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1. The Early School Leaving phenomenon 

 

1.1. Context 

Having an upper-secondary education is crucial to young people’s life chances. It is often 

seen as the minimum entry requirement for the labour market and is an important protector 

against unemployment. In Europe, however, by no means all young people enter or 

complete upper-secondary education. Those who do not tend to come from groups that are 

marginalised in many other ways, and tend to go on to experience multiple disadvantages 

into adulthood. In this context, the EU has identified the reduction in rates of early school 

leaving (ESL) as a priority for action. 

Early leavers from education and training denotes the percentage of the population aged 18-

24 having attained at most, lower secondary education and not being involved in further 

education or training. 

The numerator of the indicator refers to persons aged 18-24 who meet the following two 

conditions: (a) the highest level of education or training they have completed is ISCED 2011 

levels 0, 1 or 2 (ISCED 1997 levels 0, 1, 2 or 3C short) and (b) they have not received any 

education or training (in other words neither formal nor non-formal) in the four weeks 

preceding the survey. 

The denominator is the total population of the same age group, excluding respondents who 

did not answer the questions ‘highest level of education or training successfully completed’ 

and ‘participation in education and training’. 

1.2. ET 2020 strategic framework 

Early school leaving is linked to unemployment, social exclusion, poverty and poor health. 

There are many reasons why some young people give up education and training 

prematurely: personal or family problems, learning difficulties, or a fragile socio-economic 

situation. The way the education system is set up, school climate and teacher-pupil relations 

are also important factors. 

Since there are often complex, interconnected reasons for children not completing 

secondary schooling, policies to reduce early school leaving must address a range of issues 

and combine education and social policy, youth work and health-related aspects. Some of 

these challenges are outlined in an infographic provided by the Commission. 

The strategic framework for European cooperation in education and training was adopted by 

the Council in May 2009. It sets out four strategic objectives for education and training in the 

EU: making lifelong learning and mobility a reality; improving the quality and efficiency of 

https://ec.europa.eu/education/resources-and-tools/document-library/a-whole-school-approach-to-reduce-early-school-leaving_en
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education and training; promoting equality, social cohesion and active citizenship; and 

enhancing creativity and innovation (including entrepreneurship) at all levels of education 

and training. This strategy set a number of benchmarks to be achieved by 2020, including 

that the EU share of early leavers from education and training should be not more than 10 

%. This benchmark is also one of the Europe 2020 strategy targets and previously formed 

part of the European employment strategy (subsequently incorporated into the Europe 2020 

strategy), which specifies that the share should be below 10%. 

In January 2011, the European Commission adopted a Communication titled ‘Tackling early 

school leaving: a key contribution to the Europe 2020 agenda’ (COM(2011) 18 final). This 

outlined the reasons why pupils decide to leave school early — including for example, 

learning difficulties, social factors, or a lack of motivation, guidance or support — and gave 

an overview of existing and planned measures to tackle this issue across the EU. EU 

education ministers adopted a Council Recommendation (Council Recommendation of 28 

June 2011 on policies to reduce early school leaving) on policies to reduce early school 

leaving, which set out a framework for coherent, comprehensive, and evidence-based 

policies. They agreed to collaborate to exchange best-practices and knowledge on effective 

ways to address early school leaving 

In 2014, the Education, Audiovisual and Culture Executive Agency and the European Centre 

for the Development of Vocational Training (CEDEFOP) jointly released a report on Tackling 

early leaving from education and training in Europe: strategies, policies and measures.  

The Council has also adopted Conclusions (Council conclusions on reducing early school 

leaving and promoting success in school (2015/C 417/05) on reducing early school leaving 

and promoting success in school. 

More recently CEDEFOP launched an online VET toolkit for tackling early leaving which offers 

support to policy makers and practitioners in order to design and implement policies to 

prevent and remedy early leaving from education and training. 
  

https://eur-lex.europa.eu/legal-content/EN/ALL/?uri=CELEX:32011H0701(01)
http://eur-lex.europa.eu/legal-content/EN/TXT/?uri=celex%3A52015XG1215%2803%29
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2. ESL Data1 

2.1. Overview 

The Lisbon targets have introduced, in terms of early school leaving, a goal the same for all 

European countries: 10% reduction in the rate of non-completion of secondary school. The 

failure to achieve the goals identified for 2010, has prompted the European Commission to 

review the objectives of the Lisbon Strategy in 2020, which have been translated into 

national targets, so as to allow each Member State to tailor interventions compared with 

their specificities and to enable those countries far from what is indicated by the EU, it was 

decided to program intermediate goals. 

In 2019, an average of 10.2% of young people (aged 18-24) in the EU were early leavers from 

education and training, in other words, they had completed at most a lower secondary 

education and were not in further education or training during the four weeks preceding the 

survey. Among the EU Member States, the proportion of early leavers in 2019 ranged from 

3.0 % in Croatia to 17.3 % in Spain. 

The overall share of early leavers from education and training fell in the EU by 0.9 

percentage points between 2014 and 2019. Among the EU Member States, the largest 

reductions (in percentage point terms) between 2014 and 2019 in the proportion of early 

leavers were in Portugal, Greece, Spain and Malta, each reporting a fall in excess of 4.0 

points. There was an increase between 2014 and 2019 in the proportion of early leavers in 

12 Member States. The largest increases were recorded for Cyprus (2.4 percentage points), 

Denmark (1.8 points), Slovakia (1.6 points), Czechia (1.2 points), Luxembourg (1.1 points) 

and Bulgaria (1.0 point). The other six Member States (Germany, Austria, Hungary, Croatia, 

Latvia and Slovenia) reported increases of less than 1.0 points. 

As part of the Europe 2020 strategy, all EU Member States have adopted national targets for 

this indicator. By 2019, the proportion of early leavers was already below the national target 

in 16 of the Member States, but remained above the national target for 11 of the Member 

States. 

The gap between the latest rate for early leavers from education and training and the 

national target for 2020 was particularly pronounced in Romania (where the latest rate for 

2019 was 4.0 percentage points higher than the target), and peaked in Malta where the 

difference was 6.7 percentage points; note that these two Member States together with 

Spain also recorded the highest rates of early leavers in 2019. 

 
1https://ec.europa.eu/eurostat/statistics-
explained/index.php/Early_leavers_from_education_and_training#Overview 
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In the partner countries of the 4G project, the following situations occurred: 

- In Bulgaria, national target ì has been set at 11%. In 2019, the level of ESL is 13,9%  

- In Czech Republic, national target has been set at 5,5%. In 2019, the level of ESL is 

6,7%  

- In Italy, national target has been set at 16%. In 2019, the level of ESL is 13,5% 

- In Portugal, national target has been set at 10%. In 2019, the level of ESL is 10,6% 

- In Spain, national target has been set at 15%. In 2019, the level of ESL is 17,3% 
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2.2. Analysis by sex 

The proportion of early leavers from education and training in 2019 in the EU was 3.5 

percentage points higher for young men (11.9 %) than for young women (8.4 %). Nearly all 

EU Member States reported a higher proportion of early leavers for young men than for 

young women, with particularly large differences — of at least 5.0 percentage points — in 

Estonia, Portugal and Spain. There were two exceptions among the Member States, as the 

proportion of early leavers was lower for young men than for young women in Romania (0.9 

percentage points difference) and Czechia (0.2 points).  

In the EU, the proportion of early leavers fell between 2009 and 2019: the overall proportion 

fell by 3.8 percentage points, while the proportions for young men and for young women fell 

by 4.1 and 3.6 points respectively. Although the proportion of early leavers fell more for 

young men than for young women in percentage point terms, there is still a gender gap of 

3.5 points in 2019. This gender gap was 4.0 points in 2009 but as low as 3.0 points in 2016. 

Between 2009 and 2019, nearly all EU Member States reported a fall in the proportion of 

early leavers among young men. Yet, seven countries reported increases: 0.1 percentage 

points in Poland, 0.3 points in Germany, 0.5 points in Hungary, 0.8 points in Bulgaria, 0.9 

points in Austria, 1.1 points in Czechia and 3.1 points in Slovakia. Elsewhere the proportion 

fell: in 2019 the share of young men who were early leavers was at least 10.0 percentage 
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points lower than in 2009 in Malta, Greece and Spain. Among non-member countries, this 

was also the case in Norway, while in Portugal the proportion fell by 22.1 points between 

these two years. 

Among young women, a broadly similar situation was observed. Four EU Member States — 

Slovakia, Czechia, Slovenia and Hungary — reported a higher proportion of young women 

who were early leavers in 2019 than they had in 2009. Portugal again recorded the largest 

fall in the proportion of early school leavers, down 18.4 percentage points between 2009 

and 2019 for young women. Except for Spain (down 11.1 percentage points), none of the 

other Member States recorded a fall in excess of 10.0 points; double-digit reductions were 

also recorded in North Macedonia and Turkey. 
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2.3. Analysis by labour status 

Early leavers from education and training may face heightened difficulties in the labour 

market. Figure 4 ranks the EU Member States according to the share of early leavers in the 

population aged 18-24 and presents an analysis of whether these early leavers are employed 

or not: those not in employment may or may not want to work. In 2019, the 10.2 % of early 

leavers from education and training were composed as such: a 4.6 % share of the EU’s 

population aged 18-24 were early leavers in employment, while 3.4 % were early leavers not 

employed but wanting to work, and the remaining early leavers (2.2 % of the population 

aged 18-24) were not employed and did not want to work. 

In 2019, five EU Member States reported more early leavers not employed but wanting to 

work than early leavers that were employed. The biggest gap — 1.7 percentage points — 

was recorded in Italy, where the share of early leavers who were employed stood at 4.8 %, 

compared with a 6.5 % share of early leavers who were not employed but wanted to work. 

In 21 Member States the reverse was true, namely that there were more early leavers that 

were employed than early leavers not employed but wanting to work. Croatia was the only 

Member State where both shares were the same. 
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2.4. Analysis by degree of urbanisation 

An analysis of the proportion of early leavers from education and training according to the 

degree of urbanisation, with regions classified as cities, towns and suburbs, or rural areas 

shows that in 2019, the lowest proportion of early leavers in the EU was reported in cities 

(9.1%). In the towns and suburbs of the EU the proportion of early leavers rose to 11.2 %, 

while it was lower in rural areas, at 10.7 %. 

In Bulgaria, Denmark, Greece, Spain, Croatia, Italy, Hungary, the Netherlands, Romania and 

Sweden, the highest proportion of early leavers was reported in rural areas; while Germany 

had lowest proportion of early leavers in rural area. Belgium, Croatia, Cyprus and Austria 

reported the opposite pattern, with rural areas recording the lowest proportion of early 

leavers and the cities reporting highest proportion of early leavers for Belgium, Cyprus and 

Austria. France has its lowest share in both cities and rural areas. 
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3. Policies to tackle ESL in EU2 

The current section includes a set of country “heat maps”. The maps aim to provide a visual 

representation of ESL measures covered at a country level across Europe, grouped under 

prevention, intervention and compensation.  
It’s necessary to remind the policy measure as established in the 2011 Council 
Recommendation3. 

The 2011 Recommendation sets out a framework for integrated, comprehensive and 

evidence-based policies and measures aimed at supporting countries to reduce early school 

leaving rates below 10% by 2020. The Annex to the 2011 Recommendation sets out a broad 

range of policies across three key pillars: prevention, intervention an compensation. The list 

of policies is not intended to be exhaustive or prescriptive, but rather indicative of the type 

of policies contributing to the three pillars.  

