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Acquiring English language competences in a multi-lingual situation: the learning experiences of Dutch second language learners. 

Summary

Background to the problem

Dutch society demonstrates a development which is apparent in many societies in the 21st century; it is becoming ethnically heterogeneous.  This means that children who are second language speakers of Dutch are learning English, a core curriculum subject, through the medium of the Dutch language.

Research questions

 What are the consequences of this for the individual learner and the class situation? Is a bi-lingual background a help or a hindrance when acquiring further language competences? Does the home situation facilitate or impede the learner? Additionally, how should the TEFL professional respond to this situation in terms of methodology, use of the Dutch language, subject matter and assessment? 
Method of approach

A group of first year ethnic minority students at Fontys University of Professional Education, in Eindhoven, the Netherlands, was interviewed. The interviews were subjected to qualitative analysis. To ensure triangulation lecturers involved in teaching English at F.U.P.E. were asked to fill in a questionnaire on their teaching approach to Dutch second language English learners. Their response was quantitatively and qualitatively analysed.
Findings and conclusions

The students researched encountered surprisingly few problems. Their bi-lingualism and home situation were not a constraint in their English language development. TEFL professionals should bear the heterogeneous classroom in mind when developing courses and lesson material. The introduction to English at primary school level and the assessment of DL2 learners require further research.     

Project objectives
Dutch society is becoming increasingly multi-ethnic. A colonial past, the recruitment of migrant labour, and the absorption of asylum seekers mean that Dutch society is multi-ethnic, cultural and lingual. Of a total population of approximately 16 million (roughly the same size as that of Greater London) just over 3 million inhabitants are classified as “foreign” by the governmental agency, Statistics Netherlands
. “Foreigner” status is defined as having at least one parent not born in the Netherlands; according to this criterion the Dutch Crown Prince is a foreigner (his father was German), together with 341,000 Turks, 320,658 Surinamese, 295,332 Moroccans, 129,312 Dutch Antilleans, and another 1,952,056 from European, or other, countries not specified. Thus children of diverse ethnic origins and linguistic backgrounds are carrying out their educational assignments, interacting socially, undergoing the cultural and social processes of school life, and succeeding or failing academically in the Dutch language context and educational system. This tendency is likely to continue; cautious estimates by Statistics Netherlands indicate that in 2015 12% to 14% of the population of the Netherlands will belong to an ethnic minority.
English is part of the core curriculum in the Dutch educational system. Children start learning English in primary school at about the age of ten. In their secondary schools English remains a compulsory subject until at least the age of 16 and in most cases fulfils the compulsory foreign language requirement on the final examination list of subjects. The emphasis within the Dutch school system is on active and communicative use of the language. In further education English continues to play a role, as part of the curriculum as well as a medium of instruction (many text books are English language), and in the context of internationalization of further education.
Given the multi-lingual background of many children, perhaps not in itself so exceptional; “monolingualism is the exception rather than the norm” (Knight, 2001, p. 147) and the prominence of English within school curricula, questions rise about the process of English language acquisition.  What is it like to speak a first language at home, a second language at school, and to learn a third language via the second one? From this diffuse personal interest, the following research questions were distilled:

· How have Dutch second language speakers perceived the process of learning English in the Dutch educational setting? Do Dutch second language speakers perceive the Dutch language and educational setting as a constraint when acquiring English language competences?

· Do bilingual and multilingual students perceive their experience with other languages (Dutch in particular) as an advantage when acquiring English language competences?

· Does a bilingual home background impede or facilitate the Dutch second language learner of English? 

