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Abstract

Vocational Education and Training (VET) programs are prevalent in a European

context, but often struggle with drop-out rates that exceed those of general upper-

secondary education. UsingDanish administrative data, we study the effects of reform-

induced reductions in shares of VET students who did not pass their lower secondary

final exams on passing GPA VET students. We find that passing students have a

higher probability of remaining enrolled in VET after the first year of studies when

entering a VET school with a higher share of below-passing peers. Studying outside

options, we find that students become less likely to drop out of education entirely. The

results are consistent with models of peer effects in which particularly unmotivated

students become points of comparison for their peers, increasing their motivation and

likelihood of remaining enrolled. JEL Codes: I21, I28.
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1 Introduction

Acrucial social policy role of education is to help smooth the transition from formal school-

ing to gainful employment and financial independence. Vocational Education and Training

(VET) programs have been widely used to help facilitate this transition. VET graduates

often have a smoother transition into employment and (initial) higher wages than their aca-

demically educated peers (Hanushek et al. 2017; OECD 2010; Ryan 2001; Wolter and Ryan

2011; Brunner, Dougherty, and Ross 2023).1 They also account for a substantial share of

all upper secondary education, particularly in European countries where, for example, 50

percent of upper secondary students enroll in vocational programs in Germany, 19 percent

in Denmark, and 70 percent in Austria.2 Recently, both the United States and England have

initiated large reform programs with the aim of developing and helping more students enter

VET and apprenticeships that are a common component of the VET programs (Dougherty

and Harbaugh Macdonald 2020; McNally 2020).

Despite increased policy focus, upper secondary VET programs have had high drop-

out rates that can be more than twice those of general upper secondary education (OECD

2010, p. 37).3 For example, between 20 and 25 percent of initiated VET apprenticeship

contracts were terminated before completion between 1990-2011 in Germany, with rates
1Recent evidence from the United States and Finland even suggests that students on the margin between

vocational and academically oriented general upper secondary education may have higher graduation rates
and long-run earnings when entering VET (Brunner, Dougherty, and Ross 2023; Silliman andVirtanen 2022).

2The enrollment numbers are collected from Hippach-Schneider and Huismann (2019), table 7, Ander-
sen and Helms (2019), p. 17, and Cedefop and ibw Austria (2019). Appendix (OA) III provides further
introduction to international comparisons of VET programs.

3There seemingly exists no comprehensive statistics across countries on upper secondary VET program
drop out, partly because these programs are often conflated with general upper secondary education in na-
tional statistics (Bôhn and Deutscher 2022; Cedefop 2016b). As a result, the statistics we list are not directly
comparable, but all relate to dropout from VET programs.
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as high as 50 percent in some professions (BIBB 2013, table A4.7-2; Cedefop 2016a),

24 percent of French and 20.5 percent of Dutch VET students had not completed their

program when leaving them in 2004 and 2005 Cedefop 2016a, pp. 52. More than 40

percent of students drop out of Danish VET programs within five years after enrolling

(Statistics Denmark 2021).4 Reducing dropout rates from VET programs is a core concern

in supporting students at risk of leaving the education system without degrees or outlook

to stable employment (Cedefop 2016a).

A growing literature, surveyed by Sacerdote (2014), has shown that peers can substan-

tially affect individuals’ education achievement, attainment, and subsequent labor market

performance. Despite the persistent interest in understanding how social networks and

interactions affect individual outcomes, there is a lack of knowledge of how these effects

operate in workforce-focused education environments such as VET. This paper uses a 2015

VET reform in Denmark that reduced the share of VET students who had not passed Dan-

ish and Mathematics, to investigate whether changing the composition of peers in VET

programs affects dropout rates. In doing so, we provide some of the first evidence of these

effects, focusing on the impact of changes in the share of academically lower-achieving

students on the probability of dropping out of school among higher-achieving students.

In Lazear’s (2001) ’bad apple model,’ having disruptive peers can lead to the decreased

achievement of the less disruptive students when teacher effort and learning time is di-

rected towards minimizing disruptions. The bad apple type of peer effects has gathered

wide support in studies of potentially disruptive and low-GPA peers in academically ori-

ented learning environments. Carrell, Hoekstra, and Kuka (2018) find negative long-run
4See also figure (OA) II.2.
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income effects from having more peers who have experienced domestic violence in Florida

elementary schools, and Lavy, Paserman, and Schlosser (2012) show that havingmore low-

GPA peers in classes lowers learning outcomes for other students and possibly increases

in-class violence incidences in Israeli schools.5 In a well-identified study of peer effects

using composition changes induced by migration from Hurricane Katrina, Imberman, Ku-

gler, and Sacerdote (2012) shows that having more low-GPA peers may harm students’

learning in academic learning environments. A policy recommendation arising from these

studies is to separate low-ability students from higher-ability students, potentially for the

benefit of both groups.

In contrast to the bad apple hypothesis, alternative ”big fish in a small pond” effects

could point to potential positive effects from interacting with challenged peers Marsh

(1987). This theory assumes that having less attentive or worse-performing peers moti-

vates better-performing students, for example, by increasing their relative ranking within

the learning environment. These big-fish effects have been shown to exist, e.g., in US

middle schools (Elsner and Isphording 2017), at university (Elsner, Isphording, and Zölitz

2021), and in English lower secondary schools (Murphy andWeinhardt 2020). These stud-

ies point towards either zero or even adverse effects of removing students who, by their

relative characteristics, behavior, or performance, act as reference points for students per-

forming better in the programs.

We study the effects of the presence of lower-achieving peers on the likelihood that
5Duflo, Dupas, and Kremer (2011) find positive effects from tracking both low-GPA students and higher-

GPA students in Kenyan primary schools. Tracking undergraduate Economics students into tutorial groups,
and Booij, Leuven, and Oosterbeek (2017) find positive effects on low-GPA students and middle and high-
GPA students from separating the low-GPA students in their groups. In contrast, Garlick (2018) finds that
sorting students by GPA when assigning dorm-mates in a South African college leads to lower outcomes for
low-GPA students and no benefit for high-GPA students.
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other students’ remained enrolled in the workforce-oriented VET programs. To do this,

we use Danish administrative data on 2009-2016 VET cohorts where the latter two cohorts

were affected by the 2015 Danish VET reform. The reform aimed to decrease dropout

rates and increase the learning and well-being of students in the Danish VET programs.

A key tool to reach those goals was introducing a GPA requirement such that VET appli-

cants had to pass Danish and Mathematics in final lower secondary exams to be eligible

to enroll in their VET program choice. Before the reform, all applicants were admitted re-

gardless of their GPA if their program choice had sufficient open spots. We refer to those

students who did not pass either or both of Danish and Mathematics subjects in lower

secondary education as below-passing students and students who passed both as above-

passing. Below-passing students could still be admitted to the VET program if they took

and passed a supplementary test in the failed subject(s) but would otherwise not be admit-

ted. Because some VET schools tended to have higher shares of below-passing students

entering from lower secondary education, the reform’s effect on student compositions var-

ied across schools, as the share of below-passing students declined more at schools with

higher pre-reform shares. By removing below-passing peers, the reform allows us to study

which is more important of the theoretical bad-apple and big-fish effects.

The empirical strategy uses the institution-specific shock induced by the reform as

an instrument for shares of below-passing students in regression models that control for

institution and time-fixed effects to account for typical student self-selection. In effect,

this combines a within-institution over time variation identification strategy pioneered by

Hoxby (2000)6 with exogenous shocks to the composition of the education environment
6Recent peer effects studies based on within-institution over time variation include, e.g., Anelli and Peri

(2019), Brenøe and Zölitz (2020), and Feld and Zölitz (2017).
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(Angrist and Lang 2004; Imberman, Kugler, and Sacerdote 2012; Sacerdote 2014). Rather

than including all VET students in our sample, we only estimate the models using a sample

of above-passing students to avoid conflating post-reform selection among below-passing

students with peer effect estimates. The model focuses on the effects of pre-determined

contextual characteristics of students and can be viewed as a reduced form of more general

social interaction models that might aim to disentangle within-program interaction effects

from contextual effects (Manski 1993; Blume et al. 2015). Unfortunately, we have not

been able to obtain data that could provide further evidence on, e.g., friendship network

formations or teacher interactions that might be part of the mechanisms driving the results.

The primary outcome we study is whether the above-passing student enters the main

VET program one year after initial enrollment in an introductory VET program. The one-

year threshold is essential because Danish VET students must find an apprenticeship with

a firm (or another type of organization) to transition from the first-year introductory pro-

gram to the apprenticeship-based main program and graduate. Nearly all dropouts happen

during this transition. Historically, almost 40 percent of students who finish the introduc-

tory program have not entered a main program 3 and 6 months after graduating from the

introductory program (Groes, Madsen, and Sandoy 2021; Ministry of Children and Educa-

tion 2022). This makes the one-year Main program enrollment the most relevant threshold

to study in terms of dropout. The first year is also when students primarily interact with

school peers and where peer effects are likely to occur since the main program is primarily

based with the employer. The one-year results may also be relevant for understanding the

effects on transitions from VET programs to labor markets more generally, as the appren-

ticeship market strongly resembles a labor market for school graduates where firms have
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limited information on student capabilities (Kahn and Lange 2014).

Our results suggest that for students with above-passing GPAs, having a higher share

of peers with below-passing GPAs positively affects remaining in VET programs one year

after starting VET. However, the effects differ across outcomes. First, above-passing stu-

dents become slightly less likely to enter the Main program, with IV estimates of 2-3 per-

centage points per standard deviation increase in the share of below-passing students. The

within-institution standard deviation of the share of below-passing students is 3.6 percent

of a cohort. If firms see below-passing and above-passing students as substitutes, then

having more below-passing students may partly crowd out the above-passing students.

We find evidence that this supply effect can explain part of the Main program effect. Sec-

ond, we find that above-passing peers become 6-9 percent more likely to re-enroll in an

Introductory program rather than dropping out entirely, and that a supply-side effect cannot

explain this. While it is challenging to compare effects across various settings, it is note-

worthy that our estimates are comparable in size to Cattan et al’s (2022) estimates for the

effect of a standard deviation increase in the share of Norwegian general upper secondary

education peers with elite educated parents on the likelihood that a given child enrolls in

elite education, between 2.2 and 4.4 percentage points.

The empirical strategy relies on the reform shock instrument being conditionally inde-

pendent of unobserved factors given institution and time controls. We test this assumption

in several ways. First, we sequentially add additional control variables that previous stud-

ies have found to be particularly strong predictors of dropout rates among VET students,

including students’ own GPA, gender, and parental educational background (Groes, Mad-

sen, and Sandoy 2021; Stratton et al. 2018) and show that main specification estimates
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do not change as we add these controls, as they likely would if the conditional exclusion

restriction did not hold (Oster 2019). Under the conditional exclusion restriction, the re-

form instrument should also be unable to predict pre-reform year below-passing shares or

outcomes. We test this in a placebo experiment, reassigning the instrument to pre-reform

years. This exercise also does not suggest meaningful violations of the exclusion restric-

tion. We also perform a range of other robustness checks that all support the main findings,

including removing the smallest and largest institutions, using preliminary test scores to

define below-passing and above-passing students instead of final test scores that students

may manipulate, creating a continuous rather than binary instrument, and a saturated-IV

specification, where the instruments are institution and post-reform indicator interactions.

Another concern is that our findings could be driven by a reduced supply of students seek-

ing apprenticeships. We find that changes in the supply of students cannot explain the

substantive re-enrollment peer effect.

This paper provides some of the first answers to essential questions about how peer

effects play out in VET and Career and Technical Education contexts, focusing on the

students who may likely have struggled academically in lower secondary education and

thereby contribute to the fast-growing literature on peer effects in education that typically

has focused on either lower secondary, general upper secondary, or university settings

(Sacerdote 2014). It is most closely linked to two related streams of scholarship. First, we

build on a smaller group of studies focused on potentially disruptive students challenged

in one or more academic, family or social dimensions, including Carrell, Hoekstra, and

Kuka (2018), Lavy, Paserman, and Schlosser (2012), Duflo, Dupas, and Kremer (2011),

and Imberman, Kugler, and Sacerdote (2012), that tend to find adverse effects on school
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performance, income, and increased violent behavior in the academically oriented learn-

ing environment. Second, we contribute to the literature on relative comparisons that in-

clude Elsner and Isphording (2017), Elsner, Isphording, and Zölitz (2021), and Murphy

and Weinhardt (2020), which typically find positive effects on academic outcomes from

being able to compare oneself to less well-performing peers. Our finding of positive ef-

fects, particularly among higher-GPA students, is consistent with the latter studies and

contrasts with the first. One potential explanation is that many VET programs focus less

on academic dimensions of aptitude and more on applied skills, where learning requires

substantial learning-by-doing that is less susceptible to disruptions. Another possible ex-

planation is that students with disruptive peers may consider themselves more organized

and motivated because they can compare themselves with students who are less so. In-

terviews we conducted with VET students, firms, and VET and industry interest organi-

zations underscore the importance of this possible explanation. In our interviews, firms

and interest organizations emphasized that firms would search for diligent and motivated

apprentices. When asked about potentially disruptive peers, students described how those

other students were less motivated and more careless and often defined themselves as more

motivated in contrast to them. Suppose both firms and students find these characteristics

necessary. In that case, students may be less likely to drop out if they think of themselves

as more motivated and diligent because they have peers who appear less motivated.

Finally, this paper contributes to the growing literature attempting to disentangle VET

schools’ functioning in Europe and the US. Dougherty and Harbaugh Macdonald (2020)

and Ecton and Dougherty (2022) contains recent overviews on the U.S. Career and Techni-

cal Educations and their effects on long-run earnings, and Hanushek et al. (2017), Silliman
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andVirtanen (2022), andKiener et al. (2022) study long-run earnings effects from enrolling

in vocational rather than general upper secondary education or enrolling in programs with

particular vocational curricula in a European context. This paper shifts attention from the

comprehensive effects of VET enrollment to the importance of students’ interactions in

programs We believe that further studying the effects of social network formations and

social interactions in VET and CTE is essential for future research to understand when

VET and CTE are most effective in supporting student learning and positively affecting

long-run outcomes. We particularly encourage cross-national work that can help pinpoint

the importance of the institutional context and student composition.

The following section introduces the Danish education system, emphasizing the upper

secondary programs and the 2015 VET reform. Section 3 describes the data used in the

analysis, and section 4 describes the empirical strategy and robustness checks. We present

the results in section 5 and finally conclude with a discussion of the findings in section 6.

2 Institutional Setting

The structure of Danish VET programs makes it a relevant setting for studying peer effects

within VET as it consists of a so-called Dual system similar to those in Germany, Switzer-

land, and Austria, where students are enrolled in schools throughout their first school year

and subsequently must enter apprenticeships at firms and only return to the VET schools

for short periods before graduating. This implies that students interact with program peers

throughout their first school year while searching for apprenticeship positions, a process

reminiscent of the job search for students enrolled in more school-based programs. Find-

ings from this setting may be informative about potential peer effects in VET in countries
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with similar dual systems and those with more school-based programs, where graduates

must enter the VET labor market for shorter periods or at the end of school-based learn-

ing. This section introduces the Danish VET education system and the institutional details

surrounding the 2015 VET reform relevant to our study of peer effects.7

2.1 The VET Education

Danish Vocational Education and Training begins at the upper secondary level, following

mandatory primary and lower secondary education in grades 0 to 9 and an optional 10th

grade. Graduating lower secondary education, students can decide either to leave the edu-

cation system or apply to enter the optional 10th grade, general upper secondary education,

or VET.8 Between 2013 and 2021, 18-19 percent of lower secondary applicants applied to

VET (see Figure (OA) II.5). Whereas general upper secondary education lasts between two

and three years and prepares the students to pursue tertiary education, VET typically takes

about four years to complete and aims to prepare students to enter the labor market, giving

access only to a small number of vocationally oriented students to pursue a professional

bachelors degree.

The first year in the typical VET program is spent in a school-based introductory pro-

gram where students are taught fundamentals related to their chosen field together with

their program peers. The remaining three years are spent in the Main program, where the

student works as an apprentice at a private firm or public organization. We refer to ap-
7Appendix (OA) II contains a comprehensive overview of the education system at the primary, lower

secondary, and upper secondary education level, and Appendix (OA) III gives a short introduction to VET
systems in various other OECD countries.

8They can also apply to enter upper secondary preparatory programs aimed at youth not yet prepared to
enter upper secondary education, but only an average of 5 percent of lower secondary graduates apply to
enter these programs (see Figure (OA) II.5.)
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prenticeships in either type of organization as firm apprenticeships throughout the rest of

the paper. The apprenticeship is only interrupted briefly when the student returns to the

VET school to complete field-specific coursework. Students graduate from the program

by taking a comprehensive exam. Based on the time students spend in their apprenticeship,

the one-year introductory program spent studying with peers in schools is where we expect

peer effects to arise.

Students can, generally, only transition from the first-year introductory program to the

main program if they have an apprenticeship contract with a firm. This makes the transition

from the first to the second year of enrollment important for at least two reasons.9 First, the

majority of the up to 47 percent dropout among VET entrants from lower secondary educa-

tion takes place at the end of the first year introductory program when students must match

firms (Groes, Madsen, and Sandoy 2021). This points to the apprenticeship search as a pri-

mary barrier for entering VET. Secondly, the student-firm matching market is very similar

to the labor market for many graduates in more school-based programs. This implies that

our findings may reflect general effects in other dual VET systems (e.g., Austria, Germany,

Norway, and Switzerland) and potentially in other more school-based VET systems (e.g.,

the Netherlands, France, and Sweden).
9VET students can also enter school-based apprenticeships if they cannot find an apprenticeship at a firm

or have an initial apprenticeship contract lasting less than their full program length. However, they are then
required to take any apprenticeship offered, regardless of the offer’s location and specialization. As a result,
only 7 to 9 percent of all ongoing apprenticeships were school-based between 2017 and 2019 (see appendix
table (OA) II.1 from Ministry of Children and Education 2020b).
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2.2 The 2015 VET Reform

In August 2014, the Danish government announced a VET reform to take effect in 2015

that instituted a new GPA requirement for entry into VET programs, where, previously,

all applicants would be admitted if the program had sufficient slots. The purpose of the

reform was to reduce the high VET dropout, make lower secondary students choose VET,

increase the general education level within the programs, and increase student well-being

in the VET schools (Regeringen 2014, pp. 3-4).10

The GPA requirement meant applicants had to pass lower secondary education final ex-

ams in both Danish and Mathematics to be accepted directly into VET programs. Students

who had not passed either subject would be offered additional tests in the subject(s) at the

VET institution and admission if they passed.11 More than 15 percent of students entering

VET before 2014 did not pass either Mathematics or Danish, and the government expected

that by reducing the share of below-passing students, they could increase the overall quality

in the VET programs and thereby reduce the dropout rate.

The final examGPAs used for screening students are weighted averages of exam scores

from tests taken in May and June at the end of 9th and 10th-grade. The Ministry of Ed-
10The reform also contained other components, including increased support for career counseling within

programs, consolidating introductory pathways/programs from 12 to 4, creating more pathways to tertiary
education for VET graduates, the introduction of 45 minutes daily mandatory exercise, requirements of 25
hours of teaching in the first year of the VET program in 2015 and 26 hours in 2016, and providing more
information about the national VET students competition ”DM I Skills” (the Danish championship in vo-
cational skills, part of the international Skills competition) to VET students. The reform also introduced a
new lower secondary 10th-grade type with integrated vocational classes. These other components, however,
are not likely to relate directly to the variation in the share of VET students who did not pass lower sec-
ondary education Danish or Mathematics at the VET schools, our emphasis in the empirical analysis, and
we, therefore, do not focus on them in this paper.