 

Prevention policies highlighted in the 2011 Recommendation 

1. Providing high quality early childhood education and care, especially to those from a 
disadvantaged background, including migrant and Roma children  

2. Increasing the educational offer by providing education and training opportunities beyond 
the age of compulsory education  

3. Increasing the flexibility and permeability of educational pathways 

4. Promoting active anti-segregation policies, including to diversify the social composition of 
schools in disadvantaged areas 

5. Policies to support multilingual teaching and learning and to promote linguistic diversity in 
schools, including inter-cultural learning programmes 

6. Active measures to enhance parental involvement in school life through partnerships and 
forums, and parental engagement in children’s learning 

7. Measures to ensure access to high quality VET provision, including the integration of VET 
pathways into mainstream education, and upper secondary and tertiar education 

8. Measures to strengthen links between education and training systems and the 
employment sector, via access to high quality work experience and employer engagement in 
schools 

 

Intervention policies highlighted in the 2011 Recommendation 

Intervention policies at the level of the school or training institution: 

1. Developing schools into learning communities 

 
2 Assessment of the Implementation of the 2011 Council Recommendation on Policies to Reduce Early School 

Leaving, Final report: July 2019, Request for Services EAC/21/2017 
3 Council Recommendation of 28 June 2011 on policies to reduce early school leaving (2011/C 191/01) , Official 
Journal of the European Union 1.7.2011 
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2. Developing early-warning systems for pupils at risk 

3. Networking between schools and external actors 

4. Supporting and empowering teachers in their work with pupils at risk 

5. Providing extra-curricular activities 

 

Intervention policies at the individual level: 

1. Mentoring support and target assistance to overcome specific academic, social or 
personal difficulties 

2. Tailoring teaching to pupils’ needs, strengthening individualised learning approaches 

3. Strengthening guidance and counselling to support students’ career choices and 
transitions within education or from education to employment 

4. Access to appropriate financial support for young people with difficult economic 
circumstances 

 

Compensation policies highlighted in the 2011 Recommendation 

1. Successful second chance education programmes, which provide learning environments 
that respond to the specific needs of early school leavers, recognize their prior learning and 
support their well-being 

2. Diverse learning pathways to return early school leavers to mainstream education 

3. The provision of various routes back into mainstream education and training 

4. Systems to support the recognition and validation of prior learning, including 
competences achieved in non-formal and informal learning Providing targeted individual 
support, which integrates social, financial, educational and psychological support for young 
people in difficulties 

 

The measures implemented under these pillars together make up the core of comprehensive 

strategies on early school leaving, to be implemented at the country level in line with 

national priorities and the Europe 2020 objectives. 
 

3.1. Prevention measures 

As defined in the 2011 Recommendation, prevention policies aim to reduce the risk of early 

school leaving before problems start. Such measures optimise the provision of education 

and training in order to support better learning outcomes and to remove obstacles to 

educational success. 

Prevention measures seek to tackle ESL by putting in place the necessary conditions which 

can ensure the success of all students, regardless of their socio-economic background. 
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The heat map overleaf provides a visual snapshot of the ESL preventative measures across 

the EU28, Candidate and EFTA countries based on data gathered for the study in 2018. At a 

country level, it can be observed that some European countries have invested in quite a 

comprehensive approach towards prevention, covering all or most of the policy measures 

within scope for the mapping exercise. The main differences arise from whether this 

coverage is secured at a national policy level (e.g. AT, BE, BG, DK, EE, HR, IE, LT, LU, NL, NO, 

RO and SI), or whether the measures have evolved in a more ad hoc way, independently 

from policy (CZ, FR, IT and MT). According to the mapping exercise, Bulgaria and the 

Netherlands have developed a range of measures, but their implementation has been led by 

the municipalities. 
 
Bulgaria 

Measures identified but not implemented to any significant extent in “Flexible curriculum 

choices and pathways, including measures to prevent early streaming, and training options 

beyond the age of compulsory education” and “Policies to support multilingual teaching and 

learning and to promote linguistic diversity in schools, including intercultural learning 

programmes”. 

National policies exist together with ad hoc measures in “Measures to improve accessibility 

and affordability of ECEC to families with a disadvantaged background, including migrant and 

Roma children”, “Promotion of active anti-segregation policies, such as those intended to 

diversify the social composition of schools in disadvantaged areas (e.g. via admissions)”. 

National policies exist with concrete measures at regional and local levels “Active measures 

to support parental involvement in school life through partnerships and forums, and 

parental engagement in children’s learning”, “Measures to ensure access to high quality VET 

provision, including the integration of VET pathways into mainstream education, and 

providing VET routes into upper secondary and tertiary education” and “Measures to 

strengthen links between schools and local labour markets, via access to high quality work 

experience, and employer engagement in schools”. 

 
Czech Republic  

Policy measure not identified in “Active measures to support parental involvement in school 

life through partnerships and forums, and parental engagement in children’s learning”. 

Ad hoc measures developed in “Promotion of active anti-segregation policies, such as those 

intended to diversify the social composition of schools in disadvantaged areas (e.g. via 

admissions)”, “Policies to support multilingual teaching and learning and to promote 

linguistic diversity in schools, including intercultural learning programmes” and “Measures to 
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strengthen links between schools and local labour markets, via access to high quality work 

experience, and employer engagement in schools”. 

Covered explicitly within national policies or legislation in “Measures to improve accessibility 

and affordability of ECEC to families with a disadvantaged background, including migrant and 

Roma children”, “Flexible curriculum choices and pathways, including measures to prevent 

early streaming, and training options beyond the age of compulsory education” and 

“Measures to ensure access to high quality VET provision, including the integration of VET 

pathways into mainstream education, and providing VET routes into upper secondary and 

tertiary education”. 
 
Italy 

Policy measure not identified in “Flexible curriculum choices and pathways, including 

measures to prevent early streaming, and training options beyond the age of compulsory 

education”. 

Ad hoc measures developed “Promotion of active anti-segregation policies, such as those 

intended to diversify the social composition of schools in disadvantaged areas (e.g. via 

admissions)”, “Policies to support multilingual teaching and learning and to promote 

linguistic diversity in schools, including intercultural learning programmes”, “Active 

measures to support parental involvement in school life through partnerships and forums, 

and parental engagement in children’s learning” and “Measures to ensure access to high 

quality VET provision, including the integration of VET pathways into mainstream education, 

and providing VET routes into upper secondary and tertiary education”. 

National policies exist together with ad hoc measures in “Measures to improve accessibility 

and affordability of ECEC to families with a disadvantaged background, including migrant and 

Roma children” and “Measures to strengthen links between schools and local labour 

markets, via access to high quality work experience, and employer engagement in schools”. 

 
Portugal  

Policy measure not identified in “Promotion of active anti-segregation policies, such as those 

intended to diversify the social composition of schools in disadvantaged areas (e.g. via 

admissions)”, “Policies to support multilingual teaching and learning and to promote 

linguistic diversity in schools, including intercultural learning programmes” and “Active 

measures to support parental involvement in school life through partnerships and forums, 

and parental engagement in children’s learning”. 

Covered explicitly within national policy or legislation in “Measures to improve accessibility 

and affordability of ECEC to families with a disadvantaged background, including migrant and 

Roma children”, “Flexible curriculum choices and pathways, including measures to prevent 
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early streaming, and training options beyond the age of compulsory education”, “Measures 

to ensure access to high quality VET provision, including the integration of VET pathways into 

mainstream education, and providing VET routes into upper secondary and tertiary 

education” and “Measures to strengthen links between schools and local labour markets, via 

access to high quality work experience, and employer engagement in schools”. 

 
Spain 

Policy measure not identified about ESL in “Promotion of active anti-segregation policies, 

such as those intended to diversify the social composition of schools in disadvantaged areas 

(e.g. via admissions)”. 

Measures identified but not implemented to any significant extent in “Measures to 

strengthen links between schools and local labour markets, via access to high quality work 

experience, and employer engagement in schools”. 

Ad hoc measures developed in “Measures to improve accessibility and affordability of ECEC 

to families with a disadvantaged background, including migrant and Roma children” and 

“Policies to support multilingual teaching and learning and to promote linguistic diversity in 

schools, including intercultural learning programmes”. 

Covered explicitly within national policy or legislation in “Flexible curriculum choices and 

pathways, including measures to prevent early streaming, and training options beyond the 

age of compulsory education”, “Active measures to support parental involvement in school 

life through partnerships and forums, and parental engagement in children’s learning” and 

“Measures to ensure access to high quality VET provision, including the integration of VET 

pathways into mainstream education, and providing VET routes into upper secondary and 

tertiary education” 
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Coverage of ESL prevention measures at a national level across Europe
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3.2. Intervention measures 

Intervention policies, as defined in the Recommendation, aim to “avoid early school leaving 

by improving the quality of education and training at the level of the educational 

institutions, by reacting to early warning signs and by providing targeted support to pupils or 

groups of pupils at risk of early school leaving. They address all educational levels, starting 

from early childhood education and care to upper secondary education”. In the annex to the 

Recommendation, a range of intervention policies are set out, addressing both 

school/training institution and individual levels. 

 

The heat map exercise provides a reference for understanding the range and spread of ESL 

intervention measures across the EU28, Candidate and EFTA countries. Following figures 

presents the coverage of intervention measures targeted at school or training institution 

level (school or system-oriented) and the coverage of intervention measures targeted at 

individuals (learner-oriented). They shows that there are many similarities between 

countries with high and low coverage of both prevention and intervention measures. Here 

we see again a core group of countries where all or most measures exist within national 

policy or legislation, providing a continuum from ESL prevention to intervention (including 

AT, BE, BG, DK, EE, LT, LU, NL, and SI). The Netherlands and Bulgaria lead the way with 

policies that are designed nationally but implemented locally. 
 
School oriented 
 
Bulgaria 

Measures identified but not implemented to any significant extent in “Early warning systems 

for pupils at risk of ESL, including those designed to monitor and take action where learners 

become disengaged from school or where behavioural or attendance issues arise” 

National policies exist with concrete measures at regional and local levels in “Local or 

regional governance arrangements to support learners at risk of ESL, incorporating: a) school 

clusters or networks; b) specialist resource centres; and/or c) multidisciplinary teams or hubs 

around schools”, “Structures for networking between schools and external actors, including 

health, youth and community services and civil society organisations”, “Measures to 

promote inclusive and participatory school environments, including anti-bullying and 

wellbeing policies within schools”, “Measures to promote rights-based education, including 

structures to support children’s participation in decision making (e.g. school councils or 

forums)”, “Support for teachers and school leaders working with learners at risk, including 

ITE and CPD programmes to deal with diversity in the classroom, to support pupils from 
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socioeconomically disadvantaged backgrounds” and “Support for teachers and school 

leaders working with learners at risk to solve difficult teaching situations (e.g. conflict 

resolution skills) and enhancing teaching staff competences for a positive learning 

environment”. 
 
Czech Republic 

Not information in “Structures for networking between schools and external actors, 

including health, youth and community services and civil society organisations” 

Ad hoc measures developed in “Early warning systems for pupils at risk of ESL, including 

those designed to monitor and take action where learners become disengaged from school 

or where behavioural or attendance issues arise”, “Measures to promote rights-based 

education, including structures to support children’s participation in decision making (e.g. 

school councils or forums)”, Support for teachers and school leaders working with learners 

at risk, including ITE and CPD programmes to deal with diversity in the classroom, to support 

pupils from socioeconomically disadvantaged backgrounds” and “Support for teachers and 

school leaders working with learners at risk to solve difficult teaching situations (e.g. conflict 

resolution skills) and enhancing teaching staff competences for a positive learning 

environment” 

Covered explicitly within national policy or legislation in “Local or regional governance 

arrangements to support learners at risk of ESL, incorporating: a) school clusters or 

networks; b) specialist resource centres; and/or c) multidisciplinary teams or hubs around 

schools” and “Measures to promote inclusive and participatory school environments, 

including anti-bullying and wellbeing policies within schools” 

 
Italy 

No policies about “Measures to promote rights-based education, including structures to 

support children’s participation in decision making (e.g. school councils or forums)” and 

“Support for teachers and school leaders working with learners at risk to solve difficult 

teaching situations (e.g. conflict resolution skills) and enhancing teaching staff competences 

for a positive learning environment” 

Ad hoc measures developed in “Local or regional governance arrangements to support 

learners at risk of ESL, incorporating: a) school clusters or networks; b) specialist resource 

centres; and/or c) multidisciplinary teams or hubs around schools”, “Structures for 

networking between schools and external actors, including health, youth and community 

services and civil society organisations”, “Early warning systems for pupils at risk of ESL, 

including those designed to monitor and take action where learners become disengaged 

from school or where behavioural or attendance issues arise” and “Support for teachers and 
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school leaders working with learners at risk, including ITE and CPD programmes to deal with 

diversity in the classroom, to support pupils from socioeconomically disadvantaged 

backgrounds”. 

