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SECTION I: NOTE FROM THE OECD 

INTRODUCTION 

This national report is an output of the OECD Thematic Review of Migrant Education. It provides 
facts and existing evaluative information on migrant education in the Netherlands following the 
OECD’s guidelines for country background reports for this review (EDU/EDPC/MI(2009)1). 
Information provided by the Netherlands in this report will be consolidated with additional facts or 
counter-facts compiled during the OECD’s fact-finding mission to the Netherlands and will feed into 
both the OECD’s report on the Netherlands and the synthesis report as the final output of the OECD 
Thematic Review on Migrant Education. 

BACKGROUND TO THIS REPORT  

The Netherlands has provided this report to answer the overarching policy question of the OECD 
Thematic Review of Migrant Education: 

What policies will promote successful education outcomes for first- and second-generation 
migrants?  

The report presents information on three major areas: 

ACCESS 

 Do immigrant pupils have the same opportunities to access quality education as their native 
peers?  

 What policies can ensure access to quality education for immigrant pupils, especially those 
from low socio-economic backgrounds? 

PARTICIPATION  

 Do immigrant pupils participate (enroll and complete) as much as their native peers?  

 What are the effective re-integration programmes for early school leavers, preventive 
interventions for potential early school leavers, and introductory programmes for newly 
arrived immigrant pupils to encourage better integration into school? 

LEARNING OUTCOMES  

 Do immigrant pupils perform as well as their native peers?  

 What are the critical factors that explain the high performance or low performance of 
immigrant pupils (1st and 2nd generation)?  
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 What are the most effective integration policies and practices to raise the performance of 
immigrant pupils? 

 
The report follows guidelines prepared by the Secretariat based on recommendations made by the 
ad hoc group on indicators chaired by Mr. Anders Widholm of Sweden within the Group of National 
Experts on the Education of Migrants.1  

MAJOR AIMS OF THIS REPORT 

The focus of this report is on migrant education policies and practices. However, some information 
on general immigration and integration policies and approaches is provided in order to place 
education policies in overall national policy contexts. There are two major aims: 

1. Descriptive: To present the current picture of what is happening in terms of immigrant 
children’s access to, participation in and performance at school, and what interventions are 
working and not working.  

2. Analytical: To present why certain interventions are working and others are not working 
(e.g. evaluative information done by research). 

INTERNATIONAL DEFINITIONS USED IN THIS REPORT 

IMMIGRANT STATUS 

FIRST-GENERATION IMMIGRANT PUPILS  

 Pupils who were born outside the country of assessment and whose parents were also born 
in a different country. 

SECOND-GENERATION IMMIGRANT PUPILS 

 Pupils who themselves were born in the country of assessment but whose parents were 
born in a different country, i.e. pupils who are following/have followed all their pre-
school/schooling in the country of assessment.  

FOREIGN NATIONALS 

 Individuals not holding citizenship of the country of residence. 

NATIVE PUPILS 

 Pupils who themselves were born in the country of assessment with at least one parent 
born in the country of assessment. 

                                                             

1. The Secretariat wishes to thank the delegates of Australia, Belgium (Flemish), Denmark, Finland, 
Italy, Ireland, New Zealand, Norway, Sweden, and the UK for their interventions at the 1st meeting 
and/or their follow-up interventions via emails. 
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LEVEL OF EDUCATION 

Definitions respect the International Standard Classification of Education (ISCED)2: 

 

ISCED 0: PRE-PRIMARY EDUCATION  

 Pre-primary education (ISCED 0) is defined as the initial stage of organised instruction, 
designed primarily to introduce very young children to a school-type environment, that is, 
to provide a bridge between home and a school-based atmosphere. ISCED 0 does not 
include early childhood care services as they are not considered as ‘organised instruction’.  

ISCED 1: PRIMARY EDUCATION  

 This level is compulsory in all countries and generally begins between five and seven years 
of age and lasts from four to six years.  

ISCED 2: LOWER-SECONDARY EDUCATION  

 This level continues the basic programmes of the primary level, although teaching is 
typically more subject-focused. Usually, the end of this level coincides with the end of 
compulsory education. 

ISCED 3: UPPER-SECONDARY EDUCATION  

 This level generally begins at the end of compulsory education. The entrance age is typically 
15 or 16 years. Entrance qualifications (end of compulsory education) and other minimum 
entry requirements are usually needed. Instruction is often more subject-oriented than at 
ISCED level 2. The typical duration of ISCED level 3 varies from two to five years. 

   ISCED 4: POST-SECONDARY NON-TERTIARY LEVEL OF EDUCATION 

 ISCED 4 straddles the boundary between upper-secondary and post-secondary education 
from an international point of view. Although their content may not be significantly more 
advanced than upper-secondary programmes, they serve to broaden the knowledge of 
participants who have already gained an upper-secondary qualification. 

ISCED 5: TERTIARY EDUCATION  

 Post-secondary education is either: 1) Type A – largely theory-based with a minimum 
cumulative theoretical duration (at tertiary level) of three years’ full-time equivalent, 
although it typically lasts four or more years; or 2) Type B – practical, technical or 
occupational skills-based with a minimum duration of two years full-time equivalent at the 
tertiary level. 

                                                             

2. OECD (2004) OECD Handbook for Internationally Comparative Education Statistics: Concepts, 
standards, definitions and classifications. 
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TYPE OF SCHOOL 

PUBLIC SCHOOL 

 An institution is classified as public if ultimate control rests with 1) a public-education 
authority or agency or, 2) a governing body (Council, Committee, etc.) most of whose 
members are appointed by a public authority or elected by public franchise.  

YEAR COVERED 

Unless otherwise specified, information is provided for the 2006/07 school year or the year 2007.  
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SECTION II: MIGRANT EDUCATION IN THE NETHERLANDS 

The report consists of five parts: 

 Part I. General information  
 Part II. Quantitative data and research evidence 
 Part III. School policies and practices 
 Part IV. Role of community 
 Part V. Government policies and approaches 

 

PART I.   GENERAL INFORMATION 

1.  SOCIO-ECONOMIC AND REGIONAL CONTEXT 

1.1   Evidence on the socio-economic context of migrant students  

Migrants generally occupy a lower socio-economic position than the native Dutch 

population. This manifests itself in various ways: they are often less well educated, 

less often in paid employment and more often have a low income. The percentage of 

migrant households having to make ends meet from an income that is around the 

guaranteed minimum income is accordingly greater than among native Dutch 

households. 

 In 2005, 6.4% of all Dutch households had an income below the poverty line. The 

poverty line in the Netherlands is derived from the budget that a household needs to 

meet basic needs plus modest additional expenditure items (the ‘modest but 

adequate’ variant). The household income of migrants is much more often below 

this poverty line than that of native households (table 1).  

Table 1: Households with an income below the poverty linea, 2005 (in percentages)  

native Dutch  5.1 

non-Western ethnic 
minorities 

 18.2 

 Turks  17.9 

 Moroccans  17.7 

 Surinamese  12.3 

 Antilleans  17.6 

 other non-Western  23.7 

a budget-related poverty line, ‘modest but adequate’ variant. 

Source: Vrooman et al. (2007: 34-35) 

For further details on poverty in the Netherlands, see Vrooman et al. (2007).  
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1.2  Regional context: the three cities with the most migrants 

In 2008 out of a population of 16.4 million, there were roughly 1.77 million 

migrants in the Netherlands (10.6% of the population). The main groups of non-

Western origin, in order of numerical importance, are Turks (373,000, 2.3% of the 

population), Surinamese (336.000, 2.1% of the population) Moroccans (335,000, 

2.0% of the population) and Antilleans (132,000,  0.8% of the population). Turks 

and Moroccans began arriving in the Netherlands in the 1960s, first as migrant 

workers and later for family formation and family reunification. The presence of 

people of Surinamese and Antilleans origin stems from the colonial ties of the past. 

Between 40 and 50 percent of migrants from these four main groups are of the 

second generation.  

In addition to these four ‘traditional groups’, there are also smaller groups of 

migrants originating from countries such as Iraq, Afghanistan and Iran. Their 

number increased rapidly in the 1990s, but a strict admissions policy has halted 

that increase in recent years (Garssen & Wageveld 2007). 

Migrants of non-Western origin have traditionally been highly concentrated in the 

major cities in the west of the Netherlands; roughly one in three residents of the 

three biggest cities (Amsterdam, Rotterdam, The Hague) are of non-Western origin 

(table 2). In the younger section of the population the proportion is even greater: 

around 50% of the population of the major cities aged up to 20 years are of non-

Western origin (see also IV.1.1). 

Table 2: Three cities with the largest non-Western migrant populations 

 
total 

population 
share of 

migrantsa 
main groupsb source/year 

Amsterdam 747,000 34.6 Sur, Mo, Tu, Antil Stat.Neth./2008 

     

Rotterdam  583,000 36.0 Sur, Tu, Mo, Antil Stat Neth./2008 

     

The Hague 475,700 32.7 Sur, Tu, Mo, Antil  Stat.Neth./2008 

a migrants from non-Western countries  
b in descending order of size;  Sur = Suriname, Mo = Morocco, Tu = Turkey, Antil = Netherlands Antilles/Aruba. 
Source: Statistics Netherlands 
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1.3  Characteristics of schools in neighbourhoods with the highest concentrations of non-
Western ethnic minorities  

The OECD guidelines for this report request a description of characteristics of 

schools in the districts where migrant population is concentrated. For this 

description the city with the largest migrant population has to be selected.   

Amsterdam is the municipality with the highest (absolute) number of residents of 

non-Western ethnic origin (258,000, although the percentage migrants is slightly 

higher in Rotterdam). Non-Western migrants are unevenly distributed across the 

districts of Amsterdam: the highest percentages are found in the districts outside 

the city centre, some of them on the periphery of the city. Districts where 75% or 

more of young people are of non-Western ethnic origin are found mainly in the 

districts of Slotervaart, Bos- en Lommer, Geuzenveld-Slotermeer, Osdorp and 

Zuidoost. The city centre itself numbers relatively few residents of non-Western 

origin (see O & S 2008: 41). 

The majority of primary schools in these districts are ‘ethnic schools’, i.e. schools 

where more than 75% of the pupils are of non-Western origin. These ‘ethnic’ 

primary schools also occur in districts with a lower percentage of children of non -

Western origin, however, while some schools in districts with large numbers of 

migrants are attended by a majority of native Dutch children. This stems from the 

system of free school choice; parents are not forced to choose a school in the area 

where they live for their children, and some native Dutch parents prefer to send 

their children to more distant schools with a lower ethnic concentration.  

Extra Financial Resources for Schools with Large Numbers of Disadvantaged Pupils 

Primary schools with large numbers of pupils from non-Western ethnic minorities 

receive additional funding from central government to combat educational 

disadvantage. For some years now, the granting of this ‘disadvantage funding’ has 

been based exclusively on the education level of the parents, and not on ethnic 

background as before. Owing to the often low education level of their parents, the 

majority of pupils from non-Western ethnic minorities do however fall within the 

target group for this policy (see also V.1.2). Since pupils with parents having a very 

low education level carry about twice as much weight in the allocation of school 

funding for pupils whose parents have a secondary or higher education level, these 

schools have considerably more resources than primary schools with few or no 

pupils from disadvantaged groups. 
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Secondary schools with large numbers of disadvantaged students also receive extra 

funding. The scheme for secondary schools is based on the neighbourhood where 

the student lives; schools receive additional funding for students living in 

disadvantaged neighbourhoods (neighbourhoods with a high proportion of low-

income households, a high percentage of households living on benefits and a high 

percentage of residents of non-Western ethnic origin).  

Preschool and Early-School Education Programmes  

Many primary schools with pupils from disadvantaged groups organise preschool 

and early-school education programmes in partnership with preschool playgroups 

or childcare to encourage the development of young children from disadvantaged 

groups. These programmes begin in preschool playgroups or in child care and 

continue through the first two years of primary school. 

In Amsterdam districts with a high proportion of migrant children, roughly half the 

pupils from the target group attend one of these preschool programmes (O & S 

2007:62). As stated, these programmes continue in the first two years of primary 

school, where the reach is higher than in the preschool phase (90% or more of the 

target group pupils take part in the early-school phase). 

‘Extended’ Schools 

Schools with large numbers of disadvantaged pupils also often organise extra 

activities after school, for example in the area of sport or culture, designed to 

further stimulate the development of the pupils; these are known as ‘extended’ 

schools (or community schools). In addition, these extended schools often work in 

partnership with agencies in areas such as youth welfare, social work and safety. 

Half of all primary schools in Amsterdam are extended schools; virtually all primary 

schools in districts with a high proportion of non-Western ethnic minorities adopt 

the extended school model (O & S 2007:66). 

 Quality of Primary Schools in the Large Cities 

The Dutch Education Inspectorate (Inspectie 2008a) recently carried out a study of 

the quality of Amsterdam primary schools. The survey found that these schools 

perform less well in several respects on the quality criteria applied by the 

Inspectorate, not only compared with the national figures, but also compared with 

schools in three other major Dutch cities (Rotterdam, The Hague and also Utrecht). 

The Inspectorate scored 20% of primary schools in Amsterdam as underperforming 
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or seriously underperforming, twice the national score (table 3; pupils in a 

underperforming school (‘zwakke school’) are at an increased risk of problems in 

their educational career, a seriously underperforming school ( ‘zeer zwakke school’) 

is marked by underachievement of pupils over a longer period and by major 

shortcomings in the learning process). Primary schools in disadvantaged 

neighbourhoods (referred to as krachtwijken: neighbourhoods that are targeted by 

policy designed to revitalise the neighbourhood) are no more often designated as 

(seriously) underperforming schools than primary schools in other Amsterdam 

districts (no information on the quality of primary schools in ‘krachtwijken’ in other 

major cities is available). 

Table 3: Quality of schools for primary education in Amsterdam compared to four major cities and the Netherlands, 

2007 ( in percentages) 

 schools with sufficient quality (seriously) underperforming schools 

Amsterdam  79.8 20.2 

 Amsterdam’ krachtwijken’ 83.1 16.9 

 Amsterdam remaining  neighbourhoods 78.1 21.9 

four major citiesa 85.9 14.1 

   

Netherlands 89.4 10.6 

a Amsterdam, Rotterdam, The Hague, Utrecht, the figure for the four major cities cannot be broken down between 

‘krachtwijken’ and remaining neighborhoods. 

Source: Inspectie (2008a). 

(Seriously) underperforming primary schools in Amsterdam are characterised by a 

number of distinctive points:  

 Learning outcomes which fall short of what may be considered acceptable; 

 Insufficient language teaching geared to pupils with a language disadvantage 

(the language teaching method has insufficient emphasis on the extension of 

the vocabulary of pupils and in teaching of other subjects insufficient 

attention is paid to development of language skills).   

 Pupil needs are not being adequately met (monitoring pupil development, 

identifying the need for additional care and offering that care).  

Staffing Problems at Urban Schools 

Schools in the largest Dutch cities (Amsterdam, Rotterdam, The Hague and also 

Utrecht) have more unfilled vacancies than schools in the rest of the country. The 

percentage of open vacancies in both primary and secondary schools in these cities 
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is almost twice the national average (OCW 2008: 39) and the percentage of 

vacancies in Amsterdam primary schools is in turn are higher than in the other 

three major cities (Amsterdam 1.4%, total four major cities 0.8%, national 0.4%; 

1.0% open vacancies is considered to be the critical limit).  

 Weak schools more often face staffing problems (unfilled vacancies, incompetent 

teachers, management changes), which are probably detrimental to the educational 

quality. 

1.4  Deprivation measures for specific areas 

The Netherlands launched an action plan for disadvantaged areas (Actieplan 

krachtwijken) in 2007. The aim of this action plan is to improve in districts with 

multiple problems in relation to housing, employment, education and upbringing, 

integration and safety. 40 districts across the country have been selected where the 

problems are the most acute. This selection was based on a combination of socio-

economic criteria (low incomes, high unemployment, a high proportion of people 

with a low education level), physical characteristics of the housing stock (small 

homes, old homes, cheap homes) and the perceptions of residents (social and 

physical problems such as vandalism, lack of safety, noise nuisance, pollution).  

Five neighbourhoods in Amsterdam fall within the scope of the national action plan. 

Many of the schools with a high percentage of migrant pupils are situated in these 

five selected areas (which are in the urban districts Bos en Lommer, Nieuw West, 

Amsterdam Oost, Amsterdam Noord and Amsterdam Zuid-Oost). The action plan 

builds on area-specific policies which have been ongoing since the 1980’s, namely 

the priority neighbourhoods plan which forms part of the urban renewal policy, and 

government urban policy.  

Provision of pre- and early school programmes and adoption of the extended school 

model are key elements of the policy to combat educational disadvantage in primary 

schools in ‘krachtwijken’. In many instants pre-school programmes and extended 

schools were already in operation in neighbourhoods that were selected for the 

‘Actieplan krachtwijken’. In secondary education prevention of school drop-out is an 

important element of educational policy in the ‘krachtwijken’. Whereas in 2006/’07 

in the Netherlands as a whole 4.0% of all pupils and students dropped out of school 

without a ‘basic qualification’ (ISCED level 3 programme), in ‘krachtwijken’ this 

figure amounts to 8.1% (OCW 2009). 
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2. CHARACTERISTICS OF MIGRANT STUDENTS 

2.1  Evidence of migrant students’ proficiency in the language of instruction (L2)  

It is not standard practice in Dutch education for migrant pupils to take a language 

test at the start of their school career. Many primary schools do however operate a 

‘pupil monitoring system’, in which the progress of pupils is measured and recorded 

in a number of areas, including language. The results of this monitoring are for 

internal use within the school and are not available at national level. A long-term, 

large-scale sample survey has been conducted in Dutch primary schools (the PRIMA 

cohort study that started in 1994), which does provide some insight into the level of 

knowledge and skills of pupils from migrant groups. The findings in relation to 

language skills are discussed briefly here. We will look in more detail at the findings 

of the study in section II.2.5 (‘Student performance’). 

 Table 4 shows the scores of primary school pupils in year groups 4, 6 and 8 

(children aged 7, 9 and 11 years) on a continuous scale, which enables the skill 

levels of pupils in different year groups to be compared with each other (in 

themselves, the scale values have no significance). It can be seen that migrant pupils 

in year group 6 have not progressed much beyond the level attained by native 

pupils in year group 4, while in year group 8 they have attained the level already 

achieved by native Dutch pupils in year group 6. Turkish, Moroccan and Antilleans 

pupils are thus approximately two years behind their native Dutch peers at the end 

of their primary school careers. The language disadvantage of Surinamese pupils is 

less than that of the three other traditional non-Western ethnic minority groups.  

Table 4: Average scores in language tests in primary school year groups 4, 6, and 8, by ethnic group, 2004/’05  

 Turkey Morocco Suriname Antilles native Dutch lowa native Dutch highb 

year group 4 1008 1022 1036 1026 1042 1056 

year group 6 1050 1061 1068 1065 1073 1090 

year group 8 1086 1094 1100 1092 1108 1127 

a) highest educated parent has completed an education to a maximum of ISCED level 2 

b) highest educated parent has completed an education to ISCED 3 or higher. 

Source: Gijsberts en Herweijer (2007)   

The results of the language skills section of the national test set by the National 

Institute for Educational Measurement (CITO), which is held at 85% of Dutch 

primary schools in the final year, also points to a clear disadvantage among the 

different groups of pupils of non-Western origin (table 5). Pupils with a Surinamese 

or Antillean background score markedly better than Turkish and Moroccan pupils, 

while pupils in households where Dutch is the normal language of communication 

perform better than pupils who use the language of their country of origin at home.  
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Table 5: Percentage of correct answers in the language section of the test by the National Institute for Educational 

Measurement (CITO), 2005  

 Turkey Morocco Suriname Antilles total non-Western native Dutch 

all 59 61 66 65 63 71 

       

Dutch used at home 62 63 67 70 67 - 

Dutch not used at home 57 60 58 58 60 - 

Source: CBS (2008) 

2.2  First and second-generation migrants and duration of stay of young first-generation 
migrants 

Research into the educational achievement of migrant pupils shows that pupils from 

the second generation perform better than those from the first generation, although 

second-generation pupils also lag behind native pupils. The analysis presented in 

Gijsberts (2006) shows for example that migrant pupils from the second generation 

have a higher score on the language and arithmetic tests in the Prima cohort study 

than first generation migrant pupils (table 6, adapted from Gijsberts (2006), 

differences in parental educational level have been taken into account). In language 

the performance gap between first and second generation pupils is larger than in 

arithmetic (this also applies to the performance gap between native Dutch and 

migrant pupils irrespective of generation). 

 Table 6: Scores in language and arithmetic tests in primary school year group 8, by ethnic group and generation 

1988/’89-2002/’03a. 

 language arithmetic 

ethnic group (native Dutch highb = reference category)    

 Turks -9.0 -3.0 

 Moroccans -6.7 -3.0 

 Surinamese -4.7 -4.4 

 Antilleans -7.2 -5.6 

 native Dutch lowc -0.7 -1.0 

generation (first generation = reference category)    

 second generation 2.2 1.6 

a average tests score = 50, standard deviation = 10, coefficients  multilevel regression analysis (parental educational 

level, sex and percentage ethnic pupils  in schools also included as explanatory variables)   

b  highest educated parent has completed an education to a maximum of ISCED level 2 

c  highest educated parent has completed an education to ISCED 3 or higher. 
Source: Gijsberts (2006). 

The distribution of different ethnic groups of young people across the various tracks 

of Dutch secondary education shows a similar picture. Second generation migrant 

pupils are less heavily overrepresented at the lowest pre-vocational tracks than first 

generation migrant pupils, and are more often to be found in the higher general 
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tracks (havo/vwo, table 7, the distribution over tracks in secondary education will 

be further discussed in section II.2.3). All the same, the gap between second 

generation migrant pupils and native Dutch pupils is still wide.  

Table 7: Students in year 3 of secondary educationa, by level and by origin and generation, 2004/’05  ( in 

percentages).  

