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 PREFACE 

 

 The educational practice worldwide does not adequately promote early school-leaversô learning. 

Despite the fact that the education system of Latvia offers evening (shift) schools as an European 

good practice tool for the engagement of such people in the learning process, in Latvia in the third 

quarter of 2010 out of the total number of 245.6 thousand inhabitants aged 18-24, 72.9 thousand did 

not have secondary education but 30.7 thousand were not engaged in any kind of learning. This fact 

is the key problem that the Ministry of Education and Science of Latvia wishes to solve. Due to the 

worldwide radical reduction of the number of young people who leave school early, this issue is 

significant also in ASEM (Asia-Europe Meeting) countries and around the world in general.  

  In Latvia, ñthe main challenge in the present day situation of adult education is how to increase 

the participation rate in adult learningò (EAEA, 2011, p. 5). Therefore, the ñenhancement of the 

second chance education opportunitiesò (ibid.) is recognised as a priority in Latvian adult education 

policy. Considering the fact that the generation of adults (aged 18-24) will constitute the main 

source of labour in 2020 and the fact that knowledge society demands highly qualified labour for 

new kind of jobs (European Commission, November 2010):  

 

Early school-leavers need to get not only second chance education opportunities, but also new adult learning 

opportunities that address their specific needs and help them to re-gain confidence in learning.  

 

 Strategies to prevent early school leaving (ESL), or to compensate ESL by supporting young 

people to re-enter mainstream education, have to address both education and social policy. They 

should be óevidence-basedô and transferable to local, regional and national contexts. Therefore, in 

2010, the Ministry of Education and Science of the Republic of Latvia (MoES) initiated the study 

on identification of ñGood practicesò regarding the facilitation of adult (18-24) participation in 

second chance education at evening (shift) schools. In 2011-2014, the collaborative three-cycle 

study ñIdentification and analysis of new challenges and solutions that have influence on 

engagement and reintegration of early school-leavers (18-24 years) in lifelong learningò funded by 

ESF project "Support to educational research" (sub-activity 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 of Latvia, 

supervised by the State Education Development Agency of the Republic of Latvia, voluntarily 

supported by ASEM countries, and aimed at elaborating the evidence-based recommendations for 

the MoES policy in 2015-2020 to be transferable to local, regional and national conditions. 

 

The aim of the study was to find evidences for the new policy development period (2014-2017) on how to increase 

the ratio of inhabitants (aged 18-24) with basic and secondary education and who are ready to learn (EU 2020: 

ESL <10%), and identify measures which should be taken in order to attract early school-leavers (18-24) to formal 

basic and secondary education.  

 

 According to the final report of the Thematic Working group on Early School Leaving, 

ñcomprehensive strategies to reduce ESL must address the entire education spectrum and include 

prevention, intervention and compensation measuresò (European Commission, November 2013, 

p.18). Therefore, this study follows the definition of prevention, intervention and compensation 

proposed in the EU Council Recommendation on policies to reduce ESL (European Commission, 

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 young people to re-enter 

mainstream education, have to address both education and social policy. They should be óevidence-

basedô and transferable to local, regional and national contexts. Therefore, in Latvia it was 

necessary to find out the evidences that led to reaching the following objectives: 1) to identify the 

main reasons to leave the school early and to reduce early school leaving, unfolding the prevention 

measures; 2) to identify what changes have to be introduced in order to engage early school-leavers 
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in learning more effectively, by using the existing evening (shift) school infrastructure, analysing 

obstacles (i.e. challenges), and good practice of elimination of obstacles (i.e. opportunities) in 

engaging and re-integrating the early school-leavers (aged 18-24) 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 objectives, this report presents evidences, explored by mixed-method 

analysis of early school-leaversô and evening schools teachersô óvoicesô, through a field study on 

second chance education, conducted in close collaboration with evening schools, local and regional 

environment, and national authority bodies in a comparative Asian and European Life-Long 

Learning (ASEM LLL) perspective. 

As a result of the preliminary in-depth study of literature, research questions were formulated for 

the collaborative study in three cycles (see Table 1). The early school-leaversô and evening (shift) 

school teachersô ñvoicesò are mentioned across the whole study.  

 
Table 1: Research questions  

Research questions Research cycles 

Horizontal 

research 

questions 

What are the new challenges for the second chance 

education which are to be transformed in the new 

opportunities for facilitation of early school-leaversô 

participation in upgrading their education? 

First cycle (web-survey in 

compensatory and preventive 

perspective) 

x 

What are the key elements in cultures of support that 

successfully re-engage young people in education? 

First cycle (cluster analysis) to 

select patterns of good practice in 

compensatory and preventive 

perspective 

x 

What practices support young people to move from 

enabling courses to higher level courses? 

Second cycle (exploring the good 

practice in compensatory and 

preventive perspective) 

x 

What are the particular aspects of the programs that 

facilitate and help young people to return to and remain in 

education? 

Third cycle (institutional, local and 

regional context analysis in 

compensatory and preventive 

perspective) 

x 

What do young people say about their motivation for 

learning and learning experiences? 

Early school-leaversô voice x 

What do their teachers say about their motivation for 

learning and learning experiences? 

Evening (shift) school teachersô 

voice  

x 

 

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

¶ Evidences on reasons to leave schooling early for creating an (evidence- and international 

good practice-based) universal, selective and indicated (Downes, 2014b) system of 

preventive measures to solve the problem of early school leaving, and subsequently, for 

unfolding the prevention measures that seek to avoid the initial  conditions of processes 

leading to ESL, as well as monitoring measures that address emerging difficulties at 

an early stage and seek to prevent them from leading to ESL (Chapter 2-3). 

 

¶ Evidences on challenges and opportunities of engagement of early school-leavers in 

successful learning in formal second chance education (ñGood practicesò of Latvian 

evening (shift) schools), and subsequently, unfolding the compensation measures that 

offer opportunities for education and training for early school-leavers without the basic and 

general education (Chapter 4). 
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EXECUTIVE SUMMARY OF THE MAIN FINDI NGS 

 

 

 

 

 

 

 

 

 

 

 

 

European context 

  

 Only three countries are piloting or have Early Warning Systems (EWS) for identifying students 

at risk of ESL. These EWS were created as óseparate entitiesô based on other management and 

monitoring systems linked to the education system (Austria, Croatia and the UK-England):  

1) In England, work in this field is focused on local pilot schools, sharing of good practices and 

equipping schools with a greater responsibility to monitor the progression of their pupils, 

while in Austria, a national system was piloted in two regions during the school year 

2013/2014. The programme provided guidance and counselling for students who were 

under-performing and/or were unsure about their educational pathwayïand therefore were 

identified as being at risk of dropping out of education early. Teachers were requested to 

identify these students by using a questionnaire and some schools used online tools for the 

identification of such individuals (Jugendcoaching, 2013). In England, in 2012 / 2013, 44 out 

of 152 local authorities in England were involved in developing óRisk of NEET indicatorsô 

(RoNIs), which are indicators and tools designed to assist secondary schools to identify 

students at risk of becoming NEET once they leave compulsory education.  

 

2) In Croatia, the EWS practice is linked to the schoolsô responsibility to monitor the number 
of classes missed by students. If the number increases, it is the responsibility of the school to 

make sure that pedagogues, management and other experts will become involved together 

with parents. The ministry of education has also started a project called óe-register bookô 

which aims to improve the communication between the school and parents. It ensures that 

parents have a constant access to school data about their 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 countries where the EWSs and related activities are driven by national policies, 

practices or programmes. It is however worthy noting 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 regional 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 devolved on schools (e.g. Sweden) or municipalities / 

local authorities (e.g. Latvia, Lithuania).  

 

4) In Latvia, for example, the national policy sets a broad framework, while 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 the acceptable number of missed classes and consequent 

interventions. This typically leads to (considerable) differences between municipalities and 
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schools, depending on their budget and willingness (related to the motivation and whether 

the issue is seen as a priority topic or not) to take the issue forward. 

 

5) Distress signals that young people show range greatly from one young person to another. 

ñSignalsò are not all easy to identify and to interpret. For example, students whose marks are 

falling or who are failing in certain subjects may struggle with academic skills or motivation; 

it may also be a sign of a student falling in with the ówrong crowdô or of problems in the 

family or lack of support at home, etc. Students exhibiting poor behaviour may be 

confronted with personal, social or emotional challenges that require attention, but there may 

well be a wide array of other issues that affect their behaviour at school. For example, 

typically, poor behaviour will, in the first instance, lead into communication between the 

school and the parents before further action is taken. However, it is more common that poor 

marks in some specific subjects (e.g. Croatia) or national tests are used as warning signals 

(e.g. Latvia). Marks / grades in mother tongue and mathematics tend to be particularly 

closely monitored. Repetition of an academic year is also typically seen as something 

enforced by the school or the education system, rather than as a signal of ESL risk for the 

student as such (European Commission/EACEA/Eurydice/Cedefop/Eurostat, 2014b, p.8.). 

Several new target and contextual sub-indicators of ESL are used in EU since 2014 (see 

Table 5, p. 63). 

 

6) Other methods employed to identify youth at risk are: 

¶ Collaboration between schools and social services /youth workers (Austria, Hungary, 

 Sweden, Belgium). 

¶ Student registration systems (e.g. Belgium, Estonia, Lithuania and Slovakia). 

¶ Use of research data / indicators to predict which / whether students are likely to drop out 

 (only England). 

 

7) Risk of NEET indicators in Englandôs indicators provide a tool for the local authorities and 

schools to identify students in years 9, 10 or 11, who are at greatest risk of disengagement, 

and to target resources and support on these young people timely. Local areas are able to 

design their own RoNI (Risk of NEET indicatorsô) based on their own local data to ensure 

that they are as specific as possible to the risk factors that are prevalent in that area. 

However, they may also wish to save time by drawing on good practice from other areas. 

Local areas have reported that risk factors do vary significantly across local areas, 

reinforcing the importance of a local approach. At the moment 44 out of the 152 local 

authorities in England are involved in the development of such tools and indicators. They 

tend to use data on the young people who have disengaged from post-16 education 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 compulsory schooling) 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 even earlier age and/or applying the principle to post-16 training provider to 

try to predict which young people are at risk of dropping out. As an example, Medway have 

developed a specific ódata miningô approach which helps to collect information from text 

included by advisers in young peopleôs records. This has helped to identify issues that might 

otherwise have gone unnoticed (e.g. recording homelessness issues as ósofa surfingô in the 

free text), making the process of linking characteristics more thorough. The indicators are 

seen as an extra tool to provide formal support 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 information on pupils with schools and 

authorities to identify those who need extra help (European 

Commission/EACEA/Eurydice/Cedefop/Eurostat, 2014a, p. 10).  
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8) Identification of risk factors and students who display signs that they may be at risk of 

dropping out is not enough to tackle the problem of early school leaving. To achieve a 

significant reduction in ESL rates, students identified by monitoring different distress signals 

need to be provided with timely support so that their underlying problems can be addressed. 

In this study, additional information on the main methods used to support such individuals is 

provided. Informing and involving parents (E-kool), multi-disciplinary support teams and 

individual action plans, fines/sanctions/prosecution are used as methods in some countries 

(European Commission/EACEA/Eurydice/Cedefop/Eurostat, 2014a, p. 11). 

 

9) Early leaving from education and training (ELET) is a serious issue in many EU countries 

and has attracted the attention of many researchers, policy-makers and educators. 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, socio-economic problems, or a lack of motivation, guidance or support 

(European Commission/EACEA/Eurostat/Cedefop, 2014a). 

 

10) Across the majority of European countries, analyses of early leaving (European 

Commission/EACEA/Eurostat/Cedefop, 2014a) are based on the data aggregated at the 

top/national level, and in only around half of them based on the data aggregated at local and 

school level, making it difficult to obtain a holistic picture of the specific situation in local 

communities and schools. Moreover, the majority of countries carry out data analysis only 

once a year, which may not be enough to monitor the current situation and/or the impact of 

on-going measures. 

 

11) Finally, although many countries produce statistical data on early leavers, relatively few of 

them gather qualitative information 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 they have 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 on-going measures or for future policy debate related to 

early school leaving (European Commission/EACEA/Eurostat/Cedefop, 2014b, p. 10). 

 

On average, six out of ten children in the EU-28 Member States whose parents have a low level 

of education are at risk of poverty and social exclusion leading to the risk of educational 

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 (except for Estonia, Latvia, Poland and Slovenia). All these countries display percentage 

exceeding 75%. This does not mean that children in these circumstances will necessarily leave 

education and training prematurely, however, their socio-economic and family situation may well 

be a risk factor. Countries such as the Netherlands, Portugal, Finland and Iceland have rates below 

50 % (European Commission/EACEA/Eurydice/Cedefop/Eurostat, 2014a, p.103). 
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Latvian context 

 

At the initial stage of the research of the Latvian national context, contradictions were found 

between the data available at the Ministry of Education and Science and the real situation at 

evening (shift) schools. Furthermore, the lack of data necessary for investigating ESL was 

identified as a challenge. These contradictions and problems defined the limits of the project. The 

following deficiencies in the availability of information were found at the national level:  

¶ Discrepancies in contact information of evening (shift) and/or extramural schools in 

Latvia. 