Covered explicitly within national policy or legislation in “Measures to promote inclusive and 

participatory school environments, including anti-bullying and wellbeing policies within 

schools”. 

 
Portugal  

No policies about ESL in “Early warning systems for pupils at risk of ESL, including those 

designed to monitor and take action where learners become disengaged from school or 

where behavioural or attendance issues arise” and “Support for teachers and school leaders 

working with learners at risk to solve difficult teaching situations (e.g. conflict resolution 

skills) and enhancing teaching staff competences for a positive learning environment” 

Measures identified but not implemented to any significant extent in “Measures to promote 

rights-based education, including structures to support children’s participation in decision 

making (e.g. school councils or forums)” 

Ad hoc measures developed in “Structures for networking between schools and external 

actors, including health, youth and community services and civil society organisations” and 

“Measures to promote inclusive and participatory school environments, including anti-

bullying and wellbeing policies within schools” 

Covered explicitly within national policy or legislation in “Local or regional governance 

arrangements to support learners at risk of ESL, incorporating: a) school clusters or 

networks; b) specialist resource centres; and/or c) multidisciplinary teams or hubs around 

schools” and Support for teachers and school leaders working with learners at risk, including 

ITE and CPD programmes to deal with diversity in the classroom, to support pupils from 

socioeconomically disadvantaged backgrounds”. 

 
Spain 

Measures identified but not implemented to any significant extent in “Support for teachers 

and school leaders working with learners at risk to solve difficult teaching situations (e.g. 

conflict resolution skills) and enhancing teaching staff competences for a positive learning 

environment” 

Ad hoc measures developed in “Local or regional governance arrangements to support 

learners at risk of ESL, incorporating: a) school clusters or networks; b) specialist resource 

centres; and/or c) multidisciplinary teams or hubs around schools” and “Measures to 

promote rights-based education, including structures to support children’s participation in 

decision making (e.g. school councils or forums)”. 
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Covered explicitly within national policy or legislation in “Structures for networking between 

schools and external actors, including health, youth and community services and civil society 

organisations”, “Early warning systems for pupils at risk of ESL, including those designed to 

monitor and take action where learners become disengaged from school or where 

behavioural or attendance issues arise”, “Measures to promote inclusive and participatory 

school environments, including anti-bullying and wellbeing policies within schools” and 

Support for teachers and school leaders working with learners at risk, including ITE and CPD 

programmes to deal with diversity in the classroom, to support pupils from 

socioeconomically disadvantaged backgrounds” 

 
Learner oriented 
 
Bulgaria 

Measures identified but not implemented to any significant extent in “Financial support for 

learners whose economic circumstances pose a risk of dropping-out, including subsidies or 

schemes linked to social benefits” 

National policies exist with concrete measures at regional and local levels in “Provision of 

high quality extra-curricular and out-of school artistic, cultural and civic education activities 

for learners from disadvantaged backgrounds, including youth exchange and volunteering 

programmes”, “Access to targeted individual support for learners experiencing academic, 

social and emotional or personal difficulties, incorporating: a) one-to-one academic tutoring; 

b) coaching or mentoring programmes, and/or c) psychological support (e.g. emotional 

counselling)” and “Access to high quality careers advice and guidance for learners at risk of 

ESL”. 

 
Czech Republic 

Measures identified but not implemented to any significant extent in “Access to targeted 

individual support for learners experiencing academic, social and emotional or personal 

difficulties, incorporating: a) one-to-one academic tutoring; b) coaching or mentoring 

programmes, and/or c) psychological support (e.g. emotional counselling)” 

No information about “Financial support for learners whose economic circumstances pose a 

risk of dropping-out, including subsidies or schemes linked to social benefits” 

Covered explicitly within national policy or legislation in “Access to high quality careers 

advice and guidance for learners at risk of ESL” 

National policies exist with concrete measures at regional and local levels in “Provision of 

high quality extra-curricular and out-of school artistic, cultural and civic education activities 

for learners from disadvantaged backgrounds, including youth exchange and volunteering 

programmes”. 
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Italy 

No policies about ESL in “Access to high quality careers advice and guidance for learners at 

risk of ESL” and Financial support for learners w hose economic circumstances pose a risk of 

dropping-out, including subsidies or schemes linked to social benefits” 

Ad hoc measures developed in “Provision of high quality extra-curricular and out-of school 

artistic, cultural and civic education activities for learners from disadvantaged backgrounds, 

including youth exchange and volunteering programmes” and “Access to targeted individual 

support for learners experiencing academic, social and emotional or personal difficulties, 

incorporating: a) one-to-one academic tutoring; b) coaching or mentoring programmes, 

and/or c) psychological support (e.g. emotional counselling)”. 

 
Portugal  

No policies about ESL in “Access to high quality careers advice and guidance for learners at 

risk of ESL” and “Financial support for learners whose economic circumstances pose a risk of 

dropping-out, including subsidies or schemes linked to social benefits”. 

Ad hoc measures developed in “Provision of high quality extra-curricular and out-of school 

artistic, cultural and civic education activities for learners from disadvantaged backgrounds, 

including youth exchange and volunteering programmes”. 

Covered explicitly within national policy or legislation in “Access to targeted individual 

support for learners experiencing academic, social and emotional or personal difficulties, 

incorporating: a) one-to-one academic tutoring; b) coaching or mentoring programmes, 

and/or c) psychological support (e.g. emotional counselling)”. 

 
Spain 

Ad hoc measures developed in “Provision of high quality extra-curricular and out-of school 

artistic, cultural and civic education activities for learners from disadvantaged backgrounds, 

including youth exchange and volunteering programmes”. 

Covered explicitly within national policy or legislation in “Access to targeted individual 

support for learners experiencing academic, social and emotional or personal difficulties, 

incorporating: a) one-to-one academic tutoring; b) coaching or mentoring programmes, 

and/or c) psychological support (e.g. emotional counselling)”, “Access to high quality careers 

advice and guidance for learners at risk of ESL” and “Financial support for learners whose 

economic circumstances pose a risk of dropping-out, including subsidies or schemes linked 

to social benefits”. 
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Coverage of ESL intervention measures at a national level across Europe (part 1: school or system oriented) 
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Coverage of ESL intervention measures at a national level across Europe (part 2: learner-oriented) 
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3.3. Compensation measures 

In the terms of the Recommendation, compensation policies aim to “help those who left 

school prematurely to re-engage in education, offering routes to re-enter education and 

training and gain the qualifications they missed”. 

 

Compensation measures aim to re-integrate early school leavers by offering alternative 

education and training options and obtain relevant qualifications to enter the labour market. 

Compensation measures are necessary for those individuals whose initial education was 

interrupted for various reasons. 

The heat map shows how compensation measures corresponding with the 2011 

Recommendation feature in terms of country level policies across EU28, Candidate and EFTA 

countries.  

As the map shows, compensation measures are comparatively well established across 

Europe. This perhaps reflects an established tradition of adult learning, and the immediate 

priority for countries to take action to support young people or young adults who are NEET 

to re-engage in education or training. Most European countries offer ‘second chance’ 

education schemes of some kind, often combined with labour market orientation, financial, 

childcare and/or psychological support. The greatest variation in coverage can be found for 

systems to support the recognition and validation of prior learning, where no policy exists in 

just over one quarter of countries. The countries with national policies corresponding with 

all four of the measures from the 2011 Recommendation include AT, BE, DE, DK, EE, ES, FR, 

IE, LT, MT, NL, NO, PL, RO, SI and TR. 
 
Bulgaria 

Measures identified but not implemented to any significant extent in “Provision of pathways 

back into mainstream education for early school leavers, including options for combining 

education and work or caring responsibilities, and transition or bridging classes” 

National policies exist with concrete measures at regional and local levels in “Measures to 

improve accessibility and affordability of ECEC to families with a disadvantaged background, 

including migrant and Roma children”, “Systems to support the recognition and validation of 

prior learning, including validation of competences achieved in non-formal and informal 

learning” and “Access to targeted individual support for learners in challenging 

circumstances, incorporating; a) psychological/social, b) educational; and c) financial 

support” 
 
Czech Republic 
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Policy measure not identified in “Provision of second chance education and other high 

quality alternative education programmes for early school leavers, offering flexible and 

inclusive provision and combining social and academic learning” 

Covered explicitly within national policy or legislation in “Provision of pathways back into 

mainstream education for early school leavers, including options for combining education 

and work or caring responsibilities, and transition or bridging classes”, “Systems to support 

the recognition and validation of prior learning, including validation of competences 

achieved in non-formal and informal learning” and “Access to targeted individual support for 

learners in challenging circumstances, incorporating; a) psychological/social, b) educational; 

and c) financial support”. 
 
Italy 

No information about “Provision of pathways back into mainstream education for early 

school leavers, including options for combining education and work or caring responsibilities, 

and transition or bridging classes” 

Ad hoc measures developed in “Measures to improve accessibility and affordability of ECEC 

to families with a disadvantaged background, including migrant and Roma children”, 

“Systems to support the recognition and validation of prior learning, including validation of 

competences achieved in non-formal and informal learning” and “Access to targeted 

individual support for learners in challenging circumstances, incorporating; a) 

psychological/social, b) educational; and c) financial support” 
 
Portugal  

Measures identified but not implemented to any significant extent in “Measures to improve 

accessibility and affordability of ECEC to families with a disadvantaged background, including 

migrant and Roma children” 

Policy measure not identified in “Provision of pathways back into mainstream education for 

early school leavers, including options for combining education and work or caring 

responsibilities, and transition or bridging classes” and “Access to targeted individual 

support for learners in challenging circumstances, incorporating; a) psychological/social, b) 

educational; and c) financial support” 

Covered explicitly within national policy or legislation in “Systems to support the recognition 

and validation of prior learning, including validation of competences achieved in non-formal 

and informal learning” 

 
Spain 
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Ad hoc measures developed in “Access to targeted individual support for learners in 

challenging circumstances, incorporating; a) psychological/social, b) educational; and c) 

financial support” 

Covered explicitly within national policy or legislation in “Measures to improve accessibility 

and affordability of ECEC to families with a disadvantaged background, including migrant and 

Roma children”, “Provision of pathways back into mainstream education for early school 

leavers, including options for combining education and work or caring responsibilities, and 

transition or bridging classes” and “Systems to support the recognition and validation of 

prior learning, including validation of competences achieved in non-formal and informal 

learning” 
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Coverage of ESL compensation measures at a national level across Europe 
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4. ESL and SEN4 

4.1. Factors contributing to ESL 

The phenomenon of early school leaving, however, it appears difficult to define as 

“extremely complex and multifaceted”5.  

Different researches6 show that the interplay of a number of complex factors related to the 

individual situation of each student contributes to the likelihood of early school leaving. 

These factors include individual needs (e.g. disability, psychological issues, academic 

underachievement, mental health), socio-economic background (e.g. migrant background, 

poverty, workless households, rural/urban location), school-based factors (e.g. lack of 

resources, lack of guidance and support, inappropriate teaching methods), and national 

contextual factors (e.g. economic situation, labour market situation, availability of education 

and training policies, value placed on education). People at risk ESL are often suffering from 

multiple disadvantages and are affected by a complex mix of the factors identified above: 

 

- Disadvantaged socio-economic background appears to be a strong factor which 

influences early school leaving. Difficult family situations - such as unemployment, 

low household income, people facing social exclusion and low levels of parental 

education - can have a direct and lasting effect on students' school trajectory, their 

attitudes towards learning, their educational achievement; and this can consequently 

contribute to their decision to leave education and training early. Other key poverty-

related issues affecting ESL include homelessness and street children, and lack of 

service coordination for migrants. 