 Turkish Moroccan Surinamese Antillean native Dutch 

first generation      

pre-vocational secondary education       

basic and advanced vocational tracks 61 66 52 66 - 

combined vocational-theoretical and theoretical track 20 17 25 19 - 

general secondary education       

senior general secondary education 11 9 13 8 - 

senior general/ pre-university education  2 3 2 2 - 

pre-university education 7 5 8 5 - 

total secondary education 100 100 100 100 - 

      

second generation      

pre-vocational secondary education       

basic and advanced vocational tracks 53 53 44 39 28 

combined vocational-theoretical and theoretical track 26 26 26 23 26 

general secondary education       

senior general secondary education 13 12 15 17 21 

senior general/ pre-university education  1 2 3 4 4 

pre-university education 7 7 13 17 22 

total secondary education 100 100 100 100 100 

a excluding agricultural education 
Source: adapted from Gijsberts and Hartgers (2005) 

The vast majority of migrant children in the youngest age group were born and 

raised in the Netherlands; in 2007 only 4.4% of all four-year-olds - the age at which 

primary school begins - were first-generation migrants. The figures are even smaller 

for children of Turkish, Moroccan and Surinamese origin (table 8). In the higher age 

groups (12 and 18 years, the ages at which secondary and tertiary education, 

respectively, begin), the percentage of young members of non-Western ethnic 

minorities in the first generation is higher, but in these higher age groups, too, the 

percentages of non-Western ethnic minority young people from the first generation 

has declined rapidly in recent years. Not only are more and more members of non-

Western ethnic minorities born in the Netherlands, but the immigration figures for 

the various age groups have also been falling steadily since 2000. 

 Young people from the Netherlands Antilles occupy a separate position. Since the 

Netherlands Antilles are part of the Kingdom of the Netherlands, they may settle 

freely in the Netherlands and return to the Antilles again as they choose. At the age 
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of 18 or 19 years a relatively large number of them come to the Netherlands in 

order to study, but at the same time there is also an influx of poorly educated young 

Antilleans with poor prospects. As a result the percentage of first-generation young 

migrants from the Netherlands Antilles at this age is much higher than in the 

younger age groups. This is less the case in the group ‘other non-Western ethnic 

minorities’.  

Based on these trends, the expectation is that young people from non-Western 

ethnic minorities will in future increasingly be born in the Netherlands. However, 

partly in view of the influx of asylum-seekers, there will still be a group of young 

migrants from the first generation in the future. The influx of asylum seekers 

diminished in recent years for that matter. 

Table 8: Percentage of young first-generation members of non-Western ethnic minorities, at three ages, 1996-2007 

 4 years 12 years 18 years 

1996    

 Turkish 3.8 17.5 48.1 

 Moroccan 5.8 29.8 66.4 

 Surinamese 5.2 20.6 47.0 

 Antillean 14.3 44.0 55.3 

 other non-Western 23.4 48.3 69.7 

 total non-Western  10.4 30.6 57.7 

2000    

 Turkish 3.9 18.2 25.3 

 Moroccan 3.9 20.6 42.3 

 Surinamese 2.8 16.4 23.5 

 Antillean 23.5 41.6 55.8 

 other non-Western 18.1 51.1 67.3 

 total non-Western 9.8 29.5 43.6 

2007    

 Turkish 2.6 6.8 17.9 

 Moroccan 2.0 6.5 21.3 

 Surinamese 1.8 7.6 18.9 

 Antillean 6.3 33.2 45.1 

 other non-Western 8.3 36.7 58.4 

 total non-Western 4.4 17.4 31.7 

Source: Statistics Netherlands (Statline) 
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Table 9 shows the average duration of stay of young first-generation migrants. In 

2007 the 17% of 12 year-old members of non-Western ethnic minorities who were 

not born in the Netherlands spend an average of 6.1 years in the Netherlands. As 

expected, the duration of stay of Turkish and Moroccan migrants in the higher age 

groups is longer than among the younger age categories. For Antilleans and other 

non-Western ethnic minorities there is little difference between the average 

duration of stay of 12 year-olds and 18 year-olds; this is due to the immigration of 

teenagers from these groups. 

 Table 9: Average duration of stay in the Netherlands by young members of non-Western ethnic minorities from the 

first generation at three ages, 2003 -2007 (in years). 

 4 years 12 years 18 years 

2003    

 Turkish 2.3 6.3 8.4 

 Moroccan 2.5 6.8 10.3 

 Surinamese 1.7 6.0 8.7 

 Antillean 2.0 4.8 6.4 

 other non-Western 1.6 4.7 4.3 

 total non-Western 1.8 5.2 6.2 

2007    

 Turkish 2.6 6.5 10.0 

 Moroccan 2.7 7.1 11.0 

 Surinamese 2.1 5.0 9.3 

 Antillean 2.2 6.3 7.9 

 other non-Western 2.0 5.9 7.8 

 total non-Western 2.1 6.1 8.6 

Source: CBS (Statline) SCP treatment 

2.3  Age at which migrants arrived in the Netherlands 

Table 10 provides information on the age at which young people from the various 

non-Western migrant groups arrived in the Netherlands. More than 90% of four-

year-olds were born in the Netherlands (see also table 8). In the higher age groups -

12 and 18 year-olds - a substantial number of young people, especially Antilleans 

and members of the other non-Western ethnic minorities, arrived in the 

Netherlands at a later age.  
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Table 10: Young members of non-Western ethnic minorities, by age, generation and age of arrival of first-generation 

migrants, 2007 (in percentages)  

 born in the Netherlands first generation age of arrival first generation  

   0-2 years 3-4 years 5-12 years 13-18 years 

4 years       

 Turkish 97.4 2.6 2.0 0.5 - - 

 Moroccan 98.0 2.0 1.6 0.4 - - 

 Surinamese 98.2 1.8 1.2 0.6 - - 

 Antillean 93.7 6.3 4.1 2.1 - - 

 other non-Western 91.7 8.3 4.6 3.7 - - 

 total non-Western 95.4 4.6 2.9 1.7 - - 

       

12 years       

 Turkish 93.2 6.8 2.0 1.0 3.8 - 

 Moroccan 93.5 6.5 2.2 .9 3.4 - 

 Surinamese 92.4 7.6 .6 1.3 5.8 - 

 Antillean 66.8 33.2 4.2 6.4 22.6 - 

 other non-Western 63.3 36.7 5.1 7.5 24.0 - 

 total non-Western 81.6 18.4 3.0 3.5 11.9 - 

       

18 years       

 Turkish 82.1 17.9 3.4 2.1 8.1 4.3 

 Moroccan 78.7 21.3 6.6 2.7 7.1 4.9 

 Surinamese 81.1 18.9 2.4 2.9 8.1 5.5 

 Antillean 54.9 45.1 7.5 3.7 17.3 16.5 

 other non-Western 41.6 58.4 4.5 3.7 29.3 20.9 

 total non-Western 66.6 33.4 4.5 3.0 15.2 10.8 
Source: Statistics Netherlands (Statline) SCP treatment 

 

3. FAMILY BACKGROUNDS 

3.1  Socio-economic background: income level 

The socio-economic position of migrant families is generally weaker than that of 

native Dutch families. This manifests itself in income levels, education level, being 

employed or unemployed and occupational status. Migrants also score less well on a 

number of other characteristics, such as number of single-parent families and 

language skills. 

The average income of non-Western ethnic minority households is considerably 

below that of native households (table 11; the table contains information on all 

households, as data are not available on the incomes of households with school -age 

children). The average household income for native Dutch households is 

approximately EUR 21,000 per annum, whereas the average for non-Western ethnic 

minority households is just under EUR 15,000 per annum. Surinamese households 
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have the highest average income among non-Western ethnic minorities, while 

Turkish, Moroccan and other non-Western ethnic minority households have the 

lowest incomes on average. 

Table 11: Average disposable household incomea, 2005 (* EUR 1,000)  

  

Native Dutch households 21.2 

Non-Western ethnic minorities 14.7 

 Turks 14.1 

 Moroccans 14.2 

 Surinamese 16.3 

 Antilleans 14.5 

 other non-Western 14.2 

a standardised, i.e. corrected for differences in household size and composition. 
Source: Statistics Netherlands (Statline). 

 

3.2  Occupational and educational background 

The educational distribution of parents of pupils from the main non-Western 

migrant groups differs sharply from that of parents of native pupils. Whereas the 

highest educated parent of four out of five native Dutch primary school pupils has 

completed an education to at least level ISCED 3 (senior general secondary (havo), 

pre-university (vwo) or senior secondary vocational education (mbo)), the 

educational distribution of Turkish and Moroccan parents is still concentrated 

around the lowest level (maximum ISCED level 1). This is despite the gradual 

increase in the education level among these groups. Surinamese and Antillean 

parents are better educated than Turkish and Moroccan parents, but still lag well 

behind native Dutch parents (table 12). 

Table 12: Parents of primary school children, by origin and education level, 2004 (in percentages) 

 primary  
pre-vocational/junior 

general secondary 
(vbo/mavo) 

senior general secondary/pre-
university/senior secondary 
vocational (havo/vwo/mbo) 

higher professional/ 
university (hbo/wo) 

total 

Turkish 41 31 22 6 100 

Moroccan 52 24 16 8 100 

Surinamese 11 32 45 12 100 

Antilleans 13 39 37 11 100 

other ethnic minority 32 24 23 22 100 

      

native Dutch 1 19 44 36 100 

      

total 12 21 37 29 100 
Source: ITS/SCO/NWO(Prima 2004). SCP treatment 

Slightly older figures for secondary education show a comparable picture: the vast 

majority of parents of pupils of Turkish and Moroccan origin have attained no more 
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than primary education level; only 10 - 15% have completed a secondary or higher 

education.  

Paid Employment and Occupational Status 

As a corollary to their low education level, the participation in paid employment by 

parents from the non-Western migrant groups - especially Turkish and Moroccan 

parents - is considerably lower than among native Dutch parents. No more than half 

of them are in paid work (table 13). This low activity rate is partly due to the small 

number of mothers in paid employment, but the employment rate among fathers 

from the non-Western migrant groups is also substantially lower than in the native 

Dutch population. Turkish and Moroccan parents who are in paid employment are 

often employed in unskilled or low-skilled jobs. 

Table 13: Participation of parentsa in paid employment and occupational level, 2006 (in percentages) 

 Turks Moroccans Surinamese Antilleans native Dutch 

participation in paid work      

 working labour force 54 47 76 71 81 

 unemployed 10 8 8 12 5 

 non-labour force 36 45 16 16 14 

 total 100 100 100 100 100 

occupational status of employed       

 elementary 37 32 7 14 7 

 junior 31 33 30 30 25 

 middle-ranking 25 27 38 36 39 

 higher/academic 7 8 25 19 29 

 total 100 100 100 100 100 

a parents of children aged 0-16 years. 

Source: SCP (SIM ‘06). 

Single-parent Families 

Growing up in a single-parent family has a negative influence on a child’s school 

career: pupils from single-parent families perform less well in secondary education 

and are at greater risk of school drop-out (Herweijer 2008a). Financial problems 

may play a role here; a quarter of children in single-parent families grow up in 

poverty, compared with 7.5% of children from families with two parents. If a single-

parent family arises from a separation or divorce, the tensions and conflicts 

preceding the split can have a negative influence on the children.  

Approximately 15% of secondary school students grow up in a single-parent family 

(Herweijer 2008a), but for students with a non-Western ethnic background the 

figure rises to almost 30% (Statistics Netherlands, Statline).  
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When broken down into the different migrant groups it emerges that migrants of 

Antillean and Surinamese origin, in particular, often form single-parent households 

(table 14). 

Table 14: Single parent household as a percentage of all households with children, 2006  

 Turks Moroccans Surinamese Antilleans 
native 
Dutch 

two parents 81.7 83.4 55.3 48.8 83.6 

one parent 18.3 16.6 44.7 50.2 16.4 

      

total  100 100 100 100 100 
Source: Garssen en Wageveld (2007). 

Language Skills  

The low socio-economic status of migrant parents is a key reason for the often poor 

educational achievement of their children. Other factors also appear to play a role, 

however; one such factor is the poorer command of the Dutch language by parents 

of migrant pupils. A high proportion of Turkish and Moroccan parents, in particular, 

have problems with speaking, reading and writing the Dutch language; this is the 

case slightly more often for Turks than Moroccans (table 15). Surinamese and 

Antillean parents are more familiar with the Dutch language thanks to the historical 

colonial ties, and have far fewer problems in this area (see also Turkenburg & 

Gijsberts 2007).  

Table 15: Command of the Dutch language by parentsa from the four largest migrant groups, 2006 (in percentages) 

 Turks Moroccans Surinamese Antilleans 

problems speaking Dutch      

 frequent problems/speak no Dutch. 24 16 0 5 

 sometimes 39 35 3 11 

problems reading Dutch     

 often 25 21 1 2 

 sometimes 35 26 4 10 

problems writing Dutch     

 often 35 28 1 4 

 sometimes 28 24 3 11 

a parents of children aged 0-16 years. 
Source: SCP (SIM ‘06). 

Migration Motives 

The arrival of Turkish and Moroccan labour migrants in the second half of the 1960s 

marked the starting point for the settlement of these groups in the Netherlands. 

However, employment has long ceased to be the dominant migration motive for 
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Turks and Moroccans coming to the Netherlands. After the middle of the 1970s, the 

flow of labour migrants dried up; official recruitment was ended in 1973 and the 

weak economic situation meant that labour migration was no longer a realistic 

option. Moreover, as the opportunities for immigration were curbed greatly by 

tighter regulations, family reunification and marriage became the only 

opportunities for Turks and Moroccans to enter the Netherlands. This took place on 

a massive scale, and from the second half of the 1970s onwards, these motives 

constituted the main reasons for migrating to the Netherlands.  

This picture is confirmed in table 16, which shows family reunification and marriage 

to be the two most important reasons for Turks and Moroccans to migrate. In 

addition, a substantial proportion of first-generation migrants moved to the 

Netherlands with their parents (the data in table 16 is collected in 2006 and refers 

to a cross-section of migrants that arrived in different periods; Moroccan and Turk 

labour migrants arrived in the late 1960’s and early 1970’s, later on family 

reunification and formation became the main migration motives for Moroccans and 

Turks). 

Compared with Turks and Moroccans, Surinamese and Antillean migrants clearly 

have different migration motives. For example, there are relatively few labour 

migrants in these groups, while pursuing a course of study is cited as a reason for 

coming to the Netherlands considerably more often. This applies in particular for 

Antilleans living in the Netherlands, for whom following a course of study has been 

a reason for migrating to the Netherlands since as long ago as the 1950s and 60s. 

This is still the case, although over the last 10 to 20 years this migrant group has 

been dominated by poorly educated Antilleans.  

Table 16: Migration motives, by ethnic group, first generation, 15 years and older, 2006 (in percentages)  

 Turks Moroccans Surinamese Antilleans 

Work 16 20 5 10 

Study 1 2 11 36 

Political situation 2 0 7 1 

Family reunification 30 28 12 5 

Marriage, family 

formation 
29 18 6 3 

Came with parents 17 28 34 20 

Other reasons 5 4 25 25 
Source: SCP (SIM’06) 

It is important to bear in mind that Antilleans belong to the Kingdom of the 

Netherlands, and may therefore settle freely in the Netherlands and return to the 

Antilles again as they choose. Family reunification and family formation are cited 

relatively infrequently by Surinamese and Antillean migrants as a reason for moving 
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to the Netherlands, especially in comparison with Turks and Moroccans. A quarter 

of Surinamese and Antillean migrants cite ‘other reasons’, including the social 

security system in the Netherlands, Dutch medical provision and the future of their 

children. 

By way of an aside, it is interesting to look at the migration motives of the ‘new’ 

ethnic minority groups in the Netherlands. The differences compared with the 

‘traditional’ ethnic minority groups are considerable; the vast majority came to the 

Netherlands as refugees (table 17). Chain migration is also common, in the form of 

migration for family reunification and family formation.  

Table 17: Migration motives, by ethnic group, first generation, 15 years and older, 2003 (in percentages) 

 Afghanis Iraqis Iranians Somalis 

Work 0 0 0 0 

Study 1 0 3 1 

Political situation 78 74 71 88 

Family reunification 10 15 10 3 

Marriage, family 

formation 
4 4 6 2 

Came with parents 6 5 7 3 

Other reasons 1 2 3 3 
Source: ISEO/SCP (SPVA’03) 
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PART II.  QUANTITATIVE DATA AND RESEARCH EVIDENCE 

1.  BASIC AGGREGATE DATA ON MIGRANT STUDENTS 

Table 1.1: Enrolment numbers (public and private schools, 2006/’07) 

  
total number of 

students 
number of native 

studentsa 
number of migrant students 

    first generation second generation foreign national 

pre-primary 
childcare 

public m m m m m 

 private      

ISCED 0b public 351,550 297,609 53,941c m m 

 private      

ISCED 1b public 1279,570 108,1231 198,339c m m 

 private      

ISCED 2 public 748,770 626,516 31,858 90,386 m 

 private      

ISCED 3 public 688,845 578,473 43,522 66,860 m 

 private      

a)  including Western ethnic minorities 

b)  the distribution between ISCED 0 and ISCED 1 has been estimated based on the age of the pupils and the percentage of non-

Western ethnic minority pupils in ISCED 0 and ISCED 1 together. 

c)  first and second generation. 
Source: Statistics Netherlands 

Notes on Table 1.1 

All figures relate to the total of public and private (independent) schools. No 

participation figures are available for participation in pre-primary childcare broken 

down by ethnic origin. Data from sample research on the use of pre-primary 

childcare are discussed in section II.2.1 (‘Existing national data’). The classification 

ISCED levels in Dutch education is explained in section 0.2 (‘preliminary remarks).  

Both ISCED 2 and ISCED 3 include programmes of differing level  and length. The 

number of participants of native Dutch and non-Western ethnic minority origin at 

ISCED 2 and ISCED 3 is influenced partly by differences in the nominal duration of 

the courses in which the different groups are predominantly enrolled. The 

distribution across the different programmes within ISCED 2 and ISCED 3 is 

discussed in section II.2.3 (‘Existing national data’).  
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Table 1.2: Net enrolment rate (public and private schools, 2006/’07) 

 
official age 

range per level 
overall 

enrolment rate  
enrolment rate of 
native studentsa 

enrolment rate of migrant students 

    first generation second generation foreign national 

pre-primary 
childcare 

m m m m m m 

       

ISCED 0 4 – 5 86.9 88.0 81.5b  m 

       

ISCED 1 6 – 12 92.1 92.4 90.9b  m 

       

ISCED 2 12 – 16 74.3 73.4 91.8 75.2 m 

       

ISCED 3 16 – 20 69.4 68.9 83.7 66.4 m 

       

a) including Western ethnic minorities 

b)  first and second generation. 
Source: Statistics Netherlands; SCP treatment 

Notes on Table 1.2. 

The net enrolment rates are based on the total number of pupils in public and 

private schools. In calculating the rates, the total number of participants (all ages: 

participation figures broken down by both age and ethnic origin are not available) 

was divided by the size of the population in the specified age categories. This leads 

to distortions if young people from a particular population group more often follow 

courses with a duration that deviates from those followed by other population 

groups, or if they more often experience delays caused by having to repeat years. 

This explains why the enrolment rates of migrant students at ISCED levels 2 and 3 

level exceeds those of native students: the vocational tracks predominantly chosen 

by migrants have a longer duration than the general tracks in secondary education 

and the grade repetition rate of migrant pupils is moreover relatively high (see table 

1.4).   
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Table 1.3: Drop-out ratea (public and private schools, 2005/’06) 

 
overall 

drop-out 
rate  

drop-out rate 
of native 
students 

drop-out rate of migrant students 

   first generation second generation foreign national 

pre-primary 
childcare 

     

ISCED 0 m m m m m 

ISCED 1 m m m m m 

ISCED 2 3.0 2.3 8.2 3.6 m 

ISCED 3 5.6 4.7 10.0 8.8 m 

a) left school without having completed at least a higher secondary education  
Source: OCW/CFI (Onderwijsnummerbestand) SCP treatment. 

Notes on Table 1.3 

The drop-out rates were calculated in accordance with the EU definition of early 

school-leaving, i.e. departure from school without having completed a higher 

secondary education course (ISCED 3). Some of those dropping out of ISCED 3 

courses have completed a programme at level ISCED 2, but are counted as early 

school-leavers because they do not meet the requirement of having completed a 

programme at level ISCED 3.  

No drop-out is recorded at level ISCED 0/1; all pupils are in principle in education.  

Table 1.4: Grade repetition rate (public schools, 2006/’07) 

  
overall grade 
repetition rate  

grade repetition 
rate of native 

students 
grade repetition rate of migrant students 

    first generation second generation foreign national 

pre-primary 
childcare 

      

ISCED 0 m m m m m m 

ISCED 1 m m m m m m 

ISCED 2 3.6 3.6 3.2 6.8 4.6 m 

ISCED 3a 9.2 9.2 8.8 11.4 11.8 m 

a) only senior general secondary/pre-university (havo/vwo), i.e. excluding senior secondary vocational (mbo) 
Source: Statistics Netherlands (Statline) SCP treatment 

Notes on Table 1.4  

WHERE IT OCCURS, GRADE REPETITION IS NOT RECORDED AT ISCED 

LEVELS 0 AND 1. AT ISCED LEVELS 2 AND 3, MIGRANT STUDENTS 

REPEAT YEARS MORE OFTEN THAN NATIVE STUDENTS. ISCED 3 

COVERS ONLY GENERAL EDUCATION (HAVO AND VWO) AND EXCLUDES 

THE LARGE SENIOR SECONDARY VOCATIONAL (MBO) SECTOR.  
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Table 1.5: Transition ratea ( 2006/’07-2007/’08) 

  
overall 

transition rate  
transition rate of 
native students 

transition rate of migrant students 

    first generation second generation foreign national 

pre-primary 
childcare 

 m m m m m 

ISCED 0  m m m m m 

ISCED 1  m m m m m 

ISCED 2b  93 93 90 94 m 

ISCED 3c  87 87 91 90 m 

a) only students who have obtained a certificate at the end of the final year 

b) only pre-vocational secondary education (vmbo)  

c) only senior general secondary/pre-university (havo/vwo), i.e. excluding senior secondary vocational (mbo)  
Source: Statistics Netherlands (Statline) SCP treatment 

Notes on Table 1.5 

The figures relate to students who obtained a certificate in the final year of their 

programme. ISCED 3 covers only general education (havo and vwo) and thus 

excludes the large senior secondary vocational (mbo) sector (data on transition 

from mbo to higher education broken down by ethnic origin is not available).  