¶ Lack of data about the profile of early school-leavers/graduates of evening (shift) and/or 

extramural and/or distance learning schools (e.g., 18-24 years old) as potential 

participants. 

¶ Lack of data about the profile of adult educators of evening (shift) and/or extramural 

and/or distance learning schools as potential participants. 

¶ The discrepancy between the data were found on national, regional, local level and at 

the evening (shift) schools (http://www.lu.lv/par/projekti/es/2007-2013/esf/atbalsts-

petijumiem/atbalsts-izglitibas-petijumiem/izaicinajumi2/2013-2014/).  

 

It should be stated that the information was updated thanks to the constructive collaboration with 

the Ministry of Education and Science. Since 2013, the Ministry possesses the precise 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 monitoring was purposefully implemented since 2014. Till 2013 

only statistical data were available at the national level. In 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 monitoring is 

implemented following a top-down direction. National data are collected from municipalities, 

and their quality depends on the data collectors. There is no appropriate ESL 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 schools were strongly criticised, as 

the criterion used for defining the ñproblem groupò was the youngstersô (15-24) participation 

in any educational event during the last four months. Recently the EU agency Cedefop, in 

collaboration with Eurostat, has launched an extensive research project aiming to develop and 

introduce a new ESL monitoring system in 2017. 

3.Till 2014 in Latvia, as well as in the whole Europe, only numeric indicators were used for 

ESL. Since 2014 new ESL indicators were introduced progressively in Europe, 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 and appropriateness to the particular school 

contexts.  

4. Only 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 elaboration 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 not only for 

Latvia, but also for other European countries. The new ESL monitoring system developed by 

Cedefop and Eurostat will be taken into account in the elaboration of the Latvian ESL 

monitoring system as EWS at the 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/
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municipalities. But in general Latvian gaps are the same as those definable in most of 

European countries, which are working on the elaboration of new monitoring systems. The 

experience of these countries should be taken into consideration for the elaboration of the 

Latvian monitoring system, aiming to solve, or intervene in, the ESL problem timely, 

avoiding the following deficiencies: 

¶ Deficiencies in the frequency of monitoring: in most of the countries monitoring takes 

place only once a year. However, it is necessary to have a continuous follow-up of the 

EWS signals at the school and municipality levels, in order to provide the necessary 

support on time to avoid ESL. 

¶ Monitoring is implemented through the ñtop-downò approach, and the data collected 

by schools and municipalities are of unequal quality; data collection is often done to 

comply with the requirements, but not to contribute to the improvement of the 

situation. 

¶ The appropriate ESL monitoring system does not exist at the regional level. Each 

school has its own approach to ESL monitoring. Only some schools use the new EWS 

contextual indicators. The improvement of this situation could be a substantial 

contribution to provide the basis and promote future research on the quality of lifelong 

learning in Asian and European contexts.  
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 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 academic. The main ESL reasons are 

unsuccessful learning experience and the necessity to start working, combining work and studies. 

Other reasons are linked to the previously mentioned reasons in each case in different ways. This is 

country-wide evident.  

 

Selective target-group No 1 

Most of early school leavers are consequent returners, who have their own planed learning 

pathways in their own life and work situations with an individual combination of such reasons as 

ñrelevance to life and work situationò (children born; giving time to the children; had an important 

work where I can earn quite a lot of money etc) and the ñneed to combine work and educationò. 

This target group of early school leavers can be named as returners.  

ESL with high self ï esteem who became returners in later life stages: this selective target group 

of early school leavers is composed of ñcontinuous solversò of their own life and work situation, 

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 education without any external support.  

 

Selective target-group No 2   
This selective target group of early school leavers is composed of ESL returners in later life 

stages, which need support inside or outside of their life and working situation. What are the 

activities that it is proper and reasonable to engage in the given the situation? When early school 

leaversô motivation to learn is empowered, it appears proper and reasonable to them to engage in 

learning in the given situation. There is evidence of early school leavers influenced by those around 

them: one friend; my husband, my brother; someone etc. What has to be considered is that in a very 

low number of cases the advice or support from parents was reported. Moreover, the participants of 

the focus group discussion had pointed to the need to have someone older around who can give a 

piece of advice in life and work situations. The cultural environment of the family, as well as the 

nearest social environment of early school-leavers does help. This confirms the findings of the in-

depth analysis of latest PISA 2014 Latvian survey. An additional point is the employersô role in 

engaging ESL to return to education (the employer asked me to finish the general secondary 

education -Zemgale), as well as the role of cultural local and regional environment (I want to 

improve my CV; all my friends have the general secondary education -Kurzeme). Understanding 

teachers and people around who are tolerant and want to help, and classmates and teachers who 

'would help' in any situation are the most often reported preventive measures (Latgale).  

Furthermore, there are similarities between both selective target-groups: 1) value of education as 

the ñcriterionò of judgment (standards of value against which early school leavers are judged); 2) 

transformative learning environments in the family, friend community or at the workplace, and 
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especially at school. This evidence should be marked as particularly crucial. 

 

Selective target-group No 3 

ESL with negative learning experience (unsuccessful learning) in basic school.  

Unsuccessful learning as a reason to leave school early is characterized by the individual 

combination of the following aspects of ñfailingò in learning: 

¶ Getting bad marks in tests [most dominant]. 

¶ Not getting a better salary, no advancement/promotion in career: people understand that 

they have to learn something new [only  one reported case]. 

¶ The missed opportunity of successful self-development by practical doing in everyday life 

 situations. 

¶ Learning from books, excluding participation in extracurricular learning activities. 

¶ Schooling without any workplace practice and without school informal meetings at the 

 learning places. 

¶ Dominance of the compulsory learning versus voluntary learning, which is based on the 

 individualôs aim to learn new things. 

¶ Lack of opportunities to learn from mistakes, which is a good way of learning successfully, 

instead of just counting mistakes at the tests for giving marks. 

¶ Low social impact of learning outcomes. 

 

Analysing the biographical accounts, a statistically significant combination of ESL reasons that 

provokes unsuccessful learning and leads to ESL was found. ESL is provoked by a combination of 

the following reasons: the individual characteristics of regular school teachers and their lack of 

competence, the overload of contents in the learning process with a predominance of theoretical 

contents, as well as studentsô low level of literacy and numeracy, and the necessity of acquiring 

work experience.  

 

In most of the cases the ESLs prefer the evening (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 analysis of the good practice of the evening (shift) school. 

 

 

Selective target-group No 4 

ESLs who reject the regular schooling.  

The individual combination of the following reasons provokes the rejection of the traditional study 

process: 

¶ Organizational aspects of schooling in regular basic or/and general secondary school (too 

may lessons, it is necessary to go to school for the face-to face lessons every day, etc.). 

¶ Attitude of regular school teachers that is unequal towards all the students, a negative attitude 

and a learning environment that does not facilitate learning emotionally and socially. 

¶ Pedagogical process is children-centred, not adult-learner centred. Adults need 

communication with the teacher as an equal ñlearning partnerò (early school-leavers need of 

dialogic learning, learning together form experienced colleagues). 

¶ Homework overload in regular schools, where the accent is on homework, not on working 

during the lessons. 

¶ Exclusive primary school (not inclusive, leading to marginalization), and giving priority in 

high school to the work with the more successful students. 

¶ General basic and secondary education orientation to achievements and not to learning 

success, partly because of the school rating system. Achievements are set as a priority in 

basic and secondary education and this also facilitates exclusion, not inclusion. 

¶ Impossibility to combine learning and hobbies (sports, music etc.). 
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Selective target-group No 5 

ESL with undeveloped key skills. The following sub-target groups of early school leavers 

unfolded by the analysis of evening (shift) school teacher ñvoicesò, have to be outlined:  

¶ Drop-outs from elementary school classes. According to the data provided by the evening 

(shift) school teachers, this mostly refers children and youngsters from the Roma ethnic 

group. 

¶ Latvian speaking drop-outs from compulsory schools at the early schooling stages. The 

proportion has drastically changed in evening (shift) schools ðthe number of Latvian 

speaking drop-outs has risen.  

¶ Russian speaking drop-outs from compulsory schools at the early schooling stages. The 

proportion has drastically changed in evening (shift} schools ðthe number of Russian 

speaking drop-outs has decreased.  

¶ The proportion of adult and under-age early school leavers in the school has changed: the 

adult population has grown, but the under-age population has decreased. The highest 

value for early school leavers in evening schools, the most important thing for each one of 

them, is what happens in their  heart, their  attitude toward life, the people, their sense 

of responsibility. It is evident that there are heterogeneous classes. 

¶ Å In recent years, the situation with early school leavers has undergone significant 

changes ï early school leavers no longer come from regular day school, but come back 

to study after a long break. Each group has its specific typical problems. Once the evening 

(shift) schools have identified them, they try to help to solve them in the most appropriate 

way for the early school leavers. For the early school leavers the evening (shift) schools 

definitely offer psychological support at the moment when they come back to school. It 

does not matter how old are they, but they have returned to school and confidence is very 

important.  

¶ The reported evidences found in the analysis of one evening (shift) school allows to specify a 

selective ESL group: the minors. The main reasons to leave the school for these minors are: 

1) Conflicts with classmates or/and with teachers; 2) Lack of willingness to learn. 

Discipline problems and absenteeism can be considered as a consequence of these reasons. 

¶ Learners with a migrant background (third-country nationals) in the context of increasing 

youth mobility. 

¶ Drop-outs from regular day schools with special needs in social behaviour correction and 

early school leavers in prisons. 

 

Selective target-group No 6 

This target-group comprises ESLs 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 needs etc. The evidences 

indicate the need for the development of an integrated universal social and education policy 

strategy, which is not addressed in the current study. However, it has to be considered that, 

according to Downes (2014b), each individual case of early school-leaving is rooted in a multi- 

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 always academic. The necessity of multi-faceted preventive and compensatory measures is 

evident.  

 

Selective target-group No 7 

The next group identified in the study framework is ESLs having limited access to educational 

institutions ï a vocational school is far from home (countryside: 2 cases, both from Vidzeme, 
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municipality of Gulbene, for 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) schools. Therefore, the eventual reorganization of 

evening schools, integrating them in regular general secondary schools, which is typical for this 

region, is not included in this part of analysis. This aspect needs a specific attention and an in-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 combination of the 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 experience 3) Organization of schooling in the regular basic or/and general 

secondary school (a lot of lessons, it is necessary to go to school for the face-to-face lessons every 

day); 4) The attitude of regular school teachers, an learning environment that does not facilitate 

learning emotionally and socially; 5) In regular general education pedagogical process is children-

centred, not adult-learner centred; 6) A lot of homework in regular schools, where the accent is on 

homework, not on working during the lessons (hypothetically ïwork with the better students);7) Go 

abroad to work. 8) Non acquisition of contents. Low numeracy and literacy. Unsuccessful 

learning in basic school is the dominant issue to leave the school early. 

 

 

Regional differences appeared clearly during the study: 

It can be said that in the rural part of Vidzeme region there is an evident selective target group of 

the early school ï returners. They leave the schooling also due to limited possibilities for 

combining education and work, and due to the level of poverty in the country in general that is 

quite high, especially in this region. Also transport is expensive (within the narratives, this idea is 

frequently reiterated: ñI could travelò ñI could not travelò ñI had to workò).  

The analysis of the biographical learning context shows differences in the situation in Riga 

region:  

¶ The reasons to choose evening schools in Riga are rather connected to the desire of studying 

ñas an adultò, not as a child. The participants stressed the early school leaversô need of 

assuming family duties, combining work and studies, spending time on their hobbies and 

acquiring complementary vocational education.  

¶ Rating of schools and criteria for measuring the quality of schools are too much oriented 

towards studentsô marks and results in competitions, which has a negative impact on Riga 

basic and general secondary 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 stories in the biographical learning context shows the situation in 

Kurzeme region. The early school leavers stressed the limited possibilities of combining work and 

education; in most cases because they had opportunities to get a good long-time job outside the 

country: this is most evident in this region.  

 

The analysis of the narrative stories in the biographical learning context shows that in Zemgale 

region the most frequently reported cases of leaving the schooling early are connected with ñgoing 

abroad to workò and ñchanges in place of residenceò. 

 

The analysis of the biographical learning context shows the specific situation in Latgale region. 

