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TEACHER EDUCATION FOR INCLUSION COUNTRY REPORT
DENMARK
1.	Details of authors of report
Report completed by:
Nils-Georg Lundberg: Dean of Pedagogical Studies, University College of Northern Denmark
Bodil Gaarsmand: Senior Lecturer Knowledge Centre for Special Needs Education, Social Education and Social Work, University College South Denmark
Date: March 2010
The report describes and comments on the teacher education programme for teaching in the Danish Folkeskole, i.e. primary and lower secondary education.
2. Wider policy framework supporting teacher education for inclusion
Teacher education in Denmark is based on the laws and regulations that guide the Danish Folkeskole. The Salamanca statement (1994) and the UN Convention on the Right of Persons with Disabilities (2008) are important elements and provide guidance on special education in Denmark.
The basic principle of the Salamanca statement is the inclusive school. Learners with special educational needs are included and individual needs are respected. The UN Convention states the responsibility of the teacher to ensure development of learners with special needs.
Inclusion in Denmark is defined in various ways, i.e. the inclusive school accommodates all learners and responds to the diversity of all pupils. Inclusion is a dynamic process, thus the school accommodates learners on an ongoing basis. The teacher, and not the learner, is responsible for a successful inclusion process (The Equal Opportunities Centre for Disabled Persons, 2009).
Ph.D. Christian Quvang (CQ) (2008) states that:
‘Inclusion is a possible quality in the relation between the individual and the community. Thus it represents the individual’s right to act on his own premises and at the same time his duty to follow the community. Inclusion is negotiation, interaction and challenge, and the inclusive community comprises both inclusive and exclusive processes and dynamics in-between’.
The latter definition puts responsibility on both the teacher and the learner. They both have rights and obligations to participate in common learning communities. Participation is essential. Inclusion is possible when recognising that diversity and participation are essential elements of educational practice.
In Denmark, relational competence has become a way to work with inclusive education. ‘Relational competence is the ability to ‘see’ the child on its own terms and adjust behaviour in accordance therewith, without giving up the leadership, authenticity and the ability and willingness of the adult to take full responsibility for the quality of the relationship’. (Juul and Jensen, 2002)
Inclusion is an essential part of school policy in the municipalities. Since the municipal reform in 2007 inclusive schools are developing (e.g. in the municipalities of Vejle and Roskilde)[footnoteRef:1]. The main reason is that municipalities are now responsible for special educational services that used to be under the county authorities. The reform encouraged the municipalities to take a more inclusive approach to special educational services, thus to discontinue a number of these.  [1:  A good School, Vejle: http://www.englystskolen.dk/Infoweb/indhold/Kriterie-setup%20specialudgave.doc ] 

Inclusion in the Folkeskole being the goal, we still face a dilemma, because a growing number of learners are excluded from mainstream education.
In Denmark we strive towards: (Egelund 2008):
· Equal opportunities;
· Principle of proximity;
· Limited intervention;
· Inclusive approach;
· Best possible financial solution.
However, learners with extensive special needs see another reality:
Number of learners receiving extensive special needs education (learners with extensive special needs):
· 1994/1995 
On average 1,04% 
Discrepancies across counties from 0,61% to1, 24%.
· 2004/2005 
Average 1,38% 
Discrepancies across counties from 0,93% to 2,03% (Egelund, 2008).
Municipalities strive to develop inclusive schools, but at the same time exclusion is growing. New figures from 2010 show an increase in the number of learners in segregated settings – outside the mainstream classroom. From 2007 to 2009 there was an increase from 4% to 4, 7%. The number of learners receiving extensive special needs education has gone up by 33 from 2001 to 2007, thus 2%, with no specific reason (Egelund, 2010).
Municipalities put a lot of effort into teaching a diversity of learners in mainstream education. Municipalities are under financial pressure because of the increasing segregation of learners[footnoteRef:2]. Especially learners with disturbing behaviour are difficult to handle, and many teachers feel they do not have the right tools to handle the day-to-day teaching in the classroom. [2:  Specialundervisning I folkeskolen – veje til en bedre organisering og styring. Juni 2010. Finansministeriet] 

The focus is on class management and the teacher’s personal influence on inclusive education and the learning environment. The teacher creates the framework of learning and ensures all learners participate and contribute to a joint feeling in the classroom.
