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Introduction

Urban education is a recently developing field of education which

By Benedicte Halba, iriv (Paris, France) and Lien Fret & Kendra
Geeraerts, Karel de Grote University College (Antwerp, Belgium)

educators working in a urban environment cope with diversity,

Diversity is a genetic heritage of Europe. It would be both an illusion
and a nightmare to think of an area with a single language, a common
religion or a central power that would be able to impose a uniform
European model. A reasonable balance has therefore to be struck
between the needs for enhancing diversity and for building a coherent
whole gathering all Europeans on shared values.
Diversity has become a main issue in the European Union (EU) since
the enlargement of 2004 where ten countries, mainly from the Eastern
part of Europe entered the EU. The European Union adopted its motto
in 2000- ‘United in diversity’. If ‘unity’ is not an end in itself , it has
the goal to forge a ‘common destiny’ (Gialdino, 2017). The notion of
‘diversity’ combines being proud of our national identities and history
and the respect of everyone’s rights, in a universal meaning. The
balance between unity and diversity is a challenge: too much unity
would run the risk of standardization and therefore the destruction of
national identities; too much diversity could prevent intentions from
converging and, in the long term, undermine the construction of a reunited Europe.

builds on the diversity approach in education. To what extent can
considering the assets and main barriers they are faced to? Students’
self-efficacy is strongly determined by their background, more and
more diverse. It is vital for teachers to be able to foster students’ selfefficacy to enhance success at school. The notion refers to the role of
a growth mindset in diverse urban educational settings.
The GRIT project is a clumsy acronym as we have not used the first
letters of the words as it means Growing in uRban educatIon and
diversiTy. It may have created some confusion as grit as a word stands
for

‘courage and determination despite

difficulty’

(Cambridge

dictionary, 2017). The importance of ‘grit’ is also stressed in
educational contexts, as underlined in several articles presented in our
eBook, this is the final “intellectual output” of our project using a
terminology familiar to participants of Erasmus + projects. The
general idea of this key programme of the European Union is to
enhance innovative pedagogical strategies in education – “initial” for
students and “vocational” for professionals working in Education and
Training. For the GRIT, we were focused on school education (for
students aged from 3 years old to 18 years old) and more precisely on
how to struggle against Early school Leaving (ESL).
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“Beliefs” on learning of teachers and students are decisive

College (leader of the project), France with the Institute for Research

determinants for success at school. The concept of growth mindset

and Information on Volunteering (co-initiator of the project), Poland

designed by the psychologist and teacher at Stanford University

with the University of Warsaw and Portugal with the ISCTE- Lisbon

(California, USA), Carol Dweck, helps understand how teachers’ and

University Institute.

students’ beliefs on learning influence learning at school. The idea is

In a first step, we have designed tools for students gathered in a toolkit

that intelligence (narrow definition) or talents (broad definition) are

(IO1, first intellectual output) to be used by teachers working in

not essentialist and stable facts. They are indeed incremental- peoples’

schools located in sensitive urban areas thanks to a guideline (IO2,

intelligence or talents can be developed. This theory has been

second intellectual output). In a second step, we have suggested a

grounded by cognitive sciences - brains are plastic and so adaptable.

training for teachers, and educators in a broad sense to use the toolkit

People with a growth mindset set higher targets for themselves and

and guidelines (IO3, third intellectual output) together with a

are more perseverant when confronted with difficulties. The concept

mentoring for teachers’ trainers to apply properly the method (IO4,

of growth mindset has proven to be of crucial importance for groups

fourth intellectual output). This final publication, our eBook, means

who are traditionally considered to be at risk of academic failure.

to enhance a critical thinking on the work achieved during this almost

Many studies have illustrated how growth mindset of students and

three-year project (IO5, fifth intellectual output).

teachers can be shaped, and by consequence success at school of

In a first part (theoretical approach), each team has written an article

students may be fostered.

in its field of expertise focusing on a growth mindset approach –

This is the transversal approach applied in our GRIT project- to what

supporting future teachers for Karel de Grote University College,

extent can a growth mindset approach be used to tackle the issue of

lifelong learning for the Institute for Research and Information on

Early school leaving in Europe, in schools characterized by the

Volunteering, enhancing training among teachers and educators for

diversity of students, mainly in sensitive urban areas. The project has

the University of Warsaw and a psychosocial strategy for the ISCTE-

gathered experts in education and lifelong learning in different regions

Lisbon University Institute.

of the European Union- Belgium with Karel de Grote University
5

In a second part (practical approach), each team has detailed the
testing conducted in each of the four countries- Belgium, France,
Poland and Portugal, taking into account the very special conditions
we were faced to with the Coronavirus. Obviously, the strategy
implemented by each team for testing the different intellectual outputs
has been quite different from the normal conditions as schools were
closed so we had to suggest alternative strategies such as virtual
classes and online trainings.
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Growth mindset – An opportunity to tackle Early School
Leaving
By Lien Fret & Kendra Geeraerts, Karel de Grote University College
1. Early school leaving in Europe

academic

underachievement,

mental

health),

socio-economic

background (e.g. migrant background, poverty, unemployed
households, rural/urban location), school-based factors (e.g. lack of
resources, lack of guidance and support, inappropriate teaching
methods), and national contextual factors (e.g. economic situation,

Early school leaving (ESL) is defined by the European Commission

labour market situation).

(2019) as following: ‘early school leaving is used in connection with

The GRIT project aims to tackle ESL by focusing on students’

those who leave education and training with only lower secondary
education or less, and who are no longer in education and training’.
Depending on the national context there can be differences in who is
considered to be an early leaver. For instance, countries that refer to
young people who drop out of school without having completed basic
education (referring to both primary and secondary education), or
early school leavers who left school unqualified or without
certification. The European Commission recommended policy
measures to tackle ESL by using prevention, intervention and
compensation policies (European Commission, 2019).

individual needs, and school-based factors. More concretely, this
project aims to support in-service teachers’ professional development
in a way that individual students will benefit from it. The target groups
are individual teachers, and teams of educational professionals. By
implementing a growth mindset approach in teachers’ practices,
teachers are enabled to better see the students’ potential to thrive at
school. A growth mindset is thought to have an impact on students’
success at school. Especially types of students who are traditionally
thought to be at risk for academic failure (e.g. on the basis of ethnic
background, different mother tongue, low socio-economic status, etc.)

Looking into factors explaining ESL in Europe, an interplay of

seem to benefit from such a growth mindset approach.

different complex factors related to the specific situation of the

Context specific information on early school leaving for the countries

student plays a role (European Commission, 2019). These factors
involve individual needs (e.g. disability, psychological issues,

participating in the GRIT project (Belgium, France, Poland, and
Portugal) has been described in the practical chapters of this e-book.
8

2. A Growth Mindset approach to tackle early school leaving

that they have good grades in mathematics just because they are good
at it. Students with a fixed mindset tend to avoid situations in which

2.1. Growth mindset versus fixed mindset

they may fail or struggle because these experiences undermine their

The convictions that students have about their abilities and qualities

idea of intelligence. They just want to feel smart and talented, only

are related to their mindsets. Mindsets are beliefs that individuals have

rising to the opportunity when they can prove their fixed abilities, and

about the nature of human attributes such as intelligence (Sisk,

when they are challenged, they lose interest. In contrast, a growth

Burgoyne, Sun, Butler, & Macnamara, 2018). According to Stanford

mindset refers to the belief that one’s basic qualities and one’s

University psychologist Dr. Carol S. Dweck (2006) two basic states

intellectual abilities can be cultivated. There is a belief in the idea of

of mindset can be distinguished: a fixed mindset and a growth

‘growth’; individuals with a growth mindset are convinced that they

mindset, as presented in Figure 1.

can develop and stretch themselves. Students may, for example, think
that they have good grades because they work hard, ask for extra help,

I will never be as good as her/him.

I learn from my mistakes.
I ask for help.

I give up.

I’m on the right
k
I will try again.

I just can’t do this.
It’s too hard.

This will take me time
and effort.

I’m just bad at this.

FIXED MINDSET
I did something WRONG.
This is the best I can do.

GROWTH MINDSET
I will try to do better next time.

persevere, etc. Students with a growth mindset tend to see challenges
as a way to develop themselves and look for challenging learning
experiences that enable this. Those students turn failure into a ‘not
yet’ approach, meaning that they acknowledge their potential for
growth in the foreseeable future (Dweck, 2006).

What can I learn from him/her?

Figure 1. Growth mindset versus fixed mindset

Dweck (2006) argues that mindsets can be changed. Individuals can
consciously choose to change their mindsets since they are just

A fixed mindset is linked to the belief that one’s abilities, intelligence

systems of beliefs. As such, individuals are able to let go of their fixed

and talents are immutable, that they are inborn traits, underlining the

mindsets. Dweck (2006) has suggestions to turn fixed mindsets into

idea that they cannot be changed. Students may, for instance, believe

growth mindsets. Teachers play a critical role in creating an
9

environment that facilitates growth mindset development (OECD,

effort into learning, new connections (synapses) between brain

2021). Dweck (2012) discusses a number of (mostly) evidence-based

neurons are made and the existing ones become stronger. The brain

interventions. One important action is to provide students insight in

changes permanently. This process is very visible in infants: they are

the functioning of the brain by explaining its plasticity. Besides this,

born with just govern functions – they have a heart rate and can

attention should go to the five key components of the growth mindset

breathe, eat and sleep – but when stimulated through experiences,

concept.

their synapse development is incredibly fast. Experiments with mice
show the same processes: when surrounded by toys and other mice,

2.2. Insight in the functioning of the brain: brain plasticity

the brains of the animals became more developed than those of mice

According to Dweck (2012) providing brain education to students is

in social isolation and kept in bare cages.

of major importance in order to develop a growth mindset. By means

An example of how the brain adapts after intensive training can be

of brain education, students become aware and convinced of the fact

found in London. In order to become a licensed taxi driver in London

that their brain has the potential to develop and to grow. Also, teachers

it is needed to pass an exam named ‘The Knowledge’. This exam is

need to be informed about how the brain works in order to be able to

about the knowledge of the London Street map that usually takes

play a facilitating role in students’ growth mindsets.

several years of study to memorize (all streets, businesses or

Cognitive neuroscience revealed that brains are plastic, which means

landmarks). Brain scans revealed that successful trainees have a

that their structure and connectivity can change with experience.

stronger developed hippocampus (Woollett, Spiers, & Maguire,

Changes do mainly occur during the stage of childhood and

2009). This example shows that profound changes in the brain can be

adolescence (Howard-Jones, 2010). Therefore, it is important for

obtained through training. Yeager and Dweck (2012) discuss research

students to embrace challenges. The brain has the ability to grow when

demonstrating that teaching about intellectual malleability can

it is being challenged because of what neuroscientists call its

increase students’ resilience faced to academic and social challenges.

‘plasticity’. Just like muscles can get larger and stronger when you

Learning about the types of mindset, growth and fixed, potentially

exercise, the brain can develop when you learn. As you put time and
10

changes the way students think about themselves and their lives and
may result into more growth-oriented mindsets.
2.3. Five key components of the Growth Mindset concept
Dweck (2012) states that individuals with a growth mindset deal with
the five key components of the Growth Mindset concept, as presented
in Figure 2, in a way that enables them to develop and stretch
themselves. Challenges are embraced. Obstacles are seen as
opportunities to grow. Effort is not seen as something useless, but
rather as something necessary in order to cultivate your qualities.

FIXED MINDSET





GROWTH MINDSET

“… avoid challenges ⇦ CHALLENGES ⇨… embrace challenges
… get defensive or give up easily ⇦ OBSTACLES ⇨… persist in the face of setbacks
… see effort as fruitless or worse ⇦ EFFORT ⇨… see effort as the path to mastery
… ignore useful negative feedback ⇦ CRITICISM ⇨…learn from criticism
… feel threatened by ⇦ SUCCESS OF OTHERS ⇨… find lessons and inspiration in the
the success of others

success of others” (Dweck, 2017, 263)

Criticism and negative feedback are both seen as valuable sources of
information. Individuals with a growth mindset believe that knowing
how you can improve, can help you to fill in the gaps in your own
abilities. And finally the success of others can be a source of

Figure 2. The five key components in the Growth Mindset concept
(Dweck, 2012)

inspiration. On the contrary, individuals with a fixed mindset tend to

The PISA results of 2018 also provide information on the growth

avoid challenges, they give up easily, perceive effort as fruitless, have

mindsets of 15-year-old students in 78 countries. PISA 2018 asked

difficulties in making use of feedback, and success of others is

students whether they agreed with the statement: “Your intelligence

perceived by them rather as a threat than an inspiration.

is something about you that you can’t change very much” (OECD,
2021). The study revealed that a majority of students presented a
growth mindset in PISA. It must be noticed that girls were more likely
to present a growth mindset, as compared to boys. Overall, socioeconomically disadvantaged students were more likely to agree that
11

their intelligence cannot change very much over time (OECD, 2021).

Grit does not refer here to the acronym of the GRIT - Growing in

Also, no clear differences were found in terms of growth mindset

uRban educatIon and diversiTy but refers to grit as a concept.

between students with or without immigrant backgrounds. Vulnerable

Grit can be defined as “the tendency to sustain interest in and effort

students seem to benefit more from having a growth mindset, as

toward long-term goals” (Duckworth, Peterson, Matthews, & Kelly,

compared to advantaged students. The reasons can be found in the fact

2007; Duckworth & Quinn, 2009). Credé, Tynan, and Harms (2017)

that it moderates the impact of poverty, biased perceptions, and

focus within the conceptualization of grit on the importance of

limited ambitions on education performance (OECD, 2021).

perseverance. Grit is more than just being resilient when something

Other interesting findings of PISA 2018 reveal that students who

that you are trying to accomplish seems to fail. It is about “working

reported a growth mindset were more likely to expect completing a

strenuously toward challenges, maintaining effort and interest over

university degree. Positive relationships were found between students

years despite failure, adversity, and plateaus in progress. Someone

who have a growth mindset and different student attitudes such as the

with grit approaches achievement as a marathon; his or her advantage

motivation to master complex tasks (they tend to seek more

is resilience. Whereas disappointment or failure signals to others that

challenges), higher self-efficacy, establishment of a more ambitious

it is time to change trajectory and cut losses, the gritty individual stays

learning goals, and a higher value of school. Students with a growth

the course” (Duckworth et al., 2007, pp. 1087-1088). In sum, grit can

mindset also seemed to have less fear of failure (OECD, 2021).

be seen as a combination of interest, practice, determination, and hope
(Duckworth et al., 2007). The concepts of grit and Growth Mindset

2.4. The role of grit
How much effort do students want to put in in order to achieve their

are intertwined, meaning that grit can be developed by having a
growth mindset and that having a growth mindset can lead to grit.

goals? How passionate are they about things they do? How do they
deal with challenges and failure? Do they give up easily or do they
rather maintain effort and interest? All these questions relate to grit.

12

2.5. Other related psychological factors
As discussed earlier, some other psychological factors are linked to a

make them overcome everyday worries about their belonging
and can benefit their academic achievement in the long run.

growth mindset and provide promising levers for increasing the

● Goal setting. Students often may not enthusiastically seek to

educational performance of students at risk of ESL. These factors

learn or grow their intelligence if they do not see learning as

include students' feelings of social belonging with friends and at

serving a purpose that has meaning to them. Realistic longer-

school, goals that promote challenge-seeking and engagement, and

term purposes, even when they are still developing, can

learning and skills that enable students to pursue their goals with

provide a reason for students to adopt and commit to learning

perseverance, as described by Dweck, Walton, and Cohen (2014).

goals in school. This is because students who are working with
purpose feel that they are learning so that they can become the

•

Feelings of social belonging. Students’ perception of negative

kind of person they would like to be and contribute something

relationships with their teachers is a major threat to students’

of value to the world.

sense of belonging at school. Students who report greater

● Self-regulatory skills. These skills allow students to rise

support from their teachers seem to be students who are more

above the distractions and temptations of the moment, stay on

satisfied with their life. A sense of belonging or feeling part of

task, and navigate obstacles to long-term achievement. With

the school community is important for students. Feelings of

learning strategies and reflection, students pursue tasks that

being part of a school community leads to better school

are important for long-term academic success (Dweck, Walton

performance and higher motivation (OECD, 2017). Students

& Cohen, 2014)

should feel included and respected by others in school. Even
subtle cues that create a sense of social connectedness to

Changing students’ mindsets from fixed to growth mindsets is a

others, such as sharing a birthday with someone in a field of

challenging process. Although the use of Growth Mindset

study, increase students’ motivation in that field. Further,

interventions, like the ones included in GRIT’s Growth Mindset

building students’ sense of social belonging in school can

toolbox, may contribute to the cultivation of a growth mindset, there
13

is never any guarantee for them to work as intended. Other actions,

- the teacher helps students with their learning

some or even most of which may already be imbedded in the school’s

- the teacher gives extra help when students need it

pedagogical approach, can be useful as well, for instance:

- the teacher continues teaching until students understand

•

Focus on ‘learning goals’ instead of ‘performance goals’

•

Let students experience success.

2.5. Warnings about false growth mindset, and tackling

•

Let students learn from mistakes. Students need to learn how

some critical notes.

- the teacher shows an interest in every student’s learning.

to deal with failures and mistakes.

The Growth Mindset idea has been adapted in different contexts, and

•

Learn students how to learn and help them learn.

became a ‘popular’ idea to stimulate individual’ practices, especially

•

Support metacognitive strategies.

in educational settings. Research on growth and fixed mindsets is not

•

Avoid social comparisons. For instance, “Your sister has

without controversy and critical notes. Do we really need to change

always had good grades in mathematics so why don’t you?”

the mindsets of students for them to be successful at school? Are

or “Try again, all other students have been able to do this

mindset intervention effect sizes too small to be effective? Even

exercise”.

though the Growth Mindset approach has been proven to be valuable

Provide students with feedback that promotes learning and

in different respects, a critical attitude should be maintained. Dweck

success. Effective feedback is growth-oriented and helps

(2016) realized that the concept has been simplified by many, and that

students to perform better in the future.

misconceptions have occurred.

•

First of all, a growth mindset is not a fixed characteristic of an
Also the teacher plays an important role. Regarding teaching

individual, such as being open-minded or being flexible. Mindsets

practices, PISA 2018 revealed that the following ways in which

should be seen as dynamic and most individuals are a combination of

teachers support students played a role in changing the number of

growth and fixed mindsets (OECD, 2021). A student’s mindset can

students having a growth mindset (OECD, 2021):

vary, depending on the situation or task. For instance, a student can
have a fixed mindset when it comes to acquire mathematics, while the
14

same student can have a growth mindset when it comes to learning art

continuously judged, are allowed to make mistakes, and receive

skills. Consequently, teachers need to be cautious when labelling

constructive feedback that helps them grow (Dweck, 2012).

students with the adjectives ‘growth’ or ‘fixed’. They should avoid
using the labels in a generic way, as specific details need to be taken
into account. The specific context in which mindsets need to be seen
also triggers reflection on the absolute necessity of a growth mindset.
There may be situations in which a fixed mindset is completely fine
as well.

The effectiveness of growth mindset intervention has been part of
many discussions. While some studies did find noteworthy effects on
student outcomes (e.g. Blackwell, Trzesniewski, & Dweck, 2007),
other studies did not (e.g. Li & Bates, 2019). Mindset interventions
have been mainly successful in individual guidance programs or in
small groups, for students with low socio-economic status and when

Secondly, growth mindset is not just about praising and rewarding

longer intensive training (months) was provided (Paunesku et al.,

effort.

effort

2015; Sisk et al., 2018). However, a recent national study conducted

unconditionally, since adverse effects can occur. For instance,

in the United States by Yeager, Hanselman, and Walton (2019), using

showing satisfaction when progress was absent will limit further

a nationally representative sample of students in secondary education,

learning curves. Dweck (2016) suggests instilling a growth mindset

díd show that short (less than one hour), online growth mindset

by rewarding progress and learning processes that lead to greater

interventions that teach that intellectual abilities can be developed,

learning, such as feedback seeking behavior and experimenting with

increased overall enrolment to advanced mathematics courses.

different learning strategies.

Although the meta-analyses of Sisk, Burgoyne, Sun, Butler, &

Teachers

should

be

careful

with

praising

Thirdly, the development of a growth mindset is not only the
responsibility of the student him/herself. Also, parents, guardians, and
educators need to take responsibility in creating growth-mindset-

Macnamara (2018) support only tenets of Dweck’s theory – overall
effects of growth mindset interventions on academic achievement
were weak.

friendly environments. Within these environments, students are not

15

Conclusion
Yeager and Dweck (2020) concluded in their review study on lessons
that can be learnt from growth mindset controversy that the
foundations of mindset theory are sound, effects are replicable, and
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Growing in urban and diversity territory – enhancing a
growth mindset approach on an international level (OECD)
and European level (European Union).

(especially in its last improvements as PISA was launched in 1997

Dr Bénédicte Halba Iriv (Paris, France)

process since 2000 and Copenhagen process since 2002) ; in a last

Students in urban areas have many different backgrounds which raises
a huge challenge to education. It is crucial for teachers and students
to be aware of this issue to be able to supply a high-quality education.

and TALIS in 2008) ; in a second point the European Union’s
perspective through the Lifelong Learning programme (Bologna
point, we illustrated this innovative approach thanks to a selection of
European projects implicitly enhancing a growth mindset approach,
with a focus on the added value of the GRIT project.

Tackling Early School Leaving (ESL) means increasing students’

I An International perspective- Growth mindset in the holistic

success at school.

approach of the OECD (from PISA to TALIS)

The main aim of the GRIT project is to develop students’ growth

The literature on growth mindset is still under development. The most

mindsets as an alternative strategy to struggle against ESL. The

recent research focused on the heterogeneity of treatment effects to

project aimed at fostering educators to work with youngsters in urban

better understand how it may influence various groups of students

areas by developing their growth mindset.

The GRIT project

differently. In a first part, we mean to emphasize why the OECD has

considered diversity among students as a main challenge to provide

included a growth mindset approach in its analysis - firstly the

high quality education. It aimed at supporting both students and their

improvement in the performance of students by enhancing a holistic

teachers to better understand their capacities, and to help them

approach of students’ learning (PISA), secondly the role played by

develop the beliefs that are needed to be successful at school. A

teachers in the social fabric and thirdly the decisive role played by

growth mindset approach seems to be a meaningful approach in this

school leaders to support students.

perspective.
In this article, we intent to explain in a first point how far the growth
mindset has been positively discussed in the OECD approach
18

1- A more holistic approach of students’ learning – Growth
mindset in the PISA (OECD, 2021).