The transition rate of certificate-holders to further education is high across the 

board; at level ISCED 3, the transition of migrant students to higher education 

programmes is higher than that of native students. The percentage of students 

failing their final examination in the last year is however higher among migrant 

students than native students. Once migrant students possess a certificate, their 

transition to higher education programmes is not only high, but they also opt for the 

highest possible track of higher education (in case of options at different levels) 

more often than do native students.  

The data only refer to direct transition to higher education; transition after a delay 

of one or more years is not included. 
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Table 1.6: Main countries of origin for migrant students (public and private schools, 2006/’07,countries of origin  ranked 

according to  size)   

 
country of 

origin 

% of enrolled children 
born in country of origin 

(first generation) 

% of enrolled children 
parents born in country of 
origin (second generation) 

% children hold 
citizenship of country 

of origin 

pre-primary 
childcare 

1 m m m 

 2 m m m 

 3 m m m 

ISCED 0 1. Morocco 0.1 3.7 m 

 2. Turkey 0.1 3.3 m 

 3. Suriname 0.1 2.3 m 

ISCED 1 1. Turkey  0.2 3.4 m 

 2. Morocco 0.2 3.2 m 

 3. Suriname 0.1 2.3 m 

ISCED 2 1. Turkey  0.4 3.3 m 

 2. Morocco 0.4 2.9 m 

 3. Suriname 0.4 2.4 m 

ISCED 3 1. Suriname  0.9 2.3 m 

 2. Turkey 0.7 2.5 m 

 3. Morocco 0.9 2.3 m 
Source: Statistics Netherlands (Statline) SCP treatment 

In table 1.6 the main countries of origin of migrant pupils and students at different 

levels are listed. 

2.   EXISTING NATIONAL DATA ON ACCESS, PARTICIPATION AND PERFORMANCE 

ACCESS AND PARTICIPATION  

2.1   Evidence that migrant children are underrepresented in early childhood education and 
care 

Dutch children begin primary school at the age of four years. Prior to this, a number 

of provisions are available, including childcare facilities for working parents and 

preschool playgroups. The primary purpose of childcare is to enable parents to 

perform paid work or follow a training or education course. Preschool playgroups 

are less about childcare per se, but are educational provisions where children learn 

to interact with other children on one or two half days per week in a play-oriented 

environment where their development is encouraged.  

More recent are the preschool and early-school education programmes. These 

programmes aim to stimulate the development of young children from deprived 

backgrounds, including many children of migrant parents. These programmes are 

provided through collaboration between preschool playgroups or – less often – 

childcare centres and primary schools in areas with large numbers of children from 
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deprived backgrounds. They begin in the preschool playgroup when children are 

aged 2.5 years, and continue in the first two years of primary school.  

Children of migrants - and especially Turks and Moroccans - have traditionally 

attended preschool playgroups less often than native children, though in recent 

years this discrepancy has been partly eliminated, as evidenced by figures from 

successive editions of the PRIMA cohort study (table 18).  

Table 18: Participation in early childhood education and care by ethnic origin, 1996-2004 (in percentages) 

 Turkey Morocco Suriname/Antilles native Dutch lowa native Dutch highb 

preschool playgroups      

1996 46 25 63 79 81 

1998 59 38 65 79 82 

2000 67 39 71 83 80 

2002 74 51 63 83 79 

2004 75 52 61 80 76 

      

preschool and early-school education      

1996 32 26 13 3 1 

1998 42 24 13 5 2 

2000 39 28 17 4 2 

2002 51 41 22 13 5 

2004 30 27 14 10 5 

a  highest educated parent has completed an education to a maximum of ISCED level 2 (vmbo) 

b  highest educated parent has completed an education to ISCED 3 or higher (havo/vwo/ mbo or higher education) 

Source: ITS/SCO/NWO (Prima ‘96-’04) SCP treatment. 

Preschool and early-school education programmes have a fairly wide reach among 

children of migrants, especially among the groups with the greatest educational 

disadvantage (Turkish and Moroccan children). The somewhat variable trend in the 

participation figures shown in table 18 is probably due to the fact that the figures 

are based on sampling (the PRIMA cohort study). 

 According to a survey of local authorities in 2006, preschool and early-school 

education programmes reached just over half (53%) of children in the target group 

of the policy on disadvantage in the preschool phase. In the early-school phase, 

almost seven out of ten children in the target group were reached (69%; Jepma, 

Kooiman & Van der Vegt 2007).  

Preschool and early-school education is a core focus of the disadvantage policy. The 

aim for the coming years is to increase the reach among the target group, so that by 

2011 all children in the target group are offered a place (National Budget for 

Education, Culture and Science 2009). We will look in more detail at preschool and 

early-school education programmes in section V.1.2 (‘Policy  approach to migrant 

students’). 
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2.2  Evidence that migrant children are overrepresented in special education  

In addition to mainstream education, there are various forms of education aimed at 

children with special needs. For children of primary school age (4-12 years) there 

are two types of special education. Schools for special primary education focus on 

children with moderate learning difficulties and/or minor behavioural problems, 

while special schools are aimed at children of all ages with physical, sensory or 

learning disabilities and children with behavioural difficulties. Admission to special 

primary education entails a referral by an Independent Regional Committee 

(Permanente Commissie Leerlingenzorg , PCL); these committees are attached to local 

partnerships of mainstream and special primary schools. Admission to special 

schools requires an indication from another independent committee (Commissie van 

Indicatiestelling, CVI); these committees are attached to regional expertise centres. 

Parents of children with an indication for special education can also opt to send 

their child to a mainstream school with support from additional facilities (personal 

budget system). 

Comparing the percentage of pupils with a non-Western background in special 

educational facilities with the corresponding percentages in mainstream education 

makes clear that children with a non-Western ethnic background are 

overrepresented in the various forms of special education, both at ISCED levels 0/1 

and at ISCED level 2 (table 19) 

Table 19: Pupils in mainstream and special education, by ethnic origin, 2006’/07 (in percentages) 

 non-Western ethnic minorities  native Dutch pupilsa total 

ISCED 0/1    

mainstream primary education  15.3 84.7 100 

special primary schools 19.0 81.0 100 

special education (Expertise 
Centres Act - WEC) 

17.2 82.8 100 

    

ISCED 2    

mainstream secondary education 15.4 84.6 100 

special secondary education 
(Expertise Centres Act - WEC) 

19.1 80.9 100 

a including Western migrants 
Source: Statistics Netherlands (Statline) SCP treatment. 

In view of the continuing growth in participation in special education, attempts have 

been made since the beginning of the 1990s to stem the influx of pupils, among 

other things by offering provisions for children with special needs within 

mainstream schools. This also increases the freedom of choice for special needs 

children, allowing them to choose between attending a mainstream school with 
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additional support or attending a special school. No specific policy is pursued in this 

regard for non-Western ethnic minority pupils, even though in practice pupils from 

these ethnic groups are referred to special needs schools more often.  

2.3  Evidence that migrant students are overrepresented in lower tracks of secondary 
education 

The Dutch secondary education system is divided into several tracks. On the 

transition from primary to secondary education, students are distributed across 

secondary education programmes at varying levels (they are then aged 12 years). In 

schools with transitional classes (‘brugklassen’) selection can however be deferred 

to the second year or, occasionally, the third year of secondary education. Secondary 

education at ISCED level 2 is differentiated into six different levels (see also the 

preliminary remarks in section 0.1). The higher levels (senior general secondary 

(havo) and pre-university (vwo) education) last for five and six years, respectively 

(including the second stage of havo and vwo, which are classified as ISCED 3), and 

provide direct access to higher education (higher professional and university 

education, respectively, both long programmes at level ISCED 5). The programmes 

at the lower levels are shorter (four years) and prepare students for vocational 

training programmes at secondary level (ISCED 3).  

Table 20 shows the distribution of different groups of young people across the 

various levels of Dutch secondary education. The figures relate to the third 

academic year of secondary education (ISCED 2, age 14-15 years), when the 

distribution of students across the different levels has become clear. The level of 

secondary education followed (ISCED 2) correlates strongly with the background of 

the students: children of non-Western migrants are found much more frequently at 

the lower levels, and are still underrepresented in the higher (havo/vwo) tracks. In 

line with their overrepresentation at the lower levels of secondary education, a 

relatively high percentage of non-western migrant pupils (20-25%, as opposed to 

8% of native Dutch pupils) is referred for extra support in pre-vocational education 

(‘ leerwegondersteuning’).  
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Table 20: Students in year 3 of secondary education, by level and by origin, 2003/’04- 2007/’08 ( in percentages).  

 Turkish Moroccan Surinamese Antillean other non-Western native Dutch 

2003/’04a       

pre-vocational secondary education        

basic vocational track 38.1 38.2 27.6 36.3 25.4 15.0 

advanced vocational track 17.0 18.8 16.2 15.6 13.5 13.5 

combined vocational-theoretical and theoretical track 24.1 24.1 26.0 20.3 23.5 25.8 

general secondary education        

senior general secondary education 12.6 10.9 15.5 12.7 16.9 20.9 

senior general/ pre-university education  1.1 1.6 2.9 2.8 3.3 3.4 

pre-university education 7.2 6.4 11.7 12.3 17.4 21.4 

total secondary education 100 100 100 100 100 100 

       

2007/’08       

pre-vocational secondary education        

basic vocational track 30.4 29.9 21.4 27.5 17.5 12.5 

advanced vocational track 20.6 21.5 19.6 19.8 15.3 14.6 

combined vocational-theoretical and theoretical track 27.0 26.2 27.2 23.2 25.6 26.1 

general secondary education        

senior general secondary education 12.5 12.7 15.7 15.0 18.8 21.2 

senior general/ pre-university education  1.9 2.0 2.9 2.4 3.4 3.2 

pre-university education 7.6 7.6 13.2 12.1 19.4 22.5 

total secondary education 100 100 100 100 100 100 

a excluding agricultural education 

Source: Statistics Netherlands 

Students of Turkish or Moroccan origin, in particular, are currently very 

underrepresented in the higher levels of (general) secondary education: whereas 

47% of native Dutch young people follow senior general secondary (havo) or pre -

university (vwo) programmes, the figure for Turks and Moroccans is less than half 

this (22%). Students of Surinamese and Antillean origin occupying a midway 

position, with between 30% and 32% participating in the two highest tracks. The 

collective group ‘other non-Western ethnic minorities’ do not lag very far behind, 

although the proportion of students from the first generation in these groups is 

higher than among Turkish, Moroccan and Surinamese students. This can be 

explained by the fact that the parents of students in these groups themselves often 

have a higher education level. 

While participation by migrant students in the two highest secondary education 

tracks is low, then, it is gradually increasing. However, as the participation by native 

students in these educational tracks is also increasing, the gap between native and 

migrant students is narrowing only slowly.  
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Deferring Selection: Transitional Classes and Basic Secondary Education  

The selection process for secondary education has traditionally taken place at an 

early age in the Netherlands, with students being allocated across the different 

levels of secondary education - often provided in different schools - as soon as they 

transfer from primary to secondary school. A debate has been ongoing since the 

1970s on deferring the selection moment until students are older. An important 

argument used in favour of this deferral is that early selection too often leads to a 

school choice that does not match the capabilities of the children concerned. In 

particular, it is argued, early selection is disadvantageous for students from 

disadvantaged backgrounds, including many migrant children. In the early 1990s 

the ongoing discussion on the design of the first phase of secondary education was 

resolved with the introduction of ‘basic secondary education’, a general foundation 

course for the first three years of secondary education. The basic secondary 

education curriculum was introduced as a renewal of the educational content within 

the existing secondary education structure. In this sense it formed a compromise 

between proponents and opponents of integrated secondary education; the 

hierarchical structure of secondary education remained intact.  

At the same time as the introduction of basic secondary education, the creation of 

combined schools was also promoted. Students at combined schools can defer their 

selection by first being placed in a transitional class which incorporates several 

different levels. Following the school mergers in the 1990s, students now more 

often go straight into a transitional class (‘brugklas’)from primary school, deferring 

their selection of secondary school stream, usually for a year. In 1999 about 70% of 

pupils in secondary education started in transitional classes, whereas in 1989 50% 

of pupils started in these classes. The deferral is in fact only limited: although the 

number of schools offering just one level of secondary education has reduced, the 

number of schools where all levels of secondary education are offered is still small 

(17%, CBS 2005, the percentage of pupils in these schools will be larger because of 

the large size of these schools) and the segregation between the provision of pre -

vocational programmes on the one hand and the two highest tracks (havo/vwo) on 

the other, is still marked. The way in which the provision of the different levels of 

secondary education is distributed across schools inevitably sets limits on the 

ability to defer selection by means of transitional classes.  

Broad-based combined schools also increasingly use ‘narrow’ transitional classes 

combining only two levels of secondary education. ‘Broad’ transitional classes, 

incorporating three or more levels of secondary education, are increasingly the 

exception (Bronneman-Helmers et al. 2002; Borghans et al. 2007).  
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The common curriculum for basic secondary education which was introduced in the 

1990s has had no influence on the timing of the selection of secondary education  

type; the shape of the basic curriculum differed too much between lower and higher 

levels of secondary education. Moreover, completing the basic curriculum did not 

confer a right to transfer to further education programmes. When the actual course 

of school careers in the first phase of secondary education is examined, it is clear 

that selection in secondary education is just as dependent since the introduction of 

the basic education curriculum on the final level attained by pupils at the end of 

primary school. The correlation with the socio-economic background of pupils has 

also not reduced (Bronneman-Helmers et al. 2002; Borghans et al. 2007).  

 ‘Accumulating’ Educational Qualifications as a Correction for Early Selection 

The selection in the secondary education anticipates different follow-up options. For 

students in senior general secondary (havo) and pre-university (vwo) programmes, 

going on to higher education is the logical continuation path; similarly, students in 

pre-vocational secondary education (vmbo) are prepared for transition to a 

secondary vocational programme (ISCED 3) where they can attain an occupational 

qualification. For this reason, Dutch secondary education is often described as a 

two-tier system. One way of correcting the early selection is through the 

‘accumulating’ of programmes, enabling students to transfer to a higher level of 

secondary education after completing a programme at a lower level. ‘Accumulating’ 

qualifications in this way enables late developers from lower socio-economic 

backgrounds or from migrant groups to penetrate to the higher secondary 

education tracks. Of particular importance is the route from theoretical pre-

vocational education to the second phase of senior general secondary education, 

which gives students direct access to programmes that prepare for higher education 

and thus breaks through the twofold division in the secondary education system.  

 The ‘accumulation’ of secondary education qualifications lost a lot of popularity in 

the 1990s, partly because it was considered inefficient and partly because it was 

probably considered a less suitable option after the reform of the second phase of 

senior general education in the late 1990’s (the introduction of the so -called 

studiehuis method, see further section V.4.7). In recent years it has however been 

increasing again (TK 2007/2008a) and is now back at the same level as in the early 

nineties. The figures show that Turkish, Moroccan and other non-Western migrant 

students in particular often make use of this possibility to move up through the 

secondary education system (from pre-vocational combined-theoretical/theoretical 

certificate - to senior general secondary education; see table 21). Moreover, non-

Western ethnic minority students holding a certificate go on more often than native 
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students to further education, and when they do so almost always opt for the 

highest possible track. 

Table 21: Progression of secondary education certificate-holders to further education, by ethnic group, 2005 (in percentages)  

 Turkish Moroccan Surinamese Antillean other non-Western native Dutch 

vmbo  basic vocational track certificate       

 to senior vocational  education 91 92 90 82 85 86 

vmbo advanced vocational track certificate       

 to senior vocational  education 94 96 93 85 91 92 

vmbo combined/theoretical track  certificate        

 to senior general  education 21 22 13 14 24 14 

 to senior vocational  education 74 75 80 80 67 81 

senior general education certificate       

 to pre-university  education 7 4 4 7 7 4 

 to senior vocational  education - - - - 3 4 

 to higher professional  education  87 89 88 72 76 80 

pre-university certificate       

 to higher professional  education - - 9 8 5 15 

 to university  education 92 90 81 74 82 71 

Source: Gijsberts and Herweijer (2007) 

 Growing Numbers Entering Higher Education 

Although proportionally few migrant secondary school students are selected for the 

havo/vwo track, the number of young migrant students in higher education has 

nonetheless increased strongly in the last decade (table 22; the table relates only to 

students from the second generation, because the participation figures for first -

generation migrants are distorted upwards by students from non-Western countries 

who came to the Netherlands specifically to follow a course of study). Despite this, 

the number of Turkish and Moroccan students entering higher education is still well 

below that of native students. Surinamese students are at less of a disadvantage in 

this regard than their Turkish and Moroccan counterparts, while the number of 

young people from other non-Western ethnic minorities entering higher education 

is equal to or even higher than that of native students.  

Turkish and Moroccan and to a lesser extent Surinamese students are more often 

than native Dutch students enrolled in higher professional education (as opposed to 

university education). To be sure, higher professional education is the dominant 

form of higher education for all groups - migrant and native Dutch - but this 

dominance is less marked for native Dutch students. 
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Antillean Group Has Two Faces  

The high participation rate of Antillean students is typical of the two faces of this 

group: on the one hand they are strongly represented in the lowest levels of 

education and in the drop-out statistics, while on the other hand there is also a 

sizeable group of successful Antillean students.  

Table 22: Students entering higher education as a percentage of the corresponding age groupa, by origin, 1995-2007  

 Turkishb Moroccanb Surinameseb Antilleanb other non-Westernb native Dutch 

1995/’96 15.5 17.9 28.2 51.8 51.5 44.6 

2000/’05 23.4 27.8 34.2 54.8 52.0 52.1 

2005/’06 34.0 36.1 42.7 54.9 58.7 55.1 

2006/’07 36.7 37.6 46.9 51.1 61.6 55.2 

2007/’08 36.6 40.2 48.9 53.2 61.2 56.1 

a number of first-year students as a percentage of the average number of 18, 19 and 20 year-olds in the population. 

b second generation only 
Source: Statistics Netherlands (Statline) SCP treatment 

 

Alternative Route to Higher Education 

A certificate obtained at the highest level of secondary education (havo or vwo) is 

the traditional access route to higher education in the Netherlands. However, there 

is also an alternative route via senior secondary vocational education. In principle, 

these programmes prepare students for the labour market, but it is also possible to 

go on to higher professional education after completing a vocational programme at 

senior secondary level. This route to higher education constitutes a second 

correction to the early selection in secondary education, alongside the option of 

‘accumulating’ qualifications within secondary education. This access route is 

relatively important for students with a low-education background (Herweijer 

2006), and also for students from ethnic minorities. In 2006 48% of Turkish 

students, 54% of Moroccan students and 47% of Surinamese students in higher 

professional education had come through the secondary vocational route. The figure 

among native Dutch students was much lower (32%: Netherlands Statistics, 

Statline). 

Although a substantial number of students end up in higher education via the 

vocational study route, there are drawbacks to this. The chance that these students 

will drop out before reaching higher education is much greater than for those 

following the more ‘academic’ secondary education tracks (senior general 

secondary (havo) and pre-university (vwo) education). Naturally, this has to do with 

the focused nature of senior secondary vocational education, which is much more 

geared to producing people who are equipped for the labour market. Students who 
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qualify for higher education via the vocational route are moreover generally rather 

older when they begin their higher education career; the chance of them breaking 

off their study, for example in order to form a family, is then probably greater (Crul 

et al 2008).  

Migrant students in higher education more often experience delays during their 

courses, or even drop out of higher without obtaining a degree (table 23). Whereas 

about 70-73 % of native Dutch students graduate after seven years, only 50-55 % of 

non-western migrant students graduate in that same period (higher education 

programmes last four years (higher professional education and most university 

programmes) or five years (some university programmes)). 

Table 23: Graduation in  higher education of students that started in higher education in 2000/’01, by origin (in percentages)  

graduation after:  3 years 4 years 5 years 6 years 7 years 

higher professional education      

 Turkish 5 26 39 48 53 

 Moroccan 7 28 43 50 55 

 Surinamese 6 23 37 46 51 

 Antillean 4 19 33 41 47 

 other non –western 6 25 42 50 55 

 native Dutch 9 43 58 65 69 

University education       

 Turkish 7 18 33 44 55 

 Moroccan 7 15 30 41 51 

 Surinamese 6 15 30 41 55 

 Antillean 6 14 28 42 55 

 other non –western 9 20 35 53 65 

 native Dutch 9 21 42 60 73 
Source: Netherlands Statistics (Statline) 

Results from assessments indicate that students in higher professional education 

who qualify via the vocational route lag behind in arithmetic and language skills 

compared to students who qualify via the academic secondary education 

tracks(www.hbo-raad.nl). They are also somewhat less successful in higher 

education than students that qualify via senior general education: dropout rates are 

higher and - in the case non-western students - graduation rates lower (table 24). At 

the same time table 24 demonstrates that differences in preliminary training do not 

fully account for differences in study success in higher education between native 

Dutch and migrant students. When there is no difference in  preliminary training 

(e.g. senior general education) migrant students are just the same less successful 

than native Dutch students. 

http://www.hbo-raad.nl/
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Table 24 : Graduation and drop-out  of students that started in higher professional education in 2000/’01, by origin and 

preliminary training (in percentages). 

 graduation after:  drop-out after: 

 5 yrs 6 yrs 7 yrs  5 yrs 6 yrs 7 yrs 

native Dutch students        

senior vocational education 60 65 67  27 27 28 

senior general education 55 64 69  19 19 20 

pre-university education 70 77 81  11 11 12 

        

non-western students        

senior vocational education 39 45 49  36 38 39 

senior general education 37 47 54  23 24 26 

pre-university education 50 61 66  17 19 21 

Source: Netherlands Statistics (Statline) 

Policy to Increase Influx of Migrant Students and to Enhance Their Study Success 

In order to increase the influx of migrant students and to enhance their study 

success in higher education, in 2005 the Ministry of education and 21 higher 

education institutions have agreed on targets in their area. Funding (up to 4.5 

million Euros) for pilot projects aimed at migrant students was made available by 

the government. In 2008 a new covenant was signed by the Ministry of Education 

and five institutions for higher professional education in the western part of the 

country, where the majority of non-western migrants live. As before, the aim is to 

promote the influx of migrant students and to improve their study success. The 

institutions for higher professional education will formulate ambitious targets for 

the period 2008-2014. As of 2011 university education will also participate in the 

covenant. The initial budget amounts to four million euro in 2008 and will increase 

up to 20 million euro per year in 2011.  