Teachers’ attitudes also influence the way of perceiving learners’ competences. Schools and institutions are becoming more aware of recognising learners’ learning opportunities.
The focus is on evidence-based factors to create inclusive learning environments. Studies reveal various indicators for developing inclusive environments. Professor Niels Egelund suggests (2003): 
· Flexibility in school organisation;
· Knowledge about differentiated teaching;
· Intensive evaluation of progression;
· Early intervention towards learners with difficulties in reading and maths;
· Teamwork;
· Knowledge about special educational principles and methods;
· Openness towards diversity;
· Support possibilities within ‘the normal system’;
· Supervision from resource centres and educational-psychological advisory services;
· Leadership and delegation of responsibility.
Ph.D. Camilla Dyssegaard (Dyssegaard et al., 2009) adds: 
· Teamwork;
· Knowledge about teaching materials and methods;
· Well-qualified special education teachers;
· Availability of experts in Behaviour, Contact, Well-being (Danish: AKT – Adfærd, Kontakt, Trivsel) and reading methods;
· Preventive measures;
· Short and intensive special education intervention;
· Supervision and support from educational-psychological advisory services;
· Collaboration with parents;
· Use of student and action plans.
Thus, there are some indicators for developing inclusive practice, and a number of municipalities use them as starting point.
Municipalities also recognise the need for in-service training of teachers to gain knowledge and competences to match especially socio-emotional learners.
A study from December 2009 carried out by the Nordic consultant company Capacent shows that a number of learners with functional disabilities do not pass the leaving examination of the Folkeskole. This is the first study with focus and documentation on learners in the transition period from the Folkeskole to youth education.
The poorest learners are those who receive only technical aids, but no special education. Technical aids alone cannot compensate for a functional disability.
Capacent indicates that the level of a functional disability determines the outcome of the learners’ efforts. Effective guidance is even more important to learners with functional disabilities. Learners with functional disabilities who are doing well also receive the best qualified support and guidance; cf. the below link (in Danish):
http://www.clh.dk/index.php?id=1037&tx_ttnews%5Btt_news%5D=2386&tx_ttnews%5BbackPid%5D=983&cHash=253da4dda3
These are issues currently influencing discussions about inclusion and teacher education in Denmark. Especially during teaching practice, students will learn how to handle this in the Folkeskole.
3.	Initial teacher education
a. Entry to teacher education
Admission requirements do not include specific rules or regulations that aim to strengthen provision for learners with special educational needs or minority groups. Admission requirements will ensure student teachers have general qualifications to follow the required subject level and the prescribed period of study.
There are special requirements for people who do not fulfil the general requirements but who have obtained similar qualifications in other ways. This means that people with specific abilities and an interest in teaching learners with SEN and learners from minority groups can be granted admission to teacher education. 
Specific preparatory courses aim to inspire people from other ethnic backgrounds and improve their opportunities to fulfil a teacher education course (FIF: Forberedelseskursus for Indvandrere og Flygtninge – Preparatory Courses for Migrants and Refugees).
A blind person seeking admission to teacher education is entitled to receive specific aids, secretarial support and special exemptions at exams. All persons with SEN are entitled to this support.
Support is granted through the Danish Education Support Agency under the Ministry of Education. Special educational assistance (Danish acronym SPS) is intended to ensure that students with physical or mental difficulties can receive education on equal terms with others.
b. Models of initial teacher education
The Teacher Training Act contains no rules or proposals in relation to specific teaching methods. The individual teacher outlines these in collaboration with the student. 
The new Teacher Training Act in 2006 introduced the main subject of special education, and Danish as a second language also became a main subject. Special education is described in section 3c below. Danish as a second language offers specific competences to deal with and support minority groups, cf. the subject description (non-official translation):
A number of learners in the Folkeskole are bilingual and have Danish as their second language. The main subject Danish as a second language aims to teach the student to justify, plan, implement and evaluate instruction in Danish as a second language. The subject qualifies teachers to give special instruction in Danish as a second language and other subjects that aim to implement the second language perspective.
Teacher education is based on inter-disciplinary collaboration between teachers in initial teacher education programmes. The programme is based on interaction between the various main subjects and pedagogy subjects as well as inter-disciplinary teaching practice; cf. section 3c.
Collaboration is practiced especially during teaching practice. The student organises and implements instruction under the guidance of a supervisor, and reflects on inclusive education in practice.