The last PISA assessment also showed that most OECD countries saw
virtually no improvement in the performance of their students since

The Programme for International Student Assessment (PISA) was

PISA was first conducted in 2000. In the meantime, some countries

established in 1997 to enrich the educational outcomes measures.

that spend relatively little on education or in which students spend

Based on an internationally agreed framework, it regularly measures

comparatively less time in school have reached high levels of

what 15-year-old students know and can do and relates it to a wide

performance (OECD, 2019 quoted in OECD, 2021). The stagnation

range of aspects.

of some countries’ performances illustrates the difficulty of sustaining

It therefore offers insights into the sources of variation in educational

systemic improvement in education. It also asks the question of

performance, whether within a specific educational system, or

whether sufficient attention was paid to implementing corrective

between countries (McGaw, 2008 quoted in OECD, 2021). By

education policies (OECD, 2020 quoted in OECD, 2021) or whether

surveying some 600 000 students in 78 countries and economies,

there are some critical determinants for educational success yet to

PISA offers a unique opportunity to contribute to research as it

unveil.

analyses students, teachers, and schools in different contexts, and

Many factors can influence educational outcomes, and PISA has

proposes to identify significant correlations to guide future research.

progressively extended the scope of its analysis to adopt a more

PISA’s impact has been incredibly positive. Firstly, it has become an

holistic approach to students’ learning. PISA aims to critically assess

international reference for comparing quality, equity, and efficiency

students’ competence and not only their content knowledge and

in learning outcomes across countries. Secondly, it has supported both

routine cognitive skills. There is now an increasing expectation for

teachers and schools in identifying areas for improvement and

students to become independent, lifelong, and life-wide learners.

international best practices. Thirdly, it has provided policy makers

Against this backdrop, PISA included a “growth mindset” concept in

with statistical evidence and a benchmark of international policies to

its last 2018 assessment that was discussed in the field of psychology

support, or contribute to, national reform agendas (Schleicher, 2019

over the last few decades. It may explain why certain students thrive

quoted in OECD 2021).

when facing adversity while others languish.
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In a society with increasing uncertainties, it is inevitable that new
challenges are faced which sometimes result in failure. For young

2- Upholding the social fabric of schools and educative
community and enhancing leadership (Schleicher, 2020)

people to strive, it is crucial for them to be able to confront difficulties

According to Andreas Schleicher, director of the OECD Directorate

and handle setbacks. During the global COVID crisis, the massive

for Education and Skills and initiator of the PISA assessment, the

closing of schools heterogeneously impacted more than 1.6 billion

greatest risk in the COVID crisis is that “the social fabric created in

students (OECD, 2021). While the experience may have been

and by schools will become fractured”. Indeed, “learning is not a

enriching for students who are able to set their own learning goals,

transactional process, where students are passive consumers of

elaborate their learning strategies, and master their progress, it was

content, where schools are service providers and where parents are

devastating for other students who are used to being led by others in

clients”. On the contrary, “earning always happens through

their learning and who have little taste for steering their learning on

interaction and in an environment of well-being and self-efficacy for

their own (Reimers and Schleicher, 2020; Gouëdard, Pont and

both learners and teachers” (Schleicher, 2020). Therefore, the success

Viennet, 2020 quoted in OECD, 2021).

of students, particularly those from disadvantaged groups, depends on

The idea that psychology plays a role in students’ learning processes

maintaining a close relationship with their teachers. As a result, in the

sheds light on the limitations of traditional input-based indicators in

COVID crisis, schools need to provide ways for teachers to remain

predicting the performance of an education system. Focusing on

socially close when they are physically distant.

learning processes themselves could provide insight on why some

The task for school systems is to support teachers in their social

countries invest less time and money on education and yet still

mission to make a difference to the lives of children, and to support

perform better than their counterparts.

the socially disadvantaged. The results of the 2018 TALIS study
shows that 9 out of 10 teachers said they joined the profession to make
a difference to the lives of children, and 3 out of 4 expressly referred
to the opportunity to benefit the socially disadvantaged.
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The crisis also amplified the need for teachers to remain connected

Ministry for Education (Canope) meant to support teachers, but it is

among themselves which was difficult even in normal times: less than

still experimental. The main idea is to create a “giant open-source

1 in 10 teachers routinely observes their colleagues’ classrooms and

community of teachers and unlocked teachers’ creativity simply by

gives feedback, even when the class was just next door. A little more

tapping into the desire of people to contribute, collaborate and be

than 1 out of 5 teachers participates in collaborative professional

recognised for their contributions” as it was done in Shanghai. The

learning at least once a month and less than 1 out of 3 teachers says

more other teachers download, or critique or improve lessons, the

they teach classes as a team at least once a month. These are precisely

greater the reputation of the teacher who has shared them. Therefore,

the activities that relate to greater levels of self-efficacy among

at the end of the school year, the principal won’t just ask how well

teachers. However, there are wide differences over time and among

teachers have taught their students, but what contribution they have

countries.

made to improve the teaching profession and the wider education

As important as it is for teachers to remain connected with their

system. This would be the most relevant contribution of technology

students, the crisis has amplified the need for teachers to remain

to achieve a great teaching, recognising that value is created

connected among themselves. Technology can help accelerate and

“horizontally “(among peers), to whom we connect and with whom

amplify collaboration among teachers, well beyond the boundaries of

we work.

their school. Andreas Schleicher suggests considering the power of

Another main point underlined by Andreas Schleicher is the

“collaborative consumption”, where online markets are created in

leadership approach as during uncertain times, “people look for one

which people share their cars, and even their apartments, with total

thing to hang on to as a means to restore order”. An illustration in

strangers, as it may open perspectives for change in teaching as well.

education is provided by “school leaders who address the immediate

Teachers could use a digital platform to share their lesson plans. He

needs of students, families, staff and communities, while preparing

mentions the Shanghai example, but we may find many similar

for ways in which the world of learning and teaching will change”.

examples in EU countries. This has been done in France thanks to a

Other main tasks suggested for school leaders are to quickly establish

collaborative platform designed by an organization depending on the

a crisis team, to provide daily social media updates, and to know who
21

owns what and move on it. They also have the ability to “check in

Finally, Andreas Schleicher suggests to “show more gratitude also for

with their faculty, staff and administrators,” and anyone in charge to

our teachers who dedicate their lives to helping the next generation

”who “understand what additional resources they need and prioritise

realise their dreams and shape our future”. When TALIS was carried

them”. They would also reach out to other schools and their

out in 2018, only 1 out of 4 teachers felt valued by society for the work

communities. Their roadmap is quite demanding. As mentioned by

they do.

Andreas Schleicher “even in peace times that does not seem easy” but
the exceptional times we are facing might be a way to improve as this

3- School leadership - The TALIS approach (OECD, 2019)

“is not the time for public versus private, but for public with private”.

The Teaching and Learning International Survey (TALIS) has been

Working together for principals from public and private schools is a

conducted every five years since 2008; the last report published in

meaningful challenge.

2018 was the third cycle. The idea is to give teachers and school

In addition, we would also need “system-leaders who tackle

leaders the opportunity to voice their opinions on their working

institutional structures that too often are built around the interests and

conditions, learning environments and practices. Their perspective is

habits of adults rather than learners” (Schleicher, 2020). The main

vital for education systems to understand what is taking place in their

qualities of this category of leaders would be to be “sincere about

schools and classrooms, and to guide the development of policy. The

social change, imaginative in policy making and capable of using the

teaching profession is faced to new demands caused by factors such

trust they earn to deliver effective change”. The idea is to create a

as changes in labour market configuration, growing migration

virtuous circle meant to engage teachers in effective collaboration.

influxes and public budget freezes. These affect not only how

These system-leaders would “focus resources, build capacity and

schooling is organised, but also how classroom instruction is shaped

create the right policy climate with accountability measures designed

and delivered.

to encourage and facilitate innovation and development, rather than

The TALIS study collects empirical and comparable data to guide the

compliance”.

development of education policy in this regard. The issues tackled in
the 2018 TALIS study are : human resources issues and stakeholder
22

relations ; teacher education and initial preparation ; teacher job

private and publicly managed schools) and different educational

satisfaction and motivation ; teacher feedback and development ;

levels (e.g. primary and lower secondary schools). The expectation is

teacher self-efficacy ; school climate ; school leadership ; teachers’

to help education systems focus their efforts on the areas that need

professional practices ; teachers’ instructional practices ; innovation ;

more attention.

equity and diversity while the topics in the 2008 edition were: school

The indicators collected contribute to the debate about teaching as a

leadership ; appraisal of and feedback to teachers ; teaching practices,

profession as they help identify levers to enhance the degree of

beliefs and attitudes ; professional development ; school climate ;

professionalism of teachers and school leaders worldwide. The

division of working time ; and job satisfaction.

teacher professionalism is measured through five pillars: knowledge

A main added value of the TALIS compared to the PISA is the focus

and skills required to teach; career opportunities; collaborative culture

on school leadership that concerns teachers and schools. School

among teachers; level of professional responsibility and autonomy of

leadership has a powerful impact on student learning. In particular,

teachers and school leaders; and perceived prestige of the profession.

the leadership and actions of school leaders and teachers can shape

On average, across OECD countries and economies participating in

effective learning environments. Teachers and school leaders must

the 2018 TALIS study, 63% of principals have a significant

have the autonomy necessary to make decisions pertinent to their jobs.

responsibility for most of the tasks in their schools. The percentage

In this perspective the 2018 TALIS study not only expands on topics

increases to 79% if looking only at privately managed schools. More

covered in previous cycles, such as school leadership and professional

than 90% of teachers report that they have a high level of autonomy

development, but also incorporates highly relevant issues, such as

in selecting teaching methods, assessing students’ learning,

innovative school and classroom practices and dealing with equity and

disciplining students, and determining the amount of homework to

diversity in the classroom. Furthermore, TALIS has moved beyond

assign in their class. Eighty-four percent report the same high level of

descriptive results to provide a more nuanced analysis that enables

autonomy for determining course content. Greater autonomy is linked

data comparisons between different groups of teachers (e.g.

with teachers’ propensity to collaborate professionally and innovate

experienced and novice teachers), different groups of schools (e.g.
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their practice, as well as with their self-efficacy, job satisfaction and

in decision making is not enough to guarantee effective leadership, it

stress levels.

is a necessary step.

The understanding of the main components of school leadership has

School leaders are defined as “those expected to take on a leadership

evolved over the years (Marzano, Waters and McNulty, 2005) . It has

role, given the commanding and strategic roles they play in schools”

encompassed a series of elements, such as establishing goals,

(Ainley and Carsten quoted in OECD 2019). Principals are being

providing pertinent professional development, and acting for

required to go beyond their traditional role as administrators and

development of curriculum and improvement of instruction, while not

assume leadership positions where they will be able to engage,

losing sight of the managerial aspects of the school. However,

support and commit teachers to their instruction (Grissom and Loeb,

research has shown that, rather than a fragmented vision of elements

2011; OECD 2016 quoted in OECD 2019). Understanding principals

of leadership, a holistic approach simply titled “leadership for

as school leaders is acknowledging their capacity to convey a vision

learning”, incorporating the elements mentioned above, seems to be

for school improvement capable of engaging teachers for the benefit

the most effective form of leadership.

of all students (Hallinger and Heck quoted in OECD 2019).

To effectively engage in leadership roles, schools must have the
autonomy necessary to make decisions on those aspects that concern

II From worldwide to Europe – growth mindset in the EU

their day-to-day operations (OECD, 2017 quoted in OECD 2019).

Lifelong Learning programme

Indeed,

component of principals’ and teachers’

A key issue in a growth mindset approach is to open students’ and

professionalism refers to their capacity to make discretionary

teachers’ minds. In this spirit, the best way to struggle against Early

judgements (Hargreaves and Fullan, 2012 quoted in OECD 2019).

School leaving is therefore to create a virtuous circle and a continuum

The reasoning behind enhancing school autonomy is that schools have

between school, home and society in a wider perspective. Being

professionals with the training, knowledge, and experience to make

focused on school leaders (principals and teachers) as suggested by

the most pertinent decisions regarding staffing, assessment, and

the OECD approach is a first crucial step, but the educative

curriculum OECD, 2018 quoted in OECD 2019. Although autonomy

community is wider as it should also include the interaction with

a crucial
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parents and students. Learning is not a school privilege or exclusivity;

development, and success of the student and carries the notion that

it is shared at home as parents are the first educators. Learning is also

each student is the expert that guides his/her own learning process in

enriched outside school and home, in the student’s neighbourhood

life. The adoption of a holistic approach in education requires,

that includes friends, family’s friends, social relatives, and any person

consequently, a role re-conceptualization of both teachers and

they could meet during extracurricular activities students may be

parents.”

associated to. The more people they meet, the more opportunities

Therefore, a holistic approach to pedagogy calls for a “holistic

students may have to improve their knowledge and acquire different

approach to teacher-parents’ partnerships and vice-versa: one cannot

kinds of learning.

fully achieve its goals without the other”. This partnership referred to

In a first point we will emphasize the parents’ role; in a second point

as “home-school partnership” should be “based on authentic

we will focus on the non-formal and informal learning students may

interactions, true acceptance, trust, and believe in bringing out the best

acquire thanks to extracurricular activities; in a third point we will

of each family; it goes beyond interacting as teacher and parents—

study the growth mindset approach in the key EU Lifelong Learning

rather, refers to interacting as whole individuals that are sensitive

Programme (LLP)

about each other’s needs, beliefs, and ideas and instead of competing,
unify their strengths for the common goal of the child’s success in

1- Enhancing teacher-parents’ partnerships (Levinthal de
Oliveira Lima & Kuusisto , 2019)

life”.
Indeed the “paradigm of education has been strongly changing around

As Cristiana Levinthal de Oliveira Lima and Elina Kuusisto remind

the world, from one that the teachers hold the truth about all academic

us, “in pedagogy, the holistic approach refers to the development of

content to one where the students are strong contributors for learning”.

the whole student, underlining all the dimensions in which he/she can

As a result, teachers “are not, anymore, the only ones to have valuable

learn and grow as an individual, for example, cognitive, social,

information to transfer to parents and parents are no longer merely

emotional, and spiritual dimensions. This approach faces such

recipients of information on children’s accomplishments and

dimensions as interdependently relevant to the well-being, healthy

behaviour outcomes. Instead, parents’ knowledge and thoughts must
25

be heard and appreciated, because they carry equally valuable

Therefore, a holistic approach must be enhanced - the more teachers

information about children’s learning and development as the teacher

are prepared and trained to cope with diversity, the better they will be

does.

able to play their role in their classroom. As there is a continuum in

Cristiana Levinthal de Oliveira Lima and Elina Kuusisto suggest a

education, the parental engagement “dwells not only in the classroom,

definition of parents: “any legally entitled adult who takes care of the

but in the community and the society”.

children and are seen as reference figures by them” (children and

In France, the Ministry for Education together with other relevant

students are equivalents). They refer to the concept of parental

Ministries (in charge of families and youngsters) but also local

engagement, conceptualized by Janet Goodall and her collaborators,

authorities have enhanced an “educative community” focused on the

“as a framework that is coherent to the principles of the holistic

teachers-parents partnership for instance to suggest a school

approach of pedagogy to teacher-parents’ partnerships”. The actual

mentoring for youngsters who are faced with difficulties at school.

challenge in the educational paradigm brings us to stakeholders,

Extra-curricular activities are for instance delivered by cities and

especially teachers. The researchers highlight the need to implement

towns that are competent in France for the primary level of education

research-based parental engagement practices in educational systems

(students aged from 6 to 10 years old); another level of local authority

around the world. A main barrier has always been as Goodall attests,

(conseil départemental) is responsible for secondary education

the perception of working with parents as this is still “school-centered

(collèges) ; and a third level of authority (conseil regional) is

instead of learning-centered”. This partnership must swap from an

responsible for high schools (lycées). In this spirit, a special place

“involvement approach” to parents to an “engagement approach”,

(meeting room) is dedicated in secondary schools to parents who

more effective and integrative.

would like to meet teachers. Sometimes they are involved in activities

A major issue- which is both a threat and a challenge for teachers - is

together with their children.

linked to the globalisation process that has created in modern societies
“a rising diversity of students and parents, which demands teachers to
have a creative, sensitive, and versatile attitude toward parents”.
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2- Combining formal, non-formal and informal learning

to the “Front Populaire” movement implemented in the 1930s with the

Another way to enhance a growth mindset approach in education is to

creation of the first “paid holidays” (two weeks) and the emergence at

insist on the necessary combination of learning acquired at school

the same time of many associations, based on volunteers, offering

(formal learning), and learning acquired outside school (non-formal

many activities both to children and adults. The same process

and informal learning). Formal learning is obviously the main task to

occurred all over Europe, also based on the emergence of non-profit

be delivered by teachers as they are trained and asked to assess their

organisations, characterised by volunteering. Thanks to the work

students based on a compulsory curriculum, which is the same for all

provided by volunteers, the price to be paid for the activities by

the students of a certain age, taking into account knowledge and

practitioners (in sports, culture or art) was very low. In some cases,

competences to be achieved depending on the level of education. Non

some local authorities also financed the activities whereas in other

formal and informal learning is acquired outside school, it may be at

cases firms could financially support sports practice for their

home but generally it is in extracurricular activities – school

employees. In France this was the examples of the so-called

mentoring may be an example, but this is too much linked to school.

“patronages” in the North of France. The idea at stake was to have

The best way to acquire informal and non-formal learning is during

healthy and so more productive employees, and sometimes to struggle

leisure activities- sports, cultural or artistic activities (music, theatre,

against alcoholism.

dance, all activities with different cultural backgrounds). Many

As a result, non-formal and informal learning may be acquired by

associations offer such activities for families that cannot afford to pay

students whatever their social or educative background. The only

for those activities that used to be an indicator for social exclusion.

barrier can be the location of the activities, when it takes a lot of time

American economist and sociologist Thorstein Veblen used to call

to have access to sport facilities or to go to a cultural centre. The basis

“leisure class” this exclusive social class of people who could afford

for many pedagogical strategies to struggle against Early School

to have both leisure time and the financial means to practice leisure

Leaving, is linked to the “detour strategy”. It means that for students

activities. This social class no longer exists in Europe as there has

faced to difficulties at school who may be reluctant to participate in

been a democratisation of these activities. In France, this was thanks

the educative system (formal learning), it may be useful to suggest
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extra-curricular activities where these students are able to express

and adult education. In this framework, a transversal priority is to

themselves, to build a positive image and so to enhance a self-esteem.

enhance equity of chances, diversity, and inclusion. In the context of

This is suggested by Philippe Mérieu (University teacher in Education

school education, the main issue to be tackled is Early School Leaving

sciences in Lyon and former director of a training body for teachers

(ESL). Several projects have insisted on the role of extra-curricular

in Lyon), who theorised this ‘detour strategy’ in the framework of a

activities, for students, to acquire a non-formal and informal learning

“differentiated pedagogy”.

that may support formal learning. This is true for successful students,
but it is even more important for students who may be at risks of

3- Growth mindset as a transversal approach of the LLP

dropping out. The main challenge is to value this learning acquired

The lifelong learning (LLP) programme launched by the European

outside school in the general assessment of the student. School leaders

Commission in 2000, has insisted since the beginning on the

have a crucial role to play in this context. Firstly, teachers have to be

necessary combination of formal, non-formal and informal learning.

involved in these extra-curricular activities to identify the knowledge

The Bologna process, implemented by the Ministries for National

and competences their students may acquire but also to meet them in

Educations since 2000, is focused on formal learning whereas the

a different context, no longer hierarchical or “vertical” but

Copenhagen process implemented by the Ministries for Social affairs

“horizontal” as students freely attend theses extra-curricular activities.

since 2002, is focused on non-formal and informal learning. In this

This freedom to join and to leave is a main characteristic of those

perspective, the European body responsible for the Development of

activities and the attitude of students is therefore more responsible and

Vocational Training (the CEDEFOP) has published a series of

creative. Secondly principals have a main role to play as they support

guidelines since 2002 together with a glossary in order to support the

their teachers in this unusual learning process, and they also make a

Copenhagen process meant to promote and enhance European

bridge with parents who give an agreement to their children to join the

cooperation in Vocational Education in Training.

activities. In a final step, principals are also key actors to decide to

The LLP entails all levels of education: school education, higher

include an extra-assessment linked to extra-curricular activities in the

education, professional education (vocational education and training)

general assessment of the students.
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Furthermore, a competence approach in Education has been enhanced

“Learners, educational staff and learning providers could be

by the European Union, materialised in the European framework of 8

encouraged to use digital technologies to improve learning and to

key competences (first launched in 2006, updated in 2018). On this

support the development of digital competences. Both the 8 key

basis, national frameworks based on competence have been designed

competence framework and recommended process fit with the

in all European countries. In France it is called the “Socle de

Growth mindset approach as it is based on critical thinking, creativity

connaissances et competences” with a description of the knowledge

of the learners, diversity of the learnings…”

and competences to be acquired by students according to the level of
education (compulsory path and optional courses). In these 8 key

III Examples of European projects as a contribution to the

competences, there is a combination of “basic competences “(literacy

Growth mindset approach and the GRIT’s added value

competence, multilingual competence, mathematics & sciences

The growth mindset approach is not so innovative as a fixed mindset

competence, digital competence) and “complex competences

has never been enhanced by any educator. Carol Dweck, Professor in

(learning

entrepreneurship

Psychology at the University of Stanford (USA), who initiated the

competence, cultural awareness and expression competence). In

concept, insisted on the ways her theory could be a main innovation:

complement it is strongly advised to support “cross-disciplinary

by insisting on the environment (school, educative system) in which

learning” (European Commission, 2018) for strengthening “the

it takes place and by considering the profiles of the teachers and

connectivity between the different subjects in the curriculum, as well

students. We have selected a series of European projects implicitly

as establishing a firm link between what is being taught and societal

inspired by a growth mindset approach in a first point while

change and relevance”. But also “personal, social and learning

emphasizing the innovation brought by the GRIT project in a second

competences from early age can provide a foundation for

point.

to

learn,

citizenship

competence,

development of basic skills”. In this spirit, “Learning methodologies
such as inquiry-based, project-based, blended, arts- and games-based
learning can increase learning motivation and engagement” and
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1- Tackling the issue of Early School Leaving with alternative
pedagogical strategies, examples of Erasmus projects

learning acquired thanks to a voluntary experience (or the preparation
to such experience) is not obvious in the first place.

In the framework of previous successful EU projects, we would like

A third project “EducOpera” (2017-2019) initiated by iriv together

to suggest three projects that were meant to enhance a growth mindset

with the Opera de Massy gathered 5 countries (France, Denmark,

approach to tackle the issue of early school leaving thanks to the

Italy, Spain, and Slovenia). It has suggested a pedagogical tool to

implementation of extracurricular activities: the SAS (2012-2014),

identify the competences acquired thanks to an education to Opera

the SCHOLA (2016-2018) and the EducOpera (2017-2019).

suggested as an extra-curricular activity together with a mentoring to

A first project, “Success at school through volunteering- SAS” (2012-

support educators (teachers at school and professionals outside

2014) initiated by iriv together with the University of Northampton in

school).