2.4   Evidence of gender disparity 

As in many other countries, girls in the Netherlands have traditionally lagged behind 

boys in education, but have made good the shortfall during the last decades and in 

fact overtaken boys. This phenomenon is not yet visible in primary education, 

where according to the scores in the tests set by the National Institute for 

Educational Measurement (CITO), boys are still achieving slightly better than girls 

at the end of their primary school career. Although girls perform better in language, 

this is not enough to make up their shortfall relative to boys in arithmetic and 

mathematics (table 25). It does however have to be borne in mind that a slightly 

higher proportion of boys follow special needs education rather than mainstream 

primary education, and are thus left out of consideration in the figures in table 21).  
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Table 25: Percentage of correct answers in the CITO test, by gender and ethnic origin, 2006/’07 

 Turkish Moroccan Surinamese Antillean native 

language      

 boys 58 59 65 64 70 

 girls 60 62 66 67 72 

arithmetic and mathematics      

 boys  67 65 65 64 73 

 girls 58 57 58 58 67 

total scorea      

 boys  61 61 65 64 70 

 girls 59 60 63 64 69 

a the total score includes the third part of the test (study skills). 

Source: CBS (2008) 

In the first phase of secondary education boys lag behind girls. If all students are 

distributed across the different levels of secondary education in the third year, girls 

are found in the highest tracks (havo/vwo) more often than boys, while boys are 

overrepresented in the two lowest tracks of pre-vocational secondary education 

(vmbo). This pattern occurs to roughly the same degree among young people of 

native Dutch and non-Western ethnic origin. The differences are not exceptionally 

large - the participation rate of girls in the two highest tracks is three to four 

percentage points higher than that of boys - but the pattern is consistent across all 

ethnic groups (table 26). 

Students from migrant groups still lag a considerable way behind native students, 

but the educational disadvantage of girls relative to boys is eliminated at a relatively 

early stage of the growth in the educational participation of these groups.  
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Table 26: Students in year 3 of secondary education, by level, ethnic origin and gender, 2007/’08 ( in percentages) 

 Turkish Moroccan Surinamese Antillean other non-Western native Dutch 

boys       

pre-vocational secondary education        

basic vocational track 32.4 31.8 23.4 29.4 18.9 14.2 

advanced vocational track 20.1 20.4 19.8 19.6 15.7 15.5 

combined vocational-theoretical and theoretical track 27.4 27.1 26.6 22.5 25.5 26.2 

general secondary education        

senior general secondary education 11.7 12.0 15.1 14.7 18.9 20.9 

senior general/ pre-university education  1.7 1.7 2.8 2.9 3.4 2.9 

pre-university education 6.7 7.0 12.3 10.8 17.6 20.3 

total secondary education 100 100 100 100 100 100 

girls       

pre-vocational secondary education        

basic vocational track 28.7 27.9 19.4 25.7 16.0 10.7 

advanced vocational track 21.0 22.4 19.4 20.0 14.9 13.6 

combined vocational-theoretical and theoretical track 26.9 25.5 27.8 23.8 25.8 25.9 

general secondary education        

senior general secondary education 13.3 13.3 16.3 15.2 18.7 21.5 

senior general/ pre-university education  1.8 2.4 3.0 1.9 3.3 3.5 

pre-university education 8.3 8.5 14.1 13.3 21.3 24.8 

total secondary education 100 100 100 100 100 100 

Source: Statistics Netherlands (Statline) SCP treatment 

The drop-out rates in secondary education present a comparable picture. The drop-

out rate among boys is higher than that of girls among both native students and 

students from the different migrant groups. Among migrant groups, the difference is 

greater than among native students in senior secondary vocational education (mbo) 

in particular (table 27); boys of non-Western ethnic origin are without doubt the 

most problematic group in terms of secondary school drop-out (Herweijer 2008).  

Table 27: Early school-leavers in general secondary education and senior secondary vocational education, by gender and ethnic origin, 2005/’06 (in percentages 

of all students) 

 Turkish Moroccan Surinamese Antillean other non-Western native 

secondary education       

 boys 2.3 2.5 2.1 3.2 3.1 1.0 

 girls 1.4 1.3 1.3 1.8 2.6 0.7 

senior secondary vocational education       

 boys 16.9 18.4 17.6 18.3 18.0 8.7 

 girls 9.4 9.7 10.6 11.7 11.9 6.7 

Source: OCW/CFI (Onderwijsnummerbestand) SCP treatment  
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Special Education 

The disadvantage of boys relative to girls is thrown into even sharper relief when 

we include the different forms of special education in the comparison. The 

participation rates for special schools have increased sharply in recent decades. In 

some forms of special education, however, the growth has been halted thanks to 

measures designed to bring to an end the referral to special schools; in other types 

of special education, however, the growth continues unabated. 

 The overrepresentation of boys in special education is a given: between 65% and 

70% of students in special schools are male, and in some specific provision types 

increases to above 80% (schools for young people with severe behavioural 

problems). This disparity between boys and girls occurs to the same degree among 

native students and students with a non-Western background; the referral of non-

Western ethnic minority boys and girls to special needs schools thus follows the 

general pattern, though the referral of non-Western students is higher across the 

board than that of native students. 

Higher Education 

In higher education too, finally, young women from the migrant groups have a lead 

over young men. A higher percentage of female students embark on higher 

education courses, and they are moreover more successful. Men study more s lowly 

and less often complete their courses (Herweijer 2006, CBS 2008).  

All in all, the comparison between boys and girls and young men and young women 

from the non-Western migrant groups turns out to the disadvantage of boys and 

young men. Migrants are not exceptional in this regard - native Dutch male students 

also lag behind their female counterparts - but the gap is deeper in some respects 

(drop out) in the migrant groups than in the native population.  

STUDENT PERFORMANCE 

2.5   Results from national tests 

A long-term research programme (the PRIMA cohort study and its successor the 

COOL 5-18 cohort study) is under way in Dutch primary schools, which among other 

things is designed to map the educational achievement of pupils. As part of this 

study, the language and arithmetic skills of pupils are measured at different phases 

in their primary school career. Since language and arithmetic teaching have not yet 
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really begun, the comprehension and sequencing skills of pupils are measured in 

year group 2, when the pupils are 5-6 years old. In year groups 4, 6 and 8 the pupils’ 

skills are measured using tests from the pupil monitoring system devised by the 

National Instituted for Educational Measurement (CITO), which is used by many 

primary schools to track the progress of pupils.  

These surveys have made clear that pupils from the main migrant groups are at a 

considerable disadvantage compared to native pupils from an early age. Table 28 

shows the scores on the comprehension and sequencing test in year group 2 (age 5 

years). To facilitate comparison over time, the scores have been standardised 

(average = 50, standard deviation = 10). 

Table 28: Score on comprehension and sequencing test in year group 2 of primary school, by ethnic group, 1994-2004  

 Turkey Morocco Suriname Antilles native Dutch lowa native Dutch highb 

comprehension       

1994/’95 36.5 39.0 44.6 41.9 48.8 52.4 

1996/’97 36.9 40.3 44.7 40.9 48.8 52.7 

1998/’99 37.5 39.3 44.6 40.4 48.6 52.5 

2000/’01 38.6 40.4 46.9 40.2 48.7 52.3 

2002/’03 37.3 42.7 43.0 41.1 48.6 52.8 

2004/’05 39.1 42.2 45.0 43.5 48.7 52.6 

       

sequencing       

1994/’95 41.1 41.8 45.0 44.7 48.1 52.5 

1996/’97 41.4 42.7 45.3 43.4 47.9 52.4 

1998/’99 42.1 41.4 45.5 42.3 47.7 52.1 

2000/’01 42.3 42.3 47.8 43.1 47.4 52.0 

2002/’03 42.6 44.0 44.6 42.8 47.7 52.4 

2004/’05 43.7 45.0 45.2 45.4 48.0 52.0 

a  highest educated parent has completed an education to a maximum of ISCED level 2 

b  highest educated parent has completed an education to ISCED 3 or higher. 

Source: Gijsberts & Herweijer (2007) 

Table 28 shows that children from the migrant groups already lag a long way behind 

at an early age, not just relative to native pupils whose parents have a secondary or 

higher education background, but to a lesser extent also relative to native pupils 

from a low-education background. Their educational disadvantage is greater in the 

comprehension test than the sequencing test, which makes fewer demands of their 

language skills. Turkish and Moroccan children have traditionally been at a greater 

disadvantage than the Surinamese and Antillean children, though this difference has 

narrowed over the last decade as the achievements of Turkish and Moroccan 

children have improved more rapidly than those of Surinamese and Antillean 

children.  
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The difference in the initial level continue as the primary school career progresses: 

migrant pupils are also at a disadvantage in year group 4, year group 6 and year 

group 8. If the achievement scores in year groups 4, 6 and 8 are placed on a 

continuous scale, it becomes apparent that the language skills of migrant pupils in 

year group 6 are not much better than those of native pupils in year group 4, while 

in year group 8 they have achieved the standard that native pupils attain in year 

group 6 (table 29). Turkish, Moroccan and Antillean pupils thus have a language 

disadvantage of approximately two years at the end of their primary school careers.  

 The differences are much smaller when it comes to arithmetic: the disadvantage at 

the end of primary school translates into roughly half a school year. 

Table 29: Average scores in language and arithmetic tests in primary school year groups 4, 6 and 8, by ethnic group, 2004/’05.  

 Turkey Morocco Suriname Antilles native Dutch lowa native Dutch highb 

language       

year group 4 1008 1022 1036 1026 1042 1056 

year group 6 1050 1061 1068 1065 1073 1090 

year group 8 1086 1094 1100 1092 1108 1127 

       

arithmetic       

year group 4 1058 1058 1059 1055 1068 1081 

year group 6 1143 1142 1144 1138 1150 1164 

year group 8 1215 1214 1213 1203 1215 1229 

a  highest educated parent has completed an education to a maximum of ISCED level 2 

b  highest educated parent has completed an education to ISCED 3 or higher 

Source: Gijsberts & Herweijer (2007). 

Improvement of Migrants Pupils Achievement in Primary Education 

While migrant pupils thus lag a considerable way behind their native peers when it 

comes to language skills, they have closed the gap since the early 1990s. The 

arithmetic skills of children of migrants have shown particular improvement, but 

they have also made progress on the language front. Based on standardised scores, 

Gijsberts & Herweijer (2007) calculate that the disadvantage of Turkish and 

Moroccan children in arithmetic has improved by around 50% since the end of the 

1980s. The improvement on the language front is slightly less, but even here the 

achievements of the different migrant groups show steady improvement. The 

achievements of Surinamese and Antillean children have also improved, though the 

progress of Antillean children has not been so marked (table 30). 
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Table 30: Score in the language and arithmetic test in primary school year group 8, by ethnic origin, 1994-2004  

 Turkey Morocco Suriname Antilles native Dutch lowa native Dutch highb 

language       

1994 36.4 38.8 42.1 40.9 48.1 53.4 

1996 37.6 39.2 43.6 40.3 48.0 52.8 

1998 37.2 40.5 44.2 40.1 47.6 52.8 

2000 38.8 40.8 44.9 40.5 47.3 52.9 

2002 39.3 42.0 45.7 40.7 47.5 52.6 

2004 40.3 42.8 44.4 41.9 47.1 52.5 

       

development gap vs. ‘native 
Dutch high’ 1994-2004 (in %) 

-28 -34 -28 -15 2 - 

       

arithmetic       

1994 42.8 42.5 42.6 41.5 47.7 52.8 

1996 44.7 43.2 44.1 39.2 47.6 52.4 

1998 45.1 44.1 44.6 42.3 47.1 52.2 

2000 46.0 44.6 45.8 41.6 46.8 52.2 

2002 45.7 44.7 44.0 42.2 46.6 51.9 

2004 46.1 45.7 45.4 41.5 46.3 51.8 

       

development gap vs. ‘native 
Dutch high’ 1994-2004 (in %) 

-44 -41 -37 -9 6 - 

a)  highest educated parent has completed an education to a maximum of ISCED level 2 

b)  highest educated parent has completed an education to ISCED 3 or higher. 
Source: Gijsberts & Herweijer (2007). 

The CITO Test  

The result obtained in the ‘CITO-eindtoets’ - the national test set at the end of 

primary school by the National Institute for Educational Measurement (CITO) - 

plays an important role in the transition from primary school to secondary school, 

and largely determines which track of secondary education pupils will follow. The 

results achieved by migrant pupils are lower than those of native pupils (see once 

more table 25 above), and as a result primary schools often recommend a lower 

level of secondary education for these pupils.  The overrepresentation of migrant 

pupils in the lower tracks of secondary education is a reflection of their lower 

achievement at primary school.  

The scores achieved by Turkish and Moroccan children in the CITO test have 

improved in recent years; the scores of Surinamese children have remained more or 

less unchanged, while those of Antillean pupils have deteriorated slightly. Partly 

because the scores of native pupils have also deteriorated slightly, the gap between 

migrant children and native pupils in the CITO test has reduced by between a 
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quarter and a third. Antillean pupils are once again the exception: the gap between 

this group and native pupils has not diminished (Gijsberts & Herweijer 2007). 

 Neutral Recommendation? 

In addition to the score in the CITO test, the recommendation given by primary 

schools also plays an important role in the distribution of pupils across the different 

levels of secondary education. In line with their lower level of achievement, migrant 

pupils generally receive a lower recommendation than native pupils. In the past, 

migrant pupils were given higher recommendations for the same level of 

achievement, because their lower language achievement carried less weight than 

their performance in arithmetic (Tesser en Iedema 2001). The effect of the 

relatively high recommendations on the school careers of migrant pupils is not 

entirely clear-cut; on the one hand, the relatively high recommendations given for 

migrant pupils meant that they were often found to be the weakest pupils in the 

class, with a concomitant greater risk of repeating years and school drop-out. 

(Herweijer 2003). On the other hand, there is also a group of migrant pupils whose 

secondary school performance justifies their relatively high recommendation 

(Hustinx 1999). 

This ‘over-recommending’ of non-Western ethnic minority pupils became less 

common in the 1990s and the recommendations given for migrant pupils are now 

more or less in line with their achievements (Driessen 2006). In fact, recent data 

from Amsterdam suggest that migrant pupils who perform well at primary school 

are actually given a relatively low recommendation for secondary school level, being 

indicated for senior general secondary/pre-university education (havo/vwo) less 

often than native pupils (Babeliowsky & Den Boer 2007). This could mean that 

talent is being lost unnecessarily because pupils are wrongly referred to a low 

secondary education level. Figures for the Netherlands as a whole confirm this 

picture to some degree, but the differences in recommendation levels between 

native and non-Western ethnic minority pupils with the same achievement level are 

small (table 31). Moreover, differences in recommendation are more or less 

corrected by the actual school choice which follows the recommendation: 

apparently migrant pupils are slightly more often enrolled at a higher level than 

recommended (Stroucken et al. 2008).  
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Table 31: Teacher recommendation for secondary education compared with Cito achievement  level,  

2005  (in percentages)  

 
 recommendation 

below Cito 
achievement level 

recommendation 
equal to Cito 

achievement level 

recommendation 
higher than Cito 

achievement level 

total  

all Cito achievement levels      

 native Dutch 9 77 14 100 

 non-western migrants 8 76 16 100 

Cito achievement level vmbo basic/advanced     

 native Dutch - 71 29 100 

 non-western migrants - 76 24 100 

Cito achievement level vmbo combined/theoretical     

 native Dutch 9 74 13 100 

 non-western migrants 12 73 15 100 

Cito achievement level havo     

 native Dutch 14 79 7 100 

 non-western migrants 16 78 6 100 

Cito achievement level vwo      

 native Dutch 15 85 - 100 

 non-western migrants 18 82 - 100 
Source: Source Stroucken et al (2008). 

Socio-Economic Background and School-Specific Factors 

There are several reasons for the lower achievement of children from migrant 

backgrounds. A key factor is the socio-economic status of many migrant families: 

Turkish and Moroccan parents, in particular, often have a low education level 

themselves (see section I.3.2). To a large extent, therefore, the educational 

disadvantage of migrant pupils is a reflection of the impact of socio-economic 

differences on educational success, though cannot be attributed entirely to this.  

The influence of school-specific factors is fairly small when compared to factors at 

the level of families. Children of migrants in large cities often attend ‘ethnic schools’ 

(see section I.1.3) and it is often assumed that the concentration of ethnic minority 

pupils in these schools has a negative impact on their educational opportunities. 

However, data from the PRIMA cohort study referred to earlier suggest that the 

disadvantage of ethnic schools in terms of learning achievement is not  great.  

Multilevel analysis on the PRIMA cohort study by Gijsberts and Hartgers (2005) 

demonstrates that after taking into account the background of pupils, only a small 

part of the differences (variance) in achievement level is attributable to the school  

level (approximately 8% of variance in language achievement level and 12% of 

variance in arithmetic achievement level). Furthermore only a minor part of school 

level differences is related to the ethnic composition of schools (10% of school level 
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differences in language achievement level and 4% of school level differences in 

arithmetic achievement level). The negative ‘ethnic school effect’ - the disadvantage 

caused by having many fellow pupils from migrant groups – itself has weakened in 

recent years (table 32 shows the estimated achievement level in schools with 

different ethnic composition; characteristics at the individual level are taken into 

account (ethnic background, parental educational level, migration generation, pupils 

sex)).  

Table 32: Achievement levela in the final grade of primary education, by  ethnic composition of schoolsb, 1988-2002  

 1988 1994 1996 1998 2000 2002 

language achievement level       

0-10%  ethnic pupils 42.7 42.7 42.6 42.6 42.5 42.5 

10-25% ethnic pupils 42.2 42.3 42.5 42.6 42.8 42.9 

25-50% ethnic pupils 39.9 40.4 40.8 41.2 41.6 42.1 

50-75% ethnic pupils 37.7 38.4 39.2 39.9 40.7 41.4 

75-100% ethnic pupils 37.8 38.4 38.9 39.5 40.0 40.6 

       

arithmetic achievement level       

0-10%  ethnic pupils 44.8 44.8 44.7 44.6 44.5 44.5 

10-25% ethnic pupils 44.7 44.7 44.7 44.7 44.7 44.6 

25-50% ethnic pupils 44.0 43.9 43.8 43.8 43.7 43.6 

50-75% ethnic pupils 41.3 41.7 42.2 42.6 43.0 43.4 

75-100% ethnic pupils 41.8 42.2 42.6 42.9 43.3 43.7 

a standardised scores (average = 50, standard deviation = 10) 

b effect of ethnic composition estimated by multilevel regression analysis (parental educational level, pupils ethnic background, migration generation and  pupils 

sex taken into account, changes in the effect of ethnic composition were estimated by allowing the effect of ethnic composition to change over time) 

Source: adapted from Gijsberts and Hartgers (2005) 

So, although the achievements of pupils at ‘ethnic schools’ are well below those of 

pupils at mixed or ‘white schools’, this  is largely due to the origin of the pupils. By 

tailoring their education to the pupil population, ‘ethnic schools’ are becoming 

increasingly successful in enabling comparable pupils to achieve comparable 

results. ‘Ethnic schools’ have thus made an important contribution to reducing the 

educational disadvantage of migrant pupils in primary schools (Gijsberts 2006).  

3. RESEARCH 

3.1  Research that has identified success factors among migrant children  

Success factors can be sought in various places: in and around the families where 

migrant students grow up, in education and in and around the schools attended by 

migrant students.  
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Success Factors in Families  

The educational disadvantage of young members of non-Western ethnic minorities 

is due in part to the socio-economic status of their families: many Turkish and 

Moroccan parents, in particular, have themselves had little education. Moreover, 

some of them have a poor command of the Dutch language (see section I.3.2) and 

are unfamiliar with the Dutch education system. The high percentage of single-

parent families in some migrant groups is also a risk factor for the school careers of 

young people. By implication, this highlights a few of the general success factors in 

families: children from migrant families where these disadvantages are not present 

generally have more successful school careers. 

Apart from parents, brothers and sisters or other people in the social networks of 

young migrants can have a positive influence on their educational success. The 

accounts of migrants who do succeed in the Dutch education system reveal that they 

have received support from older brothers or sisters or others in their networks 

who have themselves pursued a successful educational career (Crul 2000. Crul et al 

2008). 

Mentoring Projects  

‘Mentoring projects’ build on the understanding that support from their networks 

can have a positive influence on the school careers of migrant students. In these 

projects, ethnic minority secondary school students receive support from a mentor, 

often a higher education student or other person from their own ethnic group, who 

acts as a role model. The support provided by mentors includes socio-emotional 

support, support with studies and/or help in choosing further courses. The 

envisaged benefits of mentoring include reduced school drop-out and more students 

going on to further education. A few years ago, the number of mentoring projects in 

the Netherlands was estimated at 25 (Crul & Kraal 2004). The experiences with 

mentoring projects are positive, with good results being achieved particularly in the 

area of social skills and behaviour of ethnic minority ‘risk students’ (students in the 

lowest tracks of pre-vocational secondary education (vmbo)), though the impact on 

school drop-out also appears to be positive. To gain a better insight into the effects 

of mentoring programmes, control groups would need to be used.  

