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Foreword 

Every student in Europe should be able to develop the basic skills 

that open doors to learning, to opportunity and to a confident 

future. 

Literacy, mathematics, science, digital and citizenship are not just school 

subjects, they are essential tools for life. They unlock learning, empower 

participation and allow each young person to contribute to their community 

and to Europe. Supporting all students to acquire these skills is one of the 

most important investments we can make - for them and for Europe’s 

shared future.  

Recent international assessments show that a significant number of 

students in Europe still complete compulsory education without reaching the expected levels of basic skills. 

This is a serious concern for Europe’s capacity to meet the challenges of the future. When students do not 

receive the support they need to develop basis skills, they may be left behind just at the point when they 

should be gaining confidence and discovering their potential. 

To address these challenges, the European Commission has placed a strong focus on basic skills within its 

broader skills and education agenda. The Union of Skills Communication sets out a common vision for 

equipping learners with the competences needed in a changing world. The Action Plan on Basic Skills defines 

concrete steps to improve learning outcomes, strengthen teaching, and reduce inequalities. Alongside this, the 

STEM Education Strategic Plan promotes excellence and engagement in STEM from the early years ensuring 

that all students, not just a few, can aspire to reach high levels of achievement. 

This Eurydice report offers valuable evidence of how education systems across Europe are working to address 

underachievement in reading, mathematics and science at primary and lower secondary level. It presents 

recent policy developments in curriculum and assessment, learning support, teacher training and parental 

engagement. It also points to areas where further efforts are needed to ensure that no students have equal 

access to quality education. 

Prioritising innovative learning approaches, inclusion, and recognising the value of personalised support to 

those who need it most, can help ensure better outcomes. Our aim is to support Member States to reach this 

objective with a target of less than 15% of underachievers in literacy, mathematics, science and digital skills 

and a share of top performance of at least 15%, by 2030. With the Basic Skills Support Scheme to be 

launched in 2026, the Commission will work together with interested Member States on effective intervention 

measures to address basic skills deficiencies.  

I thank the Eurydice Network for preparing this important report. It will serve as a valuable resource for 

education policymakers, practitioners and stakeholders across Europe. By continuing to work together – 

guided by a shared commitment to quality, inclusion, and excellence – we can ensure that all students in 

Europe build the strong foundations they need to thrive in school and beyond.  

Roxana Mînzatu  

Executive Vice-President for Social Rights and Skills,  

Quality Jobs and Preparedness 
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Executive summary  

Ensuring that all learners acquire solid skills in literacy, mathematics and science remains one of the most 
pressing challenges for European education systems. These skills underpin lifelong learning, employability, 
civic engagement and personal development. Yet, recent results from international assessment surveys such 
as the Organisation for Economic Co-operation and Development (OECD) Programme for International 
Student Assessment (PISA) and the Trends in International Mathematics and Science Study (TIMSS) of the 
International Association for the Evaluation of Educational Achievement (IEA) show increasing numbers of low 
achievers, particularly among disadvantaged students, and growing gaps between socioeconomic groups. The 
COVID-19 pandemic exacerbated these challenges, widening inequalities in access to learning and 

accelerating downward trends in performance. This is well illustrated by Figure A, which shows on the basis of 

the 2022 PISA Survey (mathematics) that in 2022, there were only two education systems where the 
difference between the low achievement rates of students from high and low socioeconomic backgrounds 
was smaller than 20 percentage points (pp). 

Figure A: Percentage point differences between the underachievement rates of  
15-year-old students from low and high socio-economic backgrounds (with 0–25 and 
26+ books at home, respectively) in mathematics, 2022 

 

 

Gap smaller than 20 pp 

Gap between 20 and 30 pp 

Gap bigger than 30 pp 

Source: Eurydice, based on OECD, PISA 2022 database. 
 

In response, the European Union has significantly reinforced its policy framework. The 2022 Council 

recommendation on pathways to school success (1) call for inclusive, learner-centred approaches to boost 

basic skills acquisition. In 2025, ‘The Union of Skills’ package (2) introduced the STEM Education Strategic Plan 

and the Action Plan on Basic Skills, which promote early detection of learning difficulties, personalised 
support, strengthened teaching and learning and meaningful involvement of parents and communities 
(European Commission, 2025a, 2025b). 

 
(1) Council Recommendation of 28 November 2022 on Pathways to School Success and replacing the Council Recommendation of 28 June 

2011 on policies to reduce early school leaving, 2022/C 469/01, OJ C 469, 9.12.2022. 

(2) Union of Skills – European Commission. 

https://commission.europa.eu/topics/eu-competitiveness/union-skills_en
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Content and structure of the report 

This report analyses policies aiming to counter underachievement in basic skills (literacy, mathematics and 
science) that were adopted and/or implemented in the school year 2020/2021 or later and were still in place 
in 2024/2025. Temporary measures (e.g. related to the immediate management of the COVID-19 crisis) that 
are no longer active are excluded from this study. The report relies on qualitative data on policies and 

measures that have been collected by means of a Eurydice data collection survey. It covers primary and lower 

secondary education in 37 European education systems. 

While the focus is on new policy measures or changes to existing policies that have been 
adopted/implemented since 2020, it is evident that in all education systems, relevant policy measures were 
also put in place before 2020. Indeed, policies to tackle underachievement in basic skills and, more generally, 
enhance inclusion in education and support disadvantaged students, have been extensively reported in several 
recent Eurydice reports (see especially European Commission / EACEA / Eurydice, 2020, 2022, 2023, 2024), 
which, where relevant, are referenced in this report as background information. 

The report consists of seven chapters examining the topics depicted in Figure B, which illustrates the 

interdependent ecosystem of policy measures that education systems have put in place to address 
underachievement in basic skills. 

Figure B: Interdependent ecosystem of policy measures addressing underachievement in 
basic skills 

   

POLICY 
FRAMEWORK 

Curriculum 

 

   

Parents 

 

Instruction 
   

 Teachers  
   

Learning 
support 

 
Assessment 

   

   

Source: Eurydice. 

At the foundation of this ecosystem lie strategic policy frameworks, which shape and connect reforms across 
curriculum, instruction, assessment, learning support, teacher development and parental engagement. At the 
centre of this ecosystem are teachers, whose professional competence and support structures are crucial for 
effective curriculum delivery, instructional practices, assessment, learning support and collaboration with 
families. The report shows that since 2020/2021, almost all education systems have introduced reforms 
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supporting teachers – through continuing professional development (CPD), inclusive pedagogical resources 

and the recruitment of specialised staff. These changes are closely aligned with broader curriculum reforms 
that prioritise essential skills, differentiated instruction and inclusive learning environments. While national 
approaches vary, there is growing convergence around integrated, whole-system responses that combine 
universal and targeted measures to support all learners. 

Main findings 

Figure C summarises the main areas of reforms that European education authorities have undertaken since 

2020. As the figure shows, new top-level strategic policy frameworks have been adopted by the large 
majority of the education systems covered in this report. Almost all education systems adapted their policies 
concerning teachers. Changes have taken place in more than half of the education systems in all areas, with 
the organisation of instruction and support provided to parents remaining relatively more stable. Overall, the 
figure reflects a broad policy effort to strengthen all key domains contributing to basic skills development, 
with particular attention to teacher support and systemic coherence. Changes in each policy area are analysed 
below in turn. 

Figure C: Areas of policy changes addressing underachievement in basic skills 
(2020/2021 to 2024/2025), ISCED 1-2 

Number of education systems 
 

Adoption of strategic policy frameworks to enhance basic skills acquisition 

Changes in the organisation of instruction 

Curriculum reforms to address underachievement in basic skills 

Changes in the assessment of learning needs 

Reinforcing learning support 

Supporting teachers and educators for basic skills improvement and applying inclusive education practices 

Involving parents in their children’s learning process 

 

Source: Eurydice. 

Strategic policy frameworks increasingly address basic skills within broader agendas for 
equity and school success 

Since 2020, 33 education systems have adopted or revised at least one top-level policy framework directly 
addressing underachievement in basic skills. These initiatives vary in thematic focus and scope. In total, 49 
policy frameworks are reported, of which 36 are broader and 13 dedicated. Dedicated policy frameworks 
focus exclusively to improving basic skills, while broader ones address the issue as part of wider initiatives on 
inclusive education, student well-being or school success. In both cases, basic skills objectives are addressed 
through defined policy commitments and implementation measures. Both broader and dedicated frameworks 
reflect the principles of the 2022 Council recommendation on pathways to school success, promoting a 
whole-system, learner-centred approach that combines universal and targeted measures. 

Eighteen education systems report at least one policy framework with concrete objectives linked to 
performance benchmarks (e.g. PISA proficiency levels) or national standards, such as reducing the proportion 
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of low achievers or increasing basic skills attainment among disadvantaged groups. Recent frameworks also 
take account of post-pandemic learning loss as well as teacher and parental engagement. 

Monitoring and evaluation remain relatively limited aspects of policy implementation. While approximately 
half of education systems have policy frameworks with measurable targets, only six report structured impact 
evaluations, and even these are often focused on implementation rather than impact. Nonetheless, the use of 
performance indicators suggests growing efforts to strengthen the coherence, reach and accountability of 
basic skills policies. 

Changes in the organisation of instruction tend to go towards increasing learning time and 
the flexibility of instruction 

The organisation of instruction is one of the fundamental attributes of students’ educational experience. The 
report analysed reforms related to the amount and flexibility of instruction time available to students 
dedicated to basic skills; the length of the formal school day; and the grouping of students for educational 
experience and instruction. 

Between 2020/2021 and 2024/2025, top-level education authorities implemented changes in more than half 
of the European education systems analysed in this report. Differences between education levels are 
marginal, showing that education authorities have targeted both primary and lower secondary students. 

Changes in the organisation of instruction aiming to tackle underachievement in basic skills have generally 
tended towards increasing students’ time spent in school, either through dedicating more time to subjects 
linked to basic skills or even expanding the length of the school day. While five education systems 
implemented changes for all subjects linked to basic skills, another five concentrated on specific areas, 
notably reading or science literacy. 

In addition to the amount of instruction time, reforms of the organisation of instruction have most often 
brought about increasing flexibility and more autonomy given to schools in organising teaching. In more than 
a quarter of European education systems, schools have become more autonomous in defining part of the 
instruction time dedicated to given subjects, and/or in organising the work and the grouping of students in the 
classroom. Often, flexibility has increased in both dimensions at the same time, and eight education systems 
are creating the conditions of and encouraging differentiated teaching and flexible groupings to respond to all 
students’ learning needs. 

A majority of education systems have made curriculum changes to support basic skills 
development 

School curricula play a central role in delivering quality and inclusive education and supporting skills 
development. Education authorities across Europe regularly review and re-focus the content of school 
curricula, to respond to the evolving needs of society and learners, address emerging policy issues and reflect 
new pedagogical approaches. 

Since the 2020/2021 school year, the majority of European countries have undertaken curriculum revisions to 
support the development of basic skills and improve achievement. While the reported measures are wide-
ranging and often pursue multiple objectives, several recurring themes can be observed. Most commonly, 
education authorities aim to improve the curricula by clarifying attainment targets and making them more 
focused on basic skills and by reducing curriculum content to avoid overload and support deeper learning. 
Other frequently cited changes intend to make the curriculum more inclusive and to strengthen the support to 
students at risk of underachievement, as well as to increase the focus on STEM subjects and promote 
innovative teaching based on problem-solving and interdisciplinary approaches. 
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Primary schools are more likely to see changes in diagnostic assessment 

Effective assessment is necessary to address underperformance. Without it, it is unclear which students need 
learning support, when they need it and what exactly their learning gaps are. The Eurydice data collection 
focused mainly on post-2020 reforms in diagnostic assessment practices and in national exams. In all, 28 
European education systems introduced new assessment tools or revised existing ones. The number of 
education systems reforming their assessment methods was fairly stable across education levels, with one 
important exception. Significantly more education systems recently undertook reforms in the diagnostic 
assessment tools in primary education, compared to lower secondary. Thus, more than one third of education 
systems introduced new or revised diagnostic assessment in primary education, as opposed to less than a 
quarter in lower secondary. National exams reforms were conducted in about a quarter of the European 
education systems at both the primary and lower secondary levels. 

Reforms in assessment have been diverse, but most of them relate to policy growth (e.g. introducing 
diagnostic assessment in new subject areas or extending them to additional grades), methodological 
development (e.g. new definitions) and those targeting specific student populations (e.g. students with 
migrant or refugee backgrounds). 

A third of education systems introduced or revised small group tutoring 

Additional learning support is a key tool for helping students to boost their performance. More than two thirds 
of the European education systems took relevant measures, which in most cases apply for both primary and 
lower secondary education. Among the most common measures are the development of a new policy 
framework (e.g. new guidelines, action plans and/or programmes) and the provision of one-to-one or small 
group tutoring during or outside school hours. 

The report shows that after 2020/2021, about a third of the education systems introduced or revised 
personalised or small group tutoring in primary schools, but only about a quarter did so at both the primary 
and lower secondary levels. The introduction or revision of small group tutoring outside the main school hours 
or days has also been rather limited. 

In slightly more than a third of the education systems, national (or regional) authorities have made additional 
funding available that schools can use to strengthen learning support. 

It is also worth mentioning that learning support measures, especially those concerning reading literacy, 
sometimes target specific student groups (e.g. those with a migrant background), but generally they tend to 
be available for all students facing difficulties. 
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Reforms in diagnostic assessment and small group tutoring are not always linked 

Ideally, reforms to improve student performance should be interlinked to maximise effectiveness. However, as 

Figure D suggests, reforms in diagnostic assessment are not always linked to small group tutoring reforms. In 

fact, even though about half of education systems made changes concerning diagnostic assessment, less 
than half of these education systems also made reforms concerning small group tutoring. 

Figure D: Education systems with new or revised diagnostic assessment and small group 
tutoring 

New or revised diagnostic assessment and small group tutoring 

during the school day (BE fr, ES, FR, CY, LU, MT, PT, SK) 

New or revised diagnostic assessment and small group tutoring  
during or outside the school day (BE fr, ES, FR, CY, LU, MT, AT, PT, SK, SE) 

New or revised diagnostic assessment (BE fr, BE nl, DK, IE, EL, ES, FR, CY, 
LV, LU, HU, MT, AT, PT, RO, SK, SE, TR) 

Source: Eurydice. 

Teachers are key enablers of basic skills improvement, and education systems are investing 
in comprehensive support measures to strengthen their role 

Improving students’ literacy, mathematics and science outcomes depends on teachers’ ability to identify 
learning needs and deliver inclusive, engaging instruction. Recent policy developments reflect this by 
enhancing professional development opportunities, providing tailored materials, and recruiting specialised 
staff to support teaching. A systemic approach is evident, grounded in alignment across these three core 
support areas. 

A majority of education systems have developed CPD programmes that combine subject-specific training with 
inclusive pedagogical approaches, including differentiated instruction, formative assessment and the use of 
diagnostic tools. Some have gone further, offering sustained mentoring and coaching to help teachers 
address the learning profiles of low-achieving students. To ensure consistency in teaching practices, education 

authorities increasingly accompany CPD with structured pedagogical resources – such as lesson plans or 

methodological guides – often aligned with curriculum reforms. 

At the same time, approximately half of education systems have introduced or expanded policies to recruit 

specialised support staff – such as teaching assistants or specialised teachers – to provide targeted, in-class 

support and help teachers personalise learning for students who face persistent difficulties. 

Effective support for basic skills and inclusive teaching relies on the alignment of three key levers: 

professional development, pedagogical resources and classroom-based staffing (see Figure E). CPD and 

structured resources act as enablers, while the deployment of specialised staff ensures responsive, multi-level 
support tailored to diverse learning needs. 
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Figure E: Three levers for stronger basic skills teaching: training, resources and 
teaching support for inclusive classrooms 

   

1. CPD programmes and trainings 
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  education systems   
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  basic skills  
teaching 

  
    
 education systems  education systems  

Source: Eurydice. 

 

Together, these developments reflect a coherent and strategic approach to teacher support. While 
implementation varies across education systems, there is growing convergence around the idea that 
improving basic skills requires sustained investment in teachers’ professional capacity, backed by practical 
tools and team-based assistance. These trends point to increasing recognition of the pivotal role teachers play 
in addressing underachievement and promoting more equitable learning outcomes. 

Parents play a key role in shaping students’ learning outcomes, and education systems are 
investing in measures to better engage and support them 

The home learning environment strongly influences students’ basic skills acquisition. Since 2020/2021, many 
European education systems have introduced or revised policies to better engage parents as partners in 
supporting literacy, mathematics and science learning. These policies are often designed to address equity 
gaps by reaching disadvantaged and migrant families. 

Recent measures focus on helping parents understand curriculum expectations and to provide targeted 
learning support at home (see Figure F). Approaches include training workshops for parents, the distribution of 
pedagogical resources with practical guidance, and family literacy initiatives such as home reading schemes, 
often developed in collaboration with local libraries. Several systems have introduced digital platforms to 
enhance communication between schools and families, while others provide home visits or school–family 
liaison officers to offer more personalised support. 
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Figure F: Engaging parents to support basic skills learning 
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education systems 

 

 

2. Pedagogical resources and guidelines 
empower parents to engage in their children’s 
learning. 

 

    

Source: Eurydice. 

 

However, the integration of these measures into broader school strategies remains uneven and evaluations of 

their impact are limited. Still, promising practices are emerging – particularly where support is sustained, 

culturally responsive and embedded within coordinated school–family partnerships. Parental engagement has 
become a recognised policy priority, with many systems seeking to strengthen school–family cooperation.  

 

* * * 

Overall, this report highlights that addressing underachievement in basic skills remains an urgent and shared 
policy priority across Europe. Since the 2020/2021 school year, European education systems have responded 
with a wide range of policy measures spanning instruction time, curriculum, assessment, learning support, 
teacher development and parental involvement. Many of these actions are embedded within strategic policy 
frameworks, which promote a whole-system, equity-driven approach to improving basic skills. 

While national approaches vary, common trends emerge: increasing flexibility in instruction, integrating 
inclusive pedagogies into teacher training, reinforcing diagnostic and support mechanisms and reaching out to 

families – especially those from disadvantaged backgrounds. In addition, there is an increasing emphasis on 

individualisation and differentiation through curriculum reform, the organisation of instruction, the availability 

of additional support/teaching staff as well as learning support. Figure G illustrates this latter trend, showing 

to what extent European education systems have created the conditions of more individualised teaching and 

learning through the interplay of differentiated instruction, the provision of additional teachers / support staff 

and reinforced learning support measures. 
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Figure G: Education systems introducing differentiated instruction, additional 
teaching/support staff and new/reinforced learning support measures between 
2020/2021 and 2024/2025, ISCED 1-2 

 

 
 

Promoting 
differentiated instruction 

   

Reinforced 
learning support 

 Additional teaching/ 
support staff 

   

Source: Eurydice. 

 

However, monitoring and evaluation are uneven, which might hinder effective implementation. In the future, 

sustained and coherent policy action – combining universal and targeted measures – will continue to be 

essential to improving basic skills outcomes and promoting equity in primary and lower secondary education. 
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Introduction 
Quality education is rooted in the basic skills of literacy, mathematics and science acquired in early years and 
at school. By ensuring that students master these skills, not only do education authorities undertake the most 
essential task in education, but also lay the groundwork for boosting EU competitiveness, fostering active 
citizenship and reinforcing democratic participation. 

Improving educational outcomes and addressing underachievement have become critical priorities within the 
EU, especially in the aftermath of the COVID-19 pandemic – which significantly disrupted education 
throughout Europe – and the significant decline in student achievement as measured by the Organisation for 
Economic Co-operation and Development (OECD) Programme for International Student Assessment (PISA) 
Survey. To illustrate and compare the main policy directions European countries are taking when aiming to 
counter underachievement in basic skills, this report provides an overview of education policies and measures 
adopted in this recent period. 

Basic skills: policy context and definitions 

Reducing underachievement in basic skills and enhancing learning outcomes have been and continue to be 
key EU targets. They are part of the strategic framework for European cooperation in education and training 
towards the European Education Area and beyond (2021-2030) (3), highlighting a commitment to equity, 
inclusiveness and social cohesion across Europe. Underachievement – or low achievement – in this context 
refers to the percentage of students performing below the expected level of attainment in one or more 
subject areas. In relation to the EU-level targets – that the share of low-achieving 15-year-olds in reading, 
mathematics and science should be less than 15 % by 2030 (4) – this level is defined on the basis of the 
OECD’s PISA Survey. 

As international student assessments continue to reveal persistent challenges in basic skills acquisition, the 
EU has reinforced its policy commitment to quality education, equity and skills development. Recent European 
Commission initiatives emphasise the need for a comprehensive policy approach, combining targeted 
investments, evidence-based interventions and innovative teaching strategies to improve learning outcomes. 
By addressing underachievement and promoting lifelong learning, these efforts aim to strengthen educational 
resilience and social cohesion, while supporting the EU’s long-term goals for economic competitiveness and 
inclusion. 

Mastering basic skills is indeed also crucial for sustainable and inclusive economic development (Gust, 
Hanushek and Wößmann, 2024). Basic skills acquired through education boost labour productivity and support 
the innovation pace required by the digital transition and an increasingly knowledge-based economy 
(Wößmann, 2015; Thum-Thysen, Cravetto and Varchola, 2021). Hanushek and Wößmann (2019) simulated 
the macroeconomic impact of improving basic skills, showing that the EU’s gross domestic product (GDP) 
could be 30 % higher by 2100 with improved educational outcomes compared to the 2015 levels. The Letta 
Report (Letta, 2024) highlights that closing educational inequalities is essential for strengthening Europe’s 
human capital, economic resilience and global competitiveness. Similarly, Mario Draghi’s competitiveness 
report (European Commission, 2024) stresses that investment in foundational skills is vital for sustaining 
Europe’s economic growth and ensuring that education systems effectively prepare young people for an 

 
(3) Council Resolution of 19 February 2021 on a strategic framework for European cooperation in education and training towards the European 

Education Area and beyond (2021-2030), 2021/C 66/01, OJ C 66, 26.2.2021. 

(4) Council Resolution of 19 February 2021 on a strategic framework for European cooperation in education and training towards the European 
Education Area and beyond (2021-2030), 2021/C 66/01, OJ C 66, 26.2.2021. 
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evolving labour market. Furthermore, mastering basic skills is a key prerequisite for developing transversal 
skills such as critical thinking, entrepreneurship or creativity. 

The Council recommendation on key competences for lifelong learning (5) urges EU Member States to support 
and reinforce the development of key competences and basic skills from an early age and throughout life. 
Furthermore, the Council recommendation on pathways to school success (6) provides comprehensive policy 
guidance to help all students achieve the necessary level of proficiency in basic skills and reduce early school 
leaving. This recommendation calls for a systemic approach, emphasising collaboration, monitoring and 
targeted support combined with more universal measures to create equitable and high-quality education 
systems across Europe. 

In March 2025, the European Commission adopted ‘The Union of Skills’ package (7), introducing the STEM 
Education Strategic Plan (European Commission, 2025a) and the Action Plan on Basic Skills (European 
Commission, 2025b). The Action Plan on Basic Skills aims to boost basic skills teaching and learning, support 
educators and enable supportive environments. It emphasises the importance of early identification 
mechanisms and monitoring, extra learning time and personalised support, professional development 
opportunities and support provided to teachers, and supporting and enabling parents to help their children. 
The STEM Education Strategic Plan further emphasises the need to reform STEM (science, technology, 
engineering and mathematics) education and training, aiming to improve curricula and making them more 
engaging to spark interest in STEM subjects. 

The concept of basic skills has broadened over the years and across the different Council recommendations. 
Earlier documents refer to reading literacy, mathematics and science competences as ‘basic skills’ – the three 
areas assessed by the PISA Survey. The 15 % EU-level targets also relate to these domains. The Council 
recommendation on key competences for lifelong learning (8) and the Council recommendation on pathways 
to school success (9) indicate basic digital skills as part of basic skills; however, the latter still keeps the focus 
on the original three areas, as digital skills are addressed by the Digital Education Action Plan (2021-
2027) (10). In addition to literacy, mathematics, science and digital skills, the newly adopted Action Plan on 
Basic Skills also lists citizenship skills as part of the ‘basic skills set’ (European Commission, 2025b). However, 
given the more limited focus of the EU targets, and as digital and citizenship competences are often at the 
centre of separate initiatives, this report concentrates only on the three basic skills assessed by the PISA 
Survey (11). 

Post-pandemic educational outcomes 

The daily reality of schools across Europe was strongly affected in 2020 and 2021 by the COVID-19 
pandemic, which led to school closures in many countries and periods of distance or blended learning for 
many students. Many reports and studies point to the effects of the lack of effective formal teaching during 
this time and the resulting learning losses (Blaskó, da Costa and Schnepf, 2021; Maldonado and De Witte, 
2022; Gajderowicz et al., 2024; Jakubowski, Gajderowicz and Patrinos, 2024; Schnepf et al., 2024; Crato and 
Patrinos, 2025). 

 
(5) Council Recommendation of 22 May 2018 on key competences for lifelong learning, OJ C 189, 4.6.2018. 

(6) Council Recommendation of 28 November 2022 on Pathways to School Success and replacing the Council Recommendation of 28 June 
2011 on policies to reduce early school leaving, 2022/C 469/01, OJ C 469, 9.12.2022. 

(7) Union of Skills – European Commission. 

(8) Council Recommendation of 22 May 2018 on key competences for lifelong learning, OJ C 189, 4.6.2018. 

(9) Council Recommendation of 28 November 2022 on Pathways to School Success and replacing the Council Recommendation of 28 June 
2011 on policies to reduce early school leaving, 2022/C 469/01, OJ C 469, 9.12.2022. 

(10) Communication from the Commission to the European Parliament, the Council, the European Economic and Social Committee and the 
Committee of the Regions on the Digital Education Action Plan 2021-2027: Resetting education and training for the digital age, COM(2020) 
624 final. 

(11) For information on digital education, see European Commission / EACEA / Eurydice (2019, 2022b). For information on citizenship education, 
see European Commission / EACEA / Eurydice (2017). 

https://commission.europa.eu/topics/eu-competitiveness/union-skills_en
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Moreover, studies have also shown that the impact of school closures and the resulting learning loss are not 
distributed evenly. Whereas some students could count on quick and effective support from education 
authorities and parents, others received little or no support. Consequently, school closures generally widened 
educational inequalities (Gajderowicz et al., 2024; Jakubowski, Gajderowicz and Patrinos, 2024). 

These findings are supported by and are partly based on the latest results of the OECD’s PISA 2022 Survey, 
which show a significant decline in student performance in all tested domains. This decline is a continuation 
of longer-term trends, which were exacerbated by the pandemic (Schnepf et al., 2024). To illustrate how 
student performance changed between the last two rounds of PISA, Figure 1 shows the percentage of low-
achieving students in reading, mathematics and science in 2018 and 2022 in European countries with 
available data. As the figure depicts, the percentage of low-achieving students increased in all European 
countries in mathematics, remained stable or increased in all countries in reading, and increased in the 
majority of countries in science. 

Figure 1: Percentage of low-achieving 15-year-old students in reading, mathematics and 
science, 2018 and 2022 

 
 

  EE IE CH DK LV BE nl BE de PL SI AT FI CZ SE ES NL LT BE fr FR 
Reading 2018 11.1 11.8 23.6 16.0 22.4 19.3 20.6 14.7 17.9 23.6 13.5 20.7 18.4 : 24.1 24.4 23.8 20.9 
 2022 13.8 11.4 24.6 19.0 22.8 23.9 24.8 22.2 26.1 25.3 21.4 21.4 24.3 24.4 34.6 24.9 27.1 26.9 
Mathematics 2018 10.2 15.7 16.8 14.6 17.3 17.3 15.1 14.7 16.4 21.1 15.0 20.4 18.8 24.7 15.8 25.6 22.8 21.3 
 2022 15.0 19.0 19.5 20.4 22.2 22.4 22.9 23.0 24.6 24.9 24.9 25.5 27.2 27.3 27.4 27.8 28.3 28.8 
Science 2018 8.8 17.0 20.2 18.7 18.5 18.0 20.0 13.8 14.6 21.9 12.9 18.8 19.0 21.3 20.0 22.2 22.6 20.5 
 2022 10.1 15.6 19.2 19.5 16.5 20.9 18.4 18.6 17.8 22.7 18.0 19.9 23.7 21.3 27.3 21.8 24.5 23.8 
  HU DE IT PT NO MT HR SK IS TR RS EL RO CY BG ME AL  
Reading 2018 25.3 20.7 23.3 20.2 19.3 35.9 21.6 31.4 26.4 26.1 37.7 30.5 40.8 43.7 47.1 44.4 52.2  

 2022 25.9 25.5 21.4 23.1 27.5 36.3 22.7 35.5 39.7 29.3 36.4 37.6 41.7 60.6 52.9 52.9 73.7  

Mathematics 2018 25.6 21.1 23.8 23.3 18.9 30.3 31.2 25.1 20.7 36.7 39.8 35.8 46.6 36.9 44.4 46.2 42.4  

 2022 29.5 29.5 29.6 29.7 31.5 32.6 32.9 33.2 34.1 38.7 43.1 47.2 48.6 53.2 53.6 59.5 73.9  

Science 2018 24.1 19.6 25.9 19.6 20.9 33.5 25.4 29.3 25.0 25.2 38.3 31.7 44.0 39.0 46.5 48.2 47.0  

 2022 22.9 22.9 23.9 21.8 27.6 30.3 22.4 30.6 35.9 24.7 35.1 37.3 44.0 51.8 48.0 54.9 67.4  

Source: Eurydice, based on OECD, PISA 2018 and 2022 databases. 

Explanatory notes 
Education systems are depicted based on the percentage of low-achieving students in mathematics in 2022 (ascending order). Only education systems 
participating in this report with data available for PISA 2022 are included. 
The percentage of low-achieving students is defined as the percentage of students who score below the baseline level of proficiency (level 2) on the PISA 
reading, mathematics and/or science scales. This corresponds to not achieving 407.47 points in reading, 420.07 points in mathematics and 409.54 points in 
science. For more details, see (OECD, 2019, 2023b). 

Country-specific note 
Spain: No data is published for PISA 2018 in reading, as the comparability of the results cannot be assured due to data showing implausible student-response 
behaviour. 

 2022 2018 
Reading   

Maths   
Science  ― 
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Estonia is the only country where the percentage of low-achieving students remained below the 15 % 

European target (12) in all areas. In addition, Ireland kept the underachievement rate stable and below 15 % in 

reading. At the same time, the percentage of low-achieving students reaches 50 % in Cyprus, Bulgaria, Monte-

negro and Albania. The difference between 2018 and 2022 levels of underachievement exceeds 10 percenta-
ge points in one or more areas in the Netherlands, Norway, Iceland, Greece, Cyprus, Montenegro and Albania. 

Percentages of low-achieving students tend to correlate across subject areas. Thus, within an education 
system, there are likely to be similar levels of underachievement in reading, mathematics and science. This 
highlights the importance of designing comprehensive support for students who are falling behind. 

While the growing proportion of low-achieving students is a longer-term trend in Europe, school closures due 
to the COVID-19 pandemic seem to have had an additional detrimental effect. This is all the more alarming 
as underachievement rates increased more substantially among students from lower socioeconomic 
backgrounds. 

Figure 2 shows the percentages of low-achieving 15-year-olds in mathematics (13), by the number of books at 

home (0–25 books or 26 or more books) (14), in relation to the underachievement rates among all students.  

Figure 2: Percentage of low-achieving 15-year-old students in mathematics, by the 
number of books at home, 2022 

 

 Among student with 26+ books − Among all students (see also Figure 1)  Among students with 0–25 books 

 
 EE LV DK FI AL PL IE HR EL ME CY LT BE de BE nl CH SI NO MT 

26+ books 9.7 15.4 13.8 18.4 59.2 14.5 12.2 21.1 38.2 49.6 42.5 17.6 16.0 12.1 11.1 15.8 24.3 24.3 
0-25 books 27.3 34.4 34.7 39.7 80.6 37.3 35.6 45.3 62.6 74.0 67.7 42.8 41.2 37.8 36.9 42.1 50.8 51.3 
Percentage p. 
difference 17.6 19.0 20.9 21.2 21.4 22.8 23.5 24.1 24.4 24.4 25.2 25.2 25.3 25.8 25.8 26.2 26.5 26.9 

 IT NL SE IS ES RS PT TR AT CZ BE fr FR BG DE SK RO HU  
26+ books 20.5 15.1 17.7 28.4 17.5 31.1 16.3 27.0 14.7 16.9 15.4 16.4 37.6 16.5 16.9 29.8 16.7  
0-25 books 47.5 42.2 44.9 55.8 45.2 60.0 46.0 58.2 46.3 49.1 47.7 50.7 72.3 52.1 55.5 70.3 57.4  
Percentage p. 
difference 27.1 27.1 27.3 27.4 27.6 28.9 29.7 31.2 31.6 32.1 32.3 34.3 34.7 35.7 38.5 40.5 40.7  

Source: Eurydice, based on OECD, PISA 2022 database. 

Explanatory notes 
Education systems are depicted in ascending order based on the percentage point differences between underachievement rates among students with 0–25 and 
26+ books in mathematics. 
The original categories of the number of books at home variable (ST255Q01JA) were transformed so that there were two values only: (1) 0–25 books and (2) 
26+ books. Please consult the Statistical tables for the relative size of the two subgroups and for the standard errors. 
Differences in the percentages of low achievers between the two subgroups of students are statistically significant (p < 0.05) in all education systems. 
Percentage point differences were calculated before rounding. 

 
(12) The renewed strategic framework for European cooperation in education and training for 2021–2030 defines five EU-level targets to be 

reached by 2030, including one on low-achieving students of basic skills: the share of low-achieving 15-year-olds in reading, mathematics 
and science should be less than 15 % by 2030 (Council Resolution of 19 February 2021 on a strategic framework for European cooperation 
in education and training towards the European Education Area and beyond (2021–2030), OJ C 66, 26.2.2021). 

(13) While the figure only refers to mathematics achievement, similar patterns can be found in relation to reading and science competences. 

(14) The number of books at home as reported by students is a common proxy used for socioeconomic status (see, for example, Schütz, 
Ursprung and Wößmann, 2008). This figure examines differences in the percentages of low achievers among students from lower 
(maximum of 25 books at home) and higher (26 books or more at home) socioeconomic backgrounds. 

https://eurydice.eacea.ec.europa.eu/sites/default/files/2025-09/Underachievement_Statistical_tables.xlsx
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In all European education systems, students from households with a maximum of 25 books (considered as 
students from lower socioeconomic backgrounds) have lower results than those with 26 or more books at 
home. As the chart and table both show, gaps between the underachievement rates of students from lower 
and higher socioeconomic backgrounds are between 17 and 41 percentage points. The smallest differences, 
of lower than 20 percentage points, can be found in Estonia and Latvia, while the differences are largest 
(above 40 percentage points) in Romania and Hungary. 

When comparing these 2022 figures with low achievement gaps in the previous PISA round, in 2018 (see 
Figure 1.6 in European Commission / EACEA / Eurydice, 2022a), it becomes clear that differences between 
students from low and high socioeconomic backgrounds increased substantially in this period. In 2018, no 
education system had gaps larger than 40 percentage points; and not two, but eleven systems had gaps 
lower than 20 percentage points. With the exception of Greece and Montenegro, the increase in the 
underachievement rate in mathematics was bigger among students with fewer books than among their peers 
from higher socioeconomic backgrounds in all European education systems. This highlights the importance of 
implementing more inclusive policies, as education systems have become even less equitable than they were 
before. 

Nevertheless, the picture looks slightly less worrying when examining data concerning primary school 
students from the fourth grade based on the Trends in International Mathematics and Science Study (TIMSS) 
administered by the International Association for the Evaluation of Educational Achievement (IEA). 

Figure 3 shows the percentage of low-achieving students in mathematics and science in the fourth grade. As 
the figure depicts, the increasing trend in underachievement rates is much less straightforward in the case of 
primary school students. 

Certainly, low levels of underachievement are still far from reach for most countries at this education level as 
well, with Belgium (French and Flemish Communities), Cyprus, Albania, France, Montenegro and Bosnia and 
Herzegovina reaching 40 % underachievement rates in one or both subject areas. The percentage of low-
achieving students increased considerably in several education systems, especially in Cyprus, Latvia and 
Belgium (Flemish Community). 

At the same time, in around a quarter of education systems with available data, the proportion of low-
achieving students decreased in the post-pandemic period (between 2019 and 2023), even in mathematics, in 
Lithuania, Poland, Sweden, Bulgaria, Slovakia, Albania and Montenegro. In Poland and Montenegro, the 
percentage of students not reaching the Intermediate International Benchmark decreased by around 10 
percentage points. 

Are these positive trends associated with policies aiming to address underachievement? Have educational 
authorities paid special attention to primary school students after the COVID-19 crisis? The current report 
makes the first step towards answering these questions. In particular, it explores whether following the 
COVID-19 pandemic and the results of mentioned international assessment surveys, education authorities 
took any measures to tackle underachievement. Likewise, it analyses if and what kind of measures were 
taken at the primary and lower secondary education levels. 
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Figure 3: Percentage of low-achieving students in mathematics and science in the 
fourth grade, 2019 and 2023 

 
 

  LT NL PL IE TR RO LV CZ NO SE FI DK DE BG 
Mathematics 2019 18.6 15.9 26.8 16.4 NA : 15.5 21.6 18.1 25.6 22.0 25.3 25.4 29.1 
 2023 13.5 16.9 17.1 19.1 21.4 21.5 22.0 22.1 22.6 23.1 23.6 24.5 25.1 25.8 
Science 2019 18.6 24.3 21.5 22.6 NA : 14.9 19.3 16.6 19.7 12.7 23.6 27.6 28.8 
 2023 19.3 25.7 14.3 21.9 13.6 24.8 25.0 22.7 22.4 23.2 17.7 25.3 29.7 26.8 
  RS BE nl SK CY HU SI PT IT AL ES BE fr FR ME BA 
Mathematics 2019 32.1 19.9 28.8 23.1 26.4 : 26.2 27.0 38.3 34.6 : 43.3 57.0 NA 
 2023 26.2 26.9 27.0 29.1 29.1 29.2 30.2 30.8 31.7 37.8 42.1 43.7 46.6 62.4 
Science 2019 26.6 33.5 23.5 30.3 23.5 : 32.7 28.9 40.6 28.7 : 41.1 56.4 NA 
 2023 30.1 41.1 25.2 41.8 25.9 24.4 30.1 29.3 40.5 33.1 45.6 40.9 55.2 62.6 

Source: Eurydice, based on IEA, TIMSS 2019 and 2023 databases. 

Explanatory notes 
Education systems are depicted based on the percentage of low-achieving students in mathematics in 2023 (ascending order). Only education systems 
participating in this report with data available for TIMSS 2023 are included. 
The percentage of low-achieving students is defined as the percentage of students not achieving the Intermediate International Benchmark, which is set at a 
score of 475 points. 

Country-specific note 
Albania: 2023: Does not satisfy guidelines for sample participation rates. 
Bosnia and Herzegovina and Türkiye: 2023 data not comparable for measuring trends. Hence, 2019 data is not depicted (shown as NA in the table). 
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Maths   

Science  ― 

 



 

 

  Introduction 27 

 

Content and structure of the report 

Against this background, this report thus analyses policies aiming to counter underachievement in basic skills 
(literacy, mathematics and science) that were adopted and/or implemented in the school year 2020/2021 or 
later and were still in place in 2024/2025. Temporary measures (e.g. related to the immediate management 
of the COVID-19 crisis) no longer active are excluded from this study. 

While the focus is on new policy measures or changes to existing policies that have been 
adopted/implemented since 2020, it is evident that in all education systems, relevant policy measures were 
also put in place before 2020. Indeed, policies to tackle underachievement in basic skills and, more generally, 
enhance inclusion in education and support disadvantaged students, have been extensively reported in several 
recent Eurydice reports (see especially European Commission / EACEA / Eurydice, 2020, 2022a, 2023, 2024), 
which, where relevant, are referenced in this report as background information. 
 

