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EXECUTIVE SUMMARY  

ET 2020 objectives include a renewed target of reducing Early School Leaving (ESL) to less 

than 10% by 2020. While Early School Leaving (ESL) causes may diverge from one community 

to another some key factors emerge as significant going well beyond learner school performance: 

socio-economic issues, parental educational levels, attitudes towards education, social exclusion 

particularly for migrants, poor understanding of school curricula, insufficient training of 

teachers, quality of learner-parent-teacher communication, etc. The above show that school is a 

community that involves not only teachers and learners, but also parents, extended families, and 

others. Studies show that Early School Leaving causes can be identified as early as in pre-school, 

although symptoms are manifested much later. 

LINC aims at developing early and continuous interventions and a holistic, inclusive Early 

School Leaving prevention approach that starts in primary school and follows learners through 

lower secondary education. The intervention will target the school community as a whole, 

strengthening the social networks that can support children in achieving excellence in learning. 

LINC will support teachers, learners, and parents to prevent Early School Leaving before it 

becomes a visible risk for particular students. Special attention will be paid to the needs of 

migrant learners and their families aiming at their effective integration. 

LINC will develop: a) analysis of the factors affecting Early School Leaving in Europe b) 

experiential, community-building learning approaches that support learners, parents, and teachers 

in connecting school to real life c) on-line communities, end-to-end learning activities, and 

awareness raising content that enhance learner-parent-teacher engagement and collaboration d) 

capacity-building material that empowers teachers to address holistically the needs of learners 

and their families f) strategies for the wide adoption of the proposed learning interventions into 

school structures. Activities will be validated in Greece, Sweden, France, and the Czech 

Republic. 

The LINC project, which is funded with support from KA2 Action: Comenius Life Long 

Learning Programme, runs from December 1st, 2013 to November 30, 2015. 
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INTRODUCTION  

Early school leaving (ESL) still challenges European societies having potentially significant 

effects on a learnerôs professional and personal development later in life. In 2013, Early School 

Leaving levels in Europe were still at 12.7% (Eurostat 2012). Leaving school early may 

negatively affect an individualôs breath of options for achieving his/her full potential, pursuing 

an invigorating and satisfying career, assuming a personally fulfilling role in the community, and 

generally implementing dreams.  

Varied definitions of Early School Leaving (ESL) exist. The LINC project assumes the EU 

definition of not achieving secondary education, namely achieving only pre-primary, primary, 

lower secondary or a short upper secondary education of less than 2 years or having only pre-

vocational or vocational education that does not lead to an upper secondary degree.  

The completion of at least obligatory levels of education, which in many countries includes 9 

years of primary and secondary schooling, or even better secondary education by, ideally, the 

wide majority of the population is linked by governments and international organizations 

(OECD) to higher productivity of a society and economy as a whole and is one of the reasons 

behind national policies on free and obligatory primary and secondary education.  

Recognizing the potentially adverse effects of Early School Leaving at the personal and societal 

levels the European Commission has renewed as a key target for education and training the 

reduction of Early School Leaving to less than 10% by 2020, following an earlier policy from 

2003 that called for reduction to 10% by 2010. Several countries, e.g. Sweden and the Czech 

Republic, already meet this goal (Early School Leaving rates 7.5% and 5.5% respectively, source 

Eurostat 2012). Others, such as Greece and France, could still enhance results (rates 11.6% and 

11.4% respectively). The success of programs already in place in some countries allows 

optimism for future performance and underscores the need for rigorous and enhanced strategies 

at the national and European levels.  

The factors that lead to Early School Leaving vary from one country to another and from urban 

to rural areas (TWG, 2013). Learners may be attracted out of school by jobs with low entry level 

skill requirements, for example in the tourism sector. Other factors include the socio-economic 

background of the family; the value the family places on education and the perceived cost-

benefit ratio; the educational level of parents, their interest in their childôs education, and their 
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capacity to help with homework; the time parents have available for communicating with their 

children; teacher capacity to identify and address Early School Leaving; the quality of teacher 

communication with their students, and more.  

Many of the above factors reach well beyond the school environment and are related to family 

support, background, life conditions, and stimulation. Parents, teachers, and social networks 

including extended families, in addition to how learners relate to the school environment and 

how they perceive the relation of the curriculum with real life, play an important role in staying 

in school. 

Challenges that minorities or immigrants face in relation to Early School Leaving cannot be 

ignored. In some countries, for example in Greece, immigrants are faced with high rates of Early 

School Leaving. According to Eurostat 2012 data, the Early School Leaving rate in Greece is 

11.4% and almost 3.5% is related to minority communities. Some research results show that 

issues faced by immigrants include a poor understanding of the curriculum and school system in 

their new country of residence, behavior and attitudes towards learning (Sacker, Schoon, and 

Bartley, 2002) and specifically placing low value to education, and difficulties in their 

communication with teachers, possible due in part to language and cultural barriers. Migrant 

parents may be viewed as ódifficultô, óindifferentô, and óhard to reachô (Crozier and Davies 

2007). However, researchers point out that schools, rather than parents, may be hard to reach in 

reality (Harris and Goodall, 2007).  

The above demonstrates that factors that affect Early School Leaving may differ significantly 

from one cultural environment to another. However, one factor that emerges as particularly 

significant in a number of reports is parental engagement as the quality and nature of parental 

involvement is very important. Addressing Early School Leaving requires a thorough 

understanding of the factors that contribute to leaving school in various contexts. It further 

requires strategies that address the life conditions, social web, educational background, 

perceptions, and resources available to learners, to their parents and families, and to their 

teachers (TWG, 2013).  

LINC focuses on Early School Leaving prevention. It takes into account the fact that significant 

factors that affect Early School Leaving, including parental and family support, social exclusion 

or difficulties in integration of everyone but particularly of migrants, resources for parents, and 
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attitudes manifest as early as in preschool and may lead to Early School Leaving much later in 

high school years.  

More precisely, LINC views school as a broad supportive community and aims to empower 

learners, parents, and teachers to better understand and project to others in their community the 

value of education; to raise the confidence of parents and teachers in their ability to help learners 

in their educational efforts by leveraging cultural and social capital and diversity; to provide 

opportunities to parents to become further involved in both schooling and learning and to 

empower teachers to develop innovative, inclusive learning activities that engage learners, 

parents, and families in the learning process. If this bid is successful, an auspicious start will be 

made towards engineering mechanisms to early fight ESL.  

This report is mainly divided into 6 core sections. The first section attempts to present the project 

objectives and to map the stakeholder groups that will directly or indirectly benefit from the 

project outcomes (see Chapters 1 and 2) while the second section provides some basic 

information on the research- evidence on early school leaving in Europe (see Chapter 3). The 

third section documents the current status of Early School Leaving in Greece, France, Sweden 

and the Czech Republic (see Chapter 4). This section details also existing practices and 

approaches to tackle early school leaving (see Chapter 5). The discussion in this section is further 

extended to include the way ócommunitiesô are used in the school settings in Greece, France, 

Sweden and the Czech Republic (see Chapter 6). The report continues with the fourth section, 

with the results of small-scale studies that were conducted targeting teachers and parents as well 

as early-school leavers from the Greek, French, Swedish and Czech educational context. The 

outcomes of these studies (see Chapter 8 and 9) aim at providing an additional level of realism to 

the project. The fifth section incorporates the work conducted in the previous sections and forms 

the development of the LINC pedagogical framework (see Chapter 10). The framework is 

applied in practice for the design and development of the LINC community (see Chapter 11) that 

integrates the LINC activities. Finally, the sixth section of the report concludes with the detailed 

description of the LINC community (see Chapter 11) and the LINC activities (see Chapter 12). 
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1. LȽNC OBJECTIVES 

LINC aims to develop a holistic, inclusive learning intervention for preventing Early School 

Leaving that starts early on, in primary school, and continues throughout lower secondary 

education. The project aims to provide a supporting community to learners, teachers, and 

parents well before Early School Leaving becomes a visible risk aiming to help all players 

involved in school education effectively prevent Early School Leaving.  

Based on the fact that Early School Leaving is a complex problem that is the result of not only 

school performance but also socio-economic factors, family background, parental educational 

levels, social exclusion particularly for migrants, poor understanding of the school system, 

attitudes towards education, and insufficient training of teachers among other influences, the 

intervention will target the school community as a whole, including learners, parents, and 

teachers strengthening the social networks that can support children achieve excellence in 

learning. Community building approaches and experiential learning enhance current efforts on 

tackling Early School Leaving by:  

¶ Creating early on and maintaining a supporting, community environment for learners 

in the school and at home, with a focus on moral support, stimulation, 

communication with parents and teachers, and access to knowledge 

¶ Helping learners, teachers, and parents understand school curricula purpose and 

structure and their relevance to real life; positively affects perceptions on the value of 

education 

¶ Providing an inclusive environment for migrants by celebrating cultural diversity 

through integration into joint learning activities for learners, teachers, and parents and 

helping them better understand school systems in their host countries 

¶ Empowering teachers to lead activities that promote enhanced engagement of parents 

in schooling, i.e. parent engagement in school life, and learning, i.e. in homework study 

¶ Empowering teachers through training  to design and deliver inclusive, interactive 

learning activities that entice learner stimulation and parent participation 
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¶ Empowering teachers to initiate and maintain relationships with parents throughout 

the school year 

¶ Increasing the confidence of parents in their ability to help their children  in their 

educational efforts through a community spirit 

¶ Supporting parents as learners by providing access to information on lifelong learning 

¶ Allowing parents better access to information on their childrenôs school projects 

and progress through social networking services aiming for enhanced engagement 

¶ Improving learner-teacher-parent communication through the school community and 

supporting ICT social networking services 

Specific methodological objectives: 

¶ To analyse the particular factors that affect Early School Leaving in countries 

represented in the consortium 

¶ To develop an experiential learning methodology that forms the basis for interactive 

learner-parent activities that helps learners connect learning to real-life and parents to 

put their skills to work towards  their childrenôs education 

¶ To develop specific learning activities that promote learner and parent interactive 

engagement taking into account cultural aspects in Greece, Sweden, France, and the 

Czech Republic 

¶ To validate the European applicability of outcomes through the evaluation of 

methodologies and tools in real-life conditions in Greece, Sweden, France, and the 

Czech Republic 

Specific technological-support objectives: 

¶ To use social networking and digital story telling approaches for supporting the proof-

of-concept implementation of a school community that promotes learner, parent, and 

teacher engagement and communication in the context of the learning process 
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¶ To use multimedia technology for vivid how-to presentations of project methodologies 

aimed as teacher skill development tools for empowering them to lead school activities 

for preventing Early School Leaving through community building 

Policy objectives: 

¶ To disseminate project objectives and outcomes in a focused and targeted manner to 

stakeholders, including primary and secondary education teachers, learners and parents, 

policy makers, instructional process designers, and the general public (please see section 

E.2 below) through publications, media presentations, internet presentations, face-to-face 

communication with stakeholders, informational material, and more 

¶ To promote the adoption of project outcomes in primary and secondary education 

through workshops in Greece, Sweden, France, and the Czech Republic and of good 

practice recommendations through contacts with policy makers 
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2. STAKEHOLDER MAPPING 

LINC addresses the reduction of Early School Leaving through early interventions that continue 

to support learners throughout primary and secondary education through supporting extended 

school communities, including learners, parents, and teachers. The target groups that stand to 

gain directly or indirectly from LINC objectives, methodologies, and outcomes include: 

Direct stakeholders: 

¶ Learners and their families, who will benefit from an enhanced support, access to 

educational material and information on lifelong learning and understanding of school 

systems in their countries. Initiatives will be provided to learners and their families to 

participate in a meaningful way to the school community and to eventually build a strong 

home-school partnership. 

¶ Teachers, who stand to gain from better understanding of Early School Leaving 

contributing factors in their environment as well as from capacity building good practice 

multimedia training material that empowers them to apply innovative, community-

building, experiential learning practices in the classroom for the benefit of learners and 

their families; good practice recommendations will further enable teachers to initiate and 

maintain communication with learner families throughout the school year and to better 

explain the relation of curricula to real life needs 

Indirect stakeholders: 

¶ Policy makers and learning process designers, who benefit from Early School Leaving 

factor contribution analyses by country, experiential learning methodologies for early 

intervention, and the evaluation process results on the relevance, acceptance, and 

effectiveness of proposed learning and schooling frameworks, services, and tools 

¶ Teacher trainers, who stand to gain from good practice recommendations on building 

the capacity of instructors to identify and address Early School Leaving by reaching out 

to families, taking advantage of the school community environment, and promoting the 

ability of parents to become meaningfully involved in their childrenôs education 

¶ The general public, that stands to gain from higher school completion rates  
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The following graph presents the stakeholder groups that stand to gain from the suggested LINC 

intervention. They can be summarised in the following figure. 