Success Factors in Education  

There is a degree of consensus in the international literature on the effective 

tackling of educational disadvantage (Tesser & Iedema 2001, Overmaat & Ledoux 
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2001). According to this consensus, students in disadvantaged groups benefit from a 

structured curriculum with a good deal of direct instruction and attention for basic 

skills. Empirical research in Dutch primary education provides little in the way of 

clear support for this, however: schools that are successful with ethnic minority 

pupils tend towards a traditional approach, but the differences in their approach 

compared with less effective schools are slight (Ledoux & Overmaat 2001).  

In section V.4.3 we look in more detail at the contribution of specific intervention 

programmes to the learning achievements of migrant pupils and students 

(preschool and early-school education programmes, ‘induction’ classes).  

Support in Higher Education 

Students from non-Western ethnic minorities are generally less successful in higher 

education than native students: they attain fewer credits, drop out more often and 

less often complete their courses (see once more table 23 and table 24). In 

programmes which provide high levels of care for students, the differences in the 

success rates between students with a non-Western ethnic background and native 

students are smaller or even absent.  

Students from non-Western ethnic groups are more dependent on their learning 

environment than native students; native students find it easier to manage on their 

own, while ethnic minority students need an environment which requires them to 

be less independent. They need small-scale organisation of the study programme, 

with short blocks of study and intensive support where they spend a lot of time 

studying along with other students and with the lecturer (Severiens et al 2006).  

3.2  Research that has identified factors that segregate rather than integrate immigrant 
students 

 
Family Factors  

Constraining factors within the families to some extent mirror the success factors 

referred to earlier: children with poorly educated parents who have a poor 

command of the Dutch language are in a weak starting position. The large number of 

single-parent families in some migrant groups (Antilleans, Surinamese) also has a 

negative effect: students who grow up in lone-parent families perform less well in 

education and are at greater risk of school drop-out. 
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Concentration of Migrants in ‘ethnic schools’  

There is considerable debate about whether the concentration of migrants in 

schools with high proportions of members of ethnic minority students (‘ethnic 

schools’) has a harmful effect on their educational opportunities. Research carried 

out in Dutch primary schools suggests that ‘ethnic schools’ only have a modest 

negative effect on learning achievements (Gijsberts 2006, Driessen et al 2003, 

Driessen 2007; see also section II.2.5).  

In secondary schools however, the concentration of migrant students at ‘ethnic 

schools’ in the major cities appears to have a negative impact in the specific area of 

school drop-out; the risk of drop-out at this type of school is greater than at more 

mixed schools (Herweijer 2008a, Traag & Van der Velden 2007).  

 The concentration of migrants in certain districts of the major cities also appears to 

have a negative impact on their school careers. Young people living in deprived 

areas of the cities are at increased risk of drop-out from secondary school and 

senior secondary vocational programmes (Herweijer 2008a). 

 Early Selection in Secondary Education 

The Dutch system of selecting the type of secondary school programme at an early 

stage can work to the disadvantage of students from disadvantaged backgrounds, if 

they are given a recommendation from primary school that is too low and are 

consequently placed in a secondary education track that is below their capabilities.  

As already stated (see II.2.5) the number of ethnic minority students who receive a 

recommendation that is low in comparison with their achievements in the final 

stage of primary education, or who are selected for too low a strand of secondary 

education, is not great, and in fact hardly larger than for native students (Mulder et 

al 2007, Stroucken et al. 2008). The potential of late developers will however not yet 

be visible at the age of 11 or 12 years. This is borne out by the fact that a proportion 

of ethnic minority secondary school students ultimately attain a higher level in  

secondary education than that suggested by the recommendation they received 

from their primary school (Kuyper & Van der Werf 2007, Mulder et al. 2007). The 

numbers of ethnic minority students involved are not large - 12-15% attain a higher 

level - but this does occur more often than among native students.  

Although this does not emerge clearly from the analyses of the studies referred to, it 

seems reasonable to assume that the chance of transferring to a higher level of 

secondary education is greater in schools with a broad educational provision, where 

the student does not have to change schools in order to move up to a higher level. 
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Mixed transitional classes which include a higher level than the recommended 

educational level also have an influence; research from the 1990s has shown that 

they offer a greater chance of moving up to a higher level of education than that 

recommended (Van der Werf et al. 1999).  

Other phenomena which suggest that there are late developers among migrant 

students are the large numbers of secondary school students who ‘accumulate’ 

qualifications (moving through pre-vocational secondary education (theoretical 

track) to the second phase of senior general secondary education, havo) and the 

large number of ethnic minority students at universities of higher professional 

education who have come through the vocational education system (see also. II.2.3). 

Deferring the choice of study in transitional classes and the ability to accumulate 

qualifications thus reduce the risk that potential late developers will be locked into 

a programme which in the slightly longer term fails to do justice to their ability.  
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SECTION III: SCHOOL POLICIES AND PRACTICES 

1. ACCESS 

ADMISSION PROCESSES 

1.1  Can parents request a school of their choice for their children? 

         ISCED (public and private) 

 0 1 2 3 4 

Yes, parents may request a school of their choice for their children x x x x  

No, admission is according to residence in the school catchment area      

Admission is primarily according to residence in the school catchment 
area but exceptions are possible  

     

  

Explanatory Notes 

Free school choice is a major element of the Dutch education system. In principle, 

the choice of primary (ISCED 0/1) and secondary school (ISCED 2 and ISCED 3) is a 

free one, in that it is not dependent on catchment areas or school districts.  

Since segregation between migrant and native Dutch pupils is considered 

undesirable, the city administration and school boards in the major cities have to 

make joint agreements on the spread of disadvantaged pupils. Pilot projects have 

been started to encourage parents to send their children to a school in their 

neighbourhood. How far free school choice will be constrained by this in practice is 

not yet clear. For the moment, the system of free school choice in primary and 

secondary education can best be characterised as one in which the choice of school 

is not tied to residential districts or catchment areas.  

1.2  CAN SCHOOLS SELECT THEIR STUDENTS? 
ISCED (public and private) 

 0 1 2 3 4 5 

Yes   x x  x 

Only when the school is oversubscribed X x     

No       
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Notes on Level ISCED 0/1 

Public (state) primary schools are universally accessible, which means that in 

principle they must admit all pupils. Schools can however deviate from this rule 

when they are full. In addition, in view of the policy of encouraging children to go to 

school in their own residential area, constraints may be applied in state schools in 

which pupils from the local area are given priority. This sometimes happens in the 

major cities (e.g. Amsterdam).  

Independent schools (operated under private law but with full state funding) can 

also impose requirements based on their ideological or religious identity. In 

practice, however, the main strands in independent education (Roman Catholic and 

Protestant schools) operate largely as universally accessible primary schools which 

accept pupils from all religious and ideological milieus. This is apparent from the 

large number of pupils with different or no religious background who attend these 

schools. Independent schools representing smaller strands and with a strongly 

religious or ideological profile occupy a different position, mainly or even 

exclusively attracting pupils (and parents) who feel at home with that profile. 

Examples are the orthodox Protestant and Islamic schools.  

Islamic Schools 

Islamic schools are a relative new phenomenon (i.e. in comparison to other religious 

schools) in the Netherlands and are the subject of much discussion. Opponents put 

forward the argument that Islamic schools worsen the segregation between native 

and migrant pupils and thus hinder the integration of its pupils. Advocates of 

Islamic schools on the other hand argue that the model of ‘emancipation within the 

own group’ has in the past proven to be effective for other religious minorities as 

well (e.g. Roman Catholics). In terms of levels of achievement the Islamic schools do 

not live up to the  expectations of its proponents: just like in other ‘ethnic’ schools 

the achievements of pupils on Islamic schools lag considerably behind the 

achievements of pupils on the average school, albeit that the pupils in some respects 

perform slightly better than pupils in other ‘ethnic schools’ (Driessen 2008). 

Seclusion within the own (religious) group cannot compensate for the low 

educational level of the parents of many pupils in Islamic schools. Moreover, about 

half of the Islamic primary schools is labelled a underperforming or seriously 

underperforming school by the Inspectorate (Inspectie 2008b). The overall 

percentage (seriously) underperforming primary schools is 10.6% (1.2% seriously 

underperforming plus 9.4% underperforming, Inspectie 2008c).  
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To see things in the right perspective, it should be mentioned that the number of 

Islamic schools is not large: there are 44 Islamic schools for primary education in 

the Netherlands. Six out 44  Islamic schools are labelled as seriously 

underperforming (www.onderwijsinspectie.nl), the absolute number of 

underperforming schools must be about 15. Only 6% of all Moroccan and Turkish 

pupils are enrolled in an Islamic primary schools (Herweijer 2008b).  

Independent Schools with a Specific Educational Approach 

There are also some independent schools which adopt a specific educational 

approach (e.g. the Montessori Method) and which therefore attract a select public 

consisting of often better-educated parents. The relatively high financial parental 

contribution levied by some of these schools can also put off parents from less well-

to-do backgrounds (although the contribution cannot in principle be made 

compulsory). There are often waiting lists for these kinds of schools in the major 

cities.  

 Notes on Levels ISCED 2, 3 and 5 

There is also a distinction between public (state) and private (independent) schools 

at ISCED level 2, with independent schools being able to impose requirements in 

connection with their ideological or religious identity. Perhaps to an even greater 

extent than primary schools, secondary schools representing the major religious 

and ideological strands offer a universally accessible basic education provision.  

More important at ISCED 2 is the differentiation between programmes of different 

levels. At the higher levels, conditions are imposed for the achievement level of 

students for admission to both public and independent schools. The admissibility of 

students is assessed on the basis of the recommendation given by their primary 

school and their score in a national test taken (CITO test) at the end of primary 

school. Students can also be rejected at ISCED level 2 if the school is oversubscribed.  

Admission to programmes at level ISCED 3 (vocational training) and ISCED 5 

require a certificate from a previous education programme. In the lower tracks of 

vocational education at ISCED 3 (the ‘assistant’ training programmes and basic 

vocational training in senior secondary vocational schools) students are also 

admitted who do not hold an ISCED 2 certificate. This encourages the transition 

from ISCED 2 to follow-on courses, but students without an ISCED 2 certificate are 

at great risk of dropping out of the ISCED 3 vocational programmes (Herweijer 

2008a). 

http://www.onderwijsinspectie.nl/
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In principle, ISCED 3 and ISCED 5 programmes are universally accessible to 

students who meet the admission requirements (in terms of certificates and 

subjects). An exception are programmes at level ISCED 5 which have limited 

capacity (e.g. medical training programmes), for which lots are drawn in a system 

where candidates with the best grades have the best chance of being admitted, and 

arts and sports programmes where aptitude is an additional selection criterion.  

1.3  Criteria used to select students  
        ISCED (public schools) 

 0 1 2 3 4 5 

Not applicable       

Distance between home and school       

Student academic records    x x  x 

Recommendations from feeder schools   x    

Parents endorsement of the instructional philosophy of the 
school 

      

Parents endorsement of the religious philosophy of the school x x x    

Students’ need or desires for a specific program       

Past- or present attendance of other family members at the 
school 

x x x    

Measures of student’s socio-economic background       

Student migrant background        

First-come, first-serve x x x    

 

ACCESSIBILITY 

1.4  Do students have free access to education and care? 
         ISCED (public schools) 

 0 1 2 3 4 

Yes x x x x  

Yes, in some schools      

No (students aged 18 years and older)    x  
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Notes  

Education in the Netherlands is free up to the age of 18 (ISCED 0/1, 2 and 3) . From 

age 18 onwards, students at level ISCED 3 vocational pay tuition fees, the amount of 

which is fixed by law (EUR 975 per school year in 2007/08).  

At level ISCED 0/1 the school has traditionally provided textbooks and teaching 

materials. At ISCED 2 and 3 (general education), parents were until recently 

responsible for purchasing textbooks. Those on low incomes were eligible for full or 

partial grants from the government for this, depending on the level of their income. 

With effect from the school year 2008/09, textbooks for courses at levels ISCED 2 

and ISCED 3 (general education) are free for all students (not in ISCED 3 vocational 

education).  

As regards the other school fees, parents from the lower income groups can apply 

for a grant which, depending on their financial position, ranges from a maximum of 

EUR 286 (ISCED 2), to EUR 386 (ISCED 3 general education) and EUR 995 (ISCED 3 

vocational education) per annum. 

From the age of 18 years, students in secondary vocational education (ISCED 3) and 

higher education (ISCED 5) are entitled to student finance from central government, 

which is designed not only to cover the costs of tuition fees and textbooks, but also 

to go some way to meeting maintenance costs. Student finance consists of a basic 

grant that is the same for all students, a transport facility for all students (public 

transport pass) and a supplementary grant for students from lower income groups. 

Provided students obtain adequate study results, the basic grant and supplementary 

grant are non-repayable; if not they must be repaid. In addition, students can 

borrow additional funding from the government, which must be repaid after 

completion of their studies. 

1.5  Average annual school fee (in EUR) 
        ISCED (public and private schools) 

 0 1 2 3 4 

Average annual school fee 0 0 0   

Tuition fees ISCED 3, up to 18 years    0  

Statutory tuition fees ISCED 3, 18 years and older (only vocational 
education) 

   993 
 

      

Voluntary parental contribution (average, ISCED 3 only general 
education) 

30 30 85 85 
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Schools at ISCED levels 0/1, 2 and 3 often ask parents for a contribution towards 

extra activities. This contribution is not compulsory and pupils cannot be excluded 

from parts of the regular school programme if their parents do not pay it (a s urvey 

among parents is the source for the voluntary contribution amounts in 1.5).  

1.6  Are there induction programmes that are systematically provided to  newly arrived 
migrant students and/or their parents to ensure their enrolment into school and suppo rt 
their integration processes (other than in language)? 

 0 1 2 3 4 

Yes in all schools      

Yes, in some schools x x x   

No       

 

1.7  Type of induction programmes 

 0 1 2 3 4 

Not applicable      

Distribution of welcome material in national language      

Distribution of welcome material in non-national languages      

Assigning ‘welcome buddy’      

Assigning tutor/mentor      

Interpretation services      

Bilingual classroom assistant      

Family advisor      

Measures of student’s socio-economic background      

Organization of social events for parents who are new to the locality      

other x x x   

 

Notes on 1.6 and 1.7: 

In municipalities with large numbers of newcomers, a number of primary and 

secondary schools have set up special newcomers ’ classes (induction classes for 

initial reception in primary schools and international induction classes in secondary 

schools). Pupils in these classes follow a modified programme which devotes a great 

deal of attention to learning the Dutch language. The aim is that newcomers should 
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then go on to a mainstream education programme. The government makes available 

additional funding for secondary schools for this initial reception of newcomers 

(less than two year in the Netherlands). 

The parents of newly arrived students must follow a mandatory ‘civic integration’ 

course. This course is compulsory for all newcomers from non-western countries 

aged between 18 and 65 years and includes modules on knowledge of Dutch society 

and teaching of the Dutch language (see Klaver & Odé 2007). Newcomers are 

expected to meet the language standards set at level A2 of the Common European 

Framework of Reference (CEFR). Newcomers have to pass the examination of the 

civic integration course within 5 years, if not sanctions may be imposed.  

Initial reception centres for asylum-seekers provide education for young people of 

school age. This education has a bridging function to help them move into 

mainstream education. It focuses on goals which are related to those for mainstream 

education.  

2. SCHOOL INFORMATION, COMMUNICATION AND LEADERSHIP 

DATA COLLECTION ON STUDENT PERFORMANCE AND TEACHER PERFORMANCE 

 
2.1   Are new entrants (i.e. pupils who enter this level of education for the first time) 
tested by schools before being enrolled at school? 

 0 1 2 3 4 

Yes, all new entrants   x x  

Yes, only new entrants with migrant background      

No  x x    

 
Notes 

Primary schools (ISCED 0/1) do not use entrance tests. Schools at level ISCED 2 do 

not administer a test themselves, but the admission of pupils to the different 

educational tracks at level ISCED 2 is based partly on a national test (the CITO test) 

that is taken by most pupils at the end of primary school. Pupils who leave school 

with a substantial educational disadvantage may be referred for extra help and 

support at secondary school (‘leerwegondersteuning’ ). Eligibility for this is assessed 

by a regional referral committee, which applies specific standardised criteria 

relating to learning disadvantage, intelligence and/or social/emotional problems. 
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No distinction is made between migrants and other pupils in the national test at the 

end of primary school, nor when referring students for extra support at secondary 

school. 

Students are admitted to ISCED 3 vocational programmes on the basis  of certificates 

attained at level ISCED 2 (with an exemption for the two lowest levels of ISCED 3 

vocational education). In addition, ISCED 3 vocational programmes often involve an 

intake interview to assess whether the prospective student has made the right 

choice and/or has knowledge gaps.  

 2.2.  Nature of test (if applicable)  

 0 1 2 3 4 

Not applicable x x x x  

Language proficiency assessment      

Cultural assessment      

Psychological assessment and care       

Subject matter assessment      

Generic cognitive skills assessment      

Other      

2.3  National policy for schools to collect data on students’ performance  

Student performance is monitored and recorded at various levels in the Dutch 

education system.  

Primary Education (ISCED 0/1) 

Primary schools (ISCED 0/1) need to have an insight into the progress made by 

their pupils. This is part of the quality assurance system. Progress is measured at 

intervals using a ‘pupil monitoring system’; the exit level achieved at the end of 

primary school is often measured by means of a test. Many schools use the pupil 

monitoring system and test devised by the National Institute for Educational 

Measurement (CITO), but are in fact free to select their own pupil monitoring 

system and test. Some primary schools feel that the CITO test is too one-sided (too 

much emphasis on knowledge) and do not use it. This means that comparable data 

are not available for all schools and pupils: roughly 85% of primary schools use the 

CITO test. In addition, some schools do not allow the weakest pupils to take the test.  
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The results of the test are used mainly for individual pupils and their allocation to 

the different levels of secondary education (ISCED 2). Schools which administer the 

test also receive a report of the average score for that school. The score achieved by 

primary schools in the final test is one of the starting points for the opinion issued 

by the Education Inspectorate on primary school performance. The Inspectorate 

uses a relative standard for this: are the learning achievements of a school in line 

with the performance of other schools with a comparable pupil population (e.g. 

schools with large numbers of migrant pupils or schools with mainly native pupils)?  

Until recently it was not possible to break down the results in the most widely used 

test (the CITO test) by ethnic origin of the pupils (native Dutch versus migrant), but 

new administrative techniques (linking information on ethnic origin from the 

population records to the test results) mean this is now possible. The performance 

of migrant pupils in the CITO test has been compared with that of native pupils in 

scientific publications (Hartgers 2008, see also section II.2.4 - table 25).  

At national level, the learning achievements in the various primary school subject 

areas (e.g. Dutch language, arithmetic/mathematics, English) are monitored in more 

detail via a system of Periodic Assessment of Educational Achievement (PPON). 

These assessments are held at intervals of several years in different subject areas,  

and attention is also devoted to the performance of different groups of pupils 

(native pupils, non-Western ethnic minority pupils).  

The government also (indirectly) finances a number of longitudinal research 

programmes in primary and secondary schools which track the learning 

achievements and socio-emotional functioning of pupils (formerly the PRIMA cohort 

study and VOCL cohort study, now the COOL 5-18 cohort study). These study play an 

important role in monitoring the success of the educational disadvantage policy, and 

the learning achievements of migrant pupils form an important element in that 

exercise.  

Secondary Education (ISCED 2/3)  

National examinations are used to measure secondary school student performance. 

Beyond this, there are no separate tests which provide an insight into the progress 

of individual students. The participation by migrant students in the different tracks 

of secondary education, combined with their pass rates in the examinations and the 

marks they achieve in the examination, provide a picture of the educational 

achievement of migrant students in secondary education. The examination results of 
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native students and migrant students are published in the annual reports of the 

Dutch Education Inspectorate and by Statistics Netherlands (CBS).  

2.4   School evaluation of teachers and teaching practices by either the principal and/or 
external evaluators 

The Dutch Education Inspectorate supervises the quality of the education in Dutch 

schools. That supervision does not extend to individual teachers, but is focused on 

the school as a whole. Assessing the functioning of individual teachers is an internal 

school matter. 

If the Inspectorate feels that the quality of teaching at a school is below par, it will 

make agreements with the school on improvements and will later verify whether 

those improvements have been realised. The Inspectorate publishes its opinion on 

individual schools on its website, so that parents and students can obtain 

information, address concerns to the schools concerned and take the assessments 

into account when choosing a school.  

The Education Inspectorate subjects schools with quality problems to more 

intensive supervision, but in general there are no consequences for the level of 

funding if a school is underperforming. A number of years ago however, a 

programme was launched to improve the results of  underperforming schools with a 

large proportion disadvantaged pupils (‘educational chances policy’). Schools 

selected for this programme received additional funding to improve their quality, in 

addition to the regular funding for disadvantaged pupils. About 400 schools were 

selected, mainly in primary education. 

In theory, the government can in extreme cases block the funding of a school 

entirely (this applies for both state and independent schools), but in practice this 

does not occur. The emphasis is on improvement via supervision, guidance and 

counselling. 
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COMMUNICATION, COOPERATION AND OUTREACH 

2.5   Is there a policy requiring or encouraging schools in areas with high pro portions of 
immigrant pupils to reach out to parents in order to improve the education outcomes of 
immigrant pupils? 

 0 1 2 3 4 

Yes x x x x  

No      

There is no such policy but in practice this type of outreach 
frequently occurs  

     

 

Notes  

The Dutch government is committed to increasing the involvement of parents in 

primary and secondary education. Special attention is devoted to parents from the 

migrant groups, who are generally more difficult to reach and are less involved in 

the education of their children. This is partly because of a lack of knowledge and 

skills, as well as a deficient command of the Dutch language.  

In 2005 the government reached agreement with organisations of school heads, 

staff associations, school boards, parents and students aimed at increasing parent 

involvement (among other things by providing information on good practices aimed 

at increasing parental involvement). A special ‘Ethnic Minority Parents’ Platform’ 

was created which takes initiatives to foster the involvement of migrant parents. In 

addition to the national platform, local platforms were set up in 30 large 

municipalities. The initiatives to increase the involvement of ethnic minority 

parents have to be developed at local level; central government plays no more than 

a facilitating role. 

 Specific examples of activities to reach ethnic minority parents include home visits 

by teachers, creating a room for parents in the school, possibly in combination with 

the provision of courses for parents (e.g. language courses), and the creation of 

parent information points in the school. 

