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1.

INTRODUCTION

In 2003 the OECD published a report about the access and participation by adults in learning
activities (Beyond rhetoric: Adult learning policies and practices, Paris, 2003). Both the research process
and the results were positively received. This led the OECD to proceed to a second phase of reports. These
were to include reports from four countries with reference to the whole frame of reference – access and
participation by adults in education and training – and reports from five countries with the focus on the
access and participation by low-qualified adults. The Netherlands is one of the countries, which agreed to
submit a report on the access and participation of low-qualified adults in education and training. The
Ministry of Education, Culture and Sciences invited CINOP to prepare this report for the Netherlands.
Research framework
The key question posed by the OECD involves research as to whether the possibilities for the lowqualified to participate in learning are adequate, and how adult education and training can respond to
demands from the labour market. The OECD formulated a number of additional questions with regard to:
•

Patterns of adult-learning participation by low-qualified adults.

•

Diagnosis of the problems arising from these patterns.

•

Incentives to motivate the low-qualified.

•

Policies, and institutional and financial arrangements that could expand the learning possibilities
of low-qualified adults.

•

Options which can be identified – in different institutional contexts as “good practices”, and how
these could be applied in the broader context and in different countries.

Point of departure
This report is a Background Report for the study visit of an OECD review group in February 2004. It
summarizes policy documents, research and evaluation reports and statistical data available end
2003/beginning of 2004 on the education and training of low-qualified adults. In this report this category is
defined in terms of adults between 25 and 64 who have left initial education without a so-called “startqualification”.
In reviewing the contexts in which low-qualified adults may participate in learning, we apply the
following categories:
•

Compulsory learning trajectories for work and citizenship which are organised within the formal
educational system governed by the Law on (Adult) Education and Vocational Education (WEB,
after the Dutch abbreviation). They include
− Adult Education (including courses in Dutch as a Foreign Language).
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− Education with regard to Work and Income legislation for the unemployed.
•

Learning in the context of work; for example:
− Courses and training.
− Learning in the workplace.
− Accreditation of Prior Learning trajectories that can lead to participation in formal vocational
training.

•

Learning in the context of social cohesion, for example:
− Community and neighbourhood activities.
− Voluntary activities and self-organisation.

•

Literacy

•

Learning in the context of personal development:
− Non-profit courses and training.
− Residential centres, for-profit and non-profit.
− For-profit courses and training.

Structure of the report
The research questions were suggested by the OECD based on a standard format. This format is
applied in this report.

2.

CONTEXT

2.1.

Economic, labour market and social-demographic context

2.1.1.

Economic developments in the Netherlands

Introducing it’s Policy agenda in May 2003, the cabinet Balkenende referred to the dramatic
economic and budgetary situation of the Netherlands. The competitiveness of the Netherlands has
weakened since 2002, and this demands permanent structural responses to the rising costs of the ageing
Dutch population. Statistics from the Central Bureau of Statistics (CBS) illustrate that there has been a
decline in economic growth in the last three years.
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Table 2.1. Changes in the Gross National Product (GNP) in the Netherlands
1997
1998
1999
2000
2001
2002
2003

3.8%
4.3%
4.0%
3.5%
1.2%
0.2%
-0.7%

Source: CBS.

In the words of the policy statement of the new cabinet, “Citizens are more than ever aware of the
weaknesses of the Netherlands and the need to improve the quality of public services and education”. The
new coalition government places the emphasis upon the role of education and knowledge as the basis of
economic development. Education is also regarded as an important arena for the transmission of Dutch
values and norms, which provide the basis for successful integration in society.
The long period of economic growth and the shift towards the knowledge economy has led to the need
for highly-qualified employees. Because the labour force reflects the traditional structure of occupations, a
shortage of highly educated personnel has rapidly emerged especially in the technical and scientific groups.
At the same time the average age of the working population has increased together with a shortening of
working life as a result of early retirement. This results in a shortfall in the available work-force. In recent
years a quantitative and qualitative mismatch has arisen between the demand for and the supply of labour.
In order to maintain economic stability it will be necessary in the near future to invest in raising the level
of qualifications of the work force. This also includes paying significant attention to the lower level of the
qualification structure (the level of the so-called “start qualifications”). Furthermore, it will also be
necessary to devote more attention to the need to keep people longer in work and to utilise the work
potential of groups who are outside the labour market (MOCW, 2002).
2.1.2.

Demographic developments and characteristics of the population

On 1 January 2003 the population of the Netherlands was 16.2 million, of whom 8.18 million were
female and 8.02 were male. Of this total population 13 million are indigenous Dutch. This indigenous
population is defined as individuals whose parents were both Dutch irrespective of where they themselves
were born. About 3 million people are immigrants – 18.5% – of whom approximately 1.6 million are firstgeneration immigrants. These are immigrants who were born abroad and have at least one parent born
abroad (CBS, 2004)
The ratio between the number of people between 0 and 20 years compared to those in the so-called
“productive” age-group between 20 and 65 is 39.7%. In 1990, this figure was 41.7%. The ratio between the
number of people aged 65 and above compared to those in the “productive” age-group is 22.2%. In 1990,
this figure was 20.8% (CBS database).
2.1.2.1. Unemployment
During the third quarter of 2003, 5.5% of the Dutch working population was unemployed. During the
same quarter in 2002, this figure was 4.3%. The unemployed working population comprises all persons
aged 15 to 641 without work (or working for less than 12 hours a week), who are actively seeking paid
employment for more than 12 hours per week and are thus available for the labour market (CBS, 2003).

1.

Unfortunately figures for the age group 25 –64 specifically were not available.
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Table 2.2. Unemployed workforce in terms of age, sex, educational level and ethnic origin,
a)
2001 – 2002

2001

2002

2001
absolute
(x 1000)

2002 absolute
(x 1000)

Change
2001 – 2002
%

Total

3.4

4.1

248

302

+22

15–24
25-34
35-44
45-54
55-64

7.2
2.8
3.1
2.9
2.3

8.5
3.7
3.5
3.2
2.9

66
56
64
50
13

78
73
75
58
18

+18
+30
+17
+16
+39

Male
15-24
25-44
45-64

2.5
7.0
2.0
1.9

3.4
9.1
2.9
2.3

106
34
47
28

147
44
68
35

+39
+29
+45
+25

Female
15-24
25-44
45-64

4.7
7.8
4.3
4.2

5.0
7.9
4.6
4.6

142
34
74
35

155
34
80
41

+9
0
+8
+17

b

Primary school
b
Lower Secondary
b
Preparatory Vocational
General Upper Secondary
Vocational Upper
Secondary
Higher Professional
University

6.6
6.0
4.0
6.1
2.3

7.5
7.3
4.8
5.7
3.0

42
30
41
26
62

43
36
48
24
83

+2
+20
+17
-8
+34

2.4
2.1

3.0
3.5

32
14

43
25

+34
+79

Indigenous
Immigrants

2.8
6.4

3.3
7.6

168
79

205
98

+22
+24

Non-western immigrants
8.7
10.5
49
63
+29
Turkish
8
9
9
10
+11
Moroccans
10
10
8
9
+13
Surinamers
6
8
9
12
+33
Antillean
8
10
4
6
+50
Others
11
14
19
26
+37
a)
Unemployment in percent and absolute numbers.
b)
Below the minimum qualification level “start qualification”
Source: The Social Condition of the Netherlands, 2003. ‘s-Gravenhage: Sociaal Cultureel Planbureau.

2.1.2.2. Educational attainment levels
According to the figures from the Ministry of Social Affairs and Employment (SWZ), 26% of the
working population between 25 and 64 years of age did not possess a “start qualification” in 2002. In 2001,
this figure was 27.5%2. Table 3 below shows that in 1991, 47% of the population between 15 and 653 did
2.

Vocational upper secondary and general upper secondary education are considered to be ISCED 3
completion. This includes the level of the start qualification, which is defined as being level 2 of the Dutch
qualification structure for vocational upper secondary education (similar to the previous primary
apprenticeship training). There is, however, discussion about the question whether this particular level can
be considered ISCED 3 completion, since these programmes in general last less than three years (which
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not possess a “start qualification”. This concerns the population groups with primary education, lower
general secondary education and preparatory vocational education (the latter two recently merged into the
VMBO category – see Annex 3 below). In 2001, this figure has declined to 37%. In reality, the proportion
might be higher given that people with a level 1 secondary vocational qualification, which does not lead to
a start qualification either, cannot be accounted for separately, since they cannot be identified in this table.
Among the working population the percentage of those without a start qualification has declined from 35%
in 1991 to 27% in 2002. Among the unemployed the number of those without a start qualification has
declined from 52% in 1991 to 44% in 2002. In the cabinet’s response in January 2004 to the report by the
Socio-Economic Council on “the new learning”, it indicates as a target for 2010 that 80% of the working
population between 25 and 64 should have a start qualification in line with the European Union target.
In 1991, only 17% of the population between 15 and 65 had completed higher professional education
or university education. In 2002, this figure had risen to 23%. For the working population, this had risen
from 22% in 1991 to 30% in 2002. Among the unemployed, this percentage had risen from 15% in 1991 to
22% in 2002.

also holds for the previous primary apprenticeship training). If those who have graduated from these
programmes are excluded, the figure for those that did not complete ISCED 3 increases. However, there is
evidence that those who did obtain a qualification at the level of a start qualification (that is a level 2
qualification in the national qualification structure for secondary vocational education), have a better
labour market position than those who did not obtain such a qualification, and that the labour market
position of those who obtained a start qualification is similar to the labour market position who did
complete ISCED 3 (according to the present OECD definition) (Hourkoop, Van der Velden & Brandsma,
2004).
3.

Unfortunately a comprehensive set of figures for the age group 25 –64 specifically as not available.
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4

10 871
5 502
5 368
7 141
4 219
2 922
302
147
155
3 427
1 136
2 291

10 294
5 219
5 075
5 790
3 732
2 057
400
180
220
4 105
1 307
2 798

Total
x1000

12
12
13
7
8
6
14
17
12
23
26
22

18
16
20
10
11
9
23
31
17
29
30
28

Primary
%

10
8
12
7
6
8
12
11
13
17
19
16

Lower general
secondary
%
11
9
13
7
6
10
11
10
13
16
17
16

15
15
15
13
15
11
16
16
16
17
12
20

Preparatory
Vocational
%
18
18
18
18
19
15
18
18
18
18
14
21

7
6
7
6
5
6
8
7
9
8
10
8

Upper
secondary
%
7
7
7
5
4
6
9
10
8
9
13
7

33
34
32
38
37
39
27
25
30
22
21
23

Secondary
Vocational
%
30
33
28
38
38
38
23
17
28
20
18
21

16
16
16
20
18
22
14
14
15
9
10
9

Higher
professional
%
12
12
11
15
14
18
11
9
13
6
5
6

7
9
6
10
10
8
8
11
6
2
3
2

5
6
3
7
8
5
4
5
4
1
2
1

University
%
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Source: Jaarboek Onderwijs in Cijfers 2002, CBS, 2002; data for 1991 and 2001); Jaarboek Onderwijs in Cijfers 2003, CBS, 2003; data for 1996 and
2002).

Male
Female

Male
Female
Non-employed

Male
Female
Unemployed

Male
Female
Employed

Population

2002

Male
Female

Male
Female
Non-employed

Male
Female
Unemployed

Male
Female
Employed

Population

1991

Table 2.3. Population aged 15-64 in terms of labour market position, sex and educational attainment in 1991 and 2001

Educational levels of indigenous and immigrant populations
The educational level of immigrants is significantly different to that of the native Dutch as shown in
figure 1 below. Older Turks and Moroccans have significantly low levels of education. Although
improvement is apparent among the younger immigrants, they still have a significant disadvantage over the
native population. The educational levels of Surinamers and Antilleans (Dutch Caribbean’s) were always
higher than the two Mediterranean groups, although the younger generations are more qualified than their
parents. However, they are not catching up with the indigenous population. The expectation is, however,
that as more second-generation immigrants will complete their education, the average educational level of
the immigrant groups will rise.
Figure 2.1 Educational attainments of 15-64 years old non students, by ethnic group, 1988-2002

Source: Rapportage Minderheden 2003, ‘s-Gravenhage: Sociaal Cultureel Planbureau.

2.2.

Definitions of adult, low-qualified and adult education

2.2.1.

Definition of ‘adult’

Dutch citizens are considered to be adult once they reach the age of 18 and are then also considered
legally to be competent to act. Those younger than 18 are considered to be an adult by the children’s
courts, for instance, in the event of pregnancy. Nonetheless, there remain differences between those below
and above 18. School attendance is compulsory for those aged 16 or 17. These young people cannot claim
social benefits.
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2.2.2.

Definition of ‘low-qualified’

In the Netherlands, the level 2 of the national qualification structure for (secondary) vocational
education is regarded as the minimum level for a successful entry to the labour market and lifelong
employability. Those with at most the following education levels are considered to lack a “start
qualification”.
•

Primary education.

•

Lower secondary and preparatory vocational education.

•

Unfinished higher general secondary.

•

Secondary vocational education level 1.

The start qualification is also used to demarcate premature school-leaving. The official definition for a
premature school leaver is any person younger than age 23 who has left the educational system without a
start qualification. This definition is also used in policymaking for preventing youth unemployment and
social integration of groups at risk.
2.2.3.

Definition of ‘adult education’

In the context of this study, this term demands some explanation. It is used in two ways in the
Netherlands. First, generally, “adult education” refers to the provision made by the Regional Education
Centres (ROCs after the Dutch abbreviation - see Chapter 4). The financing and programming of this
provision is governed by the 1996 Law on (Adult) Education and Vocational Education (WEB). It is for
this reason that this form of provision is also referred to with the term (adult) education.
Second, the term “adult education” is also used in a broader and more traditional sense to refer to all
forms of the provision of education and training that are specifically intended for adults. In this study we
have to employ both usages and will therefore explain in the text which one of these usages are intended.
2.3.

Historical development of adult education and training

It is of interest that international developments have been responsible for the major turning-points in
adult education policy, including the education of the low-qualified, in the Netherlands: the1960 UNESCO
conference in Montreal, the economic crisis in the 1980s and the Lisbon Memorandum of the European
Council conference in 2000.
There is a long tradition of adult education in the Netherlands, which acquired a major stimulus after
the Second World War in the form of non-formal and informal learning. This tradition was supported for a
long time – until about 1975 – by “private initiatives”. It was associated with terms such as “personal
development”, “popular education” and “liberal education”. The organisations that organised learning for
adults were in fact responsible for the further development of a system for a “life long of learning”, at least
until the mid eighties. These organisations included the National Institute for Popular Education and
Friends of Nature [NIVON], the popular universities, folk high schools and rural organisations. Most of
these organisations, as was the case with the organisation of formal education and the organisation of
Dutch society as a whole, were organised on the basis of ideological formations in associations at the
national level. All these organisations were united in the Dutch Centre for Popular Education (NCVO after
the Dutch abbreviation) in 1965. In its work, the NCVO was inspired by and large by ideas about
“permanent education” that were first voiced at the 1960 UNESCO conference in Montreal.
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Many ideas about adult education were launched since the 1970’s, when the term “adult education”
was formally introduced in the Netherlands. There was much debate and many experiments were initiated
in this area – with or without government support – such as the Open School for adults, literacy projects
for adults, Local Educational Networks, Educational Activities for Cultural Minorities and Paid
Educational Leave. From the middle of the 1970’s there were many new initiatives in the area of nonformal adult education following the new State Regulation on Non-formal Adult Education, being a
response to private initiatives, financing literacy work and “Parents learn again” courses, for example.
The term “adult education” was used here to refer to these initiatives and added to the broader
understanding of the term. Such broadening of the term was also encouraged by facilitating access for
adults to initial education in a form intended for them; the long-standing law on evening schools for adults
was extended to provision during the day! Examples included the very successful courses based upon
general secondary education for women-- the so-called Mom’s Mavo -- and the Open University in 1984
(Doets, 2002)
Adult education acquired new impulses in the 1980s. As a result of the economic crisis and high
unemployment in the early 1980s, the government and the social partners no longer regarded adult
education merely in terms of cultural politics but also in terms of socio-economic objectives. The Ministry
of Welfare, Public Health and Culture lost its control over policy and other Ministries, such as Education,
Culture and Sciences, Social Affairs and Employment, and more lately Economic Affairs, also became
actively involved in adult education in the late 1990s. The perspective on adult education shifted more and
more to learning for lifetime employability. In 1993, Josef Ritzen, the Minister of Education at the time,
introduced the term “Continuing Learning” as: “continuing learning is necessary for people to secure and
retain employment. But learning is also necessary for the economy. The talents of people are the most
important economic resource. On social grounds, the Netherlands cannot permit to waste talents and risk
social divisions” (Press release of the Ministry of Education, No. 9, 27 January 1998).
On the first of January 1996, the Law on Education and Vocational Education (WEB), came into
effect. This law effectively provided a legal framework for a part of the provision of adult education and
this part was in legal and organisational terms closely related to secondary vocational education.
Approximately 500 institutions were amalgamated in 41 Regional Education Centres. With the
introduction of the 1996 law, the regulation of a part of the adult education became the responsibility of the
national government, while the planning and implementation was delegated to the local authorities (Van
der Kamp, 2002).
With the 1996 law on Adult and Vocational Education, adult education became a responsibility of the
central government. Learning undertaken by adults has thus acquired a place in policy thinking, especially
in the perspective of a life long of work. However, the Dutch government continues to regard initial
education as the basis for lifelong learning.
With the 1998 policy paper, the same Minister Ritzen, together with his colleagues from Social
Affairs and Employment and Economic Affairs, launched the “National Action Plan for a Life Long of
Leaning”. The cabinet intended to stimulate lifelong learning to prevail in everyday life. The action plan
was intended to ensure that everyone, young and old, should have the possibility to continue to improve
their employability and continue working in society. The policy paper emphasised the following
requirements:
1) That all workers should have at least a start qualification.
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2) The school starting age should be reduced from five to four years of age in order to ensure that
young people should not become educationally disadvantaged at young age and lose interest in
learning.
3) The poor language skills of pre-school children should be improved.
4) Guidance counsellors should reach premature school-leavers and lead them back to education;
and,
5) Education should be more directed at “learning to learn”.
The Action Plan suggested actions concentrated into three clusters of activities:
•

Cluster 1: Employability of working people and the unemployed.

•

Cluster 2: Employability of teachers.

•

Cluster 3: Prevention of social exclusion and reorienting the education system towards lifelong
learning.

The Action Plan was also intended to be a comprehensive policy framework for the new cabinet in
1998. In the coalition agreement of this new cabinet (August 1998), some of thee plans were adopted:
prevention of drop out/early school leaving, reduction of class-size, increasing the flexibility of education
programmes and lowering the barriers between the three levels of Vocational Education programmes
(preparatory, secondary and higher/professional), stimulating students to continue their (vocational)
education career at a higher level.
The Cabinet and social partners agreed to share a “ten point employability agenda” in 1998, focussing
on the introduction of some new actions (e.g., experiments with Individual Learning Accounts) and the
coherence and progress of the actions, which were already started. The Employability Agenda Platform
ended its activities 13 December, 2000.
A new impulse for adult education can be found in the Lisbon declaration of 2000. During the
Portuguese chairmanship of the European Union, the European Council of Ministers decided that, as a
response to the challenges of the knowledge based economy, the educational policies of the member states
should increasingly focus on lifelong learning, while the Netherlands expressed the ambition to be one of
the three best performing economies in this respect. This ambition involves finding new answers to the
important issue as to which extent government should assume responsibility for adult education. The three
central questions are:
1) To what extent should government be directly involved in adult education?
2) Which forms of adult education should government take responsibility in?
3) To what degree should social and cultural objectives be included?
In this respect, the 2002 report “The New Learning” from the Social-Economic Council, which was
concerned with lifelong learning in the knowledge economy, called for a new model for policy. Such a
model should place the individual at the core of policy and provide a stimulus for individuals to take more
responsibility for their own employability. Related to this is a structure of provision based on the principles
of the market. A demand-led approach should enable the education and training market to function better
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and stimulate individuals to play an active role (for this reason the implementation of instruments for the
Individual learning account and the personal development plan was strongly advised).
Demand-led financing of post-initial education can only be effectively implemented when it is clear
what post-initial education includes. The Council argued that an open market for post-initial education
requires that public institutions operate on market principles. The open market develops largely on the
basis of a demand-led approach. In an open market, every individual should be able to find their own way
after they have left initial education and entered the labour market. Government contributes to this with
positive fiscal stimuli. Employers are responsible for good personnel policies with attention for personal
development plans and career planning guidance, while small firms receive support in this from
employability advisers.
There are three motives for government involvement in the development of a post-initial market:
•

Individuals without a start qualification at the level 2 of secondary vocational education have
rights to make use of education and training provision financed by the government. This level of
education is the minimum necessary for long-term survival in the labour market.

•

As an employer, the government is an important factor in the training market.

•

Government can intervene when expected developments do not take place, for example as a
result of market failure.

In January 2004, the cabinet accepted these challenges. The cabinet also required clarity regarding the
limits of government responsibility. The Socio-Economic Council has been invited to develop its
proposals.
The cabinet also suggested (re)-establishing a Platform Lifelong Learning (Platform LLL). As the
most recent and important policy document for the coming years, the full text of this reaction is given in
Appendix 1.

3.

3.1.

STRUCTURE

Policy and stakeholders in the education and training of the low-qualified
This section describes the general policy frameworks for the learning undertaken by adults.

At the central government level, three Ministries: Education, Culture and Sciences, Social Affairs and
Employment, and Economic Affairs, play an active role in education and training policy for adults. This
also applies to policy for the low-qualified although this group is in general not explicitly identified in
policy. The involvement of these three Ministries indicates that central government policy for the
education and training of adults is particularly related to education and training for work. However, they
are not the only actors in the field of education and training for adults. The social partners, in particular,
help to determine the policy framework with reference to lifelong learning, which has been increasingly
been focusing on learning within the perspective of participation in the labour market. With a view to
promoting the co-ordination and effectiveness of policy initiatives, the cabinet’s response in January 2004
15

to the Socio-Economic Council’s 2003 report “The New Learning” proposes the establishment of a
platform (Platform Lifelong Learning) in which all stakeholders are represented.
With regards the availability of data on the participation of low-qualified adults in education and
training, the Education Advisory Council (Onderwijsraad, 2003) argues that policy with reference to
groups at risk (including the low-qualified) who make no use of regular forms of education and training
(i.e., publicly financed institutions) are also ignored in regular reporting. Financing and implementation
take place outside of the regular education and training circuit, policy is decentralised, the approach is to a
significant degree an issue of private initiative and voluntary work, the organisation is fragmented and
there is no organisation that systematically gathers information. An exception is the training policy of the
sectors and branches in so far as these are organised by sectoral training funds (O&O funds) and are
managed by the respective employers’ and employees’ organisations.
As indicated in the introduction, education and training for low-qualified adults takes place in four
different contexts:
•

Compulsory learning trajectories for employment and citizenship that are organised in the regular
educational system and governed by the Law on (Adult) Education and Training and the
legislation concerning Employment and Income.

•

Learning in the workplace.

•

Learning related to social cohesion.

•

Learning in the context of personal development.

In the Netherlands, there is a tendency to reduce the legislative compulsion to make use of regular
education and training provision in policy towards groups at risk. Such a compulsion has never been
applied to learning in the context of work but has been applied to the training for the unemployed and
citizenship courses. A development to abandon the legal requirements to buy-in training from institutions
that receive subsidies for their provision of citizenship courses is far advanced and will have an impact
particularly on the ROCs.
The provision of (adult) education by the ROCs in the context of social cohesion is the only category
of learning for which a single institution is responsible for the courses.
As a consequence of this development it is impossible to describe unambiguously the structure of
provision for each learning trajectory or target group. Provision can be made by different organisations. In
the case of the ROCs and in addition to their provision of initial vocational education, the development
described above in the area of citizenship courses implies that they will be able to compete in the market
place with provision for adults and be able in greater or lesser degree to make provision for the lowqualified. This development can lead to a lack of transparency in the training market. The Social-Economic
Council’s report “The New Learning”, in 2002, suggests that there are obvious bottlenecks with regard to
the lack of transparency and integration of the provision of education and training. This report suggests that
the serious fragmentation of the structure of provision could benefit from a more significant positioning on
the part of the subsidised institutions, such as the ROCs, in the education and training market.
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3.1.1.

Compulsory learning trajectories

3.1.1.1. Stakeholders by citizenship courses
Since 1996 the local authorities are also responsible for citizenship courses for new immigrants
(newcomers). The courses provided in these contexts have to be bought-in from the ROCs and are
governed by the legislation governing adult education. The central government intends to abolish the
requirement that local authorities are compelled to buy-in these courses from the ROCs alone. The local
authorities will then be able to use the central state contributions and eventual subsidies for buying-in from
other providers.
3.1.1.2. Stakeholders involved in reintegration projects for job-seekers
A new structure for social security was introduced on the first of January 2002. The new
organisational structure for social security and employment services gives priority to paid work rather than
income. In the new structure the Centres for Work and Income (CWI) perform basic employment services
and administratively deal with the intake of new benefit claimants. The Workers Insurance Executive
(UWV) is responsible for claim assessment, contributions collection, and benefit provision with respect to
the Unemployment Insurance and Disability Insurance schemes. Municipalities perform the same tasks as
the UWV on behalf of Social Assistance beneficiaries and job-seekers who are not eligible for a benefit.
The UWV and municipalities act as commissioner for the contracting out of reintegration services. The
reintegration services are contracted out to private providers.
Private reintegration organisations act as training intermediaries between the providers and the lowqualified within the framework of reintegration trajectories. In this context, they make use of the existing
infrastructure for education and training. ROCs, for example, provide, on a contractual basis, adult basic
education for job-seekers to stimulate their access to vocational education and the labour market.
In addition to the local authorities, a number of different organisations are active in the field of work
and income: the Central Organisation Work and Income, the Council for Work and Income (Raad voor
Werk en Inkomen, RWI), Implementation Employees’ Insurances (UWW), and the Social Insurance Bank
(SVB).
3.1.2.