11One program, Social Care, allowed for an exception. Students applying to this program who passed
neither their final tests nor their extra tests could nevertheless enter and qualify for remaining in the program
by taking supporting coursework.
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ucation develops these tests, and test scores are determined through joint deliberation by

the student’s teacher and an external examiner assigned to score the class exams. This

process limits the scope for teachers to manipulate each student’s grades. 9th graders take

four tests in Danish (spelling, reading, verbal presentation and analysis, and writing), and

two in Mathematics (problem solving with and without aid). 10th graders take two Danish

exams and one Mathematics exam. The Danish education system uses a 7-point grading

scale. Students need a minimum GPA of 02 to pass a subject. 12 Beyond the VET require-

ment, the final test scores did not affect students. The students are also given preliminary

test scores in each subject by their teacher halfway through the school year, which are at-

tached to each student’s upper secondary enrollment application. Students apply to pursue

10th grade, general upper secondary, or VET education by March 1st, after receiving their

preliminary test scores, but before receiving final test scores. There were no changes in

incentives to perform well preliminary tests before and after the reform. We use this fact

in the analysis as a robustness check, where we substitute final test scores with predicted

final test scores given preliminary test scores without substantive changes to our results.

The reform was successful in reducing the share of students who did not pass either

Danish or Mathematics final courses in lower secondary education.13 Among entering co-

horts 2009-2014, slightly less than 20 percent of entering students had not passed either

Danish or Mathematics in their lower secondary final exams. However, some institutions
12Appendix (OA) II.5 describes the grading system in more detail and includes a conversion to the Euro-

pean ECTS letter grading scheme. Below passing grades are -03 and 00, and passing grades are 02, 4, 7, 10,
and 12.

13Newspaper coverage from the summer of 2015 suggests that while the agreement was struck in 2014 and
affected students applying for VET entry in 2015, many lower secondary education students were surprised
by the requirement when they did not pass their Danish or Mathematics courses (Rysgaard 2015). The media
coverage suggested that few eligible students showed up to take the supplementary tests that could give them
access.
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had higher shares of below-passing students before the reform. We illustrate this in Fig-

ure 1 panel (A), which is based on administrative data described in section 3, showing the

share of below-passing students at ”High” and ”Low” institutions. An institution is clas-

sified as ”High” if it had an above-median share of below-passing students (around 0.19)

in its 2013-2014 cohort and ”Low” otherwise. We use this classification in the subsequent

analysis. Before the reform, ”High” institutions had around 23 percent below-passing stu-

dents. In comparison, ”Low” institutions had around 15 percent. The institution types

appear to be on nearly similar trends in shares of below-passing students before the re-

form. After the reform, the share of students below-passing declined to around 8 percent

for both institution types. This illustrates that the reform effect on shares of below-passing

students was stronger at ”High” institutions than at ”Low” institutions. We use this charac-

teristic in our instrumental variables specifications, where we implicitly compare outcomes

at ”High” and ”Low” institutions after controlling for institution and year indicators and

institution-specific trends.

Panels (B) and (C) in figure 1 show the share of above-passing students entering from

lower secondary education that are enrolled in an Introductory program or Main program

12 months after initial enrollment in Vocational education. We focus on above-passing

students, as they were unaffected by the reform screening. The figure illustrates that at

”High” institutions, the share of students re-enrolling in another program dropped the most,

from around 40 percent to 18 percent. At ”Low” institutions, the share dropped from

around 30 percent to around 15 percent in the 2015 cohort. The shares increase slightly

the following year. Simultaneously, the share of students entering the Main program rose

slightly to ”High” programs after the reform, while it remained on an upward trend with

14



Figure 1: Share of below-passing GPA VET entrants at VET institutions

Note: The figure is based on administrative data described in section 3. Dark-shaded lines indicate
averages over students at institutionswith above-median shares of below-passing students entering
from lower-secondary education in 2013-2014. Ligher-shaded lines are similar averages at below-
median share institutions.
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no breaks at ”Low” institutions. These figures foreshadow our main findings.

3 Data

The analysis of peer effects in the Danish VET programs is based on administrative data

collected from Statistics Denmark and the Danish Ministry of Children and Education.

These data can be linked at the individual level.14

We use test scores from the final exams in lower secondary education to determine

which students are below-passing in the analyses. The test score data comes from Statis-

tics Denmark and contains subject-specific preliminary and final exam test scores for all

students in the Danish education system from 2001 to 2017. It also shows whether the

student was absent from all or some of the subject exams. Using this data, we calculate the

average test scores for Danish and Mathematics for all students sitting for the final exams

according to the weighting scheme used to determine access to VET after 2015 (Ministry

of Children and Education 2020a).15. We calculate the same GPA using the preliminary

test scores recorded for each subject to address concerns that students could potentially

manipulate their final exams. For both sets of GPAs, we determine the minimum GPA of

the two and create an indicator variable, taking the value one if the student did not pass

either subject and zero otherwise. We then use the indicator variable to calculate the share

of below-passing applicants to each VET institution.
14Appendix (OA) IV provides an in-depth description of the data preparation process.
15Nearly all lower secondary education students sit the mandatory tests in Danish and Mathematics. Only

.5 percent of students do not take final tests simultaneously with other students. This may be because the
student was sick during the exam or for different reasons. While some students take their exams later in
the summer, we exclude this small set of students from the test score datasets as these test scores may have
arrived too late to have been meaningful for determining entry into VET.

16



We use data from the Danish Ministry of Education on lower secondary 9th and 10th-

grade students’ applications to education to construct our instrumental variable and define

the sample of VET entrants. The data includes the number of ranked education program

choices each student submits through the website ”www.optagelse.dk”, run by theMinistry

of Education. The data also contains information on when the student submits the applica-

tion, what school they attend, and which institution they apply to. The data is available for

all students who apply to enter the optional 10th grade or any upper secondary education

from the 2009 graduating cohort until the 2016 cohort.

We also draw on administrative data from Statistics Denmark to determine when a stu-

dent is enrolled in lower secondary education and whether the student is enrolled in an

introductory or main VET program one year after initial enrollment. The KOTRE registry

contains information on education participation spells from 1973 through the end of 2017

for all formal education pursued in Denmark. The registry also contains information on

the start and end date of the spell and the type of program pursued, including VET intro-

ductory or main programs. We use this data to construct our main outcome variables for

the analysis: indicators for whether the student is enrolled in a main VET or introductory

VET program 12 months after starting their VET program.16

We collect demographic information on students and their families from administrative

registers from Statistics Denmark, including age on January 1st in the application year,

gender, immigrant status (Danish, first, or second-generation immigrant), and home mu-

nicipality in January. We observe the demographic information for all students appearing
16We also use it to identify those students who initially enroll in VET that become our core sample and for

the supplementary analysis in Appendix (OA) V where we investigate the subsequent education transitions
of those students who initially enroll in VET and drop out after the first year.
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in the test scores and application registers for cohorts 2009 through 2015, and 99 percent

of all VET applicants are from the 2016 cohort.17 The same register also contains family

linkages, allowing us to observe each student’s parents and their demographic information.

We additionally use data from an education registry to obtain parents’ highest attained ed-

ucation and construct variables indicating whether at least one parent has a tertiary degree.

Finally, we obtain information on parents’ total income from tax registry data. Total

yearly income includes salaries, own-business and capital income, and public transfers,

which we deflate to 2015 values using the Danish CPI. The parental income variables

included in the analysis are the parents’ five-year average income leading to student en-

rollment in VET. In supplementary analyses, we also use the registry data on age, educa-

tion attainment, and total deflated income to construct average total income profiles for all

working-age individuals with a VET and lower secondary education as the highest educa-

tion level between 2000 and 2015.

3.1 Sample and Descriptive Statistics

The analyses focus on VET entrants from lower secondary education. Therefore, we con-

struct a sample of students who apply to and enter VET, having graduated from either 9th

or 10th grade lower secondary education in the same year. The sample only includes stu-

dents with final test scores from Danish and Mathematics, as we need these to determine

if the students are in the above- or below-passing group. In the analyses, we only estimate

the effects on students with a passing minimum GPA in Danish and Mathematics.

Table 1 shows means and standard deviations for a set of variables showing the stu-
17Table (OA) IV.1 shows the coverage of demographic data across cohorts of students.
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Table 1: Summary statistics for students entering VET, 2009-2016

Above-passing Below-passing
(N=73,232) (N=14,304) Diff. in

Mean SD Mean SD Means P-value

Entry from 10th grade (vs. 9th) 0.591 0.492 0.599 0.490 0.008 0.085
Age at entry 15.869 0.691 16.018 0.764 0.149 <0.001
Female 0.333 0.471 0.374 0.484 0.041 <0.001
Immigrant (1., 2. gen) 0.025 0.156 0.073 0.261 0.048 <0.001
GPA - Mathematics 5.183 2.515 1.103 1.857 -4.080 <0.001
GPA - Danish 5.029 2.095 2.645 1.981 -2.384 <0.001
Min. subject GPA 4.069 1.833 0.407 0.716 -3.663 <0.001
Min. prelim. subject GPA 4.037 1.898 1.981 1.337 -2.056 <0.001
Mother’s age 44.298 4.780 43.867 5.087 -0.430 <0.001
Mother’s income (1,000 DKK) 324.352 125.946 300.763 113.476 -23.589 <0.001
Mother’s ed. = lower sec. 0.252 0.434 0.363 0.481 0.111 <0.001
Mother’s ed. = VET 0.513 0.500 0.454 0.498 -0.058 <0.001
Mother’s ed. = tertiary 0.171 0.377 0.121 0.326 -0.050 <0.001
Father’s age 46.961 5.571 46.827 5.968 -0.133 0.018
Father’s income (1,000 DKK) 387.390 289.138 344.570 251.378 -42.820 <0.001
Father’s ed. = lower sec. 0.285 0.452 0.389 0.488 0.104 <0.001
Father’s ed. = VET 0.562 0.496 0.479 0.500 -0.082 <0.001
Father’s ed. = tertiary 0.101 0.301 0.076 0.264 -0.025 <0.001
Parent’s ed. = lower sec. 0.252 0.434 0.363 0.481 0.111 <0.001
Parent’s ed. = tertiary 0.254 0.435 0.195 0.396 -0.059 <0.001
Parents’ income (1,000 DKK) 694.512 334.139 620.237 299.837 -74.275 <0.001
Institution average min. GPA 3.481 0.528 3.223 0.548 -0.258 <0.001
Institution share below-passing 0.160 0.078 0.203 0.087 0.043 <0.001

Note: The table shows summary statistics for the main sample, students who apply to and enter VET
from lower secondary education between 2009 and 2016. Parental income is deflated to 2015 DKK
values, and average over five years prior to student’s VET entry. The average DKK/USD exchange rate
was 6.72 in 2015. Institution variables show averages taken across students in the sample.

dents’ demographic background, GPA from final tests, parental background, and average

GPA and share of below-passing students at the institution the student enters. The final two

columns show the difference in means and p-values under a null hypothesis of no differ-

ence between above-passing and below-passing students. Nearly all group differences are
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statistically significant at a 5 percent significance level. Slightly less than half of students

entering VET come from 10th grade, and the average age of the entrants is 15.9 among

passing students and 16 among below-passing students. The below-passing students are

slightly more likely to be female (4.1 percentage points) and substantially more likely to

be first or second-generation immigrants (12.4 percentage points). While above-passing

students have nearly similar GPAs, around 5 in Danish and Mathematics from lower sec-

ondary school final exams, below-passing students struggle substantially more in Mathe-

matics than in Danish, where their GPA is 4 points lower than above-passing students and

.9 points below the passing grade of 2 at 1.1. Their GPA in Danish is just above passing

at 2.6. The average below-passing students are also likelier to come from homes with a

parent whose highest education is lower secondary. That is nearly ten percentage points

more than among above-passing students. Above-passing students’ parents are more likely

to have VET or tertiary degrees in general and have parental incomes on average 74,290

DKK (11,050 USD) higher than the below-passing students. These differences all point

to below-passing students from less advantaged backgrounds than above. This implies

that reducing the share of below-passing students in VET institutions would change the

contextual characteristics of entering students.

4 Empirical Strategy

To investigate the effect of the below-passing students on above-passing students’ likeli-

hood of entering the main program and not dropping out of VET, we model above-passing

students’ participation in main and introductory program VET as a linear function of the

share of below-passing students entering the VET institution from lower secondary educa-
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tion, 𝑏𝑒𝑙𝑜𝑤𝑠ℎ𝑎𝑟𝑒𝑠𝑐,

𝑦𝑖𝑠𝑡 = 𝜆𝑏𝑒𝑙𝑜𝑤𝑠ℎ𝑎𝑟𝑒𝑠𝑐 + 𝛿𝑋𝑖𝑠𝑐 +
∑
𝑐

𝛼𝑐𝐶𝑐 +
∑
𝑠

𝛼𝑠𝑆𝑠 +
∑
𝑠

𝛾𝑠𝑆𝑠𝑇 + 𝜖𝑖𝑠𝑐 . (1)

The left-hand side variable, 𝑦𝑖𝑠𝑡 , is an indicator for participating in a VET Introductory or

Main program 12 months after initial entry into VET programs, 𝑋𝑖𝑠𝑐 is a set of individual-

specific control variables, and 𝜖𝑖𝑠𝑐 is an individual specific error-term. The student level is

indicated by subscript 𝑖, the institution the student attends by subscript 𝑠, and the student’s

cohort by subscript 𝑐.

Because students’ grades are determined before entering VET, the regression model

focuses on what Manski (1993) termed contextual effects. The model can be viewed as

a reduced form that subsumes a traditional linear-in-means model of peer effects (e.g.,

Blume et al. 2015) that attempts to disentangle contextual effects from other within-class

and -interaction determinants of outcomes (Blume et al. 2015). Our data do not include

information from the individual VET institutions (e.g., teacher assignments, class mem-

berships, or student study groups) that might otherwise help disentangle the mechanisms

through which the reduced form estimates might operate.

We take several steps to ensure that the estimates of the coefficient 𝜆 do indeed iden-

tify the composite peer effects of below-passing students within institutions. To account

for potential self-selection of below-passing students into institutions where other students

are more or less likely to find apprenticeships due, e.g., to local labor market conditions,

we control for school specific indicators 𝑆𝑠. We include cohort indicators 𝐶𝑐 to account

for general but year-specific shocks to the apprenticeship labor market, such as economic

upswings that can make firms more willing to hire apprentices as the market for skilled
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labor tightens (Muehlemann, Pfeifer, and Wittek 2020). This implies that we estimate peer

effects from within the institution across time variation in peer shares, an identification

strategy introduced by Hoxby (2000) in the peer effects literature.18 Importantly, institu-

tions may attract different types of students over time, implying that student body com-

positions change. This can happen, for example, if local industrial composition changes,

inducing fewer students to take particular (VET) educations (Acton 2021). We also include

institution-specific linear time trends, 𝑆𝑠𝑇 , in the specifications. Table (OA) I.5 shows that

our findings are robust to adding second-order polynomial institution time-trend controls.

Secondly, if we were to include all VET entrants from lower secondary education in

the estimation sample, this could lead to a mechanical link between the peer-share and the

outcome, as below-passing students typically have higher likelihoods of dropping out of

VET entirely (Stratton et al. 2018). Therefore, we only include students with above passing

GPAs in Danish and Mathematics when we estimate the model. Splitting the affected

sample from the affecting sample in this way is common in previous studies of disruptive

peers (e.g., Imberman, Kugler, and Sacerdote 2012; Gould, Lavy, and Paserman 2009).

Thirdly, we use the shock to institution shares of below-passing students that resulted

from the 2015 VET reform as an instrument for the actual shares. Figure 1 showed that

institutions with high shares of below-passing applicants before 2015 experienced larger

declines in shares of below-passing students after the reform. We use this information to

create a binary instrument, 𝑡𝑟𝑒𝑎𝑡𝑠𝑐, that takes the value one in post-reform years if the in-

stitution the student enters has an above-median share of below-passing students entering
18The approach has been used, e.g., to study the effects of having more peers who experienced domestic

violence (Carrell and Hoekstra 2010; Carrell, Hoekstra, and Kuka 2018), and a higher share of female or
elite SES peers (Brenøe and Zölitz 2020; Cattan, Salvanes, and Tominey 2022).

22



from lower secondary education across 2013 and 2014. The median 2013-2014 average

institution share of below-passing students is near 19 percent (see Table (OA) VI.1). The

instrument takes the value zero otherwise. We subsequently refer to above-median insti-

tutions as high-share institutions and institutions with below-median shares as low-share

institutions. We use average pre-reform institution applicant shares to define the instru-

ment, rather than same-year applicant shares, as it is possible that students who expect not

to be able to pass Danish or Mathematics in final exams or the optional VET school tests

might not apply after the reform. The first stage regression is

𝑏𝑒𝑙𝑜𝑤𝑠ℎ𝑎𝑟𝑒𝑠𝑐 = 𝜋𝑡𝑟𝑒𝑎𝑡𝑠𝑐 + 𝜆𝑋𝑖𝑠𝑐 +
∑
𝑐

𝜃𝑐𝐶𝑐 +
∑
𝑠

𝜃𝑠𝑆𝑠 +
∑
𝑠

𝛾𝑠𝑆𝑠𝑇 + 𝜀𝑖𝑠𝑐 . (2)

The first stage includes the same controls as the main model. This implies that the in-

strument compares within-institution changes across high-share and low-share institutions

before and after the reform.

The instrumental variable identification requires that the instrument be independent of

other confounders conditional on institution and cohort fixed effects and that the instru-

ment predicts the changes in within-institution shares of below-passing students. We show

robust F-statistics for leaving out the instrument in the first-stage regression to test the sec-

ond relevance condition. As figure 1 suggests, the reform instrument has strong predictive

power over standardized shares of below-passing peers. The associated F-statistics are

typically above 4,000 across specifications, well above the traditionally used threshold of

10 (Stock and Yogo 2005) and above more recently suggested thresholds around 140 (Lee

et al. 2020). This implies that traditional t-statistics-based confidence intervals should have

the correct coverage if the exclusion restriction holds.
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While it is not possible to directly test the exclusion restriction, we perform several

checks that would indicate potential violations without finding signs of it. First, if the in-

strument is conditionally independent, then adding additional individual-level controls that

predict dropout behavior among VET students to the regression should have little effect on

the estimated IV coefficient (Oster 2019). We therefore first estimate the model without

individual level controls and then sequentially add variables that Groes, Madsen, and San-

doy (2021) and Stratton et al. (2018) show strongly predict dropout behavior among VET

entrants, including the students own minimum GPA in lower secondary school final tests

in Danish and Mathematics, an indicator for whether the student is female, an indicator for

whether at least one parent has a tertiary degree, and fixed effects for the field of study the

student enters. We show in table (OA) I.5 that adding these individual controls does not

substantively alter the estimated coefficients.

Secondly, because the instrument should not be able to predict outcomes or below-

passing shares before the reform beyond what can be expected under random assignment,

we conduct a placebo test, wherewe drop post-reform cohorts and let the instrumental value

take the instrument share in either of the years 2009-2014. (OA) VII.1 shows placebo first

stage and reduced form instrument coefficients, as well as robust first stage F-statistic for

leaving out the instrument in the first-stage regression. The placebo-assigned instruments

cannot predict outcomes in the pre-reform period. This provides suggestive evidence that

the instrument exclusion restriction is plausibly satisfied.

The instrument specification compares post-reform high-share institutions with pre-

reform high-share institutions and low-share institutions within institutions across time.