Inter-disciplinary collaboration between special education and other subjects is important as inclusion should not be an isolated issue, but a natural element of all subjects. Teachers in other subjects (e.g. maths, English, science) should also be able to practice inclusive education. 
Teachers in initial teacher education also collaborate on the final bachelor project, which is mandatory and should reflect the student’s broader understanding of and ability to work with pedagogy, including special education and inclusion.
Bekendtgørelse om uddannelsen til professionsbachelor som lærer i folkeskolen (Executive order on the Training of Teachers for the Danish Folkeskole)
A central element of the order is mentioned in Section 7:(non-official translation): 
The student should produce a major individual pedagogy assignment – the bachelor project – within a chosen subject in connection with the main subject. The assignment should be produced in writing and link to the pedagogy subjects and, if relevant, also to teaching practice. It is normally finalised during the 8th semester.
In 2008, the university colleges in the cities of Aalborg, Hjoerring, Silkeborg and Skive (UC Northern Jutland and UC Via) in collaboration with the Danish School of Education launched a project called Ekspert i undervisning (Highly Qualified Teachers), to create better coherence between education and work life.
The project aims to develop better models of coherence between theory and practice in teacher education. Better education and practice should give the students a clear understanding of the links between main subjects and didactics, pedagogy subjects and practice, especially related to contents.
The project evaluates the students’ abilities to obtain good results in the prioritised subject-related and social activities. See www.ekspertiundervisning.dk [footnoteRef:3](in Danish). [3:  Jensen, Per (2010) Ekspert I undervisning. Unge Pædagoger] 

c. The initial teacher education curriculum
The focus of initial teacher education is on teachers’ tasks and responsibilities, learners’ prerequisites, development of social life and learning environment in the classroom, planning, implementation and evaluation of teaching, evaluation of learning, co-operation with learners, parents, colleagues and others, description, analysis and assessment.
Legislation as laid out by the Danish Parliament (the Folketing) sets out the framework of teacher education programmes. The individual University Colleges[footnoteRef:4] set out the course regulations on the basis of the following legislative framework: [4:  UC: University College: From 2008 teacher education in Denmark is accomplished in University Colleges.] 

· Lov om uddannelsen til professionsbachelor som lærer i folkeskolen (2007) (Act on the Training of Teachers for the Danish Folkeskole);
· Bekendtgørelse om uddannelsen til professionsbachelor som lærer i folkeskolen. (Executive order on the Training of Teachers for the Danish Folkeskole;
· Bekendtgørelse om prøver og eksamen i erhvervsrettede uddannelser (2007) (Executive order on examination in vocationally oriented education (the examination order));
· Bekendtgørelse om karakterskala og anden bedømmelse (2007) (Executive order on marking and grades).
Each university college elaborates course regulations for teacher education, to be commented upon by the Presidency of the External Examiners[footnoteRef:5], representing all University Colleges. The Board[footnoteRef:6] of the University College approves the course regulations upon recommendation from the education committee. The regulations are a tool of development for teacher education and are thus subject to approval each year. [5: 5Presidency of External Examinators: A number of external examiners are appointed for each subject of teacher education. They sit at exams with external examiners. A chairman is elected from each subject and the chairmen from all subjects constitute the Presidency. The Presidency comments on the course regulations from each University College and submits a report every year. The examiners provide external quality assurance of teacher education.]  [6:  Each University College is lead by a Board.] 

The teacher education programme comprises academic and pedagogy subjects with the main purpose being to educate teachers to teach in the Danish Folkeskole.
It is a four year programme and consists of:
· the first main subject, which must be Danish (age specified), maths (age specified), science/technology or physics/chemistry;
· one or two additional main subjects, cf. below;
· a major independent bachelor assignment in one of the main subjects;
· pedagogy subjects, such as didactics, psychology and social education;
· Christian studies/social knowledge/citizenship;
· teaching practice in a Folkeskole or another kind of school.
Main subjects giving 72 ECTS points are:
· Danish (age specified) English, physics/chemistry, history, sports, maths (age specified) and science/technology.
Subjects giving 36 ECTS points are:
· Art, biology, Danish as a second language, French, geography, home economics, Christian studies/religion, textile and handicraft design, music, social studies, special education and German.
