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a. Introduction

In this document the answers to the questions in the questionnaire will be given according to the situation in Amsterdam and the Netherlands.

To start with, some information will be given on immigration to the Netherlands and on the Dutch educational system before we start to respond to the questions from the Questionnaire.

Integration of newly arrived immigrants

Since 1 January 2007, we have had a new Newcomers Integration Act in the Netherlands. In accordance with this law, people coming to the Netherlands and who live in the Netherlands, have to learn Dutch and ought to know what Dutch society is like. We call this integration. People who wish to integrate have to pass an integration exam within 5 years from their arrival in the Netherlands. As soon as the exam is passed, you are integrated. If this does not occur within the term specified, then you do not get a residence permit.

Integration means that people:

· are able to speak, read and write Dutch;

· are able to understand Dutch and its meaning;

· know how to coexist in the Netherlands.

The Newcomers Integration Act applies to people who do not have a Dutch passport, who do not speak Dutch well and who do not know much about the Netherlands. If these people would like to live and work in the Netherlands, they should integrate. People who are likely to integrate can be subdivided into 3 groups: newcomers, old-comers and spiritual leaders.
Newcomers:

· do not have a Dutch passport

· are between 16 and 65 years of age

· have come to live in the Netherlands after 1 January 2007 or were newcomers according to the old Newcomers Integration Act on 31 December 2006.

By achieving integration, newcomers gain the right to education and to join the labour market.

The Dutch education system
Table 1: Education in the Netherlands is classified as follows

	Mainstream
	primary education
	 
	 
	age 4-12
	WPO

	
	 
	 
	 
	 
	 

	
	special primary education
	 
	 
	age 4-12
	 

	
	 
	 
	 
	 
	 

	
	secondary education                        
	vmbo
	Basic vocational programme (BBL)
	age 12-16
	WVO

	
	 
	 
	Middle-management vocational  programme (KBL)
	 
	 

	
	 
	 
	Combined theoretical and vocational programme (GL)
	 
	 

	
	 
	 
	theoretical programme  (TL)
	 
	 

	
	 
	havo
	 
	age 12-17
	 

	
	 
	vwo
	 
	age 12-18
	 

	
	learning support education (LWOO)
	vmbo
	possible at every programme of vmbo
	age 12-16
	 

	
	 
	 
	 
	 
	 

	
	practical training (PrO)
	 
	 
	age 12-16
	 

	
	 
	 
	 
	 
	 

	
	
	 
	
	 
	

	Special
	special education
	cluster 1
	visual impairment (blind and visually impaired pupils)
	so 

age 3-12
	WEC

	
	And
	cluster 2
	hearing and/or language impairment (deaf and hearing impaired pupils, pupils with speech and language disorders)
	vso 

age 12-20
	 

	
	secondary special education
	cluster 3
	mentally and/or physically handicapped, chronically ill children
	 
	 

	
	 
	cluster 4
	serious behavioral disorders (psychiatrical problems, development disorders, severely maladjusted children), chronically ill children).
	 
	 

	cursive: 
	types of special education
	
	
	
	


There are 3 different Acts which apply to the types of education, shown in the above diagram, namely:

· Primary Education Act, WPO (among these: schools for primary education and special primary education)

· Secondary Education Act, WVO (among these: schools for pre-vocational secondary education (vmbo), senior general secondary education (havo), pre-university education (vwo), learning support education (lwoo) and practical training (PrO))
· Expertise Centres Act, WEC (among these: schools for special education and special secondary education)
In the Netherlands, education is compulsory for children from the age of 5 and up to 18. As a rule, all children attend primary school from the age of 4. Pupils who cannot keep up in primary education are referred to special primary education. As a matter of principle they follow the same curriculum but with more and specialised coaching. Most of the pupils in special primary education will not get as far as pupils in mainstream primary education as far as subject matter is concerned.

In secondary education, pupils are on different levels depending on their own learning opportunities. A diploma in pre-vocational secondary education gives access to senior secondary vocational education; a diploma in senior general secondary education to higher professional education and a diploma in pre-university education gives access to university education (universities).

The pre-vocational secondary education consists of 4 programmes, which vary from more practical oriented to more theoretical oriented education. Apart from these four programmes we also have learning support education, LWOO. This type of education is meant for pupils who have the ability to receive a diploma in pre-vocational secondary education, but who have educational disadvantages or behavioural problems. These pupils are educated in one of the four programmes and receive extra support, for example in smaller groups. After having finished pre-vocational secondary education these pupils transfer to senior secondary vocational education.

Apart from pre-vocational secondary education and learning support education there is practical training. This is meant for pupils who are not able to obtain a diploma of pre-vocational secondary education. Contrary to the four programmes, practical training prepares pupils directly for the local labour market. Sometimes the pupils leave the school with a school-certificate. 

Besides these regular types of secondary education there are also schools for special secondary education. They are mentioned in the Expertise Centres Act. Pupils need a special referral which meets with rigid criteria. Whenever a pupil has received such a referral, both parents and pupil may choose for a placement at a school for (secondary) special education or for the budget awarded to children with special educational needs, indicated as the LGF. In this case a pupil receives a so-called pupil bound budget with means for extra support and coaching of both the pupil and the school in mainstream education, and also for additional staff in the school and/or adjustment of teaching materials.

Schools for (secondary) special education are working together in Regional Expertise Centres (RECs). Among their tasks are: the referral of pupils, supporting parents in the application of a referral and in finding a suitable school and the care and coaching of pupils who make use of the LGF. In a REC all types of education within a cluster should be represented. For example there is a REC North Holland cluster 3. To this REC belong all (secondary) schools for special education of cluster 3 in North Holland. Whenever a REC issues a referral for a pupil, the participating school is obliged to place the pupil at one of the schools of the REC.
Table 2: Regional Expertise Centres (RECs) are divided into four clusters

	Cluster 1
	Cluster 2
	Cluster 3
	Cluster 4

	visual impairment (blind and visually impaired pupils)
	hearing and/or language impairment (deaf and hearing impaired pupils, pupils with speech and language disorders)
	mentally and/or physically handicapped, chronically ill children
	serious behavioural disorders (psychiatrical problems, development disorders, severely maladjusted children), chronically ill children).