However, this binary instrument does not account for all institutions with below-passing
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students experiencing declines in below-passing student shares. This is important if there

are non-linearities in the effects of the share of below-passing peers. We first test how

sensitive our findings are to the instrument specification by defining a continuous version

of the instrument. It takes the value zero before the reform and the 2013-2014 institution

average share of below-passing applications after the reform for the institution the student

entered. Intuitively, this instrument captures the heterogeneity in the expected reform ef-

fect. We replicate all our main binary instrument findings using the continuous instrument

in the Online Appendix. The continuous instrument estimates follow the same pattern as

the binary instrument but are slightly attenuated. This supports the interpretation that the

peer effects may be heterogeneous across peer shares. Second, we create a set of satu-

rated instrumental variables that are indicators for each institution that interacted with a

post-reform indicator (see Table (OA) I.8). The saturated IV will pick up changes in peer

shares due to the reform within each institution, using pre-reform to post-reform changes

in shares to predict enrollment behavior. The estimates from this specification are similar

to the continuous instrument estimates.

We also address the concern that our dataset contains a few large institutions with more

than 250 entering students and some small institutions with less than ten students, which

could both be driving our results. Figure (OA) I.1 illustrates the right-skewed size distribu-

tion by averaging the number of entering students from lower secondary education between

2009-2014. The larger institutions may dominate results due to their high share of students

in the dataset. In comparison, the smaller institutions can see extreme fluctuations in peer

shares across time, creating institution-level outliers. We, therefore, re-estimate the main

models with various specifications that either control flexibly for institution size or drop
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institutions with fewer than ten students and the largest five institutions in table 5. The

findings are generally robust to these changes, though the Main program effects appear

stronger at some larger institutions. We discuss this further in section 5.4 when we turn to

supply and demand-based explanations for our findings.

Students may also become more likely to select certain institutions over time, thereby

changing the composition of above-passing students in ways that correlate with the share

of below-passing peers, which could bias our estimates either up or down. We, therefore,

calculate the average background characteristics for the above-passing students entering

each institution cohort and add these to the model. The estimates can be seen in table (OA)

I.5, which demonstrates that including these cohort controls does not challenge the main

findings. However, part of the introductory program re-enrollment effects may be related

to the composition of above-passing students.

Another concern is that when the number of students decreases at high-share institu-

tions because of the 2015 reform, the funding per student also increases at these institutions.

However, this is unlikely to drive our results. The central government funds VET schools

and receives 92 percent of their function based directly on the number of active students.

Of the remaining funding, 5 percent is project-based funds that schools can apply for, e.g.,

to upgrade equipment used in teaching, and the remaining part goes to relatively fixed in-

frastructure costs, including buildings. Because most of the funding is student-contingent,

funding per student is unlikely to drive our findings. In particular, it is hard to find good

reasons why increasing shares of below-passing students, and thereby reducing funding

per student, should make students more likely to re-enroll in other programs, as we show

in the next section, even after controlling for student cohort sizes.
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Finally, students may be induced to attempt to manipulate their grades after the intro-

duction of the reform, thereby changing the composition of students that enter our esti-

mation sample.19 If such manipulation occurred, it could bias our results. To address this

concern, we first note that students had no incentive to attempt to manipulate their pre-

liminary test scores, as these did not affect whether students were allowed to enter their

VET program. We, therefore, re-estimate our findings, focusing instead on the sample of

students whose predicted final GPA given their preliminary GPA is above passing20, and

we also recalculate the share of below-passing students using preliminary scores instead of

final scores in Table (OA) VI.1. The results remain similar across these changes in spec-

ifications, though the estimates predictably grow larger under specifications with weaker

first stages. The most influential robustness check is to change how the below-passing

peer share is measured using preliminary instead of final test scores. We believe these

differences likely reflect the first stage becoming less predictive of actual shares, thereby

inflating the estimates into less precise specifications.

5 The effect of below-passing peers on above-passing students

We first present the main results, focusing on how the standardized share of below-passing

peers affects whether above-passing students enter the Main program or another VET In-

troductory (Intro) program 12 months after starting VET. Enrolling in the main program
19News media interviewed VET institutions in 2015, finding that applicants generally were unaware of

the newly instated GPA requirements (Rysgaard 2015). This suggests that grade manipulation may not be a
substantive problem.

20We create the predicted final scores for all students using a model constructed from regressing final
minimum GPAs on a fourth order polynomial in preliminary minimum GPA in pre-reform years, thereby
avoiding to include manipulative behavior in the model construction.
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implies that the student has moved forward in their program. They can do this if they have

found an apprentice within a firm or are temporarily enrolled in a school-based apprentice-

ship, expecting to find an apprenticeship position. If students enter another Intro program,

they have dropped out of their initial program but have not left the VET education system.

The first panel of table 2 contains the IV estimates using a binary instrument. The IV

point estimate for the Intro program outcome is .09, with a standard error of 0.012, while

the estimate for Main program enrollment is -0.032 (.013 SE). The estimates suggest that

as the share of below-passing students increases by one standard deviation, above-passing

students become three percentage points less likely to enroll in the main program but nine

percentage points more likely to enroll in another VET program. The estimates implicitly

suggest that above-passing students become six percentage points less likely to drop out.

Both regressions include fixed effects for entry year and institution and institution

continuous-year controls to control for institution-specific application patterns that may

change over time. We added controls for the students’ standardized GPA, gender, and

highest attended lower secondary grade level and entered the VET field for increased pre-

cision. Table (OA) I.1 in the appendix shows that the estimated coefficients remain the

same as we add individual controls beyond the fixed effects and institution trends neces-

sary for our empirical design. When we add a quartic control for institution trends, the

main program estimate declines to -0.21, while the Intro estimate increases to .097. One

way to interpret this is that institutions attract slightly different students over time. Still,

these compositional changes are sufficiently small that they do not change the substantive

peer effect findings.

One possible concern with the IV estimates is that the reform does not substantially af-
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fect the share of below-passing students across high and low-share institutions. The table

2 third panel shows the first-stage coefficient estimate from regressing the standardized

share of below-passing students on the reform indicator with the full set of controls. The

estimate at -0.939 (SE 0.013) shows that the high-share institutions experienced a nearly

one standard deviation greater decline in the share of below-passing students. The het-

eroskedasticity robust F-statistic for leaving out the instrument in the first stage regression

is 4,959. This supports the interpretation that the reform substantially affected the share of

below-passing students across institution types.21

Our identifying variation comes from the reform that reduced the share of below-

passing students. The second panel in table 2 shows the reduced form effect of the in-

strument on the two outcomes. High-share institutions became 8.5 percentage points less

likely to enroll in another Intro program after the reform and three percentage points more

likely to enroll in the main program. On the one hand, the reform appears to have gotten

more above-passing students into theMain program, as intended, but it may simultaneously

have reduced the share of the above-passing students and pushed more students out.

5.1 Contextualizing the estimated peer effects

Peer effects studies vary in empirical specification, making direct comparisons difficult.

However, Cattan, Salvanes, and Tominey 2022, table 2 use an estimation setup that is

broadly similar to ours to study the effects in Norwegian high schools of standardized

shares of peers with elite-educated parents on students’ likelihood of entering elite edu-
21We find a similarly strong first stage (F-statistic = 5,247.68) when we let the instrument take on con-

tinuous values corresponding to expected shares of screened-out students after the reform in appendix table
(OA) I.2.

29



cation. Their estimated effects for low-SES and high-SES from having peers with elite-

educated parents are comparable in size to our VET peer effects estimates. One interpreta-

tion of this comparability is that students who differ substantially from their peers generally

can have sizable effects on important student-level outcomes.

To further put our findings in context, we compare them to findings from papers study-

ing the effects of potentially adverse students in academically oriented learning environ-

ments. Imberman, Kugler, and Sacerdote (2012) find that having more natural-disaster

refugee peers in class has an average near-zero effect on local students. However, students

in classes receiving lower GPA refugees tend to have worse test scores than students whose

classes received higher GPA peers. Lavy, Paserman, and Schlosser (2012) show that hav-

ing grade-repeaters in Israeli schools negatively affects the likelihood that non-repeaters

pass their final exams. Bifulco, Fletcher, and Ross (2011) also use a within-school-across-

time design and find null effects of having higher shares of low-GPA minority peers on

the likelihood of attaining a post-secondary degree. Finally, Carrell and Hoekstra (2010)

and Carrell, Hoekstra, and Kuka (2018) show that students in Florida primary schools have

no impact on test scores from having peers who grow up in homes that are later reported

for domestic violence, but do report worsened class social environments. They also tend

to have lower earnings when entering the labor market. These studies suggest limited

adverse learning impacts from having lower-achieving and potentially challenged peers,

with effects possibly arising at the time of labor market entry. Our findings complement

these studies, showing that VET students may have worsened labor-market outcomes since

Main program enrollment implies that students have or are expected to match with firms

for apprenticeship positions. Our finding that fewer students drop out of the VET programs
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entirely and includes some attempts to re-enter contrasts with the negative findings from

previous studies. However, the pattern of our findings is consistent with the possibility of

”small fish” effects where above-passing students may use reference points among below-

passing students to decide whether to drop out entirely if they cannot find apprenticeships.

5.2 Outside options

We next study what students do if they are not in VET 12 months after enrollment when

below-passing peer shares change. We show in appendix (OA) V that the typical 2008-

2014 VET dropout does not enroll in any education within the next five years. However,

the students affected by changing shares of below-passing students may differ from the typ-

ical VET dropout. To study the effects on outside option choices, we substitute our Main

and Introductory program outcomes with binary indicators for enrolling in 10th grade, gen-

eral upper secondary education, or having left the formal education system 12 months after

initially enrolling in VET. We include 10th-grade enrollment partly as a check. Students

should not be able to enroll in 10th-grade education one year after enrolling in VET; there-

fore, we should not be able to find any effects on 10th-grade enrollment.

The first panel in table 3 shows the estimated coefficients on the standardized share of

below-passing students entering from lower secondary education for each outcome.22 The

second panel shows the corresponding reduced-form estimate. Reassuringly, the second

column shows a precisely estimated zero coefficient on enrollment in 10th-grade education

from having one standard deviation more below-passing peers. The first column shows a

statistically insignificant coefficient of -0.009 for entering high school. The final column
22Table (OA) I.6 shows the same regressions using the continuous instrument. Again, we find slightly

attenuated but similar effects as in the main models.
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shows a negative 3.5 percentage points estimate (SE 0.012) for leaving the formal educa-

tion system entirely. This suggests that students affected by their below-passing peers are

unlikely to ”drop up” to general upper-secondary education. Rather, they are on the margin

of leaving the education system entirely.

5.3 Heterogeneity by students’ own GPA

The linear-in-share model we estimate in the previous sections contains the implicit as-

sumption that the effect of the below-passing GPA peers is similar across the distribution

of skills for the higher GPA students. However, the effects of below-passing peers may

vary by students’ previous academic performance, implying non-linear relations (Sacer-

dote 2014). Imberman, Kugler, and Sacerdote (2012), for example, shows the inflow of

high-GPA students to Houston high schools, caused by evacuations from areas struck by

Hurricane Katrina and Rita, increased local high-GPA students’ academic performance.

We, therefore, follow the approach of Imberman, Kugler, and Sacerdote (2012) and es-

timate the main model separately by quartiles of the passing students’ minimum GPA.

Appendix Figure (OA) I.2 shows the cumulative density of students by minimum GPA,

and in particular, that some students can be assigned to either one of two quartiles because

the distribution of GPAs is discrete. We randomly assign students on the margin to either

of the quartiles.

The panels in table 4 show the IV estimate for the peer effects by sample GPA quartile.

The estimated effects are generally stronger for individuals with lower GPAs. The first

quartile Introductory program coefficients are 0.121 and 0.128, while the Main program

estimates are -0.052 and 0.042. The estimated coefficients decrease in size for the Intro-
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ductory program effect until the fourth quartile sample is estimated at 0.043. In contrast,

the Main program effect is weakest for the third quartile at -0.007 and then increases to

-0.042 for the top GPA quartile. First, this illustrates that peer effects may be stronger for

the GPA-wise more similar low-GPA students. Secondly, these estimates also indicate that

our findings are not driven by would-be-below-passing students anticipating the reform

effect and thereby making additional efforts to pass their final exams in lower secondary

education so that these students wrongly enter our estimation samples. However, such

students are unlikely to be able to increase their grades enough to move beyond the first

and possibly second GPA quartile, affecting only estimates at the lower end of the GPA

distribution. The fact that we observe non-zero coefficients, particularly for the Introduc-

tory program, throughout the GPA distribution suggests that manipulation is not a perfect

explanation for our findings.

5.4 Supply and Demand Explanations

One may be concerned that our results are driven by decreased competition for limited ap-

prenticeship positions among firms. To fix ideas, assume that firms’ demand for appren-

tices is inelastic in the short term and that below- and above-passing students are substitutes

from firms’ perspective. Then, decreasing the share of below-passing students will create

less competition for positions, making firms more likely to hire a given above-passing

GPA apprentices. A one standard deviation increase in the within-institution over-time

share of below-passing peers is 3.6 percent (see appendix table (OA) I.3). This matches

the estimated coefficient on main program enrollment, a decrease of 3 percentage points.

To understand the explanatory power of effects from changes in the potential supply
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of apprentices, we re-estimated the main models, adding various controls for the size of

the entering student population from lower secondary education. If below- and above-

passing students are perfect substitutes, and apprentice demand is perfectly inelastic in

the short term, we should see that controlling for cohort size reduces the coefficients to

near zero. The resulting estimates are in table (OA) I.7, where the first column contains

the original Main and Intro program estimates. In the second column, we add a second-

order polynomial in the number of students entering the institution from lower secondary

education.23 This reduces the estimated coefficient for main program enrollment from -

0.032 to -0.028 (SE .013 and .014). The intro program coefficient declines from .09 to .08

(SE .012 and .013).24 This suggests that competition is at least part of the explanation for

our findings. Additionally, it suggests that below- and above-passing students are, possibly

imperfect, substitutes from a firm perspective. However, supply changes do not appear to

explain the sizeable re-enrollment estimate.

If competition in the labor market depends on the size of the matching market, then the

effect of competition is likely more pronounced in larger institutions. In the subsequent

columns, we drop the smallest five institutions, the largest five institutions, and finally, all

institutions with less than ten entering students. Dropping the largest institutions reduces

the Main program estimate to -0.016 and the Intro program estimate to .062. Dropping the

smallest institutions does not change the estimates, illustrating that small outlier institu-

tions do not drive our findings. While we find some support for the explanation that our
23VET institutions can also receive students that do not come directly from lower secondary education.

Appendix table (OA) I.7 shows similar results as controlling for the number of entering students from lower
secondary education.

24Appendix table (OA) I.4 shows that adding the size control in the 2SLS estimations with the continuous
instrument introduces a similar pattern, where both Main and Intro program enrollment is reduced, but there
remains a substantive Intro program estimate.
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estimates are driven by changing the supply of students, there remains a strong effect on

Intro program participation.

6 Discussion

We investigatedwhether having a higher share of below-passingGPA students inworkforce-

oriented upper secondary programs (VET) affects above-passing GPA students’ likelihood

of staying enrolled in VET programs and entering Main programs that require apprentice-

ship positions, a core component of dual program VET system education. We study these

effects in response to a Danish reform in 2015 implementing a GPA requirement for lower

secondary education students who wanted to enter VET. The result of the reform was that

the share of below-passing GPA students in VET dropped substantially at previously high-

share institutions and dropped less at previously low-share institutions. We use the reform

shock to the institution level share of peers to overcome typical challenges in identifying

peer effects due to lack of external variation in peer shares (Sacerdote 2014) in a context

typically associated with self-selection.

The results suggest that having more below-passing GPA peers positively affects the

above-passing GPA students enrolling in VET one year after initial enrollment. This tran-

sition point is important in the Danish VET setting, as students typically participate in

Introductory school-based learning within the first school year and then move on to Main

programs with apprenticeship learning starting in the second year. However, we find a

small negative effect on the likelihood of entering a Main program and, thereby, appren-

ticeships, which may partly be explained by increased competition from below-passing

students. On the other hand, we find that above-passing students become substantially
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more likely to re-enroll in other VET Introductory programs. We show in supplementary

analyses that the marginal students would likely have dropped out of the education system

entirely had they not been induced by below-passing peers to remain in the VET system.

Our data does not allow us to investigate the long-run peer effects. However, as is the

case internationally, obtaining upper secondary degrees in Denmark is associated with sub-

stantial earnings premiums compared to having no education qualifications beyond lower

secondary education. We illustrate this point in Figure 2, showing the average total income

by highest attained education level and age for all individuals aged 25-65 appearing in the

Danish income registers.VET graduates have around 30 percent higher incomes than those

with lower secondary education. If marginal school leavers end up without degrees beyond

lower secondary education, the descriptive difference between income groups suggests a

substantial income loss over a lifetime. The figure also shows a substantive premium for

general upper secondary and tertiary degrees over VET. This could suggest that students

on the margin between VET and general upper secondary education may fare better with

fewer below-passing peers. However, Brunner, Dougherty, and Ross (2023) and Silliman

and Virtanen (2022) cast doubt on this interpretation, as they show that students on the

margin between comprehensive career and technical and vocational education in the U.S.

and Finland tend to have better completion, employment, and earnings outcomes if they

enter the vocational education. In this perspective, our findings suggest that reducing the

share of academically challenged students from the applied VET programs is not benefi-

cial for the marginal student, neither in the short- or long-run. A broader set of evidence

also suggests that secondary technical education programs may smooth the transition to the

workforce (Brunner, Dougherty, and Ross 2023; Kemple and Willner 2008; Ryan 2001;

36



Silliman and Virtanen 2022), further emphasizing the potential loss of social value when

academically low-ability students are screened out of such programs.

Figure 2: Total income by age and highest attained education for the Danish population
between 25 and 67

Note: The figure shows the average income by age and highest attained
education for all individuals appearing in the Danish tax registers between
2000 and 2015. We include individuals between the ages of 25 and 67 who
are not studying toward a degree at the measurement time. Total income
includes all tax liable salaries, personal business income, capital income,
and social transfers. We deflate yearly incomes to 2015 values using the
Danish CPI. The 2015 DKK/USD conversion rate was 6.72.

Our findings also suggest that workforce-oriented education may be less susceptible to

’bad apple’ effects like those found in previous studies of disruptive peers in academically-
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oriented learning environments (e.g., Carrell, Hoekstra, and Kuka 2018, Imberman, Ku-

gler, and Sacerdote 2012, and Lavy, Paserman, and Schlosser 2012). Instead, it appears

that ”big fish in a small pond” effects (Marsh 1987; Elsner and Isphording 2017), where

students benefit from having less academically able peers as points of comparison in the

workforce-oriented programs, outweigh any negative peer effects. One hypothesis for how

these positive peer effects may arise is associated with the structure of the VET program,

where students are required to find apprenticeships with firms to enter the main program

after the first year of studies. During our study, we contacted several firms, VET stu-

dents, and VET and industry interest organizations members to investigate how students

perceived their academically challenged peers and what firms search for in interest or-

ganizations. While we do not claim that the interviews live up to standards for rigorous

qualitative research (Small and Calarco 2022), our conversations suggested that among the

key factors that firms consider when searching for apprentices are diligence and motiva-

tion.Students and previous students, when asked about their relation to academically chal-

lenged peerssuggested that while the less-motivated peers may have been uncomfortable or

disruptive in class, the contrast bolstered their feelings of preparedness. This matches the

theoretical arguments if the apprenticeship market and VET institutions generally function

according to these principles. Our study cannot speak to actual peer interactions within the

VET institutions and the search behaviors of the students. We regard this as an important

area of study for future research.

38



References

Acton, Riley K. “Community College Program Choices in the Wake of Local Job Losses”.

In: Journal of Labor Economics 39.4 (Oct. 2021), pp. 1129–1154. (Visited on 06/13/2023).

Andersen, Ole Dibbern and Niels Henrik Helms. “Vocational Education and Training in

Europe: Denmark”. In: Cedefop ReferNet VET in Europe reports (2018) (2019).

Anelli, Massimo and Giovanni Peri. “The Effects of High School Peers’ Gender on College

Major, College Performance and Income”. In: The Economic Journal 129.618 (2019),

pp. 553–602.

Angrist, Joshua D. and Kevin Lang. “Does School Integration Generate Peer Effects?