 

 

Figure 1: LINC Stakeholder Map. 

 

A question that is raised is how the involvement of stakeholders will take place during the life of 

the project. To begin with, direct stakeholders, namely learners and their families as well as 

teachers, will be directly involved in the project implementation. During the design phase, 

teachers will be engaged in the design and implementation of the school community services and 

the interactive learning activities that target learners and their families. During the evaluation 

phase, learners, teachers, and learner families will participate in real-life applications of project 

methodologies, activities, and tools aiming to generate objective feedback in evaluation sites that 

are defined in Greece, Sweden, France, and the Czech Republic. In addition to the teachers and 

learners at designated validation sites, wide dissemination will be pursued reaching teachers 

through presentations, public media, and the Internet as well as 4 workshops in Greece, France, 

Sweden, and the Czech Republic in the context of exploitation activities. 
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Indirect stakeholders, namely policy makers, learning process designers, teacher trainers, and 

the general public will be reached through: 1) a rigorous and targeted dissemination strategy 

that will present information related to the project in a targeted and focused manner 2) the 

foreseen 4 workshops in 4 countries and 3) good practice guidelines on the integration of 

LINC outcomes in school systems in diverse cultural environments. 
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3. EARLY SCHOOL LEAVING: DEFINITIONS, FACTORS, CONSEQUENCES AND 

RESPONSES 

3.1 Definitions and Statistics 

At EU level Early School Leaving (Early School Leaving) rates are defined by the proportion of 

the population aged 18-24 that has only lower secondary education or less and are no longer in 

education or training. Early school leavers are therefore those who have only achieved pre-

primary, primary, lower secondary or a short upper secondary education of less than 2 years or 

having only pre-vocational or vocational education that does not lead to a qualification 

equivalent to the upper secondary level. 

Early school leaving should not be perceived as an event but rather as an evolving process 

(NESSE Report, 2010). This is due to the fact that the process may be initiated much earlier than 

the drop out action and in many cases the seeds for early school leaving may be cultivating 

during early school years or prior to the childôs entrance in the school. In other words, early 

school leaving can be a long process of school disengagement (Ferguson et al, 2005). 

Profoundly, this disengagement process is rarely the result of single factor; a complex set of 

factors revolves around early school leaving.  

Among the headline targets set in the Europe 2020 strategy is the reduction of the EU average 

rate of early school leaving to less than 10% by 2020. Although the early school leaving rate has 

decreased since 2001 in many European countries (see Figure 2), there is undisputedly room for 

improvement. It is worth mentioning that from 2009 to 2012 the Early School Leaving rates have 

been significantly improved at a European level. The following graph (see Figure 2) represents 

the average rate of early school leaving in different European countries in 2012. The dark blue 

horizontal line indicates the headline target set in the Europe 2020 strategy and the red lines the 

targets set per country at a national level.  



LINC  539024-LLP-1-2013-1-GR-COMENIUS-CMP 

08/12/2014   Learning Requirement Report    Page 18 

 

Figure 2: Early School Leaving rate 2012, Europe 2020 target and National Targets (source: 

Eurostat). 

 

It is worth examining further the information enclosed in Figure 2. At a first glance it seems that 

Spain, Malta, Portugal, Italy, Romania, United Kingdom, Bulgaria, Belgium, Hungary, Greece, 

Cyprus, Germany, Estonia, and Latvia have not reached the headline target set by EU 2020 

Strategy. Malta with an early school leaving rate of 22.6% , Spain with an early school leaving 

rate of 24.9% and Portugal with an early school leaving rate of 20.8% are high on the list; 

however it is worth mentioning that since 2000 these countries have made considerable progress 

towards reducing significantly the average early school leaving rates (see Figure 3). 
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Figure 3: Statistics II (source: Eurostat). 

 

Noteworthy, regardless the achievement of the headline target, there are countries with increased 

early-school leaving rates in 2012 compared to the ones achieved in 2011. These countries are: 

Bulgaria, Croatia, Czech Republic, Cyprus, Hungary, Luxembourg, Poland, Slovakia, Slovenia, 

and Sweden (see Figure 3). Evidently, this result should be closely monitored because it might be 

the beginning of a new trend. The underlying reasons are also worth examining.  

The ógenderô factor seems to also play an important role. As it is demonstrated in Figure 4, early 

school leaving rates are generally higher for males compared to females. While this is the case in 

all the European countries listed in the table (see Figure 4), this is not the case in Bulgaria, as it 

seems that early school leaving rate is slightly more increased for females compared to males.  



LINC  539024-LLP-1-2013-1-GR-COMENIUS-CMP 

08/12/2014   Learning Requirement Report    Page 20 

 

Figure 4: Early School Leaving Rates by Gender per Country (source: Eurostat). 

 

Another interesting fact is that óthe share of early school leavers among foreign-born is on EU 

average more than twice as high as for natives (25.4% compared to 11.5%)ô. It is worth 

mentioning that the gap is significantly larger with more than 15 points in the percentage rate in 

Greece, Italy, and Spain. Significant difference among the two groups is also observed in 

Slovenia, Cyprus, Malta, and Belgium. Interestingly, the observed trend does not apply to the 

United Kingdom and Portugal where the early school leaving rate is higher for natives (13.7% 

and 20.9% accordingly) (see Figure 5).  
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Figure 5: Early School Leaving Rates for Natives and Foreign-born (source: Eurostat). 
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3.2  Looking behind the Statistics 

Numeric data provides us with the opportunity to monitor the Early School Leaving problem in 

different European countries and to comparatively analyse the way it is developed. However, it 

does not offer us an insight into the factors that have an influence on the Early School Leaving 

rates. What influences an early school leaving behaviour? This is a pivotal question which 

cannot be easily answered due to the fact that óearly school leavingô is an evolving process. 

Evidence in support of this position can be also found in Jimerson et alôs work (2000); Jimerson 

et al (2000) presents a set of predictors that can help understanding trajectories towards dropping 

out. This is not to claim that these factors always lead to drop-out behaviour, but to stress the fact 

that these factors when they appear at early, middle, and late stages can influence the drop-out 

status (see Figure 6).  

 

Figure 6: Possible Predictors of Dropping-out Behaviour (Jimerson et al, 2000, n.p) at Early, 

Middle and Late Stages. 

 

The school disengagement process is rarely the result of a single factor. The literature in this area 

is revealing, describing early school leaving as óa long term, multi-dimensional process that is 

influenced by a wide variety of school and out-of-school experiences with broad social and 

cultural implicationsô (Foster, Tilleczek, Hein & Lewko, 1993). Other practitioners in the field 

describe óearly school leavingô as the result of a combination of individual, educational, and 

socio-economic factors (KGH Consulting Ltd, 2011). Learners may be attracted out of school by 

jobs with low entry level skill requirements, for example in the tourism sector. Other factors 



LINC  539024-LLP-1-2013-1-GR-COMENIUS-CMP 

08/12/2014   Learning Requirement Report    Page 23 

include socio-economic background of the family; the value that the family places on education 

and the perceived cost-benefit ratio; the educational level of parents, their interest in their childôs 

education, and their capacity to help with homework; the time parents have available for 

communicating with their children and the teachers; teacher capacity to identify and address 

Early School Leaving; the quality of teacher communication with their students, relationships 

with peers, school atmosphere, lack of intercultural content and more. The factors are usually 

dynamically linked together and lead to drop out behaviour. 

Aiming at understanding trajectories towards dropping out,  Marks and McMillan (2001) asked 

directly young people about the reasons according to which they did not complete their school 

education. Among the underlying factors are: school culture, family factors, lack of interest, 

school failure, low school performance, peers influence, the school curriculum and the need to 

join the labour market (see Figure 7). The explanations provided offer researchers an insight on 

young peopleôs needs and requirements and indicate some start-points for conducting further 

research. 

 

Figure 7: Reasons for not Completing School Education as Perceived by Early School Leavers 

(Marks and McMillan, 2001). 
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It is worth mentioning that research findings from several studies critically brought together and 

resulted in the óAll-Factors Frameworkô which demonstrates the range of factors that influence a 

drop-out behaviour within five levels: Family and Community, Schooling, Pupil and Peers, 

The Education System, and Employment and Training (NESSE Report, 2010, p.17). 

 

Figure 8: The 5-levels according to which Early School Leaving can be Increased (NESSE Report, 

2010). 

 

Even a quick reading of the lists above (see Figure 6, Figure 7, Error! Reference source not 

found.) reveals family factors as an important dimension of the problem. Indeed, research 

findings (Astone and McLanahan, 1991; Rumberger et al, 1990; Nesse report, 2010, p.19) show 

that dropouts come often from special parenting attitudes that are characterized by ólack of 

supervisionô, ópoor aspirations regarding childrenôs schoolingô, ópoor or limited engagement to 

school practicesô, ónegative reactions to school underachievementô, ólow level of verbal 

interaction with the childrenô and irresponsible attitude or lack of support when studentsô are 

taking initiatives or decisions. Family structure, parental education, and parent occupational 

category may also influence drop-out behaviour (Curtis and McMillan, 2008; Nesse Report, 

2010).  

The full list of factors that lead to school disengagement are presented in detail in the table below 

(see Table 1). The table has been created taking into account research findings by Ferguson et al 

2005; Kendall and Kinder, 2005; Restart, 2007 (cited by Nesse Report, 2010. p.26).  
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School Factors Curriculum Factors  Family Factors Individual Factors 

Teachers lack skills 

to work with 

disengaged 

students 

Perceived irrelevance 

of curriculum 

Education not 

valued- limited 

support to remain in 

school 

Issues with self-esteem, 

confidence, social skills, coping 

skills and resilience 

Lack of training 

opportunities for 

teachers 

Prescribed academic 

curriculum 

Absence condoned 

by parents 

Negative experience of school 

including discrimination, academic 

failure and transfers to lower level 

of education 

Lack of educational 

resources and 

support staff 

Locked into 

inappropriate 

vocational/academic 

courses 

Household 

problems, processes 

and dynamics 

Relationships with peers 

¶ Outsider/loner/bullying 

¶ Friends beyond school 

attracting out of school 

¶ Alpha female/male; high 

degree of autonomy. 

Behaviour problems and 

actively influencing othersô 

disengagement 

¶ Collude/disputant- non-

attendance influenced by 

taunting peers 

School admission 

policies 

Reduction in pastoral 

time as a result of 

curriculum pressure 

Contradictory 

social, behavioural 

and cultural 

expectations 

Lack of supportive 

pastoral systems 

Inappropriate 

pedagogy- focus on 

curriculum content 

rather than learners 

Expectations of 

assumption of adult 

roles and caring 

responsibilities 

Insufficient career 

advice and 

guidance 

Incompatible learner 

and school norms 

 

Teacher/ pupil 

relationships 

Lack of alternative 

education provision 

with formalised 

accreditation 

 Lack of academic ability, special 

educational needs and difficulties 

in coping with traditional 

assessment procedures 

Low status of 

vocational 

education 

  Boredom, alienation, 

discouragement, health problems 

leading to absence and substance 

misuse 

Table 1: Factors that Influence School Disengagement (Nesse Report, 2010, p.26). 

 

However, directly linking all the previously mentioned factors to Early School Leaving without 

exploring carefully the context in which they were generated can be misleading and daunting in 
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understanding the Early School Leaving problem. Addressing Early School Leaving requires a 

thorough understanding of the factors that contribute to leaving school early in various contexts. 

It further requires strategies that address the life conditions, social web, educational background, 

perceptions, and resources available to learners, to their parents and families, and to their 

teachers. For this reason an attempt is made in the next chapters to bring into focus the factors 

that mostly influence Early School Leaving in Greece, Sweden, France and the Czech Republic 

(see Chapters 4, 5 and 6).  
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3.3 Consequences for Early School Leavers  

Dropping out of school can ósubstantially diminish the life prospects of youthô (Podilano et al, 

2012). Heckman and Rubinstein (2001) stress the fact that early school leavers have greater 

possibilities to be unemployed or to have low- paid jobs; it is also more likely that they face 

problems in retaining a job compared to individuals that have completed their school studies. 