- Perception of education. In countries where the national appreciation for education 

and formal qualifications is higher, the levels of early school leaving tend to be lower. 

The reverse also holds true; when society demonstrates distrust or displeasure with 

the education system in a country, there is a higher likelihood of higher ESL rates. 

- Mental health. This issue was examined in a literature review, looking in particular at 

students who externalised problems (and tended to be more disruptive in 

classrooms) or internalized them (turning the problems in on themselves, and often 

having poor social skills, but often better able to cope). This research indicates that 

those with externalised problems are more prone to ESL.  

 
4 https://www.european-

agency.org/sites/default/files/Early%20School%20Leaving%20Literature%20Review.pdf 
5 The actions of the PON "SKILLS DEVELOPMENT" to contrast early school leaving - Survey evaluation 
6 Assessment of the Implementation of the 2011 Council Recommendation on Policies to Reduce Early School 
Leaving, Final report: July 2019, Request for Services EAC/21/2017 

https://www.european-agency.org/sites/default/files/Early%20School%20Leaving%20Literature%20Review.pdf
https://www.european-agency.org/sites/default/files/Early%20School%20Leaving%20Literature%20Review.pdf
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- Issues of transition, whether from primary to post-primary, or middle to upper 

secondary, or from preschool to primary are also related to ESL.  

- Quality of education, including VET tracks. It’s priority to introduce greater flexibility 

within VET provision and the need for a stronger emphasis on social and emotional 

support and life skills within VET curricula7. 

- The influence of national contextual factors, such as the economic situation and 

employment levels, can also have an important impact on the prevalence of ESL. It 

seems that crisis acts as a pull factor in reducing ESL rates. 
 

4.2. SEN as a risk factor 

Young people who are identified as having disabilities and/or special educational needs 

(SEN) seem likely to be particularly at risk of ESL. In other words, students who are identified 

as having SEN are disproportionately more likely to experience factors that are risks for ESL. 

Young people identified as having SEN or disabilities are at particular risk of ESL. This is partly 

because the risks for ESL overlap with the risks for SEN. In some ways, it is easy to read off 

from the evidence on risk factors which young people are most at risk of ESL8:  

- come from socially disadvantaged backgrounds;  

- are male rather than female;  

- come from vulnerable groups, such as the ‘Looked After’, those with disabilities, 

those with SEN, teenage mothers and those with physical and mental health 

problems have had a history of disengagement from school;  

- have achieved poorly in school;  

- come from minority or migrant backgrounds;  

- have experienced high rates of mobility and/or;  

- live in areas of concentrated disadvantage. 
 

As with other terms used in this literature review, the term ‘special educational needs’ is not 

used consistently across European countries. This makes comparison difficult. For example, 

some countries have very low numbers of children defined as having SEN in mainstream 

education 

 
7 Cedefop (2016), Leaving education early: putting vocational education and training centre stage. Volume II: 

evaluating policy impact. Luxembourg: Publications Office. Cedefop research paper; No 58. 
http://dx.doi.org/10.2801/967263 
8Dale, R., 2010. Early school leaving: lessons from research for policy makers. Lyon: Network of Experts in Social 
Sciences of Education and Training 



 

 

 

 

31 
The European Commission support for the production of this publication does not constitute an endorsement of the 

contents which reflects the views only of the authors, and the Commission cannot be held responsible for any use which 
may be made of the information contained therein. 

 

There is not commonly agreed definition in use across the EU, SEN is a construct that 

Countries usually define within their legislation.  

Another problem with the definition of SEN is that it can cover a wide spectrum of very 

different difficulties. These range from visual impairment, to autism, or from learning 

disabilities, to emotional and behavioural difficulties. Yet the term tends to be used in the 

literature as if the group were homogenous, rather than reflecting its true heterogeneity  

As stated above, there is consensus in the literature that students with disabilities are at 

much greater risk of dropping out of education than their peers9; they are more likely to end 

up classified as NEET10. 

There is evidence, for instance, that the extent to which, and ways in which, all students 

engage with their schools is closely related to the risk of ESL. However, students with SEN 

are more likely than their peers to experience low levels of engagement, or to experience 

rapid decreases in engagement, and hence to leave school11. There is also some evidence 

that, even where the differences in levels of engagement are small, students with SEN are 

particularly vulnerable to the effects of lower engagement12. 
 

4.3. SEN definition and data 

There is no common agreement in Europe of what constitutes special needs in education. 

The construction of any such definition is hindered by the absence of a harmonised system 

of classification for individual learning difficulties. There are significant differences across 

Europe in the labels used to categorise children with SEN, and the social understandings 

which underpin particular labels. 

The Network of Experts in Social Sciences of Education and training (NESSE) distinguishes 

between normative and non-normative difficulties. Physical and sensory difficulties fall into 

the normative category, where there is broad agreement on what constitutes normal 

 
9 Kemp, S. E., 2006. ‘Dropout policies and trends for students with and without disabilities’ Adolescence, 41 
(162), 235–250, Thurlow, M. L., Sinclair, M. F. and Johnson, D. R., 2002. ‘Students with Disabilities Who Drop 
Out of School: Implications for Policy and Practice’ Issue Brief, 1 (2). NCSET 
10 European Agency for Special Needs and Inclusive Education, 2014. Vocational Education and Training – 
Summary of Country Information. (A. Corral Granados, ed.). Odense, Denmark; Hakkarainen, A. M., 
Holopainen, L. K. and Savolainen, H. K., 2016. ‘The impact of learning difficulties and socioemotional and 
behavioural problems on transition to postsecondary education or work life in Finland: a five-year follow-up 
study’ European Journal of Special Needs Education, 31 (2), 
11 Janosz, M., Archambault, I., Morizot, J., & Pagani, L. S. (2008). School engagement trajectories and their 
differential predictive relations to dropout. Journal of Social Issues, 64(1), 21–40 
12 Reschly, A., & Christenson, S. L. (2006). School Completion. In G. G. Bear & K. M. Minke (Eds.), Children's 
needs III: Development, prevention, and intervention (p. 103–113). National Association of School Psychologists 
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functioning, and as a result, relatively objective assessment measures are available. ‘Non-

normative’ difficulties refer to types of difficulty where there is less agreement about normal 

functioning and where professional judgement plays a larger part in identification; examples 

include social, emotional and behavioural difficulties such as ASDs, and learning difficulties 

including dyslexia. Normative categories tend to be low-incidence, whereas non-normative 

categories tend to be high-incidence, accounting for the majority of children identified as 

having SEN in many countries 

 

As outlined in a report by the NESSE network of experts, statistics on the proportion of 

children with SEN reflect different identification practices that often depend on local 

decision making. All Member States have their own system of categorising children with SEN, 

and this is one of the factors that make it difficult to run international comparisons on SEN 

policies and practices. In some countries, SEN identification is mainly used to trigger special 

school placement, and in countries with a larger number of special schools (Belgium, the 

Czech Republic, Lithuania, Finland, Germany) there are relatively high rates of SEN 

identification. In countries where SEN identification is linked to additional resource 

allocation (for example, Norway and Scotland), a relatively large group of children may also 

be identified. 

In 1995 the OECD’s Centre for Educational Research and Innovation (CERI) published the first 

set of comparable data in the field of special needs education. This work strengthened the 

view that a different comparative framework would need to be developed if reliable and 

valid comparisons were to be made. In 1996 the first discussions began with countries on 

developing a resource-based definition. This would help to overcome different national 

interpretations of concepts such as special educational needs which cover very different 

populations of students experiencing difficulties in accessing the curriculum. 

For policy relevant comparisons to emerge, this approach would also require that the 

students included under this definition would need to be subdivided into some form of 

straightforward classification scheme. Countries agreed on a tri-partite system in which 

students are divided into three cross-national categories, A, B and C. Three data collection 

rounds have taken place, in 1999, 2001 and 2003. 27 member countries, or regions of 

member countries have participated to this exercise. 

The OECD went further in inviting the 22 countries participating in its ongoing studies of SEN 

to reclassify their national categories into a three-category framework. 

 

Category A: disabilities with organic origins where there is substantial normative agreement 

about the categories (for example sensory, motor, severe and profound intellectual 

disabilities) 

http://www.oecd.org/education/innovation-education/methodology.htm
http://www.oecd.org/education/innovation-education/countryparticipation.htm
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Category B: difficulties that do not appear to have organic origins or be directly linked to 

socioeconomic, linguistic, cultural or linguistic factors (for example, behavioural difficulties, 

mild learning difficulties, specific learning difficulties and dyslexia) 

Category C: difficulties that arise from socio-economic, cultural and/or linguistic factors; 

some disadvantaged or atypical background that education seeks to compensate for  

Source: OECD, 2000 

 

Therefore, this is problematic to measure the phenomenon. European Agency for Special 

Needs and Inclusive Education13 has illustrated this diversity but has not tried to propose a 

harmonised system of classification. The first comparative quantitative data was collected in 

1999 by the European Agency for Special Needs and Inclusive Education (The European 

Agency Statistics on Inclusive Education – EASIE- data collection). Since then, data has been 

collected roughly every two years. 

For example, if we look at 2010 data (see the figure below), we can see the considerable 

variation across Europe in the percentage of school population identified as having special 

needs, ranking from 1,5% in Sweden to 24% in Iceland. Such a pronounced discrepancy 

between countries is testament to the distorting effect of different counting practices.  
 

Figure: Pupils identified as having SEN as a percentage of the total school population in 
selected European countries 

 
 

13 European Agency for Development in Special Needs Education (EADSNE), renamed European Agency for 

Special Needs and Inclusive Education (EASIE) in 2014 in order to better represent its tasks and point of view. 
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The EASIE data collection work has focused on developing procedures, indicators and 

outputs that provide individual country, comparative and aggregated data to inform 

country-level work relating to all learners’ access to inclusive education14. 

In order for country data covering to be comparable, two important operational definitions 

for data collection – identified and agreed upon with the national data collection experts – 

have been applied: 

- An operational definition of an official decision of SEN – an official decision leads to a 

child/learner being recognised as eligible for additional educational support to meet 

their learning needs. An official decision meets the following criteria: 

✓ There has been an educational assessment procedure involving a 

multi-disciplinary team. 

✓ The multi-disciplinary team includes members from within and external to the 

child’s/learner’s school. 

✓ There is a legal document which describes the support the child/learner is 

eligible to receive and which is used as the basis for planning. 

✓ The official decision is subject to a formal, regular review process. 

All data collected relating to children/learners with SEN is in line with this operational 

definition of an official decision of SEN. 

- An operational definition of an inclusive setting – an inclusive setting refers to 

education where the child/learner with SEN follows education in mainstream classes 

alongside their mainstream peers for the largest part – 80% or more – of the school 

week. 
 

The Age samples for this analysis is of 4, 9, 15 and 17-year-olds. So we’ll look at: 

- Age of 15 years old, secondary education in ISCED 2. Because is not possible to have 
data only about this age, we have to consider only data about ISCED 2, in the 
following graphics 

- Age of 17 years old, upper-secondary education in ISCED 315, coherently with 4g 
Project target16. 