Stakeholders involved with learning in the context of work

Learning in the context of work is found to be increasingly important by employees, employers and
policy-makers. With regard to policy-making, a distinction can be made between stakeholders at the level
of sectors and firms. Since the 1980s, the employers’ and employees’ organisations in different sectors
have arrived at collective bargaining agreements that involve training arrangements. The nature of these
agreements differs widely between the sectors as they are regulated in sector based training funds. They are
financed by contributions by the employers on the basis of their wage-bill. At the level of the firm,
employers can also offer a course to their low-qualified employees. This can involve training provided by
firms and by external providers.
The training funds have the task of stimulating firms to invest in training and thus to provide more
attention to the low-qualified. This compulsory financial contribution to the training funds by all firms
means that all firms in a particular sector finance the training of employees. This reduces the risk that some
employers invest in the training of their employees but then find that these employees are subsequently
poached by other firms who themselves do little training. Training funds can be expended in different
ways. The funds can leave training decisions completely to the discretion of employers by paying them a
fixed subsidy for each day involved in training. An entirely free distribution of training facilities involves
the danger that the low-qualified will benefit least. This can be prevented by a requirement to arrive at a
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proportional distribution of the training subsidies for all employees. It is also possible to allocate vouchers
to employees, which they can use to purchase training. The experiment with Individual Learning Accounts
is one example of this (Waterreus, 2002).
In most sectors, multiple organisations are involved in training policies. A precondition of having
integrated policies is that these organisations co-ordinate their respective policies: sectoral employers’ and
employees’, the training funds, and the knowledge centres for vocational education-business concerns
(KBB’s) which have the task of developing the qualification levels required of initial vocational education
and training for the sector. Representatives of the employers and employees organisations are frequently
found in the boards of numerous organisations, but this does not necessarily guarantee co-ordinated
policies.
Government policy towards the training of employees is developed at national level by the Ministry of
Economic Affairs, the Ministry of Education, Culture and Science, and the Ministry of Social Affairs and
Employment. They work in close co-operation with the national employers’ and employees’ organisations.
These organisations have their own forum for discussion and policy making in the ‘Foundation for Work’.
The Foundation acts as a platform for consultation between employers and employees, the agenda being
dominated by conditions of employment in general and labour relations (website: www.stvda.nl).
There is increasing variation with regard to the what, where and how of learning in the context of
work. The interest in informal learning on-the-job is particularly evident. Although institutional actors are
not involved in learning in the workplace, branch organisations and government are indirectly involved
through the promotion of APL and the recognition of competencies acquired in on-the-job learning. This
indicates an increasing attention to continuity in the development of competencies by workers. The focus
shifts to the needs of workers themselves and the responsibility for workers to express their training needs
themselves, for example by means of individual learning accounts. This will be examined in more details
later in this report. Nevertheless, up till now firms remain the most important funding source for vocational
training (Waterreus, 1997).
Little is known regarding who (i.e. the individual worker or the employer) takes the initiative to
training or who has the final decision. Table 4.9 shows that 85% of participants see their courses as workrelated; 41% of these participants funded the course themselves while 48% did not need to make a
contribution to the costs (because the employer covered all costs). For men, these percentages are 40% and
50%, and for women, the corresponding figures are 50% and 41%.
3.1.3.

Stakeholders involved in learning and social cohesion

Given that the forms of adult education governed by the 1996 law are concerned with social
participation, many learning trajectories in the context of social cohesion are bought-in by local authorities
from the ROCs. This law makes it compulsory for local authorities to spend their State Budget for adult
education on courses provided by the ROCs. In the context of the law, the local authorities determine the
educational objectives, the target groups and the priority target groups (Huisman, 2002). In most cases
ROCs have to deal with different local authorities, each having their own wishes and priorities with regard
to the provision required and the target groups. Recent initiatives in the area of literacy are often developed
in this framework.
Other forms of adult education in the context of social cohesion are delivered by local neighbourhood
and community centres. Although these centres are not explicitly charged with the provision of adult
education, they do organise courses, such as computer skills, cooking and physical exercise for the elderly,
which help social integration and participation. The target groups for these activities can involve the
unemployed and those on low incomes who are also among the general low-qualified.
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Neighbourhood centres receive subsidies from the local authorities for their activities and thus form
part of local authority policy on non-formal and informal learning. There is no national policy with regard
to the planning and organisation of the provision made by neighbourhood and community centres. For this
reason, little quantitative information is available at the national level.
3.1.4.

Stakeholders involved in learning in the context of personal development

Stakeholders in the forms of learning for personal development are partly found in local authorities,
for example at music schools, but also at the organisations for residential colleges and popular universities.
The Popular Universities are members of the League of Dutch Popular Universities (BNVU), which
was established in 1912. These Popular Universities have the largest provision of foreign language learning
(www.bnvu.nl). Furthermore they offer a broad range of courses for cultural and general development
including ICT-courses. For the rest of the provision, policy is effectively in the hands of those who offer
courses on their own initiative. These can vary from private individuals offering courses such art history,
government agencies offering environmental education, non-formal learning organised by voluntary
associations, and commercial firms providing general courses by way of correspondence or distance
learning.
In this context, there is no direct policy link to the low-qualified unless the content of courses or the
financial conditions of participation take into account this group. This also applies to the conditions for
participating in education and training in the context of other activities such as sporting and voluntary
associations together with the commercial provision.
There is no national policy and quantitative information at the national level is difficult to find.
3.2.

Government policy and recent initiatives

In 2002 the Social Economic Council advised the Cabinet to launch a policy aiming at the realisation
of start qualifications for diverse groups within the working society, through 1) prevention of early dropouts in pre-vocational education and (senior) secondary vocational education; and 2) introduction of dual
routes (working/learning) with the help of the Assessment of Prior Learning (APL). The Council also
cautioned that, due to structural developments such as the ageing of the population and the rising level of
knowledge that is required, structural shortages of highly educated people and certain professionals such as
technicians will occur. “Upgrading of the working population is important in order to be able to meet the
demands of the “knowledge economy” and the structural developments in the labour market”.
The cabinet acknowledged the problem of people without a start-qualification and asked the Council
of Work and Income to develop target figures (for both the employed and unemployed) to be trained so as
to bring them to the level of a start qualification. Similar to the advice made by the Council for Work and
Income, the cabinet differentiates between adults employed and unemployed without a start qualification
on the one hand and young people on the other hand. For the group of adults employed and unemployed,
the target according to the European target, is that before 2010, 80% of the working population between 25
– 64 years should have acquired a start qualification. To achieve this target, fiscal facilities and European
Social Fund (ESF) means have been set in, with which employers will be able to finance the acquired
education routes up to start qualifications for the employed and unemployed (Cabinet Reaction, 2003.)
The education and training of low-qualified adults is part of the overall government policy concerning
lifelong learning which places emphasis upon the importance of lifelong learning from the perspective of
the knowledge economy (MOCW, 1993). The themes formulated by the Social Economic Council can be
traced in drafts of a new policy paper for the adult education and secondary vocational education sector
(BVE) – the “Course Vocational education and Adult education 2” (Koers BVE, 2004) -, the action
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programme Beta-technics, the Plan for fighting Youth Unemployment and the activities mentioned in the
Progress report RMC 2002 (Regional Report and Coordination, 2003).
With regard to the low-qualified, an important policy priority is the need for the whole working
population to acquire a start qualification. (Doets, 1993). To this end, a fiscal facility was introduced to
stimulate the employers to train unskilled workers up to the level of a starting qualification (Janssen,
2003). A recent initiative in September 2002 by the Ministry of Education, Culture and Sciences involves
the National Action Plan for Literacy of Indigenous Dutch with a four-year plan 2002-2006. The objective
of this Action Plan is to give a new impulse to literacy work intended for the indigenous Dutch adult
population. This impulse should result in a substantial increase in the number of participants on literacy
courses provided by ROCs.
Another policy intention is the strengthening of the demand side of the market for lifelong learning,
which is done through the articulation of the demand for learning. This includes specific focus on the
articulation of demand by the low-qualified. The Individual Learning Account is an example of a policy
initiative directed at the low-qualified (see also under “financing)”. Other initiatives include the
organisation of The Week of Learning, which is an annual week of activities intended to stimulate the
interest of (low-qualified) adults in learning, and the national literacy action plan. In addition, the
Transnational Knowledge Centre for Prior Acquired Learning has received ESF-Equal subsidies with
which they can apply accelerated APL procedures on behalf of the low-qualified, asylum seekers and
foreigners. Organisations can apply for the ESF3-subsidy in the case of fighting unemployment, sustaining
the employability of the working population and the optimisation of vocational education by preventing
pupils to drop out, and the guidance of students in practical vocational education (as part of lower
secondary prevocational education). In addition, the cabinet intends to introduce the “Lifecycle
Arrangement”. This arrangement means to offer several possibilities to organise ones course of life
according to ones own insight and to follow ones needs concerning the distribution of time over work,
education, relaxation, taking care of children, partner and (close) relatives. The Equal and ESF3
arrangements are not exclusively targeted to the low-qualified, but they form a very important target group.
Under the policy credo “increasing social participation and modernising social security”, the central
government policy is currently concentrated upon increasing, on the one hand, the diversity and freedom of
choice of individuals, while, and on the other hand, introducing new duties (Verwey-Jonker Institute,
2003). The proponents of modernising social security point to the paternalist character of the present
system in which individuals have few choices. Current generations are much more highly educated and
well-off than previous generations in the period when the present system was developed. They feel a need
for more flexible and individually determined rules. In particular those who seek to combine both paid
work could benefit from arrangements that better fit modern life cycles in which periods of learning, caring
and working are alternated. Others argue that such a liberalisation of the legislative rules around social
security might be to the detriment of the least qualified, since it calls upon knowledge and skills they do
not dispose of (Verwey-Jonker Institute 2003).
3.2.1.

Policy with reference to compulsory trajectories

The design of compulsory learning trajectories is not the objective of national policy, but is delegated
to the local authorities. This has resulted in a great diversity of projects and priorities and the absence of a
coherent picture at national level. Explicit policy towards the low-qualified is also absent at the local
authority level: local government policies are such that the low-qualified are more or less represented
among the priority target groups such as immigrants, youth, job-seekers, women and the illiterate. The
following paragraphs examine this.
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3.2.1.1. Adult education policy
Adult education has a long history that was long characterised by the residual role of central
government and its non-active role with regard to developments. This residual role can be explained on the
grounds that the learning activities largely took place in a vast variety of organisations and institutions and
were often a part of the work of interest groups with broader objectives (Laffree, 1996). Following the
establishment of the link between adult education policy and employment issues, adult education policy
has become the responsibility of the local authorities. Policy objectives and the positioning of adult
education constitute the framework within which local authorities buy-in adult education from the ROCs
(Huisman, 2001). This framework is the basis for determining the demand for adult education, priorities,
target groups, and the budget. The provision of adult education by the ROCs is determined by this and in
some measure by the autonomous policies of the ROCs. Evaluation of the policies of local authorities and
the achievements of the ROCs, provide information that can lead to policy adjustments.
In the past, it was above all people who had had little opportunity to attend school during their youth
who later made use of secondary general education for adults. Policy in this area is now decentralised to
the local authorities and it appears that it is currently used to prepare groups without a start qualification
for the labour market. All others wishing to make use of secondary general education for adults to improve
their qualifications are not included in this priority target group (SER, 2002).
The most important policy areas for adult education include: citizenship courses for immigrants,
reducing the numbers of those on basic social benefits, social activation, and access to the labour market.
Other policy areas that are less important are: the elderly, social welfare, and young people. The target
groups enjoying priority in the adult education policies of local authorities are:
•

Immigrants, especially in large cities and in particular “newcomers”.

•

Young adults up to 23 years of age, especially the unemployed and drop-outs from secondary
general and secondary vocational education.

•

Job-seekers older than 23, in particular those living on social benefits.

•

Women, especially single-mothers on social benefits and female job-seekers.

•

Illiterates.

It is remarkable that the majority of local authorities have not worked out adult education policy in
their policy programmes. As a result of this, there is an absence of a transparent social framework for their
policies towards the buying-in of adult education from providers. There is a danger in a number of local
authorities that their buying-in of adult education is fragmented and that market principles, such as price
and achievements, are dominant rather than social objectives. The presence of a policy programme more
often results in a more explicit use of adult education in other policy areas. In both of these areas, having a
policy programme and a broad use of adult education, the larger local authorities are in the vanguard. The
absence of a policy programme, in small local authorities, means that policy is determined regionally. The
demand in small local authorities is often too limited to justify a broad range of provision. For this reason
most local authorities co-operate with others in the region. This regional policy is more directed to the cooperative buying-in of adult educational provision rather than the development of an integrated policy
(Huisman, 2001).
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3.2.1.2. Citizenship policy
During the last decade, the number of countries from which immigrants enter the Netherlands has
increased considerably. Furthermore, the number of non-Western immigrants has also grown. Differences
between groups in the population have increased. Second generation immigrants are more likely than their
parents to adapt to the Dutch society. Their chances of social mobility are greater, but there is still a
significant difference with the indigenous Dutch population of the same age. Their likelihood of active
social participation remains less than is desirable. In recent years, the integration of new population groups
has increasingly become an important issue in the social debate. Integration is partly a question of
education and other learning opportunities. Of some importance are educational activities for newcomers
that contribute to citizenship. Access to the educational system is essential for second generation
immigrants, even more so than for the indigenous population of the same age. Formal education and other
learning opportunities have the role of reducing the learning disadvantages of immigrants when they enter
school. Post-initial, or adult education, was largely characterised by out-of-school learning associated with
non-formal and informal learning. It is clear today that adult education, adult basic education and
citizenship education have much more in common with formal education: classical teaching methods
focussed on the teacher, heterogeneous groups of learners, textbooks, homework and tests.
The Council for Work and Income and the Social Economic Council reported their draft advice to the
cabinet on 28 October 2003 about combining citizenship courses and work reintegration activities (also
called dual trajectories). The Council for Work and Income pleaded for more tailor made trajectories for
new citizens, provided by the municipal authorities. This means, on the one hand, that municipal
authorities must have more freedom of policy-making that inefficient boundaries between different
municipal budgets should be removed, and on the other hand, that payment should be more performancebased. The Social Economic Council supports the immigrants’ own responsibility for their integration
process. “Local governments must implement dual trajectories, and employers must be encouraged to
develop work-and-learning places in which language learning is integrated”. ROCs have an important role
in developing these dual trajectories, but the pre-existing obligation for municipalities to buy-in such
training from ROCs should be abolished. (Kennisnet Integratiebeleid en Etnische minderheden,
www.integratie.net)
3.2.2.

Policy with regard to work and income

According to the Council for Work and Income, the next years must be aimed at fostering economic
growth (by stimulating more people to work and increasing labour productivity), and by assisting the
(young) unemployed so they can go to work quickly in case of economic recovery. The employment policy
has, according to the Council, two main goals:
•

Increase labour force participation and employment.

•

Reduce sick-leave, unemployment and benefits dependency.

In this policy framework, the Council concentrates on three subjects:
•

Policy aimed at reducing unemployment benefits.

•

Policy aimed at increasing labour force participation among the handicapped.

•

Development of the market for reintegration of the unemployed and the handicapped.
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Due to the rapidly increasing unemployment rates, the costs of implementing employment policies
will increase rapidly: there will be more people in need of help, and it will take more effort (and money) to
get these people a job. At the same time, the Council concludes that, in the current recession, government
means for employability policies decrease is likely to instead of increase. Increasing number of people in
need of support with a decreasing amount of public finance necessitates choice. The Council made a
proposal to make use of the financial means as effective a possible. The proposals in this policy framework
aim at increasing the number of people that have gone back into work. The proposals implicate that:
•

The managers of the social insurance policy will be evaluated by the impact of policy. This will
give them incentives to deliver tailor-made services to their clients.

•

The managers of the social insurance policy will be able to increase their capacity, because overcomplicated and needless bureaucracy can be abandoned.

The approach of this policy framework is “tailor-made to work” (RWI, 2003).
Principles such as social protection and social justice provide the basis for existing policies in the
areas of social welfare, employment and social security. It is expected that the debate about the
modernisation of social security in the coming years will focus on the question regarding the degree to
which the new system will support or undermine these basic principles. Social justice is endangered when
certain groups are disadvantaged and are threatened by new forms of social exclusion.
The opposite of social protection is social participation. Participation is mainly understood as
participation in the labour market. Current labour market and social security policies are primarily directed
at paid work. According to the Verwey-Jonker Institute (2003), the question is whether or not only labour
market participation must be rewarded, and whether or not there is recognition that other forms of social
participation can contribute to the common good. This depends on the manner in which unpaid domestic
work – in society and in the home – are valued. (Cantillon, 2001b, Verwey-Jonker Institute, 2003).
A number of important changes have been recently introduced in the social security system. On the
1 January 2002, the Law on the Structure of Employment and Income (SUWI) came into force. The
traditional institutions have been amalgamated in the Implementation of Employees’ Insurance, and the
Employment Services (labour exchanges) have been closed and their basic services have been brought
together among the 131 Centres for Employment and Income (CWI’s). Furthermore, since 1 April 2002,
the Law on Improving Gate-keeping has been implemented. This law governs the distribution of
responsibilities for the reintegration of the handicapped. The principle of the SUWI is an integral approach
– the so-called “balanced system” – in which the client is guided to paid work, training or voluntary work.
This must be achieved in the form of tailor-made provision particularly in the case of reintegration. There
is also a criticism towards the new system on the grounds that clients are unable to play an active role. The
client has little influence on reintegration initiatives and there are too few opportunities to make choices
(Verwey-Jonker Institute, 2003).
3.2.2.1. Policy with regard to learning in the workplace
Policy with regard to learning in the workplace is the responsibility of the social partners.
In 2002 the Foundation for Work published an inventory of the nature and volume of the investment
by the social partners in training in the different sectors and firms. The most important conclusions were:
1) Almost all collective bargaining agreements refer to education and training arrangements. These
arrangements affect 97% of all employees covered by collective bargaining agreements.
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2) The nature of collective bargaining agreements has changed in recent years. There is a tendency
towards looking at education and training in a broader context. This is expressed in the creation of
more room for generic education and training from the perspective of improving the
employability of workers. Within this perspective attention is paid to new developments such as
Accreditation of Prior Experiential Learning. At the time of the report, 40% of all Training Funds
subsidised generic training above the level of the sectors.
3) The broadening of education and training arrangements in collective bargaining agreements is
manifested in the links established between such agreements and specific contexts such as
employability of employees, age-friendly personnel policies and career guidance. In this
connection, new instruments are used such as company training plans, personal development
plans and personal training budgets, etc.
4) The number of firms that organise education and training for their employees has increased
significantly in recent years to 90% of all firms. This has increased, in particular among smaller
firms with 10 to 100 employees, from 53% in 1993 to 85% in 1999. The smaller firms thus seem
to be closing the gap rapidly.
5) In parallel with this development, there has been a substantial increase in the financial investment
in education and training in the period 1993-99. Research by the CBS indicates that in 1999,
EUR 3.1 billion (which amounts to 92.7% of the total wage-bill) was spent on in-firm and
external education and training.4
6) Research by the IVA on Training Funds shows that around half of the 35 funds investigated can
be described as pro-active in that they take the initiative in the development of instruments to
support policy development for education and training rather than merely concerning themselves
with financial issues.
7) However, there are differences in pace and premises between funds.
8) Research by the Employment Inspectorate supports the conclusion that about two-thirds of
financial resources going to social funds were allocated for education and training purposes.
Although the employers and employees can determine education and training policy, both within and
outside of collective bargaining agreements, within the framework established for them by the sector and
the government, the common policy of the sector organisations and training funds exert a strong influence
on both the supply of and demand for education and training. However, just over 40% of the training funds
do not have a target group policy5, as is clear from Table 3.1.
Table 3.1 Target group policy of training funds in 1999
Target group policy
No target group policy
Low-qualified
Older workers
Women
Immigrants

17 respondents
41%
29%
24%
18%
12%

4.

Other studies arrive at different percentages. We stick here to the data provided by Statistics Netherlands,
since these figures are also included in international comparisons.

5.

These results have to be interpreted with quite some caution, since only 17 training funds responded to this
particular question in the study, while in practice there about 100 such funds (part of which are “dormant”).
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Job-seekers
Others
Source: Waterreus, 2002.

12%
6%

Training funds that stimulate the participation in education and training are largely concerned with the
low-qualified, followed by older workers and women. Immigrants and the unemployed are also
occasionally targeted with extra subsidies. It also appears that 41% of the training funds, including those
without a target group policy, are spent on activities for individuals without a start qualification
(Waterreus, 2002).
Employers tend to invest primarily on work-related competencies that are of direct benefit to their
own firms. It is only in exceptional circumstances that employers offer training that contributes to
competencies beyond what is required in their own firm. In small firms in sectors with a high level of
mobility, there is very little investment even in firm-related work competencies. In 2002 the SocialEconomic Council, in its report “The new learning: advice on lifelong learning and the knowledge society”
commissioned by the cabinet, pointed to the upgrading of the labour force as a problem. Employers take
many initiatives to stimulate education and training oriented towards the present tasks, while education and
training directed at prospective tasks are in most cases less likely to be in the picture. Generic education
and training, including work in another firm or sector, can be beneficial for employees who are threatened
to lose their jobs. In this regard, individual workers need to be more aware of their responsibility for their
employability in the future. According to the Social-Economic Council, there are currently too few sticks
to stimulate the individual to take more responsibility for personal employability.
The report by the Education Council (2003), “Making Work of Lifelong Learning”, also refers in this
regard to the one-sided investment in lifelong learning. However, in this case, reference is made to the
under-investment among the low-qualified and older adults. According to the Education Council, these
target groups are systematically ignored by employers (Onderwijsraad, 2003).
To stimulate the acquisition of a start qualification, which is regarded as an important condition of
success on the labour market, regular education and training or the Accreditation of Prior Learning (APL)
are considered. To this end, the Ministry of Economic Affairs, the Ministry of Education, Culture and
Sciences, and the Ministry of Social Affairs and Employment have financed the establishment of the
Knowledge-Centre for the Accreditation of Prior Learning in 2001in a co-operative agreement between
Stoas, CINOP and the Cito-group (Kenniscentrum EVC).
Accreditation of Prior Learning, like certification in general, provides proofs of the competencies
individuals possess and makes the assessment and public recognition of these competencies possible.
Although the notion of the Accreditation of Prior Learning in the Netherlands is often reserved for the
recognition of competencies within the national qualification structure for secondary vocational education,
the Education Council makes use of the term in a broader context. The Education Council finds that
Accreditation of Prior Learning offers the possibility of tailor-made work in the application of
competencies in learning and career trajectories (Onderwijsraad, 2003). The Council also sees
Accreditation of Prior Learning as a means of promoting informal learning in the workplace.
The majority of Accreditation of Prior Learning trajectories, however, still take place in pilot projects
and experiments such as the SBW pilot in offering for people working in ground work, civil engineering
and roadwork6. Such initiatives have been developed in various sectors. However, it is unclear as to what
level these initiatives were upgraded to standing procedures.

6

SBW is the Dutch training organisation for groundwork, civil engineering and road-building.

25

The Social-Economic Council views the many partial measures as a sign that the policy actors
involved – such as Ministries, social partners, educational institutions, administrative agencies and local
authorities – are convinced about the need for and necessity of implementing lifelong learning in practice.
There appears to be a basis of support for the further stimulation of lifelong learning from below. However,
the Council is critical about the lack of cohesion between the many initiatives. The Council argues strongly
for the development of a common strategic policy agenda in order to promote cohesion, to increase
effectiveness, to co-ordinate and stimulate the activities among different partners.
The drafting of a strategic policy agenda can be best done through discussions with all those involved
so that justice can be done to the complexity of the subject and the involvement of many actors who each
have their own responsibilities.
Cohesion and quality of provision
The Social-Economic Council identified significant problems concerning the lack of transparency and
cohesion in the supply of education and training. The strongly fragmented supply structure would gain in
cohesion and in particular quality, when publicly-financed institutions would take a stronger role in this
market (given their quality assurance role that these institutions have). At the same time, the SocialEconomic Council thinks that in the longer run, transparency will be improved if a more market-oriented
approach is applied to the post-initial education and training market. It is also necessary to facilitate the
implementation of Accreditation of Prior Learning. Accreditation of Prior Learning can be broad and also
involve agreements about guidance and assessment. The Council argued that the cabinet must promote the
implementation of Accreditation of Prior Learning by providing fiscal support as with other training
activities.
For tailor-made trajectories following the Accreditation of Prior Learning, more use must be made of
forms of the so-called accelerated individual training. This method of tailor-made individual trajectories
has not made progress in the ROCs due to the high costs. The high training costs, taking into account the
loss of income during participation, can be countered by the shorter tailor-made trajectory.
It is necessary to strengthen the demand-led approach to encourage the development of an open
education and training market. Private and public providers of post-initial education must compete with
each other under common conditions. To this end, it is necessary to make a clearer distinction between
initial and post-initial education and training (among others). The current situation presents an unclear and
ambiguous picture: an important part of the education and training market is in private hands, while public
providers also have a share of this market (though small).
3.2.3.

