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The “Education that Fits” policy was introduced in 2014. It
replaced various policy programmes for pupils with additional
needs. Five years of research into the impact of this Act reveals
that the organisation of additional support has improved.
However, for teachers and parents, the system change has
yielded less than was intended, and the effect on pupils and
students is difficult to determine.

The research was carried out by a consortium of seven research
institutes:
• Kohnstamm Institute, Amsterdam (coordination)
• Oberon, Utrecht
• Knowledge Centre for Vocational Training and Labour Market,
Nijmegen
• CED-Groep, Rotterdam
• University of Groningen, Department of Pedagogical and
Educational Sciences
• TIAS School for Business and Society, Tilburg University
• Netherlands Centre on Education and Youth Care / Windesheim
University of Applied Sciences (until 2018)
The researchers in the core team of the consortium are:
Anke de Boer (University of Groningen)
Ton Eimers (Knowledge Centre for Vocational Training and Labour
Market)
José van der Hoeven (CED-Groep)
Guuske Ledoux (Kohnstamm Institute)
Ed Smeets (first ITS, subsequently Knowledge Centre for Vocational
Training and Labour Market)
Miriam Walraven (Oberon)
Sietske Waslander (TIAS/Tilburg University)
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Rationale of the research: the system change
Education that Fits
Education that Fits was meant to solve the main organisational problems
for pupils needing additional support in schools: bureaucracy, complexity
and responsibilities that were not clearly defined. Rising costs also played a
role. Back in 2004, the idea was that optimising the existing policy could not
solve these problems: a different approach was needed. The government
believed that education professionals were in the best position to
determine what was needed locally and chose to impose as few structures
and rules as possible. Professionals had to be given both the space and
the responsibility. That required a system change. A long-term process, in
which the policy design had to be adapted several times, ultimately led to
the Education that Fits Act that was passed in 2012 and became effective in
2014.

6

Organisational solutions: decentralisation and block grant
The solutions for the organisational problems and for the rising costs are
sought in:
• Decentralisation
It is no longer the central government that determines who receives
which support. With the Education that Fits Act, school boards
were obliged to form regional alliances – separate for primary and
secondary education – to fund and organise the support for learners
with additional needs. These regional “Education that Fits” alliances
received this responsibility for mainstream and special primary and
secondary schools. A regional school alliance is formed by the school
boards that have one or more schools in the region concerned. In
vocational education and training (VET), the boards of the colleges are
responsible for the support of students with additional needs.
• Block grant
At the national level, the total budget for additional support is fixed.
Boards of VET colleges receive a block grant based on their total
number of students. In primary and secondary education, the block
grant of regional school alliances is based on the number of pupils at
the affiliated schools. Part of this grant is allocated directly to special
schools. The regional alliance receives the remaining part, which it is
free to allocate for additional support in mainstream schools or other
provisions.
Tailored help and relieving the burden on parents in primary and secondary
education
In addition, Education that Fits was meant to ensure more tailored help
and a suitable place in a school for every pupil with additional needs.
Furthermore, it was the intention to reduce the burden on parents: the new
policy was meant to make it easier for them to find a suitable school for
their child. Various measures were introduced to facilitate this:
• The abolition of national systems to identify pupils with additional
needs: the regional school alliances are responsible for how the support
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is allocated (partly to counteract bureaucracy). For example, pupilbound budgets were no longer awarded on the basis of standardised,
national criteria.
The duty of care: for a newly registered pupil with additional needs,
the school (formally the school board) must investigate whether
appropriate support is possible and if not, the school must find a
suitable place for the pupil at another school. This is meant to prevent
parents from having to go from school to school, and that children of
compulsory school age end up stuck at home.
Drawing up a school support profile: the school describes its own
support provision for parents; all profiles combined should ensure all
kinds of provisions required at the level of the regional school alliance.
Drawing up a development perspective plan: for each pupil with
additional needs, the school describes what those needs are, how
these will be provided, and what the aims of the additional support are.
Besides contributing to tailored help, these plans should also improve
the communication with parents.
Administrative collaboration between regional school alliances
and municipalities: consultations must always take place about the
harmonisation of the support plans of the school alliances and the
youth care plans of municipalities.