 
14 This 2018 Cross-Country Report provides a wide range of indicators relating to access to inclusive education, 

including breakdowns by gender and ISCED levels 02, 1, 2 and 3. 
The report for 2018 covers data from 32 participating countries: Austria, Belgium (Flemish community – Fl), 
Bulgaria, Cyprus, Czech Republic, Estonia, Finland, France, Germany, Greece, Hungary, Iceland, Ireland, Italy, 
Latvia, Lithuania, Luxembourg, Malta, Netherlands, Norway, Poland, Portugal, Serbia, Slovakia, Slovenia, Spain, 
Sweden, Switzerland, United Kingdom (UK) (England), UK (Northern Ireland), UK (Scotland) and UK (Wales). 
15 Which was voluntary in the 2018 data collection 
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16 The following data, elaborations and graphics are from “European Agency for Special Needs and Inclusive 
Education, 2020. European Agency Statistics on Inclusive Education: 2018 Dataset Cross-Country Report. (J. 
Ramberg, A. Lénárt, and A. Watkins, eds.). Odense, Denmark” 
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ISCED breakdown of learners with an official decision of SEN, based on the enrolled school 

population (%) 

 

The ISCED 2 breakdown has been 

calculated as follows: 

The total number of learners in 

ISCED 2 who have an official 

decision of SEN/The number of 

learners who are enrolled in all 

formal educational settings x 100. 

Data is available from 31 countries. 

The SEN identification rate in ISCED 

2 ranges from 0.42% to 9.96%; the 

total average for the 31 countries is 

2.14%. 
 

  

Austria 1,30

Belgium (Fl) 4,31

Bulgaria 1,57

Cyprus 5,15

Czech Republic 4,95

Estonia 4,64

Finland 4,46

France 2,21

Germany 2,21

Greece 3,14

Hungary 3,29

Iceland 10,28

Ireland 5,11

Italy 2,01

Latvia 4,35

Lithuania 7,59

Luxembourg 0,96

Malta 6,17

Netherlands 1,31

Norway 4,86

Poland 2,34

Portugal 4,27

Slovakia 6,80

Slovenia 4,53

Spain 2,33

Sweden 0,60

Switzerland 2,31

UK (England) 1,72

UK (N. Ireland) 2,83

UK (Scotland) 15,17

UK (Wales) 1,31

Total average (31) 2,61
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3,19

1,39

2,95

5,24

2,74

2,99

1,18

3,25

3,11

4,18
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1,54

2,36
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0,54
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1,89
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1,10
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0,00 5,00 10,00 15,00 20,00

ISCED 1 ISCED 2



 

 

 

 

37 
The European Commission support for the production of this publication does not constitute an endorsement of the 

contents which reflects the views only of the authors, and the Commission cannot be held responsible for any use which 
may be made of the information contained therein. 

 

ISCED breakdown of learners with an official decision of SEN in special classes in 

mainstream schools, based on the enrolled school population (%) 

 

The ISCED 2 breakdown has been 

calculated as follows: The number of 

learners in ISCED 2 with an official 

decision of SEN who are educated in 

separate special classes in 

mainstream schools/The number of 

learners who are enrolled in all 

formal educational settings x 100. 

Data is available from 24 countries. 

The separate special class enrolment 

rates for learners with an official 

decision of SEN. 

The separate special class enrolment 

rates for learners with an official 

decision of SEN in ISCED 2 range from 

0.01% to 1.37%; the total average for 

the 24 countries is 0.22%. 
  

Bulgaria 0,01

Cyprus 0,57

Czech Republic 0,29

Estonia 1,34

Finland 2,44

France 0,56

Greece 0,03

Hungary 1,15

Iceland 0,50

Ireland 0,55

Latvia 0,61

Lithuania 0,15

Luxembourg 0,25

Norway 0,22

Poland 0,07

Portugal 0,50

Serbia 0,10

Slovakia 0,87

Slovenia 0,18

Spain 0,10

Switzerland 1,14

UK (England) 0,07

UK (N. Ireland) 0,47

UK (Wales) 0,36

Total average (24) 0,36

0,01

0,26

0,35

0,66

1,37

0,25

0,03

1,33

0,38

0,12

0,23

0,18

0,15

0,19

0,03
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1,10

0,10
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0,34
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0,22
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ISCED breakdown of learners with an official decision of SEN in special schools, based on 

the enrolled school population (%) 

 

The ISCED 2 breakdown has been 

calculated as follows: 

The number of learners in ISCED 2 with 

an official decision of SEN who are 

educated in separate special 

schools/The number of learners who 

are enrolled in all formal educational 

settings x 100. 

Data is available from 30 countries. 

The special school enrolment rates in 

ISCED 2 range from 0.00% to 2.63%; 

the total average for the 30 countries 

is 0.72%. 
  

Austria 0,40

Belgium (Fl) 3,43

Bulgaria 0,27

Czech Republic 1,24

Estonia 1,46

Finland 0,40

France 0,52

Germany 1,15

Greece 0,42

Iceland 0,25

Ireland 0,39

Italy 0,03

Latvia 2,02

Lithuania 0,38

Luxembourg 0,18

Malta 0,12

Netherlands 1,31

Norway 0,10

Poland 0,84

Portugal 0,02

Serbia 0,23

Slovakia 1,69

Slovenia 1,26

Spain 0,35

Sweden 0,53

Switzerland 1,17

UK (England) 0,69

UK (N. Ireland) 0,86

UK (Scotland) 0,54

UK (Wales) 0,35

Total average (30) 0,70

0,64

2,63

0,26

1,36

1,17

0,33

0,07

1,94

0,53

0,11

0,38

0,00

1,23

0,72

0,17

0,41

1,89

0,12

0,68

0,09

0,32

1,97

0,49

0,22

0,37
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ISCED breakdown of learners with an official decision of SEN in fully separate educational 

settings, based on the enrolled school population (%) 

The ISCED 2 breakdown has been 

calculated as follows:  

The number of learners in ISCED 2 

with an official decision of SEN who 

are educated in separate special 

classes in mainstream schools + The 

number of learners in ISCED 2 with 

an official decision of SEN who are 

educated in separate special 

schools/The number of learners who 

are enrolled in all formal educational 

settings x 100. 

Data is available from 23 countries. 

The fully separate placement 

enrolment rates of learners with an 

official decision of SEN in ISCED 2 

range from 0.27% to 3.07%; the total 

average for the 23 countries is 

0.63%. 
 

  

Austria 0,80

Bulgaria 0,28

Czech Republic 1,53

Estonia 2,79

Finland 2,85

France 1,08

Greece 0,45

Iceland 0,76

Ireland 0,93

Latvia 2,63

Lithuania 0,53

Luxembourg 0,43

Norway 0,33

Poland 0,91

Portugal 0,52

Serbia 0,32

Slovakia 2,56

Slovenia 1,43

Spain 0,45

Switzerland 2,31

UK (England) 0,76

UK (N. Ireland) 1,33

UK (Wales) 0,71

Total average (23) 0,93

1,29

0,27

1,72

1,83

1,70

0,32

0,57

0,50

0,49

1,46

0,90

0,32

0,31

0,71

0,60

0,47

3,07
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1,55

0,59
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The percentage of learners with an official decision of SEN, based on the enrolled school 

population (%) 

 

This indicator has been 

calculated as follows: The 

number of learners with an 

official decision of SEN/The 

number of learners who are 

enrolled in all formal 

educational settings x 100. 

Data is available from 27 

countries. 

The SEN identification rates 

range from 0.12% to 23.25%; 

the total average for the 27 

countries is 2.41%. 

 

  

Austria 2,91

Belgium (Fl) 0,79

Bulgaria 1,58

Cyprus 7,29

Czech Republic 5,80

Estonia 0,60

Finland 14,74

France 1,12

Germany 0,12

Greece 6,80

Hungary 5,77

Ireland 4,90

Italy 2,47

Latvia 0,18

Lithuania 1,95

Luxembourg 1,52

Norway 2,11

Poland 2,89

Portugal 3,86

Slovakia 6,38

Slovenia 7,04

Spain 1,36

Sweden 1,69

UK (England) 3,84

UK (N. Ireland) 4,43

UK (Scotland) 23,25

UK (Wales) 4,87

Total average (27) 2,41

0,00 5,00 10,00 15,00 20,00 25,00
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The percentage of learners with an official decision of SEN in special classes in mainstream 

schools, based on the enrolled school population (%) 

The data focuses on learners with an 

official decision of SEN, in line with the 

EASIE operational definition, who are 

enrolled in separate special classes in 

mainstream schools, in line with the 

80% placement benchmark for 

inclusive education (or the most 

relevant proxy for this benchmark), i.e. 

these learners are enrolled in a 

mainstream school, but they spend the 

majority of their time away from their 

peers. 

This indicator has been calculated as 

follows: The number of learners with 

an official decision of SEN who are 

educated in separate special classes in 

mainstream schools/The number of 

learners who are enrolled in all formal 

educational settings x 100. 

Data is available from 17 countries. 

The enrolment rates for learners in 

separate special classes in mainstream 

schools range from 0.01% to 1.99%; the 

total average for the 17 countries is 

0.31%. 

 

 

  

Bulgaria 0,16

Cyprus 0,58

Czech Republic 1,14

Estonia 0,01

France 0,18

Greece 0,03

Hungary 1,99

Ireland 0,43

Latvia 0,03

Lithuania 0,26

Luxembourg 0,41

Poland 0,02

Portugal 0,84

Serbia 0,17

Slovakia 0,05

UK (England) 0,12

UK (N. Ireland) 0,04

Total average (17) 0,31

0,00 1,00 2,00 3,00
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The percentage of learners with an official decision of SEN in special schools, based on the 

enrolled school population (%) 

This indicator has been calculated as 

follows: The number of learners with 

an official decision of SEN who are 

educated in separate special 

schools/The number of learners who 

are enrolled in all formal educational 

settings x 100. 

Data is available from 22 countries. 

The special school enrolment rates 

range from 0.01% to 3.34%; the total 

average for the 22 countries is 0.58%. 
 

  

Austria 1,58

Belgium (Fl) 0,26

Bulgaria 0,40

Cyprus 0,20

Czech Republic 1,03

Estonia 0,20

France 0,10

Germany 0,05

Greece 0,21

Ireland 1,06

Italy 0,01

Latvia 0,15

Lithuania 0,79

Luxembourg 0,49

Poland 1,98

Serbia 0,72

Slovakia 2,07

Sweden 1,68

UK (England) 2,01

UK (N. Ireland) 2,32

UK (Scotland) 1,83

UK (Wales) 3,34

Total average (22) 0,58

0,00 1,00 2,00 3,00 4,00
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The percentage of learners with an official decision of SEN in fully separate educational 

settings, based on the enrolled school population (%) 

 

The data focuses on learners with an official 

decision of SEN, in line with the EASIE 

operational definition, who are enrolled in 

fully separate educational settings, i.e. special 

classes and special schools, in line with the 

80% placement benchmark (or the most 

relevant proxy for this benchmark). 

This indicator has been calculated as follows: 

The number of learners with an official 

decision of SEN who are educated in separate 

special classes in mainstream schools + The 

number of learners with an official decision of 

SEN who are educated in separate special 

schools/The number of learners who are 

enrolled in all formal educational settings x 

100. 

Data is available from 17 countries. 

The fully separate enrolment rates for learners 

with an official decision of SEN range from 

0.18% to 3.15%; the total average for the 17 

countries is 1.09%. 

 

 

  

Austria 3,15

Belgium (Fl) 0,26

Bulgaria 0,57

Cyprus 0,78

Czech Republic 2,17

Estonia 0,21

France 0,28

Greece 0,25

Ireland 1,49

Latvia 0,18

Lithuania 1,05

Luxembourg 0,91

Poland 1,99

Serbia 0,89

Slovakia 2,12

UK (England) 2,13

UK (N. Ireland) 2,35

Total average (17) 1,09

0,00 1,00 2,00 3,00 4,00
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In 4G Project Countries the situations, about the four indicators examined, are the 
following17: 

 

Age of 15 years 
old – ISCED 2 

% of SEN 
learners, based 
on the enrolled 
school 
population 

% of SEN 
learners in 
special classes 
in mainstream 
schools, based 
on the enrolled 
school 
population 

% of SEN 
learners in 
special schools, 
based on the 
enrolled school 
population 

% of SEN 
learners in fully 
separate 
educational 
settings, based 
on the enrolled 
school 
population 

Bulgaria 1,39 0,01 0,26 0,27 

Czech Republic 5,24 0,35 1,36 1,72 

Italy 1,54 n.a. 0,00 n.a. 

