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PREFACE

The educational practice worldwide doest adequately promote early schdole aver sé | ea
Despite the fact that the education system of Latffiers evening (shift) scha®las an European
good practiceool for the engagement of such people in the learning progedsatvia in the third
quarter of 2010 out of the total number of 245.6 thousand inhabitants a@dd 289 thousand did
not have secondary education but 3bdousand were not engaged in any kind of learning. This fact
is the key problem that the Ministry of Education and Science of Latvieeststsolve. Due to the
worldwide radical reduction of the number of young people who leave school early, this issue is
significant also in ASEM (Asi&Europe Meeting) countries and around the world in general.

I n Latvi a, Afthe main challenge in the preser
the participation rate in adeforéeathendgenh&
second chance education opportunitieso (ibid.
policy. Considering the fact that the generation of adults (age24)L8vill constitute the main
source of labour in 2028nd the fact that knowledge society demands highly qualified labour for
new kind of jobs (European Commission, November 2010):

Early schoolleaversneed to get not only second chance education opportunities, kalsonew adult learning
opportunities that address their specific needs and help them to 1gain confidence in learning

Strategies to prevent early school leaving (ESL), or to compensate ESL by supporting young
people to reenter mainstream education, have to address both education arigpebeja They
shoul d be abewidodeamcde t ransferable to | ocal, re
2010, theMinistry of Education and Science thfe Republic of LatvigMoES) initiated thestudy
on identification ofi Go o d p rremardng theefacidtaton of adult (1824) participation in
second chance education at evening (shift) school201r1-2014 the collaborative threeycle
study Al dentification and anal ysi s of new ¢
engagement anctintegration of early schotdavers (12 4 years) in |ifelong
ESF project "Support toeducational research (subactivity 1.2.2.3.2.), project No
2011/0011/1DP/1.2.2.3.2/11/IPIA/VIAA/001 was started. It was led by the University tofal.a
supervised by thé&tate Education Development Agencof/ the Republic of Latviavoluntarily
supported by ASEM countrieand aimed at elaborating the evidetesed recommendations for
the MoES policy in 2012020 to be transferabte local, regiond and national conditions.

Theaim of the study was to find evidences for the new policy development period-22A13 on how to increas
the ratio of inhabitants (aged -P&) with basic and secondary education and who are ready to learn (EL
ESL <10%), andidentify measuresvhich should be taken in order to attract early scHealers (184) to formal
basic and secondary education.

According to the final report of the Thematic Working group on Early School Leaving,
i omprehensive strategies teduce ESL mst address the entire education spectrum and include
prevention, i ntervent i oBuropean@ommissioipNovesitzet 10I8Bn me
p.18). Therefore, this study follows the definition of prevention, intervention and compensation
proposed in the EU Council Recommendation on policies to reduce ESL (EurGpeanission
June 28th, 2011) and the key messages and policy support for reducing early school leaving.
Strategies to prevent dropping out, or to compensate ESL by supporting [yeolg to reenter
mai nstream educati on, have to address both ed
baseddéd and transferable to Il ocal, regi onal i
necessary to find out the evidences that ¢eceticing the following objectives: 1) to identify the
main reasons to leave the scheatly and to reduce early school leaving, unfolding the prevention
measures?2) to identify what changes have to be introduced in order to engage earlylsciveos



in learning more effectively, by using the existing ever(sigft) school infrastructure, analysing
obstacles (i.e. challenges), agdod practiceof elimination of obstacles (i.e. opportunities) in
engaging and rtegrating theearly schocleavers (agd 1824) with incomplete basic education,
analysing of Latvian evening (shift) school practices as compensatory measure of second chance
education in local and regional development contexts.

According to these objectise this report presents evidence=xplored by mixednethod
analysis of early schooleaver s6 and evening schools teache
second chance education, conducted in close collaboration with evening schools, local and regional
environment, and national authgribodies in a comparative Asian and European -Ldag
Learning (ASEM LLL) perspective.

As a result of the preliminary idepth study of literatureesearch questiongere formulatedor
the collaborative study in three cyclesee Table 1)The early stwool-l eaver sdé and ever
school teachersd Avoiceso are mentioned acros

Table 1:Research questions

Horizontal
Research questions Research cycles research
guestions
What are the new challenges for the second chFirst cycle (websurvey in X
education wich are to be transformed in the ncompensatory and preventi
opportunities for facilitabn of early schooll e a v perspective)
participation h upgrading their education?
What are the key elements in cultures of suppbat|First cycle (cluster analysis) X
successfully reengage young people in education? select patterns ofjood practicein
compensatory and  preventi
perspective
What practices support young people to move fSecond cycle (exploring thgood X
enabling courses to higher level cees? practice in compensatory an
preventive perspective)
What are the particular aspects of the programs|Third cycle (nstitutional local anc X
facilitate and help young people to return to and remaregional context analysis
education? compensatory  and preventi
perspective)
What do young people say about their motivation|Early school eaver s6 v X
learning and learningxperiences?
What do their teachers say about theiotivation forEv e ni n g (shi ft) X
learning ad learning experiences? voice

The following evidences are presented in the Report of the Study:

1 Evidenceson reasons to leave schooling early for creating an (evidemtk intenational
good practicédbased) universa)] selective and indicatedD¢wnes, 2014p system of
preventive measurego solve theproblem ofearly school leaving, and subsequentty,
unfolding the prevention measures that seek to avoid thaitial conditions of processes
leading to ESL, as well asnonitoring measures that address emerging difficulties at
an early stage and seek to prevent them from leading to EChapter 2-3).

1 Evidenceson challenges and opportunities of engagement of early stdaars in
successful learning in formal secondanbe educationi(Go o d p ro& katvianc e s 0
evening (shift) schools), and subsequently, unfolding dtvapensation measureshat
offer opportunities for education and training for early sceavers without the basic and
general educatio(Chapter 4).
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EXECUTIVE SUMMARY OF THE MAIN FINDI NGS

Limits in identification of ESL

European context

Only three countries are piloting or halzarly Warning System&Ws) for identifying students
at risk of ESL. These EWS werer eat ed as 0 lsased amptlzet rranagement and e s 6
monitoring systems linked to tleglucation system (Austria, Croatia and the-Bxgland):

1) In Englandwork in this field is focused on local pilsthools sharing of good practices and
equipping schools with a greater responsibility to monitor the progression of their pupils,
while in Austria, a national systerwas piloted in two regions during the school year
2013/2014. The programme providguidance and counselling for students wiere
underperforming and/owere unsure about their educational pathweyd thereforevere
identified @& being at risk of dropping out of education early. Teachere requested to
identify these students by using a questionnaire and some schalsnlise tools for the
identification of such individuals (Jugendcoaching, 2013). In England, in 2012 / 2008t
of 152 local authorities in Englanderei nvol ved i n developing ORI
(RoNIs), which are indicators and tools designed to assist secondary schools to identify
students at risk of becoming NEET once they leave compulsory eatucati

2)In Croatia, the EWS practice is |inked to
of classes missed by students. If the number increases, it is the responsibility of the school to
make sure that pedagogues, management and other expettgceithe involved together
with parents. The ministry of eedegiasti en e
which aims to improve the communication between the school and parents. It ensures that
parents have a constant access to school datd #imu children. This is also linked to
teacher training to help teachers to identify at risk students.

3) Austria, Bulgaria, Croatia, Estonia, Ireland, Latvia, Lithuania, Slovenia and Sweden are
some of the auntries where the EWSs and related activiiesdriven by national policies,
practices or programmes. It is however wgntioting that even if the early warning systems
and related activities in these countries may be led by national policies or legislation, they
may have developed from local or i@ggl pilot activities and / or may involve a significant
variation in the way in which they are implemented at local level. Indeed, in most cases, the
responsibility for implementation is devolveah schools(e.g. Sweden) or municipalities /
local authotties (e.g. Latvia, Lithuania).

4) In Latviag, for example, the national policy sets a broad frameywotile the local / school
specific systems are then designed to be more relevant to the local situation. This means that
each school is able to determine thcceptable number afissed classeand consequent
interventions. This typically leads tednsiderable differences between municipalities and



schools, depending on théudgetand willingness (related to the motivation and whether
the issue is seen agriority topic omot) to take the issue forward.

5) Distress signals that young people show range greatly from one young person to another.
fiSignal® are not all easy to identify and to interpret. For example, students whose marks are
falling or who ardailing in certain subjects may struggle with academic skills or motivation;
it may also be a sign of a student falling
family or lack of support at home, etc. Studemtehibiting poor behaviour may be
confranted with personal, social or emotional challenges that require attention, but there may
well be a wide array of other issues that afféwtir behaviour at school. For example,
typically, poor behaviour willin the first instancelead into communicatiotetween the
school and the parents before further action is talemever, it ismore common that poor
marks insome specific subjects (e.g. Croatia) or national tests are used as warning signals
(e.g. Latvia). Marks / grades in mother tongue and mattiesntend to be particularly
closely monitored Repetition of an academic year is also typicadlen assomething
enforced by the school or the education system, ratheratharsignal ofESL risk for the
student as suchE(ropean Commission/EACEA/Eurydi/Cedefop/Eurostat, 2014b,8p.
Several newtarget and contextual subdicators of ESL are used in EU since 2014 (see
Table 5, p63).

6) Other methods employed to identify youth at risk are:
1 Collaboration between schools and sbservices /youth workers (Austria, Hungary,
Sweden, Belgium).
1 Student registration systems (e.g. Belgium, Estonia, Lithuania and Slovakia).
1 Use of research data / indicators to predict which / whether students are likely to drop out
(only England).

7YRisk of NEET i nd siodcatarsrpsovide a todkfordghle bbcaldadthorities and
schools tadentify students in years 9, 10 or,Mho are at greatest risk aisengagement,
and to target resources and support on these young péuplg. Local areas are able to
design their own RoNI (Ri sk of NEET indica
that they are as specific as possible to the risk factors that are prevalent in that area
However,they mayalsowish to save time by drawing ayood practicefrom other areas.
Local areas have reported that risk factors do vary significaathpsslocal areas,
reinforcing the importance of a local approach. At the moment 44 out of the 152 local
authorities in England are involved in the developm@nguch tools and indicators. They
tend to use data ondhyoung people who have disengaged from {i@steducation or
training as an input and then look to apply these characteristics to students in years 9, 10 and
11 (the final three years of compuls@ghooling) in order to predict which young people are
most at risk of later disengagement. Some local areas have expanded this approach further,
planning to test the effectiveness of the RoNIs in primary schools to allow support to be
targeted at an everadier age and/or applying the principle to pt6ttraining provider to
try to predict which young people are at risk of dropping out. As an example, Medway have
devel oped a specific 0dat eolechinformatian dromatgxtp r o a ¢
incuded by advisers in young igestfyigdues that mighe cor d
ot herwise have gone unnoticed (e.g. record
free text), making the process of linking characteristics more thoroughin@icators are
seen as an extra tool pvovide formalsupport for young people, but it is recognised that
teachers and wider support staff, such as Education Welfare Officers, continue to play the
most important role by discussing and sharing informabo pupilswith schools and
authorities to identify those who need extra help Eurppean
Commission/EACEA/Eurydice/Cedefop/Eurostat, 20144 0).



]

8) ldentification of risk factors and students who display signs that theybweat risk of
dropping out is at enough to tackle the problem of early school leaving. To achieve a
significantreduction in ESL rates, students identified by monitoring different distress signals
need to be provided with timely support so that their underlying problems can be atldresse
In this study, additionahformation on the main methods used to support such indivigials
provided. Informingand involving parents @kool), multi-disciplinary support teams and
individual action plansfinedsanctions/prosecution are used as nutho some countries
(European Commission/EACEA/Eurydice/Cedefop/Eurostat, 20144,)p

9) Early leaving from education and training (ELET) is a serious issue in many EU countries
and has attracted the attention of many researchers, jpadikgrs and edutars. Although
the situation varies across countries and the underlying reasons for students leaving early are
highly individual, the process leading up to it includes a number of common elements:
learning difficulties, soci@conomic problems, or a lack motivation, guidance or support
(European Commission/EACEA/Eurostat/Cedefop, 2D14a

10)Across the majority of European countries, analyses of early leavirigurgpean
Commission/EACEA/Eurostat/Cedefop, 2014aE based orhe data aggregated at the
top/natonal level, and in only around half of them basedh®data aggregated at local and
school level, making it difficult to obtain laolistic picture of the specific situation in local
communities and schools. Moreover, the majority of countries carrgaiatanalysis only
once a year, which may not be enough to monitor the current situation and/or the impact of
orrgoing measures.

11)Finally, although many countries produce statistical data on early leavers, relatively few of
them gather qualitative informan that can help understanding the reasons why students
leave education and training early and what they do afterwards. France, Malta and the United
Kingdom (Scotland) are amongst those few countries that routinely conduct surveys of
students after theyave left education and training prematurely. However, hearing the views
of the students affected, or those of the other stakeholders involved, may provide an
important source of information for egpoing measures or for future policy debate exlab
earlyschoolleaving European Commission/EACEA/Eurostat/Cedef2@l4b, pl10).

On average, six out of ten children in the-28 Member States whose parents have a low level
of education are at risk of poverty and social excludesding to the risk ofeducaional
disadvantage. The largest proportion of children under the age of 18 who are risk of poverty and
social exclusion, and whose parents' level of education is low, live in central and east European
countries (excepior Estonia, Latvia, Poland and Skmnia). All these countries display percentage
exceeding 75%. This does not mean that children in these circumstances will necessarily leave
education and training prematurely, howewbeir socieeconomic and family situation may well
be a risk factor. Qantries such as the Netherlands, Portugal, Finland and Iceland have rates below
50 % European Commission/EACEA/Eurydice/Cedefop/Eurostat, 2014a, p.103)



Latvian context

At the initial stage ofthe research of the Latvian national context, contradictvesm® found
betweenthe data available at the Ministry of Education and Science and the real situation at
evening (shift) schoolsFurthermore, thdack of data necessary for investigating E®ias
identified as a challengdhese contradictions and probledefined the limits of the project. The
following deficienciedn the availability of information were found tite national level

9 Discrepancies in contact information of evening (shift) andxtramural schools in
Latvia.

1 Lack of data about the profilef early schocleavers/graduates of evening (shift) and/or
extramural and/or distance learning schools (e.g-2418years old) as potential
participants

1 Lack of data about the profile of adult educators of evening (shift) and/or extramural
and/or distace learning schools as potengarticipants

1 The discrepancy between the data were found on national, regional, local level and at
the evening (shift) schoolshitp://www.lu.lv/par/projekti/es/2002013/esf/atbalsts
petijumiem/atbalstizglitibas-petijumiem/izaicinajumi2/201-2014).

It should bestatedthat the information was updated thanks to the constructivabashtion with
the Ministry of Education and Science. Since 2018,Mimistry possesses therecise data about
the number of evening schools.

Based on the analysis of the available data, the conclusion was drawn that:

1. At the national level, ESL moniting was purposefiy implementedsince 2014. Till 2013
only statistical data were availablethé national levelln 2014 the State Education Quality
Service became the center for monitoring of ESL and introduced a new Early Warning
System (EWS).

2.Evening schools mainly analyse data that are demanded by higher instances (Ministry of
Education, State Education Quality Service, municipality). Basically, ESL monitorsng
implementedollowing a topdown direction. National data acellectedfrom municipalites,
and their quality depends on the data collectors. There &ppmpriateESL monitoring at
the regional level, and this is also the case in many other European countries. In 2013 the
criteria used for the identification and description of the schwel® strongly criticisedas
thecriteronused for defini nwgad hteh é py @jppscipajonoa p (01
in any educational event during the last four monRecentlythe EU agencyCedefop in
collaboration with Eurostat, hdsunched a extensivaesearch projeaiming to develoand
introduce a new ESL monitoring system2017

3.Till 2014 in Latvia, as well as ithe wholeEurope, only numeric indicators were used for
ESL. Since 2014 new ESL indicatongere introduced progressively iBurope, in order to
resolve problems related to EWS. These indicators include a clear picture of the amount,
context, systems of support and accession to ESL. EWS should be assessed and monitored, in
order to ensure their effectiveness, convenience apmbppateness to the particulschool
contexs.