6 EU countries (UK, France, Bulgaria, Italy, Portugal and Slovenia)
was a first attempt to suggest as extra-curricular activity a voluntary
experience - a training for students (aged 14 to 16 years old) was

2- The innovation of the GRIT and its contribution to the
Growth mindset approach

designed together with a mentoring for educators (teachers at school

The common point of the GRIT project, the SAS, the Schola or the

and educators in associations).

EducOpera projects is to address teachers and students working and

A second project “Schola” (2016-2018) initiated by iriv together with

living in sensitive urban areas, with a high diversity of profiles –

the Collège Blaise Pascal (a secondary school located in Massy,

different cultural, educational, and social backgrounds. In France, the

Essonne) gathered 5 countries (France, Belgium, Italy, Poland and

teachers share this diversity of profiles, especially as in the past years

Slovenia). It designed a portfolio to enable teachers to identify the

the Ministry for National Education opened the access to new recruits

experience of their students and express it in terms of competence (to

with a previous professional experience and with diverse social and

be included in the general assessment of the students) together with a

cultural backgrounds. This was a way to adapt to changing times in

mentoring for educators to use the portfolio. In both cases, students

education and the difficulty to recruit new teachers as the profession

and teachers needed to adopt a growth mindset approach as the

is very demanding and not enough socially recognised and rewarded.
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The main innovation of the GRIT compared to the SAS, Schola or

circle (based on experiential learning) as an example of practical

EducOpera is to suggest a more transversal approach in the strategy

pedagogy easily applicable by teachers in their classrooms. The four-

meant to combine informal and non-formal learning. Several tools of

step approach suggested by the Kolb circle is meaningful as the first

the GRIT toolkit (first intellectual output designed) for enhancing

step is a description of a new faced experience, the second step is a

students ‘growth mindset refer to extracurricular activities and the

reflexive feedback on the experience, a third step is the abstract

necessary bridge to be built between learning outside school and

conceptualisation so that the learning experience may be repeated in

inside school. The SAS and the Schola are mainly focused on a

another context.

voluntary experience while the EducOpera is dedicated to a

A fourth added value of the GRIT project is the mentoring to support

demanding artistic experience (combining music, dance, and acting).

teachers in their training so they can learn from their teaching and later

Another added value of the GRIT project is that it explains an aspect

adapt to other classrooms with different students.

of cognitive psychology suggested by the growth mindset theory

Faced with exceptional times because of the COVID 19 crisis, the

thanks to the mentoring for teachers to apply the toolkit (second

partners of the 4 countries of het GRIT project came across some

designed intellectual output). This approach that has become more

discrepancies linked to the effect of the lockdown on the closing of

popular in pedagogy lately in Europe, and in France in particular; so

schools and the ability for teachers to go on with their teaching online

the GRIT project may be considered as a practical illustration of this

when they wanted to conduct the testing. This has been an occasion

approach that may appear difficult in the first place but has been made

to enhance a growth mindset behaviour among the GRIT team as each

available to a general public thanks to popular researchers- for

partner succeeded to implement a testing taking into account the rules

instance with Pr dr Stanislas Dehaene , in charge of Clinical Cognitive

to be applied in their respective countries.

Psychology at the College de France or Pr dr Lionel Naccache , in
charge of Neuropsychology at the Ecole of Neurosciences of Paris.
A third added value of the GRIT project is that it designed a practical
training for teachers (third intellectual output) based on the Kolb
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Conclusion
The genuine idea of the GRIT - meaning Growing in urban education
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The Growth Mindset: a focus on teachers
Agnieszka Borek, Jacek Galewski, Magdalena Swat-Pawlicka,
Bartłomiej Walczak - University of Warsaw (Poland)

the approach to learning must recognize teachers as agents for change,
especially when it translates to such a delicate matter as the early
school leaving.

"If education is the proper growth of tendencies and powers, attention

Tackling the persistence of dropping out from school or early school

to the process of growing in the particular form in which it goes on

leaving should be considered a major improvement amid the efforts

from day to day is the only way of making secure the accomplishments

to advance educational attainment. Essentially, the gain applies

of adults life. Maturity is the result of the slow growth of powers."

without regard to the affected population as there is a great number of

(Dewey & Dewey, 2008 [1935, italics original], pp. 5–6)

shared causes found to be linked to the reason for leaving school early:
difficulties related to learning, social problems or lack of motivation,

The question about the ideal teaching and learning method, the
pedagogical superpowers, is not new to educational researchers.
Searching for a teaching's Holy Grail, to quote "The Times" bon mot
proudly shared on the cover of Visible Learning, focused the attention
of many generations of researchers representing different paradigms
and methodologies. It eventually led to ground-breaking publications,
like The Nature of Learning (Dumont et al., 2010), The Art and

counselling and orientation. (Gyönös, 2011) Also, the repercussions
of early school leaving are not restricted to a specific social setting.
(Brunello & de Paola, 2013). Nonetheless, it is the context of the
socially disadvantaged urban environments that makes the aftermath
of dropping out from school pronounced to a notable extent, chiefly
in financial effects, both for the individuals and the community and in
criminal activity. (Mangini, 2012)

Science of Teaching by Robert J. Marzano (Marzano, 2007) or Hattie's

The paper presented consists of three parts. The first one provides an

synthesis mentioned above (Hattie, 2008). But there is another side of

review of existing literature and research. The second one proposes a

the coin: the teachers deliver all these more or less effective

general framework for working with teachers on their mindsets. The

pedagogical interventions. An effective pedagogical intervention
especially focused not only on a specified method of teaching but on
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last part brings one practical proposal for GRIT training that can be

they interact with students. (Rissanen et al., 2019) After all, teachers

used in teachers' training.

play a key role in modelling students' self-esteem by giving them more

Literature review
Influencing teachers' mindset was found to maximize the impact of
classroom interventions. The teachers' assumption about intelligence
are significant predictors for their approach to students own
responsibility for learning: those teachers who share a fixed mindset
about students' abilities are less likely to consider students to be
responsible for their academic achievements. (Patterson et al., 2016)
The students whose teachers were more focused on mastery, learning,
growth and conceptual development resulted in gaining better
outcomes, internalize learning goals and see the malleability of

or less challenges, motivating and providing feedback information.
(Meighan & Harber, 2007) On the other hand, teachers' growth
mindset correlates with their work engagement (Zeng et al., 2019)
Which factors determine teachers' mindset? There is no simple
answer. A cross-cultural study has shown that mindsets are stable
across cultures, genders, level of professional experience and
positions. (Hanson, 2020) On the other hand, mindsets seem to be
changeable during the teachers' careers. According to the USCanadian study, more experienced teachers are less convinced about
the incremental nature of intelligence (Soleas & Hong, 2020)

intelligence (Shumow & Schmidt, 2013). Another quasi-experimental

How to successfully implement a growth mindset to teachers? A

study by Bonne and Johnson show that even small changes in teachers

crucial dimension of a growth mindset is the capacity to attribute

practices are influential in building students' perception of intelligence

learning challenges to external factors rather than to one's own level

and achievements. (Bonne & Johnston, 2016) Of course, the impact

of intelligence or abilities. Consequently, an important kind of

of teachers' attitudes may be seen in the wider context. Swan and

intervention practices involves instructing students on the origins of

Snyder (1980) found that implicitly shared conceptions of ability

school and social challenges (for a detailed description of the two

impact teachers behaviour in a classroom. Their recognition of

following categories, see Snipes et al., 2012). Teachers with a growth

intelligence influences their behaviours in a classroom and the way

mindset try to influence emotional processes, learning strategies and
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the context instead of looking for an explanation of students'

displaying signs of backing off from school, accompanied by

behaviour in fixed abilities. (Rissanen et al., 2018) Another study by

individual support that is supposed to allow for the student's situation.

Rissanen and colleagues shows that teachers with a growth mindset

It is noteworthy that these interventions do not have to be necessarily

support students' individual learning process, promoting mastery

aimed at the growth mindset alone. A valid illustration of the strategy

orientation and process-focused thinking (Rissanen et al., 2019).

of monitoring and support is the Achievement for Latinos through

However there is substantial evidence that a mindset intervention
brings immediate positive changes, its sustainability is not well
explored (Donohoe et al., 2012; Seaton, 2018, p. 44). Seaton research
in a cluster of schools in Scotland has shown a significant shift
towards growth mindset among involved teachers three months after
the intervention. Seaton argues that the intervention was successful
due to its design: participants were encouraged to identify a specified
number of incidents of mindset a day, which eventually led to
cognitive dissonance challenging underpinning core belief and
recognizing the resources that started positive feedback loop (Seaton,
2018, p. 51).
Providing students with monitoring and support is another class of
strategies associated with improving attitudes in school that has come
up in the very context of dropout deterrence. The main component of
these strategies is the quick identification of students who commence

Academic Succession (ALAS) documented in a study by Larson and
Rumberger (Larson & Rumberger, 1995). ALAS looks for raising
academic achievement and decreasing the poor performance and
dropout rates for middle and high school students. ALAS combines
(1) ten weeks of problem-solving direction and further two years of
follow-up problem solving, prompting, and counselling; (2)
recognition and bonding activities; (3) close attendance monitoring;
(4) intermittent teacher feedback, both to parents and students; (5)
training on problem-solving for parents with their children, and
instruction on how to take part in school activities; (6) backing in
pairing with the community services. Students subjected to ALAS
have a coach who monitors their performance and works with
teachers, families, and other community members. Additionally,
students take part in a daily, year-long class taught by the coach,
meant to increase flexibility by teaching problem-solving and selfcontrol abilities.
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The aforementioned study by Larson and Rumberger (1995) has
proven the outcome of ALAS for 94 students of Mexican descent,
recognized as being at high risk of dropping out and having learning
disorders, grades 7–9 at a school in a predominantly Latino
environment in Los Angeles County. ALAS has been found to reduce
absenteeism, both among special education and high-risk students.
Among students at high risk, 15% of the treatment group were
excessively absent, compared to 38% for the control group. ALAS
also had positive effects on the proportion of students who succeeded

2- Another positively correlated factor was tailoring teaching practices to
the students' needs.
3- The third successful intervention was providing feedback, except for
students top-performing and low-performing in reading. For the first
group of students, feedback was not a significant factor, probably
because those students already developed a growth mindset. For the
latter group, feedback may be demotivating. The authors of the report
assume that even within the growth mindset framework feedback may
be delivered in a fixed manner. Instead, not only praising efforts but
rewarding progress should be provided.

in graduating.
Considering the above-mentioned practices, a question can be asked
A recent OECD study (OECD, 2021) indicated which teacher's

whether the awareness of the growth mindset theory is important in

practices may influence the growth mindset among students. It should

the work of a teacher. These practices are the basis of the workshop

be noted that teacher's practices not only correlate with the growth

of every teacher whose students achieve significant learning

mindset development but also mediate between the growth mindset

outcomes. To the above list of indicators (helping with learning,

and academic performance.

providing extra help when needed, continuing teaching unless the

1- The teacher's engagement in supporting students' learning: four
indicators of teacher's support was positively correlated with a growth
mindset. Indicators included: helping with learning, providing extra help

student understands the topic and showing interest in every student's
learning), one can add work on the ability to achieve goals and define
them independently, important from the point of view of growth

when needed, continuing teaching unless the student understands the

mindset, however, strictly with awareness of the types of goals and

topic and showing interest in every student's learning.

their impact on increasing or weakening motivation (Grant & Dweck,
2003). So why is it important to familiarize teachers with the theory
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and practice of the growth mindset and encourage them to develop

workshop, motivation, and approach to teaching result from teachers'

knowledge and skills in this area? Why is it not enough to ensure good

attitudes? It is certainly worth examining the level of teachers'

quality implementation of the above-mentioned methods in work with

awareness of growth mindset before their improvement is planned in

students?

detail. We can assume three levels of teacher preparation and

Influencing the teachers' mindsets: a framework
Research on teachers' mindsets and their students shows that their

undertaken activities based on knowledge about growth mindset:
1- Level one - teachers who have a basic understanding of mindsets.
Their knowledge and ideas for action come from popular

beliefs are related (Seaton, 2017). Nevertheless, we still know too

publications on the subject. They are convinced of the influence of

little about it. To see what impact teachers' beliefs on changing

attitudes on students' motivation and their school results. They pass

learning, one should examine their attitudes in detail in the light of

on knowledge about attitudes to their students and introduce

each important element of a growth mindset. Research on students'

exercises that result in a slow change of attitudes

attitudes shows an important role of internal motivation, which
supports the learner in overcoming difficulties in the learning process.
Students with school difficulties, leading to the resignation from
further education, strengthen the external motivation for further
efforts thanks to the increase in a growth mindset. This development
orientation supports changes in the learning approach, in which the
belief that intelligence can be developed through effort and learning
has an important role. This and other efforts in working with students

2- Level two - teachers who deepen their knowledge about individual
elements important for growth mindset development refer to
research on this topic and emerging recommendations. They
diagnose their attitudes, discover the dominant beliefs. Such
knowledge brings a greater level of awareness concerning, for
example, the language teachers use or the actions they propose.
However, there is no personal commitment (in this sense, the
teacher assumes that the work of changing attitudes does not
concern him/her personally).

that increase their metacognitive skills support the transformation of

3- Level three - teachers not only diagnose their attitudes but also

external motivation into intrinsic motivation. What changes in the

undertake personal work on them. They assume that they will
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achieve consistency in their teaching philosophy, which will allow

next step is to reflect on the impact of the views of adults (parents,

them to work effectively with students on changing their attitudes.

teachers) on students' learning. Therefore, securing time and

Therefore, an important question concerns how we want to introduce
change in students' attitudes and teachers' attitudes. Teachers who
hold a fixed mindset create a learning environment in which students
have less confidence in their own abilities and the chance of success.
This is influenced, among other things, by way of communicating
with students. The lack of consistency between the teacher's declared
value of growth mindset and his/her actual statements, which reveal

opportunities to reflect on the theory and translate it into practice in
the context of a given school is a key in the teachers' training. At this
stage, the beliefs, language, way of communicating, and, as a result,
teaching instructions that are important in the growth mindset
approach change. Proper training will let the teachers independently
decide about the choice of tools in their work with students. (Joyce,
2020)

his/her fixed mindset, causes cognitive dissonance in students. The

Another challenge is the selection of tools and interventions. An

consequence of such a situation is the lack of real development of

example of the evaluated intervention is the "Brainology" computer

students. This type of situation may also result from the school's work

program, giving the students the knowledge about the brain's

culture and assumptions hidden in the school's rules. They can be

functioning necessary to understand the growth mindset concept. The

seen, among others, in the approach to assessing, communicating

conducted study showed that the effects of working with the program

student successes, learning error, and ways of building students'

were not, however, long-lasting (Donohoe, Topping, and Hannah,

motivation. Therefore, the change in the teacher's approach should be

2012). Similar doubts about the durability of the impact also arose in

related to the processes taking place in the school's work culture and

the case of other activities. It consisted of acquainting students with

in the micro dimension - to changes taking place in the classroom

stories about the success of selected people's lives, which resulted

(Fraser, 2017). It, therefore, requires the cooperation of teachers.

from the effort put in, not from innate abilities. The examples given

The process of change in teachers' understanding of the growth
mindset begins with awareness of how students think and react. The

show how difficult it is to work on changing attitudes due to the
results' impermanence. There is still too little research that shows the
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effectiveness of specific solutions, such as researching particular

to work on their long-term passions and goals. According to

solutions in building feedback for students working on written

Duckworth, we can develop grit by ourselves. In this subchapter,

statements (Truax, 2018 ). The quality of intervention is essential to

we present two approaches to developing grit. Angela Duckworth

achieve impact. Teachers participating in the study on the influence

elaborated the first one. The second one is inspired by Josh

of the language of feedback on the literacy motivation of students

Kaufman, the author of "The First 20 Hours: How to Learn

participated in sessions on growth mindset and fixed mindset. They

Anything" (2014).

improved in working with feedback, recognized the phrases
characteristic for each of the attitudes. During the training, the theory
was presented and very specific examples of messages used in
feedback that result from a growth mindset. As a result, the use of this
type of message in feedback increased students' writing motivation,
as shown by the results of the qualitative research (Truax, 2018).

The process should apply to a specific action that is self-chosen by a
person who works on strengthening his/ her grit. It can be any activity
which the person values, is interested in or fascinates and is his/ her
free choice. This is why the process begins from defining what grit
means due to specific activity. Then comes time for regular practising,
like microlearning runs every day and making slight progress every

How to develop grit?

day, leading to reaching the milestones and finally the goal.

In the last section of this paper, we propose two practical frameworks

Duckworth describes five elements of this process:

for developing one of the basic features of the growth mindset- Angela

1.

Duckworth (2017) and Josh Kaufman (2014).

According to Angela Duckworth (2017), it's much more efficient to

A- Angela

Duckworth

(2017)’s

approach

on

grit

According to the leading researcher, Angela Duckworth (2017),
grit is not a gift or a natural talent. Grit can be learned and
developed. Developing grit is a process, which allows individuals

Defining what grit means for a person due to specific activity-

stick to the goal linked to something passionate about. It might be
going to one month of pilates without missing a workout, reading one
article per day for two weeks he/she wants to go more into the subject,
learning to play the ukulele for 15 minutes every day or practicing
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touch

typing

for

20

min

every

day

for

a

month.

Celebrating reaching the milestones gives people a reason to

When the activity is chosen, it is time for defining goals, milestones,

appreciate themselves for the effort and supports them in keeping the

and stages: a goal is an idea of the desired result that a person wants

track.

to achieve ; a milestone describes the result of reaching a key stage
in the development of something ; and a stage is understood as a
period or state that needs to be passed through in making
progress(Oxford Learners Dictionary, 2021). Duckworth advises
cultivating hope and removes someone's inaccurate and limiting
beliefs. It might be the most challenging part as LACK of hope can be
the biggest obstacle for keeping the TRACK

4. Connecting to a higher purpose- Studies show that what people
maintain on their work's purpose matters due to their engagement,
motivation and perseverance. For example, a survey of over 502
leaders revealed that while 79% of leaders think that connecting their
people to an inspiring purpose is critical to success, just 27% say they
regularly enact purpose when working with their teams (PWC, 2016).
Duckworth (2017) maintains that people who connect what they do to

Practicing and getting a little bit better every day- According

a higher purpose are grittier. The higher purpose can be linked with

to Duckworth, regular practising leads to developing competence, and

the well-being of others. When people understand how or what they

a person is much more likely to stick with the goal when he or she can

contribute to the common good, it helps them enjoy the task more and

see the improvement. In Duckworth's opinion, the most gritty people

keep the track.

2.

want to improve, no matter how good they already are. She
recommends competing with who you were yesterday or doing a
slightly harder workout or a little longer.

5. Surround yourself with gritty people - Duckworth highlights that
other gritty people can help in keeping the track by creating positive
peer pressure. The pressure to conform (to do what others are doing)

3. Celebrating reaching every milestone and goal- Milestones make

can be powerful and hard to resist. Due to grit development, peer

bigger goals more achievable. They can help people to get through

pressure by gritty people can influence a person to do something

large tasks by breaking them into more manageable chunks.

beneficial for him or her.
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Concluding Duckworth's approach, one can develop grit by building

stage is similar to Duskworth's first element. The crucial difference is

the daily habits that allow him or her to stick to a schedule and

about identifying the different tools and skills behind each step. At the

overcome challenges and distractions repeatedly.

same time, Duckworth cuts the process into smaller consecutive

B- Josh Kaufman (2014)’s approach

An interesting approach to developing practical skills proposes by
writer Josh Kaufman (2014). He figured out why so many people get
stopped in their tracks during the early learning period. Many people

pieces - milestones.
2. Learn enough to know when you're making a mistake- Kaufman
recommends getting three to five resources about what you want to
learn like books, videos, podcasts to consult the subject.

face the feeling of being stupid while the beginning of learning

3. Remove all barriers to practice- Kaufman indicates the role of all

anything new. They struggle with thinking about a huge amount of

factors which can drag away from the goal like electronic devices and

work to learn something new or hard. Kaufman came up with four

other distractions. He suggests not getting rid of distractions but being

steps that can help mitigate the risk of giving up. He proposes a sharp

creative and combining the favourite distraction with the new activity.

slope of the learning curve in as little as 20 hours is doable and easily

He refers to behavioural scientist Katherine Milkman's technique

imaginable for about a month, "even skipping a couple of days here

called temptation building. According to this technique, people should

and there." 1

pair something they like to do with something they are trying to get

Kaufman divides the process of 20 hours of learning into four stages:
1. Dividing a skill into components -The first thing is to identify the
learning goal and divide it down into smaller, manageable pieces. This

1

themselves to do.
4. Practice for at least 20 hours- Based on research, much of which
involved studying the standard learning curve, Kauffman found that
most skills can be acquired, at least at a basic level of proficiency,

https://youtu.be/5MgBikgcWnY May 2021
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within just 20 hours. (not to the point of teaching it, being good, or
being an expert).
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more prone to involve in criminal activities (Kozol, 2012; Mangini,
2012).

Joana Alexandre & Svetlana Solntseva, ISCTE- Lisbon University
Institute (Lisbon, Portugal)
Introduction - School Climate and Early School Leaving
Acquisition of knowledge and valuable social skills are essential to
students’ development throughout school years. However, sometimes
unhealthy social climate and poor operation of schools, together
forming what is called “school disorder” can largely impede students’

School climate can be described as “shared beliefs, values, and

academic performance, social interactions with peers and teachers and

attitudes that shape interactions between students, teachers, and

psychological wellbeing (Peguero et al., 2016). As a result, school

administrators and set the parameters of acceptable behavior and

disorder can lead to lack of academic motivation, depression, poor

norms for the school” (Koth, Bradshaw, & Leaf, 2008, p. 96). It is an

performance and attendance and, ultimately, early school leaving

essential component in students’ wellbeing, and “healthy” and

(Cornell & Mayer, 2010; Gyönös, 2011; Wang & Dishion, 2012).

positive school climate. It is linked to lower likelihood of early school

Also, the consequences of early school leaving are not restricted to a

leaving (Peguero & Bracy, 2015), among other benefits. It was also

specific social setting (Brunello & Paola, 2014). Nonetheless, it is the

found that school disorder would occur more often in larger schools

context of the socially disadvantaged urban environments that makes

and in schools with higher ethnical diversity and students from lower-

the future of dropping out from school pronounced to a notable extent,

income families (Gottfredson et al., 2005), which can all be prominent

such as in financial effects, both for the individuals and the

characteristics of schools in urban areas with present migrant

community, poorer health, higher probability of drug abuse and being

communities or ethnic diasporas.
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How can psychosocial interventions tackle the problem of early

and non-time-consuming option promoting positive change (Yeager

school leaving in this kind of school environments?