Education that Fits in vocational education and training
For VET colleges, few obligations have been imposed. For students with
additional needs, the colleges must draw up an annexe with the education
agreement that they enter into with each student. This annexe is similar
to the development perspective plan. VET colleges must also describe
their support provision. Moreover, since 2018, they must consult with
municipalities and regional school alliances in secondary education.
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The research question
The main questions of the evaluation study are:
How did the implementation of this system change proceed?
What is the impact of Education that Fits on the actions of everybody
involved with pupils who have additional needs?
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Conclusion: improved organisation, but also
expectations that have not been met
The Education that Fits Act has had different effects on the various parties
involved. At the system level, it has led to an improved organisation
of additional support. There are sufficient resources for pupils in most
regions: there is a satisfactory network of provisions for additional support.
For the government, the costs have become manageable. Schools value
the large degree of autonomy that they have received but state they still
experience a bureaucratic burden and sometimes insufficient budget. VET
colleges are, partly due to the expansion of their financial possibilities,
positive about Education that Fits but are also reaching the boundaries
of what they can offer in terms of support. For teachers and parents, the
system change did not meet the expectations. Furthermore, the effect on
pupils and students is difficult to determine.
These outcomes are explained in more detail below.
Impact on the system, regional school alliances and school boards
More flexible system and a largely satisfactory provision
The system change Education that Fits has resulted in a less complex
and more flexible organisation of the support for pupils in primary and
secondary education. The regional school alliances value and utilise
the autonomy acquired, and the same is true for the affiliated school
boards. There is a satisfactory provision in most regions: there are enough
resources to support various groups of pupils. Nevertheless, there are gaps
in the network of provisions for additional support, such as for pupils with
severe multiple disabilities and pupils who have both a high cognitive
level and behavioural problems. Regional school alliances find it difficult
to realise specific facilities for very small groups of pupils. In addition, the
intensive supervision required for some pupils comes with difficult financial
considerations. It is questionable whether it is realistic to expect that a
satisfactory solution can be realised for each pupil within the fixed budget.
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The school support profiles have not contributed to realising a satisfactory
network of provisions of additional support. Schools have proven to be
hesitant to profile themselves with a specific provision for pupils with
additional needs.
Costs for government contained, but control of local finances a challenge
For the government, the costs have become manageable: the regional
school alliances (and also the boards of VET colleges) receive a fixed
budget. In primary and secondary education, meeting the needs with the
available resources can be challenging at times. This is particularly the case
where the new distribution of the budget (based on financial equalisation)
means that a school alliance now receives (far) less funding than was
previously spent in the region.

Equalisation
Since 2014, the budget for pupils with additional needs has
been equally distributed across the regional school alliances in
accordance with the number of pupils. For some alliances, this
means that they receive more budget than was previously spent on
support in their region (for example, on places in special schools).
This is called ‘positive equalisation’. Other regional school alliances
receive less budget than in the past: ‘negative equalisation’. The
introduction of the Act came with a five-year transition scheme
to give the parties involved the opportunity to adjust to the new
budget.
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A financial concern is that the costs associated with special schools – which
are now derived from the block grants of the regional school alliances – are
not decreasing. After an initial decrease, the proportion of pupils in
primary and secondary special schools rose again. At a national level, the
proportion is now above the norm that was originally used to calculate the
total budget for Education that Fits. Therefore, a smaller amount remains
for support in mainstream education.
Complexity has changed
The earlier administrative complexity has been reduced because school
alliances determine all of the rules in the region. However, not all system
barriers have been removed. There are still separate rules, for example for
clusters 1 and 2 schools of special education. And a new complexity has
arisen, for example due to ‘border traffic’ (pupils who live in a different
region than they go to school) and because some school boards and
schools have to deal with different regional alliances who make their own
policies.
Effectiveness of expenditure is unknown
No conclusions can be drawn about the effectiveness of the expenditure.
That is due to the policy choices made: the Education that Fits Act –
deliberately – does not define which pupils belong to the target group.
Regional school alliances make their own choices in this regard. They also
determine the distribution and use of funds and which goals are associated
with these. In addition, there are no reliable registrations of pupils who
receive additional support.
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Much administrative consultation between education and youth care yet little
joint policy
Municipalities, regional school alliances and school boards discuss how
additional support in education and youth care can be organised for pupils
who need both. Boards of VET colleges also consult with municipalities
about this. Although the consultation takes place, in practice, both
education and youth care are often still separate domains. While schools
and colleges experience difficulties due to waiting lists at youth care, some
municipalities find that schools make too great a demand on youth care.
