
conditions: the highest level of education or training attained is ISCED 0, 1, 2 or 3c short and respondents 
declared not having received any education or training in the four weeks preceding the labour force survey.  
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exclusion24. The work of the Cluster contributed to the production of the Commission 
Communication on ESL25. The Staff Working Paper accompanying the Communication 
included many policy examples that were investigated by the Cluster. The Network of 
Experts in Social Sciences in Education and Training (NESSE) and Cedefop have also 
published European-level analyses into this topic, with the report of the former focusing on 
a review of existing research and the latter on an analysis of guidance-oriented ESL 
measures in Europe. 
 
Against this backdrop of a growing policy focus on the issue and recognition of the social 
and economic costs of ESL, the European Parliament commissioned this study on ‘reducing 
early school leaving in the EU’. Importantly, the research approach adopted for this study is 
somewhat different from previous research, in that it allowed for a more detailed review 
of a small number of Member States, with consultations of a broad range of 
stakeholders in these countries.   
 
The study was commissioned in November 2010 and was carried out by an independent 
public policy research organisation, GHK Consulting Ltd., over a five month period between 
December 2010 and April 2011. The study was coordinated and written mainly by a multi-
national, multi-disciplinary team from GHK, which included experienced researchers, 
academics and practitioners. They were supported by a team of national experts who were 
in charge of interviews and research in the case study countries. Quality assurance was 
carried out by a small team of high level experts from Ireland, Spain and the UK, all of 
whom came from different, relevant backgrounds. 
 
The ultimate goal of this report is to suggest possible future actions that could 
help Member States to perform better in this area in the future. The report also 
outlines a typology of measures and approaches adopted by the Member States (MS) to 
reduce the share of early school leavers. The different elements and conditions which help 
to make a policy effective are also identified and an assessment of the role and the 
commitment of different stakeholders has been made.   
 
The study covers all 27 EU Member States but includes an in-depth analysis of nine 
countries. These are: Ireland, Greece, Spain, France, Lithuania, Netherlands, 
Poland, Finland and UK (England)26. These nine countries were selected in order to 
demonstrate a diversity of practices and approaches to ESL, as well as to include a variety 
of different countries for example in terms of rate of and trend in ESL (see Annex 1 for 
further information about the selection criteria). 
 
1.3. Study method 

The study itself was carried out in three key stages (see Figure 1). It began with the 
design of study tools into which the views and comments of experts and the 
representatives of the European Parliament were incorporated. A detailed data collection 
template was developed to capture the findings (including findings from both literature and 
interviews) from individual Member States; it included in total 108 questions for country 
researchers to respond to. A detailed guidance note and a semi-structured topic guide were 
also prepared for the country researchers to support their work. 
                                                 
24  Further information about the activities and outputs of the Cluster can be found at: 

http://www.kslll.net/PeerLearningClusters/clusterDetails.cfm?id=15. 
25  The Action Plan, the Commission Communication and Staff Working Paper on early school leaving can be found 

at: http://ec.europa.eu/education/school-education/doc2268_en.htm. 
26  For this reason, a significant share of examples and evidence included in this study come from these nine 

countries. 
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Figure 1: Study method 

 
Source: GHK Consulting Ltd., 2011 

 
The second stage of research included primary and secondary research at both Member 
State and European levels. The secondary research included a review of European and 
international literature on ESL, together with an examination of relevant statistics from 
Eurostat and the OECD.  
 
The primary research commenced with an identification and analysis of policies and 
measures adopted in the nine sample Member States to address the ESL problem. The 
country research involved an in-depth review of national literature and stakeholder 
interviews. In total 83 stakeholders were consulted, most of whom came from public 
authorities or education inspectorates (27 %), followed by representatives of Non-
Government Organisations (NGOs), youth organisations and student unions (24 %) and 
ESL project managers who coordinate and run work with early school leavers themselves or 
with young people at risk of dropping out (20 %). Teachers and parent representatives 
each made up around a tenth of interviewees. Around 6 % of interviewees were 
researchers / academics working on the issue of ESL. In the region of 10-12 stakeholders 
were interviewed from Finland, Ireland and the Netherlands (each), while 7-9 interviews 
were undertaken in each of the remaining countries.  
 
Figure 2: Background of interviewees (%) 

 
Source: GHK Consulting Ltd., 2011 

 
The final phase of the study analysed the findings from the two earlier stages. These 
findings are presented in this report, which offers conclusions and makes recommendations 
for further action in this field in Europe. 
 
Further information on the study tools, profile of interviewees and sources of secondary 
research can be found in Annex 1. 
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1.4. Report  outline 

This report is divided into seven chapters. Chapter 1 has set out the study rationale, 
explained the reasons for commissioning this study, elaborated on the aims and provided a 
short outline of the methodology. Chapter 2 discusses the scale of the problem of ESL in 
the EU. It also sheds some light on the reasons behind increases/decreases in the rate of 
ESL across the Member States. Chapter 3 examines the nature of the problem by 
elaborating on the profile of early school leavers, some of the key reasons leading young 
people to drop out and the economic and social consequences of ESL, including information 
on the cost of ESL. Chapter 4 provides an overview of the approaches adopted by the 
Member States to address the problem of ESL. These include strategic approaches as well 
as information on the types of preventive strategies employed by the Member States to 
reduce the risk of ESL. It also offers an overview of reintegration strategies used to support 
the journey of school leavers back into education.  
 
Chapter 5 is one of the most critical chapters of the report because it offers information on 
the key lessons learned from the implementation of ESL policies and measures and also 
provides an assessment of key areas for improvement for the Member States. It also offers 
an assessment of the role of key stakeholders in the ESL agenda. Chapter 6 explains the 
variety of actions taken at European level to combat ESL, and provides an impression of 
the impact of these actions on individual Member States. The report ends with conclusions 
and recommendations for actors at European and Member State levels (Chapter 7).  
 
The report is supported by several Annexes, which readers can use to obtain further 
information on issues and topics dealt with in this report. These include: 

 Annex 1 – Additional information on the methodology, 

 Annex 2 – Statistical annex on the ESL phenomenon in the EU, 

 Annex 3 – Responses of interviewees to the multiple-choice questions, 

 Annex 4 – Broad ESL policy framework in the case study countries, 

 Annex 5 - A longer list of examples of preventive ESL measures (internal working 
document),  

 Annex 6 – A longer list of examples of reintegration measures (internal working 
document). 
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2. CONTEXT: THE SCALE OF THE PROBLEM  
 

KEY FINDINGS 

 Currently 6.4 million young people in Europe are classified as early school 
leavers. 

 National rates of ESL differ greatly; most eastern and northern Member States have 
lower rates of early school leaving, while southern Member States have high rates. 

 The rate of early school leaving in the EU is decreasing but again there are 
differences across the Member States and in three countries, the rate has gone up. 
The progress towards achieving the 10 % target is slow. 

 Eight countries have reached the 10 % target (Czech Republic, Lithuania, 
Luxembourg, Austria, Poland, Slovenia, Slovakia and Finland). 

 

 
2.1. Current situation 

In the EU, early school leavers are defined as those aged 18-24 with at most lower 
secondary level education who have not progressed to any further education or training27. 
Early school leavers are therefore those who have only achieved pre-primary, primary, 
lower secondary or a short upper secondary education of less than two years (ISCED 0, 1, 
2 or 3c short5), and include those who have only a pre-vocational or vocational education 
which did not lead to an upper secondary certification28. The ESL statistics collected by the 
Labour Force Survey (LFS) across the EU include all young people, independent of whether 
they are unemployed, inactive or employed. 
 
As stated previously, at the moment 14.4 % of 18-24 year-old Europeans leave the 
education and training system without the perceived adequate skills to obtain fulfilling 
employment. This means that there are currently some 6.4 million young people in 
Europe classified as early school leavers29.  
 
The rate of ESL within Member States differs greatly (see Map 1). According to Eurostat 
data, by 2009 eight countries had reached a level of ESL that was below the 10 % 
target (Czech Republic, Lithuania, Luxembourg, Austria, Poland, Slovenia, Slovakia and 
Finland). It is however important to note that five of these countries already had a level 
that was below 10 % in 2002 (Czech Republic, Poland, Slovenia, Slovakia and Finland). A 
further eight countries (Belgium, Denmark, Germany, Ireland, Cyprus, Hungary, the 
Netherlands and Sweden) are within two p.p. of reaching the target. 

                                                 
27  Please however note that there are other definitions at national and international level. For example the OECD 

refers to 20-24 year olds who have an education below upper secondary education. In the US, early school 
leavers are typically those who have not acquired a high school diploma. The Eurostat ESL indicator is the main 
indicator used in some European countries (such as Greece, Lithuania and Poland) but alternative indicators 
are more commonly used in some other countries. For example, in the UK the term 'Early School Leaving' is 
not used, instead, the term NEET - Not in Education, Employment and Training - is used. In the Netherlands a 
much wider age group (12-23 years old) is classed as an early school leaver. The ESL indicator used in France 
since 1969 measures the number of young people who have not attended technological or general secondary 
education or the last year of a vocational training cycle. The focus is on attendance rather than the highest 
level of formal qualifications.  

28  European Commission (2011), Reducing early school leaving. Commission Staff Working Paper. Accompanying 
document to the Proposal for a Council Recommendation on policies to reduce early school leaving. 
[SEC(2011)96], 26 January 2011. 

29  Based on the calculation that, according to 2009 Eurostat population statistics, there were some 44 254 000 
young people aged 18-24. 
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At the same time, countries such as Spain, Malta and Portugal still need to make 
considerable progress in order to reach the EU benchmark. Around a third of young people 
in these countries are classified as early school leavers. In 2009 eight countries (Bulgaria, 
Greece, Spain, Italy, Malta, Portugal, Romania and the United Kingdom) had higher ESL 
rates than the European average (14.4 %).  
 
A particular worry is the fact that 18 % of early school leavers in the EU have completed 
only primary education. This trend is especially strong in Bulgaria (38 %) and Portugal (40 
%)30. 
 
A geographical pattern of rates of early school leaving emerges from Eurostat data from 
2009. Eastern (with the exception of Bulgaria and Romania) and northern Member States 
tend to have lower rates of ESL while southern Member States have high rates. The 
situation is more varied in western European countries, but most are within a couple of p.p. 
of the Europe 2020 benchmark of 10 %. 
 
Map 1: Rate of ESL in the EU, 2009 
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Notes for translation: Below 10%, Above 10%, BE, BG, CZ, DK, DE, EE, IE, EL, ES, FR, IT, CY, LV, LT, LU, HU, MT, 
NL, AT, PL, PT, RO, SI, SK, FI, SE, UK.  

                                                 
30  European Commission (2011), Reducing early school leaving. Commission Staff Working Paper. Accompanying 

document to the Proposal for a Council Recommendation on policies to reduce early school leaving. 
[SEC(2011)96], 26 January 2011. 
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2.2. Trend 

The rate of early school leaving in the EU is decreasing. Between 2000 and 2009 there was 
a decrease in the rate of ESL of over three p.p.; the rate went down from 17.6% to 14.4%. 
 
Figure 3 (below) shows countries according to the trend in the rate of ESL between 2000 
and 2009. The rate of ESL has very strongly declined (by over 20 %) in more than half of 
the EU Member States and strongly declined (by 11-20 %) in a further quarter of countries. 
In three countries the rate has increased: in Spain and Finland by one tenth and in Sweden 
by nearly half.  
 
Figure 3:  Trend in the rate of early school leaving in the EU-27 (percentage 

change between 2000 and 2009) 

 
Source: GHK Consulting Ltd., on the basis of Eurostat, Labour Force Survey data, 2011 

 
If we look at the trends on the basis of changes in p.p. (see Table 1, below), in 
Luxembourg and Lithuania the ESL rate halved between 2000 and 2009. The percentage 
point decreases for this period of -9.1 and -7.8 respectively reflect that a considerable fall 
in ESL occurred. Luxembourg went from having the ninth highest ESL rate in 2000 
(statistics are available for 20 EU countries) to the fifth lowest in 2009 with a considerable 
decrease between 2008 and 2009 of 5.7 p.p. Malta achieved close to a one third decrease 
in ESL and had the highest p.p. change (-17.4 p.p.) between 2000 and 2009, but 
nevertheless still has the highest rate of ESL in the EU (36. 8 % in 2009).  
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Table 1:  Trend in the rate of early school leaving in the EU-27 between 2000 and 
2009 (p.p.) 

STRONG DECREASE 
(over 6 p.p.) 

SOME DECREASE  
(3.1-6.0 p.p.) 

STABLE  
(0-3.0 p.p.)  

INCREASE 

Malta (-17.4) 
Portugal (-12.4) 
Luxembourg (-9.1) 
Lithuania (-7.8) 
Cyprus (-6.8%) 
Romania* (-6.3) 
 

Italy (-5.9) 
Bulgaria* (-5.8) 
Netherlands (-4.5) 
Greece (-3.7) 
Germany (-3.5) 
Ireland** (-3.3) 
 

Latvia** (-3.0) 
Belgium (-2.7) 
Hungary (-2.7) 
United Kingdom (-2.5) 
Poland* (-2.1) 
Slovakia** (-1.8) 
Austria (-1.5) 
Estonia (-1.2) 
Slovenia (-1.1) 
Denmark (-1.1) 
France (-1.0) 
Czech Republic** (-0.3) 

Finland (0.9) 
Spain (2.1) 
Sweden 
(3.4) 

* Data from 2001 
** Data from 2002 

Source: Eurostat, Labour Force Survey (accessed 03.03.2011)  
 
2.3. Reasons for the trends 

The decline in the rate of ESL can be attributed in many cases to policies and programmes 
introduced to address the issue, to changes in the economic climate and availability of 
employment opportunities for low-qualified workers, and to the high ‘value’ attributed to 
formal education and training by employers and society as a whole.  
   
As an example, although some disagree, overall many stakeholders in countries such as 
Ireland, the Netherlands and Poland believe that the decline in ESL is to an important 
degree due to the policies and programmes adopted to address the problem. For instance, 
there appears to be a consensus among Dutch and Irish stakeholders that in broad terms 
the adopted packages of measures are working and helping to bring down the ESL rate. 
In Poland, the improved quality of Polish second chance schools has helped to bring the 
number of drop-outs down, in particular the new flexible delivery opportunities (weekend 
and evening study opportunities) and availability of psychological support for students. This 
has had a particularly positive impact on the number of teenage mothers who have been 
able to continue their studies instead of having to drop out due to the inflexibility of the 
education system and lack of support. 
 
That said, many stakeholders in countries such as France, Lithuania and Spain are more 
critical of the extent to which the reduction can be attributed to specific measures. This is 
because policies have a long-term outlook (for example the impact of improvements in 
primary education can be seen in ESL rates only years after their implementation) and/or 
because there are a great number and variety of measures tackling ESL, making it difficult 
to single out the impact of each policy or measure on the indicators. The latter is the case 
for example in Lithuania, where there is consensus about the fact that a range of 
improvements have helped to reduce ESL, notably: the greater attention paid to the 
prevention of ESL, the availability of EU structural funds to co-finance activities in this field, 
the creation of new, individualised education opportunities and the newly established 
flexibility within the upper secondary education system that allows students to combine VET 
(vocational education and training) and general studies.  
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In countries such as Ireland, the Netherlands and Spain, increases in the age of compulsory 
education had an impact on the ESL numbers but only together with a package of other 
measures.  
 
In Greece, interviewees believe that economic growth and increasing family income in 
the period 2000-2009 are the main explanatory factors for the decline in ESL rates. This is 
because young people from low income families felt less pressurised to leave school and 
take a job to contribute to the family income.  
 
Conversely, in Ireland and Spain, economic growth worked in the opposite direction and 
contributed to increases in ESL. This was because the ‘pull’ of the labour market during the 
boom years attracted young people in Ireland into jobs in construction and out of 
education. This was also the case in Spain, where high demand for low qualified workers in 
the past was an important pull factor for young people who had become disengaged from 
school. However the financial crisis has hit sectors such as tourism and construction hard, 
limiting opportunities but also making some of those people who left school early 
unemployed. 
 
Unfortunately, it is feared that the economic crisis that has been unfolding in Greece 
since 2009 will now lead to an increase in ESL in the country. This was a view shared by all 
interviewees in Greece. On the contrary, stakeholders in countries like Finland and the 
Netherlands believe that high youth unemployment following the economic crisis of 
2008/2010 had a positive effect on ESL as the lack of employment opportunities has 
encouraged young people to continue their studies. In more generic terms, the lack of job 
prospects for the low-qualified and high regard for formal education were also mentioned 
as important reasons for the decline in countries such as Lithuania and Poland. 
 
As shown above, Eurostat LFS data suggest that three countries witnessed an increase in 
the ESL rate between 2000 and 2009 (Finland, Spain and Sweden). In Spain, official 
sources consider that the persistently high levels of ESL are due to the fact that in addition 
to those who do not want to continue education, there are also those who are not allowed 
to continue because they fail to obtain the diploma for compulsory secondary education. 
The number of young people who go back to complete their studies in second chance 
schools is also high, thereby somewhat improving the ESL rates in the longer term31. 
Nevertheless, the ESL rate remains persistently high at over 30 %. 
 
In Sweden, the ESL rate grew rapidly in the early years of the last decade but the trend has 
now reversed; ESL decreased between 2006 and 2009 from 13.0 % to 10.7 %. Some of 
the reasons for the increase were high rates of ESL from initial vocational education and 
training (IVET)32, higher incidence of school failure among migrant students and increases 
in school/class segregation on the basis of ability and needs33.  
 

                                                 
31  The National Action Plan on the reduction of early school leaving states that even if 30 % drop out without 

achieving this diploma at 16, 17 or even 18, the Active Population Survey shows that at 22 years of age, 
between 15 and 25 % of those young people return to school to complete compulsory secondary education. 
Source: Ministerio de Educación, política social y deporte (2008), Plan para la reducción del abandon escolar.  

32  Shapiro, H. (2005), Achieving the Lisbon Goal: the Contribution of Vocational Education and Training Systems: 
Sweden. 

33  Pupils are increasingly often separated into different classroom groups based on special support needs or 
attainment levels, resulting in increasingly homogeneous groups. Research results indicate that such solutions 
generally do not have a positive impact on learning outcomes. Stigmatising effects often arise, leaving a 
negative impact on pupils’ self-image and motivation. Source: Skolverket (2010), What influences Educational 
Attainment in Swedish Schools? 
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In Finland, on the one hand it is recognised that the number of young people experiencing 
social exclusion in the form of serious social and personal problems (i.e. substance abuse, 
broken family background) has increased over the past 10-15 years. It is also 
acknowledged that higher incidences of ESL have been caused by a relatively high share of 
upper secondary VET students leaving before completing their studies, by unsuccessful 
transitions from lower to upper secondary level studies and high drop-out levels among 
migrant students. ESL is particularly common in the capital region of Helsinki, mainly 
caused by a shortage of IVET study places and the greater proportion of disadvantaged 
families within the region. On the other hand, national education statistics (koulutustilastot) 
based on actual numbers of students show a trend of decline in ESL34 and stakeholders are 
of the opinion that the new measures introduced to combat ESL in the last 3-4 years are 
now starting to pay off, which is expected to be demonstrated by declining ESL rates in 
coming years.  

 

 

                                                 
34  Education statistics (koulutustilastot) from the national statistics office show that: only 0.2 % of students 

dropped out during compulsory education (152 students) in 2008/2009 and this number has declined over the 
past decade (it used to be closer to 200). In the same year, some 3.9 % of students dropped out of schools of 
general upper secondary education but half of them continued immediately their studies in vocational upper 
secondary schools. A higher share of 8.5 % of students of vocational upper secondary schools dropped out of 
education during their studies; this declined from a high of 9.8 % in 2007/2008 and includes the share (0.9 %) 
who immediately continued their studies elsewhere. Only the statistics on the number of young students not 
continuing education immediately after compulsory education show an increase (from 4 666 not continuing 
their studies at upper secondary level in 2005 to 5 510 in 2009). Importantly however this group includes 
young people taking part in the Career Start (Ammattistartti) programme, one of the new mainstream 
measures to address ESL in VET, meaning that in reality, the overall number of young people not immediately 
continuing education after compulsory education has also declined.  
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3. CONTEXT: THE NATURE OF THE PROBLEM 
 

KEY FINDINGS 

 Young people leave school early for a variety of different reasons and these 
reasons are highly specific to the individual. Disengagement is however typically a 
cumulative process rather than a sudden decision. 

 There is a link between gender and early school leaving and young people from 
migrant communities and ethnic minorities also experience higher levels of ESL. 

 There is a geographical dimension to ESL, with higher rates in larger urban 
centres. 

 It is possible to group early school leavers into six broad categories: troubled, 
discouraged, circumstantial, confused, positive and opportune leavers.  

 Inadequate education can generate large public and social costs in the form 
of lower income and economic growth, reduced tax revenues and higher costs of 
public services such as healthcare, criminal justice and social benefit payments.  

 Predictions of future skills needs in Europe suggest that in the future, only 1 in 10 
jobs will be within reach of an early school leaver. Young people who leave 
school early are also more likely to have lower incomes or to be unemployed. 

 Estimated costs of ESL in Europe per country, projected over a lifetime, vary 
from EUR 1.1 million to EUR 1.8 million. 

 Although there is evidence of the associations between education and health 
variables, it is difficult to demonstrate causality, as education may lead to poorer 
health outcomes but poor health outcomes may also lead to underachievement in 
education. Early school leavers however are more likely to engage in risk-taking 
behaviours with regard to health including: smoking, drinking, substance abuse, not 
complying with medical treatment, not practicing safe sex and taking less exercise. 

 Early school leavers run a higher risk of becoming involved in crime and antisocial 
behaviour than those engaged in learning. 

 
The aim of this section is to shed light on the nature of the problem of ESL. The profile of 
early school leavers will be described, followed by a discussion of some of the key reasons 
for ESL and an examination of the economic and social consequences of ESL. It is not 
possible to provide an in-depth analysis of these elements within a report of this length. 
Instead, an overall synthesis of the findings of the research is provided. 
 
3.1. Profile: Who are early school leavers? 

Young people leave school early for a variety of different reasons and these reasons are 
highly specific to the individual. Many young people do not persist with an education or 
training system where they do not feel comfortable, or feel they do not belong35. For many, 
disengagement is a cumulative process with dissatisfaction deriving from a variety of 
reasons such as bullying, poor relationships with teachers, falling in with the wrong crowd, 
suspension or expulsion. Others drop out because they are facing personal or family 

                                                 
35  Byrne, D. and Smyth, E., (2010), No Way Back, The Dynamics of Early School Leaving, Dublin: Economic and 

Social Research Institute; Cedefop: Irving, P., Nevala, A-M. (2010), Guiding at-risk youth through learning to 
work: Lessons from across Europe. Luxembourg: Publications Office of the European Union, 2010. 
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problems. Such problems can include, for example, financial difficulties, substance abuse, 
significant changes in personal and family circumstances (e.g. bereavement, homelessness 
or unexpected pregnancies) and mental health difficulties. Some young people are 
dissatisfied with the curriculum offer and would prefer kinetic learning opportunities to 
theoretical ones. Some feel lost as education systems become increasingly complex, with 
increases in the number of study pathways on offer, tailor-made solutions and second-
chance opportunities36.  
 
There are also ‘generational early school leavers’ – young people who come from families 
where the accepted norm is for adults to be unemployed37. A feeling of belonging to a 
group or a community is also important for young people. Thus, some leave following peer 
rejection or disruption of their social network38. Some feel that they do not belong to the 
school as they have not encountered teachers who took them seriously, were prepared to 
listen to them and helped them to identify and meet goals and challenges39. Frequently, 
early school leavers face several of these difficulties at once. 
 
Having said this, young people who drop out of school come from diverse backgrounds40; 
not all of them leave or ‘underachieve’ for the same reason and the reasons are not even 
always negative41. Some leave school early for positive reasons; to take up a job or career 
opportunity. Such young people are not ‘at risk’ as such, unless their plans fall through42. 
Instead, they are determined to pursue their chosen careers, have goals and seek to 
achieve them43. However, evidence implies that in the long term, earnings and employment 
opportunities are more likely to be constrained for most school leavers44.  
 
There are also school leavers who may find they lack direction and motivation and who 
move in and out of the ESL group, sometimes engaging in low paid and temporary work 
and short courses45. Finally, there are those young people who leave to look after a family, 
although having intentions to return to education once their situation changes.  
 
This short description of some of the reasons that can make a young person leave the 
education system early shows a group that is far from homogenous. There are many ‘push’ 
and ‘pull’ factors that contribute to disengagement, which is typically a process rather than 
a one-off event. However, as a social phenomenon, ESL follows certain patterns46 and there 
are some young people who are considered to be more at risk of dropping out than 

                                                 
36  Cedefop: Irving, P., Nevala, A-M. (2010), Guiding at-risk youth through learning to work: Lessons from across 

Europe. Luxembourg: Publications Office of the European Union, 2010. 
37  Gracey, Sarah and Kelly, Scott (2010), Changing the NEET mindset: Achieving more effective transitions 

between education and work. London: Learning and Skills Network. 
38  McIntyre, J., et al. (1999), Early school leavers at risk. Sydney: NCVER. 
39  Stokes, Dermott (2000), It’s magic. A broader approach to guidance with the active involvement of young 

people. Adapt & Employment Community Initiatives. A joint working document of the European Commission 
and the Member States. 

40  Cedefop: Irving, P., Nevala, A-M. (2010), Guiding at-risk youth through learning to work: Lessons from across 
Europe. Luxembourg: Publications Office of the European Union, 2010. 

41  Dhillon, Jagroop (2007), ReStart. Innovative approaches to early school leaving in England and Wales. Olmec.  
42  Apte, J., et al. (2001), Successful outcomes for youth at risk. A Resource Kit prepared by the New South Wales 

Department of Education and Training and Australian National Training Authority. 
43  McIntyre, J., et al. (1999), Early school leavers at risk. Sydney: NCVER. 
44  Walther, Ute et al. (2002), Youth transitions, youth policy and participation. Research Project YOYO. Working 

Paper 1. 
45  Gracey, Sarah and Kelly, Scott (2010), Changing the NEET mindset: Achieving more effective transitions 

between education and work. London: Learning and Skills Network. 
46  European Commission (2011), Reducing early school leaving. Commission Staff Working Paper. Accompanying 

document to the Proposal for a Council Recommendation on policies to reduce early school leaving. 
[SEC(2011)96], 26 January 2011. 
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others47. These differ from one country or region to another and it is impossible to establish 
a single 'profile' of early school leavers or a comprehensive list of causes leading to ESL48. 
Hence, a description is offered below of some groups within the ESL group that are more 
affected by this phenomenon than others (others are discussed in the next sub-chapter 
dealing with reasons for ESL). 
 
Firstly, it is widely accepted that there is a link between gender and early school 
leaving; there is a proportionally higher incidence of ESL amongst males. As can be seen 
from Figure 4 below, there has consistently been a larger share of male students leaving 
school early in the EU-27 over the period 2000-2009 and there are no signs of a change in 
this trend. The share of female early school leavers has reduced by two percentage points 
over the past decade (from 46 % in 2000 to 44 % in 2009) while there has been a slight 
increase in the rate of ESL among boys. Females have higher rates of ESL than males in 
only two EU countries (Bulgaria and Romania). 
 
Figure 4: Share of male and female early school leavers EU-27, 2000-2009 

 
Source: Eurostat, Labour Force Survey 

 
In order to explain the reasons for higher rates of ESL among male students, it is worth 
considering the differences between the educational experiences of male and female 
students. First, evidence suggests that boys are more likely to get into trouble and 
experience punishment and exclusion before leaving school. Males are less likely to rate 
their school experiences positively than females, according to research in Ireland49. Boys 
also make up a greater share of students with special educational needs; as is the case, for 
example, in the Netherlands. For girls, factors that contribute to leaving early are seen to 
be more internalised, such as experiencing depression or eating disorders. Pregnancy and 
caring responsibilities are some of the other reasons girls leave education early.  
 

                                                 
47  Cedefop: Irving, P., Nevala, A-M. (2010) Guiding at-risk youth through learning to work: Lessons from across 

Europe. Luxembourg: Publications Office of the European Union, 2010. 
48  European Commission (2011) Reducing early school leaving. Commission Staff Working Paper. Accompanying 

document to the Proposal for a Council Recommendation on policies to reduce early school leaving. 
[SEC(2011)96], 26 January 2011. 

49  Darmody, M, McCoy, S, Smyth, E (2007), Adolescents’ Educational Attainment and School Experiences in 
Contemporary Ireland. 
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On average female students acquire language skills at an earlier age than boys and studies 
have consistently found that female students have an advantage in reading and literacy 
skills. These differences have consequences for a student’s level of readiness for school and 
the opportunities for pupils to expand and develop their learning during their educational 
careers. In fact, female students usually have higher levels of academic attainment than 
boys but this trend is particularly visible in early school leavers.   
 
Changes during puberty produce different experiences for females and males and 
specifically, different hormonal changes. In adolescence, levels of testosterone are linked to 
impatience, irritability and aggressive behaviour. Research suggests that male students 
with lower levels of cognitive ability and higher levels of testosterone could be at a specific 
disadvantage. However it should be noted that testosterone levels are not directly related 
to cognitive ability. Conversely, there are positive links between oestrogen levels and 
“attention span, learning of rules, and shifting attention from one stimulus to another”50. 
This indicates that girls have an advantage in terms of abilities to concentrate at school and 
completing tasks.  
 
In Greece, some of the key reasons for more male students dropping out of education 
include a lower level of motivation to continue their studies and a need or a wish to get 
involved in a family business or another family-related matter51. In Spain, the probability of 
repeating an academic year is greater for boys than for girls and boys are less likely to 
aspire to continue to post compulsory education than girls. In 2003, a total of 40 % of boys 
were in situations of potential failure in comparison to 29 % of girls.52 The difference in the 
rates of repetition of cycles between the sexes is also relatively high. It seems that when 
boys fail, it happens sooner and with worse results.  
 
Young people from migrant communities appear to experience high levels of ESL too. 
This is due to a number of factors related to socio-economic background and the 
educational system. General factors that cause ESL also inevitably effect the migrant 
population (such as poverty, labour market situation and location of the family home).  
 
However, migrant students are more likely to experience language difficulties, instability in 
housing, prejudice, discrimination and segregation.53 For example, in Ireland students with 
immigrant parents were more likely to say they felt isolated within school according to a 
study published in 200754. Inability to speak the host country language fluently can also 
have very harmful effects on schooling. A survey carried out in Finland among 52 IVET 
providers found that 13.4 % of IVET students of a migrant origin left their studies during 
the academic year 2009/201055. The rate is 5.1 p.p. higher than the annual, national ESL 
rate for IVET. More than two-thirds (69 %) dropped out due to difficulties with the host 
country language or lack of motivation, while only 31 % dropped out in order to continue 
their studies elsewhere.  
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Migrant students may also struggle in school as they are bringing with them the 
educational processes of their countries of origin; a significant process of adjustment can 
be required to learn the system in the new host country. The migratory process also has a 
high cost for young students due to cultural relocation and consequent disorientation56. 
 
Eurostat data (see Annex 2, Figure 23) indicate that the ESL rate is twice as high for first 
generation migrant students than for native students (26.4 % vs. 13.1 % in 2009)57. In 
Greece, Spain and Italy more than 40 % of migrants are early school leavers. In the 
Netherlands, young people who leave school early are often ethnic minority males. Young 
Turkish and Antillean males (almost 25 % and 18 % respectively) often leave school before 
obtaining a secondary education qualification. However, Ireland, Portugal and the UK have 
lower rates of ESL among migrants compared to nationals.  
 
It can therefore be suggested that education systems in many European countries are not 
sufficiently geared towards the needs of migrant populations. Fair and inclusive education 
for migrants is essential. The language of instruction is also a central issue and possibilities 
for young people, specifically children, to use their mother tongue are typically scarce.58 
 
For new migrant populations the employment situation of parents is particularly significant. 
For example in situations where both parents are working there will be less parental 
supervision and children hold increased responsibility for care of younger family members 
and household responsibilities. In Spain, research shows that more than one third of 
immigrant students of 15 years of age have repeated an academic year. However, the level 
of aspiration to complete post-secondary studies is similar for those born outside of Spain 
and those born in Spain, while the percentage of students with scores one standard 
deviation below the average is much higher among non-native students. Generally, the 
children of immigrants show a similar rate of risk of dropping out of school as working class 
Spanish students. In contrast, those born outside of Spain combine high rates of repetition 
and particularly low scores on the objective tests59. This implies that although the 
aspirations of non-native students in the educational system are as high as native students, 
their competencies are lower – or that they are not sufficiently supported in order to be 
able to catch up on learning they may have lost during transition to the country, or due to 
lack of study opportunities in their country of origin.  
 
It is worth noting that migrant populations are made up of many different groups, 
including: (a) first, second and third generation migrants; (b) legal and illegal migrants; (c) 
high-skilled and low-skilled; (d) citizens from former colonies, refugees; and (e) asylum 
seekers. Subsequently policy to target this group of early school leavers is complex and has 
to be flexible to meet the needs of a diverse population.  
 
The incidence of ESL is also higher among many ethnic minority groups. For example, 
evidence shows that in various countries students from Roma or Traveller communities are 
more likely to drop out of school early (i.e. Ireland, Greece, Spain and Lithuania). In 
Ireland, just under a quarter of Travellers drop out compared with 10 % of the settled 
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population.60 They say they feel isolated within school61, although their reasons for 
dropping out are also partially to do with the traditions of the Traveller community (e.g. the 
expectation that the young person will leave to take up employment and bring home an 
income). In many Roma families in Spain, dropping out of the education system at 14 or 15 
years of age or even earlier is considered to be normal.62  
 
In the UK, young people from an ethnic minority are over-represented in the ESL group. 
However the situation in reality is more complex than this. Some ethnic minority groups 
are under-represented (Indian and Chinese) among early school leavers while others are 
over-represented (African, Caribbean and Pakistani). There are also gender differences 
within these different ethnic groups.63   
 
Many early school leavers belong to vulnerable groups, such as youth from a public care 
background, teenage mothers and young people with physical and mental disabilities or 
other special educational needs (SEN)64.  
 
There is also a geographical dimension to the profile of early school leavers. From 
the countries studied, it appears that Member States experience differences in the rate of 
ESL according to the level of regional economic development, whether areas are urban or 
rural, and whether there are disadvantaged neighbourhoods within urban areas. 
 
In some Member States, disparities in the rate of ESL coincide with the indicators of 
regional income and general economic development of regions. In Spain for example, the 
social, cultural and economic realities of each region are said to account for the differences 
in ESL rates since many northern regions, Navarre and the Basque country in particular, 
are characterised by fairly low levels of ESL while some other regions, such as the Balearic 
Islands, display very high levels of drop-out. Many northern regions show a high level of 
investment in education (from total public expenditure and in comparison to other Spanish 
regions), which correlates with fairly low ESL rates. The heavy industrial profile of those 
regions, which has encouraged participation in VET (in comparison to conditions in many 
other regions), also contributes to a lower level of ESL. Many southern regions feature very 
different cultural, social and economic conditions, which contribute to high drop-out levels. 
 
ESL tends to be more common in larger urban centres and less widespread in smaller 
towns and rural areas. This may be because urban areas may offer more distractions or 
more job opportunities to low skilled young people, as in the Netherlands, where the four 
largest cities (Amsterdam, Rotterdam, the Hague and Utrecht) have the highest 
percentages of ESL. Around 10 % of all students live in these cities but more than 17 % of 
all school drop-outs live there.65  
 
On the other hand, there are some Member States in which higher ESL is found in rural 
areas. In these cases, either cultural or family reasons (e.g. the need to work in agriculture 
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and other low skilled jobs in order to support the family income), contribute to high rates of 
ESL. This is the case in Bulgaria, where over 20 % of the children who start elementary and 
junior high school in villages do not complete their primary education. The figure is 
significantly lower in towns66.  
 
The socio-economic composition of the neighbourhood also has a link to ESL. For example, 
Statistics Netherlands has identified areas in which various social and economic factors 
correspond to the percentage of new school drop-outs. Neighbourhoods with a high 
concentration of households receiving benefits and other low income households and a high 
share of non-Western minorities are known as ‘cumulative poverty problem areas’. In these 
neighbourhoods, the higher the percentage of such households is, the higher the ESL rate 
is. While only a total of 16 % of all students live in such areas, they make up more than 26 
% of all new school early school leavers67.   
 
In Southern European countries like Greece and Spain ESL occurs more frequently among 
those young people who live in tourist centres. In Greece young people in island tourist 
areas often stop attending school after completing primary education to work in the family 
business in the tourism sector. There is a similar pattern in Spain68. 
 
The majority of early school leavers tend to leave school at a later stage in their school 
career. For example, in the Netherlands, 18 year-olds make up the largest group of early 
school leavers. In Spain, the greatest proportion of those who drop out of the education 
system before finishing compulsory secondary education (Educación Secundaria 
Obligatoria, ESO) do so in the second cycle (14-16 years of age) and only 8.7 % of those 
who drop out do so during the first cycle (12-14 years of age).  
 
3.2. Reasons: Why do young people drop out of education and 

training? 

The previous section has already explained that young people leave school early for a 
variety of different reasons and typically there is more than one factor that has led a young 
person to make such a decision. In short, however, our research indicates that there are 
six broad types of school leavers69: 

 ‘Troubled’ - those who may have been regarded as ‘trouble-makers’ in the school 
due to anti-social behaviour, or having been victimised over problematic incidences.  

 ‘Discouraged’ - those to whom school is associated with a negative experience; 
their motivational and/or performance level is low. 

 ‘Circumstantial’ - those who leave due to changes or difficulties in personal or 
social circumstances; their primary reason(s) are non-educational and they may 
need significant support before their reintegration can become a success.  
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 ‘Confused’ - those who may lack direction and motivation, and who are confused or 
unsure about the direction of their future studies and careers. They may have also 
become drop-outs by accident, after not getting a place in a school and not being 
able to identify other alternatives. The needs of many school leavers can be 
addressed through career advice, guidance and support.  

 ‘Positive’ - those who leave to pursue a specific opportunity, a career path, or a job 
they feel convinced about. 

 ‘Opportune’ - those who have not decided the direction of their career but choose 
to take up a job or an opportunity rather than to remain in education. 

 
If we look at the factors contributing from the point of view of public policy, we can identify 
seven broad areas that have an influence on the decisions of young people on whether 
they move on to obtain high level qualifications or leave the system early (see Figure 5 
below).  
 
Figure 5: Some of the key factors contributing to ESL 

 
Source: GHK Consulting Ltd., 2011 

 
Note: This is not a comprehensive outline of factors contributing to ESL as it is also affected by broader socio-
economic policies. The aim is however to provide an overview of the most important factors.  
 

3.3. Education policy 

National (or regional) educational policies can contribute to the problem of ESL when they, 
for example, promote school segregation or when the education policy favours repeat 
classes rather than providing support that would enable underachievers to attain higher 
grades. For example, in Spain students who repeat classes show higher rates of ESL than 
students who are given additional tuition and support in order to avoid repetition: research 
based on the experiences of 856 early school leavers revealed that 88 % left school due to 
their experiences of repeating a year70.  
 
Lack of collaboration of schools with other stakeholders/authorities working with young 
people can also have a detrimental impact on ESL, reducing the capacity of schools and 
other authorities to identify and support at-risk youth. In several countries (including 
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Ireland, Spain, France and the UK), a disproportionate emphasis on testing / 
examinations has been considered problematic. In France, the education system creates 
pressure on pupils with too much emphasis on exams and constant evaluation through 
grades, with a risk of stigmatisation for underachievers.  
 
School segregation is still a problem in countries such as the Czech Republic, Greece, 
Hungary and Slovakia where even though the policy aims to combat segregation, schools 
can still become segregated with high proportions of immigrant or Roma children and 
higher rates of ESL.  
 
3.4. Structure of the education system 

Aspects relating to the structure of the education system can also either reduce or increase 
the rate of ESL. For example, ESL rates are higher in many VET establishments than 
in schools of general secondary education. This may partly be due to the fact that in the 
past, VET has not always been highly regarded by students, parents and other 
stakeholders. Furthermore, the VET sector tends to have higher proportions of students 
from a disadvantaged background and students with lower previous academic attainment71. 
A key problem in Greece, France and Finland is the high rate of ESL during the first few 
months of the first grade of upper secondary vocational education. In Finland and Greece, 
stakeholders believe that this happens because students start on a vocational route but are 
quickly disillusioned, either because the curriculum does not meet their expectations, being 
too theoretical and not practical enough (FI), or because students realise that their 
qualification will not increase their employment opportunities since it will not meet labour 
market needs (EL).  
 
The same occurs in France, where the orientation/guidance system is not fully efficient and 
as a result there are mismatches between pupils’ expectations and educational 
opportunities (‘forced’ orientation, especially into vocational tracks), leading to higher ESL 
within vocational schools. Likewise, in the Netherlands, a survey of 1 700 individuals who 
had left education without a qualification in 2005-2006 found that most of these early 
school leavers were abandoning (upper secondary level) vocational schools72. The reasons 
they gave were primarily related to the wrong choice of educational pathway. 
Subsequently, the focus for reducing the rate of ESL in the Netherlands was placed on 
upper secondary VET. 
 
The significant difference between primary and post-primary education, both in 
terms of the curriculum (which is said to be learner-centred at primary level, as opposed to 
subject-centred at post-primary level) and the school environment (e.g. moving from 
having one teacher to several) are also key factors in the ESL process. Children move from 
a single class teacher, with whom each pupil can have a close relationship, to a number of 
teachers of different subjects at secondary school. This can result in a lack of close follow-
up of each student, since teachers only feel responsible for their own subject. Support and 
guidance in educational transition points is a key issue of concern. In Greece for instance 
this leads to high ESL rates in the first year of lower secondary and in the first year of 
upper secondary school. In Finland, the transition stage between lower and upper 
secondary VET is a particular challenge for the ESL agenda.  
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A constrained and restrictive curriculum that ‘turns pupils off’ is a factor contributing to 
ESL in a number of countries. In Ireland one of the criticisms of the lower-secondary 
curriculum is that it is content- and test-driven, rather than skills-driven. This does not 
leave enough space for students to ‘learn how to learn’73. Likewise, in France, according to 
some stakeholders, the system tends to be geared towards ‘mainstream’ pupils; it also still 
focuses too much on the transmission of knowledge rather than on developing the key 
ability of learning how to learn. 
 
3.5. Individual schools and teachers 

Individual schools can have a strong influence on the likelihood of their pupils dropping out, 
due to factors which are both within (e.g. school climate, streaming, bullying) and outside 
(e.g. share of pupils from disadvantaged backgrounds) of their control.  
 
In several EU countries great differences can be noted in the rate of ESL occurring in 
individual schools. In both France and Greece, high rates of ESL are noted in specific types 
of schools, such as those located in disadvantaged areas, vocational schools, larger schools 
or schools with an over-representation of students from disadvantaged and/or migrant 
backgrounds. In Ireland, studies support the view that the social mix of the school has an 
impact on student retention.  
 
The school climate is also a key factor in the decision to leave school74. This atmosphere 
is usually defined by relationships with teachers and other students. Relationships with 
teachers are particularly important and teacher attitudes are identified as a factor 
contributing to ESL. In Ireland, studies have found that drop-out tends to be preceded by 
more negative relations with teachers. It is common for young people who have left school 
early to express the view that their teachers did not listen to them or were not interested in 
them75. In Spain, students who had dropped out of school were found to have had a bad 
experience with a teacher, for example a teacher who did not explain the material well, or 
did not explain how to resolve the mistakes the student had made, or a teacher who 
‘ignored’ the less able students, by placing them at the back of the class. When students 
had a closer relationship with their teacher, their results improved. This is because they 
recognised the effort that the teacher had made, occasionally even after they dropped out, 
encouraging them to return to their studies76. 
 
In the UK, teachers are criticised for their lack understanding of young people, 
particularly those from diverse ethnic and cultural backgrounds or deprived backgrounds. 
There is significant evidence77 of prejudice. In the Netherlands, research has found that 
young males are more likely to be affected by their relationship with teachers and school 
management. The study revealed that males were four times more likely to cite problems 
with teachers and the school management as the reason for leaving school early than 
females. Amongst non-native early school leavers there is a similar trend, with seven times 
as many non-native males than non-native females citing this as the reason for leaving 
school. Only 1 % of both female native and non-native early school leavers left school 
because of issues related to teachers and school management. This suggests that male 
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students experience problems with their teachers and school management more frequently 
than females78. 
 
The teaching methods used can also play a role in the decision to leave school early. In a 
number of countries stakeholders suggested that teaching methods needed to be 
modernised (e.g. to embrace the use of educational technology) and should be more 
adaptable to the needs of students at risk of ESL. Criticisms of old-fashioned teaching and a 
lack of understanding of young people were identified as reasons for the lack of 
engagement of students. Teacher training is therefore an important part of the package of 
measures a country can use to tackle ESL.   
 
The school’s provision of information, advice and guidance is also important for 
(potential) early school leavers. A lack of psychological support, tutoring and career 
guidance for students who have social and emotional issues has been found across all of 
Europe to be a contributor to the ESL process. There is a need for guidance within schools 
to go beyond educational and career choices, or for local services (e.g. for psychological 
assessment, social worker support) to be accessible for schools and sufficiently resourced.  
 
3.6. Labour market push and pull factors 

In countries where there are good employment opportunities for low-qualified workers 
(such as in Ireland, Greece, Spain and even in the Netherlands), the labour market ‘pull’ 
factor is a significant reason for leaving school early. In Ireland, data from the School 
Leavers’ Survey even suggested that “the lure of the labour market has increased among 
males as a reason for leaving school to the point where it has surpassed school factors”79. 
In the Netherlands, ‘positive/opportune’ school leavers, i.e. those who leave for reasons 
related to the labour market, make up three quarters of all early school leavers according 
to the Ministry of Education. This ‘pull’ of the labour market seems to be stronger for 
students of vocational (both pre-vocational secondary education (Voorbereidend 
middelbaar beroepsonderwijs, VMBO) and Secondary vocational education (Middelbaar 
beroepsonderwijs, MBO) courses, who are tempted to become financially independent 
without waiting to obtain a qualification.   
 
Furthermore, Dutch research has found that the ‘pull’ of the labour market is cited as a 
reason for leaving school early more commonly by males than females80. The research 
concluded that 27 % of Dutch male early school leavers left school due to the pull factor of 
the labour market while only 10 % of Dutch female early school leavers left school for this 
reason. The same research found that the pull factor of the labour market was not a 
frequently cited reason amongst non-native early school leavers. A total of 11 % of non-
native male early school leavers stated this to be the reason they left school while only 4 % 
of non-native female early school leavers stated that this was the reason.  
 
In some countries there are few employment opportunities for non-qualified people, 
hence there is not a pull from the labour market causing students to abandon school. In 
France for example, qualifications requirements have been increasing across all sectors, 
making the employment prospects of early school leavers more and more difficult. This also 
implies that even low-skilled jobs are increasingly being filled by people with higher 
qualifications than the jobs require. 
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In countries such as Poland and Lithuania, formal qualifications are highly regarded in 
the labour market and this is a factor keeping students in school. In Poland, traditionally 
education has been highly appreciated, which is due particularly to the legacy of 
Communism, where education was the route to social promotion. At the same time, the 
unemployment rate in Poland is usually very high and the majority of families are 
convinced that their children will not be able to find good job without a higher education 
qualification.  
 
In Ireland, in addition to the ‘pull’ factor of the possibility of leaving school to take up full-
time work, participation in part-time work while at school has also been found to be a 
factor in the school leaving process. A study on the influences of work while in school 
showed that young people who work more than 10 hours per week are more likely to 
become early school leavers81. Young people who work part-time during junior cycle are 
more likely to drop out; among those who work during the first year, rates of drop-out are 
particularly high with a quarter leaving school early82.   
 
In several countries, the social security system can also act as either a ‘push’ or a 
‘pull’ factor in the ESL process. In Poland, the lack of unemployment benefits and high 
level of youth unemployment encourages young people to stay in education. Moreover, in 
Poland a very important motivation to continue education at the upper secondary level is 
that in order to get a family pension (available after the death of one parent) up to the age 
of 26, the young person has to continue being a student83.  
 
3.7. Peers  

Peers can have a strong influence on the attitudes and actions of young people, whether 
they are friends (who can influence the actions of young people through peer pressure) or 
classmates (who may have an influence as a result of negative relationships or bullying). 
   
Negative relationships with peers can have an influence on the young person’s school 
experience and thus on his / her decision to leave school early. In Ireland, research has 
found that many early school leavers experienced difficulties in interacting with their fellow 
classmates. This led to further school disengagement or lack of attachment to school life. 
Issues such as bullying have been found to have a ‘profound and lasting’ negative influence 
on school attachment84. Homophobic bullying can lead Lesbian, Gay and Bisexual, 
Transgender (LGBT) students to leave school early. A survey of 1 110 individuals in Ireland 
found that 20 % had missed school on a regular basis because they felt threatened or 
afraid, while a number of participants said their decision to leave school was directly related 
to the treatment they received as a result of their LGBT identity85. It is therefore important 
for students, as well as teachers, to be made aware of issues relating to diversity and 
inclusion.  
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The aspirations and views of peers have been identified as a contributing factor to ESL in a 
small number of countries. In the UK, it is noted that young people’s belief systems, peer 
pressure and the attractiveness of certain lifestyles outside the mainstream (including not 
liking the prospect of work or attending a course) can lead to an active ‘choice’ to become 
NEET86.   
 
Another factor related to the habits and aspirations of peers relates to whether a young 
person socialises with peer groups where substance abuse and delinquency is common. In 
Greece, research links substance abuse with ESL87. A higher incidence of substance abuse 
is noted among teenagers who have left school early compared to their peers who remain 
in education. However, the researchers point out that it is not possible to establish the 
causal effect with certainty. It could be that early involvement in substance abuse leads to 
ESL, but it could also be that those who drop out of school have higher chances of entering 
social circles where the use of substances and delinquency are endemic. 
 
3.8. Family  

A number of family-related factors can have an influence on the young person’s likelihood 
of dropping out of school. These include the lifestyle of the family, the stability of family 
relationships, socio-economic background and the educational attainment of family 
members.  
 
In some countries, family lifestyle (e.g. Travellers) is identified as being one of the 
biggest contributing factors to ESL. In Ireland, a study has revealed that by the time they 
reach the age of 15, 80 % of children from a Traveller background have dropped out of 
school88. In Greece, family (nomadic) lifestyles in the case of Roma children are a 
significant reason for ESL. However, a more pressing problem relates to the fact that Roma 
children are expected to contribute to the family income either by working or by caring for 
their siblings while their parents work89. 
 
The employment status and income of parents are also important factors. In Spain, it 
is suggested that the factor with the greatest influence on ESL is the social class of 
students; 23 % of middle class students are at a high risk of school failure in comparison to 
45 % of working class students. There are also clear differences in aspirations to complete 
post-secondary levels of education with regard to students whose parents work in unskilled 
manual labour - who are three times less likely to report such an aspiration; and the 
proportion of students with test results one standard deviation below the average. In 
Ireland, despite an improvement in retention rates among working-class young people over 
time, ESL remains structured by social class background and over time, inequality in school 
completion between social classes has remained relatively stable90.  
 
In Greece, a relatively recent EKKE study91 found that the factors with the greatest 
influence on the risk of children dropping out of compulsory education were low income of 
parents, low socio-economic background of the head of the household and low educational 
level of the parents. If parents are unemployed, this also often leads young people to drop 
                                                 
86  Department for Schools Children and Families (2009), Increasing Participation Understanding Young People 

who do not Participate in Education or Training at 16 and 17. National Foundation for Education Research. 
87  Papandreou P., Touloumi G. and Poulopoulos X., (2003), Dropping out of school, use of substances and 

delinquence (in Greek), Journal ‘Exartiseis’, issue no.4, November 2003. 
88  National Development Plan (NDP) - Travellers and Youth Reach Programmes http://www.ndp.ie. 
89  Hazinikolaou, 2010. 
90  Byrne, D. and Smyth, E., (2010), No Way Back, The Dynamics of Early School Leaving, Dublin: Economic and 

Social Research Institute; Research Centre for Education and the Labour Market (ROA) (2007). 
91  National Centre of Social Research (EKKE) study, 2006. 



Policy Department B: Structural and Cohesion Policies 
____________________________________________________________________________________________ 

 50 

out of school early for economic reasons. Similarly, in the Netherlands, parents who have 
low levels of socio-economic resources may have low educational aspirations for their 
children. Therefore children may experience pressure to enter the labour market to 
contribute to the family income92.   
 
The educational background of the child / young person’s family is also important, with the 
low level of education of parents – in particular the level of maternal education - being 
associated with high ESL. In Spain, one of the most significant differences between early 
school leavers and non-early school leavers is that their parents often have very low levels 
of education (ISCED 1-2); the children of parents with a low educational level (compulsory 
education or below) make up the majority of students who fail at school: 74 % looking at 
the educational level of the father, 71 % looking at the educational level of the mother. 
Moreover, having a parent with a post-compulsory education degree or certificate greatly 
improves the educational success of Spanish children in secondary school93. In Ireland, 
children whose mothers have higher levels of education are more likely to reach upper 
secondary (Leaving Certificate) level. This differentiation is more notable for male leavers 
than for females94. 
 
Family stability is another factor that can have an impact on ESL. In the Netherlands 
more than one quarter of early school leavers come from single-parent families, versus 
15 % of young people who do not drop out95.  
 
In Spain, four aspects of family life have been identified that can have an impact on school 
performance:  

 the absence of a parent; 

 the presence of parents who have lived through traumatic experiences;  

 economic disadvantage tied to the break-up of the marital relations;  

 the presence of other sources of instability in family life.   
 
In fact, when young people live in group homes or with family members other than parents 
and step-parents, the risks of failure increase. These results however do not imply a direct 
causal relation between divorce and failure at school. Data gathered from the school 
records of students who dropped out of school demonstrates that almost 20 % live with 
one parent. A total of 17 % of these students live with the mother and 3 % with the father.  
Regarding the moment when students drop out, children from single-parent families 
tend to leave school earlier. In fact, 61 % of those that fail at school and did not complete 
ESO were from single-parent families, compared to 46 % of those that live with both 
parents.96 
 
Other family-related factors, which will not be discussed in detail here, include the 
motivation of parents for their children to succeed in school, relationships with parents 
(Irish research suggests that positive and supportive relationships with parents appear to 

                                                 
92  Cedefop (2010), Netherlands; Reduction of Early School Leavers - Steps Forward.  
93  ETEFIL, Survey on the Transition from Education/Training to Labour Market Insertion. 
94  Smyth, E. and McCoy, S., (2009), Investing in Education: Combating Educational Disadvantage, Economic and 

Social Research Institute, Dublin.  
95  Gesthuizen, M., Graaf, P. M., Kraaykamp, G. (2005), The Changing Family Background of the Low Educated in 

the Netherlands: Socio economic, Cultural and Socio Demographic Resources, European Sociological review 
21(5). pp 441-452.    

96  Fernandez Enguita, M, Mena Martinez, L & Riviere Gomez, J. (2010), School failure and drop outs in Spain. La 
Caixa Foundation. 
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facilitate school retention to some degree), ethnicity and immigrant status, location of the 
family home (e.g. quality of the neighbourhood, housing problems that the family faces, or 
quality of space at home), physical and mental health of parents (e.g. addiction, 
disabilities) and associated caring responsibilities for the child / young person, and violence 
within the home.  
 
3.9. Society and media 

It is difficult for today’s young people not to be influenced by the media, which is now so 
present in their lives. In a small number of countries, stakeholders noted that a general 
loss of belief in the value of education was evident in society and the media. In France 
for example, the current level of trust in the capacity of the (public) educational institution 
to effectively guarantee that all pupils are successful regardless of their social background 
is low. Education is less and less considered as a means for social mobility (at least for 
disadvantaged social groups) and the education system is frequently portrayed as elitist. 
Such concerns have been expressed for decades but today the perception of the 
inadequacy of the system is reaching very high levels. These concerns are not only raised 
in the media; they can be very strong both among disadvantaged groups as well as among 
a well-informed public (although their perception of the issue and of its cause is very 
different). 
 
In Spain, a number of interviewees highlighted the loss of the social value of education and 
training amongst young people as a key factor in the ESL process, replacing in importance 
explanations linked to area or origin. Some interviewees suggested that the high level of 
unemployment that affected those who continued and finished post-compulsory education 
contributed to the idea that ‘education could not secure you a job’. The link between 
qualifications and employment has not been maintained, leaving the student to ask if it is 
worth the effort97. 
 
3.10. Consequences  

There is a significant body of research literature to demonstrate that a high quality 
education has benefits not only for the young people themselves but also for the taxpayer 
and society. Inadequate education can lead to large public and social costs in the 
form of lower income and economic growth, reduced tax revenues and higher costs of 
public services such as healthcare, criminal justice and social benefit payments98. For this 
reason, efforts to improve educational outcomes for at-risk populations should be seen as 
public investments that may yield benefits considerably in excess of investment costs. 
  
These are some of the issues discussed in detail in this part of the report. The aim is to 
provide evidence of the cost of ESL and the ways it can have an impact on the lives of 
young people.  
 

3.10.1. Background: Economic context and the drive for high skilled labour 

Education is a fundamental basis of productivity growth. Not only are educated 
workers more productive, but the technological changes that generate productivity are 
dependent on the availability of an educated workforce99.  

                                                 
97  Fernandez Enguita, M, Mena Martinez, L & Riviere Gomez, J. (2010), School failure and drop outs in Spain. La 

Caixa Foundation. 
98  See, for example: Belfield and Lewin, 2007; NESSE, 2009; Psacharopoulos, 2007. 
99  Bailey, T. in Belfield, C. & Levin, H. (eds) (2007), The Price We Pay: Economic and Social Costs of Inadequate 

Education. Brookings Institute, Washington. p.74.  



Policy Department B: Structural and Cohesion Policies 
____________________________________________________________________________________________ 

 52 

The creation of a high-skilled, high-waged economy by upgrading the education and skills 
of the workforce is a common economic policy goal for most advanced nations. In the EU 
this goal was given its strongest recognition through the Lisbon Council in 2000 and the 
Europe 2020 strategy. The creation of world-class skills is assumed to be a route to 
economic prosperity, reduced income inequalities and social cohesion. Such policy 
prescriptions rest on the idea of a knowledge economy where innovative ideas and 
technical expertise hold the key to the new global competitive challenge.  
 
The knowledge-based economy is marked by increasing labour market demand for more 
highly skilled workers, who are also enjoying wage premiums. Studies in some countries 
show that the more rapid the introduction of knowledge-intensive means of production, 
such as those based on information technologies, the greater the demand for highly skilled 
workers. Other studies show that workers who use advanced technologies, or are employed 
in firms that have advanced technologies, are paid higher wages. This labour market 
preference for workers with general competencies in handling codified knowledge100 is 
having negative effects on the demand for less-skilled workers. 
 
These issues are well understood as challenges and opportunities for the EU. As mentioned 
previously, Cedefop has calculated that only 1 of the 10 new jobs between 2006 and 2010 
was in a reach of an early school leaver101. Likewise, Eurostat data on the employment 
rates of adults by level of education (see Figure 6) shows that the employment rate of early 
school leavers (education level ISCED 0-2) is nearly 80 % (36.7 p.p.) lower than the 
employment rate of individuals with university level qualifications (ISCED 5-6).  
 
Figure 6: Employment rate in the EU-27 by education attainment level 

 
Source: Eurostat, Labour Force Survey (accesssed in March 2011) 

 
The knowledge-based economy is therefore characterised by the need for continuous 
learning of both codified information and the competences to use this information. The cost 
of ESL is, therefore, a key issue for EU Member States to address due to its adverse impact 
on national economies and the wider EU economy.  
 
3.10.2. Macro economic impacts  

However, the consequences of ESL are not restricted to an economy’s ability to produce 
high value added goods and services. There is also the issue of inequality of outcome for 
                                                 
100  ‘A distinction is often made between codified or rule based knowledge that can be written down and stored and 

tacit knowledge that is acquired on the job and resides with the individual as know-how and experience’. Work 
Foundation (2006), Defining the Knowledge Economy. p.5. 

101  Cedefop (2008), Future skill needs in Europe medium-term forecast: synthesis report. Luxembourg: 
Publications Office, 2008.  



Reducing Early School Leaving in the EU 
____________________________________________________________________________________________ 

 53 

individuals and groups within society. For example, the results of a review undertaken in 
2004 by Sala-i-Martin, Doppelhofer and Miller of previous work on 67 explanatory factors in 
88 countries for economic growth found that primary schooling was the most robust 
influencing factor on the growth of Gross Domestic Product (GDP) per capita from 
1960-1996102.  
 
Roth and Thum103 (2010) have shown that countries with higher shares of the population 
who have completed tertiary education tend to have higher research and development 
expenditure and on the contrary, those with a low percentage of tertiary graduates tend to 
have lower percentages of research and development expenditure per GDP. Therefore, the 
need for an increase in graduation rates and a decline in inequalities in access to tertiary 
level education may play a more significant role in the development of economies that 
foster innovation and are knowledge-based in the future.  
 
3.10.3. Financial consequences for the State 

Several studies have sought to quantify the cost of early school leaving in terms of the cost 
of foregone taxation and welfare benefits, by calculating the returns to an additional year of 
schooling. Their estimates, projected over a lifetime, sum up to EUR 1 - 2 million per 
early school leaver: 

 in Ireland, the annual cost to the state in unemployment benefits, together with lost 
tax revenue per male early school leaver, has been estimated at EUR 29 300, even 
before costs associated with health or crime are considered104. 

 in the Netherlands, the lifetime cost of ESL is estimated at around EUR 1.8 
million105.  

 in Finland, the annual cost of ESL reaches EUR 27 500 per school leaver and it is 
widely believed that this is an under-estimate of the real cost106. The lifetime cost 
(40 years) therefore reaches over EUR 1 million (EUR 1 100 000). 

 
A recent OECD report on school completion107 reveals that preventing ESL is costly as it 
involves the entire education system as well as policy areas outside of the education 
system. However, the struggle for completion is one that can be won and the benefits 
largely outweigh the costs. Levin (2009)108 shows that for each additional upper secondary 
graduate, total lifetime public savings connected to this graduate amount to USD 209 000, 
based on estimated extra tax revenues, health-, crime-, and welfare savings. In 
comparison he finds that the cost of delivering successful preventive programmes (which 
aim to raise graduation rates) vary between USD 59 000 and USD 143 600. Implementing 
the median intervention would entail benefits that are 2.5 times greater than the costs, 

                                                 
102  Sala-i-Martin, X., Doppelhofer, G. and Miller, R.I. (2004), "Determinants of long-term growth: A Bayesian 

Averaging of Classical Estimates (BACE) approach." American Economic Review 94, no. 4 (September): 826. 
103  Roth, F. and Thum, AE (2010), The Key Role of Education in the Europe 2020, Strategy CEPS Working 

Document No. 338.  
104  Smyth, E. and McCoy, S. (2009), Investing in Education: Combating Educational Disadvantage, Economic and 

Social Research Institute, Dublin.  
105  Calculated by Ecorys.  
106  Valtiontalouden tarkastusvirasto (2007), Nuorten syrjäytymisen ehkäisy. Toiminnantarkastuskertomus 

146/2007. Valtiontalouden tarkastusvirasto, Helsinki. 
107  Note: This paragraph is directly taken from Lyche, C. (2010), Taking on the completion challenge: A literature 

review on policies to prevent dropout and early school leaving. OECD Education Working Papers. No. 53. Paris: 
OECD Publishing. 
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showing that there are clear economic benefits connected to raising the educational 
attainment level109. 
 
In the Netherlands, a study undertaken by Ecorys reveals the potential savings that can be 
made by reducing ESL. This research worked on the assumption that ESL could be reduced 
by 15 000 individuals: from 50 000 early school leavers in 2006 to 35 000 in 2011. The 
study concluded that the savings for the State made over this five-year period could reach 
nearly EUR 3.7 billion in total (see Table 2), with some 38 % deriving from additional 
taxations, 12 % from reduced subsidies, 1.4 % from less criminal activity and 0.5 % from 
better health. 
 
Table 2:  Potential savings from the reduction of ESL, the Netherlands (millions of 

Euros) 

Year 06/07 07/08 08/09 09/10 10/11 

Amount 634 720 689 738 909 

Source of savings (2006) 

Type Beneficiary EUR 
(million) 

% of 
savings 

Private gain  ESL  307 48.3 % 

Additional tax  Government  242 38.1 % 

Less subsidies  Government  75 11.8 % 

Better health  Government  3 0.5 % 

Less criminality  Government  9 1.4 % 

 

            Source: Ecorys and ROA 
 
3.10.4. Consequences for individuals: employment and earnings 

A number of research reports highlight the fact that there is a positive relationship 
between higher incomes and greater numbers of years of schooling and higher 
attainment of skills. 

 Hazans found that in Estonia, Latvia and Lithuania, other things being equal, the 
earnings of employees with a higher education were between 48 % and 59 % more 
than those with a secondary education, and between 69 % and 80 % more than 
those with a basic education110. 

 In the US, the average college graduate earns 73 % more than the average high 
school graduate in a lifetime111. 

 The PuRE project’s research across 15 European countries identified higher returns 
for every additional year of schooling, though the returns to education differed 

                                                 
109  Note: This paragraph is directly taken from Lyche, C. (2010), Taking on the completion challenge: A literature 
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between countries. The UK and Ireland have higher returns than the Scandinavian 
countries (Norway, Denmark and Sweden)112. 

 In the UK Sianesi (2003)113 found that there were ‘sizeable and significant’ returns 
to education that have remained stable over time. Professional qualifications have 
the largest effect on earnings, with vocational qualifications having a lower return. 

 
Incidences of unemployment and the probability of not gaining employment are also 
greater for those with lower skills than those with higher level skills. According to Eurostat 
data, the unemployment rate of early school leavers is three times as high as the 
unemployment rate of university graduates (see Figure 7). In the UK, the NEET group aged 
between 16 and 18 is four times more likely to be out of work in the future. In addition, 
those with most difficulty gaining employment after leaving school have a greater chance of 
being unemployed at older ages.  
 
Figure 7: Unemployment rate in the EU-27 by educational attainment level 

 
Source: Eurostat, Labour Force Survey, 2009 (accessed in March 2011) 

 
3.10.5. Consequences for individuals: health and education 

A commonly reported outcome of ESL is poor physical and mental health. There is some 
evidence in the literature of a positive relationship between education and mental and 
physical health both in the EU114 and internationally115. It is important to note, before going 
into more detail, that while these do go some way in demonstrating a positive relationship 
between education (measured in levels of attainment) and health variables, these are 
rarely translated into public costs in terms of either increased public expenditure in health 
care or foregone gains to economic productivity and growth. Another important issue to 
note is that whilst associations have been found between education and health variables, 
showing causality is much more problematic as education may lead to poorer health 
outcomes but poor health outcomes may also lead to underachievement in education116. 
Furthermore, these studies are country-specific so the public costs reflect national 
expenditure on healthcare systems. 
                                                 
112  Information available at http://www.etla.fi/PURE/. 
113  Sianesi, B,  (2003), Returns to Education: A Non-Technical Summary of CEE Work and Policy Discussion. 
114  Examples include: Hammond, C. and Feinstein, L. (2006), Are those who flourished at school healthier adults? 

What role for adult education, Centre for Research on the Wider Benefits of Learning Institute of Education, 
and Chevalier, A. and Feinstein, L. (2006) Sheepskin or Prozac: The Causal Effect of Education on Mental 
Health, Centre for the Economics of Education, London School of Economics. 

115  See Bellfield, C. (2008), The Costs of Early School-leaving and School Failure.  
116  Prince’s Trust (2007), The Cost of Social Exclusion: Counting the cost of youth disadvantaged in the UK. 
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Overall, however, education can provide for better health outcomes in two ways.  

 Education can change behaviour – particularly in regard to diet, smoking, alcohol 
consumption, medical compliance, obtaining medical treatment, undertaking 
exercise, safe sex and the use of seat belts. 

 As those with higher levels of education generally have higher incomes they are able 
to purchase healthier food and buy better healthcare (where healthcare is provided 
by the market mechanism)117. 

 
With regard to the former, evidence suggests an association between education and 
risk-taking behaviours with regard to health. In Ireland it has been found that118 early 
school leavers have a higher prevalence of risk-taking behaviours – such as smoking and 
drinking alcohol – when compared with other groups in the population. A fifth of all those 
who received treatment for problem drug use in Ireland were drop-outs. Further risk-taking 
behaviour was also evident; those with low levels of education in Ireland being less likely to 
practice safe sex119. A similar association between education and health-related behaviour 
is also found in the UK. The 2010 Marmot Review120, an influential study of health 
inequalities in the UK, stated that analysis from the 1970 British Birth Cohort Study found 
that higher educational attainment was associated with healthy behaviour. Another UK 
study points out that more highly educated people are more likely to comply with medical 
treatments and are better able to manage chronic conditions121.  
 
With regard to the latter, studies carried out in Sweden and the United States have found 
that additional years of schooling can be associated with positive health outcomes 
in both countries122. In the United States it was found that an additional year of schooling 
reduced the probability of dying in the next ten years and the probability of having a work-
limiting illness. In Sweden one additional year of schooling was found to lead to improved 
health, measured by a reduced score on a standardised index of bad health and increased 
likelihood of having a healthy Body Mass Index. 
 
In Lithuania nearly a third of people with at most a lower secondary qualification have a 
long-standing illness, while the share is only 12 % for people with an upper secondary 
qualification123. American studies have shown that the life expectancy of early school 
leavers is 9.2 years shorter than that of high school graduates124, whilst UK studies have 
found that higher cognitive function implies a reduced risk of cardio-vascular disease, with 
similar findings apparent regarding mental health125. Moreover, it has also been found that 
poor levels of education show an association with poor mental health, with those with no 
qualifications more likely to experience depression126. In Ireland, a 2009 study found that 
early school leavers were 1.8 times more likely to report difficulties with illness or disability 
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and 1.4 times more likely to report moderate or extreme anxiety or depression than those 
with high level qualifications127.  
 
Education has also been linked with inter-generational outcomes and outcomes relating to 
parenthood. It has been found in Ireland that early school leavers are four times more 
likely to be lone parents and that those with low levels of education have a higher incidence 
of teenage pregnancy128.  
 
Evidence on the relationship between health costs and educational underachievement is 
rare. However, estimates have been made in two Member States: the UK and the 
Netherlands. It should be noted that these costs are not necessarily comparable. Whilst 
costs in the UK take a broad perspective, looking at the total costs both to the state and 
society, the study from the Netherlands is more narrowly focused on returns to the state 
alone. Overall health-related costs to society in the UK of those who are ‘NEET’ aged 16 – 
18 were found to be GBP 104 312 per person in the medium term (between ages 19 – 59). 
In the Netherlands, as shown in Table 2 above, it has been estimated that reducing ESL by 
15 000 young people between 2006 and 2011 the government would save EUR 3 million in 
healthcare costs. 
 
3.10.6. Consequences for individuals: Education and criminality 

School drop-outs run a higher risk of becoming involved in crime and antisocial 
behaviour than those engaged in learning.  
 
In the UK it was found that NEETs are five times more likely to have a criminal record than 
their higher educated peers129. Thus, it has been estimated that the cost of NEETs who 
commit crime is GBP 61 million in the short term and GBP 461 million in the medium 
term130. In parallel to this, a British cost-benefit analysis concluded that in the UK a one 
p.p. increase in the working age population holding a qualification equivalent to level 2 
(equivalent to a lower secondary qualification) would reduce crime costs by GBP 320 
million131. 
 
In the Netherlands it has been calculated that 27 % of early school leavers were suspected 
of a crime in comparison to 7 % of non-school leavers132. It has consequently been 
estimated that a reduction in ESL of 15 000 young people between 2006 and 2011 would 
save the government around EUR 9 million per year.   
 
In Ireland the committal rate for males is considerably higher for early school leavers (46.6 
out of 1 000) compared with those who achieve the Leaving Certificate (1.6 out of 1 
000)133. 
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In Pennsylvania (in the US), 68 % of state prison inmates are high school drop-outs. The 
state spends USD 33 000 a year on each prisoner and the total cost of the average prison 
term is USD 132 000. By contrast, the average private school costs USD 8 300 per student 
per year. This means the cost of a prison term is significantly higher than the average cost 
of private education and for the same amount (as the average cost of a prison term), the 
state of Pennsylvania could have sent a prison inmate to a private school from kindergarten 
through twelfth grade – and still had money left134. 
 

In more generic terms, research shows that education increases the returns from legitimate 
work and this raises the opportunity cost of criminal behaviour. Education leads to higher 
legitimate income which leads to less need for the immediate financial returns of criminal 
behaviour135. Thus education increases patience – people with higher earnings are more 
likely to consider the future costs of their criminal behaviour. In other words it ‘reduces 
discount rates’ individuals apply when making decisions about criminal behaviour. 
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4. TYPOLOGY OF APPROACHES TO ESL 
 

KEY FINDINGS 

 Research for this study shows that there is no single response to ESL. Instead, 
the Member States utilise a range of different methods to tackle the problem. 
However these methods can be grouped into three broad categories: (i) Strategic 
level responses; (ii) Preventive strategies; and (iii) Reintegration strategies. The 
typical driver for the topic becoming an area of significant policy concern has been 
the social consequences of young people leaving school without qualifications. 

 Over the last decade there has been a noticeable, positive change in the way in 
which ESL is approached in the Member States. There are now more countries 
which address ESL within a broader policy framework, for example a lifelong 
learning policy or a broader strategy to promote economic and social cohesion, thus 
recognising that the issue is multi-faceted and complex. Another positive 
development is the creation of explicit, comprehensive policy frameworks on ESL, 
bringing together key stakeholders and programmes under one overarching policy. 

 However, most countries still have a fragmented and insufficiently 
coordinated approach to addressing ESL, leading to duplication of activity 
and funding. ESL is the result of a combination of factors and cannot be tackled by 
education authorities alone. Inter-agency and multi-disciplinary working is key to 
implementing a common vision on ESL and should move from theory to practice at 
national, regional and local levels. 

 In too many cases young people drop out of education or training for 
reasons which were preventable. Thus, preventive measures aim to tackle ESL 
before it even takes place. They are typically more cost-effective than reintegration 
measures. Early intervention is necessary to tackle the issues emerging at the start 
of the cumulative process which leads to ESL. 

 Preventive policies can be grouped under two broad categories: targeted 
(supporting young people who are at-risk only) and structural/system-specific 
(aiming to improve the education system for all). 

 Reintegration measures offer young people who have dropped out of mainstream 
education a second chance to learn or to achieve a qualification, or an alternative 
learning opportunity. They vary in the intensity of support provided to participants, 
depending on the needs of their specific target groups. 

 
There have always been young people who leave education early. Some decades ago it was 
not considered to be unusual for young people to leave education at primary level to enter 
into work. However, increased attention to the issue of ESL as a significant 
societal/educational problem emerged in most EU countries in the 1980s/1990s. Evidence 
from the case study countries shows that in general there was a tendency for ESL to be 
recognised as a problem from this time, as outlined below:   

 In France, ESL has been perceived as a policy priority since the early 1980s, when 
the first local integration partnerships (missions locales d’insertion) were established 
with a view to supporting young people over the age of 16 without any educational, 
training or employment prospects. In addition, an area-based priority education 
approach - which is still in place today - was set up to tackle academic failure and 
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social inequalities in deprived areas. In 1989, the objective of ‘not letting any young 
person leave school without qualifications’ was enshrined in law.  

 In Ireland, educational inequality first emerged as a policy concern in 1966 in the 
‘Investment in Education’ Report, released by the Department of Education and 
Science136. However it was by the mid-1990s that the issue became a priority 
concern due to persistent inequality in school completion137, resulting in two sets of 
policy changes based on curriculum reform and targeted funding138.  

 In the UK, the first estimates of the numbers of NEETs aged 16-18 were included in 
a report published in 1999. Subsequently policy initiatives began to target the 
problem.  

 ESL became a ‘recognised problem’ in Spain after 1985 but it was not until the 2006 
Organic Law on Education Act (LOE), that reducing ESL was identified as a specific 
objective.  

 In Finland and the Netherlands the issue emerged in the 1990s but most ESL-
specific policies have been designed over the past decade.  

 
In certain countries the issue has become topical only in recent years. For example in 
Austria139 and Lithuania the Lisbon agenda had a considerable impact in bringing ESL to the 
fore of policy making. Poland is the only case study country where the issue is seen as less 
of a priority, partially reflecting the low number of early school leavers in the country. 
However some Polish stakeholders warned about the need to avoid complacency. 

 
The typical driver making the topic an area of significant policy concern has been the social 
consequences of young people leaving school without qualifications. These include for 
example, youth unemployment, the multiplication of social and personal problems faced by 
young people and the growing levels of criminal activity among young people. 
 
Research for this study indicates that there is no single response to ESL. Instead, the 
Member States utilise a range of different methods to tackle the problem. The 
categorisation of measures is not always clear either because there are obvious overlaps 
between the different measures and categories. 
 
We can still group the approaches employed by the Member States into three broad 
categories: (i) Strategic level responses; (ii) Preventive strategies; and (iii) Reintegration 
strategies. These are described in Figure 8 below and in greater detail in the following three 
sub-sections. 
 
Where examples are described below, more detail can be found in Annexes 5 and 6 of this 
report. These annexes include around 180 examples of ESL measures from the EU Member 
States and the sources of the information provided140.  

                                                 
136  Smyth, E. and McCoy, S., (2009), Investing in Education: Combating Educational Disadvantage, Economic and 

Social Research Institute, Dublin. 
137  Byrne, D. and Smyth, E., (2010), No Way Back, The Dynamics of Early School Leaving, Economic and Social 

Research Institute.  
138  Smyth, E. and McCoy, S., (2009), Investing in Education: Combating Educational Disadvantage, Economic and 

Social Research Institute, Dublin.  
139  This is highlighted, for example, by a report for the European Centre for Social Welfare Policy and Research in 

Vienna - Riepl. Barbara (2004), Jugendliche SchulabbrecherInnen in Österreich; Ergebnisse einer 
Literaturstudie. 

140  Please note that these two annexes are internal working documents, which were used to inform the analysis 
for the main final report of this study. They may include some text that has been copied directly from other 
sources. 
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Figure 8: A typology of Member States' approaches to ESL 

 
Source: GHK Consulting Ltd., 2009 and 2011 

 
 
4.1. Strategic level responses 

4.1.1. Coordination of policies and practices related to ESL 

ESL is generally identified as an area to be addressed either: 

 within an explicit policy framework on ESL, bringing together key stakeholders and 
programmes under one overarching policy;  

 within a broad policy framework, for example a lifelong learning policy, or a broader 
strategy to promote economic and social cohesion; 

 through several different policies or programmes on ESL, without explicit 
coordination of ESL-related activities; or 

 without an explicit policy or objectives on ESL, although the issue is a part of other 
policies concerning education and/or youth.  

 
There is clear evidence that there is now a greater drive to manage the response to the 
problem of ESL in a more coordinated manner, rather than to address it purely through 
projects and other policies (indirectly) affecting ESL. As discussed later in the report, there 
is still much progress to be made but evidence suggests that positive developments in this 
regard can be seen in many countries. However, a small number of countries have an 
exclusive policy for ESL; a policy that brings together all actors and activities to work 
towards reducing ESL. The potential advantage of such an approach is that it allows key 
stakeholders to operate within a joined-up framework, both strategically and operationally. 
This approach can be found in the Netherlands (see example below) and, to a certain 
degree, in Spain.  
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Box 1: Drive to reduce drop-out rates, NL  

 
THE NETHERLANDS 

Drive to reduce drop-out rates (aanval op schooluitval)141 
 
The Aanval op schooluitval framework encourages the development of programmes at a 
local level that aim to prevent ESL. Schools and municipalities develop their own 
programmes to tackle the problem in their locality. It is based on the rationale that 
programmes to tackle ESL should be developed at a local level because schools and 
municipalities have a better understanding of the situation in their area and can target 
particular problem schools.  
 
The policy framework provides funding to local partners. Local partners then allocate these 
funds to different secondary schools on the basis of school performance in relation to rates 
of ESL, truancy, etc. In addition to this funding the framework also provides financial 
incentives to schools which perform well and reduce the number of pupils who drop out.  
 
The main programme components include: 

 Extension of compulsory education and training obligation to 18 years of age. 

 Better student registration and monitoring. 

 Municipal agreements or ‘covenants’ with schools to reduce school drop-out. Schools 
are free to choose their own method of reducing the number of drop-outs but 
partnership working, career guidance and one-to-one support are the most frequently 
used methods. Other activities include mentoring schemes, working life familiarisation 
projects and skills portfolios. 

 Reinforced guidance and counselling, including support in transition points. 

 Validation (of non-formal and informal learning) opportunities for employed school 
leavers as a second chance opportunity to acquire qualifications. 

 
The original target of the framework programme was to halve the number of drop-outs 
from 71 000 (5.5 %) in 2002 to 35 000 (2.5 %) in 2012. A total of 42 600 pupils dropped 
out of school during the 2008-2009 academic year, which is a reduction of almost 20 % 
compared with the 2005-2006 school year. Due to success in reducing the number of early 
school leavers, a new target has been set: to reduce the number of drop-outs to 25 000 by 
2016. 
 
The second approach (ESL addressed within the context of a broader policy 
framework) recognises that ESL is multi-faceted and complex; it is not an isolated issue 
that can be addressed in a discrete manner, separate from the remainder of the education 
system. It is important also to have policies and measures in place to address the social 
and economic factors and systemic issues within the educational framework which are 
causing young people to drop out. This type of approach has been adopted, for example, in 
Finland and Ireland. In Finland, for instance, the issue is primarily led by an inter-agency 
working group on lifelong guidance and addressed through strategies and policies 
concerning compulsory and upper secondary education and the new youth law 
(nuorisolaki), which was reformed in 2010 to make it compulsory for municipalities or 

                                                 
141  Ministry of Education, Culture and Science, the Netherlands (2010), The approach to school drop-out: Policy in 

the Netherlands and the provisional figures of the 2008-2009 performance agreements. 
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groups of municipalities to address issues relating to disadvantaged youth through multi-
stakeholder working groups. It also made it compulsory for municipalities to monitor school 
attendance and conduct outreach work with disadvantaged youth as a way of supporting 
their reintegration back into education or employment. Many stakeholders in Finland, like in 
many other countries too, were however of the opinion that one ESL specific framework 
policy could be beneficial for the country. 
 
The third approach can be found, for example, in France where numerous different ESL 
policies or programmes exist but they are not coordinated under one framework. 
Consequently, stakeholders suggested that the current framework in place to tackle ESL is 
fragmented (although significant progress has been made in recent years). Generally 
stakeholders considered that the articulation between preventive and reintegration 
strategies is inadequate. The lack of coherence is also attributed to the fact that several 
institutional actors are involved in the fight against ESL (education authorities, employment 
administration, other educational institutions not under the responsibility of the Ministry of 
Education, etc).  
 