Until 2007 Danish teacher education comprised a voluntary course on children with special needs, with up to 40 lessons, which is far from enough to gather the required knowledge and understanding. The course was designed for teachers to teach in primary and lower secondary education, i.e. from kindergarten to the 10th grade.
The revised teacher education from 2006/07 entailed an optional main subject in special education giving 36 ECTS points and change of the mandatory educational subjects to also comprise inclusion in each main subject. The target group is learners from kindergarten to the 10th grade.
Special education as a main subject gives some students broader competences to teach learners with special educational needs and work towards inclusion. Others learn inclusive practice through interdisciplinary subjects and especially the relations between subjects and teaching practice.
Didactics, psychology and pedagogy comprise four themes: school/home interviews, learners with other ethnic backgrounds, classroom management and special educational problems. The other subjects comprise integrated pedagogical themes.
Inclusion and inclusive education form part of the main subjects of special education and pedagogical subjects and are also integrated into the other main subjects. There is no distinction between the levels – primary, middle and transition levels.
As laid down in the Act on the Training of Teachers for the Danish Folkeskole (2007) progression of competences is rooted in teaching practice. Each of the seven issues from the main goals of teaching practice should be dealt with at an increasing level of complexity throughout the study course:
· Tasks and responsibilities of the teacher;
· Learners’ prerequisites;
· development of social life and learning environment in the classroom;
· planning, implementation and evaluation of teaching;
· evaluation of learning;
· co-operation with learners, parents, colleagues and other resource persons;
· description, analysis and assessment.
Special attention is paid to learners’ prerequisites and the development of social life and learning environment in the classroom. The level of teaching practice (primary, middle or transition level) will determine the main problems of inclusive practice to be dealt with by the teacher-to-be.
Teachers working with special education or special educational issues, such as socio-emotional difficulties, and who do not have special education as main subject, often have in-service training within the field of special education (but it is not mandatory). In-service training could be in the form of a course or a diploma degree.
Special educational courses often contain presentations of tools or methods to handle difficulties in the classroom – e.g. reading difficulties, behavioural difficulties and difficulties within the learning environment. These courses often aim at a specific level, e.g. reading difficulties at the primary level or subject-related reading at the middle or transition level.
Collaboration is part of academic as well as pedagogy subjects in teacher education. It is the basis of teaching practice and is developed progressively as the student moves on. 
Collaboration with learners, parents, colleagues and others is carried out at an increasing level of complexity throughout the course programme.
Students in initial teacher education programmes work a lot in groups and through an electronic platform. Some teacher practice tasks and exams are accomplished in groups. The electronic platform is used for the educators to support students with questions to be reflected upon. Compensatory aids are also available.
Collaboration with parents is essential and is a complicated issue. Especially when dealing with bilingual or immigrant parents teachers often wish to acquire better competences to handle this task.
A study performed by Scharling Research Company for the Danish magazine Folkeskolen (March 2009) shows that one teacher out of five feel they do not have adequate qualifications to collaborate with immigrant parents. They want short, intensive courses to improve this.
68% of teachers teaching bilingual learners wish their school would prioritise short, intensive in-service training courses for as many teachers as possible to improve collaboration with the parents.
The University Colleges of Lillebaelt and Copenhagen and the National Association of School Parents have elaborated a new in-service training programme in collaboration with the Ministry for Refugees, Immigrants and Integration. The programme focuses on strengthening collaboration between school and homes of immigrant children.
The main purpose of the programme is to enable the participants to create trustworthy relationships with immigrant parents and to start developing collaboration between school and home.
Co-operative learning is another in-service training programme recently introduced. It aims to create better dynamics within the learning environment. The focus is on social relations and well being as conditions for learning. Inclusive understanding and practice is a natural part of this.
Courses are based on the LP-model (learning environment and pedagogical analysis), described as:
‘Learning environment and analysis – a tool of development and cultural changes in organisations – the model is tested through a research-based development project.’
The LP-model is a pedagogic analysis model, and results are based on research of understanding the impact of the learning environment on learners’ social and academic learning. Research is directly applied to the model development. The model platform is described in systems theory and responds to the pedagogical consequences of recent research of the impact of the learning environment on learners’ development, well-being, motivation and learning.