This fact is exemplified in the Labour Force Survey, conducted by Eurostat (2009) which 

demonstrates the unemployment rate per educational attainment level (see Figure 9). The 

graphical representation of the Eurostat data (see Figure 9) is revealing: those that have not 

obtained a university certificate are at a much greater risk of unemployment (almost 3 times 

higher) compared to university graduates.  

 

Figure 9: Unemployment Rate in the EU-27 by Educational Attainment Level (Picture Retrieved 

from Eurostat, Labour Force Survey, 2009 Cited in GHK Consulting Ltd, 2011, p.55). 

 

Many studies stress the fact that early school leavers run the risk of being involved in criminal, 

illegal or antisocial activities. Students that leave school prematurely are more likely to be long-

term dependent on social welfare services and to demonstrate reduced life satisfaction. The daily 

problems and dissatisfaction result in limited interest in becoming active citizens and being 

involved in lifelong learning. This may lead to strong negative effects on social growth. Fiscal 

growth is also influenced as all the previously mentioned dimensions ultimately result in óhigher 

costs to society in the form of health, welfare, and criminal justice burdensô (European Centre for 

the Development of Vocational Training- Cedefop, 2010).  
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Interestingly, in the context of the process of achieving the European target goal, a basis is set 

whereupon smart and inclusive growth can be engineered. What is pivotal is to systematically 

establish methods, policies and practices that will allow European societies to fulfill the Early 

School Leaving reduction goal. 
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3.4  Possible Responses 

In the previous sections, Early School Leaving (ESL) was defined as a long process of school 

disengagement. This particularity implies that there is not any single response to Early School 

Leaving. Different responses have to be applied at different stages of the Early School Leaving 

process. For example, some responses focus on prevention while others aim at interrupting the 

process of school disengagement, at bringing back to school the disengaged students, at 

establishing compensation measures, and more. Commonly, EU member states acknowledging 

the need to respond to Early School Leaving act in three levels: the strategic level, the preventive 

level, and the level of reintegration (GHK Consulting Ltd, 2011, p.59).  

At a strategic level, emphasis is placed on bringing together óactors and activities to work 

towards reducing Early School Leavingô (GHK Consulting Ltd, 2011, p.61). Forces are joined 

against the Early School Leaving threat both at a strategic but also at an operational level (GHK 

Consulting Ltd, 2011, p.61). Another core activity that is worth mentioning, is the organised 

gathering of data at national and international level regarding Early School Leaving. Another 

core activity that takes place at the strategic level is the organized monitoring of national and 

international data regarding Early School Leaving. The analysis of data demonstrates trends and 

tendencies and can be used to early recognize Early School Leaving, to set new policies, to 

improve existing ones and to update current operational practices. 

As it is explained in the Final Report of the Thematic Working Group on Early School Leaving 

(ReportA, 2013, p.18), prevention responses aim at dealing with the conditions that lead to 

early school leaving. Preventive responses can be ósystem- relatedô with the aim of improving 

the educational system and achieving benefits for all (GHK Consulting Ltd, 2011, p.59). Teacher 

training offerings, counselling services, and curriculum reforms are a few examples of system-

related preventive policies. Preventive responses may also target specific groups of people that 

are at risk of school disengagement. Notably, some countries have set up a óscale of 

disadvantageô based on which targeted policies and measures are activated. An example of 

targeted preventive response is the support offered to students that belong to specific racial or 

ethnic minorities (GHK Consulting Ltd, 2011). 

On the other hand, reintegration responses come into play when school disengagement has 

already occurred. The central activity at this level is to offer opportunities for education and 
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training to those who dropped out (ReportA, 2013). A big challenge is the lack of homogeneity 

in the group of early school leavers; for this reason an attempt is made to establish different 

levels of re-integration measures in order to tailor them to the needs of the different groups 

of early school leavers. Among the most common strategies employed at this level by EU 

member states is the establishment of transitional classes, second chance schools, and other 

vocational and professional flexible educational pathways (GHK Consulting Ltd, 2011, p.59; 

ReportA, 2013).  

A typology of responses to Early School Leaving employed by the EU member states is 

presented below (see Figure 10): 

 

Figure 10: A typology of the EU Member States Responses to Early School Leaving (GHK 

Consulting Ltd., 2009 and 2011). 
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4. ANALYSIS OF CURRENT STATUS QUO RELATED TO EARLY SCHOOL LEAVING 

WITH AN EMPHASIS ON EARLY SCHOOL LEAVING CONTRIBUTING FACTORS 

In this section, the current status quo in Early School Leaving in Greece, the Czech Republic, 

Sweden and France is presented. The Early School Leaving rates in these countries are 

highlighted and discussed. An attempt is also made to bring into focus results of national studies 

that have been conducted in the area of Early School Leaving. A strong emphasis has been 

placed on the factors underpinning Early School Leaving in Greece, the Czech Republic, 

Sweden, and France. The analysis below is mainly based on results of studies, national and 

international literature review, and research findings on Early School Leaving. In order to gain a 

thorough understanding of the situation in Greece, France, the Czech Republic, and Sweden, 

references (when needed) are made to the way the school system is organised in each country. 

The analysis highlights the fact that early school leaving is influenced by many different factors; 

noteworthy, family factors seem to play a catalytic role. From the conducted analysis the fact 

that ófactors are usually dynamically linked together leading to drop out behavioursô is 

exemplified. However, it seems that in each country there are key factors that are highlighted; for 

example, the Early School Leaving problem in Greece is directly linked to family factors, 

specific demographic characteristics, the way school is organised and the countryôs socio-

economic situation. The Early School Leaving threat in the Czech Republic is related mainly to 

school failure and specific family problems. In Sweden, Early School Leaving is directly linked 

to the quality of parental support and care at home, family history of Early School Leaving, the 

educational background of the parents, school failure and the social phenomenon of bullying. 

Lastly, in France, the school environment, personal problems and family factors seem to be 

driving forces towards Early School Leaving.  

The following sections provide an extensive overview of the factors that seem to influence Early 

School Leaving rates in Greece, Sweden, France and the Czech Republic.
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4.1 In Greece 

Nowadays in Greece, drop-outs come often from secondary and vocational education whereas 

dropouts in primary schools are significantly low. However, an obscure fact that is worth 

mentioning is that there is a number of students that is supposed to enter Greek primary schools 

that never appears; these are usually racial or ethnic minority students (i.e. Roma children, 

immigrants, children of the Muslim minority of Thrace) that face varying difficulties in 

becoming involved in the school community (Stamelos, 2002; Dretaki, 1993). Coupled with this, 

there are serious concerns that the current tottery economic situation in Greece has negative 

effects on school participation rates. Given this fact, although the average early school leaving 

rates have been reduced almost by 3% since 2006 (see Table 2) there is no room for 

complacency.  

 2006 2007 2008 2009 2010 2011 2012 

EU-28 15.4 14.9 14.7 14.2 13.9 13.4 12.7(*) 

Greece  15.5  14.6 14.8 14.5 13.7 13.1 11.4  

Table 2: Early School Leaving rates in Greece from 2006 to 2012 (Source: Eurostat 

Website Database, 2013,*Interim Data).  

 

In 2007, the profile of the Greek early school leaver was outlined based on input generated by 

institutions and organisations with interest and experience in the area of Early School Leaving 

and social exclusion (Report B, 2007). It is worth mentioning that among the participants were 

Universities and Research Centres, specific faculties of the Ministry of Education, non-

governmental organisations, regional and local organisations, and non-profit structures in 

different geographical areas across Greece. The input generated was based on participantsô 

professional experiences; noteworthy, their input draws also upon research outcomes. An 

interesting aspect of this study is that the participants, regardless the organisation for which they 

were working, came to an overall agreement in the identification of the factors that influence 

dropout behaviour in Greece. The identified factors were used to outline the profile of the student 

that is at risk of early school leaving in the Greek educational setting.  
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To begin with family factors appear in the Greek literature as a significant aspect of the Early 

School Leaving problem. Usually, family factors are analysed within two levels:  

¶ Factors related to socio-economic status 

¶ Factors related to the quality of the relationship within the family  

Several issues revolve around these two levels. These issues and the way they appear in the 

Greek educational setting are brought into focus below. First the familyôs socio-economic status 

seems to have an influence on Early School Leaving. Second, the value that family places on 

education also influences school disengagement. It has been observed that parents from low 

socio-economic backgrounds are more likely to underestimate the value of education and quite 

often discourage their children to continue school. In their fatalistic opinion, education cannot 

improve in the short term the familyôs financial capacity and thus is not a valid solution to a 

familyôs problems. At this point it should be highlighted that this perception is not adopted by all 

the families with low socio-economic status; however, there is a tendency towards this fatalistic 

approach which cannot be ignored. It can be stated that family influences early school leaving in 

two ways: a) through lack of interest in studentsô school life and performance and b) through 

low capacity (due to varying reasons) in supporting meaningfully students with schooling and 

learning.  

The following table summarises the outcomes of a research study that took place in Greece 

(conducted by óEpi trochonô non-governmental organisation), with the aim of identifying the 

professional status of early school leaversô parents. According to the data a significant amount of 

early school leavers (66.6%) declared that their father is working as a farmer or worker and 

almost half of them (48.2%) stated that their motherôs main occupation is running and managing 

the housework.  
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Fatherôs 

occupation  

Farmer or 

Worker 

Technician Retired or 

without a 

profession  

Freelancer  Public 

servant 

Private employee or 

specialised worker 

 66.6% 13% 5.8% 5.8% 4.3% 2.2% 

Motherôs 

occupation  

Household      

 48.2%      

Table 3: Parentôs Occupation (data retrieved from ReportB, 2007). 

 

Interestingly, the same population of early school leavers was called to describe their parentsô 

reactions when they decided to quit school. The results are demonstrated in the table below (see 

Table 4) and show that half of the parents were dissatisfied with their childrenôs decision to quit 

school. The rest were either indifferent or positive. 

Parentsô 

reactions  

Negative Indifferent Positive 

 56.8% 31.2% 12%  

Table 4: Parentsô Reactions (data retrieved from ReportB, 2007). 

 

Another factor that seems to play an important role and to a significant extent is related to 

studentsô family environment is the level of self-esteem and self-confidence developed by the 

children. So far, there is no significant research evidence that low self-esteem leads to early 

school leaving. However, there are studies that show that there is an interrelation between low 

self-esteem and school performance, as well as, between low school performance and school 

disengagement (ReportB, 2007). Students with low self-esteem may demonstrate low school 

performance and vice versa.  

More precisely, it has been observed that children are strongly influenced by their parents, 

extended family, friends and teachersô expectations. In the school environment they often 

compete with their classmates by comparing and contrasting their skills and school performance; 
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if they deduce that they lack skills they may eventually develop low self-esteem and start 

thinking poorly of themselves. (Report B, 2007). Profoundly, early support from family and 

teachers towards a healthy self-esteem is of great importance because later in life it will be very 

difficult to redirect inaccurate beliefs and to change the way an individual defines and sees 

himself/ herself. According to Greek studies and reports, the students that leave school 

prematurely are those students that had no significant support from the school community 

and their families in developing a healthy self-concept during childhood and identifying and 

redirecting irrational beliefs about themselves (Report B, 2007; Karyotaki, 2012).  

Undisputedly, a healthy family environment can contribute to óbetter school engagementô. 

Several studies demonstrate that a good family atmosphere, in which decisions are taken in a 

democratic way and opinions are respected and valued, can have a positive impact on studentsô 

school performance. Healthy maternal influence seems also to play an important role towards 

education continuation and educational achievements (Report B, 2007). However, in Greek 

settings, it has been perceived that there are cases where mothers tend to put more pressure on 

boys (compared to girls) in order to do well in school. In addition, families that are structured in 

a patriarchal way, usually put a lot of pressure on the children in order to achieve excellent 

academic results. Both cases create a stressful atmosphere that rarely influences positively 

educational results (Report B, 2007).  