4.0nly some Latvian schools use the new indicators of EWS in their inner monitoring systems.
The system of indicators for inner monitoring disclosed in this research could be a good
foundation for the elabotian of a monitoring system in other evening schools, completing it
with quality indicators (offered support)

5.The situations with deficiencies in ESL monitoring systems are characteristic notoonly
Latvia, but alsdor other European countries. The nB8L monitoring systerdevelopedy
Cedefopand Eurostat will be taken tm account in the elaboration of the Latvian ESL
monitoring system as EWS #te national level and at the level of individual schools and


http://www.lu.lv/par/projekti/es/2007-2013/esf/atbalsts-petijumiem/atbalsts-izglitibas-petijumiem/izaicinajumi2/2013-2014/
http://www.lu.lv/par/projekti/es/2007-2013/esf/atbalsts-petijumiem/atbalsts-izglitibas-petijumiem/izaicinajumi2/2013-2014/

municipalities. But in general Latvian gapse the same as those definable in most of
European coutries, whichare working on the elaboratiasf new monitoring systems. The
experience of these countries should be takémdansideration for the elaboration tife
Latvian monitoring systemaiming to solve, or intervene in, the ESL problem timely,
avoiding the following deficiencies:

9 Deficiencies in the frequency of monitoring: in most of the countries monittakes
placeonly once a year. However, it is necessary to have a continuous-fglofivthe
EWS signals athe school and municipality levglin order toprovidethe necessary
support on time to avoid ESL.

1 Monitoring isimplemented through thié t -d p w approachand the data collected
by schools and municipalities are of unequal quatita collection is often done to
comply with the requirementdyut not to contribute tothe improvement of the
situation.

1 The appropriateESL monitoring systendoes not exisat the regional level. Each
school has its own approathESL monitoring. Onlysome schools use the new EWS
contextual indicators. The improvement of this situation could be a substantial
contributionto provide the basis and promdtgure researcn the quality oflifelong
learning in Asian and European contexts.



Reasons to leave school early

The evidences found coincide with Downes (2014a): each ESL case has different reasons that
are combined in different ways, including mental health, relations with teacher and classmates,
personality traits, emotions, etc. ESL reasons are not always dacadée main ESL reasons are
unsuccessful learningxperienceand the neessity to start workingcombining work and studies.

Other reasons atenked to thepreviously mentioned reasons in each case in different ways. This is
country-wide evident

Seletive targetgroup No 1

Most of early school leavers are consequent returnef®) have theirown planed learning
pathwaysin their own life and work situations with andividual combination obuchreasonsas
Airel evance t o | idikrenabaragivingtimk to hehildeea; had animporiant
work where | can earn quite a lot of moretg)and t he fAneed to combine
This target group of early school leavers can be namegtlasers.

ESL with high selfi esteem who becasreturners in later life stages: this selective target group
of early school leavers is composefdi c ont i nuous solversodo of their
with a strong motivation to get schooling whatever is their life and work situation. For example
getting compulsory basic school and then acquiring a vocational qualification, and then returning to
evening school to get general secondary education etc. They are able to solve their own life and

work situation by themselves, and to return to educatitmout any external support.

Selective targegroup No 2
This selective target group of early school leavers is composé&sbiofreturners in later life
stages which need support inside or outside of their life and working situaWghat arethe
activities that it is proper and reasonable to engage in the givesitbatior? When early school
|l eaversdé motivation to |l earn is empowered, it
learning in the given situation. Theseevidenceof early stiool leavers influenced by those around
them: ae friend; my husband, my brother; someoneWlitat has to be considered is that weay
low number of cases the advice or support from pamatsreportedMoreover,the participants of
the focus group dicussion had pointetd the need to have someone oldgoundwho can give a
piece of advicen life and work situationsThe cultural environment of the family, as well as the
nearest social environment of early schigalvers does help. Theonfirms thefindings ofthein-
depth analyis of laestPISA 2014 Latvian survey. An additional pointtish e e mp | inyer s 6
engaging ESL to return to educatiothg employer asld me to finish the general secondary
education-Zemgale),as well as the role ofultural local and regional environment (I want to
improve my CV; all my friends have the general secondary educ#tiomeme). Understanding
teachers and people around whee tolerant and want to help, and classmates and teachers who
‘would help' in any sitationare the most often reported preventive measures (Latgale).
Furthermorethere are similarities between both selective taggetips: 1) value of education as
theficrond eofi | (stdngarde of value against which early school leavers anggdy 2)
transformative learning environments in the family, friend community or at the workplace, and



especially at schooThis evidence should be marked as particularly crucial

Selective targegroup No 3
ESL with regative learning experience (unswesfel learning) in basic school.
Unsuccessful learning as @@ason to dave school early is characterized by the individual
combination othef ol | o wi n gfailmgop e cnt s eaafr nii n g :
1 Getting bad marks in tests [most dominant].
1 Not getting a better saty, no advancement/promotion in carepeople understand that
they have to learn something new [onbnereportedcase].
1 The missed opportunity of succdsseldevelopment by practical doing @veryday life
situations.
Learning from books, excludjparticipationin extracurriculatearningactivities.
Schooling without any workplace practice and without school informal meetings at the
learning places.
1 Dominance of the compulsory learning versus voluntary learning, which is based on the
individuald aimto learnnew things.
1 Lack of opportunities to learn from mistakes, which is a good afdgarningsuccessfuy,
instead of just countingnistakes at the testsr giving marks
1 Low social impact of learning outcomes.

E ]

Analysing the biographical acants, a statistically significant combination of ESL reasons that
provokes unsuccessful learning and leads to ESL was found. ESL is provokedrpiaation of
the following reasons: the individual characteristics of regular school teachers and thkeioflac
competence, the overload of contents in the learning process with a predominance of theoretical
contents, as wel | as studentsd |l ow | evel of
work experience.

In most of the cases the ESLs prefhe tevening (shift) school. This is an argument for
valorising the good compensatory practice provided by evening (shift) schools and this fact
confirms the need for a deep anadysf thegood practicef the evening (shift) school.

Selective targegroup No 4

ESLs who reject the regular schooling.

The individual combination of the following reasons provokes the rejectitretfaditional study
process:

9 Organizational aspects of schooling in regular basic or/and general secondary smhool (
maylessos, it is necessary to go to school for the faxéace lessons every day, etc.).

9 Attitude of regular school teachers that is unequal towards all the students, a negative attitude
and a learning environment that does not facilitate learning emotionalsoaradly.

9 Pedagogical process is childreentred, not adulearner centred. Adults need
communication with the teacher -leaverssmeedefqu al
dialogic learning, learning together form experienced colleagues).

1 Homewak overloadin regular schools, where the accent is on homeworkpnetorking
during the lessons.

9 Exclusive primary school (not inclusive, leading to marginalization), and giving priority in
high school to the work with thmore successfidgtudents.

1 Geneal basic and secondary education orientatitm achievements and not to learning
successpartly because of the school rating system. Achievementsearas a priorityn
basic and secondary education and this also facilitates exclusion, not inclusion.

9 Impossibilityto combire learning and hobbies (sports, music etc.).



Selective targegroup No 5

ESL with undeveloped key skilld'he following sub-target groups of early schoolleavers

unfolded by the analysi of evening (shi f tayetobeulinpedl t eacher

91 Drop-outs from elementary school classAscording to the data provided by the evening
(shift) school teachers, this mostly refetsildren and youngsters from the Roma ethnic
group.

1 Latvian speaking droputs from compulsory schoolst the early schooling stage$he
proportion has drastically changed in evening (shift) schéolee number of Latvian
speaking drop-outs has risen

1 Russian speaking drequts from compulsory schoobst the early schooling stage$he
proportion has dragally changed in evening (shift} schoodsthe number of Russian
speaking drop-outs hasdecreased

1 The proportion of adult and undage early school leavers in the school has charted:
adult population has grown, but the underage population hasdecreased The highest
valuefor early school leavelis evening schoal the most important thing for each one of
them, iswhat happens intheir heart, their attitude toward life, the people,their sense
of responsibility. It is evident that there are heterogneous classes.

f Aln recent years, the situation with early school leavers has undergone significant
changesi early school leaversno longer come fromregular day school, but comback
to study after a long break. Each group has its sgieciypical probems.Once the evening
(shift) schools have identified them, they try to help to solve them in the most appropriate
way for the early school leaverSor the early school leavers the evening (shift) schools
definitely offer psychological supportat the momet when theycome back to schoolt
does not matter how old are they, but they have returned to school and confidence is very
important.

1 The reported evidences found in the analysis of one evening (shift) schosltalgpecify a
selective ESL groughe minors The main reasons to leave the scHoothese minors are:

1) Conflicts with classmates or/and with teachers;L2ck of willingness to learn.
Discipline problems and absenteeism can be considered as a consequence of these reasons.

1 Learners witha migrant background (thirdountry nationals) in the context of increasing
youth mobility.

1 Drop-outs from regular day schools with special needs in social behaviour correction and
early school leavers in prisons.

Selective targegroup No 6

This targetgroup comprise€SLs facing special life circumstances (hypothetically related to
parents working abroad or/and with material or/and social difficulties in the family), financial
circumstances (cost of access to internet), health problems, special nee@ibeetvidences
indicate the need fothe development of an integrated universal social and education policy
strategy, whichis not addresseéh the current study. However, it has to be considered that,
according to Downes (2014b), each individual caseasfy schooleaving isrooted ina multr
faceted range of reasons that are combined in different configurations, including mental health,
relations with teachers and peers, personal relevance, emotions and relationships etc.; these reasons
are not alway academic. The necessity of mifiétceted preventive and compensatory measures is
evident.

Selective targegroup No 7

The next group identified in the study frameworkESLs havinglimited access to educational
institutionsi a wocational school idar from home (countryside: 2 cases, both from Vidzeme,



municipality of Gulbengfor example). In the Vidzeme planning region (next to Latgale region), the
preventive activities are related to the different emplacement of different kind of educational
institutions (VET, evening (shift) schools). However, one of the limitations of the current study was
that it focused on returners at evening (shift) schobterefore the eventual reorganization of
evening schools, integrating them in regular general secpsgaools which is typical for this

region, is not included in this part of analysitis aspect needs specific attention and an-depth

analysis. Preventive measures, such as the revision of the quality criteria, have to be mentioned
Limited, fixed access to general secondary education, limited possibilities of enrolment (the access
to education is regulated or there are concourse for selection of candidates) have to be prevented
through universal measures.

Summarising, the individual combinationtbk following eight (8) reasons have to be addressed
to prevent ESL:1) Need to work. Limited possibilities of combining work and education; 2)
Negative learning experienc® Organization of schooling in the regular basic or/and general
secondary schodh lot oflessons, it is necessary to go to school for the-fadace lessons every
day); 4) The attitude of regular school teachers, an learning environment that does not facilitate
learning emotionally and socially; 3y regular general education pedagical process is children
centred, not adultearner centred; 6) A lot of homework in regular schools, where the accent is on
homework, nobnworking during the lessons (hypotheticdllyork with the better students);Go
abroad to work. 8) Non acquidion of contents. Low numeracy and literadynsuccessful
learning in basic school is the dominant issue to leave the school early.

Regional differences appeaiclearlyduring the study
It can be said that itherural part of Vidzemeegion there ismevident selective target group of
the early schooli returners. They leave the schooling aldoe to limited possibilities for
combining education and work, aundie tothe level of povertyn the country in generahatis
quite high, especially in thisegion. Also transport is expensiwaiihin the narratives, this idea is
frequently reiteratedd coul d travel 6 Al couyl.d not travel 0
The analysis of the biographical learning context shows differences in the situdRigia in
region:

1 The reasons to choose evening schools in Riga are rather connected to the desire of studying
Afas an adul t orhe partcipanta ¢ r as <éhd | dhe early sch
assuming family duties, combining work and studssendingtime on their hobbies and
acquiring complementary vocational education.

1 Rating of schools and criteria for measuring the quality of schoolsoarenuchoriented
towardsst udent s®é mar ks and r e sanégative impact o ®igep et | |
basic and generaecondary schools. Teachers work with the better students and do not have
time to pay attention to those who need individual support.

The analysis of the narrative storiestlire biographical learning context shows the situation in
Kurzemeregion Theearly school leavers stressed the limited possibilities of combining work and
education; in most cases because they had opportunities to get a gotich®up outside the
country: this is most evident in this region.

The analysis of the narrative &g inthe biographical learning context shows thatZiemgale
regionthe mostfrequently reporte¢ ases of | eaving the schooling
abroad to worko and Achanges in place of resi

The analysis of the biographical leampicontext shows the specific situationLiatgale region.
The reasons to choose evening schooltatgale are the life and financial circumstances (this
similar toVidzememunicipality of Gulbene and Madona); eventual academic reasons, such as non



acquigstion of contents; and not attending regularly the lessons at school because of physical
difficulties in reaching the school (distance) and the shortage of the school system.

The similarities in all regionare evidentThe most evident selected targedup is the group of
learners at risk of early school leaving and early school leavers with strong potentiaéfibryreo

VET (see al so Mi cr ol y c ® eqllocatlom, aconcnm®n makagemeny s
structure/headship, specialist teachers but interacwith mainstream staff, same progression
routes). This reason to leave the school early is grounded in a diverse combination of several
components, such as the mental health, relations with teachers, relevance, and emotions
relationshipsTherefore, te early school leaving phenomenon is midtied, considering also the
influence of the diverse cultural environments, and this should be taken into consideration in the
preventive and compensatory measures.

-
£



Challenges
to be prevented and compensated

The evidences on reasons to kedkie school early explored in narrative biographical learning
stories analysing interviews expressioas post factoshows that one of the main reasontetve
the school in compulsory schooling aghich need to be prevented and ask focompensatory
measures is the necessity to start working combined with schoolinghiscan be illustrated with
the expression oft entwaseq possible tb cdmpinepvark dand studypah n t <
schoob A universal prevention strategy (ALL) is necessaryiciwlapplies to educational and
communitywide systems for all VET learners.

Synthesizing, in general the evidences within all the domains of workplace learning were
evaluated higher by evening (shift) school teachers as adult educators in comparisearhyith
school leavers. Furthermore, the ranking provided by older early school leavers (25+) usually was
higher when compared with the-28 years old early school leavers.

However, some important differences should be stressed. It seems that2he/dds old early
school leavers more agreed that they keep on learning because otherwise they risk becoming
unemployed, and that workplace learning activities are imposed on everyone by the management.
On the other hand, early school leavers (25+):

9 Are more mdivated to take training if they can enhance their professional qualification.

1 Find useful the knowledge and skills learnt at school for the current job.

9 Think that recommendation of acquaintances is helpful for getting a job.

9 Estimate that workplace leang has positive effects on communication skills and

working in a team.
9 Perceive that employers leave them to decide what courses they will follow.
9 Keep on learning because they perceive that society expects it from them.

Synthesizing the evidencebe unsuccessful learning asraason to live the school early is
characterized by the individual combination
learning: 1) getting bad marks in tests [most dominant]; 2) not getting a better salary: people
understand that they have to learnt something new [only one case]; 3) the missed opportunity of
success in sellevelopment by practical doing in daily life situations; 4) learning from books,
excluding learning in extracurricular activities; 5) schoolmighout any workplace practice and
without school informal meetings at the learning places; 6) dominance of the compulsory learning
versus voluntary | earning, which is based on
missed opportunity to leafmom mistakes, which is a good pathway for successful learning versus
mistakes at the tests for marking; 8) low social impact of learning.