Finally, in countries such as Poland, there is no comprehensive framework and there are 
no specific policies/strategies to tackle ESL; the issue is addressed indirectly through 
other policies and programmes concerning education and young people.  
 
4.1.2. Responsibility for ESL policies and programmes 

Interviews with ESL experts and practitioners from the nine Member States revealed that 
there is a greater recognition today that ESL is the result of a combination of societal and 
education system factors, as well as factors related to individual schools. It is therefore not 
an issue that education authorities can tackle alone, though they can and indeed 
should take a leading role in addressing the problem.  
 
A review of the nine countries also shows that it is the Member States’ ministries or 
departments in charge of education which generally hold the responsibility for the design 
and implementation of policies tackling ESL. However this is typically undertaken with the 
cooperation of other key authorities and stakeholders, though to a varying degree. 
For example, in France the Ministry of Education shares the responsibility with educational 
institutions and regional structures. The Ministries responsible for integration, employment 
and agriculture are also involved. In Ireland the Department of Education and Skills has 
responsibility for this issue, together with the National Educational Welfare Board (NEWB) 
and the Office of the Minister for Children and Youth Affairs. In the Netherlands the Ministry 
of Education has the responsibility for implementing the policy framework on ESL, though 
an inter-authority/agency working group contributes significantly to the drafting, 
monitoring and revision of the ESL policy.  
 
It is also important to note that the level of effective cooperation between agencies and 
authorities on this issue varies. For example, in some countries there is a need to develop 
stronger links between education, employment and social authorities (i.e. Lithuania), 
while in others (i.e. Finland and France), countries could benefit from greater coordination 
of education and youth policies (pre- and post- 16 policies). In Spain there is a clear 
understanding that tackling ESL requires a partnership approach that includes the 
education community in its broader sense. Better collaboration is however required with 
other actors such as social partners, employment authorities and local authorities in 
particular.  
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Regions and smaller administrative units such as départementes in France and local 
authorities in the UK and Finland play an important role. In Spain the responsibility is 
divided between the Ministry of Education, Social Policy and Sport at the central level and 
the autonomous communities at the regional level. The central government is responsible 
for setting the framework but the autonomous regions are legally responsible for the 
implementation of the policies. The body responsible for facilitating inter-governmental 
coordination and the exchange of information about the general organisation of the system 
is the Sector Conference on Education, which brings together the Regional Ministers of 
Education and the central government’s Minister of Education, Social Policy and Sport. Local 
councils support the implementation of policies at the local level. At the different levels of 
educational administration, including the schools themselves, there are various official 
bodies responsible for ensuring the participation of all sectors of society in the education 
community. In England the local authority is responsible for the implementation of the 
national ESL policy and this responsibility is currently increasing. The policy thrust now 
focuses on local knowledge of the target group and developing provision and local policy in 
response to this. The role of local authorities in the ESL agenda has also increased in recent 
years in Finland and the Netherlands.  
 
4.1.3. Better information, monitoring and evaluation systems on ESL 

It is clear that research – both national and international – should be taken into account in 
the development of evidence-based policy to tackle the issue of ESL. It is also important for 
monitoring and profiling to be undertaken, in order to ensure that programme design and 
delivery is in line with the needs of the locality and again to inform the development of 
national policies and programmes. Such monitoring / data collection systems should also 
cover all stages and sectors of learning and be accessible by all stakeholders concerned. 
  
Monitoring has a number of practical benefits. First, it can inform policy making. It helps 
focus provision on those most in need – which is particularly important in schools or areas 
where there are many disadvantaged children. It also can help services to provide more 
individualised support, tailored to the child’s / young person’s individual circumstances. 
Monitoring data therefore needs to go beyond attendance figures and cover different 
indicators, for example to include also special educational needs, in order to ensure that 
support can be tailored. Furthermore, the databases need to be accessible to the range of 
partner organisations involved in supporting the child / young person – with appropriate 
data sharing protocols in place to address issues of confidentiality / data protection.  
 
In general, monitoring systems are poorly developed across the EU although progress has 
been made in several countries in recent years (e.g. Denmark, Finland, the Netherlands) 
and more progress is likely to be made in this area in certain countries in the coming years 
(e.g. England, France, Lithuania). For example, in France, comprehensive IT platforms have 
been developed in some Académies and there is now an agreement in place at national 
level to merge the different databases. The new monitoring platforms are expected to 
improve personalised follow-up of individual cases (while previously, it was not possible to 
keep track of those young persons who moved from one region to another, or registered in 
a private school for example). In Lithuania too, a national information system is in 
development, the National Information System on Children’s Absenteesim and Pupils’ 
Truancy (Nesimokančių vaikų ir mokyklos nelankančių mokinių informacinė sistema) which 
will integrate several databases (e.g. national resident register, national pupils register 
etc.) and link them with other information systems and databases. This will mean that 
tailored information on ESL and pupils at risk of ESL can be extracted. The system will 
include student monitoring, tracking and early warning functionalities. Full implementation 
of this national information system will completely change the way ESL is monitored. 
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Previously, the process was simply based on sporadic initiatives of the municipalities. The 
new approach promises to create sufficient links between the information / monitoring / 
tracking systems and the delivery of measures to address ESL ‘on the ground’. 
 
In Finland, the youth law was amended in 2010 (and came into force in January 2011) 
making it the responsibility of compulsory schools to track the progress of their students to 
upper secondary schools and inform the municipality of the students who could not get or 
did not accept a place at an upper secondary level institution. The law also makes it the 
responsibility of upper secondary schools to inform the municipality about young people 
who have dropped out. At the municipality, trained youth outreach workers are then in 
charge of contacting young people and supporting them in their transition to education, 
training or social integration programmes. The work of youth outreach workers will be 
guided in the future by local multi-stakeholder youth working groups, which municipalities 
have been legally obliged to form since January 2011. A similar approach has been 
developed in Denmark over the last decade. 
 
However, while monitoring is weak at Member State level, greater commitment to 
monitoring, quality assurance and evaluation is evident at local or project / programme 
level. For example in Poland, the separate programmes and projects aimed at preventing 
social exclusion (dealing with poverty, etc) and targeted at students at-risk are usually 
based on research and are properly evaluated.  
 
Finally, as has been noted above, many of the most important outcomes, especially of 
reintegration actions, are not readily measured because they are personal outcomes. So, it 
is important that other forms of indicators are developed to capture these qualitative 
effects. 
 
4.2. Preventive policies and measures 

As discussed earlier, research has shown that ESL usually results from a cumulative 
process142. Disengagement from learning typically becomes more entrenched throughout 
secondary education but for some pupils it begins at primary level143. In some cases 
children are already on an unequal footing at the start of primary education because they 
lag behind their peers, for example, in terms of social or language skills. This can lead to 
potential difficulties with school work, peers and teachers which can all lead to 
dissatisfaction with education and ultimately to young people leaving education early. Thus, 
early interventions, as soon as signs of difficulties are detected, are critical to avoid the 
cumulative development of problems that can increase the chances of the young person 
dropping out144.  
 
Overall, Member States have acknowledged the need to find effective ways of recognising 
and addressing the issues that can increase the risk of ESL, and thereby to support school 
completion. At the same time the implementation of such strategies is at very different 
stages across Europe and great variation can be detected in the types of responses chosen 
by different countries. A wider recognition of the need to find different solutions for 
different points in the education system process can be detected; this is primarily 

                                                 
142  See, for example: Cedefop, 2010; European Commission, 2010; Gracey and Kelly, 2010; Nesse, 2009; Byrne 

and Smyth, 2010.  
143  Gracey, Sarah and Kelly, Scott (2010), Changing the NEET mindset: Achieving more effective transitions 

between education and work. London: Learning and Skills Network. 
144  Cedefop: Irving, P., Nevala, A-M. (2010), Guiding at-risk youth through learning to work: Lessons from across 

Europe. Luxembourg: Publications Office of the European Union, 2010. 
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illustrated by the growing recognition of the role of early childhood education and care 
(ECEC) - pre-primary education especially - in ESL strategies. 
 
The policies and measures adopted by the Member States to alleviate the risk and prevent 
ESL can be classified into two broad categories (see Figure 9): 

 policies and measures that are targeted; they provide particular support to young 
people at risk by identifying individuals, groups of individuals, schools or 
neighbourhoods with a higher risk of drop-out; 

 policies and measures that are comprehensive in scope; their goal is to improve the 
education system for all and thereby improve outcomes and reduce the risk of 
students disengaging from education. 

 
Figure 9: A typology of preventive measures 

 
Source: GHK Consulting Ltd., 2011 

 
This section will commence with a review of the targeted approaches to preventing ESL, 
followed by a review of the comprehensive, system-specific measures used across Europe.  
 
4.2.1. Targeted preventive policies and measures 
 

 Positive discrimination measures 
 

In many countries, the accumulation of disadvantaged students in specific schools has been 
identified as a cause for high ratios of educational failure and ESL. Some countries have 
sought to tackle such concentration by introducing targeted, area-based approaches 
involving additional funding or other resources (e.g. additional teachers, additional training 
for teachers) for schools in specific areas or with specific student populations. These are 
also sometimes known as positive discrimination measures. The fundamental rationale is 
the creation of equality of opportunity in both access to education and educational 
outcomes for the children and young people concerned. 
 
Criteria used to identify priority areas or schools include the identification of deprived areas 
according to negative social indicators (as in Ireland and the Netherlands), negative 
educational indicators (as in Greece), the proportion of disadvantaged children attending 
the schools (Greece and France) and the results in national examinations (France). Some 
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countries focus on specific target groups (e.g. Roma in Greece, the Traveller community in 
Ireland, young men and ethnic minorities in the Netherlands).  
 
In Lithuania, Hungary and the Netherlands, additional funding is allocated on a per capita 
basis for students who are identified as being ‘disadvantaged’. In Lithuania, this applies to 
children and young people with special educational needs. In Hungary it refers to socially 
disadvantaged and Roma students. Per capita funding is also allocated to children from 
specific groups. For example, in the Netherlands, there is a scheme for ‘newcomers’ in 
secondary education, which ensures that schools receive funding to help with the 
integration of immigrant newcomers. Schools are given extra money for every pupil who 
has been in the Netherlands for less than two years and does not have Dutch nationality. 
Schools can decide for themselves how they organise teaching for these pupils, for example 
in separate classes. 
 
Some countries have established a scale of disadvantage on the basis of which the 
funding is allocated. For example the Irish Delivering Equality of Opportunity in Schools 
(DEIS) programme is split into ‘bands’ according to the level of disadvantage, with ‘Urban 
Band 1’ being the most disadvantaged grouping. In France, there are two separate 
programmes for different areas – while the Ambition to Succeed Networks (Réseaux 
ambition réussite, RAR) cover 5 % of the most disadvantaged public lower secondary 
schools (253 schools) and primary schools (1 690 schools), the Networks for School 
Success (Réseaux de réussite scolaire RSR) cover 823 lower secondary schools and 4 859 
primary schools in areas where identified problems are less acute than in the RAR. 
 
Where targeting is determined by geographical criteria, there is a risk that schools which 
are doing well but are located in a deprived area would receive additional resources. 
Another concern is that where funding is allocated according to achievement, then schools 
which are successful in raising the attainment levels of their pupils can be ‘penalised’ by 
having the funding taken away from them.  
 
The actual approach taken by countries to allocating additional support to schools with a 
high proportion of disadvantaged students varies. In some countries the schools are given 
additional funding and can decide for themselves how to spend it (e.g. Ireland, 
Netherlands). In others, specific resources or supports are allocated to the schools (in the 
area) concerned (e.g. additional support for literacy, numeracy and language, additional 
teaching staff etc). A further measure taken is to offer incentives to teachers to take up 
posts in the schools concerned (this already happens in France and is planned in the 
Netherlands). Often the schools benefit from a reduced student / teacher ratio. In France, 
there has recently been an emphasis on raising aspirations among pupils and students in 
the schools and areas concerned.  
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Box 2: Delivering Equality of Opportunity in Schools (DEIS), Ireland 

 
IRELAND 

Delivering Equality of Opportunity in Schools (DEIS) 145 
In Ireland, the 2005 ‘Delivering Equality of Opportunity in Schools’ (DEIS) Action Plan is 
targeted at the 22 % of schools which are identified as having the highest concentration of 
disadvantaged pupils – the Department of Education and Science maintains that 50 % of 
disadvantaged pupils can be found in these schools. The rationale for this focus on those 
schools with high numbers of disadvantaged pupils is that schools which have a high 
concentration of disadvantaged students are subject to a ‘multiplier effect’ and face greater 
difficulties than those with smaller numbers of disadvantaged students.  
 
The DEIS programme, which allocates additional funding and applies a range of other 
measures such as reduced pupil–teacher ratios to the schools concerned, is therefore based 
on the idea that the social context of education is important – i.e. where educational 
disadvantage is more concentrated then extra support is needed but in mixed classrooms, 
where there are a fewer disadvantaged children, there is less need. Evidence of such a 
contextual effect in the Irish context is apparent in the fact that students attending schools 
with a high concentration of working-class students are more likely to leave school early, 
have poorer attendance rates and tend to achieve lower Junior Certificate and Leaving 
Certificate grades than other students, even controlling for their own social background. 
 

 

 
There are advantages and disadvantages to giving schools the autonomy to 
determine how to spend the additional funding they receive. There is a risk that the 
funding will not be used to the best effect, or will be ‘absorbed’ into the school budget and 
not specifically allocated to supporting the young people who are identified as being at a 
disadvantage. However, these risks are often felt to be outweighed by the principle that 
decisions should be taken at the local level on how best to tackle ESL - it is at local level 
that stakeholders understand the reasons for ESL and how best it can be addressed for the 
young people in the area concerned. 
 
In Ireland, steps have been taken to avoid the risks described above. The DEIS programme 
has evolved over time and schools are now required to have a school plan which identifies 
how they will use the funds prioritising literacy and numeracy. The plan is reviewed by the 
Department and the Schools Inspectorate. This plan is seen to be key to the success of the 
scheme at local level, since a recent evaluation by the Inspectorate highlighted that poor 
planning (or no planning) was a factor where the outcomes of DEIS support were poor. In 
Spain too, schools are required to draw up an action plan in order to receive funding under 
the Reinforcement, Guidance and Support Plan (Programas de Refuerzo, Orientación y 
Apoyo, PROA).  
 
In France, an evaluation of the RAR over the period 2006-2010 identified mixed results146. 
The networks were found to have improved the educational outcomes of the pupils 
concerned in certain areas: there were reduced gaps between RAR and non-RAR schools in 
terms of the proportion of pupils who had repeated classes, the levels of attainment in 
maths in standardised tests at the end of primary education and results of the exam at the 
                                                 
145  Smyth, E. and McCoy, S., (2009), Investing in Education: Combating Educational Disadvantage, Economic and 

Social Research Institute, Dublin. 
146  Ministere de l’education nationale, de la jeunesse et de la vie associative (2010), Bilan national des reseaux 

ambition reussite. 
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end of secondary education (the Diplome National du Brevet). In other areas there was no 
evidence of improvement: there were stable gaps in the performance of pupils in non-RAR 
schools regarding other indicators, such as the levels in French in standardised tests at the 
end of primary education or orientation rates into vocational education after lower 
secondary education. Furthermore, there were higher gaps in terms of levels in French and 
maths at the end of lower secondary education and orientation rates from the first to 
second year of general upper secondary education. The evaluation report also notes that 
the social composition of classes in RAR has not changed significantly over the period. 
However, important positive developments mentioned by the report include the evolution of 
pedagogic practice, the stimulation of ambition among pupils, the dynamics created by the 
network and the strengthened coordination at the level of the Académies. 
 

 Early warning / monitoring / tracking systems 
 

There are several indicators which help to identify pupils at risk of dropping out of school. 
Early warning systems within the school can help to identify pupils at risk before 
they start to become alienated from school, play truant or drop out. Registering 
absenteeism more precisely can also help to identify pupils at risk and take early measures 
before they drop out or before more serious problems are created. 
 
Early warning systems can also be used to inform all different stakeholders involved 
in a young people’s life about their life at school: how well they are performing, 
whether there are problems with absenteeism/truancy and whether external factors seem 
to be influencing their ability to cope in school. Using the systems, teachers can identify 
and subsequently help students who are having difficulties with the school system before 
they feel that leaving school is the only option available to them. They can also be a useful 
way of informing providers of higher levels of education or employment services about 
students who are most at risk and who may need more support/attention after a transition 
(e.g. from primary to post-primary). 
 
Early warning systems have been developed across many countries in Europe in recent 
years. However their name varies strongly from one country to another (they can be known 
as absenteeism portals, etc.). Typically the development of such systems requires the 
creation of computer database which is used to collect information. In the Netherlands for 
example, a national database and e-tracking portal has been developed (see example 
below). 
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Box 3: Student monitoring database and e-tracking portal, NL 

 
NETHERLANDS 

Student monitoring database and e-tracking portal147 
A ‘Digital Absence Portal’ has been created for schools to report all absences. The portal 
notifies the relevant local authority immediately of the absence. This system is simple for 
schools to operate as it is not necessary to find out which local authority or supervisor they 
are obliged to contact for an individual pupil. In addition, all notifications follow a fixed 
procedure and after notification, the relevant officer addresses the absence in consultation 
with the school. The portal makes it easy to report absences and subsequently gives 
schools and instructors more time to react and prevent young people from dropping out of 
school. 
 
As part of the national policy framework for ESL in the Netherlands an improved student 
registration system was introduced, offering complete, reliable and up-to-date figures 
nationally, regionally and for each municipality and district. This data is mapped to socio-
economic data for each region, city and district including: ratio of ‘native Dutch’ citizens to 
ethnic minorities, unemployment rates and social benefits. The new, improved system 
ensures that national authorities have regular and reliable information on the level of ESL. 
It also allows them to assess the effectiveness of new practices. This registration system is 
known as the ‘Education Number’. As a result of this system there is an abundance of 
information available for the formulation of policy. Furthermore good practices can be 
shared between the regions.  
 
 
In Ireland, there is a records system for young people attending secondary level education 
and schools must send regular returns to the National Educational Welfare Board (NEWB). 
If the school has concerns over students or if students are absent for 20 days or more they 
must inform the NEWB and an Educational Welfare Officer should be sent out in response. 
However, one stakeholder noted that there is not a database or system of monitoring for 
children attending primary-level schools. This means that in the transition between primary 
and secondary – when an estimated 800 - 1 000 children drop out in Ireland – there is no 
system in place to monitor pupils and as a consequence some may ‘fall through the net’. A 
lack of data can therefore be a problem in terms of understanding or addressing problems 
of absenteeism, lack of transfer and ESL. 
 
External bodies or youth workers are charged with monitoring and supporting 
(potential) early school leavers in Denmark, Finland, France and the Netherlands. 
The French mission générale d'insertion (MGI) has been in place since the 1990s. As part of 
its activities to prevent school drop-out it implements ‘watch over’ units and individualised 
guidance for the most vulnerable students. In lower and upper secondary schools special 
working groups on ESL are set up under the responsibility of the school director. They 
include teachers, school management, social workers and nurses. They aim to identify the 

                                                 
147  Based on the following sources: Primarily from the Commission Staff Working Paper (2010), Reducing Early 

School Leaving, European Commission: Brussels. Cedefop (2010), Guiding at-risk youth through learning to 
work: Lessons from across Europe. Luxembourg: Publications Office of the European Union. Ministry of 
Education, Culture and Science, the Netherlands (2010), The approach to school drop-out: Policy in the 
Netherlands and the provisional figures of the 2008-2009 performance agreements. 
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risk of ESL, to prevent any interruption of schooling without an alternative being identified 
and propose adapted solutions with the help of MGI (e.g. linked to orientation, pedagogy, 
social or medical aspects, etc).  
 
Furthermore, mediators for success at school (Médiateurs de réussite scolaire) work with 
secondary school pupils who are regularly absent in more than 1 000 schools mainly 
located in areas concerned by the plan Hope for Suburbs (Espoir banlieues). The mediators 
contribute to the monitoring of absenteeism and daily activities to tackle absenteeism. This 
includes direct and immediate communication with the parents and dialogue about the 
rights and obligations of schools. Mediators are also in charge of building relations with 
local administrations, local NGOs specialised in social insertion, etc. Mediators are not civil 
servants but recruited under a special contract. They often come from disadvantaged 
areas. They are provided with specific training about the educational institutions and their 
management148.  
 
In Denmark, counsellors from the Youth Guidance Centres (Ungdommens 
Uddannelsesvejledning, YGCs) use an electronic database to monitor and contact young 
people who have just dropped out of school. Guidance counsellors choose how and when 
they contact the young person. In general, the first contact will be friendly and light, for 
example through a postcard, although a range of more technical communication methods 
have been piloted i.e. social networking websites. This initial contact is then followed up by 
a formal letter to remind the young person that he/she has a right to pursue education and 
training. The next step is to make a telephone call or to send a letter to the young person 
and maybe their parents and guardians. The last step will be a visit to the young person at 
home. Once in contact with the young person, the reasons the young person dropped out 
of a particular education programme are discussed. Guidance counsellors also present the 
benefits of education and training and future prospects, and seek to identify the most 
appropriate opportunities for the young person149.  
 
A similar approach has recently been developed in Finland. As stated earlier, since January 
2011, municipalities have been legally obliged to recruit youth outreach workers (Etsivä 
Nuorisotyö), whose task it is to contact and follow up young people who have left the 
education system before obtaining an upper secondary level qualification.  
 
Early warning systems can be used to inform the implementation of targeted 
support measures and to ensure that they reach out to the right children / young 
people. It is important that the resulting data are filtered to ignore absences which are not 
an indication of a tendency to ESL, but focus instead on students who may benefit from 
intervention. In Belgium for example, a new legislative text in 2005 reformed the process 
of identifying primary school students at risk of ESL in Wallonia. The new process is 
designed to identify only those absences which are likely to lead to ESL. Students who are 
absent from school for nine unjustified half days are automatically referred by the school 
management to government services. The earlier system referred those who were 
unjustifiably absent for just one half day and as a result was less efficient and slower to 
react to students with significant problems. 
 
As we have seen, most systems focus on tracking attendance at school. Other indicators 
are also used to identify young people who are at risk. In England, a number of local 

                                                 
148  Further information about mediators can be found: http://www.education.gouv.fr/cid23676/mediateurs-de-

reussite-scolaire-dans-le-second-degre.html [accessed March 2011]. 
149  This examples has been summarised from Cedefop (2010) Guiding at-risk youth through learning to work: 

Lessons from across Europe. Luxembourg: Publications Office of the European Union. 
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authorities have begun to develop indicators which help to identify young people who are at 
risk of becoming NEET. For example, the East Sussex local authority has been developing a 
‘risk of NEET indicator’ (RONI), which records a range of measures on a database - when a 
number are highlighted it indicates the risk of a student not progressing post-16. The 
system uses 11 measures (e.g. attendance rate, English as an Additional Language, 
exclusions from school, eligibility for free school meals, attainment results, special 
educational needs) and if three or four of these measures are highlighted then discussions 
are held with the young person and support put in place as necessary. It is expected that 
school staff will use the tool to identify particular students at risk of becoming NEET and 
arrange appropriate support that will help to avoid this outcome.  
 
Evidence from both national and individual school level in Austria show that the early 
warning system in place there has succeeded in considerably reducing the number of high 
school students receiving low grades, thus has potentially reduced the number of students 
dropping out due to poor educational outcomes. In particular, parents have been 
appreciative of the system as it offers them a better opportunity to be involved in the 
learning activities of their children. However, one study has shown that the early warning 
system works well to counteract ESL except in the cases of severely academically 
challenged young people, those who no longer have any interest in learning and those who 
wish instead to earn money. The student groups which do respond to such measures 
include those which for example are at risk of dropping out of school due to frequent 
absence and the associated bad grades150.  
 
In some countries or localities, the police are involved in tackling truancy. In Germany, 
police were involved in the ProgeSs (Projekt gegen Schulschwänzen) project in 
Niedersachsen. Specially trained police officers carried out targeted controls of typical 
youth meeting places such as shopping centres, pubs, train stations and amusement 
arcades. Through a talk with the young person the police officer would clarify why the pupil 
was not in school and if they were not authorised to be out of school, the young person 
would be asked to return to school immediately and the school informed. An evaluation of 
the ProgeSs project found that its central aims were met and the level of school truancy 
was reduced. According to teachers, the level of pupils who were absent from school 
unauthorised for five or more days in half a year decreased from 18.4 % to 10.2 % in the 
pilot schools and from 7.5 % to 5.7 % in the control schools (in both groups there was a 
reduction, which indicates that in addition to the school-based measures of the pilot other 
measures at the local level had an effect). In addition, crime prevention effects were found 
in relation to shop-lifting151. 
 

 Mentoring programmes 
 

Mentoring has become an increasingly popular method of providing personalised support 
to those in need. Mentoring programmes aim to create a structured and trusting 
relationship, bringing young people together with individuals who offer guidance, support 
and encouragement. Mentoring programmes can be offered by a large range of 
stakeholders and are typically regional, local or even school-specific in scale. Mentors 
themselves may be internal or external professionals, volunteers or young people 
themselves.  
 

                                                 
150  Riepl. Barbara (2004), Jugendliche SchulabbrecherInnen in Österreich; Ergebnisse einer Literaturstudie. 
151  Brettfeld, K., Enzmann, D., Trunk, D., Wetzels, P. (2005), Das Modellprojekt gegen Schulschwänzen  (ProgeSs) 

in Niedersachsen: Ergebnisse der Evaluation. (The pilot project against school truancy (ProgeSs) in 
Niedersachsen: Results of the Evaluation). University of Hamburg.   
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A number of mentoring projects aim to support young people to improve their 
levels of attainment. In Spain for example, the aforementioned PROA Plan includes the 
‘School Mentoring Programme’ for pupils with difficulties in the final cycle of primary 
education and the early years of secondary education. These students receive educational 
support outside of regular school hours from young mentors and/or members of the 
teaching staff. The aim is to boost learning and academic performance, thereby improving 
the pupils’ social integration. In Belgium (Wallonia) community tutoring programmes 
support pupils in upper-secondary education to reduce year repetition and facilitate their 
transition to higher education. The programme is aimed at schools with a large population 
of students with socio-economic disadvantage and immigrant backgrounds. The tutors are 
university or college students who offer support to groups of three to eight students via a 
specific course. 
 
Mentoring programmes can also be used to raise aspirations and motivation 
among young people. In Denmark the Rise and Follow Your Dreams (RISE CPH) 
programme aims through group mentoring to ensure that all young people enrol in and 
complete a youth education programme. In general, mentoring consists of a group of three 
mentors who work with one class. The mentors are aged 20-28 years of age and are all in 
the process of completing or have completed their education. Each mentor has 20 minutes 
to talk to the class and to share their personal experiences with the group. The stories tend 
to concentrate on how the mentors have overcome educational barriers that they have 
faced in the past. The stories are interesting for the young people as they can give them 
ideas of how to deal with similar issues and difficulties they may be experiencing in their 
own lives. The students also have the opportunity to ask questions after they have heard 
the stories and the questions are discussed by the group. Anecdotal evidence shows that 
the mentors have had a positive impact on students. Young people have personally thanked 
them for sharing their experiences with them and have stated that the mentoring has 
encouraged them to pursue education. Teachers have also been pleased with the outcomes 
of the project and have requested further sessions with the mentors152.  
 
In Ireland the mentoring programme ‘Business in the Community’ involves volunteers from 
local businesses who provide their mentees with help with interview techniques and CV 
preparation. The young people also participate in on-site visits to the business and a 
summer placement. The aim of the programme is to raise the aspirations of the young 
people participating and to support their transition into the labour market.  
 
In Finland, mentoring is widespread in upper secondary level schools; the goal of the 
activity is to ensure that students have someone (a peer) to rely on / support them during 
their first year at a new school. Today, around half of all schools have such an arrangement 
in place. Mentors are trained, older students from the same school. They carry out the role 
as unpaid volunteers. The mentoring scheme, associated training and manuals have been 
designed and implemented in close collaboration with unions representing students of 
general and vocational upper secondary education.  
 
The peer support programme in the Netherlands can be used by schools to address a 
number of issues, including helping young people to make choices about their studies and 
career, helping to improve attainment, and helping to make the transition to the school 
easier. It is described in the box below. 
 

                                                 
152  This example has been summarised from Cedefop (2010), Guiding at-risk youth through learning to work: 

Lessons from across Europe. Luxembourg: Publications Office of the European Union. 
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Box 4: Peer support programme, NL 

 
NETHERLANDS 

Peer support programme153 
In South Holland (Holland Zuid) the Peer support programme was established in 2003 
under the Aanval op schooluitval framework programme. The programme consists of a 
network of peer leaders, coaches, mentors and mediators who provide support for students 
who may not be performing well or are experiencing problems inside and out of school.  

 The peer leader acts as a host for new students in vocational schools; the role of the 
peer leader is to make new students feel welcome and to help them get used to the 
school. Furthermore they assist the peer tutors, mentors and mediators. There are 
usually two peer leaders per group.  

 The peer tutor helps students with schoolwork that they may be having difficulties 
with. The tutor helps with homework and preparation for exams and with devising 
study plans and making subject choices. Peer tutors receive training in order to 
carry out their role effectively.  

 The peer mentor acts as a role model with whom classmates can identify. The 
mentor supports students who may be experiencing worries and anxieties related to 
school, for example, students who are bullied, students who have disabilities and 
students who may have problems in their home life. The peer mentor may also help 
with the study plan.  

 The peer mediator is trained to intervene in conflicts that may arise between 
students. Mediators work in pairs and help to find solutions with the students 
involved. 

 
The individual school can choose what type of mentoring is required for the students.  
 
The peer support programme contributes to the development of pupils. It helps students to 
develop assertiveness and other social and cognitive skills, and to develop stronger ties 
with the school. Students who receive mentoring feel safer at school, have support to 
complete their schoolwork and develop more appropriate behaviour. These outcomes can 
reduce the rate of ESL.  
 
Positive relationships with teachers are central to student engagement and learning and 
can have an influence on whether young people remain in school, as well as other 
outcomes such as academic achievement and personal/social development154. For young 
people who have not formed a positive relationship with their teacher(s), mentors can 
provide the link they need to a supporting adult; they listen to and advise the young 
person, rather than telling them what to do. Sometimes the activity to be undertaken is left 
free for the young person and his/ her mentor to decide upon, as is the case for example in 
the programme run by the Rainbow Association in Slovenia. This programme gives mentors 
and their mentees the freedom to decide on the activities they want to pursue during their 

                                                 
153  Peer Support: 

http://www.aanvalopschooluitval.nl/vervolg.php?h_id=10&s_id=57&v_id=53&d_id=41&titel=Peer_Support 
[accessed March 2011]. 

 Peer support website: http://www.peersupport.nl/ [accessed March 2011]. 
 LOB onderzoek: http://www.aanvalopschooluitval.nl/userfiles/Ecorysonderzoek(1).pdf [accessed March 2011]. 
154  Byrne, D. and Smyth, E., (2010), No Way Back, The Dynamics of Early School Leaving, Dublin: Economic and 

Social Research Institute. 
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weekly meeting, which might for example be a visit to a park, gallery, sports centre or 
swimming pool where they have the chance to get to know one another, build a 
relationship based on trust and discuss issues affecting the young person155. 

 Extra tuition, individualised support and teaching assistants 
 

Research suggests that grade repetition does not necessarily lead to better achievement; in 
fact it can result in weaker performance by the student concerned. Furthermore, being 
labelled as a ‘repeater’ can have important negative consequences on the student's future 
school career. Thus there is research evidence that shows that limiting grade repetition 
and replacing it with flexible individual support has been associated with lower 
ESL.  
 
Some countries advocate the use of individual support aiming to reduce the number of 
young people who are required to repeat a grade. This can involve, for example: 

 making additional after-school tutoring available for under-performing students, or 

 introducing or increasing the number of teaching assistants is a way of supporting 
students at risk. 

 
Supplementary tuition can help to tackle problems individual students may experience 
before the problems escalate. In Hungary for example, if a pupil repeating a year has 
previously repeated one or more years, the school must provide him/her with support 
lessons to enable him/her to attain the required level156. In Lithuania, the number of 
students having to repeat a year is said to be decreasing as a result of preventive 
measures, e.g. support to under-achieving students during the course of learning. 
 
In France, the individualised programmes for success (PPRE) aim to support young people 
to avoid school-year repetition or to benefit from an unavoidable repetition.  
 
Box 5: Individualised programmes for success (PPRE), FR 

FRANCE 

 Individualised programmes for success (Programme personnalisé de 
réussite educative, PPRE) 

PPRE target primary and lower secondary school pupils experiencing difficulties with reading, writing 
and numeracy and who are in danger of leaving school without completing an upper secondary level 
qualification. Students are assigned an individualised action plan to help them to learn and develop, 
while taking into account their individual circumstances. Within the PPRE the school agrees a 
'contract' with the pupil and his or her family. This contract includes a help and support programme 
both during and outside school hours, and sets out the objectives and the resources attributed to the 
pupil and to his or her family. The objective is to avoid repetition of the school year or to benefit from 
an unavoidable repetition.  

In the Académie of Besancon, an evaluation of PPRE in lower secondary schools has shown that they 
last in general between four and six weeks; 90 % of PPRE were considered useful regarding pupils’ 
attitudes; 60 % in terms of acquisition of new capacities; but only 40 % were useful for acquiring 
new knowledge. In 55 % of cases the use of PPRE was considered to have a positive influence on 
teachers’ professional methods157. 
 

                                                 
155  Cedefop (2010), Guiding at-risk youth through learning to work: Lessons from across Europe. Luxembourg: 

Publications Office of the European Union.  
156  Eurydice (2011), Grade Retention during Compulsory Education in Europe: Regulations and Statistics. 
157  For further information, see: http://www.ac-besancon.fr/siteaca/internet/spip.php?article405 [accessed March 
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The advantage of extra tuition is that it can be tailored to the learner’s individual 
circumstances. In Ireland for example the focus of additional tuition is on supporting the 
development of literacy and numeracy skills. The Reading Recovery programme is an early 
intervention measure designed to reduce literacy problems. Teachers deliver a specially 
designed series of lessons, which are intended to provide intensive help for children who 
fail to make sufficient progress in reading and writing after one year in school. 
 
The additional tutoring / tuition is not always carried out by a teacher. In France the 
network of specialised accompaniment for pupils facing difficulties (Réseaux d'aides 
spécialisées aux élèves en difficulté, RASED)158 provides specialised support during school 
hours for students in pre-primary and primary schools who are facing particular pedagogic 
and adaptation difficulties. It is provided by school psychologists and specialised teachers 
who complement the role of teachers and contribute to putting in place adapted solutions.  
 
Teaching assistants can support pupils who are falling behind in terms of 
attainment or children / young people with special educational needs. Teaching 
assistants can also be used to support minority groups and in Greece, Latvia and Hungary 
teaching assistants are employed to support young people from the Roma community. In 
some countries, the teaching assistants themselves are from the Roma community, which 
can help to ensure a positive relationship between the child and adult and that the support 
provided to the child takes account of his / her background and culture. In Hungary for 
example, unemployed Roma adults are recruited as teaching assistants and in the Czech 
Republic Roma teaching assistants contribute to the transition process by helping pupils to 
adjust to the school environment, actively communicating with students, their families and 
the wider community, as well as helping teachers with educational activities. In Spain, 
student and teacher representatives interviewed for this study identified support teachers, 
who provide support in the regular classroom, as an effective means of avoiding 
segregation and providing more individualised support.  
 
Examples were identified of the provision of additional tutoring both during and outside 
of school time. In Spain, compensatory education programmes provide reinforcement so 
that students with certain difficulties can reach the level of their classmates. Compensatory 
education tends to be organised through small support groups of students (a maximum of 
eight in a group) that meet outside of the normal classroom and during the school day (a 
maximum of eight hours per week). It is aimed at students who are behind in the 
curriculum and with learning difficulties, as well as at immigrant students with difficulties 
resulting from their lack of knowledge of Spanish (in this case the number of hours per 
week can be increased in intensive language programs). 
 
However, there are also criticisms of the use of extra tuition / tutoring measures. Because 
of their individualised nature and focus on a particular age group, such support will only 
reach a small percentage of the number of children who need integrated, intensive and 
expert teaching159. 
 
This also appears to be an area which is at particular risk in the context of public sector 
budget cuts resulting from the economic crisis. In Ireland for example, in the Budget for 
2011 the phased reduction of language support teachers by 500 posts over four years was 

                                                 
158  For further information, see: http://www.education.gouv.fr/cid24444/reseaux-d-aides-specialisees-aux-eleves-

en-difficulte-rased.html [accessed March 2011]. 
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announced160. In France, several interviewed stakeholders mentioned that the RASED 
programme mentioned above is playing a crucial role but that currently the scheme is 
receiving less and less support (reduction of posts for specialised teachers), which is 
limiting its capacity to address identified needs. 
 

 Support for transition 
 

The vast majority of children transfer successfully from primary to lower secondary level 
and from lower secondary to upper secondary. Attendance rates however tend to decline in 
the second year of post-compulsory education, suggesting that in fact the transition was 
not as successful as first thought, or that the students have not been supported sufficiently 
in their new educational path161.  
 
In most countries, there are considerable differences between primary and secondary level 
education, including for example the change from having one class teacher for all subjects, 
to numerous subject-specialist teachers. Primary schools tend to be relatively small and 
familiar, compared to much larger secondary schools. Research in Ireland has shown that 
some children find it hard to adjust to their new setting and that there is a significant 
difference between last year of primary and first year of secondary in perceptions of being 
treated fairly in school, and in willingness to ask a teacher a question162.  
 
Support is needed before, during and after transition. Support is necessary before the child 
moves from primary to secondary level because it is possible that otherwise he / she might 
drop out, especially since, as highlighted above, monitoring / tracking systems tend to 
cover secondary level only, or are not joined up between primary and secondary level. In 
Sweden for example, it is suggested that information exchange between primary and 
secondary schools could be enhanced – better cooperation to identify those at risk and the 
provision of support for them during the transition period could help many young people in 
the transition process. 
 
In Finland, a highly successful Career Start programme (see box below) has been 
introduced in the VET sector. This allows young people who are unsure about their career 
direction to ‘pick and mix’ courses from VET schools and thereby identify fields of study 
they are interested in. The goal is, on the one hand, to reduce ESL from VET as more 
young people will be sure about their study choice and, on the other hand, to offer a 
supported study opportunity for those who may have dropped out of education straight 
after compulsory education. The programme is viewed as a great success and the student 
union for general upper secondary level studies would like to see a similar programme 
being introduced in its sector. 
 
 
 
 
 
 
 
 
                                                 
160  Children’s Rights Alliance (2011), Is the Government keeping its promises to children? Report Card 2011, 

Children’s Rights Alliance, Dublin. 
161 Cedefop (2010), Guiding at-risk youth through learning to work: Lessons from across Europe. Luxembourg: 

Publications Office of the European Union. 
162  Downes, P., (2010), ‘It’s the heart, stupid’. Emerging Priority Issues for Prevention of Early School Leaving: A 
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Box 6: The Career Start Programme, FI 

 
FINLAND 

The Career Start Programme (Ammattistartti) 
Ammattistartti began as a pilot in 2006 and has now been introduced as one of the 
mainstream activities in the education to work transition agenda. It is aimed at school 
drop-outs and young people who have not decided on their career direction. The 
programme allows young people to try out different vocational courses, visit work and 
training places, access professional career guidance and other support options in order to 
explore different career and job opportunities before selecting their study or employment 
route. The programme also allows participants to develop study and life skills and improve 
their basic numeracy and literacy skills. 
 
The programme lasts for 20-40 study weeks, depending on the needs of the individual, and 
students are able to move easily from the programme to courses leading to certification, 
which will take into account prior learning undertaken during the preparatory phase. 
 
Out of 2 800 participants whose progress was followed during the pilot phase, 1 900 found 
a path to education, training (including apprenticeships) or employment already during 
their time on the programme163.  
  
 
A number of countries have measures in place to counter the possibility of ESL occurring at 
the early stages of secondary education. These are often developed and delivered at local 
level or at school level. Several countries have for example mentoring or ‘buddying’ 
systems in place, where older students support newcomers during their first year in the 
post-primary school. However, the provision of such a system depends on the school and 
one stakeholder suggested that national-level guidance, such as an information pack, might 
help to support schools in developing and delivering such systems.  
 
Greater communication between teachers at the different school levels can also be a way of 
facilitating a smooth transition, since the teacher at primary level will often know his / her 
students well and be able to provide information about their specific circumstances and 
needs. In Spain, the national plan to reduce ESL states that the transition of students 
between primary education and ESO should be better facilitated and measures to support 
students in the first two years of ESO should be introduced, including further cooperation 
between teachers164.  
 
In France, many secondary schools organise a ‘welcome’ day/week for new pupils. For 
example at the upper secondary school Jean Moulin of Les Andelys165 in the Académie of 
Rouen, a welcome programme is run for all newcomers (at different sections/levels) and 
their families, to inform them of the rules of the upper secondary school, the content of 
education provided, etc. This programme also presents an opportunity to identify any 
potential issues with the choice of options or where students have additional needs for 
support. Another similar example at the vocational secondary school Jules Siegfried of Le 

                                                 
163 Jäppinen, Aini-Kristiina (2010), Onnistujia opinpolun siirtymissä: Ammatilliseen peruskoulutukseen ohjaavan ja 

valmistavan koulutuskokeilun (ammattistartti) vaikuttavuus. Loppuraportti. Opetushallituksen julkaisu. 
164  Ministerio de Educación, política social y deporte (2008), Plan para la reducción del abandon escolar. 
165  http://www.ac-
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Havre166, is the personalised welcome to newcomers within a visit to the school. This 
provides them with an opportunity for self-assessment and dialogue about strengths, 
weaknesses and interests, makes them feel responsible for the success of their professional 
project and also presents an opportunity to initiate a quality dialogue with their parents. 
 
In the Netherlands, there are many examples of different projects that aim to address the 
issue of transition within the different regions. One of these is the ‘Spirit4You’ programme 
in the Hague, which encompasses a range of different actions, including a summer school 
focusing on preparing young people for the transition from primary to secondary school and 
from lower to higher levels of vocational education. The transfers are also monitored and 
students are given appropriate support to ensure that they are not at risk of leaving within 
the first years at their new school. School support advisory teams have been established, 
consisting of professionals who provide care for children and parents.  
 

 Financial support for students or families 
 

Perhaps the kind of policy most directly targeted at preventing ESL is one that recognises 
and responds to the financial difficulties that cause many young people to leave school 
early. Some countries provide financial support direct to students or to their families, if 
they continue to attend school. Some payments are also dependent on the student’s 
achievement. Young people / families eligible for such payments are generally identified on 
the basis of their income or other socio-economic criteria (e.g. children from an ethnic 
minority, children from large families or single parent families). Financial support can come 
in the form of grants, subsidies, tax relief, allowances or scholarships.  
 
For example, in Slovakia, motivation scholarships have been found to have a positive effect 
on students’ attendance and attainment. School directors have tied the scholarship award 
to conditions relating to school attendance and fulfilment of study duties. As a result, the 
school attendance of the students receiving scholarships has improved, which in many 
cases resulted in better performance at school.  
 
Penalties are sometimes incurred if the child / young person does not meet the conditions 
of receipt of the benefits. In Belgium (Flanders) for example, if pupils in receipt of grants 
have a high level of truancy for two years in a row, they lose their grants.  
 
Several countries also offer free transport to school, free or subsidised school meals or 
materials. This is the case for example in Estonia, Latvia, Lithuania and Finland (free school 
meals), Portugal and Slovenia (free school transport). 
 
In the UK however, there is conflicting evidence of the effects of such financial incentives, 
as outlined in the box below.  
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Box 7: The Educational Maintenance Allowance, UK 

 
UK 

The Educational Maintenance Allowance (EMA)167 
One of the key forms of financial support in the UK has been the Educational Maintenance 
Allowance (EMA), which gave students up to GBP 30 per week for attending post-16 
education. Payments were dependent upon attendance. The current government has now 
ended the scheme, with the last payments being made at the end of the 2010/11 academic 
year.  
 
The Department for Education has cited research by the National Foundation for 
Educational Research reporting that 90 % of students who received the EMA would have 
still continued with their education without the payment. However, an evaluation conducted 
under the former government showed that the EMA resulted in staying-on rates in full-time 
education that were higher than would otherwise have occurred, and the initiative also 
appears to have had positive impacts on parental attitudes to staying-on among young 
people.    
 

 

 After-school activities 
 

Activities outside school hours and / or the school building can be a means of re-engaging 
learners who are at risk of dropping out. Both educational opportunities and extra-
curricular activities can be provided. While the former, including intensive support in 
specific subjects and also support for ‘learning to learn’, can help participants to catch up 
and to revive their interest in learning, the latter, including social, cultural and sports 
activities, can help the participants to re-build a positive relationship with the school and / 
or its staff, as well as providing fulfilling activities which can boost self-esteem and reduce 
frustration. Extra-curricular activities can also help to improve the social skills of the pupils 
concerned and promote greater cohesion among the school cohort. Thus, the importance of 
non-formal education for reducing ESL is uncontested.  
 
The aim of ‘open schools’ in France is for students to become actively involved in school life 
and see the school as a place they want to be. This initiative, which was launched in 1991, 
enables students to access some schools on Wednesdays and Saturdays and in the school 
holidays. Students are able to take part in a variety of different activities; educational 
(which accounts for 34 % of activities offered and includes help with homework/learning 
methods and specialist support), cultural (27 % of activities), sports or social, changing the 
way they perceive their school and its staff, and vice versa.  
 
After-school activities need to find the right balance between supporting homework and 
bringing outside classrooms into spaces such as sports and community centres. In the 
Netherlands the principle of the extended school (brede school) ensures that disadvantaged 
students receive extra support, lessons and guidance, as well as leisure activities. The first 
brede schools were set up in deprived areas with the aim of providing a full day of care for 
children whose parents were at work full time.  
                                                 
167  http://www.direct.gov.uk/en/EducationAndLearning/14To19/MoneyToLearn/EMA/DG_066955 [accessed March 

2011]. 
 http://www.bbc.co.uk/news/education-12209072 [accessed March 2011]. 
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In some countries it is mandatory for schools to provide support to children and young 
people after school. In Poland, schools are obliged to organise some after-school activities 
for their pupils, including additional classes for under-achievers, special classes to support 
preparation for national exams, sport, art activities and other activities which should 
develop the interests of students (e.g. science clubs). In Sweden, it is the municipalities 
which are required by law to provide childcare for school-age children up to the age of 
12168.  
 
In Hungary, the European Social Fund (ESF) supported the creation of a network of centres 
(‘Tanoda’) aimed at providing disadvantaged children, mainly but not exclusively Roma, 
with the extra support that better-off children would normally receive at home. The centres 
help children with homework and also organise art and sport activities. School performance 
and attendance have dramatically risen since the Centres were established. A key success 
factor seems to be the direct involvement of representatives of the Roma community and 
of parents. 
 
In France, some after-school educational activities target pupils from primary and lower 
secondary schools who depend on priority education (RAR, RSR networks). After-class 
support is offered four times a week for about two hours, to help pupils do their homework, 
sport, cultural and artistic activities and to provide extra oral practice for foreign languages. 
Support is delivered by voluntary teachers, teaching assistants, pedagogic and linguistic 
assistants, staff from recognised associations, artists, and students. 
  

 Support for children from minority groups and disadvantaged backgrounds 
 

In the majority of European countries and contexts migrant pupils show significantly higher 
rates of ESL than the native population. Their reasons for dropping out are typically 
complex. Some countries try to reduce ESL among migrant populations by investing in 
integration support for newly-arrived migrant children. This support can include temporary 
reception/integration classes or recruiting teachers’ assistants in schools with high numbers 
of migrant children to help them to integrate. 
 
Most migrant children have specific needs in terms of learning the language of the host 
country. The majority of countries therefore offer support in ‘additional’ or 
‘second’ language learning. In Denmark, Danish as a Second Language was first 
introduced in 1995 as a subject in the Folkeskole. The subject is taught to all pupils who 
are considered to need instruction in order to perform at the same level as their native 
peers in other subjects. There is also increasing focus on the integration of language and 
content learning. Within the VET sector, an optional subject called ‘vocational Danish as a 
second language’ has been developed for bilingual students who need to improve their 
Danish language proficiency in order to complete their programme. In Sweden, every pupil 
who has a native language other than Swedish has the right to receive extra tuition in that 
language. Pupils with a foreign background can study Swedish as a second language 
instead of as the first language but they must study one of these two options. In the school 
year 2009/10 approximately 173 000 compulsory school pupils were reported as being 
eligible for their own native language tuition, representing 19 % of all pupils169. 
 
 
 

                                                 
168  Skolverket (2010), Your child’s leisure time is important. Information about leisure-time centres.  
169  Skolverket (2010), Facts and figures about pre-school activities, school-age childcare, schools and adult 

education in Sweden 2010, Swedish National Agency for Education, Summary of report 349. 
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Support for language learning can also come in the form of materials as well as actual 
lessons. In Greece, in order to provide additional tutoring in the Greek language as well as 
in other subjects to Roma students, 32 books (six of them designed for instructors) have 
been published as teaching support material, which take into account the particular cultural 
background of the Roma. The first project results showed that the percentage of students 
who leave primary school has been reduced from 75 % (in 1997) to 24 % (in 2001) and 
the number of Roma students entering secondary schools has increased170.  
 
Separate ‘preparatory’ or ‘integration’ classes are offered in some countries to 
children and young people from minority groups, to help them to settle in to their new 
school and home. In Greece, there are special integration classes for repatriated Greeks 
and foreign students. In 2002, 400 reception classes and 500 support classes were in 
operation with the aim of teaching Greek as a second/foreign language in order to promote 
the effective (re)integration of repatriated and foreign students into the Greek educational 
system. Preparatory classes are also offered to Roma children in Greece, to ensure their 
smooth integration into the school environment and to provide them with extra support. In 
France, temporary initiation classes (classe d’initiation) at primary level for immigrant 
children, in order to learn or improve their French, are combined with mainstream classes 
for the subjects that are most accessible to them.  
 
The needs of migrant and other minority children may not be limited to language support. 
There may also be cultural issues to address such as attitudes to education and 
expectations that the young person will join the labour market at an early age. Changing 
the attitudes of parents is therefore important. For example, in Bulgaria motivational 
campaigns have been run to encourage Roma parents to enrol their children into 
mainstream schools outside the Roma neighbourhoods. In Greece, the support offered to 
families through mobile support centres is identified as a success factor of the programme 
‘Education for children of the Muslim minority of Thrace’. These centres aim to sensitise 
parents, offer them psychological support and counselling in order to address problems that 
may be leading to poor school performance and ESL and offer Greek language courses to 
parents (especially mothers). 
 
Providing teachers with the skills to address the needs of a multicultural 
classroom is also important. In the Czech Republic, as part of the project ‘Programme of 
support for the integration of the Roma community’, a number of actions are taken to 
support pedagogical staff to understand the specific needs of Roma pupils. These include 
training for teachers in utilising effective methods for the education of Roma children and in 
creating an inclusive environment at school and in class; and training for teaching 
assistants working with socially disadvantaged children, pupils and students.  
 
Desegregation policies aim to change the social composition of schools and to 
provide better access for children from low socio-economic backgrounds to 
schools with higher socio-economic composition. Some of the desegregation 
strategies used by authorities in different countries include, for example: 

 ‘bussing strategies’ – transporting some children from disadvantaged 
neighbourhoods to better schools in other areas of the city/region; and 

 Roma integration policies (seeking to integrate Roma children in mainstream 
education). 

 
                                                 
170  GHK Consulting (2005), Study on access to education and training, basic skills and early school leavers (Ref. 

DG EAC 38/04). European Commission. 
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Desegregation measures may not be easy to implement. This can be due for example to 
resistance from the local community and parents of children attending the schools 
concerned. In Greece for example, despite Ministry communications to schools, 
desegregation policies can be hindered by public opinion which is often negative, especially 
towards Roma children attending mainstream schools. Media reports of parents threatening 
to remove their children from schools where children from minority groups are enrolling are 
not rare. In many cases there are wider social and cultural issues that need to be tackled in 
order for desegregation to be effective.  
 
An issue raised in Lithuania, which is among the countries where the extent of emigration is 
among the highest in Europe, is the provision of education to children whose schooling has 
been affected by their parents’ migration. This might be children who are living abroad with 
their parents, or children who have returned to Lithuania with their parents but lack 
Lithuanian language skills and have not participated in the Lithuanian education system. A 
number of measures are in place to support emigrants including171: 

 for pupils who have returned to Lithuania it is possible to continue education at 
general schools (additional support is provided to fill in the gaps of the education 
programme); 

 for migrant children and returned Lithuanians who cannot speak Lithuanian, there 
are opportunities to study the Lithuanian language for one year in transition and 
mobile transition groups, before they continue their studies at general schools. 

 
There are examples from a number of countries of successful projects supporting young 
people from minority groups. In Denmark for instance, the We need all youngsters (Brug 
for alle unge) programme, which was launched by the Ministry of Refugees, Immigration 
and Integration Affairs and ran between 2002 and 2010, has led to positive results. The 
programme developed and piloted activities to ensure that the target group and their 
parents are aware of educational opportunities and to encourage the participation of 
immigrant students in the education system. Activities included: homework cafes; role 
models with immigrant backgrounds providing information about the Danish education 
system; education and career fairs; and recruitment campaigns. An evaluation revealed 
that 50 % of participants found the use of role models to be inspiring and encouraged them 
to complete their education. Furthermore between 2003 and 2006 around 80 homework 
cafes were set up and run by approximately 900 volunteers, who every week helped 
around 1 600 children and young people. Over 8 000 people visited the education and 
careers fairs and this has helped to inspire 44 % of young people in the target group to 
enrol in or complete education. 
 
In Luxembourg, intercultural mediators were introduced in schools in 1999, in response to 
the arrival of a large number of asylum seekers, the majority of whom came from the 
Balkans (intercultural mediators speaking Albanian and Serbo-Croat). The demand for 
intercultural mediation has increased continuously and now extends to an increasing 
number of languages: Portuguese, Chinese and Russian. All the feedback from teachers, 
school principals and parents of pupils confirms the effectiveness of mediation in informing 
parents, facilitating the educational integration of children and resolving misunderstandings 
between parents and schools. In 2006, this measure was highlighted in the annual report of 
the European Observatory against Racism and Xenophobia and presented as an example of 
best practice. 
 

                                                 
171  The Ministry of Education and Science (2010), Lithuanian Education. Only facts.     
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4.3. Structural/system focussed preventive policies and measures 
 

 Teacher training 
 

Teacher training can improve the quality of teaching and subsequently enhance the 
learning experience for pupils and students. Evidence suggests that the quality of teaching 
is strongly related to the educational performance of students and is one of the most 
important factors in educational attainment172. The effect that teaching can have on the 
educational performance of students suggests that quality teaching will also affect ESL 
rates. Furthermore, since research has found that young people who drop out of school are 
more likely to report negative relationships with their teachers173, it is clearly important 
for teachers to have the skills to engage and motivate all students in their class. 
Teacher training can enable teachers to identify at-risk students and find effective ways to 
work with them.  
 
The role of teachers has become more complex in recent years and the demands placed on 
them have increased. In addition the teaching environment has become more challenging. 
For example, classrooms now consist of a more diverse range of young people from 
different backgrounds and with diverging levels of ability. Member States have been 
reviewing the methods used within initial teacher training and continuing professional 
development (CPD) opportunities to help teachers adapt to these developments174.  
 
However, teacher training reforms directly related to reducing ESL were only identified in 
two countries: Greece and Spain. In Spain for example, the National Action Plan to reduce 
ESL states that teacher training should aim to raise awareness of the problem of ESL. 
Training programmes should focus on techniques to encourage students to reach their full 
potential and methods of monitoring and tracking students who are at risk of leaving school 
early175. 
 
By training teachers in the support needs, cultural background and issues faced by specific 
groups at risk of dropping out, teacher training can contribute to the fight against ESL. In 
Denmark, Ireland, Greece and the UK, initial teacher training has been adapted to address 
the diversity of the student population, for example to take account of the increasing 
number of students for whom Danish is not their first language in Denmark and to increase 
competences in teaching students with special needs in the UK. In Ireland, there is a 
module on educational disadvantage within initial teacher training (however this module is 
not compulsory). In Greece, from 2002 onwards CPD programmes have been targeted at 
teachers to develop their skills in teaching Greek as a second language to Muslim children 
who speak Turkish at home and who start primary school without knowing Greek, and in 
engaging with the target group of children176. 
 
 

                                                 
172  European Commission Communication COM (2007), 392 Final, Improving the Quality of Teacher Education, 

European Council (2009). Conclusions of the Council and of the Representatives of the Governments of the 
Member States, meeting within the Council of 26 November 2009 on the professional development of teachers 
and school leaders. 

173  Darmody, M, McCoy, S, Smyth, E (2007), Adolescents’ Educational Attainment and School Experiences in 
Contemporary Ireland, Economic and Social Research Institute; Byrne, D. and Smyth, E., (2010), No Way 
Back, The Dynamics of Early School Leaving, Dublin: Economic and Social Research Institute.  

174  European Commission (2009), Progress towards the Lisbon Objectives in Education and Training, Indicators 
and benchmarks. 

175  Ministerio de Educación, política social y deporte (2008), Plan para la reducción del abandono escolar. 
176  Information on the Education of Children from the Muslim Minority can be found: 

http://www.museduc.gr/index.php. 
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 Pre-primary education 
 

There is ample research evidence to show that high quality pre-primary education can 
improve the social and educational opportunities of all children177 and can produce 
significant socio-economic returns in the long term. This is due to the fact that it can 
compensate (to a certain degree) for a lack of physical and cognitive stimulation at home, 
therefore children from disadvantaged families benefit in particular. 
 
This is illustrated, for example, by PISA data from 2003: children who participated in early 
education programmes scored significantly higher in mathematics at age 15 even after 
accounting for socio-economic status. In Ireland, a cost-benefit analysis in 2005 showed 
that for every EUR 1 invested in early childhood education and care (ECEC), a return of up 
to EUR 7.10 could be expected. A separate study also showed that where educational 
attainment is traditionally low and unemployment and poverty levels high, investment in 
ECEC can change the life chances of a generation178. For these reasons, pre-primary 
education can be used to tackle some of the problems that can lead to ESL at a later date.  
 
Eurostat data shows that countries with high rates of participation in pre-primary education 
(e.g. Belgium, France and the Netherlands) have relatively low levels of ESL. However 
countries with significantly higher rates of ESL (Spain and Malta) also have participation 
rates above the EU-27 average of 85 %. This shows that pre-primary education alone 
cannot solve the problem of ESL but can have a positive impact on it, when implemented 
together with an appropriate package of measures (see Figures 26-29 and Tables 21-22 in 
the Statistical Annex 2 for further statistical information).  
 
There are valuable findings available at national level to demonstrate the impact of 
participation in pre-primary education on ‘readiness’ for schooling and attainment, which 
are both factors in the ESL process. For example, the Effective Provision of Pre-School 
Education (EPPE) project was undertaken in the UK in 2004 to identify the positive effects 
that pre-primary education can have on educational development at later stages. The study 
found that participation in good quality pre-primary education contributes to combating 
social exclusion and promoting inclusion by providing disadvantaged children with a better 
start in primary school. The results also signify that pre-primary education has positive 
effects on the progress of children that are more visible than family influences. The project 
is described in the box below. 
 
 
 
 
 
 
 
 
 
 

                                                 
177  See, for example, European Commission and NESSE (2008), Early Matters Symposium Conclusions; UNESCO 

(2008) Education for All; Commission Communication on Equity and Efficiency in Education and Training, 
COM(2006) 481, p.5; OECD (2006) Starting Strong II: Early Childhood Education and Care; Penn (2009), Early 
childhood education and care. Key lessons from research for policy makers; Unesco (2007), Educational 
Panorama 2007: achievements and challenges. 

178  National Economic and Social Forum (2005), Report no. 31: Early Childhood Care and Education, Dublin: 
National Economic and Social Forum, cited in Children’s Rights Alliance, Is the Government keeping its 
promises to children? Report Card 2011, Dublin: Children’s Rights Alliance. 
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Box 8: The Effective Provision of Pre-School Education (EPPE), UK 

 
UNITED KINGDOM 

The Effective Provision of Pre-School Education (EPPE)179 
The Effective Provision of Pre-School Education (EPPE) project was a longitudinal study of a 
national sample of young children’s development between the ages of three and seven 
years. To investigate the effects of pre-school education, the EPPE collected a wide range of 
information on 3 000 children. 
 
The results of the project demonstrate the positive effects of pre-primary education at 
different stages of primary school: 

 at primary school entry (5 years) 

 in Years 1 and 2 (ages 6 and 7). 
 
The project showed that pre-school experience enhances all-round development in children. 
The duration of attendance is important. Starting at an earlier age (below three years), 
increases intellectual development. However, full time attendance did not produce better 
results than part-time provision. 
 
Children from disadvantaged backgrounds benefit significantly from good quality pre-
primary education. This is especially notable if pre-primary groups consist of a mixture of 
children from different social backgrounds.  
 
The results of the EPPE project showed that the quality of pre-primary education was linked 
to academic attainment, affecting scores on standardised tests in reading and mathematics 
at the age of six. This impact was evident in the development of academic competences 
rather than social and behavioural development. However at the age of seven this 
connection was considerably less noteworthy. There was also a positive correlation 
between the qualifications of staff and the level of quality of pre-school 
establishments. Children made more progress in centres where staff were better 
qualified. Ensuring that trained teachers are working with children at this level has a 
significant impact on the quality of provision and is linked to better academic performance 
at age five. 
 
The curriculum in pre-primary establishments was also seen to have an impact on 
the educational outcomes of children at later stages. Centres where there is a focus 
on literacy, maths and science as well as catering for the diversity of participants were seen 
to have better educational outcomes. This was especially evident in literacy and numeracy 
skills at age six.  
 
 
A number of Member States are currently investing in pre-primary education, either to 
increase access or to improve the quality of provision. Although it is not always clearly 
recognised as a means of reducing ESL, as outlined above pre-primary education can help 
to address some of the issues that can lead a child / young person to drop out at a later 
stage. 
 

                                                 
179  Sylva, K., Melhuish, E., Sammons, P., Siraj-Blatchford, I., Taggart, B. (2004), The Effective Provision of Pre-

School Education (EPPE) Project: Findings from Pre-school to end of Key Stage1. 
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In some countries (e.g. Spain, Lithuania, Poland), in order to increase access to pre-
primary education it is simply a matter of increasing supply. This is the case for example 
in Poland, where a programme was introduced in 2008 to promote the establishment of 
kindergartens, by reducing the formal requirements which have to be met in order to set 
up a kindergarten and promoting alternative forms of provision (e.g. kindergartens run 
from private houses). In Spain, the Educa3 Plan, also introduced in 2008, aims to increase 
the supply of places in pre-primary education for those under the age of three. Planned 
actions include the creation of new public nursery schools in 15 autonomous communities 
and enlarging existing nursery schools to offer more new places.180  

 
In other countries (e.g. Hungary, the Netherlands) laws have been passed that ensure the 
provision of pre-primary school places to all children of the appropriate age. In the 
Netherlands the Development opportunities through quality in education 
(Ontwikkelingsskansen door kwaliteit en Educatie) law was introduced on 1 August 2010. 
This law ensures that all municipalities provide places for children who need early childhood 
education. In Hungary, it became compulsory to provide kindergarten places for 
disadvantaged children over the age of three if required by parents in 2003.  
 
However, there are also issues that can affect the level of access to pre-primary education. 
One of these is the cost of participation. In Lithuania for example, anecdotal evidence 
suggests that the fees that are in place are the most significant barrier to pre-primary 
education attendance. A number of countries (Greece, Hungary, Ireland Italy, Latvia, 
Luxembourg, Slovenia and the UK) have therefore introduced policies to eliminate or 
reduce the costs associated with pre-primary education.  
 
The availability of pre-primary education (i.e. if it is available on a full- or part-time basis) 
can also determine the level of access. In the majority of European countries early 
childhood education is generally consistent with the needs of working parents, including 
some flexible arrangements such as provision in the evenings, nights and/or weekends181. 
In some countries however improvements are required. The Portuguese government for 
example encouraged pre-school establishments to adapt to the needs of families, in the 
hope of extending provision for all 5 year-olds to 100 % by the end of 2009. As a 
consequence, pre-schools extended their opening hours until 17.30 or provided services for 
a minimum of eight hours a day182. 
 
Access to pre-primary education for children from an ethnic minority or a migrant 
background is also a key issue; it is less common for migrant pupils to be enrolled in pre-
primary education183. As noted previously, ESL is more common among this target group. 
Pre-primary education can have major benefits for migrant pupils, especially in language 
development and to reinforce the learning of a second language184. In countries where 
financial support is provided for these families, this has been found to increase access and 
subsequently participation for this group185. Several Member States have introduced 

                                                 
180  Ministerio de Educación (2010), Plan de Acción 2010-2011. 
181  European Commission (2009), Tackling Social and Cultural Inequalities through Early Childhood Education and 

Care in Europe. 
182  European Commission (2007), The Education System in Portugal, 2006/07. 
183  NESSE (2008), Education and Migration strategies for integrating migrant children in European schools and 

societies, European Commission (2008), Migration & mobility: challenges and opportunities for EU education 
systems. COM (2008) 423 Final. 

184  European Commission (2008), Improving competences for the 21st Century: An Agenda for European 
Cooperation on Schools. Communication COM (2008) 425 final. 

185  European Commission (2008), Migration & mobility: challenges and opportunities for EU education systems. 
COM (2008) 423 Final. 
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policies targeted at Roma (e.g. Czech Republic, Greece, Romania), a group which has a 
level of access to early childhood education which is below the European average186.  
 
However, the provision of universal access to quality pre-primary education for all is 
considered to have a more positive effect than targeting specific disadvantaged groups, 
since targeted interventions can cause problems of stigmatisation187. In Ireland for 
example, although there were previously specific pre-primary establishments for Traveller 
children, these are currently being phased out. In Greece, making pre-primary education 
compulsory for all five year-olds is considered to be the most promising strategy for 
preventing ESL in the future.  
 
Of course, as evidenced by the EPPE project described above, the quality of the 
provision of early childhood education is also important; the benefits will not be 
experienced if the quality of provision is inadequate. If interventions are not of high quality 
they may even damage the learning capacity of an individual and increase educational 
disadvantages and inequalities. This means that improving access without ensuring quality 
is redundant188. Quality can be improved by increasing the qualification levels of pre-
primary teachers, ensuring that there is an appropriate child/staff ratio, engaging parents 
and the local community and ensuring that the curriculum in place is appropriate.  
 
It is widely accepted that there should be a requirement for pre-primary teachers to 
have a bachelor level, specialised qualification189. However, the supply of specially trained 
pre-primary teachers needs to be improved in many Member States190. In Ireland, 
Lithuania, Romania, Sweden and the UK programmes have been introduced to improve the 
qualification levels and training of educational staff at this level. For example in the UK all 
early years foundation stage (EYFS) providers must now have a member of staff qualified 
to degree level and must obtain the Early Years Professional Status191.  
 
Several countries have introduced guidelines and recommendations for appropriate 
curricula at this level (e.g. Czech Republic, Italy, Malta and the UK). In the Czech Republic 
for instance the Framework Educational Programme for Pre-primary Education, 2005 
provides the basis for a school’s educational programme. In the UK, the Early Years 
Foundation has introduced a universal and compulsory curriculum for pre-school 
education192. 
 

 Increasing the scope of compulsory education 
 

One comprehensive measure is to increase the length of compulsory education, either by 
raising the age at which young people are able to leave education, lowering the age at 
which children must start education, or by imposing a requirement to have attained a 
certain level or qualification before the young person may leave school. The idea behind 
this type of reform is that it can prevent young people with low motivation from dropping 
out. It may also force education and training systems to provide credible educational 
pathways to those who struggle with mainstream schooling.  

                                                 
186  European Parliament (2010), Draft Report on Early Years Learning in the European Union. 
187  European Commission and NESSE (2008), Early Matters Symposium Conclusions, European Parliament (2010), 

Draft Report on Early Years Learning in the European Union. 
188  European Commission and NESSE (2008), Early Matters Symposium Conclusions. 
189  European Commission (2009), Tackling Social and Cultural Inequalities through Early Childhood Education and 

Care in Europe. 
190  Wößmann, L. and Schütz, G. (2006), Efficiency and equity in European education and training systems. 
191  UK Department for Education, The National Strategies. 
192  UK Department for Education, The National Strategies. 
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A number of countries have extended the length of compulsory education in recent 
years (e.g. Denmark, Ireland, Spain, Italy, Hungary, Netherlands, Poland, Portugal, 
Romania and the UK). In Denmark and Poland, it is the starting age which has been 
altered; in Denmark compulsory education was extended in 2009 to include one year of 
pre-primary school and in Poland a change in the entry age to schools – from 7 years old to 
6 years was introduced first in 2009/2010 as a possibility and will become mandatory after 
two years (2011/2012). In Spain, Hungary, the Netherlands and the UK, the age at which a 
young person can leave school has been increased (from age 14 to 16 in Spain, from 16 to 
18 in Hungary, from 16 to 18 in the Netherlands and from 16 to 18 (by 2015) in the UK). 
Discussions on the extension of compulsory education have also started in countries such 
as Finland, although they have not gained widespread support.   
 
In the Netherlands, the increase in the compulsory school age has been directly linked to 
tackling ESL. The compulsory school age has been extended from 16 to 18 and all pupils up 
to the age of 18 are required to continue learning until they have obtained a qualification at 
ISCED level 3193. It is envisaged that this measure, together with other policies 
implemented as part of the broader Aanval op schooluitval framework programme, should 
ensure that the country achieves its ambitious targets regarding ESL.  
 
Some countries stipulate a certain number of years of schooling, rather than the age at 
which a child / young person must start or can leave. In Romania for instance, the number 
of years of compulsory schooling was increased from eight years at the beginning of the 
decade to 11 (10 mandatory years in school and one mandatory year of pre-schooling). In 
Italy, the 2007 Finance Law states that “education for at least ten years is compulsory and 
is intended to enable pupils to obtain an upper secondary school qualification or a 
vocational qualification requiring at least three years, by the pupil’s eighteenth year”, with 
effect from the school year commencing in 2007. Previously, compulsory education only 
lasted until the age of 14 and participation in upper secondary education and vocational 
training was voluntary.  
 
An interesting example from Portugal relates not to the number of years a young person 
attends education / training but to the length of the school day. In 2006/2007 one of the 
priorities of the Government was to improve the first cycle (for children aged six to ten) of 
compulsory education and integrate it effectively into the educational system. Subsequently 
the school timetable was extended until 17.30 in order to provide enrichment activities. 
These activities should include study support for all students, English for all students in the 
third and fourth year; optional activities include English or other foreign languages, physical 
exercise and sport, music and other artistic expression. In Greece too, All Day Schools and 
their replacement ‘New Schools’ (described in the box below) have also lengthened the 
school day. 
  
 
 
 
 
 
 
 
 

                                                 
193  A Hoger algemeen voortgezet onderwijs (Senior general secondary education), Voorbereidend 

wetenschappelijk onderwijs (Pre-university education) or MBO level 2 certificate – qualifications at ISCED level 
3. 
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Box 9: All-day Schools and New Schools, EL 

 
GREECE 

All-day Schools and New Schools194 
This measure has been viewed by some stakeholders in Greece as one of the most 
successful initiatives introduced in the education system during the last few decades. It is 
also one of the most important measures introduced to enhance school completion. 
 
The aim of all-day schools is to improve the academic performance of primary school 
students though the revision and transformation of both school space and timetables. The 
schools operate from 07:00 until 16:00, in contrast with ordinary primary schools which are 
only open from 08:00 until 13:00. All-day Schools seek to improve the educational, cultural 
and social role of the school, as well as its ‘openness’ to society. The enrichment of study 
programmes and the implementation of innovative teaching with the use of new 
technologies are just a few of the means through which all-day schools seek to adapt to 
emerging social and educational needs. In addition, the lengthening of school opening 
hours and timetables provides additional support to working parents, who are often unable 
to help their children with homework and other schoolwork. 
 
However, all-day schools ended up falling into two types. The majority became ‘open’ all-
day schools where the compulsory timetable was followed only until 13:00, then until 
16:00 there was no structured programme, infrastructure or staff to support the children. A 
smaller number of all-day schools continued to operate as ‘closed’ all-day schools, where a 
structured timetable was compulsory for all children, throughout the duration of each day. 
  
In an attempt to bridge the enormous gap between the previous two types of all-day 
school, the New School policy measure was introduced in 800 schools all over Greece in the 
school year 2010/2011. The New School initiative also aims to alleviate the influence of 
negative family factors on children, to enhance the social and cultural position of children 
from disadvantaged backgrounds, but also to make good use of the extra time children 
spend in school by helping them prepare their homework and involving them in creative 
activities, which all in theory should help reduce ESL. The end of the compulsory daily 
programme that all children need to follow will be extended by one hour, ending at 14:00 
instead of the previous 13:00. Between 14:00 and 16:15, the school will then operate a 
‘flexible zone’ of activities, where activities will be selected according to the needs of the 
students of each school. Thus, the New School initiative has attempted to generalise the 
concept of the pilot all-day schools by emphasising new subjects, foreign languages, 
helping students with their homework, IT and culture.  
 
 
In Germany too, all-day schooling is being introduced in a reform of the education system. 
The Future Education and Support (Zukunft Bildung und Betreuung) programme provides 
funding and guidance in the setting up of all-day schooling in Germany (virtually all 
German schools are half-day schools). The programme is not only aimed at establishing 
new all-day schools, but also the creation of new places at existing schools and the 
development and improvement of services already offered to students. The creation of all-

                                                 
194  Sources: Stakeholder interviews; Charalambos, Konstantinou (2008), Overview of the social and pedagogical 

role of All Day Schools: a survey of parents and teachers, 2008. University of Ioannina; Website www.edulll.gr; 
Cedefop (2010), Guiding at-risk youth through learning to work: Lessons from across Europe. Luxembourg: 
Publications Office of the European Union. 
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day schools aims to improve the overall quality of education accessed by students - by 
being in school all day students are better able to take advantage of help and guidance 
from teachers and support staff. It is also a measure to help support families, as parents 
are better able to balance their work/home life195.  
 
Some countries have chosen to place the onus on the educational providers or authorities, 
rather than the individual, by introducing ‘youth guarantees’. These guarantees are 
either intended to ensure that all young people are in a job, education or in activation, or 
guarantee that a place will be available for them in certain types of education or training 
provision.  
 
Youth Guarantees can be found for example in Germany, France, Austria, Finland and the 
UK. In Germany, Austria and the UK the emphasis is on guaranteeing that there will be a 
place available to young people in education / training. For example, in Austria, the 
Vocational Training Act (Berufsausbildungsgesetz) guarantees vocational training for all 
young people up until the age of 18. The Act, which was reformed in 2008, includes an 
Apprenticeship Guarantee (Ausbildungsgarantie) which is for young people up to the age of 
18 who want to start an apprenticeship but cannot find one at a company. In the UK, the 
‘September Guarantee’ gives local authorities the responsibility for ensuring that all 16- 
and 17 year-olds are offered an appropriate education or training route with appropriate 
support where needed.  
 
In the UK, evidence to date seems to show that the ‘September Guarantee’ is achieving its 
intended effects. In 2009, almost 96 % of 16 year-olds and almost 90 % of 17 year-olds 
said that they wanted to continue learning and received an offer under the Guarantee196. 
 
The effectiveness of measures which aim to increase the scope of compulsory education – 
be it by lengthening the duration of schooling, or extending the length of the school day – 
will of course depend on the quality of provision offered to children and young people 
through this extended provision. This relies on adequate funding to support the increased 
supply of places or increased scope of the timetable.  
 
In Greece for example, although the New Schools mentioned above were only introduced in 
the school year 2010/2011, stakeholders interviewed for this study have already raised 
some criticisms of the scheme. It was suggested that the New School initiative has 
introduced a timetable without the necessary infrastructure in schools such as libraries, a 
dining area, areas for rest and for special activities. A criticism more specific to the issue of 
ESL is that children with a cultural capital deficit, who are most in need of special tutoring 
and support, will not be able to find such support in an intensive timetable full of activities, 
that diverts attention away from attaining key learning outcomes towards a greater number 
of subjects, which bodes unfavourably for school failure in later years that may lead to ESL. 
 
Another way of increasing the intensity of support for young people in schools is to reduce 
the student-teacher ratio. A number of countries have introduced a reduction in class 
sizes in order to enable teachers to provide more individualised support to pupils.  
 
In Austria, one of the main aims of the Federal Ministry for Education, Arts and Culture is to 
seek a reduction in the number of pupils per class so as to improve learning conditions in 
schools, and hence indirectly prevent ESL. In Greece, class sizes have been reduced to a 
                                                 
195  www.bmbf.de [accessed March 2011], http://www.ganztagsschulen.org/131.php [accessed March 2011]. 
196  DCSF, DWP, BIS (2009), Investing in Potential, our Strategy to increase the proportion of 16-24 year olds in 

education, employment or training. 
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maximum of 25 students in public sector schools. This is hoped to improve the quality of 
teaching and attention paid to the needs of each student and thus to contribute to reducing 
ESL. 
 
In some countries, class sizes are smaller in schools or classes with a larger proportion of 
children identified as being disadvantaged or with special educational needs. In Ireland for 
example, schools receiving funding under the Developing Equality in Schools (DEIS) Action 
Plan have a lower student – teacher ratio. Whereas a ratio of 29:1 is the norm, the ratio 
would be reduced to 20:1 or so for DEIS schools. Stakeholders consulted for a study on 
combating educational disadvantage in Ireland viewed the smaller class sizes as being a 
positive aspect of the DEIS scheme197. In Portugal, class sizes in the first cycle must have a 
maximum of 25 students. In the second cycle the number of students per class varies 
between the 24 and a maximum of 28 students. However, classes with students with 
special educational needs cannot exceed 20 students. 
 
However, for schools outside of the DEIS scheme, in the context of public sector budget 
cuts, the average class size of Irish schools has increased. In France too, according to 
stakeholders, the constant reduction in the number of teachers’ posts means that classes 
are getting bigger198. 
 

 Curricular reforms, new types of study pathways and changes in teaching 
methods 
 

In some countries, curricular reforms have taken place or new types of education / training 
programmes have been introduced as alternatives for potential early school leavers. These 
include new vocational programmes, alternation schemes (which involve learning in the 
workplace as well as learning within the school) and qualifications using new methods of 
teaching, learning and / or assessment. This is because kinetic learning opportunities are 
more attractive for some young people at risk of drop-out, rather than subjects with a more 
academic slant; not all young people are suited to an academic curriculum. Vocational 
subjects can also be more motivating, since they enable a young person to see that the 
subject he / she is learning is directly relevant to the workplace.  
 
In Spain for example, the national action plan to reduce early school leaving states that 
there should be a change in the organisation of the last year of ESO, so that students are 
given two options: the traditional Bachillerato and a vocational programme, both of which 
will result in a secondary education qualification. Furthermore the plan states that there 
should be better choice for those students who are unable to progress at the end of the 
third year of ESO - there should be a choice between repetition of the year or pursuing the 
Initial Vocational Qualification Programme (Programas de Cualificación Profesional Inicial, 
PCPI). 
 
Alternation schemes are recognised in Italy as a means of engaging students who are at 
risk of dropping out. The Italian government passed a law in 2003 for the promotion of 
‘school and work alternation’ in all types of secondary schools and by the school year 
2007/2008 nearly 50 000 secondary schools had already activated some school and work 
alternation projects. A full evaluation of the Italian school and work alternation system has 

                                                 
197  Smyth, E. and McCoy, S., (2009), Investing in Education: Combating Educational Disadvantage, Economic and 

Social Research Institute, Dublin.  
198  The government’s objective is that one in two civil servants leaving for retirement should not be replaced. This 

ratio cannot be applied for teachers but there has been without any doubt a significant reduction in 
‘replacement’ posts. 
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not yet been conducted but the Chamber of Commerce has collected views from some of 
the pupils participating, as well as those of schools and enterprises. Evidence suggests that 
the approach has increased pupils’ motivation, especially of those with a low level of 
interest in pure theoretical approaches. It has also developed cross-cutting skills such as 
team working, problem solving and communication, and providing an opportunity to 
demonstrate skills that do not always receive recognition in the classroom. Importantly, it 
has also provided pupils with a ‘taste’ of a real working environment and requirements of 
the workplace. Enterprises have praised the project because it gives pupils practical and 
cross-cutting skills that are essential in the workplace but are generally not addressed by 
the formal education system199. 

Some countries have introduced new courses which focus on different learning and 
assessment styles, such as project work rather than examinations, in order to tackle ESL. 
In Ireland for example, two programmes have been developed which target at-risk 
students. These are the Junior Certificate School Programme (JCSP) and the Leaving 
Certificate Applied (LCA). The programmes both stress cross-curricular work, tasks and 
projects, as well as personal and social development. According to the information available 
on these programmes, they are viewed positively by staff and students, as outlined in the 
box below. 
 
Box 10:  Junior Certificate School Programme (JCSP) and Leaving Certificate 

Applied (LCA), IE 

IRELAND 

Junior Certificate School Programme (JCSP) and Leaving Certificate Applied (LCA) 
The JCSP aims to make the Junior Certificate (the lower secondary qualification in Ireland) more 
accessible for young people who may otherwise leave school without formal qualifications. It 
“attempts to help young people experience success and develop a positive self-image by providing a 
curriculum and assessment framework suitable to their needs”. The JCSP is a student-centred 
programme with a cross-curricular approach. It is made up of short-term attainable goals and targets 
that give students the chance to experience success, many for the first time in their school. Teaching 
methodologies used for the JCSP are based on differentiated teaching, resulting in personalised 
learning for each student. The programme is in particular attractive for certain kinds of learners, in 
particular learners who otherwise would lack enthusiasm or application for the traditional Junior 
Certificate.  

The LCA is a two-year Leaving Certificate offering a practical programme with a strong vocational 
emphasis. Target groups for this certificate include students who are not adequately provided for by 
other Leaving Certificate programmes or who choose not to opt for such programmes. An important 
element of the LCA is the recognition of the talents of all students, providing them with opportunities 
for development regarding responsibility, self-esteem and self-knowledge. A wide range of courses 
are available within the LCA ranging from basic skills such as mathematics, English and 
communications to vocational learning such as agriculture and horticulture, and catering and 
hospitality.   

Research on the LCA programme has identified a number of factors which help to reengage young 
people in learning, which are the smaller class sizes, more active teaching methods and continuous 
assessment200. 
 