· Should TEFL professionals take the bilingual / multilingual background of their learners into account in the classroom, and especially when selecting subject matter for lessons and assessing Dutch second language speakers? 
The rationale of the project 
For a teacher working in the Dutch education system, the presence of children of non-Dutch origin in the class is part of working reality. Teachers can no longer assume that their learners will be culturally and linguistically homogenous. This is obvious in our classrooms now, and will become more so in the future. How can the teacher ensure that these children develop their fullest potential? Throughout the Dutch educational system this question is receiving attention, and research has been commissioned to establish what the educational outcomes of ethnic minority children are. A report written by the Social and Cultural Planning Office of the Netherlands
 aims to provide an empirical basis for the debate on the position of ethnic minorities and to identify potential for improving government policy. The report covers primary, secondary and further educational outcomes of ethnic minority children, and will be briefly outlined in the following paragraphs as a background to the project. 

The findings in the report, based on national testing in schools, are that ethnic minority children starting primary school, aged four, are two years behind their Dutch equivalents in cognitive development and command of the Dutch language. At the end of the primary school period these children are still two years behind in their Dutch language development. The primary school period is concluded with the CITO
 examination. The Turkish, Moroccan and Antillean children produce the weakest performance, with Surinamese and Southern European children achieving only slightly better results. However, Chinese and Vietnamese children produce results equal to those of Dutch children, and perform better than them in Mathematics.

The type of secondary school attended by the child is dependent on the primary school’s advice in combination with the CITO result. According to the report, primary school teachers advise placing the ethnic minority child in a higher stream than the examination results justify. Whether this is due to positive discrimination, a desire to give children the benefit of the doubt or some other reason has not been ascertained. After the third year of secondary school testing indicates that cognitive development is still two years behind that of Dutch counterparts. Secondary school is completed with examinations combined with continuous assessment programmes in the subjects selected, and here again teacher evaluations of ethnic minority learners are more favourable than examination results. One Dutch child in five goes on to study at further education level, but only one child in eight of non-Western ethnic minority origin continues studying after secondary school. However, those who do continue have study outcomes comparable with those of their Dutch counterparts.
The report findings concerning the educational careers of ethnic minority children in the Netherlands stimulated this teacher/researcher’s latent interest in the subject. Three areas of investigation suggested themselves immediately:
Firstly, what are the social implications of a heterogeneously composed language class? If classrooms are viewed as “coral gardens” (Breen, 2001a, p.128) what are the observable social implications for the DL2
 student, the teacher and the classmates? What is the consequence for the learning process of all concerned of different experiential, cultural and linguistic backgrounds? If the classroom is a collective, is it more difficult to learn in a “foreign” language – and specifically to learn a “foreign” language (English) through the medium of another foreign language (Dutch) because it is the first language of the majority? Is the learning process subject to cultural undertow? What are the consequences for the jointly constructed classroom reality of disparity? As Roberts (2001, referring to the work of Pierce (1995), p.116) indicated;
 “… the process of second language socialization is not a straightforward case of becoming communicatively competent within a fixed socio-cultural group. It is rather a hybrid process of learning to belong, and yet remaining apart – of having several social identities and affiliations to several languages”. 
Language and cultural identity are inextricably intertwined, and the teacher has not only to be aware of the value system implied by the language being taught, but also the value systems the learners bring to the classroom in constructing the socio-cognitive classroom context. “Communicating …is a convention-creating as well as a convention-following activity.” (Breen & Candlin, 2001, p.10)
Secondly, the influence of the home background in terms of the opportunities and stimuli it provides also merit research in relation to English language learning. In a standard Dutch home popular music, films, television programmes, current affairs information, sport and entertainment reach Dutch youngsters largely through the medium of the English language. Internet access provides more exposure to the English language. However, in the home of the DL2 child Internet access was less likely to be available for socio-economic reasons, and the media is more likely to be in the language of the parents. Does the home environment facilitate or impede the learning of English? The “Report on Ethnic Minorities 2001” states that;