Theindept h analyses on the Aunsuccessful | ear
explored through the anels of expressions in focus group discussions, allows outlining the
preventive and compensatory measures needed to reengage ESL in education, supporting success in
learning, that will be elaborated in the general conclusions:

9 Opportunity of communication in informal and non-formal settings, in life and work



processes and at schook st abl i shi ng #fAcommuniecoatwhaa fAwi t
not gone to school but they learnt a lot in their, lfg doing their work.
1 Opportunity of self-development by practcal doing in daily life situations. Early school

|l eavers |l earn faster when they develop th
you | earlearningppomesbr o what you doo. The probl
learnt. Most schools push knbwe dge bu't do not Iftaeparsoh is h ow

interested he will find the way to | earn i
1 Combination of schooling with workplace practice and school informal meetings-or
Early school leaverd w o r k practéce i most important and you caritéeunderstand

what is needed and what is not neededo; an
need and i mprove themselves: Awhen we mee
This remains in my head. 0

1 Voluntary not compulsory learning. It is successful with the purpose to find something out:
Al f I want to find out something, I wi ||
nothing will happeno.

Summarizing in general the evidences within all the domainkearhing difficult subject

matters it can be concluded that:

1 The most complicated subject matteMaths.

1 Theoverloading of contents:it is related to the textbooks (that avatten in a professional
mathematical language, not in the languagelezrnerg. It would be necessarp use
different textbooks for adult learners in evening schools (Spanish experience).

1 The highest mathematical contents (logarithms etc.): it should be excluded from the
standard topicstliey should remain in the gymnasiums and in the classrooms with
spedalization in mathematigs. Thi s i s the main reatckn for
of logical successioin the organization of contents in the textbooks.

1 Mathematical and reading abilities are not developed enaudtasic education: it is
necessanto create extracurricula for the development of mathematical and reading
abilities of early school leavers. It is necessary to examine the curriculubasié
education, maybe also the standaimistead of calculation(mathematical literacyersus
algebra, geometry inbasic education; reading and writing literacyersus theoretical
grammaticalteaching.

9 Difficulty in any subject matter is related to the lackawinnection with real life. The
accent for describing the difficulties is related to the meicharepetition.

1 Necessity of connecting the teaching of difficult subject matter withlytical thinking
and with real life.

Summarizing,in general the evidences on competences within all the domairmasludf
educator so prwefeewlsgeddighel by evarting (shft) school teachers as adult
educators in comparison with early school leavers. Furthermore, the ranking provided by older
early school leavers (25+) usually was higher when compared with 1B yiéars old early school
leavers However, some important differences should be stressed. It seems thalthgel8s old
early school leavers are more independent,-dedtted, personally interested to take over
responsibility for their own future learning processes and thereforer phef evening (shift) school
teachers as adult educators who are:

1 Minded to be morauthentic, extroverted and altruistic.

1 Able to inspire the early school leavers, to use suitable body language, to manage group
dynamics, to handle the conflicts, and & @onsidering the democratic values.

9 Successful in thinking along commercial lines (both in intrapreneurship and
entrepreneurship).

1 Focused ompdating their domain specific knowledge and skills continuously.

9 Able to beflexible, to reflect their own prassional role, to evaluate their own practice, to



see different perspectives.

i Focused on enabling the early school leaverpiy what they have learnt, on diagnosing
learning capacity and learning attitude of their early school leavers.

9 Disposed tosupport informal learning, to apply adult learning theory in teaching, to
monitor the learning processes of early school leavers, to create a safe learning atmosphere,
to proceed in a structured way.

Synthesizing the evidencdéise following eventual reasorte leave the schooling early can be
outlined:

According to a fnset of core principles that
compensationo, the universal needs of each
focus on building indid u a | strengthsod and capacities. '
school have to be prevented and compensated:

1 Need to learn at own pace and plaédga region reports the highest scores of gaps, but
regarding teachers, it is Vidzeme region teachersreported highest scores.

1 Lack of communication with other early school leav&re early school leavers needed more
consultations and had not the opportunity to communicate with teachers and other early
school leavers in distance learning. Early schomldes aged 184 demonstrated the need of
communication and stressed the importance of learning as a process of exchange of different
opinions and views. The lack of communication is one of the particular reasons to not to
attend the school. The evidencsisow the discrepancy between the-2U8early school
leavers need on using oi@arning as communication tool, together with other adult | earners,
and the evening (shift) school teacher orientationassessment, which seem to speak about
the lacks in ducational assessment policy. This fact points to the specialized need24f 18
aged early school leaver's in comparison to the whole Latvian context where early school
leav er s gemearadly néutral towards the activity of communicating online and
coladborating in groupso (Lee et all 2013, p. 1

9 Lack of LLL skills (ITC). A half of early school leaversturners strongly agree that they
need to improve theiCT skills for their current job. To prevent this early school leaving
in the future attention Isao be paid in regular schools to provide this opportunity.

1 Lacks of social and cognitive presence in teachiregdback has to be provided timely and
important deadlines for learning activities are to be clearly communicated to prevent early
school leaing in the future. Regarding the cognitive presencelaaening, only early school
leavers reported significant differencgmrticipantsfrom Vidzemeregion reported highest,
but fromLatgaleregioniverylow.Thi s ar e a, commonl knecwilnged d
Athinkingo) domain (involving thought proc
strategies in teaching training and in educational policy framework general.

1 Another relevant reason for leaving the school early to be prevented is tees@elack of
evaluation and assessment of the learning proCEss early school leavers report the need
of a new cultureof analysing the learning barriers of the learmegnitoring the learning
process, evaluating constructively the learning outcordegynosing the learning capacity
and positive points of the learners, and their learning atétud

1 The need of significant-kearning experiences is a new challenge and eventual reason to
leave schooling and need a new approach to teaching at Higheriedunat | ev el : A
changes are needed in colldge v e | teaching to | ead t-o0 an
learning experience. In his view, good courses are those that challenge early school leavers to
significant kinds of learningy(Mott, 2009, p. 28)use active forms of-dearning, and have
evening (shift) school teachers who genuinely care about their subject matter, their students,
and the interaction of teaching and | earni
must be able to interaatell with their students. Finally, good courses require a mechanism in
place for effective feedback, assessment, and design. For signifiteertneag to occur:



Aithere must be some kind of |l asting change
(Mott, 2009, p. 30).
fLack of Aworkplace | earningodo is a new chal

early in the future. The contradiction could be solved if employees have the personal desire of
improving their own work, considering this effas a voluntary activity. In this sense, it is

i mportant to facilitate the employeebs appr
personal desire of i mproving the worKk. To
professional identity is &ey question. And workplace learning is one of the privileged
contexts to develop iir( cited Chisholm et all, 2013. p.193).

1 Evening (shift) school teacher's professional identity development has to be based on three
pillars: making personal choices, tyety personally involved in work and recognition
processes (Day, 2007). Making personal choices develop the sense of personal agency, the
capacity of reflection on the sense of personal work. Involvement in work is the only way of
acquiring competences uag the right opportunities, they can involve. Social recognition
(from employers and other institutions) and personal recognition (work satisfaction, feeling
competent, perception of being in the right place doing a useful work) facilitates the
appropriatbon of the goals of the organization and fosters the personal desire of improving the
way of working.

1 Three aspects (making personal choices, social and personal recognition and creating
opportunities of getting involved in work) have been neglected int-gmset work
environments, where there was almost no place for personal initiative, for responsibility about
the outputs of the organization, and for recognition processes other than the interest of the
party. In our mind, this study showed that, to daierextent, these aspects are still present in
Latvian context. But it seems also that there is a growing desire of employees of taking more
initiative, of knowing what happens in the world in their field, of creating communities of
reflective practitiones in workplaces, of developing personal and social recognition
processedtf cited Chisholm et all, 2013. p.1p3

The following reasons to leave the school earhich werefound out by analyses of biographical
narratives,are evident and statisticallygnificant: Lack of personal qualities and competences of
regul ar school teachers; overloading of conte
literacy and numeracy; need of getting job experiences.



Evening (shi school sa@
good practiceas compensatory measure

CLASSROOM PRACTICESTHATSUPPORT THE EARLY SCHOOL LEAVERSO® LEA

ADULT TEACHI NG CULTURES THAT SUPPORTS THE EA
LEARNING NEEDS

The evidences on differences and opportunities of targeting the needs of the selected target age
group regarding professionadizon of adult educators in comparison to the needs of other age
groups identified in the study allows to specify the key componerd&lattic culture of support
of adult learning that facilitate the-emgagement of early scheelvers in learning:

Didactic design The following key elements of evening (shift) school Evening (shift) school
teacher sé6 dwerdanfoldedc cul tur e

Step 1l:Reinforcing the development af sense of communitamong early school leavers. In
this fist stage it is important:

9 To focus the discussion on relevant issues that helps the young early school leavers to learn.
and evening (shift) school evening (shift) school teachers as adult educators to provide
feedback to them about their learning strengths and weaknesses.

1 To comnmunicate clearly about the topics of important subject matters.

1 To provide clear instructions on how to participate in learning activities and on the
important deadlines for learning activities.

1 To identify the topics that facilitate learning among yoeagy school leavers.

Step 2:Guiding the learning communitytowards understanding subject topics in a way that
helps early school leavers to clarify their thoughts and to participate in a productive dialogue,
encouraging adults to explore new knowledge, create good relations with other course
participants for enhancing their sense of belonging, and to position themselves critically in the
learning community, enriching it with their differences.

Step 3: Faceo face, online or webased communicatias an excellent medium fdacilitating
social relationshipswhere the early school leavers feel comfortable. This will help early school
leavers to maintain their sense of trust or/and confidence with others, since their own point of view
is acknowledgeth the learning community, developing a sense of collaboration.

Step 4: Thause of problem solving activities the learning process increases the young early
school |l eaversd interest i n subject i spbne e s, I
content related questions and to use a variety of sources of information for exploring the problems
posed. Brainstorming and finding out relevant information help early school leavers to solve



content related questions.

Step 5:Faceto face, onlineor webbaseddiscussionsare valuable irhelping early school
leavers to appreciate different perspectiv@embining new information with previous knowledge
will help them to answer the questions raised during the learning activities more effectivieiy. In
way, early school | eaver s6 competencies in co
subject content will increase. This will lead early school leavers to a better understanding of
fundamental concepts and will enhance their abibtjormulate how to test and apply in practice
the new knowledge they created.

Based on the analysis of and reflection on the practical evidences previously presented, the
implicit key elementdor creating cultures of support , oriented to the acquisitibearning
outcomes, were unfolded. These key elements are related to the research question; and most
important, they indicate the path towards an innovative culture of modernization of education in
lifelong learning context. These key elements weresiflad in 2 groups: key elements of
organizational culture in evening (shift) school; key elements of adult schooling culture.

Organizational components. Key elements of organizational culture in evening (shift)
schooling.
The schooling has to be orgaed...

€ as a combination of distance and bl ended I
virtual, interpersonal, intrgpersonal and physical places (Malloch, Cairns, Evans et all

2011) ...

€ with motivati on, ionspuand pesediedcnanosgripte, teds, i on | e
pictures, statistical information...

€ using interactive |l earning materials such
€ which are supported through individual, pe

the same time (synchronous) and at different times (asynchronous) ...
€ usi ng -axertisevand&sk, eheclup eworks and dests (key elements of distance
learning), ...

€ but also using cooperation lemwdandevénmg act i on
(shift) school evening (shift) school teachers as adult educators...
€ that is implemented by forum discussions, Skype conferences, chats as well as surveys (new

key elements of-&earning culture).

Didactical design.Key elemets of adult schooling culture
The process of schooling has to supplogtfollowing opportunities:
fTo learn individually at oneds own pace and
1To combine work and studies.
1To live and work in other countries.
fTo plan oneb6és own study ti me.
1To communiate online, so that physical lesson attendance is not compulsory.
f'To discuss things with the course mates.
fTo choose learning resources and to learn according to own needs and abilities.
fTo construct new knowledge, develop skills and demonstrate the comest in different
work and life situations.

SCHOOL SUBJECT MATTER TEACHI NG THAT SUPPORTS
NEEDS.

The evidences on opportunities of targeting the difficult subject matter learning needs of the
selected target age group in comparisorthe needs of other age groups identified in the study



]
allows to specify thalidactic cultures of support ofteaching difficult subjects or conteoéntred
teachinge-learning that facilitate the tengagement of early schelelavers in learning:

T The niemt teachi ngo ap pewdearmng situaionstusirgeols:e r r e d
early school leavers communicate with a evening (shift) school teacher and other learners
about the school subject context introduced in lectures, manuscripts, textsespictu
statistical information, interactive learning materials, such as video, demonstrations etc.
using new dearning tools.Social interactive learning supporteaperation; interaction
between early school leavers and Evening (shift) school teachersuied by discussions,
forums, chats, and surveys.

TEvening ( s hi ft )actiosscrhidoock thedewedopnieetros the sense of
community among course participants and help to focus discussion on relevant issues in a
way that helps the young earlyheol leavers to learn. The evening (shift) school teachers
provide early school leavers with the necessary feedback for understanding their learning
strengths and weaknesses on time. The Evening (shift) school teachers clearly communicate
important courseopics according to the course goals, provide clear instructions on how to
participate in learning activities of the course, clearly communicate about the important
deadlines for learning activities, and are helpful in identifying the areas of agreerdent an
disagreement on course topics that help the early school leavers to learn.

1 The evening (shift) school teachguides the classowards understanding course topics in a
way that helps the early school leavers to clarify their issues of concern. Thisgroce
supports participantsd engagement and part
helps the young early school leavers to learn. The evening (shift) school teacher encourages
course participants to explore new concepts in the course.

1 The early shool leavergget to know other course participants, which ensures the sense of
belonging to the course and facilitates tireation of a learning community. Online or
web-based communication is an excellent medium for social interaction where the early
school leavers aged 124 feel comfortable communicating through the online environment
in the course discussions, and interacting with other course participants, while still
maintaining the sense of trust, especially when their own point of view is ackmyaalbg
other course participants. Online discussions help the early school leavers a2yedol8
develop the sense of collaboration.

T

SCHOOL PRACTICES THAT SUPPORT THE EARLY SCHOOL LEAVEF
od compens
y provide

Based on the analysis of and reflectionontheed e nces of i
o} I
r creating

chance education practiceo previ
designs and evalwuation practices
learning needs werunfolded at school level:

go
us
fo

1. Flexible pathwaysto upgrade the education are provided with a combination of various
organisational components:
1 Learning in vocational training programs and in parallel in evening (shift) school is possible to
obtain a voctional secondary education progran8igears instead of. 4
1 In order to ensure the procdses workersonce a month teachers work also in Saturdays, and
then they come for the tutoring.
1 Introducing thevorkshopp r o gr am fi | e dor helpimgyoulsters toenat hawedthe
necessary learning skills, and therefore a high risk of dropping out.
Consultation points that help students in difficulty. The modular approach is also appropriate.
Morning courses for unemployed people who can also go to thengughiift) school.
Flexible study process with extramural and distance elements.