Demographic factors such as ónationalityô, órace/ethnicityô, ógenderô, óageô are also considered 

when we are referring to the problem of early school leaving. Immigrants, Roma students and 

repatriates are at-risk groups for early school leaving. However, it is worth mentioning that the 

problem does not revolve around the nationality or ethnicity itself but often is closely related 

to specific life, social, economic, cultural, and other conditions. In addition, stereotypical 

approaches and attitudes are often seen to obstruct the smooth integration of these groups in the 

Greek educational setting (Report B, 2007; Tressou, 1997). 

Language barriers can also influence dramatically early school leaving rates. Undoubtedly, in a 

Greek speaking school environment, problems in using or understanding the Greek language can 

be a significant obstacle to school participation. Low literacy levels may affect not only the 

written capacity of the student but also their oral and communicative skills. In general, low 

literacy levels are associated with poorer educational outcomes and are closely linked to early 
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school leaving. Nowadays in Greece, illiteracy has been significantly dealt with. However, the 

problem is still prevalent in racial or ethnic minority groups of students (i.e Roma students, 

immigrants, Muslim minority of Thrace, repatriates) maximizing the risk of these groups for 

school disengagement and social exclusion.  

Research indicates also ógenderô as a factor that usually plays a significant role in drop-out 

behaviours. During the period 1995-1997 in Greece, girls were more likely to quit school in 

order to undertake household tasks. Another interesting fact is that Greek families, drawing upon 

stereotypical approaches, were seen to support more the boys to complete their studies. 

Nowadays in Greece slightly more boys leave school prematurely compared to girls (National 

Report, 2006, p.59). However, it is worth mentioning that the ógenderô factor still plays an 

important role in many ethnic or racial minority groups ; for example it has been observed 

that the risk of early school leaving is even higher for Roma girls due to family commitments (i.e 

need to take care of young siblings) and cultural norms and traditions (i.e marriage that 

commonly occurs at a very young age in the Roma culture) (Report B, 2007; Mitakidou and 

Tressou, 2007). 

It has been mentioned above that early school leaving is a long process of school 

disengagement. In the Greek educational setting this process usually culminates during the first 

and the second year of the secondary school. It seems that the transition from Greek primary 

school to Greek secondary school is not straightforward raising confusion to students, especially 

to at- risk youth (Report B, 2007).  

It has also been observed that the early school leaving rates are usually higher as we move from 

urban to semirural areas and from semirural to rural (Report B, 2007). This does not imply 

that students with high skills and excellent academic performance can only be found in urban 

areas. Such a deduction would be arbitrary and unreasonable. What is central here is to stress the 

fact, that the population in some specific areas aggregates characteristics that can influence 

an early school leaving behaviour  (i.e. low socio-economic status, high rates of unemployment 

and more).  

For example, the prefecture of East Macedonia (region of Thrace) demonstrates high Early 

School Leaving rates. To a large extent this is closely related to the social, educational and 

economic features of the population (Report B, 2007). The Ionian islands, Crete, Cyclades also 
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have increased Early School Leaving rates. To a large extent this is closely associated with the 

touristic growth in these areas. As it will be explained below, paradoxically touristic growth sets 

obstacles to education as students leave school to enter the promising touristic job market (in 

most of the cases influenced by their families) (Lada, 2012). Peloponnese (especially west 

Peloponnese) demonstrates also increased early school rates (Report B, 2007; Lada, 2012). This 

might be related to the fact that the economy of Peloponnese is mainly based on agriculture and 

livestock. There is evidence that students quit school to help their families with agricultural 

activities or activities related to livestock. In addition, many Roma families are established in the 

region of Peloponnese, in the prefecture of Thessaly, in a big part of central Greece, Crete, the 

Ionian islands and central Macedonia (information retrieved from Balkan Human Rights Official 

Website1). These facts are also reflected in the Early School Leaving rates in these areas. 

An interesting research study was conducted in Greece, aiming at identifying school 

disengagement per region (Report B, 2007). The study focuses purely on school disengagement 

per geographical area and thus individuals aged 18-24 years old that have attended some sort of 

training were not excluded from participation in this study. In parallel to this research, and in 

order to allow comparative analysis of the data at a European level, the same study was carried 

out excluding the participants that have attended training programs. However, for the needs of 

this report outcomes from the first study are brought into focus as they purely demonstrate 

school disengagement rates per region. The areas with Early School Leaving rates that far exceed 

the national Early School Leaving average rate are characterised as of high priority and are 

represented in red; the areas of medium priority demonstrate rates that moderately exceed the 

national average rate and are represented in yellow. The areas with Early School Leaving rates 

close and below to national Early School Leaving average rate appear in dark green and light 

green accordingly.  

Noteworthy, nowadays some non-governmental organisations and regional structures identify 

areas and specific neighbourhoods in urban environments which also demonstrate high early 

school leaving rates. Again this is not related to the region/neighbourhood itself but to the 

special characteristics and needs of the population that leaves there. 

                                                 

1 Balkan Human Rights Official Website (in Greek): http://www.greekhelsinki.gr/greek/reports/roma-camps.html 
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Figure 11: Early School Leaving Rates per Region (Retrieved from Report B, 2007, p.107). 

 

It has already been mentioned that students leave school early in order to enter the labour 

market. Early school leavers in Greece get employed usually in sectors such as, agriculture, 

tourism, construction, entertainment and retail that do not require high educational skills (Report 

B, 2007). In addition, 3 out of 10 students in well-developed touristic areas (such as Cyclades, 

Crete, Corfu and more) abandon school (Report B, 2007). One would expect that economic 

growth would boost educational progress and growth; conversely, it seems that economic growth 

obstructs educational growth. This paradox is grounded on short-sighted approaches and ill-

structured visions of the value of education.  

The way school and classes are organised seems also to play an important role towards the 

problem of Early School Leaving. For example, there are serious concerns according to which 

the bigger the size and heterogeneity of the class is (i.e. in mutigrade classes2), the more likely it 

is for the students to fail or to develop early school leaving behaviour. Coupled with this, there 

are concerns that the co-location of different schools (which is a reality in Greek educational 

settings) may have negative influence in school engagement and participation. Other factors that 

                                                 

2 The term ómultigrade classesô is used to describe óschool classesô that are comprised of students that belong to 

different age-groups and educational levels. For example the 1st class in such a primary school may comprised by 

first, second and third graders and the 2nd class by fifth and sixth graders. In this example, the school operates with 

two teachers. This usually happens in rural areas where the number of the students is small and not many teachers 

are available. 
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seem to raise concerns are related to the way courses are being organised and delivered as well 

as the nature of the school activities. However, the validity of these claims has not so far been 

either thoroughly researched or statistically proven.  

The teachers also play a crucial role in the problem of Early School Leaving, as their actions, 

attitudes and teaching practices can either influence or dissuade drop-out behaviours. Regular 

and meaningful communication with students and their families can offer teachers an insight on 

studentsô tendencies and perhaps óroomô to avert Early School Leaving thoughts (Karyotaki, 

2012). However, raising and maintaining an effective dialogue with students and parents requires 

appropriate skills and training. 

Lastly, the socio-economic situation of the country also influences the problem of Early School 

Leaving. As a matter of fact, the economic crisis in Greece has severe consequences for almost 

every aspect of Greek life including education and social life in schools (Lada, 2012). Parentsô 

low socioeconomic status, high rates of unemployment and the general societal disorganisation 

are reflected in school reality (Lada, 2012). In addition, it is estimated that one out of five 

students that come from families that face financial problems demonstrate low school 

performance (Lada, 2012, p.42). Last, bullying incidents in Greek schools have nowadays 

significantly increased (Lada, 2012; Psalti, 2012). The National Centre for Social Research 

closely associates school bullying with the economic crisis in Greece. Noteworthy, the victims of 

bullying develop school- disengagement behaviour in order to protect themselves from physical, 

verbal abuse and stressful situations that raise negative emotional responses and feelings (Lada, 

2012). 

Although an attempt was made to present the factors that lead to Early School Leaving in the 

Greek environment as separate units, it is clear that independencies and interrelations exist. 

These factors cannot be described in isolation. The discussion so far shows that changes in the 

society dynamically influence situations that are related to the Early School Leaving 

problem. This obscure reality requires flexible and systematic monitoring mechanisms and 

preventive measures, indicating plenty of room for pilot actions and highlights the need to 

establish policies against Early School Leaving. 
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4.2 In Sweden 

All children have the right to access the educational system as it is described in the Convention 

on the Rights of the Child (UNCRC)3 where it is also clearly mentioned that the school should 

encourage regular attendance and prevent dropout behaviour. The municipalities in Sweden are 

responsible for monitoring school participation rates and employing procedures that 

encourage regular attendance and limit drop-outs.  

The factors that lead to drop-outs in Sweden are associated with the school environment as well 

as to out-of school environment. Commonly, when a student is absent from school without a 

valid reason, the custodian/parents of the student will be informed directly by the head teacher. 

The same applies in the case where the student is accommodated in social welfare centres. The 

head teacher should take care of the absence reporting; this is crucial because the frequency of 

absences and the underlying reasons may indicate a tendency towards early school leaving. In 

addition this piece of information is essential to school inspectors4 that often evaluate the quality 

of daily home care. Close monitoring and remedial actions are of great importance given also the 

interrelation between prolonged absence and involvement in antisocial activities.  

The last years even more and more students complete their secondary education studies. This 

fact is encouraging; however almost 30,000 students per year do not complete a full secondary 

education cycle and this cannot be ignored; especially when this sets them ineligible for further 

studies at higher education level; as a matter of fact, an upper secondary certificate is a 

requirement for entering not only the labour market but also higher education institutions. More 

than one out of four young females and more than one out of three young males have not 

completed secondary education when adulthood begins. It is worth mentioning that the majority 

of them have left upper secondary education during the third academic year and while being very 

close to graduation.  

                                                 

3 The United Nations Convention on the Rights of the Child (commonly abbreviated as the CRC, CROC, or 

UNCRC) is a human rights treaty which sets out the civil, political, economic, social, health, and cultural rights of 

children. The Convention defines a child as any human being under the age of eighteen, unless the age of majority is 

attained earlier under a state's own domestic legislation 
4 School Inspectorate: http://www.skolinspektionen.se/en/About-Skolinspektionen/About-the-Swedish-Schools-

Inspectorate/  

http://en.wikipedia.org/wiki/United_Nations
http://en.wikipedia.org/wiki/International_human_rights_instruments
http://en.wikipedia.org/wiki/Age_of_majority
http://www.skolinspektionen.se/en/About-Skolinspektionen/About-the-Swedish-Schools-Inspectorate/
http://www.skolinspektionen.se/en/About-Skolinspektionen/About-the-Swedish-Schools-Inspectorate/
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Who are usually the Early School Leavers in the Swedish context? It has been perceived that 

students with Early School Leaving history in the family or students that belong to racial or 

ethnic minorit y groups are at much higher risk of early school leaving. Almost half of the 

students with foreign backgrounds struggle at carrying out their studies at upper secondary 

level. The same applies to those students that come from famil ies with low educational 

background.  

Drop-outs are also related to specific difficulties in the school program. For example, it seems 

that vocational students that have a more practical orientation face difficulties in subjects with a 

more academic or theoretical approach such as óSwedish Bô. In a similar way, students that 

attend college preparatory courses face difficulties in practical courses that have an intense 

vocational orientation.  

 

 

Figure 12: Upper Secondary School - Grades and Academic Performance - National Level, Parentsô 

Education Level. 
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Figure 13: Upper Secondary School - Grades and Academic Performance - National level, VET and 

College Preparatory Courses. 

 

 

Figure 14: Upper Secondary School - Grades and Academic Performance - National Level, 

Individual P rogram. 

 

More than 130 projects (some of which have been funded with the support of the European 

Commission) have been conducted or are still in progress targeting early school leavers mainly at 

the level of secondary education. The Swedish National Board for Youth Affairs5 attempts to 

systematically gain insight into young peopleôs opinions, needs and concerns in order to better 

understand the factors that influence drop-out behaviour.  

In the context of a study on Early School Leaving (Ungdomsstyrelsen, 2013), the voices of 379 

early school leavers were brought into focus. 224 out of 379 participants have quit upper 

secondary schools. 106 have quit a vocational program; the rest did not complete a college 

preparatory program or a private educational program. The study aimed at identifying the ten 

main reasons for leaving secondary school prematurely. Young individualsô feedback and 

                                                 

5 The Swedish National Board for Youth Affairs is a government agency that works to ensure that young people 

have access to influence and welfare. We also support the government in issues relating to civil society policy. 

http://www.ungdomsstyrelsen.se/  

http://www.ungdomsstyrelsen.se/
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experiences are particularly useful as they can indicate room for improvement, remedial actions, 

as well as, set the basis whereupon policies and strategies against Early School Leaving can be 

updated.  