Policy with regard to learning and social cohesion

In a number of local authorities, activation projects have started. These are directed at individuals who
have, in the short-run, no real perspective of acquiring paid work. In general, the focus is on the clients of
the social services, although the target group can be extended to include those living on social benefits but
who are at some distance from the labour market. As with the case of learning in the context of compulsory
trajectories, no explicit policy for the low-qualified has been formulated. The exception is the already
mentioned National Literacy Action Plan for indigenous Dutch adults, which is intended to give a new
impulse to literacy work among the indigenous population. The trajectories described below are implicitly
directed to the low-qualified since they more or less belong to the target groups involved, although it is
unknown how many there are.
Trajectories are established in a number of sectors such as elderly care, home help, neighbourhood
safety, environment, catering and child care.
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Examples include the “Activated Talent” project of the National Institute for Care and Welfare
(NIZW), and the “Unused Qualities” project initiated by the local authority in Rotterdam.
Experiments with social activation for long-term unemployed people with subsistence income have
resulted in more of them finding paid work and thus preventing social exclusion. This activity is also
indicated in the report “Minimum income experiments: stimulus to activation”7 which describes the results
of 35 experiments. The activity-bank of the ISSA contains an overview of 170 experiments in which
voluntary work provides the basis for social activation.
The so-called “neighbourhood approach” demonstrates nationally an increasing variety of forms,
objectives and methods. Some towns regard the neighbourhood approach as bureaucratic decentralisation.
Others regard this approach as a physical restructuring process or as activation of the inhabitants. In
general, it is clear that new impulses are needed for the level of the contribution of professional community
and social workers in the neighbourhood approach. This is made clear in research into support services for
inhabitants in Rotterdam (Van Hooijdonk et al. 2002), and the trends study of social-cultural work and
community development also in Rotterdam (Veldboer, et al. 2002). The quality of the work is not always
adequate according to the Verwey-Jonker Institute (2003). In order to bring about improvement, it is
necessary to give social welfare more space alongside schools, police, and housing associations, and to
restore its capacity to undertake research and development. There is also a need for more knowledge
transfer among professionals and among organisations. According to the Verwey-Jonger Institute, it is
necessary for professionals to account for their social added value.
Subsidised provision that is not regarded as adult education is defined in central government policy as
welfare policy. According to the Dutch Association of Popular universities, there is inadequate recognition
in the Netherlands, at both national and local levels, of the contribution of the non-formal learning
provided by these private institutions to social participation. The provision made by these institutions is
allocated in this report to the category “personal development”. Their contribution to social participation is
not undisputed. Local authorities vary in their decisions to subsidize these institutions for their activities.
According to the Association, this results in differences in implementation and financing.
3.2.4.

Policy in the context of personal development

As already reported above, there is no clear national policy or quantitative data on personal
development. The policy stakeholders with regard to learning and personal development are primarily the
providers themselves, cultural organisations, voluntary organisations, associations and commercial
providers.
Participants of programmes related to personal development offered by the Popular Universities do
not belong to the target groups on the lists of local authorities. The major problem for these institutions is
the fact that the legislation and regulations of different Ministries and between the Ministries and local
authorities are not co-ordinated. From their point of view, there is divided central policy with regard to
Adult Basic Education (Ministry of Education, Culture and Sciences), social activation (Ministry of Social
Affairs and Employment), citizenship (Ministry of Home Affairs), and integration (Ministry of Foreign
Affairs and Ministry of Housing, Welfare and Sport).
Providers of learning in the context of personal development do not focus on the low-qualified. It is
indeed the question whether they have explicitly defined the low-qualified as a target group in terms of
determining their provision. It is more likely that they can make their provision more accessible to people
on low incomes, including the low-qualified, by giving reductions on tuition fees to the low-qualified.
7.

IVA, Tilburg, July 2002.
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3.3.

Finance

3.3.1.

Financing of compulsory trajectories: work-related and citizenship

3.3.1.1. Key statistics of expenditure on (adult) education and citizenship
The Ministry OCW allocates financial resources to the local authorities for adult education and
citizenship courses. In the case of adult education, these resources are based on the number of adult
inhabitants, the number of adult immigrants and the number of educationally disadvantaged adults in each
local authority. The level of the resources available for citizenship courses are dependent upon the number
of citizenship courses and the results achieved.
The costs of adult education courses comprise the legal tuition fees and the school costs. In adult
education there are only legal tuition fees in the case of secondary general education for adults (vavo).
These are indicated in the prospectus of legal tuition fees. For other courses, there are no legal tuition fees
but only school costs. School costs are the other costs involved in following a course.
Table 3.2 Expenditures in adult education and citizenship courses
1997
Expenditure and income x € 1 million
Expenditure
Secondary vocational education
Adult Education
Citizenship
National bodies (KBB’s)
Other expenditures, including.
Examination fees
Buildings
Income
Source: MOCW, 2002.

3.3.2.

1998

1999

2000

1 840.2
1 260.6
195.7
69.1
71.4

1 994.2
1 419.4
186.0
79.5
75.7

2 086.3
1 484.9
206.5
78.2
81.1

2 261.8
1 623.6
200.0
90.5
89.7

71.8
171.7
39.6

59.5
174.0
11.7

58.9
176.7
34.9

63.9
194.0
31.0

Financing of secondary vocational education

The Ministry of Education, Culture and Sciences directly finances the provision of secondary
vocational education by the ROCs based on:
•

The number of participants, and

•

The number of diplomas.

ROCs can also provide education and training activities for third parties which are known as contract
activities. Such activities can be commissioned by, for example, private reintegration organisations or
firms.
3.3.3.

Learning in the work-place

An important part of employability policy comprises of education and training. In this policy context,
education and training are a means through which employees can work actively on their careers. The
annual Autumn Report 2003 of the Employment Inspectorate shows, however, that education and training
are mainly used in order to help employees adapt to changing circumstances. In a large number of
collective bargaining agreements that have been investigated (see Table 3.1), there are arrangements
related to education and training but these are most often placed in a specific context. Education and
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training is then an instrument for the adaptation to changes in terms of technological innovations in
production processes, reorganisation and take-overs. This means that education and training are on a par
with supportive social policy.
In light of this past history, the introduction of individual learning accounts (described later in this
chapter in more detail) introduces a new perspective: “Until now collective bargaining agreements have
been largely concerned with the creation of facilities at the sectoral level.” The Federation of Dutch Trade
Unions finds these agreements as important and wishes to continue and expand them. In addition, the
Federation also wishes to introduce new perspectives: “The worker must acquire rights and possibilities as
an individual who has his or her own responsibilities and wishes to exercise them” (FNV, 2001). In
practice, nonetheless, the number of collective bargaining agreements including measures for personal
training budgets remains relatively low as is indicated in the New Year report of the Employment
Inspectorate on the collective bargaining agreements in 2003.
Table 3.3 Collective Bargaining Agreements (CBAs) with measures for development plans
Development plans
Personal development plans
Personal training budget
Company development plan, of which
Works council and company training plan
Budget available on behalf of company
development plans
Branch development plan
Facilities on behalf of learning
activities/participation in training (financial)

53
10
36
24

% employeesa
30
13
33
23

10
4
60

14
1
43

87

66

number of CBA’s

b

Total

a)
Percentage of total employees covered by the 122 CBA’s researched.
b)
Some CBA’s have multiple arrangements. This is the reason why the total is not equal to the sum of the different
arrangements.
Source: Arbeidsinspectie, 2003.

In the Netherlands, there are more than 100 sectoral and branch training funds. Employers pay a
percentage of the total wage-bill to these funds as determined by the collective bargaining agreements
(Waterreus, 2002). Collective bargaining agreements also include agreements for paid educational leave.
These arrangements also apply to the low-qualified employees.
(Under-) investment by employers in the training of the low-qualified
The low-qualified are indirectly one of the target groups in a number of financial arrangements
(Onderwijsraad, 2003):
•

Paid educational leave for a return to initial education.

•

Individual learning accounts (see: financing education and training via individual learning
accounts, further in this section).

•

Sector initiatives (such as: financing via the employer and the role of collective bargaining, as
just discussed).

Certain larger companies organise an adapted training provision for low-qualified immigrants in
which job-training and language courses are combined. This approach appears to be motivating and leads
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to social and cultural integration. Following completion of such a trajectory, immigrants appear to have
improved job opportunities (Onderwijsraad, 2003).
3.3.3.1. Courses and training
Dutch firms spend about EUR 3 billion per annum on education and training (Waterreus, 2002). This
figure involves both direct and indirect (e.g., wages) costs of education and training. The total investment
has risen rapidly in recent years, which means that branches with a low record of investment in training in
the past now offer facilities.
Employers in the Netherlands contribute a fixed percentage (the amount depends on the sector) of
their wage-bill. In comparison with other countries, this is a substantial amount of levy. In the metal sector,
for instance, this amounts to 0.5%. This fund invests a small part of its budget in training for the
unemployed, about 50% in the apprenticeship system and the remainder goes into the training of
employees in the work-place. Individual employers decide how and for whom these possibilities are used.
One of the training funds in the construction industry invests, for example, not only in training as such, but
also in job-creation projects, child care, and employment conditions. Employers are not always enthusiastic
about the fact that they no longer make decisions about investments in training and human resource
development entirely by themselves. In general, sectoral initiatives are less adequate if employers do no
longer fully recognise their own direct benefits from investments. When trans-sectoral training initiatives
are required, the involvement of central government is inevitable (Onderwijsraad, 2003).
The figures presented in the table in Annex 3 are drawn from various CBS studies on enterprise
training. Part of the studies (notably 1993 and 1999) were financed by the European Commission and
conducted under the supervision of Eurostat in the different member states of the European Union (1993)
and the member states en pre-accession countries (1999). The Dutch research was co-financed by the
Ministry of Education, Culture and Sciences and the Ministry of Social Affairs and Employment.
Financing training through Individual learning accounts
In general terms, post-initial education, also for the low-qualified, does not include a return to an
initial trajectory. It usually involves limited types of education and training activities that are more oriented
to work situation. Most individuals tend to regard the employer as responsible for work-related learning
after initial education. Almost all initiatives for involvement in work-related learning are based on firms.
Among measures directed to individuals, individual learning accounts8 now attract interest. Individual
learning accounts are savings accounts which can be used for investments in education and training. In the
Netherlands, this explicitly involves work-related learning. Nonetheless, most participants indicate that
personal development is the most important motive and that improving their functioning at work and
possible promotion are secondary matters. Participants seem to appreciate that the learning account makes
them less dependent upon their current work. Though the individual learning accounts was not exclusively
designed for the low qualified, one of the intentions was to recruit low-educated account holders. Of those
that did participate in the experiments, 53% had only a prevocational level of educational attainment
(i.e. lower secondary education). During the experiments, the interest increased among all those involved.
The employers, who took some financial responsibility, were positive and perceived more advantages than
disadvantages as compared to traditional training instruments (Geertsma et al., 2004)). Learning accounts
are primarily intended for those groups, such as the low qualified, that are normally under-represented in
8.

The Individual Learning Accounts were tested in 8 pilots covering about 1 100 individuals (employed as
well as unemployed). The experiment as such has been concluded towards the end of 2003, but the
experiences gained in these experiments are the basis for new policies in this area that are presently being
developed.
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post-initial learning. The term learning account should not be taken too literally, since sometimes it
concerns vouchers and the available budgets are directly transferred to the provider. The financial
contribution of the different partners can vary.
It would appear to be helpful, at least in the first instance and especially for the low-qualified, to use
learning accounts in such a way that investments in learning activities are made possible that have more to
do with personal development than work-related objectives. Furthermore, it would appear that learning
accounts for the low-qualified work better when they are positioned in relation to work or some other
social context. This is probably the case because the social context makes clear what the possibilities are,
but equally important is the psychological support and stimulus provided by the social context. Initiatives
that do not work in this manner seem to attract above all the more highly qualified.
The low-qualified, including those who have not participated in education for many years, are
successful in completing a training trajectory when the conditions are appropriate. They are subsequently
competent enough to assume new tasks and to look for additional training. A number of the financed
initiatives made clear what the preconditions are for successful investment in the low-qualified. Guidance,
social support and stimulus appear to be as important as financial support. Learning for personal objectives
is a stimulus for further learning. Learning appears to lead to satisfaction even if the effects are limited in
terms of their labour market position. Satisfaction with regard to personal development as a result of
learning is even a bit more pronounced than satisfaction with regard to occupational qualifications gained
as a result of learning (Onderwijsraad, 2003).
3.3.4.

Financing learning and social cohesion

As is the case with other policies, the financing of learning in the context of social cohesion is
decentralised. Subsidies from local authorities are the most important sources of financial support for nonformal and informal learning, neighbourhood and community centres, voluntary organisations, associations
and literacy work.
3.3.5.

Financing learning in the context of personal development

Learning in the context of personal development is to an important degree financed by the participants
themselves. Popular Universities receive subsidies from their local authorities which leads to reductions in
tuition fees for individuals with low income.
In 2002, individual Dutch citizens deducted EUR 87 million from tax for the costs of education and
training. Such costs are deductible in the range of EUR 500 to EUR 15 000. It is impossible to determine
the actual costs of education and training for individuals.
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4.

4.1.

EDUCATION AND TRAINING FOR LOW-QUALIFIED ADULTS: PARTICIPANTS,
PROVIDERS AND MOTIVATION

Participation in learning: characteristics of participants

In 2002, the number of low-qualified adults comprised of 37%9 of the total population. This is 27% of
the working population, 42% of the unemployed working population, and 57% of the non-active
population (see Chapter 2, table on educational levels). However, it is important to note that:
1) Some categories of the low-qualified are not included, such as those with an uncompleted primary
education or those with an unknown qualification level, which might mean that the total
percentage of low-qualified adults could be higher.
2) The group of 15-24 year-olds is included while a part of this group is still (partly) in compulsory
education and their final level is unknown.
The characteristics of low-qualified adults in terms of sex and labour market position are indicated in
Chapter 2. The characteristics of the low-qualified in terms of ethnicity, labour market position and
educational level are given in Table 4.1.

9.

This percentage is not based upon possession of a start qualification, but upon course attendance at
secondary level. The CBS does not work an indicator based on start qualification.
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Table 4.1. Population aged 15-64 by labour market position, ethnicity and educational attainment, 2002
a

Total x
1000

Primary
%

Lower
general
sec %

Prep.
Voc.
Education
%
15
15
14
14

Upper
sec.
Education
%
7
6
8
10

Secondary
vocational
%

Higher
professional
%

Population
10 871
12
10
33
16
Indigenous
10
10
34
17
Immigrants
26
10
21
12
Western
12
9
26
16
Nonwestern
34
11
14
8
19
10
Turkish
50
9
14
6
12
6
Moroccan
50
10
15
5
14
4
Surinamer
21
16
12
6
29
12
s
Antilleans/
Arubans
20
10
19
6
27
14
Others
28
10
12
11
17
13
Working
population
7 141
7
7
13
6
38
20
Indigenous
6
6
13
5
39
20
Immigrants
8
7
13
6
37
19
Western
8
6
14
8
29
19
Nonwestern
8
7
13
6
37
19
Turkish
33
10
18
8
20
9
Moroccan
35
7
18
4
24
6
Surinamer
15
11
11
6
37
14
s
Antilleans/
Arubans
13
6
19
5
35
15
Others
18
8
13
12
21
15
Unemployed
302
14
12
16
8
27
14
Indigenous
13
12
15
8
30
15
Immigrants
19
17
18
8
24
10
Western
14
7
20
6
23
18
Nonwestern
19
17
18
8
24
10
Turkish
47
18
10
2
16
2
Moroccans
43
3
22
4
10
Surinamer
5
30
29
3
15
19
s
Antilleans/
Arubans
9
14
21
33
20
Others
16
7
18
14
22
11
Inactive
3 427
23
17
17
8
22
9
Indigenous
20
18
18
8
24
9
Immigrants
24
17
17
8
22
9
Western
20
12
15
12
21
11
Nonwestern
24
17
17
8
22
9
Turkish
66
7
11
6
5
3
Moroccan
64
13
12
5
4
2
Surinamer
37
22
12
5
15
7
s
Antilleans/
Arubans
32
16
19
10
12
10
Others
41
12
11
9
11
11
a)
Including “level of education unknown”. / Source: CBS, Labour Force Survey 2003, 2004.
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University
%
7
7
8
12
6
1
3
4
5
10
10
9
9
16
10
2
5
6
7
13
8
8
3
12
3
5
17
3
12
2
2
3
7
3
2
2
5

The learning undertaken by the low-qualified can take place in different forms of education and
training. Their participation is (more or less) categorized as follows:
1) Compulsory trajectory for citizenship or access to the labour market.
2) Work-related.
3) Social cohesion and;
4) Personal development.
In this chapter, the statistics will be presented for as many groups as possible. However, this
presentation will often be restricted to general information per category, since separate statistics on the
low-qualified within these categories are not available. While much is known about participation in adult
education, this does not apply to the specific category of the low-qualified. Two more general
developments make it increasingly difficult to collect data for each category:
•

Since participation data is only available for a selected number of providers, data on the total
number of participants (within a particular category) are not available. Thus, the available data is
limited to specific forms of provision. Examples are the participation in adult education provided
by ROCs.

•

Education and training are less likely to be available through collective courses. They are more
likely to be offered via individual trajectories in which there is not only room for participation in
a course, but also for informal learning, individual discussion and coaching. This development
means that: a) not all learning activities can be described in terms of participation in a course; b)
statistics on participation in courses must be derived indirectly through agreements with
individuals and no longer in generic categories of participation in a course.

4.1.1.1. Relationship between initial education and adult education courses
Participation patterns in adult education makes it clear that it is not as much the educational level
obtained, but the type of initial education that affects participation, This can be seen by contrasting
participation in general and vocational education. Participation in courses is higher among those who have
completed a general educational pathway (27%), than among those who have completed a vocational
education pathway (20%). This difference is found at all levels of qualification (Doets and Neuvel, 2000).
Differences in the work situation are also reflected in participation. Participation was higher among
volunteers (26%) and by house-wives/house-men (29%). This can in part be explained by the gender
effect. Volunteers and house-wives/house-men are predominantly female and comprise 80% of both
categories.
4.1.2.

Characteristics of participants in compulsory learning and access to labour market trajectories

Citizenship courses for new immigrants are part of the compulsory learning trajectory. In addition,
there are compulsory learning trajectories for job-seekers who wish to maintain their rights to social
benefits and have a relatively small chance of finding work due to personal circumstances or low
qualifications.
4.1.2.1. Participants in citizenship courses
Participants of citizenship courses are those older than 18 who have in principle been resident in the
Netherlands for less than a year. This broadly defined group of “newcomers” includes full immigrants –
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sometimes known as “traditional newcomers” in the form of family reunification and marriage – temporary
residence permit-holders – including political refugees – and “newcomers” from the Antilles and Aruba.
Temporary residents with a residence permit for one year, for example following a course of study,
practical placement, temporary work, au pairs, are not required to follow a citizenship course. This also
applies to those holding a provisional residence permit and residents of other member states of the
European Union. Also excluded are citizens of the United States, Israel and Switzerland (www.justitie.nl).
The exact number of participants in citizenship courses is unknown because statistics are not collected
centrally. One alternative indicator is the number of immigrant participants in KSE 1-3 level courses, and
NT2 1-2 level courses. In 2001, the total number of participants was 67 000 (see also Table 4.8 further on).
More recent figures are not (yet) available. The available figures do not make a distinction between
newcomers and “old comers”, although the age criterion can give an indication (with the old comers being
presumably relatively older). Unfortunately, there are no information regarding the relationship between
age and origin.
4.1.2.2. Participants in labour market access trajectories
In 2001, the total number of people younger than 65 that have received occupational disability,
unemployment or social security benefit was slightly less than 1.5 million. A significant proportion of them
are not available for the labour market due to full occupational disability or to exemption from work duty
because of caring responsibilities for young children or for serious personal problems. There are also a
number who work part-time in addition to receiving a social benefit. On the basis of the legal criteria,
400 000 people on benefits have a work duty and could formally be reintegrated in the labour market
(Table 4.2).
Table 4.2 Number of legally “employable” individuals on benefits (2001)
Employable with:
Occupational disability benefit
Unemployment benefit
Social security
Minus combination cases:
Different disability benefits
Between disability and unemployment benefits
Between disability benefit and social security
Total

145 400
194 400
112 700
-12 700
-25 600
-8 000
406 200

Source: Hoff, Jehoel-Gijsbers and Wildeboer Schut, 2003.

Based on the criteria used in practice –which indicates whether an individual is employable within a
reasonable period–, the number of individuals receiving benefits that could be reintegrated into the labour
market, which amounts to 275,000 individuals, was much lower at the end of 2001. Among all the
unemployed job-seekers, 40% appeared to be unemployable in the short run (so-called phase four
individuals, who need substantial support and social reactivation before they can be reintegrated in the
labour market).
Finally, the number of those on benefits who are considered employable was about 215 000. It is
important to note that one-third of those who regard themselves as employable, were actually
occupationally disabled and were therefore not legally required to work. On the other hand, there are many
people with a legal duty to find work who do not regard themselves employable nor find any opportunities
on the labour market (Hoff, Jehoel-Gijsbers and Wilderboer Schut, 2003).
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Unemployed (on benefit) that can be reintegrated according to legal criteria
In the above description, legal criteria have been used to distinguish those who are considered to be
employable (i.e. those who can be reintegrated into the labour market). These criteria are based on the
efforts required, for instance, among the unemployed to reintegrate. To this end, four phases are
distinguished in the reintegration process:
•

Phase 1: individuals will be directly employable without further reintegration efforts. He/she can
make use of basic services provided by Centres for Work and Income including information and
advice.

•

Phase 2: individuals will be employable within a year when provided with appropriate
reintegration services.

•

Phase 3: individuals who require a reintegration trajectory of one to two years before becoming
employable.

•

Phase 4: individual will be (temporarily) released from the work duty or should, due to serious
personal problems, first be referred to social work or social activation. The Centres for Work and
Income consider the individuals classified as belonging to phase 4 as being unemployable.

According to Hoff et al., nearly 200 000 unemployed were employed according to the legal criteria
(see Table 4.3). A distinction is made here between those on unemployment benefit and those unemployed
who are, however, still on the payroll of their previous employer. For those who become redundant in the
public sector (e.g. working for public education or for public administration) it is common for the
employer to be required to continue pay their benefits for a certain period, in case positions within the
work organisation might become vacant to which the unemployed person could return. This policy has
been installed to discourage employers in the public sector to fire employees too easily.
Table 4.3 Legally employable individuals on unemployment benefits by age (2001)
<57.5 year olds
People on unemployment benefit
104 500
Unemployed who are still on the pay list of the
25 400
employer
Total to be reintegrated
129 900
Source: Hoff, Jehoel-Gijsbers and Wildeboer Schut, 2003.

57.5 – 64 year olds
51 900
12 600
64 500

Total
156 400
38 000
194 400

Legally employable on social security benefits
A minimum income through social benefit is legally guaranteed to every citizen who “does not
possess the means to pay the necessary means of existence” (Franken and Prins, 2002, p. 18). At the end of
2001, approximately 322,000 households made use of this benefit (Table 4.4). Individuals can only claim
social security benefits if there is no other source of income within the household.

36

Table 4.4 Total number of individuals on social security benefits, by employability, 2001
Number
Total number of beneficiaries
Formal exemption of work duty:
Single parents with children
younger than five
Medical grounds
Other grounds
Formal exemption, total
With work duty, total
Already working part-time
To be reintegrated

Number
322 100

37 200
68 000
72 300
177 500
144 600
31 900
112 700

Source: Hoff, Jehoel-Gijsbers and Wildeboer Schut, 2003.

Of those on social security benefits in 2001, 177 500 were not considered to be employable, due to the
need to take care of young children or due to medical or other grounds. Of those who were considered to
be employable, 22% combined a partial social benefit with part-time work.
Reintegration of job seekers
In 2001, 489 300 persons were registered at the Centres for Work and Income as job seekers. In 2002,
this number had increased to 547 300 (this figure concerns all those who are available in the labour market
for 12 hours a week or more, irrespective of whether they receive any benefits or not). In 2001, 39% of
those registered were considered to be unemployable (phase 4). This figure dropped to 35% in 2002
(Table 4.5).
Table 4.5 Registered non-working job-seekers by phase, 2001 and 2002
2001
Number
Total:
489 300
Phase 4
191 800
Phase 1,2,3
243 900
Phase not yet determined
47 600
Shortened registration
5 900
Employable
297 500
Source: Arbeidsbureau Nederland, NWW-data file, SCP-adoption.

2002
%

Number

%

39
50
10
1
61

547 300
189 600
302 900
48 200
6 600
357 700

35
55
9
1
65

On the basis of the phases employed by the Centres for Work and Income, 297 500 individuals were
considered to be suitable for reintegration in 2001, a total that is significantly lower than the
406,200 individuals who met the legal criteria for reintegration in 2001. Separate figures concerning
people on social security benefits also show that practice can differ from legislation and regulations.
Around 7% of people formally on social security benefits with work duties were treated as if released from
this duty. In sum, in practice, work duties appear to not always to be synonymous with work capacity.
There is no information available about the number of reintegration trajectories commissioned by
local authorities (van Horssen et al., 2003). There are figures available about reintegration by the UWV,
although not classified by educational level. In 2001, the UWV commissioned reintegration trajectories for
almost 80 000 clients. One in six of these clients (17%) dropped out before the trajectory commenced so
that no more than 66 000 actually entered the reintegration trajectory. The latter constitute less than a
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quarter (22%) of the nearly 300 000 individuals on benefits who meet the legal criteria for reintegration
and for whom the UWV is responsible. The causes of premature drop-outs are not recorded so that it is not
possible to say how many clients dropped out for positive reasons (e.g. found work) or for negative reasons
(e.g. poor health).
Low-qualified unemployed adults can be forced by municipal authorities and/or the UWV to
participate in adult education or vocational training as a condition for retaining their social security benefits
or to qualify for employment counselling and guidance.
Statistics on participation in “access-to-work” trajectories are difficult to find, but information about
the participation in adult education as provided by the ROCs, which can be part of such “access-to-work”
trajectories, are known. The lower level courses – KSE 1-3 and NT2 1-3 – are intended for the lowqualified. NT2 level 3 is intended as the target for citizenship policy. Following completion of the general
educational KSE and NT2 courses (in particular level 1-3), participants will need to follow a vocational
course to become qualified for the labour market.
Table 4.6 Participation in and completion of adult education
period
1998-1999
2000-2001
2002-2003
Source: CBS, 2004.