Degree of autonomy elicits discussions
Regional school alliances and boards of VET colleges determine how
they distribute their funds, how they set up the procedures for allocating
support and how they realise a satisfactory network of provisions for
additional support. The school alliances also determine what they expect
from the affiliated schools with respect to providing forms of support
to pupils and whether (and, if yes, how) boards and schools are held
accountable for this. This logically leads to a wide range of differences
and choices, which are legitimate because the law prescribes little and
primarily contains open norms. This raises tensions in the Dutch House
of Representatives, which regularly requests more uniformity, and
particularly tighter requirements for regional school alliances. Educational
professionals experience such discussions about more regulations as a lack
of trust.
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Impact on schools and teachers in primary and secondary education
Schools value the autonomy in the use of resources
Many schools are positive about the more flexible use of resources and
the space to make their own choices thanks to the increasingly greater
autonomy they receive from the regional school alliances. Schools
mainly use the resources for extra hours for support teachers, support
coordinators and (extra) teaching assistants (more in primary than
secondary education), the deployment of specialists and for professional
development (more in secondary education than in primary education).
Schools make less use than before of external professionals (such as
speech therapists and behavioural scientists), probably because they prefer
to strengthen the support available within the school. Then they can often
support more pupils with the same budget than was previously the case.
Opinions are divided about the size of the budget. Some schools find it
sufficient and others not. A majority of schools also use resources other
than those assigned to additional support. Nevertheless, many support
teachers and support coordinators experience that they have too little time
to do what they consider to be necessary.
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Still a lot of concerns about bureaucracy
Schools still experience quite a bit of bureaucratic burden. Many support
teachers and support coordinators feel that the bureaucratic burden tends
to have increased rather than decreased. One of the causes is that schools
are confronted by new statutory obligations: duty of care, drawing up a
school support profile (at many places described as a ‘paper tiger’) and
development perspective plans. Also, the accountability requirements
posed by the regional school alliance are sometimes regarded as
bureaucratic. Furthermore, bureaucratic experiences tend to pile up at
schools: it is not just what the regional school alliance ‘imposes’ but also
the administration required by the school, the board or the inspectorate.
Basic support is mostly realised, but there are differences in how this is done
The Education that Fits Act states that regional school alliances must set a
basic level of support for all schools in their region. On top of that, schools
provide ‘additional’ support, which is funded by the school alliance.
Over the years, an increasing number of support teachers and support
coordinators report that their school can realise the basic support agreed
upon in their regional school alliance. One-quarter said that they cannot
do that (yet). School boards confirm that not all of their schools currently
satisfy the agreements of basic support. Despite the joint agreements, it
appears that some schools have a broader view about what basic support
entails than others, even within the same school alliance.
Bottlenecks in coordinating with youth care
Schools find it difficult to make good arrangements with youth care professionals about the support of pupils who need help. They are confronted
with changes of personnel in youth care teams, creating uncertainty about
who is responsible, and with waiting lists for examinations and treatment.
Furthermore, schools (just like parents) experience difficulties due to the
discussions that sometimes arise about who must pay for which costs.
Bottlenecks in the coordination occur most in special education, where a
relatively large number of pupils need youth care.
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No significant impact on the work or expertise of teachers
Strictly speaking, Education that Fits has had few direct consequences for
teachers’ tasks and therefore for their everyday practice. Before the policy
was implemented, there were positive and negative presumptions about
it, but neither proved to be true. Nationally, the number of pupils with
additional needs in mainstream education has not substantially increased.
The percentage reported by teachers has remained stable since 2008,
and it is 20 to 25 percent of the pupils in their group. However, there are
indications that the nature and complexity of the educational needs are
changing: behavioural problems are occurring more often instead of, or in
addition to, learning difficulties, and multiple problems are identified more
often. Teachers have not received substantially more help in supporting
these pupils. Although support teachers and support coordinators in many
schools have received more hours, teachers have not always recognised
that this is a consequence of the Education that Fits policy. In primary
education, the number of support assistants has also increased, but not to
the extent that every teacher can make use of this help.