The Kingmaschool is a school for secondary special education. The population consists of pupils who have severe learning difficulties (IQ <70). More often these youngsters also have considerable behavioural problems. After having passed through the Kingmaschool, they move on to the labour market or to supervised working projects.
Since 1998 it is the official policy (laid down in the Primary Education Act) to keep and hold as many special needs pupils within mainstream schools, the so-called Going to School Together policy. On the one hand by providing primary schools with extra money and means in order to cope with the pupils’ special needs; on the other hand there is intensive co-operation between primary and special primary education in order to bring the special needs provision up to as high a standard as possible. For pupils from special and secondary special education, more possibilities have been created to go to mainstream schools. Pupils can go with the so-called pupil bound budgets to a mainstream school.  

‘Appropriate Education’ (Passend Onderwijs) is the most recent development. This can be considered as a large-scale operation which is due to take place in the years 2008-2011 and for which 70 million euros in total have been set aside. The basic idea of ‘Appropriate Education’ is the child being at the centre, the system being simpler and education more result oriented. Passend Onderwijs is about pupils not being able to follow mainstream education without extra support because of their impairment or handicap. 

Within the scope of Passend Onderwijs regional networks are set up in which schools, regional expertise centres (RECs) and youth care take part in. Parents of pupils with SEN then only have to contact one place. The regional network considers what a pupil is capable of and how to deal with this and will see to it that the child gets the appropriate education. A new law will come into force in 2011.

What is aimed for is joining the assumed existing structures. In addition, there is the challenge to realise extra support and quality improvement in respect of the content in schools. More and more we are able to recognise obstacles/stagnation in the development of pupils at an early stage, but we do not sufficiently succeed in offering teachers the skills and support they need to be able to cope with this.
The regional network provides a flexible education continuum in which every pupil is provided with ‘made to measure’ special needs education. This means that beside placement in mainstream schools or secondary special education, all kinds of (new) intermediate types are also possible:

Within the present legislation:

· Special needs provision starts with extra support within the class at a mainstream school.

· Special classes in mainstream schools. These may be for instance “auti-classes”, specially applied to pupils with impairment in the autistic spectre, but also classes in which there are pupils with different kinds of handicaps (who follow part of the curriculum in mainstream education).

· Various, already existing provisions for pupils who appear to drop out.

· Types of symbiosis for pupils in (secondary) special education. These pupils are registered at a school for special education but follow e.g. practical subjects in regular education.
New types:

· ‘Cluster-exceeding’ education. It is to be assumed that this will especially be with regard to the co-operation between cluster 3 and 4. Thus, pupils with both a mental handicap and behavioural problems, now in between cluster 3 and 4, are able to follow education together.
· Campus. As (secondary) special education: this type applies to the extremes of the education continuum, meant for a small group of youngsters with (behavioural) problems who are on the verge of slipping into socially undesired behaviour and have not any prospect to a job or training.
The government wishes to realise the implementation of the 2011 results along with a number of strategies:
1. By reinforcing the quality of educational provision, by means of other education fitted to the needs of the pupil in mainstream education by: 

· Reinforcing teacher’s competence

· Coaching of and supporting teachers in class

· Temporary outplacement of pupils

· Improving the transition of primary to secondary education and of secondary to senior secondary vocational education

· Target group policy ( e.g. dyslexia, dyscalculia, highly gifted, ill children)

· Improvements with respect to contents in the quality of education:
· A.o. teachers’ training (schooling);

· Development of learning methods;

· Development of a special qualification structure;

· Development of fitted tools to follow the progress of a pupil.
· Registration and exchange of data:
2. By encouraging the establishment of regional networks
3. By improving the connection between special needs provision and the link to work/labour.
4. By adapting the legal framework.
When pupils with SEN have been mentioned in this document, it means: pupils from special primary education, special education, learning support education, practical training and secondary special education (sbo, so, lwoo, pro en vso). When pupils with SEN in mainstream schools is mentioned, then it means: pupils with a referral making use of the personal budget awarded to children with special educational needs (LGF).

Financing

In the Netherlands we work with the so-called weighting system for financing schools. As a rule, schools receive a fixed amount of money per pupil, but for specific groups of pupils, schools receive extra money in order to adapt the education to these pupils. The aim is for these pupils to not fall behind in their development compared to other pupils. Pupils of cultural minorities (cumi) and of which parents have a low level of education or of profession, made up such a group to which extra financing had been allotted in 2005 - 2006, namely 1.9 times the standard amount per pupil in primary education.

There were also cumi-pupils in secondary education (cultural minorities) and schools received more financing for these pupils than for the other pupils. The definition by the ministry of Education, Culture and Science on a CUMI-pupil: someone who fulfils one of the following conditions:
Primary education: 

· The pupil belongs to the Moluccan population;

· At least one of the parents/guardians originates from Greece, Italy, former Yugoslavia, Cape Verde, Morocco, Portugal, Spain, Tunisia or Turkey;
· At least one of the parents/guardians originates from Surinam, Aruba or the Netherlands Antilles;

· At least one of the parents has been admitted as a foreigner on account of article 15 of the Aliens Act by the Minister of Justice;
· At least one of the parents/guardians originates from another non-English speaking country outside Europe, with the exception of Indonesia.