More than half of the early school leavers that took part in the study indicated óbullyingô as the 

main reason for dropping out of school. Most of the participants described themselves as early 

victims of bullying. Participants in the study expressed strong dissatisfaction towards school 

staff and other adults which realized what was going on, yet did not perform any activity to 

prevent and resolve bullying in the school environment. Bullying can have serious effects on the 

physical, social, and emotional well-being of the victims. Negative effects are long-lasting and 

can damage significantly victimôs identity and personality. The victim may develop a wrong self-

image or suffer of depression, negative emotional responses and mental-illness. They may also 

face concentration problems, learning difficulties or school failures. 

The second most common reason that seems to influence early school leaving is school failure. 

School failure or low school performance raises studentsô anxiety and stress resulting in low 

self-confidence and satisfaction. This leads to sporadic absences that become more and more 

frequent and eventually lead to a drop-out status.  

Apart from social exclusion and school failure, participants in the study directly link their drop-

out status to the lack of meaningful support from their teachers, to low teachersô ability for 

inspiration , to the lack of practical subjects in the school program, to wrong decisions about 

their education, to serious problems at home and more.  

An issue that was explicitly stressed by the participants was closely associated with the school 

environment and the study conditions. Some students describe the school environment as 

ómessyô. Encouraged to elaborate on this description they expressed their preference for smaller 

groups, more quiet and peaceful school environment and for teachers that can inspire and 

motivate them.  

Early school leaversô feedback has been summarized and presented below (see Table 5). 
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Factors that influence a drop-out behaviour 

             Bullying, social exclusion 

Lack of pedagogical support at school 

Nonchalant teachers/ family members 

School failure/low school performance 

Inadequate pedagogical support in school after a prolonged absence (due to illness or abuse) 

Need for more practical subjects  

School environment 

Wrong selection of school program 

Neuropsychiatric disorders that are not detected during the training 

Problems at home  

Table 5: Early School Leaving Factors in Sweden. 

 

Nowadays, it seems that there is a general agreement that schools fail to promote the value 

of education and the value of active participation in the school community. More and more 

students (regardless expression of drop-out tendency) describe themselves as ótiredô by the 

school system. How can a school fruitfully operate with teachers with low capacity in motivating 

students and with ótiredô students? A lot of attention should be placed here; studentsô needs, 

requirements, suggestions, and experiences should be taken seriously into account. These can 

indicate new, flexible or improved educational paths. Last but not least more research is needed 

in the area of vocational education as still the reasons for dropping out in this educational sector 

are not very clear. The role that the internship plays has to be further explored as well as the 

quality of counselling services offered to students for taking educational, professional and life 
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decisions. Interestingly, Norway, Denmark, and Germany face similar problems at the level of 

vocational education (OECD 2012)6 and this fact indicates room for joint activities.  

                                                 

6 OECD (2012) Education at a Glance 2012: OECD Indicators, OECD Publishing. 
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4.3 In France 

Different ways of defining Early School Leaving (ESL) exist as we move from one context to 

another (Blaya, 2010). The French Ministry of Education considers Early School Leaving as a 

process in the context of which the students gradually decide to quit the school system before 

getting their graduation certification. According to the Decree n°2010-1781 (published on 31st of 

December 2010) the minimum level of qualification that any student or apprentice must achieve 

is either the general graduation degree or a professional degree registered in the National 

directory of professional certifications (RNCP). The students that leave the initial training system 

without acquiring the minimum qualification (as it is described above) are considered as 

dropouts. Specific structures exist for the reintegration of the early-school leavers no matter their 

age.  

In March 2011, the óinterdepartmental information exchange systemô (SIEI) was established with 

the aim of monitoring closely early school leaving rates and identifying twice a year the exact 

number of early school leavers. In general in France, four criteria have been identified for 

officially characterising youth as early school leavers. These appear in the list below:  

¶ Young students that have participated in the school system for at least 15 continuous days 

and are now out of school 

¶ Young individuals that are at least 16 years old and are out of school 

¶ Individuals that have not reached the level of education indicated by the law 

¶ Individuals that are not enrolled in any initial training programme 

In December 2013, based on the criteria above 156,978 young people were identified as early 

school leavers. Among them 21,875 youth had completed the 5th Level of CAP or BEP but 

dropped out when studying to obtain a professional degree (BAC PRO).  

Early School Leaving is seen as a process that is empowered by several risk factors. The work 

carried out in Quebec (Fortin et al, 2004) and conducted later also in France (Blaya, 2010) shows 

that the factors that influence Early School Leaving, ranked by order, are: 

¶ School factors (school climate, school engagement, studentsô negative feeling about 

teacher skills and lack of clear rules) 
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¶ Personal factors (externalized behaviour disorders, attention deficit, aggressive 

behaviours, and depression) 

¶ Family factors (problems with the way family functions and supports the student) 

Further to what has been mentioned already, the ómission report on absenteeism and dropoutô 

brings additional data into focus (Antonamttei and Fouquet, 2011). The report was published in 

2011 directly linking the following factors to Early School Leaving:  

¶ The perception by many students to be "locked" in guidance  

¶ The excessive use of punishment measures, such as repetition of a class and exclusion 

from a class or the school.  

¶ A tendency to underestimate the value of education and its relation to professional 

development. 

¶ Negative influence of social environment and lack of support by the family.  

Lastly, it is has been perceived that students in vocational education are particularly vulnerable 

to the threat of Early School Leaving. 
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4.4 In the Czech Republic 

The Czech Republic took part in the OECD research entitled óEquity and Quality in Education: 

Supporting disadvantaged students and schoolsô. The OECD research builds on outcomes 

generated by INES and PISA studies. The final reports were released in the spring of 2012. The 

study confirmed the low early school leaving rates in the Czech Republic; more precisely, 

approximately 6% of the students did not complete their secondary education studies and almost 

4% of the students repeated a school grade. 

There is a general agreement that school failure has an effect on early school leaving rates in the 

Czech Republic. This issue was thoroughly discussed publicly during the period September ï

December 2012 in the context of the activity óOvercoming school failure in the Czech Republicô. 

The activity was part of the óOperational Programme via Education to Competition (OVPK) - 

Competence IIIô. The open discussion aimed at raising public awareness on the outcomes of the 

OECD study while key recommendations were made in relation to equity and quality in the 

Czech educational setting. The discussion also aimed at gaining input by key-actors of the 

educational settings, social experts and other professionals.  

The OECD report on óEquity and Quality in Education-Supporting Disadvantaged Students and 

Schoolô and the follow-up open discussion brought into focus seven main action lines: 

¶ Pre-school education available to all children  

¶ Raising disadvantaged studentsô motivation towards secondary school continuation and 

participation in higher education 

¶ Deployment of assessment tools towards increased motivation  

¶ Improvement and update of the advisory system  

¶ Establishment of mechanisms that foster and encourage the cooperation with parents  

¶ Establishment of mechanisms for gathering data about the socio-economic status of the 

students and their families  

¶ Improvement of teacherôs skills (through initial teacher training and continuous teacher 

training schemes) for achieving quality in teaching and learning  

So far it seems that family problems and school failure influence drop-out behaviour in the 

Czech Republic. The reasons that lead to early school leaving are closely monitored and 
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documented in the annual report produced by the Czech school inspection (see part 2.2.5 

Adaptation, prevention of the Early School Leaving problem, focus on dealing with school 

failure7). This report constitutes a set of recommended actions against Early School Leaving and 

aims at empowering teachers to project to students and parents the value of education.  

 

                                                 

7 Annual report 2013: http://www.csicr.cz/cz/DOKUMENTY/Vyrocni-zpravy/Vyrocni-zprava-CSI-za-skolni-rok-

2012-2013 

http://www.csicr.cz/cz/DOKUMENTY/Vyrocni-zpravy/Vyrocni-zprava-CSI-za-skolni-rok-2012-2013
http://www.csicr.cz/cz/DOKUMENTY/Vyrocni-zpravy/Vyrocni-zprava-CSI-za-skolni-rok-2012-2013
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5. EXISTING PRACTICES, NATIONAL PROGRAMS, AND PILOT ACTIONS 

This section presents current policies, strategies, practices, existing services, and initiatives/pilot 

actions for addressing Early School Leaving in Greece, Sweden, France and the Czech Republic. 

Policies against early school leaving commonly focus on prevention, intervention, 

reintegration, and compensation/mitigation (Report A, 2013). As it is explained in the Final 

Report of the Thematic Working Group on Early School Leaving (2013, p.18) prevention 

policies and measures aim to deal with the conditions that lead to early school leaving. 

Intervention policies address óemerging difficulties at an early stage and seeks to prevent them 

from leading to school drop-outô. Compensation measures offer opportunities for education and 

training to those who dropped out. Strategic level responses emphasise on bringing together 

óactors and activities to work towards reducing Early School Leavingô (GHK Consulting Ltd, 

2011, p.61). Last, reintegration responses come into play when school disengagement has 

already occurred. 

Overall, the feedback generated by the partner organisations reflects a feeling that the need to 

address responses to ESL has been thoroughly realised. However, each country establishes 

different mechanisms to deal with ESL. This is reasonable because the context in which ESL is 

generated differs from country to country. However, all the countries pay a lot of emphasis in 

monitoring ESL , reintegrating early school leavers, bringing early school leaversô voices 

into focus and improving school programs and teaching practices.  
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5.1 In Greece 

Although Early School Leaving rates in Greece have been declined over the last years, there is 

still a lot to be done in order to reach the EU target set by the European Commission (see section 

Definitions and Statistics 3.1). The fact that rates have been declining is profoundly positive but 

there is no room for complacency; as it has already been mentioned, this is due to the current 

degraded and tottery economic situation in Greece that has a mark on almost every aspect of 

Greek society including education. Given the fact that school disengagement is a long and 

complex process, negative trends may not be recognised immediately but after a certain period of 

time.  

Undisputedly, the Early School Leaving problem in Greece is challenging and needs systematic 

care planning. The Greek government has set up a number of structures and schemes in order to 

deal with the Early School Leaving problem. Strategies and mechanisms against Early School 

Leaving can be categorised as strategic, preventive, interventional, and re-integrative (see also 

section 3). However, it is worth mentioning that the boundaries between the categories are not 

always clear.  

óWith the aim of upholding the right of all children to educationô, students can attend for free 

public primary and secondary schools, as well as, higher education institutions in Greece 

(Human Rights Education Action Plan, 2008, p.2). In this line, a set of additional measures have 

been established which can be better characterized as compensation and mitigation measures. 

This include: free school books and access to libraries, discount fares for transportation, discount 

fares for entrance in sites of educational and cultural interest and free enrolment to support 

classes. 

An additional structure towards Early School Leaving prevention is the óTransition 

Observatoryô8 which operates under the auspices of the óInstitute of Educational Policyô9. 

Among the objectives of the óTransition Observatoryô is the research and collection of data 

regarding early school leaving in Greece. Apart from the data collection, emphasis is also 

placed on the identification of the factors that influence early school leaving. Noteworthy, the 

outcomes of these research studies can offer an insight on current situation in Greece and 

                                                 

8 Transition Observatory official website: http://www.pi-schools.gr/programs/par/p2_en.html 
9 Institute of Educational Policy official website: http://www.iep.edu.gr/index.php?lang=en  

http://www.pi-schools.gr/programs/par/p2_en.html
http://www.iep.edu.gr/index.php?lang=en
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contribute to the development of appropriate strategies, policies and actions. For this reason the 

óTransition Observatoryô provides also significant feedback and input at a strategic and 

operational level.  

The Organisation of Teacher Training (O.EP.EK) is another structure that can offer strategic 

level responses to Early School Leaving. O.EP.EK is óa legal entity under the provisions of the 

law for private enterprises and is supervised by the Minister of National Education and Religious 

Affairsô10 that supervises and organizes training programs and activities targeting teachers. The 

certification and accreditation of teacher training bodies, the organization of teacher training 

programs and seminars, the management of funds for teacher training, the design of teacher 

training activities, and the identification of teachersô needs and requirements are few of the 

responsibilities of the Organization of Teacher Training (O.EP.EK).  