The reasons to choose evening schools in Latgale are the life and financial circumstances (this 

similar to Vidzeme -municipality of Gulbene and Madona); eventual academic reasons, such as non 
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acquisition 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 regions are evident. The most evident selected target-group is the group of 

learners at risk of early school leaving and early school leavers with strong potential for re-entry to 

VET (see also Microlyc®e, France: Ecorys 2013 ï collocation, common management 

structure/headship, specialist teachers but interaction with 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 -

relationships. Therefore, the early school leaving phenomenon is multi-faced, considering also the 

influence of the diverse cultural environments, and this should be taken into consideration in the 

preventive and compensatory measures. 

 



 

22 

 

 

 

 

 

 

 

 

 

 

 

 

 

The evidences on reasons to leave the school early explored in narrative biographical learning 

stories, analysing interviews expressions ex post facto, shows that one of the main reasons to leave 

the school in compulsory schooling age which need to be prevented and ask for compensatory 

measures is the necessity to start working combined with schooling. This can be illustrated with 

the expression often repeated by participants: ñit was not possible to combine work and study at 

schoolò. A universal prevention strategy (ALL) is necessary, which applies to educational and 

community -wide 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 comparison with early 

school leavers. Furthermore, the ranking provided by older early school leavers (25+) usually was 

higher when compared with the 18-24 years old early school leavers. 

However, some important differences should be stressed. It seems that the 18-24 years 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+): 

¶ Are more motivated to take training if they can enhance their professional qualification. 

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

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

¶ Estimate that workplace learning has positive effects on communication skills and 

working in a team. 

¶ Perceive that employers leave them to decide what courses they will follow.  

¶ Keep on learning because they perceive that society expects it from them. 

 

 Synthesizing the evidences, the unsuccessful learning as a reason to live the school early is 

characterized by the individual combination of following characteristics of ñlack of successò in 

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 self-development by practical doing in daily life situations; 4) learning from books, 

excluding learning in extracurricular activities; 5) schooling without any workplace practice and 

without school informal meetings at the learning places; 6) dominance of the compulsory learning 

versus voluntary learning, which is based on the individualôs purpose to find something out; 7) 

missed opportunity to learn from mistakes, which is a good pathway for successful learning versus 

mistakes at the tests for marking; 8) low social impact of learning. 

 

The in-depth analyses on the ñunsuccessful learningò as main reason to leave school early, 

explored through the analysis 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: 

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

 

Challenges 

to be prevented and compensated 
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processes and at school, establishing ñcommunication with unknown peopleò who ñhave 

not gone to school but they learnt a lot in their life, by doing their workò. 

¶ Opportunity of self-development by practical doing in daily life situations. Early school 

leavers learn faster when they develop themselves. They acknowledge that ñin daily life 

you learn moreò; ñlearning comes from what you doò. The problem is to use what has been 

learnt. Most schools push knowledge but do not teach how to use it: ñIf a person is 

interested he will find the way to learn itò. 

¶ Combination of schooling with workplace practice and school informal meetings. For 

Early school leavers ñworkplace practice is most important and you can better understand 

what is needed and what is not neededò; and in school they can find information what they 

need and improve themselves: ñwhen we meet with friends at school we discuss issues. 

This remains in my head.ò 

¶ Voluntary not compulsory learning. It is successful with the purpose to find something out: 

ñIf I want to find out something, I will do it. If somebody pushes me to learn something, 

nothing will happenò. 

 

Summarizing in general the evidences within all the domains of learning difficult subject 

matters, it can be concluded that: 

¶ The most complicated subject matter is Maths. 

¶ The overloading of contents: it is related to the textbooks (that are written in a professional 

mathematical language, not in the language of learners). It would be necessary to use 

different textbooks for adult learners in evening schools (Spanish experience). 

¶ The highest mathematical contents (logarithms etc.): it should be excluded from the 

standard topics (they should remain in the gymnasiums and in the classrooms with 

specialization in mathematics). This is the main reason for ñnon learned contentsò: the lack 

of logical succession in the organization of contents in the textbooks. 

¶ Mathematical and reading abilities are not developed enough in basic education: it is 

necessary to create extra curricula  for the development of mathematical and reading 

abilities of early school leavers. It is necessary to examine the curriculum of basic 

education, maybe also the standards instead of calculation (mathematical literacy versus 

algebra, geometry in basic education; reading and writing literacy versus theoretical 

grammatical teaching). 

¶ Difficulty in any subject matter is related to the lack of connection with real life. The 

accent for describing the difficulties is related to the mechanical repetition. 

¶ Necessity of connecting the teaching of difficult subject matter with analytical thinking  

and with real life. 

 

 Summarizing, in general the evidences on competences within all the domains of adult 

educatorsô professionalization were evaluated higher by evening (shift) 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 the 18-24 years old early school 

leavers. However, some important differences should be stressed. It seems that the 18-24 years old 

early school leavers are more independent, self-directed, personally interested to take over 

responsibility for their own future learning processes and therefore prefer the evening (shift) school 

teachers as adult educators who are: 

¶ Minded to be more authentic, extroverted and altruistic. 

¶ Able to inspire the early school leavers, to use suitable body language, to manage group 

dynamics, to handle the conflicts, and to act considering the democratic values. 

¶ Successful in thinking along commercial lines (both in intrapreneurship and 

entrepreneurship). 

¶ Focused on updating their domain specific knowledge and skills continuously. 

¶ Able to be flexible, to reflect their own professional role, to evaluate their own practice, to 
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see different perspectives. 

¶ Focused on enabling the early school leavers to apply what they have learnt, on diagnosing 

learning capacity and learning attitude of their early school leavers. 

¶ Disposed to support 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 evidences, the following eventual reasons to leave the schooling early can be 

outlined: 

According to a ñset of core principles that are equally relevant in prevention, intervention and 

compensationò, the universal needs of each learner in all ages must be respected ñwith a 

focus on building individual strengthsò and capacities. The following reasons to leave the 

school have to be prevented and compensated:  

¶ Need to learn at own pace and place. Riga region reports the highest scores of gaps, but 

regarding teachers, it is Vidzeme region teachers who reported highest scores. 

¶ Lack of communication with other early school leavers. The early school leavers needed more 

consultations and had not the opportunity to communicate with teachers and other early 

school leavers in distance learning. Early school leavers aged 18-24 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 evidences show the discrepancy between the 18-24 early school 

leavers need on using of e-learning as communication tool, together with other adult l earners, 

and the evening (shift) school teacher orientation to e-assessment, which seem to speak about 

the lacks in educational assessment policy. This fact points to the specialized needs of 18-24 

aged early school leaver's in comparison to the whole Latvian context where early school 

leavers were ñgenerally neutral towards the activity of communicating online and 

collaborating in groupsò (Lee et all 2013, p.12). 

¶ Lack of LLL skills (ITC). A half of early school leavers-returners strongly agree that they 

need to improve their ICT skills for their current job.  To prevent this early school leaving 

in the future attention has to be paid in regular schools to provide this opportunity.  

¶ Lacks of social and cognitive presence in teaching. Feedback has to be provided timely and 

important deadlines for learning activities are to be clearly communicated to prevent early 

school leaving in the future. Regarding the cognitive presence in e-learning, only early school 

leavers reported significant differences: participants from Vidzeme region reported highest, 

but from Latgale region ïvery low. This area, commonly called the cognitive (ñknowingò or 

ñthinkingò) domain (involving thought processes), need new preventive and compensatory 

strategies in teaching training and in educational policy framework general. 

¶ Another relevant reason for leaving the school early to be prevented is the perceived lack of 

evaluation and assessment of the learning process. The early school leavers report the need 

of a new culture of analysing the learning barriers of the learner, monitoring the learning 

process, evaluating constructively the learning outcomes, diagnosing the learning capacity 

and positive points of the learners, and their learning attitude. 

¶ The need of significant e-learning experiences is a new challenge and eventual reason to 

leave schooling and need a new approach to teaching at Higher education level: ñcritical 

changes are needed in college-level teaching to lead to an improved quality of ESLsô e-

learning experience. In his view, good courses are those that challenge early school leavers to 

significant kinds of learningò (Mott, 2009, p. 28), use active forms of e- learning, and have 

evening (shift) school teachers who genuinely care about their subject matter, their students, 

and the interaction of teaching and learning. Additionally, in Finkôs view, college professors 

must be able to interact well with their students. Finally, good courses require a mechanism in 

place for effective feedback, assessment, and design. For significant e-learning to occur: 
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ñthere must be some kind of lasting change that is important in terms of the learnersô lifeò 

(Mott, 2009, p. 30). 

¶ Lack of ñworkplace learningò is a new challenge and an eventual reason to leave the school 
early in the future. The contradiction could be solved if employees have the personal desire of 

improving their own work, considering this effort as a voluntary activity. In this sense, it is 

important to facilitate the employeeôs appropriation of the goals of the organization and their 

personal desire of improving the work. To achieve this, the development of employeesô 

professional identity is a key question. And workplace learning is one of the privileged 

contexts to develop it (in cited Chisholm et all, 2013. p.193). 

¶ Evening (shift) school teacher's professional identity development has to be based on three 

pillars: making personal choices, getting 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 using 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 

appropriation of the goals of the organization and fosters the personal desire of improving the 

way of working.  

¶ Three aspects (making personal choices, social and personal recognition and creating 

opportunities of getting involved in work) have been neglected in post-soviet 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 a certain extent, 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 practitioners in workplaces, of developing personal and social recognition 

processes (in cited Chisholm et all, 2013. p.193). 

 

The following reasons to leave the school early which were found out by analyses of biographical 

narratives, are evident and statistically significant: Lack of personal qualities and competences of 

regular school teachers; overloading of content and too high importance of theory; studentsô low 

literacy and numeracy; need of getting job experiences. 
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CLASSROOM PRACTICES THAT SUPPORT THE EARLY SCHOOL LEAVERSô LEARNING NEEDS 

 

ADULT TEACHING CULTURES THAT SUPPORTS THE EARLY SCHOOL LEAVERSô 

LEARNING NEEDS 

 

The evidences on differences and opportunities of targeting the needs of the selected target age 

group regarding professionalization of adult educators in comparison to the needs of other age 

groups identified in the study allows to specify the key components of didactic culture of support 

of adult learning that facilitate the re-engagement of early school-leavers in learning: 

 

Didactic design. The following key elements of evening (shift) school Evening (shift) school 

teachersô didactic culture were unfolded: 

Step 1: Reinforcing the development of a sense of community among early school leavers. In 

this fist stage it is important: 

¶ 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.  

¶ To communicate clearly about the topics of important subject matters.  

¶ To provide clear instructions on how to participate in learning activities and on the 

important deadlines for learning activities. 

¶ To identify the topics that facilitate learning among young early school leavers.  

 

Step 2: Guiding the learning community towards 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, to 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: Face-to face, online or web-based communication is an excellent medium for facilitating 

social relationships where 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 acknowledged in the learning community, developing a sense of collaboration. 

 

Step 4: The use of problem solving activities in the learning process increases the young early 

school leaversô interest in subject issues, provokes their curiosity, and motivates them to explore 

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 

 

 

Evening (shift) schoolsô 

good practice as compensatory measure 
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content related questions.  

 

Step 5: Face-to face, online or web-based discussions are valuable in helping early school 

leavers to appreciate different perspectives. Combining new information with previous knowledge 

will help them to answer the questions raised during the learning activities more effectively. In this 

way, early school leaversô competencies in constructing explanations/solutions and in reflecting on 

subject content will increase. This will lead early school leavers to a better understanding of 

fundamental concepts and will enhance their ability to formulate 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 elements for creating cultures of support , oriented to the acquisition of learning 

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 were classified 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 organized... 

 é as a combination of distance and blended learning that takes place at different spiritual, 

  virtual, inter-personal, intra-personal and physical places (Malloch, Cairns, Evans et all   

  2011) ...  

 é with motivation, input and compensation lessons or/and presented manuscripts, texts,    

  pictures, statistical information... 

 é using interactive learning materials such as video, demonstrations etc... 

 é which are supported through individual, peer and group work consulting which takes place at 

  the same time (synchronous) and at different times (asynchronous) ... 

 é using not only e-exercises and e-task, check-up e-works and e-tests (key elements of distance 

  learning), ... 

 é but also using cooperation and interaction between the early school leavers and evening   

  (shift) school evening (shift) school teachers as adult educators... 

 é that is implemented by forum discussions, Skype conferences, chats as well as surveys (new 

  key elements of e-learning culture). 

 

Didactical design. Key elements of adult schooling culture 

The process of schooling has to support the following opportunities: 

¶ To learn individually at oneôs own pace and time. 

¶ To combine work and studies. 

¶ To live and work in other countries. 

¶ To plan oneôs own study time. 

¶ To communicate online, so that physical lesson attendance is not compulsory. 

¶ To discuss things with the course mates. 

¶ To choose learning resources and to learn according to own needs and abilities. 

¶ To construct new knowledge, develop skills and demonstrate the competencies in different 

work and life situations. 