& Walton, 2011).
Let’s imagine two students who have just started a new school year in

Psychosocial Interventions in School Settings

the same class:

… Students who feel
better, perform better!..

In the last two decades, the attention of scholars, practitioners and
stakeholders in education has been brought to how small, discrete and
brief exercises targeting student’s psychological wellbeing, sense of
belonging, their values and beliefs showed to have positive lasting
effects not only on the class climate, but on students’ academic
performance and dropout rates as the final outcome (Cohen et al.,
2006; Paunesku et al., 2015; Walton & Cohen, 2011). Those
“exercises”

from

socio-psychological

interventions,

usually

administered within a short session or a series of such, did not engage
with the academic material directly, but still improved students’
achievements significantly by removing (or lowering) students’

While these hypothetical students’ “intelligence” characteristics and
initial motivation levels are the same, who do you think would score
higher in math and maintain positive self-image? The second student
would have a clear advantage here, and while providing the first
student with additional tutoring and focusing, for example, on her
self-control skills might make the situation improve slightly. It should
not tackle the issues around her feelings of not-belonging in the class
or attitudes about her abilities in the given subject.

psychological barriers to learning, presenting, therefore, a low-cost
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Student-centered socio-psychological interventions, on the other

and see it as an ordinary part of the college transition. It was found in

hand, focus on students’ thoughts, feelings and beliefs about

the Wilson and Linville’s study (1985) dedicated to this approach that

themselves and their environments (Yeager & Walton, 2011), rather

in one week after the intervention students in the treatment group

than on “objective” characteristics of students’ intelligence and school

performed better than students in the control group in the Graduate

settings (Wilson & Buttrick, 2016). A crucial dimension of these

Record Exam (GRE) test. Moreover, students belonging to the

interventions is the capacity to attribute learning challenges to

treatment group earned higher grade points in average (grade points

external factors rather than to one’s own level of intelligence or

in average - GPA) and their drop out was 80% less likely. What’s

abilities. Consequently, an important kind of intervention practices

more, the results of the intervention seemingly gained strength with

involves instructing students on the origins of school and social

each following term.

challenges (for detailed description of the two following categories

Similarly, Carol Dweck and other scholars researched how students’

see Snipes et al., 2012).

implicit beliefs about the nature of intelligence affected their response

An exemplary model is the attribution mindset intervention which
focuses on shifting the ways college freshmen conceptualize
academic impediments. In this case students are instructed that most
freshmen face challenges and experience obstacles, but that these
difficulties tend to decrease later on because they are related to the
transition from high school to college, and so the cause is external.
The participants are presented drafts displaying that most student’s
grades boost after the first year and view recorded accounts of senior
students’ discussing their experiences. This strategy is directed at
helping students to depersonalize the confrontation they are facing

to academic challenges, and how targeting those beliefs could, in turn,
influence students’ academic performance (Dweck, 1999, 2007;
Paunesku et al., 2015; Yeager & Dweck, 2012; Yeager et al., 2019).
Dweck and her colleagues found that there were two categories of
children and adults: those who believed that their skills, knowledge,
and intellectual abilities could develop over time with training and
effort (growth mindset), while others held a view that intelligence was
fixed and unmalleable, like something that a person was already born
with – a natural “gift” or “talent”, or an absence of such – a fixed
mindset.
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Cultivating the belief in students that their intellectual abilities can

Below are a few examples on types of praise that stimulate growth

improve and brain can grow and develop with effort “like a muscle”

mindset, from Dweck (2007) with an adaptation by Brougham &

has proven to positively influence academic achievement (Aronson,

Kashubeck-West (2017).

Fried, & Good, 2002; Blackwell, Trzesniewski, & Dweck, 2007). A
positive change occurs at a level of how students interact with
academic material, as growth mindset fosters more academic grit and
helps students overcome challenges and keep their efforts up even
after setbacks. Researchers connect it to a finding that students with
growth mindset endorse a mastery goal orientation, meaning that they
approach new tasks with the aim of getting new knowledge or skills,
learning something new. On the contrary, students with more fixed
mindset tend to have performance goal orientation, meaning that they

Mindset and Praise
What to say…
*When a student exerts appropriate effort,
“I like the way you tried all kinds of strategies on that math
problem until you finally got it.”
*For those students who master a concept without much effort,

are extrinsically motivated to make process to get a good mark
(Blackwell et al., 2007).
There is also evidence that the way students are praised by teacher for
the effort that they are making (growth mindset) rather than their
natural talent or intelligence (fixed mindset) would motivate them to
take on more difficult tasks and focus on learning process instead of
solely getting a desired mark. Indeed, Yeager and Dweck (2020)
recently showed that a growth mindset approach is more effective “in
contexts where peers and teachers afforded students the chance to act

That was too easy for you. Let’s do something more challenging
that you will learn from.
*For the student who truly tried but did not do well, again the focus
is on the process rather than ability:
“I liked the effort you put in. Let’s work together some more and
figure out what you don’t understand.

and continue acting on the mindset” (p 1279).
48

Research has shown that socio-psychological interventions targeting

Finally, the second section of this guideline, built on insights from

certain behaviors or attitudes can be very effective in both short- and

social psychology and educational science, guides the reader through

long-team perspectives (DeBacker et al., 2018), in ages as young as

the main steps of developing, adapting and delivering a successful

seventh graders (Blackwell et el., 2007) through undergraduate

intervention in school settings.

students (Aronson et al, 2002)
However, these interventions are not a “magic wand”- just

When and for whom do growth mindset interventions work best?

distributing a set of printed materials in the class like another task to
“get through” won’t do the work; instead, thorough planning, scaling
and adapting the delivery to multiple contextual parameters that are
unique for each school are totally necessary to reach the desired
outcomes. Additionally, neither those interventions can replace the
big-scale educational reforms – but it is argued that they can
effectively accompany them and promote the process of change that

As a general rule, growth mindset interventions demonstrated its most

is already in place.

effectiveness for academically underperforming students and those at

Furthermore, recent metanalytical studies have shown that growth

high risk of school dropout. While this was proved true in multiple

mindset intervention are most effective for certain groups of students

small-scale interventions, a nation-wide study that involved 1,594

and when specific school conditions apply (Miller, 2019; Sisk et al.,

students in 13 geographically diverse high schools in USA (Paunesku

2018) – and the next section will give a detailed overlook on the

et al., 2015) confirmed this fact. In the intervention, students

populations that have proven to benefit from these interventions most,

participated in brief 45-minutes online sessions during which they

as well as outlining the contexts which showed to be necessary for

read an article about brain ability to grow as a response to hard effort

positive changes to occur.

and then were asked to summarise the article in their own words and,
using what they have learnt, advise an academically struggling student
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who believed he “was not smart enough”. The intervention effect was

Consequently, not being able to succeed in the problematic subject

significant for students at risk: their core GPA increased, and they also

can cause “disidentification” – a defensive mechanism to maintain

earned satisfactory grades in 6.4% more courses.

self-esteem by devaluating the importance of this subject or
disengaging from the academics totally (see Steele, 1997), which, in

Minority, low-income and female students: reducing effects of
Stereotype Threat
The persisting academic underperformance of black students and

turn, can lead to early dropout and low cumulative score.

lower scores of girls and women in the mathematics and science has
been a subject of long-going debate: why do these groups perform
worse, and what can be done to increase their performance?
While multiple possible explanations about the causes of this
academic gap exist, sociopsychological studies suggest that this may
be connected to female and minority students’, as well as students
from low socioeconomic background psychological response to
stereotypes about their intellectual inferiority in a group of subjects or
in academia in general (Inzlicht & Ben-Zeev, 2000; Croizet & Claire,
1998; Steele & Aronson, 1995). This phenomenon is known as
“stereotype threat” (Steele & Aronson, 1995). When completing an
intellectually challenging task (e.g. a standardised test), students from
the groups which negative stereotypes are attributed to, experience an
additional burden of anxiety that their low score would confirm the
negative stereotype about their group, and them personally.

However, several studies demonstrated that the negative effects of a
stereotype threat can be mitigated by teaching students about the
malleability of intelligence. In one of the studies (Aronson, Fried &
Good, 2001), undergraduate students participated in a “pen pals
programme” which included writing a response to a letter from an
academically struggling middle school student. Those letters were
handwritten by the researchers, but students believed they participated
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in a real letter exchange. Students were divided in three groups: the
experimental group was showed a video that explained intelligence as
malleable and was asked to reply the letters by “encouraging” the
younger pals to believe their brain could be “trained as a muscle”; the
first control group, instead, was told that intelligence was not a single
category, but everyone had their strengths and weaknesses (fixed
mindset condition) and was asked to use this information in their
response letters; the second control group did not participate in the
“pen pal” session. The results of this study were particularly

Another study (Good, Aronson & Inzlicht, 2003) showed similar

meaningful for African American students in “growth mindset”

results for seventh-grade students: participation in a mentoring

condition, for whom this intervention helped become more resistant a

programme that promoted viewing intelligence as expandable made

stereotype threat. They reported more academic engagement, enjoyed

the gender gap in math standardised test scores disappear.

studying process more and, ultimately, they increased their GPA, as

Furthermore, low-income and minority students who participated in

compared to their peers from “mixed mindset” condition and the

the intervention showed significantly higher results in the reading test.

second control group.

Authors attribute the success of the intervention to the fact that
believing in malleability of intelligence reduced academically
stigmatised students’ vulnerability to stereotype threat by helping
them cope with performance anxiety coming from their social
identities.
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Teacher effects

School environment

There is also evidence that teachers’ beliefs, experiences, and class

A national experiment conducted in the US (Yeager et al., 2019)

practices can unwittingly impact the results of growth mindset

revealed that while growth mindset intervention increased GPA

interventions. As argued by Aronson et al. (2002), teachers’ own

among lower-achieving students, it only did so when peer norms were

beliefs in fixed mindset can further amplify stereotype threat in

supportive of intervention messages. Researchers hypothesised that

vulnerable group of students and decrease the effectiveness of

peer norms that favour challenge-seeking behaviour would help to

sociopsychological interventions. On contrary, teachers who were

maintain the intervention effect and, at the same time, that

taught about and encouraged to apply growth mindset in their practice

intervention effect would be able to overcome the unsupportive group

were more likely to support academically underperforming students

norms. When the first statement proved to be the case, the second

by recommending them specific learning strategies (see Dweck,

assumption was not confirmed in practice: there only was a positive

2008). Schmidt, Shumov and Kackar-Cam (2015) specifically stress

effect on students’ GPA when peer norms aligned with the

out that teachers’ in-class behaviours being consistent with the growth

intervention.

mindset framework can largely affect both immediate results of the
intervention for the students, and whether the positive change will be
sustained over time. Ultimately, the success of any intervention
largely relies on positive social climate, enthusiasm, and supportive
environment that teachers promote in the classroom, which would
allow students to cooperate and benefit from interventions (Hattie,
2009).
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Discussion and recommendations

Regarding psychosocial intervention with teenagers, they should be

In a society with increasing uncertainties, it is inevitable that young

planned in a way that promotes a sense of autonomy, which is an

people face new challenges and need to strive. Overall evidence
shows that instilling a growth mindset approach in students is related
with better academic performance as students are more willing to face
challenges, invest effort into studying, use more effective study
strategies, and learn from setbacks. Even if a growth mindset
approach is not a “magic bullet” for school success it promotes a
supportive context for students. As Yeager and Dweck (2020) point
out, “review of the evidence showed that the foundations of mindset
theory are sound, the effects are replicable, and the effect sizes are

important variable for self-motivation (internal driven motivation)
and for activating self-reinforcing processes. Many mindset
interventions foster what is called a social contagion effect (Levy &
Nail, 1993): the passive spreading of thoughts, behaviours, and beliefs
from one person to another. In other words, social contagion effects
are not the result of intentional attempts to influence an individual’s
beliefs, but rather occur indirectly (e.g., reading a news about a person
that has not always been successful and has improved his/her skills
with effort and practice). Psychosocial interventions should also be

promising” (p. 1281).

focused on attribution messaging to help interrupt the negative cycle

Recently the Programme for International Student Assessment (PISA)

motivation. Specifically, when people attribute negative outcomes to

(OECD, 2021) -a survey including 600 000 students in 78 countries,

internal, unstable, controllable factors, they are motivated to take

presents the first preliminary cross-country analysis on growth

action to address the problem (Weiner, 1979). An attributional

mindset. Results corroborate the evidence of such approach. Even if

messaging can be done using videos or news that instigate a

the overall effect sizes are low, effect sizes for some groups seem to

discussion around this topic.

be larger. Research clearly shows that disadvantage or vulnerable

Teachers mindset is also an important variable. When evaluating a

students (e.g., migrants, vocational education students, girls) could

growth mindset intervention, it is important to measure proximal and

benefit more from developing a growth mindset than advantaged

distal outcomes. Proximal outcomes might include measuring

students, fostering equity.

teachers´ beliefs about the malleability of teaching skills both before

found in students with a fixed mindset, as attributions influence self-
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and after the intervention to evaluate whether the intervention shifted
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The Belgian case report

By Lien Fret & Kendra Geeraerts, Karel de Grote University College
(Antwerp, Belgium)
This case report first provides an overview of the educational

Educational level
Pre-school
education
Primary education
Secondary
education

Age range
2,5 – 6
6 -12
12-18

landscape in Flanders (Belgium), the students at risk of early school
leaving (ESL), as this is the GRIT project’s indirect target group, and
their urban settings. We then discuss contributing factors for ESL in

Three grades of two years

Flanders and our strategy to tackle these, using the GRIT approach.
The designing, testing and dissemination in the Belgian context of all
the tools developed as part of this Erasmus +-project are described in
detail and we provide insight into the network that we involved.
1. Education in Flanders (Belgium)

Not compulsory, however, almost all
children participate
Compulsory
Four different types of secondary
education:
(1) general secondary education,
(2) technical secondary education,
(3) secondary education in the arts,
(4) vocational secondary education

2. The GRIT target group
The focus of the Erasmus GRIT project is on students of 14-16 years
old. This age group is part of compulsory secondary education. The
project is carried out within the Flemish region of Antwerp, which is

In Belgium, education is compulsory from the age of 6 until 18 years

governed by the Flemish Ministry of Education and Training.

old for all children residing in Belgium. An overview of different

Therefore, we provide more information on secondary education in

educational levels is displayed in the above Table 1- Educational

the metropolitan context of Antwerp, Belgium’s largest city, in the

levels in Flanders. It should be noted that besides mainstream

next section. The numbers and figures below stem from the Antwerp

education, also special needs education is organized. In 2014, an act

education monitor of the school year 2016-2017 (published by the

has been approved by the Flemish Parliament to develop towards a

educational network of Antwerp), which is a report of the indicators

system of more inclusive education, the so-called ‘M-decreet’. More

related to unqualified school leaving in Antwerp (Onderwijsnetwerk

concretely, this act comprises measures which allow students with

Antwerp, 2018). Demographic information was provided by the city

special education needs to participate in regular schools.

of Antwerp (Stad Antwerpen, 2019).
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Secondary education in Antwerp: number of pupils

Antwerp is dealing with a rather high level of early school leaving. A

The city of Antwerp is the largest Flemish city with a population of

report "Early school leaving in Flemish secondary education"

524 501 inhabitants at the beginning of 2019 According to a report of

(https://dataloep-publiek.vlaanderen.be ) defines early school leavers

Onderwijsnetwerk Antwerpen (the Educational Network of Antwerp)

as young people who are no longer subject to compulsory schooling

of 2018 that monitors education in Antwerp, secondary education

and who leave Flemish secondary education without having

counted 37 277 students within the school year of 2016-2017. 81% of

completed their qualification.

all students in secondary education are part of compulsory education.

The number of early school leavers in Flanders and Antwerp has risen

This means that almost 20% of all secondary school students in

again, after having fallen for 5 years in a row. In the school year of

Antwerp is older than 18 years old and therefore not part of

2015-2016, 10.4% of all students in Flanders left school without

compulsory education. The largest part of these students who are no

qualifications. In Antwerp, this number remains twice as high. One

longer subject to compulsory education has switched to part-time

fifth of students left school unqualified.

vocational education.
3. Early school leaving in Flanders
Many factors influence the school careers of young people. Learning
deficits and educational underachievement, for example, have a major
influence on the school careers of children. We often consider these
terms to be synonyms, but they are not. Pupils can be delayed in
school for various reasons, one of the most important of which is
grade retention. Those two factors can lead, among other things, to
low well-being, truancy, school fatigue and cross-border behaviour,

Figure 2: Evolution of early school leaving in Antwerp and Flanders

because of which they have a major impact on unqualified outflow.
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4. Contributing factors to ESL (in secondary education) in
Profile of Antwerp secondary education students

Flanders

This difference between the numbers in Antwerp and Flanders can be

In regular secondary education 43% of all pupils already have at least

explained by the profile of Antwerp students and the context in which

a 1-year delay in school. For the group of truants, however, this

they grow up, which differ from that of the average Flemish student.

number is much higher. 77% of them are school delayed. 34% of the

Because of the social mix, the system uses 'double quota'. This divides

truants even have two years or more of school delay. For the whole

the students into indicator and non-indicator students. An indicator

group of students this is 11%. There is little difference to be noted

student is a student to whom at least one of the following criteria

between boys and girls. We will now discuss these contributing

applies: the family received an education allowance in the previous

factors in more detail.

school year, or the family has a limited income; the mother does not
have a diploma of secondary education or a certificate of the sixth year

School delay

of secondary education. Flanders takes these student characteristics

Of all secondary school pupils in Antwerp, only a small majority,

into account when determining whether a young person grows up in

about 57%, have not experienced any school delays during their

"educational poverty". The average percentage of indicator students

school careers. Nearly 32% of all pupils have one year of school delay

in the Antwerp secondary schools is 65 %. The percentage of indicator

and more than 11% have two or more years of delay.

students is much lower in schools that do not participate in the online
registration system. In the so-called 'elite schools' it drops to 20
percent.
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Students

No school 1 year of More than Total

any school delay. In technical secondary education this is 41%, but

delay

the number of students with an educational delay remains high. 38%

school

1 year of

delay

school

have one year of school delay and 21%, two or more years.

delay

Despite these high figures in technical and vocational education, the

aso (general secondary
education)

75%

20%

5%

100%

27%

49%

24%

100%

41%

38%

21%

100%

education in the arts)

59%

31%

9%

100%

1st grade

68%

28%

4%

100%

Total

57%

32%

11%

100%

bso

(vocational

secondary education)
tso (technical secondary
education)
kso

(secondary

Figure 3: percentage of students with school delay per type of
education
We see a strong overrepresentation of these young people in
vocational secondary (the so-called ‘bso’) and technical secondary
education (called ‘tso’). 49% of young people in vocational secondary
education have one year of school delay, 24% are at least two years

total number of pupils with a school disadvantage has dropped from
45.1% in the school year of 2015-2016 to 43% in the school year of
2016-2017 and the number of those who stay behind has dropped from
7.5% to 6.9%.
It has been known for a long time that school delay often has a
negative influence on the school career of the young people, but there
are also many other contributing factors. For example, changing
schools, disciplines or education plays a role in whether or not a
student is of older than his fellow students. If the student is not older,
the chances of truancy or unqualified outflow are greater.
There are certain neighbourhoods in Antwerp in which we find
significantly more students from secondary education who have
suffered school delays. These districts are Borgerhout, Deurne-Noord,
the Left Bank, parts of the city centre and the Kiel. Here too, there is
a need for targeted actions.

behind on age. This means that barely 27% of students in vocational
secondary education have completed a normal school career without
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Truancy
This table shows that 21% of all secondary school students in Antwerp
have been absent for more than 10 and a half days during the whole

% of
truants
Non-

school year without justification.

compulsory Compulsory Total

In regular full-time secondary education (GVSO), there is a greater

Regular full-time education

37%

13%

17%

difference between compulsory and non-compulsory students. 17%

1st grade

0%

8%

8%

4%

6%

30%

13%

16%

28%

12%

16%

48%

34%

39%

89%

90%

89%

were absent with problems during the 2016-2017 school year. 13% of
all students who had compulsory schooling, were absent and 37% of
those who were not. In special needs secondary education, 39% of all
students commit truancy, 43% of students in compulsory education
and 27% of those who are no longer in compulsory education.
A possible explanation could be the fact that more students end up in
the secondary vocational education system involuntarily due to the
waterfall system and therefore often have greater motivational

aso (general secondary education) 26%
kso (secondary education in the
arts)
tso

(technical

secondary

education)
bso

(vocational

secondary

education)
dbso

(part-time

vocational

education)

problems.The table below shows the number of truants per type of

hbo (higher vocational education) 17%

0%

17%

education

buso (special needs education)

27%

43%

39%

native newcomers)

60%

41%

42%

Total

44%

16%

21%

okan (reception class for non-
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5. Strategy to tackle ESL in Flanders, using the GRIT approach.

The GRIT toolbox and its guidelines: development and testing phase

In this point we discuss how the Belgian team used the GRIT approach

After a review round based on the first draft of the tools by the

as a way to tackle early school leaving in Flanders. It focusses on the

European team, the toolbox ‘under construction’ (14 tools) was

implementation, testing and dissemination of the tools used to do so

reviewed by teachers of school 1 and feedback was given by means

and the partners and stakeholders who were involved.

of the questionnaire ‘GRIT Toolbox Survey’. The tools were

Exploration phase

evaluated based on adequacy, teacher’s role, relevance, satisfaction,

In order to broaden our network and increase our future impact on

motivation and competence of the students.

ESL in Flanders, we started with an exploration of the stakeholders

7 (male) students, 5 of which were in the 14-16 age group, tested two

in Antwerp. The Network for Early School Leaving provided us with

of the tools (‘What success looks like …’ and ‘Shared struggles’). The

information on areas and schools with high numbers of students at risk

teachers reviewed all tools before choosing two of them. The teacher

of ESL, further academic input on the topic of ESL, good practices,

who tested the tools was a 45-year-old female with 15 years of

etc.

experience in social subjects.