A study by Smit et al. (2007) suggests that primary schools with a high proportion 

of migrant pupils have almost always developed a vision and a policy aimed at 

promoting contact with parents, with a view to encouraging parents to support their 

children’s education. Involving ethnic minority parents in organisational activities 

in the school or as partners in the formulation of school policy is much less well -
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developed than in schools where native Dutch parents with a secondary or higher 

education background dominate.  

Schools with a high proportion of ethnic minority pupils mostly take account of 

their specific situation when communicating with parents (adapted method of 

communication). Schools experience a number of obstacles in contacts with ethnic 

minority parents, such as a poor command of the Dutch language and insufficient 

knowledge of the education system. Ethnic minority parents often feel incapable of 

contributing to their children’s education, nor do they see it as their task to involve 

themselves in it; they see education more as a task for the school. There is also 

frequently less consensus in the views on upbringing and education between the 

school and ethnic minority parents than is the case with native Dutch parents. 

2.6   Is there a policy requiring or encouraging schools in areas with high proportions of 
immigrant pupils to cooperate with other schools in order to improve education outcomes 
of immigrant pupils on a local level? 

 0 1 2 3 4 

Yes x x x x  

No      

There is no such policy but in practice this type of cooperation 
frequently occurs  

     

 

Notes 

At municipal level, there is compulsory liaison between school boards, childcare 

organisations and the municipal executive within the context of the ‘Local Education 

Agenda’ (LEA). Regular issues discussed at these meetings are combating 

segregation between native Dutch and ethnic minority pupils and students and 

promoting integration; combating educational disadvantage; coordinating the 

school admission procedures in order to arrive at a balanced distribution of 

pupils/students with an educational disadvantage; and ensuring a continuous line 

from preschool to early-school education (the preschool and early-school modules 

are provided by different organisations and funded in different ways, but must 

together form a unified whole).  

Many of the themes which figure in the Local Education Agenda discussions 

(preschool and early-school education programmes, care in and around the school, 

broad-based schools, coordination between successive educational phases, 

combating school drop-out, and transitional classes, Oberon 2008) are directly or 

indirectly concerned with combating educational disadvantage.  
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Some themes are concerned mainly with cooperation between education and other 

provisions (see section III.2.7 below). Other topics, such as making agreements on 

admission, the distribution of disadvantaged pupils/students and continuous 

learning pathways between successive educational phases, are focused primarily on 

cooperation within the education sector, i.e. between schools.  

Little information is available on the actual cooperation between schools in practice 

aimed at promoting the education of disadvantaged pupils. 

 2.7  Is there a policy requiring or encouraging schools in areas with high proportions of 
immigrant pupils to cooperate with other agencies to facilitate access of immigrant pupils 
to social services and enhance their well-being and education outcomes?  

 0 1 2 3 4 

Yes x x x x  

No      

There is no such policy but in practice this type of outreach 
frequently occurs  

     

 

Notes  

The cooperation between schools and other agencies takes various forms. Schools 

with disadvantaged students often describe themselves as ‘extended schools’(also 

known as community schools). Characteristic of these schools is the cooperation 

between the school and agencies in the fields of welfare, social work, health care, 

police, culture and/or sport. The purpose of this cooperation is to promote 

children’s development by offering them help where necessary with problems at 

school or in their home setting, as well as by offering additional activities (culture, 

sport) with which they normally have little contact. The precise nature of extended 

schools differs depending on the type of pupils they accommodate: some schools 

place the emphasis on combating disadvantage by deploying several disciplines, 

while in others the emphasis is more on offering after-school childcare combined 

with extra activities in the field of culture or sport. Roughly 1,000 of the more than 

7,000 primary schools and 350 of the 1,200 secondary schools in the Netherlands 

had the extended school status in 2007 (Oberon 2007). The aim is to increase the 

number of extended schools further. 

Little research has to date been carried out on the effectiveness of the extended 

school approach in Dutch education. The evaluation by Claassen et al. (2008) could 

hardly reveal any effects of the approach, either on the cognitive or the socio-
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emotional front. This might be due to the fact that various characteristics of the 

extended approach were also observed in the control group (the evaluation used a 

quasi-experimental design). Those involved in the development of the extended 

school approach often do not consider effects on the cognitive front as decisive for 

the success of the approach anyway.   

 The help provided to students with problems in secondary schools is increasingly 

being provided by ‘Care and Advice Teams’, in which schools work together with 

agencies in the fields of youth health care, welfare, youth care, compulsory 

schooling and safety. The support provided by the Care and Advice Teams can be 

focused on students with emotional, behavioural, developmental or learning 

difficulties, but can also be targeted at their families and the school. Addressing 

problems at an early stage via Care and Advice Teams is one of the building blocks 

of the policy designed to reduce school drop-out. The number of schools with a Care 

and Advice Team is increasing, with more than 90% of general secondary schools 

now having one. They are less widespread in secondary vocational education, where 

72% of establishments have a Care and Advice Team. The aim is that all secondary 

education facilities, both general and vocational, should have a Team in place by 

2011.  

The agencies concerned are mostly positive in their opinions of Care and Advice 

Teams: appropriate help and support is arranged more quickly, problems are 

tackled more effectively, and agencies work together better (NJI/LCOJ 2007). 

Evaluations to establish the effects of the approach on students themselves have not 

yet been carried out. 

SCHOOL LEADERSHIP 

2.8   Research pointing to the important role that school managers and leaders play in 
ensuring successful education outcomes of immigrant pupils   

The literature on effective schools mentions educational leadership as one of the 

characteristics/conditions for effective education. Research in Dutch primary 

education on the characteristics of schools that achieve good results with migrant 

pupils has not been able to demonstrate this effect (Ledoux & Overmaat 2001: 230-

231, see also section II.3.1).  

 2.9  Are there training programmes for school managers and leaders that focus 
particularly on developing their knowledge and skills to improve access, participation 
and/or outcomes of immigrant pupils? 
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 0 1 2 3 4 

Yes      

No ? ? ? ?  

 
Notes  

A wide range of training programmes are available for school managers in the 

Netherlands. Courses are provided by various institutes (universities of professional 

education, organisations of school managers, trade unions, commercial training 

institutes) and the goals, content and intensity vary widely (Bal & De Jonge 2007). 

The skill requirements set for school managers serve as a starting point for the 

provision of training. It is unknown whether specific training programmes are 

available for managers of schools with migrant students; if these do exist, 

participation is not compulsory.  

3. CURRICULA AND TEXTBOOKS 

3.1   Is there a language policy integrated in the curriculum (e.g.  provision in the mother 
language of immigrant pupils (L1), bilingual or immersion/submersion programmes,  etc.)? 

Teaching in the Language of the Country of Origin 

For a long time, Dutch primary schools (ISCED 0/1) provided teaching in pupils’ 

mother tongue and culture. This enabled people from the main migrant groups to 

follow lessons voluntarily for a number of hours per week in the language and 

culture of their country of origin. The purpose of providing these lessons changed 

over time. Initially the main aim was to maintain contact with the culture of the 

country of origin. When it became clear in the 1980s that most migrants would not 

be returning to their country of origin, more emphasis was placed on combating 

educational disadvantage. Later, in the 1990s, education in the mother tongue was 

not seen primarily as a means of eliminating disadvantage, but rather as a means of 

emphasising the independent cultural function. This latter shift was accompani ed by 

a new name: ‘Minority Language Teaching ’(Onderwijs in allochtone levende talen, 

OALT) . 

In practice, the different functions continued to exist alongside each other; local 

authorities could choose to place the emphasis on the cultural function, but could 

also decide to use teaching in the mother tongue as a means of supporting the 

acquisition of the Dutch language. In the latter case the prime objective was to 

combat educational disadvantage; this was the main objective in most 
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municipalities (Turkenburg 2002). Depending on the objective chosen, Minority 

Language Teaching was either provided during school hours (combating 

disadvantage) or outside school time (cultural function). 

Given the constantly shifting objectives, the problems with deciding on the subject 

content and doubts about its effectiveness, teaching in the students’ own language 

has long been the subject of debate. This debate ultimately led to cessation of the 

funding for Minority Language Teaching from 2004, though private initiatives h ave 

been developed since then so that teaching in students’ own language and culture is 

still offered on a modest scale after school hours. 

In secondary education (ISCED 2 and ISCED 3), Turkish and Arabic can be offered as 

optional modern foreign languages, in addition to the traditional options French, 

German and Spanish (English is compulsory).  

Teaching in Dutch as a Second Language  

Since the ending of Minority Language Teaching, the emphasis in the language 

policy in primary schools has come to lie entirely on learning Dutch. Primary and 

secondary schools can apply for additional funding from the government to speed 

up the integration of newcomers into the mainstream education programme. 

Methods have been developed in the past for acquiring Dutch as a second language 

(NT2), both for newcomers and for toddlers and migrant pupils who have resided in 

the Netherlands for some time. In-service training is also offered for teachers. 

 Doubts have been expressed about the effectiveness of teaching Dutch as a second 

language; it was observed several years ago that the deployment of NT2 teachers, 

lessons and teaching aids was not being translated into better language skills among 

migrant pupils (Emmelot et al. 2001). Schools today prefer a more integrated 

approach, with less focus on specific NT2 methods and with language teaching to 

migrant pupils forming part of a broader approach for pupils with weak language 

skills (Emelot en Van Schooten 2003). 

A new element in the approach to language disadvantage involves the induction 

classes which have been in use in primary schools for a number of years. Pupils with 

a language disadvantage are placed in a separate group and receive intensive 

language teaching for a full year in order to bring their language skills up to a level 

that enables them to follow be educated at a level that matches their capabilities. 

The first evaluation findings are cautiously positive (see also section V.4.3.). The 

intention is to increase the number of these classes to around 600 throughout the  

country in the coming years. 
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3.2   Is there a policy that curricula and textbooks should recognise diverse cultural 
backgrounds, besides language? 

In order to fully reflect the cultural diversity in the Netherlands, intercultural 

education has been compulsory in primary schools since 1985. The official objective 

was to ensure that ‘pupils learn to deal with correspondences and differences 

relating to ethnic and cultural background characteristics’ (TK 2003/2004: 325). 

Later, a further objective was added stating that pupils must learn to live alongside 

other population groups and that prejudice and discrimination had to be combated. 

Right from the start there was a good deal of debate as to precisely what form 

intercultural education should take; some argued for a cognitive approach which 

emphasised knowledge of other cultures, while others called for an approach based 

on moulding ‘attitude’, with a focus on respect, understanding and mutual 

communication. In practice, intercultural education did not really get off the ground, 

partly because of this lack of a common vision. Attention shifted in the 1990s 

towards combating disadvantage among migrant pupils, and the objectives of 

intercultural education faded to the background (TK 2003/2004: 327).  

Since 2006, the requirement to take account of cultural diversity in society has been 

placed in the broader context of the need to stimulate active citizenship and social 

integration. The laws governing primary and secondary education stipulate that 

education must: 

 be based on the premise that pupils and students grow up in a pluralistic 

society; 

 be directed towards promoting active citizenship and social integration;  

 be directed towards ensuring that pupils and students have a knowledge of 

and make acquaintance with the different backgrounds and cultures of their 

peers.  

The attainment targets for primary education also state that pupils must acquire a 

knowledge of the religions that play a role in a multicultural society and must learn 

to respect differences in people’s views. 

The Education Inspectorate (Inspectie van het Onderwijs 2008c) has investigated 

how the statutory requirement to focus on active citizenship is given form in 

practice. Most schools (80-90%) have developed a vision for the promotion of 

citizenship, but a quarter of primary schools and between 10% and 20% of 

secondary schools have not worked up that vision into specific policy. Those that 

have, have in many cases not introduced any differentiation based on subject area 
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or school year, for example. In terms of content, the vision often goes no further 

than general formulations and schools mainly set themselves only global objectives. 

Compared with other aspects of citizenship, getting to know other cultures, beliefs 

and lifestyles does not occupy a prominent place, though most schools do use 

separate teaching material for this. 

Since the introduction of the statutory requirement to promote active citizenship, 

there has been an increase in the number of schools with a detailed vision of how to 

do this and in the number of schools that have formulated specific objectives in this 

area. Schools also use separate teaching material for active citizenship more often 

than in the past. 

In order to promote active citizenship and social consciousness, social 

apprenticeships will be introduced in secondary education. (e.g. voluntary work in a 

sports club, in a community centre, in a home for the elderly etcetera). As of 

2011/12 a social apprenticeship of 72 hours will be compulsory for all pupils in 

secondary education. 

3.3   Are additional resources offered to schools to develop curriculum and/or teaching 
materials to promote cultural diversity or intercultural education?  

Schools do not receive funding for the development of teaching materials for 

intercultural education. 

4. TEACHERS, PEDAGOGY AND ACADEMIC COUNSELLING 

4.1   Is there a policy to recruit and attract teachers or teaching support staff with the 
immigrant pupils’ cultural backgrounds in schools with high proportions of immigrant 
pupils? 

 0 1 2 3 4 

Yes x x x x  

No      

 

School boards are responsible for staff recruitment. The aim is to increase the 

number of teachers with non-Western ethnic backgrounds, but there are no firm 

agreements or quotas for this. 

To date, relatively few ethnic minority teachers are employed in primary and 

secondary education, even in major cities such as Amsterdam and Rotterdam, where 
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half or more of the children at primary and secondary school are of non-Western 

ethnic origin (figures for Rotterdam suggest that 7% of teachers are of ethnic 

origin). 

One of the reasons for the small number of ethnic minority teachers is the shortage 

of ethnic minority students on teacher training programmes. Only 7% of students on 

primary school teacher training programmes are of non-Western ethnic origin; the 

figure for secondary school teacher training programmes is 11%, while the total 

figure for higher professional education is 14% (OCW 2008). Initiatives to increase 

the number of non-Western ethnic minority students entering teacher training have 

so far had no impact: the number of ethnic minority students has remained stable 

since 2000. Moreover, the drop-out rate from teacher training courses is higher 

among ethnic minority students than native students. 

The sparse research that has been carried out on ethnic minority teachers appears 

to suggest that they bring added value: according to school managers and ethnic 

minority teachers themselves, their presence makes the school recognisable for 

ethnic minority pupils; they also find it easier to build bridges between the school 

and ethnic minority parents and have an inspirational and exemplary function for 

ethnic minority pupils (Autar & Moeniralam 2002). 

4.2    Is there a policy to recruit language support teachers for the immigrant pupils in 
schools with high proportions of immigrant pupils? 

There are special teaching centres in the major cities where newcomers aged 

between six and 18 years receive language instruction. After one or two years they 

transfer into mainstream education. Migrant students who have lived in the 

Netherlands for some time receive mainstream language instruction in their year 

group. This may be done using methods specially developed for children for whom 

Dutch is not their first language (NT2 methods). The extent to which specifically 

trained NT2 teachers are deployed is not known.  

In the past, schools with large numbers of migrant students recruited teachers for 

Minority Language Teaching. These teachers were often deployed to support ethnic 

minority students (see section III.3.1). Minority Language Teaching was abolished in 

2004. 

4.3    Common features of teacher education programmes for  teachers in training to 
prepare them to be responsive to cultural diversity  
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Primary and secondary school teacher training programmes offer subsidiary 

modules which prepare students for teaching in multicultural pupil populations in 

the large urban centres. Students learn to deal with and take account of pupils with 

diverse cultural backgrounds. Further information on the content of these 

programmes or on the number of participants is not available.  

4.4    Professional development training for current teachers to be responsive to cultural 
diversity  

Courses in dealing with cultural diversity/intercultural education may form part of 

in-service training programmes for teachers. As schools themselves are responsible 

for the training for incumbent staff, no information is available on whether teachers 

attend such courses, and if so, how many. 

4.5.  Teaching practice to teach Dutch as a second language 

Courses qualifying students to teach Dutch as a Second Language are offered as 

postgraduate programmes at a number of universities of professional education. 

The courses are aimed at teachers who have completed a teacher training 

programme and who are currently working or wish to work as teachers of Dutch as 

a second language.  

Teachers of Dutch as a second language are often employed in teaching Dutch to 

adult migrants. This language teaching forms part of the civic integration course and 

is provided by regional training centres and private training institutes.  

4.6   Do schools provide guidance and counselling to immigrant parents/pupils to 
promote transition rates to a higher level of education, or employment at a relevant level?  
 

 0 1 2 3 4 

Academic counselling to promote transition to higher levels of 
education 

    
 

Yes n/a x x x  

No      

Career guidance and counselling to improve employment 
perspectives  

    
 

Yes n/a n/a n/a x  

No      
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Schools provide guidance to students in the transition between successive phases of 

their educational careers: from primary to secondary education and from secondary 

education to vocational training or higher education. In the transition from primary 

to secondary education, the focus is on ensuring that students are placed at the right 

level; providing guidance in the transition from secondary education to further 

education (vocational training or higher education) is also concerned with the 

choice of study discipline and, by extension, choice of occupation.  The guidance is 

there for all students, both natives and migrants. 

In addition to this regular student guidance, mentoring projects operate at several 

places throughout the country, specifically targeting ethnic minority students. In 

these projects, ethnic minority secondary school students receive guidance and 

support from a student in higher education or another person from an ethnic 

minority group who can serve as a successful role model. Mentors provide different 

kinds of support: socio-emotional support, study guidance and exploration of 

further education courses. The latter is also the goal of projects in which higher 

education institutions contact secondary schools containing large numbers of 

migrant students, with the aim of encouraging those students to make the transition 

to further education and to help them in their choice of study (see section II.3.1). 

Organisations representing ethnic minority students in higher education sometimes 

play a role in providing guidance and support for secondary school students. 

5.   TARGETED INTERVENTIONS FOR MIGRANT STUDENTS ‘AT RISK’ 

PREVANTATIVE SUPPORT PROGRAMMES FOR UNDER-ACHIEVING STUDENTS AND 
POTENTIAL EARLY SCHOOL LEAVERS AND THEIR PARENTS 

5.1   Are targeted interventions systematically provided to under-achieving migrant 
students and their parents? 
         ISCED  

 0 1 2 3 4 

Yes x x x x  

Yes , in some schools      

No       

 
Notes: ISCED 0/1  

A weighting system is in operation in the Netherlands whereby primary schools 

receive additional funding for pupils from disadvantaged groups. The policy is not 
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very specific: schools are free to decide how the additional funds are used to combat 

educational disadvantage.  

The extended school approach (see section III.2.7) is also partly intended to 

promote the educational opportunities of disadvantaged students.  

More specific interventions within primary education include preschool and early-

school education programmes and induction classes (see section V.4.3). Neither 

intervention is in principle specifically designed for migrant pupils; both are aimed 

at all pupils from deprived backgrounds (both native Dutch and ethnic minority). In 

practice, however, the induction classes contain mainly ethnic minority pupils 

(90%, Mulder et al. 2008). Preschool and early-school programmes, in addition to 

disadvantaged pupils, also attract considerable numbers of participants who do not 

form part of this target group (Jepma, Kooiman & Van der Vegt 2007). Schools also 

develop all kinds of initiatives to reinforce contacts with parents and to involve 

them more in the education of their children.  

One small scale initiative developed by the education sector is the ‘weekend 

schools’, which provide supplementary education on Sundays for children aged 

between 10 and 14 years from socio-economically deprived neighbourhoods. The 

aim is to offer a broader perspective to young people, strengthen their self -

confidence and develop their talents. The teaching content supplements the 

mainstream education programme. 

Notes: ISCED 2, ISCED 3 

Secondary schools receive extra funding for the weakest students if they have an 

indication for extra support (‘leerwegondersteuning’). This measure applies to all of 

the weakest students, but ethnic minority pupils more often meet the criteria for 

extra support.  In addition secondary schools with a certain number of pupils from 

deprived areas receive ‘disadvantage funding’ (‘VO leerplus arrangement’). 

Both general and vocational secondary schools devote attention to preventing drop -

out (see also section V.4.1). The policy on school drop-out is aimed at all students 

who are at risk of leaving school prematurely: migrant and native students, students 

from disadvantaged backgrounds and students from non-disadvantaged 

backgrounds. 
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5.2  Support programmes for under-achieving migrant students 
 
Not applicable 0 1 2 3 4 

Language support in language of instruction x x    

Language support in native language of student      

Education support linked to curriculum goals x x    

Provision of mentor    x x  

Intensified communication with parents x x x x  

Cultural support      

Psychological support x x x x  

Socio-economic support      

Career guidance   x x  

Other      

 

Notes: 

Both primary schools and secondary schools work together with other agencies to 

help pupils with problems (including social work organisations, youth services, 

youth health care agencies); the term ‘psychological support’ may not fully reflect 

these efforts, but has been selected to indicate that the support offered is more than 

just educational help.  

Working with mentors from outside the school is not general practice in secondary 

education, but takes place on a project basis. Some mentoring projects begin in 

primary school.  

REINTEGRATION PROGRAMMES FOR EARLY SCHOOL LEAVERS AND THEIR PARENTS 

 
5.3   Are reintegration programmes systematically offered to immigrant pupils who have 
left school before completing the education level that they were enrolled?   

 0 1 2 3 4 

Yes   x x  

Yes , in some schools      

No       
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5.4  Content of programmes for early school leavers 

Not applicable 0 1 2 3 4 

Language support in language of instruction      

Language support in native language of student      

Education support linked to curriculum goals   x x  

Provision of mentor    x x  

Intensified communication with parents   x x  

Cultural support      

Psychological support   x x  

Socio-economic support      

Career guidance   x x  

Other      

 
Notes on 5.3 and 5.4 

Reducing school drop-out is a core aim of the education policy of the present Dutch 

government. As stated earlier, this policy targets all young people, not just migrant 

students or students from disadvantaged backgrounds.  

The emphasis in the school drop-out policy is on preventive measures: ensuring a 

better match between successive education levels (the transition from ISCED 2 pre-

vocational secondary education (vmbo) to ISCED 3 senior secondary vocational 

education (mbo)), better career orientation and guidance, strengthening the 

pastoral care function through collaboration with care-providers from different 

disciplines, attractive educational offering by schools with a sporting or cultural 

profile, more scope for practical education and a strengthening of efforts to combat 

absenteeism and truancy (TK 2007/2008b). 