= =4 =4



2. Flexible pathwaysto upgrade the education are provided with a combination of various
didactic designs:
1 Regular and extramural programs with distance learning elemedts-laarning materials;
flexible consultatiorime and flexible organization of exam
9 After school activities that are leaded by professional evening (shift) sctemthers, where
pupils can develop their creativity.
Open air centres withedagogical ashsocial adjustment programs.
Adapt curriculum so that each early school leaaar learn at his/her own rhythm
R e g u | sahjett ynattér weeks, wedk of the careedshealth dayscreative workshops
Work really in projectsn a practical wayvriting of projects.
A Acommonwe alopemairdrusedm i n t he
Offer to early school leavers in lower secondary education different educapoogiams,
where they can study, depending on their willingness and needs: spedialation program
(for Early schobleavers with learning difficulties), pedagogiealjustment programs, and
general program. The modality of learning can be redaksons, extramural learning, with
distance elements.
The principle of free participationUse of gournals for online ®nsultationsor to send
homework.
Courses for unemployed persons, with the support of the evening school.
Regular publications in the newspapers.
Positive conduct. Public recognition tifose who struggle to do everything as wad
possible, not just @ording to results.
1 Getinvolved in charity actions. Good social workers.
1 Programs with a vocational orientatigro{ice and border protection, tourism).
1 Supportingmothers with their children

=4 =4 =8 -8 -8 -9
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3. There is a good practi¢e evaluation and monitoring thatis evident: some evening (shift) schools
have he ame level as usual secondary schools, plus a different attitude and support for the needs of
Early school leavers.

E-LEARNI NG CULTURES THAT SUPPORTS THE EARLY SCI
NEEDS.

The evidenes on differences and opportunities of targeting tleaming needs of the selected
target age group in comparison to the needs of other age groups identified in the study allows to
specify the cultures of support olearning that facilitate the fengagement of early schotéavers
in learning: theorganizational and didactic cultures of dearning and individual distance learning
support the new generation adult's learning

The schoolprovidesa combination of distance and blended learnig which takesplace in
both the eenvironment and face to face communicatwith an adult trainer using computer in
learning. Group online learning takes place at the same time (synchronous) and at different times
(asynchronous). Individual online learning takes pade o neds own pace. Earl
evening (shift) school teachers usexercises and-tasks for knowledge acquisition; testing-
works and €ests.

The educatiomprovides the following opportunities:

To |l earn indivi ccardlihey at oneds own pac

To combine work with studies.

To live and work in another country, studying in Latvia.

To plan oneds own study ti me.

To communicate online (lesson attendance is not compulsory).

To discuss everything with course mates.

Tochooseleatningpesour ces and | earn according to ol

NogokwpE



8. To gain new knowledge, develop skills and complete work in previously unknown
situations.

The organizational and didactic culturef individual distanced learning has the following social
disadvantages (lacks)he early school leavers miss online communication, so there is a feeling of
loneliness. AduHearners waste time looking alone for solutions to the problems. They miss the
possibility to carry out the activities they are interestedClear procedure, regulations of the
course organization and cooperation with other learners are not ensured to the same degree as in
virtual communication and online forums. The early school leavers need consultations and have not
access to the posdity to participate in group work.

LOCAL AND REGIONAL COMMUNITY PRACTICES THAT SUPPORT THE EARLY SCHOOL
LEAVERSG LEARNI NG NEEDS

At thelocal and regionallevel t he f ol |l owing practices suppot

learning needs:

Zemgale:

1 Exchangeof information within the 22 municipal wosiroups of local education specialists
as well as representatives from the area in national advisory boards and educational forums.

9 Successful projects in lifelong learning.

1 Joint activities for creating young ®epreneurs in vocational schools.

i Offering possibilities of extracurricular and sdivelopment activities for youngpeople
from risk groups.

1 Team of professionals that includes social pedagogue, psychologist, doctor, nursery, evening
(shift) school tacher and others working together in a unified management structure
(Jelgava).

Kurzeme

1 Initiation of recognition of prior learning.

9 Centres in the Kurzeme region can become an important support to modern adult lower
secondary education.

9 Good experience afooperation with the business community and good -&xtracular
activities (Talsi).

1 Modern educational infrastructure agadod practicen employment enhancement
(Ventspils).

Latgale

1 Opportunities for the evening (shift) schools to design the educatlmy jn region.

1 Education of adults with a low level of education (Daugavpils).

1 Consistent understanding of lifelong education and its implement&treili @nd Balvi).

Vidzeme

1 Social and emotional wellbeing facilitated by family environment (Gulbene).

1 Good practice on preparation for tests and exams; central role of the library in the school
(Madona).

The following key components gbod practicere evident in most cases:

1) Offer of education fultime, extramural, and by distance learning.

2) In the secndary school there areeparate classes, whose early school leavers learn by
distance learning using theevironment MOODLE school platfornthat allowseach one
of the early school leavers to choose the form of learning that is best for him

3) For severalyears schools searched for a more appropriate solutionintbvidual
consultationsRight now the following principle is observedlasses take place 3 or 4 days
(evenings) a week from Monday until Thursday, and on Friday school offer consultations



(office hours) to the early school leaveEsening (shift) school teachers are available for
consultations every second week. Early school leavers can more easily plan their time;
Evening (shift) school teachers are available for consultations for a longkrdflbme.

4) If necessary, evening schools work adividual planstogether with early school leavers.
If the early school leaver cannot come to school in person, schools mifere
consultationsfor example, with @onference tool integrated into Skypr Moodle

WORKPLACE LEARNING CULTURES THAT SUPPORTS THE EARLY SCHOOL
LEAVERSO LEARNI NG NEEDS.

The evidences on differences and opportunities of targetinglder@ng needs of the selected
target age group in comparison to the needs of other aggpgidentified in the study allows to
specify theorganizational and didactic culture of support of workplace learning that facilitate the
re-engagement of early schelelvers in learning:

1 The course activitieare formulated as problems to solve, arel/tincrease the early school
| eaversodé interest in course issues, provok
related questions, use a variety of information sources to explore problems formulated in
the course. Brainstorming and finding redev information help early school leavers
resolve content related questions. Online discussions are valuable in helping them to
appreciate different perspectives. Combining new information helps early school leavers to
answer questions raised in werdaied activities. Learning activities help early school
leavers to construct explanations/solutions, reflect on contents of work situation.
Discussions lead to the understanding of fundamental concepts in the class and develop the
ability to describe the wayte test and apply the knowledge gained in the framework of the
course. This helps also to find solutions to the course problems that can be applied in
practice [ can apply the knowledge created in this course to my work or otheclass
related activites).

1 The benefits of workplace learning are: development of learning competencies; getting a
new learning experience; getting in contact and discussing issues with course mates;
getting in touch and consultations with adult educators; getting differenturse
members' views and changing or modifying their own opinions.



1. INTRODUCTION
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[. INTRODUCTION

THEORETICAL AND LEGAL FRAMEWORK

Mentioning the complexity of early school leaving phenomenon andy stbgectives, the
theoretical and legal background of the study is built on the synergy of the following categories
used in ASEM LLL international comparative perspective: early school leaving, reason and
prevention, analytical competence, teaching anchieg transition, challengegpod practice

Conceptual framework of AEarly school |l eavin

A preliminary indepth study of scientific literature for exploring the Latvian situation was
conducted in Junrduly 2011 (Wyn, Stokes & Tyler, 2004; Federighi &ribme, 2010, etc.).
Increasingly, literatte reviews (Rumberger & Lim, 2008; Teese at al., 2001) and empirical studies
(BT di en™, Dedze & Rosari o, 2007; Dwyer, 1996;
Stokes & Tyler, 2004) showed that there was no common reason for school leavimg. Ma
researchers (e.g., Munns & McFadden, 2000; Smyth et al., 2000, 2004; Teese at al., 2001) have
emphasised that young people have diverse néégs. Stokes and Tyler (2004) have stressed that

[ ] a conceptual shift f ryoung@eopte'sdnmeat needs ang recognidim
diversity in their experiences (Stokes, 2000) was a significant contribution to this conceptual shift. Sm
(2000, 2004) argue that early school leaving is socially constructed, and emphasise shatpitaduct of th

institutions, systems and culture(s) t hat we
theoristso, including W llis (1977), Mc Fadden
chance education'whichgsar ti cul arly i mpowmamtgi hg peomeseb.

the premise that early scheldavers react to the form rather than the substance of schooling (Mur
McFadden, 2000, p. 10).

Taking into consideration the fact thaetnew generation of adults (aged2d will constitute
the main ratio of labour in 2020 and the fact that knowledge society demands highly qualified
labour for new kind of jobs (see the studfew skills for new jobs , European Comi
November 2010Q)it is necessary to study and analysefih€ o o d p rofaEurope @ared Asia
regarding the promotion of adult learning (ageeRy, and to apply the factors that promoted adult
(aged 2565) learning.The current studies identified problems and raised isues in relation to
non-attendance and droppingout of school in Latvia. They did not attempt to document best
practices. AWhat workso in this area of educa
(European Commission, 2013c).

Seconechance educain or an alternative flexible way to support the success in education?

Mc Fadden and Munns follow the earlier work ¢
who argue that even if early schdehvers are not aware of it they are resisting thentisd
outcome of the structuring of society; namely, oppressive social relations. McFadden and Munns
(2000) also argue that for early schtedvers there is a moment where educational rejection occurs
and early schodkeavers make, or reflect upon makira rational choice to turn their backs on
education and its promises of social mobility and economic advartdgeY oiut h on t he N
one of Europe 2020 flagship initiatives, emphasises the need to improve quality and equity in
education and trainindgp provide more young people with the skills to become lifelong learners
and the chance to experience learning mobility. Drastically reducing the numbers of young people
leaving school early is a key investment not only in the prospects for every yosgng pet also in
the future prosperity and social cohesion of the ASEM countries and the world in general.



Conceptual shift from deficit approach to addressing young people's needs

Increasingly, literature review (Teese 2000) and studies (e.g. Ross@rid 20 Gr ank o v a
show that there is no common reason for school leaving (Dwyer 1996). Other researchers (e.g.,
McFadden & Minns 2000; Smyth et al. 2000) emphasize that young people have diverse needs.
This has enabled a conceptual shift from a defigire@ch to addressing young people's unmet
needs, to recognizing the diversity in their experiences (e.g., Stokes 2000) what has made a
significant contribution to this conceptual shift (Dwyer et al., 1998). This issue should be
approached from a transnatad perspective of professionalization adult educatorsVéslo.,

2013)

The are several psychological researches in the last years, mapped by Bitvreeolistic
appr oa addredsds ahy pefople are reluctarsto gage wi t h edu@®ewnds,on an
2014b,p.4). The reasons are investigated in the context of the need to implement a new holistic
structural system on preventive measures. Accordin@dwnes (n cited Downes, 2014b), a
holistic approach of prevention/intervention and compensati@asures is required (based on
Burkhart 2004Reinke et al., 2009)

9 Universal preventionALL) applies to educational and communityide systems for all

VET learners.

1 Selective preventiofsOME GROUPS) targets specialized group systems for learnesk at
of early school leaving/early schel@avers with strong potential for-entry to VET (see
also Microlycee, France: Ecorys 2013 collocation, common management
structure/headship, specialist teachers but interaction with mainstream staff, same
progression routes).

1 Indicated prevention (INDIVIDUAINTENSIVE)engages in specialized, individualized
systems for learners with high risk of early school leaving, chronic needs or multiple risk
factors European Commission, 201Bdearn by doing, fishing, caeing, cooking, outdoor
activities for learning expensive).

According to Downes (2011a; 2011b; 2028;14a; 2014b),ecognising a range of

needs of the individualthat are nojust academic has to been mentioned. The AHadgted nature
of the ESL riskshould be understood as diverse combinatidns

AMent al health.

ASl eep.

ARel ations with teachers.

ARel ations with peers.

AAssumed connection with the individual
ARel evance.

A E mo t-relationships.

Also, early leaving represents a complex challertgadividual, national and European levels.
Young people who leave education and training early are often both socially and economically
disadvantaged compared to those who stay on and gain the necessary qualifications to help them
succeed in life. To addss this situation it is vital to recognise that while early leaving is, on the
surface, an issue for education and training systems, its underlying causes are embedded in wider
social and political contexts. Early leaving is fundamentally shaped by m®irdiroader policies
for the economy, employment, social affairs, health and so on. Improvements in educational
attainment and employment levels of young people therefore also rely on improvements in the
socioeconomic climatd on higher economic growtimeasures to combat poverty and improve
health, and the effective integration of migrants and minorities into society. Only a comprehensive
approach to tackling early leaving, therefore, can be effective and sustaiftabi@pdan
Commission/EACEA/Eurostdikedefop, 2014b, [©).



Most countries have developed their own national definition of early leavers, in addition to the
EU definition, that frames the policy debate of the country in this area and forms the basis of
specific national data collections. &tCzech Republic, Cyprus, Latvia, Hungary, Malta, Romania

and Slovakia are the only countries where the EU definition is the main one used to describe ELET

(European Commission/EACEA/Eurostat/Cedefop, 20p4lf).

The official EU data places young peopte a variety of situations within the same broad
category of 0 e a Edrogpeant @ommissiorsEACEA/Ewoistat/Bddgfop @014b, p.
103):

"I Those who never started an upgecondary education programme (rsdarters).

"I Those who started a programme, but failed to complete it-@lits).

"1 Those who actually completed the programme, but failed the final assessment.

Further, while the Elihdicator limits early leavers to a particular age group (18 to 24 year olds),
national definitions are typically not limited by agewith age coverage instead reflecting the
national context with respect to participation in upper secondary educat®iulifidrent indicators
on ELVET available athe national/regional levslin Europe typically measure the incidence and
rate of norcompletion among the student population, and/or- mdtainment among the student
population or the resident population of het same age E(ropean
Commission/EACEA/Eurostat/Cedefop, 20184,0 , p.5).

There are two main alternative indicators used to understand ELVET across countries:

d Across several European countries and regions measures of thretemtion (or non
completon) of students are used to provide information on the level and rate of ELVET.
However, based on these measures it is not possible to distinguisbutisofpom cases of
student mobility. This data is helpful to understand which programmes or VET psovider
face greatest difficulties regarding nogtention, but they do not reflect the real rate of early
leaving. Belgium (French community), Croatia and Portugal are examples of countries with
such data on VET. The available statistics in ELVET Denmark atygl provide examples
of approaches that measure the occurrence of-awbby counting the incidence of
programme interruptions.

d Reflecting labour market concerns of having a qualified workforce, indicators ef non
attainment of a certain qualification aaeopted in many countries/regions. These capture

the proportion of the student population (or in some cases, a specific age group) that has

failed to obtain the relevant, formal VET certificate. This relevant certificate is defined at
lower secondary VET roupper secondary VET levels. Belgium (French community),
Germany and Austria are examples of this.

According to the report November 201Bufopean Commission/EACEA/Eurostate/Cedefop,
2014b) the national indicators and measurement challenges suggedtetigais considerable
discrepancy between those that doa to change programme course or school, and those leaving
education and training altogether. In light of this, the Organisation for Economic Cooperation and
Development (OECD) PIAAC dataset isedsto assess the extent to which:

1 Early leaving is an issue of those that discontinue agaamg course or fail the final
examination, rather than those never starting an tggsndary programme.
9 Drop-out events are definitive, i.e. whether those dnogput return to education and
training in future periods, and how often this occurs.
This analysis shows that early leaving is primarily a esapphenomenon and not starting
upper secondary education and training is not really common.
Conceptual framew r k of t he AMonitoring of ESLO

The conceptual framework on fAmonitoring of
I. Maslo (I.Maslo, 2002).This understanding of monitoring is founded on several theoretical
sources. Its bases are: in the cultusathropology of Herskovits (1948), in which all the



components of the culture education of the individuals are approached in a unified system: culture,

society, socialization, learning, personality (in cited I.Maslo, 2002, pg. 32 ; i n Wat z| @
symo!|l i c interactionism (Watzl awi ck, 1972), whe
as a symbolic inter act icantents#nd thewetatiom as ¢he tivd leasica ¢ ¢ e

component s of communi cationo (ei nErdiktseodh 6 Ma stlh
development of children (Erikson, 1979), where family, kindergarten and preschool education,
school , childrendés | ife spaces, and relati on:c
cultural experience. In these spheres,pbedearn social laws and the new conceptions of socio
cultural action that correspond to them, and that child transform into thexjstent ones. This

allows children already in the adolescences periodl(® year ol d) to under s
society? 0 , and Ahow is my society |ike?0 (in cite
(Gagne, 1980), who, looking at the development of children, underlined the development of
interaction ofindividual and sociecultural environment(in cited I. Masb 2002, p. 73); Bruner

devel opment al theory (Bruner, 1973), who acce
relations and society not only at school, but
Maslo, 2002, p. 73); inthe the¢ore c al wor ks of Aebl i (Aebl i, 19¢
seltdevelopment, stressing that young people construct by themselves their knowledge, and the
school help them to i mprove the attitucted t owa

I. Maslo, 2002, p. 73).

Based in the results of the literature analysis, 1.Maslo (I.Maslo, 2002) stresses the necessity of
monitoring the socieultural experience, which is the theoretical foundation for timely monitoring

the situation of schoolrdpout i n Latvia. Maslo (2002) define
at the development of the study process and at learning from the perspective of the institutional
educationo (1. Masl o, 2002, p . 67) . ffdmetmee f or e

institutional perspective of eveniglift schools and of the administrative structures. Monitoring
can be seen as a process of contribution toc
socialization institution, then all the educational stcishould be involved in the new processes:
teachers, pupils, school administration parents, and policy makers. The monitoring system, as we
will see later, should be related to all the previously mentioned social groups, and it is essentially
systemiecon st ructi vistico (1. Masl o, 200 2, p . 68) .
situation of early school leaving as a system constructed in an concrete context, and the necessity of
analysing the gaps in Latvian monitoring system within the diyeodithe institutional context of

Latvia (I.Maslo, 2002, p. 68), taking in consideration the situation of early school leaving in
concrete schools, and looking at the following four aspects of monitoring process:

1)Aa system of observing, controllingnal/zing and predicting the reasons and challenges of
early school leaving.