In view of a significant amount of students that cannot attend morning classes in mainstream 

schools due to work obligations or family commitments (i.e. single mothers and more) evening 

schools (secondary, high and vocational) have been established. It is estimated that almost 120 

evening secondary and high schools and 43 evening vocational schools operate in Greece 

enrolling almost 28.000 students (Lada thesis, 2012). At least one evening school operates in 

each Greek prefecture. The evening secondary school program lasts 3 years and the high school 

program lasts 4 years; the courses usually start at 7 and conclude at 10.30. The certificates from 

the óEvening Secondary and High Schoolsô are equivalent to the ones provided by regular 

(morning) secondary and high schools. Studies last longer in evening schools due to the fact that 

the timetable has been shortened in order to be more flexible. The graduates of evening high 

schools are eligible to participate in the national exams and to enter with specific conditions 

tertiary education institutions.  

Another noteworthy training structure is offered through the educational department of the 

Manpower Employment Organization11 (OAED) that focuses on the professional training of 

unemployed and vulnerable groups in order to maximize their chances to enter the labour 

market. Usually these groups are at risk of social exclusion and cannot have easy access to 

educational schemes. In general the Manpower Employment Organization embraces activities 

                                                 

10 O.EP.EK official website in English: http://www.oepek.gr/info_en.html  
11 Manpower Employment Organization: http://www.oaed.gr/index.php?lang=en  

http://www.oepek.gr/info_en.html
http://www.oaed.gr/index.php?lang=en
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that fall into three categories: (i) promotion of employment; (ii) unemployment insurance and 

social protection of maternity and family; (iii) vocational education and professional training. 

Nowadays, a significant number of unemployed people are using the facilities and services 

offered by the Manpower Employment Organization aiming at re-entering the labour market.  

The Second Chance Schools (ɆȹȺ/SCS)12 is another structure that is worth referring to. The 

Ministry of Education and INEDIVIM supervise the operation of almost 58 Second Chance 

Schools around the country aiming to offer marginalized young and older adults opportunities to 

enter again the school system. óSecond Chance Schools target people that are above 18 years old, 

who have not yet completed the nine-year compulsory education and are therefore at risk of 

social exclusionô (Human Rights Education Action Plan, 2011, p.9). The curriculum focuses on 

the development of basic skills as well as on a positive attitude towards education. The studies 

last 2 years; the courses are designed in an innovative way so that to address the needs of this 

particular group of adult learners. The same applies to the teaching methodologies employed, 

course structure and content. The certificate from Second Chance Schools is equivalent to the 

one provided by regular secondary schools. The graduates can continue their studies in evening 

high schools and vocational schools, unified Lyceum or post-Gymnasium IEK. Interestingly, 

almost 8 Second Chance Schools operate in prisons targeting imprisoned adults. 

Centres for Adult Education  (KDVM)  is another structure that aims to ópromote lifelong 

learning for all through the provision of programs that are emancipating and accessible to all 

regardless of age, gender, race, religious, and sexual orientationô (Human Rights Education 

Action Plan, 2011). Adult Education Centres (KEE/AEC)/ Centres for Lifelong Learning 

(KDVM) operate in selected Greek municipalities (Human Rights Education Action Plan, 2011) 

and are monitored by IDEKE/INEDIVIM and are co-financed by the European Social Fund and 

the Greek State. A range of courses are available for adult learners; successful participation in 

the training schemes leads to a certificate of successful attendance. This is not a formal proof of 

qualification but a formal recognition of attendance.  

Due to the fact that there is an interrelation between low school performance/failure and low 

self- esteem that can influence early school leaving rates, the Ministry of Education established 

                                                 

12 Second Chance School Structure: http://www.inedivim.gr/index.php/sde  

http://www.inedivim.gr/index.php/sde
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the óAdditional Instructive Support Class Schemeô; this scheme aims at providing óweakô 

secondary school students with additional help with schooling and learning. The training within 

this scheme takes place during after school hours and it is for free. Through this scheme an 

attempt is made to boost studentsô self- esteem and to address specific problems related to their 

academic skills. However, this scheme is available in many Greek schools but not in all Greek 

schools. In addition, teachers bring into focus that there are huge delays in the authorization of 

the initiation of the program and students after a while withdraw their interest from receiving 

support. Coupled with this, a certain number of students (more than five) is required in order for 

the scheme to receive authorization. In many cases, this quantitative requirement sets obstacles 

in addressing meaningfully Early School Leaving.  

In addition, in view of the growing number of students from diverse multicultural and linguistic 

backgrounds, the Ministry of Education has also established structures to address the needs of 

these student populations. In this line, the Greek government established approximately 26 

cross-cultural schools (13 primary and 13 secondary). Most of them operate in Athens and 

Thessaloniki and the rest are located in Crete and in cities close to the Greek borders with 

Albania and Turkey. Initially these schools functioned as óschools for repatriatesô but later the 

function was extended in order to embrace also the needs of children of immigrant families 

(Human Rights Education Action Plan, 2008).  

Another mechanism for enhancing cross-cultural education was the foundation of the reception 

and support classes targeting students from racial and ethnic minority groups. As Mitakidou 

and Tressou (2005, p.1630) explains ósupport and transition classes for language minority 

students operate in mainstream schools in parallel to regular classesô. These classes do not 

operate only in cross-cultural schools but also in mainstream schools, due to the fact that a 

significant number of students with diverse cultural and linguistic background have also been 

enrolled in mainstream schools. As Mitakidou and Tressou (2005, p. 1630) further explains such 

classes bring together óchildren of repatriate, refugee or immigrant families, [é] but also native 

children, who face learning difficultiesô. Reception classes are organised in two levels. Level 1 

focuses on Greek language instruction (in other words, instruction of Greek as a second 

language) and targets non-native speakers of the Greek language. Level 2 focuses on subjects 

(including but not limited to language) in which students face significant difficulties that result in 

low school performance or school failure. As it has been mentioned above, these classes operate 
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in parallel to the mainstream school program. For example, a student may attend the reception 

class (level-1) to boost his/her skills in Greek language and the mainstream classes for the rest of 

the courses (maths, geography, etc.). The school authorities judge whether reception classes are 

needed in the school and given that there is a certain amount of students that need support, 

formal approval for the establishment of reception classes can be obtained. The following table 

shows the number of reception and support classes that operated in the school year 2005-2006 at 

the primary and secondary level in Greece.  

 

 School Year 2005-2006 

 Primary Education Secondary Education  

Reception Classes 322 classes (*)  35 Classes 

Support Classes 147 Classes (**) 41 classes  

 *for 4.437 immigrants and repatriates 

** 972 immigrants and repatriates 

 

Table 6: Reception and Support Classes (2005-2006). 

 

It is worth mentioning that the students that attend reception and support classes can also apply 

for the óadditional instructive support schemeô that takes place after school hours in secondary 

and high schools across the country. 

óThe Ministry of Education, in order to facilitate the education of immigrants that live and work 

in Greece, has granted authorisation for the operation of foreign private schools that function 

under the direct monitoring and responsibility of their embassiesô (Human Rights Education 

Action Plan, 2008, p.4). As it is explained in the Human Rights Education Action Plan Report 

(2008, p.4) óthe foreign schools either provide both foreign and Greek speaking education, or 

follow a foreign educational schedule with parallel obligatory teaching of the Greek languageô. 

However, serious concerns are raised by the research and educational community regarding the 

concept of the reception classes and cross-cultural schools. More precisely, the concerns 

revolve around the curriculum of cross- cultural schools raising key questions: Is the intensive 
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support of the Greek language the most important element in cross-cultural education? Would it 

not be important to exploit studentsô first language in the context of Greek language instruction? 

What about studentsô first language maintenance? Would it not be essential to take into account 

studentsô previous knowledge and experiences? Are the teachers that teach in cross- cultural 

schools and reception classes well equipped with the necessary experience and intercultural 

skills? Undisputedly the questions raised indicate that there is room for further activity, research 

and improvement. 

Since 1998 the project óEducation of Immigrants and Repatriate Pupilsô (co-funded by the 

EU and Greek state) has been running in Greece. The project brings together more than 800 

experts and aims to support foreign and repatriate pupilsô integration in the Greek school 

environment as well as the development of their skills. The Centre for Intercultural Education of 

the University of Athens is highly involved in the implementation of the project (ibid). During 

2006-2008 the project was split into two threads: the one focused on primary education and the 

other on secondary education.  

óEducation of Muslim Studentsô is another project that has been co-funded by the EU and the 

Greek state and is worth bringing into focus. The key aim of the project is to foster participation 

of the Muslim students in the school. In the context of the project a number of activities took 

place such as: óthe publication of textbooks for Greek language instruction targeting students 

with a different first language, the study of special educational programmes, the training of both 

Christian and Muslim teachers in the teaching of Greek as a second language and in the modern 

pedagogical methods with the use of technologyô (Human Rights Education Action Plan, 2008, 

p.5). Coupled with this, Greek government has taken additional measures to help the Muslim 

community in accessing the educational system. Among the measures are (Human Rights 

Education Action Plan, 2008): 

¶ Flexible scheme for Muslim students in order to have greater possibilities to enter Higher 

Education institutions and Technical Institutions  

¶ Grants for Muslim students every academic year 

¶ Scholarships for students of the Muslim community 

¶ Establishment of Support Centres for the Muslim Community on educational issues 
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It has been mentioned above that Roma children either leave school early or never appear in the 

school. The Ministry of Education attempts to provide more avenues to support Roma children to 

stay in school. Noteworthy, since 1997 the programme óEducation of Greek- Roma pupilsô (co-

funded by the EU and the Greek State) has been running in Greece. As it is described in the 

Human Rights Education Action Plan (2008, p.6) the key priority of the programme is to 

increase the participation rates of Roma students in the school and to boost engagement while 

respecting their cultural diversity. The programme had several stages; each of which had a 

special focus. For example, in the context of the third stage, emphasis was laid on teacher 

training in order to deal with emerging issues related to Roma children education, as well as, on 

the development of educational material and the raising of awareness on the regional 

communities (Human Rights Education Action Plan, 2008. p.6).  

A number of other projects (co-funded by the European Commission and the Greek State) have 

been conducted (and some are still in progress) that aim at fighting social exclusion and school 

disengagement. The lifelong learning program (2007-2013) and now the new Erasmus plus 

program both pay special attention on early school leaving and social inclusion and provide a lot 

of initiatives for funded activities in this area. The following table (see Table 7) demonstrates a 

typology of responses to Early School Leaving in Greece at a strategic, preventive, and re-

integrative level.  
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Table 7: Summary of Greek Policies, Pilot Actions and Responses to Early School Leaving. 

Policies, Actions, and Responses  Strategic Preventive Reintegration 

Transition observatory  x   

Evening schools   x 

Support classes   x  

Cross-cultural schools  x  

Reception classes  x  

Second chance schools   x 

Adult education centres    x 

OEPEK-teacher training organisation  x   

Human Rights Education Action Plan towards human rights 

education  

x   

Education of repatriate children x   

Education of Muslim children x   

Education of Greek-Roma pupils  x   

EU funded programs x x x 
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5.2 In Sweden 

It has been observed, that almost 31 percent of the students in Sweden fail to complete upper 

secondary school within three school years. Leaving school early can lead to long-term 

unemployment and can agitate social and fiscal growth. Being aware of this risk, the Swedish 

municipalities are responsible for monitoring early school leaving rates as well as unemployment 

rates (Swedish Education Act). The identified rates provide the basis for specific actions dealing 

with the problem of Early School Leaving and youth unemployment (ibid). However, it is worth 

mentioning that almost one third of all municipalities have not established a clear action plan to 

deal effectively with these issues. The need for a clear action plan is of high priority; this fact is 

also exemplified through the outcomes of the public research study entitled óAdolescents outside 

upper- secondary schoolsô (Government Official Reports, 2013). This public research study also 

recognises the need for municipalities and other governmental structures such as the Public 

Employment Service to collaborate and to ease the entrance of low-qualified people in the labour 

market through specific educational programs.  