Portugal 2,94 0,51 0,09 0,60 

Spain 2,33 0,06 0,22 0,45 

Average18 2,14 0,22 0,72 0,63 

 
 

Age of 17 years 
old – ISCED 3 

% of SEN 
learners, based 
on the enrolled 
school 
population 

% of SEN 
learners in 
special classes 
in mainstream 
schools, based 
on the enrolled 
school 
population 

% of SEN 
learners in 
special schools, 
based on the 
enrolled school 
population 

% of SEN 
learners in fully 
separate 
educational 
settings, based 
on the enrolled 
school 
population 

Bulgaria 1,58 0,16 0,40 0,57 

Czech Republic 5,80 1,14 1,03 2,17 

Italy 2,47 n.a. 0,01 n.a. 

Portugal 3,86 0,84 n.a. n.a. 

Spain 1,36 n.a. n.a. n.a. 

Average 2,41 0,31 0,58 1,09 

 

 
17 The data focuses on learners with an official decision of SEN 
18 The average rates are calculated with reference to a variable number of European countries, based on the 
availability of individual data 
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4.4. Actions to combat ESL among young people with SEN and disabilities 

There are some specific factors that place young people identified as having SEN and/or 

disability at particular risk of ESL. Combatting these involves ensuring that:  

- these young people have an appropriately high level of support;  

- their transitions are planned carefully;  

- their families are involved;  

- there actually are appropriate, high-quality upper-secondary opportunities available 

to them.  

 

However, these specific actions have to be seen as part of the wider set of actions to combat 

ESL. There are significant overlaps between the ‘SEN’ and ‘non-SEN’ populations of those at 

risk of ESL, and between the risks which beset both groups. It follows that actions which 

reduce the risks for one group are likely to do the same for the other – and, indeed, to 

improve the system for all. 

There is evidence that policy and practice initiatives can go a long way towards mitigating 

the risks these young people face: 

- Careful individual monitoring as an important basis for action. The adoption of a 

data-based system referred to as the “Early Warning System” for identifying students 

with learning disabilities who are at risk19. Using data to identify which students are 

most at risk for dropping out and then providing these students with access to an 

adult advocate who can implement academic and behavioral support in a school 

climate that promotes personalized and relevant instruction20. Such early warning 

systems generally include cognitive and behavioural measures, but could also include 

emotional wellbeing21.  

- The Individualized Education Program (IEP) process as an ideal way to address 

individual differences, including factors that are likely to influence an individual 

student’s decision not to complete school22 

- Mentoring reduces the risk of ESL also when the mentoring programme is used in 

schools for learners with emotional and behavioural difficulties. It would appear a 

 
19 Zablocki, M. and Krezmien, M. P., 2012. ‘Drop-Out Predictors Among Students With High-Incidence 
Disabilities: A National Longitudinal and Transitional Study 2 Analysis’ Journal of Disability Policy Studies 
20 Pyle, N. and Wexler, J., 2012. ‘Preventing Students With Disabilities From Dropping Out’ Intervention in 
School and Clinic, 47 (5), 283–289 
21 Nouwen, W., Clycq, N., Braspenningx, M. and Timmerman, C., 2015. Cross-case Analyses of School-based 
Prevention and Intervention Measures. Antwerp: Universiteit Antwerpen 
22 Bear, G. G., Kortering, L. J. and Braziel, P., 2006. ‘School Completers and Noncompleters With Learning 
Disabilities: Similarities in Academic Achievement and Perceptions of Self and Teachers’ Remedial and Special 
Education 
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strong relationships between students and mentors translate into improved 

engagement in school, better attendance, and so into reduced ESL rates23. 

 

Actually, researches are not in a position to say precisely how SEN and disability operate as 

determinants of ESL, nor what kinds of interventions work with what groups of young people 

and under what circumstances. 
 

5. ESL and Life Skills 

5.1. Definition of Life Skills 

In recent years, the world is looking for a common ground for a variety of activities on 

prevention and health promotion of children and young people and ways to integrate 

scattered activities undertaken by various organizations and institutions. One of the 

proposals is disseminated by the World Health Organization (WHO), approach focusing on 

developing life skills24. 

Formation of life skills is to create such an environment in which young people can acquire 

knowledge and skills and develop appropriate attitudes for building and developing a 

healthy lifestyle. Life skills is the ability to adaptation and positive behavior that enable the 

individual to effectively dealing with the challenges of everyday life. In particular, life skills 

are psychosocial competencies and interpersonal skills that help people make the right 

decisions, solve problems, think critically and creatively, communicate effectively, build 

healthy relationships, identify with others, cope and manage their lives in a healthy and 

effective manner. Life skills may relate to the activities of individuals, actions of groups of 

individuals and activities on the surrounding environment to become more friendly to 

health. Health is a state of complete physical, mental and social well-being. 

What are life skills? The term is defined differently.  

The World Health Organization has defined life skills as “the abilities for adaptive and 

positive behaviour that enable individuals to deal effectively with the demands and 

challenges of everyday life”. UNICEF defines life skills as “a behaviour change or behaviour 

 
23 Anderson, A. R., Christenson, S. L., Sinclair, M. and Lehr, C., 2004. ‘Check & Connect: The importance of 
relationships for promoting engagement with school’ Journal of School Psychology; Sinclair, M. F., Christenson, 
S. L. and Thurlow, M. L., 2005. ‘Promoting school completion of urban secondary youth with emotional or 
behavioral disabilities’ Exceptional Children 
24 Woynarowska Barbara, Umiejętności życiowe, Warszawa, source on-line 
http://www.google.pl/url?sa=t&rct=j&q=&esrc=s&source=web&cd=3&ved=0CCsQFjACahUKEwiUo_CSucHHAh
Vjw3IKHcSoBoI&url=http%3A%2F%2Fwww.lider.szs.pl%2Fbiblioteka%2Fdownload.php%3Fplik_id%3D1031%26
f%3Dartykul_1031.doc&ei=TOnaVZTNIOOGywPE0ZqQCA&usg=AFQjCNFfoKY5tWKLWS74igQWY_p71xHOFg,  

http://www.google.pl/url?sa=t&rct=j&q=&esrc=s&source=web&cd=3&ved=0CCsQFjACahUKEwiUo_CSucHHAhVjw3IKHcSoBoI&url=http%3A%2F%2Fwww.lider.szs.pl%2Fbiblioteka%2Fdownload.php%3Fplik_id%3D1031%26f%3Dartykul_1031.doc&ei=TOnaVZTNIOOGywPE0ZqQCA&usg=AFQjCNFfoKY5tWKLWS74igQWY_p71xHOFg
http://www.google.pl/url?sa=t&rct=j&q=&esrc=s&source=web&cd=3&ved=0CCsQFjACahUKEwiUo_CSucHHAhVjw3IKHcSoBoI&url=http%3A%2F%2Fwww.lider.szs.pl%2Fbiblioteka%2Fdownload.php%3Fplik_id%3D1031%26f%3Dartykul_1031.doc&ei=TOnaVZTNIOOGywPE0ZqQCA&usg=AFQjCNFfoKY5tWKLWS74igQWY_p71xHOFg
http://www.google.pl/url?sa=t&rct=j&q=&esrc=s&source=web&cd=3&ved=0CCsQFjACahUKEwiUo_CSucHHAhVjw3IKHcSoBoI&url=http%3A%2F%2Fwww.lider.szs.pl%2Fbiblioteka%2Fdownload.php%3Fplik_id%3D1031%26f%3Dartykul_1031.doc&ei=TOnaVZTNIOOGywPE0ZqQCA&usg=AFQjCNFfoKY5tWKLWS74igQWY_p71xHOFg
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development approach designed to address a balance of three areas: knowledge, attitude 

and skills”. The UNICEF definition is based on research evidence that suggests that shifts in 

risk behaviour are unlikely if knowledge, attitudinal and skills-based competency are not 

addressed. Life skills are essentially those abilities that help promote mental well-being and 

competence in young people as they face the realities of life. 

According to WHO, these skills allow a human being positive behavior adaptation, so that 

he/she can effectively deal with the tasks (requirements) and the challenges of everyday life. 

This term refers to the psychosocial skills (competencies). It does not include skills in the 

"physical" side of human functioning and professional skills and earn a living that 

complement the life skills. It distinguishes the skill from the characteristics (properties) of 

man. The characteristics include, for example self-esteem, responsibility, honesty. These 

features can be developed or strengthened in the process of acquiring life skills.  

The OECD has adopted a more generic definition of life skills in the context of the DeSeCo 

project25. It defines life skills on three general criteria, namely that: 

a) key competencies contribute to an overall successful life and a well-functioning 

society,  

b) they are instrumental to meeting important challenges in a wide spectrum of 

relevant contexts, and finally,  

c) they are relevant to all individuals. These key competencies are functioning in 

socially heterogeneous groups, acting autonomously and using tools interactively. 

The constituents of generally defined life skills can be described in the following way:  

- they include the abilities necessary to apply the conceptual thinking and reflection in 

concrete situations; 

- they imply capacities to be involved in effective interaction with the environment 

and provide an appropriate motivational attitude;  

- they involve psychological prerequisites for successful performance, such as problem 

solving capacities, self-confidence and skills for critical thinking26. 

 

UNICEF, UNESCO and WHO list the ten core life skill strategies and techniques as: problem 

solving, critical thinking, effective communication skills, decision-making, creative thinking, 

interpersonal relationship skills, self-awareness building skills, empathy, and coping with 

stress and emotions. Self-awareness, self-esteem and self-confidence are essential tools for 

understanding one’s strengths and weaknesses. Consequently, the individual is able to 

 
25 Rychen, D.S, Salganik L.H. (eds.) (2001) Defining and Selecting Key Competencies, Göttingen, 
Hogrefe and Huber Publications 
26 Dohmen, G. (1996) Lifelong Learning: Guidelines for a Modern Education Policy. Bmb+f. Bundesministerium für Bildung, 
Wissenschaft, Forschung und Technologie 
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discern available opportunities and prepare to face possible threats. This leads to the 

development of a social awareness of the concerns of one’s family and society. 

Subsequently, it is possible to identify problems that arise within both the family and 

society. 

 

From the point of view of health promotion and primary prevention WHO distinguishes two 

groups of skills: 

 

- Basic skills for everyday life for a good mood, interpersonal relationships and 

behavior conducive to health. These include the ten skills, combined into 5 categories 

contain many "specific" skills:  

• Making decisions and solving problems (including the search for alternatives, 

risk assessment, obtain information and evaluation, assessing the 

consequences of actions and behaviors, putting their goals, etc.). 

• Creative thinking and critical thinking. 

• Effective communication and maintaining good interpersonal relationships (ie. 

active listening, giving and receiving feedback, communicating verbal and 

nonverbal assertiveness, negotiating skills, conflict resolution, cooperation, 

teamwork). 

• Self-awareness and empathy (eg. self-esteem, identification of their own 

strengths and weaknesses, positive thinking, building self-image and one's own 

body, self-education). 

• Dealing with emotions and managing stress (including self-control, coping with 

pressure, fear, difficult situations, seek help, time management) 

 

- Specific skills, in order to deal with risks such as: assertive denying drug use, making 

sexual relations, participation in acts of violence, vandalism, etc. They are developed 

in conjunction with the above basic skills. 
 