Secondary education:

· The pupil belongs to the Moluccan population;

· The pupil belongs to the Surinam, Aruba or Antillean population and has not yet followed four years of education;

· The pupil belongs to the gypsies or Roma population;
· Both parents/guardians of the pupil originate from Greece, Italy, former Yugoslavia, Cape Verde, Morocco, Portugal, Spain, Tunisia or Turkey or have the nationality of one of these countries;

· The non-Dutch speaking pupil originates from a country outside Europe and has not completely followed primary education in the Netherlands;

· The pupil originates from an East-European country (with the exception of the former Democratic Republic of Germany) and has not yet followed two school years of education in the Netherlands;

· As of the year 2003: the pupil has been in the Netherlands less than for 8 years.

These regulations did not apply to pupils in the various types of special education, (secondary) special education, practical training and learning support education. There is no distinction made in the pupils’ background. Instead, schools get the same financing amount for each pupil.

Recently the financing system for primary education has been adjusted and the criterion does not apply anymore to 1.9 or to cumi-pupils. Nowadays in primary education, the parents’ level of education is what counts. In secondary education the pupils’ neighbourhood is taken into account (problem area because of accumulated poverty) and extra financing is secured for the so-called newcomers: pupils who have not lived in the Netherlands for about 2 years. 

Answers on the questions in the Questionnaire

Because most of the answers apply for both the national and local situation, the questions will be answered for both at the same time. If relevant, a more specific answer will be given for the local situation (i.e. Amsterdam).

1. Population

Q.1. National definition of immigrants (if any)

Immigration in the modern sense refers to the movement of people from one nation-state to another where they are not citizens. Immigration implies long-term permanent residence (and often eventual citizenship) by the immigrants, ethnic minorities: Non-Dutch people. A distinction is also made between Western and non-Western immigrants (one parent at least born in China, or countries in Africa, Latin-America and Asia, with the exception of the Dutch Indies, Indonesia and Japan). Furthermore we talk of immigrants of the first generation, this means: the person is born abroad and immigrants of the second generation, they have at least one parent born abroad. (Bron: CBS)

Apart from immigrants we talk of non-Dutch people or people of ethnic minorities and for a short time now the term newcomers is in use. In the Aliens Act of 2002, art 1, sub m, the definition of a foreigner (alien) is as follows: everyone who does not have the Dutch nationality and who should not be treated as a Dutchman on account of a legal determination.

Q.2. National: Detailed description of types and characteristics of the immigrant population in your country and city.

In 2006, immigrants in the Netherlands came from the following countries:
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	Origin
	%

	Eurasians, Indos
	21

	Surinamese
	16

	Turks
	16

	Moroccans
	14

	Africans
	8

	Antilleans
	6

	Latinos
	5

	Chinese
	5

	Jews
	2

	Iraqis
	2

	Moluccans
	2

	Afghans
	1

	Vietnamese
	1

	Iranians
	1


Table 3: Origin and % of Immigrants in the Netherlands

Figure 1: Immigrants in the Netherlands (2006), bron CBS
1 April 2006, the number of inhabitants in the Netherlands consists of 16.338.000. According to the Central Statistical Office (CBS) there are some 3 million people (18%) with a non-Dutch background. Almost one million of them originate from Europe or America, more than 2 million originate from non-western countries.

· Eurasians, Indians, approximately 450.000. They make up the largest group; it is an estimated figure for the exact number is not known. Indos have not been considered as being immigrants for quite some time.
· Turks, about 360.000
· Surinamese, approx. 350.000. Among Surinamese are Hindustani, Creoles, Javanese, Surinam Chinese, Marrons, Indians and many Surinamese of mixed descent.
· Moroccans, about 320.000. The majority of the Moroccans who live in the Netherlands are Berber.
· Africans, about 180.000. The Somalis make up the largest group, followed by the people from Cape Verde and Ghana.
· Antilleans, approx. 130.000
· Latinos, about 110.000. They mainly originate from Colombia, Brazil and the Dominican Republic.
· Chinese, approx. 100.000. Some 25.000 originate directly from China, the other part from Hong Kong, Surinam or Indonesia.
· Jews, about 45.000. The number of Jews who actually live in the Netherlands is not precisely known. Jews are not registered as such anymore (since World War 2 it has been taboo). The Jewish community provided us with these figures: In 2000, the Jewish Social Service Institute investigated and found that about 41 - 45000 Jews live here. The criterion is that someone with only one parent, who is Jewish, may be called a Jew. This score has nothing to do with faith. Furthermore, according to Jewish law you are only Jewish whenever you have a Jewish mother. ‘Father-Jews’ have also been counted.
· Iraqis, approx. 42.000
· Moluccans, approx. 40.000
· Afghans, some 32.000
· Vietnamese, some 30.000
· Iranians, some 27.000
Motives for migration of non-Dutch immigrants:

In 2003, the motives for migration to the Netherlands were:
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Table 4: Motives for migration of non-Dutch immigrants 2003 (for the total of 73 566 immigrants), bron CBS

	Motives
	%

	Family-forming
	27

	Work
	23

	Family-reunion
	19

	Asylum
	13

	Study
	12

	Other
	6


Figure 2: Motives for migration of non-Dutch immigrants 2003 (for the total of 73 566 immigrants), bron CBS
As in 2002 the families who were reunited made up the largest group of immigrants in 2003. Out of every ten immigrants three come to the Netherlands as part of family reunification. The number of immigrants recruited for labour which make up almost the largest group of immigrants, has diminished enormously, but the decrease is outnumbered by the number of migrants who seek asylum in our country. In 2003 some 9.3 thousand of asylum migrants came to the Netherlands, only one-third of the number in 2000. Those who came here for reasons of family reunion have decreased in number since 1996.

Amsterdam

[image: image7.emf]Total: 73 566

Family-

forming

27%

Work

23%

Family-

reunion

19%

Asylum

13%

Study

12%

Other

6%

In 2006, immigrants in Amsterdam came from the following countries:

Table 5: Immigrants in Amsterdam (2006), bron CBS

	Origin
	%

	Dutch
	51

	Western Imm.
	14

	Other non-Western Imm.
	10

	Moroccans
	9

	Surinamese
	9

	Turks
	5

	Antilleans
	2


Figure 3: Immigrants in Amsterdam (2006), bron CBS
On 1 January 2006, Amsterdam counted 743027 inhabitants in total.