Specific focus should be paid on studies that aim at stressing the voices of students that are at 

risk of early school leaving. The claim that is made is that studentsô suggestions should be 

critically taken into consideration when establishing plans for actions or reviewing existing ones 

in order to prevent early school disengagement. For example according to many studies, young 

students in Sweden were dissatisfied with the way adults (including family and teachers) dealt 

with their decision to drop-out. In this line, a series of questions have been raised through 

different studies aiming at identifying aspects that could have influenced their stay at school. The 

table below summarizes their answers and presents them in a descending order. 
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Aspects that can influence positively school engagement 

Caring and respectful teachers/ peers/family environment 

Adequate educational support 

Exposure to individualized and personalized learning  

Smaller classes and groups 

More practice and less theory 

Flexible time-schedules 

Table 8: Swedish Studentsô Voices. 

 

In the last years, eight national projects have been implemented in Sweden with the aim of 

reducing Early School Leaving in upper secondary school. In the context of these national 

projects, methods and models were developed aiming at supporting students at risk of early 

school leaving in staying at school. Special focus is also paid on reintegration practices for 

students that have already quit the educational system. Plug-In  and WIN!  are two projects that 

run at a national level that are worth referring to.  

The Plug-in project13 operates under the auspices of the Swedish Association of Local 

Authorities and Regions14. The project aims at reducing dropout rates in upper secondary 

education. Plug-in project has been funded with the support of the European Union and is being 

implemented in sixty municipalities in Sweden. Plug-In project puts emphasis both on studentsô 

and school communityôs needs. The project targets students at the age of sixteen who are at risk 

of early school leaving or who have already developed a drop-out behaviour. The municipalities 

involved in the Plug-In project reflect upon different methods for maximizing participation rates 

                                                 

13 http://www.skl.se/vi_arbetar_med/arbetsmarknad-och-sysselsattning/plugin 

14 The Swedish Association of Local Authorities and Regions (SALAR) is both an employers' 

organization and an organization that represents and advocates for local government in Sweden. All of 

Sweden's municipalities, county councils and regions are members of SALAR. SALAR represents and 

acts on their initiative.  

http://www.skl.se/vi_arbetar_med/arbetsmarknad-och-sysselsattning/plugin


LINC  539024-LLP-1-2013-1-GR-COMENIUS-CMP 

08/12/2014   Learning Requirement Report    Page 61 

in the school or providing meaningful opportunities for entering the labour market. The project 

was concluded in June 2014.  

WIN! project  was implemented in the region of Jämtland during the school year 2012-2013. In 

the context of the WIN!  project, several approaches and practices for tackling Early School 

Leaving were considered and assessed. The general aim of the project was to prevent upper 

secondary school students for leaving school early. For the project purposes, a powerful network 

was created bringing together key stakeholders from the industrial domain, academia, youth 

centres and non-profit organizations. In addition, in the context of the project over 200 students 

actively participated in educational activities. Moreover, over 30 activities have been integrated 

in the school program and as a result they are still running. Furthermore, participation rates in the 

school of Wargentin have significantly increased. The project provided an excellent mechanism 

for monitoring participation rates in the school and organising follow-up research activities in 

line with the perceived trends. The developed tools and activities are now being used in 

additional schools in the region of Jämtland inspiring further the educational community and 

increasing the WIN! audience. 

Nowadays, in Sweden, an attempt is being made to raise awareness on the importance of 

tailoring teaching and learning to studentsô needs and interests. Coupled with this, special focus 

is placed on the promotion of anti-bullying campaigns, as well as, teacher training programs with 

an emphasis on flexible, active and personalized (where possible) learning approaches. 
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5.3 In France 

Plans for preventing early school leaving behaviours exist but they usually revolve around 

secondary and high school students. For students under 16, still subject to mandatory schooling, 

the struggle against dropout is translated, among other things, by the struggle against 

absenteeism. 

In 2003 the Ministry of National Education introduced a new plan for preventing Early School 

Leaving. When a student did not appear in school, the parents were informed. This was to let 

them know that their childôs attendance was not normal. If there was no response and absences 

become regular, then remedial actions were taken. These were not in the form of penalty; but 

actually an innovative communicative approach that was aimed at disempowering school 

exclusion and drop-out attitudes. Emphasis nowadays is placed on bringing parents closer to 

school and fostering the parent-student-teacher partnership. Generally, the new movement 

aims at informing parents, as soon as possible, about absenteeism and at engaging them in a 

meaningful dialogue with the school community. A number of other structures may also be 

activated in order to deal with the drop-out behaviours (i.e counselling services, advisory board 

for parental advice and more). 

Towards this direction, in September 2013, the pilot activity óthe last word to familyô was 

launched aiming at advising parents on how to support their children in participating actively in 

the school and successfully completing the 9th school year. To support and boost this initiative, 

specific educational programs tailored to studentsô needs were designed, support in doing 

homework was provided, school became more óopenô providing facilities and services in 

weekends, after school hours or even during holidays. The initiative was also supported by the 

academia through research initiatives that were offering useful feedback at academic, regional 

and school level.  

Another pilot activity that has gained popularity is the óreturn to schoolô movement (Huart, 

2013) that is carried out by the óMission of Fight against Early School Leavingô group (MDLS). 

The movement has a dual goal: 

¶ To undertake preventive measures in order to reduce the number of students that leave 

school without acquiring basic qualifications (to achieve this goal the effective 
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collaboration with institutions and groups active in the area of preventing Early School 

Leaving (i.e GPDS) is of great importance 

¶ To support the dropouts who are over 16 years old in returning to school or in attending 

other training schemes 

The MDLS group works closely with FOQUALE network (Training, Qualification, and 

Employment). They were both established in 2013 aiming at providing educational solutions in 

line with the early school leaversô needs and requirements. They both consist of counsellors, 

physiologists and advisors that can guide early school leaversô reintegration in the school system, 

as well as, in making decisions about their future professional career.  

In general it can be claimed that the Ministry of National Education takes actions towards two 

core directions:  

¶ Preventing Early School Leaving by providing opportunities for education for all  

¶ Re-integrating early school leavers and supporting them in acquiring basic skills and 

qualifications 

Coupled with the initiatives introduced by the Ministry of National Education, many associations 

conduct important work towards this direction. For example PEAJ Association15 that was set up 

in 2006 provides support to those that quit school and face difficulty in being integrated into the 

school system or struggle at entering the labour market. Noteworthy, there are associations, such 

as the Youth Energy Association that closely collaborate with the Ministry of National Education 

aiming at providing students with opportunities to develop practical skills, general thinking 

skills, learning to learn skills and increased self-esteem.  

                                                 

15 http://www.peaj.org  

http://www.peaj.org/
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5.4 In the Czech Republic 

Early School Leaving rates in the Czech Republic are below the headline target set by the 

European Commission. However, this fact has not loosened forces towards preventing Early 

School Leaving. A number of surveys have been conducted aiming at understanding Early 

School Leaving and monitoring the way it progresses in the Czech educational setting 

(Trhlíková, 2013). 

The Early School Leaving rates are closely monitored by the Czech School Inspection (ĻĠI) 

that corresponds to the Ministry of Education. The problem of Early School Leaving is also 

addressed in the school curriculum. Each school has the flexibility to adapt the school curriculum 

to emerging needs related to early school leaving.  

Coupled with this, in each Czech school an educational advisor, a well-trained teacher on 

sociocultural and pedagogical issues, provides his/her services to students and families that are in 

need of specific support. Educational advisors often deal with issues related to studentsô 

behavioural problems and they provide their counselling services to the school staff, parents, and 

students when they are asked to do so. They are often called to support parents in helping their 

children with homework, in dealing with issues related to childrenôs social behaviour, learning 

difficulties or communication problems. A lot of emphasis is also placed on supporting families 

with children with special needs. A secondary task that educational advisors undertake is the 

provision of support to students in order to plan their secondary studies and to complete correctly 

their application forms. Counselling services with a clear focus on the prevention of Early 

School Leaving are also offered by employed staff in the Czech Educational Commission.  

In addition, in each town, there are career and counselling centers open to the public and more 

precisely to young adults and students. The main aim of the center is to help young people with 

career and major selection, resume, interview, and job search preparation. Special focus is placed 

on supporting students understand themselves and the world of work in order to make 

educational, career, and life decisions.  

In the Czech Republic an attempt is made to promote the value of education and the importance 

of participation in the school community to the general public as well at towards the parent and 

student community. In this line, once a year a School fair takes place in Czech cities. In the 

context of the School fair, schools promote their educational programs, provide 
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information on the way they operate and present their key objectives, beliefs, and aims. 

Students (9th or 8th graders) usually join the School Fair on their own, with their parents or with 

their educational advisor. Coupled with this, each secondary school organises óOpen daysô 

during which interested parties can visit the school, interact with the school staff, get information 

about the school program and the ideas underpinning the operation of the school.  
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6. USE OF COMMUNITIES FOR SUPPORTING EDUCATION  

The concept of family- school partnership is supported at a European level from several 

European associations and it is also promoted through several European activities and initiatives. 

A noteworthy example is óthe declaration jointly signed in Copenhagen on the 24th of November 

1196 by the European Parents Association and the European Syndicate Committee of 

Educationô, which emphasized that good rapport and collaboration between parents and school 

staff can promote quality in education (Kakavoulis, n.d). In this line, the international conference 

óParents and Partnersô was organized in Edinburgh in 1998 aiming at raising awareness and 

dialogue about parent involvement in school community (ibid). Since that time a lot of progress 

has been made and many European countries have established policies towards parent 

involvement in the school community. As Kakavoulis (n.d) explains óthis is mainly illustrated by 

the creation of different representative bodies at the school levelô. Several publications in 

conferences, journals, and online thematic networks highlight the importance of parent 

involvement in the school community for quality in education (Hendersson and Mapp, 2002). In 

general, research outcomes point to the correlation between school, family, and society and have 

clear implications that student achievement can benefit by parent and community involvement in 

school life (Henderssion and Mapp, 2002).  

In the following sections an attempt is made to describe the extent to which communities (off-

line or on-line) are used currently in Greece, France, the Czech Republic and Sweden in the 

context of supporting education and school-family communication and collaboration. Special 

focus is paid on the way according to which parent involvement is supported and boosted. 

The analysis reveals the fact that the establishment of a family-school partnership is a developing 

process that does not always lead to the required outcome. Institutional barriers, communication 

barriers, practical deterrents, personal fears, negative attitudes and more may obstruct the 

development of family-school interactions which are essential for the establishment of a 

successful partnership. Building a successful family-school partnership requires overcoming 

these barriers.  

As a matter of fact, many studies reveal not only the need for meaningful family-school 

interactions but also the challenges that emerge in making the partnership work efficiently 

(Kakavoulis, n.d). Failure in overcoming these barriers results in a daunting situation where 
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schools and families operate as two distinct units and links to the broader context- within which 

the school operates- are loose or non-existent.  

The real focus should be placed on the órational willô and parental sense of belonging in the 

school community. Additional channels can be used towards this sense. Feedback retrieved by 

the partners, shows that órational willô and sense of belonging are loose. In addition, on-line 

school communities are not highly popular. To be more precise, parent associations may pursue 

online publications or presentations of their activities on the school portal, but real interaction, 

communication, and collaboration are not evident. This is the gap in educational practices that 

LINC aims to address. 
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6.1 In Greece 

Since 1985, a legal system of parental participation in education is operating in Greece and 

parent associations are exerting a powerful influence in education policy and school functioningô 

(Kakavoulis, n.d). Parent associations are used to boost the feeling of óbelongingô in the school 

community and they are considered officially as an important partner for achieving quality in 

school education. As Kakavoulis (n.d) explains parents óparticipate with representatives to 

educational councils and committees in all levels and promote close links with the school and the 

teachers of their childrenô. However, although the structure exists, the way according to which it 

is being used is dependent on parentsô willingness and interest in being involved in the school 

community and taking an active role on educational issues.  

In general, at primary education level, the parents are responsible to appear in the school and to 

enroll their children in the first grade of primary school. Every three months the school teacher 

issues the studentsô progress report. The parents are obliged to appear in the school in order to 

receive the progress report and to be informed about their childôs performance and behavior at 

school. As Kakavoulis (n.d) explains, additional meetings may also be scheduled. For example, 

óthe head teacher may invite the parents to a special meeting to discuss with them matters of 

attendance, behaviour, and achievement and exchange ideas on the school work, homework and 

other problemsô (Kakavoulis, n.d). 