The report consists of seven chapters examining the following topics and policy areas: 

1. adoption of recent strategic policy frameworks to enhance basic skills acquisition; 

2. changes in the organisation of instruction; 

3. curriculum reforms to address underachievement in basic skills; 

4. changes in the assessment of learning needs; 

5. reinforcing learning support; 

6. supporting teachers and educators for basic skills improvement and applying inclusive education 
practices; 

7. involving parents in their children’s learning process. 

Methodology and data sources 

The report relies on qualitative data on policies and measures that have been collected by means of a 
Eurydice data collection survey. 

The Eurydice indicators are based on information derived primarily from national regulations or other official 
top-level education documents, such as curricula, guidelines or similar steering documents. Where available 
and relevant, comparative indicators are supplemented by examples of approaches in specific education 
systems. 

The Eurydice data collection covered primary and lower secondary education (ISCED 1 and 2) in public schools. 
In the case of Belgium, Ireland and the Netherlands, government-dependent private schools were also taken 
into account. 

The data collection focused on policies and measures adopted and/or implemented in the school year 
2020/2021 or later, and still in place in 2024/2025. The report covers 37 education systems: the 27 EU 
Member States (15), as well as Albania, Bosnia and Herzegovina, Switzerland, Iceland, Montenegro, Norway, 
Serbia and Türkiye. All contributors are acknowledged at the end of the report. 
  

 
(15) Each of the three Belgian communities (Flemish Community, French Community and German-speaking Community) is considered a separate 

education system. 
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Chapter 1: Strategic policy frameworks 
 

 
Basic skills in literacy, mathematics, and science are 
essential not only for academic achievement, but also 
for long-term employability, social inclusion, active 
citizenship and personal development. Ensuring a 
strong foundation in these skills is crucial for 
addressing educational disadvantage and fostering 
broader societal progress (Hanushek and Wößmann, 
2019). 

Promoting equitable access to quality education is a 
core objective of the European Union’s strategic 
framework for European cooperation in education and 
training towards the European Education Area (EEA) 

and beyond (2021–2030) (16). Reducing disparities in 

basic skills acquisition is at the heart of this goal, as 
persistent gaps in foundational competences 
undermine social cohesion, economic growth and 
democratic participation (Hanushek and Wößmann, 
2019). Many top-level policy frameworks are aligned 
with EU-level benchmarks, particularly the goal of 
reducing the proportion of low-achieving students in 
international assessments such as the Programme for 

International Student Assessment (PISA) to below 15 % 

by 2030. Cross-national evidence indicates that even 
modest improvements in basic skills can yield 
significant long-term benefits for economic 
productivity and citizen well-being (Gust, Hanushek and 
Wößmann, 2024). 

Improving basic skills is strongly associated with 
improved educational quality and equity. However, 
persistent disparities in proficiency levels across 
Europe continue to signal systemic challenges. The 
Council recommendation on pathways to school 

success (17) encourages Member States to adopt 

comprehensive national strategies combining inclusive 
teaching, early intervention and targeted support. 

 
(16) Council Resolution of 19 February 2021 on a strategic framework for European cooperation in education and training towards the European 

Education Area and beyond (2021-2030), 2021/C 66/01, (OJ C 66, 26.2.2021). 

(17) Council Recommendation of 28 November 2022 on pathways to school success and replacing the Council Recommendation of 28 June 2011 on 
policies to reduce early school leaving, 2022/C 469/01, (OJ C 469, 9.12.2022). 

Recent major EU initiatives, such as ‘The Union of 
Skills’ communication and the Action Plan on Basic 
Skills (European Commission, 2025b, 2025c), further 
emphasise the importance of coordinated action across 
governance levels to address underachievement. These 
policy initiatives provide concrete, evidence-based 
policy guidance to support Member States in reducing 
learning gaps and strengthening equitable educational 
outcomes. As recent research underlines, strong 
governance and policy coherence across education 
levels are critical to building inclusive, adaptive and 
sustainable education systems (Nardi, 2023). 

Against this policy backdrop, Chapter 1 explores how 

education systems address underachievement in basic 
skills through top-level strategic frameworks adopted 
or revised since the 2020/2021 school year and still in 
force in the year 2024/2025. The analysis considers 
both broader frameworks that include basic skills as 
part of wider reforms and dedicated policy initiatives 
targeting literacy, numeracy or science learning. 
Specifically, the chapter explores: 

• the scope of top-level policy frameworks adopted 
across Europe, distinguishing between broader 
policy frameworks and those specifically targeting 
basic skills; 

• the objectives and policy measures of broader 
policy frameworks, with attention to the 
integration of prevention, intervention and 
compensation approaches; 

• dedicated policy initiatives that address specific 
learners’ needs, often focused on literacy, 
mathematics or learning environments; 

• monitoring and evaluation approaches, including 
measurable targets. 
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Underachievement in basic skills remains a pressing 
concern, with international evidence indicating 
deteriorating or stagnant results across Europe. As 

shown in Figure 1 of the Introduction to this report, 

mathematics outcomes have declined across all 
European education systems, while reading literacy 
and science have either stagnated or deteriorated in 
most countries. In some cases, the proportion of low 
achievers has increased by more than 10 percentage 
points, further widening educational inequalities. These 
outcomes are highlighted in a range of international 
assessments, including PISA and the International 
Association for the Evaluation of Educational 
Achievement (IEA)’s Progress in International Reading 
Literacy Study (PIRLS) and Trends in International 
Mathematics and Science Study (TIMSS), which 
collectively provide a broader picture of learner 
performance across both primary and secondary 
education. Their findings underscore persistent 
socioeconomic disparities, as also reflected in recent 

European Commission monitoring reports – including 

the 2022 and 2024 editions of the Education and 
Training Monitor and the progress report on the EEA, 
which highlight the need for renewed efforts to reduce 
disadvantage (European Commission: Directorate-
General for Education, Youth, Sport and Culture, 2022a, 
2022b, 2024a). 

In this context, the Council recommendation on 

pathways to school success (18) sets out a whole-

system, learner-centred approach to improving school 
success, encouraging Member States to act across 

multiple policy areas – from school climate and well-

being to basic skills acquisition. It explicitly calls for the 
development of strategic, long-term frameworks 
backed by measurable goals, multi-stakeholder 
collaboration and data-informed evaluation. These 
messages have been echoed in the 2024 Roadmap for 
school success developed by the EEA Working Group on 
Schools, which provides further support for 
implementing inclusive and targeted education reforms 
(European Commission: Directorate-General for 
Education, Youth, Sport and Culture, 2024b). 

 
(18) Council Recommendation of 28 November 2022 on pathways to school success and replacing the Council Recommendation of 28 June 2011 on 

policies to reduce early school leaving, 2022/C 469/01, (OJ C 469, 9.12.2022). 

(19) Council Resolution of 19 February 2021 on a strategic framework for European cooperation in education and training towards the European 
Education Area and beyond (2021-2030), 2021/C 66/01, (OJ C 66, 26.2.2021). 

Policy frameworks analysed in this chapter reflect 
these principles to varying degrees. Many prioritise the 
early identification of students at risk of 
underachievement, through measures such as 
diagnostic assessments, individualised learning plans 
and targeted support programmes (OECD, 2021). They 
also highlight the central role of teachers in addressing 
learning gaps, with an increasing emphasis on 
professional development focused on inclusive 
pedagogy, cultural responsiveness and differentiated 
instruction (European Commission / EACEA / Eurydice, 
2023). 

At the same time, most policy initiatives emphasise the 
importance of collaborative approaches, involving 
schools, families, communities, and other education 
stakeholders. These cross-sectoral partnerships are 
seen as essential for building resilient education 
systems capable of addressing both academic and 
socioeconomic barriers to learning (UNESCO, 2021; 
Council of the European Union, 2022). 

This chapter presents the main strategic policy 
frameworks reported through the European education 
systems. While these do not constitute an exhaustive 
inventory of national policy action, they reflect the 
principal directions pursued by top-level authorities to 
tackle underachievement. Some education systems are 
represented by overarching strategies, while others 
reported specific policy initiatives with a more focused 
scope. By combining targeted interventions with 
system-wide reforms, policymakers aim to establish 
coherence across governance levels, which may 
strengthen education systems in addressing future 

challenges (19). 
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1.1. New or revised top-level policy 
frameworks since 2020/2021 

This section provides an overview of the European 
education systems that have adopted either broader or 
dedicated policy frameworks, outlining their scope and 
characteristics. Some education systems have 
introduced strategic frameworks aimed at reforming 
the education system more widely, while others have 
focused on policy initiatives specifically targeting the 
improvement of basic skills. The diversity of 
approaches across Europe reflects differences in policy 

priorities, instructional models (see Chapter 2), 

curricular structures (see Chapter 3), and assessment 

practices (see Chapter 4). 

Depending on the national context, a strategy may 
refer to a specific document formally labelled as a 
‘strategy’, or to another type of policy document (e.g. 
plan, programme) that serves a similar function 
without necessarily bearing that title. In this report, a 
strategy is understood as a document issued by top-
level authorities that outlines a vision, defines 
qualitative and/or quantitative objectives, describes 
implementation processes and funding mechanisms, 
and provides guidance for action (see Glossary). 

Strategies may exist as stand-alone documents or be 
embedded within broader policy plans, programmes or 
frameworks. To capture this diversity, education 
systems were invited to report one or two top-level 
frameworks or major policy initiatives currently in force 
that contribute to addressing underachievement in 
basic skills. Some of these are fully dedicated to 
improving outcomes in literacy, mathematics or 
science, while others have a broader scope but include 
objectives or dedicated sections on basic skills. 

Figure 1.1 shows the number of education systems 

that reported at least one policy framework falling into 
either of these categories. In total, 33 systems are 
covered: 16 report a single policy framework and the 
other 17 report two. The absence of newly introduced 
or revised frameworks does not necessarily imply a 
lack of policy commitment, as some education systems 
continue to rely on earlier strategies that are still 
considered relevant. 

The majority of education systems report broader 
policy frameworks in place, which address 
underachievement in basic skills as part of wider 

education reforms. Within this group, eight systems – 

Bulgaria, Czechia, Germany, Ireland, Italy, Lithuania, 

Slovakia and Bosnia and Herzegovina – report two such 

frameworks. These broader frameworks typically 
extend across entire education systems, addressing a 
wide range of objectives beyond basic skills such as 
equity, inclusion and the modernisation of education. 

Eleven education systems – the Flemish Community of 

Belgium, Denmark, Spain, France, Cyprus, the 
Netherlands, Austria, Portugal, Finland, Sweden and 

Iceland – report dedicated frameworks with a specific 

focus on addressing underachievement in basic skills. 
Among them, the Flemish Community of Belgium and 
France each report two dedicated frameworks. 

In total, 49 policy frameworks are reported: 36 broader 

and 13 dedicated. The Annex to the report provides an 

overview of these policy initiatives. Most frameworks 
apply to both primary and lower secondary education, 
with only minor differences between the two levels. 
This variation reflects national priorities and the stages 
of education where countries choose to focus their 
efforts on improving basic skills outcomes. 
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Figure 1.1: New or revised top-level policy frameworks, ISCED 1 and ISCED 2 levels, 
2020/2021–2024/2025 

 

  

 
At least one policy framework including major 
references to address underachievement in basic skills 

 
At least one policy framework fully dedicated to 
addressing underachievement in basic skills 

 No policy framework reported  

  

 

Source: Eurydice. 

Country-specific notes 
Greece, Cyprus and Sweden reported a policy framework focused on ISCED 1. 
 
 

The following sections provide a more detailed analysis 

of the reported policy frameworks. Section 1.2 focuses 

on broader frameworks, followed by Section 1.3 on 

dedicated frameworks, including their specific 
objectives and implementation approaches. 

1.2. Broader top-level policy 
frameworks 

Nearly three quarters of the education systems have 
adopted broader policy frameworks aimed at 
improving equity and quality in schools, while also 
including measures to address underachievement in 
basic skills. These frameworks align with the approach 
recommended by the Council recommendation on 

pathways to school success (20), which emphasises the 

importance of combining preventive, intervention 
and compensation measures within inclusive 

education systems. 

 
(20) Council Recommendation of 28 November 2022 on Pathways to School Success and replacing the Council Recommendation of 28 June 2011 on 

policies to reduce early school leaving, 2022/C 469/01, (OJ C 469, 9.12.2022). 

Depending on their emphasis, the reported frameworks 
can be grouped into three main categories: 

• frameworks with a predominant focus on 
prevention (the French Community of Belgium, 
Bulgaria, Estonia, Poland, Finland, Sweden, 
Albania); 

• frameworks combining preventive and intervention 
measures (Denmark, Germany, Ireland, Greece, 
Spain, Portugal, Slovakia, Bosnia and Herzegovina, 
Norway, Serbia); 

• frameworks integrating preventive, intervention, 
and compensation measures (Bulgaria, Czechia, 
Germany, Ireland, Spain, Croatia, Italy, Latvia, 
Lithuania, Hungary, Malta, Slovakia, Iceland, 
Montenegro, Türkiye). 

In several cases, education systems appear in more 
than one group, as they reported two frameworks, each 
placing emphasis on different components. 



 

 

  Chapter 1 | Strategic policy frameworks 33 

 

Frameworks prioritising prevention typically focus on 

the early identification of learning difficulties, inclusive 
curricula and pedagogy, teacher training and 
collaboration with families and communities. These 
measures aim to reduce the risk of underachievement 
before it emerges. For example, in the French 
Community of Belgium (see country example), a 
Decree introduced a mandatory student support file 
(Dossier d'Accompagnement de l'Élève, DAccE) to 
systematically monitor students’ progress over time. 

In the French Community of Belgium, the Decree establishing the 

DAccE (21) introduced a systematic approach to tracking student 
progress in core areas, notably literacy and mathematics. The DAccE 
represents a policy initiative that supports the broader objectives of 
the Pact for Excellence in Teaching. It facilitates the early 
identification of learning difficulties and supports the development 
of personalised learning plans. The initiative enables teachers to 
adapt instruction to individual learners and promotes coordinated 
intervention strategies. A key feature is its emphasis on inter-
professional collaboration, involving teachers, school psychologists 
and social workers, as well as families. By facilitating the sharing of 
relevant information, the initiative helps build a coherent support 
network around each student. 

Broadening access to early childhood education and 
care (ECEC) is a main preventive measure in several 
broader strategies aimed at reducing 
underachievement. In Bulgaria, the 2021–2030 
Strategic framework for the development of education, 

training and learning (22) places strong emphasis on 

expanding ECEC participation, particularly among 
vulnerable groups, as a means to improve basic skills 
acquisition and mitigate future learning gaps. Similarly, 

Estonia’s 2021–2035 Education strategy (23) promotes 

inclusive learning pathways from an early age, 
emphasising the role of ECEC in ensuring equal starting 
points for all children. The strategy supports early 
identification of learning needs and calls for stronger 
cooperation between early childhood settings and 
schools to ensure smooth transitions and reduce the 
risk of later underachievement. In both countries, ECEC 

 
(21) Decree establishing the student’s support file (DAccE) of the French Community of Belgium. 

(22) Bulgaria’s 2021–2030 Strategic framework for the development of education, training and learning. 

(23) Estonia’s 2021-2035 Education strategy. 

(24) Poland’s Integrated skills strategy 2030. 

(25) Albania’s Council of Ministers Decision No 621, dated 22 October 2021, approving the National Education Strategy 2021–2026 and its 
implementation action plan. 

(26) Finland’s Government programme – a strong and committed Finland – the Government’s vision. 

(27) Sweden’s STEM Strategy for the period 2025–2035. 

(28) Ireland’s 2024–2033 Literacy, numeracy and digital literacy strategy. 

policies are embedded within wider strategic 
frameworks that link early intervention to improved 
outcomes in basic skills during the primary and lower 
secondary years. 

Other strategies in this group prioritise teacher training 
and the use of evidence-based teaching practices, 
which are integral to the preventive policy approach. In 

Poland, the Integrated skills strategy 2030 (24) 

promotes the use of evidence-informed methodologies 
in basic skills instruction, alongside tools for early 
identification and targeted teacher training. Albania’s 

2021–2026 National education strategy (25) expands 

training in competence-based teaching and 
strengthens monitoring systems for students at risk. 

Curriculum reforms are another central component. 
Estonia’s 2021–2035 Education strategy also aims to 
modernise its curriculum by promoting flexible learning 
and the use of digital solutions, while Finland’s 

Government programme (26) highlights the importance 

of accessible digital learning environments to 
strengthen early acquisition of key competences. 
Similarly, Sweden’s STEM Strategy for the period 

2025–2035 (27) places a strong emphasis on early 

mastery of basic skills in mathematics as a foundation 
for future STEM learning. It combines curriculum 
reform, investment in teacher professional 
development and national funding for teaching 
materials, reinforcing the development of basic 
competences from primary education onwards. 

A second group of policy frameworks combines 

preventive and intervention measures to ensure 

early support alongside targeted assistance for 
students already experiencing learning difficulties. 
These strategies often include small group instruction, 
mentoring and extended learning opportunities. 

Ireland’s 2024–2033 Literacy, numeracy and digital 

literacy strategy (28) promotes prevention through an 

expanded early years provision and strengthened 

https://gallilex.cfwb.be/sites/default/files/imports/51240_002.pdf
https://www.strategy.bg/strategicdocuments/View.aspx?lang=bg-BG&Id=1399
https://www.hm.ee/sites/default/files/documents/2022-10/haridusvaldkonna_arengukava_2035_kinnittaud_vv_eng_0.pdf
https://kwalifikacje.gov.pl/en/news/1086-integrated-skills-strategy-2030
https://www.qbz.gov.al/eli/vendim/2021/10/22/621/f73bd68b-b13c-46db-b1d1-2d7bd8fd4fd3
https://www.qbz.gov.al/eli/vendim/2021/10/22/621/f73bd68b-b13c-46db-b1d1-2d7bd8fd4fd3
https://valtioneuvosto.fi/en/governments/government-programme#/
https://regeringen.se/contentassets/074ae44c1f0846ceb845c9aa62848114/en-stem-strategi-for-sverige.pdf
https://assets.gov.ie/static/documents/irelands-literacy-numeracy-and-digital-literacy-strategy-2024-2033-every-learner-from-.pdf
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language and numeracy teaching from the primary 
level. Intervention measures include diagnostic tools, 
targeted support for low-achieving students and 
continuing professional development for teachers on 
inclusive and evidence-based teaching. In the 
mathematics and science subject areas, Germany’s 

STEM Аction plan 2.0 (29) includes early promotion of 

STEM learning, targeted support in mathematics and 
science and mentoring for students from under-
represented backgrounds. The plan aims to close 
achievement gaps through inclusive pedagogy and 
hands-on learning. Similarly, in Norway, the 2023-
2024 White Paper ‘A more practical school – Better 
learning, motivation and well-being in grades 5–10’ (30) 
combines preventive measures to strengthen 
fundamental skills and students’ motivation with 
interventions such as early identification and targeted 
support. 

In Slovakia, the 2023–2030 National action plan of the European 

Child Guarantee (31) also exemplifies this dual approach. It includes 

preventive measures such as flexible education programmes 
focusing on the early development of literacy, numeracy and other 
key competences. In parallel, the plan introduces targeted 
interventions, including tutoring, mentoring and the establishment of 
inclusive support teams in schools. These measures are particularly 

aimed at students from vulnerable backgrounds, including 
marginalised Roma communities, and are intended to ensure timely 
and well-coordinated support. 

In Serbia, the Strategy for the development of education by 

2030 (32) integrates both preventive and intervention components. 

On the preventive side, the strategy promotes early identification of 
learning needs through enhanced diagnostics, curriculum 
modernisation and improved teacher preparation. Intervention is 
supported through professional development opportunities that 
enable teachers to provide differentiated and inclusive instruction. 
The strategy also encourages cooperation between schools, local 

authorities and civil-society organisations to strengthen community 
involvement. 

 

Intervention policies frequently prioritise teacher 
training and pedagogical support to equip educators 

 
(29) Germany’s STEM Аction plan 2.0. 

(30) Norway’s 2023-2024 White Paper ‘A more practical school – Better learning, motivation and well-being in grades 5–10’. 

(31) Slovakia’s 2023–2030 National action plan of the European Child Guarantee. 

(32) Strategy for the development of education in Serbia by 2030. 

(33) Denmark’s Agreement on the future evaluation and assessment system in primary schools. 

(34) Portugal’s Plan ‘Learn more now: recover and improve learning’. 

(35) Strategy for the Education Policy of the Czech Republic up to 2030+. 

(36) Greece’s 2024-2025 Teaching instructions for the subjects of primary education for the 2024–2025 school year. 

with the tools necessary to assist low-achieving 
students. In Denmark, the Agreement on the future 
evaluation and assessment system in primary 

schools (33) introduced a national framework for 

monitoring students’ proficiency. This system is 
designed to identify learning difficulties at an early 
stage and adapt teaching, accordingly, thereby linking 
preventive mechanisms with targeted intervention. In 
Portugal, the ‘Learn more now: recover and improve 

learning’ plan (34) combines national assessments with 

targeted student support. 

Parental and community involvement also plays a key 
role in the implementation of preventive and 
intervention measures. In Czechia, the Strategy for 

education policy until 2030+ (35) promotes 

collaboration between schools, municipalities and non-
governmental organisations to provide both academic 
support and socio-emotional assistance for low-
achieving students. These policies integrate preventive 
strategies, such as parental engagement and school–
community partnerships, with targeted interventions to 
ensure comprehensive support. 

Curriculum adaptation and flexible learning pathways 
represent another important element of intervention 
measures. In Greece, the Teaching instructions for the 

subjects of primary education (36) incorporate 

structured curricular modifications and updated 
instructional methods to ensure low-achieving students 
receive personalised learning support. These 
curriculum-based adjustments function as preventive 
tools while also serving students in need of remedial 
assistance. 

The above analysed prevention–intervention policy 
frameworks illustrate how education systems align 
early identification mechanisms with structured 
responses, ensuring that students at risk of 
underachievement receive timely and effective 
academic support. 

https://www.bmftr.bund.de/DE/Bildung/FrueheBildung/MINT/mint_node.html
https://www.regjeringen.no/no/dokumenter/meld.-st.-34-20232024/id3052898/?ch=1
https://detstvobeznasilia.gov.sk/web_data/content/upload/subsubsub/250/nrodn-akn-pln-eurpskej-zruky-pre-deti-v-slovenskej-republike-s-vhadom-do-roku-2030-1.pdf
http://www.pravno-informacioni-sistem.rs/SlGlasnikPortal/eli/rep/sgrs/vlada/strategija/2021/63/1/reg
https://www.uvm.dk/-/media/filer/uvm/aktuelt/pdf21/okt/211029-aftale-om-det-fremtidige-evaluerings-og-bedoemmelsessystem-i-folkeskolen.pdf
https://www.portugal.gov.pt/pt/gc24/comunicacao/documento?i=aprender-mais-agora-recuperar-e-melhorar-a-aprendizagem
https://msmt.gov.cz/uploads/brozura_S2030_en_fin_online.pdf
https://www2.iep.edu.gr/el/graf-b-yliko-2024-2025/protovathmia-2b-2024-2025
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An important aspect of the analysis is the third group 

of policy frameworks, which integrate prevention, 
intervention and compensation measures to 

provide a comprehensive approach to 
underachievement. These frameworks aim to ensure 
that education systems not only prevent learning gaps 
but also intervene effectively and offer sustained 
support to students who have fallen behind. A defining 
characteristic of these approaches is their equity-
driven focus, acknowledging that academic 
underachievement is often linked to external factors 
such as poverty, limited access to resources and family 
circumstances. Compensation measures provide long-
term support to students at risk of disengagement, 
supporting their continued participation in education. 

Fifteen education systems have reported integrated 
approaches combining prevention, intervention and 
compensation measures. Among these, some adopt a 
structured model that combines diagnostic assessment 
with targeted funding and personalised support 
mechanisms. Czechia, Germany and Spain exemplify 
this model (see country examples). 

In Czechia, the 2023–2027 Long-term plan for education and the 

development of the education system (37) integrates all three types 

of measures to improve educational outcomes and reduce 
disparities. Preventive actions include targeted funding for high-need 

schools, infrastructure improvement, enhanced digital resources and 
teacher training. Learning difficulties are addressed through early 
identification and structured remedial programmes in literacy and 
mathematics. To support equity of access, the plan also provides 
free school meals, tutoring and transport subsidies. Inclusive 
education is further strengthened through individual learning plans, 
counselling and support from specialist staff. Community 
partnerships complement school-based support through mentoring, 

tutoring and enrichment activities. 

In Germany, the Startchancen programme (38) prioritises prevention 

by identifying disadvantaged schools and allocating additional 
resources to break the link between educational success and social 
background, ensure greater equality of opportunity and increase the 
number of students who meet the minimum standards in 

mathematics and German. A number of measures are included to 
achieve the objectives of the programme. These range from an 
investment programme for a modern and conducive learning 
environment to needs-based intervention measures for school and 

 
(37) Long-term Plan for Education and the Development of the Education System of the Czech Republic 2023-2027. 

(38) Germany’s Startchancen programme. 

(39) Spain’s Programme for orientation, progress, and educational enrichment (PROA+). 

(40) Ireland’s Delivering equality of opportunity in schools (DEIS) programme (redefined). 

(41) Montenegro’s 2025–2035 Education reform strategy. 

teaching development, and personnel intervention measures to 
strengthen multi-professional teams at schools. More specifically, 

intervention measures include – among other things – targeted 

teacher training, tutoring and personalised learning approaches. At 
the compensation level, the schools receive additional staff and 
specialists to provide socio-emotional support to students, such as 
psychologists and outreach workers. The holistic approach also 
involves parents in supporting their children’s learning and working 
with stakeholders in the schools’ communities. 

In Spain, the Programme for orientation, progress, and educational 

enrichment (PROA+) (39) targets schools at ISCED levels 1 and 2, 

aiming to improve learning outcomes and reduce underachievement 

in basic skills, particularly among vulnerable students. The 
programme combines preventive measures such as identifying 
learning barriers and monitoring individual needs, with intervention 
strategies including academic reinforcement in literacy and 
mathematics, individual tutoring and inclusive teaching support. It 
also promotes whole-school improvement through structured 
planning and teacher training. Schools implement the programme 
through a national catalogue of ‘leverage activities’ aligned with five 

strategic lines, focusing on equity, teaching quality, student 
engagement and inclusive learning environments. 

Ireland follows a similar model through the redefined 
‘Delivering equality of opportunity in schools’ (DEIS) 
programme (40), which integrates preventive measures 
such as a revised needs-based targeting approach, 
intervention through literacy and numeracy support 
and compensation via additional funding and 
professional development for teachers. Montenegro’s 
2025–2035 Education reform strategy (41) likewise 
reflects this integrated model. It links curriculum 
reform and inclusive teaching with broader systemic 
objectives such as improved assessment practices, 
equity in learning outcomes and access to early 
education. The strategy places particular emphasis on 
preventing underachievement through curriculum 
renewal and teacher support, while also introducing 
intervention and compensation measures to assist 
disadvantaged learners. 

Another group of countries, including Croatia and Italy 
(see country examples), has prioritised territorial equity 
and structural inclusion, directing national resources to 
reduce regional disparities and support foundational 
competences. 

https://msmt.gov.cz/file/61930/
https://www.bmftr.bund.de/DE/Bildung/Schule/Startchancen-Programm/startchancen-programm_node.html
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2021-15398
https://www.gov.ie/en/press-release/71054-minister-foley-announces-32-million-major-expansion-of-the-deis-programme-incorporating-310-new-schools/
https://www.gov.me/en/documents/c953c773-7f0a-4a05-a0b5-57906d8697a7
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In Croatia, the National plan for the development of the education 

system until 2027 (42) addresses underachievement and promotes 

inclusion through the use of formative assessment, targeted support 
and cooperation between general and specialised education staff. 
Additional school resources, including assistive technologies, are 
provided, while enhanced collaboration with parents and local 
communities aims to reduce early school leaving and improve 
students’ outcomes. 

In Italy, the 2021–2027 ‘South agenda’ (43) and ‘North agenda’ (44), 
part of the 2021–2027 National programme ‘School and Skills’ (45), 

channel additional resources to underperforming schools in order to 
reduce educational inequalities. The ‘South agenda’ focuses on 
tackling territorial disparities, early school leaving and educational 
poverty, through actions in basic skills development, inclusive 
education and infrastructure investment. The ‘North agenda’ places 
greater emphasis on digital inclusion, modern learning environments 

and teacher professional development. Both programmes combine 
financial aid, targeted academic support and pedagogical innovation 
to improve literacy and numeracy outcomes. In addition, a specific 
investment line under the National Recovery and Resilience Plan 
(NRRP) supports tailored interventions to strengthen students’ basic 
skills and address early school leaving, with resources allocated to 
underperforming schools in disadvantaged areas. 

Bulgaria and Slovakia have implemented similar 

equity-focused strategies targeting vulnerable groups. 
Bulgaria’s 2021–2030 National strategy for equality, 

inclusion and participation of Roma (46) combines the 

expansion of early childhood education with teacher 
training in culturally responsive practices and close 
cooperation with Roma families. Slovakia’s 2021–2028 

Strategy for youth (47) addresses underachievement by 

supporting the acquisition of key competences among 
disadvantaged learners, including migrants and 
students with disabilities. Measures include targeted 
interventions and tailored support. 

Several other countries have adopted integrated 
frameworks with a focus on long-term structural 
reform. In Latvia, the 2021–2027 Guidelines for the 

 
(42) Croatia’s National plan for the development of the education system until 2027. 

(43) Italy’s 2021-2027 ‘South agenda’ national programme. 

(44) Italy’s 2021-2027 ‘North agenda’ national programme. 

(45) Italy’s 2021–2027 National programme ‘School and Skills’. 

(46) Bulgaria’s 2021–2030 National strategy for equality, inclusion, and participation of Roma. 

(47) Slovakia’s 2021–2028 Strategy for youth. 

(48) Latvia’s Educational development guidelines for 2021-2027 ‘Future skills for the future to the public’. 

(49) Resolution No 1016 of 01/12/2021 of the Government of the Republic of Lithuania on the approval of the 2021-2030 Education development 
programme. 

(50) Malta’s ‘Visioning the future by transforming education: 2024-2030 National education strategy. 

(51) Hungary’s 2021-2030 Public education strategy. 

(52) Türkiye’s 2024–2028 Strategic plan of the Ministry of National Education. 

development of education: future skills for future 

society (48) include mentorship programmes and 

financial assistance to reduce socioeconomic 
inequalities, alongside second-chance education 
opportunities. In Lithuania, the 2021–2030 Education 

development programme (49) combines early 

diagnostics and teacher training with collaborative 
teaching practices and the introduction of modern 
teaching methodologies, particularly in mathematics 
and science. Malta’s 2024–2030 National education 

strategy (50) focuses on diagnostic assessment and 

personalised intervention to address gaps in literacy 
and numeracy, while ensuring continued support for 
students experiencing persistent learning difficulties. 

Another strand of integrated approaches combines 
inclusive pedagogy with investment in infrastructure. 

Hungary’s 2021–2030 Public education strategy (51) 

addresses underperformance and early school leaving 
while also promoting the development of digital 
competences and inclusive education. It promotes early 
childhood education and inclusive teaching methods as 
preventive measures, while compensation is delivered 
through infrastructure development and support for 
marginalised populations, including ethnic minorities. 
Similarly, in Türkiye, the 2024–2028 Strategic plan of 

the Ministry of National Education (52) adopts an 

integrated approach to addressing underachievement 
in basic skills. The strategy combines preventive, 
intervention and compensation measures, including 
early identification of learning gaps, targeted support 
for disadvantaged students and strengthened 
professional development for teachers. The plan also 
emphasises the use of inclusive teaching practices and 
digital learning tools to improve literacy and numeracy 
outcomes across the school system. 

A comparable focus on equity and tailored support can 
also be found in Iceland, where the Education policy 

https://mzom.gov.hr/UserDocsImages/dokumenti/Obrazovanje/AkcijskiINacionalniPlan/Nacionalni-plan-razvoja-sustava-obrazovanja-za-razdoblje-do-2027.pdf
https://pn20212027.istruzione.it/avvisi/agenda-sud/
https://pn20212027.istruzione.it/avvisi/agenda-nord/
https://pnrr.istruzione.it/competenze/riduzione-dei-divari-territoriali
https://www.strategy.bg/StrategicDocuments/View.aspx?lang=bg-BG&Id=1541
https://www.minedu.sk/data/files/11043_strategia-slovenskej-republiky-pre-mladez-na-roky-2021-2028.pdf
https://likumi.lv/ta/id/324332
https://www.e-tar.lt/portal/lt/legalAct/cc325280565d11ec862fdcbc8b3e3e05
https://www.e-tar.lt/portal/lt/legalAct/cc325280565d11ec862fdcbc8b3e3e05
https://education.gov.mt/wp-content/uploads/2023/12/NATIONAL-EDUCATION-BOOKLET-DEC-2023-2030.pdf
https://njt.hu/jogszabaly/2020-1551-30-22
https://sgb.meb.gov.tr/yayinlarimiz/yayin/112
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2030 – first action plan (53) links early identification 

and support for students with learning difficulties to 
intervention measures such as differentiated 
instruction and tailored assessment tools. 
Compensation measures include financial and material 
assistance to address barriers faced by disadvantaged 
students. 

While the structure and emphasis of integrated 
frameworks vary, a common feature is the 
combination of system-level strategies with targeted 
measures implemented at the school or local level. 
Many approaches link early identification and 
intervention with compensation support aimed at 
addressing socioeconomic disadvantage. In several 
cases, national policies are designed to work in 
coordination with local initiatives, indicating a move 
towards multi-level responses. This trend reflects 
efforts to address both academic and structural 
dimensions of underachievement through coordinated 
policy action. 

The analysis also indicates a focus on early childhood 
education as a preventive measure to reduce the 
emergence of learning difficulties later in schooling. 
Early identification mechanisms are frequently 
combined with intervention strategies to prevent the 
persistence of learning gaps. Teacher training and 
competence-based pedagogies are prioritised to 
enhance instructional quality, particularly in diverse 
and inclusive classroom settings. Many policy 
frameworks also promote stronger cooperation 
between schools, families and community actors, 
underlining the role of local engagement in supporting 
students’ progress. 

Equity-related measures are present across many 
policy frameworks. Financial assistance, investment in 
school infrastructure and targeted remedial support 
are widely used to address socioeconomic barriers to 
learning. These trends suggest that underachievement 
is increasingly addressed not only through educational 
interventions but also through broader efforts to 
promote equal access to learning opportunities. 

The following Section 1.3 examines dedicated 
strategies and policy initiatives aimed at improving the 
acquisition of basic skills. 

 
(53) Iceland’s Education policy 2030 – first action plan. 

(54) Reading action plan of the Flemish Community of Belgium. 

1.3. Dedicated top-level policy 
frameworks 

Eleven education systems – the Flemish Community of 

Belgium, Denmark, Spain, France, Cyprus, the 
Netherlands, Austria, Portugal, Finland, Sweden and 

Iceland – reported the adoption and implementation of 

13 strategic policy frameworks specifically dedicated 
to reducing underachievement in basic skills. The 
Flemish Community of Belgium and France each 
reported two dedicated frameworks, while the 
remaining systems reported one. 

Unlike broader reforms aimed at systemic change, 
these dedicated policy initiatives focus on short- to 
medium-term outcomes for specific groups or regions. 
They apply a variety of approaches, including literacy 
programmes that foster a reading culture, numeracy 
interventions providing intensive remedial support and 
policies aimed at addressing socioeconomic disparities. 
By responding to immediate learning needs, these 
strategies seek to improve basic skills outcomes and 
strengthen the foundational competences necessary 
for students’ future academic progress. 

The policy frameworks examined can be broadly 
grouped according to their principal focus areas: 

• frameworks addressing literacy that foster a 
culture of reading; 

• frameworks targeting underachievement in 
mathematics; 

• frameworks emphasising the modernisation of 
learning environments. 

Several dedicated initiatives prioritise literacy 

development in response to stagnating or declining 
reading results. In many cases, they involve 
partnerships with libraries, municipalities, teacher 
training providers and cultural institutions. 

In the Flemish Community of Belgium, the Reading 

action plan (54) builds a coordinated network across 

schools and public libraries, while the Language action 

https://www.stjornarradid.is/library/03-Verkefni/Menntamal/Menntastefna/Education-Policy-2030-1-Action-Plan.pdf
https://data-onderwijs.vlaanderen.be/documenten/bestanden/Leesoffensief-adviesnota.pdf
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plan (55) enhances early language development and 

supports language-sensitive teaching. Similarly, 
Austria’s Reading programme (see country example) 
integrates competence grids, reading ambassadors and 
national reading assessments into literacy instruction. 
These initiatives aim to address systemic challenges in 
literacy and ensure that all students, regardless of 
background, achieve reading proficiency. 

In Austria, the National strategy to address underachievement in 

literacy through the Reading programme (56), introduced in the 

2023/2024 school year, is a core element of its education policy. 
The initiative enhances reading skills through competence-based 
learning and structured support measures. A key component is the 
introduction of competence grids, outlining the literacy skills 
students should master at each stage and providing clear 
benchmarks for teachers and learners alike. National reading 
assessments track progress and enable early identification of 

difficulties, facilitating timely intervention. A distinctive feature is the 

use of reading ambassadors – public figures who visit schools to 

inspire students and promote reading as a lifelong habit. Schools 
demonstrating excellence receive a ‘reading quality seal’ in 
recognition of their work. The programme also incorporates digital 
literacy resources to support reading comprehension, particularly 
benefiting students who struggle with conventional methods. 

Cyprus’s Functional literacy remedial teaching 

programme (57) focuses on early detection of reading 

difficulties in primary education and combines 
specialised instruction, teacher training and parental 
involvement. Finland’s 2030 National literacy 

strategy (58) promotes lifelong literacy development 

through a broad network of municipal and community-

based actors. Iceland’s Language action plan (59) 

supports school libraries, the provision of digital 
reading tools and multilingual resources. Across these 
frameworks, the use of benchmarks, early screening 
and community involvement is a common feature, with 
strategies aimed particularly at improving reading 

 
(55) Language action plan / The School year of Dutch of the Flemish Community of Belgium. 

(56) Austria’s Reading programme. 

(57) Cyprus’s Functional literacy remedial teaching programme. 

(58) Finland’s 2030 national literacy strategy. 

(59) Parliamentary Resolution on an action plan for the Icelandic language for the years 2024–2026. 

(60) Denmark’s Quality programme for primary schools. 

(61) Resolution of 2024, from the Secretary of State for Education, publishing the Agreement from the Sectoral Conference on Education of July 30, 
2024, which approves the proposal for territorial distribution and criteria for allocating credits managed by autonomous communities aimed at the 
Territorial Cooperation Programme for Strengthening Mathematical Competence for the 2024 budgetary exercise and Resolution of 2024, from the 
Secretary of State for Education, publishing the Agreement from the Sectoral Conference on Education of July 30, 2024, which approves the 
proposal for territorial distribution and criteria for allocating credits managed by autonomous communities aimed at the Territorial Cooperation 
Programme for Strengthening Reading Competence for the 2024 budgetary exercise. 

(62) France’s Action plan ‘Shock of knowledge to raise school standards’. 

(63) Portugal’s Learning monitoring tests for 4th and 6th grades. 

outcomes among low-achieving or disadvantaged 
learners. 

A second group of policy frameworks focuses on 

improving mathematics skills through remedial 

support, teacher training and adapted instruction. 
Denmark’s Quality programme for primary schools (see 
country example) is an example of targeted support for 
students experiencing difficulties in mathematics and 
reading. 