Evidence from Boston’s Metco Program”. In: The American Economic Review 94.5

(2004), pp. 1613–1634.

BIBB. “Datenreport Zum Berufsbildungsbericht 2013 - Informationen Und Analysen Zur

Entwicklung Der Berufhlicen Bildung”. In: BIBB (2013).

Bifulco, Robert, Jason M Fletcher, and Stephen L Ross. “The Effect of Classmate Charac-

teristics on Post-Secondary Outcomes: Evidence from the Add Health”. In: American

Economic Journal: Economic Policy 3.1 (2011), pp. 25–53.

Blume, Lawrence E., William A. Brock, Steven N. Durlauf, and Rajshri Jayaraman. “Lin-

ear Social InteractionsModels”. In: Journal of Political Economy 123.2 (2015), pp. 444–

496.

Bôhn, Svenja and Viola Deutscher. “Dropout from Initial Vocational Training – A Meta-

Synthesis of Reasons from the Apprentice’s Point of View”. In: Educational Research

Review 35 (2022), p. 100414.

39



Booij, Adam S., Edwin Leuven, and Hessel Oosterbeek. “Ability Peer Effects in Univer-

sity: Evidence from a Randomized Experiment”. In: Review of Economic Studies 84.2

(2017), pp. 547–578.

Brenøe, Anne Ardila and Ulf Zölitz. “Exposure to More Female Peers Widens the Gender

Gap in STEM Participation”. In: Journal of Labor Economics 38.4 (2020), pp. 1009–

1054.

Brunner, Eric J., Shaun M. Dougherty, and Stephen L. Ross. “The Effects of Career and

Technical Education: Evidence from the Connecticut Technical High School System”.

In: The Review of Economics and Statistics 105.4 (July 11, 2023), pp. 867–882. URL:

https://doi.org/10.1162/rest_a_01098 (visited on 02/29/2024).

Carrell, Scott E., Mark Hoekstra, and Elira Kuka. “The Long-Run Effects of Disruptive

Peers”. In: American Economic Review 108.11 (2018), pp. 3377–3415.

Carrell, Scott E. andMark L. Hoekstra. “Externalities in the Classroom: How Children Ex-

posed to Domestic Violence Affect Everyone’s Kids”. In:American Economic Journal:

Applied Economics 2.1 (2010), pp. 211–228.

Cattan, Sarah, Kjell G Salvanes, and Emma Tominey. First Generation Elite: The Role of

School Networks. Tech. rep. HCEO Working Paper Series, Working Paper 2022-028.

Human Capital and Economic Opportunity Global Working Group, 2022.

Cedefop. Leaving Education Early: Putting Vocational Education and Training Centre

Stage Volume I: Investigating Causes and Extent. Luxembourg: Publications Office of

the European Union. Cedefop research paper; No 57, 2016.

— Leaving Education Early: Putting Vocational Education and Training Centre Stage.

Volume II, Evaluating Policy Impact. LU: Publications Office, 2016.

40

https://doi.org/10.1162/rest_a_01098


Cedefop and ibw Austria. Vocational Education and Training in Europe: Austria. Tech.

rep. 2019.

Dougherty, Shaun M. and Isabel Harbaugh Macdonald. “Can Growth in the Availability of

STEM Technical Education Improve Equality in Participation?: Evidence from Mas-

sachusetts”. In: Journal of Vocational Education & Training 72.1 (2020), pp. 47–70.

Duflo, Esther, Pascaline Dupas, and Michael Kremer. “Peer Effects, Teacher Incentives,

and the Impact of Tracking: Evidence from a Randomized Evaluation in Kenya”. In:

American Economic Review 101.5 (2011), pp. 1739–1774.

Ecton, Walter G. and Shaun M. Dougherty. “Heterogeneity in High School Career and

Technical EducationOutcomes”. In:Educational Evaluation and Policy AnalysisForth-

coming (Aug. 15, 2022).

Elsner, Benjamin and Ingo E. Isphording. “A Big Fish in a Small Pond: Ability Rank and

Human Capital Investment”. In: Journal of Labor Economics 35.3 (2017), pp. 787–

828.

Elsner, Benjamin, Ingo E. Isphording, and Ulf Zölitz. “Achievement Rank Affects Perfor-

mance and Major Choices in College”. In: Economic Journal Forthcoming (2021).

Feld, Jan and Ulf Zölitz. “Understanding Peer Effects: On the Nature, Estimation, and

Channels of Peer Effects”. In: Journal of Labor Economics 35.2 (2017), pp. 387–428.

Garlick, Robert. “Academic Peer Effects with Different Group Assignment Policies: Res-

idential Tracking versus Random Assignment”. In: American Economic Journal: Ap-

plied Economics 10.3 (2018), pp. 345–369.

41



Gould, Eric D., Victor Lavy, and M. Daniele Paserman. “Does Immigration Affect the

Long-Term Educational Outcomes of Natives? Quasi-Experimental Evidence”. In: The

Economic Journal 119.540 (2009), pp. 1243–1269.

Groes, Fane, Edith Madsen, and Tróndur Møller Sandoy. “Completion from Vocational

Educations:” in:Working Paper (2021).

Hanushek, Eric A., Guido Schwerdt, Ludger Woessmann, and Lei Zhang. “General Ed-

ucation, Vocational Education, and Labor-Market Outcomes over the Lifecycle”. In:

Journal of Human Resources 52.1 (2017), pp. 48–87.

Hippach-Schneider, Uta and Adrienne Huismann. Vocational Education and Training in

Europe: Germany. Tech. rep. 2019.

Hoxby, Caroline.Peer Effects in the Classroom: Learning fromGender and Race Variation.

Tech. rep. w7867. Cambridge, MA: National Bureau of Economic Research, 2000,

w7867.

Imberman, Scott A, Adriana D Kugler, and Bruce I Sacerdote. “Katrina’s Children: Evi-

dence on the Structure of Peer Effects from Hurricane Evacuees”. In: American Eco-

nomic Review 102.5 (2012), pp. 2048–2082.

Kahn, Lisa B. and Fabian Lange. “Employer Learning, Productivity, and the Earnings Dis-

tribution: Evidence from Performance Measures”. In: The Review of Economic Studies

81.4 (2014), pp. 1575–1613.

Kemple, James J and Cynthia J Willner. “Career Academies: Long-term Impacts on Labor

Market Outcomes”. In: Educational Attainment, and Transitions to Adulthood, MDRC,

New York (2008).

42



Kiener, Fabienne, Ann-Sophie Gnehm, Simon Clematide, and Uschi Backes-Gellner. “IT

Skills in Vocational Training Curricula and Labour Market Outcomes”. In: Journal of

Education and Work 35.6-7 (2022), pp. 614–640.

Lavy, Victor, M. Daniele Paserman, and Analia Schlosser. “Inside the Black Box of Abil-

ity Peer Effects: Evidence from Variation in the Proportion of Low Achievers In the

Classroom”. In: The Economic Journal 122.559 (2012), pp. 208–237.

Lazear, Edward P. “Educational Production”. In: The Quarterly Journal of Economics

116.3 (2001), pp. 777–803.

Lee, David S., Justin McCrary, Marcelo J. Moreira, and Jack Porter. “Valid T-Ratio Infer-

ence for IV”. In: arXiv:2010.05058 [econ, q-fin] (2020).

Manski, Charles F. “Identification of Endogenous Social Effects: The Reflection Problem”.

In: The Review of Economic Studies 60.3 (1993), p. 531.

Marsh, HerbertW. “The Big-Fish-Little-Pond Effect on Academic Self-Concept”. In: Jour-

nal of Educational Psychology 79.3 (1987), pp. 280–295.

McNally, Sandra. “Apprenticeships in England”. In: The Success of Apprenticeships. John

Wiley & Sons, Ltd, 2020, pp. 143–154.

Ministry of Children and Education. “Beregning af gennemsnit i dansk og matematik”. In:

[Accessed on 2020-06-24] https://www.uvm.dk:443/erhvervsuddannelser/

adgang-og-optagelse/gennemsnit (2020).

— “Praktikpladsstatistikken - Land, region og kommune”. In: [Accessed on 2021-01-04]

https://uddannelsesstatistik.dk/Pages/Reports/1763.aspx (2020).

43

https://www.uvm.dk:443/erhvervsuddannelser/adgang-og-optagelse/gennemsnit
https://www.uvm.dk:443/erhvervsuddannelser/adgang-og-optagelse/gennemsnit
https://uddannelsesstatistik.dk/Pages/Reports/1763.aspx


Ministry of Children and Education. Uddannelsesstatistik - Frafald i overgangen mellem

grundforløbets 2. del og hovedforløbet. https : / / uddannelsesstatistik . dk /

Pages/Reports/1630.aspx. 2022.

Muehlemann, Samuel, Harald Pfeifer, and Bernhard H. Wittek. “The Effect of Business

Cycle Expectations on the German Apprenticeship Market: Estimating the Impact of

Covid-19”. In: Empirical Research in Vocational Education and Training 12.1 (2020),

p. 8.

Murphy, Richard and Felix Weinhardt. “Top of the Class: The Importance of Ordinal

Rank”. In: Review of Economic Studies Forthcoming (2020).

OECD. Learning for Jobs. OECD Reviews of Vocational Education and Training. OECD,

2010.

Oster, Emily. “Unobservable Selection and Coefficient Stability: Theory and Evidence”.

In: Journal of Business & Economic Statistics 37.2 (2019), pp. 187–204.

Regeringen.AftaleOmBedreOgMere Attraktive Erhvervsuddannelser (24. Februar 2014).

2014.

Ryan, Paul. “The School-to-Work Transition: A Cross-National Perspective”. In: Journal

of Economic Literature 39.1 (2001), pp. 34–92.

Rysgaard, K\aare Kildall. “UDELUKKET: Karakterkrav Koster to Tusinde Unge Erhverv-

suddannelsen”. In: Ugebrevet A4, August 19th, URL: https://www.ugebreveta4.

dk/artikel/20153 (2015).

Sacerdote, Bruce. “Experimental and Quasi-Experimental Analysis of Peer Effects: Two

Steps Forward?” In: Annual Review of Economics 6.1 (2014), pp. 253–272.

44

https://uddannelsesstatistik.dk/Pages/Reports/1630.aspx
https://uddannelsesstatistik.dk/Pages/Reports/1630.aspx
https://www.ugebreveta4.dk/artikel/20153
https://www.ugebreveta4.dk/artikel/20153


Silliman, Mikko and Hanna Virtanen. “Labor Market Returns to Vocational Secondary

Education”. In:American Economic Journal: Applied Economics 14.1 (2022), pp. 197–

224.

Small, Mario Luis and Jessica McCrory Calarco. Qualitative Literacy: A Guide to Evalu-

ating Ethnographic and Interview Research. Oakland, California: University of Cali-

fornia Press, 2022.

Statistics Denmark. “GENMF10”. In: [Accessed on 2021-05-2] https://statbank.dk/

genmf10 (2021).

Stock, James H and Motohiro Yogo. “Testing for Weak Instruments in Linear IV Regres-

sion”. In: Identification and INference for EconometricModels. NewYork: Cambrudge

University Press, 2005, pp. 80–108.

Stratton, Leslie S., Nabanita Datta Gupta, David Reimer, and Anders Holm. “Modeling

Completion of Vocational Education: The Role of Cognitive and Noncognitive Skills

by Program Type”. In: B.E. Journal of Economic Analysis and Policy 18.4 (2018),

pp. 1–17.

Wolter, Stefan C. and Paul Ryan. “Chapter 11 - Apprenticeship”. In:Handbook of the Eco-

nomics of Education. Ed. by Eric A. Hanushek, Stephen Machin, and Ludger Woess-

mann. Vol. 3. Elsevier, 2011, pp. 521–576.

45

https://statbank.dk/genmf10
https://statbank.dk/genmf10


Table 2: IV, reduced form, and first stage estimates of below-passing peer share effect on
participation in Introductory and Main VET, instrumented by binary reform indicator.

Intro (month 12) Main (month 12)

IV
Share peers below passing (std) 0.090*** -0.032**

(0.012) (0.013)
Num.Obs. 72388 72388

Reduced Form
Binary IV -0.085*** 0.030**

(0.011) (0.012)
Num.Obs. 72388 72388

First Stage
Binary IV -0.939*** -0.939***

(0.013) (0.013)
Num.Obs. 72388 72388

Individual controls Y Y
Year FE Y Y
Institution FE Y Y
Inst. X year (cont.) FE Y Y
Grade level FE Y Y
VET Field FE Y Y
F-stat (1st stage) 4959.29 4959.29
IV variable Binary Binary

Note: The table shows 2SLS, First Stage, and Reduced form regression coefficients from regressing indi-
cators for Introductory orMain program participation (12months after enrollment) onto the instrumented
share of peers entering the VET school from lower secondary education who did not pass Danish and/or
Mathematics in lower secondary education, and a set of individual controls and fixed effect indicators.
The estimation sample consists of VET students entering VET from lower secondary education who have
passed their final exams for lower secondary Danish and Mathematics. Students in Main VET have en-
tered the apprenticeship component of the VET program, whereas students in the Intro program have
dropped out of their initial program to start another program. The binary instrument takes the value one
in years from 2015 if the student enters an institution that had an above-median share of below-passing
entering students in 2013-2014 and zero otherwise. The remaining right-hand-side variables include the
student’s standardized GPA, an indicator for being female, and an indicator for having at least one par-
ent with a tertiary degree. The fixed effect indicators include year, grade level, entered field indicators,
and entered institution indicators. They finally include entered institution times continuous year variable
interactions. First-stage F-statistics show the heteroskedasticity robust F-statistic for leaving out the in-
strumental variable. Parentheses show heteroskedasticity robust standard errors. Stars indicate levels of
statistical significance: ∗∗∗ 1 percent level; ∗∗ 5 percent level; ∗ 10 percent level.
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Table 3: IV and reduced form estimates of below-passing peer shares on participation in
outside options.

High School 10th Grade Outside ed.

IV
Share peers below passing (std) -0.009 0.001 -0.035**

(0.008) (0.002) (0.012)
Num.Obs. 72470 72470 72470

Reduced Form
Binary IV 0.008 -0.001 0.033**

(0.008) (0.002) (0.011)
Num.Obs. 72470 72470 72470

Individual controls Y Y Y
Year FE Y Y Y
Institution FE Y Y Y
Inst. X year (cont.) FE Y Y Y
Grade level FE Y Y Y
VET Field FE Y Y Y

F-stat (1st stage) 4965.14 4965.14 4965.14
IV variable Binary Binary Binary

Note: The table shows IV and Reduced Form estimates from regressing indicators for being enrolled
in 10th grade, high school, or being outside the education system on the instrumented share of peers
entering VET from lower secondary education who have below passing final exam GPAs in Danish or
Mathematics. The instrument is a binary variable taking the value one from 2015 onward if the student
enrolls at an institution with an above-median share of below-passing entrants from lower secondary
education in 2013-2014. It takes the value zero otherwise. Individual controls include the student’s
minimum GPA in Mathematics or Danish, a female indicator, and an indicator for having at least one
parent with tertiary education. The fixed effects include indicators for cohort year, institution, lower
secondary education grade level the previous year, and the VET field the student enters. Finally, they
include interactions between entered institution indicators and a continuous year variable. Parentheses
show heteroskedasticity robust standard errors. Stars indicate levels of statistical significance: ∗∗∗ 1
percent; ∗∗ 5 percent; ∗ 10 percent.
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Table 4: Heterogeneity in peer effects by student GPA quartile using binary instrument

Intro (month 12) Main (month 12)

First GPA quartile
Share peers below passing (std) 0.121*** -0.052**

(0.023) (0.024)
Num.Obs. 18091 18091

Second GPA quartile
Share peers below passing (std) 0.127*** -0.042

(0.025) (0.027)
Num.Obs. 18119 18119

Third GPA quartile
Share peers below passing (std) 0.076** -0.007

(0.024) (0.027)
Num.Obs. 18096 18096

Fourth GPA quartile
Share peers below passing (std) 0.043* -0.042

(0.024) (0.029)
Num.Obs. 18082 18082

Full specification controls Y Y
IV variable Binary Binary

Note: The table shows estimates for the main specification IV regression run for each subgroup of
minimum-GPA quartiles in the main sample of students whose minimum GPA in Mathematics or Dan-
ish is above passing. The left-hand side is an indicator for participation in an introductory or main
VET program 12 months after initial enrollment. The primary right-hand side instrumented variable is
the standardized share of peers with below-passing Mathematics or Danish final exam test scores. The
standardized share is instrumented with a binary treatment indicator, which takes the value one for indi-
viduals enrolled from 2015 at schools with above median shares of below-passing enrollees from lower
secondary education in 2013-2014. It takes the value zero for students enrolled in below-median insti-
tutions from 2015 and the value zero for all students before 2015. Full specification controls include
the student’s minimum GPA in Mathematics or Danish, a female indicator, and an indicator for hav-
ing at least one parent with tertiary education, fixed effects indicators for cohort year, institution, lower
secondary education grade level the previous year, and the VET field the student enters. Finally, they
include interactions between entered institution indicators and a continuous year variable. Parentheses
show heteroskedasticity robust standard errors. Stars indicate levels of statistical significance: ∗∗∗ 1 per-
cent; ∗∗ 5 percent; ∗ 10 percent.
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(OA) I Supplementary tables and figures

Table (OA) I.1: Main specification robustness to control variable inclusion

(1) (2) (3) (4)

Outcome: Intro participation
Share peers below passing (std) 0.104*** 0.094*** 0.090*** 0.097***

(0.012) (0.012) (0.012) (0.015)
Num.Obs. 72473 72473 72388 72388

Outcome: Main participation
Share peers below passing (std) -0.041** -0.038** -0.032** -0.021

(0.013) (0.013) (0.013) (0.017)
Num.Obs. 72473 72473 72388 72388

Year FE Y Y Y Y
Institution FE Y Y Y Y
Inst. X year (cont.) FE Y Y Y Y
Grade level FE Y Y Y
VET Field FE Y Y Y
Individual controls Y Y
Inst. X year SQ (cont.) FE Y

F-stat (1st stage) 4944.16 4969.47 4959.29 3394.87
IV variable Binary Binary Binary Binary

Note: The table shows 2SLS coefficients from regressing Introductory or Main program participation
(12 months after enrollment) onto the standardized share of peers entering VET from lower secondary
education with below-passing GPAs in Mathematics or Danish, adding controls iteratively. The fixed
effect control variables include a set of year and entered institution indicators, entered institution times
continuous year and year squared interactions, and finally, grade level and entered VET field indicators.
The individual controls include the student’s own standardized GPA, an indicator for being female, and
an indicator for having at least one parent with a tertiary degree. The estimation sample consists of
students entering VET from lower secondary education who passed both courses. The standardized share
is instrumented with a binary treatment indicator, which takes the value one for individuals enrolled from
2015 at schools with above median shares of below-passing enrollees from lower secondary education
in the years 2013-2014. First-stage F-statistics show the heteroskedasticity robust F-statistic for leaving
out the instrumental variable. Parentheses show heteroskedasticity robust standard errors. Stars indicate
levels of statistical significance: ∗∗∗ 1 percent level; ∗∗ 5 percent level; ∗ 10 percent level.
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Figure (OA) I.1: Histogram of institution size measured in the average number of entering
students between 2009-2014
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Table (OA) I.2: IV, reduced form, and first stage estimates of below-passing peer share
effect on participation in Introductory and Main VET, instrumented by continuous reform
indicator.