 …..“the diagnosed deficiency in cognitive development in ethnic minority pupils at the beginning of the primary school is primarily determined by the poor instructive quality of the behaviour of the parents in relation to the child … the inadequate instructive quality of the parental behaviour leads to deficiencies in the development of metacognitive skills, in particular ….. restricted communicative skills in Dutch …… and a limited knowledge of the world”
. 
These are critical words on the role of the parents in the under-achievement of the ethnic minority child. Limited vocabulary and inadequate Dutch language proficiency of ethnic minority children are a recurring theme in the report. Are they also relevant to outcomes in English language learning? Or is the child enabled by the experience of bilingualism during the process of learning English? The child who developed the characteristics and strategies of the successful learner (Lightbown & Spada, 2001) when learning Dutch may be able to transfer them when acquiring English. Bilingualism may be a cognitive stimulus, rather than an educational handicap.
Finally, the presence of ethnic minority learners has consequences for choice of subject matter and educational approach. There is a general awareness among TEFL professionals that cultural stereotypes and ethnocentric bias do not belong in lesson material. To take this further, use of the Dutch language in English lessons may also be questioned – is it fair when it is not the native language of a proportion of the learners? Similarly, is an adaptation of the way English is taught to suit Dutch learners as in, for example, an emphasis on elements Dutch learners traditionally find difficult, acceptable? Is a one-size fits all approach the most academically even-handed? And if so, to how great an extent should the TEFL professional take the language background of the learner into account in the classroom and during assessment?
A description of the setting

The Netherlands has a binary system of further education: research-oriented education and professional higher education offered by universities of professional education. Fontys University of Professional Education (henceforth referred to as F.U.P.E.) is the latter form. It is one of the largest state-recognized and funded educational institutions in the Netherlands, and provided B.A. / B.Sc. degree courses for 35,000 students, employed 2,800 staff members and had an annual budget of €254 million in 2003. The students researched are first-year students at F.U.P.E. studying a generalized (engineering, economics and business studies) course Bedrijfskader, (henceforth referred to as BKa) preparing them for middle-management positions in small and medium-sized companies. 

All BKa students are allocated a student counsellor at the start of their studies. The student counsellor is a member of the teaching staff who has an interest in this field of work and has undergone additional training. The student counsellors ask all first-years a standard list of questions, and compile a student dossier.  The standard questions include questions on the student’s language background, and specifically, problems with the Dutch language. Only those F.U.P.E. students on the BKa course who had indicated to their student counsellor that their first language is not Dutch were invited for an interview for the purposes of this research. (See Appendix 1 for letter requesting permission for interview. The interview questions can be found in Appendix 2). Eighteen students from a cohort of 98 fell into this category. Fourteen were actually interviewed. They formed an approximate cross-section of the ethnic minority population, with the caveat that there was no Surinamese representation, and there was a gender imbalance (4 females and 10 males) reflecting the composition of the BKa student population.
Additionally, in order to investigate the perceptions of other TEFL professionals and ensure triangulation, colleagues who teach English (54 lecturers) at F.U.P.E. were asked (for covering letter see Appendix 3) to complete a questionnaire on their experience with non-Dutch learners, (see Appendix 4).
Methods used to collect evidence