Immigration to Amsterdam increased in the years 1996 – 2007. This diagram indicates the different causes and is as follows:
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Figure 4: Causes of immigration to Amsterdam in the years 1996-2007, bron CBS

Table 6: Chart legend

	 
	 Baby boom
	 
	National balance

	 
	 Foreign migration balance
	red line
	In- and decrease of population


Foreign migration to Amsterdam shows two developments. As in previous years, those from non-western countries who settled here, among them Moroccans and Turks, is at a lower level than in the period round the turn of the century. One of the factors is the decreasing number of brides who were imported.

The number of people who settled here from western countries is still at the same level and is even increasing, especially as a consequence of those who came here from ‘new’ member states of the European Community. Last year, 985 Bulgarians and 542 Romanians have settled in Amsterdam. On balance the number of Bulgarians increased from 522 up to 1.356; the number of Romanians increased from 711 up to 1.147.

2. Data
(related to pupils in compulsory education, school year 2005/2006)
General data:

Q.2. Data concerning number of immigrant pupils.

In the school year of 2005 – 2006 there were 2.596.045 pupils in total at a school for primary or secondary education in the Netherlands. Among them were 275.371 immigrant pupils, or 10,61%.
In the same school year there were 98.030 pupils in total at a school for primary or secondary education in Amsterdam. Among them were 37.640 immigrant pupils, or 38,40%. Thus, the percentage of immigrant pupils in Amsterdam is about 3½ times as much as the national percentage.

In addition the following should be taken into account:

Since 2003 the conditions for extra financing concerning provisions for the benefit of cumi-pupils have been more rigid in secondary (PRO and LWOO as well) than in primary education. With regard to this, the number of years a pupil has lived in the Netherlands is relevant/of importance. The number of pupils receiving extra financing is reduced to about one third of the number in the period before the change. As registration is closely connected with financing, only pupils for whom extra financing could have been received are registered. So, the actual number of immigrant pupils is higher than the number of pupils that have been registered.
In the school year of 2005-2006 immigrant pupils in primary education, special primary education, special education and secondary special education came from the following countries:
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Table 7: Immigrant pupils in primary education, special primary education, special education and secondary special education, national information

	Origin
	%

	Turkey
	23

	Morocco
	22

	Non English speaking
	20

	Surinam
	14

	Refuges
	6

	Dutch Antilles
	5

	Former Yugoslavia
	3

	Aruba
	1

	Cape Verde
	1

	Greece
	1

	Italy
	1

	The Moluccan Islands
	1

	Portugal
	1

	Spain
	1

	Tunisia
	0


Figure 5: Immigrant pupils in primary education, special primary education, special education and secondary special education, national information
Amsterdam shows a different picture; especially the Surinamese and Moroccan community is relatively larger:
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Figure 6: Immigrant pupils in primary education, special primary education, special education and secondary special education, local information
Table 8: Immigrant pupils in primary education, special primary education, special education and secondary special education, local information

	Origin
	%

	Morocco
	32

	Surinam
	23

	Non English speaking
	20

	Turkey
	17

	Dutch Antilles
	3

	Refuges
	1

	Former Yugoslavia
	1

	Italy
	1

	Portugal
	1

	Spain
	1

	Aruba
	0

	The Moluccan Islands
	0

	Cape Verde
	0

	Greece
	0

	Tunisia
	0


As indicated, in secondary education, learning support education and in practical training, fewer cumi-pupils have been registered as the conditions for extra financing to which registration is closely linked, are much more rigid. Registration is considerably less specific too, and that is also linked closely to the criteria for extra financing. These pupils come from the following countries:
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Figure 7: Immigrant pupils in secondary education, including PrO en LWOO, national and local information
Table 9: Immigrant pupils in secondary education, including PrO en LWOO, national and local information

	%
	Morocco
	Turkey
	South of Europe
	Other countries
	unknown

	Local level
	28%
	13%
	3%
	55%
	1%

	National level
	11%
	11%
	6%
	71%
	1%


Specific data:

Q.3. Data concerning number and % of immigrant pupils with SEN in mainstream schools, compared to number and % of non-immigrant pupils with SEN in mainstream schools? 

Information on immigrant pupils with SEN in mainstream schools is not registered because this has no influence concerning financing. There is however information on the total number of pupils with SEN in primary and in secondary education. This with regard to pupils who make use of the personal budget awarded to children with special educational needs (LGF):

Table 10: Amount of pupils with LGF in mainstream education, national information; national information
	Cluster
	Primary education BAO
	Primary education SBAO
	Secondary education LWOO
	Secondary education PRO
	Secondary education VMBO (all programmes)
	Secondary education HAVO
	Secondary education VWO
	total

	2
	6458
	545
	1015
	148
	1235
	224
	102
	9727

	3
	10474
	1594
	629
	390
	1814
	510
	267
	15678

	4
	11972
	2446
	2686
	493
	5280
	934
	663
	24474

	unknown
	218
	49
	45
	8
	139
	20
	6
	485

	total
	29122
	4634
	4375
	1039
	8468
	1688
	1038
	50364


The Central Funding of Institutions Agency (CFI) only has data on national level about pupils making use of LGF. No data is available on the number of pupils with SEN attending mainstream schools in Amsterdam.