Intro (month 12) Main (month 12)

IV
Share peers below passing (std) 0.057*** -0.020**

(0.009) (0.010)
Num.Obs. 72388 72388

Reduced Form
Continuous IV -0.606*** 0.216**

(0.094) (0.107)
Num.Obs. 72388 72388

First Stage
Continuous IV -10.567*** -10.567***

(0.146) (0.146)
Num.Obs. 72388 72388

Individual controls Y Y
Year FE Y Y
Institution FE Y Y
Inst. X year (cont.) FE Y Y
Grade level FE Y Y
VET Field FE Y Y

F-stat (1st stage) 5247.68 5247.68
IV variable Continuous Continuous

Note: The table shows 2SLS, First Stage, and Reduced form regression coefficients from regressing
indicators for Introductory or Main program participation (12 months after enrollment) onto the instru-
mented share of peers entering the VET school from lower secondary education who did not pass Danish
and/or Mathematics in lower secondary education, and a set of individual controls and fixed effect indi-
cators. The estimation sample consists of VET students entering VET from lower secondary education
who have passed their lower secondary Danish and Mathematics final exams. Students in Main VET
have entered the apprenticeship component of the VET program, whereas students in the Intro program
have dropped out of their initial program to start another program. The continuous instrument takes the
value zero before 2015 and the expected share of students screened out of VET in 2015 and 2016 due to
reform. The expected share is calculated as the share of 2013-2014 applicants to the institution whose
minimum Mathematics or Danish gpa was below passing. The remaining right-hand-side variables in-
clude the student’s own standardized GPA, an indicator for being female, and indicator for having at least
one parent with a tertiary degree. The fixed effect indicators include year, grade level, entered field indi-
cators, and entered institution indicators. They finally include entered institution times continuous year
variable interactions. First stage F-statistics show the heteroskedasticity robust F-statistic for leaving
out the instrumental variable. Parentheses show heteroskedasticity robust standard errors. Stars indicate
levels of statistical significance: ∗∗∗ 1 percent level; ∗∗ 5 percent level; ∗ 10 percent level.

53



Table (OA) I.3: Variation in share of peers with below passing GPAs from lower secondary
education

Statistic N Mean St. Dev.

Share of entering peers below passing 73,232 0.160 0.078
”Within” share of entering peers w. below passing GPA 73,232 0.000 0.036

Note: Table shows summary statistics for share of below-passing peers to sample students who have
entered VET from lower secondary education between 2009-2016 and who passed both their Danish or
Mathematics lower Secondary final exams. Below-passing peers also enter VET from lower secondary
education but have a below passing GPA in either or both of the subjects Danish and Mathematics.
The ’within’ share statistics is based on residualized peer shares, the residual from regressing the peer
share onto a year indicators, entered institution indicators, and a set of entered institution indicators
individually interacted with a continuous year variable.
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Table (OA) I.5: IV, first-stage, and reduced form estimates from adding school-average
controls to Introductory and Main program participation.

2SLS First stage Reduced Form

Intro Main B.P. peer share Intro Main

Share peers below passing (std) 0.104*** −0.032**
(0.013) (0.015)

Binary IV −0.882*** −0.092*** 0.029**
(0.015) (0.012) (0.013)

Num.Obs. 65 445 65 445 65 524 65 445 65 445

School controls Y Y Y Y Y
Individual controls Y Y Y Y Y
Year FE Y Y Y Y Y
Institution FE Y Y Y Y Y
Inst. X year (cont.) FE Y Y Y Y Y
Grade level FE Y Y Y Y Y
VET Field FE Y Y Y Y Y

F-stat (1st stage) 3550.58 3550.58
IV variable Binary Binary Binary Binary Binary

Note: The table shows 2SLS, First Stage, and Reduced Form estimates from the IV specification with
added control variables at the individual and above-passing peers class level. The main specification
regresses indicators for being in Introductory or Main program VET 12 months after enrollment on the
instrumented share of peers entering VET from lower secondary education who have below passing final
exam GPAs in Danish or Mathematics. The binary treatment variable takes the value one for post-reform
years if the institution a student entered had a below-median share of below-passing students prior to the
reform in 2013-2014. It takes the value zero otherwise. The estimation sample consist of students who
have entered VET from lower secondary education with passing grades in Danish and Mathematics.
The school controls include the institution-cohort average in the estimation sample of students’ final
grades, age at enrollment, immigrant status, mother’s age at enrolment, total income, and indicators for
the mother having primary education, vocational education, or tertiary education as highest education
level, as well as similar averages for the father, and finally parental total log income and an indicator
for at least one parent having tertiary education. The remaining control variables are the student’s own
minimum GPA fromMathematics or Danish, and a female indicator, as well as non-averaged versions of
the school-level averaged variables. The fixed effects include indicators for cohort year, institution, lower
secondary education grade level the previous year, and the VET field the student enters. Finally they
include interactions between entered institution indicators and a continuous year variable. Parentheses
show heteroskedasticity robust standard errors. Stars indicate levels of statistical significance: ∗∗∗ 1
percent; ∗∗ 5 percent; ∗ 10 percent.
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Table (OA) I.6: IV and reduced form estimates of below-passing peer shares on partici-
pation in outside options.

High School 10th Grade Outside ed.

IV
Share peers below passing (std) -0.010 0.002 -0.023**

(0.006) (0.002) (0.009)
Num.Obs. 72470 72470 72470

Reduced Form
Continuous IV 0.105 -0.022 0.246**

(0.066) (0.020) (0.098)
Num.Obs. 72470 72470 72470

Individual controls Y Y Y
Year FE Y Y Y
Institution FE Y Y Y
Inst. X year (cont.) FE Y Y Y
Grade level FE Y Y Y
VET Field FE Y Y Y

F-stat (1st stage) 5254.39 5254.39 5254.39
IV variable Continuous Continuous Continuous

Note: The table shows IV and Reduced Form estimates from regressing indicators for being enrolled
in 10th grade, Highs School, or being outside the education system on the instrumented share of peers
entering VET from lower secondary education who have below passing final exam GPAs in Danish or
Mathematics. The instrument is a continuous treatment variable taking the value zero before 2015 and
the expected share of students screened out of VET in 2015 and 2016 due to reform. The expected
share is calculated as the share of 2013-2014 applicants to the institution whose minimum Mathematics
or Danish gpa was below passing. Individual controls include the student’s own minimum GPA from
Mathematics or Danish, a female indicator, and a indicator for having at least one parent with tertiary
education. The fixed effects include indicators for cohort year, institution, lower secondary education
grade level the previous year, and the VET field the student enters. Finally they include interactions be-
tween entered institution indicators and a continuous year variable. Parentheses show heteroskedasticity
robust standard errors. Stars indicate levels of statistical significance: ∗∗∗ 1 percent; ∗∗ 5 percent; ∗ 10
percent.
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Table (OA) I.7: Effect of share of peers entering VET from lower secondary with below
passing GPA (std.) on the probability of being in Introductory or Main VET program 12
months after enrollment, controlling for total Introductory program students on November
15th.

Intro (month 12) Main (month 12)

(1) (2) (3) (4) (5) (6)

Share peers below passing (std) 0.090*** 0.090*** 0.087*** −0.032** −0.032** −0.034**
(0.012) (0.012) (0.012) (0.013) (0.013) (0.013)

Num.Obs. 72 388 72 371 72 371 72 388 72 371 72 371

Four size bins Y Y
Eight size bins Y Y

Full specification controls Y Y Y Y Y Y
F-stat (1st stage) 4959.29 4898.01 4937.63 4959.29 4898.01 4937.63
IV variable Binary Binary Binary Binary Binary Binary

Note: The table shows 2SLS regression coefficients from regressing Introductory or Main program par-
ticipation (12 months after enrollment) onto the share of peers entering VET from lower secondary edu-
cation with below-passing GPAs in Mathematics or Danish. The estimation sample consists of students
entering VET from lower secondary education who passed both courses. The peer shares are instru-
mented with a binary treatment variable that takes the value one from 2015 if the student’s institution
had a higher than median share of below-passing applicants in 2013-2014 and zero otherwise. The insti-
tution size controls are constructed by counting all individuals enrolled in the introductory VET program
on November 15th in the estimation sample’s enrollment year. We then create a set of indicators, splitting
the set of institutions into four or eight-size bins. Full specification controls include the student’s mini-
mum GPA in Mathematics or Danish, a female indicator, and an indicator for having at least one parent
with tertiary education, fixed effects indicators for cohort year, institution, lower secondary education
grade level the previous year, and the VET field the student enters. Finally, they include interactions be-
tween entered institution indicators and a continuous year variable. Parentheses show heteroskedasticity
robust standard errors. First stage F-statistics show the heteroskedasticity robust F-statistic for leaving
out the instrumental variable. Parentheses show heteroskedasticity robust standard errors. Stars indicate
levels of statistical significance: ∗ ∗ ∗ 1 percent level; ∗∗ 5 percent level; ∗ 10 percent level.
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Table (OA) I.8: Primary specification augmented with saturated instruments, interacting
institution indicators with post-treatment period indicators.

Intro (month 12) Main (month 12)

Share peers below passing (std) 0.061*** −0.020**
(0.007) (0.007)

Num.Obs. 73 062 73 062

Individual controls Y Y
Year FE Y Y
Institution FE Y Y
Inst. X year (cont.) FE Y Y
Grade level FE Y Y
VET Field FE Y Y

F-stat (1st stage) 1358.32 1358.32
IV variable Saturated Saturated

Note: The table shows 2SLS estimates from regressing indicators for being in the Introductory or Main
program 12 months after enrollment onto the instrumented share of peers entering the VET school from
lower secondary education who did not pass Danish and/or Mathematics in lower secondary education.
The saturated instruments are a set entered-institution indicators interacted individually with a post-
reform indicator taking the value one starting from 2015 and zero otherwise. The estimation sample
consists of of VET students entering VET from lower secondary education who have passed their lower
secondary Danish and Mathematics final exams. The remaining right-hand-side variables include the
student’s own standardized GPA, an indicator for being female, and indicator for having at least one
parent with a tertiary degree. The fixed effect indicators include year, grade level, entered field indicators,
and entered institution indicators. They finally include entered institution times continuous year variable
interactions. First stage F-statistics show the heteroskedasticity robust F-statistic for leaving out the
instrumental variable. Parentheses show heteroskedasticity robust standard errors. Stars indicate levels
of statistical significance: ∗∗∗ 1 percent level; ∗∗ 5 percent level; ∗ 10 percent level.
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Figure (OA) I.2: Cumulative density of minimum of Mathematics and Danish GPA among
passing students

Note: The figure shows the cumulative density of the minimum GPAs in
Mathematics or Danish final tests among the above-passing minimum GPA
students who entered VET between 2009-2016.
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(OA) II Overview of The Danish Education System

The Danish education system is divided into three levels: primary and lower secondary

school, upper secondary education, and tertiary education. Ministry of Higher Education

and Science, Ministry of Children and Education, and Ministry of Culture (2021) provides

a contemporary general introduction to the system and The Danish Ministry of Education

(1998) surveys its historical development since the mid 19 century. Figure (OA) II.1, from

the Danish Ministry of Children and Education (2020b), shows a graphical overview of

the contemporaneous system, including ISCED (International Standard Classification of

Education) levels associated with each type of education.

(OA) II.1 Primary and Lower Secondary

Primary and lower secondary school is mandatory from grades 0 through 9 and can be

extendedwith an optional 10th grade. Following their final year of lower secondary school,

students can either leave the education system or apply to enter lower secondary, upper

secondary, or other preparatory education. The typical student will be around age 15-16

when finishing lower secondary school. Most primary and lower secondary students are

enrolled in public schools (folkeskole). The remaining students are enrolled in private free

schools (friskole) and boarding schools (efterskole) that typically offer 9th and 10th-grade

education.
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Figure (OA) II.1: The Danish Education System
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(OA) II.2 Vocational Education and Training (VET)

Vocational and Technical educations (VET, Erhvervsuddannelserne) are typically voca-

tionally oriented upper secondary programs lasting between four and four and half years,

of which around three to three and a half years are spent as apprentices at firms or in public

organizations. The EUD educations are supplemented by the EUX educations, which add

general upper-secondary coursework to the EUD curriculum.

(OA) II.2.1 The typical EUD program

The typical EUD program consists of an introductory program and a main program. The

Danish Ministry of Children and Education (2022b) provides an overview of the program

structure.

The introductory program The introductory program consists of two parts. The first

part introduces students to their chosen main field’s core theory and practical tools. Only

students who enter VET directly from 9th or 10th grade enter part one. Part two contains

more program-specific courses with applied and theoretical focus. Students are also ex-

pected to search for apprenticeship positions during the second part of the program if they

have not already found a position. Students enter part two if they have completed part

one, have found an apprenticeship before entering VET and wish to skip part one, have

participated in previous VET education, or enter VET from outside the education system.

The main program The main program structure depends on which VET education the

student enters but typically lasts between two and three and half years, during which the
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student interchangeably learns in an apprenticeship position in a firm and at a VET school.

The length and content of the school periods depend on the individual program. It is a

requirement for nearly all main programs that the student has found an apprenticeship po-

sition in a firm before they can start the main program. Students who have attempted to

find an apprenticeship without luck can enter into school apprenticeship under the condi-

tion that they continue to search for apprenticeships and are willing to take apprenticeship

positions in other fields if their VET school finds one for them. Table (OA) II.1 shows,

based on data from the Danish Ministry of Children and Education (2020c), that only be-

tween 9.2 and 6.7 percent of all ongoing apprenticeships were school-based between 2017

and 2019.

The apprenticeship period begins with a three-month trial period, during which both

the student and the firm can end the apprenticeship contract. The typical main program

lasts three years and ends with the student taking a final exam.

Table (OA) II.1: Number of ongoing apprenticeships, November

2017 2018 2019

Private/Public apprenticeships 66,954 (90.8 pct) 68,274 (92.71 pct) 71,053 (93.35 pct)
School-based apprenticeships 6,784 (9.2 pct) 5,365 (7.29 pct) 5,058 (6.65 pct)
Total 73,738 73,639 76,111

Note: The table shows all ongoing apprenticeships in November by
whether the apprenticeship takes place in a firm or public entity, or at
a VET school. Percentages are calculated within years. The data was
collected from Ministry of Children and Education 2020c.

New Master Teaching (Ny Mesterlære) Students can void the initial school-based in-

troductory program if they have an apprenticeship position with a firmwilling to train them

during the program’s initial year. The student spends three days in the firm and two days
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in school each week during the first year. Their learning trajectory is assessed through an

examination at the school, and they enter the formal main program if they pass.

School-apprenticeship (Skolepraktik) Students who have applied for but were unable

to find an apprenticeship at a firmmay be eligible for a school-based apprenticeship, where

the students are taught skills analogous to those the student would learn in a firm-based

apprenticeship (Ministry of Children and Education 2022d). To be accepted into a school

apprenticeship, the student must be able to document that they have attempted to find an

apprenticeship position. The requirements include (1) having a profile on the online search

portal for apprenticeship positions (lærepladsen.dk); (2) having searched actively for ap-

prenticeship positions during the whole introductory program; (3) documenting the process

search in the personal education plan at the VET school. To remain in the school appren-

ticeship, the student must continue searching and applying for job positions in firms. If

offered a position, they must be prepared to take it regardless of where in the country

the position is located and if the apprenticeship specialization matches their preference.

Students unwilling to accept the conditions for school apprenticeships can re-enroll in a

different introductory program. They will typically enroll in the second part of the intro-

ductory program. It is only possible to re-enroll in this way two times unless the student

finds an apprenticeship between entering the new program.

EUX (integrated general upper secondary education and VET) EUX education is

an integrated general upper secondary end VET program categorized as a VET program

by the Danish Ministry of Education. Students are required to follow the regular courses

required for VET students, including an introductory program. The EUX educations were
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first offered in 2010 by four VET schools. By 2014, the first cohort of EUX students

graduated from the program (Pinborg 2014). The number of VET educations offered with

EUX tracks grew to 25 programs in 2014 and 36 in 2015. In an interview with the Danish

news media ”Gymnasieskolen”25 Education counselors at a VET school suggested that

the type of students applying to VET are, in general, ambitious and academically well-

performing but prefer applied subjects over Greek Mythology (Buch 2015).

The EUX students participate in the introductory programs and VET courses like the

regular VET students, suggesting a potential peer effect from these students on the regular

VET students. Unfortunately, our administrative datasets do not allow us to discern EUX

students from regular VET students before 2015, although the program started earlier. We,

therefore, include EUX students with regular VET students for the main analyses and leave

further analyses of the EUX education for future research using more detailed information

on the EUX education.

(OA) II.2.2 Access to EUD

Before the summer of 2015, applicants to VET would be admitted subject to limitations on

slots in the particular program applied to. Applicants come from lower secondary education

and outside the education system. The 2015 EUD reform introduced a new GPA cutoff for

direct access to EUD education, meaning that only students who passed their Danish and

Mathematics lower secondary final exams had direct access to tertiary education.26 Non-

passing applicants can take additional tests to show proficiency in the two subjects and
25”Gymnasieskolen” is a print media with nine annual circulations covering various aspects of upper sec-

ondary education. The target audience is general upper secondary teachers.
26The GPA in Mathematics and Danish are calculated according to the formula set by the Danish Ministry

of Children and Education (2020a).
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may be admitted if they pass.

(OA) II.2.3 Access to further education

EUD educations give access to a limited set of professional bachelors depending on the type

of EUD degree obtained but do not give direct access to university degrees (see Ministry

of Children and Education 2021).27 In many cases, students will have to take additional

credits to enter a certain vocational bachelor.

(OA) II.2.4 Program dropout

A substantial share of students who enroll in VET do not finish their studies within five

years, and many drop out of VET programs entirely. Figure (OA) II.2 is based on data from

Statistics Denmark (2022). and shows that between 32 and 45 percent of those individuals

who enrolled at age 17 or less in VET between 2008 and 2016 dropped out five years later.

The percentage of students who get a degree within five years remained around 43 percent

for all cohorts.

The sizeable overall dropout rate after five years is partly due to a high share of students

who do not enter the main program, even conditional on completing the introductory pro-

gram. Figure (OA) II.3 shows that an average of 38 percent of students who were enrolled

in introductory VET aged 17 or less and completed the program had not entered a main

program three months later between the years 2011 to 2017, while the share is 36 percent

six months later. The share who had entered a main program by entering an apprenticeship
27Ministry of Children and Education (2022a) shows what tertiary educations each upper secondary ed-

ucation gives access to. EUD educations lasting longer than three years typically give access to a range of
professional bachelors.
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Figure (OA) II.2: Completion status five years after enrollment in VET for age 17 or
younger starters

Note: The figure shows the education status of those students who en-
rolled in VET when aged 17 or younger between 2008 and 2016. The
data is collected from Statistics Denmark (2022).
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in a firm or public organization was 49 percent by month three and 53 percent by month

six. The remaining 13 and 10 percent were enrolled in school-based apprenticeships.
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Figure (OA) II.3: Main program enrollment status three months after introductory program
graduation between 2011-2017

Note: The figure is based on data from Ministry of Children and Education
(2022e) and shows the share of VET introductory program graduates who
are enrolled in main program apprenticeships in firms or public organiza-
tions, enrolled in apprenticeships within schools, or have not entered a VET
main program. The sample is limited to individuals aged 17 or less when
enrolling in the introductory program.

(OA) II.2.5 The 2015 VET reform

The 2015 Danish VET reform, ”Better andMore Attractive Vocational Educations” (Bedre

og mere attraktive erhvervsuddannelser mv 2014) is the result of a political agreement
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reached by a broad political coalition on February 24, 2014, (Regeringen 2014). The back-

ground for the agreement was high dropout rates and low shares of lower secondary grad-

uate applications to the VET programs, according to the agreement. The primary goals of

the reform were (see Slottved et al. 2020).

1. More students must choose the vocational education following 9th or 10th grade.

2. More students must complete a vocational education.

3. Vocational education should challenge the students so they become as skilled as they

can.