KSE 1-3
NT2 1-3
115 660
122 990
133 330

KSE 4 (lower
secondary)
12 040
9 660
6 810

KSE 5 (higher
KSE 6 (higher
secondary – 5 years) secondary – 6 years)
10 710
5 760
7 400
3 480
6 580
2 750

NT2 4-5
13 130
12 600
13 600

The distribution by age is shown in Table 4.7.
Table 4.7 Participation in and completion of courses in adult education and Dutch as a second language
(level 1-3), by age
Participants
Total KSE 13/NT2 1-3
Periods
absolute
1993/'94 145 420
1994/'95 138 450
1995/'96 125 430
1996/'97 117 650
1997/'98 109 670
1998/'99 115 660
1999/'00 121 240
2000/'01 125 470
2001/'02 122 990
2002/'03 133 330
Source: CBS, 2004.

Age groups
20

20-24

25-29

30-34

35-39

40-44

45-49

50-54

55-59

60 and
older

6 700
7 450
5 860
5 530
4 830
5 500
4 880
4 660
4 520
5 370

17 200
17 560
14 730
14 320
12 720
13 630
13 640
13 950
13 320
14 710

22 100
21 980
19 750
18 810
17 470
18 170
18 520
18 750
17 550
19 230

21 600
21 460
19 540
19 250
18 700
19 340
20 060
19 760
18 900
20 170

19 200
17 180
16 440
15 860
15 480
16 860
18 270
19 160
18 250
17 950

15 600
14 140
13 230
12 300
11 740
12 640
13 630
13 680
13 280
14 950

12 900
11 300
10 720
9 870
9 160
9 560
10 330
10 690
10 350
11 390

10 200
8 980
8 300
7 460
6 860
7 240
8 080
8 900
9 030
9 680

8 500
7 810
7 350
6 250
5 470
5 610
5 960
6 550
7 150
7 850

11 420
10 580
9 510
8 010
7 270
7 110
7 880
9 360
10 640
12 040

The characteristics of participants by origin and age are shown in Table 4.8.
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Table 4.8 Participation in KSE level 1, 2 and 3, NT2 level 1, 2 and 3 courses by age and origin (2002)

Ethnicity
Indigenous
Immigrants
Gender
Male
Female
Age
< 29 years
30-49 years
50 years >
Total participants (000s)
Source: CBS, 2003.

4.1.3.

1990

1995

1999

2000

2001

2002

50
50

39
61

31
69

31
69

33
67

-

36
64

38
62

38
62

37
63

36
64

35
65

36
46
18
115.1

32
48
20
125.4

31
52
18
121.2

30
50
20
125.5

29
49
22
123.0

29
48
22
-

Participants in work-related learning

The term work-related education and training is defined in this research report as follows: education
and training courses for employees that are at least partly supported by employers such as financial
assistance or time free from work. This definition includes both internal courses (i.e. organised by the firm
itself) and external courses (organised by an external provider). These are learning activities that are
provided for a number of participants at the same time and almost always take place away from the direct
work environment. Although work-related learning can also encompass informal and non-formal learning
(such as learning by doing, training on-the-job), statistical information about these forms of learning are
not readily available.
Table 4.9 provides an overview of participation in courses by 15-64 year-olds in 2002. A majority of
the respondents indicated that they regarded the courses as work-related. Table 4.9 does not provide
information that particularly pertains to the least qualified.
Table 4.9 Participation in post-initial education by 15-64 year-olds, 2002
%
%
%
%
%
participants’
hours per
%
%
%
participation participation participation
participants
motivation
Characteristic in courses
in courses
in courses
week
participants participants participants
with study
is labour(absolute)
paid
did not pay paid a part
by target
less than
longer than
leave
market
group
6 months
6 months
related
Total
13.6
6.2
7.4
32
4.7
44
47
9
85
Male
13.7
6.5
7.2
34
4.9
40
51
9
90
Female
13.5
5.8
7.7
29
4.4
50
41
8
85
indigenous
13.3
6.4
6.9
33
4.6
43
49
8
87
Non-western
immigrant
14.3
6.1
8.1
24
5.1
52
39
9
86
Working
population
15.7
7.6
8.1
32
4.7
44
47
9
89
Unemployed
13.4
4.4
9.0
56
38
6
91
Inactive
7.9
2.5
5.4
78

Source: CBS, 2002.
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Table 4.10

Participation among the working population aged 15-64 on an average working day, by
occupational level, 2001
Total x 1000

Total
Low-skilled
occupations
Semi-skilled
occupation
Skilled
occupations
Professions
Scientific
occupations
Unknown
Source: CBS, 2002.

6 210

Work-related
long course %
7

Work-related
short course %
4

Not work-related
course %
2

375

4

2

2

92

1 339

5

3

2

91

2 449
1 374

7
10

4
6

2
3

87
82

591
83

10
9

4
3

4
2

82
86

No course %
87

Table 4.10 illustrates that workers at a low skilled occupation are less likely to take part in education
and training than workers at a higher skilled level. According to the Education Council, there appears to be
much more potential among those largely excluded from post-initial learning – especially among the lowqualified – than is usually recognized by both employers and employees themselves. Financial and social
returns on investments (to both firms and individuals) among these groups are high. The Council argues
that, given the expected returns to individuals, firms and society as a whole, investments in participation in
learning by the low-qualified as well as by the older workers should be encouraged. In this context,
investments should first be directed at consciousness-raising among both employers and the employees
themselves with regard to the potential in these groups. In addition, it is important to adequately stimulate
interest financially. When it comes to investments in the low-qualified, the Education Council furthermore
points to the need to also pay attention to guidance and social stimulation and support, particularly in the
work environment (Onderwijsraad, 2003).
Research among firms with more than 10 employees (at all occupational levels) indicates an upward
trend in the number of courses.
Table 4.11
Year
1986
1990
1993
1999
Source: CBS, 2004.

Participation by employees in courses 1986-1999

Number of courses followed
per 100 employees
25
33
38
77

Costs as % of wagebill
1.5
1.7
1.8
2.8

Costs per employee in
Euro
358
417
495
826

The characteristics of participants in on-the-job learning are difficult to determine. This form of
learning is relatively invisible in the work-place and lacks formal structure. On-the-job learning depends,
among other things, on individual involvement as expressed by the degree of satisfaction with one’s
achievements, the desire to improve one’s achievements, personal interests, motivation and possibilities for
progress. Furthermore, the working environment is of essential importance: the availability and
accessibility of other workers (the social environment) and of other sources of information (the information
environment). The social environment involves the learning possibilities that result from actual contact and
support together with feedback from colleagues and supervisors. For social learning networks to function
at the workplace, there must be adequate possibilities for communication, both related directly to the job
and the outside world. Managers play a key role in learning on the work-floor. They are not only important
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sources of information and experiential knowledge but can also promote the willingness to learn from each
other even beyond the departmental or occupational borders (Onstenk, 2002).
Participants in accreditation of prior learning (APL) trajectories are selected on the basis of criteria
established by branch organisations. The wood industry (Knowledge Centre Vocational Education –
Business; “Foundation Wood & Furniture”) pitches its pilot APL-projects at Level 2 of the national
qualification structure, while the metals branch includes Levels 1 to 4.
Low-qualified adults can also follow training courses in regular vocational secondary education and
especially in part-time courses. These part-time courses are intended for those who cannot follow a fulltime course due to work obligations or caring tasks. The annual enrolment in these part-time vocational
courses amounts to approximately 12 000 per year (all ages and all levels). The number of low-qualified
adults – older than 25 years – following a part-time or full-time school-based secondary vocational course
is insignificant. The number of adults aged 25-32 following a full-time courses is less than a 1 000 per
year, while there are no participants older than 32 in full-time courses (Level 1 and 2) (OCW, 2003).
Participants in the work-based learning pathway are aged up to 50, but 70% of them is aged between 15
and 25 (BVEraad 2002). An overview of the number of participants according to level and pathway is
presented in Table 4.12.
Table 4.12
X 1.000
Full-time schoolbased
Part-time schoolbased
Work-based
Source: CBS, 2004.
Table 4.13

Participants
Source: CBS, 2002.

Number of participants by level and pathway (000s)

Level 1
11.0

Level 2
36.5

Level 3
45.9

Level 4
161.3

4.3

8.0

5.4

9.0

10.8

63.2

47.4

20.9

Participants in part-time, school-based secondary vocational courses (000s)
1990/91
44

1995/96
32

1998/99
27

1999/00
23

2000/01
27

2001/02
30

The participation by adults in formal education in the Netherlands is moderate. Of the total population
aged 20-29, approximately 25% follow a course (full-time or part-time) at an educational institution. In this
respect, the Netherlands takes a middle position compared to the neighbouring countries. Of those aged 3039, only a small percentage participates in education and is lower than the average for the European Union.
Work-related training is not included in this figure.
4.1.4.

Participants in learning in the context of social cohesion

4.1.4.1. Literacy for indigenous Dutch adults
Almost 10% of indigenous Dutch adults aged between 16 and 74 have the lowest level of literacy (see
also paragraph 4.3) (source: www.alfabetisering.nl). The National Literacy Action Plan is initiated to deal
with this problem. This Action Plan will run from 2002 to 2006 and is characterised by a great variety of
regionally organised literacy work. The number of participants in literacy courses can only be estimated.
As indicated earlier in this chapter, 33 000 indigenous Dutch adults participated in a KSE 1-3 trajectory
(publicly-funded adult education courses, classified in three levels) in 2001. The Foundation Nedwerk
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NTI, comprising 35 ROCs, calculated that in 2003 44% more participants were enrolled in NT-1 courses
(Dutch as a first language), compared to 2002.
4.1.4.2. Oldcomers
Since the end of the 1990s,10 “oldcomers” – immigrants who have been resident in the Netherlands for
a long period and are not fluent in Dutch – can participate in Dutch language courses. Voluntary
participation is the basic principle of citizenship courses for old comers unless they are on social benefits.
In the latter case, the local authority can make participation compulsory. It is the responsibility of the local
authority to reach the target group and to provide information about citizenship courses for old comers
(source: Voortgangsrapportage Inburgering, April 2000). The regulations allow local authorities to indicate
how many old comers they intend to recruit in the coming two years. In the first place, the target groups
are ethnic minorities without work or who have young children. Citizenship courses targeted at old comers
are therefore always a combination of language classes with work, vocational training or support in raising
children (www.justitie.nl).
In the framework of the Large Project Citizenship for Old comers (GPIO), the results since 2000 of
citizenship courses for old comers at local authority level are recorded. For this purpose, 54 local
authorities (known as the G54) register their data on old comers using a standardised list (called “Monitor
Old comers”). The following table illustrates the figures to date.
Table 4.14

Results of G54 from 1 January 2000 to 1 July 2003

Total since
2000
Starters
Completions
Drop-out
Source: Brink et al., 2004.

30 800
10 700
7 300

Numbers per year
2000
4 200
400
600

2001
8 500
2 200
1 100

2002
12 800
5 600
4 100

2003 (first half)
5 300
2 500
1 500

The figures show that 30 800 old comers have started a citizenship course since the start of the
programme. Of these, 10 700 (35%) have completed the course and 7 300 (24%) have dropped out. The
true number of starters is probably higher. Note that the data for 2000 and 2001 are unreliable because the
local authorities had to submit their figures later on (the monitor not being in place yet in those years).
Furthermore, not all local authorities have submitted their figures for each measuring point, and a number
of starters were not included by the local authorities because they did not meet the demands of the auditor.
(Begeleidende brief van de Minister voor Vreemdelingenzaken en Integratie aan de Tweede Kamer bij de
Zesde Voortgangsreportage GPIO, 13 januari 2003).

10.

In 1998/1999 additional funding was allocated on this behalf, first for the largest municipalities,
subsequently covering all other municipalities with at least 7% ethnic minorities.
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Table 4.15

Overview of participants and starters by target group and local authorities (trajectories for old
comers), 2003

Participants

Number
% unemployed
% parents
% other
Starters
Number
%unemployed
% parents
% other
Source: Brink et al., 2004.

G12
1 395
31%
59%
10%
431
38%
53%
9%

G17
2 869
35%
57%
8%
1 069
34%
57%
9%

G21
3 437
32%
40%
28%
925
32%
37%
31%

G4
7 540
24%
53%
23%
2 884
24%
54%
22%

Total
15 241
29%
52%
19%
5 309
28%
51%
21%

Given the improved registration procedure, a growing number of local authorities can provide
answers to questions that relate to improving language levels. However, given the small number of
completions reported, the results may only be regarded as indicative of the language skills of the whole
group of completions despite the improvement observed (Table 4.16)
Table 4.16
Period

Language skills of completions by oldcomers in G54

Average NT2 level at start of
programme
Level 0 (no
Level 1
Level 2
proficiency (lowest level
or
at all)
of
higher
proficiency)
39%
43%
18%

Level improvement on completion
No level
a
improvement

1 level

2 or
more
levels

1st half 2002
23%
68%
9%
(n=77)
2nd half 2002
65%
20%
16%
53%
41%
6%
(n=286)
1st half 2003
43%
32%
25%
52%
33%
15%
(n=515)
a)
No measurable improvement. Progress may have been achieved within a particular level of proficiency, but this
did not result in proficiency improvement up to the next level.
Source: Brink et al., 2004.

4.1.4.3. Learning in voluntary work and in the context of neighbourhood and community centres
There are some four million volunteers in the Netherlands. Learning in the context of voluntary work
or neighbourhood and community centres can, where the low-qualified are concerned, encompass the
unemployed, the occupationally disabled, or those not included in the labour force. An adequate picture of
the proportion of the low-qualified involved in learning in this context is lacking at the national level.
Learning in the context of social cohesion can take place in the courses that are provided by the
departments of (adult) education in ROCs. The courses for old comers and those in the qualification
structure education (KSE) are used both for promoting access to work and social cohesion.
4.1.5.

Participants in learning for personal development

It is also unknown how many low-qualified adults participate in courses related to personal
development. Popular universities offer a range of courses comparable to the (adult) education departments
of ROCs but also cover hobby related courses. The majority of the courses provided by Popular
Universities do not apply selection criteria. For this reason, there is little information available about
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participation of the low-qualified. The Popular University in the town of Oss provides an example in Table
4.17 with regard to their courses. This table also indicates an increase in the total number of participants
from 1 409 in 1990 to 2 165 in 2000 (in absolute numbers). Of interest is the distribution over the different
sectors with foreign language learning and computer courses among the most popular on offer.
Table 4.17

Participation in courses at Popular University in Oss, 1990-2000

Sector
Social skills
Culture and science
Computer
Health and exercise
Practical and creative
Food and beverages
Foreign languages
Diverse

1990
107
100
160
167
135
156
489
65

2000
61
221
537
264
159
240
532
136

Source: Popular University OSS.

The low-qualified can also make use of a wide range of courses provided by music schools, creativity
centres and distance education. Here there is also a lack of information about levels of participation
including the low qualified.
4.2.

Providers of Education and training

With reference to the providers of education and training, a distinction can be made between those
catering for the employed and those catering for the unemployed (Report of the MDW-working party
“Doelmatigheid van de scholingsmarkt”, 2001).
4.2.1.

Providers catering for the employed

The demand for education and training for the employed can be made by different parties, including,
perhaps most importantly, the employees themselves, but also the employers. The demand from employers
is in general organised and developed via the sectoral training funds. These training funds, usually
foundations that manage the available financial resources, are the result of collective bargaining
agreements. The funds, managed by representatives of the social partners, have been established in order to
stimulate the training of employees.
The Post-initial Monitor (Houtkoop, 2001), based upon a survey of a representative sample of
5 000 Dutch adults aged between 16 and 65 years, provides an estimation of the market share of the
different providers in 1999. This indicates the share of each category of providers in the total number of
courses offered, rather than the share of turnover in the education and training market. The pie-chart below
indicates that the non-subsidised sector is dominant with 68% of the market compared to the subsidised
sector. Commercial providers, closely followed by the different branches and individual firms, lead this
non-subsidised sector. Higher education and the ROCs in the subsidised sector have a 12% share of the
market for post-initial courses. How this share is divided between the contract activities that are undertaken
by these educational institutions and their regular activities are unknown. The providers that sweep 20% of
the market are not known.
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Figure 4.1 Market shares of post-initial training providers

Provider types
Private providers
ROCs
Company training
Institutes for Higher Education
Others

Share
in %
40
4
28
8
20

Source: Houtkoop, 2001.

A caveat of these results is that providers are labelled by the respondents/training participants. It is not
clear whether respondents have labelled training organised by contract sections of formal education
institutions (ROCs) either as commercial provided or provided by ROCs. It is possible therefore that the
market share of the contract activities of ROC’s is not represented in these figures in a reliable way.
In the text below, a distinction is be made between public funded (subsidised) and non-subsidised
providers of education and training. The public funded providers are ROCs and AOCs. The non-subsidised
providers include commercial providers, contract activities of the subsidised providers and employers’ or
sector organisations. It is necessary to note that more information is available about the subsidised part of
the market compared to the non-subsidised part. This means that the text devotes relatively more attention
to the subsidised sector in comparison to the non-subsidised sector. 4.2.1.1. ROCs
The 41 ROCs play a primary role in the provision of (post-initial) courses in the adult education and
secondary vocational education sector. In terms of the Law on Education and Vocational Education, each
ROC is required to make provisions for the entire range of courses for adult education and secondary
vocational education. As far as adult education is concerned, this involves: adult basic education, secondary
general education for adults (vavo), Dutch as a second language (NT2), and liberal education. In the area
of secondary vocational education this involves the (full-time) school-based pathway and the work-based
pathway (former apprenticeship system) in at least three out of four sectors, including engineering &
technology, economy, services & health care, agriculture & environment (the latter being mainly provided
by Agricultural Education Centres; AOC’s).
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These courses are not exclusively for the ROCs. Commercial providers can, under certain conditions,
provide initial vocational courses as well and could be an accredited provider of such courses by the
government (see 4.2.1.3). In the policy agreement by the new coalition government, it was agreed that the
ROCs should become centres for learning in the broadest sense. They are expected to develop as
institutions with a diverse range of provision for a heterogeneous population. As such the ROCs have three
functions:
1) The provision of initial secondary vocational education. In this context, the ROCs have above all
to respond to the national trade and industry as represented by the Knowledge Centers Vocational
Education – Business (KBB’s) and regional business-life. These are the most important partners
with regard to organisation of vocational education.
2) Adult education and citizenship courses in which the local authorities are the most important
partners. Target groups are the “second-chancers”, the “new-comers” and the “old-comers”.
3) Vocational education and (re-) training for both the employed and the unemployed on a
commercial basis. In addition to the provision of initial vocational education and adult education,
this involves the provision of non-subsidised contract activities by the ROCs since the late 1980s.
In this regard, they operate in the marketplace for education and training.
4.2.1.2. Agricultural Education Centres (AOC’s) and Innovation Practice Centres (IPC’s)
The 15 Agricultural Educational Centres (AOCs) and 2 Innovation Practice Centres (IPC’s) are
financed by the Ministry of Agriculture and have an important task in the provision of various post-initial
courses in the areas of agriculture and the environment. According to the Law on Adult Education and
Secondary Vocational Education, the AOCs are institutions that provide education and training in the areas
of agriculture and the environment. An important aspect in the work of the 2 IPCs is the provision of
practical learning trajectories on behalf of the AOCs. This involves above all, large-scale activities that can
be best carried out at the central level considering the expertise and equipment required. It also concerns
activities that can involve economic risks for the organisations in which normally the practical training
takes place. The AOCs and IPCs can also undertake contract activities.
4.2.1.3. Non-subsidised providers
The training market for the employed is organised based on the recognition that employees and
employers are themselves responsible, and is thus relatively autonomous. Firms and individual workers are
in principle free to buy education and training from the provider who best meets their needs. According to
the report of the Monitor Post-initial (Houtkoop, 2001), a large part of the training market is bought-in
from commercial providers and the branch training organisations (68%).
Commercial organisations
The market for the provision of commercial training activities is to a large degree unknown. Estimates
vary from 191 to 1500 trainers and/or training organisations. (Kools et al, 2000). Research undertaken by
the Paepon Association (Platform of Accredited Private Training Organisations) indicates that private
providers are active in the area of accredited and recognised educational courses, occupational training and
initial education and training. The sectors in which most private providers operate are management,
communication, finance and administration, and accredited initial education.
Regular educational institutions
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In addition to their provision of initial education, the subsidised institutions – such as ROCs, higher
professional schools and universities – also provide contractual education and training courses. Contractual
education and training is a term covering all the activities that fall outside of their regular subsidised legal
activities. This is permitted under the strict conditions that the use of the institutions’ resources and
facilities conform to the market, do not involve market-undermining behaviour, do not involve public
resources, do not undermine the primary task of the institutions and do not endanger the continuity of the
institutions. Guarantees have been introduced at different levels.
With regards to secondary vocational education, the appropriate legislation requires that the governing
board of ROCs ensure that there is no conflict of interests when contract activities are undertaken. The
protocol for the financial control of ROCs requires that internal accountants must ensure that public funds
are not used for the purposes of unfair competition. This is based on an European Union agreement and has
been incorporated in the Dutch legislation through the above mentioned application. The protocol implies
that the accountant must place emphasis upon the purposes and implementation of the administrative
organisation of contract activities including overhead costs, the price of contract activities and the
application of value-added tax.
In addition to the ROCs, professional high schools and universities, the Knowledge Centres for
Vocational Education and Business (KBBs) are also providers of contract activities in the market for postinitial education and training. The KBBs are private organisations which can legally conduct public works.
The KBBs define the end-terms for vocational education courses for occupations in their own branch and
control the examinations in educational institutions. They are also responsible for the recruitment and
control of training companies in order to ensure that there are adequate placements for practical training.
The KBBs are financed by the government for the execution of these legal tasks.
Employers: firms and branches
Firms and branch organisations are also active as providers in the training market-place. They offer
company and branch-related courses. A company-related course is a planned activity through which the
employees in a firm are able to acquire, maintain, or improve their knowledge, skills and qualifications and
which is entirely or in part paid for by the employer. Courses organised by branches are open to all
employees in the branch and are devoted to the acquisition of diplomas appropriate to the branch
concerned. Branch-related courses are conducted by the appropriate branch organisations or the KBBs.
4.2.2.

Provision of education and training for the unemployed

Provision comprises education and training offered by:
1) ROCs
2) (Private) reintegration companies
3) REA-training organisations
4) Centres for Occupational Training
5) Women’s Occupational Training Schools
6) Higher Education
1. ROCs
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The ROCs play an important role with regard to (adult) education and citizenship courses. The local
authorities buying-in (adult) education from the ROCs in different policy areas: citizenship (79%),
reducing dependence on minimum income (70%), social activation (70%) and job-creation (64%). In
addition, the ROCs make provision for reintegration trajectories for the employment services, private
reintegration organisations, firms, sectoral training funds, employment agencies, and other intermediaries.
Reintegration projects form a limited part – 10-20% – of the total turnover of the ROCs.
2. Reintegration projects
The legislative proposals SUWI involved a choice for the privatisation from 2002 onwards of the
reintegration of job-seekers, employees on sick leave, and the occupational handicapped. The reintegration
market is currently very active. Research has shown that after the privatisation in 2002, 650 organisations
became active in the reintegration market (SoZaWe, 2002). These providers can be characterised as
follows:
•

84% are small and medium-size firms of which the majority are relatively new (54% set up since
1992.

•

Almost half of the providers is solely devoted to reintegration activities, 39% percent is beside
provider also organizer of reintegration services.

•

Most providers (80%) are concerned with employees on sick leave and the occupationally
handicapped.

With regard to reintegration projects which are bought-in by the UWV from private reintegration
firms, in practice, a significant number of these trajectories start or only after a long waiting time. To
minimize such a problem, it would be necessary to, on the one hand, increase the frequency of the rate at
which reintegration trajectories are commissioned, and, on the other hand, tighten control of waiting-lists
and the progress achieved. The latter approach will probably provide more transparency with regard to the
quality of the results achieved, and in particular, the sustainability of an eventual work placement. A
significant part of the services provided by the private reintegration firms comprise of education and
training activities. This often involves following a course of training without any guarantee that the
individual on benefits will subsequently get a job. In order to improve effectiveness, it is preferable that a
larger number of “dual trajectories” are developed. In this manner, those involved would acquire work
experience, but, above all, there is a guarantee of an employer at the end of the trajectory (Hoff, JehoelGijsbers and Wildeboer Schut, 2003)
3. REA-training organisations: Training Institutions for the Reintegration of the Occupationally Disabled
In accordance with Article 44, first section of the Law on the Reintegration of the Occupationally
Disabled, the Secretary of State for Social Affairs and Employment annually determines a basic subsidy
for five training institutions. This subsidy is subsequently distributed by the National Institute for Social
Insurance to these organisations. The funding includes all specific costs involved in ensuring the
accessibility of the training organisations for the target group. In 2001, this subsidy was
EUR 10.68 million.
The compensation for the costs of training of the occupationally disabled is market-led via selling
courses to organisations actually responsible for reintegration policy, such as the local authorities. The
implementation of the SUWI Law has not resulted in any change to Article 44, Section 1.
The five training institutions are:
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•

Foundation for Employment Mediation and Occupational Training Sonneherdt in Ermelo.

•

Foundation Hoensbroeck Centre for Employment Perspectives in Hoensbroeck.

•

Foundation for Vocational Education Werkenrode in Groesbeek.

•

Stichting EEGA Education in Borne; and

•

The Foundation Institute for Employment Integration and Training Heliomare in Wijk aan Zee.