In Denmark, the Quality programme for primary schools (60) targets 

the lowest-performing 10 % of students, particularly in Danish and 

mathematics. A central component is targeted funding, with 

DKK 500 million (approximately EUR 67 million) allocated annually 

based on school-level performance data. Schools have the freedom 
to organize the initiative, including implementing tailored learning 

strategies, remedial teaching and small group sessions, allowing for 
flexible, locally adapted interventions. The programme also enhances 
teacher professional development, providing training in evidence-
based approaches to literacy and mathematics instruction. Additional 
resources are directed to schools with higher numbers of low-
achieving students, including funding for extra staff and specialised 
teachers. Municipal authorities are responsible for implementation, 
monitoring progress and ensuring accountability. 

Spain’s Territorial cooperation programmes for 

strengthening mathematical and reading 

competences (61) similarly provide additional 

instructional time, external advisory teams and 
coordination mechanisms to promote evidence-
informed practice. In France, the Action plan ‘Shock of 

knowledge to raise school standards’ (62) includes 

additional support and small group mathematics 
instruction for lower secondary students. Portugal’s 

Learning monitoring tests for 4th and 6th grades (63) 

form part of a national digital assessment strategy 
that supports the identification of learning gaps and 

https://onderwijs.vlaanderen.be/nl/2023-2024-schooljaar-van-het-nederlands
https://www.bmbwf.gv.at/Themen/schule/zrp/lesen.html
https://keea-literacy.pi.ac.cy/literacy/
https://www.oph.fi/fi/koulutus-ja-tutkinnot/kansallinen-lukutaitostrategia-2030
https://www.althingi.is/altext/154/s/1664.html%20(%20The%20Parliamentary%20resolution%20is%20in%20Icelandic
https://www.uvm.dk/folkeskolen/folkeskolens-maal-love-og-regler/politiske-aftaler/folkeskolens-kvalitetsprogram/om-aftalen/om-aftale-om-folkeskolens-kvalitetsprogram
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18088
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18088
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18088
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2024-18087
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2024-18087
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2024-18087
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2024-18087
https://www.education.gouv.fr/choc-des-savoirs-une-mobilisation-generale-pour-elever-le-niveau-de-notre-ecole-380226
https://files.diariodarepublica.pt/2s/2025/03/043000002/0000400076.pdf
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informs subsequent instructional and mentoring 
support, including in numeracy. 

A third group of policy frameworks promote the 

modernisation of learning environments through 

curriculum reform, digital tools and cross-curricular 

teaching. In France, the Plan français (64) introduces 

curriculum reforms and deploys ‘French referents’ – 

trained mentors who support teachers in delivering 
updated literacy instruction. In the Netherlands, the 
Masterplan for basic skills (see country example) 
combines reading and writing skills, mathematics, 
digital literacy and citizenship education. Sweden’s 

Language and mathematics strengthening efforts (65) 

ensure that both areas remain central within the 
curriculum while equipping teachers with updated 
pedagogical methods. 

In the Netherlands, the Masterplan for basic skills (66) seeks to 

improve students’ outcomes in reading, mathematics, digital literacy 
and citizenship. The strategy includes curriculum reform, updates to 
core education standards and financial support via the ‘Improving 
basic skills’ grant scheme. Schools are supported to implement 
evidence-informed teaching practices and receive funding for 
teacher training. The initiative also fosters collaboration between 

schools, libraries and childcare centres to support literacy-rich 
environments. The effectiveness of these interventions is monitored 
annually. 

Across the analysed policy frameworks, literacy and 
mathematics are the most common focus areas. Policy 
measures often revolve around teacher training, 
targeted assessment and remedial instruction. Literacy 
strategies frequently involve community partnerships, 
while numeracy programmes favour small group 
formats and additional learning time. Efforts to 
modernise learning are shaped by digitalisation and a 
shift towards competence-based teaching. While some 
frameworks refer to digital technologies often 
developed to support students at risk of 
underachievement, these measures are typically 
presented in the context of broader innovation or 
curriculum reform. At the same time, recent policy 
discussions at the European level underline the 
importance of balancing digital innovation with 
considerations related to wellbeing and effective 
pedagogy. 

 
(64) France’s Plan français. 

(65) Sweden’s language and mathematics strengthening efforts. 
(66) The Netherlands’ Masterplan for basic skills. 

It is noteworthy that science, while recognised as a 
basic skill in many contexts, is not explicitly prioritised 
in the dedicated strategies reviewed. Unlike literacy 
and numeracy, which are commonly the subject of 
early intervention policies, science appears to be 
addressed within broader educational frameworks 
rather than through the analysed dedicated strategies. 

1.4. Monitoring and evaluation of top-
level policy frameworks 

Monitoring and evaluation mechanisms are essential to 
assess the implementation and effectiveness of top-
level frameworks addressing underachievement in 
basic skills. Building on the policy frameworks 
presented in the previous sections, this section explores 
how education systems set targets, measure progress 
and use evidence to inform policy development. 

Education systems reported whether their policy 
frameworks include measurable targets related to 
basic skills and described how these are monitored and 
evaluated. A distinction is drawn between quantitative 

objectives – such as reducing the share of low-

achieving students – and broader monitoring 

approaches tracking policy implementation and 
progress. 

Figure 1.2 provides an overview of the presence of 

measurable targets in the newly adopted or revised 
top-level policy frameworks for basic skills. Eighteen 
education systems report at least one policy 
framework that sets measurable targets for reducing 
underachievement in basic skills. These targets are 
frequently aligned with international benchmarks, such 
as PISA or PIRLS, and typically aim to decrease the 
proportion of students performing below basic 
proficiency levels. 

 

 

https://eduscol.education.fr/document/1518/download?attachment
https://www.esv.se/statsliggaren/regleringsbrev/Index?rbId=24102
https://www.masterplanbasisvaardigheden.nl/
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Figure 1.2: New or revised policy frameworks with measurable target(s) addressing 
underachievement in basic skills 

 

  

 
At least one policy framework includes measurable 
targets 

 No measurable targets reported 

 No policy framework reported 

  

 

Source: Eurydice. 

 
Examples include Bulgaria’s 2021–2030 Strategic 
framework for education, which sets the goal of 
halving the proportion of students with low 
performance in literacy and mathematics by 2030, 

alongside a target to train 90 % of teachers in digital 

competences. Germany’s Startchancen programme 
similarly includes a target to reduce low achievement 
in core subjects. Among other things, the programme 
relies on individual diagnostics as well as scientific 
support and evaluation of the programme. 

Serbia’s Strategy for the development of education by 
2030 defines indicators based on international large-
scale assessments (PISA, TIMSS, PIRLS), covering both 
average performance and the proportion of students 
below basic proficiency. Montenegro’s 2025–2035 
Education reform strategy includes measurable 
indicators in PISA domains and implementation targets 
for key areas such as curriculum development, teacher 
training and digital infrastructure. Ireland’s 2024–2033 
Literacy, numeracy and digital literacy strategy sets 
out clear targets, monitored through national 
assessments and milestone reviews. In parallel, the 
‘Delivering equality of opportunity in schools’ (DEIS) 

 
(67) Italy’s 2021–2027 National Plan for the European Social Fund Plus (ESF+), see specific objective ESO4.6. 

(68) State progress strategy ‘Lithuania’s vision for the future ‘Lithuania 2050’’, page 80, Indicator No 16. 

programme is monitored using socioeconomic 
indicators, complementing the broader goals of the 
national strategy. 

Some education systems adopt region-specific targets. 
Spain’s Territorial cooperation programmes focus on 

improving outcomes in the lowest performing 15 % of 

schools. Italy’s South agenda and North agenda 
programmes, under the 2021–2027 National Plan for 
the European Social Fund Plus, set region-specific 
dropout reduction targets. Monitoring data indicate 
that Italy has already reached the European NRRP 
early school leaving target ahead of schedule (67). 

Across Europe, both international and national 
assessment data are employed to monitor progress in 
basic skills. For example, Denmark’s National quality 
programme mandates annual assessments in Danish 
and mathematics, while Lithuania’s Strategy ‘Lithuania 

2050’ uses PISA benchmarks to define targets – for 

instance, no more than 15 % of students below 

proficiency by 2050 (68). Similarly, Sweden’s 2025–

2035 STEM Strategy aims for at least 15 % of 

students to reach Level 5 or above in PISA 

https://pn20212027.istruzione.it/
https://www.lrs.lt/sip/getFile3?p_fid=83423
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mathematics by 2033. National assessments and 
international indicators are used to monitor progress 
toward this goal. 

France monitors its Plan français through national 

assessments, targeting 63 % reading fluency by the 

end of grade 6. Estonia and Croatia use PISA indicators 
to inform strategic adjustments. Estonia’s 2021–2035 
Education strategy leverages real-time data analytics 
to reduce the share of low-achieving students, 
particularly in literacy and mathematics. Croatia’s 
2027 National education plan is aligned with OECD 
benchmarks, aiming to raise performance to the OECD 
average through reforms in teaching and assessment. 

Equity considerations are embedded in some 
monitoring frameworks. Finland’s Literacy strategy 
tracks reductions in reading inequality via digital tools. 
Qualitative monitoring approaches are also present in 
some cases. In the French Community of Belgium, the 
Decree establishing the DAccE enables continuous 
documentation of individual learning progress, 
supporting tailored intervention. 

While nearly half of education systems report having 
frameworks with defined targets, only a small number 
have implemented structured impact evaluations. 

Bulgaria’s 2021–2030 National strategy for equality, 
inclusion and participation of Roma includes a 
monitoring report on outreach and support for over 

40 000 students, though it does not assess 

effectiveness (69). Czechia reviewed its Strategy 2030+ 

using PISA and PIRLS, noting an increase in high-
achieving readers despite other indicators remaining 

stable (70). 

Spain includes evaluation components in both its 
‘PROA+’ and the Programme for strengthening 
mathematical and reading competences, requiring 
participating schools to submit indicators and progress 
reports to regional and national authorities. A national 
synthesis report is under preparation, although most 
available data still focus on implementation rather 
than providing evidence of policy impact. 

 
(69) Administrative Monitoring Report on the implementation in 2022 of 2021–2030 National strategy for equality, inclusion and participation of Roma. 

(70) Monitoring Framework of the Strategy for education policy of the Czech Republic 2030 – Evaluation. 

(71) Summary of the survey on the Mathematics and French Plans (2023). 

(72) Report on the implementation of the Croatian National education development plan for the period until 2027. 

(73) Summary of the main results of Cyprus’s Functional literacy programme per school year. 

France employs a mixed-methods evaluation approach 
to assess the impact of the Plan français together with 
the Plan mathématiques. In 2023, national surveys 
collected both quantitative and qualitative data from 

teachers, trainers and local education authorities (71). 

Early findings indicate positive changes in teaching 
practices and students’ performance. 

Croatia uses PISA 2022 to assess the impact of its 
National education plan, which shows improved results 
in science and stable or modest progress in 

reading (72). However, a dedicated impact study has not 

yet been published. Cyprus reported using quantitative 
evaluation to assess its national literacy 

intervention (73). Around half of participating schools 

demonstrated improved outcomes and a reduced risk 
of underachievement. However, the evaluation remains 
descriptive and does not yet constitute a 
comprehensive impact assessment. 

Across Europe, the alignment between monitoring 
mechanisms and strategic goals is increasing. While 
many education systems have established data 
collection frameworks, their integration with broader 

policy goals varies. Several systems – Bulgaria, 

Germany, Estonia, Ireland and Croatia – have 

established quantitative targets linked to international 
indicators. Others, such as Spain and France, rely more 
on national benchmarks and structured intervention 
plans. In some cases, comprehensive monitoring exists 
without clearly defined numerical targets, with systems 
opting instead for qualitative approaches and 
stakeholder input. 

At the same time, structured evaluations of policy 
impact remain limited. Many existing evaluations 
concentrate on implementation processes or 
participation rates rather than learning outcomes. As 
strategic frameworks mature, education systems may 
be better equipped to evaluate the causal effects of 
policy interventions and enhance the evidence base for 
future reforms. 

https://www.strategy.bg/StrategicDocuments/View.aspx?lang=bg-BG&Id=1541
https://www.edu.cz/wp-content/uploads/2024/06/Vyhodnoceni-Strategie-vzdelavaci-politiky-CR-2030-1-implementacni-obdobi.pdf
https://eduscol.education.fr/document/56328/download?attachment
https://mzom.gov.hr/vijesti/izvjesce-o-provedbi-nacionalnog-plana-razvoja-sustava-obrazovanja-za-razdoblje-do-2027-godine/6172
https://keea-literacy.pi.ac.cy/literacy/index.php?id=apotelsmata
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1.5. Summary 

Addressing underachievement in basic skills remains a 
key policy priority across European education systems. 
While progress has been observed, ongoing challenges 
suggest that further refinement of structured policies 
with measurable targets may contribute to ensuring 
equitable access to quality education and effective 
interventions. 

The findings in this chapter show that the majority of 
the education systems have adopted at least one top-
level strategic policy framework aimed at improving 
basic skills outcomes. Broader policy frameworks and 
dedicated policy initiatives represent complementary 
approaches. While broader frameworks align education 
systems with long-term objectives, dedicated policy 
initiatives are often designed to address more 
immediate learning deficits among specific groups. By 
combining these approaches, education systems seek 
to establish more inclusive and effective pathways for 
all learners. 

Policy frameworks integrate prevention, intervention 
and compensation measures to varying degrees. 
Prevention measures focus on early identification of 
learning difficulties and support for inclusive teaching. 
Intervention frameworks provide targeted instruction, 
mentoring and adapted learning. Compensation aims 
to address socioeconomic barriers and promote 
continued engagement in education. Effective 
integration of these components may enable timely 
identification of learning needs, personalised responses 
and a sustained re-engagement with learning. The 
success of these measures also depends on strong 
monitoring mechanisms, high-quality teacher training 
and inter-sectoral cooperation. Many systems have 
introduced professional development programmes to 
equip teachers with the skills needed to support 
students at risk of underachievement. 

Dedicated policy frameworks that address literacy, 
mathematics and socioeconomic inequalities 
demonstrate the importance of context-specific 
responses. Literacy-related policy initiatives often 
focus on fostering a reading culture and building 
literacy partnerships, while mathematics initiatives 
tend to include small group instruction and extended 
learning time. Science as a subject area, however, 
appears to receive comparatively less attention in 
dedicated initiatives, which may suggest an 
opportunity for further policy development in this area. 

Efforts to modernise learning environments, enhance 
curriculum relevance and promote digital inclusion are 
common across policy frameworks. Many systems also 
emphasise collaboration between schools, families and 
external stakeholders, recognising the role of 
community-based support in addressing learning gaps. 

A number of policy frameworks include explicit 
quantitative targets aligned with EU benchmarks, 
particularly the goal of reducing the proportion of low-
achieving students in international assessments such 

as PISA and PIRLS to below 15 % by 2030. These 

objectives indicate a shift toward more outcome-driven 
policy development. However, impact evaluations 
remain limited. Strengthening evaluation practices may 
enhance accountability, support policy learning and 
ensure that interventions remain responsive to 
emerging needs. As strategies evolve, reinforcing the 
link between policy design, implementation and impact 
assessment will be essential to sustaining progress in 
tackling underachievement in basic skills. 
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Chapter 2: Organisation of instruction 
 
This chapter examines one of the fundamental 
attributes of students’ educational experience: the 
organisation of instruction. In this report, this topic is 
analysed by looking primarily at: 

• regulations on the amount and flexibility of 
instruction time available to students dedicated to 
basic skills; 

• regulations on the length of the total amount of 
instruction time per day, or the length of the 
formal school day; 

• regulations and recommendations on the 
grouping of students for educational experience 
and instruction. 

The amount of instruction time available to students is 
an important factor in their learning process. Existing 
evidence suggests that the quality of instruction and 
the time available for learning can have a positive 
effect on student achievement (Lavy, 2015; Andersen, 
Humlum and Nandrup, 2016; European Commission / 
EACEA / Eurydice, 2022a). Research has also shown 
how the increase in the amount of instruction time 
allocated to a specific discipline can help to raise 
students’ interest levels in that subject, and 
subsequently improve performance (Traphagen, 2011; 
Blank, 2013; Jensen, 2013). The correlation between 
instruction time and performance is not, however, 
unequivocal as other important elements must be 
factored into the equation; these include the quality of 
instruction and the time available for learning outside 
school. The positive relationship between increased 
instruction time and student achievement is, in effect, 
more apparent when the increase is accompanied by 
support measures provided to low-achieving students 
(European Commission / EACEA / Eurydice, 2022a). 
Some evidence also points towards a ‘ceiling effect’, 
which means that there are limits to the effective 
increase of instruction time (Yeşil Dağlı, 2019). 

Besides the organisation of time between the different 
subjects, the organisation of students’ overall time 

spent in school has also received increasing attention 
in recent years. A concept gaining ground is that of ‘all-
day schools’, which refers to the availability of longer 
school days for students. The aim of all-day schools is 
to provide an enriching learning environment to all 
students during a full day or a longer school day 
whereas in ‘half-day’ schools, access to learning 
activities outside of school hours often depends on 
family circumstances and resources. Research projects 
have been focusing on the impact of all-day schools 
especially in Germany, where they were introduced in 
the early 2000s. However, research is somewhat 
inconclusive regarding the overall impact of all-day 
schools. While some studies found small positive 
effects of attending all-day schools on students’ 
achievement (Schuepbach, 2015; Seidlitz and Zierow, 
2022), analysing the impact of this system on 
educational inequalities produced mixed results 
(Fischer, Theis and Zücher, 2014; Seidlitz and Zierow, 
2022). 

In addition to time, an important organisational 
element of school instruction concerns the grouping of 
students. An important topic in this regard relates to 
the effects of class size on student achievement. 
Research on class size also points to different 
directions (Leuven and Oosterbeek, 2018). Some argue 
that reducing class size has no effect on student 
achievement (Filges, Sonne-Schmidt and Nielsen, 
2018), or has only short-term positive effects 
(Bressoux, Lima and Monseur, 2019). At the same time, 
other research concludes that lowering the 
student/teacher ratio, thus increasing educational 
spending per student, has positive effects on student 
achievement in the long run, and can have longer-term 
benefits even reaching into adulthood (Fredriksson, 
Öckert and Oosterbeek, 2011; Jackson, Johnson and 
Persico, 2016; Bouguen, Grenet and Gurgand, 2017). 

However, the grouping of students can also be done in 
a flexible, temporary manner, which might render 
traditional notions of class size obsolete (Leuven and 
Oosterbeek, 2018). An important concept in this regard 
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is differentiated instruction – that is, when teachers 

adjust their lessons to all students’ learning needs. 
When differentiated instruction is applied, students 
with diverse needs are not separated into different 
settings or classes, but their grouping is adapted to 
their learning level and to the given situation or 
subject. Evaluations of differentiated instruction are 
generally positive concerning its impact on students’ 
overall achievement levels and on the competences of 
both low- and high-achieving students (Valiandes, 
2015; Bal, 2016; Ziernwald, Hillmayr and Holzberger, 
2022; Groenewald et al., 2024). Hence, this chapter will 
also discuss related reforms as the last topic related to 
the organisation of instruction. 

2.1. Policy changes since 2020/2021 

Against this background, this chapter examines policy 
changes with regard to the organisation of instruction 
since the 2020/2021 school year. It focuses on 
changes in top-level regulations, recommendations and 
guidelines that were still in place in the year 
2024/2025. 

Figure 2.1 summarises the extent of changes in this 

period. As the figure depicts, changes in the 
organisation of instruction took place in the majority of 

education systems (21). Figure 2.2 further specifies the 

nature of these changes, by the themes discussed in 
the introduction of this chapter: instruction time, the 
organisation of the school day, class size and 
differentiated instruction. The last category of the 
figure refers to a case of school autonomy: when top-
level funding aims to ensure that the reorganisation of 
instruction is possible, but schools and/or local 
authorities have autonomy in deciding exactly how. 

As shown in Figure 2.2, the most common changes in 

the organisation of instruction in the analysed period 
concerned instruction time: the amount and flexibility 
of the time that can or should be devoted to teaching 
subjects linked to basic skills.  

 

Figure 2.1: Changes in the organisation of instruction between 2020/2021 and 
2024/2025, ISCED 1-2 

 

  

 Changes in the organisation of instruction 

 No changes 

  

 

Source: Eurydice. 

Country-specific notes 
Bulgaria: changes only concern ISCED 2. 
Ireland, Greece and Malta: changes only concern ISCED 1. 

 



 

 

  Chapter 2 | Organisation of instruction 45 

 
Such changes took place in 16 education systems 
overall; six education systems changed the amount 
of instruction time and six changed the degree of 
flexibility of time allocation, while four education 
systems have implemented both types of change at 
the same time (the figure refers to changes in the 
two categories separately). Regulations on the 
length of the total amount of instruction time per 
day, or the length of the formal school day, 
changed in nine education systems. 

Changes related to defining the class size or the 
students/teacher ratio were adopted in only two 
education systems, while regulations or 
recommendations concerning differentiated 
instruction were newly adopted and/or implemented 
in eight. 

Six education systems introduced new funding 
frameworks supporting the overall goal of 
improving basic skills, giving autonomy to schools 
for designing the most appropriate measures. 
These programmes include the Language Action 

Plan in the Flemish Community of Belgium, the 

Startchancen programme (74) in Germany, the ‘Our 

school, let’s create it together’ programme (75) in 

France, the Masterplan on basic skills (76) in the 

Netherlands, the fourth generation of the 
Programme for Priority Intervention Educational 

Areas (TEIP4) (77) targeting disadvantaged schools 

in Portugal, and special government grants for 
measures promoting equality and non-
discrimination in education for 2024–2027 in 

Finland (78) – where this grant can be used to hire 

co-teachers, divide teaching groups or organise split 
lessons. 

Most changes concern both primary and lower 
secondary education. While there are slightly more 
reforms in primary education, there are only a few 
differences between the two levels. These 
differences will be discussed related to the detailed 
measures. Similarly, differences between the areas 
of basic skills (reading, mathematics and science) 
will be analysed below. 

 

Figure 2.2: Number of education systems implementing changes in the organisation of 
instruction between 2020/2021 and 2024/2025, ISCED 1-2, by sub-category 

 Number of education systems 

 

 

Changing instruction time for subjects linked to basic skills 

Changing the degree of flexibility to allocate instruction time 

Extension/reorganisation of the school day 

Reduction of class size 

Introducing/revising differentiated instruction 

New top-level funding supporting the reorganisation of instruction, but its 
disposal is at the discretion of local/school authorities 

 

Source: Eurydice. 

 

 
(74) Startchancen-Programm - BMFTR. 

(75) Notre école, faisons-la ensemble | éduscol | Ministère de l’Éducation Nationale, de l’Enseignement supérieur et de la Recherche | Dgesco. 

(76) Masterplan on basic skills, Dutch Ministry of Education, Culture and Science, 2023. 

(77) Order 7798/2023. 

(78) Special government grant for measures promoting educational equality and non-discrimination in early childhood education and care, pre-
primary education and basic education for 2024–2027 – OKM – Ministry of Education and Culture, Finland. 

https://www.bmftr.bund.de/DE/Bildung/Schule/Startchancen-Programm/startchancen-programm_node.html
https://eduscol.education.fr/3595/notre-ecole-faisons-la-ensemble
https://open.overheid.nl/documenten/ronl-cc009d8ad335c1154bfdcf845c12db5f4ada8a81/pdf
https://diariodarepublica.pt/dr/detalhe/despacho/7798-2023-216305811
https://okm.fi/-/valtion-erityisavustus-varhaiskasvatuksen-esi-ja-perusopetuksen-koulutuksellista-tasa-arvoa-ja-yhdenvertaisuutta-edistaviin-toimenpiteisiin-vuosille-2024-2027
https://okm.fi/-/valtion-erityisavustus-varhaiskasvatuksen-esi-ja-perusopetuksen-koulutuksellista-tasa-arvoa-ja-yhdenvertaisuutta-edistaviin-toimenpiteisiin-vuosille-2024-2027
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2.2. The organisation of students’ time 

As discussed above, the first aspect of the organisation 
of instruction is the organisation of students’ time, 
which concerns the time devoted to specific subjects or 
competences, the flexibility of instruction and the 
overall time students (can) spend in school. These are 
the aspects where changes have been more frequent 
in the analysed period, compared with the revisions of 
regulations or recommendations concerning the 
grouping of students. 

Figure 2.3 shows in detail the areas of reform in each 

European education system participating in this report. 
Since 2020/2021, most education systems have been 
moving towards devoting more instruction time to 
basic skills; increasing flexibility, thus giving more 
autonomy to schools for organising instruction; and 
creating the conditions of an extended school day. 

Concerning the amount of instruction time devoted 

to basic skills, there are two main types of reform: (1) 
changing instruction time for all subjects linked to 
basic skills; and (2) concentrating on one particular 
area of basic skills, notably reading or science literacy. 

The first approach exists in Bulgaria, Ireland, Croatia, 
Hungary and Finland. These countries have changed 
the minimum required instruction time for all or most 
subjects linked to basic skills at one or both analysed 
education levels. Changes in Bulgaria concern only 
lower secondary education, while reforms in Ireland 
and Finland are related to primary education. Among 
these education systems, Hungary is the only one 
lowering instruction time instead of increasing it. 
Several of these changes are also linked to curricular 

reforms (see Chapter 3). 

Figure 2.3: Changes in the organisation of instruction between 2020/2021 and 2024/2025, 
ISCED 1-2, by education system and sub-category 

 

 

Changing instruction time for 
subjects linked to basic skills 

Changing the degree of flexibility to  
allocate instruction time 

Extension/reorganisation of  
the school day 

Reduction of class size 

Introducing/revising  
differentiated instruction 

New top-level funding supporting the 
reorganisation of instruction, but its disposal is 

at the discretion of local/school authorities 
 

  Left 
ISCED 1  

Right 
ISCED 2  

Source: Eurydice. 
 

The second approach was taken by the Flemish 
Community of Belgium, Spain, Latvia, Malta and 
Sweden. The Flemish Community of Belgium, Spain 
and Malta developed specific policies aiming to 

increase students’ reading time. The Flemish 

Community of Belgium developed a comprehensive 
Reading action plan with measures concerning not only 
instruction time, but also assessment, learning support 

and teacher training (see Chapters 4, 5 and 6 of this 

 
(79) Flanders Reading Day. 

(80) Law 2/2006 on Education, amended by Law 3/2020. 

(81) Royal Decree 217/2022, establishing the organisation and minimum standards for compulsory secondary education. 

report). One of the initiatives is the Flanders Reading 

Day (79). In Spain, the amended Law on Education (80) 
establishes that all schools should dedicate daily time 
to reading, and that teaching reading should be 

mainstreamed across all subjects (81). Malta 

concentrates on the reading skills of primary education 
students. Its National Education Strategy 2024-

https://www.vlaanderen.be/vlaanderenleestdag
https://www.boe.es/buscar/pdf/2006/BOE-A-2006-7899-consolidado.pdf
https://www.boe.es/buscar/pdf/2022/BOE-A-2022-4975-consolidado.pdf
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2030 (82) foresees the incremental increase of reading 

time across the early years (pre-primary and beginning 
of primary education). 

Latvia and Sweden increased instruction time for 

science subjects, at both the primary and lower 

secondary levels. In Latvia, primary students have 
more science lessons and 2 hours less of literature per 
week. At the lower secondary level, the technology and 
computer science subject was introduced with a 
significant number of hours. In Sweden, teaching time 

has been increased by a total of 50 hours in science 

subjects in compulsory education. 

However, it is not only the amount of instruction time 
that has increased since 2020/2021, but also its 

flexibility. In education systems with related reforms 

(Estonia, Ireland, Greece, Spain, Croatia, Italy, Latvia, 
Lithuania, Portugal and Norway), schools are gaining 
more autonomy in organising the time devoted to 
teaching basic skills. In Greece, flexibility is introduced 
through the addition of flexible modules, the Skills 
Labs (see country example). In Latvia and Norway, 

schools can freely decide on the content of 10 % of 

the total teaching time; in Portugal this amounts to 

25 % and in Lithuania to 30 %. 

Skills Labs in Greece is an innovative, dynamic, didactic educational 

initiative, which involves adding new thematic units, focused on 

skills, to the compulsory curriculum from pre-primary to secondary 

education, using modern and innovative learning methods (83). The 

basic principle of the Skills Labs is to combine the cognitive aspects 
of the curriculum with the development of students’ basic 
competences, helping them grow into free and responsible citizens. 
The goal of the Skills Labs is to enhance the students’ soft skills, life 
skills and technology and science skills. While teachers need to 
include all thematic units as defined by the legislation, they can 
adapt the content and methods depending on students’ learning 
needs. 

 
(82) Visioning the Future by Transforming Education: National Education Strategy 2024-2030. 

(83) Curriculum framework for Skills Labs in nursery, primary and secondary schools, Government Gazette, B 3567/2021. 

(84) Law 4957/2022, Article 371 on an upgraded all-day primary school and kindergarten programme. 

(85) Accueil élargi 8h-18h | éduscol | Ministère de l'Éducation Nationale, de l'Enseignement supérieur et de la Recherche | Dgesco. 

In many education systems, the flexibility of instruction 
is not only related to time, but also to flexible 
organisation in general, thus to the flexible grouping of 
students as well. In Estonia, Spain, Italy and Portugal, 
flexibility extends to many other aspects of the 
learning experience in the classroom. These examples 
will be discussed in the next section, in relation to new 
developments concerning the grouping of students. 

The last aspect of the organisation of students’ time is 

the extension of the school day. Among the 

education systems that have implemented changes in 

this category (see Figure 2.3), most have converted 

to – or are in the process of converting to – an all-day 

school model. The exception is Bulgaria, where changes 
implemented in lower secondary education result in a 
slightly shorter time spent in school. In addition, in 
Finland, the implemented changes only slightly 
increase students’ time in school. 

In Greece, the extended, full-time school day was 

introduced in primary education in 2022 (84), where the 

afternoon includes three distinct zones: midday meal 
and nutrition education, study and preparation, and 
school clubs. In France, after a pilot project in 
2023/2024, extended provision (accueil élargi) from 8 
a.m. to 6 p.m. was generalised in disadvantaged lower 
secondary schools from the 2024/2025 school 

year (85). In Lithuania, in the framework of the 

programme ‘Implementing inclusive education’, schools 
have been able to apply for special funding to 
reorganise the educational process and implement a 
full-day school model since 2024. 

In Croatia, Cyprus and Italy, pilot projects are ongoing, 
aiming to evaluate new educational models. In Croatia 
and Italy, these projects precede potential major 
reforms (see country examples). In Cyprus, additional 
STE(A)M teaching is implemented in 12 primary and 
three lower secondary schools on a pilot basis. 

https://education.gov.mt/wp-content/uploads/2023/12/NATIONAL-EDUCATION-BOOKLET-DEC-2023-2030.pdf
https://search.et.gr/el/fek/?fekId=608854
https://www.elke.uoa.gr/Files/pdfs/Odigos/%CE%9D.%204957-2022.pdf
https://eduscol.education.fr/4075/accueil-elargi-8h-18h
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In Croatia, the experimental programme called ‘Primary School as a 

Whole-day School – A Balanced, Fair, Efficient, and Sustainable 

Education System’ (86) is conducted in 62 schools over four school 

years (2023/2024 to 2026/2027). It aims to provide a fact-based 
foundation and arguments for justifying the implementation of the 
proposed framework and work model of primary schools (ISCED 1-2) 

as whole-day schools throughout Croatia. The experimental 
programme also includes an increased number of hours dedicated to 
subjects linked to basic skills. Rather than focusing on individual 
subjects, it targets key educational areas, especially essential 

literacy skills – language and reading, mathematical and scientific 

literacy, and their integration. In the experimental implementation, 
flexible scheduling is also allowed. 

In Italy, part of the investment in the framework of the National 

Recovery and Resilience Plan (NRRP) is devoted to refurbishing old 
and building new school canteens in order to support the move 

towards full-time schooling (87). Several projects are in development, 

including the extension of school hours to afternoon activities that 

will contribute to enhancing students’ learning experiences and 
providing opportunities for the recovery of basic skills. In addition, 

among the ‘South agenda’ initiatives (88), the pilot project ‘Caivano’ 

involves more than 2 000 schools in Southern Italy to transform 

them into educational hubs and strongholds for the development of 
local communities, envisioning the enhancement of basic and cross-
disciplinary skills and laboratory activities to keep schools open 
beyond regular hours. 

2.3. The grouping of students 

The second aspect of the organisation of instruction 
concerns the grouping of students. The two topics 
discussed in this chapter, as was mentioned above, are 
the reduction of class size and the introduction of 
differentiated instruction. The latter relates to the 
flexible grouping of students in a temporary manner. 

As was shown in Figures 2.2 and 2.3, the reduction of 
class size was not a favoured policy measure of 

European education authorities in the period between 
2020/2021 and 2024/2025. Only Spain and France 
changed legislation in this regard. In Spain, the 

amended Law on Education (89) emphasises the need 

 
(86) Primary School as a Whole-day School – A Balanced, Fair, Efficient, and Sustainable Education System, Ministry of Science and Education of the 

Republic of Croatia, 2023. 

(87) Canteens – FUTURA. 

(88) Reducing territorial gaps – FUTURA. 

(89) Law 2/2006 on Education, amended by Law 3/2020. 

(90) Évaluation de l’impact de la réduction de la taille des classes de CP et de CE1 en REP+ sur les résultats des élèves et les pratiques des enseignants / 
Sandra Andreu , Linda Ben Ali, Laurent Blouet, Pascal Bressoux, Axelle Charpentier, Isabelle Cioldi, Aurélie Lacroix, Laurent Lima, Fabrice Murat, Danae 
Odin-Steiner, Christelle Raffaëlli, Thierry Rocher, Ronan Vourc’h - Portail des publications de la DEPP, Working document N° 2021-E04, French 
Ministry of Education, Youth and Sport, 2021. 

for individualised attention to students of primary 
education, particularly in socially disadvantaged 
environments. In such environments, adjusting the 
student/unit ratios is defined as a means to support 
such individualised attention. Several autonomous 
communities have opted for reducing class sizes at 
both the primary and/or lower secondary levels (e.g. 
Madrid and La Rioja). In France, the class size for the 
last year of pre-primary and the first two grades of 
primary education was reduced and limited to 

24 pupils; the implementation took place gradually 

from 2020/2021 to 2023/2024. In addition, in priority 
education areas, the number of pupils in the same 
grades is further limited as part of a class-splitting 
measure. Split classes are designed to tackle 
educational difficulties. They benefit from extra 
supervision and give pupils more time to learn basic 
skills. Impact evaluations from the first stages of 
implementation highlight positive results, especially for 
first grade pupils with learning difficulties in 

mathematics (90). 

An increasing focus on differentiated instruction 

and the flexible grouping of students has been a more 
prevalent policy measure adopted since 2020/2021. 
Several reforms move towards an increasing flexibility 
in the organisation of instruction, including a more 
flexible grouping of students, in order to address 
individual learning needs and levels. Most measures 
discussed in this section concern both primary and 
lower secondary education; in France, the related 
measure is implemented in lower secondary education 
only. 

One of the instruments facilitating differentiated 
instruction and flexible groupings is the introduction of 
co-teaching: bringing a second teacher or a teaching 

assistant into the classroom (see also Chapter 6 for 

more details). In the French Community of Belgium, 
schools benefit from additional resources to ensure the 
presence of additional staff in the classroom for 

https://mzom.gov.hr/UserDocsImages/dokumenti/Engleski/wds/PRIMARY-SCHOOL-AS-A-WHOLE-DAY-SCHOOL-Experimental-program-eng.pdf
https://pnrr.istruzione.it/infrastrutture/mense/
https://pnrr.istruzione.it/competenze/riduzione-dei-divari-territoriali/
https://www.boe.es/buscar/pdf/2006/BOE-A-2006-7899-consolidado.pdf
https://archives-statistiques-depp.education.gouv.fr/Default/doc/SYRACUSE/50756/evaluation-de-l-impact-de-la-reduction-de-la-taille-des-classes-de-cp-et-de-ce1-en-rep-sur-les-resul?_lg=fr-FR
https://archives-statistiques-depp.education.gouv.fr/Default/doc/SYRACUSE/50756/evaluation-de-l-impact-de-la-reduction-de-la-taille-des-classes-de-cp-et-de-ce1-en-rep-sur-les-resul?_lg=fr-FR
https://archives-statistiques-depp.education.gouv.fr/Default/doc/SYRACUSE/50756/evaluation-de-l-impact-de-la-reduction-de-la-taille-des-classes-de-cp-et-de-ce1-en-rep-sur-les-resul?_lg=fr-FR
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several hours each week. The regular and occasional 
presence of this second person provides an opportunity 
to regulate learning, give more focused attention to 
each student, diversify methodologies, increase 
interactions between students and teachers, facilitate 
the implementation of collective projects and, in 
general, offer a calmer working environment. Similarly, 
Extremadura (Spain) opted for the educational practice 
of co-teaching as a method to provide personalised 
attention to students with learning difficulties and to 
raise the levels of educational success in compulsory 
education. In Cyprus, assistant teachers provide 
remedial teaching to students with learning difficulties 
in the classroom. Cyprus also introduced a 

Differentiated Instruction Guide (91) in 2022 (see 

Chapter 6). 

Another possibility is the creation of flexible groups 
within classes that continue their learning experience in 
smaller settings, adapted to their needs. France, for 
example, adapted the organisation of teaching to the 
needs of each student by setting up smaller groups in 
mathematics and French in grades 6 and 7 (lower 
secondary education), with a reduced number of 
students in each (temporary) group. 

As was mentioned above, in Estonia, Spain, Italy and 
Portugal, the flexibility of instruction time goes 
together with an increased flexibility of the general 
organisation of classroom teaching. In Estonia, the 
amendments of the national curriculum for basic 
schools provide greater flexibility for schools to 
organise learning through the school curriculum, for 
example by differentiating teaching, selecting study 
content and offering elective courses that consider the 
specific needs of students and the region. Similar 
directions were also taken in Spain, Italy and Portugal 
(see country examples). 

 
(91) Cyprus’s differentiated instruction guide, 2022. 

(92) Royal Decree 217/2022, establishing the organisation and minimum standards for compulsory secondary education. 

(93) Piano Scuola 4.0, Italian Ministry of Education. 

(94) Ministerial Implementing Order no.181/2019, Ministerial Implementing Order no. 306/2021, 1.2.3. Dynamic classes | School+. 

 

In Spain, according to Royal Decree 217/2022 establishing the 

curriculum for compulsory secondary education (92), educational 

administrations in the autonomous communities are responsible for 
regulating diversity-oriented organisational and curricular measures 
that enable schools to autonomously adopt a flexible organisation of 
instruction suited to their students’ characteristics. These measures 
include curricular adaptations, the integration of subjects into 
domains, flexible grouping, class splitting, elective subject offerings, 
reinforcement programmes and personalised support measures for 

students with specific educational support needs. 

In Italy, funding is made available in the NRRP framework to 

transform all Italian schools (8 000) into modern learning 

environments where space, technology, furnishings and teaching all 
contribute together to enhancing education with a flexible and 
student-tailored approach. In these ‘Next Generation 

Classrooms’ (93), instruction time can be adjusted to allow for more 

flexible and modular teaching schedules. This also enables varied 
pacing, differentiated instruction and more adaptable learning 
experiences based on students’ needs. The environment supports a 
dynamic approach to time management, facilitating both individual 
and collaborative learning. 