4. The trust and welfare of vocational schools must be strengthened.

One of the primary tools used to reach the goals was introducing a GPA requirement,

meaning that applicants had to have a passing GPA in Danish and Mathematics from the

official final exams in lower secondary school to be accepted directly into the VET pro-

grams. Applicants who did not meet the requirement could be admitted if they took and

passed an entrance exam in the subject not passed initially or if the student had found an

apprenticeship position with a firm.

Previous evaluations

VIVE, The National Center For Social Science Research, was tasked with evaluat-

ing the implementation of the 2015 reform with respect to the main targets of the reform

and published three reports with evaluations of the introductory and main program reform

components.

The report ”Introductory Programs in the Vocational Educations Three Years After

The Reform” (”Grundforløb på erhvervsuddannelserne tre år efter reformed”) by Slottved
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et al. (2020) investigates the experiences of students, teachers and school leadership of

the introductory programs by 2020. The report is based on a combination of interview

and administrative data analyses and finds that the VET schools generally were successful

in implementing the structural components of the reform, including the entrance GPA re-

quirement. However, some schools were less successful in improving student learning and

thriving in programs. Students at larger VET schools generally answered less positively

on student welfare evaluations than those from smaller schools. The greater schools were

also less successful in implementing the 45 minutes of physical activity required by the

reform. The structural changes were most likely implemented in the first year after reform

onset, as the findings from the three-year evaluation show results similar to those from an

evaluation made by KORA in the first year following the reform (Søndergaard et al. 2017).

This also implies that little has changed in the VET institutions over the three years since

the reform was implemented.

VIVE also evaluated how the reform affected students and teachers on the VET main

programs in 2018 (Koudahl 2018) in the report ”Main programs in the vocational edu-

cations after the reform” (”Hovedforløb på erhvervsuddannelserne efter reformen”). The

reform goals for the main programs were to improve teachers’ teaching competencies, in-

crease their use, and link school and apprenticeship learning better. The report is based on

surveys sent to and interviews with teachers, students, and school management, as well as

descriptive analysis of administrative data. The main findings in the report are that while

half of teachers had participated in courses aimed at up-qualifying teaching skills, many

found it challenging to implement IT and restructure their teaching. The teachers also

found it challenging to make the teaching in the main program better linked to apprentice-
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ship learning, particularly as students in different types of programs (school apprentice-

ships, apprenticeships, EUX, and students above the age of 25) all participated in the same

courses. It is plausible that the average teaching quality only improved to a very limited

extent in the main programs.

Larsen, Andersen, and Larsen (2022) studies criminal activities among 9th-grade male

graduates within nine months after graduation before and after the 2015 reform, compar-

ing students below the cut-off with students above the cut-off. They found that the below-

passing students became 17 percentage points less likely to enroll in upper secondary ed-

ucation after reform and, on average, became two percentage points more likely to have

been charged with committing a crime within nine months after graduation from lower sec-

ondary education. They also calculate an education-crime elasticity of 0.69, meaning that

the academically lower-performing students become 0.69 percent more likely to commit

crime for each percentage decrease in upper secondary education enrollment.

(OA) II.3 General upper secondary education

General upper secondary education lasts between two and three years, and students can

choose between four different programs defined by their emphasis: the general STX, the

mercantile HHX, the technical HTX, which all last three years, and the two-year HF (Min-

istry of Children and Education 2022c). All four programs give access to tertiary education,

if the student passes required classes in upper secondary education and has a GPA a cer-

tain threshold for som tertiary programs. The HF primarily gives access to vocational and

professional tertiary education, whereas the remaining three programs also give access to

university programs.
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(OA) II.3.1 Dropout

Nearly all students who start general upper secondary education have completed an upper

secondary degree in five years. Figure (OA) II.4 uses data from Statistics Denmark (2022)

to show that nearly 90 percent of those who aged 17 or less who enrolled in general upper

secondary education between 2008 and 2016 had completed the program within five years.

Only 11 percent had not obtained a degree, and less than a percent were still enrolled in

general upper secondary education.

(OA) II.4 Applying to education from 9th and 10th grade

Students in lower secondary 9th or 10th grade can apply to enroll in 10th grade, upper sec-

ondary, and other preparatory education by submitting an ’education plan’ containing their

application through the online webpage ‘www.optagelse.dk‘ no later than March 1st (Min-

istry of Children and Education and Styrelsen For IT og Læring 2022b).28 The application

can contain up to 5 ranked education wishes, a combination of a program and institution.

Students applying to VET must choose a main area (hovedområde) and a program within

the main area. In contrast, applicants to general upper secondary education only choose a

main direction (STX, HHX, HTX, HF). After students apply, their lower secondary school

adds additional information, including a mandatory education-readiness assessment and

preliminary grades from the first half of the school year, which the application institution

uses to assess the student for acceptance. Following the 2015 VET reform, if a student
28The Danish Ministry of Children and Education provides online guidance for students, parents, schools,

and other institutions about the application process through their website (Ministry of Children and Education
and Styrelsen For IT og Læring 2022b) and on the content, administrative characteristics, and application
processes and requirements through their Education Guide website at www.ug.dk.

73



0.0

0.1

0.2

0.3

0.4

0.5

0.6

0.7

0.8

0.9

2008 2009 2010 2011 2012 2013 2014 2015 2016
Cohort

S
ha

re

Completed Dropped out Still enrolled

Figure (OA) II.4: Completion status five years after enrollment in general upper secondary
education for age 17 or younger starters

Note: The figure shows the education status of those students who enrolled in general upper sec-
ondary when aged 17 or younger between 2008 and 2016. The data is collected from Statistics
Denmark (2022).

applies to a VET program, the school will also submit the student’s final grades in Danish

and Mathematics when they receive these in June.

After students submit their application and their school adds preliminary grades and

assessments, the student’s first ranked-choice receives the application and decides whether

to admit the student. At VET schools, students would be admitted if there were sufficient
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open spots in the education program before the 2015 reform and were required to pass fi-

nal Danish and Mathematics tests or additional retests after the reform to be admitted. The

head of general upper secondary institutions decides whether to admit applicants, subject

to the official ”admissions declaration” from the Ministry of Children and Education (see

Optagelsesbekendtgørelsen 2020, for a recent version). Since 2016, students were required

to have a sufficiently high GPA from their lower secondary education to be directly admit-

ted and alternatively to have a conversation with the head of the admissions institution,

explaining why they wish to be admitted (Gymnasieloven 2016).

The application process has remained broadly similar since 1991 when the Ministry of

Education issued the first procedural guideline for education applications from 9th and 10th

graders (Bekendtgørelse om vejledning og om tilmelding til ungdomsuddannelserne for

elever i folkeskolen mv 1991). The significant changes to the application system involved

by year of implementation:

2005 a shift from paper-based applications to online applications via ‘www.optagelse.dk‘

for those students who preferred it over the paper application.

2008 a shift from students being able to list nine preferences to only 5, admissions deci-

sions at general upper secondary institutions should follow the ”admissions declara-

tion.”

2010 The application becomes an integrated part of the student’s ”education plan,” the

application process shifted entirely to the online system via ”www.optagelse.dk,”

and the application deadline is shifted from March 15 to March 1. For students who

apply to a public school, 10th grade gets the right to admission, whereas admission
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to other 10th-grade programs remains subject to the institution’s decision.

2012 Students who apply to general upper secondary education must list at least two ad-

ditional preferences.

2014 Students who apply to VET in the following year are affected by the 2015 VET

reform, implementing a GPA requirement of a passing grade (2.0) in both Danish

and Mathematics for direct entry.

Figure (OA) II.5 shows the distribution of 9th and 10th graders priority applications for

those who applied between 2012/2013 and 2021/2022. Table (OA) II.2 shows the yearly

distribution. Both are based on data from Børne- og Undervisningsministeriet (2022).

Nearly one in two 9th graders apply to the optional 10th grade, while two in five apply

to enter general upper secondary education. Only 8 percent apply to enter vocational ed-

ucation and training. Among the 10th graders, nearly 70 percent apply to general upper

secondary education, and nearly two in five apply to enter vocational education and train-

ing. The shares are relatively stable over time, except that 10th graders have become three

percentage points more likely to apply to general upper secondary education and similarly

less likely to apply to VET from 2020, as the global pandemic resulted in extensive lock-

downs in Denmark. 9th graders’ application pattern to VET remained relatively stable.

In contrast, five percent more students applied to enter 10th grade, and nearly the same

percentage points stopped applying to general upper secondary education from 2015 to

2022.
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Figure (OA) II.5: Average share of 9th and 10th grade applicants ranking education highest,
2012/2013 to 2021/2022 cohorts

Note: The figure shows the average share of students applying to a given type
of education with first priority from 9th or 10th grade across the school years
2012/2013 to 2021/2022. The category All applicants pools students from both
grade levels. The data comes from Børne- og Undervisningsministeriet (2022)

(OA) II.5 Grading system

Grading in the Danish education system follows a 7-point grading scale. Table (OA) II.3

from the Danish Ministry of Higher Education and Science (2021) illustrates the grading

scale with a description of the performance associated with each level and an official trans-

lation to the international ECTS letter-graded system. The table also shows a translation

from the 7-point scale to the 13-point scale used from 1971 until July 2006 in lower sec-

ondary education and general upper secondary education, and until July 2007 in Vocational

Education and Training and tertiary education (Ministry of Higher Education and Science
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Table (OA) II.2: 9th and 10th graders highest ranked education in application by year

Year

2013 2014 2015 2016 2017 2018 2019 2020 2021 2022

10th graders
10th grade 1.70 1.46 1.75 1.59 1.53 1.55 1.66 1.22 1.79 1.27
VET 23.41 24.28 23.20 23.62 23.58 24.21 24.31 22.73 21.80 21.41
General upper secondary 67.43 66.70 67.39 67.14 66.87 65.87 65.62 68.67 68.74 69.91
Other 7.47 7.56 7.65 7.65 8.02 8.36 8.41 7.39 7.67 7.41

9th graders
10th grade 48.34 48.26 48.21 45.42 46.11 46.18 47.03 47.83 50.76 51.82
VET 7.18 7.57 7.00 7.13 7.28 7.80 8.37 8.73 8.58 8.68
General upper secondary 40.53 40.47 40.90 43.68 42.87 42.48 40.69 39.53 36.68 35.00
Other 3.95 3.70 3.88 3.77 3.74 3.53 3.91 3.92 3.98 4.50

Note: The table shows the distribution of students’ first priority education in their education ap-
plications by school year from 2012/2013 to 2021/2022. The data is collected from Børne- og
Undervisningsministeriet 2022 and does not include information on the share of 9th and 10th
graders who did not submit any applications.

2020). A grade of 02 is a passing grade, 00 and −03 are below passing. The grades 4, 7,

and 10 are given for below-average, average, and above-average performance. The highest

grade, 12, is given for excellent performance with no or only a few minor weaknesses.
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Table (OA) II.3: The Danish 7-point grading system

Grade Description ECTS Old scale (00-13)

12 For an excellent performance
displaying a high level of command
of all aspects of the relevant material,
with no or only a few minor
weaknesses

A 13, 11

10 For a very good performance
displaying a high level of command
of most aspects of the relevant
material, with only minor
weaknesses

B 10

7 For a good performance displaying
good command of the relevant
material but also some weaknesses

C 8, 9

4 For a fair performance displaying
some command of the relevant
material but also some major
weaknesses

D  7

2 For a performance meeting only the
minimum requirements for
acceptance

E  6

0 For a performance which does not
meet the minimum requirements for
acceptance

Fx  5

-3 For a performance which is
unacceptable in all respects

F 3, 00

Note: The table shows the Danish 7-point grading scale with descriptions, international
comparisons, and an indicative translation to the previous 13-point scale compiled by the
Danish Ministry of Higher Education and Science 2021. The 13-scale was used until July
2006 in lower and general upper secondary and July 2007 in Vocational Education and
Training and tertiary education Ministry of Higher Education and Science 2020.
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(OA) III VET across the OECD countries

The OECD countries differ substantially in the shares of upper secondary education stu-

dents in combined school and work-based VET (OECD 2010).29 Denmark stands out with

Germany, Switzerland, Austria, The Czech Republic, and Slovakia as countries with a high

share of combined school and work-based upper secondary students. Belgium, Sweden,

the United Kingdom, Turkey, Korea, Italy, Finland, and the Netherlands have relatively

high shares of school-based vocational and technical students. Eichhorst et al. (2015) con-

tains an overview of VET structures across various OECD countries.

(OA) III.1 Dropout rates

Dropout rates are typicallymeasured in different ways across countries, making it challeng-

ing to make international comparisons (Bôhn and Deutscher 2022; Lyche 2010). Cedefop

(2016b) states that European statistics on dropout rates have not been able to separate Voca-

tional Education and Training from general upper secondary education at least up to 2016.

One solution to learn more about dropout rates from VET across multiple countries is to

collect nationally specific statistics despite their relative in-comparability.

Available evidence

Dropout is a major challenge for virtually all countries, and vocational

programs typically face higher dropout rates than general education. Policies
29OECD (2010) contains an introduction to VET systems in the OECD countries at an overall level, with

emphasis on similarities between countries, for example, in the share of upper secondary students in VET
programs or expecting to be employed in high skill blue-collar jobs. Their numbers on shares of combined
work and school and school-based VET come from OECD (2008), Education at a Glance 2008: OECD
Indicators, Table C1.1, OECD, Paris.
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include a provision to retain students in education and training and second

chance opportunities for those who dropped out (see Box 1.6). For an OECD

review on overcoming dropout from upper secondary education (see Lyche,

2010, forthcoming). OECD 2010, p. 37

Vocational education and training programs across the OECD countries are challenged

by high dropout rates, which typically exceed that in general education and are cited by

OECD 2010, p. 37, as one of the significant challenges for VET programs. Bôhn and

Deutscher (2022) similarly motivate their meta-study of VET dropout with high dropout

rates across OECD countries, and LeMouillour (2017) describe high dropout rates as prob-

lems facing both Austria, Denmark, and Germany, compelling the former two countries to

reform their VET educations to reduce the problem.

While national data on dropout rates can be challenging to collect, the general picture

appears to be that dropout rates in VET programs are high, and exceeding those in general

education programs. Cedefop (2016a) uses the AES survey to investigate early leavers

from education programs across 16 countries, finding suggestive evidence that the dropout

rate from VET programs is typically up to double that of general education programs.30

Cedefop (2016a) also use national sources to provide suggestive evidence that 20.5 percent

of those who enrolled in pre-VET pathways in the Netherlands in 2004 had no degree

beyond lower secondary education by 2014. For those who enrolled in VET in Flemish

Belgium, the rate may be up to 37 percent of VET students in apprenticeships, and 24

percent of all individuals leaving VET in France in 2014 had not completed their program,

while 20.5 percent dropped out in the Netherlands in 2005 (Cedefop 2016a, p. 52).
30The survey data have a high non-response rate, and may therefore not be representative of actual out-

comes. Cedefop (2016a) expect that the dropout rates may in fact be understated.
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In Denmark, more than 40 percent of students dropped out of the VET program within

five years from starting their typically four to four-and-a-half-year program between 2008

and 2016 (Statistics Denmark 2022). In Norway, between 27.6 and 16.2 percent of all

students enrolling in vocational upper secondary education from 2006 to 2015 dropped out

within five years, while only between 8.3 and 3.5 percent dropped out from the general

upper secondary programs (Statistics Norway 2022). According to Bôhn and Deutscher

(2022, fn 1), Australia has a dropout rate of 58.6 percent from vocational education and

training.

In Germany, around one in four apprenticeship students terminate their contracts be-

fore receiving their degrees (BIBB 2013, table A4.7-2; Wydra-Somaggio 2021). Wydra-

Somaggio (2021) study apprenticeship leavers using the Ausbildungspanel Saarland, 1999-

2003, and shows that nearly 70 percent of apprenticeship leavers stop out, leave to start

another apprenticeship or VET program. Still, around 45 percent of initial leavers have

left the VET system by the end of the study period.

There may also be substantial heterogeneity in dropout rates across VET programs.

Cedefop (2016a) provides evidence on premature contract termination in the German edu-

cation system in 201131, where between 43 and 51 percent of contracts in professions such

as restaurant management, cooking, hairdressing, and hospitality. In contrast, apprentices

in administrative, electrician, technical systems and products, and chemical technician pro-

fessions have 2.7 and 6.9 percent termination rates.

31The data comes from BIBB (2013).

82



(OA) IV Data preparation description

(OA) IV.1 Test Scores

The 2015 VET reform set GPA requirements on minimum GPAs in final Danish (Danish)

and Mathematics test scores from standardized final exams taken in May and June in 9th

or 10th grade. Until 2018, the GPA in Danish is calculated as the simple average of Oral,

Reading, Writing, and Spelling test scores for 9th-grade students and Oral and Writing

test scores for 10th-graders. The average test scores in mathematics are calculated as the

average problem-solving with aid and problem-solving without aid in 9th grade and the

problem-solving grade in 10th grade. The minimum grade used to determine access to

VET is the minimum of the average Danish and Math scores.

We create these subject-specific minimum GPAs using data from the ”UDFK” register

from Statistics Denmark. The register contains both final and preliminary test scores from

2002 to 2017, and we limit the sample to students taking final exams between 2009 and

2016. To calculate minimum GPAs, we pick all test scores received in final exams, remov-

ing observations with no observed grade, e.g., due to the student being sick at the time of

the exam. We then calculate the average test scores in Mathematics and Danish according

to the Government calculation scheme and find the minimum of the averagedMathematics

and Danish test scores.

We also calculate minimum GPAs using preliminary scores based on teacher assess-

ments of student learning given in the first semester of the school year. Preliminary test

scores are given independently of final test scores. They are only used as a means to indi-

cate to the student the teacher’s assessment of their subject-specific knowledge in Danish
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and Mathematics.32 They are, therefore, unlikely to be subject to manipulation by either

teachers or students who want to ensure that the students manage to enter a VET education.

The distribution of final and preliminary GPAs for students who enter VET from pri-

mary school can be seen in figure (OA) IV.1. Most students pass either or both of the

Danish and Mathematics courses, but a substantial share of students do not.

(OA) IV.2 Education enrollment

Our analyses focus on whether students are enrolled in introductory or Main VET after

the first year in their education program. We collect information on education enrollment

from the ”KOTRE” register from Statistics Denmark, which contains spells of education

at all officially registered educations in Denmark for all participants, starting from the

early 1970s to the fourth quarter of 2017. Because all formal education is observed in

the register, the register comprehensively covers education participation. Education not

included is limited to privately offered courses, such as employee development courses

within firms, that give no formal qualifications. Each entry in the register corresponds to

an education spell and contains a student ID, the start and end of the spell, the level of

pursued education, the type of education pursued, the institution at which the education

is pursued, and, notably, the part of the program pursued, including introductory or main

programs in VET.

We construct monthly information on educational enrollment for all students appearing
32Preliminary test scores are converted to final test scores for subjects without mandatory final exams if

the student’s class is not picked (at random) by the Ministry of Education to sit final exams in the subject.
This happens as 9th and 10th-grade students only sit final exams in several subjects less than all they have
studied. However, this preliminary conversion to final grades cannot happen for the mandatory Danish and
Mathematics classes.
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Figure (OA) IV.1: Final and preliminary GPA in Mathematics, Danish, and their minimum
for students who entered VET.
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Note: The figure shows GPAs for all students who entered VET from primary school in Denmark
from 2009 to 2016. GPAs in Danish and Mathematics are calculated among mandatory tests in
the subjects. Final GPAs are students’ GPA in mandatory final subject tests administered by the
Danish Government and graded by the subject teacher and an external examiner. Preliminary
GPAs are based on subject teachers’ performance evaluation within the class and in a preliminary
test administered by the Danish Government halfway through the school year.
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in the grades and application data from the KOTRE data for each month after expected en-

rollment in VET after finishing 9th or 10th-grade education. The data includes indicators

for whether the student is enrolled in VET, introductory VET, or main VET programs, gen-

eral upper secondary education, lower secondary education, and other types of education.