The 10 core life skills that enable individuals to adapt and deal effectively with the demands 

and challenges of life (by WHO) are: 

1. Self-awareness 

2. Empathy 

3. Critical thinking 

4. Creative thinking 

5. Decision making 

6. Problem Solving 
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7. Effective communication 

8. Interpersonal relationship 

9. Coping with stress 

10. Coping with emotions 

 

Self-awareness includes recognition of ‘self’, our character, our strengths and weaknesses, 

desires and dislikes. Developing self-awareness can help us to recognize when we are 

stressed or feel under pressure. It is often a prerequisite to effective communication and 

interpersonal relations, as well as for developing empathy with others. 

Empathy – To have a successful relationship with our loved ones and society at large, we 

need to understand and care about other peoples’ needs, desires and feelings. Empathy is 

the ability to imagine what life is like for another person. Without empathy, our 

communication with others will amount to one-way traffic. Empathy can help us to accept 

others, who may be very different from ourselves. This can improve social interactions, 

especially, in situations of ethnic or cultural diversity. 

Critical thinking is an ability to analyze information and experiences in an objective manner. 

Critical thinking can contribute to health by helping us to recognize and assess the factors 

that influence attitudes and behaviour, such as values, peer pressure and the media. 

Creative thinking is a novel way of seeing or doing things that is characteristic of four 

components – fluency (generating new ideas), flexibility (shifting perspective easily), 

originality (conceiving of something new), and elaboration (building on other ideas). 

Decision making helps us to deal constructively with decisions about our lives. This can have 

consequences for health. It can teach people how to actively make decisions about their 

actions in relation to healthy assessment of different options and, what effects these 

different decisions are likely to have. 

Problem solving helps us to deal constructively with problems in our lives. Significant 

problems that are left unresolved can cause mental stress and give rise to accompanying 

physical strain. 

Interpersonal relationship skills help us to relate in positive ways with the people we 

interact with. This may mean being able to make and keep friendly relationships, which can 

be of great importance to our mental and social well-being. It may mean keeping, good 

relations with family members, which are an important source of social support. It may also 

mean being able to end relationships constructively. 

Effective communication means that we are able to express ourselves, both verbally and 

non-verbally, in ways that are appropriate to our cultures and situations. This means being 

able to express opinions and desires, and also needs and fears. And it may mean being able 

to ask for advice and help in a time of need. Coping with stress means recognizing the 
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sources of stress in our lives, recognizing how this affects us, and acting in ways that help us 

control our levels of stress, by changing our environment or lifestyle and learning how to 

relax. Coping with emotions means involving recognizing emotions within us and others, 

being aware of how emotions influence behaviour and being able to respond to emotions 

appropriately. Intense emotions like anger or sadness can have negative effects on our 

health if we do not respond appropriately. 

Coping with stress: Wrong beliefs like “I’m not good enough” or “Something is wrong with 

me” cause up to 95% of all illness and disease. The membrane of the cell is the brain of the 

cell, not the nucleus. Our beliefs are stored in the membrane of our cells. Unless we are fully 

aware of what we are doing and why we are doing it at every moment, we are always acting 

on our unconscious programming stored as beliefs in our cells. Scientific research has 

established that stress is the core factor in physical, mental, and emotional disease. 

Discovering how unconscious physical, mental and emotional habits create stress, aging, 

addiction and disease, through awareness and simple lifestyle changes reclaiming youthful 

vitality, joy and well being. 

Coping with Emotional: Our feelings are a wonderful barometer of our well being. When we 

are not caught up in negative thinking, our feelings remain positive, and we feel joyful, 

loving and peaceful. When we are feeling fearful, angry, or depressed it is a sure sign that 

our thoughts have become negative and dysfunctional. Developing this awareness and 

making the decision to eliminate negative thinking can be dramatically life changing. 
 

5.2. Life Skills in education 

Most development professionals agree that life skills are generally applied in the context of 

health and social events. They can be utilized in many content areas: prevention of drug use, 

sexual violence, teenage pregnancy, HIV/AIDS prevention and suicide prevention. The 

definition extends into consumer education, environmental education, peace education or 

education for development, livelihood and income generation, among others. In short, life 

skills empower young people to take positive action to protect themselves and promote 

health and positive social relationships 

The choice to promote Life Skills within schools arises from the awareness that these skills 

should be part of the ordinary repertoire of young people’s psychosocial skills, in order to 

face the difficulties related to change and expectations concerning them27. Through 

 
27 Baumgartner E., Bombi E. (2002). Training in life-skills. City and school. 
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education about Life Skills, the aim is to strengthen individual competences in order to 

increase and support autonomy and assumption of responsibilities by young people28. 

The World Health Organization (WHO) recommends educational paths based on Life Skills to 

be realised in schools of every level, because they enjoy the right credibility in the 

community and since within schools it is possible to reach wide populations of children and 

adolescents, to have available the necessary infrastructures and experienced teachers, to 

examine the effects of the short-term and long-term programmes29. In 1993 the WHO 

published the Document “Life skills education in schools” which includes the list of the 

personal and relational skills useful to successfully handle the relations between the 

individual and the other people. According to the Health Promotion Glossary realised by the 

WHO, the term health education means “an educational process oriented not only towards 

giving information related to the health sector, but rather towards giving support to 

students’ motivations; to the development of their skills; to the acquisition of the self-

confidence required for making decisions related to healthcare choices. The trained individual 

has to develop: a) an appropriate health literacy, i.e. a set of cognitive and social skills which 

allow him/her to access to and make use of the information useful for his/her own personal 

and social well-being; b) an appropriate empowerment capacity; c) an adequate set of life 

skills, i.e. skills and habits, ability to make choices, learning which allows him/her to develop 

positive behaviours effective against the questions and the challenges of daily life”. 

It is evident that in addition to practical and vocational skills, other types of skills such as 

social, individual and reflective skills are also needed. Life skills programmes emphasise 

abilities that help to facilitate communication, negotiation, to think critically and solve 

problems and make independent decisions. These developments in the field have in fact 

resulted in important breakthroughs in policy and planning, especially in non-formal 

education programmes for marginalised and disadvantaged youth and adults30. In many 

parts of the world, life skills form a significant and regular part of the school and adult 

curriculum. 

The ideas set out within the WHO’s Document, in J. Delors and E. Cresson’s white papers 

have been acquired by the European States, which by means of directives and national 

regulations have tried to set their “own” reference framework on the topic of “life skills and 

competences”. 

 
28 The efforts of teachers and students are directed mainly towards achieving high academic results. That is why 

life skills, probably due to overload and lack of sufficient time, are not considered as vital by the teachers. The 
development of such skills according to them is an additional task not central to their work, a burden 
29 LIFE SKILLS EDUCATION FOR CHILDREN AND ADOLESCENTS IN SCHOOLS Introduction and Guidelines to 
Facilitate the Development and Implementation of Life Skills Programmes, 1993 
30 UNESCO and the Indian National Commission for Co-operation with UNESCO (2001) Life Skills in Non-formal 
Education: A Review 
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UNICEF identifies the following criteria to ensure a successful life skills-based education31:  

- It should not only address knowledge and attitude change, but, more importantly, 

behaviour change.  

- Traditional "information-based" approaches are generally not sufficient to yield 

changes in attitudes and behaviours. For example, a lecture on “safe behaviour” will 

not necessarily lead to the practice of safe behaviour. Therefore, the lecture should 

be substantiated with exercises and situations where participants can practice safe 

behaviour and experience its effects. The adult learning theory emphasizes that 

adults learn best that which they can associate with their experience and practice.  

- It will work best when augmented or reinforced. If a message is given once, the brain 

remembers only 10 percent of it one day later, and when the same message is given 

six times a day, the brain remembers 90 percent of it. Hence the need to repeat, 

recap, reinforce and review.  

- It will work best if combined with policy development, access to appropriate health 

services, community development and media. 
  

 
31 https://www.unodc.org/pdf/youthnet/action/message/escap_peers_07.pdf 
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6. ICT in Education 

 

ICTs offer a great potential to support lifelong learning for all groups of students, including 

those who have special educational needs. The application of ICTs must enhance 

independence, integration, and equal opportunities for such people and in this way will 

facilitate their inclusion in society as valued, respected, and contributing members. Strong 

evidence exists that information and communications technology (ICT) can have a positive 

impact on student motivation and engagement, but evidence is weaker for an impact on 

lifting achievement. While we can find examples of technology interventions raising 

achievement, these are exceptions as any ‘specific initiative’ gains in achievement do not 

reflect the system-wide reality. 

“Learning centred approaches to technology-enabled learning can empower learners and 

leverage good learning experiences that would not otherwise be possible”32. Digital 

technology offers valuable tools for other building blocks in effective learning environments, 

including individualised instruction, cooperative learning, managing formative assessment, 

and many enquiry-based methods (ibid). 

Deployed smartly, digital technology can reduce geographic, socioeconomic, and cultural 

barriers to accessing quality education. Technology supports powerful connections and 

collaboration and has the potential to increase equality of educational opportunity.  

“Technology has enormous potential especially when it reshapes the different components, 

relationships, partnerships, and principles integral to learning environments”33. Technology 

broadens the scope of educators supporting learners and allows specialist resources to be 

shared widely (ibid)34. 

 

6.1. Technologies for learning 

New technologies make it possible to organize work in the classroom and at a distance and, 

again, collective work and individual work that can all be planned and carried out by the 

teachers both as support, clarification, deepening of themes that are mainly treated by 

teachers with the use of methods they deem most appropriate, but also as a primary and 

unique approach that allows independently, and without further support from teachers, to 

achieve a desired result. 

 
32 http://www.oecd.org/education/ceri/50300814.pdf, Groff, 2012 
33 OECD Work on Technology and Education: innovative learning environments as an integrating framework, 

David Istance, Marco Kools, First published: 17 February 2013 

34https://www.educationcounts.govt.nz/publications/schooling2/digital-technology/towards-digital-

enablement-a-literature-review 

http://www.oecd.org/education/ceri/50300814.pdf
https://onlinelibrary.wiley.com/action/doSearch?ContribAuthorStored=Istance%2C+David
https://onlinelibrary.wiley.com/action/doSearch?ContribAuthorStored=Kools%2C+Marco
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In the classroom, new technologies make the lesson much more dynamic; to carry out 

simulations, to travel and orient themselves, to find information from different sources and 

to compare them with each other, to write co-operative texts, to watch video tutorials and 

to carry out interactive exercises. They make it possible to make real and “touchable” the 

world out of school more and therefore to face and measure oneself with authentic and 

dynamic tasks and experiences. 

New technologies, in particular all those that favor communication, can provide a valid point 

of support to ameliorate school learning and the simultaneous acquisition of all those skills, 

for example life skills and soft skills, which are not often the subject of the objectives of the 

works produced, but which are nevertheless acquired thanks to the possibility offered to 

integrate theoretical arguments and their application in reality. 

It is clear that these results can only be achieved if there is, upstream, a careful didactic 

planning with teaching strategies planned and based on the characteristics of the people. 

The aim is to improve learning by stimulating interest and motivation, even by carrying out 

extracurricular activities. 

Of course, technologies cannot be the only tools that can be used to develop skills, 

collaborative attitude, knowledge, fight against early school leaving or even support the 

maturation of skills and knowledge in subjects with specific learning needs (SEN). The use of 

certain tools is able to improve learning only if it helps effective teaching strategies, that is, 

when it allows to increase the time dedicated to learning and exercise, when it supports 

collaboration or when it compensates for difficulties learning situations. 

Looking at teachers’ use of technology in the classroom a very interesting literary review35 

shows that there were quite a number of researches done with regard to. Majority of these 

focused on the factors influencing teachers’ use of technology, technology acceptance and 

readiness of teachers, perceptions of teachers on using technology in the learning process 

and roles of teachers in a technology enhanced learning environment. 