                                                 
199  Cedefop (2010), Guiding at-risk youth through learning to work: Lessons from across Europe. Luxembourg: 

Publications Office of the European Union.  
200  Banks et al (2010), Engaging Young People? Student Experiences of the Leaving Certificate Applied 

Programme. Dublin: ESRI, cited in Byrne, D. and Smyth, E., (2010), No Way Back, The Dynamics of Early 
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In Lithuania, the national project ‘Expanding Learning Possibilities for Pupils of 14-19 years 
of age, II Phase: Deeper Learning Differentiation and Individualisation to Improve 
Education Quality Required in Contemporary Labour Market’201 will take a number of 
subjects at secondary level and develop more practice-oriented learning content for pupils 
who would be more interested in developing their practical skills and early vocational 
competences. The project will provide new content material and appropriate training of 
educators as well as other support to schools in putting this content into practice. It is 
expected that, among other outcomes, this will reduce the number of early school leavers 
in the country.  
 
The introduction of new teaching methods is also a way of ensuring that students are 
engaged in their learning202. In Greece for example, steps have been taken to overcome 
the fact that outdated teaching methods (‘talk and chalk’) were not felt to reflect the 
development of society outside of the classroom and young people’s use of new 
technologies.  
 
In Poland, there has recently been a reform of the curriculum which is currently being 
implemented. This reform aims to provide a more individual approach to learning and to 
give more freedom to schools and teachers to shape the programme. According to the 
Ministry of Education, it is envisaged that this reform will have a positive impact on 
reducing ESL.  
 
In Portugal too, schools and teachers have been given greater freedom in delivering the 
curriculum. Flexible curricular management was introduced in 2006/2007, giving each 
individual school the possibility, within the limits of the national curriculum, to organise and 
manage independently the whole teaching-learning process. This measure was introduced 
to encourage the completion of compulsory schooling, the prevention of absenteeism and 
school drop-outs and combating social exclusion.  
 
In the UK, there has been a drive in recent years to broaden the curriculum, in order to 
enable students to try different things from an earlier age and thereby keep them engaged 
with learning. According to one stakeholder, young apprenticeships and new diplomas have 
been particularly successful. They have largely been delivered through third sector 
providers, which are more community-based – using more outreach and interpersonal skills 
approaches which help to engage students.   
 
Another way of making qualifications more accessible to young people at risk of ESL is to 
break them down into more manageable units of learning. In Ireland for instance, the 
drop-out from the Leaving Certificate Applied (LCA) has been identified as a reason for 
modularising the qualification. It has been recommended that certificates should be 
awarded for each module of the LCA, so that students who choose to leave school at the 
age of 16 will leave with some accredited qualification, if they have already completed (a) 
module/s of the LCA203. In Germany, qualification modules were introduced in the 2003 
Vocational Training Act. These are targeted mainly at disadvantaged young people or those 
with learning difficulties and are intended to help to reduce drop-out and increase young 
people’s motivation to learn and achieve. They provide basic, training-related knowledge 
and skills and prepare participants for training. Through the modules, learners can gain 

                                                 
201  For more information about the Project, see: http://galimybes.pedagogika.lt/ [accessed March 2011]. 
202  Byrne, D. and Smyth, E., (2010), No Way Back, The Dynamics of Early School Leaving, Dublin: Economic and 

Social Research Institute. 
203  Department of Education and Science (2006), School Matters. The Report of the Task Force on Student 

Behaviour in Second Level Schools. 



Reducing Early School Leaving in the EU 
____________________________________________________________________________________________ 

 95 

recognition for partial qualifications and have the opportunity to gain credit for 
competences acquired. In 2006, around 92 500 young people benefited from this pre-
vocational training204.  
 
Again, the quality and availability of these alternative qualifications are key to their 
success. It is important that the programmes do provide a valid alternative to more 
traditional qualifications, which are recognised and respected by students, by schools 
and by and the wider community, in particular employers. It is also important that new 
forms of qualification have clear progression pathways.  
 

 Raising the profile and quality of VET pathways 
 

As mentioned above, vocational education and training (VET) is an attractive study path for 
many young people who are at risk of leaving school early. It can offer them more 
flexibility and a more appropriate pedagogy. It can also relate to the labour market 
aspirations of young people. 
 
Traditionally upper secondary VET schools have however had significantly higher rates of 
ESL than schools of general upper secondary education. The reasons include for example: 
its image and social status; insufficient counselling and guidance services; dissatisfaction 
with the curriculum (lack of real practical learning opportunities); the profile of the student 
cohort; sometimes weaker academic performance; and the structure of the education 
system. Thus many countries have sought to enhance vocational pathways and make them 
a viable option for students of all abilities.  
 
For example, many countries have had VET pathways in the mainstream education system 
which have led to ‘dead-ends’ with no real future or possibility to continue studies at higher 
level. This is because such qualifications have not been sufficient to apply for higher level 
studies or have not led to a recognised, formal qualification. This de-motivates many 
students to complete their studies. Subsequently some Member States have introduced 
reforms to remove dead-ends. 
 
In France for example, recent reforms have aimed to give vocational education the same 
value and recognition as that traditionally attributed to general education. This includes a 
reduction of the duration of the cycle leading to the vocational baccalaureate (three years 
instead of four), the implementation of new programmes for general subjects and new 
organisational methods with a new personalised support mechanism. Furthermore, the law 
of 24 November 2009 on career guidance and lifelong vocational training has also created a 
new mechanism for switching over from apprenticeship contracts to non-vocational 
education in order to help reduce the risk of school drop-out. 
 
In Latvia further development of vocational education is considered as one of the most 
important indirect preventative measures to tackle ESL. A good quality vocational education 
is expected to attract students to whom academic routes do not seem attractive. At the 
same time, in Finland, the year 2010/2011 was the first year when the number of 
applicants to upper secondary VET exceeded the number of applicants to general upper 
secondary schools. This is a result of the work undertaken over the past 15 years to 
improve the quality of VET, to increase its labour market responsiveness, to improve the 
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opportunities for VET students to continue their studies in higher education and 
importantly, to raise its reputation among young people. 
 
One way of encouraging young people to pursue VET pathways is to provide financial 
incentives. In Latvia for example, the number and the amount of scholarship for those 
studying in vocational establishments has been increased up to LVL 20 per month between 
2007 and 2010 and up to LVL 40 during years 2011 – 2013, amounting to an investment of 
LVL 4.36 million during 2007-2013. 
 
The provision of guidance and counselling is discussed in more detail below. It is worth 
noting here that improved information and guidance provision with regard to 
vocational training opportunities is also important to ensure that young people are able 
to make informed decisions about their chosen educational pathway. In Latvia, vocational 
career guidance services are going to be strengthened, for example, by increasing 
cooperation with companies, motivating students in VET pathways, promoting educational 
information sources for young people and increasing the number of career counsellors 
trained at higher education institutions. It is expected that the number of VET students who 
have benefited from career guidance will go up from 20 000 in 2009 to 160 000 in 2013. 
 
In Luxembourg, a range of improvements have been made to vocational education at lower 
secondary level through the project ‘vocational secondary education; lower cycle’ (Projet 
cycle inférieur de l’enseignement secondaire technique) which has been launched in six 
vocational schools to reduce the level of ESL. The schools have put in place: 

 teaching based on the application of skills and knowledge; 

 a team of teaching staff who continuously support, guide and monitor students; 

 a more detailed evaluation of student’s knowledge; and 

 involvement of both students and parents in choosing the next educational pathway, 
in addition to taking into account the grades achieved over the year. 

 
As a result of these changes there has been a significant increase in the number of 
students who are being enrolled in the ‘lower cycle’ of vocational secondary education and 
a slight increase in the number of students in ‘higher classes’. 
 
In Portugal, part of the New Opportunities Initiative focuses on vocational education. The 
initiative aims to reduce school failure in secondary education and to place half of all 
students in vocational courses until the age of 18. As part of the initiative, several 
measures have been taken to reduce school failure and ESL, including the diversification of 
vocational training, an increase of places available in dual certification courses and the 
adjustment of technical qualifications to specific occupations. Recent data seem to suggest 
that the reforms involved (together with other measures) are helping to decrease the ESL 
rate (it has fallen from 43.6 % in 2000 to 31.2 % in 2009).  
 

 Guidance and counselling 
 

Guidance and counselling are particularly important for young people at risk of ESL for a 
number of reasons. They present a means of identifying any issues / problems which might 
be causing the young person difficulties in coping at school, from difficulties in coping with 
the curriculum, to problems at home or conflicting priorities (e.g. part-time job versus 
school work). They also enable young people to make informed decisions about their 
future. This can be a way of engaging and motivating young people to pursue a specific 
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pathway – which can show them the value of participating in education and training in 
order to reach their desired goals.   
 
In Greece, career guidance has been strengthened in recent years, largely thanks to EU co-
funding and pilot programmes that have been tested under the Operational Programmes. 
Career offices have been introduced in secondary schools offering guidance and counselling 
to students and aiming to assist at-risk groups. In Spain, the national action plan to reduce 
ESL states that programmes should be developed to improve career guidance and 
counselling in schools.  
 
Where teachers are involved in the provision of guidance, it is important that they receive 
adequate training and preparation in order to do so. In Denmark for example, in order 
to become educational counsellors teachers must complete a course in educational 
counselling offered by the Royal Danish School of Educational Studies205.  
 
The provision of guidance can be integrated into the curriculum (e.g. Austria and 
Finland). In Austria for example, in the seventh and eighth grades the curriculum includes 
the subject ‘Career Orientation’. The primary goal is allow young people to discover what 
interests them and what future options are open to them, in terms of further education and 
careers.  
 
Vocational guidance in the form of work experience takes place outside of the school. In 
the Netherlands, the ‘Champs on Stage’ programme helps students to choose the right 
study path. Through the programme students receive training in applying for jobs and have 
the opportunity to undertake work placements, during which they are supported by a 
business coach. In Germany, a project which ran from 2008-2010 aimed to inform young 
people’s career choices through an 80-hour work experience course and at the same time 
provide them with an alternative form of evidence of their skills and competences. It was 
expected that this would help to contribute to reducing the number of VET drop-outs. On 
completion of the work experience scheme, every young person receives an individual 
report recording their crafts skills, basic qualifications, training maturity and, if necessary, 
the need for support and development.  
 
It is important however that guidance and counselling provision goes beyond the 
provision of information relating to future education, training and career 
pathways. For young people with specific emotional or behavioural issues which are 
conflicting with their school life, the support of psychologists, social workers and/or 
other qualified professionals may be required. In Belgium (Flanders), the so-called 
‘centres for pupil support and consultation’ offer support and consultancy to pupils, parents, 
teachers and schools at both primary and secondary level. Their working areas are: career 
consultation, learning and social development, and preventive health supervision for all 
pupils. The centres employ between 20 and 100 members of staff each: psychologists, 
pedagogues, social workers and part-time medical staff (specialised in preventive health 
care)206. In Ireland lessons in Social, Personal and Health Education (SPHE), support the 
personal development, health and well-being of young people and can be embedded within 
the curriculum. The SPHE programme was piloted in the 1990s and then mainstreamed and 
introduced in all schools on a phased basis from 2000. The recommended time allocation 
for SPHE is one class period per week or equivalent.  
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206  Association of Centres for Pupil Support and Consultation in the Flemish Community of Belgium 
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Cooperation between key stakeholders is again identified as being important. The Dutch 
policy framework emphasises the importance of career guidance and the need to ensure 
strong cooperation between all partners in the education and care sector. In addition, the 
number of Special Needs Advisory Teams in the Netherlands has been increased and the 
government intended to have a Special Needs Advisory Team set up in every school by 
2011. The teams consist of a range of different professionals including youth services, 
social workers, the police and judicial authorities. The teams aim to identify at-risk people 
and offer them support at an early stage. 
 
Connexions Partnerships have been credited with some success in reducing the number of 
NEETs in the UK. These partnerships were introduced in 2001. They provide young people 
(aged 13-19) with impartial advice on post-16 options and also give access to a much 
wider range of help, advice and counselling on life issues. Young people can contact 
Connexions through wide range of media channels (telephone, online adviser, email and 
text) as well as finding information on the website207.  
 

 Tackling bullying and improving well-being 
 

Bullying and discrimination at school can have a profound effect on both academic 
achievement and potential absenteeism. Young people subject to bullying or 
discrimination are more likely to be depressed, lonely or anxious, and have low self-
esteem208. These factors in turn are likely to lead to disengagement from learning and from 
school, which can subsequently lead to ESL.  
 
In Austria, young people themselves have been empowered to tackle bullying and violence 
in schools through a ‘peer mediation system’ which has been put into place in Austrian 
schools with the help of guidelines prepared by the Austrian Ministry of Education. The 
system acts as a court, where students who have been given appropriate training, help 
their peers to resolve light conflicts and come up with effective peaceful solutions to 
problems. It is important to note that peer mediation works in conjunction with other 
violence prevention measures and is not seen as a solution on its own. Through the use of 
the peer mediation scheme, schools are able to see that they can develop their own 
innovative solutions to violence and conflict within the school environment.  
 
In Lithuania, the World Health Organisation programme ‘Zippy’s Friends’ aimed to tackle 
the issue of bullying early on. The programme focused on pre-school education 
establishments (for children of five to seven years of age) and aimed to improve children’s 
emotional well-being and help them to acquire skills and competences for dealing with 
social and emotional difficulties. It is one of the most successful bullying prevention 
programmes in the country: in 2009, 72 000 children participated and since 2001, 2 660 
teachers have been trained under the Programme.  
 
It is also important that teachers have the knowledge and competences to both identify 
instances of bullying and to address these. In Spain for example, bullying has been included 
as a specific line in continuing Teacher Training. It has also been addressed as a subject via 
peer support through teachers’ meetings (Juntas de Profesorado).  
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 Changes to social security / benefit systems 
 

Where young people are able to access social security / welfare benefits on leaving school, 
it is possible that this might act as a disincentive to staying in education. A number of 
countries have therefore restricted the extent to which young people who have dropped out 
of school early can claim benefits.  
 
In many Member States, young people are already excluded from the benefits system 
because of their lack of work experience (and therefore lack of contributions to the social 
security system). This is the case for example in Poland where it is necessary to work at 
least 365 days within the last 18 months in order to apply for benefits209. Other countries 
where this applies include Spain, Latvia, Hungary, Slovakia and Sweden210.   
 
Where young people are (were) entitled to benefits, steps are being taken to use these as 
an incentive to participation in education / training. In Ireland, budgetary measures in 2009 
and 2010 reduced the rate of Jobseekers Allowance paid to those under 21 years who are 
not in education or training, with the intention of encouraging young people to remain in 
education or training. Previously, Jobseekers Allowance (JSA) was EUR 200 per week or 
EUR 100 for young people at risk of leaving school early (although they would receive the 
full amount if they pursued a relevant training course). A law has been passed in Finland, 
which reduces the amount of benefits (toimeentulotuki) for those unemployed, young job-
seekers who refuse to apply for a study place211.  
 
In France, the Netherlands and Romania, changes to the benefits system are taking place 
which assign the responsibility for a young person attending school to his / her parents. In 
the Netherlands, if children/young people drop out of school before they reach the age of 
18, parents can lose their child benefits (Kinder Bijslag)212. The French law of 28 
September 2010 foresees that family allowances can be temporarily suspended for the 
parents of pupils under the age of 18 (registered in public or private schools) who are 
absent from class without justification during four half-days over a month or more213. The 
introduction of the law has been criticised by parents’ associations and teachers’ trade 
unions as being essentially punitive and for blaming parents for the behaviour of their 
children without offering any efficient support. In Romania, State allowance is suspended 
for children not attending compulsory education after they reach the age of six (except for 
children who do not attend school due to medical reasons)214.  
 

 Working with parents of children at risk of early school leaving  
 

There are three main areas where parental engagement can be used to tackle the issue of 
ESL. Firstly, measures can be adopted to educate parents about the importance of their 
child’s education. If parents realise the importance of education they may become more 
involved in the educational process of their child. This can be a key motivating factor for at-
risk students. Secondly, involving parents in the educational development of their children 
is accepted as a successful strategy for motivating students to remain in education and 
                                                 
209  http://www.bip.up.warszawa.pl/ViewBIP?exec=dokument&dok=567, accessed on 1.03.2011. 
210  European Employment Observatory (2011), European Employment Observatory Review: Youth Employment 

Measures, 2010. European Commission, Brussels. 
211  The yhteishakujärjestelmä (joint application system) to general upper secondary schools, vocational upper 

secondary schools and some folk high schools is a national procedure that Finnish educational institutions use 
when selecting new students to general upper secondary schools, vocational upper secondary schools and 
some folk high schools. 

212  Sociale Verzekeringsbank, Child Benefit: http://www.svb.nl/int/en/kinderbijslag/betaling/stopt/index.jsp. 
213  http://www.education.gouv.fr/cid54846/mene1102847c.html. 
214  Eurydice (2009), Organisation of the education system in Romania, 2008/2009, European Commission. 
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increasing attainment levels. There is a wealth of evidence to demonstrate that young 
people benefit from increased parental involvement in their educational progression and 
that ESL rates are linked to the level of parental involvement215. Parental education 
programmes can encourage this participation216 by encouraging activities within the home 
that can help improve students’ performance at school, for example reading with young 
children and helping them with their homework217. The third type of measure which can 
have an impact on the likelihood of a child dropping out is to raise aspirations among 
parents for their children. There is a strong relationship between parents’ aspirations for 
their children and attainment levels and this relationship is more significant than other 
factors, for example socio-economic background. Thus work to support the raising of 
parents’ aspirations, such as taster and information sessions for parents, is vital.  
 
In a small number of countries (e.g. Lithuania and Spain) there are legislative requirements 
that set out the responsibilities of parents with regard to their children’s education. This 
legislation can inform parents about the importance of education and make clear their 
responsibilities. In Lithuania, the Law on Education outlines the rights and obligations of 
parents towards their child’s education. Obligations include ensuring punctual and regular 
attendance in compulsory education218. In Spain, national laws establish the need for 
cooperation between schools and families. These laws propose various forms of cooperation 
such as219: 

 promoting respect for the responsibility of mothers, fathers or legal guardians and 
encouraging their participation in the educational process of their child;  

 establishing school boards which include parents’ representatives;  

 implementing practices that encourage the exchange of information between 
educators and parents, such as organising daily exchange periods focused on the 
progress of children. 
 

Attempts should be made to facilitate dialogue between parents, schools and other 
related services rather than implementing top-down programmes which can make 
parents feel guilty; parents should have the opportunity to be aware of and participate in 
all decisions that concern the education of their child220. Cooperation between schools and 
families is therefore crucial for those students at risk of ESL221. Parental education 
programmes however require resources and specific skills, therefore providers should have 
specialist training to undertake such activities222.  
 
In the Netherlands for example the implementation of projects and programmes to educate 
and inform parents about the importance of education is undertaken by local authorities, 
especially within healthcare centres. Information is disseminated to parents through 
healthcare workers. This has resulted in a broader understanding and awareness of the 

                                                 
215  European Commission (2008), Efficiency and equity in European education and training systems. 

Communication COM(2009) 481 final. Cedefop: Nevala, Anne-Mari and Irving, Pat (2010), Guiding at-risk 
youth through learning to work: Lessons from across Europe. 

216  European Commission (2008), Efficiency and equity in European education and training systems. 
Communication COM(2009) 481 final. 

217  European Commission (2008), Progress towards the Lisbon objectives in education and training. Indicators and 
benchmarks 2008. 

218  Government of Lithuania, The Law on Education. 
219  European Commission, Eurydice network (2009), Tackling Social and Cultural Inequalities through Early 

Childhood Education and Care in Europe. 
220  COFACE (2011), COFACE Position on Early school leavers and the role of parents. 
221  Commission staff working paper (2010), Reducing early school leaving. 
222  Pinnock, K. et al. (2009) Identifying Effective Practice in Raising Young People’s Aspirations. UK Learning and 

Skills Council. 
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benefits of education, especially with regard to pre-primary education. Parents’ opinions 
towards pre-primary education, which were rather negative in the past, have thus become 
more positive through the dissemination of information223.  
 
Greater synergy between families and school is important and especially in the case 
of disadvantaged families, a bond of trust must be established. If parents are disengaged, 
it can undermine the success of school education. Some parents are reluctant to have 
contact with the school. They might feel unwelcome, have their own experiences of school 
failure or do not expect appropriate support from the school. Building trusting relationships 
between parents and schools is therefore a crucial and challenging task in reducing ESL. 
 
In France, a toolkit for parents (Mallette des parents) has been developed for parents of 
pupils in the first year of lower secondary school. The scheme, which covers 1 300 schools 
as of 2010, involves organising three two-hour workshops for parents during the first 
trimester of the year to inform them about school rules, opportunities for extra support and 
tuition for their children, etc224. 
 
In Denmark, the Basic School Act states that schools are, by law, required to cooperate 
actively with parents in order to promote the well-being and educational success of students. 
Furthermore, at the local and school level, there are many examples of good practice where 
school leaders and teachers are reaching out to parents (both Danish and immigrant) to 
facilitate their involvement and integration in the school system.  

 Projects such as the ‘morning cafe’ in a Copenhagen school allow parents to learn 
about the school, meet teachers and create mutual understanding and respect. 
Parents are contacted personally and invited to attend.  

 Some schools provide after-school programmes for parents from 14:00 to 17:00, 
some have ‘hotlines’ for parents to help them if they have queries and others 
organise father/son or mother/daughter/son clubs.  

 Some schools have experimented with ‘family classes’ where parents and children 
participate in activities and learn skills with the aim to reduce disciplinary and 
learning problems225.  
 

Finally, when working with specific groups, it can be more effective to employ members of 
the community concerned to undertake outreach work with parents and families.  

4.4. Provision of second chances: reintegration measures 

Reintegration measures come into play once a young person has dropped out of 
mainstream education or training. These measures aim to provide an alternative learning 
environment for the young person, or simply a means of re-assessing their situation and 
plans, with a view to formulating a new pathway for the future.  
 
As explained previously in this report, early school leavers are not a homogeneous group 
and this is the case both before and after they have dropped out of education. 
Reintegration measures therefore vary in the level of support they provide to the 
young person, depending on the level of need of their specific participants. 
Common to them all is that they offer young people a second chance to learn or to achieve 

                                                 
223  Stakeholder interview, Coordinator of Pre-primary education, Ministry of Education. 
224  http://www.education.gouv.fr/cid52640/mene1000704c.html. 
225  OECD (2010), OECD Reviews of Migrant Education, Denmark. 
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a qualification, or an alternative opportunity to learn to that offered by mainstream 
education or training.  
 
Starting from more intense levels of support, holistic approaches to reintegration aim 
to identify and address the full range of barriers faced by the young person. These 
range from low self-esteem, poor basic literacy or numeracy skills, to issues relating to the 
young person’s health and home life. These initiatives bring together multi-disciplinary 
teams and offer a range of supports to the individual, which are often identified in an 
individual action plan or through a mentoring process.  
 
Transition classes are short-term measures which are aimed at supporting young 
people at risk of or who have already dropped out of school, either to return to mainstream 
education or to find a pathway into further education, training or employment. These offer 
educational opportunities in an alternative environment and aim to address both the young 
person’s educational needs and also their personal and social issues. Rather than a ‘second 
chance’ for many young people these offer a ‘last chance’ as their current schools will have 
already tried other measures to support their participation.  
 
Second chance schools, which offer early school leavers a second chance to earn formal 
qualifications offered within a mainstream school environment, can be found in most 
European countries in one form or another. In this report we use the term second 
chance schools to refer to those schools that are aimed at school leavers who are 
already self-motivated to return to education and therefore provide a less intense 
level of support than other similar measures. Nevertheless, second chance schools are 
different to mainstream education in both the structure of learning and school environment 
and generally take a very student-centred approach to the provision of learning, often 
based on the principles of adult education.  
 
Some countries have simply sought to offer an alternative to the mainstream curriculum or 
teaching methods, by increasing the number of places on existing vocational, 
workplace or apprenticeship training courses, or by introducing new types of such 
course.  
 
The different types of reintegration measures are discussed in turn below (see Figure 10). 
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Figure 10: A typology of reintegration measures according to the level of support 

 
Source: GHK Consulting Ltd., 2011226 

 

4.4.1. Holistic reintegration programmes for young early school leavers 

Holistic reintegration measures are those which take a ‘whole person’ approach to 
supporting their participants. In addition to (or in some cases, in place of) theoretical and 
practical subjects, holistic measures aim to identify and address the full range of barriers 
and issues the young person is facing. These measures then aim to instil ‘core’ life skills 
and / or values in the individual participants, which will help them to pursue a further 
pathway in education, training or employment, or simply help them to cope better with 
their lives. The length of participation varies and often depends on the needs of the 
individual. Holistic measures are therefore targeted at the ‘hardest to reach’ school leavers, 
who often face complex and multi-faceted problems.  
 
Holistic reintegration measures tend to be provided in an alternative setting to mainstream 
education, which may be residential. For example, in Austria, ‘Project Gaaden’ offers 
students with long histories of non-attendance a three-month cycle of education in a youth 
hostel located outside Vienna. Students are allowed to go home at the weekends and 
during the week are taught in small groups supported by specialist teachers and 
educational psychologists. Similarly the recently created reinsertion schools (etablissements 
de reinsertion scolaire) in France host pupils in a boarding school, where the young people 
participate in adapted education (classes in the morning and sport and cultural activities in 
the afternoon) which aims to help them develop a common core of competences, learn how 
to respect school rules and improve social relations in order to facilitate further 
participation in education and training.   
 
The staff involved in holistic measures often includes a range of professionals. In the 
above-mentioned reinsertion schools in France, staff include teachers, pedagogical 

                                                 
226 A similar breakdown of interventions was also proposed by GHK as part of the 2009 publication for Cedefop 

(2010), Guiding at-risk youth through learning to work: Lessons from across Europe. Luxembourg: Publications 
Office of the European Union. 
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assistants and staff from judicial services in charge of young people (protection judiciaire 
de la jeunesse), as well as volunteers.  
 
An individualised approach is key to the delivery of holistic measures. In a number of 
examples, each young person prepares an individual learning or action plan. This is the 
case for an example in the Irish Youthreach scheme and Lithuanian Youth Schools (Jaunimo 
Mokyklos). These two schemes also keep their class sizes small in order to enable the 
participants to receive more individual attention and to interact more freely with their 
teachers. For example, the total number of pupils in individual Youth Schools in Lithuania 
varies between 50 and 130 but class sizes are between 8 and 12 pupils227.   

Box 11: Youthreach, IE  

 
IRELAND 

Youthreach228 
Youthreach is a national programme which targets early school leavers between the ages of 
15 and 20. The programme was established in 1988. Youthreach participants show higher 
than average incidences of risk factors such as difficult family backgrounds, substance 
abuse and juvenile delinquency. Because of these increased social and personal needs, 
Youthreach interventions must be flexible, non-threatening, informal and accommodating in 
order to achieve their objectives. Youthreach classes are small with average student - staff 
ratios of 8:1. Participants are provided with individualised education plans, career 
counselling assistance and arrangements for work programme placements and 
apprenticeships. 
 
Youthreach caters for around 7 000 trainees every year. It has grown into a well-
established national programme which plays a central part in the policy agenda. A quality 
framework has been developed after an in-depth consultation with all stakeholder groups 
including learners, staff and management. This has resulted in the development of quality 
standards and a range of quality assurance processes.   
 
Studies undertaken by the Economic and Social Research Institute (ESRI) in Ireland have 
found that Youthreach does seem to provide positive learning experiences for young 
people. In addition, Youthreach evaluations report that participants highly value their 
experience on the programme and would recommend it to others. Around 75 % of 
participants progress to the labour market or to further education and training. Key 
findings, reported in several evaluations, included the positive relationship between staff 
and learners which was ‘characterised by mutual care and respect’. Linked to the overall 
structure of the programme, the evaluations reported that ‘a positive climate is cultivated 
and activities take place in a supportive and structured environment’.  
 

 
In Germany, Competence Agencies take a ‘case management approach’ to each individual, 
as described in the box below.  
                                                 
227  There are 24 Youth Schools in Lithuania which offer alternative provision to young people who have left the 

general education system or who are at risk of ESL. They support around 2 000 young people each year. All 
learning in Youth Schools is individualised and integrated with workplace, non-formal and vocational training 
activities. Each young person has his / her own individual learning plan, developed through a discussion with 
the individual young person, their parents and the School. Learning takes place in a variety of locations in and 
outside the schools.  

228  Based on information from interviews and Youthreach website: http://www.youthreach.ie/. 
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Box 12: Competence Agencies, DE 

 
GERMANY 

Competence Agencies 
Competence Agencies were established in Germany in 2006. They aim to support 
particularly disadvantaged young people in finding their way into an occupation and into 
society through additional social education support. They offer assistance for those who are 
not (or no longer) reached by the existing system of support for the transition from school 
to work. The Agencies use a ‘case management’ approach and individuals receive long-term 
support from a specialist case worker. Using a tailored support and qualification plan, which 
takes into account the individual’s specific needs and family and personal environment, as 
well as the regional context, the young person is supported to find employment or to 
resume his/her education and gain further qualifications.  
 
There are about 200 competence agencies across Germany. They work in conjunction with 
stakeholders from the field of education, the labour market, youth welfare offices and 
peripatetic youth workers to establish initial contact with the young people and organise 
individual support packages. Fixed and long-term local contact partners are in place to 
support the young people and provide encouragement and assistance. The result is a 
complex set of services for each young person. The competence agencies continue to take 
responsibility for the young people beyond placement and monitor the effectiveness of the 
assistance provided on an ongoing basis rather than merely ‘passing the young people on’. 
 

 
Mentoring is another way to ensure this individualised approach can be maintained and to 
ensure that the full range of needs of the young person is identified and addressed. For 
example the Slovenian ‘Project Learning for Young Adults (PLYA)‘ scheme, which has been 
running since 1993, involves specially trained mentors who use non-formal work with 
young people to re-build their self-confidence and address the issues that have caused ESL. 
An evaluation of the programme found that the role of the mentors is crucial and that their 
training has a substantial impact on the success of the programme.  
 
In a number of instances, cooperation with local employers is again identified as a key part 
of the work or structure of holistic measures. Project Schlangenfuß in Austria, a project 
which supports young people who have a school phobia or anxiety disorder, works with an 
organisation which offers individual support to participants once a week in order to support 
their transition into the labour market. Within this framework, job applications are written, 
practice job interviews carried out and taster visits in businesses are also arranged. In 
Denmark again, local labour market organisations are represented on the boards of the 
production schools (produktionsskolerne) – see below for further details. This can enable a 
link to be made with the local labour market and for instance work placements to be 
arranged for the participants. A similar approach has been adopted in Finland in the context 
of Youth Workshops (nuorten työpajat) (see below). 
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Box 13: Production schools, DK and Youth workshops, FI 

DENMARK 

Production schools (Produktionsskolerne) 
Production schools provide opportunities for young people who did not obtain secondary school 
qualifications. There are currently 88 production schools which are independent institutions but 
are approved and funded by the local authorities. Local labour market organisations are 
represented on the school boards.  

The objective is to strengthen the personal development of the participants and to improve their 
chances in the education system and the labour market. Production schools are not formal 
qualifying upper secondary education establishments. There are no tests or exams and no 
particular level of Danish, mathematics and IT skills is required. However, course work is 
incorporated into the workshops so that learners acquire new skills when completing this work. 
Furthermore, supplementary teaching in Danish, maths and IT, equivalent to the 9th grade 
level, is available. The participants also receive counselling. 

An individual student is entitled to one year at a production school. The content of the courses 
offered at the schools includes activities in various workshops, practical work and problem 
solving and teaching on production and sales. Participants also have the opportunity to 
undertake work placements for four weeks. 
 

FINLAND 

Youth workshops (Nuorten työpajat) 
Youth workshops have existed in Finland since the late 1980s but have only been used in their 
current form since the mid 1990s. The workshops typically occupy a ‘middle ground’ between 
the education system, work, social and health services and aim to overcome a range of barriers 
and obstacles that early school leavers must overcome if they are to make a successful 
transition to further education/ training or employment.  

The Youth workshop activity aims to support young people’s social growth, deal with social and 
personal problems and reinforce their skills in life (e.g. learning a daily training/work routine), 
thus preventing exclusion and guiding young people into education and the labour market. They 
are a place where young people can review their options for the future and make plans for 
reaching such goals. Workshops have different orientations allowing young people to learn 
practical skills in different fields such as graphic design, metalwork, carpentry, textiles, catering, 
etc. 

Most young people participate in the workshops for five to six months. Youth workshops 
supported just under 9 000 young people in 2008, reaching nearly a third of all unemployed 
young people in 2007. A solution is usually found for around two-thirds of beneficiaries. 

Youth workshops pay a great deal of attention to the provision of on-the-job training and 
thereby to the labour market integration of participants. Firstly, participants are supported by 
teachers and two types of mentors. Professionals such as nurses, youth workers, psychologists 
and social workers deal with social and psychological concerns. Secondly, labour market 
mentors help the young people by looking for work-based training places, helping them to 
develop the skills required in the labour market (e.g. time management, workplace behaviour) 
and teaching practical skills related to their trade in the workshop. Young people therefore have 
an opportunity to develop their vocational skills in the workshop (and when possible in 
companies too) and thereby obtain valuable work experience which can help them to find work 
after the programme. When appropriate, mentors also help young people to identify whether 
their interests and skills can be linked to self-employment options (e.g. examples of businesses 
set up by former participants include bike repair shops). 
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Cooperation or communication with parents and families is also important. Project 
Schlangenfuß in Austria ensures that teachers speak with parents every two weeks. This 
does not take the form of a classic parent-teacher meeting where the disruptive behaviour 
of the child is highlighted. Instead the teachers advise on the situation within the family 
and support the family members to come to agreements. In England, the organisation 
‘Black Boys Can’ aims to provide parents themselves with the skills they need to support 
their sons.  
 
The latter example is a measure which focuses on a specific sub-group of early school 
leavers (young boys from a specific ethnic background). Another project which focuses on a 
certain target group is the network of Senior Traveller Training Centres in Ireland, which 
cater for members of the Traveller community over the age of 15. Within an environment 
that acknowledges Traveller culture, the aim of the programme is to provide Travellers with 
the knowledge, skills and confidence required to successfully make the transition to work 
and to participate fully in their communities. The centres deliver education in community-
based settings, helping to break down barriers between different groups in the community. 
Success rates have been high and some centres have waiting lists for members of the 
Travelling community wanting to participate in educational activities.  
 
Many holistic reintegration measures place an emphasis on practical or experiential 
learning. For example, the aforementioned ‘Project Learning for Young Adults (PLYA)‘ 
scheme in Slovenia uses four types of project work, which are based on alternative 
teaching methods to engage the participants, who have been disillusioned by the traditional 
education system:  

 selected project work (group learning, based on common interest of the group), 

 production project work (e.g. products and manufacturing), 

 individual learning projects (based on the interest of each individual), 

 free activities (excursions, theatre, sports events etc). 
 
Project Schlangenfuss in Austria focuses on ‘experience pedagogy’, e.g. cooking for one 
another or climbing. This is felt to increase the sense of belonging to the group. The 
pressure to achieve is reduced to a minimum and demands are oriented towards how much 
pupils can cope with. In addition, ‘outdoor days’ are used to complement lessons and 
promote the practical application of things learnt.  
 
A number of the holistic reintegration measures identified have been able to evidence 
positive results of their work with early school leavers, both in terms of the experiences of 
participants and of the outcomes resulting from their participation. For example research 
conducted in Ireland among early school leavers found that Youthreach participants felt 
that if they had had similar learning experiences in school and been treated the same way 
as they had been in Youthreach, it would have been a more positive learning experience. A 
survey of the students at a reintegration programme in Hamburg found that the practical 
work received the highest approval: students felt that in these workshops it was easy to 
find friends, to learn quickly and experience success through making products.  
 
Quantitative data also shows positive results for the holistic reintegration measures. In 
Denmark for instance, results for the Production Schools from 1997 to 2004 show that 
about 70 % of the students left to continue some sort of education or training or enter the 
labour market. The remaining 30 % became unemployed. These were either adolescents 
with extensive difficulties who were referred to the social service system, or adolescents 
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who were expelled due to behavioural problems. However some of these students were 
given another chance at a production school. In Austria, the Child Protection Agency 
(Jugendamt) found an effectiveness of 60-70 % of Project Gaaden, described above. That 
means that from the 18 pupils per trimester, 12 were helped in the long term. The strong 
cooperation between teachers and childcare workers was seen as key to the success. 
Particularly for young people in stressful living conditions, a stable environment must be 
provided and a uniform teaching style. In England, Fairbridge, a charity which works with 
young people who face issues such as homelessness, substance misuse, or a history of 
offending, helped 85 % of participants in its programmes to move on to positive outcomes 
such as returning to the classroom, starting a college course, getting a qualification, finding 
a job or choosing to remain in the Fairbridge programme and continue their development. 
 
4.4.2. Transition programmes 

Transition classes or programmes aim to support young people who are not attending 
school by offering them an alternative learning environment and / or structure and 
alternative learning methodologies. These are short-term measures, which aim to facilitate 
the young person’s return to mainstream education or their transition into further 
education, training or employment. Examples of transition classes / programmes have been 
identified, for example, in Germany, Ireland, France, Luxembourg, Hungary and England. 
Similar measures have also been proposed in Italy and Spain.  
 
In Malta the REACH School Drop-outs Project provides an alternative curriculum and 
learning environment for students at risk of dropping out. The project aims to help students 
to identify their talents and interests and in so doing, motivate them to re-enter education.  
 
Box 15: REACH School Drop-outs Project, MT  

 

MALTA 

REACH School Drop-outs Project 
The Maltese REACH School Drop-outs Project was launched in 2007 and was targeted at 
students who are at risk of dropping out. These students are usually experiencing personal 
problems, family problems and problems at school. Subsequently the project aims to help 
participants to overcome these problems. The idea is to offer an alternative curriculum for 
these students. In addition to basic life skills, literacy, numeracy and IT skills, the 
programme provides an alternative learning environment and explores different 
methodologies that are better suited to the needs of students. It also exposes the students 
to different working environments to assist them in identifying their talents and interests. 
The project lasts for six months and is organised for small groups, each containing 12 
participants, all of whom are identified by the local school heads.  
 
The project is organised as a collaborative effort, with the involvement of different actors. 
Thus, in addition to the Employment and Training Corporation, other educational 
organisations, careers guidance services and social and family workers are involved in its 
implementation.  
 
 
In France, ‘relay schemes’ target lower secondary level pupils at risk of marginalisation, 
who are in a situation of acute conflict with their school. These schemes aim to re-socialise 
and re-motivate pupils with a view to continuing their educational pathway. 
 



Reducing Early School Leaving in the EU 
____________________________________________________________________________________________ 

 109 

Box 14: Relay schemes, FR 

 
FRANCE 

Relay Schemes 
‘Relay schemes’ are transition measures aimed at pupils under the age of 16. There are two 
forms of relay scheme: relay classes (classes relais) and relay workshops (ateliers relais). 
Relay classes last from a few weeks up to several months. They are organised in vocational 
upper secondary schools and are run in partnership between the Ministry of Education, the 
Ministry of Justice, local/municipal authorities and other recognised partners. Relay 
workshops have a maximum of duration of 16 weeks and involve educational NGOs.   
 
Both types of relay schemes target (lower) secondary level pupils at risk of marginalisation 
and who are in a situation of acute conflict with their school. The schemes aim to re-
socialise and re-motivate pupils, who spend a few weeks in a sheltered, conflict-free 
learning environment before they are reintegrated into their school of origin. They offer an 
individualised service to participants (covering both educational and social support) and 
help pupils to acquire a basic level of skills and competences, improve motivation and 
develop a better relationship with educational institutions, with a view to continuing their 
education and training pathway. 
 
Pupils experiencing difficulties are identified by schools’ pedagogical teams and social 
workers. Decisions regarding the admission of pupils into relay structures and subsequent 
reintegration are made by a local commission, on the basis of a report provided by the 
school of origin. Communication between the school of origin and relay structures is 
facilitated by a personal portfolio on the pupil’s progress, teacher comments with examples 
of work completed, notes by the pupil and their family, etc.   
 
Characteristics of the classes/workshops include:  

 Small group sizes: e.g. between 6 and 12 pupils per class; 

 Pedagogy: differentiated curriculum and teaching methods within a group 
environment; individualised pathways, which can include practical work experience; a 
progressive timetable, adapted on a case-by-case basis; linking with extra-curricular 
measures; 

 Staff: volunteer teachers and specialised educators/teaching assistants who work in 
close contact with social workers, healthcare professionals, etc; 

 Infrastructure: in some cases relay classes can be organised in out-of-school premises 
- which only very remotely resemble classrooms - to favour successful integration.  

 
Research and anecdotal evidence suggests that relay classes and workshops have a 
positive immediate impact in terms of attitudes, especially through sport and cultural 
activities.  
 
 
The aim of Relay Schemes and other transition classes is to fill the gaps in the student’s 
knowledge and help them to catch up on the regular curriculum, so that they can return to 
mainstream schooling. The schemes also aim to provide young people with social support – 
socialisation is therefore as important as acquiring competences and skills.  
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The teaching approach in transition classes / programmes is generally less traditional and 
focuses on building motivation, social and personal skills and encouraging learning through 
more practical application and a more individualised approach. For example, in the German 
‘Cool Schools’ pilot project which ran from 2002 to 2004, experience-learning was used to 
try to encourage learning by making teaching relevant to the pupils. Rather than teaching 
by subject, themes were chosen such as ‘us in our environment’, which would include 
aspects on the nearby training opportunities, the local government structure and the 
history of the city. Early school leavers sometimes identify the lack of relevance of the 
curriculum as their reason for dropping out, thus by creating a link between the class 
material and everyday life, motivation can be increased. 
  
Project-learning is the basis of the Hungarian ‘catching-up’ programmes which are offered 
to young people who have not attained the primary school graduation certificate. In an 
evaluation of the programmes, this project-based learning method was identified as one of 
the reasons for their success. However, the evaluation also highlighted that the method has 
limitations too as the resource needs – both human resources and materials – are higher 
than for most traditional methodologies. As a result, the success of the programme is to a 
great degree contingent upon the specific participating schools and teachers229.  
 
Although most of the transition classes / programmes identified seem to support younger 
early school leavers and to facilitate their return to mainstream education, there are also 
transition programmes aimed at older early school leavers. For instance, in Ireland, where 
many existing apprentices have been made redundant by their sponsoring employers, a 
short training programme has been introduced to help them to access higher education / 
training phases, with a view to completing their apprenticeship at a later stage. This annual 
11-week certified training programme can cater for up to 700 redundant apprentices.  
 
In Luxembourg, the main remit of the institution Local action for young people (Action 
locale pour jeunes, ALJ) is to support young people aged between 15 and 25 in their 
transition to working life. Special attention is paid to school drop-outs who are monitored 
by ALJ to understand their reasons for leaving the education or training system and to 
design an individual project for each participant’s education, vocational training or 
integration into the labour market. The ALJ provides young people with support to 
implement their vocational integration projects and provides a ‘transition mentor’.  
 
After a period of time, pupils attending transition classes or programmes are reintegrated 
into school, further training or employment. The intended outcome of the transition classes 
is that the beneficiaries will be more focused and have a better understanding of the need 
and importance of education and training and will possibly be more motivated to pursue 
this. Examples from across several countries show that the combination of education/ 
training and support to tackle the young person’s specific difficulties / issues can help to 
successfully reintegrate them into mainstream settings, or help them to find a route into 
further education, training or employment.  
 
For example, another form of transition programme in Germany is run by the private 
company Bayer AG. ‘Jump Start’ (Starthilfe) provides participants with an entry-level 
qualification for an apprenticeship in various qualifications. It also focuses on tackling 
traumatic school experiences and improving the self-esteem of the young people. This 
successful programme has now been running for 21 years and has shown that a targeted 

                                                 
229  Bogdán et al (2010). A bridge to the future. European policy for vocational education  
 and training 2002-10. National policy report – Hungary 2010. Cedefop - ReferNet.  
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preparatory programme can help socially disadvantaged young people to access 
apprenticeships and employment. Around 1 500 young people have participated over the 
entire period and almost 90 % of the participants succeeded in getting an apprenticeship 
contract at Bayer or with other companies following completion of the course. 
 
4.4.3. Second chance schools 

Second chance schools offer young people who have already dropped out of school a 
second chance to participate in education and training. They can be found in various forms 
in most European countries. The aim of the second chance schools is not only to enable an 
individual to acquire a qualification, but also to help them to define and begin a learning 
pathway and to steer them towards the world of work. Learning is generally student-
centred and provided in a format and structure which is accessible for the target group in 
question. This might mean running part-time courses which can be taken in addition to 
employment or other responsibilities (e.g. care for family members), offering classes in the 
evening, housing the school in an informal learning environment, etc. In Poland for 
example, second chance schools offer the possibility to study in the mornings, afternoons 
or weekends and some schools offer e-learning opportunities as well. Distance learning is 
also mentioned in a number of countries as offering a means of providing second chance 
education to adults who may have a range of other commitments which make it hard to 
attend regular classes. 
 
In many countries, second chance schools seem to cater for ‘older’ early school leavers. 
The emphasis therefore tends to be on providing learning based on an adult education 
approach. Modular courses also seem to be common among second chance schools. These 
can either enable a learner to ‘fill the gaps’ in his / her learning or to take ‘bite-sized’ steps 
towards achieving a full qualification. Sometimes it is possible for the learners to have their 
prior learning validated towards a qualification, in order to avoid repeating the learning 
they have already accomplished.  
 
Participation in second chance schools is often free of charge, or learners are entitled to a 
grant / subsidy while participating. Some countries may also provide support for the 
purchase of the appropriate resources to participate. In Ireland for example, participants in 
the Vocational Training Opportunities Scheme (VTOS), which is open to unemployed adults 
over the age of 21, are entitled to tuition, stationery and books free of charge. A childcare 
grant is also available to students and they can access the adult guidance service.  
 
Second chance schools can be found both within and outside the formal education system. 
Again in Ireland, the Back to Education Initiative for example is delivered by both 
Vocational Education Committees and community education groups.  
 
The level of take-up of second chance learning opportunities seems to show that there is a 
great demand for schools that enable early school leavers to acquire qualifications. In 
Romania for example, the number of participants in second chance schools grew 
significantly from 517 in the school year 2003/2004 to about 10 000 in the school year 
2007/2008. In Greece, from an initial pilot of five second chance schools in 2000/2001, 48 
have now been established in the country. In 2005/2006 some 3 600 people were trained 
at level 2 (lower secondary), which was a 51.5 % increase on the previous year.  
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Box 16: Second chance schools, EL 

 
GREECE 

Second chance schools 
Second chance schools (ΣΔΕ/SDE) were established by law in 1997 as a way of tackling 
social exclusion in Greece. They are aimed at young people over the age of 18 who have 
not completed compulsory education (which lasts for nine years)230. Participants are able to 
study for the lower secondary education leaving certificate (Apolytirio Gymnasiou) and the 
curriculum is flexible to allow young people to choose what best suit their needs and 
interests. Particular emphasis is placed on the acquisition of basic qualifications and the 
development of personal skills, in order to provide young people with the competences and 
qualifications needed to enter the labour force. The programme lasts for 18-24 months. 
 
The strengths of the SDEs are as follows:  

 the curricula are flexible, allowing students to choose the subjects that suit their needs 
and interests; 

 there is a particular emphasis on the acquisition of basic qualifications and the 
development of personal skills, in order to provide young people with the competences 
and qualifications needed to enter the labour force; 

 the duration of the programme (two academic years) and the timetabling of classes in 
the evening (21 hours per week) allows students to maintain full time jobs at the same 
time as pursuing their studies. 

 
4.4.4. Validation of non-formal and informal learning 

Validation of non-formal and informal learning – the recognition of an individual’s skills and 
competences, regardless of how or where these were acquired – is recognised across 
Europe (and beyond) as an important tool in the pursuit of economic and social goals. In 
terms of social inclusion, it represents a useful alternative or supplement for various target 
groups of gaining new opportunities (a ‘second chance’) to (re) enter the labour market or 
to engage in further education and training.  
 
For instance in the Europe 2020 Strategy231, the role of validation in supporting young 
people to access the labour market, particularly those with fewer opportunities and / or at 
risk of social exclusion, is recognised. The Commission sets out a commitment under its 
‘Youth on the Move’ flagship initiative to promote the recognition of non-formal and 
informal learning. Elsewhere, the OECD for instance notes that “recognition provides a way 
to improve equity and strengthen access to further education and to the labour market for 
disadvantaged minority groups, disaffected youth and older workers who did not have 
many opportunities for formal learning when they were younger”’232. 
 
Although validation is often seen as a measure to support adults who have accumulated 
knowledge and skills, in particular through work experience, a small number of countries 
have recognised that early school leavers can be supported through the recognition of their 
prior learning, which for some might present a more accessible alternative to formal 

                                                 
230  GHK Consulting (2005) Study on access to education and training, basic skills and early school leavers (Ref. 

DG EAC 38/04). European Commission. 
231  http://ec.europa.eu/europe2020/index_en.htm. 
232  OECD: Werquin, Patrick (2010), Recognising Non-Formal and Informal Learning: Outcomes, Policies and 

Practices. OECD. 
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education and training. It can also help participants to acquire a ‘taste for learning’ and 
build up the self-confidence to undertake further education, training or employment. 
Validation can increase the self-esteem and motivation of specific vulnerable groups and 
opens up opportunities for the creation of individualised training plans. In this case, 
validation is not seen as an end in itself but more as a starting point towards the 
completion of an educational pathway. 
 
Validation can be formative in nature, or summative. Through formative validation, the 
individual is able to learn about the skills and competences he / she already possesses and 
to use this knowledge as a basis for future learning or career pathways. Summative 
validation enables the individual to acquire a formal qualification as recognition of his /her 
skills and competences. Both types therefore have the potential to support early school 
leavers, either in developing personal pathways for the future, or to acquire a qualification 
which they were unable to attain in school.  
 
Systems of validation of non-formal and informal learning are more developed in some 
countries than in others (for example, amongst the case study countries, France, the 
Netherlands and Finland have more developed systems than Greece or Poland). However, it 
is not necessarily the case that those countries with more developed approaches are more 
likely to offer validation to early school leavers. Some countries have specifically recognised 
that validation can be used to support young people who have already or are at risk of 
dropping out of school.  

 In Spain for example, the National Action Plan to reduce ESL promotes the use of 
validation of non-formal learning by the competent authorities. Furthermore the 
Action Plan 2010-2011 states that in order to ensure the flexibility of the education 
system, the basic skills of students who left school without obtaining the ESO 
qualification should be officially certified. Subsequently a model of certification is 
being developed in collaboration with the Autonomous Communities.  

 In Estonia, ESF-funded initiatives support young people who have dropped out of 
higher education or vocational education without achieving a qualification but who 
have completed at least 50 % of the programme. In total 800 and 400 students 
respectively are expected to return to education through these initiatives. 

 In the Netherlands, a target has been set in the policy framework for 20 000 early 
school leavers aged 18-23 to have the opportunity to have the skills, experiences 
and competencies they acquired through work validated. This initiative is targeted at 
young people who do not have basic qualifications but who are active in the labour 
market. 

 
In other countries validation is not targeted specifically at early school leavers but 
nevertheless remains open as an option to them. In Portugal validation is used to support 
the low-qualified (over the age of 18) to attain formal qualifications, either through 
validation alone or by combining the process with tailored training. This tailored training 
takes the experience gained outside the formal education system into account. Portugal has 
been validating informal learning since 2000 and offers two options – an educational route 
aimed at providing basic educational qualifications, or a professional pathway validating 
work skills. Both options are certificated and administered nationally and the scheme has 
been a huge success, benefitting 90 000 people to date. In France, participants in second 
chance schools do not receive a formal diploma but a certificate of acquired competences 
and a competences portfolio which have been designed to be recognised easily by 
employers and also to facilitate an eventual application for validation of non-formal and 
informal learning. 
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As outlined in the European Guidelines on Validation233, guidance is a central element of 
any validation process. It is particularly important for groups such as early school leavers, 
who may need additional support to undergo the process, or even to be convinced of the 
value of the process. Lack of self-confidence and fear (both fear of failure and fear of the 
processes involved) can be a barrier to participation in validation for early school leavers 
and it is therefore important that those involved in supporting validation candidates are 
appropriately trained to support and guide the participants. Other barriers to access include 
the costs involved in undertaking validation and lack of awareness of the opportunities 
available. In a number of countries, validation is therefore offered free of charge to certain 
target groups and is disseminated and delivered via a range of partners, including for 
example third sector organisations, or public employment services.  
 
4.4.5. Increased capacity of workplace training, VET and/or apprenticeships  

Some countries have increased the number of places available in workplace training, 
‘mainstream’ VET or apprenticeships, in order to provide an alternative to the more 
academic route on offer in mainstream education to young people who have dropped out of 
school. Others have created new courses or qualifications with a more practical or 
vocational emphasis to support this target group. These courses might offer a route back 
into formal education but are also of course an important means of facilitating a transition 
to employment, which can in itself be a motivating factor to participate.  
 
In Spain for instance, the new Initial Vocational Qualification Programmes (Programas de 
Cualificación Profesional Inicial, PCPI) were intended to be an option for young people aged 
16 and over who left school early. These programmes run for one or two years and offer 
early school leavers the chance to enrol in training courses to gain professional skills, which 
entitle them to a qualification equivalent to secondary education. This allows them to later 
enrol in a regular VET course (at medium level), since in Spain the general requirement to 
enrol in VET courses at medium level is to have completed secondary compulsory 
education. Thus, it is a mechanism for facilitating the insertion of early school leavers into 
the labour market. To encourage the flexibility of the education system and to ensure that 
all students are able to gain a qualification at higher level, it is recommended in the 
Spanish plan to reduce ESL that there should be an increase in the number of PCPI, 
especially within sectors where there are greater employment opportunities.  
 
In Cyprus, the reformed New Modern Apprenticeship Scheme (NMA-Scheme) is in the 
process of being implemented. The NMA-Scheme is targeted at young people between the 
ages of 14 and 25 and provides a learning pathway for those who have left the education 
system early, before completing lower secondary or upper secondary education. The NMA-
Scheme will enable early school leavers to upgrade their skills and become more 
employable. The aim is also to recognise and accredit their skills and/or to give apprentices 
the opportunity to continue with their education after their apprenticeship ends. 
 
Across Europe, apprenticeship schemes are encountering difficulties due to the economic 
crisis, with less apprenticeship places offered by employers or apprentices being made 
redundant by their sponsoring employer. This has prompted the introduction of special 
measures to support apprenticeships and unemployed apprentices (who might otherwise 
fall into the category of early school leavers) in a number of countries.  
 
 
 
                                                 
233  See page 53 of the Guidelines: Internet: http://www.cedefop.europa.eu/EN/Files/4054_en.pdf. 



Reducing Early School Leaving in the EU 
____________________________________________________________________________________________ 

 115 

In Germany, between 2008 and 2010 employers were able to access a one-off training 
bonus if they created additional apprenticeship places for applicants from earlier school-
leaving cohorts who needed extra support. The apprenticeship place had to be filled by a 
young person identified as being ‘(particularly) in need of funding’ (i.e. young people who 
meet certain criteria, for example an unplaced applicant from previous years without a 
school leaving certificate). Training companies received a bonus of between EUR 4 000 and 
EUR 6 000 and the programme also offered support for specific social pedagogic attendance 
or other additional training measures in addition to the normal training programme. 
 
The duration of a course and the flexibility of provision are factors which will influence the 
young person’s decision on whether to participate or not. This has been recognised in 
Latvia, where the VET system is undergoing a reform to increase flexibility and allow 
student mobility between programmes. This change is seen as one of the solutions for 
young people returning to education after a break.  
 
It is widely recognised that employer engagement is a key success factor for vocational 
training courses. A clear link with labour market demand is essential to ensure employment 
outcomes of the young people who complete the course. Employer engagement can ensure 
that the course is tailored to the skills needs of the local labour market. In Ireland for 
example, the post-programme experience of participants in traineeships is favourable (over 
70 % of participants were in employment 18 months after completing their traineeship), 
which, it is suggested, is due to the direct involvement of employers in the programmes. 
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5. CHARACTERISTICS OF EFFECTIVE POLICIES AND 
AREAS FOR IMPROVEMENT – ANALYSIS OF KEY 
FINDINGS 

 

KEY FINDINGS 

 Many values and perspectives inform the policy response to ESL and the responses 
in the Member States are shaped by their history, tradition, socio-economic context, 
etc.  

 Key success factors for all ESL policies include: (i) acknowledgement of the 
issue and determination to firstly alleviate and, if possible, prevent it and 
secondly to reintegrate early leavers into education; (ii) integrated strategic 
planning, policy implementation and service delivery and the provision of 
adequate and effective supports for both early school leavers and those 
who work with them; (iii) a creative, flexible, problem-solving approach to 
the individual dilemmas encountered by early school leavers and those students who 
are at risk of dropping out; and (iv) an approach to service delivery (in and out 
of schools) that is based on compassion, encouragement, respect and high 
expectations, promotes a sense of belonging, is clear, comprehensive and 
consistent, is based on multi-agency work, and is timely, outcomes-oriented and 
cost-effective. 

 One of the greatest challenges is the need to improve the coordination of 
ESL policies and to link them better with other policy areas. Improvements 
have been made in recent years across the Member States and the importance of 
working in a more joined-up manner is widely recognised, but too often multi-
agency working is not working in practice. 

 There is need to find more and better ways of consulting students, early 
school leavers and other representatives of young people about the design 
and implementation of ESL policies and programmes, and to create a stronger 
culture of evaluation related to ESL. 

 
5.1. Introduction; key features of successful approaches 

In the foregoing chapters we have examined the scale and scope of ESL and the types of 
responses introduced by the Member states to address the problem. The chapters have 
shown that most young people successfully navigate the school system and make the 
transition to education, training or employment. However, it has become obvious that not 
all young people do so.  
 
Many values and perspectives inform the policy response to ESL. Not all are reconcilable. A 
dominant theme throughout the interviews and the research literature is that each 
individual early school leavers’ history is unique and the contexts or ecosystems 
in which they live are particular to time and place. Responses therefore need to 
be tuned and tailored. Furthermore, these responses must be delivered within Member 
State systems shaped by their history, tradition, socio-economic context, etc. There is 
consequently no single response to ESL. Instead we have found a kaleidoscope of 
policies, programmes, projects and approaches. In this chapter we examine this broad mix 
of strategies, structures and practices to identify key characteristics which form a thread 
through all effective policies to combat ESL.  
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The way a Member State views ESL will fundamentally inform its approach. In 
some contexts the young person’s views on the education experience are fundamentally 
important and thereby they shape responses to ESL. In this context, ESL is seen as a 
problem of the system, the society and the school, and responses will address each of 
these domains. In contrast, if ESL is seen as a problem of the young person and his or her 
family, peer group and community, the responses implemented will be different and will 
centre on attempts to ‘fix’ the young person.  
 
Either way, as we have seen in Chapter 4, policies on ESL tend to feature two inter-related 
prongs, underpinning values notwithstanding. The first of these is prevention and the 
second is reintegration of early school leavers into education, training or the labour market. 
Across both, the four broad features determining strategic success are: 

1. acknowledgement of the issue and determination to firstly alleviate and, if 
possible, prevent it and secondly to reintegrate early leavers into education; 

2. integrated strategic planning, policy implementation and service delivery and the 
provision of adequate and effective supports for both early school leavers and 
those who work with them; 

3. creativity, innovation, flexibility and willingness to change on the part of policy 
makers and practitioners and, in particular, a problem-solving approach to the 
individual dilemmas encountered by early school leavers; 

4. A broad approach to service delivery (in and out of schools) that:  

 communicates compassion, respect, challenge and high expectations to 
early school leavers, their families, peers and communities; 

 encourages learners and promotes a sense of belonging; 

 is clear, cohesive, comprehensive and consistent, and is based on multi-
agency work; and 

 is timely, vigilant, responsive, outcomes-oriented and cost-effective. 
 
On the basis of literature and interviews undertaken as part of this research, these are the 
key guiding principles behind successful approaches. The next chapters discuss specific 
features of effective preventive and second chance approaches. The second part of the 
chapter focuses on identifying areas for improvement. 
 
5.2. Effective alleviation and prevention 

5.2.1. Prevention strategies 

In general, as explained in Chapter 4, Member States implement a blend of targeted and 
comprehensive strategies. Both have strengths and weaknesses. The strength of 
comprehensive approaches is that they seek to improve the education system for all. At the 
same time, their weakness is they may not be sufficient for students with complex support 
needs.  
 
Targeted approaches thus seem to be more pertinent to the ESL agenda than 
comprehensive ones. A key reason for this is that comprehensive strategies may have been 
designed to support several different policy priorities, while targeted policies are typically 
more explicitly linked to ESL goals. This however does not mean that the comprehensive 
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approaches would be any less important for reducing ESL. On the contrary, comprehensive 
policies can even reduce the need for targeted interventions. 
With targeted policies and measures, support is provided to those identified as being most 
‘at-risk’. However, this also means that some young people who are not located within the 
area or school concerned may not be reached. For example, stakeholders in Ireland point 
out that disadvantaged children can be found in every school. If support is channelled to 
the schools with the highest numbers of disadvantaged, then children attending schools 
with small numbers of disadvantaged children (which do not qualify for targeted funding) 
may miss out on the additional support they need. 
 
A further reservation expressed regards the process of targeting itself. The identification 
process for the schools / areas which are to receive support must be robust. Again 
in Ireland, post-primary schools are selected for additional DEIS funding on the basis of a 
combination of background (e.g. medical card possession) and outcome (e.g. ESL and 
performance) indicators. The use of performance indicators was felt by some stakeholders 
to penalise those schools which had been successful in improving educational outcomes for 
their pupils234. Furthermore, the lack of objective external data was felt to be a problem at 
primary level, leading to “issues around the over- or under-reporting of data”235.  
 
Another weakness of targeted preventive measures, this time identified by stakeholders in 
France, is that they leave the ‘core’ of the education system unchanged and as such, 
they help children to accommodate to the educational system, rather the other way 
around. Comprehensive measures can therefore tackle the systemic issues which 
are helping to contribute to the incidence of early school leaving within a country. 
For example, French stakeholders interviewed for this study suggested that approaches and 
measures focusing on pedagogy could offer important value for money, as better 
pedagogies can lead to improved performance without increasing the number of hours of 
teaching.  
 
Nonetheless, there is strong support throughout the European Union for targeted 
measures, which can be broken down into a number of common characteristics.  
 
The first of these is to base preventive policies on a national framework, which is then 
interpreted and implemented by individual projects and programmes at local level. This 
means that local stakeholders can seek local solutions to local needs. In the 
Netherlands for instance, the Ministry of Education argues that the ability for local partners 
and schools to design and implement their own programmes is a key strength of the 
country’s approach to tackling ESL. It works because there is greater knowledge of the 
problems and areas that need attention at this level. Likewise, in England, it is felt that the 
nature of the ESL group is so diverse in different areas that education placements and 
provision are best organised and provided by those authorities who best know the local 
social/economic factors and other needs of the ESL group and have a good relationship 
with the local providers.  
 
Where such an approach is taken, one issue that can arise is a lack of consistency / 
standard of the many measures that are in place to target ESL. It is therefore important to 
provide guidance at national level on how to implement the framework at local 
level, and / or to set out specific requirements in terms of planning, targets in terms of 
participation and outcomes and /or an overall quality framework (as used for example by 

                                                 
234  Smyth, E. and McCoy, S., (2009), Investing in Education: Combating Educational Disadvantage, Economic and 

Social Research Institute, Dublin.  
235  Ibid.  
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the Youthreach programme in Ireland – see below for further details). The School 
Completion Programme (SCP) programme in Ireland for instance has published guidance on 
its ‘core elements’, which local projects should take account of when designing their 
interventions. It is intended that these ‘core elements’ will enable projects to make 
informed decisions about the activities they should undertake in relation to the needs of 
their locality, thus maintaining some flexibility for practitioners to make their own decisions 
about how best to meet the needs of their target group but also ensuring a significant 
degree of consistency across the programme. In Spain, there have been clear attempts to 
coordinate actions by the Spanish authorities to tackle the problem of ESL. These actions 
are being supported by the work of a multi-stakeholder working group to lead on matters 
concerning ESL. 
 
A second strand identified in the research is the provision of financial incentives for local 
partnerships and schools. For example, the Dutch Aanval op schooluitval framework 
provides funding to local partnerships, which then allocate these funds to different 
secondary schools on the basis of school performance in relation to rates of early school 
leaving, truancy or other issues such as criminality. In addition, financial incentives are 
provided to schools for every student that they keep in school in comparison to the year 
before. In the past schools received EUR 2 000 per student but this has now increased to 
EUR 2 500 per student as it is recognised that the prevention of ESL becomes progressively 
more difficult as the number of early school leavers falls. Stakeholders in several other 
countries acknowledged that this incentive-driven approach was something they would like 
to see in their countries too – especially those stakeholders who identified lack of 
enforcement as a problem.  
 
On the other hand, the Dutch authorities are also moving towards stricter, law-based 
measures to combat ESL. For example, a new development in the Netherlands is to 
introduce financial penalties for underperforming secondary-level VET (MBO) schools, which 
have had difficulties in implementing successful programmes and developing action plans to 
reduce ESL. Legislation has been enacted whereby fines will be imposed on schools that do 
not develop action plans to reduce ESL. Stakeholders are in two minds about this. Those 
who oppose it argue that it will put the students of those VET schools in an even weaker 
position if fines are imposed and thereby funding is cut. Supporters feel that it is necessary 
to introduce something that forces schools to take action when nothing else has convinced 
them to take action.  
 
A third strand of prevention focuses this ‘carrot and stick’ approach on ESLs and their 
families. As mentioned earlier, a law has been passed in Finland which reduces the 
amount of benefits for those unemployed, young jobseekers who refuse to apply for a 
study place236. Other countries have new measures placing greater responsibility on the 
parents as well as students themselves through the withdrawal of benefit 
payments when unjustified absence (truancy) occurs. In Belgium and Bulgaria for 
instance, pupil hardship grants and child benefits are withdrawn respectively. In the UK, 
receipt of the Educational Maintenance Allowance (for pupils) was dependent upon full 
participation in education / training237. Furthermore, parents can be prosecuted if they fail 
to ensure their child’s regular school attendance238. The criticism of such approaches is that 

                                                 
236  The yhteishakujärjestelmä (joint application system) to general upper secondary schools, vocational upper 

secondary schools and some folk high schools is a national procedure used by Finnish educational institutions 
when selecting new students to general upper secondary schools, vocational upper secondary schools and 
some folk high schools. 

237  The EMA is now being abolished. 
238  Department for Children, Schools and Families (2007), Ensuring Children’s Right to Education; Guidance on the 

legal measures available to secure regular school attendance.  
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they label people in receipt of benefits as 'undeserving' and they may not take into account 
the wider circumstances of the young person, which might be leading him / her to withdraw 
from education. 
 
The fourth broad strand embraces a more empowering approach, focusing on raising 
aspirations and promoting the value of education. A recent UK study showed that 
disengaged young people were more likely than engaged students to say that a high-
earning job was important for them239. They also value the idea of being their own boss 
more than their engaged peers. Money and independence thus seem to be a particular 
motivator for those at risk of ESL and therefore have the potential to become a powerful 
tool to drive engagement240. This suggests that more could be done to promote the high 
earnings and career progression opportunities associated with high(er) levels of education. 
 
Each of the foregoing approaches to prevention has its adherents. Yet none can 
conclusively be said to work, certainly not for all early school leavers. National strategies 
may lean in one direction or another but must comprehend a number of approaches and be 
sufficiently flexible to address the complexities of ESL. Furthermore, no matter what their 
base assumptions or intentions, all preventive policies must ultimately translate into 
effective practice and it is to this domain that we now turn.  
 
There is some degree of difference in the approaches of countries in terms of using 
targeted or comprehensive measures. The Nordic states have traditionally promoted a 
comprehensive approach but in recent years these countries, in particular Denmark and 
Finland, have developed many new targeted tools. On the contrary, it appears that the 
policy focus in Greece is changing from targeted to comprehensive policies. Targeted 
policies have been pursued for years and anecdotal evidence from interviewees indicates 
that they have not been effective (with some exceptions). These targeted policies, such as 
for example intercultural schools and support tutoring for students in danger of dropping 
out, are currently being minimised or abolished. The justification for this is not based on 
evidence from evaluations but rather results from lack of funds. In parallel to this trend, 
there are many initiatives that have been launched recently and others that are being 
currently designed, aiming to improve the education system for all. The New School policy 
initiative for example started from redesigning pre-primary and primary education and is 
now introducing changes in lower secondary education and subsequently upper secondary 
education, while more long-term plans include the reorganisation of VET. 
 
Ireland, France, the Netherlands and Slovakia more commonly use targeted approaches 
while many other countries seem to have taken a mixed approach, such as England, Spain 
Lithuania and Poland. In Slovakia, which has the lowest rate of ESL in Europe, measures to 
fight ESL are to a large extent associated with measures to fight ESL among children from 
socially disadvantaged families, of which a large proportion is made up of Roma families241. 
In France, the main focus is on policies targeted either at geographical areas or certain 
groups of pupils. New initiatives tend be located ‘at the margin’ of the education system 
(e.g. reinforcing after-class support or creating new additional measures) while generally 
pedagogy and curricula remain unchanged. However, an important reform affecting the 
entire education system at the primary and lower secondary level is the introduction of a 

                                                 
239  National Centre for Social Research (2009), Disengagement from education among 14-16 year olds. DCSF. 
240  Gracey, S., and Kelly, S. (2010), Changing the NEET mindset: Achieving more effective transitions between 
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common core of competences to be mastered by pupils, an important change in approach 
which will therefore take some time to implement. 
 
There is a mix of both a targeted and a comprehensive approach in England, but there is an 
increasing shift from a more universal to a more targeted approach. One of the key 
documents published recently is the December 2010 Schools White Paper. It sets out a 
vision to improve the education systems for all – but notably through empowering 
providers to determine how spend might be best used, therefore leaving local stakeholders 
to find local solutions to local problems, as is the case in Ireland and the Netherlands. 
Additionally, a new pupil premium in schools is being created to allocate extra money for 
disadvantaged children. The result of this, according to interviewees, is that more targeted 
policies and support will emerge for the most disadvantaged but there will be a significant 
reduction in universal support for other students. Some of the Dutch, Greek, Finnish, Irish, 
Spanish and British stakeholders also raised a concern about cuts to mainstream education 
funding, although funding for some targeted measures has increased (the case of Finland 
and the Netherlands).  
 
5.2.2. Effective preventive practice 

As discussed earlier, there are many possible triggers that might cause an individual to 
drop out of school. Some are personal, some are to do with the many ecosystems in which 
s/he lives, yet others are circumstantial. Whatever they are and however they interact, all 
are relevant to those seeking to prevent each individual’s premature departure from school 
or to alleviate the aggregate problem of early school leaving. Practitioners must be alert 
to the many and varied risk factors, signs and signals. Their responses must be 
finely tuned, tailored, flexible and adaptable. Given the pressures under which most 
schools must operate, this is a demanding task. Eight key principles have been identified as 
a result of this study, which underpin an effective approach to preventing ESL. These are 
discussed in turn below.  
 

 Encouragement and a sense of belonging 
 

Among the characteristics of early school leavers identified both in the literature on ESL 
and by stakeholders interviewed for this study, is a lack of self-agency, a sense of being 
acted upon, of not being in control of one’s life and a sense of detachment, of not 
belonging242. This was also confirmed by a survey cited by stakeholders in Finland. This 
survey is based on 1 821 responses from students and teachers in upper secondary schools 
(including 81 students who had already dropped out or were thinking of doing so) and it 
found lack of motivation, a difficult time in life and wrong vocation as the primary reasons 
for students leaving education early. At the same time, the respondents identified 
encouragement and a sense of belonging to a (school) community as the most 
important factors for the prevention of ESL. While these two factors were followed by 
financial support, good quality teaching and career guidance, the results of the survey also 
show that there are steps that can be taken to ensure that young people remain engaged 
without significant cost.  
 

 Timely intervention  
 
In Denmark, Finland, the Netherlands and England the emphasis is now being turned to 
tracking and early intervention work, in recognition of the fact that timely intervention is 
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important to ensure that emerging disengagement does not set in. This means that, in 
addition to identifying and addressing problems at an early stage, key ‘risk’ points also 
need to be watched, (i.e. from primary to post-primary, from lower secondary to upper 
secondary), which are known to be points at which young people are at greater risk of 
dropping out. It could however be said that all young people are at risk. The critical point 
for intervention is when the risk becomes ‘active’. 
 
Other key risk points relate to the young person’s home life and it is important that there is 
adequate support in place to enable a young person to manage difficult circumstances, 
such as bereavement, for example.  
 

 Rapid, integrated and effective responses 
 

There is little value in identifying active risks if nothing is done to address these. 
Stakeholders consulted for this study emphasised the need for rapid and integrated 
responses. These, by definition, embrace a ‘whole-child’ approach and cover a broad range 
of possibilities from extra supports for children with special educational needs to addressing 
challenging behaviours. The reasons for a young person’s disengagement from schooling 
may be complex and extend far beyond difficulties in coping with or disengagement from 
school work. In England, stakeholders identified a strong and successful voluntary sector as 
one of the strengths of the country’s approach to ESL because local and target-group 
specific NGOs can play a very important role in identifying, reaching and thereby 
supporting those in greatest need of support. In Ireland, the School Completion Programme 
requires schools to link with a network of external services in the statutory and voluntary 
services.  
 
As previously mentioned, a Spanish survey of early school leavers found that nearly 9 out 
of 10 dropped out due to their experiences of repeating a year243. Thus, extra tuition can 
stop individual students from falling behind, before these have a serious impact on their 
educational achievement and increase their risk of dropping out.  
 

 Appropriate teaching and learning approaches and options 
 

Stakeholders consulted for this study are in agreement with the large body of research 
findings that an important part of preventing early school leaving is also to address the 
young person’s experience of teaching and learning. It is not, in other words, a matter of 
fixing external problems so that the young person can survive in a school that is not 
working well. Effective prevention also demands effective teaching, innovative curriculum 
design and a strong experiential and participatory approach. But a school must do more. It 
must generate optimism and high expectations among teachers as well as among pupils 
and parents.  
   

 Parental engagement 
 

While many young people who are at risk of disengaging from education may experience 
difficulties associated with their family life, the family is also a source of support and 
comfort. Indeed, stakeholders consulted for this study commented that no matter what 
difficulties the family may be facing, parents generally wish the best for their children and 
will endeavour to support them. A parent does not need to be able to read to help her/his 
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child with reading but that parent needs to show interest, concern and appreciation for the 
child’s efforts and to communicate high expectations. In Ireland, Home-School-Community 
liaison personnel are deployed by the NEWB to support parents in this task.  
 

 Comprehensive data 
 

In order to facilitate timely intervention, identification, monitoring and tracking activities 
are essential. Comprehensive databases need to be in place from primary level upwards 
and to provide information on attendance, achievement and other key indicators. These 
need to provide a means for teachers and other support staff to have a good understanding 
of the needs of the young people concerned and for a comprehensive, holistic response to 
be provided to address the issues which might lead the child / young person concerned to 
drop out of school. ‘Youth warning systems’, which warn authorities about at-risk youth if 
more than one official or authority posts a warning about a youth who may be at risk of 
ESL were considered to be a good idea by several interviewees.  
 

 Career guidance 
 

Young people can experience a lot of confusion and pressure when they are faced with 
making curriculum choices. These decisions will affect their options and direction, not just 
in their education but also for their future careers and life244. The case studies have shown 
that impartial and timely guidance is critical to preventing ESL and as shown by the Career 
Start initiative in Finland, a range of taster courses and experiences, combined with wider 
and earlier guidance, can help young people to identify an appropriate career path. 
 

 Continuity, consistency and cohesion 
 

Importantly, there also needs to be continuity, consistency and cohesion between services 
and supports available for young people. Otherwise young people can get confused in the 
web of different services. The ‘individual case manager’ approach adopted for example by 
Connexions advisers in England and support workers at Competence Agencies in Germany 
has the potential to offer a more consistent means of supporting at-risk youth than some 
other approaches, where young people are expected to find different services without any 
specific support. 
 
5.3. Effective reintegration 

The aim of this section is to highlight the common features and elements that can be 
identified from the support available in the Member States for the reintegration of early 
school leavers back into mainstream education, into further education or training 
opportunities, or into employment. 
 

 Reintegration policies 

On the whole, policies and actions aimed at reintegration tend to be more targeted than 
comprehensive. Whereas many preventive actions focus on systematic actions across 
education systems and in schools – generally institutions of long-standing – a high 
proportion of actions attempting to support reintegration are temporary 
initiatives and projects. Although ESL is a deeply embedded feature of EU education and 
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training systems, there appears to be a tendency not to give a meaningful tenure or status 
to reintegration activities.  
 
There is also a tendency to conflate early school leaving and youth unemployment. These 
are certainly associated problems but ESL has a more structural character and demands a 
structural response, whereas youth unemployment is a cyclical phenomenon and may 
warrant shorter-term responses. This conflation can lead to a tendency to regard 
reintegration actions as being outside of the responsibility of education systems, as lower 
status and expendable. This view can inhibit the effectiveness of reintegration 
efforts.  
 
Where governments recognise the importance of reintegrating young people who have 
dropped out of education and guarantee support on a long-term basis, greater 
cohesion can be achieved as can greater clarity regarding best practices, standards and 
the training and support needs of learners and staff.   
 
Reintegration measures contribute to the achievement of lifelong learning for all, by 
enabling early school leavers to return to education, training or the workplace. The 
experiences of young people who are supported by reintegration measures must be 
consistent with that of those who stayed in school, must prepare them for the same 
challenges and must lead to the acquisition of tradable skills and qualifications. This poses 
challenges. The validity of the out-of-school actions and, in particular, the integrity of the 
effective pedagogies (or androgogies) must be recognised. The service to the learner must 
be re-imagined as a continuum linking schooling with reintegration settings and 
other services and, in due course, with employment services and adult education 
provision.  
 
That said, many early school leavers have additional commitments and responsibilities 
which they must balance with their learning, such as employment and caring 
responsibilities for example. For this reason, a number of reintegration measures aim to be 
flexible, by for example running part-time courses, offering childcare facilities, or placing 
the training centres in locations within the community. Cost is another issue for young 
people who already have existing responsibilities and expenses, therefore most of these 
reintegration learning opportunities are offered free-of-charge or are subsidised. 
Sometimes additional expenses, such as text books and other types of learning materials 
are also subsidised or provided free of charge. 
 
It is clear that reintegration programmes are typically more expensive than mainstream 
education and training routes. However, as illustrated in Chapter 3, the benefits of 
investment have the potential to significantly exceed the potential cost of inaction (given 
the cost associated with ESL) and investment in an early school leaver is also an 
investment in the next generation. The Ministry of Employment and the Economy in Finland 
has calculated that if EUR 10 million was invested in the prevention of ESL / social 
exclusion each year, it would pay itself back if it helped 364+ young people each year 
(based on the cost of an early school leaver per year of 27 500)245. At the same time a 
five-month long stay in a youth workshop (which is the main reintegration programme in 
Finland and has a success rate of around two-thirds of participants) costs EUR 1 500. Thus 
EUR 10 million would be enough to secure a place for more than 6 660 young people in a 
reintegration programme.  
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5.3.1. Effective practice in reintegration actions 

Many of the good practice elements identified above in the prevention section also apply to 
reintegration actions. Here we elaborate on those aspects which are particularly pertinent 
for young people who have already disengaged from school. 
 

 Importance of engagement and creating a sense of belonging and self-
worth 
 

We have already noted the importance of instilling a sense of belonging in young people, in 
order to retain them in school. This is even more important for those who have left school 
early. Any action targeting those who have already left school must begin with a process of 
engagement, of building trust and a sense of belonging. It should also be infused with high 
expectations, be structured as well as flexible, safe as well as challenging.  
 
In addition, it is important to note that many early school leavers regard themselves as 
adults and expect to be treated as such. In their own descriptions of what has succeeded 
with them, words such as ‘respect’ and ‘trust’ recur. 
 

 An alternative environment / approach 
 

Reintegration measures are often housed in an alternative environment to mainstream 
education. This might be a more relaxed, informal environment, where the young person 
can feel safe and have the confidence to take part in the activities of the 
programme.  
 

 More intense levels of support 
 

As mentioned earlier, the degree of support required by early school leavers varies 
according to their personal circumstances. Some young people – and this especially applies 
to those who were working successfully until made redundant during the present downturn 
– are already motivated to return to learning and thus need simply to work within a 
different curriculum, with different teaching and learning methodologies, or within an 
alternative learning environment. For these young people, measures providing vocational 
learning opportunities or second chance opportunities to acquire a formal qualification 
provide adequate support.  
 
Early school leavers with more complex issues require a more intense level of 
support and this can be found in transition classes and holistic reintegration measures. 
These measures are also flexible and generally free of charge. However they require 
greater efforts to collaborate with external stakeholders, including for example welfare and 
health services, to ensure that the support provided to their beneficiaries by the various 
services are coordinated and comprehensive. For example, some early school leavers may 
struggle with substance abuse problems. Before such young people can make a full and 
sustainable return to education and training, they need to be supported with their personal, 
social and health-related problems by appropriate experts, for example from health and 
social authorities. 
 
In Poland for example, one of the key strengths of the Voluntary Labour Corps is the fact 
that they work closely with relevant partners, including the police, mental health and 
substance misuse services. Their holistic approach to supporting young people in 
developing both professionally and socially, by offering a wide range of services, recognises 
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the complex range of needs of early school leavers. Bespoke support is again recognised as 
important in supporting the young people to make appropriate career choices.  
 
These measures therefore take an individualised ‘whole person’ approach to supporting 
early school leavers and aim to address not only their learning needs but also their wider 
personal, social, health and other needs.  
 

 Pathway planning and guidance, including follow-up and aftercare 
 

Early school leavers need to be supported to create their own learning and personal 
pathways for the future. The reintegration of a young, disengaged person into mainstream 
education, training or employment begins with their re-engagement and an assessment of 
their needs and aspirations246. The process then continues with their participation in 
learning and an ongoing review of their progress through to employment. It is important 
that the journey does not end when the young person enters employment and that instead, 
support is received through to their first steps into the mainstream247. This 
progression pathway is illustrated in Figure 11 below. 
 
Figure 11: Supported reintegration journey 

 
Source: Cedefop (2010), Guiding at-risk youth through learning to work: Lessons from 
across Europe. Luxembourg: Publications Office of the European Union, 2010. Pinnock, 
K. et al., (2009), Identifying Effective Practice in Raising Young People’s Aspirations. 
London: Learning and Skills Council. 