We also construct an indicator variable for being outside the official education system, tak-

ing the value one if the student is not observed in KOTRE.33 Because we only observed

education participation until the end of 2017, we stopped the education spell registration

after this month. Figure (OA) IV.2, shows the number of months of available data for each

cohort graduating from either 9th or 10th grade, and the number of student observations.

(OA) IV.2.1 EUX - integrated VET and academic High School

While most VET programs emphasize applied skills, a small group of education, EUX,

integrates Gymnasium (High School) coursework and Vocational Education and Training

programs, although recognized as VET programs. The EUX programs started in 2010 and

are officially recognized as VET programs as students follow the regular courses required

for VET students, including an introductory program.34 The EUX students may differ from

the average student in our analysis due to positive selection on academic abilities.35 This
33Because of the comprehensive coverage of the KOTRE register, the student is likely not to be pursuing

any education, formal or otherwise when they do not appear in KOTRE.
34Information about the Danish EUX programs is available at

https://www.uvm.dk/erhvervsuddannelser/uddannelser/eux/om-eux. The EUX education started in
2010 with four schools offering integrated VET and High School education, and by 2014, the first cohort
of EUX students graduated from the program (Pinborg 2014). The number of educations offered as EUX
tracks has since grown to include 25 programs offered in 2014 and 36 in 2015.

35In an interview with the Danish news media ”Gymnasieskolen,” which cover High School education
news and whose main readers are upper secondary teachers, education counselors at a VET school suggested
that the type of students applying to VET are in general ambitious and academically well-performing, but
prefers applied subjects over Greek Mythology (Buch 2015).
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Figure (OA) IV.2: Coverage of the education spells data in months from primary school
graduation for students in a complete sample of graduating students with GPA data.
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Note: The figure shows the number of students observed and the number of months of available
information on education participation spells for each cohort of primary school graduates in the
main dataset. The dataset also covers periods in which the individual is not in any education
program.
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would make a sub-analysis of this group of students particularly interesting, as removing

the low-GPA students from the peer group may benefit these students. Unfortunately, our

administrative datasets do not allow us to discern EUX students from regular VET students

before 2015, although the program started earlier. We, therefore, cannot perform the sub-

analysis for the EUX students separately for the full period; instead, we group them with

regular VET students in the analysis.

(OA) IV.3 Applications

We obtained data on students’ applications to education from 9th and 10th grade from the

Danish Ministry of Education, containing the information registered by the Ministry from

students’ applications sent through the website ”www.optagelse.dk,” which all students

must use to submit their applications.

The original application data contains all education applications by lower secondary

from the 2008/2009 cohort to the 2016/2017 cohorts. Each entry in the data is an applica-

tion by a student with a priority rank between 1 and 5. Student identifiers in the data allow

us to link the application data to the administrative data from Statistics Denmark. For each

entry, we observe the year and month the application is submitted, the type of education

applied to (general upper secondary, VET, lower secondary 10th grade, or other), the grade

level of students, the institution the student applies from, the institution the student applies

to, and the home municipality.

We use the application data to identify those students who initially applied to VET and

the institution to which they applied. To do this, we select the highest-ranked applica-

tion for each 9th and 10th-grade student each year, where the student sent the application
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within the first three months of the school year. We add the latter requirement to focus on

regular applications instead of applications sent through ”www.optagelse.dk” outside the

application scheme. The dataset contains variables describing the institution the student

applies from, the institution they apply to, and the education they apply to. The original

data does not show which specific program the student applies to within an education, such

as carpenter within VET.

(OA) IV.4 Demographics

We collect demographic information from the ”BEF”, ”UDDA”, and ”IND” registers at

Statistics Denmark. Parental linkages in the ”BEF” register allow us to link parents and

children together to include information on parental socioeconomic background in the anal-

yses. The list below shows the demographic variable. The dataset contains the information

listed below and the years of availability of the underlying data (if the individual has been

observed in the labor market) indicated in square brackets. From the basic demographic

information, we also calculate parents’ highest education level and total income as the sum

of parents’ income.

1. Age on January 1st within the year. [1980-2017]

2. Gender. [1980-2017]

3. Immigrant status (Danish born citizen; first generation immigrant, second generation

immigrant, or missing status). [1980-2016]

4. Home municipality in the first month of the year. [1980-2017]
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5. Identifiers for mother and father. [1980-2017]

6. Mother’s and father’s highest attained education, converted to education levels using

the DISCED (Danish International Standardized Edu) (none, lower secondary, VET,

High School, Short Professional Bachelor, Medium Length Professional Bachelor,

Academic Bachelor, Academic Master, or higher. ) [1981-2017]

7. Mother’s and father’s total income, including all income from salaries, own employ-

ment, capital income, and public transfers. [1980-2015]

The demographic data is collected under a larger project specified with Statistics Den-

mark.36 As a result, we only observe demographic information for children (and adults)

who, at some point, have been employed during the coverage period of the specified

project. Table (OA) IV.1 shows the coverage of the demographic dataset. From 2009

to 2015 information on demographics, income, and highest attained education is available

for all children in the sample. There is complete coverage for all years from 2009 to 2015.

In 2016, the coverage was 97 percent for demographics and highest attained education,

and there was no education. For the subgroup of primary school graduates who applied

to VET, the coverage is nearly 99 percent for demographic and highest attained education

information.
36The project at Statistics Denmark has been established as a part of a larger research project in

the Innovation, Knowledge, and Economic Dynamics (IKE) research group at Aalborg University.
Statistics Denmark provides further information about project guidelines at the following websites:
https://www.dst.dk/en/TilSalg/Forskningsservice.
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Table (OA) IV.1: Demographic dataset coverage across students in test score data.

2009 2010 2011 2012 2013 2014 2015 2016
All students
Total number of observations 88916 92566 94634 94006 93227 92379 91238 92154
Share with demographic info 1 1 1 1 1 1 1 0.97
Share with income info 1 1 1 1 1 1 1 0
Share with attained education info 1 1 1 1 1 1 1 0.97

VET applicants
Total number of observations 14993 14462 13419 12730 11590 12073 11543 11941
Share with demographic info 1 1 1 1 1 1 1 0.99
Share with income info 1 1 1 1 1 1 1 0
Share with attained education info 1 1 1 1 1 1 1 0.99

Note: The table shows the number of observations that exist in the demographic administrative data (allowing
us to observe e.g. gender, age, and mother’s and father’s identifiers), the income dataset allowing us to observe
yearly income (also for linked parents), and the highest attained education level within a given year. The
latter datasets are primarily used to identify family demographics such as parental income and highest attained
education. The group All Students refer to all students in the main sample consisting of students who have
applied to any education (or observably none) and received final test-scores. VET applicants refer to the sub
sample of students in the full sample of students applying to any education and having final test-scores from
their primary school class.

(OA) IV.5 Defining Consistent Institutions

The 2015 VET reform reduced the share of below-passing students at each VET institution

andmore so at institutions with higher shares of below-passing students. Themain analysis

uses the expected drop, which we define as the average share of pre-reform below-passing

students applying to each institution, as an instrument for the actual drop. We need con-

sistent institution identifiers to construct and assign the instrument throughout the study

period.

However, some VET institution identifiers were inconsistent throughout 2009-2016,

which we studied. Between 2012 and 2015, several institutions with multiple locations

that had previously been registered under the same institution identifier and name were
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given identifiers for each location of the institution despite still belonging to the same

collective institution. As a result, some institutions appear as though they are suddenly

opening or closing despite remaining open. One example was Roskilde Tekniske Skole,

who, until 2014, could be identified by one institution number. In 2015, the institution

became registered as three separate administrative units, each with its institution identi-

fier: Roskilde Tekniske Skole at Pulsen, Pulsen 8, and Vilvorde. These splits were partly

done at the request of the Ministry of Education for administrative purposes. Because of

the administrative register splits, some institutions cannot be persistently identified in the

registers. They appear to open and close at different times or see large changes in student

bodies.

Figure (OA) IV.3 illustrates the challenge. It shows the institution-year distribution of

students applying to each institution, identifying numbers by year and the prior year from

2011 to 2016. Orange dots show institutions with no students the prior year, and purple dots

show institutions with no students the following year. The grey band indicates changes in

the number of students between positive and negative 50 percent. Green densities on the

figure’s side illustrate the institution size distribution. The figure shows that a substantial

amount of educational institutions appear as though they suddenly opened and closed, and

some institutions appear to lose or gain substantial amounts of students suddenly.

We attempt to solve the challenge by merging institutions into consistent institution

identifiers using information from the official institution register from the Danish Ministry

of Children and Education and Styrelsen For IT og Læring (2022a). The institution register

contains historical information on which institutions split into other institutions and which

are subdivisions of another institution within a given year. When we observe an institution
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Figure (OA) IV.3: Number of students applying to unique institution identifier in the year
and prior year.

Note: The plot shows the number of primary school students applying to a given institution each
year and the year prior. Orange dots indicate institutions that received no applications the prior
year, and purple dots indicate institutions that received no applications the following year. The
grey shaded area indicates a band of ±50% around the prior year’s number of students. The green
graphs on the right and upper side of the graph show histograms for the opposite axis observations.

split in our administrative data, we attempt to assign one the collective institution identifier

throughout.

The approach removes nearly all outliers in the number of applying students. This can

be seen in Figure (OA) IV.4, which shows the same distributional plot as Figure (OA) IV.3,

but using the updated institution identifiers. There still exist institutions that open and close

over time after we perform the merging, the extreme outliers have been removed. After
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merging institutions, we observed a total of 111 institutions in the years 2013 and 2014,

which we used as the basis for creating our instrument. Table (OA) IV.2 shows that we can

assign instrument values for nearly all students and institutions observed in the application

data between 2009 and 2016.

Figure (OA) IV.4: Number of students applying to unique institution identifier in the year
and prior year after merging institutions that have been split.

Note: The plot shows the number of primary school students applying to a given institution in
each year and the year prior after we have merged institutions, which at some point are split into
separate institution identifiers. The figure shows updated numbers from figure (OA) IV.3. Orange
dots indicate institutions that received no applications the prior year, and purple dots indicate
institutions that received no applications the following year. The gray shaded area indicates a
band of ±50% around the prior year’s number of students. The green graphs on the right and
upper side of the graph show histograms for the opposite axis observations.
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Table (OA) IV.2: Students and institutions that can be assigned a potential treatment share
based on 2013-2014 applications

2009 2010 2011 2012 2013 2014 2015 2016
Share of students assigned 0.97 0.97 0.99 1 1 1 1 1
Share of institutions assigned 0.93 0.92 0.96 0.99 1 0.99 0.99 1
Number of VET institutions 103 106 103 101 108 110 104 100

Note: The table shows the share of students and VET institutions that can be assigned a 2013-2014
based treatment share. The treatment shares are taken by averaring the shares of applicants with below-
passing minimum GPA in Literathre or Mathematics by institution. This value is then assigned to
institutions across years. The first row shows the share of students applying to an institution that can
be matched among the 2013-2014 institutions while the second row shows the share of all VET insti-
tutions applied to that are matched among the 2013-2014 institutions. The coverage is not complete
for 2014 as we only observe 108 institutions in 2013 and 110 in 2014 and only calculate shares for
institutions observed in both years.
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(OA) V VET dropouts’ educational enrollment and attainment

In this section, we use the administrative data described in section (OA) IV to characterize

the school enrollment and degree attainment of those students who left VET between 2008

and 2014. We identify VET dropouts as those students who start a VET program and either

leave vocational education entirely after one year or are enrolled in another introductory

program than the one they initially enrolled in. The sample only contains students who

enrolled in VET directly after 9th or 10th-grade primary school between 2008 and 2014,

purposely leaving out post-VET-reform cohorts. The outcomes are whether the student

is enrolled in some education and whether the student obtains educational qualifications

within five years from their initial enrollment. We observe qualifications until 2019, five

years after enrollment for the 2014 cohort, and enrollment until 2017, three years after

enrollment for the 2014 cohorts.

Our first finding is that 41 percent of students who enter a VET program have dropped

out one year later. Table (OA) V.1 shows the share of students by cohort that have dropped

out of their VET program after the first school year. This share, calculated from the admin-

istrative data, is consistent with the overall dropout rates from the VET programs described

in Section (OA) II on the Danish education system. .

Table (OA) V.1: VET entrants’ status one year after start

Most students who leave the VET programs leave the education system entirely or start
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another VET education program after they leave their initial program. Table (OA) V.2

shows educational enrollment by program, if any, for the sample of VET leavers. Of those

who drop out, 54 percent are not enrolled in any education in the first year after they drop

out, and between 39 and 58 remain outside the education system over the following two

to five years. Twenty-seven percent of the dropouts have left for another VET program,

and an additional 40 percent are in a VET program two to four years after enrollment.

The remaining students are enrolled primarily in general upper secondary programs or

increasingly in some tertiary education from the fourth and fifth year after enrollment. The

overall picture, however, remains that VET dropouts likely leave the education system or

remain at the same education level they initially started.

Table (OA) V.2: VET leavers’ education participation

The high share of VET leavers and re-enrollers in VET programs among those who

drop out is also reflected in the development of degree attainment. Table (OA) V.3 shows

the highest degree attained by November 1st for the VET leavers one to five years after

initial enrollment. Five years after enrollment, only 10 percent had attained a VET degree,

and 16 percent had a general upper secondary degree. In contrast, 71.6 percent had not

attained any degree.

97



Table (OA) V.3: VET leavers’ degree attainment
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(OA) VI Robustness checks

In this section, we investigate the robustness of our main findings in Table 2 toward chang-

ing the specification of the estimation sample, the peer share criteria, and shifting from a

continuous to a binary instrument. The resulting coefficient estimates for enrolling inMain

or Introductory VET can be seen in table (OA) VI.1, where the first four columns indicate

the dimension we change. The fifth column shows the first-stage F-statistic associated with

the estimates. Finally, the last column show the estimated coefficients and their standard

errors.

We focus first on changing how we define the peer share from final GPAs to prelim-

inary GPAs. Preliminary grades are strongly associated with the final GPA grades. Still,

the distribution is skewed at lower grade points, so fewer students have below-passing

preliminary grades. Those who do are likely to be doing particularly poorly in their lower

secondary education before their exams. When we use these below-passing preliminary

grade student shares, the first-stage F-statistic drops to 494.55. This may reflect that there

are fewer students with below-passing preliminary shares and therefore less variation, and

that the reform targeted final and not preliminary grades, which should reduce (slightly) the

first-stage predictive power. The associated coefficient estimates are inflated to 0.25 for

the Introductory program re-enrollment and -0.09 for the Main program enrollment. One

interpretation is that the weaker first stage increases the associated estimates mechanically.

Another interpretation is that the students who get below-passing preliminary grades have

an even stronger peer effect. In contrast, when we define the below-passing share with the

final GPAs but use a sample of students who pass their predicted primary school GPAs,

we find nearly similar results as in the main estimation. With a binary instrument, we
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Table (OA)VI.1: Robustness tests, varying the estimation sample criteria, instrument spec-
ification, and peer variable specification

Sample criteria IV variable Peers share crit. F-statistic Estimate (SE)

Introductory program (month 12)
Final gpa Binary Final gpa 4959.29 0.0905 (0.0905)
Final gpa Binary Preliminary gpa 494.55 0.2506 (0.2506)
Final gpa Continuous Final gpa 5247.68 0.0573 (0.0573)
Final gpa Continuous Preliminary gpa 440.46 0.1622 (0.1622)
Predicted gpa Binary Final gpa 4898.76 0.0748 (0.0748)
Predicted gpa Binary Preliminary gpa 563.87 0.2053 (0.2053)
Predicted gpa Continuous Final gpa 5393.49 0.0442 (0.0442)
Predicted gpa Continuous Preliminary gpa 449.66 0.1268 (0.1268)

Main program (month 12)
Final gpa Binary Final gpa 4959.29 -0.0316 (-0.0316)
Final gpa Binary Preliminary gpa 494.55 -0.0876 (-0.0876)
Final gpa Continuous Final gpa 5247.68 -0.0204 (-0.0204)
Final gpa Continuous Preliminary gpa 440.46 -0.0578 (-0.0578)
Predicted gpa Binary Final gpa 4898.76 -0.0301 (-0.0301)
Predicted gpa Binary Preliminary gpa 563.87 -0.0827 (-0.0827)
Predicted gpa Continuous Final gpa 5393.49 -0.022 (-0.022)
Predicted gpa Continuous Preliminary gpa 449.66 -0.063 (-0.063)

Note: The table shows coefficients from regressing indicators for participation in the Introduc-
tory or Main VET program 12 months after enrollment onto an instrumented share of peers
entering VET from lower secondary education with below-passing grades in Mathematics or
Danish. The estimation sample consists of individuals entering VET from lower secondary ed-
ucation who have either passed their final exams or would have passed in predicted GPA based
on preliminary grades. The predicted GPA is constructed by regressing the final minimumGPA
obtained between Mathematics and Danish onto a 4th-order polynomial in the minimum pre-
liminary grades in the two subjects. The instrument is either binary or continuous. The binary
instrument takes the value one in years from 2015 if the student enters an institution that had
an above-median share of below-passing entering students in 2013-2014, and zero otherwise.
The continuous treatment variable takes the value zero before 2015 and the expected share of
students screened out of VET in 2015 and 2016 due to reform. The expected share is calcu-
lated as the share of 2013-2014 applicants to the institution whose minimum Mathematics or
Danish GPA was below passing. The peer share criteria denote whether final exam GPAs or
preliminary test scores are used to calculate the share of below-passing peers. The remaining
right-hand-side variables in the regressions include the student’s own standardized GPA, an
indicator for being female, and an indicator for having at least one parent with a tertiary de-
gree. The fixed effect indicators include year, grade level, entered field indicators, and entered
institution indicators. They finally include entered institution times continuous year variable
interactions. First-stage F-statistics show the heteroskedasticity robust F-statistic for leaving
out the instrumental variable in the first-stage regression. Parentheses show heteroskedasticity
robust standard errors.
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find an estimated effect on Intro program participation of 7.48 percentage points and -0.02

percentage points for the Main program. Using the continuous instrument instead of the

binary instrument produces similar but slightly attenuated estimates.
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(OA) VII Placebo test

Our identification strategy relies on the reform-induced shift in the share of below-passing

students from lower secondary education being exogenous with respect to other factors

that affect education enrollment outcomes. In this section, we investigate this exclusion

restriction by doing a placebo analysis, where we assign the instrument treatment to the

right institution but in a given pre-reform year, dropping all observations from the reform

years. For each placebo assignment to a non-reform year, we then calculate the associated

robust F-statistic for the first stage and the estimated IV coefficient for the effect of the

standardized share of below-passing peers on the education participation of the above-

passing students.

We first show the F-statistic and IV-estimates from the placebo regressions in Table

(OA) VII.1, where each column corresponds to a combination of the outcome variables,

either being in the Introductory or Main program and assignment of treatment to a given

year between 2009 and 2014. While we note that the estimated first-stage F-statistics is

often above 10, the main finding from these regressions is that when the first stage is

stronger, the estimated instrument coefficients go towards zero. When the first-stage rela-

tion is weaker, the estimated coefficients tend to increase and may become either positive

or negative with seemingly little systematic movement.The reduced form coefficients fluc-

tuate similarly, and are generally statistically insignficant. We view this as indicative that

our reform instrument is picking up true reform-induced variation in peer shares and that

the estimated effects are attributable to peer changes.

102



Ta
bl
e
(O
A
)
V
II
.1
:

Es
tim

at
ed

ef
fe
ct
s
on

M
ai
n
an
d
In
tro
du
ct
or
y
en
ro
llm

en
tu

si
ng

pl
ac
eb
o
ex
pe
rim

en
t,
as
si
gn
in
g

co
nt
in
uo
us

in
st
ru
m
en
tv
al
ue

to
on
e
of
ye
ar
s2

00
9-
20
14
.