These training institutions are concerned with employment mediation and occupational training for a
very specific target group – individuals with a visual or physical disability – who require a very specific
and intensive guidance before they can (re-) gain a position on the labour market. When this group would
be included in the regular trajectories there is a major risk that they would fall between two stools.
4. Centres for Occupational Training
Training for job seekers forms a part of reintegration trajectories carried out by order of local
government or UWV. Until 2001, training for difficult to place job-seekers, was carried out by Centrum
Vakopleidingen (Centres for Occupational Training) of the Employment Service Bureau, and based on the
method Individual Accelerated Training. In 2002 Centres for Occupational Training became self
supporting and transferred into a Foundation. Since 2003, the training activities of this foundation have
been taken over by a great amount of Regional Centres for Education (ROCs). The ROCs collect until
2005 a temporary subsidy from the Ministry of Social Affairs and Employment in relation to the costs
incurred by providing and organising the Individual Accelerated Training. From 2006, the ROCs will
completely depend on the market for generating income in the context of the reintegration of job-seekers.
In relation to their temporary subsidy, the ROCs report their number of sold training hours in case the
training was aimed at difficult to place job-seekers, employees threatened by future unemployment or
people working in a subsidised job.
5. Women’s Vocational Schools
Since their establishment, the Women’s Vocational Schools are responsible for the occupational
training of women at a relatively great distance from the labour market such as low-qualified women,
immigrant women and women on the minimum level of social benefits or with an occupational disability
benefit. In principle, there are no entry requirements. The participants are provided with short courses of
occupational training relevant to the labour market at the level of preparatory vocational education or lower
secondary general education. The Women’s Vocational Schools have been financed by the Ministry of
Social Affairs and since 1991 via the Employment Services. Since 1998, a process of granting them greater
independence on the reintegration market has taken place and these schools are now part of the
reintegration organisation called Caldergroup. Nowadays, seven locations of the Women’s Vocational
Schools exist across the country, while there is one experimental location in the south. During the
overtaking by the Caldergroup, the condition was set that the Women’s Vocational Schools and their social
objectives would be continued lasting.
4.2.2.1. Conclusion training for those not in work
With the SUWI, the Dutch cabinet has opted for the privatisation of the reintegration market of which
training is a part. While up to now use was mainly made of public providers of training, the new situation
since January 2002 implies that training for reintegration can only be bought-in from private providers.
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The most important public provider the Employment Services has been split into a public part and a private
part known as Reintegration Company Kliq.
4.2.3.

Impediments on the supply-side of the training market

This section will discuss about the impediments for each of the categories for provision and learning
(compulsory, work, social cohesion and personal development). The discussion draws upon the advise of
the Social Economical Council (The New Learning, 2002) and a report of the MDW Working Group
(Appropriateness of the training market, 2001).
Geographical and physical accessibility
The geographical accessibility of the institutions in a small country such as the Netherlands does not
appear to play a significant role. Nonetheless, institutions can be physically inaccessible due to inadequate
facilities for the disabled or the absence of possibilities for child-care.
(In-) flexibility of provision
Concerning the flexibility of training provision, the Steering Committee Impulse Vocational
Education and Training plays an important role according to the Social Economic Council (2002). The
ambitions of the Steering Committee are aimed at the strengthening of vocational training in a broad sense,
both with regard to its content and to the provided forms of existence. Vocational education must be closer
connected to professional practises and be able to supply individual tailor-made trajectories, based on
modern pedagogical and didactical methods for vocational education. Individual tailor-made trajectories
imply that APL and assessment methods, preferably based on clear and unequivocal assessment
systematics, are introduced on the training market.
Beside this, the SER mentioned in their advisory paper entitled The New Learning (2002) that
Regional Centres for Education within the framework of the Law on Adult Education and Vocational
Training must develop as centres for learning in a broad sense. However, this has only been realised on a
very small scale.
The use of ICT facilitates the construction of tailor-made courses; electronic learning is less limited
by time and place. Learning trajectories can be integrated into working-life and contribute positively to the
accessibility of education and training.
In their paper for the Dutch Labour Market Day 14 April, 2000, Gelderblom and De Koning (2000)
pose some questions with regard to the possibilities associated with ICT, however. They observe that the
idea that education and training will become cheaper is relative, since application of ICT in this respect
involves high development costs and requires the necessary investments in the infrastructure. Furthermore,
firms indicate that the lower barriers to training offered by ICT do not apply in the same degree for lowqualified and older workers. In this regard, Gelderblom and De Koning point out – on the basis of the
provisional results of three studies by the Foundation for Labour-Market Policy – that the training of such
groups can be successful when adequate attention is devoted to the characteristics of the target group.
4.2.3.1. Compulsory trajectories
Participation by the non-employed, such as the long-term unemployed, is determined by the agency
which buys-in the education and training for the individual. The costs of education and training for these
groups are mostly compensated by these agencies. Limitations of a financial nature hardly play a role. The
Social Insurance laws do exert some limitations on the training for job-seekers, but there are also policy
initiatives to widen the opportunities for those on unemployment benefits. With the introduction of the
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Law Work and Social Security (proposed per 1 January 2004), municipal authorities get the full financial
and policy responsibility for the reintegration policy. The freedom of policy these authorities have enables
them to deliver custom-made services to decrease social security arrangements and stimulate the
unemployed. Lower government gets the financial responsibility for the execution of the policy. The extra
possibilities for custom-made services can be realised because city councils can use the budget for
reintegration freely. In case of successful reintegration policies, the remainder of the budget for social
security payments can be freely spend by lower government.
Participation in training trajectories for job-seekers is relatively high among women and lower among
the low-qualified, older people and immigrants. It is exactly the target groups in policy who participate
least in the trajectories intended for them. (MDW-report, 2001)
4.2.3.2. Learning in the context of work
With regard to participation in company training, a number of groups at risk have been identified
(according to the MDW-report, 2001): the low-qualified, women, immigrants, older workers, those on
limited contracts, and employees in small firms. While it is significant that some of those in these groups
are catching up with other groups, there are still significant disadvantages:
•

In 1999, the participation by immigrant workers – irrespective of their educational level – was
equivalent to that of the indigenous Dutch workers. But their educational level was lower than
that of the indigenous population and it is this that contributes to their being a group at risk in
terms of their participation in training.

•

Although the lower-qualified in 1999 still participated less in training, the differences with the
high-qualified are less compared to 1994. The relative disadvantage of those with a secondary
vocational education qualification compared to those with a higher education qualification has
disappeared completely.

•

Up to the age of 50, about 50% of each cohort participates in training, but participation decreases
rapidly among those aged 50 to 65.

•

Participation is lower among those employed in small firms with less than 100 employees
although the gap between small and larger firms has decreased between 1993 and 1999.

•

Part-time workers participate less in training than full-time workers: the difference in
participation is about 9%.

The constraints to participation were examined at individual, firm and macro levels.
There is no research known that systematically maps the factors that form a barrier for individuals to
participate. For those working, the way in which firms buy-in training can play a role. There is,
furthermore, the so-called “prisoners dilemma”. When employees become mobile as a result of
participating in training this can involve a loss of investment for the employer. This could play a
significant role for courses leading to a certificate. It appears that employers pay more often the costs of a
course if it does not lead to a diploma. Nevertheless, employers still pay the direct costs of the courses
leading to a certificate in 80% of the cases.
The rationing of training investments by employers to finance participation is more likely to benefit
younger than older workers, and investments are more frequent among highly qualified than low-qualified
workers. This reinforces the fact that the younger and more highly educated participate to a greater degree
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in training than older and low-qualified workers. When asked for the reasons for rationing, the most
common answer was the lack of time. Other reasons given were the costs, the lack of support from the
employer or a combination of circumstances.
4.2.3.3. Learning in the context of social cohesion
There are currently waiting-lists for the citizenship courses for “old-comers”. Research by CINOP and
Regioplan demonstrated that 10,000 “old-comers” had been on waiting-lists for Dutch language courses
for longer than two months. Despite a number of supportive measures, this number has not been reduced in
recent years. An important factor is that the number of potential participants has increased while the
capacity has remained stable (Brink et al, 2000). The researchers examined the actual recruitment and
progress. The most important conclusions are:
•

35% were either removed from the waiting-lists before starting a course or had dropped out the
meantime.

•

The size of the waiting-lists and the diversity of the courses provided demonstrate no significant
relationship. Other factors have more influence on the size of waiting-lists such as the priority of
local authorities for other groups, inadequate child-care provision and the policy of the ROCs
with regard to waiting-lists.

4.2.4.

Explanation of Citizenship courses

The Law on Citizenship for Newcomers (WIN) in 1998 makes participation in citizenship courses
compulsory for all newcomers. Newcomers are “immigrants (both Dutch and non-Dutch) older than 16
who intend to reside permanently in the Netherlands’. Citizenship courses are intended to enable the
newcomers to independently function in society as quickly as possible.
Such courses last a maximum of one and a half year. The local authority is responsible for
implementation of the citizenship policy. The newcomer is required by law to register for a citizenship
course and to take part. The content of the course is agreed with the newcomer in a contract. Each year,
23 550 newcomers are reached.
Since 1998, the citizenship policy is also directed to old-comers. These are people belonging to the
ethnic minorities who have lived for many years in the Netherlands but are disadvantaged. The most
important target groups among the old-comers are parents and the unemployed. Their command of the
Dutch language is not adequate enough to enable them to establish an independent life and/or to support
their children well while growing up and in their school career. The Social Cultural Plan Bureau estimates
that the target group numbers some 450 000 individuals.
Role of the local authorities
Following the implementation of the 1996 Law on Adult Education and Vocational Training, the local
authorities are responsible for adult education. They must make adequate provision for adult education that
meets both the demand for adult education and the target groups of the (national) adult education policy.
The local authority itself may determine the target groups and thus who gets preference. This mainly
involves adult illiterates, immigrants and the elderly or specific groups such as young mothers or long-term
unemployed.
Local authorities are required by law to buy-in courses, with the exception of citizenship courses,
from the ROCs. It is the intention to gradually abolish this compulsory “shopping” but the decision-making
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process is not yet completed. The pre-conditions for the abolishment of such “shopping” are still being
discussed.
Local authorities receive a lump-sum from central government for their provision of adult education.
This lump-sum is dependent upon the number of adult inhabitants, the number with a low level of
education, and the number immigrants. Local authorities are required to account for their adult education
policies to the Ministry of Education.
The local authorities received additional funds for citizenship courses for new- and old-comers. Since
1 January 2003, these funds are granted by the Ministry of Justice. The total budget for citizenship courses
for newcomers is about EUR 176.5 million. The total budget for old-comers is about EUR 100 million,
which is distributed to the 54 local authorities which have a minimum of 7% of ethnic minority immigrants
in their population. Other local authorities may also make a claim on the resources available.
4.3.

Learning motives of low-qualified adults

In 2000, a research project on the learning needs of Dutch adults was carried out (Doets and Neuvel,
2000).
Table 4.18

Learning motives of adults (in percentages)
Important
67

Of some importance
20

Unimportant
13

Keeping up with
society

61

13

27

Performing well at work
and/or in career

51
(66% when those aged over
65 are removed from sample)
37

29

20

28

35

23

23

54

Personal development

Pleasure in learning
Meeting people
Source: Doets and Neuvel, 2000.

Respondents could choose between the five learning motives mentioned in the table. In the age
category 15-64, personal development was considered to be the most important. When the plus-65 age
category is removed, both personal development and learning for work and/or career are equally important.
When the actual courses followed are examined (see Table 4.10, earlier in this chapter) the majority of
courses have relevance for work and/or career.
The same research also investigated the reasons, which are at the heart of non-participation. On the
whole, the lack of time appeared to be the most significant constraint (about 40%). The lack of learning
skills and high costs were also important reasons for non-participation (with about 30% of respondents).
Lack of knowledge about the providers is mentioned the least (13%). Educational level and gender
appeared to be unrelated to the lack of time; labour market position and age are, as is indicated in
Table 4.19.
Table 4.19

Lack of time as reason for non-participation, by occupational level

Occupational level
Paid work
Student
House-keeping
Volunteer

Lack of time as argument in %
53
51
48
25

53

Unemployed
Retired
Occupationally disabled
Source: Doets and Neuvel, 2000.

22
18
11

Cost as a reason for not participating in an interesting course is mentioned by one-third of the
respondents in this study. The groups for which this problem is the greatest are predictable: adults with at
the most primary education or preparatory vocational education (53%), the unemployed, the occupationally
disabled and volunteers (60-70%), and single mothers with children (63%).
Increasing age is clearly related to the argument that a lack of study skills is the reason for nonparticipation as is illustrated in the following table.
Table 4.20

Lack of study skills as reason for non-participation, by age

Age
<19
% “not used to learning”
11
Source: Doets and Neuvel, 2000.

20-29
21

30-39
36

40-49
38

50-50
47

>60
53

The same research investigated the relationship between educational level and study skills as
demonstrated in the following table.
Table 4.21
Educational
Level

Primary

Educational level in relation to lack of study skills
Preparatory

Lower
vocational
education

a

Secondary
vocational
education

55
69
46
% not used to
learning
a) This percentage is corrected for those still in compulsory education.

37

Higher
vocational
education

Professional
Education/
University

18

15

Source: Doets and Neuvel, 2000.

Lack of knowledge of providers is mentioned by 13% of the respondents as a reason for nonparticipation. For specific groups this percentage is higher: 41% of the unemployed, 20% of the lowqualified, 18% of single-parent families, and 17% of older workers aged 50 to 59. The research specifically
asked about knowledge of five categories of providers including the ROCs, the Popular Universities, the
Open University, commercial organisations, and Teleac/NOT for distance education. The commercial
providers appear to be the most well known. About one half of the respondents knew these organisations
by name and one-third was more or less knowledgeable of their provision. About 16% had followed a
course with a commercial provider compared to 6% with Teleac/NOT. 50-60% had heard of the names of
the Open University and Popular Universities while 25% had not. The least known were the ROCs and
60% of the respondents did not recognise them as providers of courses. On the one hand, the ROCs were –
at the time the study was conducted- relatively new, while, on the other hand, the ROCs are usually known
by their local name. About 10% were aware of their provision and 4% indicated that they had followed a
course provided by a ROC.
Although vocational education and educational courses with low thresholds are offered by the ROCs,
the low-qualified make little use of them. In addition to organisational barriers – such as the absence of
part-time evening courses, the predominance of young people, and the classical teaching methods – it
appears that the lack of general reading and numeracy skills also constitute a barrier. Almost 10% of native
Dutch adults between 16 and 74 are functionally illiterate, while this is also the case with 7% of young
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people between 16 and 24. Almost one and a half million individuals are unable to participate in society
because they cannot adequately read, write and count. Second and third generation immigrants, Surinamers
and Antilleans are part of this group. With this, functional illiteracy forms a significant barrier for
participation in so-called low threshold learning and training activities (www.alfabetisering.nl).

5.

5.1.

DETERMINING IMPACT: NEEDS, EFFECTIVITY AND EFFICIENCY

Identification of learning needs
From: Education in perspective:

The demand for education is influenced by social developments. Without being exhaustive, a number
of social developments are sketched:
5.1.1.

Learning needs in response to societal developments

Learning needs and the development of the knowledge society
The increasing knowledge intensity of economic production processes continually creates new forms
of work-content, organisation of work and work allocation. With regard to accompanying rapid changes in
work, employees need to be flexible and mobile, and be prepared to continually participate in education
and (re-) training. Among the new basic skills are functional literacy, ICT skills, language knowledge,
problem-solving capacities, willingness to co-operate and “learning to learn”.
Secondly, in the degree that knowledge and information play a more central role, the distribution of
and access to knowledge becomes an important power factor. In the knowledge society, however, the lowqualified and less literate are less challenged to take part in educational processes and knowledge
production. This can open up a spiral of marginalisation which can be a danger for the social cohesion in
society (Doets and Visser, 2002).
Learning needs stemming from social and cultural developments
When citizenship is understood as the capacity and the will of the individual to be a competent
member of a pluralistic society, education can contribute to citizenship. On the one hand, this involves
cognitive aspects: citizens must possess qualifications to be able to fulfil their rights and duties as citizens.
On the other hand, it involves social-normative aspects: a certain commitment to society, whether or not in
one’s own interests, is a necessary condition of citizenship. It is clear that citizenship can be an argument
for education. Citizenship does not only concern the work situation, but also other areas of life. It has not
only a cognitive skills component but also a moral value component. The development of both types of
competencies is important in order to avoid weaker citizens to function both in and outside of work with a
too narrow basis of qualifications (Doets and Visser, 2002).
Learning needs of the elderly
A very large group of low-qualified older people is emerging with little more than a primary
education and a more or less frustrated experience of education, with low income and problems in social55

cultural life, health and caring. Self-sufficiency is literally a problem for many. Research into functional
numeracy and language skills among Dutch adults demonstrated that a group of 700,000 older adults
between 50 and 75 years of age have problems with understanding the simplest numerical and language
problems in daily life (Doets and Visser, 2002).
Because older adults’ lack of knowledge with regard to financial affairs and social security, and in
practical skills with reference to food, clothing, housing and defending their interests, they will not always
be able to articulate their demand for learning. This problem applies a fortiori to older women who
outnumber men as age increases. The importance of skills to be able to participate as a citizen in social life
is evident for this group. Participation by the elderly is in fact very limited. This applies above all to the
low-qualified.
5.1.2.

Identification of learning needs in practice

Compulsory learning needs
Immigrants, the (long-term) unemployed and the occupationally disabled do not operate
independently in the education and training market. Their learning needs are mediated by intermediaries
such as local authorities.
With regard to immigrants, the local authority purchases citizen courses and adult education.
Depending on the regional or local situation, a link is made with labour market policies.
Job-seekers are allocated to phases 1, 2, 3, and 4 in terms of their distance from the labour market.
Those close to the labour market in phase 1 receive help from the Centres for Work and Income in finding
work – mainly in the form of information and guidance – but they are not provided with reintegration
trajectories or training. Job-seekers in phases 2, 3, and 4 do receive such support. This involves employees
on sick leave, the occupationally disabled, difficult-to-place dismissed workers, those on minimum social
benefits, individuals with an ANW-benefit, and those not entitled to benefits. Reintegration policy is
intended to bring back to paid work as quickly as possible all those on social benefits but at some distance
from the labour market. To this end, reintegration trajectories are developed that can involve vocational
training. The SUWI legislative proposal made a choice for the division of responsibilities with regard to
reintegration trajectories as was discussed in 3.2.2. Rather than the individual concerned, the private
reintegration firm operates as the demand-side. For a large group of job-seekers in phase 4, there is no
question of direct access to the labour-market. This mainly involves people who face problems in a number
of areas such as poor health, serious debts, social isolation, etc. Social activation is for them a first step on
the difficult road to paid work. This is not necessarily the only use to which social activation is put. Often,
social activation is used in order to prevent or combat social isolation as well as to promote social
participation. Social activation trajectories do not comprise traditional or formal training activities but
more usually comprise low-threshold courses. In some cases job-seekers, upon completion of a social
activation trajectory, do find their way to paid work with the help of training.
Educational needs of the employed
The demand for education and training by the employed can be expressed by different parties,
including, perhaps most importantly, the employees, but also by the employer. At the level of the branches,
education and training needs are channelled via the sector training funds. Whether on the basis of market
research or not, some of these funds compile catalogues of the available courses that qualify for subsidies.
Employers and employees can choose courses from these catalogues. More than half of the training funds
do not have a policy on target groups. Of those that do so, 29% say that they regard the low-qualified as a
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target group. As indicated before, this percentage is based on the response of only 17 of these training
funds, while there are about 100 in total.
Experiments with individual learning accounts (ILA) attempt to increase the possibility of employees
to formulate their learning needs. Up to now, the influence of employees on provision has been limited.
They can exert indirect influence on the training arrangements that are included in collective bargaining
agreements. Direct influence is limited to making clear their own training wishes to the employer (ILA
Newslettre). Low-qualified employees take little initiative with regard to training. According to Onstenk
(1993), they do not shop around themselves in the internal and external provision made by their firms.
They are more likely to participate in collective training organised by the firm.
Sector initiatives are of importance for employers’ investments in education and training. Financing
training via sector training funds means that employers will invest in training although in normal
circumstances they would not expect much return from training. Financial arrangements at the sector level
also encourage employers to invest in developments that rise above their own direct interests. There is a
need in financing via the sector to arrive at a careful balance between the direct and more indirect interests
of firms (Onderwijsraad, Den Haag, 2003.
5.1.3.

Accessibility of educational provision

In this paragraph, the accessibility of provision will be dealt with from the perspective of education
and training in the context of work, social participation and personal development, respectively. Special
attention will be devoted to:
•

Costs.

•

Necessary prior knowledge.

•

Forms of learning.

•

Target groups.

Already, some initial remarks with regard to the accessibility of training provision have been made in
Chapter 4, the paragraph “Barriers on the provision-side of the education and training market”.
5.1.3.1. Training in the context of work
Employees can themselves take the initiative with regard to training. This requires, however, the
permission of the employer when it concerns training during working-time and in the case when the costs
of training are (partly) paid by the employer. The accessibility of training is thus in some cases determined
by the motivation of the employer in saying yes or no. As indicated earlier, employers expect most from
training that is directly related to the current job in the firm. The funding possibilities created through the
sector training funds can have a positive influence when generic training is included in the provision. In
addition to the type of training, the size of firms has a direct influence on the accessibility of training for
the individual employee. The smaller the firm, the smaller are the chances that training will be encouraged
by the employer. Loss of productivity in combination with replacement problems is an insurmountable
problem for small and medium-sized firms. (MDW working group, 2001). Doets and Neuvel researched
the degree to which the costs of courses form a barrier for individuals. One-third of the 200 respondents
indicated that they could not take part in a course due to the costs. The groups with the greatest problems in
this respect were: adults with no more than primary or preparatory vocational education (53%), the
unemployed, occupationally disabled and volunteers (60 to 70%), and single mothers (63%).
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5.1.3.2. Education and training in the context of social participation
The accessibility of the education provision by ROCs
The decentralised management of adult education shows a number of weaknesses. When local
authorities with less experiences try to deal with adult education provision, they usually do not succeed.
Reasons for this include, inadequate expertise, parochialism, and the tendency towards competition
between local authority departments and a difficult process of co-operation between local authorities in the
region (Van der Kamp, 2002).
Local policies give above all priority to “new-comers” and the unemployed. This priority setting, with
an emphasis on learning in compulsory trajectories, results in the crowding out of other groups including,
most particularly, the “old-comers” and the low-qualified indigenous Dutch population. The Education
Inspectorate has pointed out that the chosen priorities lead to the crowding-out of other often equally
disadvantaged groups such as indigenous functional illiterates, second-chancers, the mentally disabled, and
the elderly.
A narrow focus on waiting-lists also leads to the crowding-out of participants in secondary general
education for adults, participants in Dutch as a second language (NT2), evening classes and spontaneous
enrollers.
In addition, it is pointed out that the transfer from adult education to secondary vocational education
materialises insufficiently. The articulation between vocational education and the labour market is
inadequate and the view of adult education for outsiders is diffuse. This can result in the so-called
Calimero-effect among teachers and counsellors in adult education (Van der Kamp2002).
Education in the context of personal development
The strong growth in participation in adult education indicates that lifelong learning is increasingly
becoming a reality. The Monitor Post-initial (Houtkoop, 2001) shows that almost 40% of Dutch adults
between 16 and 65 participate in an educational activity that does not belong to initial education. Further
analysis of the participation statistics shows that actual participation in lifelong learning is not distributed
equally. Younger people participate more than the elderly, men more than women, the employed more than
the unemployed, and the high-qualified more than the low-qualified.
An extensive research into (voluntary) participation in adult education has shown clearly that there are
a number of less rational barriers to participation. An inaccurate image of adult education forms an
insurmountable barrier for participation for many low-qualified adults. (Van der Kamp, 2002). However,
details about this inaccurate image are not known.
There is a large group of adults that never participates in educational activities. This group has often
had bad experiences during their initial education and they have developed negative perceptions about
education. Participation actually entails a particular risk for this group: the risk to fail again with all the
consequences for their self-concept and a bad signal to others. Offering educational activities for these
groups at risk is something of a paradox: the solution is simultaneously the problem (Doets and Visser,
2002).
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5.1.4.

Articulation between education and training with the labour market

5.1.4.1. The role of the government
In its report “Making work of a life long of learning” (2003), the Education Council argues that the
government makes a traditional and long-standing distinction between initial and post-initial education
based upon “social position”, age and start qualifications. Initial education was the responsibility of
government, while post-initial education was the responsibility of the social partners. In reality,
government does take responsibility for the education and training opportunities for adults. The Council
argues that the responsibility of the government, at the end of the day, concerns the fact that inadequate
investment by citizens, employers and other parties can mean that the social benefits of learning – the
external effects – are below the level that is possible or desirable, and that the “appropriateness” and
“justice” may be brought into question. Appropriateness and justice are thus the criteria that determine the
need for government action.
The Council also argues that private interested parties appear to invest less in post-initial learning than
is useful in terms of their own interests, and less than is necessary in societal terms. This means that the
capacity for economic innovation is inadequate and that economic growth is lower than it could be. Social
allocation demonstrates shortcomings and the labour-market does not function optimally. Broader social
interests, such as social cohesion, are undermined. From the viewpoint of appropriateness this is not
desirable. From the perspective of justice, the unequal participation in education and training is a problem.
The disadvantage of the low-qualified in initial education is strengthened in post-initial learning.
5.1.4.2. A more diffuse concept of occupation
The one-to-one relationship between training and occupations is declining. Many occupations are
open to people with diverse forms of initial education and training. An exception is the occupation in the
quaternary sector which is legally protected. In most firms and in the civil service, functional mobility has
become the cornerstone of personnel policy. However, employees also increasingly change jobs.
Importantly, this form of functional mobility is increasingly extended to an ever-increasing range of
functions. One consequence of this is that vocational training courses become increasingly exchangeable.
The strong channelling based on the original choice of school and occupation that formerly existed, is
declining.
The increasing extension of occupational training courses in the labour-market stands in contrast to
the increasing differentiation and fragmentation of initial vocational education and training. There is less
need for this from the perspective of career development. One would indeed expect a great degree of
integration.
5.1.4.3. Learning in the workplace
Originally the combination of learning and work was a characteristic of the apprenticeship system, but
has in the meantime become a way of learning that is evident in other sectors of education and training.
The introduction of a system of vouchers is appropriate to this development. A voucher provides learners
with the possibility to alternate learning and working by purchasing education and training at the time that
this is appropriate (Rinnooy Kan, In 't Veld en De Vijlder, 2000).
5.1.4.4. The role of ROCs
Since the start of integrating (adult) education and secondary vocational education in the ROCs,
(adult) education has had great difficulty in demonstrating its additional value for vocational education.
Until recently, the departments for vocational education had little interest in what (adult) education had to
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offer. At the moment, co-operation between (adult) education and vocational education is taking form in
integrated trajectories. This development is strongly influenced by the demand for tailor-made vocational
trajectories for highly differentiated target groups and the need to raise the internal returns within the
institutions. Elements of (adult) education such as language, social skills and numeracy are integrated with
desired objectives that are not only vocationally relevant but also include support for parenting and social
self-sufficiency. Development is slow. In 2002 only 5% of participants were able to benefit from an
integrated trajectory.
5.1.5.