There has not been a major focus on the professional development of
teachers in mainstream education. The school boards, who are responsible
for this, often leave professional development to individual schools
to decide. Schools state that the expertise of teachers with respect to
additional support has grown somewhat compared with five years ago. On
average, teachers consider themselves sufficiently competent to provide
additional support for pupils. They would rather be facilitated (smaller
classes, more assistance in class) than obtain more training.
Teachers experience more pressure and attribute it to Education that Fits
Over the years, teachers have become more critical about teaching pupils
with additional needs. They state that it demands a lot and sometimes too
much from them. Their concerns have not so much to do with the basic
principles of Education that Fits, but rather how this is organised and the
facilities available for it. They suffer from high work pressure and believe
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that Education that Fits is an important cause of this. However, high work
pressure has many causes, and it is unlikely that Education that Fits is the
only factor. Soon after the introduction of the Act, teachers complained
about too large classes, too many pupils with additional needs, too little
support and burdensome requirements from the education inspectorate.
At that time, the system change had only just started, and regional school
alliances were still busy making their plans. Hence, the fact that teachers
were already attributing high work pressure to Education that Fits,
indicates that more was going on. When the system change was introduced,
schools had to deal with other factors that forced cuts on extras and that
led to larger classes or groups. Teachers experienced the consequences,
which did not make it easier to maintain or expand a good provision for
pupils with additional needs.
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Uncertainty and high expectations also play a role
The system change altered the rules of the game, and accordingly, old
certainties disappeared. Teachers had to get used to the rules agreed upon
in the regional school alliance, and they did not always find these clear.
Sometimes they did not know about new instruments like the school
support profile. Introducing new realities to the class requires both time
and good communication.
Further, the government emphasised that Education that Fits had to
reach ‘the work floor’ and the aim was certainly not that it would become
mired in ‘administrative hassle’. Yet, at the same time, it limited the
resources via the fixed budget. The suggestion that every teacher could
benefit from more support in the class (‘more hands’) was never realistic
from a budgetary point of view. That caused tensions and frustrations.
Many teachers still hold the opinion that the Education that Fits Act was
a cost-cutting operation. At a system level, that is factually incorrect, but
the introduction of a fixed budget did constrain financial possibilities.
Moreover, equalisation means that fewer resources are available for some
schools than was previously the case.
Furthermore, teachers – given their sense of responsibility to pupils –
sometimes want to do more than is possible, leading to frustration. The
high standards that teachers set themselves are fuelled by the open
standards in the Act. Targets, target groups and intended results have not
been defined. The Education that Fits policy, also through the use of the
word ‘fit’, has acquired an unbridled character.
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Image presented in the media
Over the past few years, the media have paid a lot of attention to Education
that Fits, especially individual cases that point to problems, such as pupils
who do not attend any school (out-of-school learners). Furthermore, in
media reports, Education that Fits has become interwoven with increasing
concerns about work pressure in education, teacher shortages and public
protests of teachers voicing their concerns. Such reports have fuelled the
idea that teaching has become harder due to providing additional support
to pupils.
Are there more ‘problem pupils’ in mainstream education?
Many teachers state that a growing number of pupils requiring additional
support is the cause of increasing workloads and of the feeling that
they cannot offer the necessary support. On top of this, many teachers
think that referring pupils to special education is no longer allowed, and
that therefore far more pupils with additional needs have ended up in
mainstream education. From an objective point of view, that is not correct:
referrals are still possible. Even if the number of pupils in special schools
were to shrink considerably (which is not the case, in fact the opposite
is true) then this would mean that a mainstream primary school would,
on average, have to accept no more than one or two extra pupils with
additional needs. As previously stated, the percentage of pupils with
additional needs has not risen, but there are indications that the problems
have become more complex. This could, in part, reflect that teachers have
become better at identifying problems.
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Developments in vocational education and training
For many years, vocational education and training worked on
strengthening the so-called second-line support for students with special
educational needs. This type of support is usually organised in designated
units and provided by designated teachers, separate from the students’
actual training programme. In recent years, a change in direction has
become visible. VET colleges are reaching their own limits regarding the
organisability and affordability of the care structure and are switching
their focus to strengthening the support provided by the educational
teams themselves. This is realised, for example, through shifting personnel
capacity and financial resources from the designated units to the
educational teams and by defining new responsibilities for the teams.
There are still considerable differences in how the teams deal with their
new role: some teams quickly assume their responsibilities, whereas others
experience much difficulty or resistance.