Results of the review of related literature conducted reveal that among the most commonly 

type of technology that teachers use to facilitate teaching are Power Point36, internet or 

web-based application37, tablet, iPads or mobile devices38, social media networking39, virtual 

 
35 A Literature Review on the Current Technocology in Education: An Examination of Teachers Use of 

Technology and Its Association to Digital Inequality in School, Mary Grace C. Nueva, De La Salle University – 
Manila  
36 Ruggiero, D., & Mong, C. J. (2015). The teacher technology integration experience: Practice and reflection in 
the classroom. Journal of Information Technology Education: Research 
37 Rolando, L. G. R., Salvador, D. F., & Luz, M. R. (2013). The use of internet tools for teaching and learning by in-
service biology teachers: A survey in Brazil. Teaching and Teacher Education 
38 Riley, P. (2013). Teaching, learning, and living with iPads. Music Educators Journal 
39 Cunha Jr, F. R. D., van Kruistum, C., & van Oers, B. (2016). Teachers and Facebook: using online groups to 
improve students’ communication and engagement in education. Communication Teacher 
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classroom40 and game-based applications41. The presence of infrastructure has been 

regarded as an important ingredient to make technology-integration in schools successful. 

However, despite of the great efforts exerted by the schools in providing the necessary 

technological resources, gaps still exist on how teachers utilize technology as a teaching and 

learning tool. Their capacity to apply innovations in their own respective classes depends on 

the complexity of technology and their willingness to learn technology. They added that 

teachers who are early technology adopters and commit a significant portion of their time 

incorporating educational technology into their teaching are more likely to adopt new 

technology, regardless of its complexities. Even for those who are using technology, most of 

them used it, such as the internet, for searching information and materials for distribution to 

their students42. In relation to this, teachers use technology for administrative purposes, 

technology education, non-educational purposes, instructional preparation, teacher-

directed instructional delivery, student homework and instructional assessment43. The most 

commonly used for instructional purposes is Power Point44 which appears to be an extension 

of traditional teaching strategy. When examined based on the perspective of the students, 

teachers allow them to use technology in their class in the form of smartphones in making 

notes, revising and information gathering45. On the lighter side, teachers had use technology 

for enhancement of lessons such as for music related activities such as in creating songs, 

rehearsals/performances, teaching instrument use, using virtual instruments, audio/video 

recording and listening resources46. The introduction of mobile device and tablets in schools 

shifted how the students learn and it has led to the polarization of teachers who use 

technology47. There are those classified as innovative teachers who shifted from teacher-

centered approach to learner-centered approach. Thomson and his colleagues stated that 

these teachers transformed their lessons in accordance to the advantages that tablet 

computers can offer. But there are also those regarded as instrumental teachers who seem 

to use the device as a book behind the glass. Social media networking had been utilized as 

well for instructional purposes in the classroom. It has been used by teachers to promote 

 
40 Martin, F., & Parker, M. A. (2014). Use of synchronous virtual classrooms: Why, who, and how. MERLOT Journal of Online 

Learning and Teaching 
41 Wang, A. I. (2015). The wear out effect of a game-based student response system. Computers & Education 
42 Rolando, L. G. R., Salvador, D. F., & Luz, M. R. (2013), ibidem 
43 Kurt, S. (2013). Examining teachers’ use of computer-based technologies: A case study. Education and Information 
Technologies 
44 Ruggiero, D., & Mong, C. J. (2015), imidem 
45 Sormunen, K., Lavonen, J., & Juuti, K. (2014). Crossing classroom boundaries in science teaching and learning through the 
use of smartphones. Crossing boundaries for learning–through technology and human efforts. 
46 Riley, P. (2013), ibidem 
47 Thomson, A., Bridgstock, R., & Willems, C. (2014). ‘Teachers flipping out’beyond the online lecture: Maximising the 
educational potential of video. Journal of Learning Design 
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teacher-students and students-students interaction. However, some studies reveal that 

students prefer passive behaviors in terms of their interaction with their teachers. The 

development of social relationships among online teacher-members helps obtain potential 

resources and reliable support through their social network48; as an example, having a 

virtual classroom would allow students and teachers to communicate synchronously using 

features such as audio, video, text chat, interactive whiteboard and application rating49. 

Another type of technology is now being used in the classroom by both teachers and 

students, this is cloud-based technology where Google Docs serves as a good example. The 

use of Google Docs aided the students in activities such as collaborative writing and editing, 

and improved interactions between writers and readers50. Game-based applications have 

found to improve the motivation and engagement of students in classroom lessons51. 

 

Looking at student’s use of technology in the classroom52, there is conclusive evidence that 

digital equipment, tools and resources can, where effectively used, raise the speed and 

depth of learning in science and mathematics for primary and secondary age learners. There 

is indicative evidence that the same can be said for some aspects of literacy, especially 

writing and comprehension. Digital technologies appear to be appropriate means to improve 

basic literacy and numeracy skills, especially in primary settings. The effect sizes are 

generally similar to other educational interventions that are effective in raising attainment, 

though the use of digital learning has other benefits. Also, the extent of the effect may be 

dampened by the level of capability of teachers to use digital learning tools and resources 

effectively to achieve learning outcomes. More effective use of digital teaching to raise 

attainment includes the ability of teachers to identify how digital tools and resources can be 

used to achieve learning outcomes and adapting their approach, as well as having 

knowledge and understanding of the technology. This applies in all schools. Where learners 

use digital learning at home as well as school for formal and non-formal learning activities 

these have positive effects on their attainment, because they have extended their learning 

time. This is particularly important for secondary age learners.  

 
48 Tseng, F. C., & Kuo, F. Y. (2014). A study of social participation and knowledge sharing in the teachers' online professional 
community of practice. Computers & Education 
49 Martin, F., & Parker, M. A. (2014). Use of synchronous virtual classrooms: Why, who, and how. MERLOT Journal of Online 
Learning and Teaching, 
50 Zheng, B., Lawrence, J., Warschauer, M., & Lin, C. H. (2015). Middle school students’ writing and feedback in a cloud-

based classroom environment. Technology, Knowledge and Learning 
51 Wang, A. I. (2015). The wear out effect of a game-based student response system. Computers & Education 
52 Literature Review on the Impact of Digital Technology on Learning and Teaching, ICF Consulting Services Ltd, November 

2015, This document is also available from our website at www.gov.scot. ISBN: 978-1-78544-819-5. The Scottish 
Government, St Andrew’s House, Edinburgh 

http://www.gov.scot/
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Where studies examine the process that brings about positive results from digital learning 

and teaching compared to traditional approaches, it is evident that these are more likely to 

be achieved where digital equipment, tools and resources are used for specific learning 

outcomes and built into a teaching model from the outset. This broadly supports conclusions 

that53:  

• Digital technology is best used as a supplement to normal teaching rather than as a 

replacement for it;  

• It is not whether technology is used (or not) which makes the difference, but how well 

the technology is applied to support teaching and learning by teachers;  

• More effective schools and teachers are more likely to use digital technologies 

effectively than other schools. Differences in effect sizes and the extent that learners 

achieve positive gains in attainment are ascribed by most authors of the studies above 

to:  

• The quality of teaching and the ability of teachers to use the digital equipment and 

tools effectively for lessons;  

• The preparation and training teachers are given to use equipment and tools;  

• The opportunities teachers have to see how digital resources can be used and 

pedagogies adapted54. 

As well as ensuring digital tools and resources are supporting learning goals, success 

appears to also be linked to some other factors:  

• The availability of equipment and tools within schools (and at home);  

• How learners use digital equipment. Collaborative use of technology (in pairs or small 

groups) is usually more effective than individual use, though some learners - especially 

younger children - may need guidance in how to collaborate effectively and 

responsibly;  

• The extent that teaching continues to innovate using digital tools and resources55. 
 

6.2. Digital learning, reducing inequalities and promoting inclusion 

Every organisation whose mission is to act as information provider in the field of lifelong 

learning has a duty to make their information accessible for everyone. The United 

Nations Convention on the Rights of Persons with Disabilities (2006) emphasises: 

 
53 Higgins, S., Xiao, Z., Katsipataki, M., 2012. The Impact of Digital Technology on Learning: A Summary for the Education 

Endowment Foundation 
54 Rosen, Y., Beck-Hill D., 2012. Intertwining Digital Content and a One-to-One Laptop Environment in Teaching and 

Learning: Lessons from the Time to Know Program. Journal of Research on Technology in Education, March 
55 Higgins, S., Xiao, Z., Katsipataki, M., 2012, ibidem 
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• the obligation to ‘provide accessible information to persons with disabilities’ 

(Art.4); 

• the need for ‘the design, development, production and distribution of accessible 

ICT’ (Art.9); 

• the right to education ‘without discrimination and on the basis of equal 

opportunity’ for persons with disabilities (Art.24). 

 

Information providers within lifelong learning need clear guidance on translating policy 

and standards into practical tasks for implementation, making use of innovative 

information and communication technology (ICT) solutions in a sustainable way. Often a 

main barrier for providing accessible information is not the lack of flexible ICT solutions, 

but a lack of clarity on what policy relating to accessibility implies and the necessary 

ways forward to implementing accessibility standards effectively within organisational 

processes. 

There is indicative evidence that digital tools and resources can help to reduce gaps in 

subject attainment where they are effectively implemented56. There is promising evidence 

that digital equipment and resources can help learners with additional support needs to 

improve their skills and competences in literacy and numeracy. Teachers’ skills and 

competences in recognising how to use digital tools and resources and apply them 

effectively are critical to achieving positive results for learners with additional support needs 

or who are disadvantaged in other ways. 

There is very little meta-analysis covering this area or examining specific groups of 

disadvantaged learners. This makes it difficult to draw conclusions, although some authors 

concluded that: 

- digital tools and resources can be “particularly practical for lower ability learners and 

those with special educational needs where they allow for differentiation and more 

intensive practice, and provide a greater motivation to learn”57 

- learners benefited from using an iPad to increase numeracy58  

- literacy among a group of learners with learning difficulties increased when they 

were provided with a computer graphics organiser (they wrote more words and 

included more story elements in their composition)59.  

 

 
56 Literature Review on the Impact of Digital Technology on Learning and Teaching, ICF Consulting Services Ltd, ibidem 
57 Passey and Higgins.2011. Learning platforms and learning outcomes—Insights from research. Learning, Media and 
Technology, Dec. 
58 O'Malley, P., et al., 2013. Effectiveness of Using iPads to Build Math Fluency 
59 Gonzalez-Ledo et al. 2015.The Effects of Computer Graphic Organizers on the Narrative Writing of Elementary School 
Students with Specific Learning Disabilities. Journal of Special Education Technology, Jan. 
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It seems that the ingredients for success are related to the teachers’ ability to use the 

equipment and tools but also to their understanding of how they can be used to respond to 

learners’ needs in both guided learning, homework and non-formal learning: 

- the progress in engaging travellers’ children in learning with a laptop and digital resources 

after they had dropped out of secondary education it depends on tutors’ ability to guide and 

interest them60  

- much of the difference in learners’ improvements in competences related to their teachers’ 

skills in redesigning learning61  

- improvements could have been greater if teachers had received effective training 

beforehand62 

- improvements could have been greater if parents and volunteers had received effective 

training beforehand, where digital resources were being used for learners with disabilities 

- scale of improvement would be related to the time that parents were able to help and their 

ability to do so63 

- identified that undergraduate volunteers were critical to an out of school learning project 

using digital resources for learners with learning needs64. 

 
60 D'Arcy, K., 2012. Learning and Digital Inclusion: The ELAMP Project. 
61 Mouza et al. 2008. Implementation and outcomes of a laptop initiative in career and technical high school 

education. Journal of Educational Computing Research 
62 O'Malley, P., et al., 2013. Effectiveness of Using iPads to Build Math Fluency 
63 Cavanaugh et al.2013. Online Learning for Students with Disabilities: A Framework for Success. Journal of Special 

Education Technology, Jan 
64 Celedón-Pattichis et al., 2013. An Interdisciplinary Collaboration between Computer Engineering and 

Mathematics/Bilingual Education to Develop a Curriculum for Underrepresented Middle School Students. Cultural Studies 

of Science Education, Dec. 