Imperfections in the current provision for the low-qualified

In practice, due to mismatches between the timing of courses and the pastime of learners, working
participants, with little time for learning, are placed in social sufficiency trajectories although they would
benefit more from improving their position in the labour-market. Such labour market related trajectories
are more often offered to participants who have enough time to follow a whole week of education, or to the
unemployed working population. These trajectories are not offered to the non-working population (Doets
et al., 2002).
Company training is not equally accessible to all the employees. In particular, older workers, women
– especially women with young children – immigrants, part-time workers, the low-qualified and employees
in small firms participate less in company training. However, in the Netherlands it appears that these
groups at risk are catching up on their disadvantage. Statistics from the 1990s suggest that the participation
by the low-qualified has increased and that of the high-qualified has decreased; participation by workers
between 33-44 and 45-54 has increased and the participation of women in company training is almost as
high as that of men (Kools, et al, 2000).
The low-qualified hold different opinions as to the most appropriate forms of learning. With regard to
participation in either training or following a course, there are no clear preferences for one or the other.
Attitudes to learning do make a difference. Those with a preference for traditional learning from a teacher
participate more often in a (formal) course than those with a preference for practical training (Doets and
Neuvel, 2000).
A limiting factor in participation in education and training is the tendency of individuals to
underestimate their own learning capacities. The costs of a course appear to have little influence, while
estimations of the time involved form a barrier.
5.1.6.

Course design

Both theoretical developments and empirical research provide insights relevant to the design of an
education and training policy for the low-qualified. Training projects appear to be relatively successful and
we explore here the conditions underlying this. In this regard, we make a distinction between two
important areas of focus. These are a) the course design, and b) the integration of education and training
activities in the organisation. These involve the general criteria that have to be met when promoting the
effectiveness and transferability of education and training (Robinson and Robinson, 1989).
In the development of education and training activities for low-qualified employees it is necessary to
meet the same criteria and procedures that apply to other high quality and effective training activities (see
Thijssen, 1988; Kessels and Smit, 1989; Bergenhegouwen et. al., 1992). However, with regard to some
specific elements, it is necessary to take the practical and situated learning style of the target group into
account.
In addition to language use, step-by-step progress, and good examples, this primarily involves
establishing a close relationship with the practical work situation in which learning will be applied. This
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means that training must be directed to concrete changes in the work situation. There has to be a close
relationship with the experience and life-world of workers in the everyday world of work.
The relationship with practice can take place through examples, practical tasks, selection from theory,
but also via the contribution of experienced employees, supervisors and research and development people.
Both the content and design of training must take account of the way in which the low-qualified learn.
This means that training activities must be practical and work-place related while at the same time seeking
to broaden insights in principles and procedures. Learning materials should facilitate learning closer to the
work situation. In this regard it is useful to involve supervisors and experienced workers particularly in the
case of skills and functional training (Kruijd, 1991). It is also possible to make use of examples from the
work-floor in learning activities related to the acquisition of basic skills such as the Dutch language and
numeracy (Berntsen and Snoeken, 1990).
Attention must also be given to the promotion of communication, motivation and responsibility
among workers. Classical instruction must be avoided and when necessary must be practice-oriented and
be directly related to on-the-job learning. Use should be made of learning methods that are not only
appropriate to the acquisition of new skills but which also encourage independent learning. This involves
methods that enable workers to acquire problem-solving skills and learning to learn. In this respect, one
can think of using the Leittext method.
In order to optimise the match with and use of the competencies low-qualified workers dispose of,
attention should be given to the assessment of the knowledge and skills that have been acquired through
learning in the work-place. It is necessary to avoid processes in which informal learning replaces formal
learning. This can lead to new barriers for the low-qualified.
Research on situated learning demonstrates that employees learn best when use is made of the
physical and social context of work. The problem is how to deal with this when this context is subjected to
major changes such as fundamental technical and organisational renewal. In such a situation, it would seem
to be more appropriate to make use of the knowledge and skills acquired and to seek to generalise them so
that they can be employed in other contexts. This implies offering new possibilities of experience
combined with education and training. An example would be learning Dutch in the work-place in
combination with the introduction of task-groups (Verhallen, 1990). It can also involve the acquisition of
technical and organisational skills through early involvement in innovations (Haffmans and Sombroek,
1990). Experience is also important in the case of innovations in production processes. Firms all too often
regard a formal diploma as a point of reference in the determination of the qualification levels required for
new functions when selecting and developing training trajectories, although they might not precisely know
what the new qualifications in fact are. In the case of major innovations, it could be more appropriate to
develop trajectories during which training is given and opportunities are made available to work with new
production processes before these are actually introduced. This would facilitate active experiential learning
in a protected environment without the threat of making faults and causing damage. This is of course to
assume that training policy comprises an important element of the early phases of innovation strategies in
firms.
The same applies to the major role that middle-management plays in the training of low-qualified
workers due to their traditional role as the gate-keepers. Given new situations, they have not only to assess
who needs training and to encourage employees to undertake training. They also have to play an active,
supportive and pedagogical role during training trajectories. In particular, they need to function as advisors
in gaining experience, as trainers and providers of explanation and guidance, and as facilitators of learning
in the work-place. This is a new role for supervisors for which they themselves must be educated and
trained (Onstenk, 1993).
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5.2.

Evaluation of national policy and implementation in practice

The results of the evaluation of policy and implementation are dealt with in this section in terms of
four learning contexts:
•

Compulsory trajectories.

•

Work.

•

Social cohesion.

•

Personal development.

5.2.1.1. Policy and implementation in the context of compulsory trajectories
Reintegration and access to the labour market
Hoff et al. (2003) conclude that the information about the effects of reintegration trajectories is
marked by many shortcomings. In so far as available, the information suggests that it is necessary to
continuously monitor the trajectories. In 2001, 60,000 reintegration projects were commissioned by the
UWV. This involved less than a quarter of all those on benefits who met the legal criteria for reintegration
and for whom the UWV was responsible.
In general, the trajectories were long and at the end of 2002 almost 40% of the trajectories
commissioned by the UWV in 2001 were still ongoing. An important complaint involves the fact that in
many cases, it took a long time before the bought-in trajectory actually started or that the trajectory never
actually commenced. About 21,000 of the reintegration trajectories bought-in in 2001 were completed by
mid-2002 with a placement in the labour market.
This success cannot be judged as entirely positive. It is not only unclear in how far sustainable
placements are involved, but ex-participants have expressed, furthermore, some scepticism about the
necessity of the trajectory followed. A survey research showed that about half of the ex-participants
thought they would in any case have found work even without a reintegration trajectory. At the time of this
research, however, there was a very tight labour market and it was quite easy to get a job. In the current
economic circumstances, intensive guidance to the paid work may well prove its purpose. At the same
time, growing unemployment may mean that it will be increasingly difficult for the reintegration firms to
achieve placements. In the near future, it will be necessary to determine which of these firms have made a
real contribution to reintegration of those on benefits. The near future will be a test of the degree to which
reintegration policy is sensitive to the economic downswings.
On the basis of the figures for 2001, the number of those meeting the legal reintegration criteria will
increase by at least 177 500. The real question is whether the transition to paid work will also be
facilitated. The “new” candidates for reintegration often have characteristics that make them less attractive
to potential employers: they have problems with their health or caring responsibilities for young children
and subsequently need flexible working hours, or there are social problems making them less reliable.
They also form a group who have a greater need for guidance than the current group of those meeting the
legal criteria for reintegration. In the light of the current economic depression, there are fewer vacancies
which will reduce their chances on the labour market. Given the foregoing, the increasing number of
qualified reintegration candidates will result in the need for a greater number of reintegration projects and
the appropriate budget. This will also have implications for supportive policies such as the necessary childcare facilities for single parents with young children.
62

Citizenship
In 2000, the Second Chamber of the Dutch Parliament commissioned the Government Audit Office to
investigate the budgets allocated for citizenship and language courses for immigrants. The local authorities
play the leading role in this policy area. They receive budgets for citizenship and language courses
respectively from the Ministry of Public Health, Welfare and Sport and from the Ministry of Education,
Culture and Sciences. In 2000, this involved a total of EUR 134 million, while the budget for 2003
amounted to EUR 276 million. The local authorities buy-in the appropriate courses from the ROCs.
The most important conclusions and recommendations of this investigation were:
•

There was too little information available about the financing and the results of citizenship and
language courses. This is partly due to the fact that there are different regulations – citizenship
for new-comers, language courses for new-comers, and citizenship courses for old-comers –
which make different demands with regard to the information that the ROCs and the local
authorities are required to provide. The Audit Office argued for one information system for all
regulations such that the data about implementation of policy would only need to be entered
once.

•

Different regulations also involve diverse financial systems based on principles that also differ.
The Audit Office recommended that these should be brought together in a single budget with one
financial system.

•

There was inadequate information about the results of language courses. In terms of the
information actually available, the targeted language level was not often reached. The Audit
Office recommended that research was needed to establish the level of education needed to
enable immigrants to learn Dutch well.

•

Absenteeism and drop-out constitute problems in all phases of citizenship trajectories.

Causes of the latter problems (in the last bullet point) can be pregnancy, psychological problems,
absence of child care provision and combining language courses with paid work. Both the ROCs and the
local authorities respond inadequately to absenteeism and dropping-out. The Audit Office recommended
that attention should be given to this and in particular to the creation or expansion of child-care facilities.
The minister for Urban Policy and Integration recognised these bottle-necks and in his reaction
pointed them to the report by the Task Force on Citizenship. He installed this task force in mid-2000 in
order to explore and resolve bottle-necks in the implementation of policy and to provide support for the
implementing organisations with the aim to improve the process of citizenship courses.
Since the publication of the report by the Audit Office, the following major developments have taken
place with regard to citizenship:
•

The establishment of the Task Force on Citizenship.

•

The evaluation of the Law on Citizenship for Newcomers (WIN).

•

The evaluation of the Law on (Adult) Education and Secondary Vocational Education (WEB).

•

Research into the effectiveness of citizenship policy by the Inter-departmental Policy Research
(IBO) of the Ministry of Finance.
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•

The recognition of citizenship as a Major Project. Such projects are covered by the Procedural
Regulation Major Projects which makes the regular provision of information to the Second
Chamber of Parliament with regard to the plans and their implementation compulsory.

The IBO-research was completed in mid-2002. It was above all concerned with the organisation of the
citizenship process together with the system of policy-making, legislation and regulation. This research
included the reports by the Task Force, the results of the evaluations of the WIN and WEB, together with
the first reports on the Major Project Citizenship.
The Audit Office has concluded in 2003 that the findings of the Task Force have laid the necessary
basis for tackling the problems in the implementation of citizenship policy.
In progress reports on the Major Project Citizenship, the minister for Immigrant Affairs and
Integration provides information about the state of affairs with regard to the developmental trajectories of
the Task Force on Citizenship. These reports suggest that the trajectories are almost completed. The results
are available to all local authorities in both written and digital forms.
While the information system is partially ready for implementation at national and local levels more
time will be required for completion. The Task Force expects that it will be operational in 2004 at the
earliest.
IBO research
The bottle-necks mentioned in the IBO-research are very similar to those indicated before by the
Audit Office.
The IBO-working party found that the relationship between the policy-related and financial
responsibilities for citizenship are unclear because citizenship falls under four different ministries –
Foreign Affairs; Education, Culture and Sciences; Public Health, Welfare and Sport; and Social Affairs
and Employment. The working party argues the need for a common system of accountability in all four
policy areas. Only in that case, adequate understanding of the real financial costs of citizenship and the
actual results of the citizenship policies can be obtained.
Furthermore the IBO-working party points out that that the expected outcomes of citizenship
trajectories are not sufficiently clear in terms of the precise level of knowledge and skills strived for and
the progress that should be achieved. The IBO-research included the results of the evaluation of the WIN.
This evaluation found – as did the preceding report by the Audit Office – that the provision of 600 hours of
language learning is too little to enable most new-comers to learn Dutch adequately. It is not clear,
however, what the consequences are when a participant does not reach the intended levels of knowledge
and skills. The IBO-working party argues that the local authorities and the ROCs should provide greater
stimulus for participants in order to achieve good results. It also finds, however, that the citizenship
trajectories should be more flexible so that they better match the possibilities and needs of the participants.
To this end, it is necessary that funds available for citizenship and other such funds should be more easily
integrated into a single citizenship trajectory.
The IBO-working party recommended, furthermore, that:
•

A citizenship test and a system of examination should be introduced. This would make more
transparent what the consequences are when the citizenship test is not passed. This could include
consequences for the residence permit or reduction of social benefits.
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•

In addition to the ROCs, other educational institutions should be able to provide citizenship
courses. To this end, there should a system for the accreditation of institutions. Under certain
conditions, institutions should be able to compete with each other.

In order to implement the recommendations of the IBO-working party, it would be necessary to
change the WIN and WEB legislation together with the Law on Immigrants. The working party has
developed its recommendations in three possible policy scenarios. The minister for Urban Policy and
Integration has made the IBO’s report available to the Second Chamber. He regards the next cabinet as
responsible for the response to the report and communicating this to the Second Chamber.
The Audit Office finds that the conclusions of the IBO-working party are in agreement with the
results of its own research in 2000. The recommendations by the working party point in the same direction
as the Audit Office although the working party’s proposals are more radical in some respects. The fact that
the IBO- working party identified in 2002 almost identical bottle-necks as the Audit Office in 2000
suggests that little has been achieved in practice with regard to the implementation of citizenship policy. In
this context, the Audit Office expressed its regret that its proposal for investigation into the educational and
training efforts needed for achieving the required language level has not been carried out. This is in spite of
the fact that the evaluation of the WIN legislation also indicated the 600 hours of language instruction to be
inadequate.
The minister for Immigration Affairs and Integration responded to the draft report in a letter to the
Second Chamber on 7 March 2003. He identified an internal contradiction in the report of the Audit Office.
On the one hand, it concludes that the bottle-necks in practice have been effectively and systematically
tackled. On the other hand, it concludes that little real change has taken place in practice and that
improvements can only be expected in a number of years. With regard to the conclusions of the Audit
Office about the current state of affairs, the minister made an addition point with respect to the recent
development in policy intentions:
•

At the request of the local authorities following the end of the work of the Task Force on
Citizenship, on 31 December 2002, a limited project organisation – Front Office Citizenship –
has been established to support the implementing organisations.

•

The streamlining of accountability and financial systems has made progress. The process and
financial reporting have been harmonised at the same time in each year. The budgets for
citizenship courses for both new-comers and old-comers have been integrated in the budget of the
Ministry of Justice and they are now the responsibility of the minister for Immigrant Affairs and
Integration.

•

The draft Law on Basic Provision of Child-care will include regulations that make it possible for
new-comers as a specific target group to apply for compensation of the costs of child-care. Since
old-comers are not compelled to follow citizenship courses, the draft law may provide allowance
for an experimental period of short-term child-care.

•

The number of hours for language instruction will be addressed in the next cabinet’s response to
the evaluation of the WIN legislation and the IBO report.

•

The Audit Office recommended that the introduction of an information system should have
priority. The proposal by the Second Chamber that citizenship courses for old-comers should be a
Major Project means that local authorities now have to provide information twice in each year.
Given the reports in the context of the Major Project for Citizenship of Old-comers and the
activities of the Task Force on Citizenship, the minister argued that the provision of information
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has been much improved. With the introduction in 2004 of the national information system, the
reporting of both new-comers and old-comers will be brought together.
5.2.1.2. Learning in the context of work
Government policy on learning in the context of the firm
According to the Ministry of Social Affairs and Employment (2002), policy based on a life cycle
perspective will lead to the blurring of the boundaries between initial and post-initial education.
Educational institutions and other providers must be enabled to organise flexible forms of provision that
should make combinations of learning, work and caring possible. Educational institutions must have the
potential to make a greater contribution to the diverse demands for post-initial education and training.
Current developments in the educational system, which primarily focus on the demand for initial
education, are also of great significance for strengthening the position of adults in the education and
training market. Publicly-financed educational institutions, however, cover only a small part of the
education and training market. The ROCs have 4% and higher education has 8% of the total volume of
post-initial education and training (SZW, 2002; MOCW, 2002).
With regard to education and training for those in work, central government plays above all a
supportive and facilitating role. The primary responsibility for the education and training of workers
resides with the social partners and individuals. A number of fiscal measures are intended to provide a
stimulus. Examples include the tax deduction for individuals of the costs of education and training, saving
arrangements for leave, the law on career breaks, Accreditation of Prior Learning, employability advisers,
and the quality system “Investors in People”. The government clearly accepts its specific responsibility for
the unemployed without a start qualification. To this end, the government has made additional resources
available in 2002 in the form of an extra fiscal facility for employers. In addition, the cabinet has made
ESF funds available. These can be used for training to the start qualification level but also for further
training up to the Level 4 of secondary vocational education and for generic training above the sector level.
In addition to the direct costs, the costs of absence from work and Accreditation of Prior Learning can
qualify for subsidy.
Inadequate use is made of the available ESF funds for the guidance of the unemployed to paid work.
Effective guidance to paid work applied to only 8% of the participants involved. Intensive use is made of
other possible subsidies such as the maintenance of work force and investments in vocational education
and training (Regioplan, 2004).
In 2004, the government has abolished the tax deductions for employers on the grounds that there is
no evidence that this fiscal measure has stimulated the participation in training (Miljoenennota 2004). It is
assumed that firms make profit from this fiscal measure although they would invest in education and
training in any case. Indeed, Leuven and Oosterbeek (2000) concluded that the specific fiscal measure to
stimulate the training among adults older than the age of 40 has had a negative effect which has led to the
postponement of training for those approaching 40 until later. This fiscal measure has also been abolished
in 2003.
Further government investments involve removing the disadvantages of those with limited financial
means, through the budgets for adult education and citizenship. These budgets are currently used by local
authorities to buy-in courses from the ROCs. In the future, commercial providers will also be allowed to
take advantage of this budgets. Distance education is subsidised via TELEAC which reaches tens of
thousands of viewers, and the Open University in higher education. An important development in policy
towards lifelong learning is the shift away from a provider-led towards a demand-led strategy. The leading
idea is that individuals should take more responsibility for their own employability. Personal budgets
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strengthen the possibilities for choice and heighten intrinsic motivation. An example is the Individual
Learning Account.
Research into the relevant skills of the low-qualified and their labour market position
In 1998, the Organisation for Strategic Labour Market Research (Stichting OSA) conducted research
into the skills which are important for the labour market position of the low-qualified. It appears that noninstrumental competencies have become particularly important: employers would like to have their lowqualified and unqualified workers to acquire communication skills, motivation and employees are willing
to acquire the required occupational qualifications through participating in training (Den Boer et al., 1998).
The simple fact that an employee is low-qualified does not appear to be satisfactory for employers.
However, the employee must first have the capacity and the willingness to engage in training. Possibilities
to make progress from unqualified jobs are less than that from low-qualified jobs. The educational level of
employees is not relevant in principle. Determining who is qualified for promotion is based more upon the
capacity of individuals rather than their level of initial educational. Employees on the production-line must
have social and communicative skills in order to function in the team. In addition to the command of the
Dutch language, being able to follow instructions also requires the ability to read. Given the direct contact
with clients, service functions make demands for higher levels of social and communicative skills. In
general, small firms demands more than larger companies because the job demands are broader and there
are fewer opportunities for guidance. Furthermore, the threat of failure is greater. Both employers and
employees are convinced that learning in the work place is most important for the acquisition of the skills
that are essential for the adequate fulfilment of a function. In the degree to which technical skills are
demanded, initial education becomes more important.
The researchers suggest a number of policy proposals for increasing the chance of getting a job. The
start qualification should emphasise the development of so-called “social discipline” which involves: being
reliable, possessing loyalty, finding the work attractive, being prepared to commit oneselves, possessing
social skills, and being able to get on with colleagues. The assessment of competencies - with the help of
Accreditation of Prior Learning trajectories – is found to be important because it enables employers to
determine the skills possessed by a potential employee. This also demands that the relative value of
diplomas must be transparent for employers. Finally, the researchers argue for the prevention of long-term
unemployment. The existing distinction between training for job-seekers and the unemployed, and in
particular job-rotation between workers and job-seekers, should be less sharp.
The social-cultural dimension of learning at all ages
The promotion of employability has up to now been the central argument for policy with regard to
lifelong learning in the Netherlands. However, it must be possible for the economically non-active and the
elderly to fully participate in the knowledge society. The danger of the development of a divided society is
possible when specific social groups are unable to cope with electronic information and communication
technologies, have an inadequate command of the Dutch language, possess inadequate knowledge of other
cultures, and do not feel engaged in the process of European integration. People tend to delve into their
immediate life-worlds and find themselves cut-off from the thrust of social change.
The accessibility of learning can be enlarged by using ICT, but at the same time using ICT can be a
threshold to take part in this form of education. Both from the perspective of mass communication as well
as from the perspective of increasing ICT– and communicative competences, initiatives are taken to make
learning at all ages possible, no matter what their status of employment is.
The annual “Week of Learning” is an attempt to raise the awareness of people at the local level with
regard to the many possibilities of engaging in learning in their own direct environment. This Week of
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Learning is also intended to strengthen the co-operation between welfare organisations, institutions for
adult education and formal education. In this manner, learning can be brought closer to the population.
Examples of this approach include the neighbourhood approach in which the students of an ROC help local
residents deal with the personal computer. On a broader front there are investments in experiments to
provide citizens with access to new technologies. An example is the “Knowledge Neighbourhood” in the
Eindhoven region. In the cabinet’s recent statement on the “Social Quality of Information and
Communication Technologies”, it was announced that four “Digital Breeding-grounds” would be
established. These are intended to stimulate initiatives that will strengthen the involvement of citizens, care
for each other and the environment, and learning for integration in work.
There are also proposals for the establishment of a national knowledge network for the social quality
of information and communication technologies. Within the framework of the Senior Web, volunteers
make a contribution to the competencies of the elderly to deal with information and communication
technologies. The Ministry of Public Health, Welfare and Sport subsidises this organisation through which
100 (older) volunteers provide internet courses. There are also developments for the establishment of an
educational TV-net (E-TV) which is intended to reach the low-qualified and make a contribution to social
cohesion. Currently there is an experiment in the four largest cities with E-TV and the expansion to other
cities is envisaged. The Ministry of Social Affairs and Employment is also experimenting with digital
education and training for job-seekers. The activities of the Foundation Nedwerk will be expanded into the
permanent provision of computers, guidance and on-line courses for job-seekers. The objective is to
prevent social exclusion. Another initiative involves a Digital Training School for specialised low and
middle-level vocational courses in information and communication technologies.
Evaluation of experiments with individual learning accounts for workers
Individual learning accounts (ILAs) comprise an interesting and relatively new approach that is
directed at low-qualified adults. Experiments are currently being conducted in all kinds of projects in
different countries and economic sectors. A number of such experiments were recently evaluated by the
OECD including the Netherlands where experiments with ILAs have been carried out in a number of
different sectors. ILAs are savings-accounts that can be utilised for the purposes of investing in education
and training. In general terms, but not exclusively, this involves work-related learning. The Dutch projects
are explicitly focused on work-related learning. Nonetheless, the majority of the participants report that
personal development is the primary motive followed by improvement in work-related tasks, and
increasing the chances of promotion. Participants appear to appreciate that they become less dependent on
their current working situation. The ILAs were able to reach low-qualified Dutch citizens, since 90% of
participants had a qualification below secondary vocational education. During the experiments, there was a
growing interest in ILAs among all the partners involved. This included the employers, who are partly
responsible for the costs involved, and who valued the ILAs in comparison with traditional training
instruments (Doets et al., 2002).
Research on external returns from courses for start qualifications
In 2002, the Research Centre for Education and Labour Market (ROA) conducted research into the
external returns to Level 2 secondary vocational training courses – the start qualification level – in
comparison with training courses just below and just above this level. The results suggest that the level
chosen for start qualifications is appropriate. The school based education track at level 2 seems to
contribute significantly to a better perspective on the labour market irrespective of the economic
conjuncture, while the apprenticeship track at this level (2) - appears to be much more sensitive to changes
in economic conditions. It is exactly these courses that are hardly used by low-qualified adults (ROA,
2002).
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5.2.1.3. Policy in the context of social cohesion
Evaluation of literacy projects
Despite the launch of the National Literacy Action Plan there is little information available on the
effectiveness of this campaign at the national level. Due to the decentralised policy and regional
implementation, the real effect of the literacy campaign for the low-qualified is unknown.
Evaluation of “old-comers”
The policy towards old-comers has now entered a new phase. The regulation for citizenship courses
for old-comers in municipalities with a relatively small number of immigrants came into effect in
December 2002, and was already based on output funding. The large local authorities in the G54 will also
move to an output funding system in January 2004. There will be no cuts in expenditure in this area of
policy in the near future. In due course, the citizenship courses for old-comers will be included in the new
law on citizenship. In the degree to which the local authorities retain their leading role, the current
financing system will be maintained.
Since the start of the regulation for citizenship courses for old-comers, some 30 800 individuals have
enrolled in such a course. Of these, 10 692 (35%) have completed their programme while 7 250 (24%)
have dropped-out. The actual number of enrolments is probably higher. Progress reports suggest that the
data for 2000 and 2001 are unreliable because the local authorities reported later.
5.3.