Students who leave school early despite these efforts are if possible guided back 

into education or to block or day release programmes (combining learning and 

work). A ‘regional reporting and coordination function’ has been created for this in 

which local authorities and schools collaborate to keep track of early school-leavers 

and to place them back on an educational programme. The early school-leavers 

receive guidance from a dedicated support worker.  

For early school-leavers with a job, an attempt is made to reach agreement with 

their employer to enable them to combine obtaining their basic qualification 

(marking the completion of an education programme at level ISCED 3) with their 

work. The intention is also to offer early school-leavers who are already working a 
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special programme (known as an EVC programme) in which competencies they have 

acquired outside the education system are recognised. See also section V.4.1.  

In order to reduce the number of early school-leavers at a faster rate in the coming 

years, the government has signed covenants with regional partnerships of schools 

and local authorities. To achieve the target of reducing the number of early school-

leavers by 40% by 2012, these regional partnerships can select from a series of the 

measures referred to above. The government will reward schools that manage to 

reduce the number of early school-leavers with a financial bonus.  
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PART IV. ROLE OF THE COMMUNITY 

1.  CLUSTER - DESEGREGATION, SEGREGATION OR SELF-SEGREGATION 

1.1.  Settlement of migrant communities 

The geographical distribution of migrants throughout the Netherlands is 

characterised by concentration and segregation. Non-Western ethnic minorities 

tend to live in the west of the country, and especially in the four major cities 

(Amsterdam, Rotterdam, The Hague and Utrecht). Just under half the total 

population of the Netherlands live in the west of the country, compared with two -

thirds of the non-Western ethnic minority population (table 33). People of 

Moroccan and Surinamese origin, in particular, often live in the west of the country. 

This is reflected in their strong representation in the four largest cities (also in the 

west of the country); 52% of Surinamese migrants live in one of the four major 

cities; the figure for Moroccans is 47%. This proportion is much lower for the 

population of the Netherlands as a whole (13%).  

Table 33: Distribution of members of ethnic minorities across regions and proportion living in the four largest cities, 2008 (in %) 

 north east south west 4 large cities 

Turks 2 21 16 60 35 

Moroccans 1 10 16 72 47 

Surinamese 3 12 6 78 52 

Antilleans 6 14 14 66 34 

      

total non-Western ethnic minorities 4 15 14 67 39 

total population in the Netherlands 10 21 22 47 13 

Source: Statistics Netherlands (population statistics) 

It was observed in section I.1.2 that the non-Western ethnic minority population is 

primarily an urban population. More than one in three inhabitants of the three 

biggest cities is of non-Western origin, and among the young the percentage is 

nearer half. The proportion of ethnic minorities in Utrecht is smaller (21%), but still 

much higher than the proportion in the Netherlands as a whole (11% of the total 

population consists of non-Western ethnic minorities). The proportion of non-

Western ethnic minorities in the large cities has risen sharply in the last ten years, 

especially in Rotterdam. This trend is partly related to the relocation patterns of the 

native population; their exodus from the cities - known as the ‘white flight’ - has 

been under way for many years and has contributed to the further increase in the 

proportion of ethnic minorities in neighbourhoods where they were already highly 

concentrated.  
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Members of non-Western ethnic minorities who live in the major cities often live in 

deprived areas, characterised by specific features of the housing stock (such as a 

high proportion of social rented housing, few single-family dwellings), high 

concentrations of migrants and income poverty. The number of neighbourhoods 

with high concentrations of migrants has increased further since 2000 (Kullberg 

2007). The geographical concentration in a limited number of areas, combined with 

the increase in the ethnic minority population in the cities, has boosted the 

statistical probability of migrants meeting someone from their own ethnic group, 

with a concomitant reduction in the chance of meeting a member of the native Dutch 

population (table 34); in each of the four major cities, the chances of Turks, 

Moroccans, and Surinamese and Antilleans meeting native Dutch citizens declined in 

the period 1998-2007.  

Table 34 : Chances of meeting members of own ethnic group and members of the native population, 1998, 2003 and 2007 

 Amsterdam  Rotterdam  The Hague  Utrecht 

 1998 2003 2007  1998 2003 2007  1998 2003 2007  1998 2003 2007 

Turks                

own group 8.4  9.6 10.2  14.4 14.6 14.9  15.2 16.4 17.3  7.9 8.6 8.7 

natives 50.5 44.8 42.7  42.5 38.0 37.2  39.4 35.4 32.8  62.7 58.0 56.2 

Moroccans                

own group 12.6 14.9 16.2  9.6 10.4 11.1  10.3 11.2 12.4  14.6 17.4 18.0 

natives 51.0 45.4 43.4  44.2 40.0 39.1  41.1 36.2 33.5  62.0 56.5 55.0 

Surinamese                

own group 17.6 17.6 17.8  10.8 10.7 10.6  15.6 14.7 14.4  3.6 3.4 3.4 

natives 46.7 42.6 41.1  52.4 47.8 47.2  47.4 44.6 42.6  67.7 65.9 64.6 

Antilleans                

own group 3.7 3.7 3.2  3.3 5.0 4.7  2.1 3.3 3.4  0.9 1.0 1.0 

natives 44.6 41.3 41.5  55.5 49.8 48.9  52.8 47.9 44.5  71.1 68.5 67.4 

Source: Statistics Netherlands (CBS), Population statistics (1998, 2003, 2007) 

The probability of meeting a member of their own ethnic group has increased over 

the years for Turks and Moroccans. For Surinamese residents, the chances of 

meeting members of their own group has remained stable or even fallen slightly, 

while for Antilleans this is also the case in Amsterdam and Utrecht. 

Musterd & De Vos (2007) have shown for Amsterdam that the continuing ‘white 

flight’ from neighbourhoods with high ethnic concentrations is the main factor 

reinforcing the clusters of Turks and Moroccans in that city, as well as the lower 

fertility of the remaining native Dutch and Western ethnic minority population.  

What are the reasons for the geographical concentration of non-Western ethnic 

minorities? Is it mainly the result of their own choices or is it due mainly to other 

factors? Recent research (Kullberg, Vervoort & Dagevos, 2009) suggests that the 
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strong representation of migrants in deprived areas with high concentrations of 

migrant residents can be partially ascribed to the characteristics of the household, 

such as composition and income, and to characteristics of urban housing markets, 

where the chance of living in such neighbourhoods is greater than in other parts of 

the Netherlands. However, these factors do not explain all of the difference 

compared with the native Dutch population. Discrimination on the housing market 

appears to be of subordinate importance (see also Bolt 2001; Kullberg 2002). There 

are however clear indications that the preference of members of ethnic minorities 

themselves to live in ‘concentration neighbourhoods’ plays a role; many Turks and 

Moroccans feel a bond with these neighbourhoods because of the availability of 

their own provisions and amenities and - most important of all - the presence of 

other family members. The attraction of ‘white neighbourhoods’ in the suburbs is 

further dampened by fears of not being accepted in such residential settings.  

Segregation in Education 

The concentration of migrants in specific districts of the major cities is also 

reflected in the education system. Many schools in the major cities have a student 

population consisting mainly of non-Western ethnic minorities. This is not only a 

result of the concentration of these groups in certain residential districts, but also of 

increased segregation due to the system of free school choice which enables parents 

to select a school that meets their views on education. In practice, this means that 

native Dutch students in the cities often attend more distant schools with fewer 

migrant students. In addition, the founding of faith schools which propagate the 

religious or ideological identity of migrant groups (Islamic and Hindu schools, for 

example) also lead to segregation. 

Migrant Organisations 

There are any number of migrant organisations active in the Netherlands. The main 

groups of migrants have set up national organisations to defend their interests in 

their relationship with the government. This relationship is given tangible form in 

the National Ethnic Minorities Consultative Committee (Landelijk Overleg 

Minderheden), in which seven migrant groups are represented (Turks, Moroccans, 

Surinamese, Antilleans/Arubans, Chinese, Southern Europeans and refugees). The 

national organisations support local organisations and initiatives, promote 

network-building and organise activities (conferences) and projects.  

Education is one of the domains with which the migrant organisations are 

concerned. A key focus here is the desire to increase the involvement of parents in 

their children’s education and school. Efforts to increase that involvement are 

channelled through national and local platforms of ethnic minority parents. 
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Materials and methods are made available via these platforms and local support is 

offered to parents and schools and meetings and debates are organised.  

One form of self-organisation by migrants which focuses specifically on education 

are the ethnic minority student associations. These help to bridge the gap between 

the often poorly educated home setting of migrants and higher education, and offer 

members a network in which they can find support and acquire skills. The 

associations are also active in providing information to secondary school students, 

with members acting as role models. There are also examples of mentoring projects 

in which migrant secondary school students are supported by ethnic minority 

students from higher education.  

1.2  Influence of social capital in migrant communities, i.e. ‘ethnic capital’  

Receiving support from their network can have a positive influence on the school 

careers of young members of ethnic minorities. Migrant students who succeed in 

their educational career often report that they received support from older brothers 

or sisters, or from people in their social network who have themselves already 

carved out a successful educational career. See section II.3.1. 

 2.  PROVISION OF SUPPORT PROGRAMMES BY COMMUNITIES 

2.1  Provision of information and outreach services by communities on access to school  

Reference was made earlier to mentoring projects in which ethnic minority students 

in higher education offer support to migrant secondary school students, and also to 

the role that ethnic minority student associations can play in promoting successful 

study by migrant students.  

2.2   Provision of after-school or weekend programmes by communities to support 
migrant children and their parents  

In the weekend the Islamic community provides education in religion and (Arabic) 

language in so-called Koran or Islamic weekend schools, often affiliated to Mosques. 

There is no indication of the number of participants.  

The Chinese community also provides Chinese language education after regular 

school hours. 

In section III.5.1 the initiative of Weekend schools was discussed. This initiative 

does however not stem from migrant communities. 
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PART V.  GOVERNMENT POLICIES AND APPROACHES 

1.  POLICY APPROACH TO MIGRANT STUDENTS 

1.1  National or regional policies concerning migrant students and evolution of such 
policies 

Section V.3.1 outlines the main objectives of the national integration policies for 

migrants and the Ministries involved in this policy. 

1.2   Equity-oriented policies and migrant students 

Providing equal opportunities for young people from different sections of the 

population is a key objective of Dutch education policy. In the past, the policy in 

primary education (ISCED 0/1) targeted two different groups: native Dutch 

disadvantaged pupils and migrant pupils with poorly educated parents. Schools 

receive much higher funding for migrant pupils who meet the criteria than for 

native Dutch disadvantaged pupils (90% and 25% more funding, respectively, per 

qualifying pupil; extra funding was only supplied when the number of qualifying 

pupils in a school exceeded a threshold). 

 However, for some years now the country of origin of the pupils no longer plays a 

role in the allocation of extra funding to primary schools. The target group of the 

disadvantage policy in primary education is now based exclusively on the education 

level of the parents. In practice, a high percentage of pupils with a non-Western 

ethnic background still fall within the target group of the policy, though there has 

been a change of perspective. The argument for seeking to deal with disadvantage in 

socio-economic terms is that this is more in line with the actual disadvantage 

suffered (see TK2004/2005b) Another consideration was the need to make more 

resources available for schools with native Dutch disadvantaged pupils (the new 

system leads to a shift of funding). 

Until recently, a system was also in place to help secondary school students with a 

non-Western ethnic background. Here again, however, the criterion of country of 

origin has been abandoned and secondary schools now receive ‘disadvantage 

funding’ based on the number of students who live in deprived areas.  

The policy of combating school drop-out applies for all students: their ethnic origin 

plays no role. The high drop-out rates among migrant students do however mean 

that the policy is important for them.  
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Measures to improve the financial accessibility of education are also intended to be 

neutral as regards the (ethnic) origin of pupils and students. In practice, however, 

pupils and students from migrant circles will benefit from these measures more 

often because of the often lower financial capacity of their parents (some of the 

measures - such as an equal basic amount for all students and the transport facility - 

fall outside the financial test).  

2. FUNDING 

2.1  Total public resources spent on the education of migrant children to ensure access, 
promote participation and enhance pupil performance 

The table below (table 35) presents a summary of government spending aimed at 

supporting the school careers of disadvantaged pupils and students. The majority of 

the measures in table 35 is not explicitly aimed at children of migrants; as indicated 

earlier, the Dutch government mainly pursues a general educational disadvantage 

policy, the funding for non-native speakers being the exception.   Nonetheless, the 

policy does reach many migrant children because they are disproportionately 

represented in the target groups of the various measures. By way of indication, in 

2005 about 55% of the target group of the disadvantage policy in primary schools 

were are migrant pupils; the rest are native Dutch disadvantaged pupils. The share 

of funding dedicated to migrant pupils must have been considerable higher than 

55%. Migrant pupils had a higher ‘weight’ in the funding system than native Dutch 

disadvantaged pupils and as a consequence of a threshold in the system, only 

schools with a substantial percentage of native Dutch disadvantaged pupils were 

funded.   

The delineation of expenses for combating school drop-out and regular expenses for 

secondary education is not sharp. Using a more inclusive definition, the expenses for 

combating school drop-out amount to a much higher figure than EUR 89 million in 

table 35 (up to 313 million euro in 2008 according to the Ministry of Education, 

Culture and Science). 
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Table 35: Government spending to combat disadvantage in primary and secondary education (ISCED 0/1, ISCED 2, ISCED 3), 2001-2008 (x EUR million) 

 2001 2002 2003 2004 2005 2006 2007 2008 

Weighting system disadvantaged pupils (primary schools) 267 280 286 280 294 305 316 314 

Additional funding weighting system 0 0 0 0 2 12 12 13 

Non-native speakers special primary education/special education 27 30 32 35 36 36 36 36 

Municipal educational compensatory policy (preschool and early-school 
education programmes, induction classes) 

184 213 191 218 191 155 171 171 

Additional funding preschool and early-school education 0 0 0 0 1 12 11 0 

Additional funding induction classes 0 0 0 1 4 1 2 2 

Educational chances policy 9 9 9 9 8 3 0 0 

Minority Language teaching primary/secondary education 67 72 75 47 0 0 0 0 

’Learning plus’ arrangement secondary education(formerly ethnic 
minorities), including spending for newcomers. 

55 65 71 70 46 41 72 72 

         

total spending to combat disadvantage 611 676 670 667 586 570 625 612 

         

Combating school drop-out secondary education . . . . . . 52 89 

Source: Ministry of Education, Culture and Science  

Total spending on combating disadvantage in 2008 amounted to EUR 612 million in 

2008, exclusive expenses for combating school drop-out. To put this amount in 

perspective, government spending on education at ISCED 0/1 level was 

approximately EUR 9 billion in 2008, while spending on ISCED 2 and ISCED 3 

(general secondary and secondary vocational education) amounted to around EUR 

9.8 billion. Besides some fluctuations expenses did not change substantially since 

2001. However, inflation is not taken into account in table 35 (expenses are at 

current prices).  

The reduction of expenses to local authorities was compensated by an increase of 

expenses to schools.  

At ISCED 0/1, the introduction of a new system for allocating supplementary 

funding to schools with disadvantaged pupils was accompanied by some 

redistribution of funding, away from schools with large numbers of migrant pupils 

to schools with native Dutch disadvantaged pupils. A transitional arrangement 

initially tempered the redistribution effects of this measure. 

Spending on combating school drop-out will rise further in the years to come (up to 

EUR 109 million in 2011, using the more inclusive definition up to EUR 400 million 

in 2011).  

2.2  Recent increases or decreases in financial support for migrant education 

See V.2.1 
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2.3  Allocation of public funding to different types of programmes or institutions  

See section V.2.2 

2.4  Detailed information on national programmes supported by public funding  

name early childhood education weighting system for primary 

education 

induction classes secondary education 

‘learning-plus’ 

arrangement 

school drop-out  

policy 

objectives 

elimination of 

disadvantage at an early 

age 

better performance by pupils 

from disadvantaged groups 

reduction of language 

disadvantage 

customised care’ 

improving learning 

achievement; reception of 

newcomers  

reducing school drop-out  

means structured programmes for 

young children which are 

offered several times a 

week (preferably on four 

days per week) 

extra funding for schools with 

disadvantaged pupils. Schools 

use the funding as they see fit. 

pupils are placed in a 

separate group for a year 

in which they receive 

intensive language 

instruction  

extra funding for schools 

with many students from 

disadvantaged 

areas/many newcomers. 

Schools use the funding 

as they see fit. 

career guidance and 

orientation, pastoral care via 

Care and Advice Teams, 

customised teaching for 

students with a practical 

aptitude, combating 

absenteeism, more attractive 

education by offering sport 

and culture. 

outputs less disadvantage for 

children from 

disadvantaged groups at 

the start of their school 

career  

higher achievement at the end 

of primary school by pupils 

from disadvantaged 

backgrounds; more transfers 

to senior general secondary 

/pre-university education 

(havo/vwo)  

better performance in 

language in particular  

better performance, less 

drop-out 

more young people obtain a 

basic qualification 

budget see V.2.1 see V.2.1 see V.2.1 see V.2.1 see V.2.1 

duration since 2000 the 

programmes have been 

rolled out on a national 

scale 

started in 1995; modified 

several times since 

started in 2007 started in 2006 as a 

continuation of the 

programme for students 

from cultural minorities 

early 1890s 

target 

beneficiaries 

children from 

disadvantaged groups; 

local authorities can define 

the target group more 

precisely. 

children from disadvantaged 

groups 

disadvantaged pupils with 

weak language 

performance (esp. 

migrant pupils) 

pupils from deprived 

areas at secondary 

school  

all pupils in general and 

vocational secondary 

education 

target level increase in the percentage 

of pupils from the target 

group of the policy 

participating in preschool 

and early-school 

programmes to 70% by 

2009 and 100% by 2011 

reduction in the language 

disadvantage of pupils in 

primary school year group 8 

who are the target group for 

the policy by 30% in 2008 and 

by 40% in 2011 compared with 

the initial level in 2000  

increase in the number of 

induction classes to 600 

not specified maximum 35,000 new drop-

outs in 2012 (level 2006/’07  

53,000). EU targets: by 2010 

85% of 20-24 year-olds have 

a basic qualification and a 

maximum of 8% of 18-24 

year-olds leave school early 
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2.5  Funding strategies to provide grants to institutions  

The allocation of funding to institutions to reduce disadvantage is based on various 

criteria. Some funding is paid direct to schools, while other funds flows are 

channelled via the local authority. 

The funding of the preschool part of the preschool and early-school education 

programmes operates via local authorities. These receive a sum from central 

government to finance the programmes and have undertaken to seek to ensure that 

by 2011 all children who require a preschool place are offered one. Local authorities 

themselves determine which children are eligible for the preschool programmes; 

the target group is thus not explicitly defined in terms of socio-economic or ethnic 

criteria.  

The funding of the early-school part of the programmes operates via the school 

boards. 

The funding of induction classes also operates via local authorities. These classes 

are constructed by local authorities and school boards in mutual consultation.  

The funding for the weighting system in primary schools (extra resources for schools 

with pupils from disadvantaged groups) is paid direct to school boards. In 

calculating the budget to which a school is entitled, pupils whose parents have a low 

or very low education level (there are two gradations) are assigned a greater weight 

than pupils whose parents have a secondary or higher education level. In the past, a 

distinction was made between native Dutch and migrant pupils with poorly 

educated parents, with migrant pupils with poorly educated parents being assigned 

a considerably higher weight than native pupils with poorly educated parents. In the 

present scheme, ethnic origin no longer plays a role. The result is that schools now 

receive less ‘disadvantage funding’ than in the past for some of their migrant pupils, 

because these no longer fall into the category carrying the greatest weight, or even 

no longer meet the criteria at all. A proportion of native Dutch pupils now carry a 

greater weight than in the past. In the near future a further payment will be added 

for pupils whose parents meet the educational criteria and who live in areas with 

large numbers of low-income households and/or benefit recipients (‘impulse 

areas’). The idea behind basing the funding on the education level of the parents is 

that this better matches the actual disadvantage of pupils. Another consideration 

was that more funding needed to be made available for native Dutch disadvantaged 

pupils, as it became apparent that their education level was not improving.  

In secondary education, the budget for combating disadvantage is based on where 

students live: schools with a large number of students from areas with an 
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accumulation of poverty-related problems receive additional funding. This scheme 

was introduced in 2007 and replaces an earlier measure based on ethnic origin. 

Here again the aim was to achieve a better match with the actual disadvantage and 

no longer to focus predominantly on ethnic origin. There was also a desire to reflect 

the accumulation of problems confronting some schools (TK 2004/2005a). In 

practice, the measure proved too unfocused, and is being adjusted. Among other 

things the possibility is being explored of moving to an individual indicator in the 

future rather than using the residential setting of students. 

The policy on school drop-out incorporates several funds flows, some paid to local 

authorities, some direct to educational institutions. The ethnic origin of students 

plays no role in the allocation of funding. A new element in the school drop-out 

policy is the building in of a performance incentive: schools that succeed in reducing 

the number of drop-outs receive a financial bonus. 

2.6  Funding strategies to provide grants directly to migrant students and their families  

There are provisions to help with the costs of education: grants to help towards the 

costs of studying for general and vocational secondary students,  and student finance 

for higher education. The amount of the grants and of the supplementary student 

finance depends on the financial means of the family. Country of birth or migrant 

status play no role.  

2.7  Private resources 

There is no information on the extent of financial support from private sources.  

3.  POLICY CO-ORDINATION 

BETWEEN /AMONG MINISTRIES 

3.1  Ministries involved in designing national integration policies for migrants in general 
into society 

Cabinet responsibility for the integration policy rests primarily with the Minister for 

Housing, Communities and Integration, who has overall responsibility for housing 

and civic integration. The Minister is responsible for the vision and cohesion of the 

government’s integration policy. The main objectives of the Dutch government and 

the cooperative relationships that exist between the different ministries are 

described in broad terms below. 
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The integration policy is concerned with social emancipation and social integration. 