 

SCHOOL SUBJECT MATTER TEACHING THAT SUPPORTS THE ADULTSô LEARNING 

NEEDS. 

 

The evidences on opportunities of targeting the difficult subject matter learning needs of the 

selected target age group in comparison to the needs of other age groups identified in the study 
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allows to specify the didactic cultures of support of teaching difficult subjects or content-centred 

teaching e-learning that facilitate the re-engagement of early school-leavers in learning: 

¶ The ñcontent teachingò approach is transferred into new learning situations using e-tools: 

early school leavers communicate with a evening (shift) school teacher and other learners 

about the school subject context introduced in lectures, manuscripts, texts, pictures, 

statistical information, interactive learning materials, such as video, demonstrations etc. 

using new e-learning tools. Social interactive learning supports cooperation; interaction 

between early school leavers and Evening (shift) school teachers is ensured by discussions, 

forums, chats, and surveys. 

¶ Evening (shift) school teachersô actions reinforce the development of the sense of 

community among course participants and help to focus discussion on relevant issues in a 

way that helps the young early school 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 course topics 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 agreement and 

disagreement on course topics that help the early school leavers to learn. 

¶ The evening (shift) school teacher guides the class towards understanding course topics in a 

way that helps the early school leavers to clarify their issues of concern. This process 

supports participantsô engagement and participation in productive dialogue in a way that 

helps the young early school leavers to learn. The evening (shift) school teacher encourages 

course participants to explore new concepts in the course. 

¶ The early school leavers get to know other course participants, which ensures the sense of 

belonging to the course and facilitates the creation of a learning community. Online or 

web-based communication is an excellent medium for social interaction where the early 

school leavers aged 18-24 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 acknowledged by 

other course participants. Online discussions help the early school leavers aged 18-24 to 

develop the sense of collaboration. 

¶  

 
SCHOOL PRACTICES THAT SUPPORT THE EARLY SCHOOL LEAVERSô LEARNING NEEDS. 

 

Based on the analysis of and reflection on the evidences of ñgood compensatory formal second 

chance education practiceò previously provided, the following organizational components, didactic 

designs and evaluation practices for creating cultures of support of the early school leaversô 

learning needs were unfolded at school level: 

 
1. Flexible pathways to upgrade the education are provided with a combination of various 

organisational components: 

¶ Learning in vocational training programs and in parallel in evening (shift) school is possible to 

obtain a vocational secondary education program in 3 years instead of 4. 

¶ In order to ensure the process for workers once a month teachers work also in Saturdays, and  

then they come for the tutoring. 

¶ Introducing the workshop program ñlearning to learnò for helping youngsters do not have the 

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 the evening (shift) school. 

¶ Flexible study process with extramural and distance elements. 
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2. Flexible pathways to upgrade the education are provided with a combination of various 

didactic designs:  

¶ Regular and extramural programs with distance learning elements and e-learning materials; 

flexible consultation time and flexible organization of exams. 

¶ After school activities that are leaded by professional evening (shift) school  teachers, where 

pupils can develop their creativity. 

¶ Open air centres with pedagogical and social adjustment programs. 

¶ Adapt curriculum so that each early school leaver can learn at his/her own rhythm. 

¶ Regularly ñsubject matter weeksò, ñweek of the careersò, health days, creative  workshops 

¶ Work really in projects in a practical way. Writing of projects. 

¶ A ñcommonwealth dayò in the open air museum. 

¶ Offer to early school leavers in lower secondary education different educational  programs, 

where they can study, depending on their willingness and needs: special  education program 

(for Early school leavers with learning difficulties), pedagogical  adjustment programs, and 

general program. The modality of learning can be regular  lessons, extramural learning, with 

distance elements. 

¶ The principle of free participation. Use of e-journals for online consultations or to send 

homework.  

¶ Courses for unemployed persons, with the support of the evening school. 

¶ Regular publications in the newspapers. 

¶ Positive conduct. Public recognition of those who struggle to do everything as well  as 

possible, not just according to results. 

¶ Get involved in charity actions. Good social workers. 

¶ Programs with a vocational orientation (police and border protection, tourism). 

¶ Supporting mothers with their children. 

 

3. There is a good practice in evaluation and monitoring that is evident: some evening (shift) schools 

have the same level as usual secondary schools, plus a different attitude and support for the needs of 

Early school leavers. 

 

E-LEARNING CULTURES THAT SUPPORTS THE EARLY SCHOOL LEAVERSô LEARNING 

NEEDS. 

 

The evidences on differences and opportunities of targeting the e-learning 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 of e-learning that facilitate the re-engagement of early school-leavers 

in learning: the organizational and didactic cultures of e-learning and individual distance learning 

support the new generation adult's learning. 

The school provides a combination of distance and blended learning which takes place in 

both the e-environment and face to face communication with 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 place at oneôs own pace. Early school leavers and 

evening (shift) school teachers use e-exercises and e-tasks for knowledge acquisition; testing ï e-

works and e-tests. 

The education provides the following opportunities:  

 

1.  To learn individually at oneôs own pace and time. 

2.  To combine work with studies. 

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

4.  To plan oneôs own study time. 

5.  To communicate online (lesson attendance is not compulsory). 

6.  To discuss everything with course mates. 

7.  To choose learning resources and learn according to oneôs own needs and abilities. 
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8.  To gain new knowledge, develop skills and complete work in previously unknown  

 situations. 

 

The organizational and didactic culture of individual distanced learning has the following social 

disadvantages (lacks): The early school leavers miss online communication, so there is a feeling of 

loneliness. Adult-learners waste time looking alone for solutions to the problems. They miss the 

possibility to carry out the activities they are interested in. Clear 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 possibility to participate in group work. 

 
LOCAL AND REGIONAL COMMUNITY PRACTICES THAT SUPPORT THE EARLY SCHOOL 

LEAVERSô LEARNING NEEDS 

 

At the local and regional levels, the following practices support the early school leaversô 

learning needs: 

Zemgale: 

¶ Exchange of information within the 22 municipal work-groups of local education specialists 

as well as representatives from the area in national advisory boards and educational forums. 

¶ Successful projects in lifelong learning. 

¶ Joint activities for creating young entrepreneurs in vocational schools.  

¶ Offering possibilities of extracurricular and self-development activities for young  people 

from risk groups. 

¶ Team of professionals that includes social pedagogue, psychologist, doctor, nursery, evening 

(shift) school teacher and others working together in a unified management structure 

(Jelgava). 

Kurzeme 

¶ Initiation of recognition of prior learning. 

¶ Centres in the Kurzeme region can become an important support to modern adult lower 

secondary education. 

¶ Good experience of cooperation with the business community and good extra-curricular 

activities (Talsi). 

¶ Modern educational infrastructure and good practice in employment enhancement 

(Ventspils). 

Latgale 

¶ Opportunities for the evening (shift) schools to design the education policy in region. 

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

¶ Consistent understanding of lifelong education and its implementation (Preili and Balvi). 

Vidzeme 

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

¶ Good practice on preparation for tests and exams; central role of the library in the school 

(Madona). 

 

The following key components of good practice are evident in most cases:  

 

1) Offer of education full-time, extramural, and by distance learning. 

2) In the secondary school there are separate classes, whose early school leavers learn by 

distance learning using the e-environment MOODLE school platform. That allows each one 

of the early school leavers to choose the form of learning that is best for him. 

3) For several years schools searched for a more appropriate solution for individual 

consultations. Right now the following principle is observed: classes take place 3 or 4 days 

(evenings) a week from Monday until Thursday, and on Friday school offer consultations 
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(office hours) to the early school leavers. Evening (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 longer block of time. 

4) If necessary, evening schools work out individual plans together with early school leavers. 

If the early school leaver cannot come to school in person, schools offer online 

consultations, for example, with a conference tool integrated into Skype or Moodle.  

 

WORKPLACE LEARNING CULTURES THAT SUPPORTS THE EARLY SCHOOL 

LEAVERSô LEARNING NEEDS. 

 

The evidences on differences and opportunities of targeting the e-learning needs of the selected 

target age group in comparison to the needs of other age groups identified in the study allows to 

specify the organizational and didactic culture of support of workplace learning that facilitate the 

re-engagement of early school-leavers in learning: 

¶ The course activities are formulated as problems to solve, and they increase the early school 

leaversô interest in course issues, provoke their curiosity, motivate them to explore content 

related questions, use a variety of information sources to explore problems formulated in 

the course. Brainstorming and finding relevant 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 work-related 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 ways to 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 (I can apply the knowledge created in this course to my work or other non-class 

related activities). 

¶ 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 different course 

members' views and changing or modifying their own opinions. 
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I. INTRODUCTION  
 

 

 THEORETICAL AND LEGAL FRAMEWORK 

 

Mentioning the complexity of early school leaving phenomenon and study objectives, 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 and learning transition, challenges, good practice. 

Conceptual framework of ñEarly school leavingò 

A preliminary in-depth study of scientific literature for exploring the Latvian situation was 

conducted in June-July 2011 (Wyn, Stokes & Tyler, 2004; Federighi & Torlone, 2010, etc.). 

Increasingly, literature reviews (Rumberger & Lim, 2008; Teese at al., 2001) and empirical studies 

(BȊdien¯, Dedze & Rosario, 2007; Dwyer, 1996; Rosario et al., 2005; Ġrankov§ et al., 2005; Wyn, 

Stokes & Tyler, 2004) showed that there was no common reason for school leaving. Many 

researchers (e.g., Munns & McFadden, 2000; Smyth et al., 2000, 2004; Teese at al., 2001) have 

emphasised that young people have diverse needs. Wyn, Stokes and Tyler (2004) have stressed that  

[é] a conceptual shift from a deficit approach to addressing young people's unmet needs and recognizing the 

diversity in their experiences (Stokes, 2000) was a significant contribution to this conceptual shift. Smyth et al. 

(2000, 2004) argue that early school leaving is socially constructed, and emphasise that it is a product of the 

institutions, systems and culture(s) that we create and sustain. Following the earlier work of ñresistance 

theoristsò, including Willis (1977), McFadden (1996), Munns and McFadden (2000) concentrate on 'second 

chance education' which is particularly important in terms of the óre-engaging processô. Their work is built on 

the premise that early school-leavers react to the form rather than the substance of schooling (Munns & 

McFadden, 2000, p. 10). 

 

Taking into consideration the fact that the new generation of adults (aged 18-24) 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 study ñNew skills for new jobsò, European Commission, 

November 2010), it is necessary to study and analyse the ñGood practicesò of Europe and Asia 

regarding the promotion of adult learning (aged 18-24), and to apply the factors that promoted adult 

(aged 25-65) learning. The current studies identified problems and raised issues in relation to 

non-attendance and dropping-out of school in Latvia. They did not attempt to document best 

practices. ñWhat worksò in this area of education policy practice would require further study 

(European Commission, 2013c). 

 

Second-chance education or an alternative flexible way to support the success in education? 

McFadden and Munns follow the earlier work of ñresistance theoristsò, including Willis (1977) 

who argue that even if early school-leavers are not aware of it they are resisting the essential 

outcome of the structuring of society; namely, oppressive social relations. McFadden and Munns 

(2000) also argue that for early school-leavers there is a moment where educational rejection occurs 

and early school-leavers make, or reflect upon making, a rational choice to turn their backs on 

education and its promises of social mobility and economic advantage. The ñYouth on the Moveò, 

one of Europe 2020 flagship initiatives, emphasises the need to improve quality and equity in 

education and training, to 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 young person but also in 

the future prosperity and social cohesion of the ASEM countries and the world in general. 
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Conceptual shift from deficit approach to addressing young people's needs  

Increasingly, literature review (Teese 2000) and studies (e.g. Rossario 2005; Ġrankova 2005) 

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 deficit approach 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 transnational perspective of professionalization adult educators (I. Maslo., 

2013). 

The are several psychological researches in the last years, mapped by Downes with a holistic 

approach that ñaddresses why people are reluctant to engage with education and trainingò (Downes, 

2014b, p.4). The reasons are investigated in the context of the need to implement a new holistic 

structural system on preventive measures. According to Downes (in cited Downes, 2014b), a 

holistic approach of prevention/intervention and compensation measures is required (based on 

Burkhart 2004; Reinke et al., 2009):  

¶ Universal prevention (ALL) applies to educational and community -wide systems for all 

VET learners. 

¶ Selective prevention (SOME GROUPS) targets specialized group systems for learners at risk 

of early school leaving/early school-leavers with strong potential for re-entry to VET (see 

also Microlycee, France: Ecorys 2013 ïcollocation, common management 

structure/headship, specialist teachers but interaction with mainstream staff, same 

progression routes). 

¶ Indicated prevention (INDIVIDUAL-INTENSIVE) engages in specialized, individualized 

systems for learners with high risk of early school leaving, chronic needs or multiple risk 

factors (European Commission, 2013c ï learn by doing, fishing, canoeing, cooking, outdoor 

activities for learning ïexpensive).  