Q.4. Data concerning number and % of immigrant pupils with SEN in special schools, compared to number and % of non-immigrant pupils with SEN in special schools.
Table 11: Amount of pupils with SEN in special education, national information

	national
	total pupils
	Number of immigrant
	% of immigrant
	Number of non immigrant
	% of non immigrant

	sbo
	48302
	11095
	22,97%
	37207
	77,03%

	so
	35075
	6380
	18,19%
	28695
	81,81%

	vso
	23954
	4715
	19,68%
	19239
	80,32%

	lwoo
	98594
	5310
	5,39%
	93284
	94,61%

	pro
	27380
	6167
	22,52%
	21213
	77,48%

	total
	233305
	33667
	17,75%
	199638
	82,25%


Table 12: Amount of pupils with SEN in special education, local information

	local
	total pupils
	Number of immigrant
	% of immigrant
	Number of non immigrant
	% of non immigrant

	sbo
	1862
	1278
	68,64%
	584
	31,36%

	so
	1981
	1210
	61,08%
	771
	38,92%

	vso
	1500
	845
	56,33%
	655
	43,67%

	lwoo
	4916
	864
	17,58%
	4052
	82,42%

	pro
	1609
	977
	60,72%
	632
	39,28%

	total
	11868
	5174
	52,87%
	6694
	47,13%


It may be concluded from the above diagrams that the percentage of immigrant pupils within the various types of special education in Amsterdam is about three times as high as the national picture.

In the Netherlands, 33.667 pupils in total from special education have another country of origin.

Country of origin of pupils in special primary education, special and secondary special education, in the Netherlands:
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	Origin
	%

	Morocco
	22

	Non-English speaking
	22

	Turkey
	22

	Surinam
	13

	Dutch Antilles
	9

	Refuges
	4

	Former Yugoslavia
	2

	Cape Verde
	1

	Aruba
	1

	Italy
	1

	Portugal
	1

	Spain
	1

	Tunisia
	1

	Greece
	0

	The Moluccan islands
	0


Table 13: Country of origin of pupils in special primary education, special and secondary special education, national information

Figure 8: Country of origin of pupils in special primary education, special and secondary special education, national information
Country of origin of pupils in special education, special and secondary special education, in Amsterdam:
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Table 14: Country of origin of pupils in special primary education, special and secondary special education, local information

	Origin
	%

	Morocco
	28

	Surinam
	25

	Non-English speaking
	20

	Turkey
	16

	Dutch Antilles
	6

	Refuges
	1

	Aruba
	1

	Portugal
	1

	Spain
	1

	Italy
	1

	Cape Verde
	0

	The Moluccan Islands
	0

	Greece
	0

	Former Yugoslavia
	0

	Tunisia
	0


Figure 9: Country of origin of pupils in special primary education, special and secondary special education, local information
Country of origin of pupils in practical training and learning support education:
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Figure 10: Country of origin of pupils in Practical training and learning support education, national and local information
Table 15: Country of origin of pupils in Practical training and learning support education, national and local information

	%
	Morocco
	Turkey
	South of Europe
	Other countries
	unknown

	Local
	33%
	13%
	3%
	51%
	0%

	National
	18%
	16%
	6%
	59%
	0%


Q.5. If no data are available, what is the reason for lack of information?

There is no registration anymore on whether pupils with SEN in mainstream schools are immigrant pupils or not. The reason is the new system in which being an immigrant pupil does not influence the financing at all. However, from this may be concluded that there is no specific policy on immigrant pupils with SEN in mainstream schools. 

In secondary education, practical training and in learning support education, it is only a matter of limited registration whether a pupil is an immigrant pupil or not. Namely, for these pupils this registration is closely linked to the rules for extra financing of schools. For the above mentioned types of education the rules are rigid to such an extent that a large number of immigrant pupils are not qualified for this financing. However, in 2007 the rules and instructions changed drastically and nowadays, for extra financing in all types of secondary education, only the neighbourhood of a pupil (so-called poverty problem accumulation area) or living less than 2 years in the Netherlands is what counts.
3. Provisions

Q.6. Which types of educational provisions are offered to immigrant pupils and their families? 

There is a policy approach concerning language (for language-delayed children) and education of pre-school programmes including support in primary and in secondary education in favour of the integration and literacy programmes for adults (NT2, Dutch as second language).
When immigrants come to the Netherlands they are obliged to go for an integration certificate. Therefore, integration courses are given which will be rounded off with the integration exam. Both knowledge and the command of the Dutch language are important items in this exam. In addition to the national policy on integration, the local authorities of Amsterdam would also like to help people, who are not obliged to naturalize, to speak Dutch well and to teach them about Dutch society as they find it of the utmost importance for everybody to live, to lead a life and to study in a pleasant way. Every district has a ‘Taalwijzer’, an agency where immigrants can get information and advice on integration.

For children aged 2-4 there is pre- and early school education (VVE) where children are encouraged in their development, especially concerning language teaching. For children of immigrants where Dutch is not, or very little, spoken at home, this offers a supplement to their language development in order to reduce language retardation so that they need not be delayed when they go to primary school. 

The main reason by far, for any educational arrears, is because of language development. This is true for all children, with or without SEN. It is all too clear that immigrant children where Dutch is spoken either not at all or very poorly, at home, run a high risk of language arrears and in general at school too. At the moment some 53% of the 2-4 year old children go to a pre- and early school centre. In the years to come we aim to get this up to 70% and then possibly to 100%. 

Until recently, regular primary schools and schools for secondary education were financed on the basis of pupil numbers and characteristics of pupils. One of the characteristics is whether a pupil is a once or a twice removed immigrant. Primary schools received 1.9 as much financing as for the native Dutch children. Schools also received extra financing for e.g. children from a socially and economically deprived background. Recently this financing system has been changed. Nowadays in primary education, only the level of education of the parents is what counts and in secondary education, the percentage of pupils with a disadvantaged background and pupils who have lived in the Netherlands less than 2 years.

Until recently, children of non-Dutch origin received Minority Language Teaching (OALT). The general idea was to encourage language development in their mother tongue, as a result of which language development in Dutch would come about in a better way. Meanwhile people have changed their minds on this, as OALT did not yield much result. There are however special instruction classes in Dutch as a second language for both children and adults. There are also language classes for immigrant parents at some primary schools.