In Portugal, in the framework of creating ‘dynamic classes’, schools 

can, at certain times during the school day, regroup students based 

on their learning levels. This allows for the creation of specialised 
groups aimed at supporting students who need more time or a 
different learning pace in subjects where they previously 
underperformed. Additionally, groups can be formed in specific 
subjects to help students develop their skills according to an 
individually tailored learning plan. Schools have the autonomy to 
redistribute the time and workload among the different areas of the 
curriculum according to students’ needs, to create new subjects, to 

implement different organisation of classes or groups of students 
and to create a tailored curriculum for a specific group of students 

aiming to address underachievement (94). 

https://sch.cy/mc/919/odigos_diaforopoiimenis_didaskalias.pdf
https://www.boe.es/buscar/pdf/2022/BOE-A-2022-4975-consolidado.pdf
https://pnrr.istruzione.it/wp-content/uploads/2022/07/PIANO_SCUOLA_4.0_VERSIONE_GRAFICA.pdf
https://diariodarepublica.pt/dr/detalhe/portaria/181-2019-122541299
https://diariodarepublica.pt/dr/detalhe/portaria/306-2021-176075692
https://escolamais.dge.mec.pt/acoes-especificas/123-turmas-dinamicas


 

 

 

50 Addressing underachievement in literacy, mathematics and science 

 

2.4. Summary 

This chapter analysed educational reforms related to 
the organisation of instruction taking place between 
2020/2021 and 2024/2025. As the chapter 
demonstrated, top-level education authorities 
implemented changes in this period in more than half 
of the European education systems analysed in this 
report. Differences between education levels have been 
marginal, showing that education authorities have 
targeted both primary and lower secondary students. 

Changes in the organisation of instruction aiming to 
tackle underachievement in basic skills have generally 
taken the direction towards increasing students’ time 
spent in school, either through dedicating more time to 
subjects linked to basic skills, or even expanding the 
length of the school day. While some education 
systems implemented changes for all subjects linked 
to basic skills, others concentrated on specific areas, 
notably reading or science literacy. 

In addition to the amount of instruction time, reforms 
of the organisation of instruction have most often 
brought about increasing flexibility and more 
autonomy given to schools in organising teaching. In 
more than a quarter of European education systems, 
schools have become more autonomous in defining 
part of the instruction time dedicated to given subjects 
and/or in organising the work and the grouping of 
students in the classroom. Often, flexibility has 
increased in both dimensions at the same time and 
several education systems are creating the conditions 
of and encouraging differentiated teaching. 

It should be pointed out that this chapter analysed only 
the latest changes; it does not provide the overall 
picture on the organisation of instruction in all 
European education systems. Nevertheless, it shows 
the main trends on how European countries have 
recently responded to the decline in basic skills 
demonstrated by international assessment surveys. 
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Chapter 3: Curriculum changes 
 
School curricula play a central role in delivering quality 
and inclusive education and supporting skills 
development. They detail programmes of study, 
learning content and objectives, attainment targets, 
guidelines on pupil assessment and syllabuses. More 
than one type of curriculum or steering documents 
may be in force in an education system, and these may 
contain advice, recommendations or regulations. 
Whatever the level of obligation that schools and 
teachers have to comply with, all curricula establish 
the basic framework within which schools develop their 
own teaching to meet their students’ needs. 

Education authorities across Europe regularly review 
and revise the goals and content of school curricula, to 
respond to the evolving needs of society and learners, 
address emerging policy issues and reflect shifting 
pedagogical paradigms (Priestley et al., 2021; Shimizu 
and Vithal, 2023). Planning, designing and delivering 
new or revised curricula is a complex process that 
often strives to achieve multiple and interlinked 
objectives (Gouëdard et al., 2020). Changes to improve 
the effectiveness and relevance of the curriculum may 
involve reviewing subject content and attainment 
targets, reducing curriculum overload and supporting 
engagement through innovative teaching and cross-
curricular learning in relation to STEM disciplines 
(OECD, 2020, 2024). Curriculum reform is also an 
important policy tool in support of the development of 
key competences and basic skills (European 
Commission: Directorate-General for Education, Youth, 
Sport and Culture et al., 2022). 

In the aftermath of the COVID-19 pandemic and in 
response to declining results in international surveys, 
researchers have also argued that an important way to 
improve student performance is to revise the 
curriculum and to ‘re-center it on the basic subjects, to 
clarify the learning goals, and to improve its 

sequencing’ (Crato and Patrinos, 2025, p. 11). 

Furthermore, provisions for personalised and flexible 

 
(95) The term ‘curriculum change’ refers to any type of revision, transformation or modification of the top-level curriculum. 

learning can make the curriculum more inclusive and 
support students at risk of underachievement, while 
retaining coherence and avoiding stigmatisation (OECD, 
2021a). 

In line with research findings, the European 
Commission staff working document on Pathways to 
school success (European Commission, 2022a) 
emphasises the importance of relevant and stimulating 
curricula that support personalised teaching and 
learning and allow for a variety of teaching methods. 
Furthermore, the Action plan on basic skills (European 

Commission, 2025, p. 4) notes that ‘in many systems, 

curricula have regularly been expanded in response to 
new societal demands, leading to neglected basic 
skills’. It also points out that ‘striking a better balance 
between curriculum breadth and focus on basic skills’ 
is an important condition for improving educational 
outcomes. 

This chapter will therefore focus on changes (95) to the 

top-level curricula that have been introduced since the 
2020/2021 school year with the objective of 
supporting basic skills development and reducing 
underachievement. Despite the diversity of reported 
measures, several significant trends in recent 
curriculum reforms can be observed. They concern four 
broad types of measures: 

• revision of attainment targets; 

• reduction of curriculum content; 

• inclusion and individualisation; 

• focus on STEM education and innovative 
teaching. 
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3.1. Curriculum changes since 
2020/2021 

Figure 3.1 shows that the majority of European 

education systems (27) have undertaken curriculum 
changes that aim to address underachievement in 
basic skills. However, the extent, focus and degree of 
implementation of these changes differ. Moreover, in 
some cases it is difficult to separate the specific goal 
of tackling underachievement from broader policy 
intentions, such as improving the quality and equity of 
education. 

Most education systems, except the French and 
Flemish Communities of Belgium, report changes in 
both primary and lower secondary education. When 
specific changes concern one education level, this will 
be highlighted in the analysis. In terms of differences 
between the three basic skills (literacy, mathematics 
and science), the great majority of curriculum 
modifications refer to mathematics and science. 
Country examples are provided as illustrations of 
recent revisions and do not represent an exhaustive list 
of all curriculum developments. 

 

Figure 3.1: Curriculum changes that aim to reduce underachievement in basic skills between 
2020/2021 and 2024/2025, ISCED 1-2 

 

  

 Curriculum changes 

 No changes 

  

 

Source: Eurydice. 

Explanatory note 
The term ‘curriculum change’ refers to any type of revision, transformation or modification of the top-level curriculum. 

Country-specific notes 
French Community of Belgium: changes concern only ISCED 1. 
Flemish Community of Belgium: changes concern only ISCED 2. 
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3.2. Revision of attainment targets 

Attainment targets or goals are an important part of 
every curriculum as they define what students are 
expected to know, understand and be able to do on 
completion of a level or learning module. 

To support basic skills development and address 
underachievement, some education authorities in 
Europe revise attainment targets to make them clearer 
and more focused. 

For instance, in the Flemish Community of Belgium, 
curriculum changes emphasise the quality and not the 
quantity of the new attainment targets. Priority is given 
to the attainment targets related to the most crucial 
key competences, namely competences in Dutch, other 
languages and mathematics, science and technology. 

In Iceland, the overall goal is to make the core primary 
curriculum more accessible and clearer to teachers, 
schools, students and parents, along with supporting 
more effective assessment. The changes are extensive, 
but the main focus is on simplifying and making goals 
clearer and, in some cases, more fact- and knowledge-
based. 

Similarly, in the Netherlands, in 2024 the core objectives for Dutch 

language and mathematics were revised to make them clearer. In 

Romania the graduate training profile adopted in 2023 focuses on 

‘learning essentials’. In Sweden, curriculum review proposals (96) 

were submitted to the government in February 2025. These 
proposals are based on the principle that teaching in the early years 
should above all be about basic facts and skills that give the 
students a necessary basis for continued learning. As students get 
older, more complex theoretical abilities such as reflecting, analysing 
and drawing conclusions can take up more space. 

In Spain, Royal Decrees 157/2022 (97) and 
217/2022 (98), which regulate the curricula for Primary 
and Compulsory Secondary Education respectively, 
define an ‘Exit profile’ for students. It identifies the key 
competences that students must acquire by the end of 
compulsory education. It also includes operational 
descriptors that provide guidance on the expected level 
of performance upon finishing primary and secondary 
education. This approach ensures that educational 
outcomes are clearly defined, aligning teaching 
practices with the competences necessary for students’ 
academic and personal development. 

 
(96) Knowledge for all: New curricula focusing on teaching and learning. 

(97) Royal Decree 157/2022, establishing the organisation and minimum standards for primary education. 

(98) Royal Decree 217/2022, establishing the organisation and minimum standards for compulsory secondary education. 

3.3. Reduction of curriculum content 

Curriculum revisions that aim to contribute to tackling 
underachievement may also involve reducing the 
curriculum content, especially theoretical concepts, 
focusing instead on basic knowledge and skills and 
promoting deeper learning. 

For instance, in the French Community of Belgium, the 
revision of the core curriculum framework has brought 
a particular focus on foundational knowledge, 
especially in the early years of primary education 
(grades 1 and 2). In Hungary, the main objective of the 
2020 changes in the National Core Curriculum is to 
decrease student workload. This is done by reducing 
the number of scientific concepts in subjects related to 
basic skills and lowering the amount of instruction time 

(see Chapter 2). In Cyprus, recent reductions of 

curriculum content in Greek language, mathematics 
and science were undertaken to provide a focus on 
literacy, learning to learn and scientific inquiry. In 
Malta, a revision of the syllabi and learning outcomes 
is ongoing, to address overloading and overlapping, 
and to promote deep learning and sustain long-term 
memory. 

In Poland, there has been a reduction of theoretical or 

encyclopaedic knowledge (by about 20 %) in favour of developing 

skills. This was done by revising requirements that were considered 
impossible or difficult to implement in school practice. The amount 
of theoretical material to be learned was reduced to enhance the 
development of basic skills and increase motivation to learn by 
fostering a positive attitude among students toward personal 
learning. 

3.4. Inclusion and individualisation 

Other curriculum revisions aim to ensure that all young 
people reach their full potential by making the 
curriculum more inclusive and tailoring education to 
the specific needs of students. Concrete measures 
include strengthening the support provided to students 
at risk of underachievement and extending measures 
accompanying students with diverse linguistic and 

cultural backgrounds (see also Chapters 2 and 5). 

https://www.regeringen.se/contentassets/ff8d9a87571445c38afab38690c0c60e/kunskap-for-alla--nya-laroplaner-med-fokus-pa-undervisning-och-larande-sou-202519.pdf
https://www.boe.es/eli/es/rd/2022/03/01/157/con
https://www.boe.es/buscar/pdf/2022/BOE-A-2022-4975-consolidado.pdf
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In Spain, Royal Decrees 157/2022 (99) and 217/2022 (100), which 

regulate the curricula for Primary and Compulsory Secondary 
Education respectively, establish that ‘Educational administrations 
will develop guidelines for schools to create reinforcement or 
enrichment curriculum plans that will enable the improvement of the 
competence level of students who require it’. 

The autonomous communities develop this general measure. For 
instance, in Andalucia, reinforcement programmes may be applied at 
any point during the academic year, as soon as difficulties are 

identified. These programmes concern students who: 

a) have not advanced to the next grade level; 

b) while progressing to the next grade, did not pass one or more 
subject areas from the previous year; 

c) present learning difficulties that justify their inclusion in the 
programme; 

d) have specific educational support needs that prevent them from 

effectively advancing in their learning process (101). 

In Lithuania, the 2022 curriculum update establishes that low-

achieving students ‘shall have a plan for the improvement of his/her 
individual learning achievements and shall be given the necessary 

learning support and a description of the procedures for the 

provision of support to pupils’ (102). 

In Croatia, the experimental programme ‘Primary 
School as a Whole-day School – A Balanced, Fair, 
Efficient, and Sustainable Education System’ (103) is 
expected to bring about an overall increase in achieve-
ment and a reduction of disparities among different 
student groups. The programme includes adjustments 
in the curriculum such as the increase of instructional 
hours for Croatian language and mathematics and the 
introduction of the new subjects Natural history, 
Society and community, Practical skills, Information 
and digital competences and The World and I. 

In Iceland, curriculum changes aim to ensure that 
children with a native language other than Icelandic 
and other multilingual children receive an education 
that prepares them for active participation in society 
and further learning. The curriculum chapter ‘Icelandic 
as a second language’ was revised to align with the 
language framework of the Council of Europe. New 
curriculum chapters that focus on cultural skills and 
competence were also added. 

 
(99) Royal Decree 157/2022, establishing the organisation and minimum standards for primary education. 

(100) Royal Decree 217/2022, establishing the organisation and minimum standards for compulsory secondary education. 

(101) Decree 102/2023, which establishes the organisation and minimum standards for compulsory secondary education in the Autonomous Community 
of Andalucía. 

(102) Curriculum for pre-primary, primary and general lower and upper secondary education. 

(103) Primary School as a Whole-day School – A Balanced, Fair, Efficient, and Sustainable Education System, Ministry of Science and Education of the 
Republic of Croatia, 2023. 

(104) Legislative Order no. 8209/2021, 19 August and Summary of the curricula’s Mathematics Essential Learning. 

3.5. Focus on STEM and innovative 
teaching 

Several recent curriculum changes aim to reorganise 
study subjects by placing an emphasis on STEM 
(science, technology, engineering and mathematics) 
education and innovative and engaging teaching 
methods. 

In Ireland, STEM becomes a distinct curriculum area in 
primary education, with the objective of adopting a 
more integrated approach to STEM learning. In Italy, 
the new STEM guidelines focus on innovative teaching 
methods based on problem-solving and inter- and 
multidisciplinary approaches. In France, the study 
programmes for science and technology were revised 
to better distinguish between the school years at the 
end of primary and the beginning of lower secondary 
education, and to clarify the expected learning 
outcomes to teachers, the majority of whom do not 
have scientific backgrounds. 

In Portugal, the new primary and lower secondary education 

Mathematics Essential Learning (104) or core curriculum was adopted 

in 2021. It takes a ‘Mathematics for All’ perspective and identifies 
six transversal mathematical skills: problem-solving, mathematical 
reasoning, mathematical communication, mathematical 

representations, mathematical connections and computational 
thinking. The development of statistical literacy and probabilistic 
reasoning, algebraic thinking, spatial reasoning, number sense and 
mental calculation are now valued throughout primary and lower 
secondary education. These skills are intended to provide young 
people with tools to deal mathematically with complex situations in 
various contexts. 

In Slovenia, the new curricula for science and 

mathematics place greater emphasis on experiential 
learning in the immediate environment, outdoor 
teaching, practical and experimental work, as well as 
the thoughtful introduction of inquiry-based learning 
from grades 1 to 3. 

https://www.boe.es/eli/es/rd/2022/03/01/157/con
https://www.boe.es/buscar/pdf/2022/BOE-A-2022-4975-consolidado.pdf
http://www.juntadeandalucia.es/boja/2023/90/3
http://www.juntadeandalucia.es/boja/2023/90/3
https://www.e-tar.lt/portal/lt/legalAct/1a764050239511edb4cae1b158f98ea5/oTJNwZGZcY
https://mzom.gov.hr/UserDocsImages/dokumenti/Engleski/wds/PRIMARY-SCHOOL-AS-A-WHOLE-DAY-SCHOOL-Experimental-program-eng.pdf
https://files.diariodarepublica.pt/2s/2021/08/161000000/0011500116.pdf
https://www.dge.mec.pt/aprendizagens-essenciais-ensino-basico
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3.6. Summary 

Since the 2020/2021 school year, the majority of 
European countries have undertaken curriculum 
revisions that aim to support the development of basic 
skills and improve achievement. While the reported 
measures are wide-ranging and often pursue multiple 
objectives, several recurring themes can be observed. 
Most commonly, education authorities aim to improve 
the curricula by clarifying attainment targets and 
making them more focused on essential skills, reducing 
curriculum content to avoid overload and supporting 
deeper learning. Other frequently cited changes refer 
to making the curriculum more inclusive and 
strengthening the support to students at risk of 
underachievement and increasing the focus on STEM 
subjects and promoting innovative teaching methods. 

Although the impact of these curriculum changes has 
not been evaluated yet due to their recent 
implementation, evaluation studies are being planned 
in some systems. Typically, such evaluations will be 
undertaken through analysis of student assessment 
results, school evaluation reports and outputs of 
research projects. Evaluation work is and will 
sometimes be done by specific institutions, such as the 
Finnish Education Evaluation Centre, or through online 
platforms for collecting feedback, for example from 
teachers, on recent curriculum changes in Türkiye. 
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Chapter 4: Assessing learning needs 
 
Every student is an individual and their learning needs 
are bound to be somewhat different from that of their 
peers. This has potentially important consequences. 
The current learning provision may satisfy the needs of 
some students but not those of others. If the learning 
needs in the classroom vary greatly and are not 
satisfactorily met for all, it means that at least some 
students do not get the most out of the learning 
process. This is likely to result in students 
underperforming and, in extreme cases, in leaving 
school early. All this highlights the importance of 
establishing what the learning needs of each student 
are, understanding why a student may be 
underperforming and proposing the best possible 
action plan for each student. Thus, assessing the 
learning needs of students is an essential goal of 
educational practice. 

It is important that assessment be systematic, 
continuous and timely. Student assessment plans that 
are comprehensive, in line with contemporary 
developments (e.g. digitalisation) and interlinked with 
other measures (e.g. curriculum changes or learning 
support measures), serve student needs better. Equally, 
if learning gaps are not identified and dealt with as 
soon as they occur, they are bound to grow over time. 
The early detection of learning gaps has multiple 
advantages. Smaller learning gaps are easier to close 
and learning alienation is less likely to occur. There are 
secondary benefits too. As the European Commission’s 
staff working document explains, ‘the feedback given 
through assessment has an important impact on the 
learner’s motivation, self-esteem and awareness of 

their own learning process – thus impacting also their 

well-being’ (European Commission, 2022a). 

Assessments in schools take a variety of forms using 
various tools. Regarding the specific purpose of student 
assessment, educational researchers distinguish 
between summative, diagnostic and formative aspects 
of assessments. The summative aspect of school 
assessments mainly concerns the evaluation of 
student learning, skill acquisition and academic 

achievement at the conclusion of a defined 
instructional period. The main examples of large-scale 
summative assessments refer to certified exams and 
national tests. Certified exams are final examinations 
that result in the award of a qualification following 
completion of a particular stage or a full course of 
education, for instance at the end of primary or lower 
secondary education. National tests are examinations 
carried out under the responsibility of top-level (usually 
national, but sometimes regional) education 
authorities. They can be used for various purposes: to 
evaluate the attainment of students, monitor schools 
or identify learning needs. 

Summative assessments have an important impact on 
students’ school careers (European Commission / 
EACEA / Eurydice, 2022a). Together with diagnostic 
tests, they play an essential role in identifying 
individual problems and learning needs, which is 
necessary for subsequently developing effective 
student support. On a broader scale, the outcome of 
these assessments provides the basis for ‘the 
placement of students, the award of qualifications, 
monitoring achievement and progress, and holding 
teachers, schools, school districts, states, and nations 
accountable for the quality of the public services they 

provide’ (James, 2010, p. 161). Furthermore, they serve 

as a valuable guide for the allocation of resources and 
decision-making regarding future school programmes 
(EACEA/Eurydice, 2009). 

While summative assessments are essential 
pedagogical tools for measuring student performance 
and designing appropriate support measures, they are 
not perfect. National tests have come under particular 
scrutiny. Proponents point out that large-scale uniform 
assessments are important for students and for 
authorities, because they enable the monitoring of 
education outcomes and allow comparability between 
schools, regions or across time. Critics, on the other 
hand, argue that too many resources are devoted to a 
large-scale yet narrow subject-range assessment. 
National tests tend to cover only a limited portion of 



 

 

 

58 Addressing underachievement in literacy, mathematics and science 

 

the curriculum, thus prioritising some courses, topics or 
skills over others (Eklöf and Nyroos 2013). Moreover, 
studies have shown that when a test is perceived as 
very important, such as in the case of final exams, 
students may experience higher levels of motivation, 
but they also experience higher levels of anxiety, which 
in turn can be detrimental to their performance. Low 
achievers seem to be especially affected by such 
anxiety. Finally, school subjects also play a role, with 
assessments on mathematics being perceived as 
relatively more stressful (Eveleigh, 2010; Eklöf and 
Nyroos, 2013). 

Diagnostic assessment tools ‘provide information 
about students’ mastery of relevant prior knowledge 
and skills within the domain as well as preconceptions 
or misconceptions about the material’ (Ketterlin-Geller 
and Yovanoff, 2009). Teachers and education 
authorities can use this information to better respond 
to students’ needs. Diagnostic assessment tests 
usually take place before instruction starts at the 
beginning of a new subject or course or when 
occasions arise where students’ level is unknown. 

Formative assessment refers to various methods 
teachers use to conduct evaluations of students 
learning needs, academic progress and comprehension 
during instruction. An example of formative 
assessment is the constant monitoring of a student’s 
participation in class or homework assignments. Even 
though the formative aspect of student assessment 
has gained much recognition in educational research 
(Black and Wiliam, 1998; Ozan and Kıncal, 2018; Muho 
and Taraj, 2022), policy reforms at the national level 
(or the equivalent top-level) are relatively more likely 
to target national exams or diagnostic assessment. As 
a result, formative assessment measures are beyond 

the scope of this chapter (105). 

The chapter is divided in four sections. The first 
focuses on whether top-level education authorities 

 
(105) Although top-level formative assessment reforms are indeed possible, formative assessment changes are relatively more likely to be decided at the 

school or local level, which are beyond the study’s scope. 

have introduced new assessment tools to capture and 
tackle underperformance in reading literacy, 

mathematics or science (Figure 4.1). Figure 4.2 

summarises how many education systems have 
adopted new national tests, diagnostic assessment 
tools or funding for such tools and how many have 
adopted other relevant assessment tools. Finally, 

Figure 4.3 provides a detailed breakdown of the new 

assessment tools per education level and education 
system. The second section casts a closer look at the 
recent (i.e. between 2020/2021 and 2024/2025) 
changes concerning diagnostic assessment. The third 
section looks at changes in national exams. The fourth 
section summarises the main findings of the analysis. 

4.1. Policy changes since 2020/2021 

Declining student performance in basic skills as 
expressed in the latest Programme for International 

Student Assessment (PISA) study (see Figure 1) has 

alerted policymakers at the national and European 
levels to the need to take action (European 
Commission, 2025d). To raise student performance, it 
is necessary to identify any learning gaps, which 
means that increased attention needs to be paid to 
student assessment. 

As shown in Chapter 1, many strategic frameworks 

adopted since 2020/2021 include measures aimed at 
strengthening assessment practices as part of broader 
agendas for improving school success. Likewise, 

support for teachers (see Chapter 6) and families (see 

Chapter 7) has been a recurring component of these 

strategies, ensuring that the assessment tools are well 
integrated into everyday teaching and learning 
environments. This section examines if and what 
changes related to student assessment have taken 
place between the school years 2020/2021 and 
2024/2025. 
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Figure 4.1: New or revised tools for assessing the learning needs of underperforming 
students (2020/2021 to 2024/2025), ISCED 1-2 

 

  

 
New or substantially revised  
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No new (or substantially revised)  
assessment tools 

  

 

Source: Eurydice. 

 
No fewer than 28 European education system reported 
that since 2020/2021 they have either introduced new 
assessment tools or revised existing ones. Put 
differently, about three quarters of the education 

systems studied here have introduced substantial 
changes in at least some of the assessment tools used 
to capture underachievement in basic skills. 

Figure 4.2: Number of education systems with new or revised tools for assessing the learning 
needs of underperforming students (2020/2021 to 2024/2025), ISCED 1-2 

 ISCED 1 ISCED 2 

 

 

New or substantially revised  
national (top-level) tests aiming to identify learning needs 

New or substantially revised  
diagnostic assessment tool(s) 

New or additional top-level funding for assessment tools whose 
disposal is at the discretion of local/school authorities 

Other 

 

Source: Eurydice. 

 

Figure 4.2 provides more detailed information. It 

displays how many education systems have introduced 
new types of assessment tools per education level. 
Thus, it allows us to see that in primary education, the 
reform has mainly targeted diagnostic assessment 
tools. In particular, 17 education systems, or nearly 

half, have a new or a substantially revised diagnostic 
tool. The second most common change are national 
tests for identifying learning needs, which have been 
introduced or revised in 12 education systems. Only 
three education systems reported other types of 
assessment tools (such as using administrative data or 
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new analysis tools), and just two indicated that there is 
additional funding for assessment tools, but the details 
are decided at the local or school level. 

In lower secondary, the ranking order of the policy 
changes is somewhat different. The first most common 
policy novelty in assessment tools is the introduction or 

revision of national tests (Figure 4.2). The adoption of 

new or revised diagnostic assessment tools comes a 
close second. Other assessment tool innovations were 
reported by four education systems, and only one 
education system indicated that there is new funding 
for making changes in the assessment tools, but it is 
up to the local or school levels to decide how exactly to 
use it. 

In sum, it would appear that education authorities have 
paid a little more attention to primary education in the 
sense that they have reported relatively more 
assessment tool changes at this level compared with 

lower secondary. Second, Figure 4.2 highlights that 

interventions in terms of diagnostic assessment are 
more likely to take place in primary schools than in 
lower secondary. Third, new or revised national tests 

have been introduced by nearly a third of the 
education systems, usually to both primary and lower 
secondary education levels. 

Overall, the data suggests that Europe is taking action 
as far as student assessment goes. It indicates that 
many education authorities have recently taken 
measures to improve their capacity in evaluating 
students’ learning needs. Furthermore, the focus on 
diagnostic assessment, especially in primary education, 
underscores the importance of identifying any learning 
challenges early in school life. 

Figure 4.3 breaks down the available Eurydice data 

even further. It illustrates the types of assessment-
related measures adopted by education systems per 
ISCED level. Consequently, it also shows whether 
education systems adopted one measure or more. 

Finally, Figure 4.3 reveals whether the policy 

interventions included the introduction of new 
assessment tools or the revision of existing ones. 

 

 

Figure 4.3: New or revised tools for assessing the learning needs of underperforming 
students per education system (2020/2021 to 2024/2025), ISCED 1-2 
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In most countries, the education authorities decided to 
introduce new assessment tools rather than revise any 
preexisting measures. Starting with the most common 
reform area, the diagnostic assessment tools, 

Figure 4.3 indicates that 12 education systems 

introduced new tools, while six revised the ones they 
already had. In the case of national tests, 10 systems 
developed new ones, while five revised existing tests. 
Finally, it is worth pointing out that nine education 

systems adopted both a new or revised national test 
and a diagnostic assessment tool, whereas 15 adopted 
one or the other. The next section looks a bit closer at 
these changes since 2020/2021, starting with the 
policy measures concerning diagnostic assessment and 
followed by those related to national exams and data 
collections. 
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4.2. Diagnostic assessment 

As shown in Figure 4.3, no fewer than 18 education 

systems took measures related to diagnostic 
assessment in primary or lower secondary schools. This 
is quite considerable given that in 2020/2021, only 13 
education systems reported having compulsory top-
level testing with the objective of identifying individual 
learning needs in mathematics, and only seven in 

science (see Figure 6.1 in European Commission / 
EACEA / Eurydice, 2022a, p. 110). It is impossible to list 

all the reforms and details here, but it is useful to 
single out a few, highlighting some of the latest 
developments while showcasing what can be a source 
of inspiration and learning for education practitioners 
and policymakers. 

Reforms in the diagnostic assessment to address 
underachievement in basic skills can be grouped in the 
following broad categories: reforms related to (1) 
policy growth, (2) methodological development and (3) 
specific target groups. The first group refers to policy 
measures where either diagnostic assessment was 
introduced for the first time or where it has been 
extended to other ages, school grades, subjects, 
regions, etc. In short, it refers to the expansion of 
diagnostic assessment. The second group refers to any 
type of methodological development, be it a new 
assessment method, a revised battery of questions or 
other new tools for conducting diagnostic assessments. 
The last group refers to reforms in diagnostic 
assessment that focus mainly, if not exclusively, to 
specific target groups, such as dyslexic students or 
students with a migrant background. It should be noted 
that these reform groupings are neither mutually 
exclusive nor exhaustive. It is possible and indeed 
plausible that a particular reform fits at least partially 
into more than one category. 

Most countries that have indicated changes in their 
diagnostic assessment framework fall under the 
category of policy growth. More specifically, Ireland, 
Greece, France, Spain, Hungary, Romania and Slovakia 
have either developed diagnostic assessment further 
or introduced a form of diagnostic assessment that did 
not exist prior to 2020/2021. 

 
(106) National exams of diagnostic assessment, Institute of Education Policy, 2024. 

(107) L’évaluation des établissements, Conseil de l’évaluation de l’école, 2024. 

In Greece, there are national diagnostic exams on reading and 

mathematics in the sixth grade of primary school and in the third 
grade of lower secondary schools. These exams serve as feedback 
regarding the achievement of the goals set in the curriculum. In turn, 

this feedback guides the development of policy interventions on 
teaching materials, learning approaches, inclusive and compensatory 
education practices and on training courses related to student 
learning difficulties. In 2024, there was an update in the diagnostic 
assessment question battery, including open-ended questions 

relating to the development of critical thinking (106). 

In France, diagnostic assessment reforms started in 2020/2021 in 

secondary education and two years later they extended to primary 
education. Diagnostic assessment is part of a much wider evaluation 
exercise. All schools are evaluated every five years and the 
evaluations are conducted in two stages, internal and external. 

During the first, the school community conducts an evaluation of its 
own actions on the following thematic areas: (a) teaching and 
student learning, (b) student well-being and school climate, (c) 
school actors and school function and (d) school’s institutional 
standing and partnerships. Student achievement in basic skills is 

addressed as part of the first thematic area (107). 

In Slovakia, the reform introduced a counselling system that 

operates on five levels linking student assessment with student 
support. Before deciding on support measures, an assessment is 
carried out at the first level in school by educational staff (e.g. a 
teacher), at the second level in school by specialist staff (e.g. a 

school psychologist), at the third and fourth levels in counselling and 
prevention centres, and at the fifth level in specialised counselling 
and prevention centres. At the first and second levels, educational or 
preliminary assessments allow for the early detection of students’ 
needs and the immediate provision of support through appropriate 
measures. At the higher levels, more comprehensive assessments 
are carried out. The reform eliminates the need for pupils to wait to 
reach a counselling centre (which could take several weeks or even 

months) before receiving support. After completing a comprehensive 
and specialised assessment, the counselling centre can propose 
additional support measures that address the specific needs of the 
student. 

The case of Hungary is a good example of a reform 
applied across multiple categories, namely policy 
growth and methodological development. The 
assessment of basic skills started in Hungary 2001. 
Initially, it focused on assessing the effectiveness of 
schools and gradually expanded to providing 
information on the individual students’ progression. 
Whereas until 2021 diagnostic assessment covered 
only reading and mathematics in some grades, now it 
covers all grades in primary and lower secondary 

https://www2.iep.edu.gr/el/thesmiko-plaisio-eedx-menu
https://www.education.gouv.fr/conseil-d-evaluation-de-l-ecole-l-evaluation-des-etablissements-340814
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education and has been extended to other subjects, 
such as foreign languages and science. In 2022, the 
assessment system was moved to a digital 

platform (108). 

Changes in the methodology, broadly defined, of 
diagnostic assessment have also been introduced in 
several education systems, namely in the Flemish 
Community of Belgium, Latvia, Hungary, Malta, 
Portugal and Sweden. The nature of methodological 
changes is quite broad, ranging from the adoption of 
digital platforms and tools (Flemish Community of 
Belgium, Hungary) and new evaluation systems (Latvia, 
Malta) or psychometric methods (Portugal) to new 
definitions of key concepts (Sweden). 

In Sweden, the assessment support in reading and writing 

development in grade 1 is getting a new structure. The ‘Simple View 
on Reading’, which is the definition of reading used by the National 
Agency of Education, will be highlighted more clearly in the 
assessment material. The new definition describes reading as the 
product of two factors, decoding and comprehension, both of which 
are necessary for the student to progress. In the school year 
2025/2026, the new assessment material will be tested in a pilot. 
Following feedback from the teachers, necessary revisions will be 

carried out before the full rollout. The new assessment system will 

become compulsory on 1 July 2026 (109). 

The last group of reforms on diagnostic assessment 

concerns policy measures where the target population 
are usually specific student groups. For instance, in 
Denmark the target group is dyslexic students. From 
2022/2023 a dyslexia risk test has been made 
compulsory for grade 1 (and preschool) pupils who 
show signs of specific reading difficulties, thus helping 
dyslexic children to get the support they need as early 
as possible. Other student groups are also likely to face 
difficulties for reasons beyond their control. For 
instance, newly arrived students with refugee status or 
migrant backgrounds may face learning difficulties, 
especially if they have no or little previous knowledge 
of the language of instruction. Several countries have 
diagnostic assessments in place exactly for such 
purposes, aiming to capture potential learning 

 
(108) National competence assessment and digital switchover in Hungary. 

(109) Review of the mandatory mapping and assessment material, 2024. 

(110) Children who do not have a sufficient command of German to follow regular classes are admitted as ‘extraordinary’ students for an initial period of 
up to 12 months. The school head may extend this status for another 12 months. 

(111) Deutschförderklassen und Deutschförderkurse, Ministry of Education, Science and Research, 2024. 

(112) Ellinomatheia programme, Centre of Educational Research and Assessment, 2025. 

(113) Loi du 14 juillet 2023 relative à l’accueil, à l’orientation, à l’intégration et à l’accompagnement scolaires des élèves nouvellement arrivés, 
Government of the Grand Duchy of Luxembourg, 2023.  

problems among students with a migrant or refugee 
background. Austria, Cyprus, Luxembourg and Iceland 
are among the countries that recently undertook 
reforms in this area. 

Austria’s ‘MIKA-D’ is a standardised measurement method for 

determining the German-language competence of pupils with 
German as a second language. By applying MIKA-D, the school 
management determines the ordinary or extraordinary status of 
these pupils and, if necessary, places them to the language support 

measures (German remedial class or remedial course) (110). Since 

April 2019, MIKA-D has been available for nationwide use and is 
now compulsory. It was evaluated in 2021 and subsequently 
adapted in 2023. MIKA-D testing takes place in the first two weeks 
of the school year, when the extraordinary students have completed 

the summer school, and during the year in German remedial 

classes (111). 

In Cyprus, the Greek language remedial learning programme 

Ellinomatheia aims to measure and evaluate the level of Greek 
language proficiency of pupils attending public primary schools who 
need language learning support. Diagnostic assessment takes place 
at the beginning and at the end of the language support programme. 
Two groups of pupils participate in the initial assessment. The first 
group are pupils in grade 1 who are already in support and who will 
continue receiving support in the following school year(s). The 
second group are pupils in grades 1 to 6 who will join the support 

programme from the next school year onwards. The final 
assessment evaluates the level of Greek language proficiency of 
children who have completed their participation in the remedial 

teaching programme (112). 

In Luxembourg, diagnostic assessment in primary education takes 

place by interviewing both the child and their family, to collect 
information about the child’s background and any previous 
educational experience. The interview also includes a series of 
structured observations, exercises and other game-like interactions 
to assess different aspects, depending on the child’s age (gross 
motor skills, fine motor skills, graphomotor skills, familiarity with the 

alphabet, mathematical skills, ability to read or write in German, 
French or English but also in the child’s mother tongue). If there is 
suspicion of learning difficulties or deficits, the child is referred to 

specialists for a professional diagnosis (113). 

https://okm.kir.hu/fit2/
https://www.skolverket.se/skolutveckling/leda-och-organisera-skolan/ge-extra-stod-till-elever/garantin-for-tidiga-stodinsatser---lasa-skriva-rakna#h-Pagaendeoversynavdeobligatoriskakartlaggningsochbedomningsmaterialen
https://www.bmbwf.gv.at/Themen/schule/schulpraxis/ba/sprabi/dfk.html
http://keea-ellinomatheia.pi.ac.cy/ellinomatheia/
https://legilux.public.lu/eli/etat/leg/loi/2023/07/14/a424/jo
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4.3. National exams and data 
collections 

National exams or equivalent top-level data collections 
are also a very important source of information for 
assessing students’ performance and learning needs. 
Such data collections typically provide high-quality 
education system-wide data that allow cross-sectional 
and/or over-time data analyses. Good data collections 
and subsequent analyses are indispensable in the fight 
against underachievement. While many European 
countries make use of international surveys such as 
the OECD PISA Survey, many have their own data 
collections in place. This section casts a look at the 
recent reforms affecting national exams and other 
forms of national data collections such as 

administrative data. According to Figure 4.3, this 

applies to 15 education systems. 

In most cases, the reform concerns policy-growth 
measures. Similar to the previous section, the term 
means reforms that either introduce the national 
exams for the first time or extend them to more 
grades or subjects. A couple of typical cases are 
presented in some detail in the text box. In general, the 
reforms have made the national exams compulsory, 
usually taking place at the end of primary school 
and/or lower secondary. The subjects covered differ 
across education systems, but virtually all of them 
cover reading, mathematics and science. 

In Croatia, national exams were introduced in 2021/2022 in 

primary schools as a new nationwide method of assessing students’ 
knowledge. National exams are standardised external assessments 
aimed at determining students’ achievements in fundamental 
knowledge and competences, including in the mother tongue 
(Croatian and national minority languages where applicable), 
mathematics and natural sciences, in key parts of the educational 
cycles (fourth and eighth grade of primary school). These exams are 
conducted by educational institutions to obtain valid, objective and 

reliable information necessary for internal monitoring and quality 
improvement of school performance. The National Centre for 
External Evaluation of Education is in charge of conducting national 
exams in cooperation with schools. The results of the exams are  

 
 

 
(114) National Centre for External Evaluation of Education, 2024. 

(115) Regulations on State Basic Education Standards and Sample Basic Education Program, Cabinet of Ministers, 2022. 

(116) Portugal’s external student assessment (Decree no. 2-A/2025, 3 March (section III). 

used for self-evaluation of schools, leading to enhancements in the 
overall quality of the education system, enabling measures to be 

taken at all educational levels – from individual schools to 

educational policy (114). 

In Latvia, the form of the exam has been changed and the content 

adapted to new requirements. Following the reform, the exam tests 
not only knowledge, understanding and skills, but also the ability to 
solve complex problems. From 2024/2025, grade 9 graduates will 

have to take an interdisciplinary national test, which will include the 
content of the social and civic, natural sciences and technology 

learning areas (115). 

In addition to policy-growth reforms, there are a few 
education systems that introduced reforms focusing 
more on the methodology of the national exams, such 
as Poland, Portugal or Switzerland. Poland’s measures 
are a response to the Russian invasion of Ukraine, 
which led a large number of refugees seeking shelter 
in Poland. Polish schools had to suddenly 
accommodate a significant number of Ukrainian 
students whose knowledge of Polish was limited or 
non-existent (European Commission / EACEA / Eurydice, 
2022c). The authorities’ efforts to integrate these 
students in the school system also led them to make 
necessary adaptations to the organisation of the 
national exams (see text box). Portugal’s and 
Switzerland’s national exams reforms were more about 
general improvement and staying up to date. For 
example, Portugal has improved the design of the 
exams, combining responses in paper and digital 
formats and making other changes enabling the 
production of data suitable for comparisons over 

time (116). 

In Poland, special measures have been introduced to allow 

Ukrainian students whose families fled to Poland to effectively 

participate in the national exams. The measures are the following: 
(1) in Polish language and mathematics, the exam sheet is specific 
for foreign students, the instructions are provided in two languages 
(Polish and Ukrainian) and the assessment rules are modified 
accordingly; (2) in the assessment of the foreign language, the exam 
sheet remains the same, but the instructions are given in both Polish 
and Ukrainian; (3) in the Polish language exam, if a student uses the 
option for additional time, they can take the exam in a separate  

 
 

https://www.ncvvo.hr/vodic-kroz-sadrzaj-i-strukturu-nacionalnih-ispita-u-cetvrtome-i-osmome-razredu-u-skolskoj-godini-2024-2025/
https://likumi.lv/ta/id/337528
https://files.diariodarepublica.pt/2s/2025/03/043000002/0000400076.pdf
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room. The student is allowed the aid of a teacher who can read out 
the exam sheet in Polish and/or Ukrainian; (4) during the exam, a 
specialist (e.g. psychologist) can be present if it is necessary to 

obtain proper contact with a student or provide them with 
psychological support; and (5) if necessary, an interpreter can 
explain the exam rules to the students just before the exams 

begin (117). 