According to Downes (2011a; 2011b; 2013; 2014a; 2014b), recognising a range of 

needs of the individual that are not just academic has to been mentioned. The multi-faceted nature 

of the ESL risk should be understood as diverse combinations of: 

 

ÅMental health. 

ÅSleep. 

ÅRelations with teachers. 

ÅRelations with peers. 

ÅAssumed connection with the individual. 

ÅRelevance. 

ÅEmotions -relationships. 

 

 Also, early leaving represents a complex challenge at individual, 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 address 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 countries' broader 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 

socio-economic climate ï on higher economic growth, measures 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 sustainable (European 

Commission/EACEA/Eurostat/Cedefop, 2014b, p. 9). 
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 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. The Czech 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, 2014b, p.10). 

 The official EU data places young people in a variety of situations within the same broad 

category of óearly leaversô, notably (European Commission/EACEA/Eurostat/Cedefop 2014b, p. 

103): 

 Those who never started an upper-secondary education programme (non-starters).  

 Those who started a programme, but failed to complete it (drop-outs). 

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

 

 Further, while the EU indicator limits early leavers to a particular age group (18 to 24 year olds), 

national definitions are typically not limited by age ï with age coverage instead reflecting the 

national context with respect to participation in upper secondary education. The different indicators 

on ELVET available at the national/regional levels in Europe typically measure the incidence and 

rate of non-completion among the student population, and/or non- attainment among the student 

population or the resident population of the same age (European 

Commission/EACEA/Eurostat/Cedefop, 2014b, p.10 , p.5). 

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

đ Across several European countries and regions measures of the non-retention (or non- 

completion) of students are used to provide information on the level and rate of ELVET. 

However, based on these measures it is not possible to distinguish drop-outs from cases of 

student mobility. This data is helpful to understand which programmes or VET providers 

face greatest difficulties regarding non-retention, 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 and Italy provide examples 

of approaches that measure the occurrence of drop-out by counting the incidence of 

programme interruptions. 

đ Reflecting labour market concerns of having a qualified workforce, indicators of non-

attainment of a certain qualification are adopted 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 or upper secondary VET levels. Belgium (French community), 

Germany and Austria are examples of this. 

 

 According to the report November 2014 (European Commission/EACEA/Eurostate/Cedefop, 

2014b) the national indicators and measurement challenges suggest that there is considerable 

discrepancy between those that drop-out 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 is used to assess the extent to which: 

¶ Early leaving is an issue of those that discontinue an on-going course or fail the final 

examination, rather than those never starting an upper-secondary programme. 

¶ Drop-out events are definitive, i.e. whether those dropping out return to education and 

training in future periods, and how often this occurs. 

 This analysis shows that early leaving is primarily a drop-out phenomenon and not starting 

upper secondary education and training is not really common. 

Conceptual framework of the ñMonitoring of ESLò 

The conceptual framework on ñmonitoring of ESLò is built on the pedagogical understanding of 

I. Maslo (I.Maslo, 2002). This understanding of monitoring is founded on several theoretical 

sources. Its bases are: in the cultural anthropology of Herskovits (1948), in which all the 
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components of the culture education of the individuals are approached in a unified system: culture, 

society, socialization, learning, personality (in cited I.Maslo, 2002, pp. 72-73); in Watzlawickôs 

symbolic interactionism (Watzlawick, 1972), where the ñindividualsô socialization process is seen 

as a symbolic interaction é putting the accent in the contents and the relation as the two basic 

components of communicationò (in cited Maslo, 2002, p. 73); in the Eriksonôs theory of 

development of children (Erikson, 1979), where family, kindergarten and preschool education, 

school, childrenôs life spaces, and relations with peers are seen as spheres of individualôs socio-

cultural experience. In these spheres, people learn social laws and the new conceptions of socio-

cultural action that correspond to them, and that child transform into the pre-existent ones. This 

allows children already in the adolescences period (12-16 year old) to understand ñwho am I in 

society?ò, and ñhow is my society like?ò (in cited I.Maslo, 2002, p. 73); in the research of Gagn® 

(Gagne, 1980), who, looking at the development of children, underlined the development of 

interaction of individual and socio-cultural environment (in cited I. Maslo 2002, p. 73); Bruner 

developmental theory (Bruner, 1973), who accented that ñchildren in school age learn the laws of 

relations and society not only at school, but also in the surrounding out of the schoolò (in cited I. 

Maslo, 2002, p. 73); in the theoretical works of Aebli (Aebli, 1963), who put the accent on ñpupilsô 

self-development, stressing that young people construct by themselves their knowledge, and the 

school help them to improve the attitude towards learning materials and learning activityò (in cited 

I. Maslo, 2002, p. 73). 

 Based in the results of the literature analysis, I.Maslo (I.Maslo, 2002) stresses the necessity of 

monitoring the socio-cultural experience, which is the theoretical foundation for timely monitoring 

the situation of school drop-out in Latvia. Maslo (2002) defined the task of monitoring as ñlooking 

at the development of the study process and at learning from the perspective of the institutional 

educationò (I.Maslo, 2002, p. 67). Therefore, it is necessary to look at monitoring from the 

institutional perspective of evening-shift schools and of the administrative structures. Monitoring 

can be seen as a process of contribution to the changes. ñIf education is understood as a 

socialization institution, then all the educational society should 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 

systemic-constructivisticò (I.Maslo, 2002, p. 68). All this allows defining the monitoring of the 

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 diversity of the 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, controlling, analyzing and predicting the reasons and challenges of 

early school leaving. 

2) A system of observing, controlling, analyzing and predicting the care help and support that is 

provided to people who learn (in the context of this research project they are the 18-24 

youngsters who dropped-out 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 be related to: 

1. The study of the socio-cultural 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 education and counselling availability for implementers of mentoring.  
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The monitoring process (I.Maslo 2002, p. 72) has to be understood as tripartite process: 

¶ Competent observation, realizing the supervision. 

¶ Supervision of the process and to examine its development. 

¶ 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): 

¶ Activity used for the acquisition of a teaching and learning culture and their two component 

parts. 

¶ Teaching and learning activity, where people acquire a culture and develop him/herself; this 

self development at the level of activity improves the culture.  

¶ Culture as a special content of teaching and learning process, and its performers and 

instruments as constituents of the culture (educational institutions, didactic models etc.). 

 

 ñThe child him/herself, his/her parents, peers and teachers, who work in the classroom, are 

learning worlds, which present learning models and constitute his/her learning conditions 

(individual and environmental conditions). The learning person identify (recognize) the information 

acquired in the learning worlds, and s/he transform it into his/her own world and evaluate them. 

Pupils at school adopt 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 from own learning model, or 

aggressive models, or those which are respected in society. So, by researching pupilsô teaching and 

learning models, conclusions can be drawn about pupilsô cultural experienceò (I. Maslo, 2002, p. 

73), because experience is essentially social. Therefore, in the monitoring process, together with 

research on teaching and learning models, the following elements should be taken into 

consideration:  

¶ Social, regional, school and class context as differentiated plans of cognitive action that 

 condition the self regulated possibilities of active action, including self-control and self-

 evaluation, which help children in school age to learn to observe, compare and measure. 

¶ Learning biographies. 

¶ Structures of interaction (norms, traditions, values, laws) that enlarge the exchanges of 

 information during the process of acquisition of a culture.  

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

 

Analysing pupilsô socio-cultural teaching and learning experience that appears in monitoring 

situations, it will be possible to characterize: 

¶ Conformist learning models, which are similar to those offered in formal education, and   

 that can be often observed in people who has low self-confidence and self-assurance.  

¶ Integrative socio-cultural teaching and learning models and their different cultural functions, 

which stimulate diverse teaching and learning paths.  

¶ Existing global, social and individual situations that form the world where children lives 

 nowadays; and their very complex and diversified socio-cultural structure that children 

 recognize, experience and understand (I.Maslo, 2002, p. 73). 
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The structure of monitoring system (I.Maslo, 2002) is composed by: 

¶ Longitudinal researches in several stages, in order to define the relations between the 

school opportunistic (socially compliant) and socio-culturally integrative structure, and the 

individual development of the person. 

¶ International comparative research on school achievements, which would help to create  a 

national monitoring system in the country, in order to evaluate the quality of education 

provided by Latvian schools.  

¶ Experimental and quasi experimental research on socio-cultural learning, with an 

 orientation on optimization of classroom work, teacher training and further education 

 (I.Maslo, 2002, p. 73). 

 

The objective of educational research is to look at the development of teaching-learning process 

and to learning from the perspective of institutional education. In this context, the following aspects 

should be researched:  

¶ How the teaching process at school influence learning?  

¶ How learning processes influence personôs interpersonal relations (introspection) and 
 individual development? 

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

 

 In order to implement the monitoring of the situation of early school leaving, the 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 of 

monitoring (European Commission/EACEA/Eurydice/Cedefop, 2014a). The literature review 

provided by the last Eurostat/Cedefop report November 2014 (European 

Commission/EACEA/Eurostat/Cedefop, 2014a, pp. 30-36) is very helpful for the understanding of 

monitoring the ESL. Some aspects of education systems such as grade retention, socio-economic 

segregation or early tracking are identified as having a negative influence on the rates of early 

leaving. Grade retention may increase educational inequalities, and the socio-economic segregation 

of schools may only aggravate the situation of low achievers in geographical areas characterised by 

low levels of socio-economic status and student achievement. Directing students into different 

educational pathways or tracks too 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 childhood education 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 

market can act as ñpullò or ñpushò factor in the early leaving process. Good employment 

opportunities for low-qualified 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: school-based factors and factors related to the 

individual, family and social background (Thibert, 2013). A number of family-related factors such 

as family instability and lifestyle, single-parenthood, poor living conditions, physical and mental 

health and domestic violence can, moreover, increase young peoples' likelihood of giving up 
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education and training prematurely. Other family-related factors such as parent-child relationships 

and parental involvement in children's education can also play a role (European Parliament, 2011). 

 Regarding the employment status and 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, is associated with 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 cultural capital of their children (Flouri and Ereky-Stevens, 2008). 

Socio-economic disadvantage and educational disadvantage are thus closely interrelated 

(Eurofound, 2012). Living in households with low work intensity, or affected by poverty or severe 

material deprivation coupled with low levels of educational attainment among parents is likely to 

have a detrimental impact on children's education (European 

Commission/EACEA/Eurostat,/Cedefop, 2014b, p.36-37).  

 Continuous and systematic monitoring and evaluation of all 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 exchange of good practice (European 

Commission, 2013a). 

This approach in the understanding of monitoring is known as ñearly warning systemò 

formation as precondition for pedagogical intervention.  

 

Conceptual framework of ñEarly warning system (EWS) of ESLò 

 ESL-warning system is one of the main tools for pedagogical intervention, and it is a challenge 

not only in Latvian context, but in all European countries. Lessons in prophylaxis of ESL can be 

learnt from Asian good practice, where the countryôs ESL monitoring system plays a major role in 

the pedagogical intervention.  

 

 The abbreviation óEWSô (Early Warning System) is used as a broad term to describe systems, 

activities and programmes related to the identification early warning signals and risk factors related 

to ESL (European Comission, 2014b). This means that EWS can take 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 data 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 challenge 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 as something that was ópredictableô or óexpectedô for 

example among some specific groups of students, 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 

education show ódistress signalsô for months, if not years. Young people give such signals at school 

and/or outside school. Students with more than one signal tend to demonstrate an even higher 

probability of dropping out. Such ódistress signalsô, typically known as óearly warning signalsô, are 

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) consensus on this among policy makers.  
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 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 

ESL risk factors are often referred to as óearly warning systemsô (EWSs). 

 The understanding of the complexity of ESL-warning is based on the premises provided by 

literature review (European Commission/EACEA/Eurydice/Cedefop/Eurostat, 2014a, p.103). So, 

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 

ñghettoisationò with increased risk of and consequences for early leaving (compare with I. Maslo 

2002, 2005). Educational approaches and teaching methods that do not pay sufficient attention to 

the needs of migrant students, as well as ethnic discrimination in some educational institutions may 

further impede studentsô chances of success in school (Luciak, 2004). In terms of ethno-cultural 

minority groups, Roma and Irish Travellers have often been identified as being among the most 

disadvantaged groups in education and consequently at greater risk of leaving school early (Luciak, 

2006; Jugoviĺ and Doolan, 2013). The different experiences of boys and girls in compulsory 

education impact also ESL. It is believed, for instance, that boys are prone to more difficulties than 

girls in adapting to the school environment (Nevala et al., 2011). Some school-related 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, bullying, etc. Furthermore, individualsô 

school-related 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 leaving are: 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 socio-economic 

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, in particular, evidence of the detrimental effects 

of grade retention on students' academic, socio- emotional 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. Thompson 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 repetition. Research based 

on the experiences of 856 early leavers revealed that 88 % left school due to their experiences of 

grade repetition (Mena Mart²nez et al., 2010). A systematic review of seventeen studies examining 

factors associated with dropping out of secondary 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 stressful life-event, which negatively affects their 

self-esteem (Anderson, Jimerson and Whipple, 2005) and thus increases school failure, high-risk 

behaviour and the likelihood of leaving early (Field, Kuczera and Pont, 2007; Rumberger and Lim, 

2008). 