Schools with an urban context that were faced with the challenges of

The teachers found the toolkit very interesting but felt the need to

teaching in urban settings were contacted and involved (see ‘Schools

adapt it to the level of their students. The toolkit seemed to be aimed

involved’ below).

solely at students who are able to think in abstract terms, form and

Literature on ESL, in Belgium but also specifically in the Antwerp

express their opinion based on external input. In their opinion, the

region, and growth mindset was further explored, and the input was

tools furthermore needed to be adapted to the number of students and

used to develop ideas for the toolbox. Based on deliberation with the

background information, especially on growth mindset, often needed

project partners 3 guiding design principles arose: we agreed that we

to be provided by the teachers themselves as some of the tools were

needed to design easy-to-use tools that were not time-consuming for

not explicitely linked to the growth mindset concept. A positive aspect

teachers, that could be used within 1 (maximum 2) lessons and that

of the tool What success looks like is the insight teachers gained into

did not just focus on growth mindset but on ‘learning’ in general.

the long term goals of their students. The tool Train your brain gave
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students a very clear insight into the mindset concept. Sometimes a

indicated that interaction and a variety of activating methods was

bit more student-teacher interaction and context was needed.

indeed key to keeping the attention of these students.

In school 2, 5 teachers went through the toolbox and provided

Based on the feedback of all the partners, the tools were redesigned,

feedback by using a questionnaire in Google Forms. They did not find

reviewed in a final round, translated, and published on the website. A

the tools appropriate for their students in the target group of 14–16-

QR-code was later added to gather feedback from teachers using the

year-old youngster; they would be more suitable for younger students.

toolbox.

So they decided not to test the tools with their students. Concrete

Due to the Covid pandemic a necessity to add suggestions for the

actions to convince the school team on the relevance of the growth

online use of the tools arose. By the end of 2020 we added these

mindset approach are needed.

suggested online applications and suggestions for e-learning to the

In school 3, the tools were tested during a project week on

toolbox and gave it a new, more e-inclusive lay-out.

relationships. We organized a 2-hour introductory workshop to the

Input of the teachers involved in the testing of the GRIT toolkit, the

Growth Mindset concept in which two of the tools in the toolbox were

workshop on brain education we have designed and tested and further

used. This workshop on, among other subjects, brain education

reading on growth mindset research made us explore the question

provided input and a first testing for the GRIT guidelines. The class

‘What do you need as a teacher to stimulate growth mindsets in

groups involved were of a vocational education level: 15 students,

students in urban education (in order to foster success at school)’ . It

teacher 1, 21 students, teacher 2, 13 students, teacher 3, 14 students,

should be a guiding principle for designing the GRIT guidelines to use

teacher 4 and: 13 students, teachers 5 and 6. We collected feedback

the toolkit. They first needed to be convinced of the value of the

from the students as well as from the teachers. After the session, each

growth mindset approach and be aware of their own mindset. In this

student wrote down suggestions, things they liked or disliked about

introduction the emphasis was on ‘experiencing’ how it feels for a

the session, etc. They suggested to include more humor, and more

student not to reach the expected goals, experience difficulties, etc.

activating methods in the session. They also preferred to have more

We prepared a presentation on the approach that we tested in school

possibilities to use their mobile phones during the session. Teachers

2 (prior to the testing of IO1) and school 4. In the first school the
65

presentation of our first draft of the first chapter of the GRIT

in

Education

(VFO,

#OnderwijsOnderzoek@Home

&

guidelines was well received, with teachers eager to spread our tools

#EducationResearch@Home). After the presentation we send out a

among their colleagues and participate in the testing of the GRIT

feedback form in which we read positive comments about the

toolkit. In the second school we received valuable input on a good

importance of our project and the value of working also with student

practice of the school; they used posters on teachers’ and students’

teachers on the growth mindset approach. We used this input to make

bathroom doors to remind them of maintaining a growth mindset.

final adjustments to the GRIT guidelines before it was translated and

With their permission, we shared this good practice in our multiplier

published on the website.

event. We also gained input for the GRIT training for teachers, when
seeing our tool to make teachers aware of the mindsets imbedded in

The GRIT training for teachers: testing phase

their feedback (as suggested by the Ezra’s case, a practical case

Since we were unable to take the first draft of the GRIT training for

suggested in the training for teachers- IO3) the school suggested to

teachers to schools, due to Covid, we engaged the third-year students

use small role-playing exercises for teachers to become aware of how

that we guided through their teacher education internship to gather

students experience ‘failure’.

‘good practices’ on growth mindset in their internship schools.

We intended to test the GRIT guidelines during “Het moment” at

Several schools wanted to foster a growth mindset through their

Karel de Grote University College (in March 2020) in which all the

feedback on report cards and in oral feedback moments. One school

mentor teachers of the college’s internship schools follow workshops

used Dweck’s concept as a starting point and had a team training

in the context of their professional development. Unfortunately, due

session with an external pedagogue to reflect on how to make learning

to Covid, this event was cancelled, and Belgian schools closed for

visible. They also shared and discussed report comments among the

almost two months.

team. Language teachers from another school used a skills’ meter to

On October 2020, 63 participants, mainly academic researchers and

measure growth in oral and writing skills that students fill out

teacher educators, joined our online presentation on growth mindset

themselves and use to reflect on their progress. A sports teacher

interventions at the digital event of the Flemish Forum for Research

graded effort (next to ability) to reward students with limited physical
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skills. Two art teachers keep stressing that ‘everybody can draw’ –

our first outputs of this GRIT project, the toolbox and the guidelines.

after all students have been drawing since they were two – and

In the session, 10 participants discussed their own growth mindset

highlight the students’ progress in their feedback, making sure that

interventions in schools and teacher education programs and received

they enjoyed the creative process.

our toolbox and guidelines by e-mail.

Several schools used self-reflection grids on tests or exams or at

In September 2020, an entry was added to the educational website

regular moments throughout the school year and stimulated students

KlasCement 2, leading teachers to the GRIT website and asking them

to give each other constructive feedback in a system of peer

to share their feedback. Klascement is a free resource (after

evaluation. One school scheduled two hours of ‘talent searching’

registration) and has more than 280 000 members, mostly teachers and

every week in which students get acquainted with drama, robot

student teachers. As part of the Flemish Ministry of Education and

building, alternative sports, how to learn, … without being evaluated,

Training it has a very wide reach and only shares materials that have

to show them that effort without the goal of an evaluation isn’t

gone through a quality check by a moderator. The quality of entries is

pointless.

further assured through scores and reactions. The link to the website

Dissemination of the tools developed in the Erasmus+-project
In November 2019, we held a round table session at the Eapril
conference in Tartu (Estonia). Our session, entitled ‘Opening up the
debate on do’s and don’ts of growth mindset interventions’ was
intended to inform an international audience about our GRIT project.
Through this session, we could expand our network with researchers
and practitioners interested in or working on the same topic. In
addition, this round table session enabled us to receive feedback on
2

was used 745 times (by the end of April 2021) and it scored 5 stars
(out of 5).
Our multiplier event in February 2021 involved 78 participants, 26 in
the afternoon session, and 52 in the evening session. We opted for a
one-hour inspirational webinar as an introduction to the growth
mindset concept as well as to the guidelines to the GRIT training for
teachers, so that participants could easily fit this session into their busy
online work schedule of mandatory telework and would be able to

Website- https://www.klascement.net/
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flexibly scroll through our developed tools, published on the website,

were not allowed to carry out the testing phase in schools, as well as

in their free time. Through the announcement of our free online

a dissemination of the other tools. Student teachers are in a great

inspiration session on the KdG-website and in social media

position to disseminate, promote and use our tools in their internship

communities focused on education, we were able to reach a wide

schools.

variety of stakeholders, teachers, members of centers of expertise
focusing on education, equality of educational opportunities and
lifelong learning, principals, education policy makers, … .
As we were unable to ‘physically’ test all our tools (the toolbox, the
guidelines and the training for teachers) in schools (due to Covid 19
restrictions), we tried to entice the participants to use the tools in their
schools and organizations and give us feedback through the QRcodes. We also asked them for immediate feedback in a questionnaire
that showed us that most participants were very eager to implement
the growth mindset approach or already did so and needed materials
to convince their peers. Our GRIT training for teachers will cater to
this need.
In preparation of this multiplier event for stakeholders we involved 33
second-year teacher education students in a workshop on the growth
mindset concept. We created time, a means to go through, discuss the
toolbox with their peers and finally give us feedback. This workshop
was used to test parts of the GRIT training for teachers, mainly the
introduction to the Growth Mindset concept and to the toolkit. We

6. Network involved
The idea was to enhance a dissemination strategy
Schools involved in testing and dissemination
We included a list of schools involved in the testing and
dissemination of our tools in Annex 1.
Heads of teacher teams and teacher educators
The ‘teacher trainers’ involved in our multiplier events will be able to
implement the growth mindset approach in their schools and
organizations on a meso-level, from a policy level, using the GRIT
training for teachers and its guidelines, which were introduced in the
webinar and are readily available to download on our website. They
were encouraged to provide their teachers with the GRIT toolbox and
the guidelines and were given access to the PowerPoint presentation
of the webinar together with the recording, free to be used during a
‘training’ of their teams. Due to the covid pandemic we were not able
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to involve ‘teacher trainers’ in ‘live’ testing. As mentioned, we

large number and wide variety of schools. We could feel that there is

reached out to student teachers instead, showing them how they can

a strong interest in this topic by practitioners, given the high

support and spread the growth mindset approach in their internship

enrollment figures to our webinar. Within our own teacher education

schools.

program, the growth mindset approach has been introduced in a
variety of courses. After the deadline of the Erasmus+ project, the

Key stakeholders

importance of stimulating a growth mindset among students, student-

A wide variety of professionals in the field of urban education

teachers and teachers will be one of our priorities.

participated in our national seminars, including pedagogical advisors
of the Flemish government, representatives of other Flemish
institutes for higher educations and representatives of educational
networks catering to diverse care needs (Ondersteuningsnetwerk
OVA )

Conclusion
Thanks to the GRIT project, we have been able to bring attention to
the importance of stimulating a growth mindset among students in a
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Annex 1
Schools involved in the active testing phases & dissemination
 Spectrumschool Deurne
 VTS Sint-Niklaas
 Pius X Antwerpen
 Sint-Gummaruscollege Lier
Schools involved through the dissemination event
• VTI Deinze
• Sint-Victorinstituut Turnhout
• Heilige Familie Berchem
• KA Berchem
• Trevianum Scholengroep Sittard
• Ursulinen Mechelen
• Stroom KS Leuven
• Stedelijk Lyceum Hardenvoort Antwerpen
• VBS Scheutplaneet Anderlecht
• IMI Roosdaal
• College ten Doorn Eeklo
• Atlascollege Economie en Organisatie Genk
• Sint-Theresia Deinze
• Sint-Norbertusinstituut Antwerpen
• Atheneum Schoten
• Smik Kasterlee
• Viso Gent
• Stedelijk Lyceum Expo Antwerpen
• Campus de helix Maasmechelen
• Go! Technisch Atheneum Den Biezerd Niel
• Stedelijk Lyceum Durlet Antwerpen
• VTS3 Sint-Niklaas

•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

TA Jette
Institut Don Bosco Val d’Or
Sint-jozefinstituut Bokrijk
Spectrumschool Deurne Campus Ruggeveld
Sint Jozef Humaniora Brugge
Buso Dominiek Savio Gits
SMSI Ieper
GO! Atheneum Brakel
Campus Wemmel
Talentenschool Turnhout
Atheneum Jan Fevijn Brugge
Ibso Woudlucht Leuven
IVG-School Gent
Talentencampus Venlo
Bakkerij-Slagerij- en hotelschool Ter groene poorte
Sint-Michielsinstituut Keerbergen

Schools involved through our student-teachers
• Sint-Ursulalyceum Lier
• Sint-Ursulainstituut Wilrijk
• Sint-Eduardusinstituut Merksem
• Sint-Jozef Schoten
• GIB Brasschaat
• Mater Salvatoris Kapellen
• PITO Stabroek
• Sint-Aloysius instituut Lier
• OLVI Boom
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The French case report

education (French Ministry for Foreign Affairs – 2021). In 2020, there

By Dr Bénédicte Halba, Iriv (Paris, France)

are 3 432 900 students in the 7 230 secondary schools which represent

After a general presentation of the French educational system, with a
focus on the students in secondary schools (our target group belongs
to the youngsters aged 14 to 16 years), we explain the general public
policy led in matter of Early School Leaving (ESL). The main factors
explaining Early School leaving are those shared by the other
countries.
In the second part of our article we intent to show the innovative
process implemented in France to conduct the testing - schools
involved, profiles of teachers, students and the team of the testers; the
process of work built to enhance a sustainable strategy for the future.

an average of 25,6 students per classroom (French Ministry for
National Education, 2021). The compulsory lessons in secondary
education are structured in disciplines: French, Mathematics, History
Geography, Moral and civic education, Modern languages, Life and
earth sciences, Chemical Physics, Technology, Physical education
and sport, Plastic arts and Music education.
Interdisciplinary practical lessons (EPI) and personalized support
(AP) are additional lessons that are part of the compulsory lessons. At
the end of the third year, the pupils present the national diploma
(national diplôme du brevet) and they can orient themselves towards:
a second class in general and technological high school; a second
professional class or a first year of preparation for the vocational

French educational system
This first point reminds of the basic elements to be known on school
education in France
1.1 Compulsory education
School education is compulsory for children aged between six and

aptitude certificate (CAP). The assignment depends on the
continuation of the training: general and technological high school,
polyvalent high school, vocational high school, apprenticeship
training center, etc. The pupil's school record can be decisive for this
assignment.

sixteen; this obligation covers both elementary education (elementary
school) and the first four years (secondary school) of secondary
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1.2 Assessment in school education

inequalities in access to knowledge while raising the level of

The basis for the College assessment is the common base of

qualification and skills of the entire educated population. The policy

knowledge, skills and culture that constitutes all the knowledge, skills,
values and attitudes necessary for a successful education, life as an
individual and as a future citizen. From primary school until the last
year of compulsory education, students gradually acquire the skills
and knowledge of this common base. The teachers certify the level
reached in each component of the common base at the end of each
teaching cycle.
1.3 struggle against Early school leaving
The fight against dropping out is a major human, social and economic
issue (French Ministry for National Education , 2021). The European
Union is committed to the fight against early school leaving because
it represents a major obstacle to the achievement of the Europe 2020
strategy. The European Council of 17 June 2010 reaffirmed the
challenge for European education systems to reduce the school
dropout rate, improve education levels and promote social inclusion.
The objective set is to bring the average school dropout rate in the
European Union below 10% by 2020.
In this context, France has achieved its objectives and the school
dropout rate was 8.2% in 2019 (12.6% in 2010). The aim is to reduce

of preventing and combating dropping out of school carried out for
several years is now producing effects with a significant drop in the
number of young people who leave each year school without
qualifications (around 95,000 young people, Ministry of National
Education, April 2021) and those who, having abandoned their studies
without a diploma, do not find themselves in a NEETS situation (not
in employment, nor education nor training). While dropping out of
school has not been stopped, this significant drop is due to a better
identification of young people and the mobilization of all
stakeholders.
1.4 an example of initiative suggested by the “school of trust” act
(2019)
Article 15 of Law No. 2019-791 of July 26, 2019 "for a school of
trust" embodies the Government's commitment to fight against
poverty and the dropout of the most vulnerable young people. The law
provides for the right, for each young person between 16 and 18 years
old, to be able to integrate a course adapted to his/her needs. The
training obligation goes beyond the right to return to training or the
right to vocational training: it includes other situations such as
employment, civic service and involvement in a system. In the context
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of the current health crisis, the fight against dropping out of school at

distance, through virtual meetings among another group of teachers,

the national level has adapted to take into account the situation of the

working in schools in Aubervilliers (Seine Saint Denis).

most vulnerable students who have distanced themselves from school.
Operational academic action plans have been deployed in order to
organize the maintenance of the link with each student, and different

2.1- testing 1 conducted in Massy (Essonne)- June 2019- February
2020

kinds of support have been implemented (tutoring, upgrading, school

The first contact was with the teacher in charge of a group of

remobilization). ONISEP has made educational resources related to

allophone students – the French acronym UP2EA means “education

the current context available to schools. As part of the Priority

of newly arrived allophone students and children from itinerant

Quarters of City Policy (QPV), specific tutoring is offered to young

families and travelers”. This is an example of inclusive education in

people made vulnerable by confinement. The collection of precise

the French educative system.

indicators enables management as close as possible to local contexts,

The idea is to promote an inclusive school for all pupils with special

the mobilization of all partners strengthens the territorial network.

educational needs. For “newly arrived allophone students and children

Finally, a communication campaign is active on social networks and

from itinerant families and travelers”, the objective is to allow

in the media to remind young people to "hang on" and encourage them

schooling in an ordinary environment considering the specific needs

to contact their school again.

of these students, by setting up support systems to promote learning
French, the language of schooling, and educational continuity. The

Testing conducted in France
In the first place (testing 1), a testing was conducted in a secondary
school in partnership with the College Denis Diderot in Massy
(Essonne) based on the tool kit (IO1) and mentoring for teachers
(IO2). In the second place (testing 2), the testing was conducted at a

students belong to foreign families that usually don’t speak French
when they arrive in France or at least have different linguistic levels.
The educative principles at stake (set out by 3 circulars) are the
following: fighting against discrimination; harmonizing the reception
procedures;

acquiring a common base of knowledge, skills and

culture ; learning French as a second language for allophone
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audiences ; guaranteeing an educational continuity for traveling

itinerant audiences. They strive to strengthen their training offer to

audiences.

enable teachers in ordinary classes to better understand the specific

The second contact was with the head of the secondary school and her

needs of these audiences and to adapt their teaching practices. For

deputy head as they are most important to allow external organisations

instance, the teacher in charge of the allophone students at the College

to suggest alternative pedagogical support to the students. They are

Denis Diderot followed some training, three times a year, with other

also crucial for the sustainability of the pedagogical approach among

colleagues working in other schools in order to share the difficulties

the teachers in charge of similar classes as the main idea of the testing

they are faced to and find a relevant pedagogical support.

is to be experimented once in order to adapt it to the audience and

A fourth contact was taken with the departmental level in Essonne of

institutional context (in France) in order to be usable for other

the Academy of Versailles. This is the regional level of the Ministry

teachers. The head of school in France has a hierarchical power

for National Education. The idea was to be able to spread the word

together with a coordination role. At the Collège Denis Diderot, she

among the CASNAV in Essonne on the GRIT approach, but it was

has just arrived together with her deputy and open to new kind of

not possible due to the beginning of the Coronavirus. The French

pedagogical approach. They could meet the European team of the

educative system has had to organise virtual classrooms since March

project during the French transnational meeting, which was another

2020, then to reopen schools with a demanding protocol so the testing

occasion to explain the innovative approach of the GRIT.

of the GRIT was compromised as this was no more possible to suggest

The third contact was with the person of charge of the network for

alternative strategies that could have been convincing in normal times.

teachers working with “newly arrived allophone students and children

The profiles of the teachers involved at the college Denis Diderot

from itinerant families and travelers”, called CASNAV a French

were:

acronym meaning “academic centres for the education of newly

1- Vanessa K. a French teacher with a relevant experience in

arrived allophone children and children from itinerant families and

French teaching in normal classrooms who had followed a

travellers. They are academic expertise structures that mobilize all the

special training to become a teacher for UP2A students;

devices to organize the best possible education for allophone and

2- Candice C. an Italian teacher;
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3- Maria A. a documentalist, willing to improve her professional
career to become a French teacher for foreign students;

presented as “role-models” by the French teacher among her
students who have also a migrant background.

4- Ikram I., an assistant for education for inclusive education.
A series of six sessions was offered to the students:
1- a first session presented the general purpose of the GRIT

The profiles of the students were the following:
1- They had different ages (from 11 years to 15 years old)

project among two classes: a first one with the French teacher

2- They had different levels of education.

and her group of allophone students (11 to 15 years old);

3- They had also different levels in French as some of them came

2- a second session presented the GRIT project with the Italian

from French speaking countries (Algeria, Ivory coast,

teacher and her group of national students (younger as they

Morocco, Mali, Senegal, Tunisia), other from English

were 12-13 years old);

speaking countries (Fiji, India, United States of America) ,
countries from the European Union (Hungary,

Poland,

Romania) or third countries (Afghanistan, Bangladesh, Iran,
Moldavia, Russia, Santo Domingo, Venezuela)

3- two other sessions were conducted only with allophone
students- the French teacher and iriv’s team (a director and
two Turkish students) ;
4- two other sessions with allophone students- the French
teacher, the documentalist and the assistant in education and

The profile of the educators in charge of testing the GRIT

only the director of iriv

(conducting the testing sessions) was also diverse ; apart from the
director of iriv, whose profile was similar to the French teacher’s

The most fruitful testing was conducted with the French teacher and

profile, two students were involved who were following a Master

iriv’s team with the two Turkish students as the work was divided in

degree in Sociology of Migration (University of Paris 7- Denis

three small groups with a member of iriv in each group and the French

Diderot), with a former Master in Political sciences at the

teacher being the general coordinator among the groups. The students

University of Galatasaray, (Istanbul, Turkey). They were

were asked to work on different tools of the toolkit and after 20
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minutes, each group had to share the results of the work in a plenary

also their teachers. The French teacher Vanessa K. provided her

session.

testimony in the training for teachers (IO3), as a reward for her

The feedbacks gathered for each of the 19 tools that were tested (more

involvement in the GRIT.

or less in details) are annexed. The most meaningful tools have been
the ones that could be updated all the yearlong such as the roundtable
as this is a way for each student to speak to all the group, in a limited

2.2 Testing 2 conducted with a group of teachers online (Seine Saint
Denis & Essonne & Mayotte)- October 2020 to January 2021

time and so to improve each time her/his expression. “Make the

The first direct contact was with one teacher in a primary school in

bridge” is another example as each new extra-curricular activity may

Aubervilliers, Christiane A. who kindly associated two other

be the opportunity to enrich this tool, the first time, it takes time, it is

colleagues, Reine R. and Amel B.. This first group was composed of

easier for the students with other activities. The “learning diary” is

elementary schools in Aubervilliers (Seine Saint Denis) - Saint Just

obviously a crucial methodological approach for the students to be

school and Anne Sylvestre school. The schoolteachers worked with

able to schedule their activities in the long term, not just for the week

children aged from 3 to 5 years, and their parents; one of the

or the month but for the yearlong; they still have the calendar of the

professors was also the head of the school. They were all involved in

holidays, the yearly schedule of their activities might be a good way

a training process. Reine as a head of school is associated to a network

to organise themselves. “My network” is another activity that

coordinated by the Academy gathering primary and secondary

deserves to be constantly updated so it is a way for the student to

schools in order to adapt the training offer to the needs expressed by

improve his/her understanding of the activity. The “storytelling” is an

the teachers in the classrooms. This is the reason why even though

excellent exercise for the students as it is a way for them to express

they did not teach the relevant target groups of students, they were

their thoughts in a regular way and to enhance their French

concerned by the GRIT approach as they could share with other

competence together with a critical thinking and an analytical

colleagues working with relevant target groups (aged 14 to 16 years

approach as obviously they are not asked to write a full novel but short

old).

stories , one page per day is an excellent practice for youngsters but
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The second contact was with teachers working in classes of allophone

4- Laurence P. had an experience in Portugal before working in

students in several colleges in Essonne and Mayotte. They were

a University in Grenoble and being affected as coordinator of

involved thanks to the contacts gathered among the national network

the CASNAV in Mayotte;

of the CASNAV. The first teacher (in Mayotte) was the coordinator

5- Sophie L. was originally a teacher in French Language for

of her colleagues working with allophone students. The second

adults and passed the exam in 2020 to become a teacher in a

teacher was new in Essonne ; her first experience was as a teacher for

secondary school for allophone students.

students in a secondary school.
This second testing gathered teachers with a diverse profile. They all
had an experience different from the average profile of a teacher in a
secondary school:
1- Christiane A. was graduate in Sociology (University of
Cotonou, Benin) and with a Master of Education sciences
(University of Paris VIII Saint Denis, France) ; she passed the
exam at 40 years old after previous professional experiences
(teaching French to foreigners in France)
2- Reine R. was a French teacher in Greece before coming back
to France and becoming a teacher in a primary school ;
3- Amel B. had a previous professional experience without any
link with education and pass an exam to become a teacher in a
primary school;

As a result, diversity was not only among the students but among the
teachers themselves thanks to their professional experience. This has
been a key point of the second testing as it addressed teachers. The
sessions of

training were designed on the basis of the training

suggested by the University of Warsaw (IO3) , completed by other
references (theoretical and practical) and with the mentoring designed
by the University of Lisbon (IO4). The proposed testing consisted of
a three step process that was also presented as an illustration in the
mentoring for teachers (IO4) , an example of application in France.
In the first place, a series of focus group were organized from
October to December 2020 (4 meetings for each group) in order to
identify the issues to which the teachers are faced on the ground in
their classrooms but also with the parents. The relationship with the
families is important mainly with students are young as they have to
answer questions the children couldn’t answer but even when the
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students are older, this is most important to make the bridge between

“mindsets” (fixed opposed to growth) as things are not that clear in

the learning “at school” and outside school.

the classrooms. The Kolb cycle was also explained with the 4-step

In a second step, a survey was designed to test the sensitivity

approach – how to transform an experience into a learning.

of the teachers to the GRIT approach. The survey was conducted

The second session explained the narrative theory - the tool

online but the answers gathered were mainly provided by the teachers

“story telling” was designed for students as a first approach. It was

involved in the focus group. The survey consisted of three parts: a

inspired by Jerome S. Bruner’s theory on narrative psychology with a

first part was meant to gather the characteristics of the teachers (name,

biographic approach. An experience is understandable in the

age, years of experience, etc.) ; a second part was focused on the

perspective of the person who expresses the experience and the way

teachers' mindset (with virtual situation to test their growth mindset)

this person tells the story.