In
tro

(m
on
th
12
)

M
ai
n
(m
on
th
12
)

(1
)

(2
)

(3
)

(4
)

(5
)

(6
)

(7
)

(8
)

(9
)

(1
0)

(1
1)

(1
2)

IV Sh
ar
e
pe
er
sb

el
ow

pa
ss
in
g

0.
02
3

-0
.1
78
*

-0
.2
93
**

-0
.0
01

-0
.0
05

-0
.0
38

-0
.0
30

0.
02
6

0.
12
1

0.
02
8

0.
01
5

0.
01
9

(0
.1
17
)

(0
.0
98
)

(0
.1
21
)

(0
.0
27
)

(0
.0
16
)

(0
.0
32
)

(0
.1
29
)

(0
.1
04
)

(0
.1
23
)

(0
.0
31
)

(0
.0
18
)

(0
.0
36
)

N
um

.O
bs
.

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

Re
du
ce
d
Fo

rm
Pl
ac
eb
o
in
st
ru
m
en
t

0.
02
0

0.
15
6*

-0
.2
18
**

0.
00
2

-0
.0
27

0.
13
1

-0
.0
26

-0
.0
22

0.
09
0

-0
.0
83

0.
08
9

-0
.0
65

(0
.1
02
)

(0
.0
82
)

(0
.0
84
)

(0
.0
82
)

(0
.0
93
)

(0
.1
10
)

(0
.1
12
)

(0
.0
91
)

(0
.0
91
)

(0
.0
91
)

(0
.1
05
)

(0
.1
24
)

N
um

.O
bs
.

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

Fi
rs
tS
ta
ge

Pl
ac
eb
o
in
st
ru
m
en
t

0.
87
4*
**

-0
.8
77
**
*

0.
74
4*
**

-2
.9
70
**
*

5.
82
1*
**

-3
.4
63
**
*

0.
87
4*
**

-0
.8
77
**
*

0.
74
4*
**

-2
.9
70
**
*

5.
82
1*
**

-3
.4
63
**
*

(0
.1
70
)

(0
.1
35
)

(0
.1
24
)

(0
.1
45
)

(0
.1
72
)

(0
.2
10
)

(0
.1
70
)

(0
.1
35
)

(0
.1
24
)

(0
.1
45
)

(0
.1
72
)

(0
.2
10
)

N
um

.O
bs
.

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

52
54
2

Pl
ac
eb
o
ye
ar

20
09

20
10

20
11

20
12

20
13

20
14

20
09

20
10

20
11

20
12

20
13

20
14

In
di
vi
du
al
co
nt
ro
ls

Y
Y

Y
Y

Y
Y

Y
Y

Y
Y

Y
Y

Ye
ar
FE

Y
Y

Y
Y

Y
Y

Y
Y

Y
Y

Y
Y

In
st
itu
tio
n
FE

Y
Y

Y
Y

Y
Y

Y
Y

Y
Y

Y
Y

In
st
.X

ye
ar
(c
on
t.)

FE
Y

Y
Y

Y
Y

Y
Y

Y
Y

Y
Y

Y
G
ra
de

le
ve
lF
E

Y
Y

Y
Y

Y
Y

Y
Y

Y
Y

Y
Y

V
ET

Fi
el
d
FE

Y
Y

Y
Y

Y
Y

Y
Y

Y
Y

Y
Y

F-
st
at
(1
st
st
ag
e)

26
.5
8

42
.4
7

36
.2
6

42
2.
45

11
43
.5
6

27
3.
01

26
.5
8

42
.4
7

36
.2
6

42
2.
45

11
43
.5
6

27
3.
01

N
ot
e:

Th
e
ta
bl
e
sh
ow

s
2S
LS

,R
ed
uc
ed

Fo
rm
,a
nd

Fi
rs
tS

ta
ge

co
ef
fic
ie
nt
s
fr
om

pl
ac
eb
o
ex
pe
rim

en
ts
,w

he
re
w
e
re
gr
es
s
In
tro
du
ct
or
y
or

M
ai
n
pr
og
ra
m
pa
rti
ci
pa
tio
n
12

m
on
th
sa
fte
re
nr
ol
lm
en
to
n
th
e
sh
ar
e
of
st
ud
en
ts
en
te
rin
g
V
ET

fr
om

lo
w
er
se
co
nd
ar
y
ed
uc
at
io
n
w
ho

ha
ve

no
tp
as
se
d
ei
th
er
or

bo
th
of

th
ei
rM

at
he
m
at
ic
s
an
d
D
an
is
h
fin
al
ex
am

s,
in
st
ru
m
en
te
d
w
ith

pl
ac
eb
o
in
st
ru
m
en
ts
.
Th
e
es
tim

at
io
n
sa
m
pl
e

co
ns
is
ts
of
20
09
-2
01
4
co
ho
rt
st
ud
en
te
nt
er
in
g
V
ET

fr
om

lo
w
er
se
co
nd
ar
y
ed
uc
at
io
n
w
ho

pa
ss
ed
th
ei
rM

at
he
m
at
ic
sa
nd

D
an
is
h
fin
al
ex
am

s.
Th
e
pl
ac
eb
o
in
st
ru
m
en
ts
ta
ke

th
e
va
lu
e
of
th
e
ex
pe
ct
ed

sh
ar
e
of
en
te
rin
g
st
ud
en
ts
th
at
w
ou
ld
be

sc
re
en
ed

ou
ta
tt
he

in
st
itu
tio
n
if
th
e
re
fo
rm

ha
d
ha
pp
en
ed

in
th
e
pl
ac
eb
o
ye
ar
,a
nd

ze
ro
in
al
lo
th
er
ye
ar
s.
Th
e
ex
pe
ct
ed

sh
ar
e
is
ca
lc
ul
at
ed

as
th
e
sh
ar
e
of
20
13
-2
01
4
lo
w
er
se
co
nd
ar
y

V
ET

ap
pl
ic
an
ts
to
th
e
in
st
itu
tio
n
w
ho
se

m
in
im
um

M
at
he
m
at
ic
s
or

D
an
is
h
gp
a
w
as

be
lo
w
pa
ss
in
g.

Th
e
ad
di
tio
na
lc
on
tro
lv
ar
ia
bl
es

th
e

st
ud
en
t’s

ow
n
st
an
da
rd
iz
ed

G
PA

,a
n
in
di
ca
to
rf
or
be
in
g
fe
m
al
e,
an
d
an

in
di
ca
to
rf
or
ha
vi
ng

at
le
as
to
ne

pa
re
nt
w
ith

a
te
rti
ar
y
de
gr
ee
.T

he
fix
ed

ef
fe
ct
in
di
ca
to
rs
in
cl
ud
e
ye
ar
,g
ra
de

le
ve
l,
en
te
re
d
fie
ld
in
di
ca
to
rs
,a
nd

en
te
re
d
in
st
itu
tio
n
in
di
ca
to
rs
.
Th
ey

fin
al
ly
in
cl
ud
e
en
te
re
d

in
st
itu
tio
n
tim

es
co
nt
in
uo
us
ye
ar
va
ria
bl
e
in
te
ra
ct
io
ns
.F

irs
ts
ta
ge

F-
st
at
is
tic
ss
ho
w
th
e
he
te
ro
sk
ed
as
tic
ity

ro
bu
st
F-
st
at
is
tic

fo
rl
ea
vi
ng

ou
t

th
e
in
st
ru
m
en
ta
lv
ar
ia
bl
e.
Pa
re
nt
he
se
ss
ho
w
he
te
ro
sk
ed
as
tic
ity

ro
bu
st
st
an
da
rd
er
ro
rs
.S

ta
rs
in
di
ca
te
le
ve
ls
of
st
at
is
tic
al
si
gn
ifi
ca
nc
e:

∗
∗∗

1
pe
rc
en
tl
ev
el
;∗
∗
5
pe
rc
en
tl
ev
el
;∗

10
pe
rc
en
tl
ev
el
.

103



References

Bedre og mere attraktive erhvervsuddannelser mv. Lov Om Ændring Af Lov Om Erhverv-

suddannelser, Lov Om Vejledning Om Uddannelse Og Erhverv Samt Pligt Til Uddan-

nelse, Beskæftigelse m.v., Lov Om Folkeskolen Og Forskellige Andre Love\n(Bedre Og

Mere Attraktive Erhvervsuddannelser m.v.) 2014.

Bekendtgørelse om vejledning og om tilmelding til ungdomsuddannelserne for elever i

folkeskolen mv. Bekendtgørelse Om Vejledning Og Om Tilmelding Til Ungdomsud-

dannelserne for Elever i Folkeskolen m.v. 1991.

BIBB. “Datenreport Zum Berufsbildungsbericht 2013 - Informationen Und Analysen Zur

Entwicklung Der Berufhlicen Bildung”. In: BIBB (2013).

Bôhn, Svenja and Viola Deutscher. “Dropout from Initial Vocational Training – A Meta-

Synthesis of Reasons from the Apprentice’s Point of View”. In: Educational Research

Review 35 (2022), p. 100414.

Børne- og Undervisningsministeriet. Tilmelding til ungdomsuddannelser efter 9. og 10.

klasse. https://uddannelsesstatistik.dk/Pages/Reports/1684.aspx. 2022.

Buch, LouiseWethke. Elever strømmer til eux: Derfor hitter erhvervsuddannelser på gym-

nasieniveau. https : / / gymnasieskolen . dk / elever - stroemmer - til - eux -

derfor-hitter-erhvervsuddannelser-paa-gymnasieniveau-1. 2015.

Cedefop. Leaving Education Early: Putting Vocational Education and Training Centre

Stage Volume I: Investigating Causes and Extent. Luxembourg: Publications Office of

the European Union. Cedefop research paper; No 57, 2016.

— Leaving Education Early: Putting Vocational Education and Training Centre Stage.

Volume II, Evaluating Policy Impact. LU: Publications Office, 2016.

104

https://uddannelsesstatistik.dk/Pages/Reports/1684.aspx
https://gymnasieskolen.dk/elever-stroemmer-til-eux-derfor-hitter-erhvervsuddannelser-paa-gymnasieniveau-1
https://gymnasieskolen.dk/elever-stroemmer-til-eux-derfor-hitter-erhvervsuddannelser-paa-gymnasieniveau-1


Eichhorst, Werner, Núria Rodríguez-Planas, Ricarda Schmidl, and Klaus F. Zimermann.

“A Road Map to Vocational Education and Training in Industrialized Countries”. In:

Industrial and Labor Relations Review 68.2 (2015), pp. 314–337.

Gymnasieloven. Lov Om de Gymnasiale Uddannelser. 2016.

Koudahl, Peter.Hovedforløb på erhvervsuddannelserne efter reformen. Det Nationale Forsknings-

og Analysecenter for Velfærd, 2018.

Larsen, Kira Solveig, Lars Højsgaard Andersen, and Britt Østergaard Larsen. “Pushed out

of the Education System: Using a Natural Experiment to Evaluate Consequences for

Boys”. In: Journal of Experimental Criminology 18.2 (2022), pp. 411–438.

LeMouillour, Isabelle. “Dual Vocational Education and Training Systems in Europe Facing

Similar Challenges. Approaches towards Reform in Austria and Denmark.” In: BWP,

Special Edition 2017. https://www.bibb.de/en/63177.php, 2017, pp. 31–32.

Lyche S., Cecilia. Taking on the Completion Challenge: A Literature Review on Policies

to Prevent Dropout and Early School Leaving. OECD Education Working Papers 53.

2010.

Ministry of Children and Education. “Beregning af gennemsnit i dansk og matematik”. In:

[Accessed on 2020-06-24] https://www.uvm.dk:443/erhvervsuddannelser/

adgang-og-optagelse/gennemsnit (2020).

— “Overview of the Danish Education System”. In: [accessed on 2020-05-24] https:

/ / eng . uvm . dk : 443 / general - overview / overview - of - the - danish -

education-system (2020).

— “Praktikpladsstatistikken - Land, region og kommune”. In: [Accessed on 2021-01-04]

https://uddannelsesstatistik.dk/Pages/Reports/1763.aspx (2020).

105

https://www.bibb.de/en/63177.php
https://www.uvm.dk:443/erhvervsuddannelser/adgang-og-optagelse/gennemsnit
https://www.uvm.dk:443/erhvervsuddannelser/adgang-og-optagelse/gennemsnit
https://eng.uvm.dk:443/general-overview/overview-of-the-danish-education-system
https://eng.uvm.dk:443/general-overview/overview-of-the-danish-education-system
https://eng.uvm.dk:443/general-overview/overview-of-the-danish-education-system
https://uddannelsesstatistik.dk/Pages/Reports/1763.aspx


Ministry of Children and Education.UddannelsesGuiden - Adgangskortet. https://www.

ug.dk/adgangskortet/eud/1430/910712. 2022.

— UddannelsesGuiden - Erhvervsuddannelsens Opbygning. https : / / www . ug . dk /

uddannelser/artikleromuddannelser/omerhvervsuddannelser/erhvervsuddannelsens-

opbygning. 2022.

— UddannelsesGuiden -GymnasialeUddannelser. https://www.ug.dk/uddannelser/

gymnasialeuddannelser. 2022.

— UddannelsesGuiden - Skoleoplæring. https://www.ug.dk/uddannelser/artikleromuddannelser/

omerhvervsuddannelser/skoleoplaering. 2022.

— UddannelsesGuiden - Videregående Uddannelse Efter Erhvervsuddannelsen. https:

//www.ug.dk/hvad-kan-jeg-bliveeud/videregaaende-uddannelse-efter-

erhvervsuddannelsen. 2021.

— Uddannelsesstatistik - Frafald i overgangen mellem grundforløbets 2. del og hoved-

forløbet. https : / / uddannelsesstatistik . dk / Pages / Reports / 1630 . aspx.

2022.

Ministry of Children and Education and Styrelsen For IT og Læring. Institutionsregisteret.

https://data.stil.dk/InstregV2. 2022.

— Sådan Udfylder I Ansøgningen | Elev i 9. - 10. Klasse | Optagelse.Dk - Styrelsen for

It Og Lærings Vidensbase. https://viden.stil.dk/pages/viewpage.action?

pageId=12780199. 2022.

Ministry of Higher Education and Science. Grading System. https : / / ufm . dk / en /

education/the-danish-education-system/grading-system. Page. 2021.

106

https://www.ug.dk/adgangskortet/eud/1430/910712
https://www.ug.dk/adgangskortet/eud/1430/910712
https://www.ug.dk/uddannelser/artikleromuddannelser/omerhvervsuddannelser/erhvervsuddannelsens-opbygning
https://www.ug.dk/uddannelser/artikleromuddannelser/omerhvervsuddannelser/erhvervsuddannelsens-opbygning
https://www.ug.dk/uddannelser/artikleromuddannelser/omerhvervsuddannelser/erhvervsuddannelsens-opbygning
https://www.ug.dk/uddannelser/gymnasialeuddannelser
https://www.ug.dk/uddannelser/gymnasialeuddannelser
https://www.ug.dk/uddannelser/artikleromuddannelser/omerhvervsuddannelser/skoleoplaering
https://www.ug.dk/uddannelser/artikleromuddannelser/omerhvervsuddannelser/skoleoplaering
https://www.ug.dk/hvad-kan-jeg-bliveeud/videregaaende-uddannelse-efter-erhvervsuddannelsen
https://www.ug.dk/hvad-kan-jeg-bliveeud/videregaaende-uddannelse-efter-erhvervsuddannelsen
https://www.ug.dk/hvad-kan-jeg-bliveeud/videregaaende-uddannelse-efter-erhvervsuddannelsen
https://uddannelsesstatistik.dk/Pages/Reports/1630.aspx
https://data.stil.dk/InstregV2
https://viden.stil.dk/pages/viewpage.action?pageId=12780199
https://viden.stil.dk/pages/viewpage.action?pageId=12780199
https://ufm.dk/en/education/the-danish-education-system/grading-system
https://ufm.dk/en/education/the-danish-education-system/grading-system


Ministry of Higher Education and Science. Old Grading Scale: 00 to 13 — Uddannelses-

Og Forskningsministeriet. https : / / ufm . dk / en / education / the - danish -

education-system/grading-system/old-grading-scale. Page. 2020.

Ministry of Higher Education and Science, Ministry of Children and Education, and Min-

istry of Culture. The Danish Education System. Ministry of Higher Education and Sci-

ence, 2021.

OECD. Learning for Jobs. OECD Reviews of Vocational Education and Training. OECD,

2010.

Optagelsesbekendtgørelsen.BekendtgørelseOmOptagelse På deGymnasialeUddannelser

OgOmKapacitetsfastsættelse På Institutioner for AlmengymnasialeUddannelser. 2020.

Pinborg, Katrine.Nu er landets første eux-elever uddannede. https://gymnasieskolen.

dk/nu-er-landets-foerste-eux-elever-uddannede. 2014.

Regeringen.AftaleOmBedreOgMere Attraktive Erhvervsuddannelser (24. Februar 2014).

2014.

Slottved, Mette, Mads Leth Jakobsen, Kira Solveig Larsen, Niels Peter Mortensen, and

Peter Koudahl. Grundforløb på erhvervsuddannelserne tre år efter reformen. Herluf

TrollesGade 11, 1052KøbenhavnK:VIVE –Viden til VelfærdDetNationale Forsknings-

og Analysecenter for Velfærd, 2020.

Søndergaard, Niels Matti et al. Grundforløb på erhvervsuddannelserne efter reformen.

KORA, Det Nationale Institut for Kommuners og Regioners Analyse og Forskning,

2017.

107

https://ufm.dk/en/education/the-danish-education-system/grading-system/old-grading-scale
https://ufm.dk/en/education/the-danish-education-system/grading-system/old-grading-scale
https://gymnasieskolen.dk/nu-er-landets-foerste-eux-elever-uddannede
https://gymnasieskolen.dk/nu-er-landets-foerste-eux-elever-uddannede


Statistics Denmark. GENMF10: Gennemførsel Af Uddannelsesgrupper Efter Startuddan-

nelse i Gruppen, Herkomst, Køn, Status Ved 1 Og 5 År Og Alder Ved Start På Gruppe.

https://www.statistikbanken.dk/statbank5a/default.asp?w=2560. 2022.

Statistics Norway. 12971: Completion Rates of Pupils in Upper Secondary Education, by

Contents, Degree of Completion, Education Programme, Sex and Interval (Year). Stat-

bank Norway. https://www.ssb.no/en/system/. 2022.

The Danish Ministry of Education. Uddannelsessystemet i Tal Gennem 150 År- Undervis-

ningsministeriet 1848-1998. Tech. rep. The Danish Ministry of Education, 1998, p. 48.

Wydra-Somaggio, Gabriele. “Early Termination ofVocational Training: Dropout or Stopout?”

In: Empirical Research in Vocational Education and Training 13.1 (2021), p. 5.

108

https://www.statistikbanken.dk/statbank5a/default.asp?w=2560
https://www.ssb.no/en/system/

	Introduction
	Institutional Setting 
	The VET Education
	The 2015 VET Reform

	Data
	Sample and Descriptive Statistics

	Empirical Strategy
	The effect of below-passing peers on above-passing students
	Contextualizing the estimated peer effects
	Outside options
	Heterogeneity by students' own GPA
	Supply and Demand Explanations 

	Discussion 
	Supplementary tables and figures 
	Overview of The Danish Education System 
	Primary and Lower Secondary
	Vocational Education and Training (VET)
	The typical EUD program
	Access to EUD
	Access to further education
	Program dropout
	The 2015 VET reform

	General upper secondary education
	Dropout

	Applying to education from 9th and 10th grade
	Grading system 

	VET across the OECD countries 
	Dropout rates

	Data preparation description 
	Test Scores
	Education enrollment
	EUX - integrated VET and academic High School

	Applications
	Demographics
	Defining Consistent Institutions 

	VET dropouts' educational enrollment and attainment 
	Robustness checks 
	Placebo test 