 
There are a number of ways in which young people can be supported to devise such 
pathways. Learning which is broken down into units can form one step on this personal 
pathway. Other steps might include improvements in the individual’s personal and / or 
social life, or tackling difficulties the young person may face such as substance misuse. 
Mentoring can also be used as a means of enabling young people to identify and pursue 
these kinds of pathways. Validation of non-formal and informal learning – in its formative 
mode – can also help young people in this respect. A national framework for lifelong 
learning can also mean that more learning opportunities are available to early school 
leavers and that there is a greater culture and acceptance within a country of taking up 
second chance or new learning opportunities later in life.  
 
Effective advice and guidance is an essential component of pathway planning. It can ensure 
a sustainable entry to the mainstream education and training system but it should also 
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equip young people with the skills they need to make a transition to employment. For 
example, an issue raised (anecdotally) in France is that relay classes may only have a 
temporary effect and that the participants’ problems tend to reappear when pupils are 
reintegrated into their school of origin. Follow-up is therefore important to ensure that the 
outcomes of the good work achieved by the reintegration measures are not lost in the long-
term. It is also important to ensure that the duration of support provided to the young 
person is sufficient to meet his / her needs – a number of the measures described above 
are flexible in the length of time young people attend (with a maximum limit in several 
cases). In the case of Youth Workshops (Nuorten työpajat) in Finland, young people are 
taught and guided typically by a team consisting of a subject teacher (i.e. media or 
carpentry – depending on the workshop), workshop leader, mentor and labour market 
advisor. The labour market advisor plays a key role in the identification of interesting but 
achievable study, career or employment opportunities. 
 

 Individual action plans 
 

When support for the young person is formulated on the basis of an individual plan 
agreed with the active participation of the young person, it is more likely to have 
their buy-in. Contracts may also be used as a means of outlining expectations of both the 
young person and the organisation offering support. In England for example, one of the 
stakeholders interviewed referred to the Activity Agreement pilots as one of the more 
effective programmes in the country. Although it was a relatively costly programme, it was 
effective because it was based on a two-way agreement between the provider and the 
young person, who was involved in formulating and agreeing on their chosen package of 
learning from the outset. This helped to secure buy-in and commitment from the young 
people participating. Likewise, among the ‘fundamentals’ listed in operational guidelines for 
the Youthreach programme in Ireland is that all services for learners should be agreed with 
each individual learner. 
 
In developing such plans mentors or key workers, that is, trusted adults with whom the 
young learners can engage, are very effective. 
 

 Learning in bite-sized pieces 
 

Some stakeholders argued the importance of providing ‘building blocks’ of learning 
which enable early school leavers to move towards higher level skills and courses which are 
recognised on the labour market. A number of the measures described in Chapter 4 offer 
modular courses or give individuals the opportunity to address gaps in learning, rather than 
having to re-take a course in full. Smaller, ‘bite-sized’ units of learning, with clearly defined 
goals, appear less daunting to early school leavers with negative experiences of formal 
education and low self-esteem. Successful completion of each unit can also give the learner 
a sense of achievement – perhaps for the first time in an educational environment. The lack 
of opportunities to speed up the process of completing their missing education (sometimes 
people who dropped out because of problem with one subject, have to start over again in 
second chance school) is identified as a weakness in Poland.  
 
Validation of non-formal and informal learning also presents an opportunity to recognise 
units of competences or skills, based on occupational profiles or qualification references and 
standards. Another potential opportunity in this area is the gradual introduction of national 
qualifications frameworks across Europe, which are generally based on learning descriptors, 
which are combined to form units, modules and full qualifications. It remains to be seen to 
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what extent these frameworks are effective in answering the qualifications needs of early 
school leavers.  
 

 Basic and life skills 
 

A number of the measures recognise that early school leavers have additional gaps in skills 
and competences which must be filled before they can undertake further education, 
training or employment. Basic skills and life skills – going beyond basic literacy and 
numeracy to include for example financial and health literacy – can also be provided in 
smaller units or can be embedded within the teaching of other subjects. 
 
Since early school leavers require different levels of support depending on their individual 
circumstances, it is important that methods of identification and signposting are in 
place to ensure the young person attends the measure most appropriate to his / her needs. 
A number of countries have monitoring systems in place to identify the young people who 
are in need of support. It is important that this data is used and acted upon in order to 
inform the planning of programmes, to monitor subsequent participation and to ensure 
resources are targeted at the groups and localities which are in greater need of support. As 
mentioned earlier, in Denmark and Finland youth outreach / guidance workers play a key 
part in getting in touch with disengaged young people. 
 
Where such monitoring systems are not in place, other measures rely on referrals from for 
example third sector organisations or mainstream schools. Without an effective system of 
monitoring, young people are likely to fall through the net, particularly if they are not 
accessing any services or benefits such as job centres and / or social welfare (this is 
therefore particularly an issue for the younger early school leavers). In order to overcome 
this, it has been suggested in England for example that schools should have the 
responsibility for monitoring a student under the age of 16 after they have been excluded, 
to avoid the problem of young people becoming lost in the system once they have left 
school. In Finland, schools of compulsory education are now obliged to track the 
progression of their students and inform outreach workers if some of their students have 
not found or taken up a place in schools of upper secondary level education. Furthermore, 
upper secondary level schools and training providers have a legal responsibility to inform 
authorities if someone drops out.  
 

 Extra-curricular activities 
 

Extra-curricular activities may not have the explicit aim of helping young people to return 
to mainstream education but they may help to revive an enthusiasm for learning among 
young people who have dropped out of school and in doing so facilitate a pathway to 
further education and/or employment. For example, the NotSchool.net project248 represents 
an excellent example of good practice for young people who are unable to cope with 
traditional schooling, as learning is presented in a different format (online learning, with the 
opportunity to study non-traditional school subjects, such as comics) their willingness to 
participate in learning is maintained. NotSchool.net began as a university research project 
and is now a national project which has supported over 5 000 pupils in the UK and has 
since been introduced in Ireland, Sweden and New Zealand too. It is led by Inclusion Trust, 
a not-for-profit education charity and it operates almost fully online.  
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In Lithuania, ‘activity groups’ run by teachers and a special pedagogue take place every 
day after school and have been found to have had some positive effects for participants. 
Computers and software are available for creative work, as well as a set of musical 
instruments, sport and tourism resources, audiovisual equipment, board games and 
puzzles. Research surveys revealed that as a result of attending the groups, overall school 
attendance was improved, as well as learning achievements and relations with teachers, 
other pupils and parents. Learning motivation and self-esteem also increased. 
 

 Monitoring and review 
 

Evaluations of reintegration measures are hard to find but there are exceptions. For 
example, the Youthreach programme in Ireland was evaluated by the ESF Programme 
Evaluation Unit in 1996 and by the National Coordinators in 2000. It also underwent a 
Value for Money Review by the Department of Education and Skills249 (2008) and a 
composite evaluation by the Inspectorate250 (2010). Centres undergo whole-centre 
evaluations (similar to whole-school evaluations) by the Inspectors as part of the 
Youthreach Quality Framework and each evaluation is published on the Department’s 
website251. This is the level of monitoring and transparency that is required of reintegration 
measures and sets a benchmark for Member States. 
 
That said, it is also important to recognise that with reintegration measures and other types 
of measure supporting early school leavers, success cannot always be driven or 
measured by quantitative targets. In England for example, the use of target-driven 
funding was identified by one stakeholder (from the third sector) as leading initiatives to 
focus on getting young people into jobs or into learning ‘at any cost’, which results in non-
holistic practice and young people being put into unsuitable jobs and learning placements 
which they cannot sustain: “Only holistic and longer-term interventions work. The problem 
however, is that contracts are target-driven and so workers are under huge pressure to get 
the numbers”.  
 
For those reintegration measures which support the ‘hardest-to-reach’ (holistic 
reintegration programmes, transition classes or programmes), the outcomes and impact of 
their work may not be found in the form of formal qualifications or progression into 
employment. Soft outcomes are also important for young people who may face multiple 
disadvantage, such as for example increased self-awareness and an improved ability to 
cope with the challenges of daily life. It is therefore important to find ways of measuring 
such soft outcomes so that policy makers and stakeholders are able to understand and 
value the positive outcomes achieved. Thus while the cost of such intensive support 
programmes may be higher, these can be justified in terms of the positive outcomes 
achieved and associated savings to society (e.g. in terms of reduced costs associated with 
health and crime).  
 
Nevertheless, while the focus of such intensive support should not necessarily be driven 
by the achievement of formal qualifications or by accessing employment, it is 
important for those who are capable of and who have the desire to do so, that the provision 
on offer provides suitable pathways towards formal education, training or 
employment.  
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 High quality curriculum 
 

It is, of course, imperative, from both the point of view of the learners and taxpayers, that 
reintegration actions are of the highest quality possible. The curriculum should be a flexible 
framework on which learning activities are built. However, Hargeaves (1996) argues that 
three criteria in particular define a quality curriculum: 

 it should be relevant to the culture of the learner, to the range of intelligences that 
learners display, to the present and to the future lives of the learners; 

 the curriculum should be challenging, in terms of setting high academic and 
vocational standards, of real-life applications and of personal ambitions; and 

 the curriculum should be imaginative, fostering the creative and expressive qualities 
of the learners and a sense of wonder, of fantasy and imagination252.  

 
5.4. Key challenges identified in the research 

A range of challenges emerge from the research. The following are the most pressing. 
 
5.4.1. Coherence of the policy framework on ESL 

Stakeholder interviews explored the issue of the coherence of the policy framework for ESL. 
Stakeholders were questioned on their opinions of the rate of coordination of ESL policies 
with other key policy areas.  
 
Many interviewees were of the opinion that there is ‘some’ co-ordination of ESL policies and 
that ‘some’ links with other policy areas are sought but that the situation could be 
improved. Nearly half (45 %) of respondents were of this opinion. Worryingly nearly a third 
(31 %) thought the level of policy coordination was ‘poor’ or ‘very poor’, although 24 % 
were of the opinion that the ESL policies were ‘well’ or ‘very well’ co-ordinated. As 
mentioned in Chapter 4, the lack of coherence is typically attributed to the fact that several 
institutional actors are involved in the battle against ESL. In some cases collaboration 
between education and social and employment authorities is missing, while in other 
countries there is a need to strengthen the collaboration between education and youth 
policies, before a more coherent, joined up approach can be achieved. In some contexts 
several different authorities are implementing similar programmes, leading to duplication of 
activity. 
 
Furthermore, prevention and reintegration policies and actions should represent two 
strands of the one strategy. ESL is a complex issue and both the causes (e.g. poverty etc) 
and the consequences (e.g. social exclusion) need to be addressed. Responsibility for its 
resolution cannot just be laid at the door of the educational authorities.  
 
5.4.2. Commitment to tackle ESL 

Stakeholders were more positive about the perceived level of political commitment to the 
problem of ESL in their country than about the coherence of responses. Two out of five 
respondents (43 %) stated that there was a ‘strong’ commitment, backed by 
appropriate policy, funding and programmes. Only one out of five (20 %) felt that the 
level of commitment and investment was ‘weak’.  

                                                 
252  Draft Youthreach Operational Guidelines, Department of education and Skills, Ireland, citing Hargeaves, A, 

Earl, L. &. Ryan, J. (1996), Schooling for Change: Reinventing Education for Early Adolescents. London: 
Routledge/Falmer. 
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Stakeholders in Greece were most worried about the situation and expressed their concern 
about insufficient funding for ESL. No one in Finland, Lithuania, the Netherlands or Spain 
felt that the commitment was weak. Perhaps unsurprisingly, the representatives of national 
authorities (and also teachers) were most positive about the level of commitment, funding 
and programmes relating to ESL, while the representatives of youth organisations and 
NGOs were more likely to be somewhat critical.  
 
Overall, most respondents who chose the ‘medium’ option (37 %) felt that the political 
decision makers show high level commitment to the issue of ESL, but due to insufficient 
funds, could not describe the level of commitment as ‘strong’. This was stated by several 
stakeholders from countries such as Finland, France, Greece and the Netherlands.  
 
5.4.3. ESL policies and the voice of early school leavers 

The extent to which young people’s opinions and views are incorporated into ESL policies in 
the case study countries was explored within the stakeholder interviews and the responses 
show a worrying trend. Only 28 % of respondents felt that the views of young people had 
been incorporated into ESL policies. Two out of five respondents (42 %) that their views 
were ‘never’ or ‘only rarely’ considered in the context of ESL policies. This calls for 
greater efforts to find ways of consulting students, early school leavers and other 
representatives of young people about the design and implementation of ESL policies 
and programmes (see Figure 12). 
 
Figure 12: Extent to which young people’s opinions and views are taken into 

account in the design and implementation of ESL policies 
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Source: Stakeholder interviews, based on answers from 54 interviewees 

 
5.4.4. Impact of the financial crisis on ESL policies and programmes 

The financial crisis has had an impact on ESL policies and programmes in the Member 
States in four fundamental ways. 

 First, it has encouraged some students to stay in education and training because 
they have realised that qualifications will give them better chances of finding a job. 
Such signs have been witnessed for example in Greece, Finland, France, Ireland, the 
Netherlands and the UK.  
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 Second, at the same time, stakeholders from France and Ireland suggested that the 
crisis has de-motivated some students due to poor employment prospects.  

 Third, the crisis has increased the focus on the issue of ESL, primarily due to the 
rise in youth unemployment (i.e. Finland, France, the Netherlands, Spain and UK).  

 Fourth, the crisis has triggered major public spending cuts which have affected ESL 
policies too. This was mentioned by stakeholders from Greece, Ireland, the 
Netherlands, Spain and UK. On the contrary, Finland has seen an increase in the 
amount of funding on ESL policies, especially during 2010/2011. In the Netherlands, 
the main national programme to tackle ESL, Aanval op schooluitval, has not been 
affected by funding cuts. However the areas where cuts are being experienced may 
have a detrimental impact on ESL rates in the future. For example funding cuts will 
affect special needs education. This was a concern raised by several interviewees.  

 
The crisis has also exposed the limits of Member States’ capacity to increase 
provision to meet needs. In France, it is suggested that the more individualised support 
provided to pupils is, the more successful the reintegration measures are. However, at the 
same time a problem identified is that the reintegration programmes are limited in 
capacity. For instance in 2009 there were roughly five times more applications for the 
‘Defence 2nde chance’ scheme than the number of places available (2 250 in total across 
the country). Similar effects are reported in Ireland. This suggests that Member States 
need to find cost-effective ways of delivering the tailored support needed by early school 
leavers, while at the same time ensuring that the intensive support needed by the most 
marginalised groups is still available.  
 
5.4.5. From successful local projects to national approaches: the mainstreaming 

challenge 

The success of many local, bottom-up ESL initiatives is based on the dedication of highly 
committed staff and their in-depth understanding of the needs of their target group. As one 
respondent noted ‘pilot projects are doomed to succeed’, meaning that replicating their 
success on a regional or system-wide level is a significant challenge. 
 
Quality across the service can be improved by setting quality standards. For example, to 
ensure the quality of the Youthreach service provision across Ireland, a quality framework 
has been established which was developed after an in-depth consultation with all 
stakeholder groups including learners, staff and management. This has resulted in the 
development of quality standards and a range of quality assurance processes including 
whole-centre evaluations of Youthreach settings. Similarly, in France a quality label is 
awarded to schools involved in the second chance schools (E2C) scheme, which lasts for 
four years and is renewable after an evaluation foreseen by an agreement between the 
State, the region and the school. 
 
5.4.6. Evaluation and monitoring in the context of ESL policies 

In general, it seems that there is not a strong culture of evaluation related to ESL 
across the EU countries (without notable exceptions like Ireland and the UK and developing 
ones in countries such as Finland) and that the findings of research and evaluation are not 
always taken into account in the development of policy and the design of programmes. Just 
over half (54 %) of interviewees felt that all or most ESL policies and programmes in their 
country were based on solid evidence from research and evaluation (see Figure 13). One in 
five (18 %) stated that hardly any are based on solid evidence from research and 
evaluation. 
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Figure 13:  The views of interviewees regarding ESL polices being based on 

evidence from research and evaluation 
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Source: Stakeholder interviews: based on answers from 56 interviews 

 
5.4.7. Need to promote honesty and transparency  

Anecdotal evidence from stakeholders in several countries raised an important point about 
honesty and transparency. When funding policies of schools are linked to the number of 
registered students, schools have a vested interest in keeping students registered at the 
school, even if they have already dropped out. In other words, it can discourage, 
consciously or unconsciously, the identification of students as drop-outs.  
 
This can have obvious negative consequences on the real picture of the state of ESL in a 
city or a region, and also lead to longer periods of disengagement; as long as young people 
are registered, other authorities may not recognise them as school leavers. This again has 
the potential of making the process of reintegration more difficult, and consequently more 
costly.  
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6. EU LEVEL ACTION ON EARLY SCHOOL LEAVING  
 

KEY FINDINGS 

 The EU response to ESL is expressed in: (i) a series of strategic policy declarations 
establishing a European framework of action and targets regarding ESL; (ii) 
the application of EU objectives and frameworks at national level; and (iii) in 
the EU financial and organisational supports made available to Member States. 

 Stakeholders from the Member States feel that European funding (ESF in 
particular) and clear ESL benchmarks allowing countries to compare their 
performance have had a particularly important impact on national (and regional) 
efforts to reduce ESL. 

 Awareness of the 10 % benchmark on ESL is patchy but a total of 61 % of 
stakeholder interviewees stated that the benchmark had had an impact on their 
policy making. 

 ESF has been particularly important in supporting the development of national 
approaches for tackling ESL. Typically the desire to do something about ESL has 
been ‘internal’ but the ESF has provided the funding to seed actions. In the future, 
EU funds need to be targeted at activities that can have a sustainable 
impact on the lives of young people and working practices of key stakeholders 
(authorities and schools).  

 It is expected that the Europe 2020 benchmark on ESL will help to continue 
reinforcing the importance of the topic and maintain its high profile. The request 
for the Member States to set their own targets on ESL and the advent of the 
‘European Semester’ are expected to have a positive impact on the ESL 
agenda.     

 

 
6.1. A summary of key activities to date253 

The need for action to address early school leaving has been acknowledged in Europe since 
the 1990s. The EU response is expressed in (i) a series of strategic policy declarations 
establishing a European framework of action and targets regarding early school leaving, (ii) 
the application of EU objectives and frameworks at national level and (iii) in the EU financial 
and organisational supports made available to Member States in their efforts to address the 
phenomenon.  
 
As policy areas such as education and training fall within the competence of the Member 
States, the support to the Member States has operated through the Open Method of 
Coordination (OMC)254 and primarily through education, training, youth and employment 
policies. Early school leaving has also been acknowledged as one of the key priorities in the 
main strategic frameworks for Europe: the Lisbon strategy, set in 2000 for the period 

                                                 
253  Please note that it is not possible in this report to outline all the Communications, working papers and action 

plans that have touched upon ESL. Instead, the focus is on outlining some of the most significant ones. 
254  OMC was created as part of the EU employment policy and the Luxembourg process and was defined as an 

instrument of the Lisbon strategy. The OMC provides a framework for cooperation between the Member 
States, whose national policies can thus be directed towards certain common objectives. Under this 
intergovernmental method, the Member States are evaluated by one another (peer pressure), with the 
Commission's role being limited to surveillance. 
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leading to 2010, and the subsequent economic strategy, Europe 2020, which was drafted in 
2010 to provide the EU’s growth strategy for the coming decade. 
 
Figure 14: EU framework of action on ESL 

 
Source: GHK Consulting Ltd., 2011 

 
In March 2000 the European Council agreed on a new objective: to transform Europe into a 
competitive, dynamic and knowledge-based economy characterised by a greater degree of 
social inclusion (the Lisbon Strategy). An important aspect of the social inclusion agenda 
was the recognition of the need to reduce the percentage of young people leaving 
education and training prematurely from the average rate of 19.5 %. To this end, the 
Strategy established a benchmark requiring that “by 2010, all Member States should have 
at least halved the rate of early school leaving, in reference to the rate recorded in the year 
2000, in order to achieve an EU average rate of 10 % or less”255. 
 
However, this target was not met and consequently the target was adopted again in May 
2009 at the 2 941st Education, Youth and Culture Council meeting. In June 2010 the 
European heads of state and government adopted the Europe 2020 strategy for smart, 
sustainable and inclusive growth. Giving a strong message to Member States, the 10 % 
target on ESL was designated as one of the headline targets underpinning this 
strategy. The Member States have agreed to work towards the 10 % target through 
strategic frameworks for cooperation in education and training (ET2010 and ET2020). They 
have also agreed to set specific national targets256. 
 
6.1.1. Education and Training 

The policies and programmes of the EU in education and training, employment and youth 
have been deployed to support Member States in their efforts to reach these targets. With 
regard to education and training (E&T), each Member State is responsible for the 
organisation of its E&T systems and the content of teaching programmes, so the EU’s role 
is to contribute to the development of quality education by encouraging cooperation 
between Member States and, if necessary, by supporting and supplementing their 
actions257. The Member States have agreed to work towards the 10 % target through both 
strategic frameworks for cooperation in education and training (ET2010 and ET2020). A 
commitment to continue to exchange good practices and experiences in developing policies 
against ESL has also been expressed through these frameworks.  
 

                                                 
255  Court of Auditors (2006), Special Report No 1/2006 on the contribution of the European Social Fund in 

combating early school leaving, together with the Commission’s replies. (2006/C 99/01). Brussels: Official 
Journal of the European Union.  

256  European Commission, DG EAC, on early school leaving: http://ec.europa.eu/education/school-
education/doc2268_en.htm. 

257  In accordance with Article 165 of the Treaty on the Functioning of the European Union (TFEU). 
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The issue has also been highlighted in several Communications from the Commission on 
education and training. For example, the communication on efficient investments in 
education and training identified the short and long-term cost of exclusion as an important 
reason to reduce school failure and thereby prevent early school leaving258. The need to 
offer early school leavers the opportunity to pursue qualifications has also been stressed259. 
For instance, in the 2004 Resolution on Strengthening Policies, Systems and Practices in 
the field of Guidance, the Commission acknowledged that guidance services can provide 
significant support to young people re-entering education or training after dropping out 
school260. The 2007 Action Plan on Adult Learning emphasised that second chance 
opportunities should be available to those citizens who enter adult age without having a 
qualification261. Most notably, the Commission recently published a Communication 
on tackling early school leaving and a proposal for a Council Recommendation on 
policies to reduce ESL262. 
 
6.1.2. Employment 

The importance of ensuring that all young people leave the education system with sufficient 
skills to enter the labour market has also been emphasised by the EU in the framework of 
the European Employment Strategy (EES). Thus, following the introduction of the ESL 
benchmark in the Lisbon strategy, the 2002 guidelines for Member States’ employment 
policies highlighted the need to reduce substantially the number of young people who drop 
out of the school system early263. The subsequent guidelines have continued to emphasise 
prevention but also the need to find alternative routes for those who have already dropped 
out. 
 
6.1.3. Youth 

In relation to youth policies, the 2001 White Paper on a new impetus for European youth 
marked a new stage in EU action in this field264. It essentially proposed that cooperation 
between Member States should be enhanced and that more account should be taken of the 
youth dimension in sectoral policies. It also warned about new forms of social exclusion 
that have arisen in the wake of innovation and technological change which can result in an 
intergenerational vicious circle between childhood poverty, low educational achievement 
and poverty in adult life.  
 
Following up the White Paper, the European Youth Pact adopted in March 2005 further re-
enforced action in this field and more recently, the ‘Youth in Action’ programme (2007-
2013) has encouraged young people, especially the most disadvantaged, to participate in 
public life. The new EU Strategy for Youth – ‘Investing and Empowering’ also underlines the 

                                                 
258  European Commission (2002), Investing efficiently in education and training: an imperative for Europe: 

communication from the Commission. COM (2002) 779, 10.01.2003. 
259  Cedefop: Irving, P., Nevala, A-M. (2010), Guiding at-risk youth through learning to work: Lessons from across 

Europe. Luxembourg: Publications Office of the European Union, 2010.  
260  Resolution of the Council and of the Representatives of the Governments of the Member States, meeting within 

the Council of 21 November 2008 on better integrating lifelong guidance into lifelong learning strategies 
(2008). Official Journal of the European Union, C 319, 13 December 2008, p. 4-7.  

261  European Commission (2007), Action Plan on Adult learning; It is always a good time to learn. Brussels, 
27.9.2007 COM (2007) 558 final. 

262  The Action Plan, the Commission Communication and Staff Working Paper on early school leaving can be 
found: http://ec.europa.eu/education/school-education/doc2268_en.htm 

263  The Council of the European Union (2002), Council Decision of 18 February 2002 on guidelines for Member 
States' employment policies for the year 2002 (2002/177/EC). Luxembourg: Official Journal of the European 
Communities.  

264  European Commission (2001), European Commission White Paper; A New Impetus For European Youth. 
Brussels, 21.11.2001 COM(2001) 681 final. 
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importance of developing non-formal learning opportunities as one of a range of actions to 
address ESL265. 
 
6.1.4. Key actions at EU Level 

The EU’s broad strategic policy statements have been given expression in a range of 
actions, of which five are of particular importance regarding ESL. 
 
The first of these is the European Social Fund (ESF). This is a major practical instrument 
deployed by the Commission to help Member States. The priorities identified for the ESF 
programming periods 2000-2006 and 2007-2013 reflect the recognition on the part of the 
Commission and Member States of the need to tackle this problem through the 
modernisation of educational systems and curricula. It is a particular strength of the ESF 
that, while ESF co-financed actions combating ESL are expected to contribute to meeting 
the European Employment Guidelines and the benchmarks established by the Europe 2020 
strategy, the nature of these actions can be built around the specific needs of individual 
Member States. Furthermore, while the ESF has not traditionally supported primary 
education, the current ESF regulations have extended the scope for interventions at this 
level, with a view to preventing school failure / ESL266. 
 
The second is the Lifelong Learning Programme (LLP) which, particularly through the 
Comenius (pre-school and school education), Leonardo da Vinci (vocational education and 
training) and Grundtvig (adult education) sub-programmes, has provided opportunities for 
the Member States to develop and implement actions in this area. For many years the 
annual strategic priorities have emphasised the importance of supporting at-risk youth, for 
example through the development of new second chance opportunities, better utilisation of 
ICT to motivate and enable learners to re-enter education and closer involvement of 
parents in their children’s education. 
 
The third is the range of opportunities facilitated for representatives of the Member States, 
NGOs, social partners and practitioners from schools and training institutions to exchange 
experiences. For example, for four years (2006-2010), the Directorate-General for 
Education and Culture (DG EAC) facilitated the activities of the Cluster on Access and Social 
Inclusion, which brought together 17 Member States to explore issues relating to ESL and 
social exclusion. Several Peer Learning Events were held offering the representatives of 
Member States, NGOs and social partners a chance to compare ESL policies and practices 
in different cities and countries across Europe267. The work of the Cluster contributed to the 
production of the Staff Working paper and related Communication from the Commission on 
ESL268. 
 
The Cedefop Study Visit programme, which is funded through LLP, also has supported 
study visits for practitioners and policy makers on the topic of ESL. For example, in 
2010/2011, three study visits were organised for the specific purpose of exchanging 
experiences in this field while many others also dealt with the topic indirectly, illustrating 
the increasing level of importance of the issue to stakeholders at national and local levels. 
 
                                                 
265  European Commission (2009), An EU Strategy for Youth – Investing and Empowering ; A renewed open 

method of coordination to address youth challenges and opportunities. Brussels, 27.4.2009. COM(2009) 200 
final. 

266  European Commission (2007), Education and Training in the European Social Fund 2007-2013.  
267  Further information about the activities and outputs of the Cluster can be found: 

http://www.kslll.net/PeerLearningClusters/clusterDetails.cfm?id=15. 
268  The Action Plan, the Commission Communication and Staff Working Paper on early school leaving can be 

found: http://ec.europa.eu/education/school-education/doc2268_en.htm. 
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Other EES-related programmes operated by the Directorate-General Employment, Social 
Affairs and Inclusion (DG EMPL), such as the European Employment Observatory (EEO) and 
Mutual Learning Programme of the European Employment Strategy (MLP) have also 
facilitated exchanges of experiences between Member States. For example, in 2009, two 
different Peer Reviews relating to ESL / youth policies were held. As part of recent EEO 
activities, a review of youth employment measures was prepared consisting of a European 
overview of developments and 33 country reviews prepared by independent experts269. The 
first peer review of the Commission funded PES to PES dialogue programme provided some 
indications on how to best implement youth guarantees in Europe270. 
 
Fourth, the development of common European tools for education and training has 
also helped to encourage reform at national level. The introduction of the European 
Qualifications Framework (EQF) for example has encouraged Member States to work 
towards the introduction of their own National Qualifications Frameworks (NQFs), defining 
levels of learning in terms of learning outcomes. When qualifications are defined in 
this way it is possible to break them down into units, which means that individuals can 
incrementally accumulate units of learning towards a qualification. For early school leavers, 
who may have already completed parts of a qualification during their time in school, this 
presents an opportunity to undertake tailored learning in order to ‘fill the gaps’ in their 
knowledge, rather than having to repeat a full course. Awarding learning in units, modules 
or ‘bite-size’ pieces, can also be more motivating to individuals with low self-confidence and 
can lead to a sense of achievement each time a unit of learning is completed.  
 
Of equal significance, the introduction of the EQF and respective NQFs indicates a shift in 
education and training qualifications emphasis from measuring learning ‘inputs’ (attendance 
at a training course, participation in a learning experience) towards learning outcomes (the 
development of knowledge or skills). This means that qualifications frameworks can also be 
used to support the validation of non-formal and informal learning, which in itself is a 
potential means of supporting early school leavers, by providing an opportunity to 
recognise the skills and competences they have acquired outside of the school 
environment, for example in the workplace or home.  
 
Finally, the Youth on the Move flagship initiative of the Europe 2020 Strategy has recently 
set out a framework for youth employment based on a number of priorities for reducing 
youth unemployment and improving youth job prospects, one of which is ‘support for at-
risk youth’. The initiative itself does not financially sponsor actions but it will pool and 
harness resources from EU funds and programmes. It makes a link between education and 
training on the one side and the labour market on the other by proposing measures to 
improve young people’s employability.  
 
6.2. Perceived outcomes of EU level Actions 

The stakeholder consultations with the representatives of education authorities, academia, 
parents, teachers and ESL projects sought to capture their views about the impact of 
different EU-level activities on the ESL agenda in their country. It appears that a range of 
different ‘soft law’ measures271 introduced by the Commission have had an impact and the 

                                                 
269  The review included, among other areas, a review of recent developments to prevent early school leaving and 

to guarantee that all young people acquire basic skills. The European overview report can be found here: 
http://www.eu-employment-observatory.net/resources/reviews/EEOReview-YEM2010.pdf. 

270 'PES to PES Dialogue' is the European Commission’s mutual learning support programme for public employment 
services (PESs) in the European Union. Further information about the peer review outcomes can be found: 
http://ec.europa.eu/social/main.jsp?langId=en&catId=89&newsId=1009&furtherNews=yes 

271  Further information: http://europa.eu/legislation_summaries/glossary/open_method_coordination_en.htm. 
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general view was that European funding and clear benchmarks allowing countries to 
compare their performance have had the greatest impact on national (and regional) efforts 
to reduce ESL.  
 
Before going further, it is important to note that the ‘outcomes’ in this part of the report 
are not based on a formal evaluation of the activities of the European Commission in this 
field. Instead, they are based on the perceptions of interviewees on this issue and 
information from literature (see footnotes for information about the literature used). 
 
6.2.1. European Social Fund 

Stakeholders in all of the Member States concerned confirmed that ESF co-funding had 
been used to finance activity aimed at preventing school failure and reintegrating those 
who have dropped out of education early. Examples of funded actions include the 
introduction of differentiated curricula, special needs classes, second chance opportunities, 
early warning and attendance monitoring systems, social and labour market integration 
opportunities, and improvements to existing guidance and counselling provisions272. For 
instance, in Poland and the UK, ESF funding is used to address gaps in current provision 
through activities and courses for disengaged young people in designated areas of social 
deprivation.  
 
Indeed, the ESF was seen by many as being the most effective EU instrument, 
affording the greatest impact. Information from Greece, Spain, France and Lithuania 
highlights ‘extensive’ use of ESF funding for this purpose. As an example, EUR 40 million of 
ESF funds in Spain have been earmarked towards one of the national programmes to tackle 
school failure (PROA). This is matched with EUR 60 million from the national government 
and it constitutes 1 % of the total budget for the ESF Operational Programme for 
adaptability and employment in Spain. An ESF Working Group on early school leaving has 
also been established. While ESF is the responsibility of the Ministry of Labour and 
Immigration in Spain, this working group brings together other authorities, such as the 
Ministry of Education, and representation from the regions and NGOs, to work with 
employment authorities on the issue of ESL. In generic terms, during the programme 
period 2000-2006, just over 10 % of all education and lifelong learning measures contained 
reference to ESL. These 57 measures from 52 Operational Programmes in 13 Member 
States reported more than 6.7 million participants in the period 2000-2006273.  
 
ESF has been particularly important in supporting the development of national 
approaches for tackling ESL. This means that typically the desire to do something about 
ESL has been ‘internal’ but the ESF has provided the funding to seed actions. As an 
example, stakeholders from Ireland identified that ESF funding enabled the development 
(and partial delivery) of national-level projects, which subsequently become part of 
mainstream educational policy and programme activity. As such it provided essential 
resources, time and space to verify the viability of approaches and measures in order to get 
buy-in from mainstream funding sources. Likewise, Youth Workshops in Finland were 
originally developed with ESF funds but are now fully funded by national and local actors.  
 
Unfortunately in some cases Member States have failed to secure sustainable funding for 
their ESL policy approaches and continue to rely on ESF. This has been the case, for 
example, in Slovenia where the main reintegration programme PLYA continues to be funded 
                                                 
272  Anecdotal evidence and a report of Court of Auditors (2006), Special Report No 1/2006 on the contribution of 

the European Social Fund in combating early school leaving, together with the Commission’s replies. (2006/C 
99/01). Brussels: Official Journal of the European Union. 

273  McAnaney, D. et al. (2010), The European Social Fund: education and lifelong learning. European Commission. 
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by ESF, despite the fact that it was developed over ten years ago. In fact, the programme 
coordinators have had to rely increasingly on European funding to support programme 
delivery. 
 
Another benefit of European funding (all strands) identified by several stakeholders was 
that it has encouraged the development of a culture of monitoring and evaluation. 
This is particularly important in the context of pilot and short-term projects, in order to 
ensure that lessons learned can be captured and acted upon. It was however recognised 
that further improvement in this regard is still needed. This point was also raised by the 
2006 report of the Court of Auditors which pointed out that many of the EU funded 
measures were not based on a precise assessment of the extent and nature of the problem 
being faced at national, regional or local level274. This meant that the potential impact of 
the Community funds was not maximised. In addition, this report highlighted many other 
shortcomings in the approaches of national and regional authorities that were reported by 
the stakeholders interviewed for this study too (e.g. lack of co-ordination, clearly and 
appropriately defined objectives, etc.).  
 
6.2.2. The 10 % benchmark 

Turning to the 10 % EU benchmark on early school leaving, it is clear from the interviews 
that awareness of the benchmark is patchy, even among some leaders of 
national/regional ESL programmes. This suggests a need for greater collaboration not only 
between national authorities on education, training and employment but also between 
those in charge of education and youth policies. Nonetheless, the benchmark has had a 
palpable impact on most Member States. In some countries it has helped to raise an 
interest in the issue, to measure it and define it. More commonly it has helped to reinforce 
and maintain the national focus on the issue as in most countries it had already been 
recognised as an important policy priority before the benchmark was first introduced.  
 
Within some Member States, such as Lithuania and Ireland, many stakeholder respondents 
felt that the impact of the target had been ‘significant’. Conversely, respondents from the 
UK and from Poland felt that the target had not impacted on priorities and policies 
addressing ESL. Although the target was not seen to have directly changed policies to 
reduce ESL in countries like Finland, France, Greece, the Netherlands and Spain, it has 
helped to raise or maintain its profile as a policy focus and served as a ‘benchmark’ against 
which progress in the country could be measured. This factor also generates ‘peer pressure’ 
on governments to act in this field because they have not wanted to be seen to lag behind 
other countries. The benchmark has also been picked up by the media in many countries, 
adding pressure on some governments to take action. Respondents thought this a positive 
outcome. At the same time, it is important to note that this pressure is felt more in some 
countries than others.  
 
In terms of measuring the impact of the 10 % target, stakeholder feedback indicated how 
far the target had helped to shape policy. A combined total of 61 % of stakeholder 
respondents stated that the target had had an impact on their policy making, of which 20 
% identified ‘significant impact’, and the remaining 41 % opted for ‘some impact’. 
However, nearly one of out every five interviewees was of the opinion that the target had 
had no particular effect on ESL policies and practices in their country. These findings are 
illustrated by Figure 15 below. 

                                                 
274 A report of Court of Auditors (2006), Special Report No 1/2006 on the contribution of the European Social Fund 

in combating early school leaving, together with the Commission’s replies. (2006/C 99/01). Brussels: Official 
Journal of the European Union. 
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Figure 15:  Levels of impact of the 10 % target on ESL policies and priorities in 

Member States 

 
Source: Stakeholder interviews: based on answers from 56 interviewees  

 
Views regarding the impact of the target varied according to the types of respondent. For 
example, the majority of ESL project coordinators felt that the target had generated no 
significant impact on policy, but of the teachers’ representatives that responded, the 
majority felt that some impact had been achieved. This view was echoed by approximately 
half of those representing community, student or youth organisations, and with regards to 
the national authorities, the most frequently selected answer was that there had been 
‘some impact’ on policies. 
 
In assessing the impact of the 10 % benchmark, it must also be acknowledged that other 
contextual factors aside from the EU agenda have been instrumental in 
highlighting the importance of addressing ESL in countries like Finland, Ireland and 
the Netherlands. In the Netherlands it has been issues such as the rise in youth 
unemployment and increased crime levels amongst low-qualified young people that have 
motivated authorities to take action in this field. In Finland, an increase in the number of 
young people experiencing complex social and personal problems was one of the prominent 
reasons for action, as well as peaks in youth unemployment during the economic recessions 
of the mid-1990s and 2008/2009. OECD PISA results have had a significant influence on 
the approach to education policy in countries such as Germany and Ireland. Another reason 
cited in Ireland was the national-level policy aim to ensure that the Irish workforce has the 
necessary skills to compete in the global economy. 
 
In several countries more ambitious targets have been set. For example, in Poland, the 10 
% target had little direct impact, as the national rate of ESL was already below 10 %. 
Nonetheless, the target served to generate debate on the issue of whether national targets 
should be more ambitious. As a result, the Educational Research Institute (IBE) prepared 
an analysis according to which Poland should aim to achieve a 3.7 % target in 2020. The 
ambition in Ireland is to reduce the rate to 8 %. In the Netherlands, the original target was 
to halve the number of drop-outs but following the success in reducing the number of early 
school leavers, a more ambitious target has been set. This has been accompanied by 
increases in incentives for schools as it is recognised that the prevention of ESL becomes 
progressively more difficult as the number of early school leavers falls.  
 
Some stakeholders reminded of the ‘starting point’ or benchmark from which a policy effect 
is measured. For instance, in Spain, where the current rate of early school leaving stands at 
30 %, a reduction of 15-20 p.p. is ambitious by any measure. Therefore, the stakeholders 
in the country emphasised the importance of taking into account the specific context of a 
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country. In France the European ESL indicator is rarely referred to; instead, national 
definitions and targets are more commonly used. 
 
6.2.3. Other activities 

Overall, Member State respondents felt that there was a lack of evidence to show whether 
other EU-level activities, tools and programmes have had an effect on ESL policies. At the 
same time, it is important to emphasise again that officials with direct links to these 
activities were not interviewed for this study – the views are simply based on the opinions 
of interviewed actors working on the ESL agenda in the nine study countries.   
 
As regards the LLP, there was a lack of awareness among the interviewed stakeholders of 
its contribution to the ESL agenda, though it was acknowledged that several second chance 
schools have benefited from participation in the Grundtvig programme (i.e. Poland and 
Spain). Anecdotal evidence suggests that this lack of visibility could be related either to a 
small scale impact (i.e. impact being restricted only to a school / project level) or 
insufficient dissemination or exploitation of results. Also, as early school leavers are 
typically outside formal education and training, the school / training based interventions 
funded by the LLP may not have managed to reach them. Stakeholders from many 
countries have however actively tried to compare EU programme activity in other Member 
States to identify practical lessons for their countries.    
 
Awareness was also weak among most stakeholders of mutual / peer learning activities 
introduced as an OMC tool in recent years, although some stakeholders were very familiar 
with their outputs. That said, it was recognised that if information from such activities is 
appropriately used, it can help Member States to develop more effective policy approaches 
and accelerate the process of improvement through sharing of learning and know-how.  
 
Several interviewees were of the opinion that the initiation of the EQF and the parallel, or 
downstream development of NQFs had served to identify and promote a range of post-
school pathways, thereby facilitating the progression of young people through recognised 
routes. As an example, a UK study on NEETs concluded that the Qualifications and Credit 
Framework had created scope for developing greater curriculum flexibility “with impressive 
effects on retention and achievement for previously disengaged learners”275. 
 
Likewise, respondents (for example in the Netherlands) suggested that the EU youth policy, 
in providing an overarching guiding framework, helped to generate a positive policy 
approach towards young people within the national policy context. In France, the 
Commission’s 1995 White Paper on Education and Training “Teaching and Learning – 
towards the Learning Society” ostensibly provided the inspiration for the creation of the 
French model of second chance schools. In Portugal, the European recommendation that 
Portugal should ‘implement measures to raise the educational performance levels of young 
people’ led to the introduction of the New Opportunities Initiative. The Initiative aims to 
reduce school failure in secondary education and to place half of all students in vocational 
courses until the age of 18276. This has been achieved mainly through the diversification of 
the training offer, an increase of places available in dual certification courses, with more 
emphasis on practical training and extending social support to secondary education.  
 

                                                 
275  Gracey, S., Kelly, S. (2010), Changing the NEET Mindset: more effective transitions between education and 

work. Centre for Innovation and Learning.    
276  Simões, N. (2010), European Employment Observatory. EEO Review: Youth Employment Measures, 2010: 
 Portugal. European Commission, 2010. 
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More generally, decision makers, researchers and project stakeholders were seen to have 
benefitted from targeted EU activities and visits for partnership building. These aspects 
were highlighted for example within Lithuania, where tools such as good practice examples, 
case study visits to other Member States, and more widely available research and evidence 
were all felt to have supported policy and programme development to address ESL. In 
Greece, it was acknowledged that the Community Initiatives and then the EQUAL initiative 
had generated impact in a specific area, as it had started to raise the awareness of policy 
makers on the danger of ESL for children from specific groups such as Roma children and 
children from the Muslim minority in Thrace.  
 
The Youth in Action programme was praised for being relevant for the ESL agenda in the 
way in which it seeks to involve young people in educational activities they choose, rather 
than have to do. The contribution of Youthpass, an EU-wide recognition of non-formal 
learning experiences gained by young people under the Youth in Action programme was 
also acknowledged; it was seen by some interviewees as a good way for young people to 
start assessing their learning and thereby give them ownership of their education. 
 
6.3. Looking forward   

As regards the future impacts of the Europe 2020 target and the ways in which this is 
expected to affect priorities and education policy at national level, once again the picture is 
varied. Generally, in most countries, the levels of anticipated impact are not major; this is 
because ESL is already a central part of the education policy agenda. Therefore, according 
to the interviewees, the EU target is not expected to have an impact over and above 
existing policy and priorities. It is nevertheless expected, as mentioned earlier, that it will 
help to continue reinforcing the importance of the topic and maintain its high profile.  
 
This could also change because the Member States have now been asked to set their 
own targets on ESL. These targets are expected to reflect the level of ambition in each 
Member State towards achievement of the wider EU goal, taking into account the starting 
position of each country.  
 
It is also important to note the advent of the ‘European Semester’, which was approved by 
the Economic and Financial Affairs Council (Ecofin) in September 2010. The European 
Semester is a six-month period every year during which the Member States’ budgetary and 
structural policies will be reviewed to detect any inconsistencies and emerging imbalances. 
Each cycle will start in March when, on the basis of a report from the Commission, the 
European Council will identify the main economic challenges and give strategic advice on 
policies. Taking this advice into account, in April the Member States will review their 
medium-term budgetary strategies and at the same time draw up national reform 
programmes setting out the action they will undertake in areas such as employment and 
social inclusion277. In practical terms, the European Semester means that the 
performance against the European benchmarks will be monitored more closely 
(including the ESL benchmark), leading to more effective ex-ante policy co-
ordination.  
 
In the future, interviewees felt that there should be even greater emphasis at 
European level on early school leaving as a broader societal issue – an issue that 
requires a much more holistic socio-economic approach in order to address the root causes 
of the problem, although education needs to stay at the heart of it. The interviewees 

                                                 
277  Information on the European Semester:  
 http://www.consilium.europa.eu/showFocus.aspx?lang=EN&focusID=504 
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also highlighted the importance of a more systematic and structural inclusion of the 
opinions of young people in the formation of education and training policies at European 
level. Also regarding early school leavers themselves, the characteristics of the school age 
cohort were raised as an issue in all countries, given that there is an identified ‘core’ of 
hard-to-reach young people who require additional and targeted support in order to 
prevent them from leaving school early, for example young people with behavioural 
problems or learning difficulties. 
 
Funding programmes to tackle early school leaving were seen as a key way in 
which effective support could be provided at EU level in the future as well. Some 
interviewees proposed more EU funding to support multi-disciplinary teams providing 
emotional support and outreach activities to target potential early school leavers. Others 
stressed the need to provide more funding for youth organisations to get involved in ESL 
policy design and implementation. However the need to reinforce accountability and a 
robust monitoring and evaluation system was also highlighted in the context of European 
funding. Evaluation activity should focus on providing a clearer picture on the effectiveness 
of interventions and to scope the impact of policy actions – too many evaluations are based 
on anecdotal evidence only. EU funds also need to be targeted at activities that can have a 
sustainable impact on working practices in the Member States. 
 
Encouraging the exchange of good practice and practical examples of effective 
interventions was a fundamental recommendation. The exchange of good practice 
approaches, especially with other countries with similar early school leaving rates 
and/or similar problems, is seen as an effective tool to stimulate debates exploring 
possible solutions. Respondents also argued that further value would be gained from 
recognising that there is plenty of evidence and good practice already in existence, and that 
making use of these would not require significant additional resources. 
 
Interviewees also felt that EU-level activities could contribute to a better understanding of 
the issue by decision makers through, for example, fostering the development of working 
groups and platforms at EU level, bringing together different countries and different 
stakeholders such as policy-makers, researchers and practitioners. The creation of 
networks/platforms of educators and the encouragement of peer learning was 
recommended as a good way of raising awareness and sharing knowledge regarding early 
school leaving. This would also strengthen existing networks by broadening stakeholder 
involvement, for example through the more extensive inclusion of civil society 
organisations and groups representing students and educators.  
 
While good practice examples and evidence are already available in relation to early school 
leaving, a recommendation was made that targeted research at EU level would contribute 
to the understanding of the issue, and help to identify further possible solutions. Data 
collection and monitoring should be still further developed in many countries to provide a 
clearer picture on the effectiveness of interventions and to scope the impact of policy 
actions. More generally, it was felt that more research needs to be focused on the student 
voice and explore their experiences. 
 
‘One off’ initiatives such as a European Year on Combating Early School Leaving were 
suggested, within which specific efforts could be targeted to areas with a high incidence of 
early school leaving, for maximum impact. At the same time, some participants were 
dubious about their potential impact. One interviewee suggested that the Key 
Competencies Framework at EU level was a potentially valuable ‘institutional space’ for 
supporting early school leaving activity. 
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A number of other factors which could potentially affect the context for activity to tackle 
early school leaving were highlighted. These included common issues such as the economic 
situation, which in many cases has prompted a wider programme of cuts to funding which it 
is believed will impact on priorities and the capacity for development and delivery of policy 
to address early school leaving.  



Reducing Early School Leaving in the EU 
____________________________________________________________________________________________ 

 147 

 

7. CONCLUSIONS AND RECOMMENDATIONS 
This study has confirmed that ESL represents a complex challenge on personal, national 
and European levels. A young person who abandons education and training without 
adequate qualifications is both socially and economically disadvantaged relative to the 
majority of her/his peers. A country with high levels of ESL will struggle to maintain high 
levels of employment and social cohesion. If these high levels are found across Europe it 
will struggle to compete in the global market place and face a constraint to smart, 
sustainable and inclusive growth - the priority of the Europe 2020 Strategy. 
 
The rate of ESL has declined in most parts of Europe but the pace of change has been 
slow and in several countries as many as one in three young people leave the education 
system early. This is a significant concern, given that ESL has enormous financial 
implications, generating major social and economic costs for both individuals and society, 
with the lifetime cost of ESL reaching EUR 1 - 2 million per school leaver. 
 
ESL is typically caused by a cumulative process of disengagement as a result of personal, 
social, economic, geographical, education or family-related reasons. Such reasons can be 
external or internal to school processes and experiences. However, a significant part of the 
problem can be attributed to lack of support and guidance, disengagement from schooling, 
and to secondary-level curricula which too often do not offer enough options for varied 
courses, alternative teaching pedagogies, experiential and other hands-on learning 
opportunities or sufficient flexibility and support. Indeed, for some young people, much of 
the school experience bears little relation to the world they encounter outside the school 
gates. Creating a positive school climate and good relationships between students and 
teachers is critical for preventing ESL; young people need to feel a sense of belonging, 
safety, mutual trust and to have high aspirations. Teachers, in turn, must do more 
than raise expectations – they must believe them too. Teacher training in identifying 
and addressing the risks of ESL, as well as in the use of modern teaching methods and 
classroom management and relationship-building skills, is therefore important. Teacher 
training could now also incorporate mentoring and apprenticeship approaches. Extra-
curricular activities can not only help students to catch up and to revive their interest in 
learning, but also help them to re-build a positive relationship with the school and its staff, 
as well as provide fulfilling activities which can boost self-esteem and reduce frustration.  
 
The shortage of supplementary tuition and counselling / psychological support in 
schools and training institutions and the lack of systematic provision of career 
guidance are also key factors in the ESL process. Extra tuition (individual or small group 
tuition) can stop individual students from falling behind, before these have a serious 
impact on their educational achievement and increase their risk of dropping out. Advice and 
guidance is vital in not only ensuring that young people identify appropriate further study 
options and find motivation and confidence to apply to such courses, but also make the 
right decision about their studies (thereby leading to fewer drop-outs from education due to 
wrong study choices). Furthermore, young people at risk of ESL often face a range of 
complex issues which require support from a specialised counsellor or other professional 
input.  
 
Early intervention is necessary to tackle the issues emerging at the start of the cumulative 
process which leads to ESL. Furthermore, reintegration can become progressively more 
difficult as the period of disengagement extends. 
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The problems can be further exacerbated by a lack of support at vital transition points in 
education, with the transitions between primary and secondary and lower and upper 
secondary education being some of the most vulnerable points in many young people’s 
educational ‘career’. Evidence also implies that there is a particular urgency to address the 
shortage of guidance and other support in VET schools in many parts of Europe, due to 
particularly high drop-out rates from such schools. Effective prevention also demands 
effective teaching, innovative curriculum design and a strong experiential and participatory 
approach.  
 
We have found that many Member States’ responses to ESL are time-bound, project-based 
measures or targeted initiatives to address a specific concern as opposed to operating 
within a coherent joined-up framework, both strategically and operationally. In 
some contexts several different authorities are implementing similar programmes, leading 
to clear duplication of activity. For this reason some countries have sought to develop a 
comprehensive national policy framework to support school completion, or to address it 
within a broader framework of lifelong learning or social inclusion. This is an important step 
in the right direction but more needs to be done in the majority of Member States to 
promote coordinated activity, which can reduce duplication and ensure the efficient 
use of funds. Furthermore, these national frameworks seem to work best where there is 
flexibility for delivery to be tailored at local or school level depending on the needs 
and context of the locality or school.  
 
In addition to addressing ESL through a coordinated approach, Member States are investing 
in two types of approach to tackling ESL: preventive and reintegration measures. The 
former can be grouped under two broad categories: targeted (supporting young people who 
are at-risk only) and comprehensive (aiming to improve the education system for all). 
Reintegration measures offer young people who have dropped out of mainstream education 
a second chance to learn or to achieve a qualification, or an alternative learning 
opportunity. Such measures vary in the intensity of support provided to participants, 
depending on the needs of their specific target groups. Effective reintegration actions begin 
with a process of engagement, of building trust and a sense of belonging. They are infused 
with high expectations, structure, flexibility, and a safe but challenging atmosphere.  
 
We have seen that the approaches that are based on genuine cooperation between 
different agencies and specialists at national, regional, local and school levels help to 
reduce ESL. This enables the adoption of a ‘whole child’ approach to the issue of ESL that 
addresses the full range of contributory and influencing factors. For such cooperation to 
work and to have sustained impact, it must be embedded into the mainstream working 
practices of agencies and other key stakeholders working with young people, rather than be 
an add-on generated by project activity. This also involves making better use of the 
influence and/or expertise of certain stakeholders, in particular parents, social partners, 
the youth sector and NGOs.   
 
The research evidence from this study also shows that better collection of data on ESL 
and systems to monitor absenteeism help to develop focused policy and act as early 
warning systems that enable schools and authorities to intervene early and thereby reduce 
the risk of exclusion. Furthermore, it is clear that policy and programmes should be 
informed by learning from research and evaluations (the latter being an area which 
currently seems weak), as well as analysis of the trends in data. Research should take 
particular account of the student voice, as well as those of the other stakeholders involved.  
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In brief, this means that the potential impact of one ESL measure is always limited; to 
achieve a significant reduction in ESL, a coherent package of several different 
measures is needed to address the diverse set of barriers and risk factors linked to ESL. 
Joined-up working is therefore essential to make sure that the different elements of the 
package are complementary. Sustainability of funding is also essential for achieving 
long-lasting impact; project based approaches too often are limited in impact as they 
may not necessarily lead to a real change in mainstream working practices of schools and 
authorities. 
 
To conclude, Europe’s economic future does not simply depend on ensuring there are 
enough highly skilled graduates. If Europe is to secure long-term prosperity, all school 
leavers - not just high achievers - must be equipped for the demands of the knowledge-
based economy. Vast amounts of time and money have been utilised to address the issue 
of ESL. Progress has been made but the severity of the problem has only recently been 
fully acknowledged in some countries. It is still not sufficiently recognised in others278. 
Policy makers in particular need to be made aware of the consequence of ESL; too 
often ‘exclusion from education’ goes hand in hand with exclusions of other kinds (e.g. 
social exclusion, health problems, involvement in criminal activity, inactivity, 
unemployment). 
 
On the basis of this study, it is possible to identify some areas of policy and provision which 
need to be strengthened, or where gaps need to be filled. These are outlined below. 
However, before discussing these in detail, it is important to emphasise that it is vital that 
any strategies for tackling ESL, whether at local, regional, national or EU level, must take 
account of the wider context in which young people find themselves, for example the 
influence of peers, families, neighbourhoods and media on individual choices. Strategies 
must also take account of the distinct needs of particular localities in the wider context of 
economic and social development. Underlying causes, and therefore solutions, are many 
and varied. Because of the importance of context it is difficult to make prescriptive 
universal recommendations. Instead a range of factors will be highlighted here which 
stakeholders should consider and apply to their own context as appropriate. 
 
On the basis of the findings of our study, we recommend that the European 
Commission: 

 Promotes the understanding in the Member States of ESL as a complex phenomenon 
influenced by a range of educational, individual and socioeconomic factors. Actors 
from within the education system cannot resolve the complex mix of factors that 
contribute to ESL but the root causes must be taken into account in their responses 
to this issue.  

 Continues to monitor developments in the scale and scope of the ESL phenomenon 
at different education levels across the Member States. Setting targets can help to 
maintain its high profile. 

 As it becomes generally accepted that the 10 % goal/benchmark is a priority, the 
Commission should identify the key next steps, in particular the need for sustainable 
activity that (i) implements what is known to work and (ii) does so on a systematic 
basis. This next evolutionary phase should focus on multi-agency working, teaching 
and learning, standards and quality assurance and general effectiveness. It could 
also include more specific goals for example to do with literacy and numeracy. 

                                                 
278  Also confirmed by NESSE (2009) Early School Leaving: Lessons from Research for Policy Makers.  
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 Continues to co-fund opportunities for the Member States to reform and improve 
education and training systems that can better cater for the needs of at-risk youth. 
As regards funding, the following actions should be considered: 
 Ensure that funding is focussed on producing sustainable results – that is, 

activities that lead to permanent change in the working practices of 
authorities at different levels – rather than large numbers of new projects, 
especially in countries where many pilot activities have been already been 
implemented.  

 European co-financed activities for ESL should be implemented on the basis of 
adequate analysis of the existing situation and the expected or targeted 
results. 

 A multi-disciplinary approach is required to tackle ESL and therefore the EU 
should make it a condition of funding measures supporting interventions to 
tackle early school leaving in the Member States that these cross the 
boundaries of different sectors (i.e. education, employment, social affairs and 
youth). 

 Funding could be directed towards more precisely targeted and/or defined 
actions or priority groups under the available funding programmes (i.e. ESF, 
LLP). It is also important to ensure that the LLP programme addresses those 
young people who are already outside the education system as at present, 
though ESL has been identified as a priority, most LLP beneficiaries are drawn 
from formal education. 

 All EU funding should be subject to the demonstration of planning, 
measurable outcomes and evaluation, as well as sustainability. 

 
 Continues to strengthen horizontal cooperation and the exchange of experience and 

good practice among the Member States (both among policy makers and 
practitioners) on the measures to prevent ESL and to reintegrate young people into 
purposeful educational and training activities. This will mean enhancing working 
groups and peer learning opportunities by making them more target-oriented.  

 Continues to gather evidence and promote the socio-economic benefits of 
preventing early school leaving (for example, by supporting research into the short 
and long-term cost impacts of early school leaving) and successful approaches to 
addressing ESL in different contexts. As an example, an online Best Practice 
Observatory could be established as a central site gathering successful models of 
policy and practice which could be linked with working groups, networks and peer 
learning programmes. Given the reportage on what works with early school leavers 
it will also be important to find appropriate performance indicators to measure the 
achievement of ‘soft outcomes279’. Research should be designed and delivered to 
take account of the voices of the children and young people concerned. 

 Encourages Member States to invest in better monitoring of early school leavers 
(there are still Member States which do not have systems to monitor absenteeism 
and real participation and have no way of identifying young people who have 
dropped out). Early warning systems can prove particularly effective.  
 

In terms of ESL policies and strategies, we recommend that 
national/regional/local authorities: 

 Ensure that they have a comprehensive, coordinated strategy in place for tackling 
ESL.  

                                                 
279  For example, the draft Soft Skills Framework developed under the Youthreach Programme in Ireland 
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 Review the strategy on a regular basis to make sure that policies and provision 
remain appropriate to the current context and needs.  

 Take an inclusive approach to programme development and include all key 
stakeholders and interest groups from their community in the design of policy. This 
also involves giving a voice to parents and to children / young people themselves. 
The findings from research, monitoring and evaluation should also be taken into 
account and acted upon. 

 Develop and implement ESL policies in close interaction with broader policies 
affecting the lives of children and young people.  

 Ensure that policy and other decision makers are aware of the costs and 
consequence of ESL; ESL is a fundamental contributing factor to social exclusion 
later in life. 

 Reduce their focus on ESL approaches that rely on large numbers of projects dealing 
with the issue on a small-scale and with short-term funding. Instead, ensure that 
addressing early school leaving is part of an effort to improve the quality of 
education for all, combined with targeted approaches to support those most at risk. 
Such strategies need to apply to schools of both general and vocational education 
and need to be tailored to local, regional and national conditions.   

 Place the long-term focus on prevention and early intervention, although a 
combination of preventive and reintegration measures is always needed. Prevention 
can prove particularly (cost-)effective and early interventions are important because 
reintegration can become progressively more difficult as the period of 
disengagement extends. 

 Ensure that the findings from research, monitoring and evaluation are taken into 
account and acted upon; effective ESL policies are based on evidence about factors 
leading to ESL, as well as an understanding of the number and profile of early school 
leavers.  

 Ensure that ESL policies are driven by the needs of young people rather than 
institutional or system-based needs; the young person needs to be placed at the 
heart of the common vision on how to tackle ESL. This can be done, for example, by 
ensuring that young people and organisations / practitioners working with at-risk 
youth, are meaningfully consulted about policies affecting them.  

 It is also fundamental to ensure that learning generated over time, during 
governance of different political parties, is built upon in the development of new 
policy.  

 
In relation to the allocation of responsibilities, we recommend that 
national/regional/local authorities: 

 Make inter-agency and multi-disciplinary working reality at national, regional and 
local levels; ESL is the result of a combination of factors and cannot be tackled by 
education authorities alone. Therefore, inter-agency working can be more cost-
effective by avoiding overlap and duplication of effort and can also help to ensure 
that no child / young person slips through the net.  

 Consider giving the overall responsibility for coordination of the work to tackle ESL 
to one party. However, this coordinator needs to be committed to working with 
authorities from education, youth, social, health and employment spheres, also 
social partners, parents, NGOs, the youth sector and young people themselves. 
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Make available funding and time, when inter-agency, multi-disciplinary working is 
not yet in place, so as to ensure that a collaborative approach is embedded into 
mainstream practice (rather than on project activities). 

 Strengthen links with youth and student organisations, NGOs working with 
vulnerable groups and social partners. Collaboration with social partners can 
increase the labour market responsiveness of learning, while outreach work 
undertaken by NGOs, mentors and community groups can help to identify and reach 
the hardest-to-help groups. The importance of peer support cannot be 
underestimated either. Youth as well as student sector actions targeting young 
people in out-of-school contexts should continue to be supported but they can also 
play an important part in supporting the school completion agenda.  

 Consider, where appropriate, giving schools and local partners greater autonomy to 
find their own solutions to meet the needs of young people who are at risk of or 
have already dropped out. However this must be balanced by effective monitoring 
and accountability.  

 There is merit also in ensuring better involvement of parents in the education 
process, in particular through consultations and input into programme development. 
Methods and tools should be shared with schools about ways to engage parents of 
at-risk students in the education of their children and raise their awareness about 
the importance of education. 

 
This study provides a comprehensive overview of different measures adopted by the 
Member States to approach the problem of ESL and discusses their successes and 
limitations. A number of specific areas requiring attention have emerged in relation 
to the practical implementation of measures to tackle ESL. We recommend that 
national/regional/local authorities pay particular attention to the following issues: 

 Reviewing secondary-level curricula to ensure they are sufficiently tailored to the 
individual and offer flexible learning pathways which meet the needs of all learners 
in terms of content (both academic and vocational) and learning styles. In tandem, 
teachers then need to be provided with appropriate continuing professional 
development opportunities to ensure that they have the competences to work with 
new methods of teaching and learning. Reviews of teaching and learning should take 
into account that high quality advice and guidance is also important to ensure that 
young people are able to make informed choices about which learning pathways to 
take. 

 Consider providing supplementary tuition (individual or small group tuition) as a way 
of minimising the number of students who are required to repeat a year and helping 
to stop individual students from falling behind, before these have a serious impact 
on their educational achievement and increase their risk of dropping out. 

 The need to promote the importance of an encouraging, positive and supportive 
school environment to reduce the risk of ESL. A sense of belonging and a learning 
relationship between a teacher and a student that is based on mutual trust and 
respect are extremely important for young people.  

 The promotion of better collection of data on ESL and systems to monitor 
absenteeism as they can help to develop focused policy and act as early warning 
systems that enable schools and authorities to intervene early and thereby reduce 
the risk of exclusion. 
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 The availability and quality of counselling (psychological and emotional support) and 
career guidance in schools and training institutions. 

 The need to connect education / training with the world of work, e.g. via work 
experience, mentoring and vocational pathways based on work-based learning. This 
can increase young people’s perceptions of the relevance and value of their 
education and improve their employability.  

 Ensuring teachers, head teachers, counsellors and other practitioners working with 
potential or actual school leavers are adequately trained, supported, motivated and 
empowered. This can be done by: 
 investing in teachers training – initial and continuing – to ensure that teachers 

and head teachers have the skills and competences to deal with at-risk youth; 
 ensuring that teachers and other practitioners regard young people as 

resourceful individuals, rather than as trouble-makers or under-achievers;  
 promoting high educational expectations for all – teachers’ expectations 

should not be different for students from disadvantaged backgrounds; and 
 offering opportunities for staff working with the target group to exchange 

experiences, practices and skills - this can be a way of spreading effective 
practice and learning. 

 The importance of making sure that children start school on an equal footing, by 
improving access to high-quality early childhood education and care (ECEC). 

 Making sure that the support on offer in VET institutions is sufficient to meet the 
needs of the student cohort. 

 The need for a range of reintegration (second chance) measures, including those 
which take a ‘whole person’ approach to address the full range of issues faced by 
individuals with complex needs.  

 Where there is not a strong culture of education within the community, more 
fundamental measures may be required to engage parents, to raise their awareness 
of the importance of education, and to provide educational opportunities to enable 
them to improve their own skills. There is also merit in informing parents on how to 
recognise the risks signs that their child may be likely to leave school early and how 
they can support their child to stay in education.   

 Support for students in transition points from one level of education to another as a 
way of ensuring that these transition points are seamless (in order to do so, 
collaboration and communication with other schools and authorities is vital). 
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LIST OF ABBREVIATIONS 
 

ALJ Action locale pour jeunes (Local action for young people - Luxembourg) 

AmCham 

ASTI 

AOB 

American Chamber of Commerce 

Association of Secondary Teachers in Ireland 

Algemene Onderwijsbond (General Education Union – The Netherlands) 

BBC British Broadcasting Corporation - UK 

BEPS Basic Employment Passport Scheme - Malta 

BTEA Back to Education Allowance - Ireland 

CANAE Confederacion estatal de asociaciones de estudiantes (Confederation of 

Student unions – Spain) 

CASNA Cellule d'accueil scolaire pour eleves nouveaux arrivants (School Contact 

Centre for Newly Arrived Pupils – Luxembourg) 

CCIS Client Caseload Information System - UK 

CEAPA Confederación Español de Asociaciones de Alumnos (National Association of 

Parents – Spain) 

Cedefop European Centre for the Development of Vocational Training 

CLAIR Collèges et Lycées pour l’ambition, l’innovation et la Réussite (Lower and 

upper secondary schools for ambition, innovation and success – France) 

CTC Community Training Centre - Ireland 

DCSF Department for Children Schools and Families – UK (Now the Department 

for Education 

DEIS Delivering Equality of Opportunity in Schools - Ireland 

DG EAC 

DGESCO 

Directorate -General for Education and Culture 

Direction générale de l'enseignement scolaire (Directorate general for 

school education – France) 

DNB Diplome National du Brevet (examination at the end of secondary education 

- France) 
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E2C Écoles de la 2eme Chance (Second chance schools – France) 

E2E Entry to Employment - UK 

E2L Entry to Learning - UK 

EEO European Employment Observatory 

EMA Educational Maintenance Allowance - UK 

ESF European Social Fund 

ESL Early School Leaving / Early School Leaver(s) 

ESO Educación Secundaria Obligatoria (compulsory secondary education - Spain) 

ESRI Economic and Social Research Institute 

ETC Employment and Training Corporation - Malta 

FEDADi Fedaración de Asociaciones de Directivos de Centros Educativos Públicos 

(Schools Head Association – Spain) 

FJA First Job Agreement - Belgium 

HAVO Hoger algemeen voortgezet onderwijs (Senior general secondary education) 

certificate - NL 

HSCL 

INRP 

Home School Community Liaison – Ireland 

Institut National de Recherche Pedagogique (National Institute for 

Pedagogical Research – France) 

ISCED 

ISSU 

International Standard Classification of Education 

Irish Secondary Students Union 

IVEA Irish Vocational Education Association - Ireland 

(I)VET (Initial) vocational education and training 

JCSP Junior Certificate School Programme - Ireland 

JOB Jongeren Organisatie Beroepsonderwijs (Vocational students’ union – The 

Netherlands) 

KIT Keep In Touch teams - UK 

KOWEZIU Krajowy Ośrodek Wspierania Edukacji Zawodowej i Ustawicznej (National 
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Centre for Supporting Vocational and Continuing Education – Poland) 

LAKS Landelijk Aktie Komitee Scholieren (Secondary students’ union – The 

Netherlands) 

LCA Leaving Certificate Applied - Ireland 

LCE Leaving Certificate Established - Ireland 

LCVP Leaving Certificate Vocational Programme - Ireland 

LEA Lokale Educatieve Agenda (Local Education Agenda –The Netherlands) 

LOE Organic Law on Education Act - Spain 

LOEKS Loopbaan- En KeuzeSector (Career Guidance – The Netherlands) 

MGI Mission générale d'insertion (general mission of insertion – France) 

NEET Not in Employment, Education and Training  

NEPS National Educational Psychological Service - Ireland 

NEWB National Educational Welfare Board - Ireland 

NFQ National Framework of Qualifications - Ireland 

NJR Nationale Jeugdraad (National Youth Council – The Netherlands) 

NKO Nederlandse Katholieke vereniging van Ouders (Dutch Association of 

Catholic Parents – The Netherlands) 

NMA-

Scheme 

New Modern Apprenticeship Scheme - Cyprus 

NVQ National Vocational Qualification 

OECD Organisation for Economic Co-operation and Development 

OP LLL Operational Programme Education and Lifelong Learning - Greece 

PCPI Programas de Cualificación Profesional Inicial (Initial Vocational Qualification 

Programmes - Spain) 

PLYA Project Learning for Young Adults - Slovenia 

PPRE Programme personnalisé de réussite educative (Individualised programmes 

for success – France) 
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PRE Projets de reussite educative (Projects for success in education – France) 

PROCI Projet cycle inférieur de l’enseignement secondaire technique (project 

‘vocational secondary education; lower cycle’ – Luxembourg) 

ProgeSs Projekt gegen Schulschwänzen (Project against Truancy- Germany) 

RAR Réseaux ambition réussite (Ambition to Succeed Networks – France) 

RASED Réseaux d'aides spécialisées aux élèves en difficulté (Network of specialised 

accompaniment for pupils facing difficulties – France) 

RONI Risk of NEET indicator - UK 

RSR Réseaux de réussite scolaire (Networks for School Success – France) 

RVCC Recognition, Validation and Certification of Competences - Portugal 

SCP School Completion Programme - Ireland 

SDE/ ΣΔΕ Second chance school - Greece 

SEK Swedish Krona 

SNES-FSU Syndicat national des enseignements de 2d degré- Fédération Syndicale 

Unitaire (Trade union for lower secondary level teachers – France) 

SPHE Social, Personal and Health Education – Ireland 

STTC Senior Traveller Training Centres - Ireland 

VLC Voluntary Labour Corps - Poland 

VMBO Voorbereidend middelbaar beroepsonderwijs (pre-vocational secondary 

education - Netherlands) 

VEC Vocational Education Committee - Ireland 

VTOS Vocational Training Opportunities Scheme - Ireland 

VWO Voorbereidend wetenschappelijk onderwijs (Pre-university education) 

certificate - Netherlands 

ZEP Zones of Educational Priority - Greece 

ZEP Zones d’Education Prioritaire (Zones of Educational Priority – France) 
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ANNEX 1 – METHOD 
 

The aim of this section is provide more detail on the study methodology and to complement 
information already provided in Chapter 1.2. Specifically, this Annex offers information on: 

 case study selection criteria, 

 development of study tools, and 

 sources of primary and secondary research 

Case study selection 

In order to make statements about the responses of European Union countries to early 
school leaving, it was important to include a diversity of countries in the sample. Countries 
were therefore selected to represent a mix: 

 in terms of geographical location, size, ESL rate, trend in ESL rate and investment in 
education and training; 

 in their approach and availability of policies/measures to address ESL; and 

 in terms of the availability of research and evaluation evidence to demonstrate 
effectiveness and impact of ESL policies and practices.   

 
With regard to the first point, it was necessary to choose a selection of countries that 
demonstrate diversity in terms of geographical location (north, south, east and west), size 
of the Member State (small, medium, large), rate of early school leaving (high, medium, 
low), trend in the rate of early school leaving (increase vs. decrease) and investment in 
education and training (low, medium, high).  
 
In terms of the diversity of countries selected, as shown by Table 3 below, the countries 
covered in the study sample included the following: 

 One country with a very low level of ESL (Poland), two countries with a low level of 
ESL (Finland and Lithuania), four countries with a medium level of ESL (Greece, 
France, Ireland, Netherlands), one country with a high level of ESL (United 
Kingdom), and one country with a very high level of ESL (Spain). 

 Two countries with a growing rate of ESL (Finland, Spain), five countries with 
modest decreases in ESL (Greece, France, Ireland, Poland, UK), one country with a 
large decrease (Netherlands), and one country with a very large decrease 
(Lithuania). 

 Two Northern European countries (Finland, Netherlands), two Southern European 
countries (Greece, Spain), three Western European countries (France, Ireland, UK), 
and two Eastern European countries (Lithuania, Poland). 

 Three small countries (Finland, Ireland, Lithuania), two medium-sized countries 
(Greece, Netherlands) and four larger countries (France, Poland, Spain, UK). 

 Three countries with a low level of investment in education and training (Ireland, 
Lithuania, Spain), three with a medium level of investment (Netherlands, Poland, 
UK), and two with a high level of investment (Finland, France). 
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Table 3: Country selection for the case study review 

Country Rate of 
ESL 

Trend in ESL Location Size of MS Investment 
in E & T 

Finland Low Increase North Small High 

France Medium Modest decrease West Large High 

Greece Medium Modest decrease South Medium N/A 

Ireland Medium Modest decrease West Small Low 

Lithuania Low Very large decrease East Small Low 

Netherlands Medium Large decrease North/West Medium Medium 

Poland Very low Modest decrease East Large Medium 

Spain Very 
high 

Increase South Large Low 

UK 
(England) 

High Modest decrease West Large  Medium 

Level of ESL: Situation in 2009, on the basis of Eurostat data. The following classifications used for the sampling: 
very low (<6%), low (6-10%), medium (10-15%), high (15-20%), and very high (>20%). 
Trend in ESL: Trend between 2000 and 2009, on the basis of Eurostat data. The following classifications used for 
the sampling: increase (>0%), modest decrease (0-4%), large decrease (4-6%), and very large decrease (6%+). 
Size of MS: Population size of the Member States: Small (<10 million), medium (10-30 million), and large (>30 
million). 
Investment in E&T: Public expenditure on all levels of education as a % of GDP, 2006, on the basis of Eurostat 
data. The following classifications used for the sampling: Low (<5.0%), medium (5.0-5.5%), high (>5.5%). 
 
In terms of the diversity of policies and programmes available to address ESL, 
countries were carefully selected to demonstrate differences in approaches to prevent ESL 
and measures to reintegrate early school leavers. For example: 

 The preventative approaches of the sample countries vary from comprehensive 
education policy approaches based on a principle of improving the quality of the 
education system as a whole and to all pupils (e.g. Finland) to targeted provisions 
aimed at groups at risk (‘positive discrimination’) (e.g. France and Ireland). 

 Sample countries include countries in which national ESL policy frameworks are in 
place (e.g. Netherlands) and those in which a more ‘piecemeal’ approach has been 
adopted without one umbrella framework. 

 Reintegration approaches in the sample countries include reintegration measures 
into education and training (e.g. France, Finland, Ireland) and employment, 
including workplace learning (e.g. Poland). 

 The country sample includes countries which provide alternative offers to 
mainstream schooling, such as offering young people opportunities to study outside 
of school, with different learning styles and to experience a new environment (e.g. 
France, Ireland, Finland, UK), and more traditional forms of second chance schools 
(e.g. Greece). 

 Countries with a high rate of pre-school participation (e.g. UK) and a low 
participation rate (e.g. Finland) are also included. 
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In relation to the availability of research evidence on the effectiveness of ESL policies 
and practices, many international studies on ESL have shown that ESL policies are not very 
well evaluated; in-depth evaluations and longitudinal studies are rare. For this reason 
countries like the UK (England) and Ireland were specifically included in the sample; those 
countries have a relatively strong tradition of evaluation or long-term experience in 
implementing policies related to ESL. 
 
Design and use of study tools 

Three different tools were designed to help with the study. These included: (i) a guidance 
note for country researchers; (ii) a data collection tool to capture the findings (interviews 
and literature) from the case study countries (which was subsequently also used to present 
the findings from research covering the remaining Member States); and (iii) a semi-
structured topic guide. 
 
A guidance note for country experts was prepared to help guide country researchers 
with their work. The guidance note provided background relating to the topic of ESL and 
Member States’ policy responses to the problem, as well as outlining the tasks to be carried 
out by the country experts, the format of their country research outputs and deadlines for 
completion of the work. The guidance note emphasised the areas which were understood to 
be of most interest to the European Parliament, on the basis of the Terms of Reference and 
discussions at the kick off meeting. This was to ensure that the country researchers used 
their time effectively and gained the greatest possible value from their stakeholder 
interviews.  
 
Second, a data collection tool was designed. Country experts were required to present 
the findings of their research (from the literature review and stakeholder interviews) in a 
data collection tool which was prepared in line with the Layout Model provided by the 
European Parliament. This data collection tool was used to present both the findings of the 
research in the nine case study countries, as well as the remaining 18 Member States, thus 
enabling the data across all countries to be presented in a consistent format for the 
analysis stage. These templates were not meant for publication. Instead their goal was to 
collect information from the Member States in a systematic manner that allowed the 
analysis of the data to be carried out in an efficient way at the reporting stage.  
 
The typology of policies and measures included in the data collection tool was long but it 
allowed country experts to go beyond the most prominent policies and measures to identify 
also less well-known policies. Numerous ‘prompts’ were also included in the template to 
help guide the country experts with their work and to facilitate their understanding of the 
different types of measures which can be implemented in response to ESL.  
  
Third, a semi-structured topic guide for interviews was prepared. The topic guide 
included a comprehensive list of questions relating to the topics covered by the study, i.e.:  

 background (reasons behind the rate of ESL in the country, consequences of ESL 
etc);  

 policies on ESL (when and why it appeared on the policy agenda, where 
responsibility for dealing with ESL lies, etc); 

 pre-emptive strategies in place in the country and their strengths, weaknesses and 
effectiveness;  

 preventive strategies in their country and their strengths, weaknesses and 
effectiveness;  
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 reintegration measures and their strengths, weaknesses and effectiveness;  

 general questions (e.g. relating to the cost of preventing / addressing ESL, the 
impact of the financial crisis, the level of coordination / partnership among 
stakeholders and the importance attributed to evaluation and monitoring existing 
programmes);  

 the impact of EU-level action; and 

 recommendations (for actions to be taken at both national-level and EU-level).   
 
Primary and secondary research 

The second stage of research included primary and secondary research at both Member 
State and European levels.  
 
In total 83 stakeholders were consulted, most of whom came from public authorities or 
education inspectorates (27 %), followed by representatives of NGOs, youth organisations 
and student unions (24 %) and ESL project managers who coordinate and run work with 
early school leavers themselves or with young people at risk of dropping out (20 %). 
Teachers and parent representatives each made up around a tenth of interviewees. Around 
6 % of interviewees were researchers / academics working on the issue of ESL. In the 
region of 10-12 stakeholders were interviewed from Finland, Ireland and the Netherlands 
(each), while 7-9 interviews were undertaken in each of the remaining countries.  
 
Table 4 provides information on the background of interviewees. 
 
Table 4: Background of interviewees 

 Public 
authorities 

and 
education 
inspecto-

rates 

ESL 
project 
mana-
gers 

Represe
ntatives 

of 
teachers 

Representa
tives of 
parents 

NGO/ 
Youth 

organisa
tions 

Research/
Academic 
experts  

Total 

Finland 4 2 1 1 2 - 10 

France 3 1 1 3 1 - 9 

Greece - 1 1 1 2 4 8 

Ireland 1 4 1 - 3 1 10 

Lithuania - 3 2 - 2 - 7 

The 
Netherlands 

4 - 1 3 4 - 12 

Poland 3 3 - - 2 - 8 

Spain 3 1 2 1 2 - 9 

UK 
(England) 

4 2 1 - 1 - 8 

EU - - - - 1 - 1 

Total  22 17 10 9 20 5 83 
Source: GHK Consulting Ltd., 2011. 

 



Reducing Early School Leaving in the EU 
____________________________________________________________________________________________ 

 173 

The review of national literature for the nine case study countries included mainly:  

 publications of national ministries dealing with early school leavers; 

 publications of national education authorities; 

 academic articles; 

 evaluations of early school leaving policies and projects; 

 good practice publications and comparative studies on ESL; and 

 statements and opinion papers of social partner organisations, and teachers and 
parents associations.  

 
In parallel to this work, the collection of secondary data was carried out. The secondary 
data review of European and international sources consisted of: (i) a review of Eurostat and 
OECD statistics relevant to ESL; and (ii) a review of European and international literature 
on ESL to strengthen the evidence base and to identify relevant policies and practices in 
the 18 non-case study countries. 
 