For students who are citizens of Ukraine and who arrived in Poland 

after 24 February 2022 as a result of the war, the grade 8 exam in 

the school year 2024/2025 is conducted only in mathematics and a 

modern foreign language (118). 

Last but not least, it is worth singling out the case of 
the Netherlands, because it is one of the countries 
using administrative data to monitor student cohort 

performance progress (119). In particular, the reform 

refers to additional funding made available in 
2022/2023 for the development of the National Cohort 
Study on Education. The study provides two different 
types of reports: the regular reports and learning 
growth reports. The regular reports are prepared for all 
secondary schools in the country, relying on freely 
available secondary data from the Dutch Central 
Statistical Office and the Education Executive Agency. 
The learning growth reports present evidence on the 
student cohort’s learning development and combine 
secondary data with primary data provided from the 
school. To get access to this data, school boards must 

register in advance (120). It is worth noting that schools 

remain the owners of the student data. 

4.4. Summary 

This chapter looked at an essential aspect in the fight 
against underachievement in basic skills, namely 
student performance assessment. It was argued that 
effective assessment is necessary to address 
underperformance and provide support when and 
where it is needed. 

 
(117) Regulation of the Minister of Education and Science of March 21, 2022 on the organization of education, upbringing and care of children and youth 

who are citizens of Ukraine, Journal of Laws, 2023. 

(118) Law of 12 March 2022 Assistance to Citizens of Ukraine in Connection with the Armed Conflict on the Territory of Ukraine, Journal of Laws, 2024.  

(119) There are plans to introduce a mandatory student monitoring system with standardised tests in lower secondary education, but at the time of writing 
no such measures have been adopted. 

(120) National Cohort Study on Education reports. 

The Eurydice data collection focused mainly on post-
2020 reforms in diagnostic assessment practices and 
in national exams. We found that 28 European 
education systems introduced new assessment tools or 
revised existing ones. The number of reforms was 
fairly stable across education levels, with one 
important exception. Significantly more education 
systems recently undertook reforms in the diagnostic 
assessment tools in primary education, compared with 
lower secondary. Thus, 17 education systems made 
changes in their diagnostic assessment tools in 
primary education, as opposed to 11 in lower 
secondary. Regarding reforms in the national exams, 
we found that 12 education systems made changes in 
primary education and 13 in lower secondary. The 
results indicate that diagnostic assessment in 
European education systems is now significantly more 
common than it was a few years ago (see European 

Commission / EACEA / Eurydice, 2022a, p. 110). The 

spread of national exams is relatively more modest, 
but still noticeable. More national test means, on the 
one hand, more comparable and reliable data but, on 
the other, also probably means more pressure and 
stress for students. 

Naturally, reforms in Europe have been diverse, but it 
is possible to classify them in three broad categories: 
policy growth, methodological development and those 
targeting specific student populations. Most reforms 
belong to the first category, which means that the 
adopted measures, especially those related to 
diagnostic assessment, aimed at establishing or 
consolidating diagnostic assessment and/or national 
exams. The adoption of new concepts and definitions is 
an example of a methodological reform, while adapting 
national exams and diagnostic assessment to capture 
the learning needs of students with a migrant 
background is an example of group-specific reform. 

 

https://isap.sejm.gov.pl/isap.nsf/DocDetails.xsp?id=WDU20230002094
https://isap.sejm.gov.pl/isap.nsf/DocDetails.xsp?id=WDU20230002094
https://isap.sejm.gov.pl/isap.nsf/DocDetails.xsp?id=WDU20240000167
https://www.nationaalcohortonderzoek.nl/rapportages#:%7E:text=De%20gegevens%20die%20door%20het,de%20richting%20van%20het%20onderwijsbeleid.
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Chapter 5: Reinforcing learning support 
 
As soon as education practitioners have the results of 
the formative, summative or diagnostic assessments in 
hand, they can start preparing to help the students 
who need support in literacy, mathematics or science. 
Similarly, thanks to student assessment data, often 
deriving from national or international exams or 
surveys, education authorities can plan which 
educational resources need to be strengthened, along 
with when and where. 

Following Chapter 4 on student assessment, Chapter 5 

looks at top-level student support measures. It focuses 
on direct support measures that are distinct from 
measures targeting teachers’ professional 

development and instructional capacity (see Chapter 6) 

or from overarching strategic planning at the system 

level (see Chapter 1). Given that learning support 

encompasses a wide range of possible interventions 
and tools, and that an exhaustive treatment is not 
possible here, the chapter focuses on a selection of 

potentially impactful policy measures. Chapter 5 

explores whether between 2020/2021 and 2024/2025 
national education authorities (1) have adopted a new 
learning support policy framework, (2) made new 
funding available for learning support measures, and 
(3) adopted one-to-one or small group tutoring. 

Personalised tutoring has been extensively studied as a 
means of supporting students who underachieve in 
basic skills. According to a meta-analysis (Nickow, 
Oreopoulos and Quan, 2020), personalised tutoring 
significantly improves literacy and numeracy 
outcomes, particularly for young learners in primary 
education, where foundational skills are established. 
Early intervention through tutoring is crucial, as it can 
prevent learning gaps from widening while students 
progress through school (Dietrichson et al., 2017a). The 
most important aspect of a tutoring arrangement is 
tailoring the educational support to the individual 
needs of the student. In other words, it is not so much 
the student that needs to adapt to the exigencies of 
the instructor, but the instructor who must adapt to the 

specific learning needs and pace of each student. As a 
result, it is a relatively expensive support measure (in 
terms of teaching resources per student), but also one 
of the more effective. 

Various models of tutorials exist. They range from 
strictly individual arrangements to small group 
teaching, from volunteer-led (parents, university 
students, etc.) programmes to professionally 
administered school initiatives. The latter approach, i.e. 
in-school tutorials provided by specially trained 
professionals during the school day, appears to be the 
relatively more effective approach (Nickow, Oreopoulos 
and Quan, 2020; European Commission / EACEA / 
Eurydice, 2022a). It is worth mentioning that while in-

person tutoring seems to be the norm, online tutoring – 

already widely used during the COVID-19 pandemic – 

also seems to be effective (Carlana and La Ferrara, 
2021; Gortazar, Hupkau and Roldán-Monés, 2024). 

In addition to the provision of one-to-one or small 
group teaching, the Eurydice Survey asked if national 
authorities also intensified their student support 
efforts in other ways. First, it asked whether top-level 
authorities made money available for learning support. 
Whereas in some countries the education system is 
more centralised, in others (e.g. the Netherlands) it is 
more decentralised. Thus, it is possible that national 
authorities pay schools to boost their efforts on 
learning support, without directly prescribing them to 
do so. Second, educational authorities do not only 
design or invest in individual measures. They also 
provide an overall regulatory framework within which 
the different measures are managed and coordinated. 
Thus, it is possible that the national education 
authorities have devised a new policy framework on 
learning support. This would suggest increased 
attention to the problem of underachievement in basic 
skills and is another important aspect of the current 
chapter. 

Chapter 5 is structured as follows. Section 5.1 

summarises whether European countries have adopted 
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any new measures in basic skills learning support. 

Figure 5.1 reveals which countries have done so, while 

Figure 5.2 breaks down, per education level, how many 

countries have adopted a new policy framework, 
personal or small group tutoring during and outside the 
school day or how many have made additional funding 

available. Figure 5.3. provides a more detailed overview 

of the adopted measures per education system. 

Sections 5.2 and 5.3 present the findings on personal / 
small group tutoring and on the new national policy 
framework, respectively, in some detail. Case studies in 
shaded text boxes showcase the different types and 
cases of learning support in real-life situations. Thus, 
they help the reader to go beyond abstractions, but can 
also serve as an inspiration source to practitioners and 
policymakers. 

5.1. Policy changes since 2020/2021 

Figure 5.1 shows that the great majority of European 

education systems adopted new policy measures in the 
years 2020/2021-2024/2025 to strengthen learning 
support for reading, mathematics or science. 
Specifically, 27 education systems reported new 
learning support measures in primary and/or secondary 
education while only 10 did not. At the same time, 
most education systems in this latter group have had 
learning support measures in place since before 

2020/2021 (121) (European Commission / EACEA / 

Eurydice, 2022a). 

Figure 5.1: New or revised measures reinforcing learning support in basic skills (2020/2021 
to 2024/2025), ISCED 1-2 

 

  

 New or revised support measures 

 No new support measures 

  

 

Source: Eurydice. 

Country-specific notes 
Cyprus and Montenegro: new support measures only in ISCED 1. 
Greece: new support measures only in ISCED 2. 

 

Figure 5.2 illustrates how many education systems 

adopted each of the support measures investigated 
here and also looks at differences across education 
levels. Starting from the latter, we notice that there are 
hardly any differences between primary and lower 

 
(121) The exceptions are the German-speaking Community of Belgium and Albania, see Figure 6.2 on p. 113 and Figure 6.3A on p. 164 (European 

Commission / EACEA / Eurydice, 2022a). 

secondary education. In most countries, the policy 
change concerns the introduction of a new policy 
framework, followed by increased financial investment 

for learning support and personal / small group 

tutoring during the school day. In fact, the differences 
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in the population of the last two categories is marginal 
and they vary only slightly between education levels. 
Thus, in primary education there are 12 education 

systems introducing personal / small group tutoring 

during the school day and 10 that provide additional 
funding for learning support. In lower secondary, the 
numbers for the same categories are 10 and 10, 
respectively. 

Figure 5.2: Number of education systems with new or revised measures reinforcing learning 
support in basic skills (2020/2021 to 2024/2025), ISCED 1-2 

 ISCED 1 ISCED 2 
 

 

New national (regional) learning support policy framework 

One-to-one or small group tutoring during the formal school day 

One-to-one or small group tutoring outside the formal school day  
(e.g. before/after class or during holidays) 

Additional national (regional) funding whose disposal is at the 
discretion of local or school authorities 

Other  

 

Source: Eurydice. 

 

Looking at Figure 5.2, about half of the education 

systems adopted one-to-one or small group tutoring in 
2020/2021 or later. In primary education, in 12 
education systems the new measures concerned 
tutoring during the school day and in eight outside the 
school day (i.e. after classes or during school holidays). 
In lower secondary schools, the offers of new 

personal / small group tutoring are evenly divided 

between providing them during the school day and 

outside the school day. However, Figure 5.2 does not 

show if it is the same education systems that 
introduced small group teaching during the school day 
and outside the school day or if they are different. This 

information is depicted in Figure 5.3. 
 

Figure 5.3: New or revised measures reinforcing learning support in basic skills per education 
system (2020/2021 to 2024/2025), ISCED 1-2 

 

 

A new national/regional (top-level) learning support framework 

One-to-one or small group tutoring during the formal school day 

One-to-one or small group tutoring outside the formal school day 
(before or after classes or during holidays) 

Additional top-level funding for reinforcing learning support in basic 
skills whose disposal is at the discretion of local/school authorities 

Other support measures (e.g. individualised education plans) 

 

 

Left 
ISCED 1  

Right 
ISCED 2 

Source: Eurydice. 
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As Figure 5.3 illustrates, 17 education systems (slightly 

less than half) introduced small group or personal 
tutoring in primary or lower secondary education. If we 
look at each measure separately, the following picture 
emerges: 

• tutoring during the school day only: seven 
education systems (two of which only in 
primary education); 

• tutoring outside the school day only: four 
education systems (and one only in lower 
secondary); 

• tutoring during and outside the school day: six 
education systems (one of which only in lower 
secondary and one only in primary for tutoring 
during the school day). 

Seventeen education systems introducing personal or 
small group tutoring is not far off from the ceiling of 

18 shown in Figure 5.2. However, a closer look at the 

data is necessary. Whereas almost half of education 
systems recently introduced tutoring to address 
underachievement in basic skills in either primary or 
lower secondary schools, only a handful did so in both. 
Furthermore, only a third of the total number of 
education systems introduced tutoring in primary 
education and only about a quarter in lower secondary. 

Nevertheless, we should not ignore the fact that 10 
systems made additional funding available to schools 
for strengthening learning support, while leaving it to 

them to decide how exactly to do it (Figures 5.2 and 

5.3). Thus, it is possible that more schools have 
recently decided to introduce personal or small group 
tutoring, which would have an impact on the final 
number of education systems with such measures in 
place. 

Figure 5.3 contains one more interesting piece of 

information. The great majority of countries did not 
report just one measure to strengthen learning support, 
but at least two. Hence, while 10 education systems 
reported one recently adopted measure, 10 reported 
two and seven reported three or more. The following 
sections look a bit closer at the content of the different 
support measures, starting with the most frequently 
reported: one-to-one or small group teaching. Details 

 
(122) Policy frameworks on learning support were also analysed in the Eurydice report Increasing achievement and motivation in mathematics and science 

learning in schools (European Commission / EACEA / Eurydice, 2022a), Chapter 6. 

on how tutoring initiatives are aligned with teacher 
training strategies and classroom practice can be 

found in Chapter 6. In addition, Chapter 7 highlights 

how family involvement is integrated in several of the 
national programmes referred to below. 

5.2. New policy frameworks 

The second most populous category of new learning 
support measures since 2020/2021 relate to policy 

framework development. As indicated in Figure 5.2, 16 

education authorities reported that they had made 
changes to their policy framework, that they revised it 
or that they developed a new one. But what exactly 
does ‘policy framework’ mean? As (Lakhno, 2023) 
demonstrates, the term is widely used yet remains 
nebulous and ill-defined, meaning different things to 
different people. The definition she proposes, which is 
also adopted here, is rather general: ‘Policy 
frameworks are general structures, often encapsulated 
in documents or established practices, that provide 
institutions a guiding architecture for policy action 
across one or multiple policy areas’ (Lakhno, 2023, 

p. 103) (122). 

Our qualitative analysis revealed that the ‘guiding 
architecture’ differs from one education system to the 
next, reflecting the diversity of the different new 

institutions, strategies (see Chapter 1), action plans, 

programmes or other policy initiatives dealing with 
underachievement. Hence, the current section provides 
an overview of a selection of interesting policy 
framework changes. 

Luxembourg adopted new legislation aiming to strengthen the 

coherence of the support provided to students with specific 

educational needs (SEN) in primary and secondary education. The 
new legislation introduces support teams for SEN students at the 
high school level. It restructures inclusive education to simplify 
collaboration among the various stakeholders and create synergies 
between the support and assistance systems within the school 
system. At the primary education level, this text introduces the new 
position of assistant for students with specific educational needs, 
who will support specialised teachers for children with specific needs 

in their daily activities. Furthermore, the responsibilities of the 
different stakeholders, student support measures and 
implementation timeline are now more clearly defined. 
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In addition, Luxembourg created a new public administration called 
‘National Service for Inclusive Education’, whose main mission is to 
promote inclusive education by ensuring the development of the 
system and networking among the various stakeholders involved in 

the support of students (123). 

Czechia, Spain, Luxembourg, Poland, Romania, 
Slovenia, Finland and Montenegro are just some of the 
countries that adopted a new policy framework for 
strengthening learning support for students. Czechia, 
for example, has developed a new guiding framework 
for language learning for students whose first 
language is not Czech (see also Chapter1, Section 1.2). 
The policy framework describes, among other things, 
the target groups, organisation, financing, time 
framework, content of the language support and 
assessment, as well as the role of regional and local 
authorities (see also Chapter 6) (124). Spain’s new 
framework encompasses two programmes (Territorial 
Cooperation Programme for Strengthening 
Mathematical Competence and Territorial Cooperation 
Programme for Strengthening Reading Competence) 
with three new policy actions aiming, first, to attend to 
the students’ learning needs in a more personalised 
way and, second, narrow the gender gap in mathema-
tics and reading literacy. The actions are the following: 
(1) create small group teaching, (2) support students 
with learning difficulties and (3) offer reduced working 
hours to mathematical competence plan coordinators 
and reading plan coordinators in schools (125). 

Finland plans to overhaul its support system at all school education 

levels, due to declining student performance in basic skills and the 

growing number of students in its learning support schemes. In 
particular, the reform (planned to enter into force in August 2025) 
aims to: 

1) clarify and unify the forms of support, so that the support 
measures are nationally uniform and to ensure sufficient 
resources; 

2) ensure that pupils have equal opportunities to receive support, 
as individuals or as members of a particular group; 

3) reduce the administrative work of the teaching staff by cutting 
the number of documents needed in support evaluation, 
decision-making and planning. 

The government plans to support education providers with 

EUR 100 million annually (126). 

 
(123) Law of 30 June 2023, Official Journal of the Grand Duchy of Luxembourg, 2023. 

(124) Methodological material for the provision of free language training in preschool and primary education, Czech Ministry of Education 2025. 

(125) Territorial Cooperation Programme for Strengthening Mathematical Competence and Territorial Cooperation Programme for Strengthening Reading 
Competence, 2024. 

(126) Government proposal to Parliament for an act amending the Basic Education Act, 2024. 

5.3. Personal or small group tutoring 

The qualitative data analysis shows that the heading 
‘tutoring’ includes a wide range of new learning 
support programmes and measures. They range from 
more typical small group classes (e.g. Cyprus, Slovakia, 
Slovenia) to larger summer schools (Flemish 
Community of Belgium and Austria) and from tutoring 
only during official school hours (French-speaking 
Community of Belgium, Cyprus, Lithuania, Luxembourg, 
Portugal and Montenegro) to tutoring only outside 
school hours (e.g. Bulgaria, Greece and Sweden). Newly 
introduced tutoring outside school hours usually means 
after the normal school day, but it can also mean 
during the school holidays, especially the summer 
holidays, as is the case in Flanders (Belgium), Austria 
and Sweden. The underlying rationale is that tutoring 
outside school hours does not disrupt regular 
schooling. Furthermore, school holidays offer free time 
which underachieving students can use to catch up. 
Nevertheless, as already mentioned in the introduction, 
empirical studies favour tutoring during school hours, 
as a relatively more effective method. 

While one-to-one and small group tutoring are 
expected to help students improve their performance, 
sometimes they are also tied to broader objectives, 
such as preventing early school leaving (e.g. Spain) or 
reducing regional inequalities (e.g. Italy). In any case, 
all measures have in common the explicit or implicit 
goal of creating an inclusive learning environment in 
line with inclusive pedagogy goals and methods (see 

also Chapter 6). The aspiration is that no student shall 

be left behind, thus reducing the risk of educational 
alienation and of dropping out of school. Hence, in 
Europe one can find measures in the form of language 
support for children with migrant backgrounds, as in 
the case of Austria, Bulgaria, Cyprus or Slovenia, or the 
provision of psycho-pedagogical support when and 
where needed, as in Cyprus, Portugal and other 
countries. In many cases, these approaches are 
implemented in collaboration with families and local 

communities (see also Chapter 7 for policies supporting 

parental involvement in tutoring). 

https://legilux.public.lu/eli/etat/leg/loi/2023/06/30/a401/jo
https://msmt.gov.cz/vzdelavani/zakladni-vzdelavani/metodicky-material-msmt-k-poskytovani-bezplatne-jazykove
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18088
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2024-18087
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2024-18087
https://www.eduskunta.fi/FI/vaski/HallituksenEsitys/Sivut/HE_114+2024.aspx#SisaltoKuvaus
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The idiosyncratic nature of the different measures 
reported is ideal for presenting them as case studies 
rather than simply trying to group them together. 
Hence, this section includes as many country examples 
as possible. Without being exhaustive, the current 
selection aims to highlight the diversity of the different 
measures, showcasing at least one example of every 
type of measure. The country examples start with 
Spain, which is perhaps more typical in the sense of 
promoting one-to-one tutoring, followed by country 
examples from France, Portugal, Austria and Slovenia. 

In Spain, the ‘Programme for Orientation, Progress, and Educational 

Enrichment’ includes, among other elements, a one-to-one tutoring 
plan to provide specialised attention to students with specific 
educational support needs. It is part of a broader national initiative 
targeting schools with high concentrations of socioeconomically 

vulnerable students (see Chapter 1). The programme was developed 

in the context of meeting the European Education Area targets for 

2030 (127). The programme responds to the need to improve 

educational success and to guarantee the retention of students in 

publicly funded schools with a high concentration of vulnerable (in 
terms of socioeconomic background) students. The governing 
framework is a national regulation. Its implementation is left to each 
autonomous community, which receives funding for this purpose and 
is also responsible for developing further regulations, always on the 

basis of the national regulation (128). 

As shown in Figure 5.3, several countries have recently 

adopted new measures offering small group teaching 
to address underachievement. Usually, the measures 
apply to all three basic skills, but tutoring on literacy 
tends to be more common than on mathematics and 
science, while tutoring on mathematics tends to be 
more common than on science subjects. As a result, 
the education authorities were relatively more likely to 
provide qualitative data on literacy measures, some of 
which are presented below. 

In France, small group tutoring takes the form of homework aid. 

The programme Devoirs faits (translating as ‘homework is done’) is 
implemented in secondary schools. Lower secondary school students 
benefit from a dedicated time period during which they can find the 
help they need to complete all or part of their homework. Even 
though it is not a remedial course, Devoirs faits provides the  

 

 
(127) See the Strategic Framework of the European Education Area for more on the targets. 

(128) Resolution on the Agreement of the Sectoral Education Conference of 30 July 2024, Secretary of State for Education, 2024. 

(129) Devoirs faits, French Ministry of Education, 2025. 

(130) Resolution of the Council of Ministers no. 140/2024, Presidency of the Council of Ministers, 2024. 

(131) Provision of tutoring and targeted learning. 

(132) A catalogue of the different support measures in Slovakia can be found here. 

opportunity to explain again to the students what they learned in 
class, so that they can complete their homework. This particular 
support also helps students organise their personal work and how to 

develop their autonomy. In grade 6, the support programme is 
mandatory for all students and takes place during the school day. In 
grades 7, 8 and 9, the support programme is optional and takes 
place after the end of the school day. On average, a secondary 

school student receives 2.5 hours per week of homework 

support (129). 

Tutoring on literacy is normally available to all 
students who are likely to need it, but in some 
countries it also targets specific groups of students. 
Thus, in Bulgaria, Cyprus and Slovenia, the focus is 
particularly on students with a migrant background, 
even though the tutoring is not necessarily limited to 
them. 

In Portugal, the ‘Multidisciplinary Support Teams for Inclusive 

Education’ are a specific organisational resource with a recognised 
role in supporting learning and inclusion. The diversity of 
professionals that work in the team allows a holistic intervention 

involving tutoring sessions in teams composed by teachers and other 
specialised staff, such as psychologists, speech language therapists, 
mediators or special education needs staff. This measure aims to 
extend specific tutorial support to preventive psycho-pedagogical 
tutoring for learners who have not yet repeated a grade but may be 
exhibiting learning difficulties. The goal is to develop learners’ 
metacognition, self-regulation and social and emotional skills. These 
tutorials, starting already in primary education, follow the logic of 

early intervention to prevent school failure and grade repetition. 
They are organised by teachers or other specialised staff, based on 

the hourly credit of specific tutorial support (130). 

In Cyprus, Greek-language tutoring is for groups of no 
more than five students. Similarly, in Slovakia, tutoring 
outside of school hours is provided either individually 

or to groups of two to five students (131), while tutoring 

during the school day takes the form of help by 
teaching assistants and of ‘enhanced language 

education’ (132). In Slovenia, the number of Slovenian-

language hours taught to small groups of students 
whose mother tongue is another language depends on 
the number of such students in the school. The higher 
the number, the more language support hours are 
offered. The goal of this measure is not only to 

https://education.ec.europa.eu/about-eea/strategic-framework
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18092
https://www.education.gouv.fr/devoirs-faits-un-temps-d-etude-accompagnee-pour-realiser-les-devoirs-7337
https://diariodarepublica.pt/dr/detalhe/resolucao-conselho-ministros/140-2024-891337590
https://podporneopatrenia.minedu.sk/zabezpecenie-doucovania-alebo-cieleneho-ucenia-na-dosiahnutie-najvyssieho-individualneho-kognitivneho-potencialu-dietata-alebo-ziaka/
https://podporneopatrenia.minedu.sk/zabezpecenie-poskytovania-kurzu-vyucovacieho-jazyka-skoly-alebo-inej-podpory-pri-osvojovani-si-vyucovacieho-jazyka-skoly/
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improve or prevent underperformance among students 
with migrant backgrounds, but also to enhance the 
feeling of acceptance and belonging, thus contributing 

towards the development of an inclusive society (133). 

In Austria, ‘Summer school’ is a two-week program for the 

individualised and targeted support of students. It enables the 
consolidation of the teaching language, so that students can better 

follow the lessons in German (reading), maths and science (the latter 
for primary school pupils) in the following school year. Summer 
school is primarily for ‘extraordinary’ students from primary and 
lower secondary schools, i.e. students with a deficiency in the 
German language, and for other students needing to catch-up in 
German. In any case, the recommendation of the school 
management or the responsible teacher is decisive for attending the 
summer school. Pupils are taught by pedagogues and teacher 

trainees. Participation in the summer school is voluntary. After 
registration, the participation becomes obligatory for the entire 

period (134). 

The Flemish Community of Belgium and Austria both 
provide small group teaching in the context of a 

summer school during the school holidays (135). The aim 

of the summer school is to help students address any 
learning delays or deficiencies by providing learning 
support outside the regular school period. In both 
education systems, the summer school takes place in 
the last two weeks before the beginning of the new 
school year. In the case of the Flemish Community of 
Belgium, the 10 days can become 20 if the summer 

school is offered in half days (136). A large-scale survey 

commissioned by the Flemish government was 
conducted in 2023. It found out that compared with 
when the programme started (2020), the summer 
schools are now a widespread phenomenon, with more 

than 12 000 students thus far having attended. 

 
(133) Curriculum for Slovenian language lessons for immigrant students. 

(134) Sommerschule 2025. 

(135) The Flemish measure is reported in Figure 5.3 as ‘additional funding’ rather than ‘tutoring’, because of the decentralised nature of the education 
system The Flemish education authorities make funding available for the setting up and running of a summer school, but it is not necessary that all 
schools participate in the programme and, furthermore, sometimes the summer school is not offered by a school. 

(136) Summer schools in Flanders, 2025. 

(137) Rules on the Norms and Standards for Performing the Programme of Basic School. 

 

In Slovenia, Roma teaching assistants have been employed in 

primary schools since the 2021/2022 school year. They work in 
schools where the number of Roma children is sufficient and in 
accordance with certain criteria. The key tasks of the assistants 
include assisting students in overcoming emotional and language 
barriers, establishing, maintaining and facilitating contact between 
parents and school professionals, helping in the integration of Roma 
students, working with school professionals in designing and 

implementing measures to improve the success of Roma students, 
organising activities for students and their parents in the 
communities where they live and, finally, promoting the value of 

education among the members of the Roma community (137). This 

support not only addresses learning needs but also fosters a sense 
of belonging among Roma students and their families. (The 
recruitment, training and evolving policy role of Roma teaching 

assistants are further discussed in Chapter 6.) Drawing on a survey 

and quantitative research methods, Slovenian authorities analysed 
the effectiveness of the programme and concluded that it is 
necessary to (a) change the Roma student population criteria for the 

placement of a Roma teaching assistant, (b) improve the assistants’ 
long-term employment prospects, (c) clearly define their tasks, (d) 
adjust their job classification, and (e) offer CPD before and during 
employment. 

https://centerslo.si/za-otroke/ucni-nacrti/ucni-nacrti-za-slovenscino-kot-drugi-tuji-jezik/ucni-nacrt-za-zacetni-pouk-slovenscine-za-ucence-priseljence/
https://www.bmbwf.gv.at/Themen/schule/zrp/sommerschule.html
https://www.vlaanderen.be/onderwijs-en-vorming/zomerscholen
https://www.uradni-list.si/glasilo-uradni-list-rs/vsebina/2021-01-1062/pravilnik-o-spremembah-in-dopolnitvah-pravilnika-o-normativih-in-standardih-za-izvajanje-programa-osnovne-sole
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5.4. Additional funding at the discretion 
of schools 

Denmark is one of the countries where school 
autonomy applies. The country’s education authorities 
provided more money and guidelines to help students 
in improving their performance in reading literacy or 
mathematics, but it is up to school heads to tailor the 
support to the school’s circumstances. In addition, 
Denmark recently adopted the ‘message book’, which is 
a tool designed to support students’ development, both 
academic and personal, through an ongoing dialogue 
between the student, parents and school. The idea is 
that this communication channel should be meaningful 

yet non-bureaucratic (138). 

As already mentioned in Chapters 1 and 2, Germany’s 

Startchancen programme comes with money for 

learning support. More specifically, 30 % of the funds 

are earmarked for needs-based school development 
and teaching improvement measures, including 
additional learning support in German and 
mathematics. This allows Startchancen schools to 
implement solutions that are tailored to the specific 

challenges they face (139). In Austria, 100 primary and 

secondary schools that need support staff to help 
underachieving students have been singled out by the 
Federal Institute for Quality Assurance and the 

University of Vienna to receive more money (140). 

In the Netherlands, through the ‘Masterplan for basic 
skills’, the national authorities have made additional 
resources available. Schools can apply for grants that 
will help them improve low-achieving students’ basic 
skills. 

Finally, Norwegian top-level authorities made a grant 
available to the municipalities with the aim of 
increasing students’ reading skills. The grant is meant 
to be used for the purchase of printed books and in 

support of school libraries (141). 

 
(138) The ‘message book’. 

(139) Federal Government-Länder agreement on the implementation of the Startchancen programme for the period 2024 – 2034, 2024. 

(140) 100 Schools – 1 000 Opportunities. 

(141) 300 million for school books, Government of Norway, 2024. 

5.5. Summary 

This chapter focused on the learning support measured 
adopted by top-level education authorities in Europe 
since 2020/2021 to help underachieving students in 
reading literacy, mathematics and/or science. The 
analysis revealed that 27 out of 37 education systems 
took relevant measures, which in most cases apply for 
both primary and lower secondary education. Amongst 
the most common measures are a new policy 
framework and small group tutoring. The latter can be 
offered during the school day or outside of it (usually 
in the afternoon or during school holidays). 

The research literature suggests that personalised 
learning can play an important role in tackling 
underachievement, especially if it takes place during 
school hours. Therefore, the finding that some 
education systems recently adopted small group 
tutoring during the school day is encouraging, but only 
nine did so in both primary and lower secondary 
schools. Likewise, only eight education systems 
adopted small group teaching outside the school hours 
in both education levels. These numbers refer only to 
centralised education systems. Some of the more 
decentralised education systems, such as the German, 
Dutch or Swedish systems, provide funding for small 
group teaching, but it is up to schools to decide how 
exactly to use the funding. Hence, the total number of 
measures related to small group teaching is slightly 
higher. Often the measures tackle literacy problems 
amongst students with migrant backgrounds, but in 
general the language support programmes are open to 
all students facing difficulties. 

The chapter also cast a closer look at a selection of 
new policy frameworks and other measures. Overall, 
the qualitative analysis showed that a wide range of 
measures has been recently deployed to deal with 
underachievement. Such measures range from small 
group teaching and help with homework to the 
development of new methodological guidelines and the 
recruitment of more teachers. This richness suggests 
that authorities have a great number of instruments 
they can use in their fight against student 
underachievement. 

 

https://www.uvm.dk/folkeskolen/test-evaluering-og-skoleudvikling/meddelelsesbog
https://www.bmftr.bund.de/SharedDocs/Downloads/DE/2024/blv-startchancen.html
https://www.bmbwf.gv.at/Themen/schule/zrp/100schulen_1000chancen.html
https://www.regjeringen.no/no/aktuelt/300-millioner-til-trykte-lareboker-i-skolen/id3038275/
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Chapter 6: Supporting teachers to improve 
basic skills 

Effective education systems depend on well-supported 
teachers who enable students to develop basic skills in 

literacy, mathematics and science – competences 

essential for personal fulfilment, academic progression 
and professional success. Teachers are not only 
facilitators of knowledge but also key agents of 
change, shaping learning environments and influencing 
the development of lifelong skills (Darling-Hammond 
et al., 2017; OECD, 2023a). 

Research consistently suggests that teacher quality is 
among the most significant factors affecting student 
achievement, surpassing even socioeconomic 
background in its impact (Blömeke, Olsen and Suhl, 
2016; European Commission, 2022b; OECD, 2023a). At 
the global level, the UNESCO 2024 Global report on 
teachers highlights the urgent need to address teacher 
shortages and transform the profession through 
enhanced career pathways, attractive working 
conditions and sustained investment in professional 
development (UNESCO, 2024). These priorities align 
closely with EU initiatives and underscore the systemic 
nature of teacher support in improving educational 
equity and student outcomes. 

The Council conclusions on European teachers and 

trainers for the future (142) reaffirm teachers’ pivotal 

role in education and call for systemic measures to 
strengthen their competences. In particular, they 
advocate for greater participation in continuing 
professional development (CPD) and urge education 
and training institutions to offer high-impact, research-
informed CPD through collaboration, peer learning, 
mentoring and networking. These goals are supported 
by evidence indicating that sustained, collaborative 

CPD models – including professional learning 

communities – contribute to enhanced teacher self-

 
(142) Council of the European Union, 2020. Council conclusions on European teachers and trainers for the future (2020/C 193/04), OJ C 193, 9.6.2020, 

pp. 11–19. 

(143) Council Recommendation of 28 November 2022 on pathways to school success and replacing the Council Recommendation of 28 June 2011 on 
policies to reduce early school leaving, 2022/C 469/01, (OJ C 469, 9.12.2022). 

efficacy, instructional quality and student achievement 
(Borko, 2004; Weißenrieder et al., 2015; Blömeke and 
Kaiser, 2017). 

Complementing these efforts, the Council 

recommendation on pathways to school success (143) 

emphasises the role of teachers in preventing 
underachievement and fostering inclusive, learner-
centred education. It recommends targeted support to 
strengthen teacher competences through high-quality 
professional development, early identification of 
learning needs and inclusive pedagogical approaches. 
However, despite these policy commitments, a 
significant number of students continue to fall below 
minimum proficiency levels, particularly in literacy, 

mathematics and science – a concern underscored by 

recent PISA results and the Education and Training 
Monitor (European Commission, 2022b; OECD, 2023b). 

The Eurydice report Teachers in Europe: careers, 
development and well-being underscores that 

comprehensive teacher support – including CPD, 

mentoring, guidance and access to innovative teaching 

resources – is essential for improving student 

outcomes and reducing educational disparities 
(European Commission / EACEA / Eurydice, 2021). 
Similar findings were reported in TALIS 2018, which 
highlighted that teachers who regularly engage in 
professional learning are more likely to apply effective 
strategies such as formative assessment and 
differentiated instruction (OECD, 2021b). Moreover, 
empirical research shows that investment in teacher 
training contributes to reducing achievement gaps over 
time (Jackson, Rockoff and Staiger, 2014; Papay and 
Kraft, 2015). 
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CPD programmes enable teachers to implement 

evidence-based approaches – including learner-centred 

methods, formative assessment and adaptive 

instruction – to address the varied needs within their 

classrooms. These skills are critical to creating 
environments in which all students can succeed (OECD, 
2023a; UNESCO, 2024). A meta-analysis of academic 
interventions in European primary education confirms 

that structured literacy programmes – often delivered 

by trained teachers – significantly improve reading 

comprehension among low-performing students 
(Dietrichson et al., 2017b). 

There is a strong link between strengthening basic 
skills and fostering inclusive education. Inclusive 

education aims to ensure that all learners – 

irrespective of socioeconomic status, language 

background or learning needs – receive high-quality, 

tailored support (UNESCO, 2017). Research suggests 
that inclusive practices, such as co-teaching, 
differentiated instruction and culturally responsive 
pedagogy, can reduce underachievement and promote 
engagement (Florian and Black-Hawkins, 2011; 
UNESCO, 2018). Professional collaboration among 
teachers also contributes to improved instructional 
quality and student learning (Vescio, Ross and Adams, 
2008). These findings reinforce the value of 
differentiated instruction when implemented in 
supportive school contexts (Ziernwald, Hillmayr and 
Holzberger, 2022; Letzel-Alt and Pozas, 2023). 

The Commission staff working document 
accompanying the proposal for a Council 
recommendation on pathways to school success 
outlines key strategies to help teachers address 
underachievement (European Commission, 2022a). It 
highlights the importance of collaborative approaches 
involving teachers, support staff and specialists in 
creating inclusive learning environments. These 
directions are underpinned by research showing that 
school-based professional learning communities 
enhance teaching practices and student outcomes 
(Goddard, Goddard and Tschannen-Moran, 2007; 
Vescio, Ross and Adams, 2008). 

In addition, the strategic policy frameworks discussed 

in Chapter 1 emphasise the importance of 

comprehensive measures to support teachers, 

acknowledging their central role in educational success. 
These include enhancing professional competences 
through CPD, providing structured guidance, promoting 
inclusive teaching practices and ensuring access to 
high-quality instructional materials. 

Finally, this chapter also reflects the objectives of the 
Action Plan on Basic Skills, which underscores the 
pivotal role of teachers in tackling underachievement 
and promoting inclusive, high-quality learning. The 
Action Plan reinforces the need for strategic 
investment in professional development, inclusive 
teaching practices and accessible learning materials 
(European Commission, 2025b). 

6.1. New or revised policy measures 
since 2020/2021 

This section provides an overview of the policy 
measures designed to support teachers in enhancing 
basic skills acquisition and delivering inclusive 

education. As shown in Figure 6.1, the vast majority of 

European education systems have newly introduced or 
revised policy measures since the 2020/2021 school 
year to strengthen teachers’ capacity in response to 

underachievement in basic skills – literacy, 

mathematics and science. This reflects a growing 
recognition of the need for targeted interventions to 
improve teaching effectiveness. 

Figure 6.2 categorises these changes into six main 

themes: (1) provision of CPD related to basic skills, (2) 
provision of CPD related to inclusive education, (3) 
teaching materials and resources supporting basic 
skills acquisition, (4) teaching materials and resources 
supporting inclusive education, (5) new top-level 
funding with local/school autonomy, and (6) other 
support initiatives such as mentorship or peer-learning. 

CPD remains a key priority for enhancing teachers’ 
pedagogical skills and, in turn, improving student 
outcomes in basic skills and inclusive education. The 
use of structured guidance and aligned teaching 
resources supports consistency in teaching approaches. 
These policy initiatives also incorporate inclusive 
education principles, fostering learning environments 
that respond to diverse learner needs. 
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Figure 6.1: New or revised policy measures supporting teachers to improve basic skills 
acquisition and deliver inclusive education, 2020/2021-2024/2025, ISCED 1-2  

 

  

 New or revised policy measures  

 No new or revised policy measures 

  

  

 

Source: Eurydice. 

Country-specific notes 
Cyprus and Montenegro: reported policy measures mostly concern ISCED 1. 
Ireland: reported policy measures concern ISCED 2. 
 
 
Among the systems analysed, 27 provide structured 
CPD to enhance teachers’ capacity to deliver basic 
skills teaching. Seventeen systems complement this 
with teaching materials, resources or guidance. 
Inclusive education also features prominently, with 25 
systems offering CPD focused on inclusive teaching 
approaches and 18 providing guidance or materials to 
support inclusive classroom practices. In addition, 
seven systems have launched new initiatives such as 
mentoring schemes and peer-learning opportunities. 
Most new or revised policy measures apply across both 
primary and lower secondary education, with only 
minor differences between the two levels. These 
differences will be discussed as they relate to the 

detailed measures. A comprehensive approach – 

combining all four major measures – is observed in the 

Flemish Community of Belgium, Bulgaria, Czechia, Italy, 

 
(144) Denmark’s Quality programme for primary schools. 