; and a third part asked experiential questions (on the basis of

The third session was focused on experiential learning (and all

situations they have been faced to with their students) . The main

the pedagogical theories that could be useful). The Kolb cycle was

result achieved was to measure their sensitivity to growth mindset

explained a different way. This time the focus was made on the skills

(GM) - the score achieved (60% of the answers directly tackling the

and competences to be acquired thanks to a given experience after a

growth mindset issue) was indicative.

critical thinking process.

On the basis of the two first steps, a relevant training could be

The last session was very applied with a selection of songs

designed, as it could be adapted to the profiles of the teachers and the

(mainly French but also Italian and American) illustrating each of the

issues identified. It respected the 4 sessions suggested by the training

19 tools gathered in the toolkit. The theory behind was in the first

designed by the Polish team, following the 4 steps of hte Kolb circle.

place explained - studies underlined that music was an excellent

The first session reminded the participants of the Growth

pedagogical support to combine learning with emotions. Music has an

Mindset approach by reminding of Carol Dweck’s theory and the

impact on the learning process; the selection of songs is just a

adaptation since the beginning (taking into account the environment

suggestion for teachers to make their own playlist with the support of

of the school) ; insisting on a critical view on the two simplistic

their students.
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The organization of the sessions followed the same format for

second part of the testing was innovative in its process itself (with the

the 4 sessions. The duration was the same - 90 minutes. There was a

3-step approach) as we had to adapt to a unique situation with the

combination of theory (references to the main researchers specializing

Coronavirus.

in the different approaches presented) and practice (with a selection

Lesson learnt 1- diversity as a main key point of the GRIT

of videos to give vivid illustrations but not exceeding 12 minutes). An
interaction was enhanced among the trainers (Iriv’s team) and the
teachers.
The concrete impact of this training will be different according
to the participants. For the director of the school, she will share the
pedagogical presentations with the person responsible for the training
at the Academy (regional level of the Ministry for Education) in order
to spread the word among teachers. For one teacher, she will share
with her fellow colleagues ; she could as well start a PHD in Education
Sciences. For the last teacher, she has already used the GRIT training
as an illustration of a meaningful training for her general assessment.

Diversity was transversal- in the learning in the first place, in the
profile of the teachers, among students; therefore, the team of the
“testers” was more meaningful when it was also diverse. The first part
of the testing was implemented with a coordinator with a classical
profile (close to the teacher’s profile) but with the support of two
students who were foreigners (Turkish students). The allophone
students listened more carefully as the team of the testers was diverse
and raised their curiosity. The practical activities implemented in
small groups were very fruitful and the presentation of the outputs
achieved was also interesting for students who listened to each other
(this was not the case in the first place). As a comparison, when the
testing was repeated with the coordinator alone, the attention of the

2.3 – Lessons learnt & sustainability of the GRIT in France (SWOT
approach)

students and general spirit was not so inspiring.

The testing has been conducted differently in the first phase and the

Lesson learnt 2- a classical way to test growth mindset (GM)
approach among school (normal conditions)

second one as the audience and material to be tested were different.

In the first part of the testing, the process was strictly respected, the

The first part was more classical as we gathered the teachers and their
students in their classrooms; still there was an innovative part. The

teacher asked for the agreement of the head of the school as the team
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of the GRIT testers (IRIV) was external to the school but its

pedagogical sessions, the teachers involved agreed to join. The first

experience in another secondary school in the same city was a main

group could be built thanks to a personal contact with one of the

asset 3. The head and the deputy head of the secondary school have

teachers. The second group was created thanks to the contacts of the

just arrived and open to an innovative pedagogical approach as the

network supporting allophone students teaching (CASNAV). The

classes at stake were also not classical (allophone students). This is

teacher involved in the first testing didn’t join the second part of the

the reason why the teacher was also very involved in the GRIT process

testing; this time the key point was not the work with students but

as she was looking forward to new strategies to enhance her

workshop among colleagues. The main point was the openness of the

motivation and the involvement of the students. With students with

teachers to a work with their co-workers, a team spirit. This was

diverse profiles, this both a challenge and a main source of inspiration

absolutely achieved with the first group composed of tree teachers

to test new approaches. The turnover is quite high among this group

who were also friends. Once more the diversity of the team, a

of students depending on the mobility of their families (parents

coordinator with a classical profile, and two interns who were

working abroad who might move, parents who are refugees may be

foreigners (Italian and Turkish) was a main asset.

changed of residency…)

Lesson learn 4- a sustainable way to involve teachers in the GM
approach, raising interest by tacking issues they are faced to in their
classrooms
in the second testing, the groups were convinced by the general

Lesson learnt 3- a new way to test a GM approach (Covid conditions
with an online approach)
In the second testing, the strategy was totally new and innovative as

approach of the GRIT (focused on the growth mindset). The challenge

the teachers had to adapt to the sanitary conditions, schools were

was to implement a sustainable testing in order for them to follow the

closed to external organisations and they were more familiar to the

4 sessions of training and so to raise their curiosity and interest from

digital approach as they had experienced virtual classrooms during the

October to January 2020. This is the reason for the suggestion of the

first lockdown. As a result when they were suggested online

three-step approach. Firstly, a focus group whose main purpose was

3
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to make a clear statement of the issues they had to tackle on the ground

workshops (in music, theatre…). These workshops are usually

(in their classrooms) but also the training process they had followed

financially supported, and the culture of the sensitive urban areas

and were interested to improve. Secondly a survey designed by an

(schools and teachers) may be more open to alternative strategy. There

intern in the testers’ team who was a student in Master at Sciences Po

is also a real involvement of the principals of schools to diversify the

and had a thesis to be written on the teaching delivered to allophone

pedagogy, most of them accept to enhance an experimental approach

students. The reference to a research approach may have been

linked to the diversity of their audience (students and families). They

inspiring and a reason for the teachers to answer; nonetheless the

don’t need the agreement of the Ministry of education, principals of

results achieved were not so high. Thirdly the training sessions could

schools are autonomous and may choose the activities they find the

be designed based on the suggested training (University of Warsaw)

most relevant. The profile of the principals of school is crucial – the

but very much enriched with tools selected in the toolkit (IO1) and

more they have a meaningful previous experience, the more they are

mentoring (IO2) in order to show the links between the different

encouraged to try new approaches. To become a principal, you must

outputs of the project, and also enriched with theoretical material. A

have a former professional experience to take the contest (10 years are

second intern in the testers’ team who was a psychologist played a key

required).

role in this last phase of the testing as she was relevant in psychology

Lesson learnt 6 – enhancing the diversity among the team of
educators to achieve a positive feedback on the GM approach

and the theoretical basis was clearly psychological.
Lesson learnt 5- a sensitive urban area is a much more open territory
for innovative pedagogical approaches and so to implement a GM
approach
Another lesson learnt on the basis of the two parts of the testing is that
schools that belonged to sensitive urban areas are more easily
convinced by the testing of alternative educative approach as they are
also more familiar with external organisations offering artistic

A final lesson learnt from the two parts of the testing is the profile of
the testers’ team. This is not only the diversity in terms of
geographical origins but also in their expertise. The person in charge
of the testing (head of iriv) had a relevant experience in European
projects focused on school education combined with a knowledge of
the audience. The first project tested in Massy was the SAS project in
partnership with the College Blaise Pascal and the City hall of Massy
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; the testing was conducted in 2014. There were afterwards two years

the different perspectives, and we had to be more careful to the

dedicated to a voluntary action, suggesting extracurricular activities

potential stereotypes or misunderstanding that may occur. This takes

based on volunteering; each time the partnership was with the Collège

more time in the first place to be on the same page or at least to

Blaise Pascal. In 2015 the City hall of Massy was the key partner; in

understand each other, this is much easier in the second place as the

2016 a special partnership was built with Paul B, a cultural centre

first issues had been solved among the team. So, the presentation and

offering worldwide music. A new testing was conducted for the

explanation of the project to the audience (teachers) is clearer and

Schola project (2016-2018) focused once more on volunteering; and

anticipates potential questions or issues.

a second one with the Opera de Massy for the EducOpera project
dedicated to an initiation to Opera (2017-2019). So iriv had already

Conclusion

an experience on the territory of Massy, with a diversity of partners

The GRIT approach focused on Growth mindset is not so popular in

(city hall, cultural institutions, schools). The expertise of the interns,

France, at least in secondary school as teachers at the University

knowledge, and competences has been another main asset. The first

(Education Sciences) are more familiar with this pedagogical

interns (students in Sociology in Migration and Interethnic Relations)

approach suggested by American psychologist Carol Dweck.

had both an experience on the ground among youngsters; obviously

The testing conducted in France was a way both to spread the word

they both combined a theoretical and personal knowledge of diversity.

on this innovative approach still unfamiliar in a French context and to

The second interns (a student in Psychology and a student in Political

gather tangible elements in order to convince teachers and principals

sciences) had also complementary competences and knowledge that

to adopt this pedagogy as an alternative strategy in complement to

were meaningful. This is the combination of all the profiles in the

existing pedagogical strategies.

team that was meaningful and successful both among the students in

It may be particularly relevant in a diverse context such as in schools

the first place and among the teachers in a second place. The more

located in a sensitive urban area characterised by a high level of poor

diverse the team, the more creative and innovative the learning

families with social and economic issues, some families have

process. Even among the team we had first and foremost to adapt to
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migratory backgrounds, but other families have not and are faced to
the same issues.
The presentation and explanation of the two phases of testing
conducted firstly on the ground at the College Denis Diderot (Massy,
Essonne) and secondly at a distance with the Coronavirus pandemics

References
French Ministry for Foreigh Affairs (2021) https://www.diplomatie.gouv.fr/en/the-ministry-and-itsnetwork/protocol/social-matters/article/french-educational-system

are meant to provide some insights to teachers who might be

French Ministry for National Education (2021) https://www.education.gouv.fr/le-college-4940

interested to test the GRIT approach in their classrooms.

Further information on the testing

In complement, we annexed two documents. The first one gathers the

Testing 1 conducted at the Collège Denis Diderot (Massy,
Essonne) cooordinated by dr Bénédicte Halba together with Gizem
Dere & Yazin Gunay, Iriv Conseil, Paris, June 2019

feedbacks received on each of the tools (GRIT toolkit). The second
one is a list of songs selected by the French team; this is to be used as
an illustration of a “GRIT” strategy- enhancing a learning process
with innovative approach (music combining reason and emotion).
Our intent is to be as practical and convincing as possible among our
audience to enhance a sustainable future to the GRIT intellectual
outputs.

Testing 2 conducted online cooordinated by dr Bénédicte
Halba together with Camilla Bistrussu & Ece Ucar, Iriv Conseil,
Paris, October 2020- January 2021
The iriv conducted previous testings in Essonne - 5 years of
experience
123-

Success at school (2014-2016)
Schola (2017-2018)
EducOpera (2017-2019)

In complement, it implemented two years of voluntary action
1- With the city hall of Massy – 2015
2- With Paul B, a cultural centre of worldwide music
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Annexes
Annex 1- The first annex is a synthesis of the feedbacks gathered
during the first part of the testing conducted by dr Bénédicte Halba
together with Gizem Dere & Yazin Gunay, Iriv Conseil, Paris, June
2019 among the College Denis Diderot

Annex 1- feedback gathered thanks to the testing conducted among
the teachers and the allophone students (College Denis Diderot,
Massy, June 2019)
Roundtable

starting point for each session conducted with youngsters
Outside/In

a speed dating suggested to involve the students

Make the bridge

a way to bridge the gap between the activities outside
schools (informal learning) and inside school (formal

Annex 2- the second annex was designed as a support for the training
proposed to the teachers, online, a selection of songs inspired by the

This is a meaningful pedagogical approach, to be used as a

learning).
Learning XL

meaningful to improve a critical thinking and to select 3

different tools of the toolkit, during the second part of the testing

things they like, and 3 things they don’t like and express

cooordinated by dr Bénédicte Halba together with Camilla Bistrussu

why.

& Ece Ucar, Iriv Conseil, Paris, October 2020- January 2021

Meet and greet-

contacts to be taken by students/teachers in the framework
of a compulsory internship students of 14-15 years old
have to do

Learning diary

updated all the yearlong as a note book dispatched among
the students ; a sentence (to a page) per day.

Brand your team

Collective work on a logo, one motto and a picture to
illustrate the label of their team.

My network

the first « circle », the family (parents, brother & sisters),
the second “circle” friends and the third “circle” people met
at school

What success

famous people faced to some failures in their life who didn’t

looks like

give up and became Very Important People (VIPs).
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Letter to my peers

gathering different perspectives (different letters from

Annex 2- songs suggested to illustrate the different tools in support

different profiles) ; an exercise in the future to write a letter

to the toolkit (IO1)

of motivation
From failure to

positive points ( “smiling” character) and negative points

wisdom

(“crying” character) in their experience for a critical

Roundtable
Outside/In

thinking
FAIL

learning or experience in which they haven’t succeeded in
the first place but could finally succeed in.

Shared struggles

the same experiences of difficulties to be overcome by the

Make the bridge
Learning XL

students and the different ways found to overcome them
Reflection treeStory telling

a drawing, more creative - a way to transform a
difficulty/barrier in a creation/ positive thing.

Meet and greet-

This is a very good exercise/learning approach to improve

Learning diary

its written French on the basis of a familiar story
Growth

a hand representing different weak or strong points

conversation

corresponding to each finger

Brand your team

Shaped reflection

a practical exercise meant to enhance creativity illustrating

My network

different moments of their lives
Train your brain

how the brain works and the activities to be performed in
order to be improved meaningful for the growth mindset
approach.

Chain of progress

“learning 36 sentences” with a planning to dispatch the
sentence to be learnt along the year

What success
looks like
Letter to my peers
From failure to
wisdom
FAIL

La vérité, (Guy Béart, France, 1968)
https://www.youtube.com/watch?v=AfpSRnahQig
Aux Champs Elysées (Joe Dassin, Pierre Delanoe / Mike
Deighan / Mike Wilsh, France, 1969)
https://greatsong.net/PAROLES-JOE-DASSIN,LESCHAMPS-ELYSEES,107391948.html
Caroline (MC Solaar, France, 1992)
https://www.youtube.com/watch?v=PjELabiPItw
Still Learning (Haslsey, Romy Anna Madley Croft / Louis
Bell / Edward Christopher Sheeran / Ashley Frangipane /
Fred, USA, 2020)
https://www.youtube.com/watch?v=KDgcS1kVP0A
Tombé du Ciel (Jacques Higelin, France, 1988)
https://www.youtube.com/watch?v=TmI9SB4VDl8
Chacun sa route, chacun son chemin (Tonton David,
Grammont Ray / Benoit Thierry / Jean Vespasien / Eric M
Boueke, France, 1994)
https://youtu.be/RGQPGjSUQdg
BB Initials (Serge Gainsbourg, France, 1968)
https://www.youtube.com/watch?v=uhQdbn5Y7Vo
C’est ça la France (Marc Lavoine, France, 2001)
https://www.youtube.com/watch?v=w2yOifYWlFA
Je m’ voyais déjà en haut de l’affiche (Charles Aznavour,
France, 1961)
https://www.youtube.com/watch?v=mvN2Cv8uFvM
Demain c'est toi ( ZAZ, Mazue Ben / Faye Gael, France,
2018)
https://www.youtube.com/watch?v=WHnSfNRFDqo
Maintenant je sais (Jean Gabin, Harry Philip Green,
France, 1974)
https://www.youtube.com/watch?v=orDR4JA91F4
La fleur aux dents (Joe Dassin, Lemesle Claude Jacques
Raoul / Dassin Joseph Ira, France, 1975)
https://www.youtube.com/watch?v=U7iIP8Gc3OY
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Shared struggles
Reflection treeStory telling

Growth
conversation
Shaped reflection

Train your brain
Chain of progress

Comme toi (Jean-Jacques Goldman, France, 1983)
https://www.youtube.com/watch?v=ySZBnMukO8g
Douce France (Rachid Taha, reprise d”une chanson de
Charles Trenet, France, 1967
https://www.youtube.com/watch?v=JcHixlFoc78
Il venait d’avoir 18 ans (Dalida, France, 1973)
Jean Bouchety / Pascal Auriat / Pascal Sevran / Simone
Gaffie
https://www.youtube.com/watch?v=zyDZc8QDlYY
L’envie (Johnny Haliday, Jean-Jacques Goldman, France,
1986)
https://www.youtube.com/watch?v=qqAXpWvd3s4
Autremonde (Telephone, France, 1984)
Jean-louis Aubert / Richard Kolinka / Corine Marienneau /
Louis Bertignac,
https://www.youtube.com/watch?v=xqnZPHo6qx4
https://www.youtube.com/watch?v=C_l3TeiW8DE
On n’oublie rien (Jacques Brel, Belgique, Gerard
Jouannest, 1961)
https://www.youtube.com/watch?v=3aLWa_sZhto
Non, je ne regrette rien (Edith Piaf, France, Charles
Dumont / Michel Vaucaire, 1956) https://www.youtube.com/watch?v=rzy2wZSg5ZM

The Polish case report

By Agnieszka Borek and Bartłomiej Walczak (University of Warsaw)
This case report first provides an overview of the educational
landscape in Poland, the students at risk of early school leaving, as
this is the GRIT project's indirect target group. We then discuss
contributing factors for ESL in Poland and our strategy to tackle these
using the GRIT approach. The designing, testing, and dissemination
of the project's intellectual outputs in the Polish context are described
in details, and we provide insight into the network that we are
involved in.
2. Education in Poland
Education is compulsory from 6 until 18 years old for all
children residing in Poland. Younger pupils (at least three years old,
but 2-year-old are also allowed to attend kindergarten in reasonable
cases) are offered non-compulsory pre-school education. In the school
year 2019/2020, the average share of 3-year-old attending pre-school
education was 79%, significantly lower in the rural areas (67,5%).The
rate of schooling of 4-year-old children and older are exceeding 90%.
6-year-old children are obliged to attend one-year pre-school
education in a nursery school or a pre-school class in a primary school.
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It should be noted, however, that about 4% of 6 years old children

graders in general and technical upper secondary schools and art

from rural areas are not attending compulsory pre-school education.

schools have to pass the external exam (maturity exam), which is also

The structure of the school system in Poland was faced to deep
reforms. The 8-year primary school was shortened in 1999 to 6 years
and a new type of schools – secondary schools followed by 3 years
upper secondary schools – were introduced. After the reform was
initiated in 2016, the system was altered back to the 8 years primary

organized by an external body and used in the qualification to have an
access to higher education. The 1st stage sectoral vocational schools
lead to a vocational exam. The students of these schools can continue
their education in the 2nd stage sectoral vocational schools, which
lead to the maturity exam.

and 4 (in some cases 3) years upper secondary education. The primary

Students with light disabilities are attending general schools. For

8 years school is divided into two stages – for grades 1-3, it offers

those with moderate, severe, and mixed disabilities, special schools

integrated early school education, and for grades 6 - 8 it provides

(primary and post-primary) are accessible. There are special centres

subject-based education. All students in grade 8 must attend the

for students who are not able to attend daily schools.

external exam, which is set by the Regional Examination Board and

At a parent's request a child may be taught at home. Homeschoolers

assessed by external examiners. The results of the exam are important
for upper secondary level recruitment.
There are several types of school students can attend after
primary school. A 4-year general upper secondary school is the most
popular choice (47% of all new students in 2018/2019). A 5 (formerly
4) year technical upper secondary school is the second choice
(39,6%). 3 years in the first stage sectoral vocational schools were
chosen by 14,5% of new students. The art schools leading to
professional certification was the lowest choice (less than 1%). 4

were 0,3% of all the students in the educational system.
The educational system also contains other educational institutions:
•
•
•
•
•
•
•
•

Youth culture and sport centres
Continuing education and vocational training centres
Art institutions
Counselling and guidance centres
Youth care, youth social therapy centres
Boarding houses and holiday homes
Teacher training institutions
Pedagogical libraries
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An overview of different educational levels is displayed in Table 1.
Table 1. Educational levels in Poland
Educational level

Age range

Description

Kindergartens
education

3–5

Non-compulsory.