Some of the most important sources of European-level literature were the following: 

 national contributions of ministries of education to the Education and Training 2010 
agenda; 

 recent VET policy reports from Cedefop: 
http://libserver.cedefop.europa.eu/F/?func=find-
c&ccl_term=wti=bridge+policy+report+2010 

 National Strategy Reports on Social Protection and Social Inclusion 2008-2010 

 Mutual Learning Programme event (and associated reports) on reintegration of early 
school leavers: http://www.mutual-learning-
employment.net/index.php?mact=PeerReviews,cntnt01,detail,0&cntnt01options=96
&cntnt01orderby=start_date%20DESC&cntnt01returnid=59&cntnt01item_id=73&cn
tnt01returnid=59 

 NESSE: (2009) Early School Leaving: Lessons from research for policy makers; 

 Cedefop (2010) Guiding at-risk youth through learning to work: Lessons from across 
Europe. Luxembourg: Publications Office of the European Union;  

 material of the Cluster on Access and Social inclusion on early school leaving policies 
in 17 Member States;  

 Youth Forum Jeunesse (2008) Policy Paper on Early Education Leaving. Annex 1. 
The Netherlands: Adopted by the general assembly Rotterdam, the Netherlands, 13-
15 November 2008;  

 Inclusion and education in European countries in 10 European countries; 

 OECD databases and literature; and 

 Eurydice and Refernet reports on education and VET, respectively. 
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ANNEX 2 – STATISTICAL ANNEX 
 
Table 5: Rate of early school leaving from education and training  
 

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 

EU-27  17.6 17.2 17 16.6 16.1 15.8 15.5 15.1 14.9 14.4 

Austria 10.2 10.2 9.5 9 9.5 9.1 9.8 10.7 10.1 8.7 

Belgium 13.8 13.8 14.1 14.3 13.1 12.9 12.6 12.1 12 11.1 

Bulgaria : 20.5 20.7 21.9 21.4 20.4 17.3 14.9 14.8 14.7 

Cyprus 18.5 17.9 15.9 17.3 20.6 18.2 14.9 12.5 13.7 11.7 

Czech Republic : : 5.7 6.5 6.3 6.2 5.1 5.2 5.6 5.4 

Denmark 11.7 9.2 9 10.4 8.8 8.7 9.1 12.5 11.3 10.6 

Estonia 15.1 14.4 13.2 12.9 13.1 13.4 13.5 14.4 14 13.9 

Finland 9 9.5 9.7 10.1 10 10.3 9.7 9.1 9.8 9.9 

France 13.3 13.5 13.4 13.2 12.8 12.2 12.4 12.6 11.9 12.3 

Germany 14.6 12.3 12.5 12.8 12.1 13.5 13.6 12.5 11.8 11.1 

Greece 18.2 17.1 16.5 16 14.7 13.6 15.5 14.6 14.8 14.5 

Hungary 13.9 13.1 12.2 12 12.6 12.5 12.6 11.4 11.7 11.2 

Ireland : : 14.6 13.1 13.1 12.5 12.1 11.6 11.3 11.3 

Italy 25.1 25.9 24.2 23 22.3 22 20.6 19.7 19.7 19.2 

Latvia : : 16.9 18 14.7 14.4 14.8 15.1 15.5 13.9 

Lithuania 16.5 14.9 13.4 11.4 10.5 8.1 8.2 7.4 7.4 8.7 

Luxembourg 16.8 18.1 17 12.3 12.7 13.3 14 12.5 13.4 7.7 

Malta 54.2 54.4 53.2 49.9 42.1 38.9 39.9 38.3 39 36.8 

Netherlands 15.4 15.1 15.3 14.3 14.1 13.5 12.6 11.7 11.4 10.9 

Poland : 7.4 7.2 6 5.6 5.3 5.4 5 5 5.3 

Portugal 43.6 44.2 45 41.2 39.4 38.8 39.1 36.9 35.4 31.2 

Romania 22.9 21.7 23 22.5 22.4 19.6 17.9 17.3 15.9 16.6 

Slovenia : 6.4 5.1 4.6 4.3 4.9 5.6 4.1 5.1 5.3 

Slovakia : : 6.7 5.3 6.8 6.3 6.6 6.5 6 4.9 

Spain 29.1 29.7 30.7 31.6 32 30.8 30.5 31 31.9 31.2 



Policy Department B: Structural and Cohesion Policies 
____________________________________________________________________________________________ 

 176 

Sweden 7.3 10.2 10 9.2 9.2 10.8 13 12.2 12.2 10.7 

UK 18.2 17.8 17.6 12.1 12.1 11.6 11.3 16.6 17 15.7 

Source: Eurostat. 
 

Figure 16: Rate of early school leaving, EU-27, 2000-2009 
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Table 6:  Proportion of students that do not have at least upper secondary 
education, OECD countries 

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 

OECD average 25 23 24 22 20 20 19 18 20 : 

Australia   : : : : : : : : : : 

Austria   : : : : : : : : : : 

Belgium   : : : : : : : : : : 

Canada   : 23 21 17 21 20 21 24 : : 

Chile 37 : 39 36 34 27 29 29 31 : 

Czech Republic   : 16 17 12 13 11 10 12 13 : 

Denmark   10 9 7 13 10 18 16 15 17 : 

Finland   9 15 16 10 5 6 6 3 7 : 

France   : : : : : : : : : : 

Germany   8 8 6 3 1 1 0 0 3 : 

Greece   46 24 15 4 7 0 2 4 9 : 

Hungary   : 17 18 13 14 18 15 16 22 : 

Iceland   33 30 21 19 13 21 13 14 11 : 

Ireland   26 23 22 9 8 9 13 10 4 : 

Italy   22 19 22 : 18 19 16 15 15 : 

Japan   6 7 8 9 9 7 7 7 5 : 

Korea   4 0 1 8 6 6 7 9 7 : 

Luxembourg     31 29 31 25 29 25 27 : 

Mexico   67 66 65 63 61 60 58 57 56 : 

Netherlands   : : : : : : : : : : 

New Zealand   20 21 23 22 25 27 25 23 22 : 

Norway   1 0 3 8 0 11 12 8 9 : 

Poland   10 7 9 14 21 15 19 16 17 : 

Portugal   48 52 50 40 47 49 46 35 37 : 

Slovakia 13 28 40 44 17 17 16 15 19 : 

Spain   40 34 34 33 34 28 28 26 27 : 

Sweden   25 29 28 24 22 22 24 26 24 : 
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Switzerland   12 9 8 11 13 11 11 11 10 : 

Turkey   63 63 63 59 45 52 48 42 74 : 

United Kingdom   : : : : : 14 12 11 9 : 

United States   30 29 27 26 25 25 23 22 23 : 
Source: OECD (2010) Education at a glance. 



Reducing Early School Leaving in the EU 
____________________________________________________________________________________________ 

 179 

Table 7: Rate of early school leaving, males, 2000-2009 

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 

EU-27  19.6 19.2 19.1 18.7 18.4 17.8 17.6 17.1 16.9 16.3 

Austria 9.6 9.7 8.7 8.3 10.2 9.6 10.0 11.4 10.4 8.5 

Belgium 16.4 16.2 17.1 16.9 15.4 15.3 15.1 13.9 13.4 12.8 

Bulgaria : 21.0 22.0 22.5 22.2 20.6 17.7 15.2 14.1 13.7 

Cyprus 25.0 23.9 22.3 24.1 27.2 27.2 22.5 19.5 19.0 15.2 

Czech Republic : : 5.4 5.9 6.1 6.1 5.4 5.7 5.8 5.5 

Denmark 12.8 10.8 9.9 10.7 10.5 10.5 10.5 15.7 13.7 13.2 

Estonia 19.4 18.0 16.9 17.0 18.6 17.1 19.8 21.7 19.8 18.4 

Finland 11.5 12.1 11.8 12.0 12.5 12.4 11.8 11.2 12.1 10.7 

France 14.8 15.0 14.9 15.0 14.7 14.1 14.4 15.1 13.9 14.3 

Germany 14.4 12.0 12.5 12.9 12.2 13.3 13.9 13.1 12.4 11.5 

Greece 22.9 21.0 20.6 20.0 18.1 17.6 20.2 18.6 18.5 18.3 

Hungary 14.4 13.6 12.5 12.7 13.6 13.7 13.8 12.6 12.5 12.0 

Ireland : : 18.0 16.2 16.0 15.4 15.2 14.6 14.6 14.4 

Italy 28.5 29.6 27.8 26.5 26.5 25.8 23.9 22.9 22.6 22.0 

Latvia : : 22.7 22.6 19.8 18.2 18.9 20.0 20.2 17.5 

Lithuania 20.0 19.0 15.4 13.6 12.4 10.7 10.5 9.6 10.0 11.5 

Luxembourg 15.9 19.0 14.4 14.3 12.6 17.0 17.6 16.6 15.8 8.9 

Malta 52.5 55.3 56.5 51.7 44.3 42.1 42.8 41.3 41.7 39.7 

Netherlands 16.6 16.3 16.8 15.6 16.4 15.9 15.1 14.0 14.0 13.1 

Poland : 9.0 8.9 7.6 7.3 6.8 6.9 6.2 6.1 6.6 

Portugal 50.9 51.6 52.6 48.7 47.7 46.7 46.6 43.1 41.9 36.1 

Romania 23.8 22.1 23.9 23.6 23.7 20.1 17.8 17.1 15.9 16.1 

Slovenia : 8.1 6.8 6.6 6.0 6.5 7.1 5.8 7.2 7.2 

Slovakia : : 7.6 5.7 7.3 6.7 7.3 7.2 7.1 5.7 

Spain 35.0 36.0 36.8 38.1 38.7 36.6 36.7 36.6 38.0 37.4 

Sweden 8.7 11.0 11.0 10.2 10.6 11.9 14.1 13.7 13.5 11.9 

UK 18.8 18.6 18.1 : 13.0 12.6 12.3 17.6 18.3 16.9 

Source: Eurostat. 
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Table 8: Rate of early school leaving, females, 2000-2009 

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 

EU 27  15.5 15.2 14.9 14.5 13.8 13.7 13.4 13.0 12.9 12.5 

Austria 10.7 10.7 10.2 9.8 8.8 8.7 9.7 10.1 9.8 8.9 

Belgium 11.0 11.3 11.0 11.6 10.8 10.5 10.0 10.3 10.6 9.3 

Bulgaria : 20.0 19.4 21.3 20.6 20.3 17.0 14.7 15.5 15.8 

Cyprus 13.9 13.1 11.0 11.8 14.9 10.4 8.2 6.8 9.5 8.8 

Czech Republic : : 5.9 7.0 6.6 6.3 4.9 4.7 5.4 5.2 

Denmark 10.4 7.7 8.2 10.0 7.1 6.9 7.7 9.1 9.2 7.7 

Estonia 11.0 10.8 9.4 8.6 7.8 : : : 8.2 9.3 

Finland 6.5 7.1 7.6 8.2 7.5 8.2 7.8 7.2 7.7 9.0 

France 11.9 12.0 11.9 11.4 10.8 10.3 10.6 10.3 9.9 10.3 

Germany 14.9 12.6 12.5 12.8 11.9 13.7 13.3 11.8 11.2 10.7 

Greece 13.6 13.2 12.5 11.9 11.3 9.7 10.8 10.6 10.9 10.6 

Hungary 13.4 12.6 11.9 11.3 11.5 11.3 11.4 10.1 10.9 10.4 

Ireland : : 11.2 9.8 10.0 9.5 9.0 8.4 8.0 8.2 

Italy 21.7 22.2 20.5 19.6 18.3 18.2 17.1 16.4 16.7 16.3 

Latvia : : 11.0 13.4 9.5 10.4 10.4 10.1 10.7 10.4 

Lithuania 12.8 11.0 11.4 9.1 8.6 5.6 5.8 5.1 4.7 5.7 

Luxembourg 17.6 17.2 19.6 10.2 12.7 9.6 10.4 8.4 10.9 6.6 

Malta 56.1 53.5 49.7 48.0 39.8 35.5 36.8 34.9 36.1 33.6 

Netherlands 14.1 13.8 13.8 12.9 11.7 11.1 10.1 9.3 8.8 8.6 

Poland : 5.9 5.6 4.4 3.9 3.7 3.9 3.8 3.9 3.9 

Portugal 36.3 36.7 37.2 33.6 31.0 30.7 31.3 30.4 28.6 26.1 

Romania 22.0 21.4 22.1 21.5 21.1 19.1 18.0 17.4 16.0 17.2 

Slovenia : 4.8 3.2 2.4 2.5 3.2 4.0 2.2 2.6 3.2 

Slovakia : : 5.8 4.8 6.3 5.9 5.8 5.8 4.9 4.1 

Spain 23.2 23.1 24.2 24.8 25.1 24.9 24.0 25.2 25.7 24.7 

Sweden 5.8 9.3 8.9 8.1 7.8 9.7 11.9 10.7 10.9 9.5 

UK 17.5 17.0 17.1 : 11.2 10.6 10.2 15.6 15.6 14.5 

Source: Eurostat. 
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Figure 17: EU-27 rate of early school leaving for males and females, 2000-2009 
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Figure 18: Share of male and female early school leavers EU-27, 2000-2009 
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Figure 19: Rate of early school leaving for males and females, 2009  
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Table 9: Proportion of male students that do not have at least upper secondary 
education, OECD countries 

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 

OECD Average 26 22 25 28 23 79 21 22 24 

Australia   : : : : : : : : : 

Austria   : : : : : : : : : 

Belgium   : 24 26 : : : : : : 

Canada   : : : : : : 23 25 28 

Chile : : : : : : : : 35 

Czech Republic   50 17 20 14 15 12 12 14 15 

Denmark   : : : 19 19 23 22 22 25 

Finland   19 15 22 23 16 11 9 8 11 

France   19 18 21 22 22 : : : : 

Germany   11 11 9 5 3 2 0 1 3 

Greece   50 : 26 13 : 1 4 7 11 

Hungary   2 20 21 16 18 19 19 21 26 

Iceland   40 39 32 32 28 32 19 31 26 

Ireland   33 31 30 15 14 16 19 16 8 

Italy   32 24 21 21 20 20 16 18 17 

Japan   8 9 10 10 10 8 8 8 6 

Korea   : : : : 4 6 8 10 8 

Luxembourg   37 : 36 34 34 30 31 30 31 

Mexico   : : : 67 66 63 62 61 60 

Netherlands   : : : : : : : : : 

New Zealand   : : : : 35 39 37 34 31 

Norway   : : 11 18 14 18 20 18 16 

Poland   13 12 14 14 30 19 24 20 21 

Portugal   : : : : : : : 44 45 

Slovakia 10 28 43 43 19 19 20 18 22 

Spain   46 41 38 41 42 35 36 33 33 

Sweden   28 32 31 27 25 26 27 28 26 
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Switzerland   : 9 10 10 12 10 10 10 8 

Turkey   : : : 56 43 49 45 37 71 

United Kingdom   : : : : : 17 15 14 12 

United States   27 30 31 : 28 30 25 23 23 

         Source: OECD (2010) Education at a glance. 
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Table 10: Proportion of female students that do not have at least upper secondary 
education, OECD countries 

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 

OECD Average 20 15 13 25 14 13 13 13 16 

Australia   : : : : : : : : : 

Austria   : : : : : : : : : 

Belgium   : 17 17 : : : : : : 

Canada   : : : : : : 16 17 19 

Chile : : : : : : : : 26 

Czech Republic   58 13 17 10 12 9 8 10 11 

Denmark   : : : 9 0 4 4 7 10 

Finland   6 3 7 8 4 0 0 0 3 

France   14 13 14 16 16 : : : : 

Germany   6 6 4 1 0 0 0 0 2 

Greece   34 : 3 0 : 0 0 1 6 

Hungary   5 14 14 9 10 13 10 10 18 

Iceland   24 22 11 10 4 8 0 0 0 

Ireland   20 17 16 3 1 2 7 4 0 

Italy   19 17 15 17 17 17 12 12 13 

Japan   4 5 6 7 8 6 7 6 5 

Korea   : : : : 4 8 6 7 6 

Luxembourg   31 : 27 25 27 18 26 21 23 

Mexico   : : : 61 59 56 54 54 52 

Netherlands   : : : : : : : : : 

New Zealand   : : : : 15 17 15 16 13 

Norway   : : 0 0 0 0 0 0 1 

Poland   6 5 7 15 12 8 16 12 12 

Portugal   : : : : : : : 26 29 

Slovakia 10 26 34 45 15 14 15 13 16 

Spain   33 25 25 25 25 20 20 18 20 

Sweden   22 25 24 21 19 19 21 23 21 
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Switzerland   : 14 10 9 10 13 11 12 12 

Turkey   : : : 63 51 56 53 46 77 

United Kingdom   : : : : : 10 8 8 6 

United States   26 27 24 : 21 18 21 22 24 

         Source: OECD (2010) Education at a glance. 
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Table 11: Early school leavers in employment 

Country 2005 2006 2007 2008 2009 

EU-27  8.5 8.6 8.4 8.1 6.9 

Austria 5.2 5.8 6.6 6.1 4.7 

Belgium 6.4 6.3 5.9 5.9 5.1 

Bulgaria 4.8 4.6 4.7 4.6 4.0 

Cyprus 13.6 11.7 9.4 9.7 8.7 

Czech Republic 1.8 1.9 2.3 2.2 2.0 

Denmark 6.1 7.1 9.2 8.3 7.3 

Estonia 8.0 9.2 8.8 9.6 5.9 

Finland 6.1 5.4 5.2 5.5 4.5 

France 5.8 5.8 6.1 5.8 5.3 

Germany 5.4 6.1 5.4 5.4 4.7 

Greece 8.5 10.1 9.7 9.6 8.9 

Hungary 4.6 4.8 4.4 4.2 3.2 

Ireland 7.2 7.1 6.4 5.1 3.9 

Italy 11.8 10.8 10.3 10.1 8.9 

Latvia 8.5 9.1 9.0 9.3 5.3 

Lithuania 4.7 4.0 4.5 3.5 3.0 

Luxembourg 9.5 9.0 8.6 8.8 4.4 

Malta 28.3 31.5 30.2 30.2 27.3 

Netherlands 9.8 9.4 8.9 8.6 7.7 

Poland 1.6 1.6 2.0 2.2 2.1 

Portugal 29.7 30.4 27.7 27.0 22.1 

Romania 10.4 9.6 9.6 9.1 9.1 

Slovenia 2.1 2.6 2.2 3.2 2.7 

Slovakia 1.1 1.2 1.4 1.3 1.0 

Spain 21.4 21.8 21.9 20.1 15.4 

Sweden 5.9 7.5 8.1 7.3 5.4 

UK 6.7 6.4 9.0 9.0 7.7 

        Source : Eurostat. 
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Table 12: Early school leavers not in employment 

Country 2005 2006 2007 2008 2009 

EU-27  7.2 6.9 6.6 6.8 7.5 

Austria 3.9 4.1 4.1 4.0 4.0 

Belgium 6.5 6.2 6.2 6.0 6.0 

Bulgaria 15.6 12.8 10.3 10.1 10.8 

Cyprus 4.6 3.2 3.1 4.0 3.0 

Czech Republic 4.4 3.2 2.9 3.4 3.4 

Denmark 2.6 2.0 3.3 3.2 3.3 

Estonia 5.4 : 5.6 4.4 7.9 

Finland 4.1 4.3 3.9 4.3 5.4 

France 6.4 6.7 6.5 6.1 7.0 

Germany 8.1 7.6 7.0 6.4 6.4 

Greece 5.1 5.4 4.9 5.2 5.6 

Hungary 7.9 7.8 6.9 7.5 8.0 

Ireland 5.3 5.0 5.1 6.1 7.4 

Italy 10.2 9.8 9.4 9.6 10.3 

Latvia 5.8 5.7 6.1 6.2 8.7 

Lithuania 3.4 4.2 2.9 3.9 5.7 

Luxembourg 3.9 5.0 3.9 4.6 3.3 

Malta 10.6 8.4 8.1 8.8 9.6 

Netherlands 3.7 3.2 2.7 2.8 3.2 

Poland 3.7 3.8 3.0 2.8 3.1 

Portugal 9.1 8.6 9.2 8.4 9.1 

Romania 9.2 8.2 7.6 6.8 7.5 

Slovenia 2.8 3.0 1.9 1.9 2.6 

Slovakia 5.2 5.4 5.1 4.7 3.9 

Spain 9.4 8.7 9.1 11.8 15.8 

Sweden 4.9 5.5 4.1 5.0 5.3 

UK 4.9 4.9 7.6 8.0 8.0 

        Source: Eurostat. 
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Figure 20: EU-27 early school leavers by employment status 
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            Source: Eurostat. 
 
 
 
 
Table 53: EU-27 early school leavers by employment status and gender, 2005-

2009  

 2005 2006 2007 2008 2009 

Male early school leavers 17.8 17.6 17.1 16.9 16.3 

Female early school leavers 13.7 13.4 13.0 12.9 12.5 

Male early school leavers in employment 11.2 11.2 11.1 10.7 8.9 

Female early school leavers in employment 5.8 5.9 5.7 5.6 4.9 

Male early school leavers not in employment 6.6 6.3 6.0 6.3 7.3 

Female early school leavers not in 
employment 7.9 7.6 7.3 7.3 7.6 

            Source: Eurostat. 
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Table 14: Male early school leavers in employment, 2005-2009 

Country 2005 2006 2007 2008 2009 

EU-27  11.2 11.2 11.1 10.7 8.9 

Austria 6.2 6.3 7.5 6.9 5.0 

Belgium 8.7 9.0 8.0 7.7 7.0 

Bulgaria 6.1 6.3 6.0 5.6 5.0 

Cyprus 22.0 19.4 15.6 14.9 12.5 

Czech Republic 2.1 2.7 3.2 2.9 2.5 

Denmark 7.9 8.6 12.0 10.3 9.6 

Estonia 11.7 14.7 14.5 14.6 9.1 

Finland 8.3 7.5 7.4 7.5 5.3 

France 7.9 7.7 8.6 7.5 6.5 

Germany 6.0 7.0 6.5 6.5 5.5 

Greece 13.7 16.1 15.0 14.6 13.9 

Hungary 6.6 6.8 6.3 5.9 4.5 

Ireland 10.3 10.3 9.4 7.3 5.0 

Italy 16.7 15.3 14.4 14.0 12.5 

Latvia 12.2 14.1 14.5 14.2 7.2 

Lithuania 7.3 5.8 6.6 5.2 4.6 

Luxembourg 13.3 12.8 12.1 12.1 5.9 

Malta 31.9 35.6 33.1 34.1 30.4 

Netherlands 12.2 12.0 11.6 11.3 9.9 

Poland 2.4 2.5 3.0 3.4 3.5 

Portugal 37.7 37.8 34.7 34.1 26.8 

Romania 12.9 11.5 11.7 11.4 11.1 

Slovenia 3.3 3.9 3.7 4.9 4.0 

Slovakia 1.4 1.8 2.0 2.1 1.6 

Spain 28.2 28.8 28.8 25.7 19.5 

Sweden 6.4 8.3 9.5 8.4 6.5 

UK 8.6 8.2 11.5 11.7 9.7 

        Source: Eurostat. 
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Table 15: Male early school leavers not in employment, 2005-2009  

Country 2005 2006 2007 2008 2009 

EU-27  6.6 6.3 6.0 6.3 7.3 

Austria 3.4 3.8 3.9 3.5 3.5 

Belgium 6.6 6.1 5.9 5.7 5.9 

Bulgaria 14.5 11.4 9.2 8.5 8.7 

Cyprus 5.1 3.0 3.9 4.0 2.7 

Czech Republic 4.0 2.7 2.5 2.9 3.0 

Denmark 2.6 1.9 3.7 3.4 3.7 

Estonia : : : : 9.3 

Finland 4.2 4.3 3.7 4.6 5.5 

France 6.2 6.6 6.5 6.4 7.8 

Germany 7.3 6.9 6.6 5.9 5.9 

Greece 3.9 4.1 3.6 3.9 4.4 

Hungary 7.1 7.0 6.3 6.6 7.5 

Ireland 5.1 4.9 5.3 7.2 9.3 

Italy 9.2 8.7 8.5 8.6 9.5 

Latvia 5.9 4.9 5.5 6.0 10.2 

Lithuania 3.4 4.7 3.0 4.8 6.9 

Luxembourg 3.6 4.9 : : : 

Malta 10.2 : 8.2 7.6 9.4 

Netherlands 3.7 3.1 2.5 2.7 3.2 

Poland 4.4 4.4 3.2 2.6 3.1 

Portugal 9.0 8.8 8.4 7.8 9.3 

Romania 7.2 6.2 5.4 4.5 5.0 

Slovenia 3.1 3.2 2.1 2.3 3.2 

Slovakia 5.2 5.5 5.2 5.0 4.1 

Spain 8.3 7.9 7.8 12.3 17.9 

Sweden 5.4 5.8 4.2 5.1 5.4 

UK 4.0 4.2 6.1 6.6 7.2 

        Source: Eurostat. 
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Figure 21: EU-27 male early school leavers by employment status, 2005-2009  
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            Source: Eurostat. 
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Table 16: Female early school leavers in employment, 2005-2009 

Country 2005 2006 2007 2008 2009 

EU-27  5.8 5.9 5.7 5.6 4.9 

Austria 4.2 5.3 5.8 5.3 4.3 

Belgium 4.0 3.7 3.8 4.1 3.3 

Bulgaria 3.6 2.8 3.4 3.6 2.9 

Cyprus 6.2 4.8 4.3 5.5 5.5 

Czech Republic 1.4 1.1 1.3 1.4 1.4 

Denmark 4.3 5.5 6.2 6.2 4.9 

Estonia : : : : : 

Finland 4.0 3.4 3.1 3.7 3.7 

France 3.7 3.9 3.7 4.1 4.0 

Germany 4.8 5.1 4.4 4.2 3.9 

Greece 3.4 4.1 4.3 4.4 3.8 

Hungary 2.6 2.8 2.5 2.5 1.9 

Ireland 4.0 3.9 3.4 2.9 2.8 

Italy 6.9 6.2 6.1 6.1 5.2 

Latvia 4.6 3.8 : 4.3 3.3 

Lithuania : : : : : 

Luxembourg 5.5 5.3 : : : 

Malta 24.5 27.2 27.0 25.9 23.8 

Netherlands 7.3 6.7 6.2 5.9 5.5 

Poland 0.6 0.7 0.9 0.9 0.7 

Portugal 21.5 22.8 20.3 19.6 17.1 

Romania 7.9 7.7 7.5 6.6 7.1 

Slovenia : 1.2 : 1.2 1.3 

Slovakia : : : : : 

Spain 14.3 14.5 14.6 14.3 11.0 

Sweden 5.3 6.7 6.7 6.1 4.4 

UK 4.8 4.5 6.5 6.2 5.7 

        Source: Eurostat. 
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Table 67: Female early school leavers not in employment, 2005-2009 

Country 2005 2006 2007 2008 2009 

EU-27  7.9 7.6 7.3 7.3 7.6 

Austria 4.5 4.4 4.3 4.5 4.5 

Belgium 6.5 6.3 6.5 6.4 6.1 

Bulgaria 16.7 14.1 11.4 11.8 13.0 

Cyprus 4.1 3.4 2.4 4.0 3.2 

Czech Republic 4.9 3.8 3.4 3.9 3.8 

Denmark 2.7 2.2 2.8 3.1 2.8 

Estonia : : : : : 

Finland 4.1 4.4 4.1 4.1 5.4 

France 6.6 6.7 6.5 5.8 6.2 

Germany 8.9 8.2 7.5 7.0 6.8 

Greece 6.3 6.7 6.2 6.5 6.9 

Hungary 8.7 8.6 7.6 8.4 8.5 

Ireland 5.5 5.2 5.0 5.0 5.4 

Italy 11.3 10.9 10.3 10.6 11.2 

Latvia 5.8 6.7 6.7 6.4 7.1 

Lithuania 3.4 : 2.9 : 4.4 

Luxembourg 4.1 5.1 : 5.7 : 

Malta 10.9 9.6 : 10.2 9.8 

Netherlands 3.8 3.3 3.0 2.9 3.1 

Poland 3.0 3.2 2.8 3.0 3.2 

Portugal 9.2 8.5 10.0 9.1 9.0 

Romania 11.3 10.3 10.0 9.4 10.1 

Slovenia 2.5 2.8 1.6 1.3 1.9 

Slovakia 5.2 5.4 5.1 4.4 3.8 

Spain 10.5 9.5 10.6 11.4 13.6 

Sweden 4.4 5.2 4.0 4.8 5.1 

UK 5.7 5.7 9.1 9.4 8.8 

        Source: Eurostat. 
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Figure 22: EU-27 female early school leavers by employment status, 2005-2009 
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        Source: Eurostat. 
 
 
Figure 23:  Share of migrant and non migrant early school leavers in EU Member 

States 2008 

  

Non- migrants 
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Source: European Commission (2009) Commission staff working document: Progress towards the Lisbon 
objectives in education and training, Indicators and benchmarks, 2009.  
Note for translation: Non–migrants, Migrants, EU-27, BE, BG, CZ, DK, DE, EE, IE, EL, ES, FR, IT, CY, LV, LT, LU, 
HU, MT, NL, AT, PL, PT, RO, SI, SK, FI, SE, UK, HR, MK, TR, IS, LI, NO 
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Table 78: Annual expenditure on public education institutions per student (EUR)  

Country 2000 2001 2002 2003 2004 2005 2006 2007 

EU-27  4 689 5 036 5 177 5 074 5 225 5 411 5 716 6 024 

Austria 7 073 : : : : : : : 

Belgium 5 877 6 818 7 073 6 863 6 641 6 815 7 499 8 015 

Bulgaria 1 244 1 297 1 532 1 652 1 768 1 925 2 082 2 247 

Cyprus 4 508 5 286 5 923 6 640 6 588 7 279 7 976 8 740 

Czech Republic 2 627 2 840 3 012 3 286 3 679 3 836 4 507 4 550 

Denmark 7 107 7 354 7 507 7 315 7 880 8 002 8 332 8 512 

Estonia : 1 834 2 161 2 343 2 471 2 770 3 220 3 579 

Finland 5 010 5 268 5 665 5 817 6 222 6 199 6 420 6 722 

France 5 899 6 098 6 358 6 245 6 325 6 502 6 720 7 240 

Germany 4 879 4 993 5 241 5 469 5 611 5 865 6 027 6 252 

Greece 3 033 3 285 3 579 3 804 4 194 4 484 : : 

Hungary 2 495 2 906 3 403 3 868 3 714 3 902 3 997 4 093 

Ireland 4 296 4 641 4 959 5 292 5 753 6 080 6 562 7 211 

Italy 5 981 6 725 6 209 6 474 6 247 6 240 6 795 6 569 

Latvia 1 654 1 858 2 138 2 143 2 282 2 454 2 889 3 445 

Lithuania : : : : : 2 446 2 746 3 173 

Luxembourg 
: 9 611 

11 
082 

11 
711 

12 
714 

11 
524 

10 
431 

13 
054 

Malta 3 642 3 369 3 783 4 148 4 395 5 999 : 6 371 

Netherlands 5 502 5 905 6 351 6 441 6 599 6 895 7 060 7 418 

Poland : : : 2 701 2 832 3 230 3 255 3 481 

Portugal 4 118 4 482 4 670 4 713 4 614 5 115 5 256 5 279 

Romania 808 1 021 1 157 1 128 1 213 1 450 : 2 566 

Slovenia : : : : 5 569 5 990 6 292 6 077 

Slovakia 1 716 1 877 2 054 2 367 2 612 2 697 2 950 3 133 

Spain 4 830 5 146 5 556 5 830 6 108 6 472 7 087 7 872 

Sweden 6 272 6 195 6 726 6 818 7 132 7 028 7 425 7 904 

UK 4 163 4 623 5 122 5 315 5 801 5 889 6 429 6 526 

Source : Eurostat.     
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Figure 24:  EU-27 annual expenditure on public education institutions per student 
(EUR)  

0

1000

2000

3000

4000

5000

6000

7000

2000 2001 2002 2003 2004 2005 2006 2007
 

Source : Eurostat. 
 
 
 
 
 
 
 
 



Policy Department B: Structural and Cohesion Policies 
____________________________________________________________________________________________ 

 198 

Table 198: Ratio of students to teachers (ISCED 1-3) 

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 

Austria : 11.1 11.3 11.3 11.9 11.8 11.7 11.5 11.0 

Belgium : 11.2 10.7 11.0 10.8 10.8 10.9 10.8 10.8 

Bulgaria 13.2 13.6 13.5 13.7 13.5 13.2 12.9 12.8 12.8 

Cyprus 14.9 16.6 15.1 15.0 14.0 14.1 14.0 13.0 12.3 

Czech Republic 16.6 15.6 15.1 14.8 14.4 14.4 13.4 14.5 14.2 

Denmark 11.0 10.9 11.7 11.4 : : : : : 

Estonia 12.5 12.4 : : : : 13.3 12.7 14.8 

Finland 15.0 14.8 14.4 14.3 14.3 14.7 13.7 13.8 13.9 

France 14.6 14.5 14.3 14.2 14.2 14.3 14.2 14.3 14.4 

Germany 16.4 16.3 16.1 16.0 16.1 17.2 17.2 16.9 16.7 

Greece 11.8 11.4 10.6 10.0 9.5 9.4 9.2 8.6 : 

Hungary 10.6 11.6 11.4 11.3 11.0 11.0 10.9 10.8 11.3 

Ireland 17.7 16.8 16.2 15.4 16.3 16.8 16.9 15.6 15.4 

Italy 10.6 10.4 10.3 10.7 10.9 10.6 10.7 10.3 10.7 

Latvia 14.3 14.4 14.1 13.5 13.1 11.7 11.2 10.6 11.3 

Lithuania 13.0 13.9 9.8 10.0 9.3 9.4 9.0 8.4 8.2 

Luxembourg : 10.0 10.2 9.8 9.8 : 10.1 10.0 10.3 

Malta 12.9 13.9 12.7 12.7 12.9 10.6 11.5 : 9.2 

Netherlands 17.0 17.2 16.5 15.9 15.9 16.1 15.5 15.6 15.8 

Poland 13.8 13.9 13.4 12.5 : 12.3 12.1 11.7 11.6 

Portugal 10.6 10.1 9.5 9.8 9.6 : 9.1 9.6 9.2 

Romania 14.4 14.4 14.8 15.4 15.7 14.9 14.7 14.5 14.3 

Slovenia 13.4 13.4 13.1 13.5 13.7 13.5 12.9 12.7 12.5 

Slovakia 14.5 15.4 15.1 15.2 15.1 15.2 14.9 14.9 15.6 

Spain 13.1 12.4 12.6 12.2 12.2 12.1 12.0 11.5 11.2 

Sweden 13.4 13.5 12.8 12.7 12.5 12.6 12.4 12.4 12.7 

UK 19.6 19.3 20.1 19.6 16.7 : 15.6 15.2 15.7 

Source : Eurostat. 
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Figure 25: Ratio of students to teachers (ISCED 1-3), 2008 
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Table 90: Participants at ISCED level 0 aged four years as a percentage of 
population aged four years 

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 

EU-27 83.1 84.0 85.8 84.1 80.0 81.0 82.4 83.7 85.1 

Austria 79.5 79.2 80.7 82.5 82.1 82.3 83.3 84.1 85.6 

Belgium 99.2 100.0 100.0 100.0 99.9 100.0 100.0 99.9 99.6 

Bulgaria 67.0 66.8 74.6 76.6 72.6 73.2 68.4 71.1 71.7 

Cyprus 55.7 58.3 58.3 58.0 61.2 61.4 70.4 73.6 75.2 

Czech Republic 81.0 87.0 88.3 89.8 91.2 91.4 86.5 87.8 86.8 

Denmark 90.6 92.0 92.3 93.2 93.4 93.5 93.4 95.0 95.3 

Estonia 78.2 80.4 82.1 80.9 83.9 84.2 86.1 88.3 91.2 

Finland 41.9 42.8 44.0 44.7 46.1 46.7 48.5 50.3 52.5 

France 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 

Germany 81.4 85.9 88.9 85.9 84.3 84.6 93.1 94.2 95.4 

Greece 53.9 55.8 55.9 57.0 57.2 57.8 56.1 55.7 52.4 

Hungary 89.5 89.6 90.2 91.6 92.3 90.7 92.8 92.4 92.5 

Ireland 2.0 1.8 1.8 1.5 1.7 1.0 1.0 0.8 1.0 

Italy 100.0 100.0 100.0 100.0 100.0 100.0 100.0 99.1 98.6 

Latvia 60.6 62.6 64.7 66.5 69.1 72.2 73.5 76.0 78.6 

Lithuania 51.0 51.0 51.6 53.1 54.5 56.8 59.7 61.9 65.0 

Luxembourg 94.7 94.2 98.8 68.3 82.8 95.4 94.0 92.5 95.2 

Malta 100.0 95.0 92.6 98.7 97.5 94.4 95.2 98.0 97.6 

Netherlands 99.5 98.1 99.1 73.0 74.0 73.4 74.2 98.9 99.5 

Poland 33.3 32.4 32.7 34.1 35.7 38.1 41.2 44.4 48.1 

Portugal 72.3 76.0 78.7 81.9 79.9 84.0 80.6 80.9 81.3 

Romania 59.0 60.3 64.2 66.2 75.2 76.2 75.8 77.2 79.0 

Slovenia 67.7 70.0 72.3 73.5 77.8 75.9 79.3 81.8 83.2 

Slovakia 70.3 68.4 68.5 70.0 71.7 74.0 73.1 74.1 74.8 

Spain 99.0 100.0 100.0 99.5 100.0 99.3 97.1 98.4 98.7 

Sweden 72.8 75.5 77.8 82.7 87.7 88.9 86.5 90.7 91.8 

UK 100.0 99.0 100.0 95.3 63.0 59.5 60.5 58.7 65.0 

Source: Eurostat.   
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Figure 26:  Participation of four year olds in ISCED 0 and early school leaving rate 
2008 
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Figure 27:  Participation rate of four year olds in ISCED 0 by country, 2008 and 
the percentage change over time of participation from 1999 to 2008   
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Figure 28: Participation rate of 4 year olds and early school leaving rate, 2008  
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Table 21:  Participation rate at pre-primary level, year before compulsory 
education  

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 

Austria 89.5 92.8 93.0 93.5 93.1 92.6 92.8 93.5 94.8 

Belgium 97.8 99.1 98.9 99.2 98.3 98.7 98.4 98.3 98.2 

Bulgaria 71.4 70.1 76.8 77.4 84.4 86.3 86.7 88.0 81.1 

Cyprus 31.2 28.7 30.1 30.9 30.8 31.8 42.8 42.4 45.1 

Czech Republic 98.0 96.8 99.0 97.6 96.7 97.4 98.9 97.5 94.3 

Denmark 96.6 91.1 92.3 92.0 93.9 84.4 85.1 85.9 85.0 

Estonia 87.6 89.0 83.4 100.0 100.0 100.0 96.2 88.2 90.0 

Finland 72.7 90.0 96.1 96.9 98.4 98.1 98.2 99.1 98.8 

France 100.0 100.0 100.0 100.0 100.0 99.4 99.2 99.6 100.0 

Germany 83.8 89.5 88.0 86.8 86.5 88.3 92.6 94.4 95.3 

Greece 53.9 55.8 55.9 57.0 57.2 57.8 56.1 55.7 52.4 

Hungary 89.5 89.6 90.2 91.6 92.3 90.7 92.8 92.4 92.5 

Ireland 1.2 0.9 1.1 0.8 1.0 : : : 0.0 

Italy 100.0 98.8 99.2 99.9 95.6 93.6 92.3 89.4 89.8 

Latvia 60.6 62.6 64.7 66.5 69.1 72.2 73.5 76.0 78.6 

Lithuania 61.5 62.3 67.1 72.7 71.1 78.1 86.7 88.3 90.0 

Luxembourg 37.7 44.1 52.6 55.1 37.8 62.0 65.6 68.4 69.3 

Malta 100.0 95.0 92.6 98.7 97.5 94.4 95.2 98.0 97.6 

Netherlands 99.5 98.1 99.1 73.0 74.0 73.4 74.2 98.9 99.5 

Poland 40.9 41.9 42.3 44.5 46.2 48.1 51.3 55.9 57.7 

Portugal 84.1 85.3 87.1 87.7 87.7 87.1 89.7 89.2 92.0 

Romania 75.9 76.5 80.4 81.8 85.3 86.2 86.4 86.3 86.7 

Slovenia 73.3 75.4 77.1 80.0 85.2 83.8 83.7 86.3 89.3 

Slovakia 81.5 84.2 81.9 84.1 84.7 85.2 85.3 84.6 83.4 

Spain 100.0 100.0 100.0 100.0 99.9 100.0 99.6 97.6 99.0 

Sweden 96.4 96.1 95.7 96.5 96.5 96.1 96.2 97.1 97.5 

UK 100.0 99.0 100.0 95.3 63.0 59.5 60.5 58.7 65.0 

Source: Eurostat. 
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Figure 29: Participation rate year before compulsory education and ESL rate 
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 Table 102: Employment rate by highest level of education attained (ISCED 0-2) 

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 

EU 27 48.8 47.9 47.4 47.6 47.1 47.5 48.1 48.6 48.1 46.2 

Austria 47.8 47.2 48.0 47.1 44.4 47.2 49.6 51.9 51.0 49.1 

Belgium 43.4 40.8 40.8 40.5 40.8 40.4 40.1 40.5 39.7 38.6 

Bulgaria 30.4 27.0 27.5 27.4 30.0 29.3 28.9 30.6 32.9 32.3 

Cyprus 51.5 52.9 53.2 53.1 53.6 53.0 53.3 52.8 50.9 51.8 

Czech Republic 29.1 28.5 26.0 24.3 22.7 21.8 23.2 24.2 24.1 22.8 

Denmark 62.1 58.5 58.8 59.1 60.4 59.4 61.1 64.2 64.6 62.3 

Estonia 28.2 31.3 26.6 29.1 29.0 27.7 32.2 33.1 34.9 27.7 

Finland 50.0 49.4 48.9 48.2 46.5 45.8 46.0 46.4 46.4 43.0 

France 46.1 46.6 46.6 48.1 47.5 47.9 47.5 47.5 46.9 46.0 

Germany 55.3 44.9 43.6 42.6 40.7 42.5 44.3 44.9 45.9 45.6 

Greece 49.3 49.1 50.0 51.0 49.5 50.5 51.9 52.3 52.4 51.9 

Hungary 29.1 29.0 28.6 28.4 27.3 28.0 27.6 27.3 27.2 25.7 

Ireland 48.1 48.7 48.5 47.9 47.8 49.5 49.7 49.4 46.9 39.9 

Italy 44.1 44.5 45.3 45.7 46.3 46.0 46.4 46.5 46.0 44.5 

Latvia 29.2 35.0 32.4 34.3 34.1 33.6 35.6 38.6 37.1 29.4 

Lithuania 25.5 25.0 26.2 28.4 27.8 25.2 24.5 25.9 20.7 17.7 

Luxembourg 53.7 51.0 50.8 50.4 48.3 49.1 48.1 49.8 48.4 45.0 

Malta 49.4 49.3 50.0 49.0 46.3 45.1 45.0 45.6 46.2 46.0 

Netherlands 59.0 61.0 61.7 59.4 58.5 58.4 59.4 61.0 62.8 62.2 

Poland 28.1 27.4 25.0 23.9 22.7 23.0 23.3 24.9 25.5 24.6 

Portugal 66.8 67.7 67.8 66.8 66.2 65.7 65.9 65.7 65.8 62.9 

Romania 53.9 51.7 43.8 43.8 40.3 39.6 39.6 40.3 41.0 42.0 

Slovenia 39.7 42.0 41.8 38.2 41.2 42.0 41.9 43.1 42.9 41.1 

Slovakia 17.5 17.2 15.5 15.1 13.9 13.3 14.5 14.7 15.9 14.3 

Spain 51.5 52.6 52.9 53.8 54.2 55.7 56.9 57.5 55.5 49.6 

Sweden 55.7 59.3 58.2 57.0 54.6 52.5 56.5 56.8 55.9 50.1 

UK 62.5 62.6 61.8 62.2 61.7 61.5 60.5 60.1 56.2 54.1 

Source: Eurostat. 
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Table 113: Employment rate by highest level of education attained (ISCED 3-4) 

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 

EU 27 68.3 68.3 68.0 67.9 67.9 68.4 69.3 70.2 70.6 69.1 

Austria 73.7 73.3 72.9 73.7 71.7 73.4 74.8 75.9 77.1 76.6 

Belgium 66.0 66.2 65.7 65.0 65.1 65.5 65.1 65.9 67.0 65.4 

Bulgaria 59.3 57.9 58.5 62.6 64.2 65.0 68.1 70.6 72.7 70.0 

Cyprus 68.6 70.9 71.0 72.8 73.5 72.1 72.4 73.6 74.0 72.5 

Czech Republic 72.8 73.0 73.1 72.4 71.4 71.8 71.9 72.6 73.1 71.3 

Denmark 80.1 78.5 79.7 78.5 78.5 78.8 80.2 81.8 81.5 78.6 

Estonia 65.2 66.3 67.4 67.3 68.0 68.5 72.8 74.4 75.4 66.3 

Finland 72.4 73.2 72.8 72.4 71.7 72.0 72.9 73.9 75.1 71.9 

France 69.0 69.7 69.8 70.5 70.0 69.1 68.8 69.2 69.6 68.3 

Germany 69.9 69.9 69.8 69.0 68.2 70.1 71.7 73.6 74.7 74.6 

Greece 57.0 57.2 58.0 59.0 60.7 60.5 60.5 60.8 61.2 60.4 

Hungary 66.7 66.8 66.6 66.6 65.7 64.9 65.1 64.8 63.3 61.6 

Ireland 72.6 72.4 71.4 70.7 71.0 73.2 74.0 74.2 71.9 64.3 

Italy 63.5 64.5 64.8 64.9 66.9 66.8 67.9 67.9 67.9 66.5 

Latvia 63.1 64.3 67.3 69.4 68.2 69.3 72.7 74.3 74.5 64.6 

Lithuania 62.4 63.3 68.0 69.0 66.1 67.2 68.0 68.6 68.1 61.9 

Luxembourg 64.3 69.5 69.1 68.7 66.8 67.1 68.1 67.3 65.3 65.8 

Malta 70.3 67.2 67.6 69.3 65.8 74.8 72.5 71.7 72.3 72.7 

Netherlands 79.0 79.8 79.8 79.1 77.4 77.4 78.7 79.9 80.9 80.9 

Poland 62.3 60.1 57.8 56.7 56.2 56.7 58.3 61.0 63.3 62.7 

Portugal 64.2 63.7 65.6 63.8 62.6 63.1 64.5 64.8 65.8 66.3 

Romania 68.2 67.7 64.3 65.1 66.2 63.8 64.9 63.9 63.5 62.2 

Slovenia 69.5 69.3 69.5 67.5 70.7 69.8 69.7 70.8 72.0 70.0 

Slovakia 65.2 65.1 65.0 66.7 66.2 66.4 67.5 69.0 70.1 67.1 

Spain 54.9 56.4 58.3 60.1 62.0 65.8 67.7 68.2 67.4 62.6 

Sweden 77.5 79.8 79.6 79.1 78.1 78.6 79.9 81.4 81.6 78.7 

UK 78.3 78.2 78.2 78.1 77.2 77.1 76.9 76.7 75.1 72.4 

Source: Eurostat. 
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Table 124: Employment rate by highest level of education attained (ISCED 5-6) 

Country 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 

EU 27 82.4 82.8 82.6 82.6 82.6 82.7 83.2 83.8 83.9 82.9 

Austria 85.8 86.2 84.9 84.4 81.4 84.2 85.5 86.5 86.1 86.1 

Belgium 85.4 83.6 82.8 82.3 83.1 82.8 82.4 83.7 83.0 81.9 

Bulgaria 77.4 75.2 75.7 77.3 79.2 80.3 82.1 84.6 86.1 85.5 

Cyprus 85.6 88.2 87.3 87.8 88.0 85.0 85.6 86.5 86.5 84.8 

Czech Republic 85.1 86.8 86.3 85.7 85.6 84.6 83.9 84.0 83.2 82.0 

Denmark 88.2 86.9 86.6 84.8 86.3 86.2 87.1 87.6 88.8 87.3 

Estonia 82.7 77.3 80.1 79.8 78.9 83.9 86.9 86.8 85.2 82.1 

Finland 84.0 85.5 85.5 84.9 84.4 84.2 85.0 85.1 85.6 84.4 

France 78.7 79.5 79.2 79.3 78.6 78.3 78.5 79.3 80.9 80.0 

Germany 83.0 83.2 83.0 82.9 82.6 83.4 84.7 86.0 86.4 87.0 

Greece 80.6 79.5 80.6 81.1 81.2 81.0 82.2 81.9 82.1 81.6 

Hungary 82.0 82.4 81.8 82.4 82.2 82.5 81.2 80.0 79.5 78.1 

Ireland 86.5 85.8 84.9 85.0 84.9 85.5 85.3 85.6 84.4 80.7 

Italy 81.0 81.4 81.8 81.2 81.5 78.5 78.2 77.7 78.5 77.0 

Latvia 79.6 82.5 80.7 80.1 83.7 84.6 86.9 86.9 86.9 82.3 

Lithuania 79.3 84.0 82.3 84.6 84.1 86.3 87.8 88.1 87.7 85.9 

Luxembourg 80.3 83.7 83.6 80.0 81.9 82.5 84.3 83.4 83.6 83.8 

Malta 85.5 86.2 84.4 84.1 86.1 82.6 81.9 85.1 85.6 83.4 

Netherlands 86.2 86.8 86.8 85.8 85.4 85.4 86.2 87.5 87.9 87.6 

Poland 83.8 83.0 82.4 81.4 80.2 81.1 81.7 82.8 83.7 83.7 

Portugal 89.8 89.9 88.7 87.0 87.2 85.6 84.5 84.2 84.7 84.3 

Romania 83.9 82.6 82.0 81.5 85.2 84.0 86.1 85.8 85.7 84.1 

Slovenia 85.8 85.7 86.4 85.2 86.8 86.6 87.8 87.5 87.5 88.1 

Slovakia 84.9 85.8 85.8 86.6 82.3 83.2 83.9 83.1 83.8 80.3 

Spain 75.1 76.8 77.3 78.2 79.1 80.1 81.3 82.5 81.7 79.0 

Sweden 82.7 86.3 86.2 85.9 85.3 86.0 86.2 87.6 88.1 87.0 

UK 87.4 87.8 87.3 87.4 87.4 87.4 87.3 87.2 85.3 84.2 

Source: Eurostat. 
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ANNEX 3 –  RESPONSES TO THE MULTIPLE CHOICE 
QUESTIONS 

 
Figure 30:  The views of interviewees on the level of political commitment to the 

problem of early school leaving 
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Source: Stakeholder interviews: based on answers from 60 interviewees 

 
 
 
 
Figure 31:  The views of interviewees on the coherence of early school leaving 

policies 
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Source: Stakeholder interviews: based on answers from 58 interviewees 
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Figure 32:  The views of interviewees on the impact of the financial crisis on early 
school leaving policies  
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Source: Stakeholder interviews: based on answers from 51 interviewees 

 
 
 
 
 
 
Figure 33:  The views of interviewees on whether young people’s opinions and 

views are taken into consideration in the design and implementation 
of early school leaving policies 
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Source: Stakeholder interviews, based on answers from 54 interviewees 

 



Reducing Early School Leaving in the EU 
____________________________________________________________________________________________ 

 211 

Figure 34:  The views of interviewees on the extent to which early school leaving 
polices based on solid evidence from research and evaluation 
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Source: Stakeholder interviews: based on answers from 56 interviewees 

 
 
 
Figure 35:  The views of interviewees on the impact of the 10 % target on early 

school leaving policies and priorities in their country 
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Source: Stakeholder interviews: based on answers from 56 interviewees  
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ANNEX 4 – BROAD ESL POLICY FRAMEWORK IN THE CASE 

STUDY COUNTRIES 
 

Country Policy framework 

Finland 

There is no single framework policy on ESL. The issue is primarily addressed 
through an inter-agency working group on lifelong guidance, policies concerning 
compulsory and upper secondary education and the new youth law 
(nuorisolaki), which was reformed in 2010. Subsequently it became compulsory 
for municipalities or groups of municipalities to address issues relating to 
disadvantaged youth through multi-stakeholder working groups. It also became 
compulsory for municipalities to monitor school attendance and conduct 
outreach work with disadvantaged youth as a way of supporting their 
reintegration back into education or employment. Strategies and programmes 
concerning compulsory and upper secondary education also influence the ESL 
agenda. 

France 

In practice, there is still no single policy framework on ESL that would include 
all relevant programmes and policies, despite the launch of an action plan to 
tackle ESL. This issue is addressed through a number of individual programmes 
and policies which have different (geographical) scopes and objectives, funding 
sources, degrees of visibility, etc.  

Greece 

There is no single policy framework on ESL. Instead, the ESL agenda is being 
taken forward within the ESF Operational Programme ‘Education and Life-long 
Learning’ 2007-2013, where three axes are devoted to ‘upgrading the quality of 
education and promotion of social inclusion’ in each Greek region. The 
programme encourages access to and participation in the educational system 
for all individuals and aims to combat ESL.  
 
However, within this Operational Programme, there are also targeted sub-
programmes for specific groups (e.g. Roma, children from the Muslim minority 
of Thrace) as well as for specific disadvantaged areas which are selected due to 
their low educational indicators as ‘zones of educational priority’.   

Ireland 

Generic strategic frameworks in Ireland, such as the national social partnership 
agreement ‘Towards 2016’, the National Development Plan 2007-2013, the 
National Action Plan for Social Inclusion 2007-2016 and the National Skills 
Strategy, cover a range of policy areas but also contain important goals 
regarding early school leavers. 
 
The ‘Delivering Equality of Opportunity in Schools’ (DEIS) programme provides 
additional funding to schools which are identified according to certain criteria as 
being ‘disadvantaged’. The schools then decide for themselves how the funding 
should be used to support children and young people facing educational 
disadvantage, which includes measures to tackle school drop-out. 
 
There is also a number of projects / programmes (most notably the School 
Completion Programme, the Home School Community Liaison programme and 
Youthreach) which aim to prevent ESL and to reintegrate those who have 
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already dropped out. 

Lithuania 

The Law on Education includes a number of references to school participation 
and attendance.  
 
Within the National Strategy on Education, key objectives to be achieved by 
2012 include: at least 95 % of children to complete a basic education 
programme and at least 95 % of children who have completed a basic 
education programme to continue to secondary school, or acquire secondary 
education and a vocational qualification.  
 
There are also specific programmes which address the issue of ESL, such as the 
‘Back to School Programme 2010-2012’ (Mokyklos nelankančių vaikų 
sugrąžinimo į mokyklas programa), which has as an overall aim to reduce 
truancy and / or school avoidance. 

The 
Netherlands 

There is a specific ESL policy framework in place, which is steered by a team of 
ministries, with the ministry of education having been charged with the 
responsibility for coordination. The framework is called the ‘Drive to reduce 
dropout rates’ (Aanval op schooluitval). It encourages the development of 
programmes at a local level, by schools and municipalities that aim to prevent 
ESL. It is based on the rationale that programmes to tackle ESL should be 
developed at a local level because schools and municipalities have a clearer 
idea of the situation in their area and can target particular problem schools. 

Poland 
There is no comprehensive framework policy/strategy to tackle ESL; the issue is 
addressed by many other policies. 

Spain 

The Organic Law 2/2006 on Education (Ley Organica de Educacion, LOE) sets 
out the framework for education policy, including key objectives for reducing 
ESL, and the LOE Implementation plan contains specific proposals to reduce 
and prevent ESL. 
 
Furthermore the National Plan to reduce ESL (Plan para la reducción del 
abandono escolar temprano) was established in 2008 by the Ministry of 
Education, Social Policy and Sport. This plan provides a clear framework for 
policies, strategies and projects that aim to tackle ESL. 

UK 
(England) 

There is a focus on NEETs rather than early school leavers. The ‘Investing in 
Potential’ Strategy sets out how Government, local authorities and other 
partners can work together effectively to support young people during their 
crucial formative years, reducing the proportion of young people who are NEET 
and helping to prepare for the raising of the participation age.  
 
The ‘September Guarantee’ aims to ensure that each and every student upon 
leaving school at 16 has an offer of a study place for the following academic 
year. In addition, the Participation Age is being increased (to 17 by 2013 and 
18 by 2015). 

 
 
 
 



Reducing Early School Leaving in the EU 
____________________________________________________________________________________________ 

 215 

ANNEX 5 – EXAMPLES OF PREVENTIVE POLICIES IN THE 
MEMBER STATES 

 
Please note that this internal working document, which was used to 
inform the analysis for the main final report of this study, may include 
some text that has been copied directly from other sources. Please see 
sources indicated for each individual example for further information.
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TARGETED PREVENTIVE POLICIES AND MEASURES 
 

Positive discrimination / area based strategies 

Delivering Equality 
of Opportunity in 
Schools (DEIS), 
Ireland 

The current ‘Delivering Equality of Opportunity in Schools’ (DEIS) programme 
brought together a range of separate schemes to tackle educational 
disadvantage. The previous range of measures included the ‘Scheme of 
Assistance to schools serving disadvantaged populations’, ‘Breaking the Cycle’ 
and ‘Giving Children and Even Break’.  
 
The DEIS programme was designed to address three main criticisms of the 
previous schemes: 

 Provision was streamlined in response to criticisms that existing 
schemes were ‘fragmented’;  

 A new procedure for selecting schools to be supported by the scheme 
was devised, in response to criticism of the previous criteria for 
targeting schools;  

 The programme emphasises professional development opportunities to 
support specific literacy and numeracy interventions (e.g. Reading 
Recovery and Maths Recovery).  
 

The DEIS action plan covers around 878 schools at both primary and post-
primary level, and around 22 % of the school population. It introduced a new 
process to identify the young people who are most in need, looking at issues 
such as whether the children are living in local authority / social housing, 
whether their parents are in possession of a medical card, if there are a large 
number of children in the family, etc. There is a scale of disadvantage - 200 
schools fall within ‘Urban Band 1’ which is the most disadvantaged grouping. 
Measures introduced as part of DEIS include: 

 Reduced pupil – teacher ratios, 

 Grants, e.g. money for school books, 

 Enhanced guidance counselling, 

 Access to literacy and numeracy supports, 

 Access to Home School Community Liaison (a teacher who goes out 
into the community and engages with the salient adult in the child’s 
life), 

 Access to the School Completion Programme (SCP) – a number of 
different projects and interventions, aiming to ensure second level 
completion,  

 Access to the Junior Certificate School Programme (JCSP) and Leaving 
Certificate Applied (LCA), 

 School library support. 
The DEIS programme has evolved over time and schools are now required to 
have a school plan for how to use the funds prioritising literacy and numeracy. 
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The plan is reviewed by the Department and the Inspectorate. The plan is 
growing in importance as an evaluation by the Inspectorate of DEIS 
highlighted that poor planning (or no planning) was a factor where the 
outcome of DEIS support was poor. 
   
DEIS funds can be used very creatively to respond to the needs in a particular 
school. This has several benefits: schools are not constrained in what they can 
do and it increases the professional skills of teachers in terms of having to 
make judgements about what is appropriate for their pupils.  
 
Sources: Smyth, E. and McCoy, S. (2009) Investing in Education: Combating Educational 

Disadvantage 

Stakeholder interviews 

Zones of 
Educational 
Priority, Greece 

 

A recent integrated area based policy has been announced by the Ministry of 
Employment in September 2009. The initiative is entitled ‘Zones of Educational 
Priority’ (ZEP) and it entails interventions to combat social inequalities in 
selected areas that show unfavourable educational indicators, high ESL rates 
being among those indicators together with low educational level of the 
population and the presence of relatively large numbers of students from 
disadvantaged groups. These ZEPs will be co-funded with EU funds, under the 
Operational Programme Education and Lifelong Learning (OP LLL) and they 
constitute an innovation in the framework of the New School initiatives. The 
key objectives of the ZEP initiative are to eliminate educational inequalities 
and to facilitate access and integration of students from different social and 
cultural backgrounds in the educational system. The establishment of these 
zones is based on the logic of positive discrimination in order to help students 
overcome the educational barriers that they face for economic, social and 
cultural reasons.  
 
The interventions include: the creation of support teaching to improve school 
performance of students in areas with local educational problems, special 
reception classes, classes with reinforced teaching for students with special 
needs, as well as classes for teaching the mother tongue of the country of 
origin of students. Moreover, the ZEP initiative foresees the creation of schools 
in detoxification centres for young drug abusers so that young people that 
have dependency problems can be supported, via special courses, to complete 
compulsory education which they have very often interrupted, aiming to assist 
them in their social integration. 
 
Another recent initiative launched in 2010 and also co-funded under the EU OP 
LLL is entitled ‘education of Roma children’. This measure aims to facilitate the 
access of Roma children to pre-school education and for their timely 
registration to primary school, familiarising them with the school environment 
and encouraging them to remain in school at least for the length of 
compulsory education. This is intended to be achieved by training school 
teachers, social workers and psychologists specifically on the needs of the 
programme. The measure will be implemented in localities throughout Greece 
between the end of 2010 and 2013 and each local project will be adapted to 
the specific characteristics of the local Roma settlement.   
Source: www.edulll.gr 
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Action plans in 
areas with high 
rates of ESL, Spain 
 

The National Action Plan to reduce early school leaving states that the 
educational authorities should implement special action plans in areas with 
high rates of early school leaving. These areas are identified as those with 
large immigrant or Roma populations and economically deprived areas. 
Furthermore measures and preventative programmes should be developed 
that are directed at those students who experience difficulties in compulsory 
education. 
 
In addition, the Action Plan 2010-2011 again sets out the need to develop 
specific plans in areas with high rates of early school leaving. Programmes that 
aim to tackle early school leaving should use research studies and analysis to 
identify those areas that have high early school leaving rates. This highlights 
the importance of research undertaken in this area.  
 
The Action Plan also states that programmes that target groups of students 
that have been identified as at risk of early school leaving should be 
implemented. These students are identified in the Action Plan as being those 
with a history of truancy and those that experience learning difficulties and 
behavioural problems.  
 
The need to establish measures in schools to identify students at risk of early 
school leaving and the introduction of programmes aimed at improving 
educational success for those students is also stated within the Plan. For 
example through the strengthening of guidance activities and educational 
support and monitoring. Programmes directed at families, students and 
teachers should be introduced in areas with high early school leaving rates. 
The Reinforcement, Guidance and Support Plan (the so-called PROA Plan), 
which includes the Reinforcement and Support Programme for socially and 
educationally disadvantaged schools, aims to improve the running of schools 
and the results obtained, working simultaneously with pupils, families and the 
local environment. The schools draw up an action plan in line with their 
specific needs, and the education authorities provide the funding for the 
implementation of the project. 
 
Sources: Ministerio de Educación, política social y deporte (2008) Plan para la reducción del 
abandono escolar  
Ministerio de Educación (2010) Plan de Acción 2010-2011,  

‘Priority 
education’: 
Ambition to 
Succeed Networks 
(Réseaux ambition 
réussite, RAR) and 
Networks for 
School Success 
(Réseaux de 
réussite scolaire, 
RSR), France 

The Ambition to Succeed Networks (RAR), which have been developed 
gradually since 2006, are a key concept in ensuring ‘priority education’. They 
substitute the still well-known concept of education priority zones created in 
the 1980s (Zones d’Education Prioritaire, ZEP). The networks aim to help 
students who face the greatest difficulties in terms of access to education in 
specific socially and economically deprived areas, with a view to further 
promoting equal opportunities and developing ambition among pupils. 
 
The criteria used to define RAR areas are the percentage of pupils from a 
disadvantaged background, the results in standardised tests during the first 
year of lower secondary school and results in the Diplome National du Brevet 
(DNB) – an exam organised at the end of lower secondary education. All RAR 
except six are located in urban areas.  
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The RAR currently (in 2010-2011) encompass 253 lower secondary schools 
and 1 690 primary schools (5 % of public lower secondary schools and primary 
schools representing 112 500 and 280 000 pupils), These schools benefit from 
additional resources: 

 additional teachers and education assistants – as a result, classes are 
on average smaller in RAR schools; 

 specific support from regional inspectors; 

 bonuses for teachers; 

 adapted pedagogy. 
 
A number of specific measures are implemented or developed in RAR (e.g. 
CLAIR programme, mediators, described below). 
 
The Networks for School Success (RSR) (which covered 823 lower secondary 
schools and 4 859 primary schools during the 2010-2011 academic year) have 
similar objectives but are based in areas where identified problems are less 
acute than in the RAR. They receive similar support to those involved in the 
RAR.  
 
An evaluation of the RAR over the 2006-2010 period has been recently 
published. It highlights mixed results. 

 A reduction in the gaps between RAR and non-RAR schools regarding 
the proportion of pupils who have repeated classes, the levels in maths 
at standardised tests at the end of primary education and results at the 
DNB exam.  

 Stable differences in the performance of pupils in non-RAR schools 
regarding other indicators, such as the levels in French in standardised 
tests at the end of primary education or orientation rates into 
vocational education after lower secondary education. 

 Higher gaps in terms of the levels in French and Maths at the end of 
lower secondary education and orientation rates from the first to 
second year of general upper secondary education. 

 
The report also notes that the social composition of classes in RAR has not 
changed significantly over the period. However, important positive 
developments mentioned by the report include the evolution of pedagogic 
practice, the stimulation of ambition among pupils, the dynamics created by 
the network and the strengthened coordination at the level of the Academies. 
 
Sources: Education Prioritaire 
Ministere de l’education nationale, de la jeunesse et de la vie associative (2010), Bilan national 
des reseaux ambition reussite 

Lower and upper 
secondary schools 
for ambition, 
innovation and 
success (Collèges 
et Lycées pour 

CLAIR was launched at the beginning of the 2010-2011 school year and is 
being trialled in 105 secondary schools. It is likely to be expanded in 2011 
(and could possibly substitute the current RAR scheme presented above). The 
scheme targets students in secondary schools facing acute problems of 
violence and conflictive behaviour.  
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l’ambition, 
l’innovation et la 
Réussite, CLAIR), 
France 

Objectives for participating schools are to improve the learning environment 
and facilitate pupils’ success, strengthen the stability of pedagogic teams and 
promote equal opportunities. To this end, innovations are encouraged 
regarding: 

 pedagogy: e.g. continuity between primary and secondary school, 
multidisciplinary and project-based work, schedule encouraging regular 
practice of sport and cultural activities, activities linked to guidance and 
construction of professional project; 

 discipline (vie scolaire): adoption of common rules, weekly meetings of 
a specific commission, use of educative sanctions, nomination of a 
Prefet (prefect) for studies, better implication of families, etc.; 

 human resources (including recruitment, promotion aspects and 
additional remuneration, training in conflict management and class 
management). 

 
As the scheme is very new it has not been fully evaluated. 
 
Source: Ministry of Education: Le programme Collèges et lycées pour l'innovation, l'ambition et la 
réussite  

Per capita support 
for socially 
disadvantaged and 
Roma students, 
Hungary 

In 2002, the government introduced per-capita financial support to promote 
the integration of socially disadvantaged and Roma students. In order to 
receive the support a school must meet certain conditions. Schools that qualify 
receive HUF 60 000 (EUR 240) annually.   
 
Source: Bogdán et al (2010). A bridge to the future. European policy for vocational education and 
training 2002-10. National policy report – Hungary 2010. Cedefop ReferNet  

Plus Programme, 
Netherlands 

The ‘plus’ programme (Leerplusarrangement VO) in secondary education was 
introduced in 2006. It allocates additional funding to secondary schools in 
deprived areas. Funding is allocated in relation to negative social indicators in 
their surrounding postcode areas. The negative social indicators are the 
threshold-percentages of immigrants (7 %), people living below the poverty 
line (15 %) and people dependent on social benefits (13 %). The aim is to 
provide tailor-made solutions for these schools. For example, improving the 
teaching of the Dutch language and strengthening the network around the 
school. Schools can decide for themselves how they spend the money, though 
they have to consult with the relevant municipal authorities on the matter at 
least once a year. 
 
Shortly after the start of the ‘plus arrangement’ in secondary education a 
negative side effect of the method for choosing the schools emerged. A rich 
school in Amsterdam, with students from wealthy families was receiving a 
large amount of money, because the school was situated in an area where a 
lot of poor people lived. 
 
In terms of the quality of teaching in deprived areas, the best qualified 
teachers may not be available for schools in disadvantaged districts. The 
teaching of pupils at risk should be made more attractive in terms of salary 
and other conditions. The Ministry of education has made provisions for salary 
increases for teachers in disadvantaged areas. 
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In addition, the Plusvoorzieningen ‘plus’ services is a programme that provides 
funding for ‘overburdened’ youth. It is targeted at young people who suffer 
from a variety of personal problems and who as a result are at risk of leaving 
school without basic qualifications. The ‘plus’ services usually consist of 
education programmes, career support and guidance and care services 
provided at the school level. Schools, municipalities and health authorities 
work together to provide these services and they are the joint responsibility of 
the municipalities and schools. 
 
Sources:  Muskens, G. and Peters, D. (2009) Inclusion and Education in European in European 
countries: Final Report: The Netherlands  
Eurydice (2009) Organisation of the education system in the Netherlands 08/09Aanval op school 
uitval: Plusvoorzieningen 

Access to 
education for 
disadvantaged 
groups, Romania 

As part of the Phare programme, the Access to education for disadvantaged 
groups programme was introduced in 2002. This programme delivers 
preventative measures for at-risk groups. These measures focus on pre-school 
and compulsory education. Key objectives of the programme are: 

 to improve pre-school education and encourage early enrolment. This is 
considered to be critical for children’s social and educational 
development; and, 

 To promote success in compulsory education and improve school 
achievements of children from disadvantaged groups.   
 

In order to achieve these objectives, the following activities have been 
delivered: 

 training programmes for teachers in schools with a high Roma 
population. Topics included inclusive education, adapting teaching 
methods to meet the needs of the target group, intercultural education 
and curriculum development; 

 an Open Distance Learning Programme to help prepare qualified 
teachers; 

 a training programme for school mediators in communities with Roma 
populations; 

 extension of school materials to include the objectives of the 
programme – provided to teachers, parents and children; 

 specialist support programmes for children from disadvantaged groups; 

 improving educational attainment in identified communities.  
 

Critical to the implementation of this programme was the collaboration of 
stakeholders such as County School Inspectorates, Teacher Training providers, 
local authorities, community representatives and parents. 
 
The actions within the programme ended in 2007, however good practices 
were continued and mainstreamed in 2008 through the Phare 2005 grant 
scheme. The targets of Phare 2005 were: 

 a 15 % decrease in the school drop-out rate;  
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 a 10 % increase in access to upper secondary education for 
disadvantaged students; 

 a 15 % increase in the integration rate of pupils with special 
educational needs; 

 a 20 % increase in the reintegration rate of early school leavers in 
compulsory education. 

The Phare programme ensured access to education for children from Roma 
backgrounds through actions and programmes that involved teacher training 
and mediation.   
 
Sources: Cedefop (2004) Achieving the Lisbon Goal: The Contribution of Vocational Education and 
Training Systems, Refernet,  
Cedefop (2010) A bridge to the future : European policy for vocational education and training 
2002-2010 : national policy report, Romania, Refernet  
Eurydice (2009) Organisation of the education system in Romania, 2008/2009, European 
Commission 

NEET hotspots, UK Each of the 152 Local Authorities in England has the autonomy to allocate its 
resources accordingly. Regional and local institutions are responsible for 
implementing programmes and provision to suit the needs of their local 
population. This is not referred to as ‘positive discrimination’ but often involves 
ESF/European funded projects and significant input from third sector/youth 
voluntary organisations in the most deprived areas.    
 
There was one nationally administered area-based programme called ‘NEET 
hotspots’, which was carried out under the previous administration. Money was 
invested into some of the areas with highest NEET rates. Good practice 
emerging from this programme included:   

 The use of a wide range of data to facilitate planning and monitoring at 
several levels, was a success factor. Subsequently services could 
combine their resources and focus on the problem areas.    

 Local authorities identified areas where unemployment and non-
participation in education and training was deep-rooted. These areas 
became the focus for initiatives and local targets were set for 
improvement. The identification of these areas allowed the authorities 
to allocate their resources according to need.    

 Connexions service data was analysed on a monthly basis in order to 
monitor trends for high-risk groups. Subsequently, trends were 
identified among teenage parents for example and activities could be 
adjusted depending on results.  
 

The current government is also considering the introduction of the ‘Pupil 
Premium’, which would aim to provide additional financial support for poorer 
students and to represent a much more targeted way of allocating resources.  
 
Source: Ofsted (2010) Reducing the numbers of young people not in work, education or training: 
what works and why?  
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Early warning / monitoring / tracking systems 

Etsivä Nuorisotyö, 
Finland 

Since January 2011, municipalities have been legally obliged to recruit youth 
outreach workers (Etsivä Nuorisotyö) whose task is to contact and follow up 
young people who have left the education system before obtaining an upper 
secondary level qualification.  
 
The same law makes it the responsibility of compulsory schools to track the 
progress of their students to upper secondary schools and inform the 
municipality of the students who could not get or did not accept a place at an 
upper secondary level institution. The law also makes it the responsibility of 
upper secondary schools to inform the municipality about young people who 
have dropped out. At the municipality, trained youth outreach workers are 
then in charge of contacting young people and supporting them in their 
transition to education, training or social integration programmes.  
 
The work of youth outreach workers will be guided in the future by local multi-
stakeholder youth working groups, which municipalities have been legally 
obliged to form since January 2011.  
 
For more information: Etsivä Nuorisotyö 

The National 
Information 
System on 
Children’s 
Absenteesim and 
Pupils’ Truancy, 
Lithuania 

A national information system is being developed (the National Information 
System on Children’s Absenteesim and Pupils’ Truancy - Nesimokančių vaikų ir 
mokyklos nelankančių mokinių informacinė sistema). The system is being 
developed under the national Project ‘Returning ESL Back to the Education 
System’ (Iškritusių iš mokyklos mokinių grąžinimas). The system will integrate 
several databases (e.g. national resident register, national pupils register etc.) 
and link them with other information systems and databases enabling tailored 
information on ESL and pupils at risk of ESL to be extracted. The system will 
include student monitoring, tracking and early warning functionalities. It is 
being implemented by the Centre of Information Technologies in Education 
(Švietimo informacinių technologijų centras) and it is currently undergoing 
pilot testing. It is expected to be fully deployed and available to all schools by 
2012. Full implementation of this national information system will completely 
change the way ESL is monitored. Previously, the process was based on 
initiatives undertaken by municipalities at irregular intervals. The new 
approach promises sufficient links between the information / monitoring / 
tracking systems and the delivery of measures to address ESL ‘on the ground’. 
 
For more information: National Centre for Special Needs Education and Psychology  

Extensive student 
monitoring 
databases and e-
tracking portal, 
Netherlands 

As part of the national policy framework for early school leaving in the 
Netherlands an improved student registration system was introduced, offering 
complete, reliable and up-to-date figures nationally, regionally and for each 
municipality and district. This data is mapped to socio-economic data for each 
region, city and district including: demographics, ratio of ‘native Dutch’ citizens 
to ethnic minorities, unemployment rates and social benefits. The new, 
improved system ensures that national authorities have regular and reliable 
information on the level of early school leaving. It also allows them to assess 
the effectiveness of new practices. This registration system is known as the 
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‘Education Number’. As a result of this system there is an abundance of 
information available for the formulation of policy, furthermore good practices 
can be shared between the regions.  
 
Furthermore, a single ‘Digital Absence Portal’ has been created for schools in 
the Netherlands to report all absences. The portal then notifies the relevant 
local authority immediately of the absence. This system is simple for schools to 
operate as it is not necessary to find out which local authority or supervisor 
they are obliged to contact for an individual pupil. In addition, all notifications 
follow a fixed procedure and after notification, the relevant officer treats the 
absence in consultation with the school. The portal makes it easy to report 
absences and subsequently gives schools and instructors more time to react 
and prevent young people from dropping out of school. 
 
In addition to these registration and monitoring tools the ‘School Dropout 
Explorer’ has been created. The Explorer is an interactive tool that provides 
quantitative data on ESL and background information including educational 
programmes, project examples and regional contacts. The Explorer can also 
compare ESL figures between regions or educational institutions and can 
display figures for different school years side by side, subsequently trends in 
ESL are easier to detect and monitor.  
 
Sources: Commission Staff Working Paper (2010) Reducing Early School Leaving, European 
Commission: Brussels 
Cedefop: Nevala, Anne-Mari and Irving, Pat (2010) Guiding at-risk youth through learning to 
work: Lessons from across Europe. Luxembourg: Publications Office of the European Union.  

Client Caseload 
Information 
System (CCIS), UK 

The Connexions service implemented a rigorous tracking system known as the 
Client Caseload Information System (CCIS) which was a vital tool to help local 
authorities identify and support young people identified as NEET. The 
proportion of young people on the database whose activity is not known has 
fallen from 13.6 % in 2003 to 4.6 % in 2009. The 14–19 partnerships analyse 
this data in order to benchmark their performance against neighbours and to 
identify the specific characteristics and needs of their individual young people.  
 
Connexions has further strengthened the tracking system by introducing an 
expectation that learning providers will notify Connexions services as soon as a 
young person leaves post-16 learning so that they can receive the support 
they need as early as possible. 
 
Interviewees also referred to early warning system work being done in Local 
Authorities like Medway, East Sussex and other localities. They have gathered 
together a series of ‘at risk’ NEET indicators which aim to identify 
characteristics of these young people and understand who is most likely to be 
at risk. 
 
For example, the East Sussex local authority has an early identification 
strategy – and has been developing a ‘risk of NEET indicator’ (see below), 
which has a range of measures on a database which are highlighted to indicate 
the risk of a student not progressing post-16. It uses 11 measures and if three 
or four of these measures are highlighted, then discussions are held and 
support put in place as necessary.  
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The Risk of NEET Indicator (RONI) tool uses the following risk factors: 

 attendance (less than 85 %), 

 English as an additional language (EAL), 

 exclusions,  

 free School meals,  

 attainment results,  

 looked after children,  

 special Educational Needs,  

 Traveller children, 

 medical Conditions (if it affects learning / attendance). 
 

Secondary schools use the facility to compile reports for a year group or for an 
individual tutor group. Subsequently, data is set out in bar charts to enable at-
risk groups to be identified quickly and easily. Generally, students with four or 
more indicators are viewed as being at a high risk of becoming NEET. 
 
The tool is used by school staff to identify students at risk of becoming NEET 
and to ensure that support is provided to avoid this. This support could be 
provided by internal school staff, a Connexions Personal Adviser or an external 
agency. 
 
Sources: DCSF, DWP, BIS (2009) Investing in Potential, our Strategy to increase the proportion of 
16-24 year olds in education, employment or training. 
 
CZONE, East Sussex: Risk of NEET Indicator   
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Tackling truancy / absenteeism 

Project against 
truancy (Projekt 
gegen 
Schulschwänzen, 
ProgeSs), 
Niedersachsen, 
Germany 

Between May 2002 and December 2004, 78 pilot schools and 65 control-group 
schools took part in the ‘Project against truancy’ coordinated by the 
Niedersachsen crime prevention council (Landespräventionsrat). The project 
involved three main activities. Firstly, educational contracts were agreed with 
parents that they would send their children to school regularly, as well as 
staying within contact (telephone numbers of the parents and school were 
exchanged) and informing the school/parents on the same day of truancy. 
  
The second level of the project was cooperation between schools and social 
services. ‘Help teams’ were set up, made up of teachers, school psychologists, 
school doctors and other experts, coordinated by the social services. In 
addition, social services named an individual contact person for each school, 
who would be available at short notice. Their role was to carry out an 
individual assessment of difficult cases of school absenteeism, to give personal 
advice and organise referrals.  
   
The third aspect of the project was that specially trained police officers carried 
out targeted controls of typical youth meeting places such as shopping 
centres, pubs, train stations and amusement arcades. If it seems that the 
pupil is not authorised to be out of school, the pupil should be requested to 
return to school immediately and the school informed. For educational and 
practical reasons it was explicitly decided that the police would not drive pupils 
back to school or collect them from their home.  
 
The aim of the project was to reduce truancy through increased cooperation 
between parents, schools and external partners. With increased cooperation 
truancy is recognised earlier and can be addressed. It was also expected that 
these measures would reduce short-term youth delinquency. Increased school 
attendance goes hand in hand with increased social control and a reduction in 
the opportunities to misbehave outside school. 
 
An evaluation of the project carried out by Hamburg University showed that 
the central aims of the project were met. The level of school truancy was 
reduced. According to teachers, the level of pupils who were absent from 
school unauthorised for five or more days in half a year decreased from 18.4 
% to 10.2 % in the pilot schools and from 7.5 % to 5.7 % in the control 
schools (in both groups there was a reduction, which indicates that in addition 
to the school-based measures of the pilot other measures at the local level had 
an effect).  
 
Significant and clear crime prevention effects were found in relation to shop 
lifting. It was not expected that crime prevention effects in more serious 
crimes would occur so soon, after only six months.  
 
Negative side-effects of the project such as a significant increase in class 
disruptions or school violence were not found. However, with the reduction in 
truancy a low, statistically insignificant increase in violent incidents in the 
school was unmistakeable. This can be explained through ‘at risk’ youth who 
previously skipped class attending school. This finding suggests that an 
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extension of this project across the region needs to be accompanied with 
increased attention to the prevention of violence in schools.  
Due to the tensions between schools and youth welfare services, the 
development and implementation of ‘help teams’ and creating cooperative 
relationships should be facilitated by a ‘go-between’. For example a stronger 
involvement of school social workers as coordinators would be a positive step, 
as they possess knowledge of both schools and social services. 
 
Source: Brettfeld, K., Enzmann, D., Trunk, D., Wetzels, P. (2005) Das Modellprojekt gegen 
Schulschwänzen (ProgeSs) in Niedersachsen: Ergebnisse der Evaluation. (The pilot project against 
school truancy (ProgeSs) in Niedersachsen: Results of the Evaluation). University of Hamburg.  

Dealing with 
absenteeism, 
Greece 

The practices used by schools to tackle absenteeism are based on contacting 
parents and following up on absentees.  
 
For primary education, the Presidential Decree 201 of 1998 requires that the 
class teacher keeps a record of children’s absences and that there is 
communication on the matter between the school and the family. If a child is 
absent from school without justification for over half of an academic year, then 
the school principal is entitled to ask the police and/or local authorities to 
search for the child. If the search bears no results, the absence is reported to 
the educational department of the region which then searches for the child in 
all the schools of the region and then in schools throughout Greece via the 
Ministry. School principals are entitled to send warnings to the parents of 
children that are not attending school and the District Attorney is also entitled 
to be called upon to liaise with the parents of such children (however several 
interviewees pointed out that the situation rarely reaches the District 
Attorney).  
 
In secondary education, absences are again monitored, 50 hours of unjustified 
absences and 50 hours of justified absences are allowed. If a student starts 
approaching the limit of allowed unjustified absences, his/her parents are 
contacted to be warned of the situation and to discuss the cause of such 
absences. 

Local projects to 
tackle truancy, 
Spain 

In the Autonomous Community of Galicia, in the municipality of Verín, the 
‘Project to prevent truancy and early school leaving’ was introduced to improve 
the performance of students in compulsory secondary education, particularly 
those students that have experienced learning difficulties. The project has 
produced encouraging results. Several activities have been introduced under 
the project: 

 actions to prevent truancy; 

 actions aimed to improve counselling and guidance for those 
who have left school;  

 actions aimed at strengthening education;  

 actions aimed at reconciling work and family life to prevent 
school leaving; 

 actions aimed at families.  
In terms of truancy, the Municipal Plan Against Truancy (Plan Municipal contra 
el Absentismo Escolar La Disposición Adicional Décimoquinta de la Ley 
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Orgánica 2/2006) seeks to involve parents and guardians, students and the 
general public in order to raise awareness of the seriousness of the problems 
caused by truancy. The next stage under this project for 2011 will be the 
creation of a Truancy Committee to monitor truancy within schools. 
 
Furthermore one of the key factors in the fight against truancy is the role of 
the local police in monitoring the frequency of truancy. Subsequently it is 
necessary that the local police who are involved are trained in this area and 
have the knowledge of how to deal with a student encountered out of school 
during school hours. The next step for 2011 is to disseminate experiences 
through training and the creation of a group of officers who are specialists in 
this area.  
 
Another innovative measure introduced in 2010 (which is yet to be evaluated) 
is the appointment of a ‘monitor’ in schools who will contact the police to 
report students who are not attending school. Furthermore the monitor 
informs parents and teachers of those children who are missing school.  
 