(145) Germany’s Startchancen programme. 

(146) The Netherlands’ Masterplan for basic skills. 

(147) Government grants for strengthened knowledge development 2024, Swedish National Agency for Education. 

Cyprus, Lithuania, Finland and Switzerland. These 
education systems have implemented coherent 
approaches supporting both basic skills acquisition and 
inclusive pedagogy.  

In Denmark, Germany, the Netherlands and Sweden, 
new top-level funding frameworks have been 
introduced. These include Denmark’s Quality 

programme for primary schools (144), Germany’s 

Startchancen programme (145), the Netherlands’ 

Masterplan for basic skills (146) and Sweden’s 2024 

Government grants for strengthened knowledge 

development (147). They allocate financial support and 

set overarching goals at the central level, while 
implementation decisions are taken at the school or 
local authority levels. 

 

https://www.uvm.dk/folkeskolen/folkeskolens-maal-love-og-regler/politiske-aftaler/folkeskolens-kvalitetsprogram/om-aftalen/om-aftale-om-folkeskolens-kvalitetsprogram
https://www.bmftr.bund.de/DE/Bildung/Schule/Startchancen-Programm/startchancen-programm_node.html
https://www.masterplanbasisvaardigheden.nl/
https://www.skolverket.se/skolutveckling/statsbidrag/statsbidrag-for-starkt-kunskapsutveckling-2024
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Figure 6.2: Number of education systems with new or revised policy measures supporting 
teachers to improve basic skills acquisition and deliver inclusive education, 2020/2021-
2024/2025, ISCED 1-2, by sub-category  

ISCED 1 ISCED 2 

Provision of teaching material, resources and guidance – basic skills acquisition 

Provision of teaching material, resources and guidance – inclusive education approach 

Provision of CPD – basic skills acquisition 

Provision of CPD – inclusive education 

New top-level funding (local/school autonomy)  

Other support measures  

Source: Eurydice . 

Although all three basic skills are addressed in current 
policy measures, literacy and mathematics tend to 
receive slightly greater emphasis. Science is also 
included in a significant number of initiatives, though 
its prominence is comparatively lower. The following 
Section 6.2 examines the various approaches adopted 
by European education systems in implementing and 
combining these policy measures to enhance basic 
skills teaching and inclusive classroom practices. 

6.2. Provision of professional 
development opportunities 

CPD programmes focused on teaching basic skills and 
inclusive education represent some of the most 
widespread policy measures across European 

education systems, as illustrated in Figure 6.2. While 

countries vary in their specific approaches to teacher 
training, common patterns emerge in how CPD is 
structured and aligned with national education 
priorities. 

These patterns reflect the policy frameworks outlined 

in Chapter 1, where CPD is positioned as a key 

mechanism to improve teaching quality and address 
underachievement early. Emphasising evidence-based 
methods, CPD supports the instructional strategies 

discussed in Chapter 2, such as formative assessment 

and differentiated instruction, which help meet diverse 
learning needs and improve outcomes. CPD is also 

closely linked to the curriculum and assessment 

reforms described in Chapters 3 and 4. Training often 

accompanies new or revised curricula to ensure 
alignment between content and pedagogy. Moreover, 
growing attention is given to formative assessment 
within CPD, enabling teachers to identify learning gaps 
and adapt their teaching. These competences are 
central to promoting both basic skills and inclusive 
education. 

Against this background, European education systems 
can be broadly grouped into three categories: those 
implementing integrated CPD models that combine 
basic skills development with inclusive pedagogies; 
those adopting targeted strategies focusing on either 
basic skills or inclusive education; and those pursuing 
equity-driven initiatives aimed at underperforming 
schools and specific learner groups. These approaches 
reflect a wider policy shift towards adaptive, 
differentiated and evidence-informed teaching 
practices that respond to both learning challenges and 
equity gaps. They also underscore the interdependence 
of inclusive education and basic skills acquisition, both 
of which require teachers to be equipped with 
responsive and evidence-informed teaching methods. 

The first group – integrated CPD approaches – 

includes 21 education systems that have introduced 
initiatives to build teachers’ capacity to strengthen 
basic skills while simultaneously applying inclusive 
pedagogical practices. 
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Figure 6.3: Policy measures supporting teachers to improve basic skills acquisition and deliver 
inclusive education, 2020/2021-2024/2025, ISCED 1-2, by education system and sub-category 

Provision of teaching materials, resources and guidance –  
basic skills acquisition 

Provision of teaching materials, resources and guidance –  
inclusive education approach 

Provision of CPD – basic skills acquisition 

Provision of CPD – inclusive education 

New top-level funding (local/school autonomy)  

Other support measures (e.g. mentorship, networking) 

Left 
ISCED 1 

Right 
ISCED 2 

Source: Eurydice. 

Bulgaria’s ‘Success for you’ project (148), co-funded by 

the European Social Fund Plus, offers structured CPD 
courses focusing on reading, mathematics and 
inclusive strategies for teachers working with ethnic 
minorities and students with special educational needs 
(SEN). A similar approach is evident in Czechia, where 
the ‘Let’s get everyone involved’ initiative, managed by 

the National Pedagogical Institute of Czechia (149), 

provide CPD programmes integrating basic skills 
teaching with inclusive education practices. In 
Lithuania, the CPD framework prioritises mathematics 
didactics, literacy instruction and universal design for 
learning (UDL), ensuring that teachers receive 
comprehensive training that addresses both academic 
proficiency and inclusive pedagogy. In Switzerland, the 

Mindsteps programme’ (150) incorporates formative 

assessments and personalised learning resources into 
CPD, allowing teachers to monitor student progress 
and tailor instruction accordingly. 

(148) Project ‘Success for you’, Ministry of Education and Science of Bulgaria. 

(149) ‘Let’s get everyone involved’ initiative, National Pedagogical Institute of Czechia.

(150) Mindsteps programme, Switzerland.

(151) Priority In-Service Training (INSET), Flemish Community of Belgium. 

(152) KlasCement platform, Flemish Community of Belgium.

(153) Pact for excellence in teaching, French Community of Belgium.

(154) ‘Towards an inclusive school’ programme, French Community of Belgium.

In the Flemish Community of Belgium, the Priority in-service 

training programme (INSET) (151) was strategically refocused 
between 2020 and 2024 to strengthen teaching in reading 
comprehension, Dutch-language integration and mathematics in 
over 200 schools. The initiative builds on earlier cycles, including a 
2018–2020 phase focused on support staff in inclusive education. It 
is implemented through two-year projects by a range of providers, 
including pedagogical guidance services, higher education 
institutions and private organisations. Evaluation results suggest 
positive outcomes and strong teacher engagement. Monitoring is 
carried out via annual reports and feedback to a follow-up group, 
with resources shared on the KlasCement platform (152). 

In the French Community of Belgium, the ‘Pact for excellence in 

teaching’ (153) has reinforced the CPD framework since the 
2020/2021 school year, strengthening teacher capacity in basic 
skills and inclusive education. Important changes include new 
training pathways, expanded peer-learning networks and mandatory 
CPD in reading, mathematics and differentiated instruction. As part 

of this initiative, the ‘Towards an inclusive school’ programme (154) 
provides training on intellectual developmental disorders and 
reasonable accommodations, helping teachers implement 
individualised learning plans. 

https://www.mon.bg/en/bg-2/programmes/management-and-implementation-of-projects-under-the-education-program-2021-2027/project-success-for-you/
https://zapojmevsechny.cz/
https://www.ibe-edu.ch/produkte/mindsteps
https://onderwijs.vlaanderen.be/nl/onderwijspersoneel/van-basis-tot-volwassenenonderwijs/groeien-in-je-job/professionalisering-nascholing-en-begeleiding/vind-een-professionaliseringsactiviteit/nascholing-op-initiatief-van-de-vlaamse-regering-prioritaire-nascholing
https://www.klascement.net/
https://pactepourunenseignementdexcellence.cfwb.be/
https://ifpc-fwb.be/v5/fcc_viewform.asp?CF=100502403&kc=49597
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In Finland, the Finnish National Agency for Education collaborates 

with local authorities to design evidence-based CPD programmes. 
The LUMA Centre Finland network (155) plays an important role in 
providing free teacher training in mathematics, reading instruction, 
special education methodologies and diverse assessment strategies. 
Finland also prioritises inclusive education and multicultural 
pedagogy, ensuring all students receive equitable learning 

opportunities. The University of Tampere’s InTrans project (156) 
supports inclusive transition practices to ensure smoother 
educational pathways for students with diverse learning needs. 
Additionally, the programme ‘Expert in multicultural pedagogy and 
guidance’ (157) equips educators with skills in multicultural 
counselling, cultural sensitivity and inclusive teaching to better 
support diverse student needs. 

In Italy, a comprehensive CPD framework has been developed 

through the Scuola futura platform (158) supported by the Italian 
National Recovery and Resilience Plan (NRRP). This initiative offers 
approximately 45 000 training courses to over 650 000 teachers 
and school staff, covering basic skills improvement and STEM-
related and multilingual education. Training is delivered through 
regional school hubs, offering tailored programmes aligned with 
local needs. Italy also supports inclusive education through an 

Orientation reform (159) that introduced CPD training for teachers to 
guide students in choosing appropriate learning paths. 

France, Malta and Slovakia have introduced national 
CPD strategies that provide structured training for 
teachers, focusing on literacy, mathematics and 
inclusive teaching methodologies. In France, the Plan 

français (160), alongside the earlier Plan 

mathématiques (161), provides in-service training for 

primary teachers, offering 30 hours of training per 

subject over a six-year cycle. At the district level, 

référents français (teacher trainers) receive 120 hours 

of training across three years. Evaluations of both 
plans indicate high levels of teacher satisfaction and 
report professional benefits, including improved 

(155) LUMA Centre, Finland.

(156) InTrans project, University of Tampere, Finland.

(157) Finland’s ‘Expert in multicultural pedagogy and guidance’ CPD programme.

(158) Italy’s Scuola futura platform.

(159) Italy’s Orientation reform.

(160) Plan de formation en français – premier degré, Ministère de l’Éducation Nationale, de l’Enseignement supérieur et de la Recherche, France.

(161) Relever le niveau en mathématiques de la maternelle à la terminale, Ministère de l’Education Nationale, de l’Enseignement supérieur et de la Recherche,
France.

(162) Synthèse sur l’enquête des plans mathématiques et français (2023).

(163) Outils d’auto-évaluation des constellations mis en place par le Conseil de l’évaluation de l’école (CEE), France.

(164) Malta’s 2024-2030 National education strategy.

(165) National project for professional development of teachers, Slovakia.

(166) Rulebook on Continuing Professional Development and advancement into titles for teachers, preschool Teachers and professional associates (Official
Gazette of the Republic of Serbia, No. 109/2021).

(167) In-service Training Regulation, Türkiye, Ministry of National Education.

(168) Teacher Information Network, Türkiye.

instructional practices and enhanced student learning 

outcomes (162). In addition, self-evaluation tools 

developed by the School Evaluation Council support the 

continuous improvement of training delivery (163). 

Similarly, Malta’s 2024–2030 National education 

strategy (164) prioritises CPD collaborations with 

universities, enhancing teacher training in both basic 
skills and inclusion. In Slovakia, the National project for 

professional development of teachers (165) emphasises 

reading literacy, metacognitive strategies and support 
for Slovak as a second language. Serbia and Türkiye 
have launched large-scale CPD initiatives aimed at 
functional literacy, assessment techniques and career 
progression. Serbia’s accredited CPD covers maths 

literacy, thematic teaching and SEN support (166), while 

Türkiye’s 2022 In-Service Training Regulation (167) 

introduced school-based CPD and a Teacher 

Information Network (168). 

A smaller group of countries have reported a second 

approach focusing either on basic skills 
improvement or inclusive education. Six education 

systems (the German-speaking Community of Belgium, 
France, Latvia, the Netherlands, Romania and 
Montenegro) target strengthening the basic skills. 
These systems prioritise literacy, mathematics and 
science, equipping teachers with subject-specific 
expertise. In the German-speaking Community of 
Belgium, CPD is designed to support core literacy and 
numeracy skills, with specialised consulting services for 
primary schools aligning teacher training with 
competency-based curriculum standards. Latvia has 
developed CPD programmes that train teachers in 
competency-based learning, formative assessment and 

https://www.luma.fi/en/
https://projects.tuni.fi/intrans/in-english/
https://dialogi.diak.fi/2023/02/09/taydennyskoulutus-lisasi-monikulttuurisuusosaamista-opetusalalla/?utm
https://scuolafutura.pubblica.istruzione.it/
https://www.mim.gov.it/documents/20182/6735034/linee+guida+orientamento-signed.pdf/d02014c6-4b76-7a11-9dbf-1dc9b495de38?version=1.0&t=1672213371208
https://eduscol.education.fr/1853/plan-de-formation-en-francais-premier-degre
https://www.education.gouv.fr/relever-le-niveau-en-mathematiques-de-la-maternelle-la-terminale-324680
https://eduscol.education.fr/document/56328/download?attachment
https://www.education.gouv.fr/auto-evaluation-des-constellations-boite-outils-destinee-aux-formateurs-414645
https://education.gov.mt/wp-content/uploads/2023/12/NATIONAL-EDUCATION-BOOKLET-DEC-2023-2030.pdf
https://edu.nivam.sk/sk/edu/program/859
https://www.paragraf.rs/propisi/pravilnik-strucnom-usavrsavanju-napredovanju-zvanja-nastavnika-vaspitaca-strucnih.html
https://www.paragraf.rs/propisi/pravilnik-strucnom-usavrsavanju-napredovanju-zvanja-nastavnika-vaspitaca-strucnih.html
https://www.resmigazete.gov.tr/eskiler/2022/03/20220311-6.htm
https://www.oba.gov.tr/
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adaptive instructional methods. In the Netherlands, 
CPD is delivered through centres of expertise, offering 
training in subject-specific methodologies, formative 
assessment and digital learning tools. For example, the 

Expertise centre for mathematics and arithmetic (169) 

provides specialised training in mathematics 
instruction. In Romania, the programme ‘Reading to 

learn – literacy strategies in the teaching-learning 

process’ (170) focuses on reading comprehension, 

formative assessment and instructional effectiveness, 
ensuring that teachers receive targeted professional 
development in literacy instruction. 

Conversely, Ireland, Croatia, Poland and Portugal have 
reported measures focused on inclusive education. In 
Croatia, the Education and Teacher Training Agency 

(AZOO) (171) offers CPD that strengthens literacy and 

numeracy teaching, particularly in low-performing 
schools. Ireland, Poland (see country example) and 
Portugal prioritise CPD in special needs education, 
differentiation techniques and inclusive classroom 
practices. 

In Poland, CPD includes training in co-teaching, UDL and reasonable 

accommodations to support students with SEN. The ‘Accessible 

School for All’ (ASA) project (172) strengthens the competences of 

specialist teachers (pedagogues, psychologists, speech therapists). 
Implemented by the Educational Research Institute in cooperation 
with UNICEF, universities and NGOs, this initiative focuses on 
fostering inclusive schools, strengthening mental health education 

and integrating refugee and migrant students. The Polish Ministry of 
National Education offers free postgraduate studies in inclusive 
pedagogy, thereby enhancing teacher training for diverse learning 
needs. 

In Ireland, Oide, the national support service for 
professional learning, provides CPD courses aimed at 
strengthening inclusive practices at the post-primary 
level. These include structured webinars and workshops 
on whole-school guidance, support for English as an 
additional language (EAL) learners and inclusive 
planning for diverse learning needs. The CPD targets 
teachers, school leaders and guidance counsellors, and 
is designed to foster collaborative, learner-centred 

(169) The Netherlands’ Expertise Centre for Mathematics and Arithmetic.

(170) National Register of Accredited Continuing Professional Development Programs | Ministry of Education and Research, Romania.

(171) Catalogue of State and Inter-County Expert Conferences of Croatian Education and Teacher Training Agency for 2024 – AZOO. 

(172) Poland’s ‘Accessible school for all project’.

(173) Inclusive Education practices – Oide, Ireland.

(174) Example: Training course ‘Inclusive education practices’, Portugal.

(175) Spain’s Programme for orientation, progress, and educational enrichment (PROA+). 

environments that address diverse student needs (173). 

Portugal offers CPD courses in Braille literacy, assistive 
technologies and differentiated instruction, enhancing 
accessibility and inclusion for students with diverse 

learning needs (174). 

The data reported by European education systems 
contain numerous examples referring to the third 

approach – equity-driven CPD models targeting 

teachers in underperforming schools or those working 
with specific learner groups such as migrant or SEN 
students. They aim to ensure that teachers working in 
challenging environments receive specialised training 
in evidence-based interventions and student support 
mechanisms. The following examples illustrate diverse 
approaches to equity-driven teacher development. 

Spain and Germany link CPD with broader school 
improvement policies, ensuring that professional 
development is embedded within systemic efforts to 
address educational disadvantage. In Spain, the 
Programme for guidance, progress and educational 

enrichment (PROA+) (175) targets CPD for teachers in 

participating schools, equipping them with tools for 
differentiated instruction and intervention strategies. A 
comparable model is found in Germany, where the 
Startchancen programme focuses on schools in 
socioeconomically disadvantaged areas, delivering CPD 
in pedagogical leadership, literacy and mathematics 
instruction. Similarly, CPD initiatives in Montenegro and 
Türkiye prioritise low-performing schools, reinforcing 
teacher competences in literacy, numeracy and 
assessment methodologies. These policies reflect a 
trend towards equity-based teacher development, 
where CPD is used as a tool to mitigate educational 
disparities by strengthening the capacity of teachers in 
underperforming schools. 

Other education systems, including in Estonia, 
Luxembourg, Slovenia, Finland and Sweden, have 
tailored CPD to support specific learner groups, such as 
migrant students, ethnic minorities and students with 
SEN. They have expanded CPD for inclusive education, 

https://exprw.nl/
https://www.edu.ro/registru_national_programe_dezvoltare_profesionala_continua_acreditate
https://www.azoo.hr/strucni-skupovi-arhiva/katalog-drzavnih-strucnih-skupova-agencije-za-odgoj-i-obrazovanje-za-2024-godinu/
https://ibe.edu.pl/en/national-projects/accessible-school-for-all
https://oide.ie/post-primary/home/inclusive-education/
https://educacaoinclusiva.dge.mec.pt/referenciais
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2021-15398
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equipping teachers with pedagogical tools to support 
diverse classrooms through structured or modular 
training programmes. Moreover, Eurydice findings 
indicate that across Europe, the ability to teach 
students with SEN or disabilities is among the most 
commonly promoted inclusive education competences 
through CPD (European Commission / EACEA / Eurydice, 

2023, p. 78). 

Estonia offers CPD programmes on classroom 
collaboration and inclusive teaching for SEN students, 
ranging from short-term courses to 300-hour 
programmes. The University of Luxembourg offers a 
Master’s in inclusive education, training teachers in 

pedagogical strategies for diverse classrooms (176). 

Finland’s ‘Expert in multicultural pedagogy’ programme 
offers training in cultural sensitivity, multicultural 
counselling and inclusive teaching strategies. Similarly, 

Slovenia’s KATIS CPD programmes (177) help teachers 

integrate foreign-born students into mainstream 
education, while in Sweden, the 2024 modular CPD 
programme focuses on student participation and 

systematic SEN support (178). 

Finally, digitalisation is enhancing access and flexibility 
in teacher professional development. The Flemish 

Community of Belgium’s Leerpunt platform (179) and 

Italy’s Scuola futura (mentioned earlier) offer on-
demand, self-paced courses in basic skills, STEM and 
inclusive education. Austria’s ‘New Curricula’ Massive 

open online course (MOOC) (180) and Switzerland’s 

Mindsteps (181) provide online modules on formative 

assessment, literacy and mathematics. Similarly, 

Sweden’s Lärportalen (182), Hungary’s digital tools for 

CPD (183) and Cyprus’s national e-learning platform (184) 

support CPD in literacy, mathematics, assessment and 
inclusion. It is worth noting that a common feature 
across these initiatives is the emphasis on modular, 
interactive content, enabling teachers to personalise 
their learning while reducing logistical barriers to 
participation. 

(176) Programme Master en sciences de l’éducation – Éducation inclusive et accessibilité pédagogique, University of Luxembourg.

(177) Slovenia’s Catalogue of further education and training programmes for education professionals (KATIS). 

(178) Swedish National Agency for Special Needs Education and Schools.

(179) Leerpunt platform, Flemish Community of Belgium. 

(180) Austrian MOOC training ‘NEW Curricula – Teaching with new curricula, competence grids and exemplary learning tasks’.

(181) Mindsteps programme, Switzerland.

(182) Lärportalen platform, Sweden.

(183) Hungarian National Public Education Portal.

(184) Pedagogical Institute of Cyprus.

A notable trend is the alignment of CPD with national 
education strategies, suggesting that teacher 
development is viewed as a long-term lever for 
reducing achievement gaps and strengthening inclusive 
teaching. While some education systems have adopted 
comprehensive, centrally coordinated models, others 
rely on more flexible or decentralised approaches. The 
connection between inclusive education and basic skills 
development is evident, as many programmes 
incorporate differentiated instruction, formative 
assessment and adaptive methodologies to support 
diverse learners and improve student outcomes. 

6.3. Teaching materials, resources and 
other support measures 

In addition to CPD programmes, many European 
education systems have introduced complementary 
support measures to strengthen teachers’ capacity to 
deliver effective basic skills teaching and inclusive 
education. These include structured pedagogical 
guidance, access to high-quality teaching materials, 
professional networks, mentoring schemes and peer-
learning opportunities. 

Teaching resources play an important role in bridging 
training and classroom practice. They typically include 
lesson plans, assessment tools and diagnostic 
frameworks aligned with curricula. Such materials 
reinforce the teaching approaches covered in CPD and 
ensure consistency with updated content and teaching 

standards, as discussed in Chapter 3 on curriculum. 

They also support pedagogical practices outlined in 

Chapter 2, such as differentiated instruction and 

collaborative teaching. 

The extent to which these resources are integrated 
with CPD varies across countries, reflecting differences 
in policy priorities, implementation models and system-
level challenges. As shown in Figures 6.2 and 6.3, 
nearly half of education systems provide dedicated 

https://www.uni.lu/fhse-en/study-programs/master-en-sciences-de-l-education-education-inclusive-et-accessibilite-pedagogique/programme/
https://paka3.mss.edus.si/Katis/Katalogi/KATALOG2425.pdf
https://www.skolverket.se/andra-sprak-other-languages/english-engelska
https://leerpunt.be/
https://rundschreiben.bmbwf.gv.at/rundschreiben/?id=1102
https://www.ibe-edu.ch/produkte/mindsteps
https://larportalen.skolverket.se/
https://www.nkp.hu/?is_sni=false&other=false&serie_a=true&serie_b=true
https://elearn.pi.ac.cy/moodle/
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teaching materials addressing both basic skills and 

inclusive practices. A group of 11 systems – the 

Flemish Community of Belgium, Bulgaria, Czechia, 
Greece, France, Italy, Cyprus, Lithuania, Finland, 

Switzerland and Montenegro – stand out for having 

developed comprehensive resources that align with 
CPD content. These materials serve as essential 
complements to training, offering practical tools that 
help translate theoretical knowledge into effective 
classroom practice. 

For example, the Flemish Community of Belgium, 
France (see country example), Lithuania and 
Switzerland provide nationally developed teaching 
guides comprising lesson plans, assessment 
instruments and diagnostic tools. The Flemish 
Community of Belgium integrates digital CPD modules 
with structured teaching resources through the 

Leerpunt platform (185) to support teaching in literacy, 

mathematics and inclusive education. In Czechia, the 
National Pedagogical Institute supports teachers 
working with Ukrainian students by providing 
specialised resources such as ‘Methodological texts for 

working with Ukrainian pupils’ (186). Lithuania has 

issued curriculum-aligned methodological guidance for 
literacy and numeracy, along with dedicated resources 
on UDL and support for students with SEN. 

In France, the Plan français (187) (introduced in the 2020/2021 

school year) and the earlier Plan mathématiques (188) (launched in 

2018) provide structured training for teachers supported by 
nationally developed teaching materials. These include guides such 

as ‘Teaching reading and writing in first grade’ and ‘French grammar 

from first to sixth grade’ (189). In 2023, a new Science and 

technology teaching guide (190) was also introduced. A 

comprehensive resource bank for basic skills in French and 

mathematics has been established, offering a wide range of 
resources. These include 

(185) Leerpunt platform, Flemish Community of Belgium. 

(186) Methodological texts for working with Ukrainian pupils.

(187) Plan de formation en français – premier degré, Ministère de l’Éducation Nationale, de l’Enseignement supérieur et de la Recherche, France.

(188) Plan mathématiques, France.

(189) Les guides fondamentaux pour l’enseignement, France.

(190) Science and technology teaching guide.

(191) Regards-sur-les-programmes-francais-cycle-2.

(192) Example: Les Mardis des sciences et la technologie – plouf – retour d’expérience.

(193) Confiance, apprentissages, partage – Cap école inclusive – Réseau Canopé.

(194) Greece’s ‘Interactive School Books’ platform.

(195) Pedagogical Institute of Cyprus.

(196) Switzerland’s Mathbuch series. 

(197) Türkiye’s EBA platform.

remedial activities for struggling students, enrichment tasks for 
advanced learners, targeted learning sequences addressing specific 
competences and diagnostic assessments to identify student needs. 
New video resources have also been developed to support teachers 
in implementing the updated curricula and pedagogical approaches. 

Notable examples include the Regards sur series (191) and ‘Tuesdays 

for science and technology’ series (192), which provide practical 

insights for teaching mathematics, French and science in line with 
curriculum reforms. To further support inclusive education, the Cap 

École inclusive platform (193) offers interactive guides, video tutorials 

and training modules designed to help teachers support students 
with learning difficulties. 

Several education systems, including Greece, Italy, 

Cyprus, Finland, Switzerland and Türkiye, have 
embedded digital learning platforms to increase 
accessibility and support flexible professional 
development. These systems provide teachers with 
modular, interactive resources aligned with national 
training efforts, facilitating continuous learning and 
instructional improvement. Greece’s interactive 

schoolbooks platform (194) includes digital versions of 

textbooks with simulations, videos and gamified 
learning content, reinforcing teacher training in literacy, 
mathematics and differentiated instruction. Italy’s 
Scuola futura platform (mentioned in the previous 

section) and Cyprus’s e-learning platform (195) offer 

online instructional resources, enabling teachers to 
access on-demand training modules and best practice 
examples. Finland has developed specialised learning 
materials in collaboration with LUMA Centre Finland, 
providing free digital resources supporting 
mathematics, reading instruction and STEM education. 

Switzerland’s Mathbuch series (196) offers structured 

curriculum-aligned learning materials for teachers 
supporting basic skills acquisition, while Türkiye’s EBA 
platform (197) provides electronic resources for teachers 
alongside printed textbooks. Alongside these system-

https://leerpunt.be/
https://ukrajina.npi.cz/blog/metodicke-texty-pro-praci-s-ukrajinskymi-zaky
https://eduscol.education.fr/1853/plan-de-formation-en-francais-premier-degre
https://www.education.gouv.fr/relever-le-niveau-en-mathematiques-de-la-maternelle-la-terminale-324680
https://eduscol.education.fr/3107/guides-fondamentaux-pour-l-enseignement
https://eduscol.education.fr/784/enseigner-les-sciences-et-la-technologie-cycles-1-2-et-3
https://podeduc.apps.education.fr/video/66699-regards-sur-les-programmes-francais-cycle-2/
https://podeduc.apps.education.fr/video/9209-les-mardis-des-sciences-et-de-la-technologie-plouf-retour-dexperience/
https://www.reseau-canope.fr/cap-ecole-inclusive
http://ebooks.edu.gr/ebooks
https://elearn.pi.ac.cy/moodle/
https://www.lehrmittelverlag.ch/sortimentseiten/lehrmittelreihen/mathbuch/?filter=reihe,mathbuch
https://www.lehrmittelverlag.ch/sortimentseiten/lehrmittelreihen/mathbuch/?filter=reihe,mathbuch
http://www.eba.gov.tr/
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wide platforms, another group of systems – Spain, 

Latvia, Malta, the Netherlands and Austria – has 
developed resources that complement CPD, particularly 
with a subject focus in literacy, mathematics and 

science. Latvia’s Skolo.lv (198) and MAPE (199) platforms 

offer open-access lesson plans and textbooks. The 
Netherlands supports teachers through centres of 
expertise that distribute instructional tools and best 
practices.  

Seven education systems – Estonia, Croatia, Hungary, 

Poland, Portugal, Slovakia and Sweden – focus on 

teaching materials for inclusive education. These 
include resources for multilingual instruction, co-
teaching, UDL and support for SEN students. Estonia 
provides CPD-linked resources on differentiated 
learning and supporting students with disabilities. 

Poland’s ‘Accessible school for all’ initiative (200) offers 

methodological guides on multilingual education and 
SEN support. Similarly, Sweden has developed modular 
CPD-linked teaching materials covering topics such as 
student participation, inclusion and systematic support 

measures for SEN learners (201). 

The analysis above suggests that most countries 
complement CPD courses with structured teaching 
resources, ensuring teachers receive both training and 
practical instructional materials. The growing trend 
towards digital and interactive resources reflects a 
broader shift in professional learning, ensuring that 
teachers have access to flexible, evidence-based 
instructional tools to enhance classroom effectiveness. 

Beyond training and materials, four education systems 
– Denmark, Germany, the Netherlands and Sweden –
have introduced top-level funding, while seven systems
– the German-speaking Community of Belgium,
Germany, Spain, France, Croatia, Italy and Cyprus –
have implemented additional support measures. These
include mentorship programmes, teacher networks and

(198) Latvia’s Skolo.lv platform.

(199) Latvia’s MAPE platform.

(200) Poland’s ‘Accessible school for all’ project.

(201) Special education for learning for preschool class, compulsory school, Sami school and special youth homes – National Agency for Education, Sweden.

(202) Fachberatung, German-speaking Community of Belgium.

(203) French Mathematics Laboratories – Math in France.

(204) Italy’s Orientation reform – FUTURA. 

(205) Italy’s Equipe Formative Territoriali (EFT) network.

(206) Resolution of 5 September 2024, of the Secretary of State for Education, publishing the Agreement of the Education Sectoral Conference of 30 July
2024, approving the proposal for territorial distribution and the criteria for the distribution of credits managed by Autonomous Communities for the
Territorial Cooperation Programme for the reinforcement of mathematical competence, in the 2024 budget year.

school-based advisory services. In the German-
speaking Community of Belgium (see country 
example), professional learning communities and 
mentorship initiatives support teacher development in 
basic skills instruction. 

In the German-speaking Community of Belgium, a specialised 

consulting service (Fachberatung) (202) was introduced to 

complement existing programmes in German, French, mathematics 
and science, helping better align teaching in basic skills with 
curriculum standards. The Fachberatung provides expert consultation 

and training for teachers, led by experienced educators and higher 
education specialists. It offers school-based support, targeted 
professional development and guidance on improving basic skills, 
particularly in areas such as French as a foreign language for 
students with learning difficulties. 

A similarly targeted approach can be seen in the 
Netherlands. The Masterplan for basic skills provides 
funding for educational coordinators who offer 
tailored, school-level support. These experts assist 
school leaders and teaching teams in diagnosing 
needs, designing improvement plans and implementing 
evidence-informed strategies to enhance literacy, 
writing and mathematics outcomes. 

France has taken a more collaborative route by 
establishing Laboratoires de mathématiques (203), 
collaborative spaces where primary and secondary 
teachers work together to strengthen mathematics 
instruction. Italy has developed a dual approach that 
supports both teacher guidance and peer learning. The 
Orientation reform (204) has trained over 60 000 
mentor teachers to guide students in their educational 
and career choices. At the same time, the Equipe 
Formative Territoriali (Territorial Training Teams) 
network (205), with 21 regional coordinators and around 
100 teacher trainers, provides ongoing support and 
training in pedagogical practices, digital skills and 
inclusive education. 

In Spain, the Territorial Cooperation Programme for the 

reinforcement of mathematical competence (206) 

https://skolo.lv/
https://mape.gov.lv/catalog?language=LV
https://ibe.edu.pl/en/national-projects/accessible-school-for-all
https://www.skolverket.se/skolutveckling/kurser-och-utbildningar/specialpedagogik-for-larande-for-forskoleklass-grundskola-sameskola-och-sarskilda-ungdomshem#h-Ommodulerna
https://www.ahs-ostbelgien.be/weiterbildungen/fachberatungen/
https://france.math.cnrs.fr/mathematical-opportunities-in-france/french-mathematics-laboratories/
https://pnrr.istruzione.it/riforme/riforma-dellorientamento/
https://www.istruzione.it/scuola_digitale/equipe_formative.shtml
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18088
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18088
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18088
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fosters collaboration among mathematics teachers, 

supported by advisory teams who assist in the design 

and implementation of reinforcement plans. In parallel, 

the Territorial Cooperation Programme for inclusive 

education (207) promotes stronger educational 

guidance, early intervention and cross-sectoral 

cooperation involving education, health and social 

services. Additional resources – such as speech 

therapists, interpreters and mediators – are deployed in 

mainstream schools to support inclusion. 

In Croatia, the National plan for the development of 

the education system (208) places particular emphasis 

on mentorship for early-career teachers, while in 

Cyprus, the Functional literacy programme (209) 

incorporates mentorship and peer networking within 

structured training in reading and mathematics. 

By combining structured mentoring with collaborative 
learning and advisory support, these education 
systems help teachers address students’ diverse 
learning needs more effectively. Digital platforms are 
also playing an increasing role in professional learning, 
widening access to resources and enabling flexible, 
continuous development. 

Addressing underachievement in basic skills often 

requires targeted interventions, including specialised 

teacher training and expanded classroom support. 

Section 6.4 further explores national policies for 

recruiting specialist teachers and deploying teaching 

assistants – key roles in providing tailored support for 

learners with additional needs. 

6.4. Policy measures for recruitment of 
specialised teachers and teaching 
assistants 

The recruitment and deployment of teachers with a 
specialisation in addressing learning difficulties 
(specialised teachers) and teaching assistants 
represent another important policy area supporting 
basic skills acquisition and inclusive education. The 

(207) Resolution of 5 September 2024, of the Secretary of State for Education, publishing the Agreement of the Education Sectoral Conference of 30 July
2024, approving the proposal for territorial distribution and the criteria for the distribution of the credits managed by Autonomous Communities for
the Inclusive Education Territorial Cooperation Programme, European Social Fund+, in the 2024 financial year.

(208) Croatian national plan for the development of the education system until 2027. 

(209) Cyprus’s Functional literacy programme.

(210) Council Recommendation of 28 November 2022 on pathways to school success and replacing the Council Recommendation of 28 June 2011 on policies
to reduce early school leaving, 2022/C 469/01, (OJ C 469, 9.12.2022). 

Council recommendation on pathways to school 

success (210) highlights the vital contribution of highly 

trained educators and support staff in ensuring that all 
students, including those with learning difficulties, 
receive appropriate support. Recent evidence supports 
this approach. 

The Eurydice report Increasing achievement and 
motivation in mathematics and science learning in 
schools shows that the involvement of specialist 
remedial teachers at the primary level and the 
provision of learning support during the school day are 
associated with lower rates of low achievement in both 
mathematics and science (European Commission / 

EACEA / Eurydice, 2022, Figures 7.1 and 7.2, pp. 130–

131). Similarly, the Eurydice report Promoting diversity 
and inclusion in schools in Europe finds that teaching 
assistants and other classroom-based support staff 
play an important role in helping students from diverse 
backgrounds succeed in mainstream education 
(European Commission / EACEA / Eurydice, 2023a). 

This section focuses on two categories of teaching 
support staff directly linked to student learning 
outcomes: specialised teachers and teaching assistants 
who work under the supervision of class teachers to 
facilitate inclusive practices. These roles are distinct 
from the broader category of educational support 

staff – such as psychologists, cultural mediators or 

counsellors – whose functions extend beyond 

classroom-based instructional support (European 
Commission / EACEA / Eurydice, 2023a). 

As noted in Chapter 1, strategic efforts in prevention, 

intervention and compensation rely on the presence of 
trained personnel capable of responding to diverse 
learning needs. Teachers with expertise in learning 
difficulties, as well as support staff such as teaching 
assistants, are essential in delivering personalised 
learning and in helping to reduce educational 
disparities. 

Specialised teachers receive targeted training – either 

during initial teacher education (ITE) or through CPD – 

https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18089
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18089
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18089
https://mzom.gov.hr/UserDocsImages/dokumenti/Obrazovanje/AkcijskiINacionalniPlan/Nacionalni-plan-razvoja-sustava-obrazovanja-za-razdoblje-do-2027.pdf
https://keea-literacy.pi.ac.cy/literacy/
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to identify and support learners facing difficulties. They 
apply approaches such as differentiated instruction, 
formative assessment and tailored interventions to 
meet individual needs. Teaching assistants 
complement these efforts by offering hands-on 
classroom support, facilitating inclusive practices and 
engaging students through small group or one-to-one 

activities. As highlighted in Chapter 2, recent policies 

increasingly promote differentiated instruction, co-
teaching models and flexible student grouping as 
strategies to support underachieving students. 

While educational support staff are widely present 
across Europe, classroom-based support roles such as 
teaching assistants are the subject of more targeted 
policies in some countries. Teaching assistants play a 
pedagogically focused role in mainstream classrooms, 
complementing teachers through co-teaching, small 
group work or differentiated instruction (European 

Commission / EACEA / Eurydice, 2023, pp. 83–84). 

Figure 6.4 illustrates that since the school year 

2020/2021, 12 European education systems have 
introduced policies to increase the number of teachers 
trained in supporting students with learning difficulties, 
alongside initiatives to encourage their recruitment. 
These measures aim to ensure that students struggling 
with basic skills receive evidence-based interventions 
and improved access to quality education. Likewise, 11 

education systems have implemented policies to 
encourage the appointment of teaching assistants to 
strengthen classroom support. 

As previously noted, this report focuses on new or 
revised policies adopted since 2020/2021. Some 
systems with earlier provisions in place may not be 

represented in Figure 6.4. Their absence does not imply 

a lack of provision but rather reflects the report’s focus 
on recent policy developments. This distinction is 
essential for interpreting the data: systems that have 
maintained their support mechanisms may not feature 
in the policy change analysis, even though they 
continue to rely on specialised teachers and teaching 
assistants to support learners with difficulties. The 
situation before the analysed period is illustrated by 
the Eurydice report Increasing achievement and 
motivation in mathematics and science learning in 
schools (European Commission / EACEA / Eurydice, 

2022a). Chapter 6 of that report shows that the 

involvement of specialised teachers or remedial 
teachers was formally regulated in about half of the 
systems in the 2020/2021 school year, and teaching 
assistants were involved in roughly a third, particularly 
at the primary level (European Commission / EACEA / 

Eurydice, 2022, Figure 6.5, pp. 121–122). 
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Figure 6.4: New or revised policies encouraging recruitment of specialised teachers and 
teaching assistants, 2020/2021-2024/2025, ISCED 1-2 

 

  

 
New or revised policy measures on recruitment of teaching 
assistants 

 
New or revised policy measures on recruitment of 
specialised teachers 

 No new or revised policy measures 

  

 

Source: Eurydice. 

While specific policies differ across countries, three 
broad trends can be identified: education systems 
adopting a comprehensive approach involving both 
specialised teachers and teaching assistants; those 
prioritising the recruitment of specialised teachers; and 
those focusing on increasing the availability of 
teaching assistants in classrooms. 

Four education systems – Ireland, France, Cyprus and 

Slovenia – have introduced reforms targeting both the 

recruitment of specialised teachers and teaching 
assistants (see country examples). This combined 
approach reflects a commitment to strengthening 
inclusive education and addressing underachievement 
in basic skills through a combination of specialised 
teaching expertise and structured classroom support. 
Moreover, top-level ITE competence frameworks in 
many systems promote inclusive education by 
emphasising values such as equality, non-
discrimination and diversity, or by addressing specific 
requirements related to teaching students with special 
needs (European Commission / EACEA / Eurydice, 2023, 

pp. 80). 