Current developments, problems and good practices

Educational disadvantages could occur during early child-hood, and would be very difficult to
overcome in later life. While such a disadvantage generally apply to the children of both low-qualified
indigenous and immigrant parents, this is particularly the case among children from a Turkish or Moroccan
background. In order to participate in society and be able to make free choices, it is necessary to prevent
the occurrence of educational disadvantages. Much is done to this end by co-operation between the
Ministry of Education, Culture and Sciences and the Ministry of Public Health, Welfare and Sport.
Given the skill shortages in the labour market, the government published a policy document “Towards
Good Jobs” in March 2000. This document proposed that bottle-necks in the labour market should be dealt
with in five different approaches including investments in education and training. In June 2000, this
document was followed by a plan of action which included specific measures for education and training.
The state of progress with regards to this plan of action was reported in the Social Report of 2002. The
implementation is according to plan and good progress was reported with regard to the achievement of
quantitative targets.
The unemployment among the youth has increased up to 8.7% in 2002 (15-22 years, excluding
students and scholars). The cabinet has sent a Plan of Approach to the Parliament to fight unemployment
among the youth, in June 2003. It contains the following goals:
•

The unemployment should not amount to more than the double of the total unemployment,
during the period of cabinet 2003-2007.

•

Every unemployed youth has to be either back at school and/or work within six months, to avoid
persistent unemployment.
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In order to prevent long-term unemployment, co-operation has been established between the Ministry
of Social Affairs and Employment, the Ministry of Education, Culture and Science and various regional
and local services.
Among others, the following instruments have been put in place:
•

A goal has been set to create an extra 40,000 apprenticeship places, through agreements between
employers, the council for work and income and educational organisations.

•

The existing fiscal facilities for employers, to educate the former unemployed aged 23 or over to
a starters’-qualification level, will be made available to educate the unemployed under the age of
23 (WVA age is 23).

•

35 million euros have been reserved to reduce the threshold: for the group of young people at
risk, for whom intervention alone does not suffice, short term activities can be paid for. Activities
such as individual guidance, job application training and a short training focused on positions.

5.3.1.

Overview of policy initiatives

A large number of initiatives have been launched within the policy frameworks described in the
previous section. This paragraph will briefly describe these initiatives and where possible indicate the
current state of affairs. To this end, use will be made of a target group approach.
5.3.1.1. Youngsters
There are regulations for Pre-school and Early-school Education (VVE, Dutch abbreviation) which
financially enable local authorities with a high concentration of disadvantaged children to make provisions
for pre-school and early-school programmes. There are, furthermore, a range of measures to promote the
effectuation of high quality VVE-policy at the local level. Since August 2002, the VVE-funds form a nontargeted element of the GOA budget for 2002-06. VVE-policy is part of a general policy on disadvantaged
children not only with regard to formal education but also with regard to developmental disadvantages in
family upbringing. The two ministries share a common responsibility and the central government provides
clear direction in this area. (MOCW, 2002)
5.3.1.2. Workers
The activities intended for the education and training of the employed are directed at (fiscal)
stimulation of demand, transparency of the supply of labour, and raising awareness.
This is undertaken in diverse ways. There are experiments with demand-led financial measures that
are intended to increase opportunities to participate in training and to enhance the employability of
individual employees. In 2001, eight experiments with Individual Learning Accounts (ILA) started with a
budget of EUR 1.2 million. In total, 1 200 ILAs were opened and was evaluated. The result was
encouraging. It was thus decided to extend the experiments in 2004. Continuation of the experiments with
ILAs will mean that there will not be a gap between these experiments and the eventual implementation of
the Personal Development Accounts (PORs, Dutch abbreviation).
In addition to these impulses, there are also generic fiscal arrangements, such as tax deductions for
both for-profit and non-profit firms (EUR 314 million in 2002)11, value-added tax deductions for
11.

This was abolished in 2004 due to its lack of effect
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educational institutions (EUR 209 in 2002), and income tax deductions for individuals for the purposes of
work-related education and training (EUR 91 million in 2002). The purpose of these fiscal arrangements is
to stimulate the investment in education and training by employers and employees. In addition, as indicated
before, the existing tax measure for employers who train former unemployed aged 23 or over up to the
level of a start qualification, can now also be applied to youngsters under 23 year old.
Since 1998, there have been a diverse number of projects involving “employability advisors” that are
intended to convince small and medium-size enterprises of the importance of good personnel policies.
These projects will have been completed in 2002. Such projects demonstrate that above all small firms lack
a personnel policy and that many training efforts are not adequately related to what the employee can
achieve in the future within the firm. A more systematic follow-up is the three-year programme known as
“Benefit from People and Knowledge” which has been initiated by the Syntens organisation and which is
worth EUR 3.1 million in the period 2002-2004. During a three-year period, the objective is to provide
16 000 small and medium-sized businesses with up-front advice on strategic personnel policy that is
related to the innovative objectives of these firms. To support this programme Syntens-advisors are trained
and there are a number of complementary activities. These include the development of an instrument that
enables firms to determine whether they do enough with regard to personnel policy in order to strengthen
their competitive position.
A quality standard system named “Investors in People,” originally developed in the UK, was
introduced in the Netherlands in 2000 by the Project Office Investors in People Netherlands which is a part
of Syntens. This quality standard is intended to promote systematic and structural personnel policies in
firms that can apply for recognition. The task of the Project Office is to take care of quality control and the
provision of information about the quality standard system. To this end, 230 advisors have been trained. In
2004, it is expected that 600 Investors in People certificates will be conferred on Dutch firms and
organisations. Experience shows that the introduction is proceeding slower than was expected. The
decision-making procedures in firms and organisations together with the application procedure itself seem
to take longer than was originally expected. The Project Office has up to EUR 2.73 million available in
2004.
In 2001, the Knowledge Centre for the Accreditation of Prior Learning (EVC) was established for a
period of four years with a total budget of EUR 3.4 million. It was originally intended to cater those in
work. The aim of EVC is to make explicit the knowledge and experience which has been acquired in the
workplace. The Knowledge Centre has the task of collecting and distributing experiences with EVC in the
Netherlands and abroad together with the standardisation of EVC procedures. During 2002, the Knowledge
Centre investigated the possibilities of also paying attention to the unemployed, ethnic minorities,
migrants, refugees, asylum-seekers and the occupationally disabled, with the help of an Equal subsidy.
Decision-making about this by the government departments involved is expected in the summer of 2002.
5.3.1.3. Workers and job-seekers without start qualifications
It is estimated that between one and two million workers and job-seekers do not possess a formal start
qualification (CBS, www.cbs.nl). In addition to the responsibility of employers for the training of this
group, the government has accepted its own responsibilities in this respect. In this connection, the
following initiatives have been developed.
In order to guide premature school-leavers to the acquisition of a start qualification, successful
guidance systems have been developed in project involving career advisors. There are five pilot projects in
the RMC local authorities. In each project 100 individuals are guided to a start qualification. These projects
ended in 2003 and EUR 545 000 has been made available.
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Since 1 January 2002, there is a new fiscal facility for employers who train the previously
unemployed to start qualification level. This includes the indirect costs of the employer in addition to the
real costs of training. Such costs can include, for example, additional guidance together with the adaptation
of production and personnel work. Since 2002, EUR 45.4 million has been made structurally available to
cost this fiscal facility.
With regard to the direct costs involved, employers are able to make use of the additional tax
deduction that is intended for the training up to the level of a start qualification and Dutch as a second
language, which apply since 1 January 2001 in both the profit and non-profit sectors.
5.3.1.4. Job-seekers
Most reintegration programmes for job-seekers contain a training component. Promoting access to a
stable position in the labour market is most often combined with a training trajectory. There are also
arrangements that specifically stimulate the training of job-seekers.
To this end, more training opportunities have been created for those on unemployment benefits or on
the minimum social benefit. Since August 2000, there have been experiments with expanded training
opportunities for those on unemployment benefits. These involve offering training to those who have been
unemployed many times in the past and who are expected to experience unemployment in the future. This
can involve the possibility of learning and work-experience trajectories, while in some cases a longer
period of education and training – up to two years – is also now possible. The possibility has been created,
for example, for the unemployed with a higher professional education diploma to follow a course of
teacher-training. This arrangement has been in place during the period 2001-04 and will be evaluated.
A number of projects for those in work and job-seekers involve the application of multi-media
approaches. There is, for example, a pilot project with the Virtual Training School which involves the
development and evaluation of a virtual education and training programme for systems management at
Level 2 of the national qualification structure for secondary vocational education that is equivalent to a
start qualification. This pilot project is a co-operative venture involving the local authorities, the ROCs and
the Women’s Trades Schools. The long-term objective is to arrive at a national system.
Virtual training for the employed is stimulated by subsidies from the Virtual University and Acadoo,
the latter being a virtual intermediary for ICT-based post-initial education. Using the broadcasting
organisation Educational TV, specific programmes are developed for groups that are difficult to reach such
as the ethnic minorities, the elderly, the disabled and the long-term unemployed. For the moment, this
experiment is limited to the region of Rotterdam. When this approach proves to be fruitful it will be
extended to Amsterdam, The Hague and Utrecht, and eventually on a national level.
In order to stimulate the education and training of immigrants, there are a number of pilot projects that
are intended to develop a methodology of so-called “dual trajectories” as part of the provision of
citizenship courses for new- and old-comers at the local authority level. There are also developments that
are intended to strengthen the position of highly-qualified refugees on the labour market. The objective is
to improve the accessibility of the labour market for refugees and to provide them with work appropriate to
their work experience and educational level. During the entire trajectory from an application for refugee
status to long-term access to an appropriate job, the intention is to develop tailor-made activities to support
them.
In order to facilitate the return of non-working women to the labour market, appropriate arrangements
are being developed that at the same time resolve bottle-necks in different sectors. Such arrangements
involve the co-operation of the Central Organisation for Work and Income, the Association of Dutch Local
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Authorities, the local authorities themselves and the employers’ organisations. In early 2002, these parties
and minister Verstand signed a declaration of intent about “returning women”. The declaration involved
agreements with regard to the provision of education and training and the acquisition of the qualifications
necessary for return to paid work.
In order to stimulate the education of immigrants, various municipality and organisations have been
building up experience with dual trajectories as part of the naturalization. The RWI as well as the SER,
have been asked to publish an advice on the efforts of the dual trajectories concerning the naturalization of
immigrants. Based on this advice, a plan of action will be made up for the further outline and execution of
dual trajectories, next to which, concerning the naturalization of immigrants other dual trajectories such as
early drop outs or women that wish to re-enter the labour market, will be taken into account.
The foundation for Refugee-Students (UAF) has received a subsidy in 2002, to organise activities of
the UAF Job Support in 2002-03. The knowledge available at the UAF Job Support about preparation for
the labour market of the higher educated refugees can be used to support the CWI’s and the municipality.
The UAF has also developed a dual trajectory for higher educated refugees in the IT branch and a
shortened route in the aid and care branch.
A plan of approach “Position on the Labour Market for Higher Educated Refugees” has been
developed, with the purpose of improving the flow of higher educated refugees to the labour market and
improving the link to their job experiences and their level of education. The activities concerning the plan
of approach will be concluded this trimester. At the end of this trimester, the results of the monitor project
“Survey Position and Use of Provision Immigrants” among five refugee groups will be made public. The
five groups contain refugees from Somalia, Iraq, Iran, Afghanistan and former Yugoslavia.
Through a special settlement (2002) projects to stimulate the ethnical minorities have been set up.
These stimulating projects are very successful in reaching ethnical minorities who are hard to reach, or
cannot be reached through the regular instruments. Through these projects various methods have been
developed and insights have been made to enlarge the reach of the target group. The projects give intense
and personal attention to a group of job seeking immigrants with multiple problems (lower educational
level, insufficient knowledge of the Dutch language, debts, housing problems, single motherhood).
Based on best-practices, a description of the methods, developed by SPAG projects, has been given in
July 2003. These methods have been published in a brochure which municipalities can use. All
28 municipalities have received an advance on the subsidies in 2003, for the third year of the project
(2004).
To improve the introduction of re-entering women and also tackle the problems in various branches,
the cabinet published a plan of approach Re-entering Women (July 2003). The goal the cabinet has set, is
to be able to employ 50 000 re-entering women in the period between 2002-05. This goal is being
supported by agreements on the amount of women and the ways and methods with which they will be
aided in finding a job by regional parties as the municipality, Centre for Work and Income, branch
organisations and employers.
Route-project for long-term unemployed people
The Route project started in 1999 and has developed significantly since then. There are many people
who find it hard to gain a place on the labour market. They need a supportive course which pays attention
to activation and motivation to go back to work or to start learning again. For some long-term unemployed,
it is not easy to get back to work without education. Many of them need not only to learn in a trade, but
also to be able to function better. The target group consists of a varied group of people who have been
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classified as phase 4 and have great difficulty in finding a job. In 2002, there was a positive exit rate of
53% in the project. The method used in the motivation and activation course and also during much of the
partial courses is in fact a mix of various methods including phasing, process guidance and the social
competence model. The focus on individual coaching is characteristic for Route (Van der Kamp et al.,
2002).
5.3.1.5. Social cohesion and policy on disadvantage
The courses provided within regular (adult) education include Dutch as a Second Language (NT2),
secondary general education for adults (vavo), vocational orientation and linkage courses. The
implementation of (adult) education is the responsibility of the local authorities. The annual national
budget for (adult) education – EUR 205 million – is allocated to the local authorities who buy-in the
number of courses from the ROCs that is appropriate to meet local needs.
There are clearly problems with the implementation of (adult) education which are related to the
manner in which the local authorities execute their directing role and problems involved in co-operation
between local authorities. In order to secure improvement, agreements have been arrived at with the
Association of Dutch Local Authorities (VNG) in a common declaration of intent. This includes the
intentions, agreements and actions that are appropriate to and recognise the responsibilities of parties
involved. This declaration of intent will be further developed in the course of 2002.
It is increasingly clear that the intensive preoccupation with language instruction for ethnic minorities
(NT2) has resulted in a lack of attention in (adult) education for the importance of literacy courses for the
indigenous Dutch adult population (NT1). While the functionally illiterate among the indigenous Dutch
adult population comprise some 1.4 million adults – more than 10% of the adult population – more than
250 000 of them are entirely illiterate. The local authorities give inadequate priority to this problem. As a
response to this problem, a national Literacy Campaign was launched in May of 2002 and the development
of a long-term plan was instigated.
The law on citizenship education for new-comers (WIN) came into effect on 30 September 1998. This
law requires all new-comers to take part in a citizenship course that involves instruction in the Dutch
language together with social and occupational orientation. The objective of citizenship policy is to
promote the self-sufficiency of new-comers. Local authorities are responsible for citizenship courses. In
2002, the budget made available for citizenship courses for new-comers was EUR 169.5 million. Due to
the problems associated with the implementation of the WIN – waiting-lists, poor co-operation and lack of
vision – the Task Force on Citizenship was established in order to improve the citizenship courses for newand old-comers. They succeeded in their task. The WIN has been evaluated and the final report was
submitted to the Second Chamber on 7 March 2002.
In 1998, additional funding was made available for policy initiatives specifically devoted to oldcomers to the Netherlands. This involved an addition to the funds already made available within the
framework of the law on (adult) education and secondary vocational education (WEB) which amounted to
EUR 97 million in 2002. Policy related to old-comers is directed to two priority target groups: job-seekers
and parents. The cabinet’s policy is intended to make such provision for old-comers that is necessary to
reduce or put an end to their disadvantaged position in Dutch society.
There are also specific actions, furthermore, that are intended to engage difficult to reach groups in
learning. Such initiatives include: The Week of Learning, virtual “soccer fields”, the virtual training school
and the already referred to Educational TV. The Week of Learning – known in general throughout the
European Union as “Adult Learners’ Week” – will be organised for the fifth time in 2004. The objective of
this week is to raise the level of awareness among adults with regard to lifelong learning at the local level,

74

presentation of the availability of education and training opportunities, and the promotion of co-operation
between local providers. An important result of the Week of Learning is that the different providers –
ROCs, Popular Universities, neighbourhood and community centres, public libraries and museums, etc. –
jointly develop new and innovative learning activities, and thus bring learning closer to the everyday life of
adults. This is important above all for those who have little or bad experiences with education and training.
When learning activities are made available in an attractive form close to their own home environment,
there is a greater chance that people will make use of provision compared to the need to seek out specific
educational institutions themselves. There is as yet, however, no firm foundation for co-operation between
different educational and training institutions and organisations. The national UNESCO Commission12,
therefore, argues that “…it is necessary to encourage co-operation between learning from the perspective
of the labour market and learning from the perspective of social-cultural development”.
Stated preference as a research approach
The OSA undertook research in 2003 into the motives and preferences of employees with regard to
education and training on the basis of the stated preferences approach. Respondents were required to
indicate their preferences for one of two forms of education and training. This experimental approach made
it possible to demonstrate the effects of policy measures. In the first instance, the ideal would appear to be:
an in-company course, during working-time, with a limited number of meetings, paid for by the employer,
and with an expectation of improvement of income or function. In reality, low-qualified employees are
more willing to accept training in their own time while female employees express a strong preference for
in-company courses. Positive influences associated with the willingness of the low-qualified to take part in
a course include: being female, not having children, previous experience of training, having colleagues
with experience of training, information about the facilities, 10 meetings, and in-company. Negative
influences are: being married or in a partnership (especially for women), having a permanent contract,
having to contribute to the costs oneself, and courses that make demands upon general cultural
development.
5.4.

Reflection/Conclusions

In this report we have chosen to describe the participation of low-qualified adults in education and
training in terms of learning in relation respectively to the categories: compulsory trajectories, work, social
cohesion and personal development. The question is in how far these categories provide a basis for policy
that intends to reach the low-qualified. Our conclusion is that each of these categories addresses
individuals in terms of a specific characteristic such as being an immigrant, job-seeker, socially excluded,
interested in personal development. Being low-qualified can determine whether one belongs to one of these
categories.
The Poverty Monitor 2003 (SCP, 2003) reinforces that a low level of education is one of the
determining factors of poverty and social exclusion. The Monitor offers two indicators:
1) Premature school-leavers aged 18-24 who did not participate in further education after
preparatory vocational or lower secondary education, the first phase of general secondary
education or who follow basic vocational education: 15% of adults were in this group in 2002.
2) Low-qualified individuals aged 25 to 64 with no more than preparatory vocational or lower
secondary education, the first phase of general secondary education or who follow basic
vocational education: 33% of these groups in 2002.

12.

Cultureel-sociale dimensie van een leven lang leren, Nationale Unesco Commissie, Den Haag, June 2001.
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The government’s strategy of using work as an escape-route out of poverty is becoming more
differentiated and does not apply to everyone such as those with occupational disability benefits, sickness,
with social or physical disabilities. Those on benefits experience competition from school-leavers,
returners, and those changing jobs. Due to disabilities, some can no longer work. Also, the chance of
loosing a job again is significant and there is the poverty trap with the removal of subsidies for those on
low incomes.
In short, a low level of education is among the determinants of poverty and social exclusion, but it is
not often the sole label used to address people. This makes it difficult to bring education and training for
the low-qualified into the picture both in terms of policy formation and adequate information. This is also
due to the fact that two related developments reduce the visibility of education and training as a policy
instrument:
•

Learning is increasingly identified in non-formal contexts.

•

Education and training is a policy instrument that is implemented in a broad framework - such as
citizenship, guidance in the labour market, activation for social participation- and is used in
guidance trajectories on the basis of bilateral agreements. This also makes formal training less
visible.

This leads us to conclude that, in the Dutch policy papers from the last decade, special attention is
given to the low qualified. However, systematic collection of data with regard to this particular group as
well as systematic evaluation of the impact of interventions designed for this target group need further
improvement.
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ANNEX 1: THE CABINET’S RESPONSE TO THE ADVICE BY THE SOCIAL-ECONOMIC
COUNCIL

“The new learning: advice on a life long of learning in the knowledge economy” (2002) November
2003/published January 2004
Introduction
During the meeting of the European Council in Lisbon, the ambition was expressed that the European
Union (EU) in 2010 should be the most competitive and dynamic knowledge economy in the world. In this
regard, the Netherlands intends to be among the top three in the EU. A structurally higher growth of
productivity and an increase in participation in the labour market are necessary if this ambition is to be
realised. The cabinet has committed itself to a strong economy devoted to the recovery of competitiveness
and the increase in innovative capacities.13 The availability, quality and employability of human capital has
an important role in realising these objectives. Technological developments raise the skill demands of the
labour force which is continuously changing. This requires a high level of flexibility from employers and
employees. A strategy for a life long of learning (LLL) can respond to these issues when it creates the
preconditions for the realisation of a well-educated and broadly employable labour force. Through
education and training, and through learning in the workplace or outside, people can acquire during their
working life new knowledge and experience, and maintain existing competencies that are of importance for
the development of the knowledge economy. Participation in LLL is important at all educational levels
13.

“In actie voor Innovatie”, Ministerie van Economische Zaken, October 2003.

83

varying from acquiring a start qualification to the maintenance of knowledge by the higher educated.
Promoting participation in LLL is thus one the cornerstones of the Lisbon Agenda.14
Stimulating participation in LLL is a shared responsibility among the government, social partners and
educational bodies. With regard to the government, policy on LLL involves different departments. It plays
a role in educational policy since it is there that the foundations are laid for LLL and the responsibility for
the system rests here. Good vocational education and higher education are crucial for the development of
the knowledge economy and social participation. This means that education has to be responsive and
innovative. The adult education and secondary vocational education (BVE) together with higher education
have already adopted this route, but there must be improvements in order to meet the challenges of the 21st
century. Given that the advice of the Social-Economic Council (SER) “The new learning” does not address
this, these improvements of and ambitions for education will be referred to in this cabinet response as and
when relevant.15 LLL plays a role in innovation policy whereby it is important to promote the effectiveness
of a life long of learning through the realisation of a responsive and transparent education and training
market where new knowledge is rapidly implemented in courses. LLL also plays a role here when the
availability and employability of knowledge workers are involved. LLL is also essential for labour market
policy including the area of reintegration and the employability of workers.
In order to implement the Lisbon objective, the cabinet KoK II took two parallel initiatives in addition
to ongoing activities. The first of these was the development of an inter-departmental policy agenda LLL
which set out the major themes of LLL policy for the coming years (April 2002). Secondly, the Ministries
of Economic Affairs, Social Affairs and Employment, and Education, Culture and Science have requested
the SER to advise them about prickles to stimulate participation in LLL for the (potential) working
population and the appropriate preconditions. The cabinet expresses its thanks and appreciation for the
advice of the council and gives here its response.16
Major theme in the SER advice “The new learning”
The council follows the European Commission’s definition of LLL from the perspective of
employability in the labour market.17 In this regard, the council signals two core elements: the development
of a knowledge economy and greater diversity in (working-) life courses. According to the council, this is
the time to intensify the policy activities to fundamentally anchor LLL in society. LLL is an important
means to raise and maintain the quality of the labour force to the necessary level and to heighten the
productivity of science and technology. The foundation of the advice is that the individual must take more
responsibility for his/her own training as a result of which participation in LLL will increase. To this end,
the government must provide the necessary prickles. These prickles can take the form of a more

14.

In the Netherlands, 15.6% of the population between 25 and 64 takes part in some form of education and
training (based on LFS data). In terms of this general indicator the Netherlands is in 5th place in the EU. In
order to measure participation Dutch targets will be formulated also on the basis of European targets.

15.

These developments will be further developed in Koers BVE II and HOOP 2004.

16.

This is the response of the cabinet Balkenende II. The cabinet response of Balkende I (March 2003) is
herewith withdrawn upon the request of the Second Chamber given that this cabinet had tendered its
resignation at that time.

17.

“All learning activities developed throughout life to acquire or improve knowledge and skills and
competencies from the personal, civil, social and/or employment perspectives”.
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individualised approach to financing training and a commitment to a more open and transparent education
and training market for (potential) workers (including among other things, a “level playing-field”).18
1.

Promoting participation in LLL

SER: The individual is central
The council argues that the individuals must take a more proactive attitude towards their own training
and employability on the labour market. Individuals must have enough say in the training to be followed
and have the possibility to combine work and training. Individuals must also have more insight into their
own careers. The government must facilitate an infrastructure for individuals who cannot resort to their
employer. In order to motivate individuals more, the government should offer financial support for training
via a Personal Development Account (POR). The council requests the cabinet to introduce a fiscal facility
for POR and in the first instance for workers.
Cabinet: The individual is central
In order to promote participation, the cabinet agrees with the council that a more proactive attitude by
individuals is necessary for their own learning careers in combination with the strengthening of their
positions. In order to realise this, a good balance and co-operation is necessary between government, social
partners and educational organisations. For this purpose, the cabinet will establish a LLL Platform. This
co-operative body will examine whether the existing instruments for training can be more focused on
individuals. For this purpose, the results of the Training Impulse will be used that are concerned with
innovative training trajectories in the sectors which are intended to motivate individuals to participate in
training. In addition, the cabinet’s proposal for a “life course arrangement” can be used for flexibility of
work and learning. The point of departure for the “life course arrangement” is that employees are enabled
to combine work with other activities and possibly training. The cabinet does not regard it to be opportune
to introduce the POR alongside the “life course arrangement”. The experiments with Individual Learning
Accounts will be evaluated. The competitive position of Dutch trade and industry is in part determined by
the level of training and engagement of the personnel. The cabinet therefore shares the view of the council
that career guidance is an important part of a LLL strategy. In this regard, it must be pointed out that
employers and employees are primarily responsible for strategic Human Resource Development policy and
career guidance. To stimulate this the cabinet has made resources available up to 2008 for Investors in
People (IiP).
With regard to the possibilities for individuals, the cabinet directs attention to the existing market for
career guidance and advice which everyone can use. The government has a particular role in the area of
information where there is a lack of information. In this respect, the Centre for Accreditation of Prior
Knowledge (APL), together with the Empowerment Centre APL, is responsible for the development and
dissemination of knowledge about APL.19

18.