In the autonomous community of Murcia it has been noted that absenteeism 
and drop-out rates have been getting worse in recent years. Subsequently the 
Social Services Centre of the City of Molina de Segura addressed this problem 
by introducing the Municipal School Truancy Programme.  
 
The Municipal School Truancy Programme covers the school population aged 
between 6 and 16 with problems of truancy and those who may be at risk of 
leaving the educational system early. Furthermore the programme also targets 
the parents and families of those students who have been ‘playing truant’. 
According to the definitions used within the programme, a secondary school 
student is considered to be a truant when they are absent for more than 
twenty school sessions a month, at primary level a truant is defined as a 
student who misses more than five days in a month.  

The objectives of the programme are:  

 to reduce absenteeism and dropout rates in the locality; 

 to prevent situations that may cause or result in truancy; 

 to offer families resources to facilitate school attendance; 

 to promote alternative leisure time activities to truants; 

 to promote the participation and integration of young people in 
vocational training who have left compulsory education. 

The actions that aim to prevent absenteeism and reduce early school leaving 
rates are aimed at primary and secondary students and comprise three distinct 
activities: 

 extra-curricular workshops – these have currently been suspended due 
to the economic situation, 

 occupational classes, 

 municipal Services for the prevention of school absenteeism. 
The occupational classes are an innovative example of encouraging students to 
participate in education and attend school. They are aimed at young people 
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aged 15 years old who are classed as truants or those students who are 
experiencing problems in traditional classes. The classes take place during 
school hours and each class has up to 15 students. They follow the ESO 
curriculum but this will be adapted to individual educational abilities, needs 
and interests and will have a practical focus. The specific objectives of the 
classes are:  

 to encourage interaction between students and to teach basic social 
skills; 

 to promote mature behaviour; 

 to reduce aggression; 

 to encourage students to attend class; 

 to teach basic skills and knowledge. 
Within these classes the curriculum is organised into three areas: practical 
activities, linguistic and social activities and scientific and mathematical 
activities. In addition students partake in two hours of physical education, one 
hour of religious studies or alternative activities and they receive two hours of 
tutoring and three hours of other activities. The occupational classroom 
intervention is coordinated and agreed by all stakeholders involved, including 
the families of students.  
 
The most important educational measures undertaken are considered to be the 
tutoring that the students receive. During these sessions the activities 
undertaken by the student over the past week are evaluated and proposals 
and aims are drawn up for the following week. Communication skills are 
worked on in these sessions and they encourage good habits from students. 
Another key element of these classes is the involvement of the family. Regular 
interviews are conducted with parents as well as telephone contact and letters 
notifying the family of truancy and keeping them informed of the activities that 
are undertaken in the classes. 
 
The ultimate aim of these occupational classes is the reintegration of 
participants in the education system, for example into PCPI classes or ESO 
classes.  
 
In the secondary school, IES Senda Galiana, a school failure rate of 30 % was 
noted in the last years of ESO. It was thought that amongst the student body 
there was a general lack of motivation, low self esteem and little effort 
towards studies. This led to a problem of truancy within the school and a 
breakdown in communication between the school and parents. Subsequently 
the school began to use text messaging to contact parents immediately when 
their child was absent from school. This resulted in reduced levels of 
absenteeism.   
 
Sources: Ayuntamiento de Verín (Ourense) El Absentismo escolar y el abandono temprano de los 
estudios, antesala del retorno educativo para la educación de, adultos  
Ayuntamiento de Molina Centro de Servicios Sociales, Acciones Dirigidas a Prevenir y Paliar el 
Absentismo y Abandono Escolar 
Equipo docente del IES Senda Galiana, Plan de motivación y seguimiento del alumnado con riesgo 
de abandono escolar en el IES Senda Galiana 
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Mentoring programmes 

RISE CPH (Rise 
and follow your 
dreams) social 
mentoring 
programme, 
Denmark 

The RISE CPH (rise and follow your dreams) programme works with young 
people from the sixth to ninth years of school. Its purpose is to ensure that all 
young people enrol and complete a youth education programme.  
 
In general, mentoring consists of a group of three mentors who work with one 
class. The mentors are aged 20-28 years of age and are all in the process of 
completing or have completed their education. Each mentor has 20 minutes to 
talk to the class and to share their personal experiences with the group. The 
stories tend to concentrate on how the mentors have overcome barriers that 
they have faced in the past. These problems may be relevant to students in 
the class and will therefore help them with their own problems. For example a 
mentor may explain how they were involved with a group of friends who did 
not take education seriously and how they overcame the peer pressure and 
succeeded in their education. The stories are interesting for young people as 
they give them ideas of how to deal with similar issues and difficulties they 
may be experiencing in their own lives. 
The students also have the opportunity to ask questions after they have heard 
the stories. They are able to write their questions down and drop them into a 
hat; this approach generates more questions from students as not all young 
people will feel confident in asking their question in front of the whole class. 
The questions are discussed by the group.  
 
The mentoring sessions can run on a one-off basis or mentors may return to 
the school every few weeks or once a term for example. The frequency of the 
mentoring sessions depends on the needs of the students and the availability 
of the mentors. In addition to working with students mentors also work with 
teachers.  
 
Furthermore, different methods of communicating with students have been 
developed. Mentors have introduced new ways of engaging with young people. 
For example one mentor developed and runs a rap music workshop.  
 
The mentors also attend educational and careers fairs where they talk to 
young people about their ideas for the future and the opportunities that are 
available to them. Involving mentors at these formal events is a good way of 
engaging young people as they may be too nervous to talk to the adults who 
are present. By having other young people there it may encourage young 
people to access the information available and talk about the opportunities 
that may be available to them.     
 
Anecdotal evidence demonstrates that mentors have had a positive impact on 
students. Young people have personally thanked them for sharing their 
experiences with them and have stated that the mentoring has encouraged 
them to pursue education. Teachers have also been pleased with the outcomes 
of the project. This can be seen through the fact that teachers have requested 
further sessions with the mentors. The mentors themselves have seen 
students progress and during the sessions mentors have seen that students 
are talkative and think about the educational opportunities that are available 
to them.  
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Mentors are of all nationalities to demonstrate that anyone from any 
background can experience problems in education and can subsequently 
overcome these.  
 
Sources: Cedefop (2010), Guiding at-risk youth through learning to work: Lessons from across 
Europe. Luxembourg: Publications Office of the European Union.     
Rise CPH 

Mentoring, Finland In Finland, mentoring is widespread in upper secondary schools; the goal is to 
ensure that students have someone (a peer) to rely on / support them during 
their first year at a new school. Today, around half of all upper secondary 
schools of general education orientation have such an arrangement in place.  
 
Mentors are trained, older students from the same school. They carry out the 
role as unpaid volunteers. The mentoring scheme, associated training and 
manuals have been designed and implemented in close collaboration with 
student unions representing students of general and vocational upper 
secondary education. 
 
Source: Stakeholder interviews 

Útravaló, 
combined 
mentoring and 
scholarship 
programme, 
Hungary 

Combined mentoring and scholarship programmes have been successfully 
used to support Roma groups for a number of years. The first was introduced 
by the Soros Foundation in the late 1990s. It offered scholarships to secondary 
level students, mentoring support, summer camps and networking events. 
This project ended in 2005.  
 
Building on the success of the Soros Foundation project, the Budapest City 
Council decided to fund a similar project in the greater Budapest region 
targeting children from disadvantaged backgrounds. The project is still running 
and benefits some 250 students and 80 teachers each year. 
 
The Hungarian government decided to mainstream the practice of combining 
scholarship and mentoring activity in 2005. As a result, the Útravaló 
programme was introduced. Its aim is to support young people from 
disadvantaged backgrounds. The annual budget is approximately HUF 2 billion 
(nearly EUR 8 million). The programme consists of three sub-programmes: 
Road to secondary school (Út a középiskolába), Road to the secondary school 
leaving exam (Út az érettségihez) and Road to vocation (Út a szakmához). 
There are three eligible student groups: 

 Students in grades seven and eight get help to complete their 
homework. Tutors provide support in one-to-one or group sessions to 
help students understand how to solve problems that may cause 
difficulties.   

 Students in grade 12 also receive help with their homework and career 
advice from mentors. They help students to increase self-awareness 
and to consider different career options that may be available to them.   

 Students in vocational education and training establishments receive 
help from mentors. They receive help to complete their homework, 
career guidance and support in finding a work placement. Mentors help 
young people to identify companies and organisations where they 
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would be able to undertake a placement.  
 

Students and their mentor teachers/trainers can apply in pairs for a monthly 
allowance. The amount is HUF 4 000 (EUR 16) for students and mentors alike. 
Contracts are drawn up with the primary or vocational schools but not with the 
students/parents or mentor teachers. In 2005, 20 045 students in 1 675 
schools participated in the programme. They were supported by nearly 8 000 
mentors.  
 
Source: Cedefop (2010) Guiding at-risk youth through learning to work: Lessons from across 
Europe. Luxembourg: Publications Office of the European Union, 2010. 

Peer support 
programme, the 
Netherlands 

The peer support programme was established in 2003 in the region of South 
Holland (Holland Zuid) under the Aanval op schooluitval programme. The 
programme consists of a network of peer leaders, coaches, mentors and 
mediators who provide guidance and support for students who may not be 
performing well or are experiencing problems inside and out of school.  
 
The peer leader acts as a host for new students at VMBO schools. The role of 
the peer leader is to make new students feel welcome and help them get used 
to the school. Furthermore they assist the peer tutors, mentors and mediators. 
There are usually two peer leaders per group.  
 
The peer tutor helps students with school work that they may be having 
difficulties with. The tutor helps with homework and preparation for exams and 
with devising study plans and making subject choices. Peer tutors receive 
training in order to carry out their role effectively.  
 
The peer mentor acts as a role model with whom classmates can identify. The 
mentor supports students who may be experiencing worries and anxieties 
related to school. For example, students who are bullied, students with 
disabilities and students who may have problems in their home life. The peer 
mentor may also help with the study plan.  
 
The peer mediator is trained to intervene in conflicts that may arise between 
students. Mediators work in pairs and help to find solutions with the students 
involved. 
 
The peer support programme aims to support students in making choices 
about their study pathway and career choices. Furthermore, the programme 
teaches participants to work together and to care for others. The programme 
can be used for different purposes, for those who are selecting their study 
pathway, for those preparing for an internship, or as a more general 
development tool. The individual school can choose what type of mentoring is 
required for the students.  
 
The peer support programme contributes to the development of pupils. It 
helps students to develop assertiveness and other social and cognitive skills. 
Students who receive mentoring feel safer at school, have support to complete 
their school work and develop more appropriate behaviour. Furthermore the 
student mentors gain valuable leadership experience and learn about 
responsibilities. The project contributes to a safe school environment and 
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encourages students to develop social ties with the school. These outcomes 
can reduce the rate of early school leaving.  
 
Sources: Aanval op schooluitval, Peer Support  
 
Peer support  
 
ECORYS (2009) Goed voorbeeld doet goed volgen  

Connexions 
Personal Advisers, 
UK 

The Connexions ‘Personal Adviser’ system has proved nationally to be an 
extremely effective approach. Some results from an evaluation of the system 
are outlined below: 

 Having a mentor the young people could trust and talk to and, most 
importantly, who would believe in them and see their potential to 
achieve was a key success factor. Participants believed that support 
should be highly personalised and that this was best achieved when 
they had access to the same mentor, such as a youth worker, teacher, 
Connexions adviser or health practitioner, through each stage of 
education. This continuity was particularly important when students 
moved from one provider to another.    

 The Connexions services have been particularly effective where 
individual personal advisers had a specialist focus, such as providing 
targeted support for a particular group of vulnerable people. In some 
areas experienced specialist teams of personal advisers had worked 
with vulnerable groups in their local area for many years. As a result, 
young people developed positive links with their personal advisers. 

 Information about young people leaving school was collected through 
Connexions services. This ensured effective monitoring of their 
subsequent progress. 

 ‘Keep in touch’ (KIT) teams were established in some areas to track 
young people whose education, employment or training status was 
unknown. Initially members of the teams made contact with young 
people through telephone calls, text messages or emails. Good 
communication between the KIT teams and Connexions staff ensured 
that information, for example on young people’s mental health, was 
shared effectively. When young people re-engaged in education or 
training, the KIT team maintained contact with them. This activity 
produced encouraging results for example one team reduced the 
proportion of young people whose education status was ‘unknown’ from 
12 % in 2006 to 2 % in 2009. 
 

Source: Ofsted (2010) Reducing the numbers of young people not in work, education or training: 
what works and why? 

Transition 
mentoring, Derby, 
England 

Transition mentoring is being piloted in Derby. This mentoring supports young 
people to make the transition from year 11 into post-16 education. Students 
are allocated a mentor (via the local pupil referral unit) at Easter time. The 
mentor works with the student until the end of year 11, supporting and 
helping him/her to plan his/her progression route. Then the mentor continues 
working with the student through the summer and into the first term at the 
new education / training provider. This support, which is only offered to fairly 
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small numbers of targeted pupils, provides continuity of support for the 
student.  
  
Source: Connexions, Derbyshire, Managed Learning Transfer Protocol  
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Support for children from minority groups 

School 
desegregation, 
Bulgaria 

School desegregation activities were initiated by Roma grassroots 
organisations in nine towns and one mainstream school in Blagoevgrad. In 
total 3 500 Roma children from Roma-only schools were integrated into 
mainstream schools. The desegregation process included campaigns for Roma 
parents to encourage the enrolment of their children in mainstream schools 
outside Roma neighbourhoods. Furthermore, academic support for Roma 
children who needed to catch up with their peers was provided and extra-
curricular activities involving Roma and non-Roma students were introduced. 
Transportation for Roma students who lived far away from their new schools 
was also provided. Evaluation results revealed that that Roma children in 
integrated schools achieved better results in school education than their peers 
from segregated schools.  
 
Source: Commission Staff Working Paper (2010) Reducing Early School Leaving, European 
Commission: Brussels  

Programme of 
support for the 
integration of the 
Roma community, 
Czech Republic 

In 2002, the Ministry of Education, Youth and Sports announced the 
introduction of a programme to support of the integration of the members of 
the Roma community.  
The programme is structured around a number of thematic areas.  

 Pre-school preparation of Roma children, to ensure that children from 
socio-culturally disadvantaged backgrounds receive adequate care at an 
early stage and to raise the chances of integrating children from Roma 
communities into the main educational stream. 

 Education of pupils from Roma communities at elementary and 
secondary schools. The objective of this thematic area is to contribute 
to the integration of Roma pupils into the main educational stream. 

 To support the further education of pedagogical staff working with 
Roma children in pre-school and elementary education in utilising 
effective methods for the education of Roma children. Furthermore to 
support the education of teacher assistants for socially disadvantaged 
pupils and students.  

 The creation of didactic materials and specialised studies for preparing 
educational programmes, methods and strategies. This thematic area 
aims to support the creation of materials for working with children 
in integrated groups and the preparation of specialised studies dealing 
with the integration of children from Roma communities in the area of 
education. 

 Extracurricular and leisure-time activities for Roma children and youth 
in connection with their educational needs. The objective of this 
thematic area is to support the creation of an offer of leisure activities 
for the given target group and the integration of children and youth 
from Roma communities.  
 

Sources: Cedefop: Nevala, Anne-Mari and Irving, Pat (2010) Guiding at-risk youth through 
learning to work: Lessons from across Europe. Luxembourg: Publications Office of the European 
Union. Ministry of Education, Youth and Sport, Subsidy programme Support of Roma Secondary-
School Pupils 
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Support for 
migrant students 
and students from 
an ethnic minority, 
Denmark 

Non-Danish speaking pupils are offered Danish language classes if it is deemed 
appropriate. The Ministry of Education may also decide that non-Danish 
speaking pupils are offered classes in their mother tongue. Denmark has 
adopted a needs-based approach, where every child’s language needs are 
assessed and support is provided accordingly. All immigrant students undergo 
a language evaluation when they first enter the school system, at age six, or 
when they change school. The aim of this language assessment is to 
determine if and to what extent the student needs language support. To 
support municipalities in this language assessment, the Ministry of Education 
provides testing material to municipalities. 
 
In 1995, the Ministry formally introduced Danish as a Second Language (DSL) 
as a subject in the Folkeskole. The subject is taught to all pupils who are 
considered to need instruction in order to perform at the same level as their 
native peers in other subjects. There is also increasing focus on the integration 
of language and content learning.  
 
Only 51 % of those who start a VET programme are expected to complete it. 
This is much lower than the completion rates in general upper secondary 
education. The situation is further compounded by the fact that only 39 % of 
immigrants and descendants who start VET are expected to complete it. 
Completion rates are greater for immigrant female students at 47 % compared 
to 30 % for male students. 
 
Within the VET sector, a subject called ‘vocational Danish as a second 
language’ has been developed for bilingual students who need to improve their 
Danish language proficiency in order to complete a VET programme. The 
subject is an optional part of VET programmes. Several VET institutions have 
hired DSL teachers or have made arrangements with local language centres to 
provide support for immigrant students. 
 
There are several government initiatives that have focused on immigrant and 
ethnic background students. For example the ‘We need all youngsters’ (Brug 
for alle unge) programme was launched by the Ministry of Refugees, 
Immigration and Integration Affairs in 2002.  
 
The purpose of the programme is to ensure that immigrant students and 
students from an ethnic minority background receive the same opportunities in 
education as other young people. Furthermore the programme aims to ensure 
that more young people from ethnic and immigrant backgrounds complete 
education or training. The programme develops and pilots activities that aim to 
ensure that the target group and their parents are aware of educational 
opportunities and that encourage participation of immigrant students in the 
education system. Activities include: 

 homework cafes; 

 role models with immigrant backgrounds providing information about 
the Danish education system; 

 education and career fairs;  

 recruitment campaigns. 
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Activities are delivered in collaboration with voluntary organisations, the 
Ministry of Education, various educational institutions and municipalities. If the 
activities are successful the initiatives are related to municipalities, educational 
institutions and other stakeholders across the country to ensure the spread of 
good practice.  
 
The results of the programme are generally successful. An evaluation revealed 
that 50 % of participants found the use of role models to be inspiring and 
encouraged them to complete their education. Furthermore between 2003 and 
2006 80 homework cafes were organised and run by approximately 900 
volunteers, who every week helped around 1 600 children and young people. 
Over 8 000 people visited the education and careers fairs, and this has helped 
to inspire 44 % of young people in the target group to enrol in or complete 
education. The programme continued until the end of 2010 and received 
government funding. In 2006 and 2007, the campaign also received funding 
from the European Social Fund for a number of new initiatives. 
 
Sources: Eurydice (2010) Organisation of the education system in Denmark, European 
Commission 
 
OECD (2010) OECD Reviews of Migrant Education, Denmark 
Brug for alle unge 

Desegregation 
policies in Greece 

The desegregation policies that have been developed in Greece to date are 
measures to encourage Roma children to enrol to school and to remain in 
school. However, anecdotal evidence from the interviewees indicates that the 
quota for native Greek children, Roma children and migrant children have not 
been adhered to in ‘intercultural’ schools. Thus these schools either have a 
majority of Roma children and migrant children (i.e. being completely 
segregated) or have very low numbers of students from these groups (hence 
no intercultural mix occurring). As a result, the intended intercultural 
exchanges in intercultural schools never actually materialised in most cases.  
 
This is beginning to change. For instance, the Ministry of Education recently 
(August 2010) issued a circular to all schools emphasising that the integration 
of Roma children in mainstream classes is a priority for the Ministry and 
pointing out that segregation opposes the Greek constitution. The circular 
asked schools not to obstruct the enrolment of Roma children, even if they do 
not have a permanent residency address. The circular also stressed the need 
for schools to coordinate their efforts with all local actors such as medical 
centres, social services and local authorities to ensure that Roma children stay 
in school throughout the school year. 
  
However public opinion is often against desegregation policies. Media reports 
of parents threatening to remove their children from schools where Roma 
children are enrolling are not rare. The most recent such report from February 
2011 is from Lamia, a relatively large city North of Athens, where parents and 
even the mayor have threatened to close a school if Roma children enrol as 
they do not have a permanent residence and are not immunised.  
 
Sources: Ministry of Education circular from 20 August 2010 
TVXS  
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Minority schools, 
Greece 

‘Minority’ schools operate in order to promote equality of education and to 
provide chances for all disadvantaged people, for example to pupils from the 
minority Muslim community in Thrace. Teaching is conducted in Greek and 
Turkish by both Greek and Turkish teachers. There are also two seminaries 
operating in Thrace which are similar to the ecclesiastical Lyceums and provide 
grants for further studies in the Islamic religion. Since 1997, the minority 
schools have, been complemented by the ‘Education for children of the Muslim 
minority of Thrace’ programme, to help integrate Muslim children in 
mainstream schools. This has been achieved by: 

 developing textbooks for teaching Greek as a second language; 

 training teachers in mainstream schools in Thrace to teach Greek as a 
second language.  
 

A number of mobile support centres for the programme (KESPEM) have been 
established throughout Thrace, aiming to sensitise parents, offer them 
psychological support and counselling in order to address problems that may 
be leading to poor school performance and ESL. The support offered to families 
through the mobile centres has been a success factor of the programme. 

Fighting 
discrimination and 
segregation, Spain 

Policies focus on ensuring equal opportunities in education and mutual 
awareness and respect for the cultural diversity that is present in Spanish 
schools.  
 
Some measures focus on learning basic classroom language to enable pupils to 
communicate on the same level. Other measures focus on involving families in 
the education process as a way of ensuring their children receive proper 
schooling and of achieving the full integration of these groups within the 
education system. 
 
There are also a number of other schemes, for example adapting legislation for 
the schooling of ethnic and cultural minorities and those at a socio-educational 
disadvantage, the preparation and dissemination of teaching materials and 
support for teacher training. 
 
Source: Fernandez Enguita (2009) Inclusion and Education in European countries: Final Report: 
Spain  

Programmes to 
support Roma, 
Spain 

Early school leaving is especially high in Spain among disadvantaged groups 
such as the Roma population. In the case of Roma, the Foundation 
Secretariado Gitano is implementing two programmes that aim to prevent 
early school leaving:  

 ‘Promote because continuing is winning’ (Promociona porque continuar 
es ganar) provides support and guidance to children, families and 
teachers in 10 regions, 17 cities and 19 ‘promociona’ classrooms 
covering 223 families, 108 schools and 253 students in 2009/2010 
academic year.  

 The ‘When I grow up I would like to be’ programme aims to raise 
awareness of the value of education with children and families and 
involves public authorities to fight against inequality in education. For 
the campaign, a photo-van (a mobile photography studio) travelled 
across Spain taking pictures of the ‘dreams’ of Roma girls and boys (i.e. 
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being a doctor, a teacher) and their parents.. The message of the 
campaign was that ‘whatever your dream might be, finish secondary 
education’ and ‘Roma with education is Roma with a future’ (1 100 
families participated in the photo-van in 2010, with 1 083 photos taken 
in 14 different cities). 

Support for 
migrants and 
emigrants, 
Lithuania 

Migrants are granted a social integration programme for 12 months (in some 
cases it can be extended by one year). The programme provides a place to 
live, education, support to seek employment, cash benefits, and healthcare 
services. After this time period, migrants are responsible for themselves.  
 
Another aspect of this issue is the design of integration measures for 
Lithuanian children returning to Lithuania together with their parents, who 
have spent some time in another country as economic migrants.  
 
In 2007-2008 around 5.5 % of returning emigrant parents had brought back 
children younger than 18 years of age. In the school year 2007-2008 there 
were around 220 pupils at Lithuanian schools, who had returned to Lithuania 
with their parents after spending time in a foreign country.  
 
The ‘Strategy on Regulation of Economic Migration’ (Ekonominės migracijos 
reguliavimo strategija), which was adopted in April 2007, is focused on the 
issue of Lithuanian economic migration.  
 
Special measures were approved with respect to education of children of 
Lithuanian origin. They support children’s education abroad and integration 
into general and HE schools back in Lithuania.  
 
The following measures are available to emigrants, immigrants or returning 
Lithuanian migrants, in relation to access to education: 

 for pupils who have returned to Lithuania possibilities are created to 
continue education at general schools; additional support is provided to 
fill in the gaps in education; 

 for immigrants and returned Lithuanians, who cannot speak Lithuanian, 
there are possibilities to study the Lithuanian language for one year 
before they continue their studies at general schools; 

 children of Lithuanian origin whose parents live in a foreign country, 
and who seek primary, upper primary, basic or secondary education, 
may attend Vilnius school of general education ‘Lietuvių namai’; 

 those planning to emigrate may choose individual or distance learning.  
 
Sources: Public Policy and Management Institute (2008) Study on the Assessment of Effectiveness 
of the Economic Migration Regulation strategy (“Ekonominės migracijos reguliavimo strategijos 
efektyvumo įvertinimas”)  
 
The Ministry of Education and Science (2010) Lithuanian Education, Only facts  

School Contact 
Centre for Newly 
Arrived Pupils 
(CASNA), 

In September 2005, the Ministry set up the School Contact Centre for Newly 
Arrived Pupils (CASNA), a centralised information and school guidance centre. 
All new arrivals aged between 12 and 18 are evaluated by the CASNA to check 
their profile and their ability to integrate into education or vocational training. 
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Luxembourg  
Different types of classes have been set up for recently arrived pupils:  

 primary school induction classes; 

 technical secondary school induction classes for young people aged 
between 12 and 15;  

 lower technical secondary school integration classes, with a normal 
programme and intensive French or German lessons, if the pupil’s 
French is sufficient;  

 integration classes for young people aged 16 to 17, with intensive 
French lessons; 

 pre-vocational integration classes (from the age of 16).  
 

In addition to CASNA direct support facilities for newly arrived pupils, a major 
effort has been made to provide information to foreign parents. A brochure 
entitled ‘Welcome to Luxembourgish Schools’ has been published in English, 
French and Portuguese. 
 
Intercultural mediators were introduced in schools in Luxembourg in 1999, in 
response to the arrival of a large number of asylum seekers at that time, the 
majority of whom came from the Balkans (intercultural mediators speaking 
Albanian and Serbo-Croat). Although this was intended as a temporary 
measure initially, the demand for intercultural mediation has increased 
continuously and now extends to an increasing number of languages: 
Portuguese, Chinese and Russian. Feedback from teachers, school principals 
and parents confirms the effectiveness of mediation with regard to informing 
parents, facilitating the educational integration of children, resolving 
misunderstandings between parents and schools, etc. In 2006, this measure 
was highlighted in the annual report of the European Observatory against 
Racism and Xenophobia and presented as an example of best practice. 
 
In general, language teaching is an important factor in failure at school. In 
order to try and remedy this problem, the Ministry of National Education and 
Vocational Training has engaged stakeholders in discussions with a view to 
adapting the system of language teaching and learning in Luxembourg since 
Autumn 2004. An Action Plan for the Adaptation of Language Teaching was 
published in March 2007, setting out a series of priorities to make language 
teaching more effective. 
 
Gradual implementation of an ‘Action plan for the realignment of language 
teaching’ began at the start of the 2007-2008 academic year. The plan is 
intended to take account of an increasingly diverse and sensitive linguistic 
situation, which reflects both the fact that immigrants are coming from a wider 
range of countries and the growing complexity of the labour market. The aim 
is to enable every student to develop the broadest possible range of language 
skills. 
 
Young children are integrated into pre-school classes where they learn 
Luxembourgish. Children aged six years or above are integrated into regular 
primary classes where they learn Luxembourgish, German and French. The 
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municipalities offer either a support course (for all academic difficulties), or 
welcoming classes (for newly immigrant pupils). 
 
In the welcoming classes, the choice of languages that are taught as well as 
the order in which they are taught are decided according to the child’s age on 
arrival in Luxembourg, previously acquired skills, the proximity of the mother 
tongue to the language to be learned as well as the individual training project 
elaborated at the time of the admission. 
 
The aim is to allow the child to communicate as soon as possible with those 
who surround him/her and to integrate the child into regular classes at the 
earliest possible point. Beyond the age of 10 years, it is difficult for newly 
arrived pupils to develop the level of skills and knowledge required in the 
second year of the fourth cycle in German and French, and the emphasis is 
then laid on French. 
 
In the early and pre-school level classes that have a high proportion of 
children of Portuguese descent, a Portuguese-speaking person may be called 
upon to collaborate in the class on a regular basis for a certain number of 
hours per week. 
 
Teachers are recommended to organise certain activities which will encourage 
all pupils to be open to different languages. These activities are mainly aimed 
at arousing the pupils’ curiosity with regard to the similarities and differences 
between the various languages; develop their ability to observe, analyse and 
reflect on languages; increase their motivation to learn languages and favour a 
positive attitude towards the linguistic and cultural diversity. The didactical 
material is made available by the Ministry for Education and Vocational 
Training and the centre de documentation et d’animation interculturelles. 
 
Sources: EEO (2010) EEO Review: Youth Measures, 2010, Luxembourg 
Le Governement du Grand- Duche de Luxembourg (2008) National strategy report on social 
protection and social inclusion, European Commission.      
Eurydice (2010) Organisation of the education system in Luxembourg 2009/10, European 
Commission 

National 
Educational 
Integration 
Network, Hungary 

Hungary has a large Roma minority and indicators show that 15 % of Roma 
pupils do not attend school beyond primary level and only 2 % attend higher 
education. ESL and repetition rates are very high. 
 
Many Roma pupils attend segregated schools or segregated streams within 
schools. School segregation is linked to residential segregation, 'white flight' 
and the free choice of school. 
 
In order to change the situation the Ministry, in cooperation with the 
Hungarian Institute of Educational Research and Development and the Roma 
Education Fund, promotes the development of ’integrated education’ through 
grants and technical assistance. Schools benefiting from this programme must 
ensure that their school population reflects the socio-economic balance and 
composition of their district. They take a fixed quota of disadvantaged 
students and foster school quality, for example through extracurricular 
activities. 
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From September 2007 schools also have to prioritise enrolment based on 
residence criteria. EU Structural Funds support additional equity measures and 
Hungarian authorities introduced the condition that projects funded within 
state programmes are required to contribute to the desegregation of the 
school system. 
 
The National Educational Integration Network was established in 2002 by the 
Ministry of Education. Its primary goal has been the promotion of quality 
education for disadvantaged and Roma children in elementary schools, in an 
integrated environment. It launched an integration programme in autumn 
2003 in 45 schools. The programme required education in integrated groups 
and provided complex educational, managerial and financial support.  
 
The 2009 evaluation of the National Educational Integration Network 
integration programme revealed that: 

 Programme schools achieved ethnic integration across classes. Some of 
the control schools achieved a similar degree of integration but many 
maintained significant differences in the ethnic composition of their 
groups. 

 No significant differences were found with respect to the teachers’ 
general competence. However programme schools were more likely to 
engage in student-centred education. Student autonomy was found to 
be higher in the programme schools, both in the lower and the upper 
grades. Group work received significantly more emphasis in the 
programme schools and, was used more in accordance with the 
principles of cooperative learning. Probably as a result, cooperative and 
collaborative relationships among students were more widespread in 
programme schools. 

 Students at programme schools achieved better results on standardised 
reading comprehension tests. Students in programme schools, 
especially Roma students, were more likely to think that they 
themselves were responsible for their destiny as opposed to outside 
forces. Students at programme schools had increased self-esteem, 
regardless of their family background.  

 There was a smaller social distance between non-Roma students and 
Roma students in programme schools than in control schools.  
 

Source: Kézdi, G and Surányi, E (2009). A Successful School Integration Program. An evaluation 
of the Hungarian National Government’s School Integration program 2005-2007. Roma Education 
Fund 

Local Education 
Agenda, 
Netherlands 

The problem of segregated ‘black’ schools and ‘white’ schools became an issue 
in the major cities in the 1990s. There is no national policy tackling ethnic 
school segregation, however in August 2006 the government introduced a new 
policy in cooperation with municipalities and educational authorities, called the 
Local Education Agenda (Lokale Educatieve Agenda, LEA). As part of the 
policy, municipalities and educational authorities were required to make 
binding agreements on measures against ethnic school segregation and hold 
consultations on the issue.  
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In 2008 an evaluation of the LEA policy found that 54 % of municipalities had 
agreements on measures against ethnic school segregation. 
 
Some municipalities have attempted to create socially and economically mixed 
districts to combat ethnic school segregation. However this is difficult to 
achieve. 
 
Another approach was to try to change parents’ perceptions about different 
schools. This was undertaken by municipalities and schools providing 
appropriate information about schools. In the municipality of Zaanstad for 
example meetings with parents were held where information about all schools 
was provided. Parents were not able to register their child at a school before 
attending a meeting. In the municipality of Amersfoort infant welfare centres 
distributed information about the schools within the municipality. Through the 
provision of information, competition between schools was made transparent 
and parents were able to choose a school based on educational reasons rather 
than reasons based on ethnicity and class. Although these measures have not 
been evaluated, it seems that the provision of information did not change the 
choice of parents and the school populations did not change.  
 
At primary education level recruitment zones have been established. Every 
school has a zone and children who live in that area can go to schools in that 
zone. Parents still have a choice of school but this choice is now smaller. 
However it is stated that parents are not happy with this limitation. A further 
measure that has been introduced is the ‘fixed moment of registration’. 
Parents from an ethnic minority background tend to register their children in 
schools later than those students of non-ethnic background. Therefore some 
municipalities and schools introduced a date for school registration, before 
which parents are not able to register their children. However in Zaanstad, this 
measure did not lead to less segregation in schools as schools did not follow 
the regulations. 
 
A new alternative for ethnically segregated schools is the idea of having 
partner schools. For example, schools with high ethnic minority populations 
organise activities with schools that do not have many students from an ethnic 
minority backgrounds. This programme has been applied in Rotterdam but has 
not been evaluated.  
 
Another measure taken was the establishment of the National Knowledge 
Centre of Mixed Schools in 2007. The Ministry of Education made resources 
available for these Centres to circulate information on school segregation. The 
activities include:  

 national, regional and local meetings for municipalities, schools and parents on 
the matter; 

 publishing newsletters and manuals on how to create mixed schools; 
 the launch of a website (www.gemengdescholen.nl), which gives an overview of 

news and background information about school segregation. 
 

As part of this initiative funds are made available to municipalities to develop 
measures to reduce ethnic school segregation.  
Source: Muskens, G. and Peters, D. (2009) Inclusion and Education in European in European 
countries: Final Report: The Netherlands  
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Language classes 
for migrant 
children, 
Netherlands 

Language classes for migrant children are provided within primary education in 
the Netherlands. These are called insertion classes and are a continuation of 
the language classes provided at pre-primary level. Pilot programmes were run 
for these classes during the academic year of 2005/2006. The classes then 
became an established practice. The national aim at this time was to set up 
600 insertion classes, in which at least 9 000 students would participate each 
year.  
 
In 2006 the Newcomers scheme was introduced in secondary education. This 
scheme ensures that schools receive funding to help with the integration of 
immigrant newcomers. Schools are given extra money for every pupil who has 
been in the Netherlands for less than two years and does not have Dutch 
nationality. Schools can decide for themselves how they organise teaching for 
these pupils, for example in separate classes.  
 
Sources: Cedefop (2010) Guiding at-risk youth through learning to work: Lessons from across 
Europe. Luxembourg: Publications Office of the European Union.  
 
Muskens, G. and Peters, D. (2009) Inclusion and Education in European in European countries: 
Final Report : The Netherlands  
 
Eurydice (2009) Organisation of the education system in the Netherlands 08/09 

Support for 
migrant children, 
Poland 

The children of foreigners or migrants can benefit from free compulsory 
education in Poland. Moreover, they can apply for teaching assistants and 
attend additional courses both to learn the Polish language and to make 
progress in other school subjects. 
 
The Ministry of Education also currently runs a programme called ‘Remember 
about school!’ (Pamietaj o szkole) which aims to help Polish children who were 
temporary migrants with their parents in other EU Member States. This 
includes mainly information and assistance for students and their parents. 
Moreover, at the initiative of Polish Ministry of Labour and Social Policy the 
portal www.powroty.gov.pl was launched. It contains useful information for 
Polish emigrants returning to Poland (including information on education) and 
the possibility to participate in online chats with experts on labour law, social 
insurance system and education. 
 
Sources: Stakeholder interview 
Ministry of Education: Pamiętaj o szkole! 

Language support 
for migrant 
children, Romania 

Children from a migrant background, who do not have any knowledge of 
Romanian, have to attend and pass a free language course prior to enrolment 
in compulsory education. The language course lasts for one academic year and 
is funded by local councils. During the course, participants can join in other 
school activities without being formally enrolled.   
 
Source: Eurydice (2009) Organisation of the education system in Romania, 2008/2009, European 
Commission 
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Extra tuition / tutoring and teaching assistants 

Teaching 
assistants, Czech 
Republic 

Teaching assistants perform a number of roles and functions in the Czech 
Republic. They support the integration process of Roma pupils from segregated 
classes into mainstream education, help pupils adjust to the school 
environment and communicate with students, their families and the wider 
community as well as helping teachers with educational activities. In 2003, the 
educational programme, ‘Pedagogics for assistants in school system’, was 
created. The objective was to enable the Roma who work as teaching 
assistants to acquire a secondary pedagogic education at ISCED 2C and ISCED 
3A levels. 
 
Furthermore at schools with a higher number of children and pupils with 
special educational needs, teaching assistants are used to support teachers. 
The assistants help pupils to adjust to the school environment and help 
teachers with educational activities. The head teacher can submit a request to 
employ an assistant to a regional authority.   
 
Furthermore schools with a large number of Roma pupils or pupils from a 
socially disadvantaged background can also hire teaching assistants to support 
students and teachers. 
 
Sources: Cedefop: Nevala, Anne-Mari and Irving, Pat (2010) Guiding at-risk youth through 
learning to work: Lessons from across Europe. Luxembourg: Publications Office of the European 
Union.  
 
Eurydice (2010) Organisation of the education system in the Czech Republic 2009/2010, European 
Commission. 
 
Cedefop (2010) A bridge to the future: European policy for vocational education and training 
2002-2010: national policy report: Czech Republic, Refernet: Czech Republic 

Reading Recovery, 
Ireland 

Reading Recovery is an early intervention measure designed to reduce literacy 
problems. Children who fail to make sufficient progress in reading and writing 
after one year in school are given individualised support through a series of 
specially designed 30-minute lessons which are delivered on a daily basis. 
Before they take part, children are first required to undertake a series of tests 
to identify the gaps in their understanding, knowledge and ability.  
 
Teachers wishing to deliver Reading Recovery must undertake one year of in-
service training.  
 
Source: PDST: Reading Recovery 

Supplementary 
Teaching Support 
programme, 
Greece 

Supplementary Teaching Support is a standalone support scheme providing 
additional tutoring in the main academic subjects at upper secondary level. 
The initiative is primarily aimed at those students who are experiencing 
difficulties in specific classes (both those who are falling behind their peers and 
those who wish to improve their skills) but all students are able to access 
support regardless of their academic performance. The schemes are 
particularly common in schools located in areas with a high concentration of 
low income families. 
 
Students are able to attend additional support classes for a variety of school 
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subjects throughout the school year for up to 12 teaching periods and can also 
choose to attend summer courses when available. These schemes commence 
with the normal school year and end just before the end of the academic year 
or leaving certificate examinations. Each subject is taught for up to four hours 
per week and the teaching period lasts for 45 minutes. Each pupil can attend 
up to 14 hours per week. A full-time teacher is appointed to act as a scheme 
planner and evaluator and is responsible for the coordination, organisation and 
management of the scheme within their individual school unit. The subjects 
can be taught by full-time teachers specifically allocated to the scheme, 
‘stand-in’ teachers from the school or other neighbouring schools, or even 
externally sourced teachers paid by the hour. 
 
The aim is to improve the overall quality of education offered to students and 
to facilitate their entry into higher education or the labour market. 
Furthermore, tailored support has been introduced in areas with a high 
proportion of early school leavers. Since the introduction of the scheme in 
1997/98, more than 230 000 students have benefited. 
 
However, the scheme is now being revised and due to funding problems, the 
future of the supplementary teaching support measure is uncertain. Already 
many such courses are being suppressed, only those in the most 
disadvantaged areas remain active at the moment. 

Extra tuition 
measures, France 

There are a range of extra tuition measures in France. The Ministry of National 
Education has implemented several national initiatives:   

 Extra support for pupils facing difficulties (since 2008) for all pre-
primary and primary school students who need immediate pedagogical 
support. Two hours of support have been added due to the reduction of 
classes on Saturday morning.   

 Summer classes (since 2008) for pupils in the final two years of 
primary school who are facing difficulties.  

 Individualised programmes for success (Programme personnalisé de 
réussite educative, PPRE). PPRE targets primary and lower secondary 
school pupils experiencing difficulties with reading, writing and 
numeracy who are in danger of leaving school without completing an 
upper secondary level qualification. Each student is assigned an 
individualised action plan to help them learn and develop, while taking 
into account their individual circumstances. Within the PPRE the school 
agrees a 'contract' with the pupil and his or her family. This contract 
includes a help and support programme both during and outside school 
hours, and sets out the objectives and the resources attributed to the 
pupil and to his or her family. The objective is to avoid school-year 
repetition or to benefit from an unavoidable repetition. In the Académie 
of Besancon, an evaluation of PPRE in lower secondary schools has 
shown that they last in general between four and six weeks; 90 % of 
PPRE were considered useful regarding pupils’ attitudes; 60 % in terms 
of acquisition of new capacities; but only 40 % were useful for 
acquiring new knowledge. In 55 % of cases the use of PPRE was 
considered to have a positive influence on teachers’ professional habits. 
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 Personalised support (accompagnement personalisé) targets voluntary 
pupils in their first year of upper secondary school/vocational school. It 
involves two hours per week and this also includes orientation 
activities. 
 

Other measures in France address priority education (RAR). After-school 
educational activities (Accompagnement educatif) target pupils from primary 
and lower secondary school who depend on priority education (RAR, RSR 
networks) and primary school pupils in French ultra-peripheral regions. After-
class support is offered four times a week for about two hours to help pupils 
do their homework, to do sport, cultural and artistic activities and to provide 
extra oral practice for foreign languages. Support is delivered by voluntary 
teachers, teaching assistants, pedagogic and linguistic assistants, staff from 
recognised associations, artists, and students. 
 
Another priority education measure is the network of specialised 
accompaniment for pupils facing difficulties (Réseaux d'aides spécialisées aux 
élèves en difficulté, RASED). Target groups are pupils from pre-primary and 
primary schools facing particular pedagogic and adaptation difficulties (e.g. 
delays in the acquisition of language skills; psychomotor problems). 
Specialised support takes place during school hours and can be used at any 
stage of pre-primary and primary education. It is provided by school 
psychologists and specialised teachers who complement the role of teachers 
and contribute to putting in place adapted solutions. Both pedagogic support 
and rehabilitative activities are provided for pupils who have difficulties 
adapting to the school context (with psychological support if needed). Several 
interviewed stakeholders have mentioned that RASED is playing a crucial role 
but that currently the scheme is receiving less and less support (reduction of 
posts for specialised teachers) limiting its capacity to address identified needs. 
 
There are also extra tuition measures implemented through local urban policy. 
The Projects for success in education (Projets de reussite educative, PRE) 
target children from between 2 and 16 years old who are living in urban 
disadvantaged areas (Zones Urbaines Sensibles). PRE assisted 93 581 children 
from 1 361 urban zones in 2009. The scheme focuses on addressing social 
difficulties with an individualised approach. After-class individual support is 
offered which involves cultural, artistic and sporting activities, parent-school 
actions and help in transition from pre-primary to primary and primary-
secondary. The objective is to improve results at schools. 
 
For more information about the RASED programme: Ministry of education: Réseaux d'aides 
spécialisées aux élèves en difficulté (RASED) 

Education Groups 
and Activity 
Groups, Lithuania 

Activity and education groups for children, established as part of the National 
Project ‘Returning ESL Back to Education System’ (Iškritusių iš mokyklos 
mokinių grąžinimas) seems to be a very successful approach for under-
achieving pupils or pupils at risk of dropping out. These groups were 
established on the grounds of research evidence that suggested that early 
school leavers, under-achieving pupils or pupils at risk of dropping out need 
individual learning support to start at their academic level and not at the level 
of school requirements for their age. They also need to be able to adapt and 
socialise as these groups often have a number of problems that need to be 
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solved before learning achievements can be improved. Under the first phase of 
this national project, a number of education groups were established in six 
pilot municipalities. Children in these groups included early school leavers, 
‘street children’, pupils who were expelled from school, and children with 
learning difficulties. 
 
These education groups aimed to help participants with their educational 
problems and problems in their family and social lives. Special pedagogical 
support for these children was provided in small groups (3-4 students) or 
individually. Groups were held on average two to three times a week. The 
main learning methods used included storytelling, individual and group tasks, 
conversation classes and creative tasks. In 2006 a total of 315 pupils 
participated in the groups and in 2007 405 pupils participated. Surveys of 
teachers and children were undertaken and revealed many positive results 
such as improved self-esteem, increased learning motivation and improved 
learning results. Funding for the groups, for two and a half years in six 
municipalities cost approximately EUR 870 000. Education Groups are now 
funded through municipal budgets. 
 
Source: Project publication (2008). Preventive and Integrative Model for ESL and its 
Implementation Recommendations (Iškritusių iš švietimo sistemos mokinių grąžinimo ir iškritimo 
iš mokyklos prevencijos modelis ir jo įgyvendinimo rekomendacijos). 
 
For more information about the Returning ESL to the education system programme, see: 
IŠKRITUSIŲ IŠ MOKYKLOS MOKINIŲ GRĄŽINIMAS 
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Support for transition 

The Career Start 
Programme 
(Ammattistartti), 
Finland 

The Career Start programme (ammattistartti) was piloted in 2006 and has now 
been introduced as a mainstream activity in the education to work transition 
agenda. It is aimed at school dropouts and young people who have not 
decided on their career direction.  
 
The programme allows young people to try different vocational courses, visit 
work and training places, access professional career guidance and other 
support options in order to explore different career and job opportunities 
before selecting their study or employment route. The programme also allows 
the participants to strengthen their study and life skills, and basic numeracy 
and literacy skills.  
 
The programme lasts for 20-40 study weeks, depending on the needs of the 
individual. The aim is that each participant has an individual integration plan 
(integration into employment, education or training) in place at the end of the 
programme). Students are able to move easily from the programme to courses 
leading to certification, which will take into account prior learning undertaken 
during the preparatory phase. In other words, participants are not asked to 
repeat the studies they have already completed during the Ammattistartti 
programme. 
 
Out of 2 800 participants whose progress was followed during the pilot phase, 
1 900 found a path to education, training (including apprenticeships) or 
employment during their time on the programme.  
  
Source: Nevala, Anne-Mari (2009) What works in moving early school leavers towards 
participation in learning or employment: a brief comparison of practices in Slovenia and Finland. 
Peer Review on “Project Learning for Young Adults: A social integration programme helping young 
people back into work and education”. Slovenia, 2-3 November 2009  
 
Jäppinen, Aini-Kristiina (2010), Onnistujia opinpolun siirtymissä: Ammatilliseen peruskoulutukseen 
ohjaavan ja valmistavan koulutuskokeilun (ammattistartti) vaikuttavuus. Loppuraportti. 
Opetushallituksen julkaisu. 

Further information: Koulutusnetti or edu.fi 
 

Initiatives under 
the Aanval op 
schooluitval 
Programme, 
Netherlands 

Efforts in the Netherlands have aimed to ensure that young people receive 
transition support when moving from relatively small and familiar pre-
vocational secondary schools (VMBO) into much larger upper secondary 
schools (MBO). The transition support is also followed up to ensure that young 
people are not ‘left alone’ in their new school. 
 
There are many examples of different projects that aim to address the issue of 
transition within the different regions in the Netherlands. One of these is the 
‘Spirit4You’ programme in the Hague. One of the causes of early school 
leaving found here is the weak connection between VMBO schools and MBO 
ROC schools. Since 1998 there have been many initiatives introduced to tackle 
this problem and in 2005 an agreement was signed between VMBO and MBO 
schools which expressed the need for greater cooperation between the levels 
of education. The Spirit4You agreement sought to strengthen the regional 
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position of vocational education (MBO and VMBO), to encourage an 
appropriate choice of school, and to strengthen links to the labour market. 
Activities of Spirit4You include:  

 A summer school focusing on preparing young people for the transition 
from primary school to secondary school and from VMBO to MBO has 
been established (ROC Nova College in Mondrian). 

 Cooperation to ensure that young people in VMBO schools have the 
appropriate guidance to progress to the next level of education was 
encouraged.  

 The transfer to MBO schools is monitored and students are given 
appropriate support to ensure that they are not at risk of leaving within 
the first years of MBO. 

 All students who transfer from VMBO to MBO have language tests and 
extra language classes are provided where necessary. 

 School support advisory teams have been established. These teams 
consist of professionals who provide care for children and parents.  

 In the Hague all secondary schools work together to track and report 
absenteeism.  
 

Another project is the ‘Rebound MBO’ which was established in 2009. This 
project aims to monitor and help those students with behavioural problems 
and who are at risk of leaving school early. Also, for those students not doing 
well in education the ‘Pathways’ project offers alternative pathways for 
students, involving collaboration between industry and MBO schools.  
  
‘Spots on Jobs’ is a more recent project which will continue until 2014. It has 
the following objectives:  

 continue to reinforce parental involvement; 

 ensure an efficient transfer of pupils from VMBO to MBO by providing 
appropriate guidance and support; 

 ensure that students and parents are better informed about the choice 
of secondary vocational training; 

 develop a comprehensive recording and monitoring system for school 
truants; 

 ensure that school head teachers address parents about their child's 
truancy; 

 achieve an annual reduction of 10 % of the number of early school 
leavers; 

 have greater focus on entrepreneurship in education, providing 
students in secondary vocational training with information about 
entrepreneurship;  

 increase career opportunities by organising company visits, taster days, 
open days and talks by guest lecturers.  
 

Sources: Spirit4you: Projectplan 2010-214 
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Aanval op schooluitval: Rijnmondse vmbo-scholen openen mbo-punten 
 
Spots on jobs: Bekijk je toekomst 

Connexions, UK The Connexions service aims to ensure that young people receive effective 
support at important transition points in their school or college lives. Some 
municipal areas are particularly good at collecting and sharing information 
about young people leaving school. This helps provide effective monitoring of 
their subsequent progress and helps to identify those dropping out of further 
education or whose choices are unknown. 
 
One of the projects being piloted in Derby under the Raising the Participation 
Age programme is the ‘Managed Learning Transfer Protocol’, which looks at 
ways in which Local Authorities can put a transfer package together for a 
young person who finds themselves on the wrong educational programme. A 
transition to another course is arranged formally and professionally, so that a 
student does not have to drop out in order to re-apply. This removes the risk 
of them ‘getting lost’ in the intermediary phase. 
 
A second project in operation in the Derby area is ‘Transition Mentoring’, which 
supports transition from year 11 into post-16 education. Students are 
allocated a mentor (via the local pupil referral unit) at Easter time. The mentor 
works with the student until the end of year 11, supporting and helping 
him/her to plan his/her progression route. They then continue working with 
the student through the summer and into the first term with the new provider. 
However the scheme is only offered to fairly small numbers of targeted pupils.   
 
Source: Connexions, Derbyshire, Managed Learning Transfer Protocol 
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Financial support for students or families 

Czech Republic Support for children is provided on the basis of family income. If family income 
is 2.4 times less than the subsistence level, a family can claim a child 
allowance. This system has been in place since January 2008.  
 
Pupils who commute to school are able to pay a reduced fare. Between the 
ages of 6 and 15, pupils pay less than 37.5 % of the normal fare and between 
the ages of 15 and 26 no more than 75 %. The regional authorities subsidise 
this system. 
 
Pupils in the first year of basic education and children placed in preparatory 
classes are given basic teaching aids, free textbooks and teaching texts.  
 
The programme ‘Support of Roma Secondary-School Pupils’ (initiated in 2000) 
has received funding of CZK 10 million per year. The funding is directed at 
families who are unable to afford the cost of secondary or higher vocational 
education. Since 2008 support has been restricted to pupils with regular school 
attendance, and with no disciplinary problems. The support covers the costs of 
education, school meals, accommodation, travel expenses and learning 
materials.  
 
Sources:  Eurydice (2010) Organisation of the education system in the Czech Republic 2009/2010, 
European Commission  
 
Ministry of Education Youth and Sports: Subsidy programme support of Roma secondary-school 
pupils  

School and work: 
the ‘Dowry 
System’ (Sistema 
Dote) in the 
Lombardy Region, 
Italy 

The Dowry System (Sistema Dote) was introduced in 2009 by the Regional 
Council of the Lombardy region. Almost EUR 333 million was allocated to the 
project to support students in general education, vocational training and young 
people who are trying to (re)-integrate into the labour market. The 
programme is aimed at providing financial support to a wide range of families 
(more than 200 000) and vulnerable people. The Dowry System consists of 
three broad activities: Dote Scuola (EUR 196 million); Dote Formazione (EUR 
25 million); and Dote Lavoro (EUR 112 million).  
 
Dote Scuola addresses young people attending general education. The system 
provides support for young people in primary and secondary schools and those 
attending Vocational Education and Training establishments. 
 
Dote Formazione is for those between the ages of 16 and 64 years of age who 
want to strengthen and increase their skills, knowledge and abilities. The 
maximum contribution is EUR 5 000. Workers can also benefit from this 
measure. 
 
Dote Lavoro addresses those people between 16 and 64 years of age who 
want to enter or re-enter the labour market (the unemployed, first-time 
jobseekers, and temporarily laid-off workers). These people are supported by 
a tutor in a qualified agency. The minimum contribution is EUR 1 500 and it 
can be used for attending short training courses organised by the regional 
training and education system. The recipients can obtain a further contribution 
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of up to EUR 3 000 according to need.   
 
Sources: Cedefop (2010) A Bridge to the future- European policy for vocational education and 
training 2002-2010, Italy Refernet 
European Commission (2008) National Strategy Report on Social Protection and Social Inclusion 
2008-2010, Italy 
urydice(2010) Organisation of the education system in Italy 2009/2010, European Commission 

Motivation 
scholarships, 
Slovakia 

Motivation scholarships were introduced to motivate children from 
disadvantaged families to complete school and to improve access to education 
for socially disadvantaged families. The scholarships were aimed at students of 
secondary schools, vocational schools and practical schools whose parents 
earned below the minimum subsistence level. Scholarships have been 
available since 1 June 2004, with new terms for awarding scholarships 
introduced in September 2008. The scholarships are intended to cover at least 
part of the costs of education (e.g. travel costs, food, accommodation, learning 
aids, etc.). 
   
The original project (from 2004-2006) was implemented with support from the 
European Social Fund. The provision of benefits was outlined in a contract 
between a school and the Institute of Information and Prognoses of Education. 
The payments were made to respective schools through the Institute. The 
amount depended on student’s educational achievements, which motivated 
students to achieve better results. 
 
During the implementation of this measure school directors have gradually 
started to apply their powers given by legislation. In particular, they have 
awarded the scholarship based on school attendance. As a result, school 
attendance of the students receiving scholarships has improved, which in 
many cases resulted in better performance at school.  
 
A survey carried out on a sample of students of secondary specialised schools 
receiving benefits shows that a minimum of 99 % of them complete their 
education. 
 
Source: Cedefop (2010) A bridge to the future: European policy for vocational education and 
training 2002-10. National policy report – Slovakia  

Educational 
Maintenance 
Allowance, UK 

One of the key forms of financial support in the UK has been the Educational 
Maintenance Allowance (EMA), which gave students up to GBP 30 per week for 
attending post-16 education. Payments were dependent upon attendance. The 
current government has now ended the scheme, with the last payments being 
made at the end of the 2010/11 academic year. The Department for Education 
have cited research by the National Foundation for Educational Research 
reporting that 90 per cent of students who received the EMA would have still 
continued with their education without the payment. 
 
However, an evaluation conducted under the former government showed that 
the EMA resulted in staying-on rates in full-time education that are higher than 
would otherwise have occurred, and the initiative also appears to have positive 
impacts on parental attitudes to staying-on among young people. 
 
Sources: Direct Gov: Closure of the EMA scheme 
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BBC News: Q&A: EMA grants 
UK Commission for Employment and Skills (2010) Praxis: An appetite for learning: increasing 
employee demand for skills development  
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After-school activities 

Free-time 
activities, Czech 
Republic 

A school can offer all-day care in school facilities to students. These include 
the školni družina, intended for pupils in primary education, while their parents 
are at work, and the školni klub, which provides general interest activities for 
pupils in secondary education. The školni družina and the školni klub provide 
general interest education for pupils of one or several schools.  
 
Sources: Ministry of Labour and Social Affairs of the Czech Republic (2008) National Strategy 
Report on Social Protection and Social Inclusion 2008-2010 - Czech Republic, European 
Commission 
 
Eurydice (2010) Organisation of the education system in the Czech Republic 2009/2010, European 
Commission 

Open Classes, 
Spain 

The Fundación Tomillo organises ‘open classes’ that take place after school 
every weekday at different secondary schools in Madrid. The classes run from 
16.00 to 19.00. The objective of these classes is to encourage communication 
through reading and ICT, develop the basic skills and attitudes of the 
participants and to promote coexistence of people of different ethnic groups. 
The classes take place at schools that are located in neighbourhoods that have 
a lack of cultural and educational infrastructure.  
 
Source: Fundación Tomillo: Escuela Infantil Las Amapolas  

Open schools 
(Écoles ouvertes), 
France 

Open Schools (Écoles ouvertes) are targeted at secondary school students in 
RAR (priority education in socially/economically deprived area). 
 
The initiative was launched in 1991 to enable students to access schools on 
Wednesdays and Saturdays and during the school holidays. Students are able 
to take part in a variety of different activities, including educational (which 
accounts for 34 % of activities offered and includes help with homework and 
specialist support), cultural (27 % of activities) and sports or social activities. 
The aim is for students to become actively involved in school life and see the 
school as a place they want to be. 
 
Accompagnement educatif (see above) provides after school activities, both 
cultural and sport based. 
 
Source: Ministry of Education: École ouverte 

Open Schools, 
Italy 

A scheme called Open Schools (Scuole Aperte) aims to tackle disengagement 
of students in compulsory education in the region of Campania. Over 40 % of 
schools in the region take part and 250 projects were funded in the school 
year 2008-09. The projects can be implemented by schools at all levels, from 
pre-schools to upper secondary schools. 
 
Generally Open School projects are run by schools in association with local 
authorities or universities. In 2008-09, 1 350 after-school classes in 
disadvantaged areas were organised. The most popular activities are theatre 
and music workshops, ICT courses and workshops that promote intercultural 
cooperation or active citizenship.  
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The workshops take place after school hours and are open for all children, 
including those who have already left compulsory education. They provide a 
way to re-engage some of the most disadvantaged young people and students 
at risk of dropping out.  
 
Source: Commission Staff Working Paper (2010) Reducing Early School Leaving, European 
Commission: Brussels,  

Tanoda centres, 
Hungary 

In Hungary, the European Social Fund supported the creation of a network of 
Tanoda centres aimed at providing disadvantaged children, mainly but not 
exclusively Roma, with extra support. The centres help children with 
homework, and also organise art and sport activities. For school subjects, 
classes are provided by local school teachers, who can identify difficulties at 
school. School performance and attendance have dramatically risen since the 
Centres started to work. Key success factors seem to be the direct 
involvement of representatives of the Roma community and of parents. Since 
2003 about 57 informal afternoon schools have been established. 
 
Source: Kézdi, G and Surányi, E (2009). A Successful School Integration Program. An evaluation 
of the Hungarian National Government’s School Integration program 2005-2007. Roma Education 
Fund 

Culture Card, 
Netherlands 

The culture card was introduced in the 2008/09 school year. All secondary 
school students received a personal card similar to a credit card with a balance 
of EUR 15 to be used to pay for cultural activities. Initially, teachers decided 
when and how students used the card according to the school’s cultural policy. 
The card was introduced to encourage participation of all students in cultural 
activities that some may not have been able to afford to attend. 
 
Source: Eurydice (2009) Organisation of the education system in the Netherlands 08/09, European 
Commission. 

 
 

Other targeted preventive measures 

Mobile teams, 
Belgium (Wallonia) 

In 2004 mobile teams were introduced to combat ESL, violence in schools and 
exclusion/marginalisation. The teams consist of non-school staff who are 
charged with helping to resolve issues that students may encounter. The 
teams intervene only at the request of school management.  
 
Source: Enseignement: Les Équipes Mobiles   
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COMPREHENSIVE PREVENTIVE MEASURES AND POLICIES 

Countries which have increased the length of compulsory schooling 

Denmark 
In 2009 compulsory education was extended to include one year of pre-
primary school.  

Ireland 
In 2000 the school leaving age was increased to 16, or three years of 
secondary level education (up to the end of Junior Cycle). 

Spain 

The age at which a young person can leave compulsory education was 
extended from 14 to 16 years under the Organic Law on Education Act (LOE) 
in 2006. 

Italy 

The Finance Law for 2007 states that “education for at least ten years is 
compulsory and is intended to enable pupils to obtain an upper secondary 
school qualification or a vocational qualification requiring at least three years, 
by the pupil’s eighteenth year”, with effect from training/educational year 
2007. Previously, compulsory education only lasted until the age of 14 and 
participation in upper secondary education and vocational training was 
voluntary.  

 
Hungary  

The 2003 Public Education Development Strategy extended compulsory 
school attendance from 16 to 18.  

Netherlands 

The compulsory school age has been extended from 16 to 18. All pupils up to 
the age of 18 are required to continue learning until they have obtained a 
basic qualification (a HAVO, VWO or MBO level 2 certificate – qualifications at 
ISCED level 3).  

 
Poland 

Education is obligatory up to the age of 18. A change in the entry age to 
schools – from 7 years old to 6 years old was introduced in 2009/2010 but 
will not be enforced until 2011/2012. 

Portugal 

In 2006/07 one of the priorities of the Government was to improve the first 
cycle (6-10 year olds) of compulsory education. Subsequently the school 
timetable was extended until 17.30 in order to provide renrichment activities.  
 
Curriculum enrichment activities are selected in accordance with the 
objectives defined in the projecto educativo of a school cluster and should be 
included in the annual activities plan.  
Source: Eurydice (2007) The Education System in Portugal, 2006/07, European Commission  

Romania 

In Romania, the number of years of compulsory schooling has been 
increased from eight years to 11 years (ten mandatory years in school and 
one mandatory year of pre-school).   

United 
Kingdom 

The Education and Skills Act 2008 increased the age of compulsory 
participation in education or training to 18 years old by 2015.. Local 
Authorities (LAs) will be responsible for ensuring that young people in their 
area participate in education until the age of 18 and for providing the support 
young people may need to overcome barriers to learning. 
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Countries which have introduced education and training ‘guarantees’ 

Germany 
A legal entitlement to a lower secondary school-leaving certificate was 
introduced in Germany on 1 January 2009. 

France 

In France, the ‘Acting for Youth’ plan, announced in September 2009, includes a 
‘right to prepare for active life’ extending scholarly obligation (different from 
compulsory education) from 16 to 18 years of age. It is meant to ensure that all 
young people have adult supervision until at least the age of 18. 

Austria 

In Austria, the ‘Vocational Training Act’ (Berufsausbildungsgesetz) guarantees 
vocational training for all young people up until the age of 18. The Act, which 
was reformed in 2008, includes an ‘Apprenticeship Guarantee’ 
(Ausbildungsgarantie), which is for young people up to the age of 18 who want 
to start an apprenticeship but cannot find one at a company.  

Finland 

A Youth Guarantee Scheme has been in effect in Finland since 2005. New 
implementing guidelines from the Ministry of Employment and Economy 
emphasise the importance of early intervention as well as creating a more 
efficient service. According to the guidelines, the local employment agency 
must produce, in collaboration with the young jobseeker, a joint individual 
employment plan. The plan should be produced within two weeks of the young 
jobseeker registering with the employment agency. The individual employment 
plan contains goals, services and measures needed to support the jobseeker to 
secure employment or to access education. 
 
Source: Arnkil, R, European Employment Observatory Review: Youth Employment Measures.
National Article for Finland 

United 
Kingdom 

Local authorities have responsibility for meeting the ‘September Guarantee’, 
ensuring that all 16 and 17 year olds must be offered an appropriate education 
or training route with support where needed.  
In 2009, almost 96 % of 16 year olds and 90 % of 17 year olds said that they 
wanted to continue learning and received an offer under the Guarantee. 
 
Source: DCSF, DWP, BIS (2009) Investing in Potential, our Strategy to increase the 
proportion of 16-24 year olds in education, employment or training 

 
 
 



Reducing Early School Leaving in the EU 
____________________________________________________________________________________________ 

 259 

 

Curricular reforms, new types of study pathways and changes in teaching methods 

Qualification 
modules, Germany 

Qualification modules, targeted mainly at disadvantaged young people or 
those with learning difficulties, were established in the 2003 Vocational 
Training Act and established a modular approach to educational pathways. 
They provide basic, training-related knowledge and skills and prepare 
participants for training. Through the modules, learners can gain recognition 
for partial qualifications. Alongside training in life skills, the learners also 
receive additional mentoring and support in social education. The introduction 
of qualification modules responds to a number of objectives:  

 to improve the learners’ opportunities to participate in working life, i.e. 
to get a job or apprenticeship position; 

 to provide companies with higher numbers of applicants for training and 
therefore more skilled staff; 

 to improve the quality and efficiency of training preparation; 

 to reduce drop-out rates and increase young people’s motivation to 
learn and achieve. 
 

Since the programme was introduced, new qualification modules have been 
introduced on a continuing basis and there are now around 480 in total. 
Overall take-up is increasing and in 2006, around 92 500 young people 
benefited from pre-vocational training.  
 
Source: European Commission (2009) Summary Report on the Peer Learning Activity on One Step 
Up 

All Day Schools, 
Greece 

This measure has been viewed by some stakeholders in Greece as one of the 
most successful initiatives introduced in the education system during the last 
few decades. It is also one of the most important measures introduced to 
enhance school completion. 
 
The aim of All Day Schools is to improve the academic performance of primary 
school students though the revision and transformation of both school space 
and timetables. The schools operate from 07:00 until 16:00, in contrast with 
ordinary primary schools which are only open from 08:00 until 13:00. All day 
schools seek to improve the educational, cultural and social role of the school, 
as well as its ‘openness’ to society. They do so by encouraging creative 
learning and by experimenting with new forms of school organisation and 
management. The enrichment of study programmes, the development of 
special laboratories, and the implementation of innovative teaching with the 
use of new technologies are just a few of the ways which ’all-day schools’ seek 
to adapt to emerging social and educational needs. In addition, the 
lengthening of school opening hours and timetables provides additional 
support to working parents who are often unable to help their children with 
homework. 
 
All Day Schools were first introduced in 1998 following changes in relevant 
legislation. Initially, 28 schools were selected to implement the scheme on a 
pilot basis and were financed through EU funds. Most of the pilot All Day 
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Schools were based in the most deprived areas of the country, where the 
average income of parents is low, unemployment is high and there is a high 
incidence of school failure among students. Following an initial assessment, it 
was decided to extend coverage to all geographical areas and also to introduce 
similar arrangements at pre-primary level. A total of 4 000 schools were 
operating in Greece by 2008/2009, covering about 75 % of Greek schools.  
 
However, All Day Schools can be separated into two categories, the majority of 
them being ‘open’ all day schools where the compulsory timetable is followed 
until 13:00 and where students chose to remain until 16:00. These schools 
operate as schools with extended opening hours, without a structured 
programme, infrastructure or the staff to support them. 
 
A smaller number of All Day Schools continued to operate as ‘closed’ all day 
schools, where a structured timetable was compulsory for all children, 
throughout the duration of each day. These were called ‘Pilot All Day schools’ 
and enjoyed good financing, follow-up and support. Mainstreaming these 
schools would have been desirable but not possible due to the enormous cost 
involved.  
 
There has been no large scale evaluation of the All Day Schools but a survey 
carried out in 2008 of 2 044 parents and 198 teachers on the operation of all 
day schools found that:  

 The majority of parents and teachers found that overall the operation of 
All Day Schools was satisfactory, but 50 % of teachers felt changes had 
to be made to the All Day Schools. 

 99 % of both parents and teachers agree on the need for the 
continuation of All Day Schools. 

 The majority of parents (65 %) and teachers (48 %) felt that the main 
benefit of All Day Schools was in helping students do their homework 
for the next day. 
 

However, respondents pointed out some serious infrastructure problems (lack 
of dining room, area for rest, lack of special room for cultural activities etc.) of 
the All Day Schools.  
 
Source: Konstantinou Charalambos, University of Ioannina (2008) Overview of the social and 
pedagogical role of All Day Schools: a survey of parents and teachers 

The New School, 
Greece 

During the school year 2010-2011, the New School policy measure was 
introduced in 800 schools all over Greece, attempting to bridge the enormous 
gap between the above mentioned two types of All Day School.  
 
The New School initiative aims to alleviate the influence of negative family 
factors on children, to enhance the social and cultural position of children from 
disadvantaged backgrounds, but also to make good use of the extra time 
children spend in school by helping them to prepare their homework and 
involving them in creative activities, which all in theory should help reduce 
ESL. The end of the compulsory daily programme that all children need to 
follow will be extended by one hour, ending at 14:00 instead of the previous 
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13:00. Between 14:00 and 16:15, the school will then operate a ‘flexible zone’ 
of activities, where activities will be selected according to the needs of the 
students of each school. The subjects that can be covered during the ‘flexible 
zone’ include homework, sports, theatrical education, English, music, second 
foreign language, painting, and other creative activities. Thus, the ‘New 
School’ attempted to generalise the concept of the Pilot All Day Schools by 
emphasizing new subjects, foreign languages, and helping students with their 
homework.  
 
The academic year 2010/2011 is the first year of operation of the New School 
but the initiative has already been subject to criticism.  
 
Interviewees criticised the New School initiative for various reasons, including: 

 It introduces too long a timetable for students which without the 
necessary infrastructure can become exhausting. Schools would have to 
introduce libraries, a dining area, areas for rest and for special activities 
for schools to be able to keep children there until 16:00.  

 The teaching staff allowed to be involved in the flexible zone are not 
required to have pedagogical experience with young children.  

 Pedagogical principles for the teaching of foreign languages are not 
respected, and may lead to confusion among students. 

 More significantly for ESL, that the children that have a cultural capital 
deficit, and who are most in need of special tutoring and support, will 
not be able to find such support in an intensive timetable full of 
activities, that diverts attention away from attaining key Learning 
outcomes towards imperfect learning on many subjects and bodes 
unfavourably for school failure in later years that may lead to ESL.  

 
Source: Stakeholder interviews 

Reform of 
secondary 
education, Spain 

The Action Plan 2010-11 states that there should be a change in the 
organisation of the last year of secondary education (ESO). There should be 
two options open to students, the Bachillerato and a vocational programme, 
both of which will result in a secondary education qualification. Furthermore 
there should be better choice for those students who at the end of the third 
year of ESO are unable to progress. There should be a choice between 
repetition of the year or pursuing the Initial Vocational Qualification 
Programme (Programas de Cualificación Profesional Inicial, PCPI). Furthermore 
it is stated that new modules for the PCPI should be designed. The purpose of 
the Initial Professional Qualification Programmes is to facilitate labour market 
integration or education reintegration of young people who have dropped out 
of school. 
  
The newly passed Law for Sustainable Economy includes actions to facilitate 
the achievement of the Diploma for Compulsory Secondary Education and the 
achievement of post-compulsory education by reflecting some of the proposals 
made in the Action Plan 2010-2011. 
 
There have been significant changes in the curricula that take account of the 
competence-based approach. Both in primary and secondary education, the 
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curriculum for each subject details how it is expected to contribute to the 
development of the key competences, including the transversal ones. A special 
emphasis has been put on reading, which is understood to be essential for 
developing all the key competences, and therefore has to be dealt with within 
all subject areas. 
 
Sources: Ministerio de Educación (2010) Plan de Acción 2010-2010 
 
Ministerio de Educación (2009) National Report 2009 for Joint Report “Education and Training 
2010” of the European Commission 

Improving 
teaching methods, 
Spain 

In terms of improving teaching methods, the Plan to reduce early school 
leaving states that programmes should be introduced to encourage teachers 
who work with students with learning difficulties to work more closely 
together. Furthermore the plan states that resources should be created to 
support teachers who work with low achieving students.  
 
As a project example, the secondary school, IES Senda Galiana, in Madrid 
introduced the use of text messaging in order to notify parents of 
absenteeism. As a result of the success of this initiative the school proposed to 
introduce teaching methods using other types of technology and other 
methods to motivate students and subsequently reduce the levels of school 
failure. The initiatives that were introduced included:  

 New technologies were used in the classroom (WI-FI, video projectors 
etc). It is thought that this encourages greater motivation to participate 
in lessons. 

 Encouraging the use of the library and subsequently encouraging 
reading as a past time activity.  

 Introduction of leisure and free time workshops that aim to encourage a 
more productive use of students’ free time.  

 The use of ICT to search for teaching materials. 

 Teacher training courses focused on tackling the problem of school 
failure and that familiarise teachers with the use of new technologies. 

 Preparation of course books aimed at those students at risk of dropping 
out. 

 Enhanced communication with families on a weekly basis. 
 

The implementation and development of these initiatives has taken place in 
recent years. Before the implementation of this project, the number of 
students entering the first year of ESO was 150 however the number of 
students who continued to level four was 105.  
 
At present the number of students entering the first year of ESO is still 150 
however there are now approximately 130 students continuing to level four, 
representing a significant reduction in the number of students who are leaving 
this school early.  
 
As a general measure, since 2009, a two-year Master's degree has been 
introduced as a prerequisite for graduates wishing to teach at secondary 
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schools, with a view to raising their abilities in the key competences. In-
service training is playing a role in familiarising existing teachers with the 
competence-based approach. Changes in the assessment methods are also 
being introduced gradually. 
 
Some Autonomous Communities have set up teacher training processes and/or 
prepared materials focused on basic competences.  
 
Sources: Ministerio de Educación, política social y deporte (2008) Plan para la reducción del 
abandono escolar 
 
Equipo docente del IES Senda Galiana, Plan de motivación y seguimiento del alumnado con riesgo 
de abandono escolar en el IES Senda Galiana 

Alternation 
schemes, France 

There are different types of schemes in place allowing alternation between 
periods in lower secondary school, vocational school and in a business.  
 
The alternation schemes target pupils under the age of 16, generally during 
the third and fourth years of lower secondary school, who are experiencing 
difficulties. These students do not benefit from traditional pedagogic 
structures, but are interested in vocational training. Participation in the 
alternation schemes is voluntary. Some of the recent alternation schemes 
include: 

 Dispositif d’initiation aux metiers par alternance, which has been in 
place since 2008. This replaces the previous junior apprenticeship 
programme.  

 Modules for vocational initiation, (Decouverte professionnelle 6 h, DP6), 
which allows lower secondary school students to spend 6 hours per 
week in a vocational school.  

 
For more information: Ministry of Education: Formation en alternance 

The Junior 
Certificate School 
Programme and 
the Leaving 
Certificate Applied, 
Ireland 

In Ireland, two programmes have been developed which target at-risk 
students. These are the Junior Certificate School Programme (JCSP) and the 
Leaving Certificate Applied (LCA). The programmes both stress cross-curricular 
work, tasks and projects, as well as personal and social development. 
According to the information available on these programmes, they are viewed 
positively by staff and students.  
 
The JCSP is currently operating in over 240 schools throughout the country. It 
aims to make the Junior Certificate more accessible for young people who may 
leave school without formal qualifications. It “attempts to help young people 
experience success and develop a positive self-image by providing a 
curriculum and assessment framework suitable to their needs”. On completion, 
students are given a profile which is an official record of their achievements 
from the Department of Education and Science.  
 
The JCSP is a student-centred programme with: 

 a cross-curricular approach; 

 short term attainable goals and targets; 
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 an emphasis on improving literacy and numeracy; 

 active teaching methodologies based on differentiated teaching and 
personalised learning for each student; 

 opportunities to develop social and communication skills; 

 an opportunity for parents to be involved in their child’s education.  
 

The programme is attractive for learners who might otherwise lack enthusiasm 
or application for the traditional Junior Certificate.  
 
However, it has been found that for some students completing the JCSP, the 
transition to the LCA is too difficult.  
 
The LCA is a two-year Leaving Certificate offering a practical programme with 
a strong vocational emphasis. It is innovative in terms of both content, 
teaching / learning approaches and the assessment methods used. Target 
groups for this certificate include students who are not adequately provided for 
by other Leaving Certificate programmes or who choose not to opt for such 
programmes. An important element of the LCA is the recognition of the talents 
of all students and the opportunity for them to develop a sense of 
responsibility, self-esteem and self-knowledge. A wide range of courses are 
available within the LCA ranging from basic skills such as Mathematics, English 
and communications to vocational learning such as agriculture and horticulture 
and catering and hospitality.   
 
There are currently some students who enrol in the LCA but do not stay on to 
complete their programme and instead leave school once they reach the age 
of 16. The report of the Task Force on Student Behaviour in Second Level 
Schools therefore recommends that there is a need to award certification on 
completion of each module of the LCA, so that those students who choose to 
leave school at 16 will leave with some accredited qualification, if they have 
already completed (a) module/s of the LCA. The report also suggests that 
there is a need to put in place a programme at senior cycle, more in line with 
the JCSP, for those students who responded well to JCSP, but who seem 
unable for, or disinterested in the LCA.  
 
Some issues in relation to the JCSP and LCA were identified during interviews 
with stakeholders. One stakeholder suggested that, since it is not compulsory 
for schools to deliver the JCSP, certain schools may choose not to deliver it in 
order to avoid attracting more ‘difficult’ students. Another observed that there 
is a risk that the LCA is seen as a second option, since it does not qualify the 
learner for entry to university. Thus although young people studying for the 
LCA report positive learning experiences, there is still some feeling of stigma 
around this qualification.  
 
Sources: Department of Education and Science (2006) School Matters. The Report of the Task 
Force on Student Behaviour in Second Level Schools 
 
Smyth and McCoy (2009) Investing in Education: Combating Educational Disadvantage, Economic 
and Social Research Institute, Dublin, 2009 
 
For more information: Leaving Certificate Applied 
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School and work 
alternation, Italy 

In 2003 it was recognised that there was a lack of opportunities to develop 
practical skills in secondary schools in Italy. As a result a law for the promotion 
of ‘school and work alternation’ in all types of secondary schools (law 
53/2003) was introduced by the Italian government. Furthermore in 2005 a 
law for secondary school reform made it mandatory for young people to be 
enrolled in formal education or training activities until the age of 18.   
 
The reforms aimed to support the reintegration of school-drop outs and to 
assist the transition from school to work by ensuring that students have had 
experience of working life. Specifically, the objectives of the secondary school 
reforms were: 

 to introduce flexible learning systems for pupils aged between 15 and 
18; 

 to equip pupils with transferable skills that are required in the 
workplace (for example, team work, communication, planning and 
problem-solving);  

 to help pupils gain experience of different work environments in order 
to help guide them in their future career path choices.  
 

Approximately 50 000 schools initiated a school-to-work project by the school 
year 2007/08. There are certain requirements that have to be fulfilled in order 
to establish a school-to-work project. For example a new body has to be set 
up in a school and new staff positions have to be created to support 
participants and build contacts with businesses. In addition, participating 
businesses have to appoint an internal tutor to be responsible for the pupils 
during their time in the workplace.  
 
The success of the project depends on the close cooperation of schools and 
businesses to agree on the objectives and tasks of the work placement. These 
must be consistent with the educational goals of the school and the activities 
of the business. Schools are able to develop their own models for the 
alternation programmes, for example the duration of the work placement and 
the system of assessment are decided by individual schools.    
 
The Chamber of Commerce has worked together with schools to develop 
modules for the programme, for example:  

 The career orientation path is for pupils aged 15 and lasts between 90 
and 110 hours. Around 60 - 70 % of this time is spent within the school 
on preparatory activities and 30 - 40 % is spent within the enterprise 
doing practical tasks. 

 The work experience path is for pupils from 16 to 18 years old. It is a 
module of 150 to 180 hours, with 10 - 20 % of the time spent within 
the school in preparatory activities and 80 - 90 % spent within the 
enterprise doing practical tasks. 
 

The Chamber also helps to analyse the local economic structure and labour 
market skills needs and to develop the preparatory activities. In addition the 
Chamber trains teachers to liaise with businesses identifies businesses that are 
willing to participate in the programme.  
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The Chamber of Commerce has collected views from participants, schools and 
businesses. Some results of the programme were identified:  

 students’ motivation increased;  

 students were able to develop transferable skills, for example team 
work and communication.  

 
A key success factor of the project was the involvement of the Chamber of 
Commerce in the programme. For example the Chamber of Commerce was 
crucial in ensuring the participation of businesses. 
 
Furthermore the length of work experience placements is an important factor. 
Italian businesses have recommended longer work experience placements 
(from four to eight weeks), as this is considered to be the necessary 
timeframe to become familiar with the working environment and to acquire 
and consolidate practical skills.  
 
Source: Cedefop (2010) Guiding at-risk youth through learning to work: Lessons from across 
Europe. Luxembourg: Publications Office of the European Union.  

Focusing on skills 
in demand on the 
labour market, 
Latvia 

The focus of the education system in Latvia has been shifted in recent years, 
from humanities to natural sciences, mathematics and engineering. This is 
because these subjects are identified as promoting sustainable economic 
growth. A total of LVL 22 million (EUR 31 million) has been allocated to 
developing new educational standards which focus on:  

 individual research activities and experimentation in the study process;  

 modern technologies in learning;  

 building links between primary and secondary education institutions, 
universities, research institutes, entrepreneurs and established 
businesses;  

 informing young people about and motivating them to pursue career 
paths in the natural sciences, mathematics, and engineering. 
 

The implementation period of this measure is from 2008 until 2011.  
 
An agreement between the State Education Development Agency and the 
Centre for Curriculum Development and Examinations was introduced in 
December 2008 to ensure that students have the opportunity to study science 
and mathematics in a way that is related to real life. According to the 
agreement the European Social Fund Project ‘Science and Mathematics’ was 
implemented. The main objectives of the project were:  

 To improve the curriculum of science and mathematics for grades seven 
to nine by emphasising students’ scientific inquiry and their skills to 
apply the classroom-gained knowledge in real life situations and to 
facilitate the use of information technologies during the teaching and 
learning process. 

 To ensure methodological support for teachers and students in science 
and mathematics in general education and to prepare various materials 
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on the use of teaching and learning strategies, on the assessment of 
students’ learning achievements, as well as diverse visual aids for 
teachers and students in printed and electronic form.  

 To raise professional capacity of teachers of science and mathematics in 
their work with the curriculum and the teacher support materials. 

 To increase students’ interest in science and mathematics by organising 
extensive cooperation with universities, scientific institutions and 
entrepreneurs. 

  
In order to implement these changes the project team cooperates with 
schools, universities and entrepreneurs. This project will end in August 2011. 
 