 
(211) Irish Initial teacher education policy statement, 2022. 

(212) Devenir enseignant spécialisé | éduscol | Ministère de l’Éducation Nationale, de l’Enseignement supérieur et de la Recherche | Dgesco. 

(213) Accompagnants d’Élèves en situation de handicap (AESH), France; Cadre de gestion des personnels exerçant des missions d’accompagnement d’élèves 
en situation de handicap (AESH). 

In Ireland, the Special Needs Assistant (SNA) workforce has been 

expanded, with the number of posts rising to 17 000 (up from 

10 575 in 2011). This complements Ireland’s ITE policy 

statement (211), which requires all student teachers to complete 

practical experience in inclusive education settings. This policy is 

designed to better prepare new teachers to work with students with 
diverse learning needs, aligning with international best practices in 
special education. It also emphasises strengthening ITE through 
practical experience and collaboration within the education sector. 

In France, training in inclusive practices is now a mandatory 

component of ITE and is further supported through the Certificat 

d’aptitude professionnelle aux pratiques de l’éducation inclusive 

(CAPPEI) framework (212). In 2024, the framework was expanded to 

include professional experience validation pathways, enabling 
teachers to have relevant on-the-job experience recognised toward 
certification. This reform aims to encourage more teachers to 
specialise in inclusive education. Since 2023, France has also 

increased the recruitment of Accompagnants d’Élèves en Situation de 

Handicap (AESH) (213), creating over 6 500 new posts to support 

individual and small group instruction. This development 

complements policies discussed in Chapter 2, where small group 

instruction in mathematics and French has been introduced at the 
lower secondary level to provide more personalised learning support.  

https://assets.gov.ie/251307/f744fbf0-1c49-4be5-bde1-f72ca1f36781.pdf
https://eduscol.education.fr/1225/devenir-enseignant-specialise
https://www.education.gouv.fr/les-accompagnants-des-eleves-en-situation-de-handicap-aesh-12188
https://www.education.gouv.fr/bo/19/Hebdo23/MENH1915158C.htm
https://www.education.gouv.fr/bo/19/Hebdo23/MENH1915158C.htm
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The deployment of AESH staff is also monitored at the national 
level, including data on recruitment, students’ coverage and the 
implementation of inclusive support schemes. 

In Cyprus, policy measures focus on inclusive education and 

differentiated instruction through specialised teacher training and 
the use of teaching assistants. In 2022, Cyprus introduced a 

Differentiated Instruction Guide (214), distributed to all public schools, 

alongside teacher training seminars that combined theory with 
demonstration lessons. A representative from each school attended 
and was responsible for implementing these practices. Additionally, 

the School and social inclusion actions (DRASE+) programme (215) 

helps teaching assistants and specialised teachers to facilitate 

differentiated instruction and co-teaching approaches, particularly in 
classrooms with migrant students or those from disadvantaged 
backgrounds. 

In Slovenia, support for students with learning difficulties, migrant 

and refugee students and those from ethnic minorities has expanded 
through increased recruitment of specialised teachers and teaching 
assistants in basic schools. Schools may hire additional counsellors 
in social pedagogy, special education, psychology, rehabilitation or 
inclusive pedagogy based on student needs (Rules on Norms and 

Standards for Basic Schools, Article (10) (216). Schools enrolling nine 

or more migrant students can appoint a Slovenian-language teacher 

for language acquisition and integration (Article 48). To further 
promote inclusion, Roma assistants provide targeted classroom 
support in schools with significant Roma student populations. An 

analysis of Roma assistants’ work (217) highlighted the need for 

long-term job stability, clear responsibilities and continuing 
professional development to enhance their impact. These findings 
have informed recent adjustments to national inclusion policies, 
aiming to strengthen the role of Roma assistants in schools. 

By investing in structured professional development, 
creating formal career pathways and ensuring legal 
recognition of support roles, European education 
systems aim to strengthen the capacity of specialised 
teachers and teaching assistants to provide high-
quality, inclusive education for all students. 

A second group of countries – including all of the 

Belgian communities, Estonia, Italy, Poland, Sweden 

and Norway – has prioritised specialised teacher 

training. In the French Community of Belgium, the 

Accompagnement Personnalisé initiative (218) allocates 

 
(214) Cyprus’s differentiated instruction guide, 2022. 

(215) Cyprus’s school and social inclusion actions (DRASE+) programme. 

(216) Rules on norms and standards for basic schools, Slovenia. 

(217) Analysis of the work of Roma assistants in kindergartens and basic schools, Slovenia. 

(218) Périodes obligatoires d’accompagnement personnalisé, French Community of Belgium. 

(219) Decree on Measures in education and the elderly sector 2024, German-speaking Community of Belgium. 

(220) Procedure for applying, paying and reclaiming the beginner’s allowance for teachers and support specialists, Estonia. 

(221) Poland’s Law of May 12, 2022, on Amendments to the Law on school education and some other acts. 

additional teaching staff to support co-teaching 
models. This mirrors the shift towards flexible student 

grouping discussed in Chapter 2, where additional staff 

are placed in classrooms to regulate learning, provide 
targeted instruction and enhance co-teaching 
approaches. Complementing this focus on targeted 
support, the German-speaking Community of Belgium 
introduced in 2024 a new dedicated teaching position 
for general education subjects in lower secondary 
support classes serving students without a primary 

school certificate (219). This reform consolidates 

previously separate roles, clarifies qualification 
requirements and simplifies pathways to permanent 
employment, aiming to enhance support for learners 
with basic skills gaps. 

In the Flemish Community of Belgium, newly 

established learning support centres (see Section 6.2) 

bring together multidisciplinary teams specialising in 
inclusive pedagogy, offering direct coaching to 
teachers and strengthening support for students with 
SEN. Estonia has increased university enrolment for 
special education professions, introduced beginner’s 
allowances for new specialists and extended teacher-
training scholarships to attract candidates to roles such 
as special education teachers, speech therapists, 

psychologists and social educators (220). Italy has 

introduced a structured academic pathway for initial 
teacher training that includes coursework in pedagogy, 
psycho-pedagogy and digital learning, to better equip 
future teachers in supporting students with SEN. 

In Poland, a new policy framework (221) focuses on 

increasing the number of specialised teachers in 
schools. These professionals play an important role in 
supporting basic skills development (reading, 
mathematics and science), particularly for students 
with additional educational needs. The new legislation 
links the required number of specialised teachers to 
school enrolment and sets minimum staffing 
thresholds. As a result, the number of specialised staff 
more than doubled between school years 2021/2022 

https://sch.cy/mc/919/odigos_diaforopoiimenis_didaskalias.pdf
https://www.pi.ac.cy/pi/files/epimorfosi/entaxi/ypp12683c_Odigos_leitourgias_DRASE_2021.pdf
https://www.uradni-list.si/glasilo-uradni-list-rs/vsebina/2024-01-1733
https://www.gov.si/assets/ministrstva/MVI/SRI/Romi/Analiza-dela-romskih-pomocnikovINV.pdf
http://enseignement.be/upload/circulaires/000000000004/FWB%20-%20Circulaire%209216%20(9471_20240402_142001).pdf
https://ostbelgienlive.be/addons/SharepointDokumentsuche/desktop/SharepointDokDetails.aspx?Extern=1&DokID=e79337d9-0480-472c-8cd4-b9ee76c582ca
https://www.riigiteataja.ee/akt/110092019001?leiaKehtiv
https://isap.sejm.gov.pl/isap.nsf/DocDetails.xsp?id=WDU20220001116
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and 2024/2025. Sweden launched a state-funded 

initiative (222) in the year 2023/2024 to expand the 

number of specialised teachers, allocating grants for 
both general staff reinforcement in special education 
and the establishment of specialised teaching groups. 
In Norway, the Competence boost for special education 

and inclusive practices programme (223) was introduced 

to expand CPD opportunities for teachers specialising 
in learning difficulties. This initiative offers a 
combination of collective professional development 
sessions, online training resources and advanced study 
programmes, ensuring that teachers can continuously 
update their skills in inclusive education. Additionally, 
local municipalities can apply for grants to support 
further CPD for teachers in inclusive pedagogical 
methods. 

A third group of countries – including Spain, Croatia, 

Luxembourg, Portugal, Slovakia, Montenegro and 

Serbia – has prioritised the recruitment and 

professionalisation of teaching assistants. As 

highlighted in Chapter 2, co-teaching and flexible 

student groupings have gained prominence in 
instructional organisation, and teaching assistants play 
an integral role in facilitating personalised learning. 
Spain has reinforced the co-teaching models in several 

autonomous communities, such as Extremadura (224), 

Valencia (225) and Murcia (226), enabling teaching 

assistants to work alongside teachers in flexible 
learning groups. Croatia has formalised teaching 
assistant roles under the Personal Assistance Act (see 
country example). 

 

 

 
(222) State grants for staff reinforcement of special education teachers in 2024 – Swedish National Agency for Education. 

(223) The Competence Boost for Special Needs Education and Inclusive Practice, Norway. 

(224) Extremadura’s Instruction 18/2024 from the General Directorate of Vocational Training, Innovation and Educational Inclusion. 

(225) Valencia’s Primary education decree 106/2022. 

(226) Murcia’s programme for inclusive education. 

(227) Croatian Personal assistance act, OG71/23; Ordinance on teaching assistants and professional communication intermediaries (OG 85/2024). 

(228)  Resolution of the Council of Ministers No 140/2024, 17 October (Annex 1.3 and 2.1), operationalisation by Despatch no 656/2025, 15 January, and 
Legislative Order No 10-B/2018, 6 July. 

(229) Luxembourg, Law of 23 July 2024 defining the responsibilities of educational and psycho-social staff in the services and administrations of the Ministry 
of National Education. 

(230) Act No 245/2008 on education and training (§ 145a, 2(m)), ensuring the work of a teaching assistant in the classroom, Ministry of Education, Research, 
Development and Youth, Slovakia. 

(231) Montenegro’s National standard for teaching assistants. 

(232) Serbian National Association of Pedagogical Assistants. 

In Croatia, the Personal assistance act and the Ordinance on 

teaching assistants and professional communication 

intermediaries (227) regulate the training and professionalisation of 

teaching assistants. This legislation ensures that assistants provide 
both academic and social support for students with severe 
disabilities and learning difficulties. Schools are required to employ 

trained assistants, with structured funding in place for their salaries 
and professional development. The revised legal framework 
guarantees that teaching assistants are available across primary 
and secondary education, thereby ensuring long-term support in 
classrooms. 

Portugal prioritised the recruitment of specialised staff 
to enhance the integration of migrant students, and of 
tutors to provide support to low achieving students 
(228). Luxembourg hired 50 additional teaching 
assistants in autumn 2024 and a further 50 in 2025 to 
enhance its inclusive education strategy, ensuring that 
students with additional learning needs receive 
structured support (229). Slovakia’s 2023 amendment to 

the School Act (230) expanded the role of teacher 

assistants from serving only students identified by 
counselling centres to serving as general classroom 
support for any students who need additional help. This 
approach increases flexibility and inclusion, allowing 
teaching assistants to help all students who require 
extra assistance. Montenegro has adopted legal 
provisions establishing the role of full-time teaching 
assistants to support students with special education 
needs. Their responsibilities are formally defined in 
national standards and individual education plans, 
outlining their contribution to inclusive classroom 

practices (231). In 2023, Serbia established the National 

Association of Pedagogical Assistants (232), marking a 

significant step in the professional training and hiring 

of teaching assistants – particularly to support Roma 

students – by establishing a national association and 

https://www.skolverket.se/skolutveckling/statsbidrag/statsbidrag-for-personalforstarkning-av-speciallarare-2024
https://www.udir.no/kvalitet-og-kompetanse/lokal-kompetanseutvikling/kompetanseloftet-for-spesialpedagogikk-og-inkluderende-praksis/#a183003
https://www.educarex.es/dgfpiie/dgfpiie-instrucciones.html#:%7E:text=INSTRUCCI%C3%93N%20N%C2%BA%2018,curso%202024/2025
https://dogv.gva.es/datos/2022/08/10/pdf/2022_7572.pdf
https://www.carm.es/web/descarga?ARCHIVO=ResolPIE22_23.pdf&ALIAS=ARCH&IDCONTENIDO=183395&IDTIPO=60&RASTRO=c148$m32665
https://narodne-novine.nn.hr/clanci/sluzbeni/2023_06_71_1175.html
https://narodne-novine.nn.hr/clanci/sluzbeni/2024_07_85_1482.html
https://files.diariodarepublica.pt/1s/2024/10/20200/0000300008.pdf
https://files.diariodarepublica.pt/2s/2025/01/010000000/0007700078.pdf
https://files.diariodarepublica.pt/2s/2018/07/129000001/0000200007.pdf
https://legilux.public.lu/eli/etat/leg/loi/2024/07/23/a328/jo
https://legilux.public.lu/eli/etat/leg/loi/2024/07/23/a328/jo
https://www.slov-lex.sk/ezbierky/pravne-predpisy/SK/ZZ/2008/245/20240901#paragraf-145a
https://podporneopatrenia.minedu.sk/zabezpecenie-posobenia-pedagogickeho-asistenta-v-triede/
https://podporneopatrenia.minedu.sk/zabezpecenie-posobenia-pedagogickeho-asistenta-v-triede/
https://www.skolskiportal.edu.me/Inkluzivno%20obrazovanje/Usvojeni%20standard%20Asistent%20u%20nastavi.pdf
https://prosveta.gov.rs/vesti/formirana-nacionalna-asocijacija-pedagoskih-asistenata-za-podrsku-romskim-ucenicima
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recruiting 47 new assistants for the next three school 

years. 

The analysis suggests that a number of European 
education systems have recently taken steps to 
enhance support for students with learning difficulties, 
particularly through the recruitment and training of 
specialised teachers and teaching assistants. These 
measures are often positioned within broader 
strategies to improve equity and reduce 
underachievement in basic skills. 

These recent policy changes can be viewed in light of 
earlier findings from the Eurydice report Increasing 
achievement and motivation in mathematics and 
science learning in schools, which identified certain 
system-level factors associated with better outcomes. 
In particular, the presence of remedial teachers and 
the organisation of learning support during the school 
day were associated with a reduction in the proportion 
of low-achieving students in both mathematics and 
science (European Commission / EACEA / Eurydice, 
2022a). While several education systems have since 
introduced new or revised policies, others have 
continued to rely on earlier arrangements. 

Overall, recent policy developments indicate that 
support for students with learning difficulties has been 
a focus of reform in several education systems, 
particularly through measures aimed at increasing the 
availability of support staff. However, the scope and 
nature of these measures vary. Their effectiveness will 
ultimately depend on how they are operationalised in 
schools, including the availability and training of staff. 

6.5. Summary 

Since the 2020/2021 school year, the majority of 
European education systems have introduced new or 
revised CPD programmes aimed at strengthening both 
the teaching of basic skills and inclusive education 
practices. These initiatives are frequently supported by 
structured pedagogical guidance and curriculum-
aligned teaching materials, promoting consistency in 
teaching approaches. 

Approaches vary across countries: some have adopted 
centralised models, while others prioritise more 
flexible, targeted CPD programmes, including measures 
directed at specific learner groups. Many systems 
integrate CPD with structured teaching resources to 

support coherent, evidence-informed pedagogical 
practices. 

The interconnection between inclusive education and 
basic skills development is evident, as both rely on 
adaptive teaching methods, inclusive classroom 
environments and targeted student support. Inclusive 
education is increasingly embedded within teacher 
development frameworks through specialised training 
and school-based support measures, while mentoring 
and peer-learning opportunities foster professional 
collaboration. Digital platforms play an important role 
in CPD delivery, offering accessibility and flexibility. 

Recent trends also point to efforts to recruit and train 
specialised teachers and teaching assistants. Many 
systems incorporate inclusive education within ITE and 
CPD to prepare teachers for diverse classroom 
contexts. Others have developed institutional 
mechanisms and funding schemes to increase the 
availability of specialised teachers. The role of teaching 
assistants has been strengthened in several systems, 
either through recruitment initiatives or formal 
recognition of their responsibilities within legislative 
and policy frameworks. Four education systems have 
adopted a comprehensive approach, combining both 
the recruitment of specialised teachers and the 
deployment of teaching assistants to provide 
structured, multi-level classroom support. 

Finally, there is an emphasis on flexible, locally tailored 
interventions, enabling education systems to adapt 
support measures to specific learner needs. These 
trends reflect a shared commitment to strengthening 
support structures and improving educational access 
and outcomes for students requiring additional 
learning support. In several education systems, 
national evaluations have been introduced, combining 
survey data with school-level observations to provide 
insights into the implementation of support measures 
and their impact on inclusive practices and the 
teaching of basic skills. 
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Chapter 7: Parents’ involvement in the 
learning process 

This chapter examines policies aimed at strengthening 
parents’ involvement in addressing underachievement 
in basic skills. The analysis focuses on top-level 
measures introduced or revised since the 2020/2021 
school year and still in place in 2024/2025. In this 
report, the topic is explored by focusing primarily on: 

• policies supporting training for parents related to 
the improvement of basic skills; 

• the provision of pedagogical resources for home 
learning; 

• home book schemes and other family-based 
literacy initiatives; 

• broader measures facilitating parental 
involvement in their children’s learning, with a 
focus on reducing socioeconomic disparities. 

Research consistently shows that when parents are 
actively engaged in their children’s education, students 
tend to achieve better learning outcomes, especially in 
reading, mathematics and science (Epstein, 2011; 
Goodall and Montgomery, 2013). The 2021 NESET 

report further highlights that parental involvement – 

both at home and through cooperation with schools – 

positively influences academic achievement and 
student well-being. It notes that home-based activities, 
such as fostering a learning-conducive environment 
and discussing school progress, are among the 
strongest predictors of academic success, particularly 
when grounded in trusting, respectful relationships 
between parents and educators (Alieva, 2021). 

Building such engagement has been linked to higher 
levels of student motivation and more positive 
attitudes toward school. However, participation varies 
significantly across socioeconomic groups, contributing 
to educational inequalities (OECD, 2012a). The 
Eurydice report Promoting diversity and inclusion in 

 
(233) Council Recommendation of 28 November 2022 on pathways to school success and replacing the Council Recommendation of 28 June 2011 on policies 

to reduce early school leaving, 2022/C 469/01, (OJ C 469, 9.12.2022). 

schools in Europe notes that disadvantaged learners – 

including those from low socioeconomic, migrant and 

ethnic minority backgrounds – are identified as target 

groups in national policies. In this context, parental 
support is viewed as an important means of promoting 
equity in learning outcomes (European Commission / 
EACEA / Eurydice, 2023a). 

In response to these disparities, many education 
systems have adopted policies to enhance the ability 
of parents to support learning at home. These 
measures include structured training sessions, access 
to guidance materials and the distribution of 
curriculum-aligned resources. Evaluations have 
indicated that such initiatives can be effective in 
supporting students, particularly those from 
disadvantaged backgrounds (Henderson and Mapp, 
2002; Desforges and Abouchaar, 2003). Home book 
schemes further support literacy development, 
particularly for disadvantaged children, fostering 
vocabulary acquisition and a lifelong appreciation for 
reading (OECD, 2012b). Community-driven initiatives, 
such as family literacy programmes and homework 
support schemes, provide additional assistance, 
particularly for at-risk students (Harris and Goodall, 
2008). 

Both the Council recommendation on pathways to 

school success (233) and the OECD 2030 Learning 

Compass emphasise the importance of engaging 
families to create inclusive and supportive learning 
environments (OECD, 2025). The European Commission 
Staff working document on pathways to school success 
advocates a whole-school approach, promoting 
collaboration between schools, families and 
communities to overcome socioeconomic barriers 
(European Commission, 2022a). It highlights the 
importance of flexible engagement models, including 
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in-person workshops, digital resources and community-
led interventions, while calling for sustained policy 
efforts beyond one-off initiatives. The Action Plan on 
Basic Skills (European Commission, 2025b) 
complements these efforts by outlining concrete 
measures to reinforce parental support mechanisms, 
ensuring that families from all backgrounds have 
access to the necessary resources to help their children 
succeed. 

This chapter explores recent developments in policies 
supporting parents, focusing on their role in tackling 

underachievement in basic skills. Section 7.2 examines 

training initiatives for parents, Section 7.3 presents 

measures related to pedagogical resources and 

Section 7.4 discusses support policies such as home 

book schemes, family literacy programmes and 
additional measures. 

7.1. New or revised policy measures 
since 2020/2021 

This section provides an overview of newly introduced 
or revised policy measures that aim to strengthen 
parents’ engagement in supporting basic skills learning. 
These initiatives reflect recognition of parents as key 
contributors to students’ learning outcomes. Newly 
introduced or revised measures include structured 
training programmes for parents, the provision of 
pedagogical resources, home book schemes, literacy 
initiatives and other targeted interventions aimed at 
enhancing the home learning environment. 

As shown in Figure 7.1, just over half of European 

education systems have introduced or revised policies 
to involve parents in efforts to improve basic skills 
acquisition. The category ‘new top-level funding’ refers 
to cases where overarching funding and objectives are 
set by top-level education authorities, while 
implementation details are decided at the local or 
school levels. 

Figure 7.1: New or revised policy measures supporting parents in improving basic skills 
acquisition, 2020/2021-2024/2025, ISCED 1-2  

 

  

 New or revised policy measures  

 No new or revised policy measures 

  

  

 

Source: Eurydice. 

Country-specific notes 
Cyprus, Finland and Montenegro: reported policy measures mostly concern ISCED 1. 
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A closer examination of these measures reveals a 
clustering of policy initiatives around three main areas: 
parental training, the provision of pedagogical 
resources and home-based support (e.g. book schemes, 

family literacy initiatives), as illustrated in Figure 7.2. 

These approaches represent varying levels of 
engagement, from direct involvement through training 
to more indirect forms of support via learning 
materials. Each of these areas is explored in the 
following sections. 

Nine education systems have introduced workshops or 
training sessions for parents. These measures aim to 
equip parents with practical strategies to support their 
children’s learning. Their effectiveness is likely to 
depend on levels of parental participation, as well as 
the extent to which training is adapted to diverse 
socioeconomic and cultural contexts. 

The provision of structured guidance and pedagogical 
resources is slightly more widespread, reported in 10 
education systems since 2020/2021. These materials 
are intended to facilitate parents’ involvement in their 
children’s education. However, their actual uptake and 
impact may vary depending on contextual factors such 
as time availability, levels of parental engagement and 
familiarity with school expectations. 

Home book schemes have been newly introduced or 
revised in Italy, Malta and the Netherlands. However, it 

should be noted that similar schemes may be in place 
in other education systems without recent policy 
changes and are therefore not reflected in the data. 
Likewise, family literacy initiatives have been reported 
in Malta, the Netherlands, Portugal and Finland. These 
aim to extend learning beyond the classroom, although 
their effectiveness may depend on family literacy 
levels and the reading culture at home. 

In addition to these three main areas, further 
measures have been reported in 11 education systems, 
covering both primary and lower secondary education. 
Ten systems apply such measures at ISCED 1 and ten 
at ISCED 2, with some systems represented in both 

levels. Moreover, Germany and France have introduced 

new top-level funding frameworks that grant greater 
flexibility to schools and local authorities in designing 
tailored interventions. These include Germany’s 

Startchancen programme (234) and France’s ‘Our school, 

let’s create it together’ initiative (235). 

Most new or revised policy measures concern both 
primary and lower secondary education, with very few 
differences between the two levels. In terms of subject 
focus, most policy measures relate to literacy and 
mathematics. This emphasis likely reflects broader 
concerns about basic skills in literacy and numeracy, 
which are widely considered essential for overall 
academic achievement. 

Figure 7.2: Number of education systems with new or revised parent support measures in 
improving basic skills acquisition, 2020/2021-2024/2025, ISCED 1-2, by sub-category  

 ISCED 1 ISCED 2 

 

 

Providing training/workshops 

Providing pedagogical resources/guidelines 

Providing home book schemes 

Family literacy initiatives 

New top-level funding (local/school autonomy) 

Other support measures  

 

Source: Eurydice. 

 
 
 

 
(234) Germany’s Startchancen programme. 

(235) Notre école, faisons-la ensemble | éduscol | Ministère de l’Éducation Nationale, de l’Enseignement supérieur et de la Recherche, France. 

https://www.bmftr.bund.de/DE/Bildung/Schule/Startchancen-Programm/startchancen-programm_node.html
https://eduscol.education.fr/3595/notre-ecole-faisons-la-ensemble
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These measures are frequently embedded within wider 
policy frameworks for tackling underachievement and 
are often developed in conjunction with curriculum 

reforms (see Chapter 3), changes in instructional time 

(see Chapter 2) and policies promoting teacher 

collaboration with families (see Chapter 6). 

7.2. Provision of trainings and 
workshops 

Providing workshops and training for parents is an 
approach introduced in nine European education 

systems. As shown in Figure 7.3, this measure has 

been reported by Bulgaria, Germany, Spain, France, 
Cyprus, Portugal, Slovakia, Iceland and Montenegro. 
These initiatives aim to equip parents with the skills 
needed to support their children’s basic skills learning. 
Training programmes typically pursue two main 
objectives: first, to enhance parents’ understanding of 
effective learning strategies; and second, to strengthen 
collaboration between families and schools. While 
these goals are broadly shared, the structure and 
content of training programmes vary across countries. 

A common feature across the policy initiatives is their 
focus on socioeconomically disadvantaged families 
and migrant communities, recognising that these 
groups often face additional barriers to engagement. 
The Eurydice report Promoting diversity and inclusion in 
schools in Europe also underscores the importance of 
involving families in school life as a way to support 
students from marginalised backgrounds, including 
refugee and newly arrived migrant learners (European 
Commission / EACEA / Eurydice, 2023a). 

Education systems in Germany, France and Portugal 
have introduced targeted training for families with 
lower levels of formal education, providing structured 
support to help them engage with their children’s 
learning. In Germany, the Startchancen programme 
(see previous section) allocates funding to schools to 
support cooperation with parents, with particular 
attention to migrant families. Support measures 
include interpreting services, cultural mediation and 
training for parents to help their children succeed at 
school. 

Figure 7.3: New or revised parent support measures in improving basic skills acquisition, 
2020/2021-2024/2025, ISCED 1-2, by education system and sub-category  

 

 

Providing training/workshops  

Providing pedagogical resources/guidelines  

Providing home book schemes 

Family literacy initiatives 

New top-level funding (local/school autonomy) 

Other measures  

 

  Left 
ISCED 1  

Right 
ISCED 2  

Source: Eurydice. 
 

Similarly, in France, the Cités éducatives initiative (236) 

fosters collaboration between schools, families and 
local authorities in disadvantaged areas. A key 
component is the ‘Opening the school to parents for 

children’s success’ programme (237), which provides 

support for newly arrived, non-French-speaking parents 
through language learning and orientation to the 

 
(236) Cités éducatives | Agence nationale de la cohésion des territoires. 

(237) Ouvrir l’école aux parents pour la réussite des enfants | éduscol. 

school curriculum. A 2024 national qualitative 
evaluation of the Cités éducatives programme by the 
National Institute for Youth and Popular Education 
(INJEP) identified key enabling factors and challenges, 
noting that measures targeting families often focus on 
skill-building rather than drawing on families’ existing 
strengths. Some local teams have tested more 

https://agence-cohesion-territoires.gouv.fr/cites-educatives-76
https://eduscol.education.fr/2187/ouvrir-l-ecole-aux-parents-pour-la-reussite-des-enfants


 

 

 

  Chapter 7 | Parents’ involvement in the learning process 93 

 

participatory, hands-on approaches (238). Such 

evaluation provides insights into implementation 
processes and help identify conditions for success and 
engagement with families. Continuing this trend across 
education systems, Portugal has introduced a new 

measure under the ‘Learning more now’ plan (239), 

which includes training for migrant parents. This 
initiative offers access to language courses and 
educational support to facilitate parental involvement 
and strengthen the connection between families and 
schools. 

While some systems implement nationwide training 
programmes embedded in broader policy frameworks, 
others adopt more decentralised or thematic 
approaches. Germany and France have established 
structured national initiatives that ensure consistency 
in provision and outreach. Other systems, such as 
Spain, Slovakia and Cyprus, have introduced regional or 
targeted models, allowing adaptation to local needs. 
Spain (see country example) has implemented region-
specific approaches providing strategies for parents to 
support their children’s school performance. 

In Spain, the Programme for personal and family support and 

guidance units for educationally vulnerable students (240) aims to 
support the educational trajectories of vulnerable learners, with the 
dual objective of preventing school failure and promoting academic 
success. A key component of the programme is to equip families 
with the skills and resources needed to enhance their understanding 
of, and involvement in, their children’s education. Although it is a 
national initiative, implementation is primarily carried out by the 
autonomous communities, which adapt and develop region-specific 
measures in line with national guidelines. Each region is responsible 
for designing and executing targeted actions to support families and 
facilitate their engagement in the educational process. Although 
national in scope, evaluation is managed by the autonomous 
communities. In Andalucia, for example, schools must submit interim 
and final evaluation reports detailing selection criteria, implemented 
actions and observed outcomes. These are monitored by regional 
education authorities, reflecting a commitment to ongoing 

evaluation, though approaches differ across regions (241). 

 
(238) Évaluation nationale des cités éducatives réalisée par l’INJEP (2024). 

(239) Portugal Resolution of the Council of Ministers No 140/2024 approving the New learning recovery plan ‘Learn More Now’. 

(240) Decision of 10 September 2021 of the State Secretariat for Education, publishing the Agreement of the Sectoral Conference of Education of 21 July 
2021 approving the proposal for a territorial distribution and allocation criteria for the appropriations managed by Autonomous Communities assigned 
to the Programme of Units of personal and family support and guidance for students educatively vulnerable, in educational or psycho-pedagogical 
services located in grouped educational areas/sectors and rural centres. 

(241) Andalucía’s Evaluation plan for the Programme for personal and family support and guidance units for educationally vulnerable students. 

(242) Podcasts ‘The ABC of School Well-Being – National Institute of Education and Youth, Slovakia. 

(243) Iceland’s Building foundations for children’s lives – invest in play programme. 

(244) Cyprus’s Pedagogical Institute. 

(245) Montenegro’s Parenting for lifelong health programme. 

In Slovakia, the National Institute for Education and 
Youth has launched webinars and podcasts to help 
parents understand educational policies and learning 
support. For example, the podcast series ABCs of 

school well-being (242) offers practical advice on 

supporting homework, socio-emotional development 
and the home learning environment. 

Several education systems have developed training 
programmes that focus on family-based learning 
approaches. In Iceland, the ‘Building foundations for 

children’s lives – invest in play’ programme (243) 

provides workshops aimed at strengthening parental 
self-confidence, communication skills and the ability to 
support learning from an early age. Similarly, the 
Cyprus Pedagogical Institute runs a ‘Network of 
Schools for the Support of the Love of Reading in 
Preschool and Primary Education’, involving teacher 
and parent activities on children’s literature and 
literacy strategies (244). In Montenegro, the ‘Parenting 
for lifelong health’ programme (see country example) 
has been introduced to strengthen parental 
engagement in children’s education. 

In Montenegro, the ‘Parenting for lifelong health’ initiative (245), 

developed with the World Health Organization and UNICEF, combines 
in-person and online workshops led by education and child 
development experts. The programme offers structured guidance on 
literacy, numeracy and socio-emotional development, with a 
particular focus on low-income and rural families. It is implemented 
through local schools and community centres and includes sessions 
on homework routines, positive parent–child communication and 
behaviour management. A digital platform complements the training 

with videos, downloadable materials and live Q & A sessions with 
educators. Evaluations conducted before and after implementation 

show a 70 % reduction in harsh parenting, alongside improvements 

in setting boundaries (14 %) and supporting positive behaviour 

(11 %). The programme also contributed to a 31 % drop in reported 

child behavioural issues and a 45 % reduction in symptoms of 
parental depression (UNICEF Montenegro, 2023). 

https://injep.fr/wp-content/uploads/2024/04/Rapport-2024-02-Cites-educatives-Synthese.pdf
https://diariodarepublica.pt/dr/en/detail/resolution-of-the-council-of-ministers/140-2024-891337590
https://www.boe.es/boe/dias/2021/09/23/pdfs/BOE-A-2021-15395.pdf
https://www.boe.es/boe/dias/2021/09/23/pdfs/BOE-A-2021-15395.pdf
https://www.boe.es/boe/dias/2021/09/23/pdfs/BOE-A-2021-15395.pdf
https://www.boe.es/boe/dias/2021/09/23/pdfs/BOE-A-2021-15395.pdf
https://www.juntadeandalucia.es/organismos/transparencia/planificacion-evaluacion-estadistica/planes/detalle/331915.html#toc-evaluaci-n-del-plan
https://nivam.sk/podporne-opatrenia-pre-deti-a-ziakov/podcasty-k-po-abeceda-skolskej-pohody/
https://www.investinplay.com/
https://www.pi.ac.cy/pi/index.php?option=com_content&view=article&id=3569&Itemid=517&lang=en
https://www.gov.me/clanak/program-roditeljstva-brizne-porodice
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In Bulgaria, training programmes have been developed 
to inform parents of their educational rights and 
responsibilities. These workshops, often led by 
educational mediators, aim to help parents support 
regular school attendance and homework completion. 
The initiative also includes ongoing monitoring, with a 

target of reaching nearly 67 000 parents to promote 

inclusion in a multicultural educational environment. 

While the overarching objective of these initiatives is 

consistent – enhancing parents’ capacity to support 

learning – their implementation varies across education 

systems. One trend is the focus on socioeconomically 
disadvantaged families and migrant communities. This 
reflects a recognition of the influence of socioeconomic 
background on student achievement and has led to 
targeted policies supporting parents with limited 
formal education or those unfamiliar with national 
education systems. 

Some countries implement nationwide frameworks to 
ensure coherence and broad coverage, while others 
adopt decentralised or region-specific approaches that 
allow for adaptation to local needs. Regardless of the 
model, the aim remains to equip parents with the 
knowledge and skills to contribute meaningfully to 
their children’s educational development. Education 
systems continue to refine these approaches, seeking 
to strike a balance between structured provision and 
flexibility to meet the diverse needs of families. 

However, training alone may not be sufficient to 
ensure sustained parental involvement. To complement 
these efforts, many education systems have 
introduced pedagogical resources that parents can use 
independently or alongside training. By making such 
materials accessible and easy to use, these measures 
aim to extend support beyond workshops and provide 
ongoing guidance in fostering learning at home. 

The following Section 7.3 examines the provision of 

pedagogical materials, guidance and resources made 
available to parents. 

 
(246) Spain’s Escuela de familias programme. 
(247) Cyprus’s School guide: a useful tool for parents and students. 

(248) Portugal’s Council of Ministers Resolution No 90/2021, of 7 July (domain 1.4 Family+), approving the ‘21|23 School+ Plan’, an integrated plan for 
learning recovery and its continued edition ‘23|24 School+ Plan’ regulated by the Council of Ministers Resolution No 80-B/2023, of 18 July. 

(249) Portugal’s Plan ‘Learn more now: recover and improve learning’ (Aprender Mais Agora) from school year 2024/2025 on. 

(250) Portugal’s Digital Academy for parents. 

7.3. Provision of pedagogical resources 
and guidelines 

Alongside training workshops, many education systems 
have prioritised the provision of structured pedagogical 
resources to support parents in actively contributing to 
their children’s learning. These resources vary in 
format and delivery, including printed guides, home 
learning kits and interactive digital platforms. The 
primary objective is to increase parents’ confidence in 
supporting basic skills development, while promoting 
greater continuity between school-based instruction 
and home learning environments. Often aligned with 
curriculum and assessment reforms, these materials 
underpin broader efforts to strengthen collaboration 
between schools and families. 

Figure 7.3 illustrates the education systems that have 

adopted this policy approach. Six systems – Spain, 

France, Cyprus, Portugal, Iceland and Montenegro – 

have implemented both parental training and the 
provision of pedagogical resources. This combined 
approach reinforces the learning strategies introduced 
during workshops while providing parents with 
continued access to guidance materials. 

In Spain, the Escuela de familias programme (246) (see 

section 7.2) combines training sessions with structured 

resources tailored to different educational levels. 
Similarly, Cyprus provides structured materials through 

its nationwide ‘School guide for parents’ (247) initiative, 

which outlines curriculum expectations and offers 
strategies for supporting learning. Some resources 
specifically target migrant and refugee families, using 
culturally adapted materials and bilingual 
communication tools. 

Portugal’s ‘21|23 School+ Plan’ (248) integrates digital 

literacy workshops with online resources to foster 
parental engagement. Subsequently, the ‘Learn More 

Now – Plan’ reinforces support for language acquisition 

to migrant students’ parents (249). Initiatives such as the 

‘Digital Academy for parents’ (250) and the ‘Autonomous 

https://www.juntadeandalucia.es/educacion/portals/web/escuela-familias
https://www.moec.gov.cy/dde/scholikos_odigos.html
https://files.diariodarepublica.pt/1s/2021/07/13000/0004500068.pdf
https://escolamais.dge.mec.pt/
https://escolamais.dge.medu.pt/
https://diariodarepublica.pt/dr/detalhe/resolucao-conselho-ministros/80-b-2023-215874382
https://files.diariodarepublica.pt/1s/2024/10/20200/0000300008.pdf?lang=EN
https://www.dge.mec.pt/academia-digital-para-pais-3a-edicao
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online study platform’ (251) provide tools to help parents 

support students’ homework and learning routines. 
These measures reflect a continued policy focus on 
engaging families through accessible, digitally 
mediated learning environments. 

In Iceland, the ‘Parental consensus for compulsory 

education’ guide (252) supports training initiatives by 

providing structured advice on parents’ roles in 
education, collaboration with teachers and strategies 
for creating a supportive home-learning environment. 
Montenegro’s ‘Parenting for lifelong health’ 

programme (253) combines digital and face-to-face 

training with structured resources aimed at helping 
parents reinforce literacy and numeracy development 
at home. 

By combining training with pedagogical resources, 
these education systems recognise that effective 
parental engagement depends not only on awareness 
and training, but also on sustained support through 
accessible materials. The goal is to equip parents with 
clear, curriculum-aligned tools that enable them to 
assist their children’s learning at home. 

In addition to national programmes, Spain, France and 
Luxembourg implement parental engagement 
initiatives at the regional, local or school levels to 
promote parental involvement in education. In Spain, 
the Programme for orientation, progress and 

educational enrichment (PROA+) (254) includes 

structured guidance to strengthen family engagement 
in the learning process. In Luxembourg, parent forums 
function as a key mechanism for parental involvement, 
offering reliable information, peer exchange and 
professional dialogue. The forums provide a network 
promoting interaction and meetings between parents 
and professionals, a parent newsletter and guidance to 

support parents’ involvement in education (255). 

 
(251) Portugal’s ‘Autonomous online study platform’. 

(252) Iceland’s parental consensus for compulsory education. 

(253) Montenegro’s ‘Parenting for lifelong health programme’. 

(254) Spanish programme for orientation, progress, and educational enrichment (PROA+). 

(255) Luxembourg’s parent forums. 

(256) iKM PLUS at the primary school – materials for pupils and guardians and iKMPLUS at the secondary level – materials for pupils and guardians. 

(257) Poland’s Handbook for the parents of pupils. 

Austria and Poland (see country examples) have 
developed resources focused on competency-based 
learning and multilingual accessibility. 

In Austria, the ‘Individual competence measurement PLUS’ 

(iKMPLUS) initiative (256) is an assessment and guidance tool 

designed to help both students and parents to better understand 
educational outcomes and support learning progress. For parents, 
iKMPLUS offers booklets available in 14 languages that explain 
assessment procedures and offer sample feedback reports for key 
subjects such as reading (German), mathematics and English. These 

materials aim to facilitate accessibility for families from diverse 
linguistic backgrounds. By providing clear, structured information, 
iKMPLUS enables parents to support learning at home, collaborate 
with teachers and make informed decisions about their child’s 
education. The programme is accompanied by evaluation tools and 
feedback mechanisms that help inform school-level and family-level 
learning decisions. 