2)A system of observing, controllingnalyzing and predicting the care help and support that is
provided to people who learn (in the context of this research project they are-Bde 18
youngsters who droppealit early from school).

3)A system of observing, controlling, analyzing and predicting the availability of a competent
counselling for ESL.

4)A system of observing, controlling, analyzing and predicting the education, further education
and consultation system for providers of support for Early school leavers.

In the process of elaboration (construction) of the monitoring systems, all four aspects
complement each other. In the Latvian situation, the concept of monitoring should k#teelate
1. The study of the socioultural situation of early school leaving.
2. The education of future teachers in Higher education institutions, with an accent on the study
practice processes.
3. The further education of current teachers.
4. The education, further edation and counselling availability for implementers of mentoring.



The monitoring process (l.Maslo 2002, p. 72) has to be understood as tripartite process:
1 Competent observation, realizing the supervision.

1 Supervision of the process and to examineeatgetbpment.

1 Analysis of the progress.

The monitoring should be done by investigating the different forms of activity used for the
acquisition of a social culture (I.Maslo, 2002, p. 73):

1 Activity used for the acquisition of a teaching and learning culinck their two component
parts.

1 Teaching and learning activity, where people acquire a culture and develop him/herself; this
self development at the level of activity improves the culture.

9 Culture as a special content of teaching and learning processitsaperformers and
instruments as constituents of the culture (educational institutions, didactic models etc.).

fiThe child him/herself, his/her parents, peers and teachers, who work in the classroom, are
learning worlds, which present learning modelsd atonstitute his/her learning conditions
(individual and environmental conditions). The learning perdentify (recognizejhe information
acquired in the learning worlds, and sthensform it into his/her own world and evaluate them.
Pupils at school dopt all the learning models that are interesting for him/her. However, in the
period of adolescence, only the following models are adopted: those which are easy to imitate, or
those whose bearers have a higher social status, or which do not differ frol@aoming model, or
aggressive models, or those which are respect
l earning model s, conclusions can be drawn abc
73), because experience is essentigtlgial. Therefore, in the monitoring process, together with
research on teaching and learning models, the following elements shouldkée into
consideration:

1 Social, regional, school and class context as differentiated plans of cognitive action that
condition the self regulated possibilities of active action, includingcseglfrol and sel
evaluation, which help children in school age to learn to observe, compare and measure.
Learning biographies.

Structures of interaction (norms, traditions, vaJukesvs) that enlarge the exchanges of
information during the process of acquisition of a culture.

1 Social processes (I. Maslo, 2002, p. 73).

Anal ysi ng -puliyal ttashing anad learnong experience that appears in monitoring
situations, it willbe possible to characterize:

1 Conformist learning models, which are similar to those offered in formal education, and
that can be often observed in people who has lowcselfidence and selissurance.

1 Integrative sociecultural teaching and learningaglels and their different cultural functions,
which stimulate diverse teaching and learning paths.

1 Existing global, social and individual situations that form the world where children lives
nowadays; and their very complex and diversified scaitural structure that children
recognize, experience and understérdaslo, 2002, p. 73).



The structure of monitoring system (I.Maslo, 2002) is composed by:

1 Longitudinal researches in several stages, in order to define the relations between the
school opportaistic (socially compliant) and soemulturally integrative structure, and the
individual development of the person.

1 International comparative research on school achievements, which would help to@reate
national monitoring system in the country, in @rdo evaluate the quality of education
provided by Latvian schools.

1 Experimental and quasi experimental research on sadioral learning, with an
orientation on optimization of classroom work, teacher training and further education
(I.Maslo, 2002, p73).

The objective of educational research is to look at the development of tesedminmigng process
and to learning from the perspective of institutional education. In this context, the following aspects
should be researched:

1 How the teaching process school influence learning?

T How | earning processes influence personods
individual development?

1 How learning influences the process of formation of individual career?

In order to implement the monitoring tife situation okarly school leavingthe collaboration
of society and educational institutions from different levels is necessary (I. Maslo, 2002, p. 73).
This Latvian theoretical approach is in tune with the visible tendency in European understanding o
monitoring European Commission/EACEA/Eurydice/Cedefop, 2014Ehe literature review
provided by the last Eurostat/Cedefop report November 2014 E(ropean
Commission/EACEA/Eurostat/Cedefop, 201pp, 3636) is very helpful for the understanding of
monitoring the ESL. Some aspects of education systems such as grade retentiea¢umoic
segregation or early tracking are identified as having a negative influence on the rates of early
leaving. Grade retention may increase educational inequalitieshast¢ieeconomic segregation
of schools may only aggravate the situation of low achievers in geographical areas characterised by
low levels of socieeconomic status and student achievement. Directing students into different
educational pathways or trackeo early by placing them into either academic or vocational
programmes based on their achievements, can also be detrimental to their education outcomes as
they may become demotivated and lose interest in learning.

In contrast, high quality early childhdceducation and care (ECEC) as well as well a smooth
transition to upper secondary education can help reduce the numbers of students leaving early.
Nevertheless, both areas remain a challenge. More relevant curricula, better availability and
accessibility of different educational pathways and generally more flexibility is needed to
encourage students to complete their education at this level.

Finally, early leaving can also be influenced by local labour market conditions. The labour
mar ket canoaotr d&depudipal Factor in the wearly
opportunities for longqualified workers could encourage students to leave school early to become
financially independent. However, unemployment trends also have an impact on the early leaving
rates and in some cases can lead to early leaving.

Leaving education and training early is acknowledged to be the result of factors which belong to
two main categories that interact with each other: sebaséd factors and factors related to the
individual, family and social background (Thibert, 2013). A number of familgted factors such
as family instability and lifestyle, singlgarenthood, poor living conditions, physical and mental
health and domestic violence can, moreover, increase young gebiddihood of giving up



education and training prematurely. Other faméjated factors such as parehild relationships
and parental involvement in children's education can also play a role (European Parliament, 2011).

Regarding the employment siatand income of parents, which are commonly referred to as risk
factors for early leaving, a low level of parental education is also considered as a major contributing
risk factor (OECD, 2012). The level of education of the mother, in particular, isi@ssbwith a
higher risk (Nevala et al., 2011). This finding has been confirmed by a study carried out in Croatia
(Feric et al., 2010). More generally, it has been found that parents with a low level of education are
less effective in developing the culliicapital of their children (Flouri and ErelStevens, 2008).
Sociceconomic disadvantage and educational disadvantage are thus closely interrelated
(Eurofound, 2012). Living in households with low work intensity, or affected by poverty or severe
materialdeprivation coupled with low levels of educational attainment among parents is likely to
have a detrimental impact on children's education Eurd@pean
Commission/EACEA/Eurostat,/Cedefop, 2018186-37).

Continuous and systematic monitoring and evaluatiball efforts to reduce the rate of early
leavers is, moreover, essential to inform policy development, enable comparisons to be made
between regions or local authorities and allow the exchanggoofl practice(European
Commission, 2013a).

This approachi n t he wunderstanding of monitoring i
formation as precondition for pedagogical intervention.

Conceptual framework of oifEaed9Lyd warning syste

ESL-warning system is one of the main tools for pedagogical iat¢ion, and it is a challenge
not only in Latvian context, but in all European countries. Lessons in prophylaxis of ESL can be
learnt from Asiargood practce wher e the countryds ESL monito
the pedagogical intervention.

The abbreviation 6EWS6 (Early Warning Syster
activities and programmes related to the identification early warning signals and risk factors related
to ESL (European Comission, 2014b). This means that EWS atan different forms and a
definition of the main characteristics of EWS can be only tentative. Typically they include the
collection or use of data on students in order to identify risk factors and trigger targeted follow up.
They are strongly linked to tha collection systems in general and to early intervention
mechanisms. This makes it often difficult to distinguish between specific EWS and broader
interventions to reduce ESL (European Commission, 2014b, p. 3). This is a new field of research
and a cha#inge for policy makers.

In the past, many regarded early school leaving (ESL) as a phenomenon with two contradictory
characteristics. On one hand, ESL was seen ac
example among some specific groups ofletus, communities or localities. On the other, ESL was
regarded as something that happened suddenly. This perception has however changed now.

There is significant body of research evidence to show that many students who drop out of

educati onessshosm gomdalsstad for months, i f not year :
and/or outside school. Students with more than one signal tend to demonstrate an even higher
probability of dropping out. Suchnibdgssrgsal s

regarded as first signs indicating that students may be struggling with their studies, motivation or
home life or are facing personal, social or emotional challenges that require attention. There is also
a significant (and still growing)onsensus on this among policy makers.



In fact, systems, activities and programmes developed with the purpose of defining and helping
teachers (and others working with young people) to identify and act upon different distress signals
ESLrisk factorsa of ten referred to as Oearly warning

The understanding of the complexity of E®arning is based on the premises provided by
literature review (European Commission/EACEA/Eurydice/Cedefop/Eurostat, 2014a, Hb03).

Dale (2009) refers to the clustering of young people of certain family backgrounds and
communities with particular patterns of occupation, migrant/minority origins, low levels of
educational achievement and low income that produces a certain form of class and ethnic
Afghettonsawith increased risk of awithl Maslbos eque
2002, 2005). Educationalpproaches and teaching methods that do not pay sufficient attention to
the needs of migrant students, as well as ethnic discrimination inesduational institutions may
further i mpede studentsd6 chances of suteradless |
minority groups, Roma and Irish Travellers have often been identified as being among the most
disadvantaged groups in educatiodlanc onsequent |l y at greater risk
2006 ; Jugovi l and Dool an, 2013) . The differe
education impact also ESL. It is believed, for instance, that boys are prone to more difficaitties th

girls in adapting to the school environment (Nevala et al., 2011). Some selaietl factors that

have an impact on early leaving are not discussed in detail here. These concern the school climate,
including conflicts with teachers, violence in school bul | yi ng, et c. Furth
schootrelated problems are not elaborated here; however, they often play a role in students'
decision to leave school early. In Croatia, for example, some of the most commonly reported
reasons for early leavingrea low educational achievement, lack of motivation and discipline
problems (Feric et al., 2010). Similarly, in France, student achievement has been reported as one of
the main predictive factors of early leaving, after controlling for the effects of -ecoimomic
background and grade retention (Afsa, 2012). However, grade retention does not necessarily
improve academic performance. On the contrary, research results have consistently highlighted the
negative effects of grade retention. They provide, iniqdar, evidence of the detrimental effects

of grade retention on students' academic, saimtional and behavioural outcomes, which further
increase the risk of poor performance and in many cases may lead to them to leave school
prematurely (e.g. Thongen and Cunningham, 2000; Jimerson, 2001; Silberglitt et al., 2006; Jacob
and Lefgren, 2009). In Spain, students who repeat a grade show higher rates of early leaving than
students who are given additional tuition and support in order to avoid repdR@eaarch based

on the experiences of 856 early leavers revealed that 88 % left school due to their experiences of
grade repetition (Mena Mart2znez et al ., 2010)
factors associated with dropping out of sedary school prior to graduation confirms that grade
retention is, in fact, a significant predictor of school dropout (Jimerson, Anderson, and Whipple,
2002). It is perceived by students as an extremely stressfeiiet, which negatively affects their
seltesteem (Anderson, Jimerson and Whipple, 2005) and thus increases school faildrisk high
behaviour and the likelihood of leaving early (Field, Kuczera and Pont, 2007; Rumberger and Lim,
2008).

Longitudinal studies reveal that grade retention ikdthto an increased risk of dropping out of
school (Jimerson et al., 2002; Allensworth, 2005), together with student level variables such as low
selfesteem, problematic behaviour, low academic achievement as well as family level variables
such as lower marnal educational attainment and lower maternal value of education (Jimerson et
al., 2002). In other words, grade retention may harm especially those low achieving students who
are already most at risk of failure (Jacob and Lefgren, 2009). Irrespectie oéason, socio
economic segregation has been shown to be problematic in many ways. School systems with a high
level of segregation have worse educational achievement results (ibid.). Furthermore, more
behavioural problems can be found in schools wise@ceconomically disadvantaged students
are concentrated (Hugh, 2010). Consequently, the risk of students leaving early is considerably
higher in these schools (Lyche, 2010; Traag and van der Velden, 2011; Nevala et al., 2013). The
effect of socieecononic segregation on the composition of the student population in a school is, in



fact, so powerful that even an average student is more likely to drop out of a school that has high
levels of ELET than from a school that has more moderate ELET rates (Autiélbns, 2001).

Those in favour of tracking suggest that students learn better in homogeneous classrooms that
follow a curriculum and instruction appropriate to their abilities. However, research shows that
separating students too early has a strongthagimpact on those placed in tracks that do not
correspond to their potential and/or aspirations (Hattie, 2009). It appears to increase differences and
inequalities in student achievement (Hanusche
can trgger a vicious cycle in teachers' and students' expectations. Teachers can have lower
expectations from lovperforming students; and students consequently adjust their expectations and
efforts (OECD, 2010). Moreover, students cease to benefit from theveasifluence of being
around their more advanced peers (Hanuschek &
Finally, more experienced and competent teachers tend to teach in more academic education
institutions (OECD, 2010). As a result, students wimal themselves in a wrong track often
experience a negative learning experience; they may also experience stigmatisation, a decrease in
their self esteem and motivation, and thus run a higher risk of early leaving from education and
training (European Gomission April and May2013).

The data shows that the more time a child spends in ECEC, the better their reading results
(Mullis et al., 2012; European Commission/ EACEA/Eurydice, 2014b). Research suggests that
general upper secondary education is néfficsently responsive to students' needs. Some students
drop out of upper secondary education as they do not find the traditional style of academic teaching
sufficiently appealing (Field et al, 2007). The curriculum is considered to have an importdat role
play in engaging students in education (Lamb, 2008 quoted in Dale. 2009; Cedefop, 2012). To be
structurally flexible, some researchers suggest the need for curricular reform to make it more
relevant for young people, reflect changing labour market ddspaas well as responding to the
demands of employers (Cedefop, 2011; Dale, 2009; Lamb, 2008; OECD, 2012). According to
economic theory, labour market conditions have an impact on students' choices when deciding
whether to stay on or leave school (Tumind &ylor, 2013). The choices they make, however, can
have a significant impact on their career. High levels of unemployment may, however, influence
studentsd decisions in a similar way: i f they
regardlesf qualifications they may be less inclined to remain in school. If, on the other hand,
students note that those with qualifications face fewer problems in the labour market, they may be
more likely to continue in education and add to their human c4pigalVitte et al., 2013).