To conclude, there are special preparatory classes for newcomers. For about one year pupils receive extra language tuition in order to learn the Dutch language in these classes. After prep class pupils move on to the type of education that suits them. There are primary educational preparatory classes, but, in Amsterdam, a pilot is in progress for starting preparatory classes in secondary education. 

Initially, immigrants who take refuge in the Netherlands are received in an asylum seekers’ centre. Schools are also at these centres, mostly auxiliary branches of regular primary schools.
Q.7. Which services are responsible for and how do they co-operate? To which extent do these provisions differ from the ones provided to the local population?

The Ministers of Education, Culture and Science and of Immigration and Integration are responsible. They have set their tasks to the local authorities, the schools governing boards and the schools (and institutions). In Amsterdam the local authorities and school boards are working on the educational development, such as the pre- and early school education, preparatory classes for newcomers and minority language teaching classes.

The integration courses, extra language classes for children and parents, preparatory classes and schools at asylum seekers’ centres are especially meant for immigrant families. The pre- and early school education is meant for all children.

Q.8. Describe in which way services provide information to parents and to which extent families are involved.

A large number of parents’ associations, school boards, expertise centres, research institutes, media and the government provide information to parents.

The project ‘language & parental involvement’ aims at offering parents a combination of language and school-bound activities, as a result of which the bond and the contact between school and child and parent is promoted. Language and parental involvement implies: 

· Language education to parent of students. 

· More contact between school and parents.

· Reinforce relations between parent, child and school. 

· Increase of the parental participation and parental involvement. 

All aimed to improve language skills. 

The local authorities of Amsterdam released a DVD with information on special education, special and secondary special education and a survey of the provision of education in Amsterdam. On this DVD information is given in four different languages, namely in Dutch, Moroccan, Turkish and in English.

Both the local authorities of Amsterdam and some surrounding councils give support to all parents and educators with children aged 0 – 12 in accordance with the Triple P method, the Positive Pedagogical Programme.

In order to assist parents in the prevention and in parenting support, the above mentioned local authorities introduced a thorough structure. Triple P is an Australian programme for parenting support. The method has proved to be effective. Triple P is being distributed in all districts. By means of the media, Triple P also stimulates parents to bring children up in a positive way. A website is available for parents and professionals.

In Amsterdam there are centres for both Parent and Child. These centres also work according to the Triple P method. You can call on them whenever you have questions on children’s health, development and parenting. They are close to home, well within reach and easily accessible. Midwives, maternity care, infant health centres, educationalists and pedagogues work together. Most of the time accommodated in the same building, but in any case as a team.

The local authorities are also working on an electronic child’s file and on the issue of how to tackle multi-problem families. Later this year a debate on parenting and educating will be organised by the local authorities.
Q.9. Can you describe the financial implications regarding provisions available to immigrant pupils with SEN and their families?

In 2007 the minister of OCW invested in total about 565 million per year in the policy on eliminating educational disadvantage. No new policy is announced. Approximately 175 million has been granted to local authorities for among other things adult education, pre-schools and preparatory classes (schakelklassen). About 75 million has been assigned for secondary education to eliminate language-arrears with newly arrived immigrants and new education projects. There is also an extra investment for the control and reduction of the large number of early and unqualified school-leavers.

Primary schools (particular and public), secondary schools, pre-schools and special education qualify for a financial grant for the project language and parental involvement. For educating pupils with sensory, physical, and mental disabilities as well as/or behavioural problems a separate line of policy development has been drawn up. The idea behind the earlier mentioned policy called ‘Pupil Bound Budget’ is to change from supply-oriented financing to a system in which the means are forwarded to the person requiring the services: demand-oriented financing. In this light pupils take the funding with them to the school of their choice. An important characteristic of the demand-oriented financing is that parents have an important say in choosing a school for their child. Means would be made available only after a positive decision by a body of experts. If a pupil met the criteria for a pupil-bounded budget, parent and pupil could choose a school and decide with the school on how to use the funding.

In financing pupils with SEN there is no distinction between immigrant and non-immigrant pupils. However, until recently such a distinction has been made in mainstream schools, but not since 2007.
4. Support measures
Q.10. Can you list the main local problems faced by schools, teachers, pupils and families.

Pupils with SEN have often already language arrears in the country of origin, among other things because they received bad or no education in their home-countries. Also these children have often met with negative feelings in the country of origin, as they attracted attention by abnormal behaviour or learning skills. Thus, to start with it is the task of Dutch schools to change the “mind set” of these pupils into the right direction so that they will be able to develop in a positive way and to their own abilities. 
With pupils in secondary (special) education the schools should also take on the task of preventing pupils from decline into crime, and in preparing them for the labour market. For instance, the Kingma pupils are mentally handicapped (IQ<70). This group in particular will run the risk of being easily influenced by pupils with a (somewhat) higher IQ, who have taken to crime. There is a large group of lightly mentally handicapped youngsters (IQ 60-80) in the Netherlands too. They may be found in several types of education, such as in ZMOK, PrO, VMBO and ROC (follow up education after VMBO). These youngsters are often hangers on who get along with ‘brighter’ boys and girls who can encourage them to take the wrong (criminal) path. These lightly mentally handicapped youngsters stand no chance of entering the labour market but unfortunately they hardly realize this themselves, so their perspective is not a very positive one. Therefore schools should do the utmost to try and keep the pupils on the right track and lead them to employment.

There are certain cultures in which children with a handicap are not encouraged at all in their development or people are ashamed of their child with a handicap. Teenagers, girls in particular, are also kept at home as a home help. The more the immigrant family is western oriented, the better they know how to find the way to special education. It is the school attendance officers’ duty to check whether every child of compulsory school age attends school. If not, they contact the parents and tell them to see to it that their child will do so.
Q.11. According to the existing national or local information, do you have results regarding support measures provided to/by the school, to/by the teachers and to the pupils? Please, detail them.