Pre-school
preparation

6

Compulsory

Primary education

7-14

Compulsory

Secondary
education

14-18
(or
longer
depending
on
the
secondary
school type)

Compulsory until the age of 18,
which may be fulfilled primarily by
attending a secondary school or by
completing apprenticeships at the
employer. At this level of education,
there are:

3. The GRIT target group
The focus of the GRIT project is on students 14-16 years old.
This age group is part of compulsory secondary education. The project
was carried out in Warsaw. Warsaw is the largest Polish city with a
population of 1 790 658 inhabitants at the end of 2019 (GUS, 2019).
In the secondary education, the number of pupils according to the city
of Warsaw, in the current school year (2020/21), is the following:
53,761 students in general secondary schools ; 23,909 students in
technical schools ; 3,036 students in industry schools ; and 303
students of special schools preparing for work
4. Early school leaving in Poland
It is generally assumed that ESL is not a crucial issue in

general upper secondary schools

Poland. According to Eurostat (2019), the ELET (Early Leaving

technical upper secondary schools

Education and Training) in Poland was relatively low: 4.8% of the

vocational schools

Polish population aged 18 to 24 left school early in 2018, and 5,2% in

special schools for students with
multiple disabilities and students
with
moderate
and
severe
intellectual disabilities preparing for
work

2019. This is one of the best results in the EU but still above the
national target of 4.5%. It should also be noted that ELET statistics do
not include students leaving schools on the primary level of education.
The average share of drop-out among students in primary schools is
0,13%, in the secondary (before the 2016 reform) – 0,2%. These
figures do not contain students who received permission to not
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attended compulsory education (for example, due to the state of health

obtain a certificate. In the last three years an average of 70% of the

or migration).

students taking the exam confirming qualifications received the

Unfortunately, data on ESL in Poland are limited. Neither the
regional distribution of ESL (on a level lower than NUTS2 statistical
regions) nor the sociological portrait of early leavers is known. The
basis on the Main Statistical Office data provided to the Eurostat, it
can be assumed that Poland is one of the countries where male
students are more ELET affected. There were 3,6% ELET reported
among young women, comparing with 6,7% among young men.
In towns and suburbs (urban areas) youth is the most
endangered group as there was 6,3% ELET reported in this area. The
ESL in rural areas – that used to be the traditional reservoir for dropouts in Poland – is relatively lower (5,6%). The best situation was
observed in the cities, where the ELET indicator was 4%. There is a

certificate (data from 2016-2015). The results are unsatisfactory and
encourage reflection on the determinants of student failure. Similar
thoughts arise when we analysed the results of the matriculation
examination in a "new" formula obtained by graduate technicians. The
pass rate remains at a similar level, i.e. the certificate maturity in 2016
was achieved by 68% of the candidates, as in 2015 when they passed
the matriculation examination 67% of the candidates (General Report
on the Matura exam 2016, General Report on the exam 2015,
Katarzyna Pardej, 2021).
Profile of Warsaw students - There are no easy-accessible data on
ESL in Warsaw. Probably the reason is that ESL is not recognized as
a high-priority problem.

visible gap between cities and other areas. Local research projects

5. Contributing factors to ESL (in secondary education)

reveal high ESL risk among particular groups are members of the

Researchers indicated six major groups of factors causing

Polish Roma community, in particular young women ; children from
refugee families.
Educational failures of vocational schools students- The problem of
ESL affects more often vocational school students who have to take
the examination confirming their qualifications in an occupation to

Early School Leavers (Federowicz, M. i Sitek, M., 2011):
1- environmental: low aspirations, career patterns (including
parents' level of education)patterns of early independence.
Research shows that "professional aspirations of parents are in
a strong degree dependent on parents' levels of education";
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2- psychological barriers: low self-esteem, lack of confidence
and self-confidence;
3- economic barriers: barriers related to the financial situation,

family. Teachers talk about two serious reasons that affect school
reception by students as oppressive: overloaded core curriculum and
its strict

implementation by many teachers as a main duty ;

inability to meet the specific needs due to financial reasons,

bureaucracy as it is so burdensome for teachers that, consequently,

inability to count on parents' help with homework because of

they no longer have time to talk to students about their problems.

their involvement in improving living conditions, the lack of a
student's place to study at home, malnutrition, withdrawal
from various activities which could broaden horizons and
enrich experience;
4- health issues: disability, early parenthood,
5- family pathologies (alcohol, drugs, domestic violence, family

The most common causes of student problems are : low selfesteem values and lack of interest from parents or guardians. Teachers
working on further stages of education more often indicate :
depression as a serious issue - especially among high school teachers
(65%) ; anxiety or stress as a serious student’s problem s (31%).

members in conflict with the law),
6- factors associated with educational systems which do or do not

COVID-19 negative impact

provide high-quality early education and are concerned with

The pandemic led the education system to a new reality. The

flexibility and lack of obstructions in educational paths.

introduction of remote education was new not only for teachers but

Some recent research indicates Polish School aggravates

also for students. New ESL risk has appeared as schools have lost

mental issues among a big group of students or give rise to them by

contact with some of their students and have not yet been established.

its rules, the intensity of emotions and stress (Report Rozmawiaj z

The first studies were carried out a few weeks after the introduction

klasą, 2021). According to experts, the role of school in driving and

of remote learning, which entered into force in March 2020. For

strengthening the problems of students is big, especially for self-

example at that time, the City Hall of Poznań (one of the five Polish

esteem. The first source of stress is school , next to peer group and

biggest cities) estimated that the schools had lost contact with 200
students, as in Kraków. In turn, institutions from Warsaw reported
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over 600 cases of this type. Students failed to attend online lessons.

student. 24% of teachers do not know if a student would share with

Moreover schools were unable to establish contact with their parents,

them their problems. This distribution of responses indicates that one

and attempts by peers fail. Even joining the police, social welfare

teacher out of four does not feel that he has a strong, trusting

centers, and probation officers did not bring the expected results.

relationship with all his/ her students. It also means the subject of the

It should be noticed that economic, social, and educational
inequalities are increasing in remote schooling. And the most hit are
those who had a hard time without the pandemic. They pointed out
that catching up is not the most urgent matter.
However, the research results are in order into a wider story:
school has ceased to be a place of development, growing up and
learning together. It has changed into a place for implementing an
arbitrary core curriculum. There's a grueling race in school today, in
which teachers are the guards of ticking off tasks, and students are
obliged to carry out these tasks. And not one neither are the others
satisfied with this state of affairs (Report Rozmawiaj z klasą, 2021).
The Polish education system is not conducive to building good
relations with students and pandemic has strengthened this problem.
The combination to achieve an extensive core curriculum together
with a high level of bureaucracy had a negative impact on teachers
who no longer found space to enhance relationships. It is often
difficult for them to find time for an ordinary conversation with a

relationship between teacher and student training requires a lot of
work. Some teachers openly discussed with students about their lack
of trust or confidence. It usually leads to a feeling that students and
teachers are two opposing teams, not one group that make a school
altogether (Report Rozmawiaj z klasą, 2021)..
The recent national survey shows the gloomy review of the
public education system, shaken both by a failed reform and a
pandemic. The largest number of people with school-age or younger
children declare their willingness to escape from public education.
No-public schools would be chosen most willingly by young people
(18-29 years of age) as their memories on education are still alive. In
this group, the percentage of positive responses is as high as 65%
(Ipsos, 2021). Even if someone has not had any direct contact with
school, in the last five years he has heard many times about the chaos
caused by the liquidation of lower secondary schools, an anachronistic
and overloaded curriculum, or the mass of homework that students are
tormented with. There is also widespread knowledge about the
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greatest teachers' strike in history (in April 2019), problems with

two cases of using GRIT tools in two classes in a row. The teachers

remote learning, students disappearing from the system, or a mental

decided to use different tools; therefore, outcomes cannot be easily

health crisis for children and adolescents.

generalized. On the other hand, the results were concise – there are

Testing GRIT tools
The Polish version of the toolkit was tested twice. In spring
2019, it was presented to the expert board of educators and teachers
PD specialists in Krakow. General feedback information was
encouraging. Members of the board praised the variety of tools, their
flexibility, and possible outcomes for students. Experts proposed a
couple of changes, including more precise learning goals and more
detailed instructions for teachers. A suggestion to put more stress on
students' interaction was also made.

not statistically significant differences between the spreads among
classes using different tools. Teachers emphasized in an open-ended
question that the GRIT tools' activities helped in students' activation
and integration. Pupils seemed to be interested and able to reflect on
their experiences. Teachers indicated some slight changes in tools:
shorter but more detailed instructions, more multimedia content.
These suggestions were addressed during the further development of
the toll package.
The majority of students (71%) found the class interesting.

After changes were made according to the feedback received
from the expert board, the testing of the toolkit and training for
teachers in autumn 2019 was conducted in three high schools located
in Warsaw. All of them host underprivileged students, including
migrants’ children and students from economically deprived groups.
The sample consisted of 106 students and seven teachers. None of the
teachers involved had previous experiences with the growth mindset
approach. Except for one teacher, all the participants decided to use
one tool only. Most spent one class on testing; however, there were
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Slightly less - almost 68% felt engaged.

The next indicator – the belief that GRIT activities may help in
academic improvement – brought concise results. Almost half of the
GRIT tools' usability in raising awareness about learning styles was

sample (49%) answered no, while the share of positive answers was

more disputable – one-third (33%) selected confirmative answers,

again one-third (33%).

while almost 41% disagreed. However, it should be noted that this
question measured self-awareness, which can be tricky for relatively
young students.
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The Portuguese case report
by Joana Alexandre & Inês A. Ferreira (ISCTE- Lisbon University
Institute)
This case report first provides an overview of the educational system

Figure 1. Educational levels in Portugal
Educational level
Pre-school
education
Basic education

Age
range
3-5/6
5/6 -15

in Portugal, the profile of the Portuguese students, a characterization
of early school leaving (ESL) and particularly in the Lisbon urban
metropolitan area. In the second part it presents, the designing, testing
and dissemination in the Portuguese context of all the tools designed

Secondary
education

15-18

Post-secondary
non-high education

>18

High education

>18

for the GRIT, Growing in Urban Education and Diversity – with the
goal to describe and provide an insight on the network involved.
1.1 Education in Portugal
The Portuguese educational system includes five cycles as described
in Table 1.
In Portugal, education was compulsory for all children aged 6 to 15
years-old, in 9 years of schooling, between 1986 and 2009. With the
implementation of a new law establishing its extension to 12 years, in
2009, education became compulsory for all children aged 6 to 18 years

Not mandatory for 3-4 years old
Mandatory to 5-year-old children
Mandatory; three sequential stages:
1st cycle of 4 years (1-4 school years, from 6 to
10 years-old),
2nd cycle of 2 years (5-6 school years, from 10
to 12 years-old),
3rd cycle of 3 years (7-9 school years, from 12
to 15 years old);
Three different types:
Scientific-humanistic courses (general/regular
education, usually pursued by who wants to
access high education; it includes 4 different
main domains/options)
Professional
courses
(more
practical/professional-oriented
education,
organized in modules, with total of 3100h of
courses)
Artistic Specialized Education courses
(available in some schools);
Technological specialization courses, with a
duration between 1200 and 1500 hours (one
year, composed by general and scientific
training component, technological training
component, and work-based learning)
University
(academic
education)
or
Polytechnic (practical training/professionoriented, education)

old, and preschool became mandatory for all 5-year-old children
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students in 2008/2009. There was, however, a decrease of female
1.2 Profile of the students in Portugal (14 to 16 years)

students in secondary education over the years and the number of male

In Portugal, the number of students in the educational system (formal

and female students are close in 2018/2019 with more male students

education) increased over the years. There was, however, a sharp

(DGEEC, 2021). The report does not inform if this difference is due

decrease between 2009 and 2019. During the year 2019, 19.5% of the

to demographic reasons or to other factors such as gender roles.

resident population in Portugal attended the educational system and

In basic education, 51.8% of children and young people were male

the number was close to the 19.3% in 1978 (Pre-school education:

and 87.5.% attended public education (CNE, 2020). In the 3rd cycle

2.4%; Basic education: 9.4%; Secondary education: 3.9%; Post-

48.3% students were female and 87.6 % of students attended public

secondary non-high education: 0.1%; High education: 3.7%)

education. In the same year, 49.5% of students in secondary education

(Pordata, 2020). During 2018/2019 the number of students in

were women and 89.2% attended public education (CNE, 2020;

educational system decreased 0.1% than the last year and less 16.7%

DGEEC, 2021). During the year 2018/2019, there was an equilibrium

than the 2009/2010 year (CNE, 2020).

between male and female students in basic and secondary education

In the course of 2018/2019, basic education had the largest number of

(CNE, 2020).

the resident population in Portugal enrolled in the educational system

Considering the distribution of students by educational offers, 97.4%

(DGEEC, 2021) with the 1st cycle having more students (41.5%).

of basic students enrolled in general/regular education and 2.4%

However, basic education had less 1.8% students than in 2017/2018

enrolled in other education offers. In the 3rd cycle, other education

and secondary education had less 0.4% students after an increase in

offers were more popular with 4.1% of students enrolled in Artistic

two last years (CNE, 2020).

Specialized Education courses and 1.1% of students enrolled in

During the school year under review, in all three cycle of basic

Integrated Education and Training Program (PIEF). In secondary

education there was more male students than female students but this

education, 59.1% of students enrolled in Scientific-humanistic

is not a significant difference over the years. Although, the evolution

courses and 65.9% were female. The number of students enrolled in

in secondary education is different with a higher number of female

this type of courses increased from 2013/2014 year after a decrease.
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Within Scientific-humanist courses, the Science and technology

had two or more years of what is expectable. The number of students

course gathered 50.9% of the students, and the Language and

with two or more years of what is expectable in secondary education

humanities 28.6% of students. However, there was a decrease in the

has related with the retention and withdrawal rates in the same way of

number of students enrolled in dual certification courses (47.7% of

basic education (CNE, 2020)

male students; 34.1% of female students). In the school year under

Considering the territorial distribution, 85% of students in educational

review, 33.0% of students enrolled in professional courses (CNE,

system were distributed by the North region (33.4%) and metropolitan

2020).

area (M.A) of Lisbon (31.7%), followed by Central region (20.1%)

Most students enrolled in basic education had the required age.

(CNE, 2020; DGEEC, 2021), that order remains for students in basic

However, there was a significant number of students who exceeded

and secondary education. 5.7% of students in basic education were

the average age (in two or more years) (regular education and other

foreign students (CNE, 2020) and the foreign students with more

education offers), and the number of these students has increased over

expression in basic and secondary education were from Brazil

the cycles with 10.5% of students in the 3rd cycle with more years of

(39.0%), followed by Angola (7.8%) and Cape Verde (6.0%) (CNE,

what is expectable (18-year-old or more). This significant number and

2020; DGEEC, 2020). The most of foreign students were distributed

increase were a consequence of the retention and withdrawal rates.

by the M.A of Lisbon (1st cycle: 42%; 2nd cycle: 22%; 3rd cycle:

The North and Central regions had several students with the required

35%) (Oliveira, 2020).

age larger than the national mean of the expectable age in all three

In the last survey published by the Programme for International

cycles of basic education. In the secondary education, Scientific-

Student Assessment (PISA) developed by the Organization for

humanistic courses and Artistic Specialized courses had the lowest

Economic Co-operation and Development (OECD) for the year 2018

number of students with two or more years of what is expectable.

a focus is made on reading. The results show that Portugal scored

However, 40% of students enrolled in professional courses in all years

around the OECD mean (500 points) in all three areas (492 points),

of secondary education had two or more years of what is expectable

being close to other EU countries as Germany, Slovenia, Belgium,

and 75% of students enrolled in the first year of the learning courses

France, Czechia, and Netherlands. Since 2000, the results have shown
98

a positive evolution in all three areas with some oscillations

In 2018, 7.3% of students were identified as level 5 and 6 in literacy

depending on the cycle of years, moving away from the global

proficiency, less than the OCDE mean (8.6%) (CNE, 2020).

decrease trend of the UE mean results (CNE, 2020). Portugal was

The Europe 2020 strategy, in particular Portugal 2020, defined

considered as “one of the few countries with a positive trajectory of

interventions, investments, and financing priorities to achieve an

improvement in all three subjects” (PISA, 2019).

intelligent, sustainable, and inclusive grow. The goals in education

In reading literacy, the Portuguese 15-year-old students mean during

and training says that until 2020, the percentage of 15-year-old

2000 and 2018 had more 22 points but only more 3 points between

students with low level in reading competences should be less than

2009-2018 and less 6 points during 2015-2018. There are in math

15% and the same is defined for math and sciences competences. In

literacy a stabilization of the Portuguese 15-year-old students mean

2018, Portugal was closer than the mean of EU28 in reading (Portugal

(2015: 492 points; 2018: 492 points) and a decrease of 9 points in

20.2%; UE28 21.7%) and sciences (Portugal 19.6%; UE28 21.6%) to

sciences literacy (2015: 501 points; 2018: 492 points). During 2018,

achieve the goal. However, in math competences was more distant

the gap between male students and female students shows that women

than the EU29 mean (Portugal 23.3%; EU28 22.4%) (CNE, 2020).

had a higher mean than men in reading literacy with more 24 points,

The Health Behaviour in School-Aged Children (HBSC) is an

a trend that is equal in the EU countries. However, in the same year,

international quadrennial survey developed by World Health

the mean of male Portuguese students was higher in math literacy

Organization about well-being, health and healthy behaviors of 11,

(more 9 points) and in sciences literacy (more 5 points). The first year

13- and 15-year-old students, more specifically the survey studies the

of secondary education had the highest punctuation over the years in

lifestyles of school-age adolescents in their context of life, in different

reading literacy and a visible increase. On contrary, there was a

areas such as family support, school, friends, health, well-being, sleep,

decrease of the mean in reading literacy of students in 3rd cycle of

sexuality, food, leisure, physical inactivity, substances consumption,

basic education and the second one of secondary education. The dual

violence and migration. The last survey in 2018 shows that Portugal

certification courses had an increase from 379 (2009) to 439 (2018).

is not well rated at a national level compared with EU countries,
especially in physical activity (e.g., only 43.1% Portuguese students
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practices physical activity more than 3 days in the last seven days) and

telling that that it was easy to talk with their mother and 25% with

in school context (29.6% of Portuguese students do not like school;

their father (Inchley et al. 2020).

13.7% feel a lot of pressure with homework). The levels in physical

1.3 Early School Leaving (ESL) in Portugal

activity and in school context, especially attraction for school and

In Portugal, early school leaving was defined, until 2017, in terms of

pressure with homework, had a negative evolution over the years

leaving school before concluding compulsory education (i.e., having

(Inchley et al., 2020; Matos & Equipa Social, 2018). In 2018, the

completed, at most, the 3rd cycle of basic education), within the age

aspects that Portuguese students do not like in school was food (58%),

limit defined by law (i.e., up to 18 years old). Since 2017, the concept

classroom (35%), extracurricular activities (27%) and teachers (22%).

of early school leaving internationally used (e.g., Eurostat) has been

The level of pressure with homework was higher for female students

adopted in national statistics.

(73% of female students and 49% of male students feel pressure with

In 2019, Portuguese school-leaving rate (10.6%) decreased , close to

homework’s) and has increased since 2014 (67% of female students

the average rate of all EU countries (10%) (CNE, 2020). However, the

and 42% of male students feel pression with homework) (CNE, 2020).

Portuguese rate for school-leaving was still higher (10.6%) than other

On the contrary, Portuguese students were well rated in national level

European countries such as Belgium (8.4%), France (8.2%), Poland

and comparing with EU countries in food behavior (e.g., 71.8%

(5.2%) and The Netherlands (7.5%) (Pordata, 2020). In 2020,

students eat breakfast every day of the week and 77.3% eat breakfast

Portuguese school leaving rate (8.9%) was lower than the average rate

during the weekends) and in cannabis consumption (e.g., 4.8%

of all EU countries (10%). For the year 2020 there isn’t any European

Portuguese students have already tried cannabis). In Portugal, food

information that allows a comparison. Portugal achieved the national

behavior and cannabis consumption have a positive evolution over

goal of reducing the school leaving rate to less than 10% and the

the years. The levels of obesity (3.1% of Portuguese students) and

Europe 2020 strategy may explain this decrease. The rate is higher

excess of weight (15.8% Portuguese students) have been stabilized

among male students (12.6%) than among female students (5.1%)

over the years. The quality of communication with mother and father

(Pordata, 2021 (1)).

were also stabilized, with 85.5% in 2018 of Portuguese students
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National official data on education, provided by the Portuguese

North to the South and has decreased since 2012/2013 (basic

Directorate-General of Education and Science Statistics (DGEEC), do

education) and 2013/2014 (secondary education).

not include information specifically on early school-leaving rate, but

In the Portuguese context, greater difficulties in education,

on school failure, through retention and withdrawal rates (i.e., the

particularly school failure and risk for school leaving, are faced by

percentage between the number of students not allowed to be

foreign or immigrant-descendant students, students from ethnic

promoted to the next school grade and the number of students enrolled

minorities (e.g., Roma), and/or (students) from families with a lower

in school during the same school year).

socioeconomic status (SES). During school year 2018/2019, 6.3% of

In 2018/2019, 5.6% of students in 3rd cycle of basic education

native and 17% of foreign students (attending basic to secondary

(equivalent to lower secondary) and 12.9% of students in secondary

education) in Portugal, were not promoted to the next school grade.

education (equivalent to upper secondary education) were not

This rate seems to have decreased since 2016/2017 for both native and

promoted to the next school grade in Portugal. This is a continuous

foreign students (8.7% to 6.3% for native students and 21.2% to 17%

trend over the years; the retention and withdrawal rates increase with

for foreign students). For both native and foreign students, the

the level in school cycles (1st cycle of basic education: 2.0%; 2nd

retention and withdrawal rate is higher in secondary education than in

cycle of basic education: 3.8%; 3rd cycle of basic education: 5.6;

basic education (1st, 2nd, or 3rd cycles) during 2018/2019, and there is

secondary education: 12.9%) and is higher in basic and secondary

a visible decrease in the rate from 2016/2017, for all groups except

education for male students, increasing over the school cycles. In all

foreign students attending secondary education. Even though foreign

school cycles, North is the region with the lowest retention and

pupils tend to show higher difficulties in achieving good school

withdrawal rates, followed by Central region. Algarve, A.M Lisbon

results when compared to their native colleagues, alike in other

and Alentejo had the highest rates in basic education. In secondary

European countries, over the last years there seems to be increasingly

education, A.M Lisbon had the highest value (16.6%) (DGEEC,

less discrepancy between foreign and native students’ school success

2020). The retention and withdrawal rates increase globally from the

(in terms of transition/conclusion rate) in Portugal (Oliveira, 2020).
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Early school leaving is a complex phenomenon in which several

Social, 2018). The international studies show that students at risk of

factors can contribute such as individual needs, socio-economic

early school leaving have other associated risk factors, which means

background, school-based factors, and national contextual factors

that it is a combination of disadvantages that interact with each other

(European Commission, 2019). The Programme for International

(European Commission, 2019).