 Longitudinal studies reveal that grade retention is linked to an increased risk of dropping out of 

school (Jimerson et al., 2002; Allensworth, 2005), together with student level variables such as low 

self-esteem, problematic behaviour, low academic achievement as well as family level variables 

such as lower maternal 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). Irrespective of the reason, 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 where socio-economically 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 socio-economic segregation on the composition of the student population in a school is, in 
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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 (Audas and Willms, 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 strong negative impact 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 (Hanuschek and WºÇmann, 2006; OECD, 2012). Early tracking 

can trigger a vicious cycle in teachers' and students' expectations. Teachers can have lower 

expectations from low-performing students; and students consequently adjust their expectations and 

efforts (OECD, 2010). Moreover, students cease to benefit from the positive influence of being 

around their more advanced peers (Hanuschek and WºÇmann, 2006; Rumberger and Lim, 2008). 

Finally, more experienced and competent teachers tend to teach in more academic education 

institutions (OECD, 2010). As a result, students who find 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 Commission, April and May 2013). 

 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 not sufficiently 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 important role to 

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 demands, as 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 (Tumino & Taylor, 2013). The choices they make, however, can 

have a significant impact on their career. High levels of unemployment may, however, influence 

studentsô decisions in a similar way: if they observe that the probability of unemployment is high 

regardless of 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 capital (De Witte 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 San Segundo, 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 lower rates of early leaving in these countries, whereas high adult unemployment tends to 

increase dropout rates. 

 Finally, a well-developed vocational education sector may help prevent students from leaving 

the system early. In the presence of attractive labour market 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). 

Also, Early Warning Systems (EWS), as a necessary part of ómainstreamô school monitoring 

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 the results 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, family-related and emotional 

factors. Consideration should also be given to the impact of critical life events (including traumatic 
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events) on the personal development of a young person. The challenges associated with EWS 

include having a clear understanding of their scope, context, methodology and benefit. EWS 

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

the specific context of the school. 

 

Conceptual framework of ñAnalytical competenceò 

In order to provide a comparative perspective, the theoretical framework of this research applied 

the same main categories used in the international investigation on ñanalytical competenceò 

realized in the framework of ASEM HUB LLL in 2009 (Lindenskov, 2009; Jurjans et al., 2010). 

The term of ñanalytical competenceò refers to the ability ñto be a doerò in mathematics in different 

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 thinking is also 

needed. 

Early school-leavers 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 evening (shift) schools were asked the same questions. 

 

Conceptual framework of ñTeaching and learning transactionò (in cited Birzina, Fernate, 

Luka, I. Maslo, Surikova, 2012, p.131-122).  

The conceptual framework of the present research is based on the model of the teaching and 

learning transaction (Garrison et al., 2000; 2005), and in the model of systemic-constructivist 

learning (Reich, 2005). 
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The Model of the Teaching and Learning Transaction 

While human interaction (learner to learner and learner to instructor) is often 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 & Cleveland-Innes, 2005). Randy 

Garrison and others (Garrison et al, 2000) elaborated the model of the teaching and learning 

transaction in a text-based communication medium. The model assumes that in an e-community, 

learning occurs through the interaction of three core components: cognitive presence, teaching 

presence 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 socially and emotionally, as órealô 

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 construct personal meaning and confirm mutual 

understanding. The theoretical framework of the Community of Inquiry represents a process of 

creating a deep and meaningful (collaborative-constructivist) learning experience through the 

development of three interdependent elements ï 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: 

¶ Emotional expression: the capacity to express 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 experience. 

¶ Open communication: social presence is expressed in open communication in the form of 

mutual awareness and recognition of each otherôs contributions. Mutual awareness builds 

group cohesiveness and helps to shape each participantôs learning activities. 

¶ 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 critical inquiry and the 

quality of the discourse are facilitated and optimised when Early school-leavers 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. This category might be described as 

focused collaborative communication that builds participation and empathy. 

 

Conceptual framework of ñEvening (shift) school teachersô core competenciesò 

In order to assess the core competencies of the teachers at the evening (shift) schools, the frame 

of Transnational Delphi Survey conducted by the project ñQualified to Teachò ī QF2TEACH 

(Bernhardsson, Lattke, 2011) as important instruments currently in use in European and Asia 

countries was used. This tool was adopted in a number of Eurasian countries of ASEM HUB LLL 

(2009-2011) 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 Delphi Survey developed in the first phase of the QF2TEACH project) is developed 

and structured in three parts. The first part included questions on competences of AEFs. The first 

part of the questionnaire, concerning competences of AEFs, was structured in nine domains: 

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 of learning processes; didactical- 



 

44 

methodological domain; personal development and reflection. In the second part the participants 

were asked to give their opinions on selected aspects of the development of the occupational and 

professional field. The aim of this part was to explore the target groupôs views on policy aspects 

(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). In the third part, the participants were asked to 

give some personal opinions (Bernhardsson & Lattke, 2011, pp. 23-24). 

 

Conceptual and legal framework of ñWorkplace learningò 

The conceptual and legal framework of workplace learning is quite diverse, thatôs why different 

approaches and 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. Apprenticeship 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 master and the apprentice.  

Bente ElkjÞr (Elkjaer, 2007) addresses workplace learning and organizational learning as the 

same object of two different scholarly traditions. Both traditions share the opinion that the 

workplace/organization is the learning environment and constitutes the learning community. That 

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 learning. However, it is 

commonly understood as traineeship as part of formal vocational education programme, as 

described in the Vocational Education Law (Legislation, 1999). This law also stipulates employersô 

responsibility to take part in work, ensuring the necessary work conditions for early school-leavers 

at the traineeship placement, in order to allow for early school-leavers to have the possibility to 

practise in actual work conditions. Workplace learning has also been stipulated by the Law on 

Support for Unemployed and Job Seekers (Legislation, 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 measures, inter alia learning in workplace settings.  

The regulation of the Cabinet of Ministers on State Vocational Education and Apprenticeship 

Programmes Standard (Legislation, 2000) defines workplace learning as compulsory for 

Vocational Education and Training (VET) early school-leavers. 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 professional higher education as stated in the 

Cabinet of Ministers regulation on the First Level Professional Higher Education State Standard 

(Cabinet of Ministers, Regulation No. 141, 2001) obliges early school-leavers to spend at least 30% 

of 80-120 credits in traineeship. Moreover, 16 credits should be received in a real workplace 

environment. Professional Bachelorôs degree can be obtained if the regulation on the Second Level 

Professional Higher Education State Standard (Cabinet of Ministers, Regulation No. 81, 2001)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 programmes that lead to vocational mastersô degree. 
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In cases which are different from the previously mentioned, workplace learning is not compulsory. 

Voluntary workplace learning usually occurs in non-formal or even informal form way of learning 

where either employers or employees have their own goals to achieve through workplace learning. 

The National Strategies for Lifelong Learning in Latvia (2007-2013) (Legalisation, 2006) define 

lifelong learning as the education process that takes place lifelong and is based on the peopleôs 

changing needs to acquire knowledge, skills, experience in order to promote or change their 

qualification according to the requirements of the labour market and oneôs own interests and needs 

and it develops oneôs natural abilities alongside with the promotion of new competences. 

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 at workplaces 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 competence development 

(latv. dzǭvesdarbǭbai) (Tilla, 2004). (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 workplace and outside of it (Akopova, 

2005). The main concept used for exploring the preventive and compensatory measures supporting 

the engagement and reintegration of 18--24 year old early school-leavers in lifelong learning is 

based on Karen Evan' s workplace learning approach (Evans et all, 2011) where work-based 

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 to be explored through the dynamics of different scales of activity: societal, 

organisational and personal.  

 

Conceptual framework of the ñChallengesò 

Systemic-Constructivist Understanding of Challenges for the Improvement of the Development 

of Kersten Reich (2005)  

The founder of the systemic-constructivist learning approach, analyses the individualôs 

perception of reality, taking into consideration three categories: experience, sense of well-being and 

social recognition. These categories manifest how different people may be, including their desires 

and expectations, motivation and physical status, illnesses and physical attributes, which explain 

the variety of learnersô expectations from the study process. Therefore it becomes an especially 

significant task to create such a study, which would provide appropriate a learning environment to 

different people. 

 

Conceptual framework of good practice 

A framework for the case studies for selection of good practice and for the detailed description 

of good practice was worked out. A multidimensional context analysis of good practice was done. 

Context analysis was based on the key factors of determining ñGood practicesò (Federighi & 

Torlone, 2010, p. 56). Using the understanding of good practice for enabling the low skilled to learn 

as ña complex subject that is made of various cultural componentsò (Federighi & Torlone, 2010, p. 

55). This methodology, transferred from the project on Enabling the low skilled to take their 

qualifications ñone step upò (Federighi & Torlone, 2010) and described in the final report of this 

project, was used to define the ñGood practicesò of second chance education and learning. good 

practice has therefore been considered as a set of coherent and planned actions that lead to the 

achievement of the above mentioned goals, under sustainable conditions and with modalities 

enabling their partial or global transfer (Federighi & Torlone, 2010, p. 77). Good practice examples 

of supporting young people to move from enabling courses to higher level courses in a 
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compensatory perspective were selected. Selection criteria refer to areas and issues addressed by 

Paolo Federighiôs ñkey factorsò underpinning the ñGood practicesò. According to Paolo Federighi, 

ñthe analysis of ñGood practicesò has highlighted some key factors which tend to foster the success 

of the educational actions promotedò' (Federighi & Torlone, 2010, pp. 13 -14). These key factors 

are:  

 

Political and institutional framework: çthe political and institutional framework makes 

reference to the existence 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 

at outreach to low-skilled adults, é this means in particular a focus on work and everyday life as a 

source of new learning experiences, including informal learningè (Federighi & Torlone, 2010, 

p.13). 

The integrated strategic approach çrefers to the multiplicity of places and actors which are 

involved. To reach low-skilled adults it is necessary to transform their life and work environments 

into places of learning. The local community - with its libraries, museums, cultural centres, etc.-, 

the home, the business, the army, the association, the prison, etc. are all places which can generate 

learning experiences. The enhancement and promotion of effective interventions is based on the 

cooperation between institutional actors and non-institutional actors, who can assume specific 

roles in this matterè (Federighi & Torlone, 2010, p.13-14).  

The organisational components çmake reference to the necessity that the programmes aimed at 

outreach to low-skilled adults are equipped with three essential components: (1) political measures 

capable of impacting on demand (and which act on economic factors 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) measures 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 educators (Federighi & Torlone, 2010, p.14).  

The didactical design is çfounded 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 character takes form through direct connections with life 

phases and the vocational history of the low-skilled 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 

environment. 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 in workè (Federighi 

& Torlone, 2010, p.14). 

The evaluation and monitoring factor çhighlights the necessity of using a result-oriented 

approach as well as an approach that takes into consideration the desired impact of the 

interventions to be promoted. To achieve this, self-management and the constant improvement of 

the educational quality are required, but also the activation of an independent, modern public 

system of inspection and controlè (Federighi & Torlone, 2010, p.14).  
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PARTICIPANTS 

 

Profile of the early school-leavers who participated on the study 

Among the early school-leavers (early school-leavers -returners in the education) there were 160 

males (45.7%) and 190 females (54.3%). Among the early school-leavers/graduates as participants, 

71 (20.3%) had high and/or good learning outcomes; middle ï 238 (68.0%); low ï 20 (5.7%); 

unknown ï 21 (6.0%). Also there were early school-leavers/graduates with different biographical 

background of learning history, namely: early school-leavers who used the second chance 

education opportunity and then left the evening (shift) school without any learning outcomes ï 15 

(4.3%); early school-leavers who used the second chance education opportunity, graduated and 

upgraded the education at level 1 and level 2 EQF ï 20 (5.7%); early school-leavers who used the 

second chance education opportunity, left the evening (shift) school and returned to school again ï 

59 (16.9%); early school-leavers who used the second chance education opportunity and were 

participating in learning during the study ï 154 (44%); others ï 82 (23.4%); unknown ï 20 (5.7%).  

The early school-leavers/graduates participants had different education levels: received a 

Certificate of the basic education ï 239 (68.3%); with general secondary education ï 20 (5.7%); 

with basic vocational education ï 20 (5.7%); with vocational secondary education ï 1 (0.3%); 

received a school report (not a Certificate) ï 5 (1.4%); other ï 21 (6.0%); unknown ï 44 (12.6%). 