At the secondary level the parents should appear in the school at the beginning of the year in 

order to officially declare that he/she is the legal patron. Parents are also encouraged to visit the 

school teachers often in order to get information about their childrenôs performance and behavior 

(Papazoglou, 1984). If the parents do not appear in the school, the school authorities are obliged 

to send formal reports at home. Special meetings may also organized by the head teacher, school 

teachers or school advisors in order to engage in dialogue about several critical issues such as 

attendance rates, emerging problems in the school, studentsô achievement and behavior 

(Kakavoulis, n.d).  

It is a common practice for teachers to set specific days for meetings with the parents. In most of 

the cases these meetings are organized once or twice a month. The parentsô association may also 

initiate meetings with teachers in order to discuss emerging educational issues; in general the 

more active the parent association is the more frequent these meetings are. It is also worth 
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mentioning that parents have the right to visit the school or to contact the teachers at any time in 

order to get informed about several educational issues that are related to their child performance, 

attendance and behaviour.  

It has been observed that parents usually visit the school at the end of the semester in order to 

receive the progress report and they also visit the school during different school celebrations or 

cultural events in which their children have an active role. It has also been observed that the 

younger the student is the more frequently the parents visit the school (Kakavoulis, n.d). As a 

matter of fact, parent involvement in primary school is higher compared to the one in lower 

secondary and upper secondary school (ibid).  

The activities organized by the parent associations are taking place mainly in the school. 

Nevertheless parent associations may pursue online publications or presentations of their 

activities in the school portal; however web presence can be better characterized as weak. Online 

communities are not very popular in Greece. Nowadays, an attempt is made to boost the role of 

parent associations in Greece and to enforce parent-teacher communication using several 

channels. There is a general agreement that the stronger the links between school-family and 

society are, the higher the impact on school education is and the more qualitative the studentsô 

engagement in school.  
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6.2 In Sweden 

In the Swedish context, the majority of teachers and parents adopt a positive attitude towards the 

need for home-school collaboration. It seems that in general there is a mutual understanding of 

the value of home-school collaboration (Andersson, 2004; Erikson, 2009). However, research 

also shows that in some cases the schools have not been successful in supporting this partnership 

and teachers need additional support in dealing with challenging situations. For example, 

establishing a relationship with parents from different cultural backgrounds is a challenging task. 

As Johansson (2009, cited in a Kristoffersson et al, 2013) advocates, there is a need for parents, 

students and teachers to act within óthe context of knowledge and cultural heritage and look upon 

diversity in education as a rich resourceô. Also it seems that as the child gets older, óparent- 

school partnershipô becomes loose (Andersson, 2004). An attempt has been made in recent 

decades to foster home-school collaboration at all school levels with respect to studentsô 

development of autonomy.  

Parents are seen as important actors in the school community. As a matter of fact, the Swedish 

National Agency stresses óthe importance of parentsô participation in decision-making 

concerning their children and school management, as well as their role as resource persons in 

schoolô (Lpo. 94, 1994; Lgr. 11, 2011; cited in Kristofferson et al, 2013, p.188). The 

establishment of a parent council or parent board was since 2011 optional. Realizing the 

importance of parent-school communication this constitution became compulsory. However, 

parent councils do not seem to fulfil with success their role (Kristoffersson, 2008). First, their 

decisions are not always taken into account. Coupled with this, a big challenge is to maintain 

working ties with the rest of the parents outside the board. Lastly, parents usually state that being 

active in the parent council is time-consuming and due to lack of free time they struggle at being 

involved or participating actively. Following Kristoffersson et alôs (2013) suggestion there is 

need to strengthen the parent councils, to provide parents with opportunities to engage in the 

studentsô school life and to take research initiatives toward understanding the dynamics of home-

school relationships. 
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6.3 In France 

Since 2013 in France, there is a renewed and strong interest in fostering family-school 

partnership. Four core movements have been engineered towards this direction (Circular No. 

2013-142): 

¶ Embracing parentsô participation in t he school. In this context, the organization of 

meetings is encouraged, the discussion upon several education and social issues is highly 

promoted, parents and other family membersô participation in school activities is warmly 

welcomed   

¶ An attempt is also made to make institutional atmosphere more welcoming and school 

more open to stakeholders. Teacher training towards active and meaningful parent 

engagement in the school community is also taking place 

¶ An attempt is also made to enhance extended family membersô participation in the 

school community. For example, in 2011 in the city of Paris the service óParis Middle-

school Familiesô was launched with the aim of bringing extended family members to the 

school 

¶ Last, initiatives are taken to forge the link between school community and other 

communities. In this way, school becomes more relevant to real life and students, parents 

and teachers can act within communities of practice acquiring new knowledge and 

practicing their collaborative skills 

ICT tools are also used to strengthen the link between parents and the school. The Ministry of 

National Education has developed an online platform for use from secondary public schools. 

Teachers can use this platform to publish notes related to studentsô progress, to publish tasks, to 

report absences and more. Teachers can also create accounts for parents providing them with the 

opportunity to monitor online their children's progress in school. Last, an attempt is made 

through this platform to bring parentsô voices into focus, to foster social interactions online and 

to strengthen parentsô role in the school community.  
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6.4 In the Czech Republic 

It cannot be claimed that there is a general trend in the Czech Republic as far as the use of school 

communities is concerned. The establishment and the operation of learning communities is 

closely dependant on the school philosophy. Some schools are more open to parents (compared 

to other schools) and embrace in practice a communicative approach to learning through the use 

of communities.  

Usually during the school year at least four meetings are taking place in which parents are being 

informed about their childrenôs school progress. There are several other occasions in the context 

of which parents are invited to the school (i.e specific meetings with the school teacher, the head 

teacher and/or meetings with the educational advisor and more). Usually meetings have a clear 

focus on educational issues or issues related to studentsô lives and improvement of their life 

prospects. For example, a meeting might focus on issues related to the quality of parent support, 

career orientation, school participation rates, social behaviour, learning difficulties and more. In 

general, schools in the Czech Republic are in close collaboration with the social departments of 

the municipal office where they report the school participation rates and serious problems related 

to studentsô behaviour.  

Oddly, these meetings (see above) do not necessarily influence the creation of a community or 

boost a community spirit and a sense of belonging in a community. For this reason, they can be 

better described as operational activities and less as activities for community-building. 

Recognising the need for more meaningful parent participation in the school life, many schools 

employ alternative types of school meetings. For example, the ZS Kolin school has established 

óinformal meetingsô with the parents where the dialogue is encouraged far from formalities and 

ócreative afternoonsô where students, parents and teachers inspired by specific events are 

working together for the creation of crafts and art works. Coupled with this, once a year, the 

óSchool Academyô (consisting of school students) demonstrates part of the work conducted 

during the school year to a wider audience (including family members, parents, teachers and 

other interested individuals). School clubs that usually operate after school hours also gain 

popularity and can potentially enforce engagement in the school activities and prevent antisocial 

behaviour. 
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Online communities are not very popular in the Czech educational setting. However, nowadays it 

seems that there are more and more schools that leave the scepticism aside and start exploring 

the potential of online and social networking media. Noteworthy, the issue that is raised and 

which evokes dialogue, is that families that are dependant on social-welfare services, or have a 

low- educational and socioeconomic status do not necessarily have access to the internet. This 

fact is under consideration and discussion in the Czech community.  
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8. LINC SURVEY  

The previous chapters bring into focus issues related to Early School Leaving in the countries 

that are represented in the consortium through partner organizations. Moreover, a review of 

existing policies and pilot actions against Early School Leaving took place aiming at setting a 

basis whereupon LINC intervention can be designed.  

A big part of the documentation is based on literature review and research findings. This piece of 

information is useful but there is a need to explore the end-users needs, beliefs, desires and 

challenges in relation to Early School Leaving. For this reason, a small-scale study was designed 

in Greece, the Czech Republic, France and Sweden. The study is qualitative in nature and targets 

teachers and parents.  

The study is based on questionnaires which are ñstructuredò and mainly involve closed 

questions. Deliberately, the number of open questions is limited. Open questions are used only in 

cases where the personal opinion of the participant is needed, for example regarding personal 

feedback and opinions. The questionnaires consist of multiple choice questions and rank-order 

questions. In order to strengthen the qualitative nature of the study multiple choice questions 

offer participants the freedom of entering comments. A covering message accompanies the 

questionnaires indicating the purpose of the survey as well as the context in which the survey is 

being conducted. 

The questionnaires were translated in French, Greek, Czech and Swedish in order to facilitate the 

smooth delivery of the questionnaires to the target groups. Questionnaires are available in 

Appendix I Questionnaire for Parents and Appendix II  Questionnaire for Teachers. The findings 

of this study allowed us to better understand the context in which the teachers and parents act as 

well as their needs, challenges and requirements in addressing Early School Leaving. When 

specific trends are identified, these are highlighted and discussed.  

Questionnaires were made available online through lime survey platform; printed hand-outs were 

also delivered to ensure that teachers, parents, and early school leavers with no access to the 

internet or lack of confidence in using the computer can participate in the survey. In this sense, 

questionnaires can be characterised as self-administered, filled out with or without the presence 

of the researcher. The questionnaires were piloted prior to their delivery. The piloting ensured 
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that there were no ambiguities or difficulties in wording, no leading questions or sensitive, 

offensive and intrusive items. 

The section below presents the findings of the LINC Survey on the identification of teachers and 

parentsô needs and requirements in addressing Early School Leaving, which complements the 

theoretical literature review of earlier sections of this report. Irrefutably, there is a growing 

consensus that teacher-parent-student communication needs to be improved in order to deal more 

effectively with the challenges modern schools are facing. A typical example is early 

dropout/early school leaving issue. Due to lack of effective communication, parents put the 

blame on institutional atmosphere and on the lack of flexible structures. Teachers from their side, 

despite being highly concerned, cannot face the problem on their own. Specialized activities with 

the inclusion of both sides could establish a better link to all the involved actors and create a 

more supportive learning environment for young students. Access to relevant resources and 

training may also help teachers and parents deal more meaningfully with the ESL challenges.  
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8.1 Field Summary Results: Teacher Responses 

In total 65 teachers from Greece, France, Sweden, and the Czech Republic took part in this 

small-scale study. Teachersô age ranges from 20 to 50+ years old; the majority of the participants 

are almost equally distributed among the following age groups: 31-40, 41-50, 50+. The majority 

of the teachers (75.38%) work in primary or lower secondary schools. A few of them are also 

active in upper secondary and vocational schools. This is normally the case with non-permanent 

teaching staff. The majority of the teachers that took part in the study have more than 5 years of 

experience in teaching, with 69.23% stating that they have more than 10 years of experience. 

This is particularly interesting because teachersô may have encountered many challenges in 

regards to ESL constituting a rich source of field input.  

  

Figure 15: Years of Experience in Teaching 

The first set of questions addressed to teachers aimed at bringing into focus issues related to 

parent involvement in the school community. An attempt was made not only to identify 

teachersô beliefs but also to explore whether initiatives towards parent involvement and parent-

student interaction are provided. It was also critical to explore teachersô experiences in regards to 

the value that parents place on parent involvement in the school community.  

It seems that teachers see parent involvement as being generally positive in the school 

community but still there are some issues that need to be removed. More precisely, 32 out of 65 

teachers agree with the provision of initiatives to a large extent and 30 out of 65 to a moderate 

extent. The rest either disagree (1 response) or agree to a small extent (2 responses).  

It was also perceived that the majority of the participant teachers understand the importance of 

promoting parent-student interaction. This sets a positive ground for LINC initiatives  because 

it seems that a general understanding on the óvalue of parent involvementô and óparent-student 

interactionô exists together with the potential of it being further developed.  
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Figure 16: Participant Teachersô Responses.  

 

 

Figure 17: Participant Teachersô Responses. 

Apart from exploring teachersô perceptions, the study also aimed at shading some light on how 

often the teachers:  

¶ Organise meetings with parents in order to discuss with them the performance of their 

children 

¶ Organise meetings with parents in order to discuss with them the behaviour of their 

children in the class 

¶ Organise activities that require children-parent interaction  

It seems that meetings with parents in order to discuss studentsô performance and behaviour take 

place regularly and that the teachers pay a lot of attention to keeping parents informed about 

studentsô performance and behaviour.  

An interesting outcome that was deduced is that activities that require children-parent 

interactions are not organised frequently. It seems that almost half of the teachers do not 




























































































































































