The three attention points described in the rationale - the social composition of the class and the learning experience of the individual, the influence of the home situation and the optimal pedagogical approach – were used for the compilation of a list of questions to be the basis of the student interviews and the questionnaire to be sent to F.U.P.E. colleagues involved in teaching English.
Ethnic minority status is a sensitive issue. Therefore the objective of the research had to be clear for all involved. The consent of the BKa Director of Studies was obtained. The research objectives were explained to a meeting of BKa student counsellors and their co-operation was requested. The BKa counsellors approached BKa students who had indicated that they were not Dutch native speakers and requested their co-operation. Students could have felt pressured to take part in the interview if the researcher had approached them directly. Additionally, a cohort of students was selected with whom the researcher has no educational involvement. The danger of receiving “socially desirable” answers was thus reduced. The students were e-mailed by their counsellors requesting their permission for an interview. Nomenclature required sensitivity. To avoid use of terminology such as “foreigner” or “ethnic minority”
, often linked with “problem status”, the description “Dutch second language speakers” was chosen for communication. Students who did not reply in the negative were assumed to have given permission. Only one student refused to give permission. She stated that she had no wish to be classified according to ethnic status, but to be regarded as an individual independent of nationality. A second student informed me during the interview that he had been adopted by a Dutch family at an early age, and therefore did not belong to the target group. Two other students were unable to attend the interview at the scheduled time. No alternative date was offered, as it seemed sensitive to allow students to “opt out” if so inclined.
The interviews took place in the student counselling room. The students were interviewed individually after a brief explanation of the project objective had been given. The researcher became aware that too much information at this stage influenced the research subjects: students apologized for not having had any problems!  The interview was conducted in Dutch to enable the students to speak as freely as possible. The interview included open and closed questions, and improvised questions when relevant. The interviewer filled in the answers in note form, and then wrote up a more extended version from notes immediately after the interview. The interviewee verified that the notes accurately represented his / her answers.

English teaching colleagues were located using the F.U.P.E. website. They were sent a questionnaire, accompanied by a covering letter explaining the project’s objectives and requesting their cooperation. The questionnaire was anonymous, to ensure the F.U.P.E. lecturers felt free to give their opinions. They were offered the opportunity to indicate whether they would be interested in receiving feedback on the project findings.
Project findings
The student interviews

Of the 14 students interviewed, six had been born in the Netherlands. Three of the students born in the Netherlands identified themselves as Moroccan, one as Turkish, one as Spanish and one as Chinese. Of the students born outside the Netherlands, five were born in the Dutch Antilles, one in Bosnia, one in Iran and one in Turkey.  The composition of the sample indicates that “ethnic minority” as a category includes multiple sub-divisions.
Primary school 
Of 14 students, 7 were older than the average for their year, and the Iranian student is a mature student (born 1977). The students who were older had followed education outside the Netherlands or had repeated years in the Dutch system. It is a feature of the Dutch educational system that a child who does not meet the required level takes the year again. Two students mentioned proudly to me that they had not repeated any years; anecdotal evidence during the interviews suggests that it is common practice in Dutch primary schools for DL2 children to repeat the reception class. In the Netherlands school attendance begins at the age of four on an optional basis. It becomes compulsory when the child reaches the age of five. However, two of the students interviewed informed me that, although resident in the Netherlands, they had not started school until the age of six.  At the age of six children start learning to read; these students would have been confronted with learning to read in a language they did not yet command.  Of the fourteen students one had learned to read in Bosnian, one in Farsi (Persian), and two in Turkish. The two Turkish students indicated that they had learned to read in Dutch and Turkish at the same time.
Those students who attended primary school in the Netherlands started learning English at about the age of 10. Although it is generally assumed by English teachers that the introduction to English is undemanding and enjoyable the students interviewed did not share this perception.  Three of the students interviewed indicated that this was the most difficult phase of their English language studies. They reported confusion with the Dutch language and self-consciousness about speaking English in class.
Secondary school