In Poland, the ‘Handbook for the parents of pupils’ (257) outlines 

recommended practices for parental involvement in school activities, 
strategies for cognitive development and techniques for supporting 
learning at home. It acts as a comprehensive resource, offering 
guidance on how to participate actively in a child’s education. The 
initiative also includes school-based workshops and information 
sessions, where educators advise parents on early cognitive 

development, recognising learning difficulties and managing 
homework routines. The handbook is supported by multilingual 
content and digital platforms, enabling parents to interact with 
educators, access personalised advice and view instructional videos 
on home learning support. 

Overall, pedagogical resources appear to play a 
valuable role in supporting parents’ involvement in 
their children’s learning. By providing consistent and 
practical guidance in both printed and digital formats, 
these tools can help strengthen the connection 
between home and school. When grouped by their 

primary focus – general pedagogical support, regional 

or school-level initiatives, multilingual and 
competency-based materials, or digitally supported 

engagement – it becomes clear that education systems 

are making use of diverse strategies to promote 
parental engagement in basic skills education. 

https://estudoemcasaapoia.dge.mec.pt/familia
https://cdn.prod.website-files.com/60e71b181988600ec97c52e5/61ae2155d8fb277394bb7476_HS_Parental-Consensus_GUIDELINES.pdf
https://www.gov.me/clanak/program-roditeljstva-brizne-porodice
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2021-15398
https://eltereforum.lu/
https://www.iqs.gv.at/downloads/nationale-kompetenzerhebung/ikm-plus-volksschule/schueler-innen-und-erziehungsberechtigte
https://www.iqs.gv.at/downloads/nationale-kompetenzerhebung/ikm-plus-sekundarstufe/schueler-innen-und-erziehungsberechtigte
https://ibe.edu.pl/en/news/2669-handbook-for-the-parents-of-pupils-available-to-download
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7.4. Literacy initiatives, home book 
schemes and other support measures 

Building on the previous two sections addressing the 
provision of training and pedagogical resources, 
literacy initiatives and home book schemes function as 
complementary policy measures aimed at 
strengthening parental involvement in children’s 
education. While training equips parents with 
knowledge and pedagogical resources offer structured 
support, these measures seek to embed reading habits 
into everyday family life. These measures reflect the 
recognition that sustainable improvements in basic 
skills require a holistic, multi-level approach involving 
both schools and families. 

Home book schemes not only promote early literacy 
but also help establish a reading culture within 
families, ensuring that children acquire strong basic 
skills that support long-term academic success. Three 

education systems – Italy, Malta and the Netherlands 

(see country examples) – have introduced home book 

schemes and free textbook initiatives, specifically 
targeting disadvantaged families. 
 

In Italy, the government has implemented a nationwide free 

textbook scheme to ensure that students from disadvantaged 
backgrounds have access to essential reading materials. This policy 
is complemented by financial assistance for families in need. In 

October 2024, the Ministry of Education and Merit (MIM) (258) 

increased its budget by EUR 4 million to expand textbook provision. 

The ministry allocated funds to support low-income families in 
purchasing the necessary textbooks, as part of broader efforts to 
reduce educational disparities. 

 
(258) Italy – New provisions of the MIM with the PNRR DL, from ITS to incentives for administrative staff, from technical-practical teachers to textbooks for 

less well-off families. 

(259) Netherlands’ BookStart initiative. 

(260) Netherlands’ Library at school programme. 

(261) Malta’s 2023-2030 national education strategy. 

(262) Malta’s Family writing activity initiative. 

(263) Portugal’s Resolution of the Council of Ministers No 90/2021: Approves Plan 21 | 23 School +, Specific Action 1.4.2 – Return to study. 

 

In the Netherlands, BookStart (259) and ‘Library at school’ (260) 

initiatives promote literacy through free library memberships and 
reading resources for young learners and their families. BookStart 

focuses on early childhood literacy, offering free book packages to 
new parents and promoting early reading routines. Public libraries 
collaborate with health centres to distribute materials and provide 
guidance to parents on developing reading habits at home. ‘Library 

at School’ extends these efforts into primary education, where 
schools integrate library resources into the curriculum. The 
programme includes structured reading sessions, parental workshops 
and digital access to reading materials, ensuring continuity in 
literacy development throughout childhood. 

Similarly, Malta’s 2024–2030 National education 

strategy (261) incorporates home book schemes into its 

literacy policy, aiming to instil early reading habits by 
distributing age-appropriate books to households. This 
is supported by structured follow-up activities designed 
to encourage family participation in literacy-building 
exercises. 

In addition to home book schemes, broader literacy 
initiatives in Malta, the Netherlands, Portugal and 
Finland aim to support both students’ literacy and 
writing development and parents’ capacity to reinforce 
these skills at home. In Malta, the ‘Family writing 

activity’ initiative (262) provides interactive workshops 

where parents and children participate in creative 
writing tasks together. This approach not only 
enhances children’s literacy but also strengthens the 
parent–child relationship within an educational context. 

In Portugal, the Qualifica-PEE (263) programme adopts 

an intergenerational approach by targeting parents 
with low levels of formal education. By supporting 
adult learning, the initiative aims to break cycles of 
educational disadvantage and enhance parents’ ability 
to support their children’s learning. Finland’s ‘Read to a 
child’ initiative (see country example) takes a similar 
approach by distributing book packages and offering 
parental guidance workshops. 

 

https://www.mim.gov.it/-/scuola-nuove-disposizioni-del-mim-con-il-dl-pnrr-dagli-its-agli-incentivi-per-il-personale-amministrativo-dai-docenti-tecnico-pratici-ai-libri-di-test
https://www.mim.gov.it/-/scuola-nuove-disposizioni-del-mim-con-il-dl-pnrr-dagli-its-agli-incentivi-per-il-personale-amministrativo-dai-docenti-tecnico-pratici-ai-libri-di-test
https://www.boekstart.nl/
https://www.debibliotheekopschool.nl/
https://education.gov.mt/wp-content/uploads/2023/12/NATIONAL-EDUCATION-BOOKLET-DEC-2023-2030.pdf
https://www.servizz.gov.mt/en/Pages/Education_-Science-and-Technology/Education-Services/Educational-Support-Services/WEB2023/default.aspx
https://files.diariodarepublica.pt/1s/2021/07/13000/0004500068.pdf
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In Finland, the ‘Read to a child’ programme (264) aims to foster 

intergenerational reading habits. Books are selected to suit different 
age groups, with bilingual editions available for migrant families. 
The programme also includes workshops for parents that highlight 
the cognitive and emotional benefits of shared reading. Schools and 
libraries collaborate to organise storytelling sessions, lending 
schemes and online literacy resources, encouraging families to 
sustain reading habits beyond the initial intervention. Another Finnish 

initiative, ‘Reading grannies and grandpas’ (265) brings volunteer 

senior citizens into schools to provide individual reading support for 
students. In 2024, a new section was added for families, offering 

accessible guidance on the importance of reading and practical tips 
for supporting children’s literacy at home. This initiative fosters both 
school-based and home-based literacy engagement, particularly 
benefiting children needing additional reading practice. 

These initiatives suggest the importance of 
incorporating parents into literacy development 
strategies, ensuring that children receive consistent 
support both at home and in school. The analysis 
reveals two trends. First, education systems are 
combining material support with parental guidance, 
offering not only access to books and literacy 
resources but also structured activities, workshops or 
follow-up support to help families use them 
effectively. This approach reflects an understanding 
that resources alone may not be sufficient without 
practical support in applying them. Second, several 
initiatives are designed to reach families beyond the 
school setting, often involving public libraries, health 
centres or community organisations in the delivery of 
literacy programmes. This broader outreach helps to 
engage parents who may have limited contact with 
schools and fosters a more inclusive learning 
environment. 

As shown in Figure 7.3, 11 education systems have 

introduced additional measures to promote parental 
involvement. Digital platforms are becoming an 

important tool in this regard. Italy’s Unica platform (266) 

serves as a central hub for school–family 
communication, including access to enrolment tools, 
learning updates and support services. Parents are 

 
(264) Finland’s ‘Read to a child’ programme. 

(265) Finland’s ‘Reading grannies and grandpas’ initiative. 

(266) Italy’s Unica platform. 

(267) Luxembourg’s EBichelchen platform. 

(268) France Dispositif Devoirs faits – Vademecum expliquant le rôle des parents. 

(269) Lithuania’s Law on Education. 

(270) Luxembourg’s parent forums. 

(271) Iceland’s Act No 86/2021 on the Integration of services in the interest of children’s prosperity. 

invited to complete a satisfaction questionnaire after 
enrolment, providing feedback on the quality and 
usefulness of available services. Similarly, 

Luxembourg’s e-Bichelchen (267) enables real-time 

parent–school interaction, while encouraging schools to 
communicate regularly with families, adapt materials 
to learners’ needs and jointly plan learning activities. 

France’s Devoirs faits (Homework is done) 

programme (268) offers structured homework support in 

secondary schools, with parental participation 

encouraged. In Lithuania, the Law on Education (269) 

allows schools to determine how to engage parents in 
supporting low-achieving students. Measures include 
everyday learning activities and targeted guidance for 
students with special needs, with a focus on school–
parent collaboration to improve student outcomes. In 
Luxembourg (see country example), home-based 
initiatives are integrated into the broader literacy 
strategy. 

In Luxembourg, parent forums (270) are coordinated by the Ministry 

of Education, Children and Youth as part of its Child and Family 

Services. These forums support all parents – from the early stages 

of parenthood through the entire course of their child’s 

development – by offering free, accessible activities that promote 

parenting, literacy, language development and inclusion. With a 

focus on early support and active parental involvement, the forums 
foster inclusive dialogue, co-reflection and family-centred guidance. 
Activities supporting literacy and learning include workshops, 
thematic lectures, introductory sessions, encounters for parents (with 
or without children), individual counselling and awareness 
campaigns, developed collaboratively with parents. The aim is to 
build confidence, mutual respect and a welcoming, non-judgemental 
environment for every family. 

In Iceland, the Children’s prosperity act (271) establishes 

a legal framework that ensures parents are actively 
involved in identifying and addressing their child’s 
support needs through coordinated services, with 
designated school-based staff responsible for 
facilitating collaboration between families and 
professionals. Similarly, Portugal has implemented 

https://luelapselle.fi/read-aloud-program-and-book-bag-to-every-baby-born-in-finland/
https://lukumummitjavaarit.fi/
https://www.mim.gov.it/-/-unica-dall-11-ottobre-online-la-nuova-piattaforma-digitale-per-famiglie-studentesse-e-studenti
https://ssl.education.lu/ebichelchen/app/login
https://eduscol.education.fr/document/41725/download?attachment
https://e-seimas.lrs.lt/portal/legalAct/lt/TAD/TAIS.1480/asr
http://www.eltereforum.lu/
https://www.government.is/library/04-Legislation/Act-Integration-Child-Services-Children-Prosperity-86-2021.pdf
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targeted measures to support inclusive school–family 
cooperation, particularly for multilingual and migrant 
families. These include free Portuguese language 
courses for foreign parents through the ‘Portuguese 
hosting language’ programme, which helps families 
better support their children’s learning and integration 
into the school community. Mediator teams also play 
an important role by strengthening communication 
between schools and families in socio-culturally 

diverse contexts (272). 

In some education systems, parental engagement is 
supported through legally established frameworks. In 
the Flemish Community of Belgium (see country 
example), parental representation in education policy 
has been institutionalised through three parent 
umbrella associations. A similar structural approach 
exists in Sweden, where the National Agency for 
Education has issued General Guidelines on extra 

adaptations and special support (273), recommending 

that schools involve parents in the design and 
implementation of support measures to ensure they 
are fully informed and actively engaged. 

In the Flemish Community of Belgium, parental involvement is 

supported through three legally recognised parent umbrella 

associations (274). These organisations are tasked with informing, 

supporting and raising awareness among parents, parent 
associations and parent councils. They also represent parents’ 
interests in the Flemish Education Council and contribute to policy 

development at the request of the Flemish Government. Three-year 
management agreements define the strategic and operational 
objectives of these associations, covering both core activities and 
thematic projects. Examples include participation in the 
implementation of the Flemish tests and the Reading action plan 

(see Chapter 1). Each year, the associations agree on their planned 

activities and submit an annual work plan for government approval. 
In addition to formal policy participation, parent organisations in the 
Flemish Community disseminate resources and training materials on 

topics such as literacy development and inclusive education 
practices. Through this structured partnership, parental involvement 
in education policy is reinforced, contributing to more supportive 
learning environments for all students. 

 
(272) Resolution of the Council of Ministers No 140/2024, 17 October (Annexes 2.1 and 2.5) approving the ‘Learn more now’ Plan. 

(273) Comments on general advice for working with extra adaptations, special support and action programmes – The Swedish National Agency for Education. 

(274) Decree on the subsidisation of parent umbrella associations. 

7.5. Summary 

European education systems have developed a range 
of complementary approaches to support parents in 
contributing to their children’s learning. While some 
systems have prioritised structured training 
programmes and the provision of pedagogical 
materials, others have focused on direct literacy 
support through book distribution schemes and home-
based reading initiatives. 

A recurring theme across these approaches is the 
emphasis on inclusivity. Many initiatives specifically 
target disadvantaged families, aiming to ensure that 
parental engagement strategies do not dispropor-
tionately benefit those already well-positioned to 
support their children. Key efforts include the provision 
of accessible learning materials, structured support for 
parents and strengthened collaboration between 
families and schools. In addition, some education 
systems have introduced handbooks and guidance 
documents to enable parents to take an active role in 
their children’s educational journeys, particularly for 
students requiring additional support or adaptations. 

Another notable development is the use of digital 
platforms to support home–school collaboration. These 
platforms facilitate communication between schools 
and families and may offer access to educational 
resources, guidance and real-time updates. The use of 
multilingual resources further highlights the increasing 
need to cater to diverse and migrant families, ensuring 
more equitable access to support. 

Several education systems have also focused on 
fostering home-based literacy practices, recognising 
that parental engagement extends beyond school-
related activities and includes the creation of a 
supportive home learning environment. However, the 
number of dedicated literacy initiatives and home book 
schemes remains limited. In many cases, literacy 
promotion is embedded within broader educational 
strategies rather than implemented as standalone 
policies. In decentralised systems, responsibility for  

 

https://files.diariodarepublica.pt/1s/2024/10/20200/0000300008.pdf
https://www.skolverket.se/publikationsserier/allmanna-rad/2022/kommentarer-till-allmanna-rad-for-arbete-med-extra-anpassningar-sarskilt-stod-och-atgardsprogram
https://data-onderwijs.vlaanderen.be/edulex/document/12508
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such initiatives may lie with regional or local 
authorities. Some systems have chosen to prioritise 
library networks and digital tools over physical book 
distribution. 

A number of education systems have introduced 
evaluation mechanisms to monitor the effectiveness of 
parental support measures. These include formal 
feedback systems, structured reporting by parent 
associations or regular monitoring through national 
strategies. Nonetheless, in most systems, evaluation of 
family engagement is not yet consistently 
implemented or embedded within broader education 
policy reviews. 

Together, these developments suggest a sustained 
policy interest in strengthening the role of families in 
improving basic skills and addressing 
underachievement in reading, mathematics and 
science. 
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Glossary 

Assessment tools: the means suited to a specific 

assessment method for implementing an assessment. 
For example, written exams are typically used in 
summative assessments while oral presentations or 
class participation are used in formative assessments. 

Basic skills: basic skills are to be understood 

according to the OECD’s Programme for International 
Student Assessment (PISA), which measures 15-year-
olds’ ability to use their reading, mathematics and 
science knowledge and skills to meet real-life 
challenges. 

Competence: in the Council recommendation on key 

competences for lifelong learning, ‘competences are 
defined as a combination of knowledge, skills and 
attitudes, where: 

• knowledge is composed of the facts and 
figures, concepts, ideas and theories which 
are already established and support the 
understanding of a certain area or subject; 

• skills are defined as the ability and capacity 
to carry out processes and use the existing 
knowledge to achieve results; 

• attitudes describe the disposition and mind-
sets to act or react to ideas, persons or 

situations’ (275). 

Continuing professional development (CPD): in-

service training that allows teachers to broaden, 
develop and update their knowledge, skills and 
attitudes. It may be formal or non-formal and include 
both subject-based and pedagogical training. Different 
formats are offered, such as courses, seminars, 
workshops, degree programmes, peer or self-
observation and/or reflection, support from teacher 
networks and observation visits. In certain cases, CPD 
activities may lead to supplementary qualifications. 

 
(275) Council recommendation of 22 May 2018 on key competences for lifelong learning, 2018/C 189/01. 

Curriculum: an official steering document issued by 

top-level authorities containing programmes of study 
or any of the following: learning content, learning 
objectives, attainment targets, guidelines on pupil 
assessment or syllabuses. Specific legal decrees in 
some education systems may also be taken into 
account. More than one type of steering document may 
be in force at any one time in an education system and 
these may impose on schools’ different levels of 
obligation to comply. They may, for example, contain 
advice, recommendations or regulations. Whatever the 
level of obligation, they all establish the basic 
framework in which schools develop their own teaching 
to meet their pupils’ needs. 

Diagnostic assessment: the process of identifying 

students’ areas of learning difficulties/weaknesses in a 
subject or skill and their causes (Esomonu and Eleje, 
2020). Results of diagnostic assessment ‘provide 
information about students’ mastery of relevant prior 
knowledge and skills within the domain as well as 
preconceptions or misconceptions about the material’ 
(Ketterlin-Geller and Yovanoff, 2009). Teachers can 
use this information to respond to students’ needs. 

Horizontal flexibility: flexibility of instruction time 

which occurs when top-level education authorities set 
a total number of teaching hours for a combination of 
compulsory subjects within the same grade. The local 
authorities or the schools themselves can then decide 
how much time to allocate to each subject. 
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 Inclusion (inclusive education): an approach that 

values diversity and aims to afford equal rights and 
opportunities to everyone. In the area of education, 
inclusive policies aim ‘to allow all learners to achieve 
their full potential by providing good quality education 
to all in mainstream settings with special attention to 
learners at risk of exclusion and underachievement by 
actively seeking out to support them and responding 
flexibly to the circumstances and needs of all learners, 
including through individualised approaches, targeted 
support and cooperation with families and local 
communities’ (European Commission, 2020). 

Initial teacher education (ITE): pre-service training 

that aims to provide prospective teachers with core 
professional competences and to develop the attitudes 
needed for their future role and responsibilities. ITE 
programmes cover general academic subjects and 
professional training (pedagogy, teaching methods and 
duties). The latter may also include the possibility of a 
first teaching experience through in-school placements. 
ITE is usually provided by a university or 
teaching/educating facility. 

International Standard Classification of 
Education (ISCED): the reference international 

classification for organising education programmes 
and related qualifications by levels and fields. It was 
developed to facilitate the comparison of education 
statistics and indicators across countries based on 
uniform and internationally agreed definitions. The 
coverage of ISCED extends to all organised and 
sustained learning opportunities for children, young 
people and adults, including those with special 
educational needs, irrespective of the institutions or 
organisations providing them or the form in which they 
are delivered. 

The current classification – ISCED 2011 (UNESCO 

Institute for Statistics, 2012) – has nine levels, which 

start at ISCED 0 (early childhood education) and extend 
to ISCED 8 (doctoral or an equivalent level). 

This report covers two ISCED levels, i.e. ISCED 1–2. The 
key characteristics of the levels in question are as 
follows. 

ISCED 1: primary education 

Primary education provides learning and educational 
activities typically designed to enable students to 
develop fundamental skills in reading, writing and 
mathematics (i.e. literacy and numeracy). It establishes 
a solid foundation for learning and a sound 
understanding of core areas of knowledge and fosters 
personal development, thus preparing students for 
lower secondary education. It provides basic learning 
with little, if any, specialisation. 

The customary or legal age of entry is usually not 

below 5 years old or above 7 years old. This level 

typically lasts 6 years, although its duration can range 

from 4 to 7 years. Primary education typically lasts 

until ages 10 to 12. 

ISCED 2: lower secondary education 

Programmes at ISCED 2 level, or in lower secondary 
education, typically build on the fundamental teaching 
and learning processes that begin at ISCED 1. Usually, 
the educational aim is to lay the foundation for lifelong 
learning and personal development, preparing students 
for further educational opportunities. Programmes at 
this level are usually organised around a more subject-
oriented curriculum, introducing theoretical concepts 
across a broad range of subjects. 

Some education systems may offer vocational 
education programmes at ISCED 2 to provide 
individuals with skills relevant to employment. 

ISCED 2 begins after 4 to 7 years of ISCED 1 

education. Students enter ISCED 2 typically between 
the ages of 10 and 13 (age 12 being the most 
common). Lower secondary education typically lasts 
until ages 14 to 16. 

Learners who are disadvantaged and/or at risk 
of discrimination: students whose family, social or 

economic circumstances, personal characteristics or 
cultural background hinder their access and equal 
opportunities in school education. Students at risk of 
underachievement, drop-out, early leaving from 
education and training. Students who may experience 
discrimination based on individual characteristics, such 
as their gender, national/ethnic/religious background, 
disability, etc. 
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Learning support: aims to respond to the learning 

needs of students, in order to achieve expected 
learning outcomes. It places the students at the centre 
of the learning process and aims to provide solutions 
(tailor-made or otherwise) responding to their 
particular needs. 

Local authorities: authorities responsible for 

territorial units below the regional level. Local 
authorities may comprise elected representatives or 
may be administrative divisions of central authorities. 

Low-achieving or underachieving students: 

students performing below the expected level of 
attainment in one or more school subjects. Low 
achievement may be expressed in absolute terms (e.g. 
a low grade) or in relative terms (e.g. students who 
underperform compared to the majority of the class or, 
in other words, their results are significantly lower than 
the class average). In the context of the OECD PISA 
Survey, underachievers are those 15-year-old students 
who fail to reach the OECD PISA proficiency Level 2, 
which is considered to be the minimum level necessary 
to participate successfully in society, in any area of the 
basic skills. In the context of the IEA TIMSS Survey, 
low-achieving students in grade 4 are the ones who do 
not achieve the Intermediate International Benchmark 
(475 points). 

One-to-one tutoring: a form of individualised 

learning support where one student is being taught or 
given learning support by one teacher (or teaching 
assistant). 

Measurable targets: quantitative/numerical 

objectives. They are commonly expressed as a 
percentage or a number to be reached. 

Monitoring: refers here to a process of collecting and 

analysing information in order to check system 
performance in relation to goals and standards, and to 
enable any necessary changes to be made. The range 
of data used may include, for instance, the results of 
school self-evaluation or school inspections, external 
examinations or other national assessments, specially 
prepared performance indicators or outcomes of 
international evaluations (including PIRLS, TIMSS, PISA, 
etc.). 

National tests: tests carried out under the 

responsibility of the top-level education authority 
during ISCED levels 1–3. The procedures for the 
administration and marking of these tests, the setting 
of content and the interpretation and use of results are 
decided at the top level. All students take the tests 
under similar conditions and tests are marked in a 
consistent way. National tests are separate from and 
often additional to certified examinations taken at the 
end of an ISCED level or other summative tests. Tests 
designed at the school level on the basis of a centrally 
designed framework of reference are not considered 
national standardised tests. International surveys such 
as PISA are also not considered national tests, even if 
the results may be used for national purposes. 

Policy or policy measure: refers to regulations, 

recommendations, guidelines, tools and actions 
(including monitoring and evaluation), as well as 
funding that are intended to achieve (or contribute 
towards achieving) certain public policy goals. 

Special educational needs (SEN): a range of needs, 

including physical and mental disabilities, and cognitive 
and educational impairments. A child is commonly 
recognised as having special educational needs if they 
are not able to benefit from the school education 
generally available to children of the same age without 
additional support or adaptations in the content of 
studies (Braun, 2020). 
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 Steering documents: different kinds of official 

documents containing regulations, guidelines and/or 
recommendations for education institutions. 

Strategy (or other major policy plan): an official policy 

document developed by top-level authorities in an 
effort to achieve an overall goal. A strategy can 
comprise a vision, identify objectives and goals 
(qualitative and quantitative), describe processes, 
authorities and people in charge, identify funding 
sources, make recommendations, etc. Depending on 
the particular education system, a strategy may refer 
to a specific document bearing the term ‘strategy’, but 
it may also refer to a document (or documents) that 
describe a major policy plan equivalent to a strategy 
without, however, bearing the title ‘strategy’. 

Teachers having a specialisation in addressing 
learning difficulties (specialised teachers): 

teachers who have received special training – either 

during initial teacher education or as part of their 

continuing professional development (CPD) – on the 

identification of and support for students facing 
learning difficulties. These teachers might, though not 
necessarily, give instruction only to low-achieving 
students (i.e. serve as ‘remedial teachers’). 

Teaching assistant: an individual who assists a 

teacher with instructional responsibilities. Teaching 
assistants may assist in the classroom but also serve 
as the sole instructor for a class or group of students. 
Also referred to as ‘teachers’ aide’ or ‘education 
assistant’. 

Top-level (or top-level authorities): the highest level 

of authority with responsibility for education in a given 
country, usually located at the national (state) level. 
However, for Belgium, Germany, Spain and Switzerland, 
the Communautés, Länder, Comunidades Autónomas 
and the language regions/cantons respectively are 
either wholly responsible or share responsibility with 
the state level for all or most areas relating to 
education. Therefore, these administrations are 
considered as the top-level authority for the areas 
where they hold the responsibility, while for those 
areas for which they share the responsibility with the 
national (state) level, both are considered to be top-
level authorities. 

Vertical flexibility: a form of flexibility of instruction 

which occurs when central education authorities 
indicate the total number of hours to be allocated to a 
specific subject to be taught across more than one 
grade, without specifying how these hours should be 
distributed. 
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Annex: Strategic policy frameworks 

This annex provides information feeding Figure 1.1 in Chapter 1. Please refer to the analysis provided in Sections 1.1, 

1.2 and 1.3 for further information.  

Education 
system 

Type of top-level policy frameworks 

Broader top-level policy framework Dedicated top-level policy framework 

BE fr Decree establishing the student’s support file (DAccE)   

BE de No policy framework reported 

BE nl  Reading action plan of the Flemish Community of Belgium 

Language action plan / The School year of Dutch of the Flemish 
Community of Belgium  

BG  2021–2030 Strategic framework for the development of education, training 
and learning 

2021-2030 National strategy of the Republic of Bulgaria for equality, 
inclusion and participation of Roma (2021-2030) 

 

CZ Strategy for the Education Policy of the Czech Republic up to 2030+ 

Long-term Plan for Education and the Development of the Education System 
of the Czech Republic 2023-2027 

 

DK Agreement on the future evaluation and assessment system in primary 
schools  

Quality programme for primary schools 

DE Startchancen programme 

STEM action plan 2.0  
 

EE 2021-2035 Education strategy  

IE Ireland’s Literacy, numeracy and digital literacy strategy 2024-2033 

Delivering equality of opportunity in schools (DEIS) programme (redefined) 
 

EL 2024-2025 Teaching instructions for the subjects of primary education for 
school year   

 

ES Programme for orientation, progress, and educational enrichment (PROA+)  Territorial Cooperation Programme for strengthening mathematical 
competence for the 2024 budgetary exercise and 
Territorial Cooperation Programme for strengthening reading 
competence for the 2024 budgetary exercise 

FR  Plan français 

Action plan ‘Shock of knowledge to raise school standards’  

HR National plan for the development of the education system until 2027  

IT 2021-2027 ‘South agenda’ national programme 

2021-2027 ‘North agenda’ national programme 
 

CY  Functional literacy remedial teaching programme 

LV  Educational development guidelines for 2021-2027 ‘Future skills for the 
future to the public’ 

 

LT  2021-2030 Education development programme 

State progress strategy ‘Lithuania‘s vision for the future ‘Lithuania 2050’’ 

 

LU  No policy framework reported 

HU  2021-2030 Public education strategy   

MT Visioning the future by transforming education: 2024-2030 National 
education strategy  

 

NL  Masterplan for basic skills  

AT   Reading programme 

https://gallilex.cfwb.be/sites/default/files/imports/51240_002.pdf
https://data-onderwijs.vlaanderen.be/documenten/bestanden/Leesoffensief-adviesnota.pdf
https://onderwijs.vlaanderen.be/nl/2023-2024-schooljaar-van-het-nederlands
https://onderwijs.vlaanderen.be/nl/2023-2024-schooljaar-van-het-nederlands
https://www.strategy.bg/strategicdocuments/View.aspx?lang=bg-BG&Id=1399
https://www.strategy.bg/strategicdocuments/View.aspx?lang=bg-BG&Id=1399
https://www.strategy.bg/StrategicDocuments/View.aspx?lang=bg-BG&Id=1541
https://www.strategy.bg/StrategicDocuments/View.aspx?lang=bg-BG&Id=1541
https://msmt.gov.cz/uploads/brozura_S2030_en_fin_online.pdf
https://msmt.gov.cz/file/61930/
https://msmt.gov.cz/file/61930/
https://www.uvm.dk/-/media/filer/uvm/aktuelt/pdf21/okt/211029-aftale-om-det-fremtidige-evaluerings-og-bedoemmelsessystem-i-folkeskolen.pdf
https://www.uvm.dk/-/media/filer/uvm/aktuelt/pdf21/okt/211029-aftale-om-det-fremtidige-evaluerings-og-bedoemmelsessystem-i-folkeskolen.pdf
https://www.uvm.dk/folkeskolen/folkeskolens-maal-love-og-regler/politiske-aftaler/folkeskolens-kvalitetsprogram/om-aftalen/om-aftale-om-folkeskolens-kvalitetsprogram
https://www.bmftr.bund.de/DE/Bildung/Schule/Startchancen-Programm/startchancen-programm_node.html
https://www.bmftr.bund.de/DE/Bildung/FrueheBildung/MINT/mint_node.html
https://www.hm.ee/sites/default/files/documents/2022-10/haridusvaldkonna_arengukava_2035_kinnittaud_vv_eng_0.pdf
https://assets.gov.ie/static/documents/irelands-literacy-numeracy-and-digital-literacy-strategy-2024-2033-every-learner-from-.pdf
https://www.gov.ie/en/press-release/71054-minister-foley-announces-32-million-major-expansion-of-the-deis-programme-incorporating-310-new-schools/
https://www2.iep.edu.gr/el/graf-b-yliko-2024-2025/protovathmia-2b-2024-2025
https://www2.iep.edu.gr/el/graf-b-yliko-2024-2025/protovathmia-2b-2024-2025
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2021-15398
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18088
https://www.boe.es/buscar/doc.php?id=BOE-A-2024-18088
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2024-18087
https://www.boe.es/diario_boe/txt.php?id=BOE-A-2024-18087
https://eduscol.education.fr/document/1518/download?attachment
https://www.education.gouv.fr/choc-des-savoirs-une-mobilisation-generale-pour-elever-le-niveau-de-notre-ecole-380226
https://mzom.gov.hr/UserDocsImages/dokumenti/Obrazovanje/AkcijskiINacionalniPlan/Nacionalni-plan-razvoja-sustava-obrazovanja-za-razdoblje-do-2027.pdf
https://pn20212027.istruzione.it/avvisi/agenda-sud/
https://pn20212027.istruzione.it/avvisi/agenda-nord/
https://keea-literacy.pi.ac.cy/literacy/
https://likumi.lv/ta/id/324332
https://likumi.lv/ta/id/324332
https://www.e-tar.lt/portal/lt/legalAct/cc325280565d11ec862fdcbc8b3e3e05
https://www.lrs.lt/sip/getFile3?p_fid=83423
https://njt.hu/jogszabaly/2020-1551-30-22
https://education.gov.mt/wp-content/uploads/2023/12/NATIONAL-EDUCATION-BOOKLET-DEC-2023-2030.pdf
https://education.gov.mt/wp-content/uploads/2023/12/NATIONAL-EDUCATION-BOOKLET-DEC-2023-2030.pdf
https://www.masterplanbasisvaardigheden.nl/
https://www.bmbwf.gv.at/Themen/schule/zrp/lesen.html
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Education 
system 

Type of top-level policy frameworks 

Broader top-level policy framework Dedicated top-level policy framework 

PL  Poland’s Integrated skills strategy 2030  

PT Portugal’s ‘Learn more now: recover and improve learning’ Plan  Learning monitoring tests for 4th and 6th grades  

RO National programme ‘School after school’  

SI No policy framework reported 

SK Strategy of the Slovak Republic for Youth for the Years 2021-2028  

National Action Plan of the European Child Guarantee until 2030 

 

FI  Government programme – a strong and committed Finland – the 
Government’s vision 

2030 National literacy strategy 

SE  STEM Strategy for Sweden – From Preschool to Postgraduate Study 2025–
2035 

Language and mathematics strengthening efforts 

AL 2021–2026 National education strategy  

BA Student achievement standards for language, mathematics, natural sciences 
and information technology 

Strategy for the development of preschool, primary and secondary education 
in the Republic of Srpska for the Period 2022-2030 

 

CH No policy framework reported 

IS  Iceland’s Education policy 2030 – first action plan 2024–2026 Action plan for the Icelandic language  

ME Education reform strategy 2025-2035  

NO Norway’s White Paper 34, 2023-2024 ‘A more practical school – Better 
learning, motivation and well-being in grades 5–10’ 

 

RS Strategy for the development of education in Serbia by 2030   

TR Türkiye’s Strategic plan of the Ministry of National Education 2024–2028   

 

https://kwalifikacje.gov.pl/en/news/1086-integrated-skills-strategy-2030
https://www.portugal.gov.pt/pt/gc24/comunicacao/documento?i=aprender-mais-agora-recuperar-e-melhorar-a-aprendizagem
https://files.diariodarepublica.pt/2s/2025/03/043000002/0000400076.pdf
https://oportunitati-ue.gov.ro/program/programul-national-scoala-dupa-scoala/
https://www.minedu.sk/data/files/11043_strategia-slovenskej-republiky-pre-mladez-na-roky-2021-2028.pdf
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Ministry of Higher Education and Science 
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per la DG per gli ordinamenti scolastici, la formazione del personale 
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Eurydice Unit 
Directorate for Higher Education and Skills 
PO Box 1093 
5809 Bergen 
Contribution of the unit: Joint responsibility 

POLAND 
Polish Eurydice Unit 
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171 04 Solna 
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Contribution of the unit: Alexander Gerlings 

TÜRKIYE 
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Merkez Bina (4.Kat) 
B-Blok Bakanlıklar 
06648 Ankara 
Contribution of the unit: Joint responsibility 
Experts: Dr Yusuf Canbolat, Emine Özdemir, Esra Kırkıl, Dr Muzaffer Can Dilek, 
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Getting in touch with the EU 

In person 

All over the European Union there are hundreds of Europe Direct centres. You 
can find the address of the centre nearest you online (european-
union.europa.eu/contact-eu/meet-us_en). 

On the phone or in writing 

Europe Direct is a service that answers your questions about the European 
Union. You can contact this service: 
by freephone: 00 800 6 7 8 9 10 11 (certain operators may charge for these 
calls); 

at the following standard number: +32 22999696; 

via the following form: european-union.europa.eu/contact-eu/write-us_en. 
 

Finding information about the EU 

Online 

Information about the European Union in all the official languages of the s EU 
is available on the Europa website (european-union.europa.eu). 

EU publications 

You can view or order EU publications at op.europa.eu/en/publications. 
Multiple copies of free publications can be obtained by contacting Europe 
Direct or your local documentation centre (european-union.europa.eu/contact-
eu/meet-us_en). 

EU law and related documents 

For access to legal information from the EU, including all EU law since 1951 in 
all the official language versions, go to EUR-Lex (eur-lex.europa.eu). 

EU open data 
The portal data.europa.eu provides access to open datasets from the EU 
institutions, bodies and agencies. These can be downloaded and reused for 
free, for both commercial and non-commercial purposes. The portal also 
provides access to a wealth of datasets from European countries. 
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PDF 
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Addressing underachievement in literacy, mathematics and science.  
Policy changes in European school education since 2020 

Every student in Europe should have the chance to master the basic skills that open doors to learning, new opportunities, and 
a confident future. Literacy, mathematics, science, digital skills and citizenship are more than school subjects – they are the 

foundations of lifelong learning, employability, civic participation and personal growth. However, recent international 
assessments reveal an increasing number of students in Europe who complete compulsory education without reaching the 
expected levels of basic skills. This is a serious concern for equity, educational quality, and Europe’s capacity to meet future 
challenges.  

In response to this, the European Commission has placed basic skills at the heart of its broader education and skills agenda. 

This Eurydice report analyses how 37 education systems across Europe are tackling underachievement in literacy, 
mathematics and science at primary and lower secondary levels.  It focuses on policies adopted or implemented since the 
2020/2021 school year.  

Across seven chapters, the report shows how countries are shaping an ecosystem of policy measures: adopting strategic 
frameworks, revising curricula, reorganising instruction, improving assessment, reinforcing learning support, strengthening 
support for teachers and inclusive practices, and engaging parents more closely in their children’s learning. At the centre of 
this ecosystem are teachers, supported through professional development, inclusive pedagogical resources and the 
recruitment of specialised staff. 

Taken together, these policy measures demonstrate a shared ambition across Europe: to ensure that no learner is left behind, 
and that every young person can build the strong foundations they need to thrive in school and in life. 

 

 

The Eurydice Network’s task is to understand and explain how Europe’s different education systems are organised and how 
they work. The network provides descriptions of national education systems, comparative studies devoted to specific topics, 
indicators and statistics. All Eurydice publications are available free of charge on the Eurydice website or in print upon request. 
Through its work, Eurydice aims to promote understanding, cooperation, trust and mobility at European and international 
levels. The network consists of national units located in European countries and is coordinated by the European Education and 
Culture Executive Agency (EACEA).  

For more information about Eurydice, see:  
https://eacea.ec.europa.eu/national-policies/eurydice/ 

 

 

 

 

 

 


	Addressing underachievement in literacy, mathematics and science. Policy changes in European school education since 2020
	Contents
	Table of figures
	Codes and abbreviations
	Executive summary
	Introduction
	Chapter 1: Strategic policy frameworks
	1.1. New or revised top-level policy frameworks since 2020/2021
	1.2. Broader top-level policy frameworks
	1.3. Dedicated top-level policy frameworks
	1.4. Monitoring and evaluation of top-level policy frameworks
	1.5. Summary

	Chapter 2: Organisation of instruction
	2.1. Policy changes since 2020/2021
	2.2. The organisation of students’ time
	2.3. The grouping of students
	2.4. Summary

	Chapter 3: Curriculum changes
	3.1. Curriculum changes since 2020/2021
	3.2. Revision of attainment targets
	3.3. Reduction of curriculum content
	3.4. Inclusion and individualisation
	3.5. Focus on STEM and innovative teaching
	3.6. Summary

	Chapter 4: Assessing learning needs
	4.1. Policy changes since 2020/2021
	4.2. Diagnostic assessment
	4.3. National exams and data collections

	Chapter 5: Reinforcing learning support
	5.1. Policy changes since 2020/2021
	5.2. New policy frameworks
	5.3. Personal or small group tutoring
	5.4. Additional funding at the discretion of schools
	5.5. Summary

	Chapter 6: Supporting teachers to improve basic skills
	6.1. New or revised policy measures since 2020/2021
	6.2. Provision of professional development opportunities
	6.3. Teaching materials, resources and other support measures
	6.4. Policy measures for recruitment of specialised teachers and teaching assistants
	6.5. Summary

	Chapter 7: Parents’ involvement in the learning process
	7.1. New or revised policy measures since 2020/2021
	7.2. Provision of trainings and workshops
	7.3. Provision of pedagogical resources and guidelines
	7.4. Literacy initiatives, home book schemes and other support measures
	7.5. Summary

	Glossary
	References
	Annex: Strategic policy frameworks
	Acknowledgements