Sources: EEO (2010) EEO Review: Youth Measures, 2010, Latvia 
 
Eurydice (2010) Organisation of the education system in Latvia 2009/2010, European Commission 

Expanding learning 
opportunities for 
pupils aged 14-19, 
Lithuania 

Phase two of the national project ‘Expanding Learning Possibilities for Pupils of 
14-19 years of age’ aims to provide broader education possibilities for pupils of 
14-19 years of age by individualising and differentiating the content of 
compulsory education and making the content more attractive to pupils with 
different educational needs. Furthermore the professional competences of the 
project members will be developed (teachers and school administration staff at 
20 pilot schools and specialists of education institutions). The subjects selected 
for this project are: mathematics, Lithuanian language, history, natural 
sciences, art and technology. The project will develop a more practice-oriented 
learning content for pupils who would be more interested in developing their 
practical skills and vocational competences. New teaching content will also 
include more practice-oriented and more creative teaching methods. The 
project will provide new content material and appropriate training for teachers 
as well as other support to schools in putting this content in practice. It is 
expected that inter alia, this will reduce the number of early school leavers in 
Lithuania. The project duration is from April 2009 to April 2012.  
 
For more information about the Project: Ugdymo plétotés centras; Aktualijos  

Flexible curricular 
management, 
Portugal 

Flexible curricular management was introduced in Portugal in 2006/07, giving 
each individual school the possibility, within the limits of the national 
curriculum, to organise, and manage the whole teaching-learning process 
independently. This measure was introduced to encourage the completion of 
compulsory schooling, the prevention of absenteeism and school drop-outs 
and combating social exclusion.  
 
The curriculum guidelines for the first cycle define the minimum weekly times 
for teaching the curriculum. These times are eight hours for Portuguese 
language, including one hour a day for reading; seven hours for mathematics; 
five hours for environmental studies and five hours for the area of self-
expression and remaining curriculum areas. 
 
Source: Eurydice (2007) The Education System in Portugal, 2006/07, European Commission 
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Reform of upper 
secondary 
education, Sweden 

The reform of the upper secondary education system consists of a variety of 
different changes. The reform is deemed necessary as nearly all pupils proceed 
from compulsory education to upper secondary education but fewer complete 
their education with an upper secondary qualification and ESL is particularly 
common among pupils from vocational upper secondary pathways. 
Furthermore, employers feel vocational upper secondary courses do not 
provide young people with sufficient skills to enter the labour market.  
 
Greater specialisation and improvement of vocational pathways at upper 
secondary level are expected to increase the motivation of pupils. Upper 
secondary education will therefore be developed to include alternative forms of 
study and will contain educational pathways both for students who want to go 
on to post-secondary education and for students who want to go straight into 
work. Social partners will be more closely involved in the development of VET 
programmes. At the forefront of the developments is the acknowledgement 
that not all pupils want to pursue higher education studies – and those pupils 
who do not wish to do so must be offered alternative educational pathways 
which they will find of interest but which at the same time also meet the 
labour market needs. 
 
Some argue these developments are likely to increase completion rates as VET 
students will no longer be forced to follow as many theoretical subjects as 
before Others claim that this reform may lead to a weaker understanding of 
core, academic subjects for those on vocational courses and consequently 
have a detrimental impact on the possibilities of IVET graduates to continue 
their studies at higher education institutes because increasingly the 
academically oriented route will be seen as the main pathway to university 
education.  
 
Source: The Ministry of education and research (2007) Sweden's National Report 2007; material 
for the 2008 Joint Interim Report on the implementation of the Education and Training 2010 work 
programme  
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Examples of guidance and counselling measures 

Guidance and 
counselling in the 
Czech Republic 

There is a counselling system for disadvantaged groups of young people and 
adults in the Czech Republic. Most counselling services are provided under the 
Ministry of Education, Youth and Sports and the Ministry of Labour and Social 
Affairs.  
 
The counselling provided by the Ministry of Education is primarily aimed at 
IVET students. The counselling has been in development since 2002, to 
strengthen services in the area of career pathways.  
 
The Centre for Career Counselling was established in 2005 and provides 
individual counselling and career guidance services for prospective students of 
upper secondary schools and tertiary professional schools, including 
disadvantaged groups of students. The centre provides information on the 
labour market and the employment situation of graduates. Furthermore it 
helps to resolve problems that may be experienced during studies and 
provides support to advisors and teachers. In addition, the internet 
information portal www.infoabsolvent.cz was created by the centre in 2007. 
This portal is aimed at teachers, career advisors students and prospective 
students. It contains four thematic areas, with one specifically focused on 
information and counselling for students who experience problems during their 
studies and those at risk of early school leaving. The objective of the Centre is 
to provide counselling aimed at:  

 Helping students in basic and upper secondary schools to make their 
career choice.   

 Supporting disabled and disadvantaged students with issues of 
integration and other issues concerning study pathways.  

 Helping students with educational, health and other problems occurring 
during studies.  

 Providing information on further education options.  
 
The Centre for Career Counselling measure is part of the wider policy aim of 
improving counselling services, particularly in the area of career guidance.  
The Centre for Career Counselling offers daily contact (phone, e-mail, mail, 
personal visit) for beneficiaries. Approximately half of the beneficiaries make 
use of phone counselling  
 
The number of beneficiaries of the Centre is around 110 per month. More 
attention is being paid to the disabled or otherwise disadvantaged clients.  
 
In addition to the Centre for Career Counselling services, head teachers must 
ensure the provision of guidance services in school. Guidance services in 
schools can also be provided by a school psychologist or a special educational 
needs teacher. Guidance provision in schools is focused on: 

 prevention of school failure; 

 prevention of socio-pathological conditions; 



Policy Department B: Structural and Cohesion Policies 
____________________________________________________________________________________________ 

 270 

 career guidance, information and support in the choice of educational 
pathways and careers; 

 supporting the integration of students with special needs or from 
disadvantaged backgrounds;  

 supporting low achievers.  
 
Sources: Ministry of Labour and Social Affairs of the Czech Republic (2008) National Strategy 
Report on Social Protection and Social Inclusion 2008-2010 - Czech Republic, European 
Commission 
 
Cedefop (2010) A bridge to the future : European policy for vocational education and training 
2002-2010 : national policy report : Czech Republic, Refernet: Czech Republic 

Career orientation 
programme (2008-
2010), Germany 

The Improving Career Orientation programme aims to provide students at 
general schools (Hauptschule) with information about different career paths 
and to improve the transition from school to work. The programme is part of 
the Federal Government’s qualification initiative.   
 
The objective of the programme is to enable young people to make a sound 
career choice through an 80-hour work experience course. As a result it is 
thought that the number of VET drop-outs will be reduced.  
 
On completion of the work experience scheme, every young person will receive 
an individual certificate recording their achievements and if necessary the 
need for support and development.  
 
In addition vocational orientation measure gives students the opportunity to 
spend two weeks in a training centre gaining practical experience in three 
different occupation workshops. Supervised by a trainer, participants 
undertake practical work to explore their interest and skills in three different 
occupations. At the end of the vocational orientation a final certificate is 
awarded which will help guide the career choices of participants and will also 
help to secure an apprenticeship. The vocational orientation offers practical 
experience in businesses and vocational training facilities and to help young 
people with the transition from school to IVET and to make an effective 
contribution to reducing the number of school leavers without a leaving 
certificate or without an apprenticeship. The vocational orientation measure 
must provide: 

 a practical induction and information on general topics and the latest 
technology in at least three occupations; 

 close coordination between the project leader and the school, parents, 
companies, employment agencies, youth services and other local 
players; 

 a generic assessment of competencies for every participating pupil; 

 documentation of the profiling in a certificate awarded at the end of the 
measure. 

This career orientation programme was launched on 1 April 2008. The 
programme was allocated more than EUR 9.5 million for 124 applications in 
2008. 
Source: Hippach-Schneider, U. and Toth, B (2010) VET Policy Report Germany ReferNet 
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National Centre for 
Guidance in 
Education, Ireland 

The National Centre for Guidance in Education is an agency of the Irish 
Department of Education and Science. Its main roles are to support and 
develop guidance practice in all areas of education. The Centre implements the 
following types of measures with the aim of preventing poor attainment and 
increasing retention: 

 Support for the transition from primary to post-primary.  

 Career-related learning in primary schools designed to help children to 
understand the world of work.  

 Guidance in post primary schools, including the provision of individual 
guidance and counselling for students either at critical stages in their 
education or at times of personal crisis.  

 Social, Personal and Health Education (SPHE), which as part of the 
curriculum supports the personal development, health and well-being of 
young people.  

 
For further information: National Centre for Guidance in Education 
 
Social, Personal and Health Education  

National 
Educational 
Psychological 
Service, Ireland 

The National Educational Psychological Service (NEPS) provides psychological 
assessment and testing to children in schools. The Service also works 
holistically with schools so that they can take responsibility for initial 
assessment, educational planning and remedial intervention.  
 
In 2009, the Government made a commitment to increase the number of 
NEPS psychologists to 210 – equal to the assignment of a NEPS psychologist 
to every school in the country. This commitment was reversed in 2010, when 
the number of NEPS psychologists was capped at 178.  
 
In 2008/09, 74 % of primary schools had been assigned a NEPS psychologist 
(covering 83 % of pupils) and 92 % of post-primary schools had an assigned 
post (covering 93 % of students). This was an increase in pupil coverage of 16 
% from 2007.  
 
Source: Children’s Rights Alliance, Is the Government keeping its promises to children? 

Guidance with a 
focus on young 
people at-risk, 
Italy 

The general discussion in Italy with regard to the improvement of career 
guidance services has focussed on how individuals can be guided in their 
choice of education/training pathway, so that the decision is based on 
knowledge of actual employment prospects.  
 
Guidance and counselling services for young people considered to be at risk of 
ESL have also been reinforced in schools:  

 General vocational guidance aims to support young people in their 
training choices and includes a range of activities to help them develop 
an education, training and employment plan. Advisory interviews have 
taken place in schools and employment centres in most Italian regions. 
Guidance is generally developed at local level because Provinces and 
Municipalities are responsible for it and they manage specific projects 
related to local training needs. 
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 Modular guidance pathways facilitate young people’s vocational 
decisions. Schools, in collaboration with Employment Centres, have 
promoted initiatives to guide young people in their training choices, and 
provide information on local training and employment opportunities. 
Work experience and workshop initiatives are also in place and 
specialist support is available for young people with special needs.  

 Information seminars for pupils and parents are available in some 
regions to provide information on local training opportunities.  

 Advisory services for families involve individual meetings with parents 
to help them support their children in decision-making. Activities 
include ‘listening’ workshops, advisory help-desks, individual 
counselling and support groups for parents. Primarily, these activities 
are targeted at families that are experiencing difficulties in their 
relationship with their children. 

 Teachers have also been offered opportunities in many regions to take 
up refresher courses to improve their skills in the field of guidance and 
counselling.  

 
A steering committee on guidance was set up (National forum for guidance in 
lifelong learning) by the Ministry of Education. The steering committee is 
linked to the European Policy Network on Lifelong Guidance and is in charge of 
coordinating the activities of the institutions in charge of guidance at national, 
regional and local levels. Members of the Committee include the Ministry of 
Labour, the Ministry of Education, University and Research, Italian regions and 
social partners.  
 
Furthermore, a National Archive on Guidance is under construction, consisting 
of a database about guidance bodies and services. It will be updated every 
year and will host the list of structures that offer guidance services in Italy. 
 
Sources: Ministry of Education (2010) National Progress Report on the implementation of the 
European Union work programme, Italy 
 
Cedefop (2010) A Bridge to the future- European policy for vocational education and training 
2002-2010, Refernet 

Career guidance, 
Netherlands 

The Dutch policy framework emphasises the importance of career guidance 
and the need to ensure strong cooperation between all partners in the 
education and care sector.  
 
The number of Special Needs Advisory Teams has been increased and the 
government intended to have a Special Needs Advisory Team set up in every 
school by 2011. The teams consist of a range of different professionals 
including youth services, social workers, the police and judicial authorities. The 
teams aim to identify at-risk people and offer them support at an early stage. 
 
Examples of good practice have been identified in the field of career guidance 
in the Netherlands. LOEKS is a guidance programme that gives students in 
pre-vocational secondary education the opportunity to acquire first hand 
experience of vocational careers by organising ‘fieldwork simulations’. These 
simulations are run by instructors in secondary vocational education and 
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mentors in pre-vocational secondary education are responsible for preparatory 
and follow-up activities. 
 
A study was undertaken on the effectiveness of LOEKS in 2002. The study 
revealed the following results:  

 Students are able to make a better choice of study pathway for 
secondary education.  

 Pupils have a better idea of their own interests, capacities and skills.  

 96 % of those who participated in the project stayed in their chosen 
courses at MBO level. 

 
The Carousel programme was introduced in East Groningen in 2004. It focuses 
on third and fourth year students in VMBO schools and aims to provide 
effective career guidance. Groups of students visit companies and businesses 
for two weeks, to gain experience in the workplace. For example, pupils who 
have chosen to study subjects relating to the care sector visit different types 
of organisations that work in this sector and work with various professionals 
within the field. Schools help to prepare students for visits, accompany them 
during visits and discuss the experience with the students. The results of the 
programme show that:  

 the Carousel approach is best suited for students who have doubts 
about their study choice or do not know what career they want to 
pursue; 

 participation in the Carousel programme contributed to the career 
development of 60 % of those who participated in the programme; 

 students’ knowledge of their subject increased as a result of 
participation in the programme; 

 teachers and supervisors view Carousel as a suitable method of career 
guidance that encourages and motivates students; 

 if students are confident about their career choice, Carousel provides 
the opportunity to gain further insight into the chosen sector. 

 
There has been an increase in contacts and links between schools and 
businesses in the region as a result of the Carousel programme. 
 
Sources: Cedefop: Nevala, Anne-Mari and Irving, Pat (2010) Guiding at-risk youth through 
learning to work: Lessons from across Europe. Luxembourg: Publications Office of the European 
Union.  
 
Commission Staff Working Paper (2010) Reducing Early School Leaving, European Commission: 
Brussels,  
Champs on Stage 
 
ECORYS (2009) Goed voorbeeld doet goed volgen  
 
Aanval op schooluitval, Uitvoeren en doorzetten  

Champs on Stage, 
the Netherlands 

A work placement and mentoring programme called Champs on Stage helps 
students to choose the right study path. Through the programme students 
receive training in applying for jobs and have the opportunity to undertake 
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work placements. ‘Champs on Stage’ was developed by the American Chamber 
of Commerce in the Netherlands (AmCham) and aims to arrange internships 
that last for at least a week. This programme targets VMBO students in their 
third year. The internships are designed to prevent drop-out by opening up 
new perspectives and opportunities that are directly related to students’ 
schoolwork and further studies. 
 
The pilot of Champs on Stage was launched in Rotterdam in September 2007. 
In 2008, Champs on Stage was expanded in Rotterdam and launched in 
Amsterdam. As a result of the programme students become familiar with the 
structure of a working week and professional, working relationships. Through 
the programme students also realise the importance of training and 
qualifications. During the internship, students are accompanied and supported 
by a business coach. Champs on Stage provides a positive and stimulating 
experience and increases self-confidence and motivation. 
 
For more information: Champs on Stage 

Career guidance, 
Austria 

Careers advice and counselling form an important part of the Austrian school 
systems and operate under a ‘three pillar system’. The different forms of 
guidance and counselling are some of the most important mainstream 
measures to avoid early school leaving.  
 
Careers advice in schools has, since 1998, been an integral part of the services 
provided by schools. In the seventh and eighth grades the curriculum includes 
the subject ‘Career Orientation’. The content of this subject is designed to take 
into account the interests of the student and to be tailored to the requirements 
of the world of work. The primary goal is to allow young people to discover 
what interests them and what future options are open to them, in terms of 
further education and careers. The secondary goal is to enable them to gain 
practical insights into employment.  
 
Career orientation is a legal requirement in all Austrian schools, however 
schools are allowed a relative amount of freedom in the way they teach it; it 
can be integrated into other legally required lessons or can be taught as a 
stand-alone subject. Teachers are given special training through pedagogical 
institutions, covering information on further education and training options for 
all career areas.  
 
A recent strategy paper concluded that more career ideas need to be offered 
to students and career orientation needs to be offered as a stand-alone lesson, 
not integrated into other subjects. The Austrian government intends to 
maintain a more active cooperation with social partners on this and has 
partially responded to the problem by aiming to improve the sustainability of 
career counselling classes, advancing the training of counsellors and 
developing standards for schools’ psychological counselling services. 
 
The recent strategy paper on ESL highlighted that more cooperation is 
required between authorities and organisations outside the school system 
dealing with early school leavers and other unemployed young people in order 
to ensure that affected young people can be monitored and in a holistic 
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manner facilitated into educational re-integration programmes, 
apprenticeships or employment. Cooperation is also required to pool expertise 
and resources together from all different stakeholders and improve all of their 
understanding of different options available to youngsters who have left school 
early.  
 
Sources: Steiner, M. & Wagner, E. (2007) Dropoutstrategie - Grundlagen zur Prävention und 
Reintegration von Dropouts in Ausbildung und Beschäftigung, Institut für Höhere Studien (HIS) 
 
Riepl. Barbara (2004), Jugendliche SchulabbrecherInnen in Österreich; Ergebnisse einer 
Literaturstudie, European Centre for Social Welfare Policy and Research 
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Class sizes / student-teacher ratio 

Lithuania In Lithuania the maximum class size is regulated in accordance with a 
Government decision on the organisation of schools. According to this 
document: 

 class size in pre-primary education should be from 5 to 20 children; 

 class size in primary education should be up to a maximum of 24 
pupils;  

 class size in basic and secondary education should be up to 30 pupils.  
 
One student with special educational needs is counted as being equal to two 
students with no special needs when integrated in classes of general 
education, therefore the number of the maximum class size is reduced 
accordingly.  
 
The minimum class size is also regulated and it is linked with individual 
funding allocations for every student – the so called ‘pupil’s basket’ (i.e. state 
funding assigned to every pupil), which was introduced by the Government 
Order ‘Provisions on General Education Funding Reform’ (Bendrojo lavinimo 
mokyklų finansavimo reformos nuostatos)280 in December 2001. 

 
 

Tackling bullying and improving well-being 

Improving 
‘coexistence’ 
(conviviencia), 
Spain 

In recent years, there has been a particular emphasis on what it is called 
‘coexistence’ (convivencia): how to address school violence and conflict 
management and creating a good environment for learning. It also refers to 
the role of schools in educating about civic values.  
 
In 2006 the National Council for Public Safety (Consejo Nacional de Seguridad 
Ciudadana) agreed to set up a Working group on ‘Youth and Safety’, with the 
aim of agreeing measures that foster cooperation between police, the 
education authorities and social services. The results from this group led to the 
drafting and subsequent approval of the 2006 Framework Agreement between 
the Ministry of Education and Science and the Interior Ministry (Acuerdo Marco 
entre el Ministerio de Educación y Ciencia y el Ministerio del Interior) on 
coexistence and improving school protection. 
 
With a view to implementing this Agreement, the Secretary of State for 
Security approved Instruction 3/2007, which set out the priorities and the 
cooperation needed between institutions such as the central and regional 
governments. In compliance with the provisions of this Instruction, the police 
authorities drafted the 2007 Master Plan for coexistence and improving 
protection in schools (Plan Director para la convivencia y mejora de la 
seguridad escolar) to be followed by schools. 
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It is understood that educating in values and promoting coexistence are basic 
preventive elements to ensure school success. For example in Castilla-La 
Mancha, within the curriculum for each of the education stages, there is a 
priority to educate in values with a transversal character across all areas and 
subjects but also with specific subjects such as ‘Citizenship Education and 
Human Rights’ and ‘Philosophy and Citizenship’, with the aim to promote in 
each student moral values.  
 
Regional authorities have also adopted some measures to improve safety in 
schools. In Castilla La Mancha the ‘Agreement for Coexistence in schools’ was 
supported by the regional authorities, political parties in the region, parents 
associations, trade unions and employers and translated into a full 
commitment of the society in Castilla La Mancha to support positive 
coexistence in the schools within the region. As a result a Regional Decree on 
School Coexistence in Castilla la Mancha was passed in 2008, containing a set 
of measures to support positive coexistence. 
 
In Andalusia, schools can set up ‘coexistence classrooms’ (Aulas de 
convivencia) which are attended by those pupils who have been denied the 
right to take part in normal classes following the imposition of a corrective or 
disciplinary measure. La Rioja organises Group curricular adaptation 
programmes (Programas de adaptación curricular en grupo) designed for those 
children with serious learning difficulties and with behavioural disorders that 
disrupt the normal teaching process in schools. 
 
Some measures established for eradicating bullying and harassment in schools 
focused on: 

 Including bullying and coexistence in continuing teacher training as 
specific subject areas and the fostering of peer support through 
teachers’ meetings (Juntas de Profesorado). 

 Development of websites or the posting of content on teaching portals; 
the setting up of a monitoring centre for coexistence at school; the 
arrangement of publicity and awareness campaigns; the involvement of 
school inspectors in monitoring coexistence in schools; the reporting 
and electronic processing of information related to coexistence in 
schools, and finally, the fostering of the engagement of families. 
Awards, financial aid, projects or grants for the development of 
different schemes designed to improve coexistence or prevent violence 
in schools; support for initiatives and best practices in schools or the 
formation of autonomous school networks that pursue projects 
involving a culture of peace or the improvement of coexistence. 

 Drawing up of a coexistence plan for the school; the incorporation of 
content and programmes for the improvement of coexistence and the 
prevention of violence in educational guidance and tutorial sessions. 
Measures are also designed to improve the perception pupils have of 
their school and of the teaching it provides; the preparation, collection 
and dissemination of materials and/or guides in different media, and 
extracurricular and extramural activities linked to improving 
coexistence. 

Source: Fernandez Enguita et al (2009) Inclusion and Education in European countries: Final 
Report: Spain  
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Tackling bullying, 
Lithuania 

According to statistics, 41.7 % of boys and 39.5 % of girls were bullied at 
school in 1994; by 2006 these numbers had declined (to 28.0 % for boys and 
26.5 % for girls), but still remained among the highest in Europe. Among boys 
bullying usually takes the form of direct physical abuse; whereas among the 
girls it is non-direct verbal abuse. According to some of the stakeholders 
interviewed, some groups may be at higher risk of bullying, such as pupils 
from low income backgrounds, Roma children, or new pupils in a class, which 
sometimes result in the need to change schools or pupils’ unwillingness to 
attend school in general. Many actions are now being taken to improve well-
being and reduce bullying at school. These include preventive the programmes 
listed below. 

 The Olweus programme was piloted in 2008-2010 in 93 schools and 
currently the National Centre for Special Needs Education and 
Psychology is preparing for the third phase of the Programme’s 
implementation at Lithuanian schools (2011-2012). The aim of the 
programme is to train the whole school staff to recognise bullying at 
school and to take appropriate measures. In 2008, 29 schools of 
general education participated in the programme; in 2009 an additional 
64 schools of general education joined the Programme.  

 ‘Zippy’s Friends’ – a World Health Organisation programme, focused on 
pre-school education establishments (for children of 5-7 years of age). 
The Programme is aimed at improving children’s emotional well-being 
and helping them to acquire skills and competences for dealing with 
social and emotional difficulties. It is one of the most successful 
bullying prevention programmes in Lithuania. In 2009 72 000 children 
participated in the Programme. Since 2001 2 660 teachers have been 
trained under this Programme.  

 ‘Second Step’ is a programme dedicated to children in in the first four 
years of primary school to develop their social skills and competences 
and reduce aggressive behaviour and violence. 

 ’Skills for Adolescence’ of the Lions Quest programme. The aim of the 
Programme is to develop essential social and emotional skills for pupils.  

 
NGOs have also taken action in this area. An initiative called ‘Stop bullying’ 
has been undertaken since 2004 by child line. 
 
A website was developed (www.bepatyciu.lt) under the European 
Commission’s Daphne Programme, aimed at preventing and combating 
violence against children, young people and women and to protecting victims 
and groups at risk. The programme provided integrated information in relation 
to bullying to children, parents, and schools. 
 
However, it is agreed that despite the wide variety of programmes currently 
implemented, there is a lack of actions for teenagers.  
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The Annual Report of the Ministry of Education and Science (2010) states that 
although 2008-2010 can be called breakthrough years in relation to changing 
views towards preventive programmes being implemented at schools, the 
need to improve their implementation and effectiveness still remains.  
 
Sources: Ministry for Education and Science (2009) Patyčios Lietuvos mokyklose: problemos ir jų 
sprendimo būdai  
 
The National Centre for Special Needs Education and Psychology: Olweus Programa 

Anti-bullying 
agreements, 
Netherlands 

The Public Education Association provides guidance for schools to reduce the 
incidence of bullying. The approach used is comprehensive and integrated, 
involving all stakeholders including students, parents and teachers.  
 
It signs agreements with schools that commit them to reducing bullying and 
help to focus attention here. These agreements declare that the school 
management will devise an effective response to the problem of bullying that 
will ensure the cooperation of teachers, parents and students. This will be 
achieved through:  

 raising awareness of the problem by ensuring that students are aware 
of the severity of bullying;  

 disseminating information on the prevention and tackling of bullying to 
all parents within the school; 

 providing money for the training of staff, teaching materials, activities 
for parents and resources. 

 
The agreements commit the school to undertaking regular self-evaluations. It 
provides guidance to schools in the form of brochures and an interactive self-
evaluation test. This test provides students with the opportunity to inform 
teachers about bullying within the school.  
 
Sources: Public Education Association: Over Pesten   
 
Public Education Association, Nationaal Onderwijsprotocol tegen Pesten 

Review of 
programmes to 
combat bullying, 
Sweden 

A January 2011 report by Sweden’s National Agency for Education 
(Skolverket) of eight ready-made programmes used by municipalities to 
combat bullying recommended that schools re-evaluate their methods. 
According to the survey, 1.5 % of students are bullied for a year or longer. 
This equates to 2-3 students in the average school of 191 students. A total of 
10 000 students in grades 4-9 (ages 11-16) participated in the study. The 
programmes that have been studied over a period of three years are Friends, 
SET, Lions Quest, Olweusprogrammet, Farstametoden, Skolkomet, 
Skolmedling and Stegvis. 
 
The report highlighted that the programme ‘Friends’ is an effective initiative, 
which nevertheless has elements that are counterproductive. One of the core 
ideas is the use of supporting peers, who should function as observers. 
However, having students become the eyes and ears for adults has been 
linked to an increase in bullying in schools generally.    
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The report shows that girls are just as vulnerable to bullying as boys. Efforts 
also work differently for girls and boys with the evaluation showing that what 
helps the boys may have the opposite effect for girls. For boys it is important 
that the disciplinary strategies and consequences of non-compliance are 
known. For girls a systematic deployment of guards during break has proven 
effective. Students should also be involved in the planning of how to tackle 
bullying. 
 
Source: The Local (2011) School board slams anti-bullying plans, 28 January 2011, The Local, 
Sweden’s News in English  
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Raising the profile of VET pathways 

Vocational 
training, Belgium 

In Flanders vocational education and training was found to be unpopular 
among early school leavers. The First Job Agreement (FJA) and the integration 
pathways for young people offer a wide range of services, for example self-
assessment, screening, guidance, job clubs, training and employment 
opportunities in the regular labour market. Other measures (such as 
subsidised temporary work experience and recruitment subsidies) are available 
for the longer-term unemployed. The FJA has been given a key role in the 
development of training programmes for young people, as previous youth 
programmes with a heavy emphasis on training were met with scepticism and 
strong resistance from young people. Yet an evaluation study found that most 
unemployed young people wanted to work. Within the FJA programme, there 
are several options available: 

 a regular job (part-time or full-time, fixed-term or permanent) lasting 
at least one year; 

 a training-employment contract - designed to combine part-time 
education with part-time work in related areas, and lasting between 
one and three years; 

 apprenticeships - two types exist in Belgium: apprenticeships for self-
employed occupations and for salaried occupations (the latter are called 
industrial apprenticeships). They also last between one and three years. 

 
The latter measures are meant to serve those who wish to enter the labour 
market but who are also interested in further training opportunities.  
 
In francophone Belgium, there is a drive to improve the image of professional 
and vocational qualifications and to encourage more students to choose these 
educational pathways. As a result the government of Wallonia is seeking to 
introduce measures to increase the number of students undertaking 
internships, as well as vocational courses where part of their time is spent in 
the classroom and the other part gaining practical experience. By facilitating 
access to competence centres (centres de competences), the government 
hopes to improve the image of certain professions and their relevant 
traineeships. 
 
Sources: European Commission (2005) Study on Access to education and training, basic skills and 
early school leavers 
 
European Commission (2010) Rapport conjoint 2010  

Appropriate 
Opportunities in 
VET to Everyone 
Interested 
programme, 
Estonia 

Access to initial vocational education was extended to people under the age of 
25 who had not completed basic education through the Vocational Education 
Institutions Act in 2001.   
 
The ‘Appropriate Opportunities in VET to everyone interested’ programme, 
introduced in 2006, widened access to VET since the previous system had 
been very inflexible with extremely limited access. It introduced ways to enter 
VET for potential students without basic education. Such students need to be 
at least 17 years old. Those who enter with basic education, but are not able 
to fulfil the three year secondary VET education requirements, can now 
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graduate with a profession but without secondary education. Thanks to this 
measure, one can also study VET without the compulsory component of 
secondary education. 
 
The implemented changes have not, however, significantly increased the 
number of applicants to VET schools. One reason might be that the general 
public is not aware of all the possibilities that are available. It might be 
advisable to decrease the age limit for entrants without basic education from 
17 to 14 to provide a place for early school leavers. There is a pilot project to 
admit students who are 15 years old but the measure has not yet been 
mainstreamed. 
 
Sources: Grollmann, Phillip and Ruth, Klaus (XX). Achieving the Lisbon Goal: The Contribution of 
Vocational Education and Training Systems, Country Report: Estonia,  
Cedefop (2010), A bridge to the future: European policy for vocational education and training 
2002-10, National Policy Report, Estonia  

The Leaving 
Certificate 
Vocational 
Programme, 
Ireland 

In the early/mid 1990s new vocational education streams were introduced in 
Ireland. The fundamental aim was to provide more opportunities for young 
people with an interest in practical / vocational orientated training to remain in 
education and training for longer. The Leaving Certificate Vocational 
Programme (LCVP), for example, which was introduced in 1994, aims to bridge 
the gap between the more academic Leaving Certificate Established (LCE) and 
vocational education. Students of the LCVP take at least five Leaving 
Certificate subjects as well as three ‘Link Modules’ – Enterprise Education, 
Preparation for Work and Work Experience. 
 
However the LCVP has been criticised for being only “a slight variation of the 
established Leaving Certificate theme and, in no significant sense, can it be 
seen as a programme that caters to students at risk of underachievement or 
early leaving”.  
 
Sources: Darmody, M., McCoy, S., Smyth, E. (2007) Adolescents’ Educational Attainment and 
School Experiences in Contemporary Ireland 
Irish Vocational Education Association submission to the Joint Oireachtas Committee for Education 
and Science Study on Underachievement at Second Level (Not published)   

Vocational 
training, Spain 

Research has revealed that many early school leavers drop out from VET, 
which has been historically associated with school failure, low prestige and has 
few links with the rest of the educational system. 
 
The measures to reduce early school leaving in Spain include the 
establishment of IVET qualifications called Initial Vocational Qualification 
Programmes (PCPI) for students aged 16 or above. These qualifications were 
introduced as a way of increasing participation in IVET and facilitating the 
progression from IVET to higher levels of vocational education and updating 
and modernising existing vocational qualifications. 
 
In 2008 the plan to reduce early school leaving stated that there should be an 
increase in the number of Initial Vocational Qualification Programmes to 
ensure that all students are able to gain a qualification at ESO level. It was 
stated that the number of places would be increased to at least 80 000 for the 
academic year 2010-11. 
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In the Basque Country, however, ESL stands below the EU average (14.3 % in 
2007), and VET is seen to be one of the reasons for this. Significant efforts 
have been made to improve its labour market relevance by establishing a 
close cooperation between enterprises and training providers. Large 
investments were also made in order to improve the technical equipment of 
training centres and to align it with the equipment used in enterprises. 
 
Training providers that offer initial training also offer continuous training – 
which has a positive effect on the morale and motivation of trainees. The 
employment rate of VET graduates is constantly monitored; quality is 
constantly evaluated, and strict quality standards are applied in most training 
centres. VET in the Basque Country displays very low drop-out rates.  
 
A general priority of the Spanish government is to improve the attractiveness 
of VET programmes, especially those at an intermediate level where, unlike 
advanced programmes, the percentage of graduates is still a long way behind 
the European average. The Ministry of Education in conjunction with the 
Ministry of Labour and Immigration developed a ‘Road map to promote 
vocational training’. Most notably, the principal measures include a flexible, 
modular and adaptable offer; increasing the availability of scholarships for 
studying VET, accrediting knowledge acquired through experience to 
encourage workers without any qualifications to resume their studies; 
facilitating work-study combinations; creating a National Network of Reference 
Centres for the 26 professional fields; and expanding the Network of 
Integrated Vocational Training Centres. The road map also establishes the 
specific promotion of distance training, taking advantage of the possibilities 
afforded by ICT. 
 
Sources: Ministerio de Educación, Programas de cualificación profesional inicial  
Ministerio de Educación, política social y deporte (2008) Plan para la reducción del abandon 
escolar  
Commission Staff Working Paper (2010) Reducing Early School Leaving, European Commission: 
Brussels 

Reform of 
vocational 
training, Italy 

The 2003 Moratti reform radically changed the minor role previously assigned 
to regionally-run initial vocational training. In the past, the purpose of this 
training was to provide a link or interface between schools and the world of 
work.  
 
With the legislative change, initial vocational training has been extended to 
three years, highlighting its role as an alternative to the academic educational 
pathway. The basic skills training component has also been strengthened. An 
IVET qualification can also be obtained through an apprenticeship route. 
 
The apprenticeship route has been strengthened to improve both the take-up 
and the quality of provision. The ‘standard’ apprenticeship route is open to 
young people aged 16-18 years. The contract lasts for a maximum of three 
years, with the aim of assisting students to gain a vocational qualification 
(IVET). Apprenticeships are also open to people over the age of 18. 
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Since 2006, students aged between 15 and 18 have been able to attend both 
vocational training school and high school - alternating school and work 
periods. This school-work alternating system provides the possibility of 
obtaining training credits. The school or training institution will also be able to 
issue a certificate attesting the competences acquired by the students. This 
certificate will be useful to continue the studies or to enter the labour market. 
This form of education is aimed at those who wish to enter work as early as 
possible. 
 
These reforms are seen as effective methods to encourage some young people 
to remain in school, who also want to work. The developments are also 
strongly linked to higher education, higher vocational training, and the world 
of work. In particular these training opportunities allow young people to 
continue training in higher technical education and training pathways and in 
higher level apprenticeship. The partial completion of each pathway provides 
the recognition of certified credits. These can then be used to return to 
education after a break. It is also possible to switch streams within general 
and vocational education and training establishments and to move from one 
system to the other. 
 
These two pathways have been created with accompanying measures to 
increase their flexibility and the way they can meet the needs of all students. 
This means that emphasis has been placed on increasing availability of 
guidance and tutoring to support young people, in particular students coming 
from disadvantaged backgrounds. For students, who leave school without 
basic skills, some regions have established Learning Recovery and 
Development Workshops, modules that enable young people to acquire skills 
and knowledge, which they have not mastered in a mainstream setting, so 
that they can be inserted in training pathways at higher level. 
 
Several actions were undertaken to increase the attractiveness of vocational 
education and to develop it to fit the needs of the labour market.  
 
In IVET three-year courses, the variety of training on offer was enhanced and 
different types of courses were introduced. For example a course was 
developed that was divided into different segments and a second course was 
designed to suit the needs and the abilities of the learner. Courses were also 
developed specifically for disadvantaged groups, for example those without a 
middle school leaving certificate.       
 
Courses also involve a significant number of hours in practical work, both in 
real enterprises and in simulated enterprises focusing on the needs of the local 
labour market. 
 
Furthermore in order to enhance the attractiveness of VET a fourth year of 
vocational training is being introduced in the regions. The fourth year results in 
the acquisition of a technical vocational diploma allowing students to continue 
in advanced training paths and to university.  
 
Source: European Commission (2009) Italy National report ‘Education and Training 2010’ 
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Development of 
vocational 
education and 
training, Latvia 

Further development of vocational education is considered as one of the most 
important indirect preventative measures in tackling ESL. A good quality 
vocational education is expected to attract students to whom academic routes 
do not seem attractive. The following are examples of some developments in 
the field of VET in relation to early school leaving. 

 The number and the amount of scholarships for those studying in 
vocational establishments has been increased up to LVL 20 per month 
between 2007 and 2010 and up to LVL 40 during years 2011 – 2013, 
amounting to an investment of LVL 4.36 million during 2007-2013. 

 The quality of initial VET is going to be improved and additional support 
is going to be made available for students in IVET.  

 Vocational career guidance services are going to be strengthened, for 
example by increasing co-operation with companies, motivating 
students in VET pathways, promoting educational information sources 
for young people and increasing the number of career counsellors 
trained at higher education institutions. It is expected that the number 
of VET students who have benefited from career guidance will reach 20 
000 in 2009 and 160 000 in 2013. 

 Physical improvements will be made to modernise VET establishments.  

 Access to VET opportunities will be facilitated for young people with 
special needs and young people in young offenders’ institutions. 

 
Since 2008, there have been many measures that channel additional funding 
to increase the importance, recognition and quality of professional education 
qualifications and institutions:  

 

 LVL 7 million (around EUR 10 million) of ESF financing has been 
allocated in the 2008-2011 period to raising the qualifications of 
professional school teachers. 

 LVL 6 million (EUR 9 million) in the 2008-2012 period for measures to 
encourage young people to enter professional education. 

 LVL 10 million (EUR 14 million) in the 2008-2013 period for stipends to 
professional school pupils in natural sciences and engineering. 

 LVL 4 million (EUR 6 million) has been allocated in 2010 for one-year 
professional education programmes to young people with secondary 
education who have not begun higher education. 

 
 

While the aforementioned measures broaden young people’s pathways into 
employment by improving the accessibility and quality of basic professional 
training, they must be viewed in conjunction with the reorganisation of the 
education system, which was triggered by the economic crisis and the ensuing 
budget cuts. In 2009, a total of eight professional education institutions were 
reorganised by merging them with other institutions, and one professional 
education institution was closed. The reorganisation of the school network is 
planned to continue until there are 38 professional education institutions in the 
country – less than half of the number of institutions that existed in 2008. 
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These changes have been driven mainly by considerations of cost-efficiency, 
and concerns have been raised that professional training will no longer be 
available to young people in remote regions. 
 
Sources: EEO (2010) EEO Review: Youth Measures, 2010, Latvia 
Cedefop (2010) A bridge to the future : European policy for vocational education and training 
2002-2010 : national policy report : Latvia, Refernet 
European Commission (2008) National Strategy Report on Social Protection and Social Inclusion 
2008 – 2010: Latvia 

Improving the 
flexibility of 
vocational 
education and 
training, 
Luxembourg 

More flexible conditions have been introduced to allow students in the 
‘preparatory system’ to access the lower cycle of vocational secondary 
education and to subsequently enter vocational training. 
 
The ‘vocational secondary education; lower cycle’ project (Projet cycle inférieur 
de l’enseignement secondaire technique, PROCI) has been launched in six 
vocational schools to reduce the level of early school leaving in Luxembourg, in 
particular within the vocational secondary education system. The lower cycle 
of vocational secondary education offers general instruction in the first three 
years of secondary education (ages 12 – 14) and students are then able to 
choose the learning pathway (vocational or professional training), which best 
suits their abilities and interests. This enables students to expand their 
knowledge and to positively orientate themselves in the education system. 
Career guidance is also strengthened. Consequently schools have put in place: 

 teaching based on the application of skills and knowledge; 

 a team of teaching staff who continuously support, guide and monitor 
students; 

 a more detailed evaluation of student’s knowledge; 

 involvement of both students and parents in choosing the next 
educational pathway, in addition to taking into account the grades 
achieved over the year. 

 
As a result of these changes there has been a significant increase in the 
number of students who are being enrolled in the ‘lower cycle’ of vocational 
secondary education and a slight increase in the number of students in ‘higher 
classes’. 
 
Source: Commission Staff Working Paper (2010) Reducing Early School Leaving, European 
Commission: Brussels 

Vocational school 
development 
programme, 
Hungary 

The goal of this programme was to halve the drop-out rate from vocational 
schools, from the rate of 30 % in 2005. The programme supports young 
people who have been unsuccessful in their school studies or have dropped out 
of the school system. Beneficiaries take part in a one-year project-based 
programme which enables them to develop relevant competences. The 
programme is based on modular learning and allows participants to choose 
modules most relevant to them. Partial vocational qualifications can be 
granted through the programme, which are fully recognised when the 
individual decides to re-enter the education system. Competences and skills 
gained under the partial vocational qualification are also fully recognised in the 
labour market. In 2005, when the programme started, 23 schools were 
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involved. Since then, more schools have applied to take part but more work is 
needed in order to make the programme as successful as hoped. 
  
Sources: Liskó, Ilona (2009). ‘Vocational training and early school leaving’, chapt 4, In Fazekas, 
Károly, János Köllő, and Júlia Varga (eds), Green Book for the renewal of public education in 
Hungary. Budapest: Ecostat 
Kézdi, G and Surányi, E (2009). A Successful School Integration Program. An evaluation of the 
Hungarian National Government’s School Integration program 2005-2007, Roma Education Fund   

Vocational 
education and 
training measures 
in the Netherlands 

Vocational schools in the Netherlands are known as ROC centres. These 
schools have seen a 25 % decrease in the number of early school leavers since 
2005. In Albeda college in Rotterdam strong guidance and support has helped 
to keep students in school. The ROC van Twente school saw a 29 % decrease 
in the rate of early school leaving and this was said to be the result of 
cooperation between ROC schools, secondary schools, the Ministry and the 
Municipal Council. Furthermore a strict absenteeism approach was 
implemented. 
 
The Skills Netherlands competitions are National competitions for VMBO and 
MBO students. Skills Netherlands promotes the importance of vocational 
education and aims to improve its image, to encourage skills development and 
provide career guidance. The competitions provide students with the 
opportunity to display their talents and give motivation. 
 
The representatives of JOB students union also stated that a campaign was 
launched to spread awareness of the importance of vocational education and 
careers and to raise the profile of vocational pathways within society. The aim 
of the campaign was to change the image of vocational study paths. 
  
Sources: Aanval op schooluitval: Daling aantal voortijdig schoolverlaters zet door 
Skills Netherlands  
Stakeholder interview, JOB 

New Opportunities 
Initiative, Portugal 

In Portugal, part of the New Opportunities Initiative targets vocational 
education. The NOI aims to reduce school failure in secondary education and 
to place half of all students in vocational courses until the age of 18. The 
initiative was implemented in 2005 in response to the national qualifications 
deficit and to the European recommendation that Portugal should ‘implement 
measures to raise the educational performance levels of young people’.  
 
As part of the NOI, several measures have been taken to reduce school failure 
and early school leaving including: 

 the diversification of vocational training and an increase of places 
available in dual certification courses; 

 more emphasis on vocational training and the adjustment of technical 
qualifications to specific occupations.  

Recent figures have shown that these reforms are helping to decrease the 
early school leaving rate (2000: 43.6 %; 2005: 38.8 %; 2009: 31.2 %), 
especially thanks to enrolment in vocational training courses. The proportion of 
secondary education students attending vocational courses increased from 10 
% in 2005 to 40 % in 2008 and is expected to reach 50 % in 2010/2011. 
Source: Simões, Nádia (2010) EEO Review: Youth Measures, 2010, Portugal 
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Reforms of 
Vocational 
Education and 
Training, Sweden 

The Government is putting forward the following reforms:  

 Clearer distinction between vocational and academic orientations at 
upper secondary level; some of the new plans aim to make a clearer 
distinction between vocational and academic orientations. Students in 
vocational training will be given more in-depth training in their 
respective occupational choices. Students in academic programmes will 
be better prepared for university studies and it is believed that the 
greater focus on practical elements in vocational courses will reduce the 
number of drop-outs from vocational courses.  

 Improvement of quality and value of vocational upper secondary 
pathways. The aim is to create upper secondary VET, which will be 
viewed as an equally attractive option by young people as academic 
pathways and which will meet the needs of today’s labour market. 
Social partners will be more closely involved in the design and 
implementation of vocationally-oriented programmes than they have 
been to date. This development should be seen within the context of 
the introduction of a new organisation of higher vocational education 
and training in July 2009 which will bring together post upper 
secondary school vocational programmes that are not found in the 
higher education system. This will include programmes that are 
currently found in advanced VET and supplementary courses. The 
initiative will result in approximately 1 000 new places over three years. 
The Government estimates that the cost, including financial aid for 
studies, will amount to SEK 50 million in 2009 and SEK 100 million in 
2010 and 2011. 

 Introduction of apprenticeships: in 2007, in order to prepare for the 
coming upper secondary school reform, the Government decided to 
introduce a pilot project for upper secondary apprenticeship training as 
an alternative to upper secondary VET programmes, with the same 
knowledge and competence targets as school-based vocational courses. 
The pilot project started in Autumn 2008 and the aim is to strengthen 
the link between education and working life; at least half of the total 
time for education and training is to be spent at a workplace. A grant of 
SEK 25 000 is provided as an incentive per academic year, per 
apprenticeship place. As there has been a lot of demand for places on 
the pilot project the Government has proposed that the number of 
places will be increased from the initial 4 000 to a total of 6 000 
starting in the academic year 2009/10. 

 In May 2009, the government presented a bill, Higher Requirements 
and Quality in the New Upper Secondary School, which carried 
proposals for a new reformed upper secondary school. In order to 
better prepare students for working life, a permanent apprenticeship 
programme will be introduced in 2011 as a standard course of studies 
in upper secondary school. 

 
Greater specialisation and improvement of vocational pathways at upper 
secondary level are expected to increase the motivation of pupils. The upper 
secondary education will therefore be developed in the direction of more 
alternative forms of study and will contain educational pathways both for 
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students who want to go on to post-secondary education and for students who 
want to go straight into work. Social partners will be more closely involved in 
the development of VET programmes and importantly, at the forefront of the 
developments is the acknowledgement that not all pupils want to pursue 
higher education studies – and those pupils who do not wish to do so, must be 
offered alternative educational pathways which they will find of interest but 
which at the same time also meet the labour market needs. 
 
Some argue these developments are likely to increase completion rates as VET 
students will no longer be forced to follow as many theoretical subjects as 
before. Others claim that this reform may lead to a weaker understanding of 
core, academic subjects for those on vocational courses and consequently 
have a detrimental impact on the possibilities of IVET graduates to continue 
their studies at higher education institutes. 
 
Sources: The Ministry of education and research (2007) Sweden's National Report 2007; material 
for the 2008 Joint Interim Report on the implementation of the Education and Training 2010 work 
programme  
Ministry of Education and Research (2008) Fact sheet on the Swedish Government’s Budget Bill for 
2009, presented to the Parliament on September 22, 2008  
Anxo, D (2010) EEO Youth Measures, 2010, Sweden 

Vocational 
Education Reform, 
UK 

The main reform enacted under the previous government was the introduction 
of the 14-19 Specialised Diplomas. This was a new qualification phased in from 
September 2008 and intended to provide an answer to a longstanding issue – 
how to motivate and engage learners in the 14-19 age group through 
vocational learning, without closing off options for progression into other 
routes. It was intended that the Diploma should eventually be available in 14 
or more ‘lines of learning’ (for example ‘construction and the built 
environment’, ‘environmental and land-based studies’, ‘retail business’) and at 
three levels: Foundation (level 1 in the National Qualifications Framework), 
Higher (level 2) and Advanced (level 3). The Foundation and Higher Diplomas 
can be taught alongside the National Curriculum in the last two years of 
compulsory schooling or in post-compulsory education and the Advanced 
Diploma, which will be available in Upper Secondary education (in school sixth 
forms, Sixth Form Colleges and Further Education institutions), can be taken 
as a stand-alone qualification or in conjunction with other studies, such as GCE 
A Levels. 
 
A major aim of the Diploma design is that it should allow flexibility in 
progression. Learners who have taken a Foundation or Higher Diploma should 
be able to switch to a different ‘line of learning’ or to a general education 
qualification in Upper Secondary education, whilst the Advanced Diploma 
should provide a route to Higher Education. Together with the need to make 
the different lines of learning available to pupils in schools which do not have 
the necessary specialist facilities, this has resulted in complex qualification and 
assessment structures and complex partnership arrangements between 
schools and further education institutions. 
 
The advent of the Qualifications and Credit Framework has also created scope 
for developing greater curriculum flexibility modelled on a variety of activities. 
Source: Gracey and Kelley (2010) Changing the NEET Mindset: Achieving more effective 
transitions between education and work, Centre for Innovation and Learning    
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Actions taken to promote partnership-working / inter-agency activity 

Inter-agency 
working in Ireland 

In May 2009, the remit of the National Education Welfare Board (NEWB) was 
extended to include three Department of Education programmes – the Home 
School Community Liaison Scheme (HSCL); the School Completion Programme 
(SCP); and the Visiting Teacher for Traveller Service (VTTS). The aim of this 
change was to enable closer integration of these services at local, regional and 
national levels and to increase their effectiveness.  
 
According to a representative of the Department of Education and Science, the 
enhanced remit of the NEWB was intended to create a more holistic approach 
to dealing with the welfare of children. Prior to this there would have been 
criticism of overlap and / or a lack of joined-up thinking. The NEWB is 
currently working on an integrated strategy in order to create a single 
strategic approach to services.  
 
At local level, there is a HSCL teacher on the local SCP management 
committee and vice versa. These practitioners work with the same families so 
on a day to day basis the aim is that they would work together and in some 
cases set up joint programmes. They also try to have the same target – and 
work together on this. They might for example do joint visits to families.  
 
In addition, the National Children's Strategy Implementation Group (NCSIG) 
committed to establishing a network of Children's Services Committee (CSC) 
under each of the 34 city and/or county development boards in the country. 
The Children's Services Committees will include representatives of all major 
organisations and agencies working locally on behalf of children and young 
people. The committees’ remit is to improve quality and accessibility of 
services for children and families at local and community level, through 
integrated planning, working and service delivery.  
 
There are currently four Children’s Services Committees which draw together 
services at county level to look at issues that go beyond education. According 
to one stakeholder, because it is mandatory for the services to come together 
on the committees, the CSCs work better than previous committees where 
there was a lack of representation from some services because they were not 
obliged to take part.  
 
Sources: Children’s Rights Alliance (2011), Is the Government keeping its promises to children? 
Report Card 2011, Children’s Rights Alliance, Dublin. 
 
Stakeholder interview, DES 
 
Stakeholder interview, SCP 
 
Office of the Minister for Children’s and Youth Affairs 
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Community based 
Child Welfare 
Programme 
(CWP), Ireland 

The Community based Child Welfare Programme (CWP) employs four workers 
to work with children and young people at risk of neglect in families living with 
addiction in the Dublin 10 area. They support the coordination of voluntary and 
statutory services around children and young people and also initiate and 
deliver programmes and supports to children and families in cases where local 
agencies cannot respond to the need identified. They work in partnership with 
all Ballyfermot Drugs Task Force Projects, HSE, DCC and other relevant 
agencies and organisations. 
 
Source: Familiscope 

‘Career catching 
agents’, Austria  

‘Career catching agents’ is a regional multi-stakeholder project from the Styria 
region, which has been chosen as a best practice model by the OECD and also 
seen in Austria as a model for further development concerning transition from 
school into the labour market. The province established a strong regional 
network to improve young people´s transition from compulsory education to 
further education, training or employment. The project is run by a network 
including representatives from the Styrian provincial government, schools and 
other educational institutions, employer organisations, individual companies, 
trade unions and the PES. The project supports a wide range of initiatives, 
central to all of which is improved contact between schools and firms, and 
improved access to advice and information. Specific initiatives include the 
creation of a database of apprenticeship opportunities, co-ordination of work 
experience placements, networks of employers who are willing to speak at 
schools, information evenings for young people and parents and support and 
resources for school student advisers and career teachers.  
 
For more information: Career catching agent 
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Involving parents/ the local community in school activities 

Familiscope, 
Ireland 

Familiscope was established in 2004 in Ballyfermont. Its main aim was to 
provide intensive supports in terms of emotional and behavioural 
competencies for children who need them, working with the significant adults 
in the child’s life.  
 
Familiscope now “exists to work with children, young people, families and 
groups in the Ballyfermont Community who may experience emotional, 
behavioural, communication and / or relationship issues”. Familiscope has a 
number of key principles in carrying out its work:  

 it is a community-based, needs-led organisation; 

 it employs a child-centred philosophy and uses family approaches in its 
work; 

 it recognises the need to respond and intervene directly with its 
beneficiaries, while also aiming to build capacity of others involved; 

 it believes in working in a way that incorporates all dimensions of the 
individual / family involved; 

 it works in partnership with local agencies and organisations in meeting 
the needs of children, young people, families and schools.  

 
In partnership with local schools and other agencies, Familiscope facilitates 
and delivers a range of intervention programmes, e.g. art therapy, arts-based 
lunchtime club, speech and language services, child welfare / family support 
services.  
 
The Incredible Years Parenting Programme began in Familiscope in January 
2007. The programme trains parents to support the emotional and social 
development of their children. It is further supported by Incredible Years 
programmes in the local schools.  
 
Sources: Familiscope  
 
O’Reilly, S. (2008) Familiscope, An integrated approach, in In Touch: Challenges for 2008, Issue 
91 January / February 

Learning 
Communities, 
Spain 

The National Action Plan to reduce early school leaving promotes the 
collaboration between education authorities and parents’ associations to 
develop measures that aim to reduce early school leaving. Furthermore it is 
stated that there should be a mechanism that allows parents to have a greater 
involvement in their child’s education. The plan also advocates ways of 
encouraging parents to attend meetings with teachers concerning their 
children and the use of technology in the communication between parents and 
schools. Use of the internet for example can provide an excellent way for 
schools to communicate with parents so that parents are aware of 
developments within their children’s schools.   
 
Regional authorities provide funding to parents associations to ensure 
participation. 
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In terms of parent and community involvement in reducing early school 
leaving, a key policy is the introduction of ‘Learning Communities’ in a number 
of regions. The communities were launched as an alternative to traditional 
teaching methods to tackle the problem of early school leaving. They are 
largely based in deprived communities.  
 
Learning Communities are normally associated with pedagogic innovation, 
since the 'old' pedagogic methods may not have had an impact on early school 
leaving rates. Key characteristics of all Learning Communities are the 
involvement of whole communities to foster educational success and the 
promotion of ‘maximums’ (high expectations) among young people.  
 
In general the Learning Communities approach begins with a period of 
consultation, during which schools, students, parents and the wider 
community decide on goals for their Community. For most schools these 
objectives concern reducing dropout rates, improving the school atmosphere, 
reducing discrimination and enhancing community cohesion. The process is 
normally supported by a researcher or a facilitator. 
 
Once a plan is in place, the school community tries to engage the wider 
community to volunteer at the school. Volunteers are often university 
students, older students, staff from local NGOs, family members or other 
members of the local community. They can assist in the organisation of school 
lessons or after-school activities. Volunteers have to help to work towards the 
objectives set by the Community. 
 
Learning Communities focus on the inclusion of young people from all groups 
and academic abilities, including young people who are experiencing 
difficulties. To encourage learning for these young people one of the many 
methods used by the teachers is interactive groups. The teacher becomes a 
‘coordinator’ and utilises volunteers to work with young people. Volunteers do 
not need to be experts in the subject; their role is to ensure that there is 
effective collaboration within the group. Pupils are gathered in heterogeneous 
groups. Each group includes at least one student who is performing well at 
school who can help the others. Each group carries out a short activity, 
different from the other groups. This accelerates learning because the students 
are working on varied activities. Working together also helps pupils to develop 
a sense of solidarity and an appreciation of the contribution that each pupil 
may bring.  
 
Other activities are also implemented by schools and the local community to 
raise aspirations and create a spirit which encourages the involvement of the 
wider community. Learning Communities are yet to be formally evaluated. 
Self-assessments by schools that have implemented a Learning Community 
have reported that the project has helped to raise students’ achievements and 
self-esteem. According to the regional authorities in the Basque country, the 
Learning Community approach has had a positive impact on school attainment 
of practically all schools that have taken part in the project. Anecdotal 
evidence shows that young people, parents, teachers and local community 
members have given positive feedback. Young people enjoy the interactive 
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group lessons and look forward to participating in them. Parents and local 
community members like being involved in young people’s learning and 
consider that the attitudes of young people have improved. Teachers and 
schools have seen a reduction in absenteeism and fewer conflicts between 
teachers and pupils. 
 
In the Basque Country learning communities were implemented in order to 
reduce the rate of early school leaving. An example of this was at a secondary 
school situated in the neighbourhood of Sansomendi de Vitoria-Gasteiz. The 
school historically has pupils from disadvantaged sections of the population 
and ethnic minorities. During the academic year of 2008-09 a learning 
community was designed. Learning communities encourage innovative 
teaching strategies to foster school success for all students. Teaching 
methodologies are chosen as a result of international research and analysis 
revealing successful methods. One of the main principles of the learning 
community is that all students actively participate in the learning process and 
that there is interaction between all students. The reason for this is that as a 
result there will be a sharing of knowledge among the students and those 
students who experience learning difficulties will benefit from the help of other 
students. As a result groups should be mixed in terms of learning ability.  
 
Teaching methods include a literary and dialogue based method, the objective 
of which is to achieve good reading habits. This method is a way of sharing 
knowledge through a dialogue based on a book. Not only does this method 
develop a passion for literature and enjoyment of reading, it also encourages 
student participation, reflection and dialogue through the exploration of 
different interpretations of the same text. Through this teaching method, all 
opinions and contributions are respected without trying to enforce a certain 
point of view. The books that are selected are usually Spanish or international 
classics as they contribute to the learning process and encourage reflection 
and independent thinking.  
 
Another element of learning communities that has been noted above and that 
is also used within the learning community of Sansomendi de Vitoria-Gasteiz is 
the use of a Community group that is comprised of students and their families, 
teachers and members of the wider community. The objective of Community 
group is to listen to the wishes of the group and to make these wishes a 
reality.  
 
Subsequently meetings of key stakeholders, for example representatives of 
different subject areas, the management team and the guidance team and the 
coordinator of the learning community, are organised. These meetings cover 
different themes and aim to improve the school.  
 
Furthermore meetings of the students are organised once per term or when it 
is thought to be necessary. These meetings are made up of students and 
teachers of each year as well as the management team and guidance team 
and the coordinator of the learning community. The objective of these 
meetings is to comment on the progress of the students, the difficulties that 
are experienced, aspects that could be improved and student expectations of 
education. 
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Furthermore training for families is undertaken. These courses are aimed at 
increasing family involvement in the education of their children. Families are 
able to realise the educational role that they can have and as a result value 
the work of teachers more.   
 
In Barcelona in the Autonomous Community of Cataluña, the implementation 
of a learning community has reduced the rate of absenteeism from 57 % to 3 
% in three years and the rate of early school leaving from 37 % to 5 %.  
 
Sources: Cedefop: Nevala, Anne-Mari and Irving, Pat (2010) Guiding at-risk youth through 
learning to work: Lessons from across Europe. Luxembourg: Publications Office of the European 
Union.  
 
Ministerio de Educación, política social y deporte (2008) Plan para la reducción del abandono 
escolar  
 
Congreso Nacional Abandono Escolar Temprano Dª. Arantiza Pomares Zulueta, Cómo Evitar el 
Abandono Escolar Temprano desde Comunidades de Aprendizaje 
 
Congreso Nacional Abandono Escolar Temprano, Actuación de Éxito en la Prevención del Abandono 
Escolar Temprano 
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ANNEX 6 – EXAMPLES OF REINTEGRATION MEASURES 

 
Please note that this internal working document, which was used to 
inform the analysis for the main final report of this study, may include 
some text that has been copied directly from other sources. Please see 
sources indicated for each individual example for further information.
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Examples of interventions to offer second chances 

Second chance 
education in 
Flanders, Belgium 

The Central Exams Commission (CEC) in Flanders has responsibility for 
organising second chance education within Flanders. There are four 
divisions, each responsible for different levels of education and types of 
diplomas: 

 primary education; 

 lower secondary education; 

 upper secondary education (general, technical, vocational and arts 
diplomas); 

 diplomas for the ‘care’ sector. 
 
Several upper secondary diplomas can also be obtained at a local level in 
Adult Education Centres – there are eight centres for second chance 
education in Flanders. 
 
The new ‘higher professional education’ pathway will enable early school 
leavers to obtain an official diploma of secondary education.  
 
Source: Source: European Commission (2005) Study on Access to education and training, 
basic skills and early school leavers 

Courses to complete 
basic education, 
Czech Republic 

Courses to complete basic education are organised by basic and upper 
secondary schools and schools independently established for pupils with 
disabilities. The courses are provided free of charge and may be organised 
as daily studies or distance learning. The courses are aimed at young 
people with learning difficulties and/or disabilities, ethnic minorities and 
the low skilled. Schools organise respective courses according to the local 
needs.  
 
Source: Cedefop (2010) A bridge to the future: European policy for vocational education and 
training 2002-2010: national policy report: Czech Republic, Refernet: Czech Republic 

The Back to 
Education Initiative 
(BTEI), Ireland 

The Back to Education Initiative enables young people and adults in receipt 
of social welfare benefits to pursue an approved second or third level 
course of education. The studies are carried out on a part-time basis, thus 
enabling participants to combine education and training with other 
commitments such as family and work. Programmes are offered in the 
mornings, afternoons, evenings or at weekends. In 2001, the scheme was 
made available to early leavers who had been out of formal education for 
at least two years. A scheme of free tuition and reduced fees applies. A 
small proportion (10 %) of BTEI provision is set aside to support projects 
proposed by community education groups. A total of 16 155 places are on 
offer through Vocational Education Committees (VECs) at a cost of EUR 9.3 
million, while a further 2 277 places are provided through community 
centres at a cost of EUR 1.6 million.  
 
Source: Expert Group on Future Skills Needs, (2007), Tomorrow’s Skills – Towards a National 
Skills Strategy.  
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Vocational Training 
Opportunities 
Scheme (VTOS), 
Ireland 

The Vocational Training Opportunities Scheme (VTOS) is a full-time second 
chance education and training initiative for adults who are over 21 years 
and unemployed. The scheme is delivered and managed locally by the 
Vocational Education Committees (VECs). Courses between levels 3 and 6 
on the National Qualifications Framework are offered to VTOS students. 
Tuition, stationery and books are provided free of charge. A childcare grant 
is also available to VTOS students and they can access the adult guidance 
service. There are 5 000 VTOS places available nationally every year. 
VTOS has proved very successful in opening up learning and progression 
opportunities for people who have been unemployed with 71.5 % of 
students, who completed their VTOS programme in summer 2006, moving 
into employment or further education courses. 
 
For more information: Vocational Training Opportunities Scheme  

Second Chance 
Schools (ΣΔΕ/SDE), 
Greece 

Law 2525/1997 (article 5) established Second Chance Schools (ΣΔΕ/SDE) 
as a way of tackling social exclusion in Greece. Under the Law 3369/2005 
on the ‘Systemisation of Lifelong Learning’, the SDEs have been 
completely incorporated into the new functional network which provides 
Lifelong Learning. The law specifically states that the second chance 
schools are aimed at ‘people who haven’t completed their compulsory 
education’ (Article 2). As such, second chance schools are aimed at young 
people over the age of 18 who have not completed compulsory education. 
They are able to study for a lower secondary education leaving certificate 
and the curriculum is flexible to allow young people to choose what best 
suits their needs and interests. Particular emphasis is placed on the 
acquisition of basic qualifications and the development of personal skills, in 
order to provide young people with the competences and qualifications 
needed to enter the labour force. The programme lasts for 18-24 months. 
 
The strengths of the SDEs are as follows:  

 the curricula are flexible, allowing students to choose the subjects 
that suit their needs and interests;  

 there is a particular emphasis on the acquisition of basic 
qualifications and the development of personal skills, in order to 
provide young people with the competences and qualifications 
needed to enter the labour force;  

 the duration of the programme (two academic years) and the 
timetabling of classes in the evening (21 hours per week) allows 
students to maintain full time jobs in parallel to their studies. 

 
The SDE certificate then allows young people to participate in further 
training. 
 
SDEs were initially introduced during the 2000-2001 period, when five 
pilot Second Chance Schools were launched. So far, 48 second chance 
schools have been established in the country. In 2005/2006 some 3 600 
people were trained in level 2 (lower secondary), which was a 51.5 % 
increase compared to the previous year. Three of the schools operate 
inside state correctional facilities. 
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The second chance schools are considered a very effective reintegration 
initiative in Greece, evidenced by the positive views of graduates of the 
schools on their improved self-image and future prospects as well as by 
media reports on the work being done within the schools. Second chance 
schools in state correctional facilities also get very good press and appear 
to be beneficial to young inmates for their reintegration into society. The 
only weakness identified is that the visibility of SDEs is relatively low and 
could be further increased, to attract further school leavers to complete 
their education. 
 
Sources: European Commission (2005) Study on Access to education and training, basic skills 
and early school leavers 
 
European Commission (2007) Hellas National Report 
 
Ideke 

Second chance 
schools in Spain 

Second chance schools are being implemented in many cities in Spain. 
One example is the second chance school in Gijon (Asturias) which is the 
responsibility of the local authority. It is seen as a ‘transition’ resource to 
help young people and brings together the main organisations that are 
working with young people at risk. 
 
The key is to adapt to the needs of the young people, providing a wide 
offer of activities that can motivate them and can be used as a pedagogical 
resource to tackle other issues before their reintegration into education or 
the labour market. 
 
Early school leavers, those without basic qualifications, immigrants and 
Roma are also among the target groups of adult education. Adult 
education centres take an initial individual assessment of needs as the 
departure point of personalised learning pathways that often combine 
basic skills (e.g. literacy) with professionalisation courses and non-formal 
learning. They may also lead towards (re)entering formal education 
through targeted admission tests. 
 
Sources: Gijon: Second chance school   
 
Ministerio de Educación (2010) Plan de Acción 2010-2011  

Evening Schools 
(vakara mainu 
vidusskola), Latvia 

Adults who are over 18 years can attend evening schools (vakara mainu 
vidusskola), which provide an opportunity for individuals without 
qualifications to complete basic or general secondary education 
programmes on a full-time or part-time basis or through distance learning. 
There are no age restrictions but one must have either a certificate of 
basic education (if the student wants to proceed to secondary education) 
or a school report with a transfer statement to the next class (in case of 
unfinished basic or general secondary education).  
 
At the beginning of the academic year 2002/2003 there were 35 general 
evening schools in Latvia with 14 805 students, of which 1 812 were 
following a primary education syllabus. To ensure better access to evening 
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studies sometimes full-time or part-time evening departments are 
established at general secondary schools or in the form of part-time 
consultation centres in rural municipalities. Statistics from the Ministry 
show that 60 % of students in evening schools were studying at grade 9 in 
2004. 

Adult Schools / 
Adult Learning 
Centres, Lithuania 

Adult Schools or Adult Learning Centres offer possibilities to continue 
terminated learning and acquire basic, general or secondary education, to 
study new subjects which were not in the teaching programme at the time 
of their schooling, to repeat courses, to address credit shortages and to 
prepare for certificate exams of compulsory or secondary education.  
 
Adults learn under specially designed adult learning programmes of 
primary, basic and secondary education. Adult education programmes are 
shorter in their content and teaching subjects are adjusted to adult 
educational needs. The most important aspect of adult learning is that 
participants can choose flexible ways of learning (modular learning, self-
learning, part-time or distance learning), depending on their personal 
circumstances. Possibilities are provided to choose a convenient time for 
learning, the learning programme and / or to plan their own learning 
process.  
 
The following learning programmes are available:  

 successive – after finishing one grade a student is transferred to 
the upper grade;  

 modular – the knowledge of one or more required school subjects is 
obtained in one school year; 

 adult schools offer the following types of learning; 

 full time studies - comprehensive studies are in shifts: morning and 
evening classes;  

 extra-mural studies – learning is held within group and through 
individual consultations; compulsory credits are taken; 

 individual studies - studies are organised for individuals who have 
accomplished secondary education and are willing to revise certain 
subjects of general education, as well as for those who have 
acquired the Learning Achievement Certificate. 

 
Source: Limbacher, László (2008) A Second Chance School in Hungary, OECD publication  

Legal Framework for 
second chance 
schools, 
Luxembourg 

A legal framework has been introduced for second chance schools. This is 
among the most innovative and conceptual measures targeted at young 
people aged 16 to 24 to address early school leaving, which is still a 
worrying concern.  
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The project seeks to reinforce the motivation of young people who left 
school and would like to be reintegrated back into the traditional school or 
professional training system, whilst increasing their social, practical and 
general skills. The applicant is selected by the head of school in 
cooperation with the Local Action for Young People (Action locale pour 
jeunes, ALJ). Assessments and orientation decisions by the school are 
taken on the basis of a portfolio which is prepared for each student.  
 
Source: EEO (2010) EEO Review: Youth Measures, 2010, Luxembourg 

Belvárosi Tanoda 
Secondary School, 
Hungary 

The Belvárosi Tanoda Secondary School offers an informal, flexible 
environment and alternative teaching methods for students who have 
dropped out of upper secondary education. It has been providing 
alternative education for 16 to 25-year-olds since 1990. It is run by a 
private foundation, with the state covering about half of its operating 
costs. In 2007, the school had 146 students and 37 staff members. These 
included 100 full-time and 35 part-time students in general upper 
secondary education and 11 students in vocational post-secondary 
education. The school employed 18 full-time and 13 part-time teachers 
and six additional staff members. 
 
The school is open from 9 a.m. -7 p.m. on weekdays. Every room is 
accessible to all students including the staff room. One special aspect of 
the informal environment is that there is no organised school meal; 
students eat in the rest area or the staff room.   
 
Every student pairs with a teacher of his or her choice for help both in 
learning and in other aspects of life. The student signs a study contract 
with personal objectives for the school year and learns according to a 
personal timetable. The school offers no full-year classes but organises 
small study groups by subject. One-to-one teaching is used when 
necessary and possible. 
 
In the school year of 2003/2004, there were 124 students at Belvárosi 
Tanoda Foundation High School. Of these, 73 students took successful final 
exams in one or more subjects, 16 students finished their secondary 
school studies and took final exams in all necessary subjects. 
 
Source: Belvárosi Tanoda Secondary School  

Second chance 
schools, Poland 

The system of second chance schools in Poland is organised by different 
actors: central (government) administration, local self-government, social 
organisations and associations, religious organisations and other (mainly 
private) institutions. In 2009/2010 there were in total 3 645 schools for 
adults in Poland – 79 central administration entities, 1 164 local self-
government entities, 416 social organisations and associations, 4 religious 
organisations and 1 982 other.  
 
The schools can be accessed by people over the age of 18 or by the people 
over 16 if they are at risk of dropping out from the regular education 
system. The learning in the second chance schools in Poland is free of 
charge (in private institutions it is possible to charge for some vocational 
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courses). They offer the possibility to study in the mornings, afternoons or 
weekends and there are some schools offering e-learning. Apart from this, 
they usually offer additional classes for under-achievers, extra courses to 
prepare for national exams, psychological and career counselling, and 
some schools organise other extra activities (e.g. workshops on 
aggression, etc.).  
 
In 2009-2010 there were :  
 

 4 primary schools for adults with 81 students; 

 148 lower secondary schools with 14 464 students; 

 2 492 general secondary schools with 20 4088 students; and 

 1 001 vocational schools (basic vocational schools, technical 
secondary schools and specialized secondary schools) with 55 944 
students. 

  
Source: Central Statistical Office, Education in 2009-2010 school year, Warsaw 2010 

Second chance 
programmes, 
Romania 

The Second Chance Programme for Primary and Lower Secondary was 
introduced in 1999 at lower secondary level and then continued in 2005 at 
primary level as well as in a revised form for lower secondary level. The 
programme is managed by the Ministry of Education and Research with the 
involvement of County School Inspectorates and Teacher Training 
providers.  
 
The second chance programme offers support for young people who left 
compulsory education because of social or personal reasons. It also aims 
to prevent and fight marginalisation and social exclusion as it provides 
opportunities to complete compulsory education and provides 
opportunities to undertake IVET courses. The graduates of this programme 
have the possibility to enter the labour market or to continue their 
education at post-compulsory level. This programme has some specific 
features that appeal to many school leavers: 

 the study hours are shorter;  

 the flexible timetable allows young people to enter the programme 
at a time suitable for them and progress at their own pace; 

 a modular curriculum makes studying flexible; 

 the programme offers opportunities to have prior learning assessed 
and accredited;  

 all participants benefit from an individualised study programme;  

 the programme is focused on student-centred methods which are 
adapted to adult learning. 

 
The number of participants grew from 517 in the school year 2003-2004 to 
about 10 000 in 2007-2008. The results show that the programme has 
increased enrolment in second chance programmes for primary and 
secondary education in all counties and has improved the chances for 
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integration into the labour market for graduates of second chance 
programmes in secondary education. The success of the programme is 
also the provision of training for teachers, enabling them to improve their 
teaching methodology in all classes, not only in the second chance 
courses.  
 
The success factors of the programme are its flexibility and the fact that it 
offers training for teachers as well as educational materials. The 
programme shows the need to adapt the educational schedule according to 
the individual’s needs and the role of the school director in implementing 
inclusive education principles. 
 
Source: European Commission (2009) Romania National Report 2009 - Education and 
Training 2010 work programme – Based on the domains of Key competences 

Pupil Referral Units 
(PRUs), UK 

Pupil Referral Units (PRUs) in the UK are a type of school; set up and run 
by Local Authorities (LAs) to provide education for children who cannot 
attend school. Local Authorities have a duty under section 19 of the 
Education Act 1996 to provide suitable education for children of 
compulsory school age who cannot attend school. Placing pupils in PRUs is 
one way in which LAs can ensure that they can comply with this duty. 
 
PRUs are not just for children with behavioural issues but cater for a wide 
range of pupils — those who cannot attend school because of medical 
problems, teenage mothers and pregnant schoolgirls, pupils who have 
been assessed as having a phobia of school, and pupils awaiting a school 
place. They also provide education for pupils who have been excluded and 
they can be used to provide short placements for those who are at risk of 
exclusion. 
 
Some PRUs cater for particular kinds of pupils (units for teenage mothers 
and pregnant schoolgirls, for example), while others will cater for pupils 
with a mix of reasons for attending. For most pupils, the main focus of 
PRUs should be on getting them back into a school. 
 
PRUs can provide full-time or part-time education. The minimum level of 
education to be provided varies depending on the age of the child and 
their reason for being in the PRU. Children with medical needs, for 
example, may not be able to manage a full-time curriculum; they should 
receive as much education as their condition allows but the minimum 
should be five hours a week. Young people who have been excluded 
should have full-time education which, for those in Key Stage 4, is 25 
hours a week.  
 
For more information: Pupil Referral Units 
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Examples of holistic reintegration programmes 

Youth Workshops 
(Nuorten 
työpajat), 
Finland 

Youth workshops (nuorten työpajat) have existed in Finland since the late 
1980s but have only been used in their current form since the mid 1990s. The 
workshops typically occupy a ‘middle ground’ between the education system, 
work, social and health services aiming to overcome a range of barriers and 
obstacles that early school leavers must overcome if they are to make a 
successful transition to further education/ training or employment.  
 
The Youth workshops aim to support young people’s social growth, deal with 
social and personal problems and reinforce their skills in life (e.g. 
experiencing a daily training/work routine), thus preventing exclusion and 
guiding young people into education and the labour market. They are a place 
where young people can review their options for the future and make plans 
for reaching such goals. Workshops have different orientations allowing young 
people to learn practical skills in different fields such as graphic design, metal 
works, carpentry, textiles, catering, etc. 
 
Most young people participate in the workshops for five to six months. Youth 
workshops supported just under 9 000 young people in 2008, reaching nearly 
a third of all unemployed young people in 2007.  
 
Youth workshops are holistic, person-centred approaches that aim to identify 
and address the full range of barriers and issues faced by the young person 
involved. For instance, they aim to support their beneficiaries in terms of 
developing self-confidence, learning key ’life management skills’, identifying 
their personal goals and developing the motivation to pursue these. They are 
put in place to help those in need of the most support. Thus, the target 
groups tend to be young people experiencing ’multiple disadvantages’ who 
have left school early but who have additional support needs alongside their 
low level of qualifications, such as social, behavioural or emotional problems, 
lack of motivation to participate, or other problems related to the individual 
(e.g. health problems, offending) or their individual circumstances (e.g. caring 
responsibilities). In other words, the programme aims to help the young 
person with their personal challenges while they start the reintegration 
process back into learning or employment. Workshops are voluntary and 
reinforce the message that support should not be forced upon the young 
person. 
 
The workshops have had to increase the share of activities geared towards 
‘social integration’ over the current decade in a form of preparatory coaching 
with the aim of helping a young person to manage their everyday life (e.g. in 
terms of substance abuse, helping to find accommodation) before they can 
move onto other aspects of the programme. The current decade has seen an 
important increase in the number of young people with more serious social 
and personal problems – problems that used to be less common among 
participants when the programme first started. 
 
Youth workshops pay a great deal of attention to the provision of on-the-job 
training and thereby on the labour market integration of participants. Mentors 
come from two separate backgrounds. Mentors dealing with social and 
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psychological concerns include professionals such as nurses, youth workers, 
psychologists and social workers. Importantly, participants are also supported 
by labour market mentors who help young people by looking for work-based 
training places, helping to develop skills required in the labour market (e.g. 
time management, workplace behaviour) and teaching practical skills related 
to their trade in the workshop. Young people therefore have an opportunity to 
develop their vocational skills in the workshop (and when possible in 
companies too) and thereby obtain valuable work experience which can help 
them to find work after the programme. When appropriate, mentors also help 
young people to identify whether their interests and skills can be tied with 
self-employment options (e.g. examples of businesses set up by former 
participants include bike repair shops). 
 
Youth workshops also seem to be based on a greater degree of co-operation 
between a range of different agencies that work with vulnerable young 
people. The cooperation began between the labour administration and youth 
services at national and local levels and has now spread to social, health-care, 
education and youth justice sectors. Such cooperation with the relevant 
authorities in these areas is seen to be a key success factor in order to 
identify individuals at risk of exclusion, to motivate young people to take part 
and to facilitate their transition to mainstream education or employment. A 
solution is found usually for around 66 % of beneficiaries. 
  
In the past few years, Youth workshops have paid growing attention to 
collaboration and contracts between workshops and accredited learning 
providers, which can help to make sure that some parts of learning gained as 
part of workshop activities is recognised and accredited by local training 
providers (e.g. that in some cases young people can receive credits towards 
IVET qualifications). This ensures that the time spent on interventions such as 
Youth workshops can be used towards moving forward in terms of career 
pathway. Although it is not the main aim of workshops, the recognition of 
learning is expected to act as a motivating factor for both municipalities and 
young people as avoiding repetition leads to shorter study times and lower 
training costs. 
 
Source: Nevala, Anne-Mari (2009) What works in moving early school leavers towards 
participation in learning or employment: a brief comparison of practices in Slovenia and Finland. 
Peer Review on “Project Learning for Young Adults: A social integration programme helping young 
people back into work and education”. Slovenia, 2-3 November 2009  

Competence 
agencies, 
Germany 

Competence Agencies were established by the Federal Ministry for Families, 
Senior Citizens, Women and Youth in Germany in 2006. They aim to support 
particularly disadvantaged young people in finding their way into an 
occupation and into society through additional social education support. They 
offer assistance for those who are not (or no longer) reached by the existing 
system of support for the transition from school to work. The Agencies use a 
‘case management’ approach and individuals receive long-term support and 
guidance from a specialist case worker. Using a tailored support and 
qualification plan, which takes into account the individual’s specific needs and 
family and personal environment, as well as the regional context, the young 
person is supported to find employment or to resume their education and gain 
further qualifications.  
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After a pilot phase between 2002 and 2005 involving 15 pilot competence 
agencies, the programme was extended in 2006 to cover approximately 200 
locations. Since September 2008, work has been ongoing in about 200 
competence agencies within the scope of the new ESF funding period and is 
initially set to continue until August 2011 (a budget of EUR 59 million has 
been allocated for the programme from September 2008 to August 2011). 
The competence agencies are working in conjunction with the labour market 
stakeholders, youth welfare offices and peripatetic youth workers to establish 
initial contact with the young people. Fixed and long-term local contact 
partners are in place to support the young people and provide encouragement 
and assistance. They cooperate with other stakeholders from the fields of 
education, the labour market and youth welfare services to organise individual 
support packages. The result is a complex set of services for each young 
person. The competence agencies continue to take responsibility for the 
young people beyond placement and monitor the effectiveness of the 
assistance provided on an ongoing basis rather than merely passing the 
young people on. 
 
An evaluation undertaken in 2008, of the first 30 000 beneficiaries of the 
competence agencies showed that around two-thirds of clients had multiple 
problems. This indicates that the agencies are reaching their target group.  
 
A total of 40 % of the competence agencies are in regional areas that are 
sparsely populated. Several ways have been developed by case managers to 
ensure clients can get to the agencies. One example is of using a former 
police van equipped with a printer, laptop and telephone to offer mobile 
services. The van offers the possibility to pick up participants from home or 
from youth meeting places for example. Another example is using external 
rooms to meet participants closer to where they live.  
 
Around 20 % of clients of the Competence Agency in Olpe dropped out of the 
‘case-management’ process. The clients are less likely to drop out if: 

 the client’s problems are large or pressing (e.g. loss of 
accommodation, pregnancy) - the client recognises she/he has a 
problem; 

 the client is willing to accept support. 
Drop-outs of the case-management approach were more frequent when: 

 clients recognise the problem(s) but do not have the motivation to 
address them; 

 when other things suddenly become more important; 

 when the young person no longer sees a way out and becomes 
resigned; 

 if the young person lacks faith in the competence agency or if they 
have negative experiences from school or pre-vocational training.  

The Competence Agency developed an early warning system based around 
these factors. The level of contact with clients was increased, mainly via 
telephone. The case workers also went to youth meeting places, such as 
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youth centres, where contact with beneficiaries who had dropped out could be 
taken up again. It was decided that for every participant in case-management 
there should be a face-to-face meeting at least once a month. A telephone 
call is not enough. If clients do not appear at the meeting the case worker 
tries to reach them at home. Since October 2007 these new practices have 
been in place and the drop-out rate reduced to 3-5 %.  
 