Some national research supports this theory. Evidence from the United Kingdom as well as
Spain found positive and statistically significant effects of unemployment on the probability of
remaining in education (Petrongolo and Sagudeo, 2002; Clark, 2011; Meschi, Swaffield and
Vignoles, 2011; Tumino and Taylor, 2013). Moreover, the relationship was found to be stronger for
men than women. The same research evidence also showed that youth unemployment, in particular,
leads to lowerates of early leaving in these countries, whereas high adult unemployment tends to
increase dropout rates.

Finally, a weltdeveloped vocational education sector may help prevent students from leaving
the system early. In the presence of attractive laboarket opportunities for graduates of
vocational education, students may be more inclined to stay on and graduate at upper secondary
level (Shavit and Muller, 2000; Lavrijsen, 2012).

Al so, Early Warning Systems ( EWS$hHool maitoring nec
systems, refers to different methods and routines aimed at identifying and responding to early signs
of ESL. In Latvia, as in most existing EWS, absenteeism is monitored as a signal for ESL; some
EWS also take into account marks and theults of pupils at exams. However, this approach
provides a narrow perspective on the individual and their situation. Early detection should be based
on a comprehensive view on the individual that also includes social, festalgd and emotional
factors.Consideration should also be given to the impact of critical life events (including traumatic



events) on the personal development of a young person. The challenges associated with EWS
include having a clear understanding of th&gope, context, methodolgy and benefit. EWS

should be evaluated and monitored to ensure their efficiency, effectiveness and relevance to

the specific context of the schdo

Conceptual framework of AAnalytical competen

In order to provide a comparative perspective, the theatdtamework of this research applied
the same main categories used in the intern
realized in the framework of ASEM HUB LLL in 2009 (Lindenskov, 200@rjans et al., 2030
The term of A acneadl yrteifcearls ctoomptehteenabi | ity @Ato b
contexts, inside and outside of the school (Gobb, Gressalfi & Hodge, 2009). This category was
transferred to other contexts of teaching of difficult subject, where analytical thinkiatpds
needed.

Early schoolleavers were asked to answer to three questions in writing: 1) what school subjects
are difficult to learn? What is a difficult school subject? 3) How do they learn this subject? The
evening (shift) school teachers at the eveifgift) schools were asked the same questions.

Conceptual framewor k of i T e dic titedBigzinaa Redhate, e ar n
Luka, I. Maslo, Surikova, 2012, p.1322).

The conceptual framework of the present research is basdtkanddel of he teaching and
learning transaction (Garrison et al., 2000; 2005), and in the model of systemsicuctivist
learning (Reich, 2005).



The Model of the Teaching and Learning Transaction

While human interaction (learner to learner and learner to instjustoften stated as a desired
instructional goal within distance education, social interaction in and of itself is not a guarantee of
cognitive engagement or of meaningful learning (Garrison & Clevdlames, 2005). Randy
Garrison and others (Garrisoh &, 2000) elaborated the model of the teaching and learning
transaction in a texased communication medium. The model assumes that ircammunity,
learning occurs through the interaction of three core components: cognitive presence, teaching
presene and social presence (Garrison et al, 2000). Only theoretical ideas on the component of
social presence are considered in this research. Social presence is defined as the ability of
participants in the Community of Inquiry to project themselves sociallga e mot i onal | y,
people (i.e. their full personality), through the medium of communication being used. An
educational Community of Inquiry is a group of individuals who collaboratively engage in
purposeful critical discourse and reflection to d¢ons personal meaning and confirm mutual
understanding. The theoretical framework of the Community of Inquiry represents a process of
creating a deep and meaningful (collaborateastructivist) learning experience through the
development of three inteegendent elements social, cognitive and teaching presence. A
community of learners is a construct that has attracted considerable attention in higher education,
emphasizing the significance of community in supporting collaborative learning and discourse
associated with higher levels of learning (Garrison et al, 2000; Garrison, 2007). Garrison et al
(2005) based their research on three categories of indicators of social presence. These categories are
the following ones:

1 Emotional expression: the capacity éxpress emotions is correspondingly reduced or
eliminated when communication is text based, and takes place at a distance. In this model,
emotional expression is indicated by the ability and confidence to express feelings related
to the educational exgence.

1 Open communication: social presence is expressed in open communication in the form of
mut ual awareness and recognition of each
group cohesiveness and helps t® shape each

1 Group cohesion: this category is exemplified by activities that build and sustain a sense of
group commitment, which considerably supports and is closely associated with the
cognitive aspects of an educational experience. The premise is that crgitay iand the
quality of the discourse are facilitated and optimised when Early stdeadrs perceive
themselves as a part of a group rather than as individuals. Building cohesion and a sense of
belonging are important for sharing personal meaning. ddtsgory might be described as
focused collaborative communication that builds participation and empathy.

Conceptual frameworkoif Eveni ng (shift) school teachersd

In order to assess the core competencies of the teachers at the ¢sfiftingchools, the frame
of Transnational Del phi Survey conducted by
(Bernhardsson, Lattke, 2011) as important instruments currently in use in European and Asia
countries was used. This tool was adopted inrab@r of Eurasian countries of ASEM HUB LLL
(20092011) to make it universally applicable, and it was used by the teachers at the evening (shift)
schools for allowing comparison. QF2TEACH questionnaire (i.e., research instrument of the
Transnational DelphBurvey developed in the first phase of the QF2TEACH project) is developed
and structured in three parts. The first part included questions on competences of AHist The
part of the questionnaire, concerning competences of AEFs, was structured inonnaénst
personal qualities; interpersonal behaviour and communication with learners; cooperation with the
external environment; planning and management; access and progression of learners; subject
related, specialist domain; monitoring and assessment eafnihg processes; didactical



methodological domain; personal development and reflection. Isebend parthe participants

were asked to give their opinions on selected aspects of the development of the occupational and
professional field. The am ohti s part was to explore the targ
(e.g. regulation of the field, introduction of standards) relating to the professionalization in the field

of adult and continuing education (Sava et al, 2009). Ithihe part, theparticipantswere asked to

give some personal opinions (Bernhardsson & Lattke, 2011, pp423

Conceptual and |l egal framework of AWorkpl ace

The conceptual and | egal framework of workpl
approachesral views were taken into consideration gradually during the research.

General concept of workplace learning may can be described, on the one hand, as learning
through engagement in different kinds of workplace activities and receiving guidance from mates
(Billett, 2001) and being informal and incidental by nature (Marsick and Watkins, 1990), where no
written curriculum and teachers are present. On the other hand, it may become more formalised by
structuring learning in a certain order and setting. Appresitip may be one of the examples that
include education in line with social relations and economics (Coy, 1989). It may be rather
formalised by having written agreements on duration and content of training, obligations and
responsibilities of the mastercthe apprentice.

Bente EIl kjbPr (EIkjaer, 2007) addresses wor Kk
same object of two different scholarly traditions. Both traditions share the opiniorththat
workplace/organizations the learning environmerdnd constitutes the learning communithat
means that workplace or organizational learning is a benefit of being at work. Accordingly
workplace learning is defined by its site: the workplace as a social organization and as a physical
(material) entity. This conceptualizes that learning takes place through participation in social
relations of practice and occurs while working on tasks and taking part in everyday organizational
life.

Legislation in Latvia does not have a clear definition of workplace ilggriHowever, it is
commonly understood as traineeship as part of formal vocational education programme, as
described in th&ocational Education LaLegislation, 1992 Thi s | aw al so sti p
responsibility to take part in work, ensuring thecessary work conditions for early schtedvers
at the traineeship placement, in order to allow for early seleawkrs to have the possibility to
practise in actual work conditions. Workplace learning has also been stipulated lbgwthen
Support fo Unemployed and Job Seekeflsegislation, 2002) as well, by providing public
incentives to ensure a possibility for these groups to compete in a job market by means of active
labour measurester alia learning in workplace settings.

The regulation othe Cabinet of Ministers oBtate Vocational Education and Apprenticeship
Programmes StandardLegislation, 2000) defines workplace learning as compulsory for
Vocational Education and Training (VET) early schisavers. It also defines 50/50 proportion
between theory and traineeship in VET programmes and 35/65 proportion in apprenticeship. It
should be noted that up to 20% of traineeship may take place in an artificial working environment,
where no actual business is taking place. College level profeskighar education as stated in the
Cabinet of Ministers regulation on therst Level Professional Higher Education State Standard
(Cabinet of Ministers, Regulation No. 141, 2001) obliges early sdbawers to spend at least 30%
of 80-120 credits in trimeeship. Moreover, 16 credits should be received in a real workplace
environment . Professional Bachel or 63conddevele e c
Professional Higher Education State Standé&@hbinet of Ministers, Regulation No. 810®)is
put into practice, namely, if a early school leaver has received at least 26 out of 160 credits in a
workplace environment. There are also different compulsory workplace learning requirements in
short cycle higher education programmes and programhnifesat | ead t o vocati on



In cases which are different from the previously mentioned, workplace learning is not compulsory.
Voluntary workplace learning usually occurs in fformal or even informal form way of learning
where either employs or employees have their own goals to achieve through workplace learning.

The National Strategies for Lifelong Learning in Latvia (2@02.3) (Legalisation, 2006) define
lifelong learning as the education process that takes place lifelong and is basdd®n peopl e
changing needs to acquire knowledge, skills, experience in order to promote or change their
gualification according to the requirements o
and it devel ops o0ne o0 ghthepromotiomdf nea tcompeiericeses al ong

Based on the literature review, the theoretical background analysis shows three approaches to
understanding of workplace learning: (1) the first one is transferred from German best practice to
vocational education atawkplaces in Latvia. It is grounded in on understanding of the workplace
as a learning place (Schelenberg, 2006). (2) The second one is grounded on understanding of
workplace learning as learning for working and life and as an individual's competenagpdee
(latv.d z 9 v e s d(@ilfap2p@¥ )i {3)) The third one is based in on organizational management
theories, where workplace learning is understood as organizational learning at the workplace, and
as competence development in the working process at the workplhariside of it (Akopova,

2005). The main concept used for exploring the preventive and compensatory measures supporting
the engagement and reintegration of-28 year old early schodéavers in lifelong learning is

based on Karen Evan' s workplace l@agnapproach (Evans et all, 2011) where wbdsed
learning (WBL) is conceptualized as the relationships between the two fundamental human and
social processes of working and learning: research argues that the relationships between work and
learning have d be explored through the dynamics of different scales of activity: societal,
organisational and personal.

Conceptual framework of the AChall engeso

SystemigConstructivist Understanding of Challenges for the Improvement of the Development
of Kersten Reih (2005)

The founder of the systemconstructi vi st l earning appr oa
perception of reality, taking into consideration three categories: experience, sensebafingeind
social recognition. These categories manifest howreifiepeople may be, including their desires
and expectations, motivation and physical status, illnesses and physical attributes, which explain
the variety of | earnersdé6 expectations from t
significant taskto create such a study, which would provide appropriate a learning environment to
different people.

Conceptual framework ofjood practice

A framework for the case studies for selectiorgobd practiceand for the detailed description
of good practicavas worked outA multidimensional context analysis gbod practicevas done.
Context analysis was based on the key factors of determii@gp o d p r(Redetighic&e s 0
Torlone, 2010, p. 56). Using the understandingawid practicdor enabling the low sked to learn
as fna complex subject that is made of wvarious
55). This methodology, transferred from the projentEnabling the low skilled to take their
gualificationsii 0 5¢ e p Fedagrighi & Torlone2010 and described in the final report of this
project, was used to define tfieGo o d p rofasecbnd charsec® education and learngapd
practicehas therefore been considered as a set of coherent and planned actions that lead to the
achievement ofthe above mentioned goals, under sustainable conditions and with modalities
enabling their partial or global transfer (Federighi & Torld2@10,p. 77). Good practice examples
of supporting young people to move from enabling courses to higher level soursa



compensatory perspective were selected. Selection criteria refer to areas and issues addressed by
Paol o Federighi os fAkéyobadc poAzadingacePhaor Fpderigm,i n g
it he aniadoyosd sp ras dighlighted samieey factors which tend to foster the success

of the educational actions promote{Federighi & Torlone, 2010, pp. }34). These key factors

are:

Political and institutional framework:c t h e political and i nstit
reference to thexéstence of a context where all key institutional actors, public and private. State
and enterprises are endowed with the institutional instruments necessary to promote a policy aimed

atoutreachtolows ki | | ed adults, é t hi sorkemdevesydaylfeapar t i
source of new | earning exp e r(Redenghi&sTorlone,2@10,u d i n
p.13).

The integrated strategic approagjrefers to the multiplicity of places and actors which are
involved. To reach lowskilled aduts it is necessary to transform their life and work environments
into places of learning. The local communitwith its libraries, museums, cultural centres, €tc.
the home, the business, the army, the association, the prison, etc. are all placesawlyehearate
learning experiences. The enhancement and promotion of effective interventions is based on the
cooperation between institutional actors and sostitutional actors, who can assume specific
rolesinthismattee ( Federi ghi &l4Torl one, 2010, p. 13

The organisational componentmake reference to the necessity that the programmes aimed at
outreach to lowskilled adults are equipped with three essential components: (1) political measures
capable of impacting on demand (and which act on econfawiiors and of creation of availability
of time for learning); (2) support and guidance services which operate both as regards the demand
(information, motivation, guidance, counselling, certification etc.), and the offer of education and
training; (3) masures which assure the quantity and quality of the offer of learning (variety of
opportunities linked to different contexts, creation of chains which allow the education and training
to be adequately provided, quality of the adult educdkederighi & Torlone, 2010, p.14).

The didactical design igfounded on the necessity that the learning offer of learning
opportunities develops new didactical forms related to work and daily life, based on less formal
and embedded methods. The personalised charadtes form through direct connections with life
phases and the vocational history of the4killed adults. The key of didactical design is based on
codified knowledge which the subject does not yet possess, which is in use in his/her life or work
environnent. In this sense, in addition to active didactical methods, it is necessary to adopt
methods integrated with the activity carried out by the subject in daily life and ikwoitkk Fe der i g
& Torlone, 2010, p.14).

The evaluation and monitoring factaghighlights the necessity of using a resoltented
approach as well as an approach that takes into consideration the desired impact of the
interventions to be promoted. To achieve this/malhagement and the constant improvement of
the educational quality @& required, but also the activation of an independent, modern public
system of inspection and comtl (Bederighi & Torlone, 2010, p.14).



PARTICIPANTS

Profile of the early schooleavers who participated on the study

Among the early schodéavers (earlyschootleaversreturners in the education) there were 160
males (45.7%) and 190 females (54.3%). Among the early stears/graduates asarticipants
71 (20.3%) had high and/or good learning outcomes; midd?88 (68.0%); lowi 20 (5.7%);
unknowni 21 (6.0%). Also there were early schdshvers/graduates with different biographical
background of learning history, namely: early scHealvers who used the second chance
education opportunity and then left the evening (shift) school without anyrigasaoicome$ 15
(4.3%); early schoeleavers who used the second chance education opportunity, graduated and
upgraded the education lavel 1 and level 2 EQF 20 (5.7%);early schooleavers who used the
second chance education opportunity, left thenige(shift) school and returned to school again
59 (16.9%); early schoékavers who used the second chance education opportunity and were
participating in learning during the stutyl54 (44%); others 82 (23.4%); unknowii 20 (5.7%).