Team managers are largely satisfied with their team’s expertise, but the
support coordinators point to shortcomings in knowledge and competence
among teachers. These are considered to be one of the most important
bottlenecks in supporting students. Professionalisation plays an important
role: the more satisfied teams are about the professionalisation policies,
the higher they estimate their competencies to be, and the more able they
feel they are to provide good basic support.
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Impact on parents in primary and secondary education
The duty of care does not reduce the burden in all cases
Parents are mostly not familiar with the duty of care. This gives schools
the opportunity to advise parents to go elsewhere: they tell parents that
another school would be a better choice even before a written registration
has been submitted (as a result of which the duty of care becomes
effective). Although this happens, the extent to which it occurs is not
known. Furthermore, the duty of care does not prevent some parents from
looking for other schools to send their child to.
Professionals in the school satisfactorily perform the duty of care if, after
an investigation, they conclude that they can offer the desired provision
themselves. If they cannot realise the desired provision, they have to search
for an alternative appropriate place, and they have to communicate all of
this to the parents in a proper way. However, if the alternative provision
does not concur with parents’ wishes, they continue their search for
another school themselves.
Information is not always readily accessible
Parents often experience difficulties in finding good information about
what schools can provide. That makes it hard to find a suitable school.
School support profiles provide no assistance in this respect: they are not
always easy to find, frequently provide little information, or parents do not
even know that they exist. Furthermore, what the school support profile
states does not always concur with what the school can actually offer (for
example, due to personnel shortages).
Bureaucracy only experienced by some parents
On average, parents experience little bureaucracy. Complaints about
bureaucracy more frequently occur among parents who have to deal
with combinations of support from the school and other organisations
(youth care, medical care or a combination of support provided by the
regional school alliance and from cluster 1 or 2). Parents do not state the
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development perspective as the cause of bureaucracy, whereas schools
do. For parents, this plan provides a good basis for communication about
their child. However, it should be noted that schools differ considerably
in the number of pupils for which they draw up such a plan, which partly
depends on the policy of their regional school alliance. This means that
parents become more dependent on the policy of the school. The lack of
a development perspective plan does not automatically mean that the
school communicates less well, but it does mean that parents have less
control over the realisation of the agreements made.
One-quarter of parents not satisfied
On average, parents are satisfied with the education provision, the
relationship with the school and the choice of school. However, about
one-quarter of parents are not, and they are the most vocal. The reasons
for the dissatisfaction are diverse. First of all, the educational needs of
some pupils are very complex, or there could be a complicated home
situation. This is particularly the case with out-of-school learners or pupils
at risk of becoming so. Solutions for this are not always easy to realise, do
not always work or are rejected by the parents. Secondly, some parents
have very high expectations about what a school can realise and are
therefore very demanding. Education that Fits has aroused these high
expectations simply through the use of the word fit (‘tailor-made’). Thirdly,
as previously stated, some parents have to deal with combinations of help
for their child from the school, youth care and/or other care institutions,
and that does not always work out well. Finally, Education that Fits has also
elicited uncertainty among parents. Previously, the pupil-bound budget
gave them a feeling of certainty (this budget is for my child), a negotiating
position with the school and the feeling of being able to choose (to a
mainstream school or special school?). Now, parents have to investigate
what is possible at the school and what rights they can invoke should that
be necessary. With this, they sometimes have to strike a balance between
what they would like and what they dare to ask for. Also, they often do not
know what is actually possible with the available resources. All of that can
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lead to stress. The majority of parents do not want to squeeze every last
drop out of what a school has to offer. They mainly want to have the feeling
that they are welcome at school and are taken seriously. Policy instruments
introduced by the government to support parents – ranging from the
duty of care, school support profile, parental approval for the support
provided by the school, to support and regulations in case of disputes – are
important, but they do not get to the core of the problem: ultimately it is
about the communication and relationship between school, parents and
pupils.
Impact on pupils and students

It is difficult to determine whether pupils receive more tailored help
Schools indicate that they can support more pupils than was the case in the
past because they are now able to operate within less strict frameworks.
Whether that also means that the help offered is more suited to individual
needs is difficult to determine. That is because the target group for
Education that Fits is not described, and reliable registrations of pupils
and students with additional support are lacking. Furthermore, there are
no criteria to establish when the support provided ‘fits’. For example, in
secondary education, support facilities outside of the regular classes are
often preferred. Opinions differ about whether such support is sufficiently
tailored.