Only one of the students (the Iranian mature student) had not attended a Dutch language secondary school at all. He had started learning English at the age of 12 in Teheran. His experience of learning English was primarily of class chorusing activities (Chick, 2001, p.230-3) and rote learning. The Bosnian had entered Dutch education at the age of thirteen. He reported serious confusion between Dutch and English and advised; “Never try to teach people two languages at the same time (for example Dutch and English) because it’s too confusing”. The five Antilleans had attended secondary school in the Dutch Antilles, and then gained entrance to the Dutch system of further education. Dutch is used in the Antilles because of its colonial history
. These five spoke Papiamento
 as their native language. Their schooling took place in the Dutch language, and therefore they had learned to read in a foreign language at the age of five.  They indicated that personally they had experienced few problems with this process, although they recalled classmates who had not been as fortunate. Rote learning had been a feature of their English language learning at secondary school. They had to learn lists of words and to conjugate verbs by heart, and creative writing did not feature until the second half of their secondary school careers. Their teachers had strictly refused to use Dutch or Papiamento when teaching English (“the dilemma of having to teach English in English only, as … a methodological prescription dominant in ELT”, Angel M.Y. Lin, 2001, p.283). These Antilleans were puzzled by this unhelpful attitude, although one of the students confided that her teacher had accepted Papiamento answers to English questions, although only when set books were being discussed. They reminisced about the book lists; five set books, of which three could be Caribbean authors, although Shakespeare was compulsory. All five had experienced confusion between British and American English. Their Dutch teachers taught British English but they heard American accents around them in the Caribbean. This was a serious problem when doing listening comprehension exercises, and they implied that general agreement on the use of World Standard Spoken English (Crystal, 2001, p.58) was long overdue. The students who had learnt English in the Netherlands reported a Grammar/Translation teaching approach (Knight, 2001, p.148-9), enlivened by listening and reading comprehension assignments. They were taught theory, and committed it to memory before applying it. Three students reported embarrassment about their accents when speaking English, deviating from the Dutch accents of their classmates. Two students reported mixing up Dutch and their native language in secondary school, but having no problems with confusing English and their native languages. Presumably their Dutch language needs were more cognitively challenging than their English language assignments. (Jones, G.M, 2001)
Learning English outside the classroom.

The entertainment and media industries are significant agents in familiarizing learners with the English language. Thus when the students were asked about the languages they hear most on television nine of the fourteen mentioned English. However, ten of the students indicated that new technology (primarily Internet and satellite television) made it possible to read, listen to and view more media output in their native language. Anecdotal evidence during the interviews suggests that native language media output is preferred by the parents, and this has tended to replace Dutch language output. This is particularly significant when the children still live at home. The students indicated a preference for English language films, television programmes and music co-existing with an appreciation of native language media output. The Antilleans specifically mentioned the role of Sunday school, supplemented by Disney films, as a source of English language exposure. One of the students mentioned library membership as a preferred source of English language reading material.         
Language preference

The fourteen students interviewed found it difficult to decide which was their main language. Four of them indicated that Dutch was their main language, but nine chose their native language as main language. The remaining student chose English as his main language; a charming example of World English usage. His partner, also of Caribbean origin, is a native speaker of English. Most of the students indicated that language choice was situational, as in the case of the student who replied that he spoke Farsi at home and Dutch outside the home. Others indicated that it was relational, dependent on to whom they were talking. Four indicated that they spoke a mixture of Dutch and their native language with siblings and other members of their ethnic group. One of the students stated that she would bring up her (future) children to be bi-lingual speakers of Dutch and Papiamento.  
The English lecturer’s questionnaire

Fifty-four F.U.P.E. colleagues were sent the questionnaire and covering letter. Fifty replies were received.  The initial plan was to subject the questionnaires to quantitative analysis, however my colleagues made so many notes and comments that to do them justice, a qualitative approach was substituted. 
All those who replied were adamant; they did not use the Dutch language in their lessons. However, the majority indicated that students did use Dutch when speaking to them, specifically in non-classroom situations, and then the lecturers used Dutch too. Most of the lecturers (76%) had at some time (“in the mid seventies”, was one response) taught at secondary school level, and those who had indicated that they used Dutch much more widely then, for the practical reason that pupils did not understand enough English. There was general agreement that DL2 students presented special needs, although 20% of the respondents felt that students should all receive the same treatment. “Dutch students are also confused and impeded by the Dutch language” as one of them dryly remarked.  Those who did respond to special needs - “only when strictly necessary” and “I pay special attention to students after consulting them. Only if and when a student agrees will I pay additional attention to his or her possible shortcomings” - suggested that sensitivity was required in the provision of help. Attention to pronunciation was mentioned by the majority of the respondents as a special need, followed by deficient writing skills. Some of the respondents indicated that they work with Chinese students following English-language Business Studies courses at F.U.P.E. and they highlighted an attitude to the educational experience not found among Dutch students; “docile students, teacher is authority”. Eighty percent of the respondents took the language background into consideration when assessing students; “You have to!” exclaimed one of them. One of the lecturers working with Chinese students indicated; “It seems impossible to reach the (near) perfect. Therefore I am satisfied more easily with some of their results”. Thirty percent of the respondents took the language background into consideration in selection of lesson material; “For examples and topics that are culturally sensitive” and also “One needs to take cultural backgrounds into class by talking about differences”. 
An evaluation of the project findings