From 350 participants 304 (86.9%) have studied in Latvian, 4 (1.1%) have studied in Russian, 3 

(0.9%) ï bilingually (in Latvian and Russian), 39 (11.1%) ï unknown. The profile of the sample of 

early school-leavers/graduates as participants of Cycle 1 of the study (2011-2012) is available on 

demand. 

 

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

There were 14 (9.2%) males and 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 school-leavers; 25 (16.3%) ï with middle level of collaboration; 11 (7.2%) 

ï with low level of collaboration; 7 (4.6%) ï unknown. Profile of the sample of evening (shift) 

school teachers is available on demand.  

 

Structural units of second chance education that participated on the study 

22 from 25 Latvian adult formal second chance education institutions participated in the web-

based survey in 2011-2012. 21 of them are from evening (shift) and/or extramural and/or distance 

learning schools: Aizkraukle, Aizpute (with 3 formal adult education units integrated with 

professional education institution), 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 semi-structured and narrative biographical interviews (Kvale, 

1996) mixed with focus group discussions were organised. Five focus groups discussions for early 

school-leavers 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 2012), Livani (7 November 2012), Riga (14 November 

2012), and Limbazi (28 November 2012). Total number of reached people was 116 across the 

country. 72 of them were early school-leavers (male=24; female=48) and 44 ï second 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 units had participated at the Cycle 2 of the study taking part in 

interviews and focus group discussions in five different places of Latvia in 2012-2013 (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, Madona, Preili, Rezekne, Riga (5), Saldus, Talsi, 
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Tukums, Ventspils), and three (3) general secondary schools from Cesis, Limbazi and Valmiera, 

offering evening (shift) education and training programmes. 

 

 
 

Figure 1: Formal second chance structural units participated in Cycle 1 (web-based survey) in 2011-2012  

 

 
Figure 2: Formal second chance structural units participated in Cycle 2 of the study (interviews and focus group 

discussions) in 2012-2013 

 18 evening (shift) and/or extramural and/or distance learning schools participated in the process 

of context analyzes of good practice (see Figure 3): Riga (5), Jurmala, Ventspils, Rezekne, 

Jekabpils, Jelgava (2), Aizkraukle, Gulbene, Tukums, Livani, Talsi, Ludza, Preili), and two general 
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secondary schools (from Cesis and Limbazi) offering evening (shift) education and training 

programmes. 

20 schools from Latvia (see Figure 3) have participated in the process of describing and 

analysing ñGood practicesò. The materials were received from schools electronically 

and generally consisted from the updated statistical data, PowerPoint presentations 

and video files of good 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/2007-2013/esf/atbalsts-

petijumiem/atbalsts-izglitibas-petijumiem/izaicinajumi2/2013-2014/riga/ 

Group 2.  Vidzeme: http://www.lu.lv/par/projekti/es/2007-2013/esf/atbalsts-

petijumiem/atbalsts-izglitibas-petijumiem/izaicinajumi2/2013-2014/vidzeme/  

Group 3.  Kurzeme: http://www.lu.lv/par/projekti/es/2007-2013/esf/atbalsts-

petijumiem/atbalsts-izglitibas-petijumiem/izaicinajumi2/2013-2014/kurzeme/  

Group 4.  Zemgale: http://www.lu.lv/par/projekti/es/2007-2013/esf/atbalsts-

petijumiem/atbalsts-izglitibas-petijumiem/izaicinajumi2/2013-2014/zemgale/  

Group 5. Latgale: http://www.lu.lv/par/projekti/es/2007-2013/esf/atbalsts-petijumiem/atbalsts-

izglitibas-petijumiem/izaicinajumi2/2013-2014/latgale/  

 

Participation of research team in five regional seminars organised in the frame of the project 

ñImplementation of the European agenda for adult learningò (leaded by MoES and funded by EC, 

grant decision No 2012-3753/001-001) allowed to specify the study context within regional 

planning and to select the examples of good practice by analysing the work experience of 15 

municipalities and local governments (see Figure 3) in the field of supporting of adult education 

and learning (e.g., second chance education for adults): 

 

1. Zemgale planning regionôs seminar ñAdult education and learning: Opportunities and 

needsò (26 February 2013, Jelgava);  

2. Kurzeme planning regionôs seminar ñAdult education and learning: Opportunities and 

needsò (25 May 2013, Ventspils);  

3. Latgale planning regionôs seminar ñAdult education and learning: Opportunities and needsò 

(12 June 2013, Rezekne);  

4. Vidzeme planning regionôs seminar ñAdult education and learning: Opportunities and 

needsò (7 November 2013, Valmiera);  

5. Conference ñAdult education policy and implementation in Latvia: 1993-2013 and 2013-

2020ò (17 December 2013, Riga).  
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Figure 3: Structural units of formal second chance education, local and regional development planning 

governments who participated in Cycle 3 of the study (context analysis of good practice) in 2013-2014 

 

 

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 collected through the analysis of Cedefop and Eurostat 

publications (European Commission, 2010, 2011, 20012, 2013, European 

Commission/EACEA/Eurydice/Cedefop, 2014), through the participation on expert 

workshop on the structural (universal, selective and indicated) indicators of monitoring 

(Cedefop. 2014), and through analysis of the information obtained from the EU education 

interactive monitoring data base of the Centre for Research on Education and Lifelong 

Learning (CRELL, 2014). 

2. The electronic information about ESL monitoring indicators at the 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 (MoES, 2010, 2011, 2012, 

2013). 

3. The information about the innovation in the development of indicators for ESL monitoring 

systems at the national level was obtained from the website of the State Education Quality 

Service (SEQS, 2014). 

4. As an additional instrument, telephone interviews with experts of SEQS (2 experts), 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 were consulted. 

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 research the situation of identification of ESL in the evening (shift) school of the five 

Latvian regions was analyzed (SEQS, 2014).  
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The following indicators were analyzed:  

 

¶ Indicators for identification of ESL in evening (shift) schools of Riga (University of Latvia, 

2013a). 

¶ Indicators for identification of ESL in evening (shift) schools of Vidzeme (University of 

Latvia, 2013b). 

¶ Indicators for identification of ESL in evening (shift) schools of Kurzeme (University of 

Latvia, 2013c). 

¶ Indicators for identification of ESL in evening (shift) schools of Zemgale (University of 

Latvia 2013d).  

¶ Indicators for identification of ESL in evening (shift) schools of Latgale (University of 

Latvia, 2013e). 

 

15 evening (shift) schools voluntarily participated in this phase of the study.  
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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 done. The 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 

ñperspective discrepancy assessmentò on early school leaving. The theoretical bases for exploring 

the reasons to leave the school early are built on the ñorganizational concept of ñperspectiveò 

developed by Mezirow (1981). Mezirow adopted Beckerôs (1968) interactionist tradition in 

sociology, as exemplified, in the work of Glaser and Strauss (1967) and Becker, Geer and Hughes 

(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 situation; 3) ñcriteriaò of judgment (standards of value against which people are judged) 

(p.144-145), developed in the notion of the ñperspective discrepancy assessmentò. This perspective 

was adopted in the evaluation of: 

  

1) The findings of early school-leaversô interviewing (42 biographical stories) at evening (shift) 

 schools. 

2) The early school-leaversô statements (350 survey responses) and evening (shift) school 

teachersô perception  of ñgood learningò (165 survey responses). 

3) The perceptions of the good support practice (75 speakers x 10 questions= 750  expressions) 

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 discrepancy evaluation of successful learning. 

First, eventual reasons to leave the school early were explored in narrative biographical learning 

stories by analysing interview expressions ex post facto. Next, the explored reasons we tested 

through the evaluation of evidences find out analysing the challenges in 1) difficult subject 

learning, 2) e-learning, 3) emotional- relationships with teachers and peers, 4) workplace learning 

etc. Challenges were seen as proved reasons to leave the school in post-fact perspective. 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 education as compensatory 

measure facilitating early school-leavers engagement in learning (2011-2012) 

The selection of thematic research field of ñchallenges and opportunities of second chance 

educationò was done on the bases of analysis of the ASEM LLL research topics and instruments, 

and data obtained in ASEM LLL research network studies during 2007-2014. The thematic topics - 

as new challenges  and opportunities to facilitate the LLL - are grouped in four thematic research 

groups related to available ASEM comparative countries reports on: 

 

(1) E-learning (Lee et all, 2013). 

(2) Workplace learning (Chisholm, L et all, 2012). 
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(3) Adult teaching professionalization  (Sava et al, 2009).  

(4) Facilitating learning outcomes in school subject teaching (Gobb, Gressalfi & Hodge, 2009; 

Lindenskov, 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 groups of participants, all survey segments were 

translated in Russian. 503 personal invitations (addressed to 350 early school-leavers/graduates and 

153 educators) to participate in web-based survey were sent out using the snowball technique 

(Trost, 1986). Each respondent has received his/her own individual code which should be entered at 

the end of completion of all the five online segments of web-based survey. Data collection was 

electronically monitored and fixed regularly considering the participantsô individual codes. 

Considering the difficulty of access 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 sample. At first, questionnaires were sent to all participants (early 

school-leavers and teachers). They provided the contact with the next wave of participants, and so 

on, using the multi-stage sampling. 174 participants (e.g., 94 early school-leavers/graduates and 80 

teachers) have completed the first segment of the web-based survey (26% of total number of 

returned questionnaires, see Table 2). Then the multi-stage sampling technique was used, selecting 

samples from samples, each sample was drawn from the previously selected samples. The total 

number of completed questionnaires made it possible to reach a representative sample of 667 

responses (see Table 2). 

 
Table 2: Number of participants reached using the snowball and multi-stage sampling techniques  

Five segments of web-based survey  

Frequencies  

Early school-leavers Evening 

(shift) 

schools' 

teachers 

Total 

Total 18-24 25+ unknown 

Segment 1 on e-learning  94 79 15 - 80 174 (26%) 

Segment 2 on workplace learning  47 40 7 - 79 126 (19%) 

Segment 3 on core competencies of learning 

facilitators  54 43 8  3 64 118 (18%) 

Segment 4 on learning motivation and 

learning opportunities for employees  41 35 6 - 69 110 (16%) 

Segment 5 on difficult study subjects for 

detecting teachersô didactical approach  65 57 8 - 74 139 (21%) 

Total 301 254 44 3 366 667 (100%) 

 

The data were analysed using mixed method (qualitative and quantitative) approach for 

searching of evidences-based challenges in the development of strategies for early school-leavers in 

Latvia related to the research questions No 1 and No 2 of the study: 1) What are the new challenges 

for the second chance education which are being transformed in new opportunities for facilitating 

early school-leavers participation on upgrading their education? 2) What are the key elements in 

cultures of support that successfully re-engage young people in education?  

Mann-Whitney U test was run to determine if there were statistically significant differences in 

participantsô view between evening (shift) school teachers as adult educators and early school-

leavers, as well as between 18-24 years old early school-leavers and older early school-leavers 

(25+). Crosstabs were run to determine the relationship, firstly, between two variables such as 

participantsô group (educator & learner) and opinion; secondly, between two variables such as 

learnersô age (18-24 & 25+) and opinion. Cluster analysis ï to create the implicit concept of the key 

elements of cultures of support, related to the research question No 2: What are the key elements in 
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cultures of support that successfully re-engage young people in education? Findings 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 various perspectives from Asian and European members through face-to-face 

activities in Riga and the use of e-tools. In our opinion, this type of collaboration may be useful for 

future studies. 

 

Selection of the practices that support young people to move from enabling courses to higher 

level courses in compensatory and preventive perspective (2012-2013)  

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 level courses related to research 

question No 3: What practices support young people to move from enabling courses to higher level 

courses? The biographical learning stories were audio- and video-typed and collected as audio and 

video data files. The data files were 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. Maslo, 2004, 2006, 

2008; Illeris 2010) were processed and analysed using theory based (Doornbos, Simons, Denessen 

2008) thematic coding, abstracting the transformative learning ñleitmotivò (Strauss & Corbin, 

1990), and open coding for exploring the definition of learning during the processing and analysis 

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

leaving the school in compulsory school age in adultsô (18-24) biographical learning contexts. 

 

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

Questions Multiply codes Thematic codes (description) 

Q1: How and what did you feel 

when something have been 

learnt by you?  

Q1_Lear_out Lear_out_a_what (had a new attitude/ interest/willingness to do 

something; wellbeing from doing well a task, work, own success etc.) 

Lear_out_c_what (had a competence as a learning outcome: can 

explore what and how to do, is able to use knowledge, skills acting 

independent and responsible) 

Lear_out_k _what (had created the new knowledge as a learning 

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 task) 

Q2: Did you have any new 

situation in your everyday life 

which you did not solve before?  