The aim of the model is to understand what triggers, influences and sustains problems related to behaviour, well-being and learning in school. There are no methods describing how to tackle challenges in every-day school life, but teachers need to focus on the interaction between the learner and the environment and take a critical approach to their own teaching and classroom management. The LP model involves a systematic approach over a certain time-span.
The model gives a number of advantages to the school:
1. better academic benefits for the learners;
2. better self-esteem in relation to school work;
3. better results;
4. higher satisfaction.
The model is applied in 421 schools with 167,951 learners and 21,790 school staff and is highly focused on inclusion.
See also www.lp-modellen.dk (page in Danish, last updated: 4 January 2010 )
Several on-going projects in the Folkeskole deal with inclusive learning environments. E.g. the National Centre for Social Inclusion and Exclusion (NVIE) has conducted a project in the municipality of Aarhus, analysing inclusive learning environments and the didactical aspects of inclusion (2007–08 http://www.ucvest.dk/page1249.aspx#11799).
Another project to be mentioned is PALS (Positive Behaviour in Learning and Social Relations) 
http://www.servicestyrelsen.dk/born-og-unge/evidensbaserede-programmer/pals/pals
PMT-O & PALS programleder/psykolog Gøye Thorn Svendsen gsv@servicestyrelsen.dk
d.	Attitudes and values in initial teacher education
The main attitudes and values that can influence the teacher education programmes form a hierarchy in legislation (from those adopted in the Danish Parliament – the Folketing), to the ministerial order (laid down by the Minister of Education), to the local curriculum (adopted by the local board).
Section 1 in the Teacher Training Act outlines the goals and duration of the study and states: ‘The student should gather academic knowledge in the main subjects to justify the instruction...in relation to... the individual learner’s needs, prerequisites and development opportunities and conditions’. (Non-official translation).
The overall aims of the legislation and the order should be reflected in the local curriculum or core values of the institution.
An example:The curriculum of the UC Northern Jutland states (non-official translation):
‘A main aspect of the education programme is to enhance students’ personal development and culture, focusing on social understanding, ethic awareness, responsibility and independence.’ 
Teachers are obliged to follow the defined values.
e.	Teaching practice
Teaching practice is done over 24 weeks and is defined as an individual subject, giving 36 ECTS points. Teaching practice is an essential part of the programme, which is also reflected in the latest reform of education in 2006. Students have teaching practice in a school for shorter or longer periods during each of the four years of study, typically for periods of two and up to nine weeks. It is progressive throughout the four years, so that the students gather experience in concrete teaching within the chosen main subjects, they can try out various theories and methods and they obtain knowledge in and experience with all aspects of the work.
Progression means that the individual institution sets out the goals for each school year. These are to be reflected in practice as well as in the other subjects. Below is an example of progression with goals for each year:
1st year: Becoming a teacher – teacher identity, school and educational culture
2nd year: Goals, contents and evaluation of teaching
3rd year: Collaboration and learning environment
4th year: Professional teaching
Progression also means that the student takes increasing responsibility for the organisation and implementation of his or her instruction. The last year comprises teaching practice where the student teaches alone in the classroom.
Teaching practice is implemented and reviewed in close collaboration between the school of practice and the university college.
The school of practice assigns a teacher who is responsible for the student and the organisation of the teaching practice (supervision). The intention was for these supervisors to follow a specific education leading to a diploma of 60 ECTS points, but unfortunately it has only been possible to carry through for a few of them.
The student’s teaching practice is evaluated each year and needs approval before he or she can continue the study programme.
The university college selects the schools of practice and sets out quality criteria for collaboration. Some colleges elaborate contracts with the schools to specify the demands and expectations of both parties. The selected schools often have a wide range of different learners and classes in order to meet with the various demands in the teacher education programme. It is possible to choose a school with learners with special needs or challenges, e.g. minority groups, for one of the practice periods, and many students take this opportunity. The student must focus on learners’ different needs during teaching practice and learn that inclusion is a dynamic process requiring action from teachers and learners.
4. Competences, assessment and accreditation
Competences for teacher students are outlined in legislation (Order no. 408 of 11 May 2009 – English translation, not official):
Part 1: Aims of the study:
1. to develop theoretical and practical knowledge to gather, analyse, systematise, select and disseminate information in accordance with subject methodology and aim;
2. to use theoretical and practical knowledge in collaboration and planning, evaluation, assessing, developing and implementing instruction, and
3. by means of pedagogy and practice to gather didactic knowledge in the main subjects to justify instruction in accordance with the aims of the Folkeskole and the subject itself, and in accordance with the main features of social development and the individual learner’s needs, prerequisites and developmental opportunities and conditions.