Sources: Bundesministerium für Familie, Senioren, Frauen und Jungend: Kompetenzagenturen 
Hippach-Schneider, U. and Toth, B (2010) VET Policy Report Germany. Cedefop Refer Net.  
Deutsches Zentrum für Luft- und Raumfahrt e.V. (2008). Werkstattbericht 2008 
“Kompetenzagenturen” (Durchfuhrungsphase) Strukturen Erfahrungen Ergebnisse (Report 2008 
‘Comeptence Agencies’ (implementation phase) Structures, Experience, Results)  

Production 
Schools, 
Hamburg, 
Germany 

In production schools young people without a school leaving certificate are 
given a second chance through practical learning and the provision of services 
to find a way into training and employment. Participants make products for 
sale and provide services to the public. The production school is a full-day 
school and pupils receive a salary. The school cooperates with businesses in 
the region so that pupils can gain work experience. The aim is to increase the 
desire to learn and sense of responsibility of the pupils.  
 
There are currently seven new ‘production schools’ in Hamburg with 374 
places. It is planned that further production schools will be set up in 
September 2011 and the aim of the Hamburg Senate is to establish in total 
ten production schools with 500 places.  
 
In 2003, an evaluation of the production school in Altona (a borough of 
Hamburg) was carried out. The target group of this school is pupils who were 
unsuccessful in mainstream schools and for whom measures organised by the 
public employment services (PES) were not successful. The aim is primarily to 
prepare pupils for an apprenticeship. It is also possible to gain a school 
leaving certificate (either Haupt- or Realabschluss, general or modern 
secondary level certificate).   
 
The focus in this production school is on theoretical and practical work in four 
workshops (carpentry, PC-media with graphic design, audio-visual media and 
catering). Furthermore two hours a day is spent on core subjects. Given the 
very difficult target group it is impressive that 27.2 % found an 
apprenticeship place after the school and a further 18.5 % found a job.  
 
In a survey of students the practical work in the workshops received the 
highest approval because it was easy to find friends and to learn quickly in 
the workshops. The production of goods is key to the motivation of young 
people in the school.  
 
The survey of the workshop leaders highlighted that it is important to teach 
core values (for example punctuality) and a responsible social behaviour, as 
after the production school there is no automatic advancement to an 
apprenticeship.  
 
Source: Weiße, Wolfram (2003) Evaluation der Produktionsschule Altona (PSA) Bericht und 
Ergebnisse einer im Januar 2003 durchgeführten Evaluation (Evaluation of the production school 
Altona (PSA) Report and results of an evaluation carried out in 2003) 
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Production 
Schools, 
Denmark 
 

In Denmark Production schools (produktionsskolerne) provide opportunities 
for young people who did not obtain secondary school qualifications. There 
are currently 88 production schools which are mainly located in small to 
medium sized towns. The schools are targeted at young people under the age 
of 25 who have not completed compulsory education. Production schools are 
advised by Youth Guidance Centres on who they should admit to the schools 
and YGCs must assess and identify that the young person belongs to the 
appropriate target group.  
 
Production schools are independent institutions but are approved and funded 
by the local authorities. Local labour market organisations are represented on 
the school boards.  
 
The objective is to strengthen the personal development of the participants 
and to improve their chances in the education system and the labour market. 
Production schools are not formal qualifying upper secondary education 
establishments. The schools offer qualifications that can enable the 
participants to complete an education at upper secondary level and 
professional qualifications. There are no tests or exams and no particular level 
of Danish, mathematics and IT skills is required. There is however course 
work incorporated into the workshops so that learners acquire new skills when 
completing this work. Furthermore, supplementary teaching in Danish, maths 
and IT, equivalent to the 9th grade level, is available. The participants also 
receive counselling. 
 
An individual student is entitled to one year at a production school. The 
content of the courses offered at the schools includes activities in various 
workshops, practical work, problem solving and teaching on production and 
sales. Participants also have the opportunity to undertake work placements 
for four weeks. 
 
The coursework is different for each student and the student’s skills 
development is documented jointly by teacher and student. There is a special 
appraisal meeting every three months between the student and workshop 
teacher. Documentation of their work is gathered in a portfolio for each 
student. When a student ends his or her stay at the production school, the 
complete documentation and appraisal is handed over in a production school 
certificate. 
 
The teachers at the production schools have different educational 
backgrounds. Only a few of them are trained educators. Many have a past 
career as skilled craftspeople or in industry. They have a strong commitment 
and essential experience and knowledge about their sector.  
 
Production schools are financed by the state and grants are provided to cover 
operational and building costs. Furthermore the municipalities finance a share 
of the costs through a contribution per full time student. Students attending a 
production school receive a school allowance which in 2007 was DKK 1 329 
per week for participants over the age of 18 and DKK 555 per week for those 
under the age of 18. This allowance is seen as a wage and it can be cut if they 
do not attend or if they come late.      
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Results from 1997 to 2004 show that about 70 % of the students left 
production schools to continue some sort of education or training or enter the 
labour market. The remaining 30 % became unemployed. These were either 
adolescents with extensive difficulties who were referred to the social service 
system, or adolescents who were expelled due to behavioural problems. 
However some of these students were given another chance at a production 
school.  
 
Activity at the schools has been declining since 2004. Some studies have been 
conducted to investigate the experiences of students at production schools. 
These studies all seem to show the same tendency; students who leave the 
school to pursue a certain path generally remain active in education or in the 
labour market. It has also been noted that adolescents who become 
unemployed following participation in the production schools often return to 
education after some time.  
 
Sources: Ministry of Education: Production Schools    
 
Produktionsskol, The Danish Production Schools- an Introduction  

YouthReach, 
Ireland 

Youthreach is a national programme which targets early school leavers 
between the ages of 15 and 20. The programme was established in 1988. The 
Department of Education and Science delivers Youthreach through out-of-
school Centres for Education managed by Vocational Education Committees 
(VECs). The programme is also delivered in a network of 45 Community 
Training Centres (CTCs) funded by FÁS and ten 'Justice Workshops' funded by 
FÁS and the Department of Justice Equality and Law Reform. A parallel 
programme is delivered in the 33 Senior Traveller Training Centres (STTCs).  
 
Young people attending Youthreach Centres are given the opportunity to 
attain FETAC awards (at NFQ level 3 and 4), the Leaving Certificate Applied, 
as well as Junior and Leaving Certificate subjects. The programme is funded 
by the Department of Education and Science and the Department of 
Enterprise, Trade and Employment. In 2004, of those Youthreach participants 
who completed the course, 72 % went on to employment or further education 
or training.  
 
Youthreach participants show higher than average incidences of risk factors 
such as difficult family backgrounds, substance abuse and juvenile 
delinquency. Because of these increased social and personal needs, 
Youthreach interventions must be flexible, non-threatening, informal and 
accommodating in order to achieve their objectives. Youthreach classes are 
small with average student - staff ratios of 8:1. Participants are provided with 
individualised education plans, career counselling assistance and 
arrangements for work programme placements and apprenticeships. 
 
Youthreach caters for around 7 000 trainees every year. The programme has 
grown into a well-established national programme, which plays a central part 
in the policy agenda. A quality framework has been developed after an in-
depth consultation with all stakeholder groups including learners, staff and 
management. This has resulted in the development of quality standards and a 
range of quality assurance processes.   
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In addition, a mentoring project has been implemented to support some of 
the Youthreach centres to hold on to those young people who are most 
problematic and enable them to better cope with their lives when they leave 
the centres. The project uses mentoring as a process for engaging young 
people, through a ‘web wheel’ model which aims to pay attention to each 
individual on the programme – looking at what’s happening to them both 
outside and inside the centre. The aim is to enable the mentee to identify how 
they would like their life to be, both in the short-term and long-term, then to 
come up with a plan and try to link up the work done by the Youthreach 
centre with that plan, as well as the support the mentees receive outside of 
the centre. Youthreach staff take on the role of mentors – the Webwheel 
model provides a system to formalise / give a structure to something that was 
previously taking place on a more ad hoc basis.  
 
Studies undertaken by the Economic and Social Research Institute (ESRI) in 
Ireland have found that Youthreach does seem to provide positive learning 
experiences for young people. Through qualitative research, it was found that 
a number of young people felt that if they had had similar learning 
experiences in school and been treated the same way as they had been in 
Youthreach, it would have been a more positive learning experience.  
 
Youthreach evaluations report that participants highly value their experience 
on the programme and would recommend it to others. Key findings, reported 
in several evaluations, included the positive relationship between staff and 
learners which was ‘characterised by mutual care and respect’. Linked to the 
overall structure of the programme, the evaluations reported that ‘a positive 
climate is cultivated and activities take place in a supportive and structured 
environment’.  
 
A study on the influence of Youthreach on the employability and efficacy 
qualities of early school leavers in a medium-sized town in County Louth 
found that Youthreach participants “revealed a collective resilience (to past 
negative failures, to negative voices, to economic despondence) and a 
common positivity towards educational opportunity and their own futures”.  
 
According to stakeholders interviewed, one negative aspect of Youthreach 
seems to be that it is relatively limited in terms of participants’ opportunities 
for progression.  
 
Sources:  

Youthreach  

Expert Group on Future Skills Needs, (2007) Tomorrow’s Skills – Towards a National Skills 
Strategy  

Hopson, Andrew E, First Rate Second Chance, Effects of Participation in Ireland’s Youthreach on 
Self Efficacy and Employability 

Stakeholder interviews 

For further information on the mentoring project, see: http://www.youthreach.ie/webwheel/ 
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Senior Traveller 
Training Centres, 
Ireland 

Senior Traveller Training Centres cater mostly for members of the Traveller 
community who are over 15 years. There is a network of 33 centres 
throughout Ireland with over 1 000 approved places on the programme. 
Within an environment that acknowledges Traveller culture, the aim of the 
programme is to provide Travellers with the knowledge, skills and confidence 
required to successfully make the transition to work and to participate fully in 
their communities. The programme is designed to be flexible to respond to 
the needs, talents and interests identified by Travellers. Particular emphasis is 
placed on encouraging parents to participate in STTC activities as this can 
have positive effects on their children’s participation in education. Typical 
activities at STTCs include classes in literacy, numeracy, I.T. alongside 
creative and practical activities such as music and woodcarving. Travellers are 
able to undertake work based learning activities such as renovating buildings, 
which have assisted in community cohesion. The centres deliver important 
education in community-based settings, helping to break down barriers 
between different groups in the community. Success rates have been high 
and some centres have waiting lists for members of the travelling community 
wanting to participate in educational activities.  
 
Source: Senior Traveller Training Centres 

Actions 
organised in 
each Académie 
under the 
responsibility of 
the MGI (general 
mission of 
insertion), 
France  

These actions target young people over 16 who have left school, are not 
qualified and do not have any options in terms of further education and 
training or professional insertion (priority is given to young people without 
qualifications). The objective is to identify early school leavers and help them 
to build a new personal and professional project.  
 
Monitoring of young unqualified school leavers is implemented under the 
authority of the State representative at the level of the departement. Each 
secondary school and apprentices’ training centre is required to send the 
contact details of its former pupils or apprentices who are no longer enrolled 
on a training course or who do not have a predetermined qualification level. 
Monitoring also involves local youth integration centres (mission locales) and 
the public employment services. 
 
Regarding the number of young people who benefited from MGI actions and 
their origin, according to the latest available report on MGI activities (2007-
2008), 50 190 pupils had a preliminary interview with MGI services (-7.7 %, 
compared to 2006-2007 figures; the report mentions that the number has 
diminished every year by about 7 % for the previous 4 years). 40 % of these 
young people came from lower secondary education, 41.7 % from vocational 
upper secondary education and 15.7 % from general and technologic upper 
secondary education. 
 
Types of activities and their results: 

 activities preparing the return to a formal education; 

 aiming at building a new personal and professional project for early 
school leavers, through an individualised training plan; 

 focus on guidance and active preparation of orientation; 
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 consolidation of learners’ skills;  

 alternation between courses and vocational training/on-the-job 
training; 

 individualised follow-up. 
 
Example of a full-time activity: Local reinsertion scheme (Dispositifs d'Accueil 
Locaux d'Insertion) in the Académie of Toulouse. Young people can start and 
end their participation at any time during the year. They are registered in a 
lower or upper secondary school supporting the DALI scheme. The 
competences, needs and centre of interests of the participant are assessed 
and an individualised plan is devised with him/her or his/her parents if under 
18. The training includes a combination of course modules focusing on basic 
skills (e.g. maths, written and oral expression) and more specific skills (e.g. 
job search methods, ICT, English, health and safety, etc.), in alternation with 
vocational training (on-the-job training or within a vocational school) to 
discover a profession and develop contacts with the world of work. Modules 
can also include French classes for foreigners, if needed. Participants can 
obtain some officially recognised certificates.  
 
At the national level in 2007-2008, the activities preparing the return to a 
formal education (full-time) concerned 46.7 % of participants, with the 
following results: 

 63 % resumed their studies (9 % through another specific MGI action, 
57 % within ‘regular’ education and training institutions, 9 % in the 
private sector and 4 % started an internship organised by the regional 
authorities); 

 4 % found a job; 

 4 % were oriented towards other structures (mission locales); 

 13 % did not find any solution. 
 
The activities preparing the return to a formal education (part-time) targeting 
students still registered in an institution but seen as ‘at high risk’ concerned 
33.8 % of all participants, with the following results: 

 79 % resumed their studies (2 % through another specific MGI action, 
31 % within a ‘regular’ education and training institution, 20 % in the 
private sector and 9 % started an internship organised by the regional 
authorities); 

 9 % found a job; 

 7 % were oriented towards other structures (mission locales); 

 20 % did not find any solution. 
 
Activities in view of the award of a diploma: Modules de re-préparation aux 
examens par alternance, MOREA proposed by the Académies give an 
opportunity to re-take an examination (CAP, BEP, BAC) for those having 
already failed twice. Candidates take the modules that they need and are 
assigned an individual tutor. An important feature of this scheme is 
alternation of classes with work. 
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In 2007-2008 this type of activity concerned 12.3 % of all participants with 
the following results: 

 63 % resumed their studies (9 % through another specific MGI action, 
57 % within ‘regular’ education and training institutions, 9 % in the 
private sector and 4 % started an internship organised by the regional 
authorities); 

 4 % found a job; 

 4 % were oriented towards other structures (mission locales); 

 13 % did not find any solution. 
 

Activities to prepare professional insertion: these activities are generally 
targeted at young people who already hold a qualification but have difficulties 
in finding a job. In 2007-2008, this concerned 7.2 % of participants with the 
following results: 

 25 % found a job; 

 9 % were oriented towards other structures (mission locales); 

 37 % resumed their studies (2% through specific MGI action, 28 % 
within ‘regular’ education and training institution, 6% in the private 
sector and 2 % started an internship organised by the regional 
authorities); 

 29 % did not find any solution. 
 
Evaluations of the MGI have shown a positive impact of its activities. At the 
national level, in 2008 81 % of pupils supported by the MGI had found a 
solution to their problems through the MGI (71 % continued their studies, 3% 
found a job and 4% had been oriented towards other counselling structures). 
However, the number of persons followed by the MGI is much lower than the 
number of early-schools leavers. 
 
Sources: Ministry of Education: Édusol  
 
Cedefop (2010) A bridge to the future: European policy for vocational education and training 
2002-10: National Policy Report: France  
 
Académie Toulouse: ACTION DE CATEGORIE 1 : Accueil et remobilisation dans les Dispositifs 
d'Accueil Locaux d'Insertion (DALI) 
Information on evaluation results provided by the National Ministry 

Second chance 
schools (Écoles 
de la 2eme 
Chance, E2C), 
France 

Although the E2C are called ‘second chance schools’, they are more 
appropriately categorised as a holistic reintegration measure. These schools 
target young people aged 18-25 who do not have a diploma or qualification. 
Their aim is to motivate these young people to build their own pathway 
towards employment. At the end of 2010, there were 27 schools responsible 
for 81 sites in 15 regions. 
 
The objective of the schools is to contribute to the social and professional 
integration of early school leavers without qualifications or employment 
opportunities, by re-motivating them, helping them to start a learning 
pathway and introducing them to the world of work.  
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Registrations can be made at any time during the year and there is no strict 
limit for the duration of participation, which can vary from 6 to 24 months. 
The pedagogy in the schools is based on alternation between learning on the 
job (internships in companies) and individualised learning modules. Ultimately 
participants do not receive a formal diploma but a certificate of acquired 
competences and a competences portfolio which have been designed to be 
recognised easily by employers as well as to facilitate an eventual application 
for validation of non-formal and informal learning. 
 
The first E2C was inspired by the principles outlined in the Commission White 
Paper ‘Teaching and learning – towards a knowledge society’. After the first 
successful experimentation phase, the E2C has become a label that can be 
awarded to education and training providers. The label is given for 4 years 
and is renewable after an evaluation foreseen by an agreement between the 
State, the region and the school. 
 
Several E2C benefit from support from the European Social Fund. The 
evaluation of E2C shows that in 2006, 82 % of registered participants stayed 
in the school after registration, and 63 % found a solution at the end of their 
stay: 33 % in employment, 16 % in further training and 14 % in alternation 
of training and work.  
 
Source: Réseau des Écoles de la 2e chance en France  

Defence 2nd 
Chance Scheme 
(Defense 2eme 
chance managed 
by Etablissement 
Public d’Insertion 
de la Defense, 
EPIDE)281, 
France  

This voluntary scheme is targeted at young people aged 18 to 25 who are 
neither qualified nor in employment and who have particular learning 
difficulties. 
 
There are 20 centres in France with a capacity of 2 250 places. Staff at the 
centres include different types of professionals (mainly teachers from the 
public education system). 
 
The objective of the second chance scheme is to re-motivate young people 
through a global education project that focuses in particular on skills for 
employability. The idea is to give young people a new start in a new context 
(boarding school). 
 
Participants sign a contract of at least eight months and follow different 
training modules:  

 fundamental skills; 

 civic and social skills (e.g. health and safety); 

 vocational training linked with local education and training providers 
and employees targeted towards recruiting professions.  

 
A study carried out in 2010 revealed that 73 % of participants were 
successfully integrated into employment or training several months after 
participation in the programme.  
For more information: EPIDE, Dossier de Presse EPIDE  
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Reinsertion 
schools 
(établissements 
de réinsertion 
scolaire, ERS) 
France 

These schools were established in 2010-2011 and there are currently 
approximately 20 in operation. They target young people aged 13-16 who 
have been excluded from various schools in the past due to inappropriate 
behaviour. These schools can host pupils for up to one school year in a 
boarding school, provide them with adapted education (classes in the morning 
and sport and cultural activities in the afternoon) and help them develop their 
common core of competences, learn how to respect school rules and improve 
social relations in order to facilitate further participation in education and 
training. Staff include teachers, pedagogical assistants and staff form judicial 
services in charge of young people and volunteers. 
 
For more information: Ministry of Education: Les établissements de réinsertion scolaire (ERS) 

Experimental 
structure of 
national public 
education 
systems e.g. 
micro upper 
secondary 
schools (Micro-
lycees) and the 
CLEPT (lower 
and upper 
secondary school 
- College et 
Lycee Elitiste 
pour Tous), 
France 

These measures target young people who have interrupted their studies (e.g. 
young mothers) and want to reintegrate into general upper secondary 
education. For example in the case of CLEP the target group is young people 
aged between 15 and 25 who have interrupted their studies for at least six 
months. Participation is voluntary. 
 
The first examples of micro-lycees were developed in the Académie of Creteil 
which developed a charter defining their objectives.  
 
The CLEPT, created in 2000, are based in Grenoble. They are small 
experimental structures (80 to 100 pupils in each structure) staffed by 
voluntary teachers aiming at reintegrating young people into general 
education, to help prepare for diplomas such as the baccalaureate and to 
support the construction of a personal training project.  
 
The main characteristics of education in micro-lycees are: flexibility in 
pedagogy and schedules, joint education involving as much as possible the 
pupils, work in small groups and continuous training of teachers, focus on 
global pedagogic and educative project, individualised follow-up, longer 
presence of teachers within the school but reduced hours of teaching, 
cooperation between teachers and other staff and collegiality. 
 
In the CLEPT, teachers are responsible for a large variety of tasks: teaching 
but also tutoring, mentoring, administrative tasks, etc. One important 
principle is also that evaluation is seen as a tool to support learning rather 
than sanctioning pupils. Pupils are first oriented towards a reintegration 
module for a period of six weeks to one year before joining a class. 
 
The structures are institutionally recognised and are under the responsibility 
of a steering scientific committee; some teachers are given the status of 
research practitioners. In the CLEP the staff are also responsible for training 
teachers in the region on aspects linked to ESL. 
 
Source: Charte des microlycées  
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Youth Schools 
(Jaunimo 
Mokyklos), 
Lithuania 

There are 24 Youth Schools in Lithuania which offer alternative provision to 
young people who have left the general education system or who are at risk 
of ESL. The Schools are available to young people aged 12-16 years and they 
support those who have not adapted to the regular school system or lack 
motivation to complete their education (i.e. early school leavers and those at 
risk of ESL). They are also designed for school children with learning 
difficulties, those in need of support to socialise and integrate with peers and 
young people who prefer a practical approach to learning. Particular target 
groups include young people from compulsory schools, from the first stage of 
professional schools (IVET), young people without basic education and young 
people who are not in education, employment or training. They support 
around 2 000 young people each year. 
 
The Youth Schools have two broad aims:  

 provide basic education and seek to maximise the number of pupils 
obtaining basic education; 

 enrich the personal experience of pupils, prepare them for further 
learning, professional career, social and cultural life. 

 
The total number of pupils in Youth Schools varies between 50 and 130 but 
class sizes are between 8 and 12 pupils. Classes take place in the daytime, in 
the evening, or a combination of the two. Support provided at the Schools is 
diverse, ranging from information and advice to pedagogical, psychological, 
social and health support. It is compulsory for Youth Schools to employ a 
social pedagogical worker, psychologist, a special pedagogical worker, a 
healthcare specialist and teacher assistants. Many Youth Schools also employ 
VET teachers, psychotherapists, special pedagogical workers, and physical 
education coaches. 
 
All learning is individualised and integrated with after-school, pre-vocational 
and work placement activities. Upon entering the Youth School an individual 
learning plan is developed through discussion with individual young people, 
their parents and the school. This three-part programme is reviewed and 
assessed on a periodic basis. Within this programme: 

 The basic education curriculum can form up to 60 % of learning 
activities, with an enhanced portfolio of arts, physical education, 
technology and information technology.  

 Up to 40 % of learning consists of practical activity modules, 
integrated with IT, pre-vocational training and project work. 
Professional career and personal development modules are also 
available.  

 
Additional subject areas can be oriented towards art, sport or technology and 
connected to pupils’ interests. 
 
While the basic education curriculum is taught in classrooms, other forms of 
learning take place in a variety of locations – classrooms, outdoors, other 
spaces in and outside the schools.  
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The combination of theoretical and practical learning is considered to be one 
of the success factors of the Youth Schools. The beneficiaries remain involved 
in education and are motivated to continue learning through practical 
activities and by being able to choose their own education pathway. This helps 
them to take ownership and to feel in control of their own learning. 
Furthermore, Youth Schools are granted some freedom within the school 
curricula, enabling the education and training they provide to be tailored to 
the needs of the individual young person.   
 
The relatively small size of Youth Schools and their classes is also considered 
to contribute to their success. Young people receive more individual attention 
and are able to interact more freely with teachers.  
 
A further strength of the Youth Schools is felt to be the specialist support for 
young people with specific problems. This support enables them to deal with 
problems in their day-to-day life and tackle any obstacles that prevent them 
from learning. 
 
Source: Alternatyvus Ugdymas 
Cedefop (2010) Guiding at-risk youth through learning to work: Lessons from across Europe. 
Luxembourg: Publications Office of the European 

Project Gaaden, 
Austria  

Project Gaaden has been in place since the school year 1987/88. It offers 
students with long histories of non-attendance a three-month cycle of 
education in a youth hostel located outside Vienna. During the week students 
are taught in small groups supported by specialist teachers and educational 
psychologists and at the weekends students are allowed to go home.  
 
If a student does not make any progress during their time at the school then 
that student is able to stay at the school for a longer period.  
 
Pupils at Project Gaaden should have a clearly defined aim (for example 
achieving the leaving certificate; passing the school year; making a new 
beginning). The individual learning programme picks up where the pupil 
stopped at regular school, and brings experiences of success, which improves 
his / her self-esteem and attitude to learning.  
 
The Child Protection Agency (Jugendamt) found that out of 18 pupils per 
trimester, 12 could be helped in the long term. The cooperation between 
teachers and childcare workers was seen as key to the success, particularly 
for young people in stressful living conditions. 
 
Source: Knoblich, Regina (2002) Sonderpädagogisches Zentrum (Special education centre) 

Project 
Schlangenfuß, 
Austria 

This project is aimed at early school leavers aged between 12 and 15 years 
old who suffer from school phobia and anxiety disorder. Its principal aims are 
to help students achieve a secondary school qualification, work experience 
and social integration. ‘Outdoor days’ are used to complement lessons and 
promote the practical application of things learnt within class.  
 
The project was set up in response to a need for support for groups of young 
people with a phobia of school which causes them to leave school early. 
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Originally the project was aimed at children who did not attend school but the 
target group later widened to include those who were still in school.  
 
The project has space for 12 pupils. It is based on the support class model 
(Förderklassenmoddell) with two teachers for every six children.   
 
An important part of the project is the cooperation with the parents of 
participants - the teachers speak with parents every two weeks. This does not 
take the form of a classic parent-teacher meeting where the disruptive 
behaviour of the child is highlighted. Instead the teachers advise on the 
situation within the family.   
 
The school day starts at 8.30 with a joint breakfast. From Monday to 
Thursday lessons run until 13.30; on Friday they finish at midday. A focus is 
put on ‘experience pedagogy’, e.g. cooking for one another or outdoor 
activities such as climbing. This increases the sense of belonging to the group.  
 
The aim of the project is for the pupils to attain a secondary school leaving 
certificate. In order to support the transition into the labour market, 
cooperation also exists with the Lehr Einstiegs Begleitung, LEB organisation, 
which offers individual support to participants once a week. Students receive 
help with job applications and practice job interviews are carried out. Taster 
visits in firms are also arranged.   
 
Source: Paulo Freire Zentrum, Schlangenfuß 

Voluntary Labour 
Corps (VLCs), 
Poland 

VLCs were created to combat social exclusion and marginalisation of young 
people through the delivery of tasks connected to education and employment. 
They aim to create appropriate conditions for young people’s social and 
professional development through a system of support for the most 
vulnerable groups. They have also adopted a role as ‘holistic job centres’ 
where young people are supported in a comprehensive manner in their efforts 
to find work.  
 
Voluntary Labour Corps are regulated by the Ministry of Economy and Labour 
and were established by the Act on the Educational System in 1991. The 
Church is an important partner in the organisation with relation to delivery of 
Voluntary Labour Corps activity and has been present in the educational 
system for many years. Teaching staff in VLCs also cooperate with 
organisations working with young people in the local area, including the 
police, psychological clinics and addiction clinics.  
 
The Labour Corps target 15-25 year olds from unemployed households or 
young people who are threatened by exclusion from the education system. 
Although VLCs target young people at risk of social exclusion, a diverse range 
of young people can also make use of their services. These include secondary 
school pupils and graduates, university students and young people who are 
unemployed or are likely to become unemployed.  
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VLCs offer a wide range of services to young people and activities are 
delivered through a package called the ‘Safe Way’, which aims to prevent 
social exclusion. It provides centres that deliver social activities to promote 
the independence of young people. They also deliver vocational education and 
training to meet the needs of the labour market. Young people can receive 
vocational training for 62 different professions. Training consists of theoretical 
learning as well as practical work experience organised at an employer’s 
premises. Training lasts for a minimum of 24 months. To complete the 
training young people must pass an exam organised by the employer or a 
craft organisation. Once they have successfully completed the exam, the 
young person becomes an ‘apprentice’ and is recognised as a skilled worker.  
 
Another core aspect of VLCs is the delivery of basic labour market services. 
They provide employment agency services, organise training, provide job 
counselling and offer employment information. Employment agency services 
delivered by VLCs are provided through Youth Job Agencies. The agencies 
search for permanent and temporary jobs, hold a record of unemployed 
young people, create databases recording the skills required by the local 
labour market, give advice and direct young people to training or re-training.  
 
Occupational advisers in school career centres are also supported through 
VLCs, through the programme ‘Voluntary Labour Corps for schools’. This 
programme consists of: 

 An internet portal (www.ohpdlaszkoly.pl) featuring educational 
information for young people, the VLC and school occupational 
advisers. 

 Supporting the organisation of educational fairs, workshops for young 
people and occupational advisers, technical support and events 
promoting resources for occupational counselling. 

 Facilitating the organisation of district and national meetings of 
occupational counsellors and school career centres. 

 
From 2004, ESF funding has been used to facilitate the extension of VLC 
activity throughout Poland. This funding has allowed the provision of a 
broader range of training activities including entrepreneurship workshops, 
psychological and therapeutic training and language and ICT training. It has 
also allowed for more individually focused support, particularly with a view 
towards career planning. In 2007 ‘Individual Career Project – Portfolio for the 
Youth’ identified comprehensive standards of service provision within the field 
of professional career guidance. 
 
The 400 Voluntary Labour Corps support about 32 000 young people every 
year in Poland. A further 170 000 young people also benefit every year from 
VLC job agency services. The introduction of ESF support has enabled a much 
wider pool of young people to access support. Indeed, in 2008 over 3 000 
early school leavers aged 18-24 benefited from professional training and 
language courses. This has provided them with some of the necessary skills to 
start looking for employment.  
Source: Cedefop: Nevala, Anne-Mari and Irving, Pat (2010) Guiding at-risk youth through 
learning to work: Lessons from across Europe. Luxembourg: Publications Office of the European 
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Project Learning 
for Young Adults 
(PLYA), Slovenia 

The PLYA was initiated in 1993 by the Slovenian Institute of Adult Education. 
The programme began as a two year pilot project and was subsequently 
developed into its current form in 1999. The purpose of the programme is to 
help young people to acquire sufficient experience, knowledge and skills to 
help them re-enter the education system or begin a vocational career. A key 
element of the project is project work and there are four types of project work 
undertaken within the programme:  

 selected project work (group learning, based on common interest 
of the group); 

 production project work (e.g. products and manufacturing); 

 individual learning projects (based on the interest of each 
individual); 

 free activities (excursions, theatre, sports events etc). 
 

The curriculum used within the programme focuses on the individual needs 
and interests of the participants and the format of the project allows them to 
choose their own structure. The programme acknowledges that school itself 
can be a factor in early school leaving as teaching methods are often not 
adapted to the needs of the individual. Subsequently the project has used 
alternative teaching methods to engage the participants who have been 
disillusioned by the traditional education system. Specially trained mentors 
use non-formal work with young people to re-build self-confidence and 
address the issues that have caused early school leaving.  
 
The environment in which the programme takes place is different from the 
traditional classroom setting. Furthermore issues from everyday life are 
addressed within the learning and working situations. There is no assessment 
in the programme and mentors do not use any traditional teaching methods. 
The role of the mentor is to act as a counsellor rather than a teacher and they 
help to resolve any learning or other difficulties that may be experienced by 
the participants. The mentors within the programme are required to have a 
degree and to have successfully completed the training programme. An 
evaluation of the programme stated that the role of the mentor is crucial and 
their training has a substantial impact on the success of the programme.  
 
There has been one evaluation of the programme that was undertaken 
between 2000 and 2002. The evaluation found that the project achieved very 
positive results. The working methods and the whole structure of the 
programme were considered to be adapted and suitable for the target 
population.  

 
The research determined that the positive results of the programme were 
found in its aims, contents and methods, as well as in the qualifications of the 
mentors. The fact that the programme curriculum allows individuals to make 
their own choice of topics to focus on was seen to be a factor in the successful 
motivation of participants. The evaluation also stressed the importance of the 
flexibility of the programme; the participants were able to enter and leave the 
course during the school year.  
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The role of the mentors in the success of the programme was also 
emphasised by the evaluation. Mentors should be well qualified and should be 
able to recognise the social, cultural and personal characteristics of dropouts. 
Furthermore they should have current knowledge of the education system and 
curriculum and subsequently have to continuously update their skills and 
knowledge.  
 
The evaluation revealed that 94 % of the participants were satisfied with the 
programme and 70 % achieved the goals that had been set. Approximately 
41 % chose to continue their education; 15 % entered part-time 
employment; and 9 % entered full-time employment. However, 21 % 
remained unemployed following participation in the programme. The main 
benefit of the programme was stated as the improved motivation and self-
esteem gained by participants.  
 
Sources: Milko Poštrak, (2009) Peer Review on ‘Project Learning for Young Adults: A social 
integration programme helping young people back into work and education’ 
 
Natalija Žalec, Valentina Zadravec Predovnik, Magda Zupančič (2009) Evaluation of the ‘Project 
Learning for Young Adults’- PLYA programme. 

Fairbridge 
Centres, England 

Fairbridge has centres that are based in 15 of the most disadvantaged areas 
of the UK. These centres work with young people aged 13-25 who have had 
difficulties in the education system and are viewed to be lacking in 
motivation, self-confidence and skills needed to change their lives. Last year 
Fairbridge worked with over 3 500 young people, most of whom were classed 
as having ‘multiple needs’, such as homelessness, substance misuse or a 
history of offending. Over the last 12 months, 85 % went on to achieve 
something tangible such as returning to the classroom, starting a college 
course, getting a qualification, finding a job or choosing to remain in the 
Fairbridge programme and continue their development.  
 
For more information: Fairbridge  

Rathbone youth 
sector 
organisation, 
England 

Rathbone is a UK-wide voluntary youth sector organisation providing 
opportunities for young people to re-engage with learning, to discover an 
ability to succeed and to progress to further education, training or 
employment. In 2008 / 2009 Rathbone worked with more than 17 000 young 
people. As well as the delivery of work based training and courses, Rathbone 
provides youth engagement programmes. These offer practical support and 
activities like sport, music or art as a first step in working with hard-to-reach 
young people.  
 
For more information: Rathbone  

Kids Company, 
England 

Kids Company targets its services towards vulnerable young people suffering 
from mental health and emotional difficulties. Its work is based on the 
principle that children’s behaviour is impacted by trauma, abuse and neglect 
and the importance of fostering trusting relationships between young people 
and adults in addressing practical and emotional needs to encourage children 
to take responsibility for their emotions. It offers each child a holistic package 
of one-to-one therapy, group therapy, drop-in counselling, lunchtime and 
after-school clubs, mentoring and in-class support and art, dance and 
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movement workshops. Services are tailored to the individual needs of the 
participants and aim to support their return to mainstream education. The 
charity supports some 10 000 children per annum. 
 
For more information: Kids company  

National Black 
Boys Can 
Association, 
England 

This is a community-led organisation that aims to provide black boys aged 9-
16 with educational opportunities, valuable life skills and the self-esteem, 
confidence and determination to succeed. This involves engaging all relevant 
stakeholders in the process of raising academic, social aspirations and 
achievement of black boys. For example, providing parents with skills to 
support their sons, empowering local communities to run their own projects, 
working in partnership with mainstream education and lobbying for change at 
policy level. The organisation delivers assistance with developing strategies 
for dealing with adverse factors that impede progress and also provides a 
positive environment where boys learn to value themselves and others. Extra 
support is given with national curriculum subjects, particularly English and 
Maths, to supplement school teaching. 
 
For more information: Black boys can  

World Worth 
Living In, 
England 

Worth Unlimited, based in Birmingham in the West Midlands, has a 
programme called ‘world worth living in’. This is a holistic personal 
development programme, run in schools for young people who have either 
dropped out of school or are close to exclusion. The programme focuses on 
the young people as individuals, how they perceive themselves and how they 
relate to each other. Skills and talents of individuals are identified and young 
people are able to recognise, perhaps for the first time, that they are ‘good at 
something’. The young people also learn skills in negotiation, anger 
management and interpersonal relationships. They develop projects that 
focus on something that will benefit and help others. This project helps them 
to identify their core skills and consider where and how they might develop 
them in the future. Confidence, courage, and communication skills are 
developed which help them to re-engage with education and society in 
general. Project managers state that the programme is effective and data 
reveals that, approximately 80 % of students stick with their programme. All 
of those who complete the programme continue onto either further studies or 
work.   
 
Source: Stakeholder interview 

NotSchool.net, 
England 

The NotSchool.net project aims to encourage teenagers who have left school 
early to return to education. The initiative provides non-traditional education 
through a virtual online community for young people who have become 
alienated from the education system. The project was initiated by the 
Inclusion Trust, a not-for-profit education charity and has also involved some 
partner organisations, such as the British Broadcasting Corporation (BBC), the 
World Wildlife Fund and the Science Museum.  
 
Young people are referred to NotSchool.net services by the relevant agency 
and both the young people and their families must agree before participation 
in the project. Following their acceptance onto the project, young people are 
invited to an induction session with their parents, where they are able to meet 
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members of their local support team. After the induction, the young person’s 
mentor devises an individual learning plan together with the young person. 
Each young person has the freedom to decide which areas of learning they 
will follow, how long they will spend on each area of learning and where they 
will learn.  
 
The project offers over 150 subjects (from comics, to music) and learning 
plans may contain any subject, based on the young person’s interests. Plans 
are reviewed every six weeks and amended as necessary. Once the young 
person has successfully engaged with the project, mentors provide ‘soft’ 
guidance to encourage young people to take-up some more conventional 
subjects such as English, Maths and Science, with a view to gaining GCSEs. 
  
Learners can study and access resources at any time and can submit their 
work through the online system at any point they wish. They are supported 
by a team of personal mentors, subject experts and virtual ‘buddies’ who 
direct, assist, assess and encourage them. There is also a support hotline 
which is available 24 hours a day, seven days a week. It is manned by the 
project mentors who are qualified teachers. 
 
Using the right support and terminology is fundamental to Notschool.net and 
the project avoids the use of terms associated with school such as student. 
Instead young people are referred to as ‘researchers’.  
 
An accreditation system has been developed which rewards creativity, self 
direction and problem solving. Young people can earn informal awards to help 
raise their self-esteem and can also submit work for assessment against 
official awards which are NVQ (National Vocational Qualification) equivalent 
and part of the National Framework.  
 
The project has been very successful in supporting young people’s transition 
from inactivity to further education and employment. In 2004/2005, 50 % of 
participants found places at college or in other further education, a quarter 
(26 %) found college-related employment such as modern apprenticeships 
and 18% entered full-time employment. In the same year, nearly all 
participants (96 %) obtained national, recognised qualifications. During this 
time only 1.7 % of beneficiaries dropped out, which has been described as 
‘extra-ordinary’ given the fact that the project works with young people who 
have failed to integrate into all other forms of education. Young people have 
also reported positive emotional and social outcomes as a result of the 
project. This includes raised confidence and self-esteem, problem solving 
skills and a renewed interest in learning. 
 
Source: Cedefop: Nevala, Anne-Mari and Irving, Pat (2010) Guiding at-risk youth through 
learning to work: Lessons from across Europe. Luxembourg: Publications Office of the European 
Union. 
 
For more information: Notschool.com  
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Examples of transition classes / programmes 

SAS centres, Belgium SAS centres offer an alternative environment for pupils aged 12-18 
who have dropped out of school. Pupils can attend SAS centres for a 
transition period of up to one year, after which it is intended that they 
will return to the formal education system. SAS centres do not have a 
specific programme for their beneficiaries but work rather with projects 
which can be tailored to each young person. The basic principle of SAS 
is to offer a sabbatical period that allows pupils to explore other fields 
of activity (e.g. art), providing them with an experience, which may 
reinforce self esteem and may equip them to face the challenges of 
school more easily. Some SAS centres work in direct cooperation with 
schools or even operate within schools. 
 
Even though the pupils in SAS centres are not registered as school 
leavers, the period spent in SAS is not recognised as a year of 
education. Pupils have to restart at the same point they left. The idea 
behind this approach is to avoid stigmatisation linked to the attendance 
of second chance schools. The main objective is to bring pupils back to 
mainstream school: academic education should take place within the 
school. 
 
Sources: Le sas 
 
European Commission (2006) Summary report of the Peer Learning in Brussels, 9-11 
October 2006 School integration of immigrant children, positive discrimination measures, 
support to school dropouts 

‘Cool Schools’, 
Germany 

‘Cool Schools’ (Coole Schule) (2002-2004) was a pilot project aimed at 
reintegrating 12-14 year olds back into regular education. It was 
implemented in five schools in Berlin, Freiburg, Frankfurt, Osnabrück 
and Sömmerda. The institute responsible for the initiative was the 
German Association for Public and Private Care (Deutschen Verein für 
öffentliche und private Fürsorge) with suppport from the German Bank 
Foundation Deutschen Bank Stiftung). ‘Experience-learning’ was a 
feature within the schools. Teachers try to encourage learning by 
making teaching relevant to the pupils, e.g. rather than teaching by 
subjects, themes are chosen such as ‘us in our environment’, which 
would include information on nearby training opportunities, the local 
government structure and the history of the city.  
 
Source: Kramer, Reiner (2003) ‘Coole Schule’ Die neue Lust am Lernen (‘Cool Schools. 
New will to learn) Spiegel online, newspaper, 3 July 2003   

‘Starthilfe’ (Jump Start) 
at Bayer AG, Germany 

In 1998, the private company Bayer AG set up Starthilfe (Jump Start) 
a training programme to assist young people who were disadvantaged 
in terms of their learning opportunities and social background. This 
award-winning programme creates opportunities for young people at 
high risk of exclusion from the labour market to attain qualifications 
and acquire professionally relevant knowledge during a one-year 
preparatory training programme. The programme does not focus on a 
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particular occupation. Participants receive an entry-level qualification 
for an apprenticeship in various occupations and receive payment while 
attending the course. 
 
The programme focuses particularly on tackling traumatic school 
experiences and aims at improving the self-esteem of young people. 
Careful selection procedures and the intensive coaching of the 
participants during the programme are key factors of success. The 
programme has now been running for 21 years and has shown that a 
targeted preparatory programme can help socially disadvantaged 
young people to access apprenticeships and employment as skilled 
workers. Around 1 500 young people have participated over the entire 
period and almost 90 % of the participants succeeded in getting an 
apprenticeship contract at Bayer or with other companies following 
completion of the course. 
 
Source: Weiler, A. (2009) Mutual Learning Programme : Peer Country Comments Paper – 
Germany. Pathways to vocational training and sustained labour market integration: New 
opportunities for learning impaired and socially disadvantaged young people? 

Measures to help 
unemployed 
apprentices, Ireland 

Since the economic crisis, there has been a decline in the number of 
apprenticeship places available in Ireland and many existing 
apprentices have been made redundant by their sponsoring employers.  
 
In response, the Government introduced a range of special measures 
to help unemployed apprentices progress within the system. One of 
these is an annual 11-week certified training programme for up to 700 
redundant apprentices. The programme is intended to enable 
participants to progress to higher education/training phases with a 
view to completing their apprenticeship at a later stage, if on-the-job 
placements can be found for them.  
 
Source: Sexton, J. (2010) EEO Review, Youth Measures Review, National Article: Ireland 

Relay schemes, France In France, there are two forms of ‘relay schemes’ which are aimed at 
pupils under the age of 16. Relay classes (classes relais) can last from 
a few weeks to several months. They are organised in vocational upper 
secondary schools and are a partnership between the Ministry of 
Education, the Ministry of Justice, local/municipal authorities and other 
recognised partners. Relay Workshops (ateliers relais) last up to 16 
weeks and involve educational NGOs.   
 
Both schemes target lower secondary level pupils at risk of 
marginalisation and who are in a situation of acute conflict with their 
school. Pupils experiencing difficulties are identified by schools’ 
pedagogical teams and social workers. Decisions regarding the 
admission of pupils into relay structures and subsequent reintegration 
are made by a local commission, on the basis of a report provided by 
the school of origin and information from the pedagogic team. 
Communication between the school of origin and the relay structures is 
facilitated by a personal portfolio on the pupil’s progress, teacher 
comments with examples of work completed, and notes by the pupil 
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and their family, etc. In some schools, activities known as relay 
modules/internal relay schemes act as ‘milder’ preventative structures 
within the school. 
 
Both structures aim to re-socialise and re-motivate pupils by spending 
a few weeks in a sheltered, conflict-free learning environment before 
they are reintegrated into their school of origin. They offer an 
individualised service to participants (covering both educational and 
social support) and help pupils to acquire a basic level of skills and 
competences, improve motivation and help them develop a better 
relationship with educational institutions with a view to continuing their 
education and training pathway. 
 
Characteristics of the classes/workshops include:  

 small group sizes: e.g. between 6 and 12 pupils per class; 

 pedagogy: differentiated curriculum and teaching methods 
within a group environment; individualised pathways, which can 
include practical work experience; a progressive timetable, 
adapted on a case-by-case basis; linking with extra-curricular 
measures; 

 staff: volunteer teachers and specialised educators/teaching 
assistants who work in close contact with social workers and 
healthcare professionals; 

 infrastructure: in some cases relay classes can be organised in 
out-of-school premises - which only very remotely resemble 
classrooms - to favour successful integration.  

Research and anecdotal evidence suggests that relay classes and 
workshops have a positive immediate impact in terms of attitudes 
(especially through sport and cultural activities).  
 
Source: Cedefop (2010) Guiding at-risk youth through learning to work: Lessons from 
across Europe. Luxembourg: Publications Office of the European 

Local Action for Young 
People’ (Action locale 
pour jeunes, ALJ) 
Luxembourg 

The institution ‘Local action for young people’ (Action locale pour 
jeunes, ALJ) was established by the ‘service for professional training’ 
and the Luxembourg Ministry for National Education, Professional 
Training and Sports. It targets young people who are in the process of 
moving from the school system into the world of work or who are 
changing jobs and want to know more about possible career or training 
options. The institution offers support and advice, as well as actively 
monitoring young people from when they leave school to when they 
find their first job, to try and facilitate the whole process. Schools are 
also requested to inform ALJ about individuals who have dropped out in 
order to allow ALJ to contact them and provide them with more 
intensive support.  
 
ALJ has also launched a number of projects and measures, which aim 
to prevent students from leaving school without qualifications. These 
include: 
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 organising work experience for young people, to allow them to 
gain practical experience and to discover what interests them 
and where their skills lie; 

 identifying and contacting students who have left school early to 
help integrate them into the working world. 

 
The main remit of the ALJ is to support young people aged between 15 
and 25 in their transition into working life. Special attention is paid to 
school dropouts who are monitored by the ALJ to understand the 
reasons behind leaving the education or training system and to design 
an individual project for each young person‘s education, vocational 
training or integration into the labour market. The ALJ provides young 
people with support to implement their vocational integration projects 
and provides a ‘transition mentor’.  
 
For more information: Action locale pour jeunes 

Voluntary Vocational 
Orientation Service, 
Luxembourg 

The Voluntary Vocational Orientation Service is a youth-sector scheme 
that aims to promote the social and vocational integration of young 
people who leave school early by encouraging them to return to 
education or training or to seek employment. It is estimated that 
around 700 young people drop out of school in every year. The scheme 
offers young people a fresh perspective on qualifications by offering 
them practical work experience with individual support and certification 
of the skills they acquire.  
 
Following a design phase from April to September 2007, the 
programme was officially launched in October 2007 and it soon proved 
extremely popular with more than 200 young people applying for 
places in eight months and 70 young people were able to start their 
periods of voluntary service in 30 different host organisations. The 
young participants in the voluntary vocational orientation service can 
be divided into two groups according to their motivation: 

 those who have completed their ninth year of schooling (in 
module based, practical or general education) but have not 
managed to find an apprenticeship or a job and see no point in 
returning to education; 

 those who have reached upper secondary level and, having 
started to study for a qualification that they find does not suit 
them, intend to switch to a different course. De-motivated, they 
leave school during the academic year with the intention of 
starting a more suitable course the following year. 

 
The main reasons cited for participation in the voluntary vocational 
orientation service are the chance of taking a new direction (a step 
towards work or a qualification) and the desire to do a useful job. 
 
Sources: Cedefop (2010), A bridge to the future: European policy for vocational 
education and training 2002-2010: a national policy report: Luxembourg. Refernet. 
Le Governement du Grand- Duche de Luxembourg (2008) National strategy report on 
social protection and social inclusion, European Commission      
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Relay classes, 
Luxembourg 
 

The ‘service for the coordination of research and innovative pedagogy 
and technology’ (Service de Coordination de la Recherche et de 
l'Innovation pédagogiques et technologiques) has launched ‘Relay 
classes’ (classes relais), (also known as ‘mosaic classes’; classes 
mosaïques) in four vocational schools. The objective of the classes is to 
temporarily accommodate students who have been taken out of their 
ordinary classes due to behavioural problems, and to help them 
reintegrate back into the standard education system. Classes last from 
6-12 weeks. Students are supported by specialist teams of ordinary 
teachers, educational professionals and members of the ‘centre for 
psychology and school guidance’. Lessons are adapted to the student’s 
learning style and abilities, and involve both classroom work as well as 
cultural and sports activities outside the classroom. 

Catch-up programmes, 
Hungary 

The 2003 amendment of the Public Education Act provided for the 
launch of one or two year long 'catching-up' programmes (felzárkóztató 
oktatás) in vocational schools to help students over the age of 15 
without the primary school graduation certificate (ISCED 2A). The 
programmes help students to obtain the competences required to enter 
a VET programme. The certificate awarded is equivalent to the primary 
school certificate in cases where the participant has completed at least 
six years of primary school, and thus entitles the student to pursue 
their studies in the VET schools. 
 
In 2008/2009 catch-up programmes were offered in 18 % of vocational 
schools, involving a total of 2 647 students. Over the course of the 
programme around every fourth student drops out and in total almost 
half of the students enter the vocational training programme after the 
course. With regard to the effectiveness of catching-up programmes, a 
2007/2008 study, based on data from 166 schools, revealed mixed 
results. The success of the programme may lie in the fact that it is 
based entirely on the project method and thus is tailored to meet the 
needs of the target group. However, the human resource and material 
needs of the project method exceed those of more traditional 
methodologies. As a result, the success of the programme is to a great 
degree contingent upon the actual opportunities, preparedness and 
commitment of specific participating schools and teachers. While there 
are quite a few enthusiastic teachers who are genuinely committed to 
the reintegration of disadvantaged young people, there are also 
schools where the turnover of teachers is very high. 
  
Source: Cedefop (2010), A bridge to the future: European policy for vocational education 
and training 2002-2010: a national policy report: Hungary, ReferNet  

Entry to Learning (E2L) 
Pilots, England 

Entry to Learning (E2L) pilots ran between 2008 and 2011 in four local 
authority areas in England. The pilots were designed to provide young 
people who were not in education, employment or training (NEET) with 
opportunities to improve their skills and employability by strengthening 
the progression between voluntary and community sector re-
engagement activity and formal learning. Each young person was 
assigned an adviser to support them throughout their time on the 
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programme (an average of 15 weeks) and to facilitate access to 
bridging activities that would help them progress to further learning, 
which were accredited wherever possible. Young people participating in 
the E2L pilots were also given an allowance as an incentive to take part 
and retain them on the programme. 
 
Within Entry to Learning some local authorities contracted voluntary 
sector organisations (or a consortium of organisations) to employ 
advisers and either deliver the learning provision themselves or 
commission this from other established providers. As a result, there 
were various approaches to the delivery of the pilot, with some areas 
building on existing engagement work with young people, while others 
selected one voluntary sector organisation to act as a ‘portal’ through 
which the local authority worked to identify and access other voluntary 
sector providers. 
 
Young people who took part in Entry to Learning participated in a range 
of bridging activities that can be broadly grouped into three types: 

 mentoring and support from the adviser; 

 personal development designed to increase confidence and 
motivation (e.g. group activities, first aid course, driving theory, 
activities to improve literacy and numeracy); 

 work-related learning (e.g. CV writing, vocational taster courses 
and preparing for going on a course).  

 
Management information shows that over the period February 2009 - 
March 2010, approximately 1 500 young people took part in the Entry 
to Learning pilots. The costs are estimated at GBP 1 757 per 
participant. Furthermore from the end of December 2009 management 
data showed that of a total of 1 192 participants: 

 41 % were still participating in the programme; 

 61 % had left the pilot and progressed to a positive destination, 
half of them into education and two fifths to training. The 
remainder have entered employment with training; 

 of those who progressed to a positive destination, 72 % were 
still recorded in a positive destination 13 weeks after they had 
left the programme. 

 
Source: Department for Education (2010) What works re-engaging young people who are 
not in education, employment or training (NEET)? Summary of evidence from the activity 
agreement pilots and the entry to learning pilots  

Entry to Employment 
(E2E), England 

Entry to Employment (E2E) is aimed at young people aged 16 to 18 
who are not already involved in employment, education or training and 
who are regarded as ‘hard to reach’ because of their life experience 
rather than because of poor educational attainment. The programme 
was rolled out nationwide in 2003, following successful pilots in 11 
areas.  
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The scheme provides young people with practical and vocational 
learning to give them the skills and confidence to enter a job or a 
Modern Apprenticeship. It has three core strands, aimed at developing 
learners’: 

 personal and social skills;  

 vocational knowledge and skills; 

 literacy, numeracy and language skills. 
  
Most of the E2E schemes are delivered through partnerships led by 
local councils, colleges or private organisations and involve range of 
other providers. The scheme exceeded expectations by recruiting over 
50 000 young people in the first year. Just over a third of these 
progressed to work-based learning, further education or employment. 
This figure is considered to be positive in view of the significant 
personal and social problems faced by this group of learners, such as 
homelessness, teenage pregnancy and substance abuse. Many also 
have low levels of literacy and numeracy and some speak English as a 
second language. 
 
E2E was expanded for 2009/10 and now includes a Community Service 
element with 20 000 places for this period. It also provided the basis 
for one of the four national learning routes available to 14-19 year 
olds, foundation learning, which build on the E2E model and 
incorporate all post-16 programmes at Entry Level and Level 1 from 
September 2010. This helps young people make manageable 
progression steps, with a flexible curriculum based on 
vocational/subject learning, personal and social development and the 
Functional Skills that make young people attractive to employers.   
 
For more information: LSE, A simple fact sheet on Entry to Employment (e2e)  
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Workplace training, VET and/or apprenticeships for early school leavers 

Reforming the national 
apprenticeship 
scheme, Cyprus 

The Apprenticeship Scheme (A-Scheme) is part of non-formal education 
in Cyprus and has been in operation since 1963. Pupils who discontinue 
their attendance of secondary education have the option to attend the 
A-Scheme. They must be at least 14 years old and must not be over 18 
at the time of graduation. The study programmes provide alternating 
practical and theoretical training over two years. Practical training takes 
place in firms for three days per week, where apprentices are 
remunerated by their employer. Theoretical training is provided at 
Technical Schools for two days per week.  
 
In the context of the Educational Reform, the A-Scheme is being 
redesigned in order to provide young people with an alternative 
education pathway and at the same time to meet labour market needs. 
The A-Scheme was facing challenges, the most important of which has 
been the drastic decline in the number of apprentices registering in the 
Scheme over the past few years.  
 
The reformed New Modern Apprenticeship Scheme (NMA-Scheme), is in 
the process of being implemented and will gradually replace the A-
Scheme. The NMA-Scheme is targeted at young people between the 
ages of 14 and 25 and provides a learning pathway for those who have 
left the education system early (drop-outs), before completing either 
lower secondary or upper secondary education. The NMA-Scheme will 
enable early school leavers to upgrade their skills and become more 
employable, allowing them to progress in their careers. The aim is also 
to recognise and accredit their skills so that they can be used in the 
labour market and/or to give apprentices the opportunity to continue 
with their education after their apprenticeship ends. As the NMA-Scheme 
is not yet fully implemented, the existing A-scheme has undergone 
some improvements, which will continue to apply to the NMA-Scheme. 
These involve:  

 introducing an incentive scheme for employers who recruit 
apprentices in order to subsidise the wages of internal trainers 
responsible for apprentices so as to raise the quality of in-
company training;  

 increased remuneration of supervisors who supervise apprentices 
outside normal working hours;  

 the introduction of health and safety training programmes for 
apprentices and their trainers in Technical Schools. 

 
Source: Manoudi, A. (2009) The contribution of the Apprenticeship Scheme in addressing 
early school leaving in Cyprus  

Training bonus, 
Germany 

A temporary exceptional provision, which ran from June 2008 until the 
end of 2010, granted employers with a one-off training bonus if they 
created additional apprenticeship places for applicants from earlier 
school-leaving cohorts who needed extra support. The prerequisite for 
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payment is the creation of an additional apprenticeship place, proof of 
which must be provided in the form of a certificate from the chamber. 
The apprenticeship place must also be filled by a young person who is 
identified as being ‘particularly in need of funding’ or ‘in need of 
funding’. ‘Particularly in need of funding’ is a young person who is an 
unplaced applicant from previous years without a school leaving 
certificate, with a special school leaving certificate or with a lower 
secondary school leaving certificate, who has learning difficulties or is 
socially disadvantaged and has already left general schooling by the 
previous year. Training companies received a bonus of between EUR 4 
000 and EUR 6 000. The programme also offered support for specific 
social pedagogic attendance or other additional training measures in 
addition to the normal training programme. 
 
Source: Hippach-Schneider, U. and Toth, B (2010) VET Policy Report Germany, Cedefop 
Refer Net  

New vocational 
programmes, Estonia 

A pilot project is being implemented in Estonia to develop vocational 
course curricula and teaching materials, which targets two main groups:  

 early school leavers/school dropouts;  

 young people with general secondary education but without 
vocational qualifications who, according to Estonian Labour 
Market Board statistics, find it difficult to find a job because of 
the specific technical skills required by employers and prior work 
experience.  

 
The project is implemented in cooperation with VET schools (7) and 
enterprises (25). Course curricula and teaching materials will be 
developed that are based on existing vocational standards and that will 
consider the educational level of participants in training. The main 
difference between the project and existing pre-vocational programmes 
is that the result is a real qualification. The emphasis of the learning 
process is on practical training in an enterprise that provides experience 
real work processes. The practical training part is up to 65 % of the 
course, depending on field and speciality. It is planned to give the 
possibility of the practical training to 200 young people. 
 
Source: Grollmann, Phillip and Ruth, Klaus, Achieving the Lisbon Goal: The Contribution of 
Vocational Education and Training Systems, Country Report: Estonia  

Increased supply of 
traineeship places, 
Ireland 

In the 1990s, the FÁS traineeship programmes were established. These 
are occupational-specific and industry-endorsed training programmes for 
unemployed jobseekers which combine centre-based training and on-
the-job components with a specific employer. Courses vary in duration 
but are generally between 20 and 43 weeks. On completion, participants 
can earn NFQ awards mostly at levels 5 and 6, as well as industry-
recognised certification providing access to specific occupations in 
designated sectors. The programmes are targeted at occupations which 
are not designated as apprenticeships, such as childcare practitioner, 
leisure facility instructor, software developer, forestry operative, medical 
secretary, etc. 
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The 2010 DETE/Forfas Review found traineeships to be a good 
alternative to apprenticeships, as they provide on-the-job training for 
specialist skills, but over a shorter period of time, and in a more cost-
effective manner. Nearly 2 950 training places were made available in 
2008, at a total cost of more than EUR 38.2 million. Some 43 % of 
participants were aged under 25 and 65 % were women. Almost all had 
been unemployed for under a year. 
 
The post-programme experience of participants is favourable, which is 
likely to be a result of the direct involvement of employers. The 2007 
FÁS Follow Up Survey indicated that over 70 % were in employment 18 
months subsequent to completion, and 10 % in training.  
 
Source: Sexton, J., 2010, EEO Review, Youth Measures Review, National Article: Ireland 

Vocational 
qualifications targeted 
at early school 
leavers, Spain 

Initial Vocational Qualification Programmes (PCPI) have been introduced 
for students aged 16 or above. These qualifications were introduced as a 
way of increasing participation in IVET and facilitating the progression 
from IVET to higher levels of vocational education (Ciclos Formativos de 
Grado Medio de Formacion Profesional) and updating and modernising 
existing vocational qualifications.  
 
PCPI were intended to be an option for young people who left school 
early. These programmes run for one or two years and offer early school 
leavers the chance to enrol in training courses to gain professional skills, 
which entitle them to a degree equivalent to secondary education. This 
allows them to later enrol in a regular vocational education and training 
(VET) course (medium level), since in Spain the general requirement to 
enrol in VET courses at medium level is to have completed secondary 
compulsory education.   
 
These PCPI programmes are often complemented by other programmes. 
An example is the DUO Programme, recently designed in response to 
the economic crisis in the Andalusia region, which offers certified 
training to unskilled persons aged 18-22 within a personal inclusion 
itinerary. DUO is the initiative of the Employment Service of the 
Andalusian Government’s Department of Employment. The aim is to 
increase the employability of these young people and encourage their 
employment in emerging sectors. There is a scholarship available for 
young people who have a family and do not receive other assistance of a 
monthly payment of EUR 420.  
 
To encourage the flexibility of the education system and to ensure that 
all students are able to gain a qualification at ESO level, the Ministry of 
Education recommends in its plan to reduce early school leaving that 
there should be an increase in the number of PCPI, especially within 
sectors where there are greater employment opportunities. Furthermore 
it has been specifically stated that there should be an increase in the 
provision of vocational courses for young people who left school without 
obtaining a compulsory secondary level (ESO) qualification. 
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In theory PCPIs are very positive, but in practice there are some issues 
identified by the interviewees: 

 Decentralisation to the regions has resulted in a lack of 
consistency on how these PCPIs are being delivered. 

 Spending cuts have adversely affected these PCPIs, for example 
in some cases it was not possible to expand the PCPIs to cope 
with the high demand. 

 The design should be improved as the offer is currently quite 
limited. The second year also appears to be too focused on the 
achievement of the ESO certificate and not clearly seen as a 
natural progression from the first year which is more vocational. 
As stated by one of the NGO representatives: ‘The content seems 
to have the teachers in mind rather than what it is best for the 
students’. 

 Sometimes the links with the world of work are not fully 
exploited. 

 
Nevertheless, a number of interviewees identified the Initial Professional 
Qualification Programmes as the most important and innovative change 
in VET. These programmes are designed to tackle one of the most 
important shortcomings in the training system, which is attending to the 
many young people who do not manage to obtain a compulsory 
secondary education certificate, with the consequence that they cannot 
continue education or enter the job market without some professional 
preparation. These programmes are also intended to give a second 
opportunity to young people to finish their basic education and to allow 
them to continue their studies on some vocational training courses. As 
these programmes become more widespread. It will be possible to 
extend the bases for entrance to intermediate level vocational training 
courses and, at the same time, therefore, to increase the offer of this 
type of training to the job market. 
 
Sources: Ministerio de Educación (2010) Plan de Acción 2010-201  
 
European Employment Observatory (2010) EEO Review: Youth Measures, 2010: Spain 
Junta de Andalucia: Programa DUO  
 
Stakeholder interviews 

Basic Employment 
Passport Scheme, 
Malta 

The Basic Employment Passport Scheme (BEPS) aims to provide basic 
employment skills to early school leavers with few or no qualifications. 
The programme is compulsory for young people who register with the 
employment offices and those who refuse to participate may not be able 
to receive unemployment benefits. Participants are paid a weekly grant 
of EUR 25 for the duration of the programme dependant on an 80 % 
attendance rate. Participants are assessed upon entry so that any 
educational achievements and work experience may be evaluated and 
certified. Furthermore this assessment is used to determine the starting 
point of each participant. 
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The BEPS lasts for eight weeks and includes basic training in general 
skills and job related skills. There are two parts: the Basic Skills 
programme (Part A) is followed by a Work Experience or Further Skills 
Training phase (Part B). The approach to training during all sessions 
aims to help participants to be aware of their strengths and weaknesses 
as learners. The strengths are exploited and the weaknesses are 
addressed. In addition to the experienced trainers, a number of 
university students undertaking psychology, education and youth 
studies are engaged as tutors. This ensures that both trainees and 
tutors are roughly of the same age group.  
 
After completing the programme, some of participants decide to enrol in 
further training courses, while others go into employment. Out of the 
292 participants who enrolled in the original BEPS in 2000, 192 were 
males. Approximately 84 % of participants had entered the programme 
voluntarily while 16 % were required to do so by the Employment and 
Training Cooperation’s employment advisors. When asked, through an 
anonymous questionnaire, whether the course was worthwhile and 
whether they would recommend it to others, the participants’ answers 
were affirmative. Despite some initial teething problems, overall the 
scheme has been considered a success by the organisers. The scheme 
was originally intended for a limited timeframe, but its success has 
inspired the Employment and Training Corporation to embark on other 
ventures designed along the same lines and extended to a wider 
audience.  
 
Source: Zammit, E. (2009 Mutual Learning Programme: Peer Country Comments Paper – 
Malta, An Employment Passport for School Passports 

CEF Education and 
Training Courses, 
Portugal  

CEF Education and Training Courses are vocational courses that promote 
school success. They are aimed at early school leavers and unqualified 
young people. These courses aim to respond to the educational and 
training needs of young people of 15 or over, who are not immediately 
interested in further study but who wish to get a professional 
qualification more in line with their interests. 
 
The qualifications available through CEF courses include:  

 A level 1 or 2 qualification equivalent to the 6th and 9th grade for 
young people who haven't completed the 9th grade or who are at 
risk of not completing it.  

 A level 2 qualification for young people who have completed the 
9th grade or who are attending upper secondary education, who 
may leave early and enter the job market without a qualification. 

 A level 3 qualification equivalent to the 12th grade, for young 
people who want a professional qualification at this level to enter 
the job market and fulfil the necessary conditions stipulated by 
the law.  

 
The courses are taught by a network of state and private schools, 
professional schools and centres managed wholly or partially by IEFP, or 
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other formally accredited bodies, in conjunction with the community, 
such as local and regional authorities and associations, companies and 
other stakeholders.  
 
The different training paths allow for a professional curriculum structure, 
appropriate for each level of qualifications. There are four training 
components: socio-cultural, scientific, technological and practical. 
 
The purpose of the socio-cultural and scientific training components is to 
develop competencies in languages, culture and communication, 
citizenship and society and the different applied sciences and is 
organised by subject or area. The technological training component is 
organised into training units or modules. The practical training 
component is an internship and aims to teach technical and 
organisational competencies that are relevant to professional 
qualifications, entry into the job market and lifelong learning. 
 
The length of the courses varies between 1 200 and 2 200 hours, 
depending on the organisation model and the development of the type 
of training adopted. Internships can last between one and six months. 
The successful completion of the CEF provides sixth, ninth and twelfth 
level grade certificates, which permit further study at post-secondary 
education. 
 
Source: Eurydice (2007) The Education System in Portugal, 2006/07, European 
Commission  

14-19 educational 
reform, England 

The reform of education provision for young people aged 14-19 in the 
UK has hinged on the development of vocational learning which includes 
workplace training for young people disengaged with standard learning 
pathways and there has been a concerted effort to increase the number 
of places on offer. 
 
Three out of four of the qualification routes under the 14-19 Entitlement 
curricular reform offer the possibility of workplace training and/or 
apprenticeships. The four routes are: 

 Apprenticeships, with an entitlement to a place by 2013 for all 16 
year olds suitably qualified.  

 Foundation Learning, with some delivery on a 14-19 basis in all 
local areas from 2010 and increasing provision from 2010 to align 
with the 2013 Diploma entitlement and RPA target.  

 General Qualifications, for example GCSEs and A levels.  

 Diplomas, with an entitlement by 2013 for all 14–16 year olds to 
the first 14 Diplomas and for 16–18 years to all 17 Diplomas.  

However, it is yet to be determined whether this approach will be 
sustained in the future. The Coalition government is currently carrying 
out a national review into Vocational Education ‘The Wolf Review’, which 
is likely to result in significant changes to the delivery of vocational/work 
based education. The suggestion is that ‘Technological Universities’ will 
be developed as an alternative pathway for young people at age 14. 
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Validation of non-formal and informal learning 

Recognition, Validation 
and Certification of 
Competences (RVCC), 
Portugal 

The Portuguese system of Recognition, Validation and Certification of 
Competences (RVCC) was established in 2000 with support from the 
European Social Fund. RVCC aims to improve the qualification levels of 
young people and adults aged 18 and above. The system was 
introduced to help reduce the high number of Portuguese people who 
had not completed lower secondary education (more than 3 million in 
2000). RVCC is delivered by a national network of New Opportunities 
centres, of which there are now over 450.   
 
There are two types of RVCC, the educational route and the 
professional route. The educational route offers eligible individuals the 
chance to access basic or lower secondary level qualifications. Staff at 
the New Opportunities centres support the individual to undergo the 
RVCC process, which involves three stages: recognition, validation and 
certification of competences. Although the individual must carry out 
their own evaluation and self-assessment of their competences in 
order to prepare their portfolio, the staff provide guidance and support 
throughout the process from the point of engagement to the point of 
certification, including a professional assessment of the portfolio, 
before it is finally assessed by the certification jury. 
 
The professional route enables individuals to access professional 
qualifications through the validation of competences obtained either 
through work experience or in other environments. It is based on the 
same three stages as the educational route and individuals again 
receive support to complete the process from the New Opportunities 
centre staff.   
 
RVCC is a major success. Almost 90 000 people eligible for the scheme 
gained a recognised certificate between 2000 and 2006. A 2003 
survey of individuals who had undergone the RVCC process between 
2001 and 2002 revealed that the majority felt that it had helped to 
improve their self-esteem and self-knowledge. Two thirds were 
considering undertaking further study and 13 % had already returned 
to formal education. Furthermore, 15 % of the RVCC beneficiaries who 
were employed on fixed-term contracts had been awarded permanent 
contracts six months after receiving their certificate. 
 
Source: Cedefop (2010), Guiding at-risk youth through learning to work: Lessons from 
across Europe. Luxembourg: Publications Office of the European Union.  

Validation of non-formal 
and informal learning, 
Spain 

Measures that allow young people to have informal and non-formal 
learning validated have been introduced in Spain. The National Action 
Plan to reduce early school leaving promotes the validation of non-
formal learning by the competent authorities.   
 
Furthermore the Action Plan 2010-2011 states that in order to ensure 
the flexibility of the education system, the basic skills of students who 
left school without obtaining the ESO qualification should be officially 
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certified. Subsequently a model of certification is being developed in 
collaboration with the Autonomous Communities. 
 
In July 2009, the Royal Decree 1224/2009 adopted the recognition of 
competences acquired through work experience. This measure was 
intended to enhance the employability of experienced workers who do 
not have formal education or training qualifications. Competences thus 
acquired could be validated for VET modules or full qualifications (VET 
diplomas or professional certificates). The system will operate through 
national/regional calls prioritising specific sectors; social partners could 
also request calls to meet the needs of specific economic sectors. It is 
expected that 80 000 people – mainly with low qualification levels – 
would benefit from the system in its first three years. The legislation 
outlines a substantial role for guidance during the validation process 
and underlines the importance of training of assessors as well as 
counsellors. 
 
Sources: Ministerio de Educaión, política social y deporte (2008) Plan para la reducción 
del abandon escolar  
 
Ministerio de Educación (2010) Plan de Acción 2010-2011  
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Other types of (re)integration measures 

Tracking 
Measures, 
Denmark 

Tracking has been introduced to identify, support and monitor young people aged 
under 25 who have dropped out of school early. The tracking provision was 
enforced in 2003 with the introduction of the Guidance in Education Act. The Act 
increased the frequency of contact with these young people from twice a year to 
a limitless number of contacts. 
 
The responsibility for tracking these young people lies with the Youth Guidance 
Centres, YGCs (Ungdommens Uddannelsesvejledning) which are regulated and 
funded by the municipalities. Guidance counsellors are employed by YGCs but 
they are often based in schools and they have a specific responsibility for 
tracking young people who have dropped out of school. 
 
The guidance counsellors use an electronic database to monitor and contact 
young people who have dropped out of school. Guidance counsellors choose how 
and when they contact the young person. In general, the first contact will be 
friendly and light, for example through a postcard, although a range of more 
technical communication methods have been piloted, for example Facebook. This 
initial contact is then followed up by a formal letter to remind the young person 
that they have a right to pursue education and training. The next step is to make 
a telephone call to the young person and maybe their parents and guardians. A 
letter can also be sent to their parents or guardian. The last step will be a visit to 
the young person at home however this is not a favoured action as it is 
considered to be too intrusive.  
 
The discussions with the young person will cover the right of the young person to 
pursue education and training and the reasons the young person dropped out 
may also be discussed. Guidance counsellors present the benefits of education 
and training. They provide information about educational programmes and can 
identify the most appropriate for the young person. They may suggest 
mainstream education and training provisions, specific programmes or certain 
types of schools, such as production schools (produktionsskolerne). 
 
Sources: Per Kongshoj Madsen (2010) EEO Review: Youth Measures 2010, Denmark 
Cedefop: Nevala, Anne-Mari and Irving, Pat (2010) Guiding at-risk youth through learning to work: 
Lessons from across Europe. Luxembourg: Publications Office of the European Union.    

I want to 
learn (Ich-
will-
lernen.de), 
Germany 

‘I want to learn’ (Ich-will-lernen.de) is an online portal aimed at school leavers 
which provides free online tutorials for users. The portal is aimed at people with 
few or no qualifications who want to improve their knowledge of subjects such as 
maths, German, English, reading and writing and science. It gives users the 
opportunity to control what, how and how fast they learn.  
 
Source: Zweite chance online  

Back to 
Education 
Allowance, 
Ireland 

The Back to Education Allowance (BTEA) provides a weekly rate of payment to 
the unemployed, equivalent to their social welfare payment, if they return to 
either second or third level education. Changes were made in 2009 to reduce the 
duration of the unemployment periods necessary for qualification (from six to 
three months for the Second Level Option and from 12 to 9 months for the Third 
Level Option). 
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In fact, at an earlier point (in July 2008) a special initiative was announced for 
the summer period. The initiative involved Departmental officials contacting 
eligible young people to encourage them to take up BTEA opportunities by 
entering appropriate education or training courses in the autumn of that year.  
 
The financial allocations for this measure have been significantly increased in 
recent years. The estimated expenditure for the BTEA in 2010 is about EUR 110 
million, which is an increase of about 45 % compared with 2008. 
 
For more information: Student Finance: Back to Education Allowance  

Virtual 
Platform for 
Early School 
Leavers, 
Spain 

The National Action plan to reduce early school leaving proposed the creation of a 
virtual platform between the Ministry of Education and the Education authorities 
of the Autonomous Communities that is targeted at early school leavers. This 
platform would allow distance learning and provide guidance for vocational 
modules that could lead to a qualification. 
 
In general, the Action Plan 2010-2011 advocates the introduction of a more 
flexible Education system that includes the introduction of different education 
options for those individuals who have dropped out of school with few or no 
qualifications. In order to achieve this it was stated that there is a need to 
increase the provision of both classroom based and distance learning that is 
flexible and compatible with other commitments of these individuals, for example 
work and family life. 
 
Source: Ministerio de Educaión, política social y deporte (2008) Plan para la reducción del abandon 
escolar  

Second 
chance 
opportunities 
in Aragón, 
Spain 

In the Autonomous Community of Aragón, there have been various measures 
implemented to reintegrate early school leavers into education and training under 
the Plan General de Educación Permanente. The measures taken are to 
encourage the reintegration of those aged over 18 who have dropped out of 
compulsory education. The measures facilitate access to formal education for this 
group of people:  

 Increase the access to vocational training through classroom based 
learning and distance learning. 

 Increase of night school courses and distance learning courses for the 
Bachillerato qualification. 

  
Furthermore it was proposed that the use of the internet to facilitate distance 
learning should be improved and widened specifically to promote training in rural 
areas of Aragon. Subsequently the Government of Aragon implemented an 
internet portal called ‘Aularagón’. This portal aims to enhance the provision of 
distance secondary education and has made all educational materials for both 
vocational training and the bachillerato available on the network. 
 
Source: Gobierno de Aragón (2010) La coordinación de Instituciones en la Educación Permanente en 
Aragón  
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Preventing 
truancy and 
early school 
leaving in 
Galicia, Spain 

In the Autonomous Community of Galicia, in the municipality of Verín, the 
‘Project to prevent truancy and early school leaving’ includes actions aimed to 
improve counselling and guidance for those who have left school. It is a priority 
of this programme to facilitate the reintegration of those aged between 16 and 
24 who have left school early. Subsequently guidance is provided to encourage a 
return to education. This guidance is tailored to the individual case. Furthermore 
assistance is given to help individuals complete the application forms and 
paperwork that is required to re-enter the education system. As part of the 
project, social skills workshops were introduced. These are aimed at young 
people who have left and those who are at risk of leaving. Normally workshops 
involve young people with behavioural problems, problems in their family life and 
in some cases young people who have been involved in criminal behaviour. 
Further workshops are held to teach these young people good techniques and 
skills for learning. For example the importance of organisation and a daily study 
routine are emphasised. 
 
Source: Villar, M.G , El Absentismo escolar y el abandono temprano de los estudios, antesala del 
retorno educativo para la educación de, adultos ayuntamiento de verín (ourense) servicio municipal 
de educación familiar 

Network of 
Integrated 
Centres, 
Spain 

Another strategy indirectly linked to ESL is the Network of Integrated Centres. 
This is a nationwide network that will be used in all the Autonomous 
Communities. The network consists of training centres that teach all the training 
courses on and that are in permanent contact with the labour market and 
emerging markets. The centres cater to young people in the education system 
and employed and unemployed workers in vocational training for employment. 
They are seen as being an institution that serves the public and the productive 
sector and contribute to qualifying and retraining people. They are autonomous 
and have a flexible organisation, as well as offering a versatile range of training 
and having the ability to respond to the needs of the world of work.  
 
Source: Llorente, R., Pérez, J., Pino, F., Macías, E., Abandono Escolar y Mercado de Trabajo en 
España, Ministerio de Trabajo e inmigración 

Study 
Scholarship 
programme, 
Spain 

Scholarship programmes have been introduced in Spain. The provision of 
scholarships can have a major impact on equality within the education and 
training systems. The ‘Study Scholarship Programme: Expanding and Improving 
Vocational Training Scholarship Programme’ was introduced in 2010 and is 
targeted at students over the age of 16 who have not obtained a compulsory 
secondary education qualification. The aim is that through the provision of 
scholarships these students are able to acquire the professional competencies 
that correspond to the level one qualification in the CNCP and as a result are able 
to find employment. The training courses are organised according to professional 
profiles of the productive sectors and have a modular structure. Each 
Autonomous Community regulates the profiles for its own area of management.  
 
The scholarships are managed by the General Sub-Directorate for Scholarships of 
the Ministry of Education and the Director General of University Training and 
Guidance of the General Sub Directorate for Training.  
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The aim of the scholarship programme is to ensure that no student is unable to 
undertake studies due to a lack of financial resources. Furthermore the training 
courses that are undertaken by the students are designed to respond to the 
needs of society and to motivate students to succeed.   
 
Scholarships guarantee equality of access to education. The document ‘Proposals 
for a Social and Political Education Pact’ makes the following proposals: to set up 
a Scholarship Observatory; to continue to increase the financial thresholds; and 
to increase the budget allocated to ensure that at least 50 % of secondary school 
students have a scholarship.  
 
Sources: Cedefop (2010) A bridge to the future: European policy for vocational education and training 
2002-2010: national policy report: Spain 

Options for 
young people 
who have not 
completed 
their 
education, 
France 

Several options are offered to young people who have failed to obtain a 
Baccalaureate or who have stopped their studies before entering the last year of 
upper secondary school:  

 Candidates for vocational Baccalaureate who have taken the exam more 
than once and are registered in an upper secondary vocational school only 
have to retake the subjects they failed; this might encourage some pupils 
to retake the exam. 

 Candidates to a general Baccalaureate registered as individual candidates 
only have to retake the subjects they previously failed; they can also 
receive appropriate ad-hoc support from their previous upper secondary 
school. 

 Evening classes are offered in a few specific (public or private) upper 
secondary schools.  

 Young workers can take/retake this exam as part of their continuous 
training.  

 
In addition, it is also worth noting that the Baccaulaureate is not necessary to 
access courses leading to the award of a recognised post-secondary vocational 
degree (such as the Brevet de Technicien Superieur, for which classes are given 
in an upper secondary school). Very often, if pupils are successful in the first 
year, they are encouraged by their school to retake the Baccalaureate exam. 

Schoolfort, 
Netherlands 

The Schoolfort programme in the Amsterdam region, run by the Herstelling 
foundation, targets unemployed young people with a particular focus on early 
school leavers. The programme consists of the restoration of historical sites by 
groups of unemployed people. One element of the programme encourages at-risk 
students from VMBO schools aged between 14 and 17 to perform light manual 
tasks under the supervision of a foreman. The aim of the programme is to give 
them a perspective on their future and the necessity of gaining a qualification. 
The programme ensures that these young people acquire valuable skills and 
motivation to continue with their studies. After a pilot period in 2006 the 
programme was offered to all schools of the greater Amsterdam area.  
 
Source: Herstelling foundation  
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Helping 
young people 
at risk by 
implementing 
the voluntary 
guidance 
service (SVO) 
project, 
Luxembourg 

The SVO project, which is the responsibility of the Ministry of the Family and 
Integration, chiefly targets young people aged under 18 who have left school 
early, or who have completed their compulsory education without qualifications 
or employment and are not attending school. The aim of this project is to provide 
young people with stability, give them back confidence and help them to return 
to education and training or to find a job. During the project, young people are 
supervised by a tutor in the workplace and supported by a worker from the 
National Youth Service who is responsible for monitoring them. 
 
Source: Le Governement du Grand-Duche de Luxembourg (2008) National strategy report on social 
protection and social inclusion, European Commission      

Job Coaching, 
Austria 

The job coaching project for young people who are long-term unemployed is a 
project aiming to give adolescents between 15 and 25 years a chance to get a 
job or on-the-job training. It provides a personal coach, who helps the adolescent 
with the new employer and the new job. The project beneficiaries are selected by 
the PES, which has the legal responsibility to help unemployed young people to 
access training, education and/or employment. The project starts with an eight-
week training period during which young people are trained in communication, 
social and basic skills. The training period also helps young people to establish a 
stable daily routine. The second step is a job interview process and then 
placement into employment. During the first nine months the project 
beneficiaries are supported by their coach in their employment to reduce drop-
out rates. The Federal Economic Chamber and the Austrian PES finance this 
project.  
 
For more information: Job coaching Project 

Activity 
Agreements, 
England 

Over the period April 2006 - March 2010, approximately 25 000 young people 
took part in something called an Activity Agreement. These Agreements were 
designed to encourage young people who have been NEET for some time back 
into learning or to help them get a job (with training). In return for completing a 
series of activities tailored to their individual needs and designed to move 
towards learning or employment, 16 and 17 year olds who have been NEET for at 
least 20 continuous weeks receive an allowance. Analysis found that in the short-
term, three months after participation, 49 % of young people were engaged in 
education and employment related activities. This compared to 36 % in a 
comparative control group. Data from the first two years of the pilots show that 
the costs are an estimated GBP 2 122 per participant.   
 
Source: Department for Education (2010) What works re-engaging young people who are not in 
education, employment or training (NEET)? Summary of evidence from the activity agreement pilots 
and the entry to learning pilots 

 



 