The early schdeleavers/graduategarticipants had different education levels: received a
Certificate of the basic educatidn239 (68.3%); with general secondary educaiio20 (5.7%);
with basic vocational educatioin 20 (5.7%); with vocational secondary educatiod (0.3%);
received a school report (not a Certificate) (1.4%); otheii 21 (6.0%); unknowrn 44 (12.6%).
From 350participants304 (86.9%) have studied in Latvian, 4 (1.1%) have studied in Russian, 3
(0.9%)1 bilingually (in Latvian and Russian), 39 (1%)1 unknown. The profile of the sample of
early schooleavers/graduates asrticipantsof Cycle 1 of the study (2012012) is availablen
demand

Profile of the evening (shift) school teachers who participated on the study

There were 14 (9.2%) maleend 139 (90.8%) females among the evening (shift) school's
teachers. From 153 evening (shift) school teachers there were 110 (71.9%) with good level of
collaboration with early schodkavers; 25 (16.3%) with middle level of collaboration; 11 (7.2%)
T with low level of collaboration; 7 (4.6%) unknown. Profile of the sample of evening (shift)
school teachers is availale demand

Structural units of second chance education that participated on the study

22 from 25 Latvian adult formal second chandeation institutions participated in the web
based survey in 2012012. 21 of them are from evening (shdt)d/orextramuraland/or distance
learning schools:Aizkraukle, Aizpute (with 3 formal adult education units integrated with
professional educationmnstitution), Gulbene,Jekabpils Jelgava (2),Jurmala Livani, Ludza,
Madona,Preili, Rezekne Riga (5), Saldus, Talsi, Tukums, Ventspils); and one (1) from general
secondary school (from Valmiera), (see Figure 1).

The combined phenomenological sestiuctured and narrative biographical interviews (Kvale,
1996) mixed with focus group discussions were organised.fétuss groups discussions for early
schoolleavers and 5 for teachers in all 4 geographical regions of Latvia (Zemgale, Kurzeme,
Latgale, Vidzeme) and the capital city Riga were organized in five Latvian cities: Tukums (16
October 2012), Ventspils (31 October 201Rjvani (7 November 2012), Riga (14 November
2012), andLimbazi (28 November 2012). Total number of reached people was 116 abeoss t
country. 72 of them were early schdeavers (male=24; female=48) and #4second chance
education teachers (male=3; female=41), which corresponds to the actual feminized situation of
teachers in the schools of Latvia.

24 adult formal education unitsatl participated at th€ycle 2of the study taking part in
interviews and focus group discussions in five different places of Latvia inZ20M12 (see Figure
2): 21 evening (shift) and/or extramural and/or distance learning schools from Aizkraukle, Aizpute
(with 3 formal adult education units integrated with professional education institutions), Gulbene,
Jekabpils Jelgava (2),Jurmala Livani, Ludza, MadonaPreili, Rezekne Riga (5), Saldus, Talsi,



Tukums, Ventspils), and three (3) general secondary kcHimon Cesis Limbazi and Valmiera,
offering evening (shift) education and training programmes.
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Figure 1: Formal second chance structural units participated in Cycle Xlfasbdd survey) in 2032012
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Figure 2: Formal second chance structural amgarticipated in Cycle 2 of the study (interviews and focus group
discussions) in 2022013

18 evening (shift) and/or extramural and/or distance learning schools participated in the process
of context analyzes ofood practice(see Figure 3): Riga (5 Jurmalg Ventspils, Rezekne
Jekabpils Jelgava (2), Aizkraukle, Gulbene, Tukurhssani, Talsi, LudzaPreili), and two general




secondary schools (frorC€esis and Limbazi) offering evening (shift) education and training
programmes.

20 schools from Latvigsee Figure 3)have participated in the process of describing and
analysingi Go o d p r Thenmaterals waye received from schools electronically
and generally consisted from the updated statistical data, PowerPoint presentations
and video files ofgood practice All the materials were uploaded in five groups on
the web page of the study and shared among the participating schools:

Group 1. Riga city: http://www.lu.lv/par/projekti/es/2062013/esf/atbalsts
petijumiem/atbalstizglitibas-petijumiem/izaicimjumi2/20132014/riga/

Group 2. Vidzeme: http://lwww.lu.Ilv/par/projekti/es/202013/esf/atbalsts
petijumiem/atbalst&zglitibas-petijumiem/izaicinajumi2/201-2014/vidzeme/

Group 3. Kurzeme: http://www.lu.Ilv/par/projekti/es/202013/esf/atbalsts
petijumiem/atbalstszglitibas-petijumiem/izaicinajumi2/2013-2014/kurzeme/

Group 4. Zemgale: http://lwww.lu.Ilv/par/projekti/es/20@D13/esf/atbalsts

petijumiem/atbalstézglitibas-petijumiem/izaicinajumi2/201-2014/zemgale/
Group 5. Latgale: http://www.lu.lv/pr/projekti/es/200-2013/esf/atbalstpetijumiem/atbalsts
izglitibas-petijumiem/izaicinajumi2/201-2014/latgale/

Participation of research team in five regional seminars organised in the frame of the project
filmplementation of the European agenda forltaldarning (leaded by MoES and funded by EC,
grant decision N020123753/001001) allowed to specify the study context within regional
planning and to select the examplesgobd practiceby analysing the work experience of 15
municipalities and local gernments(see Figure 3)n the field of supporting of adult education
and learning (e.g., second chance education for adults):

1. Zemgal e pl anni n ¢gAdulteducaton @rsd leareing:i @pportunities and
needso (26 February 2013, Jelgava);

2. Kurzemep!| anni ng r e dgiAdoltnedusatioa @ndilearaimg: Opportunities and
needso (25 May 2013, Ventspils);

3. Latgal e pl anni fAgd urletgieodnuécsa tsieomm naanrd | ear ni n
(12 June 201Rezekng

4. Vi dzeme pl anninmrgiAdulteeducatiam Gusd leareing:i Opportunities and
needso (7 November 2013, Valmiera),;

5. ConferenceiAdult education policy and implementation in Latvia: 19983 and 2013
20200 (17 December 2013, Riga).
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In addition to the main study, the indicators of early school leavers were analysed. During the
research, the European, Latvian national, regional, local (municipality) and school contexts for
identification of ESL was analyzed:

1. The information about the European context for ESL identification and the necessary
indicators for the future was collect through the analysis of Cedefop and Eurostat
publications  (European Commission, 2010, 2011, 20012, 2013, European
Commission/EACEA/Eurydice/Cedefop, 2014}hrough the participation on expert
workshop on the structural (universal, selective and indi¢aitedicators of monitoring
(Cedefop. 2014)andthroughanalysis of the information obtaindcbm the EU education
interactive monitoring data base tife Centre for Research on Education and Lifelong
Learning (CRELL, 2014).

2. The electronic information ald ESL monitoring indicators ahe Latvian national level
(from the information asked to the municipalities) was obtained from the website of the
Ministry of Education and Science of the Republic of Latvia (MoE®L0, 2011, 2012,
2013).

3. The information hout the innovation in the development of indicators for ESL monitoring
systems athe national levelvas obtained from the website of the State Education Quality
Service (SEQS, 2014).

4. As an additional instrument, telephone interviews with experts of SQ&perts), LR
MOES (one expert) and representatives of school administration (2 experts) were used. In this
way, additional information was obtained as well as the confirmation that all the parts
involved in the elaboration of ESL monitoring system waresulted.

5. Electronic information about the indicators for monitoring of ESL used by evening (shift)
schools was obtained from the website of the project, where the schools voluntarily uploaded
information about them for the project leader.

During the esearch the situation of identification of ESL in the evening (shift) school of the five
Latvian regions waanalyzed $EQS, 2014).



The following indicators were analyzed:

1 Indicators for identification of ESL in evening (shift) schools of Rigaiversty of Latvia,
2013a).

1 Indicators for identification of ESL in evening (shift) schools of Vidzeme (University of
Latvia, 2013b).

1 Indicators for identification of ESL in evening (shift) schools of Kurzeme (University of
Latvia, 2013c).

1 Indicators for identitation of ESL in evening (shift) schools of Zemgale (University of
Latvia 2013d).

1 Indicators for identification of ESL in evening (shift) schools of Latgale (University of
Latvia, 2013e).

15 evening (shift) schools voluntarily participated in this pludgke study.



METHODOLOGY

Identification of early school leavers (ESL)

For the overview of the situation of the identification of ESL, the analysis of the European,
Latvian national, regional, local (municipalities) and school context was donke methods used
were: collection, selection (mapping) and analysis (desk research) of the published researches, and
the empiric investigation and analysis of the context of individual cases (schools and regions),
comparing and grouping the obtained data.

Identification of reasons for early school leaving

The evidences on reasons to leave the school early were explored using the methodology of
Aperspective discrepancy assessmento on early
the reasons toleav t he school early are built on the
devel oped by Mezirow (19 8 [(1968) interactionist draditioa tho pt e
sociology, as exemplified, in the work of Glaser and Strauss (1967) and Becker, Geemgaed H
(1968),which consists of three components: 1) a definition of the situation one is in, why one is in
it and what one can do to get out of in; 2) the activities that it is proper and reasonable to engage in,
given the situat menh(standajds ofi value agagnst wkdch people arg judbed)
(p.144145), developed in the notion of the fApers
was adopted in the evaluation of:

1) The findings of earlyschodl e aver s6 i nt er ical stones)mtgevefingshif) i ogr
schools.

2) The early schoel eaver sé6 statements (350 survey re
t eac her s 6offipgeorocde plteiaorrni ngo (165 survey respo

3) The perceptions of the good support practice (75 speak@sguektions= 75@xpressions)
that appeared in the focus group discussions.

4) The institutional (evening/shift school) case analyses (24 of 25 available cases in Latvian
local and regional contexts).

The evaluation was done from the perspective of diserey evaluation of successful learning.
First, eventual reasons to leave the school early were explored in narrative biographical learning
stories by analysing interview expressioms post facto Next, the explored reasons we tested
through the evaluatio of evidences find out analysing the challenges in 1) difficult subject
learning, 2) dearning, 3) emotionalrelationships with teachers and peers, 4) workplace learning
etc. Challenges were seen as proved reasons to leave the sghastifact perspetive. Then the
challenges were confirmed by evaluation of evidences found out in focus group discussions. After
the evaluation of case studies on school practice, findings were generalized.

Exploration of challenges and opportunities of second chance ezhtion as compensatory
measure facilitating early schoolleavers engagement in learning (2012012)

The selection of thematic research field of
educationo was done on t he b arshetgpicsand ingtmiraenty, s i s
and data obtained in ASEM LLL research network studies during-2004. The thematic topics
as new challenges and opportunities to facilitate the LLLare grouped in four thematic research
groups related to available ASE&@mparative countries reports on:

(1) E-learning (Lee et all, 2013).
(2) Workplace learningChisholm, L et all, 201



(3) Adult teaching professionalizatiofbava et al, 2009).
(4) Facilitating learning outcomes in school subject teach@®gpbp, Gressalfi & Hodge, P9;
Lindenskoy, L., 2010; Jurjans et al, 2010)

Sample building

The national data were obtained using the five online segments (questionnaires) through Google
platform. In order to meet the needs of diverse groupsadicipants all survey segments were
translated in Russian. 503 personal invitations (addressed to 350 earlylselvecd/graduates and
153 educators) to participate in wbhsed survey were sent out using the snowball technique
(Trost, 1986). Each respondent has received his/her owndodivtode which should be entered at
the end of completion of all the five online segments of -bated survey. Data collection was
electronically monitored and fixed regularly considering tharticipant® i ndi vidual
Considering the difficulty of ecess to the target group, snowball technique (Trost, 1986) was used.
As the name suggests, it involves selecting samples from samples; each sample is drawn from
within the previously selected samplt first, questionnaires were sent to plrticipants(early
schootleavers and teachers). They provided the contact with the next waegtiofpants and so
on, using the mukstage sampling. 17darticipantge.g., 94 early schodééavers/graduates and 80
teachers) have completed the first segment ofwibb-based survey (26% of total number of
returned questionnaires, see Table 2). Then thié-stage sampling technique was used, selecting
samples from samples, each sample was drawn from the previously selected stneplesal
number of completed gaonnaires made it possible to reach a representative sample of 667
responses (see Table 2).

Table 2:Number ofparticipantgeached using the snowball and mstthge sampling techniques

Frequencies

Early schoolleavers Evening
Five segments of webased survey (shift)

. |Total
schools

Total |1824 |25+ |unknown |teachers
Segment bn elearning 94 79 15 - 80 174 (26%)
Segment Dn workplace learning 47 40 7 - 79 126 (19%)
Segment dn core competencies of learn
facilitators 54 43 8 3 64 118(18%)
Segment 4on learning motivation ar
learning opportunities for employees 41 35 6 - 69 110 (16%)
Segment 5on difficult study subjects f
detecting teacher s|65 57 8 - 74 139 (21%)
Total 301 254 |44 |3 366 667 (100%)

The daa were analysed using mixed method (qualitative and quantitative) approach for
searching of evidencdsased challenges in the development of strategies for early dehwels in
Latvia related to theesearch questions No 1 and No 2 of the stayiywha are the new challenges
for the second chance education which are being transformed in new opportunities for facilitating
early schoolleavers patrticipation on upgrading their education? 2) What are the key elements in
cultures of support that successyule-engage young people in education?

MannWhitney U test was run to determine if there were statistically significant differences in
participanté vi ew bet ween evening (shift) scheol t
leavers, as well as betexe 1824 years old early schet#avers and older early schdehvers
(25+). Crosstabs were run to determine the relationship, firstly, between two variables such as
participant§ gr oup (educator & | earner) and hoapi ni o
| ear ner-2406& 25+y and dpihié. Cluster analy$iso create the implicit concept of the key
elements of cultures of support, related tordsearch question No 2: What are the key elements in



cultures of support that successfullygrgageyoung people in educatiorndings of study were
analyzed; evidence discussed and interpreted, conclusions and recommendations made
collaboratively by ASEM experts in Europe and Asia perspective. This strategy enriched the study
through the use of varioyserspectives from Asian and European members througktddaee
activities in Riga and the use ot@ols. In our opinion, this type of collaboration may be useful for
future studies.

Selection of thepractices that support young people to move fronakelng courses to higher
level courses in compensatory and preventive perspective (2013)

Focus group discussions were used as a research instrument to find out the evidence of good
learning practices that support young adults to move to higher ¢eveses related to research
guestion No 3What practices support young people to move from enabling courses to higher level
courses?The biographical learning stories were audind videetyped and collected as audio and
video data files. The data filegere coded applying the coding system developed in a Dutch study
(Doornbos, Simons & Denessen, 2008). The selected qualitative data for exploring of good
transformative learning practice (Mezirow, 1981, 1994, 1997; Bache, 2001; E. 2@84h,2006,

2008; llleris 2010) were processed and analysed using theory bBsednpos, Simons, Denessen
2008) thematic coding, abstracting the trans
1990),and open coding for exploring the definition of learning durirggglhocessing and analysis

of obtained qualitative data (see Table 3). A special attention was paid to explore the reasons for

|l eaving the school i n ¢ o2dybiodraplocel Jearring toontexts. a ge i

Table 3:System of codes for prosging and analysis of obtained qualitative data

Questions Multiply codes Thematic codes (description)

Q1: How and what did you fed Q1_Lear_out Lear_out_a_what (had a new attitude/ interest/willingness to
when something have bee somehing; wellbeing from doing wek task, work, own success etc.
learnt by you? Lear_out_c_what (had a competence as a learning outcome

explore what and how to do, is able to use knowledge, skills a
independent and responsible)

Lear_out_k _what (had created timew knowledge as a learnir|
outcome)

Lear_out_s_what (had updated a skill as a learning outcome)
Activity _orient_How (had done well something)
Assesm_orient_How (obtain a good mark in test, from teacher)
Content_orient_How (understand the subject content)
Process_orient_ How (were able to follow the Jask

Q2: Did you have any ney Q2_T LO NS T_LO_NSp (had ability to transfer learning outcomes in a

situation in your everyday life situation)
which you didnot solve before? T_LO_NSn (didnot have a abili to transform the learning outcom
in a new situation)
Q3: Which are the aims of yoy Q3_Car_pl Car_pl_y (has plans of career)
further career development? Car_pl_n (doesothave plans of career)
Q4: What experience related | Q4 Ex_L_E_p Ex_L_E_p (positive experience of learning)
learning do you have? Ex_L_E_n (negative experience of learning)
Q5: How many languages d Q5_Lan Lan_mono (monolingual)
you know and use? Lan_bil (bilingual)
Lan_plur (plurilingual)
Q6: How do you Ilearrl Q6_LanL LanL_for (language learning in formal education)
languages? LanL_non (language learning in néermal education)

LanL_inf_| (informal language learning in life situations)
LanL_inf_w (informal language learning in work situations)

Q7: Is it possible to learf Q7_Meet LOP | Meet_LOP_p (meetings in work situations are perceived as lea
sometling during the meetings?| opportunity)

Meet_LOP_n (meetings in work situation are not perceived as lea
opportunity)




Questions Multiply codes Thematic codes (description)

Q8: Is it possible to lear] Q8 Inf_LOP Inf_LOPp (leisure time is perceived as learning opportunity)
something during your leise Inf_LOPnN (leisure time is not perceived as learning opportunity)
time?