Q2_T_LO_NS T_LO_NSp (had ability to transfer learning outcomes in a new 

situation) 

T_LO_NSn (did not have a ability to transform the learning outcomes 

in a new situation) 

Q3: Which are the aims of your 

further career development?  

Q3_Car_pl Car_pl_y (has plans of career) 

Car_pl_n (does not have plans of career) 

Q4: What experience related to 

learning do you have? 

Q4_Ex_L_E_p Ex_L_E_p (positive experience of learning) 

Ex_L_E_n (negative experience of learning) 

 

Q5: How many languages do 

you know and use? 

Q5_Lan Lan_mono (monolingual) 

Lan_bil (bilingual) 

Lan_plur (plurilingual) 

Q6: How do you learn 

languages? 

Q6_LanL LanL_for (language learning in formal education) 

LanL_non (language learning in non-formal education) 

LanL_inf_l (informal language learning in life situations) 

LanL_inf_w (informal language learning in work situations) 

Q7: Is it possible to learn 

something during the meetings?  

Q7_Meet_LOP Meet_LOP_p (meetings in work situations are perceived as learning 

opportunity) 

 

Meet_LOP_n (meetings in work situation are not perceived as learning 

opportunity) 
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Questions Multiply codes Thematic codes (description) 

Q8: Is it possible to learn 

something during your leisure 

time? 

Q8_Inf_LOP Inf_LOPp (leisure time is perceived as learning opportunity) 

Inf_LOPn (leisure time is not perceived as learning opportunity) 

Q9: Please describe in details 

any situation when you have 

learned something?  

Q9_OpL_SPat OpL_SPat (open learning situation patterns) 

Q9-1: Which part of your story 

do you associate with learning? 

(Definition of learning I) 

Q9_Def_Le_1 Q9_Def_Le_1_Lear_out_a_What (creating of new attitude/ 

interest/willingness to do something; wellbeing from doing well a task, 

work, own success etc.) 

Q9_Def_Le_1_Lear_out_c_What (competence development) 

Q9_Def_Le_1_Lear_out_k_What (creating of new knowledge) 

Q9_Def_Le_1_Lear_out_s_What (skill upgrading) 

Q9_Def_Le_1_Activity_orient_How (always doing) 

Q9_Def_Le_1_Assesm_orient_How (achievement of good mark in 

test etc.) 

Q9_Def_Le_1_Content_orient_How (creating of declarative 

knowledge) 

Q9_Def_Le_1_Process_orient_How (creating of processual 

knowledge) 

Q9_Def_Le_1_From_Who_Peer_Le (from colleagues/peers) 

Q9_Def_Le_1_From_Who_Ind_Le (Individually, individual learning) 

Q9_Def_Le_1_From_Who_Le_Outside (learning from competent 

peoples in life and work situation,. from outsiders (outsider) 

Q9_Def_Le_1_From _Who_Le_New_Coll (from new and less 

experienced-colleagues (new) 

Q9_Def_Le_1_From_Who_Le_Together (learning together) 

Q9_Def_Le_1_From_Who_Le_Expert (from expert colleagues 

(expert)) 

Q9-2: You said that the learning 

is... (Definition of learning II) 

Q9_Def_Le_2 Q9_Def_Le_2_Lear_out_a_What (creating of new attitude/ 

interest/willingness to do something; wellbeing from task well done, 

work, own success etc.) 

Q9_Def_Le_2_Lear_out_c_What (competence development) 

Q9_Def_Le_2_Lear_out_k_What (creating of new knowledge) 

Q9_Def_Le_2_Lear_out_s_What (skill upgrading) 

Q9_Def_Le_2_Activity_orient_How (always doing) 

Q9_Def_Le_2_Assesm_orient_How (achievement of good mark in 

test etc.) 

Q9_Def_Le_2_Content_orient_How (creating of declarative 

knowledge) 

Q9_Def_Le_2_Process_orient_How (creating of processual 

knowledge) 

Q9_Def_Le_2_From_Who_Peer_Le (from peer colleagues/peer) 

Q9_Def_Le_2_From_Who_Ind_Le (Individually, individual learning) 

Q9_Def_Le_2_From_Who_Le_Outside (learning from competent 

peoples in life and work situation,. from outsiders (outsider) 

Q9_Def_Le_2_From _Who_Le_New_Coll (from new and less 

experienced-colleagues (new) 

Q9_Def_Le_2_From_Who_Le_Together (learning together) 

Q9_Def_Le_2_From_Who_Le_Expert (from expert colleagues 

(expert)) 

 

The statements were analysed applying AQUAD 6 software (Huber & G¿rtler, 2003) in 5 

collaborative researchersô groups (Strods et all, 2005). During the data processing and analysis, the 

audio or video files were coded in several researchersô groups. Next, frequencies were counted, 

linkages were constructed to reduce the number of conditions and analysed in order to find 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 the implicit theories of emergence of transformative 

learning. Implicit theories on what is characterizing a good transformative learning environment 

(workplace, e-learning etc.) and how the interplay between the personal and collective motivations, 

emotions and engagement influence peopleô workplace learning were explored by analysing early 

school-leavers' and teachers' statements through the analysis of data frequencies tables and the 
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statistical significance of differences in early school-leavers and teachers statements. Using the 

potentiality for analysis of software AQUAD 6, the coded statements were transformed in ñtrue 

tablesò, from which several systems of conditions (implicants) were constructed using Boolean 

minimization technique. This technique allows developing grounded theory, stressing differences 

and similarities in the data (Doornbos, Simons, Denessen, 2008)., and underlining learning 

opportunities from each other . 

 

Context analysis of good practice (2013-2014) 

A multidimensional context analysis of good practice was done. Context analysis was based on 

the key factors of determining ñGood practicesò (Federighi & Torlone, 2010, p. 56) related to the 

research question Nr. 5: Which particular 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 education? The following key factors were mentioned: 

1) Political and institutional framework orientation (contributed by Federighi 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 design (contributed 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 of good practice for enabling the low skilled to learn as ña complex subject 

that is made of various cultural componentsò was used (Federighi & Torlone, 2010, p. 55). This 

methodology, transferred from the project ñEnabling the low skilled to take their qualifications 

ñone step upò (Implementation of action plan on adult learning, Public Open Tender EAC/27/2008) 

and described in the final report of this project was used to define the ñGood practicesò support 

learning in second chance education. Good practice was therefore considered as a set of coherent 

and planned actions that lead 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 socio-cultural contexts (Federighi & Torlone, 2010, p. 77) and were analysed 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 school-leavers in successful learning in second chance education (good 

practice in second chance education) was done. Subsequently the reasons on early school leaving, 

preventive and compensation measures that offer opportunities for education and training for 

those who have dropped out were unfolded. 

 

An evidence-based and international good practice-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 the biographical context of adult (18-24) early school-leavers. Subsequently, the 

prevention measures that seek to avoid the initial conditions of processes leading to ESL were 

unfolded, as well as the intervention measures that address emerging difficulties at an early 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 the collaborative (Strods et all, 2005) three-cycle study was discussed 

together with the representatives of evening (shift) schools and foreign external experts during the 
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national (inter-regional) and international meeting-workshop organised in Riga (7-10 September 

2011). The methodology of the study used web-based survey (Cycle 1) in a combination of 

interviews and focus group discussions (Cycle 2), and Context analysis of the good practice(Cycle 

3). The exceptional time frame of the collaborative three-cycle 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 national monitoring 

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 the definition provided by the European Commission, ñthe term 'Early School 

Leaving' includes all forms of leaving education and training before completing upper secondary 

education or equivalents in vocational education and trainingò (European Commission, January 

2011, p. 2), it is a complex phenomenon ñcaused by a mix of individual, educational and socio-

economic factorsò (ibid., p. 4) and ñcan be prevented through systematic evidence-based policiesò 

(ibid., p. 5). As it was mentioned in the European Commission document ñEurope 2020 target: 

Early leavers from education and trainingò (European Commission, 2013a). 

 

Early school leaving (ESL) is an obstacle to economic growth and employment. It hampers productivity and 

competitiveness, and fuels poverty and social exclusion. With its shrinking workforce, Europe has to make full use 

of its human resources. Young people who leave education and training prematurely are bound to lack skills and 

qualifications, and to face serious, persistent problems on the labour market (European Commission, 2013a, p. 1). 

 

As part of the Europe 2020 strategy, EU Member States (including Latvia) have agreed at the 

highest political level to set national targets on reducing early school leaving, taking into account 

their starting position and national circumstances. For example, national target of Latvia is <13.4%. 

The EU target for 2020 is to decrease the percentage of early school-leavers to less that 10%. 

According to the European Commission (European Commission, January 2011).  

 

Early school leaving will be addressed in the framework of their [i.e. EU Member States] National Reform 

Programmes (NRP) describing the strategies and actions they will undertake to meet their national targets. 

National targets on the reduction of early school leaving rates will foster policy development in this area and 

increase the pressure for efficient and effective policies. Reporting on the national Europe 2020 targets through 

the Annual Growth Surveys will put more weight on the monitoring of the effectiveness of policies, their 

successes and shortcomings. The existing strategic framework for cooperation in education and training, 

Education and Training 2020, its tools and reporting mechanisms will support the implementation of effective and 

efficient policies against early school leaving. It will provide a platform for highlighting Member Statesô progress, 

supported by the availability of solid and comparable statistics via Eurostat (European Commission, 2013a, p. 8). 

 The comparable statistical data via Eurostat show annually the percentage of 18-24 years old 

early school-leavers who have dropped out of basic, 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). 

 
Figure 4: The percentage of 18-24 years old early school-leavers in 2011 (by country). 

Retrieved from: http://ec.europa.eu/europe2020/europe-2020-in-your-country/latvija/progress-towards-2020-

targets/index_en.htm. 
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In Latvia, the dynamics of the percentage of 18-24 years old early school-leavers was monitored 

regularly: in 2005 ï 14.4%; in 2006 ï 14.8%; in 2007 ï 15.1%; in 2008 ï 15.5%; in 2009 ï 13.9%; 

in 2010 ï 13.3%; in 2011 ï 11.6%; in 2012 ï 10.5% (European Commission, June 2011, p. 10; 

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

percentage of 18-24 years old early school-leavers has been reduced gradually (see Figure 5). 

 

 
Figure 5: The percentage of 18-24 years old early school-leavers in Latvia and in Europe (2005-2012). 

Retrieved from: http://ec.europa.eu/europe2020/europe-2020-in-your-country/latvija/progress-towards-2020-

targets/index_en.htm  

 

According to the European Commission Staff Working Document ñAssessment of the 2013 

national reform programme and convergence programme for Latviaò (European Commission, 

2013b). 

 

Both the labour market situation and the policies implemented during recent years have contributed to the 

reduction in the rate of early school-leavers (10.5%, against the EU average of 12.8% in 2012 (see Figure 6). To 

bring more young people back into education, an additional 2000 young unemployed will be involved in short 

cycle (1-1.5 years) VET programmes to obtain professional qualifications. Proper implementation of the on-going 

measures will be a key issue to further reducing dropout numbers. As early school-leavers are disproportionally 

affected by unemployment, further reducing their number will also have a positive impact on youth 

unemployment (European Commission, 2013b, p. 18). 

 
Figure 6: The rate of early school-leavers in 2012: Europe 2020 target and national targets. 

Data source: Eurostat (LFS), European Commission, 2013b, p. 1. 

 

As it was mentioned in the European Commission document ñEurope 2020 target: Early leavers 

from education and trainingò (European Commission, 2013a), in 2012 ñESL rates in the UK, BG, 

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

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

minimum progress required for the EU as a whole to meet the headline targetò (p. 2). According to 

the press release presented by the European Commission ñProgress in tackling early school leaving 

and raising higher education attainment ï but males are increasingly left behindò (April 2013), in 
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2012 the rate of early school-leavers among females was 24% lower than for males. Furthermore, 

the disparity was greatest in Cyprus (+58%), Latvia (+57%), Luxembourg (+57%) and Poland 

(+55%), where the school leaving rate for males was more than twice as high as for females. 

According to the European Commission (2013), in 2012 ñBulgaria is the only country where males 

have lower ESL rates than females. Romania, Austria, 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.ò (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/monitor14_en.pdf). Compared with the rest of 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 data base: comparison 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 of leaving school early. 

 During the first Thematic Working Group (TWG) meeting, 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 their strengths & weaknesses was highlighted as one of 

the more immediate priorities for the TWG (European Commission,2013b). . 

 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 countries through 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 (SI), Spain (ES), Sweden (SE) and United Kingdom 

(England) (UK). The majority of the responses came from national ministries of education 

((European Commission,, 2013b), p. 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 teachers, schools and/or authorities of students who may be at risk of 

dropping out. In most countries, such ósystemsô are actually integral parts of mainstream school 
































































































































































































































