Where, in what follows, the term “training” is used this terms refers to training (courses) and education for
(potential) workers, unless otherwise indicated.

19.

APL makes the competencies visible that are acquired outside of the school environment. This must result
in the appraisal and, where possible, formal accreditation. Where necessary accelerated training can
provide the additional knowledge and skills required for accreditation. Furthermore, APL promotes the
employability of individuals on the labour market, and it also promotes tailor-made trajectories, which
results in lower income and productivity losses, and more awareness of their capacities. APL offers not
only opportunities for workers, but also for groups at risk.
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Furthermore, the Centre for Work and Income (CWI) provides information and advice about
study/occupational choice and training courses. Job-seekers can be qualified for more extensive forms of
career guidance through the benefit agencies and local authority. The cabinet will investigate the
shortcomings of the current provision of information.
SER: Reducing the number of people without start qualifications and upgrading the labour force
given the scarcity of knowledge workers
Being in possession of a start qualification forms the basis of participation in a LLL. The council is of
the opinion that the cabinet must draw-up a plan of action to drastically reduce the number of people
(1.7 million) without a start qualification.20 This should involve establishing a realistic target for the
number of (non-) workers without a start qualification who are to be trained. Given the large size of the
group, priorities must be set in favour of the weakest categories. It is necessary to establish in how far
those without a start qualification can in practice function at the MBO-2 level.
The council advices the cabinet to seek to realise a start qualification for a large group of the working
population via the prevention of premature school-leaving in Preparatory Secondary Vocational Education
(VMBO), Secondary Vocational Education (MBO) and dual trajectories with the possible use of APL.
Given structural developments such as the greying of the population and the higher levels of knowledge
demanded, the council indicates furthermore that there is a threat of structural shortages of the higher
qualified and specific groups such as technicians. Up grading of the working population is of importance in
order to meet the demands of the knowledge economy and the expected structural developments in the
labour market.
Cabinet: Reducing the number of people without start qualifications and upgrading of the labour
force given the scarcity of knowledge workers
The cabinet recognises the problem of people without start qualifications. In support of the cabinet’s
policy, the cabinet has requested the Council for Work and Income (RWI) to draw-up targets for the
training of different categories of workers up to start qualification level and the training for the
unemployed without a start qualification. In line with the RWI advice, the government makes a distinction
between, on the one hand, working and unemployed adults without a start qualification, and, on the other
hand, youngsters. With regard to the adult employed and unemployed without start qualifications, the goal
is, given the European ambitions on this point, that 80% of the working population aged 25-64 should have
a start qualification in 2010. For this purpose, a fiscal facility and ESF-funds will be used which will help
employers to finance the necessary training trajectories up to start qualification level. On 23 June 2003, the
Minister of Social Affairs and Employment and the Minister of Education, Culture and Science presented
the plan of action for youth unemployment to the Second Chamber. This includes measures to fight youth
unemployment and to ensure that more youngsters acquire a start qualification. The departments involved
have set up a number of activities. They include among others agreements about new (learning) work
placements, strengthening of APL, exploring the possibility of offering MBO-1 level course in VMBO,
extending the “dispensation-regulation” in secondary general adult education (vavo), improved
accessibility of ESF-funds, improvement of registration, co-operation in the region, strengthening the
directing role of the local authorities, and intensifying the guidance of pupils at risk. In addition, the
cabinet intends to use an integrated approach towards premature school-leaving in order to reduce the
number of premature school-leavers by 30% in 2006 conform to the Lisbon objectives. This approach
comprises the prevention of drop-out and the guiding of young people, who have left school recently or
some time ago, back to school/ learning, work, or a combination of both. The point of departure is that the
20.

CBS (EBB) voor 2002. Beroepsbevolking van 25-64 jaar: 1 698 000 of 26% people have no start
qualification. Most of them are employed, 1 613 000.
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time and place where people learn is so important. This requires turning around in thinking about
premature school-leaving. The cabinet no longer thinks in term of premature school-leavers or drop-outs
but in terms of youngsters who, whether via education or work, are helped to acquire a start qualification.
Important parts of the policy involve tackling the multi-faceted problem of youngsters in the
framework of the Large Cities policy and the RMC approach (Regional Reporting and Co-ordination task
premature school-leaving). The implementation of the RMC legislation in 2002 and further regulations
requires schools to inform the RMC local authorities about premature school-leavers. In this manner, a
good picture of this group is made available and policy can be adjusted. There are also many projects and
pilot experiments in the area of premature school-leaving which can be introduced nationally when
evaluation shows that have been successful. In the “Progress Report RMC 2002”, recently submitted to the
Second Chamber, priorities are formulated for educational policy with a view to achieving the Lisbon
target. The cabinet regards the start qualification as a the minimum level for successful participation on the
labour market, but it also argues that the VMBO diploma and/or a MBO-1 level qualification can function
as an excellent first qualification for a working career. In the near future, the priorities will above all
involve strengthening co-operation in the region, more room for tailor-made approaches in the region,
acquiring a better picture of the careers of youngsters without start qualifications, together with effective
guidance and more self-responsibility.
The cabinet will examine (improving) the effectiveness of the present training instruments, not only
for the target groups mentioned above but will go a step further in learning career with regard to solving
the scarcity of the higher educated. One could consider a combination of measuring competencies arising
from prior learning, drawing-up personal training plans, shorter and flexible tailor-made trajectories for
training-up, and learning environments more in line with the learning styles of participants. It should be
remarked that the training of employees with a qualification above the start qualification is in the first place
the responsibility of employers and employees. Educational institutions have responsibilities here when the
realisation of a more market-conform provision is involved. We shall deal with this later in the section on
the lack of market-conform work in subsidised institutions. In the Deltaplan exact-technical sciences, the
cabinet undertook an analysis of the problems with regard to the scarcity of knowledge workers (including
exact scientists and technicians) and formulated a plan of action for these shortages that was in particular
concerned with exact scientists and technicians. Attention will also be given to stimulating education and
training for the employed as an instrument to produce greater numbers of exact scientists and technicians.
SER: Reintegration
Training is important for the durable placement of people in the labour market. One of the
preconditions of preventing a return to unemployment is an adequate level of training. The council
identifies, however, a reserved use of training in reintegration. The council thus looked for the causes in
the separated regimes of training for workers and the unemployed which gives rise to problems of
articulation. Training as an instrument, whether or not as dual trajectories, should be used more often in
reintegration. In dual trajectories, individuals are provided with the opportunity to acquire a start
qualification. In addition, this meets the demand of employers for more manpower. More rapid
reintegration is possible and the duration of dependence on benefits is reduced. In short, this is a win-win
situation. Given that all parties involved benefit from dual trajectories, they should all make their own
contribution to the costs involved. The council is of the opinion that the government should compensate the
employer for the reduction of production via a subsidy for the wage-bill. For their part, employers should
compensate employees for any loss of income as a result of participating in training. The costs of training
as such should be paid by the benefit agencies or the local authority. Making use of ESF funds is also a
possibility.
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Given the common interests involved in the use of dual trajectories, the council finds that it is
necessary for the government to involve the social partners on this issue.
Cabinet: Reintegration
The government underlines the importance of removing the training barriers that job-seekers and
workers face, and in particular, those that people without a start qualification face. It is up to those who
commission and finance reintegration trajectories or the employer and the previously unemployed person
to arrive at good agreements in the situation where an individual is placed on the labour market without
acquiring a start qualification. The cabinet provides support for this via the 2002 fiscal facility, which
compensates the employer for the indirect costs of training of previously unemployed employees older
than 23 up to the level of the start qualification. Given the rising youth unemployment, this facility has
been extended to those younger than 23.
The cabinet recognises the importance of the use of dual trajectories particularly for those whose
training constitutes a precondition for durable access to the labour market. This instrument can be
especially relevant for ethnic minorities (including those on citizenship courses and highly-qualified
political refugees), premature school-leavers and returning women. Many local authorities and other
organisations have experience with dual trajectories. Additional actions have also been carried out in the
framework of the tackling youth unemployment. The social partners play a crucial role in the development
of dual trajectories, not only in terms of the quantity but also the quality of learning work-placements.
Firms can also make an important contribution to raising the quality of the labour force through ensuring
that the work-place is emphasised as a learning environment. In practice, the development of dual
trajectories is by no means self-evident. In order to trace the existing problems and success factors,
research was carried out and an expert-meeting held in the first half of 2003. The results will be utilised by
the SER and the RWI in the advisory report which they will produce in late 2003 with reference to dual
trajectories “language acquisition and access to work”. With regard to the financing of dual trajectories,
this is made possible by the government in a number of ways. For example, the local authorities can make
use of legislation and regulations in the areas of citizenship courses, (adult) education and reintegration.
There is a fiscal facility for employers who contribute to dual trajectories which enable them to partly
deduct the wage-costs involved. It is also possible to utilise ESF funds. It is apparent that very important
problems arise in practice from the multiplicity of systems for financing and accountability. In order to
allow dual trajectories to develop as a mature labour market instrument, these problems will be dealt with
in a policy plan to be announced in early 2004 that will address the stream-lining of the legislation,
regulations and accountability in different budget-lines. The advice from the SER and RWI, expected in
late 2003, plus the research results and the expert meeting, will be considered.
2.

More market-conform provision

SER: Subsidised educational institutions are not market-conform
The council argues that the demand for training will become greater and more differentiated. Demand
must be well articulated and provision must experience marked pressure to be able to effectively and
innovatively respond to demands. Co-operation between knowledge institutions and firms is of importance
here. The council points in the context of the knowledge economy to the increasing importance of
accelerated articulation of new knowledge between demand and supply. Education and training institutions
need to develop a more flexible and tailor-made provision of training. Subsidised institutions are not well
prepared for this because they still have to make the cultural turn towards a market-conform attitude. A
demand-led approach can make a contribution to this.
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The council attaches great importance to the participation by the subsidised institutions in the
education and training market for workers and is of the opinion that they should develop as open learning
centres for everyone. The council finds that this change towards a more demand-led approach calls for
additional investments in the structure of provision beyond the period of adjustment. The council is
convinced that the extra costs involved cannot be raised in the short term from the demand-side alone.
Cabinet: Subsidised educational institutions do not conform to the market
The cabinet recognises that the demand for education and training will become greater and more
differentiated. In addition, the boundaries between learning and working in the learning careers of
individuals will become less distinctive. Both of these developments call for a broader view on the role that
educational institutions can play within LLL. The primary task of educational institutions subsidised by the
government is and remains the provision for young people of a qualification that relates to their capacities
and prepares them for a life of work and learning. In addition, they can provide courses in the education
and training market for (potential) workers. In order to be better able to respond to developments in the
knowledge economy, it is important that the institutions are more responsive and flexible to the needs of
firms and (potential) workers. The expected growth in the demand for training is a reason to look for a
more effective and efficient utilisation of the existing physical infrastructure and training provision of
initial education, for example, by stimulating distance learning.
Educational institutions must develop themselves as institutions for a life long of learning. To this
end, they must be innovative in a network relationship with businesses. The cabinet intends to offer more
room for initiatives and self-responsibility. In co-operation with the educational bodies involved, the
cabinet will examine in which ways the subsidised institutions can fulfil a more prominent role in the
education and training market in relation to an equal playing-field with commercial providers of training.
Furthermore, the cabinet envisages the following central improvements and ambitions for vocational
and higher education which will facilitate the cultural change towards the market-conforming approach for
which the SER argues:
•

A structural approach that leads to bottom-up innovation and over the thresholds of institutions
which will make an accelerated articulation between demand and supply of new knowledge
possible.

•

Heightened participation in and returns to education through which participants are offered a
learning career that is devoted to a fully fledged place in the society. Institutions will need to
introduce flexibility in their provision to this end.

•

The cultural change argued by the SER requires that educational institutions must be called to
account for their performance. This means that performance must be made transparent, but that
the institutions must have the room to achieve the levels of performance required.

•

A market-orientation is a competence that makes new demands upon the most important
exponents of education and innovation – the teachers – who need to develop into a group of
entrepreneurial professionals.

These improvements and ambitions will be made explicit in the Koers BVE II (year ???) and HOOP
(2004).
In this connection, the role of adult education can also be strengthened. In addition to the traditional
role of second chance education in the context of secondary general adult education and self-sufficiency,
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(adult) education can play an important role in the improved integration with vocational education in
contributing to preparing adults for the labour market and a learning career in vocational education. In
addition, the development of an improved market for adult education and training will lead to the abolition
of the now compulsory “shopping” between local authorities and ROCs.
Furthermore, the institutions in the BVE-sector will have increased possibilities to co-operate with
other providers such as the non-subsidised commercial providers and firms. Under specified conditions,
contracting-out of (parts) of courses will be possible. The most important condition being that the
institutions will remain responsible for the courses (including accountability and quality issues). This
contracting-out could be a first step in the development of a more open education system. The feasibility of
an open marked for initial vocational and professional education will be discussed in the near future and
involves two issues: i) the creation of a level playing-field and ii) a transparent financial accountability for
public financed (initial) and private financed (post-initial) education and training. Such questions deserve
to be dealt with in a clear and well-organised manner before further steps are taken.
The cabinet supports the argument that demand-led financing can be an important element in the
Cultural Revolution that is required in the subsidised educational institutions. In order to acquire more
insight into pro’s and con’s of the financing of demand and a demand-led approach, a number of
experiments will need to be evaluated in the near future such as the already mentioned experiments with
learning accounts. The current experiment with vouchers in Higher Professional Education (HBO) will
also provide insights into the arguments for and against a demand-led approach.
SER: Transparency of the training market and APL
The council has identified a lack of transparency and cohesion in the provision of training. This shortcoming becomes greater in the degree to which the call for tailor-made provision increases. Transparency
can be created via accreditation, the introduction of qualifying trajectories, improved information about the
articulation between supply and demand, and information about content and quality. In the longer term,
transparency can be improved by increasing the number of market-conforming organisation in the market
for education and training because competition will require the providers of training to adapt their
provision to the demand and provide clarity as to their own provision.
In addition, the council finds it to be necessary that progress needs to be made as soon as possible
with APL. The cabinet should promote the application of APL and as with other training instruments it
should support this with a fiscal facility.
Cabinet: Transparency of the training market and APL
The cabinet is convinced that a qualitatively good and transparent provision of training is a
precondition of a LLL. The further development and implementation of a system for APL will contribute
to a demand-led development of a demand-led provision of training. This relates to the ongoing
transformation of the national qualification structure for secondary vocational education to a structure that
is based on global competencies. This process must be completed in 2006 and will result in the drastic
reduction of the qualifications in secondary vocational education, the provision will be more transparent
and there will be less duplication between the courses provided. At the national level, more attention needs
to be paid to the integrated provision of information of the available provision of education and training.
There are already a number of initiatives in which innovative use is made of the media in order to
disseminate information about training opportunities. The cabinet will examine the possibilities to improve
the present provision of information. However, the cabinet feels that it should not implement this alone.
The sectors, branches and the training funds also have to play an important role.
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With regard to the accelerated development and implementation of APL, the government, the social
partners and the educational bodies all carry responsibilities. In order to realise this, the government has
made the choice to subsidise a number of APL pilot projects and has in 2001 established the APL
Knowledge Centre in order to develop and disseminate knowledge about APL in the interests of the
branches and sectors so that they themselves can put APL into practice. At the same time, this institution
plays caters the providers of education and training with regard to EVC. The APL Knowledge Centre will
be evaluated in 2004. This national centre for APL works together with the Empowerment Centre which
was established with EQUAL funds from the EU for the development and implementation of APL for the
purposes of the labour market reintegration. Quality control and civil effect are the government’s priorities
with the introduction of APL. The further development of APL should, as much as possible, be related to a
competency-based qualification structure. In early 2004, the cabinet intends to make agreements with
relevant actors about the strengthening of the APL function in educational institutions. These agreements
will deal with the framework, including financial preconditions and quality control, within which APL
should develop. The advisory report from the Education Council on certification in relation to LLL will be
taken into account.21
The utilisation of APL is now largely a question of the start qualification level. In the context of the
scarcity of knowledge workers, APL must also make a stronger contribution to the employability of those
with secondary or higher education qualifications. As far as the fiscal support for APL within the training
facility is concerned, the previous cabinet, in response to RWI policy framework, has indicated that it was
in principle positive. For technical implementation reasons, however, a fiscal facility for APL procedures is
not possible by way of an extension of the definition of training in the training regulations. Given the
economic situation and the agreements about fiscal facilities for training in the cabinet’s Policy Agreement,
there is budgetary space available for an extra fiscal facility.
3.

Direction, responsibility and financing

SER: a new policy model
In the future, the post-initial training market will serve all those with a need for training. Training
providers should receive strong incentives to adapt their provision to the individual. The absence of a level
playing-field for providers of training stands in the way of the necessary development and growth of the
training market. Individuals can make use of the provision made by subsidised institutions even after they
have left a formal educational trajectory. In so far as this involves regular courses, this will subsidised in
the current situation. A commercial provider, however, must charge the market price. This inhibits the
effective functioning of the training market. The council finds that a clear distinction between initial and
post-initial sectors will resolve this. The council thus proposes a new distinction between initial and postinitial education. The government will be responsible for the initial education. Post-initial education will
not be subsidised. The distinction between initial and post-initial education must be at the point where the
participant in education leaves initial education for the labour market.
It will be necessary to determine when entry to the labour market takes place. The council assumes
that the government will take full responsibility for the initial segment. The post-initial segment is in
principle the responsibility of individuals and employers. The SER finds that the government must in
certain situations intervene in the post-initial market. In the first place, the council finds that the individual
without a start qualification must be able to make a claim upon subsidised education. Secondly, when the
government is involved in the demand side of the training market as an employer, as is the case of the
caring services and education. Thirdly, when intended developments do not take place, for example as a
result of market failure, the government must intervene. The council is of the opinion that the government
21.

Advies Onderwijsraad over certificiering en financiering LLL will appear in late 2003.
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must provide incentives to encourage those who have left initial education to participate in training. The
council wants the cabinet, in its response, to explicitly give its opinion on the proposed policy model and
whether it will further develop this model.
Cabinet: a new policy model
For this cabinet, the financial responsibility of government for public education is not a point for
discussion. It will be necessary, however, to establish clarity as to the boundaries of the government’s
responsibilities. Before the government can be explicit about the proposed policy model, there is a need for
a further development by the SER of its proposal for a new break between initial and post-initial education.
The cabinet finds that the present proposal will all too strongly limit the accessibility of education for those
who left education at a young age (whether with or without a diploma) and still at a young age wish to
study further. In the near future, the SER will be invited to work out its proposal in a second report in such
a way that the accessibility of education for young people is guaranteed. In addition, the SER will be asked
to judge the proposed model in the light of the changed political context and, in particular, in the light of
the cabinet’s Policy Agreement.
Conclusion
In order for the working population to respond flexibly to the changes in the knowledge economy, the
cabinet underlines the importance of investing in a well educated and broadly employable working
population. For an effective strategy for a LLL, it will be necessary that the development of LLL policy
takes place in co-operation between government, social partners and educational bodies. Following a
period of relative stagnation due to changes of government, it is now time to make a new start. The
government has an important role in giving a new impulse to policy by introducing more coherence not
only to ongoing but also new initiatives. In order to get this synergy working, the cabinet will establish a
LLL Platform for a fixed period. This is in part a response to the policy agenda LLL which was sent to the
Second Chamber in April 2002. This platform will form a frame of reference for the future policy for LLL.
An important aspect of the work of the platform will be the integration of policy and policy instruments
concerning a LLL in the direction of a more effective use of existing budgets. In order to establish a clear
division of tasks, the cabinet has appointed the Ministry of Education, Culture and Science as the coordinating department for LLL policy and responsible for the LLL Platform. LLL policy is common to
many policy areas. The cabinet finds that the platform should use this SER advice in order to put a number
of points on its agenda which must be looked at in connection with the Policy Agenda Life Long Learning.
In addition, these will have to be brought into relation with the Koers BE II and the HOOP (2004), the
policy paper on knowledge worker/action plan exact-technical sciences, Plan for tackling Youth
Unemployment, and the activities mentioned in the Progress Report RMC (2002). With an eye to these
documents, the platform should in any case place the following items on its agenda:
•

Assess the effectiveness of the existing training instruments. In this regard attention will be given
to the degree in which these instruments can be directed more at individuals.

•

Investigate the possibilities and preconditions for a more responsive role of the subsidised
educational institutions in the market for education and training for the employed and
unemployed.

•

Agreements for speeding up the implementation and development of APL in order to strengthen
the APL function in the workplace and within educational institutions.

•

A plan of approach for dual trajectories.
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•

The effectiveness of the training market and increased training provision will create more
transparency in the provision of training such that the individual will have more insight into the
price-quality relationship.

•

The development of the delta plan for the exact-technical sciences in so far as this has relevance
for LLL.

•

Reducing the number of people in the labour market without a start qualification.

•

Assessment of the follow-up report of the SER regarding the new distinction between initial and
post-initial education. The follow-up report will be also discussed with the relevant parties in the
field of education and training.

•

Promoting the effectiveness of LLL via the accelerated and demand-led implementation of new
knowledge in education and training courses.
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Source: CBS, (Centraal Bureau voor de Statistiek), Voorburg/Heerlen, Voorburg/Heerlen 2001, 2004-01-15.

500 and more employees

100-499 employees

10-99 employees
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ANNEX 3: ELUCIDATION OF THE ADULT EDUCATION PROVISION BY ROCS

Adult
education
is
characterised
by
five
types
of
courses
(http://www.minocw.nl/bve/informatieve.tml). These are positioned within the Dutch educational system
as in the following figure:
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Secondary general (adult) education courses (vavo)
Secondary general (adult) education courses enable adults to acquires a diploma or certificate at the
levels of preparatory vocational education (vmbo), lower secondary general education and both the 5-year
and 6-year forms of upper secondary general education. Some of the participant are “second chancers” –
often older than 22 – who return to school in order to acquire a diploma they missed out on in the youth.
Others are “second route” participants – usually younger than 22 – who opt for different reasons to follow
a course at a ROC rather than to continue at school for secondary education.
Social orientation courses
In these courses, adults learn the skills required in order to be able to function in everyday situations
such as contact with their child’s primary school and the health services. The skills involved include
speaking, reading, listening and numeracy.
Social self-sufficiency courses
The object of these courses is to ensure that participants acquire a basic level of self-sufficiency such
as numeracy and social skills.
Dutch as a first language (NT1) courses
About one million Dutch adults inadequately command their native language. The NT1 courses are to
improve the language skills of participants to the level where that they can take a national test. The
National Literacy Action Plan runs from 2002 to 2006 and is intended to raise the level of awareness about
illiteracy and to ensure so many as possible illiterate people follow a course. Local authorities must ensure
that there are courses available at the ROCs.
Dutch as a second language (NT2) courses
These courses are intended to improve the Dutch language skills of non-Dutch inhabitants. An NT2
course can be completed with taking a central examination.
These adult education courses are provided by ROCs which also provide secondary vocational
education courses. The BVE Council is the national organ of the ROC sector. The ROCs have strengthened
the link between vocational education and adult education. This was one of the objectives of Law on Adult
Education and Vocational Education which has resulted in many important changes for adult education. In
1998, the Minister of Education implemented the national Qualification Structure ( adult) Education (KSE)
which has 6 levels.
•

KSE-1 is the self-sufficiency level: involves acquisition of elementary skills required for
functioning in society for those who did not profit from education in their youth or whose skills
have faded.

•

KSE-2 is the threshold level: it provides access to the assistant-level courses in secondary
vocational education.

•

KSE-3 is the basic level: it provides access to the basic-level courses in secondary vocational
education.

•

KSE-4 is the start-1 level: is equivalent to lower secondary general education diploma (MAVO).
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•

KSE-5 is the start-2 level: is equivalent to the upper secondary general education diploma for
entrance to higher professional education (HAVO).

•

KSE-6 is the advanced level: is equivalent to the upper secondary general education diploma for
entrance to university education (VWO).

Access to adult education
Adult education is open to all over the age of 18. This age was chosen because the adult education
provided is intended as a second chance to acquire a diploma. Pupils under the age of 18 must normally
complete their secondary general education in a regular school. Until January 2004 there was a temporary
exception that allowed 16 and 17 year-olds to attend an ROC. They had to acquire permission from the
local authority. This was intended to give youngsters who had left school to still complete their diploma
(http://www.minocw.nl/bve/informatieve.html).
Dutch as a second language (NT2) courses
There are also five levels of NT2 within the national Qualification Structure Education:
•

NT2-1: very elementary language skills indicative of potential progress to level 2.

•

NT2-2: language skills appropriate to self-sufficiency in Dutch society and ability to follow
assistant-level courses in secondary vocational education.

•

NT2-3: language skills equivalent to the state examination programme 1 of NT2 and the ability to
follow the basic-level courses in secondary vocational education. This level is the target for
citizenship courses.

•

NT2-4: language skills equivalent to the state examination programme 2 of NT2 and the ability to
follow a course in secondary vocational education, higher professional education or university
education.

•

NT2-5: language skills equivalent to fluency in Dutch.

Adequate command of the language is a necessary criterion for progress to a higher level course but is
not enough in itself. Criteria other than language are demanded of participants such as previous education
and general competencies.
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