Q9: Please describe in deta] Q9_OpL_SPat | OpL_SPat (open leaing situation patterns)
any situation when you hayv
learned something?

Q9-1: Which part of your storyf Q9 _Def Le 1 Q9 Def Le 1 Lear_out a What (creating of new attity
do you associate with learning interest/willingness to do something; wellbeing from doing well a t
(Definition of learning 1) work, own success etc.)
Q9_Def_Le_1_Lear_out_c_Whg@ompetence development)
Q9_Def_Le_1_Lear_out_k_What (creating of new knowledge)
Q9_Def_Le_1_Lear_out_s_Whikill upgrading)

Q9 _Def Le_1 Activity _orient_Howalways doingy

Q9 _Def Le_1 Assesm_orient_Hogachievement of good mark i

test etc.)
Q9 _Def Le_1 Content_orient How (creating of declara
knowledge)
Q9_Def_Le_1_Process_orient_How  (creating of  proces
knowledge)

Q9_Def_Le_1_From_Who_Peer_[feom colleagues/peeys
Q9_Def_Le_1_From_Who_Ind_Léndividually,individual learning)
Q9 _Def Le_1_From_Who_Le Outside (learning from compe)
peoples in life and work situatiorffom outsiders (outsidgr

Q9 _Def Le_1_From _Who_Le New_ Col({from new and less
experienceetolleagues (new)

Q9 _Def Le_1 From_Whd e_Togetheflearning together)
Q9_Def_Le_1_From_Who_Le_Expert rdfin expert colleague

(expert)
Q9-2: You said that the learnin| Q9 _Def Le 2 Q9 Def Le 2 Lear_out_ a What (creating of new attity
is... Oefinition of learning I) interest/willingness talo something; wellbeing from task well don

work, own success etc.)

Q9 _Def_Le_2_Lear_out_c_Wh@ompetence development)

Q9 _Def Le_2 Lear_out_k_What (creating of new knowledge)
Q9_Def_Le_2_Lear_out_s_Wh@kill upgrading)
Q9_Def_Le_2_Activity_orient_Howalways doing

Q9 _Def Le_2 Assesm_orient_How (achievement of good mar

test etc.)
Q9 _Def Le_2 Content_orient How (creating of declara
knowledge)
Q9 _Def Le 2 Process_orient How (creating of proces
knowledge)

Q9_Def Le_2 From_Who_Peer_{feom per colleagues/pegr
Q9_Def_Le_2_From_Who_Ind_Lé&g@ividually, individual learning)
Q9_Def_Le_2_From_Who_Le_Outside (learning from compe
peoples in life and work situatioritom outsiders (outsidgr

Q9 Def Le_2 From _Who_Le New_Col(from new and lesg
experiencedolleagues (new)

Q9 _Def Le_2 From_Who_Le_TogetH&rarning together)
Q9_Def_Le_2_From_Who_Le_Expert rdfin expert colleague
(expert)

The statements were analysed applying AQUATL
collaborative researehr s & gr oups ( Puringtleslataeptocessing and aRalysis; the.
audi o or video files wer e Dbaxtdfreqlendies weseecouateda | r
linkages were constructed to reduce the number of conditions and analyseeritodnad out the
statistically significant conditions of transformative learning phenomenon. Codes were analyzed to
discover the positive and negative combinations of conditions (implicants) that produce the
transformative learning, in order to create timplicit theories of emergence of transformative
learning. Implicit theories on what is characterizing a good transformative learning environment
(workplace, dearning etc.) antlow the interplay between the personal and collective motivations,
emotonsand engagement influence peopled workplac
schootleavers' and teachers' statements through the analysis of data frequencies tables and the



statistical significance of differences in early schiealvers and teaelns statements. Using the
potentiality for analysis of software AQUAD
tabl eso, from which several systems of condi
minimization technique. This techniqueaalls developing groundeitheory, stressingdifferences

and similarities in the datgDoornbos, Simons, Denessen, 2008)., and underlining learning
opportunities from each other

Context analysis ofood practic20132014)

A multidimensional context anadis ofgood practicavas done. Context analysis was based on
the key factors of determining Go o d p r(Fedetighi & &alane, 2010, p. 56) related to the
research question Nr. ®/hichparticular aspects of education and training programmes offered by
your schools, local governments and planning regions encourage and help young people to return
in the learning process and continue their educatidh@ following key factors were mentioned:

1)Political and institutional framework orientation (contributeg Bederighi and Torlone,
Federighi & Torlone, 2010, p. 7);

2) Integrated strategic action (contributed by Sava, Federighi & Torlone, 2010, p. 13);

3) Organizational components (contributed by Boffo, Federighi & Torlone, 2010, p. 23);

4) Didactical designdontributed by Nuissl von Rein, Federighi & Torlone, 2010, p. 27);

5) Evaluation and monitoring (contributed by Nuissl von Rein, Federighi & Torlone, 2010,

p.37).
The understanding @food practicd or enabl i ng the | ow skectl | ed
t hat is made of wvarious cul tural component so

methodology, transferred from the projé&inabling the low skilled to take their qualifications

flone step upo (I mpl ement angjPoblic Gpén Tendet EAG/A7/2p0B)a n ¢
and described in the final report of this project was used to defin@ &® o d p rs@ppotti c e s «
learning in second chance educati@uod practicevas therefore considered as a set of coherent

and planned actions thkgtad to the achievement of the above mentioned goals, under sustainable
conditions and with modalities enabling their partial or global transfer in local, regional and
international sociaultural contexts Kederighi & Torlone, 2010p. 77) and were analgd in

relation to the field on second chance education.

Finalisation of the study. A synthesis of evidences on challenges and opportunities of
engagement of early scheelavers in successful learning in second chance educajmod (
practicein second chnce education) was done. Subsequentlyghsons on early school leaving,
preventive and compensation measureshat offer opportunities for education and training for
those who have dropped out were unfolded.

An evidencebased and internationglood pratice-based system of universal, selective and
indicated preventive measures (Downes, 2014b) to reduce the early school leaving was created. It
was based on evidences about reasons to leave the normal day school in compulsory school age,
and exploring thebiographical context of adult (134) early schoeleavers. Subsequently, the
prevention measures that seek to avoidittigal conditions of processes leading to ESL were
unfolded, as well as the intervention measures that address emerging diffidudtresaly stage
and seek to prevent them from leading to ESL.

General conclusions and recommendations for developing targeted compensatory and preventive
strategies in educational and social policy in Europe and Asia Lifelong learning perspective were
drawn.

The methodology of theollaborative (Strods et all, 2005) thregcle study was discussed
together with the representatives of evening (shift) schools and foreign external experts during the



national (nter-regiona) and international meetingorksh@ organised in Riga (I0 September
2011). The methodology of the study used wwebed surveyQGycle ) in a combination of
interviews and focus group discussioy¢le 3, andContext analysis of thgood practic€Cycle
3). The exceptional time frame tfe collaborative threeycle study was discussed at ASEM LLL

Hub Research network 4 meeting in Riga in September 2011 and in Shanghai in December 2011,
and in Copenhagen in 2012.
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2. SYNTHESIS OF EVIDENCES ON LIMITS IN IDENTIFICATION OF

ESL AND NEED FOR MONITORING MEASURES

In order to elaborate the recommendations for the improvement of Latvian nations&rmgni
system, the analysis of the indicators for identification of ESL in European, Latvian national,
regional, local (municipalities) and evening (shift) school context was done.

LIMITATIONS IN IDENTIFICATION OF ESL: EUROPEAN CONTEXT
According to thedefinition provided by the European Commissidriie term'Early School
Leaving includes all forms of leaving education and training before completing upper secondary

education or equivalents in vocationaluanreduca
2011, p . 2), it is a complex phenomenon- Aicau
economic factorso (ibid., p . 4 ) a nbda silecda np obl el cy

(ibid., p. 5). As it was mentioned in the European Commissi d o c u me n't AEur ope
Early | eavers fr onEuegkancCammissia®0ld3apnd tr ai ni ngo (

Early school leaving ESL) is an obstacle to economic growth and employment. It hampers productivi
competitiveness, and fuels poverty and daexalusion. With its shrinking workforce, Europe has to make full
of its human resources. Young people who leave education and training prematurely are bound to lack
qualifications, and to face serious, persistent problems on the labdtetrfiarropean Commissio2013a, p. 1).

As part of the Europe 2020 strategy, EU Member States (including Latvia) have agreed at the
highest political level to setational target®n reducing early school leaving, taking into account
their starting posibn and national circumstances. For example, national target of Latvia is <13.4%.
The EU target for 2020 is to decrease the percentage of early $ehosis to less that 10%.
According to theEuropean CommissiafEuropean Commission, January 2011).

Early school leavingwill be addressed in the framework of their [i.e. EU Member States] National R
Programmes (NRP) describing the strategies and actions they will undertake to meet their nationa
National targets on the reduction of early sahieaving rates will foster policy development in this area
increase the pressure for efficient and effective policies. Reporting on the national Europe 2020 target
the Annual Growth Surveys will put more weight on the monitoring of the teféaess of policies, the
successes and shortcomings. The existing strategic framework for cooperation in education and
Education and Training 2020s tools and reporting mechanisms will support the implementation of effecti
efficientpp | i ci es against early school | eaving. |t wi
supported by the availability of solid and comparable statistics via Eu(Bstaipean Commissio2013a,p. 8).

The comparable statistical date \Eurostat show annually the percentage eR248/ears old
early schooleavers who have dropped outhEsig lower or upper secondary education and who
therefore declared that they had not received any education or training in the four weeks preceding
the survey(see Figure 4, 5 & 6).

Early leavers from education and training, by country (%) - 2011
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Figure 4: The percentage of 134 years old early schet#avers in 211 (by country).
Retrieved from: http://ec.europa.eu/europe2020/eud)28in-your-country/latvija/progrestowards2020
targets/index_en.htm.



In Latvia, the dynamics of the percentagd 824 years old early schotdavers was monitored
regularly: in 2005 14.4%; in 2006 14.8%; in 2007 15.1%; in 2008 15.5%; in 2009 13.9%;
in 20107 13.3%; in 201171 11.6%; in 2012 10.5% (European Commissn, June 2011, p. 10;

European Commission, May 2013, p. 37). It has reached the maximum of 15.5% in 2008 then the

percentage of 124 years old early schotdavers has been reduced gradu@ge Figure 5).
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Figure 5: The percentage of 134 years old &ly schoolleavers in L&via and in Europe (2008012).
Retrieved from: http://ec.europa.eu/europe2020/eud®@®in-your-country/latvija/progrestowards2020
targets/index_en.htm

According to the European Commission Staff Working Docuni#&ssessmentf the 2013

nati onal reform programme and (Egragpean €ongnession,e
2013b).

Both the labour market situation and the policies implemented during recent years have contribute
reduction in the rate of early schdehwers (10.5%, against the EU average of 12.8% in 264& Figure 6)To
bring more young people back into education, an additional 2000 young unemployed will be involved
cycle (:1.5 years) VET programmes to obtain professional qualificationsePnmplementation of the egoing
measures will be a key issue to further reducing dropout numbers. As early-lsetveot are disproportional
affected by unemployment, further reducing their number will also have a positive impact on
unemploymen{European Commission, 2013b, p. 18).
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Figure 6:The rate of early schodd¢avers in 2012: Europe 2028rget and national targets.
Data source: Eurostat (LFS), European Commission, 2013b, p. 1.

As 1t was mentioned i n t he urépea2020pgaegatnEarly eanens s s |

from education and trainingo (European Commi

S

EL, EE and LV [e.g., Latvia] are above 10% but decreased significantly in recent years. In these

countries, the average annual ofpa rate between 2009 and 2012 has been higher than the

mi ni mum progress required for the EAdcodisgtoa who

the press release presented by hgopean Commissioif Pr ogr ess i n tackl i

ng
andraising higher education attainménb ut mal es ar e i n (Aprie2083),imgl vy



2012 the rate of early schel@avers among females was 24% lower than for males. Furthermore,
the disparity was greatest in Cyprus (+58%), Latvia (+57%), Luxengp (+57%) and Poland
(+55%), where the school leaving rate for males was more than twice as high as for females.
Accordingtot he Eur opean Commi ssion (2013), in 2012
have lower ESL rates than females. Romaniatia, Hungary, the United Kingdom and Germany
have a relatively good balance. The Baltic States [e.g., Latvia, Estonia and Lithuania], Poland,
Slovenia, Cyprus and Luxembourg have the greatest relative gender differences in favour of
females. o (p. 6).

According to the Eurostat data, early school leaving is decreasing in Europe, with a rate of 11.9
% (2013). However, it is not still at the level desired for 2020 (under 10%)
(ec.europa.eu/education/library/publications/monitorl4_en.pdf). Compared witbsthaf Europe,

Latvia has made important steps forward, and is now near of 10%, as can be seen in the results of
the analysis of the EUROSAT interactive data base (see Figure 7).

Figure 7: Results of the analysis using the Eurostat interactive da¢a t@sparison between Latvia and Europe

Experience in countries were EWSs have been in place for some time has proven to produce
good results when the EWS are accompanied by a clear and timely system of support for students
identified as being at risk ééaving school early.

During the first Thematic Working Group (TWGheeting, the importance of having early
warning systems in place was highlighted by several members, and consequently the collection and
dissemination of information on EWSs and theiesgiths & weaknesses was highlighted as one of
the more immediate priorities for the TWEBUropean Commission,2013Db).

To start work in this field, it was decided to carry out an initial scoping exercise into the use of
EWSs in the TWG member countridsrdugh a structured survey. An overview of the survey
results of the first Thematic Working Group (TWG) , thereby shedding light into the availability
and use of EWSs in Europe, based on 18 responses from European countries: Austria (AT),
Belgium (Flanders (BE fl), Belgium (Wallonia) (BE fr), Bulgaria (BG), Croatia (HR), Czech
Republic (CZ), Estonia (EE), Hungary (HU), Ireland (IE), Latvia (LV), Lithuania (LT), Norway
(NO), Poland (PL), Slovakia (SK), Slovenia (Sl), Spain (ES), Sweden (SE) and Unitecifingd
(England) (UK). The majority of the responses came from national ministries of education
((European Commission,, 2013p),3).

Most of the EU countries which took part in the survey operate an EWS or a related activity of
which goal is to warn teachgrschools and/or authorities of students who may be at risk of
dropping out. I n most countries, such Osyste
































































































































































































































































































































































