As the research progressed it became increasingly clear that the research subjects – undergraduate students – had a powerful influence on the results of the investigation. They reported surprisingly (for the researcher) few problems with using two languages, Roman and non-Roman alphabets, and different reading directions. Bi-lingualism had operated as an intellectual stimulus. However, these students are, by definition, success stories, and if the same research questions had been addressed to secondary school pupils leaving school without any examination certificates the results could have been very different, as is demonstrated by the findings of the “Report on Ethnic Minorities at School”. Additionally, the researcher became increasingly aware that the use of the collective term “ethnic minority” lacks subtlety, and future research should therefore focus on analyzing trends and performance by ethnicity. 
The educational experience is progressive, and the foundations of English learning are laid in the primary school, at about the age of ten. Although English lessons at this level are perceived to be “fun” by educationalists, a significant number of students (three of the seven who attended primary school in the Netherlands) indicated that this was the most problematical phase of English learning for them. Possibly their insecure grasp on the Dutch language was emphasized by the exposure to another foreign language. Additionally the primary school teacher may lack the specific TEFL expertise required for the ethnic minority child struggling to acquire English language competence. It was outside the scope of this research to investigate TEFL in Dutch primary schools, but quite possibly this deserves further attention. 

The parents of ethnic minority children were criticised in the “Report on Ethnic Minorities” for offering limited opportunities for cognitive development. However, although this was not investigated in great detail during the student interviews, the majority of the students indicated that they could read in their native languages (although the level of proficiency was not determined). Two of the Turkish students mentioned that they had learned to read in Turkish at the same time as they had learned to read in Dutch.  Presumably the parents were either responsible for teaching them to read in their native language, or made arrangements for them to be taught. The Moroccan students had also learned Arabic. The diagnosed deficiencies in Dutch language development may be due to the efforts of the parents to promote native language skills. The inadequacies in Dutch vocabulary development do not necessarily imply that the acquisition of English vocabulary will be constrained. A further point of interest that arose during the interviews was the delayed school start mentioned in passing by two of the students. They had remained at home until the age of six years, instead of starting at the age of four, as is customary in the Netherlands. Why had their parents made this decision, and is it widely prevalent? Although outside the scope of this research, it would be interesting to find out more about school attendance patterns in ethnic minority children in general, and whether early attendance yields better educational results in particular.

The TEFL professional keeping up to date with the latest pedagogical developments may be forgiven for assuming that learners will have encountered the most recent teaching methods. However, the students interviewed who attended secondary school outside the Netherlands reported rote learning and a focus on forms (Long 2001), and even chorusing, as teaching methods. The Antilleans realized that their English language learning experience had emphasized receptive skills, and concluded that they would have benefited from discussion and interaction. Those who had attended secondary school in the Netherlands indicated extensive use of the Grammar / Translation method. Perhaps given for reasons of classroom management, listening comprehension exercises were also widely reported. Learners are conditioned by their earlier learning experiences, and the classroom is an inherently conservative setting (Breen a, 2001, p.132).  It seems advisable that the TEFL professional should not use teaching methods which may seem alarmingly progressive to students without explaining the method and clarifying the objective. 
In addition to making teaching methodology explicit the bilingual TEFL professional should also be sensitive regarding the use of L1 and L2. The impression derived from the TEFL colleagues’ responses was that use of L1 was considered inappropriate; “Immerse them in the English language and culture” was the objective of one of them. Perhaps the academic setting in which they work plays a role; the university student can cope with an intellectually demanding approach and the lecturer has “gate-keeping” responsibilities (Vijay K. Bhatia, 2001). Certainly Dutch English for Academic Purposes literature
 does focus on problems experienced by Dutch L1 learners, “institutional linguicism”, (Brown K., 2001, p. 115) rather than taking a non-specific approach to the process of academic writing. My F.U.P.E. colleagues stated that they did not use Dutch in their lessons, yet perhaps a shared language resource could be used helpfully rather than perceived as a source of confusion. Agreement, or at least exchange of ideas about, use of L1 or L2, should become an aspect of language course development (Graves K., 2001). Harmonisation of methodologies used in teaching L1 (Dutch) and L2 (English) could also help to reduce confusion in the classroom, and deserves further investigation. There was a divide in attitudes to assessment of L2 learners, 20% trying to be completely impartial, and 80% taking language background into account. Again, exchange of ideas about assessment should precede course development.

There is statistical evidence
 that ethnic minority children are catching up academically. They are three times more likely to participate in further education than their parents were. Certainly the gloomy picture of the ethnic minority home lacking cognitive stimuli is not borne out by the students researched, although arguably these university students have intelligent parents deprived of equal educational opportunities when they were children. However, it does seem that the Dutch language is under pressure in the ethnic minority home (“English threatens other languages”; Pennycook, 2001, p.86), the children choosing English language media output, and the parents benefiting from new communications technology to access native language media. No questions were asked about Internet use during the interview – because of the retrospective nature of the information sought - but students mentioned it repeatedly in connection with English language learning and access to their native language. 
In conclusion, the DL2 students themselves were involved in a needs analysis and had the following advice to give to TEFL professionals; reactivate and build on what the learner already knows, rather than focusing on what (s)he does not know, use a structured approach and avoid confusing students, treat everybody equally and demand high standards of achievement, but pay special attention to the recent immigrant or slow learner, and stimulate the shy and uncertain to take part. It is all eminently sensible, and can be set in the larger educational context. 
“Every learning experience should contribute to the development of mature individuals …. Effective educational experience should increase curiousity, wonder and awe, confidence and self-worth. In addition it should increase the individual’s ability to concentrate, appreciate, argue a case, tolerate, take responsibility and co-operate”. (Lewis, M. 2001, p.46) 
I would like to thank the students, my colleagues at F.U.P.E, and especially the BKa student counselors and the English lecturers for their contribution in providing the insights which made this research project possible.          
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� The Social and Cultural Planning Office produced the “Report on Ethnic Minorities 2001: Summary of Progress at School and Work” at the request of the Minister for Urban Policy and Integration. It is one of a bi-annual series of reports: see list of sources for further information. 


� Every year 170,000 pupils in Primary Schools take the final examination known as the CITO toets. See list of sources for further information. 


� Dutch as Second Language; the Dutch themselves use N2T (Nederlands Tweede Taal).


� Ethnic Minorities 2001: Summary of Progress at School, pages 10-11 (my translation).


� The students interviewed could have been Dutch passport holders. 


� The Dutch Antillean educational experience seemed to reflect” the conflict students face between cultural integrity on the one hand, and socioeconomic mobility” (Suresh Canagarajah A., 2001, p.208)


� “A Spanish creole, derived from a Portuguese pidgin, with Dutch vocabulary influence. Used in Curacao, Bonaire and Aruba by c. 200,000 speakers.”  Crystal D. (1987, p. 338)


� An example is “Engels voor het HEAO” (“English for Economic and Administrative Education”), 1993 by Meijer, Reijnne and Hermans, Martinus Nijhoff Uitgevers, Leiden and Antwerp.


� Statistics Netherlands (Centraal Bureau voor de Statistiek).
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