Organising lessons in Dutch, structurally, is the only way to prevent early school leaving caused by insufficient command of language. This not only applies to the slow learners but also to all non-Dutch speaking pupils and adults, and in each group. In the last few years much progress has been made on the level of language-improvement. 

Recently much progress has been made on the level of improvement of;

· The learning environment at school and in the classroom, especially under the influence of pre- and early school education projects (VVE) (Piramide and Kaleidoscoop), the projects for the Young Child (Basisontwikkeling en Startblokken) and those of the Dutch Language Expertise Centre;
· The curriculum for language education (attainment targets and intermediate targets);
· The teaching content: a new breed of language methods has been published in which the attainment targets for Dutch are of main interest and in which instruction in Dutch as a second language has been taken into account;
· The teacher skills: many teachers have followed cross-school courses and practices and school specific training and coaching.

In 2007 both IVA and the University of Utrecht have researched the effect of the pupil bound budget awarded to children with special educational needs (LGF) in primary and in secondary education. 
Relevant conclusions are:

· For most schools involved in the research, everyone is happy with the coaching of LGF pupils;
· Lack of well qualified peripatetic teaching should be brought to attention;
· According to the teachers, attention given to pupils with severe behavioural problems is often at the expense of other pupils;
· On average LGF-pupils in mainstream primary education are, as far as cognition is concerned, better achievers than LGF-pupils in special primary education, but less than their classmates without a handicap;
· LGF-pupils equally make progress as far as cognition is concerned as their classmates without a handicap;
· In secondary education there has been no cognitive distinction discovered between the LGF-pupils and their classmates. This is not surprising as pupils in secondary education attend the type of schools that match their educational achievements;
· Parents and teachers report most behavioural problems with LGF-pupils in special primary education and in learning support (LWOO) and especially with pupils having a cluster 4 referral;
· In general, LGF-pupils in primary and in secondary education score less on the socio-emotional scale than regular monitored pupils;
· The competences of LGF-pupils in mainstream primary education declines all through the year, whereas this improves in the group which is monitored. A possible explanation for this development is the mechanism of social comparison. Different researches show that pupils with a (cognitive) handicap who are among mainstream school pupils compare themselves to their classmates without a handicap and because of that they display negative conceptions about themselves. (Cooney et al., 2006).
A number of recommendations resulting from this research are made:

· The dilemma between the integration objective and the selective admission policy of schools may interfere with recent government intervention in relation to ‘measured education’ (passend onderwijs).  Therefore the admission and registration policy of schools, in primary education as well as in secondary education, should be critically scrutinised.

· It is to be recommended that alternative modules, apart from the existing ones, should be developed in order to take good care of LGF-pupils. The LGF-regulation revealed a large group of both parents and pupils who wished for extra care and attention in mainstream education instead of in special education. However, the question is whether the special needs support structure of mainstream education is adequate in order to meet the parents’ demands. At present, integration in regular education with the support of LGF only knows one priority in the Netherlands: pupils with SEN are placed in mainstream groups in which, amidst ‘normal’ classmates, they follow the curriculum on their own or accompanied by some fellow SEN pupils. This policy, also called ‘mainstreaming’, possibly has more advantages than disadvantages because of the mechanism of social comparison. With a special needs duty as already mentioned, we would without doubt like to promote that even children with fewer cognitive possibilities should be placed, loyal to the objective of the LGF policy. For instance, we can think of intermediate types between mainstream and special education in which SEN pupils are accommodated in a separate group (a so-called shelter group) within the mainstream school and from which they take part in the regular curriculum for some time.
· Implementation and execution of such alternative curricula should be combined with research in which pupils are followed for a longer period of time, in order to determine the effect of the system.
In 2007, Sardes made a review of the research literature on Pre-school provisions (VVE) and chances of educational opportunities. In this it says, amongst other things, that the effects of VVE programmes are modest, but relevant. VVE appears to have a positive effect on the cognitive development. Thus, children who have been to any VVE provision score significantly better in tests on vocabulary, technical reading and comprehensive reading in the first three years of primary education. However, the positive effect of VVE may diminish after some time. 
The reason why is because children belonging to the target group of VVE, are mostly in an unfavourable family situation and may get into unfavourable school situations in the period after VVE. When that which is learnt by the children at the VVE is not used and encouraged enough, it will vanish from their mind again. Furthermore some recommendations have been made, such as a better and more intensive co-operation between VVE, child care and education, as for instance, community schools.
Q.12. Please, describe success factors and obstacles related to inclusive learning environment in the frame of a multi-cultural class.

When a non-Dutch pupil participates in the school programme then the so-called ‘slow learners’ drop out. They have difficulty in reading simple one-syllabic words, whereas other pupils manage to read technically. From the 4th grade (ages 7-8) also the less slow pupils may drop out, because they have difficulty in understanding texts. This is caused by their decreasing reading skills and speed, or by the average low test-scores. Sometimes teachers even skip parts of the curriculum or subjects are off the school time-table.

Schools with a mean to high percentage of multi-lingual pupils should therefore be encouraged in developing a school specific language policy. This means they should make an analysis of the school’s starting situation, make a school’s diagnosis and should formulate a policy document that matches the school (made to measure).

Q.13. Can you provide references to some conducted or planned evaluation on this issue (if any)?

On the basis of a thorough analysis of the work process concerning integration, measures have been taken which focus on:

· Increasing the quality by more made-to-measure courses. More consideration is taken to the newcomer’s wishes, ambitions, abilities and personal position; 

· Elimination of dropping out by checking the final results. To this end a strong appeal will be made to the newcomer’s own responsibility. Better preparation for the labour market or follow-up training;
· Increasing contact possibilities. Too few newcomers are served adequately;
· Enlarging the supply, with orientation on the socio-economic relationships and affinity with Dutch culture and history.

Furthermore, research has been done on inclusive education or on education for immigrants, however not the combination of the two. Below there is some information on research concerning integration of SEN pupils in mainstream education.