Social emancipation relates to acquiring a social status and prestige through civic 

integration. Social integration is about breaking through the ethnic, cultural and 

religious/ dividing lines. At the heart of social integration is active citizenship, 

whereby citizens work to achieve common goals in society and feel part of that 

society. 

 The civic integration policy plays an important role in the integration policy of the 

Minister of Housing, Communities and Integration. A civic integration plan has been 

formulated for this, aimed at raising the quality and outcomes of the civic 

integration programme. In the policy of the Minister of Housing, Communities and 

Integration, the neighbourhood is a key starting point for encouraging social 

emancipation. This has been given tangible form in an action plan for 40 of the most 

deprived neighbourhoods (Actieplan Krachtwijken). The creation of a varied housing 

stock is intended to contribute to social participation and social advancement and to 

combat social segregation. 

When it comes to combating educational disadvantage, the Minister of Housing, 

Communities and Integration collaborates with the Minister of Education, Culture 

and Science. Some of the fruits of this collaboration have already been discussed at 

some length in this report (e.g. increasing the reach and quality of preschool and 

early-school education, broad-based schools, reducing school drop-out rates). The 

improvements in labour market position must be reflected in a higher employment 

rate in the coming years. Turkish and Moroccan women are a particular focus of 

attention here. 

Under the responsibility of the Minister of the Interior and Kingdom Relations, a 

government-wide ‘integral diversity policy’ has been formulated with the objective 

of increasing the percentage of ethnic minorities working within the government 

service. Fighting labour market discrimination is a responsibility of the Ministry of 

Social Affairs and Employment. The Ministry of Economic Affairs is concerned with 

promoting self-employment among non-Western ethnic minorities. Together with 

the Minister for Youth and Families, the Ministry implements the Diversity Action 

Plan in youth policy, aimed at improving the reach and effectiveness of support for 

young migrants.  

In general, the government adopts the standpoint that a specific policy is not needed 

for individual groups in society. However, an exception is made for young Antilleans 

and Moroccans, who are overrepresented in the crime statistics. Responsibility for 

reducing recidivism lies with the Ministry of Justice. The more preventive approach 

is the responsibility of the Minister of Housing, Communities and Integration and 
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the Minister for Youth and Families. The Diversity Action Plan in youth policy 

mentioned above is intended to contribute to this. In addit ion, ‘Antillean 

municipalities’ have been designated which attempt to reduce the problems of 

Antilleans at local level. 

Promoting active citizenship is achieved among other things through the civic 

integration programme. This is designed more than in the past to encourage 

interaction between newcomers and other people. The Minister of the Interior and 

Kingdom Relations is responsible for formulating a charter for responsible 

citizenship. In addition, attention is devoted to responsible citizenship in the 

naturalisation ceremony, for which the Minister of Housing, Communities and 

Integration is responsible.  

Responsibility for the antidiscrimination policy is shared across a number of 

ministries (Justice; Social Affairs and Employment; Interior and Kingdom Relations; 

Education, Culture and Science; Health, Welfare and Sport; and Housing, 

Communities and Integration). The latter ministry is responsible for the antiracism 

policy and municipal antidiscrimination provisions. The aim is to introduce a 

national network of antidiscrimination provisions.  

The Minister of Housing, Communities and Integration, Education, Culture and 

Science and the Minister of Health, Welfare and Sport have set themselves the goal 

of promoting participation in voluntary work by ethnic minority women. They also 

wish to increase the number of self-employed ethnic minority businesswomen, 

partly through the use of microcredits. 

Promoting intercultural dialogue takes place at local level through the organisation 

of familiarisation and meeting activities. The ‘Room for contact’ incentive scheme 

has been created for this. 

Reducing ‘honour violence’ is being tackled among other things by investing in 

increasing the knowledge of professionals in recognising honour-related violence 

and intervening adequately. 

The Polarisation and Radicalisation Action Plan 2007-2011 is intended to reduce 

polarisation and radicalisation as far as possible. Efforts to achieve this will involve 

raising susceptible people’s resistance to radicalisation and strengthening their ties 

to Dutch society. In addition, administrators and professionals must be adequately 

equipped to identify radicalisation tendencies at an early stage. The Ministers of the 

Interior and Kingdom Relations, Justice, Housing, Communities and Integration, 

Education, Culture and Science, Social Affairs and Employment, Foreign Affairs, 
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Youth and Families and Health, Welfare and Sport are all involved in this Action 

Plan. 

3.2  Ministries involved in designing education policies for the integration of migra nt 
students into school 

The Ministry of Education, Culture and Science has primary responsibility for the 

education policy aimed at the integration of migrant students. In specific areas such 

as the preschool and early-school education programmes and the Care and Advice 

Teams in secondary schools and vocational training institutes, the Ministry 

collaborates with the Ministry for Youth and Families. Liaison also takes place with 

the Ministry for Housing, Communities and Integration (see section V.3.1).  

 

 AMONG VARIOUS STAKEHOLDERS 

3.3  Formal or informal co-operation between the relevant stakeholders 

At national level the Ministry of Education, Culture and Science is the main 

stakeholder. At local level, school boards and municipal executives are key players . 

In the context of the ‘Local Education Agenda’, school boards and the municipal 

executive discuss topics that are of particular importance, including for migrants. 

Other stakeholders involved in educational activities that are important for migrant 

students are youth welfare and youth health care organisations. As part of their 

safety policy, schools work together with the police. In secondary vocational 

education, collaboration with employers is important in order to ensure sufficient 

internships are available (migrant senior secondary vocational students have more 

difficulty finding the compulsory internship placements). There are also 

organisations that are concerned with promoting integration of ethnic minorities by 

providing advice, setting up projects, etc. (the Forum organisation is an example of 

this). 

 4. POLICY DESIGN, IMPLEMENTATION, INTERVENTIONS AND EVALUATION 

POLICY DESIGN  

4.1  Policy issues on the current education reform agenda concerning migrant students  
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Several topics on the present Dutch education policy agenda have a connection with 

the position of migrant pupils and students. A selection of them are discussed 

below.  

In primary education, the extension of preschool and early-school education is an 

important focus area. By 2011, the aim is that all young children in the target group 

of the policy must have been reached by this initiative. In addition to this 

quantitative target, discussions are also under way as to the best configuration for 

preschool and early-school education. The present structure involves different 

parties who are funded in different ways.  

In the past it has been proposed that the different provisions for children aged up to 

four years should be amalgamated and placed under a single regime (Onderwijsraad 

2002). However, the government has opted for a more limited form of 

harmonisation, which leaves intact the distinction between childcare and preschool 

playgroups and between the preschool and early-school phase. On the other hand, 

the financial arrangements for parents using childcare and playgroup facilities are 

becoming more closely coordinated. The prospect has also been raised of 

investments to raise the quality and accessibility of preschool and early-school 

provisions (more attention for combined programmes for parents and children, 

training and in-service training for preschool and early-school group leaders, 

attention for continuity throughout the programmes; see also TK 2007/2008c).  

Another important policy focus area that is relevant in this area is combating and 

reducing segregation between native Dutch and ethnic minority pupils and students. 

Primary and secondary school boards, municipal executives and childcare providers 

have been required since 2006 to consult with each other with a view to achieving a 

more balanced distribution of pupils and students across the education system. A 

number of pilot projects have been announced aimed at promoting mixed schools 

(e.g. fixed enrolment times, providing better information when parents are selecting 

a school).  

Learning to live together in a multicultural society is an important consideration 

underlying the commitment to more mixed schools. Since 2006, schools have a 

statutory duty to promote citizenship and social integration. Many schools have still 

to flesh out the detail of their tasks in this area (for a more detailed description, see 

section III.3.2).  

An issue that has recently moved higher up the policy agenda is strengthening the 

teaching of Dutch language and arithmetic. This fits in with the increased attention 

for educational quality (see the ‘quality agendas’ for primary and secondary 
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education). ‘Reference levels’ are to be introduced for both subject areas which 

specify the minimum level that pupils and students ought to attain in the different 

phases of education (primary, secondary, secondary vocational). In senior 

secondary vocational education (mbo) (level ISCED 3), where there are currently no 

central examinations, central examinations are to be introduced for Dutch language 

and arithmetic. The government is making available extra money to strengthen 

language and arithmetic teaching. As indicated earlier, migrant pupils and students 

often lag well behind the native population, especially in Dutch language; the 

introduction of reference levels for language is thus of particular importance for 

them. 

Reducing school drop-out is another policy objective which, while not aimed 

explicitly at migrant students, is mainly of importance for this group. The 

commitment is to reduce school dropout through a mix of measures to 35,000  in 

2012 (in the 2006/07 school year there were 53,000 dropouts). Attention is being 

given among other things to creating a smoother transition between the successive 

phases of education, improving study and career guidance, better pastoral care 

through collaboration between schools and other agencies in fields such as youth 

welfare, etc. (see also sections III.5.3 and III.5.4). 

4.2  Impact of social research on policy-making and agenda-setting in the field of migrant 
education 

Social scientific research plays an important role in the policy on education for 

migrants. Shortly after the introduction of the educational priority policy in primary 

schools, a national evaluation programme was set up at the end of the 1980s to 

monitor the performance of pupils from the target groups. The findings of policy 

analyses based on this evaluation study have influenced the policy on several 

occasions. An example is the finding that pupils from disadvantaged groups suffer 

serious developmental disadvantage at an early age, which means that disadvantage 

needs to be addressed as early as in the preschool phase. Combined with the 

positive findings of evaluations of preschool and early-school programmes in other 

countries, this led to a strengthening of efforts in the disadvantage policy to expand 

preschool and early-school education.  

The fleshing out of the disadvantage policy in practice is also often based on 

research findings. For example, the switch to a system in which funding for 

disadvantaged pupils is allocated on the basis of the education level of their parents 

(and no longer on the basis of ethnicity) is substantiated among other things by the 

results of social scientific research.  
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The increased attention for native Dutch disadvantaged pupils can also be ascribed 

to the findings of policy research which suggests that their disadvantage is 

increasing rather than decreasing. This contrasts with pupils and students from the 

migrant groups, where clear progress has been made in recent years.  

The negative findings of research into Minority Language Teaching contributed to 

the abolition of this form of education. 

POLICY INTERVENTIONS AND EVALUATIONS  

4.3 and 4.4  Effective and ineffective targeted interventions  

We here discuss a number of interventions, in which it emerges from the notes that 

the distinction between effective and ineffective is less than sharp.   

The policy on educational disadvantage in primary schools is an example of an 

intervention for disadvantaged pupils for which it is difficult to  determine the 

effectiveness. At the heart of this policy is a weighting system which ensures the 

allocation of additional funds for schools with pupils from disadvantaged groups. 

The universal nature of this policy means there is no control group with whi ch the 

results of schools which receive extra funding can be compared. Since the 

prevalence of disadvantage did not appear to reduce in the period immediately 

following the introduction of this policy in the middle of the 1980s, doubts were cast 

on its effectiveness. Those doubts were exacerbated by the finding that schools did 

not use the additional funding in a very focused way. 

Later – from the end of the 1990s – it emerged that the disadvantage of migrant 

pupils and students was after all gradually reducing. This could be interpreted as an 

indication that the policy was ultimately having an effect. For example, the results 

obtained by pupils at ‘ethnic schools’ showed a particular improvement over time. It 

is unlikely that they would have done so without the additional resources received 

by those schools as part of the educational disadvantage policy. However, the lack of 

a control group means it is impossible to make firm statements about the 

effectiveness of the weighting system (Mulder 1996).  

Comparison with a control group is by contrast possible for specific interventions 

that have not been introduced at all schools. Evaluations of preschool and early-

school education programmes show a variable picture, however. In line with 

research in the United Kingdom and the United States, quasi-experimental research 

in the Netherlands shows modest positive outcomes (Doolaard & Leseman 2008). 

Large-scale research based on nationally gathered data in the Netherlands (from the 



 

 94 

PRIMA cohort study) shows only very limited effects. The most recent example of 

such a study (Nap-Kolhoff et al. 2008) found a positive effect on learning outcomes 

from participation in preschool and early-education programmes only in certain 

target groups (native Dutch and ‘other non-Western’ ethnic minority pupils with 

low-educated parents); most of the effects were found in arithmetic. No effects at all 

were found for Turkish and Moroccan pupils with low-educated parents - a key 

target group for the preschool and early-school education programmes. This may 

have to do with the design of the large-scale study (no reference measurements 

were carried out), but Doolaard & Leseman (2008) point out that problems with the 

implementation of the policy may also have played a role. The goal of rapidly 

increasing the number of children reached by these programmes increases the risk 

that their implementation will be rushed, with the risk that the quality criteria (e.g. 

two leaders per group, sufficient sessions per week, a continuous line between the 

preschool and early-school phases of the programme) will not be met or not met 

adequately. Another problem is that a substantial number of children from outside 

the target group benefit from the provisions, leading to ‘leakage’ of resources.  

 Doolaard & Leseman (2008) conclude, partly on the basis of international research, 

that it is plausible that preschool and early-school education programmes can have 

positive effects provided they are implemented carefully. However, it would seem 

that the rushed introduction of programmes in recent years has had a dilution 

effect: more children receive less well implemented programmes, diminishing or 

even eliminating any positive effects.  

Initial findings of research on the effects of induction classes are tentatively positive 

(Mulder et al. 2008). These classes are intended to improve the language skills of 

primary school pupils. Pupils with a weak command of language spend a year in a 

separate class in which extra time and attention is devoted to improving their 

language skills. A variant of this is the ‘kopklas’ - a special class in which pupils 

spend a year at the end of primary school receiving additional teaching to prepare 

them better for the transition to secondary education. First experiences are hopeful: 

pupils in induction classes appear to make more progress in language than 

comparable pupils in mainstream classes, while the performance level of ‘kopklas’ 

pupils is increasing, often enabling them to transfer to a higher track of secondary 

education than would have been the case without the extra year spent in this class 

(Mulder et al. 2008). One reservation made by the researchers is that it is not yet 

clear how the school careers of pupils who have taken part in these classes will 

develop in the somewhat longer term.  

School boards and local authorities have only recently been required by law to 

reduce segregation between native Dutch and ethnic minority pupils and students . The 
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number of local authorities developing policy in this area has increased since the 

introduction of this requirement (Peters et al. 2007). However, it is still too early to 

observe any effects of this statutory requirement at the level of pupils and schools 

(in the form of less segregation). 

 Some municipalities have developed initiatives in the past aimed at reducing 

segregation. A notable example is the municipality of Gouda, where agreements 

were made between schools on the maximum percentage of ethnic minority pupils 

per school. This policy was initially successful, but foundered after a number of 

years when school boards failed to make new agreements after the number of ethnic 

minority pupils in the municipality had increased.  

Ede and Tiel are two other municipalities which attempted through agreements 

between schools to reduce segregation in primary education. There was no 

observable effect in Ede; in Tiel the policy appeared to be partially effective, though 

it was seen as a problem that the agreements were mainly targeted at ethnic 

minority pupils, whereas the ‘flight’ of native pupils continued to increase (Rutten & 

Peeters 2005). Agreements made in the Utrecht region in order to stem the ‘white 

flight’ from the city to secondary schools in surrounding municipalities proved a 

failure (Herweijer 2008b).  

There are also examples of successful initiatives by groups of native Dutch parents 

who enrolled their children en bloc at an ‘ethnic school’. Given the limited scale of 

initiatives of this kind so far, however, no clear effects are visible in the figures for 

‘ethnic schools’ in the major cities.  

If segregation is to be reduced, the system of free school choice and school 

admission policies will have to be modified in some way. To date this has proved 

difficult to achieve; the various parties involved (parents, schools) regard 

segregation as undesirable, but have difficulty making concessions and accepting 

constraints in order to reduce segregation.  

In 2008 the Ministry of Education sent a policy note to Parliament to initiate several 

measures aimed at reducing segregation in primary education. The overall goal is to 

promote mixed schools and to further contacts between pupils from different 

backgrounds. A ‘knowledge-centre for mixed schools’ has been established, and 

pilots are started in seven cities to identify effective interventions on local level to 

reduce segregation in education. These measures include school choice procedures 

and providing information to parents about mixed schools. 

Reducing school drop out by 50% in 2012 (measured over school year 2010/’11) is a 

key education policy priority. Because of a lack of comparable data, is not easy to 
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track the trend in the number of school drop outs over the longer term. The 

available figures nevertheless indicate that progress has been made since 2001, 

when the 50% reduction target was adopted (table 36).  

Table 36: New school dropouts, 2001/’02  - 2010/’11 

 2001/’02 2004/’05a 2005/’06 2006/’07 2007/’08 2010/’11a 

new school dropouts 70,500 60,500b 54,100 52,700 48,800c 35,000 

a target 

b break in series as a result of the switchover to a different  way of registration (as from 2004/’05 the figure is based on ‘education number’ records).  

c preliminary figure 

Source: TK (2008/2009). 

The covenants the government signed in 2008 with all 39 regional partnerships of 

schools and local authorities are a central element in the policy to further reduce 

the number of school drop outs. Since covenants signed with 14 forerunner regions 

appeared to be effective it was decided to scale up the covenants to all 39 regions. A 

recent evaluation (Van der Steeg et al. 2008) of the covenants signed with the 14 

forerunner regions based on more exact drop out data, however, found no effect on 

the probability of dropping out. The design of the new covenants with all 39 regions 

differs from the covenants with 14 forerunner regions. For that reason the new 

covenants cannot be labelled ineffective beforehand. Preliminary data on the most 

recent full educational year (2007-2008) indicate that the number of new school 

drop-outs in the Netherlands was 3,900 less than in the previous year (2006-2007; 

table 36), whereas the previous reduction (between 2005/’06 and 2006/’07) 

amounted to only 1,400.  

4.5   Beneficial comprehensive policies or universal measures for migrant students  

Promoting transfer to higher education through the vocational education route is an 

example of a general policy from which migrant students benefit. This route is 

encouraged partly in view of the government target of having 50% of students 

entering higher education. The vocational education route is an alternative to the 

‘normal’ route to higher education through senior general secondary (havo) and/or 

pre-university (vwo) education. Students who are initially placed in the lower tracks 

of secondary education (ISCED 2) can use this alternative to access higher education 

via senior secondary vocational education (mbo). As mentioned before migrant 

pupils in particular make use of this ‘second chance’: in 2006 48% of Turkish 

students, 54% of Moroccan students and 47% of Surinamese students in higher 

professional education had come through the secondary vocational route. The figure 

among native students was much lower (32%).  
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A comparable argument applies for the ‘accumulation’ of secondary education 

qualifications (from pre-vocational secondary (vmbo) to senior general secondary 

education (havo)); this again is a route which is used mainly by migrant students 

(see also section II.2.3). 

 The government contribution to school fees (up to the age of 18) and student 

finance (from age 18 onwards) are general provisions that are designed to make 

education more financially accessible for students from less well-off families. This 

again is of special importance for migrant students. 

4.6  Comprehensive policies that failed to be beneficial for migrant students  

The first phase of secondary education (ISCED 2) was renewed in the 1990s with 

the introduction of basic secondary education, a common programme for the first 

phase of all types of secondary education. Its introduction marked the culmination 

of a long discussion on the structure of the first phase of secondary education. Key 

arguments for its introduction were the need to defer the selection of secondary 

education type and the promotion of equal opportunities. As described in section 

II.2.3, however, the introduction of basic secondary education has not yet led to a 

deferral of the selection process, while the correlation between education level 

attained and the socio-economic background of students has also not reduced (see 

section II.2.3). 

4.7   Examples of education policy interventions that have had unintended impact 
(positive or negative) on access, participation or learning outcomes of migrant students  

The government has pursued a policy in the last decade designed to strengthen free 

parental school choice. By reducing the number of centralised rules, the government 

has also sought to allow more scope for differences between schools. The idea was 

that schools should project their individual identities more clearly and, in 

combination with a more conscious school choice by parents, it was hoped this 

would lead to a better match between educational supply and demand. This 

combination of a more sharply defined school offering and more scope for market 

forces in school selection can however lead to unintended effects, by reinforcing the 

existing segregation between pupils and students from different population groups, 

as schools begin focusing more on a specific segment of the ‘student market’ and 

like-minded parents tend to select the same type of education. This trend is at odds 

with the objective of combating segregation between native and migrant students.  
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One innovation which critics feared would have unintended negative effects for 

disadvantaged students was the introduction of the ‘independent study centre ’ 

(studiehuis) in the second phase of senior general secondary (havo) and pre-

university (vwo) education. Among other things, this method emphasises 

independence and collaboration between students. Critics argued that it would be 

detrimental for students from disadvantaged backgrounds, because the instilling of 

values such as independence and autonomy apply mainly in the higher social 

echelons; students from the lower milieus, it was argued, would be less well 

equipped with the knowledge and skills they would be presumed to possess in the 

independent study centre (see also Dronkers 2007). Research by Blom & Severiens 

(2004) suggests that these fears are unfounded, however: migrant students in fact 

pursue independent learning strategies more often than native students. This is 

explained by their high motivation. Students from the lower social milieus also 

stand out in a positive sense with regard this regard. The achievements of migrant 

students nevertheless lag behind those of native students in the ‘studiehuis’.   

4.8  Examples of policy implementation concerning education of migrant children and 
evaluation of policy implementation 

Preschool and early-school education is an example of an intervention whose 

effectiveness is influenced by the conditions under which it is implemented. The 

organisation of this education is complicated, with different types of institution 

being involved in its administration and implementation (childcare facilities, 

preschool playgroups, primary schools). Moreover, the preschool phase is funded on 

a different basis from the early-school phase. Since the resources for the early-

school phase have for some time been included in the lump-sum funding for primary 

schools, stakeholders fear that criteria such as double staffing (i.e. two leaders per 

group) and limited group size may be less rigorously enforced because the early-

school phase of these programmes has to compete with other priorities within 

primary schools (Naphof et al. 2008).  

Based on a review of preschool and early-school education, Van der Vegt et al. 

(2007) conclude that the way in which it is organised in the Netherlands, 

characterised by the authors as a fragmented and complex system, does not foster 

accessibility and quality of the provisions and does little to ensure continuity in the 

programmes (cf. also Doolaard & Leseman 2008). 
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