Each subject has its own central knowledge and skills goals that the teacher should accomplish. For instance, students in special education should learn to:
a) implement developmental and research based analyses and assessments of important special educational issues;
b) justify personal and professional attitudes towards special educational issues;
c) take part in cross-curricular discussions;
d) identify special educational problem areas in relation to organisational, institutional and social conditions and opportunities;
e) prepare, implement and evaluate instruction adapted to the individual learner’s needs;
f) prepare, disseminate and evaluate pupil plans;
g) describe, analyse and evaluate issues that are important to persons with special needs;
h) describe, analyse and evaluate normality and deviance in a historic perspective, and
i) describe, analyse and evaluate development opportunities for children, young people and adults with special needs.
The subject of special education combines central competences with inclusive practice, both in terms of collaboration and identification of problems that are relevant to an inclusive learning environment.
The subject pedagogy contains interdisciplinary themes of relevance to inclusive practice: collegial work, teachers’ responsibility in relation to learners with special needs, relations between learning environment and instruction, relations between the individual and the community in terms of instruction and manners and educational documentation.
Teacher education is evaluated on an on-going basis with the assistance of external evaluators at exams. They elaborate a report after each exam, and a summary of all reports is published in a national report each year, outlining the observations made on each subject. The evaluators will check whether the local curriculum and the students’ outcomes are in line with the legislation and the order and the goals, attitudes and values described in these, cf. section 3d.
A follow-up group established by the Minister of Education is currently observing the teacher education programme. The group evaluates whether legislation and local implementation of the rules are in line with the intentions of the Folketing and the needs of the schools. At this stage the group is under no obligation to provide recommendations to the Minister in terms of adjustments in relation to inclusive education. 
The university colleges are accredited to determine their capacity to carry through the teacher education programme as described in the law and the order and in accordance with other quality requirements.
Thus there is an on-going evaluation of the teacher education programme and the local curricula, also within subjects and areas that support inclusive practice. However, inclusive practice in the programme itself is not specifically evaluated.
5.	Teacher Educators
Teacher educators need to have a postgraduate degree. Some educators have accomplished further studies within a subject or a pedagogical degree; others have a university degree within a subject, psychology or pedagogy.
Educators in pedagogy and special educational issues are normally also special education teachers, psychologists or hold an educational qualification in therapeutic conflict handling, accomplished before the postgraduate degree. Others might have worked with vulnerable children, young people and adults in a former job. Educators, who teach bilingual and intercultural subjects, often have a higher degree within this field.
Educators who teach teachers in mainstream education do not necessarily know about special education.
Higher education can be accomplished through a number of master’s programmes, e.g. in special education, social education, intercultural education and learning processes. 
Educators can also participate in a wide range of in-service training programmes with focus on inclusive education.
Various knowledge centres offer relevant course programmes. E.g. the National Knowledge Centre for Reading offers specific courses on reading and reading difficulties (2009).
A successful collaboration between educators in pedagogy and other subjects and the different institutions of a university college is crucial to the implementation of inclusive education in teacher education. The focus should be on the overall teacher education in order to develop inclusive education.
6.	Quality assurance and follow up of new teachers
See above descriptions of initial teacher education programmes qualifying students to meet children and learners with special needs (e.g. special education, teaching practice).
The law and the order on teacher education do not prescribe any obligations to follow up on teachers having finalised the initial teacher education programme, nor to evaluate their teaching and understanding of learners with special needs.
An increasing number of colleges are in contact with their graduates through special events or courses, or by means of questionnaires about the outcome and expectations of the study.
All colleges with initial teacher education programmes also offer a wide range of further education and in-service training for teachers in the Folkeskole. Courses in special education of children with special needs are well attended.
7.	Representation from minority groups
In Denmark we do not register peoples’ religious beliefs or sexual orientation, nor do we register disabilities among teachers, teacher trainers or students.
Only a limited number of student teachers have other ethnic backgrounds. Most of them study in Copenhagen and a few in the provinces. E.g. in Northern Jutland only 2% of the new students from 2007 and 2008 come from other ethnic backgrounds (immigrants or second-generation immigrants).
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