Student Assessment (PISA) analyses the impact of economic, social,

The Portuguese Census is legally forbidden to refer to ethnic origin of

and cultural status had in learning and education of students. In 2018,

individuals; therefore, it is difficult to have official statistics on

the relation between ESCS and retention shows more than 75% of

education of Roma communities, for instance. The first and only

students who had at least one retention, had low ESCS (socially

national study about Portuguese Roma revealed a predominantly low

disadvantaged backgrounds) in comparison with the average. The

education level and high school absenteeism (mainly at the 1st cycle

survey concludes that students with low ESCS are more probably to

of basic education) and school-leaving (mainly after primary school)

have retention (a probability of retention 0.45 for Portuguese students

among Portuguese Roma. Most Roma participants did not know how

with low ESCS) than students with middle and high ESCS (0.8). The

to read or write (particularly women, having lower education level

ESCS had impact on other variables as literacy performance and

than men) followed by those who completed (or attended but not fully

expectations of students to proceed the study cycle, with the

completed) primary school. However, the study also revealed that

Portuguese students with low ESCS, had low punctuation in both of

Portuguese Roma are pursuing formal education increasingly longer

areas (CNE, 2020). The Health Behaviour in School-Aged Children

than previous generations, i.e., in most cases, the previous generation

(HBSC) studies the relation between social and economic level and

had not attended nor completed primary school or did not participate

other variables. The 2018 survey shows that the Portuguese students

in school, whereas the current generation tend to leave education on

with low social and economic level had the lowest levels e.g., in

the 3rd cycle of basic education (Mendes, Magano & Candeias, 2014).

physical activity, body dissatisfaction, have breakfast, social and

Since 2013, a National Strategy for the integration of Roma

friends support perception and highest levels of e.g., excess of weight,

Communities (ENICC) is being implemented with a focus on, among

consumption of sweets, teachers support perception (Matos & Equipa

other, education, employment, and training, to respond to situations
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of exclusion of these communities. Within that strategy, collected data

successfully (i.e., without being retained in any previous year within

about Roma communities’ education shows that during 2018/2019

this cycle, namely, 7th or 8th school years), whereas of 47870 students

school year, 8.6% and 11.9% of Roma students registered in

not receiving this support, 49% completed this cycle successfully.

Portuguese public schools, respectively, in 3rd cycle of basic education

Moreover, on the following year (2013/2014), 3rd cycle of education

(4368) and in secondary education (578), had already left school. This

students’ retention and withdrawal rate was of 34% and 27%, for

rate seems to have an increase especially in secondary education since

those receiving school support Type A or B, respectively, and 23%

2016/2017 from 5.6% to 11.9% and a decrease from 0.2% in 3rd cycle

for those not receiving it (DGEEC, 2016).

of basic education (DGEEC, 2019).
Among national financial measures aimed at supporting families with

Tackling ESL using the GRIT approach: feedback from

lower SES, the School Social Support (in Portuguese, Ação Social

teachers and other school staff.

Escolar) is a support measure that families in a difficult financial

In this section we discuss how the Portuguese team disseminated the

situation receiving child benefit may apply for. It covers school

tools designed by the GRIT project with teachers and school staff, and

expenses of students, such as meals, books, school supplies, and

the feedback collected about how these materials can help tackle early

school trips. There are three types, depending on the type of received

school leaving in Portugal.

child benefit: Type A covers all school expenses mentioned (e.g.,

After a review round of the first draft of the tools by the European

100% of student’s meals), Type B covers fewer expenses (e.g., 50%

team, the toolbox ‘under review’ (IO1) and the “mentoring for

of student’s meals) and Type C covers only part of schoolbooks (25%

teacher” (IO2) were discussed with teachers (first feedback round).

of the Type A; CNE, 2019).

Specifically, schools that fit the target group of our project (schools in

In 2012/2013, children of families receiving this financial support

the Lisbon urban area) were contacted by email (October, 2019 –

showed lower school success. Of 17688/16458 students enrolled in

December, 2019) in order to discuss the growth mindset approach and

3rd cycle of basic education, at public schools, and receiving school

to do a first testing of IO1 and IO2. At the end only six individual

social support of Type A/B, 20/30% (respectively) completed it

face-to-face interviews were conducted to discuss adequacy and
103

relevance of the materials. Overall, only one teacher was familiar with

and university teachers participated as well. In the first part of the

the Growth mindset approach. For the others such approach was found

webinar the growth mindset was presented and in the second part

to be interesting and considered that the planned activities can

participants were divided in small groups, using breakout rooms from

promote different dynamics during school teaching that might help

zoom platform, to discuss the activities. At the end a wrap up helped

students at risk. One teacher stated that the “Learning Diary” tool for

summarize the contributions of the different groups. Overall, only two

example is a very relevant activity that can be used by different

participants were familiar with the Growth Mindset approach.

teachers as it helps students to monitor their improvements during the

Regarding the activities of the toolkit, participants reported that the

school year. “Shaped reflection”, “What success looks like”, and “My

instructions are clear in all the activities. “Round Table” was

network” were considered as the easiest tools to be used with students

considered as being too long. Minor suggestions were discussed and

during class. “Outside in” was considered as being a more complex

can be added to the Portuguese version of IO1: for example in the

activity. Overall, the main obstacle mentioned was the mindset of

activity “ Create a Bridge”, participants stressed that it is important to

teachers: they considered that teachers in average have a fixed mindset

expect that not all the students would be involved in extracurricular

and do not want to test new pedagogical methods.

activities; it is suggested that in this activity some pictures with

Due to COVID-19 pandemic situation, the final version of the

extracurricular activities could be showed and students could choose

materials (second feedback round) was discussed through webinars

the ones they liked most. Participants found the activities relevant, and

and after translating materials to Portuguese. Due to COVID19 this

the materials produced were easy to use, considering their

discussion could not be done with students as schools were not open

students/classes, particular students at risk of drop out as they

for extracurricular activities. IO1 and IO2 were discussed in two

assumed those students had a more fixed mindset. Some teachers

webinars (26th and 28th of April, 2021), with a total of 193

found that this was a very important approach to promote motivation,

participants. Participants were teachers (N = 89), other school staff

it can be linked to a socioemotional learning approach and activities

(e.g., 87 psychologists, 54 social workers) and high school students

can help students for self-reflection during the learning process.

from education university programs. A small number of researchers

Others considered that the kit can be most helpful for tutorials with a
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smaller group of students. Some other suggestions were made such as

relationship) for a successful learning process. Overall participants

some participants considered that some activities were missing such

considered that the outputs of the project should be disseminated

as “overcoming” and one focused on the idea that “effort works”.

among the General Directorate do Education.

The training for teachers (IO3) and mentoring for teachers (IO4) were

A broad dissemination of the IO’s of the project (toolkit- IO1 and

discussed in two other webinars (5th and 12th of May, 2021), with a

guidelines to use it- IO2) was previously conducted during the short-

total number of 56 participants. As for the other webinars, part of the

term joint staff training in Lisbon (21st- 25th of September, 2020) in

participants were teachers and other were school staff, particularly

which other Portuguese researchers from the University of Porto

educational psychologists. A small number of participants were

shared their research in the same topic. Other stakeholders were also

teachers from teachers’ courses. Some of them had participated in the

involved during this training: the Directorate-General for Education,

first webinar (for the discussion on the toolkit and its use). The same

Calouste Gulbenkian Foundation and the trainers that monitored and

structure of the previous webinars was followed: in the first part the

did the training in schools with high levels of early school leaving

growth mindset approach was presented and in the second part

(TEIP schools). More recently (January, 2021) a dissemination of the

participants were divided in groups. In each group three activities

project was conducted in a national meetings of UBUNTU leaders,

from the teachers’ training (IO3) were used. At the end a wrap up

a non-formal education project geared towards empowering young

helped summarize the main contributions of the participants. Overall,

people with high leadership potential (16th of January 2021:

participants found most interesting the activities of the training (IO3)

“Challenges in educational contexts in the post pandemic period”)

and helpful for reflecting about their own mindset. Part of the

and during the UBUNTU talks (with more than 2.000 views).

discussion was focused on the ‘giving feedback’ exercise: teachers
found that some sentences could reflect a growth mindset approach

Conclusion

instead of a fixed one, but such interpretations could be due to the

In sum, considering the feedback from teachers and other school staff,

Portuguese translation. Other participants could reflect on the fact that

the next step should be to do a broader test of the materials and to

this approach reminded the power of interaction (affection and

assess their impact at school contexts.
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Annex - Early school-leaving and school success in the Metropolitan

attended schools in the M.A. of Lisbon (83.1%, 48.4% and 54.6% of,

Area of Lisbon

respectively, the first, second and third group; Oliveira, 2020).

The metropolitan area (M.A.) of Lisbon agglomerates 18
municipalities of Lisbon and Setubal districts. It is the largest
population area in Portugal, with 946.8 inhabitants/km2 (Pordata,
2019), and one with high indicators of cultural or ethnic diversity.
In 2019, 10.4 % of the M.A. of Lisbon inhabitants were immigrants
with resident status, coming mostly from Africa (e.g., Cape Vert) and
South America (e.g., Brazil), but also from Asian (e.g., China) and
other European (e.g., Ukraine) countries. Although no official data
about Roma population density in Portugal, and particularly in the
M.A. of Lisbon, exists, according to the national study of
characterization of Roma communities, 9051 Roma people live in this
metropolitan area, corresponding to approximately 0.3% of its total
population.
In 2018/2019, the region of Lisbon (M.A.) was the second one, at a
national level, with the highest percentage of foreign students enrolled
in basic to secondary education (9.5%), following the southern region
of Algarve (11.9%). Most students coming rom 1) African countries
with Portuguese as their official language (e.g. Cape Verde), 2) South
American countries (e.g. Brazil) and 3) Asian countries (e.g. China)

In 2020, 7% of young adults (18- to 24-year-olds) in the metropolitan
area of Lisbon had left school with only the 3rd cycle of basic
education completed (Pordata, 2021). In the end of school year
2018/2019, 7.6% of students attending the 3rd cycle of basic
education, and 16.6% in secondary education, in this region, were not
promoted to the next school grade (DGEEC, 2018/2019).
Regarding school failure among groups with diverse cultural/ethnic
background, 20% of foreign students in overall basic and secondary
education, in the M.A. of Lisbon, were not promoted to the next
school grade, in 2008/2009, which represents the double of native
students, in overall basic and secondary education, not promoting to
the next grade in that same school year and context (10%). School
failure among both native and foreign students seems to be
particularly visible in high population density areas of the M.A., such
as the municipalities of Amadora, Loures, Odivelas, and Sintra
(Hortas, 2013). During school year 2016/2017 of Roma students
registered in public schools of the M.A. of Lisbon, 15.9% of those in
3rd cycle of basic education (1714) and 28.6% of those in secondary
education (250) had already left school, mostly girls (DGEEC, 2016).
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Table 2. Retention and withdrawal rates of students by educational level in
each municipality within the Metropolitan Area (M.A.) of Lisbon (DGEEC,
2018/2019)
M.A. Lisbon
municipality
M.A. Lisbon

Retention and withdrawal
rate (3rd cycle BE) %
7.6

in the municipalities of Almada, Amadora, Loures, Odivelas, Seixal and
Sintra, from all municipalities of the M.A. of Lisbon (see Table 1.).
Retention and withdrawal
Main policy
rate (secondary)
% measures and initiatives to promote school success or
16.6 leaving in Portugal
tackle early school

Cascais

3.9

Lisbon

6.5

16.0 of policies and initiatives to promote school success
An important number

Loures

9.9

Mafra

7.0

Oeiras

5.3

and are described
15.6above:

Sintra

8.6

●

14.5

and combat school failure, and therefore, tackle early school leaving, have
18.0

been created and
developed during the last 20 years, at the national level
16.5
19.7
Student’s Profile
by the End of Compulsory Schooling (Despacho n.º

V.F.Xira

19.5

Amadora

11.3

Odivelas

10.9

Alcochete

3.8

organise their
14.2 planning, teaching, learning and evaluation. Essential

Almada

8.6

Learning is18.0
the knowledge, skills and attitudes the school decides

Barreiro

7.7

13.3obtain and develop in each school year that can be further
students must

Moita

17.2

6478/2017, de 26 de julho) defines the skill that students should achieve
22.8

by the end of the 12th grade. It is the common guide for schools to
22.3

10.4

16.2

developed, reinforced and enriched.

Montijo

6.8

Palmela

5.2

Seixal

7.9

programme
launched in 1996 (2nd edition 2006; 3rd edition 2012)
17.0

Sesimbra

9.0

Setúbal

9.5

16.7nowadays in 137 school clusters/ non-clustered schools
implemented

Considering the retention and withdrawal rates of students in 3rd cycle of
basic education and in secondary education, school failure seems to be
particularly high for students, in these educational levels, attending schools

●

18.6

Priority Intervention
Educational Territories (TEIP), a governmental
15.1

located in 12.4
areas socially and economically disadvantaged, with high

rate of poverty and social exclusion, where school failure and early
school leaving prevail. It aims to prevent and reduce early school
leaving and absenteeism, to reduce indiscipline and promote
educational success for all students. The implementation of the
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●

programme is supported by national meetings, meetings between

subprojects emerged: “Phoenix”, for promotion of Portuguese language

General-Directorate of Education (DGE) and clusters, micro-network

and mathematics, and “Class Plus” promoting learning in all or specific

and educational experts networks.

contents of the curriculum.

Integrated Programme for Education and Training (PIEF), launched in

Integrated and Innovative Plans to Combat School Failure (PIICIE),

1999, a socio-educational measure of prevention against early school

co-financed by the EU, allow regions and municipalities to apply

leaving targeted to 15 to 18 year-olds, who have an age gap of 3 or more

for a three-year investment period to, for instance, support school

years in relation to the level of education attended and are at risk of

clusters’ PNPSE projects financing teacher training, non-teaching

social or school exclusion, or have early left school. It includes

staff levels, second-chance education, guidance and psychology

individual curriculum, tutoring and training and aims to promote the

network services, extracurricular activities, family training, ICT

completion of basic education and social inclusion, by giving a 1st and

investments and other school-developed priorities.

2 or 3 cycle education qualification. It is only adopted when all other
nd

●

●

rd

●

Vocational courses, launched in 2012, is a programme aimed at

measures of school integration have been exhausted. Recent data

students aged 13 years-old or older, with at least two years of school

suggest that this strategy is mainly used with Roma children (Mendes,

retention, to learn academic contents together with professional

Magano, & Costa, 2020 4).

training (around 240 hours/year) in three different professions, to

More School Success Programme (PMSE), launched in 2009, aimed to

get the diploma of 2nd or 3rd cycle of basic education, or of secondary

support integration within education. Through the use of different and

education. Nowadays this measure no longer exists, having been

diverse forms of class pedagogy and organization, allowing a

replaced by another one which already existed, namely the

collaborative work, additional classes temporarily grouping students of

Education and Training Courses (CEF). It consists of a flexible

the same school year with similar educational learning difficulties are

curriculum

created. Teachers work on curriculum contents with children providing

sociocultural, scientific, technological, training - aimed at students

a more proximal and individualized learning support. Two models or

aged 15 years-old or older who did not complete 2nd or 3rd cycle of

including

four

main

training

components

–

4 Mendes, M M., Magano, O., & Costa, A. R. (2020). Ciganos Portugueses: Escola e mudança social.
Sociologia: Problemas e Práticas, 93, 109-126

109

●

Portuguese basic education, or high school, or who completed high

of basic education, classes shall have between 15 and 22 students).

school but do not yet have a professional diploma, allowing them to

Its main objective is the reorientation of their school path, providing

get a certificate and/or complete a higher level of education than the

the completion of the 2nd cycle and/or the 3rd cycle of basic

one they currently have.

education.

Psychology and Guidance Services (SPO), implemented in the
school setting. A two-year programme (2013-2015) was launched

(ENICC), being implemented to respond to situations of exclusion

to assure better and proximal intervention in psychology and

experienced by these communities, with a focus on education,

orientation, in public schools, from pre-school to secondary school,

employment and training, health, and housing.

with actions to prevent school failure and promote student
●

National Strategy for Migrations (2015-2020), foreseeing the

●

involvement in school.

implementation of actions to promote intercultural education in

Tutorial Action Plan & Individualized Tutorial Action Plans (PAT

Portuguese schools as well as educational success and reduction of

& PIAT), a proximity measure implemented by schools in need to

school leaving among immigrants.

address

●

National Strategy for the integration of the Roma Communities

●

students’

learning

difficulties,

risk

situations

by

●

The National Programme to Promote the Success at School

absenteeism, school leaving and/or school failure. It is an

(PNPSE; 2016-2019) was launched in 2016, as an extension of the

individualized support and orientation strategy, set between a

PMSE. It aims to promote quality education for all, within a

mentor and a student which aims at improving the student’s

framework of enhancing equal opportunities and increasing

performance but also personal development and potential.

efficiency and quality of public schools. A Mission Structure for the

Alternative Curriculum Paths (PCA), an exceptional measure which

Promotion of School Success is implemented and ensures the

may be applied by schools (by requested authorization to the

assistance, monitoring and evaluation of the Programme. This

Ministry of Education, once a year) when students up to 18 years

programme intends to reduce student retention rates using a bottom-

old (inclusive) do not show any progress in their academic results

up approach, in which each school implements their own strategic

and are at risk of social exclusion or of early school leaving, even

action plan in order to promote educational practices and improve

after the adoption of other measures to promote success. It consists

student learning. It is based on a logic of proximity, either by

on creating classes of students in such situations (in 2nd or 3rd cycle

creating local initiatives of diagnosis and intervention or by the
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promotion of practices that allow to anticipate and prevent failure,

Under that programme, the “U CAN programme” was created,

through early intervention, focusing on remediation strategies, or

awarding scholarships and providing mentorship to young people (up

through a joint strategy between the entities responsible for the

to 24 years old) from vulnerable socio-economic contexts to assure the

education sector with different educational agents at the local

pursuit of higher education studies, promoting social inclusion and

authority level, based on local diagnosis.

preventing dropout in this cycle of education. Under the “Choices
Programme”, OPRE awards scholarships were provided to young

Considering the local level, and particularly the M.A. of Lisbon, a set of

higher education Roma students, with the aim of preventing early

initiatives are being implemented particularly within the PNPSE

school dropout and reduce the barriers between Roma communities and

programme, which will only provide relevant information in terms of results

the formal education system.

and efficacy by 2020, at the earliest, since this programme has its end in
2019.Although the following measure is not included in formal education,
but on non-formal learning, this programme has been of particularly
relevance in the combat of early school leaving:
●

“Choices Program” (in Portuguese Programa Escolhas 5), a national
(non-formal learning, currently on its 8th edition funding more than 100
projects) program integrated in the High Commission for Migration
(ACM) intends to promote social inclusion of children and youth from
socioeconomically vulnerable contexts. Projects within this program
aim to promote equal opportunities and social cohesion, particularly
among children and youth from immigrant families or ethnic minorities
who are, for instance, at risk of early school dropout, have high school
failure and/or absenteeism, deviant behaviors, and/or are unemployed.

5 https://www.acm.gov.pt/-/escolhas
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Conclusion
By Benedicte Halba, iriv (Paris, France) and Lien Fret & Kendra
Geeraerts, Karel de Grote University College (Antwerp, Belgium)
Diversity has been the genuine concept we had in mind when
designing the GRIT project as this is an issue to tackle when
speaking about urban education- diversity of the learners/students
but also among teachers. Diversity doesn’t properly describe the
huge variety any European, and anyone in the world, is faced to in
modern or post-modern societies. Therefore, a new concept
gathering all forms of diversity was forged in 2007 by American

interior dimension; an external dimension; and an organizational
dimension. A main dimension to be taken into account is the
minimum minimorum basis to build upon (University of Milano,
2019). In the same perspective, there are other levels to think of
when applying a growth mindset approach. An individual level
(micro-economic) both for students and teachers, is quite obvious
but is not enough. An organisational level (meso-level) has also to
be considered - schools with the key role played by principals but
also families with the necessary bridge to be built with parents. A
third level, institutional (macro-level), is also crucial if we want this
innovative concept to be enhanced and applied in all schools, in all

researcher Vertovec that combines “Several physical characteristics

regions, especially in territories faced to a difficult social and

(disability or age for example), psychological (mental illness or

economic situation- mainly sensitive urban areas.

temperament for example) and social (sex and socioeconomic status
for example)” that “are used to differentiate people where several
differences converge simultaneously” (Vertovec, 2007). Other
authors speak of "diversity on several levels" - some diversities are
part of the individual himself and cannot be changed (innate), and
others are linked to elements that have been developed over time
(acquired). This graphic model is useful to identify the diversity at
stake in a given situation (Gardenswartz & Rowe, 1998). It
identified four levels of diversity: personality (personal level) ; an

The main added value of the GRIT project was to have applied and
enriched the growth mindset approach in a specific context: in a
European project (Erasmus +), as in past projects the concept had
been applied without naming it. Thanks to the GRIT we have
identified more clearly that growth mindset has already been a main
concern for years in Europe in any innovative pedagogical strategy
meant to struggle against Early school leaving. The “macrolevel” is
quite convinced by a growth mindset approach, on a European level
(European Commission) but also on national levels (ministries of
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education that have promoted cognitive sciences for instance in the

There is a main threat in Europe, and for democracies worldwide.

past years). On a “meso-level”, we could see thanks to the testing

The lifelong learning programme launched by the European Union

conducted for the GRIT that schools were not yet familiar with the

in 2000 is a key programme and perfectly reflects our European

growth mindset approach- once more principals will have to play an

values. It would be useless if some European countries would forget

active role to convince both teachers and parents as education is a

the reason why they have joined the EU in 2004 - benefiting from a

continuum, the learning process may be initiated and enriched both

dynamic economic market and European subsidies but also

at home and at school. On a microlevel, we do hope that the toolkit,

respecting democratic values.

guidelines, training and mentoring designed by the GRIT that were

Economy is not the only condition to be a member of Europe,

tested in different schools and regions of Europe among students and

democracy is the sine qua non condition of European belonging.

teachers who had diverse profiles should be a main contribution to

Education is the best way to enhance this democratic spirit, growth

the growth mindset approach.

mindset should be a meaningful pedagogical strategy in this

The results achieved by the testing are quite encouraging. Faced to

perspective.

incredibly special conditions with the Coronavirus the European
team gathered for the GRIT had also to experience its growth
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