1. The University of Tilburg did research on ‘Adequate education’ in Practice (Passend Onderwijs in de Praktijk) in 2006.This research concentrates on types of education for pupils with SEN within mainstream schools, or the LGF-pupils (pupil bound budget). It is customary that these pupils integrate individually within a mainstream group. However there are other ways in which these pupils may integrate within mainstream education. These innovative ways are shown in this research where the experiences and the consequences for teachers have been observed. Among other things, it is to be concluded that various forms of organisation are in use (the so-called ‘shelter-groups’ with pupils with SEN in mainstream schools, a combination of means from the LGF of several pupils and adjustments in the structure of the mainstream programme). 

It also became clear that a type of organisation may be successful if a few preconditions are respected, such as a well prepared route, bottlenecks have also been noticed beside the positive effects. Further research of e.g. the actual effects on the cognitive, school and socio-emotional development of pupils and/or of practice in class, is supposed necessary.

2. The organisation called Forum (even uitleggen) edited various publications on educational disadvantages, immigrant pupils and education. In a publication of Forum, Frans Meijers and Rob Flohr look into the matter of which role intensive educational guidance may play in solving the relatively high drop out (school leaving) rate of immigrant pupils, what educational guidance should mean and what might well be the surplus value of immigrant educational guidance. The authors come to the conclusion that appointing immigrant educational guides, male as well as female, may be the answer to this topical and heavy social problem.

Forum also provides teaching packs on labour migration to the Netherlands in order to inform pupils about the start of the present multiethnic society.

3. Another Forum publication is on much research having been performed, for the last couple of years, on educational disadvantage and the way in which this should be controlled. Schools with lots of disadvantaged pupils get extra means - but how does this work in practice? This publication gives a clear picture of the actual practice on the basis of interviews with school management staff of five primary schools and of five schools for secondary education that have many immigrant pupils. The management team tells about the way to deal with this, its best sides, but also about problems and dilemmas in general. Parents as well as pupils of the schools do the talking in short interludes.
5. Assessment

Q.14. Can you describe the assessment tools used in order to identify the needs and abilities of immigrant pupils with SEN?

The assessment tool language SMART offers schools the possibility to determine the needs of multi-lingual children with SEN. Teachers, together with colleagues, visit and discuss the risk-bearing moments in schools with a non-Dutch speaking population and answer the questions. Then they are very much able to recognise the difficulties and obstacles these children/students are facing.

In general, for non-Dutch-speaking pupils the abridged Son-R is used. This is a non verbal intelligence test. At the moment this test is the best alternative now available, though not quite indifferent to culture. In the near future a new test, the Son-i will be developed. This will be an internationally standardised version of the Son. This test, we hope, should have less influence on the outcome than the Son-R, as far as culture is concerned.

Q.15. Can you describe how barriers such as the linguistic ones are taken into consideration?

Closely related with integration programmes for respectively old - and newly arrived immigrants, the local authorities use additional methods to reduce language delay: 

· Early childhood education (VVE);
· Receiving and registering newcomers in primary and secondary education;
· Special preparatory classes in which newcomers receive education with extra language teaching, in the first year.
Q.16. How does assessment take place when immigrant pupils with SEN enter the educational system. What kind of documents (if any) are immigrant parents expected to bring from one country to another?

Parents are expected to bring  school reports with them, but most of the time there is no basic information available about the pupil’s earlier school career. Preparatory classes (schakelklassen) are introduced for the newcomers. In these classes observations are made in order to get to know what education suits the pupil best, after which the pupil will move on to the right type of education.

If it is all too clear that a child needs special education on arrival in the Netherlands, a referral may be applied for directly. The Regional Expertise Centre helps parents in doing so, as well as in looking for the right type of school. In order to apply for a referral you need to give information on the seriousness of the impairment, on illness or problems, information on the influence of the difficulties concerning educational achievement, on self-reliance or behaviour, what has already been done for these problems and why special needs are necessary. National criteria apply for the assessment

Q.17. Can you describe who is involved in the assessment procedure (role of schools, assessment services, etc)?

Parents obtain information from the local authorities on the Dutch educational system and apply for their child to be admitted to a school. The school decides whether a child may be admitted. It often becomes apparent, after admittance, that children with special educational needs can not follow the education and need extra support and coaching. Therefore in many cases, schools are involved in the assessment procedure for pupils.

A number of schools with many immigrant or non-Dutch pupils have special preparatory classes for newcomers. For about one year pupils receive extra language teaching in these classes in order to learn Dutch. In these classes the type of education that will best suit the pupil will also be observed and following this, the pupil will move on to the right type of education.

The regular educational system is characterised by homogeneous grouping. Children who do not master the educational matter may have to repeat a year. In this year-group system children have to deal with a set amount of educational material throughout the year. Generally, children (and their parents) receive a progress report as the basis for the decision for a child to repeat a year. 

The end of primary school is marked by tests (national examinations) in which the majority of schools participate. This assessment procedure is important in the process of choosing the best type of secondary education placement. After a relatively short transition period (one or two years) in a secondary school the pupils have to choose between the different types of secondary education, as listed in the introduction. 

When right from the start it has become clear that an immigrant pupil needs special education, parents may have their child registered at the school they have chosen. The school will then refer to the Regional Expertise Centre that the school belongs to. One of the tasks of a REC is supporting parents in the application of a referral and in finding a suitable school. A referral is needed before a pupil may be admitted to a school for (secondary) special education. For this purpose both immigrant parents and native Dutch parents ought to give the same information. From the information it must be clear that the child needs special education, such as e.g. from a testimony on the impairment of the child by an authorised expert and from a declaration on what has been done about guidance and the educational outcomes of the former school. Frequently, immigrant parents do not have sufficient information and further research should be done in order to make a decision about the referral. As a rule parents themselves must pay for this, but sometimes the local authorities do so.






























































































� In the sense of general available actions or measures offered to families or individuals.
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