Most pupils with additional needs state they are satisfied about the support
they receive. They value the extra attention, and according to them, it
improves their self-confidence and educational achievements.
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Out-of-school learners are high on the agenda, but the numbers remain the
same
Pupils who do not attend a school for more than three months without an
admissible reason are more in the picture, but reducing that number has
proved to be more difficult than expected. This concerns more than 4000
pupils in primary and secondary education; the number even appears
to be rising. The increase is partly due to more attention for these pupils
and better registration (at schools, municipalities and regional school
alliances).
It has gradually become clear that out-of-school learners are a very
diverse group of pupils, often dealing with very complex psychological or
psychiatric problems and/or home situations. Accommodating such pupils
back into a school setting is very difficult, particularly when they have been
out of school for a long time. The problem is not always the school, and so
the duty of care is not always/only an adequate solution for the problem.
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Students in vocational education and training are often satisfied, but there
are also concerns about admission and support
Students with an additional need in vocational education and training
are largely satisfied with their intake. The same is true for how they are
involved in making agreements about the support and the actual support
they are offered. Nevertheless, there are also concerns about the admission
and support of students. There are cases where students with additional
needs are advised to do a different course. It is not clear whether the
interest of the student has the highest priority in all such cases. Although
students are positive about the support offered, this still mostly concerns
support outside of the class. As a result of this, they have less contact with
their fellow students. Also, their own teacher or mentor is less involved in
the support even though the students indicate that could help them.
Furthermore, VET colleges have to deal with students who are registered,
but cannot actually do the course due to severe, complex problems.
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Finally: difficult to determine what works
Within Education that Fits, it cannot be determined what constitutes a
‘good’ approach at schools or within regional school alliances. First of all,
this is because the Act leaves undefined what exactly Education that Fits
is, for whom it is intended and what the intended effects of it are. It is up
to the educational field to make its own choices in this regard, and that is
what has happened. Secondly, the support of pupils differs per situation.
Whether or not an educational provision is deemed ‘fitting’ is determined
by the interaction of many different people and factors. It is not possible
to formulate simple instructions about what should or should not be
done. Generic policy measures can at most have an indirect effect on the
education of pupils with additional needs, whether that policy comes from
the government or from regional school alliances.
What the government can do
The government can provide more clarity about the target group for
Education that Fits, about the objectives (especially for pupils) and about
the desired long-term development (for example: are special needs
classes in mainstream education a long-term ambition or do they form an
intermediate step on the long path towards more inclusive education?).
In addition, policy can focus on the necessary conditions for Education
that Fits: adequately equipping teachers and school managers (the latter
because the support of pupils with additional needs requires something
from the entire school organisation).
Finally, Education that Fits is a development that requires learning at all
levels: that of the school, the regional school alliance and the system. An
important condition for being able to learn is the clarity about Education
that Fits stated above. Another important condition is collecting adequate
information, in other words, monitoring. In this light, it is worrying that
identifying which pupils receive additional support is currently not
possible.
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Concept creep
The development of Education that Fits continues. The policy
objectives are also shifting, partly as a consequence of the attention
for this politically sensitive subject from politicians, the media
and stakeholders. The policy concerns vulnerable children and the
desire to offer them the best possible educational opportunities.
The fact that neither the objectives nor the target group has been
clearly defined fuels a debate about what is desirable. Education
that Fits has suffered from concept creep: it is being associated with
more and more pupils and developments. For a fair assessment of
Education that Fits, the findings need to be examined against the
original policy objectives.
The discussion about inclusive education illustrates this. The system
change was never intended to realise fully inclusive education and
the abolition of special schools. With its introduction, Education
that Fits acquired the adage: mainstream education when possible,
special education when needed. However, the call for inclusive
education has become stronger again after the Dutch ratification of
the UN Convention on the Rights of Persons with Disabilities (2016).
In policy discussions, but also among teachers, the terms Education
that Fits and inclusive education are becoming increasingly
synonymous.
Shifting the criteria against which Education that Fits policy is
assessed is not without risks. New ambitions about inclusive
education could strengthen the reservations that already exist
among educational professionals. Moreover, the evaluation reveals
that in mainstream education, people ask where the boundaries of
mainstream education lie and, in practice, a development towards
inclusive education cannot (yet) be